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ABSTRACT S

-

This study involved tné?dfvelopment and evaluation of an intra
and inter persona] skills training program, The material was
designed for use with adults and it incorporated an educational model
of counselling service de1ivery.‘

The Skills for Effective Living (SEL) program was developed

over a three year period. The program evaluation reported in th1s
study is both of a formative (process oriented) and summat1ve
(outcome oriented) nature.

The formative evaluation was an exploratory process aimed at
determining what types of thanges the SEL program facilitated and at.
identifying what aspects of the materials and procedures required
reyision} The summative evatuation involved an assessment of the
outcome effects facilitated by participation in the'SELApﬁogram.

The formative aspects of eva1uatioﬁ were based on feedback
from participants,. reactions from other professionaﬂs,utfjizing the
materia], feedback from the traieers who”ran the SEL Ehograms in the
research phase of this study, and personalupbservatiqn by the author.
" From this information, ‘problem areas were identified and the heces--

|

sary changes were made. In geneha],_the formative results indjcate&

that the program was’extreme]f well receiveg. .

~ -

Summative evaluation was based on an“experimehtaI‘study invav—f

"

ing 27 nursing students and’their instructdrs»who\Ve1unteered fpr )

part1c1pat1on in a. ten week SEL treatment program A Posttest'On]y

Control Groun De51gn was ut111zed and treatments were adm1n1stered

| by tra1ners not )nVOlved in the develcpmental aspects of the program

- | . vy MO
~ Ly . o
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It was hypothesized that participation in the SEL program
would: 1) have a significant overall treatment effect when the var-
iables-of anxiety, self conceptj irrationality, and overall adjust-
ment were considered‘simu]taneously; 2) result in a siapificant
.decrease in anxiety; 3) result in a significant improvement in self
concept;>4).resu1t in a significant decrease in irrationality; and
5) result in a s1gn1f1cant improvement 1n overa]] 1eve1 of adJustment.

The f1rst two hypotheses were uphe]d. The rema1nd1ng three,
:however, were all rejeoted. But, it should be noted.tnat although
norie of ‘the differences observed on the last three variables attained
‘ statisticai_significance, differences in the hypothesized direction
did exist in all cases. - y |

The findings were discussed and a numoer of recommendations for
additional research were presented. These inc1nded: 1) verification -
.of the modified program that has resu]ted from the present study;.
2) additional research with Targer.and more'diversified-groups:\3)
component analysis to determine the active ingnedients in the SEL
treatment program; ﬁ).research involving longer follow up periods;
5) research that incorporates behaviorally based criterion measure=-
ment' 6)‘research that will estab]ish selection criteria for partici-
pation in.the SEL program, 7) deve]opment of a program to train
-x leaders how to use the SEL mater1als, 8) pr arat1on of a’kit of

materials that would 1ncorporate a]]‘of the™ 1essons and aids neces-

~sary to present the SEL program; and 9) mod1f1cat1on of the program

to make 1t su1tab1e for use w1th schoo] ch11dren

vi’
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CHAPTER ONE

INTRODUCTION AND PROBLEM

“The Educational Model

Psycho]og1sts have recently been urged - to rep]ace the trad1-
tional mode]s of service de11rery w1th an educatlonal]y or1ented
approach (Guerney. Stollack & Guerney, 1970). E111s and Harper

" (1975) suggest u1t1mate1y replacing the word psychotherapy with terms
such-as emot1ona1 education or to]erance tra1n1ng Fr1sco (1974) |
indicates that the need to teach mental hea]th sk1lls is long overdue
since currently people are taught most everyth1ng except how to 11ve '
with themse]ves and with each other ‘ ‘

Imp11c1t 1n the evo1v1ng educationa1 approach 1s the be11ef
psycho educat1ona1 programs shou]d be. read11y ava1lab]e to all who
requrre them. Th1s 1s in contrast to trad1t1ona1 treatment strate—
gies”that arerpr1mar11y l1m1ted to 1nd1y1dua1s warranting treatment
because otstheir identification as patients (Guerney, et al. 1970).

It has been recommended sk11ls tra1n1ng programs be made avail-

—
g

able in educat1ona11y or1ented sett1ngs, such as University Extension
~facilities or Commun1ty Co11eges, S0 the didact1c nature of procedurcs
can be emphas1zed w1thout the negat1ve effects assoc1ated w1th people
adopt1ng patient roles (Bryant Trower, Yard1ey, Urb1eta, & Lentem—

endia, 1976). Prograr. are eeded for a]] age groups from*the -

cradle to the grave' (1148 Harper, 1975).
| Programs based on “he =ducationa] mode] are stead11y 1ncreas-,

ing in number and diversity. Affective educat1on programs for’ ch11df

ren such as DUSO (Dinkmeyer, 1970), TAC (Amundson; 1975), Parent"



Effectiveness Training (Gordon, 1970), the so called "new sex

therabies" (Kaplan, 1975), social skj]]s training (Argyle, 1969;
Lewinsoﬁn & weinstein, 1970; McLean, 1975), assertion training
(Lénge &AJakUbowski; 1976) and'obeSjtquontr01 programs (Stuaft,
1972), all 1ncorpofate thg éducationa]fy orieﬁted shift away from
traditioﬁa]qtherapiES B | - |

This sh1ft w111 necessitate a re- -examination of “the ro]e of
the psychp]og1st Chr1stensen (1976) notes a trend away from trad-‘~d5.
~itional emphés{S'on.the.relat1ona1 and précess aspects of thé.co&h:
selling endeaQor“in.favdr‘qf‘éhﬁhasis on content vqriab]gs, Ihis
change streéées the thnéé]]orfs teaching'fgﬁétion jd hé]pihg indivi-
duals to re-examine va]ue;,']earn,%n#érperspnéﬂ;Skﬁiis;‘ahdvdeve1op ‘

understandihg;

Similarly, Thoﬁsen'& Mahonéy (1974) suggest that a maJor resnon-?»I'

s1b1]1ty of the counse]]or shou]d 1nvo1ve the preparat1ﬂn of a var- '
'1ety of courses, sem1nars and workshops de<1nned to teach 1nd1v1dua]s"
the sk1115 involved in behav1ora1 se1f mawagement Such cogrses A
»shou]d be w1de1y ava11ab1e . _ k
| For many, the emerging shwft 1n emphas1s w111 be d1ff1cu1t to

accept as it requires a bas1c restructur1ng of trad1tiona1 be11efs '
~ about. the etiology of psych010g1ca1 pr0b1ems and the nature of
therapy. Lazarus & Fay (1975) exemp11fy tHe doveTooment that must
occur. They state: ’ | . :

We view thérapy ds-education. It took ué a

long: time to discover how simple it can be to

change a lifetime pattern of suffering and - : , {

anguish. We had to unlearn many of the atti- .

tude 1 *“s~rias we had learned in our

training and in our therapy. For example,
we had to realize that people with problems



are not defective, that emotional hanqups,

even severe ones, are not illnesses, that

we are not the victims of deepseated uncon-
- scious forces, and that therapists are not.
-superior tec the people who consult them.

When one has been thoroughly trained to

regard bad habits .as diseases, to search

for hidden meanings, to read great signif-.
jcance into passing utterances, to diagnose
:and label people and.their problems, jt js -
difficult to realize e of the most pro-
-found. truths of all -- psychelogical change
calls for problem solving in the here and .
now rather than preoccupathn with the here-
atter or- heretofbre - (p.-19)

Even if. the parad1gm shift 1s act1ve1y -accepted, a number of
prob]ems w1]] need- reso]ut1on Essent1a11y, these revo]ve around. two
»general‘d1mens1ons On the one hand re]evant sk111s must be. 1den—
t1f1ed and on the other hand effect1ve teach1ng strateg1es need

to be deve]oped (Chr1stensen, 1976) ‘ E;p1orat1on is 1mperat1ve 1n»h
both of these areas 1f we are to avo1d 'a vague and poor]y eva]uated

shotgun" approach 3 d ' o | |

o A]though a number of cogn1t1ve and/or‘behav1ora1 skill tra1n-
ing packages are ava11ab1e espec1a11y in the currentdy faddwsh
assert1on tra1n1ng area, they tend to be 1nadequate for one or more '
of the fo]]ow1ng reasons . h"d' N ‘\1/,' | | ‘

V F1rst]y, most approaches are buSzd OR @ .Narrow conceptua]1za-
t1on of "re]evant sk1115" Paroch1a]1sm tends to preva11 and sk11}s f
are def1ned on the bas1s of s1mp11st1c conceptua]1zation/of the.x."
'etiolog1ca1 factors 1nvo]ved 1n human funct1on1ng For examp]e,fi .
"approaches such as- assert1on tra1n1ng (A]bert1 & Emmons, 1974)

r rat1ona1 emot1ve therapy (E111s & Harper. 1975), and psychocybernet1cs"
bd(Maltz 1960) have all. acqu1red the status of psych01091ca1 patent

© medicines 1mp11c1t]y prom1s1ng curat1ve powers re: T%’. _ -y those



of Dr. Bull's snake oil.

Since personal adjustment problems are seldom circumscribed,

/

attempts to define re]evant-skfl]s from narrow perspectives, such as

-~ i - ) '

‘ the above, re clearly of ]1m1ced value. As‘Mahoney>(1974) indicates}b
to the extent a program addresses itself to on]y 2 port1on of the
re]evant causes,‘1ts_success 1s‘Jeopard1zed.

‘Secondly;'the majority‘of avad1ab1e programs ignore_princip]es

of curr1cu1um deve]opment and instructional des1gn Pr09ram assump—“’
tions are seldom de11neated the basis for sk111 se]ect1on 15 not. /

/

presented and ]1tt1e attent1on is paid to the appropr1ate sequenc1nq

of content Rarely are spec1f1c educat1ona1 obJect1ves descr1bed

s

re]evant teach1ng strateg1es out11ned or quest1ons of eva]uat1on

[

dea]t w1th The need for a sound oedagog1c model is ev1dent

/

The f1na1 1nadequacy perta1ns to the 1ack of exper1menta1 va]—,

1dat1on ava11ab]e for most programs. ' In fact, many of the programs

lack any researchev1dence to supoort their va11d1tv (eug. Lazarus

& Fay, 1975; Phers & Aust1n, 1975' Maltz, 1060§v The‘prdncipie'of ‘

caveat emptor shou]d be borne in m1nd by both counse]]or and c11ent
Th1s is not to 1mp]y that packages should not be- deve]oped

unt11 a11 of the components have been exper1menta11y va]:dated

\

A]though 111 def1ned aoproaches shou]d be avo1ded broad based het—.
erogeneous packages offer an 1nva1uab1e c11n1ca1/strategy (Mahoney,r'
1974) In unprecedented app11Cat1ons Mahoney (1974) suggests the
fo]1ow1ng pragmat1c ru]e of thumb F1rst show an effect then iso-
late the cause ( ]98) “

N

V.The preceed1ng discussion C1ear1y SUQQests the need for’ add1~/vp‘

B Ut



In order to overcome the above inadequaCies, the package should teach
the skills and attitudes that have been identified by a variety of
therapeutic approaehes. It should tncorporate curriculum develop-
ment principles and sound'pedagogic procedures. As well, programs’
shou1d be deve]oped,in such a way that efficacy can be validated by

research, not impression. _ L

The Present Study

The present'study was undertaken as the initial phase of

\

research required to ultimately meet the above requirements. It is
initial in that a'grEat deal of additional work is required before a
broad]y based curr1cu1um w111 be rea11zed The study was both form-

'at1ve andveva1uat1ve in- nature with emphas1s be1ng placed on the

)

formative stages S N

-~ J T
i

Bas1ca11y, the studx revo]ved around the prob]ems suggested by |
_Chr1stensen (1976) i;el 1dent1f1cat1on of re]evant sk1]1s, and iden-
t1f1cat1on of re]evant teach1ng strateg1es ,Once these were identi~
fied, the program presented in th1s study was’ des1gned Entit]ed
‘Sk1]15gfor'Effect1ve L1v1ng (SEL)v it is des1gned for presentat1on 1n ‘”

s

ten 2> hour sess1ons B R

Sk111 content was based on. a rev1ew of re]evant, but d1verse )
]1terature 1nc]ud1ng asSert1on tra1n1ng, soc1a1 sk111s tra1n1ng, )
anx1ety management, Py -oplen solv1ng, ahu serf contro] strateg1es |
Add1t1ona]-sk1lls were’ jdent1f1ed from many hours‘of,c11n1ca1 con-
té§t in the course'of deve]oping»the program : -

A four componeht educat1ona1 model,. also based on a reumew of
7the 11terature and c11n1ca1 contact, was developed Thegfmna]

\

components are: 1) 1nstruct1on, 2) demonstrat1on, 3) practice}fand



4) homework.

‘During the developmental process,'the program‘was-extensive1y
tested. 1n a var1ety of sett1ngs 1nc1ud1ng . University Extension
classes, hospital in- pat1ent treatment fac111ties,‘and profess1ona1
deve]opment workshops. In these sett1ngs, feedback. was obtained from
a var1ety of lay ‘and profess1ona1 peop]e | p\

Through th1s process, extens1ve ‘mod f1cat1ons were made in the
content, sequence and 1nstruct1ona1 des1gn(< In all, the}deve]opmenta1
phase invo1ved‘the"author in‘over 1000 hours‘of:teachjng contact with
fn excess of 500 peop]elk Finally, the programvwas'validated using
other trainers in a smailtekperimenta1 study. - | "

Importance of the study

 This study 1s of theoret1ca1 app]\éd and personaﬂ va]ue H
At the theoret1ca1 1eve1 ,1t 1ntegrates a var1ety of sk111s re1ated
to effectlve funct1on1ng 1nto a teachable format. The mode] spec-" -
1f1es expected }earner outcomes, teaching procedures and homework
'ass1gnments - . \ o

The greatest va1ue of the study perta1ns to its re]evancy at |
the app]led level. It meets the 1dent1f1ed need for such tra1n1ng
packages (Gormally, 19753 E111s & Harper, 1975; Mahoney, 1974
Bryant et a],,1976)3 Preliminary results indicate the program w111
be app1icab1e‘in a w1de var1ety of settings by 1nd1v1dua1s who/are
not hdgh1y~trained in psycho]ogy;‘proyiding thatuthey are>proper1yi'/">
;for1ented to the mater1als / y- " ' \ ‘_ SRR
Personally, the study has been very mean1ngfu1 in that it has

l

-a]]owed the author to pursue-’ two areas of’ great 1nterest name]y

' human effect1veness tra1n1ng and educat1ona1 approaches to therapy

/



o
N

The remainder of ths study unfolds in the following mahner:
chapter two bresentslthe‘background to the study and reviews -
pertinenf 1iterature; chapiér three out]inesxthe program deve]opmentl

procedure as we11'és the”experimenta]’design:uti1ized; the ‘results
. W \ S
sented in chapter four; chapter ,
: - e o - ‘ s ‘ '
five contains a discussion of the significance\?f the findings and, .

of the research investigation are pre

out1fnes su§gestionS for further reSearch. A

| SN



CHAPTER Two

5

RELEVANT LITERATURE'REVIEW
Th1s chapter beg1ns w1th a rev1ew of the s<it.s tra1n1ng 11t—
erature, pertaining to both 1ntra and 1nterpersona1 funct1on1ng |
The curriculum deve]opment and instructional design process are then .
examined. It concludes With the;presentation of the rationale under- L

lying the development!of the SEL program.-

Skills Train%ng

Recent developments in the f1e1d of counse111ng have p]aced a .
great dea] of emphasws on the re]evance of’ sk111 tra1n1ng as a ther-
'apeutlc approach (Argy]e '1969; Bandura, 1969 Bryant et a1 1976
' Hersen & Eisler,. 1975 Mahoney & Thorsen, 1974, Mahoney, 1977
Thorsen . & Mahoney, 1974)
Sk111 may be def1ned as the app11cat1on of know]edge kHersén

E & E1s1er, 1975) The 1mportant d1st1nct1on that must be drawn between N

-know1ng ‘about and know1ng how 1s 1mp11c1t in th1s def1n1t1on (Rockham,"‘
' 'Honey & Co]bert 197I) The- trad1t1ona1 therapeut1c tendency to work
towards foster1ng understandwng and 1nswght ic current1y be1ng ques--

t1oned ~Behavior. change is 1ncreas1ng]y/be1ng conceptua11zed as ’

being:dependent on pract1ce.(Lange & Jakubowsku, 1976 Cot]er &

i

Guerra,'1976)
| in rev1ew1hg the 11terature perta1n1ng to sk1ils tra1n1ng, two -
cbroad categor1es emerge On the one hand, sk111s wh1ch 1nvo1ve 1ntra—'
persdna] processes such” as prob]em so]v1ng (D Zur111a & Go]dfr1ed
1971) or se]f contro] strateg1es (Mahoney & Thorsen, 1974 Thorsen &

_Mahoney, 1974) are be1ng emphas1zed by some researchers, others are’



stressing.interpersona1 or fnteractive skt]]s such as social skills
training (Bryant et al, 1976; We%nStein & Alper, 1970), and asser-
tion training: (A]bert1 & Emmons, 1974 Phelps & Austin, 1975).

This d1chotom1zat1on is part of the general trend towards
viewing_behavqor as be1ng determ1ned by both 1nterna1 and external
forces (Mahoney, 1977) ' Obv1ous]y, however the two foci do not ex1st
in iso]ation The theory of 1nteract1ve determ1n1sm (Mahoney, 1977) ’
suggests deficits in 1nterpersona1 sk111s greatly affect intraper-
sonal processes just as deficits 1in 1ntrapersonaJ skiiis affect 1nter¢

-active patterns.v BandUra (1973) cautions that no psycho]og1ca1 in-
terventian can ever protect the 1nd1v1dua1 from the consequences of his

_behavior, -

N\

IntrapErsona1 sk11is'trainino ’
| w1th1n this study: tntrapersona] skills are conceptua11zed as
be1ng those sk11]s wh1ch focus on the 1nterna1 processes of thought
fee11ng and behav1or that’ go on within the individual. Consequent1y;\
1ntrapersona1 sk111s tra1n1ng ‘pertains to those procedures designed
to he]p the individual deve1op the ability to control and d1rect
these 1nterna1 processes l

Sk111s to be rev1ewed 1nc1ude prob]em so]v1ng, self control
procedures, se]f 1nstruct1onaT strateg1es, cogn1t1ve restructur1ng
techn1ques and anx1ety management sk111$ ”

Prob]em So]v1ng T o L

N

Prob]em so]v1nn has been def1ned as a behav1ora] process,,

1

~

-

whether overt or cogn1t1ve in nature wh1ch ,a) makes ava11ab1e a w1de
var1ety of potent1a11y effect1ve response a1ternat1ves for dea11ng

' with the prob]emat1c s1tuat1on, and b) increases the probab111tyiof

“
s
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selecting the most effect1ve response from among the var1ous a]ter- ‘

LI

nat1ves (D Zur111a & Go]dfr1ed 1971 p 108) Foster1nc wroblem
so1v1ng skills has. a]ways been a part of therapeut1cs and,.1n fact
has been .identified as one of the main goals of the ent1re=gu1dance
and counselling moyement (Rothney, 1958; GeTatt' 1962).. |

The genera] goal in teach1ng prob]em solving skills .is not to

provide the 1nd1v1dua1 w1th spec1f1c so]ut1ons, but to 1mpart a gen—

\ .

eral - cop1ng strategy so ‘that the cumpctcnc_ nccts,;,;' ST 1‘01',

\*dea11ng with 2 wide. var1ety of prob]emat1c s1tuat10ns can be deve]oped;

Idea]]y, tra1n1ng in prob]em solving strateg1es will deve]op the

skills necessary to manage or cope with v1rtua11y(a11 problems encoun-‘

tered in dajly 11v1ng (Cra1ghead, et al, 1976) R o ‘,‘y-y'
D' Zun111a and Go]dfr1ed (1971) suggest that a]] prob]em so]v1ng" |

strategies. can be d1v1ded into five stages. They are: ‘1) deve]opment"

of a "mental set’ or orjentation conduc1ve to prob]em so]v1ng, 2)

\ i -
formu]at1on and def1n1t1on of the prob]em, 3) generatjon,of a1terna-

tivesy 4) se]ect1on of the most appropr1ate alternative through

\

dec1s1on mak1ng strateg1es and 5) 1mp1ementatjon and:yerification ofc -
the selected so]ut1on . ',': S S . R

\ Phase‘one Tnvo1ves instillat{on ot the attitude that problems‘ .,f'
are a normal aspect of daily living encountered by eVeryone at some ‘~ ~
po1nt in time. | Imp11c1t in th1s menta]’set is the be11ef that act1on -

can lead to the solution of problems, prov1d1ng, of course, people

possess the requisite skills and are w1111ng to dea] w1th prob}emat1c -

N - - . - ’ R [ f

situations as they occur. A very 1mportant/aspect taught in-thfs Q -

phase pertains\to the emr' . is p]aced on 1nh1b1t1ng tendenc1es towards

'

.

1mpuls1ve or ill p]anned courses of act1on - v

! ° ; ! , ' . -



The second phase. of the process 1nvo1ves problem def1n1t1on
’Bas1ca11y, this involves detailing the nature of the prob]em and the
circumstances- under which 1t occurs. It should be recogn1zed that
most clients will have a great dea] of . d1ff1cu1ty with th1s ‘step and
a number of b]ocks to problem formu]at1on ‘have been identified
(Krumbo]tz & Thorsen, 1976). ‘.' ' S'
Krumbo]tz & Thorsen (1976) suggest the foi]owindipresentinq

signs are 1nd1cators of a need for problem so1v1ng The individual .
is: 1) hav1ng d1ff1cu1ty because of someone e]se s behaviox; 2) exper-
1enc1ng vadue negat1ve fee11ngs,‘§) unab]e to 1dent1fy any goals;’ |
4) engag1ng in behav1or which others f1nd undeswrab?e or 5) unab]e
to make a cho1ce between two conf11ct1ng a]ternat1ves - If any of
‘ these symptoms are present prob]em so1v1ng 1s appropr1ate

- The th1rd phase of prob]em so}v1ng perta1ns to the’ generat1on
of a]ternat1ves- The most frequent]y used techn1que in this process’
is some form of bralnstorm1ng (Osborn, 1963; Parnes, 1967), a' tech—
nique wh1ch 1nvo]ves two pr1nc1p1es, namely, the deferment of. eva]-
uation and an emphas1s on’ quant1ty rather than qua11ty of a]ternatives.
D' Zur11]a and Go]dfr1ed (1971) state numerous stud1es have conclu-
s1ve1y demonstrated bra1nstorm1ng w111 1ncrease the 11ke11hood of . \
arr1v1ng at good qua11ty prob]em so]ut1ons s |

The fourth phase of prob]em so1v1ng 1nvo1ves the dec1s1on

making process by wh1ch a1ternat1ves are eva]uated and a so]ut1on

se]ected ThlS 1s usua]ly based on some form of ut111ty theory

Y(Becker & McC11ntosh 1967 Churchman, 1961) It 1nvo1ves a-funcs -~ -

t10nal EleudL1pﬂ 1n terms of tne 11ke11hood of a g1ven so]ut1on -

reso1v1ng the issues de11neated 1n the prob]em formu]at1on stage

-

11
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Consequences of a g1veh course of action are usua]]y considered.
Personal values are centra] to this dec1s1on mak1ng process (Carkhuff,
1973). Dol

The fina1 phese‘of"problem solving involves verification of
the extent to which the a]ternat1ve selected serves as a solution to
the prob]em. It has been suggested that the TOTE System (M11]er
7Ga1anter, & Pribram, 1960) is a theoretical model that represents the
eva]uat1on process in which’ ‘the individual continues with the problem
so1V1ng process unt1] outcomes match up to g1ven standards (Goldfried
& Goldfried, 1975). ' o

In a review of the literature, Mahoney (1974) 1nd1cates that

T

Tt
problem solving research has\Toi}owe, three d1rect1on5~\name1y,

an1ma1 prob]em so]v1ng, human 1aboratory prob]em so]v1ng, and 1ndus—
tr1a1 applications of prob]em solving. Of part1cu1ar relevance is
'the research in industrial app]1cat1ons which has Tead to three major
‘techniques for alternative generation, brainstorming (Osborn, 1963),
Synetics (Gordon, 1961) and BioniCS'(Papaneck, ;969);‘ |
C]inica]]y; problem soiying techniques have been successfully - )
_used with behaviorally disorderedAchi1dren (Spivack & Shure, 1974), °
heroine addicts (Copeman, 1973), with pre-delinquent families (Kifer,
Lew1s, Green & Ph11]1ps, 1973), and-to train edolescents in leader-
: sh1p sk11]s (A]medana & Rub1n, 1974) - |
o Self Contro] SkilTs J

Self control sk1lls tra1n1ng has recently emerged as a power-
ful methodo]ogy for fostering improved human funct1on1ng (Mahoney &

Thorsen, 1974; Thorsen & Mahaney, 1974) Mahoney (1974) suggests

~

the. most humane therapeutlc efforts are those des1gned to prov1de o <

AR



clients with effective, broad based coping skills. Therapy is viewed

as an apprenticeship designed to train 1nd1v1dua]s to become the1r

rown personal scientists, that is, they become sk111ed in the funct1ona1

analysis and systematic imprqvement of their own behav1or.' The need

for self control training has been descr;bed as one.of today's most
V3pressfn§'eduEafiona1iprob1ems (Mahoney & Thorsen, 1974; Russel &- - =~

Thorsen, 1976). |

The cardina]nfeature of self confroT training is the enphasis
it p]aces.on teathing the client tr hecome the.agent of his or her

own behavior change (Thorsen & Mahoney, 1974). Kanfer (1976) suggests

the common e1ement in a]] self contro] tra1n1ng procedures 1s the fact

———————11nr11nn7nn1n71nnﬂnarrnr—bhe—ro+e—e¥—+ns%%ga%ep—and-mot%uat95:£o~he¥pzzfﬂ———‘"‘"_.

the c11ent 1n1t1ate his or her own change program. iThus the respon—
sibility for carry1ngtout the program and for ma1nta1n1ng its effec- o
tiveness ultimately lies with the client.

Def1n1t1ona11y, it has been suggested an 1nd1v1dua1 d1sp1ays
self control when, in the relative absence of 1mmed1ate externa1'
constra1nts, he or she engages 1in behav1or whose prev1ous probab111ty-.
"has been less than that of a]ternatxve]y ava11ab]e,behav1ors‘
(Thorsen&Mahoney, 1974, p.12). o

The features of th1s def1n1énon 1mp11c1 v speedfy'fhexh

fo11OWTng '1) In- order for self contro1 to occur two or more

a]ternat1ve responses must be ava11ab1e, 2) The consequences of these-:

two a]ternat1ve behav1ors must be conf11ct1ng, and 3) The self

regu]at1ng pattern is usua]]y promoted or ma1nta1ned by external

factorsusuch-as“]ong term consequences. It shou]d be noted hn
that since manyfself“contro1 efforts will involved deTayed conse-

Ty
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quences, cognitive med1at1ona1 processes play a centra] role in

Al

contro111ng these behaviors (Thorsen & Mahoney, 1974).

~ In general, self contro] strateg1es fall into two broad

| categor1es (Mahoney & Thorsen, 1974 ‘Thorsen & Mahoney, 1974) These

are env1ronmenta] p]ann1ng, 1n wh1chchanges in relevant situational
factors are 1mp1emented pr1or to the execution of the target behav1or
and behdv1ora] programm1ng which involves the aam‘nrscr;if;a e
presented consequences subsequent to the occurrence of the target
behavior.

The general procedyres involved 1n environmenta] planning

___——ificlude: 1) s1tuat1ona1 control in wh1ch st1mu11 are altered or

T

7%

*
consequences are pre- arranged through some form of cont1ngency

contract1ng, 2) se]f regu]ated st1mu1us exposure in wh1ch the

'1nd1v1dua] gradua]]y exposes himse]f to~ 1ncreas1ng amounts of a

Vo
niven prob]emat]c s1tuat1on, and 3) self 1nstruct1ona1~strategies 1n

«.1ch the 1nd1v1dua1 1earns to use h1s own verba11zat1ons to gu1de

him through s1tuat10ns ‘ \. ) - )
| o
g The behav1ora1 programm1ng aspect of se]f contro] strateg1es

1nvo]ves the fo]]ow1ng 1: self mon1+or1no <kills wh1ch utilize tech-

-n1ques such as charts, records and wr1st -counters to accurate]y obta1n

1nformat1on about the frequency of targeted behav1ors é) self adm1n-
1stered rewards where'the 1nd1v1dua1 ]earns to both overt]y and . :
covert]y preSent h1m or herse?f w1th pos1t1ve and negat1ve reinforce-
ments, and 3) se]f adm1nistered pun1shments where the individual Tearns
to se]f present pun1shments as in step two abOVe »
' Kanfer~(1976) suggests 1f the tra1n1ng 1n self control stra- L

teg1es is. successfu] the 1nd1v1dua1 W111 be ab]e to engage in se]f
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i

[N >\

mon1tor1nq establish specific ru]es of conduct through self contract—

ing, seek support from his enVWrt“ EIt for f”“*11ment. enqage in:
accurate self eva1ﬁ§t1on and generate strong reinforcing consequences
for goal achievement.

Self Instruction and Cognitive Restructuring Skills

53

The»combination of problem soTving'strategies and self control

techn1ques resembles ‘the self- 1nstruct1ona1 techn1ques developed by

M1chenbaum (1975). He sees self 1nstruct1on as beg1nn1ng with a°

B

prob]em so]v1ng approach that 1eads to a def1n1t1on of the prob]em

. and the select1on of treatment p1=ns based on the nod1f1cat10n of the)

c11ent*s se]f statements and the development.qf new, more«adequateﬂ

behaviors." It;has been described as one of the most promising ciini-

ca] 1nnovat1ons in contemporary c11n1ca1 pract1ce (Mahoney, 1974)

QSE]f instructional tecnn1q s5 are re]at1ve]y well valldated

cons1der1ng the1r newness. In ana]ogue stud1es, they have been used

to success«u]ly treat snake phob1a (M1thenbaum, 1971) and test anx1--

ety (M1chenbaum, 1972) .The/ also have,been used to 1mprove’the
performance of=sch1zdphrenice on’perceptdal and coonitive'tasks
(M1chenbaum & Cameron, 1973) to decrease pre and post surg1ca1
d1stress (Langer James & WO]fer, 1973), to ‘treat hyperactive ch11d-
ren (M1chenbaum & Goodman, 1971), and to improve creat1v1ty
(M1chenbaum 1973 ).

An 1nterest1ng and innovative application of the self 1nstruc-

*ona] technique involves.the stress innoculation program developed

to teach phobic peop]e to handle problemmat1c situations (Michenbaom

& Cameron, 1973)., It involves teaching individuals to conceptualize

~- v .. Licsc 5ituations as invalving four phases and to generate

15
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“self instructions‘apprdpriate for'guiding themselves through each;‘
The phases are: 1) preparing for a.stressdr; 2)'confronti.g and“
handling the strescaw: 3) cobing with‘feejings of béing‘oVérwhé]med;
and 4) reinforctng-se]f statements after the‘episdde} :The technique-'\
has prdven'effectnve (chhenbaum &_Cameron, ]973).~

The.role ofyself generated statements'ts extreme1y‘inportant
in_teachtng individuals to:change,thejr own behayior; for as Farbef

" says: ' | | |
, The one thing psychologists can cdunt on -
. is that. their subjects or clients will talk,
- if only to themselves; and .not infrequently,
whether relevant or irrelevant, the th1ngs ,
_people say to themselves determ1ne the rest.
of the things they do. (1963 p. 106)

M1chenbaum of course, 1s not on]y the researcher who has bee.
concerned with self statements The cogn1t1ve restructur1ng model
(E111s 1952) is based on the assumption that emoc.iona) arcds:? -
and ma]adapt1ve behav1or are mediated by one S 1nterna1 statements
about the s1tuat1on

Recent]y,_a numberlof_C]inicians have attemoted‘to systematize

'Eljis's_theoretical orientation into a behavidral framewdrk (Gold-
fried,dbecenteceo:& Neinberg,‘1974j Lazarus, 1971; RiTT & hasters;
1974).  This procedure»is most amenable toba g:;;p format‘(Kanfer &:
G: ™ 'te1n, 1975) and the 1nstruct1on3usua]1y :hvo1ves the follow1n0
steps 1) presentat1on of a rat1ona1e 1n wh1ch the re1at1onsh1p

( between be11efs and the1r effects on” behav1or are ex01a1ned

- 2) overview of the maJor 1rrat1ona] be11efs, 3) analvs1s Qf the

c11ent S. prob]bqs in rat1onal emot1ve terms, and 4) teachlng the’

cllent ‘to mod1fy 1nterna1 sentences
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Ellis's approach to cognitive restructuring has focussed on.

the content of the irratibna] thoughts Beck (1970) on the other

hand hasfocussed on types of dysfunct1ona1 thought processes He

has 1dent1f1ed the f0110w1ng 1) arb1trary 1nference wh&ch involves
drawwnn conc]us1ons when ev1dences is - e1ther 1ack1ng or contrad1ct1ng.
2) overgenera]12at1on wh1ch 1nvo]ves draw1ng a genera] ru]e from a a
's1ngle 1nstance, ) Magn1f1cation whwch 1nvolves exaggerat1ng the' |
hmean1ng of an event and 4. cogn1t1ve def1c1ency wh1ch 1nvolve$ fa1]1ng
‘to attend to, or to 1ntegrate or ut]]lze relevant exper1ent1a] 1nfor-
'mat1on In add1t10n Lazarus (1971) has 1dent1f1ed d1chotomous
reason1ng wh1ch 1nvo]ves accept1ng on]y two poss1b1e eva]uat1ons-'\
i.e. good bad and oversoc1a11zat1on wh1ch 1nvc ves a fa11ure to
’recogn1ze and cha]1enge thearb1trar1ness ofmany cu]tura] mores

Anx1ety\Management -

Anx1ety management tra1n.ng (AMT) (Su1nn & R1chardson, 1971)‘ B
is another prom151ng se]f contro] procedure It is based on progres-'
sive re]axat1on tra1n1ng (Jacobson 1938) wh1ch the 1nd1v1dua1 ]earns
f-to ut1112e whenever anx1ety becomes problemmat1c Orlg1na11y, the
‘,techn1que was theoret1ca11y seen as -a cond1t1oned re]axat1on ref]ex;,,’ S
but recentTy consc1ous cogn1t1ve contro1 1s Seen -as p1ay1ng a much

‘h more centra] ro]e in the procedure (Su1nn, 1976) "rj : 'th/ ’A'~ jf iy } ":dV

Anx1ety mon1tor1ng of subJect1ve un1ts of, dlsturbance (SUDS)
s a techn1Que freQuent1y advocated in the loterature on sk1115 \
tra1n1ng (Cot]er & G uerra, 1976 Lange & Jakubowsk1 1976) Th1s r;.

techn1que has recent]y been shown to be a s1gn1f1cant factor 1n ‘

‘ anx1ety contro] (H1ebert 1976) . \7 ‘

/

" In summary, a review of the literature related to intrapersonal
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skills suggests that problem solving'and.se1f contro] procedures f‘_ '
have the potentia] for teaching people the techniques they require
to identify problems and implement solutions in their own lives in
a‘manner‘consistent;with thehpersona1 scientist,mode] suogested by

Mahoney (1974) .

T 4avnapennal sKillg tra1n1n9 . SR o

/

' Interpersona], or 1nteract1ve skills tra1n1ng 1s an 1mportant
approach to ‘the treatment of prob]ems for. most human d1ff1cu1t1es.
ut111mate1y 1nvo1ve 1nterpersona1 factors

~ The re]at1onsh1p between var1ous d1sorders and 1mpa1rment of

1nterpersona] sk111s has been a11uded to in most contemporary

theories of psychopatho]ogy (Hersen & E1s]er, 1975) Many researchers

have 1dent1f1ed spec1f1c sk111 def1c1ts among pat1ent groups (Argyle,
Io1969 Lev1ne & Z1e01er, 1973 Payke1 1975 Z1eg]er & Ph1111ps, 1961)
: Interpersona] sk111s tra1n1ng has been dcf1ned .as . any faorm- of

:Jnstruct1on des1gned to 1ncrease the effect1veness of the 1nd1v1dua1 s

1nteract10ns w1th o*hers (R1ckham Honey & Co]berty 1971) i It has

_tended to fol]ow two genera1 developmenta] d1reot1ons, namely soc1a1 g

sk11ls»tra1n1ng and assert1on tra1n1ng Th1s rev1ew\w111 deal w1th '

b

\each of these,two areas

Soc1a1 Sk11]s Tra1n1ng

A]though the research efforts of Sa]ter (1949) ard WO]pe (1958)
1n the area of assert1on tra1n1ng were a forerunner of the genera]

,soc1aT sk11ls tra1n1ng movement the p1oneer1ng efforts shou]d be -

cred1ted to Argy]e and h1s co]]eagues in Br1ta1n They leSt founded -

- d program\of 1nvest1gatqon 1nto soc1a1 ski]Ts, social 1nteract1on

and nonverba] commun1cat1ons at the Un1ver51ty of 0xford in 1777

18
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began to app]y the resu]ts w1th c]1n1ca1 popu1at10ns in 1966 The
maJor1ty of their research f1nd1nqs are presented in Argy]e S wr1t1ngs

(1967, 1969, 1971) ~ o N

Soc1a1 'skills training approaches 1nvo]ve a number af dz par— ‘

19

© tures from traditional approaches to therapy F1rst1y, 1t 1s assumed \\\l K

that a body of 1dent1f1ab1e and teachab]e skl]ls account for the. )
maJor d1fferences among’c]1ents ab111ty to re]ate effect1ve1y w1th
'other peop]e Second]y, the therapeut1c procedures are not a1med

at accomp1lsh1ng maJor changes in the c11ent 5 persona11ty F1na]]y, . ,:
| psychodynam1c exp]orat]ons of the past are avo1ded as are the conc0m- f
m1tant empha51s on 1ns1ght and confrontat1on techn1ques (Bryant et a]
',1976) :. - o | o i ’,_, _ ’. - ,‘;v‘,,-‘ .
o A]though many of the techn1ques emp]oyed 1n soc1a] sk1lls \
tra1n1ng emerged from the creche of. behav1or therapy, there are a VJ

number of 1mportant d1fferences between the two approaches ' As

N

compared to behav1or therapy, soc1a1 Skl]]S tra1n1ng 1) places far o ';(

'greater emphas1s on the ut111zat1on of d1dact1c procedures to teach

\

c11ents spec1f1c sk111s. 2) relies far more heav11y on overt feed-
back from the tra1ne from tre group and from e]ectron1c sources, and

3) is concerned with far more genera]1zed and d1ffuse prob]ems such as.

~

being shy, or not being.able, to ‘talk .to people L \,‘ \",:*7

A frna] 1mportant contrast re]ates to the d1fference between

~

social sk1]1s tra1n1ng and both trad1t1ona1 and behav1or theraples

While both of the 1atter focus on: the e11m1nat1on -of ma]adapt1ve . ,';,'\.-

,behav1or soc1a1 sk111s tra1n1ng emphas1zes the pos1t1ve educat1ona1

aspects of treatment (Go]dsm1th & McFa]] 1975) - \1, ‘-',j-‘i,t -

{ / .,

Recent]y;‘attempts have been d1rected\towardslarrivingfat an: -
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_empirica]jdefinition"Of socia1_1nadeduacy-(Bryant' Trower; YardTey;"'7

&

Urbieta &‘Letemendiaﬁ 1976) It 1. suggastac that soc1a11y 1nadequate

‘ 1nd1v1dua1s tend to have a 1ong h1st0ry of ‘poor adJustment charact-"

er1zed by fa1]ure to use the verEa], “non- verbaT and vocal’ s1gnals nec-

essary for'normaT'soc1a1 1nteract1on.v On the one‘hand the soc1a]1y ;

5

1nadequate are abnorma]]y 1nexpress1ve w1th marked. tendenc1es towards

\be1ng pass1ve co]d, unhappy, and d1sinterested in:others - Or, they are

) ovcr] eypress1ve people who tend to be too contro111ng, who speak

i too mUch for too 10ng, and who tend to ta]k too ;much about themse]ves

.wh}]e us1ng other peop]e as an aud1ence, rather than as’ 1nd1v1dua1s ‘

'1n the1r own r1ght (Bryant et al, 1976)

Et1o]og1ca1 factors 1nvo1ved 1n the deve]opment of soc1a1

\\\1nadequacy have been traced to two d1fferent sets of cond1t1ons

‘(Argyle Trower & Bryant 1974) ‘ Pr1mary 1nadequacy resu1ts from

’fau1ty soc1a11zat1on processes 1nvd1v1ng a 1ack of the types of

~‘SOC1a] exper1ences necessary for. adequate sk111 deve]opment Second—.

”ary 1nadequacy develops as the resu]t of a serious b1ochem1ca1 or _fd

1

3\cogn1t1ve d1sorder( The authors state that 1n pr1mary 1nadequacy, '

:soc1a1 sk11]s traJn1ng 1s 11ke]y to be the on]y treatment needed -

wh11e it: 1s un11ke1y to prove successfu] 1n the treatment of 1nade-

quacy thaf'1s secondary to other conth1ons

| [

Go1dsm1th ‘and McFa11 (1975) stress that the content of the

soc1a1 sk111s tratn1ng program 1s as cr1t1ca] to . 1ts u1t1mate successi“

: as the traan]ng method emp]oyed If the sk11]s taught are: not

—appropr1ate or. 1f the method used fax]s to teach the’ sk111s effect1ve— T

1y, the program w111 fa11 »iidf,'~,>:’ ;_“; Jg';’iy

Soc1a1 sk111s tra1n1ng 1s based on a be]]ef that 1earn1ng the -

3

g '



sk11]s necessary to 1nteract effect1ve1y w1th others 1s 11ke 1earn1ng ;

any other skill,. such as sw1mm1ng or skat1ng ‘ Here, however, the

1

object is to 1earn new adapt1ve sk1Lls to rep]ace ma1adapt1ve ones -
(Argy]e, et a] 1974) The basic strateg1es emp]oyed usua]]y 1nvo1ve,

d1dact1c presentat1on, ro]e p]ay1ng, use of feedback mode]lng and

’

. home work ass1gnments Gradua]ness is emphas1zed and sk111 he1rar-'
chies are often constructed L {' S D .

Content taught usua]]y 1nv01ves top1cs Such as. 1n1t1at1ng

\ )

and term1nat1ng conversat1ons, show1ng 1nterest 1n others, ta1k1ng
' to members of the oppos1te sex, - non verba] commun1cat1on, vo1ce, and
S N

’ assert1on (Argy1e, 1969 Argyle et a] 1974) I h,l'

Lew1nsohn and hls colleagues have exam1ned the re1at1onsh1p

between soc1a1 adequacy -and depress1on and have found the lack of S

o ) L
social sk11ls to be a maJor antecedent cond1t1on for deveTopment of ,

the 111ness (Lew1nsohn, Welnsteln & A]per, 1970 L1bet & Lew1nsohn,. 5
1973) . The lack of soc1a] sk1]15 is seen as result1ng 1n ‘a 1ow rate

‘ of soc1a1 relnforcement for the 1nd1v1dua] Th1s occurs because

|

soc1a11y Tnadequate 1nd1v1duals frequent]y em1t a re]at1ve1y Tow rate

s

of behavtors that can be re1nforced'wh11e em1tt1ng a relat1ve1y h1gh\

‘ Lo

frequency of behaviors that others f]nd avers1ve

In comparlng the behav1ors of depressed peop]e w1th those who"'

were not depressed 1n a group sett1ng, 1t was found that they tend

to: 1) em1t fewer 1n1t1atory behav1ors, 2) focus the1r attent1on oh‘_f

pr1mar11y one other person 1n the sett1ng rather than d1str1but1ng
1t among a number of 1nd1V1dua1s, 3) have a 1onger response 1atency,*;
and 4) make fewer statements than non depressed people (L1bet &

\

Lew1nsohn, 1973) Soc1a1 sk1lls tra1n1ng has been demonstrated to

s

21



\ : ] ‘ '
. B E A ' \ L
‘ )
i \

'be an eff1cacﬁous approach to treating these corre]ates of depression'

(McLean Oastcn 12 Graver, 1973) : _A\’J'

Soc1a1 sk1]15 tra1n1ng has also been used in treat1 | minima]
dat1ng behav1or espec1a]]y among ma]es The stud1es ha»t iended to
fo]]ow two patterns In the response pract1ce mode1,.1t is assumed
- that the 1nd1v1dua1 has the necessary sk11]s 1n h1s reperto1re, but
J'fa11s to date because- he 1acks pract]ce in us1ng them ,In the .
'vresoonse acqu1s1t1on mode] based on the work of Bandura (1969), 1t
is assumed that the and1v1dua1 is non/dat1ng hecause skill def1c1ences

\

have lead to avers1ve consequences that produce: reactlve anx1ety

' (Kanfer & Ph1111ps, 1970) and subsequent aVO1dance of dating (Curran o

| "& G11bert,‘1975) “ : ST

In the response pract1ce model, Martlnson & Zerface (1970) .

found that soc1a1 sk1115 tra1n1ng was more effect1ve than 1nd1v1dua1 ’

“counse111ng in dmproyving. datlng wh1]e Chr1stensen & Ark0w1tz (1974)
found that the add1t1on of feedback from’the fema]e pract1ce partners
s1gn1f1cant]y 1ncreased dat1ng and decreased heterosexual anxaety |
\ The sk111 acqu1s1t1on stud1es 1ncorporate techn1ques such as /
. Jmode11dg, role p]ay1ng and 1nformat10n to teach a var1ety of/soc1a1
:sk1lls such as g1v1ng comp]aments, hand11ng s11ences 1n conversatlons
"'and deaJ1ng w1th prob]ems of 1nt1macy These have cons1stent1y been -
; found to be h19h1y effect1ve\treatment strate01es (Curran, 1975 |
! \Curran & G]]bert 1975; Curran, ;1}bert & L1tt]e T975 MacDona]d
, L1ndqu1st Kramer McGrath & Ryne, 1975 Twentyman & McFa]T, ]975)
The 1nterpersona] coo1ng skT1]s program (Chr1stensen B]och

)

;’Br1ed1s, ETs1e Heath & Shannon, 1974) ut111zes a d1dact1c approach

~to teach1ng the sk11ls the authors cons1der essent1a1 for satfsfactory

- 5 / Ny . Lo f \

,‘\
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and effective 1nterpersona1 funct1on1ng The approach is based on

.sk111s 1dent1f1ed from the 11terature and 1t is orqan1zed tnto n1ne ,-’
: 1essons The content revo]ves around teach1ng part1c1oants the fol—;‘ ‘
“1owing: 1) to 1dent1fy and contend W1th social st1mu11 that 1nter-
feres with 1nterpersona1 funct1on1ng, 2) to understand the d1fferences

among observat1on, 1nference and evaluation and to make then “ware nf

the role these three processes p]ay in funct1on1ng,\3) to'use 1anguage, - '/‘ o

~

in a concrete and spec1f1c manner when descr1b1nq the1r own' act1ons 3
and thoughts, 4) to 1dent1fy and cope with, avers1ve soc1a1 st1mu11,
~_S) to ut111ze the strateg1es of coqn1t1ve reappra1sa1 and desens1t1—
zatwon fBr dea11ng w1th Drob]emat1c s1tuat1ons, 6) to develop a
better understandihg of emot1ons: and/7) to develop waysaof'copn
w1th 1nterna1 st1mu11 and. response tendenc1es ' Pré]ianar; pi]ot

- test1ng of  the pro—ram (Chr1stensen et a1 1974)quas genera11y :

favorable.

Assert1ve tra1n1ng

( ~

In North Amer1ca, the emphas1s in soc1a1 sk11]s tra1n1ng has ;_:
been on assert1on and 1t 1s current]y recogn1zed as-one of the most
prom1s1ng app11cat1ons (Bandura, 1969 Gay, Ho11andsworth & Ga]ass1, | ’: -
1975 U]ner & Krasner, 1965) , Assert1on tra1n1ng 1s a non un1tary B

concept that deschbes 2 non standard1zed set of procedures des1gned

’to 1ncrease the c11ent S sk111 and conf1dence in commun1cat1ng

~

: honest]y, d1rect1y, appropr1ate1y, nd spontaneous]y w1th others oo "
(Gorma]]y, H111 & Ra1ney, 1975) i' ; ‘ l

Assertlveness has been var1ous1y def1ned as' the outward T ‘L‘\

'

express1on of fee11ngs other than aggress1on (wolpe 1958) the \' o

-

ab111ty to stand up for one S r1ghts w1thout 1nfr1ng1ng on the r1ghts

N

-

» . . . P s
v N .~
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‘fof\others (A]berti & Emmons; 1974), the abj11ty to say no w1thout’
\fee11ng gu11ty (Smith, 1975), and the honest, open, d1rect and ‘appro- -
‘pr1ate express1on of fee];nqs, be11efs and op1n1ons (Jakubowsk1- »

o Spector, 1973 Lange & Jakubowsk1, 1976) o | |

\ Assert1veness tra1n1ng has~been used to successfu1]y treat -

: de]us1ona1 behav1or in parano1d sch1zophren1a (Nydegger, 1972), sexual
d1sorders (Edwards, 1972; Laz arus, 197] Stevenson & WOlpe 1960),

. mar1ta] d1scord (Fensterhe1m, 1971 £1s1er & M111er 1974"E1s1er;a"h
h1974), nonassert1ve co]]ege students (Ga]asswl 1975 Rathus, 1972 |
'_,Rathus; 1973) and depressed mothers_(Shoemaker & Pau]son, 1974)

; O Sa]ter and WOlpe are genera11y recogn1zed as the 'fathers of ~

| assert1oh tra1n1ng (A]bert1 & Emmons, 1974) Sa]ter (1949) emphas1zed . |

exc1tatory behav1ors,»a process 1n wh1Ln the c11ent was 1nstructed to
become act1ve1y confront1ng of anx1ety produc1ng soc1a1 s1tuat1ons
pgas a. therapeut1c strategy fOr overcom1ng soc1a1 1nh1b1t1on Nolpe
~(1958) descr1bedassert1on as one of the e1ght categor1es of behaV1or
. “that are 1ncompat1b1e w1th anx1ety ) He hypothes1zed that assert1on‘\

in ﬂnterpersona] s1tuat1ons Wbuld 1ead to the 1nh1b1t1on of anx1ety

!

\and that the favorab1e responses would act as operant relnforcers of y

the. new behav1ors s1m11ar to the response acqu1s1t1on mode] postu]ated :

""’.by Bandura (1969) f S L 'i' S

Ear]y app11cat1ons of assert1on tra1n1ng emphaS1zed the expres- ’

¢
/

' s1on of appropr1ate negat1ve affect such as anger and 1rr1tatwon

. Recently, however there has been 1ncreas1ng emphas1s p]aced on the

. l

; ab111ty to express/pos1t1ve fee11ngs such as pra1se and affect1on

.

(Lazarus, 1971) F'f S ‘l;,‘\ ! -

As we]l, ear]y,work emphas1zed that non assert1on was caused

7



and 9) the ab111ty to ma1nta1n eye contact

[ /

AN

'by’anxiety (WO1oe,,1958) whdch~acted as a response inhibitor. -Now,.

however, it is. genera11y recoqn1zed many 1nd1v1dua1s are non asser-

t1ve, not because of anx1ety, but because of a fa11ure to 1earn the

requ1s1te sk11ls in the1r soc1a11zat1on process (Lange &. Jakubowsk1, ’

/

1976)

[

Tn the 11terature a distihctibn is. common]v‘drawn among asser-
\

t1ve, non- assert1ve and aggressive behav1or sty]es cons1stent w1th

the framework deve]oped by A]bert1 & Emmons (1970) . Th1s compar1son

is usua]]y presented as a way of he]p1ng 1nd1v1dua1s d1scr1m1nate ‘

‘among the three behavior sty}es P 1\' '

o Component Skills of Assert1veness S -

An exam1nat1on of the 11terature revea1s, as Fraz1er & Carver
(1975) suggest that a severe def1n1tiona] prob]em ex1sts because of -

the heterogene1ty of’behaV1ors descr1bed by var1ous authors under the ‘

~ .

. rubr1c of. assert1veness g

' Rathus (1972, 1973) defined assertive Lehavior in tems of the

fo11owin§ nine~broad skit] areas“ i1) assertmve ta]k wh1ch 1nc1udes «
“the ab111ty to make both host11e and. commendatory statements, 2) the
ab111ty to express fee]1ngs spontaneous]y,,3).thc ab111ty to” oreet R
others, 4) the ab111ty to dasagree w1th others, 5) the ab111ty to ask-
why, ) the ab111ty to. ta]k about onese]f 7) the ab111ty to reward

others for comp11ments 8% the ab111ty to refuse to ]ust1fy op1n1ons,

{
i

Lazarus (1973) def1nes assert1veness in terms of the ab111ty to

-

sayinogithe abf1ity-to.ask for favors.and make reguests, the ab111ty

P

' to express .positive and negative feelings and the ability =~ .

v

»" continue and terminate a' conversation.”’

'

\ ‘ !
. . v .-
o . v ' Y,
N . ‘ - . . - ' - }
. Lo . L. - \ / /
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For A]bert1 & ¢ oaon (1974),;assertiveness.consists of 1) the »_f
ab1]1ty to ma1nta1n eye ‘wntact°\2) the abi]ity to assume and~mainL
ta1n an appropr1ate body posture, 3) the ab111ty to use appropr1ate
gestures; 4) the ab111ty to demonstrate appropr1ate fac1a1 express1ons,m

5) ‘the ab111ty to use appropr1ate vowce tone, 1nf1ect1on and volume; S

6) the ab111ty to ‘express oneself at the appropr1ate t1me, and 7). the |

\

ability to. choose speech content that is assert1ve | |
Smith (1975) def1ne5‘assert1ve behav1or in terms of the'fol—f
]owing verba] skills: V1) broken recbrd which is the ability to per- ;
s1stent1y ;epeat your request until 1t AE e1ther granted or a com: ,\', H " -
promise is: ach1eved 2) fogg1ng wh1ch\1s bas1ca]1y a techn1que for |
dealing w1th man1pu1at1ve cr1t1c1sm by aoree1ng w1th the parts of 1t
that are va11d' 3) free Jdnformation wh1ch Vs the ab1]1ty to recogn1ze
s1mp1e cues given by others in social. conversatlons S0 that one can i, Lo

be more adept at. soc1a1 1nteract1on, 4) negat1ve assertﬂon wh1ch 1s

- the ab1111y to accept the th1ngs that are negat1ve about onese]f

\ 1

‘5) negat1ve inquiry wh1ch is the ab111ty €0 hand1e cr1t1c1sm by | :,
~actively prompting the critic to e]aborate on. h1s cr1t1c1sm 6). se]f o .

d1sc1osure which is the ab111ty to d1scuss both the\pos1t1ve and neg- @

Y

_at1ve aspects of one's persona11ty, and 7) workab]e comprom1se ‘which’

is the ab111ty to reso]ve conf11cts by find1ng comprom1sed solut1ons o -

N

Sm1th s work tends to p]ace too much emphas1s on w1nn1ng A e

A]though the preceed1ng d1scuss1on has p]aced a heavy emphas1s ;
on the' 1nterpersona1 skill” comnonent, 1+ shou]d be recogn1zed that = ¢ i

N
s 7

‘most of the recent wr1t1ngs (e g. Cot]er Guerra, 1976, Lanqe & o {,' -
' Jakubowsk1, ]976) 1mp11c1t1y p]ace an eoua11y heavy emphas1s on dev—~ : |

o e]op1ng 1nterpersona1 sens1t1v1ty SO that sk1115 may be ut111zed

' ' . - ;. -
N 1‘ \ / ]
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";outcomes himself. "-_ F

- t1on was re]at1ve1y rap1d with this procedure

appwopriate?y in a tactful and dip1omatic manner. This is cons1stent

with the p1oneer work of Wa11en in the 1nterpersona1 commun1cat1ons T
| . ‘

tra1n1ng area. -
\ N ' . -
B R Cw

Teaching Assertion °ki11s-

The first assert1on tra1n1ng program has been attributed to -
Ch1ttendon (1942) who used.a ro]ezplay1ng format in which dolls were -

utili-.ed to encourage pre-school children to deve]op assertive behavior

kand abandon aggressive patterns (A]bert1 & Emmons, 1974).

The maJor components in assert1veness tra1n1ng usua]]y

1nc1ude comb1nat1ons of 1nstruct1on mode]]wng and behav1or rehearsa]

A cons1derab1e amount of research has been conducted to determ1ne the

efftcacy of the above A 7 _ |
In the first such study Lazarus (1966) compared the eff1cacy

of behav1ora1 rehearsa] d1rect adv1ce and non- d1rect1ve therapy in. ..

'he1p1ng c]1ents to dea1 w1th 1nterpersona1 anx1et1es A]though he‘

\Tfound behav1or rehearsa1 to be the most erf1cac1ous, h1s resu]ts are

"4

quest1onab]e s1nce he adm1n1stered all treatments and eva]uated a]]

’ \
/ “"\

»McFa]] & Marston . (1970) compared behav1ora1 rehearsa] with a

’ ,_Vp1acebo)and a no- treatment contro] group and found- that 1t was signi-

.'f1Cant1y more effect1ve in 1ncreas1ng assert1veness as indicated b

\

"‘behav1ora1, self report psychophys1o1og1ca1 and in v1vo measures

E1s]er, Hersen & M111er (1074) evaluated the ‘effectiveness of

.fbehavror rehearsal w1th'instructions and 1mmediate feedback about the

"_performance dur1ng behav1ora] rehearsa] and found that sk111 acouls1-

t



The efficacy of modelling has also been thg focus of a con-
siderable amount ofkresearch. Friequn (1971), in an éna]ogue study,
found that mode]]iné,,inféombination with behavibra] rehearsal, was
more effective than eithéryroTé playing or reading assértive scripts
in producing changes on‘behavioraI measured\ of assertion.

Efs]er, Hersenr& Miller (1973) fouquthat modeling was more
effective fhan control conditibns in devejoping both verbal and non-
verbal dimensions of assertiveness. .

Hersen, Eisler & Miller (1973) found that modeling plus in-
struction was mofé effective\than gither of'the two alone. Tﬁey did
however, note a differential effect whigh suggests that specific ways.
should Bé'developed"for teéching each skj]]._{They a]éo concluded
thatgpracticé without additiohal techniques such as instfuction or
. hode]ing w111 not lead tc beﬁévior change. | 3
| In additioh‘to fhe efficacy of instruction, modeling and be-
havidkaf rehearsqf,‘Lazarus\(1975) has suggested:that homework assign-
'“ménfg'shou1d bé an.infééra] partCOf any educationa11y‘pr1ented"inter—
ventionvprogram. Although no research has appeared in‘the ]1teréture,
'éboutrthisrpractiée, clinical experience'suggests tﬁaf it is an

extremeTy'pOWefful technique.:

A

In sUmmary the reséékch results pértaining to the whole social .

skj]]s training area are promising. Although the laboratory research
has raised questions about the transfer and generalizability of results
(Hersen & Miller, 1976; Hersen, Eisler & Miller, 1974; Kazdin, 1974,
Mcfa]] &’Li]]esand{ ]9?1; McFal] & Martson, 1970; McFall & Tﬁentymah,f
1973), reports in the clinical literature are much more optimistic

(Eis]er, 1974; Fensterheim, 1972; Hersen, Eisler & Mil]e}, 1974;

R
. Ju

-

‘
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Lazarus, 1971; Liberman & Raskin, 1971);

The more- successful clinical results seem ty he 2t least par-
tially due to the efforts the therapist directs towards programming
the client's environment to support tﬁe behavior changes as they -
occur. In fact Wolpe (1969) has stéted that a behavior should never
be taught that is likely to 1cadlto aversive consequences. ‘A]though.‘
this sounds good, in practice it is virtUa]]y impossible to accompiish
because the client's ;ocia] system will tend to react'negathEly td

any perceived change and will sanction the behavior to réturn.homeo- :

static conditions.

Curriculum Deve]opmenf and Instructional Design N

Questions of curriculum and instructional design are cehéral
to any study involving program deve]opment,, It is important“to récog-
nize the difference between.questionsithat ﬁertain-to Cﬁrricd]um and
those that pertain to instruction. S \

Program dsveiopment is esseﬁt%a]]y'toncerned\with both types
‘of'questions. On the one hand the curriEulum objectives pertaining
to what will be taught must bé ascertained and the instructional
procedures must be se]ected. Thus, the distinction between curriculum
and instruction‘ig)essentia11y a distinction between ends and means
(Eopham EfBaker; 1970).

The distipction betweeﬁ'the two above is critical because

differegt Qgproaches should be used in making curricular and instruc-

tional decisions. Instructional decisionéléan usually be validated
on the basis of empirical research while the selection of educational
goals is always a value choice (Popham & Baker, 1970).

The curricular decisions pertaining to the selection of
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obJect1ves for the SEL program were based on the mode] postulated by .
: Ty]er (1950). A]though many other models have been deve]ooed the so
calied "Ty]er rat1ona1e” 1s the most w1de1y accepted (Popham &\Baber,‘

1970, Schematjcally, the rationale can be«dep1cted as shown in

Figure 1. :
Figure 1 :
The Tyler Rationale.
. Sourcs - ’ ‘ . ’ ‘Soufcnl' Source ’_‘\
Student a .. Society =, Sobject
X /, ) : S | YL
. Téntative Generat Objectives - ' Jl
N, 7 T ~ e - ;L
\N/ A N 5 ,
Screemn -, | . . Scteen - ' :
Philotophy o P:Ycholo‘;y . . .o R
of . g _ C of . . \.." o
- Education . . Leaming - o o e L
Procise 1 - . - R N L
‘ Instruc tional . (S : i '
I + Otyectives v ‘ g

‘Let's examine each component of‘the‘mede] more’c]ose]y.' Itj«‘\E
s suggested that three potential sources of ob3ect1ves be cons deredQ/d'~
for inclusiofi in a program. First, the needs and Tnterests of the
people for whom the course is being des1gned_are_tq be consadered.
In this‘process the current status of the potentia] etudentS’is .
compared with some ideal norm or standard. The d1fferences between
current status and ideal standards are an indication of the current |
needs objectives should be set to remediate. |

A SECONG scurce oF objectives is based on an examination of the



contemporary soc1ety to. determine the types of competenc1es and sk111s
requ1red for successrun1J coping w1th these demands With this know-
]edge, chect1ves can be’ deve]oped wh1ch w111 a]]ow the 1nd1v1dua1 S
who take the program - to deve10p the requ1red sk11]s | |
, , The final source of ob3e¢t1ves SUQQESLEd by Ty]er is based
on the subJect matter 1tse1f Th1s will have a great dea1 to do w1th
| the state of knowledge within the d1sc1p11ne as we]] as the recom- E o
- mendat1ons of experts 1n-the f1e]d.‘ The profess1ona1 research and
theoret1ca1 11terature provides a. r1ch source of such obJect1ves.\ |
Accord1ng to the Tyler SCheme,a number of ob3ect1ves w111 be '
»ava11ab1e once the three above sources'have been cons1dered The
‘:\program deve]oper shou]d next screen the obJect1ves on the bas1s of |
* his ph11osophy of educat1on and the psycho]ogy of learnlng * The’
; ph11osoph1ca1 screen a11ows the program deve]oper to sort 0ut those
2 obJect1ves he fee]s are 1mportant for stude.ts to, 1earn on the bas1s
of his own va1ue system whm]e the psycho]og1ca1 screen aI]ows h1m to

Tf sort out the obJect1Ves that .are teachable w1th1n the ava11ab1e t1me

\
a2

per1od. g : - R ~"»j-z ‘ :. S ;ﬁ-‘; B

a 'Becker Engelman &iThomas (1975) deffne\instruction as’a set;'

of procedures for, produc1ng a change 1n behav1or (1earning) toward a
prestated obJect1ve “They spec1fy that a]though 1t can taki many
" forms, 1t must meet the fo]]ow1ng essent1a] requ1rements It. must

prov1de procedureSrfor 1) mot1vat1ng the students and secur1ng

\

\ P
\ -

attention to the task’be1ng tauoht- 2) present1ng the tasks to,be
learned present1ng st1mu11, and show1ng the response reou1rements of .
" the task that is, a veh1c1e of 1nstruct1on must be presented,,3)

:ec'rwﬁg resnonces from the students to see if the tasks have been



!
1

learned; 4) re1nforc1ng correct. responses and correctlng m1stakes,\
and 5) longer .term eva]uat1on of mastery, usua]]y within the context
‘1of a set of re]ated tasks that 1nc1ude the one Just taught (p. 2)
Mager (1962) was the f1rst to spec1fy the components of a
we]] wr1tten ob3ect1ve These are 1) an 1nd1cat1on of the cond1t1ons

‘under wh1ch the performance w111 take p]ace 2) a spec1f1cat1on of

the nature of the performance, and 3) 1nd1cat1on of the“standarus t
the performance must meet /

.A,\“

g

A]though behav1or obJect1ves are beconnng an 1mportant aspect -

‘of teach1ng techno]ogy,‘a number of cr1t1t1sms have been ra1sed

Rowntree (1974) suggests the\fo11ow1ng 11st as be1ng representat1ve

'~k1;;:0b3ect1ves are too d1ff1cu1t to" formulate, espec1a11y

7»ﬁn arts based subJects ’:’” B o |
2L ObJectives put too much .stress: on tr1v1a1 and easw]y
"'measured behav1ors "‘ v’ |

*a73.;,Not a11 des1rab]e resu1ts can be spec1f1ed in advance\

Co 4}7;It 1s undemocrat1c to spec1fy obJect1Ves 1n advance,

5. 'ObJectlves are d1ff1cu]t for teachers to work w1th

It wou]d appear that a]though behav1ora1 ob3ect1ves represent a.

theoret1ca] 1dea] they are d1ffﬁcu1t to ut111ze w1th mater1a1 ‘such’

'

" as personal effect1veness tra1n1ng

Once t““* °h1ect1ves have been deta11ed the next step in pro-

, gram deve]opment usua]]y 1nv01ves some form of task descr1pt1on and -

' task ana]ys1s (Dav1s, A]exander & Ye1on, 107’\ The task descr1pt1on
is a deta11ed account of. what someone who can competent]y meet the
- b Yo/

oblect1ve wo'Td jo 1n meet1ng it and the task ana1v51s 1nvo]ves a-

deta111ng of the concepts, sk1lls and procedures he would:utjllze;
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Oncelthis\is accompTTshed;~decisions mUSt be]made'aboutbthe ‘
se]ectdon and organization of the‘content; Waite (1974) suggests
\the foTTOwing procedure;.‘List tentatfve and‘necessary content, con-
-‘sider and seTect'strategies, write a rationaTe for the’program,\
arrange the content 1n pedagdg1ta1 order d1v1de the content 1nto
f,un1ts or’ lessons, wr1te tentat1ve ob3ect1ves for un1t one, wr1te'
the 1nstruct1ona1 mater1a1 for un1t one and so on .

Once the dec1s1ons have/been made about content and sequenc1ng,

‘the teach1ng strategwes need to be seTected The bas1c methodoToqy

f1na11y se]ected for present1ng the SEL program was based 0n four .

/ components, name]y 1nstruct1on demonstrat1on (mode11ng) pract1ce ;"

) N

»y(behav1ora1 rehearsal), and homework

The 1nstruct1ona1 component 15 des1gned to g1ve cogn1t1ve-

/

nderstand1ng of the pr1nc1p1es 1nVOTves 1n executing a g1ven sk111 1\;‘

or an und&rstand1ng of a g1ven att1tude In the SEL program, 1n-

I

;struct1on 1s based on. smwTT Tecturectcs, o1oT:cgranh1c mater1a1s,' . .

-and spec1f1ca11y wr1tten hand outs 1. E -.'_h h

The demonstratJOn compohent 1s cqmparab]e to mode11ng ModeTinQ‘f

g
has been showncto exert a powerfuT effect on Tearn1ng (Bandura, 1969) o

and 1t 1s frequentTy used to teach new behav1ors (Bahdura, 1973)

»

"" In: generaT mode11ng 1s more effect1ve when the modeT s rewarded

fo "‘he dep1cted behav1or when the students _have’ rece1ved pr1or'l R

v

L1nstruct1ons about what to watch for when the modeT is seen as warm ,1_;

;"

‘;or attract1ve, when comoet1ng stzmu11 are m1n1m1zed and when 'the mode] .

“_'d1sp1ay is v1v1d and nove] (Bandura, 1969)

Rachman (1972) ]ndlcates that mode11ng s fac111tated by a o

comb1nat1on oT/aud1o and v1sua1 presentat1ons, repeated pract1ce,3 ‘

/
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'pro1onged exposure, use of mu1t1p]e mode]s, use of part1c1pant ) .

: mode11ng, and the use of re]axat1on tra1n1ng
The pract1ce component essent1a11y cons.sts or bCHu\n ral

:rehearsa] the name suggested for ro1e play1ng by Lazarus (1065)
Friedman (]972) suggests the essent1a1 d1fference between’ ro]e ola,-;h-‘
1ng and mode]1ng 1s the fact that the c11ent 1s asked to part1c1pate -
;dn overt verba] and gestura] behav1or dur1nq ro]e p]ay1ng wh11e

' mode11ng Ts based on observat1on

As the ear11er rev1ew of the 11terature on assert1on tra1n1ng

1nd1cated the comb1natlon of mode11ng and- ro]ep]ay1nq are powerfu1 Celo

change’technlques Fr1edman (197]) offers a poss1h1e exp]anat1on

‘Nhen they are comb1ned the c11ent has ava11ab1e to h1m 1) 1nformat1on o

that evokes response rehearsa] 2) a var1ety of externa]Ty presented

\

A v1sua1 and voca1 cues that prov1de hlm w1th covert cogn1t1ve per-

ceptua] 1mages wh1ch serve as 1nterna1 cues for h1s behavwor,_3) a.
N '

‘reperto1re of overt]y'rehearsed responses to em1t 1n the presence of

\thesel1nterna1 cues: Co ,', L ' AN

!

The f1na1 component deals with the ass1gnment of tasks for

pract1ce between sess1pns A]though thls area 1s genera11y unresearch—

ed, it.is a frequent]y used techn1que in c11n1ca1 sett:ngs (E111s &

i‘,Harper 1975 Lazarus, 1975,,Lange & Jakubowsk1, 1975 Cot]er &

. Guerra 1976) W1th1n the SEL program homework 15 used to max1m1ze 1\
’the genera11zat1on -and transfer of sk1lls 1earned dur1ng the SESSTOHS.’r.;
:and also as a way of 1dent1fy1ng prob]em areas that requ1re add1t1ona1

S e

attent)onn e



./’ . l SEL Program Assumpt1ons and Rat1ona1e .

On the bas1s of the preceed1ng rev1ew of the 11terature ,
re]evant to sk1lls tra1n1ng and the va]ues and- be11efs of the author, |
the fo1]ow1ng assumpt1ons and rat1ona1e represent the bas1c frame- |
work on wh1ch the deve]opment of the SEL program was postu]ated

The SEL program is based on the fo11ow1ng assumpt1ons ‘

;1._ It is assumed that human behav1or is determ1ned by both

_1ntra and 1nter 1nd1v1dua1 factors ImpT1c1t 1n tn1s statem;ntf.s'

\ tthe be11ef that behav1or is a funet1on of,the 1nteract1ons between )
persona] and s1tuat1ona1 var1ab1es At the macro 1eve1 th1s
approach is cons1stent w1th the postu]ates of genera1 systems theory ‘
-and w1th the emerg1ng cogn1t1ve soc1a1 1earn1ng conceptua112at1ons

| -of persona]wty at the micro 1eve1 pe "g, ‘\.,""f, L

.- "‘-'2 It is. assumed the med1ca1 mode] ﬁs 1nappropr1ate for ‘

exp1a1n1ng the- et1o]ogy of - most psycho]og1ca1 prob]ems, and therefore,,",

L

does not cons1stute -an eff1oac1ous parad1gm for«treatment of these o
] ’ : ‘ ;

dwsorders L - . N ",:,4 5 P T I

"': In phys1ca1 med1c1ne three models are common1y recogn1zed

<

name]y thbse based on 1nfectous, system1c and traumat1c et1o]og1ca1

cons1derat1on In those cases where’ psycho1og1ca1 symptoms can be B

¢ ’

attrlbuted to one of these causatlve factors, a med1ca1 approach

to treatment 1s 1nd1cated However, to the extent the above et1o--

~-

. 1og1ca1 factors are absent the med1ca1 mode] const1tutes an 1nap— o
propr1ate strategy for treatment ’ “, ,A_-;v . \',\;" o .

I

3. It 1s assumed that the most eff1cac1ous approach to the
ame11orat1on on non med1ca11y based psycho1oq1ca1 prob]ems 1s based

on ut111zat1on of an educat1ona1 mode] ‘of serv1ce de11very Imp]*’f\
L . oo . , N

.
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’1n th1s assumpt1on is the be11ef that the maJorlty of human psycho-'

1og1ca1 prob]ems resu]t from the fa11ure to learn certa1n sk111s and

)

att1tudes, or from the 1nappropr1ate acqu1s1t1on of se]f defeatlng
patterns of behav1or Further, 1t is assumed the educat1ona1

approach must go beyond the s1mp1e COgn1t1ve understand1ng’assoc1ated

w1th ;1ns1ght' and include adequate opportun1ty for act1ve $kill

14

~

' pract1ce.\ In other WOrds, it'is assumed that knowwng about~does “not '
1 N i ‘( N ' -

const1tute “knowing how. Co N

'

st !

. ,,:‘ ‘4.\zIt 5 assumed that cérta1n 1dent1f1ab1e att1tudes, be11efs,

' and sk11ls are to be more h1gh1y va]ued in- tetms of. the1r ro]e 1n o

I ¢

) foster1ng human effect]veness Thus the SEL prdgram 1s based on
/

A

the prescr1pt1ve norm’ that certa1n sk:]]s shou1d be taught 1f the -

) goa] s to 1ncrease persona] effect1veness and psycho]og1ca1 hea]th

Y

thh1ng in. the above statement 1s meant to 11m1t the var1ety

and r1chness of human exper1ence, nor - to reduce\the 1nd1v1dua1 s

\ !

freedom of cho.ce however, it does ref]ect the be11ef that an 1den-
. - {

~ R

o t1f1ab1e core of persona1 and 1nterpersona1 sk1]15 are 1nstrumenta1

(W RN \ .

‘4 | in foster1ng pérsona] happ1ness, Tife. sat1sfact1dn and be11ef in one sﬂ

own ab111ty IR . N "_'- o N ‘: -

. N
. K - . .
N . ¢ - - oy

- ‘ ' B )

\ P

‘_ A Rat1ona1e for. the SEL Program

At the theoret1ca1 1eve], the SEL program 1s based on the -

vrew human behav1or 1s both 1nterna11y and externa]]y determlned and

l

/ can best be understood 1n terms of the 1nteract1ons between these

N ’ \

’ two sets of var1abTes SUCh a pos1t1on ]S cons1stent w1th the
1; emerg1ng cogn1t1ve soc1a1 1earn1ng conceptua11zat1ons of persona11ty

: appear1ng in the t1terature (e g. M1sche1 1923?:Mahon:,; o l). B
| “This qpproaoh 1sl1ntegrat1ve/1n that‘it draws together"elements

\ -
A ~ - . -

!
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from two divergent aporoacnes Co theraoy,'one emnhasizing behavioraT

techn1ques and the other focuss1ng on cogn1t1ve and. affect1ve proces—

“ses. (Mahoney, 1977) ] As such, it is part of a general trend 1n;

c]1n1ca1 psychology towards: E]) 1ncreased re11ance on the—theor1és

and techn1ques of behav1or therapy, 2) increasedhre1iance‘on'the
theory generated by the ex1stent1a1 gestaﬂt perspect1ve, and 3)
1ncreased re11ance on: 1deo]og1ca1 and theoret1ca1 ec]ect1c1sm (Car—
ffe1d & Kurtz, 1976)‘ ’The resu]t‘of/th1sfun11ke1y marr1age betwéen
cognnt1ve and behav1ora1 stocks is an 1nteract1ve‘determ1n1sm that

exp1a1ns behav1or ac a function: of the 1nteract1on between organ1sm1c

[N

o and env1ronmenta1 1nf1Uences (Mahoney, 1977)

v

The above conceptua}1zat1ons have tremendous 1mp11cat1ons for

\ I3

the therapeut1c endeavor On the one hand, cognwtnve processes. are

1ncreas1ng1y seen as the mechan1sms by wh1ch human behav1or is

- . o

acqu1red and regu]ated, wh11e on the other hand performance based

1

procedures are prov1ng to bhe the most va1UabTe for effect1ng psycho]o—

g1ca1 change (Bandura, 1977) Thus 3uccessfu1 performance rep]aces

fmbo11ca11y med1ated exper1ence as, the pr1nc1p]e veh1c1e of psycho]o- :

g1ca1 change._\: ,f BN | :\' A \ S
_Within the abore framework the concept of seTf eff1cacy RN
. ) .

(Banduraj'1977) p1ays a, centra] exp]anatbry ro]e Def1n1t1ona11y,\

~

'1 se]f eff1cacy be11efs refer to tﬁe be11efs the Tnd1v1dua1 has about

h1s or’ her-own ab111ty to carry out a g1ven course of "action compet-

ent]y and successfu11y As such they are dTrect1y re1ated to both .

\ the 1n1t1at1on and pers1stence of 1nd1v1dua1 efforts for there is a

v

;- strong tendency to avoid s1tuatTons that are- seen as be1ng bévond

,‘\

! \

cop1ng'ab}11t1es. In genera],'the stronger the‘efflcacy be]jefs,-the

Y B ~ . -

- - . - 4



T h1s own : eff1cacy in h1s own env1ronment

fh1gh1y 1nvo1v1ng and a great dea1 of emphas1s is. p]aced on the

/

) dmore actiVe ahd persistent the effort

Thus, 1t fo11ows that a. major purpose of the therapeut1c :
process revo]ves around 1ts ab111ty to strengthen and create

1ncreased expectat1ons ‘of personal effxcacy Consequent]y, the o

maJor funct1on of the SEL program\ns to increase the 1nd1v1dua] s

be11ef in: h1mse1f and in h1s ab111ty to act in a persona]]y eff1ca-¢

cious manner
B vHowever; a’s Bard%ra‘(1977) indtcates, efficacy be]iefs“in

:‘and of themse]ves are 1nsuff1c1ent to produce change The, 1nd1v1dua1

~

must have adequate 1ncent1ves to make his. efforts at change worth—

wh11e and the component sk11ls must be part of h1s behavuoral

, reperto1re Th1s is why the SEL program has. been des1gned to' be

\

'teach1ng of the’ spec1f1c sk11]s o S },' o ", L

"~ The f1na] aspect of the rat1ona1e for'.the. SEL program 1s o

3
- t

based on the be11ef that the 1nd1v1dua1 has to become 1ncreas1ng]y

respons1b1e for the 1mp1ementat1on of h1s new behav1ors in- everyday

i

"_]1fe Th1s sé]f d1rected mastery model a]]ows the c11ent to grad-

N

' ua]]y 1ncrease, strengthen, ver1fy and genera11ze hJS be11efs about -

A ~

~

!
1

: In summary thenq,the SEL program is based on a rationa]e

<. 1

drawn from cogn1t1ve soc1a1 ]earnlng conceptua]1zat1ons of humanf

behav1orv‘ COhS]Stent w1th the work of Bandura (1977)3 cogn1t1ve )

”events are seen as p]ay1ng a centra] roTe 1n the regu]at1on of

behav1or and successfu] performance is seen as the most powerfu],

/

veh1c]e for changrng the person S be11efs about h1s own ab111t1es
In add1t1on to 1ncreas1ng eff1cacy be11efs, the program is des1gned )

!
- = N |
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.

: -
! . |
3 ’

to teach spec1f1c sk1115 u>1ng a hlghly mot1vat1ng

| v

d\;ected mastery is emphas1zed

4

.for%at.

Lo

@
Self
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CHAPTER THREE

7

METHODOLOGY AND DESIGN.

‘hProgram_Deye1opment
- Since deve]opment of the SEL“program‘has been a very personaj‘
exper1ence for the author it.ts appropriaté to begin with'an infor-
mal sketch of the deve]opmenta] h1gh11ghts The program\gren;out .
of the author's exper1ence as. a group leader in a 40 bed actiye .
treatment psychiatris. facility in an Edmonton general -hospital.
Prior,to,the'imp1ementation of the skit]s trainihg,approach; the S

hoSpita1’s treatment Strategies were based prtmari1y on—chemotherapy,

. non d1rect1ve group therapy, and 1nd1v1dua1 counse111ng, a]so of a

e

- a. part1cu1ar]y s1gn1f1cant effect on- the decls1on to deve]op a sk111

non d1rect1ve or1entat10n A]though the ex1st1ng approach was

appropr1ate for many people, qt was 1nadequate1for meet1ng the needs

of those nnd1v1dua1s who ‘were exper1enc1ng life d1ff1cu1t1es because A,’

of a 1ack of persona] cop1ng sk1]1s

=~ -

B One/1nd1v1dua1 pat1ent a fema.t in her 1ate twent1es, had

dased treatment approach She presented w1th a Tong h1story of ad-

Justment d1f@1cu1t1és dat1ng from her early teens and most- of her B

adu]thood had 1nvo]ved Dsych1atr1c treatment A]though she had been

- I ’

o hosp1ta11zed a number of t1mes and-was. on- heavy doses of med1cat1ons,\

L

response to’ a11 forms of tréatment had been m1n1ma1 !

7 h ~ /

-

ST A]most out of desperat1on, a dec1s1on was made to ut111ze a

highTy d1rect1ve, spec1f1c sk111 teach1nq approach and the resu]ts

. were, 1mmed1atE‘and drammat1c Med1cat1ons were soon d1scont1nued

v

‘ and she was d1scharged from hosp1ta1, cort‘"'~“c N*if

/

: _or1ented therapy for sdme six months on an 1nd1v1dua1 bas1s She -

/

] T ’y‘ .‘ ‘. 4{) ~



has required no psychiatric assistance for the past two years and
she reports that she is feeling happy with her Tife. Needless to
‘say, results of this type were very re1nforc1ng and provided a great
:dea] of 1mpetus for program deve]opment

Subsequent]y, a skill tra1n1ng group, 1ncorporat1ng ma1n1y
assertion re]ated skills, was. established at the hospital. Grad—
?ua11y, the content and procedures were expanded to formu]ate a

pre11m1nary vers1on of the SEL program

The course went pub11c in the fa]] of 1975 when it was

hoffered through the Exten31on Department at the Un1vers1ty of A]berta

- an Edmonton At that time, the content still focussed pr1mar1]y
on assertion sk111s but the response from the pub]1c was generally

'-”'eanuradth (consu1t Appendix A).

In the fall of 1976 a number of agenc1es and 1nd1V1dua1 pro-

fessionals began to express a great deal of interest in the program
‘ Two Tevels of profess1ona] or1ented workshops. were deve]oped to meet
these requests The first 1eve1 Was an experiental 1ntroduct1on to
‘the course content while ‘the second level concentrated on. deve1op1ng
the techn1ques necessary to run sk1]1 or1ented groups 1 c
In the process of deVe]opment the program went through
several. -hame chano - At first it was s1mp1y ent]t]ed ASSERTION
TRAINING and the contert was based pr1mar1]y on the assert1on tra1n~

1ng ]1terature“ Assertion skills were soon recogn1zed however, as

only part- of the repertoire required by 1nd1v1duals for effective

.H_Vfunct1on1ng Se]f—management skills became 1ncreas1ng]y 1mportant

and the program name was changed to "SCI- PET » an acronym for se]f

contro] 1nstruct1on and persona] effect]veness tra1n1ng F1na]1y, .

-
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the name was changed to Skills for Effective Living (SEL), to reflect

the broad based intra and inter personal skills basis it had come w0

-
~

incorporate.

In a more formal sense, devé]opmenthof the SEL program was
based on the curriculum rationale suggested by Tyler (1950) anc ¢ .
behavioral program development mode1,specified by Gropper (1973). ‘i

_ Tyien'(1950) sbecifies that”dbjectives‘shou1d be based on an analysis

of the needs of the course part1tipant,, the knewledge “inherent in
,the SUbJeCt area and the needs of soc1ety
The program development model squested by Gropuer (1973)
indicates that the behav1ors to be taught should be carefu]]y ané]yzed,
the necessary practiceyconditibns shbu1d be specified,ﬁand the mat-
’ehia],shou1d be systematica]1y tried out and ‘revised as necessary.
The vers1on of- the program ut111zed in this study is conta1ned
in Append1x B. It conta1ns mater1a1 suitable for use over ten-week]y N
‘jfsess1ons of two and one ha]f hours'durat1on The manual specifges
ifthe QbJect1ves for each un1t, out11nes the teaching procedures and
‘fsuggests’homework activities. It is dintended for use as a general
L Pupham“& Baker (1970) and;Qui1itch Miller, McConnell &

L

'f Bryant (1975) suggest a number of practical cons1derat1ons that

/

, shou]d be 1nLO|purdmhd 1nto a- prog)am The gu1de11nes they suggest
‘3and the manner in wh1ch the SEL program meets them are discussed

ibelow

1 ,f_ i - A program should have c]ear1y soec1f1ed objectives.

On order to satwsfy this requirement, the SEL proqram is presc: Zed

~ in such a way that participants are always made aware of the objectives



for a given unit at th» beginning of each session.

2. The participants should He aware of the purpose of

teaching a given skill. As part of the introduction to each skill,

participants are given a rationale explaining the relevancz of *h:
1earning that will take place and the manner in which the skill will

benefit them.

3. Eguivalent practice should be used. As much as possible,

practice s1tuat1ons in the tra1n1ng context should resemble the
demands of the normal circumstance under wh1ch the sk1lls will be
app11ed once they have been acqu1red In the SEL program this ‘is
met by utilizing role playing procedures based on partiejpant :

— presented prob]ems. -

4. Knowledge of results should be provided. To maximize

Tearning, immediate knowledge of results should be presented' In the

SEL program, heavy emphasis is p]aced on feedback, espec1ai1y from “
the leader and other part1c1pants, although e]ectronwc moda11t1es

are also used. Care is taken to ensure that the feedback 1slqriented
primarily towards positive aspects of performance and is sbeeificélly
‘related to the»ski]] Qeing'taught. This avqids the freqhent1y
<Aﬂtfiized, high]y confrpntive type of feedback that often éctstas a
deterant to subsequent learning. | |

5. Affective objectives should be incorpdrated.' In this

context, affective objectives refer to-the utiljzation'of phocedures
and processes that will make the learning experience hidh]y ihvo]ving
so that 1nd1v1dua1s arenmx1ma11y motivated~to 1earn. Enthusiasm on
the part of the instructor is an 1moortant factor here In addition,

the material and procedures utilized in the SEL program are designed to
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be high]y‘re]evant and interesting to the majority of the peonle who
take the course. Participation is maximized and a positire, encour-
aging atmosphere is established. It is felt, however, that tne
greatest factor in meeting the a}fective needs of participants, is

gelated to the manner in which increasing success is structured into

program. In this‘eontext, the old addage, ‘nothing succeeds like

success', mest certainlv ceems *n be true.

6. Terminal behaviors are to be specified. The written

objectives uti1iied in the SEL program fulfill this requirement.

7. Individual projects should be assigned."The v-a of

individual projects is designed to allow individuals to transfer

and generalize the app1icati0ns‘ot the skills being~1earned to |
situations outsid: the c]assroom. In’thefSEL pragram homework assign- .
ment fulfills this need‘and_a1so he]pk the individuals to work. |
_toward"se1f—directed‘maetery»(éandura,f1977) of the sk111 app11cat1on;

} 8.' Formal incentives should be\prov1ded Th]S gu1de11ne

_15 based 0n tie recommendat1on that some form of formal rec09n1zat1on,
'n'such as a cert1f1cate or reward be prov1ded for program part1c1pa-

‘1t1on Th1s procedure was not ut111zed in the SEL program. Rather,

fout51der1ncent1ves were prov1ded by structur1ng opportun1t1es at the -

.beg1nn1no of each c1ass for people to share the1r successes from-

" the week. Th1s techn1que appears to be hxghly effect1ve 1n that tre

: person shar1ng a success rece1ves a- great deal of- relnforcement from
7~‘fe]low c]assmates, wh11e S1mu1taneous1y act1ng as a model for others

As mentioned in- Chapter I -the present study 1nvolves both

: fo"'""‘we and summat1ve eva]uat1on procedures. . The format1ve eva]ua— i

A

¥ "~ .= conceptualized as a continuous process in which changes in



\

1y

content and procedures are constantly being incorporated into the
program} ‘The summatiue evaluation, on the.other hand, involves an
evaiuation df the effects of the~program on certajn‘outcome\measures
at a specific point inbtfme.. The nature of the formatiVe and summa-~
tive procedures uti]ized will be examined im detail in the sections
thatafol]ow.

[

1

Formative‘ASSessment‘

An 1mportant aspect of course evaluat1on revo]ves around
exam1nat1on of the changes facilitated by part1c1pat1on, as. we]] as
1dent1f1cat1on of the aspects of the program that requ1re mod1f1ca-
\t1on This process eva]uat1on (Cronbach, 1969) ‘has been ent1t1ed |
formatjve assessment (Scriven, 1972) ) It is‘distinguished from the
; more usual summative eva]uat1on procedures that re]y heav11y on
,stat1st1ca] ana]ys1s of various outtome measures o . f '/

The basis for format1/e evaluat1on ts found in the or1q1naT

1ntent1ons spec1f1ed by the proqram deve]oper In the present study,

1t was 1ntended thit the f1na1 proqranrshou]d fac1]1tate 1ntra and f\

\
7

1nter persona] funct1on1ng o s

The deve]opment of the program proceeded through a number of '

',_phases. 0r1g1na11y, the sk1]1 content was based pr1mar11y on asser-

-tion training procedures of an 1nteract1ve nature Intra nersona1

skills were added at a 1ater date The f1na1 doma1n of sk1lls Ainclu-

‘ded in the program were rev1ewed in Chapter Two i
} Format1ve assessment prOcedures are extreme]y d1ff1cu1t to -

descr1be in a mannér that would make the process of course‘development PRI

 replicable. In order to further explicate this fact t, a distinction

. will be drawn between the'context of discovery and,the context of



A
\

Justification, a distinction that parallels the difference between

formative and summative evaluation. In the context of discovery, the

'sc1entlst is concerned w1th generat1ng hypothes1s wh1.e in the context

of Just1f1cat1on, the emphas1s is on test1ng hypotheses The scien-
tific pr1nc1p1es of rep]1cab111ty, pars1mony, and testab111ty are )
aspects of the. context of Just1frcat1on [ |

| In the present stwdv the format1ve eva]uat1on process was
based on’ 1nformat1on obta1ned from three sources, name]y the obser—\

i '

vat1ons of the author, reac :ions from course part1c1pahts, and com- -

\

ments from other professiona]s who used the program
The authOr s observat1ons were 1nforma11y obta1ned and they were -

concerned w1th the su1tab1]1ty of the sk111 content for foster1ng

1mproved 1ntra and 1nter -personal funct1on1ng as wel] as" w1th the -

‘ ﬁ eff1cacy of var1ous aspects of Lhe teac ino aboroach for deve]op1ng :

g1ven sk1]1s A]so,lthev were concerned w1th coht1nuous1y 1mprov1ng

-
the presentat1ons so. that max1mum enJoyment and 1nvo1vement were

obta1ned From a procEss poWnt of” v1ew efforts were d1rected towards

mak1ng the program so 1nvo]v1ng that part1c1pants were unaware of the

‘-\.. '

passage of t1me B ‘5 . ;1'

The maJor source of formatlve eva]uat1on 1nformat1on came from

~ ' \

the feedback obta1ned from the course part1c1pants Dur1ng the

deve10“nenta1 process, over 500 eva]uatwon forms were obtained.-

[ -

Part1c1pants were asked to strUCture thelr react1ons . te. S of

, aspects of the ‘course - they found most va]uable, asoects N he course o

they.- found 1east vaiuab]e, adet1ona] content they would ke to ;“ :

“seé 1nc1uded, 1mprovements they cou]d suoqest'1n the methods of’

'_presentat1on and an overall ratjng of the'course on a five-point
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,3ca1e comparing . it to other- courses they had taken -As. well, thei

Department of Extens1on at the Un1vers1ty did an 1ndependent eVaTua- 1

tion (see Appendi x A) of the course and this 1nformat1on was forwarded .

fto the author. and ut111zed in format1ve procedures

The react1ons from other profess1onaTs who ut1]1zed the mater1a]

" was obta1ned 1nforma11y At every opportun1ty the . author woqu

quest”wn m\r"ﬂn s ke "/‘tf"v’ r' ""”"“". o : v- L
’ . \ . \

\the1r ut1T1zat1on of the mater1a] When poss1b1e, the 1nformat1on'

!

was obta1ned in wr1t1ng The comments were- cons1dered 1n everv case~
K A f1na1 source of format1ve 1nformat1oh came from the two

~tra1ners who ut111zed ‘the’ mater1a1 1n the sunmat1Ve aspect of th1s

‘i study ATthough the1r react1ons coqu not be - 1nc0rporated 1nto the

vers1on of *he SEL program used 1n the treatment future reV1s1ons

§

w1TT 1ncorporate the1r recommendat1on5\: These were not extens1ve,_‘

i

\ ‘and they‘are\d1scussed‘1n Chapter Eour. R a

'eAl potheses

- -

R o Summat]ve Assessment o T
. 4 o 4 - )

. As ment1oned prevwousTy, summatJve evaTuat1on focusses an. the

ana]ys1s of outcomes produced by a g1ven pr0cedure (Scr1ven, 1972)

!

‘-Thus, 1n the present study, summat1ve evaTuat1on was undertaken to '

fassess the overaTT effect of the program under controTTed experlmentaT\

,‘cond1t1ons The tra1n]ng sess1ons were Tead by two 1nstructors bther a

-than the author 1n accordance w1th generaT]y accepted exper1mentaQ

'c0nvent1ons "The dlmens1ons seTected for evaTuat1on were ahx1ety:\

fse]f concept, 1rrat1onaT beT1efs ‘and overaTT psycholog1ca1 adJustment

The SEL program 15 a broadTv’based sk1TTs tra1n1ng package g
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: des1dned to improve human funct1on1ng It is hypothesizédvthat
;there will be an overall s1gn1f1cant ‘treatment’ effect resu1t1ng from
kpart1c1pat10n in the SEL program when the variable of anxiety, self

:cohcept 1rrat1ona]1ty and overa]] adJustment are cons1dered s1mu1-

taneously. Th1s is the f1rst hypothes1s

I3

‘Anxtety is a centra1 exb]anatpry concept in much of‘the_]it— .

"erature on impaired human functicning. ‘Wlee (1958) postulates that .

anxiety’iSra'major cause of‘impaired social functidning. If the SEL
program is an effective treatment strategy, anxiety will be reduced.

- Thus, the second hypothesis is that there will be a significant

reduction in anxiety as a result of participation in the SEL program.
The individual's self concept has beenvdemonstrated to be
. high]y‘ihf1uentia1 in much of his behavioh ahd also to be directly
: re]ated to h1s general personallty and state of menta] health (Fitts,-
1965 p. 1), As the 1nd1v1dua1 deve]ops the sk1]]s _necessary | for
’effect1ve human fUnct1on1ng and exper1ences more 11fe successes, h1s-
h se]f concept should improve. Thus, it is hypothes1zed that partici-

. ‘/pat1on 1n ‘the SEL program will 1ead to an 1mprovement 1n se]f concept.
. *Th1s is the third hypothesis. ' ' ‘

D1ff1cu1t1es in human funct1on1ng have been d1rect1y attr1bu—
, ted td»1rrat1ona1 be11ef5‘(E11ﬂs, 1962) \ N‘*hwn this framework; an
1ncrease 1n personal effect1veness should 'be" accompan1ed by a decrease

in the degree of 1rrat1ona11ty Thus. the fourth hypothe91s 1s that

‘ there w11} be a s1gn1f1cant decrease in 1rrat1ona1 be]1efs as a

'~result of part1c1pat1on in. the SEL program

F1na]1y, the deve]opment of 1ntra and 1nter persona] sk11ls

\ ' -

B -~

N
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shduld allow the individual to cope more adequately with the daily
demands of 1living and produce an overall improvement in general adjust-

ment. This leads to the fifth hypothesis that participation in the

SEL program will lead to a significant increase in overall personal

adjustment (as assessed in the Califaornia Psycho]bgica] Inventory).

In summary, the five hypothéses of the study were as_foTioWs:
It is hypothesized that there will be a significant ovefa]] treat-
ment effect resulting from>participation in the SEL program. |
H2: There will be a significant redﬁction in the level of anxiety
as a result of participdtion in the SEL program. | |
H : There will be a significant jmprovement in se]f-concept'as a

result of participation’{ﬁ‘the SEL program.

H4: ‘There will be a signifﬁcant decrease in the number of jrrational
beliefs ascribed to és a result of participation in the SEL
program.

H5: There will pe a significant increase in®levels of overall per-

sonal adjustment as & result of pafticipation in the SEL program.
. ‘ ‘
B. Experimental Procedures

A post test only control group design was utilized for

summative evaluation (Campbell & Stanley, 1963). Participants were

randomly assianed to either one of two treatment or a control condi-

!

Yy

tion. The design is shown in Figure 2.

Figure 2 ‘
PARTICIPANTS TEN WEEK - 'TWO WEEK TEST SESSIONS
Group I SEL ‘Program No treatment 0
Group II SEL Program No treatmeﬁt 0

Group III No treatment No treatment 0
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 ‘The post test on]y,controllgroup design is a true experimenta1\
designﬁénd allows for effective summative evaluation through a com-
parative analysis of the outcome measures obtained in the treatment
and control cbnditions (Campbell & Stan]e&, 1963).

Testing procedures were conducted two weeks after the conclu-
sion of the:fina1 session of the SEL program. All tests were admin-

istered to the individuals in both treatment and control conditions

during the same time period (see figure 3).

C. Treatment

Treatment consisted of participation in the SEL program for
ten weekly lessons, each of apbroximate]y two and one half hoﬁrs
duration (Consult Appende B for the content of each lesson). The
groups met on the same night in the same building, but each leader
had contact with only the members of his or her own group.

During the treatment period, the author was available as a
general consultant to the trainers and joint meetings with both
trainers were held five timeﬁAduring the ten week experimental
period. The author did not have any teaching or individual confgct

with the participants during this time.

In order to maintain standards for e;hica] conduct in research,

waiting control group members were given the opportunity to partici-
‘pate in the SEL program affer testin However, because of time
factors at the end of the Nursing School year, a modified weekend
marathon format was utilized. This‘arrangement invo]ved‘approximateTy
the same number of course hours ;nd all participants were satisifed.

Y
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- D. Instrumentation

Anxietz.

LWith reference to the measurement of anxiety, the IPAT

Anxiety Scale Questibnnaire (Self Analysis Form) was utilized
(Cattell & Scheier, 1963) (see Appendix C). The authors describe
it as a brief, valid and non-stressful measure of anxiety level, It
is a 40 item paperrand péhéfﬁ test that is easy to admihister and
score. | |

The test was developed from extensive research (Eatte]] &
Scheier, 1963) and it is designed to give information about clinical
anxiety in a rapid, objective and standard manner. The developers
claim that the scale gives an accurate appra1sa1 of free anx1ety
]eve]_(Catte]] & Scheier, 1963).

Two types of validity data are reported for the test in the
ménUa] Construct validity is estimated at + .85 to +.90 for the
total scale, which was the one utilized in this study. External

va}jdity has also been well established. The authors claim (Cattell

& Scheier, 1963) correlations are substantial with physiological

measures of anx1ety, and the test scores also correlate with psych1-
atric d1agnos1s of anxiety level more c]ose]y than any other avajl-
able test. .
| The test has been shown to have a h1gh1y satisfactory
re11ab111ty, with figures varying from .87 to .93 for test retest
measures conducted over a one to two week per1od

Se]f Concept

The Tennessee Self Concept Scale (see Appendix D) was used to
measure self concept in this study (Fitts, 1965). The scale cons1sts

~of 100 self descriptive items ‘which the individual uses to portray
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his own picture of himself.

Fitts (1965) began devejopment of the scale at the Tennessee
Departmént of Mental Health in 1955. The original pool of items was
derived from existing self concept scales as well as from written |
descriptions of patients and non patieﬁts. From this total pool,

90 items were selected. |

Although a number of subscales are available, the total P
(total pdsitive) is the single most important score, reflecting the
overall level of self-esteem (Fitts, 1965). Persons with high scores
tend to like themselves, feel that they are of worth, have confidence
in themse]ves and act according]y. Persons who score low tend to
doubt themselves, see themselves as undesirable, often feel anxious,
depressed and have Jittle confidence in themselves (Fitts, 1965,

p. 2). The total P épore was the one utilized in this study.
Test retest ré]%abi]ity for the total P score is reported as

.92 but it should be noted that the interval of time between the '

two administrations is not indicated.
Fitts (1965) claims that validity has been based on four

sources, namely content, ability to discriminate betWeen patients and
non-patient groups, correlation with other pérsonality measurés and
pérsona]ity changes resulting from the result of certain interventions
such as'psychotherapy. In é]] of these cases, the validity of the

scale has been‘supported’(Fitts, 1965).

Adult Irrational Ideas Inventory

The sixty item Adult Irrational Ideas Inventory (AII) (Davies,

1970) was used to measure irrational beliefs (see Appendix ©)  Th~



instrument is based on the original inventory constructed by Zingle
(1965). The instrumenc was designed to measure the degree of irra-
tionality of beliefs consistent with the theoretical writings of.
ETis (1962).

The items of the AII are answered on a five point Likert-type

scale ranging from strongly agree to strongly disagree. For each

item, the most rational alternative answer, consistent with E1lis's
position, is given a value of one, and the most irrational a value

of five. Thus, the higher the score obtainbd, the greater the degree
: o .

&

“Conklin (1965), f&%f‘(l968), and Zingle (1965) have demonstra-
ted the construct va’idity of the AII. A positive relationship has
been reported between irrationality and an. -ty (Taft, 1968; Winship,

1972); alcoholic tendehcies (Davies, 1970), poor'marita1 adjustment

(Eisenberg, 1971), and underachievement (Conklin, 1965; Zingle, 1965).

California ‘Psychological Inventory

The overall adjustment index (Megargee, 1972, p. 223) was
utilized as criterion measure for testing the fourth hypothesis.

It is computed by finding the mean T score on all of “the CPI scales

The CPI is intended primarily for use with non disturbed
subjects and its scales are directed primarily to personality
characteristics important for social liviig and social interaction

(Gough, 1957).
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The test éontdfns 18 scales, divided into four classes.
These classes are: . 1) measures of poise, acendancy, self assurance
and interpersonal adequacy; 2) measures of socialization, respon-
sibi]ily, and interpersonal structuring of values; 3) measures of
agg;g;ement potential,and intellectual efficiency; and 4) measures
of intellectual and interests modes.

Norms for the CPI were based on test results for more than
6000 males and more than 7600 fema]es selected from a wide range of
age, socio-economic and geograpnical groups. . | -

Reliability based on a test retest method for each-of the
scales is as high as those generally found in personality measure-
ment (Gough, 1957). Megargee (1972)‘reports that with different
groups, test retést reliability figures have varied between .49 and
.90. angbferm coefficients aver a one year period arevmost1y in
Vthe .60's and .70'§, indicating moderate stability, even among
adolescents. °

From a validity point of view, the CPI presents prob]ems.kimg
The emphasis has been placed on what Campbell (1960) has termed
practical validity. That is the scales shouid predict what an
individual will do in a specified context or identify individuals
who will be described in a certain way (Gough, 1968).. Megargee (1972)
indicates that the test is ffequent1y critiéized because the scales
are highly correlated or not factoria]]y_pure, showing a great deal
of overlap. S |

| Reviews in the mental measuremept yearbooks have resulted in

differing views of the test's value. Kelly (Buros 6:71) evaluated it .

as one of the best if not best available instrument of its kije.

f.



Cronbach (Buros, 5:37) said the utility of the instrument still was
in question. Thorndike (Buros,'5:37) felt it was not worthwhile.
Goldberg (Buros, 7:49).in the most receht review suggests that: the
CPI has more predictive validity than most comparabie instruments
“available.

The reliability and validity data of the CPI have'Jjust been
»high]ighted in this review. For a more detailed description the
reader is directed to the manual for the CPI (Gough, 1957) or to the
CPI Handbook (Megargee, 1972).

The decision to use the CPI in the present study was based
on the fact %hat it appéars,to be as good, if not better, than most

similar tests as well as the author's familiarity with it. .

£. Subjects |
Subjects for the summative evaluation §§rtion of this study
were drqwn from the siaff and students 9f a local hospital based
school of nursing. All participants were femaTe jnd demographic
data are presented.in Table 1. |
Subjects volunteered for the study in response to a poster
that was placed in the nurses' residence. In all, 36 volunteers were
selected and ragdom1y assigned to oﬁe of two treatment groups or to
the waiting control group. Due to a variety of reasons ranging f}om
swjmming lessons to iliness, a number of participants dropped out
of the study. The numbers shownAin Table 1 are{the numbers that
finished the program under each condition, andvg}e;the numbers on

which the data analysis was based.

55



: Tab]e\l
Participants Number 'Ayerage‘Age ‘ Average Educatioh
o (Mean years post High
“ School)
' Group I 8 20 years 2.1 years
Group II 9 21.3 years ’ 2.5 years
Group III 10 23.3 years . 3 yeafs

The differences in average age and education were not fousd to be

significant. “

[+

F. Trainers

The trainers were both very familiar with the coﬂtent of the
SEL program{ Both had participated in the classes offered through
the”EXtensjon Depargment at fhe University of A1ber£&.‘ In addition,
‘they had bqgh partiquated inua Level II workshop for professieﬁa]s
wgere they bec%@g,familiar with the skills training approach.

%réinenségwas a‘graduate student at the University of A]befté
in. the Departmentlof Educationa] Psychoiogy; He was extremely
jnterestedvin the SEL progfam and had presented skill based progréms
on a VOluntéer basisanth a number of agehcies in the ci;y,such as
Family Life, qnd Woman* /P1ace. | q

Trainer B was a nursing care coordinator in charge of a 1drge

Pediatric unit at a city hospital. She held a Bachelor of Science

degree. in Nursing and had several years of experience in‘\er position.

Both of the trainers were very interested ?n_the skills

ﬁﬁaught in the SEL program and both fe1f that the program kad made a

. Strong impact on thedr lives. Because of ﬁhis, they were strongly

B
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committed to presenting the program in - -nthusiastic manner, a
condition that the author has found to be essential for successfully

teaching the material.

G. Data Analysis.. N

For purposes of déta anaaysis, the results for the two treat-
ment conditions were combined and compared with those for the control
group. Prior to pooling the two groups, an F test for homogerei:y

of variance was conducted on each variable. Differences were not

significant and the two groups-were comb{ned. Since the data collect-

v

ed involved multiple measures on each individual, multivariate ana-
lysis techniques were utilized (Morrison, 1968). Hote]ling‘siT2 test
was. selected. In addition, the results were graphically displayed

to facilitate interpretation. : -
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CHAPTER FOUR

RESULTS
Formative Findings

A. Initial Expectations

The formative evaiuation process, 1ike any evajuation procedure,
requires static reference points upon which to base comparisons. The
author's preliminary expectations served this function in the present
study, They wi]i be summarized in'terms of overall prog. v Jbjectives,

.skill content and teaching methodology.

With regard to general objectives, the Tntention was to design;
a packaoe that would systemat1ca1]y teach the sk1lls which are neces-
sary for effetttve human funct1on1ng, at both the personal and inter-
person31 leve1s 1t was 1ntended that participation in the program
would 1ncrease the 1nd1v1dua] S be11ef in his own ability and instill
an act)ve,upos1t1ve coping approach to 11fe Ultimately, it was the

- expectation the individual would master the personal problem solving
and self management skills necessary toideve]op and implesent his or Yo
her own change plans. | |

With reference tn skill se]ecfion, the intention was to follow
an ‘organic"model that  Jld al]ow ski]] content to be constantly

} rearranged modified, resequenced and supp]emented until the general
obJectwves outlined above were cons1stent1y rea11zed Assert1on

»

skills formed the start1ng po1nt in th1s eVo]ut1onary process. -

- w1;htregard to teaching methodology, the intention was to
‘develop an effecti#e educaiiona] model of psychological intervention
that wou]d maximize fh!“bpportunlty for the acqu1s1t1%F retent1on

and transfer of selecteo skills. Affectively, it was intendea the
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teaching approach would make participation in the program a warm,

rewarding and enjoyable experience for the majority of people.

B. Personal Observations

The author's personal observations have constituted a major
source’ef information used in the forma*ive evaluation of the SEL é-
program. This was especia11y +- -~ in tt  earlier phases before part-
iciront feedback wés routinel - souat . In total, these observations

have been based on well over 1. Jrs of teaching contact with in
: -*’."."

excess of 500 peopie.
“The observations heve focussed on the following: 1) the ability
of the program to realize the overall objectives; 2) evaluation of the
appropriateness of the. sk11ls se]ected as well as avaluetion of the .
sequence in which they were presented; and 3) eya1uat1on of the effi-
cacy of the educational model. General findings in each of these areas

wil .2 considered g§parate1y below. A list of the major problem
‘é:r v R

areas identified~thr6hgh personal observation will then be presented.

/
r .

Overall Objectives

The main objective underlying the development of the SEL program
was to design a broad'based package for systematically teaching the
skil. ‘acesééry for effective living. This»aépears to,have been a

h1gh1y appropr1ate undertaking and tha au*thor ha< been 1mprgssed by

the correspondence between the program's ob3ect1ves~and the'1dent1f1ed

needs of large groups of people, in both clinical and non-clinical
settings. _

| Participation in the SEL program appears to facf1itate;sub-
‘sfantia] improvément in the individual's ability to cope effectively

with a wide variety of life problems. This is especially evident qhen

é 3
v R
r
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the difficulties in. functioning are not secondary to serious psych-
iatric or medica] conditions.

Personal observation has lead to the conclusion that the SEL
program facilitates the following types of changes: 1) participants
Tearn to attribute the origin of their difficulties to a lack of

-y :
specific skills or to a surfeit of anxiety as opposed to the general

corcent of 'personal inferiority' so often used as an explanatory
concept at the'start of classes; 2) participants learn to accept
recpnrsitility for their problems and for the changes they must under-
go to solve them. Thus, they develop the realization that allhdugh‘

a helping person can show them how to th;nge, the onus for implemen-
tation remains with them; 3) participants learn to substantially

reduce the qmohnt of time they spend in negative introspective self

ana]ysis'(the ’para]ysis.by'analysis' syndrome) and instead ]earn‘iO"

. focus on the positive aspects of their lives; 4) participants tend. to

develop increased feelings of self-esteem, self confidence and self

worth; 5) participants learn to'substanti§11y reduce or éontro] the
amounts of anxiety they experience in préb]ematic situat?ﬁhs; and
-5)‘participant$ learn a wide variety of specific skills fobidetively
coping with a-diversity of situations. On numerous occasions, changes
occurred in a dramatic fashion over a short period of time.

The feéregoing descript?onsare an attempt to define the essence
of the changes faci]itated,by participatfon in the SEL program. These
can best be conceptualized as program produced trends for they occur
to varying degrees with different individuals. Of course, with a

number of partiE%pants the program was observed to bé tota]]y

unsuccessful, ‘ v
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Skill Selection

An organic approach to skill selection was followed. Broadly
speaking, content was based on the sources specified by Tyler (1950)
namely, participant needs, the structure of the subject matter and
societal needs.

A]though the initial stages of program development concentra-
ted on assertive skj]]s: it soon became evident that many other areas
needed to be included in the curriculum, espécia]]y those related to
problem solving aﬁa sel f-management.

Reréoha] observation at the content level was also concerned
with skill sequencing and an attemé@fwégwﬁade to order the presenta-
taﬁﬁon in terﬁs of increasing levels of difficulty. In general, pos-
itive, initiatory skills and coanitive skills were far easier to teach
than the skills for coping with negative, manipu]é%ive or confrontive
situations. |

On the basis of personal observation, the author is of the
opinion the current version of the SEL program incorporates a basic
core of skflls necessary for effective pérsona] and interpersonal
functioning. Much additional work, however, is required in the area
df skill definition and seduencing and the present sfudy can be "

regarded as only the initial phases of this investigation.

Thé Educationa] Model

| A major intent of the accomplishment reported in this study
xéVéTyedqaround fhe‘attempt to.develop an effective educational mode ke
for’fegching peop1e~to'systematica11y cope with 1ife prob]ems Init-
1a11y, a great deal qf emphas1s was p]aced on 'information giving',

but.- this ?n an of 1tsé1f was soon observed to be an inadequat-
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approach. for facilitating change. ‘ -

In order to improve the model, demonstration and practice
components were added. The use of reqular homework assignments was
the final innovation. Homework follow up has pgen found to be .
extremely important. A1l of the above changes pertained to the tech-‘
nical. aspects of the teaching presentations. B

However, personal observatjon soon lead to the conclusion that
the human dimension of the teaching model was eqﬁa]]y important.
Leader enthusiasm emerged as a key characteristic in the effective
presentation of the SEL program materia]; It appears that the neces-
sary leader characteristic can be summed up in the following
‘attitudes' which he or she should display while teaching: 1) I'm
glad I'm here; 2) I'm glad you're here; and 3) I know what I am talking
about. To the extent any of these attitudes are absent, the presen-
tation will lack effectiveness. -

On the basis of personal observation, the author is of the
opinion that the educational model, utilized in conjunction with the
“attitudes'lpresented in the previous parag;hﬁh, constitutes‘an
extremely powerful approach to faci]itating%éﬂange, .

The intended affective objectives forythe educational que]r‘*
have been observed to~haye been met. The program is a wafm, féwarding
- and highly enjoyable expefience for the majority of-parficipants.
Frequently, class members were noted tb be so involved with the learnr
ing experieﬁce that they did not notice time passing; The author has
been impressed with fhe cohsistently'high degree of involvement
participation in the program faci]ifétes. |

The preceding discussion has dealt with the writer's general



observations during the development of thé SEL program. It was
noted that the package appears to meet its overall objectives, con-

tains appropriate skills and utilizes an educational approach that is

effective from both the technical and affective points of view. Tne

. major problem areas will now be examined. ’ 5

SEL Problems

4. 1. Participants in the program must ethi¢ally be advised of
the side effects of treatment. Behavior change will seldom be accepted
withouf reactions by members of the social systems within which the
participants interact and homeostatic forces will frequently attempt to
coerce the participants to adopt their precourse style of interaction.
For example, in the hospital setting, improvements in behavior were
frequently met with such adverse reactions as, "You used to be nice,'
now you're a bitch" or "They're making you crazy in that’hospital”
This react1on has tended to occur most frequent1j with 1nd1v1dua]s
who were very passive and subserv1ent at the start of the program.

The problem has been overcome by teaching peop]e at the out-
set about the nature of soc1a1 systems and the norms for interaction
thaf develop within any given system. Thus, reactions from others.
become an 1ndicat1§n the individual‘is‘indeed changing. If you change
one element of a systemt the whole system has to change.

2. Extreme caution must be.taken to ensure participants
acquire a realistic view of the manner in which skills are to be used.
This is especially true with assertion skills where some individuals
use thgm.to seek revenge for past wfong doingé. In this vfew,‘the
skills become interpersonal guerilla tactics that facilitate

Tommnsmfeeindsh ekl a and diandty" | The Authar's eyhithaeooo -

>
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responsible for some destructive learning of this nature in the very

early phases of the course development.

3. In presentiné the SEL material it has been observed that
di;kussion alone is a very ineffective téaching technique. However,
there is an inherent tendency to return to this 1eve1{ especially on
the parts of participants who will frequently turn skill practice
sessions into discuésions about the skill. The instructor must be
constantly alert to tKis trend and get them involved in 'doing' rather
thagjjust "talking about'.

4. The manner in which feedback is presented is of paraﬁount
importance to the:success of the program. Participgnts need to be
Vtaught how to give fegdback. It works most effectively when it con-
centratés on the positive aspects of a situation and is'eX%remely,

descriptive. There is é real problem in keeping participants on
‘target in fﬁis a}ea for they constantly tend to return to a non-
specific negative type of feedback, i.e. “you were too scared", that
greatly impede§ subsequent‘performance.

5. Lanéuage of presentation must be kept simple. There is
a tendency for the 1eader,'to become very theoretical and pe@gntic.

‘This has been observed to immediately destroy the effectivenQSS of ~

\ .
the program. The material must be kept realistic and the examples

used must have continuity with the everyday worlds of the participants.

When ﬁgople identifsttrongly with the examples used and can grasp
all 6f fhe vbcabu]afy and exp1anations; they quickly become involved.
This is a very difficult task to accomplish and‘it requires a great
deai of praciice to make the material ‘come to‘]ife'.

6. Difficu]ties-in later stages of the progfam frequently
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. develop because of a failure to set appropriate norms at the outset.

" 1f you want people to participate, have this begin in the first five

minutes of the first session. If the norm is established that the
instructor talks and the participants listen, it will be almost
impossible to change later. This was a very difficult problem to
overcome and its jmportance cannot be over stressed.

7. Voice qualities have Proven to be very difficult to work
with and additional development is still required in this area of

the program. It took the author a Very long time to identify the

A qualities of voice that related to effective interpersonal functioning.

Proper voice production, based on proper‘u£i1ization of the lungs, and
voice projection, based on proper usé of the 1ips and tongue, are now
stressedf) Adequate volume is extremely difficult to Succéssfu]]y
apﬁ?bximate for the timid person usually fears that they arg_ho]]érA
ing as soonﬁas they attain adequate output. Although a variety ~°
methods have been used to increase volume, e.g. verbal prompts, i.and
prompts,.tape recorﬂers, none of these have worked satisfactorily.
At present, a voice activatgd relay that turns on a lamp is being usedd,éj
The required volume level is adjustable and the technique, gjthough
not adequately evaluated, is high]y promising.

8. Aftér attenpting to teach a wide variety of skills,, the i
observation has been made that it is very difficu]t to teach skills
you don't be]ieve in or have ndt used exteﬁsive]y yourself. Anyone
using the SEL program shou]d_be abie to demonstrate a high_}eve] of
skill maétery before teaching them to others.

9. Because the SEL program has a series of lessons, there is
/

a tendency to becomeﬁcontent bound, thus ignoring the dynamics of -the



teaching process. When this happens, teaching quélity has always been
observed to deteriorate. Process and content have to proceed handiin
hand in a balanced fashion.

10. Ineffective instructor modeling causes a great deal of
difficulty for the participants. It is important tHat§the course
leader is able to spontaneously role play the skills being taught. He

or she should prescii o ncdel of a component person who is function-

ing effectively. However, the model must be realistic and appropriate.

Ihstructor self-disclosure that allows the participants to bbéerye how
he uses the sk1115 to deal suQifssfully with 1ife problems greatly
enhances the modeling effect.

11. It is difficult to get people to practice the'skil1s they
are 1earning ou£side the classroom situation. E couragement and a
great deal of group support for success seem to.bélthe mosf effective
ways of overcoming.this difficulty.

12. Selection of individuals appropriate for participation in
the program has presented d1ff1cu1t1es In a hospital setting where
group size is small and a very support1ve extra-class environment is
available, fairly severely disturbed individuals can be accommodated.
In settings lacking this support, however, or where group sizes are
larger than‘iq - 12, they m4£s$ be excluded.

.Through observation, the author has déveToped the following
ru]e of thumb regarding selec. Jn} E]iminate.the very seriously
impaired and give everyone else a trial. But, do not hesitate to
have them removed if they prove unsﬁitab]e, for an inappropriately
selected member can destroy effecive 1eafning for the rest of the

group. ’ -
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13. A“number of prob]l with the content of the

i

program. These are includefi-below: 'f;b;

a) The section déa11ng with individual rights requires-modi-
fication. This session has tended to drag too much.

b) The skills relating to coping with criticism are Extreme]y
difficult to teach. This is especially true of learning to handle
aggressive, sarcastic remarks. More practice exercises need to be
developed.

c) A standardized form for a dairy or log book needs to be
developed and concise instructions on how to maintain a diary need
to be presented to participants.

d) A participant handbook containing relevant reading materié]

is reguired. .
A {

e) More emphasis needs to be placed on teaching actual relax-
ation sk11]s.‘ Formative evaluation on the use 0% taped exerciseg
be. undertaken. ﬁ#e course has tended to emphasize the need to re¥ax

without systematically teaching the procedure invo]ved.
. I
f) - The section on self instructional techniques needs to be

-

more strongly emphasized.

V

C. Participant Feedback . .

Feedback‘from the individuals faking the SEL program proved to‘
be an extremely valuable sourCe of “information for u$e in the forma-
tive evaluation.process. Many modifications were made on the basis
of this on going-feedback. Examples of the types of comments gener-
ally received are presented in the following sections.

In general, overall response to the course was excellent and

’
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.. Seems to be more applicable than a good many courses.

'3

The program presented relevant and practical information.

I really felt good about th1s course and I would Tike to
take more.

I enjoyed the presentation and course immensely and have
learned several new things about myself.

This course is highly recommendable.
I really egjoyed the course and I have been applying many
positive aspects to improve my self concept.

7. 1 would like to see the rest of my office staff take th]S
course.

8. This was a most informative session and thoroughly enjoyed.

9. 1 wou]d enjoy and benefit from further instruction.

10, A we]] thought out course, extremely well prvsented .
Tayman's language.

One aspect of the feedback received dealt wi that pr: .icipants

felt they learned as a result of partiéipatioh in the SEL program.

The following are representative statements.

1.

I learned how to cope with some different situations Tike
handling criticism and compliments.

I learned many things -- mainly -- a refreshing Jook at
focussing on moving from a better space to a great one.

"1 learned how people manipulate others, how to deal with

it, and rights I didn't know I had.

I learned that the techniques for interpersonally relating
are learnable.

I found myself feeling validated which opened up my hearing
to some of my own shortcomings.

I learned to believe in myself more, to take the initiative
to assert myself more.

I learned that acting in an assertive manner usually. resu1ts
in a good reaction for both parties involved.

. 1eamned not to encage in ae1f ahalysis.



69

9. I Pearned about dealing with 'buttons', especially criticism.

10. I fortified my belief in growth and action and it gavé'me e B N
tools to work with. g

Feedback was obtained regarding aspects of the course that thé
participants enjoyed. The following comments are representative of
the information received.

1. I liked the examples that were given and the role playing.

2. I liked the specific exercises dealing with spe..f ¢
problems.

3. I liked the emphasis on the educational me

4, I liked the approach of teaching people skills before
expecting behavior change. A1so,\hav1ng.fun_wh11e doing it.

5. 1 liked the easy relaxed atmosphere.

6. 1 liked the instructor being so helpfyl and willing to
discuss specific problems with all persons.

7. 1 liked the active participation and exercises that were
enjoyed. '

- 8. 1 liked the way the atmosphere was free and easy -- let us
be. .

;

9. It was a Iot of fun.
ip. The continuity, content énd effective use of role playing.
In order to jmprove the educational model, specific comments
were sought regarding the instructor's approach in teaching the SEL |
pr&gram. A number of‘important dimensions emerged including: confi-
dence, ability to speak clearly, humor, and f]exib%]ity. The follow-
ing comments are repre§entatfve of those received:
1. He made you feel very at ease. An excellent speaker.

2. He encourages relaxed participation without unwarranted -
embarassment, especially with the light touches of humor. -

3. He was very efficient and clearly showed confidence 15 his
teaching., This created an jmpact that made one feel like
participating. \ ‘ o
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"He is an excellent speaker who puts across ideas qu1te eas11y

in terms that can be understood.

He used good examples, excellent de]1very, very sure of
himself. .

As a teacher, I feel that I can say with author1ty that you
know how to get your ‘ideas across very effectively to a
group of people and make them feel involved.

The role playing situations were presented in the least
threatening way I have ever experienced. A
The instructor was reassuring, confidence building and
anxtety Towering. He gets his message across with humor.

If I didn't like your approach,” I wodaldn't have come. You
allow and g1ve direction and freedom to Tearn.

I thought Jim did an exce]]ent Jjob of encouraging peop]e

to take risks-and giving constructive criticism that was j
acceptable. By believing in assertion training and what

it can do for people to change their self concepts -- he
convinced me that it does work -- I tried 1t -- that's why

I believe in it. , _ ) _

Participant feedback was also soljcited with regards toxthe.man-

ne

- ner in which the prograu could pe improved. The-fo]1owing comments

are representative_of those obtained.
1.
2.

o o-leéw

10.

More use should be made of videp equipment. R N
Somesreading should be required as a prerequisite. -
Written material.should be provided.

Allow more time for d1scuss1on without cutting commenu

Develop a fo]]ow up sess1on

. “} wou]d Tike it to be Tonger, mostly because 1 enJoyed ‘the
. exper1ence very much 5 ‘

>

I cannot th1nk of any methods to 1mprove the presen at1on,
except perhaps using more examples. - s

-

The presentation was pleasant and quite adeduate.

I have no recommendations. to offer »I-enjoyed immensely
the way it was presented. ST o o

U thought it Wi excellent, It could have been ionger.A



Finally, a very simall nurter of \vv‘1c1pants expressed negative
. react 1ons to the program. Some comp1a1nts dea1t w1th 2aysical arrange-

“ments while others dealt with ‘the content. Representative complaints

‘1nc1ude:

1. - I diclike the smoky, stuffy rooms.

Could we start on time?

no

3. I found it difficu]t to intermingle with peoplé unknown to

I'L“
4. At times, we rehashed ideas-that had already been presented.

~ 5. Sitting for proloﬁged perjodé.

' , Qo . oL o
6. The tendency to a behaviorist approach (a personal prejudice).

7. 1 didn't itke the scction on fﬁmplwments as ] don't flnd this
i; a particular problem of mi.e.

wi- 8. I had too much of a feeling of being rushed.

9. Tnere was not enough time to digest each -  aspect of the
‘course as it was being presented. . » .
10.. The whole program seemed to 'get off to ¢ art.

In general, NESITive TOLTENTS were ‘presen e b/ 1e:: t,an five

per centépf.the'pqrt1c1pants.bl A lv@

D. Feedback From Profess1onals

v.\'\; K
-~

Dur1ng the developmenta

—,~‘.¢'. o t"‘.-" - . . .
Phases of the SEL program, a number of .
)}J'
other profe5510na1 workers exp essed a great deal of 1nterest in uswng

%

the mater1a]s' Aithoug“ 1L Tesdback Vas obta1ned in  formal sense,

~a number of comments and suggest1ons were rece1ved Overall, the

»react1on to the program conte *© and;format were veryAfavorab1e. One

individual descr1bed!th¢ course as "an uncomplicated, realistic
. : )4 - o

© approach to'counse]]*né which enhances whdt,I a]ready~believe in".

Another found that u ing:the material was "an enjoyable; educational

‘ " . E . . s | ‘,,
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« .- rewarding experience". o | . &

The Alberta Drug and Alcchol Abuse Commission {/DAC) arranged

a greét deal of training forfjts counsellors in the use of the skills
training approach presented fﬁ this study. Overall, tﬁéir reaction

has been highly favora_b'lg.. The director of staff training and

A

‘\devgippment made the following comments:

t\ms ) "
Vo gw. 7 meta - 4ho attached evaluation forms
thal"We avt1c1pan€§'were very much satisfied
’ wi& presentation. What is ;pgst revarding
. s articipant's appreciation of the applic-
- * abilitp of the content you present. o ”

'AoghgriprofessionaIS commented on the manner ipvﬁhich the

S ~ -
. A . . Py . sy . - .
exposure toT:;g SEL materials facilitutsd their own personal - develop-

ment. Representative comments incjude: :1“®@ g i
! t . . ! . N i3

P -4 T . g P L
1, The program.has helped me to dea] wig
effective~manner. ‘ T

1

2,

"o .
PR o5
e P

o communication skills. - w T
Y . SIS
. 3. - 1 feel I can state my needs now without havingstc jjustify.
Also,I feel better:able to dealwwith aggressive people.
5 ’ R

interpersonally, I have 1earqgg relationship-and

9

'45,“It has giVeﬁ me greater Eﬁpabijjg} for achieving thé

»-%: goals I set.and greater understanding and power@iq'intef:i;‘

- personal :relafionship -- ‘it shEds’ Tight on dependericy:
5. . ..problems. - T N i -
. &> ‘ﬁ‘:} RIS . R ‘\'“ 3 : “ ‘ ‘ :‘ . ‘: \1 o . & . . .
oS, I now have a sense of direction and purpose in my coun-'
' sellirg. L know where T am going. [
& SO

- 6. This program will help me to‘cope with my own.anxiety.

7. It was ve}y.re1evan§ and realistic to mybwork needs.® I

wish it was -a requirefient for.orientation tgeAARAC.

8. It has ‘given me the ribht»to say "no" to q]iéhts, ané tog’
set limits for cliepts and myself without feeling guilty
or that I'm'not doing my job. . ‘ : .

9. It wifl/helq_@e with- the salesmen I havé_gédéering me. . .
10, I will more cabab}e to share'my feelfnggmand experience

el .,

L . '» . C\,,
h pegpleiin a more.

2. Intrapersonal]yffl‘am reinforced in xhiﬁiﬁﬁagfﬁaan‘chénge;

s,

>
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é?ﬁ? ‘with clients thereby act1ng as a model and an information
o giver.

fSA great deal of feedback was directed towards the educatiqgnal
apprchh incorporafed into the SEL program. Many of - the professionals

who fook the SEL courses were operat1ng from pr1mar11y non-directive

or ehcounterf"ameworks Although not all &greed w1th the educatlonal

e mode] most were ab]e to select and incorporate some of the e]ements

" into their own styie. As one PArticipane stacteu, . 1ave frusd that
I can learn %rom.someone without totally buying every thing‘hef"“
presents.” 5
The aspect of the edueYt1ona] model that seems’ to have received

the most apprec1at1on is the way'1n wh1ch ro]e p]aylng exerc1ses are

1ntraduced In the SEL program paﬂ@%p1pg§§pN\ns accomp11she4 through -
SO

success1ve approximidtions progress}Kg fro m ea!y to more demand1ng tasks,”

,/ ) )V‘-

Thus, by the time ro]eop]ay1ng exercises are presen&ed the pre-

ey i o

réqu1s1te behav1ors have been estab]ﬁhhed, i.e. w1111ngness to part1- -

2.

c1pi%e w1]11ngness to speak 1n front of whéle group, ab111ty@%o give

;onstruct1ve feedbac?uo Many of ‘the profess1ona15kkﬂrs1mp]y asked

-people to ro]e p]ay bg?ore eXposurg to this apprbach and they had gena'va;w

M Y3

"- eral]y found clients rel%ctant to part1c1pate The SEL approach”made
}.EJ ' e T,
ejoyab]e oa

such.role playing more- effect1ve and

Nith, f«ard to the ecucational approach, a great deal of

’:%a o)
- feedback was'd1rected toward the 1mportance of the human svﬂe of

the 1nstructor - The 1mportance of confidence, enthus1asm and ab1[rty S
to model the behaviors be1ng tayght were recurrent]y emphas1zed As
one part1c1pant stated, "to be a good group 1eader you shou]d be
enthus1ast1c, be11eve in what you are teach1ng, and set the stage for

7 .

‘people to take r1sks.

-
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Criticism from professionals was primarily directed toward . \J/
the inadequacy of the lesson plans. Many pave requested that a |
| detailed 1eaden manual be developed with outlines of specific exe?~
cises. A need fr.. a handbook for participants was also indicated.
Feedbac! from professiond]l sdurces was Very encouraging in that
it indicated e SEL program, or aspect%*‘m‘ »

variety of  :tings. These intjudédffj?J;"m g and alcohol reﬁﬁbi]d%h—

it, were utilized in a

: . o ro ‘

tion pro- >, in both residential and out-patient treatment facil-
_ | o, :

ities; 2 psychlatric intervention in general hospital active treat-

-

ment facilities; '3) community mental health and public health programs;

4) teaching interaction skills to groups of junior high school students

3

identified as 1earn1ng d1sab1ed and 5) staff development and

commun1cat1on tra1n1ng

Feedback from all of the above _sources was very favorable. In .

genera1 the profess1ona1a felt that the SEL-gibgram was applicable’

‘to any situatian where people need to learn to re]ate effect1ve1y tOf

themse]ves and other people. _ :
s \ ' - o ‘

“E. Feedback from Tra1ners and Experimental SubJects
) 7 ‘

Dur1ng the exper1menta] validation of the,. SEL“program, fOrma-

P

’tive—evaiuat1on information was . “Thed by gather1ng reactions “from
the participant- and the two group ﬁeaders. Overall, participant '

reaction was very favorable. ’On a five point scale rati”bgﬁof ’

= / B

‘individual \essons ranged betieen 3.8 and 4.2 with an average rating
%

of 4.1 A deta1]ed breakdown of th1s informations is presented 1n

aQ
-
! "

Tab]e 2. , e

- .

\ Y

N » . Ll .
# . -
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'WW » A
"‘M' Table 2

Mean Sel Ratings

LESSON ONE 4.0)

- " }
Le LESSON TWO - (4.2) . »
! : —> :
L LESSON THREE (4.0)
/ =

- LESSON FGUR A
I , (4.2) .
£, 7 :
’ LESSON FIVE _ (3.8) .

/ _LESSON SIX | (4.0)

LN
— »
' e

LESSON SEVEN (4.0)

“\'
LESSON EJGHT.  (4.1) SN
. . - o _ . W Ty '. A
~ Lt AN 3 LT E
' - , LESSON NINE .éffﬁ) . BN )
, LESSON TEN 4.1)
o s ] *I\' .
. ° X N
In genera] the feedback from the exper1menta1 group members

was simjlar to that prev1ous]y obta1ned by the author in prev1ous
eva]uaf1on and no” new prob]em areas were 1dent1f1ed
The eva]dptions comp]eted by the grdup Teaders were an addi -

tional va]ueb]e source of formg{§Ve data The main points of their
- . . ’ M
comments are presented here. (The comp1ete evaluations are presented

3,

in Appendix G).
“ s hewRnOgram content was described by trainer A as. being quite

4
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_ the ~present format e

)

adgﬁhate for teaching people to make lasting changes in their lives
and relationships. Trainer B felt that the content was excellent.

Both trainers expressed appreciation for the four component
ed0cationa] model. Trainer A, however, stressed the 1mportance of
competence on the part of the 1nstructor He sa1d:

The educational model is an effective, easy-
to-teach-with mode] that demands competence
from the instructpr. He has to convincingly

1o mztiete and 'Mbdel the skills and. attitudes
the course is attempting to teach (see .
Appendix G). <

The lesson plan format was described as helpful, bu& both

o 4

tra1ners felt that add1t1ona1 information shou]d be included in the

session outlines. Tra1ner A felt that un]ess the person using ‘the f

')

plans had taken 1nstruct1on from the p[esent author,vthe1r understand-

' 1ng of thetmater1a] #’ the 1esson p1ans wou]d be 1nadequate Tra1ner

B commented on several occas1ons that more mater1a] was requ1red but

A

she also commented that she 3,prec1ated the flex1h111ty allowed by

b
3 o

N 8
B ]

Both'of the trainerssfkbressed conﬁg%%grthat=situationa1'fec—

| tobs may have fntetfered with their presentations of the- SEL program.

Concerns.mainly revolved around the fact that” the nursing students
involved in-the study- were under the‘pressure of preparing for final

examinations. There were also concefns that the presence of nunsing

!

R

instructors in the same group as students may have had an anx1ety -

o

inducing effeet; especially in the first few sessions.
In the course of teaching the SEL program, the two trainers

made a number of suggestions for'improvement of the matehiaIs. These

¢

111 be examined on a lesson by lessen bagis below . W 5 .

&

- AR . ". RN e Y
& ‘;} | ? ‘ . . . R .rﬁ:’:%
oA i . . . g
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“Session One

1.

“5'

More information on the myths about change need to be
included in the manual.

A caution should be expressed to the instructor to keep
the lesson 'low keyed' because of the high anxiety levels
of participants at the beginning.

‘A more comprenens1ve introduction should be provided in
wh1ch the content of the course is outlined.

Arr: ncemen+s should be made so that part1c1pants have the

‘opportunity to stateytheir expectations 7o the course to

the whole group as this would 'bring the .group together'.

The procedures for-go&] ‘setting needs. to be modified.
. ‘ STy s ;

1%
4

Session Two .

1

I_resu]ts 1& embarrassed s11ence

(MRSess1on Three

The;shar1ng of part1c1pant s success stories should be
postponed to a.later lesson, asJ1t s, to soon and on]y

N N
J‘ |,~ g
s I
EE R

oy

sl

Session Four

P

A comment shou1d b&-}nc]uded that will cue the course

. leddér to relate all practice dessions to examples that
are meanwngfu] to thé part1c1pants, e.g. when working wjth

nurs1ng students, use nur51ng related s1tuat1ons to
practice ro]e p]ay1ng

P

4

More background 1nformat1on is requ1red on, the pr1nc1p1es
of behavior change and self controk procedures ;

1

More background is requ1red on the Idea11zed Self Image
(1SI1) (Sus k1rﬁ‘ 1970)

¢

Sess1on Five

1L
2.

The 1nformat1on on self concept needs to be .expanded.

The lesson was criticized because it contains too much
mater1a] ¥

-

77 .



78

Session Six
4 = 8

1. A taped series of re]axat1on exercises should be made
available to part1c1panrxw : .
2. The material on irrational ideas needs to be expanded. R

3. A handout shoBld be prepared on the concept of Subjective ‘
Units of Disteebance (SUDS).

4. The lesson contains too much material to cover adequately.

-«

Session Seven i

1. A handout should be developed on assertive rights. .

- 2. The lesson contains too much material.
. P

Session Eight

1. At this point the instructor should begin to stress that
the skills learned in the SEL program are only tools. for
developing open, honest and direct communication.

2. There was a concern that the Tesson may conta1n Jjust a
1ittle too much mater1a1

Coa

Session Nine

1. More, mater1a1 is required in sess1on n1ne

2. \M0r1g1na1 goa]s should be reviewed by partigipants to see
if they have been accomplished.

Session Ten

§
1. No suggest1on for 1mprovement were given.
Format1ve Eva]uat1on -- Conc1ud1ng Comments : . v
Format1ve evaTuat1on of the §EL program has been based on the » -

personal observations of the author, feedback from participants who

¥

went through the pounses he taught, feedback from other professionals

who had utilized either parts or all of the program, and feedback

from the group leaders and participants wno,tobk part in the

o S -
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experimental phase of this study.

The information received from the aforementioned sources indi-

.. cates that the SEL program has been extremely well received. Partici-

'pation in tHe program appears to facilitate changes in the direction
intended by/ the author. Feedback has also validated the skill con-

ed and the educational approach uti]ized.

-

tent selec

However, as a result of the formative evaluation process, a

number of problem areas have been Tdenti@?eda Consequently, a series

of revised|lesson plans (see Appendix J)\have been prepared. They

incorporate the suggestions made by trainers, participants, and other,

@g,u

profession 1s as well as the material required to overcome the prob

lems noted y the author through personal observat1on The rev1s1ons

LY

are summarized below.
1. general introductiof to the sepjes of lesson plans has
7/

ibeen added. |This section deals with organizaﬁ%dna1 problems as well

“ as with a general 1ntroducf50n to the program.
2. A bibliography of re]ated reading mater1a1§1has been
added to each lesson so that the instructor can obtain source L
' 1nformdt1on. |
) 3. Lesson one has been expanded td include more material on’
the concepts relating to boxes, prices and myths. And, the suggestion
that group membefs share their initia1'expectations.at'the firs
.session_has been incsFporated. Also, an exp]anatioh of social sy;;ems'
and the possible side effects of'ski1J.train1ng are'incﬁuded.'A
4. Lesson two has been modified to focus on pnob]emjso]ving\
skills: the materidl on non-verbal communication hés been added to
AESS0I Liiree. 1ne e%ercise on success_stories MuS Q156 Ocuii fivsou oo
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lesson three. The exercise of keeping a daily diary has been added in

this lesson.

5. In add1t1on to the rearranging of the content for lesson

three out11ned in item four above, a section on tﬂach1ng participants
dpo
how | tb give and receive feedback has been addedﬁﬁ o
;‘:-—’4‘ :
6. The material on principles of behav1or change and se]f

contro]ycontained’in lesson four has been totally revised to make it
1ess‘theoretica1 and more underslanﬁab]g to prricinants.

7. Lesson five has been reo:ganized under the general rubic
of cogn1t1ve strateg1es and it places strong emphasis on the concepts
of pos1t1ve focuss1nq and self instruction techniques.

8. The use of a relaxation tape has been incorporated into

9. The materta1 on personal’ rights contained in lesson seven ~
has been revised to make it 1ess cumbersome for'the instructor and

more mean1ngfu1 for the part1c1pan%§
LD

10. In lesson seven an emp&igﬁy has been’: placed on work1ng

towards a self directed mastery mode? and exp1anat1on of th1s process ;

-
o

is presented

11. - "Lesson nine has been modified to review c]ass goals -and
re-emphasize any material or concepts that need clarification:

12. After vo1ce is discussed in lesson three, it is emphasized
throughout the program. ‘ ¢ R e

13. More practice exerc1ses have be been added to teach peop]e to

“deal with cr1t1c1sm.

Jesson six. As well, a handout has been prepared on SUD{. ' .

- 80



N

Summative Findings

The summative evaluation results reported in this section
'bchfu&aon\the analysis of outcomes resulting From treatment with the
SEL orogram under exper1menta]1y controlied cond1t1ons As out]jned
in Chapter anee, a post test on]y control group was utilized and
treatment was administered by two trainers who had not been involved
in the deve]opmeht of the program. o

Since data collection involved multiple measures on each sub-
sact, a mu1tivar1tate analysis procedure, in the‘form of Hotelling's
T2, was selected as the test of significance. Univariate procedures
‘were deemed unsuitable for this analysis because of the interdependence
of test scores and thecresu1tin§ ihterdependence of the'significance
tests themselves (Coolry & Lohnes, 1966; Morrisony:1967). Analysis

for each hypothesis will now be considered.f ‘_fiég

A Hypothesis 1~ . . - r§?7~ "' LTy

It was hypothes1zed that a significant overalfeireatment
effect'wou1d result fromepart1c1pat1on in the SEL program. - Multi-

variate ana}ysis procedures allow for the simultaneous comparison of

the scores dn all outcome measures for.all 1nd1v1dua]s 1’,hhe treat-
. } AR .

ment cond1t1on with the scores on all outcome megiures for all ;

1nd1v1dua1s in the contro})cond1t.on This process allows the

»

~researcher to determine whether or ndt a s1gn1f1cant overa]]feffect
" can be‘3}50c1ated with treatment. - ) (

" Results offHote111ng S T2 test'for hypothesis'l are as follows:
1% = F (5,21),=5.75; R.(.002. - Thus, the hypothesis. is supported.

Since overall differences between treatment and control

81
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conditions are significant, and in the hypothesized diree‘ions, it is

appropriate to proceed with data analysis for each of the remaining . ;o
hypotheses (Morrison, 1967). It should be noted, however, that
although treatment effects ma; be highiy significant when results are
simd]taneousiy compared for all individuals across all outcome mea-
sures, analysis across each individual variable may prove non-signifi—'

-

cant.

B. Hypothesis 2

It was nypothesized that there-would be a»significant reduc-

tion in the level of anXiety as a resuit of participation in the SEL
program. Results df_HQteiiing's T2 test for.for nypothesis 2 are

as foiioWs: TZ = E_(S,Zl):= 3:18, P .027. The nypothesis is
supported. | o

/{{;

The data for hypothesis 2 are graphicaiiy disp]ayed in Figure
3. Examination of this graph clearly . reveais the extent of the

-differenceé between treatment and-control conditions on this
a . o .
. ¢ : ‘ I T o
criterion measure. : : .

Thus, it may be concluded that for the partiCipants 1nvolﬁed _ ,\\

in. this study, treatment with the SEL program resu]ted in a Signifi—.

W

cant reduction in level of anXiety, as measured by the IPAT anxietf\ P

scale (self analysis form).

.

C. Hypothesis 3 (. I : . RTINS

;'It was hypothesized’that there would be a significant improve- o
ment in éeif concept as.a result of treatment with the SEL program.' '

Resuits of Hote]iing S T2 test for hypotheSis 3 are as fo]iows

T2 (5.21) = 177 D088 MuAmibonis 28 sacens

AN

The data for hypothe31£ 3 are graphicaiiy presented in Figure 4 S
\ IR



83

(043109

JuswIEdL] Ay

/

L$AS  bh-3h  hh-th

’ . V .
SaJA00% 1Vdl
' vy .“W . - \wJ .
bg-st he-0g hi-sv hwoe  bi-si hiq b-s

03 . N .

A

1e0s Aaouxuy 19T
:awxw.%ucmawm;u aALIR | NWNY.

N a

P.;Fw*» oIy AR

94005 udALy BuruLeiqQ

dnouay jo. abejusduaq

aAL2e[NWN)

-



84

-~ .
, VAR |
\ \\ i o
....... [043U0) .- A S
jusmlead) 4oy ) L
$9400S 3dssauua) - - -
- : . .
bih-oi~  Lop—ay, bis- g b3g-Re  bLLE-oLE byg-91¢  bsg-ase Lhe-ohe _unmﬂ.u%, Leg-oes big-ere boe~0f
: : —— : — - ©
. ..w\.& ] .
- Y- e S
N ’ i B o ,
/. - - or
- e |- e
. |- ok
. - - o8
o
- A
. u . . - al-
. -
e
- o
. x [
wv [
’ }
S o
91e3S 3daduoy) “4135 CEIREIIET] .
ydeug Asusnbauy dAL3e[NWN) SO
v adnbiy -

aJoag'uaAggvﬁu;u;ejqo

X

dnouy 1o abejusaudy
BALle|NuRY



Even though the differences are not statistiga]]y significant, the.
granh demonstrates a trend in the results in the direction hypothe- ‘
sized by the researcher. | \ |

| Thus, it may be concluded that fdr participants involved in
this study, treatment with the SEL program did not resu]t 1n a s1gn1—
'hvf1cant 1mprovement in self concept as measured by the Tennessee Se]f

Concept Scale. Graphic presentation d1d, however, sugyes, . ft*fwrla

trend in this direction.

D. Hypothesis 4 . N

It was hypothes;ged'that theremwou1d'be a significant decrease
"in the degree 1rrat1ona]1ty as a result of trea;ment with the SEL
program, RESU]LS of Hote]llng s T2 test for hypothes1s 4 are as

“

‘ifo110us T2 = F (5 21).= 1.21, P ~340, The hypothesxs is rejected.
Thus, at nay be conc]uded that for: the part1c1pants 1nv01ved
in the study, treatment w1th the SEL program d1d not result in a
significant decrease in 1rrat1ona1 be11efs as measured by the Adult
Irrational Beliefs Inventory - Graphic presentation of the data

(f1gure 5) 1nd1cate however, that although the differences were not -

-significant, they did occur in the d1rect1on hypothes1zed

_E. ‘Hypothesis'S .
f It was hypothesized’that ther= v .1d be a significant increase
in overall levels of personaltadjustment as a result of participation
~in the SEL program. Results of Hote]]ing's.Tz-test for hypothesis 5'
are as follows: .T2 = F (5,21) = 1.49,-P .236. The hypothesis is
rejected. .

The data for hypothesis 5’are graphically. presented in Fjgure
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6. Once again, although the resuits are not significant, there is a

.trend in the directions hypothesized by fhe:reeearcher ‘. ‘ 4 -
Thus, it may be concluded” that for part1c1pants 1nvo]ved i |
this study, treatment w1th the SEL program d1d not resu]t Ta s1anf
,,gf/ant increase in overall adjustment as measured by.the Ce'ifo iia
4 Psychological Inventory. However, a]thpugh results were not sig.i-
+ ficant, graphic-presenfEZ?;;/ghdicateS the trend wés 1n:the~direction.

hypothesized by the researcher.

. | - A . ‘
F. Summative Evaluation_-- Concluding-Remarks

~.

Thevresu1t$ of the data.ana1ysis indicate that for the indivie
duals who.participated in this study, treatment with the SEL program
produced s1gn1f1cant overa]l change as compared to 1nd1v1dua15 1n a
waiting contro] group. S1m11ar1y, treatment produced a s1gn1f1cant
reduct1on in anx1ety ¢

A]though none of the other hypothesef were supported differ- -

“ences in the h/pothes1zed d1rect1on were observed in a11 cases.

J

/
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CHAPTER FIVE

“DISCUSSION AND RECOMMENDATIONS
g Discussion | |
The resu]ts otlthe formative eva]uatton of.the.SEL"program
indicated that.the Taterial‘wasﬁwe11 received. Feedback from*indi-
viduals nhq participated in the sessidns, and trdm\professiona1s who
dtfiized the hateria], was generally pqsitive.' Nevertheless,<a
number of‘prob]em areas were noted and the necessary modificationsb'
have been incorporated into the revised version of the Tesson plans -
"1nc1uded in' Appendix H. | _ |
" The formative data suggested the conclusion that the SEL pro-
gram facilitated the f011owing types of changes Partic1pant5'
"1) 1earned\to accept‘more responsib111ty for their prob]ems, and more
1mportant1y,‘for solv1ng them; 2) decreased the amount of tﬁme spent
in negat1ve self ana]ys1s; 3) developed increased feelings of self- v'
esteem and‘self eonfidence- 4)v1earned to reduce anxiety; and 5)

deve]oped a variety of skilis for cop1ng w1th prob]emmat1c personatl

vand 1nterpersona} sttuations. o ‘ ‘

The formative eva]uat1on a]so 1nd1cated the response to the "'g’ /////
educat1ona1 modei was h1gh1y favorab]e The model” fac111tated N |
,1earn1ng 'how as well as about' and appeared to promote transfer
of 1earn1ng to app]tcat1ons in the natura] env1ronment

‘From’ an 3ffect1ve po1nt of view, the educat1ona} model gener-
' ally appeared to meet the. needs of part1c1pants ' Feedback indicated
that the 1earn1ng exper1ence was a highly 1n;p1v1ng and enJoyable one.
'.Also, for profess1ona1s us1ng the program the educat1ona1 ‘model pro-
_ Vided a sense of d1re¢t1on that‘tended to make.the'exper1ence of A‘_ .

\ /0

h
\
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using a teaching approach a satisfying one.

' Significant differences in the hypothesjzed directions betveen
treatment and control conditions were found on measures of anxiety,'
self concept, irrationality and overall adJustment when all of these
measures were considered simultaneously. However "when’ dlfferenCes
between treatment and control groups were compareq on each var1ab1e
separateWJ,'on1y anxiety emerged as being significantly influenced
by the SEL program. On a11fof.the other variables, although'differé
ences extsted’in the directionlpostulated, they were not‘significant.
in part, this may'be explained by the‘fact that the mu]ttvariate
procedure utilized was a tonservat1ve test of s1gn1f1cance des1gned
for s1tuat1ons where the 1hterdependence of test scores 1nherent in )
obtaining mu1t1p]e measures on each subkect might 1ead to acceptance
;of a hypothesis that should be rejected

“ The genera11zab111ty of the findings s the. next issue that
will be examined. . A number of factors must be cons1dered F1rst1y,

; all of the subjects were volunteers and the possibility exists that

there are'systematic'differences that distingpish ho]unteer frmn

non -volunteer populat1ohs (Rosentha] & Rosnow, 1969) Under most

cond1t1ons, however, part1c1pants w111 have/voﬂuntar11y 'sought to

take the program, S0 th1s 1s not seen as be1ng a ‘serious 11m1tat1on
‘Secondly, the representat1veness of thevsamp]e must be cons1—' N

dered Since random assignment procedures were ut111zed One can assume

that the groups were representat1ve of nurs1ng students and 1nstructors,,s

‘or at ]east those that vo]unteer for part1c1pat1on 1n‘ﬁ study'such as

this. Genera11zat1on beyond th1s group is 1nappropr1ate

~ In.summary then, the genera11;ab111ty‘of the f1ndjngs may be

o
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~limited by the use of volunteers and by the use of a homogeneous ‘

group of subjects. 'Any attempt to generalize the summative findings
beyond situations similarto thelone.in which the study took place,
would be risky. Howerer, the strong formative evidence supporting
the appropriateness of using the program {ﬁ a wide variety of settings
1essens ‘this risk to a cons1derab1e degree. |

It shou]d be noted that the 1imited genera11zab111ty was taken
into account when the study wes nlanned. The 1ntention was to place

the major emphasis on the formative aspects of program'development
~

and evaluation. The small summative study was undertaken to ascertain

whether or not any treatment effects could be attributed to the pro-

gram when it was taught under contrdll}d'conditions by trainers other
¥ A ' v
than the researcher. In general, the Yesults. of both formative and

summative evaluation have been favorable

k]

Recommendat1ons have recent]y apneared in the 11terature indi-

’cat1ng the need for broad]y based educat1ona1 proqrams that will

1mprove humaﬁﬂtnnct1on1ng (Bryant et al, 1974; Mahoney, 1974). Such

-

As should be m?de]y ava11ab1e through adult tional facil-

1974) The SEL proér;m meets: the recommendat1ons

itfes (Brydnht, et al
"(y B %

.for a h1gh1y acces1b]e broad]y based, skill %(:%gfiiyorogram , o
The Y1ab111ty of offer1ng such courses through adult educat1on,

: fac111t1es\has/55§§ demonstrated The response to the program at the

Un1vers1ty of Alberta Extens1on Department has been phenomena1<— Over

1

_the-past tw%,years, ‘the number of individuals w1sh1ng to enro1 in the : {\\

program has-conslstent1y exceeded the available c1a§6 space. In fact,
the program has become the most popular course offered by the Human

Relat1on D1v1s1on of the Extens1on Department (Consu1t Append1x A)
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In cloging, 2 word of caution is in order Proqrams such as
the SEL shou]d not be looked on as panacea su1tab1e for treatment of
a11 human problems. Unfortunately, many 1nd1v1dua]s in the he1p1ng
professions have a tendency to get caught up in current fads'. Soc1a1
‘'skills training, espec1a11y in the form of assert1on tra1n1ng: and
rejection of the medical model are’ current]y in vogue There is a real ‘
danqer that a tendency m1ght develop to prescr1be soc1a1 ska]fﬁ‘\§$1n— -
’ 1ng for everyone, nO matter what the present1ng prob]em ‘Such a
'patent med1c1ne approach is highly d1scouraged - o : N
The author has deve1oped the SEL program as a veh1c1e for
1ncreas1ng the number of a]ternat1ves ava11ab1e to peop.e Ps such,
it is on]y one sma11 part of the therapeut1c armamentar1um of(strate-
gies ava11ab1e for helping 1nd1v1dua1s It 1s not jntended to com-

-pete with or rep1ace aooroor1ate1y se]ected individua] or medical

interwgﬂﬁiZn techn1ques.

A
kRecommendattonS’
uring the courserof the present study, a number of areas
| requiring additional investigation have been identified. These are -
presented below: | - - : - : o O

1. The current study has 1ead to mod1f1cat1ons in the SEL- . d\“‘l_

: program'(see Appehd1x H). This new program now reou1res va11dat1on.
\\\\\\\\\\\ﬁ\?T‘\ihe\genera11zab111ty of the resu1ts ‘obtained through ‘sum-

mativerevaluat1on 1n the present study are quest1onab1e Additional

research us1ng ‘a variety of groups of peop]e in a var1ety of sett1nqs

, w1th a var1ety of traﬁners is now required. v 7 L

3. Mahoney: (1974) suggests the fo11ow1nq rule of thumb for

program development. research First demonstrate an effegt then



isolate the cause. The present study has demonstrated an eftect
resulting from treatment with the SEL program. Additiona]vresearch,
in the form of component ana]ys1s designed to isolate the active
'1ngred1ents in the content ; the educat1ona1 model and the 1nstructor
approach, is now ind1cated :

4, The summat1ve resu]ts were based on data obtained only
two weeks after treatment. Additional research is required to deter-
mine the extent to which the resu]ts 1ast over time. A study’with
Tong term follow up is reouired.
h 5; Data in the current study vere based on paper and pencil
measures However, since, many of the changes the proqram is des1gned
to produce occur ‘at. the behavior 1eve] add1t1ona1 1nvest1gat1on

utilizing behavional measures is renu1réd B ' v

5. In'the rocess of va11dat1ng the SEL program, 1t is honed |
that information can be gathered about the tynes of people and the
types of nrob enis most su1tab1e for treatment w1th th]S aoproach
Additionaf research needs to be undertaxen to.develop se1ect1on crit—e
eria for. 1nc1ud1ng 1nd1v1duals in the program A | |

' 7; Many profess1ona1s have expressed 1nterest Jin us1nq the

‘SEL program. A1though the format1ve 1nf0rmat1on has 1nd1cated that

certa1n teacher characteristics are essent1a} for the effect1ve pre-

'sentat1on of the mater1a1, i.e. conf1dence, enthus1asm exper1mental

1nvest1gat1on is requ1red in this area. ~As we11 an effect1ve orogram

for teach1ng trainers how to use the SEL mater1a1s need to be
' deve]oped ‘ ‘ N ' S - ,'-j_t )

3. The current vers1on of the SEL orogram reou1res the deve]op-

ment of 1n<trdct1ona1 mater1als to make the presentat1on more

93 -
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effective. ‘Videotape'modelé of various types of behavior are requiréd ""
as are graphic materials to increase the effectiveness:of the educa-

tional program. ‘Also, a participa@t handbook.containinq relevant s -
reading materials and supp]ementary exercises is requiréd It is e

suggested that a11 of these materials could be ‘mdde into a“k1t .j.75f &\

9. As a final recommendat1on, the author would 11ke to sge,tﬂe

= ,\,«.\‘;, . ‘ “\' v

mater1a1 in the program mod1f1ed so as to make it su1tab1e for usehf;“o
\\

with school children. Th1s cou]d be accomp11shed by devé70p1nq a,

N
%

version of the program ‘that is based on the same sk1]1s but ut111zes '
‘vocabulary and exercises relevant to:given grade levels. This area_‘.
of'reSearéh appears to be parti¢u1ar1y pErtinent'fdr'berhaps’if“'
peop]é Tearn these 'skills as children, they will be'able to funétion

more effectively as adults.
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you have conducted for the Facu]ty of Extensnon
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_Best_wishes on your dissertation.

R eh
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W.H." Stewart, Ph.D.
Professor '
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Objectives:

C)

(2)

(3)
~(8)
(s)

{.c\

égérocedure:

M

(2)

" (5)

Homework:

(1)
(2)

)

112
SESSION ONE

course introduction

geg participation'aﬁdfinvo1vementlstarted

presént material on change-myths
ﬁfesent'concept.of boxes , priées, etc.

expiain teaching approach i.e. ;he 4 componehfs |

S I

“navy goal setting .

introduce yourself and course brieflv’

introduce exercise «~ choose someone and introduce them
to class .

b}iéf lecture on boxes, prices, myths about change, ete.

encourage questions, participation - seek reactions etc.
(OF COURSE YOU WILL HAVE MEMORIZED MOST OF THE
NAMES) . ' S

-discuss goal setting - make specific

°

can complete assertion scale is using one

‘compi1ev1isf'of personal goals for the class

ask participants to record any changes in themselves as ’
you will ask for “success stories" start of next
class : ' c ,



Objectiveé:

(M

(2)

(3)

"),

(5)
(6)

Procedure:

(1)

(2)
(3)

(5)

(7)

Homework:

(1)
(@

- (3)

113

SESSION TWO

To begin targeting successes - (this -is what you are
- emphasizing) '

To increase participation through arranging a lot of
jnvolvement . SN

To acquaint them with triadic working groups

(coach, practicer, practicee)

Introduce non-verbal. aspects of communication

Explain goal hierarchies

Introduce simple ro]e-p]gyihg'and begin to shape it

Spend 10-15 minutes discussing successes and reinforce
~ for participation S

Brief lecturette on non-verbal communication

Give demo of attéhding behavior -.ask for volunteers
(reinforce models of risk taking behavior)

Then goion]and discuss all aspects of non-verbal
(voice, eye contact, posture,. gestures, -distance, etc)

Break into triad and practice experimenting with the =
above - especially putting them all together ina
~'simple role-playing exercise where two people talk
- about something they like. They-also practice non-
attending. - . '

Brief .lecturetee on goa]'hierarthies and have_them share
- and rank their goals. S S :

If they'are quite relaxed, introduce exercise of speaking
on "last word". At 15 seconds reinforce Tiberally.
‘(both verbal and physically) '

«AfrangeAgoél hierarchy o

Watch non-verbal- interaction -- practice good eye contact,.
voice, posture; etc. ) -

[
&

Identify progress



Objectives:

(1)

(2)
(3).

(4)

(5)

" Procedures:

(1)

Homework:

(2)
(3)

(1)

114

SESSION THREE

~To inrdoduce stv1es‘0f behaviour and develop ability to

discriminate among,them
Encourage focusing on nositive thoughts, stkengths, etc.

To,devélop more. risk tak{ng and willingness to speak
in front of people

Introduce basic communications skill of askinn open-
ended vs closed question ‘

Be able to give and‘accept compliments

share success first

Using board, teach them about three styles of behavior
“hsving them fill in examples of words for. each
category o

Have them act out various situations in triads demonstra-
ting all three styles as they get the feel.of them
(can use preplanned items) :

Select some who .do a Qood job to model for who]é‘c]aés“

Demonstrate questions and have them practice .in triads

(Hit it briefly but hard or you can Tose them).

| Show how to accept compliments (verbal and non-verbal

aspects}‘and reinforce complimenter. . Practice in
triads both giving and receiving - then practice
whole group L P

Prepare a list of strengths
Practice giving and receiving compliments each day

Try to get people to talk by, asking. open-end questions
and using attending bena/i:r. ,
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SESSION FOUR

Objectives:

(1) Understand pr1nc1p1es of behavior change, i.e. concepts
of reinforcement, pun1shment extinction, mode111nq,
shabing

(2) Deve1op an understand1ng of the principles of self-
control ABC's of behavior change. Learn importance
of habits

(3) Increase se¥f disclosure and - ° R N
(4) Prepare for %ntroduction to changing selt—concept,

(5) Communication skill of paraphrasing

Procedure: (share sUccesses and goals accomp]ished)

(n 'Teach reinforcement etc and use lots of pract1ca1, non-
techn1ca1 examples; ‘

‘_ (2) Discu s how can contro] antecedent cues and consequences
to develop hah1ts des1red S

(3) Nork1no dn qroups of about s1x Have them share their
: 1ist of strengths with each other. Change, groups
* and repeat. Then se]ect one strenqth and sha-e w1th
Targe grouo -

(4) Present Johar1 w1ndow f“ -

- (5) Teach paraDhras1ng and have' them practice in triads.
’ Select good examples foPﬂwho]e class demo.

- Homework:

(1)‘;wr1te out 1dea11zed se]f 1mage - (present tense) 2

o~

(L Targel togert:«ere 3 w1th others in ta1k1ng more openﬁy
- : about th1ngs they do well; .

(3) Review goals, change, add_newones,‘etc,

(4) Practice paraphrasing



Objectives:

(1)

(2)
(3)

(4)

(5)

(6)

*Prdcedure:
(1)
(@

(3)
(@)

(5)

(6)

Homework:

_(1) 

~

SESSION FIVE

To deve]op'understanding of what self concent is, how it
develops and how to change it )
Review myths about self concept "This is me"

Develop ability to pick up and reflect feeling

Develop understanding of the manipulative ploys used by

others to influence or control our behavior (buttons)

T

Increase speaking in front of class

‘Teach problem solving skills

Share ‘success goals accomplished
Teach about -self-concept, labei: . learn. etc. '-- myth,
definition, x S

Explain how 7 prompt‘oursejveS'to think positive self
thoughts i.e. date on watch and punish negative
e, rubber. band- ’

Teach reflection and pract%ce in triads. ‘Select examples,
model for whole groub. :

-discuss and ‘model manipulative ploys, {quilt, anger, ohliga-

r

tion, helplessness, etc.) -

Topics in a hat and speak about it from
"~ 1-2 minutes '

Have them'se1ect.prob1em they want to see role played in
~ class : -

(2) Prrctine 21l ~ompunication. ckills

(3) ‘Work on some aspect of self-concept

(4) Watch for manipulative ploys

116
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SESSION SIX

Objectives:

(1) To teach them to recognize basic irrational ideas and
their consequences

(2) To teach understanding of anx1ety and its manaqement
and concrol

(3) Practice starting, maintaining and terminating conversatioqs.“""”

(4) Teach the importance of being able to make requests or ask

()

(5) Teach procedure for self instruction
. | . | / . | )
‘Procedure: (review succes§es and ask for problems (brief) to role play)

(1) Lecture on irrational ideas (most common are evervone should
like me (rejection) never hurt others, and failure - i
s terrib]e). Elicit others (see E1lis's work)

(2) From now on 1dent1fy (when pract1ca1) undér]ying jrrational
ideas

(3) Lecturette abdut how to start conversation (d1rect 1ntro,
comp11ments, neutral topic) develop them through use
of basic communication skills and end (through o
‘ : summation, suggest reference to. outside task, etc.).
(i7‘ . Have themfc\1e play in triads - them get whole group
\ : mingling around room and hae them start conversa-
tions with each other

(4) Lecturette about anxiety, SUDS etc and exnlain SUDS diary

(5) Overcoming anxiety through aradual approximations
(ranking events) and relaxation

(6) Practice requests
Homework :
' (1) Maintain SUDS “diary
- (2) Review goals attained, reset
.(3) Make many requests; stores, etc.

(4) Start conversations



Objectives:

()

(2)

(3)

(4)
(5)

Procedures:

(1)

(2)
(3)

(4)

(5)

(6)

(7)

Homework :

SESSION SEVEN.

Familiarize with assertive rights

Desensitization to criticism

Teaching persistence - (broken record)
N

Urnderstanding time out

‘Learn to tell anecdote

successes‘and role play requests

Have them meet in groups of 5-6 and compile a Tist of
what they feel are their rights. List on board

Give out other Tists e.g. Smith (1975)

To desensitize to criticism have them sit in a circle
and criticize around with NO RESPONSE. Finish
exercise by revers1ng order and complimenting"

Discuss need to avoid being apologetic or defensive

-Teach skill of time out and demonstrate - have them
practice briefly in triads .

Teach persistence (broken record) and give lots of
practice. Especially point out how manipulative .
ploys and irrational 1deas lead to defens1veness or

~apology

Discuss SUDS. Homework from last day | L

- Avoid defensivenass znd 2nology

Pract1ce be1ng per51stent

(Mrite out anecdote with start middle and end and !
practice telling it)

118
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| SESSTON EIGHT
y

Objective:
- (1) To learn to "Sort issues" ‘
. . ’
(2) To learn to "selectively ignore”
" ~(3) To learn to refuse requésts and say no ' /
(4) To tell anecdote. ‘
N TR SOV TSRS VSV I gnnf_;J raraaement )
~.Procedure: . ! 9y
(1) VTeach and demonstrate sorting issues. and have them "
o practice in triads. Select good example for whole
N ~ - class. :
(2) Same w1th selective signoring
(3) To teach refusal use groups of 6 and have them pressure
' one person at'a time w1th lots of requests which

they refuse :
(4) Discuss telling anecdotes and have them first practice.

in triads and then present to who1e class R

N
(5) Discuss self concept changes and anxiety contro] o\
Homework :

(1) Review goals for course

(2) Bring in problems for role p]%ying practice next day

fal

“«m



L]

Objectives:

(1)

(2)

Procedures: -

(3)

Homework :

()

(2).

120

SESSION NINE

—

) - . : X
To learn to handle criticism through neaative enquiry
To develop negative assertion

To hand]e-put-dowﬁsu

Teach and practice negative inauiry

Teach and practice negative assertion

* Teach how to hand]e‘put downs and then practice a lot.

(Read "Asserting vourself" - Bowers)

Review qoals -- see accomp]ishment

Prepare for course .evaluation and be readv to ta]k to
whole class about the1r changes '
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SESSION TEN-

Objectives: . - . o _ \ .

Q: : (1) Term1nate on + note emphasizing gains and
identifying "where to from here:

(2) Debrief any remaining,problems '
.\\,‘_,-\v
. TT\TB .Reteach any skills requested
1 o (4) emphas1ze that deve]opmene W111 be gradua] : o

; _
~_. Procedure:

.(1). Have each of them ta]P to whole group from front
‘ ‘about how they have changed and where to from here

(2). Spend a-majority of c1ass t1me d1scuss1nq their progress‘ e
' “with them ‘ - - S

(3) Méke {t ]ight- happy ahd humerous . T ¥

(4) 1t is qu1te appropr1ate to arrance-some form of social
gatherlng at the end of class .
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- PREVIOUSLY COPYRIGHTED MATERIAL,
IN APPENDIX C, LEAVES 123 - 125, |
NOT MICROFILMED. )

Self Analysis Form, copyrighted 1957, 1963, by R.B. Cattell.
Published by the Institute for Personality and Ability Testing,
1602-04 Coronada Drive,’ Champaign, I1linois, U.S.A. .
1957-63 edition. B -
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'APPENDIX D |
TENNESSEE SELF CONCEPT SCALE
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[ 4
w0

. Tam satisfied with my.relationship to God . . . . i e e e e e e s e e e e

S | 27

Fil in your name and other information on the separate answer sheet.

The statements in this inventory are to help you describe yourself as you see yoursalf. Playce ynower
them as if you were describing ycurself to yourself. Read each item carefully; then cptace cre cttne

_five responses below and fill in the answer space on the separate answer sheet.

Don't skip any items. Answer each one. Use a soft lead pencil."Pens won'twark, If vou change an

‘answer, you must erase the old answer tompletely and enter the new one.

]

Completely Mostly Partly False Mostly Completely
False False and True True
RESPONSES , . : Partly True
-C : M S Mo c
F . F PF-PT T T
1 2 . 3 . 4 o 5
TENNESSEE SELF CONCEPT SCALE
1. Thave ahealtny body . . . . .. it e e e e e e e e e e e e e I |
2.lamand}tractiveperson.._...\\...'...................., ............ by e e 2,
3. I consider myself a SIOPPY PEISON . . . o oo v i ie i et e i e et ie e e e neas e 3
4. JTamadecentsort of Person. . .. ...ttt t ittt i e e e e e e "y
5. Iam an honestperson......... e L e B
6. lamabadperson. .. ... ... .. ... e S 6
7. lam acheerful person , .. .........c....... T e e e e e e e T
8. Iam acalm and easy GOINE PEFSON. . . . o v v v'e vt et e e e e el e e e e 8
9. Tamanobody. .. ... ......... e e S e .9
10. I have a family that would always help me in any kind of trouble . . .. ...... [P 10
11..1am & member of a happy family . . . R . ce e P e e e ¥1
12. My triends have no confidenceinme .. .. ...... .\‘ ........ P R R R 12
13, lam afriendlv person. .. ................ S e e I ¥ )
14. Iam popular withmen . .. ... ........ e L ..... .. 14
~ 15, I am not interested in what otherpeopledo . . . .. .. . i it e e e e PRI ¥
16. Idonotalwaystell thetruth . ... ... ... ... .. ... ......... R L S L. 16
17. I get angry sometimes . . . . . F e e 17
18. I'like to look nice and neat all the time .......... e e e e e e e ... 18
19. I am full of aches and pains . ......... e e e e i e .19
20. Iam asick person . P N . ST 20
21, Tamareligiousperson .. . .. ... ... .. .. ... .u R LA T e e Jeg.. 21
22. lamamoral failure . .............. e e e e e .22
23. I'am a morally weak person . ................ [ e e [, 23
27, .naveanoto[self L) 112 2 J N 2 ... 24,
25. 1am a hateful person ......... e e e e F S 25
.26. Tamlosingmy mind. .. .... T e P 26
27. 1 am an important person to my friends and family ......... e e e e e 27
+28. Tamnotioved by my family. . ... . ... it e e 28
29, I feel that my, family doesn’t trustme ... ......... et e et e et 29
30. Iam p'opular_'with WOMEN . . . ittt et i st iaeenanennns e e e LR .. 30
31. I am mad at the whole world . .". . ....... PR e e e e - §
32. Tam hard to be friendly with .. . .. ....... e e e e i 32
33. Once in a while | think of things toobad totalkabout . . . ... .. _........ O P &
34. Sometimes when I am not feeling well. [ am CIAss . .......... D . R L. .‘4 ....... 34
35. 1am neither too fat nortoo thin. . . .. ... .. . IEERREEE e 35.
36. Ilike my looks just the way they are . . .. v v v i iieeae e e, . e e e e e .. 36
37. 1 would like to change some parts of myvbody . ... .. e e e et e e e e T 31
38. Ivamsatlst"edwnlhmymoralbehavxor.......................',..'...:..._ ........ e e . 38
a0



41.
42,
43.
44,
45

46“
47,
48!
49.
50.
51.
52.
- 53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63
64.
65.
66.
67.
68.
69.
70.
71.
72.
3.
w14,
75.
'76.
1.
8.
79.
- 80.
81.
82\
' 83.
84.
85.
. 86.
87.
88.
89.
90.
< 91,
92.
a3,
94,
95.
. 96.
97.
98.
a9;

N ) o .
' 128
I am satisfied tobe just whatlam.. . ... ... ... ... e e e e e e e e e 41
I am just as nide.as Ishouldbe . .. ... ... .. e e e e e e e et o 42
I despisemyself . . .. ..... O 0 43
I am satisfied with my farnily mlatlonshlps e e e PP R R 44
I understand my famlly aswellasIshould .. .. .. ..... S S . 45
Ishould trust my familymore ... ... .o i - e e 46
I am as sociable as I'want to be........... PN = - L e 47
[try to plmse others, but | don toverdoit .« . o oo oo et . . e 48
1 am no good at all from a social standpomt ............. e e e ... 49
I do not like everyone | know. . .... e e . ) L e .. 50
Once in a while, [ laugh at a dirty joke . ............ P . ) e .. o1
[ am heither too tall nor 00 ShOTt. .« v v v v v ee e e e oL 52
Idon't feelas well as Ishould. . . oo et e lie i e e 53
I should have more sex appeal ... ...c.veuenrennecarasnenns e e e e ..... 54,
I am as religious as[wanttobe . ........ R P e e 55
I wish I could be more trustworthy ... ... ... oviain . I “... 56
Ishouldn’ttellsomanylies . ... .. .. ... e e e s e e e e e e e \ R 1
I am as smart as I want to'be .. .. .. P e e e 58
I am not the person [ would like to be .o Fe e e e e e e e e e s te... 99
Iw1shIdxdntgnveupaseasn]vasldo..........l ...................................... 60
I treat my parents as well as I should (Use past tense nf parents arenotliving) . ... ... .. i e 61
1 am too sensitive to things my family say™ . ....... e e e e n e e e e e 62
I shouldlove my familvymore. . . .7 L. ... o vt e e e e e ..., 63,
I am satisfied with the way I treat other people. . . .. e e e e, e SN 64
‘Ishould be more polite toothers . ............. e e e a e e e .. 65
1 ought to get along better with other people. . . .. e [ . 66
I gossip alittle at times . ... .. ...... e e P .. 81
At times I feel like swearing . . . . . . e e P 68
I take good care of myself physically . . . ... .o .ol e e 69
I try to be caréful ahout my appearance . .. ....--. e e e e e e e 70
I often act like I'am “all thumbsy . .%. . .. .. .. e e e 71
I am true to my religion in my every T3 2 L €3 72
I try tochange when [ know" I’'m doing things that are wrong R e e e e 73
I sometimes do very.bad things. .. .. .. ... o e e P ... 14
I can always take care of myself in any situation ... .. .. e AP 75
I take the'biame for things without gettingmad. , .. ... ...t ... . T 78
I do things without thinking about them st oL e e (x
I try to play fair with my friends and family . . . ... S e e e e e e e 78
Itakearealmterestmmyfamuv ...... e e e e e e e 79
I give in to my parents.(Use past tense if parents are not living). . . i oo . e e e et e [P 80 .
I try to understand the other fellow’s point of‘\new .............. PP, e ... 81
I get along well with other people . ... .. ... Lo e e e e e e e a e e e et . 82
1 do not forgive others easily. . . .. ..cvoven - e e e e e, . 83
Iwouldratherwinthanloseinagame.4.‘ ..... e e e e .. B4
Ifeel good most GEthe fime. .. ... vuu v e J . 85
I do poorly insports and games . ... ....eaeneaan e O e e 86 -
Iam.apoorsleeper. . ...........-. e e ' B R T e 87
1 do6 what is right most of the time ™. . .. ..ot viv e U - -
I sometimes use unfair meahs to get ahead . ....... [ PN B ... 89
I have trouble doing the things that are right . . .. ... [ . S e e e e .. 90
I solve my problems quite easily . .. ............. [ P - |
Tchange my MINd al0b. ... uuunnnnnnnennnnneannsaseetececineeetonennnncareresesss 92
1ty to run away from my problems . . .o oot e e e e e .. 93
I do my share of work athome. .. ..o et e e e M
I quarrel withmy family . ..o oo et e ema i e .95
I do not ‘act like my family thinks Ishould . .. ........... S e 96
Iseegoodpointéinallt_h9peop"’lmeet.....;....‘.........'. ......... S 97
I do not feel at ease with other people . . .. ... etiitn e ien e enns B L 98
' 99

I find it hard to talk with strangers ... ... .. e e e e e e e
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A-I INVENTORY - SCORES

ITEMS: 5, 8, 16, ¢35, 36, 44, 46, and 54 - ALL THESE ITEMS SCORE 1
for STRONGLY:AGREE

" THE 'REMAINING ITEMS SCORE 1 foi:> - VOV DTSAGREE

THE BEST POSSIBLE SCORE IS 60 (1 point for each item).
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q

ADULT I-I INVENTORY

Read each of the following statements and decide how much you |
agree or disagrce. - Show your »nswer on the separate answer page.

Use the code shown below. . , ' ,

‘ S A B c D E
"A.. I strongly agree , » R
B, 1 agréé |

C. Undecided

D. \I"di'sagr.ee, - ‘: —— e
"E. I strongly disagree - - ___

Answer all the qﬁestions. (Mark only one ého_ice for each q'uesti‘on) oo

S———

There are no right or wrang answers.

There is no time 1imit'.

i_f you wish. to change an answer, be certain to erase the undesired
answer completely. ) : - . o

Because the inventory is to be machine scored a soft pencil should
be used. )



10.

11,

12,
13,

14.
15.

16.

17

18.
19.
20.

21.

. Jeers pumiliate me even when I know I.am right.

I vorry about- thuatione where I am beinq tested

The best way to teach a chlld right from wrong is to spank him

" when he is wrong.

I must learn to "keep my head" when things go wrong.

I think I am getting a fair deal in life.

£y

I worry about eternity.

I am happiest when I ‘am.sitting around doing little_ or nothing.\ -
I prefer to be lndependent of others .in making declsions.

If a person is Lll—tempered and moody, he w11l probably never .

change.
. R @ : , .
I qcet very upset when I hear of p¢ople (not close relatives or

close friends) who are very ill. , .-

Crime never. paye.

My femlly and close frlends do not take enough time to become
acquainted with my prcblems. :

People who do not achieve competency in at least cne area are
worthlese.‘

We are juStxfied in refusxng to foxgive our enemies.

T frequeqtly ‘feel unhappy with my eppearance.

-

I feel that lee has a greet deal more happiness than trouble.

I worry over possible misfortunes.

I often spend more tlme in trying to ‘think of ways oF gettzng
out of something than it would take me to do it.

I tend to look to others for the kind of;behavior they approve
as right and w:ong.

Some people are dull and unimagxnatxve hecause of defective
treining as a chiId._, ,

Holplnq othere is the vozy basis of life. -

.
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22.
23.
24,

25.

26,

27,

28.

29.
30.
3l.

32.
33,

:24.
\

35. .

36,
7.

38.
39,
40.

41.

42.

‘I avoid inviting others to my home because it is not as nice

133

' ) .
School promotions shoull T2 for, intellectual merit alone.

/

It is very . Arﬂortant ‘to me when I do a qood job to be praised.
I find it A& ficult to take criticism without feellng hurt.

1t is terribly upsetting the way some students seem to be
S ‘.v*‘) protestlng about one thlng or another.

P

It is impossible at any given ‘time to change ona's emotions.

I tend to worry abou€ possible accidents and disasters.

I need to learn how to keep from being too assertive or too bold.

‘To gooperate with others is better than doing what you\feel

should be done.

5ynpathy is the mest beautlful emotion of man.

'.People who crltlcize the government are elther ignorant or
foolish. .

1 wishithat morg‘affectiqn were shown by members of my family.

When a person is no longer interested in doing his best, he
is done for.: '

I get. very angry‘when I miss a bus whlch passes only a few
feet zway from me. v .

My place of employment and/or my nelghborhood provide adequate
0pportun1ty for me to meet and make friends.

I can Walk past a qrave yard altne at nlght without feelxng
uneasy.

as theirs. ) . ; ) o
I prefer to have someone with me when I receive bad news.

It is necessary. to be especially friendly to new co—workers and
neighboxs.

The good peréon ig usually right.

Sbmetimes i feel that»ng,oné\iijés ma,

I worry about little things.. ' : K



43,

44.

45.
46.

47.
43.

49.

50,

51.

52,

53,
54.

55,

57.

58, .
59. -

60 -

to seek unnecessary aigd of Others

s 134

‘Riches are a sure basis for happiness in the home.

I can face a difficult task without fear.
I usually tyry to avoid doing chores which I .dislike doing.
I like to bear respodéibilities,alone.

Other peoples problems frequently cause me great concern.

It is sinful to doubt the bible.

It makes me very uncomfortable to be different.

I get terribly upset and miserabfe'when thinés.ére not the way
I would'like them to be.

I find that my occupatlon and social 1ife tends to make me
unhappy : o

I am 2fraid in the dark. | - y

Hany people that I krcw a$e so wnkind or unfrlend ly that I
avoid them. , _ N

It is better to take rlsks and to commit p0551ble errors, ‘than’

I get disturbed when nelghbors are very harsh with their llttle
Chlldren.

I flnd it very upsetting when 1mportant people are indifferent
to me. 4 . .

I have sometimes had a nickname which upset me.
I have sometimes crossed the street to avoid meeting some perscn. -

When a friend ignores me I become extremely upset.

‘My.feelings are easily hurt.
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PREVIOUSLY COPYRIGHTED MATERIAL,
IN APPENDIX F, LEAVES 136 - 147,

NOT MICROFILMED. A

California Psychological Inventory, by Harfison G. Gough,‘Ph.D.
Copyright 1956, by Consulting Psychologists Press, Inc,, Great
Britain. : : : L o
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i . Trainer A

Some Thoughts on the SEL Program

Based on an educational model: 1) instructional component
. . 2) modelling component
. (by instructor or others)
. 3) behavioral rehearsal o
N (by student himself)
4) at home activities
(homework exercises)

In this instance, course was taught to student nurses, at times when
demands on their time were quite heavy; attendance was very good,
until the last few sessions, when seemingly the pressure of exams
and upcoming exams, caused some to drop out of the course. . ’

T will evaluate each of the ten lessons'indiVidua11y, but first some

overall comments: _ , :

- the educational model is an effective, easy-to-teacy-with model,
that demands competence from the instructor. He has to Cbnvincing]y
demonstrate. and model the skills and attitudes the course is
attempting to teach. o ' ‘

- by having people work in small groups together, and sharing their
successes with the rest of the group, a strong sense of group
and camaraderie is developed. E

The Tesson plan format was helpful, i.e. use of Objecti S, Procedure
and Homework, made it much easier for instructor to determine the
goals for each session. The description -in each of the sections
was quite brief, but generally adequate if the instructlr had
previously taken training form Jim Beaubien. A persorr“who had not
taken this training would probably find the material too sketchy to
work with (which has good and bad points). '
I believe this series of 10 weekly sessions is quite adequate for
teaching the basics of skill training and is a sufficient amount of
time for people to make meaningful and lasting changes in the:: : ves
and relationships with other people. , :
-1 would ‘have no hesitation in recommending that people take this
course and indeed have done so on several occasions. ‘ .
- I would suggest a ene-to-two month follow-up or % day to further
stregthen learned skills and clear-up any problems. .
_ , by

_zluation of Individual Sessions’

Session One

The objectives and procedure were about rfght for a first session

I would siggest making this sessionv“low-key“, as many participants
come with high anxiety. : :
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- A]so, emphasizing that course is at least 1/3 communication skill, but
is not just communication skills, so that people with previous commun-
ication skills are forewarded, and that the instructor gains some idea
of how much time should be devoted to this section. —_—

- When participants introduced each other, I found it helpful to also - ~
have them state their expectations. I wrote these down on the board
while they were.stating them. I believe this he]ped bring the group
together by helping each to realize that they weren't alone with
‘their problems, fears, etc. I kept these goals:and used them later
in the course (to review progress).

Session Two

- Anain. material to be covered was about right for thisfsession.

- I found the second session to be too soon for discussing successes
~and rewards with this particular group -- instead of "reports"
there were only embarrassed silences. By session three and four
there were some spontaneous reports, but session two seemed too
early for this group. :

- This group also had had some training in communication skills, so
“they thought they were familiar with the skills in this session.
In actuality, they really did need the practice, but as they had
come for personal effective training not communication skills, it
was hard to get them to "work" on these skills.-

- The triadic working group is, I be11eve, excé]]ent vehicle for
teaching and learning commun1cat10n and interpersonal skills,

Session Three

‘= Again, lesson is right length.

- I had_praovisusly introduced the 3 sty]es of behal1or in lesson #1
so. I rev1ewed this area briefly and also used the table similar to
the one in Your Perfect .Right where they talk about your fee11nqs

. when you behave assert1ve1y, etc.

- When teach1nq any of the skills, T found mode]]ing to be very
important, whether it be myse]f or someone e]se in the class who
did ‘the modelling. : :

- Pract1ce sessions were much more.effective if exercises were
related to their kind of work, situation,.i.e. "Imagine receiving
a compliment from your head nurse." How would ypu handle it?

- Receiving and g1v1ng compliments is a part1cu]ar1y va]uable ‘compon-
ent-of this session.

Session Four

- Agaih, the right amount of material for the lesson.

- The notion of the ABRC'. ;F'Ey.~luc:,ubudvlu; cndnge, seemed well
received. ' :

- Although this particular group initially seemed to have difficulty'
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sharing‘their sfrengths, its final {mpacf seemed very benefjcja].

- I chose to end the session with sharing the1r strenqths (to and on

an up note) this seemed to wo»b well.

Sess1on Five

- themselves.

This .seemed like perhaps,a*bit too much material for this lesson,
so I spent less time on.reflective listenina which this group

claimed to have taken earlier in’ their training. @

By this session, the first few minustes of sharing succeSses and
talking about prob]emsA\quest1ons, etc. they become increasingly
1mportant .

The group seemed to have enjoyed the d1scuss1on on man1pu1at1ve '
plays. . x-i"‘"%\

They found speaking on the topics in a bat quite hard, but once
they did it, they almost all reported feeling qu1te proud of

\

Session Six

Again, I found that there was a bit too much material.

I had trouble getting the concept of 1rrat1ona1 ideas across to
the group (at least, so it seemed). :

Although the SUD's concept didn't seem to take, at first;'as time

went on in this and later lessons, we as a group rererred to it more
‘and more often -- i.e., "My SUD's Tevel seemed quitefhigh-thisvtime."

Beginning, maintaining and ending conversations was a good exercise,
particularly when we did it with the whole aroup. I did this exer-

cise at the end to provide an ending on an "up" note.

Session Seven

[y

I spent too long o ﬂp111ng a list of right and got rushed-for
time on the other excrcises.

The desensitization to criticism exercise was a gbod begihning, but
_could really only be an exercise that showed it was possible to-be

desensitized. Time was too limited to do any really effective
desens1t1zat1on in JUSt part of one c]ass session.

Group seemed to enJoy practice "broken record". Th1s seems to be
a particularly important assertiveness skill, and as time went on
the idea of being persistent Seemed to really catch on (almost
too much sometimes -- so that I had' to say._ 1t was 0.K. to make a
reasonabTe or workable compromise).- :

Session Eight o .

Material was a little rushed for this section, but not too bad.
Would suggest stressing that the goal is open and honest
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. communication and that the skills are "tools" to help achieve this
goal -- otherwise the tendency seems to be: 1) to aim only for one's
own goals; 2%use one skill at a.time and only one skill.

- Telling anecdotes is a really fun exercise and is really good for
offsetting all the "work” we did in the classes.

Session Nine

- Session was quite straightforward and I had no trouble completing -
the exercises.

- I also reviewed the original goafs of the participants_-é I had
saved the list. People were pleasantly surprised to see how far
they had come. : :

-

Session Ten

- The idea of a gatherine, I think, is an excellent idea.

- I did not have people talk one-at-a-time to the whole group (we
left to go to the party, but I think that would have been a good
idea -- we did it informally at the party though).

15
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Trainer B .

Evaluation of the SEL Program

" Size of Group -

)

- initially, due to my inexperience,'fe1t large

- allowed for an attr1t1on (i.e. finished with an adequate size
- group) . _ .

- woqu haV’ 11Ped MOy~ v shlan EY AN cev) )

T

Format

- 1fked 2 hour sessions, weekly

- a11owed for aroup involvement, internalization of 1nformat1on
and the time span between sessions ailowed for devciopricnt of
skills - ) S

-1 fe]t'that longer than a week between sessions tended to be a
disadvantage (fewer successes voices, 1ess enthusiasm at outcet
of sess1on) - .

i

Program Content

©oa) Exce]]ent Overa11

- obJect1ves are good to have, are rea11st1c, keep Teader on
- target :

- goad deve]opment “encourages participation from beginning,
moves from easy. tasks to more difficult and thus more
1nvo]vement '

b). Product1ve X

¥

v - ‘good: balance of thepry and. pract1ce :
- concentrates on commitment, act1on and resu]ts
- spec1f1ca11y liked setting persona] .goals in. the beginning
- liked working with theory, mode111no, practice, homework b
system , .

¢) .Student Involvement High - . -

- work]ng with triads and d1fferent s1zes of groups w1th1n
. “group definitely promotes it

- ¥ound changing groups in the class very he]pfu] and B
‘avoided aggressors taking over 1n1t1a11y

- documented homework and success expectat1onSJseemed to . ,
' guarantee success and behav1or change . : ' 3 4

\‘-\.—/ ’ ) . A 4
- & <, S
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¥ Flexible ‘

- The outlide allowed me, as a leader, to present the material
in my own style, while still following the outline content .
(e.g. using own examples, sharing of self in presenting
theory or modelling). ’

- authenticity prevailed
- felt part of the group
. - really encouarges leader to p]ay an act1ve role

e) Positive
[ S
- encourages enthusiasm in 1eader and qroup

- encourages leader to be11eve in 1nd1v1dua]s (i.e. hears
about successes) ’

- exercises provided for fun, a good time, 1dent1fy1ng with .\.‘:
_others : ;

Suggestions o RS : - LA

- would Tike brief definition of communication skills, to be-
presented as terminology different from that I was accustomed: .
to (e.g. reflection- fee11ng descr1nt1on) T

°

- more handouts for group, written 1nformation on homework - nv .-

. Group Leader R . Aros

- afger taking your initial course does not have to do extensiye
preparation, course is sk111 or1entated and p]easant]y inforpal

- I believe in what I was teaching which is extremely important

-~ Resources -- it was very helpful to -have another leader to-pRep .
and follgw-up with. I cou1d check things.out whi]e“they were:

fresh in my mind. _ S IR
- having you come pr1or to some class a]]owed for my se]f- - he-

deve]opment and 1ncreased my . confldence as well as my degreeoof

preparedness . : _ :

- found the classes st1mu1at1ng, fe]t a real "high" at the endf:

vi *the class = , o el
fva At7ons - Zvel

+ . \\

- ~ cery helr 1 in terms of changes that made c]ass more- . .

e aingful o ore stive Lo . : r ’
- a qood ide  fo  *"e 2nd of each c]ass . ' -
Items Spec’ “ic to .roun = v | | ' lllt .

1 fe]t that the fo]]ow1ng th1ngs 1n1t1a11y were-an obstacle 10 -
group facilitation but once dealt with were an advantage: arc

<
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a) 1nstructor present - initially hampered group in that students
| felt inhibited-

|

b) Because of common residence some individuals had roles or
behaviors they felt appropriate to the group. Things
I found difficult to deal with initially were gigglings,
individual conversations in progress when I was speak1ng
. to the qroup

c) Sharing successes at t1mes seemed difficult because group
) knew each other or knew classmates.

d) End of student year and exams 1nf1uenced,;ne}gj Tedd

Physida] Setting

Ample sized room with b]ackboard free from env1ronmenta1 distrac-
tions or noise essential. . :

. Comments on Individua1 Sessijons
a) Session One

- 1 would have liked more informatioo“on change myths

- 1'would have Tiked to discuss more on assertiveness training,
~7Stressing the idea that it is not "winning all the time"

4— found goal sheet d1ff1cu1t to use (e.g. difference between
thoughtss,. frelings, images, sensations -- it is better to
have them write out their goals in their own way, I found

- really found 1ntroduc1ng another person in the group worked
out we]] :
b) Sess1on Two

- group very involved and sess1on went we11 _Liked content
persona]]y : .

c) Session Three

- had d1ff1cu1ty comp]et1nq this 1esson in 2 hours
- working on compliments went really we11
- good concrete homework

d) Session Four R

wou]d have- 11ked more background information on behav1or
change principles, e.g. suggested read1ngs

an\wﬁBC of behav1or change .
shared strengths well, a very positive expérience
also needed more background on IST o
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- good class -- enjoyed shariné content

Session Five

- needed your assistance w1th some areas of se]f concept
espec1a11y how formed _

- manipulative p]oys -- group enJoyed pract1c1ng and mode111ng
those

- topics in hat went we]] would be a: good one to repeat later
on when anx1ety and even more - v

,Sess1on S1x

- had difficulty covering material in 2 hours
- role played a problem of mine this rea]]y got group
“enthusiastic

- my understanding of 1rrat1ona1 ideas varied stightly from
yours; I suggest Tisting them in out11ne :

- practicing. requests was someth]ng group needed work1ng on --
went well ‘ ’

‘= needed moreinformation on SUDS -- would be good handout
material. I found class started using this 1nfo in speak1ng
about anx1ety in future sessions '

- 1 think in, future groups it would be good to have relaxa-
tion tape available dur1ng class and actually practice
: re]axatlon which I didn' t do because of time lacking

Sess1on Seven

- group did very well 11st1ng rights, obv1ous1y prev1ous
© sessions had made’ them really clear on-this :

- didn't have other Tists to hand out but we d1scussed them
(need handout)

- - they were 1n1t1a11y uncomfortab]e w1th criticism put. from
feedback fouhd this a very constructive exarcis

“giving and receiving. Excellent idea to finish w1 2 aﬁ‘pl1—
ments -- makes it pos1t1ve --_good sess1on

Sess1on E1ght

protect1ve skills went we]] . L -

- { found it t1me1y to stress compromlse when approprwate
to -

refus1ng requests an exce11ent exerc1se, was benef1c1al

anecdotes were enjoyable, practiced conversation skills and
rev1ewed at this t1me, gave each other good feedback



i) Session Nine -
- extreme]y helpful to students to pract1ce negat1ve inquiry,
and negative assert1on
- enjoyed practicing putdowns
- this session could have more material in it
j) Session Ten

’
- a good way to end g

‘- squest1ons ‘on how to get non- -drinkers to attend might be
helpful, i.e. Think to mention that it would be assertive
to come and not dr1nk I didn't think of it. '

* Might be 1nterest1ng to get together with group in September wou]d
like to try it.

ABOVE ALL -- Thanks for the exper1ence J1m -- it was very enJoyable
and fulfilling. :

'CONGRATULATIONS ON A JOB WELL DONE!
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