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ABSTZRACT

‘2

Grade seven students were shown a twenty-minute
video—tape designed to teach dsseftive skilLSvusing¢a mode 1L~
ing procedure. Control subjects saw nQ~fiim! After treat-
ment, each Subject individually entefed an unoﬁhrusive three
minute test situation requiring s¢me assertive skiil to over-—
come.interference and complete a task. Prior £6 entefiﬁg
the test situation, half of the tréafment'subjécts and half
of the control shbjects were told by a second expérimenter
to "stana'up for their rights". The other‘half‘of each
group was given no special instructioﬁs.

Level of assertiveness was measured on the basis

of 1. a discreet specific response (success or failure at -
overcoming the interference), 2. time taken to‘reSpond,
3. total response time, .and 4. number of requests made for

?

‘equal chances. The performance of each child was video-
taped and later rated-by one trained judge, Ohe—fou:th
of the tapes were rated by an independent traiﬁed judge £Q
establish reliabilify of the hain'judge. |
. : .
Results of the investigatiqn showed that néifher
>,tﬁe video—tapé, the instructions ﬁor the combination of the

* two affected thr performance of subjects on any of the four

measures. It i suggested that specific behavioral measures

iv



arc not sufficient to gauge assertiveness. Also it is

5

uggested that dfh~r«trainLng procedures be combined with

modeling to teach assertiveness.
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Accoriing to Alb'igzrt I%L'xndur‘) (‘1"")())-, How :wzni;ﬂt;' of

1§

behavior are acquired and existing pattern modified” in one
B ' ' '

of two ways: eilther by direct experience and practice o

the behavior or by observing the behavio:r and the effects

of iLs/ﬁérformance on others. The second method, which-

he Ealis observational learning or modellng;. he states 1s

an ideal one because virtually all l-.arning that ‘takes

.—

place as a result of direct experience can be gained on
a vicarious basis through observation of other persons'
vehavior and its consequences f£or them (Bandura,: 1965; -

Bandura & Walters, 1963). - Modeling does‘not ;equxrefthe“ﬂﬂ

laboricus acquisition of behaviots thr gh long term shaping

‘or trial and error, or the direct reinforcem%nt Qf;tbe learner;

¥

nor, it seems, does it necessarily require actlial performance

’ " . - -
of the neWw behavior until the test situation occurs, some
times following a lengthy period of time, wherein the new
behavior is neither observed or overtly practisec: (Bandura,

1969} . )
&

Modeling has been shown to be ins£rqmental @n the
acguisition, inhibition and disinhibition of a wide variety
of responseg in humans, eépécially thOSé thch are culturally
based (ie.'attitudes andryalues, aggressiyene§s,:§ex—:ole '

-



‘, {

behavior and verbalization) (Bandura, 1971, Bandura &
Waltoers, 1963; Tho%as, 1973) . In c¢hildren, for instdnce,
these behaviors are very often not acquired by specific
teaching but through mere observation of different kinds
of behavior oxhibited'bybmodels who may be adults or other

children.

Modeling procedures have been effectively used in
a broad variety of €?eatment packages (Bandura, 196%9a; 1973).
Bandura (1969a; 19/£; pOlntS out that there are many treat—_
ment approaches in which modeling techniques, Variously labelled

s

psycho-dramatic enactment (Moreno, 1958; Sturm, 1965), behavior
1

rohedrsal (lazarus, 1966; Wolpe and Lazarus, 1966), and pgle—
playing (Corsini & Putzey, 1957) and used to overcome Sp601LlC

1

response def1c1ts or to transmit more extensive repert01res of
L . . -

-

social behavior. Modeling has been shown to be very effectiveA(
with children in eliminating aggressive responses and some

phobias (Bandura, 1971). s : . ..

What constitutes "assertive" behavior is subject to

a broad roooae of‘opinion and speculation. Chittenden (1942)

o

when stuiying measuring and modifying » - ertive behavior in
young ct 17.er used the following defin.  sn: assertiveness
is any ove 2sponse to the "infringing"” behavior of another

so long as the child responding does not lose status in the

interaction. Non-assertiveness he defined as immediate

N
™



compliance with another's efforts to influence or infringe
upon‘one's behavior with a resultant loss of status in ﬁhe
one cqmplying. Wolpé and Lazarus (1966) inifially defined
assertivéneés in the following way: "Although the most
éommon class of assexrtive behayiors invoked in therapeufic
action is the expression of aﬁger andfreSentmént, the te mh'
'assertive behavior'! is used quite broadly to éovei all |
soé}§lly acceptable expressions of personal rights and
feelings" ‘p. 39). In 1973, Wolpe simplified hié_definitionA
of assertive behavior as "the properiexpression of any emotion
other than anxiety towards another person" (p. 81). Rathus
and Ruppert (1973) state that the asgertive person will demand
his or her rights and insist upon being treated with fairness
and justice. -That person will also be able to express likes’

and dislikes spontaneously, to be open and frank, and will

not bottle up‘emotions.

[4

‘McFall and Marston (1970) point out that assertiveness

does not seem to exist as an isolated personality }4ait but
rather as a "broad, nonfunctionél, heterogenous,.gnd situatién—
specific fésponse class" (McFall & Lillesand, 1971, p. 314).
Therefore; for the purpose of this study, aésértiveness was

defined operationally to be the ekpressibn of objective

measurable belaviors by which one demands one's rights to

be treated fairly in speciXied situation wherein another

infringes upon those/rights.

LRI
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The Naturg_gf_ghe Problem

The degree to thch One is assertive or not directly
influences his ability to relate satisfactorily with others
and affects his self-esteem. Lack of assertiveness is
frequently a sou e of refefrals to pSychoiogists in second-
ary schools and to unlver51ty counselling centers (Rathus &
Ruppert, 1973) Timid and non- assertive individuals fail to
obtain fair treatment, and commonly experience anx1et1es "
during soc1al confrontatlons (Rathus, 1973) Moreover,
passive people will tolerate daily outrage, and will allow
themselves to be shoved around and their rights to be contin-
-ually treatened andvviolated (Moriarity, 1975). 1In a given
51tuatlon the person acting non- assertively typically denles
himself, is inhibited from expre551ng actual feellngs, seldom

achleves desired goals and, as a result, feels hurt and anaious

(Alberti & Emmons, 1970). Young children as well as adolescents .

and adults are“subject:to_this pProblem (Dorman, 1973),

The topic.of assertiveness 1n adults has become very
popular in the 70's, and an abundanée of studies :elated to
it have been published in those years. A review of literature
prlor to that time indicates a pauc1ty of research on assert—
iveness in general With the exceptlon of some early work
with pre-school chlldren by Jack (1934)7 Page (1935), and
Chittenden (1942) and more recent ones by Dorman (1973) and

Rudner (1976), there has been little or no 1nvest1gatlon into

assertive behav10r in chlldren : . - .

kY
.

o ee————
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In gummary, 1t has been ngted that lack of assertive-
ness 1s a pressing social problem for secondary school children
as well as adults, and that it affects very young children as
well. Perhaps if“chiidren atAall grade.levels can be trained
in appropriate assertive skille, many of the problems and .- .G

anxieties they face now and will face in social interactions

as-adolescents and adults can be prevented.

implications and Purpose of the Study
| Simce lack of assertivenes; appears as a prevalent_

problem aﬁong adolescents and adults, and to a lesser degree

among children, it follows that a programldesigned to teach

the‘behaviors.associated withvassertiveness, if implemented

in the early'!Ld.middle grades,’could.do much to prevent

difficulties and anxieties which these students would encounter

in social interactions as they grow up. The technique used

to teach aséertiveness in this study was modeling. If suche

a program couid,be developed to effectively\teach assert-

iveness both easily and quickly, it would be of great value | _ %

to parents, teachers and mental~hygieni5tslalike-

In 1976, Rudner carried out a study in which he-

fhp T

compared the relatlve effectlveness of three dlfferent types ]

of short- term treatment packages in the teachlng of assertlve

skills to Grade 6 children. One type of treatment package
o

compared was simply the viewing of a short video tape in

&

.w .



Whieh models acted assartively. In his‘discussion of results,
Rudner points‘out that in the modeling situations, subjects
may have "acquired" assertiveness but failed to "perform” it.
This confusion might.hA'e been overcome by haVing subjects
tested under both maximum cue situations (in which they are
encouraged” to be assertive) ané minimum cue situationS‘(in
which they receive‘so special instructions). The comparison
of the treatment group under both maXimum.and minimum -condi-
tions will -answer the questions as to whether subjects learned
the skills taught on the modeling tape, and if they learned
the skills,vwhether they chose to practice theh.

The geeeralvpurposekof this study wes to investigate
the'effectiveness of a twenty minute modeling tape in teach-

ing assertiveness skills to junior high school children (Grade

7) over a short period of time.

More specifically, the study was designed to see if

viewing the film and hearing a .short verbal commentary would

make a difference to the degree of assertiveness in Grade 7's ©

as measured by certain behavioral critgria used for this study
In addition to this, the effectiveness of telling students to
act assertively (ie. stand up for their rights) just prior to
entering the test situation was examined. Another purpose of
the stud&\was.to see whether there are any difgerenees’in the

level of assertiveness of male students and feﬁaie students

and- whether more assertiveness is shown in same sex- or opposite



- sex dyads. The dependent variables were much the same as

those used in the Rudner (1976) study and are described in

Chapter IITI.

Limitations of the Study

A.

In this study, learning occurred over a short period of

treatment time (approximately 20 minutes). The study is

not de51gned to demonstrate the permanence of the treat-
ment or its long- lastlng effects. It is.assumed, however,
that with significantttreatment effects, additional

repeated eXposnre to cuch a situation may prolong the

the effects over time.

In this study, the treatment was used with the total
population of Grade 7's in one sehool. ‘No elaims are
made as to the representativenese of_this'popuiation te
the larger populations of Grade 7's in the Edmonton area

or to groups of children who may be partlcularly low in

-assertiveness.

In this study, .no claims are made regarding the repre-
sentativeness of this population to other children or

to the population of Grade 7's in ‘the Edmonton -area with

‘respect to sex differences in assertiveness.

In this study, no claims are madeoregarding'the_relative

effectiveness or importance of individual camponents in

the modelirng brocess. Only overall effects are measured.

USRI
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Overview of the Study

Chayglie 1 i‘ntroduces:‘ the topic of this study, setting.
~'out its purpose and importance as well as its limitations.
Chapter II is a review of the literaturc relevant to Ehe
study,ii@cluding_research on modeling in assertive'tréining.
Chapter-III describes in detail the actual‘procedures employed
in the experiment. The h}potheses are also included here.
Chapter 1V is an andly51s and dlSCUSSlOD of the data obtained,
and Chapter V consists of a summary of results, conclusions

W

and suggestlons for further study

2
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CHAPTER II

Review of Related Literature

‘A. o Uses of Modellng

| Numerous studies have demonstrated the phenomenon
of vicarious reinfo€§ement (eg., Bandura, 1965;'Bandura,
“Ross, & Ross, l963b: Walters & Parke; 1964). Effects are
shown when the behavior of obseryerS'is modified as a
function of their having watched reinforcing stimuli belng
administered to models. A number of different kinds-of
behavior (often in children) nave been shown toxbe nodlf—
" ied by the modeling process. some of these are stylistic
yresponse.patterns (Bandura, ‘Grusec, & Menlove, 1966; Bandura,
“Ross,& Ross, 1963c), dlstlnctlve modes of’ aggreSSLVe behavior
(Bandura, Ross, 3 Ross, 1963a; Colllns;'1973;_pavids, 1972;
Grusec, 1973; Hicks, 1965; Kuhn, MadSen, & Becker, 1967;
Noble, 1973), dramatic play patterns (Marshall & Kahn, 1967),
prosocial. frustratlon reactions (Chittenden, 1942), fa01al
-expreSSLOns (Hamllton, 1973), commodlty preferences (Spelglert
leebert, 1973), teachers’' preferences and behav1ors (Fesh- '
vack & Feshback, 1972; Portuges & Feshback 1972), social
1nteractlons (O Connor, 1972), ‘and plcture preferences
(Jeffrey, Hartman, & Gelfand 1972).

Other more complex types of behavior which have been

shown to be chanaeable through modellng are self—réinforcement

' “‘AA
. 9 A e



standa;ds and self—evaluative'respbnses (Ba;dura & Kupers,

. o
1964; Bandura & Whalen, 1966; Bandhra! Grusec, & Menlove,
1967; Denney, 1975; Kunce & Thelep, 1972), conceptuai
behavior and §§rmation kFlanders:&‘Thistlewaite,‘1969;
_Reed, 1966 ; Z;gler & Yando;.l9f2; Zimmerman & Rosénthal,
1972), perceptual judgmenté (Davidson & Liebert, 1972),
perfo;ﬁance of iﬂformation'— processing acts (Goodman, 1975),
moral’ judgment orientations (Bandﬁra & McDonéld,'l963; Keasey,
i973§ Preﬁtice, 1972; Sarasan & Ganzer, 1973; Tur}el & Roth-
man, l972),'altrﬁiéﬁ (nyan & Walbek, 1970; Midlarsky,'Bryah,
& B;ickman;'l973$ Morris, Marshall, & Miller, 1973; ‘Yarrow,
- Scott, & Waxlér, 1973);‘Sélf—impésédvdelay—of—gr;tificati;n
pattefns (Bandura-& Mischel,‘l965), lihguistic’structure_

(Lovaas, 1966), and vocal and lipguistic responses (Harris

& Héssemer, 1972; Hursh'&vSherman, 1973) .

Modeling andbmodeling‘érocedures play a central role
'iﬁ a,bréad varietyiof treatment programs (Bandura, 19695, 1971,
1973), Somé~examples include tge use of médelihg in language
‘thérapy (Yudkovitz, Rottersman;-& Lewiﬁsbn, 1975L alcoh0l:'
réh;bili#ation (Greer & Callis, 1975), resocialization of
© adult schizophrenics (Edelstein & Eisler, 1976), and modifi-
cation of explosive outbursts in adults (Foy, Eisler & Pinks-

ton, 1975).



11

B. Variables in Modeling

Bandura (1969) makes a dlstlnctlon between 'acqufsi—
tion’ and perfOrmance - A behavior may be acquired as
evident_in verbal responses (replicated symbolicallyl evehv
when the behavior isvnotkimitated exactlp as modeled.
Furthermore, whether or not the'behavior is acquired depends
upon a number of variables. He suggests that there are four
component processes governing observatlonal learnlng in the
social learnlng analysis: attentlonal processes (relating’
both ‘to external stimuli as well as observer characteristics);
retentlon processes (symbollc codlng, cognitive organizatioh,
-and symbollc rehearsal); motor - reproductlon processes ﬂ
(phy51cal capabllltles, self-cr1t1c1sm and feedback) ; and;
motivational processes (relnforcement) (Bandura, 1977).

.Numerous studies have concentrated on determlnlng which

~variables will 1nfluence the performance of matchlnc behavior.
¥ . B

Characteristics'of the Model : : “_ A
| The characteristics_of the model,haQe heen found toi
affect the modeling process. Models who demonstrate a high
degree of competence (Gelfand 1962; Mausner,’ 1954a,‘b;
Mausner & Block 1957; Rosenbaum & Tucker, 1962); who are
purporte . _xperts (Mausner, 1953) or celebrltles (Hovland _' .

Janis, & Kelley, 1953), and whD possess status conferrlng

powers (Lefkowitz, Blake 5 Monton, 1953) are likely to
influence .the behav1or of observers more than models who'

are lacklng in these qualltles. Other general model



Characteristics which seem to be influential are age
(Bandura & Kupers, 1964;AHicks, 1965; Jakubezak & Walters,
1959), sex (Bandura, Ross, & Ross, 1963a;-Maccoby & Wilson,.
1957; Ofstad)'l967; Rosenblith, 1959, 1961); social power
(Bandura, Ross, & Ross, 1963c; Mlschel & Grusec, 1966) , and

ethnic'status‘(Epsteln, 1966)

Model Similarity

The similarity of model to observer has been shown
' to influence "attitude and preferences (Bahdura, 1969a;
‘Kanfer & Phillips, 1970; Mischel, 1971). Hirshman and

Katkin (1971) found increased galvanic skin response

activity with increasing self'andvmodel similarity, thus

pointing out thevimportance of the subject's perception

of the model". s similarity to hlmself in the modeling process.

Kazdln (1973) found that "cOping" models {who dispiay anxiety
in initial approach to a task but'eVentually sucoeed) were
more 1nfluent1al in reducing fear of snakes than "masterlng"
models (who are confident and at ease from the beglnnlng),
thus suggestlng the impact of model to-observer 51mllar1ty
McAlllster (1973) found ev1dence to ‘refute this when hlgh
status models affected undergraduate subjects ‘more than peer’
models Bandura and Barab (1973) found equal 1mprovement in

both 51m11ar and non-similar groups.

<

’

Adult Versus Peer Models

In studies investigating the effects of modeéling with

12
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child ohservers, peer models have_been shown to have signif-
icant effects upon(childrenis subsequent behavior (Bandura,
érusec, & Menlove, 1967; Bandura, Ross, & Ross, 1963a, c;
Clark, 1965; Hartup & Coates, 1967); Adult models, thever,
have been shown to be more influentral than peer models.in
-elementary s\hool‘chlldren for certaln types of behav1or
(Bandura & Kupers, 1964) especially adult male models
(Bandura . & Kupers, 1964, Bandura, Ross, & Ross, 19q1, 1963a;
Rabenstein, 1973). Observation of children's role blaying
behav10r WOuld seem to substantlate the- fact that resanses
observed in adults are imitated by children in a varlety of .
contextsﬂ(Hartug, 1964; Levin & Sears, 1956- Maccoby,\l959
Sears, Rau, & Alpert' 1965) While Bandura and Kuper% (1964)
have found adults to be more 1nfluent1al than peers, others
(Hicks, 1965 ; Mlllsom, 1966; Musselman, 1968) have notéd
few adult peer dlfferences and/or unpredlctable inter tlons
‘with other Varlables.“ O'Connor 1967) found greater 1m1tat10n
of adults by chlldren but a SLgnlflcant effec%gyas alsoiob— ‘ (
served w1th peer models : : .. S

2N S
By the age of seven, children generally interact \,

\
l

w1th peers as much as they do with adults (parents,-ne19hhors.'

and teachers) ({Bandura, 1969b; Barker & Wrrght 1955- erght,

1967). O'Connor (1967) suggests that the relatlve 1nfluence

of adults and peers at various age levels may be” partlally‘

a functlon of the type of behavior. in questlon, for example}

academlc, social or athletlcT Thus, in matters of,academicsa
. ) \ : :

¢
i
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or moral judgments, adults are apt to be imitnted more;
whereas, in style of dress, preference of music, choice
of classroom leaders, etc., peers may be more influential

even 1in children as young as seven or eight (Dor & Fey,

1974).

Sex of Modei

Friedman (1972) points oup that there have been
practically no studies investigating the importance of the
sex of the‘experimenteg, models, subjects endvrole players
or how they interact with each other. At the same time
he notes that sex may be an important variabie in modeling
effectiveness. One study (Grusec & Brinker, 1972) found
that with elementary school children, boys learned more

about the behavio} of same-sexed models than opposite-—

4 . A
sexed ones. Girls, it was .ourd% showed less reliable but
similaratrends: The author: suggest that since children

are ordinarily reinforced for imitating like-sex models,

~

it is to their advantage to learn as much as is possible

about the behavior oﬁsléke—sex models- and thus,'the tendency
o ~
for like-sex imitation. \\\\

- | L

S

Consequences to the Model

o

consist of'the'attainment of some reward, achievement of a

favorable Judgment or the aV01danceOf punlshment or other

~unfavorable consequences. It is one assumptlonséf modellng

The consequences to the model in most studies usually

14
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that th sub oot when Vi ing the mode ] will bhe grlven the

S0l expectations that b cnopyvging in St lar boehavior o
w -
Wiil prodhirce 1k tenults for b, BandNirg (1968) and

Bryan (19/2) have both discovered that positive consequences

to o model produce Iiko Consaequences to the viewer . Masiters,

Gordon, & Glark (1976) found tha! childre; who obseorved models
- I
- Treceiving externally or seli~dispensed rewards showed increased
imitation. In the same g tudy, subjects who saw models punished
Continqontly showed reduced imitation aj..l increased oppositional
imitation but only when the punishment wWas externally adminigt-
ered.  In a review of literature concerning the coffects of

vicarious reinforcoment on Imitation, The len and Rennie (1972)

state that a substantial number of studies havo failed to
)

.
<

demonstrate an ingrecase in imitation as a function of vicarious
reward.  They do, however, Gqualify this criticism by suggesting
that' subjects most ofter see value in the assigned task and ‘ K

the reinforcement seems- to be of little additional value to

them. . o

Presentation of Model ‘
e 4. SR,
There has been a gro:t deal of discussion in the

literature regarding the marn. > in which the model is presehted.

LT N

{

\Several studies have shown\a\filmed or video-taped model to
’ \

be &¢ffective (Bandura & Menlove, 1968; Bryan s& Walbek, 1970;

O'Cornor, 1969, 1972; Stein & Bryan, 1972; Wolf g Cheyne, 1972).

In faptfiLanthorn, Pasewark and Rardin (1975) found a video-

/

Taped mocdel to be superior to a live model either in the same

A
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room or in the next room behind a one-way mirror in getting
subjoects to give self-administered shocks. ﬁjslor, Hersen,
& Miller (1973) point out‘that the filmed or video—tapdd
‘model has several advantages over live or audio-taped mode L
First, the model can practise and re-do his'responseé until
all the effective components of the behavior in question are
contained in the presentatlon Second. a- £filmed ér video-
taped model can be presented to one subject repeatedly or to
several subjects over a period of time without variation in
o ~

N

the modeling stimulus.

Bandura (1970) suggests that live or film performance
of a model is not an essential combonent of modeling, since
modeling refers to the cognitive and representaﬁional prbcesses
which quide behavior rather than the mode through wﬁich
modeling information is transmitted. /Indged models have
been presented with success in a covert rather than overt
manner (Kazdin, 1973, 1974, 1976a, 1976b; Thase & Moss,

1976). 1In covert modellng, subjects are asked ‘to imagine,

.

rather than hear or view, scenes in which a model acts
assertlveiy. In a reéent review of llter;;ure, Cautela
.(1976) conciudes that cbvert modeling procedures are at least
as effective as overt ones. Covert_modeiing has several
:advantages over other modeling procedures in that it does

not requirevthe ﬁse of bulky and costly equipment and space;

the therapiét has greater control insofar as the imagined

model's bechavior and its consequences are concerned; and
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stimuli which'dyv distractjqq and no' cssential are elimin-
ated. A ' ‘ : s
’
Observer Characteristics
Not only are mddels differentially effective, but
observers qlsd differ in their susceptibility ﬁo modéling
infiluences. Persons who have been frequently rewarded for

imitative beégyior (Masters & Morris, 1970; Miller & Dollard,

1941),‘and those who lack self—esteem&(deCharms & Rosenbaum,
1960} Gelfand, 1962), who fgel incompetenf (Kanareff & Lan;
zetta, 1960), and who are highly dependent ( kubzak &
Walters, 1959; Kagan & Massen, y@56;'Ross,'l966) are especi-
ally prone to pattern fheir béhévior after successful models.
Similarity between observers and models in age - (Hicks, 1965),
sex (Bandura, Rosz, & Rbss, 1963a; Grusec»& Brinker, 1972;
Maccoby & Wilson, 1957; O'Suliivan,ﬂet. al., 1973), sbcio—
economic and racialtsﬁatusl(Beyer &‘May,21968), as well as
on oﬁher dimensions has likewise'been shown to facilitate
imitation. in addition to this, motivationél ;;riables and
transitory emotional aréusal significantly alter perceptuai
thresholds and iﬁ other’ways facilitate, impede and channel
'\Pbserving respohses in the subjects (Banduf ¢ RoSenthal,
Ii966; Easterbrook, 1959; Kausler & Trapp, 1960). ‘Rudnér

(1976) points out the difficulty of determining solely

R R SRR FAP

from performance-measures if the effects 6f observer charac-

teristics are reflective of differences in degrees of

Bhe KA e L,

observational learning or differences in willingness to
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perform what has been learned.

C. Assertiveness Training -

Although there_has t&én an increasing amount of !
N - -

Ky

literature regarding assertiveness éraining since it was
deveioped by salter (1950) , most of the work 'has been with
toliege students and adults (eg. Hedquist & WQinhold, 1970;
MéFall & Mafsﬁon, 1970; Ffiedman,rl97é; Hersen, et. ai.,
1973). Very little work has been done with the pre-adoles- -
cent‘ahd early adolescent child (eg‘ Ross,. Ross, & kvans,
1971; Patterson, 1972).

—

>

Py ' g ,
e Assertiveness training has received considerable
attention in the area of behavior therapy (eg. Salter, 1949;
‘Wolpe, 1958, 1973, 1976} Wolpe & Lazarus, 1966) where the
therapist attempts to direcﬁly shape asSertive responses.
‘The components of a§sertiveﬁess:training have received
considerable attention (Eisler, Hersen, & Miller, 1973;
; ‘ R

Friedman, 1971; Hersen, Eisler, & Miller, 1973; McFall &

F—

Lillisand, 19717 McFail & Marston, 1970; Rathus, 1972).
It aoes_pot seem ﬁo matter which type of'treatﬁent ié
émployed (modéling, roie—playing,'behavior rehearsal,
performance feedback and instruction) as all produpe

superior results to control procedures. o

~

Assertiveness seems to be a coordinated combination
. [#] N ‘ -

of several verbal and non-verbal responses (Eisler, Hersen,

e~
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Miller, & Blanchard, 1975; sansbury, 1974) . Eisler et. al.

(1975) not only demonstrated the complexity of the behavior
known as "acting assertively", but also pointed out that
assertivencss secns to be stimulus-specific, i.e. it may

occur when the individual is in one interpersonal context

and not occur in another. : .

Wolpe (1973) contends that assertive responses are
incompatible wi.th anxiety and that they are effective in
overcoming'neurotic fear. Ornqteln, Ornstein, and Carr

(1975) inves tlgdted the lelatlonshlp éétWeen anxieﬁy and

assertiveness and found a highly significant inverse

correlation. They conclude that anxiety reducing procedures
such as desensitization or relaxation, if used in tandem
with assertiveness training, would increase its overall

effectiveness,

D. | Modeling in'Assertivenegs'Training
Modellng can and has been used exten51vely to teach
assertlve behavior (Bandura, 1973) and as a remediatory
program for assertive behavior def1c1ts (Bergln ‘& Suinn,
!:.aﬂ-\

1875) . The effectlveness of the mode ling technlque as a

therapeutic procedure for teaching assertive behav1or-has

‘been shown with adults, hospitalized patients, and'college

students (Edelstein & Eisler, 1976; Eisler, Hersen, & Miller,:

\
1973; Friedman, 1971; Goldst01n, Martcns, Hubber, van Belle;.

Schaaf, errsma,,& Goedhart, 1973; Kazdln, 1974, 1976a,

19
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Longin & Rooney, 1975; McFall & Lillesand, 1971; Young,

Rimm, & Kennedy, 1973). Tt has also been employed with

normal children (Jakibchuk & Smeriglio, 1976; Masters,

Gordon, & Clark, 1976; Rudner, 1976) and emotionally ' .

disturbed children  (Goodwin & Mahoney, 1975). Types of

models used have been live'(Friedman, 1971), film/video-

tape (Eisler, Hersen, & Miller, 1973; Rathus, 1973), audio-

taped models (Gdldstein, et. al., 1973; MtFall & Lillisand,

1971) as.well as covert (imagined) models (Kazdin, 1974,

.-

- 1976) .

relevant to this study:

1.

children-as well as adults has. been amply demonstrated.

'behav1or of chlldren . ,

Conclusions

Several conclusions drawn from the literature are

The power of a model. to influence'the_behavior of

R s Rty g,

¥

Mocd -ling procedures have bzen used effectivelyvin

e ez, fye

assertion training.

The effectiveness of the modeling process is dependent
upon a number of variables which 1nclude model character-
‘4‘ e

1st1cs, model reinforcement, observer characterlstics,

and attentlon to relevant: cues in the nodeled and test

situation. ' N C ]

>

Multiple models are important to a child's social learning.

Adult and peer models are ‘both 1nfluent1al in changlng the

There is a discrepancy between acquisition of .a behavior

and its performance.




. The film by Rudnor wﬁich was chosen fét use ih this
study 1ncorporates several of the variables which the liter-
ature indicates are influential in the modeling process. The
film includés nultiple models, two adults (one male and onc
female) and two children of abouf the same age as the sub-
jects (again, one male and onc femalé). Each'model'interacts
assertively in two sceﬁe;, once with a same;sex éctor and
once witg one of opposite sex. Each model is reinforced for
agting assertively by obtaining the natural and lbgiéal-con—
”sequénces of standing up for their rights. Thus, the film
C&htrols very wéli for age anﬂ sex characteristics of the
modéls.n In.additién; the models' status is not indicated by.

the film;lso'it'isvexpected that.this will not be a significant

“influence. o v .
- [SY

Since there are'numerousavariables'that can affect the
outcome of a study such as this, care will-be taken to ran-

domly account for as many factors as'possible'(other than the
> . ’ S . : ) i
major independent variables of differential instruction and

: . o o
treatment). Subjects will be randomly assigned to the four

experimentdl groups. In this way, such factors as_sex of
subject, sex of confederate, ethnicity, age, intelligence,
" social status, reinforcement history for assertive behavior,

etc., should be controlled .for.

21
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CHAPTETR ITI

-, a
A. Overvrey

In order to test the offectiveness of a video-tape

designed to model assertive behavior, 85 subjects were

- randomly ass1gned to one of four groups. One group was

shown the film and then tested under conditions where they

_ had been instructed to act aseertlvely, a second group waq

shown the film and glven no .special 1nstructlons, a third
group saw no film but were given instructions to act assert-
ively in the test situation; and the fourth group. neither

saw the film nor were they given any special instructions.

B. Sample
Subjects selected for the study were all those

rade 7 pupils at Holy Cross School whqse parents had' not

- objected to their child's partieipation in the study. A

letter. e\plalnlng the study and asklng parents to signify
if thgz did not want their Chlld to partlclpate was sent’

out’ approx1mately one month before the study was to tuke

place (bee Appendlx)A) Five letters were returned stating

that those parents refused to let thelr chlldren be involved.

85 SUbjCCtS were selected (44 boys and 41 girls) and randomly.

A
E

assigned to treatment groups and test conditions. Ages of

subjects ranged from 12 years 1 month to 15.years 2 monthii

[N
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(mean 12 years 10 months) at the time ° the experiment
which was‘in mid-March. -Grade 7 was cirsen for the sample
because it is near in age Lo those subjects used/in,the

Rudner study and because there were sufficient students

in that grade to make up an adequate-sized sample.

The school chosen for the study 1s a Catholic
School. hav1ng grades 1 through 9 The junlor high section

serves a broad area of the c1ty, belng fed from several
i

smaller elementary schools It 1ncludes in 1ts populatlon
chlldren from famllles of low to upper middle ciass 50010—

o

economic status. Of the approx1mately 350 students 1n
)

grades 7 to 9, ahout 40 - SO are of natlve or metis descent.

THese" come from famllles living within the c1t llmltS.

covering a broad range of the socio- ecom//lc spectrum. In

school from the

C. .~ Research Design’

A pqsttest—only contrei group design was used in
this study. Thrs de51gn was chosen in order to ellmlnate‘.
the p0851b111ty of task learnlng through pre- testlng
(Campbell and Stanley, 1966) . Subjects were randomly

ass1gned to both treatment .and test condltlons ~ The

followrng table shows the number of students in each

1

group.

¢
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1 boy, 1 girl). ;The two peer models andlother'role players

24

Table 1

Assignment of Subjects

to Treatment Groups and Test Conditions

Gréup v : . N
A (Modeling/Maximized Cues) : 22
B (Modeling/Minimized Cues) 21
C (Control/Maximized Cues) T 21
D (Control/Minimized Cues) - ' 21
TOTAL - S , 15

D. Déscription of the Modeling Video-tape

The modeling Video—tape used in the tréatment,is' -
one which was prepafed by Rudner'(l976) for use in'a |
doctoral dissertation. It consists of a series of 8
situations in whiéh the” model exhibits a high degree of
assertiveness in sﬁandiﬂg ﬁp for his‘or'her rights. Two

adult models and two peer models appear'(l'man, 1 woman,

in those sequéncés are of approximately the same age as the

subjects who Viewed the video-tape for this study. The four

s models all display those specific behaviors‘whichuwere found

to be related to judgments -of overall assertiveness~in a

Study by Eisler, Miller, and Hersen (1973). These behaviors -,



include ‘duration of responses; face-to-face contact content
requesting new bchavior, and loudness of Speech . In subge-
quent studies Eisler, Hersen, -and Agros (1973a, b)'found'

that level of affect as displayed by tone of, voice ‘seemed

to be a reliable indicator of assertivenecss.

’

Included in the eight dlfferent scenes are two with
male.models and male role players, two with female models
and female.role players, two with male models and female
rale players, and -two with female models. and male role players,
thus controlling for the sex effects of the models. The tape
1ncludes a title for each scene, a- brlef narratlon, and the
,aotlon. Total time of actual actlon is approx1mately 13
‘mlnutes (scenes range from 1l to 1 3/4 minutes; mean about 1

mlnute, 35 seconde).

2

The eight scenes in order of their“presentation are:

a. The'lunchroom- boy squee21ng in line in front of

"another bov at a Coke machine;

L]

b. - The movies: man cutting in front of another man in "

a movie line~up;

c. | The”gym:‘ girl iosing her basketball to a boyvinethe
gym; | |

d. The  concert: man taking a lady's seat at/a concert;

e. ‘ ,Tne sohool_hallway:v girl wantlng to copy another

girl's math homework .before class; v: ;

EYWIS VIR
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The bookstore:. lady belng short changed by a
lady, clerk in a bookstoro-

The - llbrary? girl talking loudly and disturbing
a boy in the library; and h AR
.The reqtaurant .waitressg bringing a man a sahd—
wich instead of the steak which he ordered.

' _ - (S 4
The following is an example of the narration and

verbal exchanges in one of the situations:

The Lunch Room.

Tony is having lunch at thieﬁschool lunch room.

He's getting thirsty, and reallzes he doesn t have any-

thing to drlnk with' hlS lunch He looks at the Coke

achlne, and sees.a long long—up/in front of‘it.h~He

leaves the table to go over to buy a nice, cold pop.

since

wait.’
éiong

Model:

<

He's in 3 hurry because he has to -leave Soon, but

there's a long line-up in front of him he has tp

As he's waiting in line, this other student comes

and squeezes in line in front of him without asking.

Hey Rob, this is a llne and 1 was here before you. ..

Could you pIease go to the back of the “"bus"?

) Rob (pOlntlng to. the glrl ahead of him): But I thought

Model:

she was at the end of the line.

No she wasn' t. I was here before you. I‘ve_been

here for quit awhige now.

R o
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Rob : Adell there's lots'of pcople ahead/bf Us. - One
‘ ’ S . ; .
person doesn't matter. Mind if T cut in?
Model: Yes I do mind. It's not fair ydu know.‘ I'm

quite ‘thirsty and I am in a ruSh.
Rob : C'moh, you're ﬁy friend.
Modeli: wWell }t'aoeiP't matter Robert - there's other
peopngWaitihg'longer thén’yoq. Saﬁe-with me. .,
Rob: I'm fﬁirsty! ' . ,

‘Model: Sorry. You'll have to go to thé back of the

"bus".
" Rob: OK (and goes to the end of the line).
| Y
E. Nature of Treatment

Treatment Group‘ o
All’subjeCts iﬁ the éreatment’group were shown the
@odeliﬁg tape in groups of 4. Before the video-tape was
;showd to subjects, live ih;trﬁctions‘and_an introduction'
'weie giveﬁ:
'"Xou are goiﬁg tO'see‘some'éhort scenes where two people
at a time. are infefacting with each éthef. _These scenes
are examples of situétions that could happen to anybody,
anywhere. The bojs and'giils ihat‘yoquill be seeing in
'£he filﬁ are just like you. They are abéut the same age
aé you but are from a different Scﬁoq;. ‘The men and women

in the film could be like your parents, your teachers, any

other adults you know, or perhaps even you when you grow up.

127



Listen and watch carefully what happens each time. Notice
specially~how one person stands up for their rights to get

"

his or Her way."

Foflowing these verbal 1nstructlons the video-
tape was shoWn with breaks following the first four scenes
dufing wh;oh a verbal commentary was read.‘ This cohmentaryv
wds sO constructed as to call the quject's atfention to
those behavibrs rerformed by the models which wefe
assertive and pointed out the rewards whlch the mode X
received for actlng assertively. For example, this comment-
ary went with scene 3 in the gym:

"In the following scene notice how the girl stands
up for her rights by calmly and clearly telling the boy
that the ball he has”is hers. When he tries to keep the
ball she insists that it is hers and in the end she does

,

Get her ball back".

- After the'v1deo tape was flnlshed it was p01nted
outdto the subjects once more that the models ."did not
“allow themselves to be taken advantage of and got what
they wanted" (i.e.'were xeinforced) Three partlcular
"behaviors were cnumerated as being effective in attalnlng
‘that reinforcement: 1. Models remalned calm; 2. they
clearly stated wha thelr rlghts were ; and 3. they_
‘_persisted in making their demands. Following this’ subjects
vere-all taken to a- waltlng room from where they were take

1nd1V1dually to the test room.

J R
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Control CGroup
Subjects were plated immediately in a wdal ting room
from where they wore taken individually to\Fho tu;r room.
Following the completion of testing, control subjfcts were
taken to the viewing room where they saw the same film and

_'/ °
heard the same comnentary as the trcatment group had earlier.

F. Experimental Setting and Procedure

Treatment

Subjeéts received treatment and were all tested at
the school,' They were called from their classrooms in groups
of eight to the area where the experiment wis to take place.
At this point; they were assigned to treatﬁent condition and
to test condition. Those four wha were to receﬁve treatment
were immediétely taken to a room where they viewed the video-
tape ana heard tha verbal commentary. Thevfour aSSLgned to
~the control condltlon were taken to a waiting room from where

they were escorted 1ndividually to the testing room.

Testing”Procedure .
After subjecﬁs were placed in thOVWaiting room (the
treatment group had seen the film; tbe centrol group had not)
another experiﬁentef (an adult female) entered the room andA
cxplalnea to the group of sub]ects (see Appendlx B) ‘that she

was 1nterested in studylng and comparing Grade 7 and 8 students'

.>rformance - oh doing a wrlttenvmaée puzzle. They would only
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‘ . - .
have up to three minutes to work on the task. While thoey
walted their turns, a practice ma (Appendix C) was handed

out tor them to try.

After being given a chance to. practise on the maze,

cach subject w o taken individually by the female
exXperimenter to the test room. Subjects waited in the
waiting room anywhere from two to twenty minutes. For all

groups, subjects were selected randomly for their specific

testing times. C o “ R

Maximal Cue.Condition
Subjects from both treatment and control groups
who were assigned to this condition were-given the following

-

instructions‘after having left the waiting om and before B
-entering the testing room: Remember that ft is important
that you finish the puzzle and.ao it as quickly as poésible.
Now if you're interfered with in any way, be(su;é té'stand

up for your rights and do what you have to in order to

finish,“okay? Good Luck.

’Miﬁihal Cue Condition ( (
Subjects'f?om both treatment and cont}ol.groups

who were aséigned toﬁthfg‘condition were given these

instructions‘after leaving the waiﬁing“room and before : ' ;

entering the testing room: Remember that it is important

that you finish the puzzle and do-it as quickly as possible.



"Now remember what TI. said about not telling apybody about

what happens in this room, okay? Good luck.

/

s
’

. The test 51tuatlon‘1tself con51sted of a direct
intentional JnCLdent between the subject and a confederate
in which .2 subject was requ1red to demonstrate some
assertive SklllS in order to overcome scme interference
and complete a task. It was necessary to keep the subject
unaware of the fact that he was being tested for assertion °
(even though those subjects in thao gue maxfmizing group
had been told to "stand up fqr YOur,rights"); otherwise
subjects might try to perform"as expected by the experi-
menter. An attempt was also ‘made "'to conceal tﬁe'video—
taping apparatus from the subjects to reduce the“possibility
of test anx1ety and to prevent them from guessing the real
purpose of the testing 51tuatlon The untt,'consieting of ' ' :
a camera, microphone and_a'v1deo—tape recorder was placed -
in a 5 foot wooden box COnstracted specifically for the
purpcse of uhobtrusive”video—recording. Although spme.
subjects were somewhat suépiCioﬁe that they were being
taped, this was helther conflrmed or denled by the experi-

.menters and most subjects dld not glve any 1nd1catlon that ;

'they thought they were belng recorded

The subiject was met at the test. room by either a
male or female Grade 8 confederate student who alternated

after two succe531ve test 51tuat10ns. The experimenter

-




-

.

a4

seated both across’ from each other :at a large taole and
handed out the test mazes (Appendix D) with pencils. She
gave the subject a pencil with an eraser on it, and to the
confederate she gaQe one_without an eraser. Then she read
-
the directions on the‘maze to both of them, answered any
questlons which they might have asked, started her stop
watch and left the room. | '
Following this, the confederate worked on tne maze
for about 30 seconds and then 1ntentlonally made an error
on his puzzle He looked up to the sub]ect and asked ifh
he could borrow the subject's pencil "for a second"” to
e€rase his mistake; If the subject refused, .the confederate
was to persist for four ‘Yequests and then glve up. - If the
confederate did get the pencil, he was toﬁerase for about
15 seconds and then continue’working on the maze with the
subject's pencil thus leaving'the subject with no pencil
It was now. -necessary for. the subject to assert hlmself in

order to get the penc1l back and complete the task. In

order to establlsh a measure for the "persistance” variable

- the confederate was instructed to resist or ignore requests

to return the pencil unless the subject left his chair to

get the pencil back.

All behaviors in the test 51tuat10n were recorded

on VldeO tape for later judging. Subjects responses

»

were vldeo-taped to permit the judge_to respond to visual

32
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¢s well as audio cues in making behavior ratings.

Interview end Questionnaire

Following the test situation, each.subject was inter-
viewed to obtain his feelings abQut the test and to determine
how aware he was of the true purpose of the study. First he
was asked how he felt about what happened during rhe test,
as well as how he felt about the grade 8:with him. This
question was followed by:" fWaslthere,anything more to the
test than what you were first told? Was there more to it

‘than just doing a maze?"

In addition, a questionnaire was administered orally
to each subject (Appendix E). This was ro determine if.the
child was aware of an appropriate assertive response rn
similar situations where they might have'to stand up for
their rights. Thus, bu their choice of response, ad indica-
tion Qould be given if the childvknew what he "ought" to do.
Thls was used as a further check to determlne the cognltlve

ach151tlon versus performance dlfference between and amount

the treatment groups. If the subject had acquired the necessary
assertiveness skills but had not performg¢d them in the test
situation, this questionnaire wou maker this apparent"
Fellowing this, each subject was reassured that fhe
Grade 8 had only been d01ng what he or she was asked to do.

Also, the subject was asked not to tell anyone what he had
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seen or done, and was sent to another waliting room where
they waited until the group of four was finished. After -

this they were sent back to the classroom.

. \
Summary of Experimental Procedure

Treatment Groub

(1) treatment -- 16 mihutes

(2) escort to test room with differential ’
. instructions -- 1 minute

(3) test period -- 3 minutes

(4) interview and questionnaire -- 3 minutes

Control Group

(1) escort to tést room w1th dlfferentlal

instructions -- 1 minute
(2) test period -- 3 minutes
(3) interview and questionnaire -- 3 minutes
(4) treatment film -- 16" minutes
G. Outcome Measures

Elsler, Hersen, and Agras (1973a, o) when worklng
-with psychiatric patlents discovered that the more assert—
ive ones exhibited shorter respaonse latencies (time taken .
before flrst response), louder speech, longer spé(vh
‘duratuon, greater affect (tone of voice), less complianoe,
and more requests for changes in the other than the unassert-
ive ones.’ Elsler,[Hersen, and Miller (1973) obtalned similar
results in another study. In his pilot study, Rudner (1976)
found that specific respons:éygasures, such as response

latency, response duration d total response time plus the

-specific discreet response of whether or not the sybject .

[
(Y
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got the pencil/eraser back were highly sensitive in

discriminating between treatment and control groups.

4 Components of assertiveness chosen for observation
in this study were defined for judging as follows
1. response latency: The elapsed time in seconds from
when  the subjectvgives his pencil to the confedetate
until the subject flrst asks for 1t back or makes a
comment that the situation is unfair.
2. ‘total response time- Total time from when- subject,
flrst glves u? the penc1l until he gets it back.
3. number of requests: The‘number of requests that
the subject makes of the confederate:to return his
pencil. Also scoreable were any statements
referrlng to the subject S rlght to a fair and
equal chance to complete the task.
4. - _gets‘pencil/eraser back: Success or fai;u;e—in
~getting the pencil/eraser back. .
¥ : | ' . : ' - - %‘1
In summary, greater assettive behavior would be .

-associated with shorter response latencies, less total

time, more requests and getting the 'pencil back.

H. Behavior Ratings

All behavioral ratings were made by one judge who:
observed the video-tapes made of the test situation in a
random order. . The ratlng form use- for ratlng the tapes,

appears in Appendix F.

35.
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As a check for the rellablllty of this judge, a
soeond Jjudge was asked to rate 22 incidents. Correlations
~and percentage of agreelng responses are found in Table 2.

Table' 2
Reliability Check'on~Judge for Behavioral Ratings

(number of situations = 22)

Measure o r % Agreement
latency of response . .979

total time - .979

number of requests‘ er <« 915

gets pencil back ) S S 100

-

Scoring

Sﬁocess_or failure to get the pencil back was
scored i or’O, respectively.. All other measures of subject
'performance were obtainea by Eakingvthe raw(value of the’

various measures. Mean scores were then used to measure

dlfferences between the groups for each partlcular measure,

.except for the tallled (specific) response which was compared

B

using composite group scores.

36
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G. Hypotheses

The Hypotheses based on the various outcome meaéures
.leléw. Specific null hypotheses will be reporteg\aiong
with related analysis in chépter v. - - '

I(a). There'wili'be no difference in scores between
-groups who were sthn the film and groups who were not shown
the film‘with respect to number of-requests} response latency,
total reséonse time/ahd.getfihg the penéil back. ‘

I(b). Therg will be no difference in scores between
groups who were told to "stand uplfor their rights" in the
testing.situation and.groups who were given no special
instructiohé. |

IT. There will be no difference in scores between
male and female Subjects who werevpairéd with same—séx‘and
opposite-sex cdhfeéeratés. : ﬁi‘ | |

III. There will be no difference in scoreé'ﬁetweéni
male a#d femaledéubjects who were sﬁgwnlthe film;_and malé
and femaie subjecés who were'ﬁOt. | |

Iv. | There will be no difference'in'scores between
male and female subjects who were told to,"stand up fd£ £heir4
rights" in the testing.§ituatioh, and male and female subjectsA

o
.

who were given no special instructions.




CHAPTER 71V

Results and Discussion

Eighty-five subjects were selected to part1c1pate
in the study. During the experiment three boys (two from
the CONT/MAX group and one from the MOD/MAX group) and
two glrls (one from the MOD/MIN group and one from the CONT/
MAX group) found an extra penc1l to use in the test 51tuatlon;
and thus were ellmlnated from the analy51s Also three boys |
(all from the CONT/MAX group) were: excluded because they
refused‘to glve up their pencils. They were excluded because

‘such behavior could be construed as aggressive rather than
assertlve dependlng on its motives and manner of dellvery
In addition to this, three girls (two from the b X group,,
one from the MOD/MIN group) and two boys (one from each of '
.the MOD/MAX and MOD/MIN groups) were eilmlnated due “to .
technical d;ff;cultles experienced with the video-tape
equipment. Consequently the MOb/MAX group Qas'left with
| 18 subjects (13 boys, 5 glrls) the MOD/gIoup with
18 (7 boys; ll glrls)‘ the CONT/. 1X group with IS (3 boys;

12 girls); and the CdNT/MIN-groUp.with 21 (13 boys, 8 girls).

The data accumulated in the post-treatmentatest
was subjected to statlstlcal analy51s to ascertaln the
‘tenability of the major hypothe51s that-

1. there would be no 51gn1f;cant dlfferenCes between the

treatment group and the control group on any of the

Y



39

'outcome measures, and;

2. there would he'no significant differéhce between the
maximized test COndttion and the minimized test condi-
tion. | |

.The data was further analyzed to determine if boys and girls

Qould‘be differentially affected hy the treatment conditiohs,

‘the test conditions and the factor of whether the confederate,

with whom they were required to be assertive, was a boy or girl.

A, Analysis of Data - .

In accordance w1th the four hypotheses to be tested
two- way analyses of varlanco was performed to see if the
groupsvdiffered on the variables: inumbet bf.respOnses; respohse
latency,vand total time. . To examine thevspecifit response
measure {success orvfailure‘et,regainihg the pencil) a three-
Qay chi square test for indépendence (Winer, 1971) was per-
formed. | | | '
A level of, 51gn1f1cance of .05 was chbsen as
"being neceséary to reject the null hypothesis. Where the
interaction was non- significant, it was assumed that the
effects of the two variables were addltlve and analysis of
variance wéls car:;ed out. When thevF~test for the inter-
\action’was sign;ficant,.a Scheffé MultipleeComparison of -

Means Test (Scheffé,'l959)ﬁ%as applied. Ferguson (1971)

®

"

suggests that since the Scheffe procedure is more rlgorous

than other‘procedures, and'&ill che -efore lead.to fewer sign-




40

ificant results, "...the investigator may,ohoose to employ
a less rigorous i}gnificance level in using the Scheffé
procedure: that is, the .10 level may be’ used instead of

the .05 level" (p. 271). In keeping with Ferguson's iyégestion,

the .10 level was used in this analysis.

B. 7 Hypothesis and.Findihgs

* At the conclusion of the test situation, subjects
-were‘askea whether they thought there might have been more
to the test»situation than what they were first told. - Only

4 answered in the affirmative but they were unable to describe

the outcome measures.
This section includes the stated null hypotheses'

and a discussion of the results“of the analyses foxr each

hypotheses.

Hypothesis i'
-(a) It wes hypothesized that there would be no Signifioant
differences between groups who were shown the V1deo—
. tape and groups who were not shown the v1deo—tape with
respect,to the four measures: number of requests,

response, latency, total time and success Or failure’

a

at getting the penc1l back.
(b) AIt was further hypotheSized that there would be no

significant differences between groups who were told
B . . ) \
to stand up for their rights and groups who were
given no special instructions with respect to thosey
~

measures. . ' (:;—‘\,ﬁ\-;
) I N
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A summary of the analyses is presented'in Tables
3a to 3e. Table 3a reports means and standard deviations of
the tWO conditions compared for the three measures:- number
of responses, response latency, ahd total‘time. Tables 3b,

3c and 3d report results of the two-way ANOVA performed on

each measure. .
D I, . V\

Since it is assumed that the modeling treatment and
the maximized conditiohs would lead to more assertive responses;
a one-tailed test was used in‘determining'the level of signifi-
cance and'those‘probabilities are reported in4the tables.

Table 3e reports frequencies for the specific measure (success
or failure). Analy31s of results reported in Table 3e using
a,three—way chi square test for lndependence 1nd1cated/that
there were no significant dev1at10ns of actual frequencies of
success or failure from the expected'frequencies'ih .each _cell
"an the testlng of this or the other three hypotheses.' This
order‘of presentatlon of tables is repeated for each of |
the subsequent analysis.

/

On the basis of the reported analy51s, hypothesis
I (a) & (b) was not rejected. That 1s, the groups were not
f;und to be 51gn1flcantly dlfferent on the measures of number/

of responses, Tesponse latency, total tlme and success or

failure at getting the pencil baeck..
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Table 3b

Summary of' Two-Way Analysis of Variance Comparing Treatment

and Tost Conditions on Measure : Number of Responses
’ N——
Source aft MS F ’ P ﬁ
§
A (Treatment) 1 6.25. 0.600 0.22
B (Test) 1 0.98 0.094 0. 38
Erroxr- 69 10.42 ) .
i
- Table 3c ‘ *

Summary of Two-Way Analysis of Variance Comparing Treatment
and Test Conditions on Measure : Response Latency

“Source - - df - Ms F ' P
A (Treatment) 1 . 640.23 0.429 0.26
B (Test) 1 1.11 0.001 0.49

Error 69 1050.54
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Table 3d
Summary of Two-Way Analysis of Variance Comparihg Treatment
and Test Conditions on Measure :

Total Time

Sourca daf

MS F P
A (Treatment) 640.22 - . .0.429 0.26
B (Test) 1 8.25 0.006 : 0.47
Error 69 14%0.02

Table 3e

~

Contingency Table  for Comparison of Tr

eatment (Modeling or
Control) and Test (Maximum or Minimum) ‘Conditions
on Measure: Getting Pencil Back
»
Test Conditions
MAX MIN ,g
MOD gbccess . 8 ‘ 12 . }
failure 10 . 6
Treatment ?
CONT success : . 8 T 9,
failure




Hypothesis 11

<

It was postulated that there would be no signifi-

cant differences in scores between male and female subjects

. / -
who were paired with“ﬁame—sex confederates and males and

fe

males who were paired with Opposite-sex confederates.

v

- A summary of the results and analyses 1s prdsented

in Tables 4a to 4e. Probabllltles are reported for a two-

talled test as it could not be predicted i.ow the sex of the

confederate would affect the performance of subjects. On

th

Hy

in

fi

>

Ta

th

a

tr

th

e basis of the results of these analyses, the null

- hypothe-'s was not rejected for any of the four measures.

pothesis III

It was hypothesized that there would be no difference
scores between male and female subjects who were shown .the

lm and male. and female subjects who were not.

/
/

A summary of ‘the results and analyses appears in
bles Sa to 5e. The null hypothe51s was not rejected on

ree of the four measures. Table 5c¢ shows that there was

srgnlflcant 1nteractlon effect between subject sex qniv////f>
. P

eatment on response' latency. The result 1nd1cates that\/

e treatment may have produced a different effec one .

o

“X or the other. To test out this possibility a Sobeffé'

- Ziple Comparlson of Means of Main Effects was carrled.

- Nc¢ = mificant dlfferences were dlscovered between

o

45
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Table 4b

Sﬁmma;y 6f'Two—Way Analysis of Variance Comparing Subject Sex
w&ﬁnd Confederate Sex on Measure: Number of Responses

Source - odf . MS - F 2
A (Subject Sex) 1 9.68 0.936 0.34
B (Confed. Sex) 1 3.10  0.300 . 0.59
Error 69 10. 35
\
.
/

) Table 4c

Summary of Two-Way Analysis of Variance Comparing Subject Sex
-and Confedérate Sex on Measure: ." Response Latency

C

Source af MS : F . P
A (Subject Sex) = 1 160.00 0. i5: ©0.70
B (Confed. Sex) 1 575.09 . 0.50% . 0.46

Error ' 69 1048.92

TN




Table 44

Summary of Two-Way Analy5ls of Varlance Comparing Subject Sex

and Confederate Sex on Measure Total Time
» e /\ S
Source =~ 4f MS | CF » P
A (Subject Sex) 1. 404.49 0.273 “0.60
B (Confed. Sex) 1 - ,1037.48 . 0.701 0. 41
Error Y. 69 - 1479.43
_—
5
-Table 4e

Contingency Table for Cemparison of Subject Sex and Confederate
. Sex on Measure: Gettlng Penc1l Back =

- Confederate Sex

: M _ .
M - ‘Success - 11 )"-. {3;-%;f8
faLlpre C 5 ‘ T 12
Subject Sex \
F success , 8. ' o 10,

failure

BT 2 AT T NCY, SRS TSRt
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' Table 5b
X
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Summbry?of Two-Way Analysis of Variance Comparing Subject
Sex and Treatment Conditions on Measure: Number of Responses

Source df - MS F , P
; » - - | —
A (Subject Sex) = 1 - 7.80 0.756 0.20
B (Treatment) - 5.14 0.498 0.24
Error ‘ €9 712.09 o
1
]
(Table 5S¢

 Summary of Two-Way Analysis of Variance Coc. :ring Subject Sex
and Treatmént Conditions on Measure: Rc:.ponse Latency

i P T

Source daf MS F P !
A (subject Sex) 1 86.69 0.086 0.34 - ' /
B (Treatment) 1. - 549.13 0.547 . 0.23
"A x B 1 4108.75 4.091 0.05*
Error .68  1004.30 o

* Sigrificant for a two-tailed test.
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Table 5d

Summary of Two-Way Ahalysis of Variance Comparing Subject Sex
and Treatment Conditions Oon Measure: Total Time

Source * daf. MS F P
A (Subject ‘Sex) 1 271.44  0.183 . ' . (.34
B (Treatment) 1 559.00 0.376 0.27
Error 69 1486. 36 |
/
Table. Se
T
Cohtingency Table for Compariscn of Sdbject Sex and Treﬁtment'
C Condition on Measure: Getting Pencil Back
- \ ~
Treatment
' . , MOD - . "CONT
success ‘12 ' 7
M failure T g 10

Subject Sex _ _ : ' g
F success , S 8 : . 9

failure | 8 - 10

A A STt e
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means of either the sex groups or'Um:Treatment groups.

Hypothesis IV

1t was postulated tha£ there would be no difference
in scores between male and female subjects who were tola to
stand up for their rights in the testlng 51tuatlon,and male

and female subjects whoO were given no special 1nstructlon.
;.

A summary of the results and analyses is presepted
in Tables 6a to 6e. In’ this 1nstance the null hypothesis was e
not rejected.

C. Summary'of Results . .\ ', _ o

In summary, the foregoing analyeislof the data -~

" collected suggests theﬁz | f -

1. The twenty mihutetmodeliné_paCkage used in this study
was notjpowe;ful enough to éignificantly affect‘the
’performance of Grade 7 students in the spec1f1c test
ISLtuatlon on - the. outcome measures used, that is, number
of responses, response letency, total time taken to get
the pencil back,_and\finally, simply the success or
failure of the'subject»te regaiﬁ possession of the»pemcil.

2. Reminding sﬁbjects just’prior to entering the test situ-
ation to "stend‘up for their righ;s"?did not significanily
alter perfqrmanCe in the test situation on the specified -

' R .

outcome measures.

(U
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Summary of Two-Way An

alysis of var
Sex and Test Condit

lance Comparing Subject
ions on Measu

re: Numbeyr of Responses

Source : af Ms | F . P
9.603 0.926 0.17
1 1.660 0.160 0.35 :
10.371 : )
% ' —
Al i
Table 6c .

Summary of Two-Way Analysis of Variance Comparing Subject Sex
Test Conditions on Measure: Response Latency '

i
Source - daf - MS S F P ,
A (Subject Sex) 1 145. 85 0.138 . 36
B (Test Cond.) 1. 11.85.- 0.011 0. 46
Error 69 1057.08
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o

Summary of Two~Way Analysis of V@riance'Comparing Subject Sex
and Test Conditions On Measure: Total Time

Source af
#A (subject sex) 1 375.14  0.251 - .33 o |
B (Test Cond.) 1 30.73 0.021 0.745 l
: !

Error 69 : 1094.02

Table 6e

Contingency Table for.CQmparison of Subject Sex and Test
Conditions on Measure:OﬂGetting Pencil Back

- A . _) o ' o Test

MAX MIN
M Success . 8 ; o 11
, : failure : 8 ' S .9
Subject Sex ) - ' N
o P success . : 8 . ' 10 S

failure @ - 9 . ' 9
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3. ‘Further analysis of the data to determine'ié there were
differential effects on boys or glrls of showing the
video-tape, 'giving the dlfferent instructions, or
pairing subjects with a male or female confederate

yielded no significant results.

Discussion

Several factors may have accounted for the failure
to obtain,statistically significant results in this study.
\k»

These- factors relate to the treatment package used, to the

outcome measures and to the test 51tuatlon, as well.

A. Treatment Package

‘The study COnsisted of‘only a single‘brief
exposure to treatment. Had there been a repeated exposure
to the_Video:tape W1é% less passive 1nvolvement on the part
of subjects in the treatment, it is llkely that’ more positive
results would have been reallzed For example, had subjects
been allowed to role play one or two of the modeled 51tuat10ns,
'the llterature reviewed in Chapter II suggests that performance
would have been enhanced. Also, if subjects had been encouraged

to discuss~the advahtages and problems associated with behaving

- as the models did, differences may have been noted. ' B

R

Although comments were not dlrectly sollc1ted
.students sald that they enjoyed watchlng the tape, found it

'1nterest1ng and that the problem 51tuat10ns presented were




relevant to their experiences. However, a frequent comment

was that the antagonists (ie. role players other than the models)
did not appear realistic invthat they gave up much too easily.
Similar situations in the students' experience had not been
resolved nearly so easily or quickly. For this reason, they
found it hard to see where the behaviors exhibited by tte
models could be effective for then. Thus, ideptification with
the model and the consequent matéhing of the model's behavior
would not have been maximized. ‘This cerroborates therliterature
reviewed in Chapter II which suggests the use of a "cgping"
rather than a Fmastering" model to induce matching behavior.
Perhaps 1f the modelsi\h\the video- tape had dlsplayed more
'anx1ety or if a higher degree of resistance had been shown

by the other role players, the situation as acted out wouid

have seemed more credlble and v1ewers would have been more

llkely to 1m1tate the model s behavior.

¥
At

Finally,‘eubjects were given no indication as to

the object of théir viewing the video-tape (ie. to teach

e e —

them how: to stand up for their rights). Hgd they been
adVLSed that they were part1c1pat1ng in a program spe01f1-
cally designed to teach them how to respond with approprlate
assertion in’ certaln ccuflict situations, 1t 1s possible .hat

A
N
atment studies reviewed in Chapter II’were completely

> S

/iqq;jlcance may have been acMieved. Indeed most subjects

Jare of the nature of the treatment. . o
. ’ ’ N
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and suggestlng a solutlon t- the'\onfederater’ ‘Others responded

-and “total tlme), the broad varlablllty\whlch occurred within

groupSHSuggests that these measures do~not effectively dis-

D e I e e o N PSR S L SU e s mey gt e

B. : Outcome Measurc: md Method of Rating

The outcome measures used for this study have some
very definite drawbacks. For example: "number of reguests"

was chosen to measure persist nce which has a strong intuitive

‘link with assertivend®s. However, the difficulty of using this

as a measure of assertiveness is exemplified by the question:

Is the subject who asked 20 times for her pencil more assertive
than the subject who asked 5 times? Obv1ously she is persistant
but the Iack of effectlveness and satisfaction 1nd1cates a lack .

of assertiveness in Alberti and Emmons terms (Albertl & Emmons,

1971). It is this author's oplnlon that the quality of the
response would be more 1nd1cat1ve of assertiveness. T Video—

. o

taped recordings of the test situation show that some subjects
made attemipts to imitate the mc.. ed behaviors.by‘remaining

calm and controlled, sating their feelihgs~about the situation

by demanding, * pleadlng, or merely suggesting that the confederate
give the pencil back, at the  same time dlsplaylng emotlons that
ranged from almost total apathy to intense anger and frustratlon.

It is suggested that in future ‘studies an analy51s of tzges of

responses be used rather than a quantltatlye measure.
: / ;7

W1th respect to the two “tlmed—f’zasures (later oy

v"crlmlnate between groups and the 1nadequae1es of these as

@ e

g

T
,1nd1cators of assertiveness should be serlously con51dered , i
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before adopting them for use in future studies.

Because of the problems presented by the measures
used in this study and similar problems anticipated with other

types of behavioral measures, it is suggested that "assertive-

ness" would best be measured as an overall quality separate
from the individual behaviors. Thus . *ype of rating where
judgments are made concerning the deg~~: of assertiveness

demonstrated,by the subject is useful. Another possibility
) - ad
would be to systematlcally compare the tapes of subjects

2

who had recelved treatment with control subjects by show1ng

.them-to trained judges two at a time and asking them to

.

decide which subject was more dssertive.
Lo, . .

c. Test Situation

Although the test situation (ie. needing to confront

B : :
another person with the fact that his behavior is‘inhibiting

s

one' Sown chances to complete the progect) seemed sufflclent to

,ellc1t the ' haviors associated with assertiveness. for the

purposes of this stﬁdy, it seems that the instructions~to -
~ >

"stand up for your rights" were not powerful enough to cause

a change in subject's behavior.. Had the experlmenter empha-

51zed these 1nstructlons n@re and helped subjects mentally

practlce the behav1ors aemonstrated by the film, it is 90351ble

‘ that dlffenences would have been found between those subjects

who receivea no special instructionsy o .
» o o . o
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CHAPTER v

Summary and Conclusions

A. '_ Summgry

| The general purpose of this study was to» fﬁbt the
effectlveneSb of 4nty*m1nute modellng tape ﬁﬁgﬁgachlng
assertlon skills to. ]unlor hlgh school. chlldren (Grade 7)
over a short perlod of tlme. Two general;hypotheses were = ®
tested: one which predicted that children who had viewed t\“-f@ﬁ
the tape would be more assertive in a specified test 51tuat10n 'fégﬁ

than a control group, and a second which proposed that telling

‘children to "stand up fer‘their rights" would impfeve their

0 ‘\K pE

perfo:magﬁp in the test situation. o P o
' < \ . 'J fg\l
S o .

Behaviors associated with assertiveness were ob-

served and rated. Results were ahalysed and demonstirate:
. - ]

that no statistically significanttdifferences existgd between

the performances of the groups,en those measures under the
various conditions. Neither the video-tape nor theyrexhortation.
to be assertive produced siganicant changes in’ the| behavior of

<

the SLbjeCtS on four measures in a test situation

ere they
, , / ' _
were required to get a pencil back from a peer in(order to.
complete a task. THhHe four measures,we;e:, the number of requests

for the pencil, the time taken before the first response was made,

the time taken to regain the pencil, and success or failure at

v

regaining the pencil. In addition to thevtwo general investiga-

60




61

tions it was further testedAtQ see 1f treatment conditions, -
test conditions or sex of the confederate would affect boys

differently than girls. Analysis of the results did not support

!

to these hypotheses. .¢ : N

5 s
{ -

B. Conclusions

That lack of assertiveness is a prevalent problem

~

is supported by the preponderance of studles which have been

addressed to thlS toplc. Several studies have concentrated

on the lack of assertlveness whlch seems to begin to develop
in children soon. after they start -to school and continues to
develop thrOugh adolescence and into adulthood (Rathus & |
Ruppert, 1973). If a program were to be developedbwhich would
effect1Vely and efficiently deal with thlS problem, -and if it

were 1mplemented in the school systems, the potential both
<>to the' individual and to the people with whom he or she comes
in contact are self- eV1dent The 1mp116ﬂtlons of this type
of study for the development of such a: ptﬂpgam are also’ qu1te
clear. : ‘ S X
O

If has been shown that elther or both of two condi-

tions exist - that is, the treatment used in thlS study dld

g

not cause Grade 7's to act more assertlvely, or that outcome .
L
measures used in thlS study are not approprlate to measure - =

assertiveness. To counteract the first COndlthﬂ 1t has been

suggested that the treatment- be extended over a longer perlod:

of time and that the video- tape be presented in tandem Wlth

1

. e o A

»
s e

et e i




another procedure such as role playing or group discussion.

- Another alternative which has been proposed is the develop-

ment of a program designed to teach individually the specific

behaVLOral components of assertlveness. To counteract the

sec0nd condltlon, it has been suggested that rating 1nd1vrdual

behaviors is not satlsfactory. A judgment of overall assert-

iveness would seem to be more appropriate.

"Assertiveness" seems to be.something more than‘

posse551ng in one's repéy%oire those b7hav1ors usually assoc-

5
1ated with being assertive. - It 1nvolves a motivational

state wherein one'recognizes first of all that his rights

Or freedom are being abused. Then he must anticipate éhat

-performing those behaviors deemed "assertive" w1ll lead to

a solutlon which is both self- satlsfylng and self- enhanc1ng

~It is only at thls point that he can act.- Aty assertlvenesst

tralning program should take this into account in order to

be more effective. o ’ o .
#
£
e, : Suggestions for Further Researéh
1. Further research is needed in the area of extendlng the
léngth of treatment and its long term effects.
2. 'Studles in which a program is used with prev1ou3§y—
ivldentlf;ed low or non;assertive~subjeots would be of
valueff~k‘ “
AN /; B
' Fhe llteraﬁure on modellng in assertlveness training’

»

suggests the use o»F other procedures in additiomn to

R

»‘G-"
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modeling to teach asscrtivenesgs, InVestlgatlon as to
the most efficacious methods for use in the - classroom
is badly needed. °
4. A Study in which two pPrograms - one designed to teach
"assertiveness" and one designed to teach components
of assertiveness, €g. appropriate body posture, approp-
riate emotion, use of "tyn messages, statement of feeling,
per51stance, etc. - were compared would prove useful
to those trying to ‘teach assertiveneéss.
5. Further studies’ to determlne the nature of assertlveness

and those condltlons which foster Oor hinder its develop—

ment are needed. Such studies bear many implications not

6. The role of anxiety in assertiveness and how to deal
effectlvely with anx1etz&1n both non- therapeutic ang

therapeutic settlngs warrants further 1nvestrgat10n.

In conCldsion, although the analySLS falled to demonstrate

" that the video- tape or the instructions diq produce changes 1n
the assertive behav1or of Grade 7 students, I would not advocate
the abandonment of the v1deo -tape as one’ component of an assext-

R
iveness training program. The film has. face valldlty in that
the 51tuatlons which are set up are common ones' and v1ewerS'
find it easy to Adentlfy w1th one or more of them. It possible
use as a dlSCUSSlOH starter was ev1dent in the student' S reaction

N :
& ~
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both to the 51tuatlons themselves and to the behav1or of the
role players (i.e. _ldentlflcatlon with” the 51tuatlons was
each; 1dent1flcatlon with the actors was not) . Further
studies. might anestlgate the 1nclu51on of this v1deo tape

in assertlveness training program and compare it to a program

where the tape was not 1ncluded
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L FOOTNOTES

!

i

[
lThe modeling video-tLpe used for this study is
entitled "Assertiveness Training Situations", and is loéated
in the‘Audiolvisual Media Center Tapé‘Library; F%culty of
Education, The‘University of Alberta, Accession[#AO2;4.
The tape will be made available for xeproduétion by contacting

Dr. Peter Caldér‘in the Department of Educational Psychology.

Wy
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APPEINILIX A: Sample of Letter Sent to Parents

FACULTY OF [DUCATION
TYHME UNIVIRSITY OF ALBEHTA
COMONTON, ALDIOKTA 2
CANADA 716G 2GB,

DLPARTMONT OF EDUTATIONAL
PSYCHOLOGY '
FLoCATIDN TINTRE—NONTH WING
YU I eMONT (40Y) 43 B24as

February 14, 1977 '

To Parvents or . “ans of St :dents at Holy Cross School oo

- Grade seven students at Boly Cross School Lave been selected to
take part in a study t¥at is ing conducted by the University of Alberta.
The general purpose of the study is to develop a program for teaching
children appropriate social behavior. .

The .study will be taking place in the school. Each child will be
out of the class for about 45-60 wminutes on the day of the study which
will be both an educational and enjoyable experience for the student.
The results will be used only for resezrch purposes, and all data will
rerain strictly confidential and will be dectroyed on completion of the
research. ‘ o 3

Sseamti L, . Saie

Since the students will be video-iaped, and in order thar we may pe
sure that we are not proceeding contrary to your wishes as a parent, may
we ask you to complete this form letter today if you DO NOT wish your con

or daughter to participate in this study. Please have Your child return
this letter to t'e office of the Principal in the envelope provided.

T DO NOT wish my child,

(print full name) o ’
to participate in this study. : : i

°

(signature of p-rent or guardian)

(date)

,Thank you for you? co-operation.

Id

" Mr. N. Gour Mr. Ted Shaw

' Principal Dept. of Educational Psychology
Holy Cross School . - University of Alberta
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APPENDIX B: Instructions to Subjects re: "Maze" Study

I

"Good morning (afternoon) kias. My name is Paf

and I'm doing: some work for The University of Alberta.
I'm doing a study comparing how;boys and girlg in Grade 7
and 8 wofk On a certain maze puzzle. "Each of you will be
competing one at a time aga;nst a Grade 8 student to.see
. who can do more of the puzzle in 3 minutes. ‘Your work is
very important to me, so try your best and work as guickly
as,you can. Here is a maze for you to practice on thle
you wait. - There are at least th}ee different ways of
doing the puzzle. See how many you can find.

After you have finished ;ere with me pleasé do NOT | .
tell your friends or classmates what you did or saw.  It's
very impdftant that they don't know until‘after all the
Grade 7's have had a chance to try. I'11 bé back in a

couple of minutes to start takfﬁ@xyou one at a time to

the test room.

Thank you for your cooperation.”
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APPENDIX D:  Test Mazé Puzzle

“(Reproduced from Shepherd, 1973 - reduced)

Start at the SPRING and run throunh the seasons in order (SU'HYRR,
Autumn and round to WINTLR), without crossing or retracing your path.
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appropriate answer.)

L

APPENDIX E: Questionnaire

o ~ o Schoo{,
Group
What would you do first if... (Check ( /) the most’

A friend of yours kept bugging you to‘gé to the store
after shool w.en you know you are not allowed to gov?

1

‘tell him You can't go and that's it
ignore his requesﬁ '

go to the store ényways

Somebody in your class messed up the board after you had
just worked hard at cleaning it? S :

clean it again
tell the teacher BN

tell #m to clean it o . ,
The math teacher explains something new in class that
You don't really understand? ‘ ’

ask the teacher during the class to eXpiién it
again ‘ o o :

ask your friepd or parents to help you
forget about it

Somebody in a movie takes your good seat when you go tb
buy a ticket : : A

take 'another scat . B e
tell him it's your seat and ask him to move

‘push him off . \ .
) ‘ ' ’ ) . ' - . ﬁ\ .

Somebody in your class accuses yéu of having taken $5 o '
that belongs to them)\ anc¢ ask Yyou to empty your pockets
(even though you didn't take it)? ' ~
empty your pockéis

] F
tell him he can't search you

tell the teacher
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APPENDIX F: Rating Scale"

7
EN
Subject sex: . . M .F - "ape Ne,.

Confederate sex: M F. . . Subject No.

Rate the chilg according to the behaviors belod}f

}. ‘tf X éumber Qf féquests: T

2 1atencyA$f ;¢$pon;§; —___ . secs.

3. 9 total time to get pencil back: secs.
o (maximum: 120): :

4:, . _gets}pe;cilback:, Yes No
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RPCENDIX G: Distinction Between Asserison znd
. .
7 : . L

Pagression

A. Excerpted from Chittendehfs,(lgég)ﬁ83ﬁ
J SR A

ing Scale (p. 84):

Catecory A (Aggression): (hisﬁqatggﬁky’includes the following
types of behavier when theyare used in initiating social
contacts: verbal behavior-suzh. as commianding, giving
directions, &nd ﬁhgeatening{\p ysical behavi » such as
grabbing toys, hifting, kicking, pushing, and threatening
by cesture. . B

-

Catevory B (Assertion):‘ This category includes sugg;:;}ons for
the joint -use of material, suggestions for taking turns,

bargaining, reascning, and asking another child for a toy;

agreements {0 take turns and ig use material jointly and the
actual carrying out of such agreerents.

(]abe]]ing of categories is this author's.own).

B. The Interrelations Between Assertj

e and Other Categories of
Echavior (Wolpe, 1973, p.89): . :

Assertive behavior, ‘defined as expressing emotions other than
anxiety in a socially acceptable way, involves many categories of
erotional behavior. The most corion of these categories is )
oppositional behavior (e.q. standing up for reasonable rights).
Types of oppositional tehavior outside the assertive category are

the provocative, the aggressive, the violent, and, often, the
sarcastic. - '
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