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" assortivgne

training as
4 treatment technique for decreasing the aggressive behaviors and improving the

The present study,

interpertonal ekills of juveitle delinguents. Speciffeally, this study emp‘m& the

relative of training Qo » di lon group Approlnh in

‘which 10 specific behaviora] instruction. wi

lmployld. The rublects were 12
~ rosidents of a provincial.training school whd Volunteered to paticipats in the

treatment. program.’ The treatment program. was designed to teach the subjects

assertive behavior, anger gt and the use of skills.

Tho sxporimental deslgn tncorgorated both betwoen gioups and within nonﬁ‘ ~

comparlsons. The three trebtment’ conditipns consisted "of an assertiven

training  group, & di jon group and s . o uontml gropp. An ¢

ment battery was administered to all ‘sublects both befors and after the

ation were employed to

treatment program. Two methods' of

Y oral role-play test and s self-rating problem

checkllst. - The- sublects fanoed on the

 independently rited by two'lud.u for six aepmm behavioral messures of
assertivensss. The problemt c‘hn:kun ssanred the frequency. of oscurrense of
sroblem situations and the level of dlfficulty smociated with handlis§ the .
aifuations. -3 . o

"The results of this study did not revesl significant post-tx . changes

in the three groups on any of the six dependent behavioral measures of

 or on the self-rating problem. checklist, Hence, the findings of the
present study did not confirm the hygothesi that asserti:

ness rsiaing 1t more
effectivé than a discussion group approsch for decreasing aggressive behaviors - .

and improving the skills of juvenle

. -u-
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" graduate students of Memorial University of Newfoundland. During the several

. INTRODUCTION

Training School soz Boys snd Girls ‘hai received
considerable programmi consultation from 'the Clinical Prychotogy faculty snd. -

yeurs of involvement st the Tralning School it hed been observed that the
. o

residents lacked social confidence and displayed an excess of aggrossive behavior

. Sole s

ind ataff int This n was éd by reports. .
B

att of the Training School, who noted thit the majority of

individdal problems dnd interpersonal difficulties rerulted from aggressive
behavior ehibited,iby the residents. Futharmore,: the teschers and statf

observed. that the nllﬂontl hud.)_plnleuhr dllﬂnulthl dealing with teasing and

su-;n-mm to vmm: the typlcal response was nnu'-lly aggre: iv- Thess &
obsarvations prompfed a review .of the casing refiting to uunp'nuc o
intervention with juvenile delinquents:’ The specific intersst was to- tert

the

eutic procedures for reducing aggressive behaviors and improving
’ o

skills of

In Bis psychologicsl analysis of violence, Tach (1969) profiles the aggr
individusl as one, who s suunl.\y dofiolent in verbal sad othsr socisl skills,
Without sufficlent umzpmo{-l strategies for coping offectively with
provosations, the ‘skill deficlont individal frequently resorts to l;ug"lm: and

violence to preserve integrity and self-esteem. Ollendick and Hersen (1979) .

reached & similar ocomclusion from theif stady of delinquent- youths. They' i
roported that the major distinguishing featurs of juvenile delinquents ‘who

evidence high recidivism rates was s near absence of basic interpersonal skills.

"




" situstions take the form of illegal behaviofs.

neral,

Other researchers corroborste the finding -that *delinquents are, in

deficient in interpersonal and’ basic -socisl skill, An investigation of

youth-police lnteractions by Werner, Minkin, Minkin, Pixén, Phillips and Wolf

(1975) rovealed that coust present in s 'ess

polite, more uncooperative and generally more’ aggressive fashion. than youths

. ‘who never coma to the -mnun of the ‘Courts, Aa- ..u,.rag aRill dotioits  1n

both sad . boys y by B R

Donashoe, "Sch.\um!t lnd lﬁcl'll.\ €1978) demonstrated that the hm.‘m\lpl duf!nd
lignlﬂc;nxly ln thlh‘\lvsl o( social compaterice. s The. le.rtl;ltan rlponld s

direct relationship between "kuehl Ilulln.daﬂcltl Aﬂd inhrpnlmnl/ld;ll

difficulties. They suggest that  the problhluty that

classified as a dulhmun! lnern o8 A% & l\mctl.un of qt hnt three factors

(a) the extent to w‘l:h ﬂu individual lacks thn nqubl!o skills ),-4

effectively with tho everyday ‘problem |lt\‘utlom Cunlmntln. hc:/hlm (b) the

iuquuey with whith the individual encouaters such problem situstions, aad

(e) tho degree M‘l fWhich the Individnal's i.m:onuutnnt solutions to nwh pmblam

These observations mpport a social lllmln‘ and he]u”onl lpymlch to the

treatment rof ||'nulva sod  criminal hhl‘ﬁ)l’.‘ The. lmpllclﬂnn ﬂllt:

nlﬂ

have either not learned ‘o have

inappropriste behaviors through ¢

modification of the Lnlpgmyrhn Inhlﬂnr patterns s deunﬂlnt on’ tha

of the relnto “of the bohaviors ank on the
loarning of new appropriste behsviors to roplace the' unnlhbh'ou

a

”,

n#ndi"lﬂlnl will bc"

/




" The purposs. of the present study is to test this rpersonal skills
deficiency model of dalinquency as s strstegy fof treatment intervention with .

ititutioniined dolinquents. Based. on this model, 4 tresiment Py

s ¢ ) mcmnllly «Mwuuhwmw-muwum
{ & - ,ntcnu u\unn: approsch. It see:
P S . it strategy elo mm. foidt I-mumkmmpmnn

d likely that asgortivensss training, o

: - effectivensss by Sasshliig’ aew mﬁeuu skills, might prove to 5s a. mm

AT technique for teaching won -ounuy appropriste ‘behaviors o the rosidents otj
. e e, 1B "’unm.. -ntvl.lJlSclwol : i S fut ‘/ N i
4 IR 3 s i o 4

. tivensss Tralning as &

suu.;.

i i A-m{vmu 'mmu . uemm ot fmproving m-mmm -uu. ©

\ bebavior therspy ‘to

i SN ) Memwm.mnwh"'mﬂlmmhhmm

3 '-nuuimt«mmum— X lllyhunuv-rhuudloehﬂroﬂum-
o . hu'hnﬂn:un of huo:wwmdnummorm saxiety
: ,mummmmﬂ-n-mmmmk-mmmmm

effectively, umom limiting the social nhlm-mn they would m-ny

. zeceiys (Libersian, nu. DeRiii and McCansiy 1975 o N .

o : e 3 In -his analysis ol aggressive behavior, llldun (1973)" states thet an ' "

ividn

capscigy,to learn, either through dirgot experience “or  through
Y ot obierw mn. Aaabled that® individual to nqu.\n mazy oomplex. gatteras u
‘behavior, Asgn

sttered I ‘et fishion. ,/u ndest; u‘.inn. of u-mm‘m-' tnlnlni that T




)

e . 1978).

Iﬂlffll:un behaviors untﬂ thly lonm other more effective ways to handle

o or insight ﬂnt ope is behving inadequately

. -lzuNnm demands. The knowled

18 no sutticlent to casse s change in bahtYlon one must have the mesns to -

m¢l:ulfnl ‘ways of behaving if change is to take place ‘(Bandura,

A-urt!voncu tratning b t.hanplutla tonhn.lqu duum! to help

Lndmdn-h hmq.n their ir . of by in mem‘

that ume

vl lurnl.nl'-"lm hlh-vhnl tu:hniq\ul Bmd\xn (19731 »+indical

trsatment comppnents’ must be mnnt for ‘effactive b-nnm chinga to occur :

- (&) hodes.of n should be dly modeled j (bl

!, .. must b provided with an opportunity for practice and guidance when parforming |

") mew behaviors ; and (¢) siccessful sttempts must be rewarded. An-effective

" dssertiveness training package incorporates theis componénts with a varlsty of

m{az learning : delis b 1

" o76 + Bisler, Hersen and Miller, 1973 Elnon. Bsler, and mu.:, 19734 Bersen
ot a1, 199 Lasge and Jakubowskl, 1976 le-mtng sl 1975).

- A basic \.mnguan of ‘assertiveness t.ulniu 1z that people have certain

rl.‘htl which they ‘are lﬂﬂy entitled to exenho. and that healthy human '

ldiudmlnt inclydes txlxehlns these flxht‘l (Wolpe and Lazarus, 1966). ‘Through

@ £ training, ske able to express opinions, beliefs, needs and

' foelings in & an(.'u. honest snd appropriste mapner (Lange and Jakubowski, ,

1976). Y -moté -effective in' in will allow

‘ bd‘vﬁulll t.hn opportuanity to fnncﬂmx ins rfolutd, M‘lthy ‘and llthﬂnd mm-r.
““The assertivensss training .pnkl o d.vulopod by Lange and lmbo-u

lntltlvn “of thn 'lﬂnll tn.lnin‘ programs that are currently in

e 2
. 19761 _ny{v

K-,emvmu tnl.nhg ¢en provide thls Jearning oppottuaity, .

E--auex, social reinf; and oin and Bisler, |




nss. Their training packags, combines what they-consider to be the most

- effective procedures for teaching’ x-l'ponlihll assertive behavior. u;‘qmu u’
: . Lange and JikdBownki (1976), assenTreness training should four bastc

prosedures : () tick pecple the’differencs between sssertion and aggression
and bptween nonasse: a4 politeness § ) belp péople eidey iind accept

“.7bmth.irn'l,‘ ﬂ.hummmhuo(m-n;(:)m-rm

skills through active practice methods. . |

‘The effective application of assertiveniess: training . to .improve the

of skill deficlent in s hus beeir . ina
b m(nbo: of studies. The eu.nt mn.hﬁm have, ranged from mmmv- and shy

college students (lmm. 19725 Rose nd Tyran, 1979 4 r-u:ymn and McFall,

& o © xns». to ¢hronic mm.u-x: patients uv.my deficlent in m-mmm skills'
g i (Bdslstein and Bisler, 1976’ Bisler, IHIn- u‘ Horsen, 19734 Horsen o2, 1978).

: ¢ The research on assertivensss traising has been extenddt for the Srostmet

3 = of fimilar to ‘ Iﬂlhihﬂ. m
i hﬁvld\nl “has W or ficient nuhl~.kll.|l o1 hnm-lb- Qlflcﬂvolflr

hurpcnulal situstions (Rehdurs, 1973 ; Toch, 1969). The mm.. -programs

attempt ‘to ‘decrosss

sremive, behaviors] |y tosching more .nmp-m. and

affoctive pmnlnul for dealing with pmvnulﬂon or contilct. A brief review of

s stuty,

cogaitive and affective ﬂhc“nln to scting uumnlyl (d) develop as: nlvn ¥

f‘m‘ approsch to 'the




the

" attempt to decrease the aggressive behavior of 4 32-year-old male patient. The

sssostivensss taining Incorporated 25 scenes relating tb institutional situstions

that werg poteatislly frustrating for the rubject. Bach scone was role-played st

1e

twice. The nmthuancy contract spqcifled that home. visits vmnhl be '

contingent upoa no

concluded that ﬁé sssortiveness training was an aﬂu‘ut}u componeat of the

aultive behavior in the previous seven days. The suthors

pon-mnmm in situstions where mmum-m contingencies c.mm not be

ntilhld - N " At
Ui u ghoay: compasison: uf sssortiveness trelaiag to attention placebo,

Rimm, Hill, lmwn and ' Stuart (1974) found"  significant | \hcreue in the

‘sggrossive behaviors of the assertive

s trun.lng “group. In this l:ndy both -

groups received squivalent amouats of chnnpht cuntnt but dllhunt treatment

rtiveness training consisted ‘primarily of ehavioral

rehearsal while the ‘attention pla

bo ‘group received tondirective trestment in‘
which /they ‘wore, encouraged to simply. discuss their foslings -bm anger. On

sibjactive measures of discomfort sid anger, the asmertivensss training grovp

rated themaelves as foeling mors comfortible owring Ml sughineds

liul uxpudum:ing less l“ar t-eunu during the post-treatment rol pl-y test.

A sgaificent. treatmont offet was not obmerved for self-rated euhnuu

Objective nﬂnjl olm- rtion and uomfnrt on the 'roll-phy test lndlnlhd that

rtiveness trllnln( smy Ihwnd li;nﬂluln{ly greater improyement mn

the unutlpn phubo lmp.

Tlsxouh m'llull training,’ Foy, !hllt lnd Plnklmn (1975) ‘were able to

nd\mh the verbal abusiveness and Impro"t the" lnhmnunll lunuﬂnnlu ci 2

Sb—ynholﬂ ‘man prone to -xplulvn Tagos. In this lhlli case; m\lltlplu-bull!nt

o TR .




" test. The training improved

*agsr

) g e

design. study, the theraplsts employed modsling and fécused instrustion in the

training. c of the subject responding’to s

ed for frequendies of four verbal behaviors'(hostile

role-play test were ass

comments, irrelevant comment, compliance, and requests for behavior changd).

The results showed a decresss in hostile comments, compliance and irrelevant
e :

comments and sh incresss' in requesting behavior. These chiuges were
mainteined st & six month -followsup evelustion. Self-reports indicated that
| impravements had genaralized to the mubject's naturs] environment.

Fredoriksen, Jonkins, Foy sod Blsler (1976) alio found smortivensss
training to b of value i zeducisig, verbal sggression: They smployed 8 maltiple

of ertiveness training for

baseline deslgsi study to asess the effectivene:
modifying the abusive verbil outbursts of two adult psychistric patients. Their.

s graining consjsted of bBehavior rehesssal with modaling, focused

assertive:

__instructions, and feedback.  Patients” behaviors were awsessed by s role-play

target behaviors and the I.m‘pmnd\ ‘behaviors

generalized to navel role-play scenes and interpersonsl situations on the hospital ~

Cward . * .

\ . -

The results of a ct\lﬂy‘ conducted by Blder, Bdelstein and Narick (1977)

the o of a ness tralning in the

Initruction, modeling and feedback were employed in the assertiveness training.
* Three target bohaviors (socially meanms of
behavior change, and ¢ ng to negative commu wero trained within

+ moltigle_bassliae dosign. The training remlted in increased socisl

.ppmpmnmn of responses to role-playéd scenss.’ In this cats the nely
learngd behaviors goneralized to role-pley scenes not used in the treatment
senslons and to lunch room and day room settings. 3

¥ v 3 -

ive interpersonal behavior of four emotlonally disturbed lehlulqM .




, control group: The groups were matched for &

of A ’ivxmnmnm of Juvenile
The positive outcomes from this research on the spplication of

amertiveness training to the trestmest of aggressive isdividuals in the

asd general has ! to expand the

application of assertiveness training to include the modification of sggression in

the delinquent .pwulltlnl. One of the earliest studies to Investigate the use of &
skills training program on delinguent yon.&hl ‘was conducted by Sarason (1968). *

* He employed a group study comparing a skills training group to a mo-treatment

intelligence level“and

of delinquency. Sarason's training program consisted of modeling’snd’ behivior

rehearsal applied to several situstions : job interviews, resisting temptation by

peers to engage in anti-social'scts, taking & problem to & teacher ar counsellor,

foregoing iimmediste gratification. Staff ratings asd Review Bosrd declsions
rogasting the delingueiiRerved as the depeodent messures. The seialts showed

" .more positive chasges la the behaviors and attitpdes of the boys recsiviag

trainiag compared to & control group. Staff eviluations snd Review Bourd.
decisions were more {avorable for the training group.
A follow-up study by Slnm 04 Ganzer (1973) compared  skills training

program, & discussion group-and & contrél groug. The

' > "
discussion group was provided with the ‘same material but did not engage in

modeling or behavior rehearsal. -Post-trestment evaluation indicated that both

* trestment conditions -u',-fhetlv in -nnm-lm more positive attitudes,

behavior change, lﬂ? hll nvldlvhm nun . aontxvl. condition. No strong

botwasd the two sroups vere observed.
An istervetion packsge developed by Werner st al,.(1975) to prepats

Saliagonits fie Gasoutesy Wtk golss oEfIR Jwas ruccentul in tmproving th




laterpersonal skills of the dellaquests In that situstion compsred to & contesl

. group. These investigators employed a multiple Fanaline design across four
Jtarset behaviors to assess the effectiveness ‘of trainlng esch behavior for each of
the experimental sublects. The iatervention package incosporated several
of training : : practice and

positive foodback. Results showed a significant improvement for each target

behavior with each muccessive implementation of training. The  subjects'

behaviors improved throughout training, were maintained st post-training

and the to an with &

police offlcer in the post test. X .
The use of videotsped models 424 solo-play was e emgiored by Thelen, Fry,
Dollinger and Paul (1976) to improve the interpersonsl skills of’d:lhqwqtl in
thres areas: expressing porlive faslings, taking problems to & m({'mm?:.'
snd desling with an sccusation. These investigators used a multiple baseline
design to assess the training of the target behaviors. The data from six
AL 60 TN ostesl, Henagusats wowat k. eiun BNl

"improved significantly for the ‘assestivens:

training group compared to the

control group ; however; this improveinent was not maintained at a two.

\
follow-up.

The effects of a comprehensive social skills training program \dt*l five
sdolescent offenders were sxaminéd by Spence and Marsillier (mu” in s
mumpl. baseline design. The program - consisted of imtruction, mddeling,

mle-pllyiu. videotaped feedback and social reinforcement. The traini

d to

lpulﬂc lmyxovnm-nt- in eye contact and flddling movements | however; certain ,
A

sophisticated lstening -skills were difficult to train and overall,

significant lmprovement, Where training was effective, the improveénients were °

maintained at atwo-week follow-up. . f
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In s group comparison study, Ollendick add Hersen (1979) investigated the
relative benefits of three treatment conditions : social skills tr:ll\.hu. discussion

and control. The social skills training consisted of instruction, feedback,

modeling, behavior rehearsal, social and

Bquivalent information was presented to the discussion (m’p‘xi but without the
. behavioral procedures employed in the social skilli ‘group.  Post-tieatment, the
social .mu“u.x;un. sroup improved significantly more on all measures than the
discussion and control groups, which did not differ. The soclal skills group

evidenced improvement in lntlmina’nll skills, reduction in snxiety, increase in

internal locus f control and shifts in to the

program. .

About Training With Juvenile

4 treatment

Analysls of the effectivene:

technique ‘for modifying the Interpersomsl skills of juvenile delinquents suggests
that it is « beneficial intervention strategy. The exporure of these indivjluals to

a training program does lead to desirable changes in specific

vocial sKille ‘and in gemersl tends to improve their ‘overall perforimance in
on, 1968 § Sarason and

interpersonal situations (Ollendick and Herssn, 1979 ; §
Ganser, 1973). '
The resesrch to date does not provide conclusive evidedce to ruggest that

the behavioral changes described

e solely attributable to assertiyeness

training, Specifically, it has not baen clearly demonstrated that assertiveness

training specific (Le., miodeling, behavior
rohearisl, role-playing, positive reinforcement, feedback) is mors effective in
)

producing behavioral change than a treatment spproach whire ‘squivalent ,
' ¢
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information is providdd but mot in the context of specific behavioral instruction.
The majority of the. studies ‘examined employ multiple baseline or group designs
with or without comparions to s control group apd no comparisons with other
treatment approaches (Sarason,- 1968 ; Speace snd Massillier, 1979 ; Thelen st

. .
al, 1976 ; Werner st al, 1975). It can be concluded from these studies that

sisertiveness training is mors effective in producing behavior change than no

treatment intervestion. However, it' cannot be inferred that assertiveness

training is more sffective than other intervention techniques.
Two of the studies cited employed designs that compared assertfveneis
training to's discussion group approach (Ollendick and Hersen, 1979 ; Sarason and

Ganzer, 1973). In both experiments the discussion groups wers presented with

the same information as the asertivensss tralning groups. In'both studles, the

discussion groups, contriry to the assertiveness training groups, did not receive
the information in the comtext of specific behavioral Instruction. It is

interdsting to mote that the investigators differed in their conclusions regarding

the of these o Whereas Sarason snd Ganser
(1973) reported no significant differences between the two groups after exposure

to the different treatment approsaches, Ollendick snd Hefsen (1979) found the

assertiveness training group to be superior on all messurey. In sddition, the

“latter that no existed between

.
the discussion and control groups. { 3 1

Examination of the two studies revetls that while Ollendick and Hersen .

(1979). incorporsted the use of several behavioral leaming strategles,
(instruction, feedbs

» modeling, he 1, social 1 and

homework assignments), Sarason and Ganer (1973) used only modeling and

behaviorsl rehearsal. It s likely that the use of these additional ltnh&l

SN -

1
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accounts for the superlority of the assertiveness training group In the Ollendick

and Hersen (1979) study.

~The Presesnt Investigation
. The purpose of the p:

nt study was to comtinue the favestigation of

training as & strategy for the
soclal behaviors of this study
examined the relative  of training red to a

digcussion group approsch in producing behavioral changs. The assertiveness

training’ program inco all the | learning proc that were

employed in the Ollendick and Hersen~(1979) study: instruction, fsadback,
modeling, behavior rehearsal, social s and homework

In th‘ dhcullian gmny, subjects received the same lnlomltlon 4 the

nlanlnnnl training group but mot in the context of lpﬂcﬂlc ‘behavioral

instruction. It was anticipated that the ruult! would corrol xlt’ the Olﬂndhl’

md Hersen (1979) study snd provide lMitlnﬂll support for  social l.umna

model of aggressive snd criminal Mh“hn. The ‘abgence of socisl learning and

behavioral procedures in the discussion group approsch lhoulﬂ ~render it

ineffectusl in producing behavioral change. -

The skills training program employed in this study incorporated the

previously outlined four basic procedures used by Lange snd Jakubowski (1976) in

their approsch .to ssserfiveness training. In addition, the training program

included » of 'd behavior and snger
ont. Both tred were in group. Tettings.
Assertiveness training administered in group settings has several advantages : it

is cost and time efficient it provides more opportunity for modeling it




facilitates generalization of nlnﬂﬂll’ to a variety of people i snd it provides
more opportunity Nor social reinforcement and feedbick (Lange and Jakubowski ;
1976, Spence and Maraillier, 1979). A series of folerplay situstions and s
st capnt seahion dheiat weze smployed to assess Sreatmint atfsctiveases.
1 To summarizs, the prosent stody was designed to assess e effoctivensss

of ass ness training as & strategy for ix the

- skills ind the behay
g |
The primary focus of training was the modification of aggressive behavior

patterns in provoking situstions. *THe hypoghesis to be tested was that an
¥ sssertivencss tralning program, is more effective gim. . .u.mm group
:muh for decreasing aggressive behaviors and lnplvvhl interpersonal skills

of hutlthﬂnntl.l:cd delinquents.




METHOD

Subjects and Setting .
The ‘subjects were 12 residents of the Plessantville Training School in St.

Joha's, Newfoundland, The Plessantville school houses juveniles who have been '

convicted of criminal charges ind legally removad from their family homies. The
offenses committed were gensrally against property or person and.consisted of

such crime

vandalism, burglary, robbery and prostitution.

Reoruitment of subjects was conducted on a voluateer basis. GPrior to

commencement of the skills training program sll 19 residents of the

school were by the The

S8 ) :
purpose of the interview was to provide information sbout the training program

from s therapeutic perspective sad to sxplain that participation in {be program

was luat A of the problem behaviors to be
sddressed and the rationale for off s skills training program were
presented. The residents wers not informed ‘that different trilning procedures
wonld be smploysd, mor were they told that s comparstive study was being
conducted. A total of 15 residents volunteered to take part in the skills training

Subsequent to the random asignment of -the subjects to the three
m-tulant conditions snd one week into the IIM sessions, thres of '-"
ubjects were lost from the study. Onme ublect sltered his dscision to
participate in the program and two other subjects were tramferred from the

school. This resulted in an unequal distribution of subjects In the treatment

?

groups.
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Seven of the subjects wers femals | five were male. All were between the

« . sges of 14 and 15 years. The sverage scademic grade level of the subjects was

8.25, ranging from grades soven to ten. The mean longth of incarceration wae,
1.2 months ; the minimum length of stsy being five months and the meximum
s ~ p ;5

being 73 months.

R o

o The training school emgl
[

d 2 token economy system based on “an

EA- ~
sccumulation and expenditure of polnts. Polnts could be earned dally ‘for

sppropriste social behsviors and spent to obtsin particular privileges such as

cigarettes, phone calls and weekends home. Fines fn the form of points lost,
were issued for inappropriate bghavior, A levelsystem was incorporated into the

piogram. This served to reward consistently good behavlor with sdvancement to

o higher level and an increase in rights snd privilegs

.- :

design both b group  and "

with An battery was to all

i
subjects one week prior to the commencement of the treatment program and one 2 i
‘week post-trestment. Subjects were randomly assigned to trestment conditions: i

after of-the p . battery.

, 1
m}m‘n treatment conditions consisted of,(a) sn assertiveness training i
; group composed of four subjects, (b) s dlscussion group containing five rubjects 5
' and (e) & no-trestment control group comprised of three rubjects. 3

: Thie design controlled for therapist contact and information pres

subjects. Thus, meaningful compsrisont could be made regarding the relative

i of the two, tr and how they contrated to
Ll 10-trestment intervention.
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normal mode of

ssment Proceds

Two. methdds of evalustion wers employed to treatment

" affactivenen! A bebavioral roleplay test and & ull-nﬂnl problern checklist.

Th- Behavioral Rolc-Pll Test. To obtain an objective account ol the subjects’

social skills competency level, both beford and- after treatsnt, 4’ ‘behavioral
role-play test was 'nuuna. The behsvioral role-play test is standard social
skills assessment technique in which mbjocts are presented with descriptions of

‘typical real-life situstions llﬂ; asked to respond to Lhau lknltlmu in ih‘k

nbjects ars to-enact or. ¥
sole-play thair xosl-ife behsvior. Videotaped recordisgs, were made of the
rubjests in the presest study rolo-playing these sinleted, roslttte -nmxm

These videotsped recordings of the nm. te' performanc

were ultimately’
viewed to obtain an-objective behavioral u-mmem of the subjects! social skills
compstency. level. Independent 'julges wers employed to rate the  taped

on several of

Previow investigators of socisl skills tralalng have. postulated \that

of role-played st could be mote indicetive of in

environment (Bellack, Hersen and Tnmh 1979 ' Bisler, Miller .and Hc

1973). Based on this suggestion, situstions specifically relevant to the subjects
- were incorporated lnto. the role-piay test administered .in this study. The
-cnumo of the role-play test we

modeled on ﬂu B -vlonl Assertl s test

composed by Bisler, Miller snd Hersen (1975), but differed’ significastly in ons

aspect : the situations to be role-played were: ge:

staff of the Pleasantville Tralning School. e .

All residents lnA staff o! the tnlnln; school were requested to provide a

uu of fis. From the ten vignettes .

S

d by the residents.and ,
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. weze solocted to comprise the role-play test. Al situstions iavolved either &

Covosstion. or an injustice directed st ome of the residents. Two of the

situations ?(Sunef and Scene 10) resembled scenarios from Freedman'

Adolescent Problems lnnntory (1978). A complete description of the role-gley
. ) tost is provided in Appendix A.
: The adainistration of the role- plly tast was. vu.mp.d one wesk prior to
_the uom-mtmnn: of ‘the tro-tmnnt pmgnm And one wesk M-tnltment.
% Subjects ‘were filmed lndividuslly. The two Tole models, Gne male and one
5 fomals, woro . played by Clinfcal Psychology graduste students. Specific -

instructions were provided.by the Bxperimenter. Bach subject 'was tnstructed to

“fespond as realistically as possible. The instructions were-presented as follovn,.

*Before we begin' our inining sessions Tywould l.l.t-’
find out how you react to some of the sitwhtions that
g © _  find difficult to handle. I will de: e a situation.to you -
L g« T want you to imaginie that it is really happening.
- (Name of .role models) will play ‘the roles of.the people in
the situstions dejcribed. After the situstion ls .
! deseribed, (nsme- of rols models) will
E g . > you. I want'you to reply to what is said.
- what you would normally say and do in a situation of that 3
typs. There will be i total of tel situations. I will be =~ o
filming you as you reply to each sifustion. Try not to
think al '-‘:f gamers | Jyst-try to imagine that you are /‘\

you

Are these any questions?”

s Both t ructions wers ientics) with the, N
of the introduckory sentence. P ment the } tions begen { 0
. *I would agsin like to s you t to some ¥
situstions that you find mngun o handl §
® It should be noted that the situations comprising the role-play test were not % ofe "

émplyed inthe training rogram. They functioned solely as-the pre-treatment

and post-trea nt n-nlmlnt. o=

i Resporise to the role-play test were rated for each of six oomponents of

assertive bebsvior : - response latency, response Am-mon. eye contact, voloe




: . ° mecessary, uatil tné criterla Wefre clostly uaderstood by the satsrs. Thros

H . = B 8 ’ : 19

ere participated In s training s

vidootapor. . The' rater-training progiam employed the same . vignettes
role—pllyed by ‘thrao students from & jublic, Tigh sehool. During training'the

LI rhp-ndent mluux" ,mn rated lndqpahdently by the raters, Their ritings wers

then ugmpmd agd the qung critgris wors dlicussed smong-the Eiperimenter

. ! ’ and caters. Alterstions and-clarification of the criteria wers: made Wheré
; ey "y

- the' sctual vllhohp (ldun\hg of ﬂ\q mh)t

fuﬂbn:konzhairuteemnntnﬂq: iy Vo o p

.. Ine s.uﬂn-u_n, Problers _Checkis’ 'ru
mm m ma of ,\mmwn was ‘smployed. This*

in ’. ‘subjective misasure of

m-w.mn effectiveiiel

mnﬂmd ].nl:arpon!ad hho use of & nlf—:pﬂﬂg wvhlom chuklkt "The pmhlum

B ) * checklist l:onllnad of items ulnntud lmm‘l 51~it0m lnvontaq u.hd \ﬂ

Fnadmu\ o

t!u dlvalo)mnnt Df hu Mol““n! roblems. ln'entory [ i llt\ntlonll mllylll

stop). Tho 51 ttoms wore ‘goneral. iptions ormum usti
x ) anuunntmd ‘17 tnlnl‘u boyl lnl Manxlﬂwd as Wtaﬁh} aress tor hgtl

* dﬂil.culﬂel Preedman et al.," (197!) nbt:hud ;hp- ltnnl from various imu'au T

; 0 nd terapusd ‘on ths moln" of deliaguency ) case
w g O # o Gents 1 3 with io bovl;
é with profess working In o o

M a'.u“mm boys. The first scals’ s

llt\utlnn prlllntld i the nnnml ‘scale

Fank ordered

R ‘
4 % withhwdlha!.he ttuati Fresd:

ion prior to the screening of the' .

2 (1978) ln the flnt phnn of-the ﬂvs'nap pwcuduu lnvclvad in °

o Ps
of difficulty assocjaved
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loudness, voice intonation and uunlve content. These six variables have been
judged in previous ltlu'llu to be significant components of assertive balnvicr lnd
have been fo\lnﬂ tn differentiate hl‘h assertive persons from'low _assertive

persons (Bhlqt, Mﬂlex lm‘l Hersen, 1973 i Bhl‘r ot al., 1973; Rn“ sod Tyron, | -

1979 ; Sarber, 19724 Spence, 1981). Withis the context of thess waciab
* porformance profile of the assprtive individual is as follows : .
L. prompt to respond after stimulus sentencs :ni;&
latency);” | v S
' 2. grester length of verbal response’ (resporse ;
- durdtion); :

v 3. frequent eye conmtact ;durlng cunvorutim:" (eye
contact) § 12 3 : . .

drenive poach (volce intonation) . -
6. requests num m mhmo: of , others, tes
i es personal belio|

The p-r(omlncl grofiles: for the

rlprel'nt the bipolar extremes on the

The six d messures were rated for each fnh)en by

two mm‘ Appendix B provides . eapy of 'the;.a: esement form nud by the,

.
' raters. nupom latency and ralponu duration wers m-mna in ucondl‘ . The

romainlng foor variables et fated on ‘S-point scales (o0 Agpendix B). Two

’ qunlcll myl:hnlo[y graduate students who were unfamillar with the subjects and

bund w sroup assighinents served as'- raters. . The .subjects' videotaped

pnfomlnul of the ten vignette: were presented in muc

ion and thess

nd post-treatment,

comprised a unit. ' The units were edited so that pre.

r'.im’dxu. wore arranged ln random ordet on & ‘master tape. “The nmiom“

-m-nt Of units inln:od thlt thl'\l'lttl‘l wlrn blind to - pre IM .
post-ts ditions, thus for And order-effects; | .

Order of tape presentation is provided-in Appendix C. T




Problems !nv'llory.

the 51 items for these two measures (frequency of occurrence and diffipulty of
handling). Fortyztwo of these items judged by the dallaguesle o Ve the most
common and the most difficult to bandle were translated into narrative
a.-cnpum. 124 fusther svaluated by Froodmua st al, (1978) ia the romaining
Em steps of '-.l mu.dnn involved im .ﬂl dl'lh’m!n! of the A.lnhleunl °

The, self-t problem checklist empioyéd in the present study nnnlhtl“ol

21 of these 51 items used by Freedman et al:, (1978) that had been rated by the

delinguents to be:the most common and most difficult situstions expérienced by

sdolescents. Thesg 21 items werd Tated by.the mbjecty in the present study on

the samé two scales : mqmmy of occurrence and level of difficulty. A topy of

the = dix'D. The checklist was -

tiag problem chocklist 1s proseted la Ap

sdministered one:ipesk prior to the begizaing of the u-nnm igram sad cne

week post-treatment. .
The self-rating problem checttia: bas mo x-n-hwty dats asspciated with it.

4
It was sslectod for the subjective assessment fge two reasons : () it contained
v
problem situstions Jpdged by varlous sousces to be ‘related to deliaquency ;

(5) the problems emdn-{’m checklist had been rated by Mlllqunn o2 boing

: relevant (Le. !.il] were judged to have & hl(h frequency of occurrence and to be

“diffjeult to handle). <

rtive behavibr

t0 have'the subleots lpara the consept o

2. to train the subjects in the use of .nmfm. rtive behavior |

" 3. 'to incresse the whbjects' swareness of n.. extent to which they

{

b




exhibited aggressive behaviors and the consequerices of such behaviors ;

to direct the subjects in techniques for anger mansgement ; \
5. -to instruct the subjects in the use of negotiation'skills.

The treatment program consisted of six

ions conducted once per week
for each of the two treatment, groups. Bach sossion lasted spproximately 90
m.lm}tgl. Two therapists, & Mhﬂnrﬂtodﬂnhd ‘male clinical psychologist and s

male clinical psychology graduate student, jointly conducted all treatment

sessions. .
A brisf account-of the contents of the traatment program for each group is

provided below. Appendix R contains a detailed description of each of the six

l!llk.’nl and I§| that them.

5 2 R
Assertion Training Group. Session 1: This session functionsd as an introduction
to thetconcepts and with socisl skills. The importance of

effective communication was emphasized, both for verbal and nonverbal

Assertive, and responses were discussed

and the bal of were described (Lange ,and

Jakubowski, 1976), Demonstrations of all examples were provided.by the
<

trainers, and the subjects participated in & relevant exercise which allowed them

to practice the behaviors they had witnes

d and receive positive feedback for

their performances. Homework wi

igned.

Session 3: The first ltem on the agends was to review the homework
sssignments. The foous of Session 2 was on the identification of basic personal
rights (Lange and Jakubonski, 1976). Subjects were requested to generate & list

of ‘their percgived rights. The list was discosse

and clarified for the purposs of
increasing the subjects' awarenass of thelr personal rights and encouraging

confidence In accepting and protecting these rights. The subjects were required




associated with aggression were described and examples of each were supplied

(Lange and J 1976). Both the positive and

the long. negative of ‘behavior were

The subjects participated In a role-play exercise that functloned to incre
their awareness of thelr own anger fealings and aggressive reactions. Homework
was assigned. - -

Sesslon 4: The previous wesk's homework asslgnments wers reviewsd.
This fourth ion cﬁe-mn-‘d on the analysis of anger reactions u:-g result in
sgsressive behavior. A simplified explanstion of Bllis' ABC paradigm of
Rational-Emotive Therapy was presented (Ellis, 1979 ; Lange and Jakubowski,
1976)." The .ﬂ?uly goal of this session was to introduce the subjects to the
concept of the irrational belief system and to the idex' that they had choice snd
control -over v.nk responses to situations. The sbjects performed role-play
scenes of provoking situstions, and individual belisf systems were explored.
Homework was assigned. ' .

Session 5 : Homework asslgaments ware reviewed. I this session Novaco'se
(1975) cognitive contfol procedure for anger mansgement was |nu-ud... The
basic princlples of snger management were briefly outlined. In addition, subjects

were i The subjects were required to

role-play provoking situstions and spply the anger mensgement principles to
thelr responses. Trainers modelsd the approsch and provided constructive

feedback and praise. Homework was assigned.

T
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o : : were zeviewsd,| In this final session the -
concept of nemthtlm‘x was introduced. Subjects were encoursged to entertain
the ldeas of compromise and bargaining in order to proserve the rights of both
parties involved in a conflict. The subjects role-played conflict ;ltn.tlcm ‘where
negotiation wasythe optimal solution. Trainers modoted Fhe techaique and
provided faedback on subjects’ performnces.

Discussion Group. The training sessions for the discussion group wes™identical
- to those a‘f the assertion training group with the exception that the information

was not presented in the context of specific behavioral instruction. The subjects

in the discussion group were mot provided with the opportunity to observe the
trainors model appropriste responses, nor did they, role-play’sad rehearse the

new skills. fqedback on and specific

woere not employed. The' included in of training

materials and subjects' reports and comments on personal experiences relsted to

the sion themes. Tralners

and subjects offered suggestions for alternative

to problein situatl m c was assigned.
Control Group. The no-treatment control group received only the pre-treatment

aiid post-treatment ment battery. They had no therapist contact during

[ the six-week training period.

v e s

—




RBSULTS
Reliability )
The of the ratings was by
the Pearson Product Moment for the

ratings of the two judges for each of the six dependent behavioral messures of
= ‘sssertiveness (See Table 1). The interobserver reliability is acceptable for all

-but two of the dependent measures. Ratings of loudne:

of voice and intonation

of volte had low reliability This suggests that

variaice among groups for these two measures could be a function of observer’

error j thus, valid inferences relating to these two measures cannot be made. ~ *
s

. Botween Group Comp

measures for the thres groups, both pre- and post-trestment. Anslysed. of

were to d ine if diffe oxisted among the grot*t

on these six measures; p The s scores

sorved s the covariste. The results, presented in Table 3, indicate that contrary
.

to expectation, the trestment groups were not differsnt from each other snd

neithor was di from the no group on sny of the six

dependent mearures. The complete summary tables of the anslyses of
covarlance are presented In Appendix F.

2=

Table 2 provides the means and standard deviations of the six dependent
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TABLE 1 ;
i
of Ratings i
Depndent Measures * r
Response Latency .82 ]
Duration of Response / 91
Eye Contact 78
Voice Londness .64 |
Voice Intonation ., .59
Assertiveness Content 80
. ~
4 j
N & . /
Lo ' N
b
—_, e




= . TABLE 2
N
. |
Means and Standard Deviations of Dependent Moasures
. Pre- and Post-Treatment
/ Assertiveness Discussion ) Control
. Group? Group Group
Dopendent Measures Pro  Post Pre  Post ' . Pre  Post
Response Latency!  Msan a1 L1er 31 .59 a3 87
s.D. a4 .58 .34 .37 19 526
Response Duration!  Mean  5.89 3% 543 44 407 aa2e
, SD. 156 17e fea Lse .38 .49
Eye Contact? 224 138 196 i 222 135
s.D. .30 .53 .34 .59 .61 .05
Voice Loudaess® Mesn  3.05  3.99% 311 4l7r 8.0 4.0
. s.D. 07 a1 31 .58 0 48
Volce Intonation® Mesn  3.03 2100 3.0 186+ 298 193¢
.
s.D. .19 .26 .39 a7 .18 .36
i 2
_Assedtive Cantent Mean 250 3459 235, 3.08 242 3.1
: 40

s.D. .39 39 e .20 a9

1 - measured in seconds .

3 - moasured on a 5-point rating scale (rating of 1 = minimum response for eye c

'y and voice intonation ; and maximum response for voice loudness and sssertive
,’ content)

* - pro/post-treatment comparisonsi t has p < .05 .
*% _ pre/post-treatment comparisonsj t has p < .01




TABLE 3

Analysis of Covarlance of Dependent Measures

Sourée of Adjusted  Adjusted )
Variation $8:X af Ms P Significance
Response Latency
Between Groups 20.756 2 10378 1.579 Ns
Within Group 52.586 8 6.573
|Total * 73.342 10/
Responte Duration '
Between Groups 6.018 2 3.009 2944, NS’
Within Group 8176 8 1032
+ Total 14.194 10
Eye Contact,
- Between Groups 471 2 . -236 1.049 Ns
Within Grogp 1.801 8 235
Total 2.372 10 %
Between Groups .05 2 o3 118 Ns
Within Group 1698 8 a12
Total 1.748 10
. Las
Voice Intonation E
Between Groups 181 2 .066 398 Ns
Within Group 1.328 8 .166
1.45%, 10
Between Groups 24 3. 121 1285 - NS
Within Group 787 8 .098
Total . i 1.037 10




~

\on

8
. ‘ —
Within Group Pre- and Post
c of the pre- and p y scores were for each

group employing the t-test for correlsted samples. The means and standard
deviations of each of the dependent measures, for each group, both pre- and
post-treatment, are provided in Table 2.

Inspection of Table 3 indicated that the assertjveness training group was the

ly group to T hetween pre- and

post-treatment scores on all six measures. Post: ', the
susertivensss training sroup tended to take 4 significantly longer time to respond _
and ‘s shorter tims in which to make their responss. Bys contsct was-miore
deficlent post-trestment. The comtemt of the responses shifted on sversge
almost one full rating point in Q‘lll‘mllllrﬂ'! direction. The voices of the
subjects were rated ta- be significantly softer and more monotone at
post-trestment assessment. :

Examination of Table 2 shows that voice loudness and voice intonation were

in the p : for the
group. The other'dependent messures exhibited no significant differences from
pre- to pdst-treatment for this group. -

Interestingly, the  control group  also  showed  significant

P P (Table 2). Post the control group
display s significant decreass in responss duration. A significant decresss,
Post-trestment, was also obierved for voics intonstion. No differsnces werg

observed for the remaining four dependent messures.

Self-Rating Problem Chegklist
Between Group Comparisons. The mean scores and standard deviations obtained

by each grong, both pra- and post-treatmeit, on the two sections of the

—_— L e




9

self-rating problem checklist ars presented in Table 4. Analyses of covariance

were in order to i existed among

the three groups in their post rating® of of

encounters with problem situstions and difficulty in handling the situstions. The

pre-trestment scores ferved as the_covariste. The results are summarized in - 7
Table 5./ The expected » between the .
groups in their subjective ratings were not found for either section of the
~ g problem checklist. ) . . ) R
A Within Group Pre- and ‘Pan- of the pra-

and post-trestment scores on the ldf-nun( problem checklist were conducted

for each group, employing the t-test for correlated samples. The means and
standard devistions obtained pre- and post-trestment, for both sections of the
- problem checklist, for each group, are provided in Table 5. Examination of the

: results reveals that the asseTiiveness training group exhibited no significant

changes from pr to pos in their ‘ratings of

frequency of encounters with problems and difficulty in handling wnhluzu)

1
|
i
i
]

Inspection of Tabls 5 shows that the discussion group did not demonstrate

significant changes from pre-tre to pe in their
Y 1

ratings of frequency of encounters with problems. However, at post-treatment
‘evaluation, the discussion group rated'the problems as being significantly easier

to handle compared to the pre-trestment ratings.

J The control group did - not display significant pre-trestment to
post-trestment changes for their subjective ratings for either section of the
problem checklist. *

by
¥ o
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~ ) TABLE 4

Means and Standard Deviations of Self-Rating Problem Checklist Scores ‘.

‘Pre- aod Post-Trestment

- s e e
¥ Assertiveness Discussion Control
_Group’ Group - Group
. Pre.’  Post Pre Post Pre Post -
e s s
d '
Partl: 3 Mean 2413 1985 3.5 2.395 2106 «.873
Prequency of Problem  §.D. .15 .29 212 . oam ass an
Part Ii: Mesn 2914 2658 3.0l 2.672% 2904 12776
Level ofgDifficulty -SD¢ 408 .628 424 483 477 359

* - pre/post-treatment comparisons; t has p < .u)/

~N
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Analysis of Covariance for Subjective Ratings

vt " on Self-Rating Problem Checklist®

Source of Varistion

| . Between Within Total®
= =
Part I: Prequency of Problems !
* Sum of Squares: Y 02 427 729
\ Sum of Squares: X ) 633 748 1.376
\ Sum of Products ,852 ars¢ 627
* Degroees of Freedom . 2 . 9 1
: justed Sum of Squares: X soan 566 837
Degreos:of Freedom for
Adjusted Sum of Squares . 2 - 8 10
Varianos Batimates . ass oD
F=1916 Ns o
! . 3 i N
Part II: Level of Difficulty T
Sum of Squares: ¥ 036 1.494 1.52
*Sum of Squares: X : 029 2142 2171
L] Sum of Products ;. .o 1.328 1312
Degrees of Freedomo _ Ny 1 9 1
Adjusted Sum of Squaras: X . 069 N c 970 1.039
Degrees of Freedom for
. Adjusted Sum of Squares i 3 8 10
Variance Bstimatos 03§ 139 b}
Fa.asa g “Ns
.
‘ N
Folr olns
’ . i

.V.‘,




- DISCUSSION = | '

Pre-Trestment Group

Bxamination of the pre-treatment me,

scores of the three groups indicated

that the only aspect of the subjects’ beh-vuu that was perceived by the raters as

aggressive was the content of the subjects' résponses (L.e.. what was actually .

1id). The nonverbsl components of the responses did not receive sgsressive

ratings. This observation of lack of ugru/llva-huluvlpr in the .subjecti’

i
H
i

was with® The of -
", both the Bxperimenter and the staff of the training sdhool, and the. elf-reporis .

of the ubjebts indicatedjthat the wibjects engaged in an excess of sggredsive
R _ behavior (both verbally and physically)-in the majority.of their encousters with ' i
conflict situations. : ]

“The pre-trestment tapes were rated in conjunction with the post-trestment !

i tapes after uu six-week u-uun; poriod wis eumplttld 50 as to control for .
Ji expectancy sad order o!fnch Consequently, the Bxpecimentor had 5o way of : i
i

'y . knowing .that th- pre-trestment yu(omuwu of the subjects would not bo

. i that whogenerally sppear to.  +

be aggrenive In thelr Wally encousters with both' peers ‘and staff

ented -

enerally meek and unassertive in an an

plausible lxyllnltlou for this dhl:rqpu.my of b‘hl'iol could be tnhtod to _the

s ] sotual Although the Rols-Play Test it s

standard procedure to oelll “skills, several r hers have found reason

- ! *~to doubt that itiss nun ‘measure of spontansous pulnm.aa.. B-].l‘nk' Hersen

snd Limpareki’ (1979)  found that role-play behavior was .only moderately
s aosrelated with behavior in natural situstions. Bellack, Hersen and Turner (1978 it

v .k 8 { : asa- . . . e




33

and 1979)_also 1n&uh° that role-played responses were not highly relsted to
bebavior . in nstural situstions ahd therefore suggested that these. responses
cannot be Gsed as & .pudl;:tm' of in vivo behavior. Nevertheless, Invertigators
continue to'use the role-play test to sssess-socisl skils (Freedmen st al, 1978 5
Gatfaey a0d MeFail,-1981 j-Ollsadick .u Hersen, 1979 Spence sod Maraillier, *
: ann .......N.u there

th! mike' it l Vi \nbﬁu

smept ' tool. It provides s n.mmdmd nm.»d for obumn. direct, .
]

n;n,ol b.tm;m_ei-mr n

was used as the
It would have been preferable to sinploy sdditional sspssmeit procedures |

with the role-play test. Pines for aggressive bebavior imposed by the'staff of

b8 training school would have mn 42 appropriste meksure of behavior change |

howeves, it had been obumd um. the' staff very: nnly ievied fines for
isive behavior uxm it was rpltlll:dly dicected it them (McNell, 1979).

Conumntly. ‘this 13 not a sensitive mu\ln A staff questionnaire relating to

. the social Nh\hr of the subjects could Have been sdministered, or Inhvlonl .

obur'ldﬂu :pnduitcd by !-llzdf i m natural environment could have Illn

- wete ot buad to srovp sssigazients. Although the staff were not iware of the

: ,,namlnu nmm to m two tréatment groups they may have expected the

e
observations ~of mb[.m- .hehnvim’: o identical situations; . pre- and

‘i
|




behavior of the subjects receiving therapy to become more soclally appropriste
than thit of the subjects not feceiving therapy (Le., the control grou). Thus, it

‘was not possible to control for sxpectancy. Wnfortunately, due to the extensive

time tavolved in in the natural
setting, the Bxperimenter was unable to pesform this

procedure.
Another explanstion for the lack of overt aggressive behavior by the

" subjects in the pre-treatmest assessment may be related to the insensitivity af

the dependent measures to aggressive behavior. The dependent measures used in

the present study were standard measures that have been clearly demonstrated
i -

to be topographic features of assertive behavior (Bisler, Miller & Herden, 1973

Bisler ot al., 1973 ; Rose & Tyron, 1979 ; Serber, 1972 ; Spence, 1981). The
assessment for characteristics of assertive behavior appeared to be the most

appropriate becausé the training program attempted to teach genersl patterns of

ertive responding to anger-provoking situations. Thus it appeared that the: N
measures would bo best suited to ovaluate treatment effectivencss (L. the

presenpé of appropriste as:

rtive responses). However, in hindsight it

ms

that these measures of sssertiveness; msy not have been sufficiently sensitive to

the I fostureb of i s behavior. It ‘may have been more
sppropriste’to mem- . dont behaviors related to

nce or abience lof ‘ssgr (e, hostile

requests  for bﬂuvim change, .denlal,

Lnnlpt.m-, spontaneous ’an’xm- ‘behavior). , .

prediminastly verbal mofy of aggr

bohlvlnr lf. would have been nln"nry to have lnu.t response durations Q-hln the

average dnn'.lnn of four nnondl seen in the pn“nt study. l‘h\u, an l“ltinnll
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problem becomes apparent : How is it possible to increase the subjects' response
durations? This is a difficult factor to influence. However one solution does

seem probable. The role models might influence the subjects’ response durations

by isaprovising their roles in an attempt to draw the subjects into a dialogus, i.e.,

by each of the role-played 50 that a longer conversation

develops.

Although the pre-treatment s

sment did not confirm the observations

that ‘the subjects were aggressive, it should not be concluded that

sertiveness

training was not required. The o validity of the

snd the observations of aggressive beha .bo_th by the Bxperimenter and the

staff of the tralning school suggest that.such a conclusion would not be justified.

© ¢
Compgrisons of the within-group differences from pre-treatment to

post-treatment a

ssment revesled that the assertivene:

training group was
-
the.only group to demonstrate significant changes on all six dependent behavioral-

The discussion m* was-the only group to demonstrate significant

: ry -
pre- to post-treatment changes on the self-rating problem' checklist.
Post-trestment, the discussion group rated the problems as being significantly
loss difficnlt to handle, although they percetved no change in the frequency of

occusrence of the problem situatlons.

of the pi and scores on the six

dependent behavioral measures for the ertivene:

training group Indicated
that all of the behaviorsl measures had significsntly changed post-treatment. In

their post-trestment performances, the subjects’ mean response latencies

"increased by 1.6 seconds | mean response durition decressed by approximately

‘
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2.5 seconds; and eye. u/axut became more deficient at post-trestment

Although E was low for judgments of voice
losdness and volce intonation, it should be moted that voices were judged to be
lower and more monotone, post-treatment. All ml.'hhﬂnn ‘:ﬂhlt' that the
subjects became more. nonassertive after treatment. The only positive finding at

post-treatment as

ssment was the shift in the contents, of the subjects'
reponses. While the pre- treatmegt mean rating of assertive gontent was judged
to be aggressive, the post-trestment mean rating of assertive content was

Judged to have assertive and

e qualities. Thus, the aggressive

s 3
contents in the responses of the rtivensss training group diminished

at the post This was the only indication

that the assertiveness tralning program had some effectivensss.

Bxplanations for Within Group Differences. Two possible explanstions could
agount for the Increased of the ’ of the
fubjects' responses at post-ts and the in the verbal

component. The first explanation is relsted to the subjects’ confidence level

.
while delivering the response. It is possible that the significant shift from an,

interaction to & more assertive, nonaggressive interaction resulted in
4 less cosfident delivery. The subjects were attempting to alter the content of
their responses but did not feel completely comfortabls with the solutions they

bad the’ ’;} of the rubjects was reflected in

thelr 1 & delay in res a short response, snd lack of eye

contact during the delivery of the response. Ollendick and Hersen (1979) also

observed an incressed response latency and an improvement in the assertive

quality of the responses of lavolved In an training

program. To sccount for this discrepancy they suggested that as the subject
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began requesting a change in the role model's behavior ‘rather than demanding &
change in an impulsive and 4ggressive manner, the tempo of response slso
altered. The change in response wmode required the subject to think sbout the
response, consequently causing s delay.

An slternate explanation that could sccount for the discrepancy between

the nonverbal and verbal components of the srubjects' respomses is relsted to the
actual tralning program. Formal discussion and training specifically directed at
* the nonverbal components¢of assertive’ behavior wers ‘condusted in merely
single training session. The remaining five sessions focused almost entirely on
the verbal and cogaitive aspects of sssertive behavior. Nun:"ﬂui somponests
of behavior were alluded to in the sole-play sxercises during these other five
sossions but their importance in response presentation was not the main focus.

Hence, It is probable that st the post-trestment s

ment subjects were

concentrating on their feolings, their self-statements and the contents of their

Tesponses and were not attending to- the: nonderbsl componments of their

‘behaviors. The traine:

» through the structure of the training program, may have
insdvertently implied that the monverbal components of behavior are less
important or secondary to the verbal and cognitive components, when dealing

‘with an anger-provoking situstion.

. s SN

for .

In comparison to the findings reported by the previously examined research,

the present results did not affirm thy sttoctivenens of
method for the skills of

No post £ existed atong the three groups on ahy

of the dependent behavioral measures or on the

1f-rating problem cheoklist,

stivaness training as s
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Hence, the present findings did not confirm the hypothesis that assertiveness

training is imore effective than a discussion group approach’ for improving

skills of this study was

unable to demonstrate that assertiveness training is more effective for producing

behavioral change than mo Several a have
been formulated to account for the hllffl'cﬂ“n!ll of the Anext‘lvnun training
program employed in the present study.

The -present study employed the standard instructions that sccompany the
Behaviorsl Assertivencss Test (Blsler, Miller and Hersen, 1973). Thess
instructlons direct subjects to respond as they mormally would in the given
situation. It was assumed that ssking subjects to fespond as they would
normally, would prompt them to engage in real-life Behavior prior to treatment
and, encourage\them to ensct the newly, learned ‘behavior (which they, would
porceive as their newly adspted, normal behavior), post-treatment. Howgver, it

has been that the instr the role-play test have

varying effects on the subjects' performances. Freedman et al., (1978) observed ~

that all .subjects performed considerably better when they were instructed to
respond with the best solution coppared to when they were told to say what they
‘vmnlé actually do.. These researchers also noted that although the variation in
instructions produced an oversll improvement, delinquents did not perform as
satisfactorily as nondelinquents. The former displayed llghlﬂl:‘lnt deficits in
social skills compared to the latter. This finding could be of significant benefit

rchers. It implies that in & pre-treatment asseisment, & therapist

‘would obtain a more accurate account of the subject's social skills competency
level by giving the subject instructions to respond with the best solution. The

assumption s that the nbl;ut who does not have a behaviorsl repertoire of
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effective, assertive responses could not generste such responses. The same

instructions provided in the post. ‘would the

subject to attempt & response from the newly acquired repertolre of socisl skills,
thus allowing the thasaplst, aa opportuaity to asmsss the extest of aew lessaisg
asd consequetly the sffectiveness of the traiaing program. lastructions to
respond normally may merely cue the subject to retrieve behaviors from past

experlence apd disregard the newly learned respons

Perhaps new behaviors
require conflderable practice and time bofors they are viewsd ss-'mormal

behavior' by the subject. E

The instructions provided to the. subjects in the present study encouraged’

them to respond as they would normally. Hence, it is probabls that the subjects
resorted to their past behaviors because they did not percéive the newly scquired
skills as part of their normal bebavioral repertoire. Consequently, the subjects

did not demonstrate the new learning, if in fact it had occurred.

Two studies conducted by Spence and Maraillier (1979 and 1981) to assess -

the of training with employed
the use of single case multiple baseline designs to

the effectivens:

%
training and compare across conditions. These investigators concluded that
assertiveness training did result in improvement in the performance of certain
basic social skills but that subjects varied considerably in thelr-response to
tralning. This type of design was effective in demonstrating the specificity of
training effects and in identifying individual differences in response to mmu‘.
The group design used in the present study was not well adapted to d'l!aut

Individual differences in response to training. It ls likely that certein types.of
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-
offective with particular subjects. However, the small subject ssmple in

with individual in response to training may have masked
any group differences that could have resulted. The use of single subject design
experiments may be more helpful for assessing Wffectiveness of assertiveness
training. Research could then extend into individual differences in response to
this particular training. e

Spence and Miralllier (1979 snd 1981) observed that certsin socisl skills
were fairly sophisticated and consequently ditficult to train. In pasticular, they
discovered that question-type feedback responses (que}éwn’.'-pam_: made by

subjects while in the listening role, e.g., ‘did you?', ‘really?”, "oh?") could not be

by their sdolescent offender and suggested the
possiblity that thess behaviors were too advanced or nppropriste for use with
the delinquent population. The skills training program employed in the present
study involved the teaching of rather speciaiized behaviorsl and cogaitive skills
mch as identifying and modifying irrational belief systems, managing snger
reactions, and generating solutions to conflict sitvations through the application_
of negotiation skills. It is ressonable to conclude that these particuler skills

xequl.,nd considerably longer training time “before they could be effectively

sdopted by the subjects. A similar skills training program “prevented over s —

longer time frame may have effected -unlﬁen: poditive uluu in the |
subjects’ interpersonal n:u.u. It is important in any trilning mgt-m that the
subjects have an opportunity to develop s complete understanding of the teatning
material fhis includes having sufficlent time to digest the information and
practice the skills.

—An Interesting finding, related to the structure of the training progrim, was

5

on (1968)., He observed that skill training with juvenile

reported by Sari

|
!
i
|
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delinguents was more effective If discussion did not follow the modeling and
behavioral rehearssl sessions. He postulated that when discustion follows the
modeling and role-playing sessions the subjects cen -cu‘{’n degree of closure

.
snd termination by virtue of the discussion. Thus, the subjects are less likely to

think sbout the information or practice the skills when the'session is. completed.

He suggested that when questions are left unanswered the adolescentstend to
contitiue to' come to grips with them after the session is over. Consequently)
is more likely that they will think oves the information snd practice the skills.

The present study concluded all assertiveness training sessions with a discussion.

Although homework was assigned, the subjects did not consistently complete the
b mplete the

on's analysis of his particular finding could

asignment. It is possible-that Su:

smply to the prosent study. Following the discussion, fubjects in the

rtiveness training gm\x}l’mrs left with little or no questions to be unml‘-d‘

Therefore, they did not have & noed to think over of analyse the" lnxummnn and

did not practice the Wkills. Hence, the training program was reduced in
offoctivensss.
An additional factor for the of the

astertiveness training mghm administered in the present study may be related
to the subjects' resctions to the role-play and behaviorsl rehearssl exercises..”.

Ollendick and Hersen (1979) reported that the dcudyqnnnu in their study rescted

ively to these types of exercises. They elther refused to participate or

These found that through the use of

o Y

- positive reinforcement of soclally skilled responses; the negative resctions

diminished and the ﬂl‘l.!ﬂqnlnll became more actively involved in the exercises.

The subjects is the present IM; exhibited & similar reaction to thq role-playing

Howeveér, unlike the Ollendick and-Hersem

|
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(1979) study the negative reactions of the mbjuuh(h the pr

nt study did not.
diminish through the application of positive reinforcement. These subjects
continued throughout the entire training program to dirplay a reluctance to

engage in the Yol playing and rehearsal ! with the final

result that these essential components of the skills training program had wesk
levels of participation. The resesich on sssertiveness training suggests zﬁ-t a
skills training program in which subjects do not actually rehearse and practice
new behaviors is less effective in producing behavioral change than a skills
training program in which syjgflects engage in these active practice methods

(Bandura, 1973 ; Bdelstein and Bisler, 1976 ; Hersen, Bisler, Miller, Johnson and

Pinkston, 1973 ; Lange and Jakubowski, 1976 ; Liberman et al., 1975).
v -
imn or Reliability " |

It has been noted that interrator reliability for the two dopendsnt messures
of voice loudness and voice intonstion were relatively low. These are two
explanations that could account for the low Interrater rellability for these two

|
depéndent measures. The first concerns the training sessions.

In the present study, the raters were not trained to s specific criterion of

agreement (Le. J0% agresment).; rather, the training consisted of comparisons

of ratings, and disoussions smong raters snd experimenter rogarding explanations
and clarifications of scoring cqlteris. Althoughdt would have been praferabls to
continue training’ until 90% agresment criterion was obtained; the limited
number of training vignettes did not n;-k’ this feasible.

The

S .
ond explanation that could account for the low Interrater rellabliity

for the two dependent measures of voice loudness and voice intonation is relsted

to the subjects’ videotaped responses. The mesn duration of response provided

PO

i
3
4

T
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by the subjects was spproximately four seconds. Comsequently, it was difficult
for the raters to obtain an Aumt; impression of voice loudness sad voice
intonstion with so short & verbal response from which to judge.

" These two facton did not sdverssly influsnce the thterrater relisbility for

the remaining four measures. The for th;n

measures were within the acceptable ringe.

Bxpe: tal k

Given the small sample size employed in the present study, it may have been

advissble to incorporate all subjects Into the experimental groups and dispense

with the control group. However without employing 4 no-treatment control

group, it would not have been possible to make sny definite conclusions regarding

versgs o In this pi case,
if significant behavior change had Gccurred, It could have been attributed to the
contingsncy mnagemest progrim in which all the subjects participated. Thus, s
s0-trestment control group was required in order to costrol for the influence of

the contingency mansgement program.

amificst tody i
.
The specific research problsms encountered in the prosent study hive baen

identified and delinested. These problems include the following: the

experimental design employed in the study, individual differences in response to

t\ul.l‘ mployed in training, the
format of the training program, the lnstructions to mbjects ln the amessment

.
training, the particular behavioral ‘strategies

phase, snd the relevancy and difticulty of the specitic skills being trained. The
findings of the present lt\ld.y and the rasults of the previous investigstions of

\
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smertivesess training with juveaile deliaquents provide several suggestions for
v
the direction. of future ressarch. -
The studies of the of training fof &

prosocial and decreasing criminal behsviors of juvenile delisquents have

generally demonstrated short-term remits for specific basic social skills.

However, sssertivencss training has hot been shown to produce genersjized
Improvements In the socls! bebaviors of delinquets and hus (.n{d to lead to a
reduction in recidivism (Ollendick and Hersen, 1979 ; Syn:-‘ i‘nd M-nuugx,
1980). Thus, there is no lvltlanct.to suggest inu-tlm tnl‘mni‘lihuﬁ"n.u
of assertiveness training In altering deliaquent behavior patterhs. Criminal
behavior In its viried forms ls govemed by s myrisd Of individual and -
eavironmental l;zlon ‘which make it difficult to cmtml.’ Feldman (1977) in his .
prychologisal review of criminal behavior rggests that all three components of
learning, Idividul predisposition and soclsl resction, fuaction in an istricate
relstioniblp to lafiuence the wnd of

criminal behawior. The Gomplexity of this behavior has encouraged resesrchors
to broaden the spplication of trestment techniques. Feldmen (1977) advocstes
the use of bohaviorsl methods beceuse they sppess to hold the. mart promis for
e modification of crininal bebavior. Howewr, he ‘recommesds it an
attempt be made In‘ apply the bebavioral progryms outside the mk‘l in s

more natunalistic setting where indlviduals are provided with daily opporfunities

to encowter and practice the socll skills necesssry to .ucceed in

noninstitutional setting. Spence snd Mamaillier (1981) alio expross a concern

|
about to They argue hf a goed
to rasesrch altemative programs into which asmertiveness training could be
combined in order to produce a mucoes! rvention lntvlch.'hay‘ fuggest
n -
- -
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the application of assertiveness training within a community rehabilitation
program such as & small, family group teaching home like professionsl foster
- ~ e

parent schemes.

The current research into juyenile dcnnqmm:y continues to investigate and

support the concept of social .m‘i, deficiency. In s recont study, Gaffney and

nce in social skills

McFall (1981) reported a relationship between lack of cam

and delinguent behavior. They point cut that although there is no evidence to
suggest that delinquenoy” is caused by lack of socisl skills, the relationship
betwsen deficits in soctal skills 0 dabaquency in strong emcueh Lo eupport the
developmrent sad evalustion of sostal skl tralning programs for delinguents.

Spemce and Maaillier (1981) propose that assertivensss training conducted

as a preventive messure and bised in regulsr schools may offer greater promise

This

than training

suggestion was baied on the premise that it is more difficult to eliminate &

problem behavior once it has baen established. Thess investigators indicate that

this is particularly true fot’:fhndh( behavior which generally leads to a high

ul\' The of skill deficient

nloln:unt- before they chonn officially known as mﬂlm © is prountly

possible through the of sodial skills Two of

these Inventories [Freedman's Adolescent Problems Inventory (1980) and Gaffapy
and McFalls Problem Investory for Adolescent Gifls (1981)] “have Ygen

demonstrated to provide valld measures of soclal competency in adolescents.

The
-

help to reduce the likelihood of future h‘hlvk:r problems. Gaffney and mi-u

of these in skills tralning programs may

(1981) that the appll of training programs

preventive measure could acoomplish seversl goals : the teaching of new; more
)
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effective behaviors may result in skill deficient adolescents obtaining satisfying
rewards from ‘their emvironment, consequently they would no longer need to
employ inappropriate or illegal behaviors to achieve thess ends ; learning what

s and

response would allow the skill deficient
adolescents to improve their relstionships with adults and peers by reducing their

verbal and physical aggressivness ; and l.u‘nlng to bohu nwu assertively would

allow ‘the skill- deficlont adolescents: to confrdnt mm.m and N

]
their idess clearly and politely. *

apglication of sssertiveness

The_effective
intervention nménlwlg juvenile delingiesits has not as yet yislded consistent,

qlosr-cet muccomes in seducing secidivsm.

trpatment strstogy ead e pmpol

pplication 11 & ym-nnv- measure should

serve to indicate dirsctions for fatoce ressasch. ' |

" . . -
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training. 4 a trestment

The - present ‘evaluation of this




. REFERENCRES

Bandura, A. Aggression: A Social Learning Asslysia. New Jersey: Pﬂﬁu—x.u,

Inc., 1973.

Bellack, A. §., Benuy M., and Lamparski, D, Role-Play Tests for Assessing
Social Skills: Are.They Val Are They Useful? Journal of

1id?
Consulting and Clinical Psychology, 1979, 47, 3!5 342.

Bellack, A. 5, Horten, M., i Tusmar, §. M. Rola- ~Play Tests for Assessing

opial Skills: Are They Valid? Behavior Therapy, 1978, 3, 448-461.

Bellack, A. S., Hersen, M., and Tusffor, S. M. “Relationship of Role-Playing
EKnowledge of Appropriste Behavipr to Assertion in the it
Environment. Journal of Consulting and Cl.hll:ll Psychology, 1979,

47 670-678.

Bdsmeh, B. A., and Bisler, R. M. Effects of Modeling and Modeling with

Instructions and Feedback on the Behavioral Components of Social
* Skills. Behavior Therapy, 1976, 1, 383-389.

Risler, R. M., Hersen, M., and Agras, W. S. Videotape: A Method for the
Controlled Obsesvation of Non-Verbal lﬂhrpenonll Bah-vio:.

Bohavior THerapy, 1973, 4, vo -425.
Risler, R. M., Hersen, M., and mll-r. P. M. Bffects of Mod-lln‘ on Cnmponantl

of Assertive Behavior. Journal of Behavior Therapy and
EBxperimental'Psychiatry, 1973, 4, 1-6. A

Bisler, R. M., Millet, P. M., md?{:nln. M. C’umpon.n:l of Assertivé Behavior.
ournal of Clinicsl Psychiatry, 1973, 31, 295-299.

Blder, J. Pq Bdel.l}.al.n. B. A.. and Narick, M. M. Social Skills Training in the
Behavior of

Pnd-ntl Plyor presented at meeting of Asoclation for the
Advancement of Béhavior Therapy, At.hntl. Decamber, 1977,

Bllis, A. How to Live With - lnd Without - A_nnt‘ N“v York: R|Mlnt s Dlgln

Press, 1979.

Puldmln,!LP. c Behavior: A Pi uhnln ical Anslysis. London:
Tohn Wiley and Sons, 1977. N

‘Foy, D. W., Bisler, R. M., and Pinkston, S, Modeled Assertion in a Case of
B!plmiv- Rages. Journal of Behavior Therapy and rimental
1775. §,135-137. .

<

Frederitsen, L. W., Jenkins, J. O., Foy, D. W., and Bisler, R. M. Soéial Skills
Training to Modify Abmsive Verbal Outbursts in Adults. 'Journal of
od Belisvior Analysis, 1976, 9, 117-125. 7

47 -

N



Phndmn. B. ) - Rosenthal 1 Donahoe, C. P., Schlundt, D. G., and McFall,
RM A Snclll-BlhAﬁoxd Analysis of Skill Dlﬂeiu in Dulhqnant -
and Non-delinquent Adolpscent Boys. Journal of Consulting and
Clinical Psychology, 1978, 46, 1448-1462.

Gaffney, R. L., shd McPall, R. M. A Compldlon of Social Skills in Delinquent
and Girls Using s

Role-Playing Inventory. Journal of Consulting and Clinical
Psychology, 1981, 49, 95% -967.

Haynes, S. N. Principles of Behavioral Assessment. New York: Gardner
Press, Inc., 1978.

Hersen, M., Bisler, R. M., md MI.L\C:. P.M. D lop'mont of At

rtive

and Researc
Bnkldnr R -uch lnd ’ﬂnnu, 1973, _L, 505 521,

Hnn-n, lﬁ., Bhl.ﬂ, R M., lml Mifter, P. M., Johnion, M. B., and " '
inkston, S. G. Bffects of Practic: tion and Modeling on

Componlntl of Assertive Behavio; ehavior Resesrch and Therapy,
1973, 11, 443-451. ~\

Eiugh, H. B. Statistioy: The Busentials for Resesrch. New York: Joha Wiley V'
and Sons, 1970, -

Lange, A, -nd Jakubowski, P. Ru&lbh Assertive Sllnviot
Cognitive/Behavioral Procedures for Trainers. ll!.{no :
" Press, 1976.

=

Liberman, R. P.- King., L. W., DeRisi, W. J., and McCann, M. Panunll }
Bffectiveness: G

Ollendick, T. H .» and Hgreen, M. Social Skms Training for Juvenile
Delinqu: Behavior Research and Therapy, 1979, 17, 547-554.

Rathus, S A.ﬂ Bxperimentsl Investigation of Assertion Training in a Group
etting. .Journal of Bﬂlvur Therapy and Experimental Psychiatry,
1971. 3, 81-86. ¥ e

!
Rimm, D. C.. Hm. G. A.. Brown, N. N.. snd St\uny T. B. Group Alurﬁun‘l‘i\ P
Angor.
g_choh[lul Reports, l’7‘v 34, 791- 790.




L

of Speech Loudness, Latency, Content, Gestures, Inflection and
Sex. Behavior Modification, 1979, 3, 112-123.

Ruayon, R. P., and Haber; A. Fundamentals of Behavioral Statistics.
Massachusetts: Addison-Wesley Publishing Co., 1971.

Sarason, I. G, Verbal Learning, Modeling and Juvenile Delinquency. “American
Psychologist, 1968, 13, 254-266.

. Sarasom, L. G., and Ganzer, V 1. Mndoﬁns and Group Dill:!lulnn in the
Journal o

of Juv
nghulan 1975. a0, 442 449,

Serber, M. Teaching thl Non-verbal Components of- Asseition Training. Journa!
of Behavior Therapy snd Bxperimental Prychiatry, 1972, 3, 179-183.

Splncl. S. H. Validity of Social Skills of Adolescent Mﬂal in an Interview
Conversation with & Previously Unknown Adult. ]mll of ‘Applied
Behavior Analysis, 1981, 14, 159-168. .

Spence, S. H., and Maraillier, J. §. Social Skills Training with Adolescent
Mile Offenders: 1 Short Term Bffec
Therapy, 1979, 17, 7-16.

Spence, 5. H., and Marallller, J. S. Socisl Skills Training with Adolescent
Male Offenders: 'Il. Short Term, Long Term and Generalized
Bffects. Behavior Research and Therapy, 1981, 19, 349-368.

Thelen, M. H., Fry, R. A, Dollinger, S. ., and Paul, §. €. Use of
Videotaped Models to Improve the Interpersonal Adjustment of

Delinquents. Journal of Consulting and Clinical Psychology, 1976,

44, 492.

Toch, H. *Violent Men: An Inquiry Into the Psychology of Violence. Chicago:
Ald]

ine Publishing Co., 1969.

» and McFall, R. M. Behavior Training of Social Skills in Shy

ournal of Consulting and Clinical Psychology. 1975, 43,

384-395.

'T\nnlvmnn, C.T
Mal

Wallace, C.J., Telgen, J. R., Liberman, R. P., and n.m. v. Dumem-
nmvm Treated by Contingency Contract: ining;
A Case Study. Journal nfﬁgh-mrhonuu gg‘dm-nnl
mu-c_r! ma.A 273-274. -

Werner, J. S., Minken, N., Minken, B. L., Pixsen, D. L., Phillips, B.
Wolf, M. "Int lﬁ ckay An Analysis to Prepare
Juvenile Delinquents for ounters with Police Officers. Criminal

Justice and Behavior, 1975,'2, 55-83.

Wolpe, J., and Lazarus, A. A. Behavior Thefapy Technigues: A Guide to the
Trestment of Neuroses. Oxford: Pergamon Pr 1966.







ROLB-PLAYING TBST

You are walking along & street in & neighbourhood that is uafamiliar to yog.
You notice that someone Is walking towards you. This person walks up snd
passes you, but in doing %o he bumps directly lato you. He has pushed you so
Nl e ey N e i, e s Lob WA e gt
clumeyl” . -

You say -

The staff is assigning people to clean the washrooms for the week. (Name
of Counsfllor) comes to you and tells you that it is your turn to wash the tob
and sink.’You tell her that you had this job last week. (Name of Counsellor)
checks her schedule where she has all this information en. However,
she realizes that she had forgotten to mark your job on|the schedule. She
says, "Well, 1 have no written proof that you did the ba last week.
You may Very well have. Anyway, I don't think it will it
again, and if you don't you'll get a finé." ¥

You say -

It is & Saturdsy afternoom and you are getting resdy to §o o the Mall' You
sealize that you don't have & clesn shirt to wear. You know that s friend of
yours has & couple of clean shirts in (herlils closet, 80 you go lato her(his)
oom to ask to borrowone. However, she(he) is not around. Instesd of

looking for her(him), you decide 3o borrow it without her(his) permission.

When you return from the Mall you take the shirt off and returm it to your
friend's room. When you walk in the room, you ses‘your friend lying on the
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bed. She(he) “What are you doing with my shirt. I've told you before,

never take anything from my room without my permission. Give It back snd
~
get the hell out of herel"

You say -

s .
Agfriond of yours has broken his radio. You are golng out this particular day

and she(he) as]

to borrow your radio. You don't want to lend it but she(he) is
persistont and adds that she(he will taks good cars of it. You finally consent
to letting her(him) have it.» You come home that afternoon sid you'se feeling
rather low. (The day has been exhausting and you've had a few disagreements
with people you've encountered.) All you want to do is relax and listen to
your cadio. Tou§o taipour fooednd get 8, but iy Sob thare.. So.you g0’k
your friend, thinking that she(he) must still have it. When you ask her(him)
for your radio she says, "You won't believe what hsppened. I was on my way
downstaics with the radio when I tripped and the radio fell and broke. It was
an accident.”

You say - .

You and five other people are playing a board game (Masterpiece). It is your
turn and you have an opportunity fo engage in a particular move that would

surely give you the load in the game. However, you do not see this particular

move and so miss your One of your “You
are 10 stupld, you don't even know how to play this game. You may as well
quit because you're going to lose for sure now. What a stupid move!”

You say -
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You and a close friend are engaged in conversation. You are discussing
personal matters, things’ you'd rather’no one else heard. Another person
enters the room snd comes over to where you are both sitting. You stop
talking. This other person eays, “Hello" and begins to nﬂia up s
conversation. You both would rather continue with what you were discussing
previous to her(his) arrival.

Yousay -

’ ) # ° - B

You and & fow friends are.in the T.V. room. You sre watching T.V. but the
others ars fooling srovad, shoviag sad jostling each other. It is oaly in fun

and they She lodks

o having a good timo. (Name of Counsellor) ent

directly at you and yells, *Give it up, will you. You'rs aiways shagging

around!® You fi

1 that she is unjustly accusing you since you hadn't been
doing anything wrong.

You say -

You're sitting at the table eating lunch. You have asked several times for

slice of bread.’ Nobody had paid any attention to you,

someone to pass you
50 you reach over o get It yourself. As you ars dolng this (Name of
Counsellor) yells, "Stop reaching across the table. If you want something, ask
for it and someons will pasi u’/m you." She(he) had startled you when she(he)
spoke, causing you to jerk your hand back. This resulted in you tipping over
your glass of milk, (Name of Couasellor) says, "Ses what happensd mowt
the

's 10 excuse for this. You've Jost your table pointal*

You say -
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You're sitting at breakfa

54

and you hear someons suggest that study period
bogen at 8:00 this evening. Everyone else seems to agree. However, you
had really been wanting 'to see a particular T.V. special that is on at that

same time. So you raise your objections. The staff member listens and then

replies, “You know that everyone must have study period together snd we

must go by majority rule.”" That means that you W‘uﬂ ive to miss the show
you wanted so much to see.

Yousay -

You are out with your friénds. It's 10 ofclock, time for you to retum hom.
All your friends are allowed to stay out later (until 12) so you decide to stay
out with them even though you know.that your curfow is for I0. When you
arrive home at 12, yous father is sitting in the room with his housecost on,
‘watching T.V. When you enter, he yn’u.;lt lyany “Where Ih‘l hell have you
been? Do you have any ides what time it 137 Or don't you kids know how to
tell time anymore?" R

Yousay -

e ek
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ASSESSMENT FORM

Tape Number

Vignette Number

Behavioral Measures

Latency of Response:  S's latency of response from the time the role model
terminated her/his prompts to the beginning of her/his
sposch. (Number of seconds) £~
Duration of Response:  (Number of seconds) Time from omsst of response to
ond of response. Time out - s pauses of duration |
greater than thres (3) seconds. ____ ) :

Bye Contact:* 1. dossa't look st fle model : ‘
2. looks but does so erratically
3. appropriate looking
LN .Ilﬂ:ﬂs but not constantly -
5. constant, excessive, glaring
1. Shouting or screaming § cleazly oppressive loudzass.
=% Louder then umal; emough to ceuse some
' discomfort.
. 3. Pirm, clear lovel; easy ‘to distinguish words;
comfortable. .
4. Soft volos, soquises’ oms _to liten carefully; ‘
impression of little energy ; words are distinct. !
5. Very low, strala to hear, some words are indistinct . i

because of excessive softaess.
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Voice Intonation:

Assertive Content:

1.

-
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. Monotone ; completely flat intonation ; every word on

same pitch ; no irritation in tone.

. Some variation in tone and pitch but these are

infrequent or small j little expression.

. Lively i

Some exaggeration of emphasis) ralsed piteh; .

hardness of tome; expressing irritstion or mild

aanoyance. . ~

. Bxaggerated tone, pitch and smphasis; clearly

expressing anger.
Aggressive. Bodily contact intended to cause harm
(Le., hitting, fighting) | threatening with prychological

or physical harm | swearing, name-calling.

. Sarcastic responses Intended to provoke amother;

rudeness ; demanding an apology i expressing a demand
or Tequest without axplanstion of comslderstion: af
others' rights | refusing t6 comply without explanation.
Assertive. Expression of thoughts, feelings and beliafe
in & direct snd honest manner which does not violate
anothér's persomsl rights | requestias sa spology s
requesting bo)uv!nr change in an appropriate manner.
Not confronting the provocation (golng to staff);
asking for further clarification of provocation without
explanation’ of own position | explaining own position
without asking for further clarification.

v




Use the worst rating if more than one behavior s present in the response. J

L]

S.
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Non-Assertive. Bscaping s situstion in which s
verbal or mon-verbal response is requested ;
conforming to & situstion to which S is opposed ;

rosgonses which convey no Information (

1 don't

know) ; § being apologetic when not at fault.




H
1
|

ORDER OF TAPE PRESENTATION
TO RATERS v

+
s .
(O -
5
——

bt




‘ ] ) ,' - R 1
EE . f . TR Y 1

' |

1
i i

R 4 ORDER OF TAPE PRESENTATION :
o g he o v
i i . -, Control Group Subjéct 3 '.I‘m-Inuuunl
Discussion Group Subject 2 Pre-Trestment . s
!‘ ‘ ; i | Kssertion Group Subject 2 * Pre-Trestment o
1 ww @ " Control Group Subject 1 g fo.‘-m \
g { 3 < " Discussion Group Sukject 1 Post-Treatment g
i ¢ Anirtian Gsegg Sublacc 4« E Trostment .
; . Discussion Group Sudject 5 * Pre-Treatment
- l g A Coatiol iz Sibjists © 3 "N preTrestment | .
i © ., I Assertion Group Subject 1. . . Pra-Trestment ’
% ' = Assertion Group Subject 1 " = . Post-Treitment- N
i L Gontzol Group mlm"i ©. Pre-Trestment ) S .
i ~ Amxuu Group Subject 2 i Post-Treatment .
$ . : Assertion Group Subject 3 * . Post-Trestment ° ) .
- * Assertion Group Subject 4 te & Pre-Treatment e ‘
i | ) 'Db“-im‘ Group Subject § ) ‘ Post-Trestment
- Discussion Grosp Subject 3 r Pn-rnn.mn 4
fw ™ . Control Group Subject 3/ Pre-Trestment  * . '
S < 5 - Dissussion Group Subject 4 ' Pre-Trgstment - .
it = v GRS Discussion GrW Subject 2 Port-Rgfatzaent
: ) " Control Group Subject 2 | Post-Treatment .
[ 1 § & 2 Discussion Group ln!].lot 1 ,  Pro-Trestment ' K
I i i Astortion Group Sabject. 3 Pro-T Gatment '
! ' ©+ " DuscusionGronp Sublect3 . Port-Trestmiat - -
. Discussion Group Subfect 4 Port-Trastment !
. L > L ¥ i
: v - AR TR d
NS g B P z
o 5 g ¢
L Lt ' ". s : ‘




ARPENDIX D

SBLP-RATING PROBLEM C}lic KLIST,

3 % 5
‘ 2
.
*
e “
- -
.
’
'
/0
~




PROBLEM CHECKLIST
.
The following is & lst of items which some teenagers define as problems. 1
would like to know whether or not you have ever faced any of thete problems.
For oach item, circle one of the numbers that comes after the problem to tell

me whether you have ever had this problem or felt this way.

1. NEBVER (You have never faced this problem or felt this way.)
3. ONCE (You have faced this problem once, that you can remember.)

3. MORE THAN ONCE (You have faced this problem ;nnI’A than one time.)

i *
. Next, I want to know how difficult each of thess situstions would be for you
to handle. If thers are situstions you have never been in, Just tell me how

difficult you think that situation would have been for you to deal with. For each

. )
item, cizcle one of the lstters thit comes 'after the probiem to tell me low

difficult that kind of problem would be for someons like you to solve.

A. Vory easy to solve. this kind 6f problem.
B. Basy to solve this kind of problem.
C. Hard to solve this kind of problem.

D. Very hard to solve this kind of problem. w

&
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Someone (parent, teacher, policeman, or fﬂ‘ud) blamed me for something I

did notdo. _

1 2 3 /’ A B c D -
I could not get along with teacher in school.
1 2 3 7 A B c D

My parents hassled me about my long hair or my clothes.

1 32 s / A B C D .
Igot into & fight with snother guy or girl because she/he called me & name
or cut me down.
1 2 T A B [ ] :
My mother or father (or stepparent o foster parent) didn't approve of one
of my friends, and we srgued about it.
1.2 8 #2. 4 3.% D
Igot into « fight with s guy or gisl because she/he cut down somecpe in my
family. . o~
1* 2 3 s/ A B € D
Tean't got along with my father because be has s bad temper.
1 2 3 /- a3 ¢ D
Ihad & fight with my brother or sister because they ware nosiag sround fa
my business. d - ! - s
R T Y p 3. ¢ >
T ooulda't take orders from sn adut. )
1 3 3 / A B c D s
I eouldn't: turn down & friend when he asked me for & favour, even ::.H
- dida't really wast to do . E
T a8 4 A 3. c D




64

A teacher or principal hassled me because of my polics record.

13 s g A B Cc D k
Oné of my teachers kept picking on me.

1 2 3 / A B C D
The Hids in school pleked on me asd I dida't know what to say to stand wp
for my own rights. ¥

1 2 3§ 2 A B € D
I have felt upset because my parents argued with each other and I didn't

know what to do about it.

. i“ 2 3 / A B c D
30) pareats prisd fato my affales.
1 2 s s A B c .D
Ihad & problem but couldn't talk to my mother about it.
1,13 3 /; A4 B Cc D e
1 copldn't talk to my father sbout  problem I was having. ’
1 2 s s/ A 3 ¢ D
1lost my temper and mouthed off to someone ovér some little thing.
1N 2 3 4 ET® e D
141d something without thinking about what I was doin.
23 34 @4 B _ 6 D

14id something without thiaking about the cons
. 1s.3 3 /- 'a B3 €D
1got in a'bad mood and had trouble getting out of -

1«3 s,/ A B c' D
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SOCIAL SKILLS TRAINING PROGRAM - PLEASANTVILLE

Sesslon 1
What do we mean by social skills? We mean: saying what you think and
feel without feeling uncomfortable about it and without impoitag on the rights of
others. You r’slynct yourself more and get more respect from others when you
stand up for your rights and express what you think and feel and believe, clearly
snd honestly in ways h do not offend others or violste another person's
ﬂ.l!ltl. We get what we need by interacting with other people. The more
effective we are in expressing ourselves to other peopls, the more we will be
satisfled with ourselves and the way oneibipsaiace going. A

In the first seslon we want to golnt out some ways in which people often

sucoeed and fail in communicating with other people and then describe some

basie of effective With each of these we will have

s0me practice or discussion. ] .

Assertive Behavior. Using soclsl skillsgeffectively is often called being
* astertive. Some examples of sssertive behavior are :
# 1. Requesting help  e.g., with math homework.

Assertion Training Group - request is modeled and discussed.

Discussion Group - explanation of approach to use in making request.
Refusing a request | e.5., when too busy to help with homewotk.

Assertion Training Group - refusal is modeled and discussed.

Discussion Group - discussion of ways to refuse request and of

.- Individuil's rights in this particular situation.

-66-
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Requesting & change™in behavior ; e.g., complsining sbout roommate's

untidiness.
Assertion Training Group - request is modeled and discussed. |
Discussion Group - discussion of how to agprosch and pefform fa this
type of situation. Respect for self and others is discusted. !

an opinion j e,
others are detracting.

positive regard for someone when

Assertion Training Group - response is modeled and discussed.
.
Discussion Group - discusslon of approach to presentation of response
i :

and of individual's right to express opinion.

Nonassertive behavior consists of violating your own rights by failing to
express yourself effectively so that others are permitted to disregard your

opinions and feelings. What comes scross is: "My feelings don't matter. My

thoughts aren't important.”

Some examples of nonassertive behavior are :- -

1.

Failing to say 'no’ to & request when you wast to § e.g., aked to lend
clother. /

Assertion Training Group - response is modeled by traimers snd
discuared. <

Discusslon Group - discussion of the stror mads ln dolag this sad the

loss of personal rights.

Failing to express oplaion | o.8., planning an activity.
Assestlon Tralaing Group - response is modeled and discussed.
Disoussion Group - discussion of the loss of rights and loss of respect

from others.

o




A

w .
Apologetically requesting help j e.8., with homework.
Assertion Training Group - response is modsled and discussed.

Discussion Group - discussion of

1¢-effacing behavior and loss of
respect. :

resssive behavior involves standing up for your personal rights and

expressing your thoughts and feelings in s way that violates the xightlf( mn}.hu

person.

What sggrplon behavior communicates Is: *This ls what I want, What

~
you want is not important. What | think or feel is important. What you think snd

teel doesn't count.”

SomA examples of agressive behavior are :

1.

Sarcastic response } o.g., to sexist yemark.
Assertion Tralning Group - response Is modeled by trainers snd

discusse

Group - of of such behavior apd the

lack of respect shown to others.
Putting & person down | e.g., for making mistake.

<
Assertion Training Group - response is modeled and discus

2 Group - db o of making people feal
bad and lack of respect for them. i

Hostile refusal | 8.g., to & request for help. .

Assertion Training Group - refusal is modeled and d.\lf\und.
Discussion Group - discussion of others' rights in situation and the
impression you make. .

4
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4. Hostile response to minor violation of rights ; e.g., disagreement over
what to do.

. Assertive Training Group - modeled by trainers and discussed.

Group - of behavior and its negative
consequences. L

Being sgressive is standing up for your rights in an inappropriste way.

is just as a5 the behavior we described.
Often wi tind that a perion is Gohsssertive again and again, each time feeling
more frustrated and resentful and then losing her/his temper and being
aggressive. When that happens, the person loses bothavays.

A very important part Of astertive behavior, of getting across to someone
else, Is the way in which we say things. Can you suggest some behaviors besides
s person's words that we respond to? These monverbal componsats of
communication are: eye contact, loudness of voice, tome of voice, posture,
facial exprossion, haod gestures.

Assertion Training Group - Trainers model example of insppropriste and

use of

Group - of the of i and

use of nonverbal

The polnt is that you gut yourself across better when you make froquest eye

contact, when you .,.n up, when you put expression in your voice, in your hu.
uymhm--nbymv-ymtwuwurwy. '

Good eye contact doss not zequire staring constantly lato the other petson's
oyen: T“ into her/his eyes wheiyou begin talking or when she/he begins

talking ; allow your eyes to move

y & bit but come back to nesr her/his eyes

every now and then.
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JTo keep good eye umnﬁn«umﬁuu 50 that you show
Your voice lovdness and expression can make & lot of difference and will
cn-.-mnyy;nvm.m-mmu»n-mmnuon. So will your .
facial expression and use of hand gesturer. $hese are all nstural ways we have
of expressing ourselves. Some of us get uptight about becoming mors expessive,

but you will find that & bit of practite is all you ned.

e A Al OBt




Session 2

Porsonal Rights: In muny situstions, people srs unsure about how they

gpoud st bicause thay don't know or re usslear sbout what sighis they bave
and what rights others have. It is Luportant ln any iateractionto recoguize what
your porsonal rights are and also what rights others are ‘sntitled to.

One of the most basic personal rights we possess is the right to express an

opinion, & belief, s need. However, we must be careful not to violate the
. v

personsl rights of others ; e.g., you have s right'to disagree with someone

concerning s particular issue, but you don't have the right to tell that person to
L4 %
*shut-up" if her/his opinion differs from yours.

One of the major steps in becoming mors socially skilled (assertive) s to be

able t dentify and scoept your and others' peisonal rights. .

Ws would now like: you to think sbout what rights you feel you have. Call

out agy you'can think of and we'll mike a List of them on the blackboard.
'Dhl:\lll the list (clarifying, adding to‘. deleting from,. the list). Discuss the

limitations on thess rights and the responsibilitiss accompanying the rights.

Assertion Training Group - Bxercise : Bveryone imagine that you hawve one

of these rights that you feel uncomfortable sccepting. Now sy to yourself, T
A = Ld

have the right to . . ", repeat this . .,

Now picture s situstion where you havs the opportunity to exercise this

right, Bveryone will have & turn dercribing and rols-playing her/kis situation

‘with snother person. After the role-play, you can tell s how you felt sccepting
‘this right #5d the other person can tell us how she/he folt. .

Discussion Group - No exercise.”
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Aggrossive Bohavior. Ask fof lustances of having bden sngered, One .
: g7

nce from each individual. Get detailed description of event and fit it inte -
one of Lange and ;.mmw-u'- (1976) categories listed bdlow. Libel sach.

lad
Discuss exampley to Uustraze the ...'une. of ovents from recogaition. of

violation - to anger foolings - to rerponss.

; H ) A“mm- Behavior (The Causes) Bxpl-in indetail. " g b
.). Pnun; of being vulnerabls to an m.ck (mdcxpma or actual) jresults ol
from beiag éd or a sense of . d T
} . wai vy acoutation , : i £ s %,
- oriticism’ C ’ o .y ]
5 <t down aame oalling) 5 x
- l\ . ‘e - - Fpbysical aggres : 5 ' ]
i . * Prior Nonsssertion ~~© | b g ) o o ™
i ﬂ A Rights are froquently yiolated ; hust aad anger build up uatil person y
{ : " fools ‘fustitied in “xproming thers foslings ant’ T
x : = - standing up for. rights (straw that bresks camel's back-%not sofig * i
¥ AR . mhtlxgomyml)s ’ e
v B, Aggrossion as a teshnique to laduce nl.lt\}nli.u- i others 1o they

. l:hlbit more A“.cﬁnn (makes' ‘other tlu&l! how lncom orate . -

she/he IIAI bnn)—-ﬂ you, love me, you will mt-hl me,

] . “e.44" § -fodling lgndred by friend 10 -becoma Bostile, towaid
, ' e _w:mn‘ 2 LA :,
i . . N
b r .  parent mikes ohild feel gullty for being late for mpper. -

| [ . § o o 8 |
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3. | Overresction to & corvent situstion beckuss of some past uarescived
T § ] aiilposlissperiinn: 5 ;
o Told to perfosm a task - sounds like & command.
’ , . " Parents tlweys 414 thls and provided Uttle thasks for your
‘n:nmpumc---ma- yoy angry; now situations _wnm you're
s o told' to do somsthing reslly irritate you. o ?
S DA 1 the'only waytoget thmgh to other people. ) ®
» \‘ 5,7 You don't h-" assortive skills to mﬂ. situation .mopmmy. ¢
" Consaquences of Aggression ’ n o . o
75 What ste the'positive outcomes of being sggressive? v s '
Positivs unm-\;u,m) SEIREIST 5 :,/ L
L+ omotionslexpremion . . & Cen )
. 3. sénse of power n O BE v ) ' »
¢ 3. * gotting goals met without experiencing negative reaction from others
What are the negative effects of belag aggressive? .
Negative (long term) '
Il. losing or- hmu to -mbll.-h close m-umum.\ Al N ' ] "
:  feeling orie has to be uonmnuy vu‘u.nc agalast styedkaToons othashe 54 )
.Person may -nnhul.ly feel misunderstood, nnland . ! o .
NoT : Positive ffects are only immedHfte. |
.+ Alllong-term effasts are negetivh. q / ) Cat
Asmertion Tralalag Growp - nxmu- ¢ Ak suol® prion to desosibs
oon-tu.u she/ha. finds mnklu Whn ueh pmu s & provoking ﬂzuum,
Bave one of the other group members take the_part ofthe provooateus, aet out
*the situation fust,enough to permit arouesl of aasoyamos, ™ \
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Haye the provoted person doscribe the foaling M anger.
. 1.7 the mdabthn -lnn‘- -
* - the thouglits about self and the other. person that came to mind.
Continue uatil sach member has had provocation up.ﬂnu and described
“ het/his resctions to t. ¥ / -

munndon Group - Dlumlsl of hll.l.l.l related to I-Iln hol )'nol-l

axperience ;- physiological changos and thoghts sbout self and otber. s
.Both Gm.- - Homework lu-umm Ducing the wosk, write domm the
umnm :m make ypu sagy. Descrite aach situstion In detal. m (What)

$ pmvhdm|Buwﬂ«mlnl;mndumnnmtdumdﬂ




3 ‘want to do,

Sess 4. P
Rational Self-Analysis £ Bllis' ABC Paradigm
1. Present rationale for teaching anger control. -

3., Introfuce Bills' ABC Paradigm - Rational and Irvationsl Relief System.

- What Is it sbout some things that other people do or uy’ that provokes our Ty

er?
ang ) . ™
It is not 50 much what actually is said or done but how we interpret it-~what
it means to us--what we believe about it. Let's put it in terms of ABC's. "‘l‘ is

an Act of some sort, say someons calling you ‘retarded’.

‘B' is wu)r Belief that it is unfortunste to be retarded, and 'C' is ‘

amotional Consequence of fealing sad about yourself. You don't feel sad because
L

“you were called 'l’ltll‘dtd': You fi ad becsuse you believe it's unfortunate to

be retarded. Suppose your Belief is different--you belleve that being called”

L . 'r‘?zltdlﬂ' is. dangerous and can cause you :urle\u harm unless you take strong
sction. ‘Then your smotionsl Consequence is sager. ]

These beliets which arPso importent to our emotional reactfons happen‘so

i quickly sometimes that we sre not aware of them. Theg have become
Gt N
automatic. That makes it much harder to do something about mn‘mn we
E % 3
tirst importent step in lesrning to control our emotions, is to

recognize how we are interpreting events that provoke us | What we are saying

to ourselves about, what othars do and say. LK £

Assostion Training Group - Bxercise: Ask esch sblect to thisk of &
provoking situstion. Have t;c $'s role-play the situation. After the role-play,
have' the rubject desribe what she/he was thinking when the ouux‘pravohg"
her/him. Discuss alternative ways of looking at the provocation. :
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lscussion Group: Have participsnts gemerate prowokiny itustions.
Disfuss their pes of ?n asd ways gf viewing or

* “interpreting them.
Both Groups - Homework Aisigumest :’ During the week, write down the

situations that make you sngry. Describe each situation in detal. Who (What)

. provoked you ; How did you feel ; What did you think ; What did you say | What
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“Semsion § " .

Anger Contsol mo"ne, 1975) -
Bxplain Principles of Anger um.mm : ’
+ 1. Remember tist you ase 4 worthy portan. Yo nesd not sl throatend

ssive comments. \

27 Stay cmmm Stay focma and stick to what must be done 3o got

You wast | dod't take things personally.  «

3. Thlrc ary alternative ways of reacting to pmvocn(onl that don't lnvolvl

anger. Try an assertive response.

4. Recognize physiological signs of lrﬂnuL Try rolaxing. \\
S. Use anger as sn alerting signal. Use it to work to your Aﬂvlntl" /

task-oriented, and lnstruct yourself.
- 6. Bicoming angry will not -uauq\to take control--only u'x/n:. control.
You will only be in control if you take a problem-solving approach agd
stay calm. /J 1] '
. valei instfic tion ia relazation fachaiques. v
Astertion Tralning Group - Trainers modsl. anger mansgement “apyrosch.
Ask subjects to generate self-statements snd ways to handle yﬁool!tgu.
Bxercise - HeveSich subject role-glay provoking situation end sttempt to

control snger, Trainérs model when aecessiry and provide feedba uad‘
"

ensouragement.

Discussion Group - Have m;-# ..Qnm grovoking situstions and discuss
how t0apply anger peasgement prinolples.

Both Groups - Homework Assignment : During the week, wiits down the
-lt\uunu that luh ‘you angry. Describe each in detsll. Who (What) ,twnlod
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Session 6
Negotiation Skills
Define : Negotiste - to deal or bargain with another
= to arrange to deal or bring lmth‘hfnldnn and
settloment of terms '
Situstions 9‘“' arise where both people involved in a conflict thlg t:h-y are
right. In these situations, the best approach to resolving the conflict is to strike

deal that both people feel is falr. Things can't always go our way. There

sre occaslons when we have to ) that Is, settle

by mutual

concesslonsi-where both people have to give up  little, This is what negotlation, .’

is all about. In this way the personal rights of both parties are preserved.

Say, for exampls, that two peopls want to watch different T.V. shows that
are on at the same time, OR two individuals both go'for the ssrie chair as they
enter s room. How would you negotiste & solution?

Assertion Training Group - Trainers mode] the negotistion process and reach
* compromise. Heve subjects role-play conflictiag situstions with aim to
negotists. Provide instruction and feedback on subjects’ performances.

Discussion Group - Trainers describs the approsch used in the negotistion
edess In the, coatext of the two axamples. Have sabjects volusteer situstions

and discuss how they can reach & compromise by negotisting s deal.
. . -
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Analyses of Covariance

82

for Response Latency >
% Sourceof Varlstion
) Between Within Total
Sum of Squares: ¥ .098 .585 ) 683
Sum of Squares: X 1844 56.887 74,981
.Sum of Products * -.519 1577 : 1.058
Degrees of Freedom 1 9 1
Adjusted Sum of Squazes: X 20.756. 52.586 . maa
Degrees of Freedonrfor _ . '
Adjusted Sugf of Squares [N 8 EE )
Varlance Bstimates £5,2-10878  sp2- 6573
F = 1579 ) Ns .
. h LTS R L ;
+ 4 ' % L
# [ oy ¥ ERA g
¢ ¢ LR ¢ s
% e 4
. N . . 3
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Analyses of Covariance : . .

for Response Duration . & i

Source of Varistion

Betwesn Within ' Total
1S ; -
! - 3 5
Sum of Squares: ¥ . 5.989 18.457 24.446
Sum of Squares: X 10091 19.112 29.203
| Sum of Produsts ., | 4.948 14207 | 19.155
i . Degrees of Freedom 2 R ) !ow M
] Adjusted Sum of Squares: X § 018, 8.176 14.194
. Degrees of Fresdom for
} s : Adjustéd Sum of Squares 2 ] 10
. Variance Bstimates Shl = 3.009 Sw2 = 1,023
' F 294 NS ¥ )
! TR TR R ‘
| o z
! - N 2
i i .
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Analyses of Covarisnce
> for Bye Contact *
.
_Source of Variation
:__ Between Within Total
& 3.
an 1.626 1838
358 2322 <3476
Sum of Products Yoo 827 813
Degraes of Freedom Lo 9 1
Adjusted Sum of Squares: X an, 1.801 2an,
‘ Degrees of Fresdom for " .
Adjusted Suim of Squates 2 [ 10
Vaslance Estimates S2=.236 | Syga=.15 ‘ ¥
F=1.089 Ns i
. )
. G K
. ¢
) . " ]
E e e
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Analyses of Covariance

for Loudness of Volce

85

Source of Variation

Between Within Totsl
Sum of Squares: Y 024 392 416
Sum of Squares: X 093 1.840 1952
Sum of Products .041 336 an
Degrees of Freedom 3 9 1
Adjusted Sum.of Squares: X 05 1.698 . 1.749
Degrees of Freedom for A %
Adjusted Sum of Squares: 3 -8 ' 10
Variance;Bstimates 212
e Pa .18 Ns .
ot o : w i
. \
3 - .
' » o i 0
b . '
. o w
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i { . \ "‘ ) Analyses of Covariance .
! § ~ for Voice Intonation -
|
| C
Source of Variation e
X Betwsen - Within ‘% Total
e . 008 g s,
' u 3 129 1.332 1.461
| Sum of Product 015 -\055 -08 ‘e
| Degrees of Freedom 2 9 1
| Adjusted Sum of Squares: X BE 1.328 1.459
Yo Ddirees of Freedom for ’ <
g ] Adjusted Sum of Squares 2 [ 10
Variance Betigates 3= 066 Spas.l66 0
¢
P 898 NS 2
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. & \ 7 B " |
¥ |
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Adiyses of Covarlasce ,
J - " for Assertive’ Content 4
Soutce.of Varlaton } 4 - ;
Bétwsen .~ ' Within T Total
Co s Sum of Squares: ¥
o 3 Sum of Squases: X
4 . Sum of Products
Degress of Fissdom :
Adjusted Sum of Squares: X,
i Degrees of Freedom for
o Adjusted Sum of Sqnlﬂ
A L %
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