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. investigation undertook to evaluaté the effectiveness

=

‘ aBsTRACT. -

¢

Situation-specific behavioural'deficits have’
been ‘found ‘to account for at-least some of. the aggressive

behaviours displayed by juvenile’ delinquents. The present

of a social skills training package in achieving a

* reduction indelinquents' aggressive behaviours. ‘Such a

4

training progran offers one procedure through which
appropriate responding. in'social sxcuat,lons can be‘ taught.
pravidte Saeaatoh hat suggested that’ sgsressive vehiviauy
whs ‘a relevant target behavioir for this population. >
Twenty-four students from a residential t’ra1n1nq‘
center for juvenilé delinquents served as subjects for -~
this investigatisn. “They ranged in age ‘from-14-16 years
(mean=15 2) 'rhe sex dxstrxbutlon of the subject’.s . i

5 :eilected their tespectlve p:apoztmns in ‘the center ban,

populatic,
Three measures of verbal. and physical aggression

vere employed tq, b pses Eie efficacy of the training -\

program: ' -(a) the frequency of fmes and idrnings .

“'issued by the staff members for ve:bal and. physical
aqg:eesiveness, (b). in vive obsewations of aqqressx\}e
behaviour duunq a frea—t}me penod, .and’ (c) ratings of

ive si

social skills. i3 to

presented on audiotape:



" and pre-t level of aggression. J

_personal problém situations identified by the students. »

..and ﬁeedback, coaching, and homework assxgnments.

" treatment in addition to the normal brogram of the E ran g b
2 |

-trainding group ‘did not differ siqnificantly from the

The- students.were divided-into a-treatment group

and a control group equated in tetms of sex-distribution

The studerts in the training group met weekly for

eight weeks. .During these meetings, the concepts of
assertion, aggression and hon-assertion were first introd-
uced. A'variety of skills for assertively responding to

provocations were applied to job-interviews and in‘ge;—.

The social ‘skills training incmaéd'moaeuing, réhearsal’

The students in the contxol qmup were given né : o

institution. N

© 7. On all the measures of aggressiveness collected, the»"

Sontrol group aEreither the pre-treatment or the post-

. Furf » the hahavlour of the

tralnxng group did not change significantly\over the coyrse
of the ‘investigation. o it : /

These results indicate that the socxal skills .,
training package, as presently app:{:.ed, was not successful i |
in altsrinq the amount. of aggressive behaviour displayed

by ‘the students. . ; Lo :




g ‘. v :
- Difficulties in cb\t\‘mg ackurate, dath, ori-the |

‘students' aggressive béhavm r and their u.mplxcatmns .

for conc. ‘smns £rom the study\are dlscuss’ed
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At Pleasantville sahool, idential training = i
center for Juvenua dsuqmts, many of the inappropriate
Lnterpexsnnll behaviours ub aqqreuive relntqd—acts. .
'l‘hege ac e auhject to umshments in the fom of

losses of privileges. McNeil (1970) repor.ted that such

_aggressive acts continue, to'occurat an unconfortably

high rate. Thus, punishment’has only been moderately
effective in reducing their Gecurrence.

Bandura (1968) has indicated that the appearance of

ate in an’ 14 ion may

be hindered By the

what

1nd1vxduals lack of maerstandinq of

ate in that ljt\mﬂon. &

The isition of
a.learning process

have been exposed.

ate ir al skills isi .

to which some hdi.vid\uls may nnt L

5
. The development and maintenance of inappropriate
behaviours, such as aggression, also constitutes a learning
process. Like other' types of behaviour, nqqresa&ve écts

are maintained in an 1ndividual's hehaviournl zepextnlx'e

by ‘weix consequences. The percelved success uf a behaviou:




-

in achieving a desired outcome governs the’ probability

,that this same behaviour *will be repeated at some future

time. .The appropriateness of the acr. appears.to be

irrelevant here. Thus, if a socially apRropriate response ¢

is not available, and an " inappropriate response has

succeeded in the past, it will most ll.kely be employed

Based oh this model, ‘an -individudl presently dis-

‘playing inappropriate social behaviour ‘cannot be expected

- ‘to-display appropriate behaviour¥spontaneously. Thus,

punishing inappropriate behaviours ,could not be’expected
to sxtmgulsh their occurtence, as l.t does little towards
providing a model for acmevmg pnsltlve ‘outcome’s. based on

thte perfomance. of socially appropriaté behaviours: 5

‘method of teaching appropriate social behaviour-is required

is to be-achieved.’

if the : of such beh

Social Skill Deficits Among Juvenile Del :

Freedman, - Rosenthal, Donahoe, Schlundt and McFall
(1978) have conceptualized delinquent behaviour as'a.

manifestation of situation-specified .ocial-behavioural

: a.
' skill deficits. Their research compared the performance

Of delinquents and their non-delinquent peérs on’the’ -
| Adolescent Problems Inventory (AZF.I.). First developed.’
by Freednan (1974), the A.P, 17 daa Fa-item role playing

best. Each 1tem on the test describes a.partlcular set of

-events “which reflect a problem area relevant to’this %

‘
. L {
; . §



population. The subie s' z‘ésponse‘s to the problems

posed by eacti” “item are recorded and are gradéd on & R

five“point socxa]. compecence scale,

Freedman et al. (1978)’ report the.résults of . o

*thiee investigationg utilizing the”A.P.I.. 'In one,"
respon/sas;"to the problem si'tuations were collected from -
a sample of institutionalized juvenile delinquents, a
sample of" nnn-delmquem;, law -abiding, mature, high school
scudents, and a-sample of high. school stya nts who were
_ recognized af s:.udant leadersl (1.e., they w{;}e editors =~ " . - y 3

of the school newspaper and.yearbook, student senators,

: c{ass presidents, and star athletes) . ALl subjects were,

“group, in turi, performéd significantly better overall/than

Tales ranqmg in agel from 14 1s years. )
Based on_total A.P. 2. score obtained, the results

of this -comparison revealsd that the test could reliably *

dlfferentiate among the ; tI ee’ groups of ‘adolescents. The .

‘'student .'Lea&ers performed siqnifm \ly ‘better overall

tHan- d].dAthe "high school student group. .The high school

did the delinquent sample.

1{ second study




o

spent more than. 25 days during the preceding ‘six months
in theinstitution's security cottage. The second group
was made up of boys who had ‘spent less than's days during
the same period in the security cottage.

The results indicated that the low-disruptive

subjects earned significantly higher ‘total scores on the

A.P.I. thap did the high-disruptive subjects.

In the thirdstudy a non-delinquent high school

sample. and.a delinquent sample were administered the

A.P.I. in either a 'free-response' or 'maltiple-choice' format.

In addition, the subjects were asked to give either their
'typical' ‘response, or the 'best' response ‘they could devise.
Those subjects who were asked for their 'best

response: performed at a significantly higher level t.han a1d
those who were asked for their .typical’ response.' Those
tésponding in a 'multiple choice' format did better overall
than did those who were alloved to respond in a 'free-response
format. The A.P.I. again differentiated bétween delinquent
and non-delinquent subjects (Freedman, et. al., 1978).

Taken as a whole, these findings indicate that the '
proiiien azean chosen for inclusion on the A.P.I. do represent
relevant areas of concern for adolescent boys (Freednan,
1974). Further, non-delinquent high school.students appear-
to handle these problem areas with [much more - compstence than
do delinguent indivishals (Freedmaii, et. al.} 1978). The

finding that the type of instructions given can affect the



competency of the obtained responses indicates that some

measure of caution must be exercised when such role—

“playing tests are being aamnistered)‘\ (Bellack, Hersen

' and Turner, 1979; Higgins, Alonso and Pendleton, 1979).
Based on these findings, Freedman\et. al. [1978‘)

conclude that situation-specific social sKill deficits

do contribute to the interpersonal legal difficulties

faced by delinquent adolescents.

< Reducing Deficientz social Skills

Freedman's (et. al., 1978) findings correlaté social’

skill deficits and ‘delinquency. If social skill deficits
are’ at least partially responsible for delinquents' inter-
personal problems,' reducing these deficits should lead to

a reduction in their interpersonal difficulties.

Social ‘skills training programs have been developed
to deal with an individual's interpersonal problens. These
» programs attempt to remediate deficiencies by pinpointing

those behaviours which contribute to the response's

failure. Once these have been identified, specific =~ ™
g 3
procedures are invoked to improve the individual's

performance of these. behaviours.




The Socially Skilled : Eisler, Miller and

Hensen (1973) employed a series of role-playing situations,
‘and compared the components of assertive behaviout
displayed by a group of male psychiatric patients given
high global ratings of assertiveness (HA) with that of a
group given low ratings (LA). In each’role-playing
situation, the patients responded to simulated real-life
encounters. A description of the situation was followed
by a verbal prompt. All responses were videotaped.

The assertiveness of the individual was assessed by,
carefully exanining the verbal and non-verbal components of
the behaviour of each subject. Independent judges were
employed to assign ratings in each of the {ﬁne most |
frequently occu:ung ‘behavioural cateqo:ies. »\

h Eisler, et.al. (1973) found that high assertive (HA) '
and ‘Low asseftive (1A) responding iAdividuals could’ ' °. f
reliably pe differentiated on’the basis‘of five of the nine
behavioural measures. HA subjects displayed shorter
latencies to response, and louder speech volume than aid’
LA subjects. HA respondars displayed a trend toward
longer response durations. The two groups were not

significantly different on the speach fluercy measire, the &)




fzéquency of smiles, or ‘thg guration of looking measure
However, HA subjects were lésh compiiant’ with the requests
of the role model. FTurthér, they made more requests
for behaviour change. ﬁnau‘y,‘ Bi bublects Wi vakes ks
displaying more affect than were.LA subjects.
Thehe findings ‘provide ‘evidence lthac'»certainl
 behavioural characteristics are closely associated with
high assertive responses among male psychiatric patients.
The extent to which these behaviours are. relevant

£o non-psychiatric popilations depends upon the types of

. ) N .
social i normally. by these individuals.
For non-psychiatric populations, the interpersonal’

difficulties normally might be to.

differ _from those presented by Eisler, et. al. (1973).
However, the requisite skills for )wmpeeene :espond;{ng
" need not show a corresponding variation. Those social
skills training programs’which havé heen developed for a’ ~
wide variety of client populations (e.g. Lange and .
Jabubowski, 1976; Liberman, King, DeRisi and McCann, 1976)
employ as targets most, if not all, the behaviours
. examined by Eisler, et. al. (1973). 1In some cases, however,
skills may be re-defined, of other targets chosen, depending
. upon the specific needs of an individual, or of a population.




Social 'Skills ining Programs: In the usual

sense of the word, 'Assertion Training' refers to a

combination of behavioural -techniques employed to

remediate interpersonal problems (Heimberg, Montgomery,

Madsen and i ¢ 1977, investigations

Of the efficacy of social skills training have dealt with
identifying those component techniquées which dre essential
to the success of ‘a skills training program.’ A second

series of lnvestl.qatlons has- attempted to establish the

superiority of skills training over other forms of
therapy. oo e e

Those studies which have sought 5 identify the

. essential components of social skills training have dealt

mainly with college student or psychiatric populations.

The-extensive review of these studies by Heimberg, et.al.

{1977) indicates that technique effectiveness is directly
related to’ population differénces. ~Based on théir review;
Heimberg, et.al., (1977) indicate' that response rehearsal
alone does not ap}':ea: to.be sufficient to modify the non-’
assertive behaviour of psychiatric patients. However;

rehearsal was found to be an effective interventfon technique

L o
when used with college students.,

Heimberg, et.al..(1977) also coricluded that the

combination of modelling,” focused instructiops and response




\ - . =

p:acc’i\ce appisrsd ko be. an; Jesgeckive. trsatiant progran
for\the non-asseztive behaviour of psychiatric patients.
College students were found to tespond best to the
co}l\binatién of rehearsal, coaching ‘and modelling.

A more recent review (Twentyman and Zimering, 1979)
has corroborated ‘the findings reported /Ly Heimberg, et:al.
(1977). this review also conclides that the use of
homework assignments, projected consequences (6f assertive
behaviour), ‘and cognitive modification techniques will
facix'itace positive behaviour(changes Lf ‘thay ace

included in a social skills training program maderup of

"' the.above mentioned téctiniques. _However, theé effectiveness

of ‘these techniques beyond what can be obfained through

the use of the Tore standard techniques, has yet to be

( and ing, 1979). Largely,
these techniques ‘are included to facilitate transfer and
generalization (Twentynan and Zimering, 1979). -

Coggaxacive Studies: Compared to no-treatment, or a
placebo * 'treatment, social skills' training has been found to
be a more effective procedure for teaching spcific: skill
acquisition, or in achieving a reduction of interpersonal )

anxietl.es (Twentyman and zimerlnq, (1‘?79) .




However, Twentyman and Zimering (1979). reported |
that skills training is no, sore effective that any > |

alte; E ntion (e.q.’analytic- " I

oriented psy

, di i hy ies, anxiety-
:ed\u:ti.on therapies, cognitive-based thatapies). In’
all cﬂse!, the a‘tu‘di_es reported in their review indicate
éhg: fow sigﬁific’antﬂdlffetences were reported among

. the treatment proqru;ns. On the basis of this,’ wentyman

; " and zimering (1979) conclude that more evidence is

. necessary befobe behavioural\traininq of gocux skills e \

’ can be endorsed as the treauneht of choice for interpersonal / y |

J skill deficits.. \
= < \

social skills ining with Juvenile Del only

‘a few studies have évaluated the effects of social skills
- traiming programs with juvenile deliquent populations. One

4 \ : 2
of the earliest investigatiohs was undertaken by Sarason (1968).

ol - Sarason presented a series of fifteen problem v
situations Yo each of two: gioups of male; institutionalized -
juvenile deliquents. Each problem ‘situation was chosen .
on the basis of xu relevance to the population under ;

, investigation. ’x‘he !ubjects task was to devise, and then ~ .

mle-play, solutions to these preblemi. " For one group,

the problem situation, plus some possible solutions, was

—




first modelled by the experimenters. For the other group,

such modelling was not provided. A third group received

¥

no. exposure, to € e\exéznmental procedure. #

A nunber of measures Were collpgzed forn each subject.

oluded afiong these vas a Aelf-Sedptinki n inventory
completed by the sc“\(hents.‘ dnd a .staff-compm\ed\zuikr;q e Ve
acale of the studet's, behaviour. As Vall, averal post S N |
experimental measures were drawn form Review Board decisions
which were handed down at the ‘time of the shbﬁect's release.
Sazason (1968) found that the subjects in the exper-
o i imental ‘groups shished ot posxtive changes in their
behaviour and attitudes than did:the boys who did not
participate in the efperiment. The results were strongest
.and ‘most, positive £or the group who had received exposure .
to the modelled alternatives.

sarason's /(1968) findings would appear to provide
: R

support for the inclusion 6f modelling as a treatment

] when' attempting social skillls-training with

I ‘ . b
| _
1

delinquents. The.superiority of modelling over other

techniques was challenged in a study by Sarason and Ganzer

“(1973) . » ¥ . i
sarason and Ganzer (1973) replicated the procedures

| employed in Sarason's earlier study.  In addition, they

i \ o
included.a 'discussion' group.. This group was presented




sl LRk Py oS B2 ; ) ks T =2
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i v : ; A
4 \ SNt
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/ with‘the problem situations.  Further, they were
brovidéd with information on how to handle these
| sltuatlons‘ - This infornation was then aiscussed by
- all tné group members.
“ . e results ‘of this study were essentially the same
T v s those ohtalned "By~ sarason (1968). All experimental
groups shov{ed greater behavioural and attitudinal changes -
' " atir Ehbte dentrol group countexparts. However, the
' \xfe?enceswamcng the experlmental groups was not
. slqnxfxcant‘. Thus, “Ee-provision of information concerning

otk handling of particuiar prbblem situations is as

effective as seeing these response alternatives modelled.
The authors suggest that the kéy .factor may be the |
provision -of s \task-relevant information. ' The method. used

to provide that information may be ‘only a secondary concern

(sarason and Ganzer, 1973)..

x . spence and Haxlelet {1979) lsolated several behavioural
defu:xencxes ‘displayed by each-of five msucutmnanzed
delinquents. - Once “isolated, the performance *levels of
Lnane Bobaviopes vas subjected.to a detailed assessment

}
procedure. ‘The assessment battery combined a staff ey
questionnaite, a student-conpleted self-report measure and.
a behavioural observation measure derived from videotaped

conversations.

e : The training program utilized instructions, modelling,

role-playing, videotaped feedbick, target setting and social "




o

“verbal’ feedback);where changes were produced, théy were

et %

13

4

reinforcement. 'Each Of the five target behaviours were '

dealt with in a sequential fashion for a maximum of three

sessions. The total number of training sessions varied s
for each subject, but did not exceéd a total of -ten.,
* . Spence and Marziller (197%) found that training

produced uneven changes “inthe subject's behaviour.

Changes in ‘'some behaviours were accomplished rather quickly

(eye contact, appropriate hand movements). However; other

behaviours proved much harder to' train (appropriate head

fovemenits, verbal acknowledgements, student-produced =3 -

maintained at a two-week follow up session. !
Oliendick and Hersen' (1979) compated the effecnveness
of a social skills training _program and a "aiscussion grouwp

therapy to that of a waiting list contm‘

b, §
effecting positive behaviour changes among a group of

institutionalized delinquents. Thé goal of the program
was to help the subjects acquire the. skills which, vere

nec;\ssazy to get along with staff members and peexs.

ur struments were eiployed to assess the subjects’

progress throughout the training program. The Nowicki="

Strickland Iocus of Control Scale and thefpielbezqe:'

_ A-State for Children Scale constituted the self-report

measures. The behavioural role playing measure consisted el

of eight simulated real life encounters which required




‘ ' “ \ ’

r 3 = N s 14
assertive responding by the sfbjects.  The final two
& ' adjusthent .£o' the .

‘ B the
institution's oigoin be{amur modxflcatwn progran.
These were -the simbaf of polntd edrned by the subject,

and the number gf ifistances of disruptive behaviour.

The social skills training group received a

program con‘sis:\m of instructions, rehearsal, feedback, ' . N

. social reinforcefient, guided practice and graded Home= -

work assignmentes The discussion group 414 not ‘employ

i
i
|

any of the.behavioural procedures. Inste.ad problem

areas ‘were discussed in didactic format. ' The control

group- did/not meet for weekly sessions.

OYlendick ‘and Hersen (1979) found that both © . . |

to the control subjécts. |The social skills group

i \éb«mned significantly hilgher .scores o both the self-
report measures. This group also earned more points

_ when' the records from the behaviour modification system

were examined.

| The ‘measures drawn from ‘the xole—playinq test vere

" subdj 1ded :.nto two categories bssed cn the type Of
asgértion required in ‘the situation. On. those scenes:

. where negative assertion’ {(appropriate responses to

provocations) was appropriate,. the social skills group




obtained higher scdres on the eye contact measure.

They, displayed greatér decreases in the amount ot
aggressive content in their speech. Finally, th;y

showed greater increases in the number-of requests

¥oi néw behavioxr employed: ©on those ‘scenes where K
posxcxve assertion (giving ccmpllments, etes) was
appropriate, the social skills group displayed: greaterw: -

eye contact, largef in latency

and greaber incieases in the amount of spontaneous

‘positive ‘behaviour elnxtted. 2 = C {

Both Spence and Marziller (1979) and Ollendick
and Hersan (1979) provide supportive evidence for the
use of & social 'skills trammq program. The finding,
by Ollendick and Hersen' (1979); that social skills
training is superior to a:discussion based therapy

needs further Verlflcatlon in ll.ght of Sarason and '

Ganzer' 8 (1973) eazla.er finding. Whereas modelling

5

'a_ilcne does not constitute a supexioz treatment approach

to'a discussion therapy, it is possible that the inclus-

ion of other treatment techniques may enhance' the

of the t ’pmqram and, thus

contribute to the success of the skills tralnmg method
(sarason and Ganzer, 1973).

A study by Snyder and White (1979). provides




" fyrther evidence. oE the utility of ‘the skills

training’ procedures. These authors employed a

" .Cognitive self-instructional procedure on atcemppé o
L A T I - interpezébx_mal aifficulties. « . :
o ’ _b i, encountered by institutionalized del’i‘nquéntsx; The .
P o . effects of cognitive self-instructional training
were compared to a contirgency awareness program : .. -

and’'a wa;tmq—hst control gwup.

'L"hree cbservatmnal measures setved as the

NG, £ @ assessment devxces. These measures were: absence

£rom: class,. failure to complete social self-care E

responsibilities, and £requency, of impulsive behaviours.
. The cognitive self-instructional” training c_o.n— o

sisted of instructions in the concepts and use of

. private speech and its applications to the subjetts’.

v daily 1lives.  Instructions, rehearsal, role playing = ¥

Je P and homework assignments were used to relate the use

of private speech'to the' target behaviburs. 7
M sy : Those subjects in.the contingency avarenesé

ot group discussed with the theraplsts problems related S

b e to the target behaviours. ' Suggestions fof change were

proposed by the ‘therapists. The control group did not

‘g

meet with Ene therapists.
The results obtained by Snyder and White' (19791 :
indicate that‘ the gzuup receiving ‘cognitive self-

£ i . et i
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instructional training had fewer class absences,’
' _engaged, in fewer ‘impulsive behaviours and showed
" fewer failures to complete social and self-care
g " responsibilities than did either of the otfier
‘q‘rouPs.H These results were ‘either maintained or
g 7 enchanced ‘at a six-week follow up evaluation. - -.
Althn\;ggx somewhat different in focus, the '
"Shydér and White (1979) stjdy appears to corrobbrate
the findings 'of Ollendick and Hersen (1979) in that -
social skills training procedures produce greater
: positive thanges in behaviour than do either. a dis—
‘cussion-based therapy or a waiting-list control group.
Hovever, the superiority of cognitive procedures

over standard skills training programs is not dealt

with here. Such superiorit$ has yet to be convincingly ~

‘Gemonstrated (Twentyman and Zimering, 1979)..

3 15 ) T Summary: ° From the available evidex‘mce, several
conclusions can be drawn. The data appears to support
the utility’of the treatment techniques collectively

referred to as social skills training programs. As

Twentyman and Zimering (1979) indicate, while these
techniques may not.be of particular usefulness when
applied in isolation, their usefulness increases
‘dramatically when'they are part of a package of -

techniques.




The application of these technigues to. social
skills deficits and excesses will lead to more
positive changes.in the behaviour of delinquents than

if a placebo is employed, or placement on.a waiting

1ist:" This is consistent with the £indings.of other
Ainvestigationg which ha»"e studied other- populations
(Twentyman and Zimering, 1979). - .

 tne superiority. of thé skills training program
over-other forms ‘of therapy remaims to be convincingly
demonstrated. Although some support is available from
' the study ‘by Ollendick and Hersen (1979), the general’
body of literature has not ‘'supported their claims

(Twentyman and.Zimering, 1979; Heimberg, et. al., 1977).

The Present Invest: 2aticm

During the course of a study on social skills
training with institutionalized juvenile delinquents
at Pleasantville School (Crewe, in preparation), it
became ‘apparent that a high proportion; of their inter—
personal intdractions were aggressive.’ McNeil 979)
has.indicated that most of these aggressive episodes,
occurred in ‘situations which ‘were unobserved by the
staff members of the u{sﬂeuéxgn. Therefore,  there
'was little chance that the existing contingency
management system could completely control such

.

inappropriate behaviour.

y




These observations, reflect ‘the. prevalence of

" 'aggression among juvenile delinquents (e.g. Leyton, 1979).

As Bandura (1968) has suggested, an individual
may behave inappropriately because of a lack of
knowledge as to what constitutes socially appropriate

behaviour in ‘that situation. - The unavailability of

‘oppcrf.unitie&\ to leatn socially appropriate belaviour

‘énsures their non- in intd 1

inter-actions.

Although a number of factors including peer

pressure, motivation and strength of competing responses

’"“,ym ofak iour, it is

to expect ‘that social skills training will result .

in fhproved social behaw{iaur. Feimberg et. all(1977),

and Twentyman and Zimering (1979) have indicated that

" such training is a usefdl procedure. Others (e.g.

Spence and Marziller (1979); Ollendick and Hersen (1979)
have extended the usefulness of this pxacedure withr

j\.\venile delinguents.

Déspite its potential usefulness, social skills
training has not been widely employed in dealing with




,

inappropriate behaviours among juvenile delinquents.
\More often, a punishment-based method is imposed.
At Pledsantville School, for example, maladaptive

. behavi such as are handled within <

the context of the ongoing token economy program.
o 5
A responsé cost format attaches 'fines' or 'warning

letters' to the ! of such behavi

" Based on Bamiuxa 5/(1968) reasoning, this |

pxocedure wxll only acmeve a partinl reduction in

the amount of aggredsive: behaviour displayed by the

at tville School. cost e

*procedures by, themselves do little towards teaching

the a socially iate behaviours.

Thus, their performance wilY remain at low levels.
Social skills training, however, would provide
" girect tuition’ in those aspects of behaviour v‘hich
are relevant to appropriate expression in social
'situations. Thus, the individual would be pmnaea
with a repertoire of socially appropriate alternative
behaviours for many social situations which have been
problematic. S ok :
As NoNeil (1979) has indicated, many of the
. aggressive bnhavtnu:s performed by the students of
Pleasantville School occur unobserved by the staff  °

members. In these situations, the response cost 'fines’




‘systen will not be effective as staff are not present
to' anifovos the systen. Bockal a¥ilis tralning;

.. however, would provide the students with a method of
handling interpersonal conflicts which is entirely
uelf-munagad, thus making it a more vnrsntlle, po:table
‘and useful procedure. i .

The present investigation seeks to evaluate the
effodtivenass: of ‘s dociatskills’ tralnthy package in
achieving a reduction of the amounts of aggressive
behaviour displayed by a group of 1uvanua delinquents.

— - 'This program will be compared to the reductions in

’ aggressive behavioural output which can be achieved

“\ with an ongoing baséd token &
‘Such an investigation should help to clarify the
~ usefulness of social skills training in’ achieving
- 7

behavioural changes among juvenile delinquents.
Sl
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THE SETTING
Pleasantville School: The subjects for the
present investigation wé:e drawn from the student - ° *
population of Pleasantville School’ in St."John's,
Newfourdland: ‘ )

Pleasantville “é?ﬁpol is a-residential and
4

educational training cepter for delinquent adoléscents.

It is operated by Department  of Social Services of

the Provinde of Newfoundland. o

All the students in‘ residence at Pleasantville
School have been- referred to that institution by the
Unified Family Court of the Province of Newfoundland.
Most have been charged under Section IV of the Welfare
of Children's'Act as being, "beyond parental control”. )
Some have been charged with other offenceg‘ including

break and enter, theft, etg. A large proportion of

_'the students at the school have a history-of contact

‘with legal agthorities prior to their placement in this

institution. | d
Both male and female ado. reside at

ville School.. At the time this study was-begun, there

wére 30 students (20 female; 10 male) living in thé“school's




resfdenull center. This two-storey uémcture serves *
as the focal point for all the residents' non-acadulg
activities. The main floor of this. building houses |
the dining room, staff offices, detention center, T.V.
and recreational rooms, and a laundry room. The top
floor contains all of the students' bedrooms; one

aectiun for boyl and one section for’ girls. '

For the most part, the educational and residential

'ib frequent. The present ‘research was conducted within

centers at Pleasantville School function independently.

However, f ing i 1

.

the residential center only. &

The Levels System: Within the school, the rules
and regulations governing student behaviour are detailed
in a token econcmy program known a2s the 'levels' system.
Within €s systém, a student may progress ‘throngh. four
Tlevels' a.pax;dmc upon the degree of appropriate be-
haviour which is exhibited.

All students enter the institution at Level One.
Few privileges n;e attached to this designation. How-
ever, the student may earn points for punctuality,
appropriate table manners, neat and appropriate appearance,
as well as for the completion of nsiqned houuhold chores.

These points are exchangeahle for privilege- on a weekly

basis. These privileges include the making of one local =
.
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“two.

“"and one long distance télephone call, staying up late

at night’ and access to cigarettes. The student on
level one can lose points for such inappropriate
behaviours as lying, behaving aggressively (verbal
and/or physical), ‘swearing, stealing, running. away -
or threatening to do so, and behaving alshonestly:
Progression through the four levels of this
system is/goverm;d by the number of points earned.
When the students on level one have accumulated 12 out
of 20 days during which no points were lost and at
least 42 points were earned,.-they are promoted to, level
Thi% pmmotmn increases the number and type of
privileges vhich are available to the students. Somié

of the privileges available to level two: students include

the freedom to leave the residence unescorted, spend

-weekends at home, and join community groups. Level two

students earn and lose poihts as do level one students.
Should any student on level two lose all their points,

they are demoted to: level one.

" The students can advance to level three if they
accumilate 25 out of 30 days in which no points were

lost, and at least 42 points vere earned.




On level three, the studentg are no longer
/

given or fined points. Instead, students are issued .

s oiike por weekaliowaes: Privilesed offeved
to level three séndem—.s include attendance at movie
theatres,. dances A;xd community groups without super-
“vision. The privileges normally accorded to level
two students. are available to level three students.
i addyE1n, “Lavel Ehrse Studsnts Teseive scoess s s
television lounge from which students at the lower
levels are excluded.. If a student on level three
behaves inappropriately, a waming letter is issued.
In this letter, the nature of the offense is clearly
indicated. If three such-letters are issued within a
one-month per‘icd, demotinn.to level two follows.
Level three students can progress to level four if
no warning letters are issued for 42 consecutive days.
A student on level four receives a-five dollar
per week allowance. Privileges include permission to
stay out~until 10:30 p.m. on weekends, to accompany
le'vel one and two students to outside appointments.
The student is also expected to help staff when requested
to do so. . Students on this level who break rules are
referred [’to a committee consisting of chief supervisors.

There, appropriate punishment is decided upon.




centex at Pleasantville schoal consists of 12

school Staff: : The: scaff of the residontial

juvenxle gmdance officers and five chief supervisors. .Y

* The staff are aividea into three slnﬂ:s. The night

shift (12 a.m. - 8'a.m,) which is permanent, and the
two day shifts (8 am. =1 p.a; 4 pms - 12 a.m.)

whicj rotate on aweekly basis. 'Each day shift consists-
of ‘four Juvenile quidance officers (supervxsors), and
one’ chief supezvlsor. Their‘dutles are to.enforce . -

the levels system, and.to pxovlde sweexvisionand -

guidance servxces to the studants.




‘packet was used to unobtrusively count.inciderts of

. % Four measures were used to assess:.the levels of

27
|
.~ ‘cunprzg THREE ) )
) ' _ METHOD
Subjects "
' Tienty-four: volunteers from.thé school served
as subjects for the present experimént. = There were
‘sixteen’ female students in this group and elght males. :
They ranged in age from 13-16 years. 'The mean age of E
the group-was 15.2 years. i
Apparatus 3 : G pe e L o
'I‘y;c Sony TC-110A cassette tape recorders were
- ‘'used to récord and play back -the vignettes of the 5 =

assertiveness test. - A Sony: F-27S microphone secured on a
Stiure ‘5393 mictophone stand was, uséd ‘to record ‘the vignettes
onto the tapes, and to record the subjects' responses. . Thé
vignettes and the responses were recorded ‘on Sony LNX60
cassettes. A Sony RM-15 Remote Control swiltch v;'/./as‘used to
cue’ one of the tape recordérs.

A bead counter (McNeil, 1979) hidden in the observer's .

aggressive behaviour.

Assessment Measures:,

aggressiveness of each of the subjects. These included a

behavioural role-playing assertiveness test, & natufalistic

)




observation measure, and staff recorded .observations

of the subject’s behaviour. As well, the institutioi's
records of fines and warnings issued £o the students
duiing the assessment and training periods, were included
in the data collection procedures. L

Naturalistic observation Measure. The observation

neasure employed in the present stuly was a variation of
the nethod developed by McNeil (1979). His measure involved
the recording of the number'of instances of physical and
verbal aggression’ (see Appendix\ ) displayed by each subject
during a five-minute observation period:

In the present study, the obse:vations were made
Quring a' two-hour free-time period (3-5 pm ‘)Ater school
hours. The students were nornally reséricted to three rooms
in the residential centre (tv room; red. room; level three

room) during this period. All obsérvations were carried

out in these rooms. )
All instances of aggression were counted on the bead

counter which was hidden in the observer's pocket. The

Gbserver seated himself in one Of the rooms and awaited the

entfance of four of the subjects. When four subjects were

+ afi i ion period began. - ‘All

g of on were then regotded on the.
bead counter, separately - for each subject.
During the observation period, .the observer
maintainedminimal contact with the students in the foom.




At the end of the five-minute period, the observer left the 2 7

foom'and uhobtrusively tabulated his data. ‘He then moved

to ancther of the observation rooms and repeated the pro- [
cedure with another quartet of subjects. ¥

Four such observation Bessione wére nomully carried.
out each day. Three to four dnys per week were nu;zfmauy

required to collect the planned number of 64 obs?ilations'

per week. ' .
Reliability of this msasuz% was established with the

aid of a sBcnnd observer. The sacond oBserver was one of four

staff members employed at the instit\ltion. Following a Brief

ion of the each ob was trained in’
the application of the measure until a criterion of 100% \
agreement with the observer vas realized.

Data collectich »:u—.n two observers repeated the sanl\
observer’ method. Howevet, stulents to be measured were agreed
upon prior to entering the chservation room.

'fhe total number of cbservations collectdd by the two
observers equalled one-guarter of the total nusber collected’
during that veek. ALl students in the institution were R
included in the reliability che@c population.

The humber of sggressions displayed by the subjects
pexr observation minute vas determined by &ividing the total -
number of quresslons by the total mmber of minutea the suhject

was observed. B : . -

Behavioural Role-Playing Assertiveness fest. The
behavioural role-playing assertiveness test employed in the : L.




present study is a variation of similar tests which

have been applied by other investigators (Freedmin,et.al.,

1978 McNeil, 1979; Ollendick and Hersen, 1979).
In its present form, the assertiveness ‘test was
composed of ten vignettes recorded on audiotape, Six-

of these were .pre/post treatment measures. THe remainder

“were employed to assess generalization of tfeatment effects

‘to non-test situations.

The situational descriptions /g{ the ten. vignettes
vere gleaned from Freedman etval._ (1978)  and MeNeil (1979) .
The scenes were rewritten, as mecessary, to emphasize,
their aggressive elements, and their relevance to the
target population. ‘In some cases, original material
was usﬁd‘to supplemen; the acquired descriptiocns. ’

The ' vighettes required-the subject to respond to
provoking exchanges with peers, parents, stage l;lerl;l%ers )
and_ teachers. Each scene was fi}s: described bya ¢
narrator.. Where a second role\mjdel was required, a se'x;

appropriate role .model was s

of the vignettes .employed are provided in Appéndix B. .

| The subjectd were seen individually. Each student
was told tvc listen to the’ s_ce‘r‘Ae as it HAS désl;!ibsd, and ‘then,
tb .respond to the éituatiun as if faced with the circumstances
déscribed. . Two modelling vignettes vere first presented.
After dach the experimentir offered examples of possible

responses. .. Followig this, ‘two rehearsal vignettes were




a1

then ‘presented. After each; the subject was asked to
offer possible responses. These responses were not
included as part of the data. When it was clear that
the’ subject understood the procedure, the remam:.ng

Vignettes weke presented. If the sub]ects indicated

. they did not ,* this "intrody 3%
. was repebted. g ] ' o
e 3 The assertiveness test was admln;stered twin:e.
The pze—treatment ad.m).nxstrat).on was made. up of six
vignettes, ' The post-treatment administration of the
tdat 1ncluded the six vignettes previously administered
. plus the, £6ur add1t1onal vignettes to assess generalization.

Rating Scaler A nine-point rating ‘scale was

tocassess the sub]ects' responses to"the vignettes

:\evise

9€-the, assertweness ‘testy

N T velopmsm: of this scale drew largely on the

. . wokk of Macbonald .(1974); She outlined six of the most

. (R B
s ' common categories into which behaviour normally requiring

- . an assen—.we can be di iated. Using

4 N college females as a subjecc populatian, MacDonald

deve{oped scales to rate the obtained responses in each
l

of these camgnnes. ”

SRR _'the_ categories develcped by Macnonald (1974) " were
first ‘reworded to apply to the pap\uatmn under invest-
igation. Each.vignette of the assertiveness test was

.. . 'then classified into one of the' six categories.




The results of this classifigation Indicated

that the ten vignettes Which had been chosen only fit

* four of MacDonald's categories. The rating scales
for these categories were then combined td produce a
/. single nine-point scale. :
This scale ranged from the most aggressive
o . ' 'response which coyld be given in & particular siaation
(1) through the l;mst assertive respons‘e"whieh could be

given. (5), to the most nen—assertive‘ (submissive)

response (9) to the p ’ envi 1 circt L
Descriptions of hach point on the scale were drawn girectly
from the re-worded desériptions of MacDonald. Specific = ,
Situational examples were also provided.

In ‘order to objectively assess the accuracy and
, 3 clarxty of the scale, a random assputment of these des-.

" criptions were presented to two clinicak psychologists and

ih clinical psychology. All had

. one graduate student

exper].ence w:.th asséxt).veness training and were familiar =

with the cllniaal iplicdtions of the terms ‘useds~ Thay
wexwg {aiked to pank the Gescriptions from most aggressive i
to most non-assertive as indicated abovel :

the final revision of the:rating scale incorporated
the :anki}\qs provided: by chese'-inaepenéénf Sudges. | Their
comments and criticisms were also included in the final 5 0

vezhon of ‘the scale (see Appendxx Q).
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_'Staff Reports and Institutional Me i

The behaviour modification system at Pleasantville
School deals with inappropriate behaviour in two ways.
For students -at either level one or two, fines are
inposed for the fifteen’ categories of rule violations.
Pineable infractions inclpde lying, stealing,/ swearing,
disobedience; etc. Students on levels three and four
recive warning letters for the same violations: (see ' .|
" Appendix.D) . S
. The institutiton's records of inappropriate
behaviour were scrutinized on a weekly basis and the
number .of fines or warning letters .issued.were recordéd.
An ‘aggressive-behaviour .recording form was also’
6evel$§éa. This was a scaff-completéd measure which
required each staff member to indicate ‘whether‘ he/she
had to. speak to, warn or fine a subject for aggressive
‘behaviour Guring théir shift.' No details of this.
reprimand were required, nor was any indication of
further action.taken against the student. (See Appendix
E).- . . ¢ - e
Procedure’ o -

Selection of Subjects: Initially each student at

Pleasantville School was interviewed in order to obtain ,

informed consent for the training procedures. In




addition, individual assessments were obtained during
this i.i'n‘:ezview. These i_nt:e’rvi.ews were carried ‘out over
a. four day period. N » :

During this interview, the natire and purpdse of
the social skills training group‘was_ ex;vlained to each
stzdent’-v The students were.informed that the group
would concern ‘Ltself with those problems that students
can expect in.getting along “zith staff members, teachers, »
parents and other students.  Each student was then asked
if students at Pleasantville School encounter difficul-
ties when they deal .with these other individuals. . The

interviever then elicited examples of these problematic
interactions. -

A ‘second series of questions.dealt with tl‘mée
problems that the stident, personally, might have. had in'
getting along with staff members, teachers, parents;.and
other students. .Again, Situational e:{amples were elicited.
(see Appendix F). : ’

In the concluding phase of the interview, the
goals of .the sécial ‘skills training groups Were re-stated.
Also, particulars of the group meetings (time, place)
were .also explained.. The students were then asked if
they wished to participate in this type of group.

' Prior to terminating the interview, those studénts.

who expressed an interest in the. group were informed that'



z ’
group selection would be made in some random fashion
(out of a hat) because of the egpected large numbers.
Thpse who were not chosen would be included in a later

series of groups.

_.This iew produced 24 .
Each wis, seen individuilfy oves the fext week,-and -was
administered the béhavioural role-playing assertiveness
6n in Ast section) .

test (éee
Also/during.- that week, the volunteers were observed for

.
fiye non-cénsecutive five-minute ahssrvation periuﬂs

:/;ee description of this in
ection) in order tp establish the number of aggressions

!
An additiunal

[pex minute aisplayed by each individual.

/week was' required fo complete this data collectien )

procedure. - i
’l‘welve‘suhjects were thén assigned ég the control
oup and ‘the remaining twelve were included in the
experimental gfoup. On the basis of previous experience
with social skills training groups with this population,
7 six suhjectS{er ‘group seemed optimum. Therefore, two
experimental groups were chosen. 'l'he assignment of

student volunteers to subject groups proceeded as

follows:

| G



ety

“two groups of s:

Male and female subjects were assigned to
groups separately to ensure balance. Six of the female
volunteers were included in the training 'group because
of a previous commitment. Two other females' names
were randomly chosen from the list of 10 remaining
volunteers. The remaining names constituted the female
subjects of the control group. .

Each of. the male volunteers was randomly assigned

to one of two groups of four subjects. One of these.groups

was igned to the condition.. The

.
. other made up the male contingent of the control “group.

fhe average number of aggressions per minute -
was calculated for each group. An observed imbalance was
corrected by exchanging two members of the experimental
group who displayed the highest levels of aggression
for two members of the control group who were lowest

on this measure.

- The experjmental group was then subdivided into.',
J‘ subjects (four fenals, two male) each.

The availability of a particular student on a particular

evening governed this designation. One experimental

group was exchanged with a control group member because-




37

she was unavailable on either night the groups were
f:o be held. This exchange did not alter the mean number
of aggressions per minute significantly.

* Therapists: The three therapists for the group
sessions had each had some experience with both social
s!éi‘lls training and juvenile delinquent populations.

The experimenter, a qtaduate student in clinical
psychology, coordinated: the group sessions.  His prior
experience with social skills training had been mainly
as_that of an assistant therapist with both chronic
and acute psychiatric inpatient groups. These groups

had been during a h i ‘nship place-

ment. In addition,” he had ‘served as counsellor and

for i lized juvenile deli in

full- tine employment for six_ months.

One of the co-therapists was a clinical psychologist.
She has had considerable group work experience, having co-
_ordinated an assertiveness training program over a four
month- period, for.chronic psychiatric patients.
Recently, she has begun such work with physically-disa.bled B
patients. Her master's thesis dealt with the application
of anger control techniques to juvenile. delinquent
populations (Creve, in preparation).  *

The second co-therapist was a chief supervisor

. s




R from Pleasantville School. ' She has been in the
| employ of this institutjon for six years. She had
l _ participated in a previous series of social skills I
| s training sessions as a co-therapist in connection with
. the Master's thesis of the other ::o—therapiet.
' Social skills Training Groups: Each of the social

skills training groups met once per week for eight

b | weeks. These sessions were led by the experimenter and

ox}e of the co-therapists. A graduate student in nursing
also attended several of the group meetings, largely
as an observer. -
) Thie group mestings were held in a group meeting
room in the University's Counselling Centre.. The students
| | particularly enjoyed getting away from the school, so
this meeting place served to reinforce their participation.
i ) This room was furnished with large, comfortable couches’
and chairs. These were placed in a circle in the center
of the room. A single floor lamp placed Ln} far corner
of the room provided diffuse lighting of medium intensity.
’ Bach weekly ‘session was usually of one to two
hotirs duration. The:actual length of the sessions varied

{ according to the amo% of matetial to be presented, and

of asion. by that material.

Each session was always divided into two segments, of
approximately equal length, separated by a 15 to 20

minute break.'
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The content of the group sessions was as follows: . - @

. o Session'l’ - Discussion of course details, and /
s . Introduction to topic areas / |
-  differentiation of assertive, aggress- 2,
ive, and non-assertive (submissive) S

behaviour

, . O

- Role-play by group.leaders to give \
SRanpias o these tozms :
- Discussion with examples of non-verbal

aspects of behaviour

Role-play by ‘students of inane topics
exercise (Lange and Jakubowski, 1976)

- - Homework-required the observation of the

& behaviour of’%rrpeem Report three
examples of assertive, aggressive.and non:
assertive behaviour. s

/

‘ g Sesgion 2 - Discussion. Review assertion, aggression .
4 fual . and non-assertion. .Report on. homework . -
L\ . observations | .

- Discrimination test (Lange and Jakubowski,
& or assertive, aggressive and non-
. assertive'behaviour (videotape presentation)

.. = Discussion on initial phase of job interview

< < " Role-play of initiating' conversation in a
job Interview .

- Homework: repeat previous assignment. This
time they were to report specifically on
their own behaviour. i :

Sessidn 3. -. Discussion.of homework assignment /

Discussion of material covered on job
Interviews in previous session. This topic
was continued by discussing making a
. fa positive self statement, a request, and a
Compliment. How to receive a compliment was
. . . also discussed. .




: - Role-playing concentrated on having
. { the students perform the above acts
' . . in the context of a job interview

- Homework agsignment involved repeating
the previous week's work.

wo Session 4 -. Discussion on how to deal assertively
. with provoking situations.  The concept
©of providing clear and honest. communic-
ration (Strayhorn, 1977) of wants, needs
i, N or feelings was introduced with examples.

- Role-play involved having the students  _
i generate provoking situations and assert-
| : ive responses based on above principle.
| : These were role-played and discussed by all. .

- Homeliork required students to bring a
problem in getting along with others to
next week's session for discussion.

session 5 -~ mscussmn of problems collected as part
: mework assignment. Suggestions on
: dealmg with them based on clear communication
_principle ‘provided. Also, principle of
‘repeated assertion (Bower and Bower, 1979)
was' introduced and applied to some'of the
situations. Suggdstxons for its use were
R also provided.

- Role-play involved/practising repeated
. assertion 13 varlous situations

~ .Homework involved applying these principles,
3s necessary, with each other. Specific
©. . examples were requested for, the next sessio

| . Session 6 - Discussion of previous weeks homework assign-
ment and its successful, or unsuccessful
outcomes. Suggestions for more effective
use of the principles were provided. Also,
principles of "fogging" and developing a
workable compromise (Smith, 1975) were
introduced. Examples of their application
. were provided g




- Role-play involved practislng the
WorkabIa conpromise. and "fogqing
principles in student-derived altuations.

Homework for this week was a repetition

e previous week's homework. Students
were paired off and asked to practise
assertive principles with each other.
Specific examples were requested for the
next sessiaﬁ. :

gession 7 - ‘Discussion centéred around group problem
J solving and developing comp:amises when

differentes existed. - Assértive communic-

ation was stresse:

- Role-play involved practising group problem
STy ng. Students were assigned role of
assertor and aggressor in trying to reach a
solution to a simple blem. These roles
were alternated so as.to allow all students
to have all roles. .

g No homework was assigned.

Session 8 - “Each group was asked, prior to session, where
they would like to go. One group chose a
trip to McDonald!s. and the other went to a
movie. 'No formal treatment session was held.

“The group meetings were scheduled over a nine-week .
period, The students' Easter break occurred between sessions’
5'and 6. Sinde many of the stidents were scheduled to return/
to their homes for this break, no group meetings were planned.

Rating the Assertiveness Test Tapes: The

Asser Test ‘re ses were for rating by,

transcribxng all of them on a master tape. For each vignette,
the sequence of students and the order of presentation of pre-
treatment or post-treatment recordings were determined using

random number tables (Cox, 1958). .Three such sequences were |




made in order to prevent the judges recognizing ‘the

students' voices. '

Tvo' graduate students in clinical ‘psychology
were eriployed to judge: the taped responses, and rate
them on the nine-point scale. These judges were trained
in'a s\ingle training session during which the rating

scale was discussed at length.

A random assortment of responses taken from the

tapes ‘collected for an earlier investigation were used

to assess the judges rating ability. After hearing a
/ . B
response, both judges and the experimenter.rated the
response’ according’ to the rating scale. These ratings
'

were then compared and discussed ax;\cng the raters.

s’ HT el ation YeaHoheeE WererEateasby ing Hudyen.
Two checks on intér-judge reliability were made. ¥hen
the criterion of greater than 95% agreement among ail
three raters .vas reached, training was suspended.

The judges were each given a copy of the tapes
and asked to.rate all the responses. ' The expe:,ri.mente: Y
rated a;l'r_esponses as well.

3 . - .




3 i 3 :
¥ 4 g o !’he :atingsmf one of the jud eu‘ were rnndmnly '
oy E e selectea as data for the preaent: expe; 1mant one of; s, 7u

. the x/ma!.n!.ng r.wo sets. of :atinqs wa :ax?domly chosen

L te provide a zel!.ahility check on: th :] ge's rnting




CHAPTER FOUR

- ‘RESULTS

. Subject Attrition

One ‘student: who *had beén

d'to 'the control

" a second was. unavailable during the day as. she 'held a

full-time job. - All of their data have beén excluded

from-the analysis. A third subject in the control group

refused to participate if the post-treatment Assertive-

. ness Test. Hls data have been excluded from all analyses

involving. that measure: Data analyses represent 12

subjects in the traininq gmnp for a1l measures, and 10

Test measure for which there were 9, subjects: '

Reliability -of Measures ' '

Behavioural Assertiveness Test:

The response ratings

made by the graduate student desanated as judge w!re

checked for relxablllty against those ratlnqs made by the
experimenter. This rellability score was in the fom of a

percent agresment score (caldulated by dividing the ‘humber

of agreements by the number of

plus, di

iy
- ‘subjects in the control group except for the Assertiveness

,*multiplied by 100). An agreement was deimeg as those

responses to which the judge and the experimenter:

assigned the same score:




:The percentage agreement score between the

two faters was 78.87% (based on the complete sample

e 2 ‘0f:336 paired ‘ratings). ; . ; T i

A sample

Naturalistic Observation Measi
L equal to one quarter of the total of observation
/—<‘ . periods was .collected and served as_the reliability
check sample. This proportion of paired

Dbservations ‘'was maintained on a weekly basis and

'_vaxxed according to the number of data observations *

made ﬂurlng that week. Over the 14 weeks of the

study, 152 aire,a/obse:vatgons were made (range=
per week) . 'l'i;é/‘reliabi'lity score was determined.by 3
_’a‘percentage‘ difference method.  This was calculated
L Ty by ‘dividing the smaller numberof aggressions observed
+  durihg the cbservation pericd'(per individhal) by . the
. larger number of observations made during .the e
e obsérvation period. (This ratio was multiplied by. 100

S © .. " togive the percentage agreement score. The overall

percentage agreement score of - ‘the reliabiliky obser

vations was 90.93% (rang'e‘“% -97%) . T

staff observation Measure

. The results of the staff recording measure, which B

Y B ) ' 'required the ‘st; members. to record thé number of

verbal warnings isbued to ‘the students for aggressive




behaviour are not reported here. The majority of the./
stare members did not consistently complete the forms.
Most (30?] ovi the: forms that were completed were done
so by staff| members, on the night shift. During this .
period of time’ (12 a.m. - 8 a.m.), few /fines or ' i 2

warnings were issued.

i :
Behavioural/ Assertiveness Test

Mean assertivenéss ratings were obtained for each
subject d/hrlng both the pre-treatment and post-treatment
assessmefits (see Table 1) The training and control :

groups were not, differentiated on ratings of asserf_iveness,

either /at pre-treatment (F=0.009; 4f=1,19), or at post-
‘treatment (F=0.034; df=1,19). ‘No changes in the
assertiveness ratings from pre-treatment to pogt—tréat;ien:

o were founa 'for either the traininq group: (F=0. DQB. df=1,8).
Scenss x subjects analysis'of vatiance vas carrisd:out
for both groups’ data in order-to assess the effects of

- scenes (see Table 2). - There were no significant effects
of scenes for either the training group (F=2.677; dfs5,55);
or for the control group (F=2.394; df=5,40). -

.Because of bipolar xating scale was used, pravious

analysis may have been insensitive to'combinatfons of

positive and negative changes. As a rough ¢heck, the

average diviation from the g (5) weke

.for each subject (Table 3). The tvo groups formed by a

median ,split of those scores were not differentiated (F=43.35;

daf=1,19).
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TABLE 2

Changes in Student Response Ratings
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_significant (F=0.215; df= 1,19).
H

- To test for a differential effect on variation of
the .change ‘scores, the standard deviations of:the mean

change scores were: compared. The difference was mnot

Mean assertiveness ratings vere obtained for each
‘subject from four vignettes administered during the post-
treatment Bsssssments only, the generalization scenes (see
Table '4). The training and control groups were not
d1f£erentiated on :atings of aasertiveness on these scenes
(= =3.123; df£=1,19). -The main absertiveness ratings of - .
the generalization scenes were not significantly different
from those of the remaining post-treatment scenes for either
t’he training group (F=1.383; df=l1,11, or for the control
group (F=11.490; Af-1,8). These results indicate that

the training and control groups were not differentiated

at either the pre: or post:

Also, no significant differences were found within each®

group ‘over the course of the investigation.

Naturalistic Observation Measure

The number of aggressions per minute displayed

by each subject was obtained during the pre-treatment and
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TABLE 4

Mean Assertiveness Ratings of Student Responses to the Generalization

Scenes of the Behavioural Assertiveness Test
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post—treatment assessments (see Table 5). The train-
“ing'and control groups were not differentiated on the

number of aggressions displayed at either the pre-

treatment (F=0.057; df= L 20), or at the post-treatment
(F=1.788; Afel, 20). The number of aggressions
displayed by each subject did not change significantly
from pre-treatment to post-treatment for either the

training group (F=0.336; df=1, 1l), or for the control

_qx/:dup (F=1.441; af=1, 9). Taken together, the results
indicate that no significant differences were found
within either the training group, or the controlgroup
A EER waiiEes BE e thvestigation.” KLNG, HHe &
groups were not différentiated at either the pre-treat-—

ment or post-treatment assessments on this measure.

Institutional Measure

1 The' numbet of fines and official warning letters
issuéd to each student was obtained from'the institution's
L D . wecqrds [bee Tibid 6y  The brainingadd control- groups
were mot differentiated by the number of £ines/warnings

. issued either at pre-treatment (F=0.784; df=1, 20),
7

R or at post-treatment (F=8.598; df=1, 20).° The number of

) fines/warnings issued at the pre-treatment and post-

©. ' treatment assessments was not significantly different for
either the training group (F=0.710; df=1, 11), or for

- the control group (F=6.126; df=1, 9). As with the other
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Mean Aggressions per minute for Subjécts Observed in a 'Social Setting
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measures, these results indicate ‘that the training

© and control groups were not dif ferentiated at either
7 ;

" the p or the po;

Also, no significant differences were fownd within

either group. over the course of the invéstigation. ' -




; -
Taken together, the results obtained indicate

that the social skills training package applied in the

present investigation did not significantly reduce the

aggressive behaviour of the tralnmq group members.

'the assessment measuresdid not 'significantly vify from
that of their control group counterparts. 3
findings on each of the three measurés |sexve” as the
basis for this conclusion.
measure, the scores ab:aine,( by the members of thé train-
ing group at termination. of treatment did not significantly
differ £ron those ‘obtained: by the:contzel Grouw menbbcs.
the scores obtained by the training group

members did not change sxgmfmancly from the pre—
treatnent to the post-treatment assessment phases of the
‘investigation. Since neither inter-group, or intra-group
variations occurred, the social skills training package

applied ‘appears to have been an ineffective procedure

While it does seem clear that the expected clianges

First, on’each assessment



in the i o

r of the L did not

“occur, the social skills training package should not

be considergd an ineffective intervgntion technique.
i

The possibility remains that the training package

may have effected changes in other behaviours

displayed by the . The ; ion

was designed to assess the effects of social skills

£raining on the aggréssive behavioural output of the iy

. The employed concentrated
to a large degree on agqress;sve behaviour. Both the
naturalistic observation measure, and the measux;.
taken from the institution's inappropriate behaviout
records were concerned exclusively with aggressive
behaviour. Changes on these measures would only
indicate that a student's output of aggressive behaviour
had ¢hanged. Only the behavioural assertiveness test
was in any way sensitive to changes of assertiveness in the
studénts® behaviour. - On this neasure, assertive changes
in, the stidents" Behivioi polld be dicestly: iservads *%
The social skills training may, then, have had
some positive effécts on the assertive behavioural

output of the students., However, since the focus of the

* investigation was primarily upon measuring reductions

in aggressiveness, as Gpposed to increases in assertiveness,




- it may not have 'been very' sensitive to possible increises
"in‘any of the students! assexuve’behavxm;x. one’ staff
menber indtcated that such iHneasured changes may

have taken place. She reported that participation
in'the group sessions appeared to facilitate the
‘expression of positive social behaviours of one student
' who had formeérly been very quiet, unexp.ressive and

! unassertive. Clearly future investigations of this

. type should include several measures whichi‘can more

‘completely assess students' expression ‘of positive,

assertive behaviaurs. '
The conclusions which may be aravn tron the

.present investigation are somewhat limited in their

‘generalizability. There appears to be features of éach. .

Of the assessment measures, m;’ their application, which
‘-linie their usefulniess, Eaéh-assesément measure will
bl e ezl separately. 3
Institutional Measure ¥ .
JeNeil (1979) has observed that much of the
aggressive behaviour displayed by the students of
Pleasantville School occurred;in situations which vere
unchierved.by the Staff members of the institublow. As
-a result, mch of the aggressive behaviour displayed.
by the seuge‘ncs vas not subject to'fines or warning’

letters. Since the institution's records reflect only




the aggressive behaviour which is observed and

. recorded /by the staff,much-of the aggressive

o . 1 sonal \rs of the would nat
By ' " Be fu.bje‘cc ‘to fines: Thus; the records.of fines
and warning letters issued may rot eeRvaEaly reflect
the ‘actual aggressive behaviour rate of the students.
- Also, Buéh retords would not agcurately reflect )
" .0 changes which might result from an. Bntervnbdon
% procegiure. = . i ’
To. some degree, those behaviours which are
subject to fines or warning-letters are objectively
; ; . " defined. . Others, however, are left to thé ‘individual
staff member's subje;écivé interpretation. In a
number of cases, mood fluctuations and individual ’
¢ T tolerdnce lintts, poth among various staff members, *
and within a given member, ‘resulted in ihconsistent

applications of the response cost connngencies.‘ For '

example, one staff member. tolerated a face-s;apping

g = B inciden that. curred. between two st He

o "+ acknowledged. the inicident as " fin'i. Later that ‘same

) . day,. a fine WAf 1mmeﬂiate1y 1asued to two other M:udents
e Vo for‘engaging in & similar incident. On another Gcaston,

. Fa ©, a'too loud udlo drew a request to turn 1t down fronf

l k one staff memher, but a demand (with a th!eat of ‘a fine




©

attached) from another. Such inconsistencies

Thus, ‘

were.often’ ter.

by the

. it would be rreasonable. to assume that these

" Ollendick and Hersen (1979)..

incgnsi;tencées were also part of issued fines

and warning letters. k . . 5
These findings|are consistent with the non-’

significant changes in disruptive behaviour (on a.

smua: measure of aggressiveness) collected by

While no relationship

between the studies can be assﬁn}ed,'the correspondence

between them suggests that the utilization of X :

institutional récords to assess delinquents'

disruptive to infer the

ic 5 may be i
_effects of u—ammg programs.

Observatl.onal Measure .

The s’ux?i@cicious observations Of the students'

nqg:essxve béhaviour, took place dyring a free tine

- the beginning of the evenlng meal (5 p.m.).

period ‘between the ‘ehd of the school’ day (3 pom.) and’
This period

was chosen as: it represented the longest continuous

period.during a week-day that all the students would be

"together in.the same ar "Qf e msndxu;m. . o

Whlle ‘some st\ldents talked or aid homework dur:.ng

t'.his pe:ied, many watched ‘one of ‘the ‘tvo - television sets




~

: available to the students, During the latter hour of’

‘the observation period, most (85-90%) of the students

watched a popular day time soap opera. Many staff also

" watched this program.

The number of observations collected dut’»ing each
observation period were approximately equally divided
among each. of the two designated hours. Therefore, 5
approximately 50% of edch day's cbservations were
collected during the hour that most of the students
were watching television. =, )

- The experimenter observed that aggressive behav-

iours were infrequently displayed during the latter

of. the two v n ho‘urs“ cessiveness during
that hoyr was generally limitedsto $trong requests
or mild demandsl';o: other tp "Please be quiet."
Many staff members also watched this program/ The
presence of staff seeneq ‘ce§ Further Enbibit magrdssive
behaviour among the students.

The inhibiting effect of this television program

on the students' aggressive behavicur may havé rendered

""the observations collected somewhat insensitive to any

positive changes which \may have occurred. -In order
to detect change adequately, the observations would
have ‘46 be made during. a period of high provocdtion

frequency. . .




McNeil's (1979) application of this obser—
vational procedure did not encounter this problem.

He collectéd all his observations of aggressive

behaviour during the first half hour following
the students' return £rom school. Hovever, this
procedure’ aig hot allow him enough time to collect

§ data on 1nd1v1dual subjects. Future investigations
may require more tailor-made procedures of obser-
vation if data, which is a more accurate reflection

- of individual students’ actual aggressive behaviour)

xe o is to be collected.

Behavioural Assertiveness Test'

It was initially hypothesized that the students’

S ’ high level of aggressiveness would be'reduced iollow—
el g social skills training program. The reults
indicated that, although the mean aggression levels

of both groups were fairly low after munmq ceased,

these levels were not’very high prior to the introd-

= uc(:).on of ‘the trainlnq sessions. ’l‘hese findings

sugqest that, on the average, the aggression levels
2 of theae students may be low, and pxesent no ma]or
) problem for them in. the 1nstif.ution -as was initially
assumed! . The extent to which this is true Pequires '

further clarification.. s




Both versions of the assertiveness test were

administered by the i . This i
the possibility that the students' ‘responses might )
have been affected by their familiarity wu:h the ex-
perimenter.

_ OBservations made during the administration of - e
both the pre-tr t and pos ) asse

/ :
tests support this is. On ‘many ions,

during the administration of the pre-treatment assert-
iveness test, the students. indicated that they could
. ot give the same response they might normally emit.

i B The reason for this was that their 'normal' response

contained ‘swear’ words. The speaking of such’ words
/ . - in the 1nstitut19n nomal.ly resulted in the issuance

of a fihe or warning letter. It was their impression

that the experimenter was capable 6f issuing such fines.
¢ e / .

L I

‘or-warning letters. However, it took several weeks

was | y to ince ‘the
B AR
that the c could not issue fines .

PRI before the students ¢ame to completely realize ‘that ..

the experimentér was not. about. to. fine ‘them for such
. g -

behaviour. -

However, observations made during the post-treatment

admxn).at.x‘at:.on of the asssr;iveness test suggest that

these same xnhibj.ting factors we: not present. 'This

L, - " time the 4’ to be quite el Lzl




and relaxed in the of the i 't

Further, no fears of reprimand were ever (expressed.

The marked differences in the students' behaviour
during che,vtwo mimin@rations of the test indicate
that their familiarity with the experimenter may &y
have affected the aggressive content of their responses .
on one or the other administrations of the assertive-
ness test. clearly; such a prdblem could have been
avoided if ihdependent persons administered the pre-
treatment and post-treatment versions of the. test.

In the' present case; "however, no-alternate administrators
were available. Future investigations should make

every effort to ensure that such assistance is
available.”

On the more general issues, recent evidence has
brought into question the validity of the role-playing
form of assessing social skills. The currently avail-
able evidence (see Bellack, 1979 for a review) suggests
that the assertiveness role-playing test may not be
a valid indicator'of the:true behaviour of u{a subject.
Higgins, _Alonso and Pendleton (1979) ‘fGund that
individuals who. perceived an interpersonal encounter
to be'a staged, role-playing exercise behaved more

assertively. than' those who perceivéd the situdtion to

" be an actual enc . The knowledge that'the
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wais-a role-playing exercise appéared to enhance
assértiveness ratings on several observational
rating scales. J
. Most role-playing tests are administered in
such a jranner that the subject is fell aware of the.
staged nature of the exercise.  The findings of
Hiqgix;sv. et.al. (1979) suggést that this knowledge
will result in subjects behaving more assertively
than their actual, in-vivo, behaviour would reflect. :
In another study, 'iae].lack, Hersen and Turner
<. (1979) compared the role-playing behaviour of chronic
psycr;i‘atr'ic patients to their heha'viou_r in on-unit,
staged, in-vivo e'nco}mtezs. They found that. the .
subjects' behaviour during the role-play test was not
highly related to their behaviour during the in-vivo.
’ encounters. -Also, there was agreater correspondence 3
between interview responses and in-vivo behaviour
than ‘between inceévieweg responses and role play

behavi .. Thus, the behavi of the indwidual in

. a’role play encounter does not appear to be highly
3 -related to the same individual's in-vivo benaviour.
Such rola-playing measures are a common form of
the behavioural dssertivencss tests. These and cthet
mveéugauons suggest that t.hese tests nay not be

: valiﬂ‘ measures of assertiveness (Ballack, 1979) -
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~ ' Although they are somewhat telated; the bet 3
havioural assertiveness test employed in the present
investigation was not a role playing test of :he‘;ype
used by Bellack, ‘et.al. (1979), or Higgins,et.a}.(1879).
The critical differences relate to the response. format
required of the subjects. In both the studies

/ . described previously, the subjects were asked to

F respond to the presenting circumstances in the same

manner sthat they would if they were faced with these

| éircunstances in'their normal ?}féizo?menc. ‘The manner

.of presentation was as important as the content of the

reply: The assertiveness test employed inthe present

investigation required the subjects to give verbal
responses only. They were asked o tell the experimenter
what their responses to the described situations would
contain. Here, only the content of the reply was
relevant. . . :

Having the subject ‘tell the experimenter how they
would respond as compared to actual‘l‘y acting out what
their response would .be, is more than a technical

ai . This'ai also indicates that

S _“different features of the response itself are -important
.\ to each of the measures. For example, latency to
response, 4nd louder .speech -volume - two behaviours

% © 'found to be important components of assertion




-

[ (Eisler, Miller and Hersen,1973), would not be

assessed by the éssertiveness test employed here.
These' response components would Have been rore
ieﬂectx‘ve ‘of the subjects' reaction to the
experimenter than “Prey would be of theif reaction
to the described situation.

The diffezences between’ these two’ tests would

appear to distinguish the assertiveness test employed

in the presént investigation from role playing tests

of assertion. Thus, tie presently applied assertive:
ness test would hot be subject tD the criticisms -
levelled against the valiﬁity of role-playing tests

by Bellack, et,al. (1979) and Higgins, et.al. {1979).
However, despite its, form, this'measure is still a

self-report type of, test ‘and may be Subject to other

Fm_:the: concerning the usefulness
[of this type of measure is required, '

ithe Tra g _Groups
‘. one aspect of the present inyestigation which

L to be examined is the ‘behaviour.of the subjects
during the‘ training group sessiors. One df the largest '/
problems. encountered during the training sessions

involved encouraginq the students to practise their o
newly acquired ussartlve- behaviours outside oi the

training environment. Assigned in-vivo practise of




assertive skills was rarely attempted by the students.

The most frequently received explanation for this was

_related to the physical retaliation, ridicule by peers,

or ‘embarrassment which they believed would surely be
consequences Of their assertive behaviour. In those
few cases where assertive behaviours vere atterpted,
the reported outcomes often confirmed the fears ex-

Prense by ‘the grvip meRbery. Thewe Teperts merved to

Teinforce their unwillingness to attempt any Further
practice. Since no gua;aisteés regarding cessation
of the expected humiliation or aggression could be
given, the students were unlikely to undertake any
practice.

Thus, it is probabXe that the refusal of the

- training group members to practice newly learned be-

haviours in-vivo contributed to the lack of treatment
effect. -

As the t ssed their reqard-

ing the practjce of assertive skills in-vivo, the,
following general procedure was employed to try to

convince them that assertlve behuviour was, in the long

. run, a more desired. gcal. Fit!t, «the utudent7 claims

that assertive behuvinux was not going to work were

challenged. The students were ‘asked to give r/épecxﬂ.c— v




examples of how assertive behaviour: had been applied
and observed ‘to have failed. Each situational
exanple was then examined ‘in detail in order to ensure
that the subject had behaved assertively. . In most
cases, it was found that the students had not employed
assertive behaviour. This was explained to the
students, and more assertive alternatives, often
proposed by the group, were presented to the subjects.
These were usually practicéd in the group. ' Finally,
the subjects were asked to practice these responses
in-vivo.

as gtatéa above, practice of the assertive

responses did not often occur. This unwillingness

to practice that the \ts must be
that.no such loss. of face, or physical retaliation will
result from their assertive behaviour. -Many assertive-

ness.training programs deal with this iSsue by

‘stressing that observable benefits of.assertion training

will only be realized if assertiveness skills are
consistently and persistently applied. This approach

did not seem to be a viable alternative with this

_ population. The experimenter almést felt obliged

o present. tangible proof -that the use of such skKills
would reap more benéfit than the use of aggressiveness.

Since he could not present that proof; ‘the experimenter.

\




felt he had not convinced the, students of the mern:s
of assertiveness.

Further investigations might consider the need

_to include other ires to or
the students that the benefi'ts of assertive behaviour

outweigh the feared costs. Increased emphasis on - : '

the need- for in-vivo practice might be stressed during

ﬁthe group sessmns. The present xnvestzganon did
xequire thé sub;ects to* practme some behaviours in-vivo
with training’ group membels:. . This could be extended
to having. training group members practice specific
assertive responses with other students: who weré not
members of the group. Further, che‘sé"studenté may,
or-may not, b e awaxe oE The type of behaviours
the training.group member is attempting to practice.
Alternately, 'staff medibers could also be employed to

I _ assist in facilitating the training g‘ronp member's

practice. Again, the staff member may, or may not, be

made aware of the type of behavicurs the. training group

member: is attempting' to'practice.. In this way, a more
detailed picture of the.circumstances surrounding the
sStudents' refusal. to practise assertive skills could

. be developed. .Clearly, much more has’to, be known

about ‘the interpersonal relationships of insti

juvenile delinquents before any definitive

_‘can be made regarding the relevance of assbrtiveness-
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‘was defined in the following: manner.

7

APPENDIX A
+ Definitions ‘of Aggression

Aggressweness durang the observation perlcds

Physical Aggression B e o

Any of the behaviours 115ted below were consldered
»

" acts of phys:.cal aggression if:

OR.

OR

_(a) 'another person is hurt. - That is: X

(i) -the person complains of being.hurt by
1htense1y or 'emphatically howling,
sweanng, or is otherwise rbally
aggressive (see defuutmnvi

(ii) the petson is clearly, injured (bleeding, .
bruised, etc.)

Accidents do happen. If the persons involved '
dgree that they were merely playing when someone
got hurt, we ¢an accept that it was an accident -
except in,the case of a physically weak' person i

suffering at the hands of a physically strong person.-

This excuse can only be accepted if the xnjury occurs
An crganxzad game, : *

(b) *, the aggressed person 1mmedxate1y zetallates
"with a response which fits one of the criteria
for Verbal or Physical Aggression.

(c) ; the aggressive behaviour is directed at a

5 person who the aggressor .has been recently
(i.e. -during the same day) fined for aqgressmq
(exthex: verbal or physica].)

- .(di the person agqressed makes repeatad (two or

more). efforts to carry on.with. another activity,
or makes répeated . (two Or more) ‘requests for
. the ‘aggressér to ‘stop the aggzessive
+ . behaviour. ; i L
(e). the ive iour 'is “(three: or
more times). 3 j

{




Examples of Physically ive Behaviour include:

1. Punching Tk

Slapping X ¥ %
Pushing E 4 .
}.hckinq
Biti
'rhxowmq an cbject .

2. SpittihgWon another person

3. Pulling the,chair from under another person so as to
- cause that person to lose balance or.fall. .

4?2 Throwing food' at another person. -
s/rable Slapping in order to:highlight a Statement,

deménd, etc., was not considered an act of physical
aggression. .

Verbal Aggreésxon ’ - :

1. Any of the words or phrases listed be!.ow will be con-

sidered as verbal aggression if:

(a) - the aggressor is not smiling (cheeks not

a ‘. raised, teeth not showing) when he says
- the word(s),. phrases, or combination of
words or phrases. ; . .

OR ' (b) ‘the word(s), phrases, or:combination of words
. - of phrases is/are directed toward ahother
person’ or group of people repeatedly (mcre
than once) w.‘l.thxn one mxnuts.

LOR ' (c) . -the woxds, ‘tseansn, op coubinalieon of wosds

G or phrases directed toward another pexzson
- .- or'group of people is used in .a harsh tone

#. . ¢ same time looking directly at the person -
7 . addressed.) |
OR W)/, the. wm:ds are ditectad at a pexsun whon the

fined for aggressing vhether ox not -
manner. of ‘speaking to them fits cziceri

or’ (c)- above. K 8 W
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f g 2. any'student who refused in a loud voice to obey =} \
1 . N rules. I B
i Making rude gestures (i.e.; making faces sticking =~ . \
; . " out tongue) if they.provoke.scmeone into retaliating R
i : “with verbal or physical aggression or make the rude |-
"4 - gestures repeatedly. o 3 %
! - i s i
Examples. of Verbal 7\' i include: -
H
1 1. Name calli ‘(a) ' calling.someone.a name usi.n a
o  EEToTetory ward, d.u MEackerr, "sucker®, bagtard”, i
i "cunt", ete.’ (b) calling someone by a name that
| i the person has expressed prior disapproval of, i.e., ]
4o “queer”, "duck”, "puller", etc.
i
H ' .
i | 2. screw.off P B
: 3. ‘fuckioff el = 3 |
\ ! : % ok 1 < |
¢ 4. F-off . |
5. frig" y y
. 6. mind your own business -.
: T -
= 7. I hate you ! F .
a . ; ;
. 8. Your mother is a whore. - . & o . -
. 9. Your father.is a drunk.. & Sl
- 10. Jesus Christ . e g L
11. (You're a prostitute. . -
i 7 12, 'stick it
LA 13. ping-bat |
shut up 3 : 2

get out
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: 18. You make me sick.
I9. shagoge . N
i 20. - up yours ’ 5 s § S
3 2 21, Goddamn s S : Vs
22: “piss off . , . #
23, pilr on; it R TR o : B . )
24. Any other comment, statement, ete., which am:onragu
N another to behave in an nggralliv. manner.
2 . i ~
2 € ¥ . 2 (U L
: )
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: ‘Instrictions ‘to Students - s

, on the tape, I have recomded some situations
with which you, may be familiar. T am going to let

you hear each situation - one at -a time. What{
would like you to do is'to listen to, each descriptiod‘
‘carefully, and then whén I turn on the second
récorder, 1'd like you to tell me exactly what yau
would do it you were faced, with this situation. Please-
don't feel shy. No staff member-will heaf, this tape.
Just say exactly what you would do or say if you

¥, wex:e in that s\n:uatxcm. Any questions?

; Let me qlve you a couple of examples  (play
modelling scene's).

. : - 0.K., do you unﬂerstand how this works?” t %
= (aswer any quebtions and play i
. " 'remaining deefies).
S . "Modeli ing Sceries i e F

© . 1.. You're'helping to.unlcad some groceries that have
¥ . - just-arrived, . You're cdrrying two big . buckets, one
o ' in each hand. They are very heavy. As you head o'
towards the }utchen, a voice behind you yells:
5 MHey, I got a heavy box here. - Could'you help me?"
What doayou do? . B

" Samplé answers: . I'd say "Wan a minute™, "1l hetp
o’ 7ou as seon as I take my load : :
. You're sLttlnq in the rec Foon listening to your .. i@ -

favourite- record. A friend comes up and says: ",
"Hey, canyou, put ‘Dream of a, Child on?™

Hhat do you do? . o
7 " o Sample amréwers: "I'd say, "I'll do E: when my
4 % ety ol tons o oyer T " Wait until I'm £idished; 0.K.?"
S SR etc. B T ; i
7 : . t “ . : p
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Rehed¥sal Scénes . B

1. You're walking along Water Street, doing some
window shopping. A group of-other kids are
walking . toward you. They are about your.age. -
As ‘they are passing you, one of them deliberately
bumps into you, and nearly knocks you over. What

,.do you do? :

" What-if ‘the person who delxherately bumped into ' -
.you said, "look where you're going, stupid.”
What do you do? i

+» Scenes Used for Data.Collection

1. Someone' in the school has recently been wrlt.\.ng
obscene words all over the bathfoom walls:with a
black marker. ~One of your teachers 'in school
‘always seems to have it in for you. Today she
ealls you out of your math class, into the hall, and
says: - "0.K. you, we know you're the one who'wrote -
all over. the bathroom walls. I recognized your
writing i1 didn't even -have brains enough to A
disguise it!!" You know you'didn't do -it, and you're
furious at her for accusing you. What do you do?

2. You're watching T.V. in the T.V. room on Saturdw
afternoon; and one of the 'staff members comes in,
looking mad.  She’ says: .™Your room-has been looking
l:.ke a pigpen all week. I'mgetting sick and tired

£ it. You know, if. you ever plan on getting out of
hexe before you reach seventeen, you'll have to learn
that you have certain responsibilities and duties
" around here. I want you to get up there right this
minute -and clean up that room; an}d this'time, do it
right!" What do you do? ,

3. TIt's 7:30 on ‘a Saturday evenlng, and. you ask -your
mother if you can go out with some friends. ~She
* asks what you'll be doing. You ‘say: "Oh, just
driving’ around.” She is angry, /and yells: -"Nothing
doing! | You know what happens when you go'driving
around with those kids. You can stay at home tonight
with the family, and watch T.V.!" What 'do you do?

‘4. y¥our father has been.hassling you for .gaveral months
now about getting home by eleven o'clock, and some- ¢
.times that is a real.drag because none of your friends
.have to be in before midnight. ' It makes.you feel
“1ike:an idict always having to leave places euly.




81

Oné night' you walk' into the house at- 130" in .
% . the morning. Your father is sitting in the I
front room in His robe and slippers. He yells” y
" And where the hell have you been? Do.you have
any idea what time it is? Don't you kind know -
how to read a clock anymore?'' What do you do?

5. It's recess, and you're having a game of pool
- ~with a friend. Suddenly, one of the other kids,
B a real pest comes over and grabs the pool cue '
i « away from you, and plshes you away. What dc you do? o

You're dn'the.L.V: room watching 'Happy Days' which
.\ is your favourite program. She knows it's' yow .
favourite program, but she wants to change the

sk © channel. She says~ " You'wouldn't mind if.w
. 4 * watched 'Newsmagazine', would you?' What a0 you do?
a L, ) :
" . 7. It's time. to do your homework. You go upstairs to

i, ’ ‘" *your bedrgom here-at the Home, and_you notice that
) “your pencil is missing. You recall putting it on
o N \  your bed garlier in the evening. You look over at
: your' roommate's bed.. You see.your pencil lying’
’ there. You've repeatedly asked your roommate not to
.- take your pencil without asking you- first. Just then) -
your roommatq walks:in.  What do you do?. .

. 8. . There are a fbw kids in school who have been hassling

s ! you' for. the past two.weeks. One person in particular
has been a real nuisance. Every. time she sees you, »
she can't.go. by\without saying: '\ Hi Queer!t!l" 4
You're\in the sdhoolyard now, and éhere aren't too

e - . many other people around. You see her coming along,

8 . and, as always, he says: " Hi Queer!!!" What do you:
! do? o
.+ 9. 'You're reqular teather has been off sick, and for the f

d 0 past week’ you've had a substitute teacher. You've ©
been giving her a real hard time by making noise; .
throwing paper airplanes and spitballs, and not doing - '+
your homework. All week you've been doing this, “and
all-week she's been sending you to the principal's ©s

' office.- It's been sort .of fun, because it's so - g

. § easy to make her, lose her ¢ool. ' When' you get to ths s “

i . principal’'s office this time, he meets you at the 5

| ) . door, .and 'says: " Tth is the third time you ve been i




. sent up here this week. I'm suspending you
‘. this time. What do you think about that?"
: ¢ - - What do you do?" o .
10. The school has put on a dance. You're ina
real good mood, and you feel like dancing
up a_storm. You see this one stydent that you
really like, and you ask for.a dance. The
dnswer is. "yes", and away you go. You're
really getting into it, and you feel your
partner is also enjoying it. .The ‘dance is
W « over, and as you leave the floor. your
i ' s partner ‘turns to you, "Not only do
, o Jou Took .1ike & cow, bat you Jance like one
. " too!!" What do you do? ’

] NOTE: Scenes 2, 3, 5, 6, 8, 9 vere administered
! during both the p:
assessments. Scenes .1, 4, 7, 1D were admmstetad

during the latter assessment only.

£




APPENDIX C

The, 's to the i descrihes

the use of, or intent to use, physical abuse. ' The
student may threaten another, or may simply descnbe

use of same tc r.he interviewer . @

Examples: "Look my son, I'll boot you where
= it hurts."
"I'd boot him where it hurts."

/

The d to. the i
or descn.bes, a strong, expression of personal rights,

. with no‘concem for the rights of others. This includes

the use of verbal insults, verbal abuse, threats. or
reprisal; etc. The threat may be explicit or 1mp11c).t

Exanples: "Fuck-of £1"
. Asshule, cocksucker, Shithead,

'ucke: etc.
"‘luu don't have to yell, and if you
do it again, you're going to get i

The 's. to the demonstrates,
or describes, a strong expression of personal rights,
with little, or'no concern for the rights of others.
The student may demand that the effects of the insult
provocation,' etc., be removed (i.e., take back illegit-

~imateé implications; or make up for an earlier slight;

or.discontinue the insulting or provocating behavior) ..
By itself, the demand might be ‘considered an assertive
response. Non-verbal aspects, however, could make the
demand aggressive. Also included are thdse responses . *
which demonstrate insolence without abusiveness; what is
commonly termed .sauciness. or 1mpert1nence, mildly abusive
language. ,
Examples: "I was gomq to shoot. +#Gimme the pool’

‘cue back,"

"I can go out iE T want: tol®

"You're t.he stupid one, not/me!"

‘The student's’ response contaiiis, an _explicit or :.mpnc1t
sugqestibn that the ‘othex person is bemg offensiva,




| expressed in an ‘emotional maxmer. The response
may téke the form of a strong disclaimer: of
responsibility without further explanatlun, except
one -of annoyace for being implicated in the first
place. Usé o sm is. included here .

Examples: "I'didn't 'do it.
[ "It wasn't my famlt
‘ "I didn't take it."

“the . student's response ‘is “the ’lqst socially g
‘appropriate response whg,ch can b& made under -the :
,prevailing ci Thié x 1 may be in
‘the form Of a request to another that the ill
effects of the offending behaviour be removed

(i.e., take back illegitimate implicgtions;

make up for earlier slight; or 'discgntinie insulting
6r provocating bgnavlour) Alternately, this

response may be in the form of a refusal (on the part

of the student) to meet the demand or request of '
another person. .In refusing, the. student may sm\ply
decline; honestly state that he/she is ‘unable to
meet the request. An explanation. is not necessarily
given.” No lies are told. Alternately, the

+ student may directly confront the other person. That
.is, the student.may ask why, or whynot, a particular

act was, or was not, carried out.” An attempt’ to
negotiate a’‘workable’ compromue, or seek aid from an
appropriate authority is also included.

Examples: "Yes, I would mind. ¥ was i

b .watching Happy Days, and I '
would Like to see the end of it."
"I would. appreciate it if you would
ask before taking pencil.”

The student's response is to apologize to the other
person for his/her position on the matter at hand.
The apoldgy may. be implicit, and. may take the form of
ah explanation or self-defense to the othéer person
for their position, An implication, as opposed to a’
direct request for change. -

Exanples: . "I'm sofry 'but I really have to go."

"I'm sofry but I really don't want
to lend you my jesns.' ¢

The student deals w:Ll:h the situation indirectly by

. postponing immediate 'action  directed at the other

4



| C
“peérson, and . instead remarks about his/her
displeasure to bystanders, to themselves, or .
inaudibly. Alternately, the student may deal
with the situation indirectly By expressing - - =~ '
' displeasure merely ‘through a facial -expression, -
* or some other physical movement. Inorder to get
ot of ‘a situation, a fictional prior cummluuent‘ .
may be concccted, or a lie is told. ¥,

Examples: "Oh no, not news again!™
A facial grimace Or other N
expression of scorn. .
< : Any lie to "get out of it.",

8. . The student deals “with the situation ‘indirectly |
by g1gghnq inappropriately-at - the other person(s)
involved.. The student - appears ‘to re€ach a compromxse
with the other(s) involved. However, this compromise’
is reached against the true wishes of the “individual.
Alternately, student may attempt to change the.
subject, or ask an irrevelant questlon. 'I‘he res-
ponse - may cémtam prolonged pauses. * "

)

Examples. "Huh? " ;. "What's qoing on?"; et,c

"1'11 -go, but only for five minutas."‘
T shouldn +, but I'll. lend you

¢ ny jeans."
9. The student makes no-vexrbal or physical _response, or

says: 'I don'tknow', etc. The:student comphes )
with the request wit\\wut quest:mn.,

5 Bamples:  Student says: "I wouldn'tdo
. anything"; ox doesnft do /.

* anything, N
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: NOTE.

Plaase complete this form at the end of your atht.

To'all Staff Members

‘.Aggresnve Behaviour Recording Form to he Képt by Staff Members.'.

i /

you please indicate below (Yes }.( )i No (X)/

,‘A’nqela‘ ' “Marie
Corrina . . . Marilyn |
Donna e " Bam .
Bffie .1 ‘Paul
Frank Roger
Gary ) ) Stan .
< Geraldine’ " Thelma
Gertrude : Theresa
- Gilbert . & ‘T;m
Ida® o 'wanda

* Kevin : " Wendy

Kris : \

Name :

Shift: Day (); Evenming: ( )i Night ()

- . Date: )

Thank you very-much




_APPENDIX F

- _ PLEASANTVILLE. SOCIAL SKILLS GROUP %
P LIN'!'ERVIE\]W RECORD FORM = SN

How long. il o -
PIeasam:vﬂle School?

General Infomatlon

Describe your purpose -in conducting: the mteréxew.
You ate going to be 'running a social skllls group
similar to those which have been run begore. This- time
the main purpose'is to'help residents l&arn better ways
of getting'on with superv:.scrs, teachers, parents and
other- student’s - )

" The best way of puttrng\yourself across in a job
interview will -also be part of: _the course. Do youthink:
that?there is'a need for a course like. this for students
here' N

1. Examples of (a), (b), (c) wh:u:h student feels
other students might have been able m\handle
better?

,(a)  student-Supervisor -I ions *

(b)' student-Teacher Interactions

(c) Student-Student Interaction




Rxamples of the kinds ‘of things that students
(

wish to communicate to .(a) and

(a)  To supervisors R [
>

. . .
(b) R 'I"o Teachers N

1f students were more skillful, could- they get
on better with supervisors and teachers?

. Explain.

o students det angry with supe
teachers? . Explain.

Personal Information

Do-you ever get angry with (a) or (b)? Give some
examples (1 e., What happened to make you angry?
What did ‘you do when this happened? How did this

+ make you feel?

. (@), wu:h SuErvisoxs?

(i)) + With Teachers?

(c) . With Other Students?




. o s N (4
/ o .. ADDITIONAL INFORMATION | s F

In oursocial skills groups we will be' meeting
on Tuesday and/ox Thursday nights for about an hour. = -
to. talk about and practise better ways of handling
supervisors, , o
that we are mire lxkely to feel pleased with ourselves,
and, in addnlnn, ensure that ye have given a good
impression on'the other person; as well. These groups &: o
will meet for about 8 weeks this winter. * 2

2. Interested in'joining SST group?_g N\

3. Restrictions on participation?’ X :
When Qo you ekpect to be released?, -
What other -activities do you ergage In dur{ng ~

the week (111 the evenmgs?)
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“appENDIX G o iRy
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. S5 o1 e Analysis of Variance Tables 2 .
. ) S N )
“1.. Mean Assertiveness Rating Scores on Assertiveness Test Data.
! ¢+ (a); Training vs Control Groups (pre-treatment)
Source © DE  Sum of Squares Mean Square B,
Treatments 1 0.0060 " '0.0060 ° 0.009
Error - S 12.8567 . 0.6767 R
Total 20 12.8627 . \/,
.. (b)) Training vs Control Groups (post-treatment) :
Source ' DF  Sum of Squarés . Mean Square 3}
- -
Treatments 1 02668 .0.2668" 0.344 5
Error 19 . 14.7315 - ©0.7153 °
Total ©20 0 14.9983% : x
8y, ]
5 2. Mean Change in Assertiveness Rating Scores from Pre- to Post-
4 Assessments.’ . !
‘(a) Training Group P ;
‘source DF  Sum of squares Mean Square F
Between Subjects 11 11.5397 . . = ~1.0491
Within Subjects 12 5.9340 | 0.4985
: 1 . 0.3725 0.3725
; . Residual 11 . 5.5616 0.5056
o Total 23 17.4737
(b) Control Group
Source DF  Sum of Squares Mean Square E
g Between Subjects 8 9.3503 - 1.1688° .+
- 'Within Subjects ‘.- 9 . 1.1506 0.1278 . i
Treatments -1 0.0139 0.0139 0.098
Residual . B . 1.1367 : 0.1421 .
: Total 17 10,5009" -




Scanes x Subjects (2-x2) AN!JVA onAChanqe Score bata /” 3 s
of Assertxveness Test. -

(a) ftraining Groip, : P >
7 source’ 'y < DE.:* “Sii Of Squares. Mean’ square - G N
Betwesn Subjects: - 11 77,4861 / 7.0442 -
Withid Subjects 60 146.8330 P2y 4472
Treatments . 5 - . . 28,7361 5 5.7472 2.677
Residual 55 118.0970 2.1472 -
thal K 71 . 224.3190 ® * s
(b) | Control Group™ - . v, e e ‘( ;
Souxca DE’ ‘Sum_of Squares . Meah Square E
Between Subjects 8- ‘21,8148 | 2.7269- i c
Within Subjects 45 : 97.8333° 2.1741 -
T 205370 ¢ . dus07a - 2.394 )
stidual 40 ... 71 75,2963 1.8824° i R .
Total J 53 . L19.64v50 : 4
4. . Nean Assertxveness Rat:mq Scores on Generalizatmn Sc:enes- "
Tra:minq vs Control Group. 3 . £l
| ‘source DF sum of sggazes Mean éguare i S
. Trea{,&xts 1 3.6915 3.6915 3.423
Erro; 19 20.4930 1.0786 4
20- 24~ 13-‘.‘
5. Nean Assertivensss Rating Scores:  Post-Treatment vs o il
Generuhzation Scenes, for: v ‘ . .
% :
- (a) ’rrau\ing Group ; o
"-Souxce . . pE .- sum,of Squares Mean Square’ - E
Between Subjects. ‘11 7.0833 0.6439
Within Subjects - 12 11.9481 0:9957 P T
Treatments 1.3348 *1.3348 L "
Residual . 10.6133 ' 0.9464 -1.383
a3 19.0314

Total




S (). control ‘Group” o SR .
. ¥ ‘
Source- Sum of Squares. Mean Square .
Between Subjects 8 . " 9.7351 “1.1514
Within Subjects - 9" v 19.5049 2.11m2
© 11850 . 115520
Residual. 8 8029 110054
Total t I A 28.8300 . —

P p
R Averargé Deviation from Asserfiveness rating (5) for high

assertive vs low assertive students: (groups formed Dn basis _

. of median' Splxt)‘ ” B
e Lt Source DF Sum of Squares Mean Square F
Sl Treatment .-, 1% . .7.4274 7la274 " a3i3s2
f . “Exror 19 3.2552 0.1713 p
T Total - 20 10. 6827 2\
7.  Change in Aggréssive Output on Observational Measure:
| Pre- vs Post-Assessment.
v (a), Training Group
- ’ Source ¢ DF Sum of Squares Mean Square - _F
— L iE : ;
. gatween Subjects 11, 0.3624 0.0319
ithi 5 12 —— 0.1440 0.0120 :
Treatments 1, 0.0043 0.0043 0.336
Resigual ' 11 . 0.1357 0.0127 ;
Total 23! 0.5064 %
g i (b)) Control Group . ; N
“Source D Sum of Squares Mean Square E
Between Subjects 9 . 0.3539 0.0393
Within sub;empl 10 © £ 0.1136 0.0114 .
7 0.0157 10,0157 . 1.441
\Residual 9 0,0979. 0.0109
% Total 19 -0.1675 —




Aggressive Outpuf’ on Obsezvatianal Meamme Trnn
s’ Contzol Gﬂzups at . 3
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