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aiAPTER I 

INTRODUCTION TO THE PROBLEM 

The present investigation is concerned with the acquisition and 

performance of social skills by the mildly retarded. Successful inter

personal interactions and the use of acceptable social amenities are 

skills essential to virtually any habilitation program with the 

retarded. These deficiencies are especially significant given the 

important role that social behavior plays in vocational success. It 

is to this specific area—social skills in job performance—that this 

research is addressed. 

This study is an investigation into the training of mildly 

retarded individuals in social skills through the medium of group 

therapy. The research examines the impact of tlriree treatment ap

proaches (modeling, role-playing, and didactic instruction) on both 

the behavioral aspects of the group therapy process and subsequent 

subject performance on an outcome measure. 

The literature review will provide the reader with background 

information on the changing views of mental retardation and the impor

tance of social competency in the life adjustment of the mentally 

retarded. Following a discussion of historical and definitional con

cerns, the review will turn to the specific question of why the 

retarded fail in vocational placement. Research will be presented 

documenting social skill deficits as a causative factor in vocational 

failure of the mildly retarded. The succeeding section will consider 



traditional ways of measuring social competency and the learning com

ponent at issue in social skill deficits. Finally, alternative 

approaches to the training of social skills will be discussed with 

particular emphasis on the three proposed treatment methods (modeling, 

role-playing, and didactic). The literature review will conclude with 

a summary conceptualization of the present research concerns. 

Historical Perspective on the Problem 

Mental retardation is a disability which affects approximately 

six million Americans (Robinson & Robinson, 1965). Historically, 

people have organized themselves to accommodate, eliminate, or change 

people who are sufficiently different to call unfavorable attention 

to themselves (Heiny, 1971). The treatment of the mentally retarded 

has progressed through stages of custodial care and detention to 

maintenance and the current emphasis on habilitation. National atten

tion was drawn to the magnitude of the problem during World World II 

when 716,000 men were rejected from the armed service on the grounds 

of mental deficiency (Thompson & Grabowski, 1972). The Kennedy admin

istration exerted a unique and powerful facilitating influence upon 

public interest and professional opportunities in relation to mental 

retardation and stimulated concern for habilitation of the mentally 

retarded. 

As defined in Webster's New Collegiate Dictionary (1973), habili

tation refers to the process through which an individual becomes, or 

is helped to become, capable or qualified to perform basic life 



functions (Webster, 1974). Habilitation is generally contrasted with 

rehabilitation, the latter Implying the restoration of an individual 

to a former capacity. In the scientific/professional sphere, three 

broad areas of concern ultimately promoted habilitation as a feasible 

objective with the retarded: (1) nature-nurture studies investigating 

developmental phenomena and the subsequent recognition of the sig

nificance of early environment in cultural-familial retardation; 

(2) psychological approaches stressing the fact that behavior can be 

changed if responses are precisely defined and response consequences 

controlled so as to influence the probability of continued response 

occurrences; and (3) recognition of the importance of early childhood 

experiences in intellectual development (Reynolds, 1966). 

Acceptance of habilitation objectives did not, however, always 

mean nurturance of aspirations for vocational placement. Indeed, one 

early follow-up study was withheld from publication for some time be

cause its resultant support for the vocational potential of institutional

ized retardates was so divergent from the prevailing perspectives at the 

time (Fernald, 1919). Nonetheless, the cumulative thrust of emerging 

findings tended to support the feasibility of vocational objectives 

for at least the mildly retarded. A longitudinal study by Bailer (1936) 

concluded that work goals were quite reasonable for a large 

proportion of the retarded subjects considered. 

Nothwithstanding the growing conviction that vocational placement 

might be achieved with many of the retarded, implementation of such 

objectives did not occur until the movement for vocational 



rehabilitation of the physically handicapped gained impetus. It was 

not until World War II that the Vocational Rehabilitation Act was sig

nificantly amended to include the mentally retarded and mentally ill 

as candidates for rehabilitation services. The first successful 

demonstration efforts pointing to the feasibility of training, coun

seling, and selected placement of the retarded occurred in 1950 

(Dimichael, 1959). 

Definition of Mental Retardation 

Perhaps the most basic question necessary for an understanding 

of the present research concerns is: What is mental retardation and, 

more importantly, what is the significance of adaptive behavior (social 

skills) in the designation of retardation? Definitions of mental 

retardation have been based on a wide variety of criteria. In the 

early twentieth century, mental retardation was thought to be an 

inherent defect in the moral or character structure of the individual. 

This idea was perpetuated by evidence which revealed an inordinately 

high incidence of such socially unacceptable behaviors as crime and 

illegitimacy (Goddard, 1914; Knollin & Terman, 1918). A view shared 

by some contemporary theorists is that mental retardation is a defect 

inhering in the physical or cognitive structure of the individual. 

The inherent defects referred to include: (1) impaired attention 

directing mechanisms (Zeaman & House, 1963); (2) inadequate neural 

satiation (Spitz, 1963); and (3) a relative impermeability of the 

boundaries between regions of the cognitive structure (Kounin, 1941; 



Lewin, 1936). These defects are inferred from differences in perfor

mance between retardates and normals. 

There are numerous classification systems based on biological, 

behavioral, or educational criteria. The American Association on 

Mental Deficiency (AAMD) has a widely used medical and behavioral 

classification (Heber, 1973). The medical classification system is 

broken down to include the following etiologic groupings; (1) diseases 

due to infection; (2) diseases due to intoxication; (3) diseases due 

to trauma or physical agent; and (4) disorders of metabolism and 

growth or nutrition. The behavioral classification system is based 

both on a test of intelligence and on a measure of adaptive behavior. 

It is generally accepted that the majority of the retarded do not 

manifest any type of recognizable physiological anomaly. The majority 

is conventionally labeled the familial retarded. There are widely 

divergent estimates of this group's size. Recognition of the pre

dominance of retardation for which no cause is apparent has had impli

cations for environmental manipulation, early treatment programs, 

habilitation and normalization in the treatment of the retarded. 

Specifically, the implications are that cultural-familial retardation 

can be prevented and/or reduced by such methods as altering environ

mental situations, educating the public, and evaluating our labeling 

process. 

Traditional definitions of retardation, while differing somewhat 

in their behavioral criteria, have generally stressed the idea that 

mentally retarded persons cannot adapt themselves adequately to their 



environment because of their limited intellectual capacities (Robinson 

& Robinson, 1965). Ttoong the definitions receiving the greatest degree 

of professional attention were those by Tredgold (1937), Benda (1954), 

Doll (1941), and Kanner (1957). Far and away the most influential 

was the definitional approach adapted in the terminology and classifi

cation manual of the American Association on Mental Deficiency (Heber, 

1959). The manual represents the collaboration of many interested pro

fessional workers and is presently the most widely accepted resource 

in the field. In the initial AAMD definition (Heber, 1959) , mental 

retardation was designated as subaverage intellectual functioning, and 

it was not until more recently that the definition was expanded to 

include impairment in adaptive behavior. Heber (1973), in the revi

sion of the manual, offered the following definition: 

Mental retardation refers to significantly subaverage general 
intellectual functioning which originates during the develop
mental period and is associated with impairment in adaptive 
behavior, (p. 6) 

As measures for normalizing or integrating the retarded into 

society have taken effect (Nirje, 1970), greater attention has been 

given to socialization as a criterion of mental retardation. Social

ization is a broad concept studied by anthropologists, sociologists, 

and psychologists who vary in their emphases, depending on their theo

retical framework. Every society has norms or expectations which 

define "allowable" behavior, norms which are typically passed on by such 

agents as parents, teachers, peers, and mass media (Gergen, 1974). 

The concept of social incompetency is somewhat nebulous and 



difficult to conceptualize and measure. The phenoraenological char

acteristic of the term social incompetency is reflected in Maher's 

(1963) discussion of the problem of defining mental retardation: 

What constitutes mentally retarded behavior depends on a large 
extent upon the society which happens to be making the judg
ment. An individual who does not create a problem for others 
in his social environment and who manages to become self-
supporting is usually not defined as mentally retarded no 
matter what his IQ may be. (p.238) 

The T̂ AMD definition of mental retardation considers adaptive 

behavior to be the effectiveness with which one copes with the social 

demands of the environment. Leland, Nihira, Foster, and Shellhaas 

(1967) consider it to be the reversible component of retardation. It 

includes both the individual's level of independent functioning and 

his sense of personal, civic, and social responsibility. Such stress 

on social adjustment as a qualifying condition for a diagnosis as 

mentally retarded magnifies the importance of evaluation and training 

in the area of social behavioral skills. 

The importance of such a construct is reflected in research com

paring estimated degree of retardation derived from IQ alone versus 

that based upon adaptive behavior measurements and IQ. Adams (1973) 

concluded that the two are not independent but different aspects of 

the same behavior since a moderately significant relationship was 

noted between measures of the two dimensions of functioning. This 

study assessed the degree to which classification of levels of mental 

retardation based upon a measure of adaptive behavior (the Vineland 

Social Maturity Scale, DSQ) differed from tlie classification based 
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upon IQ, for Negro and Caucasian children. The distributions of 

levels of impairment differed as a function of race for classification 

based upon IQ but not for that based upon the adaptive behavior test. 

The same report advanced evidence indicating that greater weight was 

assigned to IQ by physicians and psychologists in classifying retarded 

clients. This was true even when it proved necessary for the diagnos

ticians to discount their own direct behavioral observations in order 

to make a diagnosis based on IQ. In effect, judgments derived from 

direct observation were only selectively included so as to complement 

rather than contradict judgments emerging from formal intellectual 

assessment. Similar importance must be assigned implications of the 

findings in another study by Adams, Macintosh, and Weade (1973). Their 

findings indicated a significantly greater number of Negro than Cau

casian classifications in the retarded range based on IQ alone while 

such was not the case when adaptive behavior measures were utilized. 

Clearly, some construct such as adaptive behavior is critical to 

effective classification in mental retardation. 

Mercer (1973) presents a useful sociological analysis of the label

ing process which contrasts the clinical approach with the social-system 

approach. Clinically, mental retardation is considered to be an attri

bute of the person. The social-system approach defines mental retarda

tion as a social role that some people play. A mental retardate is one 

who occupies the status of mental retardate and plays the role of mental 

retardate in one or more of the social systems in which he participates. 

This definition allows for a distinction between what Mercer (1973) 



refers to as a situationally retarded child (i.e., retarded only at 

school) and a totally retarded child who plays the role in all social 

systems. 

In this comprehensive study (Mercer, 1973), 241 formal organiza

tions, both public and private, were contacted and asked to nominate 

for the study all the mentally retarded persons known to that organiza

tion and to share whatever demographic and clinical information they 

knew. The term mentally retarded was deliberately left undefined. The 

largest number of mentally retarded identified were nominated by the 

public schools (429), followed by medical facilities (166), and the 

Department of Mental Hygiene (119), The study goes on to describe the 

aspects of the normative structure of social systems that will influence 

the types of persons defined and the differing characteristics of those 

labeled by professional labelers compared with those labeled by non

professionals. It was concluded that sociocultural factors influence 

both adaptive behavior and intellectual performance as it is measured 

by our scales. These results support the study by Adams, Macintosh, 

and Weade (1973). 

The problem with using social criteria in defining mental retarda-

tion has been the difficulty in operationalizing the concept. Clark 

(1958) criticizes the use of social competency for this reason as well 

as the fact that "the social criteria are just as arbitrary as the IQ 

if not more so and have not even the advantage of being based on norms 

for an entire population" (p. 48). However, the fact that a widely 

accepted measurable definition of social criteria does not exist 
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hardly diminishes its importance in the habilitation of the mentally 

retarded. In a comprehensive article on the socialization of the men

tally retarded, Zigler and Harter (1969) refer to social competency 

as a meaningful construct, a variety of continua theoretically based 

upon cognitive demands of the social requirements involved.. They 

point out that little headway has been made in assessing intellectual 

and nonintellectual determinants of social adjustment and their role 

in the socializatipn process. Those characteristics which interfere 

with the socialization of the retarded are as maich a product of the 

unique experiences of the retarded as they are of the retardation 

itself. 

An important concept and a basic premise of the present investiga

tion is that social skills are important determinants of success and 

can be learned. This premise is inherent in the dynamic approach to 

the prevention, causation, and alleviation of retarded performance 

advocated by Feuerstein (1968). The implication of this approach is 

that the retarded individual's current level of performance is not to 

be perceived as a fixed ceiling of his capacity. Concomitant to this 

viewpoint is the realization that intelligence and social behavior can 

be modified (Tizard, 1968). 

This reversability of retarded performance is amply documented in 

published research. Bailer, Charles, and Miller (1967), in a follow-up 

study of diagnosed retardates in later life, reported a rise in IQ 

scores as well as increased social and financial independence. Research 

relative to the functioning of mentally retarded individuals in the 
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community and particularly to their vocational adjustment will be con

sidered shortly. 

Why the Retarded Fail in 
Vocational Placement 

Fundamental to the concerns of this research is the question of 

why the retarded fail in vocational placement. When the political 

impetus of the 1960's led to a concentrated effort to place the retarded 

in jobs, intelligence was considered a variable of prime importance in 

the task of matching the individual to the job (Gold, 1972). Many 

studies indicate the fact that intelligence tests correlate with work

ing potential but have little utility as predictive measures (Fry, 1956; 

Kolstoe, 1961; Meadow & Greenpan, 1961). That is, while a high correla

tion frequently exists between IQ and other indices of potential voca

tional abilities (e.g., manual dexterity tests, specific job aptitude 

tests), follow-up studies do not support any predictive relationship 

between IQ and job success. This is demonstrated by an investigation 

examining various indices of vocational success in the mentally retarded 

(Kaufman, 1968). A total of 24 independent variables taken from the 

WAIS, WRAT, Self Attitude Scale, and Occupational Aspiration Question

naire were placed in a discriminant equation in this post hoc study. 

Kaufman (1968) identified only the Comprehension subscale of the Wechsler 

Adult Intelligence Scale (WAIS) and the Arithmetic Achievement subscale 

of the Wide Range Achievement Test (WRAT) as the variables which con

tributed significant variance to the discriminant analysis. In con

clusion, little relationship was demonstrated between employment success 

and assessed IQ. 



12 

It will be noted in the research presented here that social skill 

problems are frequently defined in a nebulous way. Social skill deficits 

may refer specifically to social interaction with co-workers, to per

sonality, to behavioral problems, or to any nontask related problems. 

In the present investigation, social skill refers to any behavioral 

component of the individual's job which is not directly related to the 

actual task requirements. 

Research in the area of job performance of the retarded has char

acteristically been of the retrospective form and few examples of 

actual experimental treatment exist. In a comprehensive review of 10 

investigations of the predictive assessment of social and vocational 

competence in the adult retarded, Cobb (1970) identified some important 

considerations in evaluating research of this type. Concern should be 

given to the heterogeneity of criterion variables, to the multiplicity 

of possible predictor variables, to the stability of predictor variables 

over time, and finally to the time period between prediction and evalu

ation. The only clear finding emerging from the Cobb (1970) review was 

that a large percentage of the mildly retarded make satisfactory adjust

ment in terms of employment, marriage, and law-abiding behavior. In a 

broad generalization regarding the most significant developments in 

outcome research concerning the mentally retarded, Cobb (1969) stated: 

From the review of research studies ... it should be readily 
apparent that no neat and certain formulas for predicting adult 
success in the retarded have been achieved. To the contrary, 
if there is one clear conclusion to be drawn from this array of 
studies, 'it is that no simple formula for prediction is possible 
... and that outcomes in terms of personal, social, and voca
tional success are the product of manifold interactive deter
minants, (p. 138) 
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Heber and Dever (1968) summarized the most salient findings of 

follow-up studies of the mentally retarded in this way: a) a consider

able percentage of those with measured intelligence above 50 achieved 

employment; b) their job success appeared to be more closely related 

to attitudinal and personality factors than to IQ; and c) contrary to 

popular opinion, there was little evidence that they did particularly 

well on repetitive, boring tasks. 

Representative reviews of follow-up studies of the mentally re

tarded include those of Goldstein (1964), Tizard (1958), Windle (1962), 

and Zigler and Harter (1969). Most studies were directed at assessing 

the adjustment of mildly retarded adults (IQ 50-75) after they had 

left institutions. The predominant general finding was that little 

relationship exists between cognitive status and successful community 

adjustment. 

There have been several direct attempts to isolate intelligence as 

a predictor variable in performance in rehabilitation projects and in 

social skill acquisition. McKerracher and Orritt (1972) investigated 

social skill acquisition in a developmentally handicapped population. 

The success criterion was progress as measured by the number of credits 

earned in a vocational placement program. It was concluded that intelli

gence is an autonomous factor unrelated to vocational progress. A 

Social and Rehabilitation Service Research and Demonstration Grant 

(Water, 1970) found high-level clinical judgments were predictive of 

the success of mentally retarded clients than individual IQ test scores. 

Moreover, a type of open-ended social and vocational training tended to 

improve community adjustment. 



14 

The evidence is quite convincing that measured intellectual 

capacity—a frequent guideline in vocational planning—is, in and of 

itself, a very inefficient predictive measure of potential vocational 

success in the mildly retarded. Concern is being centered upon the 

often neglected parameter of social skill behavior. 

In a review of the literature on the mentally retarded and voca

tional success. Gold (1972) identified no studies in which failure of 

a sample subject population to master the actual task requirements was 

given as the reason for dismissal. Interestingly, Gold interpreted 

this fact as partially an artifact of the menial types of jobs on which 

the retarded are often placed. In an overview of rehabilitation fail

ures, Gardner (1971) indicated that either task-specific deficits 

and/or inappropriate social behaviors' were more often the reason for 

termination than general intellectua]* limitations. In this study task 

specific deficits referred to limitations in auditory, visual, or other 

sensory capacities necessary for completion of a task. Bloom's (1967) 

follow-up report on the effectiveness of the Texas Cooperative Special 

Education and Vocational Rehabilitation program, five years after its 

inception, concluded that most placement problems stemmed not from 

lack of manual skills, but from such aspects of behavior as getting 

along with others. 

Stevens, Peck, and Veldman (1968), interviewing parents and 

employers of 100 mentally retarded youth, noted that failure experiences 

of the mentally retarded were associated with attitudes of rebellious

ness and irresponsibility in interaction with the critical opinions 

of others. 
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Cohen (1960) analyzed the vocational failures of mentally retarded 

individuals placed in the community after a period of institutionaliza

tion. From 73 unsuccessful placements of 57 subjects (some £s were 

placed and failed more than one time), the following conclusions were 

made. With only a few exceptions, subjects were able to meet the skill 

and strength demands of the job. In one-third of the cases, the sub

jects experienced difficulty in adjusting to the community rather than 

the job itself. Often, behavior which would be considered relatively 

normal adolescent behavior was not considered normal for the retardate 

(i.e., sexual acting out, shoplifting). Some individuals exhibited an 

inordinate emphasis upon the salary due them but felt no reciprocal 

obligation to their employers. 

Windle (1962), Shafter (1954), and Madison (1964) isolated factors 

related to work placement success. The indications were that sex and 

age were not salient but prior work experience, psychometric data, and 

clinical judgments were significant predictors. Madison (1964) empha

sized that the duration of work placement is an important consideration, 

with the critical period for failure generally occurring soon after 

placement. 

In a follow-up study of 2747 mentally retarded employed by the 

federal government, data were collected from vocational rehabilitation 

counselors and federal employers to investigate job success (Oswald, 

1960). Grade completed, IQ scores, and reading achievement were not 

highly related to job performance. High correlations were found be

tween job success, ability to take directions, and ability to follow 

through on tasks. 
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It should be noted here that most studies investigating the sig

nificance of IQ in predicting vocational success were based on subjects 

ranging in intelligence from 55-75 and that, in the majority of cases, 

the individuals were performing menial types of jobs. These facts 

certainly need to be considered when generalizing from the conclusions. 

The consumer is encouraged to maike cautious interpretations from the 

research cited to the mentally retarded population as a whole. Con

sideration must be given to the research design, the potential sources 

of error, and the statistical analysis. These studies of a restricted 

IQ range can not be generalized to the entire mentally retarded popu

lation. 

Nonetheless, social skills have been demonstrated to be important 

in predicting vocational success. The critical problem then becomes 

the problem of measurement. The following section will present the 

most widely used scales for the measurement of social competency. 

The Measurement of Social Competency 

What methods are being utilized to measure social skills and with 

what degree of reliability? Might these methods be adapted to measure 

social behavior problems in the present investigation? 

Social coirpetency has sometimes been incorporated into intelligence 

test measures (i.e., WAIS Comprehension and Picture Conpletion Subscales) 

but, most frequently, it has been measured through subjective observation 

Exceptions to this are tests of early social adaptations of the child. 

The Vineland Social Maturity Scales (VSMS) is a standard schedule 

of social development which evaluates eight areas of social development 
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and allows for identification of marked deficiencies (Doll, 1965). The 

scale is concerned with the individual's ability to look after his 

practical needs and to take responsibility. The VSMS Scale is admin

istered to a rater familiar with the child's behavior rather than 

requiring direct behavioral observation. 

The Balthazar Scales* of Adaptive Behavior represent another mea

sure of functional independence (Balthazar, 1970). The Balthazar 

scales were standardized on 400 subjects over a seven year period. 

The scales measure such indexes of functional independence as eating, 

drinking, and toileting. Cain, Levine, and Elzey (1963) published a 

social competency scale for use with trainable mentally retarded chil

dren. The Cain-Levine Social Competency Scale is divided into four 

subscales: self-help, initiative, social skills, and communication. 

These tests share the problem of potential biases in informant's 

reports and therefore must be used with discretion. 

Many institutions for the retarded develop their own checklists 

for assessing the areas of training progress in social skills. A 

notable example is the Adaptive Behavior Checklist originated in Parsons, 

Kansas (Nihira, 1969). This checklist was later developed into the 

Adaptive Behavior Scales (ABS) currently published by the AAMD. The ABS 

is one of the most widely used instruments and it provides a measure of 

self-care and social skills including the following: (a) personal 

independence; (b) social maladaptation (destructiveness, rebelliousness); 

and (c) personal maladaptation (interpunitive and self-abusive acts). 

More recently, social competency measurement has been the object of 
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a three year research project (de Jung & Edroondson, 1972). The defini

tion of social incompetency in the de Jung work revolves around an 

interaction between two major factors—the behavior of & person and a 

valuing judgmental response of some arbiter to that stimulus behavior. 

The measurement devise which resulted from this project is the Test of 

Social Inference (TSI), The TSI is an objective picture interpretation 

test administerable to retarded adolescents which identifies them in 

terms of their ability to make appropriate interpretations of social 

cues. The authors present some validity and reliability data but wide

spread use of the instrument has not been achieved. 

In addition to measurements of adaptive behavior, there exist 

scales more specific to social behavior in work settings. The WARF, a 

scale for measuring job readiness behaviors (Bitter & Bolanovich, 1970), 

was constructed for the purpose of assessing through behavioral observa

tions the individual's workshop adjustment progress. This instrument 

consists of eight subscales: (1) the amount of supervision required, 

(2) realism of job goals, (3) teamwork, (4) acceptance of rules and 

authority, (5) work tolerance, (6) perserverance in work, (7) extent to 

which the client seeks assistance, and (8) importance attached to train

ing. Outcome studies regarding the actual predictive validity of the 

WARF are lacking. 

Daniels and Stewart (1971) developed two separate measures of voca

tional adjustment. The first consists of 23 items considered to be in

directly related to work success and the second consists of 39 items 

directly necessary for work success. Impressive content validity, item 
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analysis showing internal consistency, and inter-rater reliability were 

reported. 

Doyle (1973) utilized a unique audiovisual method in measuring and 

training social skill behavior with the mentally ill. The measurement 

procedure consisted of presenting the individual with a positive and a 

negative exemplar of a particular target social skill. The target skills 

centered around service station activities. The individual was required 

to make a discriminative judgment as to which example was more desir

able; i.e., after each situation was presented, the Ŝs were asked to 

choose whether they thought the attendant handled the situation more 

appropriately the first time, the second time, both times, or neither 

time. Significant differences were found between pre- and post-

treatment testing for the experimental patient group. No differences 

were found between the initial and final testing after equal hospitali

zation time without treatment for the control group. 

Learning Problems Associated with 
Social Skill Deficits 

Research regarding the psychological process of learning in the 

retarded has generally involved motor skill training rather than social 

skill acquisition. Such research has produced divergent views. At one 

time it was assumed that the retarded individual's acquisition process 

was slow. However, using discrimination learning and classical condi

tioning paradigms, Zeaman (1973) and Ross and Ross (1973) reported that 

the retardate's difficulty is not a slow rate of acquisition. Lower 

than normal learning outcomes were hypothesized to stem from the retarded 
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subject's attending to erroneous elements of a discrimination learning 

situation (Zeaman & House, 1963). This view was further supported by 

Oilman's (1970) work at the University of Iowa. An alternative ex

planation was presented by Zigler and associates (Achenback & Zigler, 

1968; Sanders, Zigler, & Butterfield, 1968; Turnure & Zigler, 1964). 

Their thesis is that normal and retarded subjects are the same in atten-

tional processes but that the retarded individual often experiences 

excessive failure when relying on his own cognitive process. If pre

sented with repeated tasks beyond their mental age capacities, such 

subjects, Zigler (1973) hypothesized, come to rely on "external cues" 

for solving problems. This reliance on cues from other people and 

things was documented further by the findings of Turnure and Zigler 

(1964), Zigler (1973), and Drotar (1968) and has significant im.plica-

tions for social skills training programs. 

As was noted earlier in this review, there is general agreement 

among rehabilitation workers that failure of the mildly retarded in job 

placement is more often a result of social skill deficits than of fail

ure to comprehend and perform specific job skills. Learning in the area 

of social skills is an area which has not been researched extensively. 

One exploration of etiological factors underlying patterns of socially 

undesirable behavior in the mentally retarded, presented by Roos (1968), 

has implications for faulty learning patterns. Roos (1968) indicated 

that unacceptable behavior stems from cognitive deficits including 

ignorance, lack of sensitivity, failure to benefit from experience, dif

ficulty in imitation, and impaired memory. Further, socialization 
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problems are considered to be a product of the individual's interper

sonal history—recurrent rejection, failure experience, and low self 

esteem. The "objectionable" behavior of the retarded may conflict with 

the demands of the predominant culture and yet remain acceptable within 

the retarded individual's subculture (Roos, 1968). Principles of social 

influence and modeling support the concept that institutions prepare 

the retarded to become a "better" retarded person. 

Further explanation of social skill deficits in the retarded 

focuses on specific cognitive deficits rather than on the effects of 

failure experience delineated by Roos (1968). Edmonson, Leland, and 

Leach (1970) characterized a failure by the retarded to comprehend a 

social situation as a problem in decoding visual cues. Retarded and non-

retarded subjects were presented pictures of social events. The retarded 

individuals often merely described or enumerated the details while the 

nonretarded referred to socially relevant portions of the scene (i.e., 

what was happening, what people were doing). The retarded individual's 

frequent references to the socially irrelevant, failures to get the 

point, and errors in interpretation have been reported by many (Beck, 

1952; Butler, 1961; Gorlow, Butler, & Guthrie, 1963). 

The Training of Social Skills 

Many writers have suggested that personality and work habits are 

of the greatest importance among the numerous variables which determine 

success or failure in the social adjustment of mildly retarded persons 

(Robinson & Robinson, 1965). Treatment of personality and work habit 
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difficulties has not been completely neglected. An overview of cur

rent special education curriculum standards indicates that a type of 

verbal, didactic interchange often accompanied by the use of audiovisual 

aids is used to teach work habits to retarded students (Gold, 1972). 

In a study of social inference training of retarded adolescents, 

Edmonson, Leland, and Leach (1970) demonstrated the feasibility of 

remedial training programs for social behavior. Five junior high 

special education classes of retarded pupils and six classes of insti

tutional retarded pupils were used in the development and evaluation 

of prevocational units designed to improve social comprehension and 

social functioning. This study utilized the Test of Social Inference 

(TSI), mentioned previously as the criterion of social comprehension. 

The project was carried cut over a four year period. Experimental 

remedial lessons (later published as the Social Perceptual Training 

for Community Living Manual, Edmonson et al., 1969) were developed 

and tested in four field trials. The curriculum included information 

relative to the variety of signals used in the adult world to direct 

and regulate behavior (i.e., cues by which to identify expected pat

terns of behavior). The hypothesis that educable mentally retarded 

pupils could be taught to interpret social cues was supported by the 

results of the trials. It was also noted that most of the special class 

pupils performed on a significantly lower level on the social compre

hension testing than did the regular class pupils. 

Another social learning program for producing behavior change— 

presented in a study by Willner, Baer, and Roosa (1973)—involved 
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modeling, role reversal, and social monetary reinforcement. The pro

gram presented the subjects with alternative methods of dealing with 

problem situations. The three problem areas were parent, police/teacher, 

and employer interactions. Training in the simulated situations produced 

generalized use of the alternative methods in other situations. Roosa 

(1973) has developed the situation, option, consequence, simulation 

(SOCS) technique, which is a framework and methodology for helping 

people master, create, and negotiate their social environments. It 

essentially involves defining situations, defining options, choosing 

options, and relating them to consequences. The work of Roosa and his 

colleagues primarily has focused on court referred delinquents, the 

thesis being that by teaching rebellious youth negotiation skills, one 

can eliminate the rebellious behavior. A series of studies evaluating 

this technique is currently being pursued. 

Lewis (1973) applied the SOCS (situation, option, consequence, 

simulation) technique in the training of communication skills to pre

delinquent boys. The conclusion was that the SOCS technique was effec

tive in training negotiation behaviors, which increased the individual's 

effectiveness in social interactions. 

Lent (1970) reports on the Mimosa project, a five year demonstra

tion program for intensive training of institutionalized mentally re

tarded girls. Included in the project objectives was a desire to train 

the girls in social skills. The prograim identified four major cate

gories within the social skill area: (1) communication, (2) social 

interaction, (3) eating etiquette, and (4) management of group social 
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behaviors. The project emphasized the use of behavioral management and 

positive reinforcement techniques. The treatment programs were tailored 

to the individual needs of the residents. Lent (1970) presents volumi

nous data on subject performance which supports the hypotheses of change 

in the desired direction. 

Lent (1973) has also developed a system analysis lattice which rep

resents the areas of social behaviors which are believed to be most 

critical for adjustment to living in the community by a retarded person. 

Ongoing research will evaluate the critical social skills and eventually 

be incorporated into a training program for use by professionals, para-

professionals, and lay persons working with retarded. Included in the 

lattice of behaviors are communication (through gesture, speech, body 

language), following instructions, and responding to distressful stimuli. 

Social Skill Training Through Psychotherapy. To what extent have 

therapy techniques (both group and individual) been demonstrated effec

tive in producing behavioral change in the mildly retarded? Based on 

this information, which techniques are most appropriate for the present 

investigation? 

In its traditional sense, psychotherapy is often considered a highly 

verbal and intellectual activity of little utility with the retarded. 

It has generally been felt that the defective individual's in
ability to see or to verbalize (and to become aware of) the 
interpersonal nature of his problems makes him unable to seek 
help (to create the therapeutic relationship) or to understand 
the purposes of an individual offering it. (Sarason, 1959, p. 263) 

Butler (1964) posited that counseling, with appropriate modifica

tions in process, can become an effective tool in the rehabilitation of 
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the mentally retarded. However, a better understanding of the coun

seling process must be developed. 

The feasibility of psychotherapy with the mentally retarded has 

been questioned from a theoretical point of view (Sarason, 1959). 

Sternlicht (1966) has summarized the arguments of contemporary theo

reticians who discourage any form of psychotherapy with mental defec- • 

tives. The major argument has been that the mentally retarded indi

vidual is unable to experience insight into his behavior. Intellectual 

and social deficits undermine the ability of the mentally retarded 

individual to abstract and deal cognitively with acting out impulses; 

to accept socially appropriate substitute activities in the face of 

frustration; to view objectively the behavior of others; to recognize 

the sources of consequences of his behavior. On the more positive side, 

Halpern (1968) cited studies in which one-to-one verbal psychotherapy 

had been successful with the retarded. 

Sternlicht (1966) noted, on the basis of a comprehensive review of 

several thousand articles, that there had been not more than 50 original 

investigations regarding the efficacy of psychotherapy (individual or 

group) with the mentally retarded. The main problem, then, is that 

there is a dearth of well designed research investigating the effective

ness of psychotherapy with the mentally retarded. Also noted was the 

fact that the majority of studies have been of an outcome rather than 

process nature. 

Ayer and Butler (1969) reported on a study which assessed client-

counselor communication in order to identify critical variables and 
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their correlates in the counseling process with the mentally retarded. 

Findings were somewhat vague but certainly a step in the right direc

tion- The authors stated that: (1) on the basis of the counseling 

process scales (empathy, respect, genuineness, concreteness, and self-

exploration) , there was an indication of wide variability in client 

and counselor interaction; and (2) the independent variables of client 

IQ, therapy, age, and counselor sex were significantly related to the 

counselor process condition scales. 

Browning, Campbell, and Spence (1974) conducted a study, the pur

pose of which was to investigate individual differences on behavioral 

dimensions with counselors and mentally retarded clients. This re

search examined behavioral aspects of the process of counseling with 

the mentally retarded. Transcripts from early and late counseling 

sessions were rated according to the initial client statement (dependent, 

hostile, other), therapist response (approach, avoid), and client continu

ation of the topic. Results indicated that retarded clients varied 

significantly in continuation of the topic. It was further shown that 

counselors varied significantly in approach-avoidance response style 

with respect to client IQ level and type of client statement. 

As noted earlier, there is limited research on individual therapy 

with the retarded. Research investigating group therapy with the re

tarded is, however, more prevalent. Group therapy situations offer 

several advantages for work with the retarded. Specific benefits are 

outlined by Robinson and Robinson (1965) as follows: (1) a group situ

ation provides an economical approach; (2) a group provides an oppor

tunity to work directly on real problems in social relationships; 
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(3) a group sets up a concrete microcosm of human relationships which 

can be excimined, varied, controlled, and rehearsed; and (4) an indi

vidual who is afraid of close emotional contact can be absorbed into 

the group at a gradual pace, setting his own speed. 

Vail (1955) reported an unsuccessful group therapy approach which 

he attributed to the traditional nondirective treatment approach which 

he utilized. Cohesiveness failed to develop and the members acted and 

talked independently of each other. Vail's follow-up indicated that 

patients who attended the fewest number of sessions showed the greatest 

improvement. 

More success has been reported by other researchers. Astrachan 

(1955) reported on a two-year group therapy project with mildly re

tarded females. The improvement criteria were ratings by the project 

staff and readiness of the patient to leave the institution. Process 

data in the form of frequency and content of verbalizations indicated 

positive movement. The most conspicuous change was a reduction in the 

patient's feelings of isolation, shame, and fear. 

Wilcox and Guthrie (1957) used a group therapy process including 

role-playing, situational tasks, films, and psychodrama with institu

tionalized mentally retarded subjects. Subjects (ages 15-43, IQ 53-90) 

were selected whose records showed one of the following three types of 

social interaction: (1) markedly aggressive, (2) conforming or passive, 

or (3) a combination of both of these patterns. Four therapists saw 

one group of each behavior type (aggressive, conforming and aggressive-

conforming combined) for weekly therapy over a two-month period. 
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Pretesting and posttesting consisted of ratings of critical incidents 

by matrons and items adapted from the Hospital Adjustment Scale (Fer

guson, McReynolds, & Ballachsy, 1953). No statistically significant 

differences were found between therapists or types of groups. Signifi

cant differences were reported between experimental and control groups. 

However, due to scaling and rater reliability problems, statistics 

were calculated merely on the direction of change rather than the 

actual amount of change. The reader, consequently, has no knowledge 

of the degree of behavior improvement, merely that the individuals who 

received the group therapy did improve. 

Further group therapy work with the retarded was reported by 

Kaldeck (1958) in a project lacking in quantifiable measures. Kaldeck 

reported success in utilizing a modified technique of group psycho

therapy. The modifications included some repressive and inspirational 

features not generally a part of the group therapy process. A type of 

activity interview therapy (Slavson, 1950) was reported effective in 

improving behavior and attitudes of mentally retarded clients (Fisher & 

Wilson, 1953). The treatment consisted of play activities, interpreta

tion, and acting out. The process analysis indicated basic changes 

from ego-centered behavior to in-group centered behavior. 

Further evidence is available related to the effectiveness of 

directive group psychotherapy with the retarded. The application of 

didactic and directive group therapy to institutionalized chronically 

delinquent males was reported effective by Snyder and Sechrest (1959). 

The success criteria were a greater number of positive comments on 

routine housing reports and fewer appearances in behavior courts. 
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The Elwyn Institute of Pennsylvania (Clark, Kivitz, Aistein, & 

Rosen, 1972) has developed a manual for personal adjustment training 

(PAT) which outlines group counseling procedures for use within insti

tutions for the handicapped. Through the use of group counseling pro

cedures, PAT is designed to improve the student's general level of 

social and emotional adjustment. Research on the effectiveness of the 

treatment program is ongoing. 

Other research of interest which is not specifically directed to 

the mentally retarded deals with the use of group techniques with handi

capped populations in general. This research is of interest in that 

it demonstrates the use of group therapy situations in exploring the 

problems associated with disabilities. 

Goldman (1971) advocated the use of encounter group techniques as 

an aid in work adjustment with rehabilitation clients. The three es

sential features of such groups are: the client's exposure to a group 

of individuals having similar problems; his being able to explore truths 

about his handicap; and his being exposed to an honest, open, and sup

porting environment. 

Further research into the use of group counseling with rehabilita

tion clients was reported by Laney and Lawlis (1973). They reported 

significant improvement in the quantity and quality of rehabilitation 

client's work and also in their ability to relate to supervisors and co

workers. The Encounter Tapes for Personal Growth Groups were used to 

conduct the groups. The Minnesota Satisfactoriness Scale was used to 

rate the Subject's progress. 
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The Oklahoma Clearing House for Rehabilitation Materials at Still

water, Oklahoma, published a collection of 60 abstracts of group coun

seling projects conducted by rehabilitation workers or in rehabilitation 

settings. The projects represent group treatment programs applied to 

the retarded and to other disability groups. The value of group work 

in vocational adjustment has been reported in sheltered workshop situ

ations (Selkin & Meyer, 1960); with epileptics (Dansereau, 1963); and 

in patient evaluation and management (Rossberg, Jacques, & Warceline, 

1961). In light of the existent research, it would appear that group 

therapy techniques show promise as an effective medium for fostering 

behavioral change in the mentally retarded. 

Frequently the actual treatment method in group therapy research 

is hard to delineate. The procedure may be a combination of didactic 

instruction, role-playing, and imitative behavior techniques. The 

effect of specific modalities is often difficult to determine. Research 

related to such specific techniques as modeling and role-playing with 

the retarded is essential to the present investigation and will be con

sidered shortly. 

The Process of Group Psychotherapy. The processes which are in

stituted to promote positive change in group clients are dependent upon 

both the client himself and the conditions of the group in which he is 

a participant. A significant determinant of conditions which promote 

or impede the growth process is the extent of verbalization among group 

members (Yalom, 1970, chap. 1). Corsini and Rosenberg (1955) surveyed authc 
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of group psychotherapy literature in an attempt to identify the thera

peutic mechanisms or dynamics of group thexapy. Three general factors 

were identified: (1) an intellectual factor consisting of universali-

zation, intellectualization, and spectator effect; (2) an emotional 

factor including acceptance, altruism, and transference; and (3) an 

actior\al factor consisting of reality testing, interactions, and 

ventilation. 

Investigations of verbal participation have been useful in analyz

ing group process variables. When verbal participation was measured 

in terms of length of speech and words spoken, there was no relation

ship between the extent of participation and client improvement (Smith, 

Bassin, & Froelich, 1960). When verbal participation included a mea

sure that reflected the type of participation (meaningfulness to the 

client), a positive relationship was shown between the extent of par

ticipation and improvement (Sechrest & Barger, 1961). 

Truax (1961) considered the conditions of client concreteness or 

verbal specificity to be one of the basic motivating forces operating 

within clients and an extremely potent therapeutic variable: "The mag

nitude of the relationship suggests that psychotherapy, regardless of 

the viewpoint of the therapist, m.ust involve a discussion of concrete 

and specific feelings or experiences if it is to be effective" (Truax, 

1961, pp. 14-15). 

Berzon, Pious, and Parson (1963) investigated the patient's view 

of the curative factors after a short course in group therapy. Express

ing self-congruently, articulately, or assertively in the group was 
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reported by the group participants to be a very significant incident. 

This question of the curative factors in group psychotherapy was further 

investigated by Yalom, Thinklenberg, and Gilula (1970). Twenty subjects 

completed a curative factor Q-Sort and were interviewed by three inves

tigators to determine their opinions regarding the therapy process. 

The 12 curative factors in their rank order of importance were: inter

personal input, catharsis, cohesiveness, insight, interpersonal output, 

existential awareness, universality, instillation of hope, altruism, 

family reenactment, guidance, and identification. It is evident that 

the factors rated as being most essential require verbal and nonverbal 

communication among group therapy members. 

The potency of individual verbalization as a mechanism for change 

is equally apparent in group work with the retarded. The significance 

of verbal participation of group members was reported in the Astrachan 

study (1955) with mentally retarded females alluded to earlier. 

Astrachan (1955) found positive movement in group therapy to be related 

to frequency and content of verbalizations. Fisher and Wolfson (195 3), 

reporting the success criteria in group therapy with the mentally 

retarded, cited the following: the degree of verbal expression of 

positive feeling, the amount of group unity, and the amount of energy 

employed for constructive rather than destructive activity. 

Attention has been directed to the use of individual and group 

therapy as a media for change among retarded clients. It has been 

demonstrated that extent and type of verbalization are crucial variables 

in the therapy process. It is now fruitful to examine existing methods 
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that have value in eliciting the prerequisite verbalization and thereby 

producing change. 

In the following sections, the topics to be reviewed relate to 

two questions: (1) What methods have been used to produce behavior 

change in the areas of social relationship skills? (2) Might such 

methods be effective in augmenting the group therapy process? In 

addressing these questions, a general review will be presented of the 

modeling, role-playing, and audiovisual simulation techniques with focal 

concern for the application of these training approaches to the mentally 

retarded learner. 

Social Skill Training Through Modeling. Behavioral enactment 

methods are frequently utilized for a wide variety of purposes when it 

is desired that an individual develop new competencies. There is mea

surable benefit in having learners perform the desired behavior pat

terns under favorable conditions before being encouraged to apply them 

as they go about their everyday life. The efficacy of modeling ap

proaches will be largely determined by what is being enacted and by 

the extent to which clients are provided with opportunities to test 

their newly acquired skills under conditions likely to produce reinforce

ment (Bandura, 1971). 

An observer is said to imitate a model when observation of the 

behavior of the model affects the individual's siobsequent behaviors 

(Flanders, 1968). Bandura and Walters (1963) espoused the theoretical 

viewpoint on imitation which has generated the most research and which 

is frequently used in the interpretation of imitation findings. 
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Bandura's "Social Learning Theory" classifies the processes in

volved in socialization and provides a framework in which portions of 

the present investigation will be interpreted. The two key processes 

in Bandura's theory are acquisition and performance. Affecting both 

of these processes are vicarious reinforcement events which provide 

information concerning probable reinforcement contingencies. Bandura 

(1971) feels that the imitation of modeled behavior is a much more 

rapid and efficient means of learning than is operant conditioning. 

The major effects of modeling influences are: (1) observational learn

ing effects, (2) inhibitory and disinhibitory effects, and (3) response 

facilitation effects (Bandura, 1971). Obsejrvational learning effects 

refer to the vicarious acquisition of new behavior patterns without 

prior exposure to direct behavior shaping. Inhibitory/disinhibitory 

effects refer to strengthening or weakening of responses that are 

already a part of the individual's behavior repertoire. The possibil

ity of creating inhibitory responses when, in fact, the opposite effect 

is desired is an important consideration in establishing modeling 

paradigms. Finally, response facilitation effects involve the pro

motion of other responses in the same general class as previously 

demonstrated behavior. 

The use of modeling as a therapeutic intervention with the nonre

tarded has been extensive. Perhaps the most renowned experiments are 

those demonstrating the efficacy of modeling procedures in the elimina

tion of snake, rat, and spider phobic disorders (Bandura, Blanchard, & 

Ritter, 1969; Geer & Turteltaub, 1967). Lovaas (1966, 1968) and his 
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associates undertook a comprehensive program of speech therapy with 

schizophrenic children which utilized imitation or modeling procedures. 

The process primarily involved developing children's responsiveness to 

modeling cues, increasing the discriminative value of stimulus events, 

and providing social approval and other stimuli with reinforcing prop

erties. Upon ascertaining successful acquisition of imitative behavior, 

the stimulus control is shifted from the model's verbal cue to environ

mental stimuli as a labeling vocabulary is developed. 

Social imitation or behavior rehearsal techniques have been used by 

such behavior therapists as Lazarus (1960) and Wolpe (1959) in encourag

ing timid individuals to deal more effectively with interpersonal rela

tionships. The technique is essentially a type of demonstration and 

practice. 

In the area of social skills, modeling techniques have been demon

strated using institutionalized delinquents (Sarason & Ganzer, 1969a, 

1969b). Model demonstrations were followed by subject rehearsal of 

proficient ways to handle common problem situations such as coping with 

authority figures, negative peer influences, vocational demands, situa

tions requiring self-controlling behavior, and a variety of social 

predicaments. The assumption was that socially acceptable behaviors 

would be instilled as a function of the delinquent's opportunity to 

observe and rehearse pro-social responses. Data provided by the insti

tutional staff and the resident's self reports indicated the efficacy 

of modeling techniques for inculcating pro-social behaviors in this 

population. Vernardos and Harris (1973) employed modeling techniques 
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to alter certain target skills involved in the interview behavior of 

rehabilitation clients. 

In working with aggressive, dominant children, Chittenden (1942) 

employed a strategy which consisted essentially of establishing the 

desired behavior patterns through modeling and then assuring their 

maintenance through the use of reinforcers existing within the natural 

setting. 

Regarding the application of modeling to the retarded, Altman and 

Talkington (1971) and Altman (1973) have initiated a programmatic re

search effort regarding the implications of modeling for the mentally 

retarded and particularly aimed at systematically exploring critical 

variables in the modeling paradigm. The variables they propose to con

sider include: (1) those variables descriptive of the subjects (age, 

sex, ethnic groupings, socioeconomic status, institutionalization); 

(2) those variables descriptive of the model (live vs. filmed, human 

vs. animated, peer retarded vs. nonretarded, familiar vs. nonfamiliar, 

male vs. female); and (3) those variables relevant to the task (rein

forcement variables, area of skill acquisition—academic, social, motor, 

etc.). Findings with nonretarded subjects suggest that models who 

possess high status in prestige, power, and competence hierarchies are 

emulated to a greater degree than models of a subordinate standing 

(Bandura, 1969; Blake, 1958; Campbell, 1961). Further, individuals who 

are warm and nurturant elicit more imitative behavior than others 

(Bandura & Hutson, 1961; Mischel & Grusec, 1966). However, with the 

exception of the ongoing research of Altman and Talkington, investiga

tions in which model characteristics were varied have not been reported. 
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Of concern in establishing a, modeling scheme is the relationship 

between the model's behavior and the immediate and subsequent responses 

of the subjects—that is, whether one is expecting precise imitation 

of the model's behavior (Love & Parker-Robinson, 1973; Rosenthal & 

Zimmerman, 1972; Zimmerman & Rosenthal, 1972) or a more generalized 

effect (Rosenthal & Whitebrook, 1970). On the basis of the research 

extant, it appears clear that subjects can learn to perform a specific 

response which they have seen modeled to a specific stimulus. However, 

the likelihood of both stimulus and response generalization has been 

less well documented. 

Social Skill Training Through Role-Playing. Role-playing is de

fined as "a situation in which an individual is explicitly asked to 

take a role not normally his own, or, if his own, in a setting not 

normal for the enactment of the role" (Mann, 1956, p. 227). The best 

known system of role-playing therapy is that of Moreno (1958) which 

emphasizes the "acting out," cathartic quality of the experience. 

Role-playing sociodrama, and psychodrama are closely related; in fact, 

the terms sociodrama and role-playing are sometimes used interchangeably. 

The two broader methods devised by Moreno, sociodrama and psychodrama, 

require not only players but an audience which helps the players inter

pret their roles (Levit & Jennings, 1965). The value of role-playing 

was outlined in the Human Relations Training Manual published by the 

University of Kansas (Levit & Jennings, 1965). 

1. Role-playing can bring out data about human behavior and 
human relations which are not made available by more tra
ditional methods. 
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2. Role-playing has been widely recognized as a method of helping 
people to broaden their understanding of and empathy with 
othfer people. 

3. Role-playing allows many attitudes and feelings that affect 
group process but are -usually left unexpressed 
to be brought up. 

4. Group members are able to experiment with their behavior, 
make mistakes and try new skills without risks of a real-
life situation, (p. 25) 

There are many treatment approaches in which role-playing tech

niques are incorporated under various labels: psychodramatic enactment 

(Moreno, 1958; Strum, 1965); behavior rehearsal (Lazarus, 1964; Wolpe, 

1959), and role-playing (Corsini & Putzey, 1957). Kelly (1955) pre

sented a fixed role therapy treatment approach which relies on modeling 

procedures. The individual is provided with a role prescription and is 

instructed in the behavioral patterns to be produced. Kelly's approach 

ahs been demonstrated effective in such interpersonal situations as 

social relationships, heterosexual interactions, and parental relations. 

Role reversal, in which the therapist and client exchange roles, allows 

the individual to experience how people are likely to be affected by 

the behaviors in questions. 

In an evaluation of role-playing with borderline and mildly re

tarded adolescents in institutions, Taylor (1969) reported role-playing 

to be most rewarding when used in groups. It was also concluded that 

having the individual perform the desired behavior pattern was more 

effective than telling him to change behavior. Further, Taylor (1969) 

reported that role-playing has specific advantages over other methods 

of communication, primarily because it does not require the retarded 

individual to use his limited integrative and verbal abstracting 
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abilities. Other advantages reported include using role-playing as 

an evaluative technique; using role-playing to allow the individual to 

communicate information about his own perceptions, attitudes, and 

beliefs; and using role-playing as an effective teaching method for 

imparting insights and overt behavior changes. 

Research in the area of social psychology and attitude change 

empirically demonstrates the effectiveness of role-playing in effecting 

behavior change. In methodologically sound studies, Janis and King 

(1954) and King and Janis (1956) compared the effectiveness of role-

playing techniques to simple exposure in attitude change and found 

empirical support for role-playing. College students were asked to 

deliver a speech in which they represented themselves as firm believers 

in a particular position which, according to premeasures, was contrary to 

their personal beliefs. They then passively listened to speeches about 

other topics (which likewise were contrary to their beliefs). The Sŝ  

were more influenced by the role-playing condition in which they deliver

ed a speech. Janis and Mann (1965) reported a signifcant work in which 

role-playing was utilized to alter specific patters of smoking behavior 

rather than simply expressed attitudes. The role-playing subjects en

acted five scenes with the experimenter. The scenes were designed to 

arous fear. The results indicated that during an 18 month follow-up 

the effects of the single role-playing session were sustained, with the 

role-playing subjects reporting lower cigarette consumption than controls, 

Attempts have been made to examine the effects of role-playing on 

various types of individuals. In an interesting study of interaction 
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effects, Harvey and Beverly (1961) looked at the effects of role-playing, 

authoritarianism, and status of the source of a role relevant communica

tion on attitude change. Role-playing had a significantly greater 

positive effect on opinion change than no role-playing, and there was 

also a greater positive change in high than in low authoritarian indi

viduals. Kelly, Blake, and Stromber (1957) reported a study which they 

claimed to be the first experimental investigation of the proposition 

that role-playing experience increases the spontaneity and skill with 

which new roles can be taken. The proposition was substantiated for 

submissive but not for ascendant subjects (Ŝs were classified by the 

Allport A-S Reaction Scale). 

Pertinent to the present investigation are demonstrations of che 

use of role-playing in altering behavior patterns. Lazarus (1964) com

pared the effectiveness of three treatments (behavioral rehearsal, 

advice giving, and reflective interpretation) in substituting effective 

patterns of social behavior for patterns that are inadequate or nonexis

tent. Although certain methodological limitations were evident (e.g., 

experimenter was therapist for all Ŝ s) , there was support for the 

hypothesis that the greater improvement would result from the role-

playing treatment. 

There are few specific examples of experimental designs incorpo

rating role-playing techniques with the retarded. One is the work of 

Long (1959). Long (1959) evaluated role-playing with mentally retarded 

individuals with IQ's below 50 and concluded that the subjects evidenced 

increased spontaneity. However, the study was methodologically weak 
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since the process and outcome measures were subjective opinions of the 

subjects' teachers. Lovalli and Levine (1954) used sociodrama as a 

technique for recognizing and ventilating the personal and social prob

lems of mentally retarded adolescents. Again the study had no quanti

fiable measures of treatment effect. A modest conclusion of the authors 

was that role-playing is useful in identifying personal problem areas 

of mentally retarded. 

A large number of individuals have indicated the advantage of using 

psychodrama as a technique for improving social perception and inter

personal relations (Gough, 1954; Merbaum, 1957; Sarbin, 1957). In an 

impressive research effort, Pilkey, Goldman, and Kleinman (1961) dealt 

with the training of retarded adolescents to ascertain if their empathic 

ability could be improved. Psychodrama techniques were used with re

tarded adolescents to improve social perception and interpersonal rela

tions. The treatment groups evidenced increased predictive skill and 

a greater change in self perception than did the controls. 

Social Skill Training Through Combined Techniques. The use of com

bined techniques (modeling, role-playing, information giving) has proven 

effective in producing behavior change. It has been shown (Bandura, 

Blanchard, & Ritter, 1969; Litvak, 1969) that modeling in conjunction 

with guided participation was superior to desensitization approaches in 

dealing with snake phobias. Guided participation refers to a situation 

in which the therapist physically assists the subject in performing the 

required task. Modeling with guided participation was superior to 

either modeling alone or modeling with information giving. McFall and 
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Lillesand (1973) demonstrated a paradigiri for training subjects in 

assertive refusal behavior which included behavior rehearsal with 

modeling and coaching. The results of this investigation and others 

(Bandura, 1971; Ross & Ross, 1971) attest to the potential efficacy 

of combined treatment approaches to maximizing behavioral change. 

Social Skill Training Through Audiovisual Simulation. Videotape 

is emerging as a medium of choice in many areas of education as its 

great potential for storing data, recording events, and communicating 

ideas is recognized. Videotape is a highly personal medium. It 

elicits individual participation and, most important for use with the 

retarded, requires no special training of its audience. Bergen (1970) 

predicts that the seventies and eighties will offer several major chal

lenges for the effective use of videotape as a prime communication 

medium for psychiatric and mental health training. The obvious benefit 

of using videotape in training social behavior is the possibility of 

providing concrete models of the desired or undesired behavior. 

Hogan and Alger (1969) utilized discussion of videotape replays in 

group therapy to increase the concordance of verbal and nonverbal com

munication. It was concluded that patients gained more awareness of 

their behavior by this technique than did Ŝs who were not exposed to 

the videotape replay technique. It was further concluded that it was 

more effective to be shown something than to be read or told something. 

The use of videotaped feedback in improving social skills was re

ported by Wilmer (1969) in work with drug abusers. Pascal, Cattrell, 

and Baugh (1967) reported a methodological use of videotaped group 
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therapy sessions with juvenile delinquents. The playback was used to 

reinforce behavior elicited in the original session. 

There is some indication that the effectiveness of videotape pro

cedures is dependent upon the individual's current level of adaptive 

functioning. Paden et al. (in press) reported no significant differ

ences between treatment groups receiving videotape feedback vs. non-

videotape feedback in modifying meal behavior of chronic mental patients, 

Analysis of the data revealed that the greater effect of the videotape 

treatment was in the higher functioning residents. Token economy train

ing supplemented by one-to-one training offered more promise with the 

residents functioning at severe levels. Similarly, Burnell (1972) 

evaluated the use of videotape replay as a therapeutic and educational 

technique with the severely retarded (IQ 20-50). There was some indi

cation that the severity of retardation affected the utility of the 

feedback technique. It was hypothesized that the retarded individual 

would improve his behavior after seeing himself interacting with others 

on the television screen. Results showed no significant differences 

between the control and experimental groups. 

In another study using videotape media with the retarded, DeRoos 

and Haralson (1971) described the use and evaluation of video recordings 

to increase sheltered workshop productivity among educable mentally 

retarded adults. The subjects performed a readily learned, repetitive 

bench assembly task and productivity was measured by the number of 

items assembled during a 15 minute period. The investigators concluded 

that the self visualization technique is a potent tool with broad appli

cability to the area of training. 
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There has been a steady progression of research studies using 

videotape to model desired behaviors in the training of relationship 

skills. Higgins, Ivey, and Uhlemann (1970) demonstrate what they term 

"media therapy" to teach communication skills to pairs of college stu

dents. The study included: (1) the presentation of videotaped models 

demonstrating effective communication, (2) a programmed text in "direct 

mutual communication," and (3) demonstrations via "live modeling." 

The study supported the major hypothesis that it is possible to teach 

individuals directly the skills of direct communication. Spivak (1973) 

used simulated critical incidents to prepare student counselors to deal 

with issues which may arise in interviewing situations. The audiovisual 

method was effective in helping the student counselors recognize and 

identify crucial issues v;hich might occur at various stages of counsel

ing. The use of videotaped simulations of behaviors in the training 

of therapists has implications for the use of videotaped simulations 

of behaviors for training relationship techniques to the retarded. 

Summary 

It has been established that social incompetence is now a part of 

the definition of mental retardation (Heber, 1973) but that, in fact, 

the concept is difficult to conceptualize and measure. It has been 

further established that the mildly retarded (IQ 50-75) are generally 

capable of fulfilling basic task requirements of selected vocational 

placement. Additionally, it has been established that aspects of re

tarded performance are reversible and that a dyneimic approach involving 
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the contrivance of a mediated learning experience will be effective in 

initiating the reversal process. 

Failure is a threatening situation to anyone. To the retarded, 

failure is often a way of life. It has been hypothesized that failure 

leads to increased dependence on cues from other people (outerdirected-

ness, Zigler, 1973) and that failure is a significant causative factor 

in social retardation (Roos, 1968). Research exists confirming the 

fact that ther̂ e are known causes for failure of the mildly retarded in 

vocational placement (Bloom, 1967; Cobb, 1969; Garner, 1971; Gold, 1972; 

Oswald, 1969). One conclusion emerging from such research is that the 

mildly retarded often fail in competitive work situations because they 

lack the necessary social skills to interact successfully with those 

around then. The literature related to why the retarded suffer from 

social skill deficits is less definitive. Research evaluating treat

ment methods to solve this failure problem is either lacking or of such 

a speculative nature as to prohibit generalization. 

Because social deficits influence community and vocational success 

of the mentally retarded, there is an apparent need to investigate pos

sible training techniques. There has been extensive research demon

strating the effectiveness of group therapy, modeling, role-playing, 

and audiovisual simulation in producing behavioral change in normal 

individuals (Bandura, 1971; Janis S King, 1954; Lazarus, 1966; Lovaas, 

1966, 1968; Paden, Himelstein, & Paul, 1961). Examples of research 

paradigms using such techniques with the mentally retarded do exist 

(Long, 1959; Lovalli & Levine, 1954; Taylor, 1969); however, there are 
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uncinswered research questions regarding their significance in social 

skill training. 

Purpose of the Study 

The significance of the role which deficient social skills play 

in the vocational adjustment of the mildly retarded is well documented. 

In view of this, the present research was directed toward evaluating 

three alternative approaches to solving the problem of "social skill 

deficit." Considered were the traditional techniques of imparting 

information (didactic) and two other techniques (role-playing and 

modeling), both of which have been demonstrated effective in producing 

behavioral change. 

More specifically, this investigation was concerned v;ith the facili

tation of group therapy based behavior change with retarded participants. 

As noted in the literature review, many authorities have advocated group 

procedures with the retarded (as opposed to individual therapy) due to 

the associated emphasis on social process, an area of training critical 

to habilitation of the retarded (Bloom, 1962; Cobb, 1969; C-old, 1972; 

Oswald, 1960). On the basis of the earlier review, no differentiation 

can be made between the effectiveness of modeling versus role-playing in 

effecting behavioral change in retarded. Consequently, the present re

search was designed to determine whether modeling or role-playing might 

be more effective than didactic instruction in producing the participa

tory behaviors requisite to more effective group treatment with re

tarded subjects.• Hypotheses were also made relative to the effective

ness of the various treatments in producing increased positive verbal 
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patterns. A final objective was to examine the extent to which group 

session behavior change generalized to actual work settings. 



CHAPTER II 

METHOD 

Setting 

The research was conducted at Harris County Center for the Re

tarded (HCCR), Houston, Texas. HCCR was established in 1954 in a 

converted residence and moved to its present location at 3550 West 

Dallas, in 1966. The Center is a United Fund Agency, receiving 

approximately one-fifth of the operating funds from the United Fund, 

and the remainder from public grants, private donations, and tuitions. 

The Center is open to any retardate in Harris County and is unique in 

that it can provide comprehensive services and programs in critical 

areas for the retardate and his family. 

Subjects 

Of the 260 clients presently enrolled in the sheltered workshop 

training program, 42 individuals were selected for inclusion in the 

project. The selection criteria were as follows: 

1. Male 

2. IQ 50-75 
3. Age 16-30 
4. Taking part in prevocational workshop training program 

5. Admitted to the workshop since January, 1970 

Statistical data regarding characteristics of the sample population 

were as follows: age, X^ = 21.26, S£ = 2.95; race, 31 white, 8 black, 

3 Mexican American; IQ, X_ = 59.41, SD̂  = 7.65; educational background, 

30 individuals from public school special education, 12 individuals 

48 
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from facilities specifically for the retarded (see Appendix A for a 

breakdown of these variables by the four treatment/leader groups). 

In order to get a more comprehensive picture of the subject popu

lation under consideration, further data were gathered relative to the 

individual's work history and medical status. Of the 42 participants, 

23 individuals had never worked competitively; 9 individuals had been 

fired one or two times for social adjustment reasons; 4 individuals 

had been fired more than twice for social adjustment reasons; and 

4 had been fired because of an inability to perform the job task, trans

portation difficulties or illness (see Appendix B for an analysis of 

the work history information for each treatment/leader group). 

Regarding the subjects' current medical status, 25 of the total 

subject population (42) had seizure problems; 13 had speech disorders 

(generally of an articulation nature); 6 had at one time been diagnosed 

as having psychiatric problems; 5 had visual and/or auditory problems; 

9 had a diagnosed neurological involvement (primarily mild cerebral 

palsey), and 22 were taking medications at the time of the study. 

These medications were generally anti-depressant or seizure control 

drugs (see Appendix C for a presentation of the medical information 

for each treatment/leader group). 

Parents and S^ were given an orientation to the training program 

and written consent for participation was obtained according to the 

Human Research Standards (APA Ethical Principles, 1973). 

Design 

Subjects were randomly assigned to one of seven groups resulting 

TEX^S TECH LSSMRY 
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in a pretest-posttest control group design (Campbell & Steinley, 1966) 

with the treatment combinations presented in Table 1. 

TABLE 1 

RESEARCH DESIGN MODEL 

Measure 1 
Single Pretest 
Observation 

Behavioral 
Observation 
of Taraet 
Responses 
for All 
Groups 

Leader 

A 
B 
A 
B 
A 
B 

None 

Presession 
Treatment 

Modeling 
Modeling 
Role-Playin 
Role-Playing 
Didactic 
Didactic 
Placebo-

Control 

Measure 2 
Repeated 

Wi thin-Session 
Observations 

Fourteen 
Therapy 
Process 
Category 
Counts for 
All But 
Placebo-

Control 

Measure 3 
Single Posttest 
Observation 

Behavioral 
Observation 
of Target 
Responses 
for All 
Groups 

A measure of the subjects* pretreatment level of functioning on 

the "Behavioral Observation Test" was taken one full day prior to the 

introduction of the experimental treatment. Each of the seven groups 

met twice weekly for 45 minute sessions. During the first 15 minutes, 

the subjects in the experimental groups (leaders A and B) received 

or took part in either modeling, role-playing or didactic presessions. 

During the 30 minute "period immediately following, the subjects took 

part in a group session. Directive techniques were used in the group 

processes to encourage subject interaction and discussion, v;ith a focus 

on the problem behaviors targeted in the presession activity. Subjects 

in the placebo control group met on the same schedule but without system.-

atically structured activities. After nine composite training sessions. 
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posttreatment measures on the "Behavioral Observation Test" were taken 

with all subjects. 

Leaders 

The three treatment conditions were conducted by a male and by a 

female leader. The leaders were of similar educational background 

(Master's degree in Rehabilitation Counseling). The male leader was 

an employee of HCCR. He had had contact with approximately 50% of the 

subjects in a counselor capacity and the counseling was primarily of 

a disciplinary nature. He was known by all of the subjects. The female 

leader had had contact with approximately 20% of the subjects in a 

counselor capacity while employed previously as a rehabilitation coun

selor in the Houston area. The female leader was not known by the 

remaining subjects. The female leader was the experimenter and conse

quently was aware of the research hypotheses. The male leader had been 

given a basic proposal including the rationale for the research, the 

instructions, and the scripts for each training period. He was not, 

however, aware of the directional hypotheses. 

Pretest and Posttest Target Behaviors 

The pretest and posttest consisted of frequency measures relating 

to behaviors identified by the HCCR training staff as social skill prob

lems within the workshop setting. The intention was to maximize the 

utility of the research program for Harris County Center for Retarded 

by adapting the training approach and behavioral measures to the prob

lem areas identified by the center. In the spring of 1974, the trainers 
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were instructed to delineate those problems that were sufficiently 

recurrent as to constitute a frequent difficulty. Twenty-two behaviors 

were identified. The 22 behaviors were analyzed in terms of their fre

quency of occurrence and the degree to which they would lend themselves 

to a behavioral observation task. The initial list of 22 behaviors was 

consolidated to include 16 behaviors operationally defined in a manner 

easily communicated to the training staff and these behaviors became 

the "Behavioral Observation Task." A reliability of .81 was achieved 

on a preliminary application of the "Behavioral Observation Task." 

This was achieved by having the experimenter and a member of the HCCR 

training staff observe and record the behavior of a sheltered workshop 

client for a specified time period (3 one-hour sessions). Reliability 

was computed on the resultant observations by means of a Pearson Product-

Moment correlation coefficient. The target behaviors at issue are 

listed below: 

Does the client report for work on time in the morning? 

Does the client return from lunch on time? 
Does the client ask permission from the trainer before leaving 

the job station? 
Does the client return from a restroom break within five minute 

allotted time? 
Does the client exhibit excessive staring behavior (over two 

minutes)? 
Does the client fall asleep on the job (or have his head down 

on his arms)? 
Does the client lose his temper (throw objects, hitting, fight

ing, etc.)? 
Does the client use curse words? (Any swearing which is inap

propriate to the situation—for example, if he hits his 
thumb with a hammer and swears, this would not be considered 
inappropriate.) 

Does the client listen—attend to the trainer? (Does he pay 
attention to the trainer when he is giving instructions? 
The trainer provided an opportunity for this behavior to 
occur during the observation time.) 
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Does the client share tools, materials? 
Does the client exhibit inappropriate hand holding, hugging, 

kissing? 
Does the client physically bother his peers (touching, pushing, 

etc.)? 
Does the client clown around to the point of distracting others 

(horseplay, joking, teasing)? 
Does the client bum personal items (cigarettes, money, jewelry, 

etc.)? 
Does the client follow smoking rules (time and place)? 

Procedure 

Training was carried out over a five-week period of time (July 15-

August 22, 1974) with each group meeting twice weekly for a total of 

nine training sessions. Pretraining orientation sessions were con

ducted the week prior to training. The purposes of the sessions were: 

(1) to familiarize Sŝ  with the effect their participation in the program 

would have on their daily schedule; and (2) to demonstrate the special 

equipment to be used as part of the respective treatments (videotape, 

audio recorder). Each training session (with the exception of those 

for the Placebo Control Group) was conducted according to the following 

schedule (see Appendix D for the detailed specific instructions in each 

training approach). 

The initial 15 minutes Presession exposure to the appropriate 
treatment (role-playing, modeling via 
videotape or didactic instructions)-

The following 30 minutes Group interaction and discussion of 
the behaviors demonstrated both in 
regard to the preferred behavior and 
the impact of both positive and nega
tive behaviors on other individuals 
in the setting. The group leaders were 
instructed to use directive techniques 
and to structure all group interactions 
in a specified way. 
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The placebo control group met for the identical time periods but 

received no established treatment. 

The content of the training sessions for each of the three treat

ment conditions was as identical as possible, with the only deviations 

being those necessitated by the particular treatment modality. Spe

cifically, the target behaviors were collated across treatments so that 

within any one day all groups considered the same target behaviors. To 

facilitate a coordination of behaviors across leaders, the schedule 

was arranged so that Leader A groups met prior to Leader B groups. 

During the initial two weeks. Leader B previewed audio recordings of 

the Leader A sessions prior to conducting the counterpart Leader B 

session. The specific procedures followed in each of the treatment 

conditions were as follows: 

Experimental Treatment I—Modeling Presession. In treatment I, 

modeling was accomplished via videotape. The videotapes portrayed 

positive and negative examples of the target social skills. The 16 

target behaviors identified by the HCCR training staff were incor

porated into a script (Appendix E) which is the basis of the modeling 

training tapes. The short vignettes revolve around the interactions 

of two young men with their employer and co-workers. During each train

ing presession (with the exception of one), three scenes were presented. 

To allow for maximum identification, scenes were taped in a .situation 

depicted to be similar to HCCR—i.e., a workshop in which the charac

ters perform various types of assembly tasks. 
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To ascertain the degree of difficulty of the vocabulary level of 

the proposed tapes, the investigator presented portions of the script 

to six male residents of the Lubbock State School of age and IQ levels 

comparable to the intended population. The residents were able to 

follow the portrayed action with no difficulty. 

Acting for the videotapes was done by Texas Tech psychology gradu

ate students. The leading roles were performed by two male students 

whom it was felt were capable of projecting the desired behaviors. 

There was no attempt to portray the characters as being mentally re

tarded but their behaviors and verbal interchanges were couched in 

language comprehensible to a mildly retarded subject. 

The tapes were produced with the technical assistance (photography 

and lighting) of the Texas Tech Research and Training Center in Mental 

Retardation using 1/2 inch black and white Sony tape to be played back 

on Sony AVE-3600 Video Tape Equipment. The total time of each pre

session videotape exposure was five to eight minutes. The tapes demon

strate: (1) the positive and negative alternatives of identified target 

behaviors; and (2) the impact of the various behaviors on other—i.e., 

if you come in late, the boss gets mad; if you are hostile, you may 

get hostility in return. 

Experimental Treatment II—Role-piaying Presession. The role-

playing technique used in the present investigation was modeled after 

the Moreno (156) system. The same script which represented the target 

behaviors for the videotapes (Appendix E) was used in setting the 
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context of each Role-Playing Presession. The subjects were instructed 

in the basic role-playing techniques during the pretreatment orienta

tion session noted earlier. At that time, they role-played relatively 

simple scenes involving their family or friends. During the treatment, 

the role-playing sessions were begun with the leader giving the same 

introduction as was given in the other treatments (see Appendix D). 

Following the introduction, the leader proceeded to "set the scene" 

for the roles to be played and to assign subjects to the roles. When

ever necessary, the leader would aid the subjects by giving examples 

and prompts from the script (e.g., "Well, you might want to say some

thing like this"). The positive and negative interpretations of three 

scenes were role played in each training session. These were the same 

scenes which were presented in the modeling condition. Each scene had 

two main characters and roles were assigned to insure that during each 

training session all individuals played one of the main roles. 

Experimental Treatment III—Didactic Instructions Presession. Again, 

the target behaviors specified for discussion during each session were 

those from the videotape script. The leaders presented information in 

an instructive way relative to the specified behaviors. The general 

format for the lessons in the Didactic Instructions treatment condition 

were as follows: 

1. Introduction to each training session similar to that used 
in the videotape script. 

2. Definition of key words—those necessary for an understanding 
of the target behavior. 

3. Examples of situations involving the target behavior. 
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4. A discussion of the dynamics of a specific situation in
volving the target behavior—the situations were those 
presented in the videotape script. 

Leaders were provided with specific lesson plans for each Didactic 

session (see Appendix F). 

Group Sessions 

The 30 minute group sessions following all three pretraining periods 

were structured similarly. Leaders were instructed to use directive 

techniques to facilitate a discussion of the target behaviors under 

consideration that day; to elicit illustrative materials; to attend to 

the ongoing process; and to make interpretive and reflective statements. 

Placebo Control Group 

The placebo control group met for the same length of time as did 

the other groups. The group interactions were unstructured except for 

what leadership was required to maintain discipline. During the initial 

group meeting the subjects were told that this would be "their" time and 

that they could utilize it as they wished. The only restriction given 

was that they remain in the room for the designated 45 minutes and that 

they refrain from damaging personal property or each other. The female 

leader was present in these meetings as an observer-mediator. The 

majority of the time was spent in what might be called "horseplay" 

activities: drawing on the blackboard, yelling into the tape recorder. 

The subjects v;ould use various means of getting the observer's attention 

and were particularly anxious to talk about recent events in their lives 

(e.g., girl friends, trips to camp). 



58 

Measurement 

Treatment effects in the present investigation were evaluated by 

both a pre-post outcome measure (see Appendix H for the Behavior Ob

servation Test) and an analysis of client-leader process variables. 

Change on pre-post scores in the "Behavioral Observation Test" were 

compared across leaders and across subjects. 

The pre-post measure of targeted social skill problems was taken 

one full working day immediately preceding and one full working day 

immediately following training. Obser-vation was completed by the 

individual subject's trainer in the workshop. Only one trainer's ob

servations were secured fo any given subject, and the same individual 

was involved in both pre and posttest observations for any given subject. 

The observers were not told the subject-treatment assignment or the 

research hypotheses. 

Further analysis of treatment condition effects included a process 

analysis. Tape recordings were obtained on all group sessions. Pre

analysis of randomly selected tapes indicated the second five-minute 

portion of the group period to be most representative of group inter

action. From the recordings, transcriptions were made of the second five-

minute period of each session to provide basic data for analysis. 

Transcripts were divided into leader and subject participatory 

units. A participatory unit refers to a unit of uninterrupted speech 

for an individual. The unit could be from one work to several sentences 

in length. Table 2 presents an overview of the process variables 

examined in the present investigation. 
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TABLE 2 

PROCESS VARIABLES 

Subject Speech 

Spontaneous or Prompted 

Pertinent or Nonpertinent or Incomprehensible 

Constructive Thinking &/or Positive Feeling &/or Negative Feeling 

Leader Speech 

Prompting &/or Information Giving &/or Example Giving 

Disciplinary Control &/or Supportive Statements &/or Negative Statements 

Each leader participatory unit was rated according to the follow

ing categories: 

Prompting: questioning by the leader. This could be either 
in the interrogative form or as a command (implicit or explicit)• 

Information giving: this included factual information as well 
as opinions, suggestions on how to handle situations, and state
ments about problem solutions. 

Example giving: this referred to any instance in which the 
leader gave an example of a situation to stimulate discussion. 

Further rating of "leader participatory units" included an evalua

tion of the leader's use of: (1) disciplinary control, (2) supportive 

statements, and (3) negative statements. 

Each "subject participatory unit" was rated according to the follow

ing categories: 

Prompted: each "participatory unit" which contained a response 
to a leader question. Or 
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Spontaneous: a response which was not elicited by a preceding 
prompt. 

Each prompted or spontaneous statement was further rated as to 

one of the following: 

Pertinent: a statement which related to either the topics pre
sented that day, the general area of social and work adjustment; 
or the ongoing conversation. 

Nonpertinent: a statement which was not judged relevant to the 
topics presented that day; the general area of social and work 
adjustment; or the ongoing conversation. 

Incomprehensible or Incomplete: this referred to a situation 
in which the entire participatory unit was incomprehensible. 

In addition, the "subject participatory units" were rated for the 

presence of (1) constructive thinking, (2) expression of positive 

feeling, and (3) expression of negative feeling (see Appendix G for 

specific rater instructions). 

Leader and subject verbal participation was rated by two raters 

blind to the research hypotheses. Raters were graduate students in 

psychology trained on the rating task until percents of agreement of 

.94 and .87 (on leader and subject responses, respectively) were ob

tained. The scripts were randomly assigned to raters. 

In order to analyze the subject and leader participation over 

time, a count was made of words as rated into the major categories. 

This analysis was made for the specified portions (second five minutes) 

of the initial one-third and the final one-third of the group sessions. 

For the purposes of the word count, all contractions were considered 

to be two words- In the case of statements rated "incomprehensible," 

a count of five words was assigned to all. This was determined by ob

taining the average of 10 randomly selected subject statements. 
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Hypotheses 

It is the experimenter's position that there is no basis for a 

directional hypothesis regarding the expected effect of modeling versus 

role-playing. Consequently, the objective of the present investigation 

as reflected in the following hypotheses was to determine if either 

modeling and/or role-playing would serve to produce the desired effects 

in subject verbalization within groups and whether there would be a sub

sequent carry-over to actual behavior in the workshop setting. For 

purposes of hypotheses testing, the success criterion indicating posi

tive verbal patterns was an increase in spontaneous pertinent speech. 

This was based on the literature review which supported the statement 

that increased verbalization is a prerequisite to meaningful group 

ejqjerience with individuals of normal intelligence (Sechrest & Barger, 

1961; Truax, 1962; Yalom, 1970). This decision to use spontaneous-

pertinent speech as an index of group movement was made with the reali

zation that research regarding success criterion and the importance of 

increased verbalization for group training with the retarded does not 

exist. In light of this, a primary objective of the present investi

gation was to provide a basis for future research hypotheses in the 

area of group treatment and the mentally retarded. 

Hypotheses: 

(1) Posttreatment increments on the "Behavioral Observation Test" 
will be significantly higher under modeling than under the 
didactic and placebo control conditions. 

(2) Posttreatment increments on the "Behavioral Observation Test" 
will be significantly higher under role-playing than under the 
didactic and placebo control conditions. 
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(3) Posttreatment increments on the "Behavioral Observation Test" 
will be significantly lower in the placebo control than in 
the modeling, role-playing and didactic group conditions. 

(4) The frequency of positive verbal patterns (spontaneous-
pertinent speech) during the treatment will be signifi
cantly higher under modeling than under the didactic condi
tions. 

(5) The frequency of positive verbal patterns (spontaneous-
pertinent speech) during the treatment will be significantly 
higher under role-playing than under didactic conditions. 

(6) The frequency of positive verbal patterns (spontaneous-
pertinent' speech) will be significantly greater in the final 
three sessions than in the initial three sessions under the 
modeling conditions. 

(7) The frequency of positive verbal patterns (spontaneous-
pertinent speech) will be significantly greater in the final 
three sessions than in the initial three sessions \inder the 
role-playing conditions. 

file:///inder


CHAPTER III 

RESULTS 

Pre-Post Analysis 

The first step in hypothesis testing was to analyze the results 

obtained on the "Behavioral Observation Test." As noted in the pro

cedure section, the "Behavioral Observation Test" was composed of 

16 problem behaviors generic to this particular subject population. 

Prior to the research project, the Harris County Center for Retarded 

Sheltered Workshop training staff identified 22 behaviors as being 

frequent problems among their workers. The initial list was refined 

to include 16 behaviors defined in a manner easily communicated to 

the training staff. It should be noted that these behaviors, although 

generated from the problem behaviors existent within the sample popu

lation, exemplify behaviors which research suggests are often pre

dictive of employment failure in the mentally retarded (Bloom, 1967; 

Oswald, 1960; Tizard, 1958). 

Before the composite score posttest analysis is considered, 

certain inherent scaling problems in the "Behavioral Oberservation Test" 

and descriptive statistics will be presented. Within the specified 

observation period (one day pre and one day post), there was varia

bility among subjects in the number and types of behaviors observed 

(see Appendix H for a breakdown of individual behaviors for each group). 

The range of scores on the "Behavioral Observation Test" was 0 to 14. 

Obviously, those individuals who dejnonstrated no behavior problems on 

63 
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the pretest had no possibility of improving their score. Additionally, 

the observation task was set up so that each occurrence of a problem 

behavior was charted. Consequently, a score of 14 by an individual 

could represent the occurrence of a large number of few behaviors or 

a few occurrences of a large number of behaviors. An awareness of 

these potential confounding variables magnifies the importance of 

applying an analysis which would exert a statistical control to normal

ize (i.e., to represent in a normal distribution) the posttest scores. 

The analysis of covariance design was selected not only because of its 

ability to exert a normal distribution model but also its ability to 

control for scaling problems and extreme scores. 

In order to provide a framework within which to conceptualize the 

present analysis, the descriptive statistics for pretest and posttest 

scores, separated by leader and by treatment, are presented in Table 3. 

Figure 1 presents a graphic representation of the changes under 

consideration. As illustrated, there is a general downward trend in 

the occurrence of the problem behaviors under all of the three treat

ment conditions and the control group, the differences in slope sug

gesting that differential treatment effects may indeed have been present. 

Before turning to the posttest covariance analysis, it was deemed 

necessary to statistically evaluate the possibility of differential 

leader effect. As indicated previously, explicit instructions were 

provided for the procedures within each of the three treatment condi

tions. However, to analyze the possibility of uncontrollable sources 

of leader variation within each treatment condition, pairwise comparisons 
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TABLE 3 

DESCRIPTIVE STATISTICS, PRETEST Airo POSTTEST BEHAVIORAL 
OBSERVATION SCORES BY LEADER AND COMBINED^ 

Treatment Mean 

Pretest 

Standard 
Deviation Mean 

Posttest 

Standard 
Deviation 

MODELING 
Leader A 
Leader B 
Combined 

ROLE-PLAYING 
Leader A 
Leader B 
Combined 

DIDACTIC 
Leader A 
Leader B 
Combined 

CONTROL 

6.17 
6.00 
6.08 

5.67 
6.17 
5.91 

6.00 
4.17 
6.08 

5.67 

4.83 
4.38 
4.40 

4.32 
4.07 
4.01 

4.47 
3.66 
3.39 

4.63 

5.50 
5.33 
5.42 

2-17 
2.50 
2.33 

4.67 
4.17 
4.42 

4.64 
4.84 
4.52 

1.72 
3.73 
5.80 

4.46 
3.60 
5.94 

5.33 5.92 

Combined refers to the total subject population within each major 
treatment group. 

(t̂  test statistics, .01 level of confidence) of the posttest scores 

for each leader combination were computed. As indicated in Table 4, 

all resultant statistics were nonsignificant. This analysis confirms 

the assumption that differential leader effects were not present. In 

view of this, the leader is not considered as a source of variance in 

the following analysis. 

The IBM-360 Biomedical Covariance Computer Program (BMD) was 

selected to add statistical control to the posttest analysis. This 
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Figure 1. Pretest to Posttest Change on Behavioral 
Cft>servation Test 



TABLE 4 

POSTTEST BEHAVIORAL OBSERVATION TEST SCORES t_ TEST 
PAIRWISE COMPARISONS OF LEADER EFFECT 
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Treatment t Test df Probability 

Modeling 

Role-Playing 

Didactic 

. 06 

. 2 0 

. 2 1 

10 

10 

10 

NS 

NS 

NS 

program performs a one-way analysis of covariance for unequal group 

sizes (modeling, n = 12; role playing, n = 12; didactic, n = 12, con

trol, n = 6). The program tests for the equality of slope from group 

to group and computes t_ statistics for contrasts of adjusted group 

means, including in particular all pairwise differences (Dixon, 1973). 

This particular covariance design allows the dependent variate (post-

testing) to be adjusted to remove the effects of the uncontrolled 

source of variation represented by the concomitant variate (pretesting) 

In the present covariance analysis, an F̂  value of 3.18, signifi

cant at the .02 level with 3 and 37 degrees of freedom, was attained 

on the between group variable (equality of adjusted cell means). This 

establishes the existence of significant differences between treatment 

conditions. To determine the point (s) of significance, t_ test com

parisons of adjusted group means were calculated. Table 5 presents 

the adjusted group meand and the t values for contrasts in adjusted 

group means. 
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TABLE 5 

POSTTEST BEHAVIORAL OBSERVATION TEST SCORE t VALUES 
FOR CONTRASTS IN ADJUSTED GROUP MEANS 

Treatment Modeling Role-Playing Didactic Control 

(5.33)^ (2.38)^ (4.33)^ (5.57)^ 

Modeling 0.0 

Role-Playing 2.74 (£<.02) 0.0 

Didactic 0.93 -1.81 (£<.10) 0.0 

Control -0.18 -2.42 (£<.05) -0.94 0.0 

a 
Adjusted group means on posttest. 

It was demonstrated that the role-playing treatment condition was 

significantly different from the modeling condition at the .02 leve"". of 

confidence with 22 degrees of freedom. It was also demonstrated that 

the role-playing treatment condition was significantly different from 

the control condition at the .05 level of confidence with 16 degrees 

of freedom. Finally, it was demonstrated that the role-playing treat

ment condition was significantly different from the didactic condition 

at the .10 level of confidence, with 22 degrees of freedom. None of 

the remaining adjusted mean comparisons were significant. Consequently, 

no statistical inferences are appropriate regarding the effects of model

ing or didactic treatments on the subject performance as mieasured by 

the "Behavioral Observation Test." 

Process Analysis 
— — ' 

In order to allow for an examination of the behavioral dimensions 
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of the group sessions, subject and leader interactions have been cate

gorized, rated, and statistically analyzed. As indicated in the pro

cedure section, the 30 minute group process immediately followed the 

15 minute treatment exposure (role-playing, modeling, and didactic). 

All of the sessions were audio recorded. The process measures were 

based on transcribed samples (second five minute section) from the 

30 minute group process (see Appendix I for selected examples of the 

transcribed tapes). In order to evaluate the process change over time, 

the initial one-third and the final one-third of the transcripts were 

used for analysis. 

The transcripts were rated by two graduate students in psychology, 

blind to the research hypotheses. As explained in the procedure 

section, the raters v/ere trained on the "rating task" (see Appendix G 

for the specific rater instructions) until an inter-rater agreement of 

.89 and .94 on subject and leader responses, respectively, was attained. 

The transcripts were assigned to the raters in a random order. The 

average inter-rater agreement maintained throughout the rating task was 

.91 for rating of "subject participatory units" and .86 for the rating 

of the "leader participatory units." (See Appendix J for a presenta

tion of inter-rater agreement for each transcript.) 

Process Variables. At this point, the variables at issue in the 

process analysis will be considered along with the rating procedure. A 

"participatory unit" refers to a unit of uninterrupted speech for an 

individual. The "leader participatory units" were rated for the 

presence of three main categories: prompting, information giving, and 
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example giving. A single "leader participatory unit" could receive 

one or more ratings (i.e., one unit could conceivably contain prompting 

and/or information giving and/or example giving) and raters were in

structed to underline as appropriate the existence of: (1) leader 

disciplinary control, (2) leader supportive statements, and (3) leader 

negative statements. Each "subject participatory unit" was rated in 

the following three steps: (1) prompted or spontaneous, (2) pertinent, 

or nonpertinent, or incomprehensible, and (3) subject interaction, sub

ject expression of positive or negative feelings. In steps one and two, 

each "subject participatory unit" had to receive one of the either-or 

ratings. Categories in step three were assigned only as the rater felt 

appropriate. 

For purposes of hypotheses testing., a positive verbal pattern is 

considered to be a predominance of spontaneous pertinent speech. How

ever, the post hoc analysis will include an examination of the other 

process variables in light of the pre and post analysis. 

Process Variable Word Count and Statistical Analysis. Following 

the rating, a word count was made and the statistical analysis per

formed. The data represents the frequency of words falling within each 

category. In the analysis of "subject participatory units," variables 

from the first and second steps are presented in combinations as rated 

(i.e., subject prompted pertinent speech, subject spontaneous-pertinent 

speech). To be included in a category, the unit had to be "agreed upon" 

by the raters. 
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As noted in Table 6, there was wide variability in the frequency 

of subject/leader participation in tJie various categories. The dis

tribution of some of the variables was such that the data did not meet 

the necessary assumptions to allow for a tv/o-way analysis of effects. 

Consequently, different statistical procedures were applied, depending 

on the distribution of the data. 

TABLE 6 

WORD COUNT AND PERCENT OF OCCURRENCE OF SUBJECT AND 
LEADER VERBALIZATIONS WITHIN THE THREE 

TREATMENT CONDITIONS—BY LEADER* 

Variable 

Spontaneous 
Pertinent 

Prompted 
Pertinent 

Constructive 
Thinking 

Subject 
Interaction 

Leader 
Prompting 

Leader Informa
tion Giving 

Leader Disci
plinary Control 

Leader Supportive 
Statements 

Model 
A 

869 
22% 

430 
14% 

47 
18% 

103 
14% 

1559 
16% 

586 
14% 

54 
22% 

36 
24% 

ing 
B 

1600 
38% 

705 
23% 

4 
02% 

52 
07% 

971 
11% 

624 
15% 

48 
20% 

40 
27% 

Treatment Conditions 

Role-Playing 
A 

675 
16% 

657 
22% 

54 
22% 

453 
60% 

1337 
15% 

609 
15% 

5 
02% 

43 
29% 

B 

584 
14% 

361 
12% 

94 
36% 

34 
08% 

1543 
17% 

904 
21% 

4 
02% 

09 
06% 

Didactic 
A 

415 
10% 

525 
18% 

47 
19% 

65 
09% 

1426 
16% 

704 
17% 

52 
21% 

17 
11% 

B 

33 
0% 

337 
11% 

7 
03% 

11 
02% 

2316 
25% 

732 
18% 

82 
33% 

4 
03% 

* (A versus B) 
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A chi square one-sample test and a chi square test for k̂  inde

pendent samples (Siegel, 1956) were computed in the analysis of the 

following variables: subject prorapted-pertinent speech, subject 

spontaneous-pertinent speech, leader prompting, and leader information 

giving. On each variable, the analysis was performed against the null 

hypothesis of equal frequencies expected. The chi square one sample 

test was applied to examine the main effects of leaders (A), treat

ments (B), and session (C). In all of the following process analyses, 

the variables represented as as follows: (1) the leader variable 

represents the female leader and the male leader; (2) the treatment 

variable represents the modeling treatment, the role-playing treatment, 

and the didactic treatment; and (3) the session variable represents 

the first three sessions and the last three sessions. The test for k 

independent samples was applied to determine significant differences 

between the leader-treatment session combinations. As indicated i.n 

Tables 7, 8, 9, and 10, statistically significant differences (£< .001) 

are demonstrated on all of these variables. The raw frequency data 

for all of the chi square analysis is presented in Appendix N. 

Significance was found in all of the chi square comparisons, 

demonstrating that on all of the process variables considered, differences 

existed. Further analysis of the variables follows each tables pre

sentation of the chi square significance. 

Further analysis of the subjects' prompted-pertinent speech shows 

that, of the total (3015 wds.), 54% occurred in the female leader group 

and 46% occurred in the male leader groups; 37% occurred in the groups 
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eacposed to the modeling presession; 34% in the groups exposed to the 

xole-playing presession, and 29% to the groups exposed to the didactic 

presession. Additionally, 12% of the total words in this category 

occurred in the first session, 14% occurred in the second session, 

15% occurred in the third session, 21% occurred in the seventh session, 

15% occurred in the eighth session, and the final 23% occurred in the 

last session. 

TABLE 7 

CHI SQUARE ANALYSIS OF THE VARIABLE SUBJECT 
PROMPTED-PERTINENT SPEECH 

Variables Value of Chi Square df 

Leaders 
Treatment 
Session # 

35.44*** 
60.64*** 
154.55*** 

2 
5 

Leader X Treatment 
Leader X Session 
Treatment X Session 

118.66*** 
215-08*** 
324.28*** 

2 
5 

10 

Leader X Treatment 
X Session 

810.88*** 10 

***(£<.001). 

Analysis of subject spontaneous pertinent speech indicates that, 

of the total (4176 wds.), 48% occurred in the female leader groups 

and 52 occurred in the male leader groups; of the total, 60% occurred 

in the groups receiving the modeling presession exposure, 30% occurred 

in the groups receiving this role-playing presession exposure, and the 
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remaining 10% in the groups receiving the didactic presession exposure. 

Regarding the time element, 10% occurred in the first session, 16% in 

the second session, 23% in the third session, 14% in the seventh 

session, 16% in the eighth session, and 21% in the ninth session. 

TABLE 8 

CHI SQUARE ANALYSIS OF THE VARIABLE SUBJECT 
SPONTANEOUS-PERTINENT SPEECH 

Variables Value of Chi Square df 

Leader 
Treatment 
Session # 

47.50*** 
730.71*** 
282.71*** 

1 
2 
5 

Leader X Treatment 
Leader X Session 
Treatment X Session 

616.53*** 
275.45*** 
234.42*** 

2 
10 

Leader X Treatment 
X Session 

732.91*** 10 

***(£<.001). 

It will be recalled that this particular variable was selected 

as the criterion for a positive verbal pattern among subjects and 

that hypotheses were formulated regarding the absolute frequency of 

occurrence of spontaneous-pertinent speech between modeling and 

didactic, and role-playing and didactic treatment conditions. Further 

hypotheses were formulated regarding the occurrence of spontaneous-

pertinent speech for the modeling and the role-playing treatment condi

tions over time (i.e., first three sessions vs. last three sessions). 
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The chi square analysis presented above demonstrated that sig

nificant differences existed between the three treatments. Further 

chi square analyses were performed on the modeling versus didactic, 

and the role-playing versus didactic treatments. The results showed 

that modeling was significantly more effective than the didactic 

2 

treament in stim.ulating spontaneous pertinent speech (X = 1220, 

£< .001). Role-playing was also significantly more effective than the 

didactic treatment in stimulating spontaneous pertinent speech 
2 

{X = 386, £< .001) . 

The chi square analyses of the first three versus the final three 

sessions for the occurrence of spontaneous pertinent speech within the 

modeling and the role-playing conditions were significant at the .001 

2 

level {X = 11.72 and 10.48, respectively). In the case of the model

ing treatment, however, the larger word count occurred within the first 

three sessions. In the role-playing condition the larger word count oc

curred within the final three sessions. Figure 2 demonstrates this 

persession word count relationship. It is interesting to note that 

although the absolute word count for spontaneous pertinent speech was 

significantly lower under didactic than under modeling, and role-playing 
conditions, there was a significant difference between the first three 

2 
and the final three sessions within the didactic treatment {pc = 378, 

£< .001). 
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TABLE 9 

CHI SQUARE ANALYSIS OF THE VARIABLE 
LEADER INFORMATION GIVING 
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Variables Value of Chi Square df 

Leader 
Treatment 
Session # 

Leader X Treatment 
Leader X Session 
Treatment X Session 

Leader X Treatment 
X Session 

31.34*** 
35.13*** 
354.89*** 

28.13*** 
449.88*** 
131.49*** 

1072.71*** 

1 
2 
5 

2 
10 
5 

10 

*** (£<.001) 

Following is the percentage breakdown of word count showing the 

extent to which the leaders gave information during the group process 

(total, 4159 wds.). Forty-six percent of the total words occurred in 

the female leader groups while the remaining 54% occurred in the male 

leader groups. Twenty-nine percent occurred in the modeling presession 

groups, 36% occurred in the role-playing presession groups, and 35% 

occurred in the didactic presession groups. Twelve percent occurred 

in the first session, 11% in the second, 20% in the third, 17% in the 

seventh, 14% in the eighth, and 26% in the ninth. 

The analysis of the extent to which the leader used prompting 

statements in the group interaction is as follows: of the total word 

count (9192), 47% occurred in the female leader groups while 53% oc

curred in the male leader groups. Twenty-seven percent of the total 
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TABLE 10 

CHI SQUARE ANALYSIS OF THE VARIABLE 
LEADER PROMPTING 

Variables Value of Chi Square 

Leader 
Treatment 
Session # 

Leader X Treatment 
Leader X Session 
Treatment X Session 

Leader X Treatment 
X Session 

23.93*** 
249.87*** 
404.23*** 

334.81*** 
333.69*** 
31.70 

742.59*** 

df 

1 
2 
5 

2 
10 
5 

10 

***(£<.001) 

occurred in the groups exposed to the modeling presession, 32% in those 

exposed to the role-playing, and 41% in those exposed to the didactic 

presessions. Regarding the word count distribution over time, 21% 

occurred in the first session, 18% in the second, 10% in the third, 

15% in the seventh, 19% in the eighth, and the remaining 17% in the 

ninth. 

A chi square one-sample test (Siegel, 1956) was used in the analy

sis of the following: subject interaction, subject constructive think

ing, leader supportive statements, and leader disciplinary control. 

The distribution of the data did not allow the AxB, AxC, BxC, or AxBxC 

tables to be tested (i.e., more than 20% of the cells had an expected 

frequency of less than five). With the exception of one comparison, 

statistically significant differences were realized in all variables. 
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Tables 11, 12, 13, and 14 present the analysis, followed by the per

centage breakdown of the variables under consideration. 

TABLE 11 

CHI SQUARE ANALYSIS OF THE VARIABLE 
SUBJECT INTERACTION 

Variables Value of Chi Square df 

Leader 404.14*** 1 

Treatment 539.06*** 2 

Session # 582.92*** 5 

*** (£<.001). 

The subject interaction variable is an indication of the number of 

words exchanged between subjects. Of the total (718), 83% occurred in 

the female leader groups and 17% occurred in the male leader groups. 

While it appears that an extremely high percentage (83%) of this inter

action occurred in the female leader groups, closer examination of the 

data reveals that 49% of this total occurred in the third session. The 

third treatment session involved a discussion of appropriate hetero

sexual social behaviors within the workshop. Eliminating this third 

session from the analysis, the subject interaction variable is more 

evenly distributed between male and female groups. Twenty-one percent 

of the total occurred in the groups receivirig the modeling presession, 

68% occurred in the groups receiving the role-playing presessions, and 

11% occurred in the groups receiving the didactic presessions. Of the 
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total words, 8% are from the first session, 10% from the second, 51% 

from the third, 6% from the seventh, 14% from the eighth, and the 

remaining 11% from the ninth. 

TABLE 12 

CHI SQUARE ANALYSIS OF THE VARIABLE 
SUBJECT CONSTRUCTIVE THINKING 

Variables Value of Chi Square df 

Leader 27.23*** 1 

Treatment 69.95*** 2 

Session # 341.01*** 5 

***(£<.001). 

The subjects' constructive thinking reflects the degree to which 

the subjects' verbalization was rated as demonstrating a feasible, 

realistic approach to a problem. To qualify as constructive, the 

remark had to be original to the individual, not a repetition of a 

previous remark within the transcript. Of the total (253 wds.), 59% 

occurred in the female leader groups and 41% occurred in the male 

leader groups; 20% occurred in the groups receiving the modeling pre

session, 58% occurred in the groups receiving the role-playing preses

sion, and 22% occurred in the groups receiving the didactic presession. 

Seven percent occurred in the first session, 13% in the second, 3% in 

the third, 8% in the seventh, 16% in the eighth, and 53% in the 

ninth. 
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TABLE 13 

CHI SQUARE ANALYSIS OF THE VARIABLE 
LEADER SUPPORTIVE STATEMENTS 

Variables Value of Chi Square df 

Leader 14.82*** 1 

Treatment 47.89*** 2 

Session # 36.91*** 5 

***(£<.001) 

The analysis of the extent to which the leaders utilized supportive 

statements (e.g., that's a good idea, you seem to understand that), is 

as follows (total words count, 149): 64% occurred in the female leader 

groups and 36% occurred in the male leader groups; 51% occurred in the 

modeling presession exposure groups, 35% in the role-playing presession 

exposure groups, and 14% in the didactic presession exposure groups; 

30% occurred in the first session, 17% in the second, 4% in the third, 

12% in the seventh, 13% in the eighth, and 24% in the ninth. 

TABLE 14 

CHI SQUARE ANALYSIS OF THE VARIABLE 
LEADER DISCIPLINARY CONTROL 

Variables Value of Chi Square df 

Leader 2.16 1 

Treatment 72.55*** 2 

Session # 124.80*** 5 

***(£<.001). 
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The final process variable analyzed by chi square was the extent 

to which the leader used disciplinary control (e.g., telling Sŝ  to be 

quiet, to sit down). Of the total (245 wds.) rated as falling within 

this category, 45% occurred in the female leader groups and 55% oc

curred in the male leader groups; 42% occurred in the modeling pre

session groups, 4% occurred in the role-playing presession groups, and 

54% occurred in the didactic presession groups. The percentage break

down according to time was 31% in session number one, 12% in nim±>er two, 

5% in number three, 16% in number seven, 2% in number eight, and 34'6 

in number nine. 

As indicated earlier, the transcripts were evaluated on several 

other dimensions. The low frequency or the irregular pattern of occur

rence (i.e., a large percent falling within one area with many zero 

occurrences in other areas) of these dimensions resulted in a distri

bution which was not amenable to the chi square statistical analysis 

applied to the main process variables. The decision rule used in 

performing the chi square analysis was based upon both frequency and 

distribution of the word count. The low frequency variables were: 

Subject nonpertinent speech—prompted vs. spontaneous 
Subject incomprehensible speech—prompted vs. spontaneous 
Subject expression of feeling—positive vs. negative 
Leader negative statements 
Leader example giving 

Table 15 presents the percent of overall total word count for each 

of these variables within the three treatments (see Appendi:xes K and L 

for the per-session analysis of these variables). 
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TABLE 15 

WORD COUNT PERCENTAGES FOR LOW FREQUENCY VARIABLES 

Process Variables 
Modeling 
Treatment 

Role-Playing 
Treatment 

Didactic 
Treatment 

Nonpertinent 
Spontaneous (Total 205) 64% 14% 22% 

Incomprehens ible 
Prompted (Total 30) 

Expression of Positive 
Feelings (Total 36) 

Expression of Negative 
Feelings (Total 52) 

17% 

44% 

92% 

33% 

0% 

6% 

50% 

56% 

2% 

Leader Negative 
Statements (Total 06) 100% 0% 0% 

Leader Example 
G iv ing ( T o t a l 452) 28% 60% 12% 

The highest percent (64%) of nonpertinent speech occurred in the 

groups receiving the modeling treatment and the highest percent (50%) 

of the incomprehensible speech occurred in the didactic groups. Through

out the group process, there were few instances in which subject verbal

ization included expressed feelings. Of the limited number that did 

occur, 56% of the positive feeling statements occurred in the didactic 

group, and the remaining 44% occurred in the modeling group. Ninety-

two percent of all negative feelings (52 words) occurred in the modeling 

group. As recommended by Siegel (1956), the high frequency variable 

"Leader information giving" did not fit into the chi square analysis 

because distribution of the word count among treatments was such that 

more than 20% of the cells had an expected frequency of less than five. 
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Summary of Results 

The present investigation was a pre-post and process analysis of 

the effect of three treatment conditions on group therapy behavior of 

mentally retarded and the subsequent carryover to social behavioral 

problems in the workshop setting. 

The dependent measure was a "Behavioral Observation Test" comprised 

of 16 behaviors identified as social skill problems in the sample popu

lation. An analysis of covariance was applied to the posttest data 

with a resultant significance attained on the between group variable. 

Analysis of the adjusted group means by means of t_ tests demonstrated 

the role-playing treatment condition to be significantly more effective 

in reducing the problem behavior occurrence than were modeling, didac

tic and control (£< .02, £< .10, £< .05, respectively). 

The process measure analysis was based on selected portions of 

transcribed tapes. Subject and leader verbalizations were rated on 

14 process variables. Statistical analysis was appropriate for 8 of 

these variables (the remaining 6 occurred with such low frequency that 

they failed to meet the chi square anaylsis assumptions). Significance 

at the .001 level was attained on all but one comparison (between 

leader A and B on the variable leader disciplinary control). 

On the basis of the analysis, the following hypotheses were sup

ported : 

Posttreatment increments on the "Behavioral Observation Test" 
will be significantly higher under role-playing than under the 
didactic and placebo control conditions. 
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The frequency of positive verbal patterns (spontaneous 
pertinent speech) during the treatment will be signifi
cantly higher under modeling than under didactic conditions. 

The freqiiency of positive verbal patterns (spontaneous per
tinent speech) during the treatment will be significantly higher 
under role-playing than under didactic conditions. 

The frequency of positive verbal patterns (spontaneous per
tinent speech) will be significantly greater in the final 
three sessions than in the initial three sessions under 
role-playing conditions. 

The remaining hypotheses were rejected: 

Posttreatment increments on the "'Behavioral Observation Test" 
will be significantly higher under modeling than under the 
didactic and placebo control conditions. 

Posttreament increments on the "Behavioral Observation Test" 
will be significantly lower in the placebo control than in 
the modeling, role-playing, and didactic group conditions. 

While this hypothesis holds true for the role-playing group, it 

was not demonstrated that the control group performed significantly 

lower than the modeling or didactic groups. 

The frequency of positive verbal patterns (spontaneous per
tinent speech) will be significantly greater in the final 
three sessions than in the initial three sessions under model
ing conditions. 

As indicated previously, post hoc analysis of additional process 

variables are of central concern in this investigation. The overall 

statement regarding the process being observed is that statistically 

significant difference existed between treatments, sessions, and 

leaders on the variables analyzed. The direction eind meaning of the 

difference will be considered in the discussion chapter. Summariza

tion of the post hoc process analysis includes the findings enumerated 

below. 



86 

1. The variable subject prompted-pertinent speech was more 
evenly distributed between treatments than was the variable 
subject spontaneous-pertinent speech (modeling 39%, role-
playing 33%, didactic 28%). 

2. The total word count per session for three of the four major 
process variables was larger in the last session than in the 
first session (the exception to this demonstrated increment 
was the variable leader prompting, which showed a decline 
from the first to the last session). 

3. A comparison of the leader participation variables (leader 
prompting and leader information giving), demonstrates that 
the word count for both variables, was greatest in the didac
tic groups and least in the modeling groups. 

4. A comparison of the leader participation variables demon
strates that for the variables leader prompting and leader 
information giving, the word count for the male leader was 
greater than that for the female leader. The word count for 
leader example giving (a low frequency variable) was greater 
for the female leader. 

5. An analysis of the subject interaction process variable 
reveals that, of the total, the majority of the verbaliza
tion occurred in the third session (51%); of the total, a 
majority occurred in the female leader groups (83%); of the 
total, a majority (68%) occurred in the role-playing groups. 
As indicated, this predominance of words within female 
leader groups can be traced to one particular session (#3) 
and is not a representative difference throughout treatment. 

6. An analysis of the "subject constructive thinking" process 
variable reveals that, of the total, a majority of the ver
balization occurred in the ninth session (58%); of the total, 
a majority occurred in the female leader groups (59%), and a 
majority (58%) occurred in the role-playing groups. 

7. An analysis of the leader supportive statements process vari
able reveals that of the total, a majority occurred in the 
female leader groups (64%); also of the total, 51% occurred 
in the modeling groups. This variable was more evenly dis
tributed across sessions so that a majority of the word 
count was not found within one session. 

8. Analysis of the process variable leader disciplinary control 
reveals that the largest percent (54%) occurred in the didac
tic group sessions and the smallest percent (14%) occurred in 
the role-playing group sessions. There was no significant 
difference between leaders on this process variable. 



CHAPTER IV 

DISCUSSION 

The first purpose of the present investigation was to determine 

whether modeling, role-playing, and/or didactic instruction might serve 

to produce the participatory behaviors requisite to more effective 

group treatment with retarded subjects. The second purpose was to 

examine the extant to which group session behavior change generalized 

to the subjects' actual behavior in the sheltered workshop setting. 

In this discussion section, the results will be evaluated to deter

mine the extent to which the above stated purposes have been reached. 

The results of the investigation will be interpreted in light of the 

following: controlled and uncontrolled subject and leader variables, 

the liferent characteristics of the treatment, conditions, and the im

plications of the significant and nonsignificant relationships 

demonstrated. 

Overview 

Of the three treatment conditions within the present investigation, 

role-playing was the only group which demonstrated significant posttest 

change. Neither the didactic, the modeling, nor the control groups 

evidenced significant posttest improvement as measured by the "Be

havioral Observation Test." 

The process variable analyses revealed some differences in leader 

behavior in the 30 minute group process with the male leader being 

more verbal than the female leader in information giving and prompting. 
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Specific leader differences will be considered shortly as well ^s 

the differentiation of process variables between treatments. 

On all of the process variables, there was wide variability from 

session to session. Of course, any time-based relationship would not 

allow for definitive interpretation since the temporal duration or 

number of sessions was confounded with the successive variation in 

thematic content over sessions. 

The process variable spontaneous pertinent speech was selected as 

a measure of positive verbal speech patterns. The process analysis sup

ported the hypotheses that modeling and role-playing conditions would 

effect significantly more spontaneous pertinent speech than the didactic 

condition. The word count within the modeling treatment was significantly 

greater than the word count within the role-playing treatment. The role-

playing group demonstrated significantly more spontaneous pertinent speech 

in the final three sessions than in the initial three sessions. The re

verse was true for the modeling group. One possible implication is that the 

audiovisual stimulation in the modeling treatment was significantly more 

effective in creating an initial high degree of spontaneous pertinent speech 

which, although it decreased over time, was maintained at a higher level 

than spontaneous pertinent speech in other conditions. Viewed in this way, 

role-playing treatment conditions were demonstrated effective in stimulating 

a greater increase in spontaneous speech over time than was the modeling 

treatment condition. An alternative interpretation would simply attribute 

these successive changes over sessions to the differential demand character 

of the thematic content associated with a particular session. Whatever 

interpretation might be given, the absolute word count of spontaneous 
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pertinent speech in the didactic group reflected the soroe increioental 

trend over sessions but was significantly below role-playing and modeling, 

Role-Playing—Its Significance 

The results of the statistical analysis demonstrate that role-

playing is significantly more effective in producing the desired 

behavioral change than are modeling, didactic, or control group con

ditions. Not only did the role-playing subjects improve in their 

measured social behavior but, during the group process, they demonstra

ted an increased verbal exchange generally felt to be conducive to a 

meaningful group experience (Corsine & Rosenberg, 1955; Yalom 1970). 

To facilitate an interpretation of the significance attained by subjects 

receiving the role-playing treatment, demographic attributes of subjects 

and leader characteristics will be examined for possible uncontrolled 

sources of variation. 

Randomization procedures were utilized in the subject assignment 

to treatment conditions. Consequently, by general statistical con

vention (Kirk, 1968), subject variability is assimied controlled. An 

analysis of demographic data (Appendixes A, B, & C) and pretest vari

ability (Table 3) further supports this assimiption. On the basis of 

medical information obtained from case records, the role-playing group 

can not be differentiated from the other groups by seizure history, 

speech disorders, psychiatric problems, visual and/or auditory problems, 

neurological involvement or medications at the time of treatment. Sub

jects receiving the role-playing treatment can be characterized as being 

younger, although not significantly younger, than the other groups, 
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with a mean age of 19.2. The mean age of subjects in modeling, didac

tic, and control groups were 23.4, 20.9, and 20.8, respectively. Race 

is the only variable which distinguishes this treatment from the others. 

One-third of the role-playing subjects were of the Negro race, in 

comparison to one-twelfth of the modeling group, one-twelfth of the 

didactic group, and one-sixth of the control group. 

It can be said with reasonable certainty that the present subject 

population was relatively homogeneous not only with respect to the 

demographic variables but in regard to situational variables. No siib-

ject was accepted into the project who had been admitted to the work

shop prior to 1970. Within each treatment condition, there were at 

least tv;o and no more than four individuals whose previous educational 

experience had been within a special facility for the retarded (i.e., 

Harris County Center for Retarded School, State Schools for the Re

tarded) . The educational background of the remaining individuals was 

within special education in the public school systems. Each treatm.ent 

condition had at least two and no more than four individuals who were 

residing in a halfway house at the time of treatment. The remaining 

subjects were living at home. Regarding their previous work history, 

each treatment condition had at least one and no more than three indi

viduals whose records indicated that they had been fired from competi

tive employment one or two times due to social adjustment reasons. 

Each treatment condition had at least one and no more than two indi

viduals whose records indicated that they had been fired from competi

tive employment more than two times for social adjustment reasons. The 
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frequency of individuals who had no competitive work experience was as 

follows: modeling 5, role-playing 8, didactic 7, and control 3 (note 

that the control group has a total of N of 6 rather than 12). 

In the present investigations, experimental control of variability 

between leaders in treatment presentation was accomplished through pre

pared scripts and lesson plans. Basic inherent leader differences 

existing are (1) sex, (2) previous familiarity with the subject popu

lation, and (3) famiiliarity with the research hypotheses (female leader 

was the researcher). The process analysis revealed significant differ

ences in certain leader techniques during the 30 minute group inter

action period. The male leader continuously took a more verbally active 

role. The word count for both the variables leader prompting and leader 

information giving was higher for the male leader. Both leaders, how

ever, were quite directive by current therapy standard terminology 

(Patterson, 1973). Although differences in leader variables existed, 

the effect of any differential leader behavior during the 30 minute 

group process on the outcome performance of the role-playing group is 

considered negligible as is evidenced by (1) the siginificant posttest 

(Behavior Observation Test) change of the group as a whole (both leader 

groups combined) and (2) the fact that these leader technique differ

ences within the 30 minute group process were not specific to the role-

playing group, occurring under modeling and didactic conditions also. 

Beyond subject and leader considerations, another major concern in 

analyzing the significance of the role-playing condition is the inher

ent characteristics of the treatment itself. Of the three treatments, 

the role-playing condition was the only presession condition in which 
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the subjects were required to take a continuous active part. Pro

vision was made in both modeling and didactic treatments for subjects 

to respond to questioning regarding appropriate versus inappropriate 

behaviors. However, in the role-playing group, the implementation of 

the actual treatment presentation was dependent upon the subjects. 

During the initial session, the task of assuming and enacting a role 

was difficult. It was necessary for the leaders to provide support 

in the form of specific examples. In the later sessions, it was noted 

that more adept individuals began to assist other group members in 

carrying out their roles. The role-playing condition also forced the 

subjects to interact with each other—if only under the pretense of 

assuming another's role. 

A comprehensive analysis of the process involvement and the behav

ioral phenomenon demonstrated requires an evaluation of the verbal 

patterns occurring in the 30 minute group interaction periods which 

followed the treatment presentation. As indicated earlier, the hypoth

esis testing supported the assumption that the role-playing treatment 

condition would stimulate an increase in positive verbal patterns. The 

present analysis requires not only an evaluation of the positive verbal 

patterns but an evaluation of the other process variable considered 

in the post hoc analysis. As noted in the results section, several 

variables which were a part of the rating task (nonpertinent spon

taneous, incomprehensible prompted, subject expression of positive and 

negative feelings, leader negative statements, leader example giving) 

occurred with such low frequency that they will not be considered in 

this discussion. 
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The role-playing subjects demonstrated a rise in prompted per

tinent speech from the first to the last sessions. They also evidenced 

an overall increment in positive verbal patterns of spontaneous perti

nent speech. An analysis of the occurrence of prompted pertinent 

speech across time shows that 47% occurred in the first three sessions 

while 53% occurred within the final three sessions. Of the spontaneous 

pertinent speech, 44% occurred within the first three sessions and 56% 

occurred within the final three sessions. These increases in pertinent 

speech are, however, not unique to the role-playing group. As will be 

discussed later, prompted pertinent speech verbal patterns increased 

to different degrees in all groups and spontaneous pertinent speech in

creased under all conditions except the modeling group which showed 

a decrease in spontaneous pertinent speech in the final three sessions. 

A note of caution regarding the analysis of the changes across time 

should be made. Looking at the frequencies of the various speech cate

gories within each training session raises the question of whether the 

topics which were presented in the presession treatments (i.e., dis

cussing appropriate heterosexual relations versus being on time versus 

cursing on the job) did not pose differential stimulus value for verbal 

activity on different days. Moreover, the presession topics were un

avoidably confounded with the session or time effect. Consequently, 

with the exception of spontaneous pertinent speech, the analysis of 

process over successive sessions will be restricted to descriptive 

rather than inferential features. 

An examination of the process measures reveals several areas in 
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which the subject/leader verbalizations in the role-playing treatment 

can be differentiated from those in other treatments. The role-playing 

groups were distinguished not only by pertinent verbalization but by 

more constructive thinking, more interaction among subjects, and less 

disciplinary control exerted by the leader. 

Constructive thinking occurred with significantly greater fre

quency in the role-playing group than in other groups. This process 

variable tends to reflect some degree of insight into a problem. In 

essence it reflects some overt verbal expression of an adaptive approach 

to problems in the individual's work environment. Such expression 

occurred more than twice as often under role-playing than in any other 

group. 

As a m.easured process variable, fully 68% of the subject interaction 

noted occurred in the role-playing groups. Ideally, a group therapy 

situation will facilitate this "between subject interaction" among 

group members. Berzon et al. (1963) and Goldman (1971) consider this 

to be an essential feature in a group process. Yalom et al. (1970) 

report that the extent of verbalization among group members is a sig

nificant determinant of conditions which promote or impede the growth 

process. When examining the overall percentage distribution of the 

subject interaction variable, it is evident that a high percentage 

occurs within the female leader groups. In actuality, this high per

centage is not indicative of more subject interaction throughout the 

female sessions but of more interaction within one particular session 

(#3) in which appropriate heterosexual behavior in a work setting was 
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discussed. The implication is that leader sex differentiation is a 

significant consideration when discussing heterosexual behavior with 

the mentally retarded. Even when this session was excluded from the 

analysis, subject interaction was still significantly higher in 

frequency under role-playing than alternate groups. Thus, the role-

playing treatment per se seems a significant determinant of subject 

interaction frequency. 

A third distinguishing variable was leader disciplinary control. 

Disciplinary control refers to the instances in which leaders exerted 

direct behavioral control (i.e., recjuested subjects to sit down or to 

keep their hands to themselves). Only 4% of the total word count for 

this variable fell within the role-playing group. Thus, it can be 

concluded that the stimulation of the ongoing group process was such 

that extraneous activities did not occur with the same frequency as 

they did in other groups. Male and female leaders employed disciplinary 

control with approximately the same frequency. 

The leader behavior in the role-playing treatment can also be 

differentiated from that in other treatments. It is evident that the 

leaders played an active role in the group process with the highest 

frequency of leader information giving occurring in this treatment con

dition. It is also evident that the need for the leaders to stimulate 

subject verbalization by continuous prompting was less in the role-

playing groups than in the didactic group. 

One further process variable remains to be discussed and that is 

leader supportive statements. This variable refers to the leader 
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verbally responding to subject statements with positive reinforcement. 

This variable is distinguished by its low frequency of occurrence 

(total word count 149 wds.). Within the role-playing treatment, leader 

supportive statements occurred only one-half as often as they did in 

the modeling condition. It is significant to note that the majority 

of the time supportive statements were made by the female leader. The 

overall low frequency of occurrence did not affect the behavioral change 

outcome, which suggests that verbalized leader support is not an in

fluential variable in the present demonstration of training social skills 

to mildly retarded. 

In summary, during the 30 minute group interaction periods follow

ing the role-playing treatment presentation, the following occurred: 

(1) an increase in positive verbal patterns (spontaneous pertinent 

speech) similar to that in the didactic treatment, (2) an increase in 

prompted pertinent speech similar to that in modeling and didactic 

treatments, (3) significantly more constructive thinking than in the 

modeling or didactic treatments, (4) significantly more subject inter

action than in the modeling or didactic treatments, (5) significantly 

less disciplinary control than in the modeling or didactic treatments, 

(6) significantly less leader prompting than in the didactic treatment, 

and (7) significantly more information giving than in modeling treat

ments. In view of these differentiations, it becomes clear that the 

role-playing treatment can be distinguished from the other treatments. 

The significant implication is that the quality as well as quantity of 

positive verbal patterns is a key variable in determining the success 

of the group interaction and is a prerequisite to behavioral change. 
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Modeling—Its Significance and 
Its Nonsignificance 

Individuals who received the modeling (via videotape) treatment 

pressession condition did not demonstrate statistically significant 

change in the posttest "Behavioral Observation Test" analysis. This 

is contrary to the literature suggesting the value of modeling in 

creating behavioral change (Altman, 1973; Lovaas, 1966, 1968; Sarason 

& Ganzer, 1969a). However, the individuals who received the modeling 

presession treatment did have a consistently higher total word coiint 

in "spontaneous pertinent speech" than did individuals in either the 

role-playing or the didactic groups. The questions to be raised in dis

cussing this treatment condition are as follows: (1) What variables, 

if any, explain failure of this particular training approach to stimu

late the degree of verbal interchange that is prerequisite to behav

ioral change? (2) What variables, if any, explain the higher quantity 

of spontaneous pertinent speech demonstrated by individuals in the 

modeling treatment. 

As mentioned previously, the present study exercised a degree of 

research and statistical control sufficient to fulfill the assumption 

that subject and leader variability was at a minimum. It was pointed 

out earlier in the discussion that leader differences in technique during 

the group interaction period, while, present were consistently present 

throughout all treatments. Thus, this differentiation can not readily 

explain the differential success or failure of one particular treatment-

The modeling presession condition can be described as the most 

popular among subjects. As other subjects and workshop clients became 
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aware that the "TV" films were being shown, there was great curiosity 

and interest displayed. Observations of subject reactions during the 

presentation of the videotapes suggested that this medium of presenta

tion was quite entertaining. There was a great deal of cajoling, 

laughter, and vicarious identification as the subjects watched the 

various scenes. 

The process variable analysis for the modeling condition is dis

tinguished by having the highest overall word count in spontaneous per

tinent speech and the highest overall word count in prompted pertinent 

speech. "̂Then looking at the distribution over time, 43% of the prompted 

speech occurred within the first three sessions and 57% occurred in the 

final three sessions. The spontaneous speech, however, showed a decline 

from 53% in the first three sessions to 47% in the final three sessions. 

When content of verbalization is examined, the subjects under the 

modeling condition demonstrated less subject interaction than did the 

role-playing group and the least constructive thinking of all three 

groups. Additionally, in the modeling condition, the leaders' use of 

disciplinary control increased over that in the role-playing condition. 

The leaders' verbal involvement during the group interaction 

periods which followed the modeling presentation was minimal in com

parison to the other treatments. There was a smaller overall word count 

in leader information giving and in leader prompting than in the other 

treatments. It is speculative whether the above mentioned rise in 

overall subject verbalization and the decrease in leader verbalization 

are linked in a cause and effect relationship. The important fact is 
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that even though subject verbalization was high, the desired behavioral 

outcome (improvement on tiie Behavioral Observation Test) was not 

observed. 

In summary, the modeling technique seemed a preferred treatment 

medium among the subjects and did produce a higher quantity of subject 

verbalizations. However, unlike the role-playing treatment, the model

ing presession failed to stimulate the quality of verbalizations which 

the present research suggests are prerequisite to producing significant 

behavioral change. An explanation of this difference lies in the degree 

of leader and subject involvement required in the presession activities. 

Although watching the video tapes was entertaining, the fact that the 

subjects were allowed to rem.ain relatively passive may be a plausible 

explanation of why the subsequent group process failed to stimulate a 

significant degree of interaction or constructive thinking. Perhaps a 

more comprehensive modeling paradigm, in which subject enactment of 

the modeled behaviors is required, would produce more impressive results. 

Didactic—Its Nonsignificance 

The third treatment evaluated in the present research was a didactic 

approach. Although it occurred in small groups, the didactic condition 

was essentially a traditional teaching situation in which the leader 

talked about the behaviors in question, defining words, giving exaiiples, 

and questioning subjects. The subjects remained relatively passive 

throughout. It was evident that training the mentally retarded in social 

skills through the traditional didactic medium as conpared with 
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role-playing does not facilitate the group therapy behaviors necessary 

for significant behavioral change. 

When comparing the didactic approach to the modeling approach, the 

two can not be differentiated on the basis of subject improvement on 

the "Behavioral Observation Test." When looking at the process mea

sures, however, the verbalization patterns following the didactic pre

session condition were significantly different from those following the 

modeling condition. As in the other two conditions, there was a demon

strated rise in the prompted pertinent speech (from 34% in the first 

three sessions to 66% in the final three). As in the role-playing 

treatment, there was a rise in spontaneous pertinent speech (from 35% 

in the first three sessions to 65% in final three). The interesting and 

most significant comparison is betv/een the total word count in these 

categories. In comparison with the role-playing group's 1018 total 

words and the modeling group's 1135 total words in the prompted pertin

ent category, the didactic group had only 862 words. In comparison with 

the role-playing group's 1259 total words and the modeling group's 2469 

total words in the spontaneous pertinent category, the didactic group 

had only 448 words. 

Not only was the quantity of subject verbalization less in the 

didactic groups, but the quality, as measured by the process variables, 

was also less. The didactic group evidenced the smallest amount of sub

ject interaction of all three treatments. Verbalization of constructive 

thinking by the subjects was significantly less than in the role-playing 

group and essentially the same as that in the modeling group. 
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Regarding the leader verbal behavior in the didactic groups, both 

prompting and disciplinary control occurred with a higher frequency in 

this group than in either the modeling or role-playing groups. The 

leaders were quite active and information giving was significantly 

higher than in the modeling group, although not as high as the role-

playing group. Leaders tended to use supportive statements with sig-

ficantly less frequency in the didactic group than in the others. 

It should be rejnembered, however, that few supportive statements were 

observed in any treatments. In conclusion, it can be stated that, of the 

three conditions evaluated in the present research, the didactic treat

ment was the least effective in producing high quantities and qualities 

of verbalization within groups. 

A possible explanation for the didactic treatment condition's fail

ure to stimulate a cohesive group process or subsecjuent behavioral 

change lies within the media of presentation and the degree of subject-

leader involvement required. Verbally communicating information to the 

retarded, particularly such abstract concepts as social skills, was not 

shown to be effective. As in the modeling treatment, subject involve

ment in treatment presentation was minimal. Leaders in the didactic 

treatment were required to take an active role in presenting the pre

scribed material. However, as in traditional teaching situation, this 

role did not necessarily include subject-leader interaction. 

Placebo Control—Its Nonsignificance 

The placebo control group in the present investigation failed to 

demonstrate significant change on the posttest "Behavioral Oservation 
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Test." The placebo control group met in an unstructured situation for 

the Scime time periods as the three treatment groups. The female leader 

was present as a mediator during these meetings. Audio tape recordings 

were made of the group sessions in order to replicate the same procedure 

pattern being carried out within the other treatments and to have a 

record of the group activities. The statistical analysis of posttest 

"Behavioral Observation Test" scores indicated that the placebo control 

group did not change significantly. 

Summary 

In conclusion, the present investigation demonstrated role-playing 

to be more effective than didactic or modeling conditions in producing 

the participatory behaviors requisite to more effective group treatment 

with mildly retarded. Further, the investigation demonstrated that 

changes in the targeted behaviors for the role-playing subjects general

ized to a significant extent to the subjects' actual work setting as 

measured by the "Behavioral Observation Test." Rationale for the effect 

lies in the continuous active nature of the treatment presentation and 

the subsequent occurrence of such meaningful group processes as per

tinent speech, constructive thinking, and active interaction with other 

social agents. 



, CHAPTER V 

SUMilARY AND CONCLUSIONS 

Research exists supporting the critical nature of training in the 

area of social behavior skills to the habilitation of the retarded 

(Bloom 1962; Cobb, 1970; Gold, 1972; Oswald, 1960). The present study 

was an investigation into three prospective approaches to training the 

mildly retarded in such skills through the medium of group therapy. The 

training in the present investigation centered around specific target 

behaviors identified as social skill problems in the subject population. 

Subjects were mildly retarded males (N = 42) taking part in a prevoca

tional sheltered workshop program at Harris County Center for Retarded, 

Houston, Texas. The research was carried out within a pretest-posttest 

control group design with random subject assignment. Each treatment 

condition was presented by a male and a female leader. Each of the 

nine sessions consisted of a 15 minute treatment exposure (modeling via 

video tape, role-playing, or didactic) followed by a 30 minute group 

interaction period. Treatment effects were anlayzed by examining out

come and process variables. The dependent measure of treatment outcome 

was a "Behavioral Observation Test" completed by the individual sub

ject's trainers. Statistical analysis showed role-playing to be sig

nificantly more effective than the didactic treatment in stimulating 

group interaction as measured by process variables and significantly 

more effective than the modeling didactic or control groups in stimulat

ing the desiroisubsequent behavioral change. Neither modeling nor 
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didactic treatment approaches were demonstrated to be effective agents 

of behavioral change. The modeling treatment did stimulate significant 

cimounts of spontaneous pertinent speech. 

Implications arising from the process analysis are that the suc

cess or failure of the training approach lies in the medium of presen

tation. The role-playing presession treatment was characterized as 

requiring more continuous subject involvement and the group interaction 

periods following the role-playing exercises were characterized by an 

increase in quantity and quality of verbal communications. 

Limitations of the Study 

A number of limiting conditions must be acknowledged in considering 

the inferences resulting from the present study. One class of inferen

tial constraint derivesj from imprecision in the activities of the group 

leaders. Certainly, leader attributes differed in a number of poten

tially salient dimensions. Moreover, the leader-subject history of 

prior interaction was neither controlled nor completely delineated. 

The extent to which leaders adhered to the procedural instructions can 

be questioned, particularly within the group sessions. While precise 

leader instructions and reciprocal observation of sessions between the 

two leaders appears to have obviated differential outcomes, the marked 

differences in process measures suggest that careful attention must be 

given to this variable in future studies. 

Other potential contaminants in the present work include the pros

pect that observer bias was only partially controlled and both the sub

jects and targeted behaviors are not necessarily representative of other 
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potential settings for such applications. Certainly, the "Behavioral 

Observation Test" had inherent limitations and the covariant analysis 

does not completely assure the omission of error from this source. 

Finally, as in any eixperiraental analogue, questions can always be 

raised about the extent to which the present treatment procedures ac

curately mirrored the essential components of modeling, role-playing, 

or didactic training approaches. 

Recommendations for Future Research 

While the preceding criticjue implies a number of refinements ap

propriate to future research, several additional directions should be 

considered in such investigations. Replication of the work assumes 

paramount importance. However, future replications should incorporate: 

(1) additional group leaders to address the resilience of treatment 

effects to variations in leader attributes, (2) additional control sub

jects including a "no contact" group to mitigate against the possible 

"Hawthorne effect" operating in the nonsignificant trend toward improve

ment in the present study's placebo control group, and (3) a more 

extended follow-up period to substantiate posttreament maintenance of 

behavior change. 

Beyond a concern for replication and enhanced methodological pre

cision, the present study poses several questions of some promise for 

future research- One question of interest relates to the comparison of 

such treatments when applied under optimal conditions. The present study 

imposed some constraints in order to maximize the comparability of the 

three treatments. It is possible, for example, that a didactic approach 
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might effect marked behavior change under procedures allowing for 

certain adjuncts to the lecture format and more personalized content 

(e.g., humor) to the oral presentations. A second area of promise 

seems likely in addressing the necessary component of these alternate 

procedures. Video taped presentations may vary widely in audience 

impact and do not represent a singular parameter when their content is 

only globally specified. Accordingly, efforts to calibrate the differ

ential impact of alternate tapes for the audience represents a major 

consideration in assigning some ultimate rank to this treatment medium. 

Finally, the degree of active subject involvement in the respective 

treatments may prove more critical than the generic medium involved. 

The differential process findings between treatments considered in 

the present study seem consistent with this view. Accordingly, model

ing and didactic formats might be productively improved with the incor

poration of features to assure more active subject involvement in the 

ongoing process. 

Conclusions 

The data collection and statistical analysis support the following 

concluding statements: 

(1) The social skills of mentally retarded males, within the IQ 

range of 50-75, can be improved through the medium of group 

therapy if the group process is preceded by role-playing 

exercises. The content of the role-playing exercises should 

be specific to the social skill problem areas. There is 
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evidence that the active nature of the role-playing exercise 

and the interaction bett̂ 'een group members generalizes to the 

group process. 

(2) Modeling (via video tape), in that it stimulates increased 

positive verbalization pattersn, shows promise as a poten

tially effective medium for stimulating the necessary group 

involvement for training of social skills. 

(3) As implemented in the present study, didactic instruction 

appears ineffective as a menas of promoting group involve

ment in addressing social skill deficits among mild to moder

ately retarded males. 

The present study confirms previous research (Levitt & Jennings, 

1965, Long, 1959; Taylor, 1969) relative to the effectiveness of role-

playing as an agent of behavioral change in the mentally retarded. The 

study supports the existing research relative to the importance of 

verbalization among group members for the growth process (Yalom, 1970). 

Most importantly, it replicates previous group therapy finding which 

demonstrated that a positive outcome is not so much a function of quantity 

of verbalizations as their meaningfulness, i.e., concreteness, pertin

ence (Sechrest & Berger, 1961; Truax, 1961). 

As noted in the literature review, empirical, research in the area 

of training of social skills to the retarded is sparce or nonexistent. 

The present investigation is an evalutation of prospective solutions for 

the problem of the social skill deficits in mildly retarded. The results 
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have significant training implications and should be of value to indi

viduals within state schools and special education systems responsible 

for the habilitation of mildly retarded. 
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Selkin, J., & Meyer, G. Group therapy enters the sheltered workshop. 
Journal of Rehabilitation, 1960, 26, 8-10. 

Shafter, A. The vocational placement of institutionalized mentally 
defective in the United States. American Journal of Mental De
ficiency, 1954, 59̂ , 279-307. 

Sigel, S., Nonparametric statistics for the behavioral sciences. New 
York: McGraw Hill Book Company, 1956. 

Slavson, S. Analytic group psychotherapy. Columbia; University Press, 
1950. 

Smith, A., Bassin, A., S'Froehlich, A. Changes in attitudes and degree 
of verbal participation in group therapy with adult offenders. 
Journal of Consulting Psychology, 1960, 3^, 247-249. 

Snyder, R., & Sechrest, L. An experimental study of directive group 
therapy with defective delinquents. American Journal of Mental 
Deficiency, 1959, 6_4, 117-123. 

Spitz, H. H. Field theory in mental deficiency. In N. R. Ellis (Ed.), 
Handbook of mental deficiency. New York: McGraw Hill, 1963. 



119 

Spivack, J. Critical incidents in counseling: Simulated video 
experiences for training counselors. Counselor Education & 
Supervision, 1973, !£, (4), 263-270. 

Sternlicht, M. Psychotherapeutic procedures with the retarded. 
In Ellis, N. (Ed.) International review of research in mental 
retardation, Vol 2. New York: Academic Press, 19661 

Sternlicht, M. Mental retardates prepare for community living. 
Willowbrook State School. New Yo'rkl State Publication, 1973". 

Stevens, W., Pock, J., & Veldman, D. Personality and success profiles 
characteristic of young adult male retardates. American Journal 
of Mental Deficiency, 1968, 73̂ ^ (3), 405-413. 

Strum, T. The behavioral aspects of psychodrama. Group Psychotherapy, 
1965, !£, 50-64. 

Taylor, J. Role playing with borderline and mildly retarded adoles
cents in an institution setting. Exceptional Children, 1969, 36, 
205-208. 

Tizard, J. Longitudinal and follow-up studies. In A. Clarke & A, Clark 
(Eds.) Mental Deficiency. Illinois: The Free Press, 1958, 422-449. 

Tizard, J. The role of social institutions in the causation, prevention 
and alleviation of mental retardation. In Haywood (Ed.) Socio cultural 
aspects of mental retardation. New York: Appleton-Century-Crofts, 
1968. 

Thompson, T., & Grabowski, J. Behavior modification of the mentally 
retarded, Library of Congress # 72, 129360, 1972. 

Tredgold, A. A textbook of mental deficiency. Baltimore: Wood Press, 
1937. • 

Truax, C, The process of group psychotherapy: Relationship between 
hypothesized therapeutic conditions and intrapersonal exploration. 
Psychological Monographs, 1961, 7, 75, 

Turnure, J., & Zigler, E. Outer-directedness in the problem solving of 
normal and retarded children. Journal of 7\bnoirmal and Social Psycho
logy, 1964, 64, 427-436. 

Ullman, D. Discrimination learning in mentally retarded and normal 
children as a function of the number of relevant dimensions. Un-
published Masters Thesis, University of lovra, 1970. 



120 

Vail, D. An unsuccessful experiment in group therapy. American 
Journal of Mental Deficiency, 1955, 60, 144-151, 

Vernardos, M., & Harris, M. Job interview training with rehabili
tation clients: A comparison of videotape and role playing pro
cedures. Journal of Applied Psychology (in press). 

Water, G. Predicting success for mentally retarded adults. Research 
and Demonstration Grant, Social and Rehabilitation Services, 4 (1), 
August, 1970. 

Wilcox, J., & Guthrie, G. Changes in adjustment of institutionalized 
female defectives following group psychotherapy. Journal of Clini-
cal Psychology, 1957, j^, 9-13. 

Wilmer, H. Innovative uses of videotape on a psychiatric ward. Hos-
pital and Community Psychiatry, 1969, 5, 21-25. 

Windle, C. Prognosis of the mentally siibnormal. American Journal of 
Mental Deficiency, 1962, 66, Monograph Supplement. 

Wolpe, J. The practice of behavior therapy. New York: Pergamon Press, 
1959. 

Yalom I., Thinklenberg, J,, & Gilula, M. Curative factors in group 
therapy. In I. Yalom (Ed.) The theory and practice of group psy
chotherapy. New York: Basic Books, Inc., 1970. 

Yalom I. The theory and practice of group psychotherapy. New York: 
Basic Books, Inc., 1970~ 

Zeaman, D., & House. The role of attention in retardate discrimination 
learning. In N. Ellis (Ed.) Handbook of mental deficiency. New 
York: McGraw-Hill, 1963. 

Zigler, E. The retarded child as a whole person. In D. Routh, (Ed.) 
The experimental psychology of mental retardation. Chicago: Aldine 
Publ., 1973. 

Zigler, E., & Harter, S. The socialization of the mentally retarded. 
In D. Goslin, (Ed.) Handbook of socialization theory and research. 
Chicago: Rand McNallyT~1969, 1065-1102. 

Zimmerman, B., & Rosenthal, T. Concept attainment, transfer and re
tention through observation and rule provision. Journal of Exper-
imental Child Psychology, 1972, 14, 139-150. 



APPENDIX 

A. Demographic Data on Subjects in Respective Treatment-Leader Group 

B. Work History Information on Subjects in Respective Treatment-
Leader Groups 

C. Medical Information on Subjects in Respective Treatment-Leader 
Groups 

D. Specific Instructions for Group Sessions 

E. Social and Work Behaviors Script 

F. Lesson Plans for Didactic Instruction 

G. Rater Instructions 

H. Frequency of Individual Behavior Occurrence from the Pre 
"Behavioral Observation Test" 

I. Selected Examples of Transcribed Tapes 

J. Inter-Rater Agreement on Rating Task 

K. Word Count of Low Frequency Leader Process Variables 

L. Word Count of Low Frequency Subject Process Variables 

M. Behavioral Observation Test 

N. Raw Data for Chi Square Analysis 

121 



•H 

C 
0) 

Di 

§ 

a) 

I 

c o 

Id 
0) 
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Appendix D 

Specific Instructions for Group Sessions 

Pre-Session Modeling and Group Session; 

1. Presentation of the audio-visual tapes specified for the session. 
The actual time for each taped session is 5-8 minutes. It is in
tended that after presentation of each positive and negative com
bination of a behavior, the tape will be stopped to allow for ques
tioning the Ŝs as to the appropriateness of the behaviors. Total 
video tape presentation time will be 15 minutes. 

2. Group interaction and discussion of the behaviors demonstrated both 
in regards to the preferred behavior and the impact of both positive 
and negative behaviors on other individuals in the film. The group 
leaders will be instructed to use directive techniques and to struc
ture all group interactions as follows: 

"Today we have seen Bill and Barry do . . . Now we are going to 
spend about 30 minutes talking about these kinds of problems. I 
would like to know how you feel about this kind of behavior—if 
you have ever had a similar kind of problem and how you handled 
it." 

The group leader will elicit illustrative material from the group 
members, attend to the ongoing process, make interpretive and re
flective statements. 

This group interaction portion of each training session will last 30 
minutes and will be recorded to allow for measurement of process var
iables. 

Pre-Session Role-Playing and Group Session 

1. General Introduction: 

"Last time I showed you how to role play. What we are going to be 
doing over the next few weeks is talking about some of the different 
kinds of problems that can happen on your job—but we're not going 
to just talk about them, we're going to act them out like we did 
last week—sometimes you will play the part of the boss sometimes 
the worker and sometimes you'll just be part of the audience." 
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Introduction of Target Behaviors: The leader will introduce each 
training session in a manner similar to the introductions used in 
the video tapes altering the scripts as appropriate. For example 
training session I will begin: 

"O.K. now the things we are going to role play today are about you 
and your boss. I guess you call your boss a trainer—anyway we 
know who we're talking about, the guy who tells you what to do and 
when you are doing it wrong. I guess you've probably had a lot of 
guys telling you what to do. Anyway you know that bosses come in 
all sizes and shapes and also some of em treat you different. May
be you even do better with some kinds of bosses than others. Now 
we are going to role play some scenes of you and your boss." 

Assign roles: The positive and negative interpretations of three 
scenes will be role played in each training session. Each scene has 
two main characters. The roles will be assigned so that during each 
training session all individuals will play one of the main roles. 

Acting out the specified scenes: The actual time for each scene will 
be held to five minutes so that the role playing exercise does not 
exceed 15 minutes. Where necessary the group leader will prepare the 
Ŝs by giving examples from the script. 

2. Group interaction and discussion of the behaviors role played—both 
in regards to the preferred behavior and the impact of both positive 
and negative behaviors on other individuals in the scene. Again the 
group leaders will be instructed to use directive techniques and to 
structure all group interactions as follows: 

"Today we have seen and role play . . . Now we are going 
to spend about 30 minutes talking about this kind of problem. I 
would like to know how you feel about this kind of behavior. If you 
have ever had a similar kind of problem and how you handled it." 
The group leader will elicit illustrative material from group mem
bers, attend to the ongoing process, make interpretive, reflective 
statements. 

This group interaction portion of each training session will last 30 
minutes and will be recorded to allow for measurement of process var
iables. 

Pre-Session Didactic Instruction and Group Session: 

1. Again the target behaviors specified for discussion during each ses
sion will be those from the video tape script. 
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Introduction of Target Behaviors: The leader will introduce each 
training session in a manner similar to the introductions used in 
the Modeling and Role-Playing treatments. For example training 
session I will begin: 

"O.K. now the things I am going to talk to you about today have to 
do with you and your boss. I guess you call your boss a trainer— 
anyway we know who we're talking about,, the guy who tells you what 
to do and when you are doing it wrong. I guess you've probably had 
a lot of guys telling you what to do. Anyway you know that bosses 
come in all sizes and shapes and also some of em treat you different. 
Maybe you even do better with some kinds of bosses than others. Now 
I want to tell you some things about getting along with your boss." 

The leader will present information in an instructive way relative 
to the specified behaviors (15 minutes). Content of the Pre-Session 
Didactic Instruction will be specified (Addendum C). 

2. Group interaction and discussion of the behaviors presented—both in 
regards to the preferred behavior and the impact of both positive and 
negative behaviors on other individuals in situations on the job. 

The group leaders will follow the same instructions relative to such 
leader techniques as eliciting illustrative material, attending to 
the ongoing process, making interpretive and reflective statements. 

This group interaction portion of each training session will last 
30 minutes and will be recorded to allow for measurement of process 
variables. 
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Appendix E 

Social and Work Behaviors Script 

First Training Session 

Introduction: Two main characters talking directly to the camera. 

"Hi—my name is Bill, and this is my friend Barry. We work in a 
shop doing lots of different things. During the next few weeks 
you're going to be seeing us in this film. We want to show you 
some of the different kinds of problem.s which happen to us at work. 
Sometimes the problems are with the boss, sometimes with the other 
guys we work with. I want you to watch very carefully because you 
V7ill see each scene two times. They won't be exactly the same and 
what you are going to do is decide if the first or the second one 
was the best way to behave—you know which way you would have han
dled it if you had this job and you didn't want to get fired. Re
member to watch and listen carefully before you decide." 

Second Character: 
''O.K. now the thing I want to talk to you about today is my boss. 
I guess you call your boss a trainer—anyway we know who we're 
talking about, the guy who tells you what to do and when you are 
doing it wrong. I guess you've probably had a lot of guys telling 
you what to do. Anyway you know that bosses come in all sizes and 
shapes and also some of em treat you different. Maybe you even do 
better with some kinds of bosses than others. Now I want to show 
you some scenes of how Bill and I work with our boss." 

Scene lA: Target Behavior: Attending, Listening 

Boss: "Now pay attention Bill—this is something new. First I 
want you to put this piece of pipe on here and the larger 
one on here . . . (demonstrates). Do you understand?" 

Bill; Obviously concentrating on something else. 
"Oh sure boss, I can do it." 

Boss; "O.K. Let's see you try it." 

Bill; ''Now I take this . . . " Tries but messes up. 

Boss: "O.K. now I'll show you one more time—but pay attention or 
you won't be able to do it," Explains the procedure again. 

As the boss explains what to do one of Bill's friends walks 
up and they begin a conversation. 

Boss; "Bill I'm getting tired of showing you what to do when you 
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aren't even paying attention, now do you want to work here 
or not?" 

Seen IB 

Boss: "Now pay attention Bill—this is something new. First I ... 
(repeats instruction) Do you understand? 

Bill: Paying attention this time. 
"Oh sure boss, I can do it." 

Boss: "Well let me see you try." 

Bill: "O.K. Let's see . . ." Tries but gets confused toward the 
end of task. 

Boss: "That's pretty good Bill, let me show you how to finish it." 

Scene IIA: Target Behavior: Cooperation with Boss 

Boss: "Bill I wnat you to help me unload that truck out back." 

Bill: "I sure don't want to." 

Boss: "Come on Bill I'll just need your help for a few minutes," 

Bill: "O.K. I guess it won't hurt me this one time." 

Boss: "Thanks a lot Bill, it makes it nice to work with guys like 
you." 

Scene IIB 

Boss: "Bill I want you to help me unload that trudk out back." 

Bill: "Hell, I ain't goin to do that—that's not my job." 

Boss: "Come on. Bill I'll just need your help for a few minutes." 

Bill: "It ain't fair—why don't you ask Mark he's just been sit
ting around all day." 

Scene IIIA: Target Behavior: Understanding Instruction, Information 
Seeking 
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Boss: "Say Bil],, I've got several things I want you to do this 
morning. First take all those old cartons out back and put 
them in the incinerator. Then mop this store room and put 
plenty of disinfectant in the water. After you finish that 
you can go out front and help John stack that wood." (walks 
off) 

Bill; (confused) "I wonder where he wants me to put them boxes? 
Only thing out back is the garbage burner. Guess I had bet
ter check with him cause I'm not sure what that disen . . . 
cleaner stuff looks like. No point in doing it wrong." 

Scene IIIB 

Boss: "Say Bill, I've got several things I want you to do this 
morning. First take all those old cartons out back and put 
them in the incinerator. Then mop this store room and put 
plenty of disinfectant in the water. After you finish that 
you can go out front and help John stack that wood." (walks 
off) 

Bill: (confused) "I wonder where he wants me to put them boxes? 
Only thing out back is the garbage burner. Oh well he pro
bably would think I was dumb if I asked him to tell me over. 
Lets see I forgot what that disin . . . that cleaner looks 
like." 

Second Training Session 

Introduction: 

Bill: "Today I want to show you how I get along with the guys I 
work with. I guess you must work with a lot of different 
guys and girls too on your job. Anyway some of em are pro
bably hard to get along with. Maybe you even get mad once 
in a while—let loose a little. Remember you'll see each 
scene two times and one time will be the best way to handle 
this kind of problem on your job," 

Scene lA: Target Behavior: Temper Under Control 

A fellow worker aggravates Bill by bumping into him and 
making him drop what he is doing. 

Bill: "Damn it Joe can't you watch what you're doing?" 
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Andy: "Well I d i d n ' t mean t o . " 

B i l l : "Look what you made me do, you dummy. I'm going t o have 
to s t a r t a l l ove r . " 

Andy: "Yeah, and I ' d do i t again i f I had a chance," 

Scene IB 

B i l l : "Andy c a n ' t you watch what y o u ' r e doing?" 

Andy: "Well I d i d n ' t mean t o , " 

B i l l ; "Yeah well I'm going to have t o s t a r t ove r , " 

Andy; " I 'm sor ry B i l l , " 

B i l l : "Yeh wel l i t s 0,K," 

Scene IIA: Target Behavior: Cooperation with Peers 

New coworker approaches B i l l with d i s t r e s s e d look on 
h i s face , 

Nancy: "Oh boy, I messed up. You showed me how to do i t but 
I s t i l l messed up." 

Barry: "Nancy what you ought to do i s c a l l me whenever t ha t 
happens and I ' l l come over and he lp you." 

Nancy: "Gee thanks Barry, t h a t makes me fee l b e t t e r , " 

Scene IIB 

Nancy: 

Barry: 

"Oh boy, I messed up. You showed me how t o do i t but 
I s t i l l messed up ," 

"What did you do t h a t fo r . How many times do I have t o 
t e l l you not t o t r y to do t h a t wi thout me out there 
t o he lp you. You're the dumbest th ing I ' v e ever seen . 

Scene I I IA: Target Behavior: F ight ing 
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Barry: "Hey I heard what you said cibout me and Diane and I don't 
like it." Pushes Joe backwards which causes a fight. 

Scene IIIB 

Barry: "Hey Andy, I heard what you said about me and Diane and I 
don't like it." 

Andy: "Gee I was only joking, you know you're always saying goofy 
things about me and my girl—I didn't mean nothing by it," 

Third Training Session 

Introduction: 

Barry: "Last time we talked about some of the problems I have with 
the guys I work with. Today I want to talk some more about 
how I get along with the other people who work here. I know 
sometimes it is hard to keep from really talking to some of 
my friends, I think some of the guys and girls are really 
good friends and I like to talk to them and hear v;hat they've 
been doing and all. And there is one girl Ann who is kind 
of special—you know I like her a lot anyway I guess it is 
easy to forget that I'm supposed to act different here at 
work than at other times." 

Scene lA: Target Behavior: Appropriate Social Behavior 

Barry's girlfriend walks by carrying some papers. 

Ann: "Hi, Barry, looks like you are pretty busy today," 

Barry: "Oh hi Ann, I didn't see you come by. What are you doing?" 

Ann; "Mr, Kelly asked me to take these papers out front," 

Barry: Takes her hand, "Oh, well I sure am glad to see you this 
morning," 

Ann: "Hey Barry don't you think you should get to work? I don't 
want you to get fired." 

Barry: "Yeh I guess you're right, it's not too good an idea for me 
to be standing over here. The boss is real nice but I sure 
don't want to do nothing to make him mad." 
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Scene IB 

Ann: "Hi Barry, looks like you are pretty busy today." 

Barry: "Oh hi Ann, I didn't see you come by. What are you doing?" 

Ann: "Mr. Kelly asked me to take these papers out front." 

Barry; Takes her hand, "Oh, well I sure am glad to see you this 
morning." 

Ann: "Hey Barry, don't you think you should get to work, I don't 
want you to get fired." 

Barry; "Aw no its O.K. The boss is a real nice guy, he don't care 
what I do as long as I get the work done eventually. So 
are you gonna be able to go to the show tonight? . II 

Scene IIA; Target Behavior; Excessive Talking 

The boss is giving instructions to Barry and two other guys 
indicating he is in a hurry to get the job done. 

Boss: "Now I think you guys understand what I want you to do, re
member the customer wants to pick this up tonight so you'll 
have to really move to get it finished." (walks off) 

Barry; "Hey did you guys see that ball game on T.V. last night?" 

Barry and coworkers engage in conversation about the ball 
game and work at a very slow pace. 

Scene IIB 

Boss; "Now I think you guys understand what I want you to do, re
member the customer wants to pick this up tonight so you'll 
have to really move to get it finished," (walks off) 

Barry; "Hey did you guys see that ball game on T,V, last night?" 

Barry and coworkers engage in a conversation about the ball 
game for a short while. 

Barry; "Golly I guess we'd better cut the gab and get to work or 
we'll never get this order out." 
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Scene IIIA: Target Behavior: Griping 

Don: "I sure am getting fed up around here. You come to work on 
time and they give you too much work , , , before you're 
through with one thing they are giving you another job. 
Some of these things I don't know anything about doing," 

Barry; "Yeh, things are getting kind of bad, but how come all you 
do is complain. Maybe we could make some suggestions to 
the boss-r—can't hurt anything." 

Don; "It won't do us no good^—we're just the slaves, the boss 
ain*t going to listen to us," 

Barry: "Well I got to go back to work now," 

Scene IIIB 

Don; "I sure am getting fed up around here. You come to work on 
time and they give you too much work , , , before you're 
through with one thing they are giving you another job. 
Some of these things I don't know anything about doing." 

Barry; "Yeh, things sure are getting tough—you're right about 
that we keep getting more and more work to do. Maybe we 
should complain to the boss. What do you think?" 

Don: "It won't do us no good—we're just the slaves, the boss 
ain't going to listen to us," 

Barry; "Yeh, I guess you're right," 

Fourth Training Session 

Introduction: 

Barry: "Today I want to talk with you about a very important part 
of your job and that is being on time-̂ -of course I know 
that it is nothing new to you, people have always been tell
ing you don't be late, be on time but I wonder if you ever 
really stopped to think about why--so you're a few minutes 
late, its not the end of the world, that work will still be 
there. Why don't we look at a few examples of ways to han
dle this problem of being on time. 

Scene lA: Target Behavior; Being on Time 
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Clock reading 8:30 and several workers standing around 
ready to begin work. Barry walks in just on time. 

"Wow, (glancing at the clock) I just made it, I guess I'm 
going to have to quit stopping off at the 7-11 on my way 
into work." 

Scene IB 

Barry; 

Boss; 

Same scene, time 8:45, Barry comes in out of breath, 

"I guess I'm a little late, there was a long line at the 
7'-ll store and I stopped to buy some cigarettes," 

"You know what time your job starts Barry and I expect you 
to be here," 

Scene IIA; Being on Time 

Boss: 

Barry; 

Boss; 

Barry; 

"Hey Barry, I've been noticing your time card. Seems like 
you've been late quite a number of times," 

"Oh really, guess I just forgot to punch in right away when 
I got here- You know I can't get used to that machine. 

"Now Barry you go right by the time clock on your way in 
and I've noticed you always stop and punch in." 

"Guess I just missed it a time or two, and besides the way 
you have my hours so mixed up, anybody could get confused." 

Scene IIB 

Boss: "Bill, I've been noticing your time card. Seems like you've 
been late quite a number of times." 

Bill; "Yeh boss, I'm sorry about that." 

Boss: "Well I can't have you coming in late I need you here on time 
every work day," 

Bill: "Boss I wonder if you would mind writing those times down for 
me so I could show it to the guy I live with," 

Boss; "Sure Bill I'll be glad to." 
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Bill: "You know sometimes I get mixed up with my schedule changing 
so much, you know, I have trouble remembering." 

Scene IIIA; Target Behavior; Leaving Job Station Without Permission 

Barry leaves without asking permission. After several 
minutes Barry does not return. Boss keeps looking at jiis 
watch. 

Boss: When Barry finally returns. "Where have you been. I can't 
plan to get all this work out .if you're going to disappear 
every few minutes," 

Scene IIIB 

Barry: "Hey I'll be right back boss, I'm going to the restroom." 

Boss: "O.K. vn V M 

Barry returns in reasonable length of time and Boss obvious
ly approves. 

Scene IVA: Target Behavior: Taking Responsibility 

Boss: "Bill I hired you on Monday and here it is Wednesday, what 
happened to you?" 

Bill: "Well nobody told me what time to come in," 

Boss: "Well if you were not sure why didn't you ask?" 

Bill: "Well I haven't been feeling too good, I got these stomach 
problems. Could you go ahead and pay me and count it out of 
my sick leave?" 

Boss: "I want to know how often you get sick like this." 

Bill; "Oh hardly ever. But I had another problem too^-you see I 
didn't have no way to get here either." 

Boss; "Well that is your problem Bill not mine. If you want to 
work you will have to furnish the transportation, and you'll 
have to show me that I can depend on you to be here on time." 
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Scene IVB 

Boss: "Bill I hired you on Monday and here it is Wednesday, 
what happened to you?" 

Bill: "Yeh well there were a couple of things. I want to 
apologize. First it was my transportation. I couldn't 
get here and I also wasn't feeling too good." 

Boss: "Well why didn't you call?" 

Bill: "Gee I don't know, I'm sorry. Guess I v/asn't tliinking." 

Boss: "Well it is .understandable that you might get careless once 
in a while. But I want you to know that this job is demand
ing in terms of your being here and on time." 

Fifth Training Session 

Introduction: 

Barry: "Hi. . .1 guess you're wondering what kind of things we're 
going to get into today. Let's see we've already talked 
about my boss and being on time and having fights and of 
course my girlfriend Ann. Today maybe we should talk about 
some little things that might happen at work to cause pro
blems, like occasionally, I'll decide to bring something 
from home to show the guys, or sometimes I'll forget my cig
arettes, I know some of you guys probable smoke and I'm not 
going to talk about whether you should smoke or not—cause 
I guess that's something you have to make up your own mind 
about. What I want you to watch for today is how smoking 
at work affects me." 

Scene lA: Target Behavior: Borrowing Cigarettes i.e, has own personal 
items. 

Boss has just told them to take a break, Barry and 
friend sit down together, 

Barry: "Hey, Mike, can I bum a cigarette?" 

Mike: Obviously upset, "Barry you never have any cigarettes. You 
know if you're going to smoke you should at least bring 
your own cigarettes." 

Barry: "Yeah I guess it does kind of aggravate other people, well 
I'm trying to quit anyway, guess this is as good a time 
as any." 



Scene IB 

Barry; 

Mike: 
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"Hey Mike can I bum a cigarette?" 

Obviously upset, "Barry you never have any cigarettes, you 
know if you're going to smoke you should at least bring your 
own cigarettes," 

Barry: "Gee what a grouch, all I want is one cigarette," 

Scene IIA: Target Behavior: Smoking at Work Station 

Barry lights up a cigarette at v/ork and places it on the 
edge of the work table. 

He forgets about the cigarette and it falls off into some 
scrap wood starting a fire. 

Scene IIB 

He notices the cigarette immediately and puts it out. 

Barry: "Wow did I ever do a dumb thing, that could of fallen off 
and started a fire," 

Scene IIIA: Target Behavior: Bringing Inappropriate Personal Items From 
Home 

Boss: 

Bill has brought a knife from home and is showing it a-
round to the guys. 

"Bill you know it is against the rules to bring things like 
that to work, give it to me and get back to work," 

Scene IIIB 

Bill: "Gee I got a new knife last night to use when my dad and I 
go hunting, you guys will have to come over to the house and 
see it," 

Showing knife off to fellow workers. 
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Sixth Training Session 

Introduction: 

"Well so far we've been together about five times and I guess you've 
seen Bill and I do some things which aren't too cool. Well maybe 
you've started to think about how many things happen at work—you 
know how many times every day you have a chance to either do some
thing right or wrong and it all adds up to being worth a lot to your 
boss or maybe his wanting to fire you. Today I'm going to be doing 
a few more things which make a difference in how much work I get done 
One thing for sure no matter where you v/ork they're always v/anting 
you to prcDduce a lot—make more benches, sweep the floor faster. - ." 

Scene lA: Target Behavior; Excessive Staring Resulting in Decrease in 
Production 

No dialogue—worker responds to the presence of a new co
worker by staring. The new worker becomes obviously un
comfortable and responds. 

Don: "Well what are you looking at?" 

Scene IB 

Same situation only the worker catches himself staring 
and goes back to work. 

Scene IIA: Target Behavior: Excessive Talking 

Several coworkers gathered in a group engaged in lengthy 
conversation—boss approaches obviously angry. 

Boss: "All right you guys what do you think I hired you for. . ." 

Scene IIB 

Same situation only after a couple of minutes workers 
catch themselves and return to work. 

Scene IIIA: Target Behavior; Working too Rapidly 
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Workers are assembling items and Barry is making quick 
jerky movements obviously making mistakes as he goes a-
long. 

Boss; Walks up, "Slow down Barry, you're trying to do that t<X) 
fast and making a lot of mistakes," 

Scene IIIB 

Same scene but working at a monitored pace^—^boss walks by 
and gives approval. 

Seventh Training Session 

Introduction: 

Barry: "Well here we are again—you know there's something we really 
haven't talked about yet and that is do you really want to 
have your job. My boss calls it motivation. Sometimes he 
says that I'm not motivated--I think what he means is I'm 
lazy, 

"Something I really have a hard time v/ith is falling asleep 
••-'-especially on hot afternoons, when I didn't get much sleep 
the night before and there's not that much work to do any
way. Talk cibout a good way to get yourself in trouble-— 
watch and I'11 show you what I mean." 

Scene lA; Target Behavior; Staying Awake on the Job 

Several individuals seated doing assembly task. 

No dialogue. Worker begins to fall asleep, catches him
self and gets up to move around. 

Scene IB 

Same scene except worker falls asleep and the boss appro
aches. 

Boss: "Wake up Barry, I'm not paying you to sleep, one more time 
and I'll have to fire you." 



141 

Scene IIA; Target Behavior: Willingness to Try New Things 

Employer approaches Bill with a new task. 

Boss; "When you come in tomorrow Bill I want you to learn how to 
operate the drill," 

Bill: "I'm going to have to learn how to do that?" 

Boss: "Yes, I want you to be able to help Jack in the woodshop when 
he gets behind," 

Bill; "Do I have to do it all the time? That saw scares me, I 
thought you said I was just supposed to work out here , , ," 

Scene IIB 

Boss: "When you come in tomorrow Bill I want you to learn how to 
operate the drill." 

Bill: "I'm going to have to learn how to do that?" 

Boss: "Yes, I want you to be able to help Jack in the woodshop when 
he gets behind." 

Bill: "Boy, I kinda nervous around that drill." 

Boss: "Well most people are at first, I'll teach you what to do." 

Bill: "Well I guess that is part of my job." 

Eighth Training Session 

Introduction; 

"We've talked a lot about getting along with the people you work 
with and trying to figure out the things your boss wants you to do. 
Today Barry and I want to go into a few more ways that you can make 
your work a little easier and make other workers like you better." 

Scene lA; Target Behavior: Cooperation with Coworkers—Sharing Tools 

Andy; "Hey Bill, would you lend me your screwdriver, this one I 
got, the handle is loose." 

Bill: "Go get another one from the tool room, I gotta use this one." 
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Andy: "But you're not even using it now, I just v/ant it for a min
ute ," 

Bill; "Yeh but I may need it soon as I get this wood sanded down." 

Scene IB 

Coworker; "Hey Bill, would you lend me your screwdriver, this one 
I got, the handle is loose." 

Bill; "Yeh, O.K. But I'll need it in a minute." 

Coworker; "Thanks, Bill, I just want to finish this up then I'll 
go get a new one," 

Scene IIA; Target Behavior: Sharing Work 

Barry: Putting away his work materials, coworker. Rick, obviously 
has a lot of things left to do. 

Rick: "Hey can't you help me Barry, I'm really busy here." 

Barry; "No, I'm through with my job," 

Rick; "I know that but I'll never finish up over here." 

Barry; "You know that is your job, I can'-t help it if you got be
hind. I got other things to do." 

Scene IIB 

Rick: "Hey can't you help me Barry, I'm really busy here." 

Barry; "Well I was going to go have coffee, I guess I can help you 
— I guess you'd help me if I needed it." 

Rick; "Gee, thanks, I know this is my area to clean but it seems 
like I can't handle it all since Joe's been sick." 

Scene IIIA; Target Behavior; Cooperation Among Peers 

Off screen voices of Bill and Ron. On screen Rick sitting 
with feet propped up, reading. 
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Ron; '̂Hey Bill can you help me out?" 

Bill; "Yeh, I guess so," 

Ron; "I know Rick, he ain't going to help me," 

Bill: "Where is he?" 

Ron; "He's out there reading—like it was his day off or something. 
Come on and help me, will you?" 

Bill; "Yeh, O.K..'* 

Scene IIIB 

Ron: "Hey Bill can you help me out?" 

Bill; "Well ain't it about Rick's turn?" 

Ron; "Yeh, it is his turn but I need some help now and I can't get 
him to budge." 

Bill; "Heck no-'-I do my work, not mine and somebody else's too." 

Ninth Training Session 

Introduction: 

Barry: "I think we've pretty well talked about most of the problems 
that come up on this job. Today there are a few more special 
problems—they have to do with the way you act toward other 
people-'-if you're bossy, or silly, or too forward or what . 
, . I guess I've noticed that when I'm having a bad day—a 
little grouchy maybe, other people don't act as friendly to 
me," 

Scene lA; Target Behavior; Practical Jokes 

Don: "Say Barry, you know that new guy around here?" 

Barry: "You m^an Tom?" 

Don; "Yeh, let's pull a joke on him, have a little fun," 

Barry; "What kind of a joke?" 
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Don: "There's a lady just went in tlie rest room over there, let's 
tell him the boss wants him to put some toilet paper in 
there." laughs 

Barry:, "He ain't been here long enough, if we do something like 
that it might upset him," 

Don; "Aw, he'll understand." "Hey Tom, come here a minute." 

Tom; "Yeh." 

Don: "The boss said for you to take some toilet paper into the 
ladies' room right away—they've been complaining that there 
isn't any." 

Tom: "O.K. right away." 

Barry: Hesitates momentarily and then goes after him. "Tom., wait 
a minute, there's a lady in there." 

Scene IB 

Same scene except Barry doesn't stop Tom from going in the 
restroom. 

Scene IIA: Target Behavior: Authoritarian Attitude Toward Peer 

New coworker clumsily drops nails while opening package. 

Bill; "Hey, you have been here two days now, don't you know how to 
do that—maybe I'd better help—else I'll have to follow you 
around cleaning up." 

Scene IIB 

Same situation 

Bill: "Hey, I know you only been here two days—let me show you an 
easier way to do that so's not to mess it up." 

Scene IIIA: Target Behavior: Showing an Interest in Other People 

Bill and Jim talking over coffee break: Jim obviously has 
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some papers he is trying to show to Bill, 

Bill; "My vacation is coming up and I sure got a lot to do. 
to visit my uncle in California," 

Going 

Jim; "Yeh, hey Bill look at this paper, I think I've got a pro-! 
blem." 

Bill; Absorbed in his own thoughts, "Let's see I've got to go shop' 
ping, buy my bus ticket, have these shoes fixed," 

Jim; "Sounds real exciting , , , but I got something I need to 
show you," 

Bill; "You know I've just had these shoes six weeks and already the 
sole is falling off. You don't get nothing good aniTtiore— 
why I'll bet they're held together with paste, . ." 

Scene IIIB 

Same scene but after a short while Bill responds. 

Bill; "Oh, I'm sorry Jim, you were trying to show me something. 
Guess I got a little carried away talking about myself there." 

Jim; "Ah that's O.K. guess you're just kind of excited. We'll 
work on this in a minute." 

Scene IVA: Target Behavior: Overdependence on Peers -»- Handling Change 

Bill: "Hey Barry did I tell you I'm going to be leaving? I'm go
ing to go to school to learn to be a welder?" 

Barry; "What do you mean you're going to leave?" 

Bill: "Yeh, going to the Technical School. I've been here two 
years now, saved enough money to pay for my school." 

Barry; "Gee you can't leave Bill, If you leave I'll quit too," 

Bill: "Why should you have to quit? That don't make sense Barry," 

Barry; "Yeh, you're the only one I like here. Them other guys are 
O.K. but they don't talk to me much, anyway I can't do all 
this work by myself." 

Bill: "Well I'm glad you're going to miss me but you know a guy's 
got to move on i» 

. t , 
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Scene IVB 

Same Scene 

Bill: "Hey Barry did I tell you I'm going to be leaving? I'm 
going to go to school to learn to be a welder." 

Barry: "What do you mean you're going to leave?" 

Bill: "Yeah going to Technical School, I've been here two 
years na//—saved enough money to pay for my school," 

Barry: "Hey that sounds great—sure will miss you though—seems • 
like when we work together it makes it a lot easier. 
Guess a guy can't stick aroiond forever." 

Bill: "No I guess not." 

Barry: "Well anyway good luck on being a welder and all. Guess 
that'll give some other guy a chance for you job here." 
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Appendix F 

Lesson Plans for Didactic Instruction 

The general format for the lessons in the Didactic Instruction 

treatment condition will be as follows: 

1. Introduction to each training session similar to those used in 
the video tape script. 

2. Define key words. Those necessary for an understanding of the 
target behavior. 

3. Give general examples of situations involving the target behav
iors. 

4. Discuss the dynamics of a specific situation involving the tar
get behavior. These situations will be those presented in the 
video tape script. Elaborate on alternative behaviors. 

First Training Session 

Introduction: 

"The thing I want to talk to you about today is your boss, I guess 
you call your boss a trainer. Anyway we know who we're talking 
about, the guy who tells you what to do and when you are doing it 
VfTTong, I guess you've probably had a lot of guys telling you what 
to do. Anyway you know that bosses come in all sizes and shapes 
and some of them treat you differently. Maybe you even do better 
with some kinds of bosses than others," 

I. Target Behavior: Attending, Listen 

A. Define key words: To attend—to listen, to pay attention, to 
hear, to catch what someone is saying, 

B. General information: give examples of hearing but not attending, 
e,g., background noise, air conditioner, workshop noise. Discuss 
the concept of paying attention, 

C. Discuss dynamics of specific situations from the video tape script 
(boss demonstrating new task), 

Alternative Behaviors 

Looking around 
Talking to someone else 
Being busy doing something 
else 

vs. 
Attentive Listening 

Consequences 

Fail to understand the 
task and make the boss 
mad 

vs. 
More likely to be able to 
follow through with the job 
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II. Target Behavior: Cooperation with Boss 

A. Define key words: Cooperation—to act or work with another 
person or group of people, to help each other. It may involve 
individuals working together on a comm.on goal. 

B. General information: cite general examples of cooperation, 
e.g., cooperation between coworkers, between teacher and stu
dent, between parent and child. Elaborate on the idea that 
cooperation may involve doing more than just your job. 

Discuss dynamics of cooperation in work situation from the 
video tape script (boss asks employee to help unload the truck) 

Alternative Behaviors 

Delegate someone else to do 
the work 
Refuse to do the work 
Argue about it 

vs. 
Cooperate 

Consequences 

Anger the boss 
Anger your fellow workers 
Lessen the boss's confidence 
in you 

vs. 
Gain the boss's approval and 
confidence in you 

III. Target Behavior: Understanding Instructions, Information Seeking 

A. Define key words: to understand—to know what someone means, 
be aware, i.e., if you understand the instructions for a job 
you are able to do it without difficulty. 

B. General information: cite examples of relationships in which 
understanding is important, e.g., employer-worker, teacher-
student, parent-child. Elaborate on concept of misunderstanding 
and information seeking, 

C. Discuss dynamics of specific situation from the video tape script 
(boss gives employee too many instructions at one time). 

Alternative Behaviors Consequences 

Don't do anything 
Sit and try to think of instruc
tions 
Begin the task and hope you are 
doing it correctly 

vs. 
Request that the boss tell you 
again 

Make the boss angry and 
give him the idea you are 
not trying 
Risk doing it wrong 

vs. 
Assure that the job will 
be done correctly 

Second Training Session 
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Introduction: 

"Today I want to talk to you about getting along with the guys you 
work with, I guess you work with a lot of different guys and girls 
too on your job. Anyway some of em are probably hard to get along 
with. Maybe you even get mad once in awhile—let loose a little." 

I. Target Behavior: Temper Under Control 

A. 

B. 

Define key words: Temper—has to do with how you feel,, whether 
you are calm or mad or upset. Control—to be in charge, to be 
able to keep%yourself from getting angry. 

General information: cite examples of relationships in which 
controlling temper is important—elaborate on the maturity as
pects of controlling your temper, i.e., a child is allowed to 
have tantrums but an adult is not. 

C. Discuss dynamics of controlling one's temper in a specific work 
situation from the video tape script (fellow worker bumps into 
you and makes you drop your work). 

Alternative Behaviors 

Get angry 
Raise your voice and tell 
him off 

vs. 
Forgive him 

Con se que n c e s 

Cause the other person to get 
angry in return 

vs. 
Cause the other individual to 
consider his behavior more care
fully 

II, Target Behavior: Cooperation with Peers 

A. Define key words: Cooperate—to act or work together. Peers— 
someone of your own age group—a friend, coworker, 

B. General information: cite examples of what is meant by coopera
tion among peers. How it may add to or detract from job success, 
personal satisfaction. 

C. Discuss dynamics of cooperation among peers from the situation 
in the video tape script (helping a fellow worker leeirn a task). 

Alternative Behaviors 

Tell the other worker he/she is 

dumb 
Get mad and yell 

vs. 
Offer to show her again 

Consequences 

Hurt her feelings and cause 
both individuals to be angry 

vs. 
Make her feel better and in
crease the possibility that 
she will try the job again 
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III. Target Behavior; Fighting 

A. Define key v^ords: Attack—box; to hit someone, to show anger 
towards someone. ' 

B. 

C. 

General information: cite examples of situations that cause 
anger. When someone says something about you or someone else 
close to you or does something violent. An act of aggression. 
Discuss the feelings and physical counterparts that anger 
arouses, e.g., tense, flushed face, rapid heart beat. 

Discuss dynamics of specific situation from video tape script 
(an individual becomes angry about something a fellow worker 
said about his girlfriend), 

Alternative Behaviors 

Yell 
Attack him physically 
Ignore the situation entirely 

vs. 
Take time to listen and discuss 
the situation 

Consequences 

Cause the other individual 
to be mad—cause the employer 
to be upset 
Cause personal feelings of 
frustration at not having 
acted 

vs. 
Avoid a situation which may 
cost you your job 

Third Training Session 

Introduction: 

"The last time I talked to you about problems you may have with the 
guys you work with. Today I want to talk some more about getting 
along. I know sometimes it is hard to keep from talking to some of 
your friends—some of the guys and girls are really good friends 
and you like to talk to them and hear what they've been doing and 
all. And maybe you even have a special girlfriend. It is sometimes 
hard to remember that you are supposed to act different at work than 
at other times," 

I. Target Behavior; Appropriate Social Behavior 

A. Define key words: Appropriate—something that is suitable, the 
right thing for the right time, 

B. General information: cite examples of appropriate behavior, e, 
g., social occasions, formal and informal occasions, on the job, 
heterosexual interactions. 
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Discuss dynamics of specific appropriate social behavior on the 
job from the video tape script (what to do when your girlfriend 
is around). 

Alternative Behaviors 

Take her hand 
Engage in a long conversation 
Ignore her 

vs. 
Speak briefly and return to work 

Consequences 

Cause the boss to become angry 
and end up in decreased pro
duction 
Cause the girl to feel uneasy 

vs. 
Allow you to demonstrate your 
positive feelings while at the 
same time not interfere with 
vrork 

II. Target Behavior: Griping 

A. Define key words: Griping, to complain, usually excessively to 
grumble about something. 

B. General information: Elaborate on the occurrence of griping in 
a work situation. Griping as a result of: 1) V7orkers feeling 
that they have geen given too much to do, 2) Workers feeling 
that they have been taken advantage of, 3) Workers feeling that 
they are doing more than their share. 

C. Discuss dynamics of specific situation for video tape scriĵ t 
(two coworkers griping about working situation), 

Alternative Behaviors 

Agree with the other individ
ual and join in the griping 
Agree with the individual but 
remain quiet 

vs. 
Make suggestions of a positive 
course of action 

Consequences 

Decreased production and con
tinued conversation 
No change in the situation 

vs. 
May lead to positive changes 
in the situation 

Fourth Training Session 

Introduction: 

"Today I want to talk to you about a very important part of your job 
and that is being on time—of course, I knov7 that tJiis is nothing new 
to you, people have alv/ays been telling you. Don't be late, be on 
time but I wonder if you ever really stopped to think about why—so 
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you're a few minutes late, it's not the end of the world, that work 
will still be there." 

I. Target Behavior: Being on Time 

A. Define key words; Time—is a unit of measurement (hour, minutes, 
seconds, days, weeks). 

B. General information; Give basic time concepts, i.e., 24 hours 
in a day; most jobs are 8 hours a day and 40 hours a week, 

C. Discuss dynamics of specific situation from video tape script 
(reporting to work on time in the A,M,). 

Alternative Behaviors 

Be late and make excuses 
vs. 

Be early 
Be on time 
Be late for a "good" reason 

Consequences 

Boss will be more likely to under
stand reason for being fired 

vs. 
These alternatives create 
good working relationships 

II, Target Behavior: Being on Time and Punching Time Card 

A, Define key words: Time card—refers to a card which is used to 
keep track of hov/ many hours you work. Time clock—the machine 
used to punch time cards and record the exact time that the em
ployee reported to vrork. 

B, General information: Talk about the concept of recording time 
by the time clock the fact that large business use time clocks 
and "punching in and out" is an important part of the job. 
Place emphases on the fact that payroll is very often figured 
on the basis of the time card. 

C, Discuss the dynamics of the specific interaction from video tape 
script in which an employee has not consistently punched in his 
tim.e card. 

Alternative Behaviors 

Deny that you punched in late 
Appear surprised 
Blame it on the machine 

vs. 
Admit your confusion 

Consequences 

Cause the employer to question 
your trustworthiness 

vs. 
This will lead to positive 
change in the situation 

III. Target Behavior: Leaving Job Station Without Permission 

A. Define key words: Leave—to go away from, depart. Permission, 
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B. 

C. 

to allow, to let. If I give you permission to do something I 
have allowed you to do it. 

General information: elaborate on reasons for leaving an as
signed work area, and the problems this can lead to i.e., if 
your boss is looking for you or if there is an emergency. 

Discuss dynamics of situation from video tape script where indi
vidual leaves work station. 

Alternative Behaviors 

Leave whenever you feel like it 
Asking for permission too fre
quently 

vs. 
Asking for permission only when 
necessary 

Consequences 

Cause the boss to become 
angry this may also result 
in the boss becoming aggra
vated 

vs. 
The boss will appreciate your 
cooperation 

IV, Target Behavior: Taking Responsibility 

A, Define key words: responsibility—refers to the fact that people 
can trust you, rely on you to do what you are supposed to do with
out having to be reminded. 

B, General information: Talk about the fact that responsibility is 
a general word. Almost everything you do—at work, at home, etc. 
includes being responsible. Discuss the idea of increasing re
sponsibility with age (infant is taken care of and an adult is 
responsible for himself). 

C, Discuss the dynamics of situation from video tape script in which 
new employee fails to report to work at the designated time. 

Alternative Behaviors Con sequences 

Deny responsibility 
Eŝ pect favors 
Place the blame on someone 
else 

vs. 
Accept responsibility for 
your mistakes 

These behaviors result in a 
decrease in the employers con
fidence in you, etc. 

vs. 
The boss is more likely to real
ize your problems and accept you 

Fifth Training Session 

Introduction; 
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"I guess you're wondering what kind of things I'm going to get into 
today. Let's see I've already talked about your boss and being on 
time and having fights and of course, your girlfriends. Today I 
will talk to you about things which might happen at work to cause 
problems, like occasionally, you may decide to bring something from 
home to show the guys or sometimes you may forget your cigarettes, 
I know some of you probably smoke and I'm not going to talk about 
whether you should smoke or not—because I guess that is something 
you have to make up your own mind about. What I want to talk about 
is how smoking at work affects your job." 

I. Target Behavior: Borrowing Cigarettes—Has Ovm Personal Items 

A. Define key words: Borrowing—to ask someone to give you some
thing. To borrow usually means that you will give -it back, 
return it to the individual who gave it to you. Bum—to ask 
someone to give you something usually you do not intend to re
turn it. 

B. General information: Cite common examples of borrowing vs. bum
ming, elaborate on the idea of being indebted to someone when 
you borrow and the intention of paying it back. 

C. Discuss the dynamics of a specific situation from video tape 
script where an individual wants to bum a cigarette. 

Alternative Behaviors Consequences 

Frequently bum cigarettes Cause coworkers to resent 
Usually have your own but oc- "supplying" you 
casionally bum one This will not generally cause 

vs. resentment 
Smoke only when you have your vs. 
ov/n This will not cause coworker 

problems 

II. Target Behavior: Smoking 

A. Define key words: Tobacco, refers to the leaves of a plant often 
grown in the southern states. Cigarette, rolled tobacco. 

B. General information: Present general smoking regulations on the 
job i.e., fire regulations smoking in public places and also the 
question of the effect of smoking on health, 

C. Discuss the dynamics of specific situation from video tape script 
in which worker is smoking on the job. 

Alternative Behaviors Consequences 

Smoke carelessly at work May result in serious damage 
station ^"^ personal injury 
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Smoke cautiously 
vs. 

Never smoke at work station 

vs. 
The safest approach results 
in employer approval 

III. Target Behavior: Bringing Inappropriate Person Items From Home 

A. Define key words: Inappropriate—not the correct time, place 
or situation for something. 

B. 'General information: Talk about the types of items that are 
inappropriate for work (knives, games, radios, food, etc.). 

C. Discuss the dynamics of a situation from video tape script 
where a worker has received a new knife which he is very proud 
of. 

Alternative Behaviors 

Bring the knife to show 
friends 

vs. 
Iieave the knife home and 
talk about it 

Consequences 

Cause the employer to take 
disciplinary measures—take 
the knife away 

vs. 
711 lows you to share your good 
news without causing problems 

Sixth Training Session 

Introduction: 

"Well so far we've been together about five times and I have talked 
to you about a lot of things which aren't so cool. Maybe you've 
started to think about how many things happen at work—how many 
times everyday you have a chance to either do something right or 
wrong and it all adds up to being worth a lot to your boss or maybe 
his wanting to fire you. Today I'm going to be talking to you about 
a few more things which make a difference in how much work you get 
done," 

I, Target Behavior: Excessive Staring 

A. Define key words: Staring—to look at someone or something ex
cessively, 

B. General information: Talk about positive and negative aspects 
of looking at people, i.e., when it becomes impolite staring. 
Emphasize the effect staring has on others, the feelings it 
arouses. 
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C. Discuss the dynamics of specific situation from video tape 
script (one individual staring at a co-worker). 

Alternative Behaviors 

Staring 
vs. 

Genuine interest 

Consequences 

Cause the individual to become 
uncomfortable—angry 

vs. 
Result in improved relationships 

II. Target Behavior: Excessive Talking 

(This behavior has been discussed previously but is being emphasized 
because of its frequency as a problem in the workshop.) 

A. Define key words: excessive—too much, too frequently. 

B. General information: Discuss the implications of talking in
stead of working i.e., decreased production, preventing your
self and others from accomplishing tasks. Discuss the appro
priateness of personal conversations on the job. 

C. Discuss the dynamics of the situation from video tape script in 
which workers are talking rather than working. 

Alternative Behaviors Consequences 

Join in conversation Decreased production-boss be-
vs. comes upset 

Continue working vs. 
Suggest that others get back Cause the boss to be pleased 
to work and avoid a production decrease 

III. Target Behavior: Working too Rapidly 

A. Define key words: rapidly—too fast, speedily, hastily 

B. General information: present information relative to the pro
blems involved in working too fast vs. too slow (making mis
takes, overlooking problems, tiring yourself, having difficulty 
coordinating your movements). 

C. Discuss the dynamics of situation from video tape script in 
which individual is working too rapidly. 

Alternative Behaviors 

Too rapidly 
Too slowly 

vs. 
Monitored pace 

Consequences 

Will not gain employer approval 
Also will not gain employer ap
proval 

vs. 
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Lead to increased production 
and bosses approval 

Seventh Training Session 

Introduction: 

"There is something I really haven't talked about yet and that is 
do you really want to have your job? We call it motivation. When 
you are not motivated your boss may say you are lazy. Today I'm 
going to talk to you about motivation and also things like falling 
asleep on the job." 

I. Target Behavior: Staying Awake on the Job 

A. Define key words: Sleep—refers to a period of inactivity, a 
time when your body relaxes completely, 

« 

B. General information: Talk about the appropriateness of sleep
ing on the job, the things which might cause you to be sleepy 
i.e., not getting enough rest at night, boredom, health pro
blems, medication. 

C. Discuss dynamics of situation from video tape script in which 
an individual is beginning to feel sleepy. 

Alternative Behaviors Consequences 

Put your head down and sleep Cause boss to be upset-possibly 
vs. grounds for being fired 

Get up and move around to vs. 
wake up This will prevent you from get

ting in a situation to cause 
problems on the job 

II. Target Behavior: Willingness to Try New Things 

A. Define key words: Willing—to be ready to do something whether 
it is a part of your regular job or not, 

B. General information: Cite examples of situations in which you 
may have to display willing behavior, e.g., when other employees 
are absent, when new work orders come in, when production gets 
behind, when other individuals won't perform the job. Also dis
cuss the psychological aspects of trying something new—being 
frightened, afraid of failure, wanting to do only what you know 
you can do well. 
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C. Discuss dynamics of the situation from video tape script where 
the boss approaches the individual with a new task. 

Alternative Behaviors 

Refuse to do it entirely 
Argue with the boss that it 
is not your job 

vs. 
Admit your fears, hesitancy 

Consequences 

May be just cause for being fired 
and result in angering the boss 

vs. 
More likely to elicit support 
from the boss 

Eighth Training Session 

Introduction: 

"We have talked a lot about getting along with the people you work 
with and trying to figure out the things your boss wants you to do. 
Today I'm going to talk more about v/ays in which you can make your 
work a little easier and make others like you better," 

I. Target Behavior: 

A. 

B. 

C. 

Cooperation with Peers (these concepts have been 
considered previously and are being reiterated 
due to their frequency as problems in the work
shop) . 

Define key words: Sharing—to let someone else use your things, 

General information: Present information of selfish aspects of 
monopolizing tools, the role that sharing plays in increasing 
production by helping others and preventing delay in their work, 

Discuss the dynamics of situation from video tape script in 
which coworker wants to borrow a tool. 

Alternative Behaviors 

Refuse to let coworker borrow 
tools 

vs. 
Allow him to borrow tools 

Consequences 

Delay production and anger the 
worker 

vs. 
No delay in production and bet
ter worker relationships 

II. Target Behavior: Sharing Work 

A. Define key words: Sharing—reiterate definition of sharing. 

B. General information; Provide information on the idea of work-
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ing together. The economics of people working cooperatively 
versus each one doing a job on his own. 

C. Discuss dynamics of situation from video tape script calling 
for sharing work. 

Alternative Behaviors 

Get angry and swear 
Simply refuse to help 

vs. 
Help 

Consequences 

Cause the other person to get 
angry 
Cause strained relationships 

vs , 
Encourage positive worker re
lationships 

III, Target Behavior: Cooperation Among Peers 

A, Define key words: reiterate prior definition of cooperation. 

B, General information: Again discuss the aspects of work which 
require cooperation--when the completion of a job depends on 
interrelated tasks of several people. Give examples of S_s_ work 
in the workshop, 

C, Discuss dynamics of situation from video tape script in which 
one person is asked to help when in fact it is another indi
vidual's turn. 

Alternative Behaviors 

Refuse to do any work except 
your own 

vs. 
When needed, offer your help 

Consequences 

Cause delay in production 
vs . 

Encourage positive worker 
relationships 

Ninth Training Session 

Introduction: 

"I think I have talked to you -about most of the things which come 
up on the job. Today I am going to talk to you about a few more 
special problems having to do with how you act toward other people. 
If you are bossy or silly or too forward or whatever and the changes 
your behavior makes in other people's behaviors," 

I. Target Behavior: Practical Jokes 
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A. Define key words; Joke—something you do to cause people to 
laugh (supposed to be funny). 

B. General information; Discuss the concept of a practical joke, 
playing tricks, teasing and the appropriateness of such behav
ior on the job. Discuss the safety implications of some prac
tical jokes. 

C. Discuss the dynamics of situations from video tape script in 
which workers want to play a practical job on a new coworker. 

Alternative Behaviors 

Go along with the joke 
vs. 

Stop the others from play
ing the joke 

Consequences 

Possibly upset the individual 
and create poor working rela
tionships 

vs. 
Prevent a situation which might 
lead to strained working rela
tionships 

II. Target Behavior: Authoritarian Attitude Toward Peers 

A. Define key words: Authoriatarian—refers to someone who has a 
bossy, powerful attitude tov/ard others. Attitude—the way you 
feel, your mood. 

B. General information: present information on various types of 
approaches to people (authoritarian vs. laissez faire vs. demo
cratic) and the relative effectiveness of each. 

C. Discuss the dynamics of the situation from video tape script in 
which new coworker drops some materials. 

Alternative Behaviors Conseq[uences 

Become angry at his clumsi
ness 
Ignore him 

vs. 
Help him 

Upset the worker and decrease 
production 
This will not help him learn 
a better approach 

vs. 
Lead to increased production 

III. Target Behavior: Display an Interest in Other People 

A. Define key words; Display—to show, to make it evident, appar
ent, interest'—special concern for someone. 

B, General information: Present information relative to showing 
interest vs. ignoring someone and the resultant actions. 
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C. Discuss the dynamics of situation from video tape script in 
which the individual is preoccupied with his ovn:i problems. 

Alternative Behaviors 

Fail to notice when someone 
wants your attention and con
tinue talking about your ovm 
thing 

vs. 
Give the other person your 
attention 

Consequences 

Cause the other individual to 
feel badly—unwanted 

vs. 
Lead "to more productive worker 
relationships 

IV. Target Behavior: Overdependence 

A. Define key words: Overdependence—to rely on, trust, be influ
enced by someone else excessively. 

B. General information: Provide information on the concepts of 
dependence and independence, stressing the continuous aspects. 

C. Discuss the dynamics of situation from video tape script in 
which an employee becomes overdependent. 

Alternative Behaviors 

Try to talk him out of leav
ing 
Quit the job yourself 

vs. 
Recognizing your feelings 
but be willing to "let go" 

Consequences 

These behaviors will not alter 
the situation 

vs. 
This will be a maturing situa
tion and foster your personal 
growth 
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Appendix H 

Frequency of Individual Behavior Occurrence from the 
Pre "Behavioral Observation Test" 

Behavior 

Late for work 
in the A.M. 

Late returning 
from lunch 

Leaves the job 
station without 

Modeling 

01 

03 

15 

Role-
Playing 

03 

03 

15 

Didactic 

04 

01 

14 

Control 

01 

03 

00 
perm.ission 

Does not return 
from rest room 
within 5 minutes 

Excessive staring 
(over 2 minutes) 

Falls asleep on 
the job 

Loses his temper 

Cursing inap
propriately 

Does not attend 
to-listen to the 
trainer 

Does not share 
tools, work, etc. 

Inappropriate hand 
holding, etc. 

Physically bother
ing peers 

Clowning around 

Social isolation 

Bums personal items, 
cigarettes, money 

Doesn't follow 
smoking rules 

06 

07 

01 

05 

01 

03 

00 

05 

05 

07 

01 

01 

03 

00 

05 

08 

02 

01 

01 

04 

00 

02 

01 

03 

01 

01 

11 

02 

03 

01 

03 

05 

06 

00 

05 

06 

10 

04 

08 

01 

01 

04 

11 

08 

06 

01 

01 

07 

04 

02 

01 

00 
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Appendix I 

Selected Examples of Transcribed Tapes 
From Which Process Measurements Were Taken 

(2nd 5 minute portion of 30 minute 
group interaction) 

Tape A F i r s t Modeling Training Session 

Tape B Second Didac t ic Tra in ing Session 

Tape C Third Modeling Training Session 

Tape D Seventh Didact ic Training Session 

Tape E Eighth Role-Playing Training Session 

Tape F Ninth Role-Playing Training Session 
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1. L 

First Modeling Training 

Session - Leader B 

"Ok, Does anybody remember what else we talked about?" 

2. S #1 "uh yeh it was about-about." 

3. L "Albert are you leaving?" (Albert walks off—mad about a 
previous argument with Leader) 

4. S #1 "Uh about-about putting boxes away and cleaning floors." 

5. S #2 "Scrubbing the floor you know and burning boxes in the inci
nerator." 

^* L "The thing that we were talking about was when you get a 
whole lot of instructions all at once and there are two 
ways to handle that. What was the first way?" 

7. S #1 "You can go and ask the boss." 

8. L "Right—so you will be sure to do it right." 
"Yeh that makes good sense and what is the second way?" 

9. S #2 "You could set there thinking what you should do-like if he 
dicin't quite remember what the guy told him to put the stuff 
—that's the more important thing to remember, if you don't 
remember, you going to get yourself fired when you get out 
into the outside—in the free world. The boss man he ain't 
going to fool with you, he going to try and tell you if you 
ain't going to work just get out of here," 

10. L "Yeh that is the way it is and even when you are working here 

if you don't remember how to do the job what happens?" 

11. S #2 "You lose the job—just like that." 

12. L "Well yeh, you can lose it, but the first thing that happens 

is that you mess up the work," 

13. S #2 "Yeh I know." 

14. L "Does that ever happen to any of you where somebody assigns 

you a whole bunch of instructions—maybe all at once and you 
didn't quite understand?" 

15. S #2 "Not to me. I've been (incomprehensible) back over here and 
back over there ever since I first came to this school, I've 

Tape A 
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been moving, its been Mrs, Rowls group doing the molding and 
stuff like that. All of a sudden they move me with James, I 
think it was Robbie or somebody who showed me, teached me, I 
don't (luite remember too well who moved me back in the back 
to do that laminating and now he put—he wanted me to do it 
cause I had experience. See that's how come Robbie always 
told me to do it because I know how to put the plastic and 
the wood and everything and just keep on working." 

16. L "Ok and then I think part of the problem is the trainer being 
able to break something down so that it can be understood. 
Uhm Let's see, I think that probably most of the people here 
do a real good job of breaking down a job, you know breaking 
it down into steps." 

17. S #2 "But see Mr. Kelley—but I ain't going to lie to you-like some
times I'm busy with something you know and Sandy calls me or 
something, or one of the trainers want me to help 'em, I just 
help-you know, 'Cause you are suppose to help another trainer. 
You get paid for it as long as you get your job done." 

18. L "Yeh, that is the important thing." 

19. S #2 "That's how come I'd rather come to work and mind my own busi
ness, it's the best thing to do. That's the same way on the 
bus. '• 

20. L "OK, Karl--read the sign later—come sit down right now." 

(Karl got up to read something on the wall) 

21. S #3 "Yes, sir." 

22. L "Karl, have you ever had that situation where somebody gave you 

too many instructions at one time?" 

23. S #3 "No." 

24. L "Not at all?" 

25. S #3 "Except at home." 

26. L "At home, how did you handle it there? 

27. S #3 "I asked my mother to tell me agains." 

28. L "You just didn't just sit there like the guy we talked about." 

29. S #3 "No, sir, I didn't." 
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30. S #2 "I use to be that way Mr. Kelley, you know that yourself, 
don't you. I use to cause a lot of trouble, but I've changed 
a whole lot. I believe you know that too." 

31. L "Yeh I believe you're doing better," 

32. S #2 "And I believe Mr. Robbie tell me that I'm doing better. 
That's the main thing I want to do and that's try my best 
to keep working here at the workshop you know," 

33. S #3 "Is that a regular TV or the monitor kind?" (Referred to TV 

in the room) 

34. L "Its a monitor Karl," 

35. L "Uhm Miles—this thing here now'--lets see, you have worked in 
what areas in the shop?" 

36. S #1 "Uh in Mr. Laub'-'-after they moved me out of Mr, Laub they had 
me in Mr, Matinex and put me in the area with the bats and 
then put me in Mr, Mayes," 

37. L "So you—although you haven't been here an awful long time 
you've worked under a lot of trainers and you know that they 
can—you know that the trainers can be different and maybe 
you can work better under some than others," 

38. S #2 "It's easy if you just get use to it̂ -r-put your mind to it— 
that is all you got to do." 

39. L "Yet there is one thing about the—and that is being able to 
listen to the instructions, you know and understand it clearly, 
. Uhmn, Charles, whose group are you in right now? Do you know? 
You can tell me who your trainer is," 

40. S #4 Pause "I don't really know." 

Tape A 
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Second Didactic Training 

Session - Leader B 

!• L "Do you think that if somebody new came into your group you 
could kind of show them a little bit about what to do?" 

2. S #3 "Uh, no." 

3. L "Well maybe a little, you wouldn't have to show them the 
whole job, she could do that but if you saw the person do
ing something you knew was wrong, that you had all ready 
learned the right way to do it̂ -r-but you know you would be 
able to say this is not the way it is done, you know and 
kind of help out the group effort that way." 

Pause 15 " 

"What was this—the uh? Cooperation was the 2nd thing we 
talked about and the other, uh, what was the other? Some
body tell me the last thing that I talked about a few min̂ -
utes ago when I was talking? What was I talking about?" 

4. S #3 "Fighting." 

5, L "Uh Huh, Lets get back into that a little bit. Uhm rem.ember 
when you were a little bit younger Abner, when you were a 
kid? What happened when-^did you like to fight sometimes? 
Sometimes with the kids that you grew up with?" 

6, S #4 "Sometimes" 

7, L "What kind of things would happen that would make you angry?" 

8. S #4 "I don't know," 

9, L "You'd just get mad." 

10. S #4 "Just get mad, yeh." 

11. L "How about some of the rest of you when you were young? You 
have any, any little kind of incidents like that? Uhm, 
Pause I remember myself when I was younger I use to fight 
every once in awhile. You know somebody might do something 
like call me a name or something like that. How about you 
Truet?" 

12. S #1 "No" 

Tape B 
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13. L "No? Aw come on, is that right? Ok. Well that's real good. 
It just surprised me when you say itr—I see it happen so 
much out here. You know maybe you guys are the only ones 
that don't, but uh you know it just is a problem with so 
many people here at the shop-«-its such a bad thing as far 
as keeping a job." 

Pause 15 " 

14. L "Truet, suppose you were to have an outside job. Go out to 
work and lets say somebody there really did make you mad by 
calling you a name, Uhm—how would you try and deal with 
it then? Not here in the shop but you know if you were in 
cin outside job somewhere," 

15. S #1 "Just tell them to leave me alone," 

Tape B 
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Third Modeling Training 

Session - Leader A 

1. S #7 "I remember two girls got fired from their jobs—they were 
working at a nursery, I didn't understand why they got 
fired." 

2. L "So that's an example of doing the wrong thing on the job?" 

3. S #7 "Yes um." 

4* ^ "Ok/ well what about this thing about talking too much, some
times maybe some people..," 

Laughter, Alfred S #5 demonstrating with his hands someone 
talking too much. 

"Alfred is demonstrating." 

5. S #2 "You got a big mouth." (Speaking to Alfred S #5) 

6. L "Alfred, you feel like Steve and Doug talk too much?" 

7. S #5 "That one does, that one in the white t-shirt." 

8. L "Doug—Doug, tell us about, when your—your." 

9. S #3 Interrupting "I'm sure glad you didn't say the brown one." 

(referring to his shirt) 

10, L "Doug tell us about your job—do you talk?" 

11, S #3 Interrupting "Not unless he wants to get fired." (directed 

to Leader) 

12, S #7 "Yeh Doug gets in trouble sometimes." 

13, L "Ok Doug, That's Doug, Doug, sit down." (Doug is advancing 

toward S #7) 

14, S #2 "I'm going to bop you in the mouth," (reference to S #5) 

15, L "I can't hear you—you are going to bop him in the mouth? 

Does he make you mad sometimes?" 

"Ok, what do you think about that?" (Directed to S #5) 

Tape C 
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16, S #5 "Doug get, Doug he's jealous because I'm flirting with my own 

gi?i." 

17, S #2 Incomprehensible 

Laughter 

18, S #5 "You better watch your mouth," (Directed to S #2) 

19, L "Doug, Doug sit down please and Alfred.,,Doug. Thank you. 
Say we have some examples of problems that go on right here 
in this group don't we?" 

(Doug and Alfred in background continuing argument.) 

20, S #3 "Can you name a problem?" (Directed to Leader) 

21, L "It seems like sometimes Doug and Alfred have problems with 

each other," 

22, S #5 "Yeh, I don't like him," 

23, S #2 Incomprehensible 

24, S #5 "I ain't never going to like you," (Directed to S #2) 

"He got wet yesterdaŷ r-'-he got v/et yesterday^-'-piaying around 
with that other guy," 

25, L "Is that what makes you mad, Alfred?" 

Pause 

26, L "Ok now we have a problem sometimes between Doug and Alfred," 

27, S #6 "All the tiiae." 

28, S #3 "I think Doug needs a psychiatrist worse than Alfred." 

29, S #5 "I know what you need," (Directed to Steve S #3) 

30, L "Let's see, Doug is it sometimes that you feel like Alfred 
does things that he shouldn't do and visa versa-'-sometimes 
you do things? Sometimes it helps to talk about it. Tell 
the other person what it is. Sometimes it helps," 

31, S #2 "Big mouth.,.Big mouth" (Reference to S #5) 

32, S #5 "I'll tell you, you all don't have any manners for this lady 
right here," (Reference to Leader) 
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33. S #7 "I do, see T have respect," 
Incomprehensible, 

^^* ^ "Ok, Doug, Doug, why don't we continue your argument later--
because that seems—" 

Doug knocking his boot on the floor loudly, 

35, S #3 "So we've got a sledgehammer," (Reference to Doug's boot) 

Laughter 

"Show us what else you got," (Directed to S #2, Doug) 

36, L "Are you listening to me?" (Directed to S #2, Doug) 

37, S #7 "Boy we got a problem here," 

38, L "Ok, if its ok with you, we will talk about your problem with 
him (S #5) when it is just the two of you. Right now let's 
let these other guys see if they have something that they 
want to talk about," 
"Is that all right with you?" (Directed to S #2, Doug) 

39, S #3 "Well I got a big problem, how do you get rid of a sister?" 

40, L "You wnat to know how to get rid of a sister?" 

41, S #5 "Kill her," 

42, L "Alfred says kill her." 

43, S #3 "But that's murder at the first degree," 

Laughter 

44, L "Ok, now that's kind of personal problem with you at home, 
right?" 

Tape C 
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Seventh Didactic Training 

Session Leader A 

"Well that sounds good and I'm glad to hear about you job," 

2. S #2 "I've been here for four years and I never—never." 

3. S #1 "Jerry knows where it's at—Jerry knows where it's at." 
(reference to job) 

4. L "Well Jerry has been around," 

5. S #1 "I know." 

6. L "Ok, we l l why don ' t we s e e - t a l k about some of these th ings 
t h a t we t a lked about today and maybe even you've had some 
of t h a t kind of th ing happen on your j o b — l i k e , \jh, remem
ber the f i r s t t h ing we ta lked about was s l e e p i n g , r i g h t ? 

7. S #1 "Uh huh, s l e e p i n g , " 

8. L "So uhm—does that go on here in the workshop? Sometimes?" 

9. S #2 "Uh huh a whole lot of people sleep." 

10. S #4 "Yeh a lot of people sleep around here," 

11. S #1 "A v/hole lot of people," 

12. S #4 "A whole bunch of em out there." 

13. L "A whole bunch of em out there," 

14. S #1 "That—I don't sleep now—that coffee made me awake." Laughter 

15. L "That worked—didn't it. Ok so it sounds like you guys don't 
have that problem yourselves but that otlier people here in 
the workshop do have, is that right?" 

16. S #1 "Right" 

17. S #2 "Right" 

18. L "Other people do." 

19. S #1 "I go to sleep in the evening time," 

20. L "What about your job at night? Do you get sleepy over there 
sometimes?" 
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21. S #1 

22. S #4 

23. L 

24. S #1 

25. S #4 

26. S #1 

27, 

28. 

L 

S #1 

29. L 

30. S #1 

31. L 

32. S #1 

33. L 

34. S #1 

35. L 

36. S #1 

37. L 

38. S #1 

39. L 

40. S #1 

41. L 

'No maam-i-you can't sleep there buddy, cause you got to work," 

'You got to work," 

'What would happen if you were to fall asleep?" 

'You'd get fired," 

'You'd get fired." 

'Get fired and don't even get no money," 

'Right, right—you know that." 

'Yeh I know that. Cause you can't mess around on that job. 
You got to work boy. You got to move around fast. You got 
to move fast—Just like that. Mop everything, clean clean," 

'Sounds like you really work over there." 

'Oh yeh." 
'You'd better get fast over there. We need a new waitress." 

'You need a new waitress?" 

'Uh huh, yeh we need a nevr one. I don't sell no food or no
thing, I'll cook," 

'You dO'—you do a little bit of everything," 

'Yeh, I'll cook chicken," 

'Do you get it done?" 

'Yes maam, yeh I use black peppers and stuff and flour," 

'You make it real hot." 

'Yeh I make it real hot. We got a great big old skillet-
big one," 

'Great Ok, so that's not a problem with you huh, falling 
asleep," 

'You know what we cook over there? We cook—don't you like 
uh livers?" 

'Chicken livers? You mean? Yeh." 
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42. S #1 "Squash and uh meatloaf." 

43. S #2 "I love meatloaf," 

44. S #1 "I like all of that. We cook all of it. They got a big ole 
house—got a big house, got a big," 

45. L "I think you're making all of us hungry. You'd better not— 

you better quit talking about it," 

46. S #1 "Yeh they got a big old house out there in the back," 

47. L "It sounds like it's kind of exciting for you to,,.work out 
there." 

48. S #1 "That's a brand new house that they live in—they got a cafe 
and all." 

49. L "Ok, well lets not talk about food anymore I'm getting hungry." 

50. S #1 "You getting hungry?" 

51. L "Yeh I think Randy is too. Aren't you?" 

52. S #4 "Uh huh," 

53. L "Ok, well Joe, how about you—you are being kind of quiet 
today, do you ever have any problem falling asleep over 
where you work?" 

54. S #3 "No maam." 

55. S #1 "It's almost 10:30." 

56. L "Ok, well what about you guys--you talked a minute ago about 

other guys and girls too, falling asleep," 

57. S #2 "Uh huh." 

58. S #4 "Yeh they going to fall asleep," 

59. L "And then what happens?" 

60. S #4 "They get in trouble." 

61. L "They get in trouble? Ok, well I think maybe since that doesn't 

seem to be a problem with you I think maybe we should talk 
about this other thing, about new kinds of jobs like say your bos 
comes over to you and wants you to do something new. I imagine 
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that happens to you every once in a while. Doesn't it? 
Lets see you work baclc on the bats?" 

62. S #2 "In the paint." 

63. L "Ok, and is that an old job or a new job?" 

64. S #2 "Oh it's new, I been in it a year," 

65. L "A year. Ok, can you remember back when you first took that 

new job?" 

66. S #2 "Well Mr. Morris taught me how to spray," 

67. L "And how did you, did you feel kind of like, how did you feel 
when you first started the job?" 

68. S #2 "Well I felt good, because I knew there v̂ âs more money in the 
paint than in doing the table legs," 

69. L "Uh huh, so you felt kind of good about it?" 
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Eighth Role P l a y i n g 

Ses s ion—Leade r A 

1 . S #1 "Mrs, Adams had t o go somewhere and she t o l d him n o t t o 
mess around wi th t h e s t a p l e gun , " 

2 . L "And he s t a p l e d h i m s e l f ? " 

3 . S #1 "And he messed around wi th t h e s t a p l e gun and he s h o t a s t a p l e 
i n h i s hand and i t took maybe about 25 minu tes t o g e t t h e 
s t a p l e ou t and he h a s n ' t been h e r e fo r two w e e k s . " 

4 . L "Ok, s o , uhm, t h e s e t h i n g s t h a t y o u ' r e t a l k i n g about a r e t h i n g s 
t h a t can happen when somebody goes ou t and t r i e s t o do some
t h i n g new t h a t t h e y ' r e n o t suppose t o — o r messes around w i t h 
someth ing t h e y ' r e no t t r a i n e d on r i g h t ? " 

5 . S #3 "Yeh i f some one s h o o t s you i n t he head y o u ' d be dead , r i g h t 

away ." 

6. S #1 " I t can be r e a l s e r i o u s , you can ge t h u r t r e a l b a d , " 

7. L "Yeah, i t can be p r e t t y s e r i o u s , " 
8. S #1 "Because i f you d o n ' t pay—pay a t t e n t i o n t o what y o u ' r e d o i n g , 

t h e n you might ge t h u r t r e a l bad . Or l i k e you could f a l l 
a s l e e p , " 

9 . L "Yeh, e s p e c i a l l y i f y o u ' r e working around mach ine ry . " 

10. S #1 " T h a t ' s t h e w o r s t p l a c e t o work, around m a c h i n e s . " 

1 1 . S #5 " I , I ( i n c o m p r e h e n s i b l e ) . " 

12. L "You do wha t?" 

13 . S #5 "I use t o . " 

14. L "You use t o work on machinery?" 

15 . S #5 "Yes" 

16. S #2 "But one thing—you don't want to shoot a staple right here." 
(motioning to his heart) 

17. L "You don't want to shoot a staple in your heart." 

18. S #2 "Well I don't either." 
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19. L "No I d o n ' t th ink anybody wants to shoot one anywhere. 

I t ' s not a very good i d e a . " 

20. S #2 " I t ' s not a good idea , i t ' s a bad i d e a . " 

21 . L "Right i t ' s a bad i d e a , " 
22. S #1 "The worst place to shoot one, the worst place to shoot a 

staple is, the worst place to shoot a staple is right 
above your eye," 

23. L "Well there's a lot of bad places to do it." 

24. S #2 "Yes th ere is. 
II 

25. L "Let's see if you all can think of any examples, or any time, 
remember what we talked about today, right. About coopera
tion and sharing tools and sharing work and stuff like that. 
Let's see if you can think of any examples of where you work, 
where something like that may have happened. Or maybe you 
had a problem and somebody would help you or you would help 
somebody else. Ok." 

"Let's see if anybody can, Mike have you ever, can you think 
of any examples in your work where that might have happened?" 

26. S #5 "I don't know." 

27. S #1 "I can think of a few things." 

28. L "Ok, well let's see if Mike can think of anything first of all." 

29. S #1 "There's some thing he does that he needs somebody to do." 

30. L "Together?" 

31. S #1 "Yeah," 

32. L • "Let's see Mike, Ok, is there part of your job that requires 
cooperation among you and somebody else? Where what you do 
depends on somebody else kind of helping you?" 

33. S #5 "Yeah." 

34. L "Ok, and what is it?" 

35. S #5 "Branding baseball bats." 

36. L "When you brand baseball bats. And what is it somebody has to 
hand them to you and what do you do?" 
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37. S #1 "No, somebody needs to help," 

•̂ *̂ L "Ok, lets, let's let Mike tell it Ok, so we can make sure we 
get his viewpoint," 

39. S #5 "See, the baseball bats." 

40. L "So, say you were doing that, you were working on the baseball 
bats and whoever helps you, whoever works with you.," 

41. S #1 "Donald" 

42. L "Say Donald wasn't going to cooperate and wasn't going to 
help. Would that affect how your work was going on?" 
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Ninth Modeling Training 

Session -- Leader A 

"What uh—did it cause you a lot of problems in learning the 
job?" 

2. S #3 "Yeh" 

3. L "How did you, how did you deal with that?" 

"Did you tell the person you didn't want to be bossed around?" 

4. S #3 "Uh huh." 

5* L "You did? Ok, how about anybody-—or let me ask you one more 
thing Gary. Did you ever have to go to the trainer with that 
problem? Or did you just handle it yourself?" 

6, S #3 "I handle it myself," 

7, L "You handle it yourself? Ok." 

8, S #6 "Mr, Kelley," 

9, L "Uh huh," 

10. S #6 "Mr, Kelley—talking about to be bossy, you know. In the work
shop and uh any place I want, any place I want see I mean at 
home too," 

11. L "Well what about it? See what we are saying is when you are 
fussy or bossy-^-is what v;e are talking about here," 

12. S #6 "Yeh, at home t<X), At home too, Yeh let me tell you at home 
too," 

13. L "Well what we're saying is it causes problems in getting along 
with people," 

14. S #6 "I get along—I get along with Mrs, Adams all right. I get 
along with Mrs, Adams but—I like Mrs, Adams but Mrs, Adams 
but Mrs. Adams she don't like me." 

15. L "You don't think so? How do you know that?" 

16. S #6 "I know because, I know about, see. I know about myself. 
Let me tell you about myself." 
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"Now wait, we haven't got time to hear all about you Thomas, 

18, S #6 "See my mother knows, my mother knows about me. My daddy knows 
about me. Mrs. Adams knows about me. See was born in Hern— 
you know I was born in Kern." 

19, L "Ok wait, we can't go back—we don't have time," 

20, S #6 "I'm (unintelligiable)," 

21, L "What?" 

22, S #6 "I'm (unintelligible). You know what that means?" 

23, L "Uh huh? 

24, S #6 "I'm (inintelligiable)." 

25, L "I don't understand what you're saying, I'm sorry," 

26, S #6 "Mentally ill—I was born that way," 

27, L "Oh you are saying mentally ill," 

28, S #6 "Mentally ill, I was born that way, I was born that way, I'm 
mentally ill—i was born that way," 

29, L "Ok—you got off from. You started off talking about you know, 
I had asked about this being bossy and everything." 

30, S #6 "Be bossy," 

31, L "Ok, how did this all work around to what you are talking 
about now?" 

32, S #6 "See my mother alwaysr-r-when my mother told me to do something, 
see when my mother told me to do something. Mother spank me 
sometimes. My mother spank me real good," 

33, L "Ok, wait a minute Thomas, we are getting too far off the sub
ject. See we need to spend some time discussing these things 
here and then we can go back, you know, into things like that," 

34, S #6 "Mrs. Adams told me—go do your work. Go do your work and Mrs. 
Adams told me that I and see then I always go to sleep. I al
ways go to sleep, I mean, I work hard I work hard," 

35, L "Uh huh," 
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36, S #6 "And I always go to sleep on the desk, uh, not always on the 
table, I always go to sleep at 3;30 and wake up at 4:00," 

37, L "That's a little early," 

38, S #6 "That's a little early. But I always do that. I always do 
that. I don't know why I always do that," 

39, L "I don't either. Ok, well let's get back to talking about 
this. Thomas, you can just. You know you can just lead 
us all off the subject there. Uhm, really ok, what we're 
talking about here is \:his thing that we talked about ear
lier. Gary made some comments about it and that is this 
thing here you know it is just an immediate problem. It's 
a problem that happens everyday and that is dealing with 
people who might want to tell you what to do," 

"Uhm, Steve, have you ever had any kind of problems like that: 
Here at the workshop?" 

40, S #2 "No." 

41, L "None at all. Ok, How about you Rick? You haven't been here 

too long," 

42, S #4 "I've been here a month," 

43, L "Uh huh, how about when you went back in the back, you know 
to work out of evaluation." 

44, S #4 "Uhm." 

45, L "Did you ever run into any kind of thing where people might 
have that kind of attitude I'm talking about? Other 
trainees where they say you know, I'm going to tell you what 
to do, or they don't say that but their attitude is such 
that they try and just attempt to be bossy about the whole 
thing?" 

46, S #5 "I don't even hear em. Cause I completely ignore em and drive 
em up the wall, I don't listen to em," 

47, L "Ok," 
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Appendix K 

Session # 

Word Count of Low Frequency Leader 
Process Variables 

Negative Statements Excimple Giv ing 

Modeling 
Role Playing 
Didactic 

0 
0 
0 

0 
97 
58 

Modeling 
Role Playing 
Didactic 

0 
0 
0 

106 
56 
0 

Modeling 
Role Playing 
Didactic 

0 
0 
0 

30 
0 
0 

Modeling 
Role Playing 
Didactic 

6 
0 
0 

0 
0 
0 

8 
Modeling 
Role Playing 
Didactic 

0 
0 
0 

0 
22 
0 

Modeling 
Role Playing 
Didactic 

0 
0 
0 

0 
118 
0 

Sub Totals 
Modeling 
Role Playing 
Didactic 

6 (100%) 
0 ( 0%) 
0 ( 0%) 

136 (27,9%) 
293 (60 %) 
58 (11,9%) 

Total Word Count 487 
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Appendix L 

Word Count of Low Frequenciy Subject 
Process Variables 

Non 
Session # 

1 
Modeling 
Role Playing 
Didactic 

2 
Modeling 
Role Playing 
Didactic 

3 
Modeling 
Role Playing 
Didactic 

7 
Modeling 
Role Playing 
Didactic 

8 
Modeling 
Role Playing 
Didactic 

9 
Modeling 
Role Playing 
Didactic 

Pertinant 
Speech 
(Spontaneous) 

9 
0 
0 

0 
0 
13 

26 
0 
23 

51 
2 
4 

45 
7 
5 

0 
20 
0 

Sub Total 
Modeling 131 
Role Playing 29 
Didactic 45 

Total Word Count 205 

(63. 
(14 
(21. 

.9%) 
%) 

,9%) 

Incomprehensible 
Speech 

(Prompted) 

0 
0 
0 

0 
5 
0 

0 
0 
0 

5 
0 
15 

0 
0 
0 

0 
5 
0 

5 
10 
15 

30 

c 

(16. 
(33. 
(50 

,6%) 
,3%) 

%) 

Expression of 
Feeling 

Positive Negative 

0 
0 
7 

16 
0 
0 

0 
0 
0 

0 
0 
4 

0 
0 
6 

0 
0 
3 

16 
0 
20 

36 

(44 
( 0 
(33. 

%) 

%) 

3%) 

0 
3 
1 

11 
0 
0 

14 
0 
0 

23 
0 
0 

0 
0 
0 

0 
0 
0 

48 
3 
1 

52 

(92 
( 5. 
( 1. 

%) 

.7%) 
,9%) 

Prompted non pertinant speech did not occur, 
"^Spontaneous incomprehensible speech did not occur, 
'All incomprehensible statements were given a word count of five (5). 
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Appendix M 

Behavioral Observation 
Test 

Client' s name Date of observation 

Observer' s name 

Please place one check mark each time the described behavior occurs. For 
example: if during the observation time the client leaves the job station 
three times without permission, item number 3 should have three check 
marks. 

1. DOES NOT REPORT FOR WORK ON TIME IN THE MORNING, 

_ 2. DOES NOT RETURN FROM LUNCH ON TIME. 

_ 3. DOES NOT ASK PERMISSION FROM THE TRAINER BEFORE LEAVING JOB 
STATION. 

4. DOES NOT RETURN FROM RESTROOM BREAK WITHIN FI\̂ E MINUTES. 

_ 5, EXCESSIVE STARING. (over two minutes) 

6. FALLS ASLEEP ON 1HE JOB (or has his head down on his arms), 

7. LOSES HIS TEMPER (throws objects, hits, fights, kicks, etc.) 

8. USES CURSE WORDS (any swearing which is inappropriate to the 
situation, for example if he hits his thumb with a hammer and 
swears this would not be checked as inappropriate) 

9. DOES NOT LISTEN ATTENTIVELY TO TRAINER (does not pay atten
tion to trainer when he is giving instructions—the trainer 
will provide an opportunity for his behavior to occur) 

10. DOES NOT SHARE TOOLS, MATERIALS (uncooperative with peers) 

11. INAPPROPRIATE HAND HOLDING, HUGGING, KISSING, ETC. 

12. PHYSICALLY BOTHERING PEERS (touching, pushing, etc.) 

13. CLOWNING AROUND (horseplay, joking, teasing) 

14. SOCIAL ISOLATION (fails to interact, talk, smile, etc.) 

15. BUMS PERSONAL ITEMS (cigarettes, money, jewelry, etc.) 

16. DOES NOT FOLLOW SMOKING RULES (time and place) 

TOTAL SCORE 
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Appendix H 

Raw Data for Chi Square Analysis 
(c = Session #, a = Leader, b = treatment group) 

Variable—Prompted Pertinent Speech 

c, c„ c, c„ c„ c^ 
1 2 3 7 8 9 

a b 159 78 29 97 106 68 
1 1 

a b 42 101 232 134 69 86 
1 2 

a b 88 54 65 186 66 81 
1 3 

a b 67 204 96 51 135 247 

a b 15 94 4 107 35 110 
2 2 

a b 19 20 50 101 51 101 
2 3 

c (overall) c = 390, c = 451, c = 476, c - 676, c = 462, c = 693 

b (overall) b = 1237, b = 1023, b = 882 

a (overall) a = 1741, a = 1407 
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Variable—Subject Spontaneous Pertinent Speech 

c, c^ c^ c^ c„ c^ 
1 2 3 7 8 9 

a^b^ 27 305 211 93 151 82 

a^b 80 64 155 75 107 196 

a b 42 91 9 94 104 75 

a b, 268 203 409 290 242 388 
2 1 

a b 37 13 224 80 77 153 

a b 1 1 13 1 3 14 

c (overall) c, - 455, c^ = 677, c^ = 1021, c_ = 633, c„ = 684, 
1 2 J / o 

% = 908 

b (overall) b = 2669, b = 1261, b^ = 448 

a (overall) a = 1961, a = 2417 
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Variable Leader Information Giving 

1̂ c^ c^ c., c^ c^ 
1 2 3 7 8 9 

a^b 15 0 94 99 182 196 

a^b 39 88 98 194 41 149 

a^b 130 60 123 108 85 198 

a b 134 65 177 77 82 89 

a b 235 98 42 207 78 244 

a b 0 142 254 28 107 199 

c (overall) c, = 553, c^ = 453, c, = 788, c^ = 713, c_ = 577, 
1 2 J 7 o 

c = 1075 

b (overall) b = 1210, b = 1513, b = 1436 

a (overall) a = 1899, k = 2260 



192 

Variable Leader Prompting 

c, c c c c c 
1 2 3 7 8 9 

a^b^ 278 197 209 205 402 268 

a^b^ 288 266 93 191 305 234 

a^b^ 345 285 151 233 194 218 

a^b^ 219 240 37 97 158 220 

a b 267 472 55 232 171 346 

a^b 430 226 336 449 554 321 

c (overall) c. = 1827, c. = 1686, c. = 881, c_ = 1407, c_ = 1784 
1 2 3 7 8 
c^ = 1607 
9 

b (overall) b = 2530, b == 2920, b = 3742 

a (overall) a = 4362, a = 4830 

Variable Subject Constructive Thinking 

^1 " •^^' ^2 " ^^' ^3 = "̂^ ̂ 7 " 20, CQ = 40, Cg = 137 

b^ = 51, b^ = 147, b^ = 55 

a = 150, a^ = 103 



193 

Variable Subject Interaction 

CjL = 55, C2 = 94, 03 = 365, c^ = 47, Cg = 104, Cg = 78 

b^ = 120, b^ = 540, b^ = 74 

a^ = 627, a^ = 91 

Variable Leader Disciplinary Control 

c, = 75, c^ = 29, c^ =12, c_ = 39, c^ = 6, c. = 84 
J. Z O / O V 

b = 102, b = 20, b = 123 

a^ = 111, a^ = 134 

Variable Leader Supportive Statements 

c = 44, c^ = 25, c^ =6, c^ = 18, Cg = 20, c^ = 36 

b^ = 87, b^ = 43, b ^= 19 

a = 98, a =51 
1 2 


