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ABSTRACT 

The model found in this text was designed to assist those having Asperger's 

Syndrome with interpersonal communication in an easily replicated manner, using 

important details found within communicative interaction. Through using Burke's 

Dramatistic concepts, especially his pentadic ratios and concepts found in Judee 

Burgoon's Interaction Adaptation Theory, it is possible to assist those with Asperger's 

Syndrome in becoming more communicatively competent. 
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CHAPTER I 

INTRODUCTION 

Without effective communication, meeting basic needs is difficult (Burgoon, 

1995). The use of effective communication becomes a necessity. Yet due to a neuro

psychological disorder known as Asperger's Syndrome (AS), a portion of the population 

suffers from communication deficits that make comprehending everyday social 

communication difficult. 

Asperger's Syndrome is situated on the autism spectrum among other Pervasive 

Developmental Disorders (Attwood, 2001; Barnhill, 2001; Kiln, Volkmar, Sparrow, 

2000; Wing, 2001). People with AS have normal to high intelligence (Wing, 2001) and 

have much potential to offer the rest of the world. However, the communication deficits 

associated with it restrict some of this population from fully pursuing their potential and 

experiencing the worid around them. Through the use of Kenneth Burke's Dramatistic 

Theory, Judee Burgoon's Interaction Adaptation Theory, and the concepts of 

communication competence, it is possible to offer a training/instructional model to 

improve the communicative abilities and actions of those with Asperger's Syndrome. 

Even Hans Asperger, the man noted for discovering AS, believed in a pedagogical 

approach toward helping those with Asperger's Syndrome as demonstrated by his 

statement, "Only pedagogical methods in the broadest sense of the word can reall> 

change people for the better, or put more precisely, can pinpoint the best of the 

developmental alternatives that are at a child's disposal and make it possible for him or 



her to develop along these lines" (Klin et al., 2000, p. xiii). Doctors Klin, Volkmar, and 

Spartow, representing the psychological discipline, argue that there is a need for just such 

a training program in the book Asperger Syndrome: 

Cleariy, without a concerted effort to develop this area [training in social and 
communication skills] as a discipline in which a much larger number of 
professionals are trained, curricula are developed, and research data are produced, 
this situation will not be easily changed, and is likely to worsen before it starts to 
get better ... (Klin et al, 2000, pp. 351-352). 

Through development of this training/instructional model, it is possible to aid the 

Asperger population in learning how to communicate with the worid around them To 

better build a strong base for this proposed model, several concepts must be reviewed. 

First Asperger's Syndrome will be reviewed so as to give the reader a better 

understanding of the people diagnosed with Asperger's Syndrome and the 

communication difficulties they struggle with. Second, Judee Burgoon's Interaction 

Adaptation Theory (lAT) will be reviewed in order to better comprehend how interaction 

adaptation occurs communicatively. Next, Kenneth Burke's Dramatistic Theory will be 

reviewed so as to build a firm foundation concerning the communicative event. Next, a 

literal interpretation of Burke's Dramatistic Theory will be offered since some in the 

communication discipline argue that Dramatistic Theory is metaphoric. Next, an 

argument will be made on how lAT and Dramatistic Theory can be combined effectively. 

Finally, communication competence will be reviewed in order to have the available 

information to assess if communication competence improves from the pre-test to post-

test when testing this model with those who have Asperger's Syndrome. 



CHAPTER 11 

LITERATURE REVIEW 

Asperger's Svndrome (AS). A Communication Disorder 

Asperger's Syndrome (AS) is a genetically predisposed, neurological 

communication disorder located on the autism spectrum (Attwood, 2001; Barnhill. 2001; 

Klin et al., 2000). AS hinders a person from fully understanding nonverbal, 

interpersonal, and social communication (Attwood, 2001; Barnhill, 2001; Bauer, 1996, 

Klin & Volkmar, 1996; Myles, Barnhill, & Hagiwara, 2001; Silberman, 2001; Tanguay, 

2002; Williams, 1995; Wing, 2001). Resulting communicative difficulties often lead a 

person with AS to be perceived as behaving oddly or to be shunned. 

Yet, the existence of communicative difficulties might not convince some people 

of the need for research. Perhaps, for these people, the number of occurrences will speak 

for themselves. Some professionals believe that AS is on the rise in areas saturated with 

high amounts of technological research and the numbers in Silicon Valley appear to 

agree (Silberman, 2001). 

In August 1993, there were 4,911 cases of so-called level-one autism [AS] logged 
in the state's [California] Department of Developmental Services client-
management system. ... In 1999, the number of clients was more than double 
what it had been six years earlier. Then the curve started spiking. By July 2001, 
there were 15,441 clients in the DDS database. Now there are more than seven 
new cases of level-one autism - 85 percent of them children - entering the system 
every day. (Silberman, 2001, p, 176) 



Some experts in the field believe that this increase may be due to increased awareness of 

AS, while others, like Baron-Cohen, believe that this rise may be due to Aspics', a name 

referring to the positive attributes of those diagnosed with Asperger's syndrome, being 

employed in similar areas, such as Silicon Valley, getting married, and producing 

offspring (Attwood & Gray, 2001; Silberman, 2001; Willey, 1999). 

Whichever hypothesis is true, data from 1996 indicated that: "The best studies 

that have been carried out to date suggest that Asperger's Syndrome is considerably more 

common than classic autism. Whereas autism has traditionally been felt to occur in about 

4 out of every 10,000 children, estimates of Asperger syndrome have ranged as high as 

20 to 25 per 10,000" (Bauer, 1996, p. 1), which equates to one in every 400 people. 

However, the latest research by Dr. Simon Baron-Cohen has found that as many as two in 

every 200 people may have AS (Silberman, 2001), Therefore, there are now more people 

who have difficulties understanding social norms being diagnosed with this disorder. 

There are now more people who need assistance in understanding how to interact 

communicatively with the world around them. 

These communicative difficulties stem from problems with nonverbal, 

interpersonal, and social communication aspects. Some nonverbal aspects of 

communication posing a problem for those with AS are proxemics, facial recognition, 

and maintaining appropriate eye contact (Attwood, 2001; Wing, 2001). Proxemics is the 

term that refers to the amount of socially appropriate space given to each person (Wood, 

' The term, Aspie, was originated by Liane HoUiday Willey in her book 
Pretending to be Normal (1999) and has been taken up by the Asperger communilx as a 
preferable name or label (Attwood & Gray, 2001). 
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2002). "In the United States, we generally interact with social acquaintances from a 

distance of 4 to 12 feet" (Wood, 2002, p. 180). Aspies have difficulties judging the 

socially appropriate distances necessary for effective interaction (Attwood, 2001; Wing, 

2001). When a person violates another's proximity, the result is often a negative 

violation of social expectations. In previous research, Aspies have "... demonstrated a 

lack of understanding of personal space by leaning on total strangers or touching them as 

if they were pieces of furniture" (Myles et al., 2001, p, 2), 

A reason for Aspies treating others like furniture may have something to do with 

the fact that Aspies process nonverbal input diflferenUy than neurologically typical people 

(NTs) Aspies process nonverbal cues in the temporal lobe, or logic portion of the brain 

rather than the frontal lobe (Klin, Volkmar, & Sparrow, 2000; Tanguay, 2002), 

However, NTs, primarily using the frontal lobe, process nonverbal cues in l/20"^ of a 

second (Burgoon, Stern, & Dillman, 1995). Klin, Volkmar, and Sparrow have found that 

abnormalities in the size and density of neurons found in the temporal lobe of the brain 

are associated with difficulties in facial recognition (Klin et al,, 2000), Research 

indicates that face perception is reliant upon configuration of major facial features, 

whereas object perception is reliant upon detail recognition (Klin et al,, 2000), People 

with AS have difficulties decoding facial expressions partly because they see the details 

rather than the whole picture (Attwood, 2001), This strength of looking for the details, in 

some cases, is a good thing. Unfortunately, this does not work well with facial 

^ NT is the term adopted by Aspies to describe those v\ ho do not ha\e Asperger's 
Syndrome (Attwood & Gray, 2001). 



expressions. Rather than looking at the face as a whole, they see the individual parts of 

the face. 

A striking example of this occurred in July 2002, involving a person with AS 

known to the writer. While reading the July 2002 issue oiDiscover magazine, a thirty-

three year old male with AS came across a test to see if people could tell if a smile was 

real or not (personal interview, July 2002). The magazine had two rows of pictures of 

people smiling. Each row had five pictures, with a total often pictures of five different 

people. When visiting with this gentleman, he commented that it was very frustrating to 

tell which smile was real and which smile was not real. He had not even realized that the 

pictures were only of five different people. He had originally thought that there were ten 

different people shown in the pictures, because in each picture the details looked different 

(personal interview, July 2002). Simon Baron-Cohen, an expert in the study of autism 

spectrum disorders, writes the following demonstrating facial recognition difficulties 

found within AS: 

One of the papers I've written with colleagues describes three individuals who 
have Asperger syndrome. One won the Olympiad in physics and math right 
through his teens, and when presented with a physics or math problem he could 
solve it very, very rapidly. Yet he couldn't decode facial expressions of emotion 
in photographs. The second was a professor of mathematics, the winner of the 
equivalent of the Nobel Prize for math, the Fields Medal. No difficulties at all in 
abstract reasoning, but given photographs of facial expressions that somebody 
without any mathematical ability could read easily, he performed significantly 
below the average level ... (Silberman, 2001, pp. 178-179) 

The subjects mentioned by Baron-Cohen were extremely intelligent, but struggled with 

facial recognition because of their disability. With "experts in the field of kinetics (body-

motion studies) suggest[ing] that humans can produce almost three-quarters of a million 



different gestures, postures, and facial expressions in communicating messages from one 

person to another" (Armstrong, 1995, p. 228) one can only wonder how difficult 

communication attempts must be for those with Asperger's Syndrome. 

In addition, people with AS also have difficulties with making and maintaining 

eye contact (Attwood, 2001), which in the American culture is viewed as socially 

inappropriate. When the effects of AS hinder the interpretation of nonverbal beha\iors 

that others rely on so heavily to regulate interaction adaptation, expectancy violations 

occur. "It is important, therefore, to stress that although individuals with AS often 

present with maladaptive and disruptive behaviors in social settings, these are often the 

result of their narrow and overly concrete understanding of social phenomena, and the 

resultant overwhelming puzzlement they experience when required to meet the demands 

of interpersonal life" (Klin, et al., 1996, p. 110). People with AS simply do not 

understand the unwritten social norms of social life. 

Social norms are society's unspoken rules of how to behave. According to Cooter 

(2000) social norms determine our obligation concerning for example, how close a 

person will get to someone to speak, or if a person will look in the eyes at someone older 

than themselves while speaking to them. According to Expectancy Violations Theory, 

sometimes a violation of a social norm can stimulate positive reactions (Burgoon, 1995). 

Unfortunately, violations of social norms are not always positive occurrences and cause a 

great amount of frustration for those who do not understand them. For persons with AS 

frustration in social interactions can lead to aggression. 



Aggression is rare among people with Asperger's syndrome. However, their 

frustration stemming from their lack of understanding of social interaction often drives 

them to aggressive behavior. "Their social awkwardness, emotional and social stiffness, 

self-centeredness, inability to understand nonverbal social cues, inflexibility, and lack of 

empathy and understanding often exacerbate their social difficulties" (Simpson et al, 

1998, p. 149). Also, people with Asperger's syndrome are often struggling with "feelings 

of stress, loss of control, poor problem-solving and organizational skills, and an inability 

to predict outcomes. Thus, these students typically manifest aggression related to 

difficulty in functioning in a worid that they perceive to be unpredictable and threatening 

and that often provokes defensive panic reactions" (Simpson et al., 1998, p. 149). 

If that was not enough, people with AS also suffer from sensory overioad, Aspies tend to 

have a varied combination of sensitivities to taste, touch, noise, light, smell, and pain 

(Attwood, 2001; Myles et al,, 2001), These sensitivities can be a combination of 

hypersensitivities and hyposensitivities or just hypersensitivities or hyposensitivties. 

Some examples of this can include being hypersensitive to food textures but hypo 

sensitive to stimuli on the upper lip. Sensitivities can include needing to wear sunglasses 

in brightly lit environments or needing earplugs for school assemblies in order to be 

comfortable in various situations. 

Research indicates that people communicate with each other within their personal 

comfort range. When this range is negatively violated, compensation occurs. "Such 

compensation is typically only partial and may function more to alleviate discomfort and 

unease-from sensory overioad in the case of high immediacy, from fear in the case of an 



interviewer's assertiveness with a deceiving interviewee, or from uncertainty in the case 

of decreased pleasantness-than to radically alter the overall level of self or other's 

involvemenf (Burgoon, 1995, p. 256). Aspies are more sensitive than most people to 

over stimulation, and compensate for the overioad in ways that are perceived as socially 

inappropriate within norms of interaction such as throwing a tantrum (Barnhill, 2001). In 

this way the potential for violating the expectations of other persons within interactions 

exists due to the sensitivities present. 

For the person with AS, communicative interaction is hampered through negative 

social violations (Burgoon, 1995) in part because they "lack understanding of human 

relationships and the rules of social convention; they are naive and conspicuously lacking 

in common sense" (Williams, 1995, p, 1), In an effort to assess concern for social 

problems, Barnhill (2000) studied self-reports from twenty individuals with AS, and 

questionnaires from their parents and teachers. The questionnaires received from the 

parents indicated that the parents were greatly concemed about their children's social 

problems. The questionnaires received from the teachers indicated concem but not as 

great as the parents' concern. The self-reports received from the individuals with AS 

suggested "a lack of awareness of their behavior and how it affects others" (Barnhill, 

2001, p. 2). The Aspies had no idea that they had a problem. Barnhill states that this 

indicates "an inability or deficit in the capacity to take the perspective of others and 

understand one's own feelings and behaviors relative to commonly accepted social rules" 

(Barnhill, 2001, p. 2). 



Aside from difficulties with interaction behaviors, attempts, and norms, those 

with AS have limited areas of interest. Aspies are unique, but one can be sure that some 

area of interest will exist. Attwood (2001) suggests that through exploration of special 

interests, one might facilitate conversation and provide an indicator of intelligence for the 

student with AS. By allowing the student to converse about his or her area of interest, the 

facilitator can also provide a situation where the Aspie can have order and consistency, 

and enjoy a period of time where it is permissible for the Aspie to speak about his or her 

area of interest. In this way, Attwood points to possible benefits gained from 

communicative engagement by the person with AS (Attwood, 2001). 

Another communicative difficulty that presents itself is that most Aspies use very 

concrete, literal interpretations for information received. For instance, if an Aspie is told 

by the teacher to "Run this attendance sheet down to the office" the student may get in 

trouble for running in the halls toward the office. This interpretation is in no way 

indicative of low intelligence. The low range of IQ found in the AS population is 

around 100, and only goes up from there (Wing, 2001). Since those with AS tend to have 

such high IQs, including a high verbal IQ, people with AS are presented with a unique 

struggle. 

Individuals with Asperger's are cognitively intact. That is, they possess normal, 
if not above-average intelligence. This creates an expectation for success. Further, 
the pursuit of their restricted repertoires of interests and activities often results in 
the amassing of impressive facts, and in an expertise beyond their years. Therein 
lies the problem! Given their enormous strengths, and the expectation that they 
generate, and given the fact that intelligence is a highly-prized trait in our culture, 
intellectual prowess in the child with Asperger's syndrome virtually eclipses the 
social-emotional and other deficits that are at the heart of the unusual behavior 
and interests are often seen. (Twachtman-CuUen, 1996, p. 1) 
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Thus, a social norm-based struggle often occurs for the person with Asperger Syndrome 

such that other people are left with the question, "If he (or she) is so smart, how could he 

(or she) do / say something so stupid'^" 

Aspies, possessing sufficient intellect, recognize that this communication disorder 

effectively isolates them from the norm by significantly affecting the ability to recognize 

how to express social norms and to express the emotional response to the resulting 

isolation, severely limiting one's ability to reach out communicatively to those around the 

person with AS (Attwood, 2001; Wing, 2001). When anyone is faced with the inability 

to communicate the necessary nonverbal, interpersonal, or social information correctly, 

expectations surrounding the interaction are often violated (Burgoon, 1983; Burgoon, 

Stem, & Dillman, 1995). 

This isolation is first noted in those with AS during adolescence. During 

adolescence, Aspies become self-aware and are struck by the realization that they are 

different (Wing, 2001). Depression sets in, often due to the realization that they lack 

significant interpersonal relationships (Wing, 2001). It is possible that the difficulties 

with nonverbal communication processing may be closely related to this depression. 

"Children who are not as adept as their peers at identifying affect in the facial expressions 

and tones of voice of others are likely to be aware that they are having trouble socially, 

but they may not know why" (Nowicki & Carton, 1997, p. 360). 

Nowicki and Carton (1997) tested for depression and perception of competence in 

children struggling with nonverbal communication. They found that boys with nonverbal 

processing difficulties experience a significant amount of depression (Nowicki & Carton, 
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1997). Both boys and giris in the study showed significant signs of self-perceived 

communication incompetence (Nowicki & Carton, 1997). Unfortunately, this particular 

study could not identify ".. whether nonverbal processing difficulties 'cause' feelings of 

incompetence and depression or vice versa" (Nowicki & Carton, 1997, p. 360). 

In yet another study reviewing social and communicative behaviors of children 

who have difficulties processing nonverbal and social cues, it was found that giris within 

this population externalized their feelings through aggressive or in socially inappropriate 

manners (Lancelot & Nowicki, 1997). "Giris who are not as adept as their same-sex 

peers in reading the emotional meanings sent by others through their facial expressions, 

postures, and so forth, show a greater number of behaviors characterized by anger, 

aggression, and breaking of social rules than girls who are more adept at this 

interpersonal task" (Lancelot 8c Nowicki, 1997, p.300). 

Those with AS understand that they behave differendy from others and struggle 

with a feeling of isolation because they have difficulties monitoring others' reactions to 

their social attempts (Myles, Barnhill, 8c Hagiwara, 2001). "Case studies on adolescents 

(Berthier et al., 1992; Cesaroni & Garber, 1991; Ghaziuddin, Weidmer-Mikhail, & 

Ghaziuddin, 1998) indicated that these individuals experience discomfort or anxiety in 

social situations and a limited ability to interact with peers" (Myles, et al., 2001, p 1). 

Due to this struggle, others have attempted to create interventions to assist Aspies with 

understanding various aspects of interactions. 

Currently six different cognitive and behavioral interventions are suggested to 

benefit the person with Asperger's Syndrome (Attwood, 2001; Wing, 2001). The first is 

12 



called cognitive behavior modification. This form of discipline ".. involves teaching 

individuals to monitor their own behavior and performance and to deliver self-

reinforcement and other contingencies at specified intervals. This instmctional strategy 

involves shifting the locus of control for managing specified behavior from teachers and 

other external sources to the individual with Asperger's" (Simpson et al., 1998, p. 150) 

This method provides self-control for the shident, which assists in the student's 

perspective of the situation. 

The second intervention is called a behavioral contract. In this method the 

student, his or her teachers, parents, and others involved in discipline sign a contract 

agreeing to the consequences of aggression. This method does nothing for the Aspic's 

perception of the frustrating social norm. 

The third intervention, and possibly the most popular among educators and 

psychologists alike, is called .wcial stories. "Because of their relatively strong language 

and cognitive skills and their desire for structure in social situations, students with 

Asperger's Syndrome often respond positively to strategies based on prescribing what to 

do in various social situations, including ones that may result in aggressive behavior' 

(Simpson et al., 1998, p. 150). In this intervention, the disciplinarian would reiterate the 

sequences that caused the student to act aggressively, and then describe the appropriate 

behavior for the situation. Yet, "individuals with AS typically demonstrate a strong rote 

memory, some may be able to provide appropriate answers to hypothetical social 

comprehension questions such as those found on individual intelligence tests. However, 
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this does not mean that they can apply this information in actual social settings" 

(Barnhill, 2001, p. 2). 

The fourth intervention uses scripting and practicing specific social roles in order 

to allow the student an opportunity to see and practice the correct response to achieve 

prevention of misbehavior (Attwood, 2001). However, this intervention does not allow 

the Aspie the freedom to choose his or her own actions or words for the situation thus 

removing control of the situation from the Aspie. Another limitation revolves around the 

concept that social norms change from place to place and over time. 

The fifth intervention is called social autopsies in which the student is called upon 

to assess his or her behavior piece by piece (Attwood, 2001). This method's purpose is to 

find the cause of the presumed social mistake in order to ascertain the appropriate 

response. This is a team effort using both the teacher and the student, which leaves a few 

limitations. First, not every teacher has time to stop and go through a behavior with just 

one student. Second, this intervention is very much open to the interpretation of the 

teacher as to what is an appropriate response to a social norm and what is not, which once 

again removes the control of the behavior out of the hands of the Aspie. 

The sixth intervention is called traditional behavior consequences, meaning that 

the same interventions carried out with children who do not have AS is used on the Aspie 

(Attwood, 2001). Generally, with this intervention, students have difficulties dealing 

with a perceived reduction of even more control within their lives. This form of 

intervention carries the possibility with it that even more inappropriate behaviors could 

take place. 
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Several problems affect and limit the use of these interventions. One is that, as 

the environment changes, so do the social expectations. Social stories may assist in 

defining the current environment's social expectations but does not, in this researcher's 

opinion, assist in offering the subject a database of details which might aid in identifying 

the expectations. Also, as Klin et al. (2000) point out, this process and others like it are 

not easily replicated; there is a need for a communication model that assists those with 

AS in addressing their communication disability in a manner that is easily replicated and 

easily understood so that more people with AS may learn to communicate effectively 

One intervention that is easily replicated is the SODA strategy which uses 

behavioral adaptation to alter the inflexible thinking patterns of students with AS (Bock, 

2001). SODA stands for Stop, Observe, Deliberate, and Act. With this process this 

program argues that students with AS can improve their communicative interactions 

through learning to evaluate the communicative scene, while carrying a visual cueing 

card to remind the student of all the tenets of SODA. This program provides a wonderful 

structure for a communicative intervention. 

However, there are several problems with SODA as perceived by this researcher. First, 

while claiming to change the inflexible thinking patterns of the students (i.e. "curing" 

him or her) the SODA program uses an equally inflexible pattern to create the change. 

Second, there is no communication education defining either the interaction or its specific 

components. What good are Stop, Observe, Deliberate, and Act if the components of the 

phenomenon are not operationally defined? Also, the program is unclear concerning 

teaching the shident how to handle the potential panic attack when the student loses the 

15 



visual strategy card. Finally, if it is so important to be concerned about how each person 

is perceived by others, what does running around with a card do for those perceptions 

(i.e. Uh, excuse me, 1 have to look at my card to see what Em supposed to do next )'̂  

Therefore it is necessary to create an easily replicated, useable, well-defined 

communication model, which explores the communicative interaction in a flexible 

manner to aid in the adaptation of effective interpersonal communication skills for those 

with Asperger's Syndrome. 

Interaction Adaptation Theories (lAT) 

Social interaction requires effective interpersonal communication. Meaningful 

social interaction is the basis for personal and social relationships. According to 

Interaction Adaptation Theories (lAT; Burgoon, 1995), meaningful social interaction 

depends on adaptation of behavior through communication. Definition of several key 

terms helps to explain the theory. 

• Matching is the process of using similar verbal and nonverbal behaviors in a 

dyadic interaction. 

• Mirroring is more specific than matching because the communicative behavior is 

identical, such as when, while engaged in a conversation, one person is in a \ ery 

relaxed position and the other member of the dyad is in an identical position. 

• Convergence is simply a term used to describe the process that takes place when a 

dyad begins to use similar behaviors. 
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• Interactional synchrony is defined as "similarity in rhythmic qualities and 

enmeshing or coordination of the behavioral patterns of both parties" (Burgoon, 

1995, p. 128). 

• Reciprocity occurs when one member of a dyad adjusts his or her behaviors 

toward the other's behavior of comparable, interchangeable, functional value. 

Reciprocity also conveys a message "... such as dominance, involvement, 

composure, or rapport" (Burgoon, 1995, p. 129). Reciprocity is a behavior that is 

often measured, 

• Interaction adaptation research is complementarity; it is the opposite of matching 

and occurs when partners demonstrate behaviors that are not similar. An example 

of this is one member of a dyad's using socially acceptable language while the 

other is using that society's slang terms. Another similarity to matching is the 

fact that complementarity is also easy to identify within interactions and thus is 

often measured during tests. 

Four basic theoretical models of interaction adaptation are found in the literature (as 

summarized by Burgoon, 1995), First are those based on basic biological needs such as 

the need for safety, comfort, bonding, and social organization. These theories state that 

people demonstrate synchronous behavioral similarities at the same time within the 

interaction. According to research, synchrony biologically begins twenty minutes after 

birth (Burgoon, 1995), It has also been noted that, ".. people can synchronize an 

incredible number of speech behaviors with staggering speed - often within 1/20 of a 

second" (Burgoon, 1995, p. 22), Additional research indicates that synchrony produced 
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within communication interaction occurs in an orderiy fashion; requires that both partners 

adapt their interactions; uses synchrony and mimicry to create a contagious mood, like 

laughter; and states that rhythmic responses are effected by environmental features like 

social cues, biological cycles, and the other person being interacted with (Burgoon, 

1995), Several factors can inhibit synchrony, such as unbalanced intellectual abilities or 

educational experiences, primary language patterns, and cultural restraints. Of particular 

interest are the findings of Condon (1982) showing that people with dyslexia and others 

wkh learning disorders demonstrated a lack of synchrony (Burgoon, 1995), yet Stieet and 

Cappella (1989) state that, "... synchrony and other social and communicative skills does 

not confirm that synchrony functions as a developmental factor" (Burgoon, 1995, p. 24). 

With all the biological evidence available concerning interaction adaptation, there are still 

some things that are not addressed by these theories; thus the second grouping was 

created. 

The second of the interaction adaptation models are the Arou.sal and Affect Models. 

These theories build on the biological basis of the previously mentioned theories with the 

addition of psychological needs. For example, Arousal-Labeling Theory (ALT) proposes 

that balance is important when combined with reciprocal behavior. "ALT assumes that 

there is an appropriate, or expected, level of intimacy display between conversational 

partners" (Burgoon, 1995, p. 38). Thus ALT states that intimacy produces arousal 

change; arousal change produces affective labeling; and affective labeling produces a 

behavioral response. When there is a change in arousal, several things can happen. If the 

change is small, there is no change in accommodation; however, if the change is large 
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enough to move the partner out of his or her range of comfort, two possibilities can occur 

If the change is positive, reciprocity will occur; if the change is negative, compensation 

will occur. Tests of this theory did not produce uniform results; therefore, this theory has 

not been proven accurate. 

As another example, Discrepancy-Arousal Theory (DAT) assesses expectations, 

discrepancies, and affect relative to behavioral responses. Expectations are based on past 

and present experience, social norms, and personal preference to produce an acceptable 

range within which interactions may occur. Discrepancies are violations of expectations, 

which are most often noted subconsciously. If there is a violation of a positive nature, 

meaning that the person whose expectations are violated has a positive interpretation of 

the violation, the violation will have a pleasurable result. Little discrepancies will have 

little to no effect on the relationship, while large, negative discrepancies will provide a 

change within the relationship. 

This theory also measures approach, avoidance, reciprocity, and compensation If 

there is a positive violation, an approach response will be elicited, A negative affect will 

bring about avoidance behavior. If the discrepancy is within accepted range reciprocity 

and more involvement will occur, while if the discrepancy is not within the accepted 

range, compensation and less involvement will occur. When testing this theory 

discrepancies occurred between what was hypothesized and what occurred. 

The third model of interaction adaptation applies cultural factors, ingroup-

outgroup relations, and societal needs, processes, and factors. These are referred to as 

Social Norm Models. For example, the Norm of Reciprocity is based on the concept that 
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we help those who help us, and Communication Accommodation Theory (CAT) is based 

on the need for social approval. These theories state that, "the concept of mutual other-

directedness as foundational to communication implies a reciprocal orienting and 

attention that may be a prerequisite to all forms of social exchange" (Burgoon, 1995, p. 

60). In other words, in order for interaction adaptation to occur those participating in the 

dyad must be focused on each other. 

Finally, the fourth interaction adaptation models comprise the Communicaiion 

and Cognition Models. These theories focus on functions, goals, meanings, perceptions, 

attributions, and needs of dyads. Prominent among these theories is Expectancy 

Violations Theory, which states that cultural, relational, interpersonal, situational, 

individual and state factors affect interaction adaptation and Expectancy Violations 

Theory (EVT, Burgoon, 1992). It was originally designed to address proxemic violations 

but moved on to explain more general nonverbal and verbal communication violations. 

The premise of EVT is that often when communicating, someone will do or say 

something that violates what others expect them to do. EVT "predicts communication 

outcomes based on the expectedness of nonverbal behaviors, the interpretations and 

evaluations associated with them, and the characteristics of the communicators and their 

relationship that might moderate effects" (Burgoon et al., 1992, p. 238). EVT states that 

each person assesses whether an interaction will be rewarding or cosdy. During the pre-

interaction stage, people assess physical attractiveness, status of the other, gender, age, 

and status of the relationship for whether or not the interaction would be beneficial. If 
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the interaction is not assessed as beneficial, avoidance of an interaction will occur If the 

interaction is assessed as beneficial, the interaction will be sought after. 

However, assessment does not end after the pre-interaction stage of EVT. During 

the interaction each member of the dyad is assessing the other. According to EVT, task 

knowledge, use of humor, type of feedback, and conversational style are assessed during 

the interaction. Once the assessments have been made the communicator's valence is 

evaluated. The communicator is then placed on a continuum as to how rewarding or 

cosdy interaction with the communicator is. 

"EVT, however, depends more on an attentional shift resulting from violations 

than from some form of physiological arousal, especially in light of many types of 

violations having little probable physiological impacf (Burgoon, 1995, p. 95). For 

example, there is a couple that often greets each other with a hug and a kiss when they 

get home from work. After a hard day at work the wife comes home looking forward to 

the ritual her husband and she share. Instead she finds a candle-lit dinner on the table and 

the children at the babysitter's house. The wife's expectations have been violated: 

however, it is in a positive manner thus creating an even more positive perception of her 

husband. 

Yet, if the wife was to come home, not receive the ritual greeting and the husband 

greet her with, "What's for dinner?" the wife's expectations of her interaction with her 

husband will be negatively valenced. Because of the negative valence, the wife's 

perspective of her husband will also be negative. If the violation has occurred outside of 

the wife's acceptable range of behaviors, the wife will probably compensate the 
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husband's behavior in order to change the direction of his behavior. This compensation 

would possibly include acts such as being overiy loving in hopes that he would 

reciprocate this particular behavior. 

Now imagine a marital interaction as previously mentioned with one factor 

altered; one of the partners has Asperger's Syndrome (AS). To return to the example of 

the wife coming home from a hard day at work, her husband, having AS, walks in behind 

her, looks at her, observes the ritual hug and kiss, and never realizes that the wife is 

stressed because he can not read her nonverbal behavior. The wife compensates, hoping 

that this will elicit the response she longs for but the husband is simply confused by her 

affection and does not reciprocate the desired behavior. Eventually the wife gives up on 

the desired response, lowers her expectations, and accepts what she receives. The results 

are that both the person with AS and his partner are frustrated with the interaction. 

Interactions between children with AS and their peers can be equally frustrating, 

often leading to depression. The interaction adaptation theories state that people require 

interaction. Burgoon goes so far as to say, "At the biological level, the inherent pressures 

are toward entrainment and synchrony, with the exception of compensatory adjustments 

to ensure physical safety and comfort" (Burgoon, 1995, p. 261). Aspies experience a 

basic need, which they have no idea how to fulfill due to a lack of understanding social, 

interpersonal and nonverbal communication. 

Of all the interaction adaptation theories presented thus far in this paper, there 

were problems. Some, such as those discussed with the biological model, could not be 

proved. Some theories, when tested, did not mesh with the results of the tests. Some, 
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like EVT, were not inclusive enough and only covered a small portion of interaction 

adaptation. Thus Judee K. Burgoon created Interaction Adaptation Theory. 

Interaction Adaptation Theory (IAT) is based on five concepts. The first three concepts 

are introduced as three levels, the required level (R), which is based on basic human 

needs; the expected level (E), which is based on what is anticipated to occur within the 

interaction; and the desired level (D), the range the person wants the interaction to remain 

in. Expectations include the purposes or goals for the communication and are found in 

" . social norms, social prescriptions, or individual knowledge of the other's behavior" 

(Burgoon, 1995, p. 265). It would seem that the desired level of interaction adaptation 

would be where those with AS will have the most difficulties. Expectations heavily 

influence the desired level by providing social and cultural influence constraints. For 

instance, many define their communicative comfort zone within the realms of social and 

cultural parameters. "The desired level, which for research purposes requires a functional 

set of interaction behaviors, is affected by personal goals, and likes and dislikes which 

come from a person's temperamenf (Burgoon, 1995, p. 266). 

The next concept is that of the interactional position (IP). Factors R, E, and D 

combine to form the IP When the IP and any one of the other pieces for the equation are 

available, a prediction can be made as to what interaction behavior will take place For 

example, a person has a need to be in a group for protection, which defines the R. Social 

norms require that a person within a group demonstrate group solidarity, thus providing 

the E. Innate human nature states that the person will enjoy affiliation with the in-group, 

which provides the D. The IP, therefore, will be the "behavior displays of inclusion by 
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both self and partner" (Burgoon, 1995, p. 266). However, the interactional position is 

always subject to change as factors R, E, and D are variable. 

The fifth concept is the actual performed behavior {A) of the other interactant. 

Both the IP and the^ can be placed on a continuum. Once on the continuum, 

discrepancies can be viewed and the behavior can be assessed. "The assessment and 

behavioral response predictions depend upon R, E, and D, which together govern (a) the 

valences associated with IP and A; and (b) the probable classes of response patterns" 

(Burgoon, 1995, pp. 266-267). R, E, and D can predict possible responses within the 

interaction. For instance, if the required level can be determined, one can predict the 

interaction position. Some predictors involve how personality affects behavior and how 

social norms constrain behavior. liR, E, and D do not add up to the same IP and 

valence, R, E, and D are said to be discrepant. If there is a discrepancy, R, E, and D must 

be weighted to determine which level is most affecting the behavior. 

When considering the valence of the three levels, the required level is the most 

important. When the urgent, biological needs are not met, R will strongly affect the // ' 

Burgoon offers the example of a marital conflict escalation. One partner has the 

biological need to vent his or her frustration, and verbal aggressiveness occurs. The other 

partner feels the biological need to protect one's self The result is in one partner 

experiencing either fight or flight (Burgoon, 1995), 

If the biological need is taken care of, even if the expectations and desires are 

negatively valenced toward R, the IP will be viewed as positively valenced. In other 

words if one of the partners leaves the interaction, even if the partner expected the other 
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partner to give in, and wanted everything to turn out well, the interaction will be viewed 

as having turned out positive, because the biological need has been satisfied, thus A IP 

liA IP, it is a positive violation, which leads to the prediction that the behavior of the 

other becomes more like the action. The only exception is when "... personality factors 

circumscribe the fight option, as might be the case where a person is physically weaker 

than the aggressor, highly dependent on the aggressor for personal survival, or 

constitutionally incapable of engaging in physical aggression" (Burgoon, 1995, p. 274). 

With expectations, biological and social norms assist in creating synchrony, 

matching, and reciprocity. "Meshing one's interaction style with another's and adhering 

to social norms for reciprocal involvement, formality, and the like, not only are regarded 

as socially appropriate but also facilitate achievement of such communication functions 

as information processing and comprehension and smooth conversational management" 

(Burgoon, 1995, p. 268). Because of the communicative importance of expectations, /'J 

will be weighted most heavily during times where social norms and role relationships are 

strongly emphasized. When E is the weighted part of the formula there will be a strong 

need for matching and reciprocity. Some exceptions for this are: compensatory 

adjustments for proxemic distance and level of sensory engagement, and when a person 

expects the other to respond in a negative way, that person will immediately compensate 

based on what they expect to occur (Burgoon, 1995), 

Sitiaations where social norms and role relationships are emphasized might be 

seen in boss-employee interactions; teacher-student interactions; police-citizen 

interactions; and first interactions with a person. For example, an employee has an IP 
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that is immediate and informal, and his boss's IP is moderately formal and business-like. 

In this situation the employee needs to adjust his A to meet his boss's IP But if the 

boss's IP is similar to that of the employee, and the boss interacts with the employee in a 

fashion similar to his IP, a positive violation could occur {A IP). The employee would 

be allowed to match the employer's behavior within social bounds. 

Similariy, we might anticipate applications of the model to AS. For example, an 

Aspie with an area of interest in physics is taking a higher-level physics class at a local 

university. The Aspie desires to interact with his or her professor yet has an intensive 

knowledge of the subject currently being covered. The professor interprets the Aspic's 

IP as being intellectually elitist because the Aspie corrects the professor when the 

professor misspeaks during lecture, while the Aspic's intended IP is positive. In this 

situation, the Aspie, once recognizing that his or her ̂  is negatively affecting his or her 

true IP, needs to alter his or her^. 

Desired range is weighted least of/?, E, and D. The desired range is often closely 

affiliated with social norms and may be the area where compensation occurs the most. 

The reason that compensation occurs so much within this realm is that most long-lived 

relationships also occur within this range. As relationships emerge several things 

happen: they are less restrained by social norms, biological need has less ritual, 

psychological differences are more idiosyncratic based more on the need of the 

relationship, compensation and complementarity occur more, and the relationship is more 

unpredictable. 
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lAT is a measurable theory that offers viable predictions. In order to predict what 

will happen several things must occur. First, one must measure the behaviors of the dyad 

and compare the pre-interaction and interaction behaviors. Next, if Person X's IP 

matches Person Y's A matching or reciprocity will occur. If the IP equals the A then 

there is a stable exchange as long as the IP and the A do not experience either external or 

internal factors that produce change. When there is litde or no difference between A and 

IP, as long as both fall within the range of the interactants, matching will occur If A is 

more extreme than the IP, IP > A, compensation occurs. If there are large discrepancies 

between X's IP and Y's ^ behavior and/or cognitive changes will occur, A behavior 

change will alter the direction of adjustment dependant on valences of/F and A\ alter 

valences on R, E, and D, and will change toward the IP or A that is most positivel} 

valenced, 

"If an interactant's own/Pis more positively valued than other's^ (i.e., IP A), 

then the discrepancy between them is negative and may even qualify as a negative 

violation if large enough" (Burgoon, 1995, p, 269), For example, Terri has been working 

all day and has not eaten since eariy morning. Terri is very hungry and has explained to 

her friend Betty Sue that she needs to get some food. Yet Betty Sue still goes on about 

how another friend said something mean about her. This is a negative violation because 

Terri's biological need (/?) is weighted more than Betty Sue's E and thus Tern's // ' is not 

being met by Betty Sue's^l, When this occurs, it is necessary to reduce the gap and align 

the behavior with the IP It is suggested that one model the desired behavior and expect 
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reciprocity. By doing this the behavior displayed will be non-accommodative or 

compensatory. 

If the discrepancy is positively valenced then the action is more positive than the 

interactional position, A IP. This often occurs with a positive violation of expectations. 

For example, the wife comes home from work to find a candle-lit dinner and the children 

at the babysitter's house. The result of a positive violation of expectations is that it 

causes self to reciprocate. 

Some behaviors do demonstrate a curvilinear relationship when evaluated. One 

of these behaviors is the nonverbal use of proximity. In some instances moderate 

distance is preferable and socially expected, yet in other instances, like during times of 

intimacy, moderate distance would be viewed as a negative expectation violation. 

Predictions should be based on the range of the IP and A being evaluated. Behaviors that 

occur outside the range of the IP and the A must be evaluated individually to find out 

what valence the behavior has toward the A or the IP (Burgoon, 1995). 

lAT predicts matching, reciprocity, compensation, and complementarity 
behaviors. Synchrony, matching, convergence, and reciprocity are prevalent and 
especially common with large behavioral gestalts - such as (a) vocalics related to 
speech production, (b) vocalics and kinesics related to positive and negative 
affect, and (c) nonverbal and verbal behaviors related to intimacy expression. 
Compensation, by contrast, has more often emerged on (a) individual immediacy 
behaviors (eg,, distance, gaze, and body orientation), and compensation and 
divergence have occurred as strategic moves to (b) offset nonverbal intimacy with 
increased verbal immediacy, or (d) create social distance. (Burgoon, 1995, p. 278) 

It is interesting that compensation automatically affects those nonverbal and interpersonal 

behaviors which those with AS struggle. 
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When using lAT as a research tool the first objective is to find R. R can be found 

by observing the interaction in the natural setting. For example, if a person has had a 

long week, he or she may demonstrate a low interaction involvement. One can find R 

through invasion of the interaction by strangers that produces fear and stress and creates 

an avoidance behavior or one can use self-report questionnaires or simple observation. 

The next step is to find E. One must find the functional assessment by 

determining the quality of the different variables. The researcher must also know which 

expectations go with which communication functions. For example, a student has a 

question concerning a test question. The researcher would need to know what social 

expectations exist concerning how the student would address the professor in order to 

receive assistance in order to ascertain how these social and role expectations will affect 

the student's behavior. The third step is to assess individual desires. Desires can be 

inferred, measured, manipulated, and require the use of a pre- or post-test. The fourth 

step is to combine the elements and ascertain the IP by measuring the elements. 

Therefore, interaction adaptation is an essential portion of social, interpersonal, 

and nonverbal interaction. People with Asperger's Syndrome struggle with each of the 

forms of communicative behavior and thus need assistance with understanding 

communicative interaction and the adaptation that inherently goes with it. By using 

Judee Burgoon's Interaction Adaptation Theory, one is able to measure the interaction 

adaptation behavior and thus assist in measuring whether or not the proposed model is 

effective; yet it is imperative to assist the Aspie in being able to identify the parts of the 

communicative event as can be done through Dramatism. 
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Dramatism 

Dramatistic Theory, created and defined by Kenneth Burke, is a way of analyzing 

language and basic modes of action instead of a way to convey information (Burke, 

1966). The communication process is not viewed as a stagnant pool with Dramatistic 

Theory but as active and changing, Burke analyzes how people use symbols to express 

what reality is to them; how the Tribal No or negative command is used with those 

symbols to create social order; the pieces that combine to create the communicative 

action, also known as Burke's pentad; and how the pentadic ratios interact with each 

other. All of this can be found through the details interwoven within each interaction. 

Through observing the details involved in communication, Burke demonstrates 

that man is a symbol creating, symbol using, and symbol-misusing creature (Burke, 

1966). Through the creation of symbols, reality is created for things that have not been 

encountered first hand. The only thing that is truly real, according to Burke, is that which 

has been encountered for oneself (Burke, 1966). If a person is told of a war far away, the 

war is not real except through the use of symbols because the hearer has not experienced 

the war first hand. Yet, the symbols used to describe the war may be misused in such a 

manner as to slant the reality that is being offered. 

Burke also states that humans are the creators of the negative symbol (Burke, 

1966, 1969). In natiare there is no concept of the negative; nature simply exists. If a 

person expects the ground to be wet and instead, the ground is dry, the ground has not 

performed a negative action. Rather, the person whose expectations were violated 

symbolizes the experience as negative. For instance, no one enters the forest in search of 
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young fawns in order to tell them not to go into the wolfs den. Nature expects that if the 

young deer cannot smell well enough to recognize the scent of a wolf nearby, then the 

fawn will be eaten. 

However, children begin life hearing such things as, "Don't touch the stove!" and 

"Don't stick your tongue into the electrical oudet!" Parents emphasize negative symbols 

as precautions in a "Thou shall nof format in an effort to obtain appropriate behavior or 

actions (Burke, 1966). The negative command turns into the imperative negative when 

the values of right and wrong, often with a tribal emphasis, are placed into the Tribal No 

(Burke, 1966) For instance, the statement, "Caution!" can be translated as "Don't do this 

or you may get hurt!" 

The imperative negative gives way to the propositional negative. The 

propositional negative expresses fear, requires classification and abstraction, and requires 

generalization and division (Burke, 1966). An example of a propositional negative that 

expresses fear, uses abstract symbols, and requires generalization would be: "Don't go 

into the neighbor's backyard or their dog will bite you." 

All the previously mentioned levels of the negative lead into the Dramatistic 

generalization of the idea of the negative symbol. In order to use these levels of the 

negative symbol one must be able to distinguish between right and wrong and be able to 

reason. The ability to reason changes the words "yes" and "no" into "tme" and "false' 

which are Dramatist positives (Burke, 1966). Burke states that through use of 

intelligence and reasoning, when performing an act, the action is positive (Burke, 1966). 
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Burke clarifies this by demonstrating that Dramatism deals mostly with practical reason, 

which in turn deals with ethics, and finally deals with action. 

The concept of the negative symbol is an abstract idea that transcends the realm of 

imagery. This is interesting since, as Burke points out, imagery and ideas have become 

merged in language; however, the negative symbol divides this merge (Burke, 1966). 

The negative is an idea that has no imagery. When the word "no" is said, there are no 

visual pichjres that will come to mind that will demonstrate the word "no." The idea of 

nothingness cannot be visualized but merely replaced with some other concept. For 

instance, a Tribal No that exists today is "Thou shalt not kill," When imagery is applied 

to this Tribal No, the image produced is that of the positive images found within the 

TribalNo, which is, "kiU." 

Burke indicates that Dramatism encourages critical thinking and sensitivit}' to 

overt and covert ideas within all communication (Burke, 1966). It is through 

understanding the negative symbol that people are made more sensitive to the ideas 

presented within the social environment. Once the person is more sensitive to the 

existence of the levels of the negative symbol, the person can assist the social 

environment in making the idea of the negative less ambiguous. By doing this, man 

reaches for perfection. 

Thus we are separated from nature and other animals by our usage of ideas 

through symbols. Through his use of the negative command man uses symbols 

dominated by a sense of order in an endless effort to obtain perfection (Burke, 1966). 

People are always striving for the very best way to do something or to say something 
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Supposedly, people revisit their failures in an effort to analyze what could have been 

done differently in order to obtain order and eventually perfection The understanding of 

this perfection allows people the freedom to act rather than to be moved as things 1 bus 

we use symbols to define that which occurs around us and to us. 

According to Burke (1966), people use symbolic action rather than motion By 

this he means that things move but people act. People have movement based on 

purposeful action. In this way, what we do becomes equally symbolic with what we say. 

Thus the old adage, "actions speak louder than words," enters the fray by demonstrating 

how people use their choices of how to act to speak as well as their voices. 

What we choose to say is learned from the specific environment we are raised in. 

As humans grow they first master the language of their symbolic environment (Burke, 

1966). Our symbolic environment dictates proper selections of terminology for particular 

purposes. By choosing a specific terminology over another, a reflection of reality is 

chosen which is founded in personal experiences. By selecting a particular reflection of 

reality, the speaker chooses which reality he or she desires to portray and that which he or 

she does not desire to portray, thus flilfiUing the symbolic environment's expectations 

The symbolic environment, also referred to as society, uses symbolic action 

(Dramatism) to comprehend the natural worid. When society does not understand 

something it is forced to view, it finds an abstract symbol, or name, to represent the 

question at hand. Once an abstract symbol is chosen to represent the unknown, societ> 

creates a reality for the symbol through making the usage of the symbol commonplace 
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throughout the tribe (Burke, 1966). Through this manner, society communicates within 

society and between societies. 

Therefore, those who use symbolic logic, from a scientific symbolic viewpoint, 

rather than using symbolic action, a dramatist symbolic viewpoint, will most likely 

demonstrate difficulties in communication within the social environment, meaning that 

the individual communicating through an "it is" or "it is nof orientation will not be using 

similar symbols as the person within the dramatist orientation of "You shall" or "you 

shall nof (Burke, 1966). The "it is" or "it is nof perspective, as presented by Buike, is 

the concept of Bergson and is termed the Scientific Theory. This theory is based on more 

natural, concrete, and scientific methods than is Dramatistic Theory and defines natural, 

concrete, and scientific ideas very well; however, as Burke (1966) points out, society 

does not always follow this communicative pattern but prefers to mix imagery and ideas 

to create abstract symbolic language. 

Abstract symbolic language originates with concrete and natural, or of nature, 

terms. These terms are used to demonstrate a similarity between the natural worid and 

the worid of ideas in an effort to create a believable reality and a common ground among 

users. People within specific social environments are often familiar with those things 

occurring naturally in their environment. By using symbols that relate a similarity 

between the environment and an abstract idea, understanding and believable reality for 

the symbol are improved. Obviously this action produces abstract symbolic language, 

which uses fictitious symbols. These symbols do not exist in nattire. You cannot touch 
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the symbols nor that which they represent, for often these symbols represent ideas, but 

they exist to represent that which mankind attempts to express; thus, they are fictitious. 

Burke separates abstract terms into two types. The first is the group of terms that 

compile like the words reality and rea.son. The words reaUty and reason compile all that 

a person believes is real or reasonable into an abstract construct. The second group of 

terms is that which divides. This has two subgroups, which determine (a) terms that 

demonstrate a difference of degree and (b) terms that demonstrate a difference of kind 

When demonstrating a difference of degree, abstract symbols may be used to demonstrate 

the difference between rotating in turning a 180-degree corner and turning a 90-degree 

comer. The concept of corners, although scientific, remains an abstract concept of ideas. 

Abstract symbolic language that demonstrates a difference of kind can demonstrate the 

differences between the ideas of works of scientific theory and dramatism. 

Where Scientific Theory states "it is" or "it is nof Dramatism states "You shall" 

or "You shall nof (Burke, 1966). Scientific seeks the origins of what it analyzes 

whereas Dramatism seeks the development of what already exists. For example, 

Dramatism would ask, "How did the Tribal No develop from positive symbols?" or 

"Now that we have the Tribal No, what is ks next step of negative symbol evolution^" 

where Scientific would ask, "Where did the Tribal No come from?" Dramatism analyzes 

symbolic action where scientific analyzes symbolic logic. Scientific names or defines 

what it analyzes, where dramatism directs the intention of the conversation towards the 

preferred reality. And finally, scientific begins analyzing with a premise of tmth or 

falsity, where dramatism begins with a problem of action. An example to explain the 
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differences between scientific and dramatistic could be as follows: a scientific theorist 

coming upon a crime scene. The theorist would approach the scene much like Sheriock 

Holmes. He would want to know the facts of what had occurred; would seek to 

understand what started the conflict in the first place, would use logical symbols to 

communicate the facts of his findings; would define what had occurred; and name the 

killer and victim. With a Dramatistic viewpoint, the investigator would first identify the 

problem of action (someone chose to act in a malevolent manner); seek the development 

(which caused conflict between two parties); identify the Tribal No (which caused the 

breaking of the law); and then directing the intention (therefore Mr. X is guilty of 

murder). 

The definition of directing the intention, as previously mentioned, is the 

manipulating of meaning in order to present the information from a particular view 

through use of terministic screens (Burke, 1966). Terministic screens are communicative 

tools used to direct the attention of the information's receiver (Burke, 1966), Burke 

describes this by showing how the nature of terms affects the nature of the observations 

For instance, in current times, certain symbols have come to be used by different social 

environments. The "Pro-Choice" group uses the scientific terms fetus and embryo to 

describe the life force that is ended due to termination of a pregnancy. The "Pro-Life" 

group uses the dramatistic terms baby and unborn child to describe the life force that is 

ended due to the termination of a pregnancy. The "Pro-Choice" group symbolizes the 

termination of a pregnancy as an abortion. The "Pro-Life" group calls the termination of 

a pregnancy murder. Even with the choice of names that the two groups have chosen. 
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there is the use of terministic screens The "Pro-Life" group would find persuasive 

attempts less effective were they called the "Anti-Choice" group whereas the "Pro-

Choice" group would have similar problems with the name "Anti-Life" group. Thus the 

use of terministic screens allows the social environment to direct the intention of the 

communication in the direction that is desired to create symbolic reality within 

communicative interaction. 

A portion of Burke's theory speaks of the victimage of a participant during 

communicative interaction. Victimage, although an important portion of Dramatistic 

Theory, could be easily misunderstood due to the social environment of the reader. By 

"victimage" Burke means that all interactions have some amount of conflict. Someone 

will be affected by the conflict though the persons involved have the freedom to choose 

whether they will be affected in a positive, neutral, or negative way. Burke proposes that 

rather than calming an unsettiing situation, a dramatist would tend to aggravate it. This is 

based upon the idea that the victim is used by the aggressor as a scapegoat to rid the 

aggressor of guilt obtained from violating the Tribal Code of Negative Commands 

(Burke, 1966), Since the dramatist is familiar with the concept of victimage, the 

dramatist would tend to not play the role of scapegoat readily, thus forcing the aggressor 

to deal with his or her guilt. 

The guilt obtained from violating the Tribal Code of Negative Commands is due 

in part to man being capable of the idea of freedom, which lies in a higher realm than 

primitive language usage. This higher realm is essentially a moral realm, dictated by the 

social environment, where people freely obey the Tribal Code of Negative Commands 
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This allows for "voluntary self-legislation" where the social environment's citizens 

enforce the Tribal Code upon themselves, with minimum enforcement of the laws from 

the social environment (Burke, 1969). For example, in many social environments people 

are conditioned to respect their elders. This respect is obtained when the motives of 

justice and duty are combined to form moral law. Justice, or the completion of the law, 

strains the social environment in two ways (Burke, 1969). The first way justice strains 

the social environment is when orderiy perfection is sought. Unfortunately people are not 

perfect; therefore, perfection is difficult to obtain. The second strain, being similar to the 

first, occurs when we attempt to become what we have idealized. 

Thus social environments attempt to create social order through visualization of 

the ideal. In essence the social environment states that peace and safety are obtained 

through obedience to the laws of the land (Burke, 1966), Each environment creates its 

own social order with corresponding systems of property relationships. The social 

environment puts in place a system of controls in order to protect the system and its 

values. This control is maintained through the Code of the Tribal No, which citizens 

obey by choice through use of self-control. Self-control is the ultimate control over one's 

senses; therefore, techniques are developed to negate the senses. Thus through the 

symbolic language used within the social environment social order, the Tribal No, is 

created and maintained. Even within the arts, which deal with the senses, the Tribal No 

of the prevalent social order occurs through the selection of what is to be chosen, ergo, 

the negative occurs. 
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The social order created by the Classical Era Greeks was originally equal in such 

that things were divided up equally, and those items not divisible were given out by 

drawing lots, the winner being graced by Chance (Burke, 1969). As time passed class 

distinctions arose within the tribes, which brought about inequalities where justice 

depended upon social standing. According to Burke, Plato argued for justice based in 

equality where the Sophists argued the social norm of justice for those with the most 

social standing (Burke, 1969). 

Along with justice and social standing going hand in hand, literacy brought about 

"creative" law. Burke (1969) states that before literacy was prevalent a man could 

simply forget that he had given his word to do this or that and not be held accountable 

When literacy became prevalent and a man wanted to break his promise, he now had to 

get a lawyer to convince the courts that his original words within the contract no longer 

meant what he had once stated. This leads to, according to Burke, the creative use of 

abstract symbols being used by corporation lawyers to label corporations as individuals, 

with the rights thereof The judges accept this "fiction" because they were once 

corporation lawyers and share the same symbols and social environment, which causes 

the symbols to have a shared reality for the lawyers and the judges. 

Burke takes social order one more step by stating that reality for a social 

environment results from the motives of those who mle the social environment. In this 

case realism plus money equals idealism. Those who have money have the social power 

to create symbolic reality and thus, create the ideal for the symbolic reality that has been 

formed. Idealism then leads to the protection of private wealth in the name of the 
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commonwealth. Because those with the money have the power to create symbolic 

reality, they can create within the concept of the ideal for the symbolic reality a need to 

protect this reality, often at the expense of those who have less money and less power. 

Burke (1969) also states that technology plus money equals diversity and unequal 

rates of change. When this occurs it is necessary for the social environment to change the 

"creative" fiction to an ideal symbol through creating symbolic reality. The more 

technical, the more incentive there exists to place a major stress upon knowledge, which 

leads to the agent, also known as the person completing the action. The social 

environment is left with epistemological and psychological difficulties when stress is 

placed upon knowledge. The agent must decide how he knows what he knows, and is 

what he knows really real? 

As mentioned, the social environment dictates the symbols to be used in 

interactions. Therefore it is important to identify the components that make up 

interaction. The following are the components of the pentad: agency, act, scene, actor, 

and purpose (Burke, 1966, 1969). Burke suggests that the first thing that must be 

considered is the scene (Burke, 1969). The scene contains the details that answer the 

questions, when and where. The scene also demonstrates what is going on in the 

background or the setting for the interaction. The scene can be conveyed through verbal 

action or may be conveyed through other properties non-reliant upon verbal action. Yet, 

what exactiy composes the scene? The scene can be the nattiral background ranging from 

a forest, desert, or mountain range, to a suburban neighborhood, ghetto, or office. The 

scene can also contain the characters, for one another, simply by being in the act of 
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interaction. In this case the scene modifies the symbolic action to a degree (Burke, 

1969). With the possibility of so many agents and co-agents, the scene might contain 

some of the numerous agents who are not currentiy in the spotlight yet, who are still 

affecting the outcomes of the action. For example, a group of six fifth grade girls is 

sitting in the school cafeteria. Another fifth grade girl enters the scene whereupon the 

original group begins snickering and pointing. The original group modifies whatever 

action had originally been the purpose of the lone girl. She may mn out of the cafeteria 

crying rather than getting her lunch or, the possibility exists that the group may not be 

pointing at the agent in the first place. She may look in the direction the group is 

pointing, laugh and enter the group feeling accepted. 

The scene is such a powerful element involved in interaction that it modifies both 

the act and the agent. An example Burke (1969) uses to explain how the scene modifies 

the act is that of a priest putting on his vestige. Once the priest has on his priestiy 

garments, his behavior changes. The priest begins behaving like a priest because of the 

change in scene. This is not to state that a priest does not behave appropriately when not 

dressed as a priest; however, it is more likely that the priest will be more aware of his 

priestiy duties and behavior as a result in the change of scene. An example of how the 

scene affects the agent, also used by Burke (1969), is that of the President of the Lnited 

States of America. The very office, or scene, that the agent finds him in, puts upon him 

the demands to alter him or herself to fit what is expected of the agent holding that office. 

Some synonyms for the scene provided by Burke include: society, environment, time, 

historical epochs, culttiral movements, and social institutions. The word "ground" can be 
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scenic whether meaning the literal ground people walk upon or the philosophic grounds 

upon which we place our arguments. Therefore, the details found within the scene must 

be identified and analyzed to discover what the scene is and what it is affecting. 

The next part of the pentad to analyze is the act. The act is the action that has 

taken place, whether in thought or deed. The act is purpose driven regardless of how 

specific or general the action might be (Burke, 1969). Thus the mere movement of body 

is not enough. The act breaks down to be defined as the human body performing 

purposeful and thought-out motion (Burke, 1969). As a pitcher contains lemonade on a 

hot summer day, the act requires the scene to contain it. Without the scene the act is 

nothing more than motion occurring in nothingness. Interestingly, just as the scene 

affects the act so the act affects the agent. The act can make or remake the agent. 

Imagine an agent, in a fit of passion, kills his counter-agent. His behavior changes the 

agent. Living a guilt-ridden life, which may alter his personality due to the guilt, the 

agent finds himself homeless and destitute, which in a manner of speaking will alter the 

scene and the act. No longer the rich soap opera star, the agent is reduced to eating three-

day-old beans under a decaying bridge and begging for handouts. The poorly chosen act 

affected the agent and the scene. Members of the pentad can affect each other in this 

way. 

Thirdly, the agent is analyzed within Burke's pentad. As with the act, the agent is 

contained within the scene. Many agents are characterized by where they come from 

Some common examples are: Mountain men are classified as being from mountainous 

regions, and if someone is from the Southern United States they are sometimes classified 
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as "hicks" or "red necks," The agent is defined as the person or kind of person, or idea, 

that IS attempting the action. The term agent encompasses both general and specific terms 

for a person and the moral or functional about a person. For instance an agent may be 

described as patient or kind. 

Authoring his or her act(s), the agent demonstrates his or her personality and 

character through the acts he or she chooses. If the agent chooses to demonstrate 

benevolent actions, then the agent is characterized as benevolent. Conversely, if the 

agent chooses to demonstrate malevolent actions, the agent is characterized as 

malevolent. If the agent's character is malevolent he or she may be motivated by fear or 

anger. The motivations of the agent, or purpose, often come to the surface through the 

agent's choice(s) of act(s). The agent is characterized as having needs both primal and as 

a result of the situation (also known as the scene). A primal need of the agent is the need 

to eat and sleep in order to maintain health. Yet, if the agent is a college student, the 

agent may come upon a situation where the need to sleep is less important than that of 

finishing that all-important paper or studying for a test. The primal need still exists, but 

is considered less important than the new need due to the anxious state of mind found 

within the college student. 

The agent also works within an attitude or a state of mind. This, in conjunction 

with the purpose, allows the agent to consider whether a primal need is more important 

than a situational need. The attitude may or may not lead to action. It simply exists 

within the heading of agent. The agent may awaken after a fitful night's sleep only to 

realize that he is very late for work. Due to the scene the agent finds himself in, he 
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chooses to have a bad attitude toward the day. Just because the agent has chosen a bad 

attitude to begin the day with does not predestine him to kicking the dog or slamming the 

door. Those are simply other acts the agent will be presented with to choose from 

The agency references the action accomplished and the instruments used to 

accomplish the act within the interaction answers the questions (Burke, 1969). The 

agency can be the telephone that was used for Mary to call Martha or the computer server 

that delivered the e-mail from Bob to Fred. The agency could be that Mary wanted to 

communicate with Martha and therefore called her on the phone, thus answering how the 

action was accomplished. Burke shows how people can be the agency through a cycle of 

life depiction. For instance, an infant's agency can be its mother. The mother provides 

matemal utility for the infant. When a male grows up, his needs tum from viewing the 

female from a matemal utility point of view to that as erotic utility. When the two marry, 

the female becomes maternal utility for the couple's offspring. At this point the male can 

also become the agency in this scenario by providing income for his family (Burke, 

1969). 

The purposes, the last portion of the pentad to be discussed, for the male 

providing income for his family possess a large number of possibilities. He may be 

providing income because his social environment states that he should or he may provide 

income because he enjoys having food to eat and thus fulfills a primal need. The Purpose 

in the pentad refers to the motives behind the action that took place and seeks to discover 

why the action took place (Burke, 1969). 
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Within Burke's book A Grammar of Motives, Burke debates whether the Purpose 

is mystical or reasonable. He first cites Aristotle The Rhetoric to demonstrate the 

Purpose as reasonable. With Aristotie's concem for action and purpose, Burke proclaims 

Aristotie very dramatistic. The Purpose is a means to the end; it contains the motives 

behind the action. When defining human actions, Burke (1969) lists Aristotie's list of 

causes: chance, nature, compulsion, habit, reason, anger, and desire 

Burke continues this line of reasoning to include the instmments used to obtain 

the purpose as desirable as the purpose followed. The instmments can be described in 

several ways. The first description consists of the following: the user creates the 

instmments in order to obtain the end purpose. For example, a potter has two lumps of 

clay. The first lump he tums into a vase, the second he turns into a vessel to hold 

household goods. The potter had created both the vase and the vessel for two different 

purposes. The second description is that the purpose of living things is seek that which is 

natural for that particular creature (Burke, 1969). In nature plants instinctively seek 

sunlight. Their purpose is clear and concise. Aristotle, according to Burke (1969), states 

that humans seek a life of reason and moral action. It is in human nature to seek the 

highest good. 

However, the Platonist and the Neo-Platonist purpose is a bit more along the lines 

of mysticism. According to Burke, Plato states that the Good equals the One, the good 

referring to that which is noble and the one indicating a higher power. Thus, what 

purpose is good, whatever purpose is noble, is equal to the purpose of a higher power. 
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In a book called The Upward Way, the Neo-Platonist purpose is presented as 

people seek the good to the Primal-Principle (Burke, 1969). After tying together a large 

number of generalities the conclusion comes down to the thought that unity is onl>' 

obtained when all those working together are thought to have a common purpose. Burke, 

through the assistance of the Neo-Platonists, introduces the concept of the negative 

purpose. Since the First, a concept pursued by the Neo-Platonists, is infinite and not 

understandable the generalizations concerning the First have negative attributes. Since 

there is no imagery to substitute for infinite, the word becomes an idea only and thus, a 

negative. 

In the beginning of Burke's (1969) research, he thought to address humor as a 

motivation for interaction. Eventually this study built until Burke (1969) realized that he 

was addressing language in general; thus he named his book that rose from the study. The 

Grammar of Motives. According to Burke, grammar is a combination of theological, 

metaphysical, and juridical ideas, which are divided into overlapping categories of 

symbolic and rhetorical ideas. Rhetorical items are classified as having unique qualities 

that depict personhood and are focused on someone or some purpose (Burke, 1969). 

Those items classified as symbolic were primarily focused on the methods of expression 

(Burke, 1969). 

The pentad also shares these interrelationships. Because the pentad has 

interrelationships they share a common ground. Therefore, with the common ground that 

is shared it allows for elements within the pentad to interact with each other, thus leaving 

the opportunity to transform each other. For example, Joann's on a diet; however, during 
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a late night moment of weakness she mns to the comer store for a gallon of Rocky Road 

ice cream. Joann, the agent, has altered her previous purpose of losing weight to that of 

splurging on some ice cream. The act is the actual act of going to the comer store for the 

ice cream. Once at the store, the scene, Joann meets her weight-loss partner Sherry. 

Sherry, the co-agent, convinces Joann, the agent, to alter her purpose back to that of 

losing weight. 

Another example is that of the abstract idea of war. War can be the agenc> 

through which one country conquers another. War can be a collective act or many small 

acts. Also, war can be a purpose that drives one faction against another. Yet, war can 

also be the scene for the warrior as he prepares to engage in the battle. In each example 

the members of the pentad interact. Caution must be used when assessing pentadic 

aspects, to recognize how the pentad overlaps while retaining a firm sense of what each 

member of the pentad represents (Burke, 1969). 

Because of the interaction that occurs, Burke researched what he called the ratios, 

which include the Scene-act ratio, the Scene-agency ratio. Scene-agent ratio, the Scene-

purpose ratio, the Act-agency ratio, the Act-agent ratio, the Act-purpose ratio, the Agent-

agency ratio. Agency-purpose, and the Agent-purpose ratio. Ratios are principles of 

determination that analyze interaction between particular members of the pentad. Rather 

than assuming that the ratios cause one another, Burke points out that the ratios should be 

interpreted as principles of educated and reasoned selectivity (Burke, 1969). 

Of the ten ratios, Burke emphasizes three as the most important. These are: the 

Scene-act ratio, the Scene-agent ratio, and the Act-agent ratio (Burke, 1969). The first 
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ratio to be discussed is the Scene-Act ratio. Burke (1969) states that the relationship 

between the scene and the act must be examined before anything else. The act must 

remain consistent with the scene or the expectations of the social environment will be 

violated. 

The Scene-agent ratio demonstrates the relationship between the agent and the 

setting. The Scene-agent ratio can show how the environment makes the man or the 

scene can symbolize the agent. For instance, by using analogies from nature the agent 

can be depicted as such: Suzy was feeling under the weather yesterday. Burke (1969) 

points out that restricting of the scene calls in turn for a corresponding restriction of 

personality or role. 

The Act-agent ratio analyzes the interaction between the agent and the act. 

Unlike the scene, the act does not contain the agent, nor does the agent contain the act. 

Tme, the results of the act resides "virtually" within the agent and comes from the agent, 

but the acts are the actions done by the agent. To say that the agent contains the act 

would be similar to saying that a ball has bounces in it. The ball contains the potential 

required to bounce but does not contain the bounce itself 

Similariy, the act is not part of the agent. Act(s) do seem to go hand-in-hand with 

similar moods and traits. If the agent chooses to say something biting to a friend, it is 

likely that the agent will experience regret for the inappropriate action. The act does bear 

consequences for the agent, but the act does not hold the agent captive until the act is 

completed. 
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In summary, Dramatistic Theory is the study of language and the thoughts behind 

the language in an active model. Dramatistic Theory covers how man is a symbol-

creating, symbol-using, and symbol-misusing creature that has in his creations created the 

negative symbol. With the negative symbol, social order has been created with the Tribal 

No and thus the citizens of the social environment are free to obey the will of the social 

environment. 

Within each social environment there is conflict and therefore, victims. The 

victims are victims because the aggressor feels guilty for his transgressions against the 

Tribal No. The social environment also provides terministic screens that allow the victim 

to choose his or her perception of reality and direct the attention of others as they attempt 

to persuade the aggressor not to pummel them. 

Each interaction has five parts, also known as Burke's pentad. The parts are: 

scene, agent, act, agency, and purpose. The scene addresses the background; the agent 

addresses the person doing the action; the act describes the action that took place; the 

agency describes how the action took place and if the usage of machines aided in the 

completion of the action; and the purpose identifies the motives or reasons behind the 

action. The pentad has ten possible ratios with the most important of the ratios being the 

scene-act ratio, the scene-agent ratio, and the act-agent ratio. Through using the scene-

act ratio, the scene-agent ratio, and the act-agent ratio it is possible to teach those with 

Asperger's Syndrome how to watch for the details within interaction and thus, assist this 

community in leaming how to adapt their interaction attempts in an effort to improve 

interpersonal and social communication. 
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Validitv of Dramatistic Theory with a Literal Interpretation 

Many different theories exist within the study of rhetoric as a method of 

explaining and defining, through words, how people view the worid around them. These 

theories are placed into certain categories where theories examining similar topics are 

grouped together. One such group is called Narrative Criticism. Narrative criticism 

seeks to comprehend how people view their place within the worid through stories 

(Sillars 8c Gronbeck, 2001). The theories within this category are not seeking factual 

information, rather individual perspective through use of words (Sillars & Gronbeck, 

2001). One theory that finds itself placed within Narrative Criticism is Kenneth Burke's, 

Dramatistic Theory. 

With this placement it is understandable that some would be less inclined to 

interpret the concepts that support dramatism as concrete and literal. It is also possible 

that Burke's use of examples from literary sources to demonstrate the concepts behind 

dramatism assists in creating a metaphorical interpretation (Burke, 1966). Some could 

argue that the usage of drama to explain the concepts concemed, negate the literal, 

concrete aspects of this theory. Whatever the reason, many in the communication field 

have viewed dramatism as being based on metaphor and epistemology rather than being 

based on literal concepts (Crable, 2000). Some sttidents of Burke's theories belie\ e that 

Burke's dramatism is literal. Some also argue that dramatism is a tool to be used in 

discovering the actual components in certain areas of social life (Gusfield, 1989). This 

researcher argues that dramatism is open to a literal interpretation because Burke builds 
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his definition of dramatism in a very concrete and literal way, thus lending itself to be 

used as a literal form of analysis of language and thought. 

Dramatism is a theory designed to be a tool for analyzing language and thought as 

symbolic action instead of being a mechanism to transmit information (Burke, 1966). 

When defining dramatism, Burke (1966) begins with the concept that man is a symbol-

creating, symbol-using, and symbol-misusing animal. In order to communicate about 

anything that is not encountered first hand, the sender of the message must create 

symbols to express the concept (Burke, 1966). For example, if a man hits his thumb with 

a hammer, he does not need to use symbols to understand the pain throbbing through his 

thumb. However, if the man tells his neighbor about the experience, the man must use 

symbols to communicate about the occurrence. Thus, that which is experienced first 

hand is reality and that not experienced first hand, which is represented by symbols, is 

symbolic reality. 

Burke (1966) continues with the concept of man as symbol creator by addressing 

the issue of man as creator of the negative symbol. The negative does not occur in 

natijre; rather man creates words to identify his response to natiare (Burke, 1966). For 

example, a child hoping to splash in puddles mns out to the back yard. Despondently the 

child rettims to her mother and states, "The ground's not wet." Burke's argument is that 

in nature, the ground is dry. The child created the negative symbol to express her 

disappointment rather than to convey what was actually occurring in nature. 

Burke, as previously addressed in this text, continues wkh how the use of the negative 

symbol proceeds. He comments on how the negative symbol evolves from simpl> 
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demonstrating a violation of an expectation to a socially used symbol to define the rules 

of the society (Burke, 1966). Burke (1966) also introduces the "Tribal No" which is the 

equivalent to the Biblical "Thou Shalt Not." The collective symbols of the "Tribal No" 

assist in creating social order and establishing socially appropriate symbols (Burke, 

1966). 

After a great deal more concerning the "Tribal No" and its evolution through 

society Burke tums his attention to the concept that people use all of these symbols to 

define the world they live in. This definition occurs through symbolic action, an example 

of which is the action of people speaking (Burke, 1966), The very literal act of selecting 

particular symbols, or words, in order to speak is an example of symbolic action (Burke, 

1966). 

Burke argues that the human being "is defined literally as an animal 
characterized by his special aptitude for 'symbolic action,' which is 
itself a literal term. And from there on, drama is employed, not as 
metaphor but as a fixed form that helps us discover what the implications 
of the terms 'act' and 'person' really are.'' (Brock, 1999, pp, 7-8) 

After the symbols have been chosen and are presented, "terministic screens" are being 

used to direct the attention of the audience toward the reality the speaker has chosen to 

portray (Burke, 1966), 

Burke continues to build his case by addressing the possibility of the terministic 

screen as containing abstract symbols. Burke (1966) argues that even abstract symbols 

originate from symbols describing the physical worid and nature. Some examples of 

abstract symbols would be sunshine yellow, slippery as ice, and mountain man. In 

essence, natural symbols are used to express that which is abstract. 
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Through the use of symbols, as presented eariier, Burke suggests that through use 

of a terministic screen man can analyze such abstract symbols as ethics, respect, justice, 

and social order. Within the abstract realm of ethics, symbols are used to define the 

symbolic action of moral behavior (Burke, 1966). Through symbolic action children are 

conditioned to respect their elders and respect the moral law (Burke, 1966). Justice 

simply moved one-step further offers a symbolic completion of the law that is necessary 

when one's symbolic action violates the moral law (Burke, 1966). Finally, Burke 

addresses the abstract symbol of social order, which combines the symbolic concepts of 

ethics, respect, and justice. Social order uses the "Tribal No," offers the concept of self-

control, and negates the animalistic senses of the society to maintain the moral law 

professed by the society. 

With the literal and observable concepts of symbols and symbolic action and 

those things that use both, Burke comes to dramatism. Dramatism is simply the concept 

that people choose different symbols, symbolic action, and terministic screens depending 

on what role a person finds them in. For instance, a teacher in front of a class will choose 

different symbols and symbolic action than when in front of his or her supervisor. This 

concept is observable and literal within communicative events. 

In summary, through the use of literal concepts built upon one another, a means of 

analyzing language and thought as symbolic action exists. Burke begins with the basic 

building blocks of language and symbols; proceeds to explain the use of symbols to 

provide understanding for that not experienced first hand; offers the concepts of the 

negative symbol and the "Tribal No"; explains how the symbols are combined to create 
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terministic screens to direct the attention of the audience; demonstrates how symbols, 

symbolic action, and terministic screens are used to create social order through moral 

law; and thus determines how people interact within the roles they find themselves 

These are all literal and observable concepts within communicative efforts today. 

Therefore this researcher believes that dramatism can and should be viewed as a literal 

rather than metaphoric analysis of language and thought as symbolic action. 

Combining lAT and Dramatism 

Burke's concept of purpose ties seamlessly into Burgoon's Interaction Adaptation 

Theory. Behind all three of the levels, a purpose looms whether stated or unstated by the 

agent. For instance, when the required level is heavily weighted the interaction will 

require that the required level be satisfied for the interaction to be positive. Within the 

desired level, Burgoon (1995) qualifies this as the range a person wants the interaction to 

remain in. The desired level of necessity must be purpose driven. Thus, a purpose will 

lie behind the symbolic action of communicative interaction Burgoon's theory 

demonstrates segments that might affect the purpose, and thus, strongly affect the 

interaction. By combining Burke and Burgoon, the purpose can be identified and 

qualified. 

The agency relates strongly to how Burgoon's interaction position and the other 

interactant's performed action are obtained. lAT does not address what vehicle the 

interaction adaptation is conveyed through, thus Burke's dramatism can enlighten the 
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researcher in this important issue. Once again, through combining lAT and dramatism, 

one achieves a more complete picture of communication interaction. 

lAT assesses the agent's required needs, expectations, and desires. Dramatism 

views the agent as having primal needs and needs resulting from the scene or situation 

Both concepts are similar. An agent's primal needs are very similar to Burgoon's 

description of required needs. 

Burgoon (1995) argues that expectations are affected by social and cultural 

norms. Burke (1966), in agreement, argues that what we choose to say is learned from 

the specific environment we are raised in. Thus, as a child grows within a certain culture, 

that child will adapt to its particular symbolic environment by leaming the tribal language 

and traditions (Burke, 1966). Our symbolic environment, or as defined by lAT as social 

or cultural influences, dictates proper selections of terminology for particular purposes. 

By choosing a specific terminology over another, a reflection of reality is chosen which is 

founded in personal experiences (Burke, 1966), By selecting a particular reflection of 

reality, the speaker chooses which reality he or she desires to portray and that which he or 

she does not desire to portray, thus fulfilling the symbolic environment's expectations 

(Burke, 1966). This could be identified in lAT terms as the expectation level or in 

dramatistic terms as needs resulting from the scene modifying the agent. 

Burke takes the concept of the symbolic environment's involvement in 

communication farther than lAT, which offers a more complete understanding of the 

effects produced by the expectation level upon interaction. Society uses symbolic action 

(dramatism) to comprehend the worid around us (Burke, 1966). When society does not 
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understand something it is forced to view, it finds an abstract symbol, or name, to 

represent the question at hand (Burke, 1966). Once an abstract symbol is chosen to 

represent the unknown, society creates a reality for the symbol through making the usage 

of the symbol commonplace throughout the tribe (Burke, 1966). Through this manner, 

society communicates within society and between societies (Burke, 1966). 

People within specific social environments are often familiar with those things 

occurring natiarally in their environment (Burke, 1966). By using symbols that relate a 

similarity between the environment and an abstract idea, understanding and believable 

reality for the symbol are improved (Burke, 1966), This action produces abstract 

symbolic language, which uses fictitious symbols. These symbols do not exist in nature. 

You cannot touch the symbols nor that which they represent, for often these symbols 

represent ideas. However, they exist to represent that which mankind attempts to 

express; thus they are fictitious (Burke, 1966), 

Social environments attempt to create social order through visualization of the 

ideal expressed in abstract symbols (Burke, 1966), In essence the social environment 

idealizes safety and peace through obedience to the laws and values contained within the 

social environment (Burke, 1966), Each environment creates its own social order with 

corresponding systems of property relationships (Burke, 1966), The social environment 

puts in place a system of controls in order to protect the system and its values (Burke, 

1966), The social environment dictates the symbols to be used in interactions (Burke, 

1966), When interacting with a person from a different social environment it is possible 

to violate the other's expectations due to a diff"erence in abstract symbol usage and mies 
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among social environments. Through information concerning the effects of social and 

culttiral influences on communication offered by Burke, understanding of Burgoon's 

expectation level is improved, 

Burke's (1966) description of the act is based on his belief that people use 

symbolic action rather than motion. By this he means that things move but people act 

People have movement based on purposeful action. In this way, what we do becomes 

equally symbolic with what we say, Burgoon's Interaction Adaptation Theory is based 

on how the agent adapts his or her actions within the bounds of communicative 

interaction. In essence, Burgoon has created a formulaic method of calculating the 

symbolic action within a communicative interaction, which parallels Burke's pentadic 

concept of act. 

Finally, Burke presents the concept of the scene. Burgoon does not mention the 

concept of scene within lAT per se, yet addresses the fact that environment does play a 

role within the required level and the expectations level. Admittedly Burke presents a 

more complete pictiare of how the scene affects the interaction by noting in his pentadic 

ratios how the scene strongly modifies both the act and the agent. When attempting to 

formulate a complete picture of interaction adaptation and thus comprise the IP, it is 

necessary to apply Burke's scene-act and scene-agent ratios. 

In summary, through assessing both Burke and Burgoon's theories 

communicative interaction adaptation can be better understood. Just because one comes 

from a social scientific background and the other is a rhetorical theory does not prevent 

the use of both. Rather for a more complete understanding it is better to use a 
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combination. Through differing perspectives and foci concerning communication 

interaction, different questions are asked. It is through effective analysis of the 

communicative environment and the understanding of the interaction that communication 

competence might be ascertained. 

Communication Competence 

Communication competence is an important key to communicating effectively 

Communication competence does not assess the cause of the communication but the 

message behavior one engages in during the communicative event (Canary, Cupach, 

Serpe, 2001). Basically this competence is the equivalent of "an individual's ability to 

adapt effectively to the surrounding environment over time (see Connolly & Bmner, 

1974; Coulter & Morrow, 1978; Smith & Greenberg, 1979) to achieve goals" (Spitzberg 

& Cupach, 1984, p. 35). In order to be communicatively competent one must then be 

able to "interact with the physical and social environment in order to survive, grow, and 

thrive" (Spitzberg & Cupach, 1984, p. 35). Hypothetically, those with Asperger's 

Syndrome will stmggle with communication competence since they have difficulties 

interacting with the social environment. 

Communication competence is especially important in maintaining interpersonal 

relationships and detrimental when the speaker is not competent. Admittedly, with 

interpersonal communication competence it is difficult to meet the other's expectation 

level of interaction while achieving one's own needs for the communication (Canar> et 

al., 2001). However, k is important to avoid a lack of communication competence 
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because it can cause difficulties such as "Anomia (Parks, 1977a), alienation (Griffin, 

1970), mental illness (Jackson, King, & Heller, 1981; Trower, Bryant, & Argyle, 1978), 

and loneliness (Spitzberg & Canary, 1983) are some of the more unpleasant potential 

consequences of communication incompetence" (Spitzberg & Cupach, 1984, p. 12) 

Findings indicate that those who demonstrate communication competence are less likely 

to demonstrate these mental health difficulties (Spitzberg & Cupach, 1984), 

Interestingly the communication competence research indicates, ",. ,as infants 

grow older, they develop greater abilities to take on the role of others, understand the 

causes of behavior, and adapt their verbal and nonverbal behavior to listeners" (Spitzberg 

& Cupach, 1984), Therefore, as Burke had hypothesized with Dramatism, each person 

learns the social or tribal symbols over time. As mentioned previously, Burke writes of 

communication as a tool that builds identification through use of symbols, "Although 

Burke does not directiy address the issue of competence, his core concept of 

identification implies a standard of competence. Identification is the process of relating 

to other communicators via symbols in order to achieve consubstantiality - commonality 

or sharedness" (Spitzberg & Cupach, 1984, pp, 18-19). 

Rationale 

Those with Asperger's Syndrome do not innately understand these roles and thus, 

stmggle with communication competence. Thus, it is important to aid those with \S in 

leaming the adaptability inherent in communication competence, "Adaptability, as the 

ability to alter roles and strategies in concurrence with situational demands, is defined by 
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three components: flexibility, empathy, and motivation" (Spitzberg & Cupach, 1984, p. 

25). 

Through the combination of lAT and Dramatism into SAA RED, an acronym for 

Scene, Act, Agent, Required Level, Expected Level, and Desired Level, demonstration of 

the details and the uses of said details within the communicative event, those with AS 

will be able to identify the important details within the communicative event. This will 

allow them the information to choose whether or not they want to adapt the role 

necessary for the event. They will have the choice of flexibility necessary for 

communication competence. The next component of empathy can be assisted when the 

Aspie can effectively identify that which is going on in the communicative environment, 

especially conceming interaction adaptation needs. Furthermore, many Aspies already 

have the motivation to interact with those around them and thus stmggle with loneliness 

and depression when not able to meet this need. This stmggle to successfully emerge 

from a worid of self into the expectations of the social environment set the stage and the 

need for communication training resulting in improved communication competence, with 

those having Asperger's syndrome. 

Research Questions 

RQl: By teaching the most basic components of communication, as referenced by 

Dramatism and lAT, will perceived communication competence be rated higher by the 

participants in the post-test than the pre-test? 
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RQ2: By teaching the most basic components of communication, as referenced by 

Dramatism and lAT, will observed communication competence of each participant be 

rated higher by coders in the last video, than the first? 

RQ3; How will participants, as seen with perceived communication competence 

scales; parent/guardian, as demonstrated through parent/guardian pre- and post-program 

interviews; and coder ratings of observed interactions; compare to one another in an 

effort to evaluate this program's effectiveness? 

RQ4: Does a relationship exist between perceived and observed communication 

competence within these four case studies? 
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CHAPTER 111 

METHODOLOGY 

The purpose of this model is not to change anyone. However the purpose is to 

offer a terministic screen for the Aspie to process the incoming details of the interaction 

and thus choose whether he or she will attempt to participate in the communicative event. 

The hope of this study is to attempt four case studies in which the subjects would be 

taught to recognize the details found within interactions not strictiy reliant upon the 

leaming environment, (i.e., the agent, the scene, and the act), and learn that there are 

three different levels that communication interaction occurs within (i.e. the required level, 

the expected level, and the desired level), in a way that will increase self-perceived 

communication competence through role-playing, open-ended games, and video 

observations. These three techniques have been found to be especially usefiil by the 

University of Pittsburgh School of Medicine when they found that using "role play, 

watching videos of social interactions, and through direct instmction [created improved] 

gains in observed social interactions outside of the treatment setting" (Armstrong, 1995, 

p. 220). 

The role-play process will offer a variety of contexts in which the subjects will 

identify the details gleaned from Dramatism and lAT. Spitzberg and Cupach argue, 

"There is a sound basis, therefore, for pursuing a context-specific approach to competent 

interaction - that is, for examining communication behaviors as they relate to positixe 

outcomes in specific types of relationships" (Spitzberg & Cupach, 1984, p. 27). 
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Participants 

The goal is to enlist four students within the ages often to fifteen to participate in 

this study since this is generally the time of life that this population becomes self-aware 

(Wing, 2001). All students must be of average or above average intelligence because 

higher thinking skills will be required for this project. It is also necessary that the 

participants have a desire to leam the process and actively participate in the study. 

Participants will not be allowed into the study just because their parents/i^e/ that the 

subject will do well within this project. Also, participants are required to have parental 

permission to participate and parental involvement is encouraged. 

Another requirement is that all subjects in this project will need to be enrolled in a 

public school setting. This is because some of the topics that will be touched on are: how 

to interact within the confines of the classroom setting, and with the communicatixe and 

relational stressors that are found within this realm. Some settings discussed will be: 

appropriate responses in the classroom; initiating a conversation with the teacher or a 

classmate; better strategies for communicating with parents; and such settings as the 

cafeteria, the gym, and the school office. 

Also required will be coders to assist in counting the communicative behaviors 

exhibked in the video. Training will occur to assist all the coders meet the required 90 

agreement between coders on the behaviors being coded (Alberto & Troutman, 2003). 

This training will consist of operational definitions of identifying the scene, act, agent, 

scene-act ratio, scene-agent ratio, and the agent-act ratio; the required, expected, and 

desired levels of interaction; and communication competence. The formula for 
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calculating the inter-observer agreement will be to compare the frequency of events 

recorded by each observer; average the scores and assess whether the .90 agreement ratio 

is met (Alberto & Troutman, 2003). 

Procedures, Instmments. and Data Treatment 

The first part of this study consists of the completion of a self-perceived 

communication competence Likert-type questionnaire, derived from Richmond and 

McCroskey's (1998) self-perceived communication competence questionnaire. The 

purpose of the functional behavioral interview will be to obtain a clear understanding of 

the communicative behavior; discover what times this behavior is worse or better; assess 

what environmental antecedents affect the communicative behavior; what the participant 

does when he or she realizes that a communicative error has occurred; if the participant is 

on any medications that might affect the behavior; and what efforts have been attempted 

to assist the participant in the past to overcome this communication disability (Alberto & 

Troutman, 2003). 

Next, the information retrieved from the questionnaire will be scored 

quantkatively. The parents or guardians of the participants are encouraged to offer 

information conceming their perceptions of their child's communication abilities through 

use of a Functional Assessment Interview (FAI) assessing communicative behaviors and 

providing additional quantitative data (Alberto & Troutman, 2003) (see Appendix C) 

The purpose of the FAI is used to describe the communicative behavior; define 

environmental factors that may affect the communicative behavior; identify any 
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antecedents to any misbehavior; discover any benefits and consequences gained from the 

behavior; and define the effectiveness of the behavior (i.e.. By not initiating conversation, 

does the participant avoid accidentally violating expectations of those around him or 

her?) (Alberto 8c Troutman, 2003). 

(Weeks 1 & 2). After the baseline abilities are assessed and graphed, the 

participants will be given joumals to write down thoughts, questions, or comments 

conceming communicative interaction that they experience over the eight weeks the 

study will last. At the beginning of each session thereafter, the participants will be asked 

to mention at least one thing they found interesting about an interaction they observed 

and listed in their joumal entries. 

In a classroom setting, the participants will attempt to define communication 

According to Spitzberg and Cupach, for communication to be competent the "Speaker 

must not only define communicative goals, but must control the full resources of 

communication in fitting a message to concrete circumstances in accomplishing those 

defined ends" (Spitzberg & Cupach, 1984, pp. 19-20). The subjects will then be 

introduced to the Burkean concepts of scene, act, agent, and their ratios as a way to filter 

the details and thus aid in identifying the communication interaction going on. Part of the 

leaming process will require the subjects demonstrating understanding of these concepts 

while viewing movie segments containing communicative interaction by identifying the 

scene, the act, the agent, and any ratios that might exist in the movie segment shown (see 

Appendix B). 
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(Weeia). Next, the concepts of Burgoon's Interaction Adaptation Theory will be 

introduced from the vantage point that there are three different levels of communication 

(i.e. required, expected, and desired) and how each of these levels affect interaction. The 

expected level will be focused on strongly since most of the social interactions occur in 

this level (Burgoon, 1995). The subjects will demonstrate their understanding of this 

information through open-ended games where a situation is presented containing v ai ious 

levels (i.e., Johnny is really hungry but his friend Tommy just wants to sit and talk about 

the day he has just had. What level of communication interaction is each of the boys in 

and what might these friends do to meet both of their communicative needs?). 

(Week 4). From this week on the sessions will be videotaped in order to code 

behaviors for communicative competence improvement. Role-play begins this week. 

This week is used to demonstrate to the subjects how they as the agent affect the scene 

through their communicative actions, otherwise known as the agent-act ratio. Situations 

used are those that might occur in daily living (i.e., initiating communication with a 

teacher or friend). Before beginning, the facilitator will work with the subjects 

concerning basic communication competence attitudes toward encoding behaviors: 

(a) Acceptance of personal complexity (that is, conversants are multifaceted in 
their roles); (b) avoidance of stylized behavior and communicative rigidity, (c) 
interaction consciousness, an avoidance of both extreme altercentrism and 
egocentrism, focusing instead on the communicative transaction itself; (d) 
appreciation of the communicability of information and ideas, in which the 
conversant "seeks to distinguish between all information and information 
acceptable for communication" (Hart & Burks, 1972, p, 76); and (e) tolerance for, 
and acceptance of, interventional searching (that is, a recognition that ideas can be 
expressed in many ways and that it is at times difficult to search for the most 
appropriate expression) (Spitzberg & Cupach, 1984, p, 20), 

66 



The facilitator's purpose in this instance is to monitor each role-playing event for 

each subject. After the completion of each role-playing event, the facilitator will then 

bring the group back together and ask whether the agent's actions in this particular 

situation had a positive, neutral, or negative affect on the situation. It is not the 

facilitator's purpose to pass judgment on the behavior but to assist the participants in 

coming to their own conclusions concerning their involvement in the simulated 

communicative event. At the end of this session the subjects will receive another copy of 

the questionnaire assessing self-perceived communication competence to assess if there 

have been any changes. 

(Week 5). Role-play focuses on the scene-act ratio this week. Through altering 

the scenes in which the communicative event is taking place, the participants will be 

required to adapt their communicative attempts to the scene. For example, social mIes 

goveming initiation of communication will differ between obtaining entry into a 

conversation taking place between friends; entry into a conversation with a teacher or 

medical professional; and entry into a conversation when the participants' parents or 

guardians are speaking. This is tested "Because interpretations of behavior are qualified 

by and derived from context, the same behavior can take on different meanings in 

different episodes" (Canary et al., 2001, p. 81). Again, after each participant has 

completed a role-playing situation the group will be gathered together to ascertain 

whether the communicative interaction was positive, neutral, or negative. As always the 

facilitator will assist the participants in coming to their own conclusions concerning their 

involvement in the simulated communicative event. 
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(Week 6). Role-play this week will address how the scene affects the roles an 

agent must take on, otherwise known as the scene-agent ratio. The scene will be altered 

so that the agent is placed in different roles such as student, child, and friend. Each 

participant will be required to adapt his or her communicative message to the role. As 

with other weeks each participant will ascertain whether the communicative interaction 

was positive, neutral, or negative with the facilitator assisting the participants in coming 

to their own conclusions. 

(Week 7). Role-play this week will consist of a mixture of scenarios where the 

Dramatistic ratios vary per role-play situation. This will allow the facilitator to test for 

retention of the previously learned information and improved communication 

competence. Again, after each participant has completed a role-playing situation the 

group will be gathered together to ascertain whether the communicative interaction was 

positive, neutral, or negative. As with previous weeks, the facilitator will assist the 

participants in coming to their own conclusions conceming their involvement in the 

simulated communicative event, 

(Week 8), This week each participant will take a post-test conceming self-

perceived communication competence and an exit interview concerning their 

communicative experiences after having gone through this project. The participants will 

also turn in their journal entries so that this qualitative information can be coded. Finally, 

the parents or guardians of the participants will complete another functional assessment 

inventory to assess for communicative behaviors as perceived by the parents or 

guardians. 
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The quantitative tests include the three self-perceived communication competence 

tests for each participant and the functional assessment inventory filled out by the 

parents. Descriptive statistics will be mn on the scores on all questionnaires to assess if 

there is a significant difference between the pre-test, the test adntinistered in week 4. and 

the post-test. The functional assessment inventory analysis information will be scored 

using event recording providing quantitative information, particulariy frequency counts, 

conceming the parents' or guardians' perceptions of the participant's communicative 

behavior (see Appendix A). 

Four volunteers will complete the coding in an effort to assess interpersonal 

communication competence using the scale found in Appendix A. This outside 

perspective will assist in reliability and validity of the SPCC results. While the 

qualitative information provided by the interviews and journal entries will be used to 

assist in obtaining a deeper understanding of each of the participant's communicative 

attitudes and development. 
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CHAPTER IV 

ANALYSIS AND RESULTS 

Originally six participants had been obtained for this process. Of these 

participants five were male and one was female. Of the males, two were seventeen years 

of age, one of African American descent and one Caucasian. All of the other participants 

were Caucasian as well. The remaining males were ages 16 (n=l), 13 (n=l), and 12 

(n=l). The female was seventeen years of age. Due to family problems the one African 

American male could not attend. Towards the end of the research the female also had to 

leave the research group due to obtaining a job as a cashier. Due to the small number of 

case studies, inferential statistics were not applicable and thus, were not used. 

Research Question 1 

RQl asks, whether by teaching the most basic components of communication, as 

referenced by Dramatism and Interaction Adaptation Theory (lAT), will self-percei\ ed 

communication competence be rated higher by the participants in the post-test than the 

pre-test? In an effort to assess participant self-perceived communication competence 

from the first meeting of the research group to the last, and thus answer RQl, the Self-

Perceived Communication Competence (SPCC) evaluation was given to each participant 

at the first meeting, the fourth meeting. The descriptive statistics (see Table 4.1), 

computed through SPSS Student Version 11, include the three major subsets and the total 

scores are obtained from the three test administrations. 
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Table 4.1: Descriptive Statistics 

N Min. Max. Mean Std. Deviation Median 

SPCC administration i 

Stranger 5 31.25 100.00 70.90 29.59 75.00 

Acquaintance 5 35.00 97.00 75.90 23.97 82.50 

Friend 5 75.00 100.00 91.80 10.34 97.00 

Total SPCC 5 61.50 97.00 79.53 16.24 75.83 

SPCC administration 2 

Stranger 4 7.75 78.50 30.63 32.33 18.13 

Acquaintance 4 7.50 100.00 62.44 42.31 71.13 

Friend 4 7.50 98.75 70.13 42.11 87.13 

Total SPCC 4 4.55 85.42 53.64 34.80 62,30 

SPCC administration 3 

Stranger 4 21,25 80,25 60,38 27,23 70,00 

Acquaintance 4 37,50 100.00 78.00 29.41 87.25 

Friend 4 75.00 97.75 83,63 10.20 80.88 

Total SPCC 4 52.17 88.00 74.00 15.35 77.92 

Possible SPCC scores range from 0 to 100, where 0 is imperf-ect self-perceived 

communication competence and 100, reflects self-perceived communication competence 

as perfect. Both the mean and median for this instmment is 50. The original scores 
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retrieved from this sample were 29.53 points higher than the mean and median for the 

SPCC, whereas the second mean retrieved was only 3.64 points higher than the mean and 

median for the SPCC. The third and final administration of the SPCC obtained group 

mean scores of 24 points higher than the mean and median of the SPCC instmment. 

As can be seen by the results of the SPCC testing, there were changes between the 

ratings the participants gave for their self-perceived communication competence between 

test administrations. The mean SPCC score at pre-utilization of the model was 79 53, the 

second was 53.64, and the final was 74.00. A drop of 25 points occurred between the 

original testing mean and the second testing mean. However, there was an increase of 

20.36 from the second testing mean to the final testing mean. From these SPCC results 

and comments made during the research meetings, it is possible to indicate that the 

participants had originally thought themselves very communicatively competent, that this 

perception decreased drastically by week 4 of the research meetings, and that the 

participants obtained an increased sense of communication competence by the final 

administration of the SPCC. However, as indicated by the descriptive statistics, the mean 

for the final SPCC score was only 5.53 points less than the original SPCC mean. 

When assessing the SPCC component means for the entire group of participants, 

the components of the self-perceived communication competence reviewed were: 

stranger, acquaintance, friend, and the mean for the total SPCC scores. The SPCC mean 

scores indicating self-perceived communication competence with strangers made the 

most drastic drop in the second testing. The mean for this subtest was originally 70.90, 

which dropped to 30.63, and for the final testing, rose to 60.38 (see Figure 4.1). 
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Interestingly, the self-perceived communication competence for communicating with 

friends had the least movement going from 91,80 to 70.13, and finally to 83,63 (see 

Figure 4.1). 

SPCC Component Means for Group 

100 r 

-•—Stranger 
-«f—Aquaintance 
-^:—Friend 
-fs—SPCC 

T l T2 T3 

SPCC Administrations 

Figure 4.1: SPCC Means 

Since these scores were retrieved from only four case studies this information is 

not quantifiable; however, with only four participants it is possible to demonstrate how 

each participant responded rather than simply providing the mean for the SPCC 

components. The following graphs. Figures 4.2 through 4.5, indicate just that. In an 

effort to retain anonymity for all participants the graphs have been labeled with 

Participant 1, the thirteen-year-old male; Participant 2, the sixteen-year-old male. 

Participant 3, the twelve-year-old male; and Participant 4, the seventeen-year-old male. 

The following analysis addresses each of the large components, stranger, 

acquaintance, friend, and the total SPCC scores for each participant. As can be seen in 
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Figure 4.2, most of the participants indicated a loss in self-perceived communication 

competence with strangers during the second administration of the SPCC. All but 

Participant 2's second scores fell below twenty out of a possible 100 points. Yet by the 

third administration of the SPCC all but Participant 3's scores had risen above 62 SO out 

of a possible 100 points. 

Stranger Scores For Group 

120 -, 

—•—Participant 1 
—s—Participant 2 

Participant 3 
—'—Participant 4 

T l T2 T3 
SPCC Administrations 

Figure 4.2: Stranger Scores 

In comparison, as can be seen in Figure 4.3, responses were varied over time 

between participants when assessing self-perceived communication competence with 

acquaintances. Participant 1, the thirteen-year-old male, actually saw a rise in self-

perceived communication competence with acquaintances from an original 87,50 to a 

score of 100 for both the second and third test administrations. However, Participant 4, 

the seventeen-year-old male, saw his original score of 77.50 drop to 7.50 and then rise 
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back to 75.00 at the final testing. Participant 3, the twelve-year-old male, saw hi 

fall from 82.50 to 51,25, and finally to 37.50, 

s scores 

Acquaintance Scores For Group 
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Participant 1 
Participant 2 

—::—Participant 3 
—••:—Participant 4 

T l T2 T3 

SPCC Administrations 

Figure 4.3: Acquaintance Scores 

Self-perceived communication competence scores for communicating with 

friends were also mixed as can be viewed in Figure 4,4, Participant 4 had the most 

drastic drop in self-perceived friendship communication competence in the second testing 

period. His original score of 75.00 dropped to 7.50, but rose to 77,50 by the third test 

administration. Participant 3's scores actually rose from 88.75 to 98.75 in the second 

testing, but fell slightiy to 97,75 in the final testing. Finally, Participant I's scores 

continued to fall through the three testing periods from the original score of 100, to 87 50, 

and the final score was 75.00, 
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Friend Scores For Group 
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Figure 4.4: Friend Scores 

The SPCC scores for the group were more similar in pattern than the scores for 

friendship and acquaintance self-perceived communication competence as can be seen in 

Figure 4,5. The most drastic changes seen in these scores were, once again, from 

Participant 4. His original score of 75.83 fell to 4.55 in the second testing. Participant 

4's score rose to 76.67, surpassing his original score of 75.83, in the final testing period. 

Participant 3's scores did not rise in the final testing period though. His scores ranged 

from his original score of 67.50 to 56.67, and ended with a score of 52.17. 
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SPCC Scores For Group 
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Figure 4.5: SPCC Scores 

Yet, the participants indicated their self-perceived communication competence 

through more than the SPCC testing. The participants reported to this researcher at the 

beginning of each research session concerning their communicative attempts during the 

week. An example of this occurred during the fifth week of sessions when Participant 3, 

the twelve-year old male, reported to this researcher that he had initiated interaction with 

six different students at his school. Participant 3 indicated that he was very proud of this 

feat. 

Another example of participants self-reporting occurred during the seventh 

research session. After videotaping a role-playing session between Participants 1 and 2, 

both participants began explaining the Scene, Act, Agent, Required, Expected, and 

Desired levels (SAA RED) model. A transcript of this conversation is in Appendix D. 
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Research Question 2 

Next, RQ2 asks whether by teaching the most basic components of 

communication, as referenced by Dramatism and lAT, will observed communication 

competence of each participant be rated higher by coders in the last video, than the first^ 

Voluntary coders (n = 5) viewed the 30 minutes worth of role-playing segments. Of 

these coders, two were graduate stiadents in the Communication Studies department at 

Texas Tech University, and the Communication/Fine Arts department at Lubbock 

Christian University employed three of the coders. 

After a brief introduction to the SAA RED model, each coder was provided an 

evaluation sheet (Appendix A) using a Likert-type scale where 1 = strongly agree, 2 = 

agree, 3 = unsure, 4 = disagree, and 5 = strongly disagree, with five segments: verbal and 

nonverbal appropriateness, scene appropriateness, act appropriateness, agent 

appropriateness, and Required, Expected, and Desired Levels appropriateness. Coders 

evaluated the segments in several groups for coder convenience. 

In an effort to better comprehend the results provided by the coders, the scores 

provided were averaged to provide a mean. Although there were very few instances of 

skew in results from the coders, the mean as can be viewed in Table 2, offered a great 

deal of valuable information. The overview of the averaged results for the coders' 

responses follows (Table 4.2): 
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Table 4.2: Coders' Evaluations of Role-Play Administrations 

Verbal & Nonverbal Appropriateness 

Participant 1 

Participant 2 

Participant 3 

Participant 4 

Average 

Scene Appropriateness 

Participant 1 

Participant 2 

Participant 3 

Participant 4 

Average 

Act Appropriateness 

Participant 1 

Participant 2 

Participant 3 

Participant 4 

Average 

Video 1 

420 

3.40 

4.00 

4.20 

3.95 

3.20 

2.80 

3.20 

4.20 

3.35 

3.40 

2.80 

2.80 

3.80 

3.20 

Video 2 

1.80 

1.80 

2.80 

2.00 

2.10 

2.40 

2.80 

2.00 

1.80 

2.25 

2.60 

1.80 

2.40 

2.00 

2.20 
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Table 4 2: (continued) 

Agent Appropriateness 

Participant 1 

Participant 2 

Participant 3 

Participant 4 

Average 

RED Appropriateness 

Participant 1 

Participant 2 

Participant 3 

Participant 4 

Average 

Total Average 

Participant 1 

Participant 2 

Participant 3 

Participant 4 

Average 

Video 1 

2.80 

2.40 

2.80 

3.00 

2.75 

4.00 

3.00 

3.60 

4,60 

3,80 

3.52 

2.88 

3.28 

3.96 

3.41 

Video 2 

3.40 

2.80 

2.00 

1.80 

2.50 

2,80 

2,60 

2.80 

2.20 

2.60 

2.60 

2,36 

2,40 

1,96 

2.33 
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The averaged responses dealing with verbal and nonverbal communicative 

appropriateness, the first segment addressed in the evaluation form, can be viewed in 

Figure 4,6, This segment asked if the participant demonstrated effective verbal and 

nonverbal cues to gain entrance to the interaction. Participant 1 is shown as having 

improved the most going from a score of 4.2 to a score of 1.8. Participant 2 also 

improves going from a rating of 3.4 to a rating of 1.8. Participant 3 improves the least 

going from a score of 4.0 to a score of 2.8. 
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Figure 4,6: Verbal and Nonverbal Averages 

Following the SAA RED model, the next segment deals with assessing the scene. 

The question on the evaluation sheet offered to assist the coders in evaluating the 

participants was "Was the communicative attempt appropriate for the details in the 

scene?" Participant 4 improves the most in scene appropriateness moving from a score of 

4,2 to a score of 1,8. Participant 2 shows no improvement while Participants 1 and 3 
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improve only slightly. Participant 1 improves from 3,2 to 2.4 and Participant 3 improves 

from 3,2 to 2,0 as can be viewed in Figure 4.7. 
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Figure 4.7: Scene Appropriateness 

The segment devoted to evaluating whether there was an appropriate response to 

the act contained two questions to assist the coders. The first question asked if the 

communicative attempt monitored expected (socially appropriate) space issues as 

demonstrated by the act. The second question offered to assist the coders asked if the 

word choice was appropriate for the action(s) taking place. Participant 4 demonstiates 

the most improvement going from an initial rating of 3.8 to 2.0. Participant 1 improves 

from a rating of 3.4 to a rating of 2.6 and Participant 3 improves from 2,8 to 2.4, 

According to the coders. Participant 2 demonstrates the best act appropriate interaction in 

the second videotaped segment moving from 2.8 to 1.8. The coders' responses can be 

viewed in Figure 4.8, 
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Figure 4,8: Act Appropriateness 

The fourth segment of the evaluation sheet dealt with whether the interaction 

attempt was appropriate for the agent(s) within the interaction. Again the evaluation 

sheet contained two questions to assist coders with evaluating the interaction. The first 

question asked if the communicative attempt was gender appropriate. The second 

question asked if the word choice was appropriate for the level of relationship with the 

agent(s). Participants 1 and 2's scores actually worsen. Participant I's scores move from 

an initial score of 2.8 to 3.4, while Participant 2's scores move from 2.4 to 2.8, However, 

Participants 3 and 4's scores improve. Participant 3's scores improve from 2,8 to 2,0 and 

Participant 4's scores improve from 3,8 to 2,0. The coders' responses can be vie\\ed in 

Figure 4.9. 
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Agent Appropriateness Averages 
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Figure 4.9: Agent Appropriateness 

The final segment of the evaluation form refers to Burgoon's Interaction 

Adaptation Theory's Required, Expected, and Desired levels. The Required level 

assesses communicated needs such as the need for food or survival. Secondly, the 

Expected level assesses how social norms are communicated without negatively violating 

expectations to perform within spoken and unspoken norms. The Desired levels assist in 

assessing one's personal desire for the communicative interaction. 

The evaluation sheet identified each level with a brief explanation of the level to 

assist the coders in the evaluation. Participant 4 had the most improvement moving from 

a rating of 4.6 to 2.2. The next largest improvement was seen between the first and 

second role-plays for Participant 1. Participant I's scores went from 4,0 to 2,8, 

Participant 3 was the next largest improvement from 3,6 to 2,8, Finally, Participant 2 

showed an improvement from a score of 3.0 to a score of 2.6. The coders' responses can 

be viewed in Figure 4.10. 
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Figure 4.10: RED Appropriateness 

Finally, after having assessed each segment referenced by the coders. Figure 4,11 

demonstrates the total averaged observed ratings concerning the participants' 

interpersonal interaction. Once again. Participant 4 demonstrates the greatest 

improvement moving from 3.96 to 1.96. The next greatest improvement was Participant 

I's scores from 3.52 to 2.6. Participant 3's scores ranged from 3.28 to 2,4 and Participant 

2's scores ranged from 2.88 to 2.36, 
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Figure 4.11: Total Coder Averages 

Research Question 3 

Next, RQ3 asks how participants will, as seen with perceived communication 

competence scales, parent/guardian, as demonstrated through parent/guardian pre- and 

post-program interviews, and coder ratings of observed interactions, compare to one 

another in an effort to evaluate this program's effectiveness? Since RQ2 addresses coder 

ratings, parent observations stemming from pre- and post-program interviews w ill be 

addressed first. 

The parents of the participants were interviewed using the Functional Assessment 

Inventory (FAI) at the beginning of the program. Of most interest within the FAI was the 

communication segment. This segment addresses issues such as: primary methods used 

to communicate; events, actions, and objects that are perceived as positive by the person; 

alternative communicative behaviors used; and a history of undesirable communicative 

behaviors and programs that have been attempted. 
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The FAI communication segment for primary methods used to communicate 

include: request attention, request help, request preferred food, objects, or activities, 

request a break, show you something or someplace, indicate physical pain, indicate 

confusion, and protest or reject a situation that has been created. With this information 

the majority of respondents indicated that their children rarely initiated communication 

with others outside immediate family circles. Other topics raised were communicating 

conflict and expressing desires appropriately. 

The information provided in the Fundamental Assessment Interview indicated 

that all respondents had pursued assistance for their children including speech therapy 

and social skills training. Many of the respondents indicated that their children had been 

seeking assistance for five years. Unfortunately, the respondents indicated that assistance 

that had been obtained in the past had not demonstrated the effectiveness hoped for by 

the parents. 

Of the exit interviews all the respondents indicated that the research sessions had 

been a positive experience for their children. When asked if they had seen any changes 

in their child's communication behavior Participants 2 and 4's parents stated that they did 

not but qualified the statement with they do not watch their children interact with others 

outside the immediate family. However, these same parents stated that the model was 

beneficial for their children. 

When asked if the parents believed that the model had been beneficial one 

respondent stated that, since he had been unable to attend all the sessions, he did not view 

himself as capable of determining whether the sessions had been effective. He did state 
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that although he did not comprehend the model he did believe that his son understood and 

used SAA RED. Participant 3's parent stated, "Yes, 1 feel better equipped to work with 

[Participant 3's name] and help him develop his communication, especially in every day 

interaction" (personal interview, November 20, 2003). 

Research Question 4 

Finally, RQ4 asks whether a relationship exists between perceived and observed 

communication competence within these four case studies? The Self-Perceived 

Communication Competence (SPCC) scales indicate that the means were originally 

75.83, which dipped down to 53,64 and finally increased to 74,00, The mean scores of 

the SPCC administrations of most interest to adequately evaluate this research question 

revolve around the second and final administrations, administered week 4 and week 8 

respectively, of the research project. Videotaped segments, observed by the coders, 

coincided with the week 4 and week 8 SPCC testing. The week 4 coder ratings of the 

videotaped segments indicated low interpersonal communication interaction abilities with 

an average total score of 3,41, where 5 is strongly disagree that the interaction was 

effective, 3 is unsure, and 1 is strongly agree that the interaction was effective. The final 

videotaped segments observed by the coders coincided with the final SPCC testing with 

an average score of 2,33, 

Both self-perceived and observed scores indicate less effective communication 

competence during week 4 as represented by the cumulative drop in the SPCC scores 

from the original testing of 29,53 points indicative of a drop in self-perceived 
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communication competence. The coders concur with the participants' assessment by 

indicating that they range from unsure, rating of 3, to disagree that the interaction was 

effective, a rating of 4. However, by week 8 the SPCC scores have risen 20.36 points 

from week 4, indicating a higher self-perceived communication competence. The coders 

appear to concur with a rating of 2.33 ranging between a rating of 2, which indicates an 

agreement that the interaction was effective based on the presented criteria, and a rating 

of 3, which is indicative of unsure. 
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CHAPTER V 

DISCUSSION 

With the combination of communication difficulties affecting nonverbal, 

interpersonal, social communication, and the resulting isolation and depression 

experienced by those with Asperger's syndrome, it is imperative that someone devise a 

model that assists in resolving this problem. The SAA RED model was created in an 

effort to do just that. The name SAA RED was created using the initials of Burkean and 

Burgoon influenced components dealing with interaction adaptation. Scene, Act, Agent, 

and the Required, Expected, and Desired levels. SAA RED uses the detail-oriented 

strengths found in those with Asperger's syndrome to aid with interaction and positively 

affect communication competence. 

In order to test whether this model was effective Richmond and McCroskey's 

Self-Perceived Communication Competence (SPCC) scale was used to assess the 

participants' self-perceived communication competence. The SPCC was used at the 

initial meeting of the research project, on week 4, and at the final meeting. Results from 

the initial SPCC testing indicated that the participants rated themselves 29.53 points 

higher than the test's mean score of 50. These results seem indicative of the egocentrism 

often attributed to those with Asperger's. 

The parents of the participants seemed to disagree with the participants' self-

assessments in the Functional Assessment Interview conducted prior to the initiation of 

the research project. The parents indicated that their children had great difficulties with 
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communication and that the majority of the students had been in speech classes and 

various other assistive classes in an effort to improve the participants' communicative 

abilities. Thus it becomes apparent that the participants held an unrealistic view of self-

perceived communication competence at the time of the first testing. 

However, by the second administration of the SPCC, after reviewing the S A./\ 

RED model, the participants rated themselves lower than the initial rating. Although the 

mean SPCC score had a drastic drop of 79.53 to 53.64, the score retrieved from the 

second administration of the SPCC was only 3.64 points from the mean for the SPCC 

test. It is possible that this drop is due to a more realistic self-perception of 

communication competence. If one is to suppose that the SPCC scores of the second 

testing were more realistic, one is then left to assume the relevance of the third testing 

The scores on the third testing rose to nearly equal that of the first testing with the third 

testing resulting in a group mean of 74.00. This score is a full 24 points higher than the 

mean of the SPCC. 

In order to better assess these results one needs to view the results that add up to 

the total SPCC score and the integral SAA RED components represented in each 

subcategory. These subcategories include assessments of self-perceived communication 

competence with strangers, acquaintances, and friends. The results for the subcategory 

stranger in the SPCC are affected by the Required level, as indicated by most 

communication with strangers being needs based (i.e., requesting for directions to the 

restroom in a new place). By assessing the participants' self-perceived communication 

competence with strangers, assessment of the changes of the participants' understanding 
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of and comfort with the Required level is presented over the period of the research 

program. 

The first administration of the SPCC saw a group mean score of 70.90, indicative 

of a fairiy high self-perceived communication competence level and 20.90 points higher 

than the mean of the SPCC section. The second administration of the SPCC showed a 

group mean score of 30.63, 19.37 points lower than the mean of the SPCC. h is curious 

that this score is so much lower on the scale compared to the first administration of the 

SPCC and the mean for the SPCC. This drop is possibly indicative of a group realization 

that their self-perceived communication competence with strangers was not as effective 

as originally thought. The third administration of the SPCC results in a group mean of 

60,38, Although only a 10,52 drop from the results of the first administration, it is a 

29,75 rise from the results of the second administration of the SPCC, When this score is 

compared to the mean of the SPCC, 60,38 is only 10,38 points higher than the SPCC 

mean. This rise occurred four weeks after the second administration of the SPCC and 

after eight weeks of working with the SAA RED model on interpersonal interaction. 

Therefore, it is very likely that the SAA RED model offered a pedagogical approach that 

the participants were able to use and thus improve their communicative experiences, thus 

improving their self-perceived communication competence when dealing with strangers. 

The next subcategory of the SPCC reviewed was that of acquaintance. As 

Burgoon (1995) points out in her hiteraction Adaptation Theory the Expected level is 

more heavily weighted with acquaintances. This is due to the fact that most situations 

involving social norms and role relationships occur with acquaintances. When assessing 
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the acquaintance subcategory of the SPCC it is also possible to assess the changes of the 

participants' understanding of and comfort with the Expected level over the period of the 

research program. 

The first administration of the SPCC showed a group mean of the self-perceived 

acquaintance communication competence being rated at 75.90. As with the stranger 

subcategory this original score is higher than the SPCC mean of 50, indicating a 

relatively high self-perceived communication competence. However, unlike the stranger 

subcategory the second administration saw a score of 62.44, only a 13.46-point drop from 

the original score. Also, this score is still above the SPCC mean of 50.00. A realization 

that self-perceived communication competence is not as good as originally believed still 

occurs but not to the same extent as seen with the stranger subcategory. The third 

administration of the acquaintance subcategory results in ajump of 15.56 points to a 

score of 78.00, This can be interpreted as the participants gaining a greater self-perceived 

communication competence with acquaintances than even before the original test 

administration. 

The final subcategory of the SPCC is that of self-perceived communication 

competence with friends. Although the desired level is often closely affiliated with social 

norms it is also extremely relevant in long-lived relationships. Long term relationships 

are less restrained by social norms because friends tend to create their own norms and 

expectations for the relationship based on the desired level each has for the relationship 

(Burgoon, 1995; Wood, 2002). 
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The results from the first administration of the friend subcategory of the SPCC 

showed a group mean of 91.80, indicating a self-perceived communication competence 

with friends of near perfection. Much like Barnhill (2000) discovered, the Aspies do not 

see themselves as lacking any necessary skills. The score of 70.13 from the second 

administration, although still 20.13 points higher than the SPCC mean, was 21.67 points 

lower than the original score. This drop can still be seen as evidence of a realization of 

not being as communicatively competent as previously presumed. As with the other 

subcategories the self-perceived communication competence with friends score does raise 

on the third administration of the SPCC to 83.63; however, the score does not equal that 

of the original possibly suggesting that the participants believe themselves still needing 

improvement in this level of interaction. 

After assessing the group means for the SPCC and the subcategories therein, this 

sttidy included only four cases studies and is not capable of being generalized to the 

whole population of those with Asperger's Syndrome. Yet the qualitative evidence 

available due to such a small study is also valuable. One can assess the improvements 

gained by the individual participants as well as the whole group. One source of 

qualitative data occurred when the thirteen-year-old male and the sixteen-year-old male 

explained the SAA RED model (see Appendix D), 

Although there had been no previous plan to ask the participants to explain SAA 

RED the opportunity presented itself when Participant 1 began attempting to explain the 

model on the chalkboard. Being that this was week 7 of the of research project, this 

researcher was curious to find out what the participants had carried away from the 
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project. At 6:51:57pm Participant 2, the sixteen-year-old male, proceeds to write out on 

the chalkboard what the model is and means. Participant 2 shows a strong knowledge of 

Burke's concepts of Scene, Act, and Agent and struggles just a touch with Burgoon's 

concepts of Required, Expected, and Desired levels. However, it is when Participant 2 is 

asked why someone would use SAA RED that Participant 2 moves beyond rote 

explanation. The following is Participant 2's answer (see Appendix D, pp. 125-126): 

Researcher: why would someone use this? 

Participant 2: for science 

Researcher: why? 

Participant 2: to teach people 

Researcher: oh! Why would someone want to teach it to people? 

Participant 2: because without being taught and being we would be in the stone 
age hitting each other over the heads with clubs and rocks 

Researcher: ok (pause) so (pause) everything has a purpose what is the purpose 
for this? What is it teaching? 

Participant 2: evolution 

Researcher: how is it teaching evolution? (pause) you're you're doing very well 
I'm I'm looking for what you think 

Participant 2: teaching evolution by helping other people learn and when then 
leam enough they can teach other people more stuff than they were taught 

Researcher: ok (pause) so what are we learning? (pause) this is really cool just 
what are we learning with SAA RED? 

Participant 2: how to interact better 

From this dialogue. Participant 2 indicates a very logical, scientific pattern of viev '̂ing 

SAA RED. His answers indicate that effective interaction separates current humanity 
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from the less civilized of the past Another issue of interest raised by Participant 2 is that 

through the process of learning and then teaching others, one evolves. From leaming to 

interact using SAA RED Participant 2 was stating that he had teamed how to evolve 

Yet, as Participant 2 continues to speak he sheds light on his perception of why 

this evolution is important (see Appendix D, p. 126): 

Researcher: is that important? 

Participant 2: if you don't want to get killed it is 

Researcher: hmm that's that's pretty interesting 

Participant 2 some people yeh do not interact well with they just might kill yeh 

Researcher: oh! Soyou think of this as a survival 

Participant 2: partly yah 

The thought that interpersonal interaction, something that most neurotypicals engage in 

without much consideration, viewed partly as survival, a means to staying alive in a 

chaotic and ever changing worid is a strong statement and one that should encourage 

further research and efforts to assist those with Asperger's Syndrome in their 

communicative efforts. Participant 2 demonstrated that he understood SAA RED and 

viewed it as a means of survival. 

The coders indicated that Participant 2 demonstrated improvement but not to the 

same extent as the seventeen-year-old and the twelve-year-old. Yet, as reported by the 

mother of Participant 2 on Febniary 8, 2004, members of Participant 2's Individualized 

Education Program (lEP) team stated that they had observed a marked improvement in 

Participant 2's social communicative attempts (personal intei^iew, Febmary 8, 2004). 
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Participant 2 had stated several times during the research program that he would use SAA 

RED when he wanted to. Since SAA RED is a purely pedagogical approach this 

researcher agreed with Participant 2's approach. Participant 2's observed ratings were 

not, as observed by the coders, rated as being very effective yet it is possible that he 

chose to use SAA RED elsewhere. 

Participant 1, the thirteen-year-old male, also was evaluated by the coders as 

having shown improvement but not to the same extent as Participants 3 and 4, Yet 

Participant 1 indicated an understanding of SAA RED the same night Participant 2 

offered the previous dialogue. In this dialogue Participant 1 explains how he used SAA 

RED to make two friends over the period of the research program (see Appendix D, pp. 

126-128). 

Participant 1: well (pause) I have to go with [Participant 2's name] (pointing at the 
chalkboard) with all these definitions cause required needs could be like like you 
want something or need something like you need food to survive now that would 
be a required level! (pause) but what I think this R helps us with is its helped me 
because I've made two friends thanks to it (pause) which (pause) I can interact 
with them real ea real good because I know where everything is and I know my 
friends my two friends levels and I know what they like I know what they have so 
I can talk about them what stuff they have or like or something that they want to 
talk about to find out (pause) because this helps me by letting me see what how to 
be able to talk to my friends better than I used to (pause) because at the beginning 
of the school year I practically only knew one girl but she was from first grade 
and um but that was it (pause) I never interacted real well but my two friends that 
this helped me with I can re I'm talking with them like crazy (pause) because I'm 
good friends with them now and what I found out over the time of doing this that 
they were both friends too so (pause) all I had to do was follow this again 
(pointing to the chalkboard) but on the second friend except that 1 didn't have to 
go through all this trouble again (points at RED on chalkboard) because (pause) 
well achially this part (pointing to SAA on chalkboard) but this (pointing at R on 
chalkboard) I had to but and to finding out topics but what's cool is (pause) here's 
you (draws a circle with a "y" in it) let's put you and here's my friend (draws a 
line from the circle with a "y" in it to a circle with a " 1" in it) we'll call him ^̂  
number one (pause) well he's friends with (draws a line from circle with a • ' ] " in 
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it to a circle with a "2" in it) friend number two I'll call him (pause) which in tum 
(draws a line from the circle with a "y" in tt to the circle with a "2" in it) I'm 
friends with him (pause) this way I can be friends with both of them but yet I'm 
not worried about them (pause) fighting (pause) being mean to one another 
(pause) and etc (pause) because 1 know they're friends so they won't be mean or 
any of that stuff to one another (pause) because they're good friends (pause) 
they're friends with me and all because of friend number one (pause) thanks to 
this (pointing at SAA RED on the chalkboard) 1 was able to make friend number 
one 

Although still retaining the naive concept that simply because people are friends they will 

not fight. Participant 1 learned how to use SAA RED and apply it in a real-life instance. 

Although coders evaluated Participant 1 as not demonstrating as effective interpersonal 

interaction as Participants 3 and 4, school personnel at the school Participant 1 attends 

have also noticed an improvement in Participant I's social interactive attempts. 

Participant 1 reported on Febmary 13, 2004 that his speech teacher is now using SAA 

RED to continue helping Participant 1 and another student with Asperger's Syndrome 

The coders evaluated Participant 4, the seventeen-year-old male, as having 

demonstrated the most interaction improvement between the first and second videotaped 

role-playing segments. Participant 4 also indicated the greatest changes in self-percei\ ed 

communication competence on SPCC. His total SPCC score originally was 75.83, the 

second SPCC total score was 4,55, and his third SPCC total score was 76.67, There was 

a 71,28-point drop in his self-perceived communication competence between 

administration one and administration two of the SPCC, The realization that he was not 

as communicatively competent as once perceived was extreme yet, after working with 

SAA RED revived to a score higher than the original SPCC score. Participant 4 being 
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more developmentally mature than the other participants and more aware of the need for 

effective interaction might explain this fluctuation. 

Participant 3, the twelve-year-old male, also saw improvements but was not as 

developmentally mature as Participant 4. Participant 3's great improvements may be due 

to reported family integration of the model into everyday life at home. It is possible that 

the family involvement demonstrated by the family of the twelve-year-old assisted in 

bridging the gap that development had created. 

Family influences had positive and negative effects in this research. In an effort 

to be family friendly, parents were encouraged to stay with their children during the 

research project. The twelve-year-old male by the sixth week of the project indicated that 

he would have preferred that his father not be in the classroom during the research. None 

of the other participants indicated liking or disliking their parents being in the same room. 

As related in the results section the parents of the participants provided mixed 

reports at the end of the research project conceming the effectiveness of the SAA RED 

model with their children. Some regarded the model as being highly effective and some 

parents regarded the model as somewhat effective. Of the parents who answered that the 

model was somewhat effective, reports included not being around their children when 

their child was interacting with people outside the family untt and confusion conceming 

the SAA RED model. 

An interesting twist turned up in the research conceming the family units of the 

participants. Interestingly two of the four parents reported that they were diagnosed with 

Asperger's syndrome as well as their children, one did not offer any information 
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conceming a personal diagnosis, and the fourth's wife thanked the researcher because he 

was learning interpersonal interaction alongside their son. It is possible that this 

particular parental group might have viewed interpersonal interaction from an Aspie 

viewpoint. 

Observers other than the parents offered their views conceming the eff'ectiveness 

of the interactions demonstrated by the participants in the videotaped role-playing 

segments. Coders' ratings indicated that there was an observed improvement in 

interpersonal interaction from the first videotaped segment to the second. Scores tor 

rating the participants were 5 = strongly disagree, 4 = disagree, 3 = unsure, 2 = agree, and 

1 = strongly agree. The total average for verbal and nonverbal appropriateness ratings for 

the group improved from 3.95 for the first segment to 2.10 for the second segment. 

When dealing with scene appropriateness, the Burkean concept of ascertaining what is 

happening in the scene and how it interacts with the act and the agent, the ratings lor the 

group improved from 3.35 to 2.25. When assessing act appropriateness, the Burkean 

concept of ascertaining what symbolic action is taking place and how it interacts with the 

scene and the agent, the ratings improved from 3.20 to 2.20. When assessing agent 

appropriateness, the Burkean concept of ascertaining who is doing the symbolic action 

and how he or she interacts with the scene and the act, the ratings improved from 2.75 to 

2.50. When assessing RED appropriateness, the concepts presented by Burgoon 

concerning required, expected, and desired levels, the ratings improved from 3.80 to 2 60. 

Finally the total average ratings improved from 3.41 to 2.33. This improvement 

coincides with the improvement recognized by the participants themselves as reflected in 
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their self-perceived communication competence scores from the second administration to 

the third administration of the SPCC. Thus, there appears to be a connection between the 

self-perceived communication competence scores and the observer ratings increasing the 

perceived reliability of the SPCC scores. 

Limitations 

The first limitation is that, in essence, this is a pilot study to indicate whether or 

not this communication model, using existing communication theory, will be effective 

Also, when dealing with a small number of subjects it is difficult to generalize to a large 

population. This research offers no significant statistics to quantify, however it does 

offer some qualitative information that may be useful in future research. Due to the small 

number of participants, the demographics of the study are also limited. The participants 

were from two different cities in the southwestern United States that have strong mral 

components, indicating the potential that personal experiences of the participants may 

have been very similar. Also related to the small participant number, there was a limited 

age range for the participants and the male female ratio by the end of the research was 

nonexistent. 

Another limitation was that although a good idea for gathering qualitative data, 

the male participants did not fill out the journals that were provided for them. The female 

participant did make entries in her joumal but did not want to give her journal back 

Thus, qualitative data from the journals was not retrieved. 
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Another limitation was that although numerous participants were obtained due to 

several dropping out of the project, this researcher's son was one of the participants 

documented for this study. In an effort to avoid any contamination of the participant pool 

this researcher purposely avoided mentioning the SAA RED model at any time during the 

week to her son. However, this might have had a negative result when compared to the 

results retrieved from Participant 3 and his family's reported incorporation of the model 

into Participant 3's everyday life. 

Finally, the coders were informed during the coding process, which was the first 

set of role-playing, segments and which was the second. Because of this there is a 

potential that the coders were influenced by their desire to see improvement from the first 

segment to the second. Also, since the evaluation sheet was a Likert-type scale reliability 

for the evaluations provided by the coders was not retrievable. 

Future Research 

Since this is only a pilot study, one obvious approach for this model would be to 

increase the numbers tested. A larger sample would offer a clearer view of the 

effectiveness and reliability of this model. With this quantitative group, one could simply 

use the SPCC to assess changes in self-perceived communication competence for the 

majority of the group. Having coders rate videotaped role-play segments of a random 

sample of the population would assist in making sure that SPCC scores were as accurate 

as found in this sttidy. One way of using the larger population would be to train 
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volunteer personnel in the SAA RED model. By training volunteer teachers one could 

also assess the simplicity and transferability of the model. 

An alternative to the quantitative approach, based on the difficulty to find 

numerous participants, is to mn a single subject design in order to find more in-depth 

information about the effectiveness of the model. In this case the communication journal 

would be advised as well as permission to meet regulariy with the participant. The 

possibilities of beneficial data are endless. 

Another possibility for this model would be to create an interactive website. 

Since many adults with Asperger's rarely have time to attend classes and may not be 

inclined to admit that they have Asperger's this might be a valid pursuit. Some possible 

problems with this would revolve around the liability issues that surround most self-help 

projects. Would anyone be checking self-perceived communication competence scores'̂  

What would happen if someone who was already stmggling with depression discovered 

that his or her communication skills were not as competent as previously presumed*̂  In 

essence, this alternative would require research to evaluate the human element. 

Future research should also include assessing the effectiveness of the model 

between older teens and younger teens with strong family interactions. Although the 

need to assist younger teens with interpersonal interaction is a great need it may be 

possible that this model would better assist those who are more developmentally mature. 

Finally, this model could be assessed as to whether SAA RED might be beneficial 

to other groups. Some groups might include those with Nonverbal Leaming Disorders 

(NLD), Semantic-Pragmatic Disorder, and other communication disorders. Some gifted 
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students might also benefit from SAA RED's unique approach to interpersonal 

communication. 

It is possible that SAA RED could be used as a general social skills class. In the 

past this researcher has used SAA RED with neurotypicals in teaching interpersonal 

communication. It was interesting how the neurotypicals were originally unaware of the 

details of the communicative interaction and how many commented on how SAA RED 

would benefit them in their interpersonal communication attempts. 

In conclusion, through the combination of Burke's Dramatistic pentadic ratios, 

Burgoon's Interaction Adaptation Theory, and communication competence theories SAA 

RED (Scene, Act, Agent, Required level. Expected level, and Desired level) has 

benefited four very wonderful people. It is this researcher's hope and desire that ii may 

benefit others as well. For through the empowerment offered through being able to 

communicate effectively, people can make a difference in the worid they live in. 
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APPENDIX A 

EVALUATION FORM FOR CODERS 

108 



Participant #: 

Observer: 

Evaluation Form 

Date: 

Initiated interaction 

• Demonstrated effective verbal cues to gain entrance to the 

interaction? 

• Demonstrated effective nonverbal cues to gain entrance to the 

interaction? 

Appropriate response to the scene 

• Was the communicative attempt appropriate for the details of 

the scene? 

Appropriate response to the act 

• Did the communicative attempt monitor expected space issues 

as demonstrated by the act? 

• Was word choice appropriate for the act? 

Appropriate response to specific agent(s) 

• Was the communicative attempt gender appropriate? 

• Was word choice appropriate for the level of relationship with 

the agent(s)? 

*Was the 

attempt 

effective'̂  
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Appropriate response to the level of interaction (RED) 

• Required level? 

• Social Norms (expectations)? 

• Desired level? 

* 1 = strongly agree, 2 = agree, 3 = unsure, 4 = disagree, 5 = strongly disagree 
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APPENDIX B 

FIND THE COMMUNICATION DETAILS 
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Find the Communication Details 

Tools needed: age appropriate movie clip and handout 

Objective: to assist stiadents in identifying communicative details within interactions 

Process: 

1. Play segment of movie where human interaction takes place. 

2. Have the sttidents write down the details of the scene using the handout. 

3. Play the same segment of the movie as before and have students write down who 

the agents were in the interaction. 

4. Play the same segment of the movie as before and have students write down what 

the act was composed of in the interaction. 

5. Play the same segment of the movie as before and have students write down what 

the agency was in the interaction 

6. Play the same segment of the movie as before and have students write down what 

the purpose was in the interaction 

7. Have sttidents evaluate their notations on the handout. 

8. Have stiidents evaluate the scene-agent ratio. 

9. Have students evaluate the scene-act ratio. 

10. Have sttidents evaluate the agent-act ratio. 

11. Discuss. 

(Handout next page) 
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Scene 

What are the details? How do the details interact? 

Act 

Agent(s) 
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APPENDIX C 

FUNCTIONAL BEHAVIORAL ASSESSMENT 
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FUNCTIONAL ANALYSIS INTERVIEW FORM 

Person with challenging Behavior(s): Age: Gender: 

Interviewer: Respondent(s): 

Date of Interview: 

DESCRIBE THE BEHAVIORrS^ 

What are the behaviors of concern? For each, define the topography (how 

it is performed), frequency (how often it occurs per day, week, or 

month), duration (how long it lasts when it occurs), and intensity (what 

is the magnitude of the behaviors [low, medium, or high]? Does it 

cause harm?) 

Behavior Topography Frequency Duration Intensity 

Which of the behaviors described above occur together? (e.g., occur at the same time; 

occur in predictable "chain"; occur in response to the same sittiation) 
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DEFINE POTENTIAL ECOLOGICAL EVENTS THAT MAY AFFECT THF 

BEHAVIORtS^ 

1. What medication(s) is the person taking (if any), and how do you believe these 

may affect his/her behavior? 

2. What medical complications (if any) does the person experience that may affect 

his/her behavior? 

3. Describe the sleep cycles of the individual and the extent to which these cycles 

may affect his/her behavior. 

4. Describe the eating routines and diet of the person and the extent to which these 

routines may affect his/her behavior. 

5. Describe the extent to which you believe activities that occur during the day are 

predictable for the person. To what extent does the person know the activities 

that will be happening, when they will occur, and the consequences (e.g., when to 

get up, eat dinner, shower, go to school/work, etc.)? 

6. About how often does the person get to make choices about activities, reinforcers, 

etc.? In what areas does the person get to make choices (e.g., food, clothing, 

social companions, leisure activities)? 

7. Describe the variety of activities performed on a typical day (exercise, community 

activities, etc.). 

8. How many other people are in the setting (work/school/home)? Do you believe 

the density of people or interactions with other individuals affect the targeted 

behavior(s)? 
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9. What is the staffing pattern? To what extent do you believe the number of staff 

training of staff quality of social contact with staff, etc., affect the targeted 

behavior? 

10. Are the tasks/activities presented during the day boring or unpleasant for the 

person, or do they lead to results that are preferred or valued*̂  

11. What outcomes are monitored regulariy by staff (frequency of behaviors, skills 

leamed, activity patterns)? 

DEFINE EVENTS AND SITUATIONS THAT PREDICT OCCURRENCES OF THE 

BEHAVIOR(S) 

1. Time of Day: When are the behaviors most likely? Least likely*̂  

2. Setting: Where are the behaviors most likely? Least likely? 

3. Social Control: With whom are the behaviors most likely? Least likely"̂  

4. Activity: What activity is most likely to produce the behavior'' Least likely'̂  

5. Are there particular situations, events, etc., that are not listed above that "set off 

the behaviors that cause concem (particular demands, intermptions, transitions, 

delays, being ignored, etc.)? 

6. What would be the one thing you could do that would be most likely to make the 

undesirable behaviors occur? 
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IDENTIFY THE 'FUNCTION" OF THE UNDERSIRABLEBEHAI lOR(S). WHAI 

CONSEQUENCES MAINTAIN THE BEHA \ 'IOR(S) ? 

Think of each of the behaviors listed in Section A, and define the function(s) each 

behavior serves for the person (i.e. what does he/she get and / or avoid by doing the 

behavior)? 

Behavior Gets Avoids 

1. Describe the person's most typical response to the following situations. Are the 

above behavior(s) more likely, less likely, or unaffected if you present him/her 

with a difficult task? 

2. Are the above behavior(s) more likely, less likely, or unaffected if you interrupt a 

desired event (eating an ice cream, watching TV)? 

3. Are the above behavior(s) more likely or unaffected if you deliver a "stern"' 

request/command/reprimand'f' 

4. Are the above behavior(s) more likely, less likely, or unaffected if you are present 

but do not interact with (ignore) the person for 15 minutes? 

5. Are the above behavior(s) more likely, less likely, or unaffected if something the 

person wants is present but he/she can't get it (i,e., a desired object that is visible 

but out of reach)? 
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6. Are the above behavior(s) more likely, less likely, or unaff-ected if he/she is alone 

(no one else is present)? 

DEFINE THE EFFICIENCY OF THE UNDESIRABLE BEHAVIOR(S) 

1 What amount of physical effort is involved in the behaviors (e.g., prolonged 

intense tantmms vs. simple verbal outbursts, etc.)? 

2. Does engaging in the behaviors result in a "payoff (getting attention, avoiding 

work) every time'' Almost every time? Once in a while'' 

3. How much of a delay is there between the time the person engages in the behavior 

and gets the "payoff? Is it immediate, a few seconds, longer? 

DEFINE THE PRIMARYMETHOD(S) USED BY THE PERSON TO COMMUNK ̂ A IE 

1 What are the general expressive communication strategies used by or available to 

the person? 

2. How consistentiy are the strategies used? 

3. Indicate which behaviors the person exhibits to achieve the following functions: 

Communication Function 

Request attention 

Request help 

Request preferred 

food/obj ects/activities 

Request a break 

Communication Responses 
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Show you something or someplace 

Indicate physical pain (headache, cut, 

sickness) 

Indicate confusion 

Protest or reject situation that you have 

created 

L 

With regard to receptive communication ability: 

1. Does the person follow verbal requests or instmctions? 

2. Is the person able to imitate physical models for various tasks or activities'̂  

3. Does the person respond to signed or gestural requests or instmctions? 

4. How does the person indicate;^e.s or no (if asked whether he/she wants to do 

something, go somewhere, etc.)? 

WHAT EVENTS, ACTIONS, AND OBJECTS ARE PERCEIVED AS POSITIVE BY 

THE PERSON? 

In general, what are things (events/activities/objects/people) that appear to be reinforcing 

or enjoyable for the person? 
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WHA T -FUNCTIONAL ALTERNA THE" BEHA I lORS ARE KNOWN BY THE 

PERSON? 

1 What socially appropriate behaviors/skills does the person perf'orm that may be 

ways of achieving the same functions as the behaviors of concern'' 

2. What things can you do to improve the likelihood that a teaching session v\ ill 

occur smoothly? 

3. What things can you do that would interfere with or dismpt a teaching session'' 

PROITDE A HISTORY OF THE UNDESIRABLE BEHA I lORS AND THE PROGRAMS 

THA T HA IE BEE A TTEMPTED 

Behavior How long has this 
been a problem? 

Programs Effect 
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APPENDIX D 

TRANSCRIPTION OF PARTICIPANTS 1 AND 2 EXPLAINING SAA RED 
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Transcription of participants explaining SAA RED: 

November 13, 2003 

Time: 6:49:00 pm 

Researcher: I have a question, what do you think of the expected levels? 

Participant 1: (writing on chalkboard) This is expected level, (pause) Because what I 

think is (pause) you know that phrase expect more from me, like this mom, from 

me. What that's implying is they're expecting too much from you 

Researcher: ooh 

Participant 1: and you're at this point where it goes from (drawing steps on the 

chalkboard) here, from required up to this (drawing an arrow from middle step 

labeled E to top step labeled R) you go upward because then instead of required 

anymore it's up here or sometimes if you don't like these come down here 

(drawing an arrow to step labeled D) either way but if you're up here (pointing to 

step labeled R) the only way you can go is down (pause) down here (pointing at 

step labeled D) the only way you can go is up but this (circling step labeled E) is 

the middle part because you could go from expected to 

Researcher: [Participant 2's name] before you leave could you answer some more 

questions? 

Participant 2: uh huh 

Researcher: thank you 

Participant 1: um 
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Researcher: [Participant I's name] that's very interesting 

Participant 1: because think about (pause) it if your required level comes first then > our 

expected because expected level is what people see but then you're here (pointing 

at step labeled R) here's your required and your (pause) you know 

Researcher: uh huh 

Participant 1: um you know [6:51:06 pm] 

Participant 2: [6:51:57 pm] (writes SAA RED on chalkboard, then next to S writes -

Scene) 

Researcher: so what is the scene [Participant 2's name]? 

Participant 2: the scene's the scene 

Researcher: what makes up the scene? 

Participant 1: it's the background 

Researcher: [Participant I's name] 

Participant 2: (still writing on chalkboard, next to "S - Scene" writes surroundings) 

Researcher: surrounds 

Participant 1: surroundings 

Researcher: ok 

Participant 1: now that's easy (pause) now what's 

Researcher: [Participant I's name] (pause) 

Participant 2: (still writing on chalkboard, next to "A' writes "- Acf) 

Researcher: ok (pause) what makes up an act? 

. •• u im^^rrl next to " A - A c f writes "Whafs happening") 
Participant 2: (wnting on chalkboard, next to ^ 
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Researcher: [Participant I's name] 1 need you to sit down and help me with this (pause) 

ok? (responding to Participant 2) ok 

Participant 1: can you still see him? 

Researcher: uh huh 

Participant 2: (writing on chalkboard, next to second "A" writes "- Agents") 

Researcher: what are agents? 

Participant 2: (writing on chalkboard, next to "A - Agents" writes "people") 

Researcher: any people? 

Participant 2: (writing on chalkboard, next to "A - Agents people" writes "that do the 

acf) 

Researcher: ok 

Participant 2: (writing on the chalkboard, next to "R" writes "- Required Level") 

Researcher: what does required level mean? 

Participant 2: (writing on chalkboard, next to "E" writes"- Expected" 

Participant 1: [Participant 2's name] what does the required level mean? 

Participant 2: (writing on chalkboard, next to "R - Required Level" writes "need") 

Researcher: need, what kind of needs? 

Participant 2: (writing on chalkboard, above the word "needs" writes "required") 

Researcher: required needs (small laugh) (pause) like (pause) what would be an 

example? 

Participant 1: if you don't know one I'll be able to help 

Researcher: [Participant I's name] no [Participant I's name] 1 would love to hear 
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[Participant 2's name] on this 

Participant 1: then can 1 

Participant 2: needing to eat 

Researcher: ok 

Participant 1: but wouldn't that be like desired? 

Researcher: no [Participant I's name] that's required 

Participant 2: (writing on chalkboard, next to "E - Expected" writes "Level") 

Researcher: what what would be an example of expected level? 

Participant 2: (writing on chalkboard, next to "E - Expected Level" writes "expected 

behavior of one another") 

Participantl: that's what I meant 

Researcher: of one what? Another (pause) is that important? 

Participant 2: because 

Researcher: because why? 

Participant 2: because you expect something and you don't get it sometimes (pause) yeh 

are not happy 

Researcher: oh (pause) so it can be negative if somebody violates your expectations' 

Participant 2: no 

Participant 1: would it be 

Participant 2: sometimes it can be but 

Researcher: [Participant I's name] [Participant I's name] please (pause) [Participant 2's 

i] you are doing awesome thank you so much what is D for'' name 
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Participant 2: (writing on board, next to "D" writes "- Desirered level") 

Researcher: what is that (pause) desired level? 

Participant 2: (changes spelling of "Desirered" to "Desired") 

Researcher: what what does that mean'' 

Participant 2: (writing on board, under "Desired level" writes "What you wanf) 

Researcher: [Participant 2's name] that is excellent could you answer one more question 

for me real quick? 

Participant 2; (shmgs shoulders) 

Researcher: why would someone use this? 

Participant 2: for science 

Researcher: why? 

Participant 2: to teach people 

Researcher: oh! Why would someone want to teach it to people'' 

Participant 2: because without being taught and being we would be in the stone age 

hitting each other over the heads with clubs and rocks 

Researcher: ok (pause) so (pause) everything has a purpose what is the purpose for this'' 

What is it teaching? 

Participant 2: evolution 

Researcher: how is it teaching evolution? (pause) you're you're doing very well I m Im 

looking for what you think 

Participant 2: teaching evolution by helping other people leam and when then leam 

enough they can teach other people more sttiff than they were taught 
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Researcher: ok (pause) so what are we learning? (pause) this is really cool just what are 

we leaming with SAA RED? 

Participant 2: how to interact better 

Researcher: is that important? 

Participant 2: if you don't want to get killed it is 

Researcher: hmm that's that's pretty interesting 

Participant 2: some people yeh do not interact well with they just might kill yeh 

Researcher: oh! So you think of this as a survival 

Participant 2: partly yah 

Researcher: ok (pause) has this helped you any? Honest (pause) has it helped you any'' 

Participant 2: uh huh 

Researcher: yah (pause) you want to share with us how its helped? (pause) you dont 

have to cause you've done very well 

Participant 2: nab 

Researcher: no? okthankyou very much [Participant 2's name] 

Participant 1: can I tell you what it means to me? 

Researcher: sure! [Participant I's name] what does SAA RED mean to you^ 

Participant 1: well (pause) I have to go with [Participant 2 s name] (pointing at the 

chalkboard) with all these definitions cause reqmred needs could be like like you 

want something or need something like you need food to survive now that would 

be a required level! (pause) but what I think this R helps us with is its helped me 

because I've made two friends thanks to it (pause) which (pause) I can interact 
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with them real ea real good because I know where everything is and 1 know mv 

friends my two friends levels and I know what they like I know what they have so 

I can talk about them what stuff they have or like or something that they want to 

talk about to find out (pause) because this helps me by letting me see what how to 

be able to talk to my friends better than I used to (pause) because at the beginning 

of the school year I practically only knew one girl but she was from first grade 

and um but that was it (pause) I never interacted real well but my two friends that 

this helped me with 1 can re I'm talking with them like crazy (pause) because Em 

good friends with them now and what I found out over the time of doing this that 

they were both friends too so (pause) all I had to do was follow this again 

(pointing to the chalkboard) but on the second friend except that I didn't have to 

go through all this trouble again (points at RED on chalkboard) because (pause) 

well acttially this part (pointing to SAA on chalkboard) but this (pointing at R on 

chalkboard) I had to but and to finding out topics but what's cool is (pause) here's 

you (draws a circle with a "y" in it) let's put you and here's my friend (draws a 

line from the circle with a "y" in it to a circle with a " 1" in it) we'll call him 

number one (pause) well he's friends with (draws a line from circle with a " 1'Mn 

it to a circle with a "2" in it) friend number two I'll call him (pause) which in tum 

(draws a line from the circle with a "y" in it to the circle with a "2" in it) E m 

friends with him (pause) this way I can be friends with both of them but yet I'm 

not worried about them (pause) fighting (pause) being mean to one another 

(pause) and etc (pause) because I know they're fnends so they won. be mean or 
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any of that stuff to one another (pause) because they're good friends (pause) 

they're friends with me and all because of friend number one (pause) thanks to 

this (pointing at SAA RED on the chalkboard) 1 was able to make friend number 

one 

Researcher: thank you [Participant I's name] 

Participant 1: which in return I was able to meet friend number two all because of friend 

number one 

Researcher: thank you 

Participant 1: that's how it's helped [7:02:48 pm] 
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