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CHAPTER T
PROBLEM

Introduction

One does not have to resd many case histories or visit
many speclal clasges or institutions for the mentally re-
tsrded to be swere that emotlonal snd behaviorel problems_
are the rule rather than the exception with retardstes.
Indeed, mentally reterded children seem to be especially
susceptible to emotional problems becsuse of their mental
limitations {13, p. 224).

Within institutions for the mentslly retarded, in-
steances of psychotlc~like withdrawal, emotlonal outbursts,
hyper-actlivity, harmfnl sggressiveness In peer relations,
and exasggerated dependency needs ere leglon.

The concepts of feilure, frustrstion, and frustration
tolerance sfford s common core around which the aforemen-
tioned behavioral problems can be examined. The mental
reterdstes' ™. . . deflciencies in judgment, in understande-
ing of thelr environment, and in enticipstion of the results
of thelr behavior constsntly lesd them into situstions in
which they experience fsilure and punishment" (13, p. 224).
That frustration results from this feilure and punishment is

in sccord with the theories of frustration of Hull (7),
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Shermen (19, 20), Britt and Jenus (1), Rosenzwelg (14), s&nd
Msslow (10).

A "failure set" (1ls, p. ©37) snd grestly lowered levels
of aspirstion (18) develop from these repeated fsilures,
punishments, and frustrations resulting in pronounced emo-
tionsl resctions (17), some msnifestations of which ere the
earlier mentioned emotionsl outbursts, harmful aggressive-
ness in peer relatlions, withdrawsl, and regression.

Systemetlic psychologicsl experimentation on frustration
actuslly dates from the works of Psvlov (12). In his condi-
tioning of dogs, Pevlov found thet some of the animsls
developed what he called "neurotic behavior" when forced to
discriminste beyond thelr sbility level. Qeter experimental
works by Pevlov and others showed thst several conditions
elicited & frustration reactlon resulting in 8 variety of
behsvior abnormalities, Some of these conditions were
forcing the orgenism to dlscriminete conditioned stimnli to
rutuslly entsgonistic responses, substituting punishment for
reward gt the end of some response, snd forcing the orzeniam
to continue in 8 discrimination Ytask beyond 1ts cuapacity.

Shermen (19) suggests that there is 8 frustrstion
threshold which veries between orgunisms and that the most
common reaction of snimels to extreme frustration 18 & dis-
ruption of mobtlvuted activity or even total disorgsnization
involving convulsive or psaraslytlc resctions. Similarly,

Rosenzwelg (15) suggests a continuum of frustrstion tolersnce



along which different indivlidusls msy fell, while Sargent
{17) writes of inter- and intra-individual variation in
response to frustreting experlences.

While individusl responses to f{rustrstion may vary
sccording to the situastion, prolonged feilure may result in
8 lowered ability to profit from experience. Roblinson and
Robinson (13, p. 337) discuss & "fsilure set" in retardates
who have experienced prolonged feilure 1a problem solving.
To these suthors (13, p. $37) training progrsms to eliminste
"failure set" should be srrasnged so that children master
easy tasks before encountering harder ones.

Another practicsl recommendation for reducing the im-
pact of frustrstion snd bullding g frustrstion tolerance 1is
of fered by McCendless (11). The child should be started
with mild frustrations and moved toward more severe ones in
order to teach him constructive ways of coping with failure
ond frustration. In an almost ldenticzl manner Thonpson
(25, p. 196) says that "Ilhe child develops frustration
tolerance by the overcoming of a long series of minor frus-
tretions to which he can adjust satisfsctorily.” Thompson
(23) continued to ssy that prolonged unresclved frustrations
will inevitably impede lster psychologicsl growth.

Kelster and Updegraff (5) devised an experiment 1ndi-
cating that children who showed undesirsble or immature
responses in the face of fallure could be made, by special

training, to develo» more declrsble modegs of response.



Davitz (3) designed & study which confirmed his hy-
pothesls that eggressively trsined children would behave
more sggressively after frustration end thst counstructively
trsined children would behave more construcﬁively after
frustration.

In summery, frustration erises from inablility to per-
form Iin & given situastion, thresholds of frustration exist
end in verying degrees for vsasrious Individusls, modes of
response to frustretion vary within end between individuels,
e "Fallure set" may begln to operste after prolonged failure,
end lntense frustrastion may Induce totel disorgsnizetion of
behavior. NMost luportznt, the literature afrords some
promise thst modification of behsvior can teske plsce with
sdeguately developed tralining programs.

In spite of the intense interest and much investigetory
work done on the conceot of [rustrztion during the two
decades between 1330 and 1950, there has been a great lack
of aystematlc attempts ot devising methods‘of increasing
frustration tolerance or improving resultant msladsptive
behavior in human subjects. Counseling and psycho-therapy
hold some promise, but they are ineffectual in resching the
great masses of Lndividusals demonstrating nonintegrastive
reactions to frustrstion. Thus, 1t would appesr usefnl to
develop methods of increasing frustration tolerance and
modifying the undesirable behaviors of retsrded children so

that their limitstions are eliminated or minimized.



This being the case, how csn the mentsl retardates'
gbility to deel effectlvely with difficult situstions be
incressed? To what extent will treining progrems deslgned

to 1lncrease frustration tolerance reduce behsvioral problems?

Statement of the Problem
The ma jor problem Lnvestigated was to sscertain the

extent to which 8 training progrem designed specificslly to
Incresse frustrstion tolersnce would reduce selected behav-
joral problems in institutionalized mentally retsrded chil-
dren. Of lesser importance was the problem of examlning the
extent to which the prescribed trsining progrem hed differ-
entlal effects on brain-injured end non-brain-injured

retarded chlldren.

Hypotheses

The ma jor hypothesis tested was thet frustration toler-
snce training would improve the mentsl retesrdate's behavior
In the sress of distractiblility, sociel isolasticn, dependen-
¢y needs, proneness to emotlonal upset, and harmful eggres-
sive behsvior. The second hypothesis tested wes thet
non-brsin injured retsrdetes would msnifest greater reductlon
in these specific behaviors than would braln-idjured mentsl

retarlateas.

Definitlon of Terms

Distractibllity.--Thls 13 deflined as the ability to

maintain attentlion or stick to s task at hand.
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Soctisl Isolation.~-This 1s the extent to which 8 child

1s "in contsct” with his peers asnd is shy, fearful, or re-
Jected by then.

Insdeguate Need for Indenendence.--This is the striving

for autonomy shown by the chlld through imagination, resist-
ance of adult offers of help, end pride of sccomplishment.

Proneness to Emotionasl Upset.-~This 1s defined as

emotional responsiveness, es frequency of emotional out-
bursts, as emotional control.

Sociael Agaression.--~Thls is a combination of sggressive

intent snd peer relations as shown by Crequency ol attack,
bossiness, teessing, or provocation of others.

Frustrstion.-~"Frustrstion 1s that condition which

exlsts when & response towsrd a gosl believed importsnt and
atteinable by a glven person sufrfers Interference, resulting
in @ chaenge in behavior charscteristic for thet person and
situation" (25, p. 256}.

Problem Beheviors,=-Problen behaviorslinclude those

maladaptive overt behaviorsl responses which deviate sig-
nificently from the behavior of normal children of the same
chronologlcesl age.

Brain Injury.--Injury to brain cells which destroys or

permanently disorgenizes functioning cell systems in the
brain as evidenced by documented history of damage or neu-
rologlc symptoms that furnish certsin evidence thst damsge

has occurred.



Review of the Literature

A review of related 1litersture is presented in five
sectlons: (1) e psychosnalytic spproach to frustrstion
effects, {2) & behavioristic-psychosnslytic spprosch to
frustration effects, {¥) studies concerning modificetion
of failure and frustration responses, (4) studies concern-
ing soclal end materisl reinforcers, and {6) synthesis of
these varlious sections.

'Psychoanalytic Aporouch to
Frustrstion sr'rects

N

The psychoanalytic definition of frustration is ". . .
blocking of or interference with the sstisfection of an
aroused need through some tarrier or obstruction" (21,

p. 50). Thus, there sre two necessary conditions for frus-
tration. The first is s drive, s need, or & tendency

toward sction. Secondly, the sstisfection of this need must
be blocked, interferred with, or uneveilable. A child's c¢ry
over dropplng his lollipop might be interpreted as s reac-
tlion to frustration. His need for nourishment or enjoyment
is blocked. A girl's doll is carried off by a2 frisky dog,
interfering with her plans to play house. Or s duck hunter
falls into the cold water snd sosks his clothing thoroughly.
As his chill increasas} he 1s in a state of frustration
because 8 need heés been uroused and he has no immediate
means of seatisfying 1t. So, in frustretion sn sroused need

and i1its blocked satisfection sre necessary ingredients.



Symonds (21, pp. 58-53) points out three chsrscteris-
tics of frustration, the first being the presence of postural
tensions. The hebltually frustrated person mey be recog-
nlzed by his riglditr- or stiffness of posture and teing.
Incressed musculsr tensions resulting from the individual
tendencies towsrd acbion may not be lmmedistely drained off
in a frustreting situstion. If experience hss not provided
sppropriaste ways of meeting the situution, these muscular
tensions become restless asctivity or perhaps even s chronlc
tension state.

Another cherscterlstic of frustration is its unpless-
entness. Just as the sstisfaction of a need is plessant,
the thwarting of 8 need 1s unpleasant. This irritstion
gives rise to efforts to overcome the barrier presenting
the frustrziion.

Also polnted out gs a characteristic of frustration is
its egustion with punishment (21, p. 59). Frustration be-
comes equated with punlshment by snother person in infency.
The ms jority of people, sccording to this snslytic interpre-
tation, retain through edulthood this tendency of attribut-
ing frustration to personal origlns. The confuslon between
people-frustrstion end externa} event-rrustration arises
from the helpless infsnit's relations with people, especlally
1ts mother., The crying infent interprets hershness, frowns,
and abrupt handling es punishment for his own bad_feelings

and tends to Interpret all externzl frustrations ss being



like his own inner rebelious feelings. The child who toler-
stes frustration poorly and with vigorous resctions will
usually see leter frustrations es coming from persons, that
18, punishment, end will tend to be poorly adjusted to
reality.

Before considering the multiple responses to frustrs-
tion within the psychoanslytic frsmework, & brief explors-
tion of factors which determine these responses is necessary.

First smong these fuctors is the strength of the drive.
Symonds (21, p. 60) says thet the "response to frustrstion
becomes more severe in proportion to the strength of £he
drive or want which is frustrated.” His examole is of two
chlldren, one recently having had ice cream and the other
long deprived. The [irst msy be expected to have & wesk
drive to obftain sn ice cresm stick while the other may be
expected to respond vigorously to any besrrier in the wey of
his obteining the desired ice cream.

Another response determining factor 1s the strength of

"t

the barrier. « ¢ « within limits, the stronger a barrier,

the more intense the desire snd efforts to overcome the

berrier” (21, p. 60). Such proverbs, as "Grass on the other

®Hon

side of the fence 1s greener, Nothing so good as forbidden

fruit," snd "Absence mskes the heurt grow fonder,” are ex-

amples of this factor.
The svailability of substitutes is still another factor

determining frustration responses. Reverting to the earlier
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11lustration of the boy's wanting an 1ce cresm stick, 1f he
finds that hls psrents sre planning s trip to the circus,
the lce cream may lose 1ts importance. 8o frustration re-
sponses may chenge according to substitute ways of resching
satisfaction or to the relative strength of other needs and
the difficulty of their atteinment.

Also effecting responses to frustrstion is the imme-
diacy with which s barrier is presented. "If a berrier is
like & fence which prevents & boy from resching his ball, 1t
is physicel and resl snd immedlstely presented, and the re-
sction to 1t is more intense" (21, p. 61). However, rowing
a8 boat up 8 bsy sgainst the tide 1s less rea2l agnd 1s met
with less vigorous efforts.

The curulsative effect of minor frustrations is snother
fector which in part determines the response to & particulsr
frustreting sttustion. If previous frustrostion tensions
have not been drained off in immediaste activity, incressed
postural tensions result. Thus, we see the seeming over
reactlon to what on the surfsce appesrs to be a minor or
Immsterial frustration.

Other determining factors to frustration responses zre
the degree of emotionzl securlty and ego involvement, the
momentum of & particular method of meeting & frustration,
end the personeglity structure of the individusl.

The followling dynsmlsms of psychosnalytic theory brief-
ly discussed by Thompson (23, pp. 189-130) sre often used to

explain the child's verious responses to frustration.
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Projection. The chlld unconsciously projects his
own wishes or 1dess onto objects or persons 1n the ex-
ternsl world. For exemple, when Jimmy 12 deniled some
desirable gosl by his tescher, he may ssy, "My mother
gnd father don't like you very well."  The psychologli~
cel inferences drawn from young children's play behav-
lor (Sears) sre »primarily bssed on thls dynamism
functioning in conjunction with the identification
dynemism. The functloning of the projection dynamisms
is often felrly obvious in young children's responses
to frustrstion,

Introjection. The child unconsclously incorpo-
retes the demands of the external environment into his
own personality. The wishes of his parents become hils
wishes-~2f leust on the verbsl level. The child who
hes been warned not to go swimming so esrly in the yesr
may say, "I don't care to go swimmlng," es he is unbut-
toning his shirt. %The introjection dynsmlsm can be
employed to explain meny spparently inconsistent asspects
of ehildren’s vaeried responses to frustration.

Conversion. The c¢hild unconsclously develops some
physlologicel malfunction that sutometicsl 1y removes
him from 8 recurrent source of frustration. 7This dyna-
mlsm helps to explsin psychosomatic disturbences, snd
hyst?rical symptoms (functional blindness, paraslysis,
etec. ).

Dispnlscerment. The chlld unconsciously displaces
én unscceptatle ides or asctlon by snother thst is more
acceptable. For exemple, when his mother ssys thset he
can't go out and play in the rain, Johnny kicks s chsalr
rather then his mother.

Isoletion. The child unconsciously deprives en
unpleszant experience of 1ts emotionsl content. The
experlence 1s not forgotten, but it no longer srouses
unplegsant emotional feelings. For exsmple, the child
may per’orm rituslistic, or obsessive ceremonisls when
feced with & recurrent frustretion, yet meintain s
completely detsched emoticonal mien.

Repression. The child unconsciously excludes
unpleasant ldess from consciousness, 1.e., he can no
longer verbalize them. He can't remember thst his
mother told him to come home right after school. This
1s 8 fundemental dynsmism in psychosnalytic theory.

It does much to explalin the frequently noted disparity
between vertal and other-motor responses to & frus-
trating eltuetion.




12

Resctlion-formation. The child unconsciously
responds to the demands of socilety by doing the oppo-
glte of what he wes formerly inclined to do. After
being consistently punished for trying to roll the new
baby brother down the hall stairs, Johnny now says, "I
love my beby brother very much." It now seems that
Johnny can't do enough nice things for his baby brothen
This dynamlsm hos been well ifllustrated by Levy's demon-
stration thet "reluctent” mothers often become over~
enxious about thelr infents after they are born.

Identification. The child unconsciously sttempts
to emulate the psychologlcsl charucteristics of some
person, or persous, to whom he 13 emotionslly attached.
This 1s & powerful dynsmism in character and personsli-
ty formetion. '

Sublimation. The child unconsciously denies the
gratlfication of certein needs in fsvor of more socisl-
ly sccepteble ones. When Jcohnny feels like striking
his father, he may go outside and chop wood furiously.
(Note that this dynemism is rel ted to displecement.)

Retlionalization. The c¢child unconsclously sttenmpts
to make his inconsistent behavior appeur consistent
both to himself snd to others by verbslized explsna-
tions. For exemple, when Johnny gets a low grade 1in
school, he may say, "The teecher doesn't like me," "I
didn't understand the assigmnment,” or some other simi-
ler rationelization.

This discussion is not intended to be exhaustive but
rather 1s Intended to cover the mejor principles releting to
psychoanelytic interpretation of frustration.

Behsviorlistic-FPsychoanalvtlic Approsch
Lo rrustration Lffects

Dollard et gl. (4) hsve developed s frustretion-sggres-
slon hypothesis to explain the Individusl's multiple re-
sponses to frustration. This hyoothesis explaeins the vsrious
overt responses to frustration on the basis of 8 single

theoretlcal feature. The frustration-zggresslion hypothests
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is thiss frustration slways laads to some form of aggres-
sion. Frustration is deflned ss any goal-response which
guffers interference. It follows, then, that sny type of
sggressive behavior presupposes the presence of frustration.
Quickly pointed out, however, is thet the aggression follow-
ing the occurrence of frustretion is not slways immediately
evident. Yhis may bte due to the early trsining thst soclsl
human beings recelve in repressing and restreinlng overt
menlifestetions of aggressive reactions. This does not do
sway with or destroy the sggressive tendencies but only
serves to delsy or displace these resasctions.

There sre several fundamental concepts necessery to an
understanding of the frustretion-aggression hypothesis. The
first of these concepts is instigetion., "An instigator 1s
some sntecedent condition of which the predicted response is
a8 consequence” {4, p. 3)}). This instigator msy be immedicste-
ly observsble, such &8 the vendor's bell prlor to the chilld's
ssking for sn ice cresm cone. Qr, the instigstor may only
be inferred from the child's ststement thaet he wants ice
cresm. The concept of instigstor 1s much brosder than that
of stimulus, the lestter referring only to energy scting upon
g sense orgsn; wheress, the former refers to eny sntecedent
condition, whether visusal images, ldess, motives, or depriva-
tions.

Instigation 1is a.quantitative concept, according to

Dollard et al. (4, p. 4}, which implies strength. This
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Instigstor strength mey be measured agéinst the degree to
which 1t competes successfully with other instigators of
Incompatible responses.

Goal~response 1s another bssic concept of the frustra-
tion-aggression hypothesis and is defined s an sct which
ends & predlicted behavior sequence (4, p. 6). The hungry
cet eats and cesses to seek food. As this behavior seguence
is ended, the esting response is.considered the goel-re-
sponse but is, in this case, only temporery. If the instigas-
tor 1is repeated, the cat may be expected to perform the
predicted sequence of responses s second time. He is likely
to repest previoué behavior teceuse of the reinforecing
effect of gosl responses.

If, in the sbhove case, the expected secuence of re-
sponses 1s Interrupted snd the cat is prevented from esting,
frustration results. hccording to Dollsrd et el. (4, p. 7)
this ". . . interference with the occurrence of an instigst-
ed goal-response at its proper time in the behsvior seguence
is celled @ frustration.”

Under the frustrstion-sggression hypothesis there aré
two things neceésary for the existence of frustration. The
first of these is thut the organism could hsve been expected
to perform certsin behavioral responses. The second neces-
gary condition is the prevention of these acts from occur-

ring.
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Another concept necessasry to the frustrutlon-eggression
hypothesis 1s thut of substliute responses, This is any
ection which reduced to some extent the strength of the in-
stigetion, the goal-response of which was prevented from
occurring. Thus, the substlitute response hes one character-
1stic of the goal-~response-~the ability to reduce the
strength of the instigetor. An example of & substitute
response glven by Dolk rd et gi. (4, p. 9} 1s smoking while
eawalting & delayed luncheon.

Aggression 1is still another basic concept of the_frus~
tratlion-aggression hypothesis. Aggression 1s defined as any
sequence of behavior, the gosl-response of which is injury
to person st whom 1t is directed. In the casse of the de-
layed luncheon guest, subtle remsrks about the host's man-
ners would be sggressive scts. Aggression 1s the primary
and cherscteristic reaction to frustration and will occur
with the interference of gozl-directed behuvior. However,
"aAggression ls not alweys menlfested in overt movements but
mey exist as the content of a phantasy or dresm or even a
well thought-out plen of revenge" (4, p. 10). This sggres-
sion may be directed st the object casusing the frustrstion,
it mey be displaced to some innocent person or object, or it
méy be turned inwerd upon the self s In sulcide or maso-
chism. The sggression mey be undirected toward persons orp
objects, a= with the man who swesrs sfter striking his thumb

with 8 hammer (4, p. 10).
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In summery, the Dollard et 2l. (4) frustration-eggres-
slon hypothesis defined frustretion sg the condition exist-
ing when 8 goal-response suffers interference and defines
aggression as sn act, the goal-response of which is injury
to some orgsnism or organism substitute.

Dollsr snd assécietes (4) developed @& provocative
hypothesis which does scem to help explain many of the
ma ladjustive behaviors of humens. One charscteristic of
the frustration-aggression hypothesis is its amenability
to sclentific investigetion.

Feilure and Frustration Response
Modiflicetion Studies

An exhsustive sesrch of the literature uncovered only
two studies whlch systematically sought to modify responses
to failure or frustretlon experiences. In the first,
Keister and Updegraff (9) devised &n experinent to determine
whether children who showed undesireble or immsture responses
in the face of failure could be made, by specisl training,
to develop nore desirable modes of response. Her subjects
were elghty-two nursery school chlildren, three to silx yesurs
of age, with a mean intellligence quotient of 122,

From s preliminary survey of suitsble spproaches to
study fsilure resctions, Xeister and Updsgraff (9) concluded
thst In nursery school free play situations faeilure occurred
too Infrequently end motivastion and tesk difficulty fectors

made the observationel method fnzppliceble. Therefore, the
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suthors decided to present fallure In experimentsl situs-
tlons. Each child was presented with s difficult puzzle, s
task which challenged hls physical strength, and a third
situetion which offered sociazl obstacles. The following
criteris were used for selection of these tasks (9, p. 242):

l. They must be possible of accomplishment and yet of
such diffleculty that the child does not succeed immedlctely.

2. They must provide situations which are nestursl, in
the sense thst the difficulties sre not obviously or forci-
bly imposed.

3« The sverage child should be atle to see for himself
that he hes fsiled end to see iIn the situation some relstion
to himself &s an instrument of his success or fsilure.

A systenm of controlled observation by minute intervals
in each of these situations was the scheme for recording
each child's tehavior. "These tasiks and tehevior recordlngs
differentisted between those chlldren glving undesirable or
irmature responses and those who responded_in a more desir-
able menner. Fifteen of the originsl elghty-two subjects
were judged #s responding In an immature feshion sccording
to certain criteria. It was the purpose of this experinment,
then, to iwmplement 8 traslning progrsm to raise the responses
of this immature group to 2 more desirable level. The basic
assumption was thet chlldren could lewrn to meet difficult

situations through specisl treining which showed what types
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The method of trasining wes to present a series of prob-
lems which grew progressively more difflcult &s the program
progressed. The trsining tesks reflected the following
criteris (3, p. 245):

l. The taesks should be graded in difficulty so that
the child experlences success ln the eerlier ones and
gredually works up to problems which ere difficult for him.

2. The lster tusks must be o such difficulty thst
the chlld dces not succeed immedistely but 1s forced to
persevere, to continue to try if he 1s to ettsin success.

S The child must be able to see his progress and
previous successes,

Two training sltustions evolved from these criteris.
The first wes & seriles of picture-puzzles. Story books were
cut up into puzzles of four to six victures. &s the story
was resd, the child was presented puzzles to work, each
grsdually incressing in difficulty.

The second training tesi wses to build & "block boy."
Colored blocks were to be stecked upon each oﬁher in imita-
tion of & drswn pettern hung on the wall,

The entlre training program was edmlnistered by one
person. Trsining period length veried from elght to thirty-
three minites, depending largely upon veristions in behavior
between children and task difficulty. It took approximstely
six weeks to administer 81l the training to the twelve

children.
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Two methods were used to study post-trsining behavior:
first, retests of trained children were mode on a simllsr
puzzle box; second, retesting of twelve untrezined children
who had shown some undesirable behsvior in the initial
scresening.

This study by Keister and Updegraff (2} showed remsri-
ably different behavior of the traeined children. Stetis-
tlcally significant differences iIn behavior were found in
three behavior arezs., It wes concluded ", . . that a
remsrkable Improvement was effected in the trsined gr?up."

Gomparison of trsined snd untrained children also
showed differences in favor of the trained children ". . .
In spite of the fact that prior to training the difference
lay in the opposite direction” (3, p. 243)}.

In sammsry, Kelster and Updegraff {3, p. 248) deter-
mined thst after a Series of tasks gradually lncresasing ia
difficulty the trained children tried harder, showed more
gutonomy in Jroblem solving, sand ghowed no emotisusl behava-
lor when egein confronted with & fsilure situstion.

There szre three methodologleal sspects of this study
which merlit sttention., First, the possibility of rater blas
was introduced by heving the entire progrsm {(test, training
prograrn, retest) carried out by the experimenter. This
poséible biss could be eliminsted by having the child evsluna-
tion and child training done by different persons. Second,

there waes no sttempt mede to determine the eflfects of
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one-to-one child-sdult contact, sside from the training
program. This ralses the question of whether the training
progrsm e@lone was responsible for child behsvior chenges or
if such changes could have resulted from the individusl
sttention paid to the subjects in trsining. Third, as
pointed out by Reister and Updegraff, ". . . 1t would be
valuable to meke observstions In other situstions snd under
circumstances of a more socisl nature” (9, p. 248). If the
¢hild's reasctions to fazlilure situations heve been modified,
is this change observable in his peer contacts egnd over-gll
behavior, or, 1s this change cbservable only in isolated
experimental situstlons?

The second study conceraning modification of failure or
frustrastion responses was conducted by Davitz (3). His
hypothesis was ". . . thst & person's response to frustra-
tion will be affected by his previous experlence in situa-
tlons similsr to thut in which frustrstion is encountered”
(3, p. 309). DMore specifically, he sought to determine the
different effects of asggressive training and constructlve
training on the responses to frustration of.forty children,
age seven %o nlne.

Davitz (3) divided hils study into four major sections:
(8) free play; (b) training (constructive end aggressive);
(e) frustration; and {d) free play. During the free play
sessions pre- and post-frustration behsvior was recorded on

moving Sicture film for s period of eighteen minutes.
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Constructive trsining consisted of seven thirty-mlnute group
treining sessions which encouraged and rewarded cooperstive-
ness in constructing designsted objects, such &s nmurels and
jigeaw puzzles., Constructiveness wes preised and encouraged
while 81l sggressive behsvior was discouraged. Aggressive
treining wes conducted in seven thirty-minute group sessions
during which Injury to some person or object was encouraged
end pralsed. Gemes played during the aggressive training
were cslled Cover the 8pot, Scalp, and Break the Ball, sall
of which involved much sggressiveness and physicsl contact.

Pre- and post-frustrestion films were ockserved snd
wrltten records of the behavicer of each child were made.
These protocols were independently ranked by four judges
according to degree of aggressiveness.

In summsry, Davitz (3, p. 314) concluded thet under the
conditlons of his experiment "e « « previous trsining in
situstions similsr to that in which frustration 18 encoun-
tered 1s & significent determinent of the orgsnism's post-
frustrstion behavior." |

Though slgnificant changes were mede in group responses,
there were Individuels within each tresining group who did
not change in the expected direction. &ix children within
the constructively treined group behaved more aggressively
after frustration, and foar children within the sggressively

trelned group behsved more constructively after frustrstion.



22

speclalized training progroms, the past history of the
individual must be considered when evelusting his behavior

efter frustration.

Social and Material Reinflorcement Studles

Resesrch litersture concerning soclal reinforcement,
material relnforcement, token rewsrd, and mentsl retsrdation
is extensive. 7Those studies having direct besring on the
current resesrch project are herein dlscussed.

Verbal urglng and prsise and thelr effects upon the
gcquisition of rotary pursult sklll in mental defectives
were studied by Ellis and Distefeno (5). Subjects in this
study were twenty-elght mele and femitle institutionalized
mentsl reterdates within the high trainsble and educable
range of ebillties. Chronologicsl age of the subjects
renged from twelve to twenty-one years with mesn age approx-
Imately seventeen years.

Subjects were mutched on Binet I. Q., sex, age, and
previous pursult rotor performénce and were assigned to one
of two groups. One group wss designated @s the "urged and
prelsed"” group, and the other as the control group. Esch
group recelived Ildentical instructions for tesk performance.
Treatment of subjects differed, however, during task per-
formance. The Yurged and preised" group received such
comments &8s "That's fine," "You're doing good,"” "Try to best

your lsst score,” and "Try to go higher this time.” Only
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posltive ststements were mude to the subjects, with care
teken to show no disappointment in subject performance.

Ellis and Distefsno (5) used a matched groups t between
the means which yielded results significant at the .001
level of confidence. The results showed that the verbally
arged end presised group did slgnificantly better than a
control group on s pursalt rotor task.

Significsntly, the authors (5) point out thst perhaps
mental retardates require more prompting for optimsl per-
formance than normal Intelligence subjects.

Similer to the study of verbal urglng and praise ls &n
investigation by Rowley and Eeller (16) concerning chsnges
in ¢children's verbal tehavior as a8 function of soclal ap-
proval and enxiety. Subjects were fourth, fifth, end sixth
grade students, ninety in number, with an I. Q. of 3835 or
gbove. The experimental tesik consisted of making up sen-
tences using verts on g stirmlus card under which were
printed six pronouns--I1, we, he, she, they, and you.

There were three trestment groups:

l. Group VA, in which subject responses containing "I"

or "we"

were lmmediately followed by verbul spproval, using
a smlle snd the word "Good."

2. Group PMA, in which subject responses using "I" or

" 1t

we ' were Immediately followed with physlical movement, =

vertical hesad movement, snd a smile.
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3., Group C, e control group in which the experimenter
made no response following any of the subject's sentences.

Verbal conditioned response was accguired in both reln-
forcement groups {p<.001) with the verbal relinforcer being
significantly more effectlive than physlcel movement slone.
None of the subjects stated the contlngency between response
and reinforcement.

Terrell and Xennedy (22) studied dlscriminstion learnlng
and transposition in 160 elementsry school children &8s 8
functlon of the nature of rewsrd. The five reward conditions
in thls study were prslse, reproof, csndy, token, and control
(1ight flash). The candy reward gronp lesrned significently
more repldly then did any of the other groups. On the trans-
position test, the token-rewsrd group was significantly
superior.

The Goodenough Dravi-A-lan Test wes the task used by

Hunt snd Pstterson {8) to measure the differentisl effects
of two levels of motivstion on mentally deficient children
dlagnosed es familisel., Fifty lnstitutlionslized males, mean
I. Q. 61, renge, 30-80, with chronologlcal age from seven
through fourteen, mesn 12-0, were subjects ln thls study.
The levels of motivation were, first, promise of cendy for
complisnce with instructlons end, second, verbal urglng plus
promise of condy rewsrd. snslysis of detes from this experi-
ment suggested that motivetion with verbsl urging was
slightly more effective than materisl reinforcement which

was not emchaslized,
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Hunt snd Patterson {B8) also compared the performance of
brein-injured children end fomilislly reterded children.
This comparison suggested thst other motivating influences
can be used to lmprove performance of the femilisl child,
such as establishing & stroag tescher-chlld relationshlp.
With brein~injured children, however, concrete rewasrd is
more necessary in thet sbstrsct rewsrd mey have little or
no mesning and confuse rether than aild in performance.

Wolfensberger (24), efter studylng differential rew8rdé
a3 motivating fectors In mentsl deflclency research, con-
cluded that verbsl, interpersonsl reinforcement shoula be
investigeted es perhaps being more efficacious then material,
concrete rewards.

This conclusion resulted from a study having three
basic hypotheses (24, p. 202):

« « « {8} glving concrete prizes during an experiment

1s more motivating to unselected mentasl defectives than

giving chips which cen leter be redeemed for concrete
prizes; (b) taking prizes away from S is more puni she
ing snd discoursging than taking eway chips; {(c) re-
ward of either type 1s more motivating than punishment
of elther type.

Subjects were sixty mentsl defectives ranging in I. Q.
from 50 to 74 with @ mean of 59, esge range eleven to Fifty
with & mean of twenty-four. Etlology was not considered
important and presumably included brain-injured snd non-
brain-injured subjects of various types. The criterion

measure was reaction time to a2 telegraph key-buzzer sppars-

tus. Subjects were divided into five treatment groupss
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concrete reward, symbolic {chip) reward, concrete punish-
ment, symbolic punlshment, and control with no reinforce-
ment.

Re jection of the three experlmental hypotheses was
necessary with the finding that nelther reward nor punigh-
ment made any observable difference in subject performsance.
Decline in recction time was seen in sll groups, even the
control group. The explsnation was that boredom or loss of
interest wag 2 fector commonly affecting all subjects, re-
gardless of trestment condition.

Greenspoon (6) sought to determine the effect of two
operstions on two dlfferent verbal responses. His subjects
were seventy-five undergraduste university students. The
method was to present one of two stimuli, "mmm-hmm" or
"huh-uh" after plural nouns or any word not s plursl noun.
This was done during a fifty-minute session during which the
sabject was to say all the single words thet he could.

Greenspoon's results (6) indiecsted thzt "mmm-hmnm" in-
cressed the frequency of plursl responses, thet "huh-uh"”
decreased the freguency of plurel responses, but that both
these stimull increased the frequency of non-plurel re-
gponses, He concluded thet the character of the stimulus
determines the neture of the response.

Buss, Gerjuoy, and Zusmen (2) exsmined verbel condi-
tioning and extinction wlth verbsl snd non-verbel reinforc-

ers with 156 mele end femsle psychistric patients and
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college students. The primsry hiypothesis was that, with
humens, verbel reinforcement durlng scquisition leads fo an
extremely slow response decrement during extinction. Test-
ing this bypothesis, the suthors compsred extinctlion curves
after "Good"” as & reinforcer wi th the extinction curves for
cigerettes~candy end poker chips &s rewsrds. The findings
showed poker chips ineffective es & reward but that "Good"
snd clgarettes-candy were effective. There was no signifi-
cant difference in the extinction curves of the verbelly
reinforced snmd non-verbslly relnforced subjects. This sug-
gests that while msteriel or non-verbsl reinforcers are
effective in conditioning, verbsl reinforcement alone maj
be just s= elffective.

In summsry, Ellis end Distefsno {5) found that verbsl
urging and praise significaatly incressed the performance
level of instltutionalized retardates, The suggestion was
mede that mental retaerdastes require more prompting for
optimael performence thsn normel intelligenge subjects. This
1s similer to findings of & study bty Hunt and Patterson (8)
who also concluded thet verbel urging of retsrdstes signifi-
cantly incressed their performence level.

An gdditlonsl finding from the Hunt snd Pstterson study
(8) wes thet familisglly retsrded chlldren respond reedily to
verbel relnforcement, while this seme reinforcement mey tend

to be mesningless or confusing to brein-injured retsrdetes.
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Wolfensberger {24) concluded that verbsl, interpersonsal
reinforcement should be ipvestigated &2 being perhaps morse
effective then materisl rewasrds with mentsl defectives.

Studies by Greenspoon (6), ss well as Buss, Gerjuoy,
end Zusmen {(2), further indicate the efficscy of verbal
rewards in increasing responsivenegs of yet snother class of

subjects, psychletric patients and college students.

Synthesis of Reviewed Literature

Psychosnslytically (21) frustrstion is the bloeking or
Interrerence of an aroused need. Characteristice of frus-
tration ere postural tension, unplessantness or irritstion,
and its equstion with punlishment.

Symonds {21, p. 60) points out thet, in psychosnslytic
theory, frustration incregses 1n proportion to the strength
of the blocked drive. Too, frusiration Increcses ass the
bsrrier strength increases. k1ls0, the eflfects of minor frus-
trations may accumulste, resulting in over-resction to what
appeared to be minor frustrstions.

Psychosnalytic theory affords severs] dynamisms chersc~
teristic of frustration responses. These are: projection,
introjection, conversion, displscement, 1lsolstion, repres-
sion, reasctlon-formstion, ldentification, sublimation, snd
retioneglization.

The behavioristic-psychosnslytic interpretstion of

frustretion hypothesizes frustretion and sggression in
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combinetion. The occurrence of sggression presupposes the
;neﬁence of frustration.

Fundsmentel concepts underlylag the frustration-sggres-
sivn hypothesis of Dollerd et 8l. (4) include instigetion to
respond, & goel-response, substitute responses, frustration,
and the occurrence of aggression. Dollsrd et sl. (4) defined
frustration as the condition existing when & goal response
suffers interference and defined aggression gs an sct thé
goal-reaponse of whick is injury to some orgenlism oOor orgen-
Ism substitute.

Pasychoanslytic asnd btehsvioristic concepts of frustra-
tlon considered together include snd explein many of the
maledeptive behaviorsl responses of the human or-snism,
Uging this theoreticel basckground, is it possible to con-
gtruct methods of improving one's resctions to fsilure or
frustretion? Studles by Kelster snd Updegreff (3) and
Daevitz {(3) suggest thls possibility. ZRelster and Updegraff
(9) worked with children who demonstrsted immature behavior
when faced with & failure situstion. What might be celled
"frustration tolersnce” was raised by graduslly incressing
the difficulty level of a series of tasks. Dsvitz (3) used
more normsl subjects, some trelned to be sggressive and
others trained to behsve constructively. These subjects,
when confronted with & frustration situstion, behaved more
eggressively or more constructively asccording to thelr pre-

vious treining.
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Though not mentloned speciflcelily In either the
Kelister snd Updegreff (9) or Davitz {3) studies, reinforce-
ment of goal-directed responses was fundesmental to the
repetition of desired responses. Studies by Ellis and
Distefano (5), Rowley end Keller (16), Funt and Patterson
(8), end others (6, 22, 24) indicete the sppropristeness
and adequacy of verbal urging snd prazise in conditloning
of humsn behavlior.

The foundetlon for constructicn of s trainlng progranm
to modify behavior problems in young institutionalized

retsrded children is thus lsid.
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CGHAPTER II
METHOD

Subjects

The subjects for this experlment were elghteen male end
eighteen femele mental reterdates living In a Texes steate
school for the mentally reterded. &£11 subjects were between
the chronologicel ages of six and twelve years. Only educa-
ble students (Stanford-Binet or Wechsler I. G. Fifty to
seventy )} were used. Eticlogy of one-half the male subjects
was "familial,” the remsining one-hslf having 2 medical
dtlagnosis of brein-lnjury. Etiology of one-half the female
subjects wes "familial," the remaining one-helf having 2
medical diagnosis of brein-injury. All prospective subjects
with gross sensory or motor impairment were excluded from
the study as were those with gross impairment due to medicsa-
tion.

A 1ist of seppropriste age educable males within the
state school was divided sccording to their diagnosis of
familiel retsrdation or reterdeation with brain~-injury. Sub-
Jects within each of these two groups were randomly assigned
to one of three treatment groups--Tolerance Training Group,
Control Group I, or Control Group II--until slx subjects were

in esch group. In the same fashlon, z 1list of sppropriate
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age educsble femzles within the state school wss divided
sccording to their diesgnosis of familis) reterdation or re-
tardetion with brein-injiry. Subjects within each of these
two groups were rendomly sssigned to one of the three trest-
ment groups, until six subjects were in ezch group. Rsndom
selection involved drewing nsmes of subjects from s hopper
and asslgning the first to the Tolerance Training Group, the
next to Control Group I, the next to Control Group II, and
repetition of this process with each of the four groups of
subjects {mele femiliel and brsin-injured snd femele familial

gnd brsin-injured).

Experimentsl Design
The basic experimental design wes a 2 x 3 factorial
enalysis of veriance in which the two msin treatments end
their respective conditions were Trestment Condition (Toler-
gnce Treining Group, Control Group I, snd Control Group II)
and Neurclogical Condition (Brsin-Injured and Non-Brsin-
Injured). Date snaslyzed were pre- to post-test difference

scores on flve behavior fectors of the Devereux Child Be-

bavior Rsting Scale (3, 4, 5). The random assignment of the

subjects to three trestment conditions within esch of two
neurologicsl conditions wss the method used to equate
inltisl individusl differences on the pre-~test dats. In-
spection of the pre-test means obteined by the various
experimentel sub-groups on all five ecriterie sepsrctely

revegled the mesns to be approximately equal.
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A brief description of the five principal treatments

follows.

Tolersnce Iraining Group

This group participsted in 8 controlled experimental
training program speciflcelly deslgned to increase frustra-
tion tolerance. The progrsm included working ss a group
with picture stories and individually with puzzles, block
designs, and nut @nd bolt boards. Verbsl encouragement and
rewsrd were administered by trainlng personnel for success

on these tasks.

Control Group I.-~This group recelved the same smount

of exposure to trainers as the Tolerance Training Group.
However, the subjects did not receive the experimental
training progrem. Instead, they engaged only in gelf-

inltisted actlvities with the trainer present.

Control Groun II.-~This group was not included in the

experimental Trsining progrsm, nor did they have the one-to-
one child-trsiner exposure experience by the other two
groups. These subjects continued the day-to-dey routine of

institutionslized lire.

Brein-Injured Subjects.--These subjects had injury to

brain cells which destroys or permanently disorganizes

functioning cell systems in the brsin or neurologic symtoms.
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Non-Brain-Injured Subjects.~-These subjects lascked

symptoms, hlstory, or documentation of centrsl nervous

system demage.

Tolerance Trainlng Program
In genersl, the plsn or the progrem wes to expose sub-
Jects to & serles of tasks which grcdually incressed in

difficulty «s the program progressed.

Tasgs Selection Criteris

The criterls used to select tesks, ss partislly s«dspted
from Keister end Updegrarf (1) were

l. The tasks were graded 1n difficulty so that the
child experienced success in the earlief ones and greduslly
worked up to problems which were difficult for him,

2. The leter tasks were of such difficulty that the
child did not succeed immed iately but had to persevere,
continue to try, L1f he was to sttain success.

3. They were problems which interested retsrded chilw
dren age six through twelve.

4. The tsasis avolded irrelevant frustrstions which
mlght msle the subjects hesitant to enter the trsiaing
sltustion.

On an @ priori bssis, 2 sample of tasks which would
probably asppesl to retardstes was selected. Although no
formal scaling sttempt was made to order trhe varlous tasks

with reference to complexity, they did range from simple
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menipulation {(nuts and bolts) to a task of & cognitive na-
ture (picture stories). Each taaslk wss composed of a series

of sub-tasks which grasduslly increased in difficulty.

Treining Personnel

Six trulners were selected Ifrom volunteer psychology
students st North Texss Stste Univercsity. These trainers
received specilal instruction In use of the tasks as well as
in the use of relnforcement and encoursgement. Esch tisk
was presented tc the trainers exsctly ss the tasus were to
be presented to the Tolersnce Trainlng Group. The trainers
were then divided into pairs; each member of easch pair pre~
sented the tasks to his perbtner sccording to instructions and
under suvervision of the experimenter. Each frsiner then
administered selected tasks to & refserded child end wes
observed for proficiency through s "one-way" glass by the
experimenter #nd the other ftrainers. Simultaneously, the
experimenter commented on the observed tasz administrution
and offered suggestions for standerdization of the procedure.
Periodic checks were msde during the experiment to maintain
consistency of tesk sdministrstion. FKach treiner was ran-
domly assigned rour subjects--two Tolerance Trsining Group

subjects and two Control Group I subjects.

Genersl Descriontion of Tesks

A genersal description of the training progresm tssks and

me terials 1s presented below. A detailed descriotion of
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speclfic sctivities and sdministrstive procedures is ifnclud-

ed In the Appendlx.

Plcture stories.-~This paert of the training program
consisted of six stories with pictures 1llustrating the
story's theme. An experienced speciasl educetion tescher
administered this port of the trainlag program in a c¢lsss-
room setting. These stories were assembled g3 purt of the
Preventlve Psychistry Resesrch Progrsm st the State Iniver-
sity of Iows (2). Tesching a "ceusal" orlentation toward
human behavior end the social enviromment wes the purpose
of the series. A set of discussion questions following
each story was used to facilitate the subject’s comprehen-
alon of ldeas end events within the story. These stories
were used 1n sixteen group sesslons totaling spproximetely

sixteen hours.

Nut end bolt bosrds.~-Introduced to each chlld as s

toy, the boards had numerous exposed bolts protruding
through one side fitted wlth appropristely sized nuts. The
first board had 2ll bolts end nuts of the seme dismeter.

The second bosrd hed two sizes of nuts end bolts of such &
diameter that eassy discrimination was mede by the child.
Succeeding boards hed increesing sizes of bolt-nut conbina-
tions comprising & six-board series. Encoursgement snd ver-
bal rewerd were used as specified in the detsiled Appendix.

Each Tolerence Trainlng Group ch'ld had twelve sessions with
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this task over o six-week period, totaling spproximately

glx hours.

Puzzle Verses.--Thls pert of the treining program con-

sisted of slx short verses or rhymes with puzzles which
illustrated the verses' theme. The puzzles grsduslly in-
creesed in difficulty es deflned by the number of pieces.
Encoursgement and verbal reward were used as specified in
the detsiled Appendix. Esch Tolerance Treining Group child
had twelve sessions with this tssk over s six-week period,

toteling approximetely slx hours. -

Block desisns.--Bighteen two-inch wooden cubes were the

materiels for this activity. Esch cube had two whlte sides,
two blsck sldes, asnd two sides puinted one-half black snd
one-half white. Eighteen designs greduslly increesing in
difficulty were bullt by esch child in Imitation of the
treiners model, Three new designs progressing from the
easlest to the most difficult were given esch child each
wesk of the program. nncouragement gnd verbal reward were
used as gpecified iIn the Appendix. Eesch Tolerance Training
Group child had twelve sessions with this tesk over a six-

week period, totaling approximately six hours.

Each subject In the Tolerance Training Group received
one group and two individusl trsining sessions each week for

six weeks. The group session was 8 plcture story in a
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claesaroom setting. Each individual treining session con-
sisted of the three remalning activities: Nut and Bolt
Boards, Puzzle Verses, asnd Block Deslgns. Each Control
Group I subject received the same amount of one-to-one
trainer contact but without use of training prograsm meteri-
als.

Training sesslion length varied between children accord-
ing to differing working sgspeeds. This time factor is con-

trolled by the experimental deslgn.

-

Degceription of Criterion Scores .
Five behavior factors were evalusted on each subject

before snd erfter the experiment using the Devereux Chilld

Behevior Ruting Scsle (3, 4, 65). The first three of these

fsctors heve been labeled "behavior competence" factors.
They ere distractibllity, social {solatlon, and need for
independence. The remalning two factors were termed "be-
hsvior control" fsctors. These were proneness to emotionsl
upset snd soclal aggression. These five factors received
close sttention for chenge after the training program.
These fasctors were selected because of their relevance to
prominent frustretlon theories znd the types of behsvior
resulting from frustration.

The Devereux Scale (3, 4, &) was chosen to provide

criterion nmeasures for seversl ressons. Mrst, it wus 8
3

scale whlch an fndividual hsving close dally contsct with s
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child could use to describe rellsbly end communicate to
others much overt behavior. UNext, this scale provided s
profile of behavior provlems which may be used to assess
behavioral changes resulting from experimental treatments
or environmentsl chsnges. Also, unamblguous phrasing of
scale ttems lended itself easlily to use by laymen. Finally,
recent research with the Scale on samples simllar to the

one nsed in the present study provided a frame of reference
ggainst which to evaluste obtsined scores.

Inter-rater relisbllity coefficients reported by the
Manusl (5) ranged from .77 to .93 with & median coefficient
of .83. A medisn ltem test-retest correlation was .33.
FPector score relisbility coefrficlents were slso determined
and the medisn wes .91, with a range from .80 to .99. Va-
lidity seemed to be no greet problem because of the self-
evident neture of the categories and activities.

Each ¢hild was rated on the Deverecux Scale (3, 4, 5)

by two housepsrents. This provided sn observetion of the
child's behavior from the time he arose in the morning until
his bedtime st night. The average of these two ratings was
used 8s the criterion scores. Each child was tsken to the
tralning or control situstion during or immedistely follow-
ing his academic school clssses. This gusrded .gsinst the
possibllity of raters' knowing which children were involved

in the vurious sspects of the experiment.
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CHAPTER III
RESULTS

Presented in this chapter are the results obtsined end
the stetlstical analyses of those results., The data were
sanalyzed in terms of the two hypotheses presented in Chsp-
ter I. “his necessitated s separste analysis of pre-~ to
post-test changes on each of the five behavior factors

repregented by the Devereux Child Behavior Rating Scale (1,

2, 3). These five fsctors were esse of distractabillty,
soclal 1isolation, insdecuste need for independence, prone-
ness to emotional upset, and harmful socisl aggression. UYhe
five sets of scores wvere analyzed Iln a two-way snalysis of
veriance schemas: Neurologlcsl Condition X Trestment Condi-
tion.

Presented in each of the following sections are the
mean decreases Or increuses for & selected behevior fuctor
and the.analysls of veriance summery table pertaining to
those dasta. The increases or decresses in a given beheavior
messure were computed in the following manner. If on the
pre~-test 8 subject scored 18.5 #nd on post-test scored 16.0,
his change would be 2.5 (pre-test minus post-test) showing
an Improvement of 2.5 In the particulsr behavior durlng the

course of the experiment., If, however, his pre-test score

43
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wes 16.0 and post-test scores 18.5, this would be a change
of -2.5 (pre-test minus post-test} or poorer sdjustment in

8 particular behavlior over the course of the experiment.
Similarly, for group means, & poslitive mesn Indicates tehsv-

1or improvement snd @ negative mean Indicates behsvior de-

verioration.

Ease of Distractgbllity

Presented in Table 1 ere the mesn changes in Esse of

Distractsbility scores for esch of six groups and for the

Neurological and Treztment Condition main effects., The
TABLE T
MEANS AYD STENDEARD DEVIATIONS OF CHANGES
IN EASE OF DISTRACTABILITY SCORES
Neurologlcal [Statis- Trestment Conditicn Main
Conditlon tic Tolerence {ControliControl [Neurologlesl
Treining I 1T Effect
Brain-Injured N 6 6 6 18
M 1.67 1.58 |~ .34 o 7
SeDa Se46 S+58 7.51 5.28
Non-BErein-
Injured N 6 6 6 18
M 2,08 |[- .50 | 1.50 1.03
S.D. 2-88 2‘87 6.48 05'5
Main Treat-
ment Effect N 12 12 12 &6
M 1.38 + 54 59 L.00
SaD. Se19 Se41l 7,07
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relaetively lsrge standard devistions for Control Group II 1In
Teble I does not reflect a systematic difference hetween
groups. This large veriation was caused by unusuzlly high
scores on this factor by only two of the twelve subjects.
The results of the snalysls of variance of the changes

in Eese of Distractabllity scores are shown in Tsble II.

TABLE I

ANADYSIS O VaRIsNCE OF PRE- TO POST-TEST
EASE QF DISTR&CTABILITY DIFFERENCE SCORES

Source of Varistion Sum 0f Squares | df { Vsrience L
aatimate
Neurologlicsl Condition .03 1 03 <1.00
Treatment Condition 13.79 2 6,30 <1.00
Intersction 25.60 2 11.80 1.00
Within 837 .53 30 27 .92
Total 875,00 35

Comperison of the F velues in Table II with tebled
values for significence et the five per cent point revesled
no significent variations In the mean difference scores sc-
cording o neurologlicel conditlon, treatment condltion, or
interection effect. This fullure to reject the statistlcsl
null hypotheses necessiteted partisl rejection of the working
hypotheses thet frust;ation toleruance traeining would signifi-
cuntly reduce the level of behsvior problems in mentel re-
terdstes snd that non-brein-injured reterdates would benefit

more from such treinlng then would braln-injursed reterdectes.
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Social Isolation
Teble III presents the meen changes 1n Sociel Isolstion
scores for esch of six groups end for the Neurologicel and

Trestment Condition msin effects,.

TABLE IIIL

MEANS AXD STANDARD DEVIATIONS OF CHANGES
IN SOCIAL ISCLKTION SCORES

Neurolcgicel |Stetis- Treatment Condition Nein
Condition tic Tolerence|Control{Control|Neurologlcal
Training I II Effect
Brain~Injured N 6 6 6 18
M - -42 - 1.17 1050 - .OS
S.Dt 2.49 5.45 2.52 6.06
YNon-Breine
Injured N 6 & & 18
M 2 43¢ 2.67 1.50 2,17
S.D. 2.82 1.79 5460 3,68
Main Trezt-
ment Effect N 12 12 12 36
M « 95 75 1.50 1.07
S.D. 2 .50 S« 24 4.26

The results of the anslysis of vsrlance of the changes
In Socigl Isolation scores sre shown in Tsble IV.

None oI the obtsined values in Table IV approsched
slgnificance st the five per cent point, showing no signifi-
cant difference in the socisl 1solstion dirference scores of
the experimentel and control groups according to neurologlesl

condition, treutment condition, or intersction effect.
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TABLE IV

ANALYSIS QF VARIANCE OF PRE- TO POST-TEST
SOCIAL ISOIATION DIFFERENCE SCORES

Source of Varistion Sum of Sguares | df { Variance F
Estimate
Neurologlcsl Condition 12.25 1 12.25 1.11
Treatment Condition 6.80 2 3.17 <1.Q0
Intersction 7.3 2 33.69 3.562
Within 529.58 S0 10.932
Total 425,56 35

These results necessltsted pertisl rejectlon of the working
hypotheses thst frustrztion tolersnce training would sig-
nificently reduce the level of behavior problems in mentel
reterdstes end thit non-brein-injured reterdates would btene-
fit more from such trsining than would brzin-injured reter-

dates.

Independence

The meen chenges in Independence scores for each of six
groups gnd for the leurologlcul and Treatment Condition msin
effects are presented in Teble V. It was noted that bresin-
injured subjects in Control Group IL showed en lncresse in
Inedequate need for independence while both the Experimentsl
Group and Control CGroup I showed & decreusse in this behav-
tor. When the relaztive sizes of these verliences were con-
sldered through the &nelysis of verlence technique, no
statistically significent variation of megens was Found &s is

shown in Table VI.
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TABLE V

IN INDEPENDENCr SCORES

CHANGES

48

Neurologlcsl |S5tstis- Treatment Condition Main
Condition tic WolerancejControl{Control}Neurological
Trelning I IT Effect
Braln-Injured N & 6 6 18
M « 00 Jde41l - «42 1.16
SaDa 1.82 2.68 1.48 262
Non-Ersin-
Injured N 6 & 6 18
M .00 33 2.75 1.03
S« D 1.89 5429 4.70 371
Main Trest-
ment Effect N 12 12 12 36
M 25 1.87 1.17 1.10
SeD. 1.87 387 5485
In Table VI are shown the results of the snslysis of

Independence difference scores.

None of the obteined values in Table VI spprosched sig-

nificance 2t the five

Jepr cent point, revesling no signifi-

cant difference In the insdequute need for independence

difference scores of the experimental and control groups

sccordling to neurologlcal condition,

intersction erlrfect.

treaetment conditlon, or

This lack orf sbility to reject the null

hypotheses necessituted psrtisl rejectlon of the worklng

hypotheses thet [frustretion teolerunce training would signifi-

cently reduce the level of behsvior problems in mental
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TABLE VI

ANALYSIS OF VARIANCE OF PRi- TO POST-TEST
INDEPENDENCE DIFFERBNCE SCORES

Source of Vaerletion Sum of Squeres | df | Varisnce F
LEstimate
Neurologlcal Condition 34 1 4 <1.00
Trestment Condition 15.85 2 7.92 €<1.00
Intersction 55.93 2 27.97 2.20
Vithin 299,26 30 10.00
Total 372,08 30

retardetes end thet non-brsin~injured retardstes would
benelit more from such treining then would brain-injured

reterdates.

bmotlional Upset

Emotionsl Upset mesn chenges sre presented in Teble VII
for sgix groups snd Neurologicel and Trestment Condition maln
effects. OSuperlficial enalysis of the means for brein-in-
Jured subjects in Table VII suggested behavior chesnge in the
expected direction, thst is, Tolerance Training subjects
showed & greater decrease In upset scores than either con-
trol group while Control Group I mean chenge wss grester
then that shown by Control Group II. This change elso
seemed spparent In the scores of non-brain-injured subjects.
Comperison of the reletive sizes of these verisnces by the
enslysls of varionce technique, however, fziled to produce

a statisticelly significent ratio.
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MEANS AND STALNDARD DeVIATIONS OF CHANGES

IN EMOTIONAL UPSET SCORES
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Neurological {Stutis- Trestment Condition Main B
Condition tic Lolersnce{Control [Control|lieurclogicsal
Tralning I II Effect
Brsin~Injured N 6 6 6 18
M 2,53 1.25 « 87 1.42
SeD. 2430 2 .87 6.73 4.59
Non-Erain-
Injured N 6 6 6 18
M 1041 092 hnd 1-92 014
SeDs 1.82 2,19 7.25 4,73
Main Treat-
ment Effect N 12 12 12 36
}!1 1. 87 1009 - l65 .78
SeDa 2.10 2.86 7403

The P

at the five per cent polnt, indicsting no significant

ANALYSIS OF VLRIANCE OF PRE- TO

TaBL: VIII

POST-TEST

EMOTIONAL UPEET DIFFERENCE SCORES

values in Table VIII dld not resch slgniflca ce

-_Source of Verlation Sum of Squeres | Af | Vsriance B
Estimate
Neurological Condition 6425 1 B8+25 <1.00
Trestment Condition 65.18 2 32.59 1.32
Interactlion 1.29 2 .65 <1.00
Within 716.17 30 23.87
Total 783.89 35
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differences in the ermotional upset difference scores of the

experimentel and control groups eccording to neurclogicsl

condition, trestment condltion, or intersction effect.

This

failure to reject the null hypotheses necessitsted psrtisl

rejection of the working hypotheses thet frustrstlon toler-

ance treining would significzntly reduce the level of behev-

lor problerms in institutionzlized mentzl retasrdates snd thst

non-train-injured retardetes would benefit more from such

treining than would brsin-injured retardates.

Soclel Aggression

In Table IX sre presented Socisl Lggression nean

changes for slx groups snd FKeurologlicel and Trestment

Condition main effects.

TABLE IX

MoANS AND STLNDARD DEVIATIONS QOF CHANGES
IN SOCIAL AGGRESSIOW SCORES

. Neurologlcal |Statls- Trezatment Condition ligin
Condition tic |[Tolerance[Control|Control|Neurolaoglcal
Tralning I 1T Effect
Brain-Injured N 6 6 6 18
M « 50 2.08 2.08 1.585
SeDa 1.40 l.21 1.14 l.43
Non~Brein-
Injured N 6 6 6 13
M l25 - .17 - 1-42 - p45
S.D. 1.52 1.24 B T7 2.71
Main Trest-
nent Effect 12 12 12 36
M .58 +25 e 33 «55
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Table X deplcts the effect of treztment conditlon upon
the behsvior factor soclal aggression for brain-injured and
non-brain-{injured subjects. For intersction 1s shown en F

of 1.52 which falls short of the F of 3.32 reguired for

TABLE X

ANATYSIS OF VARIANCE OF PRE- TO POST-TEST
SOCIAL AGGRESSION DIFFERENCE SCORES

Source of Veristlon Sum of Squsres i df | Variance F
Estinate
Neurologicel Condition 37.01 1 37.01 73T
Trestment Conditlon 2.70 2 1.38 <1l.00
Interection 15.26 2 7.63 1.52
Within _ 150.854 50 5.02
Total 205.53 35

s Statisticslly slignificant at P05

significence at the .05 level. %his indicsted that the sp-
parent failure orf the cell mems to be consistent in elther
direction was due to chance fluctustions.

Next consider the effect of trestment conditlon upon
socisl sggression. Since the F of 1.00 which was not large
enough to reject the null hypothesis did not substantiste
the working hypothesis, we must conclude that 1If the effect
existed 1t was not lerge enough to be significant 2gs messured
by the present methods. The between-rows or neurologicel
conditlon effect was significsnt as judged bty the F of 7.37.

The insignirflicent intersction permitted the conclusion that
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neurologlicsl condition effect was similar disregarding
trestment condition. This findiag 13 contrary to the second
worging hypothesis thet non-brsin-injured retardates would
benefit more from trsining than would brsin-injured retar-
dates and thus mesde necessary its rejection.

Summerizing these results, the hypotheses that frustro-
tion tolerance trsining would significently decresse the
level of selected behavior problems in young institution-
slized mentel retardstes snd thet non-brsin-injured retar-
dates woull benefit mere from such fraining than would
brain-injured reterdstes were rejected. The lone statis-
tically significant finding was that brain-injured subjects
decressed significantly in social aggression when compared

with non-brain-injured subjects,
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CHAPTER IV
DISCUSSION

The present study suggests that & training program
designed to incresse frustrstlion tolersnce will not slg-
nificantly decrease the level of rairly gross behaviorsl
problems in young Instltutlonalized mentally reterded chil-
dren. 4Ls sssumption bhasic to this finding is thet frustra-
tion hes resulted in incressed behavioral problems in these
subjects. More specifically, this study indicates that the
treining program herein Implemented hsd no measured effect
upon the level of distractebility, soclsel Llsolation, inade-
quate need for independence, emotional upset, or social
sggression {except for reduced social aggression in brain-
injured subjects) as evalaasted by untiased observers.

Pgycholaglcal theory {3} on the multiple effects of
frustration sugrests that distractsblility, social isolastion,
insdequate need for independence, emotional upset, snd so-
clel aggression may be observed in the overt behavior of
frustrated orgenlsms. Further theory (11, 15) on the build-
ing of frustration tolerance suggests stsrting the child
with mild frustrations and grsduslly moving him toward more
severe ones, or by the overcoming of a series of minor frus-

trations to which he can sstisfsctorily adjust. Experimentsl

Lo
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procedures (5, 7} show thet children's responses to failure
end frustretion cen be Improved when observed under con-
trolled conditlons. The designers (3, 7) of these experi-
mentsl procedures have suggested further study to determine
whether the Iimproved behavior occurs in situations other
then those of the test and under more sociazl circumstences.
The finding of this study is that 1If such experimentslly
induced behaviorzl chsnges do permiste oversll behavior, the
present experimentul fechnique has not succeeded in recond-
Ing such change. In thls connection there are seversl
explenatory possibilities worthy of discusslion. Briefly,
these are:

1. It i1s possible that the length of the present
training program was Insuificient to produce the desired
change. Though possible, thls seems unlikely when consider-
ing precedents to this study. Davitz {3) used seven thirty
minute group training sessions over sn unspecified number
of deys In successfully Incressing destructive behavior and
constructive behsvior. EKeister and Updegraff (7) conducted
their study over & twelve week period using only one trsiner
In training and evslusting one child ¢t 8 time. Condition-
ing studies using sociel sand materisl reinforcers such es
those by Ellis and Distefano (4), Hunt snd Patterson (6),
snd others (2, 5, 10, 14, 16) reported significant findings

from treining renging from & few minutes to seversl days.
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2. The number of trainers may be e verisble contribut-
ing to lack of positive results In the oresent study. Some
related studies reviewed (%, 7) used only & single trainer,
others (2, 6, 14, 16) only suggest the use of only a single
trainer, while two tralners were used 1n still another re-
sesrch effort (10). The use of more than one trainer is
not, hovever, felt to be a pertinent factor in this study.
The rstionsle 1s that the procedures and instructions were
explicitly laid out and the 1lmportance of s gtzndsrdized
procedure Impressed upon the trsiners. Weekly discussicns
re-emphe sized the Importence of this upon the trainers. The
nee of multiple treiners is further supgorted by the resli-
zation that for o trainiag progrim of zlmost any tyoe to be
widely espplicable, it must te cspsble of inplementution by
more than one Individusl.

S« A further factor possibly lending itself to rejec-
tion of the working hypotheses of this study is the cholce

of behavior evaluative instruments. The Devereux Scale

(11, 12, 13), however, seems well sulted to the purposes of
this study. It was developed, standardized, evslusted, and
used on exceptidnal children much like those used =g sub-
jects in the current study. The suthors state {13, p. 3)
that "Among other uses, the Scale may be employed (s) to
assess behavlioral change s a function of sny treutment
process or environmentsl chenge . « . 8nd {(e) as 2 reseasrch

tool when s rellsble behavior criterion 1s required.”
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4, Yet snother factor coafounding results of the
present study may be the subtlety of eny behsvior changes
teking place in the experimental subjects. A dlstinet poas-
sibility 1s thst behaviorel change of the type expected fronm
this study may occur s0 infrecuently end so subtlely ss to be
not objectively measursble in the dsy-to-day routine of in-
stitutionsl 1life. Though each child was evslueted by raters
who coasidered his behsvior from waklng to sleeping,brief
perlods of unobserved behavior doubtlessly occurred. That
this will occur with any type gross observetional rating
procedure 1s inescepable.

5. Closely linked to the subtlety of behaviorsl change
eand the grossness of observétional technicues is the possi-
bility that & child's chenges in attitude and behavior mlght
best be detected by hls peers. If so, soclionmetric methods
could be a vaeluable evaluative procedure.

6. Consultation with an eminent social psychologist (1)
provided yet snother factor which may be pertinent. His
1dee was that chlldren with certsin types of problems might
best be helped by thoroughly tesaching them & soclal skill.
48 an example, e young boy who experiences grest difficulty
meeting end relating to his peers may beneflt greatly if
teught to be quite profilicient in hitting s bssebsall. This
is & skl1ll sdmlired by young boys. This 1= 2 skill thst
could bring recognition and friemds. Yhis is a skill that

could raise a child's self-confidence and subsequent
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performence level. If this 1s so, then perhaps the present
progrem 1s too omnibus in scope to have measureble and sig-
nificent effect upon child behsvior. The implication is
that for meesursble chunges In behavior control and behavior
competence more specific and individuslized treatment
methods mey be desirsbls.

Summarizing, the hypotheses thst frustrztion tolersasnce
treining would signiflcantly decrease the level of behavior
problems in young institutionslized mentally retaerded chil-
dren and that non-brain-injured retardates would benefit
more from such training than brasin-injured reterdates have
been substentislly rejected. The lone statisticelly sig-
nificant finding wss that braln-injured subjects decreased
in soclisl eggression when compsred with non-brasin-injured
subjects. Ceversl possibilities for the over-sll rejection
of the workxing hypotheses have been discussed. Foremost
amonyg these possibllities 1s thst & behsvior improvement
treining progrem may best be directed st specific behavior

problems of Individual children.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

The concepts of failure, frustration, end frustration
tolerance have afforded a theoretical core around which the
behavior problems of young institutionslized retarded chil-
dren have been examined. The specific behavior prohlems
studied were distractsbllity, socisl Isolstion, inadequate
need for independence, emotional upset, snd socisl aggres-
slon. Two questlons were ssked. How could the mental
retardste’s ablllty to deal effectively with diflicult
situstions be increased? %o what extent would training
programs designed to increese frustretion ftolerunce reduce

behsviorsl problems?

The Problem

The major problem investigsted was to gscertain the
extent to which 8 trsining program designed specifically to
increase frustration tolerance would reduce selected he-
havioral problems in young institutionalized mentelly re-
tarded children. Of lesser Importsnce was to examline the
extent to which the prescribed training would have differ-
entlal effects on brain-injured snd non-bratn-injured re-

terded c¢hildren.
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The Hypotheses

The me jor hypothesis tested wzs thot frustrstion toler-
ance training would improve the mentel retsrdate's behavior
in the sreas of distractsbility, socisl isolstion, dependency
neéds, proneness to emotionsl upset, and hermful aggressive
behsvior. The gsecond hypothesis tested was that non-brein-
injured retsrdetes would menifest greater reduction in these
specific behsviors than would brezin-injured mentsl retar-

dates.

The Method

Subjects of the study were thlriy-six educasble msle and
female mentsl retsrdates sge six through twelve enrolled in
a stete school for the mentelly retarded. The besic experi-
mental design wee a 2 X 3 factorisl snalysls of verience in
which the two rmein trestments and thelr respective condi-
tions were lNeurclogicel Copdition (Braln-Injured and Non-
Brain-Injured} asnd Trestment Condition (Tolerznce Trsining
Group, Control Group I and Control Group II). The bssic
criterion scores were pre- snd post-teat difference scores
on retings of {ive behsviorel factors. The Tolersnce Train-
ing Group particlipsted in en experimental training progrem
specificelly designed to increase frustrastion tolerance.
The program included group work with picture stories, snd
individusl work with puzzlee, block designs,.and nat and
bolt bosrds. Verbusl encouragement and reward were adminis-

tered by tralning personnel for successes on these tasks.
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Control Group I receilved the same smount of exposure to trsin-
ers 8s the Tolerence Treining Group but did not receive the
experimental training program. Instead, they engoged only

in self-initisted sctivities with the treiner precsent. Con-
trol Group II had neither tolerance training nbr trainer
contact. These subjects contlinued the dsy-to-dey routine of
institutionalized life. Tralners were six senior peychology

students from 8 local state universlity.

The Results
The hypotheses that frustration tolerence trainling
would significently decresse the level of behavior problenms
in young institutionalized menteé:l retsrdstes end that non-
brain-injured reterdates would benefit more from such trsin-
ing than would bresin-injured retardstes were rejected. The
lone statisticelly signilificant finding was the bré¢in-injured

subjects decreesed in soclal aggression.

Conclusions
1. This study suggests that frustration tolersnce
training es herein concelved did not produce significant

behaviorsl change ss meesured by the Deversux Scale {1, 2, 3)

in retarded children.

2. Re~exsmination of the theoretical background ss a3
basis for this study suggests no wesknesses., It hés been
shown th&t behsviorsl change can be effected. Lack of sig-
nificent change ss 8 result of the present study wsrrsnts

re-evaluation and perhsps modification of 1ts procedures.
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3. The need ror further resesrch in this sres seems
ungquestlionsble. The vasf nambers of insadequate und dis-
turbed individuals needing professional stbtention mskes
desirsble the development of methods of freutment supple-

mentary to counseling end psycho-therspy.

Recormendatlions

1. Further research in this orea might glve considers-
tion to a different method of proklem-ares selection. The
behsvior problems in this study were disturbing to the chkild,
his peers, snd surrounding sdults. However, more effective
evaluestion of training procedures might be made through
selectlion of disrupting or dehabilitsting problem aress.

2. BStudlies in this grea should give consideration to
the evaluation of behavior by two methods rather then the
slngle method used in this snd similar studles. Observetion
of behavior in normel socisl situations combined with obser-
vation in controlled experimentel situstions may prove
fruitful. |

3. The sociometric evalustion of subjects in similer
studies mey yield vselusble information., Peers mav perceive
behavioral change more reudlly then others.

4. Frustrstlon tolersnce training programs might well
include some tssics which traln in skills seen o3 desirable
by the subject teing tralned and his peers. This conceivably
would increase the sabject's self-concept es well as bring

desirable attention from his peers.
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PRE-TEST AND POST-TEST BASE OF DISTRACTABILITY

APPENDIX A

. TABLE XX

SCORmS FOR &6 SUBJECTS

Trestment Sukt- Pre- Posgt- Treatment Sub~ Pre-« Poat-
Combination ject Test Test Combinstion ject Test Test
NO. NO.
Non=-Brain-
Brain-Injured Injured

Tolerance Tolerance
Trsining 1 3.0 9.5 Treining 19 15.0 8.5
2 18.5 16.0 20 565 TeB
3 16,5 16.5 21 17.5 17.0
4 18,5 9.5 22 18.5 18.5
5 17.0 18.0 2% 26.5 22.0
6 8.5 8.5 24 8.0 5.0
M 14,7 13,0 M 15.2 13.1
Se Da 4,2 3.9 Se Da Bed 643
Control T 7 14.5 15.0 Control I 25 13.5 8.0
8 19.0 16.0 26 16.5 17.5
g 21.0 12.0 27 20.0 20.5
10 153.0 14.5 28 18.0 19.0
11 11.5 15.5 29 14.0 16.5
12 21.5 13.0 30 19,0 22.5
M 16.8 15.2 M 16.8 17.3
S. D. 3.9 2,0 S. D 2.4 4,6
Control II 13 4,0 12.0 Gontrol IIX 31 22.5 26.C
14 19.0 11.0 32 17.0 8.5
15 15.0 24.0 33 18.0 8.0
16 13.5 15.0 34 12,0 7.0
17 16.0 18.5 35 4.0 8.0
18 17.0 6.0 36 17.0 16.0
M l4.1 14.4 i 15.3 12.3
S. D. 4.8 5,7 S. D, 5.9 6.8




69

TLBLE XIT
PRE-TEST ANWD POST-TEST INDEPED IDl:.IICE
SCORES FOR 36 SUBJEUTS
Treatment Sub- Pre- Post- Treatment Sube~ Pre- Poste
Comblnastion ject Test Test Comblnation Ject Test Test
No. No.
Non-Brain-
Brain-Injured Injured
Tolerance Tolersnce

Training 1 11.5 135.5 Training 19 11.5 12.5
2 12.5 10.5 20 9.0 10.0

3 1b.0 13.5 21 15.5 13.5

4 14,5 11.5 22 19.0 16.0

5 19.0 19.0 23 18.0C 18.5

6 11.0 12.5 24 12.0 14.5

M 189 1lb.4 M 14.2 14.2
S. D. 2.7 2.7 S. D. 3.6 2.7
Control X 7 16.5 12.0 Control I 25 25 8.5
8 19.0 135.0 26 13.0 15.5

9 18.5 19.5 27 15.0 11.0

10 lv.0 9.5 23 16.0 16.0

11 11.0 8.5 29 15.5 12,0

12 18.0Q 10.0 30 14.5 20.5

M 16.0 12.6 M 13.9 13.6
S. D. 3.0 5.9 Se De 2.2 3.8
Control II 15 13.0 12.0 Control II 31 20.0 20.0C
14 12.0 10.0 $2 19.0 7.C

15 19.5 14.0 33 14.5 14.0

18 12.0 14.0 ¥4 10.0 11.0

17 15.8% 17.5 35 12.5 11.0

18 11.0 12.0 36 17.0 11.5

M 1%.8 13.3 M 15.5 12.4
Sc D 2.9 2.:5 S- D. 5.5 4.0
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TABLE XITI

PRE~-TEST AND POST-TEST SOCIAL ISCLATION
SCORES FOR 36 SUBJECTS

PTreatment Sub- Pre- Post- Treatment Sub~ Pre-~ Post-

Combinstion ject Test Test Combinetion jJect Test Test
Noe No
Non-Erain-
Brain-Injured Injured
Tolerance Tolerance
Trelining 1 .0 8.5 Training 19 8.0 5.0
2 3.0 8.0 20 6.0 445
3 5.0 3.0 21 3.0 4.0
4 3.0 B0 22 Te5 4.0
5 8¢5 13.5 23 8.0 7.0
6 7.5 5.5 24 55 5D
NI 7:0 7.5 M 7.:5 5-0
Sd D- 2.3 3.4 S. D. 1.2 1'0
Control I 7 6.0 740 Control I 25 Be5 HeH
8 Ted 4.0 26 10.0 9.t
9 3¢5 11.5 27 TebH 3.0
10 TeD 75 28 10.5 7.0
11 2.0 3.0 29 6.0 4.5
12 14.5 16.0 30 7«5 4,0
h‘I 800 9.2 :M 8.3 5-6
S. D. L Sed 3,8 3. D. 1.5 2.1
Control II 13 2.0 BH.O Control II 31 7e5 160
14 2.0 3.0 32 8.5 3.5
15 12.5 13.0 33 7«5 4.0
16 FeH TWO 34 J.Q 9.0
17 11.5 8.5 35 4.5 5.5
18 3.0 11.0 36 5,0 13.5
M 10.1 8.6 M Te2 846
S. D. l.4 2.7 S. D. 1.5 4.8




TABLE XXV

PRE-TzST AWD POST-TLST BHMOTIOUAL URPSET
SCORLS POR ¥8 SUBJECTS

———ro o
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Treatment Sub-~ Pre-~ Post- Trestment Sub- Pre- Post-
Combination ject Test Test Combination Jject Test Test
No. NO.
Non-Brain-
Braln-Injured Injured

Tolersnce Tolerance
Training 1 28.0 23.5 Trainlng 19 27,5 27.9
2 31.5 31l.5 20 20.5 19.0
3 35.5 28.5 21 31.5 30.0
4 17.0 18640 22 21.5 22.5
5 11.0 8.0 23 356.0 31.0
L 6 2045 19.0 24 17.5 16.5
M 23.4 21,1 M 25.8 24,3
S. D. . Be3 749 S« D. 6.5 5.4
Control I 7 25.5 28.0 Control I 25 235.5 19.0
g8 12.0 10.0 26 26.5 28,5
9 29.5 27.0 27 23.5 23.5
10 29.5 23.5 28 353.0 33.5
11 30.90 32.0 29 30.5 27.5
12 30.5 28.0 30 3045 30.0
M 2642 24.3 M 27.9 27.0
S« Do 6.5 7.0 || Sa Do Se7 4,7
Control II 15 16.0 0.0 Control II 51 28.5 35.5
14 22.0 15.90 32 11.0 24.5
15 14.5 14.0 33 80.5 20.0
16 25.5 27.5 3¢ 32.0 30.9
17 17.5 18.0 35 20.5 24.0
18 02.0 27,0 06  352.0 34.0
M 21.3 21.9 M 25.8 27.7
Se Dd 6.1 6,4 S. D. Te7T 5.2




TABLE XV

PRE-TEST AND POST-TEST SOCIAL AGGREESION
SCORES FOR 36 SUBJECTS
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Treatment Sub- Pre- Post- Treetment Sub- Pre- Post~
Combinstion Ject Test Test Combination jJect Test Test
No. NO
Non-Brain-
Bra in-Injured Injured
Tolerance Tolerance

Training 1 12,5 11.0 Training 19 14.0 12.5
2 14,5 15.0 20 8.0 7.5

3 16.0 13.5 21 15.5 18.0

4 7¢5 7.5 22 10.5 10.5

5 5.5 4.0 23 14.5 13.5

& B8e5 10.0 24 6.0 5.0

M 10’08 1002 IiI 110:4: 1102
S. D. 3.8 8.7 Se De JeH 4.2
Control I T 1%.0 11.5 Control I 25 Je5 7.0
8 6.0 4.0 26 1l3.0 14.5

2 15.0 13.0 27 10.5 11.0

10 14,5 10.0 28 16.0 16.5

11 15.0 14.5 29 13.5 14.0

12 17.5 15.5 30 14.0 14.5

M 13.5 11l.4 M 12.8 12.9
S Da 3.6 3.3 Se De 2e2 3.1
Control II 13 12.0 3.0 Control II Sl 12.5 13.5
14 8.0 6.0 32 5.5 13.0

15 6.5 5.0 3 14.0 3.0

16 15.0 14.5 34 14.0 16.0

17 7.0 8.5 35 10.5 13.5

18 16,0 135.0 38 13.5 12,5

M 10.83 2.2 M 1147 1340
S. D. 3.8 35 S. D. 3.0 2.5




APPENDIX B

DEVEREUX CHILD BEHAVIOR (DCB) RATING SCALE"*

George Spivack, Ph.D.
and
Jules Spotts, Ph.D.

Devereux Foundation Institute for Research and Training

Child's Name Rater's Name
Child's Sex Rater's Relationship to Child
Child's Birthdate Date of Rating.

RATING GUIDE

1. Base rating on child's recent Counsider only the behavior of the child over the past
and current behavior, two (2) weeks.

2. Compare the child with normal In most of the items, the standard for comparison
children his age. should be the normal child of the same age and sex.

3. Base rating on your own exper- Consider only your own impressions, As much as
ience with the child. possible, ignore what others have said about the

child, and their impressions.

4, Consider each question Make no effort to describe a consistent behavioral
independently. picture or personality. It is known that children may
display seemingly contradictory behavior,

5. Avoid interpretations of "un- As much as possible, base ratings on outward he-
conscious™ motives and feelings. havior you actually observe. Do not try to interpret
what might be going on in the child's mind.

6. Use extreme ratings whenever Avoid tending to rate near the middle of all scales.
warranted. Make use of the full range offered by the scales.
7. Rate each item quickly. If you are unable to reach a decision, go on to the

next item and come back later to those you skipped,

8. Rate every question. Attempt to rate cach item. If you have had no oppor-
tunity to observe the child in certain situations
necessary for the rating (e.g., Bathing, eating, ete.)
circle the item number.

IMPORTANT: When you are to rate a child who uses few words, makes up his own words, or has no
speech, turn to p. 6 ond rate the last item first, (item 97), When the child recejves o
rating of *‘5”" on item number 97, then immediately proceed to do the following:

a) Rate these items *1'* 10, 13, 17, 21, 28, 29, 30, 41, 63
b} Circle these items (that is, give them no rating): 7, 26, 84, 85, 86, 89, 90

After you have finished with these particulor items, return fo item number 1, ond fill out
the remainder of the scole.
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YOU ARE GOING TO RATE THE OVERT BEHAVIOR OF A CHILD, FOR ITEMS 1 THROUGH 45 USE THE
RATING SCALE BELOW, WRITE YOUR RATING (NUMBER) FOR EACH ITEM IN THE BOX TO THE LEFT
OF THE ITEM NUMBER.

Very frequently Often
5 4

Occasionally

Rarely Never
2 1

COMPARED TO NORMAL CHILDREN, HOW OFTEN DOES THE CHILD..,

Rating Item

1.

10,

11.

12.

13.

“Approach strangers who come to visit

the unit or home? (Examples: Go up
to him; touch him; gpeak or ask
questions if the child has speech)

Show exceptional sensitivity to
noises or bright lights, or heat or
cold? (He may show this by moving
away, complaining, or showing
discomiort}

Resist or refuse doing what is
asked of him, or display a neg-
ative attitude?

Cover or shut hig eyes or furn away in
order not to gee something?

Seek out adult help in doing things ?

Express anger in a poorly controlled
and tantrum-like faghion?

Say other children or adults do not
like him or are against him?

Have a fixed facial expression that
lacks feeling?

React as though he has no sense of
pain, even in relation to relatively
severe burns, pricks, abrasions, or
cuts ?

Express concern about his physical
health? (Examples: Complain of head-
aches and pains; reguest to see the
physician or nurse; request pills or
medication; say he is sick)

Seek out adults for attention?

Appear ingengitive to extreme sensory
stimulation? (Examples: Does not
mind extreme heat or cold; does not

respond to loud noises)

Speak rapidly?

Rating Item

14.

15,

16.

17.

18.

19,

20.

21,

22,

23.

24,

26,

Hit, bite, scratch, push, or in
other ways hurt or attack other
children in a free play situation
with peers?

React with immediate anger or upset
if some other child interferes with
his play or takes something that is
his?

Appear completely inactive and
lethargic?

Express grandiose ideas about himself
which are extremely strange? (Ex-
amples: That he has unusual or fantastic
power over others or things; that he
is an extremely important person)

Shut out souunds by lifting his shoulders
to cover his ears, or putting his fin-
gers in his ears?

Attempt to get in physical contact
with adults? (Examples: Hug; touch;
sit in lap; hold hand)

Express anger?

Intentionally tell lies?

React with great pain to any minor
burn, prick, abrasion, or cut, sug-
gesting that he has less tolerance for
pain than most children?

Act bossy or domineering with other
children?

Persist when told he cannot have
something? (Examples: Nag; demand;
repeatedly ask for it)

Exhibit interest in sex, through action
or in what he says?

Complain that others are picking on
him?
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Very frequently Often Occagionally Rarely Never
5 4 3 2 1
Rating Item Rating Item
27. Tease or bully other children? 36, Have nightmares or complain of

bad dreams ?

28. Jump from one subject to another 37. Blame others for his actions?
while talking?

38. Annoy or provoke peers into hitting
29. Express fears that are unreasonable? or in other ways attacking him?

39. Burst into tears or rage with little
provocation?

30. Tell you things from his imagination
as though they were really true?

40. Jump from one activity to another
without finishing the task?

31. Take things that do not belong to him?
(Steals)

41, Swear or curse? (Use ""damn,' "hell, "
or other four letter words)

32. Have a blank stare or far away look in

his eyes? - 42. Act sullen or defiant?
33. Get easily upset by peers? (Examples:
When teased, pushed, etc.) 43. Act dependent upon adults ?
34, Daydream? 44. Get very upset or overemotional if

things don' go his way?

45. Disobey the rules in games or in the

35. Look unhappy, sad, and unsmiling ? house? (Cheat)

ON THE NEXT THREE ITEMS, SELECT THE STATEMENT THAT BEST DESCRIBES THE CHILD AND
WRITE THE NUMBER OF THAT STATEMENT IN THE BOX NEXT TO THE ITEM NUMBER,

Rating Item

46, How often does the child soil himself?

1 2 3 4 b
Never Less than once About once About ouce Almost
a month a month a week daily
47. How often does the child urinate in his pants during the day?
1 2 3 4 5
Never Less than once About once About once Almost
a month a month a week daily
48. How often does the child wet the bed at night?
1 2 3 4 5
Never Less than once About once About once Almost

a month a meonth 8 week daily
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ON THE NEXT THREE ITEMS, SELECT THE STATEMENT THAT BEST DESCRIBES THE CHILD
AND WRITE IN THE NUMBER OF THAT STATEMENT IN THE BOX NEXT TO THE ITEM NUMBER.
IF THE CHILD'S BEHAVIOR FALLS IN BETWEEN ANY TWO STATEMENTS WRITE THE NUMBER
BETWEEN THE STATEMENTS,

49, Having selected an activity for himself, how well does he usually attend to it?

7 6 5 4 3 2 1
Only mo- For short Long enough Long enough
mentarily periods to almost com- to complete
plete task task
50. When an adult tries to show him how to do something he is capable of learning to do, how does
he attend?
7 6 b) 4 3 2 1
Only mo- For short Long enough - Long enough
mentarily periods to almosi com- to complete
plete task task
51. How imaginative is the child's play?
1 2 3 4 5 6 7 8 9
Very Tends to Does not Tends to Completely
creative be creative tend in be simple, lacking in
and imagi- and one direc- rzpetitive, imaginative
native imaginative tion or unimaginative and creative
another qualities

FOR THE NEXT FOUR ITEMS USE THE RATING SCALE BELOW,

Very frequently Often Occasionally Rarely Never
1 2 3 4 3

COMPARED TO NORMAL CHILDREN HIS AGE, HOW OFTEN DOES THE CHILD., ..

Rating Item Rating Item
52. Resist an adult offer of help in 54. Show great pride and satisfaction
doing things? when he has accomplished something?
63. Look happy, smiling and cheerful? 55. Want to do things for himself with-

out help from others?

FOR ITEMS 56-77, USE THE RATING SCALE BELOW.

Ex~ Mark- Dis- Quite Moder- A Very Not
tremely edly tinctly a bit ately little slightly at all
8 7 6 5 4 3 2 1

COMPARED TO NORMAL CHILDREN HIS AGE, TO WHAT DEGREE IS THE CHILD. ..

Rating Item Rating Item
56. Messy or sloppy in his eating 59. Easily over-excited?
habits ?
57. Clumsy or awkward in his gross 60. Changeable or variable in mood or
body movements? (Examples: emotional state?
Walking, running, jumping)
58. Unable to bathe himself without 61. Careless about appearance and be-

supervision? lancinoa?
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Ex- Mark- Dis~ Quite Moder- A Very Not
tremely edly tinctly a bit ately little slightly at all
8 7 6 5 4 3 2 1
Rating liem Rating Item
62, Clumsy when doing things with his 72. Lacking in muscle tone? (Example:
fingers? (Examples: Buttoning; When you feel his muscles they
lacing; picking up small objects) seem soft and doughy)
63, Obsessed with persistent ideas
which occupy his mind or he talks a 73. TUnable {0 dress himself without
lot about? supervision?
64, U ti g 1i R
nemotional ? (Rarely shows feelings) 74, Prone to get dirty and untidy
quickly?
65. Socially isolated or withdrawn?
75. Impatient and unable to wait for
66. Unconcerned about what others think things ?
of him or how they react to him?
67. Unpredictablé in his behavior?
76. Physically weak?
68. Rejected or avoided by other
children? 77, Timid or shy? (Will not "venture" out
to try something new)
69, Eaasily distracted in what he is doing
by what others are doing around him?
e 70. TFinicky and selective in what he will
eat?
71. Afraid of getting hurt in physical
play? (Examples: Climbing; rough
housing)
FOR ITEMS 78-95, USE THE RATING SCALE BELOW,
Very frequently Often QOccasionally Rarely Never
5 4 3 2 1

COMPARED TO NORMAL CHILDREN, HOW OFTEN DOES THE CHILD

Rating Item

78. Seem unable to stand up for his
rights if attacked or criticized by
other children? (Cries, runs away,
gives up)

73. Play or remain by himself rather
L than with other children?

A~ 80, Liable to overeat if you don't watch
him carefully?

Rating Item
81.

83,

Act before he thinks (is impulsive) ?

82. S8pit at others?

Make homosexual advances upon others ?
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Very frequenti, Often Occasionally Rarely Never
5 4 3 2 1
Rating Item Rating Item
84. Use his name rather than the word 90. Spesak unclearly? (Examples: Stutter;

85.

86,

817.

88.

89,

"I'" when referring to himself in
conversation? (Example: "Sally
went upstairs to get her dolls')

Speak in a way that is disconnected,
incoherent or not sensible or mean-
ingful? (Note: Disregard speech
handicaps and focus on the quality
of thought expressed)

""Mechanically" repeat what is said to
him (echolalia) ?

Demand his share even when equal
shares have heen distributed?
(Complain of unfairness)

Show jealousy when another child re-
ceives attention from an adult?

Use the sound of '"h"" or "t'" at the
beginning of words when he shouldn't?
(Examples: Says ''tat' for sat, or
"harm'* for farm, or "tull" for bushel,
etc.)

91,

92,

93.

94.

95.

pronounce words poorly; voice quality
indistinet)

Put inedible, unhealthy or even dan-
gerous things in his mouth? (Ex-
amples: Paper, wood, dirt, pins,
garbage)

Avoid looking directly at you or
into your face, or seem to look
through you rather than take notice
of you?

Rock back and forth while sitting or
standing ?

Display odd facial grimaces, strange
gestures, or odd movements? (Ex-
amples: Hitting or biting himself;
senseless or "magical" movements
of fingers, arms, legs or head)

Mumble, shout out, or make unusual
vocal noises?

96, How socially meaningful are the child's social communications to others?

9 8 7 6 5 4
No mean-~ May initiate Communicates
ingful speech, or ges- only when he
communi- tures, but wants the adult
cation they have lit- to do some-
with others tle meaning to thing or give

him

5 4
Uses few Uses many
words or words but
makes up no sentences
own words

or has

no speech

him something

97. How well developed is the child's language usage?

3
Uses two or
three word
phrases or
combinations
of words

3 2 1
There is There is
back and meaningful

forth give and take
communication of ideas or
with others, feelings with
tho centered others
mainly on the
Fh_ji-cﬁs needs
2 1
Uses simple Uses fairly
short sen-~ complete or
tences full sen-
tences




ADDED COMMENTS

Please feel free to record below any additional descriptions of this child's behavior which
you think are striking or characteristic, or may not be sufficiently covered by the scales.
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DEVEREUX CHILD BEHAVIOR (DCB) RATING SCALE"*

George Spivack, Ph.D. and Jules Spotts, Ph.D.

DCB PROFILE

Child's Name Rater's Name
Age________ Birthdate Rater's Relationship to Child
Sex LQ. Date of Rating
Total ; RAW SCORES IN STANDARD SCORE UNITS
Factor Item Raw
Behavior Factor Raw Scores Score -25D  -18D 0 +18D  +25D  +3SD
1 v . Il L L
1. Distractability jump  40____ 50 attend DISTRACT: | 0 e ol KR
(357 g 456 =
attend 49____ 69 ___ distract. . B A A . .-2?252?
2. Poor self care bathe 58____ 73 ..  dress -5—2‘:‘;2
3. Pathological use hypar. 2 18 not PATH. .
of senses not see 4 hear SENSES 19
4, Emotional foce 8______34___. daydr. )
detachment lathar. 16— 35 ___ unhap. S R X Sy
stare 32 53 no smile SR
5. Social isol. 65____ 77 timid 50¢.
isolation reject. 68 seL. w2
6. Poor coordination |gross 57____72 tone rooR
and body tonus fing. 62__. 76 ____ weak €00%D. 22
7. Incontinence soil 46 _____ 48 night INCONTI-
day 47 NENCE EH W s
8. Messiness, eat 56 74 dirty WESSY
sloppiness clothes 61 o [~ Storey
9. Inadequate need for] imag. 51 ____ 54 no pride INAD. N . .
independence no help 52____ 55, _ do self INDEP. 818 ‘24
10, Unresponsiveness | no pain 9 64 ____ unemot. UNRE-
to stlmulatlgn insens. 12 ____ 66 indif. SEONS. e 28
11. Proneness to anger 6 26 pkd on
emotional upset vs. him 7__._ 33 ___ upset emar e
upset 15_____ 39 ____tears ursET SR
anger 20 __ 44 . upset
12. Need ior strgs, Vo 19 phys. o
N ADULT . .
adult contact help 5 .. 1 dep. coer;cT v 7.8 [N
atten. 11 ___ L i
13. Anxious-fearful hith. 10 29 . _fears ;
ideation rapid 13 ____63 obsess. ANX-FEGR
pain 22 ___ 67 unpred. OEAT
jvmp 28 ____ _
14, "Impulse' idea~ grand. 7. 36 . __drms. I
tion s8x 25 Ay _ swear :::i# IR
imag., 30
15. Inability to refuse 3 59 excit.
delay nag 24 ___ 60 mood By
sull. 42 75 impat. o
16, Social aggression | hit 4____27 bully _soc. .
boss 23— .38 provoke AGGRESS. e
17. Unethical be- lie 2 37 blame NETH
havior staal 31 45___  cheat SEHAY. s




APPENDIX C

Picture Stories

The purpose of these stories is to aid in teaching a
causal approach to the sociasl environment. [uch of the typical
child's teaching about the social world deals with what people
do rather than the motives behind their actions., Because the
institutionalized mentally retarded child has less adult con-
tact than his normal counterpart, he has even less opportunity
to learn a causal orientation toward human behavior.

In desligning a vrogram to improve the retardates social
competency, 1t seems logical to incliude exercises which con-
silder the basic needs, motivations and cauvses underlying
human behavior, The Cjemann (8) plcture storles were designed
with this end in mind, As part of a preventive psychiatry
research programn these stories have been compiled into hand-
books for teachers. Book 1 (8) of this series (for kinder-
garten and first grade teachers) has been adopted for use in
this study.

Each week for four weelts three new picture story exer-
clses will be given to the Tolerance Training Group. WYeeks
Five and 3ix will have two picture stories each., The pro-
cedure for all stories is the same. A story is introduced
and read to the group. Follou-up discussion guestions will

guilde the children into thinking of reasons for the behavior
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described in the story. The intent of these stories is to

introduce a new way of thinking to the chlld - a2 way which

emphasizes the meaning or causes of behavior rather than only

its overt manifestations.

The following plan will be used:

Week One

Vleek Two

Wieek Three

Week Four

Week Five

Week Six

Watch out, Timothy
Brunot!s Treasure
The lew iflittens

Boko, the Monkey
Crying Again
Rabbit ilacGee

Tommy ticTroti
Further Adventures cf Tommy McTrott
Jinmy's Birthday

Midnight, A Little RBlack Pony
Eddie Learns to Be on Time
The ZroXen Crayon

Time for Play
Glgoles

Polly Learns
Speof Island



Week
Week
Week
Week
Week
Week

One
Two
Three
Four
Five
Six
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Nut and Bolt Boards

Sessions 1 & 2 Board 1
Sessions 3 % 4 Board II
Sessions 5§ % 6 Board III
Sessions 7 & 8 Board IV
Sessgions 9 & 10 Board V
Sessions 11 & 12 Board VI

Procedure for all boards.--Present the boazrd to the

child with the nuts on the bolts, Place the board so that

the wide base 1s toward the child. Say, "Watechwhat I do."

hemove all the nuts placing each on the table in random order

between the subject and the board. Then say, "llow put them

back onto thelr bolts."™ Allow three trials. BReplace the

nuts on the table for each trial and repeat the procedure,

on the bolts.

Count it a trial when the child has placed all the nuts

Zneouragement may be used to induce the child

to complete the task.

Encouragement and verbal reinforcement

such as "You can do it, try harderm, "Try to make it this

time", "You've nearly got it, keep trying", "Just a little

more snd you will have it", and "That's fine", "You're doing

good™,

"Very zood",

"That's goodl, '"Good", "Right", will be

used during and after each trial.

Board I

Diasram and Rescrivtion of Roards

Soard I measures 4m x 24uv x 3/4n
- . with twelve 1/4" inch bolts pro-
M truding through one side arranged

in two rows and fitted with

appropriately sized nuts.



Board IT
Board IIT

Board IV

Board

I<q

Board VI
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Board I1 measures 4" x 24" x
3/4% and has one six-bolt row
of 1/8 inch bolts and one six-
bolt row of 3/4 inch bolts, all
fitted with appropriately sized
nuts .

Board III measures 6% x 24v x
3/4"% and has one six-bolt row
of 1/4 inch bolts, one six-bolt
of 1/2 inch bolts, and one six-
bolt row of 3/4 inch bolts, all
fitted with appropriately sized
nuts.,

Board IV measures 8" x 24n x
3/4v, It has one six-bolt row
of 1/4 inch bolts, one six-bolt
row of 1/2 inch bolts, one six-
bolt row of 2/3 inch bolts, and
one six-bolt row of 3/4 inch
bolts, all fitted with appro-
priately sized nuts.

Board V measures 10" x 24m x
3/4m, It has one six-bolt row
of 1/4 inch bolts, one six-bolt
row 1/3 inch bolts, one six-bolt
row of 1/2 inch bolts, one six-
bolt row of 2/3 inch bolts, and
one six-bolt row of 3/4 inch
bolts, all fitted with appro-
priately sized nuts.

Loard VI measures 10" x 24n x
3/", It has six five-bolt rous
of random sized bolts of 1/4n,
1/3n, 1/2n, 2/3v or 3/4n dia-~
neter, all fitted with appro-
priately sized nuts.
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Puzzle Verses

Week One Sessions 1 & 2 Puzzle-Verse I
Week Two Sessions 3 % 4 Puzzle-Verse II
Week Three Sessions 5 & 6 Puzzle-Verse IIIT
Week Four Sessions 7 & B8 Puzzle-Verse IV
Week Plve Sessions 9 & 10 Puzzle-Verse V
Week Six Sessions 11 & 12 Puzzle-Verse VI

Procedure for all puzzle-verses.--3how the child the

picture accompanying each verse saying "Here are and
(the two characters of each verse). Let's read a

poem about them." Read the verse with emphasis. Dilscuss what

the child thinks, believes, or feels about the verse, Present

the puzzle saying, "Look, here 1s a puzzle showing

and {same two characters)." Scramble the puzzle

pleces and say "liow, put the puzzle together again." Allow

three trials, scrambling the pleces after each and saying,

"Now, put the puzzle together again.” Count it a trial when

the child successfully rebuilds the puzzle. Encouragement

may be used as necessary, Verbal reward, such as, "You can

do it, try harder", "Try to make it this time", "Yqu've

nearly got 1t, keep trying", "Just a little more and you wiil

have 1tY", and "That's fine", "Youtre doing good", "Very

good?, "That's good", "Zood", "Right", will be used during

and after each trial.

Puzzle-Verse I (with accompanying puzzle and picture)

Two boys were playing in the sand.

George dropped a truck and hurt Tom's hand.
What do you think Tom could co?

How would you act if it were you?



Puzzle-Verse II (with accompanying pilcture and puzzle)

This morning Bill Jjust couldn't walt

To eat his breakfast. (He was late.)
At school he had a fight with Jack
About a special building block.

Is there something different Bill today
That could cause him teo act this way?

Puzzle-Verse III (with accompanying picture and puzzle)

Sarah shcuted at her mother,

"I dont't like my baby brother!

All he does is scream and cry.

You love him, but I can't see why."
What might make Sarah feel that way?
I wonder what her mom could say -

Puzzle-Verse IV {(with accompanying picture and puzzle)

"I've got a problem," Henry saild,
"At home I have a brother Ted,

And Ted sleeps in my room you see,
And never lets my playtnings be.

He breaks up all my toys, out l.other
Says, '3e¢ kind to baty brother.t

Now what's a fellow going to do?

That room'!s not big enough for two—"

Puzzle-Verse V (with accompanying picture and puzzle)

A first grade boy lives dovm our street,
He's somcone I just hate to meet

Because he's always starting fights

And lots of times he kicks and bites,
His two brothers, Hike and Tim,

Don't ever want to play with hia,

And they're as tougn as they can be.

Why can't he fisht with them ~ not me?

Puzzle-Verse VI (with accompanying picture and puzzle)

In kiss Brown's rooa today Ann brought

A bag of jacks her mom had bought.

The other girls sll jumped about,

"At recess can wWe take them out?®

When it was time to put coats on,

Amm gave a shout, "y jacks are gonel®

The other children stood in line,

Ann looked at Sue - "Those jacks are minel®
"Oh, no, they!'re not," saild Sue, "You see
They!re sone my sister gave to me.®

Ann says they're hers and so does Sue.

1 wonder what liiss 3rown will do?
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Block Desgigns

Week One Sessions 1 & 2 Designs I, II, IIX

Week Two Sessions 3 & 4 bDesizns IV, V, VI

Week Three Sessions 5 % 6 Designs VII, VIII, IX
Week Four Sessions 7 2 8 Designs X, XI, XII

Week Five Sessions 9 8 10 Designs XII1I, XIV, XV
Week Six Sessions 11 & 12 Designs XVI, XVII, XVIII

Procedure for all designs,--Place the blocks in con-

fusion before the child. From one-half the blocks, build
design (i} according to session number beyond childt!s reach
and esay, “"See what I am making.!" Then pusn the remaining
blocks toward the child and say, "You make one Jjust like this
cne." Allow two trials, Count it a trial when the child
successfully makes the desian. Repeat the procedure with
the next two designs for each session. After each trial
scramble the blocks for the second trial.
Demonstrate each new design by phrases such as "Put a
white block here . . . and another white block here . . . and
a black block here . . . and a bdlack and white block here," ‘ete.
Rotations, gaps, or incorrect designs should be corrected
after saying, "lo i1t goes this way. Now.you try it.n
Encouraszement and verbal reinforcement, such as "You
can do it, try harder”", 'Try to make it this time", "you've
nearly got 1it, keecp trying", "Just a little more and you will
have 1t", and "That's fine", "You're doing good", "Very good",
"That's good™, "Good", "Right", "That'!s right", will be used

during and after each trial.
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