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CHAPTER I 

PROBLEM 

Introduction 

One does not have to read many case histories or visit 

many special classes or institutions for the mentally re-

tarded to be aware that emotional and behavioral problems 

are the rule rather than the exception with retardates. 

Indeed, mentally retarded children seem to be especially 

susceptible to emotional problems because of their mental 

limitations (13, p. 224). 

Within institutions for the mentally retarded, in-

stances of psychotic-like withdrawal, emotional outbursts, 

hyper-activitv, harmful aggressiveness in peer relations, 

and exaggerated dependency needs are legion. 

The concepts of failure, frustration, and frustration 

tolerance afford a common core around, which the aforemen-

tioned behavioral problems can be examined. The mental 

retardates' • . deficiencies in judgment, in understand-

ing of their environment, and in anticipation of the results 

of their behavior constantly lead them Into situations in 

which they experience failure and punishment" (15, p. 224). 

That frustration results from this failure and punishment is 

in accord with the theories of frustration of Hull (7), 



Shermen (19, 20), Britt and Janus (1), Rosenzweig (14), and 

Ma slow (10). 

A "failure set" (15, p. 537) and. greatly lowered levels 

of aspiration (18) develop from these repeated failures, 

punishments, and frustrations resulting in pronounced emo-

tional reactions (17), some manifestations of which are the 

earlier mentioned emotional outbursts, harmful aggressive-

ness in peer relations, withdrawal, and regression. 

Systematic psychological experimentation on frustration 

actually dates from the works of Pavlov (12). In his condi-

tioning of dogs, Pavlov found that some of the animals 

developed what he called "neurotic behavior" when forced to 

discriminate beyond their ability level. Later experimental 
/ 

works by Pavlov and others showed that several conditions 

elicited a frustration reaction resulting in a variety of 

behavior abnormalities. Some of these conditions were 

forcing the organism to discriminate conditioned stimuli to 

mutually antagonistic responses, substituting punishment for 

reward at the end of some response, and forcing the organism 

to continue in a discrimination task beyond its capacity. 

Sherman (19) suggests that there is a frustration 

threshold which varies between organisms and that the most 

common reaction of animals to extreme frustration is a dis-

ruption of motivated activity or even total disorganization 

involving convulsive or paralytic reactions. Similarly, 

Rosenzweig (15) suggests a continuum of frustration tolerance 



along which different individuals may fall, while Sargent 

(17) writes of inter- and intra-individual variation in 

response to frustrating experiences. 

While individual responses to frustration may vary 

according to the situation, prolonged failure may result in 

a lowered ability to profit from experience. Robinson and 

Robinson (13, p. 537) discuss a "failure set" in retardates 

who have experienced prolonged failure in problem solving. 

To these authors (13, p. 337) training programs to eliminate 

"failure set" should be arranged so that children master 

easy tasks before encountering harder ones. 

Another practical recommendation for reducing the im-

pact of frustration and building a frustration tolerance is 

offered by McCsndless (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 

and frustration. In an almost identical manner Thompson 

(fc*3, p. 196) says that "The child develops frustration 

tolerance by the overcoming of a long series of minor frus-

trations to which he can adjust satisfactorily." Thompson 

(23) continued to say that prolonged unresolved frustrations 

will inevitably impede later psychological growth. 

Keister and Updegraff (5) devised an experiment indi-

cating that children who showed undesirable or immature 

responses in the face of failure could be made, by special 

training, to develop more desirable modes of response. 



Davitz (3) designed a study which confirmed his hy-

pothesis that aggressively trained children would behave 

more aggressively after frustration and that constructively 

trained children would behave more constructively after 

frustration. 

In summary, frustration arises from inability to per-

form in a given situation, thresholds of frustration exist 

and in varying degrees for various individuals, modes of 

response to frustration vary within and between individuals, 

a "failure set" may begin to operate 8fter prolonged failure, 

and intense frustration may induce total disorganization of 

behavior. Most important, the literature affords some 

promise that modification of behavior can take place with 

adequately developed training programs. 

In spite of the intense interest and much investigatory 

work done on the concept of frustration during the two 

decades between 1930 and 1950, there has been a great lack 

of systematic attempts at devising methods of increasing 

frustration tolerance or improving resultant maladaptive 

behavior in human subjects. Counseling and psycho-therapy 

hold some promise, but they are ineffectual in reaching the 

great masses of individuals demonstrating nonintegrative 

reactions to frustration. Thus, it would appear useful to 

develop methods of increasing frustration tolerance and 

modifying the undesirable behaviors of retarded children so 

that their limitations are eliminated or minimized. 



T h i s be ing the e s s e , how can the menta l r e t a r d a t e s ' 

a b i l i t y t o d e a l e f f e c t i v e l y wi th d i f f i c u l t s i t u a t i o n s be 

i n c r e a s e d ? To what e x t e n t w i l l t r a i n i n g programs des igned 

to i n c r e a s e f r u s t r a t i o n t o l e r a n c e reduce b e h a v i o r a l problems? 

Sta tement of the Problem 

The major problem i n v e s t i g a t e d was to a s c e r t a i n the 

e x t e n t to which a t r a i n i n g program des igned s p e c i f i c a l l y to 

Inc rease f r u s t r a t i o n t o l e r a n c e would reduce s e l e c t e d behav-

i o r a l problems in i n s t i t u t i o n a l i z e d men ta l ly r e t a r d e d c h i l -

d r e n . Of l e s s e r importance was the problem of examining the 

e x t e n t t o which the p r e s c r i b e d t r a i n i n g program had d i f f e r -

e n t i a l e f f e c t s on b r a i n - i n j u r e d end n o n - b r a i n - i n j u r e d 

r e t a r d e d c h i l d r e n . 

Hypotheses 

The major h y p o t h e s i s t e s t e d was t h a t f r u s t r a t i o n t o l e r -

ance t r a i n i n g would improve the mental r e t a r d a t e ' s behav ior 

in the a r e a s of d i s t r a c t i b i l i t y , s o c i a l i s o l a t i o n , dependen-

cy needs , p roneness t o emot ional u p s e t , and ha rmfu l a g g r e s -

s ive b e h a v i o r . The second h y p o t h e s i s t e s t e d was t h a t 

non-b ra in i n j u r e d r e t a r d a t e s would m a n i f e s t g r e a t e r r e d u c t i o n 

in these s p e c i f i c behav io r s than would b r a i n - i n j u r e d menta l 

r e t a r d a t e s . 

D e f i n i t i o n of Terms 

D i s t r a c t i b i l i t y . - - T h i s i s d e f i n e d as the a b i l i t y to 

ma in ta in a t t e n t i o n o r s t i c k to a t a s k a t hand. 



Social Isolatiom—This is the extent to which a child 

is "in contact" with his peers and is shy, fearful, or re-

je cted by them. 

Inadequate Need for Independenee.--This is the striving 

for autonomy shown by the child through imagination, resist-

ance of adult offers of help, and pride of accomplishment. 

Proneness to Emotional Upset.—This is defined as 

emotional responsiveness, as frequency of emotional out-

bursts, as emotional control. 

Social Aggression.—-This is a combination of aggressive 

intent and peer relations as shown by frequency of attack, 

bossiness, teasing, or provocation of others. 

Frustration.--"Frustration is that condition which 

exists when a response toward a goal believed important and 

attainable by a given person suffers interference, resulting 

in a change in behavior characteristic for that person and 

situation" (25, p. 256). 

Problem Behaviors.—Problem behaviors include those 

maladaptive overt behavioral responses which deviate sig-

nificantly from the behavior of normal children of the same 

chronological age. 

Brain Injury. — Injury to brain cells which destroys or 

permanently disorganizes functioning cell systems in the 

brain as evidenced by documented history of damage or neu-

rologic symptoms that furnish certain evidence that damage 

has occurred. 



Review of the Literature 

A review of related literature is presented in five 

sections: (1) a psychoanalytic approach to frustration 

effects, (2) a behavioristic-psychoanalytic approach to 

frustration effects, (3) studies concerning modification 

of failure and frustration responses, (4) studies concern-

ing social and material reinforcers, and (5) synthesis of 

these various sections. 

Psychoanalytic Approach to 
Frustra tion Effects 

The psychoanalytic definition of frustration is ". . . 

blocking of or interference with the satisfaction of an 

aroused need through some barrier or obstruction" (21, 

p. 50). Thus, there are two necessary conditions for frus-

tration. The first is a drive, a need, or a tendency 

toward action. Secondly, the satisfaction of this need must 

be blocked, interferred with, or unavailable. A child's cry 

over dropping his lollipop might be interpreted as a reac-

tion to frustration. His need for nourishment or enjoyment 

is blocked. A girl's doll is carried off by a frisky dog, 

interfering with her plans to play house. Or a duck hunter 

falls into the cold water and soaks his clothing thoroughly. 

As his chill increases, he is in a state of frustration 

because a need has been aroused and he has no immediate 

means of satisfying it. So, in frustration an aroused need 

and its blocked satisfaction are necessary ingredients. 
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Symonds {21, pp. 58-59) points out three characteris-

tics of frustration, the first being the presence of postural 

tensions. The habitually frustrated person may be recog-

nized by his rigidity or stiffness of posture and being. 

Increased muscular tensions resulting from the individual 

tendencies toward action may not be immediately drained off 

in a frustrating situation. If experience has not provided 

appropriate ways of meeting the situation, these muscular 

tensions become restless activity or perhaps even a chronic 

tension state. 

Another characteristic of frustration is its unpleas-

antness. Just as the satisfaction of a need is pleasant, 

the thwarting of a need is unpleasant. This irritation 

gives rise to efforts to overcome the barrier presenting 

the frustration. 

Also pointed out as a characteristic of frustration is 

its equation with punishment (21, p. 59). Frustration be-

comes equated with punishment by another person in infancy. 

The majority of people, according to this analytic interpre-

tation, retain through adulthood this tendency of attribut-

ing frustration to personal origins. The confusion between 

people-frustration and external event-frustration arises 
1 

from the helpless infant's relations with people, especially 

its mother. The crying infant interprets harshness, frowns, 

and abrupt handling as punishment for his own bad feelings 

and tends to interpret all external frustrations as being 
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like his own inner rebelious feelings. The child who toler-

ates frustration poorly and with vigorous reactions will 

usually see later frustrations as coming from persons, that 

is, punishment, and will tend to "be poorly adjusted to 

reality. 

Before considering the multiple responses to frustra-

tion within the psychoanalytic framework, a brief explora-

tion of factors which determine these responses is necessary. 

First among these factors is the strength of the drive. 

Symonds (21, p. 60) says that the "response to frustration 

becomes more severe in proportion to the strength of the 

drive or want which is frustrated." His example is of two 

children, one recently having had ice cream and the other 

long deprived. The first may be expected to have a weak 

drive to obtain an ice cream stick while the other may be 

expected to respond vigorously to any barrier in the way of 

his obtaining the desired ice cream. 

Another response determining factor is the strength of 

the barrier. " . . . within limits, the stronger a barrier, 

the more intense the desire and efforts to overcome the 

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

side of the fence is greener," "Nothing so good as forbidden 

fruit," and "Absence makes the heart grow fonder," are ex-

amples of this factor. 

The availability of substitutes is still another factor 

determining frustration responses. Reverting to the earlier 
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illustration of the boy's wanting an ice cream stick, if he 

finds that his parents are planning a trip to the circus, 

the ice cream may lose its importance. So frustration re-

sponses may change according to substitute ways of reaching 

satisfaction or to the relative strength of other needs and 

the difficulty of their attainment. 

Also affecting responses to frustration is the imme-

diacy with which a barrier is presented, "if a barrier is 

like a fence which prevents a boy from reaching his ball, it 

is physical and real and immediately presented, and the re-

action to it is more intense" (21, p. 61). However, rowing 

a boat up a bay against the tide is less real and is met 

with less vigorous efforts. 

The cumulative effect of minor frustrations is another 

factor which in part determines the response to a particular 

frustrating situation. If previous frustration tensions 

have not been drained off in immediate activity, increased 

postural tensions result. Thus, we see the seeming over 

reaction to what on the surface appears to be a minor or 

immaterial frustration. 

Other determining factors to frustration responses are 

the degree of emotional security and ego involvement, the 

momentum of a particular method of meeting a frustration, 

and the personality structure of the individual. 

The following dynamisms of psychoanalytic theory brief-

ly discussed by Thompson (23, pp. 189-190) are often used to 

explain the child's various responses to frustration. 
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Projection. The child unconsciously projects his 
own wishes or ideas onto objects or persons in the ex-
ternal world. For example, when Jimmy is denied some 
desirable goal by his teacher, he may say, "My mother 
and father don't like you very well." The psychologi-
cal Inferences drawn from young children's play behav-
ior (Sears) are primarily based on this dynamism 
functioning in conjunction with the identification 
dynamism. The functioning of the projection dynamisms 
is often fairly obvious in young children's responses 
to frustration. 

Intro.jection. The child unconsciously incorpo-
rate s the demand's" of the external environment into his 
own personality. The wishes of his parents become his 
wishes—at least on the verbal level. The child who 
has been warned not to go swimming so early in the year 
may say, "I don't care to go swimmLng," as he is unbut-
toning his shirt. The introjection dynamism can be 
employed to explain many apparently inconsistent aspects 
of children's varied responses to frustration. 

Conversion. The child unconsciously develops some 
physiological malfunction that automatically removes 
him from a recurrent source of frustration. This dyna-
mism helps to explain psychosomatic disturbances, and 
hysterical symptoms (functional blindness, paralysis, 
etc.). 

Displacement. The child unconsciously displaces 
an unacceptable idea or action by another that is more 
acceptable. For example, when his mother says that he 
can't go out and play in the rain, Johnny kicks a chair 
rather than his mother. 

Isolation. The child unconsciously deprives an 
unpleasant experience of its emotional content. The 
experience is not forgotten, but it no longer arouses 
unpleasant emotional feelings. For example, the child 
may perx^orm ritualistic, or obsessive ceremonials when 
faced with a recurrent frustration, yet maintain a 
completely detached emotional mien. 

Repression. The child unconsciously excludes 
unpleasant ideas from consciousness, i_.e_., he can no 
longer verbalize them. He can't remember that his 
mother told him to come home right after school. This 
is a fundamental dynamism in psychoanalytic theory. 
It does much to explain the frequently noted disparity 
between verbal and other-motor responses to a frus-
trating situation. 



12 

Resctlon-formation. The child unconsciously 
responds to the demands of society by doing the oppo-
site of what he was 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 baby brother very much." It now seems that 
Johnny can't do enough nice things for his baby brotheiv 
This dynamism has been well illustrated by Levy's demon-
stration that "reluctant" mothers often become over-
anxious about their infants after they are born. 

Identlfjca tlon. The child unconsciously attempts 
to emulate the psychological characteristics of some 
person, or persons, to whom he is emotionally attached. 
This is a powerful dynamism in character and personali-
ty formation. 

Subllmatlon. The child unconsciously denies the 
gratification of certain needs in favor of more social-
ly acceptable ones. When Johnny feels like striking 
his father, he may go outside and chop wood furiously. 
(Note that this dynamism is rels ted to displacement.) 

Rationalization. The child unconsciously attempts 
to make his inconsistent behavior appear consistent 
both to himself and to others by verbalized explana-
tions. For example, when Johnny gets a low grade in 
school, he may say, "The teacher doesn't like me," "I 
didn't understand the assignment," or some other simi-
lar rationalization. 

This discussion is not intended to be exhaustive but 

rather is intended to cover the major principles relating to 

psychoanalytic interpretation of frustration. 

Behavlorlstic-Psychoanalytlc Approach 
to i?ru strati on B ff e c t s 

Dollard jst a]L. (4) have developed a frustration-aggres-

sion hypothesis to explain the individual's multiple re-

sponses to frustration. This hypothesis explains the various 

overt responses to frustration on the basis of a single 

theoretical feature. The frustration-aggression hypothesis 
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is thiss frustration always leads to some form of aggres-

sion. Frustration is defined as any goal-response which 

suffers interference. It follows, then, that any type of 

aggressive behavior presupposes the presence of frustration. 

Quickly pointed out, however, is that the aggression follow-

ing the occurrence of frustration is not always immediately 

evident, This may be due to the early training that social 

human beings receive in repressing and restraining overt 

manifestations of aggressive reactions. This does not do 

away with or destroy the aggressive tendencies but only 

serves to delay or displace these reactions. 

There are several fundamental concepts necessary to an 

understanding of the frustration-aggression hypothesis. The 

first of these concepts is instigation. "An instigator is 

some antecedent condition of which the predicted response is 

a consequence" (4, p. 3). This instigator may be immediate-

ly observable, such as the vendor's bell prior to the child's 

asking for an ice cream cone. Or, the instigator may only 

be inferred from the child's statement that he wants ice 

cream. The concept of instigator is much broader than that 

of stimulus, the latter referring only to energy acting upon 

s sense organj whereas, the former refers to any antecedent 

condition, whether visual images, ideas, motives, or depriva-

tions. 

Instigation is a quantitative concept, according to 

Dollard ejfc al. (4, p. 4), which implies strength. This 
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Instigator strength may be measured against the degree to 

which it competes successfully with other instigators of 

incompatible responses. 

Goal-response is another basic concept of the frustra-

tion-aggression hypothesis and is defined as an act which 

ends a predicted behavior sequence (4, p. 6). The hungry 

cat eats and ceases to seek food. As this behavior sequence 

is ended, the eating response is considered the goal-re-

sponse but is, in this case, only temporary. If the instiga-

tor is repeated, the cat may be expected to perform the 

predicted sequence of responses a second time. He is likely 

to repeat previous behavior because of the reinforcing 

effect of goal responses. 

If, in the above case, the expected sequence of re-

sponses is interrupted and the cat is prevented from eating, 

frustration results. According to Dolls rd e_t al. (4, p. 7) 

this " . . . interference with the occurrence of an instigat-

ed goal-response at its proper time in the behavior sequence 

is called a frustration." 

Under the frustration-aggression hypothesis there are 

two things necessary for the existence of frustration. The 

first of these is that the organism could have been expected 

to perform certain behavioral responses. The second neces-

sary condition is the prevention of these acts from occur-

ring. 
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Another concept necessary to the frustration-aggression 

hypothesis is that of substitute responses. This is any 

action which reduced to some extent the strength of the in-

stigation, the goal-response of which was prevented from 

occurring. Thus, the substitute response has one character-

istic of the goal-response—the ability to reduce the 

strength of the instigator. An example of a substitute 

response given by Do lie rd e_t si. (4, p. 9) is smoking while 

awaiting a delayed luncheon. 

Aggression is still another basic concept of the frus-

tration-aggression hypothesis. Aggression is defined as any 

sequence of behavior, the goal-response of which is injury 

to person at whom it is directed. In the case of the de-

layed luncheon guest, subtle remarks about the host's man-

ners would be aggressive acts. Aggression is the primary 

and characteristic reaction to frustration and will occur 

with the interference of goal-directed behavior. However, 

"Aggression is not always manifested in overt movements but 

may exist as the content of a phantasy or dream or even a 

well thought-out plan of revenge" (4, p. 10). This aggres-

sion may be directed at the object causing the frustration, 

it may be displaced to some innocent person or object, or it 

may be turned inward upon the self as in suicide or maso-

chism. The aggression may be undirected toward persons or 

objects, as with the man who swears after striking his thumb 

with a hammer (4, p. 10). 
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In summary, the Dollard ejt al. (4) frustration-aggres-

sion hypothesis defined frustration as the condition exist-

ing when a goal-response suffers interference and defines 

aggression as an act, the goal-response of which is injury 

to some organism or organism substitute. 
* 

Dollar find associates (4) developed a provocative 

hypothesis which does seen to help explain many of the 

ma ladjustive behaviors of humans. One characteristic of 

the frustration-aggression hypothesis is its amenability 

to scientific investigation. 

Failure and Frustratlon Response 
Modifleatjon Studies "* 

An exhaustive search of the literature uncovered only 

two studies which systematically sought to modify responses 

to failure or frustration experiences. In the first, 

Keister and Updegraff (9) devised an experiment to determine 

whether children who showed undesirable or immature responses 

in the face of failure could be made, by special training, 

to develop more desirable modes of response. Her subjects 

were eighty-two nursery school children, three to six years 

of age, with a mean intelligence quotient of 122. 

From a preliminary survey of suitable approaches to 

study failure reactions, Keister and Updegraff (9) concluded 

that in nursery school free play situations failure occurred 

too infrequently and motivation and task difficulty factors 

made the observational method inapplicable. Therefore, the 
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authors decided to present failure in experimental situa-

tions. Each child was presented with a difficult puzzle, a 

task which challenged his physical strength, and a third 

situation which offered social obstacles. The following 

criteria were used for selection of these tasks (9, p. 242): 

1. They must be possible of accomplishment and yet of 

such difficulty that the child does not succeed imraedistely. 

2. They must provide situations which are natural, in 

the sense that the difficulties are not obviously or forci-

bly imposed. 

3. The average child should be able to see for himself 

that he has failed and to see in the situation some relation 

to himself as an instrument of his success or failure. 

A system of controlled observation by minute intervals 

in each of these situations was the scheme for recording 

each child's behavior. These tasics and behavior recordings 

differentiated between those children giving undesirable or 

immature responses and those who responded in a more desir-

able manner. Fifteen of the original eighty-two subjects 

were judged as responding in an immature fashion according 

to certain criteria. It was the purpose of this experiment, 

then, to implement a training program to raise the responses 

of this immature group to a more desirable level. The basic 

assumption was that children could le«rn to meet difficult 

situations through special training which showed what types 
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The method of training was to present a series of prob-

lems which grew progressively more difficult as the program 

progressed. The training tasks reflected the following 

criteria (9, p. 245): 

1. The tasks should be graded in difficulty so that 

the child experiences success in the earlier ones and 

gradually works up to problems which are difficult for him. 

2. The later tasks must be of such difficulty that 

the child does not succeed immediately but is forced to 

persevere, to continue to try if he is to attain success. 

3. The child must be able to see his progress and 

previous successes. 

Two training situations evolved from these criteria. 

The first was a series of picture-puzzles. Story books were 

cut up into puzzles of four to six pictures. As the story 

was read, the child was presented puzzles to work, each 

gradually increasing in difficulty. 

The second training task was to build s "block boy." 

Colored blocks were to be stacked upon each other in imita-

tion of a drawn pattern hung on the wall. 

The entire training program was administered by one 

person. Training period length varied from eight to thirty-

three minutes, depending largely upon variations in behavior 

between children and task difficulty. It took approximately 

six weeks to administer all the training to the twelve 

children. 
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Two methods were used to study post-training behavior: 

first, retests of trained children were mode on a similar 

puzzle box; second, retesting of twelve untrained children 

who had shovm some undesirable behavior in the initial 

screening. 

This study by Keister and Updegraff (9) showed remark-

ably different behavior of the trained children. Statis-

tically significant differences in behavior were found in 

three behavior areas. It was concluded " . . . that a 

remarkable improvement was effected in the trained group." 

Comparison of trained and 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" (9, p. 248). 

In summary, Keister and Updegraff (9, p. 243) deter-

mined that after a series of tasks gradually increasing in 

difficulty the trained children tried harder, showed more 

autonomy in problem solving, and showed no emotional behav-

ior when again confronted with a failure situation. 

There are three methodological aspects of this study 

which merit attention. First, the possibility of rater bias 

was introduced by having the entire program (test, training 

program, retest) carried out by the experimenter. This 

possible .bias could be eliminated by having the child evalua-

tion and child training done by different persons. Second, 

there was no attempt made to determine the effects of 
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one-to-one child-edult contact, aside from the training 

program. This raises the question of whether the training 

program alone was responsible for child behavior changes or 

if such changes could have resulted from the individual 

attention paid to the subjects in training. Third, as 

pointed out by Keister and Updegraff, 11. . . it would be 

valuable to make observations in other situations and under 

circumstances of a more social nature" (9, p. 248). If the 

child's reactions to failure situations have been modified, 

is this change observable in his peer contacts and over-all 

behavior, or, is this change observable only in isolated 

experimental situations? 

The second study concerning modification of failure or 

frustration responses was conducted by Davitz (3). His 

hypothesis was " . . . that a person's response to frustra-

tion will be affected by his previous experience in situa-

tions similar to that in which frustration is encountered" 

(3, p. 309). More specifically, he sought to determine the 

different effects of aggressive training and constructive 

training on the responses to frustration of forty children, 

age seven to nine. 

Davitz (3) divided his study into four major sections: 

(s) free play; (b) training (constructive and aggressive); 

(c) frustration; and (d) free play. During the free play 

sessions pre-'and post-frustration behavior was recorded on 

moving picture film for a period of eighteen minutes. 
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Constructive training consisted of seven thirty-minute group 

training sessions which encouraged and rewarded cooperative-

ness in constructing designated objects, such as murals and 

jigsaw puzzles. Constructiveness was praised and encouraged 

while all aggressive behavior was discouraged. Aggressive 

training was conducted in seven thirty-minute group sessions 

during which injury to some person or object was encouraged 

8nd praised. Games played during the aggressive training 

were called Cover the Spot, Scalp, and Break the Ball, all 

of which involved much aggressiveness and physical contact. 

Pre- 8nd post-frustration films were observed and 

written records of the behavior of each child were made. 

These protocols were independently ranked by four judges 

according to degree of aggressiveness. 

In summary, Davitz (3, p. 314) concluded that under the 

conditions of his experiment " . . . previous training in 

situations similar to that In which frustration is encoun-

tered Is a significant determinant of the organism's post-

frustration behavior." 

Though significant changes were made in group responses, 

there were individuals within each training group who did 

not change in the expected direction. Six children within 

the constructively trained group behaved more aggressively 

after frustration, and four children within the aggressively 

trained group behaved more constructively after frustration. 
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s p e c i a l i z e d t r a i n i n g programs, t he p a s t h i s t o r y of the 

i n d i v i d u a l must be c o n s i d e r e d when e v a l u a t i n g h i s b e h a v i o r 

a f t e r f r u s t r a t i o n . 

S o c i a l and Mater ia 1 Reinf orcexne n t S t u d i e s 

R e s e a r c h l i t e r a t u r e c o n c e r n i n g s o c i a l r e i n f o r c e m e n t , 

m a t e r i a l r e i n f o r c e m e n t , token r e w a r d , and m e n t a l r e t a r d a t i o n 

i s e x t e n s i v e . Those s t u d i e s hav ing d i r e c t b e a r i n g on t h e 

c u r r e n t r e s e a r c h p r o j e c t a r e h e r e i n d i s c u s s e d . 

V e r b a l u r g i n g and p r a i s e and t h e i r e f f e c t s upon the 

a c q u i s i t i o n of r o t a r y p u r s u i t s k i l l i n m e n t a l d e f e c t i v e s 

were s t u d i e d by E l l i s and D i s t e f a n o ( 5 ) . S u b j e c t s i n t h i s 

s tudy were t w e n t y - e i g h t male and f emale i n s t i t u t i o n a l i z e d 

men ta l r e t a r d a t e s w i t h i n the h i g h t r a i n a b l e and e d u c a b l e 

range of a b i l i t i e s . C h r o n o l o g i c a l age of the s u b j e c t s 

r anged f rom twelve t o twen ty-one y e a r s w i t h mean age a p p r o x -

i m a t e l y s e v e n t e e n y e a r s . 

S u b j e c t s were matched on B i n e t I . Q . , s e x , a g e , and 

p r e v i o u s p u r s u i t r o t o r per formance and were a s s i g n e d t o one 

of two g r o u p s . One group was d e s i g n a t e d a s t he "u rged and 

p r a i s e d " g roup , and the o t h e r a s the c o n t r o l g roup . Each 

group r e c e i v e d I d e n t i c a l i n s t r u c t i o n s f o r t a s k p e r f o r m a n c e . 

Trea tment of s u b j e c t s d i f f e r e d , however, d u r i n g t a s k p e r -

f o r m a n c e . The "u rged and p r a i s e d " group r e c e i v e d such 

comments a s " T h a t ' s f i n e , " "You ' re do ing good ," "Try t o b e a t 

your l a s t s c o r e , " and "Try t o go h i g h e r t h i s t i m e . " Only 
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positive statements were made to the subjects, with care 

taken to show no disappointment In subject performance. 

Ellis and Distefano (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 

urged and praised group did significantly better than a 

control group on a pursuit rotor task. 

Significantly, the authors (5) point out that perhaps 

mental retardates require more prompting for optimal per-

formance than normal intelligence subjects. 

Similar to the study of verbal urging and praise is an 

investigation by Rowley and Keller (16) concerning changes 

in children's verbal behavior as a function of social ap-

proval and anxiety. Subjects were fourth, fifth, and sixth 

grade students, ninety in number, with an I. Q. of 35 or 

above. The experimental task consisted of making up sen-

tences using verbs on a stimulus card under which were 

printed six pronouns--I, we, he, she, they, and you. 

There were three treatment groups; 

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

or "we" were immediately followed by verbal approval, using 

a smile and the word "Good." 

'd. Group PMA, in which subject responses using "l" or 

"we" were immediately followed with physical movement, a 

vertical head movement, and a smile. 
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5. Group C, a control group In which the experimenter 

made no response following any of the subject's sentences# 

Verbal conditioned response was acquired in both rein-

forcement groups (pC.001) with the verbal reinforcer being 

significantly more effective than physical movement alone. 

None of the subjects stated the contingency between response 

and reinforcement. 

Terrell and Kennedy (22) studied discrimination learning 

and transposition in 160 elementary school children as a 

function of the nature of reward. The five reward conditions 

in this study were praise, reproof, candy, token, and control 

(light flash). The candy reward group learned significantly 

more rapidly than did any of the other groups. On the trans-

position test, the token-reward group was significantly 

superior. 

Goodenough Draw-A-Man Test was the task used by 

Hunt and Patterson (8) to measure the differential effects 

of two levels of motivation on mentally deficient children 

diagnosed as familial. Fifty institutionalized males, mean 

I. Q. 61, range, 30-30, with chronological age from seven 

through fourteen, mean 12-0, were subjects in this study. 

The levels of motivation were,, first, promise of candy for 

compliance with instructions and, second, verbal urging plus 

promise of candy reward. Analysis of data from this experi-

ment suggested that motivation with verbal urging was 

slightly more effective than material reinforcement which 

was not emphasized. 
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Hunt and P a t t e r s o n (8 ) a l s o compared the pe r fo rmance of 

b r a i n - i n j u r e d c h i l d r e n and f a m l l i a l l y r e t a r d e d c h i l d r e n . 

T h i s compar ison s u g g e s t e d t h a t o t h e r m o t i v a t i n g i n f l u e n c e s 

can be used t o improve per formance of the f a m i l i a l c h i l d , 

such a s e s t a b l i s h i n g a s t r o n g t e a c h e r - c h i l d r e l a t i o n s h i p . 

With b r a i n - i n j u r e d c h i l d r e n , however , c o n c r e t e reward i s 

more n e c e s s a r y i n t h a t a b s t r a c t reward may have l i t t l e or 

no meaning and c o n f u s e r a t h e r than a i d i n p e r f o r m a n c e . 

W o l f e n s b e r g e r ( 2 4 ) , a f t e r s t u d y i n g d i f f e r e n t i a l r ewards 

a s m o t i v a t i n g f a c t o r s i n men ta l d e f i c i e n c y r e s e a r c h , con-

c l u d e d t h a t v e r b a l , i n t e r p e r s o n a l r e i n f o r c e m e n t should be 

i n v e s t i g a t e d a s p e r h a p s b e i n g more e f f i c a c i o u s than m a t e r i a l , 

c o n c r e t e r e w a r d s . 

T h i s c o n c l u s i o n r e s u l t e d f rom a s tudy h a v i n g t h r e e 

b a s i c h y p o t h e s e s ( 2 4 , p . 9 0 2 ) : 

. . . ( a ) g i v i n g c o n c r e t e p r i z e s d u r i n g an expe r imen t 
i s more m o t i v a t i n g t o u n s e l e c t e d m e n t a l d e f e c t i v e s than 
g i v i n g c h i p s which can l a t e r be redeemed f o r c o n c r e t e 
p r i z e s ; (b ) t a k i n g p r i z e s away f rom S i s more p u n i s h -
ing and d i s c o u r a g i n g than t a k i n g away c h i p s ; ( c ) r e -
ward of e i t h e r type i s more m o t i v a t i n g than punisliment 
of e i t h e r t y p e . 

S u b j e c t s were s i x t y m e n t a l d e f e c t i v e s r a n g i n g in I . Q. 

f rom 50 t o 74 w i t h a mean of 59, age range e l e v e n t o f i f t y 

w i t h a mean of t w e n t y - f o u r . E t i o l o g y was no t c o n s i d e r e d 

i m p o r t a n t and presumably i n c l u d e d b r a i n - i n j u r e d and non-

bra i n - in j u r e d s u b j e c t s of v a r i o u s t y p e s . The c r i t e r i o n 

measure was r e a c t i o n t ime t o a t e l e g r a p h k e y - b u z z e r a p p a r a -

t u s . S u b j e c t s were d i v i d e d i n t o f i v e t r e a t m e n t g r o u p s ! 
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c o n c r e t e r eward , symbol ic ( c h i p ) r e w a r d , c o n c r e t e p u n i s h -

ment, symbolic pun i shment , and c o n t r o l w i t h no r e i n f o r c e -

ment . 

R e j e c t i o n of the t h r e e e x p e r i m e n t a l h y p o t h e s e s was 

n e c e s s a r y w i t h the f i n d i n g t h a t n e i t h e r reward nor p u n i s h -

ment made any o b s e r v a b l e d i f f e r e n c e in s u b j e c t p e r f o r m a n c e . 

Dec l i ne in r e a c t i o n t ime was seen i n a l l g r o u p s , even the 

c o n t r o l g roup . The e x p l a n a t i o n was t h a t boredom or l o s s of 

i n t e r e s t was a f a c t o r commonly a f f e c t i n g a l l s u b j e c t s , r e -

g a r d l e s s of t r e a t m e n t c o n d i t i o n . 

Greenspoon (6 ) sought t o de t e rmine the e f f e c t of two 

o p e r a t i o n s on two d i f f e r e n t v e r b a l r e s p o n s e s . His s u b j e c t s 

were s e v e n t y - f i v e u n d e r g r a d u a t e u n i v e r s i t y s t u d e n t s . The 

method was t o p r e s e n t one of two s t i m u l i , "mmm-hrnm" or 

"huh-uh" a f t e r p l u r a l nouns o r any word n o t a p l u r a l noun. 

T h i s was done d u r i n g a f i f t y - m i n u t e s e s s i o n d u r i n g which the 

s i b j e c t was t o say a l l the s i n g l e words t h a t he c o u l d . 

G r e e n s p o o n ' s r e s u l t s (6 ) i n d i c a t e d t h a t "mmm-hmm" i n -

c r e a s e d t h e f r e q u e n c y of p l u r a l r e s p o n s e s , t h a t "huh-uh" 

d e c r e a s e d t h e f r e q u e n c y of p l u r a l r e s p o n s e s , bu t t h a t b o t h 

t h e s e s t i m u l i i n c r e a s e d the f r e q u e n c y of n o n - p l u r a l r e -

s p o n s e s . He conc luded t h a t the c h a r a c t e r of t he s t i m u l u s 

d e t e r m i n e s the n a t u r e of the r e s p o n s e . 

Buss , G e r j u o y , and Zusman (2) examined v e r b a l c o n d i -

t i o n i n g and e x t i n c t i o n w i t h v e r b a l and n o n - v e r b a l r e i n f o r c -

e r s w i t h 156 male and female p s y c h i a t r i c p a t i e n t s and 
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college students. The primary hypothesis was that, with 

humans, verbal reinforcement during acquisition leads to an 

extremely slow response decrement during extinction. Test-

ing this hypothesis, the authors compared extinction curves 

after "Good" as 8 reinforcer wi th the extinction curves for 

cigarettes-candy and poker chips as rewards. The findings 

showed poker chips ineffective as a reward but that "Good" 

and cigarettes-candy were effective. There was no signifi-

cant difference in the extinction curves of the verbally 

reinforced a rrl non-verbally reinforced subjects. This sug-

gests that while material or non-verbal reinforcers are 

effective in conditioning, verbal reinforcement alone may 

be just as effective. 

In summary, Ellis and Distefano (5) found that verbal 

urging and praise signifleantly increased the performance 

level of institutionalized retardates. The suggestion was 

made that mental retardates require more prompting for 

optimal performance than normal intelligence subjects. This 

is similar to findings of a study by Hunt and Patterson (8) 

who 81so concluded that verbal urging of retardates signifi-

cantly increased their performance level. 

An additional finding from the Hunt and Patterson study 

(8) was that familially retarded children respond readily to 

verbal reinforcement, while this same reinforcement may tend 

to be meaningless or confusing to brain-injured retardates. 
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W o l f e n s b e r g e r (24) conc luded t h a t v e r b a l , i n t e r p e r s o n a l 

r e i n f o r c e m e n t shou ld be i n v e s t i g a t e d a s b e i n g p e r h a p s more 

e f f e c t i v e t h a n m a t e r i a l r e w a r d s w i t h menta l d e f e c t i v e s . 

S t u d i e s by Greenspoon ( 6 ) , as w e l l a s Buss , G e r j u o y , 

snd Zusman ( 2 ) , f u r t h e r i n d i c a t e the e f f i c a c y of v e r b a l 

r ewards i n i n c r e a s i n g r e s p o n s i v e n e s s of y e t a n o t h e r c l a s s of 

s u b j e c t s , p s y c h i a t r i c p a t i e n t s and c o l l e g e s t u d e n t s . 

S y n t h e s i s of Reviewed L i t e r a t u r e 

P s y c h o a n a l y t i c a l l y (21) f r u s t r a t i o n i s the b l o c k i n g o r 

i n t e r f e r e n c e of an a r o u s e d need . C h a r a c t e r i s t i c s of f r u s -

t r a t i o n 8 re p o s t u r a l t e n s i o n , u n p l e a s a n t n e s s or i r r i t a t i o n , 

and i t s e q u a t i o n w i t h pun i shment . 

Symonds ( 2 1 , p . 60) p o i n t s ou t t h a t , i n p s y c h o a n a l y t i c 

t h e o r y , f r u s t r a t i o n i n c r e a s e s i n p r o p o r t i o n t o the s t r e n g t h 

of the b locked d r i v e . Too, f r u s t r a t i o n i n c r e a s e s a s the 

b a r r i e r s t r e n g t h i n c r e a s e s . A l so , the e f f e c t s of minor f r u s -

t r a t i o n s may a c c u m u l a t e , r e s u l t i n g i n o v e r - r e a c t i o n t o what 

a p p e a r e d t o be minor f r u s t r a t i o n s . 

P s y c h o a n a l y t i c t h e o r y a f f o r d s s e v e r a l dynamisms c h a r a c -

t e r i s t i c of f r u s t r a t i o n r e s p o n s e s . These a r e : p r o j e c t i o n , 

i n t r o j e c t i o n , c o n v e r s i o n , d i s p l a c e m e n t , i s o l a t i o n , r e p r e s -

s i o n , r e a c t i o n - f o r m a t i o n , i d e n t i f i c a t i o n , s u b l i m a t i o n , and 

ra t i o n a l i z a t i o n . 

The b e h a v i o r i s t i c - p s y c h o a n a l y t i c i n t e r p r e t a t i o n of 

f r u s t r a t i o n h y p o t h e s i z e s f r u s t r a t i o n and a g g r e s s i o n i n 
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c o m b i n a t i o n . The o c c u r r e n c e of a g g r e s s i o n p r e s u p p o s e s the 

p r e s e n c e of f r u s t r a t i o n . 

Fundamenta l c o n c e p t s u n d e r l y i n g the f r u s t r a t i o n - a g g r e s -

s i o n h y p o t h e s i s of D o l l a r d ejfc a l . ( 4 ) i n c l u d e i n s t i g a t i o n t o 

r e s p o n d , a g o a l - r e s p o n s e , s u b s t i t u t e r e s p o n s e s , f r u s t r a t i o n , 

and the o c c u r r e n c e of a g g r e s s i o n . D o l l a r d £ t aJL. (4 ) d e f i n e d 

f r u s t r a t i o n a s the c o n d i t i o n e x i s t i n g when a g o a l r e s p o n s e 

s u f f e r s i n t e r f e r e n c e and d e f i n e d a g g r e s s i o n a s an a c t the 

g o a l - r e s p o n s e of which i s i n j u r y t o some organ i sm o r o rgan -

ism s u b s t i t u t e . 

P s y c h o a n a l y t i c and b e h a v i o r i s t i c c o n c e p t s of f r u s t r a -

t i o n c o n s i d e r e d t o g e t h e r i n c l u d e and e x p l a i n many of the 

m a l a d a p t i v e b e h a v i o r a l r e s p o n s e s of the human o rgan i sm. 

Using t h i s t h e o r e t i c a l background, i s i t p o s s i b l e to con-

s t r u c t methods of improving o n e ' s r e a c t i o n s t o f a i l u r e o r 

f r u s t r a t i o n ? S t u d i e s by K e i s t e r and Updegra f f ( 9 ) and 

Dav i t z ( 3 ) s u g g e s t t h i s p o s s i b i l i t y . K e i s t e r and Updegra f f 

(9 ) worked w i t h c h i l d r e n who d e m o n s t r a t e d immature b e h a v i o r 

when f a c e d w i t h a f a i l u r e s i t u a t i o n . What might be c a l l e d 

" f r u s t r a t i o n t o l e r a n c e " was r a i s e d by g r a d u a l l y i n c r e a s i n g 

the d i f f i c u l t y l e v e l of a s e r i e s of t a s k s . Dav i t z (3) used 

more normal s u b j e c t s , some t r a i n e d t o be a g g r e s s i v e and 

o t h e r s t r a i n e d t o behave c o n s t r u c t i v e l y . These s u b j e c t s , 

when c o n f r o n t e d w i t h a f r u s t r a t i o n s i t u a t i o n , behaved more 

a g g r e s s i v e l y o r more c o n s t r u c t i v e l y a c c o r d i n g t o t h e i r p r e -

v i o u s t r a i n i n g . 
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Though no t mentioned s p e c i f i c a l l y in e i t h e r the 

K e i s t e r end Updegraff (9) or Davi tz (3) s t u d i e s , r e i n f o r c e -

ment of g o a l - d i r e c t e d responses was fundamenta l t o the 

r e p e t i t i o n of d e s i r e d r e s p o n s e s . S t u d i e s by E l l i s and 

D i s t e f a n o ( 5 ) , Rowley end K e l l e r ( 1 6 ) , Hunt and P a t t e r s o n 

( 8 ) , and o t h e r s (6 , 22, 24) i n d i c a t e the a p p r o p r i a t e n e s s 

and adequacy of v e r b a l u rg ing and p r a i s e in c o n d i t i o n i n g 

of human b e h a v i o r . 

The f o u n d a t i o n f o r c o n s t r u c t i o n of a t r a i n i n g program 

to modify behav ior problems i n young i n s t i t u t i o n a l i z e d 

r e t a r d e d c h i l d r e n i s thus l a i d . 



CHAPTER BIBLIOGRAPHY 

1. B r i t t , S. H. and S. Q. J anus , " C r i t e r i a of F r u s t r a t i o n , " 
P s y c h o l o g i c a l , XLVII (1940) , 451-469. 

Buss, A. H. , I . R. Ger juoy, and J . Zusman, "Verbal Con-
d i t i o n i n g and E x t i n c t i o n wi th Verbal and Nonverbal 
R e i n f o r c e r s , " J o u r n a l of Exper imenta l Psychology, LXI 
(1958) , 139-145. 

5 . D a v i t z , J . R . , "The E f f e c t s of Prev ious T r a i n i n g on 
P o s t f r u s t r a t i o n Behavior , " J o u r n a l of Abnorma1 and 
S o c i a l Psychology, XLVII (1952TJ7 309-315. 

4 . Dolls r d , J . , N. E . M i l l e r , L. Vf. Doob, 0 . H. Mowrer, 
and R. R. S e a r s , P r u s t r a t i on and Aggress ion , New 
Haven, Yale U n i v e r s i t y P r e s s , 1939. 

5 . E l l i s , N. R. and M. K. D i s t e f a n o , J r . , " E f f e c t s of 
Verba l Urging and P r a i s e Upon Rotary P u r s u i t Pe r -
formance i n Mental D e f e c t i v e s , " American Jou rna1 of 
Ments 1 D e f i c i e n c y , LXIV (1959) , 436-^4^0. 

6 . Greenspoon, J . , "The R e i n f o r c i n g E f f e c t of Two Spoken 
Words on the Frequency of Two Responses ," American 
J o u r n a l of Psychology, LXVIII (1955) , 409-416. ' 

7 . Hu l l , C. L . , "The Goal-Gradient Hypothes i s Appl ied to 
Some ' F i e l d - F o r c e 1 Problems i n the Behavior of Ycung 
C h i l d r e n , " Psychologies 1 Review, XLV (1938) , 291-299. 

8 . Hunt, E. and R. M. P a t t e r s o n , "Performance of F a m i l i a l 
Menta l ly D e f i c i e n t Chi ld ren in Response to Mot iva t ion 
on the Good-enough Draw-A-Man T e s t , " American J o u r n a l 
of Mental D e f i c i e n c y , LXII (1957) , 326, 529. 

9 . K e l s t e r , M. E. and R. Updegra f f , "A Study of C h i l d r e n s ' 
Reac t ions to F a i l u r e and an Exper imenta l Attempt to 
Modify Them," Chi ld Development, VI I I (1937) , 241-248. 

10. Maslow, A. H. , " C o n f l i c t , F r u s t r a t i o n and the Theory of 
T h r e a t , " J o u r n a l of Abnormal and. S o c i a l Psychology, 
XXXVIII (1943) , 31-86. 

11. McCandless, B. R . , Ch i ld ren and A d o l e s c e n t s , Behavior 
and Development, New York, KolT" R i n e h a r t , and 
75Tns"Eon, 1961, p. 43. 



32 

12. Pavlov, I. P., Conditioned Reflexes, Oxford University 
Press, 1927. 

13. Robinson, H. B. and N. M. Robinson, The Mentally Re-
tarded Child, New York, McGrav/-Hill Book Company, 
1965. 

14. Rosenzv/eig, S., "The Significance of Frustration as a 
Problem of Research," Character 8nd Personality, VII 
(1938), 126-135. 

15. y W-^n Outline of Frustration Theory," in 
Personality and the Behavior Disorders, edited by 
J. McV. Hunt^ "ew York, ~R~6naId Press, "1944. 

16. Rowley, V. and E. D. Keller, "Changes in Children's 
Verbal Behavior as a Function of Social Approval and 
Manifest Anxiety," Journal of Abnormal and Social 
Psychology, LXV (19621, 53-57. 

17. Sargent, S. S., "Reaction to Frustration—A Critique 
and Hypothesis," Psychological Reviev/, LV (1948), 
108-114. 

18. Sears, P. S., "Levels of Aspiration in Academically 
Successful and Unsuccessful Children," Journa1 of 
Abnormal and Social Psychology, XXXV (194071 498-536. 

19. Sherman, M., Basic Problems of Behavior, New York, 
Longmans, Green and Company, 1941. 

20. , "The Frustration Threshold," American 
Journal of Psychiatry, CIV (1947), 242-246. 

21. Symonds, P» M., Dynamic Psychology, New York, Appleton-
Century-Crofts, Inc., 1949. 

22. Terrell, 0,, Jr. and W. A. Kennedy, "Discrimination 
Learning and Transposition in Children as a Function 
of the Nature of Reward," Journal of Experimental 
Psychology, LII (1957), 275̂ 2~60T 

23. Thompson, G. G., Child Psychology, Boston, Houghton 
Mifflin Co., 1952, 195-196. 

24. Wolfensberger, W., "Differential Revj8rd.s as Motivating 
Factors in Kental Deficiency Research," American 
Journal of Mental Deficiency, LXIV (1959), 902-905. 

25. Zander, A. F., Study of Experimental Frustration," 
Psychological Monographs, LVI (1944), 256. 



CHAPTER II 

METHOD 

Subjects 

The subjects for this experiment were eighteen male and 

eighteen female mental retardates living in a Texas state 

school for the mentally retarded. All subjects were between 

the chronological ages of six and twelve years. Only educa-

ble students (Stanford-Binet or Wechsler I. Q. fifty to 

seventy) were used. Etiology of one-half the male subjects 

was "familial," the remaining one-half having a medical 

diagnosis of brain-injury. Etiology of one-half the female 

subjects was "familial," the remaining one-haIf having a 

medical diagnosis of brain-injury. All prospective subjects 

with gross sensory or motor impairment were excluded from 

the study as were those with gross impairment due to medica-

tion. 

A list of appropriate age educable males within the 

state school was divided according to their diagnosis of 

familial retardation or retardation 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 six subjects were 

in each group. In the same fashion, a list of appropriate 
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age educable females within the state school was divided 

according to their diagnosis of familial retardation or re-

tardation with brain-injivy. Subjects within each of these 

two groups were randomly assigned to one of the three treat-

ment groups, until six subjects were in each group. Random 

selection involved drawing names of subjects from a hopper 

and assigning 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 (male familial and brsin-injured and female familial 

end brain-injured). 

Experimental Design 

The basic experimental design was a 2 x 3 factorial 

analysis of variance in which the two m8in treatments and 

their respective conditions were Treatment Condition (Toler-

ance Training Group, Control Group I, and Control Group II) 

and Neurological Condition (Brsin-Injured and Non-Bra in-

Injured). Data analyzed were pre- to post-test difference 

scores on five behavior factors of the Devereux Child Be-

tuajilnc. Rating Scale (3, 4, 5). The random assignment of the 

subjects to three treatment conditions within each of two 

neurological conditions was the method used to equate 

initial individual differences on the pre-test data. In-

spection of the pre-test means obtained by the various 

experimental sub-grouos on all five criteria separately 

revealed the means to be approximately equal. 
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A brief description of the five principal treatments 

follows. 

Toleranee Training Group 

This group participated In a controlled experimental 

training program specifically designed to increase frustra-

tion tolerance. The program included working as a group 

with picture stories and individually with puzzles, block 

designs, and nut and bolt boards. Verbal encouragement and 

reward were administered by training personnel for success 

on these tasks. 

Control Group I_. --Thi s group received the same amount 

of exposure to trainers as the Tolerance Training Group. 

However, the subjects did not receive the experimental 

training program. Instead, they engaged only in self-

initiated activities v/ith the trainer present. 

Control Group II.—This group was not included in the 

experimental training program, nor did they have the one-to-

one child-trainer exposure experience by the other two 

groups. These subjects continued the day-to-day routine of 

institutionalized life. 

Bra in-Injured Sub j e c t s.--The se subjects had Injury to 

brain cells which destroys or permanently disorganizes 

functioning cell systems in the brain or neurologic symtoms. 
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Non-Bra in-Injured Sub.jects.—Those subjects lacked 

symptoms, history, or documentation of central nervous 

system damage. 

Tolerance Training Program 

In general, the plan of the program was to expose sub-

jects to s series of tasks which grcdually increased in 

difficulty as the program progressed. 

Tas ic Selection Griteria 

The criteria used to select tasks, as partially adapted 

from Keister and Updegraff (1) were 

1. The tasks were graded in difficulty so that the 

child experienced success in the earlier ones and gradually 

worked up to problems which were difficult for him. 

2. The later tasks were of such difficulty that the 

child did not succeed immediately but had to persevere, 

continue to try, if he was to attain success. 

3. They were problems which interested retarded chil-

dren age six through twelve. 

4. The tasks avoided irrelevant frustrations which 

might make the subjects hesitant to enter the training 

situation. 

0 n 8 n ± priori basis, a sample of tasks which would 

probably appeal to retardates was selected. Although no 

formal scaling attempt was made to order the various tasks 

with reference to complexity, they did range from simple 
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manipulation (nuts and bolts) to a task of a cognitive na-

ture (picture stories). Each task was composed of a series 

of sub-tasks which gradually increased in difficulty. 

Training Personnel 

Six trainers were selected from volunteer psychology 

students at North Texas State University. These trainers 

received special instruction in use of the tasks as well as 

in the use of reinforcement and encouragement. Each task 

was presented to the trainers exactly as the tasks were to 

be presented to the Tolerance Training Group. The trainers 

were than divided into pairs; each member of each pair pre-

sented the tasks to his partner according to instructions and 

under supervision of the experimenter. Each trainer then 

administered selected tasks to a retarded child and was 

observed for proficiency through a "one-way" glass by the 

experimenter and the other trainers. Simultaneously, the 

experimenter commented on the observed task administration 

and offered suggestions for standardization of the procedure. 

Periodic checks were made during the experiment to maintain 

consistency of task administration. Each trainer was ran-

domly assigned four subjects—two Tolerance Training Group 

subjects and two Control Group X subjects. 

General Descrlotion of Tasks 

A general description of the training program tasks and 

materials is presented below. A detailed description of 
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specific activities and administrative procedures is includ-

ed in the Appendix. 

Picture stories.—This part of the training program 

consisted of six stories with pictures illustrating the 

story's theme, An experienced special education teacher 

administered this part of the training program in a class-

room setting. These stories were assembled as part of the 

Preventive Psychiatry Research Program at the State Univer-

sity of Iowa (2). Teaching a "causal" orientation toward 

human "behavior and the social environment was the purpose 

of the series. A set of discussion questions following 

each story was used to facilitate the subject's comprehen-

sion of ideas and events within the story. These stories 

were used in sixteen group sessions totaling approximately 

sixteen hours. 

Nut and bolt boards.—Introduced to each child as a 

toy, the boards had numerous exposed bolts protruding 

through one side fitted with appropriately sized nuts. The 

first board had all bolts and nuts of the same diameter. 

The second board had two sizes of nuts and bolts of such a 

diameter that easy discrimination was made by the child. 

Succeeding boards had increasing sizes of bolt-nut combina-

tions comprising a s Lx-board series. Encouragement and ver-

bal reward were used as specified in the detailed Appendix. 

Each Tolerance Training Group child had twelve sessions with 
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this task over a six-week period., totaling approximately 

six hours, 

Puzzle Verses.—This part of the training program con-

sisted of six short verses or rhymes with puzzles which 

illustrated the verses' theme. The puzzles gradually in-

creased in difficulty as defined by the number of pieces. 

Encouragement and verbal reward were used as specified in 

the detailed Appendix. Each Tolerance Training Group child 

had twelve sessions with this task over a six-week period, 

totaling approximately six hours. 

Block designs.--Eighteen two-inch wooden cubes were the 

materials for this activity. Each cube had two white sides, 

two black sides, and two sides painted one-haIf black and 

one-half white. Eighteen designs gradually increasing in 

difficulty were built by each child in imitation of the 

trainers model. Three new designs progressing from the 

easiest to the most difficult were given each child each 

week of the program. Encouragement and verbal reward were 

used as specified in the Appendix. Each Tolerance Training 

Group child had twelve sessions with this task over a six-

week period, totaling approximately six hours. 

Each subject in the Tolerance Training Group received 

one group and two individual training sessions each week for 

six weeks. The group session was a picture story in a 
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classroom setting. Each individual training session con-

sisted of the three remaining activities: Hut and Bolt 

Boards, Puzzle Verses, and Block Designs. Each Control 

Group I subject received the same amount of one-to-one 

trainer contact but without use of training program materi-

als. 

Training session length varied between children accord-

ing to differing working speeds. This time factor is con-

trolled by the experimental design. 
* 

Description of Criterion Scores 

Five behavior factors were evaluated on each subject 

before and after the experiment using the Devereux Child 

Behavior Rating Seale (3, 4, 5). The first three of these 

factors have been labeled "behavior competence" factors. 

They are distractibility, social isolation, and need for 

independence. The remaining two factors were termed "be-

havior control" factors. These were proneness to emotional 

upset and social aggression. These five factors received 

close attention for change after the training program. 

These factors were selected because of their relevance to 

prominent frustration theories and the types of behavior 

resulting from frustration. 

Devei>ei*x Scale (3, 4, 5) was chosen to provide 

criterion measures for several reasons. First, it was a 

scale which an individual having close daily contact with a 
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c h i l d c o u l d use t o d e s c r i b e r e l i a b l y and communicate t o 

o t h e r s much o v e r t b e h a v i o r . Next , t h i s s c a l e p r o v i d e d a 

p r o f i l e of b e h a v i o r problems which may be used t o a s s e s s 

b e h a v i o r a l changes r e s u l t i n g from e x p e r i m e n t a l t r e a t m e n t s 

o r e n v i r o n m e n t a l changes . A l s o , unambiguous p h r a s i n g of 

s c a l e i t e m s l ended i t s e l f e a s i l y t o u se by laymen. F i n a l l y , 

r e c e n t r e s e a r c h w i t h the S c a l e on samples s i m i l a r to the 

one used i n the p r e s e n t s tudy p rov ided a f rame of r e f e r e n c e 

a g a i n s t which t o e v a l u a t e o b t a i n e d s c o r e s . 

I n t e r - r a t e r r e l i a b i l i t y c o e f f i c i e n t s r e p o r t e d by the 

Manual (5 ) r a n g e d from .77 t o . 9 3 w i t h a median c o e f f i c i e n t 

of . 8 3 . A median i t em t e s t - r e t e s t c o r r e l a t i o n was . 3 3 . 

F a c t o r s c o r e r e l i a b i l i t y c o e f f i c i e n t s were a l s o d e t e r m i n e d 

and t h e median was . 9 1 , w i t h a range f rom .30 t o . 9 9 . Va-

l i d i t y seemed t o be no g r e a t problem because of t he s e l f -

e v i d e n t n a t u r e of the c a t e g o r i e s and a c t i v i t i e s . 

Each c h i l d was r a t e d on the Devereux Sca le ( 3 , 4 , 5) 

by two house p a r e n t s . Th i s p rov ided an o b s e r v a t i o n of the 

c h i l d ' s b e h a v i o r f rom t h e t ime he a r o s e i n the morning u n t i l 

h i s bed t ime a t n i g h t . The average of t h e s e two r a t i n g s was 

used a s t h e c r i t e r i o n s c o r e s . Each c h i l d was t a k e n t o the 

t r a i n i n g o r c o n t r o l s i t u a t i o n d u r i n g o r immedia te ly f o l l o w -

ing h i s academic schoo l c l a s s e s . T h i s guarded u g a i n s t the 

p o s s i b i l i t y of r a t e r s ' knowing which c h i l d r e n were i nvo lved 

in the v a r i o u s a s p e c t s of the e x p e r i m e n t . 
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CHAPTER I I I 

RESULTS 

P r e s e n t e d in t h i s c h a p t e r a r e t h e r e s u l t s ob ta ined , and 

t h e s t a t i s t i c a l a n a l y s e s of t h o s e r e s u l t s . The d a t a were 

a n a l y z e d i n ter ras of t h e two h y p o t h e s e s p r e s e n t e d i n Chap-

t e r I . 'A 'his n e c e s s i t a t e d a s e p a r a t e a n a l y s i s of p r e - t o 

p o s t - t e s t changes on e a c h of t h e f i v e b e h a v i o r f a c t o r s 

r e p r e s e n t e d by t h e Devereux Chi Id B e h a v i o r Ha t ing; Sea l e ( 1 , 

2 , 3 ) . These f i v e f a c t o r s were e a s e of d i s t r a c t a b i l i t y , 

s o c i a l i s o l a t i o n , i n a d e q u a t e need f o r i n d e p e n d e n c e , p r o n e -

n e s s t o e m o t i o n a l u p s e t , and h a r m f u l s o c i a l a g g r e s s i o n . The 

f i v e s e t s of s c o r e s were a n a l y z e d i n a two-way a n a l y s i s of 

v a r i a n c e schema: N e u r o l o g i c a l C o n d i t i o n X T r e a t m e n t Cond i -

t i o n . 

P r e s e n t e d i n e a c h of t h e f o l l o w i n g s e c t i o n s a r e t h e 

mean d e c r e a s e s o r i n c r e a s e s f o r a s e l e c t e d b e h a v i o r f a c t o r 

end t h e a n a l y s i s of v a r i a n c e summary t a b l e p e r t a i n i n g to 

t h o s e d a t a . The i n c r e a s e s or d e c r e a s e s i n a g i v e n b e h a v i o r 

measure were computed i n the f o l l o w i n g manner . I f on t h e 

p r e - t e s t a s u b j e c t s c o r e d 1 3 . 5 and on p o s t - t e s t s c o r e d 1 6 . 0 , 

h i s change would be 2 . 5 ( p r e - t e s t minus p o s t - t e s t ) showing 

an improvement of 2 . 5 in t he p a r t i c u l a r b e h a v i o r d u r i n g t h e 

c o u r s e of the e x p e r i m e n t . I f , however , h i s p r e - t e s t s c o r e 
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was 16.0 and post-test scores 18.5, this would be a change 

of -2.5 (pre-test minus post-test) or poorer adjustment in 

a particular behavior over the course of the experiment. 

Similarly, for group means, a positive mean indicates behav-

ior improvement and a negative mean indicates behavior de-

teriora tion. 

Ease of Distractability 

Presented in Table I are the mean changes in Ease of 

Distractability scores for each of six groups 8nd for the 

Neurological and Treatment Condition main effects. The 

TABLE I 

MEANS AND STANDARD DEVIATIONS OP CHANGES 
IN EASE OP DISTRACTABILITY SCORES 

Neurological Statis- Treatment Co'ndl Ltion Ma in 
Condition tic Tolere nee 

Training 
Control 

I 
Control 

II 
Neurological 

Effect 
Bra in-Injured N 6 6 6 18 

M 1.67 1.58 - .33 .97 

S.D. 3.46 3.58 7.51 5.28 
Non-Bra in-

Injured N 6 6 6 18 

M 2.08 - .50 1.50 1.03 

S.D. 2.88 2.87 6.48 4.55 

Main Treat-
ment Effect N 12 12 12 36 

M 1.88 .54 .59 1.00 

S.D. 3.19 3.41 7.07 
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relatively large standard deviations for Control Group II In 

Table I does not reflect a systematic difference between 

groups. This large variation was caused by unusually high 

scores on this factor by only two of the twelve subjects. 

The results of the snalysis of variance of the changes 

in Ease of Distractability scores are shown in Table II. 

TABLE II 

ANALYSIS O? VARIANCE OF PRE- TO POST-TEST 
EASE OF DISTRACTABILITY DIFFERENCE SCORES 

Source of Variation Sum of Squares df Variance 
Estima te 

F 

Neurological Condition .03 1 .03 <1.00 

Treatment Condition 13.79 2 6.90 <1.00 

Interaction 23.60 2 11; 80 <1.00 

Within 337.53 30 27.92 
Tota 1 875.00 35 

Comparison of the F values In Table II with tabled 

values for significance at the five per cent point revealed 

no significant variations in the mean difference scores ac-

cording to neurological condition, treatment condition, or 

interaction effect. This failure to reject the statistical 

null hypotheses necessitated partial rejection of the working 

hypotheses that frustration tolerance training would signifi-

cantly reduce the level of behavior problems In mental re-

tardates and that non-brain-injured retardates would benefit 

more from such training than would brain-Injursd retardates. 
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Social Isolation 

Table III presents the mean changes in Social Isolation 

scores for each of six groups and for the Neurological and 

Treatment Condition main effects. 

TABLE III 

MEANS AND STANDARD DEVIATIONS OP CHANGES 
IN SOCIAL ISOLATION SCORE'S 

Neurological Statis- Treatment Condi Ltion Ma in 
Condition tic Tolera nee 

Training 
Control 

~r 
X 

Control 
II 

Neurological 
Effect 

Brain-Injured N 6 6 6 18 

M - .42 - 1.17 1.50 - .03 

S.D. 2.49 3.45 2.52 3.06 
Non-Bra in-

Injured N 6 6 6 18 

M 2.53 2.67 1.50 2.17 

S.D. 2.82 1.79 5.50 3.68 

Main Treat-
ment Effect N 12 12 12 36 

M .95 .75 1.50 1.07 

S.D. 2.50 3.24 4.26 

The results of the analysis of variance of the changes 

In Social Isolation scores are shown in Table IV. 

None of the obtained values in Table IV approached 

significance at the five per cent point, showing no signifi-

cant difference in the social isolation difference scores of 

the experimental and control groups according to neurological 

condition, treatment condition, or Interaction effect. 
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TABLE IV 

ANALYSIS OF VARIANCE 0? PRE- TO POST-TEST 
SOCIAL ISOLATION DIFFERENCE SCORES 

Source of V a r i a t i o n Sum of Squares df Var iance 
Estima te 

F 

Neuro log ica l Condi t ion 12.25 1 12.25 1 .11 

Treatment Condi t ion 6 .35 2 3 .17 <1.00 

I n t e r a c t i o n 77.37 2 33.69 3 .52 

With in 329.58 30 10.99 
T o t a l 425.56 35 

These r e s u l t s n e c e s s i t a t e d p a r t i a l r e j e c t i o n of the working 

hypotheses t h a t f r u s t r a t i o n t o l e r a n c e t r a i n i n g would s i g -

n i f i c a n t l y reduce the l e v e l of behavior problems in mental 

r e t a r d a t e s and t h ^ t n o n - b r a i n - i n j u r e d r e t a r d a t e s would bene-

f i t more from such t r a i n i n g than would b r a i n - i n j u r e d r e t a r -

d a t e s . 

Independenee 

The mean changes i n Independence sco re s f o r each of s i x 

groups 8nd f o r the Neuro log i ca l and Treatment Condi t ion main 

e f f e c t s a re p r e s e n t e d in Table V. I t was no ted t h a t b r a i n -

i n j u r e d s u b j e c t s in Cont ro l Group I I showed an i n c r e a s e in 

inadequate need f o r independence whi le both the Exper imenta l 

Group and Cont ro l Group I showed a dec rease in t h i s behav-

i o r . ^hen the r e l a t i v e s i z e s of these v a r i a n c e s were con-

s i d e r e d through the a n a l y s i s of va r i ance t echn ique , no 

s t a t i s t i c a l l y s i g n i f i c a n t v a r i a t i o n of means was found as i s 

shown in Table VI. 
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TABLE V 

MEANS AND STANDARD DEVIATIONS OP CHANGES 
IN INDEPENDENCE SCORES 

Neurological Sta tis- Treatment Condj Ltion Ma in 
Condition tic Tolera nee 

Training 
Control 

I 
Control 

II 
Neurological 

Effect 

Brain-Injured N 6 6 6 18 

M .50 5.41 - .42 1.16 

S.D. 1.32 2.68 1.48 2.62 

Non-Brain-
Injured N 6 6 6 18 

M .00 .53 2.75 1.03 

S.D. 1.89 5.29 4.70 3.71 

Main Treat-
ment Effect N 12 12 12 36 

M .25 1.87 1.17 1.10 

S.D. 1.87 5.37 5.85 

In Table VI are shown the results of the analysis of 

Independence difference scores. 

None of the obtained values in Table VI appi'oached sig-

nificance at the five per cent point, revealing no signifi-

cant difference in the inadequate need for independence 

difference scores of the experimental and control groups 

according to neurological condition, treatment condition, or 

interaction effect. This lack of ability to reject the null 

hypotheses necessitated partial rejection of the working 

hypotheses that frustration tolerance training would signifi-

cantly reduce the level of behavior problems in mental 
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TABLE VI 

ANALYSIS OP VARIANCE OP PRE- TO POST-TEST 
INDEPENDENCE DIFFERENCE SCORES 

Source of Variation Sum of Squares df Variance 
Estimate 

P 

Neurological Condition .34 1 .34 <1.00 

Treatment Condition 15.85 2 7.92 <1.00 

Interaction 55.93 2 27.97 2.80 

Within 299.96 30 10.00 

Total 372.08 35 

retardates end that non-bra in-injured retardates would 

benefit more from such training than would brain-injured 

retarda te s. 

Emotional Upset 

Emotional Upset mean changes are presented in Table VLL 

for six groups and Neurological and Treatment Condition main 

effects. Superficial analysis of the means for brain-in-

jured subjects in Table VII suggested behavior change in the 

expected direction, that is, Tolerance Training subjects 

showed a greater decrease in upset scores than either con-

trol group while Control Group I mean change was greater 

than that shown by Control Group II. This change also 

seemed apparent in the scores of non-brain-injured subjects. 

Comparison of the relative sizes of these variances by the 

analysis of variance technique, however, failed to produce 

a statistically significant ratio. 
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TABLE VII 

MEANS AND STANDARD DEVIATIONS OP CHANGES 
IN EMOTIONAL UPSET SCORES 

Neurological Statia- Treatment Cond^ Ltion Ma in 
Condition tic Tolerance 

Training 
Control 

I 
Control" 
II 

Heurological 
Effect 

Bra in-Injured N 6 6 6 18 

M 2.33 1.25 .67 1.42 

S.D. 2.30 2.87 6.73 4.59 
Non-Brain-
Injured N 6 6 6 18 

M 1.41 .92 - 1.92 .14 

S.D. 1.82 2.19 7.25 4.73 
Main Treat-
ment Effect N 12 12 12 36 

M 1.37 1.09 - .63 .78 

S.D. 2.10 2.56 7.03 

The F values In Table VIII did not reach significai ce 

at the five per cent point, indicating no significant 

TABLE- VIII 

ANALYSIS OP V^RMCE OP PRE- TO POST-TEST 
EMOTIONAL UPSET DIFFERENCE SCORES 

Source of Variation Sura of Squares df Variance 
Estimate 

F 

Neurological Condition 6.25 1 6.25 <1.00 

Treatment Condition 65.18 2 32.59 1.32 

Interaction 1.29 2 .65 <1.00 

Within 716.17 30 23.87 
Total 783.89 35 
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differences in the emotional upset difference scores of the 

experimental and control groups according to neurological 

condition, treatment condition, or Interaction effect. This 

failure to reject the null hypotheses necessitated partial 

rejection of the working hypotheses that frustration toler-

ance training would significantly reduce the level of behav-

ior problems in institutionalized mental retardates and that 

non-brain-injured retardates would benefit more from such 

training than would brain-injured retardates. 

Social Aggression 

In Table IX are presented Social Aggression mean 

changes for six groups and Neurological and Treatment 

Condition main effects. 

TABLE IX 

MEANS AND STANDARD DEVIATIONS OF CHANGES 
IN SOCIAL AGGRESSION SCORES 

Neurological Sta tis- Treatment Condition Mai n 
Condition tic Tolerance 

Training 
Control 

I 
Control" 

II 
He urological 

Effect 
Brain-Injured N 6 6 6 18 

M .50 2.08 2.08 1.55 

S.D. 1.40 1.21 1.14 1.43 
Non-Brain-

Injured N 6 6 6 18 

M .25 - .17 - 1.42 - .45 

S.D. 1.52 1.24 3.77 2.71 
Main Treat-
ment Effect N 12 12 12 36 

M 

O TV 

.38 

*"» r-

.95 

"i 

.33 .55 



52 

Table X depicts the effect of treatment condition upon 

the behavior factor social aggression for bra in-injured and 

non-brain-injured subjects. For interaction is diown an F 

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

TABLE X 

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

Source of Variation Sum of Squares df Variance 
Estimate 

F 

Neurological Condition 37.01 1 37.01 7.37* 

Treatment Condition 2.76 2 1.38 <1.00 

Interaction 15.26 2 7.63 1.52 

Within 150.54 30 5.02 
Total 205.58 35 

•* Statistically significant at P<.05 

significance at the .05 level. This indicated that the ap-

parent failure of the cell meai s to be consistent in either 

direction was due to chance fluctuations. 

Next consider the effect of treatment condition upon 

social aggression. Since the F of 1.00 which was not large 

enough to reject the null hypothesis did not substantiate 

the working hypothesis, we must conclude that if the effect 

existed it was not large enough to be significant as measured 

by the present methods. The between-rows or neurological 

condition effect was significant as judged by the F of 7.37. 

The insignificant interaction permitted the conclusion that 
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neurological condition effect v/as similar disregarding 

treatment condition. This finding is contrary to the second 

wording hypothesis that non-bra in-injured retardates would 

benefit more from training than would bra in-injured retar-

dates and thus made necessary its rejection. 

Summarizing these results, the hypotheses that frustra-

tion tolerance training would significantly decrease the 

level of selected behavior problems in young institution-

alized mental retardates and that non-brain-injured retar-

dates v/ould benefit more from such training than would 

brain-injured retardates were rejected. The lone statis-

tically significant finding was that brain-injured subjects 

decreased significantly in social aggression when compared 

with non-bra In-Injured subjects. 
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CHAPTER IV 

DISCUSSION 

The p r e s e n t s tudy s u g g e s t s t h a t a t r a i n i n g program 

des igned t o i n c r e a s e f r u s t r a t i o n t o l e r a n c e w i l l not s i g -

n i f i c a n t l y d e c r e a s e the l e v e l of f a i r l y g ros s b e h a v i o r a l 

problems i n young i n s t i t u t i o n a l i z e d m e n t a l l y r e t a r d e d c h i l -

d r e n . As a s sumpt ion b a s i c to t h i s f i n d i n g i s t h s t f r u s t r a -

t i o n h a s r e s u l t e d in i n c r e a s e d b e h a v i o r a l problems in t h e s e 

s u b j e c t s . More s p e c i f i c a l l y , t h i s s tudy i n d i c a t e s t h a t the 

t r a i n i n g program h e r e i n implemented had no measured e f f e c t 

upon the l e v e l of d i s t r a c t a b i l i t y , s o c i a l i s o l a t i o n , i nade -

quate need f o r independence , emo t iona l u p s e t , o r s o c i a l 

a g g r e s s i o n ( excep t f o r reduced s o c i a l a g g r e s s i o n i n b r a i n -

i n j u r e d s u b j e c t s ) a s e v a l u a t e d by unb ia sed o b s e r v e r s . 

P s y c h o l o g i c a l t heo ry (9) on the m u l t i p l e e f f e c t s of 

f r u s t r a t i o n s u g g e s t s t h a t d i s t r a c t a b i l i t y , s o c i a l i s o l a t i o n , 

inadequa te need f o r independence , emo t iona l u p s e t , and so -

c i a l a g g r e s s i o n may be observed i n the o v e r t b e h a v i o r of 

f r u s t r a t e d o rgan i sms . F u r t h e r t heo ry (11 , 15) on the b u i l d -

ing of f r u s t r a t i o n t o l e r a n c e s u g g e s t s s t a r t i n g the c h i l d 

w i t h mild f r u s t r a t i o n s and g r a d u a l l y moving him toward more 

s eve re ones , o r by the overcoming of a s e r i e s of minor f r u s -

t r a t i o n s t o which he can s a t i s f a c t o r i l y a d j u s t . Exper imenta l 
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procedure a (5, 7) show that children's responses to failure 

and frustration can be Improved when observed under con-

trolled conditions. The designers (3, 7) of these experi-

mental procedures have suggested further study to determine 

whether the improved behavior occurs in situations other 

than those of the test and under more social circumstances. 

The finding of this study is that if such experimentally 

induced behavioral changes do permiate overall behavior, the 

present experimental technique has not succeeded in record-

ing such change. In this connection there are several 

explanatory possibilities worthy of discussion. Briefly, 

these are: 

1. It is possible that the length of the present 

training program was insufficient to produce the desired 

change. Though possible, this seems unlikely when consider-

ing precedents to this study. Davitz (3) used seven thirty 

minute group training sessions over an unspecified number 

of days in successfully increasing destructive behavior and 

constructive behavior. Keister and Updegraff (7) conducted 

their study over a twelve week period using only one trainer 

in training and evaluating one child at a time. Condition-

ing studies using social and material reinforcers such as 

those by Ellis and Distefano (4), Hunt and Patterson (6), 

and others (2, 5, 10, 14, 16) reported significant findings 

from training ranging from a few minutes to several days. 
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2. The number of trainers may be e variable contribut-

ing to lack of positive results in the present study. Some 

related studies reviewed (3, 7) used only a single trainer, 

others (2, 6, 14, 16) only suggest the use of only a single 

trainer, while two trainers were used in still another re-

search effort (10). The use of more than one trainer is 

not, however, felt to be a pertinent factor in this study. 

The rationale is that the procedures and instructions were 

explicitly laid out and the importance of a standardized 

procedure impressed upon the trainers. Weekly discussions 

re-emphasized the importance of this upon the trainers. The 

use of multiple trainers is further supported by the reali-

zation that for a training program of almost any type to be 

widely applicable, it must be capable of implementation by 

more than one individual. 

3. A further factor possibly lending itself to rejec-

tion of the working hypotheses of this study is the choice 

of behavior evaluative instruments. The Devereux Seale 

(11, 12, 13), however, seems well suited to the purposes of 

this study. It was developed, standardized, evaluated, and 

used on exceptional children much like those used as sub-

jects in the current study. The authors state (13, p. 3) 

that "Among other uses, the Scale may be employed (a) to 

assess behavioral change as a function of any treatment 

process or environmental change . . . and (e) as a research 

tool when a reliable behavior criterion is required." 
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4. Yet another factor confounding results of the 

present study may be the subtlety of any behavior changes 

taking place in the experiments 1 subjects. A distinct pos-

sibility is that behavioral change of the type expected from 

this study may occur so infrequently and so subtlely as to be 

not objectively measurable in the day-to-day routine of in-

stitutional life. Though each child was evaluated by raters 

who considered his behavior from waking to sleeping, brief 

periods of unobserved behavior doubtlessly occurx'ed. That 

this will occur with any type gross observational rating 

procedure Is Inescapable. 

5. Closely linked to the subtlety of behavioral change 

and the grossness of observational technlaues is the possi-

bility that a child's changes In attitude and behavior might 

best be detected by his peers. If so, socionetric methods 

could be a valuable evaluative procedure. 

6. Consultation with an eminent social psychologist (1) 

provided yet another factor which may be pertinent. His 

idea was that children with certain types of problems might 

best be helped by thoroughly teaching them a social skill. 

&s an example, a young boy who experiences great difficulty 

meeting and relating to his peers may benefit greatly If 

taught to be quite proficient in hitting a baseball. This 

is a skill admired by young boys. This is a skill that 

could bring recognition and friends. ,jL'hi s is a skill that 

could raise a child's self-confidence and subsequent 
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performance level. If this Is so, then perhaps the present 

program Is too omnibus In scope to have measurable and sig-

nificant effect upon child behavior. The implication is 

that for measurable changes in behavior control and behavior 

competence more specific and individualized treatment 

methods may be desirable. 

Summarizing, the hypotheses that frustration tolerance 

training would significantly decrease the level of behavior 

problems in young Institutionalized mentally retarded chil-

dren and that non-brain-injured retardates would benefit 

more from such training than brain-injured retardates have 

been substantially rejected. The lone statistically sig-

nificant finding wss that brain-injured subjects decreased 

in social aggression when compared with non-bra In-injured 

subjects. Several possibilities for the over-all rejection 

of the working hypotheses have been discussed. Foremost 

among these possibilities is that a behavior improvement 

training program may best be directed at specific behavior 

problems of individual children. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECGMMENDATI0NS 

The c o n c e p t s of f a i l u r e , f r u s t r a t i o n , and. f r u s t r a t i o n 

t o l e r a n c e have a f f o r d e d a t h e o r e t i c a l core around which the 

b e h a v i o r problems of young i n s t i t u t i o n a l i z e d r e t a r d e d c h i l -

d r e n have been examined. The s p e c i f i c b e h a v i o r problems 

s t u d i e d were d i s t r a c t a b i l i t y , s o c i a l i s o l a t i o n , i n a d e q u a t e 

need f o r i ndependence , e m o t i o n a l u p s e t , and s o c i a l a g g r e s -

s i o n . Two q u e s t i o n s were a s k e d . How cou ld t h e m e n t a l 

r e t a r d a t e ' s a b i l i t y t o d e a l e f f e c t i v e l y w i t h d i f f i c u l t 

s i t u a t i o n s be I n c r e a s e d ? To what e x t e n t would t r a i n i n g 

programs d e s i g n e d t o i n c r e a s e f r u s t r a t i o n t o l e r a n c e reduce 

b e h a v i o r a l p rob lems? 

The Problem 

The m a j o r problem i n v e s t i g a t e d was t o a s c e r t a i n the 

e x t e n t t o which a t r a i n i n g program d e s i g n e d s p e c i f i c a l l y t o 

I n c r e a s e f r u s t r a t i o n t o l e r a n c e would reduce s e l e c t e d be -

h a v i o r a l p rob lems In young I n s t i t u t i o n a l i z e d m e n t a l l y r e -

t a r d e d c h i l d r e n . Of l e s s e r Impor tance was t o examine the 

e x t e n t t o which the p r e s c r i b e d t r a i n i n g would have d i f f e r -

e n t i a l e f f e c t s on bra I n - I n j u r e d and n o n - b r a i n - i n j u r e d r e -

t a r d e d c h i l d r e n . 
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The Hypotheses 

The major hypothesis tested was that frustration toler-

ance training would improve the mental retardate's behavior 

in the areas of distractability, social isolation, dependency 

needs, proneness to emotional upset, 8nd harmful aggressive 

behavior. The second hypothesis tested was that non-brain-

injured retardates would manifest greater reduction in these 

specific behaviors than would brain-injured mental retar-

dates. 

The Method 

Subjects of the study were thirty-six educable male and 

female mental retardates age six through twelve enrolled in 

e state school for the mentally retarded. The basic experi-

mental design was a 2 X 3 factorial analysis of variance in 

which the two main treatments and their respective condi-

tions were Neurological Condition (Brain-Injured and Non-

Erain-Injured) and Treatment Condition (Tolerance Training 

Group, Control Group I and Control Group II). The basic 

criterion scores were pre- and post-test difference scores 

on ratings of five behavioral factors. The Tolerance Train-

ing Group participated in an experimental training program 

specifically designed to increase frustration tolerance. 

The program included group work with picture stories, and 

individual work with puzzles, block designs, and nut and 

bolt boards. Verbal encouragement and reward were .adminis-

tered by training personnel for successes on these tasics. 
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Control Group I received the same amount of exposure to train-

ers as the Tolerance Training Group but did not receive the 

experimental training program. Instead, they engaged only 

In self-ini tie ted activities with the trainer present. Con-

trol Group II had neither tolerance training nor trainer 

contact. These subjects continued the day-to-day routine of 

institutionalized life. Trainers were six senior psychology 

students from a local state university. 

The Results 

The hypotheses that frustration tolerance training 

would significantly decrease the level of behavior problems 

in young institutionalized mental retardates and that non-

brain-injured retardates would benefit more from such train-

ing than would brain-injured retardates were rejected. The 

lone statistically significant finding was the brain-injured 

subjects decreased in social aggression. 

Conclusions 

1. This study suggests that frustration tolerance 

training as herein conceived did not produce significant 

behavioral change as measured by the Devereux Scale (1, 2, 3) 

in retarded children. 

2. Re-examination of the theoretical background as a 

basis for this study suggests no weaknesses. It has been 

shown that behavioral change can be effected. Lack of sig-

nificant change as a result of the present study warrants 

re-evaluation and perhaps modification of its procedures. 
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3. The need for further research in this area seems 

unquestionable. The vast numbers of inadequate and dis-

turbed individuals needing professional attention makes 

desirable the development of methods of treatment supple-

mentary to counseling and psycho-therapy. 

Recommenda tlons 

1. Further research in this area might give considera-

tion to a different method of problem-area selection. The 

behavior problems in this study were disturbing to the child, 

his peers, and surrounding adults. However, more effective 

evaluation of training procedures might be made through 

selection of disrupting or dehabilitating problem areas. 

2. Studies in this area should give consideration to 

the evaluation of behavior by two methods rather than the 

single method used in this and similar studies. Observation 

of behavior in normal social situations combined, with obser-

vation in controlled experimental situations may prove 

fruitful. 

3. The sociometric evaluation of subjects in similar 

studies may yield valuable information. Peers may perceive 

behavioral change more readily than others. 

4. Frustration tolerance training programs might well 

include some tasks which train in skills seen as desirable 

by the subject being trained and his peers. This conceivably 

would increase the subject's self-concept as well as bring 

desirable attention from his peers. 
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APPENDIX A 

TABLE XI 

PRE-TEST AND POST-TEST EASE OP DISTRACTABILITY 
SCORES FOR 36 SUBJECTS 

Treatment Sub- Pre- Post-
Combination ject Test Test 

No, 

Treatment Sub- Pre- Post-
Combination ject Test Test 

No. 

Brain-Injured 
Tolerance 
Training 1 9.0 9.5 

2 18.5 16.0 
3 16.5 16.5 
4 18.5 9.5 
5 17.0 18.0 
6 8.5 8.5 

Non-Bra in-
Injured 
Toleranee 
Training 19 15.0 8.5 

20 5.5 7.5 
21 17.5 17.0 
22 18.5 18.5 
23 26.5 22.0 
24 8.0 5.0 

M 14.7 13.0 
S. D. 4.2 3.9 

M 15.2 13.1 
S. D. 6.9 6,3 

Control I 7 14.5 15.0 
8 19.0 16.0 
9 21.0 19.0 
10 13.0 14.5 
11 11.5 13.5 
12 21.5 13.0 

Control I 25 13.5 8.0 
26 16.5 17.5 
27 20.0 20.5 
28 18.0 19.0 
29 14.0 IS.5 
30 19.0 22.5 

M 16.8 15.2 
S. D. 3.9 2.0 

M 16.8 17.3 
S. D. 2.4 4.6 

Control II 13 4.0 12.0 
14 19.0 11.0 
15 15.0 24.0 
16 13.5 15.0 
17 16.0 18.5 
18 17.0 6.0 

Control II 31 22.5 2 6.0 
32 17.0 8.5 
33 19.0 8.0 
34 12.0 7.0 
35 4.0 8.0 
36 17.0 16.0 

M 14.1 14.4 
S. D. 4.8 5.7 

M 15.3 12.3 
S. D. 5.9 6.8 
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PRE-TEST AND POST-TEST INDEPENDENCE 
SCORES FOR 36 SUBJECTS 
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Treetme nt Sub- Pre- Post- Treatment Sub- Pre- Post-
Combine tion ject Te st Test Combina tion ject Test Test 

No. No. 
Non-Bra in-

Bra In-Injured Injured 
Tolerance Tolerance 
Training 1 11.5 13.5 Training 19 11.5 12.5 

2 12.5 10.5 20 9.0 10.0 
3 15.0 13.5 21 15.5 13.5 
4 14.5 11.5 22 19.0 16.0 
5 19.0 19.0 23 18.0 18.5 
6 11.0 12.5 24 12.0 14.5 

M 13.9 13.4 M 14.2 14.2 
S. D. 2.7 2.7 S. D. 3.6 2.7 

Control I 7 16.5 12.0 Control I 25 9.5 8.5 
8 19.0 16.0 26 13.0 13.5 
9 18.5 19.5 27 15.0 11.0 
10 13.0 9.5 23 16.0 16.0 
11 11.0 8.5 29 15.5 12.0 
12 18.0 10.0 30 14.5 20.5 

M 16.0 12.6 M 13.9 13.6 
S. D. 3.0 3.9 S. D. 2.2 3.8 

Control II 13 13.0 12.0 Control II 31 20.0 20.0 
14 12.0 10.0 32 19.0 7.0 
15 19.5 14.0 33 14.5 14.0 
16 12.0 14.0 34 10.0 11.0 
17 15.5 17.5 35 12.5 11.0 
18 11.0 12.0 36 17.0 11.5 

M 13.8 13.3 M 15.5 12.4 
S. D. 2.9 2.3 S. D. 3.5 4.0 
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TABLE XIII 

PRE-TEST AND POST-TEST SOCIAL ISOLATION 
SCORES FOR 36 SUBJECTS 

Treatment Sub- Pre- Post-
Combination ject Test Test 

No. 

Treatment Sub- Pre- Post-
Combination ject Test Test 

No. 

Brain-Injured 
Tolerance 
Training 1 9.0 8.5 

2 9.0 8.0 
3 5.0 3.0 
4 3.0 5.0 
5 8.5 13.5 
6 7.5 5.5 

Non-Brain-
Injured 
Tolerance 
Training 19 8.0 5.0 

20 6.0 4.5 
21 9.0 4.0 
22 7.5 4.0 
23 8.0 7.0 
24 5.5 5.5 

M 7.0 7.3 
S. D. 2.3 3.4 

M 7/3 5.0 
S. D. 1.2 1.0 

Control I 7 6.0 7.0 
8 7.5 4.0 
9 3.5 11.5 
10 7.5 7.5 
11 9.0 9.0 
12 14.5 16.0 

Control I 25 8.5 5.5 
26 10.0 9.5 
27 7.5 3.0 
28 10.5 7.0 
29 6.0 4.5 
30 7.5 4.0 

M 8.0 9.2 
S. D. 5.4 3.8 

M 8.3 5.6 
S. D. 1.5 2.1 

Control II 13 9.0 5.0 
14 9.0 9.0 
15 12.5 13.0 
16 9.5 7.0 
17 11.5 6.5 
18 9.0 11.0 

Control II 31 7.5 16.0 
32 8.5 3.5 
33 7.5 4.0 
34 9.0 9.0 
35 4.5 5.5 
36 6.0 13.5 

M 10.1 8.6 
S. D. 1.4 2.7 

M 7.2 8.6 
S. D. 1.5 4.8 
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TABLE XIV 

PRE-TEST AND POST-TEST EMOTIONAL UPSET 
SCORES FOR 66 SUBJECTS 

Trea traent Sub- Pre- Post- Trea tment Sub- Pre- Post-
Combina tion ject Test Te st Combination ject Test Test 

No. No. 
Non-Bra in-

Bra in-Injured Injured 
Tolerance Tolera nee 
Training 1 25.0 23.5 Tra ining 19 27.5 27.0 Training 

2 51.5 31.5 20 20.5 19.0 
3 35.5 28.5 21 31.5 30.0 
4 17.0 16.0 22 21.5 22.5 
5 11.0 8.0 23 36.0 31.0 
6 20.5 19.0 24 17.5 16.5 

M 23.4 21.1 M 25.8 24.3 
S. D. 8.3 7.9 S. D» 6.5 5.4 

Control I 7 25.5 28.0 Control I 25 23.5 19.0 
8 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 33.0 33.5 
11 30.0 32.0 29 30.5 27.5 
12 30.5 28.0 30 30.5 30.0 

M 26.2 24.3 M 27.9 27.0 
S. D. 6.5 7.0 S. D. 3.7 4.7 

Control II 13 16.0 30.0 Control II 31 28.5 33.5 
14 22.0 15.0 32 11.0 24.5 
15 14.5 14.0 33 30.5 20.0 
16 25.5 27.5 34 32.0 30.0 
17 17.5 18.0 35 20.5 24.0 
18 32 . 0 27.0 36 32.0 34.0 

M 21.3 21.9 M 25.8 27.7 
S. D. 6.1 6.4 S. D. 7.7 5.2 
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TABLE XV 

PRS-TEST AND POST-TEST SOCIAL AGGRESSION 
SCORES FOR 36 SUBJECTS 

Treatment Sub- Pre- Post-
Combination ject Test Test 

No. 

Treatment Sub- Pre- Post-
Combination ject Test Test 

No. 

Bra in-Injured. 
Tolerance 
Training 1 12.5 11.0 

2 14.5 15.0 
3 16.0 13.5 
4 7.5 7.5 
5 5.5 4.0 
6 8.5 10.0 

Non-Brain-
Injured 
Tolerance 
Training 19 14.0 12.5 

20 8.0 7.5 
21 15.5 18.0 
22 10.5 10.5 
23 14.5 13.5 
24 6.0 5.0 

M 10.3 10.2 
S. D. 3.3 3.7 

M 11/4 11.2 
S. D. 3.5 4.2 

Control I 7 13.0 11.5 
8 6.0 4.0 
9 15.0 13.0 
10 14.5 10.0 
11 15.0 14.5 
12 17.5 15.5 

Control I 25 9.5 7.0 
26 13.0 14.5 
27 10.5 11.0 
28 16.0 16.5 
29 13.5 14.0 
30 14.0 14.5 

M 13.5 11.4 
S. D. 3.6 3.3 

M 12.Q 12.9 
S. D. 2.2 3.1 

Control II 13 12.0 3.0 
14 8.0 6.0 
15 6.5 5.0 
16 15.0 14.5 
17 7.0 8.5 
18 16.0 13.0 

Control II 31 12.5 15.5 
32 5.5 13.0 
33 14.0 3.0 
34 14.0 16.0 
35 10.5 13.5 
36 13.5 12.5 

M 10.3 9.2 
S. D. 3.8 3.5 

M 11.7 13.0 
S. D. 3.0 2.6 



APPENDIX B 

DEVEREUX CHILD BEHAVIOR (DCB) RATING SCALE4 

George Spivack, Ph.D. 
and 

Jules Spotts, Ph.D. 

Devereux Foundation Institute for Research and Training 

Child Ts Name. 

ChildTs Sex 

Rater 's Name_ 

ChildTs Birthdate, 

Hater 's Relationship to Child. 

Date of Rating 

RATING GUIDE 

1. Base rating on child1 s recent 
and current behavior. 

2. Compare the child with normal 
children his age. 

3. Base rating on your own exper-
ience with the child. 

4. Consider each question 
independently. 

5. Avoid interpretations of "un-
conscious" motives and feelings. 

6. Use extreme ratings whenever 
warranted. 

7. Rate each item quickly. 

8. Rate every question. 

Consider only the behavior of the child over the past 
two (2) weeks. 

In most of the items, the standard for comparison 
should be the normal child of the same age and sex. 

Consider only your own impressions. As much as 
possible, ignore what others have said about the 
child, and their impressions. 

Make no effort to describe a consistent behavioral 
picture or personality. It is known that children may 
display seemingly contradictory behavior. 

As much as possible, base ratings on outward be-
havior you actually observe. Do not try to interpret 
what might be going on in the childTs mind. 

Avoid tending to rate near the middle of all scales. 
Make use of the full range offered by the scales. 

If you are unable to reach a decision, go on to the 
next item and come back later to those you skipped. 

Attempt to rate each item. If you have had no oppor-
tunity to observe the child in certain situations 
necessary for the rating (e .g . , Bathing, eating, etc.) 
circle the item number. 

IMPORTANT: When you are to rate a chi ld who uses few words, makes up his own words, or has no 

speech, turn to p. 6 and rate the last item f i rs t , (item 97). When the chi ld receives a 

rating of " 5 " on item number 97, then immediately proceed to do the fol lowing: 

a) Rate these items ' T ' : 10, 13, 17, 21, 28, 29, 30, 41, 63 

b) Circle these items (that is, give them no rating): 7 r 26, 84, 85, 86, 89, 90 

After you have f inished with these particular items, return to item number 1, and f i l l out 
the remainder of the scale. 

7 3 

Y R I G H T , D E V E R E U X F O U N D A T I O N - n p v / n w P A 
The preparation of this publication was supported in part by 
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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 Occasionally Rarely Never 
5 4 3 2 1 

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

Rating Item Rating Item 

• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 

1. Approach strangers who come to visit 
the unit or home? (Examples: Go up 
to him; touch him; speak or ask 
questions if the child has speech) 

2. Show exceptional sensitivity to 
noises or bright lights, or heat or 
cold? (He may show this by moving 
away, complaining, or showing 
discomfort) 

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

4. Cover or shut his eyes or turn away in 
order not to see something? 

5. Seek out adult help in doing things? 

6. Express anger in a poorly controlled 
and tantrum-like fashion? 

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

8. Have a fixed facial expression that 
lacks feeling? 

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

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

11. Seek out adults for attention? 

12. Appear insensitive to extreme sensory 
stimulation? (Examples: Does not 
mind extreme heat or cold; does not 
respond to loud noises) 

13. Speak rapidly? 

• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 
• 

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

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

16. Appear completely inactive and 
lethargic? 

17. 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 art extremely important person) 

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

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

20. Express anger? 

21. Intentionally tell lies ? 

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

23. Act bossy or domineering with other 
children? 

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

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

26. Complain that others are picking on 
him? 
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Very frequently Often Occasionally Rarely 

5 4 3 2 
Never 

1 

Rating Item Hating Item 

• 27. Tease or bully other children? 

I 28. Jump from one subject to another 
® while talking? 

• 29. Express fears that are unreasonable? 

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

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

I J 32. Have a blank stare or far away look in 
his eyes? 

• 33. Get easily upset by peers? (Examples: 
When teased, pushed, etc.) 

| | 34. Daydream? 

| | 35. Look unhappy, sad, and unsmiling? 

• 
• 
• 
• 
• 
• 
• 
• 
• 

36. Have nightmares or complain of 
bad dreams ? 

37. Blame others for his actions? 

38. Annoy or provoke peers into hitting 
or in other ways attacking him? 

39. Burst into tears or rage with little 
provocation? 

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

41. Swear or curse? (Use "damn,lf Mhell,ff 

or other four letter words) 

42. Act sullen or defiant? 

43. Act dependent upon adults ? 

44. Get very upset or overemotional if 
things donft go his way? 

45. Disobey the rules in games or in the 
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 

Never Less than once 
a month 

About once 
a month 

About once 
a week 

47. How often does the child urinate in his pants during the day? 
1 2 3 4 

Never Less than once About once About once 
a month a month a week 

48. How often does the child wet the bed at night? 
1 2 3 4 

Never Less than once About once About once 
a month a month a week 

5 
Almost 

daily 

5 
Almost 

daily 

5 
Almost 
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 t r ies to show him how to do something he is capable of learning to do, how does 
he attend? 

6 
Only mo-
mentarily 

For short 
periods 

Long enough 
to almost com-

plete task 

51. How imaginative is the childTs play? 
1 2 3 4 

Very 
creative 

and imagi-
native 

Tends to 
be creative 

and 
imaginative 

Does not 
tend in 

one di rec-
tion or 
another 

Tends to 
be simple, 
repetitive, 

unimaginative 

Long enough 
to complete 

task 

9 
Completely 
lacking in 

imaginative 
and creative 

qualities 

FOR THE NEXT FOUR ITEMS USE THE RATING SCALE BELOW. 

Very frequently Often Occasionally 
1 2 3 

Rarely 
4 

Never 
5 

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? 

j j 53. Look happy, smiling and cheerful? 

• • when he has accomplished something? 

55. Want to do things for himself with-
out help f rom 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 

56. Messy or sloppy in his eating 
habits? 

I I 57. Clumsy or awkward in his gross 
• ' body movements? (Examples: 

Walking, running, jumping) 

Rating Item 

59. Easily over-excited? 

• 58. Unable to bathe himself without 
supervision? 

• • • 60. Changeable or variable in mood or 
emotional state? 

61. Careless about appearance and be-
lnmrincrQ 9 
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Ex- Mark- Dis- Quite Moder-
tremely edly tinctly a bit ately 

8 7 6 5 4 

A Very Not 
little slightly at all 

3 2 1 

Rating Item Rating Item 

• 
• 
• 
• 
• 
• 
• 
• 
• 
• 

62. Clumsy when doing things with his 
fingers? (Examples: Buttoning; 
lacing; picking up small objects) 

63. Obsessed with persistent ideas 
which occupy his mind or he talks a 
lot about? 

64. Unemotional? (Rarely shows feelings) 

65. Socially isolated or withdrawn? 

66. Unconcerned about what others think 
of him or how they react to him? 

67. Unpredictable in his behavior? 

68. Rejected or avoided by other 
children? 

69. Easily distracted in what he is doing 
by what others are doing around him? 

70. Finicky and selective in what he wilL 
eat? 

71. Afraid of getting hurt in physical 
play? (Examples: Climbing; rough 
housing) 

• 
• 
• 
• 
• 

72. Lacking in muscle tone? (Example: 
When you feel his muscles they 
seem soft and doughy) 

73. Unable to dress himself without 
supervision? 

74. Prone to get dirty and untidy 
quickly? 

75. Impatient and unable to wait for 
things? 

76. Physically weak? 

I I 77. Timid or shy? (Will not "venture" out 
• to try something new) 

FOR ITEMS 78-95, USE THE RATING SCALE BELOW. 

Very frequently Often Occasionally 
5 4 3 

Rarely 
2 

Never 
1 

COMPARED TO NORMAL CHILDREN, HOW OFTEN DOES THE CHILD 

Rating Item 

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

• 79. Play or remain by himself rather 
— than with other children? 

- I I 80. Liable to overeat if you donft watch 
him carefully? 

Rating Item 

81. Act before he thinks (is impulsive)? • 
• 
• 

82. Spit at others? 

83. Make homosexual advances upon others? 
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Very frequently Often Occasionally Rarely Never 

5 4 3 2 1 

Rating 
• 

• 

• 
• 
• 
• 

Item 

84. Use his name rather than the word 
"I" when referring to himself in 
conversation? (Example: "Sally 
went upstairs to get her dolls") 

85. 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) 

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

87. Demand his share even when equal 
shares have been distributed? 
(Complain of unfairness) 

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

89. 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.) 

Hating 

• 

• • 

• 
• 
• 

91. 

92. 

Item 

90. Speak unclearly? (Examples: Stutter; 
pronounce words poorly; voice quality 
indistinct) 

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? 

Hock 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) 

95. Mumble, shout out, or make unusual 
vocal noises? 

93. 

94. 

• 

• 

960 How socially meaningful are the childfs social communications to others? 
6 4 

No mean-
ingful 

communi-
cation 

with others 

May initiate 
speech, or ges-

tures, but 
they have lit-
tle meaning to 

him 

Communicates 
only when he 

wants the adult 
to do some-
thing or give 

him something 

97. How welLdeveloped is the childfs language usage? 

Uses few 
words or 
makes up 
own words 

or has 
no speech 

Uses many 
words but 

no sentences 

Uses two or 
three word 
phrases or 

combinations 
of words 

There is 
back and 

forth 
communication 

with others, 
tho centered 

mainly on the 
child's needs 

Uses simple 
short sen-

tences 

There is 
meaningful 

give and take 
of ideas or 

feelings with 
others 

Uses fairly 
complete or 

full sen-
tences 
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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. 

Child's Name 

Age Birthdate— 

Sex I. Q. 

DCB PROFILE 

Rater's Name 

Rater's Relationship to Child. 

Date of Rating 

Behavior Factor 
Factor Item 
Raw Scores 

Total 
Raw 

Score 

1, Distractability jumD 40 50 attend 

attend 49 69 distract. 

2. Poor self care bathe 58 73 _____ dress 

3. Pathological use 
of senses 

hyper. 2 18 not 

not see 4 hear 

4. Emotional 
detachment 

face 8 34 daydr. 

lethar. 16 35 unhap. 

stare 32 53 no smi le 

5. Social 
isolation 

isol. 65 77 timid 

reject. 68 

6. Poor coordination 
and body tonus 

gross 57 72 tone 

fing. 62 _____ 76 weak 

7. Incontinence soil 46 AH night 

day 47 

8. Messiness, 
sloppiness 

eat 56 74 dirtv 

clothes 61 

9. Inadequate need for 
independence 

imag. 51 54 no pride 

no help 52 55 do self 

10. Unresponsiveness 
to stimulation 

no pain 9 64 unemot. 

insens. 12 66 indif. 

11. Proneness to 
emotional upset 

anger 6 26 pkd on 

vs. him 7 33 upset 

upset 15 39 tears 

anger 90 44 upset 

12. Need for 
adult contact 

strgs. 1 19 phys. 

help 5 43 dep. 

atten. 11 

13. Anxious-fearful 
ideation 

hlth. 10 29 fears 

rapid 13 63 obsess, 

pain 29 67 unprerJ. 

jump 28 

14. "Impulse" idea-
tion 

grand. 17 36 drm<-

sex 25 ,_41 swear 

imag. 30 

15. Inability to 
delay 

refuse 3 59 exci t . 

nag 24 60 mood 

sull . 42 75 , impat. 

16. Social aggression hit 14 27 bully 

boss 23 38 provoke 

17. Unethical be-
havior 

lie 91 37 blame 

steal 31 45 cheat 

RAW SCORES IN STANDARD SCORE UNITS 

-1SD 0 +1SD +2SD +3SD 

DISTRACT-
ABILITY 

POOR 
CARE 

PATH 

14 15 

mmm 
EMOT 
DETACH .24./V26 

r ' 6 mm 

mmm POOR 
COORD. 

INCONTI-
NENCE tO ft 12 13 14 15 

MESSY 
SLOPPY 

INAO. N. 
INDEP. 

UNRE-
SPONS. 

EMOT 
UPSET 

H. ADULT 
CONTACT 5 

ANX-FEAR 
I0EAT. 

IDEAT. 

UNABLE 
DELAY 

UNETH. 
BEHAV, 



APPENDIX G 

Picture Stories 

The purpose of these stories is to aid in teaching a 

causal approach to the social environment. Much 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 designing a program to improve the retardates social 

competency, it seems logical to include exercises which con-

sider the basic needs, motivations and causes underlying 

human behavior. The Ojemann (8) picture stories were designed 

with this end in mind. As part of a preventive psychiatry 

research program 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 weeks three new picture story exer-

cises will be given to the Tolerance Training Group. Weeks 

Five and Six will have txro picture stories each. The pro-

cedure for all stories is the same. A story is introduced 

and read to the group. Follow-up discussion questions will 

guide the children into thinking of reasons for the behavior 

81 
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described in the story. The intent of these stories is to 

introduce a new way of thinking to the child - a way which 

emphasizes the meaning or causes of behavior rather than only 

its overt manifestations. 

The following plan will be used: 

Week One 

Week Two 

Week Three 

Week Four 

Week Five 

Week Six 

Watch Out, Timothy 
Bruno's Treasure 
The New Mittens 

Boko, the Monkey 
Crying Again 
Rabbit HacGee 

Tommy UcTrott 
Further Adventures of Tommy McTrott 
Jimmy's Birthday 

Midnight, A Little Black Pony 
Eddie Learns to Be on Time 
The Broken Crayon 

Time for Play 
Giggles 

Polly Learns 
Spoof Island 
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Kut and Bolt Boards 

Week One Sessions 1 & 2 Board I 
Week Two Sessions 3 & 4 Board II 
Week Three Sessions 5 ~ 6 Board III 
Week Four Sessions ? & 8 Board IV 
Week Five Sessions 9 & 10 Board V 
Week Six Sessions 11 & 12 Board VI 

Procedure for all boards.—Present the board to the 

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

the wide base is toward the child. Say, "Watch what I do." 

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

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

back onto their bolts." Allow three trials. Replace "the 

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

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

on the bolts. Encouragement may be used to induce the child 

to complete the task. Encouragement and verbal reinforcement 

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

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

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

good", "Very good", "That's good", "Good", "Right", will be 

used during and after each trial. 

Diagram and Description of Boards 

Board I_ u -j Board I measures 4" x 24" x 3/4" 
" ' with twelve 1/4" inch bolts pro-

truding through one side arranged 
in two rows and fitted with 
appropriately sized nuts. 
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Board II 

2tpn 

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

Board III Board III measures 6" x 24" 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 

cc 
* m n *\ # m 
» t £ « f # 

12^ 

Board IV measures 8" x 24" x 
3/4". 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/k inch 
bolts, all fitted with appro-
priately sized nuts. 

Board V 
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A • 
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-24"— 

Board V measures 10" x 24" x 
3/4". It has one six-bolt row 
of 1/4 inch bolts, one six-bolt 
row 1/3 inch bolts, one six-bolt 
roxtf 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 VI 

I H O 

m m € 
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* » • 

& * t* # 

* # • • 

e 
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.24". 

Board VI measures 10" x 24" x 
3/". It has six five-bolt rows 
of random sized bolts of 1/4", 
1/3", 1/2", 2/3" or 3/4" dia-
meter, all fitted with appro-
priately sized nuts. 
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Week One 
Week Two 
Week Three 
Week Four 
Week Five 
Week Six 

Sessions 
Sessions 
Sessions 
Sessions 
Sessions 

1 -Sr 
3 *• 
5 & 
7 & 

2 
4 
6 
8 

9 & 10 
Sessions 11 <5- 12 

Puzzle-Verse I 
Puzzle-Verse II 
Puzzle-Verse III 
Puzzle-Verse IV 
Puzzle-Verse V 
Puzzle-Verse VI 

Procedure for all puzzle-verses.—Show 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. Discuss what 

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

the puzzle saying, "Look, here is a puzzle showing 

and (same two characters)." Scramble the puzzle 

pieces and say "Now, put the puzzle together again." Allow 

three trials, scrambling the pieces 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", "You've 

nearly got it, keep trying", "Just a little more and you will 

have it", and "That's fine", "You're doing good", "Very 

good", "That's good", "Good", "Sight", will be used during 

and after each trial. 

Puzzle-Verse I (itfith 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 do? 
How would you act if it were you? 
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Puzzle-Verse II (with accompanying picture and puzzle) 

This morning Bill just couldn't wait 
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 to act this way? 

Puzzle-Verse III (with accompanying picture and puzzle) 

Sarah shouted at her mother, 
"I don'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 said. 
"At home I have a brother Ted, 
And Ted sleeps in my room you see, 
And never lets my playthings be. 
He breaks up all my toys, but liother 
Says, 'Be kind to baby brother.' 
Now x-xhat'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 down our street. 
He's someone 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 him, 
And they're as tough as they can be. 
Why can't he fight with them - not me? 

Puzzle-Verse VI (with accompanying picture and puzzle) 

In iliss Brown's room today Ann brought 
A bag of jacks her mom had bought. 
The other girls all jumped about. 
"At recess can we take them out?" 
When it was time to put coats on, 
Ann gave a shout, "liy jacks are gonei" 
The other children stood in line. 
Ann looked at Sue - "Those jacks are mine J" 
"Oh, no, they're not," said Sue, "You see 
They're some my sister gave to me." 
Ann says they're hers and so does Sue. 
I wonder what Kiss 3rown xtfill do? 



Week One Sessions 1 & 2 
Week Two Sessions 3 or. 

Week Three Sessions 5 p. 6 
Week Four Sessions ? P. 8 
Week Five Sessions 9 & 10 
Week Six Sessions 11 & 12 
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Block Designs 

Designs I, II, III 
Designs IV, V, VI 
Designs VII, VIII, IX 
Designs X, XI, XII 
Designs XIII, XIV, XV 
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\I) according to session number beyond child's reach 

and say, "See what I am making." Then push the remaining 

blocks toward the chil.d and say, "You make one Just like this 

one*" Allow two trials. Count it a trial when the child 

successfully makes the design. 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 black and white block here," etc. 

Rotations, gaps, or incorrect designs should be corrected 

after saying, "llo it goes this way. Wow.you try it." 

Encouragement and verbal reinforcement, such as "You 

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

nearly got it, keep trying", "Just a little more and you will 

have it", 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. 



W - White 
B - Black 

Design I 
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