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The purpose of this investigation was to determine the 

effects of a symbolic modeling procedure upon the social ad-

justment of socially-withdrawn seventh-grade students. 

The three hypotheses investigated in this study were 

the following. 

I. At the conclusion of the experimental period, the 

mean number of social interactions will be significantly 

greater for students in the experimental condition than for 

students in either the placebo or the control condition. 

II. At the conclusion of the experimental period, the 

social adjustment of each student in the classroom, as rated 

by his first-period teacher, will be significantly greater 

for students in the experimental condition than for students 

in either the placebo or the control conditions. 

III. At the conclusion of the experimental period, the 

personal social adjustment, as measured by a self-rating 

scale, for the students in the experimental condition will 

be significantly greater than for students in either the 

placebo or the control conditions. 

The subjects selected for participation in the present 

study were theirty-two seventh-grade students enrolled in 



the public school system of a North Texas city during the 

spring semester of 1976. 

A video-tape of peer models engaged in social inter-

action was developed for this investigation. During each 

of the treatment sessions, eight modeling scenes were ob-

served on the video-tape. Each scene depicted positive 

social interaction in a junior high school setting. 

The students in the experimental group met twice each 

week for five weeks for approximately thirty minutes. They 

were asked by the counselor to attend carefully to the video-

taped scenes shown on the video-tape monitor. All eight 

scenes were presented to the members of the experimental 

group during each session. 

The students in the placebo group met during the same 

hour and on the same days as students in the experimental 

group. The placebo group's sessions also lasted approxi-

mately thirty minutes. They were also asked by the counselor 

to attend carefully to a nature film. 

The students in the control group remained in their 

regularly scheduled classes. 

The Goopersmith Self-Esteem Inventory, the Haggerty-

Olson-Wickman Behavior Rating Schedule B, and an Interaction 

Frequency Schedule were the instruments used in this study. 

The instruments were administered two weeks prior to the 

initial treatment session. Posttesting was accomplished 

within two weeks of the final treatment session. 



The simple analysis of covariance statistical procedure 

was used to test the experimental results for statistical 

significance. The .05 level of significance was established 

as the criterion level to test the hypotheses. 

The following conclusions are presented as a result of 

this investigation. 

1. The symbolic modeling procedure conducted in this 

study appears to be effective in increasing the frequency 

of social interaction of socially-withdrawn seventh-grade 

students even though the findings of the present study did 

not quite reach the desired level of statistical significance, 

2. The symbolic modeling procedure conducted in this 

study does not appear to be effective with respect to alter-

ing the classroom behavior of socially-withdrawn seventh-

grade students. 

3. The symbolic modeling procedure conducted in this 

study appears to be ineffective with respect to helping 

seventh-grade students achieve greater personal social ad-

justment. 
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CHAPTER I 

INTRODUCTION 

The moment a child is born he begins the all-important 

process of adjusting to, and interacting with, his environ-

ment (22, 27). The process is one of socialization, a learn-

ing process, through which the child adopts language skills, 

forms an identity, and acquires status in social groups (7, 

9, 11, 42). Powerful influences from things and people af-

fect the way a child thinks, makes his decisions, and ulti-

mately behaves. Ira Gordon, a developmentalist, writes 

about transactions the child makes with adults in order to 

meet his needs for independence, achievement, and respect 

(15, p. 296). Among all the social influences that impinge 

upon the developing individual, perhaps none is more impor-

tant than those exerted by the individual's peers or peer 

group (5). 

Children are responsive to the behavior of their peers 

before the termination of babyhood. Observation of infants 

reared together in institutions or of babies brought together 

strictly for experimental purposes confirm that peer influ-

ences on behavior are evident in infancy (37) . In a more 

recent study, Collard shows that the amount of exploratory be-

havior, as well as the variety of behaviors exhibited by in-

fants, is significantly associated with their opportunities for 



playing with toys with other people (187 p. 1013). As the 

young child responds to his environment and to the people in 

his environment, he begins to learn what behaviors work to 

get him what he wants physically and socially. For the 

young child, success in achieving social goals is particu-

larly important. Successful social behavior engenders self-

esteem and enhances further the learning of various social 

behaviors needed in getting along with others (19, p. 336; 

36, p. 45). One of the ways a child acquires and increases 

his repertoire of social behaviors is through the process of 

modeling and observational learning (1, p. 12 0). By looking 

at what someone else is doing in a particular social setting 

and then imitating that behavior in a similar setting, a 

child can grow secure in his ability to make appropriate 

social responses and can become socially adept (19, p. 336; 

28, p. 15; 29, p. 327) . When a child has no models of 

appropriate social behavior in his environment, he risks 

learning faulty social skills that can affect his personality 

development and compromise future learning. O'Connor states, 

Social interaction, an obviously important factor 
in personality development, has become the focus 
of much attention among social-learning theorists, 
developmentalists, and therapists. There are 
several reasons for highlighting the role of 
interpersonal behavior in personality development. 
First, a child who is grossly deficient in social 
skills will be seriously handicapped in acquiring 
many of the complex behavioral repertoires neces-
sary for effective social functioning. Second, 
children who are unable to relate skillfully to 
others are likely to experience rejection, harass-
ment, and generally hostile treatment from peers. 
Such negative experiences would be expected to 



reinforce interpersonal avoidance responses which 
further impede the development of competencies 
that are socially mediated (28, p. 15). 

When a child enters the junior high school, he imme-

diately faces considerable change. His body begins to go 

through the changes of puberty, the school culture is un-

familiar, and the social behaviors expected of him are in 

many ways different from those expected in elementary school. 

Gordon states, 

The individual student must now cope with a half-
dozen teachers and a student body probably three 
times as large as his elementary school. At a 
time when he is still establishing his identity, 
when his body image is being reshaped, when he 
is struggling with emancipation from home, the 
educational system adds its share to the burden 
of instability. He has to establish a place for 
himself all over again in school (15, p. 301). 

Students who have no opportunity to view and imitate 

appropriate social skills early in junior high school are 

likely to have negative social interactions which reduce 

self-esteem, reduce the frequency of interpersonal contact, 

and result in social withdrawal (28, 29). At school a 

student can become socially and emotionally isolated. The 

consequences of such isolation can greatly affect the student 

throughout his life (10, p. 6). 

Dyer's study of several Midwestern cities revealed that 

over one-fourth of the population of seventh-graders reported 

difficulties in the transition from elementary school to 

junior high school. The students were troubled by the need 

to locate classrooms, make friends, learn the rules, become 



acquainted with new teachers, understand the work, and use 

the cafeteria (12) . Dyer concluded that students lacked the 

interpersonal skills necessary to function easily and effec-

tively in their new social environment. 

Social-learning theorists claim that human behavior is 

a function of the environment and is learned as such (25, 

p. 3). Mahoney and Thoresen suggest that 

behavior is "sandwiched" between two sets of 
environmental influences: those that precede 
it (its antecedents) and those that follow it 
(its consequences). If the scientist has knowl-
edge of and control over both of these sets of 
factors, he can often demonstrate remarkable 
accuracy in predicting the form or frequency of 
a behavior (25, p. 4). 

Bandura's research (1) in the area of social learning extends 

the claim of Mahoney and Thoresen. Bandura has demonstrated 

"that virtually all learning phenomena resulting from direct 

experiences can occur on a vicarious basis through observa-

tion of the person's behavior and its consequences for them" 

(1, p. 118). Thus, exposing a group of socially-withdrawn 

seventh-grade students to peers who model effective social 

interaction, can be expected to establish a foundation for 

improved social interaction within the group of withdrawn 

students and to facilitate their social adjustment in the 

new school milieu. 

The ability to participate effectively in social inter-

action is a prerequisite for an enriched personal and inter-

personal life at school. Helping the young socially-

withdrawn student gain this ability is possible and is 



likely to be the first step in improving social skills and 

social adjustment. 

Statement of the Problem 

This study was concerned with the problem of improving 

the social adjustment of public-school students. 

Purpose of the Study 

The purpose of this study was to determine whether a 

symbolic modeling procedure can be used effectively to im-

prove the social adjustment of seventh-grade students identi-

fied as socially withdrawn. 

Hypotheses 

I. At the conclusion of the experimental period, the 

mean number of social interactions will be significantly 

greater for students in the experimental group than for 

students in either the placebo or the control groups. 

II. At the conclusion of the experimental period, the 

social adjustment of each student in the classroom, as rated 

by his first period teacher, will be significantly greater 

for students in the experimental group than for students in 

either the placebo or the control groups. 

III. At the conclusion of the experimental period, the 

personal social adjustment, as measured by a self-rating 

scale, for the students in the experimental group will 



be significantly greater than for students in either the 

placebo or the control groups. 

Significance of the Study 

In a highly technological and educated society, the 

number of times an individual has to interact socially with 

another in the course of his life is obviously very great. 

Much frequently depends upon the quality of this social 

interaction in the area of international politics, in busi-

ness, in the classroom, and among friends. Thus, a priority 

in the preparation of individuals for life in modern society 

should be that they receive training in the development of 

interpersonal skills so that they may seek and secure social 

relationships. 

Gutride, Goldstein, and Hunter have stated that "with-

drawal, apathy, and minimal social interaction have long 

been recognized as major descriptive features of both 

schizophrenia and other functional psychotic disorders" (16, 

p. 408). Social withdrawal was discussed in a special 

section of Ullmann and Krasner's book on abnormal behavior 

because "it plays a major role both as a treatment goal and 

in theories of schizophrenia" (44, p. 403) . Just how crucial 

social interaction is for the developing personality has not 

been established, but that it has an important influence on 

personal adjustment and social learning is undeniable (33, 

34, 37, 39, 40, 41, 43, 45). How to teach social interaction 

skills to the young child, the withdrawn student, and the 



schizophrenic patient has become an important question of 

parents, teachers, and psychotherapists separately and 

together (8, 17, 20, 28, 35, 36, 39). 

Human beings do not live their lives apart from their 

fellows (26, p. 1). They are social creatures who function 

in relationship to other individuals, groups, and cultures. 

In the process of their social functioning they are able to 

regard the conduct of their peers and witness the circum-

stances in which peer behavior is ignored, rewarded, or 

punished. Seeing the consequences of a model's behavior as 

well as experiencing the consequences directly for similar 

behavior, can and does help the individual expand his reper-

toire of social behaviors (2). 

The comparative dynamics of two kinds of reinforcing 

consequences, direct reinforcement and vicarious reinforce-

ment, is a topic that has interested researchers (4, 23, 24). 

In a study on verbal conditioning, Kanfer and Marston simu-

lated a group situation on a tape recording. They succeeded 

in conditioning verbal responses in subjects by using both 

vicarious reinforcement and direct reinforcement. Vicarious 

reinforcement and direct reinforcement both resulted in sig-

nificant learning, but direct reinforcement added nothing to 

vicarious reinforcement (24). In summarizing the results of 

his vicarious learning studies, Kanfer concluded that (a) 

"the observation of another person's behavior and subsequent 

reinforcement coupled with the subject's covert rehearsal of 
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the behavior represent an important way in which human 

beings can learn" and (b) "it may be possible for the human 

to reinforce his own behavior in the absence of external 

feedback" (23). The latter conclusion acknowledges that 

vicarious reinforcement includes self-evaluative capacities 

in the operation of reinforcing influences. 

In his classic experiment on vicarious reinforcement 

and imitative learning, Bandura (4) studied the influence of 

response consequences to a film-mediated model that exhibited 

aggressive behavior. Nursery-school children were assigned 

randomly to four groups. One group witnessed the model 

engage in aggressive behavior which was rewarded. Another 

group witnessed the model engage in aggressive behavior 

which was punished. A placebo group witnessed highly ex-

pressive but nonaggressive model behavior, and a control 

group had no exposure to model behavior at all. Following 

an exposure period to model behavior, the children were 

tested for imitative and nonimitative aggressive responses. 

Children who witnessed the aggressive model being rewarded 

for his behavior showed similar imitative aggressive behavior 

and preferred to emulate the successful aggressive model. 

Children who witnessed the aggressive model being punished 

for his behavior failed to imitate the behavior and rejected 

him as a model for emulation (4, p. 601). According to 

Bandura (2), individuals can evaluate the consequences of 

their own potential behavior against the consequences others 



receive for enacting the behavior. Whether a behavioral 

consequence then becomes a reward or a punishment is a func-

tion of the influence of the model individuals choose for 

social comparison. 

According to social-learning theory, human behavior can-

not be explained on the basis of external rewards and punish-

ments. Such an explanation is incomplete because individuals 

control their own actions in part by self-produced conse-

quences (1, 3, 25). The behavior of a child generally re-

flects the behavior patterns modeled by his parents (38). 

As the child witnesses the example of parental behavior and 

learns parental standards of conduct, he begins to develop 

a foundation for self-reinforcing and self-punishing reactions 

to his own enacted behavior. Accompanying this development 

is the individual's important capacity for self-direction. 

The child is able to perform behaviors for which he rewards 

himself with feelings of satisfaction and self-esteem. He 

is also able to recognize and desist from behavior whose 

performance would result in self-punishment. 

When an individual has developed the ability to rein-

force and punish his own behavior, two types of consequences 

follow every enacted behavior. The first type of conse-

quence is the individual's internal evaluative reaction to 

his own behavior. The second type of consequence is the 

external environmental outcome (1, 3). These internal and 

external sources of reinforcement may operate as supplementary 
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or as opposing influences on behavior. Thus, a person who 

self-reinforces enacted behavior, modeled for him in his 

family system as appropriate social behavior, may receive 

punishing external consequences from peers whose models for 

appropriate social behavior have been different. When this 

occurs, the individual experiences conflict and has to ad-

just his behavior or his attitude (32). Bandura has stated 

that "under most conditions, powerful social influences pro-

duce corresponding changes in different modes of responding, 

and performance of new behavior is likely to have additional 

cognitive and emotional consequences" (2, p. 684). 

When some seventh-graders enter the junior high school 

environment, they experience considerable conflict (12). 

They have difficulty making friends, learning the rules, and 

using the cafeteria. In the transition from elementary 

school, powerful social influences affect the new student. 

He is expected to change his behavior quickly and to adjust 

to the new school environment. In many cases he has diffi-

culty or fails to adjust (12). The modeled social behavior 

upon which he has established his self-reinforcing capacity 

is compromised by new and unexpected environmental conse-

quences. He begins to doubt his ability to make self-

reinforcing social responses. Unless the student finds new 

models of appropriate social behavior at school through 

which he can acquire new social behaviors vicariously, he is 

at a social impasse and may become socially withdrawn (10, 

28, 29). 
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The use of film and video-tape mediated models to help 

promote the learning of new social behaviors is increasing 

(13, 14, 17, 18, 20, 21, 28, 29, 30, 31). Prazak emphasizes 

the use of film-mediated and video-tape mediated models in 

teaching the unemployed the particulars of job interviewing. 

She has succeeded in using the techniques to teach job 

seekers how to explain their skills, how to answer problem 

questions, how to improve their appearance and mannerisms, 

how to show enthusiasm in an interview, and how to close an 

interview positively (30). 

With socially-withdrawn four-year-old children, O'Connor 

used a sound film showing peers engaged in progressively more 

active social interaction. The film depicted peer approval 

and peer acceptance as reinforcement for social interaction. 

The experimental group saw eleven scenes on the sound film 

over a twenty-three-minute period. Two factors were con-

sidered: (a) the vigor of the social activity, and (b) the 

size of the group. Six children viewed the experimental 

film, and seven children viewed the control film. Observa-

tion immediately following the film showed that the experi-

mental group had significantly increased their social 

interaction, whereas controls had not (28). 

Rathus used video-taped models in teaching female col-

lege students assertive behavior. Seventy-eight students 

were divided into three groups at random. The experimental 

group viewed assertive video-taped models practicing 
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assertive and aggressive types of behavior. A placebo 

group viewed video-tapes concerning the desensitization of 

fears. A no-treatment control group viewed no video-tapes 

at all. Results showed that the members of the experimental 

group became significantly more assertive than the members 

of the other two groups (31). 

Eisler (13) measured the effects of video-taped model-

ing on eight verbal and non-verbal aspects of assertive 

behavior. The experimental subjects were thirty male psy-

chiatric patients, with an average age of forty-four years. 

A practice-control group and a test-retest group were also 

utilized. The modeling and practice groups participated in 

a behavioral assertiveness test six times during a three-day 

period. Video-tapes of performances were rated by judges. 

Results showed the modeling group had significantly more 

change than the other two groups. Specifically, the model-

ing participants showed greater changes in five of the eight 

variables studied. The five significantly improved vari-

ables were (1) longest duration of reply, (2) greatest num-

ber of requests for new behavior, (3) greater affect, 

(4) louder speech, and (5) greatest overall assertiveness. 

In a similar modeling study with male psychiatric patients, 

Hersen (17) achieved significant results which closely 

approximate those of Eisler. Because video—tape mediated 

models appear to have such a positive effect on the social 

behavior of psychiatric patients, Ivey has begun using the 

technique systematically in therapy (20). 
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The literature lacked an experimental study that exposed 

seventh-grade students, who were identified as socially with-

drawn, to color video-tape mediated peer models depicting 

appropriate social behavior at school. The technology and 

expense involved in such a study may explain in part why it 

had not been attempted. On the basis of current research 

(13, 14, 18, 20, 21, 28, 29, 30, 31), the present study, 

using video—tape mediated models with socially—withdrawn 

seventh graders, seemed timely and warranted. The present 

study investigated the effects of video-tape mediated models 

of appropriate social behavior on the social interaction of 

socially-withdrawn seventh-grade students. 

Definition of Terms 

!• Modeling is the process through or in which an ob-

server is exposed to the behavior of another individual. The 

social behavior in this study is mediated by color video-tape 

2* Social interaction is the behavior directed toward 

another individual. This behavior is reciprocal in nature 

and is generally observed as a student speaks or plays with 

another student. 
3* Classroom behavioral adj ustment is indicated as the 

score achieved on the Haggerty-Olson-Wickman Behavior Rating 

Schedule B. 

Personal adj ustment is indicated as the score the 

individual achieved from self-ratings given on the short 

form of the Coopersmith Self-Esteem Inventory. 



14 

5< Socially-withdrawn students are those who experi-

ence minimal levels of social interaction. Those students 

who were chosen by not more than two of their classmates on 

the Class Pick Form constituted the population for this 

study of socially-withdrawn students. 

Placebo group denotes the group of randomly selected 

socially-withdrawn students who viewed the nature film, 

Animals That Fly. The placebo group was designed to control 

for the possible effects that mere attention could have on 

the experimental group. 

Limitations of the Study 

This study was limited to a population of seventh-grade 

students meeting the definition of being socially withdrawn. 

The sample of thirty-two students used in this study resided 

in the North Central Texas area. Generalizing to samples of 

students taken from populations different from the one used 

in this study should be tempered with restraint. The fact 

that the trained observers did not follow the students they 

were assigned to rate into the school's rest rooms during the 

twenty-minute observation period may be a limitation of this 

study. 

Basic Assumptions 

For the purpose of this study it was assumed that the 

seventh-grade students identified as socially-withdrawn 
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students in this investigation would not be significantly 

different from other seventh-grade students meeting the 

definition of social withdrawal applied to the present study. 

It was assumed that the instruments utilized in this research 

provided valid measures of the characteristics studied. It 

was assumed that the seventh—grade teachers involved in this 

study were competent raters of student classroom behavior. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

A review of the relevant literature pertaining to this 

investigation is presented in two section: (1) the theoreti-

cal rationale of social-learning theory and (2) research 

related to symbolic modeling. 

Social-Learning Rationale 

Social-learning theory had its conceptual origin in 

Watson and Rayner's famous experiment on a little boy named 

Albert (53). These investigators succeeded in conditioning 

the child to fear a white rat by presenting a loud noise at 

the time when the boy was in the presence of a white rat. 

They then sought to eliminate the conditioned fear by using 

one or all of four possible strategies: (1) experimental 

extinction, (2) constructive activities around the white 

rat, (3) reconditioning through feeding the child candy 

while the rat was present, or (4) stimulating the child's 

erogenous zones while the rat was present, thus pitting 

pleasurable feelings against fearful ones in the hope that 

the former would prevail. Unfortunately, these strategies 

were not put to the test then because little Albert was 

taken from the hospital. Four years later, however, while 

studying phobias in children, Mary Cover Jones employed 

20 
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Watson and Rayner's third strategy and successfully eliminated 

phobic behavior in what has become the classic case of the 

boy Peter (32). This same decade saw Pavlov develop the 

classical conditioning paradigm. Pavlov perceived that dog 

salivation which occurs in response to food can also be 

elicited by a different stimulus, such as a bell, if the 

ringing of the bell precedes or accompanies the presentation 

of the food for a number of trials (38). The ramifications 

of these early experiments, suggesting how human and animal 

behavior may be acquired, have been vast, spawning much 

behavioral research and learning theory in and out of the 

laboratory. Contemporary behaviorism and its cousin, social-

learning theory, have appeared as champions in the litera 

ture that theoretically supports the position that most of 

human behavior is learned and that this learning occurs in 

many different ways. 

One way human behavior is learned is in the socializa-

tion process. In human socialization the individual child 

is deliberately taught by a number of agents in his society. 

These agents slowly communicate to the child the society's 

values, beliefs, and traditional standards in order to pre-

pare him to function adequately in society when he becomes 

an adult. Among the agents of society with whom the child 

first interacts are, normally, his parents. These parent-

child interactions are of the highest importance in the 

child's socialization. As the child develops, however, 
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other socializing agents come within his boundaries of ex-

perience and make a contribution to the socialization pro-

cess. These additional agents are likely to be peers, 

schoolteachers, and other adults outside the child's primary 

relationships at home. All of these various agents of 

society that are a part of an individual child's socializa-

tion serve two important teaching functions. First, they 

teach the developing child to discriminate between socially 

appropriate and socially inappropriate behavior by offering 

direct reinforcement, including rewards for the former 

behavior, as well as non-reward, and even punishment, for 

the latter. Second, many of these agents provide the child 

with models of exemplary social behavior that demonstrate 

what is appropriate for him to do, what is socially expected 

of him in different situations, and what rewards accrue to 

one who emulates such action in that society. 

Social-learning theorists have focused much of their 

attention and research on the socialization process as it 

influences the young child early in his development (1, 9, 

11, 13, 25). Their findings strongly suggest that what 

happens to the child early in his experience has effects on 

his personality and social development that can endure 

throughout his life. Basing their theory of personality on 

the learning theories of Clark Hull (28), Dollard and 

Miller (35) have claimed that all adult neurotic conflicts 

were learned in parent-child interactions during four 
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developmental situations: (1) feeding, (2) toilet training 

(cleansing), (3) sexual development, and (4) the control of 

hostility. They have emphasized that these neurotic conflicts 

were not consciously taught by parents, but were rather 

ignorantly instilled as the parents went about their daily 

routine. Frequently parents take an active part in the edu-

cational growth of their children, teaching them music and 

mechanics as well as morals and table manners. In fact, 

many parents teach such behaviors so deliberately their 

children are referred to as "chips off the old block" or 

"like father, like son." Thus, some children are perceived 

by others in the social environment as being quite similar 

to their parents. On the other hand, parents often provide 

their children with their most powerful models of socially 

inappropriate behavior. This type of behavior is rarely 

deliberately taught to the children, yet its learning emerges 

when one's small child publicly renders an epithet to the 

child of a visiting guest. The implication of such behavior 

is that it was acquired and learned when the child observed 

his parents engage in the behavior. Gordon has suggested 

that the family is not a simple mechanical unit directly 

reflecting the society. He stated, 

It is a highly dynamic organization, with (1) a 
network of interpersonal relationships that are 
basically emotional in tone, (2) a set of goals, 
values, and aspirations, not necessarily in the 
awareness of the parents, that affect the ways 
in which the infant and child will be treated, 
and (3) the infant himself with his rhythm of 
activity . . . (24, p. 60). 
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The emotional behavior a child observes in those around him 

establishes a basis for imitation. As the child observes 

the emotional behavior of others, he will gain the ability 

to enact similar emotional behavior in various situations 

that previously failed to arouse emotional responses in him 

(29, p. 270). 

The nurturant behavior parents exhibit in their inter-

personal interactions with their children has considerable 

influence on the behavior of the children. The early re-

search of Spitz (47, 48) has shown that to withhold nurturant 

behavior from institutionalized infants may place their 

lives in jeopardy. Rheingold (41, 42), Sayegh and Dennis (44), 

and Collard (20) have demonstrated how various kinds of 

social interactions with infants can change the behavior of 

infants. They have also shown that the direction and charac-

ter of the behavioral change can be experimentally controlled. 

A child's early experiences in the socialization pro-

cess determine to a large extent how he will interact with 

others. If he learns poor social skills, it is likely that 

the frequency and quality of his social interactions with 

others will be low. If he learns effective social skills, 

the frequency and quality of his social interactions with 

others will probably be high (37). Sears, Maccoby, and 

Levin (46) describe significant differences between the use 

of "love—oriented" techniques of discipline in the mother's 

control of the child (^.e., demonstrations of affection and 
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acceptance as rewards for desired behavior) from "object-

oriented" techniques (i.e., physical punishment, tangible 

rewards, and deprivation of privileges). The "love-oriented" 

techniques appear to be generally associated with more rapid 

development of internalized self-control on the child's 

part. The impact of parental interactions with the child as 

he develops his social skills, therefore, cannot be over-

emphasized. If parents are not present to reinforce social 

successes with affection and acceptance, the child's ability 

to perform socially will be seriously handicapped. 

The sphere of influence on the child's socialization 

process changes as he matures. As he explores beyond the 

confines of home and family, he encounters the social milieu 

surrounding his family. Ausubel (3, p. 458) claims that in 

this exploratory period the child seeks new ways to gain 

recognition, play differentiated roles, and practice social 

skills as he interacts with others as an equal. If the child 

has learned to imitate significant power figures in his 

family and environment who are socially facile, his attempts 

to interact socially with others are likely to be reinforced 

and he will repeat them. On the other hand, if the child's 

early attempts to interact with others are clumsy and dis-

appointing, he is not likely to be reinforced for them or 

repeat them (23, 37). This reluctance to engage in social 

interaction diminishes the child's opportunity to receive 

positive reinforcement from others and frequently results in 

some form of social withdrawal. 
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Truax (50) discerned the reciprocal characteristics of 

one person's verbal behavior upon another while engaged in 

social interaction. He found that if one is positive in his 

social interactions toward others, they will be directly in-

fluenced to reciprocate positively in their verbal replies. 

Thus, a reinforcing sequence of social interaction is estab-

lished that encourages the maintenance of high levels of 

positive verbal behavior. This seems to be supported by the 

research of Hartup and Coates (25). They reported that a 

child's popularity is related to the amount of positive re-

inforcement he gives to his peers, and that rejection by his 

peers is related to the amount of negative reinforcement he 

provides for his peers. 

As a child moves into new environments where he inter-

acts socially, it is important that the social skills he has 

acquired in his socialization process generalize to these 

novel situations. Providing for this generalization of 

social responses is a major task of social-learning techni-

cians. Corsini focused on this problem when he wrote, 

Were a roleplaying session to be of specific 
value only for a specific problem it would 
hardly be worthwhile as a psychotherapeutic 
technique. One would then need to have as many 
roleplaying experiences as problems. The fact 
seems to be—and this is, of course, not unique 
to therapeutic roleplaying—that the lessons 
learned in a single session may not only be 
applied to a great many other similar situations, 
but much more important, the whole thinking, 
feeling, and behavior of the person may change 
in all possible directions as the result of a 
single session (21, p. 20). 
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One might expect the social behavior learned while observing 

a football game to generalize when the observer attends a 

hockey game. The two situations are similar in many respects 

and offer several cues that facilitate appropriate social 

behavior. One would not, however, expect the social behavior 

learned at the sports stadia to generalize to the Sunday 

morning sanctuary or to the surgical theater in a university's 

medical center. Accurate discrimination of situational cues 

must be made along with the discrimination of response cues 

that facilitate appropriate social behavior in novel situa-

tions. Much of the social behavior observed in church is 

likely to generalize to a surgery's theater if observers 

have been exposed to relevant modeling cues. Bandura has 

cited complicated research efforts which demonstrate that 

innovative behavior, generalized behavioral orientations, 

and principles for generating novel combinations of responses 

can be transmitted to observers through exposure to modeling 

cues (5, p. 148). 

Bandura (5, p. 133) has explained the acquisition of 

new behaviors, or observational learning, as involving two 

representational systems. One is an imaginal system. The 

other is a verbal system. Environmental stimuli pass through 

these systems and are coded into images or words that are 

symbolized in memory and later used or reproduced for appro-

priate response in similar environmental situations. Actual 

performance of responses is the transformation of these 
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symbolic codifications into motor behavior. Generalization 

of responses, according to social learning theory, can thus 

occur without any overt practice of the acquired behavioral 

response (7) . A child who has poor verbal skills, or has a 

lag in the development of verbal skills, will not readily 

label or verbally encode responses. This deficiency retards 

response acquisition. The emphasis in using a symbolic 

modeling procedure with children, therefore, must be on their 

attending to the specific behaviors that are being presented. 

In summary of this section on the rationale of social 

learning theory, a number of items bear repeating. First, 

social learning theory considers interpersonal response 

patterns to be the result of learning. Second, the learning 

of individual behaviors which extend and expand one's 

repertoire of social behaviors can occur by means of observa-

tion of a model's behavior in the social milieu. Third, be-

cause normally a child's early social environment consists 

of his family and interactions with his parents, his initial 

social behaviors are acquired from, and are similar to, the 

social behavior of his parents. Fourth, as the child 

develops and enlarges his social environment beyond his 

family circle, the frequency and quality of his social inter-

actions with others depends greatly on the amount of rein-

forcement he receives from others while using the social 

skills he has already learned. If these learned social 

skills are faulty, reinforcement may be withheld and the 
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frequency of social interaction may diminish/ resulting' in a 

state of social withdrawal. Conversely, effective social 

skills are likely to be reinforced. This reinforcement 

maintains patterns of social interaction and facilitates the 

learning of new interpersonal responses. Fifth, effective 

social skills for successful social interaction can be ac-

quired through controlled observation of models engaged in 

appropriate social interaction. Bandura found that perfor 

mance of observationally learned responses is largely regu-

lated by reinforcing outcomes that may be externally applied, 

self-administered or vicariously experienced" (5, p. 202). 

Given attractive and effective models of distinctive social 

behavior, one can influence observers toward the acquisition 

of modeled social behavior, toward weakening or strengthen-

ing the inhibition of existing social behaviors, and toward 

the recognition of response cues that facilitate the general-

ization of modeled social behavior to novel situations. 

Symbolic Modeling 

A review of the literature pertaining to matching 

behavior yields a multitude of terms that seem to apply. 

Some of these terms are "imitation," "modeling," "observa-

tional learning," "identification," "internalization," 

"introjection," "incorporation," "copying," "social facilita-

tion," "contagion," and "roletaking." In general, each of 

these terms refers to an observer viewing the behavior of 

another individual, learning the behavior, and performing it 

in a way that is quite similar to that of the model. Albert 
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Bandura uses the broader psychological term "modeling" to 

describe the process (14). His rationale for adopting the 

term "modeling" is that it seems to include all of the Other 

terms in use without detracting from any one of them. The 

major function of modeling stimuli is to provide the observer 

with specific information about how to coordinate response 

elements so that he can enact behavioral sequences that are 

situationally appropriate. Research has shown that specific 

response information can be communicated through verbal in-

struction, through film representation, or through physical 

demonstration (30, 31, 39, 40). The emphasis of the present 

review of modeling research will be on studies in which re-

searchers have attempted to teach specific response to ob-

servers through the use of filmed or video-taped models. 

During the 1960's the United States endured frightening 

amounts of social violence and aggression. Much of this 

social behavior was captured on film and video-tape and 

broadcast into millions of homes across the country. Many 

investigators, concerned about the possible effects of tele-

vised violence on children and adults, began to explore 

those effects in laboratory settings (15, 16, 17). The 

results of some of their investigations suggest that exposure 

to symbolic models (e.c[. , film mediated or video-tape mediated 

models) of aggressive behavior will increase the tendency of 

adults and children to engage in similar behavior (4, 7, 12, 

13) . 
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Walters, Llewellyn-Thomas, and Acker (52) found that 

male hospital attendants who had witnessed a fight scene on 

audio-visual equipment would give stronger electric shocks 

for longer periods of time to an experimenter's stooge than 

attendants who had viewed a non—violent film of harmless 

teenage activities. In a similar study/ Berkowitz and Green 

(16), divided eighty-eight male college undergraduates into 

two groups, an experimental group and a control group, and 

exposed them to different films. The experimental group ob-

served scenes of boxing rounds from the movie, The Champion. 

The control group observed a film presentation of an exciting 

track meet. The subjects were then insulted by the experi-

menter and asked to administer electric shocks to an experi-

mental target whose name was similar to that of the victim 

in the boxing film. Results showed that members of the 

experimental group gave more electric shocks than did members 

of the control group. 

In a classic study, Bandura, Ross, and Ross (11) com-

pared the effectiveness of live aggressive models, filmed 

models, or a film model wearing a cat costume upon the 

aggressive behavior of nursery-school children. A control 

group was also used and subjected to the same experimental 

frustration procedures, but did not view a film. Two judges 

rated the children's imitation of novel types of aggressive 

behavior as well as aggressive behavior considered to be 

non-imitative. The post-treatment observations of children 
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were made in settings separate from those in which the chil-

dren viewed the modeling films. The results of this experi-

ment indicated that any exposure to a live, filmed, or 

costumed aggressive model increased the child-observers' 

total aggressive behavior toward inanimate objects. Aggres-

sive behaviors were defined as striking a toy doll, shooting 

a. toy pistol, shooting a dart gun, and engaging in verbal 

imitation of aggressive themes. All models were judged to 

have had a significant effect in evoking imitation of novel 

forms of aggression, but the live model was found to be the 

most influential. An important finding was that the novel 

imitative aggressive behavior acquired by the nursery-school 

children generalized across situations. 

Bandura, Ross, and Ross (12) have also demonstrated 

that the kind of consequences following the aggressive 

behavior of a filmed model will affect the way children 

imitate the model's behavior. They exposed groups of nursery-

school children to a number of different films depicting some 

form of controversy between two children over one child's 

toy. One film showed a very aggressive boy attacking the 

owner of the toy. The aggressive boy hit and kicked the 

owner until he had won possession of the child's toy. He 

then received a coke, cookies, and other toys as rewards for 

his successful aggression. He was also described as the 

"victor" by the film's narrator as the film ended. A second 

film showed a very aggressive boy attacking the owner of the 
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toy in the same manner as the first film. This time, how 

ever, the aggressive child lost the battle for the toy and 

received nothing for his aggressive efforts. A third film, 

a placebo film, showed the two models playing vigorously 

together, but not aggressively toward each other. Three 

separate experimental groups viewed a different film. A 

control group observed no film presentations. Post-treatment 

observations of the children's behavior in unsupervised play 

settings apart from the settings used in the experiment 

conditions showed that subject behavior was significantly 

altered by exposure to the films. Children who observed an 

aggressive model succeed in stealing a toy from another en-

gaged in significantly more aggression than children in the 

other three groups. 

A relationship between a model's success and viewer 

emulation was also reported by Albert (1). Eight- to ten-

year-old children were exposed to one of three symbolic 

modeling conditions. In one film, Hopalong Cassidy modeled 

successful aggressive behavior against an outlaw. A second 

film depicted the same sequence except that, instead of 

succeeding against the outlaw, this time Hopalong Cassidy 

was shot. A third film simply showed a fight scene between 

Hopalong and the outlaw and terminated before the outcome of 

the fight was apparent. Children in each of the viewing 

conditions were subsequently given the Rosenzweig Picture-

Frustration Test to measure their extrapunitiveness. Results 
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indicated that aggression scores increased from the pretest 

measure only under those conditions in which Cassidy was 

successful. The outcome of aggression was also demonstrated 

to alter aggressive verbal behavior. 

The potential effects of symbolic models on the behavior 

of children and adults have been shown to be significant. 

More recent studies have focused on the use of symbolic 

modeling procedures to teach prosocial behavior (37) , asser-

tive behavior (26, 40), technical skills (30/ 39), and the 

inhibition of phobic behavior (27). Stoller (49) has en-

couraged the use of video-tape mediated models with chronic 

hospitalized psychiatric patients involved in group psycho-

therapy. Sarason and Ganzer (43) have demonstrated the 

effectiveness of video-tape feedback in their rehabilitative 

work with male juvenile delinquents. Bryan and Walbek (18, 

19) have studied the effects of symbolic models upon the 

sacrificing behavior and judgements of children. The results 

of their work have interesting implications for both the 

development of public commitment and the relationship of 

moral attitude to personal action. 

The development of courageous behavior by children who 

are exposed to courageously behaving models has been demon-

strated with both live models (9) and with symbolic models 

(27). In their symbolic modeling investigation, Bandura and 

Menlove (10) sought to extinguish the fear of dogs in small 

children three to five years of age. Each of these fearful 
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children was exposed to one of three films on four alternate 

days. In the single-model condition, the children observed 

a film mediated model gradually approach and befriend a 

large dog. In the multiple-model condition, the children 

observed a number of different children gradually approach 

a number of different dogs. A control condition, consisting 

of Disneyland and Marineland motion pictures, was carried 

out with a group of fearful children for an equivalent period 

of time. On two posttest occasions, immediately following 

the end of the film series and again one month later, all of 

the fearful children were tested as to their approach 

behaviors to several dogs. The first posttest occasion re-

vealed that the children who observed either the single-

model condition or the multiple-model condition engaged in 

stronger approach responses to several dogs than control 

subjects. The second posttest occasion, a month later, 

indicated that the children who observed the multiple-model 

condition were significantly less fearful of the test dogs 

than were children in either of the remaining experimental 

conditions. 

One of the most thorough investigations of the thera-

peutic effects of symbolic models has been done by Bandura, 

Blanchard, and Ritter (8). In this extensive experiment, 

the effects of symbolic models, live models in conjunction 

with a roleplaying or guided participation procedure, and 

systematic desensitization techniques upon the behavior and 
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attitudes of snake phobic adults were explored. Subjects 

exposed to the symbolic models showed themselves a graduated 

thirty-five minute film depicting a number of different 

models approaching & snake. Subjects in the guided partici-

pation condition observed the experimenter handle the feared 

snake. Imitating the experimenter's behavior, the subjects 

received instructions as they made their own approaches to 

the snake. Subjects treated by systematic desensitization 

were given relaxation treatments and subsequently offered 

verbal instructions regarding the imagining of the feared 

stimuli. A control group was simply subjected to the various 

assessment procedures but received no treatment. All three 

types of treatment conditions influenced the subjects to 

approach the feared snakes. The guided participation group, 

however, exhibited the greatest improvement. An additional 

finding was that subjects who underwent the treatment condi 

tions were able to make stronger approach responses to a 

new snake, different in color from the one used in the ex-

periment, than subjects in the control condition. The self-

reports of the subjects' level of fear while approaching the 

feared snake were also affected by the treatments. The sub-

jects in both modeling conditions reported significantly less 

fear while they were approaching the snake than did the 

remaining subjects. Finally, the subjects' attitudes toward 

snakes and other reptiles were assessed by attitude scales 

and semantic differential ratings. Attitudes were much more 



37 

favorable toward reptiles, depending on the treatment condi-

tion of the experimental subjects, following the treatment 

period. The guided participation group showed the greatest 

shift in the more positive attitude direction. Both the 

symbolic modeling group and the guided participation group 

were more favorable in their attitude toward reptiles than 

were the systematic desensitization group. All of the treat-

ment groups were superior to the control group in producing 

more positive attitudes toward snakes. A follow-up study 

one month after the termination of treatment revealed that 

subjects in the treatment conditions were more bold in ap-

proaching the feared snake, and reported even less fear than 

on the tests immediately following treatment. The treated 

subjects' approach behaviors and attitudes had generalized 

to new potentially fearful situations and had endured, even 

improved, over a period of time. 

In a series of experiments, Bryan and Walbek (19) and 

Walbek (51) studied the effects of moral exhortations and 

behavioral examples of symbolic models upon children's judg-

ments, social verbalizations, and behavior. The investigators 

concentrated on the impact a hypocritical model would have 

on children. The symbolic model's behavior was completely 

inconsistent with his preachings. Two symbolic models 

were provided for each of the child observers. One of the 

models was altruistic, donating money or gift certificates 

to the March of Dimes. The other model gave nothing 

away, keeping all of his money to himself. One-third of the 
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children within each of the two conditions heard the model 

exhort charitable actions. The model would say, "It's good 

to give." Another third of the children heard the model 

exhort for selfish actions. This model would say, "It's not 

so good to give." The remaining third of the children heard 

a qualitatively neutral conversation. Statements like, "This 

game is fun," were heard by this group. Children ranging in 

age from six to nine years were exposed to an altruistic 

or selfish peer or adult model. These models either exhorted 

charity, greed, or held neutral conversations. In the 

hypocrisy condition, the child observer heard the model 

preach charity but practice greed. In another model incon-

sistency condition, the child observed the model preach 

greed but practice charity. Following the exposure to the 

symbolic modeling procedure, each child was allowed to play 

a game in an unsupervised situation in which he could acquire 

some winnings. After the game the child was provided with 

an opportunity to donate anonymously a part of his winnings 

to needy children. Part of the effects of the symbolic 

models was considered to be the degree to which a child dis-

played nurturant behaviors with needy children. After the 

children finished the game they were also interviewed by an 

investigator. In these interviews the investigators sought 

to determine the children's judgments about the character 

of the model. The judgments provided a measure of model 

attractiveness. Finally, in one experiment, the children 
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were asked to leave a message for another child while they 

were playing the same subsequent to the viewing of the model. 

The messages were tape-recorded and used to evaluate the cog-

nitions of the children while in the experimental setting. 

The consistency of the findings throughout the series of 

experiments is remarkable. Results indicated that children 

were more likely to make self—sacrificing responses if they 

had observed a model engage in the behavior. Observing a 

model exhort charity consistently failed to change the child 

observer's altruistic behavior. The symbolic model's actions 

were determined to have a greater impact on the child 

observer's behavior than his verbalizations. Results indi-

cated, however, that the symbolic model's verbalizations were 

significant in determining how attractive he was to the ob-

server. Neither the hypocritical condition nor the model 

inconsistency condition was found to affect either the child's 

behavior or his judgment regarding the symbolic model. The 

hypocrite model was found to be more attractive to observers 

because of his verbalizations. The verbalizations of the 

model exhorting greed, however, caused his attractiveness to 

diminish. Thus, the hypocrite preaching charity and prac-

ticing greed was not berated for his behavior. As an attrac-

tive model, he had overcome his tarnished image by simply 

proclaiming allegiance to the virtues of charitable giving. 

Results also indicated that the verbalizations of the symbolic 

models had a significant influence on the messages child 
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observers left for other children while playing the post-

treatment game. Children who viewed either the charitably 

speaking model or the selfishly speaking model were found to 

produce more charitable verbalizations than the children who 

heard only neutral conversation. In summary, it was found 

that a symbolic model's actions influenced the observer's 

behavior. The symbolic model's moral exhortations influenced 

the observer's messages to others. The degree of model 

attractiveness was related to both model verbalizations and 

model actions. These experiments clearly illustrate the 

independent effects of a symbolic model's words and deeds 

upon children. However, the results of these experiments do 

not point to a pronounced relationship between a child's 

cognitions of charity and his own charitable behavior. Al-

though a child may imitate the socially appropriate verbal-

izations provided for him by a symbolic model, what the 

child does, his behavior, is under the control of the actions 

he observes a model perform. 

A symbolic modeling procedure was used by O'Connor (37) 

in a successful attempt to teach socially withdrawn children 

appropriate and effective social behavior. Nursery-school 

children who were described by their teachers as being among 

the five most socially withdrawn in their class constituted 

the experimental population. These socially withdrawn chil-

dren were divided into two groups, an experimental group and 

a control group. O'Connor produced a film which depicted a 
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a group of symbolic peer models engaging in a number of dif-

ferent levels of prosocial behavior. These prosocial inter-

actions were divided into eleven scenes in sequence, from 

scenes showing simple positive social interactions to more 

complex social positive interactions. The experimental 

group was exposed to the symbolic modeling film. The control 

group viewed a nature film in which human figures or themes 

were completely absent. Following their exposure to the 

films, the socially withdrawn children were observed in 

their nursery school environment to determine if their social 

behavior with their classmates had altered. O'Connor re-

ported that the children who had viewed the symbolic model-

ing film significantly increased their level of social 

interaction. In fact, the scores of the children involved 

in the modeling group were reported to be similar to those 

of the other children who were found, during the pretest 

period, to be socially adept. 

The therapeutic use of a symbolic modeling procedure 

has also been demonstrated with mentally retarded subjects. 

Nelson, Gibson, and Cutting (36) succeeded in teaching a 

seven-year-old mildly retarded boy appropriate social re-

sponses. Their method consisted of presenting to the boy 

three video-taped modeled behaviors. The symbolic model 

smiled, spoke about socially appropriate topics of discus-

sion, and demonstrated how to ask grammatically correct 

questions. When the retarded boy imitated the symbolically 



42 

modeled behavior, he immediately received reinforcement with 

candy. Results indicated that the symbolic modeling pro-

cedure, coupled with the use of candy reinforcements, sig-

nificantly increased the retarded boy's enactment of modeled 

prosocial behavior. 

Arem (2) studied the effects of visual modeling and 

verbal modeling of a creative thinking strategy on the 

creative performance of educable mentally retarded and 

normal children, ages ten to twelve. The modeling procedure 

consisted of a symbolic model elaborating or embellishing 

blank five-inch squares drawn on a large poster board. The 

video-tape conditions included (1) visual modeling of the 

strategy, (2) verbal modeling of the strategy, (3) visual 

and verbal modeling combined, and (4) no modeling at all. 

Results indicated that the nonverbal creative performance of 

both groups of subjects was significantly influenced by the 

modeling procedures. Visual and/or verbal modeling of the 

elaboration strategy enhanced all creative output in educable 

mentally retarded subjects. 

The observational learning of mentally retarded boys at 

two IQ levels and under two modeling treatments were compared 

by Cullinan (22) . The subjects were between nine and twelve 

years, had IQ scores of 67 and below or 75 and above, and 

were individually exposed to a video-tape in which a clown 

demonstrated various unusual actions. Half of each group 

merely watched each video-tape segment attentively. They 



43 

composed the modeling treatment group. The other half 

watched each video-tape segment and also responded aloud 

after each segment to a question involving some main feature 

of the segment. They comprised the modeling plus verbaliza-

tion treatment group. After exposure to the treatment con-

ditions, the subjects were tested for observational learning. 

Three primary findings were reported: (1) the modeling plus 

verbalization treatment produced significantly more observa-

tional learning than the modeling treatment alone; (2) higher 

IQ subjects achieved greater learning than lower IQ subjects; 

and (3) the modeling plus verbalization treatment was equally 

beneficial to both groups. These findings indicate that 

systematic teaching techniques based on symbolic modeling 

and observational learning need to be developed for use with 

the mentally retarded. 

The scope, complexity, and frequency of studies using 

symbolic modeling procedures to teach emotional control, 

interpersonal skills, creativity, and physical skills appear 

to be increasing. Kagan has used video-tape feedback in 

aiding school counselors with their interpersonal skills 

development during their graduate training (33, 34). Ivey 

has devised a systematic video program in behavior change 

for psychiatric patients (31). Schwitzgebel and Kolb (45) 

have cited studies that have successfully used symbolic 

modeling procedures to teach gymnastic exercises, knot 

tying, and automobile mechanics. Thus, research underscores 



44 

the viability of symbolic modeling procedures in a number of 

different settings. In view of the pioneering work of 

Bandura and his colleagues, the systematic use of symbolic 

modeling procedures to bring comfort and/or conformity to 

the expanding numbers of emotionally disturbed persons 

promises to give valuable assistance to the professional 

counselor and psychotherapist in the near future. Given the 

current success of symbolic models in teaching new responses 

and evoking old ones, an effort directed at their practical 

use with socially withdrawn seventh graders is warranted. 

Summary 

The claim of social learning theorists that a great 

deal of human learning is the result of modeling or observa-

tional learning has received much support in the literature. 

The thrust of this review of literature on symbolic modeling 

indicates that emotional, cognitive, and motor responses can 

be acquired by observers who attend, retain, and are motivated 

to reproduce the modeled behavior. 

While there seems to be much empirical evidence to sup-

port the use of a symbolic modeling procedure as an effective 

behavior-change method, its use has been employed almost 

exclusively with very small children, adults, or with 

atypical populations like the mentally retarded or the emo-

tionally disturbed. One empirical investigation has been 

found that was conducted with adolescents. It employed what 



45 

might be loosely considered a symbolic modeling procedure 

(43). The subject population of this effort consisted of 

juvenile delinquents. Most of the research on symbolic 

modeling was performed in laboratory settings, not in real-

life situations. Bandura's (5) and O'Connor's (37) work 

suggests that symbolic modeling can be employed in enhancing 

the social interaction and personal adjustment of socially-

withdrawn young children and that the procedures may be 

useful in real-life situations. It seems that an investiga-

tion of a symbolic modeling procedure would not only prove 

useful in understanding its utility as a therapeutic strategy, 

but also offer an innovative and economical procedure for 

aiding adolescents who lack appropriate social skills. The 

present symbolic modeling research was designed to improve 

the prosocial behavior of seventh-grade students who were 

experiencing some degree of poor social adjustment. 
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CHAPTER III 

METHODS AND PROCEDURES 

The following six areas pertaining to this study will 

be discussed in detail in this chapter: (1) the procedures 

involved in the selection of subjects for this investigation, 

(2) the instruments employed in testing the hypotheses, 

(3) the development of the modeling video-tape utilized in 

the study, (4) the experimental design of the study, (5) the 

procedures involved in the collection of the data, and (6) 

the statistical procedure used to analyze the data. 

Selection of the Subjects 

In the summer of 1975, a proposal of the present in-

vestigation was approved by the superintendent of schools in 

a North Texas city for implementation in a local public 

school during the spring session of 1976. The investigator 

was assigned to a local junior high school and was permitted 

to conduct the present study using seventh-grade students 

who could be identified as socially withdrawn, according to 

the definition listed in Chapter I. Cooperation of all 

seventh-grade teachers was obtained in a departmental meet-

ing at the assigned school early in the spring semester of 

1976. The purpose of the meeting was to inform the teachers 

(1) that an investigation was going to be conducted at the 
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school which would take some of their students out of the 

classroom for thirty minutes twice weekly for five weeks and 

(2) to solicit their help in rating students assigned to 

their first-period classes who might become involved in the 

study. The teachers agreed to cooperate and were given the 

Class Pick Form, which they would distribute to their first-

period students at a future time designated by the investi-

gator. The purpose of the Class Pick Form was to determine 

which students among the 330 seventh-grade students were 

least chosen for sitting with, working with, and playing 

with by their first-period classmates. Retainees and 

seventh—grade classes with fewer than ten seventh—graders 

were exempted from the selection process because they were 

members of non—comparable groups at the beginning of this 

investigation. 

On a previously determined day, the investigator used 

the school's intercommunication system to instruct all 

seventh-grade teachers to distribute the Class Pick Form to 

the students in their classes. The investigator then 

directed the students to complete the Class Pick Form and 

return it to their first—period teacher. The teachers then 

sent all completed Class Pick Forms to the instructor by an 

office courier. After examining all of the completed Class 

Pick Forms, the investigator found that sixty-three of the 

total number of seventh-grade students were not chosen by 

more than two of their classmates. These sixty-three 
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seventh-grade students comprised the total population of 

socially-withdrawn students. Closer examination of all of 

the Class Pick Forms revealed that five students were not 

chosen at all by their peers, twenty-six were chosen by only 

one peer, and thirty-two were chosen by only two peers. 

Those students who were not chosen at all and those chosen 

by only one peer were included in this study. Five of the 

thirty-two students chosen by more than two peers were 

selected at random for inclusion in this study. The total 

number of students originally involved in this study was 

thirty-six. Of the thirty-six students, nineteen were girls, 

seventeen were boys. Twenty—seven of the students were white 

Caucasian, seven were Negro, and two were Mexican American. 

Before the study began, the investigator obtained written 

permission from the parents of each student to include him 

in the study. 

The thirty-six socially-withdrawn students were randomly 

assigned to three groups of twelve each. One group consti-

tuted the experimental group, one the placebo group, and one 

the control group. Randomization was accomplished by placing 

the names of the thirty-six students in a container and 

drawing them out one at a time for membership in the experi-

mental, placebo, and control groups, respectively. 

Description of the Instruments 

The Class Pick Form (Appendix A) utilized in this in-

vestigation is a sociometric test that lists all of the 
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members of a class under columns headed "sit," "work," and 

"play." Each student was asked to choose three classmates 

listed on the form with whom he would prefer to sit, work, 

and play. The number of times a student was chosen was an 

indication of his position in the social structure of the 

particular class. 

Pepinsky has stated, "Validity the extent to which a 

test measures that which it purports to measure—-is intrinsic 

to sociometric data, since test results are choice behavior, 

and the test purports to measure that choice behavior" (11, 

p. 40). Correlation coefficients of .76 and .80 were report-

ed by Gronlund in a study designed to test the validity of a 

Class Pick Form in elementary-school classrooms (10). Develop-

ment of the Class Pick Form has been attributed to Gronlund 

(10). The sociogram, a graph depicting classroom social 

structure, is usually derived from sociometric rating forms 

designed to determine which schoolmates are preferred by their 

peers with respect to seating, working, and playing together. 

Bonney (4) has indicated several studies that use the same 

criteria in sociometric rating and has offered evidence to 

support the contention that student choice predicts student 

social behavior in the classroom and/or group settings. 

The reliability of the Class Pick Form seems to be 

adequate. Using a population of twenty pre—school children 

who were asked to choose a schoolmate with whom they wanted 

to sit, work, and play, Bronfenbrenner (5) obtained a reli-

ability coefficient of .67 over a seven-month period. With 
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sixth-grade students in two separate studies, Gronlund (10) 

reported that sociometric status was stable over periods of 

one week, four weeks, and five weeks. The students were given 

three choices governed by criteria related to student behavior 

in school and student behavior out of school. The first 

study showed sociometric status scores that produced stabil-

ity coefficients which ranged from .60 to .90. The second 

study reported sociometric status scores that produced 

stability coefficients which ranged from .85 to .92. 

The Haggerty-Olson-Wickman Behavior Rating Schedule B 

(HOW) is described by Bonney as being well adapted for class-

room use by teachers (3). It consists of a list of thirty-

five questions about the intellectual and personal—social 

behavior of the students. 

Cronbach (8) describes the Haggerty-Olson-Wickman 

Behavior Rating Schedule as a scale used for recording opin-

ions about the behavior and adjustment of children. Unlike 

purely descriptive scales, the HOW is scored to yield a mea-

sure of behavior difficulties. Weights were determined by 

identifying the frequency of each rating in groups of chil-

dren known to have behavior problems. The scale requires 

rating at one of five positions providing a quantitative means 

of recording and summarizing observations of behavior. High 

scores on this scale indicate a high level of maladjustment. 

Day (2) used the HOW in a study designed to test the 

effectiveness of activity group counseling on culturally 
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disadvantaged, behavioral problem boys referred for counsel 

ing by classroom teachers. Twenty-five culturally disad-

vantaged Negro boys, ranging in age from eleven to fourteen 

years, served as subjects. The HOW was used in measuring 

the change of classroom behavior after five weeks of activity 

group counseling. The results indicated that those students 

receiving activity group counseling showed significant gains 

in classroom social behavior and total classroom behavior. 

In a similar study, Blakeman (2) investigated the 

effects of activity group counseling on the classroom be-

havior of forty seventh- and eighth-grade problem Caucasian 

boys, ranging in age from eleven to fourteen years. The HOW 

was used as a criterion instrument for behavior improvement 

following a treatment period of six weeks. Evaluation of 

the data indicated that experimental subjects changed in the 

desired direction. 

The short form of the Coopersmith Self-Esteem Inventory 

(SEI) is composed of twenty-five items selected on the basis 

of a factor analysis of the long from. Coopersmith has re-

ported a correlation coefficient of .96 between the two 

forms (1, p. 29). On the SEI the student is asked to respond 

"like me" or "unlike me" to the test items which are state-

ments of various ways an individual might view himself. 

Fullerton (9) and Taylor (12) examined the SEI long 

form and reported split-half reliability correlation coeffi-

cients of .87 and .90. Coopersmith (7) reported a test-retest 
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reliability coefficient of .88 over a five-week period. 

There are no specific data available for the SEI short form. 

Coopersmith surmised that correlation coefficients would be 

somewhat lower because the form is reduced in length (1, 

p. 29) . For groups of ten- to twelve-year-old children, 

Coopersmith has found substantial agreement between self-

evaluation and behavioral expression (7). He has reported 

that SEI scores are significantly related to creativity, 

academic achievement, resistance to group pressures, will-

ingness to express unpopular opinions, perceptual constancy, 

and family adjustment (1, p. 29). 

In order to determine the practical value of the treat-

ment condition, each student was observed by trained ob-

servers. The observers counted the number of times a stu-

dent engaged in social interaction with his peers over a 

twenty-minute period during the lunch hour. For this study, 

social interaction was defined as any behavior directed 

toward another individual. This interaction had to be 

reciprocal in nature and was recorded whenever a student 

spoke or played with another student. Observers tallied the 

number of social interactions with a wrist counter or by 

hand on the Interaction Frequency Schedule constructed by 

the investigator (Appendix D). 

The twelve observers used in this study were doctoral 

students in a counselor-education program. They received 
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two hours of training with the investigator and were re-

quired to count the number of social interactions occurring 

in the video-tape modeling scenes that were presented to 

the experimental subjects. Any observer whose total tally 

was not at least 90 percent of the total number of inter-

actions occurring on the video-tape was retrained until he 

reached that level of proficiency. 

Development of a Modeling Video-Tape 

The modeling video-tape used in this study shows 

seventh—grade students engaging in social interaction in a 

junior high school setting. The scenes are generally posi-

tive in nature and were written by the investigator in col-

laboration with thirteen junior high school students not 

included in the subject population. Each scene was limited 

to approximately one—and—a—half minutes in order that a 

number of scenes depicting social interaction in different 

school settings could be presented. 

Eight modeling scenes were video-taped and presented 

to the experimental subjects. The sequence of scene pre-

sentation was based upon the complexity of individual social 

behavior, beginning in scene one with a modeling student 

being approached by another studentr and ending in scene 

eight with a modeling student interacting confidently with 

a group of students. Emphasis was placed upon the modeling 

student interacting with a group of peers in a positive way 
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which resulted in his being accepted by his peers and in-

cluded in the group's activity. 

The students serving as video-tape models were unknown 

to the experimental population. Ten students (five girls 

and five boys), ranging in age from eleven to thirteen years, 

acted as models. 

The original modeling video-tape consisted of the eight 

scenes filmed twice in succession. No scene was included on 

the original video-tape unless the director, the engineer, 

the film crew of five adults, the ten student actors, and 

the investigator agreed that it was an effective representa-

tion of positive social behavior in a junior high school 

setting. A panel of three post—master's and doctoral—level 

counselors, who have had experience counseling adolescents, 

viewed and rated the sixteen scenes according to a video-

tape rating scale (Appendix F) constructed by the investi-

gator. The eight scenes included in the present study were 

those rated highest by the three raters on the panel. The 

eight scenes were edited and placed upon a single color 

video-tape for observation by the experimental group. A 

portable Sony color video—tape replay machine and monitor 

were used to present the eight scenes to the experimental 

population. 

Data Collection 

The subjects in this investigation were originally 

thirty-six seventh-grade students currently enrolled in a 
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junior high school in the North Central Texas area. Two 

students moved away, one withdrew because of health problems, 

and one student changed schools. The total population of 

students remaining in this study numbered thirty-two. 

Eleven were in the experimental group; eleven were in the 

placebo group; and ten were in the control group. 

During the two weeks prior to the initial treatment 

session, each student involved in this investigation took 

the short form of the Coopersmith Self-Esteem Inventory, was 

rated on the Haggerty-Olson-Wickman Behavior Rating Schedule 

B by his first-period teacher, and was observed by trained 

observers who counted the number of times the student en-

gaged in social interaction over a twenty-minute period 

during his lunch hour. Students, teachers, and observers 

were not aware of the group assignment of each student. The 

observer had no knowledge of the experimental hypotheses. 

Each trained observer observed three students: one student 

was from the experimental group, one from the placebo group, 

and one from the control group. The trained observer did 

not know the group membership of each student he observed. 

The experimental group met every Tuesday and Thursday 

morning for five weeks following the two—week pretest period. 

The investigator presented the video-tape and introduced the 

situation being portrayed in each scene immediately before 

it was viewed by the experimental group. The introduction 

to each scene about to be viewed was designed to describe 
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the social behavior being modeled and to motivate the experi-

mental subjects to attend to the social interaction occurring 

on the video-tape monitor. An outline of the eight scene 

narrations and modeling scripts has been included as 

Appendix E. After all eight scenes were viewed by the ex-

perimental group, the session ended and the students return-

ed to their classes. Each session lasted approximately 

thirty minutes. Thus, over a period of five weeks, the 

experimental group saw the symbolic modeling video-tape ten 

times. 

During the hour that the experimental group viewed the 

modeling scenes on video-tape, the placebo group viewed a 

placebo film. The placebo group met the same number of 

times as the experimental group and for the same amount of 

time, approximately thirty minutes. Each time they were 

shown Animals That Fly, a film obtained from Indiana Uni-

versity's Audio-Visual Center. This film is completely 

concerned with natural phenomena. It focuses on the flight 

of insects, birds, and bats. There were no human figures 

presented. After approximately thirty minutes, the placebo 

session was terminated and the students returned to their 

classes. 

The control group of ten students remained in their 

regularly scheduled classes throughout the five-week experi-

mental period. They did not see either the modeling video-

tape or the placebo film. 
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Approximately two weeks after the final modeling and 

placebo sessions, all subjects in this inevestigation retook 

the short form of the Coopersmith Self-Esteem Inventory, were 

again rated on the Haggerty-Olson-Wickman Behavior Rating 

Schedule B by their first-period teachers, and were observed 

by trained observers who counted the number of times the 

student engaged in social interaction over a twenty-minute 

period during his lunch hour. 

Design of the Study 

The experimental design employed for this study was a 

pretest-posttest control group design. The design controls 

for such confounding variables as testing effects, matura-

tion, history, instrumentation, statistical regression, 

selection biases, and experimental mortality. This experi-

mental design seems well suited for the present investiga-

tion. 

Data from the three instruments were keypunched on IBM 

computer cards for processing at the University Data Proces-

sing Center. 

Statistical Analyses of Data 

The significance of the difference between the experi-

mental group, the placebo group, and the control group post-

test means was analyzed according to a simple analysis of 

covariance procedure. Campbell and Stanley have endorsed 

a simple analysis of covariance statistical procedure as 
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"appropriate where individual students have been assigned at 

random to treatments" (6, p. 23). In the execution of the 

statistical procedure, the pretest score for each instrument 

was used as the covariate measure. The posttest score for 

each instrument was used as the dependent variable. The 

statistical results have been reported in Chapter IV in the 

form of F-ratios, which were checked for significance at 

the .05 level. 
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CHAPTER IV 

ANALYSIS OF RESULTS AND DISCUSSION 

Introduction 

The purpose of this chapter is to present, analyze, and 

discuss the findings of this investigation. This study was 

designed to determine if a symbolic modeling counseling pro-

cedure could be used to improve the social adjustment of 

children identified as socially withdrawn. The analysis of 

covariance statistical technique was employed to determine 

whether statistically significant changes occurred as a 

result of this counseling procedure. When the data indicated 

near significance and significance (.05), a comparison among 

adjusted group means was made using Tukey's test. 

The data obtained in this study are based upon measures 

administered to thirty-two seventh-grade students. Four 

students withdrew from the original sample of thirty-six 

before the posttest period began. One student was a member 

of the experimental group. One student was a member of the 

placebo group. Two students were members of the control 

group. Thus, there were eleven students in the experimental 

group, eleven students in the placebo group, and ten students 

in the control group. 

The .05 level of significance was established as the 

basis upon which the hypotheses would be tested. Hypothesis I 
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predicted that the mean number of social interactions would 

be significantly greater for students in the experimental 

condition than for students in either the placebo or the 

control conditions. The means and standard deviations of 

the Interaction Frequency Schedule (Appendix D) used to rate 

students participating in this study can be seen in Table I. 

TABLE I 

MEANS AND STANDARD DEVIATIONS ON THE INTERACTION FREQUENCY 
SCHEDULE 

Means Standard Deviation 

Group Pretest Posttest Adjusted Pretest Posttest 

Experimental 

Placebo 

Control 

25.7273 

28.0000 

36.3000 

46.0909 

28.6364 

46.9000 

49.3246 

30.0710 

41.7648 

18.0670 

17.8213 

16.0004 

21.3329 

23.9427 

26.1935 

A mean gain of 20.3636 was achieved by the experimental 

group. Only a slight mean gain of .6364 was achieved by the 

placebo group. A mean gain of 10.6 was achieved by the 

control group. Both the experimental group and the control 

group increased appreciably in the mean number of social 

interactions following the treatment period, but the placebo 

group did not show a comparable increase. The greatest 

gains in the mean number of social interactions was made by 

the experimental group. It can be seen in Table I that the 

standard deviations in all three groups increased on posttest 

measures of the Interaction Frequency Schedule. The largest 



68 

increase occurred in the control group, the smallest in the 

experimental group. 

Table II presents the analysis of covariance data re-

lated to the Interaction Frequency Schedule administered to 

students participating in this study. 

TABLE II 

ANALYSIS OF COVARIANCE DATA FOR THE COMPARISON OF SCORES 
OBTAINED ON THE INTERACTION FREQUENCY SCHEDULE 

Source of 
Variance df 

Sum of 
Squares 

Mean 
Squares F-Value P 

Between 

Within 

Totals 

2 

28 

2067.0078 

10979.5547 

1033.5039 

392.1270 

2.6356 
* • * 

• • • 

0.0894 

m m • 
* • • 

Between 

Within 

Totals 30 13046.5625 

1033.5039 

392.1270 

2.6356 
* • * 

• • • 

0.0894 

m m • 
* • • 

Hypothesis I predicted that the mean number of social 

interactions would be significantly greater for students in 

the experimental group than for students in either the 

placebo or the control groups. Table II displays an F-value 

of 2.6356 which was significant at the 0.0894 level of sig-

nificance but did not meet criterion for significance. The 

Tukey test for multiple comparison of adjusted group means 

is generally not used unless criterion for significance has 

been met, however, since the F-value of 2.6356 approached 

the desired level of significance (.05), Tukey's test was 

used. The results of Tukey's test indicated a significant 

difference (.05) between the adjusted mean number of social 
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interactions between the experimental group and the placebo 

group. Tukey's test did not indicate a significant differ-

ence between the placebo group and the control group. While 

the difference between the adjusted mean number of social 

interactions for the experimental group and the control 

group was large, it did not reach the criterion level for 

significance (.05). Hypothesis I, therefore, only received 

partial support, and was not accepted. 

The means and standard deviations of the Haggerty-Olson-

Wickman Behavior Rating Schedule B (Appendix B) are presented 

in Table III. 

TABLE III 

MEANS AND STANDARD DEVIATIONS ON THE HAGGERTY-OLSON-WICKMAN 
BEHAVIOR RATING SCHEDULE B 

Means Standard Deviation 

Group Pretest Posttest Adjusted Pretest Posttest 

Experimental 

Placebo 

Control 

73.0000 

87.7273 

80.7000 

76.6364 

87.1818 

77.2000 

83.9715 

80.0531 

76.9729 

18.8520 

27.2254 

19.4597 

24.4634 

29.6541 

16.7784 

The pretest mean of the experimental group on the HOW 

was 73.0000. The experimental group's posttest mean was 

76.6364. The increase of 3.6364 represents a slight decline 

in classroom adjustment by the experimental group. The pre-

test mean of the placebo group on the HOW was 87.7273. The 

placebo group's posttest mean was 87.1818. A decrease of 
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.5455 represents a slight gain in classroom adjustment by 

the placebo group. The control group's pretest mean on the 

HOW was 80.7000. The control group's posttest mean was 

77.2000. A decrease of 3.5 represents a slight gain in 

classroom adjustment by the control group. Hypothesis II 

predicted that at the conclusion of the experimental period, 

the social adjustment of each student in the classroom, as 

rated by his first-period teacher, would be significantly 

greater for students in the experimental condition than for 

students in either the placebo or the control conditions. 

It can be seen in Table III that the mean scores of students 

in the experimental, placebo, and control groups remained 

relatively stable throughout the treatment period. The 

standard deviations increased on posttest measures for the 

experimental group and the placebo group. The standard 

deviation for the control group decreased on posttest mea-

sures, suggesting a more homogeneous score distribution for 

that group. 

Table IV presents the analysis of covariance data for 

the Haggerty-Olson-Wickman Behavior Rating Schedule B. The 

F-value of 1.0238 did not approach nor meet criterion for 

significance (.05), so the second hypothesis was not 

accepted. The social adjustment of the students in the 

classroom, as rated by the first-period teacher, was not 

significantly greater for students in the experimental 
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TABLE IV 

ANALYSIS OF COVARIANCE DATA FOR THE COMPARISON OF SCORES 
OBTAINED ON THE HAGGERTY-OLSON-WICKMAN BEHAVIOR 

RATING SCHEDULE B 

Source of 
Variance df 

Sum of 
Squares 

Mean 
Squares F-Value P 

Between 2 252.0854 126.0427 1.0238 0.3723 

Within 28 3447.1763 123.1134 • • * * • m 

Totals 30 3699.2617 • • • • * • • * • B 

condition than for students in either the placebo or the 

control conditions. 

The means and standard deviations on the Coopersmith 

Self-Esteem Inventory (Appendix C), administered to students 

participating in this study, are presented in Table V. 

TABLE V 

MEANS AND STANDARD DEVIATIONS ON THE COOPERSMITH SELF-ESTEEM 
INVENTORY 

Means Standard Deviation 

Group Pretest Posttest Adjusted Pretest Posttest 

Experimental 

Placebo 

Control 

55.6364 

60.3636 

50.8000 

48.7273 

72.3636 

60.8000 

48.8208 

68.5676 

64.8728 

20.2745 

16.3418 

22.8658 

24.5157 

13.5594 

24.1330 

A decline of 6.9091 was reported for the experimental 

group, and a gain of 12.0000 was reported for the placebo 

group on the SEI. A gain of 10.000 on the SEI was achieved 
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by the control group. Hypothesis III predicted that at the 

conclusion of the experimental period, the personal social 

adjustment, as measured by a self-rating scale, for the 

students in the experimental condition would be significantly 

greater than for students in either the placebo or the con-

trol conditions. It can be seen in Table V that the mean 

scores for the placebo group and the control group increased 

after the treatment period, while the mean score of the ex-

perimental group decreased. Posttest standard deviations in 

Table V indicate that the placebo group scores were more 

homogeneous than those for either the experimental group or 

the control group. 

The analysis of covariance data for the Coopersmith 

Self-Esteem Inventory are presented in Table VI. 

TABLE VI 

ANALYSIS OF COVARIANCE DATA FOR THE COMPARISON OF 
SELF-CONCEPT SCORES OBTAINED ON THE COOPERSMITH 

SELF-ESTEEM INVENTORY 

Source of 
Variance df 

Sum of 
Squares 

Mean 
Squares F-Value P 

Between 

Within 

Totals 

2 

28 

2403.5117 

5314.1602 

1201.7559 

189.7914 

6.3320* 
• • • 

• • • 

0.0054 
• • • 

m m m 

Between 

Within 

Totals 30 7717.6719 

1201.7559 

189.7914 

6.3320* 
• • • 

• • • 

0.0054 
• • • 

m m m 

Hypothesis III predicted that following the treatment 

period, the personal social adjustment, as measured by a 
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self-rating scale, for the students in the experimental con-

dition would be significantly greater than for students in 

either the placebo or the control conditions. Table VI 

displays an F-value of 6.3320, which was significant at the 

0.0054 level of significance. A comparison among adjusted 

group means, using Tukey's test, was used. Tukey's test 

results indicated that both the placebo group and the con-

trol group performed significantly better (.005) on the 

Coopersmith Self-Esteem Inventory than the experimental 

group, but not significantly different from each other. Ob-

viously, Hypothesis III was not accepted. 

Discussion 

An examination of the analysis of covariance tables 

related to the analysis of group scores reveals data which 

did not support any of the original three hypotheses. Hy-

pothesis I, which predicted that the frequency of social 

interaction of the experimental group would increase more 

than for both the placebo and the control group, was not 

supported sufficiently by the findings reported in Tables I 

and II. Since the reported F-value of 2.6356 was signifi-

cant at the 0.0894 level of significance, and was consider-

ed to approach the desired level of significance (.05), a 

comparison among adjusted group means was performed using 

Tukey's test. The results of Tukey's test indicated that 

the frequency of social interaction of the experimental 
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group was significantly greater than the placebo group (.05). 

Tukey's test indicated no significant difference between 

either the experimental group and the control group or the 

placebo group and the control group. 

The fact that the experimental group's posttest mean 

scores showed the greater gains in the frequency of social 

interaction and was significantly different from the placebo 

group is consistent with the earlier research of Bandura, 

Ross, and Ross (4, 5), Bandura and Menlove (3) , and O'Connor 

(13). It appears that seventh-grade students in the experi-

mental group may have acquired the symbolically modeled 

social behavior depicted in the modeling video-tape and thus 

were able to engage in significantly more social interactions 

than members of the placebo group as a result. This impor-

tant finding underscores O'Connor's (13) experimental 

results and suggests the continued use of a symbolic model-

ing procedure as an effective treatment strategy for modify-

ing social withdrawal among seventh-grade students. 

The fact that seventh-grade students in the control 

group showed mean score gains in frequency of social inter-

action which were not as great as the experimental group's 

gains, but were not significantly lower than the experi-

mental group's gains, is a finding that is inconsistent with 

current research. Smith's study (17) with elementary school 

children showed the experimental group to engage in signifi-

cantly more social interactions than a comparison group. 
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O'Connor's (13) posttest results revealed that socially-

withdrawn children in the experimental group performed as 

well as socially adept children who did not participate in 

his investigation. O'Connor's experimental subjects also 

performed significantly better than control group subjects. 

O'Connor's findings attest to the fact that seeing a model's 

behavior and the consequences of the behavior, and experi-

encing the consequences vicariously or directly for similar 

behavior, helps the student expand his repertoire of social 

behaviors and enhances the frequency of his social interac-

tion. One explanation of the present study's control group 

gains in frequency of social interaction could be that the 

members of this group were able to observe more effective 

and attractive real-life models of appropriate social 

behavior in their natural school environment than members of 

the placebo group. Bandura, Ross, and Ross (5) found that 

live models were the most influential in establishing imita-

tive behavior in nursery school children who were also 

exposed to film mediated models. It may be that students 

who were members of the control group were serendipitously 

exposed to real-life prosocial models on an infrequent basis. 

These natural models could have experienced inconsistent 

consequences for their prosocial behavior, leaving the 

possible control group observers with tentative evaluations 

of the kind of reinforcement available to those who enact 

such behavior. The questionable forms of reinforcement that 
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may have accrued to the possible naturalistic models could 

have compromised the full impact of the modeled behavior on 

the observers in the control group. The result of these 

events could have led to the acquisition of prosocial be-

havior by the observers and retarded its actual performance 

in the natural milieu. Thus, the control group's moderate, 

but not significant, gains in frequency of social interaction 

could be hypothetically explained. The distinction between 

response acquisition and response performance has been 

derived from experimental data provided from Bandura's 

research (1, 2) . Bandura has demonstrated that novel social 

behavior may be vicariously acquired by observers, even 

though the models are punished. However, these responses 

may not be performed readily without the addition of strong 

incentives beyond those of the situational stimuli in the 

exposure period of the available model. 

Hypothesis II predicted that the social adjustment of 

each student in the classroom, as rated by his first-period 

teacher, would be significantly greater for students in the 

experimental condition than for students in either the 

placebo or control conditions. The data presented in Tables 

III and IV indicate that Hypothesis II was not supported. In 

fact, each group of students involved in the present study 

performed in approximately the same way, as rated by his 

first-period teacher, on pretest and posttest measures of 

the Haggerty-Olson-Wickman Behavior Rating Schedule B. 
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Thus, one must conclude that the present investigation failed 

to demonstrate the effectiveness of the present symbolic 

modeling procedure in improving the classroom social adjust-

ment of each student involved in the study. These findings 

are unfortunately corroborated in the literature of inter-

vention procedures used to modify classroom behavior. The 

review by Kranzler (10) of a series of well-controlled 

studies showed that both group and individual counseling pro-

cedures for elementary children failed to produce significant 

differences between treated and nontreated problem children. 

Hundreds of cases were included in these studies, and care-

ful attention was paid to utilizing sound criterion data. 

Similarly, the well-controlled study by Minde and Werry (12) 

showed that 300 hours of psychiatric consultation, 1500 

hours of tutorial time, and 200 hours of social worker time 

and investment in working with the teachers were not success-

ful in altering the observed classroom behavior of students 

in the experimental group when compared to the control group. 

A symbolic modeling procedure combined with roleplaying con-

ducted by Smith (17) also did not establish teacher-rated 

changes in the observed social behavior of elementary school 

children in the classroom. Most of the investigations cited 

above, including the present study, which have attempted to 

alter students' behavior in the classroom, have assumed 

that the student lacks in his repertoire of behaviors those 

behaviors necessary for effective social interaction within the 
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classroom. This assumption may be a serious error (14). 

The kind and quality of social interaction practiced skill-

fully by seventh-grade students outside of the classroom and 

within their peer subculture may not apply inside the class-

room. Where interpersonal skills are reinforced outside the 

classroom, one might assume that academic skills are the 

ones reinforced inside the classroom. Thus, the present 

study's emphasis on appropriate social behavior, and the 

development of high levels of social interaction, may not 

have offered to the students in the experimental group the 

necessary modeling cues that would facilitate the learning 

of academic skills requisite to improved classroom behavior, 

as observed by a teacher. 

Seventh-grade students who are experiencing classroom 

difficulties may be better served by an activity group 

counseling procedure similar to the one successfully em-

ployed with problem students by Day (6). Small-group teams 

of students in a token reinforcement system, as described 

by Sloggett (16), may also be helped to develop necessary 

academic skills that promote improvement in the classroom. 

The work of Staats and others (18) promises to help future 

researchers define what the necessary academic skills are 

that can help students achieve high levels of appropriate 

classroom behavior. Staats" motivated-learning reading 

treatment (18), utilizing subprofessional therapy-technicians, 

could provide a foundation upon which future school counseling 
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programs, dealing with students having problems in the 

classroom, could be established. 

Hypothesis III predicted that at the conclusion of the 

experimental period, the personal social adjustment, as 

measured by a self-rating scale, for students in the experi-

mental condition would be significantly greater than for 

students in either the placebo or the control conditions. 

This hypothesis was not accepted. It can be seen in Tables 

V and VI that the adjusted mean score gains of the placebo 

and control groups were significantly (.005) greater than 

those of the experimental group, which declined on the post-

test measure of the Coopersmith Self—Esteem Inventory. This 

finding is in conflict with the research of Rathus (15), 

Hersen (8), Eisler (7), and Ivey (9). Their findings have 

demonstrated that experimental group achievement of higher 

levels of social interaction is accompanied by a higher sense 

of personal social adjustment. The opposite finding was re-

vealed in the present study. Although the experimental group 

achieved higher levels of social interaction, embers of the 

group indicated on a self-rating scale a decreased sense of 

personal adjustment. Social learning theorists (1, 11) 

©xplain that the external reinforcing consequences of higher 

levels of social interaction promote the learning of inter-

personal skills and enhance personal social adjustment. How-

ever, social learning research (1, 2, 3, 11) indicates that 

external rewards and punishments cannot explain all of human 
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behavior. Such an explanation is incomplete because indi-

viduals control their own behavior in part by self-produced 

consequences (2). These self-reinforcing and self-punishing 

reactions to one1s own enacted behavior are largely acquired 

as the child witnesses parental behavior and learns parental 

standards of conduct early in his development. In this 

learning the individual develops a capacity for self-direction. 

He is able to engage in behavior for which he rewards him-

self with feelings of satisfaction and self-esteem, or 

punishes himself with feelings of guilt and inadequacy. 

The experimental group in the present study was exposed 

to a symbolic modeling procedure that depicted peer models 

engaging in high levels of positive social interaction in a 

junior high school setting. All of the modeled social 

interactions resulted in reinforcing consequences for the 

symbolic models, which were assumed to provide vicarious 

reinforcement for members of the experimental group watching 

the video-tape. Exposure to the modeling video-tape did not 

apparently have self-reinforcing consequences for the experi-

mental group that would lead to a greater sense of personal 

social adjustment. Perhaps viewing the same video—tape ten 

times over five weeks became a boring and aversive experience 

for the experimental group, resulting in their posttest 

decline on the Coopersmith Self-Esteem Inventory. 

Another explanation of the experimental group's posttest 

decline on the Coopersmith Self—Esteem Inventory could be 
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that the modeling video-tape, while offering peer group 

examples of appropriate positive social interaction, created 

in members of the experimental group an awareness of the 

fact that their own individual behavior in school was 

socially inappropriate among their peers. This awareness 

for individual members of the experimental group may have 

produced a negatively valenced internal conflict between 

patterns of social behavior learned from parents and teachers, 

and those witnessed on the modeling video-tape among peers. 

This internalized conflict was perhaps unresolved by members 

of the experimental group at the time posttest measures 

were taken. However, the experimental group's gains in the 

frequency of social interaction with peers leads one to 

suspect that the modeling video—tape had made an impact on 

their peer group prosocial behavior. Their self-evaluations 

of self-perceived changes in their behavior, however, had 

not yet overcome the possible negative awareness of personal 

inappropriate social behavior. Thus, the experimental group 

showed a decline in personal social adjustment, suggesting 

that the current symbolic modeling procedure failed to 

produce greater personal social adjustment within the time 

limits of this investigation. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

The purpose of this investigation was to determine the 

effects of a symbolic modeling procedure upon the social ad-

justment of socially-withdrawn seventh-grade students. The 

symbolic modeling procedure is a therapeutic strategy cur-

rently being used by a number of counselors and therapists. 

The recent evidence demonstrating that cognitive, verbal, 

and motor behavior can be acquired vicariously has provided 

a basis for the current exploration by social learning 

theorists in human learning. The early investigations of 

symbolic modeling procedures concentrated on the impact of 

aggression in televised violence. The experiments were con-

ducted frequently in a laboratory setting using small chil-

dren or atypical populations. Although some symbolic 

modeling studies have investigated the effects of this 

procedure upon prosocial behavior change, they are few in 

number. A review of the literature found no study which 

used color video-taped models in testing the effects of a 

prosocial symbolic modeling procedure on seventh-grade stu-

dents. This study attempted to facilitate the learning of 

appropriate social behavior and enhance the social adjustment 
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of seventh-grade students (who were experiencing low levels 

of social interaction) through a symbolic modeling procedure. 

The following three hypotheses were investigated in 

this study. 

I. At the conclusion of the experimental period, the 

mean number of social interactions will be significantly 

greater for students in the experimental condition than for 

students in either the placebo or the control conditions. 

II. At the conclusion of the experimental period, the 

social adjustment of each student in the classroom, as rated 

by his first-period teacher, will be significantly greater 

for students in the experimental condition than for students 

in either the placebo or the control conditions. 

III. At the conclusion of the experimental period, the 

personal social adjustment, as measured by a self-rating 

scale, for the students in the experimental condition will 

be significantly greater than for students in either the 

placebo or the control conditions. 

The subjects selected for participation in the present 

study were thirty-two seventh-grade students enrolled in the 

public school system of a North Texas city during the spring 

semester of 1976. They were chosen through a peer selection 

process. The entire seventh grade, excluding retainees and 

seventh-grade students in non-comparable first-period classes, 

took the Class Pick Form (Appendix A) on a predetermined 

morning at school. The Class Pick Form is a sociometric 
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test that lists all of the members of a class under columns 

headed "sit," "work," and "play." Each student was asked to 

choose three classmates listed on the test with whom he 

would prefer to sit, work, and play. The number of times a 

student was chosen was an indication of his position in the 

social structure of the particular class. Those students 

who were chosen by not more than two of their classmates on 

the Class Pick Form were considered to experience minimal 

levels of social interaction and constituted the population 

of socially-withdrawn students used in this study. They 

numbered sixty-three. Five students were not chosen at all 

by their peers, twenty-six were chosen by only one peer, and 

thirty-two were chosen by only two peers. All of those 

students not chosen and chosen by only one peer were in-

cluded in this study. Five of the thirty-two students chosen 

by two peers were selected at random for inclusion in this 

study. The total number of socially withdrawn students in-

volved in this study was thirty-six. The students were 

randomly assigned to groups having the treatment of a sym-

bolic modeling procedure, a placebo treatment, or control 

group status. This resulted in three groups of twelve each. 

Due to family relocation, health problems, and school trans-

fer, four students withdrew from the study, leaving eleven 

students in the experimental group, eleven in the placebo 

group, and ten in the control group. 
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A video-tape of peer models engaged in social inter-

action was developed for this investigation. The students 

serving as video-tape models were unknown to the experimental 

population. The student-actors (five girls and five boys) 

ranged in age from eleven to thirteen years. Appendix E is 

the script used in the eight modeling scenes. 

During each of the treatment sessions, all of the eight 

modeling scenes were observed. Each scene depicted positive 

social interaction in a junior high school setting. Prior to 

viewing each scene, the observer heard a narrator describe 

the scene and the social interactions about to be modeled. 

The video-taped scenes were arranged from those depicting 

simple positive social interactions between an initially 

hesitant modeling student and another student, to more com-

plex scenes where the modeling student had to engage in 

positive social interaction with a group of peers. Each 

scene concluded with positive consequences for the hesitant 

modeling student. These positive consequences were designed 

to increase the observer's level of motivation to imitate 

the modeled social behavior. 

The students in the experimental group met twice each 

week for approximately thirty minutes. They were asked by 

the counselor to attend carefully to the eight video-taped 

scenes to be shown on the video-tape monitor. All eight 

scenes were then presented to the members of the experi-

mental group. 
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The students in the placebo group met during the same 

hour and on the same days as students in the experimental 

group. The placebo group's sessions also lasted approxi-

mately thirty minutes. They were also asked by the counselor 

to attend carefully to a nature film entitled, Animals That 

Fly. Following the presentation of the film, the placebo 

group session was terminated. 

The Coopersmith Self-Esteem Inventory (Appendix C), the 

Haggerty-Olson-Wickman Behavior Rating Schedule B (Appendix 

B), and an Interaction Frequency Schedule (Appendix D) were 

the instruments used in this study. The instruments were 

administered two weeks prior to the initial treatment 

session. Posttesting was accomplished within two weeks of 

the final treatment session. 

The simple analysis of covariance statistical procedure 

was used to test the experimental results for statistical 

significance. The .05 level of significance was established 

as the criterion level to test the hypotheses. 

The findings reported in this study did not support 

Hypothesis I. Although the experimental group showed the 

greatest increase in the frequency of social interaction, 

and was found to have a significantly greater frequency of 

interaction than the placebo group, the experimental group 

did not show a significantly greater increase than the 

control group. The analysis of covariance data concerning 

this hypothesis yielded an F-value of 2.6356 for the groups 
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studied. This F-value was significant at the .0894 level of 

significance. 

Hypothesis II was not supported by the findings of this 

study. The data yielded an F-value of 1.0238, which is sig-

nificant at the .3723 level of significance. The data from 

teachers who rated the students on the Haggerty-Olson-Wickman 

Behavior Rating Schedule B did not indicate a significant 

change in classroom behavior among students involved in this 

study. The mean scores for each of the three groups partici-

pating in this study did not change much from pretest to 

posttest. 

The results of this study do not support Hypothesis III. 

Posttest measures of the Coopersmith Self-Esteem Inventory 

revealed a significantly greater improvement in personal 

social adjustment for members of the placebo and control 

groups than for the experimental group. The experimental 

group's posttest score indicated a decline in personal 

social adjustment. The experimental, placebo, and control 

groups earned adjusted means of 48.8208, 68.5676, and 64.8728, 

respectively. The analysis of covariance data pertaining 

to this hypothesis yielded an F-value of 6.3320. This 

F-value is significant at the .0054 level of significance, 

but was in the opposite direction from that anticipated by 

Hypothesis III. 
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Conclusions 

The following conclusions are presented as a result of 

this investigation. 

1. The symbolic modeling procedure conducted in this 

study appears to be effective in increasing the frequency of 

social interaction of socially-withdrawn seventh-grade 

students even though the findings of the present study did 

not quite reach the desired level of statistical significance. 

2. The symbolic modeling procedure conducted in this 

study does not seem to be effective with respect to altering 

the classroom behavior of socially-withdrawn seventh-grade 

students. 

3. The symbolic modeling procedure conducted in this 

study appears to be ineffective with respect to helping 

seventh-grade students achieve greater personal social ad-

justment. 

Recommendations for Future Research 

In view of the results of this investigation, the fol-

lowing recommendations are made. 

1. The utilization of a guided participation procedure 

in conjunction with the current symbolic modeling procedure 

should be built into the design of a replication of this 

investigation. 

2. Future research of symbolic modeling procedures 

should consider age, sex, and status differences of the 

symbolic models and the observers to determine the differential 
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effects of these variables on the acquisition and performance 

of modeled behavior. 

3. Future research should determine the effects of a 

roleplaying counseling procedure with seventh—grade students 

and examine the possibility of significant differences 

between it and a symbolic modeling procedure in facilitating 

appropriate social behavior at school. 

4. The focus of future research designed to alter 

student classroom behavior should place more emphasis on 

the acquisition of academic skills than on the development 

of interpersonal skills. 

5. Future research should investigate the self-

perceived changes in personal social adjustment as they 

relate to changes in overt social behavior. 

6. Future research with seventh-grade students should 

commence at the beginning of the school year in order to 

provide time for a longer treatment period and the adminis-

tration of additional posttest measures. 

7. Future research should focus on the range of social 

interaction that can be influenced by a symbolic modeling 

procedure with socially-withdrawn students. 

8. Future research should explore the use of mini-

television cameras in recording student behavior as it occurs 

in school, providing for the student specific examples of 

his own behavior that he may wish to change. 



APPENDIX A 

CLASS PICK FORM 

HISTORY 

Room 105 

Instructions: Select three names in each column. Choose 
~~ the three classmates with whom you's like to 

Sit, Work, and Play. 

Your name ______ Teacher's name 

Class Pick Form 

SIT WORK PLAY 

(A list of the names of each student in this class is 
placed in each column.) 
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APPENDIX B 

HAGGERTY- OLSON -WICKMAN BEHAVIOR RATING SCHEDULE B 

NAME Score 
' — — Division I 

SCHOOL GRADE Division II 
~~ Division III 

RATING BY DATE Division IV 

Directions for Using 
Schedule B 

1. Do not consult anyone in making your judgments. 
2. In rating a person on a particular trait, disregard 

every other trait but that one. Many ratings are render-
ed valueless because the rater allows himself to be 
influenced by a general favorable or unfavorable impres-
sion that he has formed of the person. 

3. When you have satisfied yourself as to the standing of 
this person in the trait on which you are rating him, 
indicate your rating by placing a cross (X) immediately 
above the most appropriate descriptive phrase. 

4. If you are rating a child, try to make your ratings by 
comparing him with children of his own age. 

5. The masculine pronoun (he) has been used throughout for 
convenience. It applied whether the person whom you 
are rating is male or female. 

6. In making your ratings, disregard the small numbers 
which appear below the descriptive phrases. They are 
for use in scoring. 

DIVISION I 

Score 
1. How intelligent is he? 

Feeble- Dull Equal of Bright Brilliant 
minded average 

child on 
street 

(5) (4) (3) (2) (1) 
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Is he abstracted or wide awake? 

Continually Frequently Usually Wide-
absorbed in becomes present- awake 
himself abstracted minded 

(5) (4) (2) 

3. Is his attention sustained? 

(1) 
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Score 

Keenly 
alive 
and 
alert 
(3) 

Distracted 
Jumps 
rapidly 
from one 
thing to 
another 

(5) 

Difficult 
to keep 
at task 
until 
completed 

Attends Is absorbed 
adequately in what he 

does 

4. 

(4) (3) (1) 

Is he slow or quick in thinking? 

Able 
to 
hold 
attention 
for long 
periods 

( 2 ) 

1 
Extremely 

1 
Sluggish, 

1 
Thinks 

1 
Agile-

1 
Exceedingly 

slow Plodding with minded rapid 
ordinary 
speed 

(5) (4) (2) (1) (3) 

5. Is he slovenly or careful in his thinking? 

Very Inexact, 
1 

Moderately 
1 

Consistent 
1 

Precise 
slovenly A dabbler careful and logical 
and 

and logical 

illogical 
(5) (4) (2) (1) (3) 

6. Is he mentally lazy or active? 

1 
Interests 

i 
Lethargic, 

1 
Is 

i 
Eager 

1 
Shows 

lazy and Idles ordinarily hyperactivity 
inert along active 

(5) (3) (2) (1) (4) 
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7. Is he indifferent or does he take interest in 
things? 

Score 

Is Uninquisi-
indiffer- tive, 
ent, Rarely 
Unconcerned interested 

(5) (4) 

Displays 
usual 
curiosity 
and 
interest 

(1) 

Interests 
are easily 
aroused 

( 2 ) 

Has 
consuming 
interest 
in almost 
everything 

(3) 

Total Score Division I 

DIVISION II 

8. Is he slovenly or neat in personal appearance? 

Unkempt 
Very 

slovenly 

(5) 

Rather Incon-
negligent spicuous 

(4) ( 2 ) 

Is con-
cerned 
about 
dress 
(1) 

Fastidious 
Foppish 

(3) 

9. How does he impress people with his physique 
and bearing? 

Repulsive Makes an Generally 
unfavorable unnoticed 
impression physique 

and 
bearing 

(5) (4) (3) 

Makes a 
favorable 
impression 

Excites 
admiration 

(2) (1) 

10. Can he compete with others on a physical basis? 

Weak 
' 1 
Has some 

1 
Can hold 

1 
Is 

1 
Has 

and physical his own stronger exceptional 
handi- difficul- than most strength 
capped ties 

strength 

(5) (3) (2) (1) (4) 

11. What is his physical output of energy? 

1 
Extremely 

r 
Slow in 

1 
Moves with Energetic 

1 
Over-active, 

sluggish action required Vivacious Hyperkinetic, 
speed Meddling 

(5) (3) (2) (1) (4) 
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12. Is he easily fatigued? 
Score 

Shows Does not Endures Rarely Unusually 
quick have satis- shows vigorous 
exhaustion ordinary factorily fatigue and 

endurance robust 
(4) (3) (1) (2) (5) 

13. How does he impress you with regard to masculine 
or feminine traits? 
(Note: If subject is male, rate on first line; 
if female, use second line) 

1 
Is a 

1 
Slightly 

1 
Has 

1 
Very 

1 
Entirely 

"sissy" effeminate average masculine masculine 
boy A "buck" 
qualities 

(5) (3) (1) (2) (4) 

1 
A 

1 
Somewhat 

1 
Has 

1 
Quite 

1 
A "coquette' 

"tomboy" boyish average feminine "Clinging 
girl vine" 
qualities 

(5) (4) (2) (1) (3) 

14. Does he lack nerve , or is he courageous? 

White-
livered, 
Fearful 

(4) 

Gets 
"cold 
feet" 
(3) 

Will take Resolute Daredevil 
reasonable 
chances 

(1) (2) (5) 

Total Score, Division II 

DIVISION III 

15. Is he quiet or talkative? 

Speaks 
very 
rarely 
(3) 

Usually 
quiet 

(1) 

Upholds 
his end 
of talk 

(2) 

Talks 
more than 
his share 

(4) 

Jabbers 

(5) 



16. Is his behavior (honesty, morals, etc.) 
generally acceptable to ordinary social 
standards? 
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Score 

Unaccep- Occasional Ordinarily Always Bends 
table, violations acceptable acceptable backward, 
Extreme verY rigid 
violations standards 

(5) (4) (3) (1) (2) 

17. What are his social habits? 

Lives 
almost 
entirely 
to 

himself 

(4) 

Follows Pursues Actively 
few social usual seeks 
activities social social 

activities pleasures 
and 
customs 

(3) (1) (2) 

Prefers 
social 
activities 
to all 
else 

(5) 

18. Is he shy or bold in social relationships? 

Painfully 
self-
conscious 

(4) 

Timid, Self-
Frequently conscious 
embarrassed on 

occasions 
(2) (1) 

Confident Bold 
in himself Insensitive 

19. Is his personality attractive? 

(3) 

to social 
feelings 

(5) 

Repulsive Disagreeable Unnoticed, Color-
Colorless ful 

(5) (4) (3) (2) 

20. How does he accept authority? 

Magnetic 

(1) 

Defiant 

(5) 

Critical 
of 
authority 

(4) 

Ordinarily Respect-
obedient ful, 

Complies 
by habit 

(3) (1) 

Entirely 
resigned 
accepts 
all 
Authority 

( 2 ) 



21. How flexible is he? 

(5) (4) (3) (1) 
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Score 

Stubborn, Slow to Conforms Quick to Easily 
Hidebound, accept willingly accept persuaded 
Noncon- new as new flaccid, 
formist customs necessity customs unstable 

and arises and 
methods methods 

(5) (3) (2) (1) (4) 

22. Is he rude or courteous? 
II 

Rude Sometimes Observes Courteous Elegant 
Insulting, unmannerly, general Gracious 
Insolent Saucy conventions 

of civility 
and respect 

( 2 ) 

23. Does he give in to others or does he assert 
himself? 

Never 
asserts 
self, 
Servile 

Generally 
yields 

Holds his 
own, 
Yields 
when 
necessary 

(1) 

Asser-
tive 

Insistent, 
Obstinate 

(5) (4) (1) (2) (3) 

24. What tendency has he to criticize others? 

Never 
criticizes 

(3) 

Rarely 
criticizes 

(1) 

Comments 
on out-
standing 
weaknesses 
or faults 

( 2 ) 

Has a 
critical 
attitude 

(4) 

Extremely 
critical 
Rarely 
approves 

(5) 

Total Score, Division III 
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Score 
25. Is he even-tempered or moody? 

1 
Stolid 

1 
Generally 

1 
Is happy 

I 
Strong 

1 
Has periods 

Rare very even or and of extreme 
changes tempered depressed frequent elation or 
of mood as con- changes depression 

ditions of mood 
warrant 

(3) (1) (2) (4) (5) 

26. Is he easily discouraged or is he persistent? 

1 
Melts 

1 
Gives up Gives 

1 
Persists 

1 
Never 

before before everything until give in 
slight adequate a fair convinced Obstinate 
obstacles trial trial of 
or mistake 
objections 

(5) (3) (1) (2) (4) 

27. Is he generally depressed or cheerful? 

1 
Dejected, Generally 

1 
Usually 

— r 
Cheerful 

1 
Hilarious 

Melancholic dispirited in good Animated, 
In the humor Chirping 
dumps 
(3) (4) (1) (2) (5) 

28. Is he sympathetic? 

Inimical, 
1 

Unsympa-
1 

Ordinarily 
1 

Sympathetic 
1 

Very 
Aggravat- thetic , friendly Warm- affectionate 
ing, Disoblig- and hearted 
Cruel ing, Cold cordial 
(5) (4) (2) (1) (3) 

29. How does he react to frustrations or to 
unpleasant situations? 

Very sub-
missive, 
Long-
suffering 

(3) 

Tolerant, 
Rarely 
blows up 

(2 ) 

Generally 
self-

controlled 

(1) 

Impatient 

(4) 

Easily 
irritated, 
Hot-headed, 
Explosive 

(5) 
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Score 
30. Does he worry or is he easy-going? 

1 
Constantly Appre-

1 
Does not 

1 
Easy-

1 
Entirely 

worrying hensive , worry going carefree, 
about Often without never 
something worries cause worries 
Has many unduly Light-
anxieties hearted 

(4) (2) (1) (3) (5) 

31. How does he react to examination or to 
discussion of himself or his problems? 

1 
Refuses Volunteers 

1 
Conserva- Quite Entirely 

flatly nothing, tively willing uninhibited, 
to Must be coopera- to tells 
cooperate pumped tive cooperate everything, 

enj oys it 
(5) (3) (2) (1) (4) 

32. Is he suspicious or trustful? 

Very Has to be 
suspicious, assured 
Distrust-
ful 

(5) (3) 

Generally Somewhat 
unsuspicious gullible 
and trust-
ful 1 

(1) (2) 

Accepts 
everything 
without 
question 

(4) 

33. Is he emotionally calm or excitable? 

1 
No emo-

1 
Emotions 

1 
Responds 

1 
Is 

1 
Extreme 

tional are slowly quite easily reactions 
responses, aroused normally aroused Hysterical 
Apathetic High-strung 
Stuporous 

(4) (2) (1) (3) (5) 

34. Is he negativistic or suggestible? 

1 
Negativ-

i 
Complies 

1 
Is 

1 
Rather 

i 
Follows 

istic, slowly generally easily any 
Contrary open- persuaded suggestion 

minded 
(5) (4) (1) (2) (3) 
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Score 
35. Does he act impulsively or cautiously? 

Impulsive, Frequently Acts with Deliberate Very 
bolts 
Acts on 
the spur 
of the 
moment 
(5) 

unreflec-
tive and 
imprudent 

(4) 

reasonable 
care 

cautious 
and 
calculating 

(2) (1) (3) 

Total Score, Division IV 



APPENDIX C 

COOPERSMITH SELF-ESTEEM INVENTORY FORM B 

Short Form SEI 
Total score = # correct 

(xy if 100 desired) 
Total score correlates 

.86 with total 
scores of long form 

No subscales 

Name School 

Class Date 

Please mark each statement in the following way: 

If the statement describes how you usually feel, put 
a check (/) in the column "LIKE ME." 

If the statement does not describe how you usually 
feel, put a check (/) in the column "UNLIKE ME." 

There are no right or wrong answers. 

LIKE ME 

Example: I'm a hard worker. 

UNLIKE ME 

1, 

2. 

I often wish I were someone else. 

I find it very hard to talk in 
front of the class. 

There are lots of things about myself 
I'd change if I could. 

I can make up my mind without too 
much trouble. 

5, 

6, 

7, 

I'm a lot of fun to be with. 

I get upset easily at home. 

It takes me a long time to get used 
to anything new. 

8. I'm popular with kids my own age. 

9. My parents usually consider my 
feeiings. 
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LIKE ME 

10. 

11. 

12. 

13 . 

1 4 . 

1 5 . 

16. 

17 . 

18. 

19. 

20. 

21. 

22. 

2 3 . 

24 . 

25 . 

I give in very easily. • 

My parents expect too much of me. 

It's pretty tough to be me. 

Things are all mixed up in my life. 

Kids usually follow my ideas. 

I have a low opinion of myself. 

There are many times when I'd like to 
leave home. 

I often feel upset in school. 

I'm not as nice looking as most 
people. __ 

If I have something to say, I 
usually say it. 

My parents understand me. 

Most people are better liked than 
I am. 

I usually feel as if my parents 
are pushing me. 

I often get discouraged in school. 

Things usually don't bother me. 

I can't be depended on. 

UNLIKE ME 



APPENDIX D 

INTERACTION FREQUENCY SCHEDULE 

Name: 

Date: 

Beginning time: 

Ending time: 

Instructions: Count every social interaction. A social 

interaction is any behavior the student directs toward 

another person. The interaction must be reciprocal in 

nature. Neither parallel play nor solitary verbalizations 

may be counted. Stop counting when 20 minutes has elapsed. 

Example: 11 = seven occasions in which the student 

engaged in social interaction. 

Rater's Name: 
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APPENDIX E 

MODELING SCRIPT 

SCENE 1 (B and C are talking outside school before class. 
A is alone.) 

Narrator: A is a quiet boy who usually hangs around by 
himself before school. B and C are good friends, 
who have classes with A but seldom speak to him. 
When B and C speak to A, A finds that they are 
friendly and that they all share an interest in 
sports. 

B: (turning to A) "Say, do you know who took the Washington 
game last night?" 

A: "No, who were they playing?" 

C: "Chicago, I bet Unseld stomped some heads." 

B: "Yeah. Boy, he's strong!" 

The bell rings. 

A: "There's the first bell. Why don't we go to the library 
and check it out? It'll probably be in the paper." 

C: "Sounds good, let's go." 

They start to walk inside. B hands a magazine to A. 

B: "Hey, A, here is the new Sports Illustrated. It's got 
a fine piece on Washington in it." 

A: "Thanks, B, can I get it back to you at lunch?" 

B: "Sure, we'll save you a seat." 
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SCENE 2 (Four students, A, B, C, and D, in a crowded hall 
between classes.) 

Narrator: A and B are both getting books out of their 
lockers. Although their lockers are next to each 
other A has never spoken to B because B is very 
smart and popular and A is afraid he will look 
dumb. B drops his papers on the floor and A, C, 
and D help him pick them up. A and B find out 
that they have the same teacher and agree to 
study together for a test. 

B spills his papers. 

B: "Oh great! That's all I need!" 

B starts to gather his papers and A, C, and D begin to 
help him. 

C: "Here." 

C leaves. 

"Thanks, man." 

"Here are some more.11 

"Thanks, I really need these for English." 

"That's O.K. Who do you have?" 

"I got stuck with Mrs. Chamberlain." 

"Here, man." 

"Thanks a lot." 

B 

A 

B 

A 

B 

D 

B 

A "I've got Chamberlain fifth period. That test tomorrow 
is gonna be one killer of an exam." 

B: "It sure is. Say your name is A isn't it?" 

A: "Yeah. You're B?" 

B: "Yeah. (pause) Hey, if you're not doing anything 
tonight I'll call you up and we'll go over English 
together. I don't know about you but I'm really going 
to have to study." 

A: "O.K., that would be great. (B turns to leave) Talk 
to you tonight." 
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B: "Terrific. I'll call around 6:30." 

A: "O.K., bye." 
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SCENE 3 (Three students, A, B, and C, in the school 
lunchroom.) 

Narrator: A is a new boy in school who doesn't know anyone 
in his lunch period. B and C walk up to the 
table where A is sitting. A recognizes B from 
one of his classes, but he doesn't know C. B̂  
sits down next to A and A begins to talk to him. 
They both like music and decide to go to a con-
cert together. 

B and C walk up to A's table. B is humming a stage band 
tune. 

B: "Anybody sitting here?" 

A: "No." 

B: "Mind if we do?" 

A: "No, help yourself. (pause) You're B aren't you?" 

B and C are sitting down. 

"Yeah." 

"I'm A." 

"I'm C." 

B 

A 

C 

A "Glad to meet you, C. (pause) A, what was that song 
you were humming a second ago?" 

B: "Oh, it's a jazz arrangement. I only heard part of it 
yesterday over at the high school. The stage band is 
giving a concert and I got to hear a little of their re-
hearsal. " 

C: "He's been talking about it all day. They must be good." 

A: "Yeah, I've heard they're pretty good." 

B: "Are you going to their concert tomorrow night?" 

A: "I didn't even know they were having one." 

B: "Well I've got a couple of tickets but my folks say they 
can't take me." 

C: "Yeah, I can't go either." 
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A: "Hey, B, I bet my Dad could give us a ride if you still 
wanted to go." 

B: "That'd be great. You could use my extra ticket. Are 
you sure about your Dad?" 

A: "Pretty sure, I'll call you tonight and let you know." 

B: "O.K., Sounds good." 
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SCENE 4 (Two students, A and B, outside after school.) 

Narrator: A is a shy boy who has several classes with B. 
After school one day A sees B leaning against the 
building with a pair of model rockets. A is a 
little afraid to ask B about his models but he 
does anyway. B is friendly and invites A to come 
and share his models. 

A: (hesitantly) "Whatcha got there, B?" 

B: (looking up) "Oh a couple of rockets I brought for a 
report in English." 

Pause. 

A: "Say, they look pretty neat." 

B: "Yeah, I've had a lot of fun with them. In fact I was 
just on my way over to the park to launch them. Want to 
come along?" 

A: "Heck yeah, Let's go." 
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SCENE 5 (Two students sitting in a classroom.) 

Narrator: A sits behind B in Math class. A sometimes has 
trouble understanding the homework and he knows 
that B doesn't. He decides to ask B for some 
help on a problem and B is glad to help him. 

A: "Say, B, did you get number seven?" 

B: "U u uh, which one?" 

A: "Number seven. How do you get number seven?" 

B: "Oh yeah, just solve what's in these parentheses and 
then combine them." 

A: "Yeah, wow, I should've seen that!" 

B: "Then, after that, you just divide." 

A: "O.K. I've got it. Thanks, man." 

B: "That's O.K." 
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SCENE 6 (Two students, a boy and girl, in the halls at 
school.) 

Narrator: A wants to ask B to go to the Spring dance with 
him but he is a little uncertain about how to ask 
her. He knows if he doesn't ask her soon, he 
won't have a date for the dance. He decides to 
do it between classes. 

Halls are crowded. B is at her locker and A walks up to 
her. 

A: (walking up to B) "Hi B." 

B 

A 

B 

A 

B 

A 

B 

A 

B 

"Hi A." 

"u-uh B, has anyone asked you to the Spring dance yet?" 

(turning and looking at A) "No, . . . why?" 

"Well, do you want to go?" 

"With who?" 

"With me. I'm asking you." 

(smiling) "Yes, that'd be great." 

"Terrific, I'll talk to you later." 

"O.K., see you." 

A leaves. 
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SCENE 7 (Four students in a basketball gym at school.) 

Narrator: A, B, and C are standing in the gyro asking each 
other about a missing friend. D walks into the 
gym alone. D doesn't know many of the guys at 
school because he is a new student. When he sees 
that the other guys are waiting around for some-
one else he offers to fill in for a while. The 
group accepts his offer and they start to play. 

A, B, and C are standing together and talking. 

A: "Where is X? He said he would be here by now." 

B: "Yeah, I saw him a couple of hours ago. He said he'd 
come." 

C: "He probably forgot." 

D comes in holding a basketball and overhears the group. 

A: "Yeah, probably." 

B: "Well I'm tired of waiting. Let's either play or do 
something else." 

C: "Right, X has forgotten before. Let's just do something 
else . . . just shoot around or something." 

D walks up to the group. 

D: "Hey if you're looking for someone to play to even up 
the sides I would sure like to." 

A: "Great: I'm A." 

B: "I'm B. You and me will stand C and A. O.K.?" 

C: "I'm C." 

D: "Yeah, sure. My name is D." 

B: "Let's go, D." 

The group starts out for the court. 
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SCENE 8 (Four students coming out of a classroom after 
class.) 

Narrator: A, B, C, and D are coming out of a science class. 
A, B, and C are talking together about the assign-
ment they have just received in class. They are 
confused and a little mad about all that they have 
to do. D, a shy girl who rarely says anything 
to anybody, is coming out of the room with the 
group and overhears what they are saying. She 
realizes that she might be able to help them and 
suggests that they all cooperate to finish the 
assignment. The group really likes D's idea and 
they are happy to follow her suggestion. 

A: "Can you believe what he just did?" 

B: "No, I just don't see any way to learn all this stuff 
before Friday." 

C: "Look at this I There are forty vocabulary words on the 
list. (pause) Wow, I don't know any of them." 

A, B, and C look at the list of words together. 

A: "This stuff is really getting me down. (pointing to a 
word) What is that?" 

C: "What?" 

A: "That word right there. 'Talus.' What does it mean?" 

C and B simultaneously: "I don't know." 

D: (standing among them) "I think I know. I think that 
it's the broken rock and stuff that collects at the 
bottom of a mountain slope or maybe a cliff." 

B: "Yeah, I think that's right, D. I remember Mr. Thomas 
discussing that last week." 

C: "Do you know any more of these?" 

D: "I think I know a couple more. Hey, why don't we get 
together this afternoon and divide up the list and work 
on it together? It might be quicker that way?" 

A: "Say, that's a good idea, D. We could all come to my 
house if it's all right with your parents." 

D: "That sounds great." 
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C: "I can come." 

A: "What about you, B?" 

B: "Really, I need to be there." 

A: "Great, see you at my house after school." 

D, C, and B simultaneously: "O.K., bye." 



APPENDIX F 

VIDEOTAPE RATING SCALE 

Scene Rater 

This scene does NOT depict positive social interaction. 

1 2 3 4 5 

This scene depicts positive social interaction. 

1 2 3 4 5 

This scene is NOT believable as a social interaction. 

1 2 3 4 5 

This scene is believable as a social interaction. 

1 2 3 4 5 

This scene's dialogue canNOT be clearly understood. 

1 2 3 4 5 

This scene's dialogue can be clearly understood. 

1 2 3 4 5 

1 - None 

2 - Poor 

3 - Satisfactory 

4 - Good 

5 - Excellent 
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