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Communication Skills

Abstract

The relationship between teaching Parent Effectiveness
Training (PET) to child care workers in two Native American
organizations with the consequent changes in the attitude of
child care workeré and the attitude, behavior and anxiety of
students was explored. Seventeen child care workers employed
by the Bureau of Indian Affairs (BIA) and 13 child care
workers employed at a tribal youth project were trained
according to the PET model of communication. Communication
skills and attitudes about self, job, and dormitory environ-
ment were measured by pre~ and posttests for all child care
workers. Changes in behavior and anxiety, and attitudes about
self, child care workers and dormitory environment were
measured for fifth and sixth grade students living in both
the Bureau of Indian Affairs and in the tribal project dormi-
tories. It was found that the child care workers did learn
better empathetic and confrontation skills but that there was
no attitude change. The f£ifth graders, whose child care
workers did complete the training expressed less anxiety and
changed more in the direction of a positive self-concept than
did the sixth graders, whosé child care workers 4id not com-
plete training. The finding that none of the BIA child care
workers completed training beyond the third seminar is dis-

cussed in the framework of organizational psychology.
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The Teaching of Communication Skills
to Child Care Workers in Two Native
American Organizations and its

Effects on Students

Alien (1973) and Dlugokinski and Kramer (1974)
working with Indian Boarding Schools in Western Oklahoma,
reported that boarding school experiences accentuate,
rather than resolve, problems for the Indian children.

The increased stresses placed on a child living at an
Indian boarding school were found to result from hig living
awéy from home, family, friends and cultufal traditions.
BEvidence suggests that the,psychosocial development of the
child is impaired and that this impairment becomes more
severe with the onset o£ puberty (Allen, 1973; Bryde, 1966;
Krush, Bjork, Sindell & Nelle, 1966). Using the MMPI,
Krush and Bjork (1965) found that the Indian child revealed
greater personality diéruptions and greater problems of
adjustment when compared to the MMPI norms for non-Indians
within the same age group. Feelings of anxiety, depression
and emotional alienatiﬁn-were frequently reported cn the

MMPI questionnaire.



Communication Skills

3

The relationship between the Instructional Aides,
hereafter referred to as ¢hild care worker (CCW), and thke
child in an Indian boardiné school is of primary importance

in the development of the personality and mental health of
- the child. Redl (1959) states that due to factors in the
everyday life experiences of the child which hay be con-
sidered irrelevant, but which in fact are crucial to normal
social and emotional growth, the CCW is the most influential
staff member in the therapeutic précess with the child.
Portnoy (1971) states that the CCW, through the regular
exercise of his functions, controls various resources
avaiiable to the children in his care and thus becomes a
powerful and influential model to the child. Portnoy
reported the CCWs were imitated more often than were the
neutral models and Gold (1971) and Goocher (1971) have
proposed the need to "professionalize" CCWs. They view the
therapist's focus as being on the understanding and impor-
tance of the child's "life style constructs," while the
CCW is seen as the "behavior change agent." Change occurs,
according to this épproach, through the CCwWs!' modelihg a
more adaptive life style which does not confirm the child's
neﬁrotic constructs about himself and others.

Truax (1967) describes the effective CCW as a proto-

typical model of a well-integrated functioning person.
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Effectivenéss of non~professional personnel was found by

him to be related to their ability to communicate with a

high level of accurate empathetic understanding, non-
possessive warmth, and genuineness. There appears to be an
abundance of support for the effectiveness of these attitudes
and skills in promotihg positive growth in others (Barrett-
Lennard, 1962; Gordon, 1970; Rogers, 1970). i

Neiil (1960) after forty years at Summerhill, a
school in England, states that a child does have the power
within him to grow and develop best in an atmosphere of
acceptance and freedom. He points out that the danger for
the child is the parent putting obstacles in the wéy of his
growth rather than providing “good growing ground."

The theoreticians whose thoughts underlie the metho-
dology of this study contend, on the basis of research and
clinical data, that the warm, accepting, trusting person
will provide the best "growing ground". for the child. If
the CCWs were trained to communicate these characteristics
more effectively, the children in their care would also
show changes in attitudes, self-concept and anxiety (Barrett-
Lennard, 1962; Rogers, 1970).

One methodology which may help CCWs learn how to

communicate in a democratic framework with their charges is
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the Parent Effectiveness Training (PET) program developed by
Gordon (1970). He adopted and extended the theories of the
therapeutic relationship'espoused by Rogers (1970) to a
prevéntive program of instruction for parents. Pérticipants
are'taught effective child~rearing practices; the basic
skills taught are: (1) liétening,skills (reflection of feel-
ings), (2) confrontive skillsA(congruent messages involving
how the child's behavior is,inteffering ﬁith the others
needs), and  (3) coﬁflict resolution skills (finding solutionsg
that are mutually accéptable and need-satisfying)}.

The intent of this study was to investigate the
effects ﬁhat the teaching of empathetic listening and con-
frontation skills (PET) had on CCwWs' attitudes'concerning
their job, self, and working environment, and to determine
the effects of two comparison variables (gender and previous
experience in a BIA boarding school) on the effectiveness of
PET. Further, this paper proboses to determine the effects
that PET for the CCWs had on the degree of anxiety, attitudes
and behavior of the students. Experience'in a bureaucracy,
such as a BIA boarding school, results in an attitudinal and
behavioral set (Shomper and Phillips, 1973); therefore, ccus
without previéus BIA experience will -show greater change in

attitudes and communication skills. It was thought that
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the degree of dogmatism on the part of the CCWs would influ-
ence the effectiveness of their training in that those high
on dogmatism would not learn the skills.of communication as
well as would those who scored low on a dogmatism scale
(Osborn, 1973). The CCWs were drawn from two organizations:
a BIA Boarding School and a tribal directed drug demonstra-
tion project, Concho Indian Youth Project (CIYP) which is
funded through.the Natioﬁal Institute of Drug Abuse (NIDA).
Both organizatioﬁs are located on the same campus located in
western Oklahoma, and all students attend the BIA ‘school.

The méjor differences between.the~two organizations are as
follows: (1) only the fifth grade is housed in the CIYP dorm
while grades 1l-4 and 6-8 aievhoused in the BIA dorms; (2) S
the CIYP hascé iower staff-student ratio; (3) the CIYP dorm
houses both m&les and females whereas thé BIA dorms do not;
(4) evening snacks are provided at the CIYP only; (5) CIYP
staff have not‘previously worked in a BIA school; and (6)
organizational structure of the CIYP is different than that
of the BIA.

’ The firsf five evaluation hypotheses concern the
influence of the training on the staff; the next four
evaluation hypotheses concern the impact of the trained staff

upon the students.
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CCWs with and without previous BIA boarding
school experience will differ in empathetic and
confrontation skills following their completion
of the PET course. .The CCWs without previous
exéerience will exhibit a higher level of skill.
Female CCWs will start at a higher level of
empathetic and confrontation skills than will
male CCWs; however, at the completion of the PET
course, there will be no difference between male
and female CCWs'in empathetic. and confrontation
skills.

The self-expressed attitudes of the CCWs con-
cerning self, job, and dorm environment will be
more positive following com?letion of the PET
course.

CCWs will show increases in their confrontation
and empathetic skills following the PET course.
CCWs who score high on a dogmatism scale will
change less in their attitudes about self, job,
and dorm environment and on empathetic and con-
frontation skills than will those who score low

on a dogmatism scale.
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6. The children will be less anxious following the
CCWs' completion of the PET course. )

7. The children's self-expressed attitudesvconcern—
iné CCWs and dorm environment will be more
positive following the CCWs' completion of the
PET course.

8. The children's hostile and aggressive behavior
will be less following the CCWs' completion of

_ the PET course.

9. The self-expressed éttitudes about the self will
be more‘posiﬁive for the children following the
CCWs' completion of the PET course.

Method
Subjects
Subjects were 17 Indian child care workers (CCWs)
{gender not reported) employed ﬁy the BIA and 13 CCWs (6
male and 7 fema;e)_employed by the tribal youth project.
They represent several different American Indian tribes.and
fange in age from'Zl to 55 years.
Students from the two organizations were 19 (9 male
and 10 female) fifth graders residing at the. CIYP. dormitory,
and 11 (6 male an&-S female) sixth graders residing in the

BIA dormitories. All students attend the same school,
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located on the BIA campus. Originally there were 24 fifth
graders (CIYP]l and 12 fourth and 12 sixth graders
(BIA). However, all fourth graders were dropped from the
study due tovtheir inability to read the pretest instruc-
tions. Failure to return to school after enrollment
eliminated three students (two fifth graders and one
sixth grader], failure of parents to give consent elim-—
inated two of the fifth graders, and one fifth grader
dropped out of the program shortly after the project
began. As with the CCWS, the students represent many
different American Indian tribes from several states.
Measures

Five different measuring instruments were employed.

The Children's Form of the Manifest Anxiety Scale

(Castaneda, McCandless & Palermo, 1956), a 20-~item true

or false questionnaire adapted from the Taylor Manifest

Anxiety Scale for use with fourth, fifth and sixth graders,
was used to measure the self-expressed anxiety of the -~
students. Castaneda et al. found that one-week retest
reliabilities avéraged .90 and that the effects of grade

were not significant.
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Attitudes concerning the self and dorm environment
and CCWs were measured by a Semantic Differential. This

instrument used adjective pairs that have been found by

Oégood, suci, and Tannenbaum (1971) to Se'heavily loaded on

the evaluative factor.. The concepts employed on the scales

were as follows: instructional aides, television room, toy

room, living room, instructional aide's office, bed time,
getting ready for school, changing clothes after school,

Saturday morning chores, counselor's office and self. Norman

g (1959) found on test-retest measures for Osgood's Semantic
Differential that the median r (Pearson product-moment

i coefficient) was .66 and the values ranged from .38 t§ -77.

! A four week delay between tests was used.

| Empathy and confrontation skills were measﬁred by an
instrument compoéed by the writer. It consisted of three
"scenarios which could iﬁdicate that the child is emotionally

—upset and'three problem situations that could be dealt witb
by the CCW through confrontation.

The Burks Behavior Rating Scales (Hostile-Aggressive

" scales, Burks, 1971) was used to measure the behavior of the
students before and after the PET course. Fifty-four items
were rated on a one to five point scale with the higher scores

indicating greater frequency of occurrence thus more hostility
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or aggression. The Hostile—-Aggressive Scale of the Burks

" Behavior Rating Scale consists of nine subscales: poor

social confirmity, poor reality contact, poor sense of
identity, excessive sense of persecution, poor anger con-

trol, excessive suffering, excessive resistance, excessive

aggressiveness and excessive sexuality. The Short-Form

Dogmatism Scale (Troldahl, 1964), a 20-item multiple-~choice

questionnairé,.was used.to measure the degree of emotional
and cognitive rigidity of the CCWs.
Procedure .

. Parent Effectiveness Training was taﬁght to the BIA
and the CIYP-CCWs. There were 10 sessions, each session
approximately two éndAone—half hours in length over a 10 week
period. Pre-~ and posttésts measured attitudes about the
dorm environment, CCWs, and the self, Pre—~ and posttests

of empathy and confrontation skills were administered to

‘both-groups of CCWs. Each CCW was asked to write how he or

she would respond to six different problem situations. They
were rated on a one to five point scale on empathy, accuracy
of reflection (active listening), and confrontation (congru-
ent messages). ‘Raters were two mastexr's level psychologists
authorized‘by Effectivgness.Training Associéteé to conduct

PET courses. They were presented with both pre- and posttests
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at the same time so that the difference in time between pre-
and posttests would not bias the results. Further, each
response set was scored separétely_to avoid a halo effect.
A random sample of three CCWs in both groups (BIA and CIYP)
filled out a pre- and posttest behavioral checklist‘on a
random sample of three male and three female children in their
charge. Since the boys aﬁd_girls are hoﬁsed in separate build-
ings at the BIA boarding school, the CCWs of these aorms rated
only the gender with whom they worked. The CCWs in the CI¥P
dormitory rated all six randomly selected students, both boys
and girls. Measures of emotional and cognitive rigiditYVWere
determined for each CCW by use of a dogmatism scéle.

"Both groups of children (BIA and CIYP) were administered
pre-— and postﬁests measuring degree of manifeét anxiety, and
attitudes ab&ut thg self, CCWs, and the dorm environment.
Pretest measures were not acquired until the CIYP students had
been in their new guarters for one month. The CIYP-CCWs had
been working in the dormitory for three months prioxr to the
beginning of the pretests.

'.Due to th= sm;ll number of subjeéts and the preference for a
Type I error over a Type II erroxr, the alpha level was set at .05.

: Results
'The originally-planned procedufes were modified .since the

field study changed from the plan in three ways:
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(1) none of the BIA-CCWs attended PET training beyond the
third session; (2) only 4 BIA-CCWs completed the posttests;
and (3} there was not sufficient information to warrant com-
'pariSOn'aééoiding to gender with the BIA-CCWs. The,fore;
going three factors make the statistical analyses difficult
to assess. In the discussion section which follows, an
attemptAwili be made to explain the outcome from a different
perspective.

A series of one-way analyses of covariance (ANCOVA)
were performed comparing the BIA- and CIYP—CCWS; Using'the
pretest as a éovariate, a random»;ample of four was drawn
from CIYP to equate the two groups for each of the dependent
measures: attitudes about (1) self, (2) CCW, (3) dorﬁ, and
skills in (4) cogfrontation and (5) empathy (see Tables 1

and 2). None of the differences were significant. Further

Insert Table 1 about here

Insert Table 2 about here

a_series of one-way analyses of variance (ANOVA) were per-

fggggg_qEﬂFQENp;gtggq means_of the BIA- and CIYP-CCWs
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for each of the measures: (1) dogmatism, (2) skills in
confrontation, (3) empathy and attitudes about (4) self,

(5) ccw, and (6)'dorm (see Tables 3 énd 4). With the excep-
tion of confrontation (see Table 3); none of the compari-
sons were significant (see Table 4). The BIA-CCWs exhibited

better confrontation skills on the pretest.

Insert Table 3 about here

Insert Table 4 about here

One-way ANOVAs were performed on the pretest and
the posttest means of the male and female CIYP-CCWs for
each of the following measurés: skills in (1) confrontation
and (2) empathy, and attitudes about (3) sélf, (4) CCW, and
(5) dorm (Tables 5 and 6). None of the comparisons were

significant.

a Insert Table 5 about here

- Insert Table 6 about here
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Further one-way ANCOVAs were performed comparing
male and female CIYP-CCWs on posttest scores with pretest
scores as the covariate for each of the following measures:
attitudes about (1) self, (2) CCW, and (3) dorm, and skills
in (4) confrontatién;_and (5) empathy (see Table 7). None
of thé comparisons were significant. Means, adjusted means
and standard deviations for Tables 5-7 are presented in

Tablé 8.

Insert Table 7 about herxe

Insert Table 8 about here

Correlated measures t-tests were performed comparing
all CIYP-CCWs on their pre- and posttest means for each of
these measures: skills in (1) confrontation and {2) empathy,
and attitudes about (3) self; (4) cCW, (5) dorm. Comparisons
on confrontation (t(12)=3.86,p<.01) and empathy (t(12)=4.99,
P<.001) were saignificant. The CCWs were more skillful in
confrontation and empathy on posttests than on pretests (see

Table 9).
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Insert Table 9 about here

>The CIYP-CCHs were categorized according to high
dogmatism (77 and above) and low dogmatism (72 and below)
so as to compare the upper and lower quartiles of each of
the measufes: attitudes about (1) self, (2) CCW, and (3)
dorm, and skills in (4) confrontation, and (5) empathy.
Results were analyzed with one-way ANCOVAs using the pre-
test scores as tge covariate (see Table 11 and 12). None of

the comparisons were significant.

Insert Table 10 about here

Insert Table 11 about here

A series of two-way ANCOVAs analyzing gender and
" grade with the pretests as the covariate were performed on
each of the measures: (1) anxiety, and attitudes about (2)

self, (3) Ccw, and (4) dorm (see Table 12). The comparison

Insert Table 12 about here
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for grade on the measure for self was significant. Due to

a Pearson‘prpduct;mqment correlation coefficien£ of .067
between pre~ and posttests on grade, a two-way ANOVA was
.performed on these data; results were significant. Means
(see Table 13-14) would suggest that thé fifth graders
changed moré in the direction of a more positive self-concept

than did the sixth graders during the treatment period.

Insert Table 13 about here

' Insert Table 14 about here

_ A one-way ANCOVA, using pietest as covariate, was
performéd comparing sixth and fifth graders on their |
behavioral ratings. Comparison of fifth and sixth graders
on behavioral ratings was not significant. Means, adjusted

means and standard deviations are found in Table 15.

Insert Table 15 about here

Correlation coefficients for the three CIYP behavior

raters are as follows: (1) on pretest raters 1 & 2 (.224),
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raters 1 & 3 (.267); raters 2 & 3 (.212) and on posttest
raters 1 & 2 (.413); raters 1 & 3 (.923), and raters 2 & 3
(.301).- Results suggest that ra£er reliability was low.
One~-way ANOVAs were performed on the pretest scores
of the male and female fifth'graders for each of the measures:

(1) anxiety, and attitudes about (2) self, (3) CCW, and

o~

i) dorm. None of the comparisons reached significance

(see Table lGY.

insert Table 16 about here

Correlated measures t—tests were performed comparing
all fifth graders on their pre~ and posttest means for each
of the measures: (1) anxiety, and attitudes about (2) self,
(3) ccW, and (4) dorm. Comparison for anxiety (t(18)=2.77,
p<£.02) was significant. Fifth graders expressed less anxiety

on posttests than on pretests (see Table 17)}.

Insert Table 17 about here

One-~way ANOVAS Qere performed on the pretest scoress
of the male and femazle sixth graders for each of the measures:

(1) anxiety, and attitudes about (2) self, (3) Cccw, (4) dorm.
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With the exception of the pretest attitudes toward
respective CCWs, none of the comparisons were significan#.
(see Table 18). The female sixth graders scored higher on
an attitude scale about their CCWs on éretest than did their
male»countefparts (see Table 14). quever, this difference
decreased by the posttesting due to the female sixth graders
scoring lower on their measured attitudes about their CCWs,

than they did on the pretest.

Insert Table 18 about here

Correlated measures t—~tests were performed comparing
all sixth graders on their pre~ and posttest means for each
of the measures: (1) anxiety, and attitudes about (2) self,
(3) cCW and (4) dorm. None of the comparisons were signifi-
cant. Means and Standard Deviations are in Table 17.

' There were eight ANCOVAs performed on results with a
negative or low corfelation ¢ < .3) betweep pre~ and posttest.
A Pearson product-moment correlation coefficient of .3
represents onlny per cent association or shared variance.
This is a conserxrvative cut off point between the disadvantage
of ANOVAs on raw gain scores and the loss of one degree of

<
freedom with the ANCOVAs. Significance levels (p = .05)
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for these subjects ranged from r = .71(8) to'r = .46(19).
ANOVAs were performed on the data and none of the ANOVAs

changed the results as reported in this section.

Insert Tables 19-23 about here

Discussion and Conclusions

The BIA-CCWs at the beginning of the study exhibited

greater skills in confrontation thaﬁ did. the CIYP-CCWs.

None of the BIA-CCWs participated in the PET training past
the third session so the four complete BIA-CCW posttest
results cannot be considered as an index of training. While
male and female CIYP-CCWs did not differ on either pre- or
postteét measures as a group, the CIYP-CCWs did exhibit
‘better empathetic aﬁd.confrontation.skills than did the BIA-
CCWs. The results failed to support the h&pothesis that PET
would cause a positive change in the CCW's attitudes about
(1) self, (2) CCW oxr (3) dorm.

The fifth graders expressed less anxiety and changed
more in the direction of a positive sélf-cohcept during the
treafment'period than did the sixth graders whose CCWs did
not complete PET. The sixth grade females were found to

have significantly more positive attitudes toward their
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respective CCWs than did their male counterparts. This
difference was not found on the posttest due to a slight
decrease in the males and a largef decrease in the female
sixth graders' positive attitudes toward their CCWs.

The general outcome of this study requires that it
be considered not only in terms of the results, but also
in the light of the psychosocial enviionment within which
it was conducted. - In other words, it is not sufficient to
evaluate the output of this study.without also considering
the input and throughput. Since the results give some cre-
dence to the input and throughput, it will be discussed first.
Output )

Hypothesis one, which stated that CCWs with and
without previous BIA boarding school experience would differ
in eméathetic and confréntation skills following completion
of the PET course, the CCWs without previous experience
(CIYP) having a higher level of Skill, was not supported.
However, there were two main problems with this comparison
between CIYP~ and BIA-CCWs: (1) only four BIA-CCW completed
posttest measures which caused the s£atistical power to be
very low; (2) none of the BIA~CCWs completed PET past the

third session, but all had access to the text (Gordon, 1970).
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Therefore, the degree of exposure to the PET model was not
controlled with ﬁhe BIA—CCWs, thus leaving some doubt about
the representativeness of the four BIA-CCWs who did complete
postﬁest'forms.

‘ Oon preteét measures, the BIA~-CCWs exhibited better
confrontation skills than did the CIYP-CCWs. This is under-
standabie in light of their having more experience and
possibly more confidence and assertiveness in working with
stqdents-in a boarding school.

. The hypothesis which proposed that the female CCWs
would initially exhibit more advanced empathetic and con-~-
frontation skills was not supported by the data. While
females have traditionally been more empathetic tFarson,
1974),'selec;ioh factors may account for the lack of initial
difference. Males employed as CCWs may be different in
-empathy than maleé in the general population.

The self-expressed attitudes of the CCWs concerning
the self, job (CCW) and dorm environmént did not improve
following‘PET as hypothesized. Because PET proposes a dif-
ferent approach to children than the average person employs,
the CIYP-CCWS'may have consequently found it difficult to

feel sdccess and adjust to this approach.
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The hypothesis which stated that the CCWs would
improve in their confrontatlon and empathetlc skills follow-
ing the PET training was supported. However, the hypothesis
whicﬁ.statéd thét CCWs who scored high.bn dogmatism would
change‘less in their skills in,conffontatioﬁ.and empathy and
in their attitudeé about self, joBs; and dorm environment
was_hot supported. The degree of dogmatism failed to
differentiate between those who completed PET training and .
those who did not} nor was if related to effectiveness of
training. The degree of dogmatism may differentiate between
those who use their learned skills and those who do not.
However, further information is needed before this.can be
determined and may be the subject of continuipg,research.at
Concho Indian Youth Project.

The proposed decrease in. students' anxiety following
their respéctive CCWs completion of PET course was found. The
decfeaée in anxiety between pre- and posttests was largely due
to the decrease in the.méles anxiety scores. Males pretest scores
were higher than the females but on posttest were lower. It was
found with the exception of the female sixth graders, pretest
attitudesitoﬁard>£heir féspective CCWs, there were no differen-
ces. between male and female f£ifth and sixthvgraders on compari-

son variables. The female sixth graders had more positive
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attitudes toward their CCWs (all female) on the pretest than
didAtheir male counterparts (male si#ﬁh graders had male and -
female CCWs). However, on the posttest there was no dif-
ference due to a slight decrease’'in the males attitudes and

a large decrease in the female sixth graders' attitudes

about their CCWs. The initial difference might suggest that
females have a better sexual identification; therefore,

enter relationships with.other females with more positive
attitudes than do maleé. Further information would be

needed to substantiate this.

The hypothesis that the students' self-expressed
attitudes aboﬁt their CCWs and dorm environment would be
more positive‘following their respective CCWs completion of
PET was not supported. A possible exélanation could be that
the instrument used was not sensitive to the changes in
‘attitude or that dué to the ratio of CCW to student, attitude
change is slower than when there is-a one to one relation-
ship as in a parent-child relationship. The fact that the
“attitudes.of the female sixth grader changed in the negative
direction concerning their CCWs (BIA has a one to 18 staff-
student ratio) may suggest that the ratio of CCW to student

" has thé greater influence on the student perceptions of the
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CCWs than the CCWs own interéersonal skills. Further infor-
mation wouid be needed to answer this. With respect to the
findings of Allen (1973) and Dlugokinski and Kramer (1974),
a fﬁrther expiénatidn could be that students are reluctant
to make a positive emotional investment in a CCW or dorm
‘environment for fear of experiencing yet another loss.

The hypothesis concerniné thé decrease in the
students' hostile and aggressive behavior following their
respective CCWs completing PET was not supported. 1In parent
education courses utilizing thé PET model, chahges in .
behavior have been found (Lillibridge, 1971). The fact that
" the ratio of CCWs to students is higher than is that found
betweeﬁ parents ané their children may dilute the effects
of the new model of communication thus requiring longer'
periods of time before behavior chanées occur.

The proposed increase in students' self-concept
followiné their respective CCWs cgmpletion of PET course was
supported by the results. The fifth graders whose CCWs
completed the PﬁT'course were found to have more positive
self-concept than did the sixth graders whose CCWs did not
complete the PET course. All but the male sixth graders
increased in self-concept -during the treatment period. Sixth

grade males scored lower on the self-concept scores on posttest
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than pretest. In comparison the 1argest mean change in the
predicted direction was found in the £ifth grade males.
Changes in self-concept following parents' completion of a
fET course was also found by'Stearn (1971).

Input & Throughput

Lorsch and Lawrence (1968), discuss the need for
adequate diagnésis of organizational problems prior to the
change effort. According to these authors, the degree of
success of collaborative efforts between sub-units or organi-
zations depends upon how divergent the two are with respect
to: (1} time orientation of members {(short vs. long term
goals), (2) interpersonal orientation of members (task vs.
interpersonal), and (3) internal formal structure {(loose vs.
rigid rules). The history of the federal grant that finally
materialized into the CIYP is of relevance. The BIA school
originally had made two attempts at funding for the purpose
of setting up a model dormitory by decreasing the ratio of
instructional aides (CCWi and students. After those attempts
failed, the Cheyenne-Arapaho Tribal Council changed the pur-
pose of the grant to establishing a drug prevention program
which was to be operéted in a different building on the same
campus. According to the conceptual scheme qf Lorsch and

Lawrence, the BIA and the Tribal Council projects are
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divérgent in two areas: time orientation and internal for-
mal structure. .

The.BIA school desirgd short-term immediate relief
of the staff shortage; whereas the CIVYP was aimed at long
term prévention,goals. The structure of a bureaucracy such
as the Bureau of Indian Affairs has been documented by
several authors (Shomper and Phillips 1973; Toffler 1970;
and Biau 1956). Shomper and Phillips characterize a bureau-
cracy as “a gystém of administration marked by constant
striving_fér inbreased fﬁnctions ana power, by lack of
initiative and flexibility, by indifference to human needs
or public opinion, and by a tendency to defer decisions to
superioxrs or to impede action with red tépe.“ While it is
the writer's opinion that'the Concho: Indian Boarding School
differs in some respects to the above definition, its struc-
ture and organization is more rigid and legalistic in ité
operatioﬁ than is the CIYP, a newly formed group. Therefore,
the.two organizations are different in their scope and
structure; and as Lorsch would predict, any effort to change
would be hinderedAby a lack of cooperation and by unrespon-
siveness. ‘

Glasser and Taylor (1973), studied ten successful

and ten unsuccessful projects funded under the National
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Institute of Mental Health (NIMH) in respect to the quantity
and quality of the relationship between the principal inves-
tigator and the host agency. They found that succeésful
projects, as opposed to unsuccessful ones, were character-
ized by the fact that the basic research idea and the pro-
ject were directly rélevant to thé needs of the host agency;
and that during the design of the project, a two-way communi-
cation system was developed between key persons in the host
agency and the project so that conflicts would be resolved.
In facﬁ, there was no difﬁerence between successful and
unsuccessful projects with respect to number of conflicts;
the difference was in their feéolution. In the successful

. projects, eachiparty was receptive to the other's input,
acknowledged their value and used‘them where appropriate.
éonsultants were brought into the project to work out some
of the less apparent aspects of their relationéhip.

. Aslétated above, the immedigte needs of'the BIA
school were not satisfied by the CIYP and as a result, thé
school administration was frustrated in its needs. The
wrifer was told on more than one occasion that the drug prob-
leﬁ was not ;é great any longer and that what was needed was
more staff to work with the students. The necessity for

cooperation and support from key persons has been reported
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by several authors (Cattle, 1970; Chesler, Schmuck, &
Lippitt 1963; Runkel 1974; Swaab 1972). While not being
able to single-~handedly make a project work, administrators
and. supervisors can hinder a projéct which does not agree
with their goals. The administrators and supervisors at
the BIA school were not consulted about the idea and design
of the drug prevention project and, therefore had no input as
to how to make it more relevant to their needs. Not having
an inveolvement, thus, not feeling a part of the project, the
staff may have perceived ;he evaluation teém‘as judgnental
of their competency as an organization and as individuals.
Initial orientation meetings set up by:the psycholo-
gical consultants were characterized by questions concerping
control, wﬁ6~ﬁ6uld see fesults, who was better trained, andv
how, if at all, the project would help them. While these
are'nbrmal and desired qugstions upon entering‘into‘a change
effort in an organization (Runkél, 1974; Schmuck, Arends and
Arends, 1974) the process did not continue. Communication
broke down in times of high emotion, which is a poor diagnos-—
‘tic sign according to Runkel and Bell (1975). Both the BIA
and the CIYP adminiétration‘and staff discouraged the con-

sultants from dealing with the conflicts between personnel.
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Runkel and Schmuck (1974) consider readiness of a school to
profit from a change effort to be composed of two elements:
readiness for collaboration, which is willingness to com-
.‘municate during con.lict and adjust to inﬁerdependent
roles, and variety pool, which is openness of communication
' and ready access to novel ideas. Runkel . (1974), found that
schools.high on both readiness fof collaboration and variety
pool profited more from change efforts; however, those who
were low on either one showed less change. - ﬁunkel and Bell
(1975), state that if a school is high on variety pool and
low on readiness for collaboration, training -in openness
actually depresses.responsiveness below untrained schools.
Further, it is logical that 1f a group were low on collabora-
tion, but high on potentially confllctlng ideas, that the
situation would be explosive. Therefore, teaching open and
honest communication skills to a group which is low on
collaboration might be "lightiné the fuse."™ The BIA~CCWs
may in fact have handled the training with more wisdom than
did the writer. .

The réluctance of the administration and fear of
open cémmunication are felt by the writer to be majoi

aspects of the BIA-CCWs not attending the training sessions;
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however, a more complete picture would be gained by
examining the BIA-CCW‘job and ‘role prescriptions. ZXKatz and
Kahn (1964}, discuss the taking of organizational roles.
'They'describe the proeess as the accumﬁlation of a set of
prescriptions and proscrip£ions held by the members of
reference groups who in turn are influenced by eachvother

as well as the requirements and structure . of the brganiza—.ﬁi
tion. Due to the low ratio .of CCWs to‘stﬁdehts'invthe BIA
dorﬁ,'custodial efforts too often takeé priority over human- -
itarian care. By keeping.it clean end neat and.maintaining
the status quo; the CCWS cCarry on.- Asking them to learn
better communication skiils so as to relatée more effectively.
with the stddents placed them in a fele'conflict (Kahn,
Wolfe, Quinn, Snook, Rosenthal, 1964). They were faced

with two opposing expectations, one that they should relate
more with the studenﬁs and the other'that—they_should keep
the dorm clean."CIeaning and decorating the dorm were twice
reported to the writer as reasons for noﬁ attending the
sessions. The CCWs were faced with a decieion of what takes
priority and the bureaucracy took precedence. Further
studies of Katz and Kahn (1964) and Korman (1971), show

that employees of hlghly structured and ordered organlzatlons

are low.on w1111ngness to go beyond the call of duty,




Communication Skills

32

especially if it takes away one hour of free time a week as
' @id this training.

' Sources of p0551b1e 1mprovement for this design
would be the use of a control no-treatment group, which ‘is
associated with the same age Chlld.' Maturational differences
may account for the present results; conﬁrolled studies
could be more conelusive. Dependent meesures for empathetic
and confrontation skillsrhave’ﬁo'khoﬁhgreliability; and
therefore, results must.be considered with this in mind.

The use of such packages as developed by Carkhuff (1969)
would be more reliable. Further, the writer would be inter-
ested in looking at the anxiety of the CCWs as well'as-their
expressed feelings'about'their competency iﬁ their role.

Ten weeks may not be long enough to. accomplish change in
attitude of CCWs and their respective students. A longer
interim between pre- and posttesting would determine this.

Those 1nterested 1n.research of thls ‘nature would . i”';_;r

"do_well to’ follow closely the guidelines set forth by ~
'Schmuck and Runkel (1973) and Glasser and Taylor (1973). A
clear and honest communication of expectatlons and goals
from the beginning with key persons; insuring through train-
ing or outside consulration an adequete readiness for colla-

boration and variety pool; a time schedule that will allow
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sufficiant. time for a good start;,and-a complete diagnosis
of the needs, structﬁre and characteristics of the host
agency seem to stand out as most.important.

In éummmafy, the ﬁajdr_finding of this study was
that Indian male and:female CCWs can be taught empathetic
and confrontation skills,Aand that the students in their
charge expressed less aﬁxiety and changed more in the direc-
tion of a positive self—concebt than those students whose
CCWs did not receive the training. This has significance not
only in terms of a.'continuing fraining ﬁrogram at the host
agency but also for thé planning of tréining érograms in
other Indian boarding schools. Results were only on
fifth and si#th graders; generalization beyond these graées

requires further research.
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N Table 1
One-Way ANCOVAs Comparing BIA-
and CIYP-CCWs on Posttests
with ére'{:ests as .Covariate
.~
] Mean Sqguare
' Measures ~ Between Within F )
Self . .02 .24 .09 .75
ccw. : ©.01 .29 .01 .87
Dorm .02 o .28 .06 .80
Confrontation 15.77 11.19 1.41 .28
Empathy . 26.25 9,53 2.75 .16

Note. Means, Adjusted Means and Standard Deviations i

Table 2.

.a_d_f = 1,5 for each measure.
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Table 2
. Means, Adjusted Means and Standard
" Deviations for BIA- and CIYP-
' CCWs of Pre- and Posttests
Pre foét Adjusted
Measures> ) M SD : M SD M
BIA
~ Confrontation 5.00 .71 5.75  1.48 5.90
Empathy " 5.00 2.34 6.00  1.22 6.02
Self 52,75 9.36 51.25 3.70 53.63
ccw : - 53.25 10.89 50,25 12.34 53.16
Dorm 50.75 10.35 51.25 - 9.60 47.13
CIYP _
Confrontation "4.75 .43 9,75 3.27 - 9.60
Empathy 3.75 1.29 9.00 3.53 8.98
Self ~ 53.50 4.39 53,75 7.85  52.62
cew . 53.50 2.59 50.00 6.00  53.59
Dorm 44.50 6.26 43.25 - 6.68 48.11
a

n = 4 for both measures, .



Communication Skills

42
Table 3
One-Way ANOVAs on Pretests
for BIA- and CIYP-CCWs
a
Mean Square . .
Measures . ) . Between Within  F P
Dogmatism - : 627.03 307.80 2.04 .16
‘Confrontation 8.19 ~  1.46 5.62 .02 .
Empathy . 9.58 4.76 2.01 .16
“self = - T .39 .80 - .49 .51
cew 1.68 .85. 1.96 .17
Dorm - : ' 1.38 .53 . 2.62 J11

Note. Means and Standard Deviations in Table 4.

agg = 1;28 for éach measure.,
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Table 4
Means ‘ and Standard ‘ Deviations for
BIA- and .CIYP—CCWé of Pretests
: - A‘].?re'—test

Measures : o M SD
B1a?

Dogmatism 84.76 16.82

Confrontation " ] 4.82 1.25

Empathy 5.29 2.49

Self 5.10 .82

Cccw ) 4.90 1.02

Dorm 4.77 ‘ .80.
ciyp? )

A Dogmatism : . 75.50 17.11
Confrontatién - 3.77 1l.05
Empathy ' 4.15 1.46

 Self | 4.87 . .92
ccw ’ ) » 4.42 .70

Dorm 4.34 .55

%_1_ = 17 for each measure..
b
n

13 for each measure.
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Table 5
One-Way ANOVAsS on Prétgsts for

Male and Female CIYP-CCWs

Mean Squarea

Measures Between Within F P

Confrontation .80 1.22 .66 .56
Empathy .01 2.52 .61 .98
Self .19 .97 .20 .67
ccw 1.16 . .a7 2.47 .14
Dorm .35 © .32 1.07 .32

Note. Means and Standard Deviations in Table 8.

23f = 1,11 for

each measure.
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Table 6
- One~Way ANOVAsS on Posttests for
~Male and Female CIYP-CCWs
' a
Mean Square
Measures Between Within F P
Confrontation 10.58 13.29 .80 .61
Empathy .22 17.14 .01 .98
Self .19 .90 .21 .66
ccw .05 .68 .07 .79
Dorm .07 .49 .71

.14

Note. Means and Standard Deviations

df = 1,11 for each measure.

in Table 8.
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Table 7
One-Way ANCOVAs Comparing Male
and Fémale CIYP~CCWs on
Posttests with Pretests
as Covariate
Mean Squarea
Measures ’ Between - Within = ' F P
Self .02 .55 .04 .79,
CcCW ‘ .18 .54 ' .33 .21
Dorm ’ .01 .51 .01 .96
Confrontation 20,99 11.03 1.90 .19
Empathy .25 17.63 .01 .96
’ c
aﬁd Standard Deviation in fable 8.

Note. Means, Adjusted Means

a§£ =.1,10 for each measure.



Communication Skills

47

Table 8
Means, Adjusted Means and Standard Deviations
for Male and Female CIYP-CCWs

on .Pre—~ and Posttests

Pre Post = Adjusted

Measures , M . SD ‘M SD M
Malesa

Self : 5.0 1.10 5.3 1.10 5.22
ccw . a1 " .es 4.8 .86  4.95
porm : 4.5 .55 2.6 .70 4.57
Confrontation - - 3.5 - 1.26 8.7  4.22 9.11
Empathy . 4.2 1.3¢  lo.2  3.62  10.16
Femalesb

seif 4.7 .69 5.1 .61 5.13
cew . 4.6 .61 4.8 .64 4.69
Dorm ' 4.0 .49 4.5 .59 "4.54
Confrontatioh . 4.0 ' .75 _ 6.8 2.35 6.48
' Empathy 4.1  1.55 . 10.4 .3.95  10.43

. a§$6 for each measure.

b§?7 for each measure.
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Table 9
Means and Standard Deviations
for CIYP-CCWs on Pre-

and Posttests

Pre } Post
Measures N - M ..8D . Mo SD
Confrontation 3.8 1.04 7.7 3.47
Empathy . . 4.2 1.45 10.3 - 3.81
Self 4.8 .91 5.3 .88
ceW . 4.4 .69 . 4.8 .76
Dorm 4.3 - .55 4.6 .64
a

2:

13 for each measure.
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_ Table 10
_One~Way ANCOVAs Comparing High
.apd Loﬁ:Dogmatism for
CIYP-CCWs with
Pretests as
Covariate
Mean_Squa.rea
Measures C " . Between Within F P
Self ' .11 .53 .21 .66
ccw " 1.64 o .52 3.11 .13
Dorm . .11 .34 .32 .53
Confrontation 11.49 ©  16.44 .70 .60
Empathy 28.69 15.71 1.84 .23

Note. Means and. Adjusted Means and Standard Deviations

in Table 11l1.

agg = 1,7 for each measure.
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Table 11
Means, Adjusted Means and Standard
Deviations for High and Low
.Dogmatism CIYP-CCWs
Pre . s Post Adjusted

Measures™ M sp M- sb M
77 Above .

Confrontation 3.40 1.36 8_.40 *5.08 8.21

Empathy . 4.20 . 1.47 .. 8.40 4.03 . 8.30

Self . . 4.80 1.18 5.38 1.03 5.48

ccw 4.32 .54 5.18 .79 5.30

Dorm 4.36 71 "4.44 .81  4.45
72 Below .

Confrontation 4,00 .63 7.20 1.94 6.69

Empathy 4.00  1.09 11.60 3.000 11.70

Self _ 5.10 - .79 "5.36 .71 5.26

ccwW 4.70 ‘.65 . 4.58° .64 4.45

Dorm T 4.38 .47 .4.66 .37 4.65
a

. “n = 5 for each measure.



Table 12

Two~Way ANCOVAs Analyzing Gender and Grade Level

;on Posttéests with. Pretests as. Covariate. .

Communication Skills

Measure . Mean Square? f P

Anxiety
Grade . © 149.06 4.46 .06
Gender 3.32 .09 .79
Interaction ) 4.90 .15 <71
within 33.41

Self
Grade 8.09 5.26 .03
Gender ) .48 .31 .22
Interaction .87 .57 .53
Within 1.53 '

CcCwW
Grade 2.42 2,12 .18
Genderx .05 .04 .87
Interaction .0L .01 91
Within 1.14

Dorm
Grade 2,75 3.97 .08
Gender .07 .10 .73
Interaction 1.29 1.87 .23
Within .69

Note. Means, Adjusted Means and Standard Deviation in

Tables 13 and 14.

agg = 1,15 for each measure.
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Table 13
Means, Adjusted Means and Standard
D_éviations. for Male and Female
Fifth Graders (CIYP) on
Pre— and_Péstte’sts'
Pre. ' Post Adjusted
Measures M Sp M sD M
Male;sa »
Anxiety 30.5 2.96 26.5 3.20 25.77
Self 4.8 1.20 6.1 .93 6.03
ccw . 5.7 1.10 5.9 .91 5.94
Dorm 4.8 1.04 5.6 .81 . 5.63
FemalesP
Anxiety 26.1 12.00 27.0. 11.00 ' 27.53
Self 4.7 1.68 5.3 1.36 5.40
cew 5.5 1.90 5.6 .64 ' 5.62
Dorm 4.9 1.69 5.4 .77 5.44

) 8. forx

s
]

each measure. .

11 for each measure.
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Table 14
Means, Adjusted Means and Standard
Deviations for Male and Female
Si:ith Graders (BIA) on
Pre— and Posttests
Pre - : ‘Post Adjusted

Measures M SD - "M - SD M
Males®

Anxiety 28.2 5.70 '29.8 4.25 . 30.19

Self - 4.8 .80 4.1 .44 4.03

ccw 4.3 .42 4,2 1.20 4.65

Dorm 4.8 .16 4.4 .41 4.40
E‘emale.sb

Anxiety 29.2 - 5.56 29.3 8.81 28.75

Self T a.a 0 1.23 5.0 1.35  5.06

ccw 6.1 "1.06 ©. 5.0 .78 4.44

Dorm " 4.8 1.39 5.0 .92 4.94
ag = 6 for each measure.
b_lz—-= 5‘for each measure.
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Table 15
Means, Adjusted Means and Standard

Deviations for Fifth and Sixth

Graders on Pre- and Posttests

Scores on Behavioral Ratings.
Pre Post - Adjusted

Group M SD M sp M

_Fiftha 75.5 10.17 .. 77.8 12.02 -74.62
sixtnP 68.3 C 6.14 111 36.84  114.51

6 for

Il

*n
b

5 for

each measure.

each measure.



Table 16

One-Way. ANOVAs on Pretests for

Male and Female CIYP

Fifth Graders

Communication Skills

Measures

Mean Squarea

Between Within F P
Anxiety 6.98 56.48 .12 .73
Self .23 1.22 .19 .67
ccw .21 . 1.04 .20 .66 .
Dorm .87 .93 .94 .65

Note. Means and Standard Deviations in Table. 13.

df = 1,17 for all measures.
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Table 17
Means and. Standard Deviations for Fifth
and Sixth Graders on Pre~ and Posttests
Pre . Post
Groups -, M SD’ M SD .
Fifth®
Anxiety 29.8 - 7.13 26.80 '8.61
Self 4.9 1.05 5.60 1.25
ccw 5.8 .97 ) 5.80 .78
Dorm . 5.1 .23 ° 5.50 .79
sixth®
Anxiety 28.6 5.64 29.5 6.73
self 4.6 1.04 4.5 1.06
CCwW 5.1 1,17 4.6 - 1.10
Dorm 4.8 .94 4.6 «75

= 19 for all measures.

o

11 for all measures.
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Table 18
One-Way ANOVAs on Pretests for
Male and Female Sixth Graders
. ; a
Mean Square
Measures . Between Within . F . P
Anxiety 2.91 _ 38.63 .08 .78
Self .57 - 1l.28 .44 . .53
ccw 8.32 .75 11.04 .01
Dorm .01 1.09 .01 .93

“a.

Note. Means and Standard Deviations in Table 14.

agg = 1,9 for each measure.
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Table 19
One-Way ANOVAs for BIA- and
CIYP-CCWs on Posttests
a

Mean Square
Measures Between . Within F TP
Confrontation 32.00 8.58 -~ 3.73 . .10
Empathy ' 18.00 . 9.33 1.93 .21

Note. Summary Statisticé for ANCOVAs and Means and Standard

Deviations in Tables 1 and 2.

4df = 3,6 for each measure.
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Table 20
One-Way ANOVAs Comparing Male
and Female CIYP-CCWS

on Posttests

Mean Squarea

Measures Between Within F P

Empathy _ .22 17.14 .01 .91
porm L .07 .49 14 - .71

Note. Summary Statistics for ANCOVAs and Means and Standard

Deviations in Tables. 7 and 8.

ag_f__ = 1,11 for each measure.
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Table 21
One-Way ANOVAs Comparing Posttests
for High and Low Dogmatism

CIYP-CCWs

Mean Squérea

Measures Between Within . P

Empathy 25.60 15.80 1.62 .24
.Dorm .. .90 " .65 1.37 . .27

Note. Summary Statistics for ANCOVAs and Means and Standard

Deviations in Tables 10 and 11.

agg = 1,8 for each measure.
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Table 22
Two-Way ANOVAs Analyzing Gender
ahd Grade Level on Posttests
Measﬁre : " Mean Squarea ) F . P
Self
Grade 8.19 5.65 .03
Gender : .51 .35 .56
Interaction -88 .61 «55
Within ' 1.45
Dorm
Grade ’ ) 3.04 3.99 ' .06
Gender ’ T .29 .38 .56
Interaction 1 .88 '1.16 .30

Within ) .76

Note. Summary Statistics for ANCOVAs and Means and Standard

Deviations in Tables 12, 13 and 14.

agg = 1,16 for éach measure.
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I Prospectus
__Introduction :

The relationship between the child.care worker (CCW)
and the child in an Indian_boarding‘schobl_is of primary
importance in the devélopmant of the personality and
mental health of the child. rgue to the amount cf time
tﬁat £he children spend in é%é aormitories,vthese surro-
gate parents have the potential of being influentizl in
the child’'s psychosocial devalopment. Today, there is
an abundance of literature on how to interact with
.children, (Bettelheim, 1962; Dreikers, 19564; Ginott,
'1969; Homan, 1969), as well as on the attitudes and
characteristics necessary to be effective in such intér—
éctions~(Anthony & Benedék, 1570; Bowlby, 1957;

Gordon, 1970a; Segal, 1971). However, there is a shortage
of tréining programs available in which CCWs can receive
training to be more effective at their jobs. Parent
Effectivéness Training (PET), a program developed by
Thomas Gordon (1870a) may offer a program in which CCWs
can be successfully trained to be more effective surro-
gate parents. This study will report changes in the
attitudes and communication skiils of the CCWs taking a
PET course andé the concomitant changes in attitudes;

self concepts, and the degree of anxiety of the childfen

with whom they work.



Earlieét'eﬁforts to provide education for Indian
“children-weré a;gaﬁizéd by churches with the primary-
- goals of "civilizing" and converting the pupils to
‘Christianity. Between 1794 and 1891, the U.S.
Government signea-many treaties with Indian tribes,
promising such services as educa£i0n4and medical care in
éxchange for land. By ‘1838, the government was already
operating 87‘boardin§ schools with about 2,900 children

in attendance, The Bureau of inaian Affairs (BIA) at
present runs 77 b%ﬁf?iﬁ@:s?hools and an additional 18
dorms from whiéﬂjfgdian students attend public school.
Children with one~fourth Indian blood oxr more'may attend
fhesg schoois, fer rea;pns'fanging f;om_ge;graphic . .
‘isolation from public schools‘or famil tradiﬁion, to
family disorganization or as alternative placemenﬁ in a
correctional institution. Concho was founded in 1871 at
Darlington Agency as a school for Arapaho. A separate
‘school for Cheyennes wias established several miles away
‘at Caddo Springs. At about the time of Oxlahoma sitatehood
in 1907, the two schools were combined at Caddo Springs

- and nameq Concho. Originally, Indian boarding schools
were run in a militaristic fash?on, forbidding children
to speak tﬁeir own languages or even to use their own
ﬁames. Curriculum emphasis was placed upon agriculturai,‘.

and domestic skills (Bass, 1966).



In the fall of 1968, Concho_was rebuilt approxi-
nately one-half mile east of its or;ginal site. An organi-
zational flow chart of Conchc Indian Bbardipg School is
found on Figure l.

At present, the dormitories provide»housiné for-
128 girls_and 128 boys, making a total enrollment of 256
in gradeé one through eight.

The facilities include open classrooms for grades
one-three, four—-five,; six, and seven, a science laboratory,
home economics room, library, edupatiopal ﬁaterials center;
gymnasium-auditorium, éafeteria, music Building, two
h dormitories, and a iarge recreation center. Exéept for the
cafeteria, all of the facilities are air-conditioned.

The school has facilities for instruction in
science, industri#l arts, home economics, vocal.andvinstru—
mental music, art, phySical.education, mathematics, social
stu§ies and language arts, with provisions for special
instruction in reading- v

There is a competitive sports program for boys
and girls, and a wide variety of recreational activities.
Students attend religious sexvices (écéordihg to pareﬂt's
éreferencej. . _ _

There are certain stated objectives in the .schools

operated by the Bureau of Indian Affairs for Indian children.
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They must have the opportunity to realize their full poten-
-tial and to become useful members of society. Other
.objéctives are: .

‘1. To develop in-each,child ﬁhe understanding and
apprec;ation of his privileges and’responsibiiities
as a member of his community, his state, and his
nation. . oo ' ' ..

-2. To help each child appreciate his Indian heritage
and to understand the physical, social and
economic qharacter;stics‘oﬁ the world in which
he lives.

3. Provide learning situations that will help the
student make positive adjustméent in. adult life.

a SchoollPrograﬁ Review conducted in April;%6—30,-w
1871, By the Anadarko Area office of-ﬁhe Bureau of Indian
Affairs gives a good, and still relévant picture of the
psycho-social atmoéphere at Concho. Some of the pertinent
.. £findings are as follows:

1. The key administrative positions have changed
incumbents :during this school year and this
condition has created soﬁe frustration. The

- administrative climate is generally optimistic.
Althouéh the change of leadership has caused.
sémg 1oss.of coordination :and éontinuifj}‘

generally, the prognosis.is hopeful. -
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' Tﬁe Concho School plant and facilities are rela-:

tively new and are adequaté.

There is confusion concerning the roles and

‘relationships to other school segments, Of -

the library and media center.

The students feel they are most motivated in
those classrooms where they are active partici-
pants rather than passive recipients. '
Inter and intra communications are a major pxob-—
lem-resulting in a lack of cooperative working

relétionsﬁips.

The staff is unclear on the roles of staff and

,

line supervisors.

" There appears to be little supervision of and

communication with academic staff.
It was alleged by students that three emplovees

have administered corporal punishment tc students.

This information has been submitted to the

Superintendent for approprizte investigation and
action. In addition, other academic and dormi-
tory personnel express the opinion that corporal
punishment is peeded to control students. The
staff is aware that corporal or degrading '
puniéhment is a violation of the Bureau of

Indian Affairs Manual.



10.

11.

“12.

13.. .

14;

5.

16. -

17,

.18.

Individual and organizational.training plans .

~ have not been develbped.

The role and implementation of the professional

counseling services are unclear.

There appears to be confusion over the roies_of
the;Dormiﬁory Aides.

Some "acting out® behavior of students appear
related fo boredom in institutional setting.

The administration and cooxrdination of .the dormi-
tory operations appear traditional, routing-and
in need of strenghthéning.

Some' staff feel the Plant Manager's manner is ruds

"when they regquest emergency.

The administration and coordination of the Plant

';Management Prpgraﬁ appears satisfactory but

weakened by lack .of staff rapport in intei—
personal relationships. .

Tﬁere appears to be a gap between the stated and
working philosophy of the schocol. . Howevef,

the staff, in most. cases, are striving to meet

the goals with varying degrees of success.

-. The aides feel they don't have ready access to

bPackground information on students..
The key position of Director of Pupil Personnel

Services has not been filled resuliting in lack




19. -

20.

21.

22,

23.

240

25.

26.

27,

' of direction of that program.

Theré appears to be no program of staff recog-

‘nition and reward, including use of ‘the Incentive

Awards system.

Booths in the girls' restrooms do not have doors
and rooms do not have doors, which allows lights
at,niéh; to shine into the dorm rooms.

Many employees feel that their position descrip-

" tions are not accurate and-up. to date.

There are instances of reported use of -profanity
by both staff and students.

There ié'concern by Night Attendants that in

. many instances their duties are the same as

those of Instructional Aides and yet there is

no promotion opportunity for them beyond GS-~3.
It appears -that dormitory staff may not be '
scheduled and utilized to the best advantage.

Staff feels that the primary student discipline

° problems are'AWOL} sniffing»and-studeht attitude.

Staff expressed"concern and frustration about
the handling and guidance of students with®
discipline problems. ) -

There are insufficient fecreation facilities in

the dorms.

O i A S nc a5 5



‘28, Students feel that the dorm councils could pléy
a more active and constructive role in the '
strﬁcturing of the living conditions in the dorm.

29, Students feel that Academic Staff is trying to'

help them achieve scholastically.

30. There appears to be some conflict among the

- Academic Staff.

at present, the same conditions of peor cooperation
and ‘interpersonal relationships within and between depart-
ments, role confusion;, and poor administ;ative and. staff
communication exist. Since students come from varied
backgrounds and experiences ranging from correctional
institutions to lower middle class homes, it is not
possible to determine the effects of such an environment
‘of the psychological development of the Conchko students;
however, scme negative effect is_ felt tc exist.

Many Concho students come from homes characterized
by pre-existing and long standing family stxrife. Eight
percenﬁ of the Concho students are wards of the court,

282 have éivorceé or .separated parents, in 14%; one or
both parents are not living, 21% have-alcoholic parents
and 13% are cared for by grandparents or_ other relatives,
‘Test records at Concho indicate that academic progress

slows appreciatively after the second grade. The average -



I.0. of 4th, 5th énd 6th graders as measured by the California
Short—-form Test of Mental Maturity is 85. ‘

In April 1975, the Cheyenne and Arapaho tribe was
awa:ded a U.S. Department of Health, Education and Welfare
grént to start a demonstration project for drug abuse.

The project is also housed on the Concho campus, but under
the direction of the Cheyenne and Arapaho fribal Council
rather than the Bureau of Indian Affairs. An organiéational
flow chart is presented in Figure 2. The demonstration
project proposes a non-drug education approach. In other
words, a ré—structuring of the living milieu to meet the
childrens' emotional needs more adequately. Prevention and
psychosociological research are its main goals. The target
population are fifth graders enrolled at the Concho Indian
School. These fifth‘grade students will be housed in a
separate building, bﬁt‘will atfend school and eat meals
with all other students. The major differences between the
demonstration project and boarding sehool dormitories are
as follows:

A. lower staff-student ratio

B. fewer students to a room

C. both male and female students reside in one

building

D. evening snacks are provided
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E. a large, fully-equipped kitchen allows students
‘to take part in the preparation of evening
. snaéks;' o : ‘

F. project staff‘have not wofked in a BIA school.

In summary, the present study is located at the
Concho Indian- School campus, whick incqrporétes a B.I.A.
boardingFSChoolband a tribal directed demonstration
project.' The CCWs and students from both agencies will

be used. in this stﬁdy. The major differences between the

‘two agencies lies not only in the staff hired, physical

plant of the dorms, student/staff ratio and evening snacks,

but also the organizational structure. The Concho Indian

School be;ng part of a4largg federal bureau?racy requires
of its staff, legalistic coméliance‘té the role prescrip--
tions and ofganizational controls. This type of motiva-
tional approach (legalistic) produces minimally acceptéble
quantity and gquality pf work and affects innovative, and

other behavior beyond the call of duty adversely (Katz and

Kahn, 1966; Korman, 1971). This is not the case for the

tribal directed project due to the short length of time

it has been in existence and to the small size. Therefore,

it would be -expected that.the staff of the tribal project

would be more open to changes through in servicé'training

than would the Concho- Indian School staff, especially



-when it reqﬁires their usiﬁg free timg_pgriods for the
training sessions. _ ) )

Krush and Bjork (1965) and Krush, Bjork,'sindel;_and
Nelle (1966) studied the effects of boarding school
experience upon the personalities of Indian joungsters.
They found that the boarding ‘school students showed
similar profiles on psychological tests but compared to
non-Indian controls were more fdistressed."

Dr. Robert Bergman (1971), a psychiatrist with
extensive experience among the Navahos, points out
"The problems that occur are ones involving the breakdown
of social controls...alarming numbers of people have
lapsed into an alienated apathetic life marked by epi-
sodes  of delinguency an& irresponsiﬁility,..many mothers
take the attitude they should not have to be burdened
‘with their qpildren...their having been placed by their
own parents in.an impersonal institution contributes to
) such attitudes." Changes hﬁve been maae in tha boarding
schools, but Oklahomg:lndian‘famiiiesrcontinueito pay a
. price for the old;policies under yhich parents and grand-
parents were in many instances squected to the destruc~
tive effec;s of prolonged- boarding school experience.
That these were often necessary because .of family dis-

organization only compounds the disastrous effects.




Allen (1973) and Dlugokinski. and Kramer (1974), .

" working with Indian Boarding Schools in Western Oklahoma,..
“report that boarding school experiences accentuate,’
- ‘rather than resolve, problems for the Indian children.

Thé increased stresses placed on an Indian child concern

hls 11v1ng away from home, family, friends and cultural
tradltlons. Evidence suggests that’ the psychosoc1a1
development of the child is impaired and this becomes
more sevére with the onset of puberty (A%len, 1973;
Bryde, 1966; and Xrush, et al 1966). Using the MMPI,
Krush'fbund that the Indian child revealed greater per-—

sonallty dlsruptlons and oroblems of adjustment than

. the. norm.. . Feelings of anAlety, depres51on and emotlonal
' alienation were frequently.reported. While the litera-

'ture‘recommends increased supportive services (allen, -

1973; Dlugokinski and Kramer, 1974; Goocher, 1371) these
are at present minimal. Counseling services are under-—

staffed; counselors are faced with a combination‘of tasks

-unrelated to their job descriptions. At Concho, there is’

‘a dearth of counselor-child contacts. The counselor-child

ratio is one to ore hundred and thirty-five; such a ratio
would be extremely demanding for a well-trained counselor
whose primary role was counse1ihg. This indicates 'a

great need for the professional counselors to use the CCWs




as support staff.

Many writers have emphasized the central importance
of the CCW as a supportive agent to a treatment program
-as well as in a therapeutic milieu (alt, 1953; Gold &
Mihic, 1971; Goocher, 1971; Portnoy, Biller & Davids,
1971; Redi, 1959). Redl (1959) states that due to-
‘factors in the everyday life experiences of the child
which may be overlooked as irrelevant, but which in féct'
are crucial to his social and emotional growth, make the
CCW the most influential staff member in a therpeutic
process. Portnoy, et ail. (1971) states thatrthe CCW,
through the regular exercise.of his functions, controls
various resources available to +the children in his care
.and thus becomes a powerful and influential model to the
‘child. Portnoy reported that in his study, ‘the CCWs were -
Aimitated more often'thaﬁ were the neutral mcdelg. -
Goocher (1971) and Gold (1971). have proposed the need
to "érofessionalize" CCWs. They view the therapist's
focus on the understanding and import;nce.of the chi;d's
. "life sfyle constructs," while the CCW is seen at the
"behavior change agents." '‘Change occurs according to
this approach through the CCWs:® modelihg a more adaétive
. life: style which does . not confirm the child's neurotic

-constructs about himself and others.
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. “Truax (1967} describes the effective CCW as a pro-
totypical medel of a well integrated functioning person..
Effectiveness of non-professional personnel was found by
him to be related to'their ability to communicate at a
high level of accurate empathetic understanding, non-
possessive warmth, and genuineness. . There appears to

be an abundance of support for the effectiveness of

‘fhese attitudes and skills in promoting positive

growth in others (Barrett-Lennard, 1962; Gordon, 1970;
Rogers, 1970).
Neill (1960) aftexr forty years at Summerhill, a

school in England, states that a child does have the

vpower w1th1n hlm +0 grow and develop best in an atmos—

phere of acceptance and freedom. He 901nts out that the

"danger for the child is the parent putting obstacles in

the way of hls growth rather than providing "good grow-

-ing ground.?.

From the foregoing, the theoreticians whose thought
underlles the treatment program of thkis study, contend
that the warm, accepting,,trustipg,person:w111,p~9v1de

the best “growlng ground” for the child. Thus, it

. follows that if CCWs were trained to more effectively

communicate these attitudes and.characteristi;s, the
children in their care would also show cﬁanges'in'atti—

tudes,; self concept, and anxiety. There is a limited



aﬁount of research on the influence of the CCW on the
charac¢ter or seif-acceptance’of'the child; however,.due_
to their being paren£a1 surrogates, tentative conclu- .
-sions may be drawn £rom the studies on parent-child
relationships. '

Parental attitudes toward child rearing and charac-
teristic modes of interaction have been shown through.
objective studies to have an influence on the child's
behavior and personality. Anderson (1946) reported a
study in which the social adjustment and leadership of a
adolescent were found to be determined in part by parent
attitudes. Six groups each of males and females were
divided inﬁo the following categories: (1) successful
leaders (2) attempted leaders (3) followers (4i.volun—

-tg;y_nén-part;cipant ﬁS)"over;ooked and (6) outcasts.
The parents were testea and interviewed on attitudes on
_ﬁome.practices, child rearing, and behavior they liked
and behavior they disliked in their cﬁildren. Three‘sub~'
scales of parent attitudes were develcped, measuring
Qvgrprotection, dominancg and.-encouraging of social
development. Results suppérted the hypothesis of a relé--
_tibnship with regard :5 parent attitudes and the status
the child achieves in his socialﬁg;sups. Generally, in

~comparison with parents of unsuccessful children, parents




;
‘

of successful children were less inclined to protect
children from normal risks and responsibilities of life

and to prevent them from deéveloping an adeguate degree

?of’indépendence. Also, they tended to be less restric- '

tive in the degree of control which they exercised over

the child. The individual personality of the child was

‘given more respect and his rights and opinions wera taken

into consideration in the family group..
Shoben (1949) administered ar. inventory on parent

attitudes toward child rearing to 100 mothers; 50 mothers.

‘were defined as Having  "non-problem children" and 50

mothers were defined as having "problem children." Shoben's
Parent Attitude Survey had threé’ scales measpriné.matérﬁal

dominance, possessiveness, and ignoring. Significant

.correlations between the three scales and children's

adjustment were found.

- Baldwin, Kalhorn and Breese (1945) using the Fel
Parent Behavior Rating Scale measured parent's attitudes
and their effects on child behavior and personality

development; Their research found that the parenté who

.. were described as "acceptant—democratic" (parents that

‘practiced democracy of policy and decision making, under-—

standing of the child, accepting of the child and rapport .
with the child} had children who showed greater intellec-—

tual development, more spontaniety, originality and more



emotional security and control.. The children coming. .
- from homes falling into the "actively rejectant" cate~
'gorvaere emotionally unstabie;vaggressive and rebellious.

In an extensive study of mothers of first grade-
children, Sears, Macoby, and Levin (1957) repcrted the
following findings. Mothers who love and accept their
children and who use love—briented techniques of disci-
pline rather than méterial or physical punishment pro-
duce children who are more apt to be responsible for
their actions and who have guilt feelings when they
have transgressed. By "love oriented techniques", they
meaf reasoning, withdrawing demonstrations of love, ig-
nofing’of uﬁaccepta@le behavior,‘and rewardépg of '
acceptable behavior with personal warmth. On the other

'hapd, maternal coldness was associated with development
of feeding problems, bed-wetting, higher aggression
toward others, and emotional upset. Punishment was felt
by the authors to be the cause of such functional prob-
lens. )

In a study by Clausen (1964) high school students
with the greater self-confidence and higher educational
aspirations.had parents who gave them a voice in deci-
sions, and who did not attempt to dominate one .another.
The most anxious and rejecting males were from mother-

dominated parents.
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In a report of findings on the effects of deficient
forms of parental discipline, Beckef (1964) siates tha£
the research indicates that in the c%se of boys, the more
severe the punishment the child receives at home,. the
greater the child®s aggression in school. The relationship
was not found in girls. ﬁe felt that there is a direct .
correlation between the mother®s use of power-assertion and
the éhild's hostility toward.children. Becker stated that
a warm and pefmissive approach to children is.correlated
with socially outgoing, independent, friendly, creative
and responsible youth. Clausen (1964) reported that fofms
- of disciplihe.were effective only when thére seemed to be
a warm rel&tionship between the parent and the child.
Clausen further found that high school students with.thé
higher sense of éelf—responsibility (responsibility for
their actions and a concern for society) were those who had
been reasoned with as children rather than simply punished.

This review of parental attitudes toward child .
rearing reveals sevefal things: (1) parént attitudes are
signifiéantly'related to child adjustment and personality
and (2) some parent attitudes or clusters of attitudes '
foster a healthier étmosphere for‘emotional growth. of

children than others.



Parental attitudes that are»over—protec:ive, rejegtivg,
sevére,.dominaﬁipg and unduly suhmiﬁsive seem to be asso-
ciated with children's diffiqulfies. On the other hand,
parental attitudés that are democratic in cha;acte:,
accepting and empathetically understanding, foster healthy
emotional attitudes in their children.

He:eﬁord (1963} demcnstrated in a .four year study
that parental.attitude changes are significantly related
to the child's behavior changes. Using the discussion
group as a means of formulating parental attitude change,
Hereford found ﬁhat.parental attitudes did change., result-
ing in more confidence in themselves as parents, better
understanding of the causation of childrens' problems,
more accepténce of the child, better underétanding‘and
more mutual trust in .the parent-child relationship. - Such
parental attitude changes were related to behavioral
changes in the child as measured by sociometric tests of
school adjustment.

_The 1iterature_suggests that the child's perception
-of -his parents; their attitudes and family environment,
more so than thé expreséed attiﬁudes of the parents,
determine the adjﬁstment of the child. Ausubel. (1954)
studied the perceptions of 40 £ourth and £ifth grade

mschool-childrenzwith»regard~to acceptance-rejection..and

intrinsic-extrinsic valuation of. their parents.




Standardized completion materials.were.administered to
the students (thematic materials tesﬁs, story comple-
tion tests,  and a parent attitude rating scale). Results
indicated that the essential relationship is that which
‘existé’between the child's perception of his parents

and his adjustment and not the expressed parental
attitude and/or behavior.

Serot and Teévan (1961) also researched the rela-
tionship between a child's perceptions of his parents
and his personality adjustment. Using a.well matched
sample of ninth and tenth grade boys and girls, the
California Test of Personaliéf and the Swanson Child-
Parent Relationship. Scale were administeged to the R
childreﬁ and the parents.were-giQénAthe adult f;rm of
the Swanson. -Results suggested that a child's perception
of his parent-~child relationship was correlated to his
adjﬁstment; there was little agreement between parental
perception of the parent-child relationship and the
éhild{s perceptions-of~tpe same. Pareﬁtal percepﬁién of
-the -parent child relétionship did not correlate with the
child's adjustment.

Greenfield (1559) investigated £he relationship
‘between recalled forms of childhood discipline practices
-and--psychopatholegy. -Two-types of.discipline were

defined: -. direct discipline (the child received a spanking,
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reﬁoval from the group, denial of pleasure) and indirect
. or psychological punishment (the child did rot live

up to the parental expectations,ythé<child.was told he
had hurt his mother or father). Greenfield tested two

groups of a student population. Those coming to the

counseling clinic were matched for age,. income and edu-.
cation with thelnormal'ﬁoéulation- It.w&snhypoﬁhesized
that these students at the counseling clinic would per—
ceive their parent to use more indirect discipline than
the controls. This hypothesis was. supported. The hypo-
thesis was based on the research that these forms of
indirect discipline have a strong guilt directing
‘quality and contribute -to maladjustment in children..

Thus, research has shown that the:éhild's §ercep;
~tions of his parenté' attitudes as well as their methods
of correction.correlate highly with the child's adjust- -
mant. Therefore, communication skills (clear and accurate
sending and receiving of attitudes and feelings) are of
extreme importance.

Marcus, Offer, Blatt and Gratch (1966) found in-a
study of families with normal children as éompared to .
-families with disturbed children that the mothers of
the normal éhildren understood their children‘s self;
description and the children clearly understooed: their -

mother's expectations of them. In families with
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‘ disturbed children there was decreased understanding by

both mothers and their children. This implies ineffec-

tive two-way communication. It therefore can-be con-

cluded that faulty communication may be related to child-

hood maladjustment. Rogexrs (1970) feels that the basis -
of neurotic. behavior is a breakdown in communication.
Gordon (1970b) and 3ogers (1970).ha§e both defined
empathy as seeing the feeling and attitude from the
other person's point of view. Gordon (1970a} further.
defines effective communication operationally as a -
process involving two elements: (i) clear sending
(effective. expression) and (2) accurate receiving (effec—
t;vé imérgssion); Congrﬁenqe,'the awareness and éxpres—
sion of internal.feelings and attitudes, is the main
element involved in clear sending. To-feel angry and
to be frankly angry is to be congruent. The use of "I
messages" (owning or taking the responsibility of.one's
feelings) is Gordon's method for clear sending and con=-

gruence. .

Gordon (1970a) has labeled the process of accurate
receiving as. "active listening" (abandoning one's own

ideas, thoughts and judgments and attending exclusively -

.to the thoughts of another). It requires that the

listener- put his perception of the meaning of the sender
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into his own words so that the sender may verify, clarify
and correct. It necessitates clarifying the interaction
between. the sender and the: listener.

Complete communication is an active and effective
sending and receiving of messages (Figure 3). That message
‘is the meaning, feeling, and emotion underlying the verbal
and phenomenological aspects of the messages. The message
is understood by the listener through interactive clarifi-
cation of his perception by the sender, who then knows
that he is understood. The importance of the deep,
emotional understanding to personality development is best
described by Rogers (1970). Because of the clarity of
this passage, it will be guoted in full:

If I can create a relationship characterized

on my part by a genuineness and transparency;

in which I own my real feelings; by a warm

acceptance of and prizing of the other as a

separate individual; by a sensitive ability

to see his world and himself as he sees them;

then the other individual in the relationship

will experience and understand aspects of

himself which previously he has repressed;

will £ind himself becoming better integrated,

more able to function effectively; will be

- -more self-directing and self-confident; will
become more of a person, more unigue and self-
expressive; will be more understanding, more
acceptant of others; will be able to cope with

the problems of life more adequately and more

comfortably.

Cognitive and social—psycholggiéal theorists have
also -hypothesized that effective communication facilitates

personal growth -and increases the relationship between the
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‘Activities
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communication.

Parent is a-
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Parent is a
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. own solution.

Parentbaccepts
child‘s solution;
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Outcome Indices
Child feels acceptéd
and undefstood.
Chila gets to ven-
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Child does his own
p?obiem defiﬁitién
& solving.
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.and deeper problem
. emerges.
Child deals with his
. feelings rather than
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Fosters insights.
Fosters more‘positive.
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self, not "external

to. self.”
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IX. Clear sending
#ffective
Expreésion
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messages)

Figure 3 (Cont'd).

i Activities

. _Parent. .initiates

conmunication.
Parent is a-sender.
Parent is an
influencer.
~Parent wahts to
heip himself.
Parent wants t§
“"sound off.”
Parent has to

find his own
solution.

Parent must be
satisfied with
solution himself.’
-Parent primarily
- interested in

"his own needs. -
Parent is more

aggressive.

Outcome Indices
Parent‘éxpressesland
takés responéibility
for his own feelings.
Self concept and
esteem of child is
not ﬁihdered. »

Relationship is not

' hurt. -

Maximizes the child's

willingness to help,

"less chance for

resistance.

Harder to argue ﬁith
an "I message."
Reveals parent as
éuthentic, real and

transparent.

The Basic.Model of .Communication



s0
interactants. - Kelly's (1955) theory'of.constructs.states
that understanding through communication involves the
validation of self. Constructs, according to Kelly, are
‘the patterns through which man looks at the world.. Kelly.
stéﬁes‘that é construct is a dichotomy whose elements
always lie in opposition to each other; and it is only
thrbugh con%rast that one arrives at understandipg. Man
" identifies himself through the validation (substantia-
tion of predicted or anticipated hypothesis) of the con-
struct of self. According to Keliy; communication is
important to tﬁe process of vélidatiOn, because valida-~
tion does not occur without agreement. Fox exampie, if
an individﬁal who bas:chosen.?he badiepa.qfuthg.gqqdﬁbéd
dichotomy as representative of himself is understocd by
the listener or accurately construed as feeling that he
iS‘bad,’but.does not f£ind agreeﬁéhﬁiiﬂ &hellistener, he
has-failed to identify himself as bad. Validation may
occur howeﬁer, if through faulty communication the
individﬁéi misconstrues the listener as agreeing that
he is bad. The person seeing that he is bad is likely to
misconstrue even clear communications tc the effect that
he is bad)'so.it_takes extra effort to communicate clearly. -
This demonstrates the importance of clear communication

and understanding.



Katz and Kahn (1966) describe the process of com-
munication and thg effects on the participants from a
social psjgholpgical frame of reference. The authors
discuss the process of role senaing and role taking in
the context of the personality and attitudes, inter-
personal relationship, and communication skills of the
interactants. They theorize thatithe understanding and
implementation of one's role requires that. .the role
sender be very clear as to his attitudes and expecta-
tions f{(congruence) of the role taker and express the
"sent role" in a clear understandableAfashipn. The
clarity of the sent role and whether or not it is
received by the role taker, depends not cnly on the
communication skills of the sender but also on the atti-
tudes and feeling of the fole-taker toward the role
sender. Once the role is received it will be put into.
behavior; the more accurate the reéeption the more
closel& the role behavior will agree with the role expec-
tations of the role ;gnder. Through the accuraté'send—'
ing and receiving of roles, behévior changes and there-
fore, ép do the expectations (attitudes) of the role
sender, the personality of the role taker and the inter-
personal relationship of the interactants. Ac;ording
to the authors, a breakdown at'any point'in‘theAprocess

{communication, personality or'relationshié) will cause



a breakdown in the total process; however, when the
communication of roles are accurately sent and received,
all”three factors improve. » )

It is evident fram the review of the reséaréh, that
specific parental attitudes and behavior (as rerceived by
" the chiid) are related to his adjustment in a variety of
areas. These positive attitudes and behavior as per-'
ceived by the child are democracy in the home, shared
trust and faith, acceptance and understanding.

One methodology‘for helping parents to learn how to
communicate with their children in a democratic frame-

work is the Parent Effecti {PET) program.

_‘déveloped by Thomas Gor
extended the thesories Ationship of
Carl Rogers to a prev
parents. Parents in
child-rearing
than a common sense model The basic
skills taﬁght are listening ski {eamcng thesz ars reflec-
tioﬁ of feelings or active listening Whidh attempt to
facilitate the child's understanding of his own problem),
confrontive skills (conéruént messages involving how

the chila‘s behavior is interfering with their own needs),

and conflict resolution skills (involves finding solu-

tions that are mutually acceptable).




The following is a brief descripticn of
eight sessions of the program.

- Session 1 is an introductory sessio:s wit
of the entire course. Parenis are also ~augl

listening as a method of understandi=zg their

problems.

Session 2 is further skill txaining im €
listening using role playing and reai parant
Session 3 is further skill practice in €

listening and introduction to ccnirontatiosn €

b
§
i
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Session 4 covers the different =
child conflict resolution. Parents Legin ski
in democratic problem solving.

Session 5 is a lecture on authoritarian

missive child rearing a2rd an introéuction to

‘methods of influencing children. 2isn, conti

practice in empathetic listening, confrcontati
democratic problem solwving.

. Session 6 helps parents better underitan

" involved in democratic problexz solving anid co

skill training.
Session 7 focuses on furthesr skill suact
democratic problem solving and a2 Siscussiane o

problems using PET with very voung childran.

§
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a breakdown in the total process; however, when the
communic¢ation of roles are accurately sent and recéived,
all three factors improve. )

It is evident from the review of the researéh, that
specific parental attitudes and behavior (as perceived by
" the child) are related to his adjustment in a variety of

areas. .Theée positive attitudes and behavior as per—‘
ceived by the c¢hild are democracy in the home, shared
trust and faitn, acceptance and understanding.

One methodology for helping parents to learn how tq
communicate with their children in a democratic frame-
 work is the Parent Effectiveness Trzining {(PET) program
,'dévéloped by Thomas Gordon (1970a).. Je adopted aﬁd -
extended the theories of the therapeutic relationship of
Carl Rogers to a preventive program of instruction for
parents. Parents in this program are taught effective
child-rearing practices whiéh are ieally nothing more
than a common sense model of communicaticn. The basic
skills taﬁght are listening skills {amcng thesa afe reflec-
tion of feelings or active listering which attempt to
facilitate the child's understanding of his own probleﬁ),
confrontive skills (conéruént messages involving how’
rthe chila‘s behavior is interfering with their own needs),
and conflict resolution skills (involves finding solu-

tions tha£ are mutually acceptable).
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‘The following is a brief description of each of the
eight sessions of- the progran.

- Session 1 is an introductory session with an_ove:view
of the éntire coufse. Parents are é;so faughi émpathétic
listening as a method of understanding their children's
_problems.

Session 2 is further skill training in empathetic
listening using role playing and real parent problems.

Session 3 is further skill practice.in .empathetic
listening and introduction to confrontation skills.

Session .4 covers the different methods of parent
child conflict resolution. Parents begin skill practice
in democratic 'problem solving. ‘

Session 5 is a lecture on authoritarian versﬁé per-
miséive child rearing and an introduction to non-power
‘methods of influencing children. 2lso, continued skill
practice in empathetic listening, confrontation and -
democratic’problem solving. -

-.Session 6 helps parents better understand the steps
" involved in democratic problem solving and'conﬁinued
skill training.

Session 7 focuses on further skill.practice in
democratic problem solving and a discussion of specific

problems using PET with very young children.



Session 8 is an copen ended discussion of the éburse‘

. and of parents' comments, and further .skill practice.

In reviewing the literature, the authpr found little
on PET research; most of what has been done is in the.
form of unpublished doctoral dissertations.

Larson (1972) performed a study in which three
pafent class approaches were compared.andkevaiﬁétedf
Larson's overall evaiuation indicated PET as being superior
to the other two approaches in achieving improved parent-
child relationships; Specific findings relating to PET
were that parents showed the greatest over all gains
especially in confidence as parents, insight iﬁto the
: béhabior of theirbchild;en; and trust of their children
and greater reduction in problems with their children..

Stearn (1971) studied the relationship between PET
and pafent attitudes, parent behavior and self-esteem.
of the child. PET graduates were found to be signifi-

- cantly more democratic in their attitudes toward their
families than the no-training cohtrol group and the
children of the PET.graduates increased significantly in
self-esteem.

Michael Lillibriﬁge investigated the relationship
among PET and changés in parent‘'s self-aséessedAattitudbs

énd'the-children's‘perceptions of" their parentts behavior” "
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(Lillibridge, 1971). PET graduates improved significantly
in confidgnce in themselvgs‘as parents, acceptance of o
their &hildren and trust in their children. . The children
of PET graduates perceived their parents as signifi-
cantly more accepting of them generally and as indivi-
duals.

Julian Garcia found that PET graduates demonstrated
significantly'greater eonfiden¢e in.fheir parental role,
and in mutual understagding and trust between parent and
child (Garcia, 19271).

Paterson (1971) found that PET graduates scored
significantly lower on éuthoritarian control and higher
on mutual problem sélviﬁg, acceptance of conflict and
attitﬁde~toward‘li§t¢ning.v The children Sf'the grgduatés_
rated their parents significantly higher on acceptance
and positive involvement.

Haynes (1972) compared PET with a lecture-discussion

ocourse on- adolescent psychology to assess changes in

parental attitudes toward child rearing practices. Results

indicated that. PET results in improved parental attitudes
toward child rearing and that this approach is more
effective than the lecture-discussion course. ﬁahley

. (1973) investigating the effects of PET and a Family En-

richment Program found supportive results.




The conclusion reached from the studies quoted.
: above ‘is that parent educatlon is an effectlve way of
alterlpg parental attitudes, behavior-and communication

skills with the consequent positive effects on their

children's self-esteem, behavior and perception of their -

parents' acceptance of them, problem sclving skills

and understanding. However, the results of. PET have not

. been investigated to date with CCWs of an .Indian Board-. -
ing School. Given that the personality and behavioral
.conflicts of Indian children in a Bureau of Indian
Affairs (BIA) school is greater than the norm and the
fact that the counselcr-child ratio is extremely high,
it becomes qulte lmportant that the Chlld care workers
be tralned to minimize confllcts and maximize the child's
ability to-solve his own problems..

The intent of this study is to investigate the
effects of PET on the CCWs' attitude,_eméathetic:and
confrontation skills and to determine the effects of
two comparison variables (gender and previous experience
in a BIA boarding school) on the effectiveness-of-PET.
Further, this paper proposes to determine the-effects
of PET for the cCWs on the degree of anxiety, attitudes
and behavior of the students. Due to the attitude and
behavior wnlch-PET-teache; being traditionally seen in

our culture as feminine (Farson, 1974), the'aﬁthor
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believes that the female CCWs will initially show more. -
advanced empathetic and confrontétiqn skills, and more
positive:atiitudes; however, there will be no difference
between the two groups following PET course. Further, it
is felt that previous experience in a BIA boarding school
resuité»in an attitudinal and béhaVio;al set; therefore,
CCWs'witﬁout_previous BIA expefience ﬁill show greater v
change in a;titudeé and empatﬁetic and csnfrontation
skills. )

The first five evaluative hypotheses concern the
influence of the training on the staff; the next four
hypotheses concern the impact of the trained staff upon
the students. »

1. CCWs with and without previous BIA boarding

'school experience will differ in empathetic
and confroﬁtation skills following their comple-
tion of the PET course. The CCWs without
previous experience will exhibit a higher level
of skill. - ‘ )

2, Female CCWs will start ai a higher level of
empathetic and confrontation skills than will
male CCWs; however, at the completion of the
PET course, there will be no difference between
male and female CCWs in eﬁpat@g;ic and

' confrontation skills.
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3. The self-expressed attitudes 6f the CCWs con-

= cerning self, job, and dorm environment will
be more positive following completion of the
PET course.

4. CCWs will show increases in their confrontation
and empathetic skills following the PET course.

5.  CCWs who score high on a dégmatism scale wi;l v
change less. in their attitudes about self, job,
and dorm environment and on empathetic and con~
frontation skills than will'tﬁose who score low
on a dogmatism scale.

6. The children will be less anxious following the
CCwWs* coméletion of the PET course.

f. Thg children's self-expreséed attitudes concern-
ing CCWs and dorm environment will be more
positive following the CCWs' completion of the
PET course.

8. The children's hostile and aggressive behavior
will be less following the CCWs' completion of
the PET course.

9. The self-expressed attitudes about the self will
be more positive for the children following the
CCWs* completion of the PET course.

. * Method

Child care workers employed at a BIA boarding school

and CCWs employed at the Concho Indian Youth Project will



1od
“be given Parent Effectiveness Training;.bPre7 and post-
tests will be given to determine changes in the CCWs'
. self—concept, attitudes concerning the dormitory environ-. -
ﬁenﬁ and the hostile and aggressive behavior of.the
children. The children will also receive pre- and post-
tests on their degree of anxiety, self-concept and .
“éttitﬁdes about the dormitory environment.
Subjects - 1
Subjects will be 15 Indian CCWs (eight male and
seven female) employed by the BIA and 10 CCWs (five male
and five female) employed by the Concho Indian Youth
.Project. Both groups are located at the Concho Indian
‘Boarding school at Concho, Oklahoﬁa. They represent '
several different American Iﬁdiah tribes and range in age
from 21 to 55. )
The 24 (12 male and 12 female) fifth graders housed.
. at the demonstration project and the 246 first thiough
fourth and sixth through seventh graders housed at the
BIA dormitories attend the Concho Indian School. 'All
activities of the stadents are the same with-the exception
that the fifth graders will be houséd in a different build-
_ing. The groups are intac; and stratified random sampl-
ing will bhe done on the BIA dormitory childrén onlf.
The sampiing'will be performed so that 12 fourth and 12

sixth graders (6 male and 6 female respectively) will be



chosénﬂat random. ~Therefore, bdth groups-of éhildren

(BIA and’ demonstratlon progect) wlll be made ‘up of 12
males and 12 females. As w1th the CCWs, ‘the’ ‘children
represent many different American Indian tribes drawn from
several'stéteé.

Procedure

Parent Effectiveness Training will be given separately

‘tb'the‘BIA and demonstration project groups. There will

be 10 sessions, eacﬁ.session approximately two and cne
half hours in 1e1gth.g1ven over a 10 wesk periocd. Pre-
and posttests measurlng attitudes about the 'dormitory
env1ronment, CCW, and the self and empathetlc and confron—
tation skills w1l; be admlnlstered to both groups of

CCWs. Further, each CCW in both groups (BIA and demonstra-—
 tion project) will £ill out a pre- and a post-behavior °
check-1ist on their respective children, and a dogmatism
'scale;~ .

Both groups of children (BTA and demonstration project)
will be administered pT e~ and posttests measurin§ degree
of manifest anxiety, attitudes about the self and attitudes
concerning - the dormitory environment.

' Measures : S e T )

‘Five different measurlng lnstruments were employed.

Flrst, The chlldren S Form of the Maanest Anx1ety Scale



(Castaneda, McCandless & Palermo, 1956) a.20-item true

or false questionnaire adapted from the Taylor Manifest

Anxiety Scale for use with fourth, fifth and sixth '
graders was used to measure the self-expressed anxiety
.of the students. A

Attitudes concerning the self and dormitory environ- .
ment.wé;e ﬁeasured by a Sémantic Differential. The
instrument uéed adjective pairs that have been found by
Osgood, Suci, and Tannenbaum (1571) to be heavily loaded
on the evaluative factors. The concepts employed on the
scales were as follows: instructional aides, télevision
room, toy room, living room, instructicnal aide's cffice,
bed time, getting ready for school, changing élothgs
after school, Séturday morning chores, counselor's office
and self.

. Empathy and confrontation skills were measured by
an instrument composed by the writer. It consisted of
three statemenfs which could indicate that the chilg is
'embtiopally upset and three problem situatioans that
could be dealt with by the CCW through confrontation.
Each .CCW was asked to write his or her response to each
statemeng and - situation.. They were rated on a one to
five scale on empathy, and accuracy of reflection (active-

listening) and confrontation (congruent messages).



- Raters Were two ﬁaster‘S'levei psycholggists.authorizéd

by Effectivénéss Training Associates to conduct PET

courses. They wére presented with both pre- and post-

" testings at the same time so that the difference in
time between pre- and posttests would not bias the
results. Furthér,.each response set was scored separately

to-avoid a halo -effect.

“ The Burks Behavior Ratihg'Scales'(Hostile—AggressiVe
‘scales: Burks, 1971) was used to measure the behavior -

of the students before and after the PET course. Three

" CCWs rated a random sample of three male and three
female children within their respective dorms. Since

_the boys:énd girlsAérg hnuséﬁ\in_sepé;ate buildipgsvat
the BIA boarding school, the CCWs of these dorms rated
only the gender with whom they worked. The CCWs in the

" CIYP dormitory rated éll six randomiy selected students,

both boys and girls.  Fifty~-four items-were rated on a

one to. £ive point scale with the higher scores indicatipé

greater frequency of occurrence thus more hostility or-

aggression. The Hostile-Aggressive Scale of the Burks -

Behavior Rating Scale consists of nine subscales:

" poor social conformity, poor reality contact, poor sense
of identity, excessive sense of persecution, poor anger

control, excessive suffering, excessive resistance,



-excessive aggressiveness and excessive sexuality. The

Short-Form Dogmatism S¢ale (Troldahl, 1964) a 20-item

multiple-choice gquestionnaire was used to measure the
degrée of emotional and cognitive rigidity of the CCWs.
Analysis

The data will be analyzed with.a 2x2 (gender and
affiliation) (pre and post) analysis of covariance design
with alpha level set at .05. Because experimental con-
-trol (no treatment group) was not possible, analysis of
covariance will be used for statistical control.

Inter-rater reliability behavior rating scales will
be measured by a one-way ANOVA with a correlational
analog Gwingr, 1962). Plannad comparisons using Dunn's
pfocedure (RKirk, 1568) and.tests of simple main cffects

will be used if appropriate.
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Appendix B

- Children's Form of Manifest Anxiety Scale



NAME } . o ~ DATE
,Read earh.questlon carefu;ly. -Put a circle around the WOrdl
YES if you think it is true about you. Put a circle around

the word NO.if you think it is not true about,gou.

1. It is hard fér me to keep my mind on anything. Yes
2, I get nervous when someone watches me:workf. Yes
3. I feel I have to be best in everything. Yes
4, I blush.ea511y. ‘ . Yes

ﬁs. I like every one I know. Yes
6. I notice my heart beats very fastlsometimes. Yes
7. At times I feel like shouting; ' Yes

8. I'wish‘I could be Qery far from here. Yes
‘9. Others seem to do things easier thén~i,can. Ygs.

'10. T would rather win than lose in a gaﬁe.” Yes

11. 1 am secz retly afraid of a lot of ;hlngs. Yes

12, I feel that others do not like the way I do
- things. Yés

13. I feel alone even when there are people

o around me. _ Yes

14. I‘have trouble making up my mind. _fes

15. I get nervous when thlnge do not go the
A right way for nme. . _Yes‘

16. I worry most of the time. Yes

iﬁ, I am always kind. Yes

'18. I worry about what my parents will sa§ to me. Yeé

No
No.

No

No

No
No
No

No

‘No

No
No

No

No

No

. No.

No

‘No
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. NAME
19. Oftee I have tfouble.gettipg my bseath. . . Yes No
20. .I‘get angry easily. = . ... o Yes No
2. I alweys have good mannerss ‘ . . Yesv,No
22, My.ﬁands‘feel sweaty. ' ) ‘ ' Yes No

23. I have to go to the toilet more than most people. Yes ©No

24. oOther children are happier than I. Yes No
25. I worry about what other people think about me. Yes No
26. I have trouble swallowing. . . Yes ©No

27. I have worried about things that did not really

make any difference later. . : . Yes No
28. My feelings get hurt easily. ] ~ Yes Mo
29. T worry about doing the right things. Yes No
30. I am élways good. Yes No
3. T worry about what is going to happen. Yes No
"32. It is hard for me to go to sleep at night. ) Yes No .
33. I worry about how well I am doing in school. Yes No
34. I am always nice to everyone. Yes No
35. My feellngs get hurt easily when I am scolded ,A Yes Mo
36. I tell the truth . eve;j SLngle time. ‘”. Yes No
37. I often get lonesome when I am with people. ’ Yes. No

38. I feel someone will tell_me I do thipgs the

wrong way.’ .'l ) . ] . o . L Yes No
3%. I am afraid of the dark. . . A ‘ Yes Ne
40. It is hard for-me to keep my mind on my

school work. . ' .Yes No
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.. . NAME

41. I never.gép_angry.' ) ' 4 ’ Yes No
42,  Often I feel sick.in'my stomach. ‘ Yes_ No
43. T worry whenvI_éo to bed at night. ' ) Yes No
44, I ofteﬁ do things I wish I had never done. . Yeé NB
45. I get héadaches. - - Yes No.
46. I ofﬁgn worry about what could héppen.to mf

" parents. ) : Yes No
47. I never say'things I shouldn't. : o Yes No
48, T get tired easily. ’ Yes No.
49. It is good to get high grades in school. Yes No
50. I have bad dreams. Yes No
51. I am nervous. . PP ) Yes No
52. I never lie. - . Yes No

53. I often worry about something bad happening

to me. . : . Yes 'No
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Attitude Scale: Concho Indian Youth Project
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BIRTH ‘DATE ' NAME OR SS#

GRADE = i - : . DATE

}.The purpose of this study is to measure the me&niﬁgs of
.ceriain things to ngious people by having theﬁ judge
'thém against a series‘of descriﬁtive'scaleé. In takipg
this test, please make your judgments on the basis of what
these things mean to you. On each page of this booklet
you will find a different concept to bé judged and béneath
it a set of 5ca1e§.~ You are to rate the concept on,eaéh
of these scales:

1. Work Detail

Good .. " 'z . v o+ . T :Béd

Kind : ':l """ ”: . '{:'-".1: "t' - :Cruel
Grateful T Cs :.' E. }. "~ :Ungrateful
Willing s s : - 2 :Unwilling
‘Beautiful ‘2 _: ‘s H i—} ’ :Uglf
Fortunate s . 3 .3 s s ~__:Unfortunate
Honest ' : : L3 : ; ___.:Dishonest
‘Positive oz s : : s :Negative
Heavenly s TIT 3 : s :Hellish
Wise N N : : T :Fool;'?.sh

2. Dorm Parenés

Good N 3 : : : s ___:Bad
Rind S, - ‘e : K :Cruel
: B sUngrateful

Grateful _~ = I W C e




Page 2 ' . B » !
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Willing " - K IR SO A s K3 :Unwilling.

Beautiful. 'z . ¥ Cter et e

s :Ugly

Fortunate * 'y it s

T :Unfortunate

s " - :Dishonest -

ﬁbnest“ T ettt gt g e g,

Positive- =~ 'z - R N S Y : sNegative

Heavenly '~ -z '~ = "3 "~ """ s : O S . :Hellish

Wise e C '::"‘-E"' M P ‘s ".3' :Foolish
3. Living Room

Good

-...4 - ‘e .. ‘e . . :Bad

Kind L '7 1 K3 H ‘T T *_:Cruel
s : s e . _sUngrateful

Grateful Cs I

:Unwilling

Willing P .

Beautiful 'z R Y S : :Ugly
Fortunate H NG Ce oy N SR :Unfortunate
Honest ’ I I ‘e’ s K :Dishonest

Positive R I s S :Negative

Heavenly 2 s : s s : :Hellish
Wise H : : : : : - :Foolish
4. Recreation Room

Good : : : : 3 : :Bad

‘Kind : B ‘2 2 H H H :Cruel

Grateful = ': $ oz B 2 - :Ungrateful

~:Unwilling

‘Willing T ‘2 T ':;, ‘2

Beautiful . s g g e o :Ugly - ;

Fortunate K S .3 2 = :Unfortunate

i
{
!
é
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Honest = e := . ‘s ‘2 T :Dishonest

Positive -~ = R S ‘2 v - - 2 - :Negative
Heavenly ey SO NI ) ) A S :Hellish
Wise ety s e &~z ' :Foolish

5. Getting ready for bed.

Good R T S S ) C e s - :Bad

Kind SRR T N S s S :Cruel

Grateful ‘- ¢ - 2 3 T % T 8 . " s 0 :Ungrateful

Willing T ‘e - ettt v et . . e egn o . :Unwilling

Beautiful ~° ¢ s 'z N ‘T C e :Ugly

Fortunate }A"' - s ".2 }: : : RO :Unfortunate
Honest R e K : 2 ___:Dishonest
Positive :f“ . =‘ 2 k3 J ‘s . __:Negative
Heavenly : 5 K "2 2 . ;Hellish
Wise H T e : H : H :Foolish
6. Getting ready for échool.

H 2 H - .2 s ‘e :Bad

Good

" Kind ) : : : 2 s .- e :Cruel

Grateful =~ : s : ’ . C e 2 :Ungrateful

Willing s : H s : : :Unwilling

Beautiful : : H : N . :Ugly

. Fortunate = : . s s e It T2 .. .:Unfortunats
‘"Honest e .z : - : e s :Dishonest
Positive H -3 H B H K :Negétive
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:Hellish

Héavenly

Wise -

:Foolish

Good

:Bad

Kind -

:Cruel

Grateful

:Ungrateful

Willing

:Unwilling

:Ugly

Fortunate

:Unfortunate

Honest

:Dishonest

Béavgnly

:Negative

:Hellish

Good

:Foolish

:Bad

' Kind

:Cruel

" Grateful

_:Ungrateful

Willing

:Unwilling

:Ugly

sUnfortunate

Honest

:Dishonest

Positive

:Negative

Heavenly

:Hellish

7. Snack Rocm

Beautiful '3 = ) s 2 :
Positive’ : s ‘s ‘s z B
8. My Self

Beautiful : : : s ) B
Fortunate H ‘3 ‘: H H H

Wise

:Foolish

.
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Attitude Scale: Bureau of Indian Affairs
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‘BIRTH DATE . NAME OR SS#

GRADE i DATE

The purpose'éf this study is to measure the meanings of
certain things to various pecple by-having them judge them
against a series of.descriptive scaleé.‘lIn taking this
test, please make your judgments on- the basis of what
these things mean to you. On each page of this booklet
you wili find a different concept to be judged and beneath
it a set of scales. You are to r&te the concept on each
of tﬁese scaless

1. Instructional Aids

Good =~ gl gt .f K }:“ K :Bad

Kind B T M 1r" B ‘2 : :Cruel

Grateful I :51"’31‘2"' e !" N . _-iUngrateful

Willing : ‘s s Ce Cs . : :Unwilling
- Beautifﬁl__;: s : -3 Cos . : 1Ugly

Fortunate___: : c s s i ) 2 1 :Unfocrtunate

‘Honest s : : : : : :Dishonest

Positive ¢ = e ‘s ; - : ) :Negative

Heavenly : s s s 2 : :Hellish

Wise - St L : g : s :Foolish

2. Television Room

Good 2 - H : s H :Bﬁd

Kind R s : 2 R :Cruel .

Grateful . : S S s = ' Q sUngrateful

Willing = : : s’ 5' 3 - it :Unwilliné
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Beautiful : : LA 2 K :Ugly
Forﬁunate ciw s v s k) 3 :Unfortunate. -
Honest ~ = : ‘3 ‘3 K3 K = T . :Dishonest’ .
Positive“" B ‘e s s 3 ‘s :N_egative
Heavenly . 3 et S 3 K] :Hellish
Wise ‘s o K K3 2 2 :Foolish
3. Living Room .
Good . ) : s ':'. '''' T ‘S ‘e ‘2 ‘T sBad
Kind - N g k3 ‘s’ ‘2 K] :Cruel
Grateful =~ ¢ et - ORI R g T B tUngrateful
Willing R O k) 2 2 k3 : :Uﬁwilling ‘
Beautiful ‘s T ) K ‘s : - :Ugly
Fcl>rtunat‘e R K k3 K : K :Unfortunate
‘Honest 5 K] k3 K 2 K] :Dishonest
Positive B s o : : : K3 :Negative
Heavenly K : : : ki : tHellish
‘Wise_ : : : : : = :Foolish
4. Instructional Aids Office
Good H z : : : s -:Bad
Kind : 2 : : : : :Cruel
Grateful : 3 : : s : :Ungrateful
Willing K] 2 5 s 2 H :Unwilling v
Beautiful : s s K K] 2 :Ugly
Fortunate K3 ) 3 : : e :Unfortunate
Honest . K s : : K] T :Dishonest
Po-sitive : H : : : :

<Negative
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Heavenly

NAME

Wise

Good -

Kind

Grateful °

Willing

:Hellish

:Foolish

:Bad
:Cruel
:Ungrateful

:Unwilling

Beautiful

:Ugly

:Unfortunate

Honest

:Dishonest

Positive

:Negative

Heavenly_ -

:Hellish

- Wise’

:Fodlish

Good

-:Bad

Kind .

:Cruel

Grateful

Willing

Beautiful

:Ungrateful
:Unwilling

:Ugly

Fortunate

:Unfortunate

Honest

Positive

Heavenly

5. Getting ready for bed.
Fortunate "~ v e R e ‘T ‘s
6. Getting ready for school.

: 3 : : :

Wise

:Disnonest
:Negative
:Hellish

:Foolish
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7. saturday morning chores.’
Good '5 . s - . {4 ‘s H gy L :Bad
Rind - K H 2 s s 53 :Cruel
Gfatéful_;;: ‘s : ‘s E. ‘s :Ungrateful
Willing . N Ol ‘s ) ‘3 s :Unwilling
Beautiful = -~ - R ‘z 3 : :Ugly
Fortunate_;r. 8" ‘e’ ‘s’ ] e :Unfortunate
Honest R P s '3 ‘s s :Dishonest
Positive = ‘& O D 3 k3 3 :Negative
Heavenly = """~ = 3 : T T :Hellish
Wise s 3 T ‘e ‘2 e :Foolish
8. My Self
Good K ‘s K ‘3 ‘s T :Bad
Kind K] H s s = s :Cruel
Grateful 'z : H s s T ?Ungrateful
Willing : N z 2 z 2 :Unwilling
ﬁeautiful__; z H z z ‘s :Ugly
Fortﬁnéﬁe__: z : : : K :Unfortunate
vHonést 3 : 3 H H s :Dishoneast
Positive __ : 3 H 3 : : :Negative
.Heavenly 'z : ‘s K K z :Hellish
Wise s : : K] : s :Foolish
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Appendix E

Empathy and Confrontation Scales




A Last 4 S.S. #'s

‘Date_

Birth Date '

,vSituatiDn o - " Response
"Go away: leave me alqné' 1.

I don't want to talk to

.you.or anybody else. You

don't care what happens

to me anyway.”

Student forgot to show up 2.
at ther agreed upon time he/

she was to be at the bus

"for loading. The group is

going on a picnic and you

are in a hurry.

"Why did that so-in-so give 3.
me those hours. I wasn't
the only one who was out

of limits.”
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Last 4 S.S. #'s

‘Date
‘Situétibn- . . " Response
You see a student making a 4.
mess on a couch you just
.cieaned.
*T don't like Jim. He is S.

a big tease."

After agreeing not to runaway 6.

- a student comes up missing.

You finally find him but

after - -a long search.

PSR




Appendix F

Hostile and Aggressive Scale of

Burks Behavior Rating Scale




Name .- Grade

Date o A S A

Please rate each and every item by putting the number ox

the most appropriate descriptive statement in the box

oppdsite each:item. The 5 descriptive statements are

given below:

1. You have not noticed this behavior

at all.

2. You haVé'hoticed the behavior to a slight aegree.

3. You have noticed the behavior to a
degree.

4. You have noticed the behavior to a

considerable

large degree.

5. You have noticed the behavior to.a very large

degree.

"Maintains other children pick on him.

Complains he never gets his fair share
of things.

wWill not_foigive others.. ‘
Accuses others pf things yhey actually
not dq.‘. .

Complains others do not like hiﬁ.
Tells bizarre stories.

Uses unintelligible language.

‘Displays a don't care attitude; does

what he wants.

Tells falsehoods.

|

daid

N
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10.
11.
12.

13.
14.
15.
1s6.
17.
18.
19.

204

21.
22.
23.
24.

25.

26.
27.
28.

" 29.

3a.
31.

T 32.

TANE
Shows déydreamipg.
Does not ‘follow through cn promises.
Shows tics and grimaces without
apparent reason.
Takes things which do not belong to him.
Secfetly laughé or talks to himself..
Shows little respect for au;hority.
Rotates or rocks his body. '
Is tardy.
Makes weird drawings.

Is invoived in undeéirable escapades.

Is unaware of what is going on-around him. -

Is truant.-

Becomes angry quickly.

Acts as non-conformist.

Is stubborn and uncooperative.

Employs much_éexual talk.

Is rebellious if disciplined.

Becomes angxy"i?wasked to do something.

Reads éuestionable sexual material.

Wears upusﬁal élothiﬁq styles.
Acts boy crazy or girl-crazy.
Denies responsibility.for own actions.

Is quickly frustrated and loses emotional '

control.




PégevB

- 33.

34.
35.
36.

37.
38.
39.
40.

41.

a2,

43,
44.
45,
46.
47.
48.

49.
- 50.
51.

52,

53.
54.

NAME
Associates with loners.
Wears sexuélly provocative clothing.

Does things his own way.

'Studies'pictures of pornographic nature.

Explodes under stress.

Rejects classmates in hostile manner.
Will not take sugéestions from others.
Flares up at classmates if tease& or
pushed.

"Style" of behaving deliberately

differant from most.

' Sulks. -

Laughs when ‘others are in trouble.
Hits or pushes others.

Appears unhappy.

. Seems to welcome punishment.

Wants to pass others.
Deliberately puts himself in position
of being criticized,

Is Sarcastic.

Gives picture of "poor me."

Teases others.
Feelings easily hurt.
Plays tricks on other children.

Appears depressed.

I E N

12

-~




Appendix G

Short Form Dogmatism Scale



SHORT-FORM DOGMATISM-SCALE
Now I'm going to read some statements people have made as
their opinion‘on several topics.. ¥You maj find yourself
agréeing strongly with'some-of the statements.;.disagree—
ing just as strongly with others...and perhaps uncertain
about otﬁérs. Whether you agree or disagree with anf state—
ment, you can be sure that many other people feel the

same as you do.

~We want your personal opinion on each statement. When I
read each oné, first tell me whether...in general...you
agree or disagree with.it;..then tell‘me a number. ..one,
two, or three...that indicates how strongly you agree
or disagree with it.

1. In this complicated world of ours the onlf waé we
can knpw what's going on is to rely on leaders or
experts who can be trusted.

2. My blood boils whenever a person stubbornly refuses
to admit he's wrong.

3. There are two kinds of people in this world: those
who are_for_the'é;;th‘épd those who are against the
truth. = - -

4. Most people just don‘# know what's good for them.

S. Of all tﬁe different philosophies which exist in
this world thete'is probably only one which is correct.

6. The highest form of government is a.democracy and the
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11.

12.
13.

14.

15.

16.

17.
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highest form of democracy is a‘government run by

those who are most intelligent.

The main thing in life is for a person to want to do
something important. .

I'd like it if I could find someone who would tell
me how to solve my personal problems.

Most of the ideas which get printed nowadays aren'£
worth the paper thay are printed on;

Man on his own is a helpless and miserable creature.
It is only when & person devotes himself to an ideal
or cause that life becomes meaningful.

Most people just don't give a “damn" for others.

To compromise with our political opponents is dangér-
ous because it usually leads to the betrayal of cﬁ:
own side.

It is often desirable to reserve judgment about
wﬁat's going on until one has had a chance to hear
the opinions of those one respects.

The present is all too often full of unhappiness. It
is only the future that counts. -
The United States and Russia have just about nothing
in common.

In a discussion I often find it necessary to repeat
mYself several times to make sure I am being understood.
While I don't like to'admit this even to myself, my

-secret ambition is to become a great man, like Einstein,

U
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Even though freedom of speech for all groups is a
ﬁoithwhile‘g§al, it is unfortunately necessary to
restrict the freedém'of.ceftain politicél groups.
It is better to be a déad hero than to be a live

coward.
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3.

1.

2.

3.
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3.

- Agree

Agree a little

Agree on the whole -

Agree very much
Agree o

Agree a little

Aéfee'on the whole

Agree very much
Agree '

Agree a little

Agree on tﬁe whole

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

AAgree on the whole

Agree very much

1.
2.
3.

1.
2.
3.

1.
2.
3.

1.
2.
3.

Disagree 13t
Disagree a little
Disagree on the whole
Diéagree veryY much

Digagree
Disagree a little
Disagree on the whole
Disagree very much

Disagree
Disagree a little
Disagree on the whole
Disagree very much

Disagree
Disagree a little
Disagree on the whole
Disagres very much

Disagree
Disagree a little
Disagree on the whole
Disagree verY Nuch

Disagree
Disagree a little
Disagrea on the whole

Disagree verY much
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11.

12.

1.
2.
3.

1.
2.
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Agree

Agree a little.

Agree on the WHOIe;

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

Agree on,;hé'whole

"Agree very much

P + Agree

Agree & little

Agree on the whole

Agree very much

1.

2.

1.

3

1.

2.

132
Disagree
Disagree a little.
Disagree on the whole
Disagree very mﬁch
Disagree
Disagree a little
Disagree on the whole
Disagree very much
Disagree .
Disagree a little
Disagree on the whole
Disagree verxcmﬁch

Disagree--"

Disagrfee a little

Disagree on the whole

Disagree very much

Disagree

Disagree a little
Disagree on the whole
Disagree very much
Disagree‘

Disaéree a little

Disagree.on the whole

"‘Disagree very much
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16.
1.
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2.
3.
18.
1.
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Agree -~

Agree-a little

~Agree on the whole

Agree very nuch ’
Agree ’

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much

- Agree

Agree a little

Agree on the whole

Agree very much
Agree

Agree a little

Agree on the whole

Agree very much
Agree.

Agree a little

Agree on the whole

Agree very much

B
2;

1.
2.
3.

Disagree
Disagree
Disagree
Disagrea
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disdgree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree
Disagree

Disagree

a little
on the whole

very much

a little

on the whole
very much

a little

on the whole

very much

a little
on the whole

very much

a little
on the whole

very much

a little
on the whole

very much
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20.

Agree

Agree a little

Agree on the whole '

Agree very much ’
Agree

Agrée a little

Agree on the whole

Agree very much

1.

2.
3.

bisggree _
Disagree a little
Disagree on the whole
ﬁisagree very much
Disagree ’

Disagreé a little
Disagree on the whole

Disagree very much
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