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ABSTRACT 

The purpose of this study was to determine whether the 

Adaptive Behaviour group intervention effected a greater 

immediate positive change on 'poorly adapted' student locus 

of control, self esteem, group evaluation and perceived 

behaviour than Helping Skills., Relaxation Training or No 

Intervention group after eight weeks. 

The three independent variables - Adaptive Behaviour, 

Helping Skills and Relaxation Training Group Interventions 

- were devised and led by the Researcher and two school 

counsellors respectively. 

Measurement of the dependent variables was by the use 

of the following instruments pre-test and post-test: Locus 

of Control Scale for Children (Nowicki Strickland 1972); 

Coopersmith Self Esteem Inventory (Coopersmith, 1982); and 

researcher designed questionnaires. 

A pre-test post-test group design was used in the 

study. The subjects were years 7-9 High School students 

identified by Student Year Advisers and the Assistant 

Principal Student Welfare as being 'poorly adapted' and 

'well adapted' to the school environment. Students were 

randomly allocated - i n year g roups - to the intervention 

and control groups . 
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Results indicated no short term significant positive 

change in locus of control for any intervention or 

controlgroup; no short term significant positive change in 

self esteem for any intervention group; no significant 

correlation between locus of control and self esteem scores 

for any intervention group; positive pre and post-test 

group evaluations for all groups; some positive short term 

change in teacher and student perceptions of student 

behaviour in regard to all three interventions. In some 

cases students' behaviour in the experimental group (Group 

A) was perceived more positively by teachers and students. 

Some recommendations for further research are: 

replication of the study over a longer period of time with 

some modification to the experimental programme, the 

research design and methods of measurement. 
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CHAPTER I 

BACKGROUND OF THE PROBLEM 

1. 1 Adaptation in a High School environment. 

All children adapt to school with the skills they have, 

in ways they have learnt are most successful in getting 

their needs met. To that extent, all individual behaviour 

is functional. Some students, however, adapt to school 

more successfully than others {Dreikurs, 1982). 

1.2 'Behaviour Problem' High School students. 

In itself, behaviour is neither •good' nor 'bad' except 

as it is seen to be so in the social context in which it 

exists (Szasz, 1960; Mischel, 1971). In a school 

environment, behaviours deemed by teachers to be of value 

to the individual and common school purpose are valued more 

highly by teachers than behaviours which are not. 

'Behaviour Problem' High School students are students 

who have not adapted well to the school environment. They 

have established a pattern of gaining attention from their 

peers and teachers for disruptive behaviours which are not 

valued highly by school personnel. The consequences o~ 

their behaviour are unacceptable to teachers because of the 
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negative consequences that result both for the individual 

student concerned and for other students and teachers in 

the school community - such as disruption to teaching and 

learning effectiveness and to the smooth running of 

classrooms and the school. 

1.3 Issues Arising. 

It is the Researcher's contention that •Behaviour 

Problem' High School students persistently behave 

inappropriately and subsequently obtain negative teacher 

consequences because they are "doing the best they can". 

They are gettin~ their needs met "in ways that they have 

learnt are most successful" { Dreikurs., 1982) . They are 

most successful in this regard. 

However, it is the Researcher's further contention that 

these students do not have the self control knowledge, 

skills or behavioural repetoire which would enable them to 

also obtain consequences that are acceptable and 

consequences that are positive from the school 

environment. Hence, these students do not have any real 

choice regarding the behavioural self control pattern that 

they adopt. 
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1.4 The Problem. 

This field study focuses on 'Behaviour Problem' High 

School students and poses the questions: Can these students 

be taught to more effectively manage the environment that 

they have to be in? Can the behavioural options of these 

students be increased to enable them to be able to also 

elicit reinforcement from the school environment which are 

acceptable to teachers and result in more positive, 

rewarding school experiences? 

1.5 The Purpose 

The purpose of this study is to: 

(a) review the theory and literature relating to 

control and self control; 

(b) subsequently devise a program to meet the needs of 

students whose behaviour is not adaptive (as 

defined above); 

(c) trial such a program; 

(d) comparatively evaluate it against others aimed at 

facilitating co-operative student classroom 

behaviour. 

In th~ following chapter .. the theory and. research 

relating to control and self control will be presented. 



CHAPTER II 

THEORY AND RESEARCH 

SECTION 1 THEORY 

PSYCHOLOGICAL THEORY ON CONTROL 

AND SELF CONTROL 

2. 1 A brief outline of .the history of control and self 

control in psychological theory. 

The theory, paradigm or model that a person adheres to 

whether it be psychoanalytic, behavioural or humanist for 

instance, influences the way that behaviour is 

conceptualised, observed, examined·, interpreted and what 

interventions occur (Davison and Neale, 1974). 

All psychological theory accepts that the human is, 

through various means, capable of change. For ages, people 

have attempted to control and change themselves. Vast 

philosophical differences exist, however, between the major 

paradigms (psychoanalytic, behavioural, humanist) as to the 

(1) extent to which an individuals are seen to be in 

control of themselves; 

(2) the extent to which individuals are capable of 

gaining or exerting such control ove~ their 

behaviour and environment; 

{3) the means by ·which individuals acquire and 

demonstrate self control . 
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All philosophies accept that the environment - to 

varying degrees - is an important influence on individuals' 

behaviour. Differences in the philosophies in 

psychological theories on the notions of individual versus 

external or environmental control of behaviour are 

reflected in the ongoing heredity-environment, free-will 

versus determinism debate (Matson, 1973). 

It is not the intention in this chapter to 

comparatively evaluate the perspectives of the major 

paradigms in regard to the notions of tcontrol' and 'self 

control' . This has been more than adequately done by 

Dragunus and Phillips, 1971; Mischel, 1973; Karoly, 1977. 

It is the Researcher's purpose, however, after 

outlining the hi.story of the development of the notion of 

Behavioural Self Control, to present the reasons for 

adhering to the basic theoretical tenets of a Behavioural 

Self Control paradigm in this research. 

2.2 A brief outline of the history and development of 

Behavioural Self Control theory. 

The notion of Behavioural Self Control in 

psychological theory seems to have emerged in the 1950 ' s 

with the development and partial merging of behaviouristic 

and humanistic theories. Various related, yet 

differing,theories emerged such as Behavioural Humanism, 
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Cognitive Behaviourism {Mahoney and Arnkoff, 1979), and 

Interactionism (Bandura, 1977). Thoresen and Mahoney 

(1974) state that while each theory had different emphases 

they generally: 

1. focused on behaviour and recognised that such 

factors as feelings, thoughts and intuitions were 

covert behaviours subject to the same behavioural 

principles .and empirical means of observation and 

measurement as overt behaviours (Cautela, 1966; 

Dember, 1974'). 

2. showed an acceptance of humanistic philosophies 

emphasising individuals' personal power, choice, 

responsibility, freedom and right to self 

determinism within the constraints of the society 

in which the individual existed. 

3. recognised that the human organism was no longer a 

passive product of environmental influence, but an 

active participant in their own complex 

development (Mahoney and Arnkoff, 1979). 

Numerous debates and arguments were spawned by such a 

viewpoint (Stuart, 1972; Rachlin, 1974; Catania, 1975; 

Mahoney, 1976; Goldiamond, 1976; Bandura, 1976). There was 

also much controversy regarding the concepts of choice, 

freedom and counter.control ( Davi son, 1973 ; Mahoney, 1974 ; 

Skinner, 1974). 
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2.3 Reasons for adhering to the basic tenets of 

Behavioural Self Control Theory in the research 

undertaken in this field study. 

The basic tenets of Behavioural Self Control theory 

{which will be outlined more fully later in the chapter) is 

the theory underlying the research undertaken in this field 

study. 

The trait theory of self control {willpower/ego 

strength), according to Thoresen and Mahoney {1974), is 

more limited and less useful than a Behavioural Self 

Control approach because: 

(a) according to ttrait' theory, individuals either 

have or do not have self control and cannot 

acquire it; 

{b) individuals' observed behaviour is used to 

ascertain the presence or absence of tself 

control' which is then used to explain behaviour -

a very circular interpretation; 

{c) thus, self control cannot be directly observed. 

A Behavioural Self Control paradigm is preferred 

although it suffers from similar limitations as outlined in 

band c above, because: 

(a) self control is seen to be a function of specific 

overt and covert behaviours that individuals have; 

( b) such overt and covert behaviours can be acquired; 

(c) such overt and covert behaviours can be applied by 

children to modify their own behaviours or 

environment. 
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SELF CONTROL DEFINITION I 

2.4 Definition of self control from a Behavioural Self 

Control perspective. 

The definition of self control used i .n this research 

is based on a Behavioural Self Control perspective. 

Thoresen and Mahoney {1974) exponents of a Behavioural Self 

Control perspective state: 

"To exercise self control, an individual must 

understand what factors influence his actions, and how 

he can alter those factors to bring about changes he 

desires. This requires the individual to be a sort of 

"personal scientist" (Kelly, 1955). The person begins 

by observing what goes on, recording and analysing 

"personal data", using certain techniques to change 

specific things and finally deciding if the change has 

occurred. Again, in making such a decision, the 

person looks to data about himself." {p.9). 

Patterson (1981) reviews research in this area and 

concludes that when children have been taught self control 

successfully, it is because they have been taught some 

different ways of thinking about the situation. 

This definition reflects the growing democratic t~end 

in education that upholds humanistic philosophies and 

focuses on behaviours (Dreikurs, Grunwald and Pepper, 

1982) . From the perspective of this definition, the main 
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feature of self control is that people see themselves 

agents of their own behaviour and behavioural change. Self 

control, is a function of specific covert and overt 

behaviours which enable individuals to be their own 

tpersonal scientist', to act upon their environment in 

order to effect desired consequences {whether they be 

socially acceptable or- not). 

It would seem from a survey of the theory and 

literature in this area that there are three major aspects 

of Behavioural Self Control which can be learnt. 

COVERT BEHAVIOURS 

{i) Ways of thinking. 

(ii) Knowledge of behavioural self control theory. 

(iii) 

OVERT BEHAVIOURS 

Behavioural self control skills and 

strategies. 

The theory and research relating to each section will 

be presented separately. 

BEHAVIOURAL SELF_~NTROL THEORY 

WAYS OF THINKING 

2 . 5 Introduction. 

Patterson {1981) stat es that when children have been 
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taught self control successfully, it is because they have 

been taught some different ways of thinking about the 

situation. 

In this section, the theory underlying Behavioural 

Self Control covert behaviour will be presented. . It will 

be shown that the way individuals think influences the 

amount of choice, power, responsibility and control that 

they have. 

2.6 Theories on 'powerful' and 'powerless• ways of 

thinking. 

It would seem, from a review of Behavioural Self 

Control cognitive theories, that it matters little whether 

individuals have free will or not, or whether they achieve 

success or failure in terms of their ability to demonstrate 

self control (Thoresen and Mahoney, 1974). Covert 

behaviours - ways of thinking - are crucial factors which 

influence the amount of self control, ·responsibility, 

choice, self determinism, that individuals have. 

Since the 1950s and Kelly's personal construct theory 

{Kelly, 1955), Ellis's rational-emotive therapy {Ellis and 

Harper, 1975) and the development of Rotter's social 

learning theory of locus of control (Rotter, 1966, 1972 ) , 

much philosophical debate has taken place ~Perlmuter and 

Monty, 1979). Theories regarding ways of thinking have 

emerged and developed such as Weiner's attribution theory 
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{Weiner, 1979, 1983), Seligman's theory of learned 

helplessness {Seligman, 1975), Bandura' s theory of social 

learning, and self efficacy (Bandura, 1969, 1974, 1977, 

1982) and De Charm's theory of pawns and origins (De 

Charms, 1979) . 

It is not the intention in this theoretical review to 

outline or comparatively evaluate each of these theories . 

The main intention is to review the main thrust of these 

theories generally, 

It would seem that there are definite differences in 

the way individuals think, and that these differences 

influence the way that they function in their environment. 

It matters little what terminology is used - the main 

conclusions seem to be similar for each theory. 

Individuals who are "internals" (Rotter 1966, 1972) or 

"origins" (De Charms, 1979), are doers, who perceive 

themselves as agents of their own behaviour. These 

individuals are motivated and powerful. This group of 

individuals will be henceforth referred to as having 

•powerful' ways of thinking. 

Individuals who are "externals" (Rotter, 1966, 1972) 

or ;,pawns" (De Charms, 1979) are passive thinkers who 

perceive themselves as acted upon by their environment. 

They are unmotivated and powerless. This group of 

individuals will be henceforth referred to as having 

'powerless' ways of thinking. 
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It is recognised that the powerful and powerless ways 

of thinking lie along a continuum rather than being 

distinct categories . 

The degree of 'power' or tpowerlessness' of 

individuals is influenced by their covert behaviours -

their ways of thinking, specifically: 

(i) the extent to which they believe, {Rotter, 1972) 

expect, {Bandura, 1982) feel, (De Charms, 1979), 

experience or attribute (Weiner, 1979, 1983) 

actual or expected success or failure to their 

own personal actions and 

{ii) the extent to which they believe {Rotter, 1972), 

perceive (De Charms, 1979), or expect (Bandura, 

1982), that they have the ability to act upon 

their environment to effect an outcome. 

In the literature review on ways of thinking it will 

be shown that 'powerful' ways of thinking are generally 

more functional and adaptive than 'powerless' ways of 

thinking {see 2.14). It will also be shown that 

' powerless' students can be taught •powerful ' ways of 

thinking in a school environment {see 2.15; 2 . 16) . 

In summary, tpowerful' ways of thinki ng lead 

ind i viduals to greater c hoic e , power , responsibility and 

c ontro l t han 'powerles s·' ways of -thiP..king . 
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KNOWLEDGE 

To exercise self control individuals must understand 

what factors influence their actions and how they can alter 

those factors to bring about the changes they desire 

(Mahoney and Thoresen, 1974). 

In this section, the basic tenets of Behavioural Self 

Control theory will be presented. Such theory aids 

individuals' understanding of their behaviour and of the 

factors necessary to bring about changes desired. 

2.8 Basic Tenets of Behavioural Self Control Theory: 

Knowledge. 

L Reciprocal Interaction. 

The way that individuals behave is very much a 

function of the interaction between them and their 

environment. Individuals both influence and are influenced 

by the environment {Bandura, 1969; Patterson and Reid, 

1970). Thoresen and Mahoney (1974) refer to this process 

as "reciprocal interaction". There can be mutually 

positive reciprocal interactions, mutually negative 

reciprocal interactions and coersive inter~ctions 

(Patterson and Reid, 1970; Bedrosian, 1981). 
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~ Controlled-Controlling Responses. 

The way individuals behave controls the way that the 

environment {other individuals} responds to them. The way 

individuals behave is also controlled. by the environment, 

through the type of reinforcement they receive. Individuals 

have, at varying times, various degrees of self control, 

due to the influence of external variables over which they 

have no immediate control. {See Mahoney and Thoresen 

(1974) for a discussion of various aspects of this debate.) 

;L_ Behavioural Conseguences. 

According to Thoresen -and Mahoney (1974} individuals' 

self controlling behaviours need to be appropriately 

rewarded through environmental consequences if they are to 

be maintained. Such rewards can be short term or long 

term. Individuals· can mediate or modify such environmental 

influences through such socially learned behaviours as goal 

setting, self evaluative reactions - self appraisal and 

self criticism (Bandura, 1968). 

!.,_ Self Control Chang e Strategi§. 

There are basically three ways that individuals can 

modify the reciprocal interaction between themselves and 

the environment: 

1. by environmental planning; 

2. by behavioural programming; 

3. by behavioural change - of self and others. 

1.:... Environmental planning is when individuals plan 

and implement changes in relevant situational factors prior 
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to a particular behaviour occurring. For example, a child 

could move a desk away from the person with whom she talks. 

~ Behavioural p rogramming is when individuals plan 

out and self administer consequences after completing a 

response. The consequences could be verbal, imaginal or 

material. For example, a child could reward herself with a 

treat. 

Q.:.. Behavioural c~ge of self and others. Self 

behavioural change is when individuals choose to change or 

modify their behaviour in order to change the nature of the 

reciprocal interaction and the nature of the ensuing 

consequences. For example, a child who has been 

misbehaving could conform to the rules. "Other" 

behavioural change is where individuals choose to change or 

modify the behaviour of other people in the environment 

(e.g. teachers) by basically using positive and negative 

reinforcement techniques in order to change the nature of 

the reciprocal interaction and the nature of the ensuing 

consequences . For example, a child could smile at teachers 

or thank them. 

In summary, individuals who wish to exert self 

control, need to have an understanding of the factors which 

influence their actions and how they can alter those 

factors to bring about the changes they desi~e. 

Specifically, those factors are: reciprocal interaction, 

controlled-controlling responses; behavioural consequences 

and self control change strategies (environmental planning, 
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behavioural programming, behavioural change of self and 

others) . 

SKILI&.,_S.TRATEGIE§ AND BEHAVIOURS 

2.9 Introduction. 

As stated in 2.7, 1 to exercise self control an 

individual must understand what factors influence his 

actions and how he can alter those factors to bring about 

the changes he desires' (Mahoney and -Thoresen, 1974, p .9). 

They go on to say that this requires the individual to 

be a sort of "personal scientist" (Kelly, 1955). The 

person begins by observing what goes on, recording and 

analysing "personal data", using certain techniques to 

change specific things and finally deciding if the change 

has occurred. Again, in making such a decision, the person 

looks t6 data about himself (Mahoney and Thoresen, 1974). 

In this section, the basic tenets of Behavioural Self 

Control theory relating to skills and strategies will be 

presented. 

2. 10 Basic Tenets of Behavioural Self Control Theory: 

Skills, Strategies and Behaviours. 

Basically 'personal scientist' self directed and 
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tproblem solving' approaches involve experimenting and 

observing the effects of behaviour on consequences that 

ensue and subsequently, if necessary, modifying such 

behaviour (Spivack, Platt and Schure, 1976; Mahoney, 1977; 

Watson and Tharp, 1977; Urbain and Kendall, 1980). 

'Personal scientist' skills include self observation, 

recording and analysing data, self assessment and self 

evaluation, determination and application of positive 

and/or negative reinforcers for self and others. Workman 

and Hector (1978) give detailed accounts of these and other 

similar skills required of a 'personal scientist'. 

In summary, individuals who wish to exert self control 

need to have the attitudes and skills and strategies of a 

'personal scientist' in order to act on the theoretical 

perspective they have, to assess the nature of the 

behavioural interactions and to implement the changes 

desired (Kanfer and Grimm, 1977; McReynolds, 1979). 

SUMMARY 

2.11 Summary of the Basic Tenets of Behavioural Self 

Control Theory. 

In summary, it would seem that self control is a 

function of : 

1: WAYS OF THINKING 

The way individuals think influences the degree 

of •powerlessness' or 'power' that they have. 
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2 . KNOWLEDGE. 

Individuals who have Behavioural Self Control 

knowledge have a cognitive construct that .enables 

them to understand &~d know how to act upon their 

environment in order to effect desired 

consequences. 

3. SKILLS STRATEGIES AND BEHAVIOURS. 

Individuals who have Behavioural Self Control 

skills have the means to act upon their 

environment to effect desired consequences - to be 

their own 'personal scientist', if they so choose. 

2.12 Theory of Behavioural Self Control underlies the 

Perceived Adaptive Behaviour Group Intervention. 

The theory relating to the covert and overt behaviours 

underlying Behavioural Self Control has been presented. 

The main factors arising from each component will , along 

with the Perceived Adaptive/Maladaptive behaviour 

perspective, provide the basis of the Perceived Adaptive 

Behaviour Group Intervention, designed by the Researcher 

(s~e Figure 2 for a summary of these factors). 

BEHAVIOURAL SELF CONTROL RESEARCH 

2 . 13 Introduction . 

In this section relevent research relating to 
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Behavioural Self Control ways of thinking, knowledge, 

skills, strategies and behaviours will be presented. 

There is a vast amount of literature in the area of 

Behavioural Self Control ways of thinking; knowledge 

skills, strategies and behaviours . It is not the intention 

in this study to comparatively evaluate this research. The 

purpose is again to give a brief overview of the research 

in each area and to use the main findings to provide the 

research basis for designing the Adaptive Behaviour Group 

Intervention. 

2.14 Research on the effects of tpowerful' and tpowerless' 

ways of thinking on a variety of student behaviours: 

It .. is the intention, in this section, to show that: 

{l) covert behaviours affect many student 

behaviours; 

(2) covert behaviours can be acquired by 

children; 

(3) covert behaviours can be applied by children 

to modify their own behaviours - including 

their own disruptive behaviours - and teacher 

behaviours; 

(4) there are numerous cognitive behavioural 

interventions for te~ch ing children self 

control in r egard to disruptive school 

behaviours. 
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COVERT BEHAVIOUR AFFECT MANY SCHOOL BEHAVIOURS. 

(a) Ways of Thinking and School Achievement Variables. 

Much of the research which has taken place in schools 

has concentrated on the effects of 'powerful' and 

'powerless' ways of thinking on a variety of achievement 

variables such as academic performance (Crandall and Lacey, 

1972; Hiasma, 1976; Johnson, 1981), and academic 

achievement, motivation and task persistence (Chan, 1978; 

Andrews and Debus, 1978; Stipek and Weisz, 1981). 

'Powerful' ways of thinking have also been shown to 

influence other variables s1..tch as perception ( Stipek and 

Weisz, 1981), levels of happiness (Forsyth and McMillan, 

1981), sense of self worth and personal competence 

{Covington and Beery, 1976; Covington and Omelich, 1979; 

Goetz and Dweck, !'980) . 
' 

(b) Ways of Thinking and Social Behaviour in School. 

There seems to be much less research on the 

rela.tionahip batwsan !powsr£wl-' ,;a::1d 1·pc:Jws1. ... lass' ways of 

thinking and social behaviour {Bradley and Teeter, 1977}. 

Studies outside the classroom suggest that students' 

ways of thinking may be important in determining whether 

they behave in a considerate, cooperative manner or in a 

hostile, disruptive one {Feather, 1967; Hamsher, Geller and 

Rotter, 1968; Clauser aud Hjelle, 1970). There are also a 

number of studies however, which suggest that there is a 

relationship between students' sense of powerlessness and 

antisocial behaviour at school. 
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Maqsud {1980), in a research study in Nigeria using 

secondary students, found that more externally oriented 

subjects {those with 'powerless' ways of thinking) were 

rated significantly higher by teachers with respect to 
• 

antisocial behaviour. They also tended to underachieve at 

school. His findings support other research in Western 

countries which suggest that delinquents (as defined in the 

studies) tend to have low self control, poor self concepts 

and feelings of inadequacy, they are less likely to be self 

reliant than nondelinquents. McEachern (1973) states that 

where feelings of powerlessness become incorporated in 

personality structure, they lead to rebellion and hostility 

which are evidenced by delinquency and underachievement. 

De Charms (1972) states that pawns are more likely to 

reject the values of society and underachieve at school. 

(c) Ways of Thinking and Adaptation to School. 

However, DuCette, Wolk and Soucar (1971} found in 

their research that while a relationship existed between 

the internal and external dimension and adjustment, this 

relationship was not linear. 

DuCette, Wolk and Soucar (1971) compared 40 children 

from the ages of 8 - 10 who had been referred to the 

hospital due to serious behavioural disruptions in the 

classroom with a matched control group. They found that 

problem children diff ered in t heir assumption of 

responsibility when c ompared to n on-problem children . 

They also found that white and black problem subjects 
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reflected distinct and significantly different locus of 

control patterns,(ways of thinking patterns}, not only from 

each other but also from their corresponding cont~ol 

groups. 

In a second study, the subjects were 43 children from 

a lower middle class elementary school who had been 

referred to the resident school psychologist for disruptive 

behaviour. DuCette, Wolk and Soucar (1971) found that 

there was no simple relationship between locus of control 

and adjustment. Moderating variables of race and IQ . 

significantly affected the results. Two distinct patterns 

of expectancy for control were manifested by the problem 

children and there was a clear discrepancy between the 

assumption of responsibility for positive and negative 

events. 

{d) Ways of Thinking and Attribution of Causes of 

Misbehaviour. 

Guttman {1982) in Tel Aviv, found a similar self 

protective pattern in pupils and teachers. Both tended to 

play down the importance of reasons that related student 

misbehaviour directly to themselves and attributed much 

importance to reasons external to themselves. Pupils 

tended to blame all others (teachers, parents, other 

children and the child's environment) rather than 

themselves. Teachers tended to blame misbehaving children 

first (psychological problems, need to let off steam, 

desire to gain status with classmates) and the parents 

second (bad example at home, parents level of education) . 
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They tended to play down the reasons associated with other 

children in class, and most pronouncedly, reasons 

associated with themselves. Guttman (1982) found no sex or 

age 4ifferences between important attributions and ratings 

for pupils. 

Guttman (1982) concluded that this interpersonal 

interaction between teachers and pupils determined much of 

the development and persistence of problem behaviour. 

Reasons that teachers and pupils gave for problem behaviour 

was an intervening variable, determining the quality of 

interpersonal interaction between the two. 

(e) Ways of Thinking and Student Perception of Teacher 

Control over Nfil{ative Outcomes. 

There are a number of studies which show that the 

environment which individuals are in acts as a moderating 

influence on their ways of thinking and adjustment to that 

environment. 

While Bradley and Teeter (1977) found a moderate 

correlation between internality ({powerful' ways of 

thinking) and both considerate and task oriented behaviour 

in High School students, the strongest relationship they 

observed was between the studentsJ perception about the 

teachers ' control over negative outcomes rather than 

individual student control and the stvdent's behaviour. 

For example, many students believed that their efforts 

to achieve did not guarantee achievement; the teacher 
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controlled certain opportunities (including providing 

appropriately difficult tasks) and recognitions of 

achievement were arbitrarily dispensed. 

In a recent review, Joe (1971) concluded that 

externalizers {those with 'powerless' ways of thinking) 

were more likely to manifest hostility, since they had 

experienced more feelings of powerlessness and more 

frustration via external forces. The results of his study 

suggest that hostility in the classroom may result more 

specifically from a feeling of powerlessness to control 

negative outcomes. Moreover it appeared that 

considerateness in the classroom was most strongly related 

to perceptions of control involving school personnel. 

(f) Nays of Thinking and Self Esteem. 

There have been a number of studies investigating the 

effects of a students' ways of thinking and self esteem. 

Johnson (1981) found that the results of childrens' 

self reports demonstrated that higher academic achievement, 

attribution to the self for success and outside the self 

for failure, all contributed significantly to higher self 

esteem. 

Bokyo (1970) found a positive correlation, at the .01 

level, between total self concept and locus of control. A 

positive correlation, significant at the .05 level, was 

found between academic self concept and locus of control. 

Salazar {1977) found a significant difference between 
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internal and external student locus of control on self 

concept and school morale group scores. 

(g) Ways of Thinking and Mediating influences on a 

Student 1 s Ways of Thinking: The School Climate~ 

Carol Mowbray (1980) examined adaptation, in terms of 

community involvement, of 181 male subjects in the United 

States in a longitudinal study investigating locus of 

control in two differing suburban High School 

environments . She found that locus of control beliefs or 

ways of thinking were an important part of school 

adaptations. She also demonstrated the concept of 

person-environment interaction in two different, yet 

demographically similar school settings showing that 

students' attitudes to school were influenced by the 

climate of the school and the level of community 

involvement. 

Wittes (1970) investigated the relationship between 

locus of control and the power structure of the High 

School . In a sample of 10 High Schools, he found that 

students who felt that they had a sense of competency to 

influence others developed a greater sense of personal 

control. 

In summ.ary researc h shows that ' powerful' and 

' power less ' ways of thinking have an influence on: 

1. a variety of school achievement variables; 
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2. individuals ' social behaviour at school; 

3. individuals' adaptation to school; 

4. individuals ' attribution of causes of 

misbehaviour; 

5. individuals' perception of teacher control; 

6. individuals' self esteem. 

In addition, individuals' ways of thinking were 

mediated by age, gender, school climate, social, racial and 

ethnic class factors. 

2.15 Research on the modification and application of 

Behavioural Self Control ways of thinking in children 

and adolescents. 

A review of the literature shows that there has been a 

mass of research undertaken on the modification of 

individuals' ways of thinking in such areas as locus of 

control, attribution, learned helplessness, self efficacy, 

to na.me but a few. 

The studies have used a variety of populations, in 

both naturalistic and laboratory settings and have measured 

and used a variety of dependent and independent variables. 

Meichenbaum (1977), Mahoney and Arnkoff (1979), Pressley 

( 1977), Kendall and Braswel l ( 1982 ) review t he literature 

and the methodologic al shortcomings of many such studies. 
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Research that relates to children and adolescents 

indicates that their ways of thinking can, to varying 

degrees, be positively altered. This has been the case in 

regard to a variety of dependent variables that relate to 

school tasks such as reading persistence (Chapin and Dyck, 

1976; Fowler and Peterson, 1981), arithmetic achievement 

(Schunk, 1981); effort and task persistence (Andrews and 

Debus, 1978); exam performance (Forsyth and McMillan, 

1981); academic achievement {Dweck and Reppucci, 1971; 

Bradley and Gaa, 1977). 

While much of the literature has focused on academic 

factors, there has been some research on positively 

modifying childrens' ways of thinking in regard to a 

variety of disruptive and inappropriate behaviours such as 

attention, thinking and language behaviour (Meichenbaum and 

Cameron, 1973); impulsive behaviour (Kendall and Finch, 

1978); disruptive behaviours (Bornstein and Quevillon, 

1976; Douglas, Parry, Marton and Garson, 1976); aggressive 

behaviours (Camp, Blom, Herbert and Van Doomick, 1977); 

cheating behaviour of kindergarden and first graders 

(Monahan and O'Leary, 1971}; social skills deficits 

{Gottman, Gosno and Schuler, 1979) - to name again, but a 

few. 

The methods used to effect such generally positive 

changes in individuals' ways of thinking regarding the 

variables listed above have included various types of 

reinforcement and attribution retraining. In particular, 
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positive reinforcement (Gutkin, 1978), social 

reinforcement, tokens, casual statements and verbal 

reinforcement (Andrews and Debus, 1978) have been used to 

modify children's ways of thinking - again, with varying 

degrees of success. 

Children themselves have been taught to use mediating 

behaviours of self talk (Meichenbaum and Burland, 1979), 

effort attribution and cognitive modelling (Schunk, 1981); 

self reinforcement (Johnson, 1981) and goal setting 

(Bradley and Gaa, 1977) to alter their own ways of thinking 

in regard to particular academic and behavioural variables . 

Group discussions have also been investigated as a means of 

facilitating cognitive restructuring in students (Bak.er, 

Thomas and Munson, 1983). Research shows that there are, 

however, limiting factors regarding the modification of 

ways of thinking - factors such as: students' general 

cognitive ability, age, difficulty of the task and attit ude 

regarding the cognitive skills domain (Anderson and Prawat, 

1983). 

2.16 Research on the cognitive-behavioural interventions 

for teaching children self control of disruptive 

school behaviour . 

Cognitive-behavi01.1ral modifications have been 

successful ly used in teaching self control skills to a 

variety of disruptive children identified by teachers, in 

each study, as lacking self control. 
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Kendall and Wilcox (1979) examined the effects of 

variations in the types of self instruction taught to such 

children. Concrete training emphasised self instructions 

that applied to a specific task, whereas conceptual 

training was broad and could be applied to a variety of 

tasks. Among the results, the changes in the classroom 

(according to teacher blind ratings) were stronger for the 

conceptual group. 

Kendall and Zupin (1981) - following on from the 

Kendall and Wilcox (1979) study - compared the efficacy of 

group versus- individual administration of cognitive

behavioural procedures. They found that trea~ed children, 

botp individual and group, showed significant improvement 

on blind teacher ratings of self control as compared to 

nonspecific treatment groups. In both the individual and 

group treatments the interventions included a 

cognitive-behavioural package involving self instruction in 

problem-solving, modelling and behavioural contingencies. 

Zupin and Braswell (1982) replicated the Kendall and 

Zupin (1981) study to include classsroom observation and 

parent ratings among outcome measures {in Kendall and 

Braswell, 1982). The results indicated that cognitive

behavioural interventions improved teachers, blind rat ings 

o f c h ildre n 's s e l f contr o l ; that cogn i t i ve- behavioural 

t reatment i mpro ved chi ldren's self reported s e lf concept ; 

and that naturalistic observa tion of off task verbal and 

physical behaviour suggested t reatment efficac y. 
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Closely aligned with cognitive-behaviour modification 

are the problem solving therapies (D'Zurilla and Goldfried, 

1971; Mahoney, 1977; Meichembaum and Burland, 1979). 

Problem solving approaches are shown in work by Spivack, 

Platt and Schure, 1976; Schure and Spivack, 1978. They 

encountered differences in problem solving skills of 

"normal" and "deviant" populations and reported success in 

several projects in which "deviant" subjects were given 

systematic training in problem solving {Mahoney and 

Arnkoff, 1979). 

A number of programmes tailored after Shure and 

Spivack (1978) have been developed to teach children a 

variety of skills of self control (Meichembaum and Burland, 

1979). 

Urbain and Kendall (1980) present an extensive review 

of social-cognitive problem solving interventions with 

children which were applied, with varying results, to 

dependent variables such as aggression, student behaviour 

rating, social interaction, helping, cooperating and 

she.ring, classroom adjustment, altruism, dominance and 

cooperation. 

Spivack, Platt and Schure {1976) conclude that 

training studies of this sort show that when childrens' 

social p r oblem-solving ability is enhanced, thei:::- sense of 

being "in control" in social situations is also enhanced. 
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2.17 Summary. 

In summary, research related to tways of thinking ' 

indicates that: 

(a) covert behaviours affect many student behaviours; 

(b) covert self control behaviours can be acquired or 

learned; 

{c) covert self control behaviours can be applied by 

children and adolescents to modify their own 

behaviours - including their own disruptive 

behaviours; 

(d) cognitive-behavioural interventions have 

successfully modified the self control behaviours 
"I 

of disruptive children as measured by blind 

teacher ratings. 

SKILLS, STRATEGIES AND BEHAVIOURS 

2.18 Introduction . 

In this section relevant research relating to 

Behavioural Self Control knowledge, skills, strategies and 

behaviour will be presented. 

It is the intention in this section to show that: 

(a) overt behaviours affec-:. :nany student behaviours.; 

(b) overt behaviours can be acquired by children; 

{c) overt behaviours can be applied by chi ldren to 

modify their behaviours - including their 
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disruptive behaviours - and the behaviours of 

teachers; 

(d) there are numerous programmes for teaching 

children self control in regard to disruptive 

school behaviours. 

2. 19 Research on the effects of behavioural repetoire on 

student behaviour . 

In recent years, theorists have used a {behaviour 

deficiency' model to describe deviant behaviour (Manuele 

and Cicchelli, 1984). In this model, behaviour problems of 

students are viewed as deficiencies in social skills due to 

histories of inadequate socialisation, instruction and 

reinforcement (Kafer, 1982), rather than the consequences 

of some psychopathology (Manuele and Cicchelli, 1984) . 

The advantages of teaching pupi ls to manage thei r own 

classroom behaviour has been enumerated by many authors 

(Candler and Goodman, 1979; Clarizio, 1979; Gresham, 1984 ). 

The disadvantages of teachers controlling the 

inappropriate or disruptive behaviours of students have 

been outlined by Workman and Hector, 1978; Rosenbaum and 

Dr abman , 1979. 

While ther e seems to be general agreemen t that primary 

p revention o f b e hav i oural disorders is d esira b l e ( Clar izio, 

1979 ) , t h e need f or early r emediation of behavi oural 
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difficulties has also been well documented (Essa, 1978; 

O'Leary and Dubey, 1979; Mannarino, Christy, Durlak and 

Magnussen, 1982). There is also some evidence which 

indicates that -unless early intervention remediates problem 

behaviours {whatever they might be), there are definite 

negative consequences for the individual student and the 

school (Bornstein, Bellack and Hersen, 1980; Carden, Smith 

and Fowler, 1984), such as being rejected by peers, 

worsening of student-teacher relationship and class 

disruption; being an early educational dropout, having 

serious dysfunction as adults . 

A large number of social skills programmes have been 

developed to teach students in a planned, systematic 

manner, specific behaviours needed by an individual to 

function more effectively in a variety of interpersonal 

contexts (Conger and Keane, 1981; Manuele and Cicchelli, 

1984) . 

Research evidence indicates that these social learning 

techniques are more effective than traditional punitive 

actions for helping students to acquire positive behaviour 

{ Candler and Goodman, 1979 ; Mannuele and Cicchelli, 1984). 

There have been many studi es that can be c lassifi ed as 

social skills trai n i ng t h a t have, f or instanc e , a s sis ted 

isolated , wi t hdrawn , friendles s children ( Conger and Keane, 

1981 ; Kafer , 1982) . 
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Manuele and Cicchelli (1984) review programmes which 

seem to address specific behaviours that represent 

discipline problems in the classroom. Most of these 

programmes were designed to assist aggressive children 

(Goldstein, 1973, 1981), behavio1.Aral difficulties (Spivack, 

Platt and Schure, 1976); adaptations to stressful 

situations (Meichenbaum, 1977); setting and achieving 

career goals (Adkins, 1970). 

The methods used to effect positive changes in the 

studies quoted above included modelling, role playing, 

reinforcement and transfer of training (Manuele and 

Cicchelli, 1984); participant modelling, behaviour 

rehearsal (Gresham, 1984; Strain, Odom and McConnell, 

1984); filmed models, contingency management, and 

coaching-instructional techniques (Conger and Keane, 1981). 

2.20 Research on the modification and application of 

Behavioural Self Control Skills, Strategies and 

Behaviours in children and adolescents. 

A review of the literature {Sanders, 1978; Workman and 

Hector, 1978; Rosenbaum and Drabman, 1979; o •Leary and 

Dubey, 1979; Anderson and Prawat, 1983) shows that 

Behavioural Self Control skills have been successfully 

taught to childr en and adolescents. 

Such skills have included the specification of 

behavioural goals, target behaviours and performance 
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standards {Sanders, 1978; O'Leary and Dubey, 1979). 

Children have also been involved in self recording, self 

assessment, self determination of rewards and punishments, 

self reinforcement and evaluation (Workman and Hector, 

1978; Rosenbaum and Drabman, 1979). Students have also 

given themselves instructions, set contracts and self 

distractions (O'Leary and Dubey, 1979) as well as induced 

self relaxation (Schneider and Dolnick, 1976; Sanders, 

1978). This list of behavioural skills is not exhaustive 

but does outline the types of behavioural skills that have 

been taught to and used by children and adolescents. 

Recent studies have suggested that such self control 

procedures have been acquired and used by both temotionally 

disturbed' and •normal' children {Drabman, Spitalnik and 

O'Leary, 1973; Thoresen and Mahoney, 1974). A wide range 

of pupils, from preschoolers to adolescents have been 

trained in aspects of self control, in a variety of 

laboratory and psychiatric settings as well as the school 

environment {Santogrossi, O'Leary, Romanczyk and Kaufman 

1973; Glynn and Thomas, 1974; Bornstein and Quevillon, 

1976). 

Behavioural Self Control skills have been successfully 

applied by students to many areas within education - to 

study behaviour (Sagotsky, Patterson and Lepper, 1978) ; to 

academic response rates (Glynn a..~d Thomas, 1974) ; on task 

behaviour (Glynn, Thomas and Shee, 1973; Workman and 

Hector, 1978) and academic behaviour (Broden, Hall and 

Mitts, 1971; Workman , Helton and Watson, 1982). Other 
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behaviours which have been modified have included such 

social skills as oral class participation and study habits 

(Candler and Goodman , 1979), attending behaviour {Pound and 

Roberts, 1978), disruptive talk and interruptions (Piersel 

and Kratochwill, 1979}, aggressive behaviour (Schneider and 

Dolnik, 1976), hyperactivity (Douglas, Parry, Marton and 

Garson, 1976), and inapproppriate ._lunchtime and other 

problem behaviours (MacPherson, Candee and Hohman, 1977; 

Birkimer and Brown, 1979). 

Most of the research in an educational setting has 

focused on student skills to modify their own deviant or 

unacceptable behaviours. Far less research is available on 

student modification of teacher behaviour. Polirstok and 

Greer (1977) however, provides an example of two such 

studies. They used a social reinforcement training 

procedure to teach students to approve teachers' verbal and 

nonverbal behaviour in order to successfully change 

mutually aversive interactions which had been occurring 

between the "problem" student and four teachers. 

A similar study was done by Graubard, Rosenberg and 

Miller (1971). Students were taught to make eye contact 

with teachers, ask for extra help, make reinforcing 

comments and use· reinforcing behaviour such as sitting up 

straight, nodding in agreement as the teacher spoke. These 

techniques were contingent on teacher performa.~ce. 

Students were taught to (shape up' teachers' behaviour by 

breaking eye contact during scolding, by ignoring a 

teacher's provocation, by showing up early for class and 
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asking for extra assignments. They were also taught the 

theory of Behavioural Self Control. 

While there has been some research on adult 

manipulation of stimulus conditions, for example in 

controlling eating behaviour (Stuart, 1972) this has not 

been similarly documented with children (Thoresen and 

Mahoney, 1974; O'Leary and Dubey, 1979). 

Likewise, problem solving has been successfully 

implemented by adults (D'Zurilla and Goldfried, 1971) but 

only used in conjunction with other procedures by children 

(Camp, Blom, Herbert and Van Doornick, 1977). 

Use of a variety of .Behavioural Self Control skills 

have been shown to be· effective in mod.ifying various types 

of maladaptive behaviour of individual students - at least 

in the short term (Bolstad and Johnson, 1972; Drabman , 

Spitalnik and O'Leary, 1973; Santogrossi, O'Leary, Romancyk 

and Kaufman, 1973). Some of the evidence resulting from 

these studies has been inconclusive (McCullouch, Huntinger 

and Nay, 1977; Besalel-Azrin, Azrin and Armstrong, 1977). 

While the evidence supports the notion that 

Behavioural Self Control procedures are probably as 

effective as externally imposed procedures (O'Leary and 

Dubey, 1979), there has been a great deal of cont.roversy 

regarding the success of generalisation and maintenance Qf 

behaviours (Bornstein and Quevillon, 1976; O'Leary and 

Dubey, 1979), resulting from Behavioural Self Control and 
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the reasons for this. In particular, O'Leary and Dubey 

{1979) suggest that no one has attempted to assess whether 

children actually continue to use the self control 

procedures they have been taught. 

Factors identified as determining ~he effectiveness 

with which children employ self control procedures have, 

according to O'Leary and Dubey (1979), included whether 

children ccorrectly' implement self control procedures; the 

level of competence children have to perform the behaviour 

they wish to control; the need to teach, not tell, students 

how to use self controlling skills; the age of the 

children. Locus of control orientation was shown to 

predict responsiveness to self reinforcement; the clinical 

status of children was shown to influence the impact of 

self assessment. O'Leary and Dubey {1979} also point out 

the necessity for external controls in teaching children to 

use self control procedures. They go on to say that 

although systematic external control can and has been 

successfully faded, naturally occurring events must - at 

the very least - support the behaviour change thereby 

reinforcing the child's use of the procedures. The goal 

for applied researchers should therefore be to develop 

methods for teaching children to control their behaviour on 

a continuing basis with a minimum of external support. 
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2 . 21 Research on programmes designed to teach children self 

control in regard to their disruptive school 

behaviours. 

There have been a multitude of programmes designed to 

teach children covert self control, knowledge, skills, 

strategies and behaviours. 2.15 and 2.16 present evidence 

supporting this. 

There have been a multitude of programmes designed to 

teach children overt self control knowledge, skills, 

strategies and behaviours. 2.20 and 2 . 21 present evidence 

to support this . 

2.22 Summary. 

Behavioural Self Control is a function of specific 

behaviours. The evidence shows - in regard to both covert 

and overt self control behaviours that: 

(a) ways of thinking and behavioural repetoire 

{skills, strategies and behaviours) of children 

effects a variety of school behaviours {see 2.14; 

2. 19}; 

(b) ways of thinking and behavioural repetcire of 

children can be modified (see 2.15; 2.20); 

(c} ways of thinking and behavioural repetoire can be 
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applied by children to the modification of their 

behaviours - including disruptive behaviours - and 

to the behaviour of teachers (see 2.16; 2.21); 

(d) there have been a multitude of programmes designed 

to teach children self control ways of thinking, 

knowledge, skills, strategies and behaviours to 

more effectively manage their own behaviours -

including disruptive behaviours (see 2.17; 2 . 22) . 

SELF CONTROL DEFINITION 2 

2.23 Introduction. 

A second definition of Behavioural Self Control 

defines self control as a function of demonstrated 

behaviours, rather than acquired behaviours {see 2.4) . 

In the following section this second definition of 

self control will be more clearly outlined and relevant 

research, relating to this perspective, will be presented. 

THEORY 

2 .24 Self Contro l - a teacher/ s c h ool perspective. 

Tho r e sen and Mahoney (1974) state that individuals 

display self control when, in the relative absence of 
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immediate external constraints, they engage in behaviours 

whose probability has been less than that of alternatively 

available behaviours. Thoresen and Mahoney (1974) go on to 

outline the important features of self control from this 

perspective: 

(a) they always involve two or more alternative 

behaviours; 

{b) the consequences of those behaviours are usually 

conflicting; 

(c) the self regulatory pattern is usually prompted 

and/or maintained by external factors such as long 

term consequences although in the short term the 

consequences may not be rewarding. 

From this perspective then, children who are seen to 

be exhibiting self control are those who are behaving in a 

way that has been relatively unlikely in previous 

situations. Individuals who usually misbehave are seen to 

be demonstrating self control if they refrain from 

misbehaving in the absence of external teacher constraint. 

Mahoney and Arnkoff (1979) point out that self control 

takes on different dimensions if approached from the 

perspective of the labeller. They go on to say that for 

the most part, self control lies in the eye of the beholder 

(i.e. it is the attribution of the observer more than the 

characteristic of the behaviour). 

There are no apparent differences between control and 
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non self control responses (Mahoney and Arnkoff, 1979). 

Self control - from this perspective - is influenced by the 

social context in which it occurs, the conspicuousness of 

external constraint, the amount of conscious effort that 

individuals are seen to exert, the context and history of a 

given behaviour, the perspective of the labeller and the 

social desirability of the behaviour. (Undesirable 

behaviour patterns are seldom accorded the label of self 

control though they well may be.) 

The Researcher's Perceived Adaptive Behaviour 

perspective, which draws on a variety of theoretical 

perspectives (see Figure 2), is also based on this second 

definition of self control. The way individuals behave 

influences how this behaviour is perceived by teachers and 

subsequently influences the short and long term functional 

and dysfunctional consequences for students {see Figure 1). 

RESEARCH 

2.25 Research on teaching students to modify teacher 

perceptions or ratings of student behaviour. 

There has been some research , quoted in 2 . 17, where 

blind teacher ratings of student classroom behaviour have 

been used as a measure of the effectiveness of 

cognitive-behavioural interventions (Kendall and Wilcox, 

1979; Kendall and Zupin, 1981 ; Zupin and Brasswell, 1982) . 
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Teacher ratings of student behaviour have also been used as 

a dependent measure of social competence training (Durlack, 

1977). 

PERCEIVED ADAPTIVE BEHAVIOUR 

GROUP INTfiliYENTION 

2.26 Theoretical and research basis of the Perceived 

Adaptive Behaviour Group Intervention. 

The Perceived Adaptive Behaviour Group Intervention, 

designed by the researcher (see Appendix H) is based on: 

THEOBX 

(A) the theory of Perceived Adaptive/Maladaptive 

Behaviour (see Chapter I) where self control is 

seen to be a function of demonstrated acceptable 

behaviours; 

(b) the theory of Behavioural Self Control (see 

Chapter II) where self control is seen to be a 

function of specific ways of thinking, knowledge~

skill.§.a._~teg~ood behaviours which can be 

used to effect demonstrated self control. 

RESEARCH 

(c) research related to teacher perception of student 

behaviour and student modification of teacher 

perceptions {see Chapters I and II). 
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{d) research related to Behavioural Self Control ways 

of thinking, knowledge, skills and strategies (see 

Chapter II) . 

RESEARCH FINDINGS 

{e) research findings which show that blind teacher 

ratings of student behaviour have been used as a 

dependent measure of cognitive - behavioural 

interventions and social competence training (see 

2.16; 2. 25). 

(f) research findings which show that ways of thinking 

and individuals' behavioural repetoire can effect 

a variety of school behaviours (see 2.14; 2.19); 

that ways of thinking and behavioural repetoire 

can . be modified {see 2.15; 2.20); that ways of 

thinking and behavioural repetoire can be applied 

by children to modify their own behaviours -

including disruptive behaviours - and the 

behaviours of teachers (see 2.15; 2.20). 

PROGRAMMES 

There have been a multitude of programmes to teach 

Behavioural Self Control skills to children (see 2.15 ; 

2. 16 ; 2 .19 ; 2. 20; 2 .2 1 ) . Many of t h e se p r ogrammes h a v e 

f ocused on t he modifica t ion of a variety o f disrupt i v e 

behaviours. Few programmes have focused on the application 
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of these skills to the modification of teachers' 

perceptions of student behaviour (see 2.25). 

Figure 1, which follows, presents a summary of the 

components of "well adapted" and "poorly adapted" student 

behaviour as perceived by the Researcher. 

Chapter 1}. 

(See also 

Figure 2, which follows, presents a summary of the 

theory, research and research findings which form the basis 

of the Adaptive Behaviour Group Intervention. 

Figure 3~ which also follows, presents a summary of the 

main components in the Perceived Adaptive Behaviour Group 

Intervention (as modified for High School students). These 

concepts arise out of the theory and research related to 

Behavioural Self Control and the Researcher's theory and 

concerns relating to Perceived Adaptive/Maladaptive 

Behaviour. 

2.27 

to: 

Purpose of the study. 

The purpose of this study as stated in Chapter 1, was 

(a) respond to a need to explore ~lternative, 

preventative ways of responding to "behaviour 

problem" High School students, given that the 
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Figure 1 

CONPOHENTS OF "WELL ADAPTED" AND "POORLY ADAPTED" STUDENT BEHAViOUR 
AS PERCEIVED BY THE RESEARCHER. 

ADAPTATION 
CONPONEHTS 

SUCCESSFUL ADAPTATrON 
"WELL ADAPTED" STUDENT 

ADAPTIVE BEHAVIOUR 

UNSUCCESSFUL ADAPTATION / 
"POORLY ADAPTED" STUDENT I 
MALADAPTIVE BEHAVIOUR j 

i 
---------·----------------------------------------------------------------1 I. BEHAVIOUR Follow the rules of Do not follow the rules ' 

---- I 
the school, classrooas of the school, classrooas · 
or give teachers the ~Q-~Q! give teachers the 
behaviours they want behaviour they want or 
or like. lib, 

-------------------------------------------------------------------------------1 FUNCTIONAL OYSFUNCTI ONAL 1 

------------------------------------------------------- ·-----------------------) 2. PERCEPTION OF ihe Teacher perceives The Teacher perceives i 
THE BEHAVIOUR the student positively the student negatively. i 
BY TEACHERS The student is 1 good 1 The student is 1 bad1 or 

- not a problem - he a problea - he or she is 
or she is following ~gt following the rules 
the rules or behaving or behaving in a way the 
in-a way the teacher teacher likes 
iikes 

-------------------------------------------------------------------------------1 FUNCTiONAL DYSFUNCTIONAL I i 

l3. EFFECT OF THE The teacher develops a The teacher develoos a i 
j BEHAVIOUR ON positive relationship negative relat1onship 
j THE TEACHER Mi th the student. Mi th the student. There 
I There is little or no is iuch disruption Nhich 

disruption "hich the the teacher dislikes 
teacher iikes. The 
teacher is a •good• 
teacher - they have 
"good' students, 

because it interferes 
with the task of teaching 
and learning. The 
teacher is a "bad' 
teacher, they have "bad" 
students. 

!-------------------------------------------------------------------------------: j FUNCTIONAL · DYSFUNCTIONAL ! 
l------------------------ -------------------------------------------------------1 i4. CONSEQUENCE EQ§!I!Y~ The student ~~§B!1Y§ The student j 
! OF THE gets "good" reports gets 1 bad 1 reports, · 

BEHAVIOUR acquires a •good' acquires a "bad" 
FOR THE rEputation; has a reputation; has a 
STUOEMT positive rel ationshi p negative tel~tionshiµ 

with the teacher; has with the teacher ; has 
a relatively "easy" 
ti me at school 

a relatively "hard" 
time at school. (Is 

iinfreQueotly in frequently in trouble), i 

·----------------------------~::~~~:~~-----------------------------------------_! 
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Figure 2 

SUNNARY OF THE THEORY, RESEARCH AND MAIN RESEARCH FINDINGS WHICH FORK THE BASIS OF THE 
ADAPTIVE BEHAVIOUR GROUP INTERVENTION. 

------------------------------------- -----------------------------------------------------------r THEORY RESEARCH l'IAIN RESEARCH FINDINGS ! 
I 

------------------------------------ ------------------------------------------------------------1 CHAPTER 1 CHAPTER 1 CHAPTER 2 CHAPTER 2 ! 
------------------------------------ ____________________________________________________________ J 

BEHAVIOUR 

PERCEIVED PERCEIVED 
ADAPTIVE/ ---t BEHAVIOUR 
NALADAPTIVE -+ TEACHER PERCEPTION BLIND TEACHER RATINGS OF STUDENT 

OF STUDENT BEHAVIOUR--}BEHAVIOUR USED AS A MEASURE 
OF EVALUATION 

BEHAVIOUR 

SELF CONTROL IS FUNCTIONAL STUDENT NODIFICiHIOt~ STUDENTS HAVE SUCCESSFULLY 
A FUNCTION OF ➔DYSFUNCTIONAL---OF TEACHER PERCEPTIONS?' MODIFIED TEACHER BEHAVIOURS 
DEMONSTRATED CONSEQUENCES 
ACCEPTABLE OF PERCEIVED 
BEHAVIOURS BEHAVIOUR 

l 

I 

------------------------------------- ------------------------------------------------------------~ CHAPTER 2 CHAPTER 2 CHAPTER 2 CHAPTER 2 
. ' 

------------------------------------ ------------------------------------------------------------~ ! 
lBEHAVIOURAL---)..ilAYS OF THHIKING~FFECTS, l'IODIFICATION➔WllYS OF THINKING IN CHILDRH. 
SELF CONTROL ;;-r I AND APPLICATION OF EFFECTS A VARIETY OF SCHOOL 

// ! WAYS OF THINKING BY BEHAVIOUR 
/ CHILDREN AND 

/ ADOLESCENTS 
/// I. WAYS OF THINKIHS rn CHILDREN CAN 

i ,/ / BE MODIFIED 
'SELF CONTROL IS WAYS OF THH4K!NG rn CHILDREN CAN 
A FUNCTION OF / BE APPLIED iO THE MODIFICATION 
SPECIFIC WAYS OF / ;; OF BEHAVIOURS - INCLUDING 
THINKING; DISRUPTIVE BEHAVIOURS 

:;:;:::~~ / ; ------------------------------------------------------: 

\ 

KNOWLEDGE - - -,;">EFFECTS MODIFICATION➔ BEHAVIOURAL REPETOIRE IN CHILDREN ,
1
• 

i AND APPLICATION OF EFFECTS A VARIETY OF SCHOOL 1 

SKILLS i\ND 
STRATEGIES 

\ SKILLS AND BEHAVIOUR l 
STRATEGIES BY CHILDREN • 
AND ADOLESCENTS BEHAVIOURAL REPETOIRE IN CHILDREN 1 

!SKILLS, STRATEGIES, BEHAVIOUR) 
CMI BE MODIFiED 
BEHAViOURAl REPETOIRE rN CHILDREN 
iSKilLS, STATE6IES, BEHAVIGURSl 
CAN BE APPLIEO TO THE MODIFICATION. 
OF BEHAVIOURS - INCLUDING 
DISRUPTIVE BEHAVIOURS (iEACHER 
BEHAVIOURS AND TEACHER PERCEPTION I . OF THEIR BEHAVIOUR ' 

~-------------------------------------l..------------------------------------------------------------1 
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Figure 3 

THE NAIN CO~PONENTS OF THE PERCEIVED ADAPTIVE BEHAVIOUR SROUP INTERVENTION BASED ON THE THEORY 
AND RESEARCH RELATED TO PERCEIVED ADAPiIVE/KALADAPTIVE BEHAVIOUR AND BEHAVIOURAL SELF CONTROL. 

PERCEIVED ADAPTIVE/NALADAPTIVE \ NAIN CONCEPTS 1 
BEHAVIOUR THEORY AND RESEARCH i 
---------- ----------------------------------+---------------------------------------------------' !a) BEHAVIOUR i How you behave at sthool in ter1s of: ; 
I (bl PERCEPTION OF THE BEHAVIOUR 1

1 

. school/class rules ! 
I BY TEACHERS • giving or not giving teachers the 
(cl EFFECT OF THE BEHAVIOUR l the behaviours they like/want 

ON THE TEACHER ! 
id) CONSEQUENCE OF THE BEHAVIOUR t Influences 

FOR THE STUDENT. • teachers perception of your behaviour 
• the effect of the behaviour on the teacher 
• the functional and dysfunctional 

consequences for you and the teacher 

·----------------------------------------------·----------------------------------------------------\ i • 

i ; 
1BEHAVIDURAL SELF CONTROL j PERSONAL SCIENTIST WAYS OF THINKINS 

THEORY AND RESEARCH 

---------------------------------------------~---------------------------------------------------~ ~ i 

,WAYS OF THINKING j Powerful, and powerless ways of thinking 

I 

I 
! 
iKNOWLEOGE 

I 
I 

i • Pawns and Origins 
• Winners and losers 
, I a1- a powerful influential person. 

; ___________________________________________________ _ 

i 
i PERSONAL SC I E1HI ST KNOWLEDGE 
i 
! 
i -------------------------------------------------- , 
l 

Rec iprocal Interaction 
(positive, negative or coersive ·trip ' ) 
Change Self 
(by changing how you behave} 
Change Teacher 
iby reinforcing poisitively, negatively 

; 

---------------------------------------------------------------------------------------------------



Figure 3 (continued) 

THE MAIN COMPONENTS OF THE PERCEIVED ADAPTIVE BEHAVIOUR GROUP INTERVENTION BASED ON THE THEORY 
AND RESEARCH RELATED TO PERCEIVED ADAPTIVEil'!ALADAPTIVE BEHAVIOUR AND BEHAVIOURAL SELF CONTROL. 

I 
--------------------------------------------------· 

! Personal 

I 
I 
j 
I 

_Scientist - experimenting· 
- behaving and observing the 

effects of that behaviour; 
- evaluating the consequences. 

j Proble!l Solving Strategies 

i 

- analysing iA-B-Ci; 
- deciding on action 

(11hat do I 1tant? 
what do I have to change? 
How 1till I change it?} 

j Means end .thinking 
! Behaviour and •its consequences. 

j Action - Taking and Experi11enting 
I - changing your 0110 behaviours. 

!follo11ing/not .follo11ing rules, 
behavioural repetoirel. 

i 
i 

- changing the teachers' behaviours ! 

-----------------------------------------------------fposil1ve_•••_••t•live_,,info,,,.,,11. __ j 



50 

school environment could not easily be changed; 

that there were no programmes available that 

addressed 'maladaptive' behaviour specifically; 

that there was an increasing need - from both 

school and individual viewpoints - to facilitate 

functional behaviours; 

(b) review relevant theory and literature relating to 

Behavioural Self Control; 

{c) use these findings to devise a programme to teach 

individual students (outside a classroom setting) 

Behavioural Self Control overt and covert 

behaviours - which might enable them to behave 

more adaptively (as perceived by teachers) and 

gain functional consequences from their 

environment if they so chose; 

(d) trial the Perceived Adaptive Behaviour Group 

Intervention, as an exploratory study in an 

ongoing school environment, with a view to further 

modifying and refining the programme if viable; 

{e) comparatively evaluate the effects of the three 

interventions; to determine whether the Adaptive 

Behaviour programme - when compared to Helping 

Skills and Relaxation Training Group Interventions 

- would result in a greater positive change in 

locus of control, self esteem, group evaluation 

and perceived behaviour. 
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Limitations of the study. 

It is recognised that the ideal would be to provide a 

learning environment that meets the needs of all students 

all of the time. For various reasons, already outlined 

{see 1.9) th1s is -not possible. The intention in designing 

and trialling this programme, is: 

1. to attempt to more adequately equip students to 

cope with an environment that they have to be in, 

given that this environment cannot easily be 

changed; to inservice students (rather than 

teachers) on methods of achieving this. This 

approach is an expedient one, arising out of the 

Researcher's current concern for "behaviour 

problem" High School students whose behaviour was 

observed. to elicit dysfunctional consequences from 

the school environment. 

2. to undertake an exploratory study using research 

methods that were considered Q:l....th~_Researcher to 

Q~ suitable to the ongojng school environment~ 

Difficulties were anticipated, however, in 

implementing controls adequately in an ongoing 

school environment. 

2.29 Significance of the study . 

To date, there are no programmes in the Australian 
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Capital Territory which directly focus en "behaviour 

problem" High School students ; no programmes exist which 

attempt, outside a classroom environment, to respond to the 

need to teach "behaviour problem" High School students ways 

to more effectively manage their lives, to behave 

" adaptively and elicit functional consequences from their 

environmnent . 

It is hoped that this research will contribute 

knowledge that might be useful to all persons interested 

and involved with students and concerned with schools 

today. 

It is also hoped that this research might act as a 

useful pilot study for other researchers interested in 

facilitating the development of student Behavioural Self 

Control that might enable "behaviour problem" High School 

students to behave more adaptively and functionally in an 

environment that cannot easily be changed. 

2.30 Main Research Question. 

Does the Adaptive Behaviour Group intervention effect a 

greater positive change on "behaviour problem" High School 

students ' 

a) l ocus of control; 

( b) self esteem; 

(c) group evaluation; 
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{d} perceived behaviour; 

- as perceived by the Assistant Principal Student 

Welfare and Year 7,8,9 Student Year Advisers; 

- as perceived by teachers; 

- as perceived by students 

than Helping Skills, Relaxation Training or No Intervention 

Groups? 

2.31 Research Hypotheses. 

Hypothesis l (a ) 

There will be no significant difference between: 

the pre-test post-test locus of control scores of 

the Adaptive Behaviour Group as measured by the 

Nowicki Strickland Locus of Control Scale for 

Children ( 1972) . 

Hypothesis l ( b ) 

There wili be no significant difference between: 

the pre-test post-test locus of control scores of 

the Helping Skills Group as measured by the 

Nowicki Strickland Locus of Control Scale for 

Children (1972). 

HyPothesis 1(cl 

There will be no significant difference between: 

the pre-test post-test locus of control scores of 
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the Relaxation Training Group as measured by the 

Nowicki Strickland Locus of Control Scale for 

Children { 1972). 

HyPothesis l (d) 

There w1ll be no significant difference between: 

the pre-test post-test locus of control scores for 

the (poorly adapted' non treatment group as 

measured. by the Nowicki Strickland Locus of 

Control Scale for Children { 1972). 

Hy-pothesis 1. l(a) 

There will be no significant difference between: 

the pre-test post-test scores of the Adaptive 

Behaviour Group as measured by Coopersmith Self 

Esteem Inventory (Coopersmith, 1982). 

HyPothesis 1.l(b) 

There will be no significant difference between: 

the pre-test post-test locus of control scores of 

the Helping Ski.11s Group as measured by the 

Coopersmith Self Esteem Inventory {Coopersmith, 

1982). 

Hypothesis 1.l ( c} 

There will be no· significant difference between: 

the pre-test post-test self esteem scores of the 

Relaxation Training Group as measured by 

Coopersmith Self Esteem Inventory (Coopersmith 

1982). 
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HyPothesis 1.l{d} 

There will be no significant difference between: 

(a) the distribution of the pre-test self 

esteemscores of the 'poorly adapted' groups 

A,B,C. 

(b) the distribution of the post-test 'poorly 

adapted' groups A, B, C. 

Hypothesis 1.l(e) 

2.32 

There will be no signicant difference between: 

the pre-test post-test self esteem and locus of 

control scores for the three interventions 

respectively (Adaptive Behaviour, Helping Skills , 

Relaxation Training) as measured by the Self 

Esteem Inventory (Coopersmith 1982) and Locus of 

Control Scale for Children {Nowicki-Strickland, 

1972). 

Research Questions. 

Research Question 1.2{a) 

Is there a difference between Groups A, (Adaptive 

Behaviour), B (Helping Skills), C (Relaxation Training) in 

their pre-test and post-test group evaluation using the 

'Probe" Group Evaluation Questionnaire (,Jasinski, 1982 )? 

Research Question 1 .2(b) 

Is there a positive post-test g r oup change in group 

evaluation responses between groups A (Adaptive Behaviour 
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Group), Group B (Helping Skills Group), Group C (Relaxation 

Training Group), as measured by the Group Evaluation 

Questionnaire (Jasinski, 1982)? 

Research Question l(a) 

Does the Adaptive Behaviour Group Intervention (Group 

A), effect a greater positive change in teachers' 

perception of Group A student behaviour as measured by the 

Student Perceived. Behaviour Questionnaire for Teachers, 

{Jasinski, 1982)? 

Research Question l(b} 

Does the Adaptive Behaviour Group Intervention (Group 

A) effect a greater positive change on student behaviour 

than Helping Skills (Group B}, Relaxation Training {Group 

· C), or no group intervention {Group D) as perceived by 

teachers and as measured by the Perceived Student Behaviour 

Questionnaire for Teachers (Jasinski, 1982)? 

Research Question l {cl 

Does the Adaptive Behaviour Intervention effect a 

greater positive change on the Assistant Principal Student 

Welfare (AP) and the Student Year Advisers perceptions of 

student behaviour as measured by the Student Perceived 

Behaviour Questionnaire for AP/Advisers (Jasinski 1982)? 

Research Question l{d) 

Do students in the Adaptive Behaviour Group 

Intervention effect a greater positive c hange in their own 

behaviour after eight weeks, as measured by the pre-test 
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post-test Perceived Student Behaviour Questionnaire for 

Students (Jasinski, 1982)? 

Research Question l{e) 

Do students in the Adaptive Behaviour Group 

Intervention effect a greater positive change in their own 

perceived. behaviour after eight weeks, than students in the 

Helping Skills, Relaxation Training or No Intervention 

groups, as measured by the pre-test post-test Perceived 

Student Behaviour Questionnaire for Students (Jasinski, 

1982)? 



CHAPTER III 

METHODOLOGY 

3.1 Preparation for the study. 

(a) The Principal of an Australi~ Capital Territory 

High School was approached. The study was outlined {see 

Figure 4). Approval to conduct the study in the school was 

given. 

(b) Numerous discussions took place with the Assistant 

Principal Student Welfare regarding the nature of the study 

and matters relating to actual implementation in the 

school. It was agreed that the study should take place in 

term three; that the pre-test measures would be 

administered in week two of the term; and that the 

post-test measures would be completed two weeks before the 

end of term. 

(c} The two School Counsellors agreed to be involved 

in the study, to run an Intervention Group Y (Helping 

Skills Training) and Group Z (Relaxation Skills Training) 

as additional controls (see Figure 4). Numerous 

discussions regarding the study occurred throughout the 

planning and during the interventions . 

(d) The Assistant Principal St udent Welfare agre ed to 



59 

inform the Senior Staff at the School of the project to 

gain their support and cooperation. 

(e} It was decided, by the Researcher, not to inform 

the staff generally about the project . The purpose of this 

was to attempt to control for a possible teacher expectancy 

effect (Rosenthal, 1974). 

(f) In a staff meeting, staff were informed that a 

certain number of students would be required out of their 

class on a specified day and time to complete a 

questionnaire; that some students would be involved in 

workshops and that individual staff would be notified if 

this were the case. 

(g) Because of developing staff pressure to know more 

about the study, a very general outline of the study was 

given to the staff, the reasons for not fully informing 

them about the study and an explanation of \expectancy ' 

effect (Rosenthal, 1974). Als o, an undertaking wa s g iven 

to staff to completely outline the study and results i n a 

Staff Development Meeting after the study was completed. 

3.2 Subjects . 

(a) Th e t wo s chool Counsellors agr eed to ask the male 

and f emale Year Adv iser s in years 7 , 8 &nd 9 to identify: 
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(i) fifteen male and_fifteen female students from 

each year group, whom they considered to be 

'poorly' adapted to school in terms of their 

behaviour; 

(ii) twelve male and twelve female students from 

each year group, whom they conside;:ed to be 

'well' adapted to school in terms of their 

behaviour. Seventy-two students were 

identified altogether (thirty-six 'poorly' 

adapted and thirty-six 'well' adapted). 

The terms "well" and "poorly adapted" were left 

deliberately 'vague' so as to not influence the Student 

Year Advisers' perception of 'well' adapted and 'poorly' 

adapted students. Also, no year 10 students were included 

in the study because of the pressures of doing the Year 10 

Certificate and because they could not be involved in a 

planned follow up study. The Counsellors were asked to 

collect the names of students from the Student Advisers~ as 

a further control. This was considered to be a task 

appropriate to their role in the school; further 

explanations would have. been required had the Researcher, 

as a teacher in the school, taken on the role. 

(b) The Assistant Principal Student Welfare then read 

through the lists of identified students, added names he 

t hought should be included and ranked the students in each 

group from ' most ' (lowest ranking ) to 'least ' successful 

(highest ranking) in terms of their behavioural adaptation 

to school. This was done on the basis of his own personal 
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perceptions and knowledge of the students in his role as 

A.P. Student Welfare. The purpose of ranking the students 

was because this list was to provide a basis for 

'eliminating' students in groups larger than 10 (the 

designated number in each sample) if necessary. Students 

ranked lowest would be 'eliminated' from the list first. 

3.3 Research design - pre and post-test design. 

The design used in this field study was a pre-test 

post-test design (Campbell and Stanley, 1963). Figure 4 

illustrates this design. An explanation of this design 

follows. 

I 

EXPLANATION .OF PRE-TEST POST-TEST CONTROL GROUP DESIGN 

1 . ~TUDENTS 

I= "Poorly adapted " High School students who were 

randomly allocated to the "poorly adapted" experimental and 

control groups. 

II= "Well adapted" High School students who were 

randomly allocated to the "well adapted" control groups. 

2. GROUPS 

El= E~IMENTAL GROUP - "POORLY ADAPTED" ADAPTIVE 

BEHAVIOUR GEQUP 

The Adaptive Behaviour Group Intervention was designed 

for '"poorly adapted" High School students . The 

intervention was designed and led by the Researcher. 

(See 3.4 and Appendix H for a further description). 



Figure 4 

THE PRE-TEST POST-TEST CONTROL GROUP DESIGN USED IN THIS FIELD STUDY. 
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An explanation of this pre-test post-test control group design is outlined in 1.3. 
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C2 = CONTROL GROUP 2 - "POORLY ADAPTED" HELPING SKILLS 

GROUP 

The Helping Skills Group was designed for "poorly 

adapted" High School students. The intervention was based 

on "Innerchange" material and was led by School Counsellor 

1. {See 3.4 and Appendix I for a further description). 

C3 = CONTROL GROUP 3 - ."POORLY ADAPTED" RELAXATION 

TRAINING GROUP 

The Relaxation Training group was designed for "poorly 

adapted" High School students. The intervention was based 

on exercises from Stevens (1981) and Hendricks (1977) and 

was led by school Counsellor 2. (See 3.4 and Appendix J 

for a further description). 

C4 = CONTROL GROUP 4 - NO INTERVENTION CONTROL GROUPS 

POORLY ADAPTED PRE-TEST POST-TEST GROUP 

This group was a pre-test post-test group for "poorly 

adapted" High School students. 

C5 = CONTROL GROUP 5 - "POORLY ADAPTED" POST-TEST GROUP 

This group was a post-test group for "poorly adapted" 

High School students . 

CB= CONTROL GROUP 6 - "WELL ADAPTED" PRE-TEST 

POST-TEST GROUP 

This group was a pre-test post-test group for "well 

adapted " High School students. 
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C7 = CONIROL GEQUP 7 - "WELL ADAPTED' PRE-TEST 

DECOY GRQ.!!E 

This group was a pre-test group of "well adapted" 

students which was used as a "decoy" (see 3.7{4) for 

further details). 

ca = CONTRO_k_§ROUP 8 - "WELL ADAPTED " POST TEST 

gRQQf 

This group was a post-test group for "well adapted " 

High School students . 

R = RANDOMISATION 

"Well adapted" and "poorly adapted" students were 

randomly allocated to experimental and control groups . (See 

3 . 7 for further details of randomisation procedures}. 

3. DEPENDENT VARIABLES 

The dependent variables were: 

(a) Locus o f Control; 

(b} Self Esteem; 

(c) Group Intervention Evaluation; 

(d) Perceived Student Behaviour. 

(See 3.5 for further details of dependent variables) . 

(a) PRE-TEST DEPENDENT VARIABLE MEASURES FOR STUDENTS 

01, 02, 03, 04, 05, 06 were ?re-test dependent variable 

measures for P-erceived Student Behaviour and Locus of 

Control, given to both "poorly and "well adapted" 

students. (See 3.5 for a description of these measures). 
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011, 012, 013 were pre-test dependent variable measures 

for Self Esteem given to "poorly adapted" students in 

Experimental Group 1 and Control Group 2 and 3. (See 3.5 

for a description of this measure). 

(b) PRE~TEST DEPENDENT VARIABLE MEASURES FOR TEACHERS 

07, 08, 09, 010 were pre-test dependent variable 

measures for Perceived Student Behaviour given to class 

teachers, student Year Advisers, Assistant Principal 

Student Welfare. The measure related only to the behaviour 

of "poorly adapted" High School students who had been 

randomly allocated to the Experimental Group 1 and Control 

Groups 2, 3 and 4. 

(c) GROUP LEADERSHIP CONTROL MEASURE 

014, 015, · 016 was a control for group leadership 

differences, administered to students in the Experimental 

Group 1 and Control Groups 2 and 3 in the second week of 

the intervention. 

measure). 

(See 3.5 for further details of this 

4. INDEPENDENT VARIABLES 

The independent variables were: 

X - Experimental Group 

. This was the Adaptive Behaviour Group Intervention for 

"poorly adapted" High Scho o l students . The Intervention 

was designed and led by t he Researcher . (See 3.4 and 

Appendix H for a further description of the Intervention ) . 
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Y - Control Group 1 

This was the Helping Skills Group Intervention which 

was designed for "poorly adapted" High School students. 

The Intervention was based on Innerchange materials and was 

led by School Counsellor 1. {See 3.4 and Appendix I for a 

further description of the Intervention). 

Z - Control Group 2 

This was the Relaxation Training Group Intervention for 

"poorly adapted" High School students. The Intervention 

was based on exercises from Stevens {1981) and Hendricks 

(1977) and was led by School Counsellor 2 . {See 3 . 4 and 

Appendix J for a further description of the Interven·t ion). 

(a) IMMEDIATE POST-TEST DEPENDENT VARIABLE MEASURES FOR 

STUDENTS 

17, 018, 019, 020, 021, 022 , 023 were immediate post 

test dependent variable measures for Perceived Behaviour 

and Locus of Control given to both "poorly adapted" and 

"well adapted" students. {See 3 . 5 for a further 

description of these measures). 

028, 029, 030 were immediate post-test dependent 

variable measures ~or self esteem given to "poorly adapted" 
• 

students in Experimental Group 1 and Control Groups 2 and 

3. (See 3 . 5 for a description of this measure). 

031, 032, 033 were immediate post-test dependent 

variable measures for intervention evaluation given to 

''poorly adapted'" students in the Experimental Group 1 and 

Control Groups 1 and 2 (see 3.5). 
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{b) IMMEDIATE POST-TEST DEPENDENT VARIABLE MEASURE FOR 

TEACHERS 

024, 025 , 026, 027 were immediate post-test dependent 

variable measures for Perceived Student Behaviour given to 

class teachers; Student Year Advisers and the Assistant 

Principal Student Welfare. The measure related only to 

the behaviour of "poorly adapted" High School students who 

had been randomly allocated to the Experimental Group 1 and 

Control Groups 2, 3 and 4. 

3.4 Independent Variables - description and design. 

1. EXPERIMENTAL GROUP 1 - Adaptive Behaviour Group 

Intervention. 

2. CONTROL GROUP 2 - Helping Skills Group 

Intervention. 

3. CONTROL GROUP 3 - Relaxation Training Group 

Intervention. 

In the section that follows the aims, materials, 

methods and purpose relating to the three interventions 

(the experimental group and two control groups) will be 

described briefly. 

ADAPTIVE BEHAVIOUR, HELPING SKILLS AND RELAXATION TRAINING 

GROUP INTERVENTIONS - DESCRIPTION AND DESIGN. 

1. INTERVENTIONS 

There were three intervention groups X, Y and Z (see 

Figure 4). 
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Group X was the experimental group intervention -

Adaptive Behaviour Group; 

Group Y was the first control group intervention -

Helping Skills Training; 

Group Z was the second control group intervention -

Relaxation Skills Training. 

2. AIM OF EACH INTERVENTION 

The aim of each intervention differed 

(a) In the Adaptive Behaviour GrouILlntervention the 

aim was to teach students self control knowledge, skills 

strategies and behaviours to enable them to behave more 

adaptively if they so chose. 

b) In the Helping Skills Group Intervention the aim was 

to teach students values such as helping others, 

cooperation, empathy, respect f o r the feelings of othe rs. 

(c) In the Relaxation Training Group Intervention the 

aim was to give students an opportunity to spend time out 

of class; to give them an opportunity to talk and work with 

students in a relaxed, small group settingr to teach 

students relaxation skills . ( See Appendix H, I and J fo r a 

more detailed outline o f each group intervention. 

3 . REASONS FOR COMPARING INTERVENTIONS 

The reasons for comparing these three differing 
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interventions (listed above) were that: 

{a) There were few programs - outside a class/school 

system discipline model in the A.C. T. - designed 

to teach students specific self development/self 

management skills and behaviours . 

{b-) Relaxation Training (Roe, 1983) and Helping Skills 

based on 'Innerchange' materials (Ball, 1977) were 

examples of two such programs currently being 

off·ered to students, in the High School 

concerned . . The intention of these programs was to 

teach students skills (of relaxation and helping 

behaviour) that might assist them to behave more 

appropriately in the classroom. 

{c) It was of interest to the Researcher to determine 

whether these interventions did, in fact, have any 

effect on student behaviour in class {as perceived 

by teachers, A.P . Student Welfare and Year 

Advisers). 

(d) No program existed which directly focussed on 

'behaviour problem' High School students; no 

programs existed which attempted to respond to the 

direct need to teach students the skills to more 

effectively manage their school environment in 

order t0 behave adaptively and elic it positive 

consequences from their e nvironment if they so 

chose. 
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{e) In response to a stated need, the Reseacher 

devised the Adaptive Behaviour Group Intervention, 

based on a review of control and self control 

theory and research; and on sociological, 

ppppsychological and systems theories of adaptive 

and maladaptive behaviour (as applied to a 

school). 

(f) The Adaptive Behaviour Intervention was designed 

to specifically teach 'behaviour problem' High 

School students specifically the ways of thinking, 

knowledge and skills that would 'empower ' and 

enable them to manage their own school environment 

more successfully, if they so chose. 

(g) The Adaptive Behaviour Intervention wa.s to be 

trialled to determine its effectiveness (in terms 

of the dependent variables) . 

(h) The Helping Skills and Relaxation Training were t o 

be trialled to determine their effectiveness ( in 

terms of the dependent variables). 

4 . PURPOSE . IN COMPARING INTERVENTIONS 

(a) PERCEIVED B™VIOQR 

The purpose , in c omparing the three d i ffering 

int ervention s, was to determin e whether the Adap tive 

Behaviour Group I n t ervent i on (wh ich was s pec i f ically 

designed to modi fy s tud e nt beha viour ) would b e a n y more 
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effective in changing perceptions of student behaviour 

than the Relaxation Training arid Helping Skills program 

which were also, although indirectly, intended to 

assist students to behave more appropriately in the 

classroom. See 4.3. 

(b) LOCUS OF CONTROL 

The, purpose, in comparing the three differing 

interventions, was to determine whether the Adaptive 

Behaviour Group ntervention (which was specifically 

designed to modify student locus of control 

orientation) would be any more effective in changing 

student locus of control than the Relaxation and 

Helping Skills Program which were also, inc.irectly, 

intended to assist students to focus of themselves and 

their own behaviour. 

{c) SELF ESTEEM 

The purpose, in comparing the three differing 

interventions, was to determine whether the Adaptive 

Behaviour Group Intervention (which was specifically 

designed to modify student locus of control 

orientation) would subsequently be any more effective 

in modifying student self esteem than the Rela.xation 

Training or Helping Skills Program which were also, 

though indirectly, designed to assist students to focus 

on themselves and their behaviour. 

(d) GROUP EVALUATION 

The purpose, in comparing the three differing 
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interventions, was to determine whether there would be 

a difference between the three groups in evaluating the 

intervention process. 

5. MATERIALS 

The materials used in the three interventions differed . 

(a) In the Adaptive Behaviour Group Intervention the 

materials were fully designed by the Researcher based on 

the main findings from a number of relevant psychological 

theories and literature related to control and self control 

(see Appendix H). 'The materials used in this intervention 

included: contracts, school and class rules, check lists of 

appropriate and inappropriate behaviours, video vignettes 

of positive, negative and coersive interactions, role plays 

of •good ' and •bad' students, checklists of pawn and origin 

behaviour, checklists of behaviours teachers liked and 

disliked, experiments to modify individual and teacher 

behaviours, problem solving sheets and a diary for 

recording experiences (see Appendix H for a more detailed 

outline of the materials used). 

(b) In the Helping Skills Group Intervention the 

material used was selected by the counsellor and based on 

Units 2, 8, 23 and 25 of the kit Innerchange {Ball, 1977). 

The materials used in this group covered topics such as 

feelings, thoughts and behavi ours, helping and decision 

making activities as set out. in the I nnerchange kit (Ball, 

1977) . See Appendix I for a more detailed out line of the 

materials used. 
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{c) In the Relaxation Training Group Intervention the 

material used was selected by the counsellor and was based 

on exercises from Hendricks and Roberts (1977} The Second 

Centering Book and Stevens (1981) AwaLeness, Exploring, 

Experimenting. Ex-eerienQ.ing. {See Appendix J for a more 

detailed outline of materials used.} The relaxation 

materials. covered guided fantasy topics such as 1 going 

deeper into mind and body', 'standing centred ', 'centering 

mind and body', and 'fantasy journeys' as set out in 

Hendricks (1977) and Stevens (1981). See Appendix J for a 

more detailed outline of materials used. 

6. METHODS 

The three interventions took place concurrently, over 

eight weeks, one hour a week. Each group had morning or 

afternoon tea each session (provided by the school) and a 

group 1 party' at the end of the eight weeks. Each student 

in each group read ·and signed a contract during the first 

session of the intervention (see Appendix H). 

The methods used by the three leaders in the three 

interventions were influenced by the aims of the 

intervention and the material they were using. In all the 

three interventions contracts were signed, leader talks and 

group discussions took place. In the Adaptive Behaviour 

Group role plays and modelling , watching video vignettes, 

and group exercises were used. I n the Helping Skills 

Group, Innerchange exercises were used and in the · 

Relaxation Training Group relaxation exercises were used. 
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(See Appendices H, I and J for a more detailed outline of 

methods used in each intervention). 

Figure 5 (which follows) shows a summary of the aims, 

materials, methods and purposes of the three interventions 

- the Experimental Group (Adaptive Behaviour Group), 

Control Group 1 {Helping Skills Group), Control Group 2 

(Relaxation Training Group). 

Figure 6 (which follows) shows a summary of areas 

causing concern to the Researcher; the areas of theory and 

research relatin~ to Experimental and Control group 

interventions; dependent variable measures used for main 

and secondary research questions and hypotheses. 
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Figure 5 
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Figure i, 

A SUM"ARY OF AREAS CAUSING CONCERN TO THE RESEARCHER; AREAS OF iHEORY RESEARCH RELATING TO 
EXPERHIENTAL AND CONTROL SROUP iNTERVEIHIONS; OEPENDEIH VARIABLE MEASURES USED FOR NAIN ANO 
SECONDARY RESEARCH QUESTIONS AND HYPOTHESES. 
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EXPLANATION OF FIGURE 6 . 

COLUMN l presents the areas causing concern to the 

Researcher - students' perceived maladaptive behaviour, 

locus of control, behavioilral repetoire and self esteem. 

COLUMN 2 presents a summary of the theory and research as 

it relates to factors in column 1 for the three 

Interventions. 

COLUMN 3 presents a summary of the Main Research Question 

and Secondary Research Questions and Hypotheses as they 

relate to factors presented in column 2 and Column 1. 

Note: There were no dependent variables in regard to overt 

behavioural repetoire in this study. 

3.5 Dependent variables - description, reliability and 

validity. 

LOCUS OF CONTROL -_JElliICKI STRICKLAND PERSONAL REACTION 

SURVEY (1972). 

Locus of Control was measured by the Nowicki Strickland 

Personal Reaction Survey (1972). This scale measured locus 

of control as defined by Rotter (1966). The Nowicki

Strickland instrument was designed as a measure of 

generalised expectancies for internal versus external 

control of reinforceme n t among c h ildren, grad es 3 - 12 
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(Robinson and Schaver, 1973). The scale is a 40 item 

pencil and paper test having yes-no responses. 

According to Robinson & Schaver (1973) this test was 

developed carefully by researchers of solid reputation. 

Results presently available indicate the' scale has adequate 

internal consistency and temporal consistency (Allie, 

1979). Data relevant to divergent and convergent validity 

are encouraging. In short, it appears to be the best 

measure of locus of control as a generalised expectancy 

presently available for children. 

SELF ESTEEM - COOPERSMITH SELF ESTEEM INVENTORY (19821~ 

Self Esteem was measured by the Coopersmith Self-esteem 

Inventory {Coopersmith, 1982). This scale consists of 

fifty items contributing to a total self-esteem score, and 

a further eight items comprising a lie scale which gives a 

measure of defensiveness. It is scored separately. The 

items in the inventory can be further grouped into 

subscales : general self (26 statements), social self -

peer; home - parents; and school - academic (8 items each). 

The Coopersmith scale has been shown to have good 

construct validity {Kokenes, 1978) and to correlate 

significantly with school achievement and self-acceptance 

(Edgar, Powell, Watkins, Moore and Zakharov, 1974). In a 

factor-analytic study of 7,600 children in Grades 4-8, 

Kokenes - (1973) found that each pair of bi-polar factors 

were highly congruent with the subscales. The Coopersmith 

Inventory has been used with children and adults in a 
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variety of settings (Cooper, Holman and Braithwaite, 1983), 

and has been shown to have a high level of internal 

consistency and reliability ( . 80 - . 86), (Spatz and 

Johnson, 1973). 

Rosenberg and Gaier (1979) defines the self-concept as 

"the totality_ of the individual's thoughts and feelings 

having reference to himself". It is the person's sense of 

his or her own identity, worth and capabilities (Sattler, 

1974). Self-esteem is how people feel about what they see 

in themselves. It is the individual's judgement or 

evaluation of worthiness ·in respect of him or herself 

(Purkey, 1970). On the other hand, Coopersmith (1967) 

suggests that self-esteem is " ... the amount of respectful, 

accepting and concerned treatment that an individual 

receives from ·the significant others in his life." 

PERCEIVED STUDENT BEHAVIOUR. 

(1) Pre and post-test Perceived Student Behaviour 

~estionnaire for students (Jasinski, 1982). See 

Appendix B~ 

This was a questionnaire designed by the Researcher to 

measure various aspects of the students' perception of 

their own behaviour in a school environment. (See also 3.6 

below). 

( 2) Pre and post - t est Perceived Student Behaviour 

~uestionnaire for TeacherLiJ~§jnskh_.1982,L See 

Appendix F. 

This was a questionnaire des i gned by the Researcher t o 
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measure various aspects of classroom teachers' perc~Etion 

of individual student behaviour in a school environment. 

(See also 3.6 below). 

3. Pre and post-test Perceived Student Behaviour 

Questionnaire for Assistant PrinciEal Student Welfare 

and Year Advisers ..(_Jgsinski. 1982). See Appendix G. 

This. was a questionnaire designed by the Researcher to 

measure various aspects of AP/Student Advisers' perception 

of individual student behaviour in a school environment. 

(See also 3.6 below). 

INTERVENTION EVALUATION QUESTIONNAIRE. 

1. Post-test intervention evaluation___gyestionnair~ 

{Jasinski, 19ill.._ See Appendix E. 

This was a questionnaire designed by the Researcher as 

a means to measure student evaluation of the intervention. 

(See 3.6 below) 

2. Student 'Probe' survey (Jasinski, 1982). See 

Appendix C. 

This was a questionnaire desi~ned by the Researcher to 

measure student perception of groups and group leaders. 

(See also 3.6 below) . 

3. 6 Design of the Perceived Student Behaviour and G:;.~o'..lp 

Evaluatiom Measures. 

These five measures were designed by the Researcher 
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because no other suitable measures existed. Ideally, these 

measures should have been trialled to determine the degree 

of reliability and validity of each measure. Lack of 

available time - in an ongoing school environment -

prevented this. The subsequent limitations of such 

untrialled measures are acknowledged. 

PROCEDURES 

3.7 Pre-test procedures and controls. 

a. A time to pre-test all students was arranged with 

the Assistant Principal Student Welfare. 

b. The staff were given advance notice that some 

students would be requested to fill out surveys during 

a particular lesson time on a particular day. (This 

was to be a {blind' to control for teacher {expectancy' 

effect . ) 

c. Individual teachers were given the names of 

students from their class who were to be involved in 

the {survey' a day in advance. The teachers were asked 

to send the students to a particular room to do the 

survey. 

d. All the ' poorly-' and 'we i l ·· adapted students 

identified were to be pre-post tested along with twenty 

"decoy" subjects chosen at random from the classes that 
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the tpoorly' and twell' adapted students were in. The 

purpose of this was to make it seem as if it was a random 

survey as stated to the teachers; so students would not 

deduce the true nature of the study. This was a control 

for student texpectancy' effect. 

e. A counsellor from outside the school administered 

the pre-tests - locus of control and student perception 

of behaviour questionnaires (see Appendices A, B). 

Instructions were written out for her to read to the 

group (iee Appendix K). The purpose of this was to 

provide another tblind' so that students would not 

deduce the true nature of the study. Only counsellors 

- not teachers - supervised students, as they were 

considered to be more impartial and less likely to have 

an influence on student responses than teachers might 

have. 

f. 90 students were expected to complete the pre-test 

questionnaire. 48 'poorly' adapted and 24 twell' 

adapted·- 72 in all - actually completed the pre-test 

questionnaire measures. 18 students missed the 

pre-test as some were absent and others were not 

informed. 

g. Two weeks elapsed before any further contact was 

made with the 'poorly' adapted students. The pur~ose 

of this was to minimise the students] association of 

the pre-tests with the intervention groups they would 

be in. 
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h. The •poorly' and •well' adapted students were 

randomly allocated by an independent person to five 

groups (Groups A-E). There were 50 students in all -

ten in each group. There were 2-4 students in each 

group above the required number. The purpose of this 

was to ensure that there would be a minimum of 10 

students- in each group at the start of each 

intervention should any students drop out, fail to turn 

up or choose to not be included in the intervention. 

i. Each •·poorly' and 'well' adapted group had an 

equal random allocation of students from years 7, 8 and 

9 and, as far as possible, an equal random allocation 

of boys and girls {see Figure 7). 

j. 'Well' adapted groups were randomly allocated to 

Group F, G, H by an independent person. 

k. The 'poorly' adapted groups were numbered and the 

two counsellors and the Researcher randomly chose a 

group to participate in their particular intervention -

Group X (Adaptive Behaviour}; Group Y (Helping Skills 

Training); Group Z (Relaxation Skills Training). The 

groups were considered to be equivalent. 

3.8 Interventions and controls. 

Similar procedures were applied to the experimental and 

control Interventions (Groups X, Y and Z). 
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Figure 7 

THE SEX AND YEAR BREAKDOWN FOR 'POORLY ADAPTED' STUDENTS RANDO"LY ALLOCATED TO SROUPS 1 - 4 

.--------------------------------------------------------------------------------------------------------
I I DESCRIPTIOM 
: OF GROUP 

YEAR SEX 

EXPERIIIENTAL CONTROL 
SROUP SROUP 1 

A B 

CONTROL 
GROUP 2 

C 

PRE-POST 
TEST 
GROUP 3 

D 

POST-TEST 
GROUP 4 

E TOTALS i 

1------------------------------------------------------------------------------------------------------l I , 
i GIRLS 2 2 2 8 
\7 

· BOYS 3 2 7 

i . 
l : 
~-------------------------------------------------------------------------------------------------------! 
; 

SIRLS 2 2 2 8 
8 

BOYS 2 3 3 10 

BOYS 2 2 2 2 8 

,--------------------------------------------------------------------------------------------------------
! TOTALS 10 10 10 10 10 50 
! 
1--------------------------------------------------------------------------------------------------------
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(a) All groups began in the same week. 

(b) Each group met for one lesson a week (one hour) 

for eight weeks . 

(c) Where possible, each group met on a different line 

(time slot) each week to cause a minimum of disruption 

to any one subject area. 

{d) A contract was given out at the beginning of each 

Intervention (see Appendix H). The purpose was to 

outline the conditions of being involved in the group 

and to gain commitment from students at the outset. 

This was considered to be important. Students at this 

point had the option of not continuing with the group. 

No student - in any of the three interventions - chose 

not to be involved. 

(e) Each student was given something to eat and drink 

at the end of each session (provided by the school). 

The purpose of this was to facilitate group 

development, to provide a 'reward' for student 

involvement; to make the sessions a 'pleasant' 

experience. 

(f) The students were given a 'Probe ·· questionnaire 

(se~ Appendix C) during the Gecond week of the 

Intervention. The purpose of this was to control for 

the fact that there were three different leaders and to 

determine whether differences in perceptions of the 
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leader existed between the groups. It was recognised 

that differences in leadership, if not controlled, 

could influence dependent variable outcomes. 

g) Each leader administered the Coopersmith 

Self-Esteem Inventory (Coopersmith, 1982) in the second 

and eighth week of the Intervention (see Appendix D). 

(h) Because the counsellors and Researcher agreed that 

all students involved in the three interventions could 

read adequately, none of the questionnaires 

administered were read aloud to the students. 

(i) Each leader administered the student Intervention 

Evaluation Questionnaire (Jasinski, 1982) in week 8 

(see Appendix E). 

{j) Each leader wrote an outline of their 

interventions {see Appendices H, I, J) . 

(k) There was a 'party' for each group in the eighth 

week (the last session). The purpose of this was to 

provide an attractive incentive for the students to be 

involved in the group. 

( 1) Each group leader agreed to - as far as possible -

run their particular g1~oup intervem:.ion with '~nergy_. 

enthusiasm and commitment' . The purpose of this was to 

attempt to c ontro l for differing leadership and 

leadership styles . ( The ' probe' questionnaire was the 

only measured control for this). 
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3.9 Post-test procedures and controls. 

The post test procedures were the same as for the 

pre-test except that:• 

(a) circumstances dictated that the two school counsellors, 

not the independent counsellor, administered the 

post-test; 

(b) a second post-test had to take place because of 18 

student absences in the first post-test. 

SUMMARY 

3. 10 · Student Methodology Flow-chart. 

Figures 8 and 9 present a step by step summary of 

pre-testing, intervention and post-testing procedures for 

"poorly adapted" and "we ll adapted" students as they 

occurred in the methodology. 

EXPLANATION OF STUDENT METHODOLOGY FLOW CHARTS 

The flow charts {Figures 7 and 8) are best read in the 

following way: 

Pre-test 

The dependent variable measures (as listed) were 

admi nistered. to Groups A - D ( 'poorly adapted' students) 

and Groups F and G ('well adapted' students) two weeks 

prior to group interventions. 
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Week 1 - 8 

Students from the 'poorly adapted' group were randomly 

allocated to Groups A - E. There were three independent 

variables or group interventions: 

(a) Group A - Experimental Group, Adaptive 

Behaviour Group Intervention ; 

(b) Group B - Control Group, Helping Skills Group 

Intervention; 

(c) Group_g_ - Control Group, Relaxation Training 

Group Intervention. 

These interventions took place concurrently over an 

eight week period, one hour a week. {See 3.8 for further 

details). 

Week 2 

The 'Probe' questionnaire was administered to "poorly 

adapted" students in Groups A, B, C in week two - as a 

control for different leadership styles. 

Dependent variable measures (as listed) were 

administered to students in Groups A, B, C in week two. 

Post-test - Week 8 

Dependent 7ariable measures (as listed) were 

administered to Groups A, B, C in week 8. 
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Figure 8 

A STEP BY STEP SUNIIARY OF PRE-TESTING, HHERVEIHiON ANO POST-TESTING PROCEDURES FOR 'POORLY 
ADAPTED" STUDENTS AS OCCURRED IN THE KETHODOLOGY. 
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Figure 8 (continued} 

A STEP BY STEP SUNMARY OF PRE-TESTiNG! INTERVENTION AND POST-TEST[NG PROCEDURES FOR ' POORLY 
ADAPTED" STUDENTS AS OCCURRED lN THE METHODDLOSY. 

WEEK VARIABLES/ 
CONTROLS 

MEASURES 
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GROUP GROUP GROUP GROUP GROUP 1 
j 

POST 

A(n=lOJ Bin=lOJ 
Adaptive Helping 
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Seale for 
Chi ldren 
(1972). 
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---------------------------➔------------------------------------------------------------------· 

An e:-.planation of this 1r1ethodology fiow chart far "poorly adapted • students i s presented 
i n 3.10. 



91 

Figure 9 

A STEP BY STEP SUNKARV OF PRE-TESTING AND POST-TESTING PROCEDURES FOR 
"WELL ADAPTED" STUDENTS AS OCCURRED IN THE METHODOLOGY. 

j 1 
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~--------------------------------------------· l Nowicki ! 
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An explanation of this ~ethodology flo~ chart for •well adapted• students is 
presented in 3,10. 
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Post-test - Week 10 

Post-test dependent variable measures (as listed) were 

administered to Groups A - Hin week 10. 

3.11 Teacher Methodology Flow Chart. 

Figure 10 presents a step by step summary of 

pre-testing and post-testing procedures for class teachers , 

Student Year Advjsers and Assistant Principal Student 

Welfare as occurred in the methodology. 

EXPLANATION OF TEACHER METHODOLOGY FLOW CHART FIGURE 10. 

Pre-test 

Dependent variables {as listed) were administered to 

AP/Advisers and class teachers two weeks prior to group 

interventions. (Advisers and class teachers also completed 

measures for •decoys ' ). 

Post-test 

Dependent variables (as listed} were administered to 

AP/Advisers and teachers two weeks after group 

interventions had occurred. (Advisers and class teachers 

also completed measures for •decoys'). 
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A STEP BY STEP SUNNARY OF PRE-TESTING AND POST-TESTING PROCEDURES FOR CLASS 
TEACHERS, YEAR ADVISERS AND ASSISTANT PRINCIPAL STUDENT WELFARE AS OCCURRED IN 
THE NETHODOLOSY. 
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For an explanation of this 1ethodology flow chart for class teachers, Year 
Advisers and Assistant Principal Student Welfare see 3.11, 
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STAFF FOLLOW UP 

3 . 12 Post-test staff follow up. 

(a) Meeting with Assistant Principal and School 

Counsellor. 

Several weeks after the completion of the study, the 

Researcher met with the Assistant Principal Student Welfare 

and one of the school counsellors to discuss the results 

from the research and the implications, arising from such 

results for the school (see Appendix L). 

(b) Staff Meeting Inservice. 

The Researcher spoke to the staff of the school in a 

staff meeting early in Term 1 . The research design and 

results were presented. Staff were given opportunities to 

ask questions and to consider the implications of the 

research in terms of the school (see Appendix M). 



CHAPTER IV 

RESULTS 

4. 1 Procedures to analyse data. 

In this chapter the results for the four dependent 

variables - Locus of Control, Self Esteem, Group Evaluation 

and Perceived Student Behaviour will be presented. 

L LOCUS OF CONTROL 

(a) The results from the locus of control measures were 

analysed by the Wilcoxen matched-pairs signed-ranks test to 

examine- statistically significant differences between the 

pre-test post-test results (see 4.5, Tables 1-4; Appendix 

N, Table 38) . 

(b) The results were also analysed using the 

Kruskall-Wallis Test to determine whether the difference 

among three or more groups was due to sampling error or not 

(see Appendix N, Tables 36, 37). 

£..:.. SELF ESTEEM 

(a) The results from self esteem measures will be 

presented in a descriptive format {see Appendix N, Tables 

39, 40). 

(b) The results were analysed using the Kruskall-Wallis 

Test to determine whether the difference between the pre 
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and post-test for the three groups was due to sampling 

error or not (see 4.6, Table 8). 

(o) The results were analysed using the Wilcoxen 

matched-pairs signed-ranks test to examine the direction 

and magnitude of the difference between the pre-test 

post-test results {see 4.6, Tables 5-7). 

SELF ESTEEM AND LOCUS OF CONTROL 

The results from the self esteem and locus of control 

measures were analysed using a Spe~rman Rank Coefficient to 

determine the extent of the correlation existing between 

the two measures (see 4.6, Tables 9,10). 

L INTERVENTION EVALUATION 

The results from the Intervention Evaluation measure 

will be presented in a descriptive format {see 4.7, Tables 

11-14) . 

.:1... PERCEIVED STUDENT BEHAVIOUR 

These, results will be presented in descriptive format, 

with the data being expressed in percentages (see 4.8, 4.9, 

4.10; and Appendix N, Table 35). 

SUMMARY OF RESEARCH FINDINGS 

l. A summary of the major findings related to the 

four dependent variables will follow the presentation of 

results for each section. 

2. A summary of results of hypotheses related to the 

Main Research Question will be presented at the end of 

Chapter IV. 
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PRESENTATION OF DATA 

Tables relating to each section will be presented after 

the summary of research findings relating to each section. 

4.2 Description of statistical tests used. 

(a) Kruskal-Wallis 

The Kruskal-Wallis Test compares three or more groups 

to determine whether any difference among the groups is due 

to chance or some other factor. The Kruskal-Wallis Test 

determines if there is a difference by finding out if the 

sums of the ranks for each of its groups differ 

significantly from each other. A significant value of H 

implies that the medians of the distributions are not the 

sam'e (Sharp, 1979). 

{b) The Wilcoxen Signed Ranks Test 

This test compares the distributions of two related 

groups. The groups are related in that the same people 

have been tested under two different conditions; pairs of 

individuals have been matched on the same basis before 

being tested. The purpose of this test is to determine 

whether the difference between the groups (pre and 

post-test). This test concerns itself only with the 

direction and size of the differences between the pairs -

in this case, a comparison of pre-test and post-test scores 

( Sharp, 1979). 
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(c) Spearman Rank Coeffioi~ 

The Spearman Rank Coefficient is a nonparametric 

measure for use with data that either are reduced to ranks 

or collected in the form of ranks. In testing the 

significance of this correlation the null hypothesis is 
-

being tested. This states that there is zero correlation 

in the population (Sharp, 1979). 

(d) Mann-Wllitney U 

The Mann-Whitney U can be applied when there are two 

independent, randomly selected groups of unequal sizes . It 

tests whether two independently drawn samples have been 

drawn from the same population. -If the scores from one 

sample differ significantly from those of the other sample, 

it could be concluded that each sample represents a 

different population, or that the difference is due to 

chance (Sharp, 1979). 

4.3 Main Research Question. 

Does the Adaptive Behaviour Group Intervent.ion effect a 

greater positive change on 'behaviour problem' High' School 

students' 

(a) locus of control; 

(b) self esteem; 

(c) group evaluat i on ; 

{d) perceived behavi our 

-as perceived by the Assistant Principal Student 

Welfare and the Year 7,8 , 9 Student Year Advisers ; 
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-as perceived by teachers; 

-as perceived by students; 

than Helping Skills, Relaxation Training or No Intervention 

group? 

4.4 Outline of the method of presentation of data related 

to the Main Research Question . 

In answering the, Main Research Question the method of 

presenting the results has been outlined. in Figure 11 . 

In Regard to Figure 11, you will note that: 

ROW 1 - LOCOS OF CONTROL 

1. Hypotheses associated with the Main Research 

Question regarding locus of control and the four 

interventions (Adaptive Behaviour, Helping Skills, 

Relaxation Training and No Intervention Group) are 

arranged across row 1. 

ROW 2 - SELF ESTEEM 

2. Hypotheses associated with the Main Research 

Question regarding self esteem and the three 

interventions {Adaptive Behaviour, Hel'ping Skills 

and Relaxation Training) are arranged across row 

2. Hypothes es associ ated with the Main Research 

Question regarding sel f esteem and locus of 

control and the three interventions (Adaptive 

Behaviour, Helping Skills and Relaxation Training) 

are also arranged across row 2. 
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Figure 11 

OUTLINE OF NETHOD OF PRESENTATION OF DATA RELAiED TO THE NAIN RESEARCH QUESTION. 

---------------------------------------INDEPENDENT-VARiABLES--------------------------------------7 
------------------------------ · __________________________________________________________________ j 

ADAPTIVE HELPING RELAXATION NO-INTERVENTION POORLY ' 
BEHAVIOUR SKILLS TRAINING PRE-POST ADAPTED 
GROUP A GROUP 8 GROUP C GROUP D SROUPS ____________________________________________________________________________________________ J 

DEPENDENT 
VARIABLES HYPOTHESES AND QUESTIONS l 

I 
-------------------------------------------------------------------------------------------------7 
0111 LOCUS OF 

CONTROL 

:ROW 2 SELF I ESTEEN 

HYPOTHESIS 
1 lal 
page 121 

Hypothesis 
1 1 l ( a} 

page 128 

HYPOTHESIS 
l (bl 
page 121 

Hypothesis 
1. 1 (bl 
page 128 

HYPOTHESIS HYPOTHESIS \ 
lie) lid) 
page 122 

Hypothesis 
LI le) 
page 129 

page 122 ! 
I 
i 
i 
; 

Hypothesis ' 
Ll(d and el 
page 129-30 

I 
---------------------------------------------------------------------------------------------------1 
:Row 3 GROUP 

EVALUATION Question l.2{a-bl 
page 138. 

I 

! 

-----------------------------------------------------------------------~---------------------------! 
!ROW 4 PERCEIVED 
l STUDENT 

Question 1 (a-bi ! BEHAVIOUR 
'! iby pa<1e 152, 154 , • I 

teiichersl , 

!---------------------------------------------------------------------------------------------------! 
jROW 5 PERCEIVED 

I STUDENT 

I 
BEHAVIOUR 

. (by AP/ 
I Advisers) 
! 

Question 1c (Hi l 
page 1631 165. 

i ! 
I 

!ROW 6 PERCEIVED 
I 

SiUDENT 
.BEHAVIOUR 
iby 

Question i (d-el 
I 
I 

1 
Students) . J 

, I 
1--------------------------------------------------------------------------------------------------· 
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ROW 3 - GROUP EVALUATION 

3. Questions associated with the Main Research 

Question regarding group evaluation and the three 

interventions (Adaptive Behaviour, Helping Skills 

and Relaxation Training) are arranged across row 

3. 

ROW 4 - PERCEIVED STUDENT BEHAVIOUR 

4. Questions asked about Perceived Student Behaviour 

(as perceived by teachers) in conjunction with the 

four interventions {Adaptive Behaviour, Helping 

Skills, Relaxation Training and No Intervention 

Group - Groups A, B, C, D) are arranged across row 

4. 

ROW 5 - PERCEIVED STUDENT BEHAVIOUR 

5. Questions asked about Perceived Student Behaviour 

(as perceived by Assistant Principal Student 

Welfare and Student Year Advisers) in conjunction 

with the four "poorly adapted" groups (Adaptive 

Behaviour, Helping Skills, Relaxation Training and 

No Intervention Groups - Groups A; B, C, D} are 

arranged across row 5 . 

ROW 6 - PERCEIVED STUDENT BEHAVIOUR 

6. Questions asked about Perceived Student Behaviour 

{as perceived by students) in conjunction with the 

three interventions (Adaptive Behaviour, Helping 

Skills, Relaxation Training and No Intervention 

Group, groups A, B, C, D) are arranged across row 6. 
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HY.POTHESES ·RELATED· TO 

THE MAIN RESEARCH QUESTION· 

4.5 Locus of Control - Hypotheses la- d . 

Hy-potheses la-d associated with the Main ·Research 

Question regarding locys of control and the three 

interventions. 

Research Hy-pot hesis l(a) 

There will be no significant difference between: 

the pre-test post-test locus of control scores of 

the Adaptive Behaviour Group as measured by the 

Nowicki Strickland Locus of Control Scale for 

Children ( 1972). 

The results, as presented in Table 1 show when T=5 and 

n=8 the null hypothesis is accepted. The results are UQi 

significant at the . 05 level of confidence and thus 

Research Hypothesis l(a) is accepted. There is no 

significant difference between the pre-test post-test locus 

of control scores of the Adaptive Behaviour Group at the 

0.05 level of significance. 

Research HyPothesis l(bl 

There will be no s ignificant difference between : 

the p re-test post-t,e s t l ocus of control scores of 

the Help ing Skills Gr oup as measured by the 

Nowicki Stri ckland Locus of Control Scale for 

Chi ldren ( 1972). 
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The results, as presented in Table 2, show when T=26.0 

and n=lO, the null hypothesis is accepted. The results are 

not significant at the .05 level of confidence and thus 

Research Hypothesis l{b) is accepted. There is n.g 

significant difference between pre-test post-test locus of 
. .i . . 

control scores of the Helping Skills Group. 

Research HYPothesis l(c} 

There will be no significant difference between: 

the pre-test- post-test' locus of control scores of 

the Relaxation Training Group as measured by the 

Nowicki Strickland Locus of Control Scale for 

Children { 1972) . 

The results, as presented in Table 3, show when T=lO 

and n=7 the null hypothesis is accepted. The results are 

not significant at the .05 level of confidence and thus 

Research Hypothesis l{c) is accepted. There is no 

significant difference between pre-test post-test locus of 

control scores of the Relaxation Training Group. 

Research Hn>othesis l(d) 

There will be no significant difference between: 

the pre-test post-test locus of control scores for 

the ~poorly adapted' non treatment group as 

measured by the Nowicki Stricklnad Locus of 

Control Scale for Children (1972). 

The result, as presented in Table 4, show when T=l2.5 

and n=B, the null hypothesis is accepted. The results are 
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not significant at the . 05 level of confidence and thus 

Research Hypothesis l(d) is accepted. There is Il.Q 

significant difference between the pre-test post-test locus 

of control scores for the 'poorly adapted' non treatment 

group. 

In Summary 

The Adaptive Behaviour Group Intervention does nQt 

effect a greater positive change on "behaviour problem" 

High School student locus of control than Helping Skills, 

Relaxation Training or No Intervention Grqups . 
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Table l 

LOCUS OF CONTROL CHANGE BY STUDENTS IN GROUP A !ADAPTIVE BEHAVIOUR GROUP! 
AFTER EIGHT IIEEKS USING MilCOXEN MATCH-PAIRS SIGNED-RANKS TEST, 

PAE-TEST POST TEST DIFFERENCE RAHX T 

20 27 7 8 

--------------·--- -------------------
19 22 5 

-----------------------------------------------
24 21 -3 -s 5 

------------------------------------------
-
1 

'" 29 s ~ I 
--------·--·--------------------------,------------... ---------'• 

~ -:~--------~------~-- --- ' 

I 
; 

20 22 2 
., 
.,; 

------------------------------------------------------------' 

-~---~7 _____ '.__ ___ ~ ___________ ] 

_ 22 _______ 23 ______________ , _______ 1.s _________ l 
n:3 T:5 

For n:~, Mhtn T < 4 at .05, H0 is ar.cepted. 

There i s ~9.ii9~i!iS!~l.£i£fgt!U~! oet~een the pre-test post-test locus of control 
scores for the ~dant iY9 8e~av1our Group ~fter eigr.t ~eeks. 
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Table 2 

LOCUS OF CONTROL CHANGE BY STUDENTS IN GROUP B (HELPIN6 SKILLS GROUP) AFTER EI6HT 
WEEXS USING WILCOXEN NATCH-PAIRS SIGNED-RANKS TEST. 

-----------------------------------------------------------------------------------i 
fRE-TEST SCORE POST TEST SCORE DIFFERENCE RANK T 

t----------------------------------------------------------------------------------

1 

28 29 I l. 5 

--------------------------------------------------------------------------------- . 

22 17 -5 -9. 5 -9. 5 

! -----------------------------------------------------------------------------------

33 35 2 3.5 

:------.... ------·-------------------------------------------------------------------- ; 

27 22 -5 -9.5 -9.5 

---------------------------------------------------------------~--------------------. 

20 21 

-------------------------------------------------------------------------------------

22 24 2 3.5 

·---------------------------------------·---------------------------------

22 25 5 

10 14 4 7 

------------------------------------------------------------------------------------1 

24 28 4 i 

,-------------------------------------------------------------------------------~ 

25 21 -4 -7 -7 

n=tO T=2b.G 

For n=tO, when T < 8 at ,05! H0 is accepted. 

There is no_significant_difference between the pre-test post-test locus of control 
scores for the Helping Skills Group after eight weeks. 
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Table 3 

LOCUS OF CONTROL CHANGE BY STUDENTS IN GROUP C (RELAXATION TRAINING SROUPI AFTER 
EIGHT WEEKS USING WILCOXEN NATCH·PAIRS SIGNED·RANKS TEST. 

,-···-···--·······-····-··-·····---···--·-·····-·--·-·······-········-····-········ ; 
1PRE-TEST SCORE POST TEST SCORE DIFFERENCE RANK T 
l ; 
I·····-······-·····-··-······-···----·-···------·-···--··························~ 
i 

I 24 22 -2 ·l 

!············-··-············-·····-·-·-·-··-·----·-·-·---·-·········--·····-·-·-··· . 

25 22 ·4 

l ____ 2_0 _____ ·--·-----·~~-··-··-·····-·--·~~-·-····--·--·--·-:----···--·-·-·:··-- '. I 

I 
I 
I 
I 

29 22 ·7 

L ·-····-··-----·---·-·-····---·----·-····----···-·····--···-----····--·····--··-
I 

i 
25 26 1.S l.5 i 

~--------------------------·--------·-----------------------------------------------~ 
I : 
i I 
I 22 23 1 t.S t. 5 : 

L-----···----·····-----·-·---------·-----····---·--··---·-----··-·--·-·--··----···-- i 

n=7 T=IO 

For n=7, when T < 2 at ,OS, H0 is accepted. 

There is no significant. difference between the pre-test post·test locus of control scores 
for the Relaxation Training Group after eight "eeks. 
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Table 4 

LOCUS OF CONTROL CHANGE BY STUDENTS IN GROUP D (NO~-INTERVENTION GROUP) AFTER 
EIGHT WEEKS USING WICOXEN KATCH-PAJRS SIGNED-RANKS TEST. 

r·-----------------------------------------------------------------------------------1 
I i 
!PRE-TEST SCORE POST TEST SCORE DIFFERENCE RANK T ; 

!------------------------------------------------------------------------------------~ 
; ! 

30 25 -5 -4.5 -4.5 

.-----------------------------------------------------------------------------------~ 
23 23 0 

! I 
; 1 

15 20 4.5 i 
; 

-----------------------------------------------------------------------------------1 

26 30 4 3 

,------------------------------------------------------------------------------------J 

20 21 

18 24 6 

22 29 7 7 

I ••--•-•-•-•-•••••-•••-••••--••-•-•••-••-••-•••••-•••-••••--•-•----••---•••--•••----~ 

25 25 0 0 
i ' r-----------------------------------------------------------------------------------~ 
I , 

i 22 i 24 2 2 -7 

I------------------------------------------------------------------------------------
n=8 T=12.5 

For n=8, Mhen T < 4 at .OS, H0 is accepted. 

There is n~_?i9nifi~~n!_~iff~rgn£g between the pre-test post-test locus of control 
scores for the ·~oorly Adapted' control group after eight weeks. 
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4.6 Self Esteem - Hypotheses 1.la - e. 

Hypotheses 1 . la - e associated with the Main Research 

Question regarding self esteem and the three 

interventions. 

Research HYpothesis 1.l(a) 

There will be no significant difference between: 

the pre-test post-test scores of the Adaptive 

Behaviour Group as measured by Coopersmith Self 

Esteem Inventory (Coopersmith, 1982). 

The results, as presented in Table 5, show when T=8 and 

n=8 the null hypothesis is accepted. The results are not 

significa~ at the .05 level of confidence and thus 

Research Hypothesis 1.l{a) is accepted. There is D.Q 

significant difference between the pre-test post-test self 

esteem scores of the Adaptive Behaviour Group. 

Research HyPothesis 1.l{b ) 

There will be no significant difference between; 

the pre-test post-test locus of control scores of 

the Helping Skills Group as measured by 

Coopersmith Self Esteem Inventory (Coopersmith, 

1982). 

The results, as presented in Table 6, show where T=16 

and n=8, the null- hypothesis is accepted. The results are 

not significant at the .05 level of confidence and thus 

Research Hypothesis 1.l(b) is accepted. There is UQ 
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significant difference between the pre-test post-test self 

esteem scores of the Helping Skills Group. 

Research HyPothesis 1. l ( c ) 

There will be no significant difference between: 

the pre-test post-test self esteem scores of the 

Relaxation Training Group as measured. by 

Coopersmith Self Esteem Inventory (Coopersmith, 

1982) . 

The results, as presented in Table 7 show, when T=6 and 

n=6, the null hypothesis is accepted. The results are not 

significant at the .05 level of confidence and thus 

Research Hypothesis 1.l(c) is accepted. There is ru;i 

significant difference between the pre-test post-test self 

esteem scores of the Relaxation Training Group. 

Research HyPothesis 1 . l (d ) 

There will be no significant difference between: 

{a) the distribution of the pre-test self esteem 

scores of the tpoorly adapted' groups A, B, C; 

(b) the distribution of the post-test self esteem 

scores of the 'poorly adapted' groups A, B, C. 

The results as presented in Table 8 show when T=5 . 99 

and Df=2, the null hypothesis is accepted. The pretest 

r esults are~ sign ificant at t he . 05 level of confidence 
. 

and thus Research Hypothes i s 1 .l(d) i s accepted. There i s 

n o significant difference between the medians of the 

d i stributions between the pre-test self esteem scores of 

the "poorly adapted" g roups A, B, C. 
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The results, as presented in Table 8 show when T=5 . 99 

and Df =2, the null hypothesis is accepted. · The post-test 

results are not significant at the .05 level of confidence 

and thus Research Hypothesis 1.l{d)b is accepted. There is 

no significant difference between the medians of the 

distributions between the post-test self esteem scores of 

the "poorly adapted" groups A, B, C. 

Research Hy:pothesis 1.l{e) 

There will be no significant correlation between: 

the pre-test post-test self esteem and locus of 

control scores for the three interventions 

respectively (Adaptive Behaviour, 'Helping Skills, 

Relaxation Training) as measured by Self Esteem 

Inventory (Coopersmith, 1982) and Locus of Control 

Scale· for Children (Nowicki Strickland, 1972). 

The results, as presented in Table 9 show, in the 

pre-test, when t = .833 and n = 8, pis 0.136, 0.315 and 

0.07 respectively for Groups A, B, C, the null hypothesis 

is accepted. The results are not significant at the .05 

level of confidence and thus the first part of Research 

Hypothesis 1.l{e) is accepted. There is no significant 

correlation between the pre-test self esteem and locus of 

control scores f .or the three interventions respectively 

{Adaptive Behaviour, Helping Skills, Relaxation Training). 

The results, as presented 'in Table 10 show, in the 

post-test, when t = .833 and n = 8, pis .4642, .208 and 

.714 respectively for groups A, B, C, the null hypothesis 
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is accepted. The results are not sign·i ~f-iearrt at the . 05 

level of confidence and thus the second part of Research 

Hypothesis 1.l(e) is accepted. There is no significant 

correlation between the post-test self esteem and locus of 

control scores for the three interventions respectively 

{Adaptive Behaviour, Helping Skills, Relaxation Training}. 
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Table 5 

SELF ESTEE" CHAHSE BY STUDENTS IN GROUP A !ADAPTIVE BEHAVIOUR GROUP! AFTER EIGHT 
WEEKS USIN6 NILCOXEN HATCHED-PAIRS SIGNED RANKS TEST. 

r----------------------------------------------------------------------------------- . 

tRE-TEST SCORE POST TEST SCORE DIFFERENCE RANK T I 

-------------------------------------------------------------------------------·---◄ ! . 
i 62 74 +12 +6 
' ~·----------------------------------------------------------------------------------~ 
! . . 
I 

82 90 +5 

54 56 +2 +2. 

-------------------------------------------------------------------------------------

I 60 61 +i +t . 

l ----------------------------------------------------------------------------------~ 

72 86 +14 +7 · 
l 1 
✓-----------------------------------------------------------------------------------~ 

56 38 -18 -8 -8 

44 48 +4 +4 

----------------------------------------------------------------------------------/ 

' 

54 56 +2 +2.5 J' 

-----------·---------------------------~-------------------------------------------
n=8 T=8 

For n=8, when T ( 4 at .05, H0 is accepted, 

There is QQ_ai9n!fi~~9t_~iff!~gn£g between the pre-test post-test self ~stee• scores 
for the Adapfr,e Behaviour g;·ouii ofter eight weeks. 
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Table 6 

SELF ESTEElf CHANGE BY STUDENTS tN GROUP 81 (HELPINS SKILLS GROUP) AFTER EIGHT 
WEEKS USING WICOXEN "ATCH-PAIRS SIGNED-RANKS TEST. 

r -------------------------------------------------------------------------· -----·-·1 
rRE-TEST SCORE POST TEST SCORE DIFFEROICE RANK T ! 
t··-----------------------------------------------------------------------------i 
: 74 68 -6 -3 i 
I : 
~-----------------------------------------------------------------------------------1 ; 

1 

1,2 84 +12 +7 +7 i 
j 

---------------------------------------►-------------------------------------------- ' 

38 44 +6 +3 +3 
l 

-----------------------------------------------------------------------------------4 . 
! 

I M 72 +8 +5 +5 J 

r--------------------------------------------------------------------------------~ 

l-- _52 _______________ 32 _______________ -'lll ______________ -e _________________ I 
I , 

38 32 -6 -3 

----------------------------------------------------------------------------------- : 

-44 46 +2 +1 +1 

-----➔•----------------------------------------------------------------------------~ I 

l ____ io-----------------~---------------10 ________________ -, __________________ i 
n2 8 T=16 

For n=8, when T < 4 at .05, H0 is accepted. 

There is no_significant_difference between the pre-test post-test self est~ea scores 
for the Helping Skills group aftfr eight Neeks. 
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Table 7 

SELF ESTEEN CHANGE BY STUDENTS IN SROUP C !RELAXATION TRAINING GROUP} AFTER 
EIGHT MEEKS USING WICOXEH NATCH-PAIRS SIGNED-RANKS TEST. 

r-~~~~-~=::'.~~~i~::~~~E~:~--~--~::::~::::1 
J 44 54 +IO +5 -6 
I 

1-----------------------------------------------------------------------

l 64 72 +8 +4 
I ~------------' ( 
I · 
I 
i ~2 48 -14 -o 
i ' 
r---------------------------------------------------------------------------------- : 

I 72 72 0 

r------------------------------------------------------------------------------- , I ' I , 
t I 66 68 +2 +l 

~------------------------------------------------------------------------------ ; 

40 44 +4 +2 

-----------------------------------------------------------------------------------4 
! 

i 

44 so +3 ; 

-------------------------------------------------------------------------------- i 
n=6 T=-6 

For n=8, Mhen T < 4 at .05, H0 is accepted. 

There is no significant_diHerence between the pre-test post-test self esteea scores 
for the Relalation Training Group after eight weeks, 
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Table 8 

SELF ESTEEN RESUlTS OF THE ' POORLY ADAPTED' TREATNENT GROUPS 
(GROUPS A,B,Cl FOR THE PRE-TEST ANJl POST-TEST USING THE 
KRUSKAL-IIALLIS, 

-------------------------------------------------------1 

TEST 

POORLY ADAPTED 

PRE-TEST 
SELF ESTEEN 

POST-TEST 
SELF ESTEEJI 

; 

' J \------------------------------------------------; 
l 

1GROUPS A,B,C A,B,C 
' : ______________________________________________________ ➔ 

Df 2 2 

' 
H 2 2.25 

-------------------------------------------------i 
I 
! 

Significance , 05 .OS 
[ 

-----------·-------------------------------------------~ 

Jable Value 5.99 5,99 

·------------------------------------------------------- : 

Do not Do not 
reject reject 1 

null null j 

····················::::::::: .... - .... ::::::: ..... J 

There is no_signif icant_differP.nc~ hetMeen the tfdians 
of. the distributions between the pre- t est and post-test 
sel f e~teet scores. 
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hble 9 

CORRELATION OF THE PRE-TEST LOCUS OF CONTROL AND SELF ESTEE" RESULTS FOR THE 'POORLY 
ADAPTED' (SOUPS A, B, C) USING THE SPEAR"AN RANK COEFFICIENT. 

r---------- ------:----------------:------------~----------1 
I ADAPTIVE BEHAVIOUR HELPING SKILLS RELAXATION TRAINING ' 
. ' 
~----------------------------------------------------------------------------------------1 

IP VALUE o. rn, o.135 0.01 . 

----------------------------------------------------------------------------------------: 
lNU"BER 

i 
8 8 8 

i 
i 
l 

,----------------------------------------------------------------------------------------~ 
TABLE VALUE .833 .833 .833 

RANGE 0- .49 0- .49 o- . 4-9 

!------------- .. -----------------------------------· ---------------- --· ----------------- : 
\coRRELATION 
I 

LOW LOW 
i 

LON 

-----------------------------------------------------------------------------------------
NULL 
HYPOTHESIS 

ACCEPT 
NULL 

HYPOTHESIS 

ACCEPT 
NULL 

HYPOTHESIS 

ACCEPT 
NULL 

HYPOTHESIS 

; 

i 
; 
; 

; 

i 

·---------------------------------------------------------------------------------------- 1 

There is no significant_correlation between the pre-test locus of control and self 
esteee· results for the 'poorly adapted' groups. 
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Table 10 

CORRELATION OF THE POST-TEST LOCUS OF CONTROL AND SELF ESTEEN RESULTS FOR THE 'POORLY 
ADAPTED' !SOUPS A, B, C) USING THE SPEARNAN RANK COEFFICIENT, 

A B 
ADAPTIVE BEHAVIOUR HELPING SKILLS 

! P VALUE .4b42 .208 
t 

C 
RELAXATION TRAINING 

. 714 

--------------------------------' ! 
: NUIIBER 

I 
i 
,TABLE VALUE 

RAN6£ 

,CORRELA TI OH 
' 

NULL 
HYPOTHESIS · 

8 

.833 

o- .49 

LON 

ACCEPT 
NULL 

HYPOTHESIS 

8 

.833 

o- .49 

LOW 

ACCEPT 
NULL 

HYPOTHESIS 

8 

.833 

.50 - .84 

MEDIUN 

ACCEPT 
NULL 

HYPOTHESIS 

I 

------------------------------------------------------------------------------------- ' 

There is no_significant_correlation between the post-test locus of control and self 
estee1 results fer the 'poorly adapted ' groups. 
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QUESTIONS RELATED TO THE MAIN RESEARCH QUESTION 

4.7 Group Evaluation - Questions 1.2a - b. 

Questions 1.2a - b associated with the- Main Research 

Question regardirur group evaluation and the t~

interventions. 

Research Question 1.2{al 

Is there a difference between groups A {Adaptive 

Behaviour), B (Helping Skills), C (Relaxation 

Training) in their pre-test and post-test group 

evaluation, using the tProbe' (Jasinski, 1982) and the 

Group Evaluation Questionnaire {Jasinski, 1982)? 

'PROBE' SURVEY 

fR£:.TEST GROUP COMeARISON 

Table 11 shows that in the ~e-test 'Probe' survey a 

positive eval1Jation of all three group interventions 

{Adaptive Behaviour, Helping Skills and Relaxation 

Training) was made by students in each group respectively. 

All students indicated a similar positive rating in regard 

to: 

{a) interest in being involved in the course {7-7.5 

range of responses); 

(b) confidence that the person runni ng the course 

would be able ·to help them {5.8 - 6.6 range of 

responses); 

{c) how successful the course was likely to be in 
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helping them get on better at school (6.11 - 7.6 

range of response. 

Students in Group A indicated a higher positive rating in 

regard to: 

{d) the course leaders' enthusiasm (10 - 8.2 range of 

responses) ; 

(e) the extent to which the person taking the course 

knew ·what they were t on about' (9 . 11 - 7.5 range 

of responses) . 

On the basis of the results presented, there was some 

difference between the pre-test intervention evaluation 

responses by students in the Adaptive Behaviour, Helping 

Skills and Relaxation Training Groups. The responses .to 

questions overall were in the positive to highly positive 

range for all groups. In summary~ in the pre-test, there 

were~ differences in responses between groups A, B, C. 

However, overall, there was no difference in how groups 

responded. All results fell into the positive to highly 

positive range. 

Research Question 1,2(b) 

Is there a positive post-test group change in group 

evaluation responses between Groups A, · (Adaptive 

Behaviour), B (Helping Skills), C (Relaxation 

Training) as measured by the Group Evaluation 

Questionnaire, (Jasinski, 1982)? 
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POST-TEST GROUP COMPARISON 

Table 12 shows that in the post-test group evaluation 

questionnaire a positive evaluation of all three group 

interventions {Adaptive Behaviour, Helping Skills and 

Relaxation Training) was made by students in each group 

respectively. All students indicated a similar positive 

rating in regard to: 

(a) interest in bei ng involved in the course (8.2 -

8.7 range of responses) ; 

{b) course leaders' enthusiasm (8.1 - 8.7 range of 

responses ) ; 

(c) the extent to which the person taking the course 

knew what they were 'on about' (8.5 - 9.1 range of 

responses.); 

(d) the extent to which the person running the course 

got to know them (7 . 0 - 7 . 8 range of responses); 

(e) the extent to which they understood what the 

person running the group was saying (7 . 5 - 8 . 3 

range of responses); 

(f) the extent to which they would like to continue 

with the group (6.6 - 8.8 range of responses} ; 

(g) the extent to which they would recommend the 

course to others (7.8 - 8.6 range of responses) ; 

(h) how well they felt people listened to them, 

understood what they were saying when they spoke 

in the group (6.1 - 7 . 5 range of responses); 

( i ) the extent t o which t hey got to knew other 

s t udents in the g roup (6. 5 - 8 .3 range of 

res ponses) ; 
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{j) how successful they thought a course like this 

would be in helping students to get on better at 

school (6.2 - 8.4 range of responses). 

While the following responses presented below are 

positive, they generally fall into a less positive response 

range than the items listed above. All students indicated 

a positive rating in regard to: 

(k) the extent to which the course leader was able to 

help them (5.6 - 7.4 range of responses); 

(1) the extent to which the course helped them get on 

better at school (4.6 - 6.8 range of responses); 

{m) how much they learnt from the course (5 - 7.8 

x·ange of responses) . 

Students in Group A {Adaptive Behaviour Group) 

indicated a high positive rating in regard to enjoyment of 

the course (9.1, compared. to 7.4, 8.7 for other groups) . 

Students in Group A {Adaptive Behaviour Group) indicated a 

high positive rating in terms of getting to know the person 

running the group (9 . 1, compared to 7.4 and 8.7 for other 

groups}. 

Results from Table 12 indicate that there were some 

differences between the post-test intervention evaluation 

responses by students in the Adaptive Behaviour, Helping 

Skills and Relaxation Training Groups. As in the pre-test, 

the responses to the questions overall were in the positive 

to highly positive range for all groups~ In summary, in 

the post-test, there were ~Qme differenc~ in responses 
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between groups A, B, C. However, overall there was DQ 

difference in how groups responded . All results fell into 

the positive to highly .positive range. 

T~E EXTENT OF THE POSITIVE 

POST-TEST GROUP CHANGE RESPONSES 
Table 13 shows the extent of post-test change in group 

evaluation responses for Groups A (Adaptive Behaviour), 

Group B (Helping Skills) and Group C -(Relaxation Training) 

as explained beneath Table 13. 

NQ CHANGE 

The results show that, in conjunction with the 

findings from Table 14, that only Group C (Relaxation 

Training Group) indicated no change in their rating of the 

course leaders' enthusiasm pre and post-test. 

LOWER RATING 

60% of students in Group A (Adaptive Behaviour Group ) 

i ndicated a slightly lower rating on course leader 

enthusiasm, (-1.3); the extent to which the person taking 

the course "knew what they were on about" (-.10); the 

extent to which the group had been able to help them (-1). 

While the rating was lower in the pre-test, it was only 

lower by a small amount in each case. Table 12 shows the 

responses wer e s t i ll i n the posit.ive t o highly pos itive 

r ange. 

20% of students i n Group B (Hel p i ng Skills Group ) 
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indicated a slightly lower rating (see Table ·13) on the 

extent to which the group was able to help them {-1). (See 

Table 14) . Table 12 shows that the mean group response was 

in the positive range. 

HIGHER RATING 

40% of students in Group A (Adaptive Behaviour Group) 

indicated a slightly higher rating in the post-test group 

evaluation (see Table 13). They indicated a higher rating 

in their interest in being further involved in the group 

(+1.7) and in the extent to which they considered the group 

was ·able to help them ( +l. 4} compared to the pre-test 

ratings ( see Table 14) . 

80% of students in Group B (Helping Skills Group) 

indicated a slightly higher rating in the post-test group 

evaluation (see Table 13). They indicated a higher rating 

in their interest in further being involved. in the group 

(+.8); in course leader enthusiasm (+.1); in the extent to 

which the person taking the course "knows what they're on 

about" {+l}; and the extent to which they constdered the 

course would be helpful to others {+.1}; when compared to 

pre-test ratings (see Table 14}. 

80%. of students in Group C (Relaxation Training Group ) 

indicated a slightly higher rating in the post-test group 

evaluation (see Table 14). They indicated a higher rating 

in their interest in further being involved in the group 

(+.7); in the extent to which the course leader "knew what 
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they were on about" ( +1. 1); in the extent to which they 

considered that the group was able to help them {+.1); and 

in the extent to which they considered the course would be 

able to help others (+1.3), compared to pre-test ratings 

( see Table 14). 

In summary, there was twice the amount of positive 

change in groups Band C in the post-test group evaluation 

than for Group A (see Table 13). 

As shown in Table 13, the greatest amount of change 

indicated by the three groups overall was positive (200% 

out of 300% overall) rather than negative {80% out of 300% 

overall) or no change (20% out of 300% overall). 



Table 11 

THE NEAN RESPONSES OF 'POORLY ADAPTED' STUDENTS IN GROUPS A, B, C! IN THE 
PRE-TEST 'PROBE' SURVEY (JASINSKI, 19821, 

GROUP A - Adaptive Behaviour Group <N=lOl 
GROUP. B - Helping Skills Group IN=10) 
GROUP C - Relaxation Training Group (N=tOl 

,-------------------------------------------------------------------------------------------: 
; PRE-TEST SCALE 
I 
i 
1--------------------------------------------------------------------------------------------I . 

!oUESTION GROUP Very Noderatel y 

! 10 9 8 
! 

Not at 
all 

7 6 5 4 3 2 

'-------------------------------------------------------------------------------------
11. HON INTERESTED NERE YOU A 7 
, IN BEING INVOLVED IN B 7. 5 

nus COURSE? C 7 .s 
l------------------------------------------------------------------------------····----------
! 
;2. HON ENTHUSIASTIC DO YOU 

'
I THINK THE PERSON TAKING 

THE COURSE [S ABOUT l COURSE? 

A 
B 
C 

!Ot 
8.2 
8.7 

i----------------------------------------------------------------------------------------1 

;3. TO WHAT EXTENT 00 YOU 
THINK THE PERSON TAKING 
THIS COURSE "KNOWS WHAT 
THEY'RE ON ABOUT"? 

A 
B 
C 

9. 11 
7.5 

8 

.-------------------------------------------------------------------·----------------------~ 
:4, HON CONFIDENT ARE YOU 
; THAT THE PERSON RUNNING 

THIS COURSE NILL BE 
ABLE TO HELP YOU? 

A 
B 
C 

1------------------------------------------------------
I 
:5, 

I 
HOW SUCCESSFUL DO YOU 
THINK A COURSE LIKE THIS 
IIOULD BE IN HELPING 
STUDENTS TO GET ON 
BETTER AT SCHOOL? 

A 
B 
C 

I 
0 

• I 
0. C 

5.8 

-------------------------

7.6 
7.t 

i,, 11 

These results indicate a siailarity of responses between groups for all questions. 
Note that Group A tends to answer Questions 2 and 3 nore positively. 
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Table 12 

THE IIEAN RESPONSES OF 'POORLY ADAPTED' STUDENTS IN GROUPS A, B, C [N THE 
POST-TEST GROUP EVALUATION QUESTIONHAIRE (JASINSKI, 1982). 

GROUP A - Adaptive Behaviour Group (n = 8) 
GROUP B - Helping Skills Group (n = 7J 
GROUP C - Relaxation Training Group <n = 71 

-----------------------------------------------------------------------------------------, POST TEST SCALE i 

l 
-------------------------------------------------------------------------------------------j i 

I 
,UUESTION GROUP 10 9 8 7 6 5 ~ 3 2 1 j 
i ! 

·------------------------------------------------------------------------------------------- ' \ . 

l 
[t. HOV INTERESTED ~RE YOU 

IN BEING INVOLVED IN 
nns COURSE? 

A 
B 
C 

8.7 
8.3 
8.2 l 

i 
·-----------------------·--------------------------------------------------------------------
:2. HOV ENTHUSIASTIC DO YOU A 

THINK THE PERSON TAKING 8 
THE COURSE IS ABOUT THE C 
COURSE? 

8.7 
8,1 
8.7 

: 

i•-----------------------------------------------------------------------------------------; 
:3. TO WHAT · EXTENT DO YOU 
i THINK THE PERSON TAKING i THIS COURSE 'KNOWS NHAT 

THEY'RE OH ABOUT"? 

A 
B 
C 

9, I 
8.5 

b -----------------•-•-------------•-----•----------•----••----•---•-•---------•---------~ 

i 
4 HIii CONFIDENT ARE YOU 
I. THAT THE PERSON RUNNING 
! THIS COURSE WILL BE 
I ABLE TO HELP· YOU? 
' 

A 
B 
C 

7.H 
5.6 
S.7 ' I 

I 
·-----------------------------------------------------------------------------------➔ 

~. HOW SUCCESSFUL DO YOU 
THINK A COURSE lIKE THIS 
WOULD oe· IN HELPING 
STUDENTS TO SET ON 
BETTER AT SCHOOL? 

A 
B 
C 8.4 

6.2 ! 
7.7 ' 

i 
l 

i -----------------------------------------------------------------------------------------1 
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Table 12 !Continued) 

THE NEAN RESPONSES OF 'POORLY ADAPTED' STUDENTS Ill GROUPS A, B, C IN THE 
POST-TEST GROUP EVALUATION QUESTIONNAIRE !JASINSKI, 1982). 

-------------------------------------------------------------------------------------------7 
POST-TEST SCALE l 

l 

---------------------------------------------------------------------------------------, 
QUESTION 6ROUP 10 9 8 7 6 5 4 3 2 1 i 

16. TO WHAT EXTENT DID THE 
i COURSE HELP tQY TO SET 

ON BETTER AT SCHOOL? 

A 
B 
C 

6.8 
6.8 

4.2 

i 

·-------------------------------------------------------------------------------------------~ I 
' /• HOii MUCH DO YOU FEEL YOU 

LEARNT. FROM THE COURSE? 

, 
\8. TO llffAT EXTENT DID YOU 

ENJOY BEIN& INVOLVED 
IN THE GROUP? 

A 
B 
C 

A 
B 
C 

7.8 
5 

6.2 

9. 1 

8.7 

:--------------------------------------------------------------------------------------------
9. HOM WELL DO YOU FEEL YOU A 9.1 

SOT TO KNOW THE PERSON 8 7.4 
RUNNING THE GROUP? C 8.7 

----------------------------------------------------------------------------·---------------. ' 
110. HOii WELL no YOU FEEL 
I THE PERSON RUNNING THE 
' 6ROUP 601 TO KNOii YOU? 

A 
8 
C 

7.8 
7 

7.4 

I, 1. HON IIELL DO YOU FEEL YOU A 8. 3 . 
GOT TO KNOii OTHER 8 6. 7 
STUDENTS IN THE GROUP? C 6.5 
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Table 12 (Continued) 

THE NEAN RESPONSES OF 'POORLY ADAPTED' STUDENTS IN GROUPS A, B, C, IN THE 
POST-TEST GROUP EVALUATION QUESTIONNAIRE (JASINSKI, 1982). 

------------------------------------------------------------------------------------------. t 
POST-TEST SCALE 

I 

r-------------------------------------------------------------------------------------- ·~ 
'.ijUESTJON GROUP 10 9 8 7 6 5 4 3 2 
I 

l 
I 
f------~-----------------------------------------------------------------------------------
)2. HOV IIELL DO YOU FEEL 
j· THAT PEOPLE LISTENED 
: TO ,YOU, UNDERSTOOD WHAT 

YOU WERE SAYI!f& - WHEN 
YOU SPOKE IN THE GROUP? 

A 
B 
C 

7.5 
6.6 
6.1 

l ·---------------------------------------------------------------------------------------' 
;13. HOIMELL DO YOU FEEL THAT A 

i 
l 
I 
t 
l 

' ! 

YOU UNDERSTOOD WHAT THE B 
PERSON RllfCNING THE GROUP C 
NAS SAVING? 

8,3 
8.3 

7,5 

~--------------------------------------------------------------------------------------
14, TO WHAT EXTENT WOULD YOU A I LIKE TO CONTINUE/CONTINUE B 

I
. TO HAVE CONTACT WITH THE C 

GROUP? 

8.8 

7.1 

l ____________________________________________________________________________________ _ 
l 
:15, TO IIHAT EXTENT WOULD YOU A 

RECO""END THIS COURSE TO 8 
OTHERS? C 

8,b 
8,5 

7.8 

I 

-------------------------------------------------------------------------------------------~ 

All students evaluated the three interventions positively. 
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Table 13 

THE PDST-TEST CHANGE RESPONSES TD FIVE QUESTIONS FRON THE SRDUP EVALUATION 
QUESTIONNAIRE (JASINS~I, 1982} FOR GROUPS A, 81 C SHONI+ IN PERCENTAGES. 

--------------------------------------------------- ·--------------------, 
TYPE OF CHANGE I 

I 
------------------------------------------------------------------------------ ! 

GROUP NO CHANGE LOWER RATING HIGHER RATING 

-----------------------------------------------------------------------------------~ 
A 60 40 100 

j . 
~-----------------------------------------------------------------------------------~ l ; 
I 

I B 
! 
! 

20 80 100 

~~---------------------------------------------~ -~- ---- ----------------------- I ~ t ! C 20 80 100 ' 

------------------------~~·-------------------~------- ·---------------------------1 
TOTAt 20 80 200 300 

____________________________________________________ , _________________________ _ 

NOTE: ~g-~~!!!l! 1eans the 1ean group score on this ite1 re1ained 
the sa1e in the pre and post test, 

~q~!r_6!tirr!l 1eans the 1ean group score on this ite• was 
less than it was in the pre test. 

Hi qher _Ra tin~ aeans the tean group score on this i te1 was 
greater than it was in the pre-test. 
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Table 14 

THE POST-TEST CHANGE RESPONSES TO FIVE QUESTIONS FRON THE 
INTERVENTION EVALUATION QUESTIONNAIRE !JASINSKI, 19B2} FOR GROUPS A, B, C. 

~:::::::~~:::::::::::::::~:~:~-~:::::::::::::::::::::::::::::::} 
,GROUP NO CHANGE LOWER RATING HIGHER RATING -1 
l I 
.----------------------------------------· - ----------------------------------------j ' ' 

A 

B 

1. Course Leader 
enthusias, (~1.3), 

2. Extent to which 
person taking the 
course "knows what 
they're on about 
(-.10). 

3. Course would be 
helpful to others 
(-.9}. 

1. Extent to which 
the group was able 
to help you (-1). 

J. Interested in 
further involve■ent in 
the group i+1.7l. 

2. Extent to which the 
group was able to help 
help you !+1,4}. 

t. Interested in being 
further inv~lved in 
the group l+.8}. 

2. Course leader 
enthusiast (+,t}. 

J. Extent to which the 
person taking the course 
•knows what they're on about• 
!+1}. 

4. Course would be 
helpful to others (+.1}. 



Table 14 (continued) 

THE POST TEST TYPES OF CHANGE RESPONSES TO FI~E QUESTIONS FROK THE 
INTERVENTfON EVAllJATION QUESTIONNAIRE (JASINSKI, 1982) FOR 6ROUPS A, 8, C. 

-------------- ------------------------------------------; 
i 

TYPE OF POST-TEST CHANGE ' 

GROUP NO CHAH6£ LOWER RATING HIGHER RATH~6 

-------------------------------------------------------------------------------- . 

C 

NOTE: 

t. Course leader 
enthusi as1. 

t. Interested in further 
involveaent in the group 
(+, 7). 

2. Extent to Mhich the 
course leader "knows Nhat 
they're on about• !+1.1}, 

3, Extent to which the group ; 
was able to help you. l+.1}. 

4. Extent to which the 

Each group responded in turn, to five questions. The responses to these 
five questions have been categorised and written down under the appropriate 
category. No change aeans there was no differnece in group response rating 
on this .ite1 pre and post-test. LoNer rating 1eans that the post-test rating 
Mas lower (as indicated) than the pre-test rating. Higher rating aeans that 
the post-test rating was higher (as indicated) than the pre-test rating, 
Tbe nu1ber following each state,ent indicates the extent of positive 
or neqative change in each case. The scale Mas a ten point scale. !See Appendix E.l 
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4.8 Perceived Student Behaviour: Teachers - Questions 

la-b. 

Questions la-b associated with the Main Research 

Question regarding Perceived Student Behaviour {as 

perceived by teachers) in conjunction with the three 

intervention and no intervention groups. 

Research Question l ( a ) 

Does .the Adaptive Behaviour Group Intervention {group 

A) effect a greater positive change in teachers' 

perception of Group A student behaviour as measured by 

the Student Perceived Behaviour Questionnaire for 

Teachers {Jasinski, 1982)? 

INFORMATION RELATING TO 

TABLES 15 - 20 

RESPONDENT TYPES 

NO CHANGE means the score on this item did not change in 

the pre and post-test. 

BECOME WORSE means the score on this item was given a lower 

or less desirable ranking than it had been given in the 

pre-test . 

BECOME BETTER means the score on this item was given a 

higher ranking than it had been given in the pre-test. 
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POSITIVE CHANGE IN ·GROUP···'A 

As shown in Tables 15, 16, 17, 18, teachers in the 

post-test rated student change in Group A more positively 

in regard to : 

(a) The extent to which the student had been a problem 

in their class over the last two months. Table 15 

shows 40% of teachers rated students in Group A as 

better than in the pre-test, 10% rated them as 

worse . 

(b) The frequency with which the teacher had seen the 

student out of class time because of his/her 

behaviour over the last 2 months . Table 17 shows 

33% of teachers rated students in Group A as 

better than in the pre-test. 

(c) The frequency of misbehaviour in class over the 

last two months. Table 16 shows 40% of teachers 

rated students in Group A as better than in the 

pre-test, 30% as worse. 

(d) The severity and nature of the students problem 

compared to other students causing concern over 

the last two months. Table 18 shows 37.5% of the 

teachers rated students in Group A as better than 

in the pre-test, 25% as worse . 

(e) The student's behaviour in the classroom compa red 

to other students. Table 19 shows 12.5% of 

teachers rated students in Group A as being better 



135. 

than in the pre-test, 12.5% as worse (see Table 

19) . 

NEGATIVE CHANGE IN GROUP A 

(f) Teachers indicated that no students in Group A had 

improved in their behaviour since being in the 

class {compared to the pre-test rating) . 15% were 

rated by teachers as worse than in the pre-test 

{ see Table 20). 

In summary, the results from Tables 15 - 20, show the 

greatest amount of post-test change in teachers' perception 

of Group A student behaviour lies in a positive direction. 

The Adaptive Behaviour Group Intervention does effect a 

greater positive change in teachers' perception of Group A 

student behaviour. 

Research Question l ( b ) 

Does the Adaptive Behaviour Group Intervention {Group 

A) effect a greater positive change on student 

behaviour than Helping Skills, Relaxation Training or 

No Intervention group as perceived by teachers and as 

measured by the Perceived Student Behaviour 

Questionnaire for Teachers (Jasinski, 1982)? 

GREATER POSI'fIVE CHANGE IN GROUP A 

As shown in Table 15, and Table 18, teachers rated 

student change in the post-test in Group A. more positivel~ 

than students in other groups in regard to: 
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(a) the extent to which the student has been a problem 

in the class over the last two months. As shown 

in Table 15, 40% of teachers rated students in 

Group A as being better than in the pre-test, as 

compared to 

23% in the Relaxation Group (C}; 

22% in No Intervention post-test Group (E); 

10% in the Helping Skills Group B; 

9% in the No Intervention Pre-post test Group 

{D). 

(b) the severity and nature of the student's problem 

compared to other students causing problems over 

the last two months. As shown in Table 18, 37.5% 

of teachers rated students in Group A as being 

better than in the pre-test, as compared to 

22% in the Relaxation Training Group (C); 

20% in the No Intervention post-test Group 

(E); 

11% in the No Intervention pre-post test 

Group (D); 

0% in the Helping skills Group {B) . 

~i.S~OSITIYE CHANGE IN GROUP A 

As shown in Tables 16, 17, 19, teachers rated student 

change in the post-test in Group A, less positively than 

students in other groups in regard to: 

(a) the frequency of the student misbehaving in class 

over the last two months. As shown in Table 16, 

42% of teachers rated students in Group Bas being 
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better than the pre-test compared to 40% in Group 

A. 

(b) the frequency the student is seen out of class 

because of his/her behaviour over the last two 

months. As shown in Table 17, 37.5% of teachers 

rated students in Group Bas being better than in 

the pre-test compared to 33% in Group A. 

(c) the rating of the student compared with other 

students in the classroom in terms of his/her 

behaviour over the last two months. As shown in 

Table 19, 50% of teachers rated students in Groups 

C and Das being better than in the pre-test; 45% 

of teachers rated students in Group E as being 

better than in. the pre-test compared to 12.5% in 

Group A. 

In summary, the results from Tables 15-19 shows that 

the Adaptive Behaviour Group Intervention (Group A) effects 

a greater positive change or teacher perception of student 

behaviour in two situations; and a less positive change on 

teacher perception of student behaviour (compared. to other 

groups) in three situations. The Adaptive Behaviour Group 

Intervention overall, does not effect a greater positive 

change on student behaviour than Helping Skills, Relaxation 

Training or No Intervention Group as perceived by teachers. 
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Table 15 

THE TYPES Of POST-TEST CHANGE RESPONSES OF TEACHERS 
TO QUESTION 4 fROK THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR TEACHERS (JASINSKI, 1982}. THE RESULTS ARE SHOWN IN PERCENTAGES 

QUESTION 4: ls the student a proble1 in your class? 

RESPONDENT TYPE 

-------------------------------------------------------------------~ i 

GROUP NO 
CHANGE 

NORSE BETTER 
1 

A 

B 

C 

D 

E 

50 

80 

77 

58 

77 

10 

10 

33 

40 

10 

23 

9 ' l 
i 
I 

22 I 

I 
-------------------------------------------------------

__ J 

See infor1ation relating to Tables 15 - 20 for explanation of group 
and respondent type, page 151, 

~t~~ Responses shown for Group A are the su1 of all the responses 
of teachers who completed the pre-test and post-test Question 4 fro1 
the Pre-test Post-test Perceived Student Behaviour Questionnaire for 
Teachers !Jasinski, 19821; and likeNise for Groups B to E. 



Table 16 

THE TYPES OF POST-TEST CHANSE RESPONSES OF TEACHERS 
TO QUESTION 6 FRON THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR TEACHERS !JASINSKI, 1982} IN REGARD TO GROUPS A - E. THE RESULTS 
ARE SKONN IN PERCENTAGES 

QUESTION 6: About hoM frequently does the student ■isbehave in 
class? 

[

-------------------------------------------------------1 

RESPONDENT TYPE i 
I 

I ; 
! GROUP NO WORSE BETTER ! 
' . i CHANGE , 
' 
1--------------------------------------------------------------------, 
! A 30 30 40 I. 

; 
; 

' B 56 42 

C 33.3 33.3 

D i1 37 26 i 
I 

E 37 2& 37 / 
I : 
I i 
--------------------------w-----------------------------------------~ 

See inforaation relating to Tables i5 - 20 for e:cplanation of group 
and respondent type, page 151. 

~Qt~! Responses shown for group A are the su1 of all the responses 
of teachers who co1pleted the pre-test and post-test Question 6 fro■ 
the Perceived Student Behaviour Questionnaire for Teachers !Jasinski, 
19821; and likewise for Groups B to E. 
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Table 17 

THE TYPES OF POST-TEST CHANGE RESPONSES OF TEACHERS 
TO QUESTIOH 7 FRO" THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR TEACHERS !JASINSKI, 19821 lN RE6ARD TO GROUPS A - E. THE RESULTS 
ARE SHOWN IN PERCENTAGES. 

QUESTION 7: Ho11 frequently Nould you have seen the student out 
of class ti1e because of his/her behaviour? 

RESPONDENT TYPE 

-----------------------------------------------------------
GROUP 

B 

C 

D 

E 

NO 
CHANGE 

67 

37.5 

83 

56 

100 

WORSE 

25 

17 

22 

BETTER 

33 

37.5 

22 

.See infor1ation relating to Tables 15 - 20 for explanatioo of group 
and respondenf type, page 151. 

~l~t Responses shown for Group A are the sua of all the responses 
of teachers who coapleted the pre-test and post-test Question 7 froa 
the Perceived Student Behaviour Questionniire for Teachers (Jasinski, 
19821; and likewise for Groups B - E. 

1 
! 
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Table 18 

THE TYPES OF POST-TEST CHANGE RESPONSES OF TEACHERS 
TO QUESTION 9 FROK THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR TEACHERS !JASINSKI, 1982) IN REGARD TO GROUPS A - E. THE RESULTS 
ARE SHOWN IN PERCENTAGES 

QUESTION 9: Rate the severity and nature of this student's 
proble1 co1pared to other students in the school causing 
prob)e■s. 

---------------------------------------------------------------, i 
I 

I 
RESPONDENT TYPE I 

' ------------------------------------------------------------ · i 
I GROUP 
I 

NO 
CHAtiSE 

WORSE BETTER i 

! --------·---------------------------------------------------, 
37.5 A 

B 

C 

D 

E 

37.S-

89 

25 

11 

33 

- ' 

89 

40 40 

22 

11 

20 

i 

___________________________________________________________________ J 

See infortation. relating to Tables 15 - 20 for explanation of group 
and respondent type, page 151." 

ttgl~! Responses shown for Group A are the su• of all the responses 
of ·teachers who coapleted the pre-test and post-test Question 9 fro• 
the Perceived Student Behaviour Questionnaire for Teachers (Jasinski! 
1982); and likewise for Groups B - E. 
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Table 19 

THE TYPES OF POST-TEST CHANGE RESPONSES OF TEACHERS 
TO QUESTION 10 FROM THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR TEACHERS !JASINSKI, 1982) IN REGARD TO GROUPS A - E. THE RESULTS 
ARE SHOWN IN PERCENTAGES, 

QUESTION 10: Rate this student coapared to other students 
in your classroo1 in ter1s of his/her behaviour. 

r
---------------------- --------------------------------------------1 

f 

I RESPONDENT TYPE l 
r------------------------------------------------------------1 
I GROUP NO WORSE BETTER I 
~-------------CHANGE ________________________ ----------1 
I A 75 12.5 12.5 

B 

C 

D 

44 

50 

25 

44 

25 

11 

so 

50 

I E 22 l3 ~s 
I 
l ------------------------------------------------------------------- I 

See infor•ation relating to Tables 15 - 20 for explanation of group 
and respondent type, page 151. 

~2t!l Responses shown for Group A are the su1 of all the responses 
of teachers 11ho co1pleted the pre-test and post-test Question 9 fro• 
the Perceived Student Behaviour Questionnaire for Teachers (Jasinski, 
1982>; and like11ise for Groups B - E. 
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Table 20 

THE TYPES OF POST-TEST CHANGE RESPONSES OF TEACHERS 
TO QUESTION 11 FRO!t THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR TEACHERS (JASINSKI, 19821 IN REGARD TO GROUPS A - E. THE RESULTS 
ARE SHOWN IN PERCENTAGES. 

QUESTION 11: Since the student has been in your class has 
his/her behaviour i1proved? 

-- ·,--------------------------------------------------------------1 
I 
' 

RESPONDENT TYPE I 
I 

------------------------------------------------------------~ ! 
GROUP JIO WORSE BEHER / 

CHANGE I 
I 

,r: --------------------------------------------------------------! 
A 85 15 - I 

. B 71 29 - !i 

I , 
C 37. 5 37. 5 25 ; 

I 

D 75 25 I 
I 

_: ____________________ :: ________________ ~'. _________________ : __ j 

See infor1ation relating to Tables 15 - 20 for explanation of group 
and respond~nt type, page 151. 

~qt!:. Responses shown for Group a are the su1 of all the responses 
of teachers who co■pleted the pre-test and post-test Question 11 fro• 
the Perceived Student Behaviour Questionnaire for Teachers (Jasinski, 
1982); and likewise for Groups B - E, 
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4.9 Perceived Student Behaviour: AP/Advisers - Question le. 

Question le associated with the Main- Research Question 

regarding Perceived Student Bheaviour {as perceived by 

the Assistant Principal Student Welfare and Student 

Year Advisers) in conjunction with the thr~ 

Intervention and No Intervention gro!d.2§....... 

Research Question l(c) 

Does the Adaptive Behaviour intervention effect a 

greater positive change in the Assistant Principal 

Student Welfare and three Student Year Advisers 

perceptions of student behaviour, as measured by the 

Student Perceived Behaviour Questionnaire for 

AP/Advisers (Jasinski, 1982)? 

GREATER POSITIVE CHANGE IN GROUP A 

As shown in Table 21 , AP/Advisers in the post-test 

rated student change in Group A more positively in regard 

to: 

{a) the frequency with which teachers referred the 

student to them on average over the past two 

months. Table 21 shows 44.5% of AP/Advisers rated 

students in Group A as better than in the 

pre-test, 11% were referred more frequently. 

GREATER NEGATIVE CHANGE IN GROUP A 

As shown in Tables 23 - 25, there was a positive change 

in teacher perception of students in Group A. However, 

there was a greater negative change in regard to: 



145. 

{a) the frequency with which AP/Advisers had contact 

with the student over the past two months. As 

Table 23 shows, 37.5% of AP/Advisers indicated 

that they saw students in Group A more frequently 

than in the pre-test, 25% less frequently. 

(b) the rating of the nature of the student's problem 

compared to other students over the past two 

months. As Table 25 shows, 33.5% of AP/Advisers 

indicated a lower rating of students in Group A, 

11.5% indicated an improved ranking for students 

in Group A. 

{c) the categorisation of the students' behaviour over 

the past two months . As Table 24 shows, 33% of 

AP/Advisers indicated a lower rating than in the 

pre-test for students in Group A. There was no 

indication of an improvement in categorisation. 

In summary, the Adaptive Behaviour Group Intervention 

does effect a greater positive change in Assistant 

Principal/Student Year Advisers' perception of student 

behaviour in one instance. While there are indications of 

positive changes in three instances, the negative changes 

are greater. The Adaptive Behaviour Intervention does not 

effect, overall. a greater positive change in the Assistant 

Principal Student Welfare and year Advisers' perceptions of 

Group a student behaviour . 
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Research Que·st ion 1 { c) { i i ) 

Does the Adaptive Behaviour Group intervention effect a 

greater positive change on student behaviour than 

Helping Skills, Relaxation Training or No Intervention 

group, as measured by the Student Perceived. Behaviour 

Questionnaire for AP/Advisers {Jasinski, 1982)? 

GREATER POSITIVE CHANGE IN GROUP,A 

As table 21 shows, AP/Advisers rated Group A students 

more positively than other groups in regard to: 

{a) the frequency of students being referred to them 

on average over the past two months. Table 21 

shows 44.5% of AP/Advisers rated students in Group 

A as being referred. less frequently compared. to 

37% in Group C, 25% in Group E, 11% in Groups B 

and D. 

GREATER POSITIVE CHANGE IN OTHER GROUPS 

As Tables 22 - 25 show, greater positive AP/Adviser 

ratings were indicated for other groups in the post-test in 

regard to: 

(a) who the student is a problem for. Table 22 

indicates 14% of teachers indicated an improvement 

in Group B only. No improvement was indicated by 

teachers for any other group. 

(b) the frequency of contact with the student over the 

past two months. Table 23 indicates 43% of 

teachers indicated an improvement in Group B 

compared. to 25% in Group A and 17% in Group C. 
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(c) the categorisation of the student's behaviour 

after two months. As Table 24 shows, 25% of 

teachers indicated an improvement in Group B, 20% 

in Group C. 

(d) the rating of the student's problem after two 

months. As Table 25 shows, 50% of teachers in 

Group C indicated an improved rating, 43% in Group 

D, 33% in Group E, 11.5% in Group A. 

In summary, there was one instance of greater positive 

change being indicated by teachers for Group A. While 

there was some indicated improvement in three other 

instances, the indicated improvement was greater for 

students in other groups. The Adaptive Behaviour Group 

Intervention- does not eff·ect a greater positive change on 

student behaviour than Helping Skills, Relaxation Training 

or No Intervention Groups. 
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Table 21 

THE TYPES Of POST-TEST CHANGE RESPONSES Of AP/ADVISERS ro 
DUESTJOM 4 FROft THE PERCEIVED STUDENT BEHAVIOUR 01.IESTIONHAIRE 
FOR AP/ADVISERS (JASINSKI, 1982) IN REGARD TO GROUPS A - E 
THE RESULTS ARE SHOWN IN PERCENTAGES. 

QUESTION 4: How frequently do teachers refer this student 
to you on average? 

RESPONDENT TYPE 

-------------------------------------------------------------- · 
GROUP NO 

CHAN6E 
WORSE BETTER 

I . . . 
! A 44,5 
I 

.I B 

C 

D 

E 

67 

50 

33 

25 

11 

13 

56 

50 

44.5 

11 

37 

11 

25 

I 
-----------••--------------------------------------------------------1 

See inforaation relating to Tables !5 - 20 for explanation of group 
and respondent type, page !52. 

~~l!l Responses shown for Group A are the sut of all the responses 
of. AP/Advisers 11ho cotpleted both the pre-test and post-test lluestiCin 
4 fro• the Perceived Student Behaviour Questionnaire for AP/Advisers 
(Jasinski, 1982); and likewise for Groups B - E. 
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Table 22 

TH£ TYPES OF POST-TEST CHANSE RESPONSES OF AP/ADVISERS TO 
QUESTION 5 FRON THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR AP/ADVlSERS (JASINSKI, 1982) IN RESARD TO GROUPS A - E 
THE RESULTS ARE SHOWN IN PERCENTAGES. 

QUESTION s~ Is the student seen to be a proble1 for •••• ? 

----------------------------------------------------------------~ 

RESPONDENT TYPE 

l 
I 

! 
l 
i 
1 

GROUP 

I 

NO 
CHANGE 

WORSE BETTER ! 
I 

A 100 -

B 71 29 -

C So 14 

D 57 43 

E 75 25 

-------------------------------------------------------------------~ 

See infor1ation relati ng to Tables 15 - 20 for e~planation of group 
and respondent type, page 152. 

!~lfl Responses sho11n for Group A are the su1 of all the responses 
of AP/Advisers who· co1pleted both the pre-test and post-test Question 
5 froa the Perceived Student Behaviour Questionnaire for AP/Advisers 
(Jasinski, 1982}; and Iike11ise for Group& B - E. 

' 

! 
I 
I 

I 
; 
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Table 23 

THE TYPES OF POST-TEST CHANGE RESPONSES OF AP/ADVISERS TO 
QUESTION 7 FRON THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR AP/ADVISERS (JASINSKI, J982l IN RESARD TO GROUPS A - E. 
THE RESULTS ARE SHOWN !N PERCENTAGES. 

QUESTION 7: How frequently do you have contact with/have 
to ste this student? 

!-----•- ------------------------------------------------------------T 
i l 

' 

I RESPONDENT TYPE 

!------------------·--------------------------------------------------~.: 
! 
l GROUP NO 

CHANGE 
NORSE BETTER i 

; ! 

:----------------------------------------------------------------1 i ' 

i 

A 

B 

C 

D 

E 

37.5 

57 

50 

100 

37.5 

so 

so 

2S 

17 

- i 

I • 

! __________ ------------------------------------------------------- ' 

See infor1ation relating to Tables 15 - 20 fot explanation of group 
and respondent type, page 152. 

!Qte: Responses shown for Group A are the su1 of ail the responses 
of AP/Advisers who co1pleted both the pre-test and post-test Question 
7 fro• the Perceived Student Behaviour Questionnaire for AP/Advisers 
(Jasinski, 1982); and likewise for Groups B - E. 
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Table 2-4 

THE TYPES OF POST-TEST CHANGE RESPONSES OF AP/ADVISERS TO 
IIUESTlON 9(a} FRON THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR AP/ADVISERS (JASINSKI, 1982) IN REGARD TO GROUPS A - E. 
THE RESULTS ARE SHOIIN IN PERCENTAGES. 

QUESTION 9(al Since initial identification of the student 
as a problea, has his/her behaviour; •• ? 

--------------------------------------------------------------------1 

! 

RESPONDENT TYPE 
' ---------------------------------------------------------------------, 

GROUP 

A 

B 

C 

D 

E 

NO 
CHANGE 

67 

ao 

so 

83 

100 

IIORSE 

33 

25 

17 

I 
BETTER : 

! 
i 

I 
- l 

20 

25 

------------------------------------------------------------------- I 

See infor1ation relating to Tables IS - 20 for explanation of group 
and respondent type, page 152. 

~~~~t Responses shoMs for Group a are the su1 of all the responses 
of AP/Advisers who cotpleted both the pre-test and post-test Question 
9(a) fro• the Perceived Student Behaviour Questionnaire for 
AP/Advisers (Jasinski 1 1982}; and likewise for Groups B - E. 



Table 25 

THE TYPES OF POST-TEST CHANGE RESPONSES OF AP/ADVISERS ro 
QUESTIOM lO(a} FRON THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR AP/ADVIS~RS (JASINSKI, 1982) IN REGARD TO GROUPS A - E. 
THE RESULTS ARE SHONN IN PERCENTAGES. 

QUESTION JO!a} Co1pared to other students in ·the school, 
hmt MOUld you rate the extent and nature of this student ' s proble1? 

r------------------------------------------------------------------- . 
! I 

I 

i 

RESPONDENT TYPE j 
------------------------------------------------------------------ , 

! 

GROUP 
I 

NO 
CHANGE 

IIORSE BEiTER i 
I 

! 
------------------------------------------------------------------
A 

B 

C 

D 

E 

50 

100 

38 

43 

33.5 

12 

1-4 

11.5 

50 

-43 

L ____________________________________________________________ j 

See inforaation relating to Tables 15 - 20 for explanation of group 
and respondent type, page 152. 

~!!!. Respon!,l'S shown for Group A are the su1 of al I- the responses 
of AP/Advisers 11ho co1pleted both the pre-test and post-test Question 
lO(a) fro• the Perceived Student Behaviour Questionnaire for 
AP/Advisers (Jasinski, 1982); and liket1ise for Groups B - E. 
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4.10 Perceived. Student Behaviour: Students - Questions 

ld - e. 

Questions ld - e associated with the Main Research 

Question regarding Perceived Student Behaviour {as 

perceived by students ) in con.junction with the three 

.inL§nam:t.i.ons and no interventigns gkQUps, 

Research Question l{d) 

Do students in the Adaptive Behaviour Group 

Intervention effect a greater positive change in their 

own perceived behaviour after eight weeks, as measured 

by pre-test post-test Perceived Student Behaviour 

Questionnaire for Students (Jasinski, 1982)? 

INFORMATION RELATING TO 

TABLES 26 - 34 

PRE AND POST-TEST CHANGE._RESPONSES 

The pre-test and post-test responses for Groups A - E were 

recorded. The extent of the positive(+) or negative(-) 

post-test differences was indicated in turn. 

GREATER POSITIVE CHANGE IN GROUP A 

As Table 35 shows (based on information f rom Table s 26 

- 33) the greatest amount of change occurri ng. i n Group a 

responses to the Perceived Student Behaviour Questionnaire 

for Students {Jasinski , 1982) was positive. 75% of Group A 
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student responses were a positive improvement on pre-test 

responses. There was a 25% worsening of responses. 

Tables 26-33 indicate that of these positive changes 

occurred in regard to student rating of: 

(a) the frequency of being in trouble at school (see 

Tables 26-27); 

(b) the number of teachers they are in trouble with 

{ see Table 28); 

(c) the frequency of being in trouble in class (see 

Table 29); 

(d) the rating of their behaviour (see Table 32}. 

(e) the categorisation of their behaviour (see Table 

33). 

GREATER NEGATIVE CHANGE IN GROUP A 

Table 34 indicates a 25% worsening of Group A student 

responses on the Perceived Student Behaviour -Questionnaire 

(Jasinski, 1982} in the post-test. This was due to the 

increased percentage, ranging from 12.5 - 25, of no 

responses, occurring in Table 28, and Tables 30 - 33. 

In summary , students in the Adaptive Behaviour Group 

Intervention did effect a greater positive change in their 

own perceived. behaviour after eight weeks. 

Research Question l(e) 

Do students in the Adaptive Behaviour Group 

Intervention effect a greater positive change in their 
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own perceived behaviour after eight weeks, than 

students in the Helping Skills, Relaxation Training or 

No Intervention Groups, as measured by the pre-test 

post-test Perceived Student Behaviour Questionnaire for 

Students (Jasinski, 1982)? 

GREATER POSITIVE CHANGE IN GROUE._A 

As Table 34 shows (based on information from Tables 26 

- 33), the greatest amount of indicated positive post-test 

change occurred in Group A. 75% of Group A student 

responses were a positive improvement on pre-test responses 

compared to 50% improvement in Group B, 37.5% improvement 

in Group C and no improvement in Group D, the 

non-intervention group-. 

While students in Groups A, B, C indicated an 

improvement in: 

(a) the -frequency of being in trouble at school 

generally (see Table 26); 

(b) the frequency of· being in trouble at school on 

average (see Table 28); 

(c) the number of teachers they got into trouble with 

( see Table 2·a) ; 

students in Group A also indicated a positive change in 

regard to: 

(d) the frequency of being in trouble in their wor st 

class (see Table 29) ; 

(e) the perception of thei r own behaviour (see Table 

32); 

{f) the categorisation of their own behaviour {see 

Table 33). 



156. 

IN SUMMARY 

Students in the Adaptive Behaviour Group did effect a 

greater positive change in their own perceived behaviour 

after eight weeks than students in the Helping Skills, 

Relaxation Training or No Intervention Group as measured by 

the pre-test post-test Perceived Student Behaviour 

Questionnaire for Students (Jasinski, 1982) . 
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Table 26 

THE PRE-TEST POST-TEST REPONSES OF STUDENTS IN GROUP A 
(ADAPTIVE BEHAVIOUR>, GROUP B (HELPING SKILLS GROUP}, 

GROUP C (RELAXTION TRAINING GROUP), GROUP D !NO INTERVfNTION GROUP) 
TO QUESTION 31 "HOM OFTEN DO YOU GET INTO TROUBLE AT SCHOOL?" 
RESULTS ARE SHOWN IN PERCENTAGES 

r
-- .. -------------------------------------------------------. 
RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST 

POST-TEST l DIFFERENCE 

r-------------------------------·-----------------------------~ 
f 
l 

1 A LOT A 50 25 -25 
' 

B 50 0 -50 

C 56 12,5 -43.5 

D 22 20 -2 
! 
1----------------------------------------------------------------
: SONETil'IES A 

B 

50 

50 

62.S 

100 

+12.S 
! 
! 

i 
; 

i 
C 

+50 

75 +31 

I D 56 60 +-4 , 

~--------------------------------------------------------------- : 
I ; 

\ NEI/ER A 12.5 +12,5 
i 
; 8 0 

C 12.5 +12.5 I 
D 22 20 -2 i _____________________________________________________________ J 

See inforsation relating to Tables 26 - 34 for explanation of group, 
percentages and respondent type, page 172. 
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Table 27 

THE PRE-TEST POST-TEST REPONSES OF STUDENTS IN GROUP A 
!ADAPTIVE BEHAVIOUR GROUP), GROUP B !HELPING SKILLS GROUP>, 
GROUP C iRELAXTION TRAINING), GROUP D (NO INTERVENTION GROUP) 
TO OIJESTI~N 4, ON AVERAGE, HOW OFTED DID YOU GET INTO TROUBLE 
AT SCHOOL? RESULTS ARE SHONN IN PERCENTAGES 

1------------------------------------------------------------1 
t 
' i RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST 

POST-TEST 
DIFFERENCE 

i---------------------------------------------------------------~ i : 

1 NORE THAN A 30 25 -5 ' 
I 
l ONCE A IIEEK 
t B SO 34 -lb 

C 

D 

55 

30 

12, S 

30 

-42.S 

0 
' . ·--------------------------------------------------------------
I 

! ABOUT ONCE A 50 25 -25 
l A MEEK 
! B 30 22 -8 
~ 

C 44 50 +6 

I I D 40 50 +10 ; 

r---------------------------------------------------------------~ 
I i 
l ABOUT ONCE A 37.S +37.5 -
1 A FORTIHGIH 

B 

C 12,S 

0 

+12.5 

i 
D O ' , I L _______________________________________________________________ J 
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Table 27 (continued} 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN GROUP A 
<ADAPTIVE BEHAVIOUR GROUP), GROUP 8 !HELPING SKILLS 6ROUPJ 
GROUP C (RELAXATION TRAINING GROUPl, GROUP D (NO INTERVENTION GROUP} 
TO QUESTION 4, OM AVERAGE, HOW OFTEN DID YOU GET 
INTO TROUBLE AT SCHOOL? RESULTS ARE SHONN IN PERCENTAGES. 

r

--------------------------------------------------------------
RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST 

POST-TEST 
DIFFEREHC 

---------------------------------------- - -------------------- i 
ABOUT ONCE A 10 -10 l 
A~ ! 

B 

C 

D 30 

11 

20 

-11 

0 

-10 

-------------------------------------------------------~------~ LESS-THAN A 10 -10 
ONCE A 
IIIHTH B 11 + 11 

ALNOST 
NEYER 

C 

D 

A 

B 

C 

!O 

12.5 

12.5 

22 

12 

+12,5 

0 

+12.5 

+12 

+12 

D O 1 

------------------------------------------------------------ i 

See "inforaation relating to Tables 26 - 34 for explanation of 
group, percentages and respondent type, page 172. 
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Table 28 

THE PRE-TEST POST-TEST REPONSES OF STUDENTS IN SRDUP A 
(ADAPTIVE BEHAVIOUR SROUfll, GROUfl B (HELPING SKILLS GROUPl, 
SROUP C !RELAXTION TRAINING GROUP>, SROUP D (NO INTERVENTION SROUPl 
TO QUESTION s, ·oo YOU SET INTO TROUBLE VITH •••• ? 
RESULTS ARE SHOWN IN PERCENTAGES, 

-------------------------------------------------------------~ 
RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST 

POST-TEST 
i DIFFERENCE 
I 

1---------------------------------------------------------------l lfOSTLY ONE A 20 50 +30 
I TEACHER 
i B 50 22.5 -27.5 

l 

C 

D 

10 

50 

504 

50 

1-401 

0 

i---------------------------------------------------------------· j 
: SOI!£ A 60 25 -35 
'. TEACHERS 
' I - B 40 55 +151 

C 70 25 -45 

! D 50 50 O 

i --------------------------------------------------------------~ 
I 
1 "OST A 10 0 -10 I TEACHERS 
\ B 10 0 -10 

1 

l _____________ ; ________ :; _____________ ; ______________ ::; __ J 
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Table 28 (continued) 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN 6ROUP A 
<ADAPTIVE BEHAVIOUR GROUP!, 6ROUP B <HELPIHS SKILLS 6ROUPl 
GROUP C !RELAXATION TRAINING 6ROUPl, GROUP O <NO INTERVENTION GROUP! 
TO QUESTION 5, 'DO YOU SET INTO JROUBLE MITH ••• ? 
RESULTS ARE SHOWN IN PERCENTAGES. 

r-----------------------------------------------------------1 
j RESPONSES SROUP PRE-TEST POST-TEST PRE-TEST j 
) POST-TEST ; 
1 DIFFERENCfi 
i ! 

. ---------------------------------------------------------------: 
! All A 10 0 -10 l 
1 TEACHERS 

1 

B 

C 

D 

0 

10 

0 

0 

0 

0 

0 

-10 

0 

! ·---------------------------------------------------------------i 
NO 

·TEACHERS. 
USUALLY 

A 

B 

C 

D 

0 

0 

0 

0 

12.5 

22,5 

25 

0 

+12.5 

+22.5 

+25 

0 
. ' r--------------------------------------------------------------~ ( ' 

I NO 
l RESPONSE 

A 

B 

C 

0 

0 

12.5 

0 

0 

+12.5 

0 

0 i 
I 

D O O O J 
-------------------------------------------·-·-----------------

See inforaation relating to Tables 26 - 34 for explanation of 
group, percentages and respondent type, page 172. 
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hble 29 

THE PRE-TEST POST-TEST REPONSES OF STUDENTS IN GROUP A 
(ADAPTIVE BEHAVIOUR GROUP>, GROUP B (HELPING SKILLS 6ROtlf'l, 
GROUP C (RELAXTION TRAINING GROUP), GROUP D (NO. INTERVENTION GROUP> 
TO QUESTION 91C), •ABOUT HON OFTEN DO YOU SEE" TO GET 
INTO TROUBLE IN iHIS CLASS?' 
RESULTS ARE SHONN lN PERCENTAGES. 

1---------------------------------------------~"----------------1 
i 

RESPOMSES GROUP PRE-TEST POST-TEST PRE-TEST i 
POST-TES! ! 
DIFFERENCE i 

I 

---------------------------------------------------------------~ NORE THAN A 30 25 -5 j 

ONCE A ! 
LESSON B 33 25 -11 i 

C 

D 

30 

33 

50 

33 

+20 

i : 
---------------------------------------------------------------~ 

EVERY A 20 25 +5 
FEil 
LESSONS B 45 56 +11 

C 40 so •to 

D 0 0 0 

! --------------------------------------------------------------~ 
I 

j ABOUT A 10 0 -10 
i ONCE A 
1 WEEK B 11 22 +11 

i 
C 10 0 -10 i 

1 o 11.s 11.s o j 
l~-------------------➔ , ___________________ ____________ _ _____ _ 
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Table 29 (continued} 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN 6ROUP A 
(ADAPTIVE BEHAVIOUn GROUP}, GROUP 8 (HELPIHS SKfllS GROUPI 
GROUP· C <RELAXATION TRAINING 6ROUPI, 6ROOP D (NO INTERVENTION GROUP) 
TO QUESTION 9fcl, "ABOUT HOW OFTEN DO YOU SEEN TO GET 
INTO TROUBLE IN THIS CLASS?" 
RESUI.TS ARE SHOWN IN PERCENTAGES. 

RESPONSES 

ABOUT 
OHCE EVERY 
FEV IIEEt:S 

NEVER/ 
RARELY 

GROUP PRE-TEST 

A 

B 

C 

10 

0 

10 

POST-TEST 

12.5 

0 

0 

PRE-TEST 
POST-TEST 
DIFFERENCE 

+2.5 

0 

-to 

D U.S 11.S O 1 

A 

8 

C 

0 

30 

11 

0 

22 

I . 1 
0 

0 

0 

22 

-30 

-11 

0 

0 

' i 
i l . , 
I 

------------------------------------- .-------------------------i 
OTHER 
NO.RESPONSE 

B 

0 

0 

0 

0 

0 

0 
; 

' 

I 
C O O O j' 
o 11.s 11.s o 

--------------------------------------------------------------

See infor■ation relating to Tables 26 - 14 for explanation of
group, percentages and res~ondent tvpe, page 172. 
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Table 30 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN GROUP A 
(ADAPTIVE BEHAVIOUR GROUP>, GROUP B (HELPING SKILLS GROUP) 
GROUP C !RELAXATION TRAINING GROUP), GROUP D (NO INTERVENTION GROUPI 
TO QUESTION 9iF) 1 "ARE THERE ANY RULES IN THIS CLASS? 
RESULTS ARE SHOWN IN PERCENTAGES. 

f 

RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST I 
POST-TEST I 
D JFFERENCEi 

' 
--------------------------------------------------------------~ 
YES A 80 62.5 -17.5 

B 70 44 -25 

C 78 75 -3 

I D i,3 50 -13 I 
I 
j 

------------------------------------------------------------- . 
NO 

B 

C 

D 

20 

0 

22 

37 

12.s 

56 

25 

30 

-7.S 

+56 

+3 

-7 

I--•-•-------------•--------------------•----•--·--•-----------~ l ! 
' I 

l rro RESPONSE A o 2s +25 ' 

! 
8 30 0 -30 

' 
t C O O O ! 
I j! 
: . D O 20 +20 

!. ___ - ·----------------------------------- ------------------ ----

See inforaation relating to Tables 26 - 34 for explanation of 
group, percentages and respondent type, page 172. 
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Table 31 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN GROUP A 
(ADAPTIVE BEHAVIOUR GROUP>, GROUP B (HElPINS SKILLS GROUP} 

GROUP C (RELAIATlON TRAINING SROUPl, GROUP D !NO INTERVENTION GROUP> 
TO QUESTION 91g), "DOES THIS SCHOOL HAVE ANY RULES? 
RESULTS ARE SHOWN iN PERCENTAGES. 

--------------------------------------------------------~ 
RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST I 

POST-TEST ! 
DIFFERENCEi 

l 

----------------------------------------------------------------! 
YES A 100 87.5 -12.5 l 

! 
I 

8 100 JOO O i 

C 80 87.5 +7.S ; 

l 
D 70 78 +8 ! 

I l 
I ; 
i i 
l )W A O O O I 
! 

i 
I 
! 
l 
l 
I 
' 

B 0 

C 0 

D 

0 0 

12.s +12. 5 

1l +I 

l---------------------------------------------------------------
1 
; NO RESPONSE A O 12.5 +12.5 

B 

C 

D 

0 

20 

20 

0 

0 

11 

0 

-20 

! 
1---------------------------------------------------------

See infonation relating to Tables 2b - 34 for explanation of 
group, percentages and respondent type, page 172. 
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THE PRE-TEST POST-TEST RESPONSES OF STUDENTS [H GROUP A 
(ADAPTIVE BEHAVIOUR GROUP>, GROUP B (HELPING SKILLS GROUP} 
GROUP C (RELAXATION TRAINING SROUP}, GROUP D !HO INTERVENTION GROUP! 
TO QUESTION JO(bl, 'DO YOU THINK YOUR BEHAVIOUR ffAS ••• 
RESULTS ARE SHOWN IN PERCENTAGES. 

------------------------------------------------------------~ ' ! 
RESPONSES GROUP PRE-TEST POST-TEST PRE-TEST I 

POST-TEST i 
DIFFEREHCEj 

t 

HIPROVED A 30 50 
1 

+20 I 
l 

B 20 22 +2 

C 20 11.5 -7.S 

D 67 /iO -7 

~-------------------------------- ---------! 
NOT 
CHANGED 

BECONE 
IIORSE 

A 

B 

C 

D 

A 

B 

C 

30 

50 

70 

22 

40 

20 

10 

25 

67 

88 

30 

0 

11 

-5 

+17 

+l8 

+8 

-40 

-19 

-10 

D 11 10 -1 , 

--------------------------------------------------------------1 
NO RESPONSE A 

B 

C 

0 

10 

0 

25 

0 

0 

+25 

-10 

0 

D O O O 
I 

. -------------------------------------------------------------i 

See inforaation relating to Tables 2b - 34 for explanation of 
group, percentages and respondent type, page 172. 
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Table l3 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN SROUP A 
(ADAPTIVE BEHAVIOUR 6ROUPl, 6ROUP B <HELPJIIS SKILLS 6ROUPl 
GROUP C (RELAXATION TRAINING GROUP!, SROUP D lNO INTERVENTION 6ROUPl 
TO QUESTION 10(cl, 'OVERALL NHICH CATEGORY WOUlD YOU 
PLACE YOURSELF IN NON? 
RESULTS ARE SHOWN IN PERCENTAGES. 

---------------------------------------------------------------, 
RESPONSES 6ROUP PRE-TEST POST-TEST PRE-TEST 

POST-TEST 
DIFFERENCE 

BEHAVES A 0 

0 

0 

12.5 

0 

0 

+12.5 

0 
EXCEPTIONALLY 
NELL B 

C 

D O O 0 _____________________________________________________________ _j 

BEHAVES 
VERY NELL 

A 

B 

0 

0 

0 

22 

0 

+22 

~ 

C 20 0 -20 1 
I 

D 10 11 +1 l _______________________________________________________________ ! 

BEHAVES 
QUITE 
.WELL 

A 

B 

C 

D 

bO 

20 

50 

60 

50 

78 

75 

67 

-10 

+25 

+7 

! 

! 
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Table 33 (continued) 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN GROUP A 
!ADAPTIVE BEHAVIOUR GROUPJ, GROUP B (HELPING SKILLS GROUP! 
GROUP C !RELAXATION TRAINiNS 6ROUPJ 1 GROUP D (NO INTERVENTION GROUP) 
TO QUESTION IOlcJ, 'OVERALL WH[CH CATEGORY WOULD YOU 
PLACE YOURSELF IN NON? 
RESULTS ARE SHOWN IN PERCENTAGES. 

~------------·--~~--------------------------------------, 

I 

RESPONSES GROUP PRE-TEST POST-TEST 
j 

PRE-TEST j 
POST-TEST ; 
DIFFERENCEi 

-------------------------------------------------------------1 
IUSBEHAVES 
QUITE 
OFTEN 

A 

B 

C 

30 

50 

20 

25 

0 

12.5 

-5 

-so 

-7.S 

I 
i 
j 

! 
i 
i 

j D 20 22 +2 I 
1----------------------------------------------------------------l I l 

IUSBEHAVES A 10 0 -10 
VERY 

I OFTEtf 
I 

B 10 0 -10 

I 

I C 0 0 0 

D 0 0 0 

----------------------------------------------------------------1 
NO RESPONSE A 

B 

C 

D 

0 

20 

20 

10 

12.5 

12.5 

0 

+12.5 

-20 

-7.5 

-10 

See inforaation relating to Tables 26 - 34 for explanation of 
group! percentages and respondent type, page 172. 

I 
I 

! 
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Table 3-t 

THE PRE-TEST POST-TEST RESPONSES OF STUDENTS IN GROUP A 
(ADAPTIVE BEHAVIOUR GROUP}, GROUP B (HELPING SKILLSGROUPI 

GROUP C !RELAXATION TRAINING GROUP!, GROUP D !NO INTERVENTION GROUP) 
IN REGARD TO THE PERCEIVED STUDENT BEHAVIOUR QUESTIONNAIRE 
FOR STUDENTS !JASINSKI, !9821 RESULTS ARE SHOWN IN PERCENTAGES AND 

-.ARE BASED ON INFORIIATION FRON TABLES 26 - 33. 

RESPONDENT TYPE 

1 
------------------------------------------------------------------~ l 

GROUP NO CHANtE WORSE MORSE BETTER \ 
-BETTER 

l A O 25 0 75 1 

B 

C 

D 

0 

0 

25 

25 

25 

37 .s 

2S 

37.S 

37.5 

so 

37.5 

0 

---------------------------------------
I 
tpERCENTAGE 
!TOTALS 25 87. 5 125 162. 5 j 

I i ! __________________________________________________________________ . 

See infor•ation relating to Tables 2b - 34 fat explanation of group, 
percentages and respondent type, page 172. 

~g!!l Groups A, B, C and Din Tables 26 - 33 were perused as separate 
entities to ascertain general 1oveunt towards the abov! categories i.e. 
no change, Morse, worse-better , better. 



iJ.l 

170. 

SUMMARY 

Summary of findings related to the Main Research 

Question. 

Figure 12 below summarises the findings related to 

research questions and hypotheses related to the Main 

Research Question. 

ROW 1 

ROW 2 

EXPLANATION OF FIGURE 1g 

There are np significant differences in hypotheses 

la - d associated with the Main Research Question 

regarding locus of control and the four 

interventions {Adaptive Behaviour, Helping Skills, 

Relaxation Training and No Intervention Group as 

arranged across row 1 {see 4.5). 

There are no significant differences in hypotheses 

1.la - d associated with the Main Research 

Question regarding self esteem and the three 

interventions (Adaptive Behaviour, Helping Skills 

and Relaxation Training) as arranged a.cross row 2. 

Also, there are no significant correlations in 

hypotheses 1. ld - e associated with the Main 

Research Question regarding self esteem and locus 

of control and the three interventions (Adaptive 

Behaviour, Helping Skills and Relaxation Training) 

as arranged across row 2 (see 4.6). 
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Figure 12 

A SUNNARY OF THE FINDINSS RELATED TO RESEARCH QUESTIONS AND HYPOTHESES RELATED TO THE NAIN 
RESEARCH QUESTION. 

-----------------------~--------------------------------------------------------------------------~ INDEPENDENT VARIABLES 

---------------------------------------------------------------------------------------------------ADAPTIVE HELPING . RELAXATION NO-INTERVENTION POORLY i 

DEPENDENT 
VARIABLES 

BEHAVIOUR SKILLS TRAINING PRE-POST ADAPTED 
GROUP A GROUP 8 GROUP C GROUP D GROUPS 

HYPOTHESES AND QUESTIONS 

i 
I 

7 
I 
! 

--------------------------------------------------------------------------------------------------~ 
ROW 1 LOCUS OF HYPOTHESIS 

CONTROL I (al 
HYPOTHESIS 
Ubi 

HYPOTHESIS 
1 ic} 

HYPOTHESIS 
!ld} 

Hypotheses {a-dl were nQ! significant , 
l l 
l I !----· - -------------- ___________________________________________________________________________ j 
l , 

jROW 2 SELF Hypothesis Hypothesis Hypothesis. Hypothesis 
ESTEEN 111lal 1.tcbl 1.Ucl Llid and el 

l 
l 

l 
Hypotheses 1.lla-e} were ug! significant 

t-------------------------------------------------------------------------------------------------7 
lROW 3 GROUP . ! EVALUATION Question 1.2 
I Positive Evaluations 

1 

j . . 7 
\ROW 4 PERCEIVED 

STUDENT 
BEHAVIOUR Question lial - 1 and 2 

! 
1 (by There are soee ~Q~itb:~ changes regarding Question 11ai. 
I teachers) 

1------------------------------------------------------------------------------------------------- ! 

r
ow s PE.RCEIVED I 

STUDENT : 
BEHAVIOUR Question 1'bl - 1 and 2 l 
(by AP/ There are soae !lfg~tb:~ changes regarding Question 1 (bl. 

1 

I Advisers! 

i---------------------------------------------··--------------------------------------------1 
I 

;ROW & PERCEIVED 
STUDENT 
BEHAVIOUR 

Students) 

Question lie) - l and 2 
There are some Q.Q~Hi'!'.~ changes regarding Quest ion i icL 

' I 
i 
I 

'-----------. ---------------------------------------------------------------------------------------1 



ROW 3 

ROW 4 

ROW 5 

ROW 6 

172. 

There are no significant differences in question 

1.2 associated with Main Research Question 

regarding group evaluation end the three 

interventions (Adaptive Behaviour, Helping Skills 

Relaxation Training and No Intervention Group) as 

arranged across row 3. All interventions were 

positively evaluated in the pre end post-test (see 

4.1). 

There are some positive changes in question l(a) 

associated with the Main Research Question 

regard_ing Perceived Student Behaviour {as 

perceiyed by teachers) end the three interventions 

(Adaptive Behaviour, Helping Skills, Relaxation 

Training and No Intervention Group) as arranged 

across row 4 ( see 4-. 8) . 

There are some negative changes in question l{b) 

associated with the Main Research Question 

regarding Perceived Student Behaviour {as 

perceived by Assistant Principal Student Welfare 

end Student Year Advisers) and the three 

interventions (Adaptive Behaviour, Helping Skills, 

Relaxation Training and No Intervention Group) as 

arranged across row 5 {see 4 . 9) . 

There are some positive changes in question l(c) 

associated with Main Research Question regarding 

Perceived Student Behaviour {as perceived by 

students) and the three interventions {Adaptive 

Behaviour, Helping Skills, Relaxation Training and 
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No Intervention Group} as arranged across row 6 (see 4. 10). 

In summary , the Adaptive Behaviour Intervention does 

not effect a greater positive change on "behaviour problem" 

High School Students•: 

(a) locus of control; 

(b) self esteem; 

{c) group evaluation; 

(a) perceived behaviour (as perceived by 

teachers, AP/Advisers, and students). 

than Helping Skills, Relaxation Training or No Intervention 

group. 

4. 12 Other data. arising from the research. 

Results regarding locus of control, perceived student 

behaviour (as perceived by students) and "poorly" adapted 

and "well" adapted treatment and non-treatment groups will 

be analysed and presented at a later date. 

Additional results, relating to "poorly adapted" and 

"well adapted" students and self esteem, are presented in 

Appendix N (Tables 35 - 40) . These results will be briefly 

referred. to in the discussion to follow. 



CHAPTER V 

DISCUSSION 

5. 1 Introduction. 

In considering the results of this study, it must be 

stated that due to the complex, wide-ranging nature of this 

study. no attempt has been made to address all the issues 

arising from, or all the information gained from, the pre 

and post-test dependent variables or evaluations of the 

independent variable measures {see 4.12). A concise 

overview of the data, analysed in the previous chapter, is · 

set out in Figure 11 in the previous chapter. 

In this discussion, the overall Main Research Question 

findings will be presented; the research findings relating 

to research hypotheses and questions will be presented. 

This will be followed, in each case, by discussion of the 

findings and an outline of the limitations of the study. 

5.2 Main Research Question Findings. 

In summary, the Main Research Question findings in this 

study were that the Adaptive Behaviour Group Intervention 

did not effect a greater positive change on "behaviour 

problem" High School students' 
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{a) locus of control; 

{b) self esteem; 

(c) group evaluation; 

than Helping Skills or Relaxation Training or No 

Intervention group. 

There is some evidence to show that the Adaptive 

Behaviour Group Intervention: 

(a) did effect a greater positive change on teacher 

perception of student behaviour; 

{b) dig effect a slightly negative change in the 

AP/Year Advisers' perception of student behaviour; 

{c) did effect a greater positive change on student 

perception of their own behaviour. 

than did the Helping Skills Group, the Relaxation Training 

Group, as measured by the pre-test post-test Perceived 

Student· Behaviour Questionnaire for Teachers (Jasinski, 

1982); the Perceived Student Behaviour Questionnaire for 

AP/Advisers (Jasinski, 1982); the Perceived Student 

Behaviour Questionnaire for Students {Jasinski, 1982). 

5.3 Discussion and presentation of results related to 

Hypotheses and Questions related to the Main Research 

Question. 

The hyPotheses and questions relating to the Main 

Research Question will be presented and discussed in turn. 
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5 . 3 (a) Locus of Control Hypotheses 1 (a - d). 

LOCUS OF CONTROL RESULTS 

Research Hypotheses l {a - d). 

The.re were no significant differences between: 

the pre-test post-test locus of control scores of 

the Adaptive Behaviour Group, the Helping Skills 

Group, the Relaxation Training Group or the 

tpoorly adapted' Non Intervention Group at the .05 

level of significance 

as measured by the Nowicki Strickland Locus of Control 

Scale for Children {Nowicki Strickland, 1972) . 

LOCUS OF CONTROL DISCUSSION 

Research showed that tpowerful' and tpowerless' ways of 

thinking ?id have an influence on a variety of school 

achievement variables; individuals' social behaviour at 

school; individuals' adaptation to school; individuals' 

attribution of the causes of misbehaviour; individuals' 

perception of teacher control and individuals' self esteem 

{ see ~- 14). 

The results from this study seem to support research 

related to student locus of control and social behaviour at 

school; locus of control and adaptation to school; locus of 

control and attribution of causes of misbehaviour. 

Information from the Additional Results {Tables 36-37) 

show that there was a significant difference between the 



177 

medians of the distributions and between the "poorly 

adapted" and "well adapted" groups. This could not be 

determined in the post-test since the results did not meet 

the minimum requirements for testing in Group F (see Table 

38). An examination of the raw scores in Tables 2, 3 and 4 

and Table 38 {in the Additional Results section) indicates 

that the locus of control scores for the "well adapted" 

Group Fare generally higher than those for the "poorly 

adapted" groups. 

Table 41 (in the Additional Results section) shows that 

there was an observable difference between the "poorly 

adapted" and the "well adapted" in their attributionof 

ca.uses of misbehaviour. See 6.6 for a. discussion of these 

findings for future research. 

Research showed that "ways of thinking" could be 

changed using a. variety of techniques such as self talk, 

attribution, modelling and various cognitive-behavioural 

interventions (see 2.15, 2 . 16}. One aspect of the 

Perceived Adaptive Behaviour Group Intervention focused on 

changing students' locus of control or, ways of thinking, 

by using a "personal scientist" problem solving approach 

and personal attribution for the consequences of behaviour 

(see Figure 3). 

The results in this study indicated that there were no 

statistically significant locus of cont1.Aol change in Groups 

A, B, C, Das measured by the Nowicki Strickland Locus of 

Control Scale for Children (Nowicki Strickland, 1972). See 

4 . 5 and Tables 1 - 8 for an outline of the results. 
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There could be a number of reasons why students' locus 

of control or ways of thinking did not change significantly 

after an eight week intervention. The length of the 

training programme was short; students may not have 

acquired or used the self attribution, tself as scientist' 

problem solving statements or strategies outside the group 

setting as O'Leary and Dubey (1979) pointed out (see 2.20); 

the training programme may not have been adequate in terms 

of teaching children self attribution, tself as scientist' 

problem solving statements or strategies; external 

reinforcements for such behaviour may not have been 

adequate; the instrument used (Nowicki Strickland, 1972) 

may not have been an appropriate or sensitive enough 

measure of change in ways of thinking. It may have been 

that, as- some of the research suggests, it was more 

functional for students to mainta.in their locus of control 

perspective as a protective mechanism in an environment 

that could not easily be changed ( see 2. 15c) . Students may 

not have wanted to modify their ways of thinking. 

Implications of these findings for future research will be 

presented in Figure 15 (1,2). 

5 . 3{b) Self Esteem; Locus of Control and Self Esteem 

Research Hypotheses 1.l(a - e). 

SELF ESTE~M RESULTS 

Research Hypotheses 1.l(a - d) 

There was no signifjcant difference between: 

the pre-test post-test self esteem scores or the 
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medians of the distributions of those scores of 

the Adaptive Behaviour Group, the Helping Skills 

Group, the Relaxation Training Group at the .05 

level of significance 

as measured by Coopersmith Self Esteem Inv~ntory 

(Coopersmith, 1982). 

SELF ESTEEM AND LOCUS OF CONTROL RESULTS 

Research Hy-pothes is 1. 1 ( e) 

There was no significant correlation between: 

the pre-test post-test self esteem and locus of 

control scores for the three interventions 

respectively {Adaptive Behaviour, Helping Skills, 

Relaxation Training) at the .05 level of 

significance 

as measured. by Coopersmith Self Esteem Inventory 

{Coopersmith, 1982) and Locus of Control Scale for Children 

(Nowicki Strickland, 1972). 

SELF ESTEEM DISCUSSION 

Research showed some evidence of a positive 

relationship between locus of control and self esteem (see 

2.15 f). While no aspect of the Perceived Adaptive 

Behaviour Group Intervention focused on developing self 

esteem directly, it was of interest (because of the 

concerns outlined in Chapter I, see 1.16) to determine 

whether a similar statistically significant positive 

relationship between locus of control and self esteem 

existed in_ the pre and post-tests for "poorly adapted" 

students. 
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The results from this study do not support the research 

evidence presented in Chapter II (see 2.15(f)). The 

results in this study (see 4.6) indicated that there was no 

significant difference between the pre-test and post-test 

self esteem scores of the Adaptive Behaviour Group, the 

Helping Skills Group, the Relaxation Training Group, 

respectively. No change, as measured by Coopersmith, 1982, 

occurred. There was also no sig9ifigant difference between 

the medians of the distributions between the pre-test and 

between the post-test self . esteem scores of the "poorly 

adapted" groups A, B, C. This suggests that - on a self 

esteem measure - the groups are equivalent. There was illL 

significant correlation between the pre-test post-test 

locus of control and self esteem scores for the three 

intervention groups respectively. 

An examination of the raw data relating to self esteem 

and locus of control for Groups A, B, C, indicates -

overall - low self esteem in both the pre and post-test 

(see Additional Results, Table 39). Only 5% of the 

pre-test and post-tes~ scores fell within the mean range. 

The rest of the scores fell between one and six standard 

deviations below the mean in the pre and post-test (see 

Table 39). Both school achievement and home-parent self 

esteem mean scores f ·or each group were low, falling in the 

range of 2.2 - 3.8 and 3 . 2 - 5 . 3 respectively (see Table 

39). 

There could be a number of possible reasons for the no 

statistically signi ficant results regarding pre and 
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post-test self esteem; and the no statistically significant 

correlation between pre-test post-test self esteem and 

locus of control results . Possible reasons could include -

the fact that self esteem was not a focus of the study; the 

short duration of the interventions, the low self esteem of 

students overall. Implications for further research will 

be outlined in Figure 15(3). 

5.3(c) Group Evaluation Research Questions 1.2a-b 

relating to the Main Research Question. 

GROUP EVALUATION RESULTS 

Research Question 1.2{a - b ) 

While there were some differences between Groups A, B, 

c· in the pre and post-test Group Evaluation, the 

Adaptive Behaviour Group Intervention did not effect a 

greater positive change as measured by the 'Probe' 

questionnaire (Jasinski, 1982) and the Group Evaluation 

Questionnaire (Jasinski, 1982). 

The results {as presented in 4 . 7) showed that there 

were some differences in both the pre-test and post-test. 

results between groups A, B, C. However, overall, there 

was no difference in how groups responded . All results 

fell in·to the positive to highly positive range {see Tables 

12 and 13) in both the pre and post-tests . 

GROUP EVALUATION DISCUSSION 

Tables 11 - 14 showed that there was an indicated high 



182 

level of interest in the courses. There was also a similar 

positive rating in regard to the extent that students would 

like to continue with the course and the extent to which 

they would recommend the course to others . It is 

interesting, however, to note that generally all groups 

indicated a .positive, though lower rating, in regard to the 

extent to which the course leader was able to help them; 

the extent to which the course helped them get on better at 

school; how much they learnt from the course. 

The positive student evaluations of all three 

interventions is encouraging. It suggests that students 

gained benefit from the course. However, it is difficult 

to determine the exact nature of this benefit. Anecdotal 

evidence (available from the Researcher) suggests that 

students enjoyed being out of class, the individual 

attention they received, the group interaction, the 

afternoon teas and party. Less mention was made of the 

knowledge and skills gained. It would seem desirable to 

design a more precise measure of student group evaluation. 

See Figure 15 {4) for suggestions for further possible 

research. 

5.3(d) Perceived Student Behaviour Research Questions 

la - e relating to the Main Research Question . 

PERCEIVED STUDENT BEHAVIOUR 

Research_2uestions l(a - e) 

There is some evidence to show that the Adapti ve 

Behaviour Group Intervention (Group A): 
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{a) did effect a greater positive change on, -teacher 

perception of student behaviour; 

(b) did effect a slightly negative {rather than 

positive) change in the AP/Student Year Advisers' 

perception of student behaviour; 

{c) did effect a greater positive change on student 

perception of their own behaviour 

than did the Helping Skills Group, the Relaxation Training 

Group as measured by the pre-test post-test Perceived 

Student Behaviour Questionnaires for Teachers, (Jasinski, 

1982); Perceived. Student Behaviour Questionnaires for 

AP/Advisers, (Jasinski, 1982); the Perceived Student 

Behavio'Ur Questionnaire for Students (Jasinski, 1982) 

In addition, Table 35 from the Additional Results 

section, shows that there was a definite difference between 

the responses of the "well adapted" and "poorly adapted" 

groups in both the pre and post-test Perceived Student 

Behaviour Questionnaire for Students (Jasinski, 1982) in 

their perception of: 

{a) the frequency with which they get into trouble at 

school; 

(b) the number of teachers that they get into trouble 

with; 

{c) the range of subjects they get into trouble in; 

{d) the frequency of getting into trouble; 

(e} the extent cf the acknowledgement of ' class rules; 

{f) the extent of behavioural improvement; 

(g) self perception (categorisation) of behaviour. 
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PERCEIVED s·TUDENT BEHAVIOUR · DISCUSSION 

The Year Advisers have - in identifying "well adapted" 

and "poorly adapted" students - identified two distinct 

populations. Research presented in Chapter II (see 2 . 14{b) 

showed that there was a difference between the effects of 

"powerful" and "powerless" ways of thinking on student 

social behaviour at school. As Table 35 from the 

Additional Results section shows, there was a definite 

difference between the "well adapted" and "poorly adapted" 

students in their perceptions of their social behaviour at 

school. This supports, although no using the same 

measures, the research presented in Chapter II (see 

2.14(b). 

Research presented in Chapter II also showed that 

students could be taught Behavioural Self Control ways of 

thinking, knowledge, skills and strategies that would 

enable them to successfully manage and modify their own 

behaviours including disruptive behaviours (see 2. 15 and 

2.20} and teacher behaviours (see 2.25). The Adaptive 

Behaviour Group Intervention was, in part, based on these 

research findings and were the means by which students were 

taught to modify teachers' perception of their behaviour. 

While students' ways of thinking were measured pre and 

post-test (see 4.5) no attempt was made to actually measure 

the knowledge: skills and strategies that students 

possessed pre and post intervention. It was assumed, as 

pointed out in Chapter I (see 1. 16) that if students 

actually possessed such behaviours they weren't using them 
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and thus needed to be taught to do so . In retrospect, it 

would seem desirable , in future research, to assess whether 

the students actually possessed or acquired such 

Behavioural Self Control ·skills pre and post intervention . 

It may have been that students, in fact, did not possess 

the skills that would enable them to effect a change in 

teachers perception or rating of their behaviour, as had 

been assumed . 

It may have been, also, that the length of time of the 

interventions was not adequate to actually teach and 

reinforce the knowledge, skills and strategies that High 

School students would need in order to effect teacher 

perceptions. 

Research showed that teacher perceptions, or ratings of 

student behaviour, had been used as a measure of the 

effectiveness of a number of cognitive-behavioural 

interventions (see 2.20). Teacher perceptions, or ratings 

of student behaviour were seen, according to the 

Researcher's paradigm, to be a central component of 

perceived adaptive or maladaptive behaviour. Students' 

overt behaviour - whether they followed. or were seen to 

follow class or school rules - were a central component of 

the Researcher's model. The functional or dysfunctional 

consequences of overt student behaviour was dependent on 

the perception of the behaviour by the t eachers; t he effect 

of the behaviour on the teachers; the consequences of t he 

behaviour for the student (see Chapter 1, Figure 1). One 

aspect of the Main Research Question was to determine 
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whether students identified as "behaviour problems" could 

be taught the behavioural self control knowledge, skills 

and strategies to effect a change in teacher perception of 

their behaviour (see 2.30). 

The results {see 4.8, 4.9 and 4.10) show that students 

in the Adaptive Behaviour Group Intervention did effect a 

slightly greater positive change on teacher perception of 

their behaviour compared to students in other groups. 

There was, however, a slightly greater negative change in 

AP/Adviser's perception of students in the Adaptive 

Behaviour Group Intervention compared to other groups {see 

4.8 and 4.9). 

In retrospect, it seemed to be quite an ambitious aim 

to attempt to change teacher perception/rating of student 

behaviour in such a short period of time. Many of the 

students involved had "well known" reputations in the 

school as "behaviour problems". It may well have been 

that, because of such factors as negative teacher 

expectancy effect, teacher perceptions and student-teacher 

interactions~ and a large number of students in the 

classroom, any change in student behaviour may not have 

been noticed.· It may have been that if such behavioural 

change did occur in students and was n9ticed by teachers, 

it was interpreted "suspiciously" for example, "I wonder 

what she's up to?" and considered to be an a.bberation 

rather than as a definite behavioural change as such. 

(There is some anecdotal evidence, available from the 

Researcher, which supports this possibility). Also, for 
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some teachers. the student's behaviour may not have been a 

problem in the first place (again, anecdotal evidence is 

availabl'e from the Researcher to support this). It may 

have been that teachers were not clear about what actually 

constituted "change" in student behaviour. It would seem 

that more valid and reliable measures of perceived 

behaviours pre and_post-test would need to be established . 

It would seem, in further research, desirable to 

investigate the factors influencing the development, 

maintena..~ce and change of teacher perception of student 

behaviour. This information could prove valuable in 

further refining and developing the knowledge, skills and 

strategies taught to students in the Adaptive Behaviour 

Group Intervention. 

Findings from this field study also indicate that 

students in the Adaptive Behaviour Group effected a 

slightly greater positive rating of their own behaviour 

after eight weeks than students in other groups {see 

4.10} . The indicated slightly greater positive rating may 

have reflected a real change which may have occurred in 

their observable behaviour. However, because of the 

"nebulous" nature of the dependent variable being measured, 

the Researcher has no means of determining, either way, 

whether student perceptions of their own behaviour were 

accurate or not. It may well have been that the students 

did not change their baha•,iour due, for instance, to the 

pressures from their friendship group to behave 

"maladaptively", It may also have been that students 

enjoyed behaving maladaptively and, as suggested in Chapter 
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I, gained greater positive reinforcements from teachers for 

it. Students may or may not have had a desire to change 

the situation. Students may or may not have been 

exercising a choice. In future research, it would seem to 

be desirable to work with volunteer subjects, motivated to 

effect control and change over their environment. It may 

also be of interest, in future research, to establish an 

independent, objective means of determining whether there 

actually was or was not, an observable change in student 

behaviour and to determine the extent of the correlation 

between actual behaviour changes and teacher perceptions of 

student behaviour change. 

5.4 Limitations of the study. 

The Researcher recognises that the validity of the 

research design and procedures used to answer research 

questions and hypotheses are of central importance - rather 

than the outcome or the results that are obtained. 

Every attempt was made by the Researcher to: 

(a) use an appropriate research design; 

.(b) use, what were considered to be, valid dependent 

variable measures; 

{c) design and trial , what were considered to be, 

valid independent measure s ; 

{d) control for a s many intervening variables as 

possible . 
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Despite the Researcher's attempt to carefully consider 

all the aspects listed above, there were methodological 

limitations in the following areas. 

{a) RESEARCH DESIGN 

While the research design was appropriate, it was 

far too complex and wide-ranging. In future research, 

it would seem desirable to simplify the design, to 

increase the size of groups and to reduce the areas 

relating to the Main Research question and hypotheses. 

It would also seem desirable to extend the duration of 

the study. (See Figure 15 for possible areas of 

further research .arising from this pilot study.) 

(b) DEPENDENT VARIABLES 

The dependent variables selected for this pilot 

study seemed to be the most appropriate and valid 

measures available. However the devised perceived 

behaviour measures should have been trialled and more 

appropriate, and shorter, measures devised and used . 

In future research, it would seem desirable to limit 

the number of dependent variables used and to attempt 

to more precisely relate the dependent variable 

measures to the content of the intervention. For 

example, to measure the pre and post test problem 

solving behaviours of students in the Adaptive 

Behaviour Intervention. 
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There is a need in any research to carefully 

research and select the most appropriate dependent 

variables to be used. (See Figure 15 for possible 

areas for further research arising out of the pilot 

study.) 

(c) INDEPENDENT MEASURES 

There were difficulties, in this pilot study, in 

comparatively evaluating three independent 

interventions concurrently. Ther~ could also be some 

reservations regarding the use of interventions 

specifically designed to produce changes on the 

dependent variables, for example, the Adaptive 

Behaviour Intervention. In future research, it would 

seem desirable to use only one independent measure, for 

example the Adaptive Behaviour Intervention. 

(c) CONTROLS FOR INTERVENING VARIABLES 

The Researcher attempted to control for many 

factors in this pilot study (see Figure 13). However, 

the study was limited because of lack of adequate 

control in regard to the fact that three different 

people (one of whom was the Experimenter) presented the 

interventions. 

Figure 14 lists many of the d i fficulties experienced i n 

implementing controls in this pilot study . Fac tors wh i ch 

may have influe~ced t hP. outcome inc lude experimenter, 
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teacher, student expectancy effects, sampling, test, tester 

and testing effects, paradigm, investigator, leadership and 

group intervention effects, along with other possible 

intervening variables. 

As expected- at the outset, there were obvious 

difficulties in attempting to conduct a controlled study in 

an ongoing school environment (see 2.28). In follow-up 

studies, however, there would be a need to more tightly 

control factors jeopardising internal and external validity 

- in particular, in regard to the factors listed in Figure 

14. The findings arising from this p.ilot study may also be 

of use in alerting future researchers to these possible 

pitfalls and to the fact that controls, however well 

designed in theory, cannot always be implemented in 

practice in an ongoing school environment. 

In summary, despite the attempt, in this exploratory, 

wide-ranging study, to control for many factors, the 

Researcher recognises the dangers inherent in attributing 

any changes which might have occurred {see Figure 12) 

solely to the interventions. Figure 13 summarises the many 

1 imitations of this study and rec·ognises that many factors 

may have influenced dependent variable outcomes. Figure 14 

outlines factors . for further consideration in any future 

research and Figure 15 lists possible areas for further 

research arising out of this study. 



1 \.I?, 

In Chapter VI the summary and conclusions relating to 

this research will be presented, including specific 

suggestions for future research . 
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figure 13 

THE CONTROLS CONSIDERED ANO !NPLENENTED IH THIS FIELD STUDY. 

1--------------------------------------------------------------------------------------- . 
jcoNTROL FOR BY SEE 

i~--------------------------------------------------------------------------------------~ 
l 

\TEACHER EXPECTANCY 

I 
A Not inforting teachers fully of the study. 3. lie ' 

I 

I , 
,-----------------------------------------------------------------------------------
j 

jTEACHER IDENTIFICATION 
l 

l 
B Teachers Kere infor1ed that students would be 

required to coaplete a questionnaire. ,Decoys 
Kere included in the pr~ and post testing). 

C Vear Advisers and Teachers co1pleted pre and 

3.t m 

post-test Perceived Student Behaviour 3. 11 
Questionnaires iJasinski, 1982) on "poorly 
adapted• students and student decoys. 

' !-----------------------------------------------------------------------------------------i 
l 
;ROLE CREDIBILITY 
! 
j 

l 

I 
l 
I 

D School Counsellors - not the Researcher -
collected the na1es of "poorly adapted• and 
"well adapted" students fro■ the Student Year 
Advisers. 

3.2 

I 1------- -----------------------------------------------------------------------------~ 
~ERCEPTION Of E The concepts of 1 1'1ell adapted" and 
!sTUDENT ADAPTATION/ 'poorly adapted" ~ere not clearly defined. 
iNALADAPTATION Students were identified on Year Advisers ' 

personal perception of student adaptation/ 
uladaptation. 

, ROUP SIZE F The Assistant Principal Student. Welfare 

I
I ranked the ' poorly adapted" students froa 

1ost (highest rating) to least (lowest 
rating) Mell adapted, 

3,2(a} . 

3.2(bi 

'-------------------------------------------------------------------------------------- : 
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Figure 13 (continued! 

THE CONTROLS CONSIDERED AND INPLE"ENTED IN THIS FIELD STUDY. 

,--------------------•--------------------------------••-----•-------------•-----•-T NTROL FOR BY SEE ; 

----------------------------------------------------------------------------------------· QUIVALEMCE OF GROUPS 6 Randoa allocation - by an independent person - S.o(hl i 
of 'poorly adapted" and '•ell adapted' students to 5,b(jJ j 
groups A - H. 3. 3(3) ! 

1---------------------------------------------------------------------------------------~ !AGE AHD SEX OF H Rando• allocation - by an Independent person - 3,3(31 j 
:STUDENTS of 'poorly adapted' and "well adapted' students to S.6(il : 
l groups A - H by age and sex. · 

1--------------------------------------------------------------------------------l ~TUDEMT EXPECTANCY I Using pre and post-test 'poorly adapted" decays 3,bid} ; 
:EFFECT in the pre and post-tests. : 
I : 
! ·-----------------~-----------------------------------------------------------------~ jTESTING EFFECT J I1pletenting pre and post-tests two weeks pre and 3,6(gl i 
I post interventions !except in the cau of group 3, 11 ' 
i evaluation; 'Probe' and self esteea 1easures}. 

I--------------------------------------------------------------------------------------iTEsr£R EFFECTS K An Independent person (fro1 outside the school and 3,b(c) : 
i unknown to staff and studentsi ad1i ni stered- the · 
; pre-tests for locus of Control and Perceived Behaviour 

for students as per· instructions given. (The two 
school counsellors were also present). 

iTESTIHG PROCEDURES 
i 
i 

L The Instructions for the Independent person were 
standardised. 

3.b(eJ · 

N "Poorly adapted" 111ell adapted• and decoy subjects 3.S<el 
co1pleted Q[~:!~§! locus of· control and perceived 3.S(fl 
student behaviour questionnaires at the saee tiae, 
at the sa&e place, under the sa1e conditions. 

-----------------------------------------------------------------------------------------1 N 'Poorly adapted• "well adapted" and de£oy subjects 3.9 

i 
I 

coapleted l!~?!:!_g~! locus of control and perceived 
student behaviour questionnaires at the sa1e ti1e, 
at the sa1e place, under the saae conditions. 

1----------------------------------------------------------------------------------------:TESTS USED O Nowicki Strickland Locus of Control Scales for 3.S!al , 
/ Children !Nowicki Strickland, 19721 and Coopersaith 3.5(bl : 

Self Estee• [nventory !Coopersaith 1982) had high 3.S(c ! 
quoted reliability and validity. (The 'Probe' and(dl , 
questionnaire, the Group Evaluation Questionnaire 
and The Perceived Student Behaviour 1easures were 
designed by the Researcher as no other suitable 
~easure was available. These tests were not 
trialled prior to the study}. 
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Figure 13 !continued) 

THE COHTROLS CONSIDERED AND INPLEKENTED IN THIS FIELD STUDY. 

jcoHTROL-FOR ------------------------------BY ______________________________________ SEE ____ ] 

l l 
> i 

:-----------------------------------------------------------------------------------------r 
fGROUP PROCEDURES P Standard procedures for each of the thr@e 3. 4 ibl j 
) interventions groups included: 8 week duration 3.8 j 
i one hour a week; students being provided with 

aorning or afternoon tea; students having a party 
in week eight; students reading and filling out a 
contract - if in agreement; student choice to 
continue or not continue with the group; leaders 

jTHREE DIFFERENT 
1GROUP LEADERS 

STUDENT CONNITTNENT 
TO THE GROUP 

1ethods of presentation of 1aterial in the group; 
self estee• pre and post-testing; 'Probe* 
questionnaire; Evaluation of Group Intervention 
Questionnaire. 

R 'Probe" Questionnaire iJasinski, 1982} designed 
to measure student perception of the leader 
and the group. · 

S Students read and signed a contract if they 
nished to be involved in the group. ihey had 
a choice. 

3,3i4} 
3,8(f] 
3. 8 ii l 

3.8 

1---------------------------------------------------------------------------------------· ·srUDEMT READING T The counsellors and the experi1enters agreed 3,8(hl i 
ABILITY that all students could read adequately enough ; 

to be able to read the pre and post-test 
I dependent measures. 
I 
·-----------------------------------------------------------------------------------------1 
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Figure 14 

CONTROLS, DIFFICULTIES IN INPLENENTIN6 CONTROLS AND FACiORS FOR FURTHER CONSIDERATION IN 
THIS FIELD STUDY. 

l COHTlWLS FOR: 
! 
! 

DIFFICULTIES IN IKPLEXENTIMG 
CONTROLS 

FACTORS FOR FURTHER 
CONSIDERATION 

c------------------·---------------------------------------------------------------------- . nEACHER EXPECTANCY A Despite an atte1pt to control Public Relations with Staff 
~FFECT for this effect, so1e teachers prior to i1ple1enting the 
l were annoyed and uncooperative study? 
I ~~£~Y~~ they were not fully 

informed ~bout the nature of Other ways of controlling 
for Teacher Expectancy 
effect? 

the study, Because of this, 
staff had to be infor1ed 1 

generally, about the nature 
of the study !see 3.!(g). 
Teacher awareness that 
students were part of an 
• experi tent'. ! ______________________________________________________________________________________ _ 

)TEACHER IDENTIFiCATION B 
;OF SUBJECTS 
i 

1 

So1e staff forgot to infor1 
students that they were 
required to complete a 
questionnaire in the pre-test. 
This 'eli1inated' a nu1ber of 
students fro1 the study at the 
outset. Also, soae staff 
forgot to infora students to 
coaplete questionnaires in 
the post-test. A second 
testing "sitting• had to be 
undertaken. 

Difficulties in iogistics -
getting students to the pre 
and post-testing venues. 

·------------~---------------------------------------------------------------------------- · C ~any teachers - due to the 
pressures of work (and maybe 
because of A, above) - did not 
coaplete pre and post-test 
Perceived Student Behaviour 

Staff cooperation in 
co1pieting pre and post-test 
1easures. 

The Perceived Student 
Questionnaires (Jasinski, 19821 Behaviour Questionnaire for 
on "poorly adapted" students for Teachers and for AP/ 
and student decoys. There was Advisers was too long and 
only a fifty per cent return needs to be 10dified and 
in both the pre and post-test trialled again and/or a 
(which 1ade it difficult to 1ore appropriate teasure 
do pre and post-test designed. 
correlations). Third tera was not the test 

tiae to undertate a studv -
due to staff and student ,1ork 
demands. 
The need to include "decoys• 
(as a aeans of controlling 
far identification of subjects; 
needs to be revieMed given the: 
additional a■ount of work this; 
created for the researcher. 

; i 
;-----------------------------------------------------------------------------------------, 
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Figure 14 (continued) 

CONTROLS, DIFFICULTIES IN INPLEl1ENTIN6 CONTROLS AND FACTORS FOR FURTHER 
CONSIDERATION IN THIS FIELD STUDY. 

lcoNTROLs-FOR: -- . ----------DIFFICULTIES - IN - INPLEHENTING ----FACTORS -FOR -FURTHER -----------1 
i CONTROLS CONSIDERATION ; 

---~------~·--------------------------------------------- i 
;ROLE CREDIBILITY 

~ 

D The School Counsellors 
collected the na■es of the 
'poor! y adapted" and '11ell 
adapted" students fro1 the 
Student Year Advisors. 
Ho11ever, 11hile they 11ere 
'briefed" by . the Researcher 
on what to say, there 11as no 
11ay of kno11ing whether the 
wording-. as instructed -
was used. 

Kethod of selecting "pooriy• 
adapted• and •well adapted' 
students initially needs 
to be revieiced. 

Controls for ensuring 
'instructions• are followed 
1ay need to be i•ple1ented. 

----------------------------------------------------------------------·------;PERCEPTION OF 
iSTUDENT ADAPTATION/ 
/NALADAPTATIOII 

i 
! 
I 

l 

E The concepts •well adapted" 
and 'poorly adapted" 11ere 
not clearly defined by the 
Researcher. This was done 
so as not to influence the 
Advisers' initial perception 
of students. Students were 
identified on the Year 
Advisers' personal perception 
of student adaptation/ 
aaladaptation. 

Further clarification of 
definitions of •poorly 
adapted" and 'well adapted' 
needs to be considered, 

'.GROUP SIZE F Whi 1 e it was ·function al' to Was there a need to rank 
have the A.P. Student Welfare students prior to group 
rank the 'poorly adapted" allocation? 
students fro■ 1ost (highest 
rating> to least !lowest 
rating) 'well adapted' his 
ranking 1ay not have been 
the ranking of Advisers or 
Teachers. 

The nuaber of students in 
each group was.s1all but 
sufficient for statistical 
procedures e1ployed. Larger 
nu■bers would have been more 
desirable. 

;-----------------------------------------------------------------------------------------iHlUIVALENCE 
;OF GROUPS 

i 

G While "poorly adapted" and 
' well adapted' students ~er~ 
allocated to groups by an 
independent ?erson, no 
measure nas used to determine 
the equivalence of groups. 
This 11as assu•ed, 

A test to 1easure the 
equivalence af ~roups. 
A suitable measure would 
have to be found/devised 

! I 
'------------------------------------------------------------------------------------------4 
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CONTROLS,_ DIFFICULTIES IN IHPLEKENTINS CONTROLS AND FACTURS FOR FURTHER 
CONSIDERAiiON IN THIS FIELD STUDY, 

.------------------------------------------------------ ---------------------~---------~ CONTROLS FOR: DIFFICULTIES IN INPLEKENTIN6 FACTORS FOR FURTHER I 
CONTROLS CONSIDERATION j 

' ---------------------------------------------------------------------------------------ASE AND SEX 
OF STUDENTS 

A test/check to measure 
the equivalence of groups 

' ! H While an independent person 
rando1ly allocated "poorly 
adapted' and 'well adapted" 
students to groups A - H by 
age and sex no test was used 
to deter1ine the equivalence 
of groups. This was assu1ed. 

on the basis of age and sex. ! 

Mo atteapt was 1ade to match 
subjects on other factors 
such as ability, achievement 
This 1ay provide an 
interesting area for further 
research, 

1-------------------------------------------------------------------------------------~ ,STUDENT EXPECTANCY I S01e students. were aware that Further controls for student ' 
!EFFECT there were 'good" and 'bad" expectancy effects are ' 
! students in the pre and post- needed, 
l test despite the atte1pt at 
I controlling for this. 

Students knew that they were 
part of an experiaent. The 
students in all groups 1ay 
have developed a positive 
attitude to the progratmes 
due to getting out of class/ 
having things to eat/party/ 
attention. 

'---------------------------------------------------------------------------------------!TESTING EFFECTS J 

TESTER EFFECTS 

TESTING 
PROCEDURES 

Students 1av have been 
influenced by pre-testing. 
All students 1ay/1ay not have 
been si1ilarly influenced. 

K There was no 1easure to 
deter1ine whether the 
Independent person ad1inist
ered the pre-tests as per 
instructions gi •ten. Al so the 
two scho~l counsellors (who 
ran two of the Interventions} 
were present. 

L There were no 1easures to 
ensure that testing procedures 

Further controls for Testing 
effects are needed. 

Further controls for tester 
effects? 

The effects of the two 
school counsellors being 
present? 

Tester effects? 

were followed. A second ?ost testing procedures -
'sitting• for post testing how to standarise t-hea in 
had to be set up because of ongoing school environment? 
students not attending the i 

first •sitting' (for various i 

__________________________ reasonsi _____________________________________________________ j 
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Figure 14 !continued) 

CONTROLS, DIFFICULTIES IN INPLENENTING CONTROLS AND FACTORS FOR FURTHER CONSIDERATION IN 
THIS FIELD STUDY. 

,-----------------------------------------------------------------------------------------!CONTROLS FOR: DIFFICULTIES FOR I"PLENENTING FACTORS FOR FURTHER : 

TESTS USED 

CONTRbLS CONSIDERATION ! 

N Nowicki Strickland ll972l and 
Coopers1ith 119821 had high 
reliability and validity 
unlike the 'probe', the group 
evaluation questionnaire; the 
Perceived Student Behaviour 
Questionnaire for AP/Advisers; 
for ieachers; for Students. 

The 'Probe" questionnaire 
Group Evaluation Questionn
aire and Perceived Student 
Behaviour Questionnaire for 
AP/Advisers, Teachers, 
Students needs to be re
designed and trialled, or 
suitable 1easures need to 
be used. Assuaption that 
students ansMered the 
questions honestly. 

1--------------------------------------------------------------------------------------- ' i6RDUP PROCEDURES N While standard procedures Further controls for ' 
i were outlined for all three standard procedures? : 

interventions, there was no 
1easure to l:flsure that all Short length of ti1e of 
these standard procedures of Interventions - a 

I 
were i1ple1ented. further factor, : 

------------------------------------------------------------------------------------- : \LEADER AHO GROUP O Assu1e that the allocation Have an independent person 
i of groups was rando1, allocate leader with group. 
l 
iTHREE DIFFERENT 
!GROUP LEADERS 

I 
) 

I 
I 

P Attempt to control for this 
by use of the ' Probe ' 
questionnaire 

EXPERINENTER ATTRIBUTE EFFECT ; 
influenced dependent 1easure 
outco1es? 

EXPERIMENTER UNINTENTIONAL 
EXPECTANCY EFFECTS. 
influenced dependent 
1easure outco1es. 

t---------------------------------------------------------------------------------------- , !STUDENT COKKITTNENT Q Did the students have a real Would it be aore desirable 

!
TO THE GROUP choice? to have volunteers rather ; 

, than teacher-identified 
I 
t 

' ! 
I 

i • 

students? Nas there any 
pressure on students to stay 
in the group? 

. ----------------------------------------------------------------------------------------:siUDENT READING R While this variable was_, Use a measure to assess 
iABILiiY considered, no measure was reading ability - refer to 
i used to determine the level Re11edial Heading Records? . 

l ___________________________ :~-:~~~::~_:::~~:~-:~~~~~~~-----------------~----------------J 
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Figure 15 

POSSIBLE AREAS FOR FURTHER RESEARCH ARISING FRON THIS FIELD STUDY. 

---------------------------------------------------------------------------------------------SUBJECTS 

1, "POORLY' ADAPTED AND 'WELL' 
ADAPTED STUDENTS AND LOCUS 
OF CONTROL !SEE CHAPTER V 
AND APPENDIX N}. 

2, •POORLY' ADAPTED STUDENT 
LOCUS OF CONTROL CHANGE 
(SEE CHAPTER V, 5,3aL 

3, "POORLY" ADAPTED STUDENT 
SELF ESTEEN CHANGE !SEE 
CHAPTER V, 5.3b}, 

4. •pooRLV" ADAPTED STUDENT 
SROUP EVALUATION {SEE 
CHAPTER-V, 5,3c). 

AREAS FOR POSSIBLE FURTHER RESEARCH 

An_exatination_of_the_differences_between_locus_of_ 
control_and 
(a} school achievetent; 
lbl perception of teacher control: 
!c} self esteet, 
as well_as_further_investigation_of: 
{dl social behaviour at school; 
(e} adaptation to school: 
(fl attribution of causes of tisbehaviour and 
(gl teacher perception of "poorly' adapted and ""ell" 

adapted students. 

Further_investigations: 
lal using volunteer subjects; 
(bl using a 1ore precise 1easure of pre and post-test 

ways of thinking• e.g. reading a written case history 
of a student and explaining the causes of 1isbehaviour 
2( finding a ;ore appropriate ■easure of •ways of 
thinking•; 

(cl assessing whether the -student has actually acquired 
and is using self attribution state1ents; 

(di further &odifying and developing the attribution 
retraining progra11e for students; 

(ei undertaking investigations over a longer period of 
tiee ~ith investigation of long ter• and 
generalisation ~ffects; 

(fl e~a•ining the appropriateness and existence of 
reinforcements maintaining attribution retraining; 

(g) investigating the peer group influence on individual 
student attribution retraining. 

ial Further exa1ining the relationship between locus 
of control and self estee1; 

(bl devising a prograe1e specifically to todify student 
self estee1; 

(cl undertaking an intervention of longer duration. 

(al design a ;ore precise measure of student group 
evaluation. 
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Figure 15 (continued) 

POSSIBLE AREAS FOR FURTHER RESEARCH ARISING FRON THIS FIELD STUDY. 

(al 
PERCEIVED BEHAVIOUR (SEE Control skills pre and post-test e.g. knowledge; ! 
CHAPTER V, 5.3dl. behaviours; proble1 solving skills; self as scientist ; 

ways of thinking; 
(b} undertake the Adaptive Behaviour Intervention for 

1 
a longer period of ti1e; 

1 (cl deter1ine Mhether appropriate reinforce1ents for 
student behaviour change existiare occurring; 

(d} investigate further the factors influencing the 
develop■ent, 1aintenance of teacher perception of 
student behaviour; 

(el investigate teacher expectancy effect on perception 
of student behaviour; 

(fl investigate the nature of student-teacher 
interactions; 

(gl investigate the influence of teacher self perceptions 
and attributions-on perception of student behaviour; 

(h} deter1ine, independently, •hether behaviour change 
in students did occur; 

(il dehreine the extent of correlation betlJeen student 
behaviour (as observed) and teacher perception of 
student behaviour; 

(jl deter1ine whether all students identified as "problems"'
Mere proble1s for all teachers; 

(kl devise a more valid and reliable measure of the 
dependent variable ' perceived behaviour· for both 
teachers and students; 

{ll investigate further factors relating to "behaviour 
problea~ students - school achievetent, reports, 
reputations; 

itl investigate the effects of peer group invluence 
on the taintenance/change of 1aladaapti ve behaviours; 

(nl involve only activated volunteers. j 

-------------------------------------------------------------------------------------------------; 



CHAPTER VI 

SUMMARY AND CONCLUSIONS 

6 . 1 Introduction. 

This chapter will be concerned with providing a summary 

of the study and its major findings, conclusions which may 

be drawn and some implications for further research. 

6.2 Purpose of the Study. 

The study was exploratory. Its purpose was to respond 

to a real.need to explore alternative, preventative ways of 

responding to "behaviour problem" High School students, 

given that students could not easily influence the 

structures of the school system and that no programmes were 

available that addressed "maladaptive"' behaviour 

specifically . The purpose was to review relevant theory 

and literature relating to Behavioural Self Control and to 

use these findings to devise a programme to teach 

individual students (outside a classroom setting) 

Behavioural Self Control covert and overt behaviours -

which· would enable them to behave more adaptively (as 

perceived by teachers) if they so chose. The purpose was 

to trial the devised programme as an exploratory study in 

an ongoing school environment with a view to further 

modifying and refining the programme; to comparatively 



203 

evaluate the effects of the three interventions; to 

determine whether the Adaptive Behaviour group - when 

compared to the Helping Skills, Relaxation Training Group 

Interventions and No Intervention group - would result in a 

greater positive change in locus of control, self esteem, 

group evaluation and perceived adaptive behaviour. 

6 . 3 Method . 

The method used was a pre-test post-test group design. 

Students identified as "poorly adapted" and "well adapted" 

to the school environment {along with decoys) completed a 

Nowicki Strickland Locus of Control Scale for Children 

(Nowicki Strickland, 1972) and Perceived Student Behaviour 

Questionnaire for Students (Jasinski, 1982) "poorly 

adapted" students completed ~Probe" Questionnaire 

(Jasinski, 1982) and Coopersmith Self Esteem Inventory 

(Coopersmith, 1982) in week two. 

The three interventions (Perceived Adaptive Behaviour, 

Helping Skills and Relaxation Training - designed by the 

Researcher and two school counsellors respectively) were 

run concurrently, once a week, for eight weeks. 

In week eight, the Intervention Evaluation 

Questionnaire (JB.sinski, 1982) and the Coopersmith Self 

Esteem Inventory (Coopersmith, 1982) were administered to 

the "poorly adapted" students in the group interventions. 
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Two weeks later, "poorly adapted" and "well adapted" 

students (along with the decoys) completed the post-test 

Nowicki Strickland Locus of Control Scale for Chi.ldren 

(1972) and the Perceived Student Behaviour Questionnaire 

for Students {Jasinski, 1982). 

Two weeks before and after the interventions,the 

Assistant Principal Student Welfare, Year Advisers and 

teachers completed the Perceived Student Behaviour 

Questionnaire for AP/Advisers (Jasinski, 1982) and 

Perceived Student Behaviour Questionnaire for Teachers 

(Jasinski, 1982). 

6.4 Results. 

Results indicated that the Adaptive Behaviour Group 

Intervention did not effect a greater positive change on 

"behaviour problem" High School students' 

( a) locus of control; 

(b) self esteem; 

(c) group evaluation; 

than Helping Skills, Relaxation Training Group or No 

Interventions group. 

Results also indicated, from a descriptive analysis of 

the data that the Adaptive Behaviour Group Interventi~n 

( a) did effect a greater positive cha.Ylge on teacher 

perception of student behaviour; 

{b) did not effect a greater positive change in the 

AP/Year Advisers' perception of student behaviour; 
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(c) did effect a greater positive change on student 

perceptions of their own behaviour; 

than the Helping Skills, Relaxation Training Group 

Intervention. 

6.5 Significance of the Study. 

The study was significant in that previously, no 

programmes existed in the A.C.T. which directly focused on 

"behaviour problem" High School students; which attempted 

to teach students to more effectively manage the school 

environment that they had to be in. 

The Perceived Adaptive Behaviour Group Intervention, 

conceived of and designed by the Researcher, was a serious 

attempt to investigate preventative, alternative methods of 

responding to "behaviour problem" High School students . 

The Perceived Adaptive Behaviour Group Intervention was 

designed to teach "behaviour problem" High School students 

the Behavioural Self Control ways of thinking, knowledge, 

skills, strategies and behaviours that might enable them to 

effect greater choice, power, responsibility and subsequent 

control and management over the school environment that 

they had to be in; to elicit the set of functional or 

dysfunctional consequences that they desired. 

The outcome of the study has been positive· for a 

variety of reasons. The Perceived Adaptive Behaviour Group 
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was positively evaluated; it effected a slightly more 

positive post-test change in teacher and student 

perceptions of student behaviour than other groups. The 

results are encouraging. 

The Perceived· Adaptive Behaviour Group Intervention has 

subsequently been trialled by three school counsellors in 

the A.C.T. with middle and upper primary school children 

with reportedly (though not documented) successful 

results. This suggests that this intervention could prove 

to be a valuable package in bringing about beneficial 

changes for students of many ages. It would seem that 

there is both a need for, interest and value in further 

developing and trialling the Perceived Adaptive Behaviour 

Gr.oup Intervention, taking account of the limitations 

arising from this field study (see Figures 14-15) . 

Although this research has raised more questions than 

it has answered, the Researcher acknowledges the further 

value of this field study because : 

(a) It has stimulated discussion between the Assistant 

Principal Student Welfare, School Counsellor and 

the Researcher regarding the practical 

implications arising from the study (see 

Appendix L) . 

(b) It has stimulated discussion with the staff at a 

staff meeting foJ. low up ( see Appendix M) . 

(c) It has identified many areas for careful 

consideration and control in any future research 

(see Figure 14). 
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(d) It has identified many possible areas for future 

research (see Figure 15). 

6.6 Implicaticns for further research. 

It is hoped that the research undertaken in this field 

study might act as a useful pilot study for future 

researchers interested in facilitating the development of 

Behavioural Self Control in students, that might enable 

students to behave more adaptively and functionally if they 

so chose . 

It would seem desirable, in planning further research, 

to undertake a less complex, wide ranging design and to 

more tightly control factors jeopardising internal and 

external validity, particularly factors listed in Figure 

14. 

A multitude of possible research studies could be 

generated from this exploratory pilot study. Any of the 

dependent and independent variables could be investigated 

further in the light of the limitations already outlined. 

Figure 15 outlines possible areas for further research 

arising from this field study. 

The Researcher is particularly interested in 

undertaking a more detailed, controlled investigation in 

regard to the Perceived Adaptive Behaviour Group 

Intervention . This could include: 
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{a) further developing the Perceived Adaptive 

Behaviour Group Intervention as a tpackage' for 

both primary and secondary students; 

(b) designing and/or finding more valid and reliable 

measures of the dependent variable tperceived 

adaptive behaviour'; 

(c) undertaking long term research using the Perceived 

Adaptive Behaviour independent and dependent 

variables as developed and designed. 

The Researcher is convinced of the value of such future 

research being undertaken in the functional interests of 

both individual students and schools. The Researcher 

recognises, however, that the ideal would be to work on a 

systems level, towards establishing a school environment 

that facilitates a successful person-environment fit -

where students are able to adapt to school successfully, 

get their needs· met appropriately and gain functional 

consequences from the class and school environments that 

they have to be in. 
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INSTRUMENTS USED WITH STUDENTS 

In the following section the instruments used wi~h 

students in the pre and post-test will be 

presented . 

APPENDIX A 

NOWICKI STRICKLAND LOCUS OF CONTROL SCALE FOR 

CHILDREN (1972). THIS SCALE IS NOT ATTACHED DUE 

TO COPYRIGHT . SEE BIBLIOGRAPHY. 
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APPENDIX B 

PRE-TEST POST-TEST PERCEIVED STUDENT BEHAVIOUR 

QUESTIONNAIRE FOR STUDENTS (JASINSKI, 1982). 
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QUESTIONNAIRE C INSTRUCTIONS 

We are interested in finding out about you and how 

you have been getting on at school over the past 

two months. Please try to answer each question 

honestly. Treat the questions seriously and 

answer each question as well as you can. 

If you have a question please raise your hand. 

DO NOT SPEAK. 

DO NOT TURN .TIIIS PAGE UNTIL YOU ARE TOLD TO DO so 
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1. NAME: NAME: 

··• 
2. YEAR: 7 □ . 

0 8 

9 D 

3. How often do you get into a) A lot D 
trouble at school? 

b) Sometimes D 

c) Never D 

4. On average, how often do you a) More than once 
get into trouble at school? a week. C 

b) About once a 
week D 

c) hbout once a 
fortnight D 

d) About once a 
month D 

e) Less than once 
a month □ 

f) Almost never D 

5. Do you get into trouble a) Mostly one 
with teacher D 

b) Some teachers D 

c) Most teachers □ 
d) All teachers □ 
e) No teachers 

usually □ 
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6. Write down all the things that you get into trouble for: 

IN THE CLASSROOM: 

OUTSIDE ··THE 'CLASSROOM: 
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7. Why do you think you get into trouble? 



8. (a) 
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Think. of one of the worst things you have been in 
trouble for at school. Tell me, in as much detail as 
possible, the story about what happened - from 
beginning to end. 



. 8. (b} 
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Again~ in as much detail as possil>le explain: 

a) Why this s~tuation happened. 

b) ·Why you got into trouble. 

_____________________________ ...;_..;c·· .• -
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9. Think of the class you seem to get a) Subject 
into trouble in the most. 

a) What ~ubject is it? 

b) How long have you been in a) For less than 
□ this class? one semester 

b) For one - two 
semesters □ 

c) About how often_do you a) More than once 
0 seem to get into trouble a lesson 

in this class? b) Every few lessons CJ 
c) About once a week D 
d) About once every 

□ few weeks 

e) Never/Rarely D 
f) Other □ 

d) In this chass, what sorts 
of things do you get into 
trouble for? Write them 
down. 
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9. e) Why do you think you get into trouble in this class? 
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.t 9. f) Are there any rules in this class? 

If yes, what are they? 
Write down as many as you can think of. 

: 9. g) ·Does Deakin High have any 
school rules? 

If yes, What are they? 
Write down as many as you can think of. 

a) 

b) 

a) 

b) 

Yes 

No 

Yes 

No 

D 

D 

0 

□ 
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10. a) Fill in the boxes appropriately 

Have you ever: Yes No The Reason How often? 

Been suspended? 

--------0----- ------~------ -------------------------- ---------- . 
Been on 
Detentioo 
after school? 

-----------------~-----~-----· --------------------------1------------ . 
Had to see 
the Principal 
about your 
behaviour? 

-----------------~-------------------------------------- ---------~· 
Had to· see 
Mr. Best 
because of 
your behaviour? 

------------------------------ -------------------------- ---------- -· 
Had to see the 
counsellor 
because of 
your behaviour? 

-----------------~----- --------------------------------- -------------
Had to see the 
Student Adviser 
because of 
your behaviour? 

---- --------------------------------------------- ------------
Had to see the 
teacher out of 
class time I because of 
your behaviour? 

-------· I __ -
-----------------

,,_ _____ ---------------------------------
Had lunchtime 
detention? 

---------------- ----- ------ ----------------------------------- --
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Have you ever: Yes No The Beason How Ofteni 

Had recess 
detention? 

~------------------------------~-------------------------- ------------
Been on a 
behavioural 
contract? 

------------------
.,_ ____ ~----- --------------- ------- -----------t-

Have your 
parents ever 
had to come 
to the school 
to see people 
because of 
your behaviolll;? 

\ 

10. b) Since you have ·been at High a) Improved D 
School, do you think your b) Not changed D 
behaviour has 

c} Become worse □ 

Please comment on this: 
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10. c) Overall~ which category do a) Behaves exceptionally 
yo11 think you would place well D 
yourself in? 

b} Behay~s very well, 
almost never in 
trouble D 

c) Behaves quite well, 
gets in trouble 
sometimes □ 

d) Misbehaves quite 
often: gets into 
trouble quite a 
lot □ 

e) Misbehaves very 
often, always in 
trouble 0 

.. 



234 

APPENDIX C 

~PROBE' SURVEY (JASINSKI, 1982) . 



A 
1' ,:!• 

Below are five questions relating to your feelings about this course. 
and then circle your answer on the ten point scale, 

Very 
l • How interested are you in being involved 10 9 8 in this course? 

Very 
2. How enthusiastic do you think the person 

taking the course is about the course? 10 9 8 

Knows 

3. To what extent do you think the person Exactly 

taking this course "kriows what they're 
on dbout 11 ? 10 9 8 

Very 
4, How confident are you that thE: person 

running this course will be ahle to help 
you? 10 9 8 

5. How successful do you think a course like 
Very 

this would be in helping students to get 
on better at school? 10 9 8 

'• . . 

Read each question carefully . 

Moderate!~ Not at 
a 11 

7 6 5 4 J 2 -1-

Hodera tely Not at 
all 

7 6 5 4 3 2 T 

Knows Doesn't 
Moderatel y Know 

7 6 5 4 3 2 1 

Moderatel y Not at 
all 

7 6 5 4 J 2 1 

' . 

Moderately tJo t at 
all 

7 6 5 4 J 2 1 

' 

I\) 
\)'J 
\J1 
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APPENDIX D 

COOPERSMITH SELF ESTEEM INVENTORY (1982) . THIS 

TEST IS NOT ATTACHED DUE TO COPYRIGHT. SEE 

BIBLIOGRAPHY. 
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APPENDIX E 

INTERVENTION EVALUATION QUESTIONNAIRE 

{JASINSKI, 1982) . 



23_8 
Not at 

1. How interested were you Very Moderately All 
in being involved in 
this group? 10 9 8 7 6 5 4 3 2 1 

-
Not at 

2. How enthusiastic do Very Moderately .All 
you think the person 
taking this course 
was about the course? 10 9 8 7 6 5 4 3 2 1 

Not at 
3. To what extent do you Very Moderately All 

think that the person 
running this course 

( 
"knew what they were 
on about11? 10 9 8 7 6 5 4 3 2 1 

Not at 
4. To what extent do you Very Moderately All 

feel that the person 
running this course 
was able to help you? 10 9 8 7 6 5 4 3 2 1 

Not at 
5. How successful do you . ~ Moder a tell_ All 

think a course like this 
would be in helping 
students to get on 
better at school? 10 9 8 7 6 5 4 3 2 1 

Not at 
6-. To what extent did the Very Moderately All 

course help you to get 
on better at school? 10 9 8 7 6 5 4 3 2 l 

Why did the group help you/not help you get on better at 
school? Answer in detail. 
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Not at 
7. How much do you feel that Very Moderately All 

you.learnt from the course? 10 9 8 7 6 5 4 3 2 l 

What did you learn? Answer in detail. 

. Not at 
8. To what extent did you enjoy Very Moderately All 

being involved in the group? 10 9 8 7 6 5 4 3 2 l 

a) What did you like about the group? 

b) What did you dislike about the group? 
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Not at 
9. How well do you feel that Very Moderately All 

you got to know the person 
running the group? 10 9 8 7 6 5 4 3 2 1 

-

Not at 
10. How well do you feel that Very Moderately All 

the person running the 
group got to know you? 10 9 8 7 6 5 4 3 2 l 

Not at 
11. How well do you feel that Very Moderately All 

you got to know other 
students in the group? 10 9 8 7 6 5 4 3 2 l 

(... 

Not at 
12. How well do you feel that Very Moderately All 

people listened to you, 
understood what you were 
saying - when you spoke, 
in the gl:'oup? 10 9 8 7 6 5 4 3 2 l 

Not.at 
13. How well do you feel that Very Moderately All 

you understood what the 
person running the group 
was saying? 10 9 8 7 6 5 4 3 2 1 

Not at 

( 
14. To what extent would you Very Moderately All 

like to continue/continue 
to have contact with the 
group? 10 9 8 7 6 5 4 3 2 1 

Why? 

Not at 
15. To what extent would you Very Moderatelv All 

recommend this course to 
others? 10 9 8 7 6 5 4 3 2 l 

Why? 
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INSTRUMENIS USED WITH TEACHERS 

In the following section the instruments used with 

teachers in the pre and post-test will be 

presented. 

APPENDIX F 

PRE-TEST POST-TEST PERCEIVED STUDENT BEHAVIOUR 

QUESTIONNAIRE FOR TEACHERS {JASINSKI, 1982). 



f 

\... 
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1. NAME OF STUDENT: 

2. YEAR: 

3. HOW LONG HAVE YOU BEEN 
TEACHING THIS STUDENT? 

4. a) IS THE STUDENT A 
PROBLEM IN· YOUR 
CLASS? 

b) HOW LONG HAS THE 
STUDENT BEEN IDENTIFIED 
ASA PROBLEM IN YOUR 
CLASS? 

NAME: 

7 

8 

9 

-----------

0 - 1 semester 

1 - 2 semesters 

2 - 3 semesters 

over 3 semesters 

Yes 

No 

For less than one month 

For one - two months 

For three - four months 

For over four months 

Has not been a problem 

5. PLEASE SPECIFY UNACCEPTABLE BEHAVIOURS OF THE STUDENT. 
BE AS DETAILED AS POSSIBLE. 

IN THE CLASSROOM: 
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( 

\.. 
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PLEASE SPECIFY· ,UNACCEPTABLE BEHAVIOURS OF THE STUDENT. 
BE AS DETAILED AS POSSIBLE. 

OUTSIDE THE CLASSROOM: 

6. ABOUT HOW FREQUENTLY DOES 
THE STUDENT MISBEHAVE IN 
CLASS? 

At least several times 
every lesson 

At least once a lesson 

Every few lessons 

About once a week 

About once every few 
weeks 

Never/rarely 
misbehaves 

Other. Specify: 
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7. HOW FREQUENTLY WOULD YOU 

HAVE SEEN THE STUDENT, 
OUT OF CLASS TIME, BECAUSE 
OF HIS/HER BEHAVIOUR? 

More than once a week 

About once a week 

About once a month 

Have not had to see 
the student 

8. WHAT STEPS HA VE YOU TAKEN WITH THIS STUDENT? PLEASE 
INDICATE FREQUENCY AND REASON ALSO. 

Steps Taken 

Recess 
Detention 

Scab Duty 

Lunchtime 
Detention 

R~ferral to 
Band II 

Referral to 
Student Adviser 

Referra l to 
Counsellor 

Frequency Reason 



( 

C 

Steps Taken 

Referral to 
- Band III 

Referral to 
Principal. 

Behavioural 
Contract 

Meeting with 
other teachers 

Parental 
Involvement 

Thursday 
Detention 

Supervision 

Other: 

Specify-
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Frequency Reason 
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9, RATE THE SEVERITY AND NATURE 
OF THIS STUDENT'S PROBLEM 
COMPARED TO OTHER STUDENTS 
IN THE SCHOOL CAUSING 
PROBLEMS 

10. RATE THIS STUDENT COMPARED 
TO OTHER STUDENTS IN YOUR 
CLASSROOM IN TERMS OF HIS? 
HER BEHAVIOUR. 

11. SINCE THE STUDENT HAS BEEN 
IN YOUR CLASS HAS HIS/HER 
BEHAVIOUk 

12. OTIIER COMMENTS ABOUT TIIE 
STUDENT YOU WOULD LIKE TO 
MAKE: 

5 

4 

3 

2 

A severe problem 

I Not a problem 

5 

4 

3 

2 

I 

Worst 

Best 

Improved 

Not changed 

Become worse 
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INSTRUMENTS USED WITH 

~RINCIPAL STUDENT WELFARE. 

AND YEAR ADVISER~ 

APPENDIX G 

PRE-TEST POST-TEST PERCEIVED STUDENT BEHAVIOUR 

QUESTIONNAIRE FOR AP/ ADVISERS (JASINSKI, 1983). 



( 
l 

l. 
✓ 

2. 

3. 

4. 

5. 
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NAME OF STUDENT: 

YEAR: 7 

8 

9 

To your knowledge, for a) 
what length of time has 
the student been b) 
identified as. a problem? 

c) 

d) 

How frequently do teachers a) 
refer this student to you, 
on average? b) 

c) 

d) 

e) 

f) 

Is this student generally a) 

seen to be a- problem for b) 

c) 

d) 

For less than 
one semester 

For one - two 
semesters 

For three - four 
semesters 

For five - six 
semesters 

More than once 
a week 

About once a 
week 

About once a 
fortnight 

About once a 
month 

Less than once 
a month 

Other. Specify: 

One teacher 

Some teachers. 

Most teachers 

All teachers 

: 
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6. NATURE OF THE PROBLEM 

Please specify the unacceptable behaviours of this .student. 
Be as detailed as possible. 

a) IN THE CLASSROOM 

b) OUTSIDE TiiE CLASSROOM 
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7. How frequently do you have a) More than once 
contact with/have to see this a week 
student? 

b) About once a . week 

c) About once a 
fortnight 

d) About once a 
month 

e) Other. Specify: 

8. What steps, that you are aware of. have been taken with/or 
on· behalf of this student? Please tick the appropriate 
boxes. Indicate frequency. 

!Principal AP Counsellors Adviser·s Teachers·; Parent~ 

!Behavioural 
~ontract 

ICounsell ing 
tby 

!Meetings 
!with 

!Detention 
given by 

Suspension 
given by 

!Other. 
Specify 

I 

Cotmnents: 
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9. a) Since initial identification a) Improved 
of the student as a problem 

b) Not changed 
has his/her behaviour 

c) Become worse 

b) Please comment on this: 

(:· 
'. 

10. a) Compared to other students 5 Severe 
causing problems in the 4 
school, how would you rate 
the extend and nature of 3 
this student's problem? 2 

1 Mild 

b) Other Counnents: 
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INTERVENTIONS 

APPENDIX H 

PERCEIVED . ADAPTIVE BEHAVIOUR GROUP INTERVENTION -

LESSON PLANS, LIST OF MATERIALS AND ACTIVITIES. 

A MORE DETAILED OUTLINE OF THE INTERVENTION 

CAN BE OBTAINED FROM THE RESEARCHER. 



253 

PERCEIVED_ADAPTIVE_BEHAVIOUR_GROUP_INTERVENTION 

SESSION 1 

Introduce yourself. 

around the group. 

Ask them to introduce themselves 

Outline the purpose of the group. 

Ca) A lot of kids get into trouble at school. 

(b) You understand why they behave the way they do -

school must be hard/awful. 

<c) You want to help them have a happier.easier time 

at school. 

Cd) People have said that kids can't be taught what 

you are going to teach them. You don't agree. 

Ce) Would they like to be part of a real live 

experiment? 

{f) Qi§£!.:!§§: What is 'good' and 'bad' about school? 

(Be sympathetic, supportive, understanding. 

this unleashes many angry feelings. 

(g) The_Contract 

Read through the contract with them. <See 

Often 

attached)~ Do they want anything added? Deleted? 

Point out the seriousness of signing it. (They 

have fhe choice NOT to be involved). 

it. 

{h) Give_each_student_a_folder 

Sign it/date 

Put names on it; decorate it. 

folder. 

Put contract in the 



254 

(i) Should_the_grouQ_have_a_name? 

Discuss this. 

(j) End_of_Session 

Thank them for coming; being involved; be 

encouraging about prospects ahead. 

(k) Morning_Tea_(~rovided_by_school). 

Getting to know each other further. 
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come along to every session once a week as 

indicated on the timetable 

be on time for each session 

involve myself in all activities in the 

course 

do .homework e>:erci ses when they are given 

keep a diary - in the book provided 

recording what I get into trouble for, when 

and why 

not talk to anyone outside the group about 

what is said in the group 

WHAT_WILL_I_GET_OUT_OF_IT? 

miss one class a week for eight weeks 

have morning tea after each session 

have a party - all provided - at the end of 

the course 

learn something that will help me give myself 

an easier time at achool 

AGREEMENT 

agree t o p a r t i c ip a t e 

in this eight week c o urse. I accept the above conditions 

of the agreement. 

S IGNATURE 

DATE : 
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CONTENT_SESSIONS_2_-_8 

BASED ON THEORY AND RESEARCH RELATED TO PERCEIVED 

ADAPTIVE/MALAOAAPTIVE BEHAVIOUR AND BEHAVIOURAL SELF CONTROL. 

SESSION_2. 

THE_IDEAL 

A PERFECT LIFE WOULD BE ...••.. 

THE_ACTUAL 

YOU ARE STUCK IN SCHOOL WHETHER YOU LIKE IT OR NOT. 

SCHOOLS_HAVE_RULES 

<a> SCHOOL RULES 

(b} CLASS RULES 

WHY? 

WHAT ARE THEY? 

HOW DO YOU l<NOW? 

OR BEHAVIOURS 

TEACHERS LIKE/DISLIKE 

DO YOU WANT AN EASY OR A HARD TIME AT SCHOOL? / -------------·--·- ··-·•·•-·---------------" ·- ·--·- ·-···---·---

~B§Y_Il~~ ~8BQ_Il~~ 

1._FOLLOW_ RULES 

(OR GIVE TEACHERS THE 

BEHAVIOURS THEY WANT 

_1. __ BREAl<_RULES 

(OR GIVE TEACHERS 

BEHAVIOURS THEY DON'T 
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WHAT_ARE_THE_CONSEOUENCES_OF_FOLLOWING 

CDrEQUE CES 

HAPPY 

I 
EASY TIME 

I 
'GOOD' STUDENT 

OR_NOT_FOLLOWING_THE_RULES 

I 
UNHAPPY 

I 
HARO TIME 

I 
'BAD' STUDENT 

- behave in ways teacher 

likes or you follow 

the rules 

- behave ·in ways the 

teacher doesn't like 

or you break the 

rules. 

WHAT_DO_YOU_WANT? 

AN_EASY_TIME_OR 

A_HARO_TIME_AT_SCHOOL? 



. 

. 

. 
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SESSION_3 

IT'S_ALL_ABOUT_WHAT_GOES_ON_IN_YOUR_HEAD! 

IN 

PARENTS 

FRIENDS 

OTHERS 

AN_ORIGIN 

© 
i 
CONTROL OF 

OWN LIFE 

EFFORT 

ABILITY 

YOUR 

WHO CONTROLS YOU? 

YOU? 

WHICH_ONE_ARE_YOU? 

fLEB~~ 

® Jv 

AROUND 

OTHERS 

CHANCE 

FATE 

BY 



POWERFUL 

TAKES RESPONSIBILITY 

FOR OWN BEHAVIOUR 

REALISTIC 
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POWERLESS 

DOES NOT TAl<E 

RESPONSIBILITY -

BLAMES OTHERS 

UNREALISTIC 

HO~_DOES_BEING_AN_ORIGIN_ANQ_PAWN 

EFFECT_YOUR 

E§:~!:.!~§§ 

I!jQ!::!§!::Ea 

BEHAVIOUR? 

WHICH ONE ARE YOU? 

WHICH ONE WOULD YOU RATHER BE? 

WHY? 



SESSION_4. 
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YOU ARE_A_POWERFUL~_INFLUENTIAL_PERSON 

<A_P.I.P.> 

DISCUSS 

YOU_INFLUENCE_WHAT_HAPPENS_TO_YOU 

DISCUSS 

A_POSITIVE_TRIP <Examples) 

-. .. -
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A ___ NEGAT_I V~_IBlE 

NEGATIVE 

NEGATIVE 

A NO_WIN_T81E 

----------·-··---- -·· -- ---· 

g NEGATIVE 

\ ""-v'f ,/_, ·' SHORT TERM 

\ 
y/' ''-./' 

POSITIVE 
r 

POSITIVE 

NEGATIVE 
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YQY ARE AN IMPORTANT LINK IN THE CHAIN 

YQ~ ARE A POWERFUL INFLUENTIAL PERSON 

YQY ARE IN CHARGE OF WHAT HAPPENS TO YOU (AN ORIGIN) 
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SESSION_5 

IF_YOU_ARE_HAVING_A_HARD_TIME_AT_SCHDOL 

YOU CAN CHANGE THE SITUATION BY 

<1> DOING A DRAWING AND ASKING MYSELF 'WHAT KIND OF TRIP AM 

I ON? -

(!I) AM I HAPPY? DO I WANT TO BE AN ORIGIN AND CHANGE THINGS 

SO I HAVE AN EASIER TIME AT SCHOOL? OR DO I WANT A HARD 

TIME? 

CIII) DEC1DIN6 ~Q~ TO GIVE MYSELF AN EASIER TIME BY CHANGING 

YQYB BEHAVIOUR FOR_EXAMPLE: 

l_~Q!:!b!h. 

(A) §!QE THE BEHAVIOURS THE TEACHER DOES NOT LIKE 

<B> §I6BI TO INCREASE THE BEHAVIOURS THE TEACHER 

LIKES. 

IF_I_WANT_AN_EASIER_TIME_I_COULD: 

DECIDE_TO §IVE_MYSELF_AN_EASIER_TIME_BY_CHANGING_THE_ 

TEACHER'S_BEHAVIOUR_BY: 
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1. STOPPING THE BEHAVIOUR I DO NOT LIKE IN THE TEACHER 

IGNORING IT 

PUNISHING IN OTHER WAYS, ETC. 

2. STARTING TO INCREASE THE BEHAVIOUR I LIKE IN THE 

TEACHER 

REWARDING THE TEACHER BY SAYING NICE THINGS/GIVING 

ATTENTION ETC. 

SAYING THANKS/ GOODMORNING GOODBYE 

3. STARTING NEW BEHAVIOURS IN THE TEACHER 

ASKING FOR HELP ETC. 

YOU_ARE_A_VERY_POWERFUL_INFLUENTIAL_PERSON 

YOU_ARE_IN_CHARGE_OF_WHAT_HAPPENS_TO_YOU 

YOU_ARE_STUCK_IN_SCHOOL_DO_YOU_WANT_A_HARD_OR_AN_EASY_TIME_AT_ 

~~QQ~Z 

IF_YOU_ARE_HAVING_A_HARD_TIMEi_WHAT_WILL_YOU_DO_ABOUT_IT? 
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SESSIONS_6_AND_7 

APPLICATION OF CONCEPTS <FROM SESSIONS 1-5> 

TO THEIR OWN PROBLEMS. 

SESSION_B 

(FINAL SESSION>. 

WELCOME 

DISCUSSION OF STUDENT 'PROBLEMS' 

REVISION/DISCUSSION OF CONCEPTS FROM SESSIONS 1-5 

EVALUATION (FILL OUT COOPERSMITH SELF CONCEPT INVENTORY 

AND GROUP EVALUATION QUESTIONNAIRE. 

E8B!Y (FOOD AND DRINK PROVIDED BY THE SCHOOL). 
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LIST OF MATERIALS/ ACTIVITIES 

1. CONTRACT. 

2. SCHOOL RULES/CLASS RULES. 

3. LIST OF APPROPRIATE/INAPPROPRIATE BEHAVIOURS. 

4. VIDEO VIGNETTES OF "POSITIVE" "NEGATIVE" COERSIVE TRIP. 

5. ROLE PALYS OF "GOOD" AND "BAD" STUDENTS. 

6. CHECKLIST OF PAWN/ORIGIN BEHAVIOURS. 

7. BEHAVIOURS TEACHERS LIKED/DISLIKED LIST. 

8. EXPERIMENTS -MODIFYING YOUR OWN BEHAVIOUR, MODIFYING 

TEACHER'S BEHAVIOUR. 

9. DIARY - RECORDING EXPERIENCES. 

10 PROBLEM SOLVING SHEETS. 

MATERIALS AND ACTIVITIES NEED TO BE ADAPTED TO THE 

INTERESTS/LEVELS OF STUDENTS. 
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APPENDIX I 

HELPING SKILLS GROUP INTERVENTION -

LESSON PLANS, LIST OF MATERIALS AND 

ACTIVITIES . 
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HELPING_SKILLS_GROUP_INTERVENTION 

1. The purpose of the programme was to implement a group 

counselling procedure for teaching of values (such as 

helping others, co-operation, empathy and respect for 

the feelings of others and decision-making skills to 

students "in trouble"). 

2. Session_! 

GROUF'_FORMAT 

- introduction 

committment to the group 

outline of sessions 

- homework required 

!'""Liles of group - as in "Magic 

Circle: discussed and agreed to 

contract 

- mor-ning/afternoon tea. 

3. Sessions 2_-_8 

Activities and work sheets from Innerchange (Ball, 

< 1977) 

2. Feelings, thoughts and behaviour- Unit 2 

,.) . Feelings, tho1..1ghts and behaviour Unit 2 

4. Helping Unit 8 

CC" ....... Helping Unit 8 

6. Decision making Unit .,-
4 -~ 

7. Decision making and Unit 25 

8. T a ped E v alu.-:" t.ion c ompl e t e d and di s cu s s e d 



Through activity sheets, role play and home 

a$signments, the boys and girls developed a set of skills 

to be used inside and outside the classroom. 
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APPENDIX J 

RELAXTION TRAINING GROUP INTERVENTION -

LESSON PLANSJ LIST OF MATERIALS, ACTIVITIES. 
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RELAXATION_TRAINING_GROUP_INTERVENTION 

1. The purpose of the group was to develop relaxation 

techniques in students. 

2. GROUP_FORMAT 

Session_! 

introduction 

committment to the group 

outline of sessions 

rules of the group 

contract 

activityr the centred mind, p.2. 

mo~ning/afternoon tea. 

Session_2 

Activities were drawn from Hendricks and 

Roberts, The_Second_Centering_Book, N.J. 

Prentice Hall, 1977; Stevens, John O., 

Awaren~ss:_Ex2loring:_Ex2erimenting:_ 

Ex~eriencing. N.Y. Real People Press, 1971. 

2. The labelling game . He ndricks and Ro berts 

< 1 971 ) , p. 5. 

Going deeper in to mind a nd body. 

and Roberts (1 9 7 7 ) p. 7 - 10. 

He ndricks 
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4. Going deeper into Mind and Body (Hendricks 

~nd Roberts, 1977, p.10>. 

5. Standing Centred <Hendricks and Roberts, 

1977, p. 16 > • 

6. Exercises (Hendricks and Roberts, 1977, 

p.9-10); owning behavious thoughts and 

feelings (p. 94). 

7 . Centering mind and body (Hendricks and 

Roberts, 1977 P.12); Fantasy journey 

<Stevens, 1971>. 

8. Fantasy journey (Stevens, 1971). 



273 

INSTRUCTIONS 

APPENDIX K 

INSTRUCTIONS FOR THE INDEPENDENT PERSON PRESENTING 

THE PRE-TEST MATERIAL TO STUDENTS. 
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INSTRUCTIONS_FOR_THE_PERSON_PRESENTING 

THE_PRE-TEST_MATERIALS_TO_STUDENTS 

We are conducting a series of surveys to find out what 

high school students think about various things. 

In front of you, you have a booklet containing these 

surveys. 

When_I_tell_~ou, I would like you to start by completing 

your timetable. 

If you have a question once the ~ruvey has started, please 

raise your hand. 

It is ver~_imeortant that you do not talk at all and that 

you treat these surveys very seriously. 

When you finish the timetable, just turn the page - to the 

blue page - and wait until it is time to do the next 

survey. QQ_Qgt turn the blue page until you are told to do 

so. 

YOU MAY_NOW_START_COMF'LETING_THE_TIME_TABLE. __ YOU_HAVE_FIVE_ 

t!I~Uis§:.. 
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INSTRUCTIONS_FOR_SURVEY 

READ THE GREEN SHEET 

THEN GET THEM TO CHECK THAT THERE ARE I~Q PAGES AND THAT 

THERE IS A Y AND ANN IN THE RIGHT HAND COLUMN. 

YOU_MAY_START_NOW. 

YOU HAVE 10 MINUTES. 

LOCUS_OF_CONTROL_SCALE 

READ THROUGH THE COVER SHEET WITH THEM. 

THEN 

GET THEM TO CHECK THERE ARE SIX PAGES 

YOU_MAY_START_NOW 

YOU HAVE 15 MINUTES 

QUESTIONNAIF:E_C 

READ THROUGH THE COVER PAGE WITH THEM 

THEN 

MAKE SURE THERE ARE ELEVEN PAGES 

YOU_MAY_START_NOW 

YOU HAVE TWENTY MINUTES 

COLLECT MATERIALS WHEN STUDENTS HAVE LEFT. 
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FOLLOW UP MATERIAL 

APPENDIX L 

MEETING WITH THE AP/COUNSELLOR ON COMPLETION OF THE 

RESEARCH - SUMMARY OF DISCUSSION. 
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SUMMARY _OF _DISCUSSION_ARISING_OUT _OF _RESEARCH_F_IND_INGS: 

1~ A Preventative_orientation_could_involve: 

(a) trialling the 'adaptive behaviour' group again 

(b) investigate the possibility of other such courses 

such as the Life Science course (NSWJ 

(c) Student Representative Council could be: 

(as) given more responsibility 

(b) report back to students 

(c} reassess rules 

iL I~~£b~c~ could take more responsibility themselves by 

being responsible, not blaming. 

Ca> they could develop a QOsitive relationship with 

students 

(b) be positive/encouraging 

Cc) identify student behaviours and the reasons for 

such misbehaviour 

(d) focus on the behaviour not the person 

<e> negotiate classroom rules 

(f) give students more choices in class 

<g> adopt a behavioural consequences/problem solving 

mode 
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J.!.. bg§~QQ.~ could be mor-e varied. 

(a) opportunities for talking while wor-king 

(b) use the resource teacher to help design work 

(c) Is the current curriculum relevant? 

(d) Negotiate the curriculum; assessment; rules etc. 

(e) Give students opportunities to be successful 

Cf) Establish a cooperative, supportive, democratic 

classroom that uses group influence. 

!~ Counsellors could be involved 1n more preventative 

work. 

(a) they could come into classes 

<b> run groups for teachers Ceg. STEP, Affective 

Development) 

<c) work out strategies to help students - with 

teachers 

;;;.!.._ t:!gmioi2!c2:tiQ!J could a dopt a "pr-oblem solving" 

tec.:hni que for teacher "hassles" with stL1de nt s 

<a> they could acknowledge the good work that teachers 

do. 

(b) they could be supportive of teachers, show genuine 

interest and concern. 

(cl they could discuss st r a teg i e s for best handl i ng 

difficult s tude nt s . 

(d ) they could a d o pt a non - punitive response to 

t e a chers 
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9.!... Locus_of_Control 

<a> Think of ways to increase teachers locus of 

control. 

(b) Think of ways to increase student locus of 

control. 

Z.!... B!:!1~~ need to be clarified. 

(al are they clear, positive? 

§.!... School_Activities to promote a school spirit, 

cooperation, belongingness, regard for- the school. 

2L Str-ess_in. th~_School 

lQ.!... 

Ca} OK to ta1k about it 

(b) Set up relaxation/meditation classes 

(c} Make sure teachers know about the Teacher Welfare 

Officer 

(d) Band II - to troubleshoot, to take responsibility 

for pinpointing "stress" or other problems and 

intervening early. 

Staff_Morale 

<a> Staff attitudes to administr-ation. Why? 

( b) Staff at ti tL1des to tt1emsel ves. Why? 

(c) Staff attitudes to s tudents. Why? 

Cd> What could be done about it? 
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11~ Staff_DeveloQment 

<a> Develop listening skills 

Cb) Develop supportive/positive skills in staff to 

respond to students 

(c) use of video to observe staff interaction with 

students <with those who are willing) 

1~L Facµlt~_Interaction 

Ca> opportunities to observe other teachers teach. 

(b) much more interdisciplinary activity. 

The whole thrust of the discussion was about adopting a 

'systems approach", being preventative, 'trouble shooting·, 

intervening early .. providing opportunities for both staff 

and students to develop or gain further knowledge and 

skills in the interests of the school system. 
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APPENDIX M 

STAFF INSERVICE ON COMPLETION OF THE RESEARCH - SUMMARY 

OF SMALL GROUP COMMENTS. 



282 

STAFF_INSERVICE_OlSCLJSSIDN_OUESTIONS 

(AFTER PRESENTATION OF RESEARCH FINDINGS) 

1. What steps can we take to help the 'poorly adjusted' to 

become more internal? to develop a sense of personal 

power? to understand causation? 

2. What changes may we need to make in the following 

areas: 

GF:OUP_1 

policy 

CL1rt- i cul um 

lessons 

relationships 

use of support personnel 

ot~er suggestioris 

COMMENTS_ARISING_FROM_THE_DISCUSSION_QUESTIONS 

STAFF_INSERVICE_GOUPS 1_-_4 

Positive Reinforcement 

Catch them being good 

Teach communication skills - adults - peers 

Discover ~ositive areas in students · abilities - what they · 

are good at. 

C3h'CJUP __ 2 

Negotiate a nd talk with the students 
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GROUP __ 3 

School leaving age adjusted down 7 Emphasis in courses on 

becoming more internal - impact on curriculum and teaching 

methods 

More emphasis on support personnel - counsellors and more 

inservice for year advisors. 

Teacher expectation reported not student expectations 

All figures completely invali.d 

Other influences outside of project 

Treatment group had higher expectation there~ore seemed to 

improve? 

More time out of class, more opportunities to get into 

trouble 

For non treatment groups? 

Students not honest? 

What determines internal and externaL? 

Better communication needed 

Re-write all rules positively 

Change the mould - they don't fit 

School interest improved behaviour pattern? 

Class interest (perhaps to be . upgraded) 

Be car-ing 

Take time with each student 

Policy enrolment - class arrangement need s consider~tion. 
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ADDITIONAL RESULTS 

TABLES 35 - 41 

APPENDIX N 



Table 35 

PRE-POST TEST RESULTS !IN PERCENTAGES) FOR THE 'POORLY ADAPTED" AND THE "NELL ADAPTED" 
IH RESPONSE TO THE PERCEIVED BEHAVIOUR QUESTIONNAIRE (JASINSKI, 1982). 

:::~~::~~:-___ -_

9

-_:-:::::::::::::::::::::::~_1::~f ~~~~::~:::::::::~~~;;::: 

I.I ::~Y:•• ar, you in' l-:::-----------------::: __________ 1 
• Year 8 j 35 30 1 

.Year 9 l 40 
I 

30 

-------------------------------------------------r---------------------------------- . 1.2 Are you a aale or a fetale? ! Pre Pre : 

.Fe.ale 

.flale 

~------ --------------------------4 , 25 13 , 
l 2s 11 : 

I I 
I I 

r----------------------------------------------- . ----------------------------------~ '. 1.3 Hott often do you get into trouble j Pre Post Pre Post ; 
i I 1 

l at school? ~-----------------------------------
1 I ! • A I ot . i 42. S 20 
l .Soaeti•es 1

1
, 50 o9 

I N ~ 5 l . l!ver 1 , • ~ 

85 
15 

, • No Response ; - .. 
L---------------------------------------------- ~ __________________________________ J 
i 1.4 On averaoef about how oiten do you j Pre Post Pre Post i 
; gl!t into· trouble at school? i : 

I ------•---------------------------7 
.1ore than once a week 40 27 5 
.about once a week 40 31, 5 ;s 
.about once a fortnight ; 2.5 11 25 b 
.about once a month l 12.5 13 25 ftft 

L-' 
.less than once a 1onth 2.5 4 15 16 
.al■ost never 2.5 9 25 44 
.no rl!sponse 6 

' 
1------------------------------------~------------'. ---------------------------------- '. l 1.5 Do you. get into trouble with: '. Pre Post Pre Post : 

.1ostly one teacher 

.so■e teachers 

.aost tl!achers 
• all teachers 
.no te"chers usually 
.no response 

' 
-----------------------------------1 : ~2.5 40 IS 22 

55 44 35 28 
., e 
1,J 

5 
(} 14 50 

2 

' -------------------------------------------------------------------------------------
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Table 35 (continued} 

PRE-POST TEST RESULTS !IN PERCENTAGES! FOR THE "POORLY ADAPTED" AND THE "WELL ADAPTED" 
IN RESPONSE TO THE PERCEIVED BEHAVIOUR QUESTIONNAIRE (JASINSKI, 1982). 

r
--------------------------------------------.,----------------------------------1 

QUESTION l POORLY WELL 
\ ADAPTED ADAPTED 

1

1.6--Think-of-the-class-you-see• to-get ________ i __ Pre ____ Post _____________________ ! 
into trouble in the 1ost. What 1-----------------------------------~ 
subject is it? : i 
.Social Science : 2,5 10 I 
.Nusic 
.llaths 
.Eng Ii sh 
.History 
.Science-
.Asian Studies 
.6eraan 
.Agriculture 
.l!etahlork 
.Physical Education 
.Draa 
.French 

I 
') t: 

: 4, J 

:22.5 
; 

10 
i 2 I: i ,iJ 

'.12.5 
2.5 

5 
7.5 

' 
5 

! 7.5 
: 2.5 

20 
15 

10 

5 

15 

5 
; .Ho response p.5 20 

1 I , , 

1------------------------------------------------ '---------------------------------- ' l 1, 7 About hm1 often do you see11 to : Pre Post Pr'! Post : 
j get into trouble in this class? ' ___________________________________ J 
l 

.;ore than once a lesson 30 /J 

• every few 1 essons ; 25 32 4(1 24 
, • about once a week ; 12. S 14 10 

l
' .about

1
once

1
every few wekks :;: 7

15
.5 ! 2

1
-~ 

35
° 

1 .never rare y ., .J 

• other : 2. S 2 5 - • 
• no response i 7. S 9 5 9 

I ; 
---------------------------------------------- ·-----------------------------------~ i i.8 Are there any rules in this class? i Pre Post Pre Post ; 

I I ! L __________________________________ . 

• Yes ! 87.5 91 90 . 94 : 
I , 

.No , 2.5 4,5 5 

.No Response l 10 ;.s 5 6 
i 
! 

-------------------------------·-------------------.---------------------------------



287 

Table 35 (continued) 

PRE-POST TEST RESULTS !IN PERCENTAGES! FOR THE "POORLY ADAPTED" AND THE "WELL ADAPTED" 
IN RESPONSE TO THE PERCEIVED BEHAVIOUR QUESTIONNAiRE !JA~INSKI 1 1982). 

----------------------------------------------1-------------------------------, 
QUESTION · POORLY WELL ! 

ADAPTED ADAPTED i 
j 

. I 

1.10--Since-you-have-been-at-High-School ________ ~-Pre -----Post _______ Pre ______ Post-\ 

do you think your behaviour has: -----------------------------------; 
' 

• !•proved , 32.5 42 20 18 ; 
I . 

, Not changed i 47. 5 47 65 64 
• Beco•e worse 20 4 10 12 
• No response 5 7 5 6 

----------------------------------------------------------------------------------! I 

1.11 Overall, which category do you think 
you 110uld place yourself in? 

Pre Post Pre Post I 
l 

------------------------------------i 

' I 
' 

i 

• Behaves exceptionally well 
, .Behaves very i.ell , al aost never 

in trouble 
• Behaves quite well, gets into 

trouble so■eti1es 
• Kisbehaves quite often, _gets 

into trouble quite a lot 
, Kisbehaves very often, alKays 

in trouble 

I 

0 2 15 24 

7.5 7 35 

47.5 50 41 

30 18 

5 2 
: • No response 10 5 ; 
i i ---------------------- ------------------------ __________________________________ J 
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Tahle 36 

THE FINDINGS IIHEll KRUSKAL-WALLIS IS APPLIED TO PRE-TEST 
LOCUS OF CONTROL RESULTS OF 'POORlY' AND "WELL ADAPTED" SROUPS 
A1 B, C1 D, F. 

-----------------------------------------------------------] . LOCUS OF CONTROL 
PRE-TEST 

------------------------------------------------------- ------ 1 

A, B, C, D1 F.1 . ! GROUPS A, B, C, D 

--------------------------------------------------------------~ 
DEGREES OF 
FREEDOH 

TABLE VALUE 

SIGNIFICANCE 
LEVEL 

7.82 

4 

9.49 

.05 

i 
' 
' j 
! 
! 

r---------------------------------------------------------------, 
i 
l H = 7.31 22.77 
I 

l-
L---------------------------------------------------------------: 

ACCEPTi 
REJECi 
NULL 
HYPOTHESIS 

NOT SIGNIFiCANT 

ACCEPT THE 
NULL HYPOTHESIS 

Si6N!FICAtH 

REJECT THE 
NULL HYPOTHESIS\ 

; 

' -------------------------------------------------------------- . 

A significant value of H iaplies that the 1edians of the 
distributions are not the sa1e. There is no significant 
difference bet"een the 1edians of the distributions for 
Groups A - D; there is a significant difference bet"een 
the 1edians of the distributions for Groups A - D and F. 
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Table 37 

THE FINDIN6S WHEN KRUSKAl-WALLIS IS APPLIED TO POST-TEST 
·LOCUS OF CONTROL RESULTS OF 'POORLY• AKO •WELL ADAPTED" SROUPS 
A! B! C! ll, F. 

------·--- ·------------------------------w----------------. LOCUS Of CONTROL . . 
PRE-TEST 

---------------------------------------------------------------· 

: ---------------------------------------------------------------· 
' DE6REES OF 
• FREEDOM 

4 s 

--------------------------------------------------------------
TABLE vALUE 1 i .07 

. ----- . - . ·- . - . ------------------------------------------------ : 

' SIGHIHCAUCE 
. LEVEL 

-------------------------------------------------------·---------· 
ll" 

: -------------------------------------------------------------- -· 
: ~CCEPT/ NOT Sl 6NIFI CHt!T 

fiULL ACCEPT THE REJECT THE 
: ilYf'OiH£SIS NULL HYFiJiHESISi 

-------------------------------------------------------•--------

A signi ficar.t value of H i•piies that t:ie :1edi ,ms of thi: 
distri~utions are not the saiAe, There.is no significant difference 
behelin the 1edians of the distributions for Groups A - E;. there is a 
significant di Herence beheen the iiedians of the di.stritut:i mis for 
Broups A - f. 
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Table 37 

THE FINDINGS WHEN KRUS~AL-WALUS IS APPLIED TO POST-TEST 
LOCUS OF CONTROL RESULTS OF "POORLY• AMO •wELL ADAPTED' GROUPS 
A, B, C, D, F, 

I LOCUS OF CONTROL 7 
1 PRE-TEST i 
: ~ 
j : r---------------------------------------------------------------1 
I I 

~:~;~;;-;;---------------~:~;-'.:_'. ______________ '.:~:-;:_'.:_'.~ 

! FREEDOt1 ! 

·--------------------------------------------------------------- : 

i 
I TABLE VALUE 
' f 

9.49 11.07 
' 
i 

;------------- . ----------------------------•--------------••----- l i , 
I ' 

1 SISIHFICANCE 
I LEVEL .05 
.! 

I 
r l 
! 
i H:: ,:

, .J 13. T5 

I 
r---------------------------------------------------------------1 
'i ACCEPT/ NOT SIGNIFICANT SIGNIF!CMH i 

REJECT : 

lNU
I I ·' •""E:;T ¥Ht." ~F'Ei'T TUE ! L1.. f"h,,\,, > J I r; ~-'-' \.,I 1)1 .\ 

HYPOTHESis ______________ NULL-i!YPOTHESis _________ NULL_ll'{POTHESlj 

A significant value of H ieplies that the medians of the· 
distrinutions are not the same. There is no significant difference 
between the tedians of the distributions for Groups A - E; there is a 
significant difference between the tedians of the distributions for 
Groups A - F. 
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iable 38 

LOCUS OF CONTROL CHANGE BY STUDENTS lN GROUP F lWELL ADAPTED 
CONTROL GROUP! AFTER EIGHT WEEKS USING WILCOXEN NATCHED-PAIRS 
SIGNED-RANKS TEST. 

------------------~---------------------------------------------~ 

Pre-test Post-test Oi fference Rank T 

27 27 i) 0 

34 37 2 

28 28 0 0 

---~---·-------------------------------------------------------~ ( ' 

31 35 4 

20 30 10 4 

1----------------------------------------------------------------
I .,A • ., A i .)\) .),. ,: 

!________________________________________________ ·--------------

29 29 0 0 

' 
_______________________________________________________________ J 

For n = 7 when T ( 2 dt .05 H0 is neither accepted nor 
rejected, These results did not teet the 1iniaua requireaents 
for testing by Wilcoxen. lt cannot iJe determined whether the 
null hypothesis is accepted or rejected on the ~asis of these 
results. 
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Table 59 

THE RAN SCORES AND STANDARD DEVIATION RANGE FOR 'POORLY ADAPTED" GROUPS A, B, C IN THE 
PRE-TEST AND POST-TEST USING THE COOPERSNITH SELF ESTEEM INVENTORY !1982). 

------------------· ------------------- .-------------------------------------------------------1 
RAW SCORE STANDARD· DEVIATION PRE-TEST RAIi SCORES 

OF THE •POORLY ADAPTED 
GROUPS" A, B, C, (N=23} 

POST-TEST RAW SCORES 
OF THE "POORLY ADAPTED 
GROUPS' A, B, C. lN=23l 

r----------- ----------------------------------------------------------------------------~ 

1

94 - TWO SD ABOVE MEAN O o 

j • i 

I st - 93 ONE SD ABOVE MEAN O 0 
I 
I 

~---------------------------------------------------------------------------------------------1 I . 
! 70 - 80 IIEAN 

~------------------------------------------~-----------------------------------------··•· ' I 
I 

i 57 - 79 ONE SD BELON KEAN 2 2 
I 

! 

i -- . -----------------------------------------------------------------------------------------i 
i 

i 44 - Sil TWO SD BELOW l!EAN 2 2 

2-----------------------.---------------------------------------------------------------------: : 
i 31 - 43 THREE SO BELOW l'!EAN 
! 

1 ! 

L---------------------------------------------------------------------------------------------· I 
I 
i 18 - 50 FOUR SD BELOII KEAN 7 8 H·ll 
! 
! 
~--------------------------------------------------------------------------------------------1 r i 

I 6 - 17 FIVE SD 8ELOII KEAN 3 4 H-ll 
( 
t ____________________________________________________________________________________________ ] 

SIX SD BELOW MEAN 5 3 i-2) 

'---------------------------------------------------------------------------------------------· 
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Table 40 

THE "EAN SCORES FOR SELF ESTEE" FOR GROUPS A, 81 C IN THE PRE-TEST POST-TEST USING 
THE COOPERSNITH SELF ESTEEN INVENTORY (1982}. 

----------------------------------------------------------------------. ----------------··-----i 
I 

DEPENDENT VARIABLE HHERVENTIOt~S I 
! 

----------------------------------------------------------------------------------------------! 
I Self Estee• Possible Group A Group B Group C I 
! 
i actor Score 
I Pre (n=lO) Post !n=8) Pre (n=1Ql Post ln=8l Pre (n=!Ol Post (n=7Ji 

--------------------------------------------------------------------------------------------- l 
General 26 15.6 17. 7 16.4 13.3 14.b 15.4 
!self 
1-------------------------------------------------------------------------------------------· ; I i 
!Social 8 b.5 5.7 5.2 5.2 4,4 6 
/Self 
! 

School 
Acadeaic 

8 3.4 3.8 2.2 2.2 2.7 3.5 

-------- -----------■-------------------------------------.... ---------------------------------- t 
i 
;Hoee 8 4.9 3,5 

j 
5.3 4,7 

:Parents 
! ' ·--------------------------------------------------------------------------------------------~ t I 

( 
!Overall 100 61.4 6.J.3 54.b 51 51.8 58.3 
:score ) 
! I 
!---------------------------------~----------------------------------------------------------- J 
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Table 41 

RESPONSES OF 'POORLY ADAPTED' STUDENTS (GROUPS A - Dl AND 'WELL 
ADAPTED' STUDENTS !GROUPS F, Gi TO TIJE PRE-TEST QUESTION 'J.iHY 00 YOU 
THINK YOU SET INTO TROUBLE IN THIS CLASS?' 

---------------------------------------------------------------------, EXTERNAL RESPONSES , 
. . ----------------------------------------------------------------------

POORLY' ADAPTED STUDENT RESPONSES 1---------~-o~~~t-k~~;-(ii _______ _ 
l . Just having fun lll 

• Everyone else was doing it !2) 
• I hated her ithe teacher} rn 
• Because of what she had dcne we had to do it (1) 
, The other student was a pain ii} 
, Because the stick was in •Y hand. 
, The teacher hit te (1) 
• The teacher caught us (3l 
• Others started fighting {2} 
• We were dobbed in ill 
• He doesn't care what work we do ll) 
• I hate the class 11} 
• I didn't know if the teacher itas a softy or not OJ 
• The -strictest teacher heard us lll 
• The teacher hated te ill 

·----------------------------- -----------------------------------------
! 
\'WELL' ADAPTED STUDENT RESPONSES r I just did (1) 

i I forgot !il 
Because of what she had done we had to do it (111 

• I hate the class (l) 
I didn't know if the teacher was a softy or not (1) 

.----------------------------------------------------------------------
INTERNAL RESPONSES 

;•POORLY' ADAPTED STUDENT RESPONSES 
1 ---- • I didn't know he was there !1l 

• To show off to year lO l!l 
• I did something wrong 116} 

I wasn't looking for the teacher 11) 
Fooling around rn 
Didn't want to work Ill 
Eored (3) 

;fouldn't doo rn 

----------------------------------------------------------------------
'WELL' _ADAPTED _STUDENT _RESPONSES 

I did something wrong (2} 
, i had been warned hefore ill 
, Bored (ll 

I _____________________________________________________________________ i 


