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. _THE DEVELOPMENT AND IMPLEMENTATION OF A
'~ PROGRAM DESIGNED TO REDUCE NEEDS-RELATED
BEHAVIORAL SYMPTOMOLOGY OF DISAFFECTED ADOLESCENTS

ABSTRACT

The study had iwo main purposeé. The first was to desién a
program for disaffected adolescents to réduée needs relaﬁed
behavioral symﬁggmdlogfi The second wag to examiné the éffect;
of training versus no training on the behavior and r;ading
achievémehffof the-adolescents. |

Twelﬁé adolescents identified as hﬁving experienced long-
term emotional and academic préblems were introduced to
interpersonal skills training whiéh focused on the condition of
empathy. The,interpersonal skills program was basedvupoh-the
Carkhuff model and involved eight hoﬁré of training. The
experiéntiél cémpdnént included précticertasksrandr“inveréé"
tutdring}‘during thréejBO minute periods a weekiv A further 22
hqurs was spent in planning for the tuioring sessions.and in 6n—

going practice of interpersonal skills.
Raths' Teacher Rating Scale was used to identify

adolescents exhibiting needs-related behaviours prior to and at

the conclusion of the program. Pre- and post-test measures

using the Gates -MacGinitie Reading Test -were -also colleeteds - -—-— --

Qualitative data in the form of anecdotal records was gathered
throughout the program.
The t-test was used to compare the experimental group with

the control group on pre- and post-measures of;reading

iii



achievement and to assess the severity of needs related
behaviours. - : i - B

¢
!

~ . { . - ‘ ' l
Results of the study showed nd significant difference on

q

. } ‘ 7 ,
the measures of achievement between the experimental and contfrol

groups. Data from the Behaviourgl‘rating scale favored the

experimental group; hdwev%%}1€%€?§TTferencé was not significant.
‘ B ot -

Qualitativé data indi&i}ed that ﬁge‘expﬁrgmental'group did

S

exhibit enhanced interpef%onal relationghibs and behaviour

AT

change. : e

° ' LT LB

Implicétions were identified ;egard}né the éppropriatehess
of the proggam for disgffiFtéd adolescents; %nd the éffect of
training Qith respect to positive behaviour chénge.and,enhanced
interpersonal skills.

Fbur suggestions for furthér research were defived_from
this study. These included an examination of the need for
interpersonal skills training for diséffec%ed chilaren, e
longitudinal studiésfinvestigating=trainee g&ins, studigs
inyeétigating tuteélgains; and the dévelopment of instruments

for the assessments of behavioural needs.

iv L
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: INTRODUCTION - e . . . -
, S e . W‘. ‘ ek .
STATEMENT OF THE PROBLEM . o ' : . ‘

An examination of the observable effects upon béhavior and

academic perforﬁance of an "inverse tutoring" program in which

low-achieving disaffected junior secondary students, trained in - - o

interpersonal skills, tutor elementary pupils with similar

academic and emotional problems. o a'c\\éh//A“f\v\ .

'~ PURPOSE OF THE STUDY |

-

>
\

The purpose of this study was to develop and implement a
S b
prOgram,forwaisaffeéted-hdolescents to- reduce their needs-

lated behavioral symptomology. This program included

N .
interpersonal skills training and tutoring of disaffected

RS s - - - S N

\\\ elementary grade childréﬁld

years, who wére identified by their teachers and/or‘counseilor
as experienqiné longetérm emoéional énd‘academic problemsh
rrecgived interperson;l skills training, focusing on the _;
;cond;tion of empathy. Empathy leadérs, yfﬂéoftape protocois;
role pracfic;, and dyaaic and group practice fofmedithe Basis of
the training exPeriﬁngeﬁ which totaled ?igbtﬁhéﬁgaimgxgg,é,WW”,,ﬁ; B
\three—wgek pefiqd. r?thédo;egpentg Fheqracggdiéihggsqrgiﬁqr

twelve children, ages seven to eleven years who were also

identified as experiencing emotional and academic problems.

€5
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An additional twelve. adolescents also identified by their .-

teachers and/or counsellor as experiencing similar emotional and

.academic problems, formed the control group er this study.
Pre- and'post-test,aéhiEVemeqt scdres and Sehaviéral data .

were collected for the experimenéql andrssntrol groups of

adolescents. Inradditibn; apécdotai{récords were kept for the

- ar - . - '
adolescents in the experimental group.

THE NEED FOR THE STUDY

In recent times many investigators (Raths, .1972; B. Bloom,. ... __

1976; S. Bloom, 1976; Purkey, 1970; Haggerty, 1971), have found .

that academic learning is greatly affectedvby the emotional

state .of the learnefu Gazda (1977:16}ﬁprovides additional

support in citing Jenkins in 1951 as suggesting "that greater

‘learning will occur in!th@@classroom to the extent that students

Raths' (1972) Needs Theory takes these findings' a step
further, iﬁ that he suggests there is also a close relationship
between unméf emotional needs and certain types'of pupil

behaviors.
’ B
The theory goes on to suggest that as the teacher

®

identifies and attends to these needs in the classroom, the

chilad ﬁéglS,mQI94§§ELIQ4_mglﬁmilﬁsting+ﬁandgmntﬁﬁopenmthf,”, ,,,,,
- B % : ~

cognitive'qqg%égitions, and as a consequence, the behavioral
symptoms decrease in both frequency and intensity.
One of the ways teachers can ehable children'togfegy more

secure in the classroom is to encourage children to help

F Hel
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themselves while ﬁelping otﬁg}s. VIn thé ReQiéQ,of Educationalﬂ*‘

Research, McGee et al. (1977) cite considerable empirical

evidence that children withvbehavior problemS'caﬁ serve as
“éhange ;gents"‘0ftg£her childrén. .McGeé'et al. (1977), also
found evidence (Con}on‘et al., 1972) that "childfenvin needAéf’
académic remediation themselves" could succeésfully tutor othe;
remediél studénts.

Riessmann (1965), suggests people with a problem can help'
othe;s‘with similar problems. He states, "there ig nothing like
leérning ghrough teaching. By having to explain soﬁething to
someone else one's attention is focused mofe sharply" (1965:36).

An ex;mple of this kind of work is a proéram calied

"Baker's Dozen," sponsored by the institute for Youth Studies at

Howard University. It had success in employing young adults, in

"need of help themselves, as helpers of youths who also exhibited

similar needs-~related behaviors. The young adults or aides
experienced ah initial training period before working with their
youngef countérparts. 'One of the main'components of the
training program involved "learning thé’basic pérsonal, social,
and interpersonal ski;ls,’attitudes; and knowledge which would

help them Ssuccessfully cope with and solve group, dlient,'and

-

persqgaliprob}emsﬁ7l§gg§;,winPﬁitenbergL197llemﬁiii

Placing emphasis on interpersonal skills and on the

initiation and building of an on going interpersonal

relationsﬁip, sometimes called a "helping relatiohship," is
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'DBLIHITATIONS OF THE STUDYl i

o
S

o ' [ L SO

1ncrea51ngly seen as effecting 9051t1ve 1earning or change

'

(Carkhuff, 1969; Gazda, 1977; Rogers, 1957).

The relationship of emotional needs to arning, the

' -‘negative effect of needs-related behaviors on the quality of

life in classrooms, the importance of helping youngsters so

affected} the pOsitiég‘pg}§6ﬁes of tutoring programs and the

evident success of interpersonal skills training on learning or

change all combine to provide a rationale for this study.

s

Y
The study was dellmlted by the follow1ng condltlons an&*

conseque;tly caution should be observed in generallzing from the
results: |
1. the investigator waé'the trainer and supervisiné
teacher for the experimental group of students;
2. the experimental brogram extended over three hours per
week for approximately four mont“s; :
3. the material for the Interpersonal Skills training

]

program was developed by the investigator;:-

4. the qualitative data was collected by the investigator;
5. behavioral data was collected on a high inference
Teacher Rating Scale; and

6. the administration of the GafgsiﬁQCGIHiffg Reading

Test, pre and post, was handled differently. The préf
test was administered to the students in a very

syéteﬁatrc way; at the time of the post-test less

kS
4
E]
E
¥
:
1
i
*
3
¥
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attention was paid to the systematic requirements of

administration. (See discussion on page 101.)

po2] -

DEFINITION OF TERMS

-

The definition of terms ‘as they were interpreted for the

purpose of qnf% study are as #ollows:

A.

Needs Theory

1. Needs are culturally indoctrinated and come about»i“

Eﬁfough thé”bpild—rearing proéess; o

2. After the needs are implanted, they are used &s-d’

basis for securing conformity on the part of. the
growing child;

3. As frustration develops, five possible conditions

may arise. They are:

a) physical illness;

b) aggression;

c) isolation; -

4d) submission; and

e) a mixture or combination of several

frustrations éausing»erratic behavior.
4. These behaviors, when present, suggest the
presence of an unmet need; and
5. The assumed cause of the behavior (a frustrated
emotional need) must Bé'aiiééiéd if the behavior

is to be modified. (Fleming 1949)

Emotional needéw— are those needs which derive from

early parent—chiid relationships as the young child is



difécted towards healthy growth and development, e.g.:

1. the need for 1ovef§gg affection;

2. the need for achievement;

3. the need for belonging;’

4. the nééa for self-respect; ' o
5. the need to be free from deep feelings.of;géilt;
6. ghevneed to be free from deep feelings 6f feér;
7. the need for economic security; and

8. the need for understanding of selfu§4(Raths, 1972)

Needs related behavior - those behavigfs identified by
Raths which represent frustraiig/gmotionAI needs.

These needs are identified in five behaviQral profiles,

o~ g -

.
i.e.: - L
o
Ay,

1. The Aggressive type

This is the chi}d whose outwardﬁpghagig;

presents problems to the teacher and to thé other
children. He may often be anéry. He may eﬁgage
in acts which are hurtful to other chil@ren, to
the teacher, or to school property. He may alsoA
use. verbal abuse--swear, yell, name call, oruﬁsé
dominee;igg talk. 1In his interactions Qith other
childfén, he may talk of, or show cruelty towards

animals. Or his aggression may take a more

physical form, in which he engages in pushing,
hitting, punching, kicking--actions which are

intended to hurt others. Sometimes, his actions




are directed towards property--defacing desks or
walls, breaking furniture, destroying supplies and
equipment. He may direct his hostile behavior to

his;oﬁn property. - -He may tease others, use them

‘as scépegoats and/or have a chip on his

shoulder. This child is disruptive to the usual
or "normal"” classroom activities. His behavior
brings him punishment and rejection from those

with whom he comes in contact.

‘The Submissive type

This~is the child who has little sense of

direction for himself. He has great‘éifficulty

making decisions and continually looks to others
- ” R

for suppofﬁ'ﬁnd guidance. He is generally

-

resistant E9 Aewness of change, preferring

-athVities that he has become accustomed to. He

seems afraid of making'mistakes. Fregquently he is
imitative. He yields to peer and group opinion
with little hesitation and hard}y ever argues Or
protests. Freguently he 'is the kind of chilh who
gets "pushed around" but rarely, if e§er,

resists. Quite often he 1etsvyou know that he
feels other students know much more and can do
bettér than he cag. 'Hé tends to have very few,

and sometimes no real, companions.
-



gﬁ? »

3.ThéﬁRegqpssive type

This is the child who reverts to more immature,

c

or "babyish" behavior, after having already

advanced to more mature and independent stages of -
development, This may be a seven year old, who
suddenly begins to act like a three year old,
sucking his thumb, asking”to sit in the teacher's
lap, or asking for help with his overcoat and

boots. He maj engage in baby talk, or he may

*
whine or cry a good deal. Or, this may be a =
fourteen year old, who regresses to the behavior A
of a nine year old, wanting to play with only jg\

younger children, Sometimes, his academic
performance suddenly falls to a much loﬁé?

level. In either case, this is the child who has
clearly advanced to more matur; levels of
development and who suddenly reverts or regresses
backwards to behavior associated with a much

younger child,.

The Withdrawn type

This is the child that seems to isolate himself

from others., He spends a great deal of time by
himself. He may go to and from school alone. He

may spend recess and lunch away from the other

students. This type of child may avoid contact

>
-

with his classmates by perhaps dawdlinhg a loni//\//

hedd i



time in the washroom orélingering at his desk
before going'outside. He often takes a seat away
from the other children. He prefers the
association éf adults rather than his agemates.
He engages in;@ctivities which in a quite natural
way divorce’hiﬁ from others. ﬁg seems to be on
the fringe of things, spectatiharrather than

participating.

The Child with Psychosomatic Symptoms of Illness

Thig is the child who has a whole variety of
- illnesses, or is subject to frequent and acute
attacks of one type of illness. The important
issue in these illnesses is that they do not seem,
by physician's diagnosis, to have a physical
cause, This child may suffer from attacks of
allergies, skin disorders, headaches, stomach
aches, or respiratory difficulties., What is more,
when the child experiences difficulties with
school work, when he experiences anxieties or
5g:)reSSUL'e in the classroom, his symptoms seem to
‘.either begin, or to intensify. This child may be
absent frequently and/or fregently ask to be Sené
to the school nurse. This is a child whose i
physical symptoms give him a great deal of

aifficulty and who is intensely involved with his

aches and pains. (Raths, 1972)
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D. Low-achieving students - students who according to

their teachers are experiencing difficulties in their

studies. ‘ -

E. Disaffected students - s?%ﬁents/who according to their

teachers exhibit needs-related behavior.
3 #
!

4. F. Interpersonal skills training - a program designed to
’ develop the interpersonal skill of empathy.
G. Empathy - the ability to accurately perceive another
person'é féelings and to communic;ie the understanding
) back to the other person (Rogers, 1961).
H. Inverse Tutoriﬁé/:ﬁthe tutoring process wﬁereby the
learning disagled student Seréés as a tutor'to a
younger student in need of help (Stanbrook, 1980).
-~
HYPOTHESES

This study tested the following hypotheses:
1. there will be no significant difference between the
pre-test mean scores on standardized measures of

achievement for the low-achieving adolescents involved

3

-

tn the experimental training program and the low-
achieving adolescents in the control éroup;
s

2. there will be no significant difference between the

EA

post—-test mean scores on standardized measures of
_ #g

P

r»“d
achievement for the low achieving adolescents involved -
S

o=

&
»
by

~

in the experimental training program and the low h

achieving adolescents in the control group;

-
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43. there will be no significant difference in the'pre-tﬁst
» behavioral rating scales for the adolescents in the
experimental training program and the adolescents in
hﬁﬁe control’é}dﬁp; and .
4. there will be no s{gnificant difference in'thg postj
test behavioral rating scales for the adolesents in the
#Q%
A experimental training program and the adolescents in
the control group. N
ASSUMPTIONS -

This investigation was based upon the following

assumptions:

1.

there is a relationship between unmet emotional needs
and observable behavior, such as aggressiveness,
submissiveness, withdrawing, regression, and
psychosomatic illness;

there is a relationship between one's emotional needs
and one's ability to function in a learning situation;
and

the meeting of a student's emotional needs is a part of

the teacher's professional responsibility.



-

CHAPTER 11
REVIEW OF RELATED LITERATURE

The literature review of this study wil; focﬁs on three
main areas: (1) relationship between needs, behavior, and pupil
outcomes; (2) interpersonal skills training as a factor in ;g
specific learning outcomes; and (3) effects of tutoring on the

tutor.

RELATIONSHIP BETWEEN NEEDS, BEHAVIOR AND PUPIL OUTCOMES

A visit to any school staffroom during the lunch hour will
treat the visitor to a 1itany of teacher complaints about pupil
behavior:/ Teachers talk of having éo deal with the disruptive
agg;essive child, or of gherinordfhate amount of time spent with
the withdrawn, submissi&e,;offunresponsive child. Dealing with
these children becomes a daily and burdensome task in many .
classrooms.‘ ‘

Mann (1951) conducted a study to determine the extent to
which aggressive, withdrawn and submissive behaviors were seen
in a group of 1358 students in six New Yofk schools. The

findings showed that over one-fourth of the children were

identified by their teachers as being unusually aggressive,

submissive, withdrawn, or as showing symptoms of psychosomatic
illness. Moreover, these behavioral patterns were seen to be
manifestions of unfulfilled emotional needs.

As teachers carry on with their descriptions of the

troublesome behaviors of an Anna, or a Paul, or a Nathan, they
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may also be heard to ;dd comments about the ﬁnfavoraple quality
of the "hoﬁe life" of each of these "behavior problems®" of the
classroom., Whether implicit or explicit; teachefs seemrto be
making the connections that where "something bad" is h?ppening
at home, this is frequen;ly resulting in "somethihg bad"
happening at school, in terms of behavior.

According to Raths (1972{, these troublesome behaviors
exhibited in the classroom as a result of unfulfilled_eﬁotional
needs are culturaliyrindoctrinated and come about through the

child-rearing process. He believes that when the home life is

-

"satisfying"--emotional needs are met, the child feels secure,

.

and develops and grows in healthy ways. When the home life is

"unsatisfying"~-these needs are thwarted, and unhealthy growth

and development is likely to occur (p. 17).
Smith (1979) agrees that the famiiy~and society give rise

N .
to certain emotional needs. When the‘needs are not satisfied,

-

the result is frustration, which in turn affths behavior.
Blackham (1967) also points out that a child in our society

is molded from the early yvears to be the kind of person @js

society feels he must become. Due to these societal conditions:

"The child's rearing (and the frustrations and
discipline imposed in the process) creates in him the
need to deny, inhibit, or repress many of his
impulses, needs, or thoughts to an unconscious
realm. However, unconscious impulses and their
ideational representations do not vanish. 1Instead,
they continue to seek discharge, and they determine in
subtle ways a child's behavior .that may become
disturbed or maladaptive. {p. 175)

£
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Children with these emotionally based behaviérai éyﬁétéméﬁ -
gréatly‘affect the daily classroom environment, and teachers are
faced with having to deal with these children. Raths (1972)
allows that a te;:;er's primary job is to prométe learning.
However, if "something gets in the way of learning™ (p. 64),
then it becoﬁes“the teacher's responsibility to do something
abguEJ%t.‘ He feels those who have responsibility for helpiﬁg
children(develop and gro#, should "be able to recognize behavior
that suggests ;he presence of needs . . . and know what to do
about it" (Raths, 1972, p. 62).

Teachérs may perceive that one or more of their studentsr
are "crying from within“ as they sit - in class. RathsAsays that

= -

people in close contact with such children may noticg, Ftension
and strain, an absence of the internal sense of well being"
({Raths, 1972, p. 52. These Chfldfeh‘S“f?UEtratidhé; éears;
anxieties, are real to them, and come to interfere with the
1earning>pr6cess of not only themselves, but also others in the
classroonmn.

Educators, researchers, and classroom teachers in general,
recognize the interdependence between emotional needs and

learning (Thelen, 1969; Aspy, 1977; Raths, 1972; Bronfenbrenner,

1970; Gazda et al., 1977).

The development of the Needs Theory grew out of Raths'
attempts to provide help and understanding to the practicing

teacher who daily faces the stresses of having to deal with the

symptomatic behavior problems of some'of his students. Building
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bn the work of John Dollard and his assOciate§ (1939}7Whoihédr
hypothesized that frustration of basicrneéds resulted in
aggression, Raths' (1%50) Needs Thebny observed that behaviors
other than aggression also inqiéated frustration of emotional
needs: (1) submission; (2) withd;awalr (3) régression; and (4)
psychosomatic illness. Cultufally derfved emotional needs were
identified as:

1. the need for love and:affectiph;

2. the néed for achievement;

3. the need fegr belonging}

4. the need for self-respect;

5. the neea to be free of deep.feelings of guilt;

6f the need to be free of deep feelings»of fear;

7.  the need for econdmic security{ and ) |

8. the need for udderstéhding'of self. ’ e

When important emotional needs a?e frustrated, when there
is»a lack of adeguate emotional nourishment in the psychological'
diet of the growipg child, his secﬁ;ity is threatenedtand bis
behavior shows the symptéms of:it. For example, adulté respondr
to threats of sécqritj in a variety of not consciouély chosen
stress symptoms. Whenra job loss is imminent, we ;espond by
becoming tense, worried, an/o? pe;haps short tempered. §A death

- oo e
¥ : s Lo .
of a parent or spouse may result in depression, withdrawal,

and/or anger. In short, we do not consciously chdose our
symptoms; nor do %the same events produce the same symptomatic

pehaviors:in us all.

]
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With children it“is not different., ' When a child

experiences continued and acute threats to hisremotional well
being, he does not consciously choose his behavioral symptom,i
Like a rash that erupts from stress, he may "break out"™ into

acts of acute aggression, or into a state of withdrawal. The

hS

research does not show a relat;onship between each unsatlsfled
o r

4} I . - .
need and a speciflc behav1orai symptom. What's more, a similar.
event or events in one chiId's life may lead to aggressiVe
behavior while the same events lead to psychosomatic symptoms in

. S 1 R
another child's situation« = 4
Rathsvand Burell's (1951) -research with more than .a

thousand teachers led to the formulation of the "Do's and Don'ts

of the Need Theory.". This theof§'assists the teacher in

identifyinglam%¢£n working towards satisfaction of the needs of
childfen in the classroom'setﬁing. In this work, they outline a
series of specific\ineereefdonai”serategles andielsssfeonir |
e§periences designed to help éhé teacher meet the eight basic

needs within the classroom context. ;

At least eight separate research investigations "indicate

thdt Raths' theory of needs contribntesw;o identification of the

presence of needs, to helping troubled children, and to specific

teﬁbhing strategies for the*classroom teacher.

-
-

“to meet the emotional needs of_ students who showed s%gns of

frustration and learning difficulties. Positive galns in

7

;ﬁ% A—prog:amwforrteaehersrwasmsetAupgbymsusneLL_4L95l+f—t9ft{yﬁ'



learning occurred as a conscious effort was made to meet

N —

perceived needs.

. <« = ~% .

These findings supported Robert Fleming's™ (1949)
investigationrinto the relationship between emotional needs and
'psychosomatic illnesé. Fleming designed an inservice program
applying the basic philosophy of-thé "Do[i%ﬁﬁd Don'té:;for
teach;}s involved in the study. 1In the experimental group,
96.1% of the children showed significantvréducfion in their
symptomS'as'judgediby a medical docgor, whereas only 50% of the
cémparison group showed a significant reductioh. )

: e

In 1960, Jonas, Martiﬁ,-and'Machnits cap;ied out separate ’
but paraliel studies,~in)grades three, fouf, and five,
V'respectively. Theiﬁhypothesized that as teachers>atteﬁded to

;the emotional needs of their students, the related behavioral

.manifestations would become less acute and less frequent. The

.
-

- =

children in tﬁe éxperimental groups in all three studies showed
positiveibeha§ioral_changes and made significant gains on’the
standardized tests used by the school system.

The evidence supporting the Needs Tbeory suggests its
effectiveness as a strategy for hélping‘teachérs diagnose needs
related behavior in their students. Mo:eovér, it appeérs to be
effective in Suggesting methods which enable troubledfcﬁfldréﬁ&f;'
to feel more secure, thereforejredtcing their symptﬂmaticf~>i

behavior and allowing them to be more open to the process of

learning. - R
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INTBRBBRQONAL_SKILLQ TRAINING AS A
. FPACTOR IN SPECIFIC LEARNING OUTCOMES -

This section will examine research fotusing on
-Interpersopal Skills training and in pagticular the training of
adoleécents.

Rogéis (1957) deiineateS'three factors hé believes to be
related to alllhuman learning situations. He contendsj@hat
1earﬁing is enhanced when the éounsellor4teacher provgdes high

levels of empathy,rgenuineness, and respect. Of these three

conditions, Rogers pmphasizes the importance of empathy as the

key interpersonal skill, or the "most critical” ofwall hélping
dimensions" (Gazda, 1977).

The fundamegtal purpose of the empathic relationship,
according to Carkhuff (1969)L7is‘;q”cqmﬁhnicate t§T£he helpee an
understanding of him and his situation in such a way thatit%e
helpee comes to a clearer understanding pf himself and others
(Cafkhuff,’1959, Vol. 1, p. 202). He maintains,ﬁh;t "Without
empathic understanding of the helpee'; world and his |

difficulties as he sees them there is no basis for change"

(p. 173). The quality of helper empathy is seen as the sine qua

" non of the helping relationship (Combs, Avila, & Purkey, 1971,

I
Empathic understanding enables the helper %6/ﬁﬁﬂ€T§t§hd”tEé

p. 185).

helpee's "inner world of private anddpersonal meaning"
(Aspy & Roebuck 1977, p. 5). It enables the-helper to feel more

warmth, respect, and liking for the helpee
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(Truax & Carkhuff, 196i, ‘p. 42). It indicates to the heipee
that the self'is understandable and acceptable (Combs, Avila, &
Purkey, i§71,> p. iéQ). | |

. The ability to undefssand dnd to commnnicate this
understanding to children is an important prerequisite of
effective teaching or helpingr(Rogers, 1967; Purkey, Combs, &
Avila, 1971; Gazda, 1973).

Many studies have looked at the relationship between the
condition of empathy and pupil outcomes, both cognitive and
affective.' Truax and Tatum (l966)_found that twsnty preschool
children showed a greater tendency towards positive adjustment
to school and péers when the teacher exhibited hidher levels of
empathic understanding. |

Spr;nthall and Erickson's (1974) initial researcn inddsatsd
that adolescents who were responded to by their peers with
increased empathy, tendedkfowards greater complexityAin
cognitive understanding.

Aspy (1972) trained 17 first grade teachers to incréase
their levels of inserpersonal skills., Twenty-five studsnts were
randomly seledted and given the Stanford-Binet intelliéence
Test. The students gained an average of nine.points from the
pre-test to the post-test. This small study and others like it
served as a basis for the sstablishmentféf the large scale
research of the National Cdnsortium for-Humanizing'Education
(NCHE). More than 500 teachers and administrators and 10,000

students participated during a three year period in the NCHE
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project. Aspy and Roebuck (1977), in their book Kids Don't s

Leafn From People They Don't Like, reported on thé_findings of
this research, iﬁ which it was‘founévthat inc;easéé iﬁ the
interpersonal cénditions of empéthy was accomé;;ied by pupil
gains on indices of both mentél health and cognifive‘
development.

Rogers (1961) discusses the personaiity and behavioral
changes that take place when a person experiences an empathic’

helping relationship: ' ' _ ..

in such a relationship the individual will reorganize
himself at both the conscious and deeper levels of his
personality in such a manner as to cope with life more
constructively, as well as in a more satisfying way.
(Rogers, 1961, p. 36) '
With respect to behavior change the individual experiencing high
levels of empathy in a helping relationship is less easily

frustrated by stressful situations and recovers from stress more

quickly. In his day to day : avior he bécomes'more mature,

more adaptable and less'defensi;e (Rogers,;1961, pP. 36). Once
an empathic relationship is develpped, théfindiviaual feels
freer and is more able to expresé feelings without fear of
disapproval, thus helping to reduée uhacceptable béhavior caused
by the supéression of those feelings (Raths, 1972).

Many investigatorsﬁbelieQe a child ecan ger;ssiéted in
modifying troublesome behavior by experiencing an emﬁathic' - - g
relationship with someone such as a counselor or a teachgr

(Rogers, 1969; Blakham, 1967; Aspy & Roebuck, 1977;
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Carkhuff, 1969). These investigators urge that unless a
"relationship is developed where thehchild'feels'understood,
safe, and secure, heaithy development will not take place.

"Gazda et al. (1977) citqs Eﬁé féport of Harbach and Asbury

-

,(1976).who found that neggiive behavié;s decreased‘&hen teachers
fesponded'facilitatively tO'étudents with behavior'problems.'r
The researchers asked eléven teachers to identify the student
who was ‘their mosf diffic;i£ problem. Baseline data was

collected for a period:bf‘one week. In the next twqgweeks the

teachers contacted .their problem student at least once a day,

- ey

initiating facilitative conversation and communiating empathib‘t
,ﬁndersganding. Thé postfdata reported that negative behaviogs
decreased from two hundred and twelve incidenté, to eighty-~
nine. in addition;rthe teachers report;d that they understoq@

\s

their studeﬁts bettét and that the relationships between them
and their studénts improved. ] |
‘Abstudy reporteé by Wittenberg (in Segal, 1971), showed
that youngsters in contact with "aides" who responded with
empathic understanding were bettervable to cop; with difficult
situations and deveioped more positive attitudes, -
It must be noted that Aspy and Roeb?ck's (1972) study -~
failed to establish a significant relationship between teachér
empathy and studth levels of c&gnitive functioning. A poséible

explanation may be that the levels of empathic functioning were

insufficient to significantly affeét pupil outcomes.
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Kratochvil, Carkhuff, and Berenson (1969) iﬁvestigated both -

teacher and parent offered levels of facilitative fuhctioning
and failed £§ show a siénificént relationship between'thefv
cumulatiVe effects of empathy aﬁd students"physicai, emotional,
and intellectual funétioning. The investiéators suggest‘that
low levels of either parent or teacher functioning may cancel
out the positive impact of high levels of functioning. -
Allowing for the-previous two studies, the mqin body of
research taken in concert, appears to suppb;t the idea that
empathy is a critical cog@itign of learning. .Empathy allows the

\

indiyiduaifto experience a relationship where he feels
understoga} it enables.-him to express his feelings and concérns;

e

it bromotes positive personality and behavior change; and it

encoufages more favorable attitudes towards learning.
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TRAINING PROGRAMS FOR ADOLESCENTS INéINTERPBRSONhL SKILLS

The previous section cited evidence that a teacher's,

S > x

o : » &
helper's, or aide's level of empathic unde%ﬁbandingﬁ%s related
' ) . Sp - ¢

to positive pupil outcomes. This section will examine programs

specifically designed to train adoléscents in Interpersonal

f”‘”
-

Skills. v ' : <
Sprfﬁthall and Erickson (l1974) teported on a study, under
joint sponsorship of the Minneapolis'Pubiic School System and

the University of Minnesota, in which,adolescenﬁs were trained

to act as co&nselors for their peers., The'program had the dual

—~ R

goals of teaching psycholdgical content and promoting
psychological growth in the individuals. The rationale in

general called for:

educating pupils psychologically and personally by
providing significgﬁt?éxperiences ({counseling peers,
interviewing adults, cross-age teaching, early
childhood work, etc. (p. 398). ‘

The researchers set up a series of elective courses in a

social studies department of a local high school. One such

— e

course, "The Psychology .of Céunseling“ was designed, "to promote
the learning of listening skills and the developing 6f e;pathic
reséonses through actual peer counseling eﬁperience" (Sprinthall
& E;ickson, 1974, P. 3985. Ciass tihe was spent onrprocess
skills, intellectual discussion, and written assignments.

Students both counseled théir"peers and were counseled by

them. The researchers stressed the reciprocal--nature of
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counseling and communication. 1In é‘pfe-clgssVaSSessmenfronrmé
five poiht empéthy séale, th€‘étud¢nts scogeg jgg? abdﬁé level
one (lowest range) and on the pééf-test Egéy*éég;:d'close to
level three (minimum level of acceptableﬁfunctiéaing). _Pre- ‘and
post-test esséys on moral dilemmarsitdét{ons were also collected
. but had not been analyzed=at the time of publication.
Preliminary inspéctibn, "indicates that the trends are towards
greater cdmplexity in cognitive understanding, increased
empathy, and a higher level of psychological maturity qn the -
post-test forms" (p. 400). 2

‘Carr, of the University of Victoria, was instrﬁﬁéntal in
the development of a péer counseling program in the greater
Victoria metropolitan area. In a news interview, Carr reported
that, "the research shows time and time again that when kids
have problems, they turn first to tpgir friends" (De Groot,
1978). 1In Carr's program, theser"friends" are trained in basic
counseling techniques. Carr emphasizes that the students are
not "therapists," but they learn skills and what ever else they
need to know about alcohol, drugs, and other problems common to
adolescents, so they may function-as "lookouts." 1In this way, -
their "ihterperSonal relations may enable them to draw out
lonely or alienated students, or to spot students whose problems
warrant more professionalrattention than thé peer cognseig;é
themselves can give."™ Carr notes the success of other pééf”
counseling programs using shared or common experiences to help

each other.
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The Institute for Youth Studies at gpward‘Univeféityrin;;
Washington sponsored an intensive5trdining program employing "a

group of deprived, socially disadvantagéd,,poverty-inhibited
adoiescents who then, in turn, provide a significant mental
hégltﬁiseryige to the comhunity“ (Wittenberg in Segal, 1971, p.

&

60). The young people selected for the program were those who

-would not ordinarily be employable. They needed only to have

completed fifth grade. No previous work experience was

required. ,Hdwever, they could not have a court case pending
which would interrupt training, and had to be free’of serious
physical or mental probiems. Thaée selected, called "aides,"
had multiple social problems and had been accﬁstomed to repeated
rejection, failure, and defeat, which contributed substantially

to their diminished self-esteem ¢(p. 61). One of the major

training goals of the program was "learning the basic personal, -

2

social, and interpersonal skills, attitudes, and knowledge which

¢

would help them successfuily cﬁpe with apd solve group client
and personal prdblems" (p. 62){ After the initial training
period (three,monéhs), the aides began their work with child;en,
seeking to reduce emotional symptoms, lessen police contacts,
and'improve social fuﬁctioning. Each aide worked to help,tﬁe
youﬁgsters improve their copiné skills and éo deQelop more “
positive attiﬁudés. Tge "Bakers Dozen" sfdé& was among the
first to demonstrate that adolescents can not only learn

interpersonal skills, but also employ them in a responsible,

helpful, caring way and in the process help themselves,
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Although not extensive in numbers, shese studies proﬁidel
credibility for the potential value of training adolescents,
The programs cited provided,adolescents with a rich enviionment
for socialization and behavior change. Thevadolescents aopeared
to take serious responsioility'for théir own and others'
behaviof; theyrlearned how fo lead and follow;’phey 1earned~oow
to make decisions and take action when necessary (Wittenbefg in
Segal, 19fl). Finally, they learned to work interdependently
(Sprinthall & Erickson, 1974). Coleman (1979) lists these

skills as part of "becoming an adult."”



EFFECTS OF TUTORING ON THE TUTOR

Tutoring is seen by many as a viaﬁle‘method of enabling
students to becomeractive participants in their'own'learning
(Gartner et al., 1971; Elliot, 1977; Cloward, 1967; Lippitt,
1975; Melarango, 1976). Encouragingvchildren to help other
children in the leérning process is not a new idea. In the
nineteenth century, men such as William Bent1y>Flee and Andrew
Béil saw theﬁgreat benefits for the student tutor or "teacher."

By teAChing the younger children, the more ad?anced

are constantly reviewing their studies, not by

learning merely, but by the surer @ethod of teaching

what they have learned to others.
({Fowle, 1866, in Gartner, et al., 1971, p. 16)

Tutoring as a method of individualizing instruction has
been shown to be successful in morevthan 10,000 programs acfoss
the United States (Blbom, 1976).7 The éxtent(ﬁo which tutoring
appears in the school system can be seen from élOom's finding of
70 Ph.D. dissertations completed.ih the -one year period'bgtweé;“
1972 and 1973. Investigators (Thelen, 1969; Cloward, 19é7;
GartneF, 1971; Lippitt,71975) who suppdf; tﬁis teaching strateg&'
aéree,tﬁat all children shéuldrbe given the opportunity to act
as the teacher at Vafying pointé throughout their fo}mal |
education, suggesting that, "the teacher proﬁits,far more by
€eaching than the écholar does by learning" (Bell, 1971, p.‘62).

Although the employment of children teaching their-peers

has been used since before the one room school house, a real

impact on the school system was not seen until the decade of the
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sixties. Lippitt and Lohman (1965) set up a cross-age tutoring .. ..

program with the assumption that:

assisting in a teaching function will help the

'teaching students' to test and develop their own -
knowledge and also help them discover the significance

of that knowledge (p. 93). -

Their report indicates Ehaé both groups of stpdents—~tutors‘as
wellras.tutees-—weré helped. The yéunger children showed
improved academic performance and motivation, and’the older
childrén gained a mdfe positive interest in school. 1In these
early prbgrams Lipéitt, Eiseman, and Lippi£t (1969) focussed
their éttention on socialization, with a lésser focus on
cognitive gains. Thus, statistical‘data were not collected.

In 1975 Lippitt werit on to establish a more comprehensive
cross-age tutoring progfém in a Michigan public school
complex. For this project Lippitt'directea~her attention'to;v
students with reading difficulties. Sixth graders tuto;ed
fourth graders and both sets of students had reading problems;
The Lippitté found both the tutees and the tutors improved.
Tﬁis study is looked upon as providing initial support to fhe
practice of learning through teaching k1975).

In 1963 Mobilization for Youth, under the auspices of the

National Institute of Mental Health, undertook a program where

greater attention was paid to the cognitive area. In an after-

school program high school students tutored disadvantaged, low- .
achieving elementary school youngsters in reading. The tutors

participated in a two week\ pre-program training session and

»
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weekly in-service sessions. The post-test data showed that the -

N

tutors made a mean growth of 3.4 years as compared with 1.7

years fof the control subjects (Cloward, 1967, -p. 22). Gartner,.

1

in his review of the study, concluded that the tutors also
E ) T o )

gained a new attitude towards learning and "a new self-

conscious, analytic orientation in dealing with all kinds of
problems, not jdét'academfc work" (Gartner, 1971;‘pl°4). The

youngsters receiving tutorial assistance were also reported to

have made significant reading improvement. An important

finding} according to Cloward (1967), to be noted here, is that
high achieving tutors had no greater effect on the reading

achievement of their tutees than did the low achieving tutors.
3

This *suggests that the academic standing of a tutor may be of

negligible value in cross-age tutoring.

Allen (1976, p. 156) in his review, suggests it may'be
preferable in the selection of tutors to choose those who might

benefit the most academiéally?from teaching other children.

McGee, et al., (1977) in their comprehensive_rgview of the

literature on using children to assist other children, drew the

conclusion that the specific academib'prepara;ion of“the tutor

did not seem to be a limiting factor in the:training of "change

agents™ ({tutors).  McGee; et al. fepofiédfeﬁ—maﬁy—pfejectswthat~

employed children with widely ﬁariedlcapabiliﬁiesALbehaniQL
disorders, mental handicapﬁ, and learning disabilities) to
<function as change agents with children having problems similar

to their own. They conclude:

-%



investigators are faced with tremendous latitude in—
the intervention teachniques that children are capable
of learning and, at the same time, with very few
. limitations in selecting ch'ild agents (McGee, et al.,
1977, p. 468).

A report on Youth Tutoring Youth in New York City,
pbublished by the National Commission on Resources {1972),

discussed a_program in which fourteen and fifteen year old ..

underachievers were hired (for financial remuneration) as tutors
-
£

in‘several Echbols, in Philadelphia and Newark. Subjective

=

2z
E

evaluation showed that both tutors and tutees made the following A&

L

gains: (1) a sense of work responsibility; (2) an appreciation -

of learning; (3) improvéd literary skills; and (4) motivation to

work and stay in school. Due to the success of the projéct s

sixteen other school districts set up similar projects. Kopp

(1972), in ‘his discussion of the Youth Tutoring‘Youtﬁ Qrogram in

Atlanta, noted the success of employing underachieving high =~

school pupils to~tutor underachieving, elementary school-
pﬁpilsl Early repofts ihdicated thatjboth tutor and tutee
gained in readiﬁé skills, no;f&é that some tutors gaingh as much
as three years over a period of one semeste;.

Wassermann and Stanbrook- 4¢1981) reported a casefstudy

E

employing a tutoring technique termed Inverse Tutoring, C -

referring to the use of a reading disabled pupil employed as a

tutor for a youné child in need of help in feadinéi Stanbrook,

the researcher for the profect, chose a boy who read many years
’ V !v),) -

below his grade level. The tutor was involved in the lesson

planning and role-played the sessiqhs prior to actually working

oA

w: ’, | - . = b ‘ 7 ’



wgth the tutee. Due to tﬁe short ten week peribdrbfrihéi;tudyiﬁimi

no firm conclusions were drawn. Some considerations however,

were presented: (1) improvement in word analysis'andAdeéoding
skills were observed; (2) the tutor appeared more relaxed and

enjoyed oral reading; and (3) the tutor improved in the skill

E

areas he taught. o

In 1971, Haggérty implemented a‘tutoring prd%ram with

o

undefachieving sophompr and junior high boys who were

i
identified as having distipline problems. These boys tutored
-elementary school children gwice a week and Q%owed significant
increase in self-concept, self-acceptance;'énd grade podint
ave:agé.

In another study, Hayes (1978) imblemented a program at a
nongraded inner city schooi, in which he set up a peer tﬁtoring
program -in an effort-to dec:easé—discipline;pﬁoblemst - -
specifically fighting--and to increase reading comprehension of
both tutors and tutees. Students were selected from discipline
réferral files. The findings indicated positive results; the
-number of discipline referrals for fightiné decreased aﬁd
readiﬁP scores improved. 4

Céapo, at the University of British Columbia, in 1976,
employed six adolescents on probatibn. They inclqded three

girls and three boys whose reading levels ranged three to five

”yearérbéﬁiﬁa the averagéiage-graaéﬁlevei. Al

1 had droéped out

of school and were enrolled in a rehabiitation project. Prior

to starting work with their tutees, the tutors pa;t;ciapted in a
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three week training program which involved charting and

-

measurement procedures, oral reading tasks, verbal and non-
verbal positive reinforcement procedures, and strategies in

ignoring inappropriate behaviors (p. 365).' Results indicated

that bo tutors and tutees improved their scores on the

st da;dized readi;g ;ests used. The tutors also showed change
in their behavior as a resultrof their responsibilities. That
is, they no longer stayed out until the early morning hou;s.

The study, "Bakers Dozen" (in Segal, 1971, pp. 59-71),
cited in an earlier and more éxp;icitly reported section of this
litgrature review may also be of note here. The ofganizers
brought together a group of young sécially disadvantaged, .
poverty restricted adolescents and trained them as aides. These
. a%des in turn provided mental health services for younger
counterparts. The data showed that regaréleés of intelligence
or behavior, these young people were able fo provide a valuable
service to the community, as well as helping themselves in the
process (Wittenberg, in Segal, 1971, p. 70). The aides
- displayed improved feelingé of self-worth, and adjusted more
readily to and were able to cope with, difficult social
situations (Wittenberg, in Segal, 1971, p. 70).

Kopp (1972) states that‘an important benefit for tutors is

the feeling of having helped another student. When a’helper

sees that his assistance to someone in need is worthwhile this
often results in an improved self-image (Brager, 1965). This

idea supports Riessman's (1965) findings on the "helper therapy

3
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principle,” which points out the advahtages of being in the
‘helper role. This, of céu;sé, does'not exclude the benefits to
the helpee. It "only cails attention to the aid the helper
receives from being in the helper role" (Riessman; 1965, -p.
32). Riessman (1965), in support of his "helpér therapy

principle"” notes, that children who are involved in teaching

*

other children may profit

. . . from the cognitive mechanisms associated with
learning through teaching. They (the tutors) need to
learn the material better in order to teach it,.
Finally, the status and prestige dimensions attached
to the teacher role may accrue unforeseen benefits
(Riessman, 1965, p. 30).

Ellson (1975) relates that an essential component of any

successful tutoring relationship is that the tutor needs to show

interest and concern towards the tutee, and needs tberability to

form a good.interpersonal relationship.

As a nonprofessional therapist, the tutor has the task
of providing therapy ' in the form of extended samples

of warm, noncompetitive, permissive, and supportive
human relationship, preferably in a pleasant
environment. . . . concern and the ability to
‘establish good interpersonal relationships are more
important than expertise in subject matter or teaching’
skills (Ellson, 1975, p. 144).

- Thé importance:of the affective (emotional)'benefits of
forming helping relationships thfough the tutoring process is ‘

the primary focus of the extensive research carried out by

Thelen (1969). Much of his work is concerned with children who

were not successful in school and who also manifested degrees of
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emotignal disturbances.A Thelen (1969) stresses the human
relation aspect of ", . . the tutoring program (is) not an end
in"itself but an expression of the 'caring reiationéhip,' one
which can and should become the cenral focus of the schoGL"'(in

Gartner, 1971, p. 26). 1In analeizing a large number of

‘studies, Thelen (1969) wfites "that participation and

understénding of oneself in‘ihe school helping sifuations,méy»be
helpful, if not actually required . . ." (Thelen, "1969, p. 239).
In the literature, there are basiéally two paints-of-view
for setting up tﬁtoring programs: structured aﬁd non-!
structured. 1It appears that when the gains of the tutee are the
mainvgqgl, effects 'are greatest when>the méterials are
structured as fééorted by S. Bloom (1976); Ebefsole et al.
(1972);‘Harrison (in_Allen, 1976); and Cloward (1967)- ﬁon—
structured programs bn;tbﬁ;ofﬁerihéhaiabpeaf t6 be”£hé»ﬁofé'A
suitable choice when égsitive subjective changes and reactions
;re hoped for, but such progréms are not always supportéd by
statistical evidence of learning gains. Some authors (Q;rtner,

et al., 1971; Thelen, 1968) recommend non-structured tutor-
selected. or tutor-created content. Gartner, et al.’Tl97l) make
the point that it is the creativity of the tutor in making his

own materials thatris-centgalrip holding his interest and in

producing gains for him.

There are virtually hundreds of studies reébrtiné on the:

gains of ;he tutee and although these gains are important, it
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was not the purpqsevof this study to focusrin éhis area. ‘Thds
this review of the literature has centered mainly on the tutor.
The studies cited show strong agreement. TLearning through
"teaching is an effective method of prémoting student learning
and change.
This chapter has considered research in the areas of:
needs, behavior, and pupil-outcomes; interpersonal skills

training as a factor in specific learning outcomes; and effects

of tutoring on the tutor.



36

CHAPTER III

DESIGN AND PROCEDURES - .
J

.-

This chapter will outline the design and discuss procedures

employed in the implementation of the study. The following
topics will be discussed in separate sections of the chapter:
the selection process, the invéstigation period,fexclusiqns from
the stuéy, the training program, and the tutoring program;‘
Addifional sections will descyibe the aata collection process,
instrgments used in the study and the data analysis. / |
éiven that the main purpose of the study was to design a
program for disaffected adolescents to reduce needs-related
behavioral symptomology and to examine the effects of traininé
versus no trainihg on the observable behaQior and academic
_performance of the tutors, the followihg ﬁull hypotheses were{f
tested: l |
1. there will be no significant difference between the
pre-test mean sScores on standardized measures of
reading acﬂievement for the 10w4a§hieving adolescents
involved in the experim%ntal training program and the

low-achieving adolescents in the control group;

2. there will be no significant difference between the

post-test mean scores on standardized measures of
reading achievement for the low achieving adolescents
involved in the experimental training progtam and the

low~-achieving adolescents in the control group;

v

i
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3. there will be no significant difference in the pfé4test
behavioral rgting scalés for the adolescents in the

¢ experimehtal training program and the adolescents in 7
the control group; and

41 there.will be no significant diffeféhce in the post-
test behavioral rating scales for the-adplescents in

the'experimental training program and the adolescents

+

in the control group.

THE SELECTION PROCESS

The investigator sought and fecéived approval for the study
‘froﬁ.the,University Committee on Human Relationé (Appendix A)
and the Reggarch Committee, Professional Development Centre, of
theABurnaby School Board. Thi§ committee recommended Edmonds
Elementary;Jr. Secondary School as a possible site for the
study. ,(Apéendix A). The inQestigator ﬁet with the princip;l
of the school.in'the,SpLing,ni;1979. The proposalrwas accepted

and in September 1979, the selection and training of adolescents

was begun. After four weeks it became apparent that the progrém

could not be accomodated as:é s;fficient number of elementary
school students could not be identified to participate in the
tutoring pért of the study. Thus, the investigator terminated
&
the contact with the students and withdrew from the school..
A second set of schools was then suggested by D;, Blake
Ford, Chairperson of the Research Committee. Meet;ngs,were held

in November 1979 with a counselor at Royal Oak Jr. Secondary”

School. Preliminary acceptance of the proposal was received and
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subsequent meetings were heldeith teachers'frdm Marlborough
Elementary School ‘and Royai 6ak Jr. Seconqary. The“staff‘of l
both schools agreed to participate, and materials describing the
pfogram were distributed. "The informatiénal package of
materials'ihpluded: (1) an,introdqctory meésage describing the
materiéls in the pQEkage,and how to use tﬁem; (2) the proposed
course outline for the experimental group ofAstudents; and (3)
the Teacher Rating Scalef These'materials,are found in |
Appendix A. |

The teachers &ere asyed to read through the materiéls, to
identify stﬁaents who, in their observations; displayed needs-
related behavior, and to return the Teacher Rating Scale to the .
investigatsr prior to December 19, i979. Of the twenty Te?cher
Rating Scales distributed to th‘high's¢hoolvteacher§, ten were
returned, in which forﬁy—niﬁe-ad;iéﬁcénfs,rggesgij—lé, wére
identified as ménifesting behavior related to emotional needs.
A summary of the behavioral types by sex and assigned rating for
all high school students is foundrin Table 1.

The selection of students into the expefimental group of

’adoléscents was made on the basis of teacher identification of

observable classroom behaVior.'>Because of the high inference

nature of the -behavieoral scales,students were selected-only — ——

where two or more teachers, in independent assessment, rated a
student as manifesting a specific behavioral pattern. A rating
of three was made in instances where teachers believed the.

behavior to be seen in its more extreme form. Ratings of one
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were assighed if behavior:ﬁas thought to be less severe.
On January 8, 1980, the investigator Stérted the selectio;”
process. For those 34 adolescents idéntified on the Teacher
Rating Scale as clearly manifesting behavior related to
emotional needs‘(ratiné of 3), a check was made of their daily
course schedule. This was done to determine thch students
could drop an elective subject and take the training brogram in
its place. This initial séfeening left two -groups of 20.
possibié'qanAidates. Each student from this remaining group. of
20 was interviewed by the fhvestigator and ;sked if he/she would
be interested in enrolling in "Interactive Tutoring™ as an
electivebwhich~would begin the fol;bﬁing term (January 22,
1980). Those students who expressea'interest in being a tutor
then had to seek approvadl from the teéchers who would be
affected by their timetabling chahgéé. At the same time, a
letter, asking for parent or guardian app;oval was taken. home by
the students. (See Appendix A.)
Twelvé adolescents.received aéproval from teachers and

parents, and were accepted'inﬁo the program. "~ Although one of

ez = . Co-

the twelve received a ratisng of Lfbﬁ'the,scale, she was -~ : -
nevertheless selected to bring the number of students up to

twelve.

The,§§h§£ol group also consisted of twelve students, each
of whom was also assigned a raﬁing of 3 on the scale, but who
were unavailable for a variety of reasons, as participahts in

training in the program. Table 2 shows the behavioral type and
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assigned rating of the students in the expe:iméntal and cdntrol
groués. ( .

The élementgxy school teachers using the same Teacher
Rating Scale igentified 25 pupils} ranging in agé from’6-11,‘as
manifesting needs related behaviors.k'A summary of this
informatién is found in fable 3. Tweive pupils-were then
selected by the investigatog'using a random numberé table

@,

(Tuckman, 1972, p. 441), to participate in the experimental

)

group, and twelwve in the control group. ' Letters seeking

/9permission £§; the pupils in-the experimental group to be
. tutored -by the adolescents were sent to ;he parents and
guardians (Appendix A). The behaviopal profile rating for the
experihentél and control.groups of elementary pupils is
iIlust;éted in Table 4. Iﬁ shoulé?ﬁe noted that the elémehtéiy
teachers completed ;he Teacher Rating Scaies as a grbup; and
submitted a list of only those studéﬁts they believed to
"manifest clearly" the behaviors described in the Scales. Thus
all elgmentary puéils ideptified wére assigned a rating of 3.
The organizétion of the tutor/tutee pairs was facilitated
by information from the Teacher Rating Scaleé. Effort wés taken
to match behavioral types, alfhoﬁéhﬁthis could not always be
done. Tablé 5 illustrates the organization of the Egtof/futee

pairs.
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BEHAVIORAL PROFILES RATINGS OF. THE EXPERIMENTAL AND CONTROL GROUPS
5 . (HIGH SCHOOL STUDENTS)

Aggressive Submissive Withdrawn Psychosomatic Regressive

Experimental
Group

Karen X ‘ : ’ 3

Paul ‘ e 3
Holly -3

Sabina

W

Dawn . rvA 3
Corry 3 -
Doreen - . - T 3

Dana ' , - 3 7

Tod 3 ‘ ‘ ’ <.
Jodi 3 ‘
‘sara o |

Bonnie - 3 A{n.= 12) i Lo

- Control . .

Group . T e L ARt
Iris . 3 _ )

Chris , o -3 -

Don : , i , 3

Bess i 3

Toni : 3 -

Liz : 3 A
Mike - 3 . v ' 1

Norm ’ - I S T T

Dianne : 3

w

Dan

Rhonda A 3

PN

12)

Larry . . - 3 ' . (n

it Hte Sl e S kS e 4 Bl st bt
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_ S TABLE 4 . i
J
BEHAVIORAL PROFILE RATINGS OF THE EXPERIMENTAL AND CONTROL GROUPS -
{ELEMENTARY SCHOOL PUPILS) J
Aggressive Submissive Withdrawn Psychosomatic Regressive

Experimental i :
Group -
Gordon ' ' T 3 -
sane | S | o
Bob , -3
Dora ’ 3
Alison o co B 3 T T ST e
_Sharon , 3 |
Greg 3 ‘ »
Kim 3. i
Steve 3 -
Betty ' . 3
Gary - g . lli 3 1
terri 3 . .. Ma=12) -
Control o o ' - )
Group . / . ,
Tommy 3 1 2 . B J
Claus - -4: 3
Robin o 3
Joe 3
Don ' 3 ' .
Nick - a .3 R
samy ; - 3 ’
Alan- - 3 — 3
Candi - 3 j
Dave - 3 ) %
Frank 3 i

S
'

Larry - V 3 ' ™ = 12).

L
e b RSy o
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TABLE 5 ) .

ORGANIZATION OF TUTOR/TUTEE PAIRS - :

NAME OF TUTOR SEX BEHAVIORAL TYPE 'NAME OF TUTEE SEX BEHAVIORAL TYPE

1 Ka;en F = Withdrawn .Gordon’ '{M Withdrawnv
2 Paul M Ps¥cho. I11. éary M  Regressive
3 Holly " 'F Aggressive  Terry - - F . AggressiVeq?
4 Sabina ' F Aggressive Kim ) ; F  Aggressive .
5 Dawn x' F Withdrawn ’ Sha?§h ' F Withdrawn
-6 Coriy’ ' M Aggressive 'éreg M ;AggressiVe"
7 Doreen e F Withdrawn Bob ; 1ﬁ\ Aggressive
8 Dana ' F " Submissive ~ Alison . F Submissive
9 Tod M Aggressive Steve - M Aggreésive
10 Jodi /F Aggressive ‘Dora . F Aggressive
11 Ssara ‘ F Submissive Betty . . F Submissive
127 Boﬁnie 7 f” Aggréési?é rJénérv o Fri Subﬁissive
N
%



" PHE TRAINING PROGRAM

The design. for the training program was based upon the
Carkhyf£f (1969) and Gazda (1971) models of interpersonal skills
training, with modifications made for age -and nature of the:

adolescgnts sample. The Inferpersonal Skills. Training Program

K

consisted of eight hours of iwmitial Eraining,ftaken over a three .

week period. The Inverse Tutoring stage of the program
c - . ,

§

consisted of three-one half hour sessions a week conducted ovér

a period of 15 weeks. During-this latter stage of tutoring, an . ..
additional one and a half hours each week waé devoted to on--

going interpersonal skills traihing and student preparation for

the tutoring sessions.

Because of the normally poor attehdance repords of the
students‘in the experimental groué, onlg'four of thé 11 studenfs
received the full eight'hbdrs 6fwiﬁifiéirtfaininghm ngévéi,'nd
student missed more than three hours of trainingk "The students
in the‘control<gr6upl;ecgived nortra;ning. . f/j

Tﬁe initial training experience, focused o;\yhe skill of
;mpathy, énq employed deionstration videotapeﬁbjpaper and pencil
instrucfional tasks, live practice'in‘diads, and group

discussions. The training sessions included journal writing,
1

and a news drrsﬁggingrtime. A complete description of the

training program, including an outline for each training

session, the introductory handbook, .the instructional handbooks,

paper and pencil tasks, and samples of interactionrleaderé,-are

g

found in Appendix B. Since an important concern of each session



was to be aware of and sensitive to the individual needs of ‘the
studégts; there were times in which Spééffic plans for the day
had to be set aside so tha; students could talk about personal
feelinés. This strategy appeared to help gtudents feél more
comfortableﬂand appeared to cont;ibute an importantraimension to i‘
the training. _Sgch proqedureé are éﬁecified in the work of

Truax andACarkhuff (1967) as gpnt;ibuting immeasureably to the

effectiveness of training.

THE TUTORING PROGRAM

&

The tutoring stage'of the study commenced on

'éebruary 19, 1980 and continhed £pr 15 weeks until May 30,

1980. Tﬁe éutoring program had three main components: (1) the
infroductory sessions--"Getting to Know the Tutee;" (2) the Qne;
to-one tutorihg sessions; and (3) the on~going interpersonal
skills training. A brief description of each cdméonent followé,

with the details of the day-to-day sessions located in

Appendix C.

THE INTRODUCTORY SESSIONS‘

The student-tutors observed their prospective tutees in the
3 A

classroom setting prior to the first tutoring session. Prior'to 

. this observation, discussions wene:ﬁeldﬁwithmthepstuientgtutaL&mﬂuﬁfﬁf;f

e

which focussed on what .to look for add4how'to'carrv out the

observations. Student-tutors compiled a list (Appendix B) of
behaviors and classroom activities they wanted to look for.

Following their. observations a discussion was held with the
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‘"investigator focusing on %Heir reactions to the glassropm
activities and their individual pfospective tdfee.

)lThe first session»uith‘ihe tutee wés called "Getting to
Know Your Tutee." Studenf-tutoxs pre;ared'for this session by

composing a list of possible topics which could be used for

[Nt

discussion wfﬁﬁ tutees (Appéndix C). They were encouraged to be

s%nsitivéﬂt6»tutees' feelihgsihhdanot to push for answers.
~ THE TUTORING SESSIONS

The fdtoring sessioﬁsfﬁere one-half hour loné, and were
held three times a yeek. The investigétor provided the tutors
with a guide to follow in sélting up fhei;,tutdting sessions
(see “interactiye Tutéripg D;y Plan"™ in Appendix C). This guide

was followed for a fewvdays or weeks until the individual tutor
’gained coﬁfiﬁéncé in his/her‘ability torplaﬁyrpr as in some
‘cases, the tutor and tutee;pla#ned toéet;e;; the neit day's
activities. Béécriptions and exampies of some of the mdterials
usédrby the tﬁtérs'areVfound'in.Appendix.C:A The tutoring
sessiongﬁtook“place in the'libréry of the‘eiemenfary school, and
therefore, books at all ;éadiné levels were eaéily obtained.
Once a wéek_the futees brqught their basal readers to the

A

sessions, and occasionally (although this was not encouraged),

they brought classroom work with them. At the end of each

tutoring session the tutors wrote in their journals what they

did, how it went, and how they felt about the day.

[
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- ON-GOING TRAINING SESSIONS o s
The journal writing and news or sharing ¢ontinued
' thFodgho&E.tﬁeﬁtﬁtoring phase of the study. Interpersénal
skills training sessions continued but not on a daiiy*basis.

These sessions are outlined in Appendix C.

DATA COLLECTION -
Data for the stuay were collected from several sources and
~~ each is described below:

The qualitative data. Anedotal data were collected fof

each of the adolescents in the experimental group and are found.
in Appendix D. These data are summarized in fhe form of case
studies (Chapter 1IV) and describe information found in éChool
records and teacher reports, pre~study behaviorsfand
observations madg by the investigator during the training
program.

The Teacher Rating Scale. The Teacher Rating Scale was

adapted from a simiiar1scale developed by Louis Raths (1972).

The instrument identifies five behavioral profiles which link"
observable classroom behavior with emotional needs. The
profiles do not cover all the emotional needs that could be

identified.' They:<are, however, those Egeds which are seen as

the most crucial and threatening to the child's basic growth and

.development (Raths, 1972). The Teacher Rating Scale is found in

Appendix A. A variety of studies have made use oﬁsthe Raths!'

behavioral rating instruments, in which pre- and post-



*assessﬁents of classroom behaviors have beén rated. These
’include studies by Fleming (1949); Jonas (196l); |
Machnits (1961); Martin 11961);5h5§§ermann (1962); and Stern
’(1963). The collection of the iniiial behavioral data has
~already been desribed. The post-study coilegtion of behavioral
data was made during the firstrweek of June, 1980. Teacher -
Rating Scales, with a note atgached,;equesﬁing;assistanceﬁ were
distributed'to tweﬁty high school teachers and seven'were?
returned to the investigaéor. Possible instrumentation 9ffecEéﬂ’ : _
on the scoring of'the post—sﬁudy Teacher Raﬁidg'Scales inclhde
the following: |

1. teachers may or may not have been aware of which
students were in thé tutpring program;

2. teachers did not know which students were iﬁ the
control group; .

3 there Qaé no control over which teachers At the high
schoolrcompleted the Tgachér Ratiﬁg Scale;éthat is, the
pre- and post-scales may haQe been completed by
different teachers;

4. even though fewer teacheré*éompleted therscaLe at the

time of the post-study, the écoring criteria initiated

on the pre-study was used--that is, assigning ratings

of 3 or 1 to students who were identified by two or E

more teachers as exhibiting needs related behaviors;

5. at the time of the post-Study data collection, one

+

adolescent fromtfhe experimental group and four from
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the control group were no longer .in attendance at the
. .

»

SChool; and h
& 6. the scale is a high-inference instrument, and validity
of response is based upon the collective percéptiops of

two or more teachers,

The Gates-MacGinitie Reading Test. The Gates-MacGinitie

2 b

Reading Test purpprts to measure skill#ﬁand-kﬁowledgevthat are
common to most school reading éurricula._ Survei E of this test
was administered,,in pre-= and posf-sittings, to fhe experimental
and control groups of aqolescents.

The pre-test employing Fo;m‘3, was arranged as an

unobtrusive measure in the first week of the spring term.

|

Students were notified through the counseling office that they—  —

;ere to be tested at a specified time. All students in the ;,
sample were tested in the same room, at the same time, by a
teacher from the high school. The administ}a;ion of the test
was hqndied'in a very sysfematic way.

The post?testing employing fofm 1;-was carried out in thev
last weeks -0of the school year. The end-of-year exam schedule
necessitated two sittings for the post-testing with less

attention being paid to the'siitematicArequirements of

administration.

The classroom teachers of the elementary school pupils

chose ndt to have their students involved in the reéding test

component of the study.



~ Reliability. The accuracy of scores obtained on the

——

Reading Test _was determined by the alternate-forms reliability

;

coefficient,, which~accounts for variations in the content of the
. . / oo - - “ R . . ,

¥

test from aﬁé‘form éGIEﬁUtﬁér and in v&riations of a pupil's
performahce from oné day to ahother.

Split-ha%f,reliability‘was al;o tested so that comparisons
could be made between pepforﬁance on one half of avtest and V
performance 6n the other half, during the same test period. The
resulting means, standard deviations and the ;eliability v | T
coefficients are given in Table 6.

-Many types of error may influence a student's performaﬁce
@hd reéult in unreliab%lity of test scores. A student may Be
affécted by bis/@g; physicalgpr emotioﬁ?l con;ition, by
distractions, or other factors at the time of the test, "In
general, all ﬁést scores, éﬁdith;r;f;f;”éii”;;f;¥§f;;ati§ﬁs( N -
should be regarded as tentative" (Gates—MécGinitie, Teacher's

Manual, 1965, p. 7). ’ ’

Scoring of tests. Vocabulary and comprehension were

identified as the major measures of reading achievement. «
Vocabulary and comprehension raw scores provided the information
for the grade score averages. The averaging of scores was

determined to be an acceptable method of calculation as it was

L], }.nvw B e L e e L e e et

group scores and not indiVidualireadinq‘perfggmance that wasg.

being assessed. This is not a recommended method of'obtaining a S

- £

"total" reading score ‘for individual students. However, "it

will not result in large errors, and many scoring services will 3

«

R ) flin



. TABLE 6

RELIABILITY COEFFICIENT FOR THE GATES-MacGINITIE READING TEST

53

Vocabulary -

Sﬁrvey E Comprehension -
Average Raw- Score Mean 23.0 30.1
Average Raw Score SD 7.3 8.8
Alternate form Reliability .83 .88
Split-half Reliability ) .80 .89
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provide these grade score averages" (Gates-MacGinitie, Teachers
) ' -

vMahual, 1965, p. 7). Table 7 shows each individual's pre-test

grade score and the averaged grade score. The post-test scores

are given in Table 8.

S

o




TABLE 7

'55°

PRE-TEST STANDARD SCORES ON MEASURES OF READING ACHIEVEMENT

1

“~

Vocabulary

Grqde Score )

Comprehension
Grade- Score.

Averaged
- Grade Score

Experimental Group

* Karen 5.6 4.7 5.2
'~ Ppaul 9.1 7.2 8.2
Holly 12.0 12.68 '12.3
Sabina 8.0 o 12.6t 10.3
_ Dawn 10.8 9.2 10.0
Corry 3.0 5.0 4.0
Doreen 9.1 9.6 9.4
Dana 7.3 5.0 6.2
Tod 12.7 12.6" 12,7
Jodi - %6 ~3.0 4.3
Sara 10.8 12.6 11.7
‘Bdnnie 5.6 4.1 . 4.9
) %8.3
Control Group
Iris 8.0 10.5 9.3
Chris 9.1 6.0 7.6
Don ~3.0° =3.0 3.0
" Bess 3.0 7.9 5.5
Toni 112.7% 12.6% 12.7
Liz 4.0 -3.0 3.5
Mike 8.7 7.9 8.3
Norm 6.9° 7.4 AT
Dianne 77 7.4 R X
Dan " 73.0 -3.0 3.0
Rhonda 6.2 4.7 5.5
Larry 6.9 7.2 7.1
' %6.7

~ raw score is below the lowést grade score level
*+ raw score is above the highest grade score level .-
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. TABLE 8 4
PCST-TEST STANDARDIZLD SCORES ON MEASURES OF READING ACHIEVEMENT B
S — ‘ i ’ - | 4
swiscts nz2e HEPLT “orede Sore | Geade seore
Experimental Group - ©
Karen - N - =
Paul ' Coe.r 7.9 8.3
Holly i ";?'=ﬁ~ ‘ : = ‘=
Sabina 7 ' 12.0 o 11+0 11.5 ‘
Dawn - 98 7.4 8.6
Corry o - 5.9' o 3.3 . " 4.6
boreen . - 10,8 7.7 3.2 e
Dana o 66 \ . 30 4.8 |
Tod - = : = o . =
Jodi - . - ;% -
s sara | 12.7* | 12.6" 12,7
Bonrmie : . 8.4 : 6.3 7.4
) . x8.4
“'c
f;ControlVFrdﬁp : -
T rpis 8.4 8.2 .
Chris 3.0 5.0 €.5
~ Don - mi - - h
Bess = = =
Tori 12,77 : ‘12.6% 12.7
Irz = ‘ = =
Mike = = =
Noro TLT 7.2 "7.5
Cianne 5.6 6.0 - 7.0
PES ’ - ' © 2 . ,
.. Rhonda 7.7 : i 3.5 5.6
LEaXry . 7 7 = = . f
' %7.9

. B
T raw score is above the highest grade score level

student in attendance at the school but did not take the test
= student no longer in attendance at the school N
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DATA ANALYSIS | I .

\

The t-test of a difference between means was ﬁsed to assess
the data comparing the experimental group and the control groups

of adolescents, and the éxéerimental and control groups of

elementary pupils (Tuckman, 1972, pp. 257-259).

STUDBﬁTS EXCLUﬁBD FROM THE SAMPLE

Seven);eeks into the étudy one of the girls- in the
experimentai group of adolescents was dismissed from school (see
case study of Holly). She was not allowed to return, rédhciné
the number of tutors 'to eleven;'§

‘After three tutoring sessions haa taken place, it was ™~
necessary to terﬁinate one of the tutor/tutee pairs‘(refer to
case study -of Paul). A second tutee was selectggjfrom those
identifiedAby the elementary school teachers, leaving, once-
agéin, eleven pairs of tu;or/tutéésli ﬁéhaviéfal datéha;e
incluéed'fqr the second tutee only.

At the time of the'Gates—HécGinitie post-testing, t;o
adolescents from the experimental group and four from the \
control group ;ere no lénger in attendanc; at the school. This
is identified by two dashes (=) in Table 8. Two adolescents

»

from each group, experimental and control, were registered at

v

the school-but did not appear for the testing.  This is - -—— B

. .
identified in Table 8, by one dash (-). Purther explanaticn of
these incidents -is found in the discussion section of -

Chapter 1IV.
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In thisiéhaptef; the selebti;n bféé;;s;ugHQAZfaining
progranl and the tutéring progrém; h;ée been described. In
addition the method o; data collection, instrumentation,yéhe
scoring procedures of the Teacher Rating Scales and the Gates-

) .
MacGinitie Reading Test, the qualitative dat% and the ™.
statistical procedures used for data ana1§sis\55vé also been
‘described. Thisrinformation was péesented as a basis for

understanding the results and data analysis 'in the following

chapter,

g B M bt Bl T fk s b Bl o



CHAPTER IV
FINDINGS, CONCLUSIONS, AND IMPLICATIONS

The purpose of the.SEudy ﬁas to develop‘ana implement a
,program for disaffected adolescentsvto reduce their needs-
refated behavioral symptomology. The program éonsisted'of two
phases: intérpersonalaskills training and inverse tutoring.
Four null hypotheses were tested to evaluate ghe effect of
-training versus no training on the academic,performance~éﬁé
observable behaviors of low-achieving adolescents.i The findings
regarding these hypotheses are presented in the first section of

this chapter. Z )

Additional sections of this chapter present the gualitative

éata, a discussion of the findings of the data analysis, and the

‘conclusions and impliéétioﬁsrﬁfwtbé'fééﬁits. A final section
R . : <>
discusses specific suggestions for further study.’

PINDINGS

Hypothesis I: There will be no significant difference

between the pre-test mean scores on standardized measures of in-

reading achievement for the low-achieving adolescents involved

in the exgerinenéal training program and the low-acbieving-

adolescents in the controlgg}oup.

' As previously stated in Chapter III, the Gatgs-MacGinitie
Reading Test, Survey E, Porm 3 (1963), was administered to all
adolescents in the sample group. As presented In Table 7, each

individual's averagéd-grade score was calculated by combining
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accepted. Although differences in the pre-test mean achievement

- r - [ —— ,,v et - ,,,,,,;,‘ [ ) )
the vocabulary and comprehension grade scores. This was

determined to be an appropriate method since the purpose of the .
test was to obtain information about the achievement of the .

group ‘and not to identify individual weaknesses or reading
performance. ) ' .
As presented in Table 9, the mean averaged grade score on

the pre-test measure of reading achievement wes‘8.3 for the

experimental group, and 6.7 for the control group. The

difference of Ilﬁwindicated,apslightly higher achievement score.

for the experin;ntaligroup“overVthe control group. A t-valne of

-

*1.29 showed the difference to be not significant. This

_established that the experimental group and the control group

]

‘had been drawn from ‘the same population.

Based on the data presented in Table 9, Hypothesis I was

scores favored the experimental group, the t-test showed that

- +

these differences were not'significant.

: : . - &
Hypothesis II: There will be no significant difference

between the post-test mean scores on standardized measures of

achievement invreading for the low achieving adolescents

involved in the experimental training program and the low-

A3

achieving adolescents in the contrpl group.

The post testing on the standardized measure of achievement

in reading was carried out in the last weeks "of the school
year. The Gates-MacGinitie Reading Test, Survey E, Form 1

'(1965), was adninistered to the adolescents in the sample . v
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TABLE 9

A COMPARISON OF EXPERIMENTALVAND CONTROL GROUP PRE-TEST - 4
MEAN SCORES ON SfANDARDIZED MEASURE OF READING ACHIEVEMENT

Standardized Measure of Standard
Reading Achievement . n Mean Deviation t-value
Experimental N 7 12 8.3 3.23
. . . ) 1.291 '
" Control ' . 12 . 6.7 2.82

lnot significant at or beyond the .05 level.
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group. The mean grade scores were calculated in the same manner

as the pre—test scofes (see table 8).

The t—tes;rqf uncorrelated means was used to establish the
significance of the difference in performance on the post-test
mean achievement sco;es for. both the experimental and control
groups. The fejection level for the hYpoghesis ﬁas‘at t@e”;os'
1eVe1 of significance. Rﬂv~‘

Table 10 shows a post-test mean achievement score of 8.4
for the.expérimen;ai'g:oup,'and;7i9’fdr”thé’c0htrol'grdup; ‘The -
diffe;encg of .5 between the means indicated that the
achievemén; scores of the experiméntal groﬁp were slightly“‘
"higher thaﬁ those of the control group. The t-value of .320 was
not significant at the .05 lével of confidence. Therefore, the
st;tistical;ﬁignificance in the performance of both groups on
the post-test measure of reading achievement could not be
demoﬁstrated. Hypothesis II was consequently supported.

Hypothesis III: There will be no significant difference in

‘the pre-test behavioral rating scales for the adolescents in the

experimental traininé program and the adolescents in the control

group.

’ As discussed in Chapter III, the teachers and counselors of

the adolescents were asked to identify students from the general

_school population who displayed needs-related behavior as

described in the Teacher Rating Scale (Appendix A). Forty-nine
students were identified, 12 of these students taken into the
experimental group and 12 randomly chosen and'assigned to the

.
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3 TABLE 10 ’ )
- A COMPARISON OF EXPERIMENTAL AND CONTROL GROUP POST-TEST
MEAN SCORES ON STANDARDIZED MEASURE OF READING ACHIEVEMENT
Standardized Measure Standard
of Achievement i n Mean Deviations t~-value
Experimental 8 " 8.4 2.86 ,
- t = .3201
Control - S 6 7.9 2.50
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control group. The data taken from the scale were used to
determine each subject's behavioral pattern. 1In addition,
frequency and intensity of behavior were assigned quantitative

-ratings. These data are_fgpnd in Table 2. Twenty-three of the A

aut

subjects in both groups. were assigned ratings of "3" (acute) and :

one a rating of "1™ {moderate). The determination of the ' ‘ -

as;ign;?jrating is detailed in Chapter I11.

ThHe significance of difference between the pre-test mean

scores on the behavioral rating scales was determined by using - _
the t-test for uncorrelated meadns. The hypothesis is supported
when the probability of differences arising from chance is ' :
greater than .05 for a two-tailed test. .
o s
Table 11 presents the pre-test mean scores on the

behavioral rating scales for the experimental and control . - Sk

grdﬁpsTTalaﬂg with the t-value for the difference in means. The

difference of .17'slightly favored the cohtr01'group. - However,

the t-value was -1.0 and theiefqre not significant at or beyond

Fa

the .05 level of confidence. 7 = . :
In consiaering Hypptheéis III, the t-test indicated that no

significance 'difference between the means existed. Hypofhesia

III was therefore supported. . o
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A COMPARISON OF EXPERIMENTAL AND CONTROL‘GROUP ?RE-TEST
MEAN SCORES FOR THE ADOLESCENTS ON THE BEHAVIORAL RATING SCALES

Behavioral'Rating , - Standard
Scales ' n Mean Deviation t-value
Experimental 12 2.83 .577
-1.001
control 12- 3.07 .0

lnot significant at or beyond the .05 level



-

< Hypothes¥s IV: There will be no signifiCant difference in
3 : , | ‘
the post-test behavioral rating scales for the adolescents in
——

the experimental training program and the adolescents in the

control group.

greater than .05 for a two-tailed test.

Ip the last weeks of classes fof’the school vyear, teacherg
were once again asked toridentify studenss; from the gemneral
population, who displayed needs related behavior as described in
thg TeachervRating Scale., Procedures employeé to determine the
post-test mean scores Were’similar"to:those described for the
pre-test behavioral scales. Thé difference in fhe post-test

rating was the addition of an assigned rating of '0' for those

' édolescepts identified on the pre-test but not on the post-test,

and the symbol (=) for those adole'scents no longer in attendance
at the school. A summary of the post-test ratings for the
ékpefimeﬁtal ahdVcoﬁgroiréréué‘a;ériiiﬁ;;;;teé igﬁf;ble ii.W ££e
individual behavioralltypes and assigned ratings for.the
experimental and control groﬁps are found in Tables 13 and 14,
consecutively.

. The significance of difference between the pre~test mean

. 4 -
scores on the behavioral rating scales was determined by using

the t-tests fonaskcorrelated means. The hypothesis is supported

when the p:obabilitymoéfdifféfenee5~a%isiag—%%em—ehaﬂeé—was

Table 15 presents the post-test mean scores on the
behavioral rating scales for the experimental and control groups

along with the t-value for the differences in the means. The
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TABLE 12

SUMMARY OF POST-TEST BEHAVIORAL
RATINGS FOR THE EXPERIMENTAL AND CONTROL GROUPS

67

S
Behavioral Ratings

Groups’ :
/ . » # 3Jl ” l " " O" =
Experimental -
n = 12 2 5 4 1
Control B
n= 12 ) - 5 . 2 1 4

!
3 - clearly manifest these behaviors (extreme)

1 - seems to manifest these behaviors (moderate)
0 - not identified on the post-test Behavioral Rating Scale
= - Suspended from the school . . .

Z

[

f




TABLE 13

PRE- AND POST-BEHAVIORAL RATINGS FOR

- ADOLESCENTS IN THE EXPERIMENTAL GROUP .
- ‘ ‘
Subjects ‘Assigned Rating of Behavioral Type
n = 12

. . . ! . / .
~ Aggressive Submissive Withdrawn Psychosomatic Regressive No Value

Pre  Post Pre Post Pre Post Pre Post. Pre Post

Karen o ’ 3 1 : o
Paul v 1 ) 3

- Holly 3 " , . ) =
Sabina 3 ' ' . , ' o 0
Dawn 3 1
Corry 3 3
Doreen’ - : 3 B 0
- Is . i
Dana " 3 1

Tod .3 3
Jodi 3 1
Sara 5 1 ‘ ’ 0
Bonnie 3 ' - ' , : o .

-= - suspended from_the school. ] I .

0 - not identified on the post-test Behavioral‘Rating Scale

1 - seems to show these behaviors (moderate)

3 - clearly manifests these behaviors (acute or extreme)
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TABLE 14

PRE~ AND POST-BEHAVIORAL RATING FOR
ADOLESCENTS IN THE CONTROL GROUP

e
Subjects . Assigned Ratings of Behaviofél Type &
n= 12 :
Aggressive| Submissive| Withdrawn | Psychosomatic | Regressive|No Value
Pre Post| Pre Post| Pre Post|Pre = Post| Pre 'foét
Iris 3 3
Chris 3 1
Don : ' 3 3
Bess - 3 =
Toni E 3 1 -
Liz 3 ’ . =
Mike 3 . o ' ' =
Norm 737 i 3 )
Dianne 3 & | 0
Dan 3 3
Rhonda 3 3 7 .
Larry :/ 3 : - ' =

=

= - suspended from the school

0 - not identified on the post-test Behavioral “Rating System

g . - PR S

1 - seems to show these behaviors (moderate)
3 - clearly manifests these behaviors (acute or extreme)

3 . -
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TABLE .15
A COMPARISON OF EXPERIMENTAL AND CONTROL GROUP
POST-TEST MEAN SCORES FOR THE ADOLESCENTS ON THE BEHAVIORAL RATING SCALES
Behavioral 7 ’ Standard
Rating Scales v n Mean Deviation . t-value
Experimental ~ «. & . 11 1.0, 1.09
-2.091
Contrel | 8 2.12 1..24
lnot significant at or beyond the .05 level
3
== A
FAN
R K b :
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difference in the means was 1.12 in favor of the experimental
group. The t-value was -2.09 and therefore not significant at
the .05 level of confidence. However, a t-value of -2.09 is

significant'at the .052 level of confidence.j’

In regard to BEypothesis IV, Table 15 shd;g xhét -the
Qifference in post-tést‘mean scores favor the expe;imental
gfoup, andrapprdach'significance (:052).3 However, results of
. g s f , _
Vthe't-test at the designated .05 levél aréfhot significant.
prptﬁeéi;iIV was not therefore rejected. ’

v ' i» -1




QUALITATIVE DATA
The data preéented in this section are bas;d on the

investigator's observations of the adoleaggﬁts' behavior over
= - \ . °

the ‘course of the study. Although qualitative in nature, these

P

data add another important perspective to the understanding of

the adolescents' needs, and interpersonal relationships. As

»

3 ¥

acknowledged by Maslow {1954}, interpretation ofrbehaviorw
requires an on-going, dynamicaliy subjectiVe‘approach\which
complements the traditional behavioral perspective. It is |
‘believed that trying to understand observable behavior helps to .
increase our’knowlédge of huﬂan{intefactions.

Case studies are presentéd for‘the twelve adoléscents in
the experimental group. Each stﬁdygincludes: " the description “
of beha?ioral type and assigned ratfqgs ag.fecorded in pre- and
- post-test measures {see Tables 13 and-14); the pre--and post- - e
test reading achievement scoresﬂigeé Tables 7 and 9), a
description of the adolescents' behaviors observed {;éthe . hYA
training ggﬁsionsAduring the fifst‘ﬁﬁék of the study, and a
summary of the anecdotal observational data included in Appendix

E. All subjects' names have been changedvto insure the

.énonymity of each participant.
)

)




' ' CASE STUDIES
KAREN
Karen is 15 years old and in grade nine. e is short, LL

)

slim, and dresses in the typical jeans and t-shfirt. Records

! .

show she Aegularly attends school and has had a sustained

failure ;n her 'school work. 'Reports from,teaéhers of p;evious
grades indicate that she is 'Qeryishy, extremely
uncommunicétive; very un}esponsivg, and low inlself-esteem.'
,kare;'é withérﬁﬁn gehévior‘éauld berseén in her lack of
communicatian with everyone.,'Shéadéver volunteered
information; ﬁéi\answer to questions directed to her was sften
only a nod or a shrlug. As Karen slowly gained c9nfidence in the .~

tutoring class, SQE’st%rted to interact with her- peers. As this

occurred, she paid less attention to her ,t,,t,ites,a,pd, started to

- '
o

express the ;ngeiwinside. She began to talk about how she hated

school énd the.teachers. The aﬁger started to pour out. The

éuiet, polite girl disappeared and was replaced with a/verbaily

éggressive and opinionated person. Early in the study Ka;eh

~told the élasg'how éhe wanted a job but was too afraid to go in

;nddaék; She’whs very proud of' herself when in the.last month,’ .
i , ) , 7 .

she reported that she was wbrking:in one of the fast food
.

outlets. Karenzrefuséd to take the reading test because "it

-wouldn't help® her in aﬁy way. BHer withdrawn behavior seems to
have been feplaced by patterns of assertiveness and )
rebelliousness, Classroom teachers reﬁorted a similar change in

Karen's behavior. - - -

T~ A



! B - T .
Y >
o : e
‘The data collected on the Behavioral Rating Scale in post-

g : ' . . ' - i o o
"test setting showed ratings ofil1" (moderat®}h {n the category of

withdrawn. This was a decrease from the pre~-test rating of "3"
" ’ R'., - . ] o
(acute or extreme), Karen's teachers seem to concur with the

investigator's observations of a moderating of Karen's acutely

‘withdrawn>behavior énd a "coming qpt" of her shell.

On the pre-test Gates-MacGinitie measure of reading
achievement Karen atfained.iﬁ averaged grade score of 5.2. This
inaiéated.perforggngg of mérevthgn four:yeargibelqwrhg;”g£gggjiii

level of 9.5. Karen refused to participate in the post-testing’

a

of the reading test and conseguently no -post-test score is

available.

- - PABLE 16

- PRE- AND POST-TEST DATA FOR KAREN :

2

Raren - Behavior : * Reading Achievement
i Averaged
Type Rating “Yoc.  -Comp. Grade Score
Pre withdrawn 3 5.6 4.7 , 5.2
Post withdrawn 1 - . - -
f



PAUL i S S o

w7

- Paul is 13 years ol4, overweight, and is often seen with

his clothes in disarray. An investigation into Paul's school
e ,

) - , , , v
recordss, coupled with conference reports from past and present
teachef’s suggests that Paul's behavior might derive from a need
for recognition and self-respect. Behavioral data contained in

-

the cumulg?ive-school records point to long-term feelings of

3\ inadequac§ and this appears to be linked to his inability to

éuccessfully compete with his twin brother.

3\Paul had mapy'féél and imagined- illnesses in the early

. months\pf the investigation. He broke hié arm, complained of

VheadacheS)\hurt his leg or arms almost daiay from collisions
with walls 6rnt&bles, experienced invisible rashésnon his body,

complained of\Iack of sleep, and other smaller problems éuch as
sore finge?s and scratches on various parts of his body. The
othe; students did hét like him. They would tell him to smarten
~up; to whicﬁ he responded with verbal abusiveness. 7Over the
period of the investigation, these behaviors subsided. His
complaining about ‘his ailments diminished. He listened more to
thérothers in the class. Two\of-Paal's teachers reported that

N

he was handing in his assignments‘regulquy and was doing

passable work. However, he was still experiencing problems.

»

physically _aggressive with others.
The data collected on the Behavioral Rating Scale in the

‘post-test settiﬁg showed no rating for Paul as.having
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psychosomatic syhptoms of illnessééa'Suﬁgtantlal’decreasé‘Iféﬁww

the initial rating qf "3" (acute). " However, a rating of "1"
{moderate) in the category of “aégressive” behavior was made--as
teachers began té see Paul's anger beginning to turn outward.

On the‘pre-test Gates-MacGinitie measure of reading
achievement Paul attained an averaged grade score of 8.2, a
performance only slightly behiné his aefﬁal graderlevel of

8.5. Paul scored 8.3 on the Gates-MacGinitie post-test--an

increase of .1 over his pre-test score in reading achievement.

TABLE 17

-

PRE- AND POST-TEST DATA FOR PAUL

Paul ‘ Behavior Reading Achievement
Averaged
Type Rating voc. Comp. Grade Score
Pre ~ psychosomatic 3 9.1 7.2 8.2 7
illness
Post aggressive . 1 8.7 7.9 8.3
psychosomatic 0
illness ’

ey

~.
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from school seven weeks into the study.— -

HOLLY | - o - L
Holly is 16 years old, in grade 10, and'dresses in jeans,
t-shirts, and jean jacket, Reports from elementary and early
s céndary school teachers contain informatioﬁ pointing towards a
deep need for love. The reports tell that Holly cried‘easily/r’ {L\
and often, «that she‘oféen expressed to méﬁ; teachers how "no one
ed about her,™ or that sheruas 'aiways left out." Throughout
elementary school Holly achieved almost straight "Avs", During;
the past year Holly has been a chronic abséntee and her school
work has deteriorated. 1In discussion with her pfésent teachers . —
the investigator heard such thingé aé; Holly is "an angry young
lady"—=o0r she 'seéms to be seething inside.™ It was the
teachers' opinion that her behavior fs related to the father's

abandonment of the family a few years ago and her mother's acute

alcoholism,.

From the first day of class Holly woulé—; t do any §f -the
written work, nor wéuld she‘answer directly..a queséions put to
her. She sat with her head down and would not look at anyone
unless the discussion turned to’sex or drugs. ;;ter two weeks
she asked to be allowed out of tutoring. This could not be
arranged. When the tutoring sessions étarted, Holly ignored the

tutee or worked with her in a minimally helpful way.

" Bolly came to school intoxicated on drugs and was suspended

Data collected on the Behavioral Rating Scale in the pre-

test showed a rating of *3" {acute) in the category .of
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"aggressive"” Eehavior., On the pre-test Gates-MacGinitie measure
of reading achievement Holly attained an averaiég grade score of
12.3. This showed Holly to be 1.8 above her grade level
indicating Holly's reading performancé to be far above the
performance reported by her classroom teachers. Hol}ly was not
in attendance at the time of the post-test collection of

behavioral or reading achievement data.

-~

PABLE g - , : e e

PRE- AND POST-TEST DATA FOR HOLLY

- Holly Behavior . Reading Achievement
: : Averaged
Type Rating Voc. Comp.. Grade Score
Pre 'aggtessiyélww‘ 3 o 12.0 . 12.6 .. . .12.3
Post - “ - ' - - -
» ) :
¥ .
- ¥
- ‘X
3 ’ J




SABINA

‘Sabina is 14 years old and>in grade nine. She dresses in
the typical jegns and t-shirt, however, hers are the expensive‘
designer styleﬁ. An inveftigation into school records éuggest
that Sabina's behavibr might deri&e from a need for léve and
affeétion. Anecdotai records contained information pointing to
long-term feelings of being.alone or "lost in a crowd," élséﬁﬁ
sense of injusﬁice. These feelings appeared.to be linked to her
inability to find a "place” in her family. Sabina is the

youngest of nine,childrén.' Her parents are elderly[and are
* /

s

often out of town. . o

Sabina's agéreésive behaviors are manifested in many
ways. Shgris sulien, coppla%ns verbglly’in a loud sometimes
.abusive way, and is ready to . strike out at_all times.. .Her. anger
is expressed through constant complaining of injustices and %er

. B4 ’

critical attitude towards peers, school authorities and :
family. She tells of spending time aioﬁe at hohg or of beiné
ordered around by her oldef siblings, at times being physiéally
abused by her brothers. She expresses hér desi;e for more

attention from her parents.

Sabina showed a change in her behavior and attitude by the

end of the term.. Her ability to listen improved, and she

with her peers or the school, She smiled, joked around and

appeared happier.‘ Her complaints about her home life did not



change;lhoweQer, they digiﬁé{ seem to occur - with the same
frequendyﬁahd intensity ag in the beginning.

The data collected in the thayioral Rating Scale in the
post-test setting showed "0" rating (not identified in any
behavioral category), a subst;ntial decrease f:om’thé initial
rating of '3",(acute)rin this'categoiy. Sabihais teachers.

reportéd that she didn't seem to be verbally abusive any longer

and that she was listening and not interrupting in class as was

V

Oa—the pre-test Gates-MacGinitie measure of reading

-

her previous way of‘interacting.

achievement Sabina attained an averaged grade score of 10.3.
This showed Sabina to be .8 above her grade level. Her post-

test reading score was 11.5, an increase of 1.2 over the pre-

test score in reading achievement. B /(\

TABLE

PRE~- AND POST-TEST DATA FOR SABINA

Sabina Behavior 4 Reading Achievement
o Averaged
Type Rating Voc. Comp. Grade Score:
Pre aggrej;;eé 3 8.0 i2.6 10.3 a
Post aggressivg ) 0 12.0 11.0 . 11.5
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_DAWN a /

" pawn is l§ yeaq?‘old and in grade 10. She is of ave;age
height, overweight, %nd dresses in jeans and Mac shirts. The
school reésrds show shevhaséﬁad su;tained failure in the core
subjegﬁ ;:eas. Reports from teachers of previous grades -
indié;te'{B&t she withdraws from coﬁtact with her peers} and’
always seems to be-on the fr{aye, seldom'joining in, or offeringv‘
her opinioﬁ.f

Dawn appeared to have a need to please adults. She iri§¢
. to figure out what "should" be -said, and then would express_ ;
ip. Dawn enjoyed the inte;perSOnal skillsltraining and
discussion times. She often expressed héw it was nice?po be
listened to: Dawn changed her style of dress, her hai;;.and
" lost weight during the term: She also started to voice her own
 $§£5105§, at times apologlz;ng fé;bﬁe;u;éégé;7b;t:§wnihg them.

At the end of the term sHe announced that she had decided to.

quit school and work as a waitress. She said school was simply

"too much of a hassle."™ \%\/'
The data collected on the Behavioral Ratihg Scale in the
post—teét setti;g'showed'ratings of "1" (mdderate) in the
category of withdrawn. Thié was a decrease from the pre-EeSt
rating of "3" (acute)., -Dawn's teachefs~seemft6—ceﬂcurmwith~thé'*fuugéfii
Winyestigaxgxts,gig¥4nf sgging,Daun;s4acuxelyguithdnawn4behavLag”,”,,,,44f

subsiding and her emerging sense of herself as being O.K..

-



achievement Dawn at%ained an averaged grade score of 10.3. .This

indicated performance of .2 below her grede'level. Dawn score&

- On the pre-test Ga

tes-MacG

s

. ‘ S
initie measure of reading

° '

= o

AN

8.6 on the Gates-MacGinitie post-test--a decrease of l.7xbveg

~

Aher'pte?test score in reading achievement.

S

prl

<

TABLE 20 -
"PRE- AND POST~-TEST DATA FOR DAWN -
- Dawn Behagior' Reading Achievement- =
, , , , Averaged
Type Rating vVoc. ' Comp. Grade Score
Pre 'withdrawn © 3 10.8 9.2 10.3
Post ‘withdrawn - 1 9.8 7.4 8.6 '
o S S o i
3 . i?‘.:
— .- :
3
p:
3
E
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CORRY :
Corry 1s ‘16 years old and in grade 10 on a modified

-

program. He 1s @all, has a large frame and wears the typ1ca1

jeans, Mac shirt, and boots. An investigation into Corry's

SChool‘records and conferences with past and present teachers

suggest that’Corry!s behavior mightiderive”from a need for-

rec0gnition and self-~ espect. The behavioral data contained in

the cumulative school records 1nd1cate long term fee11ngs of

‘1nadequacy and low self- esteem his appears to be. llnked w1th

his inability to compete w1th his successful, highly admired
father.

Corry dwelt on the issue of male superiority and »

i . ¥’ N

intelligence; He had a very low opinion,of females. 'In his

o
e e

view males had to be strong and rule females. At the same time,

-he was{aware of his own back of academic ab111ty ' ﬁérwas'bn a - ﬁk
modified-school program, he came to school three days a week and
worked the other two days. Corry‘s language'was loud, rude, and .

~ o . ‘
often focussed .on sexual matters.. Part way through the term

: . R _
Corry found success in being in charige of opening the room .used

for tutoring, and setting up the video equipment. He also found

-

succe%s in fixing a lamp and helplng,move furniture arohnd the iy

school On the last day of cl/ﬁs he volunteered to checkgthe . -

\ N Y
0il in the 1nvest1gator s car. He was polite and instructive td

J— ————— . ,r_\, -

the other students in the class, showing how to and why it was
. . b . ' ' ¢
importaht to change the o0il in cars. In the last weeks of

P - » s
~ >

school many teachers expressed that Corry was nat as verbally
. B - z

: ' '
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abusive especiaily towards the feme}g“feachérs, although he was

'still very aggressive towards his peers. Corry was able at

times to converse with females without }elling them how
unimportant, and stupid they were. .

-

The data é&{lected inrtheIBehaviqral Rating Scales 'in the
post—tést*set;};§~show;d ratings of "3" (acute)&iﬁ the category ,‘ }'
of aggressiye. This showed no change from the pre-test rating

of l'3"‘(acute). Corry'svteachers did feel his aggressive |
behayior.had diminished somewhat, but was still seen in,the,,ﬁtj
extreme.

On the pre-test Gates-MacGinitie measure of reading

achievement Cdfry attained an>averaged grade score of 4.0. This

! [}

indicated performance of more than six years beloy his grade

level of 10.5. Corry scored 4.6 on the Gates-MacGinitie post-

test--an increase of .6 over his pre-test score in reading. = |

achievement.

” FABLE 21

' PRE- AND POST-TEST DATA FOR CORRY

~

Cpr;y : Behavior Reading Achievement
_ L : Averaged
F\\\\‘ . Type ;Rating Voc. Comp. Grade Score
Pre ‘aggressive 3 3.0 5.0 .0
“post " aggressive 3 5.9 3.3 4.6




‘DOREEN

Doreeﬂ is 16 years old and in grade 10..- She has long_dark
hair helé back with barretts. She drgsses invslactg 6; skirtg
and blouseé,l Throughoﬂt her school ;ears she pds ﬁee; reported
as exfremeiy guiet and obedient. More recentlywteaqhers have
reported that they sense a certain acquiesence or despgir iﬁ"

Doreen's behaVio:. They also report tha% Doreen is a hard

2

worker and seems to study a greaeédéal. However, she seldom
achiegés ﬁb?e'thanra ‘é‘ gréﬂe.

In the first weeks of the study,'Dbreen seldom spoke to her
peers, at times ignoring them when they tried to talk with
her, She wrote in her journal that most of the students were
silly and immature, not worth the energyzto bother with,. Doreen
spoke in a monotone and agreedWwiﬁhwanythingiadﬁlts,said-w,f
Studying ﬁa§ the main focus in>her 1ife; A few months into éhe
study she started talking with one of the girls in the tutoring
class, and s;a;ted to spend time with a younger cousin. She
bega? to participatéiin 3QtiV}tié5 6ﬁ£§§de of séhpol other fh;h; %
stuinng.q—Dbréen alsé'étarfeé to expgess'ang;r‘in her journal

writing. She appeared to slowly gain more confidence -in" herself.

't6 the'point of talkiﬁé_in'class and offering her opinion. She

[ — S S

was able to do this even when her opinion differed from the

"iéféfity:' By the end of the stuéy she spoke up and did not

allow peers or adults to order or push her around.
The data ¢oileétea on the Behavioral Rating Scale in the

post-test setting showed "0" rating (not identified .in any

4
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behavioral categoryS,’a éubsta&tiat'dééféiéé‘fféﬁ”fﬁé”fﬁifiif”' o
;ating of "3" (acu;és. Doreen's teachers ;eporfed to the
investigator that she seemed to be better able to handle herself
in gfouﬁ discussions and didn't élway§ go along withmwhat the .

teachers said.

-

On the pﬁe;test Gates-MacGinitie measure of reading

achievement Doreen attained an averaged grade score of 9.4.

This indicated performance ogvi.l below her grade level of 10.5

on the post-test. Doreen scored 9.3--a decrease of .1 from the

pre-test score.

TABLE 22

- L

PRE~_ AND POST-TEST DATA FOR DOREEN

Behavior .~ Read¥hg Achievement

‘Doreen- .
L
. o \ i Averaged
" Type- --- Rating—- --Voc. -~ Comp. - Grade Score
Pre .  withdrawn "3 . T 9.1 9.6 9.4,

1

Post S - 0 10.8 7.7 9.3




DANA T

s ¥ .

Dana is 14 yeaf old and in grade nine. She is a big girl,
A '

B

wi;h long blond Kair that hangs over her‘face. School records
show that she has had trouble with the authorities due to her
submissiveness and that shé‘is very easily led by hef:p?ers.
Reports from teachers indicate/thét she has loé selﬁ:esteemrand

lacks a sense of self-direction or purpose.

Dana's submissiveness could be seen in her interactions

with classroom teachers, in that she followed direction in an
obedient manner.

She was easily influenced by her friends, often getting

&

involved in physical fighting’or the taunting of others. Aalmost

everyday she put herself down in some way, saying she was stupid

or couldn't be expectéd to do something because she wasn't

smart. Dana often told the child she. tutored that the child was.

a better reader than she. At one point in the term she. started

to say how,;smart she was, writing it on her papeigqaﬁd on the

blackboard. This, however, lasted for only a few days. No

©

major behavior change was observed by the investigator in Dana's
attitude towa}d §elf.
The data collected on the Bebhavioral Rating Scale in the

post-test setting showed a rating of "1" (moderate) in the

category of submissive--a decrease from the pre-test rating of

"3" facute). Dana‘'s teachers seemed to view her submisgive

behaviors as moderating. -

L oty iR e bn o
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On the pre-test Gates-MacGinitie me;sure of }eading
achievément Dana attained an averaged grade score 6f 6.2. This
showed Dana to be more than three years below hetvgrade lévgl.
Her post-test reading score was 4.8, a deciease of 1.4‘froﬁ the

pre-test score in reading achievement.

FABLE 23

PRE- AND POST-TEST DATA FOR DANA

Dana Behavior .Readifig Achievement

Averaged

Type Rating Voc. ;£omp. Grade Score
Pre . submissive 3 7.3 5.0 6.2
Post . submissive 1 6.6 3.0 4.8




TOD

Tod is 15 years old and in grade nine. He has‘dark hair,
dresses in jeans, t-shirts, and runners, and carries a large
Adidasrbag. Records,fromvelementary and secondary school sho@ a
long history of anger,'being displayed ihrough ‘aggressive
behaviors. Teacher's reports and conferences wifh his father
tell of his ﬁﬁther's death when he was nine and his féther being
disabled a few years later. This may provide some clues to
Tod's sense of injustice, and his deep need for lo&e and
security.

Students and teachers disliked Tod. He was verballylénq
physically abusive‘éo peérs, and repeatedly disruptive in his
subject area classes. Throughout the term he was on - the vergé'
of being suspended petmanentiy from school. At éimes,rhe tried
vgry'hard to wofk with his tutee who he truly liked. Part way
through the term his father, who is confined to a wheél chair,
fell and hurt his back. Thié was very hard for Tod to deal
with., Prom that time on his behavior steadily went downhill,

He started to speak'in rhyme, would sit and laugh for periods of
time at something that was not apparent. PFinally, he was
verbaliy abusive to h%s’tutee,-and was absent for many days
after this incident. He retu;ned for one day and was unable to
control his Sehavior,rand was suspénééd witﬁmo;ly4£wo weeks ieff
in‘the schdol year. -

The data collected on the Behavioral Rating Scale in the

post-test setting showed ratings of "3" (acute) in the category

I
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of aggressiveness. This showed no change from the pre-test .
rating of "3" (acute). -Tod's observable behavior 4id not

-

improve. However, the teachers and investigator concurred that -
- -5
s

at least for the first few months it did not deteriorate. Many
teachers reported at a conference they were surprised that he
kept himself in control as well as he did. The investigator

believes this adolescent to be in need of more help than the

school system is able to provide.

On the pre—teéf Gates-MacGinitie measure of reading
achi;veﬁent Tod attained an averaged grade score of 12.7. This
indicated-performance of three year, seven month above his grade
level of 9.5. Tod was not in attendance at the school at the
time of the post-testing and cbdsequently no postQtest reading
achievement scére,is available. ,Theﬁpost—test,ﬁata on the
Behavioral Rating Scale was collected a few days prior to Tod's

dismissal from the school thus this data is available.

TABLE 24

PRE- 'AND POST-TEST DATA FOR TOD

Tod. Behavior : Reading Achievement

v Averaged
Type +  Rating voc. Comp. Grade Score

Pre aggressive’ -3 12.7

Post aggressive 3 - - -




JODI

Jodi is 16 years old and in grade 10. She is short,
slightly built, and dresses in jeans, t-shirts, and quilted
vest. An investigation into Jodi's past school records suggest | .
that her behavior might be derivéd ffom a needﬂfor belonging and
of self-respect. Behavioral data contained in the cumulative
school records point to long-term feelings of inferiofity and
powerlessness. This appeafs to be linked to her inability to
find security from her family, who have given her total freedom
since she was a small child. . -

Jodi accepted no responsibility for her behavior. She had
a reason or excuse for everything she did. Jodi expressed
feelings of a conspiracy between géachers and all adults, Qho
were out to get her. she did not think any adults ever listened
to kids, thatwthoée'kids'who thought édultsxcaged, were'jdst'
taken in. Jodi's sole interest was in sports. Her only
positive comments during,phe term were i; reference to her
participation in the work experience program, in which,She
helped a P.E. teacher at an elementary school. Prior tq ther
stuidy Jodi was usually "out‘of" at least one class‘ét a tiﬁ;.
She had aléo been assignedhio many different homeroom teachers
during the previous few months due to her verbally abusive or
"off-handed interactions. Jodirwas not suséénded fféﬁ ény

classes during the study, and appeared to éhjby wbgking with her

tutee.
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The datarcollected on the Behavioral Rating Scalerin the
post-test setting showed ratings of "1" (moderate) in the
category of aggreséive-—a dec;eése from the pre-test rating of
"3" (acute). Jodi's teachers seem to concur with the
investigators view of a moderating of Jodi's acutely-aggressive
behaviors and gaining of some sense of self-control and self-
gespeét. |

.;.J
On the pre-test Gates-MacGinitie measure of reading

achievement Jodi attained an averaged grade score of 4.3. This
indicated performance of more than six years below her grade
level of 10.5. Jodi was absent from school on the days the
post—tgsting was carried out. In the last Aays of "the school
year when she was in attendance she was not permitted to leave

subject area classes due to the exam schedule, and consequently

no post-test score is available.

TABLE 25

PRE- AND POST-TEST DATAG;OR JODI

Jodi - Behavior Reading Achievement

Averaged
Type Rating Voc. Comp. Grade Score

Pre aggressive 3 5.6 3.0 4.3

Post aggressive . 1 - - -




SARA

Sara is 16 years old and in grade 10. She has thick bushy
hair that covers her eyes. She dresses in slack; or skirts, and
blouses’with cardigans. Throughout hér school years she has
been reported'as;extremely shy and submissive._ School records
suggest Eﬁat Sara's behavior might derive from a need for
achievement and a néed to be free from guilt. Behavioral data
contained in the cumulative school records and conferences with
present and past teachers, po{nt to Iong-term feelings of
fearfulness, nervoﬁsness and anxiety. Thi§5a§peqrs to be linked
to the excessively high standards set by hz} pa?ents.

Sarﬁ;studied in every "free” moment. She was polite to
adults, although seldom offerina an opinion on her own

initiative. She would not interact with her peers, except for

one 6f the girls in the tuto;ing qlaés.irﬁeézaggitﬁde diarﬁ§t
change towards peers or school work throughout the study.JLSara”
enjoyed tutoring and expressed a great interest in‘Becoming a
teacher. |

The data collected on the Behavioral Rating Scale in the

—~post-test setting showed "0" rating (not identified in any

behavioral category). This was a decrease from the pre-test
& s

ks

her submissive behavior had lessened somewhat. Verbal reports

from classroom teachers said that she was standing up for

herself with her peers, and this was also observed by the

winyestigator {see anecdotal data for Sara). The investigator

-®
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-however, still observed many instances of submissive behavior in
Sara's interactions with teachers,

On the pre-test Gates-MacGinitie measure of reading

achievement Sara attained an avé%éged grade score of 11.7. This

"“ gshowed Sara to be 1.2 above her grade level. Her post-test

reading score was 12.7, an increase of 1.0 over the pre-test

score in reading achievement.

B PABLE 2¢ — -

PRE- AND POST-TEST DATA FOR SARA

Sara Behavior Reading Achievement
AVéraged
Type Rating Voc. Comp. Grade Score
Pre submissive 1 10.8 12.6 11.7

Post - [ S 12.7 12.6 12.7




BONNIE

Bonnie is 13 years old and in grade eight. She is 5'10",
‘very slim, has long blond hair énd dresses in jeans and t-
shirts. .An investigation into Bonnie's school records sugéest
her behavior might bé derived from a need for recognition,
approval and acceptance from peers agd adults. Behavioral data
contained in the school records point to long-term feelings 6f
fgjection and being unworthy of love, and this appears to be
linked to her family life. Reports from ciéésroom teachers and
counselors suggest thag Bonnie feels outsidg the family circle,
in that the love and attention available is directed Eo_thé one
other child (4). | “

At the start of the study, Bonnie spoke in a ioud voié;
often ihterrupting others. The students in the p;assqgﬁslgkéd
her constant bragging aboht how tough shé was and her threats of
punching people in the face. The teachers sent her to‘the'
office two or three times a week for hef rude,verbal behavior.
Part way through the study, Bonnie was beaten up by some qfrthe
girls in the school. After this incident Bonnie was very quiet
for a few weeks. The girls in the tutoring class told her she
would be fine if only she would starf to "act normal."™ Bonnie
did stop the tough act, but ﬁegan bra;;ing’about her weekends.

-

Her behavior changed in other classes; she started doing some of
her homework assignments, and was not seen in the office on a
regular basis. The French teacher told of great changes in

Bonnie's behavior and in her attitude towards school.
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The data collected on the Behavioral ;;::::K5cale in the

post-test setting showed "0" rating (not identified in any

behavioral caéegory).—-a decrease from the initial rating of "3"

{acute) in this category. Bonnie's teachers reported that she

was seldom verbally abusive and if given a slight Egining was

easily able to control her behavior.

The investigator feels

that Bonnie did moderate many of her aggressive behaviors but “fs

not convinced it was a healthy change, in that she may now only

be hiding her anéer.

On the pre-test Gates-MacGinitie measure of reading

achievement Bonnie attained an averaged grade score of 4.9.

This showed Bonnie to be functioning at more than three years

below grade level. Her post-test reading score was 7.4, an

increase of 2.5 over the pre-test score in reading achievement.

TABLE 27

PRE- AND POST-TEST DATA FOR BONNIE

Readfng Achievement

Averaged
Grade Score

Bonnie Behavior

Type Rating - Voc
Pre aggressive 3 5.6
Post o - 0 8.4




»

CONCLUSIONS AND DISCUSSIOHV
In Chapter‘II‘studies were presented in support of the
Needs Theory as an effective strategy for diagnosing needs-
related behaviérs and suggesting methods which enable troubled
childr;n to ¢%el morefsecure, therefore reducing thgir—
symptom?tic behavior and éllé%ing them torbe ﬁoré open to the

process of learning. Other studjies presented indicate that

empathy is a critical condition of learning, allowing the

individual to exﬁg;iencé a relationship where he feels
understood; enabling him to express his feelings and concerns;
proﬁdffng positive personalify and behavior change; and
encouraging more fgvorable attitudes towards learning. Also
cited Qere studies indicating that adolescents can not ohly
learn interpersonal skills;rbut also employ them in'respohsible,

¥

helpful, caring ways and, in the pfocess, help themselves.
Based upon these research finéings, this study had as its
primaryvpurpose the development and implementation of a-program
for disaffected adolescents to reduce needs-related behavio;ai
symptomology. This prog;am includéé_interperson;l skills

training and tutoring of disaffected children.

The experimental program was divided into two stages--the

development and implementation of -an Interpersonal Skills - ——————

Training Program, and the development and implementation of an
Inverse Tutoring'Proggam. The Interpersonal Skills Training
Program employed demonstration video tapes, paper and pencil

instructional tasks, live practice in diads, and group

=
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dﬁfcussion. This:part of the experimental program involved‘
eight hours of training over three weeks and focused on
eméathy; ‘Part II, ﬁhe Tutoring Program, employed the
adolescents as gtutors on a one—to;onerbasis for oné-half hou{,
three times a week for appthiﬁately fifteen weeks. A second 30
minute period’during Part II was spentain;preparing for the
ﬁutoring ;eséiqn and/or wérking bn interpersonal skills.

In interpreting thé daia, t-tesls were used to compare the
-~ effect of trainingrve{s%s no training on the-  academiec -
performahce and’observableibehaviors of the adolescents on pre-

and post-measures. I :

The four majdr findings of the quantitative data are:
1. therekperimental and control groups pf adolescent

preformancé was not significantly different: on the pre- )

test standardized measures of reading achievement

-
N

2. there was no significant difference on the post-test
e

~standaydized measures of reading achievement between .
the experimental and control group oandplescents;
3. pre—teé?gahta collecﬁed from the behavioral raéing
scales for the adolescents in the expérimental aﬁd
cbngrol groups was ‘not significantly different;

4. the post-test behavioral rating scores approached-

significance in favor of the experimental group over
the control group of adolescents.
Qualitative observational data collected on the adolescents

in .the experimental group in the form of anecdotal records and



subsequently written up as case studies were another component

of the total data collection. 'These qualitative data contribute
further to the undersggﬁﬁingwﬁkwxne reduct-on needs-related
A % N - .
. g O~
behavioral symptomology andgthpégnte;personal relationships

WY

=

formed by the adqf?éceﬂ}si which is ‘not able to be seen from ;Bé

. 4

L I

test scores. Th?ee major findings of the qualitative‘daéé”Wére:

1. the maisrity of adolescents by the end of the'study
with peers and adults outside of the class. = The
adolescents in the experimental group did exhigig
enhanced interpé?sonal relationships; .

2."by the end of the study the adolescents were more able
to listen -to one anéther and respond in refleétive

- . . ways..- They were lggswquanrelsomejeerg.,,not tellgﬂé
éach other:to be gquiet, interrupting one anéther, or
velling and swearing at each other. They seemed more
to want to hear what yas'being said, although only. a
few were able to spontaneously verbalize empathic
responses without overt feelings of self-

consciousness. The adolescents went from consistent

level one responses, to level two responses, with-

1]
Lo

occasional level three response shown. . All fprressed,

‘could articulate level three responses but seldom 4did

so unless a specific request was made to do so0;

N O R N
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3. the adolescents seem to have gained more confideﬂGi in
exp;éssing their opinions and d4id not allow their peers
or adults to push them around.

The findings of this study show that the experimental group--

did not make significant gains on the standardized measures of,‘
achievement. However, the combined data frém'the Teacﬁers
Rating Scales and the anecdotal records show that the
adolescents  in the experimental group did exhibit observable
positive behavior change and enhanced interpersonal skills,.

The results of the data énalysi§ will now be examined in
further detail and compared to research presented iguthg
literature. |

The pre-test mean score on-tﬂe behavioral rating scale for
the-experiﬁental group was 2.93 and for the control group 3.0

o

(see Table 11). It may be seen that the inclusion of Sara into
the experimental group (see Table 11) works to substanti;ily
influence the. pre-test score of the experimental group and works
to their disadvantage in the statistical calculation for
sigﬁificance. Human considergtions weighed heavily in favor of
Sara's inclusion into the groupuand these took briority’over the
statistical considerations.

. The pre-test mean. grade score .in reading of 8.3 is 1.62 RN
below the grade level of 9.92 for the egperimggﬁgl,g;pgﬁl and
the mean grade score of 6.7 is 3.38 below the ggadeflevel 10.08

for the control group. This showed both groups of adolescents

to have performed on this test 1.62 years or more below grade
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'levé1 (see Table 28). This might be viewed by reéognizing the
intéfdependance between emotional needs 4 learning (Raths, -
1972; Aspy & Roebuck, 1972; and Gazda et al., 1977). ‘
Adolescents from bpth groups had been identified as manifesting
ﬁeeds-related behaviors, thus the presence of emotional needs
may have been Lnterferingrwith theviearningrbroceés. 7 - A ,',” s

At a conference hgld with some of the classroom teachers, - ‘
the investigator asked-e“Whét kinds of behavior problems

gehefally, seem to disrup£ £Hé1a6§uisitidﬁ'6f skills?"™ The

L] R

N

-~
e

N

teachers mentioned the following: 1loud, verbally abusive
students; openly defiant students;‘agd those who do, not actively

participate in the class, .the silent ones. 1In support Of'Bagﬁs

Lewdadivbeibon gt LT Skt e B A

R

(1972), it‘could be said that the adolescents in the
experimental and control group exhibited behaviors that not only
interfered with their own ability to learn, But also with the -
learning process of others. ¢
In considering any -conclusions for the post-testing of thé
Gates—MaéGiniEie Reading test, céution should be exercised. | E

Many problems arose in the administration of the post-test;

. e.g9g., less attention was paid to the systematic requirements of

SRR

5

the test--in fact a few students in the experiméntal group were

found to_be "helping” each other, during the test, and since the |

post-testing took place near the end of the school year many, ;

" classroom teachers were also testing the adolescents. This

s T v~

required two sittings for the reading test and still not all

.students were able to take part. Another complication came from

] ok g
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the factrgpat not all adolescenfs who took the pre-test™were
still in'atteﬁdance at the school for the post-tes}¥. One of the
adolescents in the experimental group refused to take the post-
test--an jmporgént stand for this gértigular girl (Kareﬁ), who
befote the stﬁdy, seldom spoké, or allowedtberself to display
emotions or verbalize Per opinions (see ca;e sﬁudy Karen). 7
Although the Gates-MacGinitie Reading Test results did nét shpw“”“””
gains in reading achievement, some classroom teachers did report
improved attitudes towards learning, complétf6n76f>previously
not attempted homework assignments, less disruption in class'and
participétion by some of those who previously did not ihteracg;ﬁﬂ'
On the post-test collecfion of behavioral data'the' v{?;fﬁ
experimental gfoup showed a mean score of l.olwhereas thei
control group mean sScore was 2:12 (see Table 13). bf note here,
is that four adolescents iﬁifhé éxperimeﬁéai gfdﬁérwefe ﬁot h
identified on the post-test as manifesting needs-related
behaviors compared to one inuthe control group (see'Table§>%{
and 15). 1In reference to the same Tables, itvcan also be séen
that only one student from the experimehtal group, compared to

four from the control group were eliminated from the'stﬁdy

because of suspension from school.‘ One Lhterpretation which may

be made about these data favoring the e#ﬁe;imeq;alwg;oup,mayﬁhe,,ufgﬁ,
that these adolescents provided each other with a neeégd support
system, This support group may h;ve contributed to their better

control of their behavior and consequently to their staying in

school. -
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R The investigator's attemﬁts to maintain high levels of
empathy, genuineness and reg&rd is seen as a critical component
of the support system (Rogers, 1957; Gazda, 1977). The training
andvtutoring programs allowed for and encouraged theropen
discussion of feelings and opihions. The adolescents showed
gaiﬁ;'in'their understanding of the refletﬁive response, which
also may have assisted them to help themselves and in £he
process help each other (Wittenbe:g in Segal, 1971).

The collection of qualitafive data supporégd the findings
in Teachers Rating Scale.assessments. However, due to the gross- .
measures of the behavioral rating scale, small, subtle but
important chénges could not be identified. For example, the
rating given to Corry.-did not change from the pre-test to the
post-test. Corry's'behaQior at the time of the post—test data
collection showed aggressive, in the extreme. Yet from the case
study and anecdogal»records, it would seem that the level of
intensity had decreased. Corry wés not és verbally abusive, .
especially ‘towards girls and was frequéntly more in control of
his beha;ior.

The case studies also point to an increased sense of
autoﬁémy on the part of many of the adolescents. For example,{
Sabina, Karen, Doreen,iand Dawn shoyed that they ha@ gained |
confidence in themselves and were not backing down from every
day_occurances in their 1life. ﬁahy of the othéfs, Paul, Corry,

Sara, and Bonnie were more able to control their behavior and

verbalize their feelings. As reported in the "Baker's Dozen"

A\
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study (Wittenberg in Segal, 1971), the adolescents displayed

improved feelings of self-worth, and were better able to cope

e

with their social situations.

The adolescents in the role of tutors may also have helpea

them to gain a sense of autonomy. Kopp (1972) and Reissman.

(1965) state that the feeling of having assisted another often

S

results in an improved Q%lf—image. Thelen (1969) and Ellsdn

(1975) report the geegjﬁor the tutor to establish a good
ot 7 i ¥

interpersonal or cqgiég.relationship with the tutee.
b :

& . -

= IMPLICATIONS

This study has attempted to show the results of an

By

Interpersonal Skills Training Program and an Inverse Tutoﬁing.* 

Program on the reduction of needs~related behavioral
symptomology of disaffected adolescents. The following

implications are seen as related to the study:

1. Training/Tutoring‘Program - this stqdy'has indicated
that disaffected adolescents may be trained witgin the
context of the school system, to enhance their
interpersonal relationships. 1Insofar as increased -
understanding of interpersonal skills and involvement
in anﬁinversé tutoring program may be relang FP,,,
interpersonal relationships,.it would seem appropriate
that disaffected adolescents partiéipateri;fmv
specifically designed training/tutoring programs. It

would appear that this type of training could help

adolescents in forming positive interpersonal

e
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relat{onéhips. The progrém seemed ‘to contribute the
adolescent's gnderstapdiné of interpersonal ;kills and
thei:fabiiity to communiéate with others. However, the
program did not work equglly well fpr all the
participantst, This may indicateva need for a longer
training program‘for some individuals and'épecific
attention to individual needs.

During tﬁe training progr&m, the adolescents
seemed to establish a gre;ter ability to listen to each
other. They started to tru;t one another and become
more accepting of the opinions of others and were
better ablgito express their own opiaidﬂéli

Reference to the gualitative d;ta presented
earlier, suggests arggeatgr ability on the paft'of some
adolescents to control>behavior and to interact with

others outside the group. Because of this, a similar

pfogram may be worth consideration for other

"adolescents. It may be reasonable to assume that an

enhancement of the interpersonal relationships within

the broader schoolasetting could ensue.

Effect of Training on Behavior Change - as-the

adolescents participated in thé—program positive
behavior changes seemed to occur. Teachers in the
school reported individuals who were seen to

- * -

demonstrate 1esé of the extreme bhehavioral symptoms.

I
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The gqualitative. data also indicate positive behavior
changes did occur.
3. Meeting of Emotional Needs - research was reviewed that

O
suggested satisfying emotionéi needs reduced

S
w

symbtomatic behavior, enabliné the person to:be more
oéen,to the process of learning. Some success was
indicated by the classroom teachers i; their verbal
reports and by the investigator's collection of
observational data. However, greater benefits might
result if the classroom teachers were trained to

respond to the adolescents in more facilitative ways.

» SUGGESTIONS FOR FURTHER STUDY

As a result of this study, several suggestions can be made

3

concerning further research.
Cross-validation studies .are necessary before

generalizations can be confidently made about observable

behavior changes, and about the enhancement of interpersonal

-

rélatiénships of disaffected adolescents in other settings.

2t

Replicatidhs of the study would assist in exploring these

. -
connec¢ctions. ¥
e
{ s

’Researé%,could be done involving youngér,disaffected
i : . :

children in ia similar training program. Research reviewed,

i

pointed to the needrfor meeting neéds of él{;ages of child}en
and adolescents. If training the younger disaffected child was
feasible then teachers/trainers may be able to help these

youngsters to change their behaviors and enhance their

A’“:P
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interpersonal relationships at a younger age. A study of this
nature may help alleviate some of the problems experienced by
disaffected children before the criticéi period of adolescence,

Not all adolesceénts seemed to.benefit grqm participaéion in
the study. As previously suggested, a nbre'intense‘
interpersonal skiTts. training program might have resulted in
increased positive/observable behavidial changes. Considering
that these adolescents had deveioped their symptomatic behaviors
over many years, it maiiwell b:ifiat.ﬁhe éight hours of initial

: R, :
training was not sufficient to allg;iéhe adolescents to become
familiar with the skills’and gain confidence in their 6wn
abilities to use them, within the group before ;rying to be
facilitative ouéside of the group.

Research couid aisorbe done to deterning the long-term
‘gains of the adolescents participating in the study. The
results of the research would assist’invgstigato;s tovassess
continued or progressive behaﬁinral change.

Replications of the stud; with the added dimension ofian

investigation and subsequent collection of data on tutee gains

may. indicate that the training/tgtoring program is helpful in

*

encouraging behavioral changes in the tutees.

In this study the classroom teacheéer B
dissatisfaction with the Teachers Rating Scale used to assess
symptomatic behaviors. The teachers had difficulty“with

interpretating the behavioral descriptions and assessing the

levels of behavioral intensity. The development of an

exXpressed o “
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instrument using more finite ratings of behavioral descriptogs

appears to be a critical need in doing other stUdies%pf this

type. ™
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APPENDIX A
PHE SELECTION PROCESS

INTRODUCTION

This section contains materials used in the selection’
process, initiated by the investigator. This includes letters
of permission, materials used to introduce the study to the

teachers, and the Teachers Rating Scale.
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SIMON FRASER UNIVERSITY
- MEMORANDUM

Claudia Engen

Project

from...Roger. Blackman, Chairman

University Committee on

.February 21,.1980 .. ... ... ... .. ... .. ...

I have reviewed the material just received on the Marlborough/Royal
Oak Tutoring Project that you are supervising. -

The principal concerns of my committee regérding'sﬁch projects are

the following:

~ That the children, and their parents, freely give their informed .

consent to be participants;

- That confidentiality is strictly maintained;

ot
B

- That the ptoject supervisor remains alert and sensitive atnéil times
to the participant's ethical rights (such as the right to withdraw

their participation for whatever reason).

The first two points are covered in an acceptable fashion in your -

project, according to the information you have given me.

Assuming your

acceptance of, and adherence to, the third point, approval of your project

is hereby provided.

:jh

cc: Prof. S. Wasserman, Education

Roger Blackman

Prof. B. Hiebert, Education repiesentative on

UCHE Comm{ttee.



PROFESSIONAL DEVELOPMENT CENTRE .
BURNABY SCHOOL BOARD

1979-03-12

Ms. Claudia Engen,
3984 VenablesStreet,
Burnaby, B. C.

V5C 224

Dear Ms. Engen:

Further to our meeting with you on March 8, I have contacted’
Lex Henderson, principal of Edmonds Jr. Secondary School,. and described
in brief the nature of the study you would like to conduct.

We are not sure whether or not this setting will meet your
requirements, but it would be worth visiting with Mr. Henderson to
investigate this possibility further. He is expecting you to callvin
the next week or so. x ‘

Thank you for at&énding our meeting and describing in detail
the nature of your study.

Yours sincerely,

Blake Ford

Chairman

Research Committee
BF/1i1l

350 Holdom Avenue, Burnaby, B.C., V5B 3V1 ' Telephone 299-8464
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M ARLBOROUGH - ROYAL OAK SCHOOL .,
E; ,‘Kindergéiten to Aduit Ed;gﬁtioﬁ &
Eiementary - Adult Secoqdary
6060 Marlborough Avenue .- 6037 Marlborough Avenue
Burnaby, B.C. VSH 3L7 ' Burnaby, B.C. V5H 3Lé
Phone:) 434-5054 ‘ , Phone: 433-9396
80-01-04

Dear Parents:

As you may have heard, Marlborough/Royal Oak is initiating a
tutoring program. The plans have been developed by Mrs. Claudia Engen, a
teacher working on a Master of Education degree at Simon Fraser University,
and reviewed and supported by the Burnaby School District in agreement with
the staff of both schools. Upper grade students will be given the oppor-
tunity of helping children in younger grades. It will give the upper
graders the chance to gain confidence in their own abilitiés to help another
person and build on their own problem solving skills. At the same time, the
younger children will get more of the individual attention that every learner
needs. - The older children will receive special training in how to be a tutor
and will become trusted members of a team of :classmates who are working on
ways to help children learn. Younger children will benefit from the special
learning experience and from working with an older child who takes a personal
interest in them.

The training of twelve student tutors at Royal Oak is now underway.
. Soon they will be ready to start helping a younger child; thus, it is time
to select the elementary students. ‘In'this selection, we are not necessarily
looking for children who need help with reading, as research clearly shows
all children (including good readers) can benefit from 1ndividual, one-to-one
help. : .

Your child's classroom teacher has given permission for him or her to
take part. in this new program. This means, 30 minutes three times a week,
would work with a trained tutor from Royal Oak. Mrs.
Engen will supervise all sessions. The older students will cross over to
Marlborough when meeting with the younger people. The program starts February
12 and continues until the last week of classes.

At the end of the school year, the program will be evaluated and a
report made to the Department of Education at Simon Fraser University, to
the Burnaby School District, and to Marlborough/Royal Oak School. Individual
students will remain anonymous. The report will deal with the overall results
of the program. )

../2
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We ask permissign'for'your child to participate in this new tutoring

" program. Mrs. Engen..will hold a short meeting at 3:00 on Tuesday, February

5, in room 21 at Marlborough Elementary to answer .questions and to outline
the program in:more detail. It fs hoped you can attend. If this #s not .
possible and you would like more information, please call Mrs. Engen at the -

school, 433-9396% or at home, 298-4889. : :

T . - e 3;.-'
We are enthusiastic and have high expectations for thghhuccess of
this tutoring program. We hope you will share our enthusiasm.

Sincerely,

Claudia Engen

CE:gk

e

k k k k k k k k k k k k k k k k k k k k k k k k kK k k k k k k k k k k k %

If you are unable to attend the meeting and you are willing for

to take part in this program, please sign

this lower portion and return to the office by Tuesday.

I, - , give permission for

to participate in the tutoring program. -



M ARLBOROUGH - ROYAL OAK SCHOOL u:: |

Kindergarten to Adult Education 7 B

Elementary - Adult . . , _ Secondary
6060 Marlborough Avenue - ... 6037 liarlborough Avenue
Burnaby, B.C. V5H 3L7 ‘ Burnaby, B.C. V5H 3L6

Phone: 434-5054 _ } Phone: 433-9396

&

- . 80-01-16

Dear Parents:

As your child may -have mentioned, Marlborough/Royal Oak is
initiating a tutoring program. The plans have been developed by Mrs.
Claudia Engen, ‘a teacher working on a Master of Education degree at
Simon Fraser University, and reviewed and supported by the Burnaby
School District in agreement with the staff of both schools. Upper
grade students will be given the opportunity of helping children in
younger grades. It will give the upper graders the chance to gain
confidence in their own abilities to help another person and build
on their own problem solving skills. At the.same time, the younger
children will get more of the individual attention that every learner
needs. The older children will receive special training in how to be
a tutor and will become trusted members of a team of classmates who
are working on ways to help children learn. Younger children will
benefit from the special learning experience and from working with
an older child who takes a personal intérest in them.

Your child has.been asked to join the tutor training program,
and has expressed interest. This would involve one elective block in -
his/her timetable, starting January 22, 1980, and carrying on until the
end of the school year. . Thus, to be included in this class, he/she *
would have to drop one of the electives now being taken. For your
child, this would mean dropping - and taking
Tutoring. The school, in support of this class, will give the same
type of credit as any other elective course offered.

At the end of the school year the program will be evaluated
and a report made to the Department of Education at Simon Fraser Uni-
versity, to the Burnaby School District, and to Marlborough/Royal Oak
School. Individual students will remain anonymous. The report will
deal with the overall results of the program.

We ask permission for your child to participate in all aspects
of this new course.;rSThe students will be using cassette tape and possi-
bly video tape recordefs.)

2
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Mrs. Engen will hold a short meeting at 3:30, Thuféday, January 17,

in room 204 to answer questions and to outline the program in more detail.

It

is hoped you can attend. If this is not possible .and you would like more infor- :
mation, please call Mrs. Engen at the school, 433-9396, or at home, 298-4389.

-~ " We are enthusiastic and have high expectations for the success of
this tutoring program. We hope you will share our enthusiasm.

Sincérely,

Claudia Engen

CE:gk

*****************‘*******'**********'*****

EX -

-

If you are unable to'attend the meeting and you are'willing for

your child to drop : and take Tutofing, please sign

this lower portion aﬁd return to the office by Friday.

I, , give permission for

- to drop 7 and take Tutoring.




MARLBOROUGH ROYAL OAK SCHOOL

124

Kindergarten to Adult Edﬁcation *
Elementary - Adult Secondary
6060 Marlborough Avenue ‘ 6037 Marlborough Avenue
Burnaby, B.C.  V5H 3L7 ) Burnaby, B.C. V5H 3L6
Phone: 434-5054 - ~ Phone: 433-9396

80-02-25

Dear Parents:

““We are now underway with the Tutoring Program. The older
students who are acting as tutors have been working on developing their
listening skills, that is, really trying to "tune in" to what is being
said. Hopefully, these skills will be used when working with the
younger person, as it is bélieved we all can learn and grow at a higher
level when others show they care about us. ' :

During the tutoring time, the pairs of students will be working
on oral reading, vocabulary development, word attack skills, and basic
comprehension. This may take a variety of forms: actual reading,
playing of,K language arts games, crossword puzzles using vocabulary
words, etd. R o ' '

This letter is simply to let you know we have startéd tutoring.
If you have any questions or want to discuss how things are going from
"~ your or your child's point of view, please call me at the school, 433 9396,

or at home, 931-4346.

Sincerely,

Claudia Enéen

CE:gk .
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INTRODUCTION TO THE PROPOSED
INTERACTIVE TUTORING STUDY

The Course Outline provides a general description of the

program. If detailed information is desired please

contact Me at ..ecevvccsccoeccs

e

The Teacher Rating Scale will be'the‘majn criterion used in

identifying possible students for the tutoring“program. 

Some guidelines in using the scale:
- the first two pages of this scale are instructional.
-~ please feel free tordiscuss prospective students with
other teachers.
, = please identify a student even.if you know another
teacher will identify t’rié"s;iﬁ;;pé;s;;a. -

- any one child will not display all the described

i e T

. : . < * .
behaviors. They are intended to give you an overview
- T e, ’7&7‘

to some of the possible behaviors. -

Please return the Teacher
“~ Rating Scales to Counseling,

¥> by Dec. 19. If you have

questions after the

orientation, contact me

-

- I

Thank you for your interest

and support.

R PP

CIPRF SR AN )



COURSE OUTLINE FOR INTERACTIVE TUTORING
STATEMENT OF PU#POSE =
viﬁf&fétﬁdf the effects Sg‘a tutoring program. The program
'willluée’studentégat Royal Oak Jr, High School as tutors of

students at Marlborough Elementary. The Junjor High students

"will be taught how to be . helpful- tutors. At the end Oof the

- &

program information will be collected. to see if the program had
anyreffect; | ﬂ
OVERVIEW .

In taking this course the stu&enﬁs will spénd time}
devéloping listening skills; making decisions; and be challenged
b§ trying to help someone youngér.

LEARNING OUTCOMES

1 . To better understand himself and others.

2. To accept responsibility for his own actions.
3. Come to understand some of his feelings and the

feelings of others.
4. To aéveloprskills in:
- listeniﬁg
- problem solving v
- working in groupé‘

‘- self-evaluation

- 5. To -make gains in behavior-and academic work. - e

KBY EXPRRIENCBS . o

1. Working alone and in small groups.

2. Be given reasonability for working with a young child.



3. Developllessons suitable to assist the child.
4. Talking and sharing experiences with a younger child,
and with peers.
MATERIALS |

Provided_by the Supervising Teacher:
- Introductory Handbooks
- Paper and pencil tasks (mimeos)
/jE Notebooks, one per studenf.
Provided byrgggrstudent:
o - One notebook

- Pen or pencil

DIVISION OF CLASS TIMRE

Jan. to Feb. - FPull hour of block,

intensive training
for tutors -

Feb. to last

- ybhour of block, serving as a .tutor
week of classes:

- yﬁhour of block; involved with task -
work, lesson preparation, and
discussion, on-going training_

DURATION 7 ;.
Jan., 22 to end of term in June 2 §£
. =
s E
. COURSE REQUIREMENTS +

1. Students are expected to partlc;éate in-all areas of .
the program. - 7 % t
= 2. Students are expected to compléte all tasks.
— 3. ,Stnden;s‘axg,gxpestedgiggatiendgallgnLgatgleastgagyerv
high percentage of classes.
EVALUATION

Self-evaluation - Students will assess the degree to which
they fulfilled the course work.

Teacher evaluation - Similar”to other elective courses.

. P
. s

_ .

T (e S

it TR Lor
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FYRACHER RATING SCALE N

NEEDS RELATED BEHAVIOR

-ASSESSMENT SCALE

What kinds of behaviors are closely related to unmet
emotional needs? What extreme kinds of behaviors can be
observedrand identifi&dﬁhy professional teachers?

Thgﬁ_instrument identifies five behavioral profiles which
indicate emotional needs that are not being met. These are not
the only needs which could be identified. They are, however,
those needs which are seen as the most crucial and threatening
to the child's basic growth and dévelopment.

This instrument, used in conjunction with your best =

professional observations, should be helpful in identifying

@

_behaviors which are exhibited in the extreme.

Claudia Beaven

adapted from a similar scale
. developed by Louis Raths,

Meeting The Need of Children,

1972, e e
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RATING SCALES : e, ' v "
There are five behavioral profiles>in:this instrument.
Each profile describes an unsatisfied emotional need.
In making your assessments read each of Ehe{behavioral
descriptions, and if,rin your professional opinion you can
identify ohe or more childrén who exhibit thése behaviors, then

enter their name/names in the spaces provided under each

frofile.

ASSESSING THE BEHAVIOR

Every pérson has good and bad days. "Every person
experiences times when "things go wrong". That is why teachers
who havé observed these people in a variety of situaéions'are

being asked to use these profiles. The assessments- should

.reflect how the person generally behaves. Through this

thoughtful applicatioh of the assessment scales, a profile of
the persons behavior will be observed.

This instrument, along with the Individual Data Sheet will
provide the data required to make the final selection of '

students.

Note: Not all students, so identified, will be selected.
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TEACHER RATING SCALE

-

THE AGGRESSIVE TYPE

This is the child whose outward behavior presents problems

to the teacher and to the other children. He may often be

angry. He may engage in acts which are hurtful to other

children, to the teacher, or to school property. He may also

use verbal abuse--swear, yell, name call, or use domineering
jtalk;‘rln his interactions with other children,.ﬂe may ta1k of
killing, hurting, or maiming, or various otper cruelties. ﬁef
may talk of, or show cruelty towards animalsi Or his agggession

may take a more physical forms, in which he engagés in pushing,

hiting, punching, kicking--actions which are intended to hurt

others. Sometimes, his actions are directed towards property--
defacing desks or walls, breaking furniture, destroying supplies
and equipmenﬁ. He may direct his_hostile behavior to his own

property. He may tease others, use them as scapegoats and/or

have a chip on his shoulder. This child is disruptive to the

usual or "normal" classroom activities. His behavior brings him’

punishment and rejection from those with whom he comes in

contact.

4

A. Which children in your class manifest clearly these
behavioral patterns? '

. -
a. - d. -
b. e.
c. f.

B. Which childfen seem to show these behavioral patterns?

a. b. c.
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TEACHER RATING SCALE
THE WITHDRAWN TYPE

This is the child that seems to isolate himself from

others. He spends a great deal of time by himself. He may go

&

oIl

to and- from schoolwéiéne: he may spend recess and lunch away

from the other students. This type of child may avoid contact
with his classmates by perhaps dawdling a long time .in the

washroom or lingering at his desk before going outside; He

often takes a seat away from the other children. He prefers the -

association of adults rather than his agemates. He engages in

activities which in a quite natural way divorce him from -

others. He seems to be on the fringe ofMthingé, spectating

rather than participating.

A. Which children in youf—class manifest clearly these
behavioral petterns?

b. e.
Cc. - A f.

B. Whic childreh‘gggg‘to show these behavioral patterns?

[ETEE T R O

I RN
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TEACHERS RATING SCALE

THE SUBMISSIVE TYPE

This is the child who has little sense of direction for

&

hihself. He has great difficulty making decisions and

continually looks to others for support and guidance. He is

generally resistant to newness of change, preferring activities

that he has become accustomed -to. He seems afraid of making

mistakes. Frequently he is imitative. He yields to authority
and group opinion with little hesitation and hardly ever argues

or protests., Frequently he is the kind of child who gets

"pushed around" but rarely, if ever, resists. Quite often he

lets you know that he feels other students know much more and

can do better than he can. He tends to have very few, and

sometimes no real companions.

A. Which children in your class manifest clearly/éhese
behavioral patterns? ’ '

a. d.
b. e.
c. f.

-~

B. Which children seem to show these behavioral patterns?

.




™
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TEACHER RATING SCALE
THE REGRESSIVE TYPE

This is the child who reverts to more immature, or

"babyish" behavior, after having already advanced to more mature

and independent stages of development, This may be a seven
year-o01l4d, who suddenly begins to act iike a ;hrge year-o01l4d,
sucking hiszéhumb, or wishin; to sit in ;he teacher's lap; or
asking for help with his overcoat d boots., BHe may engage in
baby talk, or hé"may’whine or cry a good deél. Or, thiévmay Se
a fburfeen year-0ld, who regresses fo the‘behavior of a nine,

wanting to play with only vounger children, or with toys that

seem more appropriate to younger children. Sometimes, his

academic performance suddenly falls to a much lower level. 1In

either case, this is the child who has clearly advanced to more

mature levels of development and who'suddenly reverts. or

regresses backwards to behavior associated with a much younger

child. , . -
A. Which children in your class manifest cleariy these
behavioral patterns? " '

a. d.
b. ] e.
c. ' : 7 f.

B. Which children seem to show these behavioral patterns?
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TEACHER RATING SCALE
THE CHILD WITH PSYCHOSO!ATIC SYMPTOMS OF ILLNESS

‘This is the child who has a whole variety of illnesses, or

is subject to frequent and acute attacks of one type of -

illness. The important issue in these illnesses is that they do-

not seem, by physician's diagnosis, to have a physical cause.

This child may suffer from attacks of allergies, skin disorders,
headaches, stomach aches, respiratory diffighlties. What iéw;L 

more, when the child éxperiencesrdifficulties with school work,

when he experiences anxieties or pressure in the classroom, his

symptoms seem to either begin, or to intensify. This child mazﬂ

be absent_freggently and/of fféguéntly ask to- be sent to the

school nurse. This is a child whose physical symptoms givé him

a greaﬁ deal of difficulty -and who is intensely involved with

his aches and pains. -

A. Which children in your class manifest clearly these
behavioral patterns?- :

a. d.
b. e. 7
c. f.

B. Which children seem to show these behavioral patterns?

a. . T
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INDIVIDUAL DATA SHEET

The Child I Recommend:

Name

Address

Birthdate

Sex - Male - Female

Grade

1.Qq. | Reading level

This child's reading and/or writing performaence is at least one level
below grade average. ‘
Caments:

This child displays the following needs related behavior/behaviors.

1. SuLmissive

2. Withdrawn
3. Aggreséivé

4. Regressive

5. Psychoscmatic

Camments:
LY
- "3
g
£

e L g D

i MO B A, 2 X o
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APPERDIX B

o

THE TRAINING PROGRAM
— - INTRODUCTION

This section contains a complete aéscription'of the
Interpersonal Skills Training Program. This includes outlines
-for the eight one hour sessions, the introductory handbook, the

‘.instructional handbooks, paper and pencil tasks -and samples of
the interaction leaders are included.

It is hoped that this material may prove useful to others

interested in developing similar :raining programs.
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SESSIONS FOR INTERPERSONAL SKILLS TRAINING PROGRAM

Session 1

Session 11

Session 1II1I

,Session iv
Session =V
Session-. VI

Session VII

" Session VIII

Introduction and Discussion of Interactive
Tutoring Program
Awareness of Personal Feelings and Ways of

Listening

¢

Gaining an Unéérsfanding of Different Interaction

Styleé

Preliminary Rating of Empathic Responses

Cdding of’Empathi? Responses

Forﬁulation of Resﬁonées That Attend

Initial Practice in Verbalizing the Empathic *
Response J Y.

Verbalizat&ons of Responses and Planhingvfor

thee—Observagionw

C —
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SESSION I
IBTRODUCTIOﬁ AND DISCUSSION OF

INTERACTIVE TUTORING PROGRAMS

OBJECTIVES

To explore personal feelings toward participation in a

"tutoring program.

To have students gain an understanding of what tutoring

involves,

TRAINING

REMARKS

Students read'aﬁd,diséuss the Handout "Interacti;e
Tutoring, beveloping a Helping Relationshipi._
Studenﬁs discu§s‘in a éroup'hOW'€§ey feel about
particiéating in the tutoring program.

Students discuss. - what is -meant by "Interactive

Tutoring". {

Students discuss what it means to help others.

I't is important for students to start interacting with
each other and the -teacher.. A»t:usting\relationship'

needs to be built.

StudentsAneed‘td‘feel their ideas and opiniohs4arefgoing

to be heard ;ﬁaﬂéélued;

oA

The teacher models high levels of empathy, respect, and

genuineness during group discussions, ensuring that all

feelings and opinioné are expressed.



5nferacitve

7hfortng
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- This class will help you to be

a thoughtful tutor. | -



- We will be working on listening skills.

*These skills will help you to .
understand what others say.

WHAT DIb You Y T DIDNT SAY
CALL'ME ... A/ “"DUMBBELL
DUMBBELL ?/.1 SAID

THATS WHAT'QAUSES SO -
| MUCH TROUBLE BETWEEN_
A PEOPLE TODAY... THERE'S
I N0 REAL’ <

OH, I THOUGHT You
SAID "DUMBBELL”

o
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As a tutor, you will be Wofking
with a young child.

' When helping your child,
;1,) ~ you will need to listen carefully,
- so that you |
understand what he or she is saying.
L PROBLEM “A MAN HAS A ’DAUGHTER‘ 4}

NUMBER A SON.. THE SoN & B YEARS

OLDER TRAN THE BAUVGHTER..

"IN ONE YEAR Tae MAN wis] [+ | -
BE 6 TIMES AS OLD AS THE wPEE%§n$w2: Ec:ie #L';A &
DAVEHTER 16 NOW, ANb IN'10 | enerr Yook noNBES s T
YEARS HE WILL BE 14 VEARS A 4 DAL
ER THAN THE COMBINED A -
QGGS, OF Bis CHILDREN... | Sk
~~~, WRAT 15 The MAN's || SR
PRECENT AGE? '




- /‘

In learning how to be a tutor, you W1ll at tlmes
- work alone...

or with another
o person in the class-
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Sometimes you will work with the child
| you will tutor...

Va
v
e

| , . , 7
- And sometimes you will work in a group;. .

-




" Class Meetings —

There are two Blocks of Interactive Tutoring.

Some people will meet in Block A, others
will meet in Block 4. * ,‘%

T e

1S THIS

TUTORING

e 9 ACTUALLY , IT5 BLOCK“H" |
BLOCK A" 7/ | 1T EITHER WAY ITS

Attgndance is very important. :

e

I

HAV=E A

QUESTION .

145
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Evaluation —

2

The teacher will talk with each student-tutor about his or her
progress. It will be important that you too, evaluate your progress.. |

-

.

STOMACH I THINK T WORRY ABouT

THE MORe I WORRY THe MY STOMACK -
MORE MY SToMACH HWRTS...| | ' HATEs Mg /
THE MoRe MY SToMACH :

ﬂpﬁs, THE MORE L WoRRY

o

gy

- If you have concerns,
lets talk about them.



SESSION II
AWAkBIBSS OF PERSONAL
- FEELINGS AND WAYS OF LISTENING .
‘éﬂJgCTIVBS
MV; To increase students unders;anding of helping

relaEionships. kJ;rA i ]

- To have students come to an initial understanding 6f
helpful interactions.

- To eﬁcourage communication between students and teacher.

‘- . To have students become awar; that there are different
types of interacting.’

.- To collect subjéctive data.
- To help studenfs become in touch with their feelings.
TRAINING |

- Studeﬁts compieter";higwisrm;;:

- Students spend 5-10 minutes writing in journals..

- students share three things “about themselves.

- AStudents read and discuss “Iﬂferactive Handbook -
Interpersonal Skills: ﬁook A'.j

- Students talk about differenyﬁways of listening.

{

REMARKS

]

. e . ) V.
E T B TR e P TN PSS SENPPERY YR [EES N

e

- The acceptance of their own and other feelings is

important for these students.

- The trainer needs to be consistent in her acceptance of

all opinions, vet to ﬁodel empathic understanding when

5 *?.\L‘»un:x.‘ri%m (R

s ey B En e e o
1S

&' %y‘ﬁ N AN
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" those opinions attaﬁ%fbr are provocative to the other

e Y

students.
=g

-

The teachers comments on journal writing is reflective

and/or empathic.

]

N\




This Is Me

Name ]

1. The games and sports I like are:
2., My favorite TV programs are:
'3k My hobbies are:
4, If tomorrow were a holid%y,'ld spend the day im the .

following ways:
5., The things I'm interested in are:

A A
6. I'm happ&est-when [7
N~

7. My favorite subject is

8. My 'worst' subject is

9. I need help with

10, I worry about

149

11, ° Things that scare me are
> ® : i o -

12. The things that bother me in school are




13.
14.

15.

l6.

17.
18.

19.

" The things that bother me out.of school aré

. 150

-
i ~

k ) *

The things that bother me at home are

When I'm eighteen, I hope

When I grow up, I plan to

The kind of job I'd like to have is

To me friendship means

Some words that describe me are

Circle the best . answer

20.
21.

22.

23.

24,

"I like to be with friends YES NO

Making’friends is EASY HARD

Check ( ) approximately 4 traits in the kind of person

you like to be with.

is friendly ‘ ' is good at sports
‘is helpfull T - is easy to talk to
acts natural . - has a sense of humor
is understanding is fun to be-with
is good at school work . is happy-go-lucky
is popular with everyone has only me as a friend
is a good sport o :
is a quiet person
has similar interests as me v
- - |

Say something more about yourself to help your tutee get

T

T

to know you.

List the children in your family from oldest to youngest,

.

giving age. "B" means boy, "G" means girl. Put a star by

- * . »
your own name. Example: B18 G16 Gary13 BlO



ﬂn%eracftve

Hand book

Inte-rpéfsonalSkillS: Book A

L4

THIS CLASS IS 6OING To
HELP VS To LISTEN AND

- |WE ARE DOING Now 7

ACTUALLY, I THou6HT We
LISTENED AND SPOKE ALL THE
TIME... [5N'T THAT WRAT

MAYRE THERe'S A
DIEFERENT WAY ?7

151
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What is meant by i'nteractive tutoring? ’ |
. . . e TR ‘ . e . - ) l 52
Why are interactions part of the tutoring class? .

-

Z

Interaction means: action “between”’ two things or people.
Tutoring means: being helpful to -another person.

Interactive Tutoring means: action (speakmg and listéning) between two
people one helpmg the other

oK. TM WRITING Al [You WART To cHECK oveR Tue

You DOING ? SToRY. WiILL You HELP| | SPELLING WHEN You ARE /
ME WITH THE sm.uue FINISHED. SURE. T'LL HELP You
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T~

. ,. — 7”7;.* -
e

As an interactive tutor you wﬂl do a great amount of careful .

hstemng and speaking.

. I
&A'/. v .
L= - .

5."

Eachof you will practlce hstemng and speakmg s@% i class
befoi‘e you start helping your young ch11d

As you practice your mteractlons (hstemng and speakmg |
skﬂls) you will become better able to help d

-

e

Y

- You ‘will be better able to understand how the sudent feels
~ ‘about huglself and his school work’ .

/Do You THINK
LIFE HAS ANY
MEANING ?

I MEAN, 00 You THINK e X )
LIFE'HAS ANY Menig| | ( ThETS, &
1“"5{ SPELLING TESTS IN . : .

v 4

I




| Tutors can be helpful..;_?‘ - - | 154
Tutors can be helpful to their students. =~~~
~-Tutgrs can help their students to learn. .~ :

ik Toms | [T me. Chndstms

You MEAN “GIVING ... 1 DON'T HAVE THE
CHRISTMAS S THE SoY of SLIGHTEST IDEA WHAT
GIVING-... ' | You'Re TALKING ABOUT™

. Ny
+  ..allow whoever vou are with
‘ to be who they are.
...accept the other person the
way he* is.
r *- T i - - i
we Tealize there are two - : o T T i A
sexes, however, for clarity )
and ease of reacding, the = ) T e

pronoun "he" will refer -to
bgt.h males and females,



, Interactive Tutors: \3}

o

T o listen to what others say, -~
| | listen y?ét they themselves say.

THERE MUST BE =

| ME_.. I NEVER KNOW
g ‘ WHAT To SAY...

...everyone needs practice
in developing their listening
and speaking skills.

| SOMETHING WRONG. WITH. R —

~ Careful listening helps you to understand: e

~—— how aperson is feeling,
and
what he is saying.



e

You ReaLLY LISTENED
T™ M&/ Yov ACTUALLY
MEARD WHAT 1 SAid/
1 -FEEL RETTER

ALREADY / »

» Mdhad

After careful listening, you will
. be able to speak to the person so that

‘he khows -

you heard and understood what he
was saying.

m:}shi.hool can ond sheuld b;- o "“"F":“I ‘PI&C.Q.. ,

5
s



SESSION III

GAINING AN UNDERSTARDING OF

-

DIFFERENT INTERACTION STYLES

OBJECTIVES T ' . ‘ -~

TRAINING

For students to understand the impoftance of building a
good relationship with the child theyrwillrtutqr.

To encourage-communication‘bétween studénts and teacher.
For students to gain an awareness of different types of
interactions. '//, T

For students to gain an initial understanding of the : 1

three levels, of interpersonal responses.

o

b e

. Students spend 5-10 minutes writing in journals;

_gtﬁdents discuss what is happening in their 1life.

gtudents view éideo-tape "Teacher Trouble, Part A" and

e
. v £
-, discuss their reactions. . ) N 3
Students view video-tape "Teacher Trouble, Part B" and \é
discuss their observations and reactions. ’ i

Studehts brainstorm a list of possible problems younger
kids might have in school.

Students read and discuss "Interactive Handbook - . ' '

iIntggpexsgnal%Skillslggﬁgok B".

»

i i bbbt 90481

Students read over and as a group-use~IS-I to help- code

v

it it

the level and type of interactions used as examples by 

the teacher.’

st




Y

REMARKS

Trainer needs to
express personal
Group discussion

students to help

158

continue encouraging students to

feelings.

apd~-sharing of ideas is important for

build confidence in themselves.

T

Important for students to be able to relate to video-

tape and examples used for coding. practice.

s

-Important for teacher to .continue.modeling high levels

of empathy respect and genuiness.

s




Interactive

%qrid‘b‘ook

] Inteﬁrpe_rsonﬂal

Skills: BookB .

IM TRVING BUuT I'M
STILL DoIlNG LouvsY
IN SCHool

A

MAYBE You NEED To EAT A
BETTER BREAKFAST, OR

HAVE YouR eYes CAECK& oR
soWTO BEBVEARUJN

You'VE NEVER UNDERSTOOD,
. HAVE Yovu, THAT WHEN A

-| PERSON COMPLAINS, RE DoESNT|
WANT A SOLUTION, RE WANTY

| No, I ADMIT I'Ve
NEVER. UNDERSTOOD




Interpersonal Skills: .. - 166

There are 3 levels of Interpersonal skills.

level 1 - The helper did not really listen to what was said.
- The helper does not try to understand what was said.

Level 2 - The helper listens and understands some of what was said.
The helper partly understands how the helpee feels. .

Level 3 - The helper listens:carefully and understands what was
said. 7 B
The helper understands how the helpee feels. |

When the helper speaks the helpee knows that he is understood.

IT FEELS GOOD
To BE UNDERSToOD.




LEVEL 1

- .
The helper does not listen carefully.

He does not try to understand.
He is hurtful. .

He does not care about the helpee.
He puts the blame on the helpee.
He talks about something else.

Example: ‘
F - "How did you do on the Enplish test?"

J - "I gct a'D’' again. Boy, am I in trouble this time.
I don't know what I'll do."

',.F - "It is your own fault. I did great, I got a 'B'." -

ANN-MARIE / You

HAVE A SEWING
MACHINE /

L Don'r\ I WANT To LOOK | | THATS T/ You\ You'Re
iuow ! BEAUTIFUL FOR CAN MAKE ME A\ NOT MutH
How To THE SKATING- RED OVTFI™ WITH FoR
SEW COMPETITION ... HOW | | LOTS oF SEQUINS / / LISTENING

b Bt rint o st i



LEVEL 2
162 -

The helper listens, and understands same of the feelings.

He tells the helpee what to do.

He tells the helpee how he (the helper) feels.
He asks stupid questions.

He tells the helpee to forget how he feels.

Example: i . ) _
F -~ "How did you do on the English test?"

J - "I got a 'D' again. Boy, am I mtrouble this t:.me
I don't know what I'11 do."

F - "You should have studied.™

‘/ -
i1
ar T
* T - "Don't worry. Maybe you will do better next term."

WHEN IT'M WITH Yov, DoN'T WORRY ABROUT IT..]

1'M S0 HAPPY THAT I'M|{| No oNE HAS EVER MIED
AFRAID MY HEART IS OF “HEART PofP* /
| GoING To POP.

UL




The helper listens carefully. He understands how the helpee
feels and what the helpee is talking about. When the helper
speaks, the helpee knows that he is understood, and knows
that the helper understands how he (the helpee) feels.

Example: .
F - "How did you do on the English test?"
J - "I got a 'D' again. Boy, am I in trouble this
time. I don't know what I'1l do."
F - "This 'D' is going to cause scme real problems
for you, and you are unsure of how to handle
or

- '™ou don't know what to do about the trouble you
will be in, getting another 'D'."

rrf

or

"This time you will be in real trouble and you
Zon't know what you can do."

'
I

You ARE HAPPY
YOUR GRANBPA [ T'M Gomc,
ASKED You To
COME .

OH SUPER! MY GRANDPA
WANTS ME To COME
AND <EE HIM,

L
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A SCALE FOR TUTORS

InE%%EersonaI Skills

night.

“so much."

"My Mom and Dad were drunk again last

I hate it when they drink

prAs—
b

n :_;;,‘5’4

LEVEL 1

it hY

v,

Type

When a helper does not

listén céfefully:

Examples of how a helper

might speak:

He does not undef-
stand how the helpee
feels...

He 1is hu;tfuIl..u

He does not care

about the helpee...

" He puts the blame

on the helpee...

He talks about some-

thing else...

7I|VSO?"V

"Why tell me?"

"They're just drunks."

"Maybe 'it's your fault."

"Were you bugging them.?"

"What did you do yester-

day?" "Yeah? Let's go

to a show."
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"My Mom and Dad were drunk again last

night. I hate it when they drink so ‘ ) ‘ -

much."

>

- LEVEL 2
Type Wheh a helper listens - Examples of how a ’{
: " and understands some of helper might speak:
the feelings: |
a _ . He tells the helpee "Why don't you just
what to do... o take off when they
. ) get drunk?”
b ’ He tells the helpee "I guess it would
how he (the helpee) how he bother me too, but
feels... VJ‘ I would tell them
- - = to smarten up."
- c He asks stupid quest- "What do they drink?"
e ) ions... g ) ‘ : ' N
4 ' “He tells the helpee to| "Don't feel bad,lots
7 forget how he (the helpee) of parents. drink."
feels... "That's nothing. Don't
_worry about it:" .

>

e




so much."

"My Mom and Dad were drunk again last

~-night. 1 hate it when they drink

LEVEL 3
/‘.’\
Type When a helper listens Examples of how.a helper
) carefully, he under- might speak: '
stands how the helpee
feels and what the
helpee is talking
about: - >
a He understands

what 1s said, and how‘

the helpee feels...

"It really upsets you when

_your_ parents get drunk.".

"It makes f%uvangry when

_your parentstdrink’too.

much." Z

| ( HE UNDERSTANDS
o HOW 1 FEeL/

* 166



_SESSION IV
PRELIMINARY RATING OF EMPATHIC RESPONSES
OBJECTIVES -

<

For students tdAexplore and talk about personal

‘feelings.

- PFor stJdenté to gain more familiarity for ™"listening - -
skills™ (empathy).

- For students to gain a bettér understanding of the three
levels of ingetpersonél skills. | . |

-~ For students to grasp the basics of coding.

.

TRAINING

‘Students write in journals.

- Using ¥S«I Tor guidance students as a group code the

- v 7

responsesrofrghe7fhelgg§f from the demonstration video-
tape 'Tea;her Trouble, Part B," dsing IS-101.

- In diads=§iudents work on IS-3.

- gt the cbmpletion of Is-3, the group of students discuss
their coding. 7 :

- Students write short paragraphs about how they felt the

" 1ast‘time they were “"happy,” "sad,"™ or "angry”".

REMARKS

»

- It is important for the students to discuss the ratimgs

withmeacﬁrothe;fw~wﬁffﬁgﬂw7)—

-~ The students need to explore and come to accept their

own feqlingséu

P



DINELLE:
HELPER:

DINELLE:

» HELPEK:

DINELIE :
HELPER :

DINELLE:

HELPZ=ER:

DINELLE:

HELPER:

DINELILE:
HELFPER:
DIMELLE:

HEIPERT

HELPER:

DINELLE :

IS -101 | , e
"TEACHER TROUBLE" s

-

So you had ‘a teacher who was giving you sone t;ouble.

' Yeah.

Can you tell me what happened?

 Well, I was like in front of ‘?‘éading. I was away ahead -

of her, and she made me do it a.ll over.

So you went to & new school and um, you were more advanced,
you were reading at a higher level...

Yes - ~ - Yeah,

And she just put you back - - and made you start at a
lower level.

Yeah, she made me do it all over.
And how did you feel about that?

Well I felt terrible, because , like people were calling

_me - - aah you had to do it all over again, probably you

did something wr-wrong. L‘Lke that

Sc the other kids were maiking you feel like maybe you

- were stupid or something.

Yeah.

That when you did it the first time it might have not
been goocd enough ~ - or samething.

Yeah.
Yeah and mtlzat made you feel real sla.

Yeah.

wm at the tetcheﬁ* T T T T T T ST T e S e e

Yeah,

Andlikeinuth Imnybackandtheynreinfront--
like and, we were just starting times tables, and she was
going on to new stuff over times tables, and I didn't know
how to do it - - ~ and she just asde me do it...



-

DINELLE :

Iea.hr

HELPER: And ‘she ‘cidnr't really... /L

DINELLE : And I got most of them wrong too. ‘

HELPEK: So you were really having a lot of problems with the math.

DINELIE : Yesh, " ’

HELPER: Because they were more advanced than you were when you
got there,

DINELIE: Yeah. And I'm troubled in math. j . :

HELPER: So you have trouble. irmr math, you know that.

DINELLE: Yeah.,., I have trouble in math and that was making it

. more troubled. ° I ] e

HELPER: _And it was making it a lot worse for you.

DINELLE: Yeah.

, -

HELPER: So you were really feeling bad. -

DINELLE : Yeah.

HELPER: And becauae you weren't doing so well how were you feeling
about thatf E

DINELLE: Hell I felt like -=-1 felt like - =-um - - like, like
something l1ike, 1ike I was stupid because I had to do :
it all over again and then I had to do that,

HELFPER: S50 because she made you do your reading all over...'” &

DINELIE: Yeah. ” | ;

HELPL: And then you weren't doing too well in math it Teally
started to make you think gee-whiz maybe I'm not too :
soart in this stuff. R

DINETIE: Yeah,

HELPER: ... _So you were really having sad feelings. J
 DINELIE: Yeah. :
HEIPER: Yeah, and the other kids were making fun of you were they?




HELPER:_

/

DINEILIE:
- HELPER:"
- DINELLE:
HELPER:

£

DINELLE:

HELPER:

- DINELLE:

HELPER:
DIhZLLE:

~

HELFER:

OUINELLE:

: &
*

So it was;a bad'time.

Yeah: - ’ '
It was a real bad time.
Yeah.

That 's what happened. Is it going to be any different
next year?

- well I'm going to be;going to 8 new school next year.

Ahh, so the problem might be... . o

It will be over, but it may not be , because I will get
a new teacher and it may start all over again.

You're afraid it night happen again.
Yeah.

Yeah. Cnce something like that happens you think it, um, it
might happen again. o

Yeah. _ < .-

170
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e , Date _ 4/»,, T

Understandmg Interpersonal Skills + i !
Levels 1,2,3. | .. 4

//fg

Work with another person. :
Decide if the comments are level 1, level 2, or lev«el 3
Then using “A Scale for Tutors” — LS 1, de01de ,What tvpe of level 1, 2,

or 3 comment is being used.

I SAlb I FELT TIRED, - - SR
AND sus ASKED ME : . ’
WHAT I HAD FoR
LUNCH .
/ '-Le\}el—
Sl | ‘ Type J—
/ You ARE SUPER- F
CET ouUT oF MY WAY | CRABRY Totad AND
1 SHOULD STAY OuT
OF YOUR. WAY...
- - Level — _;__
5%
Type -




— - 172
1 |MAYBE IT WAS MY FAULT/ |

| You sAID MAYBE IT WAS

idY FAULT .I'/D_/ \&\\ | ,
1) ) \ : ¥

Level -
- Type —

I SToob RIGHT IN FRONT | [T CRiED...\ <eeNG THE .
OF HER ... T FINALLY SAwW I CRIED CURLY - HAIRED
THE CURLY-RAIRED 6&IRL AND GIRL REALLY
BILLY 1S ALWAYS TALKING UPSET You
| ABOUT... AND You Kpow |} '

J .

Yes, HE SHE DIDN'T

WouLd LovE | | EVEN
To 0. LISTEN
| To ME/ /.




] SuST GOT INCHES | | METRICS ARE coNrusmcy . L ym
AND FEET FIGURED vcg—lzlgzlm‘{ouo ':\A_\‘{E. VST
o]
OuT... NOW THEY.'I.'/HRoN_ INCHES, AND FEET ! /
// ,
1. » ! Level -
Type —
DOESN'T )
EVERYONE -
Level -
Type —
T bdON'T WANT To
HEAR ABROVT YouR
TROUBLES ... -WHY _
| | pon'T worRrY ? :
I AM NOP.RI‘/
Level -

PR RS TR L



You Look
WORRIED.

I AM WORRIED /| We'RE

ToMORROW , AND THERE 'S

- No WAY I CAN PAsS IT...
ARSOLVUTELY

([ \\—= No WaY
W; :

HAVING A TEST IN SCHoOL

 HAVE You TRIED
STUDYING ? ,

Level-,-
Type -
Yes, I Do FREL ALL
ALONE AND WisH
SOMEONE WOULD ASK
ME To 60 ouT
\ 'p
@)\ ' Level -
v 3 Type —
rlm‘--;u.m " e %"”'dm(‘
-
You REALLY Dib ITF
THIS TIME | Now ,
Rese | EVERYONE KNOwS s
A\ How sTuPID You,| =~ e o
.y ARE [} B - N
Leve] -
Type —



SBSSIOH~Y
'rconruc OF EMPATHIC nxsroqéns
OBJECTIVES -
. - For students to come to a better understanding of the
7coding responseé." | |
- For studgnts to build’a gre;ter awareness and -
sensitivity for'each others feelings.
-"For>studeﬁts~to'igereasevtheir'uﬁd;rst&ndingfofmwhattmfWfﬁ:uafé
kinds‘of responses attend to feelings. |
PTRAINING .
- Students spend 5-10 minutes-writing in journals.

- Working alone, students code IS5-4.

- . Students working in diéds, share and discuss their é

o

coding of IS-4. T

- Students view video~tape ;Going‘Out With Guys, Part A"
andrgiscuss their observétions andhreaétioﬁs. o ’ :

- studths view video-tape "Going Out With Guys, Part ﬁé
following along with the transcript.

- 1In éhads students code and discuss the franscript

IS-102. v S

01r 1ttt s B 4% 1w irrididomcre Aresd AU . o o hsba Eoh g

REMARKS

- Video-tape needs to be revelant to students. This

encourages them to share their Teelings and also attend

to the two'types 6f"he1per' responses.




- Experience working with someone is important and the .
sharing of opinions helps the students gain confidence
' ,
in their ideas and opinions.

Gaining confidence in themselves and in each other is

oy . b - . 7 . .
q?ed?@“before training can develop further. .
_I‘r‘
. -~
» ';:.;"3
N L
) »t ’?-:‘ *
Y
—~
s -r
X .



S-4

'rl

UNDERSTANDING THE HELPEE

The first statement will be done in class.

Look to your IS~1 scale for help. Rate each comment either Level 1,7
lLevel 2, or Level 3. . Remember -~ Level 3 lets the helpee know- that
what he said, and how he feels, is understood.

Wc>rk with someone in the class on statements 2 and 3.

Statement 1 -

I really wanted to go to the school dance, but there is no way.
You can't wear jeans and I don't have any cash to buy a pair of pants.

e

- ,
It's your'own fault. You had money a few weeks ago and _
you just blew it. "

You were loo}cmg forward to going.: Can't you make some money
to buy a pair of pants?

Don't even think about it. It will be a dumb dance anyway.

The danee is important to you and you just don't have the
- money to buy a good pair* of pants.

May be you could bor'row%palr of> pants from someone.
. P . .

et stb B o a2

You really wam:ed to go to the dance but the nDney pr'oblem
is fouling things wp.

Yeah - I koxow how you feel.,

B

o ah B A e et A

PO e TR,

R



Statement 2
School is boring= It's just a waste of time. <%

You should talk to the ,counselor.

-

I{ﬁ'ﬁusy with my own stuff right now, could we talk
tomorrow? - '

«Jifffiéto be. . o 7 )

"‘If‘YOu went tc bed earlier vou might not be so tired.

School is not vervy interestinq. It is just a place to

spend time.
______ You could trv harder.
________ You better smarten up. You won't gef a ﬁob if you don't
. finish school. = = S e L
o You'ge dumb. You don't like anything.
___ Maybe yoﬁ need‘a girlfriend.

178

*You are not getting anything out of school. It's a boring
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Statement 3

I hate going I'Bme - My Mom and Dad fight all the time.

What can you do aboyt it?

Why don't you tell them you are going to ™In away, if
they don t stop? s+ ,

.

The fighting makes you so unhappy, you wat to stay away -
- from the house.

My Mom and Ded never flght
Be quiet. It's all you ever talk about.
What do ‘they fighf aﬁéut?

Forget it. Lots of people fight.

You feel bad that your parents don't get along, but it's
getting to the point where you don't like to be around when

they are fighting.

i . - Ask for the Answer Key
oo s ’ - Check your ratings

- o ~= Talk about your ratings
: with the person you are

P N IR



HELPER:

LORI:

HELPEE:

ICORI:

HELPER:

IORI:
HELPER:

IORI:

5 " HELPER:

- s 102 A

,"Goi_ng, Out With Guys"

-

" OK. You have a problem Hlth your parents not wanting you

to go out with_guys.
¥ o

Yeah; o

Can you tell me something about it, maybe how they feel

" or how you feel?

OK. Un -~ there is three girls in the family- neither of:

" us were allawed to go out with guys until they were ‘about

20 or 19. They were brought up in the ola country. They -

are really strict in their waya, not giving any lee - -

leeway. Ah -~ it's not that - I think it's more that they
are scared that you are going to get hurt or that something
is going to happen -~ but they'just wontt give*you the free-
dom to go out.

‘There is just no real discussion about it... | ‘ ~

Ihat's rigat.

. They've got their ways-and’ they believe they are right,
and they dan't rea}ly allow you any chance to...

Right, it's a cut and dry matter with them. That's it,

Arid you are the younéési 6iﬂﬁﬁé7£hfe;;ﬂé; the éihei £w6 ;
that is how they have been raised so it's natuarally going
to be the same way for you. , .

Right. -
So it really makes it difficult for you because you just

don't have any optione left.open. They have, sort of all
been closed off, all ready. - ‘ '

>

Umhm. . S -

And so how -~ what happens when jou wanf to go out with guysi

‘A

because they've brought q? up enocugh to make me feel that
way - that I have respect for them. .

So you don't want tc - sort of go against their wishes.

Right.'



HELPER:
LORI:
HELPER:
LORI:

HELPER:

LORI:

HELP:ER:

IORI:

HELFER: *

" Right.

181

So you sta} at home, and you don't iike tor snea.k out ”i{'a
not a good thing to sneak-out,
Definitely. - ‘ - -
And so what happens? You stay at home., ~
S T .

Stay at hame and he can come over, So that's not too ba.d.

So ‘the boy that'ﬂ you like, he's allowed to come over to the

" house, And that's 0K with your mom and dad. They say - no

problem with tha‘.t

.

No px‘oblem and he has'fo g0 ‘home at a reasonable hour,
Uh = ab.

But that's Ok. — -

And so you do get to see him...

U 4. o "

Even if you ca.n't go out on say a date with him. But
you do get to see him.

- o

s

Your parents feel safer, sort of - do they" ‘That a guy
can come over to the house. L
I think so because - not that they are watching you,
but that they kmow you are there. And they know - not -
exactly what you are doing every %roment tut they have a
gener&l idea.”

.~ So that helps - that makes -~ so at least you can see him -

but you still can't go out.

Yea.? it reatricts your freedom quit,e a bit
And that's what really starts to get to you after lwhile.

Ie&h. V - ’ o &

@

You would like to be able to go out to a show or samething

without having WWWW&W -

you want... : . : B

s
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LORI: Uh ~ hmn.

HELPER: Anc you just don't want to do those kinds of things.

LORI: Right. Iv'e tried but it's not worth getting caught,

s and feeling bad because you are not enjoying the evening
anyway. ’

HELPEZR: Because you are worried about what 's going to happen when
you get hoxe.

LORI: .- Yeah, if they find out.

HELPER: S50 youv'e got all that kind of anxiety churning around

in your stomach while you're out anyway, so its probably
- you might as well just stay home. And that's the sit-
uation that your in. You want to please your parents and
be sort beeobgdmmmthgrightm and yet
at the same time you want to go out with this guy.

LOREFS That 's z-ight

HELPER: And your friends probably can go out with guys and that
~ puts mother restraint on you,

LORI: ) That's true, m of them are allowed to go out and they
: don't underatand wh;y I'm not allowed to.

Helper: E So it makes it so that your friends are bei.ng allowed
o to do something that you can't do, and 8o it makes it
even harder for you.

'LORI: Right,

1]

HELPER: ‘Because ‘you are having to make excuses to your friends -

no I can't go out.
LORI: - Even with parties and stuff too. .
HELPER: So ryou really aren't even allowed to ;o to .any'p‘irtiel. : )
LORI: ¥o. ’ " o
HEI.ER:V 'mey would/rather you stay at home th;n go to parties,
LORI: ' (NOdB) ~ !
HELPER: 7 ‘7 So you ';é go;;ll that resp{;naibility sort of iaid on ryou. .o
10RI: Un-uvha. 7
HELPER: And you don't want to be the bad kid, so you stay hode.

I8



"LORI:

HELPEr :

LORI:

HELPER:

LORI:

HELPER :

~ LORI:

HELPER:

LORI:

HELPER:

LORI:

HELPER:

LORI: .

HELPER:

IORI:

I1ORI:

' HELPER:

Un -~ uhm,

Not éE"’far';”" B

— 183 —
And you miss out on a awful lot of stuﬁ‘ with your frienda‘

That 's rif/p} , o

And going out with boys. ' And there is just - no = no,
noth _ing you can do. You can see sort of the dye was cast

with your older sisters - and that's the way it is.

[N

- Nobody has broken the mold.
" And I don't think I'm going to.

You haven't got enough courage to decide to break the -

mold nglther -

: No. T,

So you are sort of at a dead end in a way. JYou ha%fe to

 wait until your nineteen. And then it will be OK.

Is that - is that OK - to do thatl

No - I quess it is 'somethi.ng you got to livé with. It'i ‘
not OK really because it causes other problems.

Such é.s.. .

Like if you are going to ask my mom or something - you
get knotted up inside even though - you know what the
answer is going to be. -~The worse it-can be is no: -

But still just going to her and asking her - you know it's
going to be no, yet you want to ask because you want to

go ‘and so you get all those feelings churning around

inside yourself ~'you don't know which way to go.

That's right. . - : :

That makea it so tough - you've got sort of pressure from
your friends and pressure from you boyfriead - ~ hey come
on lets go out - - and then knowing that mom is going to
say no, or probably say no, and so it keeps bullding up.
Um - uhm,

And there's no change in cite.

And so it's something that you have to accept as part of
your life,




LORI:

HELPER:

LORI:

" HELPER:

LORI:

It's hard.

It's hard, to accept it. Yeah. You want it to change.
(laugh) | |

It would make life a lot easier, it it would change.

That's true.'
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SBSSiON VI
FORMULATION OF RESPORSES THAT ATTBﬁD
OBJBCTIVES o
- To ;ome to understqnd what is meant by "listehing".
- For students to gain inifial skill in formulating
responsgs that attend to.feeling§.

0

- To continue the sharing of personal feelings.

TRAINING
. ) | 3 .
= _Students spend 5-10 minutes writing in journals and

sharing news.

- Teacher writes two or three examples of statements

similar to those on IS-5. In the group settind students

formulate level 3 responses to the statements.

-~ Individually students formulate level 3 responses for

I5-5.

- As a group the students share their responses to IS-5.

©

REMARKS
- Working alone and then sharing their responses helps
students to understand the formulation of level 3

responses. This also encourages interaction and respect

=

for their own and others work.

- These students need to find respect for each other and

)

;hemselves.

- These students may not have felt "listened to" before.



B\

- The term empathy is not used or refer ed to. The
investigator follows the format laidlgut in the

Handbooks and calls empathy, listening skills.r

e

e e e 4oty

LA REEES, I e e
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NAME o DATE

is

A7
%

LISTENING AND -SPEAKING SKILLS I =

In this exercige?you are asked to write-what you would say to someone
making these types of statements.

Try to use level 3 comments, that is, include the feelings and the

main idea of what was said.

Statement 1

I am so sick and tired of other people telling me what to do. Do
this --- come here --—— hwry up --- haven't you finished yet. I feel like

telling the whole world to shut up!

You feel

because
Natural -

Statement 2

I'm so happy. We are going camping on the weekend. My teacher said
my report was good. Some of us kids are going fishing after school. It
sure is fun to have lots of friends. I feel great.

You feel

because

Natuxgz

Statement 3

—~
No one likes me. Nobody! I try to be nice, but_d4t doesn't help.
I have no friends.

You feel
because 7
Natural ' ' .o T T




Statement U ‘\\\,)

I'm afraid. My Dad hits me all the tlme He is always angry. He .
doesn’t hit the other kids, just me.

You feel
because
Natural

Stétement 5

I don't take other kids to my house. It's always so messy. No one
ever cleans it up. :

You feel
because

Natuf%l ’ ' -,

P

Statement 6

<

I just asked a girl to the show and she said yes! Wow! I feel great!
You feel - :
because
Natural
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SESSION VII
INITIAL PRACTICE IN VERBALIZING THE EMPATHIC RESPONSE
OBJECTIVES

- Por students to gain skill in :atiné and writing

responses for interpersonal skills.
- . To continue sharing ideas and feelings.
B} .=. To start formulating verbal responses in diads.

TRATHING

- Students spend 5-10 minutes writing in journals and

)

sharing news. . i

- Students complete IS-6 - coding practicé-and IS-7”
formulatingnresponses. They do:these alone then share
their work in a group form;t.

- Students iook over (empathy) Response Leaders in diads,
they formulate possible _responses for one or two 6£ the -
leaders. |

REMARKS

- Trainer discuéses the use of taﬁé recorders to heip them
really listen to what others say éna to.heaf tﬁeir
response. This is very difficult for the students as

'tﬁey may not be ready to accept themselvesrand yﬁat they
say. |

- The students come ib'uﬁaéEéEéBa'Eﬁéfﬁéipfﬁi”ofwél€éﬁain§
response yet may not be ready to say it verbally to

others.
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scHooL s ouT/! |
NO MORE SCHooL
SCHooL. 15 ouT /!

~FALK ABOUT HOW YOU FEEL WHEN SCHOOL IS OUT.

(Sample Interaction Leader)

10,




PN

TALK ABOUT HOW YOU FEEL WHEN
 YOU KNOW SOMEONE DOESN'T -

LIKE YOU

You HATE ME,
DoN'T You?

(Sample Interaction Leader) -

7

*
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IS-6

Name ' ~ : Date

SKILL PRACTICE 1 : -

/

K53

" In this exercise, you are asked to rate the comments

v

that are giveh. Rate them either - Level 1, Level 2

or Level 3. - Use Scale 1 to help you..decide.

Statement,1

I am éo sick andvtired ofvothér people telling me what

t&\gg,\ Do this -~-- come here--- hurry up---haven't you

finished yet, T feel like telling the whole world to shut

!

-

Possible comments. —

.
e

a) You should just teld  them foaﬁhut up.

b) You are so slow, no wonder everyone has to tell

rd
you to gét moving. i

. c¢) You are realiy getting fed up and angry with

people who tell you what to do.

Statement 2 . ' pe

W

I'm so happy. We are going camping on the weekend.

T -

e TP - -

My teacher said my feport was gEBdTVVSome of us kids are
going fishing after school. It sure is fun to have lots

friends. I feel great.

of



=

Possible comments.

a) My Dad fishes a lot.

b) Life is really great, éverything/seems

to be going well.
=

c¢) Big Deal. ~

Statement 3

No one likes me. Nobody:!: I try to
it 'doesn't help. I have no friends.

Possible .comments.

a) You try to be nice and you

any friends. <
b) Wéll, don't give up.

c) Do you have any cousins?
) b

be nice, but

still don't have

Statement 4

I'm afraid. My Dad hits me all the

Coa

time; He 1is

always angry. He doesn't hit theiothér kids, just me.

Possible comments

a) Why don't you just stay out

b) I would be scared too.

c) Getting hit by your Dad is very scary.

of his way?

e

Statement 5-- — o oo oo

I don't take other kids to my house.

so messy. No one ever cleans it up.

It's always



Possible comments. . - : ' o

a)

b)

¢)

Your house is a mess and you don't like other
people to see it.
Why don't you clean it up?

Your Mom never does anything.

Statement 6

I just asked a gitl to the show and she said yes!

Wow! I feel great! o

<

»Possible comments. ‘ — _.

a)

. b)

c)

What's so great about that?

It's a-super feeling to know you are going
to a show with this girl. -_—

T weht to a show last week.
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;’LfSTENING AND SPEAKING SKTILLS IT

‘In this exercise you are asked to write what you would say to someone
making these types of statements

Try to use level 3 comments that is, 1nCIQQﬁ\the feelings and,the-
main idea of what was said. o :

<
PARFEEN

< L 8

L]

Statement 1 . , ' - T

I'mmad. My Mom treats me like a baby. She even calls me "the baby"

If she says I'm just a baby once more, I will scream. \
You feel : ‘ : o e
because ‘ ' ‘ C )

Natural

I sure wish my parents would talk to me. But they just keep g1v1ng
me money and telllng me not to bother them. I hardly ever see them.
You feel ' ’ : . - I y
because -

Natural o B E -

Statement 3 ' , - : RS

I'm tired. I need more “sleep.  School is hard work. And at home I
have to make all the meals and look after the kids. All I ever do is school

L

work and baby-sit.

You feel '

because

Natural ' ' S
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Statement 4 ‘ o = R

We won our game! I scored the winning point. This is ‘the best

e

-day of my life. I feel great!

You feel -

because
Natural

Statement 5

I have got to get a job. My family really needs the money. If
I don't find one soon, Mom says we will have to move to a cheaper house.
You feel o 7 ] ‘
because - ~
Natural —

Statement 6

. School is so much fun. Everyoneé is so nice to me.  The teachers

are great. They really are helpful. This school is a great place to be.

You feel
because
Natural

pved

PRI e

e




- o o SESSTON VIIi
VBRBAFIZATIOIHOF RBQPONSBS Alb
PLAﬁNIFG FdR TUTEE OBéERVATIONS
OBJECTIVES P
- For students.to verbalize listening (empathic)
resppnses.ﬁ
- For students tb plan for observing their potential
o -
tutee.
- 'To ¢ontinue Ssharing idéaé and feelingsL
TRAINING
- Studénts spend 5-10 minutes writing in their journals
and sharing news.
- ©Students brainstorm things they want to look for when
B 1they do the cl;ssroom observatiom. From this
.brainstbfhihgrarlisfVig’dfé;ﬁragigbwgé”ﬁgééiaéra guiée
at the time of the classroom observation. The'studepts
also write a short seif—intrqdﬁctqty note to bebgiven‘to
the classroom teacher at thésfime of the visit,
- ,Dsiné the Respohse Leaders the students work in diadg
and pract;cé their interaction*skiiis. Those who‘fegl

"safe" use tape recorders and play back the

interactions.

REMARKS

- The students need to talk and plan their first contact

"with the elementary school and the té;éhers.



- Practice in
know how to

safe enough

b

verbalizing responses is needed since they
write the responses but may not be feeling

to say them aloud.

o
. . Ry
=
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BEHAVIOR

CLASSROOM OBSERVATION GUIDE -

Talking back-

Moying a;ound—

Talking to his/her neighbor-
Paying attention- |

Playiﬁg around-

Working-

Lobking”out the window-

GENERAL FEELINGS
Happ&—

Sad-

Mad-

CLASS ACTIVITY

Quietrtime;

Noisy—.

Playing a'gamé—

Listening to the teacher-

APPEARANCE

Personality-

Clothing-
Attitude- e

(Develope& by the High School students prior to

day;)

«

199 -

the observation
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\ APPENDIX C , .
Co L Tm _ ‘ 4
' THE TUTORING .PROGRAM

INTRODUCTION

This section contains samples ofvthe matéEiélEAused in the
tutoring phase Of the study. Included are outlines for the' ; -
tutoripg sessions,lmate;ials developed and used.by the student- -
tutorgd, papéf and pencil tasks used in the on—going t:aining and

-'a‘list of commercial games used infthé”tutariﬂg'sessions:*' . T =

‘It is hoped that this material may prove useful to others

interested in developing similiar programs. :

it 3R A el B
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SESSIONS FOR TUTORING PROGRAM ) -
Session I ~ Observation of.Tutee and Forming a Helping
| Relationship. S ’ . g
Sessiog IT _ Getting t; Know Your Tutee. . :
Sessioﬁ ITI On-going Intespérsonal Skills Training’and‘

Tutoring

Continuing Sessions =
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SESSION I T -
. \
OBSERVATION OF TUTEE AND N
PORMING A HELPING RELATIONSHIP
OBJECTIVES :
- To continue shafing ideas and feelings.
~ . For students to observe in an elementary classroom.

- To have students consider how they will start to form a

helping relationship.

TRAINING

- Students spend 5-10 minutes writing in their journals

~ and sharing news. ,‘ *w”;\wm

- Stgdengs go to the individual classes to observe their
potential ;uteebin the classroom;

—‘ Students return to high school and discuss-their
observations. )

- Studenté brainstérm arligzléfﬂgg;£réépiéswgﬁéf ﬁiéhtW7 7
discuss at the first meeting with~their tutee.
Identified as "Getting to Know Your Tﬁtee“,

- ‘Students become familiaf with some of the language arts’
games made available. They choosevonés they might use
and make copies or prepare them for ué?.

REMARKS

- In digggsgiggfghei;<observatiggs they bring up the -

PRI

whdnir ade b heh e

etadreattiond e

TR 305 i

injustices of the classroom environment. They think

back and recall what their life was like in elementary

school.

b

s

i




The students decided to call their list of ideas

203

"Getting to Know Your Tutee", ¢
/ 7\‘\‘
/
f
uf\\\n_ ;
ﬁ
1 ~
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GETTING TO KNOW YOUR TUTEE
Name, grade, age, birthday.

Age, birthday. What did they do on their last birthday?

©N

a) What do they like to do in their free time?
.o . -
b) What T.V. -shows do they like?|

c¢) What do they do at recess?

Do they have brothers or sisters?

What do they like/dislike at school?

What things are fun?



205
. !
_MATERIALS USED BY THE -
Anoggéc»?ugs IN%TﬁB TUTORING SESSIONS - e
Many types of méteri;is werg available fof the Eutors¢%§

use .

LA

duri;g the tutoring sessions. For exaﬁple:
1. ﬁanguage Arts, Activitie; such as:
3) Phonic¢ Games by A. Taulbee,'Frank Schoffer
Publications, California. |
b) Spill and Spell.
c) »S;rgggﬁé
df‘-éroggﬁé?d Puzzle
) oy
e) Boggle
£) Wprd and phrase sentence builders
g) .Siéht word search‘ X
b) ©Eong and_short vowel games
’%i) Readihé activity cards 4
j) Readiness Gameboards by B. Schutte, Frank Schaffe;,
“Publication, California
k)’gggéfning Games by B. Baker and P. Hsieh, Montebello
Unified School District, Montebello, California
2.7 Miscellaneous Agtivitieé

a) Mastermind . <

b) -Pick-up sticks

c) paper and felt pens, scissors and magazines to make up

their own activities .such as, crossword puzzles, sight

work searches, sentence builders



a)

e)

'f)

206

Fabric, tissue paper, balsa wood, sewing needles, for
v .

doing crafts such as making kites and stuffed animals

or puppets

Students brought in games from home

Thinking game developed by the investigator,

o
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. S
- SESSION IT

L] .
GETTING TO KNOW YOUR TUTEE

C

- For student-tutors to start building a reiationship

OBJECTIVE

with their tutee. ' _ S . . —~

- To gain confidence in their interaction abilities.

1

- To continue éhéring ideas and feelings.
TRAINING
- ‘Student-tutors spend 5510 minutesvwriting in journals
and shqriﬂg news.
- Infofmai&discussion with tgtor and tutee»pairs. Tutors

use "Getting to Knsw'Your Tufee" for guidance.

7

- Together the pairs'persqn ize thevfutee's,foldersf
thch'will'be'used to keep papers ahd”jéurhals‘ih;

- étudent—tutors return to high school where they diséuss
their first segsions, then write in jéurnals about how
they felt the sessioné went.

REMARKS .
- The ownership the student7tut6rs felt in making up and

using "Getting to Know Your Tutee" list was important'

Bl

to them. I ’ ] ’

.- The student-tutors need to share their ideas and

feelings towards their tutee.
- The student-tutors were very apprehensive about their

abilities to help their tutees.
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SESSION III -
ON-GOING INTERPERSONAL

SKILLS TRAINING AND TUTORING

OBJECTIVES

TRAINING

REMARKS

For student-tutors to start:.to gain confidence in their
abilities to help their tutee. - ' .
For student-tutors to Start to organize their tutoring

sessions.

For .students to gain confidence -in and use of . .their- - - =

interpersonal skills.

!

. ‘\
Studeét—tutors épend 5-10 minutes writing in journais ’
and sharing news.
Student-tutors work with their‘assighed tutee, ,k ‘ é
Students follow "Interactive Tutoring Day Plan" until
they feel comfortable in pianning them;e1ves5,
Stﬁdent—tutérs'write‘in journals describing what they

feel about the tutoringsessions.

It is important for trainer to model good interpersonal
skills.

It is important to encourage student—tutors to plan fo;

themselves. Theggiged to come. to an understanding of,.

and a belief in, their own abilities.




© INTERACTIVE TUBORING DAY PLAN L
Bt —
Try to use reSanses{which use one of these words-
HAPPY | ~ sAD S ANGRY
SMILE BE FRIENDLY o USE THEIR NAME
'L.'—TALK TO YOUR TUTEE - Ask'her/him how the day is going,
what has been good so far, what has gone wrong today. -
> Remembexr to really listen to what i$® being said.
2. READING - Talk about therstory before reéding it. o
What do they think it might be about? Listen to the
child read ‘and follow along. Help with missed words.
3. AFTER READING - Talk about the story - What happened? .
Did they like the story? Why or why not? :
4. LAST BUT NOT LEAST -~ l
Talk quietly together,
or ' ) : -
Play a Language Arts Ganme, T
or L v
Do a cross-word puzzle, or a sight word search.
or N : ) v
-Do what the student would like - Never force the child:
Ask his/her opinion. : :
or : ‘
Use Sentence Builders. -
or ' 777? : :
Come to the class with your own, ideas.
5. AFTER STUDENT LEAVES. - 1In your small booklet, write about

what you did. Write about what the tutee did. Also,
- say how you. felt about the session. -

. 6. GROUP DISCUSSTON <. & :

- " -



CONTINUING SESSIONS E ;
The main objective of encouriégfg iqterpersonal
' - : 7 S
relationships between the adolesqggts, and between the )
adoleséent and their respective futees continued throughout fhe
tuto;f;g‘pﬁase‘of the study. The foilowing sessiohs were
) ..similiar to fhe outline fof,Session,III, with'éhé sthdent-tu£ors,
.. slowly taking more responsibility for t’h’é-Jtut;r‘ihg ‘sessions and
7 : partic{pating,in,on—gdingvpgactice éf the iﬁéerpersonal
. skills. Taping sessions were introduced and near the conclusion
the 'T;sk éomplétign Sheet"™ was given out. Teacher interviews E 'E
’ rﬁirthé student-EﬁéBrs’did not take p?ace. ;
. o
o

o
IR JURTTS NG Y [PRE Y. A LTI S Py
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TAPING SESSION

‘Today when you meet with your ybung person, record on
tape about five minutes of your Lhteraction. Talk to the child
about school, what he/she did over the holidays, or about any-

thing else the-child would like to falk about.

Try to remember to REALLY listen and use‘feeliﬁg,_
words, such ag=—
| You were happy because...
You are mad at...
You don't like...
Sometimes...makes you sad
‘After the session is over and the child has gone back to
class, listén carefully to the tape and write doﬁn oné~orr£wb
of your sentences: Write, the ones that you think show that

you were really listening to the child.




i)

2)

3)

4)

5)

6)

7)

8)

z5-20)

'LOOKING AT MY USE OF THE INTERPERSONAL SKILLS

Listen to ybur tape, check in the right row
‘ on thé other side of this sheet, the kind of
comments you hear yourself making. Then do

the questions on this sheet.
)i-r
About how long did the téping last?
How many comments did you make, in total?

How many were at levelr3§

¥

How many were at level 1 of 27

- What were some of the problems you found?

What were some good things that happened?

In what ways did the helpee use your comments to help
himself/herself?

What part of the skill do you need to work on?

it SR o bt b
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, IS-2@&
CODING SHE_E.T FOR INTERPERSONAL SKILLS 21»3 y
Level 1 - Does not listen. carefully
Does not understand how the helpee feels BN ¢

Type a) No understanding of feeling
b) Is hurtful

c) Does not care ‘ ) =

d) Blames or finds fault with the helpee =

. e)*Talks about other things

o Total level 1 comments

Level 2 - Partly understands the helpee's feelings

Type a) Tells the helpee what to do -
b) Tells the helpee how hé (the helper) feels
c) Asks stupid questions - 7
d) Tells the helpee foEfonget how he feels

Total level éicomments

Level 3 ~ Speaks so that the helpee khows that his feelings and
what he has said was understood.

Type a) Understands what-%he helpee said and understands the
helpee's feelings - then says it back

Total level 3 comments

TOTAL NUMBER OF HELPER COMMENTS
AVERAGE SKILL OF COMMENTS

(A "good" average score should fall into the 2.5 - 2.8 range.)
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'SKILL PRACTICE II

In this exercise, you are asked to rate the comments that are given.

Rate them elther - I_.evel l L.evel2 or Leve13

- Use Scale 1 to help you dec1de

Statement 1

I'm mad. My Mom treats me like a baby | She e\iren'caiis me "the baby" 7
'If she says I'm just a baby once more, I will scream

Possible Comments,

a) You hate being treated like a baby.
b) Maybe you act like a baby.

4 c¢) If your Mom calls you a baby once more
R - . - you are g01ng to blow up. : - S

U UV S Ep——

Statement 2 : ' A T

I sure wish my parents would talk to me. But they just keep giving
me money and telling me not to bother them. I hardly ever see them.

Possible Comments

a) Don't worry about it.

b) I'd just take the money and smile.

B R PR R I S

Lottt B i e S b

c) You don't care about the n'oney, you want

e -

to spend time wrth them.

TONDRRPTEY SN RV ANJIELS

B
Sy
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Statement 3

I'm tired. I need more sleep. School is hard work. And at hame
I have to make all the meals and look after the kids. All I ever do is
school work and baby-sit. E

Possible Comments

a) I like to babysit. l T

S

b) Go to bed earlier.

c) .What do you ccok for dinner.

Statement 4

We won our game! T scored the winning point. This is the best day
of my 1life. T feel great! . -

A Possible Comments

a) You are real proud and happy you helped S
‘your team to win.

b) You're just bragging. , .

c) It's a super ciay' You scored the wmnmg
po:.nt for your team. - .

Statement 5

I hsve to get a job. My family really needs the money. If I don't
find one soon, Mom says we will have to more to a cheaper house.

_/Possible Comments

a) Yeah - I need a job too.

b) You are pretty desperate in your need

] for a job. o o e

c) Did you try at the gas station?
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USING INTERPERSONAL SKILLS I

In this excercise, you‘afe asked to write Level 3 comments to
the statements. Remember the two parts needed to comment at Level 3 -

understanding what is said, and understanding how the helpee feels.

You may listen to the tape IS-9 of these statements. The tape.
may help you decide what you would say to the'helpee.

Situation 1 , )

Child to Tutor: "I have to share a room with my younger
brother. He never makes his b§d~or ¢leans up his toys>and I get
yelled at if the room is messy."

You would say-

Situation 2 )
Child to Tutor: I sure wish we could learn about space labs,
but only the big kids get to. We just do boring work;" »

You would say

Situation 3 , ,
Tutor to Tutor: ‘"My little kid wiggles around and looks out

the window during our time together. I can't seem to get him inter-

ested in the lessons I prepare.'

' You would say =




R

Situation 4
Student to Tutor: ''Some of the kids’were bugging me because

my dad left home. They said he is bad.._  But he isn't. Next time

. ’

I'm gonna punch them out."”

You would say

Sitdation 5

- Tutor to Tutor: '"The little boy I work with has no friends
to play with. He always sits by himself at recess. I can't figure
Out anything to say or do to help him."

You would say
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USING INTERPERSONAL SKILLS II

In this excercise, you are asked to write Level 3 comments
‘to the statements. Remember the two parts needed to comment at
- . B o -‘ ‘v N N . *
Level 3 - understanding what is said, and understanding how.the : .

helpee feels.

You may listen to the tape IS-10 of these statements. The
tape may help you decide what you would say to the hélpée. »

Situation 1 v ‘ ’ ) ;
Child to Tutor: '"Last week my mom had a neQ baby.

It cries all the time. My mom is worried that it might be sick.

I'm scared." - |

You would say . : . I - o

T~ 3

Situation 2 o o
x : :

Child to Tutor: "When I walked to school this morning some ;

big guy took my lunch. Now I have nothing to eat and I know no one §

will share with me."

You would say

|
1
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Situation 3 7
Child to Tutor: "I can't read very well. Sometimes I try .
real hard - it doesn't help. I'm still no good."

You would say

N
Situation 4
Tutor to Tutor: "I finally finished my english paper last -
'nightAan& then I forgot it this morning. Now I get five marks taken -

off. Sometimes I wonder th I even try."
You would say v : S

. Situation 5

Tutor to Tutor: "Tomorrow we need $2.00, if we want to go
to the skating party. 1 really wanted to go but I just don't have
the bﬁcks. fhé\}ich kids get everything." . '

You would say
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TASK COMPLETION SHEET ) B o
Do 18-9 and IS-10
Use IS-1 for help in revigﬁing the three levels of -
interaction. .b ........ '...  ............. et e e e — )
Setting Goals :
a) Think abgﬁt\zpur tutees behavior. Identify
ways you feel your tﬁtee has changed since-
you started helping'him or her. ......c.... — B
b) What positive-chaﬁges could take place frbm
Aynow until the end of the year? :.A .......... e A
¢) How can you help your tutee to make these. i
k changes? ......cciieieen. e e e Ve e — i
Evaluation of Your Goals ;
a)rInterview the tuteeérpeacher. e e —_— ;
b) Interview your tutee. e e e g
c)‘Writetyour own report. s e e C e —— §
Taping Sessions . ' P é
a) First taping. ..... e e e e et e e s e e e é
b) Second taping.. e e e e e e e . é
;
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APPENDIX D
ANECDOTAL REPORTS
INTRODUCTION o v
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This section contains the anecdotél records for ‘the
experimental group of,adolégcents. Throughout the study the e
investigator recorded observations of the adolescent's behavior.
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KARERN

February 1

Karen is so very quiet. The aggressive girls\?h\gpe class truly

over power her. She does whatever written work is asked of her;
v ° .

anything verbal if answered, is done so quiétly it is hard to
hear. I often ask het,to repeat what she said. . The louder more - -
aggressive students can't be bothered to wait for her and wili

say things like '1eave her alone," "she never talks," "lets get ‘—k'i

on with it."

February 5

Karen writes,‘in'her journal, quite .openly about_herAfriends
away from school. She has a'boyériend who is four years

older. Karen seems to be able to éommunicate with him. She
writes about him nearly every day. He takes her for drives in
the country and is teaching her to drive his car. )

Karen has no problﬁgs with interéersonal skil}s ﬁaterial, so ' N

long as it is paperiﬁhanpenqil. 3he will not try it with the

others in class.

MEBUL ks e e

February 29

Karen and her tutee get along O.K. He is small for his age and

=

has also been described as withdrawn.' They read and work well

together. He smiles when she comes in-the room. —Karen is

trying the listening skills with him,

R FIE SR s) T

March 9
Karen is still very quiet in class. From her journal I have

learned her boyfriend is 19 years old and she spends a lot of

RN EY SR T 1 L RIS LI PRV
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~time with him. He picks her up after school and. they are
together every evening. She never writes about her family.
March 15

Karen is‘going to Regina for Spring Break. She will visit

relatives she has never met, ‘and her brother who she hasn't seen-

in a year:and a half. She is looking forward to seeing:him (a11
this from the journal). Karen and her tutee work well
together. The last few days I find she is really watching the

‘other girls who are more véfbal.,_They all accept her quietness
- .

e,
e -

——

ahd don't tease her. She has their respect. I am not sure why,
but it may be the older boyfriend. He seems to be a “gdod
catch,™ in that he is thought to be a tough, fast quy.

April 9

Karen had a good holiday. She told the class, verbally, that<‘

ghe met a lot of cute guys. She told abo;t how everyone was‘
really friendly—-especially the guys.

I asked herrhow thq tutoring sessions were going and she’éaid,
"he talks more and does not seem as shy, like he used to."
This week Karen and her tutee teamed up with one of the othér
tutor/tutee pairs Fo play a language arts game. ’Karen réally

enjoyed hersélf,‘talking and fooling around with the other

-tutor. Her tutee didn't like it -at-all. - He withdrew when he—

$
~couldn't answer one of the guestions involved in playing the

game.

April 21

Karen is talking more in class, with me and the others. The
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anger is ready to boil out of her.  She hates school, thinks

it's an absolute waste of time. The mor& Karen talks to the

.' -

class the less helpful she is with her  tutee. She gets him

started readi en ignores him unless he asks a question. ¢

This is, of courSe, confusing to him. I spoke to her saying #

e tﬁ;trtherqhi;gurwqudwﬁq be,awiittle unsure of whaﬁ,wasﬁexpectedAm,ﬂﬂ,f

0of him lately. She said, "I've helped him all I can. He's }

pretty good now. He doesn't need me anymore. " : o 3

Ir
i

|
|
\
|
|
i
|
|
I
I

o "Wﬁ;giii‘fwww

Wow, the anger! She lets loose almost as soon as she is in the

b bt S e [

class "Why should I write a tall tale? It won't help me any.
That teacher is so-o0-o stupid.”™ No more the quiet girl. Now I

have another aggressive iid in the,class.;,she is right in\there
R ,

Y

in support of the others. ©She is no longer ohaghé outside

looking in.

May 15

Karen told her boyfrienéypff. Sﬁé laughed and said, "I'm not

Lol B s

..really mad at him. I'1ll still go out with him but he is too

dgmanding. Always telling me what to do."™ With her tutee, its

- going from super to bad. He comes in, gets his books or games

all set up and starts to wgrk. Karen sort of is "just there."

/

May 30 -

AR s L e
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o : 7
Karen refu§ed-to take tbé Reading test used for data collection,

} 4
saying it(&ouldn't help her, so why should she write it.

Karen is working part-time at onk® of the fast food outlets. She

S : i



really seems to eﬁjof it. Karen likes the boys she

the money.
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.PAUL

February 1

Paul's problems are hard to pin down. He is constanfly hurting
himself in P.E., falling down "on purpose,“ actually throwing
his body against walls, tables or the floor. He "“trips" on
pieces ofréaper. He 1is él;o very aggressive in a way dffferent
than the others. 'He trys to be tough, ldud and abusive like
those he admires. Yet his behavior might be called

"inappropriate aggressiveness."™ For example, Paul swore for no

apparent reason and thén waited foria reaction, whicﬁ hergot in
the form of abuse from the other students. Or when hé comes
into class and knocks over chairs, jumps on the couch and sits
there looking at everyone. One of the students said "Smarten up
. Paul."™ He returned with, "Well frog face, what do you wantrto

say2"

The others do not like him. I find it very hard to find

an%é:ing positive about him.

February 14

Paul still constantly bugs the other kids. Calls them names,
" which they in turn use to call him something even worse. Frog
face H;; becomé "fart face." They seem to. feed off each

other. Paul still walks into furniture and walls.

/

“February 22 B

Paul hurt his leg i#—PTETMAﬂe—%e%d—mefbﬁtmhet—his—?fﬁ.
teacher. I said, "It seems you get hurt‘quite often in P.E."

He agreed.

PR Anbe by Y vy i e
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\February 26

paul was hurtful to the tutee he is working with. The child is
very sensitive and Paul said, "Boy you sure are stupid." The
tutee looked upset, so I intervened and spoke with the tutee for

awhile until he was feeling a little better. Nb}ther Paul nor

the tutee wish to work together any longer. :ﬂ
= ' ' 3

February 28

I spoké with Paul's mother and explained that he wou;dklikely
have to leéve the tutoring program beéause of his interaction
Qi?h the tutee. The mother was very éoncerned and asked if he
couldﬁ't pleasé stafrin the program and poss;bly work with
another child. I said that it would depend on whether I could
find anothgr child for him to work with, and if Paul was able to

convince me- that he should be allowed a second chance.

Paul arrived at school with a broken arm. He was playing soccer

at home and fell on it. We talked about his continuing in the
tutoring class. He says he is willing to try, and that he just

didn't "hit it off" with the other child.

e

March 5
paul is working with anéther child.. It 4is going very well. He
is really trying to help the child. He already needs a new cast

on his arm; he has literally smashed the cast to a pulp in less

than a week.
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March 14 T
Gary (the tutee) and Pagl are both very immature and used to
_getiing their own way. They argue‘about what to read and who
if»:willlread first. Théy continually look to me to wofilit out.

Each time I tell them to decide together.

.

March 22

Paul came to me and said that he had an itchy'rash all over his
body. He showed me his arm ;hich looked normal. I said, "It is
really bothering you." He shrugged his shoulders and replied,
iNo, nst really." %e then proceeaedrto b?eak ﬁis pen. -
March 28 R
Things are going much better bétween Gary and Paul. The power

struggle and the need,for teacher recognition seems to have

gone. Gary thinks Paul is great.

Paul came in wiﬁh a smile, sat down and said, "Hi Ms. Beavén. 7
How was four weekend? Did you go to any good bars?" He then T
;Fg}ked to Sabina about when they "went together"™ in grade six.

> .
32& was, remember when . . . There was no signs of anger from
Paul or Sabina. | , - o %
April 11 ]

Paul proposed a "deal.™ He said, "I'll work really hard with

Gary if you drive mE"hUmé“fromﬁmﬂuxﬂi*’”I“fépriéai‘*YUﬁ‘aUn't

want to walkmhomeginuthev£ain, sek§ou!£emt{ying~temb£ibe—me«'

He said, "Xeh, how about it?"™ I said "I don't make deals."™ How

e Ll LN S s e o



you work .with Gary'is up to you.t His answer was, ;Caﬁ‘gwéét mad
at a guy for trying."

April 15

I asked Paul to carry our bog of gamesvand files over to the
elementary school. He said he couldn't 1ift heavy thihgs'with
>his arm (the cast has been off :for more ;pan a wéek){

April 18 |

Wonder of wonders! Paul's écience teacher came to me and said
that Pgul was working much better. He has handed in all his
assignments.

Paul wanted to see a musical the elementary school was putting

on. His tutee is particibating. ihe problem was it was during
Pi:iss Science class. He asked me to go with him to ask the
Science tgacher if he could go. The teacher said fine so long
as Paul goﬁ,th?,nOtes‘for,th;}S}f$§,?nq Y°9¥q”99 iniafte; sghoolv
to have the homewofk assignméﬁ£ explainéd té him, Paul said,
"Yeh, O.K." I said,"Paul, do ybu undergtand what this means?

If you miss the hour pf class you will have to arrange to get

the notes, read them over, and go after school' to find out what
else needs to be done.™ Paul thought about this for a‘moment //,
and said, "I think it would be better to stay in Science. I can
db téffhe night time show.i'The Science teacher was véry pleased

with Paul's "mature solution to-his -problem.® - — .



April 22
Paul is working very well with his tutee. He is trying to use
the empathy skills. The tutee thinks Paul is wonderful. They

- even talk sometimes at lunch.
May 1
I've noticed Paul is nog falling or walking into t@bles of
walls. His English teacher says he is wofking very hard., The

Socials teacher came in and gave him his Socials assignment‘back

and said "Well Y6p got it done (only two days late) and you

passed. it{é a wonder but you did it."
May 20 L . ‘ -

Paul says he really likes tutoring and would like to take it
next vear. He feels he has really helped his tutee.

May 30

Paulrwould like to{gontinggrygrkipg at the elementary school.

He offered to catry my box over to the elementary school on the

last day.




HOLLY

February 1

Holly entered into the verbal discussion, however did not do any.
of the written work——journalror'"This is Me." She refused,
‘saying, "I don't have to do anything if I don't feel like it.

This class is going to be dumb. I don't tell anyone anything."

Febrhary 8

Holly will not answer any questions directed to her. When asked
why she was a half hour late in coming to.class, she answered,
"oh, wasn't Iihére?'

February 15

Holly still refuses to write in her jogrﬁal. Shé picks it up
and;rips off a piece each day, or rolls it up. Needless to say
it's in bad shape. She sits/each day with her head down. Holly.
~appears tb be very unhaPéy.rishe sits away from the group, only
looking up or speaking if th@Adiscussion turns to sex or drugs.-

February 22 ‘ T .

Holly Qould not go overréo the elemeqtary schqol to participate
in the classroom observation. She says she wants out of'

tutoring and to go back into foods. Prior to tutoring she said
she hated Foods: fhe Foods teacher will not take her back into
_her class. When asked why she wanted out4of tutoring, she said

she- just -did.- Even-wit hérrthemusefﬁfm,blaﬂrfif¥ingfshe_uoul¢mt_$a¥,fﬁif,fi

more than "] want out, it's as simple as that. I don't like it -

and 1 w;pt out. End of conversation."™ Other teachers are

reportingAshe is rude and does only what she feels she must do.



‘February 29.

Holly came over to the elementaryeschosi for the first day'of
tutoring on Tuesday. She totally ignored her tutee;‘ Sﬁe went
aféuﬁd and interrupted the éther tutors Qho were trying to talk
with their Eutees. After about fivé miﬁﬁtesf I 'said, "Holly,
Terry seems to be uncomfortable sitting alone and not knowing
what to do."™ Holly looked at me with alsteagy_stare for a few
seconds, thenrwent over énd sat down. They ggiged Eogetheirfor

a few minutes, then started to play "Hang Man" on the cover of

the folder. When Terry left, Holly said, "It won't work. I . _

want out of tutoring and nothing you do will change my mind."” I
feel so frustrated. I can't seem to break through the walls she
has built around herself. She will not cOoperéte étvall. I

feel she wants me to becéme so upset with her.béﬁavior that I'11

kick hei out of the class.

March 2 : . ToT T T mma s m e s e oI T T

On Friday, Holly would not talk to Terry or even play "Hang

~ -

Man". She acted as if Terry was not even in the room. After

about five minutes I said, "Holly are you planning to work with

Terry today?"™ The answer was "No." I turned to Terfy and saiqd, -

"Holly has chosen not to hélp you.today éo,maybe it would be

best to go back to the classroom and maybe next day ‘she will

‘feel like working." Terry shrugged her sh6{iders and went back

b
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to class. Holly said to me, "You sure made me look bad.

A B st s

Thanks. *f7m"§6in§’backfto the room at the high school."
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Holly was suspended from scheol today. She can not return.
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"SABINA .

February 1 .

‘Sabina is the poor, little rich kid. She is very pouty and

slouches as she walks. She complai about everythiné} nothing

is good enough. Everything is dumb or upid--people, school,

danceg, teachers. She shouts at the others,Ncalls them names
and swears when things don't go her way.

Februéryva

Sabina wants to talk in class and tell how stupid the people in
her life are--her mom, dad, and brothers. She likes her sisters
who are all mérried.

February 15

Sabinabquick;y:qéught on to tﬂe empafhy training. She is trying
to ﬁse it but wants the others to:use it with her and since tﬁey
wbn't she gets mad and calls them namess - After the "Observation
Day" Sabina wrote in ﬁe; journal that she didn't like that
tg@chef at all, "I wouldn't be,able to work with'her. She makes
1i££1e kids éry."

February 22

Sabina and her tutee seem to like each other. They are both

aggressive and don'trt;ust each other yet. To watch them

together is like watching two dogs--slowly approaching and

sniffing, reédiiébiggggnérwith fénés bared. No one is going to

be caught off guard. So far they talk and work well together.



—

iFebrua;y 29

A bad time for Sabina. Her brother, his new wife, ana two week
0ld baby moved into the house. Sabina had to give up her
bedroom; She is very angry. She hates her sister~in-law who,
on top of everything else} wears Sabina's ;1othes and doesn't
wa;h them, 7

March 10

Sabina's parents flew hef to Calgary for a few days. She was

.

happy to 451 -She wanted to get away from the sister-in-law and - -

baby. Her sister in Calgary used Sabina as a babysitter the

.'whole time she was there. She was furious. As she said, "Used-

again." -

" March 15

Sabina's phrents are away on holidays often. She has to stay

“"with her brothers who smack her around and make her cook and

'wash for them. She's on the verge of crying most of the time.

Sabina and her tutee really get along well. The tutee meets her
at the gate to the school sometimes in the morning or at lunch
to talk.

April 8

The topic of money comes up often in conversations. It "seems”

Sabina has an unlimited supply. Sabina used empathy with me

today. I sighed when I got up from a chair. She said, "You're

tired today." I said, "I sure am. I really need to get more
time to relax.™ She replied, "It's tough to have to teach the

crazy peopie in this class.™



April 29 . - ' - o - T T ) e

Sabina was sick last week. ~When she camé chk she was very
angry. She called the other students in the class names, said
how. much éﬁe héted her brothers and all_guyé;< She said no one
cared if she lived or died. Then shé explained that while sh;
was sick her mother left her and weﬁt to stay with her sister.
The sister had fallen and hurt her ieg;f:Sabina felt negelectedﬁ
saying "You s;ié égq tell who's importgnt in my family. I'm thé
last on the 1ist:® -

May 9 | T L ' ' o e
Sabina and her tutee are éetting:alonj very well. They share
their problems, read together, and some days team up with Peter"

and his tutee to play allanguage arts game. The tutee is very

relaxed with Sabina--no aggressive behavior.

May 15

Tod éﬁdrcdrfy ;éféréfay Qowthe;éiﬁgsV;Jgﬁﬂégﬁina;wgggira&dr
Daﬁn. Sabina and Paul talked once again about élq times when
they were in gfadé six aqd "went together:' The§ shared how
they felt at the time.. Sabina used her skills. They didn't
riducule each other about how they felt, or how they interacted.
Maz‘21

Sabina came into class furious. She went home for lunch and her

Dad critized everything she did. She hates him and called him

«

names. As far as she is concerned he only likes his boys.

Girls are just a muisance, they don't contribute to anything in

the family.



May 29 - O

-

Sabina's tutee was away so we talked. Once started she talked

non-stop about how mean her Dad and brothers are. Sabina and

her Mom had a talk about it. Sabina wants her Mom to leave ‘the

" home:. She feels her Mom knows it would be the best thing but

says her Mom is too old fo start over ;gain. -

‘Junéll

Sabina really is trying to listen to_what others have to say.

She often says, "I want you guys to know how I feel about . .

W éhe IGVeé;tO’hZVEtthém’lfSEEﬁ to how SEE'ié'Efé&fé&”&f”fwfi'i’;m':
home. The others do listen at times, however, often they give

advice or tell her that i@fganTthe all bad. At times thougﬁ

they say things such as, ;You are really upsetAtoday." or "Your

1

brothers sure do sépp;d things sometimes."




February 1

Dawn really wants to please. She will say something then
qhickly correct herse1f~if she thinks it may not be r1ght
Yet  the anger bubbles up often and she will let out a strlng of S
abusive remarks. She tHen-.apologizes-to those around, making : -

excuses as to why she said the th1ngs she did.

February 9

,Dawn“told me about how. there is just. her _and her Mom.” She said.

o

she really didn‘t ever know her father. °“Dawn had prégjously

. written in her ?ournal that her family--Mom, Dad, and brother--

were going to California for a holiday. When I asked. her if she
was still going to California she said, "No, the plans had been -

changed." - o 4 : o ‘ o i

February 1i

- N
&

Dawn's parents went to California and she stayed with her - :
brother. She talked about how she hates school and teachers.™ !

February 16

’élothes because they are;comfortable.' or, I like-tovlook like

Dawn is'overweight. She acts tough,>wearé a Mac jacket. She

says things like, "I'm not really tough I just wear these
. AR s

this, then ‘more kids accept you."

February 26

AY
i B A L e ‘...tuaw;.u_%m s ok

Dawn sald today that she had eaten “two packets of potato chips

and that she was feeling guilty. ' She Baid she doesn't want to

statt smoking so she eats instead.

3
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Feb?uary728

.Dawn caught on to the empathy training quickly. Sébina and hef
are réally trying to uge'it. Déwn said, "It would be nice if
people talked ;; you like thei éared, but that;déeéh't really
happen."” | /

March- 1 - -

Dawn and her tutee get along fine. The tutee is extremely

withdrawn.” Dawn gets éuite f:usfrated in trying to get -her to-

_talk. They both l1ike horses, so it gives themfsomgthingvto talk.

and read about. She tries to use empathy, however, fhe*child,

simply nods or shrugs her shoulders.

L.

. March 15 ‘ o - -

-In Math Dawn got 5 out of 30 on a test and was_ quite upset. She

really wanEed.to\yalk about it but fhe boys told her to shut
‘up. She said it was bothering-her and she thinks that school is
not for her. Sabina said, "You can't drop out. You'll never

get a job.' ‘Dawn reﬁlied, "Yes I can. I can be a waitress."

-

April 15 : ' -
When asked if they could see any changes in their tutee's

behavior Dawn wrote, "I do not think my tutee has changed since

I took her. She is still quiet and subdued.®”™ Dawn asked me if
. B ) ‘/
my daughter ever wore dresses\Eo school. I said, Yes, in the

last few yeais’of'high school she started to wear dresses and

skirts." I ‘asked her if she was thinking of wearing a dress to

school and she replied, "Maybe one day."

- .
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April 29
dgwn has lost nine pounds.> fhe Mac jacket has béén‘goﬁe for a
" week now; She “is wearing make-up.
May 1 . .
I've noticéd Dawn'srnot always excusing or qualifying what she
rsays; she is not letting the'boysrpush ﬁer around and is doing
it withoht the foul laﬁguage. iFor example, she said;tO'pbrryTJ“

- 2

"That may be your opinion but it "isn't mine. We don't have to E

: agree;“ ¥ ) 77!77%7%
D&wn has a new hairstylg. She was a little unsure of herself é}
when ‘she first came in. Corry told her "for a fat chick" she vjz E
was sort of cute. She smiled and éaid, “I“know‘that is about %
the nicest thiﬁg you couldrsay 50 I'l11 take it as a coméliment.'r é_

[y

“‘Dawn gained a few pounds and was depressed. She's'working part-
‘time as a giﬁﬁwasher for her brother. She says the money is’

nice, even though the job is lousy.

—

‘Dawn wore'a'dress, nylons and make-up. The guys bugged her but
it was O0.K., sort of friendly teasing. Theyvsaid, "Hey, look at”

Dawn. She's goingisOPhisticatedron us.” "She thinks she's

really 56mébodyf‘*‘La de da, someone might 1ift your skirt and

take a peek:"—{from Corry).
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June 1

baén announced thatrshe has® decided to quit‘school at the end of
this year. She says sSchool is not worth it. The teaéhers
haséle you and the work is too haré. She went waitressing'fdr
her Work Exéerience and really enjoyéd it. Thé place ;he went

to may giye\ﬁe; arjobvthis summer.

o




CORRY

February 1

Corry is extremely aggressive. He swears and threatens peers

Adin in B

and teachers. This beh?§i§r seems to stem from feelings of low oo

" self-esteem. A possible hypothesis is a fear of not being able
to live up to the model of his father--a very successful
"business man.

February 16 -

Corry has no respect for:women. He s&ys oﬁly men;qan tg};ihi?: 7”W
;hat tgrdd. Women should be at home raising kids or being
pregnant.  Girls are for boys to master. Boys‘afe supérior and

‘ the boss. ﬁe brags of beating up little kids.; He puts on a

hrave front with his peers, and yet is afraid of kids his oﬁn

size or age.

February 25

k3

When he first sat down with his student he said, "d.K. Gregq,
I'1ll have yéu walking a straightwlzﬁ; and smartened up in no
time:" Corry can really get to me, Aﬁe knbwg how to be polite
and is at times, but oftén Says or makes vulgar references to
the girls in the class.- He will be: polite if I say that I will‘

‘not accept  that kind of behavior or language. Then in his next

breath will turn around and say something else. No girl can be

as smart as him. Men are macho. Girls are dumb and.weak.

FEerHIY 29 ’ e o

Corry's reéding and spelling are very weak. He is barely at the

same level as his tutee. He will not use the interpersonalr

;
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skills wiﬁh anyone;\ He says, "No one talks. that way;, I'll do it
onvpaper but not with someone."

March 15 |

Corry reads withihis tutee for S-Idxmihutegrthen wants to play a
language arts game or crossword puzéié;ﬁ He views all of this 7
,; (reading and game playiﬂg) as a compei;tion between himself and\\\\\“N"
'Hfs tutee and he has to win. He still espouses his superiority

as a male'and'isfconcerhed about homosexuality or "gays". He ) E e
brings it up at least once or twice every seséion. In the_first

weeks he woﬁld not even.sit on the same side of the table as the

tutee. "Did I think he was one of those?"' He is sitting closer

to the child now. We are using a round table.

April 9

bery.wrote in his jou}nal?f;ThétrGfééiiéﬁé'§6od boy; I think I
helped him a lot but notra nuf. 1In the futcher I will help him
more." Corf§“s concentration-is very poof,.lo minutes at{thg
most. He leaves his tﬁtee and goes to check out what the others

are doing. As he passes by the girls, he interrupts by saying

something with sexual connotation®. Or goes out into the hall

v
and sings loudly so that he gets attention from me or other

teachers. T ¥

April 21 - o >

T T T ’ T o
Corry really was bothering one of the girls today. She was

wonderful. She explained how she felt when he behaved as he

did. He put her down saying he didn't care how she felt but he

=

did stop and didn't bring it up again. With his tutee he was



super this week. He said to me, "We are really getting
- somewhere with this kid." The book they were reading was at an

easier level so’Corty»could cope with it. He didn't have to
‘struggle or compete.

May 2

Corry is much less abusive to the others.. They are.telling him

to smarten up and to stop swearing. They are  also telling him

how they feel and even though he says he doesn't care, he is

chanéing. Vﬁé”isrnoticalling pe&biérhémés gli the tif}.ﬂeis‘
much calmer and ié "stopping by" on'pis way to'other!classes.
Just to "check up on the othgr people who take tutoring."

Max'9

Corry and his tutee are working together on a kite. They are

than any of the .others.

May 13

The kite went up and took.ﬁ nose dive. When it hit ‘the ground
it broke. Cogry and the tutee were mad at each other, 1It was
the other guy's fault. They came back inside ‘and tbgéﬁbef they
reinforced it. The next time it fléw for a few minutes ;efore

it fell--they were happy.

“E‘!v‘uﬂ; W
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May 22 . . S
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Corry feels important. He is going over to the elementary
school before the rest of us. He is setting up the video-tape
equipment. This means he has to get the key for the room and

then set up. Teachers are reporting that he is polite and very

oAl
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nice to the children. He loves the attention. He likes to

explain about the camera ana how it works.
May 29 |

I‘bought‘an old 1aﬁp that needed a new plug and’asked Corry if
he would fix it for me. He said sure "women always need mén."
He fixed ié and the nextkday two teachers reported that hé was
great ;n their éiaéses. No aggresSive behaviérs, even so far as
being polite. |

The other studeﬁts have 1o§t iﬁte:est in using the videb—tgpe
but Corry and his tutee are’s£i11 using'it. it has become
"theirs.” They film themselves, then play it back. I asked
Corry to pu£ it in ﬁy car and gave him the keys. He said "I
qould'take your caf and leave"™ I said, "Yes thaf is true." He
went out to the carQand thenrgeéuEPed saying, "I could havé
ripbed~yoﬁ~off. w¥ou.ha§e—all kinds~ofrstuff—in5your~caf.1'r
Again‘i said, "Yes Corry you could have done that;" He shdok
his head and said "Boy are you‘stupid. You even trust ME. I
could get a lot of money for dope from the stuff in yoﬁr‘car."

He gave me the keys and walked away shaking his head.

June 3

The last day of class Corry said in a brusk manner, "Have you

checked the oil gh'your car lately?™ I said "No." He said,

showed us how £o check the o0il. and how dirty it was. He said

that I really needed an oil change. He also started checking



o 246
the water and the air filter. He was super. Nice to
everyone. He had power and recognition. -—
2



o : DOREEN Y

February 1-
Doreen wears skirts, slacks, sweaters,and‘b?ouses compared to - .-

the regular jeans and t-shirts attire of the! other girls. She

!
haé long brown hair held back by bafretts“pgfcombs. She is what
some might call your typical nice girl. sShe is very attentive-

in all her classes.

February 15

Doreen is always on time for class. (the others arrive just'as

b

the bell rings or a little after, with an excuse) . In the few
minutes we are alone, she talks about her family and her best
friend--a cousin who is 13. Doreen's vbice lacks expression;

everything is fine or O.K.vyebashe seems a little wistful.

February 22
Two of the other girls in the class said "Why do you weér baby. -

barettes in your hair?" She ignored them completely. ‘ ’

Feﬁ%udry 29
Doreen can't decide if she should stay home and study or go out
with her niece. It is an impoftapt problem for her. Doreen

said that she likes Fridays best because if you want to you

could go out and still have the weekend to study. Doreen is
very organized -in working with her tutee. —She records the words

he has trouble WithmandﬁLaallgjtziesftoﬁusemthe_in;e;pe{sgﬂakmwwwwﬂW, —

skills with him.



March 9
Doreen and Sara are:talking to each other. They séga\to get

along well and finally Doreen has ‘someone in the class she can

relate to. Doreen and her cousin are going rolier‘skating every

week. She really likes it. She wrote-in hef journal "I hate

o

“just sitting around in:the evening watching T.V. 1It is really
quite boring."™ Things are going very well with the tutee.

March 15

‘Doreen wrote about how angry she was yesterday because she was
asked to make dinner which she likes to do, but when it was all
cooked and she had just put it on the table, her older brother

arrived and said come on, I want to go shopping and so they got

up and left the food. She wrote "this really made me quite

~angry." Still no discussion between the two factions of the

4

class.
March 22 T

The tutee was a real handful for Doreen toaay. She did very

well, allowing him to make his choices even though you could see

she wanted to tell him what to do. She said "It took him a

little while to get on track but“after awhile he was fine."

April 9 = -, B
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" She wor ke&wifhhezjtut}éeand@*éofﬁthe other tutees toadgay (the
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other tutefwwas~away+7m—she—hééf -ing together
and then played a language arts game with them.
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‘April 22

Doreen is worried about Mathvand Scien;e. She_says she has‘to
stﬁdy evefy nightrto keep  p: Sara and her come in and stpdy
for the first two minut”telass 'befor;e the others arrive.
Every minute seems valuabie to them.‘ One day Zhen the tutee Qas

— R

away she went to the back of the room and never once looked up -

from her books. -"There is still no communication between her and

the others in the class.

May 2

-

Doreen is gainihg more confidence. She wore a Rod Stewart

t-shirt. Two of the gitrls started making fun of her t-shirt

(he's no -longer the 'in"star). Doreén said "I don't care what’
you think, I like this t-shirt." The others Qhut;Up. I think
they wére éurprised byrher>standinghup for herself and saying
something back to thenm. |
May 9

Doreen and Sara are becoming‘gddd friends; they are doing things

outside of school together. She enters into the conversation if

' ’ #.
I ask a question of her. K Doreen will give her opinion®even if

it is the oppoéite of one of the other girls. She told one of
them they were silly to get drunk each weekend. ' That even if

she was allowed to she wouldn't.

Doreen wants to be a teacher. She went to a school for her work
rd

experience and really enjoyed it. Doreen loves to work with her

tutee and can see the progress she has made with him. His
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aggressive behaviors seem to have gone. He does not fidget or
move quickly anymore and he seems to be trying to model her i
quiet way.” He doesn't shout out.but' goes over to the person he
wants to talk witd. ST :
3 B
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FeBruary lé6

Dana is very submissive. What even her friends say is fine with
her. S8he tries hard in class until someone says that this is
stupid, then she goes along with them.

February 29

. R 7 .- - ST - . .
Dana's tutee said to her, "Do we read here?" . Dana said, "Yeh,

sométimes.‘ The tutee then said, 'Theré is no way you are going
to get ﬁy mouth open.” Dana,sh;uéééd her. shoulders and.said, - e
"let's work on your folder thén fQ: today." |

Daq&his starting to talk .about her home life. " She has a litilg
brother (5)‘who seems tovget’a lot of attention. She iS very
jealous. 1In her journal she wrote that it wéuld be importanﬁ

»

for tutors to havé‘patience because then it would give the

1ittle Kids "coMe that they are doing O.K."
March 15 ‘ ‘ = . -
Twice last week Dana was involved in fighting with other . N

girls.i‘The various groups-of girls argue, then it's Dana who
actually gets involved in the physical fighting. She is easily
encouraged by the other girls,

March 21 - o o ) : -

Dana has_decided she doesn't like hetr tutee.- The tutee "hates" -

reading ahd so does Dﬂf::-that_is one thing they agree on. Tﬁeir

égf but its like, the nasty task to be doﬁe.%;

arerfeading eac
» ' R . . . Lo
.Dana becomes frustrated and says, "I can't get the kid to

read. Will you tell her she has to?*—Through clarification



April-lo, %

. Dana is comIng to tlust the other tutors and me. ‘shé tells of

il

Ll g

i
i

Dana has come to realize haw tough if“is to be a teacher. She

sees that her own behavior is often like her tutees.

~

herv exciting"” weeken@s,‘whe:e !ﬁe gets *boozed and druggéd

" up." Life for her only exists on the weekend. School is a

S T

bore. She says tutoring is, "O.K., but just O.K. It gets

.

boring when I have totpusﬁ_the little kid to réad'like the other ¥
Agri; 23 é
Dana is?sayihg how greatvshe is. She writes on the boa;d-'I am %
grégt' or!:ﬁaha is the smartest kid iﬁvéchoo1.“ Dana and her é
tutee are doipgAa 1§§ of crossword puzzles. She hélps the child %
but not in a directive way. Dah; has such a low opinion-of :%

herself that she figures that the child is a*iiabg{éé’ smart as B
she is. . i
‘May 9 :
Dana and the tutee worked well t&éether-this week. One of the E

"other tutors who can easily influence Dana was éﬁ&g‘gnd Dana was
on her own to make her decisions instead of folloéiﬁé the-other :

-student's lead. o -

] May 22: 2
There is no way’Daﬁa will work wit; ‘the tape recgrdgr’ot»be éﬁ, :
the video-tape. She simply will not participate, end of' h %
discussion. 'Her tutee‘really wants to but Danakjust can't éllow i
herself to do 1t;7 Dana and the tutee are ﬁ;kiﬁé arpuppet.ijfhgw 7 77;

i




child is doing most of the work, as Dana says, "I'll goof or
wreck it. You can do better than me." -She tells me she hates
art and puppet making is like aitLtiet when theeidea,was first

brought up she thought it was a great idea.

May 29 .

S

'Dana still.has a'low'self—concept; " She ‘thinks working with the-
tuteé was O.K., but thét "the kid was not greét. I could have

done better 'if the kid was better.”




~ TOD

February 1

~ Tod hits kids on the head, calls them names, and laughs at
anyone who is trying to speak or ask a quéstion.q The studen;s
do not like him. He is on tﬁe verge of being suspended from
‘gphooi;‘his teachers feel it is on}y a mattep of time.

Februry 8 -

Tod is never serious. He jokes'and bothers the other students

constantl§, - They -get annoyed aadmtéilAhimete~sma;ten~upr;Eetw~m~~

says things like, "What makes you think you:rcan tell me to

smarten up? Who do you. think you are? Smarten Farten." When "

¥

he does this he will put his‘face right up glbse to the other
person and usually they end up laughing. - He will then sit down

and continue to generally bug the others.

"~ February 15

x

Tod's behvior is going downhill. 1In ghis class he jokes, fools

around, apd is seldom serious. Teachers from other classes

‘report the same behaviors. Most teachers want him .removed from

~

school because of his disruptive influence. o

February 22 . -

This week I've noticed from Tod's facial expressions that he is

quite upset--his face is red and tight looking. He won't look

v Nadu

o

iy AR AT Lo s S bty ok

at anyone, ‘keeping his eyes diverted. He moves constantly--arms

_moving, pacing around the room and moving his upper body. He is

SN,

very agitated. I tried talking to him but he waved me awayy

— " ~

saying "get away, leave me alone."™ He laughé,éiohd, at what

.
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seems to be inappropriate times. He is drawing pictures in his

journal,Ausually of buildings and tough looking men leaning
against them. I asked Tod to come to the counseling office

s

during his English ‘class. He has been kicked out of three
classes, so is truly on the verge of suspension.

. ) ] k
When he first came into the room he said, "Why am I here? I

don't want to télk with you. Are you going to kick me out of

tutoring?®™ I said, "Come on in. I'm not going to kick you out

” .

_of tuto;ing;,flnwfacg we don't even have to talk about tutoring

if you would rather not. We can talk about anything you
want." He replied, "I don't want to talk about anything." He
did come in however, closing the door behind him and sat down.

I ‘waited a few minutes andahe said- nothing, so I asked him how

things were going with his Science teacher. This was one .of the

- teachers who had him removed from class. . He said, ™Fine; its-

Mrs. . . . who's bugg;ﬁg me." He then went on to tell me about

being kicked out of her class because he had défended a girl she

' was, berating. He told the teacher that she was the .stupid one,

not the girl. The girl was trying as hard as she could. Thus
he was kicked out of class. He talked for quite awhile about
"fairness,"” saying he thought everyone should be treated equally

. : P
and fairly. He feels the teacher did not act fairly towards the

gitl or towards him. He feels if anyone should be "kicked out”

it should be the teacher. He then started to talk about his

'Dad. There is just him and his father living together. His

Mother died when he was nine, Bis father had a heart-attack



‘when Tod was eight. The fatﬁérrwasireéréi;éaiin aqofger
occupation and hurt his knée sboftly\afterward;. Tod's Father
uses a wheel chair and dOesn't'work.\

We talked, or };therrTod talked, for ;0 minuﬁes. AWhen the bell
for ﬁhe next class rang he said, "Wow, I guess I should go ba@k
AtoAqlass.' I get Math and I can't be late oéfhe won't let me in
the room." He had been calm, logical, énd sat for the 40
minutes without a lot of physical agitation. .He said, "Thanks
for the talk." | o 7”7; S 'f:; e

)

February 25

_Tod—is really trying with his student. The b;y has a cleft-
’palate and Tod is being very serious about working with him.'

After the first session Tod came over to me and said, "It's

goipd to be 0.K. He's a nice kid. We talked about his mouth ’
a;dﬁabout>how kids,”especiallyﬂolderﬂkids;Wmakemfun,of,him+ _He
said the kids at the elementary school are used to kim and are
uéua;ly OK. ﬁew kidé-are the worst ones. We galked about

sports too. I think it will work out O.K."

He still draws picturesrin his’journal—-aAﬁale with a scarred
face‘outside a large building or éarfoons of téachers, labeled

with their names. He wrote that he scored two goals in floor

hockey. Actually he is "out"™ of P.E., but since there was a

substitute who didn't know, he went to class and participated.

s
i

Februry 27 ~

Once again Tod is close to being expelled from school. He has

aiready been dismissed from several schools. There -is-a meeting

- .
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next week to decide His fate. The 5chool‘administrati¢n is»dﬁ
giving him one*more chanée. If he getsboﬁé reporf Bf bgd
behavior he wililbe out.

March 1

- Tod stopped by after- school, to Say€that he is going>t§ be
differeﬁ; and not bug the teéchefs. I asked how hevcéme to this

decision. He sbfuggéd’his shoulders, smiled, turned and left.

Things are going wonderfully. Tod works well with h;s tutee.\
_gg is very p;qpeqt@veiand won‘f 1¢pm§nyoné_say any;h@ng Sgginsg
the child. Tod is walking along ’beside me when_we go between
the high school and elementary school Hé talks about his Dad *
and him watching T.V. late into the nlght; about hockq¥,games
they go to, and about doing the grocery shopplng, the hfusework
and the laundry. . -
March 15 . - ,dw,_i;”,,;g, R v” R f,,i
Dufing class one day this week, Tod's father called tﬁe‘school
and asked that Tod be sent home. The,fatherkéaid he was sick
and needed Tod. This was during a tutoring~!ession andeod
became extremely agitated. He%baéed around the room wringing
his hands for two or three minutes. He then got himself under

control and said, "I better be going." It was later found out

that his father was O0.K. -

~ April 8 - <

~Tod has missed several déys of school. He came back today but

was not in a good frame of mind., He completely ignored his

tutee. The child finally said, "Tod, I'm fed up with your
' '
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behavior today. ‘Are you going to‘hélp me or not?" They stared

at each other for a few minutes, then started work togétherf

‘After about teh minutes Tod said to the child, "Why are you

giving me a bad time today?" The child said, '%écause you are

‘being silly.”"

April 22

S

Tod didn't'come to school today. He had a hard .time yesterday

with his homeroom teacher. He was foollng around w1th a bongo
drum and would not stop tapping on it. "It was not officially

reported so he is still in school.

‘May 2 L

Tod is staying away from schoOl. He had the -flu for a few défs
. ,Q,
came back fo? a couple of days, then started cominggiate or
. r é%

T T o,

leaving in the middle of. the day. _He is coming to. tutorlng, S

alzhough some days it is the only class he shows up for.

May 5 | | |

Tod sffeh talks only in rhyme. F xample, he'ssys things
like, Hannigan,»Brannigani Milligan, Malone. He woﬁ't "talk" at
all, no matter what is said to him. His face ‘seems tighf.‘ He

twists his mouth around the words in a grotesqué way.

May 6 , : i
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1 saw Tod at lunch. I asked him how he was doing. He said, "I

%

[

cantt talk~wfth~you7"jnnr“are“351years:81343nd‘tan*t be
trusted. ‘I'm nine so I'm O0.K., but soon I will start to’
deteriorate too and then I will be like you. So-I'm watching

everyone and learning how I can stop it."™ As he said this, he.
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was drawing onrarpiece»of paper. He continued on to tell me how
life happeqed to péople, and if you were smart you could S;op it
and;tgke éghtrol. He said so far he hadn't féund anyone who
could do it, b;t it was ppssible. "He had a whole "system"”
workéd'but.‘ As he taltﬁg'it seemed he knew it was all a
fantasy, yet it was ihportang that hevgét across to me that it
was real. Thérbtﬁefsﬂin the office just Qtaréd,fbut did7hot

A a

interrupt. He went on to explain how at different ages people

in this world were capable of certain things but as they get

]

older they start to fot and by the time they were 35 it was
yiiﬁpa}ly all over. He finally started fo,rhyme with various
words like--rot, hot, tot, snot and school, pool, tool, fool,.
.This went on for a few minutes.
I spoke with an édmipistrator and explained that I felt Tod
,,redlly neqded,more,helpfthanfthe~schoo;mcould~givé:h}m;w—i wasg- - -
told it would have to'go through the scﬁool district before they
could apbrgach his father,.
”~Max 9 - ’ -
'Today during class Tod was unable to control his behavior.
Befor; we;went over to tge elementary school 1I askedrhim éopstop
hittingwone of the other stﬁdents on the head with a large

rolled up map. He -did stop but laughed and laughed. The

students could not take it anymore and were getting very angry

TTN/with him. He said it GOesn‘t,hurtrso stop complaiming. He then

started to pace around the room. At the elementary school he

was rude to me and ignored his tutee., The tutee was angry and

s



>don't want to work with:him ahymofe. Tod then left the class.
and aid%not return to school for two déyg. When he returned f
met with Tod and one of the Administrators- I explained tha£
Tod could no*longer'work Qith his tutee, but that I wouid

supervise him for the block. He would have been expelled from

school if T would not have him in the class.  Tod felt I was

being unfair to him, when he had just had a b;diday. He went on

at length about the uhfair»tréatment he always got.

May 16

Tod has come to one class this week; He came in and sat in a

corner‘with his feet up on the desk. ; The others were working
with their tutees. After about 40 minutes he left and said,
"This is stupid and boring.”

Tod has been absent from school for the past week.‘ He returned
for one day and caused problems in every class,
. ;’\ N .

June 6

Tod was suspended from school. . - £




______ -there is no-real work to do, no homework, and everyone just'

- ~fun to complain.™

JODI

Februa[y 1

Jodi is very talkative. She asks a lot of questions about
tutoring, the main one being if she doesn't like it can she get
out. Through clarification she says she never does anything she

L

doesn't like, and that wik¥l pgobably include tutoring.

February 9

Jodi thinks the interpersonal'skills component of the class is

Qstupid. As far as she is concerned she is not going to talk
"like‘that.' She said, "No one really cares how I féél so why

should I’cate‘how some little kid feels. The little kids will

.- just have to find out how life really is, the same as I did;f

February 15

Jodi thinks this class is "lousy." She thinks it is a big joke-

9

sits around and talks.

February 22

Jodi is still complaining. Sﬁe would like to get out of

tutoring and go back to P.E. The P.E. teacher kicked'her out

before tutoring started and will not let her back in the
‘class. Jodi says tutoring is.‘boring, so I asked her if she had
any ideas on how we migh£ change it. She said, "No, its more

---Pebruary 28 - — —

Jodi says she is willing to try to work with her tutee, so long

NG

as I don't "expect too much.™ She has been kicked out of,
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Science for talklng back to the teacher and be1ng generally
dieruptive.

March 15

Jodi.cameAinto class today and went on about "this lousy school
andrthe lousy teachers who don't do nothing but tell kidﬁlwhet
to do."  She has been missing school.nearly every morning
_because she sleeps in, and if she cohee iate she oets—oarbager;r

duty, so she doesn't come until lu‘chn e
~d )

) March 21 - s

Joéi{ertutee is:te;y moody, one day she is aggre381ve, the nextﬁri

completely withdrawn. On the tutee's aggressive days, Jodi and

+

her get along fine. They read and pla?‘langdage arts games, and
ons ‘

both seem happy. On the days when she is withdraWn Jodi has

little patience with her, Jodi gives up easily, saying when a

kid wants to be éﬁiet and not talk, then other people should

leave them alone.

April 8

Jodi still talks of getting out of tutoring. She feels that the

teachers just want to_'héssle“ her, and that we conspire against

her. She says, "school is a prison.”

April 9

She came late to class todayf She ‘stayed at home after dunch

B

becausefthefm011eeon4¥ vrgwasfbette{—thaa—aﬂyth%ﬂg—at—sehoe}—so

&

she- watéhed it until it was over. : -




April 15
Jodi's'tutee‘Qas been away for a wegk. Jodi went’ar0qnd and
bothered the other tutors/tutees. Shé'wduld not,dQ:;nything'buti
complain for the first five minutes each day. When the others

told her to leave them alone, she gave up and went and worked by

S

herself.

CApril 21 7 .
April 21 | .

The tutee came back to school and was very quiet, and non-

communicative. Jodi was askgd by the tutee's classroom teacher

Hidﬂt}§'aﬁal*brfﬁégiét out of her mood"™. Jodi came to me and
said why éxpect me to;do'somethihg.q I said that since the child
likes her, maybe she would téT) to Jodi before she would talk to
an adult. Jodi went'aWaf shéking her head. Wﬁen Jodi and the

tutee sat down they stared at each other for a few minutes, then

Jodi asked if she wanted to play a game. The child nodded her

head yes and by the end of the session they were talking with
each others N

g

May 2

Betweeh Jodi's ébsenses‘and the many days the tu;ee has been
away, they.have only met twice in: the last thrée'weeks. The
relationship is not gfowing. “

Haz '9 R — V N ) T ¥

— - - [ o

Jodi and the tutee seem to;bgmdging,gfLiLngﬂbgLLnggthﬁygaré‘

talking to each other. However, Jodi really doesn't put an;

’

effort into the session. --She has given up on her campaign to
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another schgdl as a heiper fq? PvE.
May 15 o "1% |
qodiborganiied a éoftball gamé.fqr all ﬁhe tutors and tuteéq.'
Jodi‘was veryihelpful to her tutee. The chilé was nervous J
(wringing her hands) but seemed»happy. . . ®
May 30

' Jodi raffleﬁ thebchildfs hair and in a frienleﬁvoice saiaqd,

"Well its been fun kid."™ The child looked up and smiled. This

on the last day and about the most positive Jodi got with-herv =
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>Febrdafy 1 : . oy

.Sara comes into tﬁe class, sits down;lahéﬁiﬁﬁediately dpens a

book. She doesn't speak to any one on her own initiative. She

is véry polite - and wili‘ahghen‘if she is asked a question.

=,

. gr

February 15

Sara caugHt;on very quickly to the interpersenal skills. She
writes good level three responses on the paper and‘pehcil tasks,

February -22

..Sara seldom speaks to the thex,sxudgnts.‘;Shgﬁsegms to. _hide o ”;;;?Wf

hi

behing her hair whiéh\gs frizzed and hangs over her eyes,

~

March 25

February 29
Some of the others in the class started to.tease Sara about
studying all the time. She said in a quiet, cold voice, Tjuét

leave me alone, I don't have to be like you." -

March 7 . R S

Sara is argreat tutor. The tutee and her gef aldng very well,

They share what they've been doing, laughihg and giggling. She : -
uses the interasrsonal skills,.

~ ) N

The tutee was also identified as submissive, but if someone came

into thérqlass'and saw these two’together they would never

believe it. Sara wrote in her journal ‘Today'myrtutee was

hyper. She giggled and gets me going too. She had had a rbugh

77day so I guess she was making uyp for it." ' ‘ “




March 15

‘Sara and Doreen are taking to each other. Twice they have

¥

worked on a language arts game with their tutees as a group of

four. It went very well,

April 8

Sara wrote in her journal about her and her tutee, 'we get’along

well because we are both so quiet We understand each other

better." Sara is still not talking with anyone but Doreen,

thf;fj;ﬁff_hjﬂuuLjhe_athersftalkgahQnL,p&;;LesrAdLngsvthg¥££4£ﬂﬂ£7:£££17;& S
raises her'eyes ‘and turns her back to them.

- . April 15 = . » - ‘é7

" The relationship is really building beﬁween Sara and her
tutee. She uses her skills and shares a lot of her own

feelings. The two of them get together and chatter enay.

“April 29
The tutee has been away for rhe last two day. Sara gets out her

_ books and,studies., Twice Sara hasrworked yithrother tutees asg
'wellgaé her own when their tntors were away. All the tuteee
léve\Sara and Qanr:to work with her.

May ‘15

- o - ¥

l ‘ S?ra’has been;taking her tutee and any whose tutors were away, {/

j“'.nut sﬁe'vrote in ﬁer;journal that her tutee gets quiet and seems

¢

;unegsy. ‘Szﬁhad a talk and decided to stop this and just work

e fwitn her own,;dtee.' The child was all g;iles when Sara told

, 7~ .77 ner.
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May 29 :

The classroom’teacher gsaid the tutee is really coming out in
éléss; she i's taiking more and her“reading is improving. Sara
still doeé not talk to anyone but Doreen. She is still yery

i

concerned about her marks. Sara says she would like to be a

‘teacher;
J——
7
= ﬁ; - — = -
\
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Februarxﬁlé

o~

Bonnie.is the\talleét (5'10"). yet the youngest iﬁ the class.

She speaks loudly and makes her presence known4by interrupting -
* thé others. Bonnie_tries to act as old .as shevlooks; she is 13-

and loéks about 17. 'It'doesn't work and the étudents,see right : i

through her. o e

February 22

Bonnle tries to act ’he way she percelves teachers act Today’

she .said in -a very‘sweet voice, "0.K., it's time for a spelling |

test.™”™ This camé out of the air. It was not planned for. The

’4/_\\N\N child idolizes her and said 0.K. Afterwards I spoke with Bonnie é
. : o : : \
‘\haag\?uggested that if the child asked for help with spelling, it Z
was ;Tiigbt to help, however, spelling tests could be a little :

- e S . =

e v i

- tough if the wogds selected were too hard. . I asked if she might . . ..
think of how she could find words at the right lvel of i
‘difficilty. She remembered the words in the back of ‘readers and -é
said she would try them sometime. % é.
- 3

March 10 3.
f[arcn Y . 5
Bonnie wrote in her journal that she hit a girl for calling her %

a ngne. The girl kicked Bonnie and so she slapped her hard in %
the face. ‘ : B 3

, . k-

March 15 ;

“

' There was another flght with the girls in the school. This time

Bonnie was not 1nvolved but was called down to the office

\\V—\v/because she was there. She complained about the injustice-

—_—
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3

Many of the teachers do not like her. She is always in trouble
for speaking out and joking around in class. She spends a 1ot
of time sitting in the office, and so misses many hours each

o
‘\

\ week of class time. N A

\When worklng with her tutee, Bonnie has become very strict and
puts time liméts on things they do. She also made the tctee re-

- do sbgethihg that waS“not‘neat enough. Through clafification,

Bonnie is very clear about what a "teacher"” should do and act

like. EveQ\though she doesn't like to be treated like that, "it jf

is the way ;Bu teach, otherw1se the kids take advantage of the

AN

teacher." N

~

March 25

-

Bonnie was beaten up by five girls. Her eyebrow was split open””

‘requiring stitches. I heard from the other tutors that some of
~the glrls had planned to beat her up for the past week. They
said it was because she brags ‘all the time about how tough she
is.v The other g1rls in tutoring will not’ speak to her. No one

wants to be connected to her in case they get beat up too.

Agrll -8

e

Bonnie is still-very gquiet with her peefs, but they are speaking.

now. She is still talking back to her teachers but not at the

same level of intensity. She feels she deserved the punishment

m4*if*'“‘*but‘vcutd“ﬁo“themsaﬁe‘things‘aqaihff‘Bbnnie wouldn't tell on the

5



couldrdg; even though they had a pretty good idea who was
involved.

April 15 .
» .

Bonnie is talking more again. She toid the class‘about a party

shé went to during the Spring Breaf. It was in Bléine,>and she

got very drunk., Bonnie was thriLled<about gettiqg»g;lgt ofr

candy at Easter=-"The Same as my brother got."

- May 1

From teachers' verbal reports to me Bonnie is really séttiing

Segdip e ot T

chadoa

down. She is even turning in some of the homework and trying in
some of her classes. - I got this from her teachers, Bonnie still

tells me nothing has changed.

May 9

Bonnie 1is really working very well withnher tutee. It's getting

to be like two "friends" who get along and share ideas. The .

e

tutee worships Bonnie. If Bonnie éayé "Hi" to her at lumch, the
child glows and tells her friends ®"that is my tutor."™ The tutee
is very withdrawn, but with Bonnie she is starting to talk. 1In

fact, she is talking so much that Bonnie said, "Boy when you get

that kid started, she doesn't shut up."

May 15

The tutors and tutees have been going outside on the grass to

JONTE R

B

TRIEEN

‘read. Bonnie loves this freedom. She is trying to use the
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: May 22 ' e e
Bonnie and her tutee have put a lot of work into making a i
puppet. They really have worked together. Bonnie thinks the
child is wonderful. She feels she has helped tbe,child a lot,
May 29
‘Bonnie says she wished she had not taken tutoring;%}She says,
- ) . . . . B ] . ‘”' .
- "It's O.K., but not very great. Sorry but that's how I feel. .
& ’
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