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In r ecen t  yea r s ,  cognit  ive-bahuvloral  t r a i n i n g  procadorem, 
f 

o r l g i m l l y  deweloped by D ~ n a l d  Neichenbum, h .w /  heen s t u d i e d  

ex tens ive ly  by educa to r s  and pupcbologis ts  i n  t$e a r e a s  of 
\ 

t ra inhg  and s t r e su - inocu la t  ion  t r a i n i n g o - a r t  revie,&. 
P 

trainfng procedureit are reported, Resu l t s  o f  t h e s e  a n a l y m r  are 

considered i n  r e l a t i o n  t o  l a i c h e n h u m ' s  theory  o f  
% *  

coghil ivc-behavior  mdif i c a t i o n .  The review concludes that I' + f 

a 
8 

arelf -in6t ona l  training and stre.8-inoculation t r a i n i n g  are " 

s t r e s s - i n e m l a t i o n  t r a i n f n g  t y p i c a l l y  are obscured in  t h e  

f r p l e m a t i o n  of t h e s e  t w o  t r a i n i n g  procedures in applied and 

experimental  condi t ions .  Funct ional  d i f f e r a n c e s  noted in t h e  A 

review appear t o  be related to d i f f e r e n c e s  in the types of  

problems addressed by each t r a i n i n g  p r o c e h r e  as opposed t o  

d i f f e r e n c e s  i n  t h e  procedures thea&telves, ~ o r p o n e n t d  I 

highly similar to t hose  corponents  a l r eady  i d e n t i f i e d  as A 

e f f e c t i v e  i n  s e l f - i n s t r u c t i o n a l  t r a i n  . A t  t h e  same tire, both % 



appear to be -11-f'olmded in the g.ner.1 t ) rocy of 

cognit iPa-barbavfar W i  f kat  foa prepemdl by BeL~.b&m.~m.  
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T h i s  p a p e r  examines s e l f - i n s t r u c t i o n a l  t r a i n i n g  and 

s t r e s e - i n o c u l a t i o n  t r a i n i n g ,  t e r m s  used by Meichenbaum from 1970 

t o  t h e  p r e s e  . I t s  p u r p o s e  is t o  d e t e r m i n e  whether  t h e s e  two /" 
d i f f e r e n t  n'aoes i n d i c a t e  c o n c e p t u a l  and/or  f u n c t i o n a l  

d i s t i n c t i o n s ,  An overv iew o f  ne ichenbaum's  r e s e a r c h  i n t r o d u c e s  
,,--., 

s e l f - i n e t r u c t i o n a l  t r a ' i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g .  % 

T. 

T h e n ,  these p r o c e d u r e s  a r e  compared s t r u c t u r a l l y ,  i n  r e l a t i o n  t o  - 

- - 

component s t e p s  and p r o c e s s e s ;  and f u n c t i o n a l l y ,  i n  r e l a t i o n  t o  

l e a r n i n g  outcomes,  F i n a l l y ,  t h e  paper  b a s e s  its c o n c l u s i o n s  on 

p o i n t s  of  s i m i l a r i t y  and d i f f e r e n c e  between t h e s e  t w o  p r o c e d u r e s  

and the c o n c e p t u a l  f o u n d a t i o n s  t h a t  u n d e r l i e  them, 

t o  t h e  p o t e n t i a l  of  s e l f - i n s t r u c t i o n .  Raving t a u g h t  

s c h i z o p h r e n i c s  t o  engage i n  . h e a l t h y  t a l k , "  h e  obse rved  t h a t  some 

i n d i v i d u a l s  moni tored  and c o r r e c t e d  themse lves  w i t h  a u d i b l e  

s e l f - i n s t r u c t i o n s .  F u r t h e r  r e s e a r c h  w i t h  i m p u l s i v e  c h i l d r e n  

(Heichenbaurn & Goodman, 1971)  i n d i c a t e d  t h a t  c o g n i t i v e  m o w l i n g ,  

a s  d e v e l o p e d  i n  his d i s s e r t a t i o n ,  is a n e c e s s a r y  b u t  i n s u f f i c i e n t  
9 

c o n d i t i o n  f o r  b e h a v i o r a l  change w i t h  impuls ive  c h i l d r e n .  

Yowever, when s e l f - i n s t r u c t i o n a l  r e h e a r s a l ,  c o n s i s t i n g  of 

p r a c t i c e  u s i n g  o v e r t  and c o v e c t  v e r b a l i z a t i o n s  o f  performance  

r e l e v a n t  i n s t r u c t i o n s ,  was used w i t h  t h e s e  c h i l d r e n ,  s u c h  



t r a i n i n g  succeeded i n  d e a l i n g  ' d i r e c t l y  and e x p l i c i t l y  wi th  t h e  

s e l f  - r e g u l a t o r y  def i c i t m  (Meichenbaum, 1977af p. 34)  . 
S e l f - i n s t r u c t i o n a l  t r a i n i n g  c o d i n e s  e lements  of  s o c i a l  

l e a r n i n g  t h e o r y  and s e l f - r e g u l a t o r y  a s p e c t s  of language.  

Cogni t ive  modeling r e s e a r c h  p r o v i d e s  ev idence  t h a t  behav io r s  

demonstra ted by m d e l s  a r e  l ea rned  by obse rve r s  (Bandura, 1969) .  
7 - - 
To p r i n c i p l e s  of  s o c i a l  l e a r n i n g  theo ry ,  Heichenbaum added v e r b a l  

mediat ion,  i n s p i r e d  from t h e  work of Lur ia  (1961) and Vygotsky 

(1962) . Meichenbaum combined modeling and language mediat ion 

into 'a f i v e - s t e p  l e a r n i n g  p r o c e s s  (1977a) .  An i n s t r u c t o r  o r  

t h e r a p i s t  models d e s i r e d  behav io r s  and accompanies a c t i o n s  wi th  

a u d i b l e ,  d e s c r i p t i v e ,  n a r r a t i v e  r e f e r e n c e s  t o  i n t e r n a l  thought  

p roces ses .  I n  t h i s  f i r s t  step, c o g n i t i v e  modeling, an  a d u l t  - -  

performs a  t a s k  t a l k i n g  a loud  w h i l e  a  a l i ' e n t  watches and l i s t e n s .  

H e x t ,  fo l lowing  a  model 's i n s t r u c t i o n s ,  a  c l i e n t  performs t h e  

same t a s k - - o v e r t ,  e x t e r n a l  guidance.  Then a c l i e n t  performs t h e  

t a s k  r e p e a t i n g  t h e  i n s t r u c t i o n s  aloud--overt ,  se l f -gu idance .  I n  

t h e  nex t  s t e p ,  a c l i e n t  performs t h e  t a s k  whisper ing i n s t r u c t i o n s  

--faded, o v e r t  s e l f - g u i d a n c e .  F i n a l l y ,  a c l i e n t  performs t h e  

t a s k  guided .by i n t e r n a l  speech--covert s e l f - i n s t r u c t i o n .  

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

other popttiatims (Asarnov & i•÷eicherrfsattm, 19793 Heichenbaum 1 

Ciwaercm, 19731, Further r-& queathw &sed en 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  fol lowed.  Mod i f i ca t ions  f r e q u e n t l y  

k 



P 

were made,' and a d d i t i o n a l  r e s e a r c h  r e s u l t s  emphasized t h e  , 

f l e x i b i l i t y  and i n d i v i d u a l i z a t i o n  p o s s i b l e  w i t h i n  t h i s  paradigm 

(Heichenbaurn, 1977a) . Meichenbaum (1974) h y p o t h e s i z e d  t h a t  
4 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  c o u l d  b e  e f f e c t i v e  w i t h  o l d e r  p e r s o n s  

who o f t e n  e x h i b i t  * p r o d u c t i o n  d e f i c i t s m  ( P l a v e l '  e t  a l , ,  1966) i n  

r e a s o n i n g  and problem s o l v i n g .  Recent  r e s e a r c h  based  on t h e  

p r o d u c t i o n  d e f i c i t  h y p o t h e s i s  (Asarnow & ~ e i c h e n b a u m ,  1979) h a s  

used  s e l f - i n s t r u c t i o n a l  t r a i n i n g  w i t h  k i n d e r g a r t e n  c h i l d r e n  who 

a r e  n~npreducers and i f t c o # s i s k c n t  producers of a verbal r e h e a r s a l  

s t r a t e g y ,  OBher a p p l i c a t i o n s  o f  s e l f - i n s t r u c t i o n a l  t r a i n i n g  have  

i n c l u d e d  work w i t h  s o c i a l  i s o l a t e s  (Gottman , Gonso , & Rasmussen , 
197 2 )  , a d u l t  s c h i z o p h r e n i c 6  (Meichenbaum & Cameron, 1 9 7 3 ) ,  phob ic  

c l i e n t s  (Heichenbaum 6 Cameron, 1972a,  1974) , and w i t h  c o l l e g e  

s t u d e n t s  t o  i n c r e a s e  c r e a t  i v f t y  (Meichenbaum, 1975a) . 

In t h e i r  e a r l y  w o r k ,  Heichenbaurn and Goodman (1971)  had 

d i s c o v e r e d  t h e  impor tance  o f  u s i n g  cop ing  s t r a t e g i e s  i n  t h e  f a c e  
I 

of  p o s s i b l e  f a i l u r e  and had deve loped  s y s t e m s  of c o p i n g  

s e l f - s t a t e m e n t s  s p e c i f i c  t o  this p o s s i b i l i t y ,  T h e i r  a t t e m p t s  t o  

minimize d i s a b l i n g  e f f e c t s  o f  f e a r  and t h e  e x p e r i e n c e  o f  f a i l u r e ,  

h i g h l i g h t e d  i n  t h e  work w i t h  s o c i a l  i s o l a t e s  (Gottman e t  a l . ,  

1972 )  based on Meichenbauh and Goodman's 1971 w o r k ,  c o n t a i n e d  t h e  

germ of s t r e s s - i n o c u l a t  i o n  t r a i n i n g  (Meichenbaum, l 9 7 7 a ,  p. 56) . 
However, t h e  a c t u a l  g e n e s i s  of  s t r e s s - i n o c u l a t i o n  t r a i n i n g  came 

, 



from an unexpected source, Research with phobic clients 
I - 

[I•÷eichenbaum & Cameron, 1974) found that an inverted 
p'\ 

anxiety-relief condition, which punished coping self-statelaents, 
t-.. - :-, 

was as effective as an expanded anxiety-relief condition, which 

rewarded these statements, 

An anxiety-relief paradigm paiis client thoughts with 

cessation of an unpleasanb&external event, such as electric 

shock, When a client says a specified word, such as *calm,m 

shock i~~terminated, "Calm" &cams associated with relief which 

follows shock cessation. An expanded anxiety-relief condition 
L 

makes shock termination contingent on subject verbalization of a 

set of c o p h g  self-instructions instead of a single word. In 

addition, shock onset is made contingent on subject verbalization 

of fear-engendering self- statement^. Shock becomes both e , 

'punishing' as well as an anxiety-relief sthnulus. Bn inverted 
+ 

anxiety-relief condition reverses the verbalizations on which 

shock onset and termination are contingent, Shock onset becomes 
.a 

contingent on verbalization of coping self-instructions and 

termination on verbalization of fear-engendering self-statements. 

When both expanded and inverted anxiety-relief conditions 

~evealed similar behavioral outcomes, Xeichenbaum and Cameron 

queried subjects who reported the use of coping self-statements 

in preparing for shuck and who Bad relabeled the fear-engendering 
- - 

7 
self -statenents as instruc;ions for shock termination. Subjects 



5 ---- - 

in the igverted anxiety-relief condition, seemed to view anxiety 

. positively-as a cue to fnihiate coping self-statements 
* 

(Heicheqbanm, 1977a, p. 122). ~ h h  discovery underscored the 

imp~rtancg of individual perception of-environmental events in 

determining behavior. The researchers hypothesized that *a set 

of. coping skiils that could be applied across situationsu could 

be developed 'to teach clients to cope effectively in stressful 
'--, 

sf tuatiohs (Meichenbaum, lW7a, p. 117) , Stress-inoculation 

traininq was developed f roa this hypothesis. 

In the rehearsal phase, a client learns coping skills and 

techniques for a•’ fecting action8 qnd cognitions. Coping 

strategies mediate physical arousal and alter self-statements. A 

client is tthined to monitor and to recognize negative 

self-statements &d to interpret them as cues to produce 

incumpat ible cuping self-statements. e@ng a k i 3 2 s ,  techf ques, - 

and strategies are tailored to individual requirements of each 
- 

client. ' 

* 
After learning coping skills, a client prepares to test them 

in presence of a gradually increasing stressor. A therapist 
/ 

models self-instructions to demonstrate coping with a stressor. 

The client implements and practices coping techniques in a 
P 

. real-life, stressful situation fn the application phase. 
, 

Inoculation in stress-inoculation training refers to gradual @ 

- - - -  - -  

doses of a stressor. Exposure to progressively more threatening 



e v e n t s  du r ing  t h e r a p y  g r a d u g l l y  i n c r e a s e s  e f f e c t i v e n e s s  of  coping 
,- 

responses  and may be r e s p o n s i b l e  f o r  g e n e r a l i z i n g  and main ta in ing  
/ 

'3 

them beyond t r e a t m e n t  and s e t t i n g  (Meichenbaum, 1977a) .  

Heichenbaum and Cameron compared s e l f - i n s t r u c t i o n a l  t r a i n i n g  

and s t r e s s - i n g c u l a t i o n  t r a i n i n g  i n  t h e i r  1974 s tudy .  The i r  

r e s u l t s  i n d i c a t e d  t h a t  s e l f - i n s t r u c t i o n a l  t r a i n i n g  and 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  were e q u a l l y  e f f e c t i v e  i n  t e rms  of  

behav io ra l  outcomes. D i f f e r e n c e s  were noted on t h e  s e l f - r e p o r t  

measures; s t r e s s - i n o c u l a t i o n  trafning was i rprste6 as more Y 
e f f i c a c i o u s  o v e r a l l  because it produced changes on bo th  behavior  

I n  examining t h e  p r o c e s s e s  o f  s e l f - i n s t r u c t i o n a l  t r a i n i n g  

and s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  Meichenbaum t h e o r i z e s  t h a t  -- 4' - 
- 

cogni t ive-behavior  change i n v o l v e s  t h r e e  b a s i c  t a s k s :  

r e c o g n i t i o n  and r e d e f i n i t i o n  of  maladapt ive  t hough t s  and 

behaviors ;  inducement of cogni t ive-behavior  change; and 

maintenance of change through c o g n i t i v e  r e s t r u c t u r i n g .  I n  

c o n f r o n t i n g  t h e  f i r s t  t a s k ,  t h e r a p i s t  and c l i e n t  e x p l o r e  c l i e n t  

behav io r s  and though t s  t h a t  l e a d  t o  maladapt ive  responses .  
#' 

J o i n t l y  t h e y  develop a common c o n c e p t u a l i z a t i o n  of t h e  p r e s e n t i n g  

behav io r s  need k~ he - T r e a t m e n t t a r g ~ t s  i n c l u d ~ : - - U  

c l i e n t  behav io r s  and t h e  responses  t h e y  e l ic i t ;  ( 2 )  c l i e n t  



i n t e r n a l  d ia logue  be fo re ,  dur ing ,  and fol lowing behavior;  and (3) 

c l i e n t  c o g n i t i v e  s t r u c t u r e s .  Cognit ive s t r u c t u r e s  con ta in  

a t t r i b u t i o n a l ,  eva lua t ive ,  and b e l i e f  systems; t h e y  s t r o n g l y  

inf luence  e v a l u a t i v e  con ten t  o f  i n t e r n a l  dialogue.  Pleichenbaum 

= b e l i e v e s  t h a t  corresponding changes must take p l a c e  i n  c o g n i t i v e  
a+ 

s t r u c t u r e s ,  inner  speech, and behavior before  a c l i e n t  can 

maintain 

2 2 5 ) .  

and g e n e r a l i z e  new behaviors  (Meichenbaum, l977a, p. 

Behavfor change occurs through a sequence of 
mediating process  [ s i c ]  involving t h e  
i n t e r a c t i o n  of inner speech, c o g n i t i v e  
s t r u c t u r e s ,  and behavior and t h e i r  r e s u l t a n t  
outcomes, (1977a, p ,  218) 

A s  a r e s u l t  of a j o i n t  concep tua l i za t ion  of t h e  p resen t ing  

problem, a c l i e n t  can a l t e r  c o g n i t i v e  b e l i e f  s t r u c t u r e s .  Al tered  

c o g n i t i v e  s t r u c t u r e s  a l low a c l i e n t  t o  eva lua te  symptoms and 
- - - 

behaviors  d i f f e r e n t l y .  A c l i e n t  recognizes herL o m  
* 

c o n t r i b u t i o n s  t o  maladaptive inner  dialogue,  c o n s i s t i n g  of  
0 

T 

negat ive  se l f -s ta tements  o r  t h e  absence of appropr ia t e  44 i 

se l f -s ta tements .  A c l i e n t  l e a r n s  t o  i n t e r p r e t  maladaptive 

behavior a s  a 

Al te rna t ing  

pronouns have 

s i g n a l  t o  produce d i f f e r e n t  se l f -s ta tements .  A 

use o f  both masculine and feminine personal  
- - -  - 

been used t o  denote t h a t  t h a t  a c l i e n t  could be 
- - -  - - - - -- -- 

e i t h e r  sex .  



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

sense  of p o t e n t i a l  s e l f - e f f i c a c y ,  engendered from t h e  j o i n t  

concep tua l i za t ion  of t h e  problem, a l s o  a l t e r s  inner  d ia logue .  The 

concep tua l i sa f ion  is a powerful t h e r a p e u t i c  t o o l .  It provides a  

6.-, . b a s i s  f o r  new inner  . . dia logue ,  f o r  a l t e r e d  c o g n i t i v e  s t r u c t u r e s ,  

f o r  r e i n t e r p r e t a t i o n  of  symptoms a s  cues t o  cope, and it 

genera tes  a sense  of  hope, Therapy works best when both  

t h e r a p i s t  and c l i e n t  " rede f ine  t h e  problem i n  terms t h a t  a r e  

meaningful t o  both of themn (Meichenbaum, 1977a, p, 223) . -3 

c l i e n t  l e a r n s  new behaviors  incorapatible with maladaptive ones,  

A c y c l i c a l  sequence of  change i n  behaviors  and cogn i t ions  becomes 

evident .  Maladaptive behavior now cues use of new and a l t e r e d  

i n t e r n a l  dialogue.  U r e d  se l f -s ta tements  i n i t i a t e  ne; behavior * .  
i *. 
, .r 

chains  t h a t  i n t e r f e r e  with maladaptive behavior.  Al tered  inner  -$& 
- - - -  - -- - 

speech L a  modifies c l i e n t  percept ions  of behaviors  and a f f e c t s  

' c o g n i t i v e  s t r u c t u r e s .  Percept ion8 and c o g n i t i v e  s t r u c t u r e s  are.  

reorganized * t o  eva lua te  a l t e r e d  behaviors  and cogn i t ions  i n  

p o s i t i v e  terms. - 

The refocusing of t h e  c l i e n t ' s  a t t e n t i o n ,  t h e  
a l t e r a t i o n  i n  a p p r a i s a l ,  and t h e  phys io log ica l  . 
r e a c t i o n s  w i l l  h e l p  change t h e  i n t e r n a l  
d ia logue  t h a t  t h e  c l i e n t  brought i n t o  therapy. 
In  t u r n ,  t H e  i n t e r n a l  d ia logue  comes t o  guide 
new behavior ,  t h e  r e s u l t s  of  which have an 
impact upon the i nd iv idua l  I s  c o g n i t i v e  - 

s t r u c t u r e d ,  {Meichenbaum, l W 7 a ,  p. 224) 
- - -- - 

The f i n a l  t a sk  i n  cogni t ive-behavior  change involves tbe 
i 



maintenance of change tbroagh c o g n i t i v e  r e s t r u c t u r i n g .  Changed 

i n t e r n a l  d ia logue  encourages a c l i e n t  t o  t r y  out-new behaviors  

and al lows him t o  examine and eva lua te  t h e i r  outcomes. To - 
maintain behavior change, a c l i e n t ' s  c o g n i t i v e  s t r u c t u r e s  must 

value t h e  changed behaviors .  Cognit ive s t r u c t u r e s  t h a t  do n o t  

value c e r t a i n  behaviors  can undermine them even in  t h e  face of 

evidence of the i r  e f f i c a c y .  i 

Learning new behav io ra l  s k i l l s  is no?%uf f i c i e n t  for 
I f 

about t h e i r  consequences detekenine h i s  value o f  t h e s e  behaviors  

and h i s  continued product ion of them. For l a s t i n g  change, a 

c l i e n t  must (1) l e a r n  new behavior s k i l l s ,  ( 2 )  a l ter  inner  

d ia logue ,  and (3)  modify c o g n i t i v e  s t r u c t u r e s .  Therapy must 

a f f e c t  c o g n i t i v e  s t r u c t u t e s ,  inner speech, and behaviors  and t h e *  

i n t e r p r e t a t i 6 n  of t h e i r  impact. ~ c i c h e n b a u m ~ s  theory of 

cognitive-behavior change recofizes  t h e  in f luence  of thoughts  
d 

and c o g n i t i v e  s t r u c t u r e s  on behavior.  I t  interweaves a network 1 
i 

of s k i l l s  and a t t i t u d e s  t h a t  r e c i p r o c a l l y  support  changed 

behaviors ,  cogn i t ions ,  and c o g n i t i v e  s t r u c t u r e s ,  Success of 

- therapy is d i r e c t l y  r e l a t e d  t o  * the  degree t o  which a given 

concep tua l i za t ion  l e a d s  t o  s p e c i f i c  behaviora l  changes t h a t  can 

be t r a n s f e r r e d  t o  t h e  r e a l - l k e  s i t u a t i o n m  Weichenbaum, 1977a, 

p. - 2 2 2 ) .  Meichenbaum - - s t r e s s e s  p ~ ~ ~ ~ ~ ~ - ~ ~ ~ ~ p ~  t h a t  e f f e c t i v e  therapy a p p l i e s .  and 
2 

t e s t s  changed behaviors ,  inner  speech, and c o g n i t i v e  s t r u c t u r e s  - 



in r e a l - l i f t  a i t u a t i a a s ,  a p p l i c a t i o n  provides feedback 

on t h e  process  of therapy,  o p p o r t u n i t i e s  ' t o  f u r t h e r  llodify 

k d a v i o r a l  or  c o g n i t i v e  events ,  and gradual  i n c r e a s e  in e f f e c t i v e  

use of s k i l l s  t h a t  comes fro* p r a c t i c e  and succes's. 

This  f i r s t  chap te r  presented  a b r i e f  review a•’ Meicbenbaumts- 

research  journey. H i s  work developing a theory  o•’ 

cognitive-behavior change is h igh l igh ted  through research  i n  . 

These two t r a i n i n g  procedures  have d i f f e r e n t  names, b u t  whether 

o r  no t  they  a r e  s u b s t a n t i v e l y  d i f f e r e n t  is a f o c a l  ques t ion  of 

t h i s  review. The-second chap te r  examines and compares s t r u c t u r a l  

components and process  of  both procedures ,  The t h i r d  and f o u r t h  
k 

chap te r s  examine and compare outcomes of s e l f - i n s t r u c t i o n a l  
- - - 

t r a i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g  i n  term of  reviewed 

s t u d i e s ]  t h e s e  s t u d i e s  cover t h e  yea r s  1971-1982 with two 

a d d i t i o n a l  s t u d i e s  i n  1983. The f i n a l  chapter  d i s c u s s e s  

s t r u c t u r a l  and f u n c t i o n a l  i s s u e s  from both empi r i ca l  and 

t h e o r e t i c a l  pe r spec t ives ,  Conclusions are syn thes ized  from 

s u b s t a n t i v e  i s s u e s  presented  i n  t h e  preceding d i scuss ions .  The 

paper concludes with sugges t ions  f o r  f u t u r e  d i r e c t i o n s  wi th in  

this area of resear&. 



This c h a c t e r  examines and compares t h e  s t r u c t u r a l  components 

of s e l f - i n s t r u c t i o n a l  t r a i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g  as 

de*eloped by nefchenbaurn and h i s  coll;aguea. This h n a l y s i s  f i r s t  

reviews th; s t r u c t u r a l  components o f  s e l f - i n s t r u c t i o n a l  t r a i n i n g '  

and those of  s t r e s s - i n o c u l a t  ion  t r a i n i n g ;   then, t h e  c o n t e n t  of  
' 

t h e  components of bo th  t r a i n i n g p r o c e d u r e s  is compared, 

l e a r n i n g  t h e o r y  ( e s p e c i a l l y  c o g n i t i v e  modeling) and 

s e l f - r e g u l a t o r y  a s p e c t s  of  language ( i n c l u d i n g  o v e r t  and c o v e r t  

. r e h e a r s a l  o f  speech) , Combining c o g n i t i v e  and b e h a v i o r a l  
- 
modeling w i t h  language media t ion ,  Meichenbaum and Goodman (1971) 

developed a  f i v e - s t e p  t r a i n i n g  procedure  a s  a  t r e a t m e n t  program 
- - 

c h i l d r e n ,  'Goals of  t r a i n i n g  were t o  p rov ide  a  

procedure  by which these ~ h i l d r e n  could  l e a r n  (1) t o  bomprehend - 
demands of a  t a s k ;  ( 2 )  spontaneous ly  t o  produce s e l f - i n s t r u c t i o n s  

I 

and p l ans ;  and ( 3 )  t o  use  s e l f - i n s t r u c t i o n s , t o  gu ide ,  moni tor ,  

and c o n t r o l  performance (Xeichenbaum, 1977a f ,  

S e l f - i n s t r u c t i o n a l  t r a i n i n g  has  two componentso c o g n i t i v e  

nude l ing  and r e h e a r s a l  o f  s e l f - i n s t r u c t i o n s .  I n  t h e  c o g n i t i v e  
/ 

amdcling compmcnt, a t h e r a p i s t ' u ~ v e r t l y  verbalizes self-guiding 

thought  processes i n  t b e  dorm of s e l f - i n s t r u c t i o n s .  Meichenbaum 

and Goodman's, r e s e a r c h  (1971) demonstrated t h a t  impuls ive  



children spontaneously do not produce verbalizations and 

behavhrs such as those modeled by'a therapist in the cognitive 

mocfeling component, even when they are capable of doing so. 

Therefore, Heichenbaua and Goodman added rehearsal of modeled 

self-instruction8 to the cognitive modeling component. 4 

The rehearsal coreponent contains four steps: overt guidance, 
P 

by a therapist or instructor; and overt, faded, and covert 

self-instructions. After mdeling verbalizations and behaviors 

wfiife performing a task---the cmgrrftfve d e l f n g  compmmt, a 
a . 9 

therqpist provides external, overt guidance while a client 

practices task behaviors. The therapist guides the client who 

performs the task following therapist instruction$. The client 
4 

then audibly repeats therapist instructions while performing 

required task behaviors; this second step is called overt 

self-guiding verbalization. Following this step, a client 

whispers self-instructions. Through a fading process, 

verbalizations are moved from overt to covert state, 

Self-instructions completely fade as task behaviors become ., 

proficient and verbalizations become inaudible, At this point, 

the client self-instructs internallyi with verbalizations 
t 

positively in•’ luencing. behaviors , This process follows research 

evidence (Heiehnbam, 1937af that  private speech initially 

facilitates task perfar-laanca and then disapgears s_s task 

proficiency increases. 
--"- 



This  t r a i n i n g  procedure teaches  v e r b a l i z a t i o n s  t h a t  inc lude  - 

i n s t r u c t i o n s  to :  (1) def ine  a problem ( t a s k  demands), ( 2 )  focus 

a t t e n t i o n  and guide responses,  (3) promote se l f - re inforcement ,  
<A 

, an$ ( 4 ) ~  produce se l f - eva lua t ive  coping s k i l l s  and 
*- 

error-correcting.behaviors. These t r a i n i n g  i n s t r u c t i o n s  a r e  

L presented i n  both c o g n i t i v e  modeling and r e h e a r s a l  components 

across  a b a r i e t y  of t a s k s  t h a t  become p rogress ive ly  more 

c o g n i t i i e l y  demanding. Within each t r a i n i n g  s e s s i o n ,  a s e t  of 

r e h e a r s a l  component s t e p s  (from o v e r t ,  e x t e r n a l  guidance through 

cover t  s e l f - i n s t r u c t i o n s )  . Task complexity is increased through 

response chaining ( j o i n i n g  toge the r  of responses)  and through 

sucdess ioe  approximation ( d i f f e r e n t i a l  reinforcement of responses 

t h a t  a r e  c l o s e r  and c l o s e r  t o  d e s i r e d  responeesj-. 

S e l f - i n s t r u c t i o n a l  scripts a r e  modeled and rehearsed over s e v e r a l  , 

sess ions .  Se l f - ins t ruc t ion_al  t r a i n i n g  provides  a package of 

s e l f - i n s t r u c t i o n s  t h a t  is a p p l i c a b l e  t o  a v a r i e t y  of cogn i t ive  

tasks, Research 4Asarnow b Meichenbaum, 1979; Meichenbaum, e 

1972~1, 1974, 1975a, 19753; Heichenbaum & Cameran, 1972a, 1973, 
'. 

1974)- provides evidence t h a t  c l i e n t s  l e a r n  t o  understand what 

they  have , to  do, t o  p lan  and respond spontaneously t o  t a sk  

demands, and t o  u s e  cover t  ve rba l  medJation t o  guide,  monitor, 

and c o r r e c t  t h e i r  - - performances. - 



S ~ r ~ ~ f u r ~ l - ~ a m ~ ~ ~ n f s ~ ~ f ~ S f x ~ ~ ~ i = Z ~ ~ ~ ~ l ~ f i ~ ~ - T ~ a i ~ i ~ ~  

MeichenbaumJs concern f o r  t reatment  g e n e r a l i z a t i o n  led t o  

the  development of s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  which focuses on 

coping techniques and s e l f - i n s t r u c t i o n s .  Unlike 

s e l f - i n s t r u c t i o n a L  t r a i n i n g ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g  is not  a 

s p e c i f i c  t reatment  program developed by Meichenbaum (1977a) .  

' f i i l e  t h e  cogn i t ive  modeling and rehea r sa l  components i n  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  a r e  needed t o  form a  complete 

t r ea tmen t ,  a  s t r e s s - i n o c u l a t i o n  t r a i n i n g  t rea tment  can be 

cons t ruc ted  from a subse t  of t reatment  components. Not a l l  seven 

corponents a r e  necessary f o r  a success fu l  t rea tment .  In  

analyzing t h e  l i t e r a t u r e  on coping s k i l l s  t r a i n i n g ,  Meichenbaum 

(1977a) i d e n t i f i e d  seven conmonly implemented t rea tment  

cements. B e  a l s o  noted  t h a t  e f f e c t i v e  coping s k i f f s  and 

kechniques var ied  ac ross  experiments. H i s  a n a l y s i s  suggested 

t h a t  d i f f e r e n t  components were implementetl i n  e f f e c t i v e  

k e a t m e n t s  and t h a t  as-yet  unspeci f ied  processes  recurred  ac ross  

those s t u d i e s .  From t h i s  a n a l y s i s ,  Heichenbaum proposed a  - 
f l e x i b l e  s e t  of t reatment  components from which e f f e c t i v e  

t rea tments  had been developed. Meichenbaum f u r t h e r  suggested 

- t h a t  a v a r i e t y  of coping s t r a t e g i e s  would be appropr ia t e .  In  

t h i s  s n s e ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g  resembles a smorgasbord, 8 
becau'se it offers a v a r i e t y  of coping techniques within severa l  



Meichenbaumts analysis of coping skills training procedures 

(1977a, p. 147) identified seven treatment components. In 

Component 1, a therapist explains the role of cognitions in a 

problem situation. Component 2 teaches systematic 

self-observati-on and discrimination of self-statements and images 

that accompany maladaptive responses. Component 3, training in 

problem-solving procedures, contains problem definition, 
:.. - .i 

P 

anticipation of consequences, evaluation of feedback , and 
self-reinforcement for having coped. Component 4 is modeling of 

new self-statements and images associated with behavioral and 

cognitive skill%; these copfng self-statements are developed to 

interrupt and to replace maladaptive cognitions. Component 5 

includes modeling, rehearsal, and encouragement of 

self -instructions,  coping^ and attention-focusing skills, and of 

positive self-evaluation. This component contains new, 

productive self-instructions for coping in problematic 

situations; these self-instructions include cognitive and 

behavior coping skills. Component 6 consists of behavior therapy 

procedures. The final component contains in-yiyp behavioral 

assignments performed under a variety of increasingly stressful - 
conditions. 

Heichenbaum described stress-inoculation training 

operationally as having educational, rehearsal, and application 

phases (1977a). In the educational phase, therapist and client 



c o l l a b o r a t e  t o  g e n e r a t e  a codcep tua l  framework which becomes t h e  

b a s i s  f o r  unders tanding  t h e  n a t u r e  o f  a c l i e n t ' s  s t r e s s f u l  

r e a c t 9  and/or maladapt ive  responses  and f o r  deve l ap ing  t h e  

t r ea tmen t  p l an .  I n  t h e  r e h e a r s a l  phase ,  sets o f  behav io raP  and 

c o g n i t i v e  coping s k i l l s  a r e  l ea rned  and r ehea r sed ,  These s k i l l s  

inc-lude d i r e c t  a c t i o n  f e  ,g . , r e l a x a t i o n  techniques  and 

in format ion  g a t h e r i n g )  and - c o g n i t i v e  coping s k i l l s ,  Cogn i t i ve  

c q i n g  s k i l l s  i n f l u e n c e  a c l i e n t  t o  r e d e f i n e  and change p roces ses  
E 

of a p p r a i s a l ,  expectancy,  a t t r i b u t i o n ,  and s p l f - p e r c e p t i o n s  
! 

( i . e . ,  t o  modify c o g n i t i v e  s t r u c t u r e s ) .  This '  r e d e f i n i t i o n  of 

c o g n i t i v e  s t r u c t u r e s  h e l p s  a c l i e n t  t o  fo rmula t e  new 

s e l f - s t a t e m e n t s .  I n  t h e  a p p l i c a t f i n  phase ,  a  c l i e n t  tests 

newly-learned coping s k i l l s  i n  a v a r i e t y  of  s t r e s s f u l  s i t u a t i o n s ,  
, 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  is used i n  t h e  a p p l i c a t i o n  phase t o  

. demonstra te  implementation of c o g n i t i v e  and b e h a v i o r a l  coping 

s k i l l s .  S , t ress - inocula t ion  t r a i n i n g  d e r i v e s  i ts  name from t h e  
- .  

p r o c e s s  involved i n  t h e  a p p l i c a t i o n  phase.  The g r a d u a l  i n c r e a s e  

i n  s t r e s s o r  i n t e n s i t y  a c r o s s  s u c c e s s i v e  s i t u a t i o n s  is analogous 

t o  an i n j e c t i o n  of a weakened v i r u s  i n  o r d e r  t o  p rov ide  immunity 

a g a i n s t - a  v i r u l e n t  one.  A g o a l  of  t h e  a p p l i c a t i o n  phase  is 

c o n s o l i d a t i o n ,  g e n e r a l i z a t i o n ,  and maintenance of  new c o g n i t i o n s  , 

and behav io r s  l ea rned  i n  t h e  r e h e a r s a l  phase .  Figure I shows , t h e  

r e l a t i o n s h i p s  between phases  and components i n  s t r e s s - i n o c u l a t i o n  

t r a i n i n g .  
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Figure I. St ress-inoculat ion training: Procedural phases and 

treatment components. 

Components and phases overlap and blend together; they are 
'% 

I- unlikely to be implemented in a linear sequence. Educational and 

application components generally correspond to phases with the 

same names. However, closer examination of the nature of the 

components and of their implementation reveals blurring of the 

distinctions between phases. 

Tracing the role of self-statements in stress-inoculation 

training illustrates how the components merge across phases. In I 

the educational phase, a client becomes aware of the role of 



se l f  - s t a t e m e n t s  i n  a prpblem s i t u a t i o n .  Component 2 ,  
/* 

s e l f - m o n i t o r i n g  o f  s e a f - s t a t e m e n t s  and images,  l i n k s  e d u c a t i o n a l  
> 

and r e h e a r s a l  p h a s e s ,  T h i s  l ' e a r n i n g  is c o n t i n u e d  and e x t e n d e d  i n -  

t h e  r e h e a r s a l  p h a s e  as new and f a c i l i t a t i v e  s e l f - s t a t e m e n t s  and 

s e l f - i n s t r u c t i o n s  a r e  l e a r n e d  and_used  t o  compete w i t h  formers 

m a l a d a p t i v e  c u g n i t i o n s .  A c l i e n t ' s  c o g n i t i o n s , b e c o r n e  s i g n a l s  t o  

r e p l a c e  m a l a d a p t i v e  c o g n i t i o n s  w i t h  new, p o s i t i v e ,  cop ing  

s e l f - s t a t e m e n t s  and images ,  I n  t h e  a p p l i c a t i o n  p h a s e ,  t h e s e  new 

s e f f - s t a t e m e n t s  a n 8  s e l f - i n s t r u c t i o n s  a r e  t e s t e d  anct 

s t r e n g t h e n e d . .  With its u s e  o f  s e l f - i n s t r u c t i o n s ,  

s t r e s s - i n o c u l a t i o n  t r a i n i n q  c o n t a i n s  s i m i l a r i t i e s  w i t h  - 
t r a i n i n g .  A comparison o f  t h e  components o f  

I 
.these two t r a i n i n g  p r o c e d u r e s  i l l u s t r a t e s  p o i n t s  of s i m i l a r i t y  - 

PJ' '" + ,  

and d i f f e r e n c e .  

A s e l f - i n s t r u c t i o n a l  theme o c c u r s  i n  b o t h  t r a i n i n g  
P 

procedures  b u t  t h e  o b j e c t i v e s  o f  t r e a t m e n t  d i f f e r .  

S e l f - i n s t r u c t i o n a l  t r a i n i n g  t e a c h e s  a c l i e n t  how t o  pe r fo rm a 

t a s k  e f f e c t i v e l y  by u s i n g  s e l f - g u i d i n g  i n s t r u c t i o n s ;  

s t r e s s - i n o c u l a t i o n  t r a i n i n g  t e a c h e s  a  c l i e n t  how t o  h a n d l e  

d i f f i c u l t  situations by  u s i n g  s e l f - i n s t r u c t i o n s  to cepe. Figure 

2 c q a r e s  the canp6ncnLs af these t w o  p r w s ,  



t 1. Cogn i t i ve  modeling: 
1 
1 problem d e f i n i t i o n  
1 a t t e n t  ion focus ing  
1 response gu idance  
I se l f - r e in fo rcemen t  
f sef f -euafuat ion 
I coping s k i l l s  
I e r r o r  c o r r e c t i o n  
t 
1 2.  Cogni t ive  and b e h a v i o r a l  
f r e h e a r s a l  of  s e l f -  
1 i n s t r u c t i o n s :  
t 
1 o v e r t  e x t e r n a l  guidance 
1 o v e r t  s e l f  -guidance 
f faded s e l f  -gu idance  
I c o v e r t  self-instruction 
I 
1 
t 

1 3. t r a i n i n g :  problem-solving 
f procedures ,  inc lud ing :  
I 
I problem d e f i n g t i o n  
i a n t i c i p a t i o n  o f  consequences 
f feedback 
! eva Ittat ion 
I 
I 
I 4 .  modeling of s e l f - s t a t e m e n t s  
1 and images 
f 
1 5 ,  modeling and r e h e a r s a l  o f  
I s e l f - f n s t r u c t i o n q ,  inc lud ing :  
I \ 

I p o s i t i v e  s e l f b v a l u a t i o n  
f coping s k i l l s  
1 a t t e n t i o n - f o c u s i n g  skills 
I 
f 6.  t r a i n i n g :  behavior  t he rapy  
f procedures  

Figure -2 .  Comparison of components i n  s e l f - i n s t r u c t i o n a l  

t r a i n i n g  and s t r e s s - i n o c u l a t i b n  t r a i n i n g .  

' ,Many s k i l l s  are  common t o  bo th  t r a i n i n g  procedures ,  The 

only s t r e s s - i n o c u l a t i o n  t r a i n i n g  components n o t  represented in 

s e l f - i n s t r u c t i o n a l ,  t r a i n i n g  a r e  eauca t  Tonal and behavior  therapy 

co,zponents. Educat ional  components may be foreshadowed by t h e  



cognitive modeling component, Cognitive modeling in 

self-instructional training presents therapist thoughts-and 

actions that are necessary to complete a task; a therapist m y  

also explain why these thoughts and actions are necessary. 
i 

Cognitive modeling including such explanatory thoughts could 

contain the rudiments of an educational component, The concept 

underlying the second educational component, self-monitoring, is 

implicit in the cognitive modeling component of 

self-instructional training. A therapist models self-monitoring 

behavkors using performance guidance, error correction, 

self-evaluation, and coping techniques, A therapist deliberately 

makes mistakes, becokes aware of them, and changes the; with 

corrective behaviors and coping cognitions, Throughout training, 

a client observes how a therapist monitors performa~lce, 

Th'ree stress-inoculation training rehearsa1 components 

contain skills and concepts found in self-instructional training, 

Component 3, teaching problext-solving techniques, duplicates 

skills found in the cognitive modeling component of 

self-instructional training. However, the outcome of 

problem-solving techniques in each procedure differs, A client 

trained with a self-instructional procedure plans for task 

performnce, while a client trained with a stress-inoculation 

procedure analyzes a problem and decides which coping strategies 
- - 

t 
are most appropriate to use in the situation. 



-& 

The cognitive modeling component in self-instructionaal 
d 

training foreshadows Component 4, modeling of self-statements and 

iprages, Both training procedures focus on what clients say to 

themselves. In self-instructional training, self-statements are 

subsued under self-instructians. Self-instructions initially 

are external statements modeled by a therapist1 a client does not 

produce them spontaneously. After a therapist models thoughts 

and behaviors required to perform a task, a client repeats and 

progressively internalizes them. In stress-inoculation training, 

clients' spontaneous seif-statements are a primary focus of 

therapy and are differentiated from self-instructions. 

Stress-inoculation training, as opposed self-instructional 

training, focuses on replacing maladaptive cognitions with more 

facilitative ones, while, in self-instructional training, 

task-oriented self-instructions are produced to overcome 

perfor~nce deficits rath & than to compete with maladaptive 
=.\ - - 

cognit ions, \ 

Component 5 in stress-$ k oculation training teaches 
self-instructions. Some self-instructims in stress-inoculation 

training are similar to those contained in self-instructional 

training while others are more general, General 

self-instructions in stress-inoculation training guide and 

enhame specifkc, task-wrhnt& selt' - inst ruct i on8 . - -Tumpunnen-t 5 

does not include the overt-to-covert rehearsal procedure of 



self-instructional training. 

Component 6, behavior therapy strategies, is exclusive to 

stress-inoculation training. Behavior strategies, such as 

relaxation, breathing, and biofeedback, provide coping skills 

that can he used in stressful situations. A client learns a 

repertoire of coping skills. A concept underlying 

self -instructional training sugge&s that behaviors are 

controlled by verbal instructions; thus, behaviors in 

self-instructional training receive less emphasis than do 

self-instructions. 

Component 7 in stress-inoculation training is h x i y ~  

application of coping skills across stressful situations, A 

therapist or instructor utilizes self-instructional training in 

the application component to model use of coping skills in a 
- - 

stre3sful situation. The use of similar self-instructional 

scripts across situations to generalize training in 

self-instructional training suggests that a germ of the 

application component may be implied wit in this earlier training P 
procedure, The difference between the generalieability of these 

tvo training procedures appears to depend on the type of problem 

that training addresses. Self-instructional training addresses 

cognitions and behaviors as targets of change; generalizability 



is achieved through implementation of coping cognitions and 

behaviors across many unpleasant and/or difficult situations, By 
t 

teaching coping strategies, stress-inoculation training provides 

sets of skills that can be deployed in disparate situations. 

Similarity between problem situations is viewed through client 

responses, not tbrough similarity of task demands as in 

self-instructional training# self-instructions in 

stress-inoculation training provide a generalized coping 

approach. In contrast, self-inmtructlonal training empltasizes 

self-instructions leading to efficient task perfornrance, 

Although coping self-instructions are included, they are limited 

within a problem-solving approach. 

In summary, the cognitive asodeling component in 

self-instructional trainGing contains miniaturized components a•’ 
+ 

stress-inoculation training: problem-solv~hg, w e l i n g  o f  

self -statements and images, and modeling of self -instructions. 

Likewise, in Component 5, the second component of 

self-instructional training is extended by rehearsal of 

self-instructions, coping skills, and proble~solving techniques. , 

Self-instructional training contains nuclei of the rehearsal 

components in stress-inuculation training. 
/ 

Erakination of the r&atioqrftp 0-4588-inomlation 

helps  highlight similarities and dif f e'rk between the tub .. 



training procedures, Cognitive and behavioral rehearsal of 

self-instructions is a $ore of both training packages. This core 
/ 

is embedded within stress-inoculation training Components 3, 4, 

and 5. Components 1 and 2 prepare clients to learn coping skills 

and self-instructions, These components are the educational 

phase of stress-inoculation training, which Heichenbaum 

emphasized as being a crucial part of a behavioral change 

process. Through educational components, a client's cognitive 

self-instructions, A major difference between the two training 

procedures are education components which prepare for behavior 

change, 

In addition to adding to and expanding self-inatructions in 

stress-inoculation training, Ileichenbaum distinguished between 

self-instructions and self-statementis. self-statements are 

private thoughts and speech. Self-instructional training 

priarari-ly employs self-sthtements in the form of task-oriented 

self-instructions; other self-statements, such as 

G!-reinforcements and self-evaluative coping self-statements, 

are also included in self-instructional training. These 

self-reinforcing and coping self-statements point toward a 

siailar use of self-statements as found in atress-inoculation 

training, In stress-inoculation training, these two forms of 

private speech, self-instructions and self-statements, are 



trained in separate components, ,In Component 4, clients learn 

new self-statements and inages, while, in Component 5, they learn 
4. 

self-instructions, Self-statements, by influencing cognitive . I 
/ 

'structures, determine whether or not a behavior vill be i '  

impJemented; self-instructions in self-instructional training, on 

the other hand, directly guide or change specific behaviors. In 

his theory,.Heichenbaum stated that in order to change behaviors, 

change firpt must occur in underlying cognitive structures. 

Therefore, in order to change a client's maladaptive responses, 

thoughts and behaviors, cognitive structures must be modified. 

Seff-statements become a change agent for cognitive structures. 

Once a client's self-statements harmonize with desired behaviors, 

self-instructions become a change agent for behaviors themselves. 

Changes in cognitions appear t~ precede lasting behavioral 

changes; therefore, it is expected that changed self-statements 

would precede effective self-instructions,. This distinction 

between self-statements and self-instructions broadens the sco& 

L ' 

of stress-inoculation training. By influencing cognitive 

) structures, changes in behaviors and cognitions are likely to be 

permanent and to generalize to other situations, 

Similarities and differences are observed also in the -, 

training of coping ski f 1s. In self-instructional training, 

coping skills, mdeled in the first component, are embedded 
5 

within problem-solving and response-guiding self-instructions, 



In c o n t r a s t ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g  focuses on t r a i n i n g  a 

v a r i e t y  of coping s k i l l a  and techniques;  c l i e n t s  l e a r n  coping 
d=- 

s k i l l s  i n  order  t o  handle s i t u a t i o n s  t h a t  a r e  s t r e s s f u l ,  p a i n f u l ,  

o r  unpleasant .  Coping, r a t h e r  than  t a sk  performance, is a  

primary o b j e c t i v e  of s t r e s s - i n o c u l a t i o n  t r a i n i n g .  Another a spec t  

of t h i s  d i s t i n c t i o n  is m s t e r y  vs .  coping performance, 

S e l f - i n s t r u c t i o n a l  t r a i n i n g  might be i n t e r p r e t e d  as% t r a i n i n g  f o r  

mas ter fu l  performanqe while s t r e s s - i n o c u l a t i o n  t r a i n i n g  

e x p l i c i t l y  t - r a ins  f o r  coping performance. 

In  t h e  a p p l i c a t i o n  component, coping s k i l l s  a r e  qehearsed 

and strengthened by implementation i n  a number of d i f f i c u l  -7 
s i t u a t i o n s .  I n  c o n t r a s t ,  s e l f - i n s t r u c t i o n a l  t r a i n i n g  concludes 

w i t h  cover t  s e l f - i n s t r u c t i o k .  S e l f - i n s t r u c t i o n a l  t r a i n i n g  seems 

b e s t  su i fed  t o  problems t h a t  can be defined by concre te  t a sk  

behaviors r equ i r ing  h igh ly  s i m i l a r  c o g n i t i v e  demands. I n  

c o n t r a s t ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g  is an ' appropr ia te  
4 

i n t e rven t ion  f o r  a v a r i e t y  of maladaptive responses caused by . 

cogn i t ive  and a f f e c t i v e  r e a c t i o n s  t o  a  perceived problem. A 

focus of therapy has  changed from a s e l f - i n s t r u c t i o n a l  'How can I 

so lve  t h i s  problem?'- t0 .a  s t r e s s - i n o c u l a t i o n  'What b e l i e f s  and 

thoughts  do I need t o  modify and what coping s k i l l s  do I need t o  
3 

use i n  t h i s  s i t ~ a t i o n ? ~  

these  two t f a in ing*procedures .  They ahare a theme of 



self-instructions, and many specific skills are common to both 
* 

procedures. Modeling and rehearsal are common learning 

processes. Self-instructional training itself is earbedded within 

the application phase of stress-inoculat ion training. 

Differences appear in the number, content, and complexity of 

components, Self-instructional training processes and content 

have been incorporated intact and in segments into 

stress-inoculation training. Components 3, 4, and 5 in 

stress-inoculation training contain modeling and rehearsal 

training processes and problem-solving, self-statement, and 

self-instruction content; both processes and content are found 

also in self-instructional training. Component 7 incorporates 

self-instructional training as a training process for application 

of coping skills in ~ J ~ ~ J T Q  stressful experiences. 

Differences in purpose, focus, &d targets for change are 
I 

evident. Self-instructional training was developed for clienta 

with comprehension, product ion, or mediational deficiencies in 

task performance. It focuses on self-instructions as the change 

process and primarily 'kdresses behaviors as targets for change. 

It teaches a client to self-instruct in order perform a task 

effectively, In contrast, stress-inoculation training was 

a paramount objective of treatment, Cognitive structures, 



c o g n i t i o n s ,  and b e h a v i o r s  a r e  t a r g e t s  f o r  change.  T h i s  p r o c e d u r e  

f o c u s e s  on a  c l i e n t ' s  r e a c t y o n  t o  s t ress ,  a n x i e t y ,  p a i n ,  a n g e r ,  

o r  s i m i l a r  s t r e s s - p r o d u c e d  r e a c t i o n s  and r e s p o n s e s  r a t h e r  t h a n  on 

s p e c i f i c  t a s k  b e h a v i o r s .  C e n t r a l  f o c i  of  t h i s  t r a i n i n g  a r e  

s e l f - s t a t e m e n t s  and s e l f - i n s t r u c t i o n s .  A c l i e n t  l e a r n s  t o  h a n d l e  

s t r e s s f u l  s i t u a t i o n s  wi th  b o t h  cop ing  s e l f - s t a t e m e n t s  and 
\. 

s e l f - i n s t r u c t i o n s .  S e l f - s t a t e m e n t s ,  which d e t e r m i n e  t h e  n a t u r e  

of s e l f - i n s t r u c t i t t n s ,  are changed p r i o r  t o  permanent  c h a n g e s  i n  

s e l f - i n s t r u c t i o n s  and b e h a v i o r s ,  S e l f - s t a t e m e n t s ,  which 

r e c i p r o c a l l y  i n f l u e n c e  c o g n i t i v e  s t r u c t u r e s ,  a r e  n e c e s s a r y  

p r e r e q u i s i t e s  f o r  t r e a t m e n t  maintenance  and g e n e r a l i z a t i o n .  

S l f - i n s t r u c t i o n a l  t r a i n i n g  a p p e a r s  t o  have been 

i n c o r p o r a t e d  i n t o  s t r e s s - i n o c u l a t i o n  t r a i n i n g .  S e l f - i n s t r u c t i o n s  

occur  w i t h i n  t h e  s t r e s s - i n o c u l q t i o n  t r a i n i n g  t r e a t m e n t  paradigm 

i n  b o t h  p a r t i a l  and comple te  forms.  - S t r e s s - i n o c u l a t i o n  t r a i n i n g  

a p p e a r s  t o  expand and t o  e x t e n d  s e l f - i n s t r u c t i o n a l  t r a i n i n g .  y 
b- 

examining t r e a t m e n t  outcomes ,  s i m i l a r i t i e s  and d i f f e r e n c e s  Kg 
f u n c t i o n  between t h e s e  two t r a i n i n g  p r o c e d u r e s  c a n  be a n a l y z e d .  

C h a p t e r s  111 and I V  r ev iew r e s e a r c h  s t u d i e s  a s  a  means of  

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

and s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  



T h i s  c h a p t e r  w i l l  a n a l y z e  t h e  f u n c t i o n a l  e f fec ts  o f  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g  a s  

documented i n  e x p e r i m e n t a l  r e s e a r c h ,  A f u n c t i o n a l  a n a l y s i s  
. 

p r o v i d e s  i n f o r m a t i o n  a b o u t  t h e  -effects produced by p r o c e s s e s  o r  

procedures- - in  t h i s  c a s e ,  s e l f  - i n s t r u c t i o n a l  t r a i n i n g  and 

s t r e s s - i n o c u l a t i o n  t r a i n i n g .  Exper imenta l  i n f o r m a t i o n  is used  t o  

compare g e n e r a l  and s p e c i f i c  e f f e c t s  of  e a c h  package  and t h e  

r e l a t i v e  e f f i c a c y  of  each  package  w i t h  respect 

To t h i s  e n d ,  r e s e a r c h  s t u d i e s  u s i n g  

and s t  r e s s - i n o c u l a t  i o n  t r a i n i n g  a r e  reviewed.  ~ e l 4 ) - i n s t r u c t  i o n a l  

t r a i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g  s t u d i e s  &e examined 

s e p a r a t e l y .  Exper iments  f o r  each  t r a i n i n g  package  a r e  grouped 

i n t o  f o u r  c a t e g o r i e s .  These c a t e g o r i e s  w i l l  p r o v i d e  a framework ., 

f o r  a n a l y z i n g  t h e  e f f i c a c y  o f  t h e  r e s p e c t i v e  t r a i n i n g  p r o c e d u r e s .  

D i f f e r e n t  c a t e g o r i e s  o f  e x p e r i m e n t s  a r e  d i s t i n g u i s h e d  by t h e  

k ind  of  f u n c t i o n a l  i n f o r m a t i o n  t h e y  p r o v i d e  a b o u t  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  o r  s t r e s s - i n o c u l a t i o n  t r a i n i n g .  

Exper iments  of  s e l f - i n s t r u c t i o n a l  t r a i n i n g  and s t r e s s - i n o c u l a t i o n  
% 

t r a i n i n g  reviewed i n  t h i s  p a p e r  were grouped a c c o r d i n g  t o  t h e  

d i f f e r e n t  r e s e a r c h  p u r p o s e s  a d d r e s s e d  by t h e  e x p e r i m e n t e r :  (1) 

s t u d i e s  concerned  w i t h  g e n e r a l  e f f e c t i v e n e s s  of  a s i n g l e  

t r e a t m e n t ,  ( 2 )  d i s m a n t l i n g  s t u d i e s  t o  d e t e r m i n e  e f f e c t i v e n e ~ s  of  - 
-LA 



different components comprising a treatment, (3) 

theoretically-based studies, and (4) comparative outcome 

studies. 

An experiment investigating general effectiveness compares a 

\ 
treatment (either self-instructional training or 

stress-inoculation training) to a control condition. The purpose 

i of this experiment is to determine whether the treatment in 

question is able to produce a desired outcome. Dismantling 

experiments search for the 'active ingredients8 in a treatment by 

attempting to determine the relative contributions of various 

components comprising the treatment. A theoretically-based 

experiment contributes to or evaluates the theory that underlies 

a treatment. This type of experiment investigates questions 

refated to why and how a trcatwnt is effective. Because 

dismantling studies are really a subset of such studies, 

theoretically-based and dismantling studies will be discussed 

together. The fourth category is concerned with comparative 

outcome studies. These experiments investigate the efficacy of 

several treatments relative to ape another. 
I 

By analyzing studies in theqe three groups, a framework for 

functional analysis is presented. The primary focus of the 

functional analysis in this and the next chapter is to determine 

similarities and differences between the experimental outcomes or 

- effects produced by self-instructional training and 



stress-inoculation training. Analysis of the general 

effectiveness studies should indicate the general effects 

produced by each training package. Dismantling and 

theoretically-based experiments may illuminate the role and 

effectiveness of different components in the treatments. Finally, 

in Chapter fV, comparative outcome studies will provide 

information about the comparative efficacy of the two treatment 

procedures. 

Research experiments included in this review should contain 

those structural components of self-instructional training and 

stress-inoculation training described in the previous chapter. 

Self-instructional training experiments will contain (I) 

cognitive modeling and (2) self-instructional rehearsal 

components. Stress-inoculation training experiments, howeGer , 
seldom contain all the components described by Heichenbaum 

ff977af: (I) teaching the role of cognitions in a problem area, 

( 2 )  teaching systematic self-observation and discrimination of 

self-statements and images, (3) training in problem-solving 

procedures, ( 4 )  modeling of self-statements and images, ( 5 )  

modeling and rehearsal of self-instructions, ( 6 )  training in 

behavior therapyi,procedures, and (7) ~ J ~ Y Q  application of 

coping skills. Separate criteria have.been developed to include 

these studies; these criteria are discussed below. All the 

studies included in this review employed experimental designs. C 



Case studies are not reviewed butray be referenced in relation 

to the experimental studies discussed. Most of the studies have 

been published; however, a few unpublished manuscripts that meet 

the inclusion requirements are reviewed also. 

After describing the treatment components of 

stress-inoculation training, Heichenbaum (1977a) discussed their . 

relationship to educational, rehearsal, and application phases. 

Components of stress-inoculation training that teach the role of 
-.- -- 

cognitions and s'ystematic self-monitoring are included in the 

educational phase. The problem-solving skills component links 

educational and rehearsal phases. The components in the 

rehearsal phase contain modeling and rehearsal techniques for 

training coping self-statements and images, self-instructions, 

and behavior therapy procedures. The application component (the 

application phase) implements coping skills using 

self-instructional training in progressively more stressful 

situations. Because treatment components often overlap and m y  

be repeated, the relationship between procedural phases and 

treatment components is not absolute. 

Very few stress-inoculation training studies contained all 

seven treatment components. Another means of assessing the 

relationship of studies to Heichenbaum*~ (1977a) 

Heichenbaum (1977a) used the three procedural phases described 



above. However, researchers often omitted phases, particularly 

the L x ~ ~ Q  application phase. Nevertheless, these studies, 

although not containing l4eicehenbaum's three procedural phases, 

appeared to be relevant to his conceptualization of 

stress-inoculation training. Such studies either referenced 

Meichenbaumls work and used training procedures and components 

very similar to those specified by Xeichenbaum or actually 

labeled their treatment as "stress inoculation,' The following 

three criteria have been developed for determining whether to 

include a study as an example of stress-inoculation training: 

(1) inclusion of all seven treatment components or all three 

phases of stress-inoculation training, (2) reference to 

Heichenbaumls work and inclusion of several components specified 

by Meichenbaum, or ( 3 )  a treatment called *stress inoculation, 

which also contained several components specified by 

Reichenbaum." These modified criteria permit discussion of a 

large number of studies that are relevant to the purpose of this 

review. 

Chapter 111 is divided into two main sections: general 

effectiveness~studies and dismantling studies. Chapter IV 

presents comparative outcome studies, Each of the three sections 

is organized further i n t o  t w o  subsections:' sel f - fnstrttct i#a. t  

training and stress-inoculat ion training, 



impulsive children in self-control is seminal to the topic of 

this review. Their paper contains two studies; the second, a 

dismantling study, will be discussed later. The purpose of the 

first study was to examine the efficacy of a cognitive 

self-guidance treatment for impulsive children. The 

experimenters wanted to determine whether: (1) subjects could be 

g trairted to self-instruct and to follow self-instructions 

appropriately; (2) mediational properties of inner speech could 

be strengthened; (3) verbal mediation could be used to overcome 

comprehension, production, and mediational deficits; and (4) 

subjects could be trained to self -reinforce appropriately. 

Meichenbaum and Goodman chose eight girls and seven boys 

from a second grade .remedialD class, Children assigned to this 

class had behavioral problems or low scores on school 

administered I@ tests. Mean age was 8 years 2 months. 

Experimental assessment included-performance on a variety of 

psychometric instruments frequently used to differentiate 

impulsive from nonimpulsive children and on measures of classroom 

~ e h a v i a r ,  Psychometric instruments were the Porteus Maze 

( % r k w s ,  1 9 4 2 ) ~  Hateking P&fiar Pi- Test t k m t  I ~ W Z  

and three wISC (Kechsler, 1949) subtests: -Picture Arrangement, 



Block Design, and Coding, These subtests were combined to 

produce a prorated IQ score. Generalizability of treatment was 

assessed by classroom-based procedures: observations of 

attending behavior and a teacher questionnaire relating to 

classroom behavior of individual children. 

Following preassessment, five children were assigned to each 

of three treatment conditions. Treatments included cognitive 

training (self-instructional training), attention.contro1, and . 

assessment control. The experimental condition employed 

cognitive modeling and overt to covert-rehearsal of 

self-instructions. Training tasks varied from simple 

sensorimotor to problem-solving tasks. Task difficulty increased 

across the four 1/2-hour training sessions held over a 2-week 
+..- 

period. Training tasks were similar to those employed on 

assessment instruments. 

Attention control subjects met with the same experimenter 

for the same number of times. They were exposed to the same ,' 

materials and engaged in the same activities; the only difference 

was absence of self-instructional training. Social reinforcement 

occurred for both groups. The attention control condition was - 
L 

used to assess change due to exposure to materials, activities, 

the crperimater, and d m d  characteristics. Assessment control 

assessments. f 



Resu l t s  were analyzed using a  Lindquist  (1953) Type 1 ANOVA 

t o  determine t h e  r e l a t i v e  e f f i c a c y  of s e l f - i n s t r u c t i o n a l  

t r a i n i n g ,  One-tailed m u l t i p l e  f -comparisons were used f o r  

p o s t e r i o r i  a n a l y t i c  purposes,  The WISC P i c t u r e  and Codlng 

s u b t e s t s  revealed t rea tment  x t r i a l s  e f f e c t s  t h a t  approached 

s t a t i s t i c a l  r e l i a b i l i t y ,  , , each favor ing  t h e  s e l f - i n s t r u c t i o n a l  

t r a i n i n g  group. The s u b t e s t  combination (p ro ra ted  IQ) showed a  

r e l i a b l e  t r e a t m e n t = x  t r i a l s  e f f e c t ;  mul t ip le  &-comparisons f o r -  

t rea tments  on t h i s  measure revealed t h a t  t h e  experimental  group 

was r e l i a b l y  d i f f e r e n t  from c o n t r o l  groups, but  t h a t  t h e  c o n t r o l  

groups were not  r e l i a b l y  d i f f e r e n t  from each o t h e r ,  

The Matching Famil ia r  F igures  t e s t  revealed a r e l i a b l e  

t rea tment  x t r i a l s  i n t e r a c t i o n  on l a t ency  s c o r e s .  There 'were no 

s t a t i s t i c a l l y  reliable group d i f f e r e n c e s  i n  error scores en t h i s  

t e s t ,  bu t  t h e  d a t a  pointed toward g r e a t e r  e f f e c t i v e n e s s  of 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  i n  reducing e r r o r s ,  On t h e  Por teus  

Maze, a  t rea tments  x t r i a l s  i n t e r a c t i o n  showed t h a t  both 

cogn i t ive  and a t t e n t i o n  groups made r e l i a b l y  f.ewer e r r o r s  on t h e  

p o s t t e s t  than d id  assessment c o n t r o l s ,  No r e l i a b l e  d i f f e r e n c e s  

were observed on classroom measures. This  lack of g e n e r a l i z a t i o n  

may have been caused by l i m i t e d  number of t r a i n i n g  s e s s i o n s  o r  by 
- 

i n s e n s i t i v i t y  i n  assessment measures. 

A t  a 1-month follow-up, t h e  c o g n i t i v e l y  t r a i n e d  group . 

demonstrated s t a t i s t i c a l l y  r e l i a b l e  s u p e r i o r i t y  t o  c o n t r o l  groups 



on t h e  P i c t u r e  Arrangement s u b t e s t ,  t h e  WISC prora ted  IQ, and 

l a t ency  s c o r e s  from t h e  Hatching Famil iar  F igures  test .  Both 

s e l f - i n s t r u c t i o n a l  and a t t e n t i o n  groups had maintained t h e i r  

performance edge over t h e  assessment c o n t r o l  group on the-rteus 

Maze. 

This  s tudy  ind ica ted  t h a t  impulsive c h i l d r e n  could be 

t r a i n e d  t o  use ve rba l  mediation and s e l f - i n s t r u c t i o n s  t o  change 

t h e i r  performance and behaviors .  The au thors  poin ted  toward new 

d i r e c t i o n s  in  behavior modif icat ion s t u d i e s .  
2 

z- 
I n  conclusion,  a & u x i @ f i ~  assumption 
underlying t h e  p r e s e n t  l i n e  of i n v e s t i g a t i o n  
has been t h a t  symbolic a c t i v i t i e s  obey t h e  
same psychological  f a c t s  a s  do o v e r t  behaviors  
and t h a t  p r i v a t e  speech is teachable .  Thus, 
behavior modif icat ion techniques which. have 
been used t o  modify o v e r t  behaviors  may be 
appl ied  t o  c o g n i t i v e  processes ,  Only f u t u r e  
research ,wi l l  i n d i c a t e  t h e  v a l i d i t y  of t h i s  
assumption, but  t h e  by-products, i n  terms of 
t h e  development of new t rea tment  techniques ,  
w i l l  be  s i z a b l e .  (Meichenbaum & Goodman, 
1971, pa 125) 

Meichenbaum and Goodman's (1971) s tudy was followed by 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  s t u d i e s  focusing on increas ing  

s e l f - c o n t r o l  in:  impulsive,  hyperact ive,-and/or  d i s t r a c t i b l e  

c h i l d r e n  (Argulewicz, E l l i o t t ,  & Spencer, 1982; Bornstein & 

Quevillon, 1976; Douglas, Par ry ,  Harton, h Garson, 1976; 

P r i e d l i n g  & O'Leary, 1 9 7 9 ~  Kendall & Pinch, 1 9 7 8 ) ~  i n  a g r e s s i v e  

c h i l e e n  tea-, mom, ftebert, h Van Dourninck, 3377; WiIIhps h 

Akamatsu, 1978) ; i n  a d u l t  schizophrenic8 (Margolis & -e 



Shederg, 19761 Meichenbaum & Cameron, 1973) . Another topic bf 

a investigation was the use of self-instructional training to 
increase academic performance of low achieving children 

(MalarnuthC 1979; Wbitman Johnston, 1983). These studies with 

the exception of Friedling and OILeary (1979) and Margolis and 

Shemberg (1976) supported Heichenbaum and Goodman's (1971) work. 

Bornstein and mevillon (1976) used self-instructional 

training to increase on-task behavior in three, 4-year-old boys 

identified as being disruptive andfor distractible by their ~ e a d  

Start teachers. An 8-day observation preceded treatment in this 

multiple baseline design experiment. Two 50-minute training 

periods were separated by a 20-minute interval. Training was 

individual; each child received either self-instructional 

training or a placebo procedure (exposure to materials and tasks 

with instruction to attend to the experimenter) to control for 

expectancy effects and to keep other personnel blind to which 

child ha$ received treatment on which day. Eight-day intervals 
a 

separated training sessions. 

The modeling component in this study was similar to that 

used by Heichenbaum and Goodman (1971), but the rehearsal 

component varied as experimenter and subject performed parallel 

self-instructed -tasks. Bi~st, t h e  experitaenter self-instmeted 

aloud while both the experimenter and the d f i c t  per- the 

task. Next, the subject self-instructed aloud which the 



c h i l d r e n  each from g rades  2 and 3 ,  wi th  a mean a@ of  

months, These unmeditated, hype rac t ive  c h i l d r e n  were 
\ 

\ 

A 
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experimente; s g b f - i h s t r u c t e d  i n  a whisper.  I n i t i a l l y ,  M & H r s  were 

used t o  i n c r e a s e  s u b j e c t s g  a t t e n t i o n ,  b u t  t h e s e  were q u i c k l y  

phased o u t  i n  favour  of s o c i a l  r e i n f o r c e r s .  T r a i n i n g  t a s k s  were 

from t h e  Stanford-Binet  (Terman h H e r r i l l ,  1973) ,  WISC (Wechsler,  

1949) ,  o r  t h e  McCarthy S c a l e s  f o r  C h i l d r e n s w  A b i l i t i e s  (McGarthyr 
.a 

1972) . Tasks i nc reased  i n  complexi ty  from sensor imotor  t o  

problem-solving i t ems .  On-task c lassroom behavior  was recorded 

twice  d a i l y  f o r  2 w e e k s  by t r a i n e d  obse rve r s  naive t o  t h e  des ign  

of t h e  experiment . €&-task behavior increased for a l l  snb jects 

from p r e t r e a t m e n t  t o  p o s t t r e a t m e n t .  I n c r e a s e s  were mainta ined a t  

follow-up, 22 1 /2-weeks  fo l lowing  t h e  beginning of t h e  

experiment . 
Thi s  s t u d y  d i f f e r e d  from Heichenbaum and Goodman's (1971) 

on: age of  s u b j e c t s ,  massed o r  spaced p r a c t i c e ,  use of  m a t e r i a l  

r e i n f o r c e r s  (M&Mts), and t r a i n i n g  tasks assirqned by c lass room 

t e a c h e r s .  The a u t h o r s  hypothesized t h a t  c o v e r t  r e h e a r s a l  of  

t e a c h e r  a s s igned  t a s k s  would i n c r e a s e  g e n e r a l i z a t i o n  and t r a n s f e r  . 

of t r a i n i n g  an7 t h a t  t h i s  f a c t o r  nay i n f l u e n c e  t h e  e f f i c a c y  of  

s e l f - i n s t r u c t i o n a l  t r a i n i n g .  

F r i e d l i n g  and OILeary (1979) a t tempted  t o  r e p l i c a t e  

Bornstein and Q u e v i l l o n w s  (1976) work. They s e l e c t e d  seven boys 

and one g i r l  from a c l i n i c a l  university schoo l ,  There were f o u  

7 year8  7 

s e l e c t e d  on 



the bagis of mean scores on Conners' Abbreviated Teacher Rating 

Scale (1973) and on the Conduct Factor of the Peterson Quay 

Behavior Problem Checklist (Quay, 1975). Two children from each 

grade were assigned to each condition. Chance determined which 

condition received the experimental treatment. 

Dependent measures were on-task behavior and scores from 

4'- reading and arithmetic.& Subjects were matched on reading and 

- math achievement, on-task behavior, and accuracy on classroom 

reading tasks, Self-instructional training procedures were 

similar to those used by Bornstein and Quevillon (1976), with 

modification in length of training session, materials, and tasks. 

Absence of self-instructional training differentiated control 

from experimental conditions. 

When classroom observations following treatment revealed no 

behavior changes, a second training sequence was applied. 

self-instructionai training 11, consisting of two 40-minute 

sessions on consecutive days, was based on subjects' "hardm 

reading. Training proceeded as in the first condition. Stickers ' 

were used to cue self-instructions. No self-instructional Q 

training nor instruct ions for use of stickers were implemented in 

the control condition. Following this treatment, classroom 

behavior was observed for a further 8 days. 

Dependent measures were selected to examine generalization 

of training to the classroom. Accuracy, quantity, and completion 



s c o r e s  f o r  'hardm and *easym math and read ing  were r epo r t ed .  

Teacher a t t e n t i o n ,  d e f i n e d  a s  approvaLl', d i s a p p r o v a l ,  and 

sugges t ion  d i r e c t e d  t o  a c h i l d ,  was monitored.  On-task behavior  

was observed and r a t e d .  I n t e r o b s e r v e r  r e l i a b i l i t y  was recorded 

and checked weekly, Base l ine  measures were t aken  2 weeks p r i o r  

t o  t r a i n i n g ,  and 2-week o b s e r v a t i o n s  fol lowed each t r a i n i n g  

sequence.  
/ 

Experimental  d a t a  were analyzed by ANOVA1s. No t r e a t m e n t  

e f f e c t s  were observed.  Even though accuracy  s c o r e s  f o r  tde 

exper imenta l  group had inc reased  r e l i a b l y  fo l lowing  t h e  f i r s t  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  sequence,  s u b j e c t s  had n o t  been 
3 3 

matched on math performance.  The re fo re ,  a r e g r e s s i o n  exp lana t ion  - 
f o r  t h i s  r e s u l t  could no t  be e l i m i n a t e d .  

Because of  d i s a p p o i n t i n g  r e s u l t s ,  tokens  were used t o  -a L 4 

r e i n f o r c e  on-task behavi0.r.  Following a 1-week b a s e l i n e ,  each 
rC 

c h i l d  was awarded p o i n t s  over  a 2-week p e r i o d  f o r  on-task 

behavior  du r ing  exper imenta l  worktime. The token t r e a t m e n t  

showed a main e f f e c t  f o r  on-task behavior  b u t  had no e f f e c t  on 

academic work. I n s t a n c e s  of  t e a c h e r  approva l  and d i s a p p r o v a l  

decreased  a s  a r e s u l t  of t h e  token t r ea tmen t .  

F r i e d l i n g  and OtLeary were unable  t o  r e p l i c a t e  Bornskein and 

p l e v i l l o n l s  (1976)  work. P o s s i b l e  causes  f o r  t h i s  inc luded  

d i f f e r e n c e s  i n  c h i l d r e n ' s  ages a c r o s s  t h e  exper iments ,  abs&c+ 
\ 

s u b j e c t  matching on math performance i n  t\e F r i e d l i n g  and OILeary 



s t u d y ,  and d i f f e r e n c e s  i n  t e a c h e r s '  b e h a v i o r  a s s e s s m e n t s .  Areas  

i d e n t i f i e d  f o r  f u t u r e  r e s e a r c h  i n c l u d e d :  (1) s u b j e c t  commitment 

t o  b e h a v i o r  change ,  ( 2 )  i d e n t i f i c a t i o n  and m o d i f i c a t i o n  o f  

m a l a d a p t i v e  s e l f - s t a t e m e n t s ,  ( 3 )  t r a i n i n g  f o r  a p p r o p r i a t e  

implementa t ion  of  s e l f - c o n t r o l  programs,  ( 4 )  e x p e r i m e n t a l  

p r w e d u r e s  t o  v e r i f y  s u b j e c t  use o f  s e l f - i n s t r u c t i o n s ,  and ( 5 )  

i n v e s t i g a t i o n  of  which d e f i c i t  (per formance  o r  p r o d u c t i o n )  is 

more e f f e c t i v e l y  t r e a t e d  by s e l f - i n s t r u c t i o n a l  t r a i n i n g .  

Argulewicz  e t  al. ( 1 9 8 2 )  r e p o r t e d  an  exper iment  t o  modify 

t h e  i n a t t e n t i v e  b e h a v i o r  o f  a  g r a d e  4 boy; a  c l a s ~ m a t e  wi th  

exemplary  a t t e n d i n g  s k i l l s  s e r v e d  a s  a  c o n t r o l .  Dependent . 
measures were t h r e e  a t t e n d i n g  b e h a v i o r s ;  t h e s e  were a s d e s s e d  by a 

t r a i n e d  o b s e r v e r .  T r a i n i n g  took p l a c e  i n  f o u r  s e s s i o n s  s p r e a d  

over 6 d a y s ,  f o r  a  t o t a l  0 ~ 5 0  m i n u t e s ,  The t r e a t m e n t  had two 

t r a i n i n g  p r o c e d u r e s :  d i r e c t  i n s t r u c t i o n  o f  a t t e n d i n g ,  b e h a v i o r s  

and s e l f - i n s t r u c t i o n a l  t r a i n i n g  f o l l o w i n g  Meichenbaum and 

B u r l a n d ' s  (1979) model. S e l f - i n s t r u c t i o n a l  t r a i n i n g  was used t o  

f o c u s  the b o y ' s  a t t e n t i o n  on a p p r o p r i a t e  t a s k s ,  s u c h  a s  s i l e n t  

r e a d i n g .  The b o y ' s  a t t e n d i n g  b e h a v i o r  r o s e  from a p r e t r a i n i n g  . 
2 6 4  t o  a  p o s t t r a i n i n g  7 6 8 .  The c o n t r o l  boy's a t t e n d i n g  b e h a v i o r s  

were 7 8 % .  Thus,  t h e  a t t e n d i n g  b e h a v i o r s  o f  t h e  t r a i n e d  boy had 

become v e r y  s i m i l a r  t o  t h o s e  o f  t h e  exemplary s t u d e n t .  The 

t e a c h e r  a l s o  r e p o r t e d  g e n e r a l  improvement i n  academic and s o c i a l  

b e h a v i o r s .  The r e s u l t s  were i n t e r p r e t e d  c a u t i o u s l y  because  t h e  



e x p e r i m e n t a l l d e s i g n  d i d  n o t  a s s e s s  s o c i a l  o r  academic b e h a v i o r s  

nor  t h e  r e l a t i v e  c o n t r i b u t i o n s  o f  t h e  two t r a i n i n g  p r o c e d u r e s .  

Dbuglas e t  a l .  (1976) i n v e s t i g a t e d  t h e  e f f i c a c y  o f  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  w i t h  h y p e r a c t i v e  boys u s i n g  a  

t r e a t m e n t  modeled on Heichenbaum and Goodman ( 1 9 7 1 ) .  Con t ingency  

management t e c h n i q u e s  and c o n s u l t a t i o n s  w i t h  p a r e n t s  and t e a c h e r s  

were added t o  t h e  e x p e r i m e n t a l  t r e a t m e n t  c o n d i t i o n .  P a r e n t s  and 

t e a c h e r s  were encouraged t o  a s s i s t  t h e  c h i l d r e n  i n  itmplementing 

new s e l f - c o n t r o l l i n g ,  s e l f - m o n i t o r i n g ,  and s e l f - r e i n f o r c i n g  - 
b e h a v i o r s .  

I 

I n  this s t u d y ,  2 9  boys ,  matched on age, IQ, and measures 

of  h y p e r a c t i v i t y  and i m p u l s i v e n e s s ,  were a s s i g n e d  t o  e x p e r i m e n t a l  

and control g r o u p s ,  1 8  a n d ' l l  i n  e a c h ,  r e s p e c t i v e l y .  Dependent 

n e a s u r e s  i n c l u d e d  Conners '  R a t i n g  S c a l e  (1969)  and 

p s y c h o e d u c a t i o n a l  t es t s .  R e s u l t s  demons t ra ted  s t a t i s t i c a l l y  

r e l i a b l e  d i f f e r e n c e s  on a l l  v a r i a b l e s .  T r a i n e d  boys improved 

from p r e -  t o  p o s t t e s t  on 9/10 v a r i a b l e s ,  w h i l e  c o n t r o l s  improved 

on o n l y  one  v a r i a b l e .  These r e s u l t s ,  which remained s t a b l e  a t  a 

3-month follow-rap, were i n t e r p r e t e d  a s  s u b s t a n t i a l  s u p p o r t  f o r  

t n e  e f f i c a c y  of c o g n i t i v e  t r a i n i n g  wi th  i m p u l s i v e  c h i l d r e n .  -. 
R e n d a l i  and P inch  (1978)  i n v e s t i g a t e d . t h e  e f f i c a c y  of 

Y 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  combined w i t h  rgseoase  cost - 
cont ingency .  A r e s p o n s e  cost was a d m i n i s t e r e d  c o n t i n g e n t  on t h e  

c h i l d ' s  per formance  d u r i n g  t r a i n i n g ,  The c h i l d  was g i v e n  p o i n t s  



exchangeab le  f o r  a reward  a t  t h e  end o f  t h e  t r a i n i n g  s e s s i o n ;  t h e  

c h i l d  was t o l d  t h a t  a  p o i n t  would b e  t a k e n  by t h e  e x p e r i m e n t e r  

f o r  each  e r r o r .  Twenty i n - p a t i e n t s  a t  a p s y c h i a t r i c  h o s p i t a l  f o r  

e m o t i o n a l l y  d i s t u r  $T e d  .-- a h i l d r e n  were s e l e c t e d  on t h e  b a s i s  o f  

t h e i r  s c o r e s  on Matching F a m i l i a r  F i g u r e s  (Kagan, 1 9 6 6 ) .  Mean 

age's were 10.2 y e a r s  f o r  t h e  e x p e r i m e n t a l  g r o u p  and 11.1 years 

f o r  t h e  c o n t r o l .  S i x t e e n  w h i t e  and f o u r  b l a c k  c h i l d r e n  

p a r t i c i p a t e d .  Two g i r l s  and 8 boys were a s s i g n e d  randomly t o  

,each c o n d i t i o n .  The e x p e r i m e n t a l  t r e a t m e n t  combined 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  and r e s p o n s e  c o s t  c o n t i n g e n c y .  The 

c o n t r o l  c o n d i t i o n  p r e s e n t e d  t h e  same m a t e r i a l s  and t a s k s ,  without' 

self-instructiona1,training and r e s p o n s e  c o s t  c o n t i n g e n c y .  

T r a i n i n g  c o n s i s t e d  of s i x  20-minute s e s s i o n s .  

Dependent measures were l a t e n c y  and e r r o r  scores on 

Hatching F a m i l i a r  F i g u r e s ,  s e l f  - r e p o r t  s c a l e s ,  and r a t i n g  s c a l e s .  , 

S u b j e c t s  comple ted  an  i m p u l s i v i t y  scale [Sut ton-Smith  & 

Rosenberg,  19593 and Impusle C o n t r o l  C a t e g o r i z a t i o n  Instrument 

(Hatsushima,  1964)  ; t e a c h e r s  and s t a f f  comple ted  an I m p u l s i v e  

Classroom Behavior  Scale (Weinre ich ,  1975) and Locus o f  C o n f l i c t  

Scale (Arrnentrout ,  1971)  f o r  each c h i l d .  These  measures were 

used a t  p r e t e s t ,  p o s t t e s t  (1 month f o l l o w i n g  p r e t e s t ) ,  and a t  a 

2 - m n t h  foilow-up. 

Experirecental data were a l y z e d  By AhK)Vhts a d  by 

p o s t e r i o r i  k-comparisons.  Results showed t h a t  g roups  were 



C 

s i m i l a r  a t  p r e t e s t  b u t  were r e l i ab ly  d i f i f e r e n t  at posttest and 

fol low-up.  Performance  on Matching F a m i l i a r  F i g u r e s  r e v e a l e d  

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

t r e a t m e n t  x p e r i o d  i n t e r a c t i o n s  on b o t h  l a t e n c y  and e r t o r  s c o r e s ,  

S e l f - r e p o r t  i n s t r u m e n t s  r e v e a l e d  no s t a t i s t i c a l l y  r e l i a b l e  

r e s u l t s .  & t a  from t h e  I m p u l s i v i t y  Classroom Behavior  S c a l e  

snowed a r e l i a b l e  t r e a t m e n t  x p e r i o d  i n t e r a c t j o n .  A t  p r e t e s t ,  

experimental subjects had been r e l i a b l y  mo& i m p u l s i v e  t h a n  

c o n t r o l s .  hr p i t t e s t ,  these subjects  wekeiiess ' impuls ive  t h a n  

controls, but t h i s  d i f  f e r m c e  only  approached s t a t i s t i c a l  

r e l i a b i l i t y .  R e l i a b l e  g roup  d i f f e r e n c e s  were- reached  a t  I 
1 

fo l low-up :  e x p e r i m e n t a l  s u b j e c t s  had m a i n t a i n e d  d e c r e a s e d  

ciazsroom i z p u l s i v e n e s s  while c o n t r o l s  had c o n t i n u e d  t o  i n c r e a s e  
1 

i~ i n p u l s i v e n e s s .  Teacher  r a t i n g s  on the Locus of C o n f l i c t  s c a l e  

showed a r e l i a b l e  e f f e c t  kor periods but n o t  f o r  t r e a t r n e n t a .  

C o r r e l a t i o n a l  a n a l y s i s  s u g g e s t e d  t h a t  t h e  more f r e q u e n t l y  a 

response cost contingency occurred d u r i n g  t r a i n i n g ,  t h e  g r ea t e r  

=he classroom improvement. 

Results were i n t e r p r e t e d  a s  s u p p o r t  f o r  s e l f - i n s t r u c t i o n a l  

training combined w i t h  r e s p o n s e  c o s t  c o n t i n g e n c y .  G e n e r a l d z a t f o n  

of behavior t o  tine classroom was a t t r i b u t e d  t o  psychoeducat i .ona1 

t r a i z l n g  t a s k s ,  It wss n o t  poesibie to d e t e r m i n e  the re la t ive  

zcmponents in this exper iment . 



Camp et al. (1977) and Williams and Akamatsu (1978) 

examined the use of self-instructional training. with aggressive, 

impulsive children. In a study designed to increase self-control 

in young, aggressive boys, Camp et al. added interpersonal 
I 

problem-solving tasks to an experimental treatment based on thay - 
of ~eichenbaurn and' Goodman 11971) . Grade 2 boys who scored 2 
standard deviations above the mean on the Schouf Behavior ' 

Checklist (Miller, 1972) were assigned randomly to 

boys, matched for age and SES,, were assigned to a normal-control 

group. Training took place daily, in 30-minute sessions over 6 

veeks . . , 

Dependent measures i n c l u d e d  psychoeducational tasks, a 
P 
4 

problem-solving task (Shure h Spivack,  1974), and th,e School 

Behavior Checklist (Miller, 1972) . Results were analyzed to 

provide information aboug changes over time and differencgs 
r: 

between the aggressive groups at posttest. On performance 

neasures, subjects in the aggressive-experimental group were 

r e l i a b l y  different from those in the aggressive-control group; 

trained boys outperformed controls. At pretest, the two 

aggressive groups had been reliably different from the 

normal-control group; at p o s k t . & s t ,  the  aggressive groups were 

r e l i a b l y  different from each other, but the 

agqressive-experimental group did not differ reliably from the 



normal-control  p roup .  On t e a c h e r  r a t i n g s  oi a g g r e s s i o n ,  s u b j e c t s  
i - 

in both  a g g r e s s i v e  c o n d i t i o n s  improved r e l i a b l y  more t h a n '  

,. - c o n t r o l s .  P r o s o c i a l  behavior  of  t h e  t r a i n e d  boys was r e l i a b l y  

)1 d i f f e r e n t  from t h a t  b f  &e u n t r e a t e d  boys. However, the 
I 
1 - 

exper imenta l  t r e a t m e n t  f a i l e d  t o  channel the trained boys' 
2 

increased v e r b a l i z a t i o n  i n t o  new and a l t e r n a t i v e  reeponses  t o  

t h e i r  u sua l  a g g r e s s i v e  behav io r s ,  ~ e s u ~ l t s  were i n t e r p r e t e d  as 

p rov id ing  suppor t  fo r  c o g n i t i v e  t r a i n i n g  with  young, a g g r e s s i v e  

c h i l d r e n ,  even though t h e s e  exper imenta l  r e s u l t s  could be 

a t t r i b u t e d ,  a t  l e a s t '  i n  p a r t ,  t o  i n d i v i d u a l  a t t e n t i o n  g iven  

du r i ng*  t r a  i n  ing  . 
W i l l i a m  and Akamatsu (1978) a s se s sed  t h e  a p p l i c a b i l i t y  of 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  as a t r ea tmen t  f o r  j u v e n i l e  

d e l i n q u e n t s .  Thirf y subjects were s e l e c t e d  a n d  randomly a s s igned  

t o :  s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  a t t e n t i o n  c o n t r o l ,  .or 

assessment  c o n t r o l .  S e l f - i n s t r u c t i o n a l  t r a i n i n g  was modeled on 

Heichenbaum and Goodman I s  (1971) paradigm. An a t t e n t i o n  c o n t r o l  

g roup  rece ived  t h e  same m a t e r i a l s  and p r a c t i c e  o p p o r t u n i t i e s  

without s e l f - i n s t r u c t i o n 6 1  t r a i n i n g .  An assessment  c o n t r o l  group 

received pre- and p o s t t e s t s .  T ra in ing  took p l a c e  i n  two 

s e s s i o n s ,  1 week a p a r t .  Matching Fami l i a r  F i g u r e s  (Kagan, 1966) , 
the WISC-R P i c t u r e  Arrangement s u b t e s t  (Wechsler ,  1 9 7 4 ) ,  and a 

d e l a y  of g r a t i f i c a t i o n  t a sk  were dependent measures. 

Preassessment s c o r e s  showed t h a t  groups were e q u i v a l e n t  



before treatment. Scores on the itatching Familiar Figures and 

Picture Arrangement measures were in the predicted directions. On - 

Hatching Familiar Figures, the scores of the self-instructional 

training and attention control groups were reliably different 

from those of the assessment control group, but not from each 

o t h e r .  On the Picture Arrangement subtest, both training groups 

performed reliably better than assessment controls. Boys were 

reliably different from girls, but there was no sex x treatment 

interaction. Only the self-instructional training group 

demonstrated reliable improvement from pre- to posttest. No 

reliable results were found on the delay of gratification 

measure, 

The authors explained their results in terms of subject 

characteristics, training, and methcdolqical aspects of the 

experiment. The efficacy of self-instructional training on the 

Picture Arrangement subtest was interpreted as support for the 

applicability of this treatment as cognitive training for 

delinquents. 

Self-instructional training has been applied to adult 

schizophrenics as a means of improving their functioning by 

focusing ttteir attention, Heichenbaum and Cameron (1973) had 

encouraging results; Hargolis and Shenrberg (1976), however, were 

unable to replicate the former study. Heiche~baum and Cameron 

used self-instructional training to determine whether 



sch izophren ic s  could  be t r a i n e d  t o  s e l f - i n s t r u c t  and t o  improve 
i 

t h e i r  performance on a t t e n t i o n a l ,  c o g n i t i v e ,  and language tasks. 
1-- Thei r  f i r s t  s t u d y  showed>~mising r e s u l t s ,  and a  second s t u d y  

extended and r e f i n e d  t h e  o r i g i n a l  f i n d i n g s .  The second s t u d y  

s e l e c t e d  10 medicated,  h o s p i t a l i z e d ,  male s c h i z o p h r e n i c s  

r e p r e s e n t a t i v e  of  the h o s p i t a l  popu la t ion .  They-were as s igned  

randomly t o  s e l f - i n s t r u c t i o n a l  t r a i n i n g  o r  c o n t r o l  c o n d i t i o n s .  

S e l f - i n s t r u c t i o n a l  t r a i n i n g  took p l a c e  i n  e i g h t ,  45-minute 

i n d i v i d u a l  s e s s i o n s  sp read  over  3 w e e k s .  Exper imental  s u b j e c t s  

were yoked t o  c o n t r o l s ,  C o n t r o l  s u b j e c t s  m e t  f o r  t h e  same number 

of s e s s i o n s  and r ece ived  t h e  same p r a c t i c e  a s  exper imenta l  

s u b j e c t s  b u t  r ece ived  n e i t h e r  modeling nor s e l f - i n s t r u c t i o n a l  

t r a i n i n g .  

Dependent measures inc luded  a s t r u c t u r e d  i n t e r v i e w ,  Parallel 

Proverbs  Tests (Kaufman, 1960) ,  Audi tory D ~ i s t r a c t i o n  D i g i t  ~ e c a l l  

T e s t  (Chapman & McGhie, 1962), and I n k b l o t  T e s t s  (Holtzman e t  

al,, 1961) .  Both groups had e q u i v a l e n t  s c o r e s  on t h e  dependent ' 

measures p r i o r  t o  t r ea tmen t ;  bo th  groups showed improvement over 

t h e  c o u r s e  of t h e  s tudy .  The t r a i n e d  group showed r e l i a b l y  

g r e a t e r  improvement t han  t h e  c o n t r o l  group on a l l  but one 

measure. Tra ined  s u b j e c t s  emi t t ed  42% less g s i c k - t a l k m  i n  t h e  

s t r u c t u r e d  i n t e r v i e w s ,  Improvement was maintained a t  follow-up 3 
a 

weeks fol&wing tieatment . The exper imenta l  s u b j e c t s  gave 

r e l i a b l y  more a b s t r a c t  proverb i n t e r p r e t a t i o n s  and more 



integrated inkblot explanations than did controls. On the digit 

recall in presence of distraction task, the self-instructional 

training group showed'-reliably greater improvement. 

These results were interpreted as support for the 

effectiveness of self -instructional training in modifying the 

behavior of schizophrenics. The researchers also discussed (1) 

the importance of training subjects to discriminate appropriate 

settings for the use of self-instructional training;' (2) the 

experimental modification of subjects perceptions, evaluations, 

and reactions through self-instructional training; and ( 3 )  the 

importance of individually tailored self-instructions, 

Hargolis and Shemberg (1976) attempted to replicate 

Meichenbaum and Cameron's research. They chose 32 hospitalized 

schizophrenics, 16 reactive and 16 process, based on scores on 

the Ullmann and Giovannani (1964) k a l e  and assigned them to one 
0 

of four experimental conditions, Subjects in each diagnostic 

category were assigned to a self-ins$ructional training or a 

control group. Control subjects were yoked to experimental 

subjects for time spent with the experimenter and exposure.to, 

trials and materials. Dependent tasks were digit recall tasks 

(Brown, 1969; Chapman & HcGhie, 1962) and a Trail Making test 

f Eafstead, 1847) , Training took two 112-hour sessions. 

TBe data were analyzed ssiq MWAts .  Seer- 6tt pretests 

were similar to those obtained by Meichenbaum and Cameron but had 



mre v a r i a b i l i t y ,  None of t h e  hypothesized = in  effects o r  

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

confi rm Meichenbaum and Cameron's f i n d i n g s ,  Margol is  and 

Shemberg sugges ted  p o s s i b l e  reasons  for  t h i s  f a i l u r e  t o  

r e p l i c a t e :  (1) d i f f e r e n t  g roupings  of  s u b j e c t s ;  ( 2 )  v a r i a b i l i t y  

on dimensions r e l a t i v e  t o  t a s k  performance; ( 3 )  s u b j e c t  
- 

r e l u c t a n c e  t o  s e l f - i n s t r u c t  and apparen t  f a i l u r e  t o  s e l f - i n s t r u c t  
... 

on t h e  p o s t t e s t ;  and (I) t h e  p o s s i b i l i t y  t h a t  s e l f - i n s t r u c t i o n a l  

t r a i n i n g  is highly task s p e c i f i c .  , 

amuth (1979) and Whitman and Johnston (1983) a p p l i e d  - 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  t o  s t u d e n t  performance on schoo l  

t a s k s .  Malarnuth i n v e s t i g a t e d  t h e  e f f i c a c y  o f  s e l f - i n s t r u c t i o n a l  

t r a i n i n g  i n  enhancing read ing  i n  low-achieving,  n o r m 1  c h i l d r e n ,  

S u b j e c t s  were s e l e c t e d  by s c o r e s  on a  read ing  p r e t e s t .  A l l  

s u b j e c t s  were read ing  two o r  more y e a r s  below g rade  l e v e l .  Black 

c h i l d r e n ,  2 1  boys and 1 2  g i r l s  from grade  5 ,  were d iv ided  i n t o  

t h r e e  read ing  l e v e l s  and then  a s s igned  randomly to 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  or a modeling c o n t r o l  c o n d i t i o n ,  

S e l f - i n s t r u c t i o n a l  training was s i m i l a r  t o  Reichenbaum and 

Goodman's (1971) t r e a t m e n t ,  In t h e  modeling c o n d i t i o n ,  t h e  

experimenter m d e l e d  t a sk -o r i en t ed  behaviors without  t r a i n i n g  t h e  

c h i l d r e n  t3 perfom th~ .  Beth groups were exposed to the same 

natef id l s  and tasks, lCva 33-minufp trninhg seaainna were kgU 

. weekly f o r  2 weeks. Six t r a i n e r s  and two r a t e r s  ( f o u r  of eackr-- 



b 

sex) were trained and were kept blind to the nature of the 

experiment. Assessment administrators were not blind to the 

experiment . Peer confederates, trained for a peer-teaching task, 
were blind to the purpose of the peer-teaching task. 

Dependent reading measures were a story and a sentence 

completion test. Attentiun was assessed through errors of 

omission and commissidn on an audiovisual-checking task. To 

measure generalization of training, subjects were asked to teach 

3 pereeptsal t a s k  t3 a peer .  m a  on student distractibility was 

obtained from teacher questionnaires. 

Results were analyzed by ANOVA'S. Reading measures 

approached reliability in favor of self-instructional training. 

On the attention assessment measure, reliable differences for 

t r e a t m n t  were observed; the performance of control subjects 

systematically deteriorated over the testing period. On t h i ~  

m a s u r e ,  reliable differences in errors of comgiission suggested 

that self-instructional tr'aining can inhibit afalse'alarmm-type 

errors. On the peer-teaching task, the experimental subjects 

used task clarification, cognitive rehearsal, guiding statements, 

and overt to covert [verbalizations]; controls used cognitive 

rehearsal only. 

TI.$% results of this study supported self-instructional 

t r a i n i n g  as an effective treatment for improving reading and 

attention for low-achieving, normal children. Reading scores 



i n c r e a s e d ,  and a t t e n t i o n  was s u s t a i n e d  longer  wi th  fewer e r r o r s .  

The au tho r  sugges ted  t h a t  m o t i v a t i o n a l  aspects (e  .g . , 
re inforcement  and coping wi th  e r r o r s )  might need t o  be  t r a i n e d  

s p e c i f i c a l l y  t o  e n s u r e  t r e a t m e n t  e f f e c t s .  86 concluded t h a t  

f u r t h e r  r e s e a r c h  was needed t o  exam'ine which e lements  of  a  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  t r e a t m e n t  should be  r e t a i n e d  and t o  

de te rmine  t h e  p r e c i s e  r o l e  of d i f f e r e n t  components. 

Whitman and Johnston (1983) i n v e s t i g a t e d  t h e  e f f e c t i v e n e s s  

sf self-Fnskructiunrtl training in t e ach ing  s a t h e m t i c  s k i l l s  t o  

groups of educable  menta l ly - re ta rded  c h i l d r e n ,  Three groups of  

t h r e e  c h i l d r e n  pe r  group,  n i n e  c h i l d r e n ,  s e l e c t e d  by t h e i r  

t e a c h e r s ,  were s u b j e c t s  i n  t h i s  m u l t i p l e  b a s e l i n e  exper iment ,  

Mean age of t h e  seven boys and two g i r l s  was 11 y e a r s  and 10 

m n t h s .  Mean fQ (from WISC-R, Wechsler,  1974) was 65.5. 

Tra in ing  took p l a c e  d a i l y  f o r  1 0  w e e k s ,  i n  50 s e s s i o n s  of 30 

minutes f  d u r a t i o n ,  T ra in ing  was modeled on Meichenbaum and 

Goodman's (1971) t r e a t m e n t  wi th  mod i f i ca t ion  f o r  small group 

a p p l i c a t i o n .  

Dependent measures were r a t e  and accuracy  s c o r e s  f o r  math 

problems completed,  use  of s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  and taped  

v e r b a l i z a t i o n s  du r ing  t r a i n i n g .  Use of s e l f - i n s t r u c t i o n a l  

t r a i n i n g  was eva lua t ed  by r a t i n g  t a p e s  of each c h i l d ' s  

v e r b a l i z a t i o n  w h i l e  s o l v i n g  problems. A l l  c h i l d r e n  l ea rned  t h e  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  sequence t o  100% c r i t e r i o n .  The 



degree to which it was used by the ch ildren varied considerably. 

Academic data revealed that all children d ompleted fewer problems 
over the cburse of the training and that 8 out of 9 children 

increased their accuracy rate to or beyond 75% for problems 

completed on the last five days of treatment. Treatment 

generalized to math problems that were not trained. Research 

results were interpreted as support for self-instructional 

training as an effective treatment for increasing math 

5 problem-solving skiif s in ehcabf e mentally-retarded children in 

small groups. The authors sugges d that operant procedures in 
t + 

self-instructional training (shaping, prompting, reinforcement, 

and fading) may make important contributions to the efficacy of 

this training procedure. 

The general effectiveness studies reported in this section 

of Chapter I11 appear to support the use of self-instructional 

training, This training procedure has been used successfully 

with impulsive, hyperactive, and distractible children whose ages 

ranged from 4 years to preadolescence. Self-instructional 

training also was an effective treatment for aggressive children, 

both at the primary school level and in adolescence. Like 

impulsive children, schizophrenicsi behaviors cause them 

difficulty, The results of self-inst~uctional training studies 

with this clinical population, although encouraging, Here less 

convincing. Finally, self-instructional training was effective 



i n  improving s p q c i f i c  academic b e h a v i o r s .  Taken t o g e t h e r ,  
&' 

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

t r e a t m e n t  f o r  a  v a r i e t y  o f  problems.  

S k r ~ ~ a = X n ~ ~ u ~ a ~ i n n , T r ~ i ~ i ~ ! g ~ S k ~ ~ i ~ s  

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

t r a i n i n g  t o  a n g e r  management i n  a b u s i v e  p a r e n t s .  Momell ini  and 

Katz (1983)  i n v e s t i g a t e d  t h e  e f f e c t i v e n e s s  o f  s t r e s s - i n o c u l a t i o n  

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

Four p a r e n t s ,  a f a t h e r  and  mother ,  and two s i n g l e  mothers ,  took  

p a r t  i n  t h i s  m u l t i p l e  b a s e l i n e  exper iment .  

S t r e s s - i n o c u l a t  i o n  t r a i n i n g  invo lved  s i x  t o  e i g h t  90-minute 

s e s s i o n s .  The s t r e s s - i n o c u l a t i o n  t r a i n i n g  p r o c e d u r e ,  a s  

d e s c r i b e d  by Meichenbaum (1977a)  was implemented. S u b j e c t s  

l e a r n e d  how a n g e r  i n f l u e n c e s  t h i n k i n g  and were t r a i n e d  t o  

s e l f - m o n i t o r  f o r  p h y s i o l o g i c a l  c u e s  a s s o c i a t e d  w i t h  a n g e r  

a r o u s a l .  They l e a r n e d  c o g n i t i v e  cop ing  s k i l l s ,  e .g . ,  r e p l a c i n g  

anger-producing t h o u g h t s  w i t h  m o r e - a p p r o p r i a t e  c o g n i t i o n s  and 

s e l f - s t a t e m e n t s .  R e l a x a t i o n ,  s e l f - r e i n f o r c e m e n t ,  and 
+-/ 

s e l f - i n s t r u c t i o n s  were t a u g h t  a s  c o p i n g ,  s e l f - c o n t r o l  s k i l l s .  A 

problem-solving approach  was i n c o r g a r a t e d  t o  p r o v i d e  a l t e r ~ a t i v e  
.+.' 

C- 

r e s p o n s e s  t o  anger -a rous ing  s i t u a t i o n s .  P a r e n t s  deve loped  a n g e r  

h i e r a r c h i e s  from anger -p roduc ing  s i t u a t i o n s  t h a t  t h e y  found 

p a r t i c u l a r l y  d i f f i c u l t ,  S u b j e c t s  p r a c t i c e d  a p p l y i n g  cop ing  

skills a s  t h e y  r o l e - p l a y e d  t h e s e  s c e n e s  from t h e i r  h i e r a r c h i e s .  



- ,Tcained o b s d e r s  r a t e d  and p o s i t i v e  p a r e n t  and c h i l d  

behaviors  dur ing  in-home o b s e r v a t i o n s ,  The Novaco Anger S c a l e  

(1976a) and se l f -moni tor ing  of .angry kges8 were a d d i t i o n a l  
#' 

depen&ent measures, Sollow-up occur red  a t  d i f f e r e n t  times, 
YJ - 

ranging from two t o  s i x  months. 

~ & s n f t s  showed decreased  a v e r s i v e  behavior  and a t r e n d  

toward inc reased  p o s i t i v e  behav io r s  f o r  p a r e q t s , .  P a r e n t s '  "angry 

urgesw dec reased ,  On t h e  anger  s c a l e ,  s c o r e s  were reduced 

b&w& 31 % and 43%. Cbifdren*~ aversive behaviors a l s o  

decreased ,  b u t  t h e r e  was less change i n  t h e i r  p o s i t i v e  behaviors .  

Decreases i n  a v e r s i v e  behav io r s  were mainta ined a t  follow-up, 

&e e f f e c t i v e n e s s  of s t r e s s - i n 6 c u l a t i o n  ' t r a i n i n g  was suppor ted  by 
I 

these '  r e s u l t s ,  and f u r t h e r  ev idence  was c i t e d  i n  t h e  p a r e n t s 1  

responses  t o  t h e i r  c h i l d r e n 8 s  i nc reased  anger du r ing  t h e  

' exper iment ,  As p a r q i t s  decreased  t h e i r  a t t e n t i o n  t o  c h i l d r e n ' s  

a v e r s i v e  behaviors , .  t h e i r  c h i l d r e n ' s  a v e r s i v e  behav io r s  

i nc reased .  I n  s p i t e  of t h i s  p o t e n t i a l l y  p rovoca t ive  response ,  a 

the patents were .able t o  main ta in  t h e i r  improvement, 
1 . 1  

The r e s u l t s  of t h i s  g e n e r a l  e f f e c t i v e n e s s  s t u d y  applying 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  t o  anger management w a s  encouraging,  

One s t u d y  cannot  produce a compel l ing body of d a t a ,  b u t  it does  
% 

encourage f u r t h e r  research using stress-inoculation training in 

anger management and o t h e r  problem a r e a s .  



The s e l f - i n s f r u c t i o n a l  t r a i n i n g  s t u d i e s  reviewed p o i n t  

toward t h e  g e n e r a l  e f f e c t i v e n e s s  of  t h i s  t r a i n i n g  p r o c e d u r e .  
i;; 

S e l f - i n s t r u c t i o n a l  t r a i n i n g  has been used . s u c c e s s f u l l y  w i t h  / .: 

.,& 
i m p u l s i v e ,  jhyperac t  i v e  , and d i s t r a c t i b l e  c h i l d r e n ;  a g g r e s s i v e  

$ 
c h i l d r e n ;  !ow-achieving s c h o o l  c h i l d r e n ;  and s c h i z o p h r e n i c s .  I n  

I .  

a l l  b u t  t h e  F r i e d l i n g  and OILeary  (1979) and M a r g o l i s  and 

Skiemberg (1976)  k b d i e s  , s u b j e c t s  i n  t h e  s e l f  - i n s t r u c t i o n a l  i' 

t r a i n i n g  c o n d i t i o n  d m m s t r a t e d  greater b e h a v i o r  change than 

c o n t r o l s .  Host  o f  t h e s e  s t u d i e s  were modeled c l o s e l y  on 

Yeichenbaum and Goodman I s  (1971)  s e l f  - i n s t r u c t i o n a l  t r a i n i n g  

paradigm,  and r e s u l t s  g e n e r a l l y  s u p p o r t e d  t h o s e  o f  Meichenbaun 

and Goodman. Nornellini and K a t z ' s  (1983)  s t u d y  p r o v i d e d  some 
-D 

s u p p o r t  for s t r e s s - i n o c u l a t i o n  t r a i n i n g  as an e f f e c t i v e  t r e a t m e n t  

for a n g e r  management. I n  summary, t h e  s t u d i e s  reviewed . 

demons t ra ted  t h e  general e f f e c t i v e n e s s  of s e l f - i n s t r u c t i o n a l  
5 

t r a i n i n g  and p o t e n t i a l  e f f e c t i v e n e s s  o f  s t r e s s - i n o c u l a t i o n  

training . F r e q u e n t 1  t h e  a u t h o r s  recommended f u r t h e r  r e s e a r c h  v 
t o  d e t e r m i n e  t h e  c o n t r i b u t i o n s  o f  p a r t i c u l a r  components o f  t h e s e  

p r o c e d u r e s .  Dismant l ing  s t u d i e s ,  which  a d d r e s s  t h i s  q u e s t i o n ,  

a r e  d i s c u s s e d  i n  t h e  n e x t  section. 
?- 

QismPfling-Sfudiea 

To be included i n  t h i s  s e c t i o n ,  s t u d i e s  had t o  b e  concerned 



w i t h  a s s e s s i n g  t h e  c o n t r i b u t i o n s  made by t h e  two components of  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  t o  t h e  o v e r a l l  e f f e c t i v e n e s s  of  
b, 
s e l f - i n s t r u c t i o n a l  t r a i n i n g  pe r  se. S t u d i e s  reviewed have 

inc luded  bo th  modeling and o v e r t  t o  c o v e r t  r e h e a r s a l  o f  

neichenbaum and Goodman (1971) i n v e s t i g a t e d  e f f e c t s  of  t h e  

modeling component on s e l f - i n s t r u c t i o n a l  t r a i n i n g .  Meichenbaum 

and Goodman exaxxbed t h e  i n c f u s i ~ n  of modeling wi th  

s e l f - i n s t r u c t i o n a l  t r a i n i n g .  Genshaft  and H i r t  i n v e s t i g a t e d  t h e  

e f f e c t s  of d i f f e r e n t  model c h a r a c t e r i s t i c s  on t h e  e f f i c a c y  of  

s e l f - i n s t r u c t i o n a l  t r a i n i n g .  Both s t u d i e s  used i u l s i v e  p r imary r  .y,-, 
schoo l  c h i l d r e n  chosen by performance on Matching F a m i l i a r  

F i g u r e s  (Kagan, 1965,  1966) .  ~ e ~ e n ' d e n t  measures f o r  bo th  

exper iments  were l a t e n c y  s c o r e s  and e r r o r s  on t h e  Matching 

Fami l i a r  F igu res .  Genshaft  and H i r t  a l s o  used t h e  P i c t u r e  

Arrangement s u b t e s t  o f  t h e  WISC-R (Wechsler ,  1974) .  Heichenbaum 

and Goodman randomly a s s igned  15 s u b j e c t s ,  f i v e  each t o :  

  lode ling a l o n e ,  modeling and s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  and 

a t t e n t i o n  c o n t r o l  c o n d i t i o n s ,  The 60 c h i l d r e n  i n  t h e  Genshaft  

and H i r t  s t u d y  were matched and a s s igned ,  1 0  each,  t o  ' four  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  c o n d i t i o n s  and t o  two control 

c o n d i t i o n s :  f 1) black  model-black s u b j e c t  , ( 2 )  b lack model-white 

s u b j e c t ,  ( 3 )  white  model-black s u b j e c t ,  ( 4 )  whi te  model-white 



subject, (5) black control and (6) white control. 3 
Genshaft and Eirt 's 'training involved daily, 

sessions for 2 weeks. Experimental subjects received 

self-instructional training. Control sub jecta, exposed to the 

same materialsx.gnd tasks, received neither modeling nor rehearsal 

of self -instruct ions. Meichenbauizt and Goodman provided a 

20-minute training 'session. In the modeling condition, an 

experimenter verbalized cognitive strategies typical 

reflective child, No overt to covert ~ e b a r s a l  of 
'7- 

self-instructions accompanied the cognitive qdeling, and 
/ 

d 

subjects practiced the tasks unassisted. In modeling with 

self-instructional training, overt.to covert rehearsal of 

self-instruction was added. Attention control subjects were 

exposed to materials and tasks with neither modeling nor 

self-instructional training. - 9 

No statistically reliable differences between gr-oups were 

observed on any dependent measure before treatment in the 

Meichenbaum and Goodman study. Both treining groups increased ' 

latency scores, but only subjects receiving mdeling vith 

self-instructional training demonstrated statistically reliable 

' improvement on the 'error measure, -This improvement in 

performance and a statistically reliable difference .relative to 

the other two conditions were maintained at follow-up. Three of 

the five subjects in the coesbined experimental treatment 



L 

spontaneously self-instructed at follow-up. These resul t s  

supported the inclusion of overt to covert rehearsal of 

self-instructions as a necessary component in the 

self-instructional training paradigm. 
? 

The Gcnshaft and Eiirt study alsb revealed statistically + 

r e l i a b l e  r e s u l t s .  A *dele x Hatching Faniliar Figures latency 
.' \ 

scores effect revealed r e 1  le improvement for both black and 9 
vhite subjects trained by white xnodels. A m d e Z  x race 

/--< 

subjects were trained by models of their own rate, These r c s u f t e  
/' 

suggested that change could not be attributed only to treatment, 

because subjects trained by white models improved more than tbose 

t r a i n e d  by black models, 

me Genshaft and Ilf-rt (1979) and 8eichenbaum and Goodman . 
(1971) studies investigated the wdeling c b n e n t  in 

self-instructional training, Wodelinq aJone was found 

insufficient for behavior change; to wdify behavior, modeling r 

needed to B@ colrbincd with overt to covert rehearsal of 

self-instructions, Genshaft and Birt's examination of mdcl 

characteristics dewsnetrated an influence of racial identify on - 
behavior change. Together theee studies suggest that modeling is 

training paradigm. 



the rehearsal component of self-instructional training: 

different verbalization conditions for instructions (Bender, 

rC 
1976) ; self-reinforcement instructions (Nelson & Birkimer , 1978) ; 
overt, covert, and com&ined overt to covert self-instructions 

(Pry, 1978)~ and specific and general self-instructions (Kendall 

& Wilcox, 1980) . Because these studies investigate different 

aspects of the rehearsal component, they are discussed 

t separately. 

i%v~ r ffm tnvestiqated the relative efficacy of 

d i f  fertnt f crbsliration conditions for instructions ik modifying 
impulsiveness by controlling children's verbalizations of general 

and specific strategies. Grade 1 children, 35 girls and 35 boys, 

were chosen by scores on Hatching Pamiliar Figures (Kagan et al., 

1364) and assigned randomly to conditions. The five cdnditions 
- 

were [I) self-instructional training with specific ~trategics, 

( 2 )  self-*ructional training with general in~tructioru, ( 3 )  

mde i ing  condition with specific atrateqies but no overt to 

covert  rehearsal by the child, ( 4 )  assessment control, and ( 5 )  

no-treatment control, The two self-fnstructional training 

conditions differed from each other only in terms of strategies: 

containing either specific directions indicating how the child 

w a s  required and adlbnitibna t~ 90- &If--i- 

tra l n i n g  followed Heichcrrtraur and Goodran's (1971) paradigm* The 



modeling c o n d i t i o n  wi th  s p e c i f i c  s t r a t e g i e s  c o n s i s t e d  of t h e  same 

modeling component as is t h e  self-instructions% t r a i n i n g  wi th  

s p e c i f i c  s t r a t e g i e s  but did n o t  c o n t a i n  a r e h e a r s a l  component# 

t h e  c h i l d  on ly  responded by p o i n t i n g  o r  s ay ing  ' Y e s m  or e#o.m The 

assessment  c o n t r o l  c o n d i t i o n  provided no s e l f - i n s t r u c t i o n a l  

t r a i n i n g ;  t h e  c h i l d  was asked o n l y  t o  look a t  t h e  material. The 

c h i l d r e n  i n  the no-treatment c o n d i t i o n  r ece ived  o n l y  pre-  and 

posttests. Tra in ing  took p l a c e  on f o u r  consecu t ive  days i n  

s e s s i o n s  l a s t i n g  10 t o  25 minutes ,  depending upon the c o n d i t i o n .  

Dependent measures were from Matching F a m i l i a r  F iguree  

(Kagan, 1965)  and l e s s o n  posttests which used mterials s u i t e d  t o  

each l e s s o n  t h a t  were similar t o  t h e  Hatching F a m i l i a r  F i g u r e s  

m a t e r i a l s .  On t h e  l e s s o n  posttests, c h i l d r e n  i n  t h e  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  c o n d i t i o n s  made r e l i a b l y  f e v e r  e r r o r s  
- - - - - - -- - - -- 

arid increased l a t e n c y  s c o r e s  t han  c h i l d r e n  i n  t he  o t h e r  

c o n d i t i o n s ,  The s p e c i f i c  s t r a t e g y  affected on ly  l a t e n c y  s c o r e s .  
- s 

Pos t  hoc conpar i sone  r evea l ed  t h a t  t h e  s e l f - i r b t r u c t i o n a l  

training with s p e c i f i c  s t r a t e g i e s  was r e l i a b l y  more e f f e c t i v e  i n  

incrc&lng l a t e n c y  than  a11 o t h e r  c o n d i t i o n s  and t h a t  t h e  \ 
4 model& c o n d i t i o n  wi th  s p e c i f i c  ~ t r s t e g i e s  was r e l i a b l y  mor i 

effect ive t h a n  the two c o n t r o l  c o n d i t i o n s .  There  were no 

of s e l f - i n s t r u c t i o n a l  t r a i n i n g  w i t h  s p e c i f i c  s t r a t e g i e s  over  the, 



other conditions, These reeults were interpreted ae. s%~pport for 

self-verbalizations, ' Support for self-verbalization8 and the 

greater efficacy of selg-inatructional training with general 

etrategies colabine to provide evidence for the contributions of 
C 

the rehearsal component to self-instructional training, The 

resrrlrs euggcs&d that explicit, spscif i c  strategies arc 4sorcrhat 

more effective than implicit, general strategies within the 

self-instructional training paradigm. 

S e l m  md Bfrkfwr tf ETW ZnvcstZgated the influence of 

self-reinforcement inetructions in training impulsive children. 

Treatmnt conditions were: self-fngtruction~ without 

self-reinforcement, self-instructional training with 

self-reinforcement, a no self-verbalization control, and an 

assessment control. Treatment conditions manipulated the 
-- - - - 

presence and absence of self-verbalization and 

self-reinforcement. Assessment control subjects had pre- and 

posttests only. Subjects in the other conditions received the 

sane tasks, presented in the same sequence, and with the same 

nuIlber of trials. 

Latency error scores from Matching Pamiliar Figures 

(Kagan, 1966.) were dependent measures. Results showed that 

decreased error responses and 

latency. These results were viewed as support for 



self-reinforcement within self-instructional training; 

self-instructional training without self-reinforcement was an 

ineffective treatment for"irnpulsive children in this study. 

Pry (1978) investigated the relative efficacy of overt, 

colert , and combined otert-to-covert self-verbalization in a 
resistance to temptation task. Dependent measures were the 

number of minutes spent reiterating a behavior-inhibiting rule 

and latency to first transgression. Seventy-eight primary 

ehifdren scoring in &he miif-range af a locus of controf scale 

(Epetein & Komorita, 1971) were assigned randomly to three 

self-verbalization training conditions: overt, covert, or 

combined overt to covert, In the overt condition, 

self-verbalizations were modeled.and practiced aloud. In the 

covert procedure, inaudible self-verbalizations accompanied by 

distinct lip movements were modeled and practiced, In the 

combined condition, overt followed by covert self-verbalizations 

identical to those in the two single conditions were modeled and 

practiced. Two trained female'observers recorded subject 

self-verbalization behavior during the resistance to temptation 

task. 

When subjects were grouped into high and low verbalizers 

based on-pretest verbal izat ion,  statistically reliable main 

effects for treatment, for duration of self-verbalization, and 

for a treatment x duration interaction were found. High 



verbalizers in the combined overt to covert condition showed 

reliably increased latencies in resistance to temptation. Mean 

latency scores suggested that high verbalizers had high latency 

scores across treatments. A relationship influencing response 

latency was noted between duration of verbalization and overt to 

covert training. Further research is needed to tease out the 

effects of this interaction. 

Kendall and Wilcox (1980) investigated the diffe~ntial 

effectiveness of conCrete and conceptual training of 

self-instructions. Thirty-three impulsive elementary children 

were assigned to three conditions using a randomized block 

procedure. Self-instructional training was combined with a 

response cost contingency. In the concrete condition, 

self-instructions specific to the task were trained; in the : 

conceptuallcondition, gene31 approach self-instructions were 
L 

trained. A control condition used the same materials and ;asks. 

Six 1/2-hour lessons were held over 3 weeks. Dependent measures 

included Matching Familiar Figures (Kagan; 1966), the Porteus 

Haze (Porteus, 1955), and three r ting scales, k 
Groups were equivalent before treatment. All groups showed 

statistically'reliable improvement over time on the Hatching 

Familiar Figures, the Porteus Haze and the Self-control-in 

Children Rating Scale (Kendall & Wilcox, 1979) . Posterirori 

f-tests showed that the concretely trained group demonstrated 



reliable improvement on the posttest and that-the conceptually 

trained group maintained reliable improvement 'to follow-up. 
A 

Scores from the coqceptually (rained group were reliably 

different from those-Obtained in other conditions. Analysis of 

Conners' (1969) scale for hyperactivity revealed a reliable 

period effect. Results were interpreted as providing support for 

the relative superiority of conceptual training, 

Qnc lng i~n .  The dismantling studies demonstrated the 

utility of the training procedures used by Reichcnbaue end 

Goodman (1971) in both components of self-instructional training. 

The Genshaft and Hirt (1979) and Meichenbaum and Goodman (1971) 

studies provided evidence that modeling is a necessary but 

insufficient component in self-instructional training. nodeling 

alone was found insufficient for behavior change; to modify 

behavior, modeling needed to be coattined with overt to covert 

rehearsal of self-instructions, Genehaft and Birtts examination 

of model characteristics demonstrated an influence~particular 

models can have on treatment outcomes. Studies on the rehearsal 

component also supported Meichenbaum and Goodman's (1971) 

conceptualization of self-instructional training. Bender's 

(19761 research supported the inclusion of the rehearsal 

corrrponent in self-instructional training,, It also suggested that 

explicitly m d e l e d  s t r a t e g i e s  may be more effective than 
/ 

- .  

l r a p i i c i t ,  o r  not modeled, strategies in focusing attention with 



impulsive children. The Kendall and Wilcox (1980) study further  

supported the problem-orienting and problem-solving approach in 

6 sel :instructional training. Although specific tasks were used 

for instructional purposes, the training emphasis remained on 

learning strategies rather than specific task behaviors. Fry's 

(1978) investigation qf the relative efficacy of overt, covert, 

and combined overt to cov.ert self-instructions also confirmed 

Heichenbaum 'and Goodman's training procedures, Another 

ingredient in self-instructional training, self-reinforcement 

i n s t r u c t i o n s ,  was shown to increase efficacy of 

self -instructional training in the Nelson and Birkimer (1978) 

study. The dismantling studies reviewed in this section support 

Meichenbaum and Goodman's (1971) conceptualization of 

self-instructional training and provide evidence of the effi-cacy 

and necessity of both training components. \ 

While self-instructional training has two treatment 

components, stress-inoculation training has seven. Dismantling 

s t u d l e s  assess contributions of different treatment components to . 

treatncnt outcomes. In order to isolate each componsntts 

zonkriout~on to treatment results, different experimental 

\ 

i n d i v i d u a l  components s a y  be assessed using a limited number of 



experimental conditions. However, to, assess fully the 

contributions of a component or a eombination of components to 

the outcome of a stress-inoculation training treatment, all 

stress-inoculation training components would need to be included 
2. t 

'\ 

as experimental conditions. Few comprehensive dismantling 

t s udies using all components have been conducted in 

stress-inoculation training research. 
x 

Criteria for including stress-inoculation training studies 

were developed in the introduction to Chapter 111. Three 

Q criteria,were described: (l)r+nclusion of all seven treatment 

components o r  all three proce b ural phases in stress-inoculation 

training, ( 2 )  reference to Weichenbaumrs work and inclusion of 

stress-inoculation triining treatment components as desceibed by 

.L Meiche aum, or (3) a treaterentspecifically named 'stress 
1 

inoculationR by the researcher which aPso,contained some 

treatment components fitting Meichenbaumts description. 

. Many dismantling studies used procedural phases instead of 

treatment components to describe experimental treatments, (See 

Figure I in Chapter I1 for comparison of procedural phases and 

structural components of stress-inoculation training.) All but 

one (Glass, Cottman, & Shmurak, 1976 )  of the stress-inoculation 

training dismantling studies that were reviewed contained both 

educational and rehearsal phases, Education, rehearsal, and 

application phases are included in six studies: Emelkamp, 



-h 

Kuipers ,  and Eggeraa t ,  1978; Emelkamp and Mersch, 1982; Hacket t  

and Horan, 1980; Hackett, Horan, Buchanan, and Zumoff, 1979; 

Boran , Hackett , Buchanan , s t o n e ,  and Dernchik-Stone , 1977; and 

Thyer , Papsdorf , H i d e ,  McCann , Caldwel l  , and Wickert  , 1981. 

Many s t u d i e s  d i d  n o t  i n c l u d e  an h - y i y p  a p p l i c a t i o n  phase  a s  

de f ined  by Meichenbaum ( l977a )  --i .e., exposure  t o  g r a d u a l l y  

i n c r e a s i n g  s t r e s s f u l  expe r i ences  i n  o rde r  t o  s t r e n g t h e n  

newly-learned coping s k i l l s .  S t u d i e s  which lacked  an io-yjyp 

a p p l i c a t i o n  phase  were i nc luded  (1) when "stress i n o c u l a t i o n "  was 

used t o  d e s c r i b e  a t r e a t m e n t  (Al tmaier ,  Leary,  Ross, & 

Thornbrough, 1982; Girodo & Roehl, 1978; Hussian & Lawrence, 

1978; S c h l i c h t e r  & Horan, 1981; Worthington & Shumate, 1981) o r  

( 2 )  when a t r e a t m e n t ,  based on Heichenbaumls work, inc luded  

s t r e s s - i n o c u l a t i o n  t r a i n i n g  t r e a t m e n t  components (Cooley & 

S p i e g l e r ,  1980; G las s ,  Gottman, 6 Shmurak, 1976; Glogower, 

Frernouw, & McCroskey, 1978; Holroyd & Andrasik ,  1978; Kaplan, 

McCordick, & T w i t c h e l l ,  1979; ~e i chenbaum,  Gilmore, & 

Fedorav ic ius ,  1976; Mendonca h S i e s s ,  1976; Novaco, 1976b; 
. #  

Vale r io  & Stone ,  1982) .  

The major f o c i  of t h e  d i sman t l i ng  r e s e a r c h  reviewed i n  t h i s  

s e c t i o n  were c o g n i t i v e  and b e h a v i o r a l  coping s t r a t e g i e s  and i~ 

y i y p  components. The r e s e a r c h e r s  i n v e s t i g a t e d  c o n t r i b u t i o n s  of 

components i n  t h e  r e h e a r s a l  and a p p l i c a t i o n  phases .  Th i s  s e c t i o n  

d i s c u s s e s  components i n  t h e  e d u c a t i o n a l  phase i n f r e q u e n t l y  



- b e c a u s e  t h e  r e s e a r c h  d i d  n o t  examine lhem d i r e c t l y .  The lack  

r e s e a r c h  i n t o  t h e  educa t ion  phase is i n t r i g u i n g ,  and t h e  

i m p l i c a t i o n s  of t h i s  w i l l  be examined. 
/ 

The m a j o r i t y  of s t u d i e s  i n v e s t i g a t e d  components i n  t h e  

r e h e a r s a l  phase: (1) c o g n i t i v e  s t r a t e g i e s  a1one:yJ (Glogower et - 
al., ,1978; Hussian & Lawrence, 1978; Kaplan e t  a l . ,  f 979; 

Worthington h S h u m t e ,  1981);  and ( 2 )  a  combination of behav io ra l  
4 

and c o g n i t i v e  coping s t r a t e g i e s  (Al tmaier  et  a l . ,  1982;  Cooley .& 

& Horan, 1980; Holroyd & Andrasik ,  1978; Meichenbaum e t  a l . ,  

1976 :  Hendonca & S e i s s ,  1976; Novaco,.l976b; S c h l i c h t e r  6 Eoran, 
'4 

1981; Va le r io  h Stone ,  1 9 8 2 ) .  F ive  s t u d i e s  examined t h e  in-yiyp 

a p p l i c a t i o n  phase: Emmelkamp e t  a l .  ( 1978) ,  Emmelkamp and Mersch . ' .  

(1982) .  Backe t t  e t  a l .  (1959), &ran e t  a l .  ( 1977) ;  and Thyer e t  

a l .  ( 1981) .  This  review of s t r e s s - i n o c u l a t i o n  d i sman t l i ng  

s t u d i e s  f i r s t  examines components i n  t h e  r e h e a r s a l  phase: 

c o g n i t i v e  s t r a t e g i e s  a lone  fol lowed by c o g n i t i v e  and behav io ra l  

coping s t r a t e g i e s .  Examination of t h e  r e s e a r c h  p e r t a i n i n g  t o  t h e  

appY i o n  component completes  t h i s  rev'iew of s t r e s s - i n o c u l a t i o n  

t r a i n i n g  d i sman t l i ng  s t u d i e s .  

Qg~ikiue-s f  raf g g i f : ~ - ~ J p m .  The s t u d i e s  i n  t h i s  s e g t  ion  

focused on coping s e l f - s t a t e m e n t s ,  a lone  and with  o t h e r  

s t r a t e g i e s  . Hussian and Lawrence (1978) examined t h e  

' c o n t r i b u t i o n s  of d i f f e r e n t  t ypes  of coping s e l f - s t a t e m e n t s .  



Glogower et al. (1978) studied differentia 1 treatment effects of 

understanding the role of negative self-statements and of 

- '  4 implementation of coping self-statements. Worthington and 

Shumate (1981) researched differential treatment contributions of 

pleasant imagery, a conceptual understanding of pain, and coping / 

self--statements. The two la ter btudies compared contribution/ $ -- 

of coping self-statements to those of an educoti6&1 f 
_I 

artdfP 
Bussian and Lawrence ( 1 S 8 )  investigated the contributions * / 

cf spel f ic  and genera; cwinp  self-statements in reducing test 
5 .  

anxiety. Subjects were 48 'u6dergraduates assigned randomly to a 
., 

treatment: (1) generalized coping self-statements, ( 2 )  

test-specific coping self-statements, ( 3 )  discussion control, and 

( 4 )  waiting list control. Training c~mprised three, 50-minute 

sessions spread over 3 weeks. Stress-inoculation training, 

adapted from Heichenbaum and Cameron (1973) , was used in both 

general and specific coping treatments. Training components 

included: (1) explaining the role of negative self-state nts in 7 
test anxiety; (2) relaxation training; (3) overt followed by 

1 
covert rehearsal o-sitive coping self-statements;.and ( 4 )  

application of positive coping $elf-statements to test-taking 

situations by use of imagery.) The two self-statement conditions 
J 

differed in their r e s p c c t i ~ e  self-statements: general, 

problem-solving self-statements compared to specific, 

test-related self-statements. Problem-solving self-statements 



produced. a problem-solving component; therefore, in the general, 

problem-s6lving condition, a problem-solving skills component was 

included. Subjects in the discussion condition talked abuut .test 

anxiety, study habits, and test preparation. Waiting list 

controls participated in pre- and postassessments. 

Dependent kteasurss included "self-report instruments -and 

scores on psychology exam. No reliable differences existed 

between groups prior to treatment. Stress-inoculation training 
I '  

was effective in reaucing an'xlety, but the different coping 

self-statement conditions were not equally effective. Only 

test-specific self-statements reliably reduced test anxiety. No 

further differences were obskrved between the two self-statement 

Y conditions or between general se -statements and control 
G? 

conditions. Experimental results were interpreted as 'support for 

stress-inoculation training as an effective treatment for test 

anxiety and for test-specific, positjve, coping self-statements 

as an "active ingredientm in the package. I , 

Glogower et al. (1978) investigated the contributions of 

five treatments for communication anxiety: f l l  extinction, f 2 )  

i n d i g h t  into negative self-statements, (3) rehearsal of coping 

self-statements, ( 4 )  stress-inoculation training, and ( 5 )  waiting 

list control. P r m  unde~g~adwtte students w i t h  high 8c0r~s an 
- . .  d 

the Personal Report of Apprekension (MCieskey,  

1 9 7 0 ) ,  60 were assigned to treatments using a random block 



procedure, Treatments took place i n  f i v e  1-hour  group meetings. 

I n  the e x t i n c t  i o n  condition, subjects d i s c u s s e d  anxious feelings 

and r a t e d  a n x i e t y  before, d u r i n g ,  and f o l l o w i n g  speaking 

exercises. I n  t h e  insight t r e a t m e n t ,  subjects described, 

monitored, and reported negative s e l f - e t a t m n t s  b e f o r e ,  d u r i n g ,  - 

and f ~ f  l o w i n g  apes ing e x e i c i s e a  . In t h e  coping treatment, 

e u D 2 e c t s  l e a r n e d  and r e h e a r s e d  p o s i t i v e  c o p i n g  s e l f - s t a t e m e n t s ;  

they p r a c t i c e d  theae self-statements between s e s s i o n s  and 
9 

rehearsed them before ,  d u r i n g ,  and f o l l o w i n g  speaking e x e r c i s e s .  

The combined treatment included both i n s i g h t  i n t o  t h e  r o l e  o f  

n e g a t i v e  self-statements and use of coping s e l f - s t a t e m e n t s  t o  
/ 

reduce anxiety. Waiting list s u b j e c t s  had pre- and p o s t t r e a t m e n t  
. . 

assessments, 

B e h a v i o r a l  and s e l f - r e p o r t  dependent meaglures vere used, 

Three measures of communica t ion  were: number of v e r b a l i z a t i o n s  

d u r  ing group d i s e u e s  i o n  {TotPreq) ; noaber of resgonsei c o n t a i n i n g  

a t  l e a s t  t h r e e  words i n c l u d i n g  a s u b j e c t  and  p r e d i c a t e  f P r e q L ) ;  

and r e s p o n s e  l e n g t h ,  - t h e  p o i n t  a t  which o n e  s u b j e c t  began  

speaking u n t i l  a n o t h e r  p e r s o n  r e s p o n d e d .  T r a i n e d  o b s e r v e r s  r a t e d  

s u b y e c t  t e n s i o n ,  re levance ,  and verbosity. No s t a t i s t i c a l l y  

r e l i a b l e  g r o u p  differences were found  before treatment. Reliable 

treatBent effects were &served f o r  a l l  c o ~ u n i c a t i o n  Hleasnres. 

f-test c o m p a r i s o n s  r e v e a l e d  reliable S i f f e r e n c e s  be tween  c o p i n g  

and w a i t i n g  l i s t  c o n d i t i o n s  and  be tween  combined and  e x t i n c t i o n ,  



insight, and waiting fist conditions. Subjects in the coping 

condition showed greater improvcnnt than those in the insight 

condition, and subjects in the co*ined condition showed reliably 
0 

greater change than those in insight or extinction conditions. 
i 

On eel•’-report instruments, treated subjects reported reliably 

amre improvenent, than did  subjects on the waiting list. A t  

follow-up, reliable differences rearained between waiting list 

subjectb and treated subjects. Individually, 50% of subjects in 

the coping condition and 67% in the conbined condition showed 

izprovement; analyeis indicated that these improvements were 

statistically reliable, 

The coHlbined treateent was =re effective than any single 

treataent, and the coping treatment was more effective than any 

other single treatment. Coping self-statements contributed t a  * 
treatment efficacy. Superiority of the comb'ined treatment 

providedieviderice of the contribution of the insight component. 
Y 

Subjects ' comments, in interviews follo,wing treatment, suggested 

that self-statements may change spontaneously without specific 

training. 

worthington and4 Shuraate (1981) researched contributions of 
s 

cognitive and educational treatments in an analogue study of pain 

control.. Prom. a pool of wwwn volunteers, 96 subjects were 

sefeet& based mi their tolerance on the COX? pressor task. The 

experiment manipulated components singly and in combination for a 

- 



to ta l  of e i g h t  tteatarents,  including a c o n t r o l  cuadition, The 

c o g n i t i v e  t r e a t m e n t s  were p l e a s a n t  image ry  and coping 

s e l f - s t a t e m e n t s .  The cdueatianal treatment, derived from Helxack 

(1973) and  elr rack and Wall ( 1 9 6 5 ) ,  e x p l a i n e d  t h a t '  p a i n  may be 

viewed as a m u S t i s t a q e  process. Stages of experiencing pain, 

based on Ileichenbam and Turk f 1 9 7 6 )  were: conf r e n t i n g  a 

painful s t i m u l u s ,  handling a p a i n f u l  stimulus, and c o p i n g  w i t h  

critical moments and emotions, S e l f - r e i n f o r c e m e n t  could f o l l o w  - 

any stage.  Women i n  t h e  imugery and coping self-staterents 

treatebenta c r e a t e d  pleasant images or coping self-statements, 

r e s p e c t i v e l y ,  t o  uae during the posttest. T r a i n i n g  t m k  place in 

one session which v a r i e d  i n  l e n g t h  depending upon the nuerber of 

treatment c o m b i n a t i o n s .  

Dependent aeasurcs were d u r a t i o n  i n  m i n u t e s  of tolerance of 

the cold pressor t a s k  and s e l f - r e p o r t  measures of p a i n .  Results 

demnstrated t h a t  pleasant te~agery c o n t r o l l e d  pain better than no 

imagery; women trained t o  u s e  imagery  t o l e r a t e d  t h e  ice water 

reliably l o n g e r  than t h o s e  who had n o t  r e c e i v e d  t h i s  t r a i n i n g .  

An i s i aqe ry  x educational c o n d i t i o n  i n t e r a c t i o n  was o b s e r v e d ;  
2 

wown in the c o e i n e d  treatlent reported r e l i a b l y  less pain a t  

withdrawal t h a n  d i d  other subjects, Women vho had not r e c e i v e d  

imagery treatment But had r e c e i v e d  t h e  e d u c a t i o n a l  treatment 

wkhdrawal  than d i d  women who received n e i t h e r  of these 



treatments, Bowever, when wren received the  imagery t r e a t m n t ,  

t h e  a d d i t i o n  of t h e  educa t iona l  component produced no rc l i+ble  

i a p r o v e w n t .  Posttest ques t ionna i res  revealed t h a t  wmen t r a i n e d  
", 

i n  the imagery condi t ion  used t h i s  s t r a t e g y  81% of t h e  time, 

w h i l e  maen in  the coping self-sbtewnt cond i t ion  used- t h e i r  

s t r a t e g y  only 26% of tho time. The researchers suggested thst 

under l y i n g ,  negat ive  coqn i t  ions  m o t  be t r e a t e d  be•’ ore  coping 

p r o v i d e  evidence fo r  t h e  efficacy of coping' s e l f - a t a t c l c n t s ,  i t  

d id  i n d i c a t e  t h a t  t h e  edaca t fona l  component is an important 

ingredient  i n  coping w i t h  p a i n  ' i n  t h e  ribaence of pleasant 

i m g e r y .  T h i s  study supported s t r ees - inocu la t ion  training as an 

e f f e c t i v e  t reatment  for handling pain and s t r e e a .  The 

r e sea rcher s  c a l l e d  fo r  f u r t h e r  s t g g i e s  t o  examine actively the 

ingredients and t h e  c l i n i c a l  u t i l i t y  of this t rea tment  package. 

I n  su-ry,  two s t u d i e s  of coqnitivc s t r a t e g i e s , a f o n e  

(Hussian L Lbwrence , 1970;  Glogower e t  al., 1978)  provided .. 
evidence t h a t  coping se l f - s t a t ements  con t r ibu ted  t o  t rea tment  

eff icacy in s t r e s s - i n o c u l a t i o n . t r a i n g ,  + These s t u d i e s  a l s o  

provided evidence c o n t r i b n t i o n s  mdc by an educat ional  

co~iponent t o  t rea tment  efficacy. northington and S h u m t e  (1981) 
+ 

t a i l ed  t o  demonstrate c o n t r i b u t i o n s  of coping k i f - s t u t e a c n t s .  

cognitive and behaviora l  coping s t r a t e g i e s  were t h e  most numerous 



anronq t h e  s t r e s s - i n o c u l a t i o n t r a i n i n g  d i sman t l i ng  r e sea rch .  I n  

these s t u d i e s ,  coping"sse1f-statement t r e a t m e n t s  were combined 

with o t h e r  c o g n i t i v e  and b e h a v i o r a l  s t r a t e g i e s .  The f i r s t  set  of 

s t u d i e s ,  Glass  et a l .  (1976) and Va le r io  and Stone (1982) , 
i n v e s t i g a t e d  coping s e l f  - s ta tes ren ts  and response  a c q u i s i t i o n  

. ~irodo and Roehf (19781, an'd Novaco 11976b) examined c o g n i t i v e ,  

coping s t r a t e g i e s  and r e l a r a t i o n  components. H u l t i p l e  c o g n i t i v e  

s t r a t e g i e s  and r e l a x a t i o n  components were i n v e s t i g a t e d  by Efackett 

and Eoran (1980), Holroyd and Andrasfk (13781,  and Schlitcher and 

Horan (1981) .  Kaplan e t  al. Il9?9), fitichenbaum a l .  ( 1976) ,  

and Mendonca and S e i s s  (1976) s t u d i e d  c o g n i t i v e  coping s t r a t e g i e s  

and d e s e n s i t i z a t i o n  s t r a t e g i e s .  

t h e  e f f e c t i v e n e s s  of coping s e l f - s t a t e m e n t s ,  response.  

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

dating s k i l l s  and a s s e r t j v e n e s s  t r a i n i n g ,  r e s p e c t i v e l y .  .Glues e t  

a l .  s e l e c t e d  6 1  male undergradua te  v o l u n t e e r s  and a s s igned  them 

randomly t o  one of  s i x  c o n d i t i o n s .  The c o n d i t i o n s  were based on 

response a c q u i s i t i o n  and coping s e l f - e t a t e l a t n t  t r e a t m e n t s .  The 

r e q a n s e  a c q u i s i t i o n  t r ea tmen t  inc luded  coaching i n  a p p r o p r i a t e  

rcspomcs, a medclcd response, and f u r t h e r  coaching fo r  each of  
% 

11 t r a i n i n g  s i t u a t i o n s .  The coping self-statesrents treatment 

c o n s i s t e d  of modeled s e l f - s t a t e m e n t s  d e n o n s t r a t i n g  a p p r o p r i a t e  



, 
/ 

coping w i t h  each s i t u a t i o n  fol lowed by re inforcement .  . 

S t r e s s - i n o c u l a t i o n  t r a i n i n g  conbined t h e s e  tro t r e a t m e n t s .  I n  

o r d e r  t o  c o n t r o l  for t h e  longer  t r ea tmen t  time of t h e  combined 

c o n d i t i o n ,  bo th  s i n g l e  c o n d i t i o n s  were enhanced w i t h  t h e  a d d i t i o n  

of two more t r a i n i n g  e x a q l e s .  The s i x t h  c o n d i t i o n  was a w u i t i n g  

l i s t  c o n t r o l .  T ra in ing  took p l a c e  i n  four  o r  f i v e  1-hour 

s e s s i o n s ,  depending upon t h e  c o n d i t i o n .  

(Gaass,  Gottman, & ~ h m b r a k ,  1976) , a phone ca l l ,  and a 

q u e s t i o n n p i r e .  The b e h a v i o r a l  assessment  con ta in& 2 4  s o c i a l  

s i t u a t i s n y  s u b j e c t  responses  t o  each w e r e  r a t e d ,  bn t h e  
la J 

t e lephone  measure, tuo s u b j e c t s  phoned a woaan who r a t e d  each 

caller; After 6 m n t b e ,  eubjcc s were reaesesatd w i t h  the game 2 - 
aeasures , and a q u e s t f o n n a i  r e  el ic i ted inkormat ion  about t h e  

men's s o c i a l  behavior  wi th  women. 

T h e  s i x  groups were s i m i l a r  on a l l  dependent measurea p r i o r  

t o  t r e a t a c n t .  On t h e  b e h a v i o r a l  w a s u r e ,  t r e a t e d  men inproved 

r e l a t i v e  t o  c o n t r o l s .  On t r a i n e d  s i t u a t i o n e ,  response 

a c q u i s i t i o n  and s t r e s s - i r k x u l a t i o n ,  t r a i n e d  men demonstrated 

r e l i a b l y  s i m i l a r  improvement which 9 s  g r e a t e r  than  t h a t  achieved , 

by coping s u b j e c t s  men i n  t h e  coping se l f - s t a t emen t  c o n d i t i o n  

On u n t r a i n e d  s i tua t ion . ,  o n l y  coping - i n  t h e  coping c o n d i t i o n  

shoved r e l i a b l e  improvement. On t h e  t e l ephone  c a l l ,  t h e  men i n  

t h e  coping t r ea tmen t  made r e l i a b l y  more c a l l s  than  any o t h e r  



group and were rated reliably higher. At follow-up, the regular 
a 

and enhanced responee accjuieitfon, stress-inacufation training, 

and coping skills grqups were similar and mre improved than the 

waiting list group, Sen in stress-inoculati on training continued 

to improve slightly over t h e ,  The study demonstrated the 

ability of a coping self-statements treatment to change h ~ Y Q  

behavior and to transfer this change to untrained situations, 

The response acquisition treataent did not demonstrate overall 

efficacy. The researchers suggeeted that t h e  effectiveness of 

the cognitive treatments was attributable to the generalizability 

of. these approaches. Experimental results were interpreted as 

support for stress-inoculation training. 

Valerio and Stone (1982) examined a person x treatmgnt 

interaction using single m d  coarbined treatment designed to t 
increase assertive behavior .  Assertive reepnsas were trained 

behaviorally while positive, coping self-statements to negative 

cognitions were trained cognitively. A combined treatment 
I 

incorporated assertive responses, awareness of self-statements, 

and challenging negative self-stateatents with positive, coping 

self-statements. A waiting list control group received pre- and , - 

gktasse~sraents. Following pretesting, 88 undergraduate v m e p  a 
were & i v i M  fnte %ipt.rE am3 qrpaps based an ttiefr 

knowledge about assertive responses. Within these blocks, 



MI 
. 

Self-report and behavioral Bcasures irere used to assess 

change, No reliable differences were present prior to treatment, 

and the validity of the knowledge groupings was confirmed, No 

reliable support for a subject x treatment interaction was found. 

Ail treatments demonstrated reliable improvement over controls on 

moat measures. On a role-playing task, cognitively trained women 

were reliably less assertive than behaviorally trained women. 

However, women in the cognitive treatment produced mre p o s i t i v e  

self-statements, and women in the cognitive and conbined groups 

produced more positive than negatiqe self-statements. At 

follow-up, reliable treatment and tiwe effects indicated that the 

behavioral treatment was s o r e  effective than the cognitive 

treatment. The corabined treatment was more effective than the 

coqnitive treatment on only one measure. Improvement was 

maintained from posttest to follow-up assessment. This study 

demonstrated contributions of behavioral and cognitive-behavioral 

treatments. 

Other studies have compared coping self-statements and . -- 
relaxation camponents . Girodo and Roehl (1978) investigated 

coping self-statements arid deep breathing treatments for fear of 

flying. Cooley and Spiegler (1980) researched coping 

self-statements and relaxation in reducing teat anxiety. 

Altraaier et al. (1982) studied the benefits of matching 
1 

treatment0 to subjectst reodes of experiencing anxiety. Hovaco 



(1976bf researched the contributions of coping self-statements 

,and imagery and relaxation treatments in anger con'trol. 

Girodo and Roehl (1978) assessed stress-inoculation training 

in reducing fear of flying. Subjects were 56 wonen 

undergraduates screened and assigned to a treatment: (1) 

preparatory information, (2) self-talk, (3) stress-inoculation 

training, and ( 4 )  control, Treatments were conducted in a single 

group session, lasting between 2 1/2 and 3 1/2-hours. Women in 

the information condition were told that they could use 

information to cope with fear. The self-talk treatment 

incorporated behavioral coping (taking a deep breath) with 

positive, coping self-statements. Wonen developed coping 

self-statements and rehearsed them using imagery techniques. 

%e wemen were encouraged to prmztice p s t t i v e  self-statements In 

preparation for the flight. Stress-inoculation training 

incorporated both information and -coping treatments. Women in 

the control condition viewed films.on aviation. 

Dependent measures were three self-report instruments. The 
A- 

women had, agreed during screening. to partic ate in an experiment 4 
that involved flying; the mmen were not aware, however, that the 

landing - on return to Ottawa would be manipulated to appear as if 
-, 

C 

it has been aborted, following treatment, preflight selfLreports 

revealed that women in the self-talk and codined conditions 

reported more anxiety than those in information and control 



/ 
. c o n d i ~ c s  . Anxiety assessments made during flight demonstrated 

J 

reliable differences in anxiety levels-between the uneventful 

flight arrd the "missed landing,. but the groups did not differ 

reliably from each other. Women in the self-talk condition 

reported 'ncreased anxiety following the 'missed landing." 

- Self-talk stress-inoculation training, and information I 
;t' conditio s were equally effective in reducing fear of flying. In 

this stpy, coping self-statements increased anxiety prior to and 
\ 

during exposure to a stressor and were not more effective in 

reducing fear than the other active treatments. 
I 

Cooley qnd Spiegler (1980) investigated contributions of 

three treatments for test anxiety. Subjects were 78 college men 

and -men selected by .sCores on a test anxiety sckle (Sarason, 

1913f ,  matched o~ sex d anri&g B#-8, am3 assigned to 

\ conditions. Conditions were relaxation, coping self-statements, 

. stress-inoculation training, and'attention control. The 
k 

rela~at~ion treatment trained subjects in a variety of relaxation 
B 

stills. Subjects in the cognitive treatment developed positive, 

coping self-statements 'which were incompatible with irrelevant 

task behaviors and learned self-reinforcement. 

Stress-inoculation training conbined relaxation and cognitive 

treatments. The attention controI group discussed unique 

reactions to and past determinants of test anxiety. Training 

took place in five 55-minute sessions over 2 weeks. 
I 



Dependent measures ="'ye gelf-report, performance, and -. 

physiological measures. Self-report'data revealed that cognitive 
Z 

and stress-inoculation training groups improved reliably over 

other conditions. No reliable group differences were observed on 

performance or physiological measyres. At a 5-week follsw-up, 
@E 

subjects in cognitive and stress-inoculation training conditions 
.A. 

maintained their improvement. ~esults were interpreted 

cautiously; data supported the inclusion of cognition components 

in treatments for test anxiety. The relaxation component in 

stress-inoculation training did not enhadce treatment outcome. 

The authors suggested that coping self-statements might be the 
0 

most effective treatment for influencing self-report measures of ' 

test anxiety. 

Altmaier et al. (1982) matched treatments to client sympkoms 

of anxiety. Subjects were selected* by scores on the Personal 

Report of Confidence as a Speaker (Paul, 1966)- Subjects were 65 

undergraduates classified by the way they experienced anxiety: 

cognitively or physically (Schwartq et al., 1978) and then - 

assigned randoa13 to conditions. Conditions were coping 

self-statements, relaxation-, stress-inoculation training, and a 

no-treatment control. The cognitives treatment. was designed to . 

affect cognitive anriety. Subjects (1) +identified and monitored 

negative self-statements and ( 2 )  learned to etrhtitute coping 

self-statements , In contrast, the relaxation treatment 



emphasized somatic syqtors and trained subjects in relaxation, 

de& breathing, and use of cue words and imagery. 

Strcss-inoculation training corbined cognitive and relaxat ion 

conditions. The control group participated in pre- and 

postassessments. Training took place in three 90-minute sessions 

over 3 weeks. 

Dependent .easurcs were self-reports3 speyhes, and''q 

thoudht-listing proccd&e. Groups were not reliably di f feaent on 

cognitive measures prim to treataent bat differed op how they 
* .  

experienced anxiety shtore. On posttest wasures, relaxation 

was a supdrior treatment for physically experienced anxiety. 

Stress-inoculation training was the most effective treatment for 

cognitively experienced anxiety, while the relaxation treatment 

stress-inoculation training conditions increased facilitative 

self-talk. On the speech measure, subjects in the coping 

aelf-statements,-relaxation, and stress-inoculation training 

conditions demonstrated less anxiety than did control subjects, 
f i  

but there were no statistically reliable differences between 

treatments. Tbese results suggested that specific treatments for 

reducing anxiety right be less important than teaching coping 
- - - -  

strategies. 
- - - - - - --- - 

Mvaco (1976b) studied contributions of cognitive and 

relaxation corponents in treatmts for anger management. 



Subjects, self-selected or identified as having anger problems, 

uere 34 w n  and women, Treatments were: (1) self-instructions, 

f 2 )  relaxation, (32 stress-inoculation training, and (4 )  

attention control, Subjects in the self-instructions condition 

laonitored negative cognitions, learned coping self-etateranta, 

and adopted a proble~solving approach to situations that were 

potentially anger-arousing, Subjects in the relaxation condition 

learned to use relaxation -- to control stress and tension, 

Stress-inoculation training combined these two conditiom into a 

coqnitive-behavioral treatment, Attention control subjsts 

received no effective therapy. Dependent measures were an anger 

inventory and indices of provocation in laboratory exercises, 

Results revealed that the =st consistently reliable differences 

Subjects in self-instructions +nd coping self-statements 

conditions also iqroved m r e  than controls, Subjects in 

st 3 ess-inoculation training often were not reliably different 
from subjects in the self-instructions cqdition, This research 

supported stress-inoculation and 

coping self-ataterent 

components for anger control. 
- - - 

Another group of studies also investigated 
- - -- -- - 

stress-inoculation training with relaxation; they differed from 

the previous studies in the nu.ber and co~.^sition of cognitive 



s t ra tegic~,  Schl ich te r  and Horan's (1981) study of anger used 

s t r a t e g i e s  s imi l a r  t o  those used by Bavaco 11976b). Bath B a c k e t t  

* and Horan (i900) aad Bolroyd and Andtaatlk (1978) s tud ied  t h e  
- 

cont r ibu t ions  of m l t i p l e  cogni t ive  s t r a t e g i e s  with re laxat ion i n  

t reatments designed t o  reduce pain ,  

Schl ichter  and Roran (1981) s tudied s t ress- inocula t ion 

training as a treatment for  anger i n  i n s t i t t z t i o sa l i r ed  

del inquents  aged 13-18. - Subjects - were 27 boys, selected - -  - fo r  - - -  - -- - -  

anger problems, who were assigned randomly t o t  

s t ress- inocula t ion t r a i n i n g ,  'treatment elements,' o r  - 2  

no-treatment condi t ions ,  Training took place twice wsekly f o r  5 

v t e k s  in 1-hour' sess ions .  Stress-inoculat ion t r a i n i n g  includedr 

(1) teaching about anger and 

I 

including scif- instruct ionafi  and (4)  app l ica t ion  of coping s k i l l s  

by role-playing scenes from m anger hk ra rchy .  The *treatunt  

elements' condit ion provided only one coping ski l l - re laxat ion.  
' I n  t h i a  condit ion,  t h e r e  ne i the r  was modeling of coping s k i l l s  

nor were responees o ther  than re luxat ion used Fa role-play$. 

Control subjects received prc- and postassessments, 

Dependent meaaarea included se l f - repor t  instruments,  
- - - - - - - - - - -- 

ratfngs of ro l t -p lay,  and b a t i t u t i o n a l  behavior. On se l f - repor t  
- -  -- 

wrurarts ,  active t reatments rare aaperior  t o  t h e  con t ro l  

cundit ion but  didTnot d i f f e r  fro. each other.  Observation. from 



study, 81 nndargrurfaatc uu,rrm were screened on the cold presaor 
- - - - - - - - - - - - - - -  - - - - - - - - - - - -- 

task (Hints L Brown, 1932) and assigned randomly to one of nine 

conditions. Three act. of coping strategies were offered einglyt 

(11 relaxation; (2) cognitive strategivm: distraction, 
i 

aorit ization, and imagery3 andl (3)  self-instructions using 

cognitive, coping self-statements for dealing with a etrcssor 

additional treatments: (4) relaxation + cognitive strategieat 
(Sf relaxation + coping self-atatemento; ( 6 )  cognitfve 8trategTfes 

+ coping self-statamentat and (7) relaxation + cognitive 

strategies + coping selflrtatemnts (8tres~-incn=ulatimt 

training). Treatment (8) had no coping strategies but included 

no-trtrrtwnt control. An educational component, Included in . 

gatf--~OIItrol tbeary of pakt (Ielrack, 19738 Helzack & Wall, 

1965) . The application co.poncknt, also includsB fa treatment8 



f l l - f 8 f ,  provided a 3-rfnate practice dn the cold prausor t u k  in 

mhicb sabj tc ta  were encoaragd to use coping strategies, 

Training took place i n  one p e u i o n ,  Lasting betwan 20 and 80 

ainutes, depending on the n u d e r  of coping s k i l l s ,  

Dapandent measares uere pain threshold, pain toltranca, an8 

self-repert of dfscalfort, F& reliable group diffarancas ex i s ted  

before treatment. Only relaxation reliably increased pain 

tolerance. Cogni t ive  strategies, s i n g l y  and with coping 
- 

self-statements, re l iably  increased pain thresholdt cognitive 

strategies alone were =re effective than in co&ination with 

copinq self-statements. ID6 r e l i a b h  r e s u l t 8  for coping 

self-statements, s i n g l y  or in coination, were abstr~erd. 

Treatment 8 (education and application corqanents) w s s  more 

effective in iec~easfftg f w f ~  tek-#te tto -t- tftflB 

finding was interpreted amr support for therapeutic contrfbutfons 

of education and appl icat ion colponents, T h i s  experiment 

dpnonstrated the effectiveness of a relaxation colponent in 

incrcasinq pain tolerance and of cognitive strategies in 

increasing pain threshold. The coping self-staterurts plus 
.L 

self-instructions treatment; very effective for a few women, 8 ,  

was ineffectual for nost women. This co.bination of co-nentr 

a l s o  decreased the a f f ~ t i v e n e s s  of relaxation training. 
- - - - 

L 
Wlroyd and Andrssfk (1978) tnveutigated contributions of 

coping strategies in treatsen- for  tension headaches, Subjects 



using a within saqle mtchfng teebaiqus. In the cognft iw 

, treatment, Mbjwtts were t r r i n d  to monitor cognitfoam sad 

control rtraa8 using cognitive rarppraisal, attea@ion deployment, 
, r-l : 124 

f 

and fantasy. I n  s treu-inocubtiun training, r e ~ i u c i o a  m. 
'* % 

' added; ~ u b j e c t a  were encouraged to practice cognit'be and 

relaxation stratagias and to use thrat to reduce rttess,  In 

discussion condition, subjects explored headache SymPtOmB and 
- - - - 

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

learned t o  nmnitor cognitions related t o  #tress; no coping 

strategies were train&. Subjects in a control condition 

Training t a o k  place in  weekly group sesriann l u t i n g  1 314-hours 
' ?  

over 5 weeks. 

wa+wat--f-.Ihutfmnh I --- -- 

* .  

headache data, and forehead maclc activity. D& .reliable group 

d i f f e r e n c e s  were found prior to  treatment. Beadacbe data 

revealed t h a t  acti'sc treatments were reliably different from the 

control t reatmnt but n o t  from each other. Bo reliable changes 

a r e  observed La forehead mscle  activity. In i t ia l ly ,  the 

efficacy of cognitive coping strategies wus questioned; however, 

posttreatment interviews wi th  subjects revealed t h a t  a l l  bat one 
- 

- jF 
- - - - - - - - - - - 

discuss ion  subject had devtfape& caqnitiv copfag eki l le  fn the 
- - -  s- 

a b s ~ c e  of training. ?be re&archcrs suggeatcd that @peeif i c  

cognitive strategies may not be r ~ l a t d  d f r a c t l p  to  t t e r b e n t  



- -  - 

* 

mtcrrrts and khut trukrsnt s f f h c y  ray net have bsQn erpZorcrd 

adequately by the exprfmntaf design. Sduclltioa and 

rarlf-mi torfag -zit&, c-n to all trmtueta, right bave 

contributed to treatment oetcom, They hylpthsited tbat 

training specific cbpiag 8killo right contribute lsmr to b c h e  

reduction than training 8ubject8 in self-ronitotiltg and early 

dafectioe so that they mid iqlement incollpatible cognitive or -. 

The final subset of stndiss invautigating cognitive and 

behavioral coqansnta of atrem-inoculatian training examined 

~ l l t f p l e  cognitiva strakeqttr and dueeasitization, All of thaue 

studies contained a cognitive iragary skill. llandonca and &ism 

(1976) used imagery and self-inrtructions in a problem-rolving 

9 self-statements, rbfle Beicheabatm at a1. (1976). iglevnted 

imagery rehearsal, coping .elf-statements, anB uelf-instructions, 

Uendonca and Seies (1976) researched counseling procedure8 

for indecisivtness, using problem-eolving and anxiety-management 

treatments, Subjects were university students concerned about 

career decisions who received high scores on the Invento~y of 

Anxiety in Oecfaion Haking (Hendonca, 1974). These 32 men and 10 
- - -- - - - - - -- - - - 

wmiw were assigned randomly to one of five conditionst 

desensitization, problem solving, stress-inocalgtion training, 

placebo control, and ,no-treatment control, Desensitization 



dcciaion mking and that atre88 urd anxiety could be $taced 

through rtlaxstion. Subjects were taught three types of 
t 

relaxation, Desanritiration generally followed Paul and Shannon 

f196C)g subjects were instructed to experience their - anxiety and 

tben to cope with it by ocxf-inatructiona to attend to specific 

tasks rather than by focusing on anxiety aymptolrll, 

Problera-solving training, baaed on D' Lurilla and Goldf r i d  
- - - -  - - - 

(1971), provided a series of steps, At each atep, subjects were 

coached in appropriate reapoases which then were practiced. 

Stress-inoculation training combined the main coqonents of the 

above treatlsents, In the disceesion condition subjects were' 

presented with film and documentaries on career options and 

the no-treatment condition participated in pre- and ' 

postas8edsments. Training took place in seven 1-hour group 

sessions over 18 days. 

Data were collected on vocational measures, anxiety scales, 

and a problem-solving test (Mendopca, 1974) , On the vocational 

measures, stress-inoculation training and deseneitization groups 

demonstrated reliable improvement; stress-inoculation training 

problem-solving or control condikions. There were no group 

differences on anxiety measures nor on a self-teport of 



<> 

--'k d i f f i c u l t y  i n  d i n g  decis ions .  On t h e  problts-salving measure, 

streea-inoculation- t r a i n i n g  r e l i a b l y  outperformed a11 other  

conditions. sdbjects i r i  the proble&olring condit ion improved 

more than either con t ro l  groap, and t h e  d ~ ~ l e n s i t i z a t i o n  gtoup 

i ~ r o w  rore than t h e  no-treatment con t ro l  groap. The#@ r e s u l t s  

provided evidence for the cff icacy of s t ress- inocula t ion '  t r a in ing  

i n  promoting exploratory a d p r o b l c r s o l r i n g  behdviors . 
Desensi t iza t ion condit ions a l s o  contr ibuted 

- - 

t o  s p e c i f i c  tre 

In  t h e i r  s tudy of coghi t ive ,  behavioral,  and stre88- 

inoculat ion . t ra in ing t r e a t r s n t a  for test anxiety, Itaplan et a l ,  

(1979) rec ru i ted  17 women and 7 men and, within .scheduling 

cons t r a in t s ,  randomly assigned them t o  condit ions.  The cogni t ive  

self-monitoring and t h r e e  cogni t ive  coping s t r a t e g i e s :  coping 

self-statements,  se l f -Lmtruct ionu,  and i m g e r y  rebearsa l .  The 

desens i t i za t ion  condit ion followed HeichanbaunBs (1972) S t  

m d i f i c a t i o n s :  deep b r e a t u n g  and t h e  u s e  of coping imagery. 

Stress-inoculat ion t r a i n i n g  colbined t h e  'separate treatments 

following ~eicher ibaur 'e  Therapist  ltanual (197Zb). I n  addi t ion,  

sub jec t s  i n  a l l  t reatments received study s k i l l s  t r a i n i n g ,  

e 

procedures. Training took place over 5 weeks i n  two 1-hour, 



Dependent measures were t h e  t fsber t - i4ozr ia  Tcut Anxiety 

Scales ( I % ? ) ,  a digit-symbol t a s k ,  and se l f - repor t s  of anxiety.  

Groups were not  rel iably d i f f e r e n t  p r io r  t o  t reatment,  Only t h e  

cogni t ive  treatment demonstrated r e l i a b l e  igrrovelrent, 

Stress-inocralatioa t r a i n i n g  was less e f f e c t i v e  than the s i n g l e  

cognftirire condit ion,  Resul ts  were in te rpre ted  a s  support f o r  t h e  

contr ibut ion of t h e  cogni t ive  treatment components t o  the 

reduction of test anxie ty ,  
- 

Meichenbaum ct  al, (1976) evaluated therap ies  f o r  speech 

anxiety.  Volunteers, un ivers i ty  s tudents  and c o m i t y  

res iden ts ,  were assessed fo r  sp tech  anxiety and, withia 

cons t r a in t s  of sex composition and matching l e v e l s  of apeech 
. - 

anxie ty ,  were assigned randomly t o  t r e a t r a n t s .  There were 35 men 

s tudents ,  aasessed on a Fear Survey s imi la r  t o  Geer (1965), 

provided normative data.  

Wine condit ions were developed from four  t reatments and a 

waiting list con t ro l ,  The treatments were: desens i t i za t ion ,  

cogni t ive  (. i n s i g h t m )  , s t r e s s - inemla t ion  t r a in ing ,  and 

discussion con t ro l ,  TWo t h e r a p i s t s  lead a group in  each of t he  

four t reatments,  Desensi t iza t ion included t r a i n i n g  in  
- - - - * 

p r w e s s i v e  re laxa t ion ,  h ierarchy const ruct ion,  atnd imagery 

t r a G i n g p Z d f  olloued standard desens i t i za t ion  procedures ( ~ a u l  & 

Shannon, 1966). The cogni t ive  treatment explained t h e  role of 



cognitions in producing anxiety and taught self-iortitoring 

skills; subjects lcarnud coping eelf-stattlente and 

self-instructions that =re inco~patfble with  former cognitions 

and behaviors, In stress-inoculation training, subjects 
6 

practiced c o g n i t i v e  skilis during desensitization. The 

discussiorr control gruup ta lked about neutral topics. The 

waiting control group r e e i v e d  prs-, pout-,  a d  follow-up 

Data was obtained from behavioral and self-report dependent 

ncasures. Groups were equivalent on these warures prior to 

treatment, On behavioral and self-repart measures for the 

gosttest speech, the waiting control group As reliably lens 

improved than all other groups, Sub jets in the .discussion and 

streaa-imcU&ha cwWAcms = a  r- 
P 

improved than the mbjkcts in cognitive and desensitization / 

conditions were similar to each other. On the cognitive 

general Alf-report measures, dcsensitiratfon, stress-inoculation 

training,  and c-itire treatments were reliably m r e  effective 

than control conditions, At 3-wnth  follow-ap, perfarrance of 

the diacnesim grow bad deteriorated, and tbese subjects' scores 
i 

were reliably lower than at preteat. Desensitization and 

sp&ciT-anxio~ students on all types of dependent measures, Post 

boc coqarison of treatment x stbjcct anxiety revealed that 



subjects with general anxiety igroved lore received a 
-\ 

cognitive or st tess-fnocalafQon aining treatment and that r4 
subjects with speech-specific anxiety ~ a d e  more impravelaent with 

the desensitization treatment, Single treatments were equally 

effective an all variabltsl stress-inoculation training, however, 

was l e ~ s  consistent in reducing speech-anxiety. The researchers 

suggested that t h i s  treatrent might be more effective if there 

had been more time to erpfore incompatible self-instructions. 

* The dislrrantling studies reviewed so far have investigated 

contributions of educ tional, cognitive, and behavioral 

c o q n e n t s  to trea 4 t outcomes of stress-inoculation training, 
Coping self-statement$ and response acquiuition contributed to 

treatment efficacy in Glass et al, (1976) and Valerio and Stone 

Ium) * Studies ~~~ of-cop* 
sclf-statements and felaxation colponcnts provided support for 

the superior perforrancc of conbined, utress-inoculation training 

treatment8 (Cooley & Spieglef, 1980; bvaco, 1976b) and also for 

constituent treatments (Girodo & Roehl, 1978). Studies of = 

aaltiple cognitive strategies and relaxation components revealed 

that effective treatments frequently produced similar results 

(mlroyd & Andrauik , 1978; 8ChlicMer & Horan, 1981) . Stuqies 

af mltiple cognitive strategies and desensitization co&ne& 
-- 

revealed contradictory trei&F gingleptreatments were generally 

superior (Kaplan et al,, 1979; ~eichenbaum et al., 19761, but in 



96 f > 

llendonca and S e i s s  (19?6),  s t ress - inocula t ionc  t r a i n i n g  was C 
s u p e r i o r  t o  e f f e c t i v e  s i n g l e  component t rea tments .  Muca t ion  

components, teaching  t h e  r o l e  of cogn i t ions  and self-monitor ing,  

and a p p l i c a t i o n  comeponents also con t r ibu ted  t o  t rea tment  

outcomes. Relaxat ion and c o g n i t i v e  s t r a t e g y  components wer'e 

G n t i f  i ed  a s  . ac t ive  i n g r e d i e n t s  ." The r o l e  of coping 

se l f -s ta tements  remained unclear .  

XLY&i!QY~RRlf~~kfPII,8h,8dA~. Ffve s t u d i e s  manipulated an 

a p p l i c a t i o n  t a s k .  Horw e t  a l ,  (1977) and Hacke t t  e t  a l ,  (1979) 

inves t iga ted  t h e  e f f e c t s  of repeated exposure t o  a s t r e s s o r  on 

both t r a i n i n g  and a p p l i c a t i o n  tasks. Emelkamp e t  a l ,  (1978) 

used a crossover  design t o  r e s e a r c h - t h e  r e l a t i v e  e f f i c a c y  of a 

prolonged exposure. t rea tment  and a c o g n i t i v e  s t r a t e g i e s  
',' I. 

treatment; w w  these t y ~  conUtFORs weze U n e B  as a s i n g l e  
L 

cond i t ion ,  produced by t h e  crossover  des ign ,  a s t ress- inocu$at ion  - 
t r a i n i n g - l i k e  t reatraent  emerged. I n  1982, Emmelkamp and Hersch . 
d i r e c t l y  researched t h e  . e f f i c a c y  of s t ress- i r iocula t ion  t r a i n i n g .  

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

a p p l i c a t i o n s  t o  a cogni t ive-behavior  package. 

Horan e t  a l .  (1977) i n v e s t i g a t e d  four  t r ea tmen t s  f o r  pain: 

(11 nonspeci f ic ,  ( 2 )  coping s t r a t e g i e s ,  (3)  exposure, and ( 4 7  
- 

combined treatments-jects &re 70 undergraduates,  screened 
- 

one of t h e  four  t r ea tmen t s  o r  a no-treatment c o n t r o l .  A - 



nonspecific treatment educated subjects about psychological 

dimensions of 'pain (Melzack, 1973). Cognitive and behavioral 

skills were added to the educational component in this coping * 
s k i 1  s treatment; these skills were the same as those in Hackett f .  
and Horan (1980). An exposure treatment consisted of six 

1 - J  
repetitions of the cold pressor task. A ~ombined~condition 

provided a stress-inoculation training treatment that included 

educational, rehearsal, and application comgonents. In this 
' r" 

m d i k i o n ,  subjacks were.%&& ts erezf-frtskruet, relar,  and use 

coping st;ategies during the finai exposure to the cold pressor 

task. Training for all treatments took place in one session 

lasting from 75 to 120 minutes, .-. 
i 

The cold pressor task (Hines & ~ h m ,  1932) and the p;essure 

hg&ter fllersky & Spear, 19641 were analyzed for specific and 

generalization effects on seasurea of endurance, pain threshold, d 

and self-reported. d4scomfort. No reliable differences among 
L 

groups were7 observe4 on pretreatment scores. Residual gain 
I I .  

scores were calculate'd for each condition on each dependent 

measure, There were no reliable differences between the 
Y 

no-treatment and educational (nonspecific) conditions. The 

educational component, a necessary substructure for other 

components, had no effect on performance. There were reliable 

nain effects on all measures for the coping treatment but none 

for the exposure condition. Stress-inoculation training produced 
*- 



reliable changes on threshold and tolerance but not on 

self-report measures. There were no reliable effects on the 

generalization task. Repeated exposure decreased coping on the 
:... 

cold @ressor task, but mltiple exposures increased copinq on the 

generalization task alkst t o  statistical reliability on 

tolerance an& threshold measures. 

Hackett et al. (1979) manipulated the application component, 

in order to improve generalizability of stress-inoculation 

training. Fro= wtlnrrteer andergriwkatc students, 28 e n  were 

I L .  
pretested on the cold pressor task, stratified on performance, 

and assigned randomly to conditions. Conditions manipulated the 

number of exposures to the cold pressor.task. In all conditions, 
d 

the women learned how cognitions affect pain. They were taught 

tbe same coping skills as in Horan l e t  al. (1977). Unlike the 

Horan et al. study, the therapist in the Hackett et ale study 

modeled self-instructions to use coping skills in uncomfortable 

situations that had been identified by the women, Wonen in the 

no-exposure condition-had a 3-minute practice using coping skills 

without exposure to a streasor. In the one-exposure condition, 
4 

the women practiced using coping skills during a single exposure 

to the cold pressor task. En the six-exposure condition, the 

w o r n  were exposed to Lhc cold pressor t a s k  after they rehearsed 

each coping skill. Training t ~ o k  place in a s i n g l e  individual 

session lasting between 90 and 120 minutes, depending upon 



condition. 
> 

Data were analyzed from dependent measures on the cold 

preeeor and pressor algometer tasks. There were no reliable 

group differences prior to training. Results favored the 

one-exposure condition over the no-exposure condition: a trend 

was observed on performances on the cold pressor task and 

reliable differences were observed on the pressure algometer 

task. No differences were found between the no-exposure and 

sir-eposnre coAftiorts. Fhc a n t h r s  concluded that a brief 

exposure improved generalizability of stress-inoculation training 

but that no-exposure and multiple-exposure conditions appeared to 

lessen the efficacy of this treatment. The instructional 

training in use of coping skills was credited with treatment 

generalization. 

Thyer et al. (1981) varied the I D , J T ~ ~ Q  coraponcnt in their 

study of test anxiety. Subjects were 10 college students 

aasigned randomly to t w  treatments: one with a distraction fn 

Y-Q component, the other without. Both treatments consisted of 

behavior& and cognitive strategies and test-taking practice. 

Cognitive strategies included awareness of the role of 

cognitions, self-monitoring, and positive coping self-statements 

and imagery, Coping s k i l l s  were applied to a test-related 

desensitization hierarchy. The iPJIA.2 c o p n e n t  provM3 

distraction-free test-taking practice or test-taking- practice 



amid t a p e s  of d f e t r a c t i n g  no i ses .  S tudents  i n  t h e  

d i s t r ac t ion-cop ing  cond i t ion  were t r a i n e d  t o  apply coping 

s t r a t e g i e s  a c t i v e l y ;  'as p a r t  of t h e  a p p l i c a t i o n  component, 

t h e r a p i s t s  modeled s e l f - i n s t r u c t i o n s  t h a t  focused a t t e n t i o n  on 

t e s t  r e l e v a n t  t a s k s .  Training took p l a c e  i n  10 1/2 hour s e s s i o n s  

over 6 weeks, 

Three s e l f - r e p o r t  i n v e n t o r i e s ,  a  motor t a s k ,  and anagrams 

vere dependent measures. There were no r e l i a b l e  d i f f e r e n c e s  

between groups p r i o r  t o  t r ea tmen t ,  R e s u l t s  demonstrated r e l i a b l e  

decreases  on a l l  s e l f - r e p o r t  measures of anx ie ty  and on ti- t o  

s o l v e  anagrams, Manual d e x t e r i t y  a l s o  w a s  iarpraved, 1Qo r e l i a b l e  

group d i f f e r e n c e s  were observed. The au thors  specu la ted  t h a t  t h e  

co re  t reatment ,  without t h e  d is t rac t ion-coping  component, was 

s u f f i c i e n t  t o  reduce t e s t  anx ie ty ,  Tbe experiment was not  

designed i n  s u c h  a way t h a t  c o n t r i b u t i o n s  m d e  by t h e  

d is t rac t ion-&-&Q compunest cuuld b e  i d e n t i f  i d .  

%melkaiup e t  a l .  (1978) used a crossover  design t o  
I 

a s s e s s  c o g n i t i v e  t r a i n i n g  w i t h  20 h o s p i t a l i z e d  agoraphobics 

assigned randomly t o  t rea tments .  Treatments were c o g n i t i v e  

t r a i n i n g  and prolonged exposure,  A c o e i n e d  t r ea tmen t ,  produced 

by t h e  crossover ,  approxi ra ted  s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  The 

c c q n i t i v e  t r e a t s e n t  included d i scuss ion  of the role of 

mgnitirms, seif-&ing, m mkEam uf-cvpphrg- 
b 

se l f - s t a t ements .  D i f f e r e n t  coping ee l f -s ta tc r rcnts  were developed 



f o r  t h e  four  s t a g e s  of dea l ing  wi th  a s t r e t m o r ,  In prolonged 

exposure, s u b j e c t s  spen t  g r a d u a l l y  hkreased tiate on their own i n  

s t r e s s f u l  s i t u a t i o n s ,  Tra in ing  f o r  each s e p a r a t e  t r ea tmea t  took 

f i v e  2 - h o u r ~ i o n s ;  with crossover ,  t o t a l  t r a i n i n g  time was 20 

hburs over 2 weeks. 

Dependent measures were ee l f - r epor t  , eub je t  md observer  

r a t i n g s  of anx ie ty ,  and t h e  amount of time spen t  o u t s i d e  t h e  5 

h o s p i t a l .  .Subjects  were assessed  be fo re ,  a t  c rossover ,  a f t e r  

t r a i n i n g ,  and 1 month l a t e r .  No r e l i a b l e  d i f f e r e n c e s  on any of 

= t h e  dependent measures were observed between groups p r i o r  t o  

t reafment .  Sub jec t s  i n  t h e  combined t rea tment  ( fol lowing 

crossover)  showed r e l i a b l e  improvement on almost a l l  va r i ab les ;  

however, s u b j e c t s  i n  t h e  exposure cond i t ion  demonstrated t h e  

g r e a t e s t  improvement, The cognitf ve treatmerit demomkrated 

change on only  a few measures, while  t h e  exposure t r ea tmen t ,  a s  

f i r s t  or- sec6nd treatment, demonstrated reliabf e improvement on 

13 of 15 and $1 of 15  v a r i a b l e s ,  r e spec t ive ly .  Comparisons of 

t h e  outcome d a t a  f o r  f i r s t  t r ea tmen t s  showed khat  t h e  exposure 

t r e a t s e n t  produced g r e a t e r  inqrovement than d i d  t h e  c o g n i t i v e  

t r ea tmen t ,  The authors repor ted  t h a t  s u b j e c t s  had d i f f i c u l t y  

incorpora t  ing c o g n i t i v e  t r a i n i n g  i n t o  ~ , ~ L H Q  t r a i n i n g .  They 

snggested t h a t  one e x p f m a t i o n  for t h e  poor r e s u l t s  of  t h e  
- -  - -- 

cogn i t ive  t r e a t a e n t  say have Been t 6 e  phys- ioIogica l  a r o u s a l  
9/ 

experienced by c l i n i c a l  phobics .  Such a r o u s a l  may be q u i t e  



different  from that  experienced by subjects i n  analogue s t u d i e s .  

- E a e l k a r r p  and Mersch (1982) extended t h e  1978 atudy t o  

include a s t r e s s - i n o c u l a t i o n  t r a i n i n g  ' t r e a t l a c ~ t  and t o  emphasize 

t h e  r o l e  of coqn i t ions  in anxie ty .  Sub jec t s  were selected from 

agoraphobics,  22 wmen and 5 men, who met s e l e c t i o n  c r i te r ia ,  

They u e r e  aoeigned ran-thmly to treatments:  ~ f t f p p . e x p o e u r e ,  

c o g n i t i v + < 3 a t c g i e s ,  and s t r e s s - i n o c u l a t i o n  t r a i n i n g .  The tp 

fipp treatment was similar t o  that impleaented i n  1978; the  
* 

t r c a t a e n t  r a t i o n a l e  explained t h e  inf luence  o f  cogn i t ions  on 

avoidance behavior.  The c o g n i t i v e  t rea tment  extended t h e  1978 

treatment:  (1) teaching  t h e  r o l e  of  cogn i t ions ,  (2)  teaching  

self-monitor ing,  (3)  developing coping s e l f - e t a t e a e n t s ,  (4 )  

teaching s e l f - i n s t r u c t i o n s  i n  p repara t ion  f o r  a s t r e s s o r ,  and (5 )  

c o g n i t i v e  r e h e a r s a l  of coping s k i l l s  using iragrry, T h e  

unproductiveness of negative cogn i t ions  was emphasized i n  t h i s  

treatment. S t r e s s - i n o c a h t i o n  training cozrbined colppon'ents from 

A Q , X ~ ~ Q  exposure and c o g n i t i v e  t r ea tmen t s ,  but unproductive 

c o g n i t i o n s  were not  t r e a t e d  d i r e c t l y ,  Sub jec t s  in t h i 8  condi t ion  

p r a c t i c e d  using coping s k i l l s  during -&Q exposure. Train ing  

took place i n  eight 2-hour group sess ions .  

Dependent measures were s i rn i l a t  t o  those  used in the  1978 

study. A t  posttest, aabfecta in the &ftiz~ cond i t ion  made 

r e l i a b l e  ImprovS~~SBt 03 ovtrwhtlning a a j o r i t y  of raaaruree. 

Subjects i n  t h e  s t r e s s - i n o c a l a t i o n  t r a i n i n g  cond i t ion  



dcwmstruted refiablc improvement on many measures: howsver, 

phobic and most qvoidance scale ratings by amsessors d ig  not . I 

reflect the improvemat that these subjects had reported on 

ielf-ratings. .Subjects in the cognitive condition showed 

improvement on sow phqbic and avoidance scales and on t#r out of 

training treatsents were reliably superior to the cognitive 

treatment but did not differ from each other. At 811-month 
- 

- 

follow-up, all treatments were reliably similar tcr each other, 
1 

The cognitive  subject^ had improved on most phobic and one 

avoidance scales. Subjects 'in the f p - ~ i y ~  condition generally 
9 

bad saintained their improvement but had deteriorated on two 

phobic scales. There was little change noted for 

stress-inoculation trainbg subf_ects, The z s g n i k i n n  treaknenf 

did not enhance the ~ P ~ Y Q  condition, and stress-inoculation 

training was no more effective than the fp treatment, 

Bowever, the cognitive treatsent demonstrated generalization 

effects. This result encouraged the researchers to call for 

further study of this effect. The authors noted that a longer 

training period improved the efficacy of the cognitive treatment, 

If, as th)authors suggested, insight into unproductive thoughts 
- - 

(I d g b t  be a amre appropriate treatment component for ag&%hoLi& 
B 

\ 

tbm selt-inntructions, t'hen the lack of this insight component 

in the stress-inoculation training condition may have adversely 



f fnf laenced its ef f icacp.  

h I n  sulerary, t h e  s t u d i e s  by Ehmelkamp e t  a l .  (1978), 

Emelkamp and Mersch f1982) r  and H a c k e t t  e t  a l .  (1979) 

t b a t  exposure m y  be an e f f & t i v e  t rea tment  component, H a c k c t t  

at a l e ' s  conclus ions  supported Heichenbaum's concep tua l i aa t ion  of 

the  a p p l i c u t i o n  colponeet r. exposure to a btras.fu1 s i t u a t i o n  in 

which coping s k i l l s  can be app l i ed  and s t rengthened,  The 

c o n t r i b u t i o n s  of s t r e a r - i n o c u l a t i o n  t r a i n i n g ,  coping procedures,  
* - 

and c o g h i t  ire components t o  t r e a t & %  outcome. remained unclear .  

QPEIYE~PP. The s t r e s s - i n o c u l a t i o n  t r a i n i n g  s t u d i e s  

reviewed in t h i s  d is l rant l fng  s e c t i o n  did not  provide r e a u l t s  that 

led t o  e a s i l y  s u a r a r i r e d  concla8ions as d i d  t h e  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  s t u d i e s ,  Nevertheless ,  obse rva t ions  
r - 

can be made of (1) --*in_ which t_hc t rea tment  co-ncnts wrt - 

implemented, ( 2 )  c o m n e n t s  of e f f e c t i v e  t r e a t a e n t s ,  and (3) of 

inf o r s a t  ion about implementation, f r q a e n c i e s  , and propor t ions  of 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  c o q o n e n t o  i n  e f f e c t i v e  t r ea tmen t s ,  

it say be possible t o  forrulatt hypotheses about t h e  

cur t t r ibut ions  of i n d i v i d u a l  c o q o n e n t s  t o  s t r e m - i n o c u l a t i o n  

t r a i n i n g .  

A ~ j o r f t y  of the dismntlfng studies focus& on trainingp 
- 

I - - 

g, sltllls and amtegfes,  airf l e  f i v e  stut3ies (-et 
I * -  

a l . ,  19743; Eh'Tplkarp L Hersch,  1982; J l a c k e t t  et a l m r  19791 Horan 



et dl., 19771 Thycr \&I., 1981) examined application of 
* a, k, 
c-ng skills. The dismantling studies seldom employed the full 

coprplemnt of treatment components. Table I displays the 

implementation of treatment components for each dismantling 

study, 

Table 1 illustrates how researchers implemented the 
t 

seven components described by Heichenbaum (1977a). Understanding 

how colllponents were ilglemented provides a basis for determining 

effectiveness both of individual components and of thc entire 
stress-inoculation training package, as conceptualired by 

Heichenbaum. Some coaponents were implemnted according to 

Heichenbaum's descriptions, while others were varied or 

implemented in part. 

Experi-ental treat~nt8generally were laare effective than-- 

control conditions. In a few studies, aome treatment. were 

superior to other effective treatments. Only three of theist 

eight superior treatments were stress-inoculation training 

treatments. In three cases, other treatments ware superior to 

stress-inoculation training. In two other instances, 

stress-inoculation training treatments and other treatmts were 

statistically similar, and both were superior to other treatBsants 
- - - 

enployed in the cxperiPents. 

a1 M e s  y- or mtrW@~e erfective C .. - 
treatments. In Eackett and Horan (1980) , a relaxation treatment 
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A ,  

increased pain tolerance, while cognitive strategies increased 

pain threshold. Other studies (AltmaAer et al., 1982; Mendonca & 

Seiss, -1976; Schlichter & Boran, 1981; Valerio & Stone, 1982) 

demonstrated outcomes in which one treatment w q s  more effective 

on a certain ,measure while another treatment was more effective 

on anotki measure. Uhen there are multiple effective 

treatments, treatment objectives may determine which of several 

effective treatment corponents will be used. 

RdmarsaI unt3 cdrrcat%onaf components were i ~ f m t e d  quite 

consistently, while the Wfpp component was implemented 
D 

+ 

infrequently. In the rehearsal components; certain pognitive, 

behavioral, and co&ined cognitive-behavioral strategies were 

repeated regularly in esfective treatments. The most colasron 

strategies were imagery, coping self-statements, 
- - 

self -instructions, and relaxation, Conbinations of cognitive 

behavioral strategies were evident. The dismantling research 

indicated that effective treataents might contain several 

constituent corponents, in either cognitive or 

cognitive-bebavioratl co*fnations, Only rarely was a single 

copi.ng strategy the only corponent included in an effective 

treatment. Thus, the research suggested that combinations of 



except for Glass et al, (1976). Treatnent rationales for at 

least one condition were provided in all but three of the 

remaining studies {Cooley & Spiegler , 1980; Novaco, 1976b; x 

Schlitcher & Boran, 1981)l subjects in these three studies were 

trained to monitor their cognitions, The dismantling research 

supported ileichenbaum s emphasis on educat ionai components in 

stress-inoculation training. In contrast, only a few m f y ~  

application components were iaplenented. Most researchers did 

not distinguish between rehearsal anil application of ' 

newly-learned skills to stressful situations as suggested by 

Meichenbaun, and ~ J & Q  components seldom employed a series of 

gradually increasing stressors. 

Table I illustrates how treatment components were 

iapleaented and suggest. which coqonents arc amre likely to --! 
- - - --- 

contrdote to effective treatntents. Experimental treatments were 

more effective than control conditions but were often 

statistically siailar to each other. Superior effective 

treatment8 showed no pattern of cqponent contributions to 

treatment aatcmes, Researchers generally manipulated cognitive, 

behavioral, and educational components. These components appear 

to be the more likely contributors to treatment efficacy. 

treatment outcomes and those-*active ingredientso as identified J 



Table 2 . 
Effective Component B and " A c t  Ingredients. 

in stre&-~noculat ion Training D ntl ing Studies 

ACT I V e  

coping strateglrn I 
I 

1=2>3=4>5 poetteat 
1=2>3>4,5 follow-up 

1-2-3-4 flying 
1 ,3>2,4 unexpected 
l=2=3>4 follorup 

Dl ,2,4,5 all waoeres 
2>4,5 problem solving 
1>2,4 exploratory 

behavior 

- - - -  - -  

1,3,4>2,5>6 trained 
2,5>1-,3,4,6 phone 

1=2=3'=4>6 follw-ap 

1=2>3 uelf-report 
1>3 role-play 

I 
I 1,23>4 roat measures 
I 1>2 role-play 
1 3,2>1,4 p o s i t i v e  s-e 
I 

i 114,5,7>2,3r6,8 
I on tolerance 
I 2=6>3 
I 



by r e s e a r c h e r s .  

Less t han  h a l f  o f  t h e  s t u d i e s  i d e n t i f i e d  ' a c t i v e  

i n g r e d i e n t s m  i n  s t r e s s - i n m u l a t i o n  t r a i n i n g ,  and t h e y  f r e q u e n t l y  

noted t h a t  f u r t h e r  r e s e a r c h  was needed t o  t e a s e  o u t  t h e  

c o n t r i b u t i o n s  of components t o  s t r e s s - i n o c u l a t i o n  t r a i n i n g .  The 

c o g n i t i v e  coping s t r a t e g i e s  component was i d e n t i f i e d  as an 

' a c t i v e  i n g r e d i e n t *  s i x  times, and s e l f - i n s t r u c t i o n s ,  b e h a v i o r a l  

coping s t r a t e g i e s ,  s e l f  -moni tor ing,  and ~ Q - J T ~ Y Q  a p p l i c a t i o n  

components were i d e n t i f i e d  once each  as c o n t r i b u t o r s  t o  t h e  

e f f i c a c y  of  s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  

I n  a d d i t i o n  t o  i d e n t i f i c a t i o n  of " a c t i v e  i n g r e d i e n t s , '  t h r e e  

r e l e v a n t  o b s e r v a t i o n s  were made. Horan e t - a l .  (1977) i d e n t i f i e d  

t h e  e d u c a t i o n a l  r a t i o n a l e  as  a  neces sa ry  b u t  i n s u f f i c i e n t  

component i n  s t r e s s - i n o c u l a t i o n  t r a i n i n g .  Hacke t t  e t  a l .  (1979) 

hypothesized t h a t  modeling of coping s k i l l s  i n  t h e *  a p p l i c a t i o n  

component enhanced t r e a t m e n t  .-, g e n e r a l i z a t i o n .  On t h e  o t h e r  hand, 

Thyer e t  a l .  (1981) found t h a t  an i p - y i y ~  a p p l i c a t i o n  of  coping 

s k i l l s  i n  a  s t r e s s f u l  s i t u a t i o n  d i d  n o t  enhance t e s t - t a k i n g  

performance more than d i d  p r a c t i c e  of t h e  same coping s k i l l s  i n  a 
L7 

s t r e s s - r educed  environment. 

Analys i s  of component f r e q u e n c i e s  may i l l u m i n a t e  

component c o n t r i b u t i o n s  t o  t r e a t m e n t  outcomes. F i g u r e  3 shows 

t r a i n i n g  component a c r o s s  t h e  reviewed s t u d i e s .  



/ 1 & 4: Teaching the Role of Cognit ions and Modeling 1 - - 

I of Cognit ive S t r a t e g i e s  33 I r 

I 1, 4 ,  & 6: Teaching t h e  Role of Cognit ions,  Nodeling I 
I of Cognit ive S t r a t e g i e s ,  and Behavior S t r a t e g i e s  21 I 
I 1, 4., & 5: Teaching t h e  Role of Cognit ions,  Modeling I 
1 of Cognit ive S t r a t e g i e s ,  and S e l f - i n s t r u c t i o n s  21 I 
1 1, 4 & 2: Teaching t h e  Role of Cognit ions,  Modeling I 
I of CogniM-ve S t r a t e g i e s ,  and Self-monitoring 1 8  
================== =z*T--"------- 

I 
- , - - - - - - - - - = I I = = P = = = = = = = = = = P I = = = = = = =  

Figure  3 ,  Frequencies o•’ components-in e f f e c t i v e  t rea tments .  
A 

F igure 3 demonstrates t h a t  cogn i t ive  s t r a t e g i e s  were 

implemented f requen t ly  i n  combinations. In  Component 4 ,  

c o g n i t i v e  s t r a t e g i e s  included imagery and coping se l f -s ta tements .  

The combined components of teaching  t h e  r o l e  of cogn i t ions  and 

modeling of cogn i t ive  s t r a t e g i e s '  appeared a s  a c o r e  conf igura t ion  

t o  which o t h e r  components were added. This  c o r e  conf igura t ion  

f r e q u e n t l y  was augmented by s e l f  - i n s t r u c t i o n s  and/or behavior 

s t r a t e g i e s  components, Sole components occurred only  r a r e l y  i n  

an e f f e c t i v e  t rea tment .  Examination of t he  superior effective - 

d 

t rea tments  revealed t h a t  t h e  c o g n i t i v e  s t r a t e g i e s  component was 



implemented i n  seven out of  e i g h t  s u p e r i o r  t r e a t m e n t s  and t h e  

s e l f - i n s t r u c t i o n s  component occur red  i n  combination wi th  t h e  cor'e 

configuraf ' ion components s i x  times. These d a t a  s t r o n g l y  sugges t  

t h a t  t h e  two components, t e a c h i n g  t h e  r o l e  o f  c o g n i t i o n s  and 

c o g n i t i v e  s t r a t e g i e s ,  form a c o r e  c o n f i g u r a t i o n  which c o n t r i b u t e s  

t o  t r e a t m e n t  outcomes i n  e f f e c t i v e  t r e a t m e n t s .  

R e l a t i v e  c o n t r i b u t i o n s  of components i n  s t r e s s - i n o c u l a t i o n  

t r a i n i n g  may be i n f e r r e d  from p r o p o r t i o n s  of  t h e i r  i np l emen ta t ion  

i n  o r  absence from e f f e c t i v e  t r ea tmen te .  Tab le  3 summarizes 

in format ion  about  t h e  p re sence  o r  absence of  components i n  

e f f e c t i v e  and i n e f f e c t i v e  t r e a t m e n t s .  Quest ionable  

implementations have been exclud-ef from t h e  table. 
i -- Teaching t h e  r o l e  of c o g n i t i o n s  and t h e  modeling o f  

c o g n i t i v e  s t r a t e g i e s  components bo th  appear t o  c w t r i b u t e  t o  t h e  

e f f i c a c y  of  s t r e s s - i n o c u l a t i o n  t r a i n i n g .  T h e i r  r a t i o s  f o r  

p resence  vs .  absence were 37:13 and 44:12, respectively, and 

t h e i r  implementation r a t i o s  i n  , e f f e c t i v e  vs . i n e f f e c t i v e  - 
t r e a t m e n t s  was 37:9 and 44:6 ,  r e s p e c t i v e l y .  These components 

,' 

were p r e s e n t  i n  e f f e c t i v e  t r e a t m e n t s  74% and 79% of  t h e  time, 

r e s p e c t i v e l y ,  and were a lmost  t h r e e  and f o u r  times as l i k e l y  t o  

be p r e s e n t  i n ,  t h a n  absen t  from, t h e s e  t r e a t m e n t s .  These d a t a  

suggest t h a t  these components c o n t r i b u t e  s t r o n g l y  t o  t r e a t m e n t  

e f f i c a c y  . 



T a b l e  3 

Proportions and Ratios f Coaaponents 



Cont r ibu t ions  of  t h e  s e l f - f n s t r n c t i o n s ,  self-monitor ing,  and 

behavior s t r b t e g i e s  corponents  a r e  less clear, These t h r e e  

corsponents had r a t i o 8  of presence va, absence of 27:29, 25:31, 

and 30:26, r e s p e c t i v e l y ,  and implementation r a t i o s  in e f f e c t i v e  

vs, i n e f f e c t i v e  t r ea tmen t s  of  2785, 25:3, and 30:5, r e spec t ive ly .  

These d a t a  sugges t  that t h e s e  components may c o n t r i b u t e  t o  

e f f e c t i v e  t r ea tmen t s  but  t h a t  t h e i r  c o n t r i b u t i o n s  a r e  n o t  s o l e  
* 

determining f a c t o r s  i n  t r ea tmen t  e f f i cacy .  

I t  was no t  p o s s i b f e  t o  draw conclusions about t h e  

c o n t r i b u t i o n s  of problea-solving and j,n-xix~ a p p l i c a t i o n  
' 

components because of t h e i r  low frequency of i n c l u s i o n  i n  

t r t a t a e n t s  i n  t h e  s t u d i e s  reviewed, Contr ibut ions  made by t h e s e  

cogokpts m a t  be i n v e s t i g a t e d  f u r t h e r .  
B 

I n  summary, c o n t r i b u t i o n s  - of - components - in 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  t o  t rea tment  oatcolaes have been 

d i f f i c u l t  t o  determine. Only t e n t a t i v e  hypotheses have been 

advanced. The s t u d i e s  provided evidence t h a t  t h e  corabined 

components of modeling of -cbgn*itive s t r a t e g i e s  and teaching-  t h e  

role  of cogn i t ions  con t r ibu ted  t o  t h e  e f f i c a c y  of 

s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  However, t h i s  hypothesis  needs t o  

address  t h e  r e l a t i v e l y  h igh  frequency of t h e  la t ter  component i n  

i n e f f e c t i v e  t rea tments .  Cont r ibut ions  o f  s e l f - h s t r u c t % o n s ,  

befrxvhr a-s, mrtf & sic Ic- - - - - - - 

clear.  Although t h e s e  components were m c h  more f r e q u e n t l y  



implemented in effective than in ineffective treatments ,, their 
absence did not affect adversely the effectiveness of treatments 

in which they were not present. These hypotheses are supported 

by identified 'active ingredients8 (see Table 2) . pevertheless, 
lack of systematic implementation of stress-inoculation training 

components and the tentative nature of hypotheses about the 

contributions of specific components necessitate continued 

investigation into the content and contributions of all 

components of stress-inoculation traiiing. 

Chapter 111 has reviewed general effectiveness and 

dismantling studies. General effectiveness. studies compare a 

specific treatment to a no-treatment control in order to 

determine whether the experimental - - treatment can - produce - - - a 

statistically reliable effect. Dismantliqg studies examine 

treatate-nt components to determine the cont~ihutions of each 

component to treatment outcomes. This type of study attempts to 

identify the *active ingredients8 in effective treatments. 

Data from general effectiveness studies supported the 

effectiveness of both self-ins- #f g and 

stress-inoculation training procedures. Both procedures were 

=re effective than no-treatsent controls. The 
& 

sEle--- 

across a variety of subject and problem variables. Although 
t 

- 



there was only one stress-inocn~ation training study, the general 

- effectiveness research was encouraging. 
-, 

Dismantling studies of Self-instructional training 

investigated contributions of the-cognitive modeling and 

rehearsal components. The research suggested that cognitive 

modeling is a necessary but insufficient component in this 

training procedure, Cognitive modeling must be accompanied by 

the rehearsal component, containing overt to covert rehearsal of 

self-instructions. The studies reviewed supported 

self-instructional training as conceptualize,d by Meichenbaum and 

Goodloan (1971). Although each experiment investigated different 

aspects of a component,'the consensus of research was that these 

dismantling studies provided evidence for the contributions of 

both components and - additional - - support - for - - the general - - 

effectiveness of self-instructional training. 

Data from stress-inoculation training dismantling 

studies were more contplex, because of the number of treatment 

components and the ways in which components were implemented.. 

Hypotheses about the contributions of the seven components were 

forrsulated, Insufficient data was available to analyze 

contributions of the problem-solving and i p , p h  application 

components. Tbe remahing ff ve components appeared t o  cuntr Bute 

f;O -3 P - ~ r k -  -- 

' 3  

role of cognitions and modeling of cognitive strategies, forsed a 



core configuration of coBaponents that appeared to contribute the 

most strongly and consistently to effective outcom~s of 

stress-inoculation training, Self-instructions, behavior 

strategies, and self-monitoring components also appeared to be 

present in many effective treatments, but it was unclear if theij - 
/ 

contributions enhanced treatment effectiveness. 

The hypotheses formulated about the contributions of , - - J 

components of stress-inoculation training should serve as 

departure points for further research. Because components were 

implemented on the,basis of researchers1 specific interests, the, 

reviewed research did not clarify use of coslponents of 

stress-inoculation training as defined by Pleichenbaum (1977a)- In 
. . 

further research, attention needs to be focused not only 

procedures used in training cognitive strategies and 

self-instructions, and on the complete k y i y p  application 

"l component, including the self-instructional training procedure. 

Notwithstanding the tentative and inconclusive data from the 

research from stress-inoculation training studies, the results 

from the general effectiveness and dismantling studies are 

generally supportive of both eelf-instructional training and 

stress-inoculation t r a h i n g ,  The next chapter reviews st~diea 

that investigate the relatfve effrCacy -df these two training 



procedures against other 
C 

118 
-- 

potentially effective t r e a t m t a ,  
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This  chpater  c  f u n c t i o n a l  a n a l y s i s  of 

s e l f  - i n s t r u c t i o n  . ess- inocula t ion  t r a i n i n g  by 
I 

h 

focusing on comparative outcome s tud iep .  Tlisse s t u d i e s  e r a p i n e  

t h e  e f f i c a c y  of t r ea tmen t s  incorpora t ing  se l f - ins t ruc t iona , l  

training and s t r e s s - i n o c u l a t i o n  t r a i n i n g  by comparing t h e  . 
t rea tment  outcomes of t h e s e  experimental  cond i t ions  t o  those  .< of - 

o the r  t r ea tmen t s  c o m n l y -  used i n  a  p a r t i c u l a r  s i t u a t i o n .  

~ ~ = I P B ~ Z U G ~ ~ Q D B L , T X ~ ~ D ~ ~ ~ B - S ~ Y ~ ~ ~  

This  s e c t  ion examines comparative outcome s t u d i e s  i n  which 

t h e  e f f i c a c y  of s e l f - i n s t r u c t i o n a l  t r a i n i n g  is compared -hat 

gf, o t b e r  t rea tments .  These s tu t t i e s  m y  be group& tmoa&Zy i n t o  
i .. 

s t u d i e s  examining changes i n  s e l f - c o n t r o l  and those  examining 

changes i n  c o g n i t i v e  pe(rformance of t a s k s .  These c o g n i t i v e  t a s k s  
"-, 

are  s i m i l a r  t o  those . l ea rned  i n  school .  S e f f - c o n t r o l  s t u d i e s  a r e  

d iscussed  i n  terms of t rea tment  condi t ions :  s e l f - i n s t r u c t i o n a l  

t r a i n i n g  compared t o  contingency awareness (Snyder & White, 

1979) ;  s e l f - i n s t r u c t i o n a l  t r a i n i n g  augmented with response c o s t  

cont ingencies  compared t o  o t h e r  t rea tments  (Arnold & Forehand, 
I 

1978; Kendall ,  1982; Kendall  &  upa an, 1 9 8 1 ) ~  and 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  w i t h  and without response c o s t  

cont ingencies  compared t o  medical t rea tments  (Bugental ,  C b l l i n s ,  



. 
'\ 
i lnr 

Collins & Chaney, 1978; Bugental, Whalen & Henker, 1977; Y e l p ,  

Kendall & Greenberg, 1981) . Studies investigating the 
differential efficacy of self-instructional training on cognitive 

or school-related tasks also are discussed in t'erms of treatment 

conditions: self-instructional training augmented by other 

t r e a t ~ n t  components compared to the same components without 

self-instructi6nal training (Genshaft, 1982; Genshaft & Hirt, 

19mi Robin, P L E a e l ,  & QtLeary, 19751 and self-inattuctional 

training alone compared to other treatments (Asarnow & 

Heichenbaum, 1979; Guralnick, 1976) . 
~ , - E Q D ~ x Q ~ , ~ ~ M ~ ~ = s .  ~nyder and White (1979) tested the 

efficacy of self -instructional training in treating aggressive, 

institutionalized adolescents, Selection of 15 subjects, aged 

14-17, was based on minim1 improvement in an operant behavior 

modification program, Treatment conditions were (1) 

self-instructional training, (2) contingency awareness, and (3) 
P' 

assessment control. Self-instructional training, modeled on 

Xeichenbaum and Goodman (1971) , was augmented with coping 
self-statements and rehearsal of self-instructions using 

role-play and covert imagery techniques, A contingency awareness 

group discussed and explored behavioral contingencies at the 

institution. assessment control group received only pre- and 

posttests. The institution already was following an operant 
0 

behavior modification program; experimental training ran 



concurrently with this program, Dependent measures were 

impulsive behaviors, school absences, and adherence to 

social/self-care responsibilities, 

Data were analyzed by ANOVA'S pnd post hoc comparisons. 

i_f Changes in impulsive behaviors, in schoo absences, and 

social/self-care tasks were revealed by statistically reliable 

trials and trials x treatment interaction effects. Trained 

chifdien had reliably fewex impulsive hehauiors at posttest  and 

follow-up.. They missed fewer classes than children in other 

conditions. They demonstrated fewer failures to fulfill their 

self-care and social responsibilities at posttest and follow-up. 

In short, self-instructional training was found to be effective 

in modifying behaviors of adolescents. Behavior changes were 

maintained and strengthened at follow-up. These results, 

although encouraging, were interpreted cautiously because (1) the 

authors served as therapists and (2) no formal reliability data 

for dependent measures was reported. 

Several studies have used treatments that combine 

self-instructional training with other treatment components in 

order to produce more effective treatments. Kendall and Zupan 

(1981, p. 344) cite research (Kendall, 1977; Kendall & Finch, 

1979; Kendall h Wilcox, 1980) that supports an integration of 

cognitive training and behavioral contingency management. 

Response cost contingencies were added to self-instructional 



t r a i n i n g  i n  t h e  fo l lowing  s t u d i e s :  Arnold and Forehand,  1978; 
0 

Kendal l ,  1982; Kendal l  and Xupan, 1981; and Y e l l i n  e t  a l . ,  1981. 

Arnold and Forehand (1978) compared s e l f - i n s t r u c t i o n a l  t ra ining; ;  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  combined with  response  c o s t  

con t ingency ,  response c o s t  con t ingency ,  and a  c o n t r o l  c o n d i t i o n  

i n  t h e i r  s t u d y  of  p re schoo . l e r s r  s e l f - c o n t r o l .  Kenda l l  and Zupan 

(1981) and Kendalf f1982) compared s e l f - i n s t r u c t i o n a l  t r a i n i n g  

combined wi th  response  c o s t  i n  i n d i v i d u a l  and group t r e a t m e n t s  t o  

each o t h e r  and t o  a n o n s p e c i f i c  c o n t r o l  t r e a t m e n t .  Y e l l i n  e t  a l .  

(1981) compared s e l f - i n s t r u c t i o n a l  t r a i n i n g  wi th  response c o s t  

cont ingency with  a medical  i n t e r v e n t i o n .  (Th i s  s t u d y  w i l l  be  

discussed w i t h  s t u d i e s  comparing s e l f - i n s t r u c t i o n a l  t r a i n i n g  t o  

medical t r e a t m e n t s  .) 

Arnold and Forehand f f 978)  i n v e s t i g a t e d  p~escWlers ' 
s e l f - c o n t r o l  u s ing  s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  response c o s t  

cont ingency,  combined s e l 5 - i n s t r u c t i o n a l  t r a i n i n g  wi th  response 

cos t  con t ingency ,  aad c o n t r o l  c o n d i t i o n s .  S e l f - i n s t r u c t i o n a l  

t r a i n i n g  was s i m i l a r  t o  t h a t  employed by Heichenbaum and Goodman 

(1971) .  I n  t h e  response c o s t  c o n d i t i o n ,  t a s k s  were modeled and 
1 

children were asked t o  per-form then. Feedback on performance was 

given. Response c o s t  cont ingency was a p p l i e d  a t  p o s t t e s t  and 

follow-up: c h i l d r e n  v e r e  g iven  pennies  and t o l d  t h a t  t h e y  would 

lose-one f o r  each e r r o r  made. Ch i ld ren  i n  t h e  combined 

c o n d i t i o n ,  s e l f - i n s t r u c t i o n a l  t r a i n i n g  with  response c o s t  



cont ingency ,  were .+ained fo l lowing  t h e  s e l f - i n s t r u c t i o n a l  . 
t r a i n i n g  paradigm; response  c o s t - c o n t i n g e n c y  was implemented a t  

posttest anh follow-up. The c o n t r o l  c o n d i t i o n  involved modeling, 

t r i a l s ,  and p e r f o r x k c e  feedback i n  t h e  same manner as i n  t h e  
1 

response cost cond i t i on1  however, a  response cost  cont ingency  was 

no t  implemented. S u b j e c t s  were s e l e c t e d  by s c o r e s  on t h e  Kansas 
P 

Ref l ec t ion - Impu l s iv i ty  S c a l e  f o r  P re schoo le r s  [KRISP] (Wright,  

1973) .  Treatment ass ignments  were designed t o  e q u a t e  age ,  s e x ,  

and r a c e  i n  a  randomized procedure ,  Tr-aining took p l a c e  i n  f i v e  

20-30 minute s e s s i o n s  over  2 weeks. 

The KRISP and a c lass room matching t a s k  were dependent 

measures. Ana lys i s  of KRISP d a t a  r evea l ed  a s t a t i s t i c a l l y  

r e l i a b l e  reducbion in e r r o r s  from pre-  t o  p o s t t e s t  and from pre- 

t o  follow-up f o r  a l l  of  t h e  c h i l d r e n .  On t h e  c lassroom measure, 

c o g n i t i v e l y  t r a i n e d  groups had r e l i a b l y  lower mean s c o r e s  a t  

posttest and follow-up. These r e s u l t s  demonstra ted a n  a b i l i t y  of 

t h e  c h i l d r e n  i n  t h e  s e l f - i n s t r u c t i o n a l  t r a i n i n g  c o n d i t i o n  t o  
* 

t r a n s f e r  l e a r n i n g  t o  a s e t t i n g  d i f f e r e n t  from t h e  one i n  which - 
t r a i n i n g  took p l a c e .  The r e s e a r c h e r s  sugges ted  t h a t  r educ t ion  of  

e r r o r s  a c r o s s  a l l  t r e a t m e n t s  m y  have r e s u l t e d  from i n s t r u c t i o n s ,  

p r a c t i c e ,  and feedback,  These procedures  were common t o  a l l  
t 

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

Kendal l  and Zupan (1981) compared two t r e a t m e n t s  having 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  w i t h ' r e s p o n s e  c o s t  con t ingency  



conditions to a nonspecffie treatment in their investigation of 

self-control behaviors. Kendall (1982) reported 1-year follow-up 

data for this study. Referrals for the 30 elementary children, 

mean age 9 years 9 months, were based on self-control problems in 

academic and social classroom situations. Children were assigned 

to individual or group cognitive-behavior treatments or to a 

control group. Both cognitive-behavior therapies included 

self-instructional training and response cost contingencies. The 

nonspecific group did not receive self-instructional training. 

Tasks, instructions, and performance feedback were similar for 

children in all conditions. Training took place in 12, 45-55 

minute sessions over 6 weeks. Individually trained children 

completed more tasks than did children in group conditions. 
7 

Dependent measures included performance measures, cognitive 

measures, rating scales, and self-control behavior norms 

developed from 100 children randomly selected from participating 

schools. No statisgically reliable differences existed prior to 

treatment. *Blindg teacher ratings revealed statistically 

reliable effects for groups, periods, and group x periods 

interactions. Children in group and individual 

cognitive-behavior conditions improved reliably mr,e than those 

in the nonspecific group; however, there were no statistically 

reliable differences between cognitive-behavior training 

conditions. Performance measures revealed statistically reliable 



d i f f e r e n c e s  f o r  per iods ;  c h i l d r e n  i n  a l l  t rea tment  cond i t ions  - 

improved independently of treatmen-. Therap i s t  ra t inQs (no t  

.blind8) suggested t h a t  c h i l d r e n  i n  t h e  cognitive-behavior group 

improved more than  i n d i v i d u a l l y  t r a i n e d  c h i l d r e n  and t h a t  

c o g n i t i v e l y  t r a i n e d  c h i l d r e n  improved more than  c o n t r o l  groups. . 

Comparing pre- t o  p o s t t e s t  subjecf d a t a  with t h e  normative d a t a ,  

it was found t h a t  c h i l d r e n  i n  t h e  cognitive-behavior cond i t ions  

had become more like kheix peers that had not  been r e f e r r e d ,  

Two follow-up assessments were performed, t h e  f i r s t ,  2 

months following t r ea tmen t ,  and t h e  second, a year l a t e r .  A t  2 

months, teacher  r a t i n g s  demonstrated t h a t  s t a t i s t i c a l l y  r e l i a b l e  

improvement had been maintained independent of t rea tment  

cond i t ions .  Some dependent measure6 now could be d i f f e r e n t i a t e d  

between groups. On Hatching Famil ia r  F igures  (Kagan, 19661, 

l a t ency  scores  were no longer  s t a t i s t i c a l l y  r e l i a b l e ,  b u t  e r r o r  

scores  revealed maintenance of improvement. Decreased l a t ency  

and e r r o r  scores  suggested t h a t  t h e  c h i l d r e n  had es t ab l i ahed  f a s t  

and accura te  performance on t h i s  measure. On a role- taking t a sk  

(Chandler, 1973) ,  c h i l d r e n  i n  t h e  cogn i t ive  cond i t ion  

demonstrated r e l i a b l y  g r e a t e r  ipfprovement a t  follow-up than  d i d  

c h i l d r e n  i n  t h e  c o n t r o l  group. Therap i s t  r a t i n g s  f o r  a t t e n t i o n ,  

i n t e r e s t ,  and fol lowing d i r e c t i o n s  c o r r e l a t e d  p o s i t i v e l y  with 

these  p e r f o r m c e  measures. 

Xendall (1982) followed-up 23 (77%) c h i l d r e n  from t h e  



previous s tudy.  Th i s  s l ~ l l e r  group w a s  not  r e l i a b l y  d i f f e r e n t  

from t h e  o r i g i n a l  experimental  group on any of t h e  dependent 

aaeasures eaployed in t h e  o r i g i n a l  s tudy.  Dependent measures + 
included performance t a s k s ,  r a t i n g  s c a l e s ,  and s t r u c t u r e d  

in terv iews.  Posttreati t tent g a i n s  were maintained a t  t h e  1-year 

follow-up assessment. Teacher r a t i n g s  ind ica ted  t h a t  c h i l d r e n  i n  

t h e  cognitive-behavior groups were n o t  r e l i a b l y  d i f f e r e n t  from 

a e i r  peers, A SeIf--conkrol Elating Sca le  {Kendall & Wilcor, 

1979) revealed r e l i q b l e  d i f f e r e n c e s  between c h i l d r e n  t r a i n e d  

i n d i v i d u a l l y  i n  t h e  cognitive-behavior cond i t ion  and those  i n  t h e  , 

nonspeci f ic  t rea tment  condi t ion .  The Comers '  Teacher Rating 

Scale  (1969) revealed similar d i f f e r e n c e s  between c h i l d r e n  i n  t h e  

cogn i t ive  group and those  i n  t h e  nonspeci f ic  trea-nf group, 
- -  - 

Latency and e r r o r  s c o r e s  fromPnatching ~ a m i l i a r ~ ~ i g u r e s  a t  

p o s t t e s t  and 1-year follow-up revealed no group d i f f e r e n c e s .  The 

improvement noted f o r  a l l  groups on t h e s e  s c o r e s  was a t t r i b u t e d  

t o  matura t ional  development. Performance measures revealed t h a t  

r e l i a b l e  d i f f e r e n c e s  between p r e t e s t  and p o s t t e s t  s c o r e s  were no 

longer r e l i a b l e  a t  1-year. follow-up. In terv iew d a t a  ind ica ted  

t h a t  c h i l d r e n  t r a i n e d  i n d i v i d u a l l y  r e c a l l e d  d e t a i l s  of  t rea tment  

b e t t e r  than d id  c h i l d r e n  t r a i n e d  i n  t h e  group. These r e s u l t s  

demonstrated maintenance of t r ea t r~ ten t  e f f e c t s  using a 

cognitive-behavior approach.   he i nd iv idua l  a p p l i c a t i o n  of t h i s  
a. 

t rea tment  was supported by in terv iew information. 



The effectiveness of self-instructional training as a 

treatment for hyperactivity has been compared to leedical-- 

methylphenidate--treataents . Yellin et a1. ' (1981) combined 

self-instructional training with responge cost c~ntingency. 

Bugental et al. (1977, 1978) compared the relative efficacies of 

self-instructional training and contingent social reinforcement, 

both treatments being given to medicated and nonmedicated 

children, 

Yellin et al. (1981) compared two groups of boys, five 

per group, referred to psychiatric or psychological services for 

hyperactivity. Mean age was 10 years 2 months. The boys were 

matched for level of hyperactivity and age. Hedical procedures 

were followed for administration and maintenance of 

methylphenidate treatsent; tigatt&nt was ~ o n ~ i n u e ~ t h r o ~ h  

follow-up. Cognitive treatknt included self -instructional 

training, response cost contingencies for errors, and social 

reinforcement for self-instruct ing . Cognitive training took 
place in 12, 45-55 minute sessions over 6 weeks. Dependent 

aeasures were Connersl Parent-Teacher Questionnaire (1973) and a 

Self-control Rating Scale (Kendall & Wilcox, 1979). Analysis of 

data revealed statistically - reliable effects for periods; both 

groups improved, but trcatzent outcomes were-not different 
- - - 

between groups. These results need to be interpreted cautiously, 

but they suggest that cognitive-behavior training raybe an 



a l t e r n a t i v e  t o  medical t rea tment  f o r  hyperac t ive  ch i ld ren .  

Bugental e t  a l .  (1977, 1978) inves t iga ted  t h e  e x t e n t  t o  

which hyperac t ive  c h i l d r e n ' s  c a u s a l  a t t r i b u t i o n s  a r e  r e l a t e d  t o  

d i f f e r e n t i a l  t ~ e a t n t e n t  e f f e c t i v e n e s s .  Medicated c h i l d r e n  were 

s e l e c t e d  f i r s t ;  then  hyperac t ive  c h i l d r e n  were selected us ing  

Conners' Teacher Rat ing Sca le  (1969). Children were ass igned 

randomly t o  two t rea tments :  a  s e l f - i n s t r u c t i o n a l  t r a i n i n g  

condition and a and contingent social reinforcement cond i t ion  ; 

each t rea tment  cond i t ion  contained both medicated and 

nonmedicated c h i l d r e n .  Tra in ing  took p lace  twice weekly i n  

1-hour s e s s i o n s  over 8 weeks.  

Dependent measures were e r r o r s  i n  s t y l e  and s t r a t e g y  from 

t h e  Por teus  Kaze (1942),  t h e  Abbreviated Teacher Bating Sca le  

(Conners,. 1973) ,  and a  s t r u c t u r e d  in terv iew designed t o  e l i c i t  

t h e  c h i l d r e n ' s  a t t r i b u t i o n s  of success fu l  achievements. Children 

were def ined  a s  having high locus  of c o n t r o l  i f  t h e y  a t t r i b u t e d  
.,. 

good grades t o  personal  e f f o r t s  and low locus  of c o n t r o l  i f  t hey  

a t t r i b u t e d  good grades  t o  luck ,  teacher  w h i m ,  o r  other .  

environmental f a c t o r s .  Analysis  of covariance was used t o  

analyze t h e  d a t a .  On t h e  Por teus  Maze, c h i l d r e n  i n  t h e  c o g n i t i v e  

t reatment  demonstrated g r e a t e r  imaprovement i f  ( a )  t h e y  had high 

locus of contro3 and/or (b) were nonmedicated. Scores  of 

c h i l d r e n  i n  t h e  s o c i a l  reinforcement condi t ion  revealed a  t r e n d  

toward improvement f o r  those  c h i l d r e n  who had low locus  of 



c o n t r o l  and/or werq m d i c a t e d .  S t a t i s t i c a l l y  r e l i a b l e  main 
d 

e f f e c t s  f o r  b d i c a t i o n  and a medication x t rea tment  i n t e r a c t i o n  

ind ica ted  t h a t  a  s u p e r i o r  t rea tment  f o r  t h e  nonmedicated c h i l d r e n  

was s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  while a s u p e r i o t  t rea tment  f o r  

medicated c h i l d r e n  was social reinforcen#nt. TBe,re was no 

r e l i a b l e  d i f f e r e n c e  i n  s h o r t  term g a i n s  between t rea tments .  No 

d i f f e r e n c e s  were observed i n  teacher  r a t i n g s .  Because 

i n t e r a c t i o n s  between t h e  c h i l d r e n ' s  a t t r i b u t i o n s  and asoumptions 

about a p a r t i c u l a r  t rea tment  were more evident  i n  t h e  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  t rea tment  than i n  s o c i a l  

reinforcement t rea tment ,  t h e s e  i n t e r a c t i o n s  need t o  be considered 

in  c o g n i t i v e  i n t e r v e n t  ions.  

Bugental e t  a l .  (1978) followed-up 20 c h i l d r e n  from t h e  

previous s tudy  6 months a f t e r  t reatment .  Using €Be same 

dependent measures and s t a t i s t i c a l  ana lyses ,  r e l i a b l e  main 

e f f e c t s  were found f o r  t r ea tmen t s .  Children i n  t h e  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  cond i t ion  evalua ted  t h e i r  performance 

t o  be due t o  t h e i r  own e f f o r t s  more f r equen t ly  than  d i d  c h i l d r e n  

in t h e  s o c i a l r ~ e i n f o r c e ~ n t  condi t ion .  A t r e n d  toward 

a t t r i b u t i n g  performance t o  environmental f a c t o r s  was noted f o r  

medicated ch i ld ren .  S t a t i s t i c a l l y  r e l i a b l e  t rea tment  e f f e c t s  

were observed on teacher  r a t i n g s ,  Children in t h e  s o c i a l  

reinforcement condi t ion  were r a t e d  as l e s s  hyperac t ive  than 

c h i l d r e n  i n  t h e  s e l f - i n s t r u c t i o n a l  t r a i n i n g  condi t ion .  



'Results from the Bugental et al. (1977, 1978) studies did 

not indicate which of the treatsent8 employed was the more 

effective. The authors suggested that a sequential conbination 

of these treatments, social reinforcement followed by 

self-instructional training, might prove beneficial, Social 

reinforcement dearonstrated long-term advantage on teacher - 

ratings, and it may be that this treatment may produce more 

visible behavior change. , Interestingly, data indicated that the 

children trained in self-instructional training perceived 

themselves as more self-cont~olled. The medication status x 

treatment interaction effect, significant at posttest, now 

indicated only a trend in this direction. 

-2 
self -instructional training studies - investigated mdif ication of 

cognitive behaviors that promote or interfere with academic 

performance. In some of these studies self-instructional 

training has been compared directly to other treatments (Asarnow 

& Meichenbaurn, 1979; Guralnick, 1976) . In other studies, 
self-instructional training has been augmented with tutoring 

(Gemhaft, 1982; Genshaft & Birt, 1980) and with feedback and 

social reinforcement ( ~ o b i d r m e l ,  & OtLcary, 1975). 

GuralnicR (1976) investigated the relative efffca$y of 

behaviors to educable mentally-retarded children. Thirty-two 



educable mental ly-retarded c h i l d r e n ,  mean chronologica l  age of 

11.1 years  and mean IQ of 63.2' (Peabody P i c t u r e  Vocabulary T e s t ,  

m n n ,  1965) ,  were s e l e c t e d  on a b i l i t y  t o  match-to-salaple, They 

were assigned randomly t o  one of four  condi t ions :  

self-instructional t r a i n i n g ,  modeling, feedback, and c o n t r o l ,  

S e l f - i n s t r u c t i o p a l  t r a i n i n g  followed procedures developed by 

Heichenbaum and GoodBMn (1971) , A problem-solving s t r a t e g y ,  

incorposated i n t o  t h e  s e l f - i n s t r u c t i o n a l  t r a i n i n g  paradigm, 

focused on analyzing a sample, d i f f e r e n t i a t i n g  c r i t ica l  

dimensions, and e l imina t ing  i n c o r r e c t  a l t e r n a t i v e s .  c h i l d r e n  i n  

t h e  modeling group observed t h e  same behaviors  a d  v e r b a l i z a t i o n s  
r 

but  received no s e l f - i n s t r u ~ " t f o n a 1  t r a i n i n g .  Following each 
d 

demonstration, they,  were encouraged . to  uae the s t r a t e g y  modeled. 

The feedback group received n e i t h e r  - modeling nor 

s e l f - i n s t r u c t i o n a l  t r a i n i n g ;  they  were asked t o  s o l v e  each 

natch-to-sample problem and were given feedback on t h e i r  

accuracy. b u n t  of encoutagement and s o c i a l  r e i n f o r c e s e n t  were 

kept equiva lent  a c r o s s  groups,  Tbe c o n t r o l  group received 

n e i t h e r  t r a i n i n g  nor exposure t o  t r a i n i n g  t a s k s t  these c h i l d r e 5  

participattd in pre- and p o s t t e s t s  only.  Tra in ing  took p l a c e  i n  

t h r e e  20-minute sess ions .  

Dependent measures were match-to-sample t a a k s  u s i n g  f ine  

(Ragan, 1 9 6 5 ) .  The groups were equiva lent  p r i o r  t o  t rea tment .  



Data analysis showed that children in self-instructional training 

reliably improved their performance on match-to-sample prob Ip" 
and on gcner;liaatlon form. Ho reliable difference was obehrved 

on the Hatching Familiar Figures test." These results were 

interpreted as support for self-instructional training as an 

effective treatment in modifying problem-solving strategies in 

educable mentally-retarded children. 

Asarnow and Meichenbaum -A (1979) investigated the differential 

efficacy of three treatments in increasing rehearsal and 

improving recall in kindergarten children. Thirty-six 

kindergarteners were chosen by performance on a recall task. 
u 

Half of thechildren selected (18) were nonproducers of a 

rehearsal strategy and the other half were inconsistent 

producers. Subject triads vere formed, matched on sex and 

'pretest ~ehearsal and recall scores. Children within triads were 

assigned randomly ta conditions, Conditions were 
.i 

self-instructional training, induced rehearsal procedure, and 
'* 

practice control. In self-instructional training, the 

Heicbenbaum and Godman (1971) paradigm was emp&oyed, 

incorporating into it a rehearsal strategy, attention-focusing 

self-instructions, coping self-statements, and reinforcing 

s e l f - s t a t e d & s ,  'fhe induced rehearsal ceditien required a 

e f t f r e k * E e p W &  k l 3 e w e c r c k w a a  itwaa-taand 

to continue repeating the names of the pictures until the next 



stimulus array was presented. The child also was required to 

point to the to-be-reaelsbered array as a final step in the 

&? rehearsal procedure. ~ e ~ e t i t  ions were pr duced audibly. Each. 

child in the reheersal group was yoked to a child in the 

self-instrktional training group for the purpose of equating the 

number of training t u l a  per difficulty level. In the practice- a 
control condition, .a c4ild was encouraged to find a 'good way to 

rememberw the pictures. Agaih, yoking to a child in the 

self-instructional training group allowed the number of training 

trials to be equal between groups. Training took place in 

individual sessions of 30-minutes edch. 

Dependent measures were the nuder of trials needed for a 

child to attain correct. serial recall and the nuatter of trials 

during which a child rehearsed. There were no differences ' 
* 

between groups prior to treatment. Results were analyzed fpr  
1 

conditions and'for nonproducers and inconsistent producers. O n  

serial recall, inconsistent producers outperformd nonproducers 

at posttest and follow-up. At posttest, nonproducers performed 
* 

reliably better than controls, Nonproducers in 

self-instructional training maintained superior perfotaance at 

follow-up; they continued reliably to outperform nonproducers in 

no reliable differences due to training were observed, trends 



favored self-instructional training over induced rehearsal and 

induced rehearsal over practice control conditions. Data on 

numbers of trials during which a child rehearsed paralleled that 

of serial recall. Ronproducqrs in both self-instructional 

training qnd induced conditions rehearsed on more trials at 

posttest than at pretest. Mnproducers who received - 
self-instructional training rehearsed reliably more than 

nonproducers in the other cdnditions. Inconsistent producers ' 
performance did not differ reliably from pretest to posttest. 

This experiment provided evidence tlat self-instructional 

training for children who do not rehearse on a memory task can 

produce reliable improvement in this cognitive task and that such 

performance can be maintained ove; some time. These results 

supported self-instructional training as an effective treatment 

that can enhance treatment outcomes at follow-up. The 

researchers noted that the efficacy of self-instructional 

training may be inf luenced by child&n's cognitive performance 

level and task-specific requirements. 

Genshaft (1982) and Genshaft and Hirt (1980) investigated 

treatments for girls whose performance in math was caused, in 

part, by nath anxiety. They chose 36, upper-rniddlq class, white 

grade 7 skudents whose m t h  perfsrmance was at least 1-year below 

grade level and whose reading pecfornrance was above grade level. 
\ 

Children were assigned randomly to conditions: math tutoring, - 



self-instructional training plus math tutoring, and a 

no-treatment control. Students continued to attend regular math 

classes. Tutoring was based on students1 deficits; occasional 

lectures, practice geared toward instructional objectives, and 

review formed the content of tutoring. Self-instructional 

training was modified but followed the procedures used by 

Meichenbaum and Goodman (1971) . Additional self -instcuct ions 
were trained to decrease deprecating cognitions and behaviors and 

to decrease anxiety arousal. Training lasted for 8 weeks, with 4 

two 40-minute sessions per week, 

Dependent measures included self-report questionnaires, the 

Stanford Diagnostic Math Test (Beatty, Madden, Gardner , & 

Karlsen, 1976) , and a locus of control measure (Nowicki & 

Strickland, 1973). Treatment groups were equivalent prior to 

training, Postassessment revealed changes in attitude toward 

math and in math achievement, On measures of attitude, children 

in both self-instructional training plus tutoring and tutoring 

groups demonstrated increased preference for math. The 

self-instructional training group developed reliably more 

favorable attitudes toward math. On performance measures,. all 
, 

the girls demonstrated statistically reliable improvement on 

their use of m t h  operations to problems. The girls in the 

self-instructional training .condition also improved 

computational performance. These results were interpreted 



caut'iously as support for self-instructional training as a 

treatment for poor math performance when deficits are due to 

anxiety. 

~ o b i n  et al. (1975) investigated the comparative 

effectiveness of self-instructional training and direct training 

in teaching handwriting skills to kindergarten children. Thirty 

children, 13 girls and 17 boys, were selected by scores on a 

handwritins test and were assigned randomly to a condition: 

'self-instructional training, direct training, and control. 

Self-instructional training was modeled on Meichenbaum and 

Goodman's (1971) paradigm with the following modifications. The 

trainer modeled correct 1etter.copying and self-instrbcted aloud 

while the child watched. *Next, the trainer modeled correct 
A performance while the subject self-instructed alonq' with the 

trainer. In the next step, the child self-instructed aloud and - 
copied the letter while the trainer self-instructed along with 

the cnild. In.the fourth step, the.child self-instructed aloud 

and, in the fifth, self-inst ucted silently. Direct training \ 
consisted of the trainer comparing the child's letter to a model 

t 
on an overlay, describing how the letter compared with 

performance criteria, and placing a '+" beside each letter 

achieving criteria. Performance feeifback and social 

reinforcement were given to children in both treatments. 

Children in the control group received only pre- and 
/ 



postassessments . ~ r a k x n g  took place in 40-minute sessions, - - 
approximately three per week over a 7-week period. 

Dependent measures were letter performance criteria for 

target letters (trained) and generalization letters (not 

trained) , forms (another generalization measure) , and 
examination of children's recorded self-instructions. Data 

analysis for target letters revealed that children from 

self-instructional training and direct training'both showed 

statistically reliable improvement over controls. Comparison of 

self-instructional training performance to direct training 

performance revealed a reliable difference, considered by the 

researchers as borderline. No reliable results were found for 
.-b 

generalization measures. Analysis of children's 
P 

self-verbalizations indicated that children in the 

self-instructional training group self-instructed at a high rate, 

both during training and at posttest on target fetters. However, 

these children did not ~~dntaneousl,~ self-instruct on 

generalization tasks. Data indicated that self-instructional 
9 

training and direct training were more effective than no 

treatment in teachifig correct le d- er formation-to kindergarten 

children. However, it was difficult to shape self-instructional 

responses. For example, children often shortened a 

self-instruction into a single word, which, on occasion, was not- 

coordinated with the motor response it was supposed to guide. 



Sometimes, a child self-instructed correctly while performing an 
r 

incorrect written response. The authors suggested that 

self-instructional training procedures were cumbersome and 

interfered with practice in writing the letters. They also 

indicated that classroom considerations would minimize the 

applicability and probably the efficacy of self-instructional 

training as a training procedure for teaching correct printing. 

Q n ~ l u a i ~ n .  These studies p;ovided evidence that 
r 

self-instructional training, alone or augmented, cyan be an 

effective treatment far increasing self-control and emergent 

skills, for teaching new behaviors, and for influencing 

attitudes. -The efficacy of self-instructional training was ' 

supported across a wide range of ages (preschool to adolescence) 

and a variety of problem situations--self-control, interpersonal, 

and cognitive. However, its superiority over other treatments 

has not been established, and appropriate ~ond~tions for its 

application need to be clarified. Robin et al. (1975) noted the 

difficulties that researchers have had in training children and 

adults in consistent use of self-instructions. Arnold and 

Forehand (1978) and Kendall I19821 suggested that changes in 

children's impulsive behavior may be due to maturation. Although 

- t h e  research to date is promising, further comparative outcome 
Y 

*dies are needed to evaluate the role of self-instructional - 
\ 

- 
training and to judge its efficacy compared to other ,treatments, 

,": 
f' 



Sfrsas=Lnn~ula~i~n-Tr~iniag~Sf~dies 

S t u d i e s  i n  t h i s  s e c t i o n  compare t r ea tmen t  outcomes of 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  t o  t h e  outcomes of 

cogn i t i ve -behav io ra l  and o t h e r  t r e a t m e n t s .  Although none of  

t h e s e  s t u d i e s  inc luded  a named s t r e s s - i n o c u l a t i o n  t r a i n i n g  

t r e a t m e n t ,  a l l  of  t h e  reviewed s t u d i e s  con ta ined  t r e a t m e n t  

components of s t r e s s - i n o c u l a t i o n  t r a i n i n g .  S t u d i e s  c o n t a i n i n g  

cogn i t i ve -behav io ra l  t r e a t m e n t s  s i m i l a r  t o  o r  based on 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  components a r e  cons ide red ,  f o r  t h e  

purposes  of  t h i s  review,  t o  be  examples of s t r e s s - i n o c u l a t i o n  

t r a i n i n g  r e sea rch .  S tdes s - inocu la t ion  t r a i n i n g  was employed 

i n i t i a l l y  t o  t r e a t  phobias  (Meichenbaum & camera,#, 1972a; 1974) ,  

anger (Novaco, 1974) , and p a i n  (Turk,  1975, 19?8) . The broad 

a p p l i c a b i l i t y  of t h i s  t r a i n i n g  procedure  is i l l u s t r a t e d  by t h e  

d i v e r s i t y  of s t u d i e s  cavered he re .  The s t u d i e s  reviewed i n  t h i s  

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

t r e a t m e n t s  f o r  phobias  (Meichenbaum and Cameron, 1972a, 1974);  

t e s t  a n x i e t y  ( G o l d f r i e d ,  Linehan,  & Smith, 1978; Holroyd, 1976; 

Leal, Baxter ,  H a r t i n ,  & Xarx, 1981; Meichenbaum, 1972a) ;  speech 

anxiety ( P r e m u w  h Z i t t e r ,  1978; Weissberg, 1977);  n o n a s s e r t i v e  

s e h a v i o r  (Carmody, 1978; Thorpe, 1975) )  t e n s i o n  headaches 

iBaIrayd, Andrasik & Westbrook, 1977) t obesity (Dunkel & Gla ros ,  

19781; an6 c r e a t i v i t y  tHeicRenbaum, I Y E a ) .  S t r e s s - i n o c u l a t i o n  

t r a i n i n g  g e n e r a l l y  h a s  a t tempted t o  change behavior  by reducing 



o r  e l i m i n a t i n g  maladapt ive  t hough t s  and behaviors .  Meichenbaum's 

s t u d y  on c r e a t i v i t y  (1975a) ,  on t h e  o t h e r  hand, used 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  t o  i n c r e a s e  c r e a t i v e  behaviors .  T h i s  

expe; iment sugges ted  t h a t  s t r e s s b - i n o c u l a t  ion t r a i n i n g  can be 

e f f e c t i v e  i n  e i t h e r  i n c r e a s i n g  o r  dec reas ing  t a r g e t  t hough t s  and 

behav io r s .  S t r e s s - i n o c u l a t i o n  t r a i n i n g  t r e a t m e n t s  can be  used t o  

i n c r e a s e  e x i s t i n g  behav io r s ,  t o  t r a i n  new ones ,  o r  t o  d e c r e a s e  

xmladapt ive  ones .  C l i n i c a l  p o p u l a t i o n s ,  s u b j e c t s  who e x h i b i t e d  

prob lemat ic  o r  malaaap t ive  behav io r s ,  were used in many 

exper iments .  The use  of c l i n i c a l  popu la t ions  i n  comparat ive  

outcome s t u d i e s  can p rov ide  p e r t i n e n t  and laore a c c u r a t e  

in format ion  about p o s s i b l e  t r e a t m e n t  outcomes when a t r e a t m e n t  is 

used w i t h . a  s p e c i f i c  p o p u l a t i o n ;  being a b l e  t o  match a t r ea tmen t  

t o  a s u b j e c t ' s  c o g n i t i v e  o r  behaviora.1 c h a r a c t e r i s t i c s  is an 

important  c o n s i d e r a t i o n  i n  s e l e c t i n g  a t h e r a p e u t i c  i n t e r v e n t i o n .  

lleichenbaum and Cameron ( l972a)  i n v e s t i g a t e d  t h e  r e l a t i v e  

e f f i c a c y  of s t r e s s - i n o c u l a t i o n  t r a i n i n g  f o r  

Uale v o l u n t e e r s  were sc reened  f o r  c l i n i c a l  phobias  t o  bo th  rats 

and snakes; men vhose a c t i v i t i e s  were c u r t a i l e d  

fears were ass igned  t o  one of  fou r  c o n d i t i o n s :  

s t r e s s - i n o c u l a t i o n  training, s e l f - i n s t r u c t i o n a l  

because of  these 

t r a i n i n g ,  

systeratic desensitization, and a wait ing list central./ 
Treatxents hzexc administered indi~idually, in & 1-hour aesaions , 

over  4 weeks. Stress-inoculat ion t r a i n i n g  inc luded  seven 

2 



t rea tment  components, a l l  of  t h e  coaponents s p e c i f i e d  by 

lleichenbaum (1977a),  except s e l f - i n s t r u c t i o 6 s r  (1) l e a r n i n g  ' 

about t h e  r o l e  of thoughts  on behavior; 

cogn i t ive  and phys io log ica l  stress; (3) 

r e a c t i o n s  as d i v i s i b l e  i n t o  four  s t a g e s  

s t a g e  using a problem-solving approach; 

se l f -s ta tements  t o  use  a t  each s t a g e  of 

( 2 )  s e l f  -monitoring f o r  - 
c o n c e p t u a l i d n g  phobic 

and planning f o r  each 

(4 )  developing coping 
< 

t h e  phobic reac t ion1 (5)  

re laxing  by a l t e r n a t i v e l y  t i g h t e n i n g  and re lax ing  muscles 'and by. 

deep brea th ing;  f6f rebears ing  newZy-Zearned self-statements 

through s e l f  - i n s t r u c t i o n a l  t r a i n i n g  1 and (7)  applying coping 
A s t r a t e g i e s  t o  a nonphobic a t r e s s o r ,  i n  t h i s  c a s e ,  unpredic table  . 

L ,  

e l e c t r i c  shock. S e l f - i n s t r u c t i o n a l  t r a i n i n g  included t h e  same 

f i r s t  f i v e  components; men, in t h i s  cond i t ion  d i d  n o t  apply t h e i r = .  

c o p i n g ' s k i l l s  t o  a s t r e s s f u l  experience nor d id  they p r a c t i c e  
- 

them using s e l f - i n s t r u c t i o n a l  t r a i n i n g .  Systematic  

d e s e n s i t i z a t i o n  paired deep muscle r e l a x a t i o n  with i m g i n a t i o n  of 

anxiety-producing scenes ,  Men i n  t h e  c o n t r o l  cond i t ion  received 

only  pre- and postassessments .  Half of t h e  eren i n  each cond i t ion  

*re  h o c o f a t e d  or  desenrri t ized only t o  rats and the other half 

t o  snakes.  

The dependent measure w a s  an approach t o  each of t h e  phobic 

dition fnr xekcing fear and far gmwking treatMnt 

g e n e r a l i  s a t i o n .  S e l f - i n s t r u c t i o n a l  t r a i n i n g  w a s  also an 



effective treatment, Hen in the desensitization condition 

demonstrated reduced fear to the animal to which they had been 

desensitized; however, a$y demonstrated minimal generazieation 

to the animal to which they had not been desensitized. The 

authors interpreted these results as strong support for the 

efficacy of both stress-inoculation training and 

self-instructional training. 

Goldfried et al. (1978), H-olroyd (19761, Leal et al. (19811, 

and Refchcnbaum rf m a t  invastEgatad the relat ive  efffcacy of 

stress-inoculation training c o w a r d  to other treatments for test 

anxiety. Htichenbaum8s (1972a) study of the efficacy of a 
P 

cogplitive modification treatment for decreasing test anxiety in 

university undergraduates was an early example of 
I 

stress-inoculation training. This treatment contained several 
- - - -  - - - --- - -- 

stress-inoculation training components: (1) explaining the role 

of cognitions in maladaptive behavior; (2) self-enitor inqr (3) 

coping strategies, including coping self-statements, task 

relevant self-instructions, and coping and mastery imagery; and 

( 4 )  deep breathing for relaxation, Stress-inoculation training 

was corpared to a desensitization treatment and a waiting control 

condition, Group desensitization consisted of -progressive 
\ 

rtlaratiei? training, imagery trainiffe, and grasp &sensi t ie&ien 

pzncaIuKEB autlincdhy Paul andShannan 119661, mcantral 

g r 6 w a a  assessed but not given training. Students were 



ass i gncd 

matching 

p l a c e  i n  

t r a i n i n g  

low test 

t o  c o n d i t i o n s  i n  a randomized procedure c o n s t r a i n t &  by 

on sex  and i n i t i a l  test  anx ie ty  scores, . Train ing  t o o k  n 
e i g h t  1-hoar s e s s i o n s t  both group and i n d i v i d u a l  

were g iven ,  A group of 10 peer  s t u d e n t s ,  selected by 

anx ie ty  s c o r e s  on a f e a r  survey schedule similar t o  

Geex's {1965), rece ived  the same preasserrsment measures, D a t a  - 
from t h i s  group provided b a s e l i n e  apeasures,for low t e s t  anxious - - 
s tuden t s .  

S tudents  were assessed  on s e l f - r e p o r t  measures, performance 

.casures ,  and grade  p o i n t  average.  The Alpcr t  and h e r  (1960) 

test anx ie ty  ques t ionna i re  provided s c a l e s  f o r  d e b i l i t a t i n g  

anx ie ty  and f a c i l i t a t i n g  anx ie ty ,  Se l f - repor t  measures were used 

t o  assess t h e  degree t o  which a n x i e t y  was perceived t o  be a 

problem and t o  a s s e s s  t h e  emotional - - -  and - c o g n i t i v e  - - s t a t e s  -- - - - - - - of - - 

s t u d e n t s  during analogue t e s t i n g  s i t u a t i o n s ,  Analogue t e s t i n g  

procedures included perforstance measures be l ieved t o  be a f f e c t e d  

by test  anxiety:  a d i g i t  8-01 test  (Brown, 1969) and Raven's 

Test  of Progress ive  Hatrices (1956).  Grade p o i n t  average was a 

f u r t h e r  perforlrance measure. These measures were used f o r  pre- 

and pos t t rea tment  asseasotents. The Alper t  and Haber 

ques t ionna i re  was completed by a l l  s t u d e n t s  in t h e  experiment a s  

a follow-up .measure. J 

d i f f e r e n t  p r i o r  t o  t rea tment  and t h a t  t rea tment  outcomes d i d  no t  



-* 
i-: d i f f e r e n t i a t e  between'gr4up and i n d i v i d u a l  t reatment@, The 

revealed s t a t i s t i c a l l y  r e l i a b l e  d i f f e r e n c e s  i n  improrcme~t  

d a t a  

between groups,  Qutcoaes f o r  s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  

although d e m o n ~ t r a t i n g  g r e a t e r  improvement, were s t a t i s t i c a l l y  

s i m i l a r  t o  those  f o r . t h e  d e s e n s i t i z a t i o n  t rea tment .  Both 
I 

t rea tment  groups improved r e l a t i v e  t o  t h e  c o n t r o l  group on grade  

p o i n t  average and t h e  d i g i t  test .  I n  a d d i t i o n ,  s t u d e n t s  

rece iv ing  s t r e s s - inocu la t ion  t r a i n i n g  outperformed o t h e r  s t u d e n t s  

on t h e  measure o f  g raae  p o i n t  average. On self-report measures, 

both t rea tments  d e m n s t r a t e d  s t a t i s t i c a l l y  reliable reduct ion  i n  

d e b i l i t a t i n g  anx ie ty ,  and improvement was maintained a t  follow-up 

1 nonth l a t e r .  S tudents  i n  s t r e s s - i n o c u l a t i o n  t r a i n i n g  showed 

s t a t i s t i c a l l y  r e l i a b l e  i n c r e a s e s  i n  f a c i l i t a t i n g  dnxiety.  

Mefchenbaum hypothesized t h a t  t h e  s t r e s s - i n o c u l a t i o n  t r a i n i n g  
- - - - 

group learned  t o  view t h e  onse t  of anx ie ty  as a p o s i t i v e  cue t o  

p r a c t i c e  coping s k $ l l s .  S tudents  i n  t h e  s t r e s s - i n o c u l a t i o n  

t r a i n i n g  cond i t ion  were s t a t i s t i c a l l y  s i m i l a r  t o  low t e x t .  anxious 

peers a t  pos t t r ea tmen t ,  

Holroyd (1976) a l s o  researched t h e  comparative outcome o'f 

s e v e r a l  t r ea tmen t s  f o r  test  anxie ty .  H i s  work was s i m i l a r  t o  

Meichenbaum's in terms of sub jects , dependent measures, and some 

T e s t C ( A l p e r t  & Haber, 1960).  S tudents  were assigned randomly t o  



conditions with constraints for matching groups on sax 

of anxiety and for students1 scheduling. Treatments included 

cognitive, desensitization, stress-inoculation training, 

pseudotherapy, and waiting list control, The cognitive treatment 

had several stress-inoculation training components: (1) 

explaining the role of cognitions, (2) self-monitoring, and (3) 

using positive and attention-focusing self-statements. The 

desensitization treatment, following Paul and Shannon's (1966) 

procedures, paired deep muscle relaxation with 

anxiety hierarchy scenes. stress-inoculate 

cognitive and desensitization conditions, Group interactions in 

the combined condition were curfailed in order to complete this 

treatment in the same length of time allotted to each of the 

other treatments, Treatment components were: (1) teaching the 
- - 

role of cognitions, (2) self-monitoring, (3) positive 

self-statements and attention-focusing self-instructions, and (4) 

relaxation. The pseudotherapy, to control for nonspecific 
9 

treatment effects, trained students in meditation exercises based 

on a placebo procedure (HcReynolds, Barnes, Brooks, and Rehagen; 

1973). Waiting list students received assessments only. 

Training was given in seven 1-hour group sessions, with a 1-week 

hiatus between sessions 6 and 7. 

Q e p e m k n t m e a a u r e ~ y e ~ e ~ t O t h a s e w e d h y n e i c h e n b a u m  

(1972a): self-report, analogue testing performance, and grade 



point arerage. There we're no reliable group or therapist 

differences prior to treatment. On self-report measures, 

students in the four treatment conditions showed reliable 
u 

decreases in debilitating anxiety over those students in the 

waiting list control group. The researcher suggested that this 

lack of treatment diffe-rentiation m y  have resulted from 

nonspecific treatment factors common to all treatments, including 

the pseudotherapy treament. On analogue testing, students in 

- the cognitive condition demonstrated statistically reliable 

improvement over all other students. The cognitive treatment was 

more effective than stress-inoculation training, which, in turn, 

was more effective than either desensitization or 

pseudotreatment; the latter treatments were equivalent and more 

effective than the control condition. On the digit symbol test, 
- 

only cognitive and stress-inoculation training groups showed 

reliable improvementt'the other conditions did not differ from 

each other. On anxiety measures, the cognitive treatment was 

reliably more effective than stress-inoculation training, 

desensitization, or pseudotreatment, all of which were equivalent 

to each other and m r e  effective than the control condition. 

This improvement was maintained at a 1-month follow-up, eeept 
/ 

for the desensitization t ~ e a t ~ s t .  The latter treatzaent;had 

become reliably m e  effect ive  than either skrm-inoculation 

training or the pseudotreatment, On grade point' average, 



students in the cognitive condition demonstrated reliably greater 

increases than aJl other students; students in the 

desensitization, stress-inoculation training, and pseudotreatment 

groups were equivalent to each other and had reliably higher 

grade point averages than controls. 

These results were interpreted as support for the efficacy 

of a cognitive, attention-focusing treatmeat for test anxiety. 

Students in the cognitive condition outperformed other st6dents 

on almost all measures. The researcher hypothesized that the 

superiority of cognitive treatment, in part, resulted from the 

specific cognitive procedures employed; however, these could not 

be distinguished by the design employed in the experiment. The 

general lack of differentiation beeween stress-inoculation 

training, desensitization, and the pseudotreatment raised 

questions about the efficacy of these treatments. The author 

suggested that procedural variables rather than content variables 

may have influenced treatment outcomes. 

Leal et al. (1981) investigated the relative efficacy of 

stress-inoculation training and desensitization treatments for 

text anxiety with grade 10 high school students. This study was 

based in part on Heichenbaumls (1972a) and Holroydes (1976) work. 

Br- a p001 of vuItfr&ee~s~ 343 g ~ & e  10 stu&e&s weie screened for 

rather than test anxiety and ebosc whose test anxiety was related 



to poor study habits. Students were randomly assigned to one of 

three conditions: stress~inoculation training, systematic, 
, 

desensitization, and waiting list control, Stress-inoculation 

training was more similar to Holroyd's cognitive treatment than 

to Xeichenbaum's stress-inoculation treatment (1972a); the 

components included: (1) teaching the role of cognitions, (2) 

self-monitoring, and (3) positive se3f-statements. The 

desensitization condition was modeled afterbHolroyd's (1976) 

treatment, pairing muscle relaxation with imagined scenes 

containing increasing degrees of anxiety. Students in tbe 

waiting list condition received only pre- and postassessments. 

Training took place in six 1-hour group sessions, held weekly. 

Dependent measures were ihree performance instruments. 

Data were analyzed by ANOVA'S, There were no reliable 

differences on the Anxiety Differential (Husek & Alexander, 

1963) . Post hoc analysis on Raven's Standard Progressive 
Matrices (Raven, 1965), the analogue testing measure, revealed 

that the desensitization group had improved reliably more than 

other groups. The stress-inoculation training group delsonstrated 
4 

reliably decreased scores on the State-Trait Anxiety 

Inventory--State form (Spielbergcr, Gorsuch, & Lushene, 1970). 

The E ~ E W ~ ~ S  were interpreted earefufiy, with particular attention 

to the apparent s u p x i a r i t y  of  deaensitlxatinn tJxdr&q Qn the 

analogue test measure. Inspection of the data revealed that the 



greater within group variability of the scores from the 

stress-inoculation training group required a greater improvement 

on performance scores in order to reach a statistically reliable 

result. The stress-inoculation group improved its Raven Matrices 

scores by 76% of its pretest standard deviation while the 

desensitization group increased- their scores by 30% of the 

pretest standard deviation. The amount of improvement shown by 

students in the stress-inoculation training condition had been 

large, but it was not sufficiently large enough to overcome the 

greater requirements for statistical reliability. The autho~s 

cautioned that accepting at face value the results of the 

statistical analysis based on the Raven's scores might lead to a 

Type I1 error. They further pointed toward the clear superiority 

of stress-inoculation training based on the &xiety measure; 90% 

of the students in the stress-inoculation group improved in 

comparison to 40% in the desensitization group. This finding'i - 

supports the use of stress-inoculation training treatment as a A 

superior treatment on self-re- measures of test anx-iety for 

high school students as well as university students. The lack of 
9 

a clear conclusion as to the relative efficacy of the two 

treatments on the performance measure also concurred with 

previous research; no strong conclusion has been reached yet as - 

anx ie ty .  

- 



Goldf ried et al. (1978) also coGared stress-inocolation 

training to another treatment, in this case, prolonged exposure 

to anxiety-producing scenes from a test-taking hierarchy, In 

this study, 15 men and 21 women answered advertisements for 

subjects and were assigned to conditions using within sample 

matching procedures, St ress-inoculat ion training contained the 

following components: (1) explaining the role of cognitions, (2) 

self -monitoring , and (3) coping self-statements . Cop-ing 
self-statements were practiced using a standardized hierarchy of 

test-related scenes; subjects were instructed to imagine 

themselves in the scene, focus on their negative thoughts, and to 

write positive, coping self-statements. Subjects were encouraged 

to practice these c o m g  strategies in-yiyp. The prolonged 

exposure treatment was similar in content to stress-inoculation 

training;. the same hierarchy scenes were used. -Subjects in this 

1 
condition were told to attend to their anxious feelings during 

\ 

' each scene presentation. The rationale for this treatment 
J 

emphasized habituation and extinction as means of reducing test 
C 

anxiety. The third condition was a waiting list control group 

which participated only in assessments. Training took place in 

six 1-hour group sessions, meeting weekly. 

Depkndent measures were s ix-.+questionnaires to measure 

different aspects of test anxiety and three ratings of anxiety 

taken before and following an analogue test situation. No 



statistically reliable differences between gmups existed before 

treatment. Data were analyzed by ANOVA'S, On the anxiety 

measures, subjects in the stress-inoculation training condition 
1 

Y - were reliably less anxious than subjects in the other conditions, 
'3 

and subjects in stress-inoculation training and exposure 

conditions were leas anxious than the controls. On measures of 

general anxiety, subjects in stress-hoculation training were 

less anxious than subjects in either the exposure or control 

conditions, which were not reliably difJerent from each other. 

Overall, students in the stress-inoculation training condition 

demonstrated reliable improvement on all but one measure of test 

and generalized anxiety. Students in the exposure group improved 

reliably only on three measures and the control group on none. 
L 

At a 6-week follow-up, subjects in stress-inoculation training 

reported r~=gbl$?less anxiety than subjects in the other 
-, 

conditions on three measures. The results were interpretedjas 

support for stress-inoculation training as an effective treatment 

for reducing test anxiety; subjects in this cognitive treatment 

were the only subjects who reported decreased anxiety prior to 

the analogue exam and a general reduction in anxiety. 

Weissberg ('1977) attempted to replicate Meichenbaumls 

I 1 9 7 2 a f  results with a speech anxious population of undergraduate 
/ 

students. He used a stress-inoculation training tr.eatment 

sinilar to Meichenbaum's and two desensitization treatments, one 



aodified from ~eichenbaum in incorpora t ing  coping imagery during 
i 

t h e  p r e s e n t a t i o n  of v e r a r c h y  scenes and t h e  second ollowing 
rp i 

procedures o u t l i n e d  by Paul (1966). ' A l l  treatpent conditions 

were subdivided i n t o  d i r e c t  and v ica r ious  treatznent formats ,  

making s i x  t rea tments .  A c o n t r o l  condi t ion  was formed from 

s t u d e n t s  whose schedul ing c o n f l i c t s  prevented them from being 

assigned t o  a cond i t ion .  The o the r  93 v o l u n t t t z s  were assigned 

randomly t o  a , t rea tment .  Tra in ing  took p lace  i n  three veekly 

group s e s s i o n s  l a s t i n g  2 hours each. The d i r e c t  t rea tment  

s e s s i o n s  were videotaped, and the v ica r ious  groups a r e  

i n s t r u c t e d  t o  watch the t a p e s  of t h e  d i r e c t  t r e a t a e n t s  as they 

would watch a TV proq,ram. Ro t h e r a p i s t  was presen t  i n  t h e  

v ica r ious  cond i t ions ,  

Behavioral c h e c k l i s t  f o r  Performance Anxiety (Paul ,  1966) . The 

Check l i s t  contained.20 observable  behaviors a s s o c i a t e d  with 

anxie ty .  Students  were videotaped rating i p e e c h e s ,  and. t h e i r  

speech behaviors  were assessed  and ra ted  from t h e  t apes .  Two of 

t h e  s e l f - r e p o r t  measures assessed  speech anx ie ty  and t h e  o t h e r s  

measured genera l  anxiety. Postassessment followed t rea tment  by 1 

week, and follow-up vas 11 weeks l a t e r .  

Results showed cbn&tcnt d c c r e a k s  i n  anx ie ty  s c o r e s  a c r o s s  
> - 
ti-; s t u d e n t s  in  the c o n t r o l  condi t ion  demonstrated r e l i a b l y  

less improvement than t r e a t e d  s tuden t s .  Although t h e r e  were no $ ' 



s t a t i s t i c a l l y  r e l i a b l e  r e s u l t s  from s e l f - r e p o r t  measures, s o ~  

measures of  g e n e r a l  a n x i e t y  approached s t a t i s t i ca l  r e l i a b i l i t y .  

This t r e n d ,  which favored  t h e  d i r e c t  s t r e s s - i n o c u l a t i o n  t r a i n i n g  

c o n d i t i o n ,  w a s  not mainta ined  a t  follow-up. On b e h a v i o r a l  

measures, d i r e c t  s t r e s s - i n o c u l a t i o n  t r i i n i n g  and d i r e c t  - 

d e s e n s i t i z a t i o n  t r e a t n w n t s  demonstra ted s t a t i s t i c a l l y  reliable 

d e c r e a s e s  in  obse rvab le  a n x i e t y  du r ing  a speech p r e s e n t a t i o n ,  I n  d 

comparison t o  c o n t r o l s ,  treated s t u d e n t s  d e w n s t r a t e d  r e l i a b l e  

r e d u c t i o n s  i n  speech a n d ' g e n e r a l  a n x i e t y ,  These r e s u l t s  provided 

some support f o r  s t r e s s - i n o c u l a t i o n  t r a i n i n g  as a t r e a t m e n t  f o r  

reducing speech - and g e n e r a l  anxiety and f o r  the e f f i c a c y  of+ - - 

direct q8wt v i k a r i o u s  t r e a t m e n t s ,  P o ~ t t e s t  t r e n d s  sugges ted  t h a t  
i 

s t r e s s - i n o c u l a t i o n  t r a i n i n g - m y  be more e f f e c t i v e  t h a n  
i 

Weissberg concluded t h i t  h i s  data provided some,suppor t  f o r  

Ueichenbauats  (1972a) c o g n i t i v e  mod i f i ca t ion  t r ea tmen t .  
- 

Fremouw and Zitter (1978) compared .Me r e l a t i v e  e f f i c a c y  of 

a s t r e s s - i n o c u l a t i o n  t r a i n i n g  t r e a t m e n t  t o  a s k i l l s - t r a i n i n g  

t r e a t m e n t  f o r  speech a n x i e t y .  Prom a pool  o f  undergradua te  

students, 4 6  speech anxious  s u b j e c t s  were selected b i p d  on 

s c o r e s  on the Per sona l  Report  of Cumsinicat ion Apprehension 

(ReCroskey, 1970) , Thest 19 men and 27 women were divided i n t o  

groups of high and low social a n x i e t y  based on scores from the  

Social Anxiety and D i s t r e s s  Scale (Watson & F r i e n d ,  1969) and 
d 



I 

assigned randomly . t o  a cond i t ion ,  Condit ions wereg stills 

t r a i n i n g ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  d i scuss ion  placebo,  and 

r a i t i n g  list c o n t r o l .  Thus t h e r e  were eight gr 

condi t ione  x tk anxie ty  l e v e l s .  The 

used modeling, behaviora l  r e h e a r s a l ,  and videotaped feedback t o  

teach  seven . s k i l l s  specific t o  pub l i c  speaking, 

Stress- inocula t ion  t r a i n i n g  included s e l f  -monitoring, coping 

se l f -s ta tements  p r a c t i c e d  c o v e r t  imagery, and deep muscle 

r e l axa t ion .  The d i scuss ion  group used videotaped group 

' d i s c u s s i o n s  of i n t e r p e r s o n a l  t o p i c s  as t h e  con ten t  of  t r e a t s e n t .  

S tudents  in t h e  waiting list cond i t ion  received the-same pre- and 

p o e t t e s t s  as t h e  o t h e r  s t u d e n t s  bu t  were t o l d  they  would have t o  

wait f o r  t rea tment .  Tra in ing  took p l a c e  i n  f i v e  1-hour group 

s e s s i o n s ,  held weekly. 
--- - - -- -- - - -  - -  

,'* 
% Dependent measures included s e l f - r e p o r t  instruments ,  used 

f o r  s u b j e c t  s e l e c t i o n  and t rea tment  p e r a l i z a t i o n :  and four  

.behav io ra l  measures and one s u b j e c t i v e  measure, The a t t r i t i o n .  

r a t e  of s t u d e n t s  r i s u l t e d  i n  r e l i a b l e  group d i f f e r e n c e s  p r i o r  ' t o  
J 

t rea tment$  data were analyzed by using p r e t e s t  s c o r e s  as 

c o v a r i a t e s  and p a t t e s t  s c o r e s  as dependent measures. On a 

measure of 1 4  inappropr ia t e  speaking behaviors  (Hulac r Sherman, 

19741, the skil3.s-training and s t re s s - inocu la t ion  t r a b i n g  groups 

fwifk* *fend fhPEK 6f H ! k e k t % t e W & m e & -  
i 

i q r o v e a e n t  over s t u d e n t s  i n  t h e  c o n t r o l  group. On r a t i n g s  of 



e, 
overall anxiety vbih making a speech, students in the 

skills-training and stpsfloculat ion training conditions 

revealed reliably more improvement than the controls; students 

the stress-inoculation training condition also improved reliabl 

=re than did students in the discussion condition, On the 

self-report measure of confidence as a speaker ffaul, 1966), 

students in the skills-training group outperformed all other 

groups; stress-inoculation training outperformed the discussion 
- 

group, At a 2-month follow-up, assessed by self-report 

instr-nts, students in the skills-training and 

stress-inoculation training groups continued to show improvement, 

On the measure of confidence as a speaker, students in the 

stress-inoculation training group outperformed those in the 

control group but were no l o n ~ r c l i a b l y  different- in 

the discussion group. On generalization measures, students in 

the skills-training and stfess-fnoculation training conditions 

improved more than did the students in other conditions, but 

there was no reliable difference between groups. The experiment- 

also investigated a subject x treatment interacbion. The results 

revealed Tbat students with low social anxiety reliably 

outperformed students with high social anxiety on two Bteasares of 

speaking anxiety and confidence. Trends suggested that students 

with high social anxiety LllproveiX e r e  Tn €he stress-inocuIZtTWn 

traininuondition, while skills training wae an effective 



treatment for either high or low social anxiety, 

mis experiment demonstrated that both akills training and 
stress-inoculation training were effective treatrents for speech 

anxiety and that skills training was the more effective. The 

coibination of cognitive strategies and relaxation was effective 

in rdueing.anxiety relative to eontrol etudentrr ctnd appec~red to 

be a ti- efficient treatment. A subjects x treatment 

interaction, suggested by a trend, would need to be researched 

further. The authors speculated that stress-inoculation training 
I 

right be an important treatment for maximizing treatment 

generalitat-ion when skills training was too specific a treatment# 

unfortunately, the experiment did not reveal generalization 

effects. This hypothesis will need to be researched. 

Thorpe /I9751 =d Camody f1978) invastdqatedthsefficacv--- -- 

of stress-inoculation training treatments with n~nassertive 

college undergraduates and personnel. Phorpets subjects were 32 

volunteer student8 who had received predetermined scores on a 

Conflict Resolution Inventory (HcPall & Lillesand, 1971). Scores 

were divided into high, medium, and low ranges. Students vere 
"i 

assigned to treataents using a random procedure ~~Bgtrained by 

score range, sex, and scheduling restrictions. Carmdy recruited 

,-- --- -- - - 

ZEFl t 153 u a ~ s i m ~  wsre agslgnea randomly to treatments. 

Carlody compared a stress-inoculation training treatment with 



rational-emtive therapy' and behavior a~ssrtion training. 

'Phorpe used 12 situations to which an assertive response was 

appropriate as the basis for therapy. The treatments, 

stress-inoculation training, desensitization, and 

rsrodeling-rehearsaz, leay suggest a dismantling study8 however, 

Thorpe purpoeed a comparative outcome study. Stress-inoculation 

training treatment included: (1) explaining the role of 

cognitions, (2) awareness of negative cognitions, (3) production 
- 

of positive self-state&nts, (4) modified aelf-instructional 

training, and (5) practice, In the mdif ied self -instruc&ional 

training, a therapist modeled an assertive response to a 

situation which a student rehearsed overtly and then'covertly. 

The desensitization treatment followed procedure8 used by Paul 

and Shannon (1966); Thorpe instructed 8tudents to imagine 

themaelves responding assertively in each scene. The therapist 

rodeled appropriate assertive responses for a& situstion. In 
J 

the modeling-rehearsal treatment, students role-played scenes, A 

therapist mad an unreasonable request and a student responded 

with a typical (nonahsertive) answer. After giving corrective t 
feedback, the therapist rule-played appropriate, assertive 

responses. Pol~owing coaching, the student practiced the 
- - -  --- 

response, Studants in the control group disc&ssed tirighi u• ’  

t he i r  nursassertBn~ beha 
--- -- 

viof=, Treatment was given once weekly, 

in six 1-hour sessions. 



dekndent measures included self-report, behavioral, and 

physiological measurer. Self-rep~rt measures assessed 21 

assertiveness and gcncralizetl anxiety. Behavioral measures rere 

student responses to 13 assertion appropriate situations derived 4 \ 

w 1 

from &Fall and Lillesand (1971); responses were rated on a 
i 

5-point scale. Pulse rate and finger sweat teste were , 

administered during and following behavioral measures. Subject 

response to an importuning telephone caller was the follow-up 

assessment. 
* ,  

#o statistically reliable differences between gronge prior 

to treataent were observed, ~oattreutatent acores on the Conflict 

Resolution Inventory showed general improvement. Alcsertive 

scores demonstrated reliable dikfer~nccs in improvement between 

. Stress-inoculat ion-training and -modeling-rehearsal 
1 

treataents were superior to the control condition, and 

stress-inoculation training was mapexfor to demmsitixakien. 

Similar results were observed for nonaesertive and difference 

(between assertive and nonassertive) scores. The control group 
t -  

had reliably higher scores on the nonassertive meaeure. 

Stress-inoculation training and modeling-reheareal treatments 

uere superior to the control, and desensitiaation was superior to 
-- 

the control, S h i l a r  patterns of differential group ~rf6iiiaike 

were dsge& wbm acorta faf tr4lnaa mtzatafned assertion - - -- - - -- - 

situations uere analyied. On a generalization naaeure, 
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situations for which training had not been given, the performance 

of students in stress-inoculation training and rodeling-rehearsal 

conditions wae superior to that of control students. A similar 
e 

pattern emerged for those situations used in training: students 

in stress-inoculation training and wdeling-rehearsal conditions 

were superior to students in deaeaaitization and control 

conditions. Scores on autonomic meaeuree were not reliably 

different. Responses to an ierportuning telephone caller 3 weeks 
6 

following treatlaent revealed no group differences, These results 

suggested that stress-inoculation training and modeling-rehearsal 

treatments were equally effective in treating nonaserertfve 

behavior. These treatments were superior to the deemsitination 

treatment which was, in turn, superior to the control condition, 

The stress-inoculation - - - - - - training - - - - - treatment - - was --- judged - m e t  - - - - -- 
i d  

effective because it was superior to desensLtization while the 

&ling-rehearsal treatrent was sqmrier only kv &he cont~ol 

condition. 

Carmody's (1978) research on nonassertive behavior compared 

the relative efficacy of rational-emotive therapy, behavior 

aasertion training, stress-inoculation training, and a control 
.e 

condition. Rat ioaal-emtive therapy was corbined with behavioral 

rehearsal. Subjects learned to Xdentgfy, exarfne,and dJsmte 

behavior .  They lcaxned 'md practiced positive self -statements 



and avert, assertive behavior. In behsvior assertion training, 
I 

overt, assertive behaviors were Bodeled; subjecte were coached in- 

performing these babavfors and then practiced them. Cckgnitiwe ' 
- 

contributions to nonassertive behavior were not discussed. In 

stress-insulation training, subjects  learned: (1) about the 

influence of cognitions on behavior, f 2 )  a problem-solving 

D 
orientation, (3) coping self-etatements, (4) self-instructions, 

and ( 5 )  overt, assertive behaviors. They practiced these skills 

while role-playing assertive scenes. A delayed treatment group 

served as a control. Subjects were assigned randomly t o  

conditions. Trainfng took'place btl small groups during four 

90-minute sessions. 

Dependent measures included eelf-report measures of 

assertiveness and '&cia1 anxiety, - - - - - - - and behavioral -- -- measures based 

on videotaped role plays. There were no statistically reliable 

differences between g r o u p  prior to treatwnk. Data were 

analyzed as change scores. All treatments were superior to the 
x 

control condition on the self-report meagure of assertiveness; 

however, treatments did not differ reliribly -cram each other. 
There were no reliable differences on'behrvi,oral measures, 

although the rational-emotive subjects did perform reliably 

better than other groups on an aeasure, consisting of 
J 

=l=-m+w - +cams- -=--w. vr2 
reliable main effects for time but not for treatments were 
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observed. 'WQre was -no reliable difference between groups on the 

4 telephone call measure. These results rrre interpreted as 

failure to support the superiority of stresq-inoculation training 

over a behavioral treatment for assertiveness training. 

Eblroyd , Andrasik , and Westbrook (1977) researched 

treatments fur tension headaches. They compared 

stress-inoculation training, biofeedback relaxation training, and 

control conditions, Community residents, 27 women and 4 men, who 
+ 

reported having three or lore headaches weekly, were assigned to 

treatments using within sample matching procedures, 

Stress-inoculation training included: (1) teaching the role of 

cognitions; (2k self-monitoring; and (3) cognitive coping 

strategies, including coping self-statements, reappraisal, 

attention deployment, and fantasy.- Biofeedback relaxation 

training focused on subjects' control of muscle contractions that 

contribute to tension headaches. control sub jcctb W t a i n d  
r- 

data records and p-articipated in assessments. Training' took 

place in eight biweekly, individual sessions, lasting 45 ainutes ' 

each. 

Dependent measures were headache symptom, which provided 
.3 - 

~aeasures for occurrence, intensity, and duration; frontalis 

electromyograae$ trait anxiety# and focus of control measures, 

s€a€la€fcalIy  reIisbIe &ffterenceS betwan groups 'were priiimt 

prior to treatment. Beadache data revealed that subjects in the 



s t r e s s - inocu la t ion  ' t r a i n i n g  cond i t ions  had r e l i a b l e  r educ t ions  i n  

headache a c t i v i t y :  t h i s  improvement was nraintained a t  a 15-week 
a .  

folloto-up. Although t h e  biofeedback condi t ion  showed moderate 

improvement, t h i s  iaproveaent  vas no t  r e l i a b l y  d i f f e r e n t  from 
r 

that of the  c o n t r o l  group, which showed l i t t l e  iq rovement .  

Similar patterns qf improvement were noted f o r  separcate 

headache measures. The d a t a  demonstrated t h a t  t h e  s u p e r i o r i t y  of 

s t r e s s - inocu la t ion  t r a i n i h g  over t h e  biofeedback t rea tment  was . 

due t o  g r e a t e r  cons is tency i n  o u t c o m s  achieved by t h e  former 
- .  

0 

group. A l l  s u b j e c t s  in  t h e  s t r e s s - inocu la t ion  t r a i h i n g t c o n d i t i o n  . 

K: repor ted  headache imprgvelent a t  p o s t t r e a t m t  and,cont inued t o  

\ i q r o v e  following the end of t r e e r a n t .  Sub jec t s  i n  . the  
-86 

biofeedback cond i t ion  repor ted  improvement a t  postassessment and - 

of improvement, Sub jec t s  i n  both t rea tments  reporthd r e l i a b l y  

g r e a t e r  decreases  i n  p s y c W o m a t i c  symptoms and medication th%n 
s -'? 

d i d  c a n t r o l s .  Only on t h e  e  -romyogram measure d i d  

biof  eedbaek subjects o u t p e r f o r 6 u b  j e c t s  i n  e t reaa- inoculd t ion  

training; biofeedback subjects d e m n s t r a t e d  r e l i a b l y  lower l e v e l s  

of f rontalis a c t i v i t y .  S t ress- inocula t ion  t r a i n i n g  w a s  

i d e n t i f i e d  a s  an e f f e c t i v e  t rea tment  f o r  t ens ion  headache. These 

' results were in terpreted  with some caut ion  because the 

Dunkel and Glaros (1978) compared t h e  e f f i c a c y  of a 



self-instructional procedure, stimlus control training, combined 

self-instructional procedure with stimulus control 

(stress-inoculation training), and a relaxation control as 

treatments for obesity. - Forty female volunteers, who were 15% 

overweight but weighed less than 260 pounds, were selected and 

assigned at random to conditions. The stress-inoculation 

training treatment was modeled on Meichenbaum's (1975b) work. 

Components of this treatment were% (1) explaining the role of 

emotions; (2) using a problem-orienting approach1 (3) 

self-instructiona1,training; ( 4 )  coping self-statements; (5) 

training in relaxation and breathing; and (6) h-gi~14 application 

of coping strategies to a stressor. Stress-inoculation training 

treatment combined both self-instructional and stimulus control a 
training procedures. Training took place once weekly for 6 

week-a-9 the groip sessions lasted 75 minutes. (Correspondence 

with the second author has not provided further information on 

the nature of the stimulus control or relaxation treatments. 1 

Weight reduction quotients served as the dependent measure. 

~ a t a  showed that w r e n  in the stress-inoculation training 

condition lost reliably more weight than women in the stimulus 
- 

control con a n .  The self-instructional group lost reliably 

more weight than did the relaxation control group. At a 7-week 

folmP-pp, m in ~ - ~ M f m  t trratrr ixrg & 

self-instructional treatments showed continued weight loss 
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c o d i n e  f a n t a s y  and r e a l i t y .  Groups were e q u i v a l e n t  p r i o r  t o  

t r ea tmen t .  On p e r f o r m a ~ c e  measures,  d a t a  r evea l ed  h i g h l y  

consist-d s t a t i s t i c a l l y  r e l i d b l e  group d i f f e r e n c e s  . 
i! 

Studen t s  i n  t h e  s t ress- inoculd@on t r a i n i n g  c o n d i t i o n  performed 
-2- 

cc@isistently h igher  on a l l  c r e a t i v b t y  tests. S t u d e n t s  i n  t h e  
'? 

focus ing  group showbd s t a t i s t i c a l l y  r e l i a b l e  improvement on t w o  

tests. S tuden t s  i n  t h e  stresh=,Jnoculation t r a i n i n g  c o n d i t i o n  

showed improvement over  s t u d e n t s  i n  ' t h e  focus ing  c o n d i t i o n  on t h e  

' Welsh Revised A r t  S c a l e  (1959) ,  whi le  t h e  s t u d e n t s  i n  t h e  

focus ing  c o n d i t i o n  performed r e l i a b l y  b e t t e r  on t h i s  s c a l e  t han  

d i d  s t u d e n t s  i n  t h e  c o n t r o l  c o n d i t i o n .  Three of  the s e l f - r e p o r t  - 
s u b s c a l e s  revea led  r e l i a b l e  group d i f f e r e n c e s .  The 
'4 
s t r e s s - i n o c u l a t i o n  t r a i n i n g  group was s u p e r i o r  on two of t h e s e  

scales; the focus ing  group .was s u p e r i o r  on a n  'exbibitionw scale. 

Heichenbaum sugges ted  t h a t  s t u d e n t s  i n  t h e  focus ing  c o n d i t i o n  
\ 

f e l t . m o r e  c r e a t i v e .  Data r evea l ed ,  however, t h a t  o n l y  s t u d e n t s  

i n  s t r e s s - i n o c u l a t i o n  t r a in ing , cond i t i on  changed hot@ t h e i r  

and performance.  

S ; n a ~ l u g i ~ n .  I n  t h e  comparat ive  outcome s t u d i e s  reviewed i n  

this s e c t i o n ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g  has  been demonstra ted 

t o  be  an e f f e c t i v e  t r e a t m e n t  f o r  a v a r i e t y  o f  problems.  

S t r e s s - i n o c u l a t i o n  t r a i n i n g  was more e f f e c t i v e  t han  o t h e r  

t r e a t m e n t s  for '  t e s t  a n x i e t y  (Go ld f r i ed  e t  h l . ,  1978; ~ e i c h e n b a u m ,  
e 1 9 7 2 a ) ;  speech a n x i e t y  {Weissberg, 1 9 7 7 ) ;  n o n a s s e r t i v e  behavior  



[Thorpe, 1975) ; tension headache [Holroyd et al,, 1977) , weight 
control (Dunkel,& Glaros, 19781; and creativity enhancement 

4 

(Heichenbaum, 1974.j . Only in three cases, (Carmody, 1978; 
F 

frenouv & Zitter, 1978; Holroyd, f976), was stress-inoculation 

training found to be less effective than another treatment, When 

outcomes of st-ress-inoculation training and other treatments were -. 
not reliably different (Leal et al., 1981; Thorpe, 1975; 

Missberg, 1977) , data were interpreted in favor of 

stress-inoculation training. In a variety of problem 

applications, research evidence points toward stress-inoculation 

training as an effective and often  superior treatsent. These 

results are encouraging for further research and development 

using this treatment package. 

C @ G ~ U B ~ Q ~ ~ , , ~ Q P ~ O P I ; B ~ ~ Y S ~ ~ ~ E Q ~ - ~ ~ U ~ ~ ~ @  - 

d 
Treatment outcomes of self-instructional training and 

stress-inoculation training have been compared to those of other 

treatments thought. to be effective in given situations. Studies 

reviewed in this section supported the efficacy of 

stress-inoculation training procedures and generally provided 

evidence of their superiority to other treatments. The 

comparative outcomes of self-instructional training studies did 

not support the superior efficacy of thia treatment, 
< 

~ e f  f - i n a t m ' c t i o n a l  training was sbom to be a superior t ~ e a t m e n t  - , .  

in only a few studies. More frequently, treatment outcomes of 



self-instructional trai&ing were n o t  d i f f e r e n t i a t e d  from thoee of 
'1 

o t h e r  treatmnts. When self-instructional training was found to  

be amre effective 'than other treatments on one or a small nuaber 
\ 

of measures, only q u a l i f i e d  a&qmrt f o r  this treatment could  be 

g i v e n .  Although there  e x i s t s  a growing consensus regarding the 

efficacy of stress-inoculation traiwinq and continuing research 

interest in self-instructional,trainin$, t h e  data a r e  not  + 

c ~ n c l u s i v e .  Further s t u d i e s  are needed t~ r e p l i c a t e  e x i s t i n g  

s t u d i e s  and to clarify the parameters w i t h i n  which 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  h d  stress-inoculation tra in ing  can 

be =st e f f e c t i v e l y  implemented.  



GBiHTEE, SL ,EG?BCLQSZI;PP 

I n  drawing c o n c l u s i o n s  t o  t h i s  paper, s t r u c t u r a l ,  

f u n c t i o n a l ,  and t b c ~ r ~ e t i c a l  c o n s i d e r a t i o n s  have  been cu l l ed  f rom 

precedincy' c e a p t t r s  . T h i s  chapter summar ires c u r r e n t  
/ 

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

s t r e s s - i n o c u l a t i o n  t r a i n i n g  and a d d r e s s e s  the question posed a at 

t h e  end of t h e  f i r s t  c h a p t e r :  a r e  s t l f - i n s t r u c t i o n a l  t r a i n i n g  

and s t r e s s - i n o c u l a t i o n  t r a i n i n g  s u b s t a n t i v e l y  d i f f e r e n t  t r a i n i n g  

procedures? I n  a n s w e r i n g  t h i s  q u e s t i o n ,  s t r u c t u r a l  

considerat ions a r e  d b c u s s c d  f i r s t  , f o l l o w e d  by f u n c t i o n a l  

c o n s i d e r a t i o n s .  Then both sets o f  c a n s i d e r a t  i o n s  are  examined i n  

v i e r  of i l c fchenbaumia  t h e o r y  of c o g n i t i v e - b e h a v i o r  change. After 

r e l a t i n g  t h e  f i n d i n g s  of this paper t o  t h e  q u e s t i o n  t h a t  

i n i t i a t e d  i t r  t h i s  c h s p t 3 ~  will co~clude by examfning t he  

imp1 icat i o n s  of these f i n d i n g s  . 
S 9 ~ r ~ , ~ f , S ~ n r s f r r r ~ f ~ C m ~ f d e ~ ~ i ~ 0 8  

~ o t h  s e l f - i n a t r u c t  i o n a l  t r a i n i n g  and s t r e s s - i n o c b l a t i o n  C1 

t r a i n i n q  were d e v e l o p e d  t o  h e l p  c l i e n t s  c h a n g e  o v e r t  and 

c o q n i t i v e  b e h a v i o r s ,  in '  p a r t i c u l a r ,  t h i n k i n g  processes. 

S e l f - i n s t r u c t i o n a l  t r a i n i n g  wks  used i n i t i a l l y  t o  h e l p  i m p u l s i v e  
w .  

c h i l d r e n  i n c r e a s e  p e r f o r m a n c e  on t a sks  t h a t  r e q u i r e  t h o u g h t f u l ,  

c a r e f u l ,  and systelsat fc c u q n f t  ive processing. S e l f - i n s t r u c t i o n a l  

t r a i n i n g  was des Igned t o  overcome c o g n i t i v e  a n d f o r  b e h a v i o r a 1  

d i f f i c u l t i e s  r e s u l t i n g  from cornprehene ion ,  



M i a t i o n a l  , or p roduc t ion  def icits which i n t e r f e r e  w i t h  

performance,  

S e l f - i n s t r u c t  ional t r a i n i n g  fucuaes  on problem-solving 
4 

behav io r s ,  inc lud ing :  problem d e f i n i t i o n ,  a t t e n t i o n  focue ing ,  

response guidance, s e l f - r e i n f o r c e m e n t ,  s e l f - e v a l u a t i o n ,  coping 

s k i l l s  f o r  e r r o r s  or  fa l fure- ,  and e r r o r - c o r r e c t i n g  procedures .  A 

s e r i e s  of p r a c t i c e  t r i a l s ,  du r ing  which a c l i e n t / s t u d e n t  r e p e a t s  

a modeled set of s e l f - i n s t r u c t i o n s ,  m es from e x p l i c i t  guidance 9 
by a t h e r a p i s t  t o  i n t e r n a l ,  c o v e r t  s e l f -gu idance  by t h e  c l i e n t ,  

!Se l f - i n s t ruc t iona l  t r a i n i n g  is a t r a i n i n g  procedure  t h a t  assists 

a c l i e n t / s t u d e n t  i n  performing a task more e f f e c t i v e l y .  

S e l f - i n s t r u c t i o n a l  t r a i n i n g  has two components: a  cognitive 

modeling component which c o n t a i n s  a f l e x i b l e  ac t  of 

s e l f - i n s t r u c t i o n s  b u i l t  upon a problem-solving procedure  and . a  
- -- 

rehearsal component which c o n t a i n s  a  s e r i e s  of p r a c t i c e  t r i a l s  

that  l e a d  a client to internalize and fallow self-instructions, 

These components focus  on l e a r n i n g  proceasea .  The 

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

clients, b u t  t h e  framework and l e a r n i n g  procedures  remain 

c o n s t a n t .  S e t s  of s e l f - i n s t r u c t i o n s  may be highly s i m i l a r  when 

tasks r e q u i r e  s i m i l a r  c o g n i t i v e  procees ing .  The way i n  which a 

client plans m d  executes a plan is the object of change-viz., 

the kkiRkiRg ~ ~ * M  ~~, v, a& Eef* M 

performance,  I n  sulpmary, s e l f - i n s t r u c t i o n a l  t r a r n i n g  is a 



tw-coiaponent t r a i n i n g  procedure  i n  which t h e  g o a l  is t o  improve 

t a s k  performance by us ing  a f l e x i b l e  se t  of problem-solving 

s e l f - i n s t r u c t i o n s  t o  c o r r e c t  a c o g n i t i v e  d e f i c i t .  

. In c o n t r a s t ,  s t r e s s - i n o c u l a t i o n  t r a i n i n g  grew out of  

a t t e m p t s  t o  g e n e r a l i z e  t r e a t m e n t  effects. Ueichenbaum and 

C a ~ r o n  I19741 s e r e f i d i p i t o u s l y  d i scove red  t h e  power of  coping  

s e l f - s t a t e m e n t s  t o  g e n e r a l i z e  behav io r s  acroos d i f f e r e n t  

coping skills, Meicbcnbaum developed a t r e a t m e n t  p rocedure  t h a t  

h e  naaed s t r e s s - i n o c u l a t  ion t r a i n i n g .  T r a i n i n g  g o a l 8  of  t h i s  

procedure were t o  h e l p  c l i e n t s  cope w i t h  p a i n f u l ,  s t r e s s f u l ,  o r  

other'noxious s i t u a t i o n s .  The purpone of t h i s  t r a i n i n g  W 4 8  t o  

change a broad set of ovtrt  and covert behav io r s  a c r o s s  a wide 

spectrum of s i t u a t i o n s .  

St r e s s - i n o c u l a t i o n  t r a i n i n g ,  as concep tua l i zed  by 

Heichenbaum, is a seven-coPponent t r a i n i n g  procedure .  The f i r s t  

tw coaponents  a r e  e d u c a t i o n a l ;  t h e y  a s s i e t  a c l i e n t  i n  

unders tanding  the e f f e c t s  of  emotions on behavior  and i n  becoming 

aware of t h e  i n t g r d e  enden t  r e l a t i o n s h i p s  among t hough t s ,  P 
feelings, and behav io r s .  The next fou r  components t r a i n  a wide 

variety af cop* skills: prab-s~lxring a k i U t  cognitive 

coping s k i l l s  and s t r a t e g i e s ,  i nc lud ing  s e l f - s t a t e - n t s ,  

self - i n s t r u c t i o n s ,  and imagery; and b e h a v i o r a l  coping  skill^, 

p a r t i c u l a r l y  r e l a x a t i o n .  The f i n a l  component applies 



newly-learned skills to situations using 

self-instructional training. 

Stress-inoculation training components focus both on 

. learn'ing procedures and on coping skills techniques. According 

to Heichenbaumfs theory of behavior change, learning takes place 

at three levels: underlying cognitive structuresj 

eelf-regulatory activity of eel•’-statements and 

. .  time is spent educating a client before beginning coping skills 

training. ~leichenbaum (1977a) believes that such education is 

necessary if change is to be maintained and to generalize.' 

'Tollowing the educational corqonents, the next set of components 

trains coping techniques. On c o ~ l e t i o n  of educationaf and 
- - - - -  -- - 

coping akifls training, maintenance and generalization procedures 

are incorporated into stress-inoculation training a's part of the 

final component. The structure, content, and processes of 
C 

stress-inoculation training suggest that learning to cope is a 

more important treatsent objective than masterful performance on 

specific tasks. 
- 

In terw of the goals of training and in term of component 

elements, processes, and cantent, these tw training procedures 

are both similar and different. They seem to have different- 

explicit purposes: competent task performance 

(self-instructional training) vs. coping ability across a variety 



i 

of situations (streas-inoculation training). Self-instructional 

training attempts to produce proficient taek performance, while 

stress-inoculation training attempts to develop a generalized set 

of coping ski lla for many difficult situations. 

Self-instruetimsf training promutee a mastery d e f  of 

performance, while stress-inoculation training espouses a coping 

model, However, effective coping m y  result in competent 

to cope with failure and errors. In addition, both training 

procedu'res use self-instruction as a vehicle for changing 

"Y nitive processes i h a t  regulate and facilitate overt or covert 
3 5; 

behaviors. 

Similarities are evident rhed the middlk T w n c n t s  of 
-- 

stress-inoculation training are c o s r e d  with the two components 

of self-instructional training, Three stress-ineculation 

training components--problem solving, modeling of self-statments, 

and lmbodeling and,rthearsal of self-instructions--are similar in 

content and aseumed learning procerrses to the componenta~of 

self -instructional training. ~ o r e r c i ,  the stress-inoculat ion 

training conponents do not spec if y explicit overt- to-covert . 

rehearsal of self-instructions, In addition to differential 

deplopnt of overt-+wcuvert rehearaal of self-instructions, 
-- 

stress-inoculation training includes educational and application 

components whf le self-instructional training does not. 



S t r e s s - i n o c u l a t i o n  t r a i n i n g  t e a c h e s  c l i e n t s  t o  implement a  

v a r i e t y  0.f c o p i n g  s k i l l s  and s e l f - i n s t r u c t i o n s .  O v e r a l l ,  -- 
s t r e s s - i n o c u l a t i o n  t r a i n i n g  is s t r u c t u r a l l y  more complex t h a n  

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

uses s e l f - i n a t r u c t i o n a 3  t r a i n i n g  as a l e a r n i n g  p r o c e d u r e  t~ 

i n c r e a s e  p r o f i c i e n t  c o p i n g .  Gt 

S t  r e s s - i n o c u l a t  i o n  t r a i n i n g ,  a m l t  icomponent t r a i n i n g  

p r o c e s s e s  common t o  s e l f - i n s t r u c t i o n a l  t r a i n i n g .  

S t r e s s - i n o c u l a t  ion  t r a i n i n g  i n c l u d e s  modeling and r e h e a r s a l  - 
p r o c e d u r e s  and a d d s  a p p l i c a t i o n  t r a i n i n g  p r o c e s s e s .  

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

s e l f - i n s t r u c t i o n s  for h a n d l i n g  d i f f i c u l t  e i t u a k i o n e ,  w h i l e  

s t r e 5 s - i n o c u l a t i o n  t r e i n i n g  o f f e r s  many c o p i n g  s k i l l s ,  Although 

many of the coping ski 11s uaed 'in s t r e s s - i n o c u l a t i o n  t r a i n i n g  are 

foreshadowed in s e l f - l n e t r u c t f o n a l  t r a i n i n g ,  s t r e s s - i n o c u l a t i o n  

t r a i n i n g  f o r m a l l y  i n t r o d u c e s  and teaches them.  Coping s k i l l s  and 

a p p l i c a t i o n  components a r e  i n c l u d e d  t o  i n c r e a s e  t r e a t m e n t  

q e n c r a l i r a t i o n  t o  a v b r i e t y  o f  s i t u a t i o n s  f o r  w t ~ i c h  t r a i n i n g  h a s  

not been given, I n  suroary, s t r u c t u r a l  ' d i f f e r e n c e s  between 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  and s t r e s s - i n o c u l u t ~ o n  t r a i n i n g  may 

be obse rved  in  t r e a t m e n t  g o a l s  and i n  the n u d e r ,  c o n t e n t ,  and 

c o m p l e x i t y  of component e l e m e n t s ,  S i m i l a r i t i e s  a r e  found i n  

terms of  m a d i f i c a t i o n  o f  c o g n i t i v e  p r o c e s s e s  and i n  comaton 
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The dismantling studies inastigated both modeling and 

rehearsal components. Meichenbaum and Goodman's research (1971) 

demnatruted that the mdelinq component is a necessary but 
I 

insufficient component in this train'ing .procedure and that the 

rehearsal component mst be included in self-instructional 

t ra in ing  for effective treatment outcomes. Tbe dismantling 

research confirmed Heichenbaua and Goodm's conceptualization of 

self-instructional training and of the components and skills that 

coaprise it. However, because the researchers examined different 

aspects of the components, none of the studies was replicated. 

I n  the conclusion to their comparative outcome study, Whitman and 

Johnston (1983) suggested that some of the operant procedures 

eazployed in self-instructional training (reinforcement, 

pr-t iw, shpittg, d g & h g )  -y be h p ~ & w &  c ~ ~ k s f t f t f k ~ f s  b 3  

the effectiveness of this training procedure. 

Out of seven comparative outcome studies, self-instructional - 
training demonstrated superior efficacy in four cases, - 

Self-instructional training was equally as effective a8 another 
0 

treatment in t w o  studies and elightly"lessB-effective than a 

direct instruction treatment in anqther study ( ~ o b i n  et al., 

19751. Treatment out.cora$s for self-instructional training were 

f repuently mintained at fof low-up, and s o w  reseatchkrs noted ' 

generalization to other tasks and in other environments. The 

comparative outcome studies also explored the potentia3 efficacy 
Q 



of self-instructional training in new areas, e.g., as y- 
e; training alternative to medical treatment for hyperactivit 

cognitive- thinking styles, and in reducing anxiety. 

The comparative outcome studies provided support for . 

self-instructional training as an effective treatment but did not 

provide convincing evidence of its superiority over other 
d 

treatments, In the self-instructional training studies reviewed 

in this paper, self-instructional training demonstrated 

flexibility across subjects and problems. Self-instructional 

traininq was used for self -control, interpersonal relations, and 

c o q n i t i v e  problem. It was shown to be effective in inhibiting 

inappropriate behaviors, in encouraging emergent and new 

behaviors, and in changing atttitudes. The research demonstrated 

that self-irtstrwtfmifl t r 2 t f f t h ~  I M ~  effee4ive eikher &Lone a r  

combined with other interven,tions or gechniques, e , g . ,  response 

cost contingency. Meichenbaum (1977a) noted that the 

inc&porat ion of operant procedures. produced a cognit ive-behavior 

m d i f  ication treatment (p. 17)  . ' ~s&now and Meichenbaum (1979)  

suggested that self-instructional training may be effective for 

situations which require or allow for the development of specific 

skills. Margolfs and Shemberg (19761 concurred, writing that 

sPlf-instructional training may be a training proceNre best 
* 

suited to changing behaviors when specific skills need to be 

trained, 



The research highlighted some questions and opportunities. 
e 

On measures of impulsivity or response latency (e.g., Matching 

Familiar Figures, Kagan f 1965, 19661 ) , children *s scores improved 
-* 

over time. Improvement on this and similar dependent measures 

had been attributed to the effectiveness of self-instructional 

training. However, Kendall (1982) suggested that such 

improvement might be related to maturation rather than to 

- treatment efficacy, Several researchers (Uargolis & Shemberg, 

,1976; Robin et al., 1973; Whitman & Johnston, 1983) had 

difficulty training clients to self-instruct and to use 

self-instructions on posttests. A closely-related methodological 

problem was assessment of self-instructions. Robin et al, . 
recorded children's verbalizations during training and at 

posttest; however, this method might not be appropriate in other 

experimental and applied contexts. On the other hand, Yallin et 

al. (1981) provided evidence that self-instructional training 

might be an alternative treatment to medication for impulsive 

children. In studies similar to Yellin et al., Bugental et al, 

(1977, 1978) found that self-instructional training promoted more 

, cause and effect self-attribution than did a medical treatmwrt 

among impulsive, medicated children, Finally, self-instructional 

training was effective not only in improving math scores of grade 

7 girlsat also in altering their negative attitudes toward this 
t 

subject (Genshqft, 1982; Genshaft & Hirt, 1980). 



1- - ---- In sulllary, r e s u l t 8  of t h e  s t u d i e s  in se l f - i n s t ruc t iona l  
1 t rainin3j-%ehmtrated t h a t  t h i s  is an e f f e c t i v e  t r a i n i n g  

i 

\ procedure; although it ws not t h e  most e f f i c i e n t  i n  a  ftw_caatm, 

It is 9 t r a i n i n g  procedure t h a t  is f l e x i b l e  and capable of being- 

expanded and individual i red ,  It has been nu@ e f f w t i v e  y with %a 
ch i lb ten ,  adeleecents ,  and adu l t  scbi rophr tnics  i n  a va r i e ty  of 

. se l f -control ,  i n t e t ~ r s o n a l ~  and cogni t ive  problem are- 

JmaintaininQ, and general iz ing self-instrncDions , HethaBological 

problems i n  assess ing t h e  use of se l f - in8 t ruc t ions  were noted. , 

Unlike s e l f - i n s t ruc t iona l  train*, t h e r e  was only one 
k general  e f fec t iveness  s tudy in thelstreds-inaculat ion t r a i n i n g  

t 

ef fec t iveness  of s tresu-inoculat ion t r a i n i n g ,  The co lpara t ive  

outcome research provided s t rong evidence t h a t  s t ress- inacula t lon 
\ 
8 

t r a i n i n g  is an- e f f e c t i v e  and super ior  treatment f o r  many i I 
I 

problem, p a r t i c u l a r l y  those,  such a s  pain,  f o r  which an 

effect ive treatment: has been e lus ive ,  There was no clear 

i n d i ~ a t  ion,  f ram dismantling or collparat ive  outcome s tud ie s ,  of 

- No s p e c i f i c  c a n c ~ a s i o n s  were drawn from t h e  d i snan t l ing  

s tud i e s ,  Bowver , t e n t a t i v e  hypotheses were developed, 



f 

Dismtlw experirveta PI- 8treu-hocalat ion training rrhrcr 

& - 
i 

formlatad tc) w w e r  rlurrch qteatiou that teatlad on tcettaeany 

-elf did not i-lersnt a11 of tha mmpments 5 x ~  - - - - -  

9 - - 

sttee#-inoculation training. Became of inc~g le te  
P 

4 l e l a n t a t i o n  of c o m e m t s  and insefficfaat data, further 

research w i l l  be nccessalpto mb8tantiate or dfnconfirrthasr- 
-- ---- - - - -- - - 

-- 

hypotheses. Given the available data, tro components appeared t o  
' u" 

fora a core configurati.on of contributing componentst them 

corponenta were teaching the role of cognitions in a problem area 

and cognitive strategies,  especially coping strategies.  There 

was some evidence that three other corpoaentcs contrihtad to the - 

- - - -effee-ofs trmm - fnaculation t raining: self-monitoring , 
behavior strategies, and s e l f - i n u t r u c t i o ~ .  

Hany queettbns relating to disrantling studies remain t o  be 
> answered. In order t o  asuess Hticbenb8nrBs conceptualization of 

stress-inoculation training, future research needs t o  iqlement 

a l l  of the components in sttess-inoculation training according t o  

Heichenbaurls description. The combhatian or combinations of 

seven corponents. Reseachers need t o  inventigate the 

interactions between and among coqonents, because research 
- - -  - - < 



that t h e r e  mybe i n t e r a c t i o n s  and positive and negative effect8 

of som codponents on o t h e r  corponcnts,  

S t ress- inocula t ion  t r a i n i n g  t r ea tmen t s  in t h e  comparative 

t h e  r e s n l t a  of o t h e r  t rea tments .  The s u c c e s s f u l  r e s u l t s  of t h e  

comparat i v e  outcome research ,  us ing  c l i n i c a l  p p u l a t l o n s  further 
- - - - -- 

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

s t r eng thens  t h e  promise of  t h i n  t r a i n i n g  procahl re .  Out o f t b e  

12 s t u d i e s  r e v i e w ,  atrerlr-inactglation t r a i n i n g  was t h e  rort 

e f i e c t i v e  t rea tment  e i g h t  times; it was a8 effective as o t h e r  

t r ea tmen t s  ( o f t e n  having s t r e s s - inocu la t ion  t r a i n i n g  co$Ipanents) 

in  two o t h e r  e rper iments  and twice was less e f f e c t i v e  than  
,.. 

another  t rea tment .  Examination of w- 
- - -- - - - - - 

. 
s t r e s s - inocu la t ion  t r a i n i n g  demonstrated a 76a i n c r e a s e  over 

prete8t s tandard  d e v i a t i o n  scores and a g r e a t e r  improvement per 

s t u d e n t . t h a n  d i d  t h e  d e u e n s i t i r a t i o n  t rea tment  which appeared by 
. . 

statistical analysis t o  bt  rate~effqctive. I n  Ilolrw (19761, 
C 

3 s t r e s s - inocu la t ion  t r a i n i n g  r6s la80 e f f e c t i v e  t h a a  t h e  cogn$tive 

- + ce.ponents t h a t  have bean i d e n t i f i e d  a* p o t e n t i a l  cont r ibmtors  t o  

t h e  e f f i c a c y  of  s t r e s s - inocu la t ion  t r a i n i n g ,  Stres8-inoculat ion , 



- - - 
.~ r i~~m-t ra in inq  treatment. me autbora uu~eattec~ that 

strems-faecolatfon training s ight  bu mre  affective with atrbjeets 

of stress-inoculation training to  maxirise traatmnt 

gemeralitation. In the only other study in which 

stress-inoculation tcubtnq was not a mperior treatuat  

(Garmody, 1978), the ~ k i l l s ~ t r a i n i n g  and rtrees-fnoculati 

training treatments were reliably similar, This examination 
* 

--e ~ 0 m p B m t B  Vhf h 
i 

C 

contribute to  the efficacy of itre##-inoculation training and for 
- - 

careful interpretation of experfrtn-t.1 reemlts, 

The stress-inoculation training research demrurtrated that 

this is an effective and usually r~lptr ior  treatment across a 
J 

large variety of problems, i n c l u d ~  those for which effective 

treatments had been elusiw, Treatment8 impaleranting 

stress-inocalation training demonstrated nintanaace rrnd 
> - -- 

- - -- - - - - 

gemtaliration effects in rsap eqerbente .  Tba abi l i ty  of a J 

stress-inoculation training treatment to gemralise t o  other 
7 

problem areas appeared to  be a significant 8tsr#rcrtb of t b b  I 



behaviors and cognftioas. Only a feu utudies arong the 

erpcrfisnta reviewed ia atrean-inoculation train- ilia not 

ft - -- 
- - 

research needs to addreas qaestionrr raised by the dinmtliag 

remarch and by tbout istudism in whieh stresa-inoculation 

trafnfnq not a superior treat-nt. It will be important to 

know the strengths and liritatioqp of this truataeat b term6 of 

popcll&kiobe, probfemg, imp&clhata+ion, and trta- o&co#rs. 
- 

Tbe research needs to deterline whether otters-in~mulutioa 

training, the specific ~vea--coapoaent framework concaptaalized 
-- - - -- - - 

by ilcichenbaum, is also. a8 ~ i c ~ l u  (Xn pram) has suggeatd, 

a framewrk for genes ic cogni tive-bsbavior rodif ication 

treatments. 

6 t h  .elf-instructional training and 8tre.a-inocolation 

training produced desired treatment effects. Borsvtr, they 

differed -- - - Fn -- their ngmriority to other trer- 
- 

stress-inoculation trahiag mas m r e  frequeatly a ntrparior 

treatment than wu self-iP.tructiona1 training. ?be dilrrmtllng 



c o q o n e n t s  were necessary,  for an e f f e c t i v e  t r e a t m t .  %,e 

s t r e s s - i n o c u l a t i o n  t r a i n i n g  resea rch  did  n o t  demonstrut. whether 

a s i n g l e  component or combination of  components was necessary  f o r  

e f f e c t i v e  t rea tment .  Inspec t ion  .of  e f f e c t i v e  t r s a t m t s  s i m i l a r  

to He ichenbaum s e t res s - inucu la t  ion t r a i n i n g  which were reviewed 

i n  t h e  dismantl ing and comparative outcome resea rch  suggested 

that t h e r e  may be se'veral v a r i a n t s  based on d i f f e r e n t ,  

combfnittforrs of c q n c n t s .  I 

Not  only  is f a r t h e r  d i s ~ a n t l f n g  research of 

s t r e e s - i n k u l a t i o n  t r a i n i n g  needed t o  determine which components 

c o n t r i b u t e  t o  t rea tment  e f f i c a c y ,  b a t  a d d i t i o n a l  reeearch  i e  

needed t o  determine t h e  r e l a t i o n s h i p  of an expanded 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  t rea tment  t o  s t re88- inocula t ion  
- -- - - - -  -- 

- -- 

t r a i n i n g  t rea tments .  S e l f - i n s t r u c t i o n a l  t r a i n i n g  t r e a t m t s  
B 

often incorporated '  o t h e r  techniques i n t o  the b a a i c  t r a i n i n g  

procedure o u t l i n e d  by I4eichenbaum. Behavioral  techniques were 
r' 

repreeented by response c o s t  and s o c i a l  reinforcement 

cont ingencies .  Other modif ica t ions  of s e l f - i n s t r u c t i o n a l  

t r a i n i n g  included t r a i n i n g  t o  reduce nega t ive  se l f - s t a t ements  and 

anx ie ty  (Genshaft. 1980; Ccnshaft  r B i r t ,  1982) and incorpora t ion  



was erpartded, it btgan to resemble streem-inoculation training. 

In additton, many treatments riri lar  to atress-fnacalatioa 

training had other naws but were identified a8 , 

*self-instructional (training1 treatments. Hsichonbaum / f  977d 

classified his 1975a creativity enhancement i tady as a 
c 

self-instructional training stu&y, f t was discasscd in this 

review as a stress-inocnlation training study because - it includ@ - 
- 

four stress-inocnlation training components. ?be fact that thia 

s$ody was classified differently by Meichenbaum and this author 

suggests that there is mre similarity than difference between 

self-instractional training and stress-inoculation training, at 

least as operationalized for experimental and applied purposes. < 
self -in&oct i onal training miniaised them. Be suggested that' 

educational factors were introduced into self-instructional 

training by experimenters who involved their clients in defining 
* 

the problem and/or in developing and implementing treatments. 

The use of coqnitfvelp similar tasks to train self-instruction 

pointed toward an application component. These amodifications 
- - - 

- 

blurred the differences that had been drawn between these two 
-- 

treatments. fn his s o m r y  (1977a), Meichenbaum identified 

important processeq in self-instructional training that recur in, 
- 

- * -- - -- - - - 

stress-inoculat i on trainipg . 



The toclu of &e self -in8tructiosal 
t r a i n i n g  har hmen an tbl! c h i l d 1 @  .. -gbPlzl.t- ?bas by teaching  
cliantr (1) t o  recognize and label their 
i l s e a  and t h e  cues t h a t  :inmtigate them a t  
d i f f e r a t  l e ~ t l s  ~f fnt- i ty ,  and (2) t o  
sponturecwrlp employ ccqnikive and 
behav io ra l  ap ing  responses, they w i l l  
develop s e l f - c o n t r o l .  ( a u t h o r f a  i t a l i c s ;  
p ~ .  103-4) 

CIeichenbauris summary h i g h l i p b t s  - - t h e  s i r i l a r i t i c g  bet=- tho tm 

procedures.  H i s  d e w r i p t i o n  of  an expanded t rea tment  i n  

s e l f - i n s t r u c t i o n a l  t r a i n i n g  included (1) teaching  t h e  r o l e  of 

coqn i t ions ,  (2)  problea-salving strategiee, (3) cognitive 

s t r a t e g i e s  and coping o e l f - e t a t e m n t s ,  ( 4 )  s e l f - i n s t r u c t i o n s ,  and 

(5) behaviora l  s t r a t a g i e s ,  It also h in ted  a t  a s e l f - m n i t o r i n g  
- 

cmpment. Orrw an fL1-yJm - a p p r i c a ~ t o n ~ c o ~ n e m  w X a b M t .  

These observat ions  underscore t h e  blending and overlapping 

c h a r a c t e r i s t i c s  observed in t h e s e  two t r a i n i n g  procedures.  

Having noted common f u n c t i o n a l  and s t r u c t u r a l  

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

and s t r e s s - i n o c u l a t i o n  t r a i n i n g  are now discussed.  Funct ional  

d i f f e r e n c e s  between t h e  two procedures  were n o t  very s igni f ic*ant .  

Both t r a i n i n g  procedures demonstrated g e n e r a l  e f f e c t i v e n e s s .  
- 

- 

Stress- inocula t ion  t r a i n i n g  was more o f t e n  a s u p e r i o r  t rea tment  
- -  -- -- 

in comparative outcome s t u d i e s  than was s e l f - i n s t r u c t i o n a l  

t r a i n i n g .  However, i n  those  s t u d i e s  i n  which s t r e s s - inocu la t ion  
- - -  

- -- - 

training and s e l f - i n s t r u c t i o n a l  t r a i n i n g  were both  implemented 



(Dankel & Glaros, 1978t hichanbatlr & Carwron, 1972b, 197 4)  both 

treatments were reliably similar. 

A ponaible explanation for the fact that straus-inacttlstion 

training appeared m r e  often as a superior treatment m y  be 

relate to the types of problems that each training procedure .- 

treated w s t  cffectlvely.  Ansarov and lleichenbaum (1979) and 

rtargolis and Shellttcrg (1976) both suggested that 

self-instructional training nay be best iwlertnted in 

task-specific skills training. Inspection of the studies 

reviewed which implemented self-instructional training support8 

this idea, Superior stress-inoculation trafnfng treatatentn, on 

the other hand, appear to address problems that require training 

for more generalized, broadly-based problems, such as overcoring 

f a  or mie ty :  or ~ & - ~ ,  ~ , ~ 3 z z r d e 8 ~  - 

Fepalses. Reasons. for tbe use of self-instructional training in 

the L J T ~ ~ Q  application component of stress-inoculation training 

are clarified by this functional contrast. In stress-inoculation 

training, self-instructional training hClps clients apply 

newly-learned coping skills in a variety of stressful situations. 

Application training, itself task-specific, is, therefore, an 

appropr iake domain for self-instructional training. This 
- 

relathnship between self-instractional training and 
-- 

stress-inbcfiati6 training is supported by tht observation that 

self-instructional training tends to proaote mastery learning 



wbi le stress-inoculation training promtes learning how to cope. 

Clients trained in stress-inoculation training learned to cope - 
with stressful situations; self-instructional training bullt and 

strengthened these coping skills so that they become masterful 

arrd perment respcmses, Pfaally, in atac?ies In which 

stress-inoculation training was not a superior treatment, 
t 

superior treatments employed skills training. If, in them 

cases, atrese- &kiW ts k-3s -iff= 

skills, a treatment implementing self-instructional fzaining 

a ight  have been a superior treatment. 

Heichenbaum (1977a) developed h i s  theory of r 

cugnitiue-behavior aodification basad on hie research and othersg 
- - - - 

experimntal work. Be hypothesized three major phases in an 

effective cognitive-hhavior change treatment: (1) Mification 

of underlying cognitive processes, including beliefs, I 

assumptions, feelings, and thoughts upon vhich inner dialogue8 

and resultant behaviors are based; (2) modification of 
b 

self-regulatory inner dialogue to produce guiding self-staterents 

and self-instructions to direct behavior poeitively; and (3) 

Podification of cognitive and overt behaviors, Meicbenham 
f 

believed that only through modification of both underlying - 
- - -- --- 

cognitions and self-regulatory internal dialogue could changes in 

behavior become permanent, This conceptualization relates 
- 



directly to treatment generalization. By training clients to 

cope with problem sftaatioas rather than with a specific problem, 
b r 

treatment effects say generalize to different situations. 

Because ilcichenbaum s theory of cognit ire-behayior change 
...-. 

was developed from his o m  research, it is understandable that 

the structural components of stress-inoculation training and of 

an expanded self-instructional training fit his theory. Both 

traming procc&res have an cducatiosal emphasis; 

stress-inoculation training ha% two educational components. 
f 

Although there is no structural component in self-instructional 

training dedicated to educational purposes, an educational 

process is included in the cognitive modeling component. By 

modeling thoughts while performing a task, a therapist can 
- 

enphasize differences between positive and negative beliefs, 

efeelings, and assumptions. Hodeling oft self-regulating inner 

dialogue presents an educational process of attending to thoughts 

and feelings and their influence& on behaviors. The educational 

precess, less etructured in self-instructional training, is 

implicit within its training procedure. 

Rehearsal components in st rcss-inoculat ion training and 

self- inskrwkioeaf trainhtg teach new skills, particularIy coping 

and self-- sku- ZbeL-se €+-a% - - 

components is to xwdify self-regulating internal dialogue in 



se l f -s ta tements  are provided t o  handle f a i l u r e ,  f r u s t r a t i o n ,  and . . .  . 

H e w  s e l f - i n s t r u c t i o n s  and &oping s k i l l s  
- +-' m 

r ep lace  former n w a t i v e  o r  absent  s e l f - s t a t & e n t s  and / 
i 

s e l f - i n s t r u c t i o n s .  I n  s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  changes i n  

inner dia loque  focus  on a c q u i s i t i o n  of new s k i l l s  f o r  performing 

a task, I n  stress-inuculatfon t r a i f i ing ,  changes i n  i n t e r n a l  

d ia logue  focus on replac ing  nega t ive  inner  d ia logue  w i t h  

p o s i t i v e ,  product ive  se l f -s ta tements  and s e l f - i n s t r u c t i o n s .  

new s e l f - r e g u l a t o r y  i n t e r n a l  d ia logue  rep laces  previous  d i  

that i n t e r f e r e d  with o r  prevented d e s i r e d  behavior ,  Becauae 

ussurept i ons ,  b e l i e f s ,  and f celings ( cogn i t ive  s t r u c t u r e s )  t h a t  

previous ly  inf luenced t h e  con ten t  of inner  d i a f ~ ~ u e  have been 

modified o r  e l iminated ,  a new inner  d ia logue  is more l i k e l y  t o  be 

maintained, 

The f i n a l  phase i n  Heichenbaum's theory  of 

cognitive-behavior change is n a s t e r y  of new s k i l l s  by sys temat ic  

appl ica tdon a c r o s s  a v a r i e t y  of s t r e s s f u l  s i t u a t i o n s .  -In 

s e l f - i n s t r u c t i o n a l  t r a i n i n g ,  t h i s  mastery l e a r n i n g  is 

accomplished through p r e s e n t a t i o n  of p rogress ive ly  laore demanding 

t a s k s ,  These t a s k s  have s i m i l a r  cogn i t ive  demands bu t  t h e i r  

content  v a r i e s  a c r o s s  sensorimotor ,  cogn i t ive ,  and s o c i a l  

mdalities , In s t r e s s - i s o e a l a t i o n  t r a i n i n g ,  an &,SIJyg 

appzica t ion  coarponefk provides  f o r  m s t e r y  l e a & i M  of coping 

s k i l l s .  S e l f - i n s t r u c t i o n a l  t r a i n i n g  is included i n  t h e  



a p p l i c a t i o n  component, because it is an e f f e c t i v e  procedure f o r  

t r a i n i n g  new s k i l l s  a c r o s s  a  v a r i e t y  of s e t t i n g s .  

I n  a d d i t i o n  t o  s t r u c t u r a l  c o m p a t i b i l i t y  wi?;b i(eichenbaumls 

theory of cognitive-behavior change, t h e  f u n c t i o n a l  outcomes of 

s e l f - i n s t r u c k i o n a l  t r a i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g  f i t  

w i t h  theore t i ca l ly - in tended  outcomes. Maintenance and 

g e n e r a l i z a t i o n  of  t rea tment  .were-hypothesized outcolws of 

cognitive-behavior change. Changes i n  underlying c o g n i t i ~ e  

.p rocesses  a f f e c t  s e l f - r e g u l a t o r y  inner  d ia logue  which i n  t u r n  

in f luences  behaviors  and cogn i t ions .  Meichenbaum nraintained t h a t  

behaviora l  and c o g n i t i v e  changes can become permanent and 

pervas ive  only  when underlying cogn i t ive  s t r u c t u r e s  a r e  changed 

f i r s t ,  followed by modif ica t ion  of s e l f - r e g u l a t i n g  inner  

dialogue.  S t res s - inocu la t ion  t r a i n i n g  was designed t o  f a c i l i t a t e  

maintenance and g e n e r a l i z a t i o n  e f f e c t s .  The f u n c t i o n a l  ana lyses  

of s t r e s s - i n o c u l a t i o n  t r a i n i n g ,  and, t o  a  l e s s e r  degree,  of 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  provide evidence t h a t  t h e s e  

procedures do produce t rea tment  e f f e c t s . t h a t  a r e  maintained up t o  

a year fol lowing t rea tment  and t h a t  f r equen t ly  g e n e r a l i z e  t o  

o the r  s i t u a t i o n s .  

In  summary, t h e  s t r u c t u r a l  and f u n c t i o n a l  ana lyses  of i 

s e l f - i n s t r u c t i o n a l  t r a i n i n g  and s t r e s s - inocu la t ion  t r a i n i n g  
\ 

-- - 

provide evidence t h a t  t h e s e  t r a i n i n g  procedures a r e  compatible 

with Weichenbaurn*~ theory of cognitive-behavior modif icat ion and 



provide support for titis conceptaalization. In addition, the 
- 

studies reviewed in this paper, formulated on this or similar 

conceptualizations, provided evidence that a large number of 

- iP 
researchers generally agreed with Xeichenbaurn's theory. 

Implication8 for future research canbe derived from the 

preceeding discussions of self-instructional training and 

stress-inoculation training, An important consideration is the 

nomenclature used to distinguish these two training procedures. 

geichenbaum (1977at primarily distfnguistd self-Instructional 
\ 

training and stress-inoculation'training based 06- structural 

differences. However, when he *discussed stress-inoculation 

training (l975c, l97?b, In press; Heichenbaum & Cameron, 1974) r 

he referred to it as *self-instructional training.. This lack of 

consistency hps confused the two  procedures. Some researcher8 
1 .  

referred to treatments very similar to stress-inoculation 

training as "self-instruct ional training ,' while 'stress 
inoculationm also was nsed to refer to treatments like 

stress-inoculation training. The confusion about which term 

refers to which training procedure is unfortunate, if 

nnderstandbble. The confusion between these tuo training 

procednres was increased by Reichenbau~ and Camrun4s (In press) 

r&ezmce to a specific s t m ~ ~ - i n o c n Z a t i o n  ttaznfng SevelopeCf 

f r o 3  their 1972b research and to a generic stress-inoculation 



training, a general treatme~t paradigm. There seem to be 
\ 

nultiple teferents for the terms self-instructional traininge ant 

stress-inoculation training. 

need to standardize the terminology within the 

domain of cognitive-behavior modification. A name is needed for 

all treatments cozthin ing cognitive and behavioral training 

techniques. There likely will be a kubset of 

cognitive-behavioral procedures focusing on self-instructional 

training techniques. This subset would include both 
1 

self-instructional training and stress-inoculation training. I 

mmes to distinguish between self-instructional training and > .  

stress-inmulation training may be needed if these training 

procedures really are appropriate for differing populations 

and/or problems, as the literature has suggested. Final ly ,  

clarification of Ueicbenbaum's specific self-instructional 

training and stress-inoculation training procedure& and their 

generic counterparts is needed along with distinguishing names. 

In order to clarify the noaenclature of different treatments , 

within cognitive-behavior modification, several lines of research 

may be necessary. Future research will need to examine cognitive 

Xiid cognitive-behavioral treatments to determine whether the 

outcsmes of cqnitive-behavioral treatments differ from those of 

eegnftftre treaQmrts. ?%is re~earch may speclfy the domain of 

cognitive-behavior modification procedures and may help develop a 



global designation for this type of treatment. (Because there 

weqe instances of cognitive-only stress-inoculation training 

ex& iments [Glogorer et ale, 19783 Worthington L Shumate, 19811, 
\ * i 

clearer understanding and commonly-agreed upon definitions of 

cognitive, behavioral, and cognitive-behavioral treatments qre of 

considerable importance.) Once the domain of I 

cognitive-behavioral treatments has been delimited, subsets of 

these treatment paradigms might be established. Dismantling and . 

theoretically-baaed studies of cognitive-behavioral treatments 

could help accomplish this task, Researchers need to 

cross-fertilize their efforts, replicating and expanding 

colleaquesl research findings. Such collaborative research might 

diminish the confusion of differing empirical results from highly 

similar studies, 

Once a subset of cognitive-behavioral treatments is 

established, it may be possible to differentiate between 

self-instructional training and stress-inoculation training, as 

described by Heichenbaum (1977a). Comparative outcome studies 

can compare, on one hand, the treatments derived from 

stress-inoculation training and self-instructional training and, 

on the other, treatments of specific and generic 

 tress-inoculat ion training. Such research might establish the 

effectiveness of each of these cognitive-behavior treatments, 

Further research is needed to investigate the relative efficacy 



of s e l f - i n s t r u c t i o n a l  t r a i n i n g  and s t r e s s - i n o c u l a t i o n  t r a i n i n g  i n  

t r e a t i n g  anxiety-based probl&ts and i n  t r e a t i n g  s k i l l  d e f i c i t  

problems. These experiments should.compare t h e s e  t r ea tmen t s  

s i n g l y ,  i n  combination, and i n  d i f f e r e n t  sequences of  t rea tment  

p r e s e n t a t i o n ,  F i n a l l y ,  research  is needed t o  determine what 

problems can be b e s t  remediated with s e l f - i n s t r u c t i o n a l  t r a i n i n g  
f r  

and s t r e s s - i n o c u l a t i o n  t r a i n i n g  and which cannot.  If theae  two 

t r a i n i n g  paradigms can h e  distinguished from each ather and f ~ ~ t f t  

gener ic  t r ea tmen t s  of t h e  same names, names f o r  s p e c i f i c  and 

gener i c  forma of each paradigm w i l l  be needed, 

El iminat ion of confusion surrounding nomenclature w i l l  

require a cons iderable  body of d ismant l ing  resea rch ,  This  

research  w i l l  need to i n v e s t i g a t e  s t ress- inoculaCion t r a i n i n g  as 

descr ibed  by Heicbenbaum (1977al and, perhaps,  gener i c  

- s t r e s s - i n o c u l a t i o n  t r a i n i n g .  Dismantling s t u d i e s  i n v e s t i g a t i n g  

leichenbaumls (1977a) s t r e s & i n o c u l a t i o n  t r a i n i n g  i d e a l l y  would 
d 

inc lude  a l l  seven coerponents implemented as Heichenbaun descr ibed  

them. Such research  ray c l a r i f y  n o t  only  which ~ 0 q x m e n t S  are 

e s s e n t i a l  f o r  treatesent e f f i c a c y  but  a l s o  whether o r  n o t  

s t r e s s - i n o c u l a t i o n  t r a i n i n g  as descr ibed by Heichenbaum is a 

v i a b l e  and s e p a r a t e  paradigm from o t h e r  t r ea tmen t s  s i m i l a r  t o  
/ - 

s t r e s s - i n o q u l a t i o n  t r a i n i n g .  

Having def ined  and named d i s t i n c t i v e  t reatment  p a r a d i g m  

using cognitive-behavior modif icat ion t r ea tmen t s ,  research  can 
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/- 
, i n v e s t i g a t e  s p e c i f i c  concerns  w i th in  s t r e s s - i n o c u l a t i o n  t r a i n i n g .  

D i f f e r e n c e s  between t h e  rch;arsal  and a p p l i c a t i o n  conponents i n  

s t r e s s - i n o c u l a t i o n  t r a i n i n g  were n o t  c l e a r .  Meichtnbaum (1977a) 
- 4 

s t a t e d  t h a t  an ip-j&~ a p p l i c a t i o n  component inc luded  s t r e s s f u l ,  

p a i n f u l ,  o r  unp leasan t  expe r i ences  i n  yh icb  c l i e n t s  p r a c t i c e d  

newly-learned coping s k i l l s .  This  d e s c r i p t i o n  s u g g e s t s  t h a t  -- 

a p p i l c a t i o n  e x e r c i s e s  should have d i f f e r e n t  c o n t e n t  a n d ' d i f f e r e n t  

components. Ueichenbaum inc luded  u n p r e d i c t a b l e  electric shock,  

co ld  p r e s s o r  t e s t ,  imaginary stress,  s t r e s s - i n d u c i n g  f i lm,  and ' 

f a i l u r e  and embarrassment s i t u a t i o n s  a s  s u i t a b l e  a p p l i c a t i o n  

expe r i ences  (1977a, p. 1 5 6 ) .  Recently,.Meichenbaum and Cameron 

( I n  p r e s s )  , inc luded  imagery r e h e a r s a l ,  .coping imagery, and 
- - 

ro le -p lay ing  t echn iques  a s  exanples  o f  a p p l i c a t i o n  tasks .  These 

l a t t e r  t echn iques  were used i n  many exper iments ,  b u t  it was n o t  

c l e a r  whether t h e y  were p a r t  of  t h e  a c q u i s i t i o n  l e a r n i n g  

( r e h e a r s a l ) * c o m p o n e n t s  o r  p a r t  of t h e  mas t e ry /gene ra l i za t ion  .- 

l e a r n i n g  f a p p l i c a t  i on )  component. , Fu tu re  r e s e a r c h  wi 11 need t o  

i n v e s t i g a t e  whether s e p a r a t e  and d i s t i n c t  coarponents are= 

neces sa ry  f o r  r e h e a r s a l  and a p p l i c a t i o n  t r a i n i n g  and whether 

there arc experiences that are more suitable to k e  or tke e ther  

of t h e s e  a c t i v i t i e s  , 

This  review asked whether s e l f - i n s t r u c t i o n a l  t r a i n i n g  and 

s t r e s s - i n o c n l a t i o n  t r a i n i n g  a re  the same o r  d i f f e r e n t  t r a i n i n g  



procedures. The question was answered by conparing structural 

and functional analyses of these two training procedures. Then, 
L 

results of these analyses were considered in r lation tq b 
Heichenhaum's theory of cognitive-behavior- modification. The* 

0 

paper demonstrated that self-htrnctional training and 

stress-inoculation training theoretically are part of the same 

procedure: cognitive~ehavior modification. Structural 

dif Lerences in self -instructional training have, to d a t 3  been 

overshadowed by similarity in treatment intent and implementation 

of these procedures. Punctional differences setaed to be related 

to differences in prubleas addressed. The research suggested 

that these differences generally do not differentiate the two 

treatments. Eorever, self-instructional training may be more 

treatment far problems that.require specific skill training. 

This paper concludes that self-instructional tcaining and 

stress-inoculation training are variants of the same training 

procadore--viz., cognitive-behavior modification, 

Self-instructional training was an early example of a 

coqnitive-behavior modification treatment; stress-inoculation 

training illustrates a fuller development of this type of 

treatment. Further research needs to be done to clarify issues 
- - - -- - 

concerning the nomenclature of coqnitive-behavior treatments, of 

variants of these treatments, and of the 'active ingredientsm in 



t h e ~ e  t rea tments .  On t h e  basis of t h e  ana lyses  reported here in ,  

one would p r e d i c t  t h a t  f u t u r e  research  w i l l  f i n d  t h a t  components 

c o n t r i b u t i n g  t o  t b e  e f f i c a c y  of s t r t a s - i n o c u l a t i o n  t r a i n i n g  w i l l  

be h i g h l y  similar t o  t h e  e f f e c t i v e  colaponents and methods a l r e a d y  

i d e n t i f i e d  i n  s e l f - i n s t r u c t i o n a l  t r a i n i n g .  

'Phis paper has  i n v e s t i g a t e d  t w o  v a r i a n t s  o f  

cognitive-behavior m d i f i c a t i o n ,  It has been concluded t h a t  t h e  

two t r a i n i n g  procedures,  s e l f - i n s t r u c t i o n a l .  t r a i n i n g  and 

cognitive-behavior modif ica t ion  t rea tment .  
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