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ABSTRACT 

Much o f  t h e  research on s t r e s s  suggests t h a t  one o f  t h e  main 

problems associated w i t h  s t r e s s  i s  t he  l ack  o f  appropr ia te  i n d i -  

v i dua l  coping s t ra teg ies .  A f u r t h e r  area f o r  concern i s  t h e  e f -  

f e c t  o f  s t r e s s  on c h i l d r e n  and adolescents. Rather than w a i t i n g  

f o r  young people t o  acqu i re  maladapt ive behavioural  and a t t i t u -  

d i n a l  p a t t e r n s  which cou ld  almost guarantee t he  1  i kel ihood of 

t h e i r  being sub jec t  t o  s t ress - re la ted  d i so rde rs  as adu l ts .  t he  

school cou ld  o f f e r  s t r e s s  management as an educat ional  resource 

t o  a l l  students. Th i s  study w a s  designed t o  i n v e s t i g a t e  t h e  

f e a s i b i l i t y  o f  teaching r e l a x a t i o n  t r a i n i n g  w i t h i n  a  secondary 

school s e t t i n g  i n  a  p reven t i ve  context .  It addressed t h e  e f f e c t  

of l e a r n i n g  r e l a x a t i o n  s k i  11s on s e l f  -concept, anx ie ty  l e v e l ,  and 

s t ress - re la ted  symptoms, as w e l l  as t h e  f e a s i b i l i t y  o f  teaching 

t h e  r e l a x a t i o n  s k i l l s  w i t h i n  t h e  classroom. The f i e l d  t e s t  i n -  

c luded 44 t reatment  sub jec ts  and 35 c o n t r o l  s tudents from Grade 8 

Guidance classes. Treatment cons is ted o f  a  4-week Progressive 

Relaxat ion t r a i n i n g  program w i t h  i n s t r u c t i o n  prov ided by t h e  reg- 

u l a r  guidance teachers. Students i n  t h e  c o n t r o l  group d i d  a ca- 

r e e r  educat ion u n i t .  The r e s u l t s  o f  t h e  study showed no s l q n i f -  

i c a n t  Group x Time i n t e r a c t i o n  e f f e c t s  favour inu  a p o s i t i v e  e f -  

f e c t  f o r  t h e  t reatment .  S i g n i f i c a n t  reduc t ions  i n  s t ress - re la ted  

symptoms were found f o r  bo th  groups. Analyses of home p r a c t i c e  

l ogs  i nd i ca ted  s tudents  were ab le  t o  r e l a x  a t  t h e  s t a r t  of t he  

Study, bu t  t h i s  a b i l i t y  d i d  no t  increase w i t h  t r a i n i n g .  ScrbJer- 

t i v e  r e p o r t s  by students i nd i ca ted  widespread use o f  r e l a x a t i o n  

i n  home and school s i t u a t i o n s .  Discussion p e r t a i n s  t o  use of 

more appropr ia te  research design and dependent measures f o r  eva l -  

u a t i n g  long-term b e n e f i t s  o f  p reven t i ve  programs. 
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CHCIPTER 1 

INTRODUCTION 

The purpose o f  t h i s  s tudy was t o  exu lore  t h e  u o s s i b i l  i t y  

t h a t  s t r e s s  management cou ld  be inc luded as a  c u r r i c u l a r  u n i t  f o r  

i n s t r u c t i o n  i n  t h e  secondary school se t t i ng .  In t h i s  chapter.  a  

statement of t h e  ~ r o b l e m  is ~ r o v i d e d .  fo l lowed by a r a t i o n a l e  for 

teaching s t r e s s  management w i t h i n  a p reven t i ve  context  t o  adoles- 

cents. F i n a l l v ,  an overview o f  t h e  balance of t h e  studv i s  

Dresented. 

The Problem 

The word " s t r k s "  i s  ach iev ing household use s t a t u s  i n  soc i -  

ety.  media. and research (Al tmaier .  1983; Dobson. 1982: Hacl-ett 

b Lonborg, 1983: Selye. 1983). An inc reas ing  var iet - r .  o f  s tud ies  

i n v ~ s t i ~ a t e s  t h e  e f f e c t s  of ch ron ic  s t r e s s  on mental. emotional, 

and phys ica l  hea l th :  on work, on pe rsona l i t y ,  and on l ea rn inq  

(Cooper, 1983; Dobson. 1982: E l l i o t  % E isdor fe r .  1982; Garmei./ & 

Rut ter ,  1983: McGuiqan, L98O). Much o f  t h i s  research suggests 

t h a t  one of t he  main oroblems associated w i t h  s t r e s s  response is  

t h e  l ack  o f  appropr ia te  i n d i v i d u a l  coping s t r a t e g i e s  (Hackett  5 

Lonborq, 1983: Hieber t .  1983: Meichenbaum b Turl::. 1976). Cls a  

r e s u l t ,  an abundance af a r t i  c l  es. speci a1 programs. research. 

t reatment i n te r ven t i ons ,  and books f e a t u r i n g  s t r e s s  management 

t o p i c s  have been publ ished. Most research has been d i rec ted  

towards s p e c i f i c  c l i n i c a l  popu la t ions and d iso rders  (Def f enbacher 

& Shelton. 1978: Dobson, 1982: Fo ind le r  Q< Fr~mouw. 198Z: !-!i??zn- 

berg % C o l l i n s .  1982; King. 1980: Meichenbaum % Jaremko, 1•‹83; 

Omizo. 1980; Rich te r .  1484: Stout, Thornton. % Russel?. . 
However, t h e r e  i s  some cu r ren t  concern f o r  a  focus on prevent ion.  



A s  i n fo rma t i on  increases about s t ress ,  s t r ess - re la ted  d isorders ,  

and t h e  e f f i c a c y  o f  va r ious  s t r e s s  c o n t r o l  s t ra teq ies .  it i s  

appropr ia te  t o  begin t o  use t h i s  knowledge i n  t he  p repara t ion  and 

implementat ion of p reven t i ve  proqrams. 

A f u r t h e r  area f o r  concern i s  t h e  e f+ec t s  o+ stress on 

c h i l d r e n  and adolescents. Eisen (1979') estrmater  t h a t  "20% ~f 

t h e  c h i l d  popu la t ion  is nega t i ve l y  a+ Sected bs; b i o ? o g i c a l  {e. g., 

chron ic  disease) and psycho loq ica l  {e. q.. d i vs r ce )  s t ressors .  bu t  

a  much g rea te r  number by s t resso rs  which might be termed sozial, 

economic. and c u l t u r a l  " (p. 91). Furthermore. f o r  adcl  escents 

t h e  t r a n s i t i o n  pe r i od  of t h e i r  development adds e x t r a  pressures: 

values c o n f l i c t s .  ambigui ty  o f  p o s i t i o n  and ro les .  peer pressure. 

and an unpred ic tab le  po l  i t i  c a l  , economical, and soc i  a! f u t ~ t r e  

(Chandler. 1982: Garbowskv, 1984; Richardson. Eeal?.  % Jessup. 

1983). Whether c h i l d r e n  today experience more s t r e s s  than those 

be fo re  them i s  a debatable issue; what can be seen i s  t h a t  

s t r esso rs  today a re  d i f f e r e n t ,  and t h a t  some c h i l d r e n  lacl:. t he  

support  and secur i t -1  which g i v e  them greater  o ~ t i m s  and 

resources f o r  coping (Chandler, 1982; Garbowsky. 15'84: P e ~ d  % 

Saunders, 1984) . Theref ore, as these p rob l  ems increase. programs 

and f i e l d  t e s t s  a re  needed t o  address t h e  var ious issues r e l a t e d  

t o  s t r e s s  i n  c h i l d r e n  and teenagers (Gu l?o t ta .  199T: Ladoucer 4 

Armstrong, 1983; Pf oh1 . lo??; Ragan. 1984: Richardson. Peal 1, % 

Jessup, 1983: Stout. Thornton. b Russel 1. 1900) . 
The Rat iona l  e 

Th is  study was designed t o  f i e l d  t e s t  a progress ive re l3xa-  

t i o n  cu r r i cu lum w i t h i n  a secondary school se t t i ng .  Since h i g h  

Schools a l ready are  seen t o  be i n  t h e  business of  prepar ing %{oung 



- .> 

people t o  l i v e  e f f e c t i v e l y  as adu l ts .  a course having the  poten- 

t i a l  t o  e f f e c t  chanqes i n  heal th,  performance. a t t i t u d e s ,  and 

l i f e s t y l e  i n  order t o  produce long term advantages would be most 

t ime1 y and appropr ia te  (Sylwester. l083: Zaichkowsky % Zaichkow- 

sk i .  1984). Rather than wa i t i ng  f o r  young people t o  ass im i l a te  

and p r a c t i c e  maladaptive behavioral  and a t t i  t u d i n a l  pa t te rns  

which could almost guarantee the  1 i k e l  ihood o f  t h e i r  being 

sub jec t  t o  stress-induced d iso rders  as a d u l t s  (E l  kind. 1981: Hie- 

ber t ,  1983: H ieber t  & Eby. 1985; Pfohl ,  1979; Raqan. 1984; 

Thoreson & Eagleston. 1983; Zaichkowsky % Zaichkowsky. 19841. t h e  

school coul  d o f f e r  s t r e s s  management as an educat i  onal resource 

a v a i l a b l e  t o  a l l  s tudents (Thoreson % Eagleston. 1983). This 

Curr iculum cou ld  be presented as a separate course (Richardson, 

Beal l .  % Jessup. 1983: Zaichkowsky % Zaichkowskv, 1484). or  as a 

u n i t  w i t h i n  e x i s t i n g  courses. Subject areas o f  courses such as 

Enql ish ,  s o c i a l  s tudies.  guidance. and phys ica l  educat ion would 

be s u i t e d  n a t u r a l l y  f o r  i n s t i t u t i n g  a p reven t i ve  s t ress  c o n t r o l  

cu r r i cu lum (Freder ick.  1980: H ieber t  % Eby, 1985: M i  ll i m s .  

1980). 

An a d d i t i o n a l  advantaqe of a s t r e s s  manaqement course cauld 

be t h e  e f f e c t  i t  might have on t h e  r e l a t i o n s h i p  between anx ie ty  

and academic performance and pers istence.  coqni t i v e  learn inq,  and 

t e s t  performance (Martura % Kal ls t rom, 1974: Stout,  Thornton. & 

Russel l ,  1980: Volpe. 1975). Volpe (1472) mainta ins t h a t  by 

teaching some form of  s t r e s s  management. educators would be 

reducing impediments t o  l ea rn inq  t h a t  may occur as a r e s u l t  of 

anx ie ty  react ions.  
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Overvi ew 

Chapter 1 has presented t h e  problem and r a t i o n a l  f o r  t h i s  

study. I n  chapter 2, a review of  t he  l i t e r a t u r e  i n  t he  areas o f  

s t r e s s  and s t r e s s  manaqement f o r  c h i  1 dren and ado1 escents : s 

undertaken. Chapter 3 inc ludes a desc r i p t i on  o f  t he  sample. t h e  

dependent measures. and the  procedure f o r  t h e  imp1 ementat1 on of 

t h e  program inves t iga ted  i n  t h i s  study. The r e s u l t s  a re  

Presented i n  chapter 4, and i n  chapter 5, t h e  study and t h e  

r e s u l t s  are  discussed and evaluated. Suggesti on5 f o r  f 

research and p o t e n t i a l  a l t e r a t i o n s  on t h i s  program are 3150 

inc luded i n  t he  f i f t h  chapter. 



CHAPTER TWO 

LITERATURE REVIEW 

This  chapter conta ins  f i v e  sect ions.  I n  t h e  f i r s t  sec t ion.  a 

Conceptual framework f o r  understanding t h e  i n t e r a c t i v e  na tu re  of 

s t r e s s  i s  presented. I n  t h e  next  sect ion,  t h e  symptoms and 

e f f e c t s  of s t r e s s  i n  adolescents a re  discussed. and t h e  i n f l u e n c e  

of educat ion and s o c i e t y  on teenagers' s t r e s s  i s considered. 

S t ress  c o n t r o l  i s  t h e  focus of s e c t i o n  three,  w i t h  a t t e n t i o n  

g iven t o  techniques and programs d i r e c t e d  towards adolescents, 

P a r t i c u l a r l y  those programs us ing  p rogress ive  r e 1  axat ion.  I n  t h e  

f o u r t h  sect ion,  t h e  concen t ra t ion  i s  on e f f e c t s  o f  r e l a x a t i o n  

Programs. The chapter concludes w i t h  t h e  research hypotheses 

under l y ing  t h i s  study. 

The Nature o f  Str-ess 

I n  t h i s  sect ion.  an i n t e r a c t i o n a l  d e f i n i t i o n  o f  s t r e s s  i s  

Offered, and t h e  phys io l og i ca l ,  coqn i t i ve .  and behavimural 

components of s t r e s s  i s  explored. The d i s t i n c t i o n  between 

demand. s t ressor ,  and s t r e s s  response i s  discussed. as is t h e  

r o l e  o f  coping and percept ion.  

D e f i n i t i o n  o f  S t ress  

Various t h e o r i s t s  have attempted t o  conceptua l ize  s t r e s s  

i n  terms o f  a s t imu lus  (environmental  event ) .  and i n d i v i d u a l  

response. o r  t h e  "perceived environment" ( i n t e r a c t i o n  between 

environment and personal response) ; (Hi  ebert ,  1985; Kasl . 1954: 

Maqnusson, 1982). For t h e  purpose of t h i s  paper, an i n t e r a c t i o n -  

a l  d e f i n i t i o n  i s  used, i n v o l v i n g  ex te rna l  o r  i n t e r n a l  demands, 

Personal coping resources ava l i ab le ,  and people 's  percept ions of 

t h e  s t resso r  and t h e i r  coping resources (Dobson, 1982; H ieber t ,  
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1983; Holroyd, Appel, % Andrasi k. 1983; Lazarus, 1974; Meichen- 

baum & Cameron. 1983: Thoreson & Eaqleston. 1983). Powell and 

Eaqleston (1983) de f i ne  s t r e s s  as a  se t  o f  cogn i t i ve ,  behaviour- 

a l .  and phys io loq i ca l  responses when the re  i s  a  perceived 

imbalance between ex te rna l  o r  i n t e r n a l  demands and an i n d i v i d -  

u a l ' s  a v a i l a b l e  resources. Almost a l l  i n t e r a c t i o n a l  t heo r i es  

(Cox, 1978; H i  ebert ,  1983,1985; Kasl , 1984: Lazarus, 1974; 

Magnusson, 1982) agree t h a t  t h e  f o c a l  p o i n t  o f  t h e  d e f i n i t i o n  i s  

t h e  i n t e r a c t i o n  between i n d i v i d u a l s '  percept ion o f  t he  demand and 

t h e i r  coping resources (Dobson. 1982: Hiebert .  1983: Holroyd e t  

a l ,  1983: Lazarus, 1974; Meichenbaum & Cameron, 1983; Thoreson % 

Eagleston. 1983). That i s .  t h e r e  i s  a  c o q n i t i v e  appra isa l  of the 

s i t u a t i o n  together w i t h  an eva lua t ion  o f  t h e  person's a b i l i t y  t o  

cope (Hiebert .  1983). An i n d i v i d u a l ' s  judgment o f  personal capa- 

b i l i t i e s  in f luences  thought pat terns,  phys io loq i ca l  reac t ions ,  

and behavi oura l  t ransac t ions  (Bandura. 1982) . 
I n  t h e  prev ious d e f i n i t i o n  o f  s t ress,  t h ree  aspects a re  i n -  

cluded which are  important  t o  expla in:  response. demands. and 

copi nq resources. 

The St ress Response 

The s t r e s s  response i s  a  complex se t  of r eac t i ons  incorpor -  

a t i n g  t h ree  components: phys io loq ica l ,  cogn i t i ve .  and behaviour- 

a l .  These a re  no t  considered as independent domains. bu t  r a t h e r  

a re  interconnected, ie . ,  when one i s  af fected.  t h e  o thers  a re  

a l s o  invo lved  (Hiebert .  1983: Powell 8t Eaqleston. 1983). 

The phys io log i ca l  component i s  best  described by Cannon's 

(1953) " f i g h t  or  f l i g h t "  response and cons i s t s  o f  va r ious  f a c t o r s  

i n d i c a t i n g  heightened arousal:  increased hear t  and r e s p i r a t i o n  
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ra te ,  increased muscle tension and endocrine secret ion,  decreased 

blood f low t o  the  stomach and per iphera l  sk in  temperature 

(Hackett & Lonborg, 1983: Hiebert,  1983, 1985). 

The cogn i t i ve  component of  t he  s t ress  reac t i on  cons is ts  of 

t he  mental eva luat ion of t he  degree of  t h rea t  inherent  i n  the  

stressor.  and the  appraisal  of t he  coping resources avai l a b l e  

(Hackett & Lonborg, 1983; Hiebert,  1983; Holroyd e t  a l ,  1983; 

Meichenbaum % Cameron. 1983). During the  course of  the  s t ress  

response, negat ive statements regarding the  magnitude of t he  

stressor,  t he  adequacy of  a  person's coping resources. and judg- 

ments o f  personal worthiness and a b i l i t i e s  can escalate the  other 

components (Jaremko. 1983: Meichenbaum. 1977). 

The behavioural component invo lves the  manner i n  which a 

person ac ts  wh i le  experiencing the  s t ress  react ion.  e.g., s t u t -  

te r ing ,  tremors, t i c s ,  hype rac t i v i t y  (Chandler, 1982; Hiebert ,  

1983: Thoreson ?A Eagleston. 1983). 

Demands and Stressors 

Demands are placed on people through s i t ua t i ons  and expecta- 

t ions:  these are re fe r red  t o  as e i t he r  pressures or s t ressors  

(Hiebert,  1983, 1985). Demands may be environmental. i n t e rna l .  or  

externa l  and do not  necessar i ly  lead t o  a  s t ress  react ion.  

Demands t h a t  r e s u l t  i n  a  s t ress  response. through the  cognitive 

mediating of  inab i  1  i t y  t o  cope or  m i  s i n te rp re ta t l on ,  are ca l l ed  

s t ressors  (Hackett !?k Lonberq. 1983: Hiebert .  1983: Thoreson b 

Eaqleston, 1983). Demands t ha t  do not g ive  r i s e  t o  a s t ress  

response are ca l l ed  pressures (Hiebert.  1985). Because of t he  

i n d i v i d u a l i t y  of  people's perceptions of st ressors.  the same 

demands miqht s t imu la te  a s t ress  response i n  one person, wh i le  



8 

another might experience no s t r e s s  (Hiebert ,  1983; Holroyd e t  

d l ,  1983: Kaqan, 1983: Thoreson % Eaqleston, 1983: Wi l l iams.  

1980). I n  add i t i on ,  t he re  a re  a number o f  i n d i v i d u a l  va r i ab les  

which can a f f e c t  whether o r  no t  a demand becomes a s t ressor .  

Some o f  these are: age, he red i t y ,  r e p e r t o i r e  o f  s k i  1 l s ,  values 

and goals. developmental l e v e l s  ( c o g n i t i v e  and l i f e s t a g e ) ,  

f a m i l i a l  and s o c i a l  support  systems, s t a t e  o f  hea l th ,  amount of 

sleep, and l e a r n i n g  and coping h i s t o r y  (Hackett  b Lonborg. 1983: 

H ieber t ,  1983; Patterson, 1983; Rut ter ,  1983; Wil l iams, 1980). 

O n e  o ther  i s sue  t o  address when r e f e r r i n g  t o  s t resso rs  and 

t h e  s t r e s s  response i s  t h e  d i f f e r e n c e  between t r a n s i t o r y  and 

chron ic  s t r e s s  (H ieber t ,  1983). Most people experience s t resso rs  

d a i l y ,  a r e  ab le  t o  handle them adequately, and t h e i r  s t r e s s  reac- 

t i o n  r e t u r n s  t o  normal func t ion ing .  Th is  i s  r e f e r r e d  t o  as 

t r a n s i t o r y  s t ress .  "Coping w i t h  some s t r e s s  undoubtedly b u i l d s  

character, prompting t h e  person t o  enhance and develop resources 

f o r  responding" (Thoreson & Eaqleston, 1983, p. 55). When t h e  

St ress  response cont inues w i t h  frequency, i n t e n s i t y ,  and pe rs l s -  

tence, a ch ron ic  s t a t e  i s  s a i d  t o  be present  (H ieber t ,  1983). I n  

+act .  Thoreson and Eagleston (1982) have added a few words t o  t h e  

Or ig ina l  def i n 1  t i o n  t o  de f i ne  chron ic  s t r e s s  as " t h e  s t v l e  o f  a 

Person, over t ime, r e s u l t i n q  from a perceived imbalance between 

and resources t o  meet demands, coupled w i t h  inadequate 

by t h e  person t o  cope w i t h  t h e  demands. " ( P -  4 9 ) -  

phys i ca l  , mental, and behavi ou ra l  d i so rde rs  a re  r e 1  ated t o  

st ress.  Some of these inc lude:  p e p t i c  u l ce rs ,  c 0 l  l t i s .  

hypertension, asthma, tens lon  and migra ine headaches. s k i n  

( ~ ~ b ~ ~ ~ ,  1982: H ieber t .  1983: Holroyd e t  d l .  1983): 



depression, hope1 essness, gui  1 t, e a t i  nq disorders, chemical de- 

pendency (Dobson, 1982; Holroyd e t  a l ,  1983) : aqqressi on. soc i  a l  

withdrawal, h y p e r a c t i v i t y  (Chandler, 1982; Hiebert ,  1983; 

Thoreson & Eaql eston. 1983). 

Copi n g  

It has been noted t h a t  t h e  ways people cope w i t h  s t ress  may 

be more important i n  determining s t r e s s  responses than the  type, 

frequency, and s e v e r i t y  o f  s t ressors  (Holroyd e t  a1 . 1983: 

Rut ter ,  1983). Coping r e f e r s  t o  " e f f o r t s ,  ac t ion-or iented (o r  

i n d i r e c t )  and/or in t rapsych ic ,  t o  manage (perceived) environ- 

mental and i n t e r n a l  demands and c o n f l i c t s  among them, which (a re  

perceived to) tax o r  exceed a person's resources" (Rut ter .  1983. 

p. 311). Some of these e f f o r t s  may be in fo rmat ion  seeking, d i r e c t  

act ion,  i n h i b i t i o n  of a c t i o n  (avoidance), o r  those responses i n -  

vo l  v ing  c o g n i t i v e  processes o r  statements (Lazarus & Launi er ,  

1978). It i s  d i f f i c u l t  t o  separate t h e  concepts o f  coping, 

coqni t i  ve appra isa l  , s e l f  -esteem, and s e l f  -ef f icacy, as they are 

a1 1 i n t e r - r e 1  ated i n  ac tua l  p r a c t i c e  (Eandura. 1977. 1982: 

Wil l iams, 1980). People may see themselves as more competent 

because they coped we l l  i n  prev ious attempts, and thus  have 

p o s i t i v e  expectat ions about being ab le  t o  handle the  next  demand 

(Dobson. 1982). However, when people have l i t t l e  confidence i n  

t h e i r  abi  1 i t i e s  t o  cope successf u l l  y, t he  neqat i  ve appra isa l  nf 

t h e i r  coping resources w i l l  serve t o  heighten t h e i r  s t r e s s  

response. Jan is  ( i n  Wil l iams. 1980, p.21) noted t h a t  "an 

i n d i  v i  dual ' s bas ic  a t t  i tude of  s e l f  -con+ i dence about coping could 

be severely shaken by an accumulation o f  . . .stresses over a long 

Per iod of t ime" thereby lead ing t o  negat ive self-concept and lack 
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o f  a l t e r n a t i v e s  w i t h  which t o  cope ( Dobson, 1982; Wil l iams, 

1980). 

Summary 

St ress has been conceptual ized as i n t e r a c t i o n a l ,  i n v o l v i n g  a  

m u 1  t i d i  mensional response t h a t  r e s u l t s  from a  perceived imbalance 

between demands and t h e  resources a v a i l a b l e  f o r  coplng w i t h  t h e  

demands (Dobson, 1982; Hackett  & Lonborg, 1983; Hi ebert ,  1995; 

Lazarus & Launier.  1978: Powel 1  & Eagleston. 1983). When t h e  r e -  

sponse pe rs i s t s ,  t h e  s u s c e p t i b i l i t y  t o  va r ious  d iso rders  i s  

i ncreased . 
Stress i n  Adolescents 

The purpose o f  t h i s  sec t i on  i s  t o  p rov ide  a  background f a r  

understanding t h e  adolescent and s t ress.  Various p o t e n t i a l  

s t resso rs  a re  presented i n  terms o f  s o c i e t y  and fami ly ,  educa- 

t i o n .  and a  developmental perspect ive.  The e f f e c t s  o f  s t r e s s  a re  

discussed regard ing achievement, behavi our d i  sorders, s e l f  - 

concept, and phys io log i ca l  symptoms. 

Po ten t i  a1 St ressors  

A recent  survey o f  3600 Canadian teenagers revealed t h a t  

t h e i r  most press ing s o c i a l  problems have t o  do w i t h  personal 

s u r v i v a l  -- unemployment, abuse. crime. sexual assaul t, sur ci de. 

drugs, and alchohol ism (Eibby %. Postersk i ,  1985) .  The major 

Personal concern o f  Canadian teenagers is what w i l l  they do a f t e r  

h igh  school. Th is  concern probabl y  r e f l e c t s  t h e i r  general 

Uncer ta in ty  about t h e i r  economical, p o l i t i c a l .  and personal 

f u t u r e  (Bibby & Postersk i .  1985) .  "Students tend t o  experience 

more s t r e s s  if they consider they have l i t t l e  c o n t r o l  over t h e i r  

l i v e s  o r  t h a t  powerful  o thers  or  chance f a c t o r s  c o n t r o l  t h e i r  
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des t i n ies "  (Dobson, 1982, p.347). On t h e  other hand, teenagers 

a re  a l so  confronted w i t h  t h e  broadest range of  choices of  any 

generat ion (Garbowski, 1984). Whereas i n  t h e  past  l i m i t e d  op t ions  

were ava i lab le .  today young people must make dec is ions about 

nea r l y  everything. There i s  more in fo rmat ion  addressing 

p rev ious ly  "tabooed" sub jec ts  -- sexua l i t y .  su ic ide.  abuse, 

alchohol ism, divorce, p r o s t i t u t i o n  (E l  kind, 1981 1 .  Another 

survey by t h e  Robert Johnson Company (1980) found t h a t  t h e  t h i r d  

h ighest  in f luence  i n  adolescents' l i v e s  ( a f t e r  f r i e n d s  and 

parents)  was t h e  media ( T . V . ,  rad io ,  records, and cinema). The 

r e s u l t a n t  in format ion overload con t r i bu tes  and in f luences  young 

people's d i f f i c u l t i e s  i n  dec is ion  making. These a re  a1 1 

p o t e n t i a l  s t ressors  w i t h  which teenagers a re  being presented by 

soc ie t y  i n  general. 

The fami ly  arena i s  another source of  p o t e n t i a l  s t ressors.  

As inc reas ing  numbers o f  f a m i l i e s  are headed by s i n g l e  parents, 

adolescents a re  exposed t o  "grow up quick1 y "  expectat ions. These 

parents look t o  o lder  c h i l d r e n  f o r  emotional support, f o r  he lp  

w i t h  r a i s i n g  t h e  o ther  k i d s  and keeping t h e  house wh i l e  t he  

parent  i s  working (Elk ind,  1981). 

Education accounts f o r  a d d i t i o n a l  p o t e n t i a l  s t ressors .  

The change i n  school format can be extremely d i s o r i e n t i n g  -- 

qoinq from a b a s i c a l l y  one teacher. one c lass  elementary school 

s t r u c t u r e  t o  many c lasses and r o t a t i n g  teachers i n  secondary 

school. where t h e  emphasis i s  more on impar t ing  knowledge than on 

personal l ea rn ing  and growth ( G u l  l o t t a ,  1783). The educat ional  

system teaches students t o  seek h igher  qrades and achievement. 

w i thout  teaching ways of  coping w i t h  these p o t e n t i a l  s t resso rs  

L 



(Bird, Cripe, & Morrison, 1980). 

Adolescents encounter demands as they move i n t o  new 

developmental stages. Kasl ( 1983) argues t ha t  1  i f e  events 

r e f l e c t  a person's stage i n  the  developmental l i f e  cycle: t he  

young are  22.5 t imes as l i k e l y  t o  repo r t  5 or  more s t r ess fu l  

environmental/physical/relational changes i n  one year as those 30 

o r  o lder.  Much has been w r i t t e n  recen t l y  regarding the po ten t i a l  

s t ressors  associated w i th  l i f e  events. and what makes some youths 

experience severe s t ress  react ions,  wh i le  o thers  appear t o  cope 

q u i t e  wel l  (Forman. Eidson, % Hagan. 1983: Hackett % Lonborg, 

1983; Kasl, 1983; Powell & Eagleston, 1983: Schafer, 1978). 

Young people are a t  a t r a n s i t i o n  p o i n t  i n  the  l i f e  cyc le  

and experience t h i s  uncer ta in ty  i n  almost a1 1  areas: b i o l  oq ica l  

and physical .  cogni t ive,  and soc ia l  r o l e s  (Richardson. Beal l .  % 

Jessup, 1983). They experiment w i th  r o l e s  and values and exper- 

ience the  ambiguity of  t h e i r  pos i t ion .  The cont rad ic t ions  of t he  

demands of the  ch i ld -adu l t  s t a t e  are t h e i r  way of  l i f e  (Chandler, 

1982). LeBow (1975) repo r t s  t h a t  movinq from junior h igh t o  h igh  

school, and leav ing school a l together  are two t r a n s i t i o n  po i n t s  

t ha t  are po ten t i a l  s t ressors and t h a t  other events can be per- 

ce i  ved as more s t ress f  u l  around these t r a n s i t i o n  po in ts .  

E f fec ts  of Stress 

When any of the  prev ious ly  mentioned demands are encountered 

by yoLlng people and are perceived as threatening and unable t o  be 

handled successful ly ,  s t ress  responses w i l l  f o l l ow  along coqnl- 

ti ve. behavi oura l  , and phys io log ica l  components. These react1 ons 

are not  l i m i t e d  t o  a  spec i f i c  component: indeed, most responses 

'nu01 ve mu1 t i d i  mensional ind ica tors .  However, f o r  the  purpose 



of  reviewing t h e  1 i t e r a t u r e ,  t he  e f f e c t s  of s t ress  are grouped 

according t o  coqni t i v e ,  behavioural , and phys io log i ca l  

ca teqor i  es. 

Coqn i t i ve  responses. Maladaptive c o g n i t i v e  s t r e s s  responses 

may be evidenced through l ea rn ing  problems, t e s t  performance, 

academic achievement, and self-esteem (Martuza & Kal ls t rom. 

1974). Volpe (1975) argues t h a t  d i s t r a c t i o n  d i s t u r b s  the  l ea rn ing  

Process, and t h e  most d i s t u r b i n g  d i s t r a c t i o n  i s  anxiety.  As we l l ,  

a t t e n t i o n  and concent ra t ion problems are  associated w i th  academic 

Underachievement. Not on l y  do low achievers experience more 

anxiety, bu t  they lack t h e  pers is tence t o  cont inue t r y i n g  i n  an 

area they perce ive as having l i t t l e  success f o r  them (Wil l iams. 

Decker, & L ibass i ,  1983). 4 s p e c i f i c  academic s t ressor  t h a t  has 

more imp1 i c a t i o n s  i n  view of our increas ing1 y technolog ica l  

Society i s  math anx ie ty  (Bander, Russel l ,  & Zamostny, 1982). As 

math and science requirements i n  h igh  school become s t i f f e r  and 

more comprehensive, e x t r a  pressure 1s put  on students t o  perform 

a t  h i  qher 1 eve1 5. Add i t iona l  1 y, t e s t  anx 1 e t y  1 s an ever-present 

Stress response t o  t he  demand t o  beat t he  compet i t ion and 

Perform, from which l a r g e  numbers of t h e  n o n c l i n i c a l  popu la t ion  

(Ba r r i os  & Shigetomi, 1979)- 

Self-esteem i s  a t o p i c  which has al ready been mentioned as 

being ,+feCted by stress. The r e l a t i o n s h i p  between low s e l f -  

esteem and academic performance has been repor ted i n  var ious 

Studies (Schel r e r  & Kraclt, 1979; Stanton, 1982: Thomas, 1980; 

Williams, 1980: Willlams e t  a l .  1983: Yadusky-Holahan & Holahan. 

1983)- The opinions of significant others  ( f r i ends ,  fami ly .  and 

teachers) of t en  a re  perce l  ved negat i ve ly  (d isapproval  o r  
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r e j e c t i o n )  producing lower self-esteem (Wil l iams, 1980), 

e s p e c i a l l y  a t  a t ime when teenagers tend t o  have a l e s s  s t a b l e  

s e l f  -image (Garbowsky, 1984; G u l  l o t t a ,  1983). 

Behavi oura l  responses. Behavi oura l  responses by ado1 escents 

t o  s t r e s s  a re  those r e s u l t i n g  behaviours associated w i t h  t h e  

phys io log i ca l  " f i g h t  o r  f 1 i q h t "  response (Cannon, 1953). Hecent- 

l y ,  more research i s  p o i n t i n g  towards a connect ion between the  

type  A behaviour of parents  and t h e  same elements o f  t ype  A beha- 

v i ou r  (compet i t ive,  demanding, h ighst rung)  i n  t h e i r  c h i l d r e n  

(Blumenthal , Jesse, Hennekens, K le in ,  Ferver,  b Gourley, 1975). 

Other i napp rop r i a te  behaviours have been categor ized i n  response 

t o  " f i g h t "  ( f i g h t i n g ,  s tea l ing ,  vandalism) o r  " f l i g h t "  ( s o c i a l  

withdrawal, f a i l i n g ,  sk ipp ing  school, depression, ea t i ng  d i so r -  

ders, su ic ide,  and chemical abuse) : (Schul t z  b Heuchert, 1983: 

Sylwester, 1983). 

Phys io loq ica l  responses. Phys io log ica l  responses t o  s t r e s s  

stem from cont inued arousal o f  t h e  c h a r a c t e r i s t i c s  o f  t h e  " f i g h t  

o r  f l i g h t "  response. Some d isorders  commonly associated w i t h  t h e  

physi  01 og i  c a l  response i n c l  ctde headaches, abdominal pain, and 

insomnia (Garbowski, 1984). Add i t i ona l l y ,  t he re  may be a physio- 

l o g i c a l  l i n k  between type  A parents  and t h e i r  c h i l d r e n  (h igher  

l e v e l s  o f  cho les te ro l  and body weight) ,  thus exposing a p o t e n t i a l  

r i s k  f a c t o r  towards coronary a r t e r y  disease (Elumenthal, Jesse, 

Hennekens, K le in ,  Ferver,  Gourley, 1975: E l  k ind, 1981) - 
Summary 

Being a t  t r a n s i t i o n  p o i n t s  i n  most areas of t h e i r  l i f e  

Cycle, adolescents experience t h e  ambiqui t y  of t h e  c h i  ld-adctl t 

s t a t e  along w i t h  t h e  s o c i a l  and educat ional  s t resso rs  which a re  
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concurrent w i t h  t h i s  s ta te .  Teenagers who respond t o  s t ressors  

i napp rop r ia te l y  reac t  w i t h  academic performance de f i c ienc ies .  

behaviour d isorders,  s e l f  -concept problems, and phys io log ica l  

symptoms t h a t  a re  warning s i g n a l s  o f  p o t e n t i a l  s t ress- re la ted  

diseases. Because these teenage years can be "proving grounds" 

f o r  how the  adolescent w i l l  manage as as adu l t ,  i t  seems 

appropr ia te  t o  o f f e r  i n s t r u c t i o n  i n  appropr ia te  ways of coping 

w i t h  present and f u t u r e  s t ressors .  Examples o f  s t r e s s  c o n t r o l  

models a re  presented i n  t h e  next  sect ion. 

St ress Cont ro l  

I n  t h i s  sect ion,  s t r e s s  and s t ressor  management i s  d i f f e r e n -  

t i a t e d .  Stress manaqement s t r a t e g i e s  f o r  coping through t h e  

behavioural and c o g n i t i v e  components of t h e  s t ress  response are 

mentioned. However. more emphasis i s  g iven t o  coping through t h e  

phys io log i ca l  mode, s p e c i f i c a l l y  w i t h  r e l a x a t i o n  t r a i n i n g .  

Various suggestions a re  presented f o r  u t i l i z i n g  s t r e s s  management 

i n  t h e  schools. 

Stressor Manaqement 

One approach f o r  c o n t r o l l i n g  s t r e s s  1s r e f e r r e d  t o  as 

s t ressor  manaqement. The goal of t h i s  approach i s  t o  reduce 

demand i n  order t o  avoid a s t r e s s  reac t ion .  Th is  method takes 

i n t o  account t h e  degree t o  which the  person can u t i l i z e  environ- 

mental con t ro l .  If possib le,  t h e  person can reduce demand by 

leav ing  t h e  s t ress+  u l  s i t u a t i o n ,  o r  changing o rgan iza t iona l  o r  

phys ica l  s t r u c t u r e s  t h a t  pose p o t e n t i a l  s t ressors .  Another way 

of c o n t r o l l i n q  s t r e s s  i s  t o  i d e n t i f y  t h e  s t ressor  as being a  

s k l l l s  d e f i c i t .  and t o  implement a  s k i l l s  t r a i n i n g  program (e.9.. 

t i  me manaqement, parent ing,  problem so lv ing,  assert iveness, o r  

L 



study s k i l l s ;  Hiebert .  1983). 

St ress Manaqement 

The o ther  approach i n  coping w i t h  s t r e s s  i s  through s t r e s s  

management, i n  which t h e  r e a c t i o n  t h a t  a  person has t o  a  s t ressor  

i s  changed. Th is  change m a y  be d i r e c t e d  toward one o f  t h e  d i f -  

f e ren t  components o f  t h e  s t r e s s  r e a c t i o n  (behavioural .  cogn i t i ve ,  

o r  phys io log i ca l ) ,  o r  may i n v o l v e  a  combination o f  component 

s t ra teg ies .  Generally, a  change i n  one mode w i l l  produce changes 

i n  t h e  o thers  (Hiebert ,  1983). 

Cogn i t i ve  s t r a t e g i e s  attempt t o  s u b s t i t u t e  a  p o s i t i v e ,  

accurate appra isa l  o f  t h e  t h r e a t  o r  demand. as w e l l  as suppor t ive  

statements regard ing t h e  person's resources f o r  coping w i t h  t h e  

s t ressor  (Hiebert ,  1983: Meichenbaum ?X Jaremko, 1983). 

Methods dea l ing  w i t h  t h e  behavioural  component seek t o  a1 t e r  

t h e  s t r e s s  r e a c t i o n  by i n t roduc ing  an a l t e rna te ,  competing res-  

ponse (Hiebert ,  1983). Ins tead of t r y i n g  not  t o  do something, 

t h e  person i s  encouraged t o  do something d i f f e r e n t l y ;  f o r  exam- 

p le ,  s lowing t h e  pace o f  eat ing,  working, or  p l a y i n g  ins tead  of 

enqaqinq i n  t y p i c a l  t ype  A behaviours. 

Physi  01 og i  c a l  approaches t o  coping w i  t h  s t r e s s  i nvol  ve 

developing a phys io log i ca l  response t h a t  i s  incompat ib le  t o  t h e  

reac t i ons  of t he  f i g h t  or  f l i g h t  response (Hiebert .  1985). Most 

Of these u t i l i z e  some form of r e l a x a t i o n  as t h e  incompat ib le  

response, and r e q u i r e  regu la r  p r a c t i c e  i n  order t o  acqu i re  and 

main ta in  s k i  11 at r e l a x i n g  (Hiebert .  1983). Progress ive Relax- 

a t i o n  (Jacobson, 1938) ; Autogenic T ra in ing  (Dobson. 1982) ; 

transcendental  med i ta t ion  (Denniston K McWilliams. 1975): 

Biofeedback T ra in ing  (Brown, 1974) ; and Benson's Relaxat ion 
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Response (Eenson. 1975) are  examples o f  physiological-based 

s t ra teg ies .  Two shortened r e l a x a t i o n  procedures which a re  o f  

i n t e r e s t  t o  t h i s  study a re  cue-control  l e d  r e l a x a t i o n  and 

d i f f e r e n t i a l  r e l a x a t i o n  (Ba r r i os  & Shiqetomi. 1979: Hiebert .  

1980: King, 1980).  These l a s t  two techniques as we l l  as proqres- 

s i v e  r e l a x a t i o n  a re  examined i n  q rea te r  de ta i  1 below. 

Proqressive Re1 a x a t i  on. Relaxat ion t r a i n i n g  has been 

r e f  e r red  t o  as t h e  "behavioural  a s p i r i n "  (Hi1 lenberg ?- C o l l  i ns .  

1982) because of wide usage both  as a s i n g l e  treatment and as t h e  

core o f  other  t reatment proqrams (Paul. 1980).  The u l t i m a t e  qoal 

o f  progress ive r e l a x a t i o n  i s  t o  increase t h e  ab i  1 i t y  t o  i d e n t i f y ,  

and then e l iminate .  tension. The s k i l l  can then be used t o  

main ta in  lower l e v e l s  of phys io log i ca l  a c t i v i t y  i n  general, and 

i n  response t o  environmental s t resso rs  i n  p a r t i c u l a r  (Borkovec b 

Sides, 1979).  The s t ra tegy  i s  based on t h e  c o r r e l a t i o n  between 

s t r e s s  and muscle tens ion  (Dobson. 1982) and u t i l i z e s  two 

p r i n c i p l e s  (Wil l iams, 1980): 

1 .  l e a r n  t o  recognize t h e  s t a t e  o f  tension. how muscles f e e l  

when tensed; 

2. con t ras t  t h e  tens ion  sensat ion w i t h  t h e  s t a t e  of e l i m i n a t i o n  

o f  tension. h o w  muscles f e e l  when re1  ased. 

The i n d i v i d u a l  l ea rns  t o  d i s c r i m i n a t e  sensat ions 1 inked w i t h  

r e l a x a t i o n  and tension, and t o  use these cues t o  he lp  achieve 

c o n t r o l  i n  a v a r i e t y  of s i t u a t i o n s .  I t i s  eas ier  t o  i d e n t i f y  

muscle tens ion than a chron ic  s t a t e  o f  heightened tension,  where 

t h e  phys ica l  sensat ions a re  no t  easi 1 y recoqnizabl  e (Lynn. Rhue. 

% Freeman. 1980).  Re1 a x a t i  on i s  most e f f e c t i v e  when seen as an 

a c t i v e  s k i l l  t h a t  improves w i t h  requ la r  p r a c t i c e .  which can be 
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appl ied t o  d a i l y  s i t u a t i o n s  (Paul, 1980: Shearer & Pass. 1979). 

Cue-Control 1  ed He1 axation. Once t h e  r e 1  a x a t i  on procedure 

has been learned, a self-produced cue i s  repeated a t  t he  end o f  

t h e  r e l a x a t i o n  sequence i n  order t o  make t h e  assoc ia t ion between 

t h e  cue and the  re laxed  s t a t e  (Mar t in  & Hiebert.  1982). Th is  

p a i r i n g  i s  p rac t i ced  u n t i l  t h e  cue i t s e l f  e l i c i t s  t h e  r e l a x a t i o n  

response (Hiebert.  1983). The user can then employ the  cue 

whenever an increase i n  arousal l e v e l  i s  perceived. 

D i f f e r e n t i a l  Relaxation. Another use o f  t h e  i n i t i a l  

r e l a x a t i o n  t r a i n i n g  i s  d i f f e r e n t i a l  r e laxa t i on .  The bas ic  

p r i n c i p l e  i s  t o  re lax  s e l e c t i v e l y  var ious p a r t s  o f  t he  body which 

a re  no t  i n  a c t i v e  use. thus a l low ing  f o r  r e l a x a t i o n  i n  some p a r t s  

o f  t he  body dur ing the  day (Hiebert .  1980). A f t e r  s k i l l  has been 

developed i n  d i f f e r e n t i a t i n g  t h e  muscles t o  be relaxed. t h i s  

s k i l l  can be used t o  focus on r e l a x i n g  chron ic  tens ion spots. 

Methodology i n  Research on St ress 

There a re  methodological cons iderat ions t h a t  must be addres- 

sed fo l l ow ing  a review o f  s tud ies  of r e l a x a t i o n  t r a i n i n q .  H i l -  

lenberg and C o l l i n s  (1982) analyzed s tud ies  u t i l  i z i n q  r e l a x a t i o n  

t r a i n i n q  as t h e  s p e c i f i c  technique. eva lua t inq  numerous var ia -  

I b les:  number of sessions. home prac t i ce ,  t a r g e t  problem. and 

outcome. 

Number o f  sessions. H i l l enbe rq  and C o l l i n s  (1982) noted a 

r e l a t i o n s h i p  between the  number o f  sessions o f  t r a i n i n q  and t h e  

I 
e f fec t i veness  o f  t he  program. General ly.  t h e  t r a i n i n q  i s  most 

e f f e c t i v e  when taken over 4-6 sessions. Those s tud ies  t h a t  found 

I 

no decrease i n  s t r e s s  l e v e l s  comparing t h e  treatment group w l t h  

the  c o n t r o l  averaged on l y  two sessions. 
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Mode o f  i n s t r u c t i o n .  O f  t h e  69 s tud ies  reported. almost 

h a l f  used l i v e  i n s t r u c t i o n .  and h a l f  used taped i n s t r u c t i o n .  

Although i t  has genera l l y  been found t h a t  l i v e  i n s t r u c t i o n  i s  

super ior  (Borkovec & Sides, 1979) when compared t o  audiotape. 

t he re  a re  s t i  11 s i g n i f  i c a n t  e f f e c t s  f o r  taped r e l a x a t i o n  t r a i n i n g  

i n s t r u c t i o n s  when compared t o  o ther  treatment approaches. 

Ski 11s p rac t i ce .  H i  1  lenberg and C o l l  i n s  (1982) noted t h a t  

60% of t h e  s tud ies  u t i l i z e d  s k i l l  p rac t i ce .  wh i l e  40% d i d  not .  

Th is  i s  surp r i s ing ,  consider ing t h e  emphasis on the  p r a c t i c e  o f  

s k i l l s  f o r  impro~ement (Borkovec, Grayson, b Cooper. 1978; Day b 

Sadek, 1982: Suinn. 1983). Two s tud ies  assessed the  e f f e c t  o f  

r e l a x a t i o n  t r a i n i n g  on adolescent behavior problems (Mead. 1976: 

Wright, 1978), bu t  t he  p a r t i c i p a n t s  j u s t  l i s t e n e d  t o  t he  tapes; 

t he re  was ne i t he r  i n s t r u c t i o n  i n  t h e  use o f  r e l a x a t i o n  nor oppor- 

t u n i t y  t o  p rac t i ce .  Not su rp r i s i ng l y .  no e f f e c t s  on anx ie ty  were 

reported. I n  another study (Peters. Eenson. % Por ter .  1977). t h e  

average p r a c t i c e  was 3-5 t imes per week. w i th  a d d i t i o n a l  p r a c t i c e  

no t  associated w i t h  add i t i ona l  change: bu t  l e s s  p r a c t i c e  was 

associated w i t h  l e s s  chanqe. 

Eva luat ion of  p rac t i ce .  One problem i n  eva lua t ing  p r a c t i c e  

i s  t h e  lack  of  r e l i a b i l i t y  of  most assessment too ls .  Most 

Studies reviewed by H i l l enbe rg  and C o l l i n s  (1982) had no type  of  

Compliance assessment. Taylor,  figras. Schneider. and f i l l e n  

(1983) found t h a t  se l f - repo r t  of p r a c t i c e  was genera l l y  over- 

reported. and sub ject  t o  t h e r a p i s t  demand. Their method f o r  

ascer ta in inq  t h e  r e l a b i  1  i t y  of s e l f  - repor t  data was t o  i n s t a l  1  a  

device i n  t h e  tape recorder which monitored every t ime the  tape 

was used. Hieber t .  Dumka. Cardinal.  b Marx (1983) u t i l i z e d  mon- 
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i t o r i n q  l ogs  t o  record hear t  ra te ,  r e s p i r a t i o n  ra te ,  and f i nge r  

temperature which no t  on ly  provided phys io log ica l  data i n d i c a t i n q  

t h a t  p a r t i c i p a n t s  acquired t h e  s k i l l s ,  bu t  a l so  served as a  type 

o f  compl i ance repor t .  

Summary 

Stressor management attempts t o  reduce t h e  demands 

p o t e n t i  a1 l y  e l  i c i  t i  ng the  s t r e s s  response. whi 1  e  s t ress  

management invo lves  a  change i n  t h e  coping r e a c t i o n  t o  t h e  

s t ressor .  Most i n t e r v e n t i o n s  f o r  s t ress  management are  

cateqor ized by t h e  components o f  t h e  s t r e s s  response: physio- 

l o q i c a l  . behavioural , and coqni t i v e .  Phys io loq ica l  s t r a t e g i e s  

cen t re  on u t i l i z i n g  t h e  p r a c t i c e  of  r e l a x a t i o n  t o  i n t e r f e r e  w i t h  

the  arousal response- Three techniques inves t iga ted  i n  t h i s  

study were progressive re1  axat ion, cue-control 1  ed re laxa t i on .  and 

d i f f e r e n t i a l  re laxa t ion .  

St ress Contro l  i n  t h e  School 

E l  1  i o t  and E i  sdorf e r  (1982) conceptual i zed  schools as soc i  a1 

organizat ions by r e f e r r i n g  t o  them as " ~ e o p l e - ~ r o c e s s i n g  

i n s t i t u t i o n s "  (p.98). A f u n c t i o n  of  t h e  school i s  t o  prepare 

adolescents t o  f u n c t i o n  as use fu l  members of  society.  This task 

inc ludes i n s t r u c t i o n  i n  coping w i t h  present and f u t u r e  s t ressors .  

If c h i l d r e n  do no t  l e a r n  t o  cope i n  school, they may experience 

problems as adul ts.  I f  they do l e a r n  e a r l y  i n  l i f e .  they can 

experience an "immunization" e f f e c t  of  coping t h a t  can enable 

them t o  c o n s i s t e n t l y  handle t h e  demands of adulthood i n  hea l thy  

ways (Pfohl ,  1979). 

Thoreson and Eaqleston (1983) s t a t e  t h a t  t h e  f i r s t  step i n  

s t r e s s  management i n  schools i s  t o  get in fo rmat ion  t o  t he  adoles- 
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cents and ch i ld ren ,  and t o  he lp  these young people be aware o f  

t h e i r  s t ressors  and resources. Thoreson and Eaql eston ( 1983) add 

t h a t  more than j u s t  in fo rmat ion  i s  requ i red  -- c h i l d r e n  need 

s k i l l s  t r a i n i n g  i n  mental and phys ica l  r e l a x a t i o n  w i t h  t h e  

oppor tun i ty  t o  p rac t i ce .  

There are several  good reasons f o r  t h e  s e l e c t i o n  o f  

progressive r e l a x a t i o n  as an i n i t i a l  s t r e s s  c o n t r o l  s t ra teqy  i n  

t h e  school (Day b Sadek. 1982: He iber t  b Eby, 1985: Wil l iams. 

1980). 

1. I t  i s  simple t o  l e a r n  and p rac t i ce .  

2. It requ i res  l i t t l e  apparatus. 

3. It can be taught  by counsel lors  i n  guidance classes. o r  by 

regu la r  classroom teachers t r a i n e d  i n  t h e  bas ic  cur r icu lum 

( w i t h  audiotapes). w i t h  t h e  back-up of  t h e  counsel l o r .  

If t h e  school admin is t ra t ion  i s  motivated enough t o  change 

t h e  general school environment . var ious  aspects o f  s t ressor  

management could a l so  be pu t  i n t o  p rac t i ce :  change t e s t i n g  

formats and cur r icu lum design: reschedule classes. r e s t r u c t u r e  o r  

redesign some school environments f o r  b e t t e r  phys ica l  space, 

1  i qh t i ng ,  and no ise c o n t r o l  (Deff  enbacker b McKinley. 1983: 

I Sylwester, 1983). 

E f f e c t s  o f  Relaxat ion Tra in ing  

The purpose o f  t h i s  sec t ion  i s  t o  examine the  e f f e c t s  of  

var ious programs i n s t i t u t e d  i n  t h e  school s e t t i n q  i nco rpo ra t i ng  

I r e l a x a t i o n  t r a i n i n g .  Although s tud ies  have been conducted w i th  

a d u l t  and u n i v e r s i t y  populat ions. f o r  t h e  purposes of t h i s  paper 

I 

on ly  s tud ies  w i t h  p u b l i c  school popula t ions a re  c i t ed .  



ficademic Performance 

General performance. The main arena t h a t  r e l a x a t i o n  

t r a i n i n g  programs have focused on has been academic performance. 

Ladoucer and Armstrong (1983) assessed a multi-component program 

f o r  he lp ing  students en te r i ng  h igh  school " a t  r i s k . "  Study 

s k i l l s  and r e l a x a t i o n  t r a i n i n g  were o f f e r e d  f o r  10. 50-minute 

sessions. A s i g n i f i c a n t  improvement i n  treatment group grades 

over t h e  unt reated c o n t r o l  group was reported.  No component 

ana l ys i s  was done i n  t h i s  study, bu t  one by Wi l l iams e t  a l ,  

(1983) evaluated a r e l a x a t i o n  t r a in ing -s tudy  s k i  11s group and a 

study s k i l l s  on l y  group over seven sessions. The r e l a x a t i o n  

component seemed t o  be t h e  super io r  treatment.  e s p e c i a l l y  a t  t h e  

8 week follow-up, when t h e  study s k i l l s  p l u s  r e l a x a t i o n  group 

demonstrated s i g n i f i c a n t l y  h igher  academic performance and lower 

s t r e s s  l e v e l s  than the  study s k i l l s  group alone. 

S p e c i f i c  subjects. Academic performance i n  read ing and 

w r i t i n g  was s i g n i f i c a n t l y  enhanced by a 6 week, 30 minute/week 

r e l a x a t i o n  t r a i n i n g  program (Stout.  Thornton. & Russel 1, 1980) .  

showed no s i g n i f i c a n t  reduc t i on  on t e s t  and s o c i a l  anx ie ty .  bu t  

t he re  were s i g n i f i c a n t l y  improved scores on i n t e l l i g e n c e  and con- 

c e n t r a t i o n  t e s t s .  Bander e t  a1 (1982) repor ted  r a t h e r  s i q n i f  i- 

cant research on a compari son of cue-control  l e d  re1  axat ion.  study 

s k i l l s .  and a combined group. They tes ted  f o r  e f f e c t s  on math 

I Performance and anx ie ty ,  d i g i t  symbol performance, and general 

t e s t  anx ie ty .  The combined group was s i q n i f  i c a n t l y  h iqher  on 

th ree  out  o f  f ou r  measures; a t  t he  t h ree  week f o l  low-up. t h e  

r e l a x a t i o n  qroup was super ior  on a1 1 measures. The authors 
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hypothesize t h a t  r e l a x a t i o n  s k i l l s  are  more general izable.  there- 

f o r e  a f f  ord inq more oppo r tun i t i es  f o r  p rac t i ce .  

Sel f -Concept 

Several s tud ies  have al ready been noted t o  demonstrate t h a t  

long-term s t r e s s  can have a negat ive e f f e c t  on self-concept 

(Bandura, 1982: Dobson, 1982: Wil l iams, 1980). Bal lenger (1979) 

found t h a t  self-concept was enhanced by r e l a x a t i o n  t r a i n i n g  w i th  

students i n  grades 6-8. I n  a  study by Stanton (1982). r e l a x a t i o n  

t r a i n i n g  was combined w i th  imagery and s e l f  -cont ro l  sugqestions. 

Because a  sense of being ab le  t o  be i n  c o n t r o l  i s  r e l a t e d  t o  

p o s i t i v e  s e l f  -esteem, Stanton measured on1 y whether t he  students 

f e l t  more i n  con t ro l .  A t  post - tes t .  t h e  treatment group repor ted 

s i g n i f i c a n t  gains i n  f e e l i n g  i n  con t ro l .  which were repor ted t o  

be even higher a t  t h e  12-month fol low-up. 

Stress Response 

R e l a t i v e l y  few s tud ies  have i nves t i ga ted  t h e  e f f e c t s  of 

r e l a x a t i o n  t r a i n i n g  on s t r e s s  responses. Richardson, Bea l l .  and 

Jessup (1983) took phys io log i ca l  measures i n  a d d i t i o n  t o  coqni- 

t i v e  measures i n  t h e i r  study o f  h igh  school students. The 

r e s u l t s  demonstrated a  s i g n i f i c a n t  reduc t ion  i n  t h e  phys io lo-  

g i c a l  s t r e s s  response, as we l l  as h igher  performance on t h e  

c o g n i t i v e  t e s t .  A six-week r e l a x a t i o n  t r a i n i n q  program by 

Zai chkowsky and Zai chkowsky ( 1984) measured s t a t e  anxiety,  hear t  

r a te .  r e s p i r a t i o n  ra te .  and per iphera l  s k i n  temperature. The 

experimental group of  adolescents showed s i g n i f i c a n t .  p o s i t i v e  

r e s u l t s  on a l l  measures. There was no fol low-up tes t i nq .  I n  a  

I 

study conducted through an Enql ish class, H ieber t  and Ebv (1985) 

f i e l d  tes ted  a  p o t e n t i a l  p reven t i ve  s t r e s s  management cur r icu lum 
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t h a t  could be taught by a regu la r  classroom teacher. Reductions 

i n  s t a t e - t r a i t  anx ie ty  and most s t r e s s  symptoms were s i g n i f i c a n t .  

Conclusion 

Since schools a re  o r i en ted  toward equipping students w i t h  

t h e  s k i l l s  t o  func t ion  i n  society,  i t  might be h e l p f u l  t o  inc lude  

r e l a x a t i o n  t r a i n i n g  as t h e  "Fourth R "  a f t e r  "reading, ' r i t i n q ,  

and ' r i t h m e t i c . "  It has been demonstrated t h a t  adolescents 

experience s t r e s s  over a broad spectrum o f  soc ie ta l ,  f a m i l i a l .  

and educational contexts. For the  most pa r t ,  young people's 

coping responses a re  inadequate and haphazard, and do no t  o f f e r  

t h e  k ind  of resources w i t h  which t o  cont inue t o  cope w i th  t h e  

demands of  emerqinq adulthood. St ress management can be taught 

t o  e f f e c t  general and s p e c i f i c  responses, and can be e f f e c t i v e  

both i n  a r e s t o r a t i v e  and p revent i ve  context.  

The purpose o f  t h i s  study was t o  i n v e s t i g a t e  the  e f f e c t i v e -  

ness of a progressive r e l a x a t i o n  t r a i n i n g  program o f f e r e d  a t  t h e  

qrade e i  qht  1 evel  . The f 01 1 owing quest ions served as a 

foundat ion f o r  t h e  research: 

What e f f e c t  does l ea rn ing  progressive re1  a:<ati on s k i  11 s 

have on s e l  f -concept? 

What e f f e c t  does l ea rn ing  proqress ive r e l a x a t i o n  s k i l l s  

have on anx i e t  y 1 evel  ? 

What e f f e c t  does l ea rn ing  progress ive r e l a x a t i o n  s k i  11s 

have on s t ress- re la ted  symptoms'? 

What i s  t h e  f easi b i  1 i t y  o f  teach i  nq proqress i  ve 

r e l a x a t i o n  s k i l l s  i n  a classroom s e t t i n g ?  



CHAPTER THREE 

METHODOLOGY 

The purpose o f  t h i s  chapter i s  t o  descr ibe t h e  methodology 

used i n  t h e  study. The s e l e c t i o n  and composit ion o f  t h e  sample 

a re  del ineated.  Next, t h e  dependent measures a re  de ta i led .  

Fo l lowing that,  an exp lanat ion o f  t h e  procedure i s  qiven. 

Samp 1 e 

The sub jec ts  f o r  t h i s  study were grade e i q h t  s tudents from 

guidance c lasses a t  Burnaby North Senior Secondary School. An 

in fo rmat ion  sheet (see A~pend ix  A )  bas sent  home w i t h  t h e  

students n o t i f y i n g  parents and students o f  t h e  p ro jec t .  w i t h  an 

i n v i t a t i o n  t o  a t tend an i n +  ormation meetinq dur ing  a regu la r1  y 

scheduled parent-teacher conference evening. Approximately one- 

t h i r d  o f  t h e  parents attended. Consent forms (see Appendix B) 

were signed by a l l  parents and students p a r t i c i p a t i n g  i n  t h e  

study. 

Students were assigned randomly t o  treatment or c ~ n t r o l  con- 

d i t i o n s  by school counsel lors.  Three regu la r  guidance teachers 

who expressed i n t e r e s t  i n  t h e  Proqressive Relaxat ion Tra in ing  

program were se lec ted t o  teach t h e  treatment c lass.  The 

t reatment qroup rece ived a Progressive Relaxat ion Tra in ing  pro- 

gram and t h e  c o n t r o l  group p a r t i c i p a t e d  i n  a career educat ion 

u n i t .  The op t i on  was given t o  t h e  students i n  t h e  t reatment 

qroup t o  t r a n s f e r  t o  t h e  career educat ion u n i t  o f fe red  t o  t h e  

c o n t r o l  qroup. Three s tudents  t r ans fe r red  from treatment t o  

c o n t r o l  group. There were 113 students enro l  l e d  i n  s i x  guidance 

I 
classes: 62 sub jec ts  rece ived treatment and 51 students were i n  

t h e  c o n t r o l  qroup. Data from 34 sub jec ts  were omi t ted from t h e  

L 



study due t o  t h e i r  absenteeism dur ing t h e  pre-or-post- test ing 

sessions, r e s u l t i n g  i n  a  t o t a l  o f  44 treatment sub jec ts  and 35 

c o n t r o l  s tudents f o r  whom data  were ava i lab le .  Most students 

were 13 o r  14 years old: approximately one-th i rd o f  t h e  sample 

was of Asian/East Ind ian  descent. t he  remaining two- th i rds  were 

Caucasian. I n  add i t ion .  t h e  t reatment group cons is ted o f  29 

females and 34 males; t h e  c o n t r o l  group had 29 females and 22 

males (see Table 1) .  The p r o j e c t  took p lace from t h e  middle of 

February through t h e  middle o f  March, ending j u s t  before  students 

were t o  take  sp r i ng  exams. 

Dependent Measures 

Three se l f - r epo r t  quest ionnai res  were used i n  t h i s  study: 

t h e  S ta te -Tra i t  Anxiety Inventory  (STAI) (Spei lberqer .  Gorsuch. ?< 

Lushene. 1970), t h e  Symptoms of St ress Inventory  (SOSI) (Thompson 

& Leckie, 19791, and t h e  Sel f  Desc r i p t i on  Questionnaire (SDQ) 

(Marsh & Smith. 1981). 

State-Trai  t hnx ie t y  Inventorv  

The STAI (S ta te -Tra i t  Anxiety Inventory)  i s  a 40-item 

s e l f  - repor t  quest ionnaire.  cons i s t i ng  o f  two separate 20-i tern 

sca les  measuring two d i s t i n c t  anx ie ty  concepts: s t a t e  anx ie ty  

(A-State), a  t r a n s i t o r y  s t a t e  o f  emotion. f l u c t u a t i n g  over tlme, 

character ized by s u b j e c t i v e  f e e l i n g s  o f  apprehension and tens1 on 

(Spie lberqer e t  a l . ,  1970); and t r a i t  anx le ty  (A-Tra i t ) .  a r e l a -  

t i v e l  y s t a b l e  p e r s o n a l i t y  t r a i t  d i f f e r e n t i a t i n g  i n d i v i d u a l  

anx ie t y  proneness (Sp ie lberg e t  dl . .  1970). Subjects a re  asked 

t o  respond on t h e  &-State sca le  as t o  how they f e e l  r i g h t  now. a t  

t h i s  moment; on t h e  A-Trait  scale, they a re  asked t o  r e p o r t  how 

they general 1  y fee l .  



Table 1  

Oemosraphi c  C h a r a c t e r i s t i c s  o f  Grade 8  Students 

Gender E t h n i c  Aqe 
Group Teacher F M Tot.  A f  A s  C S N  Tot. 12 13 14 1 5 T o t .  

Con t ro l  1  5  6 11 1 4 5 0 0  
a 
1 0  9 2 0 11 

(13) (8 )  (21) 

Grand 
To ta l  

Note. Af =A+ r i  can: As=Asi an: C=Caucasr an: S=Spani sh: N=Nat i ve. - 
subjec t  d i d  n o t  r e p o r t  e t h n i c  background. sub jec t  d l d  

n o t  r e p o r t  age. 

Note. Whi le  113 s tuden ts  p a r t i c i p a t e d  i n  t h e  study. da ta  were 

n o t  a v a i l a b l e  f o r  34 s tuden ts  due t o  absence f o r  e i t h e r  pre -  o r  

p o s t t e s t .  The numbers i n  parentheses 0 rep resen t  t o t a l  Poss i b l e  

s tudents.  A11 o the r  numbers r e f e r  t o  s tuden ts  who were a c t u a l l y  

i n c l uded  i n  t h e  da ta  ana l vs i s .  
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Subjects' responses a re  scored based on a four -po in t  r a t i n g  

scale: l=Not a t  a l l  ; 2=Somewhat: 3=Moderatel y  so: and 4=Very 

much so. The value o f  4 i nd i ca tes  a h igh  l e v e l  o f  anxiety: f o r  

those i tems worded i n  such a way t h a t  4 equals low anxiety. t h e  

weights f o r  t he  responses a re  reversed. The ranqe va r i es  from a 

minimum score of  20 t o  a maximum score of  80 on both subscales 

(Spielberger e t  a l . ,  1970). 

R e l i a b i l i t y  o f  t h e  STAI i s  repor ted i n  t h e  t e s t  manual 

(Spielberger e t  dl., 1970). Test-retest  c o r r e l a t i o n s  f o r  t h e  

A-Trait  sca le  ranqe from .73 t o  -86, wh i le  c o e f f i c i e n t s  f o r  t h e  

A-State sca le  range from . I 6  t o  .54. These lower A-State 

c o r r e l a t i o n s  a re  no t  surp r i s ing .  i n  l i g h t  of  t he  f l u c t u a t i n g  

nature o f  t he  A-State const ruct  (Spie lberqer e t  a l . ,  1970). 

I n t e r n a l  consistency i s  reasonably good. w i t h  alpha c o e f f i c i e n t s  

ranging from .83 t o  -92 f o r  A-State and .86 t o  .92 f o r  A-Trait  

(Spie lberqer e t  dl., 1970). 

V a l i d i t y  data f o r  t h e  STAI have been obtained i n  several 

s tud ies  (Sp ie l  berger e t  a1 . . 1970). The A-Trait  sca le  c o r r e l  a tes 

moderately w i t h  t h e  SPAT Anxiety Scale (Ca t te l  % Scheier. 1962) :  

-75 and .76 f o r  co l l ege  students (N=206) and .77 f o r  p s y c h i a t r i c  

p a t i e n t s  (N=112) (Spie lberger e t  al . .  1770). Evidence f o r  t h e  

const ruct  v a l i d i t y  of  t h e  A-State sca le  was gathered f r o m  a 

sample of  977 co l l eqe  students dur inq normal condi t ions.  and then 

dur inq  cond i t ions  s i m i l a r  t o  those p r i o r  t o  a f i n a l  examination. 

"The mean score f o r  t h e  A-State sca le  was considerably h igher i n  

EXAM cond i t i on  than i n  t he  NORM cond i t i on  f o r  both males and 

females." (Spie lberger e t  al.. 1970. p. 11). Normative da ta  f o r  

h igh  school students (377 grade 11 students i n  New York) are  

L 



presented i n  t h e  manual (Spie lberger e t  a l . .  1970). 

Symptoms of  St ress Inventory  

I n  order t o  assess changes i n  s t ress - re la ted  symptoms over 

time, t h e  Symptoms of St ress Inventory  (SOSI) was administered 

t o  t h e  subjects. The SOSI cons i s t s  o f  118 i tems r a t e d  on a 5- 

p o i n t  frequency scale: O=Never; l = I n f  requent ly :  2= Sometimes; 

3=Often: 4=Very Frequently.  The i tems r e f l e c t  va r ious  s t ress -  

r e l a t e d  symptoms (insomnia, c o l d  hands o r  f ee t ,  d r y  mouth. ten- 

s i on  headaches. e tc . )  and sub jec ts  a re  asked t o  r a t e  t h e  f r e -  

quency o f  occurrence over t h e  l a s t  two weeks (Thompson % Leckie, 

1979). There a re  t en  subscales which a re  scored separate ly  and 

then a re  added together f o r  t h e  Tota l  Score: Per iphera l .  Cardio- 

pulmonary, Neural, Gas t ro - in tes t ina l  . Muscle Tension. Habi t  

Pat terns,  Depression, Anxiety, Anger, and Cogn i t i ve  Disorqan- 

i z a t i o n .  The scores f o r  i tems 1-94 a r e  tabu la ted  by adding 

t h e  values c i r c l e d  by t h e  student:  i tems 95-118 a re  f o r  back- 

ground and personal i n +  ormation. 

R e l i a b i l i t y ,  as repor ted  i n  t h e  manual (Thompson & Leckie. 

1979) was .96 (Chronbach's alpha) f o r  t h e  To ta l  SOSI score, w i t h  

ranges o f  .71 t o  .87 f o r  t h e  subscale scores. Test - re tes t  re1 i a -  

b i l i t y  has no t  been establ ished.  The face v a l i d i t y  appears rea- 

sonable, bu t  t h e r e  a re  no o ther  v a l i d i t y  data ava i lab le .  The 

norminq study was based on data from 561 subjects.  al though t h e  

sample was no t  considered t o  be t r u l y  represen ta t i ve  o f  t h e  

general popu la t ion  by t h e  authors  o f  t h e  SOSI (Thompson b Leckie. 

Se l f  Desc r i p t i on  Quest ionnai re  

Based on suqqest ions t h a t  nega t i ve  self-esteem and anx ie ty  



are r e l a t ed  (Dobson, 1982; Hansen & Maynard. 1973; Williams, 

19801, subjects were given the  Sel f  Descr ip t ion Questionnaire 

(SDQ) t o  assess the  e f f e c t  of  t he  treatment on self-concept. The 

SDQ i s  an instrument desiqned t o  measure the  multi-dimensional 

construct  of  s e l f  -concept based on Shave1 son's ( 1981 ) h i  erarch i  - 

ca l  model, and y i e l d s  seven sca le scores and th ree  t o t a l  scores 

from 72 items: Physical Abi 1 i t i es ,  Physical Appearance. Rela- 

t i o n s  w i th  Peers, Relat ions w i t h  Parents, Reading, Mathematics, 

A1 1 School Subjects, and Total  Nonacademic Sel f  -Concept, Total 

Academic Self-concept, Total  Sel f  -Concept. With in each scale i s  

a combination of cogni t ive1 y and af f e c t i v e l  y focused i tems, t o  

which students respond on a 5-point response scale: l=False: 2= 

Most 1 y Fa1 se: 3= Sometimes Fa1 se, Sometimes True: 4=Mastl y True: 

5=True. Responses t o  negat ive ly  worded i tems were reversed so 

t ha t  a score of 5 always represented the  most p o s i t i v e  response 

(Marsh, Barnes, & Hocevar, i n  press). 

I n te rna l  consistency data of the  seven scales by c o e f f i c i e n t  

alphas ranged from .80 t o  -92 (Marsh. Smith, & Barnes, 1983: 

Marsh & O'Nei l l ,  1982). Other s tud ies (Marsh, Barnes, % Hocevar, 

i n  press: Marsh, Parker. & Barnes, i n  press: Marsh, Parker, % 

Smith. 1983) reported assessing convergent v a l i d i t y  (agreement 

between two methods of assessing the  same t r a i t ,  e.9. student- 

teacher agreement on the  same dimensions of  self-concept) and 

d iscr iminant  v a l i d i t y  ( lack of  co r re l a t i on  between d i f f e r e n t  

t r a i t s ,  a t t e s t i n g  t o  the  d i s t i nc t i veness  of  the  t r a i t s ) .  The low 

co r re l a t i ons  found between d i f f e r e n t  scales g i ve  good evidence 

f o r  d iscr iminant  v a l i d i t y  (median = -09) (Marsh & O'Nei l l ,  19821, 

wh i le  co r re l a t i ons  between student and teacher agreement were 



s t a t i s t i c a l l y  s i q n i f  i c a n t  (mean r = .58)  prov id ing  support f o r  

convergent v a l i d i t y  (Marsh. Barnes. & Hocevar, i n  press: Marsh % 

O'Nei l l .  1982; Marsh, Smith, & Barnes, 1981). 

Procedure 

Assessment 

On t h e  f i r s t  and l a s t  c l a s s  day o f  t h e  u n i t .  sub jects  were 

given t h e  th ree  dependent measures p rev ious ly  described. These 

were administered by t h e  regu la r  classroom teachers who were 

school counsel 1  ors. 

During t h e  second i n s t r u c t i o n a l  day of  t h e  treatment group. 

sub jec ts  were i n s t r u c t e d  on how t o  take t h e i r  own pulse, t h e i r  

own r e s p i r a t i o n  ra te .  and t h e i r  own per iphera l  s k i n  tempera- 

ture ,  a l l  as noted i n  t he  manual, Se l f  Relaxat ion: Learn It. Use 

It (Hiebert,  1980) of which t h e  i n s t r u c t o r s  each had a copy. 

Th is  in fo rmat ion  was t o  be gathered a t  t he  beginning and end 

of each progressive r e l a x a t i o n  p rac t i ce .  and noted on d a i l y  l o g  

sheets (see Appendix C). The purpose f o r  t he  record ing of  t h i s  

data was three-f o ld:  

1. t o  he lp  assess whether t h e  students acquired t h e  s k i l l s  of  

progressi  ve re1  a x a t i  on. These measures have been noted t o  

be re1  i a b l e  i n d i c a t o r s  o f  r e l a x a t i o n  (Hiebert.  Dumka. 

Cardinal,  & Marx, 1983; Lamat, 1975). 

2. t o  measure compliance w i t h  t h e  proqram. 

3. t o  p rov ide  mot iva t ion  f o r  t he  cont inued p rac t i ce .  as 

students could see measurable d i f f e r e n c e  i n  t h e  before-and- 

a f t e r  data. 

Teacher Tra in ing  

A p o t e n t i a l  b e n e f i t  o f  t h i s  proqram would be t h a t  requ la r  



classroom teachers could teach t h e  Progressive Relaxat ion 

Tra in ing  s k i l l s  (Hiebert  Fit Eby, 1985). Th is  would a l low f o r  

i n s t r u c t i o n  o f  t h e  s k i l l s  w i t h i n  a v a r i e t y  o f  courses and sub ject  

areas (e. 9.. Enql ish.  s o c i a l  s tudies.  phys ica l  educat ion).  Four 

classroom teachers were invo lved i n  t h e  s t ress  con t ro l  cu r r i cu -  

l u m :  t h ree  were school counsel lors  i n  a d d i t i o n  t o  t h e i r  teachinq 

ro les ,  and one was a student teacher under t he  superv is ion of  

one o f  t he  o ther  teacher-counsellors. A three-hour t r a i n i n g  

session was of fered t o  these teachers. During the  t r a i n i n g ,  t he  

teachers were acquainted w i t h  t h e  manual. g iven lesson o u t l i n e  

sheets based on t h e  manual. i n s t r u c t e d  i n  t he  admin is t ra t ion  o f  

t h e  dependent measures. and then taken through t h e  actua l  

presentat ion on casset te  tape (o f  which they were given a copy). 

They were shown how t o  take  t h e  t h r e e  i n d i c a t o r s  o f  r e l a x a t i o n  

and record t h i s  on the  l o g  sheets f o r  t he  moni tor ing of  p rac t i ce .  

Contro l  Group 

The c o n t r o l  group p a r t i c i p a t e d  i n  a career education u n i t .  

Th is  proqram cons is ted o f  12 sessions over t he  4 - w e e k  period. 

The focus of  t h e  cur r i cu lum was on self-awareness and career- 

awareness f o r  t h e  students. Students p a r t i c i p a t e d  i n  exerc ises 

regarding values c l a r i f i c a t i o n .  t h e i r  r o l e  and p lace i n  t h e i r  

fami ly ,  i n te res ts ,  occupational daydreams, and t h e i r  f ami 1 y 

career " t ree. "  A shor t  summary o f  each lesson fo l lows.  w i t h  

a more complete o u t l i n e  inc luded i n  Qppendix D. 

Lesson 1 - Administered dependent measures, int roduced Se l f -  

Awareness sec t ion  o f  Career Education, assigned and 

discussed f ami 1 y career t ree.  

2 - Discussed importance of  personal i n t e r e s t s  and as- 



signed and evaluated 1 i s t  o f  a c t i v i t i e s  students 

prefer .  

3 - Presented personal strengths and weaknesses check- 

1 i s t  t o  students f o r  completion and discussion. 

4 - Introduced Maslow's h ierarchy of  needs, d iv ided the  

c lass  i n t o  small groups t o  act  out hypothet ica l  s i t -  

uat ions and 1 i s t  personal needs. 

5 - D i  scussed values c l a r i f i c a t i o n  throuqh student com- 

p l e t i o n  of  check l i s t  on importance o f  l i f e  r o l e s  and 

t ime and money involved i n  support of  ro les.  

6 - Assigned hypothet ica l  s i t ua t i ons  t o  read and evalu- 

a t e  f o r  dec is ion making, d iv ided i n t o  small groups 

f o r  discussion, 

7 - Assigned and discussed students's work values 

preferences. 

8 - Presented Career Awareness sect ion by students 

brainstorming t o  i d e n t i f y  occupations portrayed on 

TV shows and those found i n  spec i f i c  set t ings.  

9 - Discussed job success a t t r i b u t e s  and assigned per- 

sonal a t t r i b u t e s  check l i s t .  

10 - Discussed occupational sexual stereotypes. 

11 - Assigned career crossword and administered depen- 

dent measures. 

Treatment 

The s t ress  con t ro l  module taught i n  the  guidance classes 

consisted o f  11 lessons over a 4-week per iod (see Appendix E f o r  

t he  lesson ou t l i nes ) .  (Note: Because of d i f fe rences  i n  the  

school t ime table,  treatment classes met 11 t imes and cont ro l  
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classes met 12 times dur ing the  4 weeks set  aside f o r  these 

un i ts . )  The classes met th ree  t imes per week. one hour each t ime 

i n  the  regu la r  classroom se t t ing .  During the  i n i t i a l  lesson, 

students were t o l d  t o  keep logs (as described e a r l i e r )  monitor ing 

the  three i nd i ca to r s  o f  r e l axa t i on  before and a f t e r  pract ice,  as 

we l l  as any sub jec t i ve  impressions o r  observations. Before be- 

g inn ing the  actual  p rac t i ce  f o r  each lesson, the  l i g h t s  were 

turned o f f  and t he  suggestion was made t o  get i n t o  a comfortable 

pos i t i on  i n  the  desk. A shor t  summary o f  each lesson fo l lows: 

Lesson 1 - Introduced s t ress  con t ro l  un i t ,  administered depen- 

dent measures, def i ned stress. 

2 - Reviewed s t ress  and s t ress  response. introduced 

re laxa t ion  response and s k i l l s  p rac t i ce  (taped 

p rac t i ce ) .  

3 - Reviewed progressive r e l axa t i on  as a s k i l l .  prac- 

t i c e d  w i th  tape, recorded self-monitored data. 

4 - Discussed home p rac t i ce  and keeping a log, p rac t i ced  

w i t h  a shortened s c r i p t  (taped), and recorded data. 

5 - Discussed immunization e f f e c t s  of cons is tent  re laxa- 

t i o n  pract ice;  shortened sc r i p t ,  s o l i c i t e d  examples 

of  s t ressors from students. 

6 - Introduced cue-control led re laxa t ion  as a method of 

coping w i th  stressors, reviewed stressors, pract iced 

re laxa t ion  and cue. 

7 - Reviewed cue-control l e d  re laxa t ion .  explained how t o  

use, and prac t iced  w i th  tape. 

8 - Reviewed uses of progressive re laxa t ion  1 earned thus 

f a r .  introduced d i f f e r e n t i a l  re laxa t ion  and 



discussed use, then p rac t i ced  d i f f e r e n t i a l  1 y. 

9 - Reviewed d i f f e r e n t i a l  re laxa t ion .  pract iced.  

explained cover t  model l ing and planned a suggested 

"mental video tape, " then p rac t i ced  r e l a x a t i o n  w i t h  

cover t  model l ing scene a t  t he  end. 

10 - Reviewed cover t  model 1 i n q  procedure, students 

selected and planned personal "mental video tape, " 

p rac t i ced  r e l a x a t i o n  w i t h  imaging o f  personal 

scenes. 

11 - Reviewed stress.  re laxa t ion ,  and d i f f e r e n t  uses of  

Progressive Relaxat ion Tra in ing  s k i  11s: administered 

post  t e s t s  of  dependent measures: co l l ec ted  data 

sheets and 1 ogs, so l  i c i  t ed  personal experiences of  

usage. 

Students were encouraged t o  cont inue us ing t h e  progressive 

r e l a x a t i o n  s k i l l s  i n  var ious s i t u a t i o n s  and t o  observe t h e i r  

react ions.  The l ogs  were handed i n  t o  t h e  teachers and then 

given t o  t he  researcher f o r  assessment. These data. as we l l  as 

t h e  t e s t  resu l t s .  a re  summarized i n  chapter four .  



CHAPTER I V  

RESULTS 

I n  t h i s  chapter. t h e  r e s u l t s  o f  t he  data analyses a re  

repor ted  under headinqs r e f e r r i n g  t o  t h e  research quest ions 

l i s t e d  i n  chapter 1 1 .  Fol lowinq t h i s ,  a d d i t i o n a l  f i n d i n g s  a re  

presented. 

Miss ing Data 

Miss ing data occurred i n  t h i s  s tudy f o r  several  reasons. 

Some students were absent on t h e  days t h e  pre- o r  p o s t t e s t s  

were given, and some a a r t i c i p a n t s  were no t  ab le  t o  c o m ~ l s t e  a l l  

t h r e e  dependent measures w i t h i n  t h e  l i m i t e d  c l a s s  t ime  allowed. 

Also. some students l o s t  o r  broke t he  smal l  thermometers used t o  

record  f i n g e r  %Wnperature and l o s t  t h e  record ing  sheets. which 

l e d  t o  incomplete p r a c t i c e  informat ion.  Th is  accounts f o r  t h e  

v a r i a t i o n  i n  c e l l  s i zes  across t h e  d i f f e r e n t  MANOVA's (see Table 

2 and Appendices F-M) . 
Data ana l ys i s  

The paper and p e n c i l  se l f - r epo r t  measures used i n  t h i s  study 

(i.e., Sel f  Desc r i p t i on  Quest ionnaire.  S ta te -T ra i t  An::iet./ Inven- 

t o r y .  S- and T-Scale. and Symptoms o f  St ress  Inven to ry )  tc add- 

r e s s  puest ions 1-3 were analyzed us ing  a 2 :: 2 {Grouo :: Time? 

mu1 t i  v a r i  a t e  anal v s i  s of  v a r i  ance f o r  r e ~ e a t e d  measures. No s i  g- 

n i f  i c a n t  i n t e r a c t i o n  e f f e c t s  were found. but a  s i q n i f  i c a n t  Time 

e f f e c t  was noted. r (5 .73 )  = 54.38. pX.001 (see Table 2 f o r  t h e  

data  and Appendices F % G f o r  t h e  Summary Tables).  

Quest ion 1  

What e f f e c t  does l e a r n i n g  p rogress ive  r e l a x a t i o n  s k i  11s have 

on se l  f -concept? 



Table 2 

Means and Standard Dev ia t ions o f  Se l f  Descr ip t ion  Quest ionnaire, 

Academic and Non-Academic Scores; Symptoms of St ress Inventory  

To ta l  Score: and S ta te -Tra i t  Anxiety Inventory  S- and T- Scales 

T i  me 
Dependent 
Measure Group n  P r e t e s t  P o s t t e s t  Marginal 

SDQA Treat men t 44 95.59 100.48 98.04 
(16.55) (15.85) (16.20) 

Contro l  35 105.20 103.29 104.25 
(25.04) (26.79) (25.92) 

Marginal 79 99.85 101.72 
(21.15) (21.25') 

SDQNA Treatment 44 155.14 155.54 155.34 
(20.28) (22.11) (21.20) 

Contro l  35 148.71 148.92 148.82 
(25.73) (2?. ?9) (26.86) 

Marginal 79 152.29 152.61 
(22.93) (24.44) 

SOS I Treatment 44 86.41 26.30 S6.36 
(48.61) (19.50) (34.06) 

Contro l  35 89.69 34.77 52.23 
(44.11) (29.02) (56.57) 

Marginal 79 87.86 30. 05 
(46.40) (24.39) 

Note. Standard dev ia t i ons  a re  enclosed i n  brackets  here and i n  - 
a1 1 subsequent tab les .  

Note. SDQA=Sel f Desc r i p t i on  Questionnaire. ficademi c: SDQNA=Sel f - 
Sel f Descr ip t ion,  Nonacademi c; SOSI=Symtoms of St ress In -  

ventory. 



Table 2 (continued) 

Means and Standard Deviat ions of Sel f  Descr ip t ion Questionnaire. 

Academic and Non-Academic Scores; Symptoms of Stress Inventory 

Total  Score, and State-Tra i t  Anxiety Inventory S- and T- Scales 

T i  me 
Dependent 
Measures Group n  Pretest  Post test  Marginal 

STA I -S Treatment 44 40.02 37.98 39.00 
(7.51 (8.30) (7.91)  

Control 35 38.31 38.51 38.41 
(7. 90) (10.57) (9.24) 

Marginal 79 39.27 38.22 
(7.69) (9.32) 

STA I -T Treatment 44 41.05 38.93 39. 99 
(7.92) (7.88) (7.90) 

Control 35 42.23 41.71 43 -97 
(8.77) (9.91 (9.34) 

Marginal 79 41.57 40.16 
(8.27) (8.89) 

Note. STAI-S=State-Trai t Anxiety Inventory. S-Scale; ST4I-T= - 
State-Tra i t  Anxiety Inventory. T-Scale. 

Note. Normative in format ion f o r  the  S T A I  is as fol lows: 

STAI-S: Mean (Male) =36.99. (Fernale)=37.57: Standard 

Deviat ion (Male)=9.07. (Female)=11.76: STAI-T: Mean 

(Male)=39.37. (Female)=41.61; Standard Deviat ion (Male) 

=9.40. (Female) = I  1.29. Normative data f o r  h igh school 

students f a r  t he  SDQ and S O S I  are not  ava i lab le .  



Un iva r i a te  t e s t s  f o l l o w i n g  t h e  general MANOVA showed no s i q -  

n i f  i c a n t  changes f o r  t h e  S e l f  Desc r i p t i on  Quest ionnaire (see 

Table 2). (Note. Normative i n fo rma t i on  f o r  h i g h  school s tudents 

f o r  t h e  Se l f  Desc r i p t i on  Ques t ionna i re  i s  n o t  ava i lab le . )  The 

r e s u l t s  o f  t h i s  ana l ys i s  do no t  support  t h e  p o s i t i v e  e f f e c t s  o f  

progress ive r e 1  a x a t i  on t r a i n i n g  on s e l f  -concept as measured bv 

t he  Se l f  Descr ip t ion  Quest ionnaire.  

Question 2 

What e f f e c t  does 1 earning progress i  ve re1  a s a t i  on s k i  11 s have 

on anx ie ty  1 eve1 7 

U n i v a r i a t e  t e s t s  f o l l o w i n g  t h e  i n i t i a l  MANOVA ind i ca ted  no 

s i g n i f i c a n t  changes f o r  t h e  S ta te  o r  T r a i t  sca le  scores on t h e  

S ta te -Tra i t  Anxi et'f Inventor- {  (see Tab1 e 2). (Note. To ass i  s t  

readers i n  a t t ach ing  meaning t o  Tables 2. 4. and 5. t he  f o? low ing  

normative i n fo rma t i on  f o r  t h e  S T A I  i s  provided. ETAI-T: Mean 

(Male)=3?.37. (Female)=4!.61: Standard Dev ia t ion  (Male)=9.40, 

(Female) = I  1.29: STAI-S: Mean (Male)=T6.?9. (Female! =T7.Z7; 

Standard Dev ia t ion  (Ma1 e) =?. 07. (Female) = 1 1 .  76. ) The resu! t s  of 

t h i s  anal t {s is  do no t  support  t h e  p o s i t i v e  e f f e c t s  of ~ r o q r e s s i v e  

r e l a x a t i o n  t r a i n i n g  on anx ie t y  l e v e l s  as measured by t h e  

Sta te-Tra i  t Anx i et* f  Inventory.  

Quest ion T 

What e f f e c t  does 1 earn ing progress i  ve re1  a x a t i  on sk i  11 s have 

on s t ress- re1 ated symptoms? 

The i n i t i a l  2 X 2 MANOVA f o r  repeated measures indicated a 

s i g n i f i c a n t  main e f f e c t  f o r  Time. E(S.73) = 54.38. u<..(X31. 

Un i va r i  a t e  analyses showed the T i m e  main e f f e c t  was siqni f i cant 

f o r  t he  Symptoms o f  St ress  Inven to ry  Tota l  score. +!I.??! = 
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241.00. p<.001 (see Table 2 ) .  (Note. Normative data f o r  h i gh  

school s tudents f o r  t h e  Symptoms o f  S t ress  Inven to rv  are no t  

ava i lab le . )  Because these data show t h a t  both  t h e  treatment and 

t h e  c o n t r o l  group had lower Symptoms o f  S t ress  Inven to rv  scores 

a t  post t reatment  (and t he re  was no s i g n i f i c a n t  i n t e r a c t i o n  e f f e c t  

f o r  Group by Time). t h e  r e s u l t s  do no t  support  t h e  p o s i t i v e  

e f f e c t  of t h e  progress ive r e l a x a t i o n  t r a i n i n g  program (see 

Appendices F % G ) .  A l t e r n a t i v e l y .  on t h e  average, bo th  groups i n  

t h e  study showed equal improvement. 

GLuesti on 4 

What i s  t h e  f e a s i b i  1  i t y  o f  teaching progress ive re1  axa t ion  

s k i l l s  i n  a  classroom s e t t i n g ?  

A s  de5cribed i n  Chapter 111. t reatment  sub jec ts  were asked 

t o  record  t h ree  phvsi  o l o g i c a l  measures of r e l a x a t i o n  (hear t  

r a t e ,  r e s p i r a t i o n  r a t e .  and f inqer  temperature) a t  t h e  beqinninq 

and end of each p r a c t i c e  session. The i n d i v i d u a l  data were 

merged t o  ob ta in  mean scores f o r  each week on each measure f o r  

both  p rep rac t i ce  and pos tp rac t i ce .  A subsequent 2 X 4 

(F're-Post :c Week) MANOVA of these data showed a  s i g n i f i c a n t  main 

e f f e c t  f o r  Prepractice/Post~ractice. E(3.10)  = 53.36. p-<. 0 0 1  

(see Table 3 f o r  t h e  data and Appendices H h I f o r  t h e  Summar*/ 

Tables).  Fur ther  u n i v a r i a t e  t e s t i n g  showed a  s i g n i f -  

i c a n t  decrease i n  hea r t  r a t e .  F(1.12) = 41.25. p<y.001. and r e s p i -  

r a t i o n  r a t e .  E (1 .12 !  = 90.96. p.;:.001 (see Table TI. These 

r e s u l t s  i n d i c a t e  t h a t  t reatment  sub jec ts  were ab le  t o  r e l a x  

when they p rac t i ced .  However. s ince  t h e r e  were no s i g n i f i c a n t  

t ime  o r  i n t e r a c t i o n  e f f e c t s .  i t  cannot be s a i d  t h a t  t h e  

p a r t i c i p a n t s '  s k i l l  a t  r e l a x i n g  increased over time. 



Table 3 

Treatment Grouo Means and Standard Dev ia t ions  f o r  Self-Monitored 

Physi 01 ogi  c a l  I n d i c a t o r s  Over Four Week Program 

I n d i c a t o r  Factor  Week 1 Week 2 Week 3 Week 4 T o t a l  

Hear t  Pre- 78.79 74.90 75.12 74.61 75.88 
Rate  P r a c t i c e  (8.20) (7.12) (6.46) (9.16) (7.76) 

(beats/  Post- 71.48 69-76 70.23 67. ?2 64.85 
min. P r a c t i c e  (5.84) (7.26) (6.15) (7.08) (6.58) 

Tota l  75.14 72.37 72.68 71.27 
(7.02) (7.19) (6.31 > (8.17) 

Resp . Pre- 22.29 20.94 I?. 94 20.38 20.89 
Rate  P r a c t i c e  (7.08) (6.34) (6.90) (6.77) (6.75) 

(breaths  Post 18.65 17.68 17.26 16.88 17. 62 
/min. P r a c t i c e  (6.22) ( 5 . 6 5 )  (6.82) (5.88) (6.14) 

Tota l  20.47 19.31 18.60 18.63 
(6.65) (5.99) (6.81 ) (6.33) 

Finger  Pre- 82-00 82.38 81.85 86.14 83.09 
Temp. P r a c t i c e  (8.47) (5.61) (7.18) (6.01) (6 .82)  

(0 Post- 82.68 83.99 83-94 86.16 84.19 
F )  P r a c t i c e  (7.18) (5.42) (6.34) (5.52) (6.19) 

Tota l  82.34 83.19 82.90 86.15 
(7.83) (5 .52)  (6.76) (5.77) 

Note. - 
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I n  a d d i t i o n  t o  s k i l l  acqu i s i t i on .  another i ssue  t o  check 

regard ing program f e a s i b i l i t y  was program compliance. Even 

though o n l y  those p a r t i c i p a n t s  who completed l o g  records f o r  a l l  

4 weeks were analyzed i n  t h e  MANOVA r e f e r r e d  t o  above (n=13). 

i n fo rma t i on  from t h e  j ou rna l s  i nd i ca ted  t h a t  another 20 students 

cont inued w i t h  t h e  program f o r  3 weeks. and n i n e  students 

completed data f o r  2 weeks. Data f o r  t h e  remaining students were 

miss ing o r  incomplete f o r  l e s s  than 2 weeks o f  p rac t i ce .  A l t o -  

gether.  42 out  of 62 sub jec ts  recorded compliance w i t h  t he  s k i  11 

p r a c t i c e  f o r  a t  l e a s t  h a l f  t h e  program. Th is  suggests t h a t  most 

s tudents made use of some p r a c t i c e  oppor tun i t i es ,  but  t h a t  

t h e r e  was no cons is ten t  p r a c t i c e  e f f o r t  by over h a l f  of  these 

students. 

Add i t i ona l  F i n d i  nqs 

I n i t i a l l y .  t h e  p lan  was t o  t e s t  f o r  teacher and gender ef- 

f e c t s  of t h e  treatment.  Therefore. separate MANOVA's were 

conducted f o r  both  teacher and sex. The r e s u l t s  showed no 

s i g n i f i c a n t  e f f e c t  f o r  teacher o r  s e x .  nor  were t h e r e  any 

s i  gni  f i cant  i n t e r a c t i o n  e f f e c t s  (Appendices J-M) . There was a  

s i g n i f i c a n t  t ime  e f fec t .  bu t  these r e s u l t s  a re  no t  t o  be t r us ted .  

as t h e  o r i g i n a l  MANOVA r e s u l t s  were not  s i g n i f i c a n t .  

Teacher E f f e c t  

To analyze t h e  data f o r  teacher e f fec ts .  a  3 Y 2 (Teacher :: 

Time) MANQVA f o r  repeated measures was conducted w i t h  t he  data  

f o r  t h e  t reatment  sub jec t s  (see Table 4 f o r  t h e  data and Appen- 

d ices  J & tc' f o r  t h e  Summary Tables).  Since t he re  was no 

s i g n i f i c a n t  Teacher x Time i n t e r a c t i o n  e f f e c t .  i n d i c a t i o n s  are  

t h a t  teachers were equal 1  v e f f e c t i v e  i n  us ing  t h e  curr icu lum. 



Table 4 

Means and Standard Dev ia t ions f o r  Se l f  Descr ip t ion  Quest ionnaire 

Academic and Non-Academic Scores; Symptoms o f  Stress Inventory 

Tota l  Score: S ta te -Tra i t  Anxiety Inventory. S- and T- Scales: 

Grouped Accordinq t o  Teacher 

T i  me 
Dependent 
Measure Group n Pre tes t  Post t es t  Marginal 

SDQA Teacher 1 12 96.33 
(19.43) 

Teacher 2 16 98.56 
(17.15) 

Teacher 3 16 92.06 
(13.82) 

Marginal 44 95.99 
(16.55) 

Teacher 1 12 150.33 
(17.54) 

Teacher 2 16 146.81 
(17.99) 

Teacher 3 16 167.06 
(19.64) 

Marqi na l  44 155.14 
(20.28) 

SOS I Teacher 1 12 96.33 
(59.29) 

Teacher 2 16 92.25 
(49.99) 

Teacher 3 16 73.13 
(37.31) 

Marginal 44 86.41 
(48.61) 



Table 4 (cont inued) 

Means and Standard Dev ia t ions of Se l f  Desc r i p t i on  Quest ionnaire.  

Academic and Non-Academi c Scores: Symptoms o f  St ress Inventory  

Tota l  Score: and S ta te -Tra i t  Anxiety Inventory. S- and T- Scale 

Scores: Grouped According t o  Teacher 

T i  me 
Dependent 
Measure Group n Pre tes t  Post t es t  Marginal 

STA I -S Teacher 1 12 39.50 
(8.14) 

Teacher 2 16 40.56 
(8.54) 

Teacher 3 16 -39.88 
(6.29) 

Marqi na l  44 40.02 
(7. 51) 

STAI-T Teacher 1 12 41.17 36.42 38.3(:, 
(8.99) (9.39) ( 9 .  I?! 

Teacher 2 16 42.13 39.94 41.04 
(7.59) (6.03) (7.26) 

Teacher 3 16 39.88 39.81 39.85 
(7.75) (7.64) (7 .70)  

Marginal 44 41.05 38. ?3 

Note. Normative data f o r  t h e  STAI-S and STAI-T a re  provlded in 

Table 2. Normative in fo rmat ion  f o r  h igh  school s tudents 

f o r  t h e  SDQ and SOSI i s  no t  ava i lab le .  



Demoqraphi c  Var i  ab l  es 

Sex. A 2 X 2 (Sex x Time) MANOVA was computed t o  t e s t  f o r  sex - 
d i f f e r e n c e s  i n  treatment e f f e c t s  (see Table 5 f o r  t h e  data and 

Appendices L % M f o r  t h e  Summary Tables).  The l a c k  o f  s i q n i f i c a n t  

i n t e r a c t i o n  e f f e c t  f o r  Sex x Time i n d i c a t e s  t h a t  boys and g i r l s  

r e a c t  i n  a  s i m i l a r  way t o  t h e  p rogress ive  r e l a x a t i o n  program. 

Sub jec t i ve  Reports 

Treatment sub jec t s  were each asked t o  keep a  jou rna l  du r ing  

t h e  program. In format ion gathered from these j ou rna l s  i s  

repor ted  here. I n  add i t i on .  t h e  teachers were asked t o  comment 

on t h e i r  responses t o  t h e  program. 

Most o f  t h e  s tudents  r epo r ted  us ing  t h e  p rogress ive  

re1  axa t i on  exerc i  ses du r i ng  s tudy ing  and bef o re  going t o  sleep. 

Several  commented on f e e l i n g  more wide awake and ready t o  s tudy 

a f t e r  t h e  exercises. They a l s o  wrote t h a t  they  f e l  t calmer 

s tudv ing f o r  t e s t s  and when t a k i n g  t e s t s .  Many noted t h a t  thev  

re laxed  be fo re  going t o  s leep and f e l t  very  r e s t e d  when they woke 

up. Others mentioned n o t  l i k i n g  t h e  program a t  t h e  beqinninq, 

b u t  r epo r ted  n o t i c i n g  p o s i t i v e  r e s u l t s  a f t e r  several p r a c t i c e  

sessions and s t a r t e d  us ing  t h e  p rogress ive  r e l a x a t i o n  s k i  11s i n  

school and home s i  t u a t i  ons. 

The teachers appreciated l e a r n i n g  t h e  s k i l l s  themselves. and 

found t h e  cu r r i cu l um q u i t e  easy t o  teach. even f o r  those teach- 

e r s  no t  p rev ious l v  acquainted w i t h  it. They noted t h a t  thev  

looked forward t o  t h e  c l a s s  as a  "n ice.  r e s t f u l  pe r i od "  du r ing  

t h e  day. One commented t h a t  grade 8 seemed t o  be an appropr ia te  

age f o r  t h i s  u n i t ,  and t h a t  p rogress ive  r e l a x a t i o n  t r a i n i n g  was 

more u s e f u l  and r e l e v a n t  than career  p repa ra t i on  a t  t h i s  grade 



Table 5 

Means and Standard Deviations f o r  Se l f  Descript ion Questionnaire 

Academic and Non-Academic Scores; Symptoms of Stress Inventory 

Total  Score: State-Tra i t  Anxietv Inventory. S- and T- Scale 

Scores: Grouped Accordinq t o  Sex 

T i  me 
Dependent 
Measure Group n Pretest  Posttest  Marginal 

SDQCI Femal e 21 96.71 102.29 99.50 
(17.62) (17.52) (17.57) 

Marginal 44 95.59 100.49 
(16.55) (15.85) 

SDQNA Femal e 21 150.14 150.48 150.31 
(15.38) (20.07) (17.73) 

Marginal 44 155.14 155.55 
(20.28) (22.11) 

SOSI Femal e 21 92.10 30.95 61.53 
(58.65) (18.94) (38.80) 

Male 37 L ;I 81.22 22.04 51.63 
(37.84) (19.50) (28.67) 

Marginal 44 86.41 26. 30 
(48.61) ( 19.50) 



Table 5 (cont inued) 

Means and Standard Dev ia t ions f o r  Se l f  Descr ip t ion  Quest ionnaire 

Academic and Non-Academic Scores; Symptoms of  Stress Inventory  

To ta l  Score: S ta te -Tra i t  Anxiety Inventory. S- and T-Scale 

Scores; Grouped fkcord ing  t o  Sex 

T i  me 
Dependent 
Measure Group n Pre tes t  Pos t tes t  Marginal 

STA I -S Femal e 21 41.52 
(8.39) 

STAI-T 

Marginal 44 40.02 
(7.51) 

Femal e  

Ma1 e  

Tota l  

Note. Normative data f o r  t h e  STAI-S and STAI -T  a re  provided i n  - 
Table 2. Normative in fo rmat ion  f o r  h igh  school s tudents 

f o r  t h e  SDQ and t h e  SOSI  i s  no t  ava l iab le .  



Summary 

The r e s u l t s  o f  t h i s  study were repor ted  i n  f i v e  sect ions. 

The f i r s t  f ou r  d e a l t  w i t h  t h e  measures used t o  t e s t  each o f  t h e  

research questions, and t h e  l a s t  concerned a d d i t i o n a l  f i nd ings .  

Resu l ts  from analyses o f  t h e  dependent measures used in 

t h i s  study do not  support t he  e f f i c a c y  o f  t h e  progressive 

r e l a x a t i o n  t r a i n i n g  program. Phys io log ica l  data analyzed from 

t h e  p r a c t i c e  logs  i nd i ca ted  program compliance and t h a t  s tudents 

were ab le  t~ re lax ,  bu t  t h e  s k i l l s  d i d  no t  accentuate over time. 

There were no d i f f e r e n t i a l  teacher e f f e c t s  o r  gender e f fec ts .  

Subject ive  r e p o r t s  i nd i ca ted  s a t i s f a c t i o n  w i t h  t h e  treatment bv 

both p a r t i c i p a n t s  and teachers. and student  use o f  progressive 

r e l a x a t i o n  s k i l l s  was repor ted across a wide v a r i e t v  o f  

s i t ua t i ons .  



CHAPTER V 

DISCUSSlON 

The purpose of t h i s  study was t o  t e s t  t h e  e f f i c a c y  of  teach- 

i n g  progressive r e l a x a t i o n  s k i l l s  i n  a  prevent ive context  t o  h igh  

school students. Four research quest ions were formulated, and 

t h e  r e s u l t s  of t h e  s t a t i s t i c a l  ana lys is  p e r t a i n i n g  t o  these ques- 

t i o n s  were presented i n  t he  previous chapter. I n  t h i s  chapter, 

t h e  r e s u l t s  are  summarized and i n t e r p r e t e d  by type  of measure. 

Imp l i ca t ions  of t h e  r e s u l t s  a re  presented and t h e  chapter i s  

concluded w i t h  suggestions f o r  f u t u r e  research d i rec t ions .  

Summary and I n t e r p r e t a t i o n  o f  Resul ts 

Resul ts from t h e  Sel f  Descr ip t ion  Quest ionnaire and t h e  

State-Tra i t  Anxiety Inventory  showed no s i q n i f i c a n t  main e f f e c t s  

o f  Group or  Time, nor were the re  any s i g n i f i c a n t  Group x Time' 

e f f e c t s  o f  t he  treatment on s e l f  -concept o r  anx ie ty  1  eve1 . On 

t h e  Symptoms of  Stress Inventory, t h e  data from t h e  ana lys is  of  

t he  scores showed t h a t  sub jects  i n  t he  pooled treatment and con- 

t r o l  groups had s i g n i f i c a n t l y  decreased scores from p r e t e s t  t o  

pos t tes t ,  bu t  t he re  was no s i q n i f i c a n t  d i f f e r e n t i a l  reduc t ion  

across groups. The ana lys is  o f  phys io log ica l  data f o r  t h e  t r e a t -  

ment qroup ind ica ted  t h a t  r e l a x a t i o n  can be produced i n  a  c lass-  

room se t t i ng ,  as the re  was a  s i g n i f i c a n t  decrease i n  hear t  r a t e  

and r e s p i r a t i o n  r a t e  from preprac t i ce  t o  postpract ice.  However, 

t he re  was no increase i n  proqressive r e l a x a t i o n  s k i l l  competency 

aver t h e  treatment time. No s i g n i f i c a n t  d i f fe rences  were found 

f o r  t he  the  treatment qroup f o r  teacher o r  sex. nor were the re  

any s i g n i f i c a n t  Teacher s Time or  Sex x Time 50 i n t e r a c t i o n  

e f fec ts .  



Paper and Penc i l  Measures 

The lack  of s i q n i f  i c a n t  treatment e f f e c t  ( i .e., group by 

t ime i n t e r a c t i o n s )  on se l f - repor t  t e s t s  may p a r t l y  be a t t r i b u t e d  

t o  t h e  use of c o g n i t i v e  measures t o  assess t h e  e f f e c t  of  a  physi-  

o l o g i c a l l y  based program (Dumka, 1982). While i t  has been noted 

e a r l i e r  i n  t h e  paper t h a t  t he re  a re  th ree  components of  t h e  

s t ress  response (phys io log ica l  , behavioural , and cogn i t i ve )  and 

t h a t  these are interconnected (Hiebert,  1983: Magnusson, 1982; 

Powell & Eagleston, 19831, i t  may a l so  be t r u e  t h a t  changes i n  

t h e  phys io log ica l  mode do no t  automatical 1  y d i c t a t e  changes i n  

t h e  cogni t i  ve-perceptual mode. Lazarus ( 1977) r e f e r s  t o  the  poor 

c o r r e l a t i o n  among t h e  th ree  components and suggests t h a t  chanqes 

i n  phys io log ica l  f a c t o r s  may not  necessar i l y  produce chanqes i n  

c o q n i t i v e  f a c t o r s  and v i c e  versa. It i s  poss ib le  t h a t  even 

though treatment sub jects  demonstrated physi 01 ogi  c a l  re1 axat i on 

(i.~., by reduced measures of  hear t  r a t e  and r e s p i r a t i o n  r a t e ) ,  

t h i s  might no t  co inc ide  w i t h  a  change i n  how they t h i n k  o r  f e e l  

about t h e i r  s t ress  response or  t h e i r  a b i l i t y  t o  cope (McLean, 

1986). 

Fur ther  p o s s i b i l i t i e s  f o r  t h e  l a c k  of treatment e f f e c t  on 

paper and penc i l  se l f - repo r t  measures concern the  purpose and 

popula t ion of  t h e  treatment plan. The focus o f  t he  proqram was 

on prevent ion as opposed t o  addressing s p e c i f i c .  demonstrated 

problems. Because of  t h e  emphasis on educating t h e  students on 

s t ress  and copinq s t ra teg ies ,  and p rov id ing  them w i t h  a p o t e n t i a l  

t o o l  t o  use as needed, i t  may no t  be appropr ia te  t o  use the  shor t  

t ime span p o s t t e s t i n g  s i t u a t i o n  t o  assess outcome. Rather, a 

l o n g i t u d i n a l  design f o r  fol low-up a t  t he  end of  h igh  school may 



51 

be a more e f f e c t i v e  way o f  measurinq e f f e c t s  of  treatment. (Th is  

issue i s  discussed i n  a  l a t e r  sect ion.) Reqardinq t h e  non- 

c l i n i c a l  t a r g e t  popula t ion of  t he  study, Borkovec and Sides 

(1979) reviewed progressive r e l a x a t i o n  s tud ies  and noted t h a t  f o r  

those s tud ies  f i n d i n g  no d i f f e r e n c e  between con t ro l  and treatment 

groups, 80% invo lved normal subjects. Chang (1985) and R ich te r  

(1984) have suggested a l so  t h a t  normal populat ions have tended t o  

show fewer s i g n i f i c a n t  e f f e c t s  of  r e l a x a t i o n  t ra in inq .  There i s  

a l so  a  concern t h a t  se l f - repo r t  measures of  anx ie ty  may not  be 

s e n s i t i v e  enough t o  measure t h e  s t r e s s  l e v e l s  of  n o n c l i n i c a l  

populat ions (Chanq, 1985; Ragan & Hiebert ,  i n  press) .  

The s i g n i f i c a n t  e f f ec t  of  Time on treatment and con t ro l  

sub jects  on the  Sym~toms of Stress Inventory  may be a func t i on  of  

t h e  t ime of year i n  which t h e  pragram took place. The study 

beqan i n  mid-winter and ended i n  spring, j u s t  before spr ing  

break. I t may be t h a t  both groups were eager ly a n t i c i p a t i n g  the  

t ime away from school and there fo re  perhaps tended t o  r e p o r t  

t h e i r  s t ress- re la ted symptoms a t  pos t tes t  i n  a more p o s i t i v e  m a n -  

ner than a t  pre test .  Another explanat ion i s  t h a t  the  measure 

i t s e l f  may no t  be r e l i a b l e .  Although a study by Hieber t  and Eby 

(1985) found s i g n i f i c a n t  decreases i n  t he  Symptoms of  Stress 

scores o f  p a r t i c i p a n t s  a f t e r  r e c e i v i n g  progressive r e l a x a t i o n  

t r a i n i n g ,  t h a t  study u t i l i z e d  no con t ro l  group. I t  there fo re  

cannot be known whether t he re  might a l so  have been a s i g n i f i c a n t  

decrease i n  con t ro l  group scores. The authors of  t he  Symptoms of  

Stress Inventory  repor ted t h a t  t e s t - r e t e s t  r e l i a b i l i t y  had no t  

been estab l ished yet  (Thompson % Leckie, 1979). so i t  i s  poss ib le  

t h a t  t h e  instrument may no t  be r e l i a b l e .  



Physi 01 og i  c a l  Measures 

The s k i l l  p r a c t i c e  in format ion was analyzed and r e s u l t s  

showed t h a t  progressive r e l a x a t i o n  can be taught i n  a classroom 

se t t i ng .  Although the re  was a s i g n i f i c a n t  d i f f e r e n c e  between 

p rep rac t i ce  and pos tp rac t i ce  phys io log i ca l  data, i n d i c a t i n g  t h a t  

t h e  treatment sub jec ts  were ab le  t o  re lax ,  t h e i r  s k i l l s  were as 

good a t  t h e  beginning as they were a t  t h e  end, showing na 

increase i n  competency. A quest ion o f  r e l i a b i l i t y  may a r i s e  

here. The assumption i s  made t h a t  s tudents completed t h e  

p r a c t i c e  logs  r e l i a b l y .  However, based on in fo rmat ion  from 

student journals,  some students repor ted f a l l i n g  asleep dur ing  

p rac t i ce ,  and were unable t o  f i l l  i n  t h e  accurate data. I n  

add i t ion ,  many students l o s t  o r  broke t h e  thermometers f o r  t ak ing  

f i n g e r  temperature. It i s  poss ib le  t h a t  sub jec ts  may have copied 

data from previous sessions i n  order t o  f i l l  i n  t h e  blank spaces. 

Moreover, Taylor e t  a1 (1983) found t h a t  se l f - r epo r t  o f  p r a c t i c e  

was genera l l y  over-reported, and sub jec t  t o  t h e r a p i s t  demand, 

These caut ions may l i k e w i s e  apply t o  t h e  present study. 

Regarding treatment compliance, i t  was noted t h a t  a l a r g e  

number (42) of students provided p r a c t i c e  data f o r  a t  l e a s t  h a l f  

t h e  program. This r e s u l t  t o o  may be questioned f o r  r e l i a b i l i t y  

f o r  t h e  reasons al ready mentioned. P r a c t i c e  sheets were a l so  

e a s i l y  misplaced. causing gaps i n  t h e  data reported,  o r  perhaps 

encouraging made-up informat ion.  While over h a l f  o f  t h e  t r e a t -  

ment students d i d  r e p o r t  b e t t e r  than average compliance (com- 

p l e t e d  more than h a l f  t h e  program), t h i s  b r i n g s  up t h e  quest ion 

of leng th  o f  p r a c t i c e  t ime f o r  adequate r e s u l t s  of  t r a i n i n g .  

Studies by Borkovec e t  a1 (1778). Day fk Sadek (1982). Shearer % 
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Pass ( l97?) ,  and Suinn (1983) emphasize t h e  need f o r  cons is ten t  

p r a c t i c e  o f  s k i l l s  f o r  improvement. I n  another study (Peters e t  

a l ,  1977), i t  was found t h a t  where the  average p r a c t i c e  was 3-5 

t imes per week over 4-6 weeks, l e s s  than average p r a c t i c e  was 

associated w i t h  l e s s  change. This may i n d i c a t e  another explana- 

t i o n  f o r  t h e  l ack  o f  s i g n i f i c a n t  Group x Time i n t e r a c t i o n  e f f e c t s  

f o r  t h e  present study: sub jec ts  may no t  have p rac t i ced  the  

s k i l l s  enough t o  become competent o r  t o  make a d i f f e r e n c e  on t h e  

scores o f  t h e  dependent measures. Dumka (1982) c i t e s  t he  need 

f o r  some type of c r i te r ion - re fe renced  assessment o f  r e l a x a t i o n  

competency which would se t  minimum p r a c t i c e  leve ls ,  phys io log i ca l  

c r i t e r i a .  and /or  competency leve ls .  Subjects cou ld  then be 

evaluated as t o  t h e i r  at ta inment of c r i t e r i a  t o  measure re laxa-  

t i o n  s k i l l .  

Sub jec t i ve  Reports 

Rather than being l i m i t e d  t o  s t a t i s t i c a l  assessment f o r  

r e s u l t s ,  t h i s  study a l s o  u t i l i z e d  anecdotal in format ion t o  deter -  

mine t h e  use and e f fec t iveness o f  treatment. As mentioned i n  

chapter I V ,  sub jec ts  kept a journa l  o f  t h e i r  sub jec t i ve  impres- 

s ions  dur ing  t h e  program. A1 though i n  general. t h e  s t a t i s t i c a l  

data do no t  support t h e  e f f i c a c y  o f  t h e  progress ive r e l a x a t i o n  

t r a i n i n g  program, t h e  sub jec t i ve  evidence mentioned i n  t he  

previous chapter does t e s t i f y  t o  t h e  b e n e f i t  t h e  p a r t i c i p a n t s  

received. Indeed. t h e  personal r e f l e c t i o n s  o f  bo th  t h e  teachers 

and t h e  students g i v e  support t o  t h e  re levancy o f  t h e  program. 

I n  order f o r  a more systematic eva lua t ion  o f  t h e  anecdotal data. 

b e t t e r  means of assessing t h i s  in fo rmat ion  need t o  be u t i l i z e d .  

(Suqqestions a re  made i n  a l a t e r  sect ion.)  
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L i m i t a t i o n s  and Future D i rec t i ons  

Several l i m i t a t i o n s  o f  t he  r e s u l t s  o f  t h i s  study concern t h e  

context  o f  t he  treatment, i .e. ,  t he  school. These inc lude ac- 

count ing f o r  t he  t i m i n g  of t h e  program dur ing t h e  ebb and f l ow  of  

t h e  school year, t he  tendency o f  students t o  l ose  record ing logs, 

journals, and thermometers, and t h e  l i m i t e d  t ime o f  each c lass-  

room session. Since t h e  purpose of  t he  study i s  t o  evaluate the  

program i n  t he  school context,  a quest ion a r i s e s  as t o  whether 

these normal aspects of school l i f e  should be modi f ied t o  b e t t e r  

f i t  t h e  r e l i a b i l i t y  needs o f  a research study, o r  whether t h e  

program i t s e l f  should be modi f ied t o  f i t  t he  purposes of  t he  

prevent ive,  educat ional focus. While t h e  l i m i t a t i o n s  may a f f e c t  

t he  s t a t i s t i c a l  r e l i a b i l i t y  of t he  r e s u l t s ,  i t  i s  d i f f i c u l t  t o  

assess whether t h e  long-term prevent i ve e f f e c t s  of  t h e  program 

are  undermined. 

A p o s s i b i l i t y  which must be addressed when consider ing the  

l i m i t a t i o n s  and r e s u l t s  of t he  present study i s  t h a t  teaching 

s t r e s s  reduc t ion  procedures i n  schools may no t  be e f f i cac ious .  

Among s tud ies  using s t ress  reduc t ion  programs i n  schools, those 

by Chang (19851, E l l e  .& Vagt (1981). Mead (1976), Ragan (1984). 

and Stevens & P i h l  (1982) f a i l e d  t o  show s i g n i f i c a n t  e f f e c t s  of 

t h e  treatment program on anx ie ty  leve ls .  Although i n  theory the  

program may be desirable,  perhaps i n  p r a c t i c e  s t ress  management 

i s  no t  a t o o l  t h a t  should be taught  i n  t h e  schools. Rather, t h i s  

t ype  o f  program may be b e t t e r  implemented through other types of 

community or  church agencies. 

Another l i m i t a t i o n  is lack of compliance data f o r  t h e  

teachers. Althouqh t h e i r  sub jec t i ve  r e p o r t s  were submitted, no 



55 

prov is ions  were made f o r  s t ruc tu red  w r i t t e n  o r  observed assess- 

ment of  t h e  degree t o  which t h e  teachers fo l lowed t h e  curr iculum. 

/A1 though t h e  r e s u l t s  showed no d i f f e r e n t i a l  teacher e f fec ts ,  t h i s  

lack  of  compliance data s t i l l  remains a  design f law of  t h e  pre- 

sent study. 

One f u r t h e r  1  i m i t a t i o n  i s  t h e  method o f  measuring s t a t i s t i -  

c a l  success o f  treatment. The i n t e n t  o f  t he  program i s  f a r  use 

w i t h  a n o n c l i n i c a l  popula t ion i n  a p reven t i ve  context.  Because 

of t he  prevent ive nature o f  t he  program, i t  i s  d i f f i c u l t  t o  

assess treatment outcome w i th  immediate post tes ts .  Rather. i t  

may be necessary t o  design a l o n g i t u d i n a l  study t o  t e s t  t he  

e f fec t iveness of t h e  program accurately.  Discussion o f  ways t o  

achieve t h i s  is presented i n  t he  next  sect ion. 

Assessment Procedures 

A concern i n  t h e  study i s  f o r  t h e  r e l i a b i l i t y  o f  teacher 

compliance w i t h  t h e  curr iculum. If t ime and money would per- 

m i t ,  behavioural observat ion could be u t i l i z e d  i n  f u t u r e  studies.  

F a i l i n g  that ,  a s t ruc tu red  se l f - repo r t  check1 i s t  could be i n -  

cluded i n  t h e  dependent measures. 

Because of  t h e  specula t ion regarding the  adequacy o f  so l  e l  y  

us ing s t a t i s t i c a l  r e s u l t s  f o r  eva luat ion of  prevent ive program 

success, i t  may be necessary t o  develop more ways of  systemati-  

c a l  l y  measuring anecdotal i n f  ormation. A s t ruc tu red  eva luat ion 

quest ionnai re  might be used t o  assess p a r t i c i p a n t s '  immediate and 

an t i c i pa ted  use of t h e  s t ra tegy,  s i t u a t i o n s  i n  which the  s t ra tegy  

was used, components found most h e l p f u l ,  and relevance of t he  

program (Dumka, 1982). Add i t i ona l l y ,  f o r  t h e  present study. it 

might have been i n t e r e s t i n g  t o  evaluate student use of t he  
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progress ive r e 1  a x a t i  on s t ra tegy  p r i o r  t o  and dur ing  the  spr ing  

exams, which fo l lowed t h e  program. 

The p o i n t  was made quest ion ing t h e  use o f  c o g n i t i v e  i n s t r u -  

ments t o  measure e f f e c t s  of a  phys io log i ca l  coping s t ra tegy.  One 

poss ib le  s o l u t i o n  t o  exp lore  is t o  u t i l i z e  a  method of assessing 

t h e  phys io log i ca l  cond i t i on  o f  a l l  sub jec ts  on a  pre- and 

p o s t t e s t  basis.  The present study on1 y  assessed physi 01 og i  c a l  

measures of t h e  treatment group, and these were taken before and 

a f t e r  each p r a c t i c e  session. Studies by Richardson e t  a1 (19831 

and Zaichkowsky & Zaichkowsky (1984) took measures o f  hear t  ra te .  

f i n g e r  temperature, and r e s p i r a t i o n  r a t e  f o r  a1 1  sub jec ts  before 

and a f t e r  t h e  program. Use o f  these data would g i ve  a more com- 

p l e t e  assessment of e f f ec t s  of a  progress ive r e l a x a t i o n  program, 

i n  add i t io r ,  t o  being r e l a t i v e l y  easy t o  administer .  

Another p o s s i b i l i t y  f o r  ensuring t h a t  c o g n i t i v e  measures re -  

f l e c t  t reatment e f f e c t s  i s  t o  incorpora te  a  c o g n i t i v e  component 

i n t o  t h e  progressive r e l a x a t i o n  curr iculum. Students would l e a r n  

t h e  1  i n k s  between t h e i r  percept ions o f  s t ressors,  t h e i r  appral sa l  

o f  t h e i r  a b i l i t i e s  t o  cope, and t h e  phys io log i ca l  e f f e c t s  o f  t h e  

progress ive r e l a x a t i o n  procedure. Various s tud ies  (Decker e t  a1 . 
1982; Holroyd e t  a l ,  1983; Richardson e t  a l ,  1983: Tolman & Hose, 

1985) support t h e  added b e n e f i t  o f  a combined cogn i t i ve -  

r e l a x a t i o n  program. Decker e t  a1 (1983) found t h i s  combination 

t o  be p a r t i c u l a r l y  use fu l  when working w i t h  a p reven t i ve  proqram. 

Holroyd e t  a1 (1983) suggest t h a t  t h i s  "mult i-modal" s t ra tegy  may 

be more e f f e c t i v e  i n  long-term maintenance o f  coping e f f e c t s .  

Experimental Desiqn 

I n  l i g h t  of t h e  p reven t i ve  na tu re  o f  t h e  program. some type  
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o f  f 01 low-up p rov i s i ons  should be made t o  f a c i  1  i t a t e  evaluat ion.  

I dea l l y ,  a  l o n g i t u d i n a l  design would assess t h e  students through- 

ou t  h igh  school, espec ia l l y  if t h e  program was begun i n  Grade El. 

The p o t e n t i a l  would be the re  f o r  f i v e  years o f  evaluat ion,  and 

measures cou ld  be administered through guidance o r  phys ica l  ed- 

u c a t i  on classes. 

Most s tud ies  t h a t  advocate a long-term, fol low-up p l a n  f o r  

prevent i ve models a1 so encourage p r o v i  d i  ng f o r  occasional 

"booster" o r  maintenance sessions (Def f enbacher & McKinley, 1983: 

Richter ,  1984; Suinn, 1983). Rich te r  (1984) a l s o  suggests an 

optimum design i s  t o  have maintenance sessions cont inue over 

successive school years. Borkovec e t  a1 (1978) and Suinn (1983) 

share t h e  perspect ive  t h a t  un less t h e  r e l a x a t i o n  s k i l l s  a re  

a c t i v e l y  used and appl ied, t h e  e f f e c t s  of t r a i n i n g  w i l l  be l o s t .  

The school can prove t o  be an e f f e c t i v e  agent f o r  r e i n f o r c i n g  t h e  

cont inued use o f  t h e  progress ive r e l a x a t i o n  s k i  11s: once t h e  

s k i l l s  have been learned, on l y  a  few c l a s s  per iods  each year 

would be needed f o r  r e a c t i v a t i n g  t h e  s k i l l s  use and app l i ca t ion .  

Summary 

I n  conclusion, wh i l e  t h e  present study f a i l e d  t o  p rov ide  

d e f i n i t i v e  s t a t i s t i c a l  support f o r  a  proqress ive r e l a x a t i o n  

t r a i n i n g  program t o  be taught  i n  t he  school context .  several 

cons iderat ions were addressed which have i m p l i c a t i o n s  f o r  f u t u r e  

studies. Because of t h e  p reven t i ve  na tu re  o f  t h e  treatment, 

suggest ions were made f o r  t h e  use o f  more appropr ia te  ways of 

measuring long-term e f f e c t s .  I n  add i t ion ,  s ince  sub jec t i ve  

r e p o r t s  by p a r t i c i p a n t s  tended t o  support proqress ive r e l a x a t i o n  

t r a i n i n g ,  i t  i s  necessary t o  p rov ide  means o f  svs temat ica l l y  
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evaluat ing t h i s  in format ion f o r  more complete assessment of  the  

program. 

I n  theory. wh i le  t h e  school seems an i d e a l  p lace f o r  

equipping young people w i th  a p o t e n t i a l  t o o l  f o r  s t ress  manage- 

ment, add i t i ona l  study is needed t o  address t h e  cost  e f f e c t i v e -  

ness o f  such curr iculums i n  terms o f  teacher, class, and learn ing  

time. Continued research i n  t h e  areas suggested mav he lp  t o  

determine more e f f e c t i v e  and e f f i c i e n t  methods f o r  designing, 

implementing. and eva luat inq s t r e s s  management programs. 



Appendix A 

In format ion Sheet 

Beginning on February 13, D r .  Bryan Hieber t  of  Simon Fraser 
Un ive rs i t y  w i l l  be working w i t h  several teachers i n  Burnaby North 
Secondary School i n  a  p r o j e c t  designed t o  teach students how t o  
cope w i th  st ress.  The purpose o f  t h e  p r o j e c t  i s  t o  determine 
whether i t  i s  poss ib le  f o r  school students t o  l e a r n  var ious 
s t ress  management procedures. whether t h e  procedures work as we l l  
w i t h  school students as w i th  adul ts ,  and which procedures seem t o  
be most appropr iate f o r  school students. 

The s t ress  manaqement procedures w i l l  be taught as p a r t  of 
t h e  regu la r  cur r icu lum i n  some classes o f  Guidance 8 and F i t ness  
11 LD. I n  order t o  determine the  e f fec t i veness  o f  these proce- 
dures, t h e  students w i l l  be g iven several paper and p e n c i l  t e s t s  
(measuring self-concept, anxiety, and s t ress  symptoms) and asked 
t o  keep a  journal  of t h e  ways i n  which they use t h e  procedures. 
These measures w i l l  be taken a t  t he  beginning and end of  t h i s  
u n i t  of  study. Because t h e  c lasses are p a r t  o f  t h e  regu la r  
cur r icu lum i n  these courses, a l l  s tudents w i l l  be expected t o  
take p a r t  i n  t he  classes, however, completing t h e  t e s t s  described 
above w i l l  be opt iona l .  We are hoping t h a t  most students w i l l  
agree t o  complete t h e  tes ts .  as t h i s  w i l l  g i v e  us t h e  best  idea 
of how t h e  s t ress  management procedures work. 

The r e s u l t s  of t he  t e s t i n g  w i l l  be s t r i c t l y  c o n f i d e n t i a l .  
However, any student can rece ive  a  copy of h i s  o r  her own r e s u l t s  
a f t e r  t he  u n i t  i s  over. The whole process w i  11 take approximate- 
l y  ten periods. A t  t he  end of t he  study, t he  students w i l l  have 
learned a  procedure t h a t  w i l l  he lp  them re lax  and c o n t r o l  s t ress  
and an?: i ety.  

This p r o j e c t  has been approved by your school d i s t r i c t  and 
your school has i nd i ca ted  a w i l l i ngness  t o  take p a r t  i n  t he  
p ro jec t .  The study has a l so  been approved by t h e  U n i v e r s i t y  
E th i cs  Committee a t  Simon Fraser Un ivers i t y .  

D r .  H ieber t  w i l l  be conducting an in fo rmat ion  evening a t  
your school on Monday, February 6, 7:00 p.m., i n  room 201 i n  t he  
North Bui 1  ding. The meeting w i  1  l l a s t  approx imate ly  20 minutes 
and w i l l  precede an in format ion meeting f o r  parents regarding 
course se lec t ion .  Anv parents and students who wish more 
in format ion are i n v i t e d  t o  attend. If you are unable t o  a t tend 
o r  wish more in fo rmat ion  you may telephone Dr .  H ieber t  a t  291- -..- .>-A30 or  271-3395. 



Appendix B 

Consent Form 

1, have read the  enclosed 
student '  s name 

in fo rmat ion  sheet and would l i k e  t o  p a r t i c i p a t e  i n  the  s t ress  

con t ro l  p ro jec t .  

I understand t h a t  a l l  data c o l l e c t e d  w i l l  be c o n f i d e n t i a l  

t h a t  I can rece ive  a  COPY of my r e s u l t s  a t  any time. 

I a lso  understand t h a t  I can withdraw from the  study a t  any 

t ime i f  I change my mind. 

I f  I wish, I can rece i ve  a  copy o f  t h e  f i n a l  r e p o r t  of t h e  

study by contact ing M r .  Bassett  a t  the  school. 

I+ I have any concerns about t h e  study o r  any questions. 

e i t h e r  before o r  dur ing the  p r o j e c t  I can contact  D r .  Hiebert  a t  

291 -3389 or 291 -3395. 

signed 
s tudent 's  s iqnature 

I have read the  in format ion sheet and agree t o  a l low my son/ 

daughter t o  t a k e  p a r t  i n  t h e  s t r e s s  c o n t r o l  p ro jec t .  

signed 
parent 's  s ignature 

Please r e t u r n  t h i s  form by February 10. 



Appendix C 

RELAXATION MONITORING SHEET 

DAY - INDICATOR START FINISH DIFFERENCE 

1. pu l se  r a t e  (per minute) 

b rea th ing  r a t e  (per minute) 

f i n g e r  temperature (degrees) 

2. pu lse  r a t e  (per minute) 

b rea th ing  r a t e  (per minute) 

f i n g e r  temperature (degrees) 

7 
d m  p u l se  r a t e  (per minute) 

b rea th ing  r a t e  (per minute) 

f i n g e r  temperature (degrees) 

4. pu l se  r a t e  (per  minute) - 
breath ing  r a t e  (per minute) 

f i n g e r  temperature (degrees) 

C a. pu l se  r a t e  (per minute) 

b rea th ing  r a t e  (per  minute) 

f i n g e r  temperature (degrees) 

6. pu l se  r a t e  (per  minute) 

b rea th ing  r a t e  (per minute)  

f i n g e r  temperature (degrees) 

7. pu l se  r a t e  (per minute) 

b rea th inq  r a t e  (per  minute) 

f i nqer temperature (degrees) 



Appendis D 

CONTROL GROUP CAREER EDUCATION UNIT LESSON PLANS 

In t roduc t i on  

The th ree  components o f  a comprehensive l i f e  planning/career 

education program are: Se l f  Awareness - learn ing  about yourse l f  

Career Awareness - learn ing  about t h e  
v a r i e t y  of  careers i n  which you may be 
i n te res ted  

Decision Making - lea rn ing  how t o  make 
e f f e c t i v e  dec is ions 

A t  t h e  grade 8 l e v e l  our i n t e r e s t  i s  p r i m a r i l y  t o  encourage s tu-  

dent awareness of t he  l i f e  planning/career education concept. 

The emphasis a t  t h i s  l e v e l  i s  on t h e  s e l f  -awareness component. 

Career education i s  a  developmental process t h a t  focuses on: 

- the i n d i v i d u a l  ra the r  than work 
- the process, ra the r  than content  
-mu l t ip le  l i f e  r o l e s  r a t h e r  than work r o l e s  
-education f o r  l i f e  r a t h e r  than t r a i n i n g  f o r  employab i l i t y  

With t h i s  i n  mind t h e  content of a  career education program 

concentrates on: 

- the i n te res ts ,  values and other c h a r a c t e r i s t i c s  of t h e  
i nd i  v i  dual 

- the fami ly  and s o c i a l  environment of t h e  i n d i v i d u a l  

- the dec is ion making and communication s k i  11 s  requ i red by 
i n d i v i d u a l  t o  understand h i s  o r  her environment 



Lesson 1 

SELF-AWARENESS 

In t roduc t i on  

Career Education begins w i th  t h e  students'  b e t t e r  
understanding o f  themselves. I n  t h i s  theme students begin t o  
understand t h a t  they are phys ica l  , psychological,  and soc i  a1 
i n d i v i d u a l s  and t h a t  these areas a re  a f fec ted  by both t h e i r  
he red i t y  and soc ia l  environments. P a r t i c u l a r  emphasis i s  given 
t o  t h e  c l a r i f i c a t i o n  of  values, ro les ,  and needs. It i s  hoped 
t h a t  students w i l l  ga in  an apprec ia t ion of  themselves as unique 
i n d i v i d u a l  5. 

This  u n i t  f u r t h e r  attempts t o  develop an awareness of  the 
s k i  11s necessary t o  formulate 1 i f e  p lans o r  goals. Decision 
making and communication s k i l l s  a re  a p re - requ i s i t e  t o  goal 
s e t t i n g  and there fo re  are examined i n  t h i s  theme. 

F N I I L Y  CAREER TREE 

OBJECTIVE: Students understand the  r e l a t i o n s h i p  between fami ly  
background and career choice. 

PROCEDURE: Have students complete the  f a m i l y  career t r e e  and 
discuss s imi  l a r i  t y  of occupations. Does t h i s  have 
any imp l i ca t i ons  f o r  your own career? What can you 
l e a r n  about t he  occupations he ld  by your ancestors? 



Lesson 2 

TWENTY THINGS I LOVE TO DO 

OBJECTIVE Students a re  made aware o f  s i m i l a r i t i e s  and d i f f e r e n -  
ces they have i n  comparison t o  f a m i l i a l  others. task 
preference, change and importance. 

PROCEDURE Step one 

On a sheet students l i s t  twenty a c t i v i t i e s  t h a t  they 
enjoy doing. 

Step two 

The counse l lo r  in t roduces t h e  "key" t o  t h i s  worksheet 
(see below) and exp la ins  each i tem t o  t h e  class. 
Students examine each o f  t h e i r  a c t i v i t i e s  and 
i n d i c a t e  whether any one o f  t h e  i tems i n  t he  key 
apply t o  t h a t  p a r t i c u l a r  a c t i v i t y  by t i c k i n g  t h e  
appropr i a t e  c o l  umn. 

KEY 

8 -an i t em or  a c t i v i t y  cos t i nq  more than $3.00 

A -an a c t i v i t y  done alone 

P -a people o r i en ted  a c t i v i t y  

3 -an a c t i v i t y  which would have no t  been on your 
l i s t  t h ree  years ago 

R - requ i res  some k ind  o f  r i s k  - phys ica l .  mental, 
emot i onal 

F -an i t em which would have been on your f a t h e r ' s  
l i s t  a t  your age 

M -an i t em which would have been on your mother's 
1 i s t  a t  your age 

Date -approximate date you l a s t  d i d  t h i s  a c t i v i t y  



Lesson 3 

OBJECTIVE  Students l e a r n  both  personal s t rengths and weaknesses 
and the  r e l a t i o n s h i p  o f  these t o  occupations. 

Students l ea rn  t h a t  they can con t ro l  c e r t a i n  th ings  
t o  maximize t h e i r  p o t e n t i a l .  

PROCEDURE 1. Students complete t h e  f o l l o w i n g  chart :  "I want 
t o  be a ......." 
Students then r e f e r  t o  t h e  column headed " th ings  
t h a t  would stop me" and i d e n t i f y  which of those 
can be changed and i n  what ways as per t h e  char t .  

Students r e f e r  t o  t h i s  l i s t  and i d e n t i f y  those 
i tems t h a t  could be chanqed by them. 



Lesson 4 

WHAT WOULD YOU DO IF.....? 

OBJECTIVE Students l e a r n  t h a t  t h e i r  behaviour i s  motivated 
by needs which may be conscious or  subconscious. 

PROCEDURE 1. Students break i n t o  small groups and are asked 
t o  imagine t h a t  they have j u s t  shipwrecked on a 
desert  is land,  each group i s  t o  1 i s t  what they 
would do i n  order o f  importance and f o r  each act- 
i v i t y  they are t o  exp la in  t h e i r  purpose behind i t  

The c lass  reassembles and each group r e p o r t s  back 
t o  t he  class. The counsel lor  exp la ins  Maslow's 
h ierarchy o f  needs and the  c lass  attempts t o  
determine what needs are being met by each a c t i v -  
i t y  i n  terms o f  Maslow's h ie ra rchy  of  needs. 

Note: Students w i l l  very probably not  suggest 

a c t i v i t i e s  t h a t  s a t i s f y  s e l f  -esteem o r  s e l f  - 

a c t u a l i z a t i o n  wi thout  prompting from the  counsel lor .  



Lesson 5 

VALUES CLARIFICATION: UNDERSTANDING ROLES 

OBJECTIVE Students l ea rn  t h e  r e l a t i v e  importance of each r o l e  
and how t h e i r  t ime and money is used t o  support each 
ro le .  

PROCEDURE 1. Students a re  asked t o  rank order t he  f o l l o w i n g  
th ree  r o l e s  t h a t  they p l a y  according t o  impor- 
tance t o  them. 

Student 

Fr iend 

Fami 1 y member 

Students then complete t h e  chart :  

10 ways I spend my t ime 

10 th ings  I love  t o  do 

Students t o t a l  t h e  number o f  a c t i  v i  t i e s  checked 
o f f  under each column. They a re  then ab le  t o  
compare what they a c t u a l l y  do w i t h  what they l i k e  
t o  do. Secondly, students a re  ab le  t o  check 
whether o r  not  t he  a c t i v i t i e s  correspond w i th  
t h e i r  rank order of  ro les .  



Lesson 6 

DECISION MAKING IN DAILY LIFE 

OBJECTIVE Students l e a r n  t h a t  they a re  making dec is ions 
constant1 y. 

PROCEDURE Step one 

Pass ou t  copies o f  a  s t o r y  t o  class. Head aloud. 

Step two 

Have students rank order t h e  f i v e  most important  
dec is ions t h a t  Mike had t a  make and s t a t e  t h e  
reason f o r  each. 

Step th ree  

D iv ide  t h e  c lass  i n t o  smal l  groups and have each 
group a r r i v e  a t  consensus on t h e  f i v e  most important  
deci s i  ons 

Step four  

Have each group r e p o r t  back t o  t h e  c l a s s  and as a 
c l ass  t r y  t o  def ine what makes a  dec is ion important.  



Lesson 7 

WORK VALUES CONTINUUMS 

OBJECTIVE To have students begin t o  be aware of t h e i r  personal 
preference toward work through rank order ing and 
continuum. 

PROCEDURE Have copies od "Continuums fo r  Selected Value A r e a s "  
and "Rank Orders f o r  Selected Value Areas" f o r  each 
student. Have them read through both sheets and make 
i nd i  v i  dual se l  ec t  i ons. 

Have t h e  students get  i n t o  groups and discuss t h e i r  
i n d i v i d u a l  se lec t i ons  w i th  others. How do some of 
t he  se lec t ions  m i r r o r  i n d i v i d u a l  values toward work? 
How do you account f o r  some of  the  values t h a t  you 
hold7 



Lesson 8 

CAREER AWfiRENESS 

7,000 Jobs and How t o  F ind  Out What They Are 

OBJECTIVE Students w i l l  become aware o f  t h e  m u l t i p l i c i t y  o f  
occupations t h a t  a re  a v a i l a b l e  w i t h i n  Canada 

PROCEDURE Step one 

Students a re  d i v i ded  i n t o  smal l  groups and a r e  asked 
t o  nominate one person as recorder.  Wi th in  each 
group students f i r s t  i d e n t i f y  a t e l e v i s i o n  show and 
l i s t  any occupations por t rayed on t h a t  show. This 
procedure i s  fo l lowed f o r  as many TV shows as they 
l i s t  w i t h i n  a f i v e  minute t ime l i m i t .  The s t ra tegy  
i s  compet i t ive  - each group t r i e s  t o  l i s t  t h e  most 
jobs. The group's recorder t a l l i e s  t h e  1 i s t  and 
t h e  number i s  repor ted  t o  t h e  class. 

Step two 

I n  order t o  f u r t h e r  expand upon t h e  1 i s t  o f  occupa- 
t i o n s  developed i n  Step 1, have students repear t h i s  
process o f  bra ins torminq us ing one o f  t h e  methods 
1 i s ted  below: 

- jobs found i n  a s p e c i f i c  l o c a t i o n  ( ie . .  school, 
h o s p i t a l  , a i r p o r t )  

- jobs from a s p e c i f i c  occupat ional f i e l d  ( ie . .  
recreat ion,  f o res t r y ,  manufacturing) 

- jobs from a s p e c i f i c  work s e t t i n g  ( ie . ,  indoor 
and outdoor, urban and r u r a l )  

Step th ree  

The counsel lor  summarizes bv p o i n t i n g  out  t h a t  a l -  
Though extensive l i s t s  were obta ined these on ly  
cover a small f r a c t i o n  of t h e  t o t a l  number o f  occu- 
pa t ions  ava i lab le .  There are, i n  f a c t ,  over 7,000 
occupations and these a re  a l l  described i n  t h e  CCDO. 
The counse l lo r  may then use t h i s  reference t o  i l l u s -  
t r a t e  some other  occupations. 



Lesson 9 

CAREER ATTRIBUTES 

OBJECTIVE Students l e a r n  t h a t  success i n  occupat ions i s  based 
on non-school a b i l i t i e s  as w e l l  as o ther  a t t r i b u t e s .  

PROCEDURE P a r t  1  

Have s tudents  complete t h e  a t t r i b u t e s  char t .  Var ious 
a t t r i b u t e s  a r e  l i s t e d  i n  t h e  f i r s t  column. I n d i c a t e  
t h e  importance o f  each a t t r i b u t e  f o r  each o f  t h e  f i v e  
occupat ions i n  t h e  next  f i v e  columns. Use t h e  f o l -  
l ow ing  sca le  and w r i t e  t h e  number i n  t h e  bo., ne5. 

1. very  impor tant  f o r  t h i s  occupat ion 

2- would help,  b u t  n o t  e s s e n t i a l  

3. g e n e r a l l y  n o t  impor tant  

Ask yourse l f ,  "Is t h i s  a t t r i b u t e  impor tant  f o r  doing 
t h i s  job  we l l ? "  

P a r t  2 

Now es t ima te  t h e  ex ten t  t o  which you possess each o f  
these a t t r i b u t e s  o r  s k i l l s  by p l a c i n g  t h e  appropr ia te  
number f o r  each o f  them i n  t h e  s e l f  column. Use t h e  
f 01 1  owi ng sca l  e: 

1  I have t h i s  c h a r a c t e r i s t i c  i n  most s i t u a t i o n s  

2. I have t h i s  c h a r a c t e r i s t i c  i n  about h a l f  of 
t h e  s i t u a t i o n s  I can t h i n k  o f  

3. I norma l l y  don ' t  have t h i s  c h a r a c t e r i s t i c  

4. I don ' t  know t h e  ex ten t  t o  which I have t h i s  
c h a r a c t e r i s t i c  



Lesson 10 

SEXUGL STEREOTYPES--OCCUPATIONAL AND BEHGVIOURAL STEREOTYPES 

OBJECTIVE Students learn  t h a t  they may tend t o  r e l a t e  an 
occupation or behaviours t o  a p a r t i c u l a r  sex. 

PROCEDURE Step 1 

Students examine a l i s t  of occupations and character- 
i s t i c s  and i n d i c a t e  whether they associate them 
most1 y with men or women. 

Step 2 

The c lass  votes on each i tem i n  order t o  i d e n t i f y  
group values. 



Lesson 1 1  

CAREER CROSSWORD 

OBJECTIVE To l e a r n  t h e  terminology associated w i t h  career  
planning and t o  f u r t h e r  expand occupational  horizons. 

PROCEDURE Students complete t h e  crosswcrd e i t h e r  i n d i v i d u a l l y  
o r  i n  very  small  groups. 



Appendix E 

TREATMENT GROUP LESSON PLANS 

Overvi ew 

1. Pre tes t  - STAI, SOSI. SDQ 
In t roduce u n i t  

2. Stress, progress ive re laxa t ion ,  f i r s t  s k i l l  p r a c t i c e  

3. Review progress ive r e l a x a t i o n  as a s k i l l ,  p a r t s  o f  t h e  
progress ive r e l a x a t i o n  program 

4. In t roduce sho r t  r e1  axat ion exercise; p rac t i ce :  so l  i c i  t 
s t ressors  

5. Progressive r e l a x a t i o n  as immunization, p r a c t i c e  sho r t  s c r i p t  

6. Cue-control l e d  re laxa t i on ,  p r a c t i c e  

7. Review cue-contro l led re laxa t i on .  exp la in  how t o  use it. 
p r a c t i c e  

8. D i f f e r e n t i a l  r e l axa t i on ,  p r a c t i c e  d i f f e r e n t i a l l y .  discuss. 
p r a c t i c e  shor t  s c r i p t  

9. Covert modeling: expla in.  p r a c t i c e  

10. Covert modell ing: how t o  use i t  yourse l f ,  p r a c t i c e  

11. Review (Immunization. cue-contro l led,  d i f f e r e n t i a l .  cover t  
model 1 i ng 
Pos t tes t  



Lesson 1 - In t roduc t i on  

I. Introduce p r o j e c t  

- learn about s t r e s s  and how t o  c o n t r o l  s t r e s s  
-at t he  same t ime do some research on how e f f e c t i v e  the  

s t r e s s  c o n t r o l  procedures a re  
-use some paper and p e n c i l  t e s t s  t o  t e l l  us t h e  e+ fec ts  
-afterwards, t a l k  about what s t r e s s  i s  

I I. Administer i nven to r i es  

-Sel f -evaluat ion f o r m  (STAX)  do t h e  X - 1 s ide  f i r s t  
-Symptoms o f  Stress Inventory  omit  96-107 
-Self Descr ip t ion  Quest ionnai re  
-have students pu t  names and block numbers on a l l  t e s t s  

I I I. What i s  St ress (Manual pp. 3-4) 

-s t ress  response 
increased HR, RR, GSR, muscle tens ion 
decreased hand temperature, stomach m o t i l i t y  
shunting of c o r t i c a l  b lood f l o w  from r a t i o n a l  t o  motor 

centers  
a l l  happens together ( i n teg ra ted  response) 

I V .  L ink  t o  next  lesson 

- i n  t h i s  u n i t  we w i l l  l e a r n  how to re lax  deeply t o  con t ro l  
s t r e s s  



Lesson 2 - Stress and Progressive Relaxat ion 

I. Overview 

-review 
- re laxa t i on  
-p rac t i ce  progressive r e l a x a t i o n  
- t a l k  about i t  

I I. Revi ew s t r e s s  response 

-emphasize phys io log ica l  e f f e c t s  of  t h e  s t r e s s  response 

111. Int roduce r e l a x a t i o n  response (pp. 4-12) 

-opposite of  s t r e s s  response 
-decrease HR, RR, etc. 
- re laxa t i on  i s  a s k i l l  
-how t o  measure HR, RR, f i n g e r  temp. ( p p .  9-11) 
-record t h i s  on data sheet 

I V .  Progressi ve Re1 axat i on procedure; L E A V E  40-45 MINUTES 
FOR T H I S  

-Progressive Re1 a x a t i  on tape 
-take data 

V. Debr i ef  

-discuss changes 
-desc r i p t i ve  p r a i s e  
-home p r a c t i c e  

20 minutes once o r  tw i ce  a day 
go through s c r i p t  from memory 



Lesson 3 - Progressive Re1 axat i on Revi ew 

I. Overview 

-review proqress ive r e l a x a t i o n  
-p rac t i ce  
-debr i ef  

1 1 .  Review progress ive r e l a x a t i o n  as a  s k i l l  

-go over 4 p a r t s  o f  t h e  exerc ise (pp. 17-19) 
-importance o f  p r a c t i c e  (pp. 19-22) 
- u l t i m a t e l y  l e a r n  t o  use progress ive r e l a x a t i o n  f o r  two 
purposes: 
a) t o  lower our general l e v e l  of arousal 
b )  t o  be ab le  t o  r e l a x  on t h e  spot wherever and whenever 

we want 

111. P rac t i ce  

- take data 
-Progressi ve Re1 a x a t i  on 
-take data 

I V .  Debr ief  

-discuss changes 
-descr i p t i  ve p r a i  se 
-emphasize home p r a c t i c e  



L e s s o n  4 - S h o r t  P r o g r e s s i v e  R e 1  ax  a t  i on  P r o c e d u r e  

I .  Overv iew 

-home p r a c t i c e  
- s h o r t e n  p r o g r e s s i v e  r e l a x a t i o n  e x e r c i s e  
- p r a c t i c e  
-deb r  i ef 

11. D i s c u s s  home p r a c t i c e  

- e m p h a s i z e  p r o g r e s s i v e  r e l a x a t i o n  is a s k i  11. a c q u l r e d  
t h r o u g h  p r a c t i c e  

- d i s c u s s  d i f f i c u l t y  a n d / o r  r e s u l t s  w i t h  home p r a c t i c e  
a )  d a t a  s h e e t s  

- i n t r o d u c e  k e e p i n g  a l o g  
a )  r e c o r d  a n y  s p e c i a l  t h w q h t s ,  f e e l i n g s .  i n s i g h t s .  e tc .  
b )  u s e  d i a r y  f o r m  

XI I .  S h o r t e r  r e l a x a t i o n  

- r a t i o n a l e :  a s h o r t e r  s c r i p t  means more t i m e  i n  t h e  
r e l a x e d  s t a t e ;  also, w e  d o n t ' t  want  t o  h a v e  t o  become 
t e n s e  a l l  t h e  t i m e  i n  o r d e r  t o  r e l a x  

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

I V .  P r a c t i c e  

- t a k e  d a t a  
- A u t o - S u g g e s t i v e  R e l a x a t i o n  ( 1 s t  h a l f  of  s i d e  2. n o t  

i magery  ) 
- t a k e  d a t a  

V. D e b r i e f  

- d i s c u s s  c h a n g e s  
-compare t o  p r e v i o u s  r e s u l t s  
- d e s c r i p t i v e  p r a i s e  f o r  p r a c t i c e  
- e m p h a s i z e  c o n t i n u e d  p r a c t i c e ,  now w i t h  s h o r t  s c r i p t  
- so l i c i t  stressors. t h e s e  are p o t e n t i a l  si t u a t i  nns i n  

which  t o  u s e  p r o g r e s s i v e  r e l a x a t i o n  



Lesson 5 - Immunization 

I. Overview 

11. Progressive Relaxation as immunization (pp. 29-30} 

-dai 1 y re1  axa t i  on r e s u l t s  i n  1 owered arousal 1 eve1 s 
-easier t o  take th ings  i n  s t r i d e  because you are l ess  

worked up 
-need t o  p rac t i ce  every day (5-6 t imes per week) f o r  

20 minutes 
-especi a1 1 y good f o r  unexpected s t ress,  or  constant 

h i  qh pressure 

111. Prac t ice  

-take data 
-Auto-Suqgesti ve Re1 axat i on tape 
-take data 

I V .  Debrief 

-discuss changes 
- s o l i c i t  s t ressors 

tomorrow we w i l l  look a t  a new way t o  use proqressive 
re laxa t ion  t o  handle these s t ressors 

-discuss any changes i n  the  amount o f  s t ress  students fee l  
-di  scuss 1 og e n t r i  es 



Lesson 6 - Cue-control 1  ed Re1 axa t ion  

I. Overview 

-review: immunization and s t resso rs  
-cue-control l e d  re laxa t i on :  a  new use o f  r e l a x a t i o n  
-p rac t i ce  
-debt- i e+ 

11. Review immunization 

-immunization lowers general l e v e l s  o f  tens ion 
-immunization he lps  us cope w i t h  unexpected s t ressors  
-immunization he lps  us general l y  f e e l  b e t t e r  
-must use 20 minutes each day f o r  immunization e f f e c t  

111. Review s t resso rs  

-1 i s t  most f requent  s t resso rs  i den t i  f i ed a t  1 a s t  c l  ass 
-today we w i l l  l e a r n  a new s k i l l  t o  deal w i t h  these types 

o f  s i t u a t i o n s  

IV. Cue-control led r e l a x a t i o n  (pp. 18, 23, 30, 31) 

-exp la in  what i s  meant by a "cue" 
-exp la in  s t renthen ing t h e  cue through assoc ia t ion  ( i . e., 

t h e  cue i s  a  condi t ioned s t imu lus  t o  e l i c i t  r e l a x a t i o n  
-exp la in  how we strengthen t h e  cue (p. 23) 

V. P r a c t i c e  

- take data 
-Auto-Sugqesti ve Re1 a x a t i  on tape 
-cue down t o  re laxed s ta te ,  count out  and cue down, count 

out, etc.; do t h i s  2 or  3 t imes 
-take data 

V I .  Debr ief  

-discuss changes 
-emphasize p r a c t i c i n g  t h e  cue 2 or  3 t imes a t  t h e  end of 

d a i l y  p r a c t i c e  t o  develop a s t rong  cue 



Lesson 7 - Cue-control led Relaxat ion (Follow-up) 

I. Overview 

-review cue-control l e d  r e l a x a t i o n  
-how t o  l i n k  cue w i t h  s t resso rs  
-p rac t i ce  
-debr ief  

11. Review cue-control l e d  r e l a x a t i o n  

-exp la in  t h e  cue 
-exp la in  how t o  st rengthen t h e  cue 
-review t h e  l i s t  o f  s t resso rs  

111. How t o  use t h e  cue 

-exp la in  how t o  use t h e  cue (pp. 30-31) 
-w i th  systemic p rac t i ce ,  a new h a b i t  i s  formed o f  catch ing 

a r i s e  i n  tens ion and au tomat ica l l y  us ing the  cue t o  
r e l a x  i t  down 

I V .  P r a c t i c e  

- take data 
-p rac t i ce  w i t h  Auto-Suggestive Re1 a x a t i  on 
-take data  
-p rac t i ce  cueing down, then count ing ou t  2 o r  3 times 

V. Debr ief  

-d i  scuss changes 
-d i  scuss 1 oqs 
-have students i d e n t i f y  one m i l d  s i t u a t i o n  i n  which they 

w i l l  begin p r a c t i c i n g  us ing t h e i r  cue 



Lesson 8 - Differential Relaxation 

I. Overview 

-review uses 
-new uses 
-practice 
-debri ef 

11. Review uses 

-immunization: 
use every day for 20 minutes 
lower baseline arousal 

-Cue-control 'i ed 
use in situations where tension is rising 
use in mild situations first 
as cue gets stronger, use in more intense situations 
or use every 13-20 minutes throughout the day a5 pre- 

vention, to help stay relaxed 

111. Differential Relaxation 

-relax part of the body that we are not using 
-relax specific tension spot 
-train by practicing with large muscle groups in undemand- 

ing situations, progress to small muscle groups in 
demanding situations 

IV. ~ractl.ce Differentially 

-produce the relaxed feeling in your legs; signal with fin- 
ger when it is there 

-as we talk about it, keep legs relaxed 
-try same thing with arms 
-di scuss 

V. Practice whole exercise 

-take data 
X -practice; teacher recites or reads Auto-Suggestive 

Re1 ax ati on 

VI. Debrief 



Lesson 9 - Covert Modelling 

I. Overview 

-review differential relaxation 
-new procedure 
-practice 
-debrief 

11. ~eview Differential Relaxation 

-go over theory and training guidelines 
-practice with legs, and then arms 

continue this throughout the rest of this class, remind- 
ing studenfs periodically to keeps legs (or arms) relaxed 

111. Covert Modelling (pp. 32-34) 

-explain theory 
-explain that it works best with vivid imagers 

vivid imagers can imagine more detai 1 /specifics 
-select with students a situation for them to practice with 
test writing would be a good one to use 
develop a "mental video tape" as a group 
plan the script, scenes, etc. using' cue-controlled relax- 

ation as the coping strategy ( use p. 33 as a guide) 
-where is the exam 
-who is doing what in the scene 
-detai 1s of colour, 1 ighting, sounds, smell s 
-more specific=more vivid image=better results 
-IT IS IMPERATIVE THAT THIS SCENE REPRESENTS A POSITIVE 

COPING SITUATION 

IV. Practice 

-take data 
-practice Auto-Suggestive Relaxation tape 
-present the Covert Modelling scene (just before the count 

out at end) 
-take data 

V. Debrief 

-next day we will cover how to set up a program like this 
for yourself 



Lesson 10 - Covert Modelling 

I. Overview 

-review covert model 1 i ng 
-describe how to do it for yourself 
-practice 
-debri ef 

I I. Revi ew Covert Model 1 i nq 

-review theory 
-review procedure 
-have students select a situation for themselves 
prepare a mental video tape 
jot down (point form) on paper: 
-scene 
-who is doing what 
-specific details, colour, smells, etc. 

111. Practice 

-take data 
-practice Auto-Suggestive Relaxation--teacher presents 
-at the end, present the Covert Modelling: 

I* .... now whild you are relaxed, play through your mental 
video tape, . . . . make i t as real and as vivid as you 
can,. . . .very good, now just relax,. . . .once more, while 
you remain relaxed, play through your scene again,. . . . 
imagine it as real and as vividly as you can,. . . .imagine 
yourself coping beautifully, using the cue, staying nice 
and relaxed,....very qood,....you have done a good job 
o+ relaxing and working on your scene, now it is time 
for your body to return....(continue with last paragraph 
of script on p. 48) 

-take data 

IV. Debrief 



Lesson 11 - Review and Posttest 

I. Overview 

11. Review stress, relaxation, and uses 

-stress 
-progressive re1 axat ion 
-immunization 
-cue-control led re1 axati on 
-di+f erential relaxation 
-covert mod& 1 i ng 

111. Posttest 

-STCI I 
-SOSI 
-SDQ 
-collect data sheets and logs 
-solicit "best usesc, "worst problems" 



Appendix F 

Mu1 tivariate Tests of Significance for Self Description Question- 

naire, Academic and Non-Academic Scales; State-Trai t Anxiety In- 

ventory, S- and T-Scales; and Symptoms of Stress Inventory 

Effect 

Group 

Ti me 

Group x Time 



Appendix G 

U n i v a r i a t e  Test  o f  S i a n i f  icance  f o r  S e l f  Descr ip t ion  Question- 

n a i  r e ,  Academi c and Non-Academi c Scales; State-Trai  t Anxiety In- 

ventory,  S- and T-Scales: Symptoms o f  S t ress  Inventory 

E f f e c t ,  V a r i a b l e  

Group 

SDQA 
SDQNA 
STA I -S 
STAI-T 
SOSI 

SDQA 
SDQNA 
STAI-S 
STAI-T 
SOSI 

Group x Timc 

SDQA 450.78 
SDQNA -43 
STA I -S 49.14 
STAI-T 24.93 
SOSI 263.49 

Note. df =I, 7 7  - 



Appendix H 

M u l t i v a r i a t e  Tests of  S iqn i f  icance f o r  Heart Rate, 

Respiration Rate, Finger Temperature 

E f f e c t  

PrePost 53-36 . (31 
Week 1.94 .06 

PrePost x Week .77 .64 

Note. df=4,9 - 



Appendix I 

Univariate Tests of Siqnif icance for Averaqe Heart Rate 

Avera~e  Respiration Rate, Avera~e  Finqer Temperature 

.Effect,  Variable MS F P< 

CIHR 943.94 
ARR 278.62 
CIFT 31.68 

AHH 
ARR 
AFT 

PrePost x Week 

, 
AHH 
ARR 
AFT 

Note. df =3,12. - 
Note, AHR=Average Heart Hate; AHR=Average Respiration Hate J - 
AFT=Average Finger Temperature. 



Appendix J 

Mu1 t i v a r i  a t e  Tests  o f  S i  gn i  f i cance f o r  Sel  f Descr i  p t  i on Quest i on- 

n a i r e ,  Academic and Non-Academic Scales; Sta te -Tra i  t f inxi  e t y  In-  

ventory,  S- and T-Scales: Symptoms of S t r e s s  Inventory  

E f f e c t  

Teacher 

T i  me 

Teacher 

Note.  df  =5,37. - 



Appendix K 

Un iva r i a te  Tests of  S iqn i f i cance  f o r  Se l f  Descr ip t ion  Question- 

naire,  Academic and Non-Academic Scales; State-Trai t Anxiety In- 

ventory, S- and T-Scales; Symptoms of Stress Inventory  

E f fec t ,  Var iab le  RS F p i:: 

Teacher 

SDQA 
SDQNA 
STA I -S 
STA I -T 
SOS I 

SDQA 
SDQNA 
STA I -S 
STA I -T 
sos I 

Teacher x Time 

SDQ A 
SDQNA 
STA I -S 
STA I -T 
SOS I 

C-l . d L  

.47 
-91  
.18 
.25 

Note. df=2,41 - 



Appendix L 

M u l t i v a r i a t e  Tests  o f  S i q n i f i c a n c e  f o r  S e l f  Descr ip t ion  Question- 

n a i r e .  Academic and Non-Academic Scales; Sta te -Tra i  t Anxiety  In-  

ventory?  S- and T-Scales: Symptoms of  S t ress  Inventory  

E f f e c t  F p -< 

- 

Sex 

T i  me 

Sex :< Time 

Note. df  =5.38. 



Appendix H 

Univariate Tests o f  S i g n i f i c a n c e  f o r  S e l f  D e s c r i p t i o n  Question-  

n a i r e ,  Academic and Non-Academic Scales:  S t a t e - T r a i  t A n x i e t y  In-  

v e n t o r y ,  S- and T-Scales; Symptoms o f  S t r e s s  I n v e n t o r y  

E f f e c t ,  V a r i a b l e  MS F D< 

Sex 

SDQA 
SDQNA 
STA I -S 
STA I -T 
SOS I 

SDQA 
SDGINA 
STAI-S 
STA I -T 
SOS I 

Sex x Time 

SDQA 
SDQNA 
STA I -S 
STAI-T 
SOS I 

Note.  d f  =l. 42. - 
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