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ABSTRACT
The purpose of the study was to conduct and assess the

effectiveness of an assertiveness/social skills program.

Th; samdfe included 52 fourth grade students from two
_different schools selected in consultation with the Windsor
Separate School Board, Windsor, Ontario. A classroom of 30
students in one school became the treatment group. From the
other school a classroom of 22 students constituteé a control
group. C(Classroom groups were led by a professtpa] social worker.

The Titerature review provided an overview of how children
acahire and utilize behaviours. The discussions considered social
influentes, developmental processes and the school's potential
impact on the child. .

Four hypotheées were developed to acéess the overall effect-
iveness of thé’p}ogram and provide structure to the research .
process. \

A statistical analysis on the sample's premeasured inqicators'
showed that the control group and the trea;ment gréup were
homogeneous. Both groups were administered pre and post <elf-
report scales (Children's Assertive Behavior Scale). Both téachers_.
- also completed for éach child a pre and post behavioural scale
(Teacher's Ratings of Chi?dren's Assertive Behavior Scale).

The treatment group received 12 contacp hours of assert1veness
training. After comp]et1on of these 12 hours and post tests, 4 hou
of similar tra1n1ng were offered to the control group. Stat1st1cai;f>

»
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analysis of the post-test measure indicated a‘significaﬁt difference
between the treatment group_and the control group as ref1ec£ed by
their improved aséeftive skills score. Data also confirmed a
statistically significant difference between males and females in-
their self-report behayihﬁra] measures. This was dem;nstrated'in
both pre and post-test measures. Students' se]f-report rat}ngs |
and the teachers' ratings of ;hé students® behaviour reveaied (
no significant difference. ‘The scores from Ehe teachers’ ratings
showed 2 significant improvement in the students' ove}a11
assertive scores-after the students' participation inlan assertive-
ness training program. l .

Results further_sdggest the classroom group approach proved
to be a viable method of conducting a social skills ¢eve16pment
proéram. Findings further demonstrated that all cIass members
benefitted from this program,

Researchers conclude that an assertiveness/sociaﬂ skills
- training program is an effective means for grade school children
to learn and apply social ski]}s. Recommendations wefe,made-in'
thrée areas: social work practice in the school setting; social

work profession; and further research.
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CHAPTER 1
INTRODUCTION

In 2 society that “has evolved as complex as ours, it has

become -essential for children to learn about and ﬁnderstand the
characteristics of their social world and the basics of human

relationships. According to Stephens, in order to deal effect-

ively with rapidly, changing social conditions, it has be;ome

necessary to teach children social skills and concepts which at

one time were acquired in less direct ways (Cartledge and

Milburn, p. vii).

' The researchers used a competency - based approach to explore ‘
the use of assertiveness training as a means of faci1itatiné‘zhe-~’ﬁ~,//// -

development of social skills in fourth grade students. In reference

to'competence models, Wine (1981) writes:

Humans are seen as growing, changing, learning, and
in continuous interaction with their environments.
He_defect models tune their users to the observation
of pathology, the users of competence models are more
1ikely to be alert to positive behavior and
capacities in individuals. In intervention, helping
professionals who espouse competence models are
Tikely to generate broadly based progrdms intended

to be widely helpful to a number of people in a
community. When used in individual work, these
models lend themselves to helping individuals build
ski?ﬁs and competencies for dealing with their

world, rather than to the identification, under-
standing, and elimination of defects. People are
seen as at least potentially capable of setting
goals, identifying needs, and developing skills

that will alllow them to cope more effectively with
stress, to interact more effectively with others as
well as-to lead more productive lives (pp. 24-25).

Rather than an emphasis'on defects or pathology_ competence

X models encourage more broadly based, optimistic views of the nature



' ~
of humans, reflecting the view that mankind i35 able to grow,

develop and function effective]y.

The purpose of this study was to conduct and assess the effect-
iveness of an'assertiveness/social skills program with fgurth
gfade students. An initial review of the professional literature
found a scarcity of articles related to assertiveness training
with children.

Chapter II will provide an overview of how chi}dren acquire
and utilize behaviours, taking into consideration social influences,
developmental processes and the school's potential impact on the
child. |

The research design, hypotheses and methodology will be further
clarified_in Chapter III. The design of the assertiveness training
progrﬁm developed by the researchers will be outlined in Chapter
IV followed by an analysis of the findings in Chapter V. Conclusions
and recommendations of the study will be presented in the final »

chapter.



CHAPTER II
REVIEW OF THE LITERATURE

-~

An initial review of the literature founddf dearth of studies
involving assertiveness training with cﬁi?dren. A search of the
psychological and social work'aﬁstracts found the following references
to articles investigating the effectiveness of assertiveness train-
ing with children: Amatea énd Anderson, 1976; Bornstein et al,

' 1977; Barone and Rinehart, 1978; Michelson and Wood, 1980; and
McCullagh, 1987.

The reporteﬁ effectiveness of assertiveness training as a
method of developing social skills in children was the origina]
stimulus prompting the researchers' interest in this study.

Five major areas are emphasized iﬂ this chapter. They in-
clude a general‘overview of the assertiveness proces;es, social
ﬁnfluences, the development of the middle-aged child, the 1earnin§

/"\
\\‘“-T?dE]S’ and the relevance of these concepts to professional social

work.

General Qverview

In this section, several approaches to the concept of "assert-
iveness” will be discussed.

Sundel and Sundel are he]pfu1‘in giving the reader an undér-
standing of assertiveness By viéwjng behaviour as occuriﬁg on a
continuum. At one end are aggressive behaviours, at the other are
passive‘gehaviours,.with assertiveness taking the middle range.
Nonassertive individuals are frequently described as meek, passive,

or easily manipulated; aggressive people are described as hostile
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or arrogant; assertive individuals are described as active, honest
and direct (Sundel and Sundel, p. 10).

Assertive behaviour involves the honest and direct expression
of both positive and negative feelings in inter-personal trans-
actions, and is based on the prémiég/that people have certain
Eights which they are fully entitled to exercise (Rimm and Masters,
P. 815 Wolpe and Lazarus, p. 38).

Lange and Jakubowski provide the following reasons for acting
assertively:

...It increases one's control over oneself, which.feels

good. Second, assertion eventually results in greater
feelings of self-confidence which reduces insecurity and
vulnerability. Third and very impartantly, assertion

rather than aggression results in closer, more emotionally
satisfying relationships with others. Fourth, while it

is true that assertion will mean that sometimes individuals
will not achieve their objectives and "win", assertion
maximizes the likelihood that both parties can best .
partially achieve their goals and get their needs met

(p. 13).

Assertive behaviour differs markedly from aggressive and non-
asser@ive behaviour. The aggressive person attempts to accomplish
-goals at the expense of others and hurts others by failing to treat
thqm-with respect (Alberti and Emmons, p. 16).

People often confuse assertion with aggression. Aggression
involves directly standing Up for personal rights and expressing
thoughts, feelings and beliefs in a way which is often dishonest,
usually inappropriate and always violates the rights of the other

person (Bower &nd Bower, p. 90).

- -

Aggression can occur when a person has been nonassertive for

%
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a period of time, allowing his/her rights and feelings to be violated,

with the result that hurt and anger build to the point that the
person finéiTy feels justified in expressing his/her feelings
"and aggressively standing up for his righté.

At other times, people act aggressively as a way to prevent
themselves from becoming nonassertive. Aggression may be due to
an over-reaction based on past emotional expgriénces, that are un-
resolved. Lastly, aggression may result from the belief that this

form of behdviour is the only way to get through to another person
(Lange and Jakubowski, pp. 27-30).

Winning becomes the goal and may mean winning at any cost:
humiliating, degrading, belittling, or overpowering other people
{Cammaert and Larsen, p. 138).

‘ At the other extreme, is passive or nonassertive behaviour.
Lange and Jakubowski (i970) state:

Being nonassertive involves violating one's rights

by failing to express honest feelings, thoughts, and

beliefs and consequently permitting others to violate

oneself, or expressing one's thoughts and feelings

in such an apologetic, diffident, self-effacing manner

that others can easily disregard them {p. 10).

By being passive you are not respecting your own needs.

In describing unassertive individuals, Salter, in his book,

Conditioned Reflex Therapy, points to the fact that they behave

in the same way no matter how important or how trivial a situation
may be.

They're the last,to enter, and the last to leave an
elevator. They are always apologetic. They are

wn



explored, toiling at tedious tasks.~ They poison
themselves with resentment <or years before asking

for a wage increase. They are pathetic with waiters,
hackers, and salesmen, and they have as much difficulty
with their mother-in-law. As one of them put it, "['ve

been refusing second portions all of my 1ife". They
constantly fear that they are inconveniencing people and
attracting attention (p. 49). *

Nonassertiveness may be situational or general. Situational
nonassertiveness refers to the behaviour of individuals who are
generally adequately adjustea but who have difficulty in asserting
- themselves in specific contexts. General nonassertiveness on the
oOther hand, refers to the behaviour of individuals who are non-
assertive in almost all of their daily interactions (ATerti and
Emmons, pp. 14-20). b .

Assertive behaviour is:

...that complex of behaviors, emitted by & person

in an interpersonal context, which express that person's
feelings, attitudes, wishes, opinjons and rights of the
other person(s). Such behavior may include the expression
of such emotions as anger, fear, caring, hope, joy,
despair, indignance, embarrassment, but in any event

is expressed in a manner which does not violate the
rights of others. Assertive behavior is differentiated
from aggressive behavior, which, while expressive of one
person’'s feelings, attitudes, wishes, opinions or rights,
does not respect those characteristics in others (Alberti
and Emmons, p. 210).

| 3 .
Within such a definition, the dimensions of intent, behaviour -

and effects are considered, taking into account the socio-cultural

context.’

There are several key components which contribute to assertive

behavfour. The verbal components of assertive behaviour include
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refusing unwanted requests, asking for favours, asking questions,
expressing opinions, comp]iménting others and requesting behaviour
changes. Voice tone, inflection and volume are also important.
(Eisler, Miiler and Hersen, 1973, p. 297; Rathus, 1973, p. 59).
The nonverbal components include eye contact, appropriate facial

expression, and body posture such as distance to the person, facing

. the person, or leaning forward to convey interest (Serber, 1972, ;

p. 180).

Jhe components of aggressiveness include, shouting, demanding,
taking over the conversation and physical violence or force.

Nonassertiveness includes denying one's rights, not

accepting compliments, fearing to speak up, poor eye

contact, inappropriate facial expression such as smiling

when angry or upset, and nonassertive body posture such

as turning away and maintaining too much distance

(Galinsky et al, p. 367).

<

The practice of facilitating assertive behaviour {also referred
to as "assertive therapy,” "social skills training," "personal
effectiveness training," "assertiveness training" or "AT"), involves
teaching the differences among assertive, passive and aggressive
behaviour; helping individuals identify situations in which it pays
to be assertive and developing skills through practicé (Lange and
Jakubowski, p. 2).

Assertiveness training is a method of te%ching‘assertiveness

) » :

based on principles of learning theory applied to understanding

and changing unacceptable and inappropriate behaviour (Sundel and

Sundel, p. 10).

et )



Assertiveness training with children is a means of helping the
young person to develop effective social skills, become appropriately
assertive and gain a greater sense of worth as a person (Palmer, 1982).

The process of assertive behavigur training involves at least
three elements, inc1uﬁing:'

7~

Skills training, in which specific behaviors are taught,
practiced, and integrated into the trainee's behavior
repertoire;

Anxiety reduction, which may be achieved directly (e.g.

through desensitization or other counter-conditioning

procedures), or indirectly, as a by-product of skills
training; )

Cognitive restructuring, in which values, beliefs,

cognitions, and/or attitudes may be changed by insight,

exhortation, or behavior achievements (Alberti, p. 21).

The intent of such training is to provide children with skills
to assert themselves when they feel it would be in their best interests.
Once such assertion skills have been gained, such responses reflect |
choice and not automatic agreement.

Since_assertion, even when appropriate, may havé unfortunate
repercussions, assertion training needs to suggest the risks as
well as the benefits. Too, assertion training with children should
not be done without the knowledge and co-operation of significant
others (e.g. parents, teachers). This is of paramount importance
tor two reasons. First, when the child acquires newly developed
responses directed towards parents or teachers, the child may meet
with negative consequences. Thus, without the support of significant
others a serious ethical breach may be committed. Second, with the

parent and teacher expecting some changes or having an awareness qf
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this possibility, genera]izatidn and durability will be enhanced
(Hassett et al, 1978,‘p. 433).

Aggressive behaviour commonly results in hurting -others although
it achieves the sender's goals; nonassertiveness results in feelings
ranging from sympathy to contempt for the sender and guilt and anger
for the receiver for achieving his goals at the expense of the_sender.'
In contrast, appropriately assertive behaviour in the same situation
would be honest and self-enhancing for the sender, whereby neither
persan is hurt, and it is likely both will succeed (Alberti & Emmons,
p. 17).

Social Influences on'the Schootl-aged Child

Raising chi]dren_in modern society is a challenging and div-
ersified task, a subject 6} global cbﬁcérn. Social standards differ
wide]y? not only among cultures but also from family to family and
from time to time within cultures and families (Talbot, 1876, p. 59).
Yet, there appear to be salient cohponents of the socialization-
education-training process during the middle years of childhood.

Socialization as use@ here may be defined as "the proceés by
 which the young human be{hg acquires'values and knowledge of his group
and learns the social roles appropriate to his position in it"
(Goode, 1964, p. 10).

The family is the single social unit in our society in which
Tearning how to learn begins (Brodey, 1977, p. 64). It is
inextricably interwoven with a11.other systems, assuming primary

responsibility for socialization into the culture and thus is



delegated major responsibility to ensure the survival of man
(Anderson and Carter, p. 105).

Lidz fings.the family performs the following interrelated
functions (Lidz, pp. 44-46). For children, the family pravides
physical care, nurturance gnd directs their personality r1§> N
development. For society,‘the family takes responsibility for
enculturing new members. Lidz suggests "it isrpossibie that
these functions which are fundamental to human adaptation
cannot be fulfiiled separaté]y at all and must be fused in the
family" (Lidz, ﬁ. 45).

Feldman and Scherz take the position tha# technoiogy énd

¢

industrialization have disrupted the traditional family functions

-

that provided for socialization needs of its members. Other

institutionalized provisions must then be created to substitute
<

" for or augment the family. \
Schools supplement learning conducted within the family;
clinics, hospitals, rest homes and otheér facilities provide
health care; foster care is available for children who
cannot be provided with needed care at home; family counsel-
ling is extended when parent-child relationships indicate
the need for the intervention; juvenile courts assist with
severe problems needing control (Feldman and Scherz, p. 53).
For the child, the school classroom constitutes a social
situation without parallel. Ordinarily a pupil spends approximately
8,000 hours in elementary school between kindergarten and the end of
the eighth grade. Except for sleeping, no other activity will claim

as much of his/her time. ‘ ‘
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Cartledge and Milburn {7978) state:

Althougn considered to be a major socializing institutation,
and as such the purveyor of not only academic skills but
social behaviors and attitudes as well, schools have
historically placed little emphasis upon formal social

+ skill instruction. It appears, however, that the development
of certain prerequisite social skills may be crucial to
the academic student (p. 33).

No doubt social behaviors are taught on an informai basis, but

they should be systematically integrated witRin the academic curriculum_

*

(Michelson and Wood, p. 242). Cooke and Apolloni (1976), in re-
viewing the sﬁatus of social-emotional education in American schools,
conclude that ;he system has actually been

negligent in its attention to systematic methods and

strategies for enhancing the social-emotional dimensions

of child development. The teacher, like the parent, is

a powerful and influential person in the child's 1ife

and, as such, serves as a model for social behaviors.

In addition, the teacher shapes the child's social behaviors,

intentionally or not, through the process of reinforcement.

Studies of teachers attitudes and behavior suggest that

social behaviors on the part of the student are an important

determinant of how the teacher interacts with the child

(Cartledge and Milburn, p. 19).

While parents and teachers are among the most significant others
with whom the middle-aged child comes into contact, they are not the
only ones with whom young people #ateract. Peers are important, too.

Peers are close friends who are often of fhe same age and baék-'
ground and have similar interests. They are more than casual
acquaintances and peer groups often have their own codes of behaviour
or rules for conduct, speech-and/or dress (Bensman and Roseberg,

p. 79). . -
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Peer relations affect the cause of socialization as profoundly

as any social events in which children participate. Peer acceptance
{ .
and popularity play important roles in the socialization of the child.

-

Peers are needed for self-esteem, and serve as criteria for
the measurement of the child's own success or failure~ More spec-:
ifically, the peer group can assist the child in achieving necessary
developmental tasks. such as getting along with age-mates, developing

a rational conscience and value system, achieving. persona]-independence

and learning appropriate soc1a1 attitudes (Havighurst, pp. 48- 59)

Deve]ogment ; S

L4

The middle years of childhood, ages 7 to 11, are the years for
" development of a sense of competence gr'hastery over seif, social |
relationships, ideas and concepts, és well as over ihe technology
<@and ‘ways of one's culture. Development, herein, refers to sqciq-
pychological development, “an integration of constitutional and,

learned, changes which make up an 1ndividua1's ever-developing person-

-

ality" (Maier, b. 3). )
This developmental period is cMaracterized by three éigniffcant
Outward pushes. There is the-thruét of the child out of the home and
into the peer group, the physi;al thrust into the‘w0rig'of'gaﬁes and
work requiring neuromuscular skills, and the mental thrust 1nto the
-rea]m of adu1t concepts, logic, symbolism and communxcat1on
“(Havighufst, p. 25).. In particular this involves  going to school,
but iF also includes activitieélsuch_as Cub Scouts, B}ownies, chufch-'
affiliated groups and more informal éssocfation; with neighbourhood

children.
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Maier (1969) discusses the theories of Erik H. Erikson, Jean
Piaget, and-Robert R. Sears. The theories deal with distinctiy
separate but complementary approaches to personality development
of the child:

o ox 1the psychoanalytic, with its emphasis upon emotional
or affective processes, both conscious and unconscious,
" as the basic motivational forces.

* the investigation of cognitﬁve functioning and its

stress on an individuals inteliectual conquest of
hig'Tife experiences. -

* the ekp]oration of learned beﬁaviour, with its
reliance on behavioural manifestations (p.6).

Each théory contributes a part to an understanding of the
developmental tasks andﬁprob]ems facing the ﬁiddle-aged chi1d.-

Erikson.usgé the concept of “indusfry“ to describe the chifd‘s
main,concérn at this stage of development: Industry involves
écquiring p(actiqa} skills and'adapting socially. 'The-chj]d'é
energy is diréé;ed towérds-reTating to and communicating with those
wﬁo are most significant, his peers. A sense of accomplishment
for havingfgéne well, béing the smartest, strongest, best, or
fastes£ are the goals toward whicp he strfves-(Maier, p. 54). The
child wants and needs his peers for it is with the peer group that
he can test himself aﬁd érow’to masterj in sbcfa1 relationships
with equals (Anderéoo and Carter, 1978, p. 152). Friends of his
parents and parent; of hi;:friends assume a new importance. The °
child seeks out other adults to identify with, because his_Paréq;s

can noAlongér entirely meet the child's needs in this area. His

13
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neighbourhood and school become significaﬁt social determiners”
for him, and'newcomers become intriguing and important discoveries
(Majer, p. 56}. Erikson emphasizes that'many of the child's later
attitudes toward work and work habits are related to the degree of
a successfﬁ] sense of industry which has been fosfered during this
perioa (Maier, p. 57).

Piaget's theory of development is a cognitive one, focusing
largely on the nature and development of the child's mental pro-
cesses and concebts relative to concrete objects and ideas such
as those dealing with space, time, causality, logic and morality .
(Nadien!.p- 30).

During the concrete operations period, 7 to 11 years of age,
the child achieves a new level of thought, operational thought,
which refers to the mental cabacity to order and relate erperience
to an organizéd whole (Maier, p. 136). The child becomes capable
‘of Togical, thinking with respect to concrétq objects.

Increased. capacities for remembering and discriminating

enables the following cognitive advances with respect

to concrete objects: (1) mental problem-solving;

- {2) classifying objects - assigning them to categories

on the basis of certain common properties; and (3)

comprehending the notion of revers?bility - that certain

processes or things can not only be combined, -as occurs

in addition, but.can also be uncombined, as occurs in

subtraction (Nadien, p. 32).

Mastery of the ground rules of Tife seems important. to the
child at this phase of development; learning the morality of -
co-operation or agreement is vital. In investigating the development

of moral judgement in the child, Piaget discovered that
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children of this age are quite occupied'With:justice

and accept arbitrary or expiatory punishment as

warranted. " As they grow older the idea of retribution

connected to the offending act and its natura

consequences is favored. Grasp of the schema for

moral judgement forms the basis for erganized social

relations ‘(Anderson and Carter, p. 154}).

Sears describes the middle-aged child's development through
the phase of secondary motivational systems: extra-familiar
learning. -

By the time the child is ready for‘school, he is ready to
learn from his wider social environment. - A system of behaviour
which will guide him for limited periods in his new and wider
social gnvironment has been acquired and this envivonment assumes
a major share in further socializing Him (Maier, p. 194). The
teacher becomes a siénificant social influence and a resource of
dependency for the child. Dependency on famiiy members is modified
during this stage, both in manner and inténsity, and is gradually
replaced by his/her dependency on his peer group. The manner and
quality of this dependency rests ubon his ;revious, learned ex-
\;’/pé;iénces (Maier, p. 195). Patterng of positive and negative

attention-seeking are perpetuated in his interactions with his peers.
Sears cautions, if negative patterns such as teasing, exhibitionism,
or practical jokinﬁ, are not checked, they can remain an integral
part of the adult personality.

| As the child expands beyond the realm of his'famiﬂy and home,

he must exhibit strong indication of a conscience.

His new and wider environment helps him to achieve
more comprehensive, internal values as well as to
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achieve social, re1ig{oué, and eventually political

and economic values. A1l acguisitions of later value

judgements are based on his earlier incorporations of -

his parents' behavior and what he has learned from his

parents' teaching. Ordinarily, the child wants to be

like his parents in order to receive and to maintain

their gratifying acceptance (Maier, p. 196).

To conclude, Sears views child development as a consequence
of learning: as the child behaves, he devélops. The child's
behaviour is the product of his immediate social experiences
of Being brpuéht up. Consequently, child development is the
visible product of the parental child-rearing efforts. .

The prevailing theories.of child growth and development have
stressed indiyidual needs, changing processes within the Ehild,
and mechanis s.of individual adaptation to challenge and stress.
The middle-agad child needs to go to school and to develop re-
lationships with peers. The child needs to develop a sense of
competence and a conviction that she/he can master her/his world.

The child must successfully master the school's basic re-

" gquirements of reading, writing and mathematics. Second, the child
has to be successful in some minimal number ofﬁgier-valued talents.
Third, the child_continues to. require desirab1é;ﬁbdgls for
identification and modeling purposes. Too, Ehe ¢hild needs the
opportunity to match his attributes to the standards that society
has declared to be the sex role ideal.

Only Erikson considered sex differences as an gssentia] variabTe

in the child’s development. For Sears, it is the environmenta]l

response to maleness and femaleness which defines differences in




the developmental path of a boy or girl. 'Cognitive development,
according to Piaget, remains asexual (Maier, p. 227).
The needs of children vary with their age and their context

of growth. Jerome Kagan cites the
opportunity to practice maturing capacities and to
obtain Tocally valued talents, to believe one is
valued and to identify with role models who are
regarded as powerful, talented, and virtuous .
and finally, protection from excessive irregularity
and dissonance of values (Kagan, p. 96-97)

as being vital developmental needs of the child in modern society.
The greatest number of children referred to chgpid guidance
. R
clinics and school special services are between the ages of eight
. énd eleven, and are most often described in a word, 2s immature.
The writers have summarized from Anderson and Carter (pp. 154-155)
the following reasons for referral:
. \ -
* Poor school performances. Achievement of mastery
: of cultural technology does not measure up to the ’
standards of school and/or parents. The child's
school behaviour disrupts his/her learning or
the learning of others.
* Symptoms not unusual in a younger child but not
expected at this age. Some of these are incontinence,
fears, short attention span, hyperactivity, day-
dreaming, and not assuming expected responsibility.
* Social inferiority. This might be the isolated
child or the child who consistently associates
only with younger children. '
Difficulties of the middle-aged child include direct or in- .
direct manifestations of anxiety, often showing up in relation to

school. Manifestations include obessions, compulsions, irrational
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fears, breakdown in school attendance, divficulty. in coping with
school work as well as with social relationships at school o

(Barker, 1971, po. 25-26).

Learning Models

The development of assertive behaviour Tike most behaviour,
can be explained to a large extent in terms of ]eérnjng. This
section is intended to Familarize the reader with these principles
of learning.

Behaviour and the environment affect each other. When we act,
we change the environment. When we act, the environment changes us.
This process called learning is not only an important ability, but
1s as well, pervasive to development (Watson and‘Tharp, p. 2).

A useful working definition of learning is
. . the process by which an activity originates or~ w

is changed through reacting to an encountered

situation, provided that the characteristics

of the change in activity cannot be explained

on the basis of native response tendencies,

maturation or temporary states of the organism

(e.g. fatigue, drugs, etc.) (Hilgard and

Bower, p. 2).

This definition illustpates concern for

(a) the person - environment relationship

(b) the question of how behaviour originates and how it changes
as a result of the person - environment interaction

(c) the necessity for specifying “reaction" as observable
behaviour

(d) the necessity for representing measurable aspects of
situations

(e} the necessity of a reliable system for detecting change
(Levy, 1970}.



-Throughbut the cBurse of life the individual is said o be
Tearning ahd unlearning various ways of behaving and percéiving
in accordance with the demands of the situation and seif-set
standards. Probiems can occur, for example, when learning is
incompiete, when behaviour that is iearned in one setting is
inappropriately employed in ‘another, when a set of behaviours
s personally satisfying but disruptive of other's attempts at
adaption or when adaptive skills have never been acquired (Karoly,
p. 196). . |

Much of our behaviour is either learned or modified by Tearning.
Through Tearning we acquire know]edge language, attitudes, values,
manual skills, fears, personality traits, and insights into ourselves.
Accordingly, the discovery of the laws of learning can be viewed as
one of the key avenues to understanding the reasons for our actions
(Jelle and Ziegler, p. 189).

Although there is no generally accepted comprehensive theory
of learning, the literature offers three theoretical frameworks -
the resbondent, the operant and the social learning. These models
form the foundation for understanding tke learning process
(Wodarski, p. 154).

‘Basic t0 the respondent framework, tommonly referred to as
classical conditioningiis the belief that the simultaneous appearance
of two stimuli in the eﬁviroﬁﬁent instills in us a conditioned
(learned) response (0'Connell and 0'Connell, p. 154).

The leading proponent of the second conditioning model is
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B. F. Skinner, who calls ﬁhis approach operant cogditioning, as
demonstrated by the fact that animals learn 2lso by operating
on their environment as well as responding to it {0'Connell and
0'Connell, p. 154).

Operant conditioning differs from respondent (classical)
conditioning in that most responses are not considered to be
elicited by stimuli. |

Unlike Skinner,—who is almost entirely concerned with
learning by direct experience, the social learning theory, places
primary emphasis on the role of observational learning in be-
havioural aEquisition (Gewirtx, p. 61). The Teading social learning
theorist, Bandura, (1971), contends that:

virtually all learning phenomena resulting from direct

experience occur on a vicarious basis by observing

Other people's behavior and its consequences for them.

The capacity.to learn by observation enables people to

acquire large, integrated patterns of behavior without

having to form them gradually by tedious trial and

error {p. 12).

The social learning tﬁeory as discussed by Bandura sees rein-
forcement as a facilitator rather than ds a necessary condition for
learning. It seeks to account for factors other than consequences
of a response that can influence behaviour. Social learning theory
thus introduces higher cognitive processes as viable concepés for
social work practice (Wodarski, p. 155).

In summary, all three frameworks capture parts of the Teafning
process. The respondent focdses on the association between gvents,

the operant emphasizes the antecedents and consequences and their

relationships in controlling behaviour, and the social learning
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delineates cognitive processes and their role in the Tearning of
new behaviours (Wodarski, p. 153).

Relevance to Social Work

By definition, social work

-.-seeks to enhance the social functioning of individuals,

singly and in groups, by activities focused upon their

social relationships which constitute the interaction

between man and his environment. These activities

can be grouped into three functions; restoration of

impaired capacity, provision of individual and social

resources, and prevention of social dysfunction

(Boehm, p. 275).

Social functioning includes the activities that are essential
to satisfying relationships in the variety'of social experiences of

»

day-to-day living. Interaction among individuals, groups and social
systems in an on-going process creates a problem in social functioning.
An individual functions in a socially acceptable manner when his/her
activities result in satisfying experiences in everyday living
(Skidmore and Thackeray, p. 19). The enhancement of social functioning
wherever the need for such enhancement is either socially or individually
perceived, is the ultimate goal of sbecial work.

Regarding school social work, Costin (1981) writes

Social workers in schools pursue the objectives common

to all social work practice. In doing so, they

transtate and extend the common base of social work

into a specialized practice that takes place in a

primary institution for develpping the potential of

children (p. 36). )

School social work is an application of social work principles
and methods to the major purpose of the school. The objectives center

on helping students attain a sense of competence, a readiness for

-
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continued 1earnihg, and an ability to adapt to change (Encyclopedia
of Social Work, p. 1238). School social work must be viewed as an
integral part of an interdiscip1i#§ry approach to understanding and
helping children, enab]ing them to ;ealize their potential through
successful growth and learning, both in the intellectuai, the
emotional and social realm. Within this broad context, school social
work services can often cover a wide range of profeséiona] activities
(Kreskey, p. 20). '

Growth or change is not something that the worker can impose,
regardless of skill; he can only offer help and, within Timits,

establish an environment conducive to the process (Ni1sson,_f. 97).

The school social worker works with the student, dn an indiv(?ua]

basis, as a member of a small group, within the context of his/her
family or by a combination of these methods. The school social
worker may also work with classes of children within the mainstream
of the school popu]ation; extending to them emotional heaith and
personality growth towards an effective and self-fulfilling quality
(Kobak, 1977, p. 16). This classroom approach could be a preventative
mental health one providing trainihg not only to children who are
vuinerable and problematic, .but to all children in one c]assl

Michelson and Wood maintain that it is not sufficient

merely to teach children basic academic skills and

expect them to develop to their fullest potentials:

Interpersonal and social skills play an important part

in the individual's quality of life (Hersen, et al, p. 7).

Phillips {1978) suggests that if needed social skills are not

learned, “current probiems will remain and later ones will be more

2 | e
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Tikeiy to develop or become exacerbated. For instance when social
skills are learned, at whatever time in 1ffe,'they are a basis fqr
present adequacy and preventive of future inadequacy (Phillips, p. 141).
Prevention as Phillips views it is a “"succession of 'nows’' and 'laters'
with each being important in its own right and at its own time"
(Phillips, p. 141).

Tﬁe repbrted effectiveness of assertiveness training as a mode of
intervehtion with children Shou1d not be overlooked as being both a
pnéventative and remediai measure (Chittendon, Lange and Jakubowski,
Michelson and WOodl. - . -

The classroom is an ideal medium for learning assertion skills
since members can provide a supportive environment as they stimuiape,
encourage and modify individual attempts toward assertive behaviour
(Ga]insky_et al, p. 374). Additionally, the classroom approach provides
the child with an abundant supply of models, role-play partners, and
feedback (Rose, 1977).

Helping the young person to develop effective social skills,
become appropriately assertive and gain a greater sense of worth as
a person is well witHin kgeping of the goals of professional social
work. The literature indicates that one of the most succinct ways
to increase social skills is to proceed through assertiveness training
(Craighead, et al., pp. 363-365). |

.This chapter provided an overview qf how children acquire and
utilize behaviours. The discussion takes into consideration social
influences, developmental processes and the school's potential impact

on the child.



CHAPTER 111
RESEARCH DESIGN AND METHODOLOGY

This chapter will dis;uss the setting and the assertiveness
training program researched. The research design, hypotheses, and
operational definitions will be stated. The population and sampie,
the data collection methodology, the instrument and the data
analysis will be presented. Finally, the'Iimitationé of the study
will consider the limiting factors inherent in tﬁe design énd
methodology.
Setting

This research project provided an assertiveness/social ski1ls

-~

training group experience for an entiee fourth grade class in an

-

‘elementary school. The study was carried out through york with two
grade four classrooms in two different schools se]ectéd by the staff
of the Windsor Separate School Board.

The treatment group received 12 consecutive, one-hour sessions
over a six-week period. The cont;ol group experienced a similar.
. prdgram 6f four one-<hour sessions\over 2 two-week period %oT]oﬁing
the completion of the treatment group and post-tests.

Written permission for thé researchers to use the schools

selected was granted by Mr. Donaid Diabaldo, Supgrintendent of Special

Services for the Windsor Separate School Board (See Appendix A).

» .



Research Design of the Project

Within the classification system developed by Tripodi, Fellinj

and Meyer for research, this study is identified as exploratory re-

search. The requirements of this study are stated:

Exploratory studies are empirical research investigations
which have as their purposes the formulation of a probiem

or questions, developing hypothes® or increasing an - .
investigator's familiarity of*a phenomenon or setting for

more precise future research. Relatively systematic procedures
for obtaining empirical observations and/or for the analysis

of data may be used (Tripodi, et al, 1969, p. 49). .

The sub-type of this research is defined as combined exploratory-

descriptive study. The details of this study are as follows:

Combined exploratory-descriptive studies are those exploratory
studies which seek to thoroughly describe a particular
phenomenon. The purpose of these studies is to develop

ideas and theoretical generalizations. Descriptions are in
both quantitative and qualitative form. Sampling procedures
are flexible and 1ittle concern is usually given to systematic
representativeness (Tripodi, et al, p. 49).

25

One purpose for conducting this, research project as an exploratory-

descriptive study was to increase the researchers’ familiarity with

assertiveness training as a means of intervention with elementary

school age children. Also, the results of this study hopefully will

Tead to more precise research with even larger populations, divergent

settings and varying age groups.

HYPOTHESES

r

The following hypotheses were developed:

* A student's participation in an assertiveness/social skills
training program will increase that student's likelihood of
choosing more appropriate behavioural responses. .ot

* The gender of the student will predict the likelihood of
choosing behavioural responses which score significantly
higher on the overall CABS (pre and post CABS). -
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* A teacher will rate ‘a student differently than will that
student rate him/herseif. ~

* The teacher's choice of ratjng a student atter the student
participated in an assert1veness/soc1a1 sk11ls program wiil
"indicate -2 more assertive score.

Operationai Definit?ons

"An operational definition of a concept delineates all the‘
specific procedures that are required for describing a partice1ar
concept so that it can be measured" (Tripodi, 1980, p. 191).

In order to test the hypo;heses,-the variables were operationally

defined as follows:

1. Children's- Assertive Behavior-éca]e The total absolute

score (all sub-tests) received on CABS. This absolute score.
represenfé an initial assertiveness score. Scores could

range from 0 to 54. The higher the score the greater the
child's Tevel of unassertiveness. Converse]y, the Tower the
score,, the greater the child's assertiveness.

B

2. Passive Score The score calculated from the Passive subjl

" test (PACABS) of the CABS. The score ceﬁld range ‘from -54 s

to -1. This refers to the child's deficiency ;r assertive

Y‘ESPOI’ISES due to a.passwe repertoire.

a\

3. Aggressive Score The score-calculated from the Aggressive

sub-test (AGCABS) of the CABS. The score could range from ¢
+54 to 1.. This refers to the child's deficiency .in assertive

reponses due to an aggressive repertoire.

26
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"4. Assertive Behaviour This behaviour enables a person to

eipress feelings, stand up for his/her rights and those of
others, state his/her opinions and thoughts without abusing
" or taking advantage of others.

_5; Assertive Training  This training method teaches social

skills that include learning how to'express behaviours

. inherent in assertiveness.

6. Se1f;Regbrt " A paper-pencil instrument (CABS) completed
by the child to identify his/her own behavioural response
which best represents his/her reaction to various social

situations.

Population énd Sample

The popu1at%on for this research was all grade four children
in the elementary. schools within the Windsor Separafe School Board.
The total number of_grade‘f;ur children régistered at 47 schools
fof ]982783 schdoi year as.reported by the-ﬁ}ndsor Separate School
Board was 1,299.5.., - |

.“-The typé of sampl}ng p;ocedures was availability or aéﬁidentaI
saﬁpl%ng. Probability techniques were not uti]fzed for selecting
the saﬁp]e and therefore it must not be assumed that the sampie re-
p;esents the popd?ation. ‘qu-probabi]i;x-samples'are sujted to ex-
ploratory studies where ié%eétigators are merely jnférested in
obtaining as much unique data on a research question as possible

(Seaburg, p. 86).

27
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The researchers approached the Windsor Separate School Board
requesting that the school board officials designate two grade four
classes at two different schools. The researchers requested that
‘these schools be similar in student population, neighbourhoods served,
and that the. teachers at the classes to be selected have similar
years of teaching experience.

A_flip of the coin detefwined'which of the two ‘schools was to
act as the pre-post éestihg control group and which was to be the
site of the treatment group. The ;peciﬁic classes used in the_
sample will not be named to protect the confidentjality of théi
participants. The decision is in keeping with the po?jcyLof the
Windsor Separate Schoo] angﬁ (see Appendix A). The total sample
size was 52 students in two fourth grade classrooms; 30 students
in one cIaggroom became the treatment group and 22 students in

another classroom constituted the control group.

Déta Collection Methodology ' )

J,J- The data collection methodology was dependent on the population
-studied,'resources available and the research problem.
The choices were a behaviourally designed Self-Report
Instrument for Children (CABS) (Appendix D), and the Teacher's
Ratings System {TRCABS) (Appendix E) which was a vers%on of CABS.

-Both instruments were validated for use by Michelson and Wood, 1978,

hereafter referred to by initials only.



CABS
The CABS measured general and specific social skills and covered

many socially relevant situation§ which have been identified (M & W) ~

as problematic for children. | ~
Also, CABS (M & W) se]f—repoyt scales were administered to the

~students in the presence of one researcher, who was available in

case of_any misunderstandings or questions. A weakness in this form

of data collection rests with the child's possible inaccuracy and

subjectivity in represent{ng actual behaQiour, making the-validity

of his/her Se1f-observations open to guestion. . | i

TRCABS )
The second measurelémp1oyed was the Teacher's Rating Scale

(TRCABS) which provided useful information for assessing assertive

skills by a significant other in the child's environment. = -

| This procedure's advantages lie in its practicality andx-

socially valid assessment strategies for large groups of children.

A major weakness is that the assessment relies on the social

Jjudgments of.adu1ts‘in a child's environment. Accuracy and fhnc-

fiéha] utility of the ratings may also be lacking'with this type

of assessment procedure.
The demographic data required to describe thé ﬁarticipants

-was collected thro&gh the students' school records. The re-

searchers were able to obtain the child's sex, maritai sﬁatus

of parents, birth order of ‘the child, the number of children in _ -

the family, the employment status of the parents and the number of

-



school placements the child has had to date.

Data Collection Instrument

The CABS data coilection instrument (Appendix D) utilized in
this research project consisted of a 27 item inventory. Item
categories consisted of assertive content areas dealing with a
variety of assertive situations and behavio&rs such as giving and
receiving compliments, complaints, empathy, making requests, learn-
ing to say "no", initiating, maintaining, and ehding conversations.

The Children's Assertive Behavior Scale (CABS) which was
developed by Woods and Michelson (1978) is a behaviourally designed
self-report instrument for children which measures general and
specific social ski]]g and covers numerous situations relevant to
children. | .

- Response categories for each CABS item were designed to'vary
along aécrambled continuum of passive-assertive-aggressive responses,
For each item there are five possible choices of answers; the respondent
was to choose one which best represents the subject's behaviour in
that situation.

The five possible answers, were very passive, passive, assertive,
‘aggressive and very aggressive. This continuum provided three
scores indicating an overall score as well as those types of non-

assertive behaviour used for various content areas, ie, passive or
éggressive (M & W). Overall, the CABS showed acceptable ﬁsychometric
properties for clinical and research utility. -

A second instrument used to collect data was the teacher's

X



version of the CABS, called TRCABS (Teachers Ré;ing of Children's
Assertive Behavior Scale) (see Appendix E) (Wood and Michelson,
1978). 1t consists of 27 social skills~items from CA8S to which
the teacher answers how a child would respond to another child of
his/her same age.regarding social situations presented.

Michelson et al found that the scores on the TRCABS (teachers)
correlated significantly with CABS (students) total score. Although
the correlations were.]ow, the wide range obtained (0.09 - 0.82)
suggested that it might be due to some teacher's inability to report
accurately_chi]dre&'s assertive behqviour rather than a probiem

with the scale per se.

Data ArMfalysis Procedgre

The population was described using the following deéographic
datum: sex of the child, marital status of parents, employment status
of parents, birth order of child, number of chi1dré; in the family
and number of schools the child has attended to date. !Measures
of central tendency were calculated for number of children in the
participants family, birth order of child and numﬁér of schools the
child attended. Frequency distributors were used tp describe
sex, employment status, and marital status. These were put in
tables. '

CABS is an interval scale. Interval measurement not only
c1assifie$ and rank orders properties of variables but places them

on an equally spaced continuum (Bostwick and Kyte, p. 101).

-



The hypotheses were tested by using a "t test" procedure
which tests for significant difference between means. The.confidence.
Tevel was set at .025 for a two tailed test. The relationship
of the various variables and testescores were examined using chi-
square.

The data analysis was carried out by computer using the
Statistical Analysis System (S.A.S.) (Helwig and Council, 1979)

Limitations of Study

The following limitations occur in this study:
* Limited by the administration's choice of schools and
| pre-determined size of c¢lassroom. ‘
* The dearth of research on assertiveness/social skills training
‘ programs with children forced t;e researchers to borrow concepts
from adult assertiveness training program.’
* LimiQZd to the choiée of assessment measures implemented -
as a result of the lack of research in this area with children.
* The utilization of teachers in this research to rate a
child's social skills re]ies.on the social judgement of adults
: in the child's environment. Controversy é;%s;s regarding the
accuracy and utility of teacher's ratings. Greenwood et a{, (1976)
report that teachers' ratings are accurate measures ff‘students'
social skills, while Rinn and Markle, (1979) conclude that the
utility of teachers' ratings of students' social behaviours has

not yet been demonstrated.
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Summary

This chapter discussed the setting, the population and sample
utilized in this researéh. The methodologiczal procedures used

were presanted and limitations of these procedures were discussecd.
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CHAPTER IV
PROGRAM DESIGN
Although the literature is repiete with manuals for adult
assertiveness training, Dr. Pat Palmer (1977) has authored the
only assertiveness training books for children the researchers

were able to locate: Liking Myself (ages 5-9) and The Mouse, the

Monster and Me ages 8-12). The program described herein was based

upon concepts borrowed from Dr. Palmer's work and common elements
from several adult assertiveness training mddels.

The content of this program and illustrations of student
involvement will be described in this chapter utilizing a meeting-~
by-mee&ing outline. Student names have been changed to ensure
anonymity.

The Initial Meeting

The researchers' goals for the session included helping the
students recognize and understand the proposed purpose and goals of
the "Social Skills Class" -- to learn new skills or ways to better
get along with people. The leader also introduced ‘herself, explained
her own expectations and introduced classroom rules. Each student
;hen took turns introducing himself by name and stating something
of interest about himself. Only one student,'named Wayne, did
nat participate verbally and as his turn approached to speak, a few
students sitting close to where the leader was standing, whispered

Wayne's name to the leader and added that Wayne does not speak out
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in class. The researcher did not draw attention to Wayne but,
rather said hello back to him as though he had given his name
and proceeded to move on to the next child. The researcher
purposefully maintained eye contact with each student as he/she
introduced himself/herself.

The leader then defined and gave examples of assertive and
aggressive behaviour. The stu&ents viewed the film, Hopscotch
(Churchill Films, 1972) which portrays a yound child trying out
both assertive and aggressive behaviours in his attempt to make
friends. The children learned to pick out examples of aggressive
and assertive behaviours in the film and to note the consequences
of those behaviours.

Following the d1scuss1on of the film, folders were passed out
to each student which were to remain in the classroom unt1] the
end of the social skills program at which time the students would
be allowed to take them home. '

Two work sheets entitled "Ways to make friends: the aggressive
way" and "the assertive way” were distributed (Appendix G). The
students were instructed to draw a picture or write a short story
based on what they had learned from the film about ways to make
friends.

For homework, the students were asked to collect pictures of
activities such as sports, family gatherings, piﬁtures or drawings

of talents, skills and special qualities such as playing instruments,

-



dancing, painting and singing; pictures of alil different kinds
of people: different sexes, ages, races, sizes and occupations.
The pictures were to be added to the folider, to be used later
on in a collage. -

Towards the end of this first meeting a boy said to the
leader, "I am aggressive", recognizing that it was at times a
problem for him and that he hoped to learn a more assertive way
to behave, particularly at school during recess.

The Second Meeting

The first quarter of this meeting and the subsequent meetings
were set aside as a time for the students to share their observations
of the behaviour of others and bring to the next meeting their
impressions of whether.the behaviour was assertive, aggressive or
passive. There was a review of the terms aggressive and assertive
behaviour and passive behaviour was defined. For clarification,
the leader modelled assertive, aggressive and passive responses of
someone wanting a piece gf gum from someone who has a package of
gum:

Assertive: Could I please have a piece of that gum’

Aggressive: Hey, give me some of that gum

Passive: I sure wish I had some gum.

. The students were very eager to participate in role-playing
and acted out, in pairs, aggressive, assertjve and passive responses
to similar situations. The students clgarly understood the terms
aggressive, agsertive and passive and were encouraged to develop

an awareness of the importance of eye contact, body posture, and
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tone of voice in their role-playing.
During the role-playing, John, a student, passed a note to the

leader that was addressed to another child. The note began with,

"I hate you...". A discussion about this followed, without using

names, wherein another student identified the note as being an
aggressive note. The class suggested ways the author of the note
might express in a more assertive way just what was on his/her mind
and concluded that sending an aggressive note was "“a mean and

lousy thing to do".

The Third Meeting <l

During the first quarter the students shared their observations
of aggressive, assertive and passive behaviour. Two components
of assertive behaviour, eye contact and voice tonation, were
discussed and modelled and the students were given an opportunity

to practice them.’

The leader read, from the book I Have FeeTings (Berger, 1977),
to the c]a;s. This book covers seventé;n different feelings, both
good and bad, and the situafions that precipitate each one. Each
feeling is presented by a_situation, the feeling that results and
finally by an exp]anationlof that. feeling. ~This was presented to
Provide an opportunity for the students to think about and talk
about not only the feeliﬁgé described in the bdok but other feelings
as well --- death of pets, fear of parents' divorcing.

A work sheet titled "My Special Feelings" (Appendix G) was
distributed to each child, filled out by the student and then



added to ‘his/her folder. The students were eager to write down
what made them happy, sad, angry, disappointed, proud, etc. Some
students shared their descriptions with their peers while others
preferred to remain pri;ate.

The Fourth Meeting

Scripts were given to students in informally assigned groups
for the purpose of role-playing various responses to situations
that are frequently problematic for the middle-aged child. FEach
rOW, in turn, went to the front of the class. One child was
selected by the Teader to read the situation aloud to the class
_and presenters read a possible behavioural response with a range
from aggressive tﬁ passive. C(lassmates identified the most assertive -
response to the situation and discussion served to clarify the
reasons for that particular selection. '

The leader encouraged the students to have eye contact with
his/her peers from the front of the cla§sr06m. While the
students initially felt nervous or embarrassed with this activity,
after one or two turns it was apparent to the leader that the
students were eager to volunteer and that they also found con-
siderable pleasure in this "game". It was of significance to the
leader that Wayne ro1e -played and read aloud to the class desp1te
whispers that, "Wayne doesn't read out Toud".

The Fifth Meeting &

The theme of the fifth session was identifying personal

strengths and talents. Following the sharing time, the students



viewed the film The Pound Theory.

In this animated fable, storks-in-training learn why

every baby they'll deliver is different, but just as .

valuable as any other. A stuffy flight instructor

and his star student tour the factory where babies

are custom-made to match the families to which they'il

be delivered. The instructor and student explore the

"virtues room" where each baby receives exactly one

pound of asserted "virtues" such as honesty, intelligence,

good locks, athletic ability, atc. Skeptical at

first, the student begins to understand that everyone

1s blessed with desirable traits, but those "virtues" 1
. are not always obvious. The film is designed to en-

courage viewers to recognize the good qualities in

themselves and others. (Michael Creadman Film Co.)

The discussion following. the -film indicated all but five
students were able to describe their own "pound of virtue" -
personal strengths and talents. Three of the students ver-

balized their concern that they had been short-changed, that

they did not have a "full measure" of-virtue. Classmates responded .

readily as well as supportive to their concern by providing
descriptions of their strengfhs and talents; leaving the three
students feeling more positive about themselves. The 1eéder
spoke ind?&idua]ly with the two remaining- students regarding
their self-concept.

The Sixth Meeting

The objective was to help the-students develop skill in giving
and recejving.compliments. This required helping the gtudents
learn how to.give and'rece%ve an honest and sincere compliment.
The sixth, seventh and eighth meetings were focused on the topic

"compliments".

39
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The leader began the sixth meet*ng with a relaxatTOn exercise,
1ntroduced the topic "compliments" and mode]lled ways to give a
compliment.

Leader: [ feel a Tittle shy or nervous about this
so I am going to try to relax. I want to act
assertively so I'm going to rcmember to have
eye contact and a nice sounding voice. I am
'5oing to say something "horest, something I

. really mean, and say it right to the person.

Leader .to Melissa: Melissa, I reaT]y 1ike the blouse you are
wearing today.

Melissa: ' Thank you.

The leader asked the class_if anyone wanted to "practice” with
the 1eéder before\role-piaying with another student. Five students
chose tc.role-play.with the leader whi]e the remainder of the rlass
observed and reported what the§ Saw.

All of the studeﬁts participated by fo{e-playiné with a pa}tner
both giving and receiving a ;émp]ihent. The discussion following
this role-playing centered around the student's fee!{ngs about
. gfving somipne a tomp1imen; or receiving one. .

The leader notéd that male students selected male partners
exclusively; sfmi]ar]y, female students chose female partners.

The Seventh Meeting

The aim of this meeting was to give thg-students additional
practice in giving and receiang‘tomp}imenfg. One of the students,
Carol, gave the leader a }jst of ro]e-p?ayiqg partners who wanted
to exchange compliments in front of the class. A1l of the students \EE;\t

in the class had signed up-on Carol's list. Again mé]g stﬁdentsf
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Ead méle pertners; female students had female partners. The role
players received encouragemeﬁt: support, and feed-back from class-
) mgtes. Occasionally, applause‘went to the student(s) making more
énsightfu] remarks such as, "David, sometﬁing I Tike.about ybu_is
}ou're a good sé%rt; you don't get mad when our team loses in
baseball, I\Qish [ was more 1ike that™. -

Tﬁe lTeader askéd for a male and fema]e student to volunteer to
ro]e-piay and, after the gﬁgg1ing sébsided, Cheryl and Chris came to
the front of the classroom to model how to give and receive a compliment
with a student of the opposite‘sex. O?her student; wanted a turn
.once Cheryl and Ch;is broke the ice. Singe there were 7 girls and
22 boys in this c1as§room, the girls acquiﬁed éonsiderab]e.practice'
and thorough]y enjoyed the -attention from the boys. . |

The class discussed th it felt to exchange compliments with
a3 student of the opposite sex. Many students ind?éated they felt
“funny" a£ firsthbut gtill,feId “good" sayin§~something about tﬁ;m-
selves ‘from someone. | -

For homework, the students were-asked to think abdut who-they
_qou]d pay a compliment to at ‘home, to further practice, and then to
report their experiences ;t the ngxt meeting. 4

The Eighth Meef%ng o -

-y
-~ The students shared their homework experiences in paying
compliments to' family members. GeneraI?y, the student's targets

were suspicious, wanting to know if the “Student was looking for
L |

p—t



some money or fecling i11. There was a great deal of laughter and
humour in this part of the meeting as the students demonstrated to
the rest of the class how they went apout their assignment.

Julie to her Aunt Gail: I really love the way you curl your

hair
Aunt Gail to Julie: What's with you? I had this perm three
) months ago!
Cathie to her mother: Gee Mom, th2t's a nice dress you're
wearing.

-Mother to Catﬁ{é: Ha! I've had this thing for five years,

The students were reminded that compliments must be honest and sincere
and were advised to let their family members know what they have been
Tearning at school. The students noted that they initially felt
peculiar paying a cqmp1iment to an adult but‘once they got used tb it,
it was an okay thing to do".

Sharon was at the front of the cIassroo&, about to select a role
play partner when the school principa], Mr. Smith happered %o come
into the c]assroom;to deliver some tanes. Sharon indicated she
warted Mr. Smith for a partner and with a Tittle help from her‘c1as§-
mates he very gallantly agreed.

. Ay

~ Sharon to Mr. Smith: Gee Mr. Smith, I ﬁégl?& like your haircut.
Mr. Smith (kissing her on the cheek) said “thank you®.

Thé class applauded and Sharon and her classmates benefitted from
this exchange with not only an adult, but 2n authority figure.

The Minth Meeting

The objective was to help the students understand that making re-
quests or asking for thingé in a reasonable, responsible and assertive

way 1s acceptable and even good. The leader modelled passive,



aggressive and assertiée ways of asking for things and asked for
volunteers to role play simiiar situations.
Passive way: : N
Barb to friend: I sure wish I cou1d-go to the store with you.
Paul to friend: I wish I could play with your racing car.
Aggressive way:

Gail to friend: ['m going to the storg'mith you! .

Brian to friend: Give me a turn with that racing car!
Assertive way:

Melissa to ﬁniéndi Can I go to the store with you?

Mark to friend: That's a great racing car, can I have a turn
playing with it?

The students were cautioned that asking for something, ebén in
an assertive way, may not always bring the desired results and that
this is true for adults as well as children (Palmer, p. 8).

The students were advised that they have the right to say no to
unreasonable requests. For instance, it is okay to say no tﬁ someone
who asks to borrow your new record album if you don't want to lend
it.

The kinds of situations where'saying no is appropriate were
named by the students during a class discussion:

When people ask you to do something illegal such as break

windows, steal penny candies from the store, smoke

cigarettes, take drugs; when people ask you to do some-

thing against your beliefs such as being mean to animals,

lying, cheating; when people ask you to do things your
parents would not want you to do.



The Jleader introduced a "Saying No" game (Palmer, 1977) to
provide practice in saying "no" in certain situaticns.

Instructions: Sometimes-it feels funny just to say “No“. It
helps to practice with a friend or family member.
Take turns asking favours cf each other - Just
pretending. "Let the answer. always be "No".
Try saying "No" in different ways. Share with
each other how it feels 4o say "No". Help each
other Tearn to say "No." assertively - firmly
but without hurting the other person (p. 47).

The students selected a partner; they practiced saying “Mo"
together ard Tater described how it felt to "ask® as well as how it
felt to say "no". Generally, the students found it more difficult to
say "no" to their.partners than to ask for something. Saying "no"
became easier as they practiced and became moré confident with hearing

themselves say "no".

The Tenth Meeting

The purpose of this meeting was to give the students additicnal
practice in role-playing assertjye responses in a variety of social
situations. Scripts were used. In addition, the leader asked the
studgpts, “What would you say when--?", and described 2 number of
si;y&%ions in which the students would be required to respond
(Thoft, p. 197). The students responded to each of the situations.
The following is an example: "What would you say when you knock
on your neighbour's door trying to sell a chocolate bar?" A number
of students responded aﬁd the class provided feed-back and
suggestions about how the response might be improvgd.

The leader and students discussed p]ans'for termination of

the sacial skills class.
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The Teader intended to devote the final two meetings to

The Eleventh Meeting

evaluating the program, discussing various aspects of the course
and terminating the sessions. This meeting was interrupted by
students leaving periodically to participate in track and field.
T00, a young second g}ade student came into the classroom un-
announced to show her pet‘bird to the class. Consequently, the
leader’'s agenda was unexpectedly -modified.

The Final Meeting

Popsicles from the leader's and treats that studgnts brought’
from home were shared. The students viewed the film Hopscotch
again (Churchill Films, 1972) which served és a2 review of the assert-
iveness concepts learned during-t#fe course. Students reported what
they ]ikeq best about the classroom experience:

liked being together, talking about life, using scripts,

"watching films, practicing compliments and working on

folders.

No one réported anything they did not Tike about the social
skills class. The students indicated they -would like another program
next year. Good-byes were said and the leader dealt with students'
feelings around.termination.

" - This chapter provided the design, content and illustrations,
of the assertiveness training program deve1oﬁed by the researchers

for use with fourth grade schoolchildren.
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ggAPTER v
DATA ANALYSIS

This chapter will ﬁescribe the sample used for this study and
test the homogeneity Eetween the treatment and control groups. The
four research hypotheses will be statistically tested and accepted
or rejected. Pre and post assertive behﬁwiour scores_wi]l be’
correlated with specifiC'faﬁily demographic variables. A summary
of‘research findings will be presented.

r

. Sample Described

The sample of this study consisted of é2 children who were in
grade four at two of‘tﬁe‘47 elementary schools within the Windsor
Separate School Board.

A test of homogene1ty between the treatment group and control
group was performed w1th an ANOVA on the premeasure scores.

As'seen in Table 1 the two groups did not statistica11y differ
on a;y'ofthe premeasures (CA?S).

Collectively, the age- of the children ranged from 9.0 years to
10.5 years, with a mean age of 9.6'years. The number of siblings
in the participants' families ranged for 0 to 4, with a mean of
1.5. The number of schools attended ranged from 1 to 7 schools,
with the mean number befng.two.

Table 2 illustrated that~there were twice as many males (66.7%)
as females (33.3%) in the treatment group, whereas in the control

group. 40.9% were males and 59.1% were females.

Table 3 showed the treatment group with an equal percentage
. . .
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of "eldest child" (36.6%), the "middle child" (16.7%) and the
“only child" (10.1%) made up the remainder of the birth order,
In the control group 41% of the birth order was cémprised of the
“youngest child" with tge "eldest chiid" (27.2%) and "middle chilg"
-(27.2%) having equal percentages. The "only child" made up the
remaindef (4.6%) of the tgta].

Table 4 illustrated marital status of the child's ‘parents.

-~

Within the tﬁga;menp group 73.3% were married, 26.7% separated and

- . 0% widowed. The control group had 68.2% married, 22.7% separated

-

and 9% widowed.

Table 5 described mothers' emp]oyméﬁt cutside of the home.

In the treatment group 83.3% of the mothers #ere employed and 16.7%
not employed. ‘Tpe contro] group showed 54.6% employed and 45.4%
unemployed.

The father's employment status is seen in Table 6. The treatment
group showed 30% employed, 66.7% unemployed and 3.3% o fathers'

. employment status as not known. In the control group 77.3% of the
fathers were employed, 4.5% not empioyed and 18.2% empioyment status
not known. )

As seen in Table 7, no significant corre1atiohs were obtained
between the children's assertiveness behaviour score (Pre-Post CABS)
and the family demographic data. The CABS scdres-obtained were —
independent of tﬁé demographic data.

Analysis of Mean Scores For Both Instruments - (CABS -AND TRCABS)

In this section, the researchers examined the mean score for

\
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both instruments, CABS and TRCABS. Both pre and post-test scores
are presented and described. The mean scores indicate the degree
of passive, aggressive and overall assertiveness presefit in the
respondent's behavioural repertoire. BSoth treatment and control
groub data is presented for both males and females.

The %nd TRCABS generates three scores: a passive
scorey,whjch is the sum total.of the minus answers;

an aggressive score, which is the total of the positive
scores; and a total score, which is the absolute value

of the-.passive (negative) and aggressive (positive)
values. The total score can be considered the degree

of ‘unassertiveness present in the respondents' behavioral .
repertoire (Michelson and Wood, 1982, p. 7).

Children's Assertive Behavior scale (CABS)
As seen in Table 8, males in both the treatment and control group
scored higher than females on the aggressive subscores. The same
held true for the total CABS. There was little différénce in passive
subscores between males and females in the treatﬁent and control group.
Mean post-test CABS scores for treatment and control groups (Table
9) showed males in both treatment and control groups scored higher
than the females, in the aggressiVé{;;bécore and in the total CABS.
Both males and females scored re]at%ve]y the samé in the passive
subscore.

Teacher's Ratings of Children's Assertive 8ehavior Scale (TRCABS)

Mean pre-test TRCABS scores for treatment and control groups
(Table 10) showed the teachers rating male in both the treatment
and control group higher on the aggressive subscore than the females.

Male passive subscores and overall TRCABS scores were again higher



than the female ratings.

Table 11 described post-test scores (TRCABS). The aggressive
subscore showed the teachers rated males higher in the aggressive
subscore for both control and treatment groups. The maies' overall
ratings were higher than the femaies'. Teachers rated the maies higher
on the passive subscores in both treatment and control groups as
compared to the females.

Findings Related to the Research Hypotheses

A t-test of significant difference was utilized in order to
- determine significance between pre and post-test scores on the overall
CABS (Children's Assertiveness Behavior Scale). 'Because direcf—
ionality was implied, a two-tailed test was used and significance
was set at the .025 Tevel.
Hypothesis :

The participation of students in an assertiveness/social

skills training program will increase his/her likelihood

to choose assertive behavioural responses.

Research Findings

The t score obtained for overall CABS was t (50) = -6.08, p
= .0001 « .025. Therefore, the hypothesis was accepted. It can be .
stated that the‘céi]d's participation in an assertiveness/social skills
tréining program increased the child's likelihood to choose assertive

.

behavioural responses.

Hypothesis:
The gender of the student will predict the likelihood
of choosing behavioral responses which score ’

significantly higher on the overall CABS (pre and post CABS).



Research Findings

The t score obtained for overall CABS w t (50) - -3.16,
p = .0027 < .05. Therefore, the hypothesis was accepted. It can be

stated that the gender of the student predicts the likelihood of the

student to choose behavioural responses which score significantly higher

on the overal CABS (pre and post).

‘ The mean pre-test CABS score for females was 13.78; for males the
score was 21.31. The male mean score was higher than the female ﬁean
score. Similar results were obtained for the mean post-test CABS
score; females scored 9.96 and males scored 15.24.

Hypothesis:

A teacher will rate a student differentiy than that °
student rates him/herself.

Research Findings -

The t score obtained for overall pre-test CABS score was t (50} =
1.47, p = .15 > .025. Therefore, the hypothesis was rejected. There

is insufficient evidence to substantiate the hypothesis. The mean

.difference pre-test CABS score (Teacher's rating - Student's rating)

was 2.21 which implies that the teacher rated the student marginally
higher than the student rated him/herself. Similar results were
obtained for the post-test CABS score, i.e. t (50) = 1.53, p =

.13 £.025. The mean difference post-test CABS (Teacher's rating -
Student's rating) was 2.15. Téﬁchers again rated the student

marginally higher than the student rated him/herself.

50
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Hypothesis:

The teacher's choice of rating a student after the
student had participated in an assertiveness/social
skills program will indicate a more assertive score.

Research Findings

-

The t score obtained for overall TRCABS was ¢ (29) = 6.73,
P = .0001 <.025. Therefore, the h}pothesi; was accepted. It can
be stated that‘the teacher's choice of rating a stﬁdént after ﬁhe
student has Seen exposed to an assertiveness trainihg program indicated
a more assertive score. t
Summary

This chapter statistically descéibed the research samples and

tabled the quantitative data. A test of homogeneity indicated the two

:groups were statistically similar on the CABS premeasures. The

effectiveness of the assertiveness/social skills training p?ogram was
demonstrated using self-reports of the children and behavioural ratings

by teachers. Three of the four hypotheses were accepted after

. Statistical testing was completed, "1t was fdund that the child's

TikeTihood of choosing assertive behabioura] responses to social
situations increased after participating 1n an assertiveness/social
skills program. Futhé}more, the gender of the student predicts the
Tikelihood of a student to chooese behavfoura? responses which'sc0re
significantly higher on the overall CABS (pre and pdse). The teacher's
choice of rating a student after the student's participation in the
program indicated a more.assertive score. There was no significant
dif?erence between the child's self-report measures and the teacher's

ratings of the student's behavioural reésponse. After the students

wn
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participated Tn the assertiveness/social skills program, the teacher's

rating of the student showed significant improvement.



-Andva of the Premeasures on Overall CABS

TABLE 1

Variables F-Ratio " d.f. P Value
Pre-passive .66 19,27 .82
Pre-aggressive 2.01 19,27 .06
Pre-CABS 1.94 19,27 .0556




TABLE 2

~ Distribution of the Treatment and Control

Groups by Gender .

Gender Treatment Control
' n (%) n-(%)
Male 20 (66.7) 9 (40.9)
Female 10 (33.3) 13 (59.1)
Total 30 (100)- 22 (100)

54



TABLE 3

Distribution of-the'Treatment and-Contro]l

Groups by.BiEth Order

Treatment Control

Birth Order
n (%) - n (%)
Eldest Child 11 (36.6) 6 (27.2)
Middle Child 5 (16.7) 6 (27.2)
Youngest Child 11 (36.6) : 9 (41.0)
. Only child 3 (10.1) 1 ( 4.6)
Total .30 (100) - 22 (100)

w

W



TABLE 4
Distribution of the Treatment and Control Groups

by Parents' Marital Status -

P

Parents' | Treatment ~ Control
Marital Status n (%) n (%)
. \

Married ‘ 22 (73.3) 15 (68.2)
Separated 8 (26.7) 5 (22.7)
Widowed 0 (0) 2 (9.1)

Total 30 (100) 22 (100}

»
. -,
;i .
N
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TABLE 5
Distribution of the Treatment and Control Groups

by Mothers' Employment Qutside of Home

Mothers' (T Treatment Control
Employment ' - n (%) n (%)
Employed 25 (83,3) .12 (54.8)
Not Employed | 5 (16.7)° 10 (45.4)
Total . 30 (100) ’ 22 (100)




TABLE 6
Distribution of the Treatment and Control Groups

by Fathers' £mployment Outside Home

Fathers' Empioyment Treatment Control

n (%) n (%)°
Employed 9 (30.0) - 17 (77.3)
Not Employed . 20 (66.7) 1(4.5)
Not Known 1 ( 3.3) 4 (18.2)

Total 30 (100) 22-(100)
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TABLE 7 v

Pré-Post CABS Scores Correlated with Family Demographic Data

~

Family Demographic . Pre-CABS Post-CABS
Data 2 2

: X df P Value X df P Value
‘Marital Status 939 6 .15 3.86 6 .70
Birth Orders 6.46 9 .69 16.48 9 .06
Employed Mother 5.52 3 14 .94 3 .86
Employe ther 9.38 6 .15 5.75 6 .45

*P value £ .05

(9] ]
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TABLE 8

Mean Pre-Test Score (CABS) for Treatment and Control Groups

Pre-Test Scores Treatment Control
M F Mo F
(x) (x) (x) (x)
Passive Subscore . -10.55 -10.8 =11 -8.3
Aggressive Subscore 10.4 6.1 11.2 3.08
Total CABS 20.9 16.9 22.2 11.38 .
TABLE 9

Mean Post-Test Score (CABS) for Treatment and Control Groups

i

\
Post-Test Treatment Control
- M 3 . M F
(x (x) (x) {x)
,,f’
. f ,
Passive Subscore -7.05 -6.8 -8.89 -7.0
Aggressive Subscore 5.75 2.8 &9 .44 3.23
“Total CABS 12.8 9.6 20.67 10.23
' -
N
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Mean Pre-Test Score (TRCABS) for Treatment

TABLE 10

and Control Groups

Pre-Test

Treatment Control
M F. M F
(x) {x) (x) (x)
Passive Subscore J15.25  -14.2 T .10.78 -5.62
Aggressive Subscore 11.25 .3 11.56 7.76
Total TRCABS 26.5 145 22.3  13:38
N T
TABLE 11
Mean Post-Test Score (TRCABS) for Treatment and Control Groups
Pre-Test Treatment Control
Mo F , oM F
(x) {x) (x) (x)
Passive Subscore -11.4 3.8 - -8.56 -4.62
. ‘ '/ ot
-Aggressive Subscore 7.6 1 12.2P 8.30_
Total TRCABS 19 4.8 20{78 12.92

on



CHAPTER VI
CONCLUSIONS AND RECCMMENDATIONS
The purpose of this study was to conduct and assess the
effectiveness of an assertiveness'social skills program suitable
for use with elementary school children. Four hypotheses were
developed to assess the overal] effectiveness of the program and
provide structure to the research process. An accidental sampling
procedure was utilized whereby officfa]s from the Windsor Separate
School Board designated twoclasses from two schools. The research
design of the project was exploratory - descriptive. The testing
instruments were developed and validated by Michelson and Wood,
1978.

Major Research Findings ) -

These findings will be received in the same order as they are
preSénted in Chapter V. The sampie's premeasured indicators
showed that the contro1 group and the trgétment group were homé-
geneous. Statistical analysis of the post-test measure indicated
a significa;t difference between the treatment group and the control
_ group as relected by.thé improved assertive skill score of the treatment
group. Data also declared a significant.differenée existed between
males and females in their self-report behavioural measures. This
was true for pre and post-test measuré;. Self-report ratings and
- the teachers' ratings of the students' behaviodra]_responses révealed
no significant'difference. The scores for_the teachers’ ratings éhowed

a significant improvement in the Students' overall assertive score

after participation in ‘the assertiveness/social skills program. No




statistically significant correlations were obtained between the children's

assertiveness behaviour score and the demographic data.
Results illustrated the c]assroql\group approach was an
effective method for teaching an assertiveness/social skills program.

Recommendations

The following recommendations should be read within the Eontext
of this specific research and its limitations as discussed in
Chapter III.

* A social worker working within the school system should
consider assertiveness/social skills training as a possible
remediation technique for correcting deficiences in social
behaviour.

* The social work profession as a whole should be made aware
of the effectiveness of assertiveness/sociél skills training programs
for children.

* The social work profession should consider the classroom
system as a viable setting for group services with children.

* The social wqu profession should incorporate the .
assertiveness/social skills program into their repertoire
of intervention techniques for the fé]lowing reasons: cost
efficiency,'time effectfveness and the goal achievement possibilities
for social "skills devé1opment.

* The assertiveness/social skills training proéram should

be provided in the early part of the school year to enable the
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child to have the opportunity to maintai? and practice those
skills Tearned. S

* Future research should investigate the relationship
between a child's academic performance and a child’'s level of
assertiveness.

* Subsequent research should exaﬁine the appropriateness
of an assertiveness/social skills training program with special
need groups such as'centra1 proce§sing disabled children and
physically disabled children.

* Euture research should investigate the relationship
between a child's self-report and an adult's behavioural
observations in other natural settiqgs, such as family, teams
and recreational groups.

* Additional résearch should investigate what specific

-

elements of this program were most responsibie for its

effectiveness.
* Future studies should investigate the maintenance of
“program gains through the use of follow-up studies, evaluating

the durability and usefulness of program techniques.

-
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S
~ CHILDREN'S ASSERTIVE BEHAVIOR SCALE
INSTRUCTIONS

You are going to answer some questions about what you do in various situatic

There are not any "right" or "wrong" answers. You are just to answer what y

would really do. For example, a question might be:

What do you do if someone does not listen to

you when you are talking to them?"

You have to choose the answer which is 1ike what you usually do. You would

usﬁa1]y:

d.

e.

. Tell them to Tisten. i
. Keep.on talking.
. Stop ta1king‘and ask them to Tisten.
Stop talking and walk away.
Talk Touder. _ gZ:

From these 5 answers, you decide which one is most like the one yéu would

do if the someone in the question was another youth.

\ .

Now circle the letter for each question. After you have marked your

answer for the question, go on to the next one. If you cannot under-

stand a word, question, or ;nswé?, then raise your hand and you will be

helped. Remember to answer honestly about how you would act.

There is no time limit, but you shou1d‘§nswer as quickly as possible.

ralh
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Someone says to you, "I think you are a very nice person."

You would usually:

.a) Say "No, I'm not that nice."

b) Say "Yes, I think I am the best'"

¢) Say "Thank you."

d) Say nothing and biush.

e) Say "Thanks, I am really great.”

Someone does something that“you think is really great.
You would usually: . _
a) Act like it wasn't that great and say, "That was alright."
b) Say "That was alright, but I've seen better." ’
¢} Say nothing.

d) Say "I can do much better than that."

e) Say "That was r;a11y great!'" )
You are wbrking on something you like and think is very good. Someone
says,—iu_ﬁen't Tike it."

You would usually:

@) Say “You're a dummy:" o 1\ : ' ‘

b) Say "I think its good."

c) Say "You're right," although you don't really agree.

d) Say “I think this is great; besides what do you know'"

e) Feel hurt and rsay nothing.



You forget something you were supposed to bring and someone says,
- "You're so dumb: You'd forget your head if it weren't screwed on'"

You.-)wou]d usually:

a) Say "I'm smarter than you any day; besides what do you know:"

b} Say "Yes, you're right, sometimes I do agt dumb."

¢) Say "If anyﬁbdy's dumb, it's yﬁﬁﬁﬁ”’/’/gm

d) Say "Nobod;'s perfect. ['m not dumb just because I fdrgot éomethingl

e) Say nothing or ignore it.

Someone you were supposed to meet arriveé 30 minutes late, which makes
you upset. The person says nothing about why they are late.

You would usually:. ]

: é) Say "I'm upset that you kept me waiting 15ke,£his.“

b) Say "I was wondering when you'd get here."

é) ' Say “This is the last time I'11 wait for you!"

~d) Say potbing to the person. |

e) Say "You're a jerk! You're late!'"

You néed someone to do something for you.

You would usually:

a) Not ask for anything to be done. )

b) Say "You gotta do this for me!"

c). Say "Would you please do something for me?", and then explain
what yod ant.- '

d) Give a small hint that you need something done.

e) Say “I want you to do this for me."®



Someone asks you to do something which would keep you from doing
what you really want to do.

You would usually: ' - S
a) Say “I did have other plans, but I'11 do what you want."

b) Say "No way! Find someone else." '

c) Say "0.K., I'11 do what you want."

d) Say "Forget it, shove off!"

e} Say "I've already made other plans, maybe next time."

’

You see someone you would 1ike to meet.

You would usually:

a) Yel af/khe person and tell them to come over to you.

b)- Walk over to the person, introduce yourself, and start talking.

¢) Walk over near the person and wait for him to talk to you.

d)- Walk over to the person ;;E\Etart ta1k1ng about great things you have

e) Not say anything to the persan.

Someone you haven't met before stops and says "hello" to you.

You would usua]ly ' 'f
a) Say “What do you want?"

b) Not say anything.

c) Say "Don't bother me. Get lost!"

d)} Say "Hello," introduce yourself, and ask who they are.

e) Nod your head, say "hi" and walk away
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10.

11.

12.

You know that someone is feeling upset.

L &

You would usually:

.You

Say

"You seem upset; can I help?"

Be with them and not talk about their being upset.

Say

“What's wrong with you?"

Not say anything and leave them alone.

Laugh and say "You're just a big baby."

are feeling upset, and someone says "You seem ‘upset." .

You would usually:

2)
b)"
c)
d)

e)

Turn your head away or say nothing.

Say
Say
Say
Say

"It's none of your business!"
“Yes, I am upset, thank you for asking."'
"It's nothing."

“I'm upset, leave me alone."

Someone else makes a mistake,and someone blames it on you.

You would usually:

a)
b)
c)
d)

e)

Say
Say
Say
Say

"You're crazy!"
"That wasn't my fault; someone else made the mistake."
"I don't think it was my fault."

"Wasn't me, you don't know what you're talking about!"

Take the blame or say nothing.




13.

14.

15.

Someone asks you to do something, but you don't know why it has to be

done.

You would usuaily: '

e).

Say "This doen't make any sense, I don't want to do it."
Do what they ask and say nothing.
Say "This is dumb, I'm not going to do it!"

Before doing it you say "I don't understand why you want this

"

QOne.\ J )
Say "If that's what you want," and then do it.

Someone says to you they think that something you did was terrific.

You would usually: ' *

a) Say "Yes, I usually do better than most."
b) Séy "No, that wasn't so hot.” <

c) Say "That's right, because I'm the best."®
d) Sgy "Thank you." A |

e) Ignore it and say nothing.

Someone has been very nice to you.

You would usually:

a)
b)
c)
d)

e)

Say "You have been really nice tq?me, thanks."

Act 1ike they weren't that nice and say, "Yea, thanks."
Say “You have treated me a1rigqp, but I deserve even better." -
Ignore it and say nothing.

Say "You don't treat me good enough'®



16.

17.

18.

e) Ignere it and not say anything to the person.

You are talking very .loudly with a friend and someone says, "Excuse
me, but you are being too noisy."

You would usually: ' )

a) Stop talking immediately.

b} Say "If you don't like it, get 1ostl; and keep on talking Toudly.
¢) Say "I'm sorry, I'11 talk quiety," and then talk -in a quiet voice.

d) Say "I'm sorry," and stop talking.

e) Say "Alright," aﬁa'continue to talk ToudTy.'

You are waiting in line and someone steps in front of you.

You would usually:

a) Make quiet comments suéh as, "Some.péople have a lot of nerve."
w1thout actually say1ng anything directly to the person. . ‘

b) Say "Get to the end of the 1jne!"

c} Say nothing to the person. ‘

d) Say loudly, “Get out of this iine you creep!"

e) Say "I was here first; please go to the end of the Tine."

-

Someone does somethlng to you that you don't like and 1t makes you
angry. '

You wou1ﬁ usually:

a) Shout "You're a creep, I hate you!"

b) Say "I am angry, I don;t.like what you did."

¢) Act hurt about it but not say anything-;B the person.

d) Say “I'mmad. I don't like you'"



19.

20.

21.

é:j

Join and say something.

:
Someone has something that you want to use.
You would usually:

a) Tell them to give it to you.

b) Not ask to use it.

c) Take it from them.

d) Tell the person.you would like to use it, and then ask to use it.

e) Make a comment about it, but not ask to use §t.

Somegne asks if they can borrow something of yours, but it is-.new and

you don't want to let them use it.

You would usﬁa]ly: ‘

a) Say "No,.I_jps; got it-and I don't want to iend it out} ﬁaybé .
Some other time.. )

b) Say “I really don'f wanf to, but you can u$e it.” '

c) Say "No, .go get your own'"

d) Give it to them even though you don't want to.

e) Say "You're crazy!"

‘Some people are talking about a hobby you really like and you want to

You would usually: T

af Not say anything. |

b) Interrupt the people and immediately start teI]ing them h

.. You are at this hobby“ |

c) Move closer to the people and.enter into the conv
have a chance. e

d) Mové closer to .the people and wéit for thém'to notice you.

e) Interrupt the people and ihmediately start talking about how much

sation when you
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22.

-

23,

v

82

You are working on a hobby and sodéone asks, “wﬁat are you doing?“

You would-usually:

}

a) Say “"Oh, just something," or “Oh, nothing."

b)

c) Keep on working and say nothing."

d)-

e)

You see someone trip and fall down.

Say

Say

“Don't bother me. Cap't yoq see I'm workingi"
\
AN
“It's none of your business'"
‘ -

Stop working and explain what you were doing.

You would usually: g | BN -

a) Laugh ahd say."why don't you wafch where you are going?" -

b) Say ”Are you alright, is there anyth1ng I can do?"

c)

d)

Y

R RS

Ask

Say

Do nothing and ignore it. v

-

“what happened?"

“That's the breaks!" | ~

et

—

You bumped your head on a shelf and it hurts, someone says “Are

you alright?"

You would usually:"

a)
b)
c)
d)

e)

Say
Say
Say
Say
Say

*I'm find, léave me alone!"

hothing and ignore them.

"Why don't you mind your business'" . © : 
"No, I hurt my head; thanks for ask1ng "

"It's noth1ng, I'm OK." '




25.

26.

27.

..b

You
You
a)
)
¢y
d)

e)

You

_You

Someone Often interrupts you when you're speaking.

You

a)

b)

c)
d)

e)

. Say "shut up,-I was talking:"

83
made a mistake and komegne_e1se is blamed for it.
would ustally:
Say nothing. ’
Say “It's their mistake!",
Say "I made the mistake." ' ' S -

Say "I don't think that-person did it.".
Say "That's their tough -luck!"

feel insu]te& by éomething someone said to you.
would usually: . . '
Walk awéy from them, but doq't tell them ydu feel.upset.
Tell them not to do it again.

Say nothing to the’ person a1though you feel insulted.
Insult them back and call them a name

Tell them you don'tglike what they said and te11 them not to do

it again.

would usually: . . .

Say "Excuse me, T would' like to finish-what I was sa%ing."
Say "This isn't fair; don't I get to talk?"

Intgrrupt the other:person by starting to yalk again.

Say nothing and let the person continue to talk.

pl
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a)

A

TEACHER/PARENT QUESTIONNAIRE OF YQUTH'S éEHAVIOR

Described in this guestionnaire are various situations and possible responses
that a youth would use. From your obseryaticﬁs over the past 2 months,

please select the response that best descriges the youth's usda] response

to the given situation. Pleaseeeonsider each situation and its alternative
responses in an accurate and objective manner. You will be asked to answer
how the youth wou1d react to another youth. Complete confidentiafity will

be maintained and all information will be‘used strictly fo§ research purposes.

-
///’;herefore, it is essential that your answers are based specifically upon

the youth's behavior.

DO NOT WRITE ON THE TEST WRITE ON THE ANSWER SHEET ONLY

-

LY

Please return this questijonnaire with your answer sheet.

<"

w



Someone says to the youth, "I think you are a very nice'perspn.”

The youth would usuaily:

Say,
Say,

Say,

"No I'm not that nice."

"Yes I think [ am the best!'"

"Thank you." -

Say nothing and blush.

Say,

"Thanks, I am really great."

Someone does something that the youth' thinks is really great.

The youth would usually:

a)

b)

. t .
Act Tike it wasn't that great and say, "That was alright." .

Say,

“That was alright, but I've seen better."

Say nothing.

Say,

Say,

"l can do much better than that."

"That was really great!"

The youth is working on something they like and think is very good.

Someone says "I don't like it."

The youth 'would usually:
a)

b)

c)

Say,
Say,
Say,
Say,

Feel

-

"You're a dummy}"

"f think its good."

"You're=right," although you don't'rea11y agree.
"I think this is great; besides what do you know'®

hurt and say .nothing.
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The

w
~J

F-]
-

youth forgets something they were suppose tc bring and someone

says, "You're sc dumb! You'd forget your head if it wasn't screwed en."

The

e)

youth would usualiy:

"Say, "I'm smarter than you any day; besides what do you know'"

Say, "Yes, you're right, sometimes I do act dumb."
Say, "I anybody i?’dumb, it's you'!" . *

Say, “Nobody's perfect. I'm not dumb just because I forgot something!"

Say nothing or ignore it.

Someone the.youth was suppose to meet arrives 30 minutes late, which

. .makes the youth upset. The person says nothing about why they are late.

The
a)
b):
c)

”

e)

" Give a small hint that you need something done.

youth wou]d usually: )

Say, "I'm upset that yéu kepf.me waiting like éhis.“
Say, “Itwas wondering when you'd get here."

Say, "This is the last time I'11 wait for you!"

Say nothing to the person.

Say, "You're a jerk™ You're late'®

youth needs éomeone to do something foé them.

youth would usually:

Not ask for anything to bé done.

Say, "You gotta do this for me!"

Say, "Would you please do Eomething for me?" and then explain

what you want.

Say, "I want you to do"this for me."

-

A



~1

Someone asks the youth to do something which would keep him from doing

something they really wanted to do.

The

e)
The
The
a)

b)

e)

Somecone the youth has not met before stops and says "“hello" to the youth.

youth would usually:

Say, "I did have other p]éns, but I'11 do what you want." .
Say, "No way! Find someoneselse." )

Say, "0.K., I'11l do what you want."

Say, "Forget if, shove off." _

Say, "I've already made other pians, maybe next time.”

youth sees someone he would really like to meet.

youth would usually: - L3

Yell at the person and tell: them to come over to them.

Walk over to the person, introduce themselves, and start talking.
Walk over near:- the person and wait for them to talk to_the youth.
Walk over to the person and start ;§1king about gréat things the
youth has doné.‘

¥

Not say aﬁything to the person.

The youth would usually:

a)
b)

Say, "What do you want?”
Say, "Don't bother me. Get lost."
Not say anything.

Say, "Hello", introduce himselffy and ask who they are.

‘Nod their head, say "Hi", and walk away.
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The youth kngws fhat soﬁéone is feeling upset.

Tﬁe youth would usuai!y:

a) Say, "You seem upset; can I help?" -

b) 8e with them and not talk about their being upset.

c) Say, "What's wrong with you?" - .

“d) Not say anything and leave them alone."“ .

e) Laugh and say, "You're just a big baby."

The youth is feeling upset, and sohéone say;,'"You seem ups@L.*
The youth would usually:

a) Turn away or say nothing.

b) Say, "It's none of your business.®

c) Say, "Yes, I am upset, thank you for asking."

d) Say, "It's nothing."

e) Say, "I'm upset, leave me alone."

Someone else makes a mistake and someoﬁe B]ames it on the youth.
The' youth would usually: .

-a) Say, "You're crazy.”

b) Say, "That wasn't my fault; someone else made thé gistake."
c) Say, "I don't think it was my fault."

d} Say, “"Wasn't me, you don't know what‘you're talking about'"

-

e} Take the'blame or say nothing.



13.

14.

15.

’ Q
< . 23
<

Someone asks the youth 'to do something, but the youth doesn't know what

has to be done.

The youth would usually:

a) Say, “This doesn't make any sense, I don't want %0 do it."

b) what they ask and say nothing.

s

in’

c) Say, "This is dumb, I'm not going to do iti"

d) Before doing it you say, " I don't understand why you want this done."
e} Say, "If that's what you want,” and then do it. -

Someone says'fo the xouth they think that something the youth did
was-terrific. .

The youth would usually: ) \\

a) Say, "Yes, I usually do better than most."

o

)
) Say, "No, that wasn't so hot."
)

¢) Say, "That's right, because I'm the best:"

I

‘d) Say, "Ehank you."

e) Ignore it and sa& nothing.

Someone has been very nice to the youth. .
The youth would usually: .

é) Say, "You have been really nice to me, thanks."

b) Act like they weren't that nice andTsay, "Yea, thanks."

-cj Say, “"You have treated me alright, but I deserve even betier.?

d) Ignore it and say nothing. . T,

e} Say, "You don't treat me good enough!"



16.

17,

-18.

The

me,’

g1

youth is talking very loudly with a friend and someone says, "Excuse

but you are being too noisy." _ \\\)

The youth would usually:

Stop talking immediately.

-Say, "If you don't like it, get lost'", and keep on talking loudly.

Say, "I'm sorry, I'11 talk quietly”, and then talk in a quiet voice."
Say, "I'm sorry" and stop talking.

Say, "ATright" and continue to talk Toudly. O

youth is waiting in line and someone steps in front of them.
youth Qou]d usually:

Make a quiet comment such as, "Some people have a lot of nerve,”
without actualiy saying anything directly to the person.

Say, "Get to the end of the ling!"  °

Say nothing to the person.

Say Toudly, "Get out of this line you creep!'"

e)j§$ay, "I was here first; please go to the end of the line."

Someone does something to the youth that the youth doesn't like and

it makes the youth angry.

The

youth would usually:

Shout, "You're a creep, I hate you!"

Say, "I'm aﬁgry, I don't Tike what you did'.

Act hurt about it but not say anything to the person.
Say, "I'm mad. I %on'ttlike you."

Ignore it and not say anything to the person.



-

19. Someone has something that the youth wants =0 use.

The youth would usually:

a) Tell them to give it to you. T | @

b) Not afk to use {t. )

¢} Take it from them.

d) Tell th& person ybu would like to use it, and tﬁen ask to use its

e) Make a comment about it, but not ask to use it.
20. Someone asks if they can borrow something of the youtﬁ's,'but it is

new and the youth doesn't want to let them use it. - A

The youth would usuaﬁly:

a) Say, "No, I just got it and I don't want to Tend it out; maybe

. . ‘ .
some other time."

~b) TSay; "I really don't want to, but you can'uge it.”
{ﬂJ &} Say, t"No, go get your own'" -
d) Give it to them even though the.youth doesn't wané to.
e) Say, "You're crazy!" . P
21. Some people are talking about a hobby the youth really likes, and’ the youth
wants to join in and say something.
The youth would usually: e
a) Not say anything.
b) Interrupt the people and ihmediately start telling them how good
the youth is'at this hobby.
c) Move closer to thq people and enter into the.converéation when )
the &outh has a chance.
d) Move closer to the peoplie and wait for t?em to notice.

e) Interrupt the people and immediately start- talking abo@t how

the youth likes the hobby.
P4
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22.

23.

24.

93

The yOUuh is working on a2 hobby and somegne asks, "whau aré you doing?*

The youth would usuaT?y

Say, "Oh, just something.” "Oh, nothing."

Say, "Don't bother me, can't you see ['m working."
Keep on working and say nothing.
Say, "It's none of your business!"

Stop working and explain what they were doing.

The youth sees someone trip and fall down.

The youth would usually:

a)

b)

Laugh and say, "Why don4t you'watcﬁ where. you're going?"

Say, "Are you alright, is there anything I can do?" .

¢)” Ask, "What hippened?"

d)

e)

Say, "That's the breaks:"

Do nothing and ignore it.

The youth bumps their head on a shelf and it hurts. Someone says,

"Are you alright?"

The }outh would usually:

Say, "I'm fine, leave me along!"

Say nothing and ignore them.

Say, "Why don't you mind your own business'™"
Say, "No, I hurt my‘head, thanks for asking."” )
Say‘?"It's nothing, I'm 0.K."



25.

26.

27.

The

The

The

' The

N " : .

youth makes a mistake and someone else is blamed for itT
youth would usually:- »

Say nothing. |

Say, "It's their mistake!"

Say, "I made the mistake."

Say, "I don't think that person did it

Say, "That's their tough luck'™ :

youth feels insulted by something someone said to them.
youth would usually: o .
Walk away from them, but don't tell them they feel upset. .
Tell them not to do it again. _

Say nothing to the person, although the youth feels insulted.
Insult them back and call them aShame.

Tell them they didn't 1ike what they said and tell them not

to do it again.

Someone often interrupts the youth when they're speaking.

The

youth would usuailly: . Q

Say, "Excuse me, I would 1jke to finish what I way saying."

"Say, "This isn't fair, don't I get to talk?"

o

Interrupt the other person by starting to talk again.

Say nothing and let the other person continue to talk.

~

Say, "Shut up, I was talking!"

\



APPENDIX. F

Answer Key to CABS



96

Answer Key to Children's Assertive Behavior Scale

0_
L L |t O [ v N T o S [ | (T | 1 1 (e (O O 1 O VY A |
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))))))))

Milelson and Nood,‘1978

The CABS generates three sco?eé; a passive score, which is the

» which is the
gative) and aggressive. (positive)

; an aggressive score, which is the

; and a total score
can be considered the degree of un-

The total score'
assertiveness present in the respondent's behavicural repertoire.

sum total of the.minus andwers
total of the positive scores
absolute value of the passive (ne

values.
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