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CHAPTER I 

TROD CTION 

. With t chnical advancements of society produ ·ng · 

closer personal contact and reliance on others, it is 

becoming im erative for our present and future generations 

to develop the ability to maintain good human relations. 

The lifetim task of becoming · acquainted and evaluating 

oneself in relations to others is essential and cannot 

b in too arly (Gillham, 1959). Social scient·sts 

view our contemporary society as characterized by lack 

of cone rn for others. Our Western Society, with the 

s riving individu lism of its culture, is seen as 

o er1.n an goistic rather than an altruistic way of 

1 (Hoffm n, 1973). 

Bessell (197 ), in his contact with p~tients in 

psychoth rapy, pointed out that many patients were middle-
' 

aged, middle-class, married and educated, functioning 

olerably well in daily living but disappointed with their 

live. In his consultations with these people, Bessell 

·ctenti ied thee basic related deficiencies found within· 

h ·r livess (a) They were not really aware of the 

motives that influence their behavior. ' (b) They lacked 

a real and steady confidence in themselves as whole persons. 
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(c) And finally, they only dimly understood why and how 

human beings react to each other. 

A review of the literature led to the supposition that 

indi viduals need to develop early the ability to better 

under tand themselves and other people and the ability 

to think critically and apply humane values in their 

interaction with others. The emphasis of this study 

was ·nterp rsonal interaction and, specifically, one 

pproach to increase ffectiveness in this interaction. 

P rsonality development is described as a continuous 

po s I althou h h althy personalit s · by no means 

occur n turally (Mar olin, 1974). Foote (1955) stated 

that, "There are no grounds for assuming that human nature · 

w 11 'unfold' into competent personali-ties if merely 

given freedom" (p. 49). It would seem,then, that formal 

duca ion could assist in developing healthy personalities 

well s ·nt 11 ctu 1 capabilities. 

This rs arch study was conducted unqer the basic 

a sump ion that the events of the early years of life 

ar critical for long-term personal development. 

Mor spe~ifically, early experiences can make a measurable 

ct·fference in what occurs later in the individual's 

d velopmental equence. Evans (1971) stated that 

s~fficient evidence exists to document with confidence 

the academic and social significance of early childhood 

learning. Kohlberg (1968) placed similar ·emphasis on 



3 

personal ch racteristics developed by the background 

of preschool ad early experiences. Hohn and Swartz 

(1971) a ff irmed that, "Many theorists have taken the 

pos·tio that the first five years of life are most 

i mportant for intell ctual and social development. 

As researchers become more knowledgeable about the 

deve lopment of children's attitudes and concepts, 

t h y b come more convinced of the necessity for 

educational intervention and facilitation in the 

p eschool and arly elementary school years" (p. 1). 

Th re is a vast amount of literature today dealing 

with the co nitive development of young children. 

G n r 1 ocus ha be non childr n's thinking on such 

cone pts as numb r, space and other impersonal topics. 

n q t'onin th s rnphasis, Emmerich (1973) alle ed 

h no h nd X 0 h youn C ild's total educational 

xp , rience should be the nature of his personal-social 

b ha vi or w1. th, n t .he clas room. 

To increase a child's personal-social experiences 

nvironm nt, "We need to provide a way to 

o n d C ion of life that 1 ads to the appreciation 

of what others could do for us, what we could do for them 

n how o n r c constructively rather than harmfully 

w th oth r p opl~'(Bessell, 1973, P• 1). Bessell felt 

that if society could h~lp children become aware .qf 

themselves and empathetic and constructive in their social 
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relationships, many children may not have the emotional 

problems or neuroses that are becoming common today. 

"Social 1 arning consists of all the learnings which 

childr n have both in and out of school .that help them to 

look at themselves and others with increasing respect, 

h lp them to gain ability to solve life's problems, and 

help th m to build better understandings of living together" 

(G llham, 1959, P• 3). An interperson 1 relationship is 

on in which any two people are involved with each other 

n any way. Comp tence in this relationship is the 

satisfactory degree of ability for performing certain 

typ s of tasks implied in this type of relationship. 

The nursery school is usually designed to enrich the 

ch.Id's social experiences1 often times, it provides the 

child with h·s first peer contacts (Lickona, 1969). 

R earch rs s gg st that interpersonal competence can be 

cult·v ted through planned educational experiences (Flapan, 

1968: Margolin, 1974). Foote (1955) acknowledged · that, 

"Interpersonal competence is found to some degree in any 

normal person, regardless of his previous experiences. 

evertheiess , as wi~-h virtually all ·human abilities, by 

pr ctice and purposeful training, ~ide differences result. 

Int rpersonal competence is neither a trait nor a state. 
, 

It denotes capaoilities to meet and deal with a changing 

world, to formulate ends and implement them" {p• 36)a 

Bessell (1973) found when children are exposed deliberately 
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to the ways in which people are alike and different, and 

when these differences were discussed in an accepting 

atmosphere, four and five-year-old children can develop 

competent interpersonal skills through gamelike experiences. 

This study was directed toward developing both the 

competence and the confidence of the young child in 

social interactions. The program emphasizes an accepting 

atmosphere of gamelike experiences to enrich the social 

environment and interaction of the preschool child. 

Its intention is to give the young child a good foundation 

of skills for handling interpersonal problems that may 

arise during normal social interaction. Experiences in 

this area w re designed to encourage active involvement 

of the children. Their social and emotional experiences 

within the classroom reinforce and increase the internali- · 

zation of the program's subject matter. The relevant 

information is expressed and this information gets shaped 

and refined by continuous feedback, not only from . the 

teacher but also from the other children (Bessell, 1973). 

Statement of the Problem 

The ·purpose of this study was to determine the effect 

of an eight-week enrichment program stressing interpersonal 

cognitive skills and empathy on preschool and kindergarten 

children's ability to handle social interactions within 
/ 

the nursery school and kindergarten environment. Two 
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qu st·ons t o be answered were a (a) Can a cognitive 

problem-solving style be taught to four through six-year­

old childr n within an ight-week enrichment program in 

school? (b) Will program r e l ated behavioral changes 

occur within th social climate of the classroorn1 

Hv:Qotheses 

The basic hypoth es o f this study were a 

(a) T·he ch· ldren receiving the eight-week enrichment 

pro ram will ach· v si nificantly greater problem-solving 

score on th Preschool Interpersonal Problem-Solving Test 

than thos childr n not receiving the enrichment program. 

(b The childr n receiving the eight-week program 

will sign· i an ly ·n r a positive social behavior, as 

me ur d by the Han emann Pre school Behavior Rating Scale_. 

The ind p nd nt variable in this study was the eight­

we k enr·chment program. The dependent .variables were the 

verbal scores as recorded on the problem-solving test 

and the b havioral changes in the classroom as recorded on 

the behavior rating scale. The control variables were the 

o h ch·l n, th ir ocio- conomic background, and 

t 1 nth of school day. Possible intervening variables 

may hav been t ·he maturation of the children during the 

i h -week program and the personality differences and 

teaching capabilities of the teachers. 
,, 
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Limitations of the Study 

The findings and conclusions reached in this study 

are limited in th ir application to the followings 

(a) The results can be generalized only to four 

through ix-year-old children of a similar socio-economic 

background. 

b) The r sult can only b generalized to children 

who partic·pat in a child care program of comparable 

exposure. 

(c) The success of any educational program in part 

reli son the dynamics of individual teachers. Since 

thr e differ nt teach rs conducted the enrichment program, 

h diver ity of personalities and capabili ies may effect 

0 m s • Teacher train·ng sessions, structured 

lo 
' d 1 room vi itations were 

used ·nan attempt to control teacher variability. 

(d) T'his study utilized a quasi-experimental design 

with int ct groups. Since implementation of more 

efficient designs were unattainable at this time, and it 

w flt th t the area of social problem-solving with 

young children was worth considering, the design employed 
. 

wa b lived o be suffici ntly probing to be worth 

mploying Campbell and Stanley, 1963)'. 

(e) The fact was also recognized /that many events 

effect behavioral changes in the classroom. This study 
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was not concerned with other events outside of cognitive 

social skills developed in the enrichment program as a 

means of changing behavior in social situations within 

he classroom. 

Basic Assumptions 

It w a m din this study thats (a) Events in 

th early y ars of life are crucial to later development. 

(b) Nurs ry and day care experiences can be an enriching 

x ri ence for young children. (c) Nursery and day 

c re curriculums usually do not include .cognitive skills 

r la d sp cifically to interpersonal problem-solving. 

(d) Le rn·n and behavior in intellectual areas are 

ct· ere from 1 arning and behavior in . interpersonal areas. 

(e) Cl ssroom behavior is a result of a combination of 

on v n ctive d v opm nt of a child. 

Summary 

nan tempt to assist young children in developing 

h 1 hy social personalities, enrichment programs in 

oc·a1 velopment were reviewed. Programs incorporating 

empathy, .and adaptable to the nuisery school and 

kind r arten settings were of particular interest to 

the researcher. 



CHAPTER II 

REVIEW OF LITERATURE 

This 1· erature r view relates to the following 

ar as i (a) 1 -taking and empathy, (b) interpersonal 

el ·ons and rob m solv·n, and (c) training programs 

to ncreas o ·a1 robl m-solving skills. 

On 

p rs to b 

Rol -taking and Empathy 

nti 1 · ngr dient of any social learning kill 

h process in which the individual somehow 

co n·z , appr hends and rasps a certain number of 

of no her individual (Flavell et al., 1968). 

S m n (1971) v·ewed role-taking as the first typical 

kill. Flavell et al. (1968) saw social 

• 
1. tion and communication dependent upon the ability 

tot ke th rol of another person, to be able to reproduce 

h · tt·tud ·n one's own response, thereby learning 

how t ct t one's own behavior as others are reacting 

to • 

es arch on role taking with children has dealt most 

ntly w· th age differences. The -earliest developmental 

tudies by Gates · in 1923 and Walton in 1936 (Flavell et al., ,, 

1968) both found that the ability to identify correctly 

9 
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h n nded motional expressions in a series of posed 

pictur s increases with age. Not a great deal has been 

done in st dying th developmental changes prior to middle 

childhood. One of the first studies with young children 

was Murphy ' s classic study in 1937. She examined sympathy 

·n r lation to the preschool chi ld, and found that 

hildr n who s rn d most concerned about others in distress 

w 

h 

among the more popular and emotionally secure in the 

oup. In p·a t 's (1932) observations of young children, 

oncl d that oc·a1 sensitivity, like cognition, 

0 in as ries of hierarchical stages. His work, 

w l oh r ( l a pan, 1968; Gilbert, 1969; Rothenberg, 

1970) su pot th hypotheses that conce ptual role-taking 

k. ls o d v lop with age. Pi get (1932) asserted that 

rn y children of the early preschool period are simply 

o p rsp ctive variations as one of life s 

. b.liti • A cording to Piaget, the child between 

· ht n months nd seven years of age is -prima~ily 

o n ic, and unable to take another's point of view. 

It i not unt·1 round sev n to twelve years of age that 

he ch ld able to see th viewpoints of others. 

An a pect of soc i al competence closely related to 

ro -t king is empathy. Empathy is the involuntary 

x riencing of .another person's emotional state rather 

t n 
,, 

more p rtin nt and appropriate response to one's 

own ctual situation (Hoffman, 1973). Empathy is 
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incr asingly becoming r ognized as the primary process 

und rly·ng man interaction, It is seen as a central 

com anent of interpersonal development (Borke, 1971)1 

n accordin to role theorists, the abs nee of empathic 

abi lity hinders the development of interpersonal relation­

ships (Gr if & Hogan , 1973), 

Bork (1971) acknowledged that general research 

p rt the · aea that as the child grows older he gains 

mo xp • 1. nc in rnpathy and social relations. But she, 

w 11 as oth rs, challenged Piaget's view that the child 

tw n two and v n ·s pr·ma ily egocentric and unable to 

k anoth ' o· t of view. Borke (1971) found that 

childr n youn as hree y ars of age were aware of 

oth r p opl ' f 1 · ngs. Furthermore, she found the testing 

meth d a cru ial f ctor in determining whether young 

childr n w rem asured as empathic. 

ults similar to Berke's 1971 study were found 

arli by Flavell et al. (1968) and Feshbach and Roe (1968). 

lav 11 et al. (1968) supposed t ·he rudiments of role-taking 

and mpathy may be present before the child is two years 

old; not _long after he has attained person permanence. 

In a cos-cultural study o ~mpathy; Borke (1973) 
. . 

ound that th capa ·ty for social sensitivity and empathic 

warn s develops at a very early age. In this study of 
., 

Am ican a nd Chinese children, three to six years · old, 

resul s suggest d that empathy may be a basic human 
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characteristic related to social adaptation and essential 

for eff cti v interpersonal .communication. Lois Murphy's 

cl ssic study of preschool children (1937) also concluded 

th t xp riencing distress when anot·her is in distress 

seems rea onably univ rsal. 

There hav been vari ous approaches to the study of 

mp thy i n children . The main area of disagreement in 

es pro ches has been the degree to which cognitive 

versu motional criteria are used to define the properties 

of em athy. 

F hb ch and Kuch nbecker (1974) proposed a three 

com on t mod 1 o empathy, (a) The first was the ability 

and label aff ctive states in oth r s. 

(b) Th s cond w s t · e ability to assume the perspective 

and rol of another p rson, (c) The third was emotional 

acity and r sponsiveness, The first two components 

r ogn·tiv nd crucial to this study. Their implication 

o soc·a1 development is the recognition ~hat cognitive 

under tanding ·s a very necessary part of the empathy 

r span e . Earlier work by Kuchenbecker and others (1974) 

h d f ound a similar· link between .cognition and empathy, 

hough m hasizing th t compreh nsion was a necessary 

b t not uf i ient condition for empathy. 

The affective area of l earning is not to be overlooked 

important in social development. But, Gilbert . (1969) 

roposed that affect concepts may perform the same functions 
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o tho ght and probl m-s01v·ng in relation to subjective 

xp ri nee s dog ometric concepts in relation to the 

wo 1 of things . H 11 d that "Affects are in part 

co nitiv . Thy r in art the result of interpretation 

of ' s nsations' om within our bodies influenced by our 

p e ions o th nv·ronmental context of the moment" 

( • 629). Affects as int rpret ations, he stated, are 

learn d. re arch tests support the conclusion that 

ch.ld's knowl dge and acknowledgment of affect concepts 

ar p rt of g n ral orientation which he utilizes in 

hi aw ren ss of self and his interpretation of other 

opl. 

Th 1·t atu revi wed recognized empathy and role-

t n nt·a1 components of interpersonal relations. 

0 p i 1 ·nter t ·s the cognitive aspect of empathy 

nd ts ol • n h relations. 

1 Relations and Problem-Solving 

Ac o din to Foote and Cottrell (1955), the concept 

o in erp r anal relations was first explicitly stated by 

Dr . H y Sullivan in 1947. Foote and Cottrell (1955) wrote 

ht s·nce 1947, the attention to "mastery" and "coping 

havior" has become current among ·neo-Freudians. 

The following research work i~ interpersonal relations 

h s b en r viewed by Reif and Stollak {1972)1 Dymond, 19521 

Oj mann, 19611 Dupont, 19621 Stotland and Dunn, 1963J 
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of frnan , 963; aldwin , 1965 D t·n an Dubin, 1965; 

St at nd , Shave , a nd Cr f o d, 966 · \ hiternan, 196 7; 

Fesh ch n 

I n Re i · 

oe , 1968 ; and Gilbert, 1969. 

n d S ollak's (1 72, p . 54 ) summ ization of 

the 

cone 

n 1 behavio , they listed the ollo ing ork in 
. nt pe 

pts : 

1 . 

2 . 

Ch. l d 

beha . 
]_ Q 

re 

s 0 

are of ee l ings , thoughts and 

oth rs to v rying degrees. 

e s to th mot con istent determinant 

o f w e e s , although there exists wide differ-

enc i hin i fe r ent ages. 

3. n · f f r cs appear to a a r xtent to be 

var n so th child' identification ith others . 

4. D g e of ide tification may affect a, areness of 

o he s . So · a ll arning increases with the child 

5. Aware e o ot ers is disti c t from empathy with 

ot s ; the fo er r qu s m el ·a cog!}-itive 

U1 erst ct · n 
' we eas he latter also includes 

an a f ecti e , 0 icative res onse. Measure ent 

_he 1 tter 
. diffi cu t ith young children . 0 -' s 

6. . ld e ' a ar ness of 0 - ers can· be measured 

m ith rte t ateri s ' or from natu alistic 

. . · t her inrerence • 
a }_ n, i a se an l.S 

s ma e. 
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From past res arch in interpersonal relations, 

one can assume that children of all ages are aware o f the 

fe lings of others. This awareness seems to vary with age, 

and is heavily influenced by environmental experiences. 

Furth rrnor , t sting of mpathy and interpersonal relations 

with young ch·lctren is difficult, requiring cautious 

int rpretation of results. 

Progr ms to Increase Social -

An w di ection to the study of interpersonal relations, 

tha i or ora d empathy and o t h r components of social 

s ns· iv·ty , nd y t added a different dimension, was the 

wok don by p~v ck nd Shure a nd summarized in their 

bool 

m · n c rnpon nt of h lthy so ial functioning centered on 

cone p o i n erpersonal problem-solving based on a 

con' ·ve approach to social learning. 

The co n·tive approach to social learriing has attempted 

to br k down the t radit ional conceptual dichotomy between 

and intellectual development. Social development 

i a d a a special area for learning. A cognitive 

• v wpo1.nt social development as the process by which 

th ch·lct ' s oc·a1 experience gives rise to certain ways 

of th"nking about other people. These formed concepts in 
,. 

turn govern the child's subsequent social behavior (Lickona, 

1969) . 
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Spi vac and Shure ( 1974) r epose d that "The · 

s·gn · f ·ca ce o f cultura , int r person 1, familial, and 

psy hologic 1 i nt r apsychic vents in human adjus tm nt 

depends on thei r 
. a ct on t h probl m-solvin city cap 

o f t . . . al . n 'his att rn b come the kind of in ]_ 1. tu to 

p r n he nt t o be' (p. i). Thy h ve supported in 

th i ork the i d a h t indivi ua s ca n be helped to 

dev l op prob em- ol • t y e thr uh a cognitive l. 

pp oach t o so · a l e rning. 

Human pr 1 rn -solving nd think.·ng are rather complex 
-

an may ake many s pecific form. Davis · (l973) stated that 

e search has sho n t e ills in olved in prob em- olving 

can b . 
1.nc a h o h delibe a te teaching of appropriate 

at i t de and t c niques for producing id as and by 

rcisi a rious b.lities. f e sees to main barriers to 

pro l em-solvin • habit and conformity. As an , 

att mpt t o a aid th barri rs he SU gested starting 

tr i . 
in o r m at an arly age. 

1 of ffi I (19 3) q e tioned he possibilities that a 

cl . d V lo s soci 1 competency n tur lly and that 

c1 1 e r s om per inte r ction ith a greater 

g 0 oth rs a nd the ability to · work differences . 

u t .a l 1 • H s w t outco e de endent in part upon 

ow . oc a nfl· c ts are ha ndl d by pa rents and other 

s • • ia 1. 1~ ~ e ts. 

1o t e ch · ob i n ability ha b en 



17 

cone rn d w·th the imp rsonal world. Inquiries into these ­

_top·cs do not rev al much insight into aspects of cognition 

th t 1 role in int rp rsonal relationships. One main 

r . 
1 rn y es hes ( Fe fer, 1970 Fl p n, 1968; 

, 196 o p· g t's work wa that e c nters 

la ly on ·hen tu o ch·l r n's thinking in dealing 

with probl m th t r obj c · ve and impersonal in 

ch act r. Heh b n criticiz d (Lickona , 1969) for 

n t makin ny y mat · fort to structure the child's 

top ornate progress in this area. oc a vi onrn n so 

In th ·r wok in th probl m-solving area, Spivack 

n hu 74) h v u d th tit is n cessary to 

b w n obl m- olving with ·mpersonal 

n 11 tu 1 ta ks nd ·mp on 1 probl ms, and problem-

• with nt rsonal problems. They stated (1974) 0 V n p 

h t " olv·n rn r anal problems does not allow one to 

b com r on lly · nvo v d exc pt to the extent that he 

• 0 volv h a k" (p 3). The task i.s n 

V y 1 h ·nct v dual as a person. 
' 

p on 1 p ob m ~tuations have a greater emotional 

and in imate relationship to h·m 

M ny o th cone pts and ideas. used in this research 

dy v b n pt d from th works_ of Spivack and 

r (1974). Th thrust of their efforts are congruent 

w th B ll's (1973) commitment to effiphasize the child's 

dev lop·n b 1· fin himself as the kind of person who 
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an cop w·th chall ng s . This ability may require an 

understanct ·n of th probl m and careful step-by-step 

plannin o iff r nt ways to reach a goal. Spivack and 

o h o t aching problem-solving skills Shur 's 

C nt S h p bilities o f arriving at alternative 

or solutions and possible consequences to 

In an earli r study, McDonald and Paulson (1971) 

ound th t c · dr n ne d to see differing perspectives 

nd to xp t dif ering r actions from various individuals 

n mil s·tuations . McDonald and Paulson found that 

chil can p ovid adequate resolution to conflict when 

h ov·ct d with a familiar conflict situation in a 

t g ro rn • 

f 

Lickon (1969) report d a study by Ander on of two 

r nt p t rns of reaction to conflict observed in 

n . Th domina iv pattern was identified by goal 

n wi hout h r gard f or the desires . or i~terests of 

no h child . Ev ·ctent behaviors in this pattern werea 

ommands , criticism , threats, physical seizure of toys, 

. id 

he ·nt 

pons s, and no consideration of alternatives • 

v pa t erm was identified as ·being more 

·be, c n id rate of alternatives and interests and 

o · ions of other children. The evident behaviors in this 
.,,. 

pattern werea pointing out common purposes, maklng 
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r qu st or su gestions, nd complying with another's 

stions . In his r vi w of studies, Lickona found 

that by th n v ntion of n adult, children can be 

h lp d o s e ocial s·tuat·ons from several perspectives 

oth than th ir own,and thy can be taught how to 

anticip t on equences of differ nt behaviors. 

Muss (1960) and Ojem nn (1967) stated that solving 

human prob ms an mak a significant contribution to 

b h vior dju men, and that t achers may enhance 

• oc a 

by h 

. 
h 

m 

ng by dir c in ervention in the classroom. 

ch 1 o su e ted that causal thinking about 

v nts is no th m about impersonal events. 

Th b·1· y o one iv o f alt rnate solutions has 

1 t b h v o a di fie lties in the classroom 

r ' V k , n o d n (1972). They demonstrated 

r t dy an ·ntim te relationship between behavioral 

t' n a the capacity to arrive at relevant and 

f 1 w ys t o solve hypothetical but real-life 

p obl rn . Thy f ound this relationship as early as four 

d h h o th Pr chool Int rpersonal 

b rn- 1v·n (PIS) T st. 

or to h er ation of the P.IPS Test, Spivack 

and • v n t st the relationship be~ween real-life 

probl m- s01v·ng skills and behavioral adjustment by 

comp i two different groups of adolescents1 one group 
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was found in a normal pu 1 c cho 1 and the other lied in 

res · ctentia l treatme t e . s · g a stor -plot procedure, 

1 seen s ere mor they foun ht th istur ed 

cone ned 1.th imrnect·ate ratif. tion nd exhibited 

less rational t ught w· t1 eg to s s aken toward 

go 1 comp tion than th normal a do e cents (Spivack & 

Shu , 1974 ). 

sin the mes o elli t nique , Shure and 

Spi ack found ·mi d n is among younger disturbed 

you ters , ten tot e l e ye r old, hen compared to 

nor al s th sam a (S ·v ck , 1974), In 

furth r stu ies o tenor 1 o ulation ivack and 

Sh e f o n th t you s rated as able o a apt in the 

n av riety of interpersonal cl room w abl 0 i 

pro em sol In an tternp to ex mine problem-

. t· i b h 1 djustrnent among nursery s o v1.ng an V 

schoo chil r n , e t·n t chni ues were modified,and a 

unique m SU w e lo ed to ss ss the number- and 

va iety of alt r a 1.ve olutions iven by young children. 

rou ·h he 1se of th· ~est , PI ·s, that further 

e. ea . h 
. 
]_ ea 0 p obl m-sol ing has been 

. Gd by 
. nd Shure (1974),· u . pi C 

of Cornpr.ehens ion • 
n s t dy 0 "The ole 1n 

C il re 0 m ol . ng" , B- ( 970 ·dentified three 

~ta bl solv . h ie seem 0 com l em.,nt the e Q_ p 

or . ack ure . Thes hree s es , ere : 
1. a 
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(a) Compr h n ion--the understanding oft e problem 

itu t·on , ( b ) Production--a rivi ng at possible solutions, 

and ( c ) M di t·on--using solutions in terms of verbal 

onse . B m saw f ailures in problem-

solvi with y o ng hi l dr en particularly int e Production 

n ect·at·on S g • iagan, o man, Day, Albert, and 

hil l ip ( 964 ) had ct or ized the proc sses of problem-

01v·ng om wh r n ly. Yet both studies agreed 

t h child to reflect on alt rnate th 

s 1 

h 

01v ·n . 

by hur 

t o obl ms was es ential to successful problem-

don by piv ck nd Levin in 1963, 

S ·v kin 1970, nd by Shure, Spivack and 

r n 1 7 ( Spiv cl & Shure, 1974)' found similar 

r sults ding · mpulsivity versus reflectivity and 

p ob m-so l v·ng ability. Their studies confirmed that 

hos h . l d n Judged as either impulsive or inhibited 

h ow d omp r ble deficiencies in solving typical ·social 

p obl ms ucce fully; thus indicating that children who 

wer m 1 da iv a either behavioral extreme have diffi­

cul ·es · .n s ue essful problem-solving. 

o to achi eve problem-solving skills, Spivack 

nd Shur (1974) found that children must first have 

c r t · n lan g . and cognitive skills and then must be 
,. 

tu ht how to use these skills successfully. 
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ngu ge s ·11s ve b en reco nized by others as 
. ortant in ocial it dev lopment . rche s ]_ an co ve ese 

n lin u· s . ( . 19 1) have clarified the ics u l.C s , 

importance of anguage . It is not 0 1 a eans by which 

w cooperate an co icat w·th ach o-her but more 

importantl 
' 

it, also enabl s u 0 repr sent the orld to 

OU selves as w ncou t r . t . n u ge ha direct 

r la ion hi t o b 
. 

t 
. a regulative av or , C u1.r s 

r 

function , a po r t co nat , st bi liz , nd facilitate 

ot e f rrns of b h v or. 'A a ch· ct· acquires the abi lity 

to se lan age to r r to h1. gs n pr sent , it 

b comes . 
1 for hi to t in ords ' what poss1. r pres 

mi t b • th r th n si ply ' h 
.. 

' "( Yu oviches , 1. 

197 t In . ) . 
n a re met , Bes ell ( 973) viewed language as a 

C Ci 1 hicle f o r f e li sand thoughts and for placing 

behavi r in 

Goo rn n ( 970) 

m of re rence and erspec~ive. 

tended 

hat the " n ua e ba 

s l ' judgement by stating_ 

f o ti ing hardly can be 

ve elf-control and self dir ctio vary 

ctly . h co n· tiv-e m tu it. and especially with the 
i 

ab ·l ty . u l at situations sym ol1cally , to anticipate -o n1. 

0 to 
. to J dge and o decide between e , v 1. ' 

al erna~i s " (p. 20 ). s e e s hi ren learning at 

a.l ge no onl h 0 p a a language, but 

a 0 -o e t e co ect a g ge to fi the 
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pecific ace sin or elatio hi . Reif and Stollak's 

stu y (1972) ·n sensitivity expl ind langua e behavior 

b inning at o t i htee moths , at which time most 

of the lan u e as dir ct de cl1sively toward t he self. 

Gr 1 y de e lopin to the ag oft ree, responsive as 

e l ass on aneo s ema s ere b com · n an important 

part o f the c il 

Spi ack nd 

I • s e rson 1 ·nteraction. 

e (1974) fond that many young 

ch ildren don t have ms ry o the 1 nguage concepts 

neces sary o ol ·nter r on 1 prob l ems . And, even if 

a child uses a word , it may not have a functional meaning 

f or him in the ·nt pe sonal a a of prob l em-solving. 

In h enri hme t ro rm th t Spivack and Shure developed 

o t a h n ch.ldr n t o sole int rp rsonal problems, 

lan uage abili is ar tu ht as pr requisite skills. 

The concept f ne tion was included, based on the work 

of er iter ad nglemann (1966). In addition, to aid 

alternative nd ans quential thinking , Spivack and Shure 

incl d d uch polarit·es as "same-di fferent," "all-some," 

a app - d/ ad". 1 0 included w re cau e and effect 

or "·wl " " " "ma be, " "mi ht , " and "fair". s 
' 

s , 

n programs sue as pi. ack and Shure's 

Ner r=..0ec n the b lie a te lli ence does not 

nece to 
. 1 skills 1uuss (1960) ·~ 1. C rr e S0C1-I,_ •• 

founi ~th - g ch· re t at lthough scores on 
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causality t st describing · m erson 1 event s do rel ate 

to measured intel i ence , soc ·a1 usa ity test scores 

do not. In the·r stud with ct ·sadvantag d preschool chil­

dre n , Shu e, pi vac , and Jae r ( 9 71.) found that the 

a bility to use the • n li la u ge , s rn asur don the 

Peabody Picture oc b 1 r Test , not si nificantly 

a ect th res lts of he PIS T st Seo e . In another 

study by Sh re , 

1974 ) 257 e t 

r plicated rli 

evmi 

t C 

st 

, 

r n e 

. 
l. s. 

i er in 1973 (Spivack & Shure , 

studi d, and the indings 

I e dif · ·r ential bili t y t o 

c nee tual · ze 1 ernativ olu · ons as found not t o be 

a funct ·on of Q ( mea ur db the Sa ford - Bi et ) 

r o f m e erb 1·2 tion hile bein tested . Knowl edge of 

IQ scores ct· 

adJus m nt. But nowl dge of alte nat· e thinking ability, 

in calla orat· with IQ scor , significantly increased 

P e ive ability of b h vior . This study seemed to 

i ate 

ev 1 of 

at he e~tent o which in elligence affects 
' 

j t t s determined by the degr e to which 

th t e of I t st m sured iriterpersonal probl em­

soling thi ing . 

In • t of tle e st ie it ould seem t hat certain g 

1 n s ills are bas to both oble - ol ing ad 

. . 
d et t process s th t seem t o 

]_ :'\. ]_ 

' 
co 

. te rso 0 lem-solving cannot be n )_ 
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mer e ly mea u d y IQ tests or other mea ure of an 

i mper onal n tu e . 

k and h (1 74) ba e thei enrichment 

program on seve n inc iples: 

1. 

2 . 

3. 

eac i 

ki ll s 

chin 

famil ~ r 

ro 

r 1 r ·on 

o er qu· s i te lan ua n hinking 

for te chin probe - solvin strategies . 

o f new cone p sin the context of 

ant nt . 

cont t focus don . pea le and int erpersonal 

r t h tan obj cts and ir personal 

it tions , 

4. Ta h · n of a plicable concepts rather than 

o t mrnar, 

5. e ching patt r ns of seeing solutions and e aluating 

the o t e sis o f their pot ntial consequences 

rath han the ab o ute rn rits of a particular 

elution to a probl m • 

• Encour ing the child to c eat his own ideas and 

off r th rn in the cont t of the problem . 

7. c n problem-solvin skills not as ends in 

t emse l e but i relatio to the adaptiveness 

of e t b ha ·or 1 adjustment , 

I sumn1ar· o the lit tu e re i w, it would seem that 

a en hmen ogram s es ng empath and problem-solving 

s __ 1 s e corpo 1. n o f langua e pre equisi te 
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fic i 1 o r sett · n e groundwor k 

for oci 1 ornp n e . Si c e c r t r e s arch t h t st i ed 

th al 1 of t rn ve h ink · n a nd 0s1.ti e b havior 

(B ss 11, 1973 ; L· ckon 196 • 1cDona 1 a lson , 1971; 
' ' 

uuss , 1960 ; J e rn n , 1 67 ; Spiv ck & hure , 19 74 ) 

s e d 0 h 
. 

i phasis pr UC enco rag g 1 gs , 

int 
. 

ill b nde t ot n t udy . lS r a p s 

p rrnissio was ob ain m pi vack a nd Sh r e t o use 

p rt of their r o rm in h· s he is tudy ( s e 

pp dix ) • 

Th - presen t st u s d an eight - eek ob l em - s olving 

r i chment l rnente by 
. ncr d a ctivities p 0 rn 

n mpathy corn hens·on . B C use mos of t he ork done 

by hure n d S iv ck had b n done with b lack inner city 

oun st t . rch t mpt ed t o study the va lue s , ]_ s 

o f simil r ap r oach fo r middle c l ass youngs t e rs. 



CHAPTER III 

METHOOOLOGY 

Subjects 

The subj ct of this study were enlisted by the 

X m n r by ant cting nursery and day care centers 

th c·ty of D non, Texas The program was explained 

o h c nt r d ctors and teachers; and participation 

wa r u t d. Thre different, independent day care 

C n VO n rd to pa ·c·pat in the study. 

C nt lo a d to erv middle class families were 

ct d be au o th lack of study done with this group 

y sp·v k n Shure (1974) and because of the possibility 

hildr n rorn more deprived backgrounds might lack 

n ss y verb 1 communication skills requir~d for a 

shor - rm program (Borke, 1971), A study reported by 

Bo rand Cumm·ngham (1972) found that lower class child-

n n ompa ·son to middle class peers showed greater 

i mpul · v·ty, low rs If-esteem,. lower curiosity and lower 

ta o pletion dive. Since this . program was short term, 

n a mpt o void sp cial 1 rning problems found in 

om lower clas backgrounds was regulated by choosing 

hildren from middle class families. 

27 
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In an at ern p to control the a out of s chool 

exposure exp i enc d , o ly those c ildren who 

p rti ip d ·n 1 y c re experienc e were studied. 

A q 1as i - pe i e 

of th e contr 

1 desi n of intact g oups consisting 

g ou sand hree ex e rirnental g roups 

a din hi y . Te childr n co posing the 

grou wer e f o o ing : 

The e perim tal consi ted of . 4-year-olds r oup nine 

f r om I id . Kor 1 D Car C n and seventeen 5 and er 

6 - e r-o ( . 
h in and nine in the other) s on roup 

from the Fi s a p ay urs ry. 

Th c ontrol . ted of . ht 4-year-olds roups c 1. ]_ 

nd 
. h t 5 6-y r-o ld from Little People )_ 

a sc oo , n s e 5 and 6 y ar olds from iddie 

orra. 

n total , t hee e r 23 chi l dr n in the control 

r a d 26 h ildr n in t e experime ta 1 gro-ups • 

The t r ch r int e xp r · me ta l groups partici ated 

. 
in t e . in r 1. p 0 ram a d cod cted the enrichment program 

n he i s oorn . he t achers in the control groups 

con t heir l a ses n the·r·tra 1tional manner. 
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I n 

Th hool I nt r personal Problem-Solving Test 

Th. t e s t m asur es the child's ability to name 

1 ernative s o l ut ·ons to two life-relat d types of problems1 

ways a ch . ld mi ht ob ain a toy from another child and 

ways a c hi l d mi ht a vert his mother's anger caused by 

hi da rn g · ng property. In their book, Social Adjustment 

Q_ Youn Child n, (1974) Spivack and Shure described 

h t s I 

For all peer problems the child had to concep-

t l iz w ys on child might obtain a toy from 

n th • The xperim nter showed the subject 

p· t ur s, two of childr n and on of a toy, 

nd h n (fr· s anc) saids H re's Johnny 

( oin ·n to p cture) and here's Jim (poi ting 

o noth r picture). J ohnny is playing with 

t hi s hov 1 (pointing to picture of shovel), and 

h has b en playing with it for a long time. Now 

J· m w nt a chance to play with this shovel. What 

n J m do or say so he can have a chance to play 

wi th t h i s hov 17 

he procedure was designed to elicit as many 

i f r ent solutions as possible from .each child as 

went t hrough variations of the problem situation. 

w chara ters and a new toy were presented to elicit 
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n w r 

·nstruct·o 

on and o rn in ain interest. The 

w r wo d d to ncourage the child 

o i ea · fer nt solution t o each new toy and 

se of c acters. Th 'hi was presented with 

but i v n diff rent solutions w re given the 

p r·m nt r continued until the child ran out of 

options . 

o authority robl rn the child had to 

once ualiz sp c·fic ways to avert his mother's 

n fo acts of property damage. The same 

po dure w followed; after one solution, new 

hr ter and an w act of property damage were 

p d 

ubj cs 

d 

po s 

ct · fr nt olution wa sought. (p. 12) 

w r r cord don a PIPS T st Sh et . 

A h.1 ' s car con ·std of h total number of different 

olu i ons v n to hes ori s (see Appendix B). 

·ty of Test. Over a four -year period, 

the I S T st w us din several different research studies. 

Th rnaJor • ndi ng consistently replicated over the w re 
. 

arch 
. n ir r s rio • 

Ba 0 b havior scale on whic·h children were rated 

by th ir t ach rs , two ab rant behavioral groups emerged-­

·mpul ·ve and inhibited . Validity is claimed for the 
/ 

b cause the measure discriminates between 
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chic en ho e in th de ee of beh vioral adjustment 

exhib " e int e c as sr o a b c g round, ad in the fact 

o nted for by genera l verbal that these 1-·n ; n s .L :, no 

output during t t·n or by 1 el of i tellectu 1 functioning 

(as as meas e y th ab d Pict re oc bulary Test , 

Slo son, a nd St n ord -Binet). 

Furthe mor, foll \i control ed search training 

pro rn ( iv k h re, 1974) hr was found a direct 

re lationsh·p e ween i ro ment . skills mea ured by i.n 

th PS Te t and i prov ent . 
the beha ioral adjustment in 

f bo h im u l . 
nd 

.. ib t d ch·l predicted . l e ]_ ren , as s 

"In m, li 
. 

h V 1. 0 I I t is evidenced by the 

res rch . 
nt at1.on of beha ior its relation-]_ roups, 

sh1. to soc . . ·t consi tent change with o- e omic roup, 

chan e i n o et dj s ment, and its relationship to 

p ci f1 cally · e e on 1 b h v·or"( hure & Spivack , 

Test 

a 

e 

t 

me 1 

( , 

s 

dd. 

nua 1). 

of 57 random 

liability was obtained ·n 

elected f our-year-olds on two 

a e o c 

fi s • 

or the 

ion, the econd occurring one week after 

he r e ia ·1:t coef icient was _ .72 . The 

p e est w s 5 ,39 (.fill - 2.24) and 5. 72 

2.5 ) fo t e posttest. I is difference \vas not 

ist · 1 fica t (_ -1.37, df - 56). In ig -
. asure ent EM ) as obtained, 

st n r erro 0 
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indicatin th oun 0 hich a co e m y change from 

one ek to the t with hi p c ·f·c r oup. The 

obt in d SE as 1.27, indica . 
tha a cha . 

0 ge in s core 

of t ~o or 

chan e . 
in 

n error 

respon e c 

sco e r 

10 p irs 0 

97% (Te t 

The 

• 

Th ·s 

w r n SC 

res a rc ( 

sp · ck n 

· bou· by t 

h 

. 
th r )_ 

f t e C 

fac 

( one 

. gr s 1. 

rnor 0 the IPS may be vie ed s i gnificant 

bility to t . nk 0 . a terna iv s rather than 

n he sur i lf Test an 1). 

• ith rainin and cl rit of 

c ti.on , . ted . n the Test tv nual , s as 1. 

• t · 1 . h h wn ·te h·g Between ]_ 0 e • 
. des , yie a r liab·lity of J s onse e 

anua 1). 

. 
nt the only . this e 1- s scorer 1n 

ale 

SC e has en de i ed f o X nsive early 

1 d velop nt an ref· ed du~ing later 

. 974) . It has been used by l_ u e , 

s r o a s ss havioral hange bought 

pro m- olvin pro ram . 

t n beet o sits o seven .i tems which 

at r 0 hin n terms of e o ert behavior 

l d . 1 e e en ·t ms efine t hree behavioral 

( ) di C lty in del gra ification , 

es 0 e tio 1 up et, and (c) social 

pr ems of i mpulsi e ess are nes • ino 
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o s fa ll into the rang of 38 to 42. 

A c rs incre se into th 50s, severe impulsiveness 

s ·nct cat • Chi l ren sco ing neith r overly inhibited 

no · pul ·v may b onsid rd behaviorally adjusted 

Four o her b haviors that have been shown to relate 

s· ni ic n y to probl m solving skills and t hat Spivack 

nd Shue (1974) ad ound to improve through their 

mou ly , (b) 

or no h 

mar : (a) i f a child functions autono-

he hows initiative, (c) if he shows concern 

hild, and (d) if he is liked by his peers. 

h b h v·ors al o list don this scale, but were 

no u din h·s t udy (see App ndix C). 

Pro dure 

0 w kb for th st rt of the enrichment program, 

w 

p 

d h 

m nn 

ns u 

t ol 

h·lct n 

choo 

. u rin 

C 

th 

n C 

d on h 

xp m n 

r 8 w k 

a h 1 

• 

• 

ch child in their class using the 

Pr·or to the first rating, they 

us of this rating scale. The 

1 t chers again ·rated their 

Unfortunately, . the experimental 

t h r t a ching position after 6 weeks, 

compl t her final rating at that time • 

ontinu d the program with her children. H 

Th xpe • m nt c ers did an additional rating after 

0 · hm nt. 

h w admin·stered to each child in 
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bot h ont ol nd 
. ntal as a pretest a x p rm roups, 

w k prio 0 ·h e t t of th nrichrnent program and as 

p st h k • diately following the completion w 1-mrn 

f th p ogra • Tw oh t e rs assisted the experi-

m nte i a m· ni s t ering th IPS. A training program on 

t admi n i st a t i on wa conducted with these testers 

ri to n. Each t ter gave the pretest and 

post t o th me children. Tests were administered 

i ·v·d l ly o tside o th classroom. 

T ng 

w kly a h r tra · ning • were conducted for sessions 

h thr t ch r 0 the exp rimental group to provide 

• h m wi h h n C s ary ma erials and script to conduct 

th -w m. 

Th s t rn n with the teachers was orientation 

o xpl ·nth bas ic conten and proble~-solving goals 

o he pro ram. Tac ers w re introduced to the main 

of h er pt to b us d and how the program was 

d. T y r also introduc d to the Behavioral 

ng Sc 1 and ·nstructed on it use • . 

Th s con rn ing w s devoted to demonstrating 

h 1-n ·t ·a1 1 ons t be us d the following week. 

ons r acted out to ensure familiarity with the 

g m s nd d alogue before conducting them with the 

h . 1 n. In 'on, the informal use of the script 
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h ou hut h chool day was explained. In the meetings 

ht wer o ollow, previous lessons were discussed, 
. 

h c·a1 mph • son any probl m w sp teachers may have 

n o nt r ct. ms w·t "di · f. cult" children were 

v lua d • cu s"on nd rol -playing of next week's 

. 
1.p s w s con e • 

Th r spon . bi 1 · . of th teacher within the s 

oups w 1 (a) to participate in 8 weekly 

t ons, (b) to conduct the da·ly enrichment 

h·lctr n using the ma~erials made 

av ·1abl n s·ons, (c) to encourage the 

0 h n w k"ll taught in the children's group 

on .ho hout the day in informal interaction, and 

( ) 0 omp t th 3 behavioral ratings of each child 

d • n 

T 

oup d 

n r 

m n n 

m n 1 

th . the program. ion o 

m 

orm 1 nrichm nt pr am. was conducted by each 

las room setting. Children were 

ound the teach r in ~n arrangement to facilitate 

tici t·on. Grouped sessions were held in the 

V ry 

t 

y o e· ht we ks, nd ran from 5 to .10. 

or rn t rt nd b ilt up to an average of 

o 5 m by the fou th week of the program. 

Th rm ·n r of the day~ activities were continued as 

1. n orrnal us of the program content was stressed 
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du ·n social p oblems wi hin the classroom as teachers 

uid d th c ·1ctr n to use concepts developed in group 

s ans. T neral t opic areas included in the 

pro m w I 

n , li tenin and p ying attention skills 

Establ. m nt of bas·c word concepts 

no rn nt to 1·st n nd learn from others 

Inc s·n awar n ss o others 

motions (word-concept s) 

L arn·n how o reco nize emotions in others 

S 1 -awar 

My e ·li 

s 

, thou h , and behavior--good and bad 

Individual pr ferenc s 

P opl are hes me and different 

Resp c o th rights of others 

What happ n next--or what might happen? 

Cu lity--why ad because 

Cons ue nc 

nd anding how we ffect others and they effect us 

rn s , harin, kind b havior 

r w print don sheets of paper that 

fol d ·nto 5 X 8 cards and held comfortably on 

h 1 p. o ramp· tures were obtained and duplicated 
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from ma az i nes nd oloring boo , an gi n as needed 

durin 

constructed byte 

ession . Progra~ puppets were 

e · mente . Cop et pr g~am 

con ten and dia oc e c n o n n Spivac and Shure's 

boo ,. , Soc · a l 0 

pro ram idea ,ere obta·n d rom Be 

h1 1man d e v lo m t ( 973). 

Additional 

11' s work in 

Du i g the " ~o " ro rm instr t ion, behavior 

modific t·on 

expe i menta l 

hniques e z it t e p· eschool 

OU c · 1ctren to ncourage listening 

skil • Sm 1 a oon 

e 'good 

nd st mps ere ven to the preschool 

child en ho rs" d ring the sessions. 

All e periment 1 roup t ch rs ere encouraged to use 

fr u r e n ecognition f or those children 

part1. p n du i ng h orrnal sessions , and those 

chi ct en utili z · n pro ram con pts in informal problems 

hro ghout h sch ol day. 

' 
n u may , an ei ht - \ k nrichment program was 

co du ted ith to kinder arten nd one preschool class 

. inder artens and one in n -on . o ot1 r D nton 

pr SC oo l C ass ere cont C ed f or controls. Pretests q.Ild 

po t .sts er ond cted alo ith e cher ratings to 

a s s p ogr rn im act . 



CHAPTER IV 

ANALYS S OF DATA 

Th ba ·c purpos of this study was to ascertain 

h th r a co ni ive problem-solving style could be 

t ton y nd kind r arten children through 

· ht-w k chool nr·chment program and whether 

ch wold occur nth clas room from the program. 

Th firs obje ve of this analysis was to determine the 

ch n e in v rb 1 probl rn-solving style as measured by the 

T t . The cond objective was to report classroom 

b h . vior 1 han es . This chapter has been divided into 

wo major ections, each one corresponding to the two 

obj c ive. 

P PS Analysis 

t Analy is of PP~ 

us·ng the PIPS pretest scores, experimental and 

ontrol roup sea es were compared for ~quivalency 

a th .OS level o significance using the~ statistic 

(s Appendi D for raw scores). 

·nctergar en children. The equivalency of variances 

o pr te t score for the two experime~tal kindergarten 

as e wa fond to be equivalent, f (8,7) = 1.89. 

38 
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Th s two oups indict d quivalency of class scores 

throu h comparison of pretest rn ans, l (15) = -1.65. 

Var·anc s for the two control kindergarten groups 

w re also f u d not significantly different, f (6,7) = .453. 

Class scor quivalency was indicated through comparison 

o rt t means, 1 (13) = 1.54, 

inc st tis ·c 1 analysis supported equivalency 

of cla cores betwe n the two experimental kindergarten 

C s a d h wo control class s, further PIPS Test 

nalysi w w~th the combined classes--one group each 

o f xp r·m ntal and control kindergarten children. 

Th s two kindergarten groups, experimental and 

c n ol, w re analyzed for homogeneity of variance and 

o nd qu val n, f (16, 14) = .495. Pretest means 

al o ·nctica ed similar mean scores,! (30) = .19 

(S T bl 1 or means). 

An lysis of pretest scores supported eq~ivalency of 

ors b w n xperimental and control kindergarten 

ch·lctren. 

Pr school childr n. Only one class of preschool 

hildr n c mpo d h experimental group and one class 

he control group. Equ valency of .variances of pretest 

score was established, I (8, 7) = 1.731. Comparison 

o pret st means indicated equivalency of class scores, 

(15) = 1.03. 



n 

n 
,·~ s. 

I 

Tabl 1 

n Scor nd Sand d D v·ation of Score 

I Pre- nd Po t-Iest with 

F·v - and ix-Y ~ar-Old 

X rim ntal Control 

te tes Pr t t Pos 

7.65 0.41 7.53 8 . 27 

1 2 06 2.56 1 . 58 

2.76 , .. o. 74 .,~ 

test 

n o.os 1 V 1 of significance (t - 5. 19) 

Tabl 2 

M n Scor nd Standard D viation of Score 

M an 

-
. n 

, 

on IPS Pr - and Post-Test 

w· h Four-Y ar-Olds 

' 

E perim n al 
I 

Control 

r test Posttest Pretest Posttest 
' - ~ 

3 . 9 6.00 · 5.50 6.75 

3 .59 2.55 2. 73 1.58 

2.11 ,, 1.25 , 

~ s· nific nt at 0.05 level of significance (t - 2 . 74) 

40 
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Analysis of pretest scores supported equivalency 

of sco s b tween experimental and control preschool 

• 

Pos is of IPS 

A rn·n·st tion of the PIPS Test was repeated as a 

p s test for bo h the xperimental and control groups. 

A alys·s of v riance and the f statistic was employed 

and o t m n c mpared using the~ statistic at 

p 

h 05 vel of sin· ·cance. 

-------~~;;...;;...;n~c~h~· ~i~l~d~r~n • Variances of kindergarten 

t st cor 

on rol · roup, 

w e quiv lent f or experimental and 

(16, 14) 0 1. 706 • . In reference to 

T ble 1, analys·s o posttest means found the control 

rou 's m n s· nificantly less than the experimental's 

man, 1 ( 30) = 3.268 . This finding supports the 

hypoth s of th· tudy , that the group of chi~dren 

r c ivin th nrichment program will significantly 

in r a th r ability to verbalize alternate solutions 

to so ·a1 roblems, as measured by this test. This 

I est an lysi a l so supported Spiv~ck and Shure s 

r· ndin (1974) that a program teaching problem-solving . 

sk ·11 can increase the child's ability to verbalize 

1 em te sol t· ons to social problems. 

Preschool children. Similarly, variances of postte5t 
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scor so h to pres hool grou w re e ivalent, 

F (8 , 7) - 2.6 . In fer nee o Table 2 the as umption 

th t the xp rm n 1 4 - y a old i c ea ed their 

scores signif · ly h n c pa d to the c ntrols 

was reje ed , ith a ly is of posttest mean finding 

the control oup scores ual to or reater tha n the 

experim n al ro p , t (15) - .7 7. Thi finding is 

in confl·ct · th the r · st h poth si · f th·s study 

and p k and hue ' in s (1974), that an 

enr chm nt 

po t est sc 

or m of r le - olv·ng sk.11s increases 

on t e PIP Test. 

Dif t Scores 

In an at t mpt to cl i y he program 's ability 

to i res v bl probl rn-solv·n skills for 4-year­

ol s, a we l l s kind rgart n chil r en , pre- and post -

tes sores on e I T st were compared at the 

.o 1 V S n anc ·thine ch of the experimental 

and on r ups to determine i nificant gains in 

core . 

n efer nee to le 1, in com aring the mean gain 

b~ veen pre- n post-te t cores or oth experimental· 

an 

ex me 1 

t ( 6) 

) -

i de ga t n 

sco e a1..n a 

oups, as was expected, the 

f o d to be significant , 

. 9 . e c ntrol sco e ga las not significant, 

.o 8. 
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In re erence to Table 2, in comparing the mean 

gain b tw n pr - and pot-test scores for the two 

pr chool roups , the xperimental group gain was found 

ign ic n , t 8) = 2 .735 whereas the control group 

not significant ,~ (7) c 1.49. This finding 

ht though the experimental group o f 

school rs' scor s failed to be significant over the 

control rou hey did gain . nificantly • their , S1 in 

pr - d 0 t-t s co s . This finding may suggest 

h h u .h pr t t score qu1va ency of the preschool 

ch.ld n w s por ed statistically at the .05 level 

of s n C nc th 11 rnple • reduced the 
' m s Sl.Z s 

pow 0 t o ct· c rn diff rences. Reserved 

jud m n r g ct·n th wor h of a short-term enrichment 

pro ro ·s warranted, based on this analysis. 

a l Ratings 

a s 

hre b h vioral adjustment f actors of each child, 

d t ·hro h a ratin scale o f one to nine on the 

H nm n r - hool B h vior Rating Scale (Appendix C), 

1 ( ) · m tint b havior, (b) mo~ional behavior, 

and ( c ) a gressiv b havior. The control group teachers 

d" a pre- and pot-program rating on each childi and the 

xp rim ntal roup t achers did a pre- and post-rating , as 

11 n a 

o ram . n 

t'onal rating half-way through the enrichment 

nd tandard deviations were com~ted for 



each rating pr • ~ne e t a c he r a ter reliability was 

not heeled , beha ior ratin wer ot comp red among 

. r 1ps . ( F r 

The . at · 

SC r 

ans n 

t i g s e App dix E) 

each roup r p s n e 

ndar ct viation (SD) for 

n i gu r es 1 n 2. Groups A 

throu h , re th per· m n al gro s , and D through F 

t e ont ol oup . These i res i e an o erall ·picture 

of he e . r e fa e si en ss fond in each classroom a t 

the t t o t p og amp riod d at the completion . 

Acc o ct · n -o p i ck n Sh · re (1974), who developed this 

rat · n s l or ' . i n t he r n e of 38 to 42 reveal minor 

pr 1 ms im 1s ·v n ss ad a 8 ression. As scores 
. 
inc eas in o he SO's, s ve impulsiv n ss and aggressive-

n ar i d . The bro n horizon al line on each 

f . u e in th score r n e f 32 indicates "normal" 

beh dj ment s m asure d y this scale. Scores 

fa 11·n be lo th no mal ran e show varying levels of 

. B and C 

A 1 f s t rt · g s by he teaches resulted in a mean 

sc r a bo e the orrna l rang of b havior, with Group C · 

lo e 

. 
r emind 

ive-a 
,. 

-ssive nd Group B e -mos t mi 

no a ( s e ure 1) . SD within each group · 

const n from t f irst rating to the third • 

e g test v i a ion from them an occurred in Gro PA, 
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ng bo h ingly aggr ssive and inhibited 

b h v or. Ev nth ugh th man score of Group A decreased 

h hird 

1 .... han 

ng , S r mained fairly constant, with 

em b hav i or. 

rou Cs D also i ndicated extreme behaviors, with 

prim 1-ly r siv rath r han inhibited behavior. 

occurr d ·n mean score and SD from the i ht h n -
firs o h·rd r ting . 

Go p B' s 

th n ny oh 

ha iors lu er d closer to average 

g oup ·nth tudy. The SD remained -
m 11 n on th oughout the rating , with a slight 

r f om i st to third rating. 

b lo 

a 

me 

V 

h m n 

V n 

---Grau nd F 

n s by th t hrs of this group vary 

v -impul v (Gr oup E) to slightly 

(G ou F). (S 

• 

om th 

or o f Group D would indicate slight 

h SD of th·s ro p remained fairly 

i t to last rating; with large 

d v · ion rom h man, ind·ca~ing extremes in both 

V -im ulsivity and inhibition. This group'•s 

h d in mean score, n .· nd · at d a lig· t ecrease 

wi no c abl h n e ·n SD. -
G p I m n core on both ratings identified this 

y mu ·v -a gressive , The first rating 
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in icated pp iab l e a un o d viat·on from the 

mean , ith so e h . l e rat: ·n . pulsive ive , and ggres 

othe s clo er to or 1. Tl e econd ra . indicated a in 

. slight nc a e in ean gr s 1. eness an l e ss eviation . 

Group F ' s me C r so ncre ed rom the first 

to s cone rat · ng ; rom s i ght ly lo verage to sli htly 

bove (aggres ive irnpul s · 

s1· htly . 

) , it t he D d-c . -sing 

Bot Gro p ( rim t 1 4 ' s) and Gro p D (control 4's) 

e hi it d beha ·o . 
p -te ns vi i mi ar mean scores and 

stan ard d i ons . Becau s similar behavioral changes 

oc red in bo es ool control and prim ntal 

go ps , the r e r h co cedes th t the change may have 

occ r in t h xper· mental roup as a result of variables 

ot e than the en ichment program . 

The k . d r ar n group ho more noticeable 

and C decreased d ffer n e . E pri m n al roups 

at1. 

cl , 

e b havio from the first to third 

T. ou . t i dee ease as not great , it was a 

h reas both o th control groups E and F 

increc. sect ag r ss 

f. ct· g ma 

stud. t 

rogr rn ·1 ncr 

u 

e 

beh vio iit in the same time period . 

o t the second hyp t esis -of this 

r · c·pating n thee richment 

e in po 'tie soc · 1 beh viOr , 
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a • n rs iv hav·or by control Group E, 

d r a in SD, po es an interesting question for 

u 

a c study, Do hi hly aggressive-impulsive 

w·t in a 1 s i nf ue ce the less aggressive 

ssive im ulsive be avior a a means of 

ly wi h his p ers? 

of the ornpl xity of human behavior, no 

C 

h v or 1 ch n 

lationship can be stated about 

in this study. · As a result of 

th b vioral rat·ng, it could be surmised that the 

h 

r 

s lt su o t the r rch don by Kagan et al. in 1964, 

• m 

t 

1970, 

th . nc 

on h 

s ch 

nt • . . n 1 

n sp·vack and Shure in 1974, suggesting 

ased bility to verbalize alternative 

a poi iv effect on social behavior. 

e l that th uncontrolled variables 

t dy, uh as teacher percep~ion, do 

no a low for he justification of the second hypothesis• 

m 

n increase • n positive social behavior • 

In summary, the findings of this analysis support the 

t yo h s 's o this study, that children receiving an 

nr· hm t pro rm, w n compared to those who did not 

C ~ V e program, si nific ntly inc eased their ability 

rnat olutions to social problems as 

d by th PIPS Test. This analysis was unable to 

con ibute conclusive support for the second hypothesis 

y pro ram-related behavioral changes. 



Sum 

Th obl m oft · ud as t o t rmine the effect 

of ei ht - nri h n ro r 1 f 
. 

t personal 

o ni . 
1.. V on eschool d inderga t n children ' s 

a il · ty o han soc . 1 p obl it 
. 

the chool m 

. nv1. onm nt . 

Child · or e y es 1 ct d from two 

pr s c ool and e n a t en ocated in Denton, 

• Twe ty . i x our t hro h six- yea -old children 

om ed h e perimen 1 o s , ad t w n y - th e children 

co pos d he ontrol grou s. Th exp ri en al ad control 

8 o 1ps cons i st d oft o class of five and s ix-year-olds, 

one 

h -

training 

in their 

fou - y ear old • The hree teachers in 

i n 1 gro par ·cipated in an eight-week 

o am and conducted the enrichment program 

a roo • T ch rs of he control groups 

ec i a l rain · n an conducted their classes 

int ,er rad · t · o 1 man er . C ildren o f all e~peri ental 

n co o g oup v r dminist red the PIPS Test as 

.. ) et an st , ad scores re analyzed 

so 
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11 grou 
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· n· icant po ram gains . Teachers of 

ct·ct a pr - and post-program behavioral rating 

of ah child ·n h ir lass involved in this study. 

T ch r h 
. mental ro p did an addition 1 X 

. 
m 1. -p 0 r m b h v·or 1 ratin • These ratings were 

b 

ss to . . . ght into b havioral changes during V n 

h -w k rm dura ' on. 

A ly . of p s T st indicat d a significant scar s 

n r n c r fo th kind r rtep children receiving 

m over th kind rgarten children h 

r 

m 0 

• V n h pr ram. An ly i of pre- and post-

co nc o the k·ncter arten experimental 

d 

d oup 

mp e - o o -

n· ·cant gain , whereas the control 

·1 d t make a significant gain 

ting. Comparison of preschool 

on o and x rm ntal roups fail d to show significant 

s in 

op; b 

nc 

obl - olving scores for the experimental 

u th ran lysis o pre- nd post-test 

0 

a n n c • Th 

rim ntal . group, noted significant 

on ol f ours made no significant 

f m pr o post-te t. 

nd o t-pro rm behavioral rating assessment 

n d t d r a in a gressive-impu~s~ve 

( u i a sl ht ·ncrease in positive social 
,. 

vior) or he two classes of experimental kindergarten 
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n. A . r SS V b havior increas d slightly for 

th ant ol kind r rt n children. Th behavior rating 

0 o h n 1 a n xp rim ntal pr school children, 

ow d sim·1 b h ior ch n , with a slight d er as 

in rs iv b h via . 

Throu h ch p 0 rn val ation, the teachers 

who r p t d 
. 

h nr·chrn nt program stat d th ir n 

n ra l . with progr m concepts. They noted a ion 

n n r r ch1.ldr n's awar n ss of feelings 

nd ns nc of ctions. All three teachers stated 

th t h y would conti u u in thi approach in future 

h n y r s , nd thy would r commend the program 

too hr ·h rs . 

w 

Conclu ions 

Th findin s of his study su get that the eight­

nr· hm n program of cognitive problem-solving 

·11 ·s 1·k ly to incr ase h four through six- year-

old ch.Id ' s ·1i y to v rbalize alternative solutions 

o oc·a1 probl ms . This study was unable to provide 

·con lu iv v d nee regarding changes in positive social 

beh vio r ult n from the enrichment program. 

B a 1.or 1 rat'in suggest a slight increase in positive 

b h vior for e k·nct r arten experimental group but , 

a e of neon oll d and intervening variables, no 

u f ct co clusion can be drawn. 
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R tions 

Ba d u pon h indings , observations, and subsequent 

n l u ·o s o f th·s study, the research r submits the 

f ol o n c omm a ons 

s 

0 

b 

a 

1 

d 

to 

( a ) Alon 

h v·or 1 n • 

stu y is necessary for recording any 

sim·lar study should be conducted 

n . he chool year and lasting nni 0 

1 h of t'm • More adequate and numerous 

h V 0 1 should be utiliz.ed and,if possible, 

(t r) r 1 · ility c ked, 

( ) T a h am valuation suggested that more 

h ul b p ac don th "informal" part of this 

,w n a tra·ning on th types of dialogue· 

r h to s dur·ng social conflicts within their 

ro m . 

( ) ound th tit was often difficult to 

a ly con uct a "ormal" program lesson with the 

1 1 s p c·pating at the same tim • For maximum 

b n f . rorn th group lesson, .the ideal situation as 

u z by s . 
a k 

u ar p tion 

C 

n a 1 

and Shure (1974) would be smaller 

per te cher. But, without additional 

·ctes avai able, this ideal situation 

or the av rage kindergarten -or preschool. 

o mod· ct· n techniques may need to be part of 
,. 

h . o ram to insur optimal child participation during 

h rm 1 int on. 
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(d) As ssm nt of th impact of the initial preschool 

experi nc in chan ·ng ag ressive-impulsive social behavior 
. 
1S n d . 

( ) A ·m·lar study h ul, be done incorporating 

a ·h r r t · n s , whi h could then be analyzed in relation 

to 

mp 

b n 

wh 

dent gr siv -impulsive b havior and program 

t. 

( ) Th ·mpl m nation o th·s program may be most 

w· h e hr t aining ta college level, 

thi roach could be tau ht in conjunction with 

oth m thods o d aling with cl ssroom social problems. 
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APPENDIX A 

E H ~-I MANN M EDICAL COLLEGE & HOSPITAL OF PI-IILADE LPHIA 
PAR T M E N T O F M E N TA L H E A LT H S C I E N C E S COMMUNITY MENTAL HEALTH SERVICES 

!fl PH I LAD · LP H I A 
II NORTH BROAD ST EET 

November 8, 1974 
ilADELPHIA , PA. 19102 (215) LO 8-0860 

Ms. Judy Christianson 
2503 W. Prairie, #1 
Denton, Texas 76201 

Dear Ms. Christianson: 

We are pleased that you have found our book, "Social 
adjustment of young children", of interest, and plan to use 
our ideas in your thesis. 

Certainly feel free to use our script. That is why 
we put it into our book. If you want copies of the test, 
please write to Dr. Shure telling her how many you would 
wish. 

I know of programs teaching empathy skills to young 
children, specifically some work done by Norma Feshbach at 
the University of California in Los Angeles. You might 
write to her. 

·, 

If I can be of any other help, please do not hesitate 
writing. 

GS:bw 

,,, . 
Sincerely, 

ack, Ph.D. 
irec r, Research & Evaluation 

Community Mental Health Center 
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APPENDIX B 

PRESCHOOL INTERPERSONAL PROBLEM SOLVING 

PIPS TEST 

~hild' s Name 

School 

Teacher 

Date 

Experiinenter 

Myrna B. Shure, Ph.D. and George Spivack, Ph.D. 
Hahnernann Community Mental Health/Mental Ret~rdation Center · 

Department of Mental Health Sciences 
Hahnemann Medical College and Hospital 

Philadelphia, Pa. 19102 
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INSTRUCTIONS TO CHILD 

We wa nt to know how children think about things. I've 

got some p ictures and I'm going to tell you some stories 

about c h ildren. I'm going to tell you the first part of the 

story, and I want you to .make up the rest of the story. I 

want you to t el l me what you think the child could do in the 

story. Prete nd all the children are (age of S). O.K.? 
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PIPS TEST 

Peer Problem 

1) Truck (Doll) 

Here's A (e.g., . Johnny). 

Rea~ name w~itten on Bicture and pl~ce picture 
upright again~t carrying case. 

This is B (e.g., Jimmy.) 

Place. picture next to the "A" character. 

Can you tell me what this toy is? 

Lt child respond, and correctly identify toy 
if need be. 

s , a truck (doll). 

Pl ce th toy picture so it overlaps that of 
the "A" character. 

Now , A has been playing with this truck (doll) for a long 
time and· B wants a chance to play with it. But A keeps on 
playing with it. 

Memory Cue: Who's been playing with the 
truck (doll) for a long time? You can 
point. Let child respond. That's right, 
A [point to A]. Who wants to play with it? 
Let child respond. That's right, B [point 
to B]. 

Question: 

' 
What can B [point to B] do so he (she) can have a chance 
to play with the truck (doll)? . Point to toy. (See 
Manual for probing techniques [do, say, etc.]) 

/ 



2) Shovel 

Here ' s C. 

Rea~ name w~itten on Ricture and place picture 
upright against carrying case. 

And here ' s D. 

Pl ace pic ture next to the "C" character. 

And what is t hi s toy? 

Lt c~ild re spond, and correctly identify toy 
if need be . 

Go od, a shovel . 

Pl ace t h e s hov 1 so it overlaps the picture of 
t h e "C'' c hara cte r. 

Now, C na s been p l a ying with this shovel all morning 
a nd D want s t o have a chance to play with this shovel. 
But C keeps on playing with it. 

M mory Cue : Who's be en playing with the 
shovel all morning ? You can point. Let 
chi l d r espond. That's right, C. [point 
t o c.] Who wants to play with it? Let 
chi ld. reseond. That's right, D [point to D]. 

The memory cue might be shortened to Who has 
i t? (~hild points.) Who wants it? (Child . 
points.) 

Question 

What can D [point t o D] do s o he (she) can have a chance 
t o pla y with the shovel? Point to shovel. 

Probe ac cording to child's response as illustrated 
in Manu.ar. 

/ 
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5) Drum 

Present the pictures in the same manner as in 
previous stories. 

Her is J and this is K. And what is this toy? Let 
child respond. Good, a drum. J keeps on playing with 
this drum and K would like to have a chance to play 
with this drum. 

Memory Cue -_Judge need for use 

Question: 

What can K [point to K] think of to do so he (she) can 
have a chance to play with the drum? Point to drum. 

- -- ---~---- ~---------------------~---------------------~--~ 
6) Boat 

Present the pictures in the same manner as in 
previous stories. 

This is Land this is M. And this toy is a- -..---.,---· 
Let child r spend. Yes, a boat. L keeps on playing with 
this boat and M wants a chance to play with it. 

Memory Cue - Judge need for use 

Question: 

What can M [point to M] do so he (she) can have a chance 
to play ·with the boat? Point to boat. 
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7) Top 

Present the pic t ures in the same manner as in 
prev ious stories. 

Here is N a nd this is o. And what is this toy? 
Let chi l d res;eond . This is a spinning top·. Now N 
keeps on playing with this top and O would like a 
cha nc e to play with it. But N keeps on playing with it~ 

Memor y Cue - Judge need for use 

Question: 

What can O [point to O] do so he (she) can get to play 
w·th t he t op? Point to top. 

-~~~~-- ~---~-~-~~~---------~--~---~------------~-~---, 
: Extra Stories : 
I I 
I I 
1 Use only i f 7 different solutions are given. 1 
1 Al low the usual 3 probes but stop at the first 1 
I . I 
: toy for which no new solution is given. I 
----------------------------------------~--------------

8) Piano -

9) Teddy Bear -

10) Te lephone -
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Mother Problem (minimum of five) 

ow w 're going to change the story. We're going to make 
up sorn stories about children and their mommies. These 
are just pretend (make-believe) stories, O.K.? · Here's 
the first one. 

1) Broken Flower Pot 

Here 's P. 

Place picture uprisht against carrying case. 

This is P 's mommy. 

Place picture upright next to the "P" character. 

(Very dram tic lly) Let's pretend that P just broke his 
(her) mommy's favorite flower pot and he (she) is afraid 
his (her) mommy might be mad at him (her). 

Memory Cue: · What did P do? Let child respond. 
Yes, he broke her favorite flower pot. 

Question: 

What can . P do so his (her) mommy will not be mad? 

-~~~-~ -~~~----~----~------~~~------------------------~--~----~--
2) Scratch on Table 

Present pictures in the same manner as in story 1. 

Now let's pretend that Q scratched his (her) _mother~s 
wooden table and (very dramatically, sirnulatin~ motion) 
it made a big scratch or mark on the table. His (her) 
mommy might be mad about that. 

Memory Cue - Ju.dge need for: use 

Question: 

not be mad at him What can Q do . so his (her) mommy will 
(her) because he scratched her table? 

/ 
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3) Burned Hole in Dress 

in 

Now 1 t's s y it's this way. R burned a hole in his 
(hr) moth r's b st dress and he (she) is afraid his (her) 
mother might be mad at him (her). 

M mory Cu - Judge need for use 

Question: 

Wh t c n R do so his (her) mommy will not be mad at 
him (her)? 

~~~~-~ - ~~~----~--~--~~-~-~~---~------------~~~--~~-~-------~~----
4) Ton g in Book 

P nt pictur sin the same manner as in previous 
stori s. 

On d y Store some pages in his (her) mother's 
f vorit book and he (she) was afraid his (her) 
mother might be mad. 

Memory Cue - Judge need for use 

Question: 

What cans do so his (her) mommy won't be mad? 
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5 ) Brok n Win ow 

Pr 
pr 

pictur e s i n the same manne r as in 
stories . 

T w s plying ball. Th b 11 hit a window, and the 
w now-----,-----· Le child say broke. Yes, the window 
brok. H (she) was afraid his (her) mommy might be mad. 

Question: 

Wh can T o so his (her ) mommy will not be mad at him (her)? 

Stori s 

nly if 5 dif er nt solutions are given. 
All w th u u l 3 probes but stop as soon 

th child mis ses . 

It all right to start ove r with child 
ch r ctr "A". The child may say "I saw 
him lr ady ." Just say" "I know, you' re 
giving so many ideas we have to start all 
ov r with these pie tures of childred." Tl;le 
child will accept this explan_ati~n. 

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

6) Broken Dish -

7 ) Knock dover and broke an ashtray -

8) Brok a Drinking Glass -

66 



AP ENDIX C 

HAHNEMANN PRE-SCHOOL BEHAVIOR RATING SCALE (HPBS)* 
Myrna Shure, Ph.D. and George Spivack, Ph.D. 

Hahnemann Medical College and Hospital 

CHIL D' S NAME - ------------------
CHI LD 'S BIRTHDATE ----------
DATE OF RATING ---------------ii----
GE T SET CENTER - ----------------
YOUR . NAME ___________________ _ 

check correct box: 

• Teacher 

D Assistant Teacher 

• Classroom Aide 

© Myrna Shure and George Spivack, 1971 
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£mpatient , emotional, and aggressive ~ehaviors 

Think of the average 3, 4, 5 year old. Indicate how this child com­
pa res with the average child hia age and sex. For each item (considered 
sep rately) rate the child: 

,E 

"l" or "2"1 if the child displays the behavior less than he should 
bee use he i• too inhibited, timid or fearful. A ratin 
of "l'' reflect• more inhibition, etc., than does a 
rating of "2." 

3" or "4"1 if the child displays the behavior leas o ft nth n the 
average child, because his adjustment or matur i ty is 
better th n average. A rating of "4" describes well 
adjusted behavior, a ratin9 of "3" shows best adju• ted 
behavior. 

"5" 1 if the child displays the behavior being rated about•• 
often as the average child of the aama age and aex. 

"6," "7," "8," or "9": if the child displays the · behavior b in9 rate 
mpra frequently than the average child, ran9in9 from "6' 
(somewhat more) to ug" (very, very much more). Hi9her 
scores reflect greater amounts of negative behavior•, 
e.g., aggrea • ion, emotionality, and/or impulsiv•n•••• 

leaa than averag·e more than average 

~------- .. ---------------~---·· ---------~--------~---------• 

l 2 3 4 s 6 7 8 9 
little 

inhibited, more moder- quite very, 
timid, or beat well t _han ately a bit very 
!earful adjusted adju•t•d average average more more • uch 

TEMS 

• Persistent and nagging: 
persists when told he cannot 
have something. Nags, 
demands, repeatedly aaka 
for something 

· _Easi ly upset by peers: 
Exa~ples-when teased, 
pushed, etc. · 

• Easily upset by adults, 
qets very upset or over­
emotional -if things don't 
go his way 

• _Dominant:. bosses, 
~hrcatona, dominate • 
other children 

I 

--
5. Physically ggressive1 hit•, 

bites, scratches, pushes, or 
in other ways hurts or attack• 
other children in a free play 
situation with pee~s 

6~ Prone to emotional URset: 
reacts with immediate anger 
or upset if some other child 
interfere·s · with his play or 
takes something that is hi• 

7. Impatience: _unable to wait 
proper time or share, grab• 
~oys, unable _ ~o take turns. 
(Pleas~ notes• high acora 
shows more grabbing, and l••• 
ability to • hare and take 
turna) 



OTHER BE!!AVIORS 

or aoh o~ the•• item•, u• e the following _• cales 

Same •• ry li ttl Leas than most hia More than 
or non ·average age average 

l 2 3 4 s 6 7 

T hat degr e is ·the child (or does the child)a 

1. Al 
p ra 

to talk in complete sentences (more than abort 
or single word•) 

2 Compl t activities by himself 

• k out adult attention and • upport 

4 Gt t e point of what he hears in al••• 

• Abl to make himself understood with words 

6. Overcome ob• ta~les by himself 

7. Obliviou . to what is going on in cl••• (not 
"with it," seems to be in own private •closed 
world") 

8. Able to -apply what he has learned to a new 
tuation 

9. Ask for special privileges or special help 
· trom teacher 

10. Giv s an answer that has nothing to do with 
the ~ueation being aaked 

11. Wi lling to talk with peers (ask que~tions, 
give answers, makes verbal contact with other•) 

12. Makes you doubt whether he is paying attention 
wh n teacher explains something . to him · (look•· 
el . ewhere, has blan·k atare, faraway look) 

13. Show initiative in what he does 

l4. Makes irrelevant remark• during a cla• •r00• 

discussion 

ls. Want to be physically clo•• to teacher , 

l6. Initiate• claa • room diaou• aion 

69 

-

Much 
• ore 
than 

•••ra9 

8 9 



Sara •• ry little Le•• than moat hi• •. Nore than 
or n n average •9• •••r•9• 

1 2 3 4 5 6 1 

17 ct• d fiant _ (will not do what h• 1• a• kecl to· do) 

1. Shove concern and/or offer• help to a ohild in 
di tr••• 

• Liked by peer• (tbey •••k him out, eDjoy being 
it hi ) 

.. . 

,, 
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APPENDIX D 

IS T st Raw Scores for Kindergarten Children 

Child 

1 

2 

3 

4 

5 

6 

7 
8 

9 

10 

11 

12 
13 
14 
15 
16 

17 

Experimental Group Control Group 
Pretest Posttest Pretest Posttest 

8 

10 

4 

8 

8 

7 

4 

7 

7 

7 

8 

10 

6 

8 

10 
9 

9 

12 
9 

8, 

9 

10 

9 

10 
11 
10 
12 

12 
12 

7 

13 
12 

7 

14 

9 

10 
10 
10 

7 

5 

9 

11 
3 

5 

8 

6 

6 

10 
4 

-
-

9 

8 

7 
10 

8 

7 
10 

9 

10 
10 

7 
9 

6 
9· 

5 

-

PIPS Test Raw Scores for Preschool Children 

Child 

1 

2 
3 . 

4 

5 

6 

7 
8 

9 

Experimental Group 

Pretest Posttest 

8 

1 

5 

0 

0 

7 

8 

6 

0 

10 
6 

4 

3 

3 

6 

8 

9 

5 

Control Group 
i 

Pretest Posttest 

7 
3 

5 

4 

11 

7 
4 

3 

-

7 
4 

7 
9 

8 

7 
7 

-5 
-



APPENDIX E 

Raw Behavioral Scars f or All Groups 

G OUP A 

RATINGS NO . 
Child 1 2 3 

1 22 20 20 

2 37 33 29 

3 41 50 50 

4 53 53 38 

5 30 28 26 

6 27 35 38 

7 28 25 25 
8 49 47 43 

9 41 37 32 

GROUP B 

RATINGS NO. 
Ch. ld 1 2 3 

1 31 34 32 

2 32 32 27 

3 31 32 30 

4 34 35 34 

5 34 32 30 · 

6 38 38 36 

7 35 33 32 

8 38 37 38 

,,, 
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B.ehavioral Ratings 

GROUP C 

RATINGS NO. 

Child 1 2 3 

1 34 38 40 

2 34 37 36 

3 35 49 39 

4 50 51 43 

5 31 34 33 

6 38 43 40 

7 , 44 50 43 

8 34 28 27 

9 53 51 48 

GROUP D 

RATINGS NO. 
Ch. ld 1 2 

1 22 35 

2 60 60 

3 32 · 26 

4 43 15 

5 28 36 

6 24 35 

7 49 45 

8 37 35 
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1 vior 1 at in s 

E 

R TI GS o. 
Ch. 2 

52 44 

2 so 42 

3 42 46 

4 so so 

5 40 38 

6 28 43 

7 38 49 

8 46 1+1 

TI 1GS o. 
C . 2 

1 42 44 

2 19 24 

3 26 41. 

4 36 36 

5 43 43 

6 30 31 

7 ·34 35 
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