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An attempt has been made in this study to document

+

ART AS A THERAPEUTIC AND EDUCATION TECHNIQUE

<

the development of an effective Art Therapy program fbr a

specific populatién of 25 emotionally disturbed adolescents

.between the ages of 12 and 16.

It was hypothesized that these children's invdl&EQ

ment in such a carefully structured therapeutic Art progiam

1

would have a positive effect on their behaviar and aesthetic

sensitivity.

The study is confined to the period from September,

1979 to April, 1980, and was carried out as part of the Day

¢

Treatmeﬁt component of a special school serving emotionally

v

digturbed children. .

Conceptual Level theory provided the basis for

-

structuring- the therapeutic Art curriculum according to: the

‘individual's conceptual stage of development.

The "Jesness Behavior Checklist” (Appendix B),

"Health and Opinion Survey" (Appendix C), "Student Behavior °

{

~

s
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behavior and aesthetic sensitivity change..

iv
Checklist" (Eppendix D), "Resthetic Checklist" (Appendix E)
and the "Art Judgmént“Fbrm“ (Appendix F) were utilized in

order to document pre- and post-test data for analysis of

I'4 ' * \.o-—".
wPositive change was found to have occurred in the

- .

behavioral as well Y the aesthetic dimensions during the -

PR

4 .
brief duration of the .study.

It was further observed that behavioral dimensions
. -~ ’

are significantly (.05), positively correlated with . -

aesthetic dimensions, indicatiné that there exists an

¢

important interrelationship between the two.

It is recommended that further study be made in, this

-

area to substantiate the conclusions reached by this Btudy.
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.adolescents.,
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Chapter I

N - X -

INTRODUCTION ¢ *

“a

XY AN L
The justification for the establishment of an Art
Therapy Rrogram-for emotibnally'diséurbgd adolesceﬁts
' . . ' & * L]
originated form a firm coﬁviction-that cognitive ieaFning. -
cannot téke place w%thout the active §értiéipa@idé aﬁd -

involvement of the affect or %eelihgs. Involvement in -

activities utikizing the senses and visually 'expressing

- feelings and sense impressions is one aspect of mobilizing
. ~ . ’

affective learning. ) <

1

Thé ability and opportunity to express feelings
vibually addresses the therapeutic needs of emotiohally -

disturbed children in paréicular. Thfi projecttaims.at

¥ -

promoting the establishment of an Art program which empha-
. .

-

sizes the development of affective léa;ning, and subse-~
s \
quently investigates resultant changes’ in behavior and

aesthetic awareness of a population of emotionally diaturbed . .

:
i

Statement of the Problem ’ . B .

[y T. ¢

This exploratory study aims at the integration of an
Art program‘ag a therapeutic adjunct of the treatmfnt milieu

-~




of a Day Treatment Centre serving the needs of emotionally -
L disturbed adolescents. S .. ¥
~— ! ' ¢
. - . ‘The questlon being investlgated here is whether Art .

is mportant in aiding the tfeatment and remedlatlon of

i

: . v these children.

s ' Rationale and Hypothesis. ™ .
Q C- . The‘fationale for intégrating'Art as o;e aspect in . e
the treatment of emotionally disturbed adolescents is for
. ) vishal expression to becorme an integral part of the thera-
peutic environment. Art therapy is conceived of pm?marily
as a means of‘supporting tﬁe ego, fostoring the dé;;Topment
of a sense of idéntitf, and promoti;g mataration in generai.

“Its main function is seen in the power of Aft‘to contribute

to the devolopmept of psychic organization that is able to

)

_function under pressure without breakdown or the need to : '
resort to stultifying defense measures" . (Kramér, E. 1977,

p. XIII)

3

The child's power of "visual communication w1th

oﬁh%Fs gives meanlng to his existence and créates'W1th1n him
; ) . an sawareness of behavioral and 1eard§hg objectlves. The

) e

mphasis is the chlld s emot10na1 growgh—-"fok a child's

intellectual growth remains forever linked to his emotional

“

) readiness for.cognitive éxperiences,” (Pine, S., 1972, p. 3)
3 - . . . i ] . ¢ ,

By structuring a milieu given behaviorally and aesthetically

N\ 'relevant oﬁiectiveé, it_is ﬁypotﬁeaiied that Art will have a

L 4

positive éffect on behavior and aesthetlc sensitivity of S
this particular population. ‘ ) e

v




]

Importance  of the Study

. » It is important to create an: Art ‘program appropri-

. L4

ately structured to meet the emotional needs of disturbed - °

adolescents in ofder to encburage development a?d growth.
Altb&ugh the importance of Art in therapeutic as
‘well as educational settings has been documented by educa-
tors, psychologists and therapists, (Piaget, 1973,
Lowenfeldt, 1957, Eisner, 1972, Feldman, 1970,'Re$d, 1948,
" Kramer, 1971 and Naumburg, 19%0 among othgrs) there 'are no-
known studies thch measure Sehaviofal change (usiﬁg
reliable instrumentation) as a result of utilizing Art in
the treatment of emotionally dist%?beq adolescents. This
study utifizes a structured educational approach.or taxonomy
2

. / (
enabling the teacher-therapist to werk in Art with a group

of children while being aware of the particular needs of the °

individual child and structuring the milieu according to
. . '
those needs. Further, an attempt has been made to create

instrumentapion measuring aesthetic and perceptual growth.

Limitations of the Study . ’

sample. . Extraneous fact
2 : %

flugtuations from one Art session to the next (e.g. family

The study is'lim;:ig/ﬁy the size' of the study
’ ‘ oY

3
8 inflgeqcing student behavior

crisis, peer problems, drug related problems, problems with
other authority figures) have not been documented due to the

\

time fa tG; involved. The study confines itself to .the

1




dates from-October 1, 1979 to March 31, 1980. Therefore,

.

4 ‘ f

caution should be exercised in generalizing from -this

limited sample and time study witheout further inquiry.

1
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“human being./ . . : ' :

Chapter II

‘ ~ LITERATYRE REVIEW

Introduction

This}review traces the histori'cal development of Art

in Education.. It seeks to clarify the necessary and vital
{

role of Art i? a well-integrated educational approach

o

addressing bq&h the cognitive and ‘affective functions of the
i » .
In addition, the therapeutic aspects of Art are
reviewed in/relation' to the needs of our study sample.

StatisticaL}research similar to that attempted 4n

‘this study has not been found, although some excellgpt work .

exists in the study® of individual cases. - (Kramer E., 1971;
. . t .
Naumburg, M., 1950) ,< ’ : "

The Role of Art in Education

~N

The development and functioning of -concepts, like )
all other cognitive qu&comesL are bipolarly determined . = -
* - (Kohler, .1929; Lewin, 1935; Sherif, 1935; Piaget, 1951); ’
that is, concepts are jointly determined by the totality
of .external (situational).and internal (dispositional)
factors at the given time operating in mutual interde-
pendence. This is not to say that both sets of these
cognitive determinants exercise equal weight in the o !
.final outcome. The influence exerted by each is a func- = '
tion of the compellingness of the.external or stimulus |, -
factors and the intensity of the internal or motiva-
tional factors (Sherif, 1935; Coffin, 1941; Sherif and |
,Harvey, 1952; Thrasher, 1954). (Harvey, Hunt, ' .
"'Schroeder, 1961, p. 15). ‘ ) ‘ L

<
Kurt Lewin made the classic statement of the diffe:—
ential, or imteractive, approach in the formula, B=f(P,E),
(Hunt, D., 1970) or "behavior is a combined function of the

’
I




person and the envirénment". Translated into educational
' LY - A \ v L}
terms, this indicates that the accomplishment. of an . educa-

tional objective depends on the effect of the educational

) .
approach on the individual learner. Since our children

spend the bulk of their formative
. Co . i ‘ :
system, it is this particular environment which ‘tends to

years in the school

«

shape and influence théir behavior. o '%’
' quenféld Qelieveé‘thﬁt in our present eduqatiohal
"system,
still everything points towards learning, which in

most instances means acquiring knowledge. Yet we knbw
too well that knowledge if it cannot be wed by a free

mind will neither be of use to the individual, nor will .

*it be of help to society. Our one-sided education with
its emphasis on knowledge has neglected those attributes
of growth which are responsible for the development of
the individual's sensibilities, for his spiritual life,
as well as for his ability to live cooperatively in a

’ society...While our high achievements in specialized
" fields, particularly in the sciences, have improved our
material standards of living, they have also diverted us
from those values which are.responsible for our emo-
tional and spiritual needs. (Lowenfeld, V., 1957, p. '2)

Lowenfeld encourages a wéll—bal@nced educational approach or

syéteh which ‘stresses the development of the whole indivi-
dual Qhose'"thinking, feeling, and perceiving must be

equally de%elqped in order that the potential creative

abilities of each individual can unfolq." (Lowenfeld, V.,

4

1957, p. 2) He feels that Art Education, when introduced

dufing.early chilﬁhoéd education, could mean the difference
between a crea%iye individgé} withlan inner résourcé system
to effectively function in his‘environment, and one whaf in
. spite of ;11 learning, will remain inqiéxible and rigid.

y

w




~t
o

In order for the mind to degl with information, it

. needs to fulfill gﬁo functions. It must gather information ,
(the process of perqeption) and it must proceés it (the
process of.thinking). Rudolf Arnheim (1967, p. 1) states’
that tpese two functions are sepérate in tﬁeory but ques-
tions ;hethgr/they are or‘can be in practice. 'Yeg we find
that popular philosgphy divides the two functions of peréep-
tion and thinking éven now, taking its_originél source from
such medievallphilosophers as Duns Scotus (Arnheim, R.,
1967, p. 2) who claimed the sénses to be confused and indis-
tinct (thus inferior), requiring reasonigg to clarify them.

7

* \

Historical Development of Art Education
In tracing the development of Art Education in

sdciety, we may go back to Plato (Arnmhekm, R., 1967, p. 2) '

k)

who in his 'Republic' recommended ‘music' for the education
. of the heroes because of its adherence to mathematical order
but he cautioned against the study of the Fine Arts (paint

-ing, scudpture)'because they strengthened man's dependence

. ..
<

é - *on illusory images.
| .It is not surprising then to obsérve the development
of the Fiqe Arts as a, secondary discipiine Fo the’Libéral
Arts (Math, Language, Sciencé) in subsequent public~educa-
tioq syétﬁms. 2 : ’)

Elliot W. Eisner, prominent Art Education theoreti-~

]

-Education today, has found that the Firie Arts are viewed as

]

cian, in researching the character, status and godls of Art

et

|
N
|
|




"peripheral.rathe; than eentral to the educational process"i

(Eisner, E.W., 1972, p. 1)

\

with them to North America.

The d*velopment of crafts for

utilitarian purposes created a split between those things

t

useful and things of an ornamental or luxurious nature.

by denying £B~any applied,
Art any aesthetic importance,

- ]

in America a 'false attitude toward the so-called Fine

Arts'...

The attitude thus created conceiyved of Art as

an activity removed from the main, ' serious ‘business of

life, as the prbduct of only 'a gifted few, and the

prerogative of-a wealthy leasure class.

1972, p.

Subsequently, when Art was .added to the school

curriculum in the early nineteenth century,

(Eisner, E.W.,

it was for the

purpose of drawing as related to geometric exercises and

improvement of writing skills.

With thevconing of the

Industrial Revolution, Art served as a tool forfﬁgaining

designers and craftsmen.

Educators. believed that

the training of the hand and eye which is given by
drawing is found,to be of the greatest advantage to the
worker in many occupations and .is rapidly becoming

indispensable.

This training is of value to all the

v children and offers to girls as well as boys the
opportunity for useful and remutierative occupations, for
drawing' in the public schools is not to be taught as a

mere 'accomplishment'.

.

(Eisner, E W., 1972, p. 34) .
With the coming of John* Dewey (1850 - 1952) (Eisner,
E.W., 1972, p. 41), revolutionary changes took place in

‘terms of the attitude towards the child. and his education.

His philesophy is in keeping with Lewinian theory (environ-

mental factors influence personality to determine behavior).

There was a growing awareness of the child's needs and

requirements according to his' developmental stages rather

&

This view finds its rooés in the

puritanical orientatlon to life which our ancestors brought

and’

industrial or. utilitarian
this dichotomy engendered

N

4

I i U RO AT




»'

e

a

\ »
than the child serving as a receptacle for ingesting, btqr-

ing, and computing information for future use.

G
1

-

' What implications did this have for Art Education?

Eisner states that, first, Dewey's belief that the child's
interests need to be copsiéered‘in education came to mean .
that the child should have frgedom of choiqé in Art.
Secondly, Dewey's awareness of developmental stages of the
child énd of his 1iﬁited ekpgrience compared to that of an
édhlt led educators to believe that the éhifd should not
receive instruction in Art, nor should the-teacheraintefvene
!
in his artistic process. Thirdly, "Dewey's desire to
develop throgéh schools the creative intelligence of chil-
Qreq‘was transformed by Art educators into a commit%ent to
uée*Art to foster the ’geperal creative abiliéies' of the
ch%ld." (Eisner, E.W., 1972, p. 42)"Finally, Dewey's.
conception of the wholeness of experience (often‘reférred to
as Gég%glt), the idea that feeling and.thinking are an
integral pért of weli-being, led to pf&ctice;.in which Art

(or the 'feeling' aspect of ekperience)’ was integrated with

other fields of study and in reality became a tool to teach:

.,
~

other'subﬁects.
f
'Tﬁks Art came to be viewed as an exceedingly useful

vehic;e'for\facilitating the development of concept forma-
Y .

tion, and th? teacher was not to teach Art per se but .

"unlock the creativity of the child by providing a stimulat-

ing'énvironmeﬂtland the necessary Art media." (Eisner,

E.W., 1972, p. 49).
v, \

4 \
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Although Dewey's ideas were often misinterpreted and
. ¥ .

.distorted in general practice in the classroom, they gave

b

rise to;the most influential Art Education developments of
ﬁhe fortieslingﬁi:ed.by people such as Victor 57Amico,
Natalie Robinson Cole, Victor Lowenfeld, and Herbert Read1
f;om England. (Eisner£ E.W., 1972, p. 56) Their common

goal in Art Education was the facilitation of the creative

dgvelopTent of the child.

‘ " Lowenfeld's (15%7; p. 19) mappiné'out the develop-
mental stages of the child in relationship to his creative
and mental grpwéh had perhaps the greatest influence in
teaching Art in North Ameriga in -that the Art teacher had a

guideline for anticipgting and understanding the child's
\

‘'expressive stages as related to the development of his

©

emotional and mental growth (or his ego development).

Herbert Read in Englahd developed a similar classification
‘systemléf children's drawings:' Gaitskell and ﬁurw%tz (1975)
feel that the danger, if one.3§§sts, arisiné from a typology

such as Lowenfeld's or Read's lies in its possible effect on

h 4

Eeaching methods. In the words of Ba;ciay—Ruséell....

It is probably much more important in practice for.
.Art teachers to use such comparisons as approximate
guides rather than to think of children's Art in terms
of psychological labels which may well be only partially
understood. (Barclay-Russel, A., 1954, p.47)

While a teacher may find interest in the opinions of
those who wish to place children and-their work into.
categories, to base a system of pedagogy on such
opinions might not be an altogether wise course of
_actiomn A sounder and more practical viewpoint, in the
business of Art education is to consider each ¢hild a
dynamic individual, capable of personal growth and of
unique artistic output. (Gaitskell & Hurwitz, 1975,

p. 181) - '

[ T T e
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Categorization helps the Art teacher to uqderstand‘why the

child.uses a particular schema or approach at any given

time,” or why he reacts to a medium or task in a particular

' l‘-f( " e ,
mariner, but must not be viewed as a rigid, step-by-step .

proéess through %hich the child willfor must evolve. &

Returning to Lewinian theory, of 'behavior = the
»

interaction between personality and environment,' we can

\

begin to appreciate the diversity of each child's surround-
ings and influences and how his particular personality
reacts to those influences. : P ‘

Victor Lowenfeld's (1957) theories of child Art are
based on his belief in the value of children's.
experiences and their sensory and imaginative awareness:

. he views the creative process as the most effective

basis for- the total development of the child.

(Gaitskell & Hurwitz, 1975, p. 182)
It is because of his ability to create a link between the
expressive-creative process and the eﬁotional‘growth of the
child that Lowenfeld's developﬁent of 'stages' prodvides (
valuable clues to a child's expressive needs, while being
aware of¢how they may support his emotional and cognitive

needs. This is found especially true in working in Art with

emotionally disturbed children such as are being addressed

-in this study,'because of the acute and pressing need to €
- 1.5&

>

identify, cope with, and finally resolve, emotional crisis,
and the Art therapist's Fesponsibility to'cr;ate a link , %
between emotional nee?s apd éxpressive needs which support
and enhance emotional de&elopmentu

In summary, we éee’that ip rééent history; Art has’ . :

served several functions in the educational ‘system:

o

.o~ . T T R, o RN —— -
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1. Art as a frill or luxury task reserved only- for the
privileged few. , . \ b

".' 2. Art separaféd from craft or any other day-to-day

endeavor. . . . ’

. - . «
3.‘ Art in the service of indusﬂry and indusérial design.
/r\~\\\§ Art as an integral'part of the child's learning and -
living environment.
5. -Art as fosterlng creatzve and mental growthrér in
¢ Arnheim’'s &brds, v1sual thinking". (Arnhelm, R., 1967) -
Thinking is based on perceiving, and without-traininé our

powers of perceptlon, our cognltlve skills and thlnklng w111

e et et S Sy

be limited.
The Ar;s are neglected because they -are baéed on
perception, and perception is disdained becéuse it is ngg
. assumed to involve théught. .
It is this unwholesome separation between perception

and thinking in-education which creates learning without .

eaningful relationships. |

our cenéral.purposé is to integrate affective, pér-.
ceptiye and cbgnitive précesseg through an Art curriculum.

“it'is anticipated that this process will make learning mofe

%
\\

meaningful.

L] . - . '
\ .

Art a;»Therapy

The opportunity to visually express feelings, sense

impressions and learned responsea is the therapeutic aspect

] .-
—, ’

of'learning which is discussed in this paper;

oP
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In ;he broadest sense of the term, Art cén be thera;,

peutic in Sny environment where the child is allowed to give
visual expression to his mental imagery. Eisner states that

the therapeutic use of Art has been one of the many jﬁstifi—

cations for' teaching Art. e therapeutic value of the Art

experience is one of several important aspects in its

1.

integration with a curriculum offering cognitive learning
situations. He continues,

the prime value of the Arts in education lies, from -
my point of view, in the unique contribution it makes to
the individual's experience with an understanding of the
world. The Visual Arts deal with an aspect of human
. consciousness that no other field touches on: the
aesthetic contemplation of visual form. (Eisner, E.W.,
1972, p. 9)

In Herbert Read's words, "the aesthetic activity as such is
the organic process of physical and mengél integration."
(Read, H., 1948, p. 215) T (

Herbert Read feels that Art teaching can be
separated into three distinct activities which are Bften

confused:

A. Self-expression--the innate need to communicate to

others' thoughts, feelings and emotions.

B. Observation--the desire to record one's sense impres-

sions, clarify one's conceptual knowledge, to build up
one's memory, to construct things which aid one's

practical activities.

1

C. Appreciation--the response of the individual to the
modes of expression which other people address. or have

addressed to him, and generally the individual's / RS

"

N B

— - - e . 1) i
i PR T e roemns
o, g . B ’r!’%f@:‘fﬁ*ﬁm‘“ e BT e




response to values in the world of facts--the qualita-

tive reaction to the quantitave%fegglts of activities A
and B. (Read, H., 1948, p. 208 - 209)
éelf—expression cannot be taught. The teacker's
rolé is a guiding,ﬁinspiratiénal one at best.

Observation, Read concludes, is almost entirely an

acduired skill and requires the training of the eye and

Y ~h

other sense organs.
| "Appreciation can undoubtedly be developed by teach-

ing," and Read feels that before the age of adolegcence; it

is most important to pfeserve the "original intensity of the ' Z

child's reactions to the sensuous qualities of experience--

to colors, surfaces, shapes and rhythms;" {Read, H., 1948, ) .

p. 209) .

What is the significance of the.Art experience to
the pépulation under consideration? '$‘

"The basic aim of the Art teacher-therapist is to
make available to disturbed persons the pleasures and satis-
faction which creative work can give, and by his insight and
therapeutic skills to make such experiences meaningful and
valuable to the toal personality." (Kramer, E., 1971; p. 6).
Kramer atates‘that since the existence of human society the:
Arts have helped man to reconcile eternal conflicts between
the individual's instinctual urges (or in Freudian terms, l;’“
the Id) and society's demands, and therefore Art is’thera-

peutic, in the broadest sense of the word.

[
'
i
3
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The artist who applies modern psychology in the
field of Art has to adapt his methods to the medium so
that the therapeutic value of Art is heightened and

‘reinforced by the introduction of therapeutic thinﬂing,
not destroyed or weakened by the introduction of '
concepts and methods that might be incompatible with the
inder laws of artistic creation. Thus, the Art thera-
pist combines several disciplines. He is at- once
artist, therapist and teacher. To maintain a sound
balance between his several functions is his greatest
skill. (Kramer, E., 1971, p. 6)

Elinor Ulman describes Art as a process th;ouéh

’

which inner and outer realities are fused into a new entity,

and therapy as aiming at favorable changes in personality or

in living that will outlast the session itself. (Mullins, Josor

1973) - _ ‘
Margaret Naumburg (1950)). and Ediéh,K;amér (1971)
aré'the most influehtial exponents of Art therapy in Nor£h
America. Naumburg's (1;56) approach to Art therapy is
psYchoanaiytically oriented. She séeks tg }eleasé uncons-
cious fears and deg}res by means of spontaneous Art éxbres-
sion. Margaret Naumburg initially focused mainly on the
‘interpretation of unconscious meaning and graphic symbols in
Art production. When the close relationship between graphic
form and character structure was noted, interes£ in the
formal qualities of Art work and in diagnosis'quickened.‘

(Kramer, E., 1971, p. 5)

s Edith Kramer concerns herself with Art therapy that

depends on Art as its chief therapeutic agent. "Art therapy
is seen as distinct from psychotherapy. Its healing

f .
potentialities depend on the psychological processes that

are activated in creative work."” (Kramer, E., 1971, p.°25)

o . - o
'
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This approach to Art therapy came about_as a' result of the

A 7 )
disopvery that children's Art develops in a typical and

-predictable sequence. (Lowenfeld, 1957; ‘Kellog, 1969)

With the realization thatjln all Art forms there is

1nherent an 1nterdependence between style, development and

personallty, the Art theraplst can modify his working

methgds according to the students' needs 'as well as to the

treatment team's therapeutic goals.

., In this way Art becomes a "means .of widening the

’

range of human experiences by creating equivalents for suﬁ?

«

experiences. It is an area wherein experiences can be

-
-

. chosen, varied, repeated at will....". (Kramer, E.; l97ip

. Y ’ .
p- 6 - 7, 1971) The Art therapist-teacher needs to be aware

,of the ever-present student (human) dilemma: .

- while his craft demands tha’greatest self-dlsc1p11ne
‘and perseverance, he must maintain access to the primi-
‘tive impulses and fantasies that constitute the raw
material for his creative work. (Ulman, E., 1975, p. 6)

Today!s emotionally disturbed children come to the

3 - ) & k3 - -

specialized -school feeling cynical, destructive; wasteful
¥

Ny

and bored, and most of all, full ‘of fear and anguish,

because the} are .80 often "deprived of love, underséending/
space‘tOQIiVe'and play in, and exposed to brutality: they
have also been bribed, éeduced and left empty." (Uiman, E.,
1971, p-. 6) Tﬁfy havé a need for an environment which is
uncompetltlve and non—judgmental while at the same time
offerlng them a structure which will encourage stablllty and‘

e—establish trust. While an involvement in Art permits

expression of dreams, hopes and fantasies, the emphasis on

*
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bulldlng up structure in Art parallels the course recognlzed 5
. as necessary for treatment plans 1n general.

" Judith Rubin expresses the intent of this study when :

she says aboGt ﬁerself: 7

z.
For me, the notion of order in cfegiive activity is-

. ultimately and inextricably intertwined with that of
freedom...neither the extreme of order-kxrigidity--nor
the extreme of freedom--chaos-=-is conducive to creatlv&g
function. (Rubin, J., 1978, p. 21)

It is necessary for the therapist to help the dis-

tu?bed-childlfin& the internal and external (social) disci-
s . . \ [}
pline ih order to gain greater freedom and develop habits

4 ve 3 4 f

. “whtch increase flexibility. . ¢
If the control, order and discipﬁiﬁ%"ere to come
from within the creator, then that child...must be
. enabled to confront whatever confusion, vagueness or -
. inner reality he needs in order to understand and

‘ organize, if it is at all possible for him' to .do so.

(Rubin, J., 1978, p. 22)

- 2 ' " The con31stent and predlctable structure prov1des a basis of’
safety, predlctablllty‘and trust for the disturbed adoles-

cent from which beginnings he dares to venture forward once

- 4

more slowly to experiment, experience andlgrow emotionally,
cognitively, perceptually and expressively. "One éannet be
. . . . Lt

on fire with inspiration" (Dewey, K., 1934, p. 65) without

-

e free access to joy ‘and spontaneity. '

Art is the quallty that makes the difference between.
merely witnessing or performing things and being touched
by them, shaken by them, charged by the forces that are
inhér®ft in everything we give and receive. Art -
education (or therapy) then, means making sure that such.
. living awareness results when people paint pictures...
(Arnheim, R., 1967, p. 342) ‘ .

o
J4
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Conclusion
SonCusion ;
.. (

(

Thls q;udy attempts to assess behavioral changes as =

related to lnvolvement, change and-growth in expressive

(v ]

activity (perceptlon, visual 1nterpretat10n of form and

feeling, crltlcal awareness) of thls study sample, as a'

3 c ¥ ®
result of 1ntroduc1ng Art as an intedral part of their
//'

ereatment. The structure or approach 1is developmentally

orlented to suit the emotional and cogniti&e needs-of ‘this
poﬂﬁlaﬁlon. Lowenfeld (1957) prov1des the guidelines for
awareness and development of an Art curriculum approprlate

to the needs of these emotiqnally dis;urbed children in the
. .

e;pressive stages between "Dawning Realism" and."Pseudo-
naturalistic Drawing". Geraldine Williams and Mary Wood

(1974) provide furtﬁer'insight and information into particu-

“

lar stage--specific Art activities and more significantly,
give credibility to a developmental approach in Art therapy.

The therapeutic value of Art is in the experiental
process. It is the child's involvement and the ‘
implenientation of the act itself which makes the Art
experience of value. Second, the relative value of a
particular Art experience is directly related to
particular developmental themes already at work within

.~ .a child...
Five spec1f1c contrlbutlons of Art to development at
- every stage are:
l. Art adds form to feeling.
2. Art helps a child develop gkill in communicating
feelings and ideas to others.
.3. Art provides a child opportunity to see himself
through his own products.,
4. Art challenges a child to .express and create. . .
5. Because there is no right qr wrong in Art
production,, a child's Art becomes a source for
, success.
(Wwilliams, G., and Wood; M.,-1974, p. 7)

e e oo A b o
.
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Loevinger (19786) pro&ides guidelines for an awareness
in egolaeéelbpmen; of the chilé while it is-the "Conceptual .
iével Matching Model" (Hunt, D.,. 1970) which prbvides thé
bﬁgic_guidelings for assessing the rneeds of the child in
terms of affective and cognitivé growth énd offers

approaches for treatment of children at differing stages of
& * E
conceptuial growth.

X - -
i It is the harmonious interaction of a growth-

conducive environment with the person's affective-cognitive

make-up which is desired ,to effect jbehavioral—-change in our

population of emotionally disturbed adolescents. Art can i
. ) 1 N

provide such an environment:
N

=

¢

: \rt fulfills for the disturbed child the function
which it has for all men: to, create a realm of,symbolic
living, which allows experimentation with ideas and
. feelings; to make apparent the complexities and contra-
" dictions of human life; to demonstrate man's capacity to
transcend conflict and create order out of chaos; and
finally to give pleasure. (Kramer, E., 1971, p. 219)
t ’ “
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Chapter III S e
. - .

) | :
CONCEWTUAL LEVEL THEORY

This chapter outlines theory and validity for
*Conceptual Level. It further shows method';f measurement'olﬂ
Conceptual Level and application to eduéational practice,
prpvidiﬁg detailed outlines of suggested teaching approach
Sccofding to individugl student characteristies.
‘ The "Conceptual Level Matching Model" (Hunt, D;,
1970) has been used with our study, sample in order to coor-

1

dinate learner characteristics with an Art therapy approacq.
The;retical backgfound and consiruct validity indicate t?at
this médel hés had signifiéant‘success in application with a
*normal [student population'iﬂ eduéational‘settings. Some
.studiel of interest are:

1. ' A qualitative study employing the Cbnceptuél Level
Ma%ching~Mode1 utilizing teacher's evaluation to provide
supporting evidence of its validity. (Hunt, D., 1970) .

;2. An inv;stigation of the interactive ;ffect of
learner Conceptual Level and variations in stiﬁctﬁre repre-
sented by a discovery (1ow_st;ucture) vs. 1ectufe (high
st;ucture) approach. (McLachlan, J:F.C., 1969)

3. Usiné Conﬁeptual Level Matching/M;del‘rationale-to
investigate the differential effects of "rule-example” order

as a function of learner Conceptual Level. (Tomlinson,
4 N . *

N
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47 .érill has shown that Conceptual Levél is also useful
¢ in looking at juvenile éorrectiénal settings. He found that
sucdéssful posé—discharge adjustment was\associ;Zed yigh low ,
ConceptuallLevel boys who had been treated in highly struc-
tured settings and moderately low Conceptual Level boys
éreated in’treatment settings‘which wére somewhat less
‘structured. Since.the édolescenés in our study sample mani-
fest similar behavioral characteristics when compared to the
delinquentladoleécent, it was felt' that the Conceptual Level

Matching Model would provide an important structural frame-

work for the Art tggfapy study. (Brill, R., 1978)

a

Conceptual Levei:

Conceptual Level theory concerns itself with the . .
complexity of the individual and the complexity of the
envi;onment,.witﬁAa view t; making an optimum match between
the two. This theqry, intro@uced by Hérvey, Hunt, and |
Schrodér (1961) describes the development of individuals in
terms .of increasing, conceptual complexity, self-responsibi-
lity, and independence.‘ It identifﬂés how individuals
process information, the learning eﬁvironment which will
most likeiy facilitate further.develépment, and the goals to

‘ bq«addreésed in working with the individual.

. Conceptual Level has been used primarily in éauéng) ,
‘tional settings, the éim being to match students to optimal
learning ‘environments.’ This theory is used to specify the
therapeutic environment in-working in Art wiéh emotionally

oy . -
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disturbed children in this study. Lower Conceptual Level

pu— ey

youths require a high degree of structure because a complex
environment is experienced as confusing.and frustrating.

The structural approach may be adjusted as the student begins

N\ ‘ ; L . . . :
"to be able to cope more effectively with his environment.

'Mgasurement:l ' ' {

Conceptual Level is measqred by means of a "para-
graph completipn test" consisting of six que§£i6ns. The
questions are designed to reveal Eég the person thinks.‘ The
scores range from 0 ?o 3.0 and the scores are rated accord-

“

ing to the folléwing general charagteristics:
\ ,
Score 0: He ﬁay typically react in one of two ways:

a) He may react impulsively to situations in a nega-
‘-tive, unsocialized manner, by iosing'his teﬁper or
becbming aggressive. He is totally self centerfd
and does not consider other people'é thoudhts ;
%\ and/or feelings and is only concerned with what he

\ wants, likes, feels and be}ieves. He fesists' o

being: ruled of'controlled by other people. .

b) He may react défensively by withdrawing,'ignbring
the situation‘or blaming'others. Ii should be
noted that hostility or anger may also pe ‘

v expressed at other levels, but this is not' the

only reaction to the situation. For example,

it

-
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Co hostility may be associated with concern for being
. ; %

. ‘ . right or wrong (score 1), desire for independence

(score 2)' or awareness of alternatives (score 3). - ;

n

Score 1: At this level the typical characteristics are:- \ ¢

a) concern with hehaving in a s8cially ‘acceptable
— , way, and !
.b) polarized or dichotomous thinking or behavior.’

The person evaluates situations in a simple cdn-

-

crete fashion according to what is socially

.gcceptable or cofrect (e.él right--wrong, good--~
bad). He is sensitive to authority figures (tea-
gher;, parents)land how they would behave or what
they would expect of:him in different si£uatioﬁs.
His concern with behavipg correctly may be shown
by feelings of anxiety or gmbarréssment when he

has acted incorrectly. Once he has evaluated the

situation he is anxious for closure.

Y

, , - 5
Score 2: He is open to other people's ideas and evaluates W

alternatives. But no attempt is made to: integrate
this evaluation with the salution or decision. He \ ‘1
is very much concerned with his own thoughts and .
, feelings and is striving for independence. ‘In
. . ) considéring alternatives, he reveals an inpréasea

tolerance of uncertainty, ambighity and difference

of opinion. . '//




w
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Score 3: The person tonsidersg and weighs alternatives, then

¥ ' &

decideé upon the best'possiblg solutiop £6 a par-
ticular problem. In doing so he shows concern f&r
his own and other's ideas and feelings and about
the possible consequeﬁces of Hig decision. Where *
possible, he seeks a comprom;se which is suitable

to all concerned. But he is secure in his inde-

H

‘pendence and is aware of himself, of his relation-

ship with. others and how’they view him. He will ‘

not compromise his values, principles or beliefs

%

to please others or to conform. By the same token )

he will accept full responsibility for the conse-
quences of his decision.. (Hunt, Butler, Noy, and
Rosser, 1977)
Final Scores and Impilcations:
The final score is an aVerége of the scores for the
six questions. These final scores have been subdivided for

descriptive purposes into Conceptual Level stages. The

stages are defined aécording to ranges of final scores as

follows: . p X
Stage A: - ‘0 - 0.8
Stage B: ' ' 0.9 - 1.6 ‘ .
Stage B/C: 1.7 - 2.2
’ )
Stage C: . : 2.3 - 3.0 )
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The following paragraphs describe the stages of o »

1

.conceptuai develoéﬁent; the éegree of étructure required and

the treatment objectives in each stage of development.

The Stages: o S

Stage A: O - 0.8 o S

Stage A youths are the least socialized aﬁd have
eiﬁher failed to internalize or are éttempting.to reject the
culturally acceptedlbeliefs and values normally transmitted
by significant others. They place themselves in opposition

to authority figures who try to impose values on them. They’

afe not dealing with standards of right or wrong, and view
others in an egocentric’way, as sources of gratification,
withaut being prepared to‘give anytping in return.
S;age'A youths require a high degree of structure as
. ﬁhey are so anxiouﬁ aﬁd rigid that‘they are incapable of

helping themselves.
{ .

High structure means a high level of order, organi-

3

za;}on, clarity, as well as support for the student in the
'treatment (Art therapy) environment. It does not mean only, ) \,'
'setting standards in terms of rules and punishment; neither

\\

» does it mean placing physical controls on a client;s

1
1 ‘ p o
activities, , o s
e . v

" Stage A youths 'need to be actively and dontinuously
involved with the Art Eherapist in activities that are ( ‘ .
- 'engaging, satisfying, and which give the youth immediate . o

feedback and encouragement 'in a well ordered and‘?redictable

program.
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The treatment objectives are to help the client

develop trust and to increase feelings of self-worth. . .
; 8¢
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10.

11.

12,

how to fu?ction‘in group situations.

* * N

Initial Characteristics of Students with

Very Low Conceptual Level (Stage A)

As Reported by the Teachers

Have a short attention span; can't sit still for the
period--there is constant movement. '

Have no’ﬁhner control as iﬁdividqals; they do no; know

P
Are physical with each other (boys) and try the rules
often.

Ask for direction often. (They don't rely on theméelves
or want to think.)

Are literal and unable to make inferences or
interpretations.

Lack self-confidence; generally have a‘podr self-image.
Have difficulty organizing themselves and their '
materials.

Do not reveal anything of themselves or express personal
opinions--everything is very objecti&e. They are gffaid
to get empt%?nally involved with a story or film.

Have a wide range of abilities.

See things in black and white with no grey iq between.
Want to know the basic information or process and are
not interested in the side-lights.

Incapable of handling general questions or 'thinking

through' a problem; they guess and let it go at that.

. -

e el




Do not assume responsiblity for their own actions.

3

Are laconic. Ehey.give brief answers with little

elaboration.

I

>
‘
- »
.
. o
’ v
.
f
‘
.t
.
.
' . .
o s o
,‘ .
.
' .
'
s
. » L4
* .
' * 2
. .o,
] hd '
. . ;
f )
» ‘ B3 -
.
t
B
.
, [ -
- -
°
N
.
’ v
-
7
’
. - &
I .
> ¢ N
»
[
‘
- o
* Y
[}
.
v,
A »
4 -
~, t ’ v
.
\ .
- a
v P ,
.
- . R
> .
. 28,8
. . T . .
A} A sl »
o fw
D
Chgd = .
'~ . _ .
B ‘ .

£,




10.

11.

12.
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c

Teaching Approaches used with Students with
- I

v

Very Low Conceptual Level (Stage A)

Have definite and consistent rules-;let them know what

is expected of them.

Give specific guidelines and instructions (step by

step), even make a chart of the steps.

Make goals and deadlines short and definite.

H

Provide a variety of activitief during the period,
incorporating some phyéical movement whenever possible.
Make positive comments about their attempts; give imme-
diate feedback on each  step; give Such assurance and
attention; praise often.

Use pictures and things they can see, feel and touch.
Get them to work immediately and change pace often.
Display their work; it's a form of reinforcement whicb
they like.

-

Capitalize on their intergsts to assist them in learning

- the various reading skills.

Begin with factual material before attemptipj

discussion.

0

Move gradually from seat work to discussion; provide
more group work as they are able to handle it.
Leave them at the end of each period with the satisfac-

tion of having learned new material and having success

)
)

in what they have been studying.

%
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@ : o Stage B: 0.9 - 1.6

'Stagé B 'youths either have internalized or at Ieést‘

accepggd values.with respect to.right and wrong ané,tend to
view situatiégs and peopLé from simply a good or bad pefs—-

. pective. ~ ' p
- .

\ . ~

Information of .any kind is looked at with a high

degree of figidity, in that things are either one way or the . -

¥

'other;, They look to adults to define what is right and what

‘ : .~ - 1B wrong, as_well as to help them make interpretations of a
. . wide‘variety of information..
' - . L ° “ ~

P ’ . These youths require an orderly and clear énviron-
N “ . f ,

s

" ment in which they are encouraged to begin to make decisions ’ ‘

‘and take responsibility for*themselves. They are still

quite depefident on adults and need encouragement and suppSrt
| while still requiring, clear expectations and controls.
Within-this'secure environment, they should be encouraged to < N

iy
take more responsibility for themselves and be rewarded when

1 o

they do so. ﬁWhen'beginnihg to work with Stage B youths,
“trying to accomplish this task is\more,important than a . .

. < . : ' [
. successful outcome.

. ¢

Stage B youths need to be encouraged to lobk at

. o e
- ~ ;r °
.
%

situatigns, people and their own values from a broad pers- . ’

Rectibe. It should be possiblg, and helpful, to focus more

'

on internal problems issues at this stage of development. '

Increased feelings of sglf;worth and the ability to cope are

. v ,
x. ’ ~ important in this stage of development.
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Initial Characteristics of Studehts with Low

Conceptual Level (Stage B)

As Repofted by their Teachers o

[N

1. Oriented to the role of a "good student”, one who gets
the right answers, has neat work and good work hébits.
2. éeek teacher approval and strive to pleas; the teacher;
they go along with what the teache? says.
3. Want to work alone at their own desks.
4. BAre reluctant to try anything new; don't like to appear
wrong or dumb.
5. Do not express personal opihions.
°. 6. Don't ask question;.
7. , Are confused by. qhoice% and upset by alterations of the‘
‘Jschedqle. "\' . ‘ '
8. Want to be téld and have the teacher constantly present,
"They fall.to pieces if no one is around to tell them

. what to do."

»

) ) oo
9. Look for reassurance. Frequently ask, "Is this right?"“,-

"Wha shoulde do now?", "What should I write?" I 4 ’

"10. A not too imaginative. . . :

i

11. Participate well in the class as a whole but do not work

well in small groups.

e

12. Are mark conscious.
-

(Brill, R., 1978)




Téaching Approaches used with Students with

: Low Conceptual Level: (Stage B)

Arrange \students initially in rows and gradually g
them working in pairs, then iq small groups. ' .
Have definite and consistent rules--let them know what
is.expgcted of them. ' |

Use creative drama, musi;, art activities to encourage
$ontaneity, self~a§areness and cooperati ne .

Need to know what to do each day. éome teachers found
thgt initialing the students' work'dailf rov1ded ‘he
teaéher contapt they desi;ed and the impetus to contléae

-

on. They could” see how much\\they had accomplished.

Provide non-threatening situat]ons- where they have to

A}

risk an opinion. 2; ‘ -

Provide a lot of praise and success-orlented s1tuatlons.
Given them group problems to encourage sharlng

Prov1de opportunltles for choice and dec151on maklng as
they appear ready for them. Push them gently into

situations where they have to make decisions and take

responsibility. ' ,

i

|
|
|
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.tions more openly."

solely owned by them.

Transition:

tage B/C: 1.7 - 2.2

L

These youths are more. complex, less rigid, and more

open to information than stage B youths.
) ;

They &are both
gquestioning and assertive, and are able to look at situa-
They are beginning to interpret situa-

tions outside of just a right/wrong perspective, being

concerned w1th their .own and other's ideas and feellngs.

They have spme ablllty to tolerate amblgulty and differences

of opinlon. ~ 0
‘ Such youths need to jg involved in decision making
concerning them and fequire some structure to relate to.
Tﬁey need considerablevpelp from adults in eva}uat;ng\
optibns_anq plans for themselvee. ‘

v
|

Stage C: 2.3 - 3.0

Stage C youth view the world ifi terms of their own
conceptlons and feellngs ‘rather than those adopted from
significant adults. Their own and .other's ideas and feel-

ings as well as interpersonal dynamics are taken into

consideration when making a decision, but decisions are

Some structure in terms of help may be requifed.
They are not necessarily problem—free and may even seek out

a Eherapeutlc relationship. -

' ' )

)




2.

3.

“\téééher's help until they have exhausted all resources.

4.

6.

8.

9.'

10.

11'
12..

7.

35 ) }

Initial Characteristics of Students with High (

P

Conceptual Level (Stage C)

As Reported by their Teachers

Like to discuss and argue;‘everybody wants to talk at -
» -
once with few listening; hence, the noise level is high
' i « o .
and progress somewhat Q!Bwer.
Will question and volunteer additional information.
Want to solve thingé‘themselves. Don't want the

/

Are adverse to detail and dislike going step-~by-step.

“They are able to see the entire picture and tend to
ignore the s;eps requirea to get there. They are crea-
t{ve and - like to formulate and act upon their own ideas.
They ofiten get so in;olved that they do not hear the

teacher."

Are capable of abstract thinking; don't require concrete

objects.

Are less afraid of making mistakes.
Go off on side-tracks.; ' . ' e ‘ L
Are more imaginative and able to see alternatives.

Can stay at one thing for a longer timé‘and can’ work by
themselves with little or no supervision.

v .

Look less for teacher approval and rewards.

A

o

Are more willing to share things and ideas.

Have gréater depth of ehotions and are more open.about

: ' S 3

themselves.

.\‘(s‘, "

LT AT e
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.

Lo . o ' ‘
13. Display greater ability in making interpretations and

3

drawing, inferences.

-

14. Were somewhat self-centered initially but gradually = .
T Yy g AL*//

became more concerned about bthers.

£
\ s .
>
- (Brill, R., 1978)
' t
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Teaching Approaches used with Students with

N - ,LHigh ConcggtualnLevel (Stage. C)

. \ ) )
’ \ L | : . / ' ‘ Lt
. R /

l. Allow tth/to select their own seats.

. 24 Give them|several topics from which to choose.;
l -
.3. Set weekly (or longer) assignments’ and allow students to

ooy o make up tqeir own timetables.

-
. . |
4. Encourage them to use each other ‘as resources.

5. Allow:'more mobility and give them more opportunities to’

"take part in planning and decision making. “If t ey'are

. given the freedom to pursue things on their own, they
will :continue on their own without question.”
6. Have them work in groups with the teacher serving-as a

. ‘ . resource person. ,

7. Approach material at a more ahstract or gengral"level.

o o \ . ,"You can start out with a discussion and then*bo to the

. facts of the material.” - ",,‘ . .

¥ '

! ' 8. They have to be trained to listen to instructions (and

A %

v to listen in general) as they tend to go off on their

wn'

. .t . -

9, - Remind and encouradge them to take an interest in others,

;
]
1
i

3
H
I
{
t

)“ s 5
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Summary: - . . B. < : . !
Stage A - ,Nee;s high structure, support, involvement and
clarit?. , ’ o
Stage B - Needs high organization and clarity, but more .
| . autonomy; - ‘ ‘1 ) }
‘Stage B/C - ' Needs some structure, clarity. and some ’
autonomy. ’
Stgge C) -~ Needs some organi;a;ion'aﬁd ciérity—emuch
autopomy.‘.
(Johnston, R.,‘l979) :
The Cénéeptual Level Matching Model serves as a

gﬁideline to structure the therapeutic setting’in Art in

order to encourage viéual eipressién by providing ;n envi-

ronment Qﬁich is predictable, supportive, safe and stable. '
It allows the student to risk himself because the responsi- ’
bi%‘fy of making peripheral choiceé‘has been lessened and

leaves him free to concentrate on visual expression itself.

IAs he grcws.in sélf~motivation and initiativé} he wiil be

more ready and willing to ask for and gccept responsibility

for éhoosing a sﬁructure and environment to guit, gupporE.‘

and enhance his expressive needs.
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Chapter IV

METHOD AND PROCEDURE
Overview
This chapter identifies and analyzes the basic

characteristics of the Study sample. It further describes

—_—

- the overall therapeutic milieu designed for their treatment.

o

Next, the, behavioral and aesthetic instruments are
. :

described, an outgine is provided explaining their utiliza-

tion and application with our Study sémple, and'jugtifica—

»

tion is provided for their use.
Finally, the curriculum utilized in the Study,
deveftged\to‘suit the indiwvidual educational, emotional and

aesthetic needs of the Study sample, is shown in specific

detail.

Identlflcatlon of the Study Sample

Chlldren attending Youth Horlzons Day Treatment

Centre are emotlonally disturbed children with normal I.Q.'s

-ranging in age from twelve to seventeen. Youth Hdrizons

Reception Centre is a Quebec agency located in Montreal

providing multiple support services to emotionally disturbed -
»

chlldren ‘and their famllles. ” . ) .

~ -
ot

In dlscusslons with treatment supervisors, it was

L

L

_faund that combinations of the following present1ng problems

are the source of referral of these children:

°

G

e e
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- family behavior problems

- schaoi behaviog problems with attendant learning
difficulties

- peer and sécial.interaction problehs .

- some delinquency /

- negative seif—concept ' )

—‘generally low maturity level.

~ Stephens separates problem behavior into three commonly

, 1 L

occurring categories which are descriptive of our population:

Acting-out behavior

"Acting-out behavior is characterized by acts which are
of a seribus type*dirééteﬁ against:property and/or
others. These acts may consist' of physical at£acks on
others or may be an infringement against other students'
rights, ;ﬁch as interfering with ‘their instruction".

{Stephens, T., 1977, p. 52)

Withdrawn Behavior

"Withdrawn behavior is characterized by low rates of

-

-

response and underemission of behavior." (Stephens, T.,
1977, p. 52) Withdrawn behavior does not always indi-

N i . ’
cate emotional disturbance and it is necessary to con-
AY

sider the effectiveness of the child's coping skills as

well.

+

Bizarre Behavior ’ - ',

@

* "Bizarré behavior may consist of aggressive or withdrawn

responsesuor a.mixture of the two. 1In essence, it is

jpcon%ruous behavior.“‘ (Stephens, T., i977, p< 54)

, -

-

o
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Behavior or response inappropriate for the situation is

/

considéred to be bizarre'behavior.

The Day Tréatment‘Centre serving'the‘Study sample .
has a éapacity for 48 students. Some students in the Study ‘ ;
reside at home. Others live in community treatment homes {
{specialized group ﬁomes) due to particularly poor fgmily
situations. Thig pilot prdﬁect was integrated with the

educational component of the Youth Horizons Day Treatment ) %
Centre serving "Anglophone" (English-speaking) emotionally |
]
i

disturbed adolescents. C % _ K ;

a

Structure of Overall Therapeutic Component

L - Educational Component u ‘

Remeéial teaching takes place daily between 9 a.m.
and 3:30 p.ﬁ, Students residing at home are separated into
six homeroom ggoups‘with’a capacity of- six per group. G;oup
home students shire the%r own homeroom. Homogeneous grouping
of students is ;chieved through assessiné the f@llowing
criteria at time of admission: : : | s
Coa ; - age and educational level : ¢
- maturity level - o ( . ;
- tybe and severi£y of disturbahce»or behavior .
- pf&blem.
The Principal for'the,educational component, the

Treatmeqt‘Supervisor, and the spegific Homeroom Teacher

agree as to the final placement of the child into his/her . -
’ ' " . ‘. * . * 9
\

I N
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-special group. The reﬁedial teaching staff is therefore
compos;d of seven Homeroém Teachers offering'remediatioﬁ in
‘English and Math, as well as a French‘specialist, Woodwork
specialist and Aft‘specialggt. Each of the seven homeroom
groups attend Art for three“fifty-minute periods per week.
Due to absences, crisis intefbention, aiécharge and intake,
there is fluctuation in class size frow between one to sixa
studenfs at any given ﬁoint.

. < Therapeutic Component

In addition to the educational component, the Day
Treatment staff employs three Social Workers responsible for

family therapy, group,therapy and crisis.intervention.

Four

. . R

Group Counselors participate with the youth in activity

theérapy,” group therapy and crisis intervention.

- Time Component

The PilotDProject'iA Art therapy commenced
September 3, 1979 and:ended June 3, 1980. All pre-tests
were given during the first week of November, 1979 and post-
testing took place during the second week of March, 1980.
Monthly "behavior" andv"aegthetic attitude"” checklists were
\,collecﬁed‘between Noveﬁber and Margh; Students'.Xrt work
was judgedlat the ‘end of March utilizing all workodone since
September, 1979. The goal of the Project was to determine

behavioral and .aesthetic change factors of th;é particular

population as a result of their participation in the

i

S

e et e Bl e




as a long-term treatment component for emotionaliy disturbed

-

» Yyouth.

proposed therapeutic Art

Q

program,’ and hence its feasability - <
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"Instrumentation /}
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I

Behavioral Measurements . . -

1.: Conceptual Level Paragraph Completion Test

This method ‘consists of six topics, to each of. which
the person responds-with three,or four sentences indicating
his own personyl reaction to the topic (Appendix A). Each

hY " .

item is:.given a score ranging from 0 to 3 based on’the

struc urar~complexity of the student's response. The
average of the.six topics determines the decimal point.

T ~ Generic referents for“a score of 0 (0 - .8 = Stage
: A) are: very undifferentiated response, over- T
generalized exclusion of any negatlve input, lack of
affective control, ‘etc. Generic referents for a score
6f 1 (.9 - 1.6 = Stage B) are: ocategorical judgments,
over—-generalized and unqualified acceptance of single
rule, recourse to extefnal standards, etc.
. ) - o

(The study(sehple‘fell Qithin the above-named categories.)

Generic referents for a score of 2 (1.7 - 2.2 =
.; Stage B/C) are: some form(of conditional evaluation,
beginning self-delineation\ expression of alternatives,
"ete¢. Generic referents for' re of 3°(2.3 - 3.0 =
Stage ¢) are: taking two viewpoints into account
simultaneously, coordination of evaluatlon of sjtuation
with differential response, and clear” 1ndrcatlok% of
self ‘delineation and internal standards.
(Hunt, D.E., 1979, p. 71)

' The tests are scored using the Conceptual Level

.
hAS

Scoring Manual. (Hunt, D.E., Butler, L.F., Noy, S.E.,

. . e a
Rosse, M.E., 1977) Auquallfled judge was used to score the
S -

tests for our study sample. An average‘ofnthe 81x responses

?

determined the score used td determine the Stage. The tests

14

.

were glven ‘to the students’at the beg1nn1ng of November ith

25 students xn attendance "of whom. S were later ellmlnated
v\\ ’ N
f" * 0

*~

b

S
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3. g;sness Behavior Checklist

-

[
-
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e

ffém the study due to-non-pa;ti&ipati:y/in the other phases’
of the study. Thé>Copceptual Level sc¢ores indicated the
eﬁvi;onme ta;\§ffﬁkture.required to help each stugent'to
learn optfimally. +This structure formed the basis for the

s
development ‘of a curriculum.

o .

The ‘Jesness Behavior Checklist provides a systematié

method of collecting data about social béhavior. (Appendix

AB)' Orlglnally developed in 1960 as part of a study of ins

titutlonal‘zed delinquents, (Jesness, C. F., 1965, 1969) the

checklist/ has now been modified to enable its use with non-

N <

delinquents in a variety of‘settings and can be rated by

both teachers and treatment staff. TO’enable the checklist
]

to. befused in goal-setting with students (cllents) an

- 2

equlyalent ﬁelf—appralsal form was wrltten. The items were

simplified and rephrased in order to be easxly ratable, by

/

_the subject himself.

E

&

The instrument is composed of items'describing beha-

wioral units sufflclently large to encompass a broad spec-

trum of non-lntellectual, non—cbgnltlve soctal behaviors.

’

It congists of 80 items measuring 14 bipolar behavioral

©

factors. These are: ‘ .

¥
/

1. Unhobtrusiveness vs. Obtrusiveness (8 items)
. e

",'...."

2. Friendliness vs. Hostility (9 items)
3. Responsibility vs. Irresponsibility (5 itemsy
4., Considerateness vs. Inconsiderateness (7 iteméf

5. ;ndependenqe vs. Dependence 15 items)

€

'

|




-

6. Rapport vs. Alienation (5 items) ' .

e

7. Enthusiaém,véi Depression (5 items)
8. Sociability vs. Poor Peer Relations (4 items) = °

9. Conformity vs. Non-conformity (7 items) <;\\\

10. Calmness vs. Anxiousness (6 items)

—

11. Effective Communication vs. Inarticulateness (5 items)
12. Insight vs. Unawareness and Indecisiveness (6 “items)

13. Sbciql‘Control vs. Attention Seeking (4 items)
AR, ' .
14. Anger Control vs. Hypersensitivity (4 items)

o All scalesah:;:efjji devised so that high scores
Tepresent more desir behaviors and low scores indicate
negative. behaviors or deficiencies. (Jesness, C.F., 1971)

s

v

- Pre-test

. The éelf—aﬁpraisal formé were giveh to 25 students
S . .
to complete (in one sitting) during the first week in

3

.November. In order to achieve greater reliability on
observer ratings of student behavior, three different staff

Y
members completed an observer form on each child atfthe same

time in November:

)

1., Homercom Teacher ' ' . N
2. ‘Art Thérapist - -
3: Child Care Worker

. (The final score derived was an average of the thfeéc)

2 . Ve

- Post-test
‘ ‘The post-testing was‘cbmpléted during the second -

i ”~ ¢

week in March, using the same format as for pre-testing.. .
S n




All pre- and post-tests were computer—-scored the Co sudting. LA

Psychologists Press in Palo Alto, California.

- A -

\

3. The Health and Opinion .Survey

This test was dgveloped'from the "Repression-Sensi-
tization (R-S) Scale", measuring reaction to ‘stress
utilizing MMPI items. (Byrngh~D.,.1974)'7

. | The Minnesota Multiphasic Personality Inventor
° (MMPI) is a standardized inventory designed to eli

wide range of self-descriptions from each test subject
and to provide in quantjtative form a set of evaluations

o ' of his personality status and emotional adjustment.
‘ (Dahlstrom, W.G., Welsh, G.S., Dahlstrom, L:E., 1972,
3 ‘ p. 3)

The ,"Health and Opinion Survey" consists of 127

true/false éuestions which relateyto one's health, percep-
¢ é' ’ .

tion of self and opinion about others. (Appendix C)) High

-

scores indicate sensitizing defenses and low scores
' . Ty

L4 ’

| "repressing" defenses.
<¥~ Repressers
These individuals aie,very'defensive, do not“admit‘
to having any prdbléms and are not consciously’anxious.

- ’
They do not sbare perceived problems with others and resist

efforts to engage tﬁem in verbal communication regarding
. } . N
problems. The represser can become very volatile under

-conditions of extreme stress due to build-up of emotional

pressure.

Sensitizers < ' L . i

\ These individuals are fearful to the point of

A . s
chronic anxiety.. They admit to having problems, but feel so o
toe : . ‘ ’ . 13‘,')
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’ ‘ 48 . s
. . . o
overwhelmed by themrthgy feel they are unable to cope. The .
are likely to be'opénly‘emotionali The extreme sensitizer
tries to get the teacher-therapist to take over his problems

while not taking any responsibility for them him/herself.

\A

(Byrne, D., 1974, p. 286)
The "Health and Opinion Survey" was used with the
study sahple in order to assess and anticipate anxféty level
X »

.
.

and reaction to stress..

5
, ‘ 4. Monthly Behavior Checklist

.

This checklist was cqmpiled'utiliziné the most’

common behavioral problems encountered with emotionally dis-.
turbed children in a school setting. (Appendix D) The 21 : !
- ) items’ were chosen in discussion, coqperation and agreeﬁent -
K with teaéhers‘and principal at the Day Treatment Centre.
Items are rated on a scale from 1 to 5. A high score
indicateé a positive behaviéé pattern.
Both homeroom teacher and Art therapist completéa
séparate behavior checklists for the‘months from November, e
1979 fhrough February, ;2?0 for each of their students. Thg
;o B average of November-December scores for each child wili\show
general behavior pattern; in the académic classroom, as V.
compared to behavior in the Art classroom bef&?e January 1, .

1980. Tﬁe Januafy-February score averages for each child ) (

‘will pfovide comparisons of his behavior between the ( ‘ .

: homercom (remedial English, Math) and in the Art classroom.

.
’
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Aesthetic Measurements

t—

1. The "Aesthetic Checklist"

The "Aesthetic Checklist" was developed by writer

\ " during the course of this éilot Ptoject to provide a guide- '/ ' N
line for assessment of student attitude and progress‘in Mo
i working with Art and self—eg;ression. (Appendix- E} There .
‘_ are ten items, rated on a five-point scale designed to
. measure the following four basic ."expressive" objectives:
/l; Spontaneity (itemsylﬂ 2, 3) - ‘ | '
j ‘ ) 2. Observation—exbression skills (items'4; 5,‘6) ‘,
' 3. Technical skills (items 5, 85 , : - 1

§ , o v ' ; .
4, Heightened sense of awareness {critical--self, othérs,

»

environmentL (items 9, 10)

- The Aesthetic Checklist was comﬁleted monthly by Art

theraplst (wrlter from observatlonal notes taken during each T

i o Art session noting the student 8 attltude.towards an Art’
t;sk). Monthly ‘scores indicate the '‘general att1tud1na1
pattern for that period. The pre-test score is derived from

o the average of the scores for the November and December
ckétkliste. The post-test score is derived from the average

of the scores for the January and February checklists. A’

,

hlgh score is 1nd1cat1ve og\a positive approach, attitude or

feellng towards self-expressidn and posztlve movement in the- o
- four "expressive" categories:
‘ . 3\

‘ 1. Spontaneity

2. Observation-expression skills . . /

*3. Technical skills . ‘ ) -




\ - P s R . . PR PR ] P N et v o enmeav o oyt .,.:’
PR . . ) SO ' . ° ]

,

4. Heightened sense of awareness {¢ritical awareness toward

self, others, ;nvironment).‘

2. Art Judgment Form ' ./ ‘ '

N / . o

The Art Judgment Form was developea by w%iter after

careful cbnside;ation of the children's developmentql stage

" and their‘subsequent fuﬁctioning‘or expressive needs common i \
tb_that stage. (Appendix F) It wés felt (judging ffom

observation of their Art work during the pfevious year) that

the majority of the students were functiohing within the |
[ : .

{ ¥  "Pseudorealistic Stage" (Lowenfeld, V., 1957, pp. 216 - 255)
t : ’

of self expression.

This stage is characterized by a change from uncons-

cious to critical awareness, caused by physical change in

the body: .

1. The child shifts attention from the working procegs and

£l

places emphasis on the final product.

2. There is now evident an apparent preference in some

students for visual stimuli while others prefer to

interpret subjective experience. ) .

a) Visually-minded child refers tq bptical senses con-

3

cern with atmospheric conditions and changes (light, .

color, shadows and perspective). The visuaily—

minded child is the spectator. in ‘his expressive.work. N
bf Non-visually minded child is someti:jp referred to.

as "haptic".. He emphasizes the ‘emo ional relation-

v : : ship to ﬁhe external world .in reference to himself




(Body). The non-visually minded child is intimately
- involved (or is the "actor") in his expressive work.
The items on the Art Judgment Form are des;gned to

measure expressive functioning.within the "Pseudorealistic
Stage".

All'work‘completed by each student Qas divided into: .
1. work‘doné before January 1, 1980 and
2.. work done after January 1, 1980' up to March 30, 1980.
- ‘ The pre—January work for each .student was presented

to three jugpes (Art therapist plus two non-Art staff per-

'sons) who scored the items on the Art Judgment Form after

; . reaghing general agreement on egéh item. The post-JanuaryI
/; . '_ work was' judged by the same judges at the end of Mafch in

the same manney .

. ‘ ) The items are scored on a three-point scale. High 'y .
*

scorés indicate positive movement in the area of self-

. ‘ ‘ ékpression, and therefore in-the growth development in the

{ : ) llowing areas: | (\* , -
e ! { . :

{ .

i

{

f

f Intellectuai-—concept~formation ' ' ‘ ki
Emotional-~flexible schemata
¥

oe)k Social--awareness of environment - ‘ ‘ / -/

\ Perceptual--flexibility in use of form, color, line to ‘}v

)
S
|

‘sdlfferentlate relationships

iAesthetic--conscioug organization of form - (

g) iCreative--variation and invention in expression.

I N
j .

[
i
H

o



Curriculum. : o , M
' " The Art curriculum is. a major component of the
gheqapeutic approach to self expression for these students.

An attempt has been made to identify general

behavioral and expressive characteristics .of the study
1

sample and subsequently to develop a motivating teachiné

2 approach which will encourage positive emotional dewelopment -
3 g

through the use of Art. and expression.

o
s

Curriculum Outline

1. Studént Characteris£ics—-behévioral, and motivating

teaching-ﬁh;rapeutic approach.
2. Studept'Characteristics——expreésive, and mptivatiné
teaching-therapeutic approac:h.
3.. Sugge;tgdzArt activities promoting pehayioral ;nd .

expressive development.

a) Discoverihg the self: 'sens;s, body.

b) The self in relation to others.

¢) The self in relation to the environmentf

Emphgsis was élaéed on‘self—expression and thé:.

encouragemeni.of developing a sénse of confideﬁce in the
self aé the driving motivating-force bghind ;he need and
desire for visual and symbolic expression of ;eglings;
Occasion#l stimul&ﬁing and relaxing Art activities were
" introduced. , ) - : ; : .

’
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Occasiopal Films with Art Topics
* T - ' Lo .
eg. - eskimo art, carving in stone and printing

- making pottery on the, wheel

-making puppets and masks

4
\

Short, Projects

- weaving paper and .string ;s‘ ' oo
- strin?ing yarn to form designs |
- méking mobiles

- constructing simple architectural forms

- assemBling wood pieces with nails .

- posing while teacher Qprks on students’ self-pértrait'
N . ' - making rubbings

| - making éosters for school. use
- printing and lettering - '

~ formihg inkblots or tempera paint blots (éccidental

.

configurations)

A - sewing fhand) with colorful fﬁbrics ;

-,

;"dcing'stitchéry : ‘ . .

- making and decorating paper airplanes

~ using o0ld clothes to dre;s uﬁ, doing“shor# g*its if
groﬁp is emotionally secﬁre and stable.

1 T - Thg structure of the teachingdfherapy approach

relating“tq'behavioral student characteristics is geared

As the chi;d grows in awareness, insight and self-control,

™
-

. 80 can .the :structure be adjusted to allow him greater

2

: " control for decision-making. The structural milieu does not

t&ward the child at a very low éonceptual Level development.

“
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chahge the basic objective of the‘therapeutic go&} to aid

the ‘child in his emotional develépment by encouraging self-
other awareness through the use of wvisual expression. or
symboiic interpretation of feelings and impressions.

Proper Art stimulation relates as much to person-
\ allty development as to creative expression itself.
This double function of Art teachlng signifies the
importance of aesthetic experiences within this decisive
period of development (adolescence) and shows clearly
why Art should not be confined to a selected group but
should become a means of equgssxon for everyone...It is
understood that such a curriculum. stands and falls with
the aesthetic sensibilities. of the teacher, his broad
.understanding for General Education and his quallflca~

/

tions to 1dent5fy with the ‘needs of his puplls. LT

(Lowenfeld, V.. 1957, pp.288 - 290)
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~and participating in"alllphases of the stﬁdy.
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Chapter V / !
DATA ANALYSIS

Sample Characteristics

1. Sample Size ‘ r
There were 20 subjects in attendance at the Day

L4

entire period between October'l, 1979 and March 30, 1980,

1

The ratio'of male to female studerits was 17 to 3;
. ) .

3. Age ‘ : &
e The éggrage student age, as of January 1, 1980, was

176 months, or 14.7 years. Theé youngestTChild was 153

‘months or 12.8 years of age. The oldest child was aged 197

months or 16.4 years. The girls showed ages of 14.5, 15.7;
and 16.4 years (Figure 1)

4. Program Time
. : A \ .
4 ] A2

The sample mean of- the time'spent in the Day

. Treatment program to March '31,.-1980- ‘was 40 weeks.:

The child with the shgertest time in the program
attended 20 weeks. . . Co

The child yho spent the longest time ‘in the program
has attended 67 weeks. ' .

~'5 chlldren had been Ln the program-less than 30 weeks.

.= 9 chlldren spent 30 to 40 wéeks in the program. i’ .

Treatment program and in the Art therapy program during thé.

»

L N ey 2
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"Figure 1

. Sample Age Distributioh .
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'living with their families. | : ‘

65 -
. )

R

.= 3 rhildren were in the program 50 to 60 weeks.

-2 &hildren were in the program more than 60 weeks.

(Figdre 2)

©

5. Attendance in Educational Component of Day Treatment
\ :

Program

\ Between September 17, 1979 and March 30, 1980, there
\ ’ -

" were 1ﬂ2 days of class time. (The child spends 6 50-minute

»
periods per day in Remediation, Mathematics, English, French,

Woodwork, Physical Educatioﬂ) There are 3 50-minute periods
per week spent in the‘Art therapy program.

The average overall classroom attendance was 98

[

days. . '

The lowest classroom attendance by a child was 80

days.
The highest classroom attendance was. 105 days.

Of the sample 80% were present a minimum of 95 ddys

€

‘or 85% of the time, and 35% of the sample were present a

minimum of 101 days or faqr 90% of the program time.

6. Living Situation "

a

There were 4 students in the sample (of whom 2 were

[y

female) living in group homes. There were 16 students
. . i

\

.

7. .Grade Level

Grade level for the students in the Day Treatment
program is routinely determined'by giving each student a

"Wide Range Achievement Test" (WRAT) at the beginning of the’

school term (Septembe;, 1979) which indicates his/her




. * ‘
' + 7' NUMBER OF STUDENTS

T
»14 . 1 2 73 4's & 7 8 9 10
{ .»E 20 - 30 ;//%7///‘;/%5/%7/4/ . -/' ‘
41 - 50 . : - ,
W S |
x; 161 - 70 //%%/4 | %
" | ‘
Ny .
- . e
|
: . | : R _‘ ( :Fj‘,“gure 2 ' ‘ . . ir . |
Sample 'i‘i’mé Spent in the Day Treatment Progra;m" ' R :M, ..
To March 31, 1980 - ' :
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standing in Mathematics as well as Reading-Spelling compre-'

Hension and determines approximate instruction levels.
The Mean English grade’(reéding—sbelling)-for the
study sample was 5.9. | |
The minimum English grade was 2.5.
" The maximum English grede was 9.9 whiéh indieates a

very high range .(7.4) in English performance.

The female populatlon had Engllsh WRAT scores of

+

2.5, 4.3, and 9.9, creatlng Both extremes of the continuum.

(Figure 3)
The average study sample grade level for Math fell
at 4.8. . c' ‘ .
The minimum Math Qraée'level was 2.5.
The maximum Math grade score was 7.8.
All scores for the three‘remales fall below the 5.0

Math grade level. (Figure 4)

"In comparing the distributions of scores between

‘Math and English, we find that tle Math scores are evenly

-

distributed showing central tehdeqcy whereas the Enélish

score distribution shows an uneven distribution between the

highest and lowest score.

Cénceptual Level

Of the study sample, 15 students were rated Stage A
(unsoc1al1zed) upon scoring their "Conceptual Level Sentence
Completlon Form and 5 students in the samp{e were rated at
the low contlnuum of Stage B (dependent) . ‘ All of the girls

fall %n the Stage B category.'

[
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NUMBER OF STUDENTS

2

| '2;5 -‘3'.4 ‘W/l//%(////////\/;//'//at
3.5 - a.a VNI, |

4

4.5 - 5.4 W%W

v

6.5 - 7.4 7/////A :

: 7.5'- 8.4 Wmmm |

<@l BUPOIQ

Lovera.s. //////7/////

Figure 3

{
. . B j ‘¢ .
Wide Range- Achievement

(WRAT) Scores (Reading-Spelling)
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Thus it was found trat 88% of the/bbye fall into the
Stagelh or highly unsocialized srege of develobment. This

finding is in agreement with the observed behavior of the

etudy sample.

Health and Opinion Survey (HOS)

In pre-test results of HOS scores it was found that

a2

7 chilﬁren fell within the "average" showing no

range,

abnormal reactions to stress. In the "sensitizer" range, 13

children obtained "scores. Of these 13, 2 fell in the

“middle sensitization" area, 7 scored in the "high o

. . W 4
gsengitization” area and 4 had scores within the "extreme

sensization" area. There were no scores in the "represser"

range in the pre-test scores.'
_ Post~test findings showed that of the 7 children who

scored within the "average" range on.the pre-test, 2 chil-

dren scores moved to the

"represser" range, 4 remained

+

"average" and 1 scored in the "sensitizer"

»

range. Of the 13, g

children scoring in the "sensitizer" range on the pre-test,
9 remained in the same range, 1 moved to the "average"
' range, and 3 changed their scores to fall within tfe

¢

“repreéser range. (Figure 5)

Jesness Behavior Checklist . ‘ o r

'

" . Figure 6 shows that for self-scores, pre-test, in 9
of the 14 behavior dimensions, 50% or more of the sample
falls outside the normal range of behavior (1 standard ‘

dev1ation)

' In 4 of ‘the behavior dimeg?ions, more than 50%

of ;he sample fall at one of the'extremeq. ' N }

a
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" There appears to be ao,coneisteht‘pattern'in their appraisal

’we find that only 1" of the 13 behavio;al dimensiona

" and post—tests. _In 5 of the 14 behavioral dimensi s, S50%

e e e e e

‘In the self-scores, pdstttestl(Figpre 7) only 7 of

"the 14 behavior dimensions show 50% or more deviation out-

side of the norm. In 5 ofathe behav10r dlmen51ons, more

than 50% fall at one of the extremes.

An 1mportant p01nt to cdn51der is that there is "A'

(consistency in the pre- andxpost—tests in that the dlmen— i
siond of "Conformltx" and "In31ght" e?n31stently show more‘
than' 50% of the sample falllng in the extreme.
;éoth pre- and post-test obServer scores tend to show
a more even'distgibutioqfof the sample %ithin the normal :
rahgeland indicate a more gradual change patte;n.l (Figure 8,
?igqre‘glu.{g
A P .
Selfﬁscores'showed minimal consistency between ‘the
pret.ahd ﬁosg—tests, iedicaﬁiné'éignificanfiaifferences in

%hb‘sapple's‘sgif-pefceptiop fnhqhone period to-the negt:”

, : , : /
of 1f. 1In 12 of the-14 scales of the Jesness Behavior
s C . : . . : - ¥
. Checklist, 25% or more of the sample changed in their . .
perception of self'by more than 30 percentile ppints. ,
& v “ ° .
Obderver scores show minimal change in student
8
' n o »
‘ f" In ut lizing Pearson s r r = Effxy | 'f> . ‘f
| ' Vsz) (Zyz) '

(Insight) is not significantly correlated betbee the pre-

AN
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Classroom Behavior : _ e et X> "

7,

perceptions. \ . o0

‘ 3
1 . ¢

¢

‘or more of the sample changed plus or minus 10 percentile
poiﬁts» 'On 11 of the 14 dimensions,) 1/3 or more of the

sample.changed less‘thanaplus or minus\lo percenﬁiIe points.
’ »

The data indicates that there is comsistency between" ‘ ,

the pre~ and post-perceptions of,studeﬁt,oehavior by the . - o

oBservers.” In 9 of the 14 measures, the bbservers perceived:

a minimum of 50% of the, sample showing no change,-. or

[y
<

pOSltlve change. .

y e

» ” In the self—appralsal. o# 10 of the 14 dimensions, .

50% or more of the sample showed no change or positive

-

change. o { ot ‘
- ’ ) ‘ [1 ) .
. : e l

There 18 a wide distribution of self-observer
R | K

correlation significance. The highest correlation on the - C e

pre-test is .65, with the lowest correlations at .02.

I3

- ‘.

. On the post- test, self-observer correlatlon, it is {

“ M
found that: three of the cases had a correlation greater than

.5, six were greater than .4, while six were ~lesg than .1.

Those students who had a high- (+ 5) self-observer

+ 1

correlatlon on the pre-test, maintained a hlgh correlatlon

\

(f.40 on the post—test, indicating that their perception of

: IR N ! o o
self remains consistent with the observer behavioral :

The olaesroom b%havior checklist has a possible : " SR

‘o

total combihed score- 6f 108 (2b=items with a: maxlmum score. !

¢t

of'5 porpts per item). The mean of the homeroom teacher 8 -
A -‘:«

s

evaluation score on chlld behavior was 67. 6. The minimuh ’




SN U

B =

R SLEL ) il S L ——

N . @

score was 43, with the maximum at 88. For behavior scores

3

in the Art therap&_milieu, students showed a mean score of
64, mi;imum score of 51, with the maximum score at-8l.
In correlating hpmeroom teacher and Art thefapist
. scoreg, (Figure 12) and uéiliziné fearson's r, the signi-
ficance is .024, indicaéing consistency in the perceptions
'of child behavior between aEF theréﬁist and homeroom
teachers. The Art therapisg perceived less extreme behavidr

-

than the homeroom teachers.

N

Judgment of Art Work
| ) ‘fhe maximum score possibie was 25.‘ T
The mean of pre-test scores was 15.
The minimum was 8. i‘ T .

- The
‘The
: The

’ ~ The

maximum was 23.

N 8

mean of post-test scores was 16.6.

minimum was 10. .'_g

?

maximum was 24.

Art work are shown in Figure 13.

Of the 20 cases in the sample, all ‘showed either no

change

-3

1.
[

or positive change: .

~

cases showed no change,

» ’

8 éases showed a change of 1 score point,

r,.x ~ -
cases showed a change of 2 score points,

case showed a'chinge_of 3 score points,

. .

o - ~ s
case showed a change of 8 score poinéza .

Distributions of scores on pre- and‘pqst-judgment of

.




WRITER (ART THERAPIST)

40-49 50-59 60-69 70-79 80-80  Row Total
° L4

49-49 2 1 0 0

-]50~59 0 0°

2
60-69 o 4

70-79

80-89
P )

Column

Total
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. \ A Q ' ) , 3
; R , ART JUDGMENT POST-TEST SCORES
' T ' o, .
. 0-5 6-10 11-15 16-10 21-25 Row Total. .
J .
ulo-5 1 .0 0 0 0 0 0"
) D. \
1,’ . G p6-10 0 1 1 0 0 2
M ' :
E. [11-15 Q 0 7 1 1 9 \
N AY
T {16-20 0 0 0 6 1l 7
{ ¢ !
| P R1-25 [ .0 0 0 0 2 2
R
" E Column
| T fotal | O 1 8 7 4 “20
! E ‘ :
T © 'S ‘ *
? T e
" -
s ‘,
! c . .
| o - :
R
M E 7
| S
‘ . .._3 [ : ,
| A . !\“
| Coa Figure 13 ‘ u o
| ‘ pisir{.ﬁutions of Art Judgment -Scores . .
B " s, | ' From Pre- to Post Test . . i
B SN , o - BEPRNYS
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score of 15 and 'a maximum score of 43.

o a -

[y

Aesthetic Checklist : :

o [~

The "Aesthetic Cheéklist" has a total of 10 items

with a maximum of 5 points per item.

N -

The mean of pre-test scores was 29.45 with a minimum

T

. The meah for the post-test scores was 33.5, with a

[

minimum score of 23, and a maximum of 43.

o

The distribution for pre- and post-test scores is

shown in Figure 14. The distribution shows that there is
Y ' . .
positive movement in 75% of the cases while 20% changed

‘negatively, with 5% remaining constant.

/ ’ ) »
. In considering Figures 15, 16, 17 and 18, it is °

apparent that.positive chénge has occurred in all 4 dimen-

sions of aesthetic awareness. Particularly of note is the

positive change in the "observation-expression™ dimension.

. ¢
! s 4

- vy
\ .

'Relationship of Change Between “"Aesthetic Awareness" and

. - . ) \
- A -
. . . . .

"Behavior"”

In .Figure 19, each of the éhange scores of the
behavioral dimensions of the Jesness Behavior. Checklist
(self and observer) were correlated with the Aesthetic 0
Checklist and the Art Judgmént Checklist. Aestheéic Check-~
list change scores correlated 81gn1f1cantly {>. 05) with'2 of
the Jgsness Behavior Check11st self-dimenaions,,“Confogmltx"

"y

and "Enthusxasm" \

The Aesthetic Checklist showed no slgnlfid&gt

ccrfelatlon with, the Jesness Behavior Checklist observer

chahge scores. Art judgmeht.scqreé show a significant w

b

‘e,;' b

e
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oot Geores
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'.. / e e .\{\ . N . ‘ z:‘ o A 33’
' . i . ‘ v ;
* PR - N .L
- . , i‘ o ; ‘
. N \ ’ ! ‘ “‘(-'\ . . *
v . A \ .
: POST-TEST . . .
10-19  20-29  30-39  40-49  Row Total
10-19 | © 2 0 0 2 ' .
20-29 | © 4 4 0 8 “ '
30-39 0 1 6 2 9 .
40-49 | .0 0 - 0 -1 1
- TEVJ eSS —— ——————— .
Column ) S 0 . .
"ITotal -0 7 < 10 '3, 20 .
.* , .
l R o . 3 v . ' . b '
o =
. \ Figure 14’ " "
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, SR 1-3  4-6° 7-9 10-12 . 13-15 Row Total ok
T o -3 0 | o 0 0 0 0 -
, \.‘,\_ .\ R a Y * ‘
. p l4-6 ] 0 1 4 1 ° 0 6
R , ‘ . . ¢ ’ . R -
E |7-9 ] 0 1 1 2 1 - .5 | :
- - = - m 10-12 0 0 2 ' 1 -7 - 1
- E: . . i > - R
: s 3-15 | o 0 0 2 0 .2 : - '
< T , A (5" : 5
| N Column : '4 ‘ . . .
' M #
" ffotal 0 2 7 9 2 .i: 20 ) -
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.p 10-12 | "0 . 0 1 4 0 © 5
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. . .
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' Aesthetic Checklist, Movement of "Technical Skills”

" Scores from Pre- to Post-test .

v o .. H

N

87 :
9!
- ' : _—
- - Ia} »
, / :
A\ ) ™ /
? Q
_ id
.' ~ \ ‘»'
o - ” , L4 ]
: '
- POST TEST
1-2 3-4 5-6 7-8 9-10 Row Total
1- 2 1 0 :J 1 | 1 0 3,
3- 4 0 0 2 .0 1 3
5-.6 0 0 2 3 0 5 ¥
: " 1
7-8|" 0 0 1 5 3f 9
Y . -
9-10 0 0 . 0o | 0 0 0
,'Colﬁmn
’ ’
Total | 1 0 6 9 4 20
~
~ I P
. '
A - '
4
' ' I
) [ 4
\ .
Figure 17




Hun-a

POST TEST

SR

Aesthetic Checklist, Méyembnt of "Sense Awareness"

8

¢

Scores from Pre- to Post-test

1-2  3-4 5-6 7-8 9-10  Row Total
1-2 | o 2. 1 o. | o 3
3-4 [ 0 3 2 0 0° s
5-6 | 0 0 4 5 0 9
7-8] o ' o 1 3 0 3
9-10 « © 0 0 0 0 )
‘lcolumn )
Total | © 5 7 8 0 20
-~ {
o
‘ o
’ i
" Figure 18 h N :




Aesthetic Cheéklist

Pearson's r

Art Judgment

Pearson's r.

SELF - Scores Significance Scores Significance

h_—_i Uhobtrhsiveness .034 <44 .091 .35
Frie;diiness ..264 .12 .257 '.{3

Responsibility .355 .06 .286 .11

; | Considerateness .090 .35 .507 .dl
Independence .007 .48 .354 .06’

Rapport .015 .47: .043 42

J Enthusiasm . .413 .03 202 .19

| Sociability .222 .17 .074 .37
’ . Conformity _.472 .01 .145 .27,
) Calmness . 040 .43 .212 .18
Communication’ .045 ‘.42 .095 . .34

Insight .339 .07 .301 .09

" Social Control .062 .39 . .206 .19

Anger Control || .264 .12 -,013 ,47

. F%gure lé -

Correlation of Change Scores, Behavioral Dimensions, with

Aesthetic Checkliat'and Art Judgment, Utilizing Pearson's r

|

N




Aesthetic Checklist " Art Judgment

- Pearson's r

w
Pearson's. r

Figure 19 (continued)

Correlation of Change Scores

(

‘s.\‘ ,

e

ar

. OBSERVER ‘ Scores Significance Scores Significance
Unobtrusiveness 129 720 .100 233 |
, , Friendliness .259 .13 .034 " .44
Respondibility || .255 .13 .022 .46
}, Congide;éteness .160 .24 397 .04
| ' Independen;e «235 .15 (234 .16
’Rappqré .275 .11 214 “.1§
%Enthusiasm .197 .20 .025 .45
'sOciabilit§ .012 .47 .074 .37
' _ Conformity 049, .41 ,494 .01
‘ Calmness .046 .42 .0L7 .47
) iCommunication .116 .?1 .101 .33
a Insight' .174 .23 .121 .30
Sogial Control .520 .'17 .054 .41
N Anger Control 181 .22 .203 ; .19

, Behavioral Dimensions, with

. Aesthetic Checklist and Art Judgment, Utilizing Pearspﬁ‘s r

!
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réiationship (>.05) with Jessness Behavior Checklist self-

scores in the area of “Consideraténess".\ Art judgment

scores show a significant relationship (>.05) 'with Jesness

Behavior Checklist observer-scores in the areas of:

" . .
"Considerateness" and "Conformity”.

Figure 20,‘shaggng_the relationship between the

_aesthetic dimensions and Jesness Behavior Checklist diméh—

sions; pre- and post-~test self-scores, indicates significant

relationships (>.05) between the following:s

I.

II.

III.

Iv.

V.

VI.

Spontaneity (post-test) and Insight (post-test} K

Observation~-Expression (post-test) and Responsibility

¢ LS

t

(post-test)
Observation-Expression (post-test) and Considerateness

(post-test)

Technical skills (pre-test) and Effective Communica-

tion (pre-test) ~ : o {

. Technical skills (prerteét) and Anger Control (pre-

test)

Awareness . (pre-test) and Effective Communication (pfe-
test) "

Figure 21, showing the rélationghip between the

aesthetic dimensions and Jesness Behavior Checklist dimen-

sions, pre- and post-test, observer scores, indicates signi-

ficant relationships between_almost all of the dimensions,

indicating that the aesthetic dimensions have significant

impact upon behavioral change.

i
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Spontaneity -

Spontaneity (pre-test) and Responsibility (pre-test)

-

Spontaneity (pre-test) and Effective Communication

{pre-test)

Spontaneity (pre-test) and Insight (pre-test)

Spontaneity (post-test)
Spontaneity (post—test)
Spontaneity (post-test)

Spontaneity (post-test)

and Unobtrusiveness (post-test)
and Friendliness (post-test)
and Social Control (post-test)

and Anger Control (post-test)

t

(7 Observation—Expressfbn

test)
Observation-Expression
(pre—-test)
Observation-Expression

test)

- Obgservation-Expression

test)
Observation-Expréssion
cation (pre-test) |
Observation-Expression
Obseryation—Expression
test)
Observation-Expression
test)

Observation-Expression

{post-test)

Observation-Expression !

(pre-test) and Friendliness (pre-

{(pre-test) and Responsibility

(pre-test) and Independence (pre-

(pre-test) and Conformity (bre—

1

{

(pre-test)} and Effective Communi-

(pre-test) and Insight (pre-test)

{post-test) and Conformity (pdst-

(post-test) and Insight (post-

(post-test) and Social Control

°

y
|

oA S T oAl v oven ? T -




‘ ‘ 95

" Technical Skills"

1. Technical Skills (pre-test) and Respongibility (pre-test)

2. Technical Skills (pre-test) and Independence (pre—testf

r
3. Technical Skills (pre—test) and Enthusiasm (pre—test) . .
4. Technical’Skills (pre-test) ‘and Effective Communication '
{pre-test) . . . é

: .15; Technical Skills (pre-test) and Insight (pre-test)
6. Technical Skills (post-test) and Unobtrusiveness (post-
test) ’ . ) .
7. Technical Skills (post-test) and FriendlineSS’(postwtegt)

o

8. Technical Skills (post-test) and Responsibility (post-
’ test) \ )
3
9. Technical Skills (post-test) and Considerateness (post-

~

fest) '
. o M L)
10." Technical Skills (post-test) and Independence (post-
test) ‘ . ' -~
11. Technical Skills (post-~test) and Rapport (post—tests
12. Technical Skills (post-test) and Sociability (post-test)
13. ‘Technical Skills (post-test) and Conformity (post-test)-®
v 1}. Tecﬁnical Skills (post-§est) and Insight (post-test)
15. Technical Skills {post-test) and Social Control (post- ’ X

test)

Sense of Awareness , .
1. Awareness (pre-test) and Friendliness (pre-test)

“~2. Awareness (pre-test) and Responsibility (pre~test)

3. Awareness (pre-test) and Considerateness (pre-test)

A

4. Awareness (pre-test) and Independence (pre-test)




. -

12.

13.

14.

15.

16.

17.

18.

aesthetic dimensions and thevJesness Behavior Checklist

Awareness

‘"Awgreness
Awareness
Awareness
test)

Awareness

Awareness

Awgreness

Awareness

Awareness

Awareness
A

Awareness

Awareness

(post-test)

Awareness

Awareness

(pre-test)
(pre-test)
(pre-test)

{pre-test)

(pre-test)

N

(pre-test)

96

and

and

and

and

and

and

Enthusiasm (pre-test)
Sociability (pre-test) . |
Conformity (pre-test) ) S

Effective Comminication (pre- !

Insight (pre-test)

Social Control (pre-test)

(post-test) and Friendliness (post-test) ]

(post-test)
(post-test)
(post-test)
(post-test)
(post-test)
{post-test)

(post~-test)

Figure 22, showing

and
and
and

and

and

and
and

the

Responsibility (post-test)
Eonéiderateness (post-test)
Rapport (post-test) i ‘|
Confomity (post-test)

Effective Communication

Insight (post-test)
Social Control (post-test)

) b
relationship between the

~dimensions, self and observer change ‘scores, utilizing

Pearson's r, indicates significant relationships ( .05)

between the following:

Spontaneity with Enthusiasm (self-score)

* Spontaneity with Conformity (self-score)
Observation-Expression with Conformity (self-score)

Observation-Expression with Responsibility (self-

score)

Awareness with' Conformity (self-score)

rr




.Shis indicates that as level of "cbnformity"
\ . reduces, ‘“'spontaneity”, "observation-expression" ability,
3 ‘ B Y
and “awareness" (critical) increase. Thus level of "con-

. formity" is inversely related to "spontaneity", "observa-
. , tion-expression" ability, and "awareness". <
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"indicate that the sample's emotional problems interfere with

1

Cﬁapter VI :

& . ' ‘(
" FINDINGS AND INTERPRETATIONS

)

Identification of the Study Sampie

by
“The ratio of boys to girls in the study sample of

| ,
emotionally disturbed youth was 17 to 3. Record of
classroom attendance is above average, with all children
being present at least ‘80% of the time, therefore providing

: ‘ o

’ . .
them with equal involvement in the Art therapy program. t

Although all of the children in the .study sample

were of average fhtelliéence, at a mean age of 14.7, it was i
. /3

found thét their acad?mic achievement fell far below the

acceptable level for their age, eél, in Mathematics, 95% of

/
the study sample functioned below the Grade 7 level, and in

English, 65% functioned below the Grade 7 level. This would .

L4

their adequate functioning in the regular school system or

*

vice versa.
The "Conceptual Level" scores indicated that 15 of
the 20 students in the study sample are atia 8tage A level

of functioning, indicatifig highly unsocialized, egocentric !

The other 5

behavior and a poorly developed value system.

cases (which included the 3 girls) fell into Stage B,

indicating aﬁ{;ngernalized value system but a rigidifying of
: ’ : Yl

" gituations into black-and-white, good-or-bad.

- !;‘."




. . \ . .
" " functioning at lower-than-average or unusually low levels of ‘ 1

conceptual development, when considering Hunt's conclusions - ,

of findings indicating that very few low Conceptuai Level

.(belfw 1.0) students are.encountered in the secondary school
. ) , ¢ ¢
systels. (Hunt, D.E., 1971) ' -

The "Conceptual Level" findings support the need for

“

this population of an environment offering a high level:-of RS

order, organization and clarity, providing pr;aieéability,

consistency and suppbrt, hence encodraging beginning trust -

and crietive involvement. ‘ ]

"Health and Opi;iqn Survey" scores, which indicate - ﬂ
debing mechagisms.in rega£d to stress, showed' that 13 out of
20 casés, or 65%, fell into the "Sensitizer" range. '"High
scores (4 of the population) can reflect.a significant ) “'. '
degree of neurosis being present." (Johns%on, R., 1979, ° 4
p. 37) -/ ‘

; Agaln, these findings suppor; "Conceptual Level"

&ﬁta that the study sample is not average and requ1res

difgerentiated éhucational and therapeutic treatment. It is |

interesting to note that on the "Health and Opinion Sgrvéy“
‘post-test scores, 3 of the "Sensitizer’rcases (re-test)
moved to the "Repfesser“ stage, and 2 average (pke-test)
casqs also moved to the "Represser" stage. The initial
intensive therapeutic setting, encouraging'student partici-
pation in problem-solving, may be accountable for,this high

degree of movement from an openly anx1ous, aggressive

emotional stance to a defenéxx;, closed, non—comm1tta1
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stance. This trend and its causes would require further

research before forming further conclusions. ,
The "Jesness Behavior Checklist" self-scores show
extreme fluctuatians in assessment of self from pre- to

post-test, indicating on the parfkof the students a lack of

insight and self;knowledge,.or awareness-of-self in relation

. to others and the environment from one period to the' next.

The posﬁ-test self-scores are slightly less extreme, presum-

¢

ing some improvement in degrees of insight among the

.\ .

studentst

The "Jesness Behavior Checklist" observer scores

-

show a more even diszribution of the, sample withi# the

normal range of the hehavior dimensions, as well as more

gradual’ change pattérng from pre- to post-test. It is

o

interesting to note that only Insight is not significantly
correlafed between observer pre- and post—test\scores,

lending substance to the assumption that students lack self-

awareness ahd demonstrate ayneed for perceptual training.

The observer scores further showed minimal change in

students' behavior, with 50% of the cases showing no change

or some positive' change. -

"Classroom Behavior" assessment (overall) showed
very insignific;;t differences in behavior‘appraisal bétween
behavior in the art room and_b?havior in\the homeroom§
(English, Math:remedigtion) thch would indicate that the
student réact§ r%gidly and predictably with most staff in
the educational milieu, and that behavioral changes‘as a

[}
4
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result of teaching approach would become apparent only after

~ an extended period of time and require longitudinal study.

The similarities’ among observers' assessment of child
. ' '\ ‘./
behavior point to the need for consistency in a therapeutic

~
4 ~ 7

setting.

Students' attitude and sensitivity toward the Art

task, Jjudged by the “Aesthetic Checkl/st"'criteria, showed’ %
\ . .

. - . /
some lmprovement in 75% of the égses from pre- to post-test,

and the "Art Judgmént" criteria, looking at change in
) . .
expression utilizing the children's Art work indicated .

s 4
improvement in 85% of the cases. There is general agreement
for the number of children who showed hegative improvement
or no improvement between the "Art Judgment" criteria and

the "Aesthetic Checklist" criteria. Of particular note is

the change 'in the "observation-expression" dimension of the
; , .

"Aesthetic Checklist" criteria, indicating an increased
interest in expression with concomitant’interest in obser- .
;vapion to aid expression. It is assumed that the, structural
épbroaéh to working in Art helps the students to gain confi-
. dence and self-reliance, where he can 5egin'to enjoy' the

creative process as an ongoing alternate mode of :

expre$sion. , o

Change Relationships between Aesthetic Awareness and /
: ¥
Behavior ' ' : o
f . o

¢ . ' "
Of particular note is the relat%onship between the

"Aesthetic dimensions" and the "Jesness Behavior Checklist"’

.

.
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dimensions, observ?r'score, pre- and post-test Tsengigure
21). Siggificant relationships (utilizing Pearson's r) are’
found betweenlélmost all of the paired dimensions. Thi;
indicates.that participation in Art, given an appropfiate
learning environment or meeting learner's needs, may have a
signfficant influence on behavior. Of particular néte is

the behavioral ‘dimension “"conformity" which appears to

consistently show a significant relationship with the

aesthetic dimensions. This would indicate that as level of

"conformity" redﬁces, “"aesthetic awareness" increases. Thus
level of "conformity" is inversely related to the aeéthétic
éimensions “spontaneity", "observation—expression", and
"sense awareness". Other behavior dimensions showing

N - ‘ *
repeated significance in relationship with aesthetic

B 3
- dimensions are:

1. Responsibility o
2. Insight |

3. Effective Communication.

It is indicated that Art involvement of our study
sample, Ehen, has a more significané change effect on some
types ;f behavior than on 6thers. "It would appear that
"insight", "effective communication’, "conformity" and
“responsiblity" are particularly affécted by an involvement
in the Art gherapy brogram. It is hypothesizeq that grow€h
of "responsibility'™ is directly relateé to the structural
approach\oﬁ the art setting based 6n "Conceptual Level" '

theory. "Conformity" reduces as the student's

r, o~ e o o . - iy s we

SO SO
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'placeé emphasis on discovering the self, the se}f'in ’
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self-confidenie and. self-determination increases due to

P

beginning successes he experiences in the structured Art

‘therapy setting, and he consequently begins to discover and
R L
enjoy his own expEéssive needs. "In‘tht“ is developed

through an emphasis on a dev¥elopmental Art'curriculum, which-

<

relation to others, and finally the self in relation to his

4 ”

environment. "Effectivé communica£ion“ is a result offan
improQéd self-concept, development of persoleity,‘a grea;er
awareness of self ig relationship to his/her environmént‘
(aesthetic development), a willingness to be open,

communicative and receptive to change and hence be more
‘ ;

effectively communicative. It is suggested, then,' that

"effective communication" can be positively influenced by an

involvement in visual expression through Art.

i .
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Chapter VII

<

( . . . ' SUMMARY
The major objective of this pilot study was to
effective1§ integrate Art as ‘a therapedtic component of a

Day Treatment Centre serving emotionally disturbed adoles-

2

cents. The goal was the creation of a developmental Art

curriculum based on behavioral and expressive needs of the

popdlation. It is felt that the "Conceptual Level” theory

has provided a highly effective taxonomy to aid in struc-

turing the therapeutic milieu in Art to encourage and
support individual emotional development and growth through
\

visual expression.

The "Stages of Self-Expression" (Lowenfeld, V.,

. ’ 3 .
1957) have been instrumental in the creation of an Art

cur:%culum taking into consideration the youth's expressive .

b
1

needs.

-

Q .

. The integration of behavioral and expressive theo-

\

ries of development is necessary in establishing criteria im

\ “ . ) v
encouraging and setting progressive goals toward affective

\ L0

agrowth thQXuéthrt.
Sta#istical findings have shown that the children

have improved in the behavioral as well as the expressive;

aesthetic area during the sﬁbrt time they participated.in

the study, and that behavioral dimensions are gsignificantly

cofrelated with ‘aesthetic dimensions, showing that there
i IR : '
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exists an important inter-relationship between these two

- , : areas.

In order to provide more conclusive evidence of the -

positive effect of expressive ‘or Art activity upon behavior,
/ it is suggested that this‘pilot project can, provide the |

basis for‘the'crea£ion of a controlled study taking into

consideration other environmentél-inflgences affecting - . ‘

[N

behavior.
A | . (
It is .the enthusiasm and "emotional growth of the

individual students who have éxpérienced success in Art
which provide the incentive to create and further develop a
therapeutically valid Art program; fér although cognitive E i !
learning provides the,ﬁedgs‘through which man,aéhieves
.o survivalf it‘is effective learning which makes shrvivél - P

: . ’ worthwhile.
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S ) CONCEPTUAL LEVEL PARAGRAPH COMPLETION TEST o ‘
' . Each question is to be answered with at least three g
T ' " sentences. 1% / ‘ - .
1.. What I think about ruyles... ' o
. : ’ ~ '
R o 2. When I am criticized... - ' : . )
St ‘ @ B . . . c
- R 3, What I think.about paren/ts. s o o .
! « & . ‘ . . ) .
: 4. When someone does not. agree with me...
. g v - ' . w ‘,)
; 5. When I am not sure... . . :
H . . - . . ’ . ,
‘ 6. When I am told what to do..- - |
3,4 0 ‘ \
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10.

110‘

12.

13.

.14,

15.

‘ 16.

17.
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.Appendix B

. JESNESS BEHAVIOR CHECKLIST \

;.by Carl F.'Jesness, Ph.D.

-

Interrupts or distracts otherss

v

Has been seen to compliment or encourage others.

Is involved in clowning, horse-play, inappropriate
behavior. .

Tries to get others into trouble. Instigates arguments

. and fights, or calls attention to behavior of others.

Seeks advice or help from others at times when he
should. , )

" Poor sport. Cheats to win, shows anger or sulks when

lo§ing. -
Goes out of his way to say hello or speak to others,
even those less popular.

Agitates, teases, laughs at, or ridicules others.
Is well-groomed, clean,®and neat in appearance. °
Apologizes' when appropriate.

Picks on, pushes around, threatens, or bullies those
around him.

. 4 .
Makes appropriate responses to others; speaks when
spoken. to, smiles when others smile at him, etc.
Brags about or delights in describing antisocial,
unlawful, delinquent, or criminal exploits.

Fails to become guiet or calm down when requested to do
o ~ .

Can express difference of opinion, ériticism. or
complaint ‘without antagonizing others.,

e

Upset if he can't have or. do something right now. ..

Is excessively loud and noisy at inappropriate times or -

places. i

- Helps others, even without appéfent personal gain.

Is involved in quarreling, squabbling, bickering.

[ K +
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20.

21.

22,

23.

24,

25I
26.

27.

28‘

29,

30.

32.°

33,

34.

35'
36.
37.

38.

G e gy @ e .
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{

.Schoolwork or JOb ass1gnments are done neatly and

carefully. §

When corrected, shifts blame, makes excuses, or
complains that it is unfair, etc.

v,
Is assertive.. Makes his opinions and preferences
known.

3

s Ct X
Takes good care of his own and others' equipment and
property. .

Shows disdain for group or individual counseling
sessions. '

Hets things done; does a loﬁ‘of work in a given time.
Can be talked into-things; goes along with others.

Is not easily discouraged. Sticks with and completes
tasks assigned. v : ‘ .

i
Rewards or encourages (with atteitlon, approving.
gestures, remarks, etc.) delinquént or antisocial
behavior of others.

Can make routine decisions without undue hesitation or
soliciting help from others. :

Gets up on time, gets to school or work on time, etc.

Complains about or expresses low opinion of counselors,

.police, or other authority figures.

Shows initiative: ’'goes ahead to next5task,’makes~good

use of free time, etc.

¢

Asks for help or seeks assistance, even on simple

 tasks.

Has assumed the responsibility for organizing, and/or
supervising, the actions,of others of his age group in
accomplishing a work or recreational task.

Actively resists authority: argues with dec151ons and
complains when told what to do.

.
Begins,or attends to routine assignments or chores
without reminders.

o

Turns to someone such as a teacher or counseldr to take

care of his problems with others.

éets school and/or work assignments done on‘;img. o~

H
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& 52.

54.

57.

58l

6l.

51.°

. 53.

55.

.

" Is difficult to understand (speech is mumbled or

incoherent) .
Tells the truth; does not lie, exaggerate, or fabricate.

Becomes anxious, upset, and/or g‘eezes when frustrated,
under pressure, or faced with a difficult task.

Takes an active, contrlbutlng part in group discussions
and/or meetings.

‘Steals or takes things without permission.

Listens carefully to instructions or' explanations. -

Appears nervous, anxious, jittery, or tense.

’

Candge relied upon to do what he says he will do.

Becomes hurt or anxious if criticized. .
. , , l) . .- -
Requests or questions are direct and straightforward.
\ o .
Uses profanity or vulgar language.

Can take kidding or teasing without becoming 'upset or

.anxious.

Displays personal habit(s) or behavior(s) that is
aberrant, offensive, or disturbing to others.

. .
- Tells others about being nervous, unable to sleep, etc.
-

Looks at the person he is talking to.

Does thlngs that are wrong, 1llegal, or agalnst the
rules.

Makes positive statements about.himself (demonstrates
positive self-concept).

Grav1tates toward a delinquent- type group or cllque.
r

Is slow to respond to requests.

Becomes depressed or withdrawn when frustrated or
criticized. -

Is well-liked; sought out by others of his age group.
Is short-tempered and quick to show anger.

Talks freely to persons such as counselors or teachers
about -himself (his plans, his problems, etc.)
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v

62. Is slow moving, sldggish, listless, spiritless, etc.

63. Gets along with others in group recreation.

64. Tends to avoid persons such as teachers, therapists, and
counselors or any activities in which they take part.

65. Is cheerful. Laughs and ‘smiles.

.
\

66. Becomes aggravated or abusive when frustrated or his
will is opposed. ' o

67. Works cpoperatively with others in work or task groups.

. 68. Gets into physical fights.

69. Seeks out friendly conversations with adults.

'

. 70. Tends to withdraw and/or isolate himself from others.

'71. Accepts criticism or teasing witWout flaring up or

becoming angry.’
P | - .
72. Is the recipient of ridicule, agitation, etc.

73. Takes-part in social events and tries to get involved in
group functions and activities.

'74. States or demonstrates that he distrusts persons in °

authority such as teachers, counselors, therapists, etc.
75. ‘Actively engages in problem-solv1ng behavior related to
‘personal, family, or social problems.

76. Appraises his own abilities and accomplishments
realistically.

77. Plans realistically. for his vocational or academic
future. ‘ a

78. Understands {can verbalize) how to avoid troiilé with

school .officials, police, or other authorities.

3
'

79. Verbalizes realistic understanding of ways and means
of coping with parents and/or homeesituations.

80. Actively engages in problem-solvgng behéVlor related to '
decidlng‘upon and achieving future objectlves.

Items are checkmarked appropriately according to the
following ‘criteria:
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Almost Never : - _ c :
Not Often ' . » : f

A
N . |
S.: Sometimes . ‘ v . :
F.0.: Fairly Often - : : )
V.0.: 'Very Often = . : Co ’ S

Note: The self-rating form has 1dent1ca1 items which refer, to
the self, eg. No. 1, "I interrupt others who are talking, or
bother others who are busy".
I
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-10.°

11.

13.

14,

15.

17'
; . 18.
' 19.
20.

21.

Items to be scored "true" or "false".

s

. Appendix C

HEALTH & OPINION SURVEY

I wake up fresh and rested mbst'morniﬁgs.

Usually my hands and feet are warm.

Every day I am interested in the things i do.

I am often nervous.

Once in a while I tﬁink of things too bad to talk abput.

At times I have fits or laughing and crying that I
cannot control.
. o ; f

I feel that it best to keep my -mouth shut when I'm in
trouble. s . ) . )

I find it h?rd to keep my mind on a task or a jobh.

I worry about my health. .
s

I have had days, weeks, or months when I didn't have the
energy to get things done. -

S )
I am restless at night and do not sleep well.
Much of the time my head aches.
% am just as healthy as my friends.

I ignore old school friends and buddies unless they
speak to me first.

I often get chest pains. - , .
I get along comfoftably in a éroup of people.

I wish I could be as happy as others seem to be.
Most of the time I feel sad and deﬁresged.

I am(sure of myself.

I usually feei lifg is worth living.

It takes a lot of argumenys to prove the truth to most
people. Y ‘

O e




22.
23.
24.

25.

26.
27.
: 28.
29.

30.

31.

32.
33.

34.

35.

36.

37.
38.°
39.
40.

41..

42.

N

. My muscles don't twitch or jump very much.

* YR P —————————
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I think most people would lie te get ahead.

I do a lot of things which I regret afterwards.

-

I\spn't quarrel very much with my family.

I have a hard time changing the things'I want to change
in myself.

e

I care what happens to me.
Often I feel I have done something wrong or evil. ’ -

I'am'happy most of the time.

i

Some pecple are so bossy that I feel like doing the
opposite of what they ask, even though I know they are
rlght.

Often I feel as if there were a tight band about my
head.

I seem to be about as smart as most of my friends.
Most people will cheat a little to get what they want.

Usually I can understand why I have been so cross and

bitchy.
1)

I don't worry about catching diseases.

I often wonder why someone has done somethlng nice to
me. "

Criticism or scolding hurts me very much.

Usually I feel I must béhave like the people around me.
I feel useless at times.

At timesII feel like picking a fight witﬁ someone.

o

Because I can't make up my mind quickly, I lose out on
thingsi

I get impatient if people bother me when I am working,on
something important.

Most nights I go to sleep w1th ut thoughts or ideas
bothering me.

I cry easily. oo _ .

_\/ / F
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4 45, I cannot underst%nd what I read as well as I used to. )
46. I feel better now than ever before.

47. I resent having anyone take me ’in so cleverly that I -
have to admit that it was one on me. )

48. I get tired easily.

3

49. I like to study and read about things that I am worklng ' ;
on.

” 50. I like to know some important people because it makes me
feel important.

51. It makes me uncaomfortable to put—on a stunt at a party !
even vhen others are doing the same sort of things.

[ 52. I try hard to hide my shyness.
53. I pften have dizzy spells.’ | . ; |
, © 54, My memory seems to be all right.
55. I am worried about sex., f’*ﬁ\\ '
‘56, I find it hard to talk to new people.
§57.° I am afrald of los1ng my mind.

58. My hand often shakes when I try to do somethlng. -

59; My eyes don't get tired even if I read for a long time..
60. Usually, I feel healthy.
61. I have very few headaches.

.62, Sometimes, when embarrassed, I break out in a sweat |
»  which bothers me a lot. ‘ S

63. I have difficulty in keeping my balance while walking.
64. I wish I were not so shy.
65. I enjoy many different kindsrof play and recreatidn.

66. While walking I am very careful to step over sidewalk
cracks. \ - ‘ .

67. 1 frequently'find myself worrying about something. ) ;fﬂ

ok

68. I hardly ever notice my heart pounding and I am seldom
short of breath.




69.

y
70.

71.

72,

73.
74.

75.

76.

77.

78.
79.

80.

81 ..

82..

83.

84.

‘85-

86.

87.

88.

89.

90.

91.
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I get mad easily but soon get over it.

I often think sad or angry thoughts.

Sometimes I am so restless I cannot sit long in a chair.

v

"I dream frequently about things that are best kept to

myself.
1 believe I am no more nervous than most people.
I often have pains.

I have difficulty in sfarting to do, things.

It is safer to trust nobody.
1Y

., Once a week or more often I become excited.

When in a group of people I have trouble thinking of. the
right things to talk about.

When I leave home I do not worry about whether the doorxr
is locked and the windows closed.

I have often felt that strangers were looking at me as
if I was doing something wrong.

I drink a lot ‘of water every day.

o

I don't like it when a criminal gets off free just
because he had a smart lawyer.

I work under a great deal of pressure. . .

Usually I don't talk to people until they talk to me
first.

I find life hard much of the time.
In school I found it hard to talk in front of the class.

Even when I am with people I feel lonely much of the
time.

.

I. think nearly anyone would tell a lie to keep out of
trouble. ' :

I am easily embarrassed.
I worry over money and business. s

I easily become impatient with people.

1
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92‘.

93.

94.

95,

96.

97.

98.

99.

100.

101.

102.

103.

104.

105.

106.

107.

108.
109.

110.

111.

112.

‘ q

I am worried about something or someone almost all the
time. ) : y

Sometimes .I become so excited that I find it hard to get
to sleep.

I easily forget what people‘say to me.,

Even for little things I usually have to stop and think
before I act. -

: ]
Often 1 cross the street in order not to meet someone I
know. R

I often feel as if things were unreal. ,
I have a hablt of counting things that are not lmpo;tant,
such a bulbs on electric signs, etc.

’ . i

-

I have strange aﬁd‘peculiar,thoughts.

I have been afraid of things or people that I knew
could not hurt me.

I have no fear of going into a room by myself where o :
other people are talklng in a group.

I have.more trouble concentratlng than other péople. .
seem to have.

Several times I have given up doing a thing because I
didn't think I could do it.

Bad, often terrible words come into my mind and I'can't. .
get rid of them.

Sometimes an unimportant thought will run through my
mind and bother me for days.

Almost every day I am frightened by something.

I get upset easily when things don't go my way.

I am more sensitive than most people.

At periods my mind seems to work more slowly than
usual.

I very seldom have times when I'm sad or depressed.

I wish I could get over worrying about things I have
said that may hurt other people's feelings.

People often disappoint me. . _ " g.“;
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4

113. _I-'can't tell anyone about myself.

114, Sometimes things get so difficult, I don't care about
anything. .

115. Even though everything is going fine for me, I often
feel that I don't care about anything. ‘

116. Sometimes I feel I have so“many problems, I cannot
overcome them.

117. I often think: "I wish I were a child again." -

:118. It makes me feel like .a failure when I hear of the
success»Qf'someone I know well.

<

[P RPN

119. I can't get . disappointments out of my mind.

120. At%imes I think I am no good at all.

121./ I worry quite a bit over possible bad luck. ‘ J .|

122. Sometimes I don't do things I want to because others R
feel that I will not do it right. '

123. Several times I have changed my mind about the things I
' want to do with my life.

1

S,

124. I have a daydream life about which I do not tell other
people. ' . '

125. I ﬁavé&often felt guilty because I have pretended to
feel more sorry about something than I really was.

B T I DO O

126. I feel tired a lot of the time.

127. I sometimes feel that I am about to fall apart.

Q
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1.

’

12‘
13.
14.
15.
16.

17.

18.

19.

20'

21.
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Appendix D T j

STUDENT BEHAVIOR CHECKLIST °

‘Shows initial enthusiasm with task but is quick to-

switch to "more exciting things"

"Upset if he can't have or do something right now.

_Is short-tempered and tuuick to show anger, especially

when criticized.
Argues at length with teadhers, wants to do own thing.

Destroys ‘or abuses equlpment or work both his own and
that of others.

Shouts, swears, and intimidates others.
Is involved in quarreling, squabbling bickering.

Intérrupts or disturbs others.=

Is easily, distracted by things or people around him, has
trouble keeping mind on task.

Has difficulty starting a taék or carrying it out
successfully.

‘

Frustrates easily with a task. L ' .

Passes a great deal of time by talklng, playlng with
ob]ects, or daydreamlng.

Likes to share his success with others.

1

" 'Helps others, even without apparent personal gain.

.

Will share feelings. or ideas with teacher or students.

Asks for delp and advice with tasks.
Likes to work in a team.

Is self-motivating. co.
1Y
Is well groomed,. clean and neat in appearance.

.

Has godd feelings about B{s work done in class.

Makes appropriate responses to others; speaks when
spoken to, smiles when others smile at him, etc.

gy
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following criteria:

Almost Never

. A.N.:
s e N.O.: Not Often
. S.: Sometimes - .
’ ’ K F.0.: Fairly Often

' V.0.:. Very Often’

Lo

ey

[ . N . '
Y

. ¢ Items are checkmarked appropriately according, to the

. . .
o . .
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4.

5.‘
6.

7.
8.

9.

10.

./ ‘Ability to follow instructions. .

AAbiiity to see and verbally/visually describe

Appendix E ‘ -

AESTHETIC ‘CHECKLIST

Uninlibited expression of image.. - .
AN » .

Uninhibited, freée use of materials. - '

situations, objects and things.

~

Ability to apply learning toward visugl expression.

Ability to utilize observation toward visual expression.

v ﬁ
©

Ablllty to handle appropriately simple tools and
materials.

"
1

Ablluty to cope with more dlfflcult technlques and -
media. . :

Ability to compare and contrast own and othefs work!

Beginning awareness of shapes, colors; texture and their
visual and emotional effect.

o
Ny
N ‘4

Items are checkmarked approprlately éccording to the.
following criteria: \

-

A N.: Almost Never . o .
N.0.: Not Often . ‘ )
S.: Sometimes o
F.0
V.0

: Fairly Often T -
.2 ~Very Often ‘




Appendix F

ART JUDGMENT FORM

. : N
' Items to be scores "never"”, "sometimes" and “"often".
‘ . - * ) R ) . * - »

2. Beginnidng use of ‘technfque (horizontal 1ine, light-
\ shadew~color manipulation, perspective).
- : . 3. Observes motion and ch;¥acterizes it visually; °
e 4., Observes and characterizes age, sex, siie.\lq S
| 7 5. Good spatial relationships. ’

‘6. Work is original rather than stereotyped: , /

R 7. Social identification is evident. ' ,

8. Ability to complete work. . , b

N . ®
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. " Appendix G ; ‘ .
AN |y
PHOTOGRAPHIC REPRESENTATIONS OF T
STUDENTS' ART WORK '
“ : i
{
%
{
. ‘ ’ \.
» The slides represent Art work cdmpleted by each é
. . i
student participating in the study. Two to four :slides for )
each g%udent,represent the "change" and "progression" in
imagery and expression from September to April. .
. ’ ,
: -]
Slides are identified by student's code number, seg;
age and date of éompletidn. A . \
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