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" ABSTRACT -

deeo as a Process Tool with
f/’“ the Emotionally Drﬁturbod and
Learnlng Dlsabled Adolescent

Irvind‘Rothef , o ‘

————

—The 'diffiéulties of the Emotionally Disturbed (E.D.)

" and the Learning'bisabled (L.D.) adolesoenfs derive froﬁ a
'multifide 'of factors stemming from poof feeling of gelf
and tﬁeﬁr isurrouﬁdingq:' It 1is the self-concept which |
enables the individual £6 meet new experiences goqitively.
| This thqsis—équivalent  pfesents tbg format for the
désign a&ﬁ productionlof VideoJmaterial by the students as
-a means of stimulatian 40 increase their unde}standind 'of
themselves and interpersonal relatlonsh1ps A

Since this material vas’ process oriented the treatment
and control of the television mater1a1 was largely left in
the hands of the gtudgﬁts.

Usingd a modified version of the Bailyn test (Heller
and Polsky, 1876) this study examined the,;elationship of
the p;odpction process to probigm atreas ofjsgifr peers and
fgmi}y" The theorétical basis of ﬁhis/;rojebt incorporated— -~
priﬁkiples of abnormal psycholody, oognitive and affective
" learning behaviours as well as theories of’ audio~{isual '
gommunicaglon.

The evaluation design was a ' Non-Equivalent Control

Group, Pre-test Post-t;st Design (Fitz-Gibbod, and Morris,

Vv /

1975). - The population who 'participated in this ntﬁQ{\szj )
t , N | j | . )

e



7T -

P i

and ‘'contained - or partially contained Special Education
Ciasses in a rural high school. ' —_—

The effects of the television process on Learning

Disabled and ﬁﬁotiohally Disturbed Adolescents was tested

aocé}dind to five hypotheses using a double multivariate

'desidn. The video process was found yé have a signifiocant

"offeot whereby the sgbjéﬁts‘ feelings wers reduced about

goelf-guilt (i.e. - punitifeness).

1
* ]
.

' 268 senior high-school students enrolled in Short-Vocational °
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Introduction to th Med1a Presentation - A

’ K
- mﬁml—fm \

Since observationql learning is a particularily

" important component of behavior acniixisition,,' the

oxtqnf to V{hich the mass media * - specifically

television - can exert an influence on the acquisition -
‘%"' | and maint_;enanoe'-of the behaviors, norms, and values of

children need to be determine&. Moreover, ressearch is

olearly needed among those segments for whon
v

' television has its gfeatest impact - the aliﬁate'd and
. the frustrated (Donohue‘, 1978, bp. 187) *
Q . ’ gMuch of the research concermng tele)&wten\ and the 7

younli!{ as ﬁ'ocusad on its mPW to ‘motivate

beha r and as a source ‘o modelling. Donohue (1978) v

"suzgosted that many of the nvestmations have fcentered

' S .. » around . telovision v1olenoe and violent behaviour. Whigle

T > B studies such as these added to /ghe wealth of
television knowledge, there arwﬁions to be asked

and answered regarding other aspects of televisioh and its
% specific audiences. This thesis-equivalent examined .the; ™
use of television as a tool in which the underlying progess ' r

of producing the video material fostered a more favourable

é * ~

self-oconocept. ‘

s

The students for whom the project was conductegi'

were identified by the labels “Emotionally Disturbed” and _
. - e S 4
“Learning Disabled”. The students were enrolled in a
e .




regular h}gh school setting- although they attended either «

Short Vocational and Partially or Contained Spooial’ <7~
Education classes. Plaoghent into such classes is decided
by psychological testing, reoommond&tion by teaohorﬁ,
counsellors, and psychologists. Permission into Special
Education classes must be granted by the parents or
guardians. These students acted as both producers and
audience of the video-material during the prooess of this

study.- -
<~ The author of this = study \has been a Special
Education teacher of English, Life Skills, Workstudy,
and Mass Media for the past nine years. While it was
not tbe'"intention of this research' to go into detailed
definitions of the L.D. and E.D. adolescent, the nafure of
the sGbjects and the aim of this research make it necessary
to outline some of their characteristics. It must be
“ stated at the start that both terms - L.D. and E.D. - are
at bggt, ambiguous. There are as many definitions for each
as there are misconceptions. The term "“Learning Disabled”
is used in this paper to refer to:

those children of any age who demonstrates a
substantial deficiency in a particular aspeot of

- 'academic achievement hecause of perceptual or
perceptual-motor handicap regardle;s of etiology or
l“\\\_g_ther contributing factors. (Hobb, 1977, p. 478).
Upon closer examination of this definition one
realizes that it encompasses as much a developmental

problem as any other. (Cruickshank, 1877). . //w

J/ |
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There are many “olassifications” of : Emotionéﬂly

. ¢

Disturbed ohildren, ~few if any are accepted by. the

specialists. All tgo oftenjthe diagnosis is b&sgd upon the v
individual’s ;di;%%ZEina behaviour” rather than on’' more

ethical aﬁd péychological oriteria. The _identifio&fion‘ 'i\:“~’/
follows a routine of teéting, - inéervie@ing and ~
observation ‘{y psyoholoﬁists \apd 'counsellora. ) Chgndler

(1982) shggested -that this Variet; «in referral hnd
assessment is the result of the lacKof a firm definition

‘of emotional digéurbance. The E.D. ’gtudent‘in a regular
cl;ssroom is in a precarious situationr While not ill
repouﬂh. for instituﬁ}onali?ﬁtiog or special “care
counselling, they." are expected to behave in a manner -8
contrary . to their emotional stability. The result is =
usually one of ognstan% agdravation to the student and i
classroom environment. A false "macho" imnage hides a poor
self-image. ,“T\

The instruction of-the E.D. and IL.D. adolescent has

been for the most part aimed at improving academic
aéhievement by using a behaviouristic approach. Ther%égi \

however, a related area which in essence is a pre-requfisite -

ic gains. ey

to enabling these students to achieve aoad/°

must first have confidence in themselves ;nd othe
. N s
ocan only be realized with a secure self4concept. Silverman
, X N i
and Zigmund in  Self-Concept in Learnipd Disabled
\

Adolesgente  (1983) state: \
One of the prevailing assumptions in 9he—~lparning
¢ AN

disabilites liﬁgyature is that the adolesdent student

—

s | /



’who ha#ba learning &isability will invariably'havﬁ a

poor ‘self—ooggppf . The basis for this assumption

S : oL apﬁ?ﬁ;g to‘pé e a learn1n¢ disabled student has‘.
' " ) ‘an averaé&zjyaﬂu:::::‘~avorage ;ntellicenoe and is

f\' , probably aware that he-or she is not learning as wdll

N : ‘\ qé parents. and toachers explyt or as well as i&p (/;
@ ~’! mates. By adolesonce, this "’ student has én

.accumulation of failure experionoes 1n school and

; cannot help but eel less competont than normally

\

achleving peers {p. 483)

~

In thq case of the. E.D. adoléscent the situation

©
/

reveals a grbgter‘need. Tha educat1on system is able to
T offer theso. indivi;uals littlo 1n the way - of improving
' their ‘aoademiq,skills, let alone help1ng them cope with
ipterpefsonal ~:;@~ social skills These persons often
become a "lon?r" and an “"exile” by peer pressuro or self
- imposed: Chandler (1882) points out: -

. , , Wwith the neﬁ push to concentrate public Bohool efforts

| on the untroubled and untroubling ;hild“who . »
acad;micéliy éoal oriented, tbére is little reason to

lexpect funds for impppving programs for emotionally

p
disturbed,€hildren. (p. 563).

4, : ; Still, it is not only the task of the educational
: | ¥ system to improve intellgct l gormal or otherwise, but it
}ﬂ_~////'is the added responsibility of ;LSNQdug/;ional process to
provide an env1ronmant whlch fosters for a better oop\ng

with the self. <~

<::}\ . The L.D. and.E.D. adolescents have been chosen as a
\/?‘

o
—
s
H
!

‘\ | 4 -

L
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<L, combined population since most Special Education classes

R ‘ “', ‘fqoompass both #wroups., For this reasonjthis study will

7. consider these individuals as an intact group.
"% 1.2 The Educational Oblective ' ¥
' ,“' B d The educational objective ofl the' process was to
A ‘ | _ influence an attitude change in the Lubjeots in those areas
4? mwhich _most affect their daily r&utine,,'toward the self,
. _ peers and family: This was attempted by having the
¢ students produce video matepigl depicting situ;tions‘ that

> ! .
presented cop;ng difficulties, The individuals “feelings-
~ . played an important role in this 'process. ‘Munn (1961)
defined the subjective natqpé’sgxfeelings as “"affects".

| “\\ The tendency ln Educational Technology Literature has
| c N\ - :
beﬁn towards product development, _such_ as Elias’ study

s

( 9799 which ut1lized videotape and dlscuss1on ‘Brograms,

o enhance existing servicés for socially and emotionally

s,

, troubled youndsters"” (p.;/éle)." However, video has been

// profitéble'lfé a progegs tool, Baggaley (1982) showed the

——

s applicatﬁoné of bhe "Fogo Process"” as a methodology which

Y|
allows people to oonthﬁ and shape thexr environments via

. /7 film and video- tape “ R .
7 . P

w 7 . A study by Gill' (1978)" examined  The Improved-
- Snlt_QQnseet__Ih:quh_!iaual_Mnnns The study focused on
—r iﬁ’, tho relationsh1p between the self -concept of mlnorxty Afro-
« g ~ Ameriocan students and ?edia. “In reality @ill researod;d
VI ’ the creation., of "self—enhanoigg learning environments
through  visual communicatioﬁ?". (p.4). This research
e ) oﬁ r
Lo . illustrat the positive aspects of involving
% " \\. . N 0 - « v

5
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underachieving students in the process of making the

learning material.

~

Gifl's_ observations indicated that the disadvantaged

—
student is: . .

H

1) oriented to the physical and: visual - rather

than to the aural; . ,

2) inclined to communicate through actions rather

than words; . C 3

“~-~> 3) content-oriented rather than form—cehterbd;

- v

4) extérqal%y-oriedted rather than introspective;

5) lackingéﬁnwexperiqncos of receiving approval

for success in task. (p. 8). - R

-

Gilf concluded that the exceptional studggﬁ may. be
‘ . .

affected in the educational environment through:

¢

1) g?oup activities enjoying mediated approaches;

2) participation in the media as producers rather *
, duc 2

-

than consumers; ) /

"4' .

o

3) instruction.through visual literacy. (p. 15). )-

The above characteristics and cqnclusions“oan\also be
applied to the subjects in this thesis-equivalent.

While behaviour change as a result of process-oriented

indicates the - potential of such a procedure. Baggaley
(1975) spoke oftthe neéd to intelle;tualize television
gontent‘—‘unlesu’ there exists a reason to do so what has
been transmitted is soan forgottép.h If ﬁhé individual is

made part of the ovePall prodess, there is reason to

pelieve that some long term effects may persist.

6

-material may last for only short periods of time, it
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)
- For the most pa(t video-tape has been used as a means

of |elfwconfrontation }Q\clin1ca1 ‘settings (Braucht, 1870)
or in modelling behaviours (Kimball and Cundick, 1977) and
as professionally produced commercial programs ‘to engdage
the viewer in the portrhyls of troublesome aspects of life.

(Inside Qut Series, Adency for Instructional Televis1on,

1873). | Few studies have used videé—tape in the manner
suegeste&.in this re"search.a Maruit, Lind and Mclaughlin:
(1874) in their study of delinquent adﬁlescents.\stated
that: , )
| no\ ‘matter what the therapeutic conditions, no
behaviour of attitude change will ocour unless there.

o is a motivational apparatus. (p.998).

By being involved in the production of the television

material - and the hands on and viewing experiences it

. encompasses - the subjects in this study received the

"motivational apparatus”.
AN

1.3 Rntinmie..ﬁar.tba.ﬁedin.ﬁnlaiztmn

* Many of the objectives discussed so far have been

A

tack&éd in the traditional psychodrama methods. That is to
say, the indiyidual expresses how he feels not only“’/

verbally but also "through gestures and movemehts" (Moreno,

1946, p. 181). Psychodrama because of its spontaneous‘

nature involves the subject totally - i.e. privately and
socially. However, television has been incorporated into

LY N
this 'study since it was the intentiqn to investigate the

" effectiveness of video with L.D. apfl E.D. students in an

affective manner. Also,” it was observed that television



plays.gn important part in.the lives of many L.D. an E.D.
‘students: | ]
....television is our window on th? world providiﬁz ;
vast.arp?y of images that reflect the complexities of
human 1life aAd experiences. Its potential for
broadening horizons and helping youth acquire insights
about frea} life" f&; outweighs the portrayals of
violence or sexual suggestions. "(Van Hoose #1878,

P. 6'774'). /R\ | '

- In studies involving an attitudinal, change, there
exists little room for predicting what elements will in
fact initiate the effect. Reeves (1977f.stat;d:

There ; are few studies which examine the extent to
which Yrediction of attitudes and béhdviours\ from
exposure ° to media content can be enhanced - by)
accountingl for 'rlnediating contingent , oon&itions.
~ (p.682) a .
One of the necessary oqnditions'inlthis thesis-equivalent
was a high sénse of reality since no matter what the
subjééts were intended to perceive, the final evaluation
was one of personal interpret;tion. Reeves (1877) poiﬁted
out that subjects exposed to:- content labelled as real were\
more agdressive than those ;ﬁhown&yficﬁioﬁal _ content.
Television has been widely documented as a mddium'which can

supply this element 'of reality. Furthermore, since the

content material Qas highly personal it reflected real

life situations. , //) ) .
Te}pvisioﬁ//igi~9éen regarded as an influential tool

-/
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for the "normel” ochild and is therefore, a seemingly
’ logical learning tool for the disturbed. Schramm (1861)
noted . that it is ﬁqrs important to understand what the
child brings to television than what television btings to
'the)ohild. This upderséo;es the importance of using video
in a process-oriented manner. Research by Elias' (1979),
Donohue (1978) and VanHoose (1980) supported the theory
that tolévision can add to the present "service"” for the
. emoti;gﬁlly disturbed.
 Del Vecchio and Dundas (1970) pointed out that video:
.18 explicit in its oommuniéation, capable of
‘darrying the simplest to the most complex ideas and
information. In McLuhﬁn's terminology videotape is a
" "mosiac’, a multi-level, *muitiperspéctive medium® |
. which engages all the senséﬁ; directly or indirectly,
and ’thereby involves 1its audilence 'totall‘y. Thus,
videotape "is a highly personal ‘medium~ for the ’
individual viewer; it demands and obtains his
participation. Videotape algo communicates rapidl&-
. with refined programming and editing an hour’s worth
of lectured information can-be televised in 10 minutes
ﬁBd‘dsually with improved understanding and retention
by the audience.... (p.254)
1.4 Qutline of Content and Form of Production Activity
The video content _for this study was baséd on material
produoed‘ by the students in the';xperimental droup. The
emphasis was on presentations to simulate social situations

both to evaluate performences within specific incidents and

]

8



as a basgis for refloction and problem solving.

The study was concerned with the problems the students
have in three areas: self peer a;} family. These themes
reflected past experiences associated with members of the
experimental group.  Self focused on the way the student
vieved himself. In the actual video taping, the student
involved reenacted an incideht in which her reading
disablllﬁy resulted in pressure by tbe subtitute teaéher
(who did not know of her dlfflcultles) and ridicule by her
classmates. Coe

* Problems in\ the peef area were concerned .with the
individual’s feeling of iqadequaoy with - age mates and
classmates. The Qidpo segmént portrayed bi‘the subjects
for this area demonstratp& the adolescents poor
rqlationships with théée théir own age. QJ,, /

Difficulties in the family were illustrated by the
lack of communiqation between the adolescent and ‘his
parents. The family reenactment 'involved the 'huft and
disappointment experienced by a student in oonversation
with her mother. Each segmént lasted eight to ten minutes.

It was the intention that each subject be involved in
the video production either as an actor or as:a member of
the television crew or boéh. Dowrick (1877) noted that

early applications of role-playing target behaviours was

unsuitable since the subjects had difficulty in reproducing

the desired behaviours. Therefore, this)rosearoh utilized
the technique similar to that of Miklich (1870) in which

recordings were . made of 5oth the problem area as

@3:

10 _— o
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remembered by the student and a follow-up recogging
implementing the "self as model stratedy” showing the
subject in a more controlling behaviour.

Bandura’s (1869) Sooia} Learning Theory indicates that
moiéll'ng influences act bfltheir "inforﬁatﬁve function” in
which the\gocus of observation is a symbolic rather “than

AN
specific stiminNus. This theory stresses that the observers

act as "active agents”. Based upon this assumption Bandura

formulated four subprocesses which rule over modelling

behaviours.
Firstly, Bandura pointed out that merq}y demonstrating

modelled behaviour to an observer does not presuppose thét

L ]

the intended behaviour will be learnéd. Rather it is

necesséry that the audience attends to specific "attention.

controlling behaviours' such as the appeal the model has to
the learner. The model and the learner in this thesis-
'equivalent° are either the same person or at the very least

a classmate. (Negative - behaviours should have been

minimized by post-viewing discussion and the self ‘as model '

N
-

strategy previously described.)

Seobndly, Bénduraynoted the ability to reproduce the.

. bshaviour without repetition of the modelling - svent.

Baﬁdufq's' experiment (1966) pointed out that children who

verball& coded information were able to respond to modelled

patterns to A higher degree than children who merely viewed
) A

the modelled behaviour. The students ©f the experimental

droups used both'oogbitive and verbal processes during the

video-taping. “~ Bandura’s theory then postulates that these

11
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studén%s could in retrospect experience flashbacks when
003 ronted with similar inocidents as those portrayed on
Yﬂaeo—tapp. - L . .

/ ‘ .
/" Bandura’s third component in the Social Learning

:///Theory is referred to as the "motoric reproduction”. This

aréa most closely follows Miklich’s (1970) self as model

theory eas it involves the iéag&::j‘of new .elements. In
this case the students obsefved e _incidents as it more or .

less actually happened. The next step was to use this and
alter it so that the individual was able to find more
. ’ . ,
- LEY \
", constructive behaviours. . ¥

L
' The final element in Bandura’s theory is that

rgihforcement of the modeiled behaviour is reliant upon?
positive feedbaek. While the learnqr may acquire the
desired behaviouts, putting these into action is ﬁopendenﬁ
on positive stimulus. This underlies the need for home and
.school coopératioq. | ‘
Structure scripts 'and production techﬁiques wéreu
minimized so as put the empbaéis on the~bro£lem areas.
. In order to allow for posﬁ«view{ng‘&isoussion; the ségmdhtg

were open-ended.

.
-
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Chapter. 2

’

. Process Evaluation

¢

This chapter presents the formulation ".of . th;
hypotheses and definition of th;—;A;iablés°hs Qell as the
§esoription of the procedures used in this | study.
2.1 Purpose of the Evaluation ,

"The motivation of this thesis-equivalent was to
prepare educational television material in a matter capable
of influencing an attitudinal change and producing a more
positive self-image in the student.

The evaluation question is thus as follows:

Can television be wused eﬁfectiygly to influerice

attitudes of L.D. and E.D.\étddents?

The purpose of the evaluation is thus coqsistent with
Elias’ attempt (1879) to use television:

to teach children cognitive problem solving techniques

that would enable them to deal with personal. and

L]
.4

interpsrsonal relationshiéE (p.-217),‘
' 2.2 Definitions of Measures |

’ In'Maag_Mgdig_gng_thldxgn, L. Bailyn (1859) éxamined
the relationship between exposure of diﬁierent " forms of
mass media and their influence on normal children’s thought
processes. Her analysis focused on the pictorial media
such as televigion, comic books agg film. Results were
baso%) on exposure to these and other fﬁrms of mass-media

and sub-divided into boys’ and girls’ preferences.

Specifically, Bailyn. first studi psychologieal

g

s\

-

5
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feetore assumed to be stable elements f one’s environnent.
.._galf, peers, and family. /
~vfwob1ems in the self are; (hypothesis éumbeg one)
exeminednthe child’s dissatisfaction with his abilities and’
appearence. Scores were based on such questions such as:
Suppose that, just 5y Q&shing, you oouldlbe any age at
‘eil. Put a circle around the number i; front of the
age you would like to be.
under 5.
b to 9.
over 9, but under 13.

13 to 19.

20 or over.

o A W N =

and
Circle the nUmbgr that fits you best:
1. 1 am toe tall.
2. I am too short.{__
3. I am just ebout‘right.
-—Prob1ems in the peer arsa focus on -the oﬁihﬁn
f ings of pnfenority ebout his telations with others of
his own age (hypothesis number three) An example from the
test is: - \ ) _ \
In this question put a’ "1" in front of your first
I‘h‘ghoice, a "2" in front of your second ohoice; and a
"3" in front of your third choice: If you were going
to the circus who would you want to go with?
- a) your fether.. ] 4

b) your best friend.

14
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¢) your brothers and sisters.
d) a group of friends.

®e) your mother. .
4 ,

f) by youiself. = .

The fanily area studies the child’s concerns

(hypothesis number four) about his relationship with his

parents. This is illustrated by such quegtions as:

Do you think your parents try to find out how you feel
about something if you and they disagree? Circle the
number of the answer you think is right: o

1)' Yes, almost always.

2) Sometimes phey dé%a»}

3) Usually th&i@ion’t.

Secondly, Bailyn measured cognitive attributes such gs

. stereotyping /;nd perception of threat. The results for

stereotyping showed the child’s ideas concerning specific

classifications of people. An example from Part II of the

questionnaire is:

about personal frustrations and‘global insecurities. For‘

Do you think it is more important to know if a person
is good or bad before having anything to do with them?
1) I think it is very important.

2) I don’t think it is very important.

Palhy

Perception of threat examines the child’s concerns . '

.example:

People are either good or bad.
1) I think this is true.
2) I think this is false.

15 S -



Do people 1live here who are really enemies of this
‘oountry? ’ B
1) Yes, many do.
2) Yes, some do. _ _
B

3) No, not many def§~

4) No, hardly any do.

The fesults in this stud; utilized the same sooring
and coding procedures as those used by Bailyn (See Appendix
B).’ The hypotheses that follow were formnulated on the
areas previously described.

Samuel. Heller and Melvis S. Polsky (18768) used a

———

modified version of the ’Bailyn méasure in their
Studies in Violence and Télevision. This modified version
measured perbonﬁlity ) factors of Qndor-aohieving and
delinquent adolescents relative to television viewing in-
‘particular. For these reasons, the latest version 6f the
B;iKQn instrument was used as a mea;ure of the process in'
this research. (See Appendix A). It should beunoted,that
the instrument Qsod in this studyff;mﬁeithor standardized
nor has it been analyzed for realiability. However, after
dhaving investigated qther'medﬁures of self-concept, it was
.deoided that +the Modified Bailyn Test was the only one
relevant to the concerned problem areas. = Further, it was
the only one that had been used in a major study such as
that by Heller and Polsky for the Ameriocan Broadcasting
Company (1976).

The independenf variable was the use of the television

18



.

1

‘/-proéuotion préoess.' The dependent vaiiablen were the five
sets ofiscoros measuring hypotheses praviéusly. tested by
¢ Heller and Polnky<(see next section). |
2.3 Hypotheses
( The study allowed for‘a numbei,of hypotheses which
tested for the presence of inte;active affects beéween the
i faofors.involved: | | | ' -

. N
Hypothesis 1) Since the video tapes will re-enact

N

situations in which the subjects view. themselves as they -
.. might be, it is expeoted that the process will pcd@ote
more positive feeling of self. Bettelheim (1960) referred

to "walking corpses” gﬂ Nazi Cdneentration camps \Po lost
N

‘;vi%onmeng.
M -

- -While theME.D.’é and L.D.’s surroundings are not rélathe

their self-esteem as a result of their horrid

to that referred to by Bettelheim, the sense of inadequacy
S ' to funotion as others exists. Using self as model may

enable the subjects to change this. - ' ,
Hxng;hgaia__al It 1is expected that/as a result of the
process the subje;ts will tend to blame themselves less
for situations of conflict because they will realize that

. ' there may be otherﬂintervanéng causes. The ?xperimental
group will becomewin Bailyn’s terms more E}extrapunitive".
and less ‘“intrapunitive" (p. 5). As actors,. the students
may expro;s theﬁ&elves moxe openly and a§ viewers of the

saner material may - see a new meaning to the motive or

intentions of the others involved ' in the situation.
oui )

A
Bypothegis 3) Being process oriented (requiring ' the

subjeots to interaot), the study should generate an

o | ‘ 17 .
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increased desire to relate with peers. Video tape has been

used as an effective tool to portray realistic 'sooiil

.

situations in which the subjects are able to interact,
Hngtbggin__gl It is hoped that the emphaaia on family

problems w{ll lead to an improvement in the subjects’ view

(Doyle, Smith, Bishop and Miﬁfer, 1980).

of their own family problems. Neither Bailyn (1858) nor
Heller and Polsky (1976) nd such effects on subjeots’

family-related views. Howeeér, one 6annot be sure that
. Vs %

.these 1nvésti§atora gav67’§uffioient emphasis -to family

~

'situations. N

3\ . .
Hypothegis 5) The actiye part.in which subjeots will play-

as ~television crew ane‘aotors should yield a more socially
active individual. ‘ -

Hypothesis concerning two other aspects of the Bailyn
test (Stereotyping and Perception of Threat) were not
investigated and therefore are not included.

2.4 Evaluatior

. The testing design was a Non-Equivalent Control Group

Ay

§

Design (Fxtz—Gib%on and Morris, 1978). The reason for the

non-equivalent design was that the subjects ocannot be
gaﬁdomly assigned to the! groups. ’We cannot allocate tﬁeﬁ

students to programs, bﬁt must ’work with ;%faot

classrooms. Some classQQ which are not getting the

experimental ﬁrogram can form non-equivalent control

~ @roup fOf éhe claéses which are in the oxpefimoﬁynl

program (Fitz-Gibbon and Morris, 19878 p. 55).

The control group was necessary because the lengt of)
(I
Y 18
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.time Dbetween the pretesting of the experimental Eroup and
.w e

dge ‘post-testing allowed for the possibility that the
subjects’ attitudes might change as a simple function of

time. Q.control droup, completing the pre and post test
-~ 4 ,

without the treatment, was used to indicate the likelihood

of such maturation effects (-Cohen aq& Manion, 1880).

-

.In evaluations where'on&y the experimenﬁal droup

w
* -

is measured, interpertation— of the results is

= \
difficult and often unconvinefnge without any
. comparison group it 1is hard to know how good the

results are. (Fitz-Gibbon and Morris, 1878, p. 23)

2.5 Production Faocilities

1 - Panasonic Mini T.V. Studio.Console.
Zn-éfggasonic Black and White Video Cameras WV-341F.
' Electrohome’ TV Monitor. '

1 - Boom microphone stand with cables, microﬁhones and patch

dords. o ) , *
1 —‘Shgre Microphone Mixer. : L.
- \

2.6 Sample

v

As indicated in the evaluation design (Section Z.4)

-t T .
,1;tWO groups were involved in this study. The experimental
f ) .

+

skoup_ {n=15) participated in the video-process. The

‘control group (n=11) ‘receiveé only the pre and post test.

The ‘ bijects for this s;udy oomfrise& two classes of E.D.
and L.Di students (previéusly'déscribed). Male and: females
between the ages of fifteen and nineﬁeen participated. The
socio-economic levels of these students varied and, thsir

status was not considered a factor in this study. The

-~
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group allocated to thé experimental 'pohdition ‘was that
currently taught by the investigator.
2.7 Procedures ' ’

Prior to pretesting of either the ,Bxperime tal or
controi group, a leter of introduetién ahd permissi was
sent to all pgrents and guardians’ Pre—tbqting’ﬁna poOSt-
gtgsting occuréﬁ in éhe sﬁudents’ regular 'clasqrooms and
during the garly morning sessions thap léssening possible
intervening variables <that could ‘have affected . the
students’ respon;es, such as fatique and daily irrit&tions.r
iIntruotions were kept simple. . In view of the low feadfhg
and comprehension 1levels of sohe' individuals in the
experimental gdroup, assistance was given to those wuo
needed it Qithout influencing responses. The tests were

~

regarded as interest inventories and were explained as

such.

The video-process with the experimental group spanned
3 - .4 weeks. The first session began with a discussion
of three problem -areas: self, peers and family. In

order to insure confidentiality, it was necessary to create

an environment open to sensitive and personal discussions,

s

For this reason the process fook place in a classroom which

provided a more felaxed atmosphere (in this case the hgmp

. {
economics room).

R Discussion slowly led to the actual use of the video
equipment in oreatingxa visual and auditory record of ‘the
three themes. R%nae, Dowrick and Wasek (1983) suggested

routines which lessen fears of havind such- personal

) o
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information on &a permanent reoopd such as video-tape.

Firstly, preparation of the subjects to the project yielded

information to their ‘“potential reactivity”" to video-_,

e d

‘taping. Secondly, d "familiarization” with the video

pquipment and the~television studio prior to the start of.

the s8tudy took place. Short hands on productions were

alLowed on the first day thus enabling “"adaptation®™ to

actual recordings. This ~ created a sense of working -

together in a group activity with a common goal.

L

' Renae, Dowrick nd Wasek (1983) also advised on

T

socripting which prov¥ided for a “girsct influence” by the
nubjeg$s - creating participataﬁy effect. Students were

asked to volunteer real l;tb’experiences that rolafed,fo
* ~N

\

the earlier discussions>” (Again, confidentiality was
ensured). The scripts based on ‘these experiences were not

. A .
—
written nor were any involved instructions given on

television production since it was believed that this would '

only create a sense of return to the classroom routine and
a;so complicate ;;d overqtructure spontﬁneous dialogue.
Rather, éough opeﬂ—ended scénerios were drafﬁed as a method
of providing ggr participation and direction, " and post
productions and viewing discussion.

The re-enactments were kept as true to the memory of
thp subjects as possible. Those whg volunteered the
incidents were offered the "stapring” roles. Other acting
parts and crews were chosen by the remaining étudants. As

it was expectedw%haﬁ early tapings would not be equal to

the studentﬁ’? expeotaﬁions,_ production guidelines were

21 .
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® discussion.

offered limiting and simplifying shots, audio and the
length of the segments (6 to 10 minutes).

Two classes were scheduled for each of three Pfqbl&m areas

S .

with' a‘ third day for viewing and discussion of the
psychological aspeéts‘of the material. A fourth and fifth
day weré used for‘alpeiing th§ productions to meet the self
as model technique. The last day inAﬁhe process fooused on .
a comparison qf }oaotioqsvto the two recordings. Post-

L4

testing followed at -least one day following this fiﬁal

»

A

-~

The television process was discussed with the subjeots
once the results were anal#zed. The comments, by the
students have been included throughout the‘gisoussion And

’

conclusion sections.



Chapter 3

: . Results

3.1 Analysis ’
. A multivariate analysis of variance was conducted in
vhichk the dependant variables were the five hypothesis (1
to 8), ané the independent variables were: a) théﬁﬂhbjecq
groups, T.V. vs. control, and b) the two tests, pre vs.
post. The latter variable involved repeated measures. The

éotaf analysi represents a double multlvarlate design.

. The en pre/post—test scores for the two subject
fgroups are 'in Table 1. The results of the multivariate‘
analysis of variance are présented“*iﬁ Table 2. &o
geﬁerelized effects are observed for the subqect,'groupé
across the fiY? hypotheses, nor for the two teéts. The
interaction effecti:between Groups and Tests, however, is
significant . at the 5% level, indicating al differential
effect from pre- to ﬁost—test in the two subjeet ,8roups,
Univariate . F-tests were then conducted on two' variaﬁles
_*3pd on the ipteraction between them LIgble 3). None of the
group effects  on the five hypotheses was found <o - be
significant. The pre/post-test difference on Hypothesis #
5 was significant at the 5% level. The intereption between
~Groups and Tests was significant ét the 5% 1level .on

\ .
Hypothesis # 2.

——



~ ‘Table 1 |
‘Mean Scores Relating to a) TV Vs. Control Grous, snd
b) Tests of the Five Experimental Hveotheses.

TV Group ' .Control Group
Hypothesis K Pre - Post Pre ' - Post .
1) Self-perception 6.07 7.20 8.18 . 6.91"
2) Punitiveness 7.53  9.27 9.82  8.27 -
3) .Peer-percepntion 8. 20 8.07 8.18¢ 7.09
4) Femily perception  .6.20  6.40 6.73  8.64
5) Passivity 2.47 1.73 1.82 - 1.64 )
| i
% 'y
/ e ___________ i s
| ] . p
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Table 2 : | - ' -
Multixazigiﬁ__Annlxiz;,gf_!nzinnQg.gi_nl_IL!L__!sL__antnnl

“ anunnL_qnd_bl_IhQ_Eixg_Exngrimnntnl_ﬂxnnlbgsgﬂ

Multivariate tests of s1gnif1cance

a)l ‘Group Effect (I!hxsh_cgntngl)

' , .‘ ‘Hypoth.' Error. . v
Test Name Valﬁe Appro* F D.F. D.F. P

Pillai’s .169 D)
* Hotelling’s .204 ) 0.815 . 5 ° 20 .- ‘ns
Wilks’ .831 ) ' '

Roy s '.169 )
b) Test Effect (Bnn_xab_nnst)
. R . - Hypoth Error

-

Test Name Value Approx F D.F. D.F. .. P~
Pillai’s 426 ) _ _
Hotelling’'s .741 ©) 2.965 5 2 " ns
-Wilks'’ .574 )

L

) Roy’s : . 426 ,) . ‘&‘

 "o)  Interaction Effect (Group x Test)

Hypoth. Error

Test Name Value Apérog F D.F. D.F. " P
Pillai’s 426 ). '

Hotelling’s‘ . 741 ) 2.964 5 A 20 .05
Wilks’ 574 ) : |

Roy’'s . 426 ) '*



" Table 3

unixarintg__ﬂnalxa13__91__!n21nnQg_gr__nl__I!__¥a¢__99ntnnl

anuas;.and_hl_mhp_Elxa_Expaxim:n&nl_ﬂxnnnhnnnn; |

Un1var1ate F- tests with (1, 24) D.F.

a) Group Effect (TV_vs. _control)

Hypoth. sum Error sum H&poth.
of squares of squares mean sq.

Hyp/l  10.560 863.921  10.560

)2 5.288 358655 5.288

* /3 3.135 875.558.  3.135
/4 24,235 426.073 - 24.235

/5 1.763  47.563 1.763

b) Test Effect (Pre v&. post).

Hypoth. sum Erroi sum Hypoth.
of squares of squares mean S8q.

Hyp/1 173, - 279.958 .175
/2 1.558 133.830 % 1.558
/3 3.769  390.321.  3.769
/4 11,077 148.655  11.077
/5 3.250 17. 285 3.250

c) Interaction Effect (Grour x Test)

Hypoth. sum  Error sum Hypoth.
of squares of squares mean 8q.

" Hyp/1 18. 369 279. 958 18.369

/2 34.112 133.830.  34.112
. /3 2.910 390.321  2.W0
/4 . 9.269 148. 655 9.269
/5 . 965 17. 285 . 965
“Feem e mem n s, R

V4

Error

mean 8q. .

35.997
114.944
36. 482
17.753

1.982

Error

mnean 8q.

11.665
5.576
16.263
6.1984

. 720

Error

mean sq.

11.865
" 5.576

16.263

6.194
. 720

/l293
. 354
.086
. 365
©.880

. 015
. 279
. 232
. 788
.513

.575
.117
.179
. 4086
.340

[}

ns

ns

ns-

ns -’

ns

ns

ns.

ns

ns

.05

ns)

.05

ns

ns

ns

S
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The univariate pre/post-test :effect relating to

| . ,
" Hypothesis #5 reflects a tendency to less activity by the

subJeot' groups in ¢general on the post-test. The
significant interaction 'betweeq’ Groups and Tests on

Hypothesas #2 (Figure 1) s borts the unidirectional

v

tbi'ediction that the T.V. treatment would .reduce the

students’ feelindgs of Punitiveness.

TV Group
s e ‘ Control Group

i . e —— e

l
\

L

11

~ (9.27)

Mean
‘Scores

(7.53

Prégest Postiﬁgst
(\‘ N

Figure 1. Significant interaction between
Groups and Tests on Hypothesis #2 -

Direction of Punitiveness.

-

/
SRS



Post hoc comparisons of the data related to Figure 1

showed no significant differences (Table 4).

Table 4

Egst_hng_gnnlxsia_gi_dntughtﬁd_tﬂisuru

—— T ..

Compar1§on P
Pre) TV vs Control
Post) TV vs Cpntrol
TV) Pre vs Post

Control) Pre vs Post

@

/
Test _

=

t

t(Independent groups) -1.815

t(Independent groups) 174

t(Related groups) -2.031

t(Related groups) 1.513
‘ /

. 079,
. 452

9
. 159
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3.2 Discussion of Results *
T This stud:} found that only one of the five hypothesis

outlined was statistically significant. This was
Hypothesis Two-Direction of Punitiveness (p <.05).
Hypothesis 1: Self

‘ It was hypothesized that the process would promote - a
move. positive feeling of self. This hypothesis was not
supported despite ;be fact tk:.t it was discussed before,
during and after the tapings. The group 'meansf for the
video sub;ﬂacts tended to increase following the treatment,

although not significantly. A danger is indicated that

such a process might increase the subject’s negative

feelings y;?ut thémselves. The L.D. and E¢D. adolescents
have created many defenses and 1like many others, they havé
r‘arely‘ looked at themselves with any real sense of self
critism. Video tape lowers these defenses and presents the
observer \giph sheer reality. Those who wpul‘d dgain the most
from video-feed back are individuals whose ego systems can
rationalize the more negative aspects and who  have
benefit&d by personal success in the past. The subjects
in this thesis-equivalent did not fit this description and
have at the outset 1low defense systems and therefore
‘responded more negatively. This is not to imply that

video-feedback does E\not increass thea accuracy of one’s

self-concept. In fact it does. (Braucht, 1870). As

. N
evident 'ﬁy the results in this study, the reaction to it
“can be disturbing _or at least in ineffectual in improving

one’'s feelings towards the self. . It is possible that in

©
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- wpme instances the E.D. and L.D. subject do nét'possess the

necessary - experience or odggitivo skillse that enables them
to deallwith’the'hqy insight. Lo ‘

In fiew of Bandura’s Social Learning ’Thoory (196;)
overt ‘actions are influenced by splf—oonoep%}on vhich
dccompany cognitive actions. This research attempted to
deal more with the person’s affective feelings as a whols,
rather than just the bodily image. Self was seen as an
integral part of the wﬁole/person.jq'lt would seem that the
obgervgrs in this processavigwed themselves and classmates
mofe closely than they did in everyday social activities or
in looking at one’s self in a mirror an/‘therefore more
oritically. The E.D." and L.D. adolescen;;)in this study
seemed to have difficulty in separating the a;:;; from the
self, i.e. - ijectivity. “To some extent they then were
intent on observing themselves rather than the situation in
which the aotor was placed. - If this is considered in '
relationship to what Fenigstein, Scheni, and Buss (1975)
describe as the private self, the results for this area may

v
become more clear.

Hypothesis 2: Direction of Punitiveness

It was hypothesized that the subjects would tend to
blame themselves less for'situa%ions of oonflict because
they would become, as Bailyn termed, extgapﬁnitive, looking
outward for other possible causes. This hypothesis

produced means that were statistically bupportod. n?ﬁe

_ group meﬁqp for ﬁhe experimental group increased indicating

that the subjects became less intrapunitive. .

[ L N
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a At ?Qf bedinning of the process the motivation for the

students was the novelty in the- handling of the equipment

. and the acting. One member of the video group sthPd,

"Using the ;quiﬁment was something out of the ordinary - an@

ohallenqing.‘ It was .something to look.forward-to during

the day"”.,6 Shortly, . the pdrpése of the process took on a

B ~ new dimension. It became an opportunity.for the students

to _viéually , illustrate and verbally express common

' , Hcademio, social and personal concerns. It was one hour in. .

éheir day in which theéy could release bottled up anxieties.

Féar of exposure to athers was overcome by-the chance to

make a personal aﬁd common front comment on issues they

deemed important. The video process became a method for

the subjgcts to reflect in a concrete way. Frelre (1972)

suggdested that this type of reflectioﬂkqis a form of

liberation. The subjects could for a moment step away from

_ the actual incident and perhaps for a short time see it

from a different perspbctive.\ i ‘ Pa)

o The video process gave the L.D. and E.D. adolescents
an opportunity to experience three things.

- Firstly, the taping and video-playback enabled the

students to relive the conflict that produced the feelinés

of + guilt (in t?is case it involved a confrontation witbl a .

parent). In doing so the subject bepame an actor and :was

therefore Femoved from the - actual env1rqgment into a

\\rssinﬁlation. As ‘one subject volunteered, "The acting became

normal, it 1let the anger and the tension out. " It is

- believed that “in doing so the étudent was able to

31
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. | o
relinquish some of the nedgative amottons‘produéted during
the real life situation. If this is so then;the°£ubjeotl
. could observe the videé—playback and attribute the cause of
the incident awﬁy from themselves. C
Seco?dﬁéaain watching theltape, the subjects were able
: to become less subjective and for a relatively short time
observe the reactions and behav;ours of the actors in eie
role of other people. Maybe by d?ing 8O ébd“L.D. and E.D.
adolescents became more aware- of negative“'personaiity
elements in others.
‘Thirdly, if the above two did in fact ooour, then it
is possible that the L.D. and E.D. subjects had received a
) A VTeéﬁon in prdblem—sdlving techniques. “This is
“unfortunately ;n elemé&t of inséruction that is all too

seften ignored or left to occur by osmosis. . Hopefully, the

subﬁects would when confronted by similar incidents reflect

7w\ back to the preécess and consider alternative béhaviours and

experience less }ntrapunitive emotions.

The Pbility to redirect feelings of anxiety away from

(zg:;;} s the self open up new avenues by which positive attributes
"may’ enter. For examéle thé subject who reenacted her

reading problem explained how as a result of the wideo .
process- “she became less anxious about the -problem. In
doing so she was less'cbmpotﬁtQVe with siblings and ‘thus
4ﬁdirect1y; tensions at home eased. The learning disabled

r

-and emotioﬁally disturbed individuals are in a ognstant

N\

state .of readiness to defend any of their actions (oftén :
responding negatively to a positi&g commerit). © By becoming-

. %
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Ilg;s séfensive they could become less nJgative and more

v nex’iblo in their attitudes.
. m%muq_a_: Peers

r~ / . ; It was hypoth051zed qpat since the _sﬁbjects were

| néquirad to interaotf.during the v1deo process, there would

.~ be an increased desire to relate with peers. This was not

‘distssad with the students but rather left to develop-

LA ‘spbntaneously. However, it. was not supportéd. The groups

l means wefe even higher for thishafea than self, therefore

their feellngs towards peers was even more strlngent The

I

- “lack ‘of a dlfference for the experimental groups in the

g

pre- .and post-test means supports this.
» ) - L.D.:and E.D. adolescents occupy a leéss popular social
positién‘ than the ;egular student. The irony of' being

' lpaéning disabled and or emotionally disturéed is that the

. public at large find it difficult to understand and to

! accept an individual whose intelligence in general or
specific'argas is weék or whose ed‘@}onal sthility is not
of the- norm; People find it easier to Accept handicaps
:that are visible, such as blindness but are less tolerant
T of . those whose disabilities are hidden as in the case of
// Q *  the learning disabled. It was ”lxa\tgr pointed out by the'
subjecté that, "The T.V. stuff made you more aware of the
N TN ' ! - -
' ignorance of others. They really don’t understand what

:ff short voc. or sp.ed is." ) ’
The L.D. * and E.D. students are forced back into their

own classrooms to find some form of security amongst their

peers, ﬁWithin the partially contained, contained special

o - K
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;, education and short vocatiﬁnal 61asses oan often bg found
an unconscious form of social hierarchy built upon degrees
of academic abilities, physical attractiveness and ph&aioal
abilities. While this may be_\?rue ;gf “any c¢lassroom
situation, it is more pronounced iéj;;:-sﬁaoial oiaasroom
due to the often heterogeneous groupings, i.e. - plaoeaBnt
based on a séecific learning disdgilify .or emotional
disturbance. What is thus found is a subsociety within a
larger society. Evidence of this was seen in the reac;ion
of some of the subjects when it became obvious ~ that the
video project required a mixing of the groups. Howeibr, as
the process matured this became an issue of no particular
significance and while this’hypothdéis was ‘not supported
there was evidence of peer interaction.

It is further believed that the area on ?elf and peer
.must be considered in éelationship to one ancther. Since
the video-feedback as measured by the self hypothesis was
‘%peffective, (therefore not improving the subjects’ self
concept), it is not surprising that the sybjects’
relationships with peers outside of the classroom was also
ineffective. Log§cally, if an individual is distressed
about being confronted with the stark reality th;t he or
she is not what they believed, th;n this is reflected in
how one is now seen by others.

Herein 1lies the catch-22. The Bailyn Questionaire
tested the subjects’ feelings about inagequacies with
relation to people of his own age (ages of students in

special classes may vary by as much as two to four years)
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ané a feeling of wanting more friends. - As_.preg}odsly
stated, while the social climate within the oigps may have
improved as a result of the process, the underlying
intention of impréving anxieties towards peer relationship
as it applies, to the lar&ef school population did evidently
not change. The subjects relateq&more bositivel& with
class mates And not with age mates.
Hypothesis d4: The Femily

This hypothesis predicted that the subjects attitudes
towards. their fadilies, i.e. - parents, would ' improve.
Although discussion did take plgce concerning thei:
lappfohehsions about parental control, this hypothesis was
not supported. There was .almost no change in tﬁe pre— and
post- test group means indioafing subjécts opinions towgrd
their families were strong making changes in attitudes via
the, process more difficult.

"Even though ° this ~ area was not statistically
signigicantulip is related. to some extent with Hypsthesis 2
"~ Direction of Punitiveness. The -video-segments depicting

i

the family focdsed on the subjects’ 1illustrption ' of

-

pressure by and disappointment in the parent ovey the

adolescent.

“ ~ /-.\
By tradition many adolescents feel that tpeir parents
.

do not understagh tbem and experignce emotions/éf distress.
For the most part it is accepted and e:ife%ed by both
paron% and child. However, the L.D. and D.’s situation
is téva barde extent magnified bofh in -number and severity.
The support systems in many of the families have been

e
%
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weakened ‘by. personal history and fatigue. The parents
>

become disappointed in the child’s social and aoademio
progression while the ogzld is just as err wroughﬁ by a
lack of the personal success in those same areas. In time
the opposing forces collide. The parent feels helpless and

thus frustration gives way to negative treatment, while the

. child looks ocutward for support. ‘ .

It may be that while Hypothesis 2 accomplished its

objective to have the students become more "extrapunitive"

(Bailyn, 18689, p .4), i.e. - looking outward for causes of
ceonflict, the result could be more negative than
beneficial, Confrontations between parent and child

happen, aéla rp}e, with some fegularity (perhaps more so
for the L.D. and E.D. adolescent). If the subject a; a
resuié‘%f the video process seeks to find fault in others
alone for the/ZEfficulties, ‘the result in the family could
worsen. Teachers of L.D. and E.D. students find that the
student will sometimes respond negatively to a male dor
female instructor depending on who is the disciplinarian at

home. By finding an erroneocus source in which to transfer

their feelindgs of inadequacies, the individual moves away

from 'positiQe changes in attitude. The cognﬁé&ve skills

necessary for the L.D. and E.D. adolescent to find the
proper causal effects may not be available. °
Hypothesis 5: Passivity = . ~

It was hypothesized that the process would yield a

more socially active individua15 In view of the group

means, it can be seen that the scores decreased therefpre
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indicating that the subjects active behaviour agtually
lessened. This area should be considered in light of the
discussion in the peer area. Passivity as was the section
on peer relationship 1left to occur as a result of the

experiment. ]
s A

It only stands to reason that if the sﬁbjects were not

-
made more comfortable with their peers outside of the

.clagssroom environment, then they would also not be more

sociaily active within the rest of the séhool communhity.
Beiné fﬁore socially active requires one‘ to be more
confident and outgoing. 'Therefére, the prerequiéite to
this %s moving outside of known circles. ‘Eowever, one girl-
réported how she had developed a closer relationship with a
boy who also had a learning disgbility. She stated that
she felt more at ease being with him since they could now
\both openly discusé‘their problem. In post-observation by
this investigator the participants did not leave their
classmates and réiurned for the most part to the same
social hi;;E?ehi9s developed within the classroom that
existed before th;\ﬁ}ooosé bedan.
It ‘should be noted that Et\was observed that within
the classroom the more inhibited participants gradually

J T
became more comfortable in stating‘ technical opini%ﬁs

pertaining to the aesthetic quality of the video tape and .

more open in digcussing personal experiences to the point
of volunteering /to act them in front of the cameras.

However, this does not fit the criterion of beingd a more
- NM\ -
social person over all. In retrospect, passivity as
W/ .
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defined by Bailyn would require a more extended form of

treatment.
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CHAPTER 4

Conclusions and Recommendations
The last chapter focused on examining the r&sults as
they havé related to.the video process as a means of
stimglation to increase the Learning Disablpd and \
Emotionally Disturbed Adolescents’ . understanding of
themselves and their relationships with those around them.

The present chapter will deal with the implications-of -

these results and the suggestions and questions for future

——— . .. < .

research that they raise.

In particular the comments here will address the

educational technology research.

\ull/’///”“ﬂteacher of the exceptional adolescent and those involved in

. extené anticip

-

In retro::jgjf'«the results could have been to some
ed

The process incorporated two things -

i

the‘speoial nature of the subjects and the unique qualities
of‘video. . . -

Firstly, ' the subjects in the experimental and control

' groups were on the one hand very Qifferent in personalities

while still sharing the same academic and social barriers.
Their part in this study was not just as components inp a
stimulus-response model. They wére more than obseryerg

reaoting to exposure of various forms of media and

" television content. (Bailyn, 1859; Heller and Polsky,

:1978). The subjects were part of what Combes and Tiffin

(1978) called the "man-machine"” (p.3). As part of the

- content these individuals reacted to the most ~powerful

39
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stimulus available - themselves.

Seoondly, this reswarch made use of video not as a
delivery system bringing television programmes to__ an
intended audionce, but as a source of technology in whioh
the user and observer were one in the same.

In marrying these two factors the L.D. and E.D.
adoleseg@nt were removed from the pressures of their present
and " past 1life and allowed to make use of a device and a
nmethod that was both imaginary and“real. Tﬁe sub jetts were
offered the meaﬁs of leAVing the self and doing what many
(people of Any ability) would like to do - change how one
feels abpout oneself. Video was used as a vehicle to record
and evaluate one’s own "personal motives and E}stbf?‘n\
(Biggs, 1979, p. 221). The resulting inter ’Eon that
developed was both a revelation and a cautious lesson 16
the potential use of video as-an instrument for studying
the altering attiéudes in selected audiences. ‘

Although the statistical results did noﬁ support four
of the five hypotheses postulated, the fact thaﬁ‘i? was
significant for H}pothesis Two, Direction of Pubitifenens,
sugdests reason to bel?eve that within a modified form, the
video-process can be effeciive. During’ the discussion
section it becamq appareﬁt that a pattern was developing
amdngst the different areas, self, peer, family,‘dirootion
of punitiveness and passivity. Each one was in some way
dependant on the other. Self was a pre—requisity for how
the subjects’ felt about peer relationships and passivity,

while directipnN of puniﬁiveness was characterized byl the

40




family area. Logically, if any one of these was

significant, then it could be assumed that reésidual effects
£
would be spread over some or all of the wvariables. Raw

data may not have given evidence of this but in the day by
day behaviours of the subjects during the study, observed
changes did occur. This is supported by the comment; in
'the post discussion. The subjects reported being ‘“made
‘more aware of things around them and more open about be}ng
in special education”.
Within the +true psedagogical framewofk, the video

process supplied the learning disabled and the emotionally

with a valuable agent for learning and

exploration. L.D. and E.D. students need and want an

immediate and clear response to their actions - regardless
if this feedback is positive or negative. They must know
how they stand within the present realm of things. Once

more this fee&back must come from a source that is not so
much authoritarian as it is - meaningful. Video provided
almost an instantaneous response that was untouched by any
outside elements. - The actions were theirs and the
?valuations of these actions were theirs. Often
individuals deny that which they know is really true of
their own personalities. The L.D. and E.D. (as previously

stated in this paper) have even more difficulty in
a '

students commented after viewing the video material how

they did not remember having said certain things or

41



having behaved in a particular manner. /

As an exercise in affects, this research made use of
emotions as a motivator. Emotions are the organigers and
the trigdger that bring the inner self to the fore-front.
They expose the inner Qaiues of the self and therefore the
behaviours of the true self. In this way the video process
was a catalyst for behaviouf changde, 1 The sub jeots seemed
to want to finally expose at least one enmbarrassing,
troubled moment in their lives to themselves and a select
group. It was their opportunity to follow along the lines
of Peter Finch’s suggestion in the motion picture Network
and scream "I’m mad as hell and I'm not going to take it
anymore”. Some did, some didﬁ;é. An incident that
illustrated this poiﬂt occured when this individuai
attempted to get the "star"\}n one of the video segments to
tone down her reactions during the tapings. This was met
with irritation oﬁ,the behalf of the subject who wanted to
know, "Why do you want to change how it really happened?”.

This affective approach brought to the learner a wide
rande of cognitive skills that perhaps were never really
allowed to surface before. Being learning disabled or
emotionally disturbed carries with it the aura™ of

lessness and therefore the feeling by the self and
m\(wifbin the school faculty and the general publio)
of having a lack of survival skills. To fully understand
this ndtign one must refer back to Schramm’s (1961) idea
that it is more important to realize what thé child brings

to television rather than what television brings to the

L
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child. In order to usé the processa.for their own means the
subjects soon realized that they would hgve to use ‘skills
that were either not apgarent to themselves or thought to
Pe acquired only by outside forces. The subjects we£e
forced - by their own emotions to interpret abstract
impressions into audio-visual impressions thus requiring a
taxing of their own cogni;ive and perceptual power;:
Further, the project required the subjects to exercise
skills of group dynamics. "We trusted each other more, " was
the way one subject described the social change. " This
involved noﬁ Just conversational techniques but plements’of
persuasion, .negotiation and submission. Also, it” wa;

nécessary that the Eroup learned the basis of task analysis

thus organizing and“sequencing the wvarious technical

aspects of the video productions. Evidence of this comes™-

in the comment By one of the video grogp, :We agted as a
team. We knew that if one of us didn’t do our Jjob the
whole«thgng would be a mess. “. . '

The L.D. and E.D. student need a form of communication
that is three dimensional. Reading, writing and listening
skills give to these students the aural elements of
communicatioq\Abut lack in the visual dimension that gives
understanding for the spoken or printed word. The L.D. and
E.b. student learn by agtions and this was provided during
the prooéssi

When totally analyzed, it ﬁecomes apparent “hat the
skills brought out during the course of the video process

are those same skills which are most valuable in day to day

43
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living. It would seem that there are sound arguments for
using the video process with the L.D. and E.D. individuals.
Still, one must ask if the means justkfies the ends. — The
danger lies in providing the subjects with a methodology

that could be potentially negative or even ineffeotual.

One unintentional warning by a video group member was that,

"it could make you feel better or worse. It gives you

something to think about". As was shown in the results
section and poiﬁted out in this chapter, Egp%procass was at
least partially effective but this does ﬁd% necessarily
mean that the outcome is the desired one. ﬁow does> one
allow a process to take shape with little intervention and
yet be "sure that the output will be the right one? "
Obviously one cannot be sure. b
The hgighténed awareness gf' the s8elf and group
idenﬁifies,that results (from access) can certainly be
benefiéiél. But when controls ‘;Fe relinquished, the
distortions that television produces may lead to an
introspective crisis ‘that the users have no
opportunity to resolve. (Baggale¥”K1975, p.898).
One subject put—it.this way, “If I was in ocontrol, they
would be 1less in control”. The "they" in this gcomment
apparently referred to those with whom the subject was in
conflict. This may be a somewhat auspiocious feferral.
Even when controlling fact&rs are initiated there is
concern that those doing the controlling may not realize in
time that the direction the process is headed is not the

desire one. The L.D. and E.D. students are rarely given

)
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the chance to develop their own skills and to devote
themselves to any personal cause. To put the brakes on
during the process would result yn revolt and a self~
fdlfilling prophecy of failure both in themselves and in
the system. l

There gfas evid;nce in this study of theg possible

negative impact of the video-feedback on L.D. and E.D.

-adolescents. For thQ mast part the subjects did have

bomplox and contradicting personality traits.- within
themselves and amongst themselves. B& exposing them to
replays of personal conflicts,, it could have supported
those elements that they suspected to be true and brought
forth those negative elements that 1ay¢d0ﬁpant until the
video process. For some the video process was perhaps just
little more than a viiually biographical statement. Even
when “the subjects wer; offered the chance tofchangé their
negative image in the segments to a more positive self,
there appeared to be little ch;ngé in the outcome of the
reenacted incident. | Either the subjects did not possess
the problem solving skills peceésary for tpe change or were

o

uncomfortable with the idea of controlling the event.

Ironioally. while the results of Hypothesis Two ~ Direction

of Punitiveness was as postulated, it is possible that the
anxiety ._they no loﬁger felt had not really lessened but
merely been attributed éo a new cause.

In view of these conclusions several recommendations
are eudqested. Firsthx, it is proposed that this video

process ' be repeated inqg;porating students from both the
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.regular stream and the special classroom into random
experimental and control groups. One of the failings of |
™~ this study is ‘that the behaviour and attitude change that

L at least observed within the classroom could not be
¥

said to carry over into’phe lérger population. ®

. Secondly, if the prﬁcess is repeated with only L.D.
‘and‘ E.D. ° subjects, it is‘probably wiger to oono;nﬁrate
.eff&rts on changing attitﬁggs in one area’ only. The slower
learner acguires Rnowledge in smaller portions than those
iA the regular classrogqm. . The content should be singular
ang\simpie. For instance, it may have been more fruitful
to isolate only one of the graaé (such as the physical ., »
.self-imagé) and puttiné the emphasis on ‘changing th;/.
squects feelings towards this rather than the ent{re‘bolf-'

\

concept. : .

Thirdly, tﬁe students should be made awaﬁe of

objectivity. The subject must be able to differenciate

betyween the sel% as. an actor responding to environmental
o

factors and the self as the object of change. In other

9

words the individual must be able to become a oritical
observer analyzing video feedback in terms of ' self-
evaluafiﬁn. Sartre (1556) considered this possible _only
_when the self is viewed as &~ object. | . -
Fourth, the subjects  should partioipk%e in
desensitizing‘ﬁessons involving personal and interppraon&l
skills. This should be done prior to the video process and

not in froﬁt of any visual or auditory regording dev;?es.

This may lessen some of the emotional impact that ooccurs
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Finally, structural guideliges should be outijined from

the beginning of the process. It should be méde clear phat

-

the instructor will iﬁterveﬁe only to ensure that these

guidelines are being met. Assurances should be reinforced
that while the b;sic format and content will be the
subjects responsibilities, ,the’ topic end direction of the
video segments will be cqntrolled by the authority figure.

P "
It 1is strongly believed that the basic concept of

uUsing video in a process with L.D. and E.D. students is

>

va;id. This is evidént in the fact that none of the
students-refused to be a part of the process even though it
meaﬁg personal exposure. This is gupporte& by Gillls
(1978) research suggesting that disadvantaged students “are
inclined to communicate ph%odéh action rath?r than words,
are externaliy'oriented rather than introspective, and. are
lacﬁing'in experiences of receivng approval for success {qj
task". “p. 8)
zIn' the final ggt together of the experimental group
that took place a few months later, the students were agked
if the VideOQQrJEess should be changed in any way.
The consensus was that "it didn’t last long enough”.
Iél was felt that it should be s;read over mofé of the

/

school year. (This may not be practical, keeping in view

' the sohbol curriculum). However, it does illustr&te the

v

positive feelings ‘about the progeot.
e
Also, it was believed that the population be expanded

to the junior classes and to the regular sffeam, not just

¢ q7 B -
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the short vocational and spec%al education classes.
. When questioned as to the content the general feeli;¢
was that the material should. be . "kept real 'l‘hex‘a‘tiloelmmi-~
v to be a new awareness .of the way in whlch they perceived
~commercial television. The suggestion was tolavoid any
'thqmég that were related to or sought to parallel popular
television progranms. . ‘ o
: | Inﬁthese comments and suggestions by the students oan///
" be founci support for t'he'video process. Whether‘ sgpportad
statistically or ‘not, the study "is believed to have
affected ' their personal lives and their éense of reality

poﬁh on and off the television set.

- E The success and dangers of this "stdﬁy _Have been

‘ oﬁtliged. The success *lies in its potgntial and‘ its
dangers 1lie in the need for control. Still the video
process under any theme js vital. To ignore its use could

[y

leave a valuable r®source idle.

L
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‘ PART 1 ‘ .

- Which of these two things would you rather do? Circle
the number of the one you would rather do:
1. Go on an outting or pichic for the afternoon with
your friends. ‘
2. See a movie with your friends. °
Suppose that, Jjust by wishing, you could be any age at‘
all. Put a circle around the number in front of the age’
yqu‘would most like to be: - -
1. Under 5.
2. 5 to 9
3. Over 9 but unde; 13
4. 13 to 19
5. 20 or ovef
In this question put a "1" in front of your first
choice, a "2" in front of your second choice, and a
"3" in front of your third choice. ‘\
If you were going to the circus would you want to go—-

- with your father? )

- with your best friend?

- with your brothers and sisters<?

- .
=

- with your mother?

(4

A
B
C
" D - with a group of friends?
E
F

- by yourself? ,/> \
Whiéh of these two things'would.yoﬁ usually rather do?
Circle the nqugf of the one you’would rather do:
" 1. Be asked td'join a club.

2. Start a new club.
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5. Circle the number of the answer that fits you best:

™ 1. 1am to tall. ' >

2. I am to short. . s
\ ™ ‘
3. 1 am Jjust about right.
8. Which of these two thinds would you usually rather do?
Circle the number of the one you would rather do:

1. Read a book.
2. Read a comic book.

7. What would you most like to be when you gfow up? Put
¢ down the three types of work you would most like to
do: o -
1. _\_\q\ / i
2. M /
‘ 7 . i ‘
3- - -

_8. Circle the number of the answer that fits you best:

1. I am too fat.

& I am too thin.

3 1 am Jjust about right.
9. How many friends do you%\t&ve?‘ Put a circle around the

number of the answer that fits you best:-

1. I don’t have very many friends and like it that

way. " /
2. 1don’t have very many friends and wish I had

more.
' o
3. I have a few good friends and don’t want any more

~

or less.

4. I have a few good friends and vould like to hav

pore, .

\ . 57 R
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"10.

11.

-more.,

5. I have many friends and enjoy it.
é. Ibhave many friends but®would rather have Just a
few good ones.

7. 1 have many friends and would like to have even

ot

*

Suppose you got a bad mark on your report card./ How -~
would you feel? Circle the number in front of the
answer that fits you best. .
1. I would feel it was my.fault because I didn’t

work hard enough.

2. I would feel that mostly it was not my fault.

How often do you go to the homes of other kids 'in your

class? Put a circle around the number of the answer
that fits you best: ' s
1. Very often (almost every day).

2. Sometimes (once a week or so).

3. Hardly ever.

A boy sits down at the table to eat his soup. His
mother says, "It’s too bad’that the.soﬁp is cold.”

What do you think the boy answers? Circle the_number

iadindutions ot

of the answer you think the boy gives to his mother.
The boy says:

1. "Caqft yau heat it some?;

2. "That’s ali right. "

W

*I should have started eating sooner." -

¥y
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* 13. Do you vever get hit at home nowadays?

’1.u Yes, quite often.

2, Sometimes. \ ‘ P
3. ﬁo, hardly ever. : . )

23

How old were you the last time you were.hit at home?

1. -4 years, or less,
2. 5 . . R o ,
~
3. 6 .
¢ ' L
- 4., 7 _
s | -
-5,.' 8 X — Q
6. 8
7. 107
g
8.

11 years or over.
14. Suppo&e you and your friend were talking to each other

and then you find out. that your friend is uhhappy

about something that was said. Would feel this was
your fault? Circle<the nuﬁber_in front of the answer
that fits you best: . | . .

1. 1 would feel it was definitely my fault.

2. 1 would feel it might 'be ﬁglfault.

3. I would feel it probably was not my fault.

4

I would feel it was definitely not my fﬁult.
: AN

,
. .
f
. . ¢ '
o
. .
e N .
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15.

16.

17.

18.

19.

=

Ca
b

How much difference does it make to ;rour ‘parents .what
marl;s you get in school? Circle the number i“ﬂ front
of the answer that you think is right:

1. It is véry important to them for me to get good

marks.

9 -

2. T_hes} are pretty much satisfied with any marks I
get.

How often do other kids in your class come to your

4

house? Put a cir;cl’e around the number of the answer

that fits-you best: .

el -
1./ Very often (almosi: ery day). !
// \\/v ' -

2., Sometimes (one a week or sé?). .

3. "Hardly ever. g )

Do your parents ever kee'ap you -from doing the things
you 'want to do? Put a circle around the m,xmb;r"of the

v

answer thﬁt fite you best:

{
1. Yes, quite often. 4\*
"o ! '
2. Sometimes they do. . |

3. They hardly ever do.

AY

Which of these two things would you usually rati:er 'do‘?

Circle the number of the ope you would rather do:
1. Go to someone else’s party.

2. Give a party. " 3

N

"‘\‘.*_-.

Circle the number iz\f::é"t of the person who punishes

_you when you do semeth € wrong:

1. Usually my mother. \\\
. X

2. Usually my father. | A

-s*..
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Does anyone else punish you? If yés, write here who

it is: {p
‘n
1. ‘
2 ° » —
) . ) 7\
3 — %

"A bqy is playing marblps with his friend. The friend (’

says, "I’m sorry I pusﬂed your marble bx mistake-? }

What do you think the boy answers? Circle the number \
‘ /

" of the answer you thi?k the boy gives his friend. /,A\\ N
The boy- says:: (/ . —
1. "I should have move it out of your wa&." 2\ )
2: "Let’s keep plhyingi; | ’ )
3. “Can’t you be more céreful " S
Do you think your parents try to find out how you feel ‘
about something 1f you and they dif;g;ee? Circle the ‘ ~
- number in gront of the“answor you think is right: '
1. Yes,'almost always. P
2. Sometimes they do. | N
3. ﬁégally they don’t. | o ' //;M‘ﬂ‘- R
Which of these two things would you usually'fhther-do?
Circle the number of the one you would rat/gp d/’
1. Play'a game indoors. )’ .
2., Watch televis:on; . . ///// . f. o .
e -2 . , .
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Suppose you coulq’just have 3 of the wishes below,
whieh would you want to come trye? Read them all,
then put a "1" in front of your Biggestlwighf a 2"

in front of your second biggest {;sh, and Q “3" in

front of your third wish. . . /
I would like: o N I8 .
. A. To havé more friends. | -
“B. To be stronger than I am now.
C. To see tﬁe world. (
D. To get along better with my fhthef and mother.
E. To be thinner than I am now. N

F. 'To g0 to a ball game.

*G. 'To be better looking'than I Am now.

-

H. To have my father and mother be more ?e other .

To be taller or shorter than I am now.

[o I} -

people’s parents.

To play a musical instrument.
To get along better witlmother kids. eg,
Tolhave,a private plane.

To have my father and mother! pay as much_ attention

) to’me as they do to my brothers aqd sisters.

N. To.be smarter than I am now.
Which of these two things would you usually rather do?
Circle the number of the one you would rather do:

1. Decide yourself which games to play.

' 2. Let others decide which games to play.
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25,

26.

Suppbg you are talking to a~friend oa_pd, something ‘the

friend says makes you unhappy. Would you feel that

. this was your Friend’s fault? Circle the number in

.front of the answer that fits you:

1. I would feel it was defi?itely my friend:s fault. - -
2. 1 would;}eel it might be'my friend’s fault. -
- 3. I would feel it probably was not my friend’s \\ ‘
'fault\\\_l///‘\“\\\ ~ ‘ ) . —

4. 1 WOSid:feel it‘Eh@initely was not my friend’s
fault. -
Suppose that just by mgking a wish‘'you could change
yoursel£ into ;ny of ﬁhe.people below. Read .them
all,then put a “1" in nt of the person you would |
most want to be changed {nto, a "2: in- front of your
second choice, aﬂd a “?“ iri front of your thir& \ '
choice. . v
. T would like to be'changed\into a: . & N
A. King \\ ' \%\ A
B. Cowboy ,m/ ‘ ) ' ;_._
C. Movie Star <
D. President . ' L,x' }.
E. Prince . . e ;ﬂ,,w"/‘ )
F. Detective | \\\~\ S //////
: —_—— -
G. Reporter ‘ ' )
H. Inventor < ‘ " f B
I. : Superman ‘ A
J. Space Cadet . ’ ‘ T -
K. Queen N ) E )

' " es [/
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Animal Breedges ‘ .
Explorer | , : ' TN
Prinocess

FBI agent . SN | o ’”\

- ' 4
Knight ‘ ' . . ) : : [
- B ~ ' N
Person from Mars - D oo A
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PART II"

Do you think it is important to know if a person 'is

good or bad before having anything to do with them?

e

1. ; hink it is~very important. -

2. I/Zon’t think it is very important.
Why do some people become bums? |
1. Because they are naturally lazy.
2. For some other reason.

Do you think this country is in danger?
1. I think it is in dreat danger.

2. I think it is in little denger.

3. don’t think it is in dreat danger.

4. ‘I¥don’t think it is in any danger.’

3}t is poss1ble to tellagQ a person’s face whethér he

is honegy or dishonest.’ . g

1. 1 think this 18 ue.
) . A N f/ ( | /
2. I think this is falke, ]

"How often does something stnp a person from doing the

L~-
things he wants tedo?

—7~_\\\\_”‘//’__,»’1.- Almost always.

2. Quite often. “ . o

3. Not usually. R o

n—

4. Hardly ever.

Cirolé the number of the person you think gets along

e

better in this world:
1. A veak but nice person. . ,

2. A strong but not quite so nice person.

o



10.

11.

12.
»

<
) 4
Why do peSFT\\:EE’SEEg;z/;rimes do sof%

1.. Because they are naturally bad.
2. For some other reason. ‘

Do you'think‘there is dander that people on this earth

will be harmed by beings from another planet? *

1. Yes, quite likely thers is. \\\

2. It is always .a possibility. ~ ‘p““\ '
3. Most likely not.

4. No, definitely no€§.

Laz& people are all alike and éuite different from

pebple who work Hkrd.

1. 1 think this is true. ) ’ —_—

2. I think this is false. .

Can most people be trusted?

1 Almostﬂﬁll people can.

2 Quité a lot of people can. ’ e

3. Only some people can.

4. Herdly any people can. :. : .

Do criminals ever become good? -

1. Sometimes they do. N ‘ o
2. )No, they usually don’t.

Some people always get pushed around. Why. is this? " 0
1. Because they are naturally weak.

2. For some other reason. |

-~ T .

—_— s
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13.

14.

« trave

15.

T 186.

17.

18.

2

Do people live here who are really enemies of this
country?

1. Yes, many do.

.2, Yes, some do.

3. No, not many do.

- 4. No, hagﬂly any do. e

People afifeither all good or all bad.
1. I think this is true.
2. I think this is false.
It is hard for a person to be what he wants to be in

life? N

R S

1. It is very hard.

2. It is quite hard.

3. It isn’t very hard.

4. It isn’t hard a£ all.

Are good peog}e usualiy strong?
1. Yes, usually: ‘

2. Not necessarily.

Why do some people tell lies?

. 1. Because they are naturally dishonest.

2. For some other reason.

Do you think something may destroy the world some day?

1. Yes, I definitely think so.

2. I think it might hﬁppen.

3. Most likeiy,not. '

4. No, I definitely don’t think so. .

ant

r

. ' b \ j‘
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19,

20..

~ i

’
There are only two types of pooplﬁ‘in the .world, the
weak and the strqng.
1. I think this is true. - , .
2. I think this is false. ) y
Can L person usually find help if he needs it? n
1. He almost always can. . e

. Quite often he can. -

2
3. He seldom can.
4

. He hardly every can. _
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T ‘ Appendix B
L o y
: o, Scores and Procedures
< . for the Modified Bailyn Questionnaire

!

The appendix includes all items from the Modified Bailyn
J .

Qnggiquqire which' related to the Hypotheses tested in

" this project. (N.B. The only question not coded was item

number 3 ‘'as it appeared in the Family Hypothesis. - The

question used in this context demanded personal infofmation

-about ‘the domestic status of the students’ parents' which
/ .

o /was felt unethical to reguest.)
o | - . B
~ . ) / ‘ ‘ ' N ’ 5

v
/ I '
v
' -
. N




Hypothesis 1: Self

Pt i N

Item ' Subjeot’ ’s : Score
Number ‘ " Response ' ‘
2 1 4
‘ 2 Q - 3
3 . 0
4 - 1
- 5 ' 2
5 1 Boys-3: Girls-%
2 Boys-5: Girls-3
° ,
8 - 11 5
. 2 3
‘23 1st ~ .2nd 3rd
Choice Choice Choice
B 5 ) 3 T '1";1{ i\,“@ . _*/;-‘
E 5 \ 3 . 17 TNLTT
TG 5 3 1. i
I 5 3 1
’ N 5 3 1
. Hypothesis 2: / Direction of Punitiveness
10 2 4
P ARV 1 4
\ 2 2
14 2 1
, 3 § 2
4 3
20 2 2
’.' 3 N 4
25 1 4
2 3 ’
. 3 2
4 1
Hypothesis 3: Peer . :
3 F but not 3 f
, BorD -
8 . IS 3
. 2 ] o
- 4 3
- ] 1
7 1




N —
(Hypothegig 3: Peer Cont’d)
Item Subject’s {°‘ Score
Number Response \‘\
. e [} ' —_—
11 3 e — 5
\\\(_,_\\
18 3 5 \\
11 and 16 ‘ 3 and 1 respectively 2
combined : 3 and 2 respectively 1
. ' 23 : 1st 2nd 3rd
. Choice " Choice Choice
A 5 , 3 ) 1
K 5 3 ‘ 1

Hypothesis 4: Family

11 and 16 1 and 3 respectively 2"
h 2 and 3 respectively 1
15 1 3.
17 | 1 - 5
) ¢ i T . .
2{3 ' 2 : 2
. . N o 3 . ) .
- | . .0
23 st 2nd ., dard
- Choice Choice ‘Choice
D 5 3 1
H 5 ; 3 1
(- . M .* 5 © 3 1 - <
Hypothesis  5: Passivity, '
§ . " o “
- Active ) ‘ 1

Co Passive . e 0

71



t
i
)
B
B
‘
‘e t
Al
.
.
!
»
)
. .
'
B
.
.
PO
.
*
- -~ . v
.
¢ -
)
.
LI
) .
3
- L4 !

'
v
x
-
ot
o
3

. Appendix C
Guidelines

for the

Yideo Process

Animator
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I) Procedures for Using thé Video Process
- 1) The Population ” ,

It is assumed that the students for whom this process
is to be used are identified as Learning Disabled and/or
Emotionally Disﬁprbod and have been placed in Special
Education or Short Vocational classes. Further, it i?
advised that the animator be someone who has been’ trained
in Special Education. .

Still, there are other criterion which must be

oonsidered.f Firstly, one most know the agdes qf the
I

students and in.particular phe range of their agdes. This

. could play a part in how well they relate to each other

before and after the prd%ess. -

Secondly, the degree and kind of disabilities must be

>
known in order to decide on the extent to which - the _

television hardware can be used by the individuals.
Thirdly, their intellectual levels will to some dedree
3
. . : - \
dictate the conceptual boundaries that—Tam be used during
. |

the course of the process. Y ,

Fourthly, knowingr\thp motivational level of the

students will provide information about how long and - to
what degree the process can be taken.
Fifthly, one should find out about the group dynamics.

How do you think they will react to working as"a unit?

“
-

Sixthly, inquire as to what theid television viewing = _ _ _

habits are. The amount of time theyQQhﬁph, the types of
programs, what days of the week and the times of ;the day in

whioh they view television.

73




2) Rationale Behind Using the Provegs

Once the pépulation 1; known, the animatof should
question their own motlvatlon for. using the video proooss ,
j) One must ask if what is intended could be aOOOMplishod,
without the use of video equipment (as in the case of
_psychodrama). It is important to“ remember that the
intention 'of» the videq‘procesé is to have the students
learn how to handle real 1life- situations and . not
necessariiy learh concrete bits of id§2rmation. The tygg‘
of learning should involve items sucﬁ as probl&ia solving
techniques and decision making.

Having décided on the rationale for using the 'vidqo—
process it now becomes necessary to decide on what itf is
exactly the students are to gain, keeping in mind that the
results are affective. As such, the content should be kep
real and of importance to the students. This oan b?
discovered by discussion or by merely listening- to the
studen?s’ conversations. Thé. issues could be 'personal
matters very close to{the individual%}such“as those used in

this thesis—equivifént)Aor of a more social .nature dealing

)
k

with current events. o A
The topic ig of extreme importanoe as it is the

stimulant that draws the students into the. project.
4) Discussion of the Topic

.. . ! ‘

Before intrqggcing the students to the television
‘ . ©
hardware it isiwise to discuss thg chosen topic in some

ieﬂgth. This will give the animator a feeling for the

n

. o 74
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direction tES; the video segments might follow as well as a

chance to discover the amount of information the. students

)

have on the sﬁggect. It will alsb be an opg’itunity for

t%o ihdividual id%as on the‘Popic to emerge thus allowing

i

¢ , .
for differences’ of opinion to be resolved. Personal "

*

xperxences related to the co?tent may also surface.

ﬁl_lnngdugmg_shg_ymgg_ldga

é’ Now it may ba time’ to introduce the students to the

\
1"
attitudhs towards being actors

\v1deo idea. This can first be ‘don? by discussing their

or using television

aqufﬁment The discquion mlght revolve around theiry

;favawlte telev1slon programmes, movies, and actors.

, gﬁ_l_EamilmmmuiLh_thQ_ﬂdgg.Eguinmm

At this point the students should be made familiap
- Ct D ) ‘

- with the video hardware. Each student could be allowed to

'

experience working both behind and in front of the camera.
s ‘ .

o One or two deays might be’épent\on alléwing them to

-

,1nterv1ew each other or to create short sklts

ll.&gmhininz_thg_lgmg_anuhe_lmgn_ﬂmcm .

* " The 'students ‘should now be diven the sugdestion of

using the vidgo-eguipment mgre purposefull&. Reviewing thé

-~ ¢ -

previously ohosen topic is now at hand.  Discussion should
) ~ .

focus "on the use of sarealism and personal &?xper1ence

A

*
L4

-
sd

Guidelines should’ be given as to the scrlptlng and ‘
a4 » .

'3 ) .

teghnicaI‘aépects.

~ It must be’' reinforced that the animator of ' this
. -~

pfocess be one who has been espScially trained in the areas
.- o . S

RS

v 7

’

\

!



%

ten minutes in léngth. . -8

of Learning disabilities and ométiona} disturbance. .

The followiéﬁ is a list-;f precazkions to be takog in
order that the video—ﬁro;ess accomplishes what it was
intended to do. |

1) The mos?jimpof%ant element to keeplin mind is' ‘that
while the students will have a say in the video-content, it
i§ the an1mator who will have the final comment on the
direction that the content is taklng. That 18 to say that,,
\if it 1s felt that the videb segments are taking on
negative conndxabions'the animator will suggest alternate
approaoheé. to the material. This must be stipulaégd‘ and
agreed to by all concerned: ‘

2) The video segments should be no more than eight to
i

3) The.ﬁfpip should ‘be singular and simple.

4) Scripting  as \a written exercise should not 'b§
considered since the L.D. and E.D. ‘students g;ve aifficulty
with this during the regular school day anyway. Also, this
would tend to create a return to classroomt. routine
atmosphere,

5) Technical considerations such as £ybes of shots and -
feasoning(?ehip? phem should be limited.

. %) Sensiti@g.the students to comments conoerqinﬁ

F ,
physical attributéb and abilities during the process.

7) Explain and reinforoe the concep% of ”
AV
confxdent1a11ty within the classroom I

-

8) Do not try to overly influenoe~any—4ndividual who

dodg\het,want to be an.actor in front of the camera:

! L s "
’ . N Vo ' . . ?
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