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ABSTRACT

EARLY IDENTIFICATICN CF EMCTICNALLY DISTURBZD CHILDREN
by Wayne R. llaes

Body of Abstract

Trhe purpose of this research wazs to validate the in-
struments and statistical analyses used by Eower, Tashnovian
and ILarson in their study of techniques for identifying emo-
tionally disturbed chtildren in grades four, five and six.
They found that the following characteristics differentia-
ted between a group of normal pupils and a group of pupils
identified by clinicians as emotionally disturbed: reading
eand arithmetic achievement, intelligence, teacher ratings
of pupil physical and behavior characteristics and percep-
tion of a pupil by his peers. Bower assigned weights to
each of the above characteristics based on the size of the
critical ratios for the mean scores of the emotionally dis-
turbed and normal children.

In the present study of fourth, fifth, and sixth
grade children, data were collected on 658 children, 612
normal cnildren and 44 whom school and child guidance
clinic psychologists identified as being sufficiently
emotionally disturbed to require psychotherapy. The two
sroups were compared on the following varisbles: reading
as neasured by the California Achievement Tests, arith-
metic as measured by the California Achievement Tests,

intelligence as measured by the California Short-Form
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Test of liental Maturity, pupil behavior end physicel
status as measured by a teacher ratinz scale developed

by Bower et al, perception by peers as measured by "A
Class flay" developed by Eower et al, and the Frojective
Self Concept 5Scale developed for the purnoses of this
studye.

The data were analyzed in the following steps:

l. Bower's instrumentetion, scoring snd weizntingz pro-
cedures were replicated and a point biserial correla-
tion of .27 wes obteined between total wei~hted scores

on the six independent variables (reading achievement,
arithmetic achievement, intelligence, peer percention,
teacher ratings of pupll physical and behavior chsaracter-
istics) and the criterion wvariable (emotional disturbance).
This is a significant (.01 level of confidence) but low
level correlation (accounting for only seven percent of
the variznce) and the time involved in collecting data

on the six variables is so extensive as to render them

of questionable value in iderntifying emotionally disturb-
ed children in the elementary schocl.

2o A multiple correlation of .40 wes obtained between the
six independent variables listed in step one and the cri-
terion variable for one half of the sample of emotionally
disturbed (¥ = 22) and normal children (N = 306) randomly
selected from the total sczmple. The rankinz of the
independent variables in decreasing order of their con-

tribution to predicting the criterion variasble is as
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follows: 1) teacher rating of behavior characteristics,
2) arithmetic grade vlacement, 3) intellizence, 4) peer
perception, 5) teacher rating of pupil physical status,
and 6) readinz grade placement.

Variables ore, two and three predicted the criter-
ion variable as adequately as did 2ll six variebles
combined. The weights obtained on variables one, two,
and three in the multiple regression analysis were used
in deriving scores for the remainingz two samples (22 emo-
tionally disturbed and 306 normal children) on these three
independent variables. 4 point biserial correlation of
.21 was obtained between the weighted scores of pupils
on the three independent variables and the criterion
variable. This correlation was siznificently greater
than zero at the .0l level of confidence but was a low
level correlation (accounting for only four percent of
the variance) and offers little promise for use in identi-
fying emotionally disturbed children in the elementary
school.

3., Using the three independent variables (after having
made certain revisions in the teacher rating) which were
most predictive in step two and the Frojective Self Con-
cept Scale developed specificelly for use in this study,
a multiple correlation of .41 was derived for omne half
of the sample of emotionally disturbed (N = 22) and
normal children (N = 306) drawn randomly from the total

sample. The two variables which accounted for essential=-



Wayne R. lMaes

ly all of the prediction of the dependent variable by
the independent veriables were tezacner retinz of be-
havior characteristics and intellirence.

The B weights derived for the revised teacher rat-
ing and intellisence were used to derive weighted scores
on these two variables for the remainder of the sample
(22 emotionslly disturbed and 306 normal children).
These scores were then correlated with the criterion
varieble. The obtained point biserial correlstion of
«32 was significantly greater than zero at the .01 level
of confidence. The data on the teacher rating scale and
intelligcence test scores are readily obtainable in the
school settinz and the correlation is sufficiently high
to afford some degree of prediction. ZFor example, 20%
of the normal children received a weighted score hizher
than 1000 on the two variables combined while €8/ of
the emotionally disturbed received a score of higher than
«1000. ©Such a cutoff score would be of value in a school
setting as a basis for referring children in need of
psychotaerapy.

SUIMMAR

In this research study reading and arithmetic
achievement test scores, teacher ratings of pupil
paysical status, and perception of a pupil by his peers
did not differentiate between emotionally disturbed and
normal children. Bower, Tashnovian and Larson had

previously observed that each of these did differentiate
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between emotionally disturbed and normel children. Thae
Projective Self Concept Scale developed specifically for
the purposes of this study also failed to differentiate
between the criterion groups. Teacher ratings of pupil
behavior and intellizence test scores were predictive and
are recommended for use in identifying those children

who might be in need of individual psychotherapy.
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Introduction To The Study

Purpose

Teachers are continually observing pupil behavior
and are called upon to make judements based upon these
observations. One of these judements which they are
called upon to make is whether a pupil's behavior is
evidence of emotional problems of such severity that
referral should be made to an sppropriate professional
service. The purpose of the present study is to inves-
tigate techniques which are appropriate for use by
teachers in identifying emotionally disturbed children
in the elementary school.

This study will investigate sources of informa-
tion which are designed to increase the amount and
breadth of significent information available to the
teacher upon which he or she can base judgments con-
cerning the mental health of pupils. The sources of
information studied by Bower, Tashnovian, and Larson
(8) will be investigated with the following modifications:

1. A different statistical model will be used in

analyzing data collected in the present study on

the following five aspects of pupil behavior.
a) Intelligence
b) Achievement

c) Self concept
d) Peer rating
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e) Teacher rating of physical and behavior
status

2. A different measure of puvil self concept will

be substituted for the one which Bower and his

co-researchers found to produce minimal results.

3. Modification will be made in the instruments

which Bower used to obtein teacher and peer rat-

ings of pupils.

The Need For The Study

Numerous studies have been conducted on a variety
of populations in an effort to determine the number of
erotionally disturbed children within them. There is
considerable disasreement among the studies as to the
percent of children who are emotionally disturbed.
Contributing to this disagreement are such factors as
differences between the populations studied, use of
different techniques in identifying the emotionally
disturbed, and selection of different points along the
emotional disturbance-mental heslth continuum to estab-
lish the line betwesn the emotionally disturbed and the
mentally healthy. Iowever, all of the studies agree
that the problem is one of consid~-rable proportions.

Rogers (47) reported that 12 percent of the group
of children which he studied showed evidence of poor
mental heelth and another 320 percent showed a moderate
degree of poor adjustrent. Ullmann (56) found that
eizht percent of the children he studied had severe

maladjustments. In zn earlier study Mansus (33) sur-
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veyed 1500 school children and found 19 percent to be

poorly adjusted. In her study in the Battle Creek
Public Schools, Andrew (2) also found that 19 percent

of the children she studied showed signs of poor adjust-
ment while two percent were severely maladjusted.
Martens (34) reports that 2.5 percent of the children

in the five-to-nineteen-year age range should have
special educational attention because of emotional
problems.

We have a national commitment to foster the fullest
possible functioning of the human potential of each in-
dividual in our society. By definition the emotionally
disturbed are not "fully-functioning." Cur values commit
us to attempt to gain further understanding of the nature
of emotional disturbance and the nature of therapeutic
experiences wnich can free the emotionally disturbed to
a fuller realization of individual potential. Even if
the number of emotionally disturbed in our population
were infinitesimal we would be committed to the task of
understanding and service., But the magnitude of the
problem in sheer numbers compounds the individual and

social tregedy and makes amelioration more insistent.



Review Of The Literature

Studies Usinz Multiple Criteria

Humerous studies have been conducted in an effort
to determine the characteristics of pupils who are
poorly adjusted. One of the earliest such studies wsas
that conducted by Olson (43) in the Minneapolis Public
Schools in 19%0. Experienced raters rated 1,537 first
grade children on the Eehavior Froblem Record (daggerty-
Clson-Wickman). The raters indicated the frequency with
which 15 types of problem behavior such as cheating,
lyinz, bullyinc, speech problems, etc. occurred in each
pupril. Those pupils rated as most frequently demonstra-
ting problem behavior tended to be older for their grade
and poorer in achievement than those rated as infrecuently
demonstrating problem behevior.

The children described in this study as having
problem behavior can in no sense be equated with a group
of pupils identified by psychologists as emotionally dis-
turbed, but undoubtedly a number of those demonstrating
severe behavior problems would be so classified.

In 1942, Rogers (46) set out to determine the number
of Columbus, Ohio school pupils demonstrating poor emo-
tional adjustment. He selected several criteria which
he hypothesized would be indicetive of poor mental

m
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health. The criterie which he utilized were: chronolog-
icsl are as it related to grade placement, mental age as
it relsted to reading achievement, reading achievement
in comparison to the medien achievement of the class,
school fzilures, truancy, scores on behavior rsting
scales, the California Test of Personality, a "Guess

Who Game", and the ratings of observers.

Children who deviated significently from the av-
eraze on at least four of the indices were the subjects
of further clinical study. This further study led
Rogers to conclude that his method would screen those
sufficiently maladjusted to make them future cesndidates
for jails, state hospitals, divorce courts, and relief
acenciles. Rogers stated that any of the indices taken
separately might well be fallible but, takesn in combin-
ation, they provided a useful index of a pupil's mental
health.

Rogers found that 12 percent of the Columbus, Chio
school children showed poor mentsl health and another
20 percent showed a moderate degree of poor adjustment.
Three times as many boys as girls were identified as
kavinz adjustment problems and the lowest incidence of
mental health problems occurred among the higcher socio-
economic levels.

In 1952 Ullmann (56) conducted a study for the
United States Fublic Eealth Service in which he utilized

multiple criteria in identifyinz emotionally disturbed
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children in the school settinz. Ullmann was partic-

ularly interested in the efficacy of teacher judgment
in identifying children with mental hezalth problems.

An earlier study by Wickman (59) had shown teachers to
be poor Jjudges of pupil mental health, especially when
it ceme to identifyinz those children who were emotion-
ally disturbed but who demonstretad guist, withdrawn
behavior.

Ullmann collected the following inforwmation on
each of the 810 ninth grade pupils whom he studied:
ratings by teachers of adjustment level, ratinzs by
teachers on a forced choice test of pupil adjustment,
the self score on the California Test of Fersonality,
the social score on tlhie Science Research Associates
Youth Inventory, and sociometric status.

Ullmann corroborated Wickman's earlier findings
that teachers were better able to identify those emo-
tionally disturbed children who acted their problems
out. He eglso found that the teaclers were better able
to judze the mentel hezlth status of pupils wien threy
themselves were free from externzl pressure and when
the amount of information availablz to them was increased.

In a later article Ullmann (57) reported that an
adequate assessment of pupil mental health requires
pupil self-asssessment and teacher ratings. For the
purposes of this study Ullmann utilized being selected

as an honor student es indicstive of adjustment and
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utilized withdrawal prior to graduation as indicative
of maladjustment. Satterlee (50) found a low correla-
tion to exist between self-concept and group status
and sugzgested thet both are necessary in understanding
personality. The studies by Satterlee and Ullmann
point to the need for considering the use of peer,

teacher, and self ratinzs in describing behavior.



Bower's Study

The study of greatest conseguence for the pur-
poses of this inouiry is that conducted by Bower,
Teshnovian, and Larson and entitled "A Process for
Early Identification of Emotionally Disturbed Children"
(8). Bower et al selected the variazbles which the
utilized to differentiate between emotionally disturbed
and normal children from prior research such as thet
cited in the preceding section. The Bower study will
be outlined and each varieble which wes meassured will
be discussed in light of prior research. At the con-
clusion of the discussion of each variable the results
derived by Bower will be cited.

Bower snd his co-zuthors utilized the multirle
criterie apprcach in studying a group of 122 fourthn,
fifth, and sixth zraders identified by psycnologists,
psychiatrists, or clinicsl teams as being emotionally
disturbed. This group was compared witn 4,871 children,
none of whom had been identified as beinz emotionally
disturbed. The questions which their research was
designed to answer are as follows:

1. Can a teacher-centered procedure for early

identification of emotionally disturbed children

be developed?

2. Can information ordinarily obtained by teachkers

in their routine interaction with their classes

8
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be utilized by this procedure?

3. What affect would utilization of the teacher-
centered procedure have on a teacher's use of the
results?

4, To what extent would particigation in the pro-
cedure affect the teacher's perception of a child's
behavior, the type and quality of referrals to tke
clinical staff, and her relationship to admini-
strative and supervisory personnel?

5. To what extent are teachers and mental health
experts in agreement regarcding wnat child is emo-
tionally disturbed?

6. How many emotionally disturbed children are
there in a class of average size?

7. What relationshtips, if any, are trere between
factors such as intelligence, acnievement,
socioeconomic stastus, social status in the class-
room, and emotionsl disturbance? (8,pl3)

Cf particular interest for thne purposes of this study
are questions 1,2,5,6,7.

In an effort to gain answers to the above ques-
tions the authors studied pupils residing in 60 school
districts which had well developed psychological ser-
vices., Prior to identifying the emotionally disturbed
pupils in these school districts, meetings were held
with psychologists, guidance counselors, and others
responsible for the identification of disturbed pupils.
The mental health specialists attending these meetings
were informed of the nature of the study and were asked
to select, from students they had already interviewed,
those who were emotionally disturbed according to the
following criteria suggested by Bower.

In the discussions of the criteria to be used in

identifying the emotionally disturbed children and

the definition of an emotionally disturbed child,
it was suggested that the clinicians differ-

entiate wherever possible those children who
were situationally or sociolozically maladjusted
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from those with psycholo~ical or emotionsl dif-
ficulties. For the purposes of this study it

was suggested that the clinically desiznated
child be one whose primary problem was emotional.
The crux of the differential diagnosis seemed to
be in determining whether or not the child's per-
ception of himself, his ego structure, or his
personality integraetion had been disturbed.
Jahoda's definition of mental health was recom-
mended for use by the clinicians. In the psycho-
logically maladjusted child such internal or
self-functioning relationships would be injured,
with the possible result that the child's per-
ception of himself and his world would be dis-
torted. It was also suggested that those whose
egco or self development had never prospered and
who, because of basic conflicts or other psycho-
logical difficulties, were unable to understand
and to meet the demands of society should be con-
sidered as emotionally disturbed. (8,pl5)

[?his position is brozder than that tzken by Bower in a
later publication (7) when he described emotional dis-
turbance as beinz evidenced by a limitation of the in-
dividual's degrees of personal freedom;] There was no
indication of the instruments to be used in such an
identification nor any mention of further attempts
beyond those above to insure that each specialist look
for the same type of child.

The teachers in whose classes the emotiorally dis-
turbed children were enrolled were contacted end asked
if they wished to participate in a study of emotionally
disturbed children. The teachers were not told why they
had been selected and in no case were thke names of the
pupils previously identified as emotionally disturbed
associated with the selection of a particular classroom.
Cnly those teachers who volunteered to participate were

involved in the study. (The authors do not indicate
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the ratio of those invited to participate to those who

consented, )

The researchers in this particular study wished to
utilize infomation supplied them by teachers to discrim-
inate between emotionally disturbed and normal children.
The information to be collected by the teachers was gov-
erned by the following concerns:

1. The information should be suitable for use with
large numbers of school children.

2. The information should be so defined as to have
corparable meaning to all teachers.

3. The method of the study should not involve any
direct psychological or psychiatric assistance in
the screening of children.

4, The collection of information and subsequent
use of the results by teachers should not require
an excessive amount of time and work.

5. The information was to be such that it could be
obtained by teachers while they were doing their
recgular classroom worke.

6. The information was to be of such nature that
in collecting it the teacher would be helped to
identify those children who were becoming emotion-
al problems; that is, children who were more
vulnereble to emotional disturbance than other
children in the cless.

7. The information would pertain to many differ-
ent behaviors of the child and those in various
environments. (8,pl7)

The following information was collected on all of
the normal and emotionally disturbed children by each
teacher participating in the research project:

l. Age-grade relationship.

2. The number of absences in a four-month school
period.

3. Socioeconomic status of the family as indicated
by the father's occupation.
4, Reading and arithmetic achievement test scores.

5. A score on a group intelligzence test.
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6. The results on "Thinking About Yourself",

a self concept inventory distributed by the

California State Department of Education.

7. Each pupil's standing on a sociometric

technique entitled "A Class Play".

8. The teacher's rating of the pupil's physical

and emotional adjustment status.
Each of these variables had been previously explored by
other researchers in studying emotionally disturbed chil-
dren and each had been reported to differentiate emotion-
ally disturbed from normal children. A discussion of
previous research in each of these areas and results ob-

tained by Bower follows.

Ace-ocrade Relationship

Studies by Clson (43) and Bedoian (4) demonstrated
a relationship between the age-grade ratio and adjustment.
Olson found that problém behavior was more freguent among
the pupils who were older for treir grade and Bedoian in-
dicated that the older puprils were less healthy mentally
as measured on a self inventory.

Bower found that although the emotionally disturbed
children tended to be older for their grade in grades
four, five, and six than were the other pupils, this d4dif-

ference was not statistically significeaent.
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Rate of Absence

Mullen (39) studied certain factors related to
school attendance and found thet poor school attenders
showed less achievement motivation and also had less
fevorable living conditions than those of the perfect
school attenders. The poor school attender "is rated
poorest by his teachers in the personality traits relasted
to success in school work." To the extent that such per-
sonality traits are related to mental health, absences
in the study by Mullen are an index of mental hezalth.

The study of delinguents by Sheldon and Eleanor
Glueck (18) demonstrates a greater frequency of truancy

amongst delinquents than among a2 control group of non-
delinquents. As Kvarzceus (29) points out, some delin-
quents are emotionally disturbed and some are not. The
Gluecks' findinzs cannot be applied directly to the emo-
tionally disturbed but suggest that the incidence of
truancy merits further study to determine its usefulness
in identifying emotionally disturbed children.

Because of difficulties in differentiating truancy
from absence, Bower decided to use total absences rather
than number of truancies as a basis for comparing the
emotionally disturbed wita the normal children.

Since truancy is difficult to define and appraise

in younger children and often does not begin to be

consistent until the ckild is in adolescence, and
since there are other ways children can avoid at-
tendance including complaints, illness, or malinger-
ing, total absence, instead of unexcused absence

was utilized as perhaps a more productive measure
of maladjustment. (8,p46)
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In each of the three grades studied by Bower the

emotionally disturbed children were more frequently ab-
sent than were the normal children; however, the dif-

ferences were not statistically sisnificant.

Socioeconomic Status

Several studies have indicated a relationship
between socioeconomic status and adjustment. taddy (32)
found that cihildren of professional fathers had more
emotional stability and fewer worries than children from
semiskilled families. Leacock (30) demonstrated that the
incidence of mental illness increases as one goes down
trte socioeconcmic scale. These findinzgs are in agreement
with those of Rogers (47) who found that the incidence of
emotional disturtance was lowest in the higner socioeconom-
ic levels.

The occupation of the father was used as an index
of socioeconomic status for the purvoses of the study by
Bower. In 1937 EZdwards developed 10-point scale for
classifyinz occupations according to social classes which
was used by the Bureau of tne Census. This scale, as
revised in 1950 for use in the census of that year, was
used by Bower in his study. In commentinz upon the use
of occupation to designate the socioeconomic level, Bower
had this to say:

Several real advantages are associated with the use

of occupational indices as a measure of socio-

economic status. The first is that the information
is usually availzsble in school records. Secondly,
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the rating or rankinz of occupations can be done

objectively. Cther adventazes are associated with
tire and utility. For example, indices which de-
vend on securing data about income or level of ed-
ucation may be inaccurate or incomplete since some
persons are sensitive sbout revealingz this type of
information.... Occupational indices also have the
advantace of extensive research studies in which

this kind of socioeconomic classification has been
used. Occupations of fathers have also been found
to be about the best sinzle index of social class.

(8,p51)

A comparison of the distribution of occupations of
the fatners of the emotionally disturbed pupils with
that of the normal group in Bower's study reveeled no

sisgnificant differences.

Reading and Aritnmetic Achievement

Numerous studies have been conducted which have ex-
plored the relationship between school achievement and
behavior problems, poor adjustment, or delinguency.
Farticular attention has been paid to reading and arithme-
tic skills as they relate to emotionel adjustment. Read-
inz and arithmetic are comrlex skills which involve the
child emotionally as well as physically and intellectual-
ly so that one would anticipate that erotional adjustment
and facility in reading asnd arithmetic would be related.
Numerous studies support this expectation.

A study by the New York Youth Commission (45) re-
vealed that the two best predictors of juvenile delin-
quency were zgrithmetic failure and being overage for
crade. Jastak (27) found that neurotic children tended

to do significantly more poorly in arithmetic than in
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reading.

Evidence is also available attestinz to the con-
currence of emotional problems and reading deficiency.
Grams (19) studied 151 retarded readers and 103 advanced
readers in the first six grades of school and found that
the retarded readers received lower scores on a test of
social and emotional adjustment. They showed signs of
greater inner conflict and were less often chosen as
companions by their peers. The marked relationship
which cen exist between readinz problems and emotions is
dramatically demonstrated in a study by Axline (3%).
After involving poor readers in the second srade in a
therapy group for three and one-half months she found
gains of up to 15 months in reading, with an averaze
zain of five montins.

Tre relationsiaip between zeneral aciiievement and
self-evaluation is pointed out in a study by Blodgett
(5). B3he found that girls with low achievement also had
less self confidence and increz2sed feelings of inferior-
ity than girls who ranked high in achievement. The
Gluecks' (18) findincs were similar in that they found
the delinguent toys to be poorer in achievement than the
non-delinguents. Olson (43) found that there was an in-
verszs relationship between incidence of problem behsvior
and achievement in a group of 1,537 first grade pupils.

Bower's results corroborate those of previous

studies in dewmonstrating the relationship between emo-
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tional problems end achievement in rezding and arith-
metic., He found that the reading srnd arithmetic test
scores for the emotionally disturbed children were sicnif-
icantly below (at the .01 level of confidence) those of
the pupils in the normal group. The difference between
the emotionally disturbed 2nd the normal group was signif-

icantly greater on arithmetic than on reading (.0l level).

Intellizence

The concept of tae human organism functioninc~ as a
wnhole is commonly accepted in the study of human behavior.
This concept susgests that most humsn activities, and
especially trhe more complex ones, involve physical, intel-
lectual, and emotional fzactors which czn only be separated
for the purposes of study but which do, in fact, interact
in a complex, dynamic fashion in behavior. That the com-
plex behaviors measured by intelligence tests include
more then intellectual factors is suggested by Wechsler
(58) when he refers to certzin items in intelligence
tests in the following manner:

They cover such items as the subject's interest in

doing the task set, his persistence in attacking

them and his zest and desire to succeed,...items
which micht more familiarly be described as tem-
peramental or personality factors, but which never-
theless must be recognized as important in all
actual measures of intelligzence. (58,pll)

The interaction between emotionzl hea2lth and intel-
lizence is treated at length by dutt and Gibby (25) in

their discussion of pseudo mental retardation. They

described several cases of children wno consistently
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received intellisence test scores well within the men-
tally handicapped range. After receiving intensive
psychotherepy these children obtained test scores plecing
them in the above average rasngze of intellizence.

Trhe effect of anxiety upon test scores is explored
extensively by Sarason (49). e presents evidence demon-
stratins that anxiety does interfere asppreciably with test
performance, However, the effect of anxiety is not
stable and the hizkly anxious individual reveals greater
variability in test performonce. Further eviidence that
anxiety has a differentiasl effect depending upon the na-
ture of the task performed is presented by Korchin and
Levine (28). They found that anxiety had a more marked
effect upon performance when subjects were dealing with
more difficult verbel tasks than when they were learn-
ing simple word association.

Bower (8) found that the emotionally disturbed
children in his study scored significantly lower on group
intelligence tests than did the other children. dowever,
he also found thst the emotionaslly disturbed children
earned a sirnificantly higher score on an individual
intellizence test tr2n on a group test. The individual
intellicence test results were much more like those of
other children in the study, leading Bower to the hypo-
thesis that the emotionelly disturbed children possessed
nearly as much mental potential as did the other children

but, because of emotional problems, it was not available
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to them for use on the group test. This hypothesis is

further substantiated by the work of Sarason (49).

Ferception of Self

During the past twenty years there has been a
greetly incressed interest in t"e individual's percep-
tion ¢of himself as necessery to supplement direct ob-
servation in understanding behavior. It has been em-
phasized that the individual's self concept is a key con-
sideretion in studying mental heslth and emotionz2l dis-
turbance. Gardner lMurpky states that,

The vast bulk of clinicsl deta indicetes that it

is not in the realm of the ordinary run of wants

that the conflict is staged, but that neurotic
conflict is quite literally a question of keeping

a perennially beautiful self-picture before the

eyes. It is because the PICTUXE rather than the

person is besmirched or mutilated tnat neurotic
breakdown occurs. (40,p561)
Horney (24) also erphasizes the importance of consider-
ing self concept in any study of emotionsl disturbance
when she identifies tensions between the self concept

and the ideslized self imege as the central conflict in

all neuroses.

There is zenersl agreement among the self
theorists that one’sd self concept arises out of inter-
action with significant peorle in 1life, and in partic-
ular with parents or parent-surrogates. Snygg and
Combs (52), in discussin~ the individuazl and his self

cencept, note,
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This concept can only be a function of the way he
is treated by those who surround him. As he is
loved or rejected, rreised or punished, fails or is
able to cormpete, he comes to rezazrd himself as im-
prortént or unimportant, adequste or inzadequate,
handsome or uzsly, honest or dishonest, and even to
describe himself in terms of those who surround

him. (52,p832)
This approach is consonant with Sullivan's (54) character-
ization of the self-conceprt as comprisinz "reflected ap-
prsisals”,.

Rogers defines thne self structure or self concept
as follows:

The self-structure is an organized configuration of
rerceptions of the self which are admissibls to
awareness., It is composed of such elements as the
perceprtions of ones characteristics and abilities;
the percepts and concepts of the self in relation
to others and to the environrent; the value quali-
ties which are perceived as associated with exper-
iences and objects; and the goals and ideals which
are perceived as heaving positive or negative vzal-
ence, It is then, the organized picture, existing
in awzreness either as figure or ground, of the
self and self-in-reletiorskip, togzether with the
positive or negative values which are associated
with those qualities and relationstips, as they are
perceived as existing in the past, present, or
future. (46 ,p5C1)

Raimy (44) in an earlier definition of self concept had
included certzin unconscious elements, whereas Rogers'
later definition, cited above, limits the self concept
to "verceptions of the self wihich are admissible to
awareness." Taylor (55) attempts to resolve this contro-
versy by suggesting,

Materials which are unverbalizable may still

be at leezst dimly admissible to awareness and ef-

fective in influencing perception and bekavior,

including the self-descriptive behavior in a per-
sonality...(or self rating) inventory. (55,p5)
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That is, the description that an individual gives of
himself or that he thinks with respect to himself may be
the result of not only conscious but unconscious forces.
Taylor's rapprochement is accepted for the purposes of

the present study. The influence of unconscious elements
will be further explored in the discussion of social de-
sirability when considering some limitations of Bower's
study.1

In his definition of self concept quoted above,
Rogers included the positive and negative feelings which
one has about oneself, in other words, how one values
oneself. The extent to which one values what one sees
oneself as being can be called self-esteem. The meaning
of self concept for the individual cannot be understood
without an understanding of his self esteem, the worth
which he attributes to what he sees in himself.

Butler and Haigh (9) considered the individual's
self-esteem to be important to the study and understand-
ing.of personality. They developed a technique for the
measurement of self-esteem via the discrepancy between
the self concept and the ideal self. The technique con-
sisted of a modified Q-sort in which the subjects arranged
a set of cards with self-descriptive statements, first
according to the manner in which they perceived them-

selves and then according to

L See page 45
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how they would ideally like to be. In using this tech-
nique with adults, they found thet the discrepancy be-
tween tlrhe self concept and ideal self was an index of
mental heslth and decreased with progress in psychother-
apy. Henlon (23), using this same technicue, found thkat
the self concept-ideal self discrerancy was a good indica-
tor of adjustment, and was also normally distributed.
The validating criterion for adjustment in Hanlon's
stucy was the California Test of Personality, Secondary
Series.,

Based upon such findinrs as those of Butler and
Haich end of Hanlon, Eower developed a paper and pencil
inventory (Thinkins About Yourself, Appendix I ) which
was designed to measure the discrepancy between the self
concept and the ideal self in children. The item format
in the instrument developed by Bower is as follows:
This boy hates school Most of Cften Not very Seldom or

the time often never

Are you like him?

Do you want to be like him?
Scores on each item were derived as follows:

The scoring column on the left, "most of the time,"

in the inventory...is given a weight of one, the

next column a weight of two, the next three, and

tne last, "seldom or never," a weight of four. The

difference, if any, between the child's response

to the questions, "Are you like him?" and "Do you

want to be like him?" is the child's score for the

item. (8,p30)

The emotionally disturbed cnildren were compared

with the normzl children on each item to determine wheth-
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er the deviations on the items were significantly dif-
ferent between the two groups. The authors hypothesized
that the emotionelly disturbed children would show a
greater devistion between self concept and ideal self than
would the normal children.

The test consisted of 53 items. The emotionally
disturbed boys showed greater discrep=ncy on 6 of these,
as follows:

Item 6. This boy gets in trouble in school.

Item 12, This boy gets to class late.

Item 14, This boy is asked by the teacher to be in

charge when the teacher leeves the room.,

Item 18. This boy gets good marks in his school

WOTrKe.
Item 36, This boy is the leader of thre class.

It

]
3

m 39. This boy thinks thet most of the children
like him.

The erotionally disturbed girls showed a signif-
icantly greater discrevancy on the following two items:

Item 6. This girl gets in trouble in school.

Item 37. This girl is afraid of her father.
However, it is of interest that tre emotionally disturbed
girls showed a significantly smaller discrepancy on three
of the items on the self concept inventory. These items
are as follows:

Item 11. This girl plays wita her dad.

Itenm 14, This girl is asked by the teacher to be

in charce when the teacher leaves the room,
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Item 45, This girl likes to do daring things.

Each of the items mentioned above was significant
at the .05 level of confidence. One would exvect that
at least 2 of the 53 items would be significant at the
.05 level of confidence by chance alone. With only 6
items out of 53 significant in the expected direction
for the emotionally disturbed boys, results can certainly
be considered minimal for this group. As for tre girls'
group, two significantly different iters are no more than
what would be expected by chance. Not only did the items
on the "Thinking About Yourself" inventory fail to differ-
entizate trne emotionally disturbed girls from the normal
girls in the expected direction but three items (one more
than chance) showed significance in a direction opposite
from that which was predicted by the theory of the construc-
tion of the inventory.

These results reflect upon one or 2ll of the fol-
lowing:

1. The adequacy of the measuring instrument.

2. The method of scoring.

3. The theory that the discreraoncy between the self

concept and the ideal self will differentiate be-

tween emotionzally disturbed and normal children.

4, The adeguacy of the Jjudgments of the clinicians

who identified the emotionally disturbed children.
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feer Ierception

Gronlund and Zolmlund (20) studied sociometric
scores of students in grsde six and then again when the
same students were in hizh school. They concluded tnat

peer status in grade six was hizhly predictive of hizh

school adjustment end thzt the status chanced very
little from grade six to high school. Criteria of high

- school adjustment were perticipation in clubs, sports

¥ o

and involvement in leadership activities along with grad-
uation as opposed to droppinz out. Furtiner evidence of
the relastionsnip between socliometric status and adjustment
was reported by Bonney (6) in sn intensive study which he
made of the five most accepted and the five least accepted
pupils of a total group of 92 children. He found that the
five least accevted children had more emotional problems
both at home znd at school than had the five most accert-
ed. Northway (42) selected the 20 least accevted pupils
of 80 fifth and sixth grace pupils and studied tneir per-
sonality characteristics. ©She described tne least ac-
cepted group as comprising three main behavioral types:

l. Children who were quiet, retirinz, socially un-

interested.

2. Children who were listless and recessive.

3, Children who were noisy, rebellious, and social-
ly ineffective.

Because of prior researc: findin<zs pointing to a

relationship between perception of self by peers and
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adjustment, Bower made use of a modified sociometric tech-
nique in his study. In this technique, which he called "A
Class Flay"(Apperdix II), each pupil is recuired to select
classmates to play one of twelve roles described before-
hani. ©Six roles were considered positive and six necative.
The positive roles were those which were thouzht to be
hichly regarded by the puvils in the class and were thought
to characterize mentally healthy behavior. The negative
roles were thougnt to be undesirable to the pupils and

indicative of emotional disturbance.

Bower found perception of self by peers as measured
by "A Class Flay" to be the most discriminative of the var-
isbles which he employed in the early identification of

emotionally disturbed children. ie states,

"A Class flay" is a hicghly vzlid instrument for
identifying emotionally disturbed children. If only
one method for class analysis were permissible, this
would undoubtedly be the best single procedure. In
addition, the results can add much to the teacher's
understanding of the child's problem. (8,p45)

The emotionally disturbed pupils were chosen by their
classmates significantly more often for four of the six
negative roles and less freguently for all of the posi-

tive roles then were the normal pupils.

Teacher Ratings

Teachers are continually czlled upon to interpret
many aspects of pupil behavior, one of which is the degree
of mental health of individual pupils. Numerous studies
have been conducted in an effort to appraise the extent
to which teacher judcments are accurate. The earliest
noteworthy attempt to determine how well teachers were
able to judze pupil mental health was a study by Wickmzan

(59) in 1928 in which he nad teachers and psychological
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workers r=nk a list of behavior problems in the order of
their seriousness. iie found that there was no sirnificant
correlation between the judcoments of teachers and thocse
of mental hygienists. The teachers were especially weak
in interpretinz withdrawn behavior as having serious im-
plications for mental health. However, Wickman indicated
in his study that different directions had been given to
the teachers and thattnis in itself may account for sone
of the discrepancy between the interpretations of the two
CTroups.

Later studies using a modified wickman scale have
yielded quite different results, either reflecting updn
the accuracy of Wickmen's oricinal study or exemplifying
an improved discriminatory ability of teachers in observ-
ing pupil behavior. 4 study reported in 1936 by £llis
and IMiller (15) revezled a correlation of .49 between
teachers' and mental health specialists' judzments of
behaviors indicating emotional disturbance. In 1940
Mitchell (38) found a correlation of .70 between teachers'
and mentzl health specizlists' judements of pupil behavior
identified as indicative of erotional disturbance. Fur-
ther evidence of a greater decree of congruity between
teachers' and mental hygienists' ratings of pupils than
indicated by the early Wickman study is revealed in a
study by Stouffer in 1852 (53).

Bower had the teachers in his study rate pupils on
physicel and behavior factors. The ratinz scale which

he used can be found in Appendix III., Tables 1 and 2
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TAZLE 1., --Comperison of the behavior characteristics of
the emotionally disturbed and normal children
as reported by their teachers

Item EZmotionally Normel
Disturbed

1. Is this child overly ag-
gressive or defisnt?

Seldom or never 23 ol
Not very often 16 20
wuite often 35 12
Most of the time 26 4

2. Is this child overly
withdrawn or timid?

Seldom or never 49 55
Not very often 26 26
Quite often 14 13
vost of tne time 11 6

3, Is this child a control
problem in his presernt group?

Seldom or mnever 14 57
Not very often 16 25
«uite often 32 14
Most of the time 33 4

4, Is this ckild an instr-
uctional probtlem in his
present group?

Seldom or never 11 4
Not very often 10 27
guite often 27 15
liost of the time 52 S

5. Where would you rate
this cild's adjustment
with resrect to your present

group?
Best 2 29
Averaze 11 20

Foorest 87 21
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TAELE l.--Continued

Item Emotionally Normal
Disturbed

6. Would you rate this child
among the two most maladjust-
ed children in your class?

Yes 75 5
No 25 95

7. Would you rate thris child
emon~ the two best adjusted
children in your class?

Yes
No

O
NOR
O
O

summarize the results which he rerorted on each item of
the teacher rating scale. Eower indicated that the only
physiczl status item which was significant was the one
having to do with physical abnormalities. The emotional-
ly disturbed crildren had sicnificantly more physicel ab-
normalities than the normel children. He reported no
tests of sicnificance on the items having to co with be-
hevior status. Using his data this author computed cni
square tests of significence on the items having to do
with behavior status. Each item sigcnificantly differ-
entisted between the emotionally disturbed and normal

children at the .05 level of ccnfidence or beyond.
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TABLE 2.--Comparison of the physicel characteristics of
tie emotionally disturbed and normal children
as reported by their teachers

Item Emotionally Normal
Disturbed
1. Height
Very short 4 ©
Short 15 18
Average 45 49
Tall 23 22
Very tall 6 5
2. Weight
Greatly under 3 3
Under 4 14
Averaze 59 69
Cver 11 12
Greatly over 3 2
3. Sight
Normal 85 93
Some difficulty 12 ©
Marked difficulty 3 1

4, Hdearing

Normwal 93 S6

Some difficulty 7 3

Marked difficulty 0 1l
5. Speech

Normal 87 93

Some difficulty 10 ©

arked difficulty 3 1
6. Fhysical ebrormality

Yes 11 4

No 89 96
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Méthod of Dériving,a Total Score

Bower devised a method of computing a total score
for each pupil based upon the pupil's scores on those
variables which he found to differentiate between the
emotionally disturbed and the normal children. The
following description of his scoring system points out
his use of different weights for the different variables.
His text (8) does not déscribe the method for weighting
each of the variables. The author of the present study
wrote to him asking how he derived the weights for the
variables in his study. He replied that the magnitude
of the weights was based upon the size of the critical
ratios.

Group IQ test-weight 5

Calculate mean score for class. Children who
are 12 points or more below the mean receive
one point; children who are more than 23
points below the mean receive two points.
Multiply points by weight to get total sub-
score. For example: a child with a group IQ
score of 85 in a class with a mean of 100 re-
ceives 1 point multiplied by 5 for a score of

Achievement test scores

1. Reading grade placement score-weight 5
Calculate mean grade placement for boys and
mean grade placement for girls. Boys who are
1.5 years or more below the mean receive a
score of 1; boys who are 2.5 years or more below
the mean receive a score of 2. Girls who are
1.5 years or more below the mean score of the
girls receive a score of 2; girls who are 2.5
years or more below the mean receive a score of
3+ Multiply all scores by the weight, 5.
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2. Arithmetic grade placement-weizht 5

Calculate mean zrade placement for boys and for
girls. Boys who are 1 yesr or more telow the mean
receive a score of 1; those 2 years or more below
the mean receive a score of 2. Girls who are 1
year or more bzlow the mean for zirls recsive a
score of 1; those 2 yesrs or more below the mesn
receive a score of 2. All scores are multiplied
by the weight, 5.

Thinking About Yourself-weiczht 8

Boys: Cbtain a difference as descrited on paze 22
(of this dissertation) between boys' response to

"Are you like him or her?" and "Do you wsnt to be
like him or her?" for items 5,6,12,14,2,22,27,28,

34,3%36,39,40, and 41. Sguare eacn alfference and

total. scores for totals are as follows:

Total Score
117-78 4
77=52 5
5l1-26 2
5 and below 2

Girls: Cbtain differences as described on page 22
(of this dissertation) for items 4,6,1%,29,39, and
47. Saquare each difference end totzl. ©Scores for
totals are as follows:

Total Score
54-36 4
35-24 . 3
2%-12 2

3 and less 2

Add one point to score for each of the following
items where the answer to "Are you like her?" is
scored "Most of the time": 3%,10,21,22,29,3%4, and
57+ lMultiply totzl score by weljnt 8.

"A Class Flzy"-weight 10

Boys: To derive eacn child's score, divide the
number of times chosen for nscative roles by the
total times chosen and multiply times 100.

Fercent ocore
100-90 6
89-80 5
79-70 4

If a boy is chosen a totzal of less than three
times, score 3.
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The zuthor's instructions for the scorinz cof the
"4 Class tlay" for tae girls were identical to
those for tae boys, i.e., the nezative roles were
to be divided by thz total roles snd multiplied by
1C0.

Fercent Score
100-85 6
84.-70 5
69-50 4

If a =irl is chosen a totzl of less thzn three
times, score 3. lultiply total score by weiznt,
10,

Absence: No calculation necessary, but chronic
absenteeism should be investirated.

Katinz by teachesr-weiznt, 10

Item a) If rated 4, score
If rated 3, score
Item b) If rated 4, score
If rated %, score
Item c¢) If rated 4, score
If rated 3, score
Item d) If rated 4, score
Item e) If rated 3, score
Item f) If rated 1, score
Item g) No score (8, p&2-7

[
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SUMMARY

Previous research has revealed that each of the
following variables is related to adjustment:

1. Age-grade relationship.

2. Rate of absence.

3. Socioeconomic status.

4., Reading and arithmetic achievement.

5. Intelligence.

6. Perception of self.

7. Perception of self by peers.

8. Teacher ratings.

Bower (8) obtained data on each of these variables
and found that emotionally disturbed and normal children
are significantly different on variables 4, 5,7 and 8.

4. Reading and arithmetic achievement.

Reading and arithmetic achievement were signifi-
cantly lower for the emotionally disturbed than for the
normal pupils. The arithmetic achievement of the emotion-
ally disturbed was significantly lower than their reading
achievement.

5. Intelligence.

The emotionally disturbed pupils scored signifi-
cantly lower on group intelligence tests than did the
normal pupils. However, when the emotionally disturbed
pupils received individual intelligence tests they scored
significantly higher on the individual test than they had

on the group test.
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7. Peer perception

The emotionally disturbed children were chosen
more often for negative roles on a modified socio-
metric technique and less often for positive roles
than were the normal children.

8. Teacher rating.

Bower found that only one item on the teacher
rating of physical status differentiated significantly
between the emotionally disturbed and normal pupils,
viz., the presence of a physical abnormality. Bower
did not report significance levels for the behavior
status ifems on the teacher rating scale. As a part
of the present study, chi square tests of significance
were computed on the behavior status items. Each item

was significant at the .05 level or above.
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Limitotions of Bower's 3tudy

The Criterion Measure

The emotionelly disturbed crildren studied by Bower
et al in their researca were identified by mentsl healtn
specialists whom the authors refer to as "clinicians",
The previous account of the instructions given to the

n

"cliniciens" dermonstrastes the general nature of these

instructions. The "cliniciens" were instructed to dif-
ferentiate the "situationally or sociologically mal-

adjusted" child from the one with "psychological or emo-
tional difficulties". It was suggested that Jahoda's
(26) definition of mental health be used by the "clinic-
ians" in identifying the child with "psycholozical or
emotional difficulties". DBower stetes tihat the major
emphasis was placed upon the cliniczal and professional
judzment of the "cliniciens" to select those chilcdren
winom they thourht were emotionally disturbed.

Tre author is vague as to who these "clinicisns"
were. He refers to them cs "psyciolcgists, guildance
counselors ani others". It may be that the psycho-
logists and guidence counsclors differed considerebly
anony themselves in the amount end kind of training
witich they hed obtained and Bower does not identify the
"others", Trere m2y be a good dezl of disavreement

amonZz clinicians with essentislly ecuivelent training

lsee pages 9-10.
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as to the dizznostic decisions wkich are made. One
would expect even more disarrecment arons a grouv of
professionals with as varied a background as the "clin-
icians". It is very likely that a variety of theoret-
icz2l frameworks were utilized in decidin~ which children
were emotionzally disturbed (even thouzh Jahoda's theory
was su~gested) and the suthor did very little to improve
the relisbility of decision makine., There was no attempt
to improve inter- and intras-rater reliability. <Such
conditions me2k= it irpossible to describe the character-
istics of the rroup so that a similar group might be
selected for replicetion. What distinguishes this group’
is thet it comprises children whom psycholoaists, guid-
ance counselors, and others have identified as emotion-
ally disturbed.

In defense of this approecrh, those children who re-
ceive treatment or speciel assistence with their adjust-
ment problems are those identified by school "clinicions"
as ermotionzlly disturbed, so that the sample in Bower's
study may be thouzht of as typical of tnose identified
in the school as emotionally disturbed and for whom
psychotherzreutic meesures are prescribed.

The complexity of the problem of desizneting spec-
ific criteria to be used in identifying emoticnzlly
disturbed ckildren wes confronted by a ccmmittee ap-
pointed to develop such criteria for prcgrams for the

emotionally disturbed in the State of Michigan (37).
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The committee comrrrised a clinicel psycholozist and a
psychiatrist employed in a children's psychiatric hos-
pital, school psychologists, and school specizl educa-
tion personnel. After considereble deliberation the
comrittee decided that it was nuch more feasible to
describe the professional personnel qualified to identify
en emotionally disturbed child than to develop a detail-
ed description of the nature of emotional disturbance
in children end how it can be identified. The report
briefly and in broad terms describes the emotionally
disturbed child but goes into greater detz21il describing
personnel essentiel to such an identification.

This in no sense negates the necessity for experi-
mentation desizned to test theories of emotional dis-
turbence end to test out instrumentation based on suca
theories of emotional disturbznce. Cn the contrsry,
such basic resezrch is essentiel. dJdowever, conclusive
validation of one particular theory and set of instru-
ments hz2s not been achieved and those children who are
todzy treated ss emotionally disturbed are those wiio have

been identified by trained professionals.

Need for Cross-validation of Wei~hts

Bower developed a scoring system for the variables
which he used in identifying emotionally disturbed chil-
dren by assizning weights to each variable based upon

the size of the critical ratio.l A4 scoring system based

1See pazes 31-32.
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on an initizl group used for item selection must be
recpplied on a second szmple to investirate the extent
to which the orizinal scoring system capitalizes on
ciiance errors. Anastasi (1) states that, "iny validity
coefficient computed on the same szmple that was used
for item selection purposes will cepitalize on chance
errors witain that particular ssmple and will conseguent-
1y be spuriously high." Cattell (10) cites a study which
demonstrates the point made by Anastasi. In this partic-
ular study an effort was made to determine whether the
Rorschach would assist in selectingz sales manaters for
life insurasnce agencies. The test was adrinistered to
42 zood and 38 poor salesmen and from the results 32
signs were derived which occurred more frequently in one
group than in the other. When these 32 sizns were re-
applied to the original group it was found that 79 of
the 80 seclesmen could be correctly identified as good
or poor. However, wkhen these signs were reapplied to
a new szmple of 21 good and 20 poor salesmen, the vealid-
ity coefficient dropped to .02. It is apperent ttat t:ue
sizns used in this particular study cepitalized on error.

Bower's weights cannot be used as such for they are
very likely inflsted end capitalize upon error. Ie
had a sufficiently large semple that he could have es-
t2blished the initiel weichts on hzlf of the sample
and reserved the other half of the sample for a cross-

vzlidation. There were 206 emotionally disturbed and
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5,281 normal children in his sample.

Assigning Weights on the Basis of the Size of the Crit-

ical Ratio

Bower indicated that Le assizned weicghts to the var-
iables which he used based on the size of the critical
ratios derived in testins the null hyvothesis that there
was no difference between the emotionally disturbed and
normeal ciildren on each of the variebles. This procedure
has the following limitations:

l. Assigning different weights to variables on the

basis of the size of the critical ratios assumres a

difference between tne criticsl ratios. Cne would

need to know the nature of the distribution of dif-
ferences between criticzl ratios in order to assign
weichts to variebles based uron critical ratios which
were significently different.

2. Use of criticz2l ratios for assicning weights does

not capitalize on the effect which combininz varia-

bles mizht have upon the discriminatory adecuacy of
the variables. It is possiblc for a variable to fail
to siznificantly discriminate on the criterion
variable and still make a contribution to prediction
in conbination with other variables. Multiple cor-
relation, for exeomle, avoids tris shortcecming,.

Guilford (21) cites the example where Rjp or R13

is very small and R25 is very laerge and the result
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is that Rl.23 is larger than with either of the
variables separately.
2. Assigning weights to veriables separately also
fails to recognize the effect of hisgh correlation
between two variables. If two variables correlate
to a hizh degree and weichts are acsizned without
regard for this correlation, an undues significance
is assigned to one aspect of the difference between
the control and experimental groups. For example,
if intelli~ence and readinz correlate to a high
decree, assirning weights to each separately places
too much weicht on the variance accounted for by
these variebles in relation to weights assicsned to
variasbles which are releted to the criterion but
heve 2 very low correlation with each other.
4, Treating each variable sevparately in terms of
the size of the criticsl ratio is much less effic-
ient for it ent=ils usin~ each variable which sign-
ificently discriminates between the control and ex-
perimentzl groups. It is possible that each of ten
variables sirnificantly discriminetes tetwsen the
control and experiiental groups but that five of
the varisbles in combination will predict Jjust as
adeguately as the ten end possibly more z2dequsately.
Treatinz the variables sevaretely gives no informa-

tion concernins the best combination of variables.
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weights Assirned to Intelligence and Achievement

The weights ascigned to intelligence and achieve-
ment test scores would appear to predispose the var-
iables selected by Bower to identify a2 number of nmen-
tally handicapped cnildren who were not necessarily
emotionally disturbed. For exarmle:

1. Children 23 points or more below the class

mean on a group intelligence test receive 10 points.

(The author does not state why he used the class

mean instead of operating from the mean I.g. for

the test standerdization sample.)

2. Boys below grade level by 2.5 years or more in

reading receive a score of 10 and girls this far

below their grade level receive a score of 15.

3. Those two years or more below grade level in

aritometic receive a score of 10,

Bower sucgested that children who receive a score
of 100 or higker should be looked at closely because they
may well be emotionally disturbed. Cn the three above
variables a boy can score 30 and a zirl 35. The men-
tally retarded child will receive a larze wei~rht on
number one above and is very likely to receive a large
weisht on two and three., Therefore, he can receive
fairly low scores on tre remeining variébles and be
classified as emotionally disturbed. However, the
gifted or average child will usually have to score
very high on the remaining variables to receive the

same score as the mentelly retarded. The tendency to
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assicn undue weight to intelligence, reading, and arith-

metic, which correlate among themselves, could have Been
reduced by use of multiple correlation as was pointed
out previously.l
In school systems which have homogeneous grouping
for the mentally retarded pupils there would be fewer
retarded childrern identified as emotionally disturbed
on the basis of Bower's weizhts because there are fewer
present in the recular classroom. The above criticism is
esvecially applicable to the school system in which there
is no homogeneous grouping of the mentally retarded. 1In
a school system with homogeneous groupinz of the mentally
retarded one would expect the intellizence and achtieve-
ment test scores of pupils in rezular classes to receive
greater weizht because low scores would be less contam=-

inated with mentally retarded children who were not emo-

tionally disturbed.

"Thinking About Yourself", A Self Concept Measure

The self concept measure developed by Bower contszins
53 items. Cne would exvect st least two of the 53 items
to significantly differentiate between the emotionally
disturbed and normal children purely by chance. Only
six of the itzms were significant in the expected dir-
ection for the boys, or only four more items than
would be expected at the .05 level simply by chance.

The normal girls were significantly different from the

lsee paze 42.
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emotionally disturbed on only two items with an ad-

ditional three items being significantly different in
a direction opposite from that which the theory of the
test would predict. These results are extremely mini-
mel and reflect upon the instrument used, the theoret-
ical framework which asserts that there is a2 relation-
siip between the discrepancy between self concept and
ideal self on the one hand and emotional disturbance

on the other, or upcn the Jjudsments of the "cliniciens"
who identified the emotionally disturbed children.

In a previous discussionl studies were cited which
demonstrate the relationship between self concept, ideal
self discrepancy and edjustment. Such results make un-
tenable the conclusion that Bower's results reflect
upon the theory on which his test was based. Teacher
and peer Jjudzzents tend to azree with the judgments of
the "clinicians" who identified the emotionally disturb-
ed suggesting that the aprarent inadeguacy of "Thinking
About Yourself" was not the result of poor Jjudsments
of pupil adjustment »y the "clinicians". The most plaus-
ible explanation of the minimel results would appear to
be that the items themselves were inadecuate.

Bower's feilure to take into account the following
two important considerations in the development of hkis
self concept measure may have contrituted substantially

to the minimal results which he obtained.

See page 22.
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Socizl Desirability.-McGehee (35) suzcests that the

individual's self concept, as reported on a paper and
pencil inventory, may be inflated through his effortto
maintain his self esteem. The individuzl's defenses may
be such that threatening pictures of self are kept from
awareness., As a result the responses on an inventory
may indicate that the individuz2l views himself apprecia-
tively, when, if more indirect measures of repressed, un-
desirable self pictures were used, a truer and lower self
concept would be revealed.

Horney (24) presents a similar notion when she sugz-
gests that the neurotic, feeling we=2k and inadecuate,
builds up an "idealized image" which serves as a substi-
tute for realistic self-confidence and realistic pride.
When asked to describe himself, tkhe neurotic responds in
terms of the manufactured self picture, built to conform
more nearly to what he perceives as socially desirable.
de is not malingering in presentinz an inflated self pict-
ure but has reprecssed negstive feelings about self which
exist. Horney states that the decree to which the individ-
ual is disturbed is reflected in the dezree of discrevancy
between the idealized imace (which he has built up to
bolster self esteem) and the real self concept.

The foregzoing hypothesis, if correct, means that at
least two types of individuals would evidence a small

discrepency between the ideal and self concept,
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viz., those who are relatively satisfied with them-

selves and those who inflste their self picture to
make it more desireble to themselves z2nd others. To
differentiate between these two types of individuzls,
TcGehee (35) poses the need for measures wihich are
indirect and which tap subconscious feelinzs and es a
result obtain a truer picture of tke individual's self
concent.

There are essentially four approaches which have
been used in en attewpt to control the effect of social
desirebility:

l. The develorment of inventories in wihich the items

are primarily of the subtle or neutral type, thus

not as likely to caucse the subject to engeze in
defensive sorting of his responses. This ap-
proach was used by Hanley (22) with some success in

a study of the MVII. One of the major limitations

of tais technique is that it is very difficult to

find items which are subtle or neutral and which
discririnate on a criterion mezsure such as zdjust-
rent. It is especi=lly difficult to find self-
referent items which are neutrzl for 2ll subjects.

2. Use of a scale such as the K or 3D, developed

by Meehl and Hathaway (36), for use with the IT7FI,

which was a collection of items purported to ident-
ify those with psychologic=2l patholo~y who respond
like the norm=21 subjects on other items.

3. The pairing of statements which are essentizally
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equivalent on a sczle of soci=2l desirability and
forcingz tne subject to select the alternestive
Which best describes kim. This was tke approaca
used by Zdwards in the Fersonal FPreference Schedule
(14).
4, The use of a projective format. Getzels and
Walsh (17) found that this approach reduced the
effect of socizl desirebility. This approzch heas
the eodventezes of involvinz less cumbersome tech-
niques in item selection and analysis and of having
been used with chkildren.

In studying a group of ctildren ranging in age
from eight to trirteen, Getzels and Walsh used a
sentence completion test which they had cast in the
followinz format:

when they asked Frank to be in charze

When they asked me to be in charge

The discrepancy between the projected response and
the personal response constitutes the "index of
differentiation", waich the authors define as "A
mezsure of the magnitude of the discrepancy between
tte personal hypothesis and the expressed reaction
ees". The assumption is that the responses to the
projective sentence completion more nearly ap-
vroximate the individual's true feelings while the
first person responsz is screened by the way in

wnich the individauel needs to see himself and present
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himself to otaers.

Getzels and Walsh reported that the index of
differentiation increzsed as a function of ace
(they interpreted this as a function of sociszl-
ization), the index of differentiation is =zrester
for girls than for boys of the same =2ge, the index
is greater for only children, ana it is greater
for the middle and upper socioeconomic levels than
for the lower socioeconoric levels. Zach of these
results was 1in tue direction predicted by tne auttors
besed upon prior information concerninz the social-
ization process aand the need to concezl feelin:s
as they rel=te to age, sex, being an only child,
and socioeconomic level.

In liznt of tlhe 2bove discussion, one would
qusstion the extent to wricn the minimal results
obtained by EBower on his "Thinkinz About Yourself"
inventory are related to tihe greater need of tne
exotionally distuzbed chkildren to evoid revesling
how threy reclly sce themcelves resulting in en
inflstion of their repcrted self concept. If this
were tru=, the discrepancy between the self con-

cept end tze idezl self would be decreased.

Content of 3elf Concept lMeasured.-Rozers' definition of tue

self concert countsins a wide variety of vercections of

"egelf and self-in-relztionship".l BSwith (51) points out

1See paze 20.
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the limitations in usins a globzl concert of the self
without further refinemsnt. e suzgests that the self
concept contains "an aggregate of factors ratker than a
single evesluative dimension". He factor-analyzed 70
bipolar adjectives descrirtive of personzlity and iso-
lated five factors which he celled; self-esteem, anxiety-
tension, indererndence, estranzement, and body-imaze.
Smith states that,
The results help explain the findings of investi-
gators wno have noted poor correspondence between
different tests of the self concert and low cor-
relation between the self concept and externzal
criteria of adjustment. (51,pl91)
The reason for poor correlation among tests and between
tests and external criteria, accordinz to Smith, is the
unwitting confounding of severcl self concept variables.
Some aspects of self concept may be more closely
related to emotionel cdisturbance in children than other
aspects. Certain aspects of self concept may also be
rore readily affected by sociel desirsbility than others.
In the direct response, self-revort inventory those as-
pects of self concept more sensitive to social desira-
bility would be less likely to discriminate between the
emotionally disturbed =2nd the normel children beczuse
the self concept would be artificieally inflated, thus
reducing the discrepency between the self concept and
idesl self. The notion that certein aspects of self
concept sre more suscegtible to the influence of social
desirsbility then others is supported by wylie (€0) who

reports that subjects are more willing to reveal informa-
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tion "ebout their attitudes, opinions, tastes, arnd
interests then about their personality or body character-
istics."

Bower, in his research monocraph, makes no attempt
to identify the different asvects of the content of self
concept messured by his self concept inventory. dis fail-
ure to attend to those astects of self concept most likely
to discriminate between the emotionally disturbed znd
normal children and those aspects least likely to be sffect-
ed by sociel desirsbility may further account for the min-

imal results which he obtsined.

A Class Flay.-In assizning a weizght to scores on the socio-

metric technique, "4 Class Fl=y", Bower included two nega-
tive roles which produced results in an opposite direction
from thst upon which the construction of the instrument

end the scoring system were based. The effect of this pro-
cedure was to make the totsl score less effective in dis-
criminating between the emotionally disturbed and the norm-
al children. The two negzative items wkich failed to dis-
criminate between the normal end emotionally disturbed
children in the desired direction are as follows:

"Someone who could vlsy the part of a person who
doesn't ever sa2y anything."

"This person knows all the enswers and usually
works alone."

These items were apparently chosen to identify the ckild
who was emotionally cisturbed but guiet, withdrawn and

over-conforminz rather than acting-out. These roles
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were probably often associated with children who had
learned how to best zet alons in the classroom 2nd to
please tre teacher. This may have been especially true

of the girls in the szmple.

Summery

The methodology used in the present study is
designed to avoid the following limitations in Bower's
study wkich were cited in the precedinz discussion:

l. The fzilure to cross-validate weichats.

2. Assisning weights to variables based on the

sizes of trhe criticel ratics computed in testing

the significance of the difference between the
emotionally disturbed and normz2l cnildren.

2. Includinz items on a self-concept scale in the

derivation of wei~kts wnen the number of such items

which were siznificant was only slightly greater
than what would be expected by ch=ence.

4, The inclusion of two roles on a modified socio=-

metric technicgue which actuelly yielded results in

a Zirection oprosite from that predicted by the

heoretical constructs of the technigue.



Methodolooy

The Sample

The files in the Esycholo~icz2l Services Depart-
ment of tne Lansinzt Fublic Schools were carefully ex-
amined and 2ll puvils were identified who were describ-
ed as having emotional problems. From this group those
children were selected whom the school psycholozists had
deemed sufficiently disturbed to require treatment by
thae community child gfuid=nce clinic. The child guidence
clinic also supplied a list of names of fourth, fifth,
and sixth grade pupils whose names did not appear on the
list obtained from examination of the Psycholozical
Services Department files but who were in treatment at
the clinic. Seven children whose names did not appear
on the Psychological Services list were identified by
the clinic as currently under treatment.

A total group of 21 emotionally disturbed children
was ildentified through the above described survey. The
total enrollment in grades four; five, end six in thke
Lansing Fublic Schools wzs approximately 5000, hence Jjust
under 2% of the enrollment in these tihree grades was
identified as sufficiently emotionally disturbed to call
for individual treatment by the child guidence clinic.
Excluded from consideration were three to four percent of
the school population who had been tlzaced in special ed-
ucation programs for the mentally handicapped. Addition

of this group would increase the percent of the school

52
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population considered to be emoticnally disturbed if
the contention of dutt and Gibby (25) is correct that
the percent of emotionally disturbed among the mentslly
retarded is grester thsn 2zmonz children wno are of average
intelligence or above. Also excluded from this group were
25 pupils who were so disturbed as to reguire placement in
a special, secregated rrogrem for emotionzlly disturbed
children. Those sufficiently emotionally disturbed to be
recommended for individusl trestment would therefore ccm-
prise 2 minimum of from two to three percent of thke school
population in grades four, five, and six in the Lancsing
Fublic Schocols.

The psycholozicel services offered in the Lansing
Fublic Schools are considerably more adequete in terms of
staff-pupil ratio then would be found in meany school
systems. A4t the time of the identificstion of the sub-
jects of this study, the staff consisted of the ecuiva-
lent of seven full-time psycholozists for a school pop-
ulation of 25,000 pupils. However,the 5,000 hizh school
purils received a very smell proportion of the psycho-
lozgists' time so tkat the ratio more nesrly approximated
seven psycholozists for & school porulation of 20,000,
Because of the nature of the psycholozical services avail-
able, the number of c:ildren referred for individu=zl
psycaolozical study would exceed that of many school
districts. Also, the fact that teachers in the system

were accustomed to having and usinz such services
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(individual testing hed been done in the school district
since the late 1920's) resulted in their being more alert
to watching for pupil beravior which was symptomatic of
disturbance, indiczting the need for referral to psycho-
logical services. These factors sucszest that the erotion-
2lly disturbed pupils identified for the purposes of this
study more nearly approximate the total number of such
children present in the school system than would be the
case 1n many school systems.

A study of each of the ©1 emotionally disturbed
children and toeir classmates would have involved 70 class-
rooms, 35 schools, =nd 1300 pupils. The school administra-
tion was reluctant to involve principals, teachers, and
pupils this extensively and such an undertaking would
neve been prohibitive in terms of time and money for the
purposes of this study. Consequently, a randcm sample of
the emotionally disturbed pupils was selected for studye.
Selectinz every fourth emotionelly disturbed pupil yielded
a sample of 22. The classes in wrich these pupils were
enrolled were selected for study. <Since scme of the
clessrooms selected for study contained pupils in the
orizinal szmple of 91 emotionelly disturbed who were not
a part of the rendom sample, these pupils were added to
the initizl sample of 22 emotionally disturbed, making a
total of 33 emotionally disturbed pupils in 22 classrooms.
The normsl children in these classes nuxtered €12.

The original data were collected in lMsy z2nd June
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of 1959 and three years and four months later (Cctober
1862) the €12 pupils orizinally classified as normal
were reviewed throurh a survey of the Fsychological
Services files to deterrine how many of this group were
in the interim identified as emotionally disturbed. The
survey indicated that between 1959 and 1962 11 pupils
were identified by the school psycrolozists as severely
enouzh disturbed emotionally to reguire treatment from

the child guidance clinic.
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Instrurentation

In the present study, data were collected only on
those variables which Bower had found to siznificantly
differentiate the emotionally disturbed from the normal
children. The one exception to this procedure was the
introduction of a self concept scale which contained
modificetions of the approach which Bower ucsed in develop-
in~> his self concept inventory. The variebles on which
information was collected end the instruments used in
this study are es follows:

l. Intellirence: California Test of Mental lMaturity-
Short Form (11)

2. Reading and srithmetic acrievement: California
Achievement Test (12)

3. Fhysical znd adjustment status of pupils: a
teacher rating scale (Appendix III)

4, Feer rating: "A Clzss Fley" (4ppendix II)

5. Self concep "Projective Self Concept Scale"

t:
(Appendix IV)

Intellizence

Group intellizence tests were administered to each
fourth end sixth grade pupil in the Lansing Fublic Schools
and the results of these tests were uced for the purposes
of this study. ©Since tre fifth graders were not admin-
istered an intelligence test in 1959, the scores which
they hed obtsined in the fourth grade were used. With
the exception of a few pupils new to the system, the
scores recorded for the pupils in the study were based

on the California Test of lfental Maturity-Short Form.
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For those pupils who had moved into the school system
recently and had not been sdmwrinistered intelligsence
tests, the most current test results in threir records

were used.

achievement

1

Adezading end arithmetic zchievement tests were ad-
ministered in the Lansing Ifublic Scnools in zrzdes four
and six. Achievement test scorss for the fourth and
fifth rreders are beased upon the fourth grade achieve-
ment tests while tane scores for the sixth graders in the
study were based upon achievem:nt tests adwministered in
crade six. With the exception of pupils new to the system
who had not been involved in the system-wide testing
program, the achievement test scores used in the present
study are from the Czliforni=z Achievement Test. For
those tupils new to the system, the most recent acnievement

test scores reported in their cumulative folders were used.

Teacher ratincs

Fhysicezl Status

The teachers were asked to rate eacih pupil in compar-
ison to his or her zire pesers on hei-ht, weight, sizht,
hearing, speech, and as to whether sny marked physical ab-
normzlity was present. The teacher rating scale is a
part of the "Adjustrent Index Summary" and czn be found
in Appendix III, The items havinz to do with physical

status are as follows:
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a) Hei~ht--1) very stort 2) snort 3) averaze
4) ta2l1l 5) very tall

b) Weight--1) greatly underwei "ut 2) underweizlLt
3) averecwe 4) overwei~wht 5) crestly
overweicnt

c) Sizht-(with or without glasses)-1)appesars
normal 2) some difficulty 3) marked
difficulty

d) dearing--1) aprears normsl 2) scme dif-
ficulty 3) mzrked difficulty

e) Speech--1) appears normal 2) soms dif-
ficulty 3) marked difficulty

f) Does this child h=ve any marked physicsl
abnormality Yes No

If yes, pleasc explain:

The atove items were analyzed individually, using
the data collected in the present study and only those
items were retained which siznificantly differentiated
between the erotionally disturbed a2nd normzl pupils. The
sicnificance of the difference between teacher ratings
for the emotion2lly disturbed end normzl children on each

item was tested by the Chi Square method.

Eehevior Stotus

The teackers were askeda to rate eacn rupil in com-
perison with the other children cis aze in terms of
wiiether he was acceressive or defiznt, witndrawn or timid,
a control problem in the classroom, an instructional prob-
lem in the clsssroom and his generecl adjustment status in
comparison witz otiher pupils in the class. The teacher
rating scale is a part of the "idjustment Index Summary"

developed by Bower and can be found in aprendix III. The
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items havinz to do with adjustment status are ss follows:
a) Is this ckild overly aczressive or defizant?

1) seldom or never 2) not very often 3) quite
often 4) most of the time

b) Is this child overly withdrawn or timid?
1) seldom or never 2) not very often 3) gquite
often 4) most of the time

c) Is this child a control problem in his present
group?
1) seldom or never 2) not very often 3) cuite
often 4) most of the time

d) Is this child an instructional problem in his
present group?
1) seldom or never 2) not very often 3) guite
often 4) most of the time

e) where would you rate this child's adjustment
with respect to your present group?
1) amonz the best zdjusted 2) among the averave
3) among tne poorest

f) Would you rate tris c¢-ild amongz the two most
meladjusted children in your class?
1) Yes 2) Yo
g) Would you rate tris child among the two best
adjusted children in your class?
1) Yes 2) No
The above items were esnalyzed individually, using the
data collected in the present study and only those items
were retained wnich siznificantly differentiated between
the emotionally disturbed and normel purils. The signif-
icance of the difference between teachier ratings for the

exotionelly disturbed and normzl children on each item weas

tested by the Chi Square technigue.

feer Ratings

Cf 211 the data which Bower collected he found the

nodified sociometric technique (A Class Ilay), whkich
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he developed, to be the instrument which most effective-
ly discrimincted between the emotionz2lly disturbed and
norm2l children. "A Class Flay" consists of twelve
briefly described roles, six of wnich are rnecztive and
six of which are positive.1 The instructions to purils
and the response blank on which the roles are described
cen be found in Appendix II. "A Class Ilaey" was used in
the present study. dowcver, roles eicht and twelve were
eliminsted because Bower found that they did not signif-
icantly differentiate between the emotionally disturbed
and normsl children. The modified class pleay is in Ap-
pendix VII.

Bower derived a purils' total score by dividing the
number of times selected for negative roles by the total
selections and multiplying the quotient by 100. This
method of scoring was used in the present study.

Self Concept

In the previous discussion of the limitations of
Bower's study, it was pointed out that two major limita-
tions of his self concept measure, "Thinking About Your-
self" were that no attenpt was made to tske into account
the social desirability effect nor the different aspects
of the self concept which were being measured by the in-
strument.

For tie purposes of the present study a self con-

cept measure wes developed in which an effort was made

1See page 26
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to minimize the effects of socisl desirability ani to
identify the content of self concept measured. The self
concept inventory develored for use in the present study
is the Frojective Self Concept 3cz=le (Appendix IV) con-
sistinz of fifty items cast in e projective formst.
Rationale and Frocedures in Item Selection

Theory recardinz the naturzs of self conceptl sug-
gests that it includes all of the ideas that an individual
misht hold with respect to himself. In an effort to con-
struct items which would measure broadly repressntative
and important aspects of self concept the following steps:
were taken:

l. Murray (41) and his associates intensively studied

thirteen subjects over a period of seversl months and

accumulated a wealth of data from which they abstract-

ed a conceptual scheme of a "theory of directionsl

forces". These "directional forces" or needs are con-

sidered by llurrsy to be the most si-nificant aspects

of personality to be considered in the understanding

of human socizl behavior.

lMost of the needs to be described are social re-

action systems waich lead a subject (1) to raise

his status; (2) to conserve and defend the status

he has attained; (3) to form affiliations and to

co-operate with allied objects (or institutions),

as well as to praise, direct 2nd deferd them; or

(4) to reject, resist, renounce or attack disliked
hostile objects. (41,p.150)

1See pace 20,
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Ldwards selected fifteen of Murrsy's need cate-
gories as the basis for his selection of items
for his Personal Ireference Scredule. These are
tne need catezories which served as a basis for
item selection for tne FProjective Self Concept
Scale (P3CS). A list of the need categories and
a definition of each cen be found in Appendix V.

At least one item was selected to each of thre
need categories with the exception of hetero-
sexuality. Assignment to a catezory was based upon
the judcment of the individual selectinz the iters
that the given item measured the type of behavior
outlined in the description of the category. The

number of iters selected for each catevory eppears

in table 3.
3.==The number of PSCS items selected for each need

category

Number of

Need Category Items
Achievement e o 6 o o o o o o o s s o o 2
Deference e o o o o o o o s e s o o o 2
Order e o o o o o o o o o o o o o 1
Exhibition e o o 6 o o o o @ o o o o o 3
Autonomy e © o o o o o o o o o o o o 6
Affiliation e o @ o o o o o o o o o o oo 6
Intraception e © o o 8 66 o o o o o o o o 5
Succorance e e o o o o o o o o o o o o 3
Dominance e e 6 e o o o © o o o o o o 6
Abasement e o o o o o o o o o o o o o 8
Nurtureance e o 6 o 6 o o o o o o o o o 1
Cha.nge e o o 6 o @ o o o o o o o o 1
“ndurance e o6 o o6 o o o o o o o o o o 4
l{eterosexuality e © o o o o o o o o o o o o 0
Agzression e o o o o o o o o o o o o o 2
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2. The items selected to measure the fourteen neced
categories of Edwards' Iersonal freference Schedule
were derived from the self concept instruments de-
veloped by Lipsitt (31) and Rogers (48). Lipsitt
developed twenty-two items, consisting of self-
descriptive adjectives, for use with fourth, fifth,
and sixtn graders. HZHe found the responses on this
instrument to correlate significently with the
Children's Mznifest Anxiety Scale. Eleven of these
iters were selected and revised for use in the
present study. The remaining thirty-nine items in
the I'3C3 were revisions of items used in Rogers'
g=-sort,.

It was pointed out in the previous discussion of

the limitations of Bower's "Thinking About Yourself"

self
ment
tion

make

concept inventoryl that direct self concept measure-
can be criticized becezuse it is subject to distor-
due to the tendency of subjects to unconsciously

an effort to maintain the "idealized self image"

and thus present a spuriously hizh self concept. Several

approaches to this problem were previously discusseda.

The approach used in the present study is the projective

item

format, developed ty Getzels and Walsh (17). The

projective character of the items is revealed in the

;See pacze 45,

See pages 46-48,
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following discussion of the inventory formet.

Format

1. The F3CS was desizned to be simple, readable, and to
require a reasonable administretion time. A pilot study
of two fourth, fifth and sixth grzade classrooms indicated
that, with the excertion of the very poor readers, all
items were read and understood. The fifty items were
corpleted by all class members in 35 minutes. The poor
readers needed ascistaznce from tie teacher in completing
the inventory.

2. The items are worded in the present tense for the pro-
jected self concept and in the future tense for the pro-
jected idezl sclf., The children perceived the distinction
readily.

3. Separate tests with identical items were used for boys
end ¢irls with the exception of the change in tne personal
pronoun.

4, The projective quality of the scale and the item format
is stown in the following excerpt from the directions and
sample items of the FECa.

"This is an easy test because it is a test of imagin-
ation. I want each of the boys to think of a make-believe
boy and each of tre girls to think of a make-believe girl.
Are you thinking of one? (pause) The guestions in your
test booklet ask about your make-believe boy or girl.

They ask what he or she is like and waat he or she

wents to be like. iTow look at the first example on the
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front of your question booklet and read slong with me:
Jde (or She) is kind

A) Always

B) Most of the time

C) Some of the time

D) Never
If you think thet he (or she) is always kind, put a
circle around the word, Always. If you think that he
(or she) is kind most of the time, put a circle around

Most of the time. If you think he (or she) is kind some

of the time, put a circle around Some of the time. If you

think trat he (or she) is never kxind, put a circle around
he work, lhever.

The next question acks sbout the way he or sne wants
to be.
Le (or She) wants to be kind

A) Always

B) Most of the time

C) Some of the time

D) Never

If you think that he (or she) wants to be kind
always, circle the word Alw=ys. If you think that he
(or she) wants to be kind most of the time, circle Most
of the time. If you think that he (or she) wants to be

kind some of the time, circle Some of thae time. If you

think that he (or she) never wants to be kind, circle

the word Never." The teacher is then instructed to
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repeat the above-described procedures with two additional
example items. The complete teacher directions and F3CS3

can be found in Appendix IV.

Scoring
Lach item was scored in the following two ways:

1, Self, Ideal Self Discrepancy. Using as an ex-

ample the item cited previously, "ide is kind",
numerical velues of 1 to 4 were assigned to the
four response categories, "Always" being assizned a
value of 1, "Most of the time" a value of 2, "Some
of tae time" 3, and "lever" 4., Cn the second part
of the item, ".le wants to be kind", each response
caterory is assigned the same value as in tne first
part of the item so that a response on the second
part of, "Always" was assigned a numericel velue of
1 and the response, "Jever", was assigned a numericzl
value of 4, A pupil's score on an item is the dis-
crepancy between his response to the portion of the
item phrased, "de is ...." and the portion of the
item phrased, "le wents to be....". For example,
if a pupil responded, "XNever", (4) to the first
portion of the item and "Alweys", (1), to the second
portion of the item the discrepancy score for this
perticular item would be 3, which 1s tre maximum
discrevancy score for any item.

This scoring system is predicated upon the

findinzs reported by Rocers and Dymond (4€) based
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upon the results of the self-referent Q-sort items
developed by Butler and Haigh (9). Rogers and
Dymond reported a relationship between se1f~concept-
ideal self discrepancy and emotional adjustment.
2. ©Self Concept Level. In reviewing Worschel's
Self-Activity Inventory, Wylie (60) states that,
When other variables are related to SAI scores,
the findings involving the two-part SAI indices
are either insignificant or they are essentially
the same as those involving the Self scores....
In the studies where the Self score and the
(Self-Ideal) score give essentially similar cor-
relations with other variables, the trends in-
volving the (Self-Ideal) score are often weaker
than those involving the Self scores. (60,p.76)
The superiority of self concept scores over self con-
cept-ideal self discrepancy scores was demonstrated in a
recent study of elementary school children. In studying a
group of fourth, fifth and sixth graders, Lippsitt (31)
obtained test-retest reliabilities ranging from .73 to
.91 on the self concept scores and reliabilities of .51 to
.72 on the discrepancy scores. He found significant cor-
relations between the self concept scores and scores on
the Children's Manifest Anxiety Scale (CMAS) for both boys
and girls in grades four, five, and six. All but one of
the six correlations were significant at the .01 level.
The correlations between discrepancy scores and the CMAS
were significant for the fourth grade boys and the sixth

grade girls at the .05 level and for the fourth and fifth
grade girls at the .01 level. The
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correlations between discrepancy scores and the CMAS
were not significant for the fifth and sixth grade boys.
Twenty-seven of the items on the PSCS contain ad-
jectives which are negatively self-referent. An example
of such an item is, "He fails". Other items on the PSCS
contain adjectives which are positively self-referent.
An example of a positive item is, "He is popular.®™ 1In
order to obtain a measure of the self concept level for
each item, it was necessary to make a prior determination
a8 to whether an item was positively or negatively self-
referent. Itmams were identified as either positive or
negative based upon the judgment of this writer as to
whether the children would regard the item as a desirable
or undesirable self-description. Appendix VI groups the
twenty-~-seven positive and twenty-three negative items.
On the positive items the response "a) always" was assigned
a value of 4, "b) most of the time" a value of 3, "c¢) some
of the time" é value of 2, and "d) never" a value of 1.
The negative items were treated inversely so that the
response "a) always" was assigned a value of 1 and "d)

never" was assigned a value of 4.
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Summar
The instruments utilized and the numerical data
derived from each are as follows:

l. Intelligence

With the excevtion of a few pupils new to the
Lansing Fublic Schools, the intelligence test scores
recorded for each pupil are derived from the
Califeornia Test of lentsl Maturity-Short Form (11).
Lancsuaze, non-languaze, and full scale I.q. scores
were recorded for 575 normel and 32 erotionzlly dis-
turbed children.
2. Actievement

with the excention of a few pupils new to the
Lansing rublic Schools the zrade placement scores
recorded for each pupil ere derived from the Czlif-
ornia Achievement Test (12). Readinz end arithretic
grade placement scores were recorded for 578 norm=l
ctiildren and 32 emotionally disturbed.
3. Teacher rating

The teachers rated each puril on six iters
having to do with physical stztus and seven items
having to do with behavior status. A punil's score
on the teacher rating scsle is the sum of the ratings
on those items wrich significantly differentiasted
between the emotionally disturbed and normal crildren.
4, Feer status

A modified sociometric technicue developed by
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Bower (Appendix VII) wss used to measure each
pupril's status with his peers. This instrument
consists of twelve roles for which pupils are
selected by their clascmates. Bower found ten of
the twelve roles to significantly differentiate
between the emotionally disturbed and normal
ckildren and thrhese ten roles were utilized in the
present study. Six of these roles are positive
(benhzvior associated with the normal children) and
four are negative (behavior associated with the
emotionally disturbed children). Roles 2,4,6, and
9 are negative.
5. Self ccncert

The Frojective Self Concept Scale consisting
of fifty self-descriptive items was develored as
a substitute for the self concept measure (Thinking
About Yourcself) with which Bower had very limited
success. The items on the FSC3 were selected to
rerresent Murray's need catezories (40) as adapted
for use in the Zdwards Fersonal freference Sczedule,
The items were written in a rrojective format. A
discrepancy scecre and a self concept score was

derived for each item.



Analysis of Data

The purposes of the analysis of the data are to:

1. Compare Bower's method of weighting the inde-

pendent variables with the use of multiple regress-

ion in deriving weights.

2. To determine the effects of certain modifications

in the instruments upon the prediction of the criter-

ion variable by the independent variables.
In order to achieve these purposes, step one of the anal-
ysis entailed applying Bower's weights to the current
study.1 Steps two and three of the analysis involved‘
step-wise multiple regression analysis to derive a total
weighted score for each pupil on each independent wvariable.
Essential to steps two and three of the analysis was the
derivation of a single raw score for each of the six var-
iables.

Deriving a Single Score for Each Variable

A single score was readily obtainable for intelli-
gence, achievement, and peer status. Full scale I.Q.
scores on the Califorﬁia Test of Mental Maturity, ahd
grade placement scores on the reading and arithmetic sec-
tions of the California Achievement Test were the scores
used for each pupil on intelligence and achivement. The

peer status score for each pupil was derived by the

following formula which was used by Bower in his
1

See pages 31-33
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research:

- negative roles
Score = T gotal roles < 190

Some unigue problems were confronted in deriving a

single score for the teacher rating and self concept

variables.

Teacher Rating

The resronse catezories for tae items on the teaciaer
rating scale vary from two to four.t This poses a prob-
lem in summing item ratings to obtain a tetzal score for
a ruril on the teacher rating scale. In an attempt to
avoid assigning different weizlhits to tne respective items
simply because of the differing number of responcse cate-
gories, the following modifications were ma2de in the
number values assigned to tne response categories in

each item:

lsee pazes 57-58.,
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TABLE 4,--Numerical values assigned to item response
catecories on the teacher rating
of physical status

HNumerical Value Assicned to

Item Response Catezory?

1. Eeight 1 (3) 2 (2x4) 3 (1%5)
2. Weizht 1 (3) 2 (2x4) 3 (1%5)
2. Sight 1 2 3

4, Hearing 1 2 3

5. Speech 1 2 3

6. Marked Abnormality 1 (no) 3 (yes)

@Yhen the number assigned to an item response category
combines original item respconse numbers or differs from
the originel item response numbers, the original numbers
follow immediately in parentheses.
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TACLE S5.--Numerical values assizned to item response
catezories on tne teacher rating
of behavior status

Numerical Value Assigned to

Item Response Catecory?

l. Acgressive 1 (1&2) 3 (3%4)

2. Timid 1 (1%2) 3 (354)

3. Control Problem 1 (1&2) 3 (3&4)

4, Instructional Froblem 1 (1%2) 3 (3&4)

5. Adjustrent 1 (best) 2 (avg.)3 (poorest)
6. Cne of two most maladjusted 1 (no) 3 (yes)

7. One of two best adjusted 1 (yes) 3 (no)

8When the number assigned to an item response catesory
combines original item response numbers or differs from
the original item response numbers, the original numbers
follow immediately in parenthesese.
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The numbers assigned to the item response cate-
gories in tables 4 and 5 are based upon a theoretical
rationale concerning those responses most likely to
accompany emotional disturbance. The rationale behind
assigning the chosen weights to various response cate-
gories is obvious in most cases. A question can be
raised concerning the assigning of values to the items
having to do with height and weight under physical status.
The response "average" on both of these items was assigned
a value of 1, "under" and "overweight" a value of 2, and
"greatly" under or oﬁgrweight a value of 3. The premise
is that being different from agemates in physique can be
contributory to emotional disturbance. On the other hand,
one might hypothesize that emotionally disturbed children
are more likely to have had limited success in school and
consequent failure leading to the hypothesis that they
will be older and larger. Theoretical rationale and
previous research does not clearly support either of these
two alternative ways of treating these data, therefore,
the data were inspected. The inspection of the data in-
dicated that the emotionally disturbed tended to deviate
in both directions from the average in weight and height
and did not tend to be larger.

The numbers assigned to the item response categories
in tables 4 and 5 are such that a score of one on an item
indicates the least likelihood of emotional disturbance

while a score of three indicates the greatest likelihood
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of exotional disturbance.

Analysis of Items

Fhysical Status.- zach iter on the physical status

section of the teacher rating scale was analyzed to
determine whether it discrimineted significantly between
the emotionally disturbed and normzl children. Only
those items which were found to discriminate between
these two groups of children were included in computing

a pupil's total score on the teacher rating scale. The
chi square test of significance, a nonparemetric statistic,
was used for this purpose. Wnen chi sguare was used with
one degree of freedom Yates correction for continuity,

es described by Guilford (21), was used for those con-
tingency tables in which the expected frequency in any
cell was less than ten. The effect of using Yates cor-
rection for continuity is to reduce by .S the deviation
between the expected and observed freguency in any given
cell,

Following are the continzency tables and the chi
squares for each of the items on the teacher rating scale.
In each of the tables the expected frecuencies follow
the observed frequencies and are in parentieses. The
emotionally disturbed children in the following chi
squares comprise only those who were identified in 1959
( @ = 33) and do not include thne additional 11 identi-
fied in 1952. The size of the N's varies from item to

iten because of the failure of teachers to fill in
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certain of the items on the rating scale. In the anal-
ysis of combined varizblesl those emctionally disturbed
children identified in 1959 and those identified in 19€2
were all included in the emotiocnally disturbed criterion

group, mekinz a total sample of 44 emotionally disturbed,

a)heizht---1)very short 2)short 3)averesge 4) tall 5)very
tall

In the followinz contingency table the above response

2

categories were assigned nurerical values® as follows:

3)=I, 2) & 4) = II, and 1) & 5) = III,
TABLE 6.--A comparison of the height of norral and emotion-

ally disturbed children as rated by
their teachers

I 11 IIT
Short & Very Short
Average Tall Very Tall ©GSum of rows
Emotionally
Disturbed __ 11 (16.4) 16 (12.3) 5 (3.2) 22
Normal 325 (319.6) 236 (239.,7) 61 (62.8) 622
Total 336 252 66 654

2
Tl = 4,04 with 2 degrees of freedom.?

ot significant at the .05 level.

lsee page 93.

2See page 73, tsble 4.
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b) Weight---1)greatly underweight 2) underweisht 3)
average 4)overweight 5)gzreatly overweizht

In the following continzency table the above response

categories were assigned numerical values as follows:

3) = I, 2)&4) = II, 1)&5) = III.

TABLE 7.--A comparison of thz weignt of normal and emotion-
ally disturbed children as rated by

their teachers

I II III

Greatly Underweight
Underweight Greatly Cverweight

Average Overweight Sum of rows
zmotionally
Disturbed __18 (24) 12 (6.4) 1 (.5) 31
Normal 476 (470) 119 (124.6) 12 (12.4) 607
Total 404 131 13 638

~X? = 6.72 with 2 degrees of freedom.?

85ignificant at the .05 level.
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¢) Sight---(with or without classes)-1) appears normal
2) sore difficulty 3) marked difficulty

In the following contingency table the numbers of the
columns correspond with the numrbers in the response
categories in item c¢) above.

TABLE 8.,--A comparison of the sisht of normal and emotion-

ally disturbed children as rated by
their teachers

I 11 III
Appears Some Marked
Normel Difficulty ©Difficulty Sum of rows
Emotionally
Disturbed 23 (29.12) 7 (1.63) 1 (.25) 31
Normal Se4 (557.88) 26 (31.36) 4 (4.75) 594
Total 587 23 ) 622

2
X - 22.%4 with 2 degrees of freedom.?

83ignificant at the .01 level.
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d)dearinz--1) appears normal 2) some difficulty 3)
marked difficulty

In the following contingency table the numbers
of the columns correspond with the numbers in the
response catezories in item d) above.

TABLE 9.--A comparison of the hearing of normal and

emotionally disturbed children
as reted by their teachers

I II IIT
Appears Some Marked
Normal Difficulty Difficulty Sum of rows
Emotionally
Disturbed 321 (31.30) 1 (.54) 0 (.25) 32
Kormal 601 (600.79) 10 (10.46) 5 (4.75) 616
Total 632 11 5 648

.X? = .48 with 2 degrees of freedom.2

8ot significant at the .05 level
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e)Speech---1) appezrs normal 2) some difficulty 3%)
marked difficulty

In the following contingency table the numbers of
the columns correspond with the numbers in the response
categories in item e) above.

TABLE 10.--A comparison of the speech of normal and

emotionally disturbed children
as rated by their teachers

I 1T I1I
Appears Some Marked
Normeal Difficulty Difficulty Sum of rows
smotionally
Disturbed 23 (30.28) 3 (1.08) 1 (.54) 32
Normal 501 (588.62) 19 (20.92) 10 (10.45) 620
Total ©19 22 11 652

2
X" = 4,20 with 2 dezrees of freedom.2

8ot significant at the .05 level.
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f)Does this child have any marked physical abnormal-
ity Yes No.

In the followinz continzency table "Yes" is column

IIT and "No" is column I.

TABLE 1l.--A comparison of the incidence of physical
abnormality in normzl and emotionzlly
disturbed children as rated by
their teachers

I IIT
No Yes Sum of rows
tmotionally
Disturbed 29 (30.66) 2 (o34) 29
Normal 610 (608.34) 5 (6.66) 615
Total 639 7 646

2
X" - 8.74 with 1 decree of freedom.®

3ot sigznificant at tre .05 level.
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Behavior Status.-Followinz are the contingency tables

and the-chi sguares for each of the items havinz to do
with behavior on which the tezchers rated each pupil.
In each of the tables the expected frecuencies follow
the observed freguencies ard ere in parentheses.
a)Is this child overly aceressive or defiant?
1) seldom or never 2) not very often %) quite often
4) most of the time
In the followinz contingency table the above res-
ponse categories were assigned numerical values1 as
follows: 1)&2) = I, and 3)&4) = III.
TABLE 12.--A comparison of the incidence of eggressive
or defiant behavior in normal and emo-

tionally disturbed children as rated
by their teachers

T ITIT
Seldom or Never @uite often Sum
Not Very Often Most of the Time of rows
Emotionally
Disturbed 17 (26.3) 15 (5.7) 32
Normal 507 (497.7) 98 (107.3 605
Total 524 113 637

2
D G 4,868 with 1 decree of freedom.2

@3ignificant at the .05 level.

1
See page 74, Table 5.
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b) Is this child overly withdrawn or timid?
1) seldom or never 2) not very often 3)quite often
4) most of the time
In the following continzency tsble the gbove res-
ponse categories were assigned numerical vzlues as
follows: 1)%2) = I and 3)%4) = III.
TABLE 13.--A comvarison of thne incidence of withdrawn
or timid behavior in normal and emotion-

ally disturbed children as rated by
their teachers

I I1I
Seldom or Never uite Cften Sum
Not Very Cften Fost of the Time of rows
Emotionally
Disturbed 25 (27.2) 8 (5.8) 33
Normel 494 (491.8) 103 (105.2) 597
Total 519 111 630

2
X° - 1.06 with 1 degree of freedom.2

8ot significant at the .05 level.
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¢) Is this child a control problem in his present
group?
1) seldom or never 2) not very often 3) quite often
4) most of the time

In the following contingency tsble the above res-
ponse categories were assizned numerical values as
follows: 1)&2) = I and 3)&4) = III.

TABLE 14.--A comrarison of the extent to which normal
eand emotionally disturbed czildren are

rated to be control problems by
their teachers

I IIT
Seldom or Never uite Cften Sum
Not Very Cften Most of the Time of rows
Zmotionally
Disturbed 20 (26.8) 12 (5.2) 32
Normal 511 (504.2) 90 (96.8) 601
Total 531 102 633

2
XE . 2.796 with 1 degree of freedom.2

8Yot significant at the .05 level.
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d) Is this child an instructional problem in his present

group?
1§ seldom or never 2) not very often 3) quite often
4) most of the time

In the following continzency table the above res-
ponse categories were assigned numericsal vslues as
follows: 1)%2) = I and 3)&4) = III.

TABLE 15.--A comparison of the extent to which normal
and emotionzlly disturbed children are

rated to be instructional problems
by their teachers

T III
Seldom or Never uite Often Sum
Not Very Often Fost of the Time of Rows
Emotionally
Disturbed 10 (21.8) 21 (9.2) 31
Normal 45% (441.2) 174 (185.8) 627
Total 463 195 658

2
X = 5,68 with 1 degree of freedom.2

83ignificant at the .02 level.
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e) where would you rate this child's adjustment with
respect to your present zrouc?
1) arong tre best adjusted 2) among the averace
3) among the poorest
In the following continzency table the numbers of
the columns correspond to the numbers in the response
categories in item e) above.
TABLE 16.,--A comparison of the adjustment of normal and

emotionally disturbed children as rated
by their teachers

I 1T IIT
Among the Among the Among the Sum
Best Adjusted Averacge Foorest of Rows
rmotionally
Disturbed 0 (9.2) 9 (17.0) 24 (6.8) 3%
Normal 176 (166.8) 3.8 (310.0) 106 (103.2) 600
Total 176 327 130 633

~X2 = 59,56 with 2 degrees of freedom.2

®Significant st the .005 level.
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f) Would you rate this child smong the two most mal-
adjusted children in your class?

1)Yes 2) No
In the followinz contingency table the sbove res-
ronse catezories were assigned numerical values as
follows: 1) = I end 2) = III.
TABLE 17.--A comparison of the extent to which normsal
and emotionally disturbed children are
ratad by their teachers as being one

of the two mest maladjusted
cnildren in class

I III
Yes No Sum of Rows
Emotionally
Disturbed 18 (2.5) 12 (27.5) 30
Normsl 24 (49,5) 562 (546.5) 596
Total S74 52 626

-X? = 27.53 with 1 degree of freedom.2

8significant at the .005 level.
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g) Would you rate this child amongz the two best asjusted
children in your class?

1) Yes 2)do
In the following contingency table the above res-
ponse categories were assigned numericsl values as follows:

1) = I sand 2) = III.

)

TABLE 18.--A comparison of the extent to which normal
and emotionally disturbed children are
rated by their teachers as being
one of the two best adjusted
children in class

I IIT
Yes No Sum of Rows
Emotionally
Disturbed 1 (2.29) 29 (29.72) 20
Normal 44 (42,72) 517 (518.28) 543
Total S4 519 573

2
X = 83 with 1 degree of freedom.2

a
Not significant at the .05 level,
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Summary

Each item on the thysical and behavior status
sections of the teacher ratinz scele was anzlyzed by
use of the chi sgquare test of significance to deter-
mine wnether it differentiated between the normal and
emotionzlly disturbed children. The physical zsnd be-
havior characteristics rated on the items which signif-
icently discriminated are as follows:

l. Weight- The emotionally disturbed children were

more freguently over or underweizht than were the

normal children.

2. Sizht- The emotionally disturbed children were

more freouently rated as having visual defects

than were the normal children.

3. Cverly aggressive or defiant- The emotionally

disturbed children were more frequently rated as

being azgressive or defiant than were the normal

children.

4, Adjustment- The emotionally disturbed were more

frequently rated as being poorly adjusted than

were the normal children.

5. Instructional problems- The emotionally dis-

turbed children were more freauently rated as being

instructional problems then were the normal children.

6. Cne of two most maladjusted- The emotionally

disturbed were more frecuently rated as being one

of the two most maladjusted children in the class.
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A puvil's score on the tescher rating scszle is the
sum of thre adjusted scoresl which he received on the six

items which measure the characteristics listed above.

Frojective 35elf Concert Scale

Each item on the P3CS was scored in two ways, viz.,
self concept level and self concept, ideal self discrep-
ancy.2 Two chil squares were computed on each item, one
to deterrine whether there was a significant difference
between the self concept levels of the emotionally dis-
turbed and normal children and the otker to determine
wnether there was a significant difference between the
self concept, ideal self discrepancies of the emotionally

disturbed and normal children.

Self, Ideal Self Discrepancy

Chi squares computed on the items scored in this
manner indicated that only one item siznificantly dif-
ferentieted between the smotionally disturbed and normal
children at the .10 level of confidence. Yates correction
for continuity was used wken any cell in the contingency
table had an expected frecquency of less than ten.
Self Concept Level

Chi squares computed on items sccred in this manner

showed that one item sisnificantly differentiated between

the emotionally disturbed and normal children at the .01

lSee page 73.
See paces 66-68,
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level of confidence, five items were significant at the
05 level snd five items were sigrificznt at the .10
level. Yates correction for continuity was used when any
cell had an expected frecuency of less than ten. The
significant items and the confiience levels appear in

table 190

TAELE 19.--Significent FSC3 items

Item Chi Sguere Confidence Level
She is important 13.74 .01
She is clumsy 9.39 .05
She is afraid of wnat others

think of her 10.22 .05
She is alone 7 .84 .05
She asks for help 772 .05
She acts grown up 9.38 .05
She is told whst to do 7637 .10
She is lazy ©.94 «10
She tells others what worries her 6.70 .10
She zets mad at herself 6.56 .10
She is a leader 6.33 «10

Six of the significant items were those which, for the
rurposes of this study, had been identified as reflect-
ing negative or undesirable personal attributes and
five of the items were those identified as reflecting

positive or desirable personal attributes. On each item
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the direction of the difference between the emotionally
disturbed and normal children was &s predicted by the
rationale for the r3C3. Thet is, the emotionally dis-
turbed children seaw themselves as more negative on the
negative items and less positive on the positive items.
The eleven significant self concept level items listed
above were summed to obtazin a totesl score on the ESCS for
each puwil.

The results of the analysis of the PSCS are consis-
tent with the previous discussion of the superiority of
self concept measures over self, ideal self discrepancy

measures in predicting eprropriate criterion variables.l

Analysis of Combined Variables

The purpose of the analysis of the data collected
in this study was to determine whether multiple regres-
sion analysis was superior to Bower's method of assigning
weights to the combined independent variables and to de-
termine the effect of certain modifications in the instru-
mentation upon prediction of the criterion variable.

The point biserial correlation technique was select-
ed for use in the present study. The use of the biserial
correlation necessitates making the assumption that the
dichotomous variable is, in fact, continuous and is

normally distributed. It would be rather difficult to

1See page 67.
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demonstrate that emotionsal disturbance and mental
health exist on & continuum and are normally distributed.
In fact, good arguments could be made for the contention
that emotional disturbance is not distributed linearly
but that there are tycves or classes of disturbed and
healthy individusls whose behaviors and their causes are
qualitatively different. ZILven if one were to present
convincing arzuments to support the linear distribution
of emotional disturbszsnce and mental health, it might be
successfully argued that this distribution is not normel
but skewed in the direction of mental health, there being
disprorortionately more individuszls fallinz on the emo-
tionally disturbed end of the continuum.

The point biserial correlation is a more conservative
estimate of the relationship between a continuous and a
dichotomous varizble than is the biserial correlation.

If the dichotomous variable were actually linearly and
normally distributed, the point biserial correlation
would be en underestimate of the relationship between the
rredictors =nd the criterion variables.

The following steps were teken in analyzing the
data in this study:

Step I

Bower's weizhts were used to derive a score for
each pupil on physical status, behavior status, intelli-
cence, modified sociometric technigue, arithmetic achieve-

rent, and readine achievement.l The dats utilized were

1See pages 31-33,
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identical to those to which Bower had assigned weights in
his study, with one exception. His self-concept measure
was not included beczuse the results which he obtained
were very meczgre.

A total score wss derived for each pupil comprising
tne sum of the weilghted scores for each of the eabove-named
variables. A point biserial coefficient of correlation
was computed to determine the relstionstip between the
total weicghted scores of the pupils on tne one hand and
emotional disturbance and normality on the otrer. The
coefficient of correlation was .27. ZFisher's test was
used to test the null hypothesis that the population cor-
relation was zero. The obtained correlation was signifi-
cant at the .0l level and thus does not represent a popu-
lation correlation of zero.

Step II

Cne half of the sample of emotionally disturbed

(3

(¥ = 306) was randorly selected for anslysis. The data

22) and one helf of the sample of normal children

on the physicsl status, behavior status, intelligence,
modified sociometric techrnique, arithmetic achievement
and reasding achisvement were used for eanalysis. Through
use of step-wise recression analysis, a multiple point
biseriel correlation of .40 was derived. The results of
the step-wice multiple regression analysis reported in
table 20 indicste the following:

1. Teacher rating of pupil behavior status enters
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first, has a relatively hich beta coefficient and

en F level which indicates thzt this variable ac-

counts for much more variance than it contributes to
the error term.

2., Arititmetic grade wvlacement enters second, has a

relatively hich beta weight end has sn F level

which indicates thet it zsccounts for more of the

veriznce thsn it contributes to the error term and

thus the standerd error decreases with the addition
of this varicble.

3. Intelligence has a considerably lower beta then

the otner two variszbles but the F level indicates

that this variatle accounts for more of the variance
than i1t contributes to the error term and thus the
standard error continues to decrease with the ad-
dition of this wvariable.

4, xith the addition of each of the remaining var-

iables, more error is added than the varizsnce which

is accounted for, thus maximum prediction is achiev-

ed with the three veriables whicn entered first, i.e.,

teacher ratinz of behavior status, arithmetic grade

placement, and intelligence.

The B coefficients derived in the multiple regres-
sion analysis for variables one, two and three reported
in table 20 were used to derive weighted scores on the
remeiningy half of the sample of emotionally disturbed

(N = 22) and normal children (4 = 306). A point bi-
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serizl coefficient of correleticn was computed to deter-
mine the extent to which the three weighted variables
(teacher ratinc of pupil behavior status, arittmetic
grade placement, and intelligence) were predictive of
emotional disturbance and norm=2lity. The point biserial
correlation was .21, significantly different from =zero
a2t the .01 level of confidence.
Step III

One half of the sample of emotionally disturbed

(W
(w

inderendent variables found to be the best predictors

22) and one half of the sample of normal children

305) was randomly selected for analysis. The three

of the criterion variable in step two above were included
in this analysis plus a total score for esch pupil on

the eleven iters on the PSCS which were found to siznif-
icantly differentiate between the emotionally disturbed
and norm=l children.l In this analysis only those items
on the teacher rating of puril behavior which were found
to sipnificantly differentiats between the emoticnszlly
disturbed and normal children were used to derive a

2 The results

total score for each pupil on this wvariable.

of this step-wise multiple re~ression analysis are re-

ported in table 21. These can be interpreted as follows:
1. Teacher ratinz of pupil benavior status enters

first, is the variable which accounts for most of

1See page 92.
CSee paze 90,
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the varience and has a reletively hich beta coef-

ficient.

2. Intellicence enters second with a negative rela-

tionship to the criterion variable (the emotionally

disturbed received lower scores), its contribution
to the error variance is smaller than the true var-
iance for which it accounts end it has the next
hirhest beta coefficient.

2. The remzining two variebles contribute more to

error varience than they account for true variance,

as is appvarzsnt from the F level and the increase

in the stancard error term, so that neither of these

two independent variables adds to the prediction of

the criterion variable.

The B weizhts derived in the nmultiple step-wise
regression for variables one and two in table 21 were
used to predict scores for the remraining half of the
semple which had been randomly divided in step three
above. A point biserisl correlation was computed to
determine the relationship between the weigzhted scores on
the tezcher ratinz of behavior status and intelligence on
the one hand and emotional disturbance and normality on
the other. This enalysis yielded a point biserial cor-
relation of .32 which was tested by use of Fisher's test
and found to be significantly different from zero at the
.01l level of confidence.

The combined weichted scores on the teacher rating
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scale and intelligence were ranked and inspected. A
weigzhted score of .1000 was selected as best minimizing
the normal and maximizing the emotionally disturbed chil-
dren receiving a higher score. ©Selecting .1000 as a cut-
off, the followincs observations were made:
l. 56 of the 279 normel children (20.07%) obtained a
score higher than .1000.
2. 15 of the 22 emotionzlly disturbed children (68%)
obtained a score hirher thzn .1000.
3. 22% of all children receivineg scores over .1000
were emotionally disturbed. If all children with a
score above .,1000 hsd been referred for psycrological
testinz, one of every five referred would have been
considered sufficiently emotionally disturbed to
warrant referrsl to a clinic for individual psycho-

therapy.

Conclusions

The snalysis of the data is summarized in table 22,
The following conclusions seem justified on the basis of
the results of the statisticel analyses:

l. The weignts derived by Eower, Teshnovian and

Larson can be applied to teacher ratings of a pupil's

physical and behavior stetus, arithmetic and read-

inz achievement test scores, intellizence test scores,

and scores on "A Class rlay" to predict whether a

student is emotionally disturbed. The correlation
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TABLZ 22.--Summary of analysis of data

Step Foint biseri=l r Multiple r F level

Step I .27* (variables 1-6)

Bower's weights

Step II .21* (variables 1,2,3 o 40

1. Teacher rating

of behavior status 39.353
2. Arithmetic 13.379
3. Intellicence 2.504
4, Class Flay 864
5. Teacher rating

of pkysicz2l status « 389
6. Reading . 007
Step III .32* (variables 1,2) 41

1. Teacher rating

of behavior status 46,731
2. Intellizence 9.913
3, Arittmetic «355
4, ESCS « 286

‘significantly different from zero at the .01l level
of confidence
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between such weights and emotionzl disturbance is
significant but so low (.27, accountingz for only
seven percent of the varisnce) ané the time involved
in collecting data on the six variables so extensive
as to render their use questionable in identifying
erotionally disturbed ciildren in the elementary
school.
2. A step-wise rmultiple res-ression analysis of
teacher ratings of puvrils' physicel and behavior
status, reading and aritiometic test scores, intel-
lizencs test scores and scores on "A Class Ilay" as
predictors of emctionz2l disturbsnce, revealed that
teacner ratinzs of beheavior status, sritimetic test
scores, and intelligence test scores are the best
predictors of emotional disturbence. Weizhted
sccres on these three best predictors correlated
.21 with the criterion varieble. This is a sisnif-
icant but low level correlztion (accounting for only
four percent of the variance) and tne time involved
in collectinz data on the six variables 1is so ex-
tensive as to render their use questionable in identi-
fying emotionally disturbed children in the element-
ary school.
3. A step-wise regression anzlysis of teacher ratings
of selected items on the teacher ratinz of behavior
status, erithmetic test scores, intellizence test

scores on selected items on the Frojective Self
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Concept Scale revesaled thzt teacher retin~-s znd in-
tellicence were thne best predictors of emotional
disturbance. Wweizhted scores on these two variables
correlated .32 with the criterion variable, This is
a sionificent but low level correlation (accounting
for only ten percent of the varisnce). However, in
view of the ease with which data can be collected

on these two varisbles and the fact that they are
predictive, their use is desirable in identifying
emotionally disturbed children in the elementary

school.



Limitations of the Study

The Criterion Measure

The Judements of school psycholozists were used as
the criterion for emotional disturbance. These Jjudgments
undoubtedly varied from psychologist to psychologist.
The students identified as emotionally disturbed in the
present study were those whom the psychologists identi-
fied, in the course of their daily function in the schools,
as being sufficiently emotionally disturbed to reguire
treatment by the community child guidance clinic. If
one were to attempt to replicate the present study, one
would never be sure that the criterion group in the repli-
cation matched the criterion group in the present study.
However, there are several reasons which would appear to
make the prccedure in this study defensible.

1., The ultimate criterion in elmost 211 standardized,

replicable measurements of emotionzl disturbance is

clinicel Jjudgment. The validity of an instrument

for measuring emotional disturbance is typically

dependent, in the identification of items, in identi-

fyinc factors relevant to mental hezlth end in estab-

lishinz the wvalidity of the completed instrument,

upon the Jjudsments of clinicians.

The major deficiency in the criterion measure
105
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in the present study is not that the judegments of
psychologists were used but that the criteria which
they used were not explicitly stated. ZEZconomy and
practical considerations in a public school system
rendered it impossible to initiate an individual
diarnostic survey of the current student body in
graces four, five and six to identify those who were
emotionally disturbed. It was necessary to select
2 number of those emotionally disturbed children who
had already been identified by psycholozists in the
daily course of their diagnostic testing.
2. The purpose of the current research was to study
techniques for identifying children whom psycholo-
gists would identify as emotionally disturbed in the
tyriceal school settingz. Those children identified
as emotionally disturbed in the present study are
those who would likely be identified as emotionally
disturbed by a school psychologist in a typical
school setting and referrsd to and accepted for
treatrent by a community child guidance clinic.

Circularity of the Criterion Measure
and the Teacher Rating Scale

Cne of the instruments used to identify the emotion-
ally disturbed children was a teacher ratineg scale. Use
of teacher ratings introduces a certain amount of circul-
arity into the results. Teechers referred most of the

children who were identified as emotionally disturbed by
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the criterion measure and then were called upon to rate
thhe same children on behavioral characteristics thoughkt
to be related to emotional disturbance. The teacher
rating scale may have been effective not only because
teachers were especially adept at identifying the emo-
tionally disturbed but because the children initislly
referred to the school psychologists were the types of
children who tend to be identified by teachers as emo-
tionally disturbed. The effect which this micht have
upon the discriminatory adequacy of the teacter rating
scale tends to be reduced, however, by the following con-
siderstions:

l. Some of the emotionally disturbed crildren were

identified by the local child zuidance clinic as a

result of direct referrals from parents.

2. A number of the emoticnally cdisturbed children

no longer had tre teacher who had initially referred

them to the psycholozical services department.

3., Many pupils identified by the teachers as having

erotional problems were not considered ty the psycho-

lorists to be sufficiently emoticnally disturbed to

warrant referral for treatment so they apvezar in the

normal rather than tae emotionally disturbed groupe.

4, Zome of the emotionally disturbed children in

the present study had been referred to psychologi-

cal services because of reasons other than the fact

that the teacher suspected emotional disturbance and
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the school psycholosist recognized the presence

of emotional disturbsnce.

Failure to Cross-validate wWeights
Selected items from the Frojective Self Concept

Scale and the teacher rating scale were used in tune final
analysis. These items were selected because they signif-
icantly differentiated between the emotionally disturbed
and normzl children in the present study. These signifi-
cant items were then included as independent variables in
the final multiple regression analysis (Step III) con-
ducted on the same sample which was used in identifying
the significant items on the rrojective Self Concept Scale
and the teacher ratinz scale. This criticism is partic-
ularly applicable to tne teacher rating scale inasmuch as
it was retzined for prediction of the scores used in the
point biserisl correlation with the criterion wvariable in
Step III.1 The semple of emotionally disturbed ckildren
was not larce enouzh to be divided into three groups to
allow for identifying the significant items, determining
weights through multirle rezression and cross-velidating

these weights on separate samples.

Frojective Self Concept Scale

Ttem Selection

The final fifty items used in the present study were

selected from an initial pool of 112 items on an a priori

lSee pages 98-101.
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basis to represent LEdward's need categories.l It would
have been desirable to retain all of the 112 items in the
study and select those for the final anzlysis which were
tne most reliable and vzlid.

Resronse Set

No effort was made to study item format as it related
to response set. For examyle, the extent to which res-
ponse set resulted in a subject choosinz the same response
on both parts of an item stem is not known. To the extent
that such a response set was operative, to that extent the
discrepzancy between self concert and ideal self on items

was decreased and contributed to the nezligible results.

The Criterion Groups

There were undoubtedly a number o¢f emotionally dis-
turbed children in the normal group who had not been
identified. During a three year period (1959-1962) eleven
children initielly included in the normal group were iden-
tified as emotionally disturbed. There were undoubtedly
others in the normal group in 1952 who were emotionally
disturbed but who had not yet been identified. To the ex-
tent that emotionally disturbed children were included in
the normal group in the final asnalysis end fo the extent
that they scored like the emotionally disturbed on the
measuring instruments, they caused the instruments to

appear to be less discriminative than they actually were.

lSee page ©2,
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Although individually testing each cnild in the total
scmple to more accurately determine the number of emo-
tionally disturbed would have been desirable, it weas
impossible because of the demands it would have made in

terms of time and money.

Multiple Regression With a Small Sample

The sample of emotionally disturbed children (N=22)
used in the present study is extremely small for use in
multiple prediction. Since computing a multiple correla-
tion through the least squares soluticn capitalizes upon
any chance errors which favor hizh multiple correlation,
the chance of sampling error producing a spuriously high
correlation are much greater with a small sample (21).
The limitations of the small sarple are largely negated,
however, by applyinz the recression weichts in a new
sample and cross-vslidating the weirhts derived in the

multiple regression analysis.



Implications for Further Research

l. There were children in the present study wno were in-
cluded in the normal criterion group wnose weizhted scores
on the independent variables were more like those of the
emotionally disturbed. Individual analysis of these child-
ren would provide evidence as to whether they were actual-
ly emotionally disturbed but had not been identified by
the school or guidance clinic psychologists.

2. Some of tre emotionally disturbed children obtained
weizhted scores on the independent variables which were
more like those of the normal children than they were like
the rest of the emotionally disturbed children. Further
individual study of these czildren might reveal the reason
that the independent variables failed to identify them as
emotionally disturbed. ©Such an analysis mignt suggest the
need for additional types of measuring instruments to
identify certain types cf emotionzlly disturbed ciildren.
3. The evidence in the present study that most of the
measuring instruments used by Bower to identify emotional-
ly disturbed children were of little value, may reflect
upon the methods of identifying the criterion group of
emotionally disturbed children as much as it reflects
directly upon the instruments. It may be that emotional-
ly disturbed children who are accepted as clients at a

cnild guidence clinic are a very heterogeneous group and
111
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that instruments eppropriate for tae identification of
some subgroups within this larcer group are inappro-
priete for other subgroups. ©Such subgroup labels as
"childhood autism", "character disorder", "neurosis",
and "school phobia" have been efforts at identifying
bekhavior syndromes wx2ich distinguish certain exotionzlly
disturbed subgroups from other subgroups. Furtrer efforts
are needed to describe the nature of emotion=1l distur-
bence and to determine wnetrer children referred for
psychotherapy are so heterozenecous as to nezate any at-

terpt at classifying them as a sinzle groupe.
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THEINKING ABCUT YCURSELF
Form A

For Boys

Prepared by Carl A, Larson and Eli M. Bower
California State Department of Education, Sacramento

The questions in this booklet will make you think about
yourself., Because all of you like different things,

each of you will probably answer the questions different-
ly. What you say will help us to find out what boys like
you are thinking and wishing. Do your best to make your
answer to each question tell what you really think and
really wish.,

Neame

Are School District
School

Grade in School Date

HOW TC ANSWER ToE CUESTICNS IN THIS BOOKLET

This is an EXAMFLE of
the questions you will
be asked to answer: Always Freouently Seldom Never

This boy is usually
picked first to play on

a team,
l. Are you like him? 1 2 3 4
2. Do you want to be
like him? 5 6 7 8

In answering the first question, "Are you like him?"-
you can place an X in any one of the four boxes. If you
feel you are like this boy always, place the X in Box 1.
If you feel you eare like this boy freguently, plzce an X
in Box 2. If on the other hand you feel you are like this
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boy seldom, place the X in Box 3. If you feel you are
never picked first to play on a team, place the X in
Box 4,

In answering the second guestion, you have to taink
about what you want to be and put an X in the box which
would be most true for you. If you would like to
someone w20 is picked first always, place the X in Eox 5.
If you would like to be picked first frequently, place
the X in Box 6. If on the other hand you would like to
be this boy seldom, place the X in Box 7. If you don't
care at all and would never like to be chosen first,
place an X in Box 8.

Now try to comrlete the two examples below-

This boy likes to do
daring things. Always Frecuently ©GSeldom Never

l, Are you like him?

2. Do you want to be
like him?

This boy worries about
testse.

l., Are you like him?

2. Do you want to be
like him?

If you still don't understand how to answer the
questions, raise your hand. 4lso, if you need help later
on, raise your hand. Your teacher will give you the help
you need.

Now turn the pace and begin.,
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Always Frecuently Seldom Never

l. This boy hes bad
dreams

Are you like him?

Do you want to te
like him?

2. This boy likes to
tease girls.

Are you like him?

Do you want to be
like him?

2. This boy hates
school.,

Are you like him?

Do you want to be
like him?

4, This boy thinks his
mother doesn't like him.

Are you like him?

Do you want to be
like him?

5. This boy has lots of
spending money.

Are you like him?

Do you want to be
like him?
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Always

Yrequently

Seldom

Never

6. This boy zets in
trouble in school.

Are you like him?

Do you want to be
like him?

7« This boy can go to
the rovies any time
he likes.

Are you like him?

Do you want to be
like him?

8. This boy is haprye.
Are you like him?

2o you went to be
likxe nim?

9., This boy would like
to be a zirl,

Are you like him?

Do you want to be
like him?

10, This boy is afraid
of teachers.

Are you like him?

Do you want to be
like him?
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Alw=2ys Freguently Seldonm Never

11. This boy plays
witn his dad.

Are you like him?

Do you want to be
like him?

12. This boy gets to
class late,

Are you like him?

Do you want to be
like him?

13, This boy would
rather rvlay with girls
than with beys,

Are you like him?

Do you want to be
like him?

14, This boy is asked
by the teacher to be in
charge when the tezacher
leaves the room.

Are you like him?

Do you want to be
like him?

15. This boy tells his
parents when he worries.,

Are you like him?

Do you want to be
like him?




15, This boy wishes he
were grown up rizht
now.

Are you like nim?

Lo you wznt to be
like him?
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Alwavs Frecuently

Seldom

Never

17. This boy likes to
play with youncer
chilaren.

Are you 1like him?

Do you wz=nt to be
like him?

18. Tkis boy gets good
marks in his school
worke

Are you like him?

Do you want to be
like him?

19, This boy cries
easily.

Are you like nhim?

Do you want to bhe
like him?

20, This boy picks on
smaller children.,

Are you like him?

Do you went to be
like him?
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Always Fre-uently

celdom

2l. This boy would cuit
school if he could.

Are you like 1im?

Do you want to be
like him?

22. This boy sets upset.

Are you like him?

Do you want to be
like nim?

2%3. This boy likes to play
by himself.

Are you like him?

Do you want to be
like nim?

24, This boy wants his
teacher to like him,

Are you like him?

Do you want to be
like him?

25. This boy likes to
stay in bed lzte in tte
morning.

Are you like him?

Do you want to be
like him?
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ALlways Frecuzntly

Seldem

llever

26. This boy hates dogs.

Are you like zim?

Do you want to be
like him?

27. This boy plays cawmes
better than other boys
his ace.

Are you like him?

Do you want to be
like him?

28. This boy feels that
teachers treat other
children better than they
do him,

Are you like him?

Do you want to te
like him?

29. This boy would like to
run away from home.

Are you like him?

Do you want to be
like him?

20. This boy gets anzry
easily.

Are you like him?

Do you want to be
like him?
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Always Frecuently Seldom Never

21. This boy =ets invited
to many parties.

Are you like him?

Do you want to be
like him?

322. This boy is the best-
liked boy in his roor.

Are you like him?

Do you want to be
like him?

2%, This boy is msce to
study at home.

Are you lilze him?

Do you want to be
like him?

%4, This boy gets tired
easily.

Are you like him?

Do you want to be
like him?

%35. This boy is a sissy.

Are you like him?

Do you want to be
like him?
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Alwavs Frecuently Seldomrm

Never

%26. This boy is the
leader of tre class.,

Are you like him?

Do you went to be
like him?

37« Tnis boy is afraid
of his father.

ire you like him?

Do you want to be
like him?

28, This boy has trouble
going to sleep.

Are you like him?

Do you want to be
like him?

39. This boy thinks that
nost of the children
like him,

Are you like him?

Do you want to be
like him?

40, This boy can stay
up at niesht as long éas
he wants to.

Are you like him?

Do you want to be
like him?
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Always Frecuently

Seldom

Never

41, This boy likes to
sit and daydre=m.

Are you like him?

Do you want to be
like him?

42, This boy would like
to be famous.

Are you 1like him?

Do you went to be
like nim?

47, This boy thinks his
mother picks on him.

Are you like him?

Do you want to be
like him?

44, This boy is afraid of
the dark.

Are you like him?

Do you want to be
like him?

45, This boy worries
about school.

Are you like him?

Lo you want to be
like him?
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Alwzys Freouently

Seldom

Never

46, This boy feels like
hurting other children.

Are you 1like him?

Do you want to be
like him?

47, T™his boy likes to be
a bad boy in school.

Are you like him?

Do you want to be
like pim?

48, This boy 1likes to
play with older child-
ren.

Are you like him?

Do you want to be
like him?

49, This boy's mother
treats him like a beby.

Are you like him?

Do you want to be
like him?

50. This boy's father
spenks him,

Are you like him?

like him?
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Always Frecuently

Seldem

51l. This boy feels that
his teacker likes him.

Are you like him?

Do you want to be
like him?

52. This boy 1likes to
play witn dolls.

Are you like him?

Do you want to be
like him?

53. This boy wants to be
a stunt flyer.

Are you like him?

Do you want to be
like him?
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A CLASS ILAY

Just imagine your class wes goinz to put on a play
end you are selected to direct it. Below you will see
the kinds of parts tuat will be needed for this play.
As director of the play, you heve the responsibility of
selecting sny boy or ¢i=l in your class for any of the
parts. ©Since many of trhe parts are very szz2ll, you may,
if you wisn, select tre sere boy or =zirl for more then
one nart,

in order to m=ke this pl=zy successful, and a lot of
fun, you will need to choose boys and girls who you think
wculd be most natural for the pert. Make your choices
carefully, and, if you heve any questions about the mezn-

ing ¢f a word or anythinz else, be sure to =2sk your

teacher.
Section I
TIESE ARE TIHE PARTS
tart 1 - The dero--5Soreone who is good in sports 2nd in

school work.

fart 2 - Someone who is often mean and gets into fights
a great deal (Boy or 3irl)

The tHeroine--Someone who ~2ts alon~ well with
other boys and ~irls and with the teacher.

Lag!

W)

H

ct

\N
|

fart 4 - Someone who is always gettinz angry about
little tninzs,
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rart 5 - Someone who could te the hero's frieni--a
kind, helpful boy or girl.,
] i 4 -~

Fart © - someone who could rlay the vact of 8 bully--
picks on boys and <irls smaller or wesker
tasn nimself.

rart 7 - Someone who h2s a 2o0od sense of humor but is
2lwz2ys careful not to disturb the teacher or
the class,

fart 8 - Zomecne who could play the pert of a person
wno doesn't ever say anytainc.

Fart © - Someone who is never mean and alweys friendly.

Fart 10- Someone who could act like the laziest person
in the world--never does anythinz.

Fart 11- A boy or girl you would choose to bes in charce
wnen the teacher left ths roomr.

fart 12- This rerson knows all the answers and usually
works alone.
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ADJUSIMENT INDEX SUMMARY
Grades 4, 5, & ©
Name of Child Birthdate

Age Grade School

Sex Number of Siblings Age of Siblings

A, California Test of Mental Maturity, Short Form.
Elementary Series, Grades 4-8 (Time, 50 minutes.)

Date Administered: 1) Lancuaze Ig

2) Non-Language 13 |
3) Full Igq

B., California Achievement Test:

Date Administered: 1) Reading Grade Ilacement
(35 min)

Date Administered: 2) Arithmetic Grade Flace-
ment (60)

C. The Class Flay (Time, 15
min)
1) Section I

2) Section II

D. Total zbsences in last four-month perios (includes
excused and unexcused)

L. Specific Job Description of Father or Guardien i.e.,
kindergarten teacher, production machinist, architect-
ural draftsman:
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Fhysical status as compared to others in class
(please place the number of the spnropriate word
or phrase on the line to the right.)

2) Zeizht -=1) very snort 2) short 3) averace
4) tall 5) very tall

b) veight --1) greatly under weisht 2) under-
weizht 3) averere 5) overweizht 5) great-
ly overweight

¢) Sizht --(with or without classes) 1) aprears
normal 2) some difficulty 3) merked dif-
ficulty

d) Hearinm--1) eppears normzl 2) some difficul-
ty 3) marked difficulty

e) Speech =--1) appears normal 2) some difficul-
ty 3) marked difficulty

f) Does this child have any marked physical abnormal-
ity Yes No. If yes, please explein:

Katineg by teacher (please place the number of the ap-
propriete word or phrase on the line to the ricght.

a) Is this child overly aggressive or defiant?

1) seldom or never 2) not very often 3) quite
often 4) most of the time

b) Is this child overly withdrawn or timid?

1) seldom or never 2) not very often 3) guite
often 4) most of the time

¢) Is this child a control problem in his present
groug?

1) seldom or never 2) not very often 3) quite
often 4) most of the time

d) Is this child an instructionzl problemr in his
present group?

1) seldcm or never 2) not very often 3) quite
often 4) most of the time
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e) wnere would you rate this child's adjustment
with respect to your present group?

1) amonz the best adjusted 2) among the average
3) among tne poorecst

f) Would you rate this child among the two most
mzaladjusted children in your class?

1) Yes 2) Fo

g) Would you rete this child among the two best
adjusted children in your class?

1) Yes 2) No
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PROJECTIVE SELF CCNCEPT SCALE
TEST INSTKUCTIONS

l, This test is not timed; however, all of the students
should finish it in less than one hour. It is, there-
fore, recommended that papers be collected either
within an hour or before that if everyone hes com-
rleted all items of the test.

2e If you have some students who have difficulty in
reading, you may help them with those items which
they do not understand. If it is necessary for the
teacher to read a great many items to a particular
student, this information should be indicated at the
top of his test beooklet. It is expected that some
students will be unable to complete the form because
they are non-rezsders.

Instructions to the class:

The following instructions are to read to the class
after each student has printed his or ner name, age, and
today's date at the top of the sheet., Be sure that the
boys have the "de" form and the girls, the "She" form of
the test.

Tne following is to be reed aloud to the students:

TII3 IS AN EASY Tad3T BoCAUSE IT IS A TEST CF IMAGINATICK.

I WANT Ei&Cd CF THE BCYS TC TiInK OF A MAKE-BELIAVZ BCY AND
BACZ CF THE GIRLS TO TAINK CF A MAKE-BELIEVE GIRL. . ARE

YCU THINKIKG CF CNE? (pause) THE UEZSTICKS IN YCUR TEST
BCOKLZT ASK ABCUT YCUR MAKE-BZLIEVE BCY CR GIRL., TdHEY

ASK WHAT HE COR SIE IS LIKE AND WHAT IE OR SiE WANTS TO BE
LIXE. NOW LCCK AT THE FIRST EXAMPLE ON THE FRONT CF YCUR
QUZSTICN BOCKLET AND READ ALCNG WwITH MIZ:
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EE (OR SEE) IS KIND

A) ALWAYS

B) MOST CF T:ZE TIME

C) SOME OF TIIE TINE

D) NEVER

IF YCU THINK TEAT HE (OR SiE) IS ATWAYS KIND, PUT

A CIRCLE ARCUKD T4E WCRD, ALWAYS. IF YCU THINK THAT HE
(CR SHE) IS KIiD MOST CF TdE TIME, FUT A CIRCLE ARCUND

MOST CF TiIE TIME, IF YOU THINK HE (OR SHE) IS KIND SQOME

CF TdE TIME, FPUT A CIRCLE ARCUND SCME COF THZE TIME. IF

YOU THINK T3AT HE (OR SHZ) IS NEVER KIND, PUT A CIRCLE
ARCUND THE WORD, NZVER.
THE NEXT QUESTICN ASKS ABCUT THE WAY HE OR S4E
WANTS TO BZ.
HE (CR SHE) WANTS TO BZ KIND
A) ALWAYS
B) MOST OF TH
T4

C) SOME CF
D) NEVER

E TIME
12 TIME

IF YOU THINK THAT HZ (OR S4E) WANTS TO BE KIWD
ALWAYS, CIRCLE THE WORD ALWAYS, IF YCU TAINK TIAT HE
(OR SHIE) WANTS TO BE KIND MCET CF TiIE TIME, CIRCLE MOST

CF TZE TIME. IF YOU THINK THAT EXZ (CR SZE) WANTS TO BE
KIND SCME OF THE TIME, CIRCLE SCME CF THE TIME., IF YCU

THINK THAT EE (OR SHE) NEVER WANTS TC BE KIND, CIRCLE
THE WORD NEVER.

To the teacher:

Repeat the process described above for the remein-
ing examples:

2. He (or she) is well dressed
a) always
b) most of the time
c) some of the time
d) never
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He (or she) wants to be well dressed.
a) always

b) most of the time

c) some of the time

d) never

%2, He (or she) is a show-off.
a) always
b) most of the time
c) some of the time
d) never

He (or she) wants to be a show-off,
a) always

b) most of the time

¢) some of the tire

d) never

When the students appear to understand how to proceed,
they should be instructed as follows:

NCW OFEN YCUR TEST BOCKL=TS AND BZGIN WORKING. BE.
SUEE TO KEEP WCEKING UNTIL YCU HAVE CCMFLETED ALL OF TdE
QUESTIONS IN YOUER BCCKLzT. IF TZERE ARE SCME WORDS YCOU
DO NCT KuwCwW, YCU MAY RAISZ YCUR HAND; AND I WILL TRY TO
ANSWER YOUR QUEESTICN. GO AHEAD,
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1.

Se
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AGE

DATE

He

1

P
&
()

He

is kind

always
most of the
some of the
never

wants to be kind

always
most of the
some of the
never

is well dressed

always
most of the
some of the
never

wants to be well

always
most of the
some of the
never

show-off

always
most of the

) some of the

never

EXAMPLES

time
time

time
time

time
time

dressed

time
time

time
time

wants to be a show-off

always
most of the
some of the
never

time
time
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He is sad

a) always
b) most of the time
¢c) some of the time
d) never

He wants to be sad

a) always
b) most of the time
c) some of the time
d) never

He is sny

a) always
b) most of the time
c) some of the time
d) never

He wants to be shy

a) always
b) most of the time
¢c) some of the time
d) never

e asks for help

a) always
b) most of the time
c) some of the time
d) never

de wants to ask for help

a) always
b) most of the time
c) some of the time
d) never

a) always
b) most of the time
cg some of the time
never

Ee wants to win

a) always
b) most of the time
¢c) some of the time
d) never

5.

8.

He mzkes up his own
mind
a) always
b) most of the time
c) some of the time
d) never

He wants to make up his

own mind
a) always
b) most of the time
c) some of the time
d) never

He is alone

a) always
b) most of the time
c) some of the time
d) never

He wants to be alone

a) always
b) most of the time
c) some of the time
d) never

He fails

a) always
b) most of the time
c) some of the time
d) never

He wants to fail

a) always
b) most of the time
¢c) some of the time
d) never

He is loved

a) always
b) most of the time
c) some of the time
d) never

e wants to be loved

a) always
b) most of the time
c) some of the time
d) never
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9., He is afraid 13, Hde obeys
a) always a) always
b) most of the time b) most of the time
¢) some of the time ¢c) some of the time
d) never d) never
He wants to be afraid He wants to obey
a) always a) always
b) most of the time b) most of the time
c) some of the time ¢) some of the time
d) never d) never
10, de is popular 14, He is nezat
a) always a) always
b) most of the time b) most of the time
c) some of the time c) some of the time
d) never d) never
He wants to be popular de wants to be neat
a) always a) always
b) most of the time b) most of the time
¢c) some of the time c¢) some of the time
d) never d) never
1l. He is clumsy 15, He acts like most peorle
a) always a) always
b) most of the time b) most of the time
c) some of the time c) some of the time
d) never d) never
He wants to be clumsy He wants to act like most
people
a) always a?always
b) most of the time b) most of the time
c) some of the time ¢) some of the time
d) never d) never
12, Ee is good-looking 16, He is afraid of what
others think about him
a) always a) always
b; most of the time b) most of the time
c) some of the time ¢) some of the time
d) never d) never
oe wants to be good-looking He wants to be afraid
of what others think of him
a) always a) always
bg most of the time b) most of the time
c) some of the time c) some of the time

d) never d) never



17. Ee cheats

18.

19.

20.

He blames others
g0 wrong

a) always
b) most of the time
¢c) some of the time
d) never

He wants to chest

a) always
most of the time
c) some of the time
d) never

He is told what to do

a) always
most of the time
¢c) some of the time
d) never

He wants to be told what to do

a) always
most of the
c) some of the
d) never

time
time

He trusts people

a) always
b) most of the
c) some of the
d) never

time
time

He wants to trust peopvle

a) always
b) most of the
c) some of the
d) never

time
time

a) always
b) most. of the
c) some of the
d) never

time
time

a) always
b) most of the time
c) some of the time
d) never
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2l. He gets mad at himself

always
most of the time

c) some of the time
d) never
de wants to et mad at
himself
a) always
b) most of the time

c)
a)

some of the tire
never

22. He makes mistakes

always
most of the time
some of the time
never

Se wants to make

mistakes

a)
b)
c)
a)

always
most of the time
some of the time
never

23, de is friendly

when things

always
most of the time
some of the time
never

He wants to be friendly

always
most of the tire
some of the time
never

24, de is important

a

b)
c)
a)

) always

time
time

most of the
some of the
never

He wents to blame others when He wants to be important-
things go wrong

always
most of the time
some of the time
never



25.

27

He is best in whatever
he does

a) always
b) most of the time
c) some of the time
d) never

He wants to be best in
whatever he does

a) always
b) most of the time
c) sore of the time
d) never

Ze blames himself when
thinzs go wrong

a) always
b) most of the time
c) some of the time
d) never

de wents to blame him-

self when things go wrong

a) always
b) most of the time
c) some of tae time
d) never

He tells others what
worries him

a) always
b) most of tne
¢) some of the
d) never

time
time

He wents to tell
what worries him

a) always
b) most of the
c) some of the
d) never

time
time

others

28.

29.

20,

Hde is angry

a) always
b) most of the time
c) some of the time
d) never

He wants to be angry

a) always
b) most of the time
c) some of thne time
d) never

de pretends he is
someone else

a) always
b) most of the time
c) some of the time
d) never

He wants to pretend he
is someone else

a) always
b) most of the time
c) some of the time
d) never

He worries

a) always
b) most of the time
c) some of the time
d) never

de wants to worry

a) always
b) most of the time
¢c) some of the time
d) never
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31, de gives up easily 34, e makes excuses
a) always a) always
b) most of the time b) most of the time
¢) some of the time c) some of the time
d) never d) never
He wants to give up e wants to make excuses
easily
a) always a) always
b) most of the time b) most of the time
c) some of the tire c) some of the time
d) never d) never
22. lle feels left out 35. Ze has friends
a) always a) always
b) most of the time b) rost of the time
c) some of the time c) some of the time
d) never d) never
“e wants to feel left out fie wants to have friends
a) always a) always
b) most of the time b) most of the time
c) some of the time c) some of the time
d) never d) never
3%, He is healthy 26, de is proud of himself
2) always a) always
b) most of the tirme b) most of the time
c) some of the time ¢c) some of the time
d) never d) never
e wants to be healthy ie wants to be proud
of himself
a) always a) always
b) most of the time b) most of the time
c) some of the time ¢c) some of the time
d) never d) never



37, Ee is cood

2lways
most of the time
some of the time
never

e wants to be <ood

always
most of thne time
some of the time
never

38, He is a hard worker

always
most of the tire
some of the time
never

ie wants to be a hard
always
nrost of the time
some of tre time
never

39, He gets in trcuble

always
most of the time
sorme of the time
never
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40,

41.

worker

42,

de wants to get in trouble

always
most of the time
some of the time
never

de acts grown-up

always
most of the
some of the
never

time
time

de wants to act grown-up

always
most of the
some of the
never

de has new ideas

always
most of the
some of the
never

He wants to have
always
most of the
some of the
never

Hde needs help

a) always
b) most of the
¢c) some of the
d) never

de wants to need
a) always
b) most of the
c) some of the
d) never

time
time

time
time

new ideszs

time
time

time
time

help

time
time



e 1s a leader

He wants to be a

a)
b)
c)
a)

always
most of the
some of the
nevar

time
time

always
lost of the
some of the
never

timne
time

de is strong

always
most of the
some of the
never

time
time

He wants to be strong

:ie does the rizsht thing

c) some of the tire

d) never
He wants to do the richt
thing

a) always

b) most of the time

always
most of the time
some of the time
never

always
most of the time

sore of the time
never

leader
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Ze is trusted

always
most of the tine
some of the time
never

Hde wants to be trusted

47,

always
nost of the time
some of the time
never

de is happy

always
most of the time
some of the time
never

He wants to be happy

48,

always
most of the time
some of the time
never

He is mean

always
most of the time
sore of tke time
never

Te wants to be mean

always
most of the time
sore of the time
never
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49, He tries hard

a) always
b) most of the time
c) some of the time
d) never

He wants to try hard

a) always
b) most of the time
¢c) some of the time
d) never

50. He is lazy

a) always
b) most of the time
c) some of the time
d) never

He wants to be lazy

a) always
b) most of the time
c) some of the tire
d) never



AFFENDIX V



l. ach Achievement: to do one's best, to be successful,
to accomplish tasks recuiring skill 2nd effort, to be a
recoznized authority, to accomplish something of great
significance, to do a difficult job well, to solve dif-
ficult problems and ruzzles, to be able to do things
better than others, to write a great novel or play.

2. def Deference: to get sugzestions from others, to find
out what others think to follow instructions and do waat
is expected, to praise others, to tell others that they
have done a good job, to accevt the leadership of others,
to read about great men, to conform to custom and avoid
the unconventional, to let others maxe decisions.

3, ord Order: to have written work neat and orcsnized,
to make plans before starting on a difficult task, to
have things orzsnized, to keepr thinzs neat and orderly,
to make advance plans when taking a trip, to organize
details of work, to keep letters and files according

to some system, to nave meals orzsnized and a definite

ime of eating, to have things arranzed so that they run

smoothly without chance,

4, exh Exaibition: to say witty and clever tnings, to
tell amusinz jokes and stories, to talk about personal
adventures and experiences, to have others notice and
comment upon one's zappearance, to say thines Jjust to
see what effect it will have on others, to talk abcut
personal achievements, to be the center of attention,
to use words that others do nct know the meaning of, to
ask questions othzsrs cannot answer.

5. aut Autonomy: to be able to come and go as desired,

to say what one thinks zbout thinss, to be independent

of others in mesking decisions, to feecl free to do what

one wants, to do thinzgs that are unconventional, to avoid
situations where one is expected to conform, to do things
without regarda to what others may think, to criticize those
in positions of authority, to avoid responsibilities and
obligzations.

6. aff Affiliation: to be loyal to friends, to participate
in friendly zroups, to do thines for friends, to form

new friendships, to meke as many friends as possible, to
share thinegs with friends, to ao thinzs with friends
rather than alone, to form strong attachments, to write
letters to friends.
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7. int Intr=zception: to analyze one's meotives and feel-
inTs, to observe others, to underst=nd how others feel
about problems, to tut one's self in another's place,
to Jjudze people by why they do thinzs rather than by
what they do, to anzlyze tre behavior of others, to
predict how others will act.

8. suc Succorznce: to have others provide help when in
trouble, to seek encourzgement from others, to have
others be kindly, to have others be sympathetic znd
understandinz about personal problems, to receive a great
deal of affection from others, to have others do favers
cheerfully, to be Lhelped by othzrs when depressed, to
have others feel sorry when one is sick, to have 2 fuss
mezde over one wnen hurt.

9. dom Dominance: to arsue for one's point of view, to

be a leader in grouns to which one belonvs, to be regarded
by others as a leader, to be elected or =zppointed cheir-
man of committees, to make <zroup decisions, to settle
arcuments and disputes between others, to persuade and
influence others to do what one wznts, to surervise and
direct the =z2ctions c¢f others, to t=1ll others how to do
their Jjobs.

10. aba Abasement: to feel suilty when one does something
wren~, to accept blame wnen thiress do not go rieht, to
feel that personal pain end misery suffered does more
pocd than harm, to fecel the nced for punishment for wrone
doinr, to feel better when egiving in and asveoidin~s a fignt
than when havinz one's own w2y, to feel tae need for con-
fession of errors, to feel depressed by inebility to
handle situstions, to feel timid in tke precence of suver-
iors, to feel inferior to others in most respects.

1l. nur Nurturence: to help friends when they are in
trouble, to assist others less fortunats, to treat others
with xindness and sympethy, to forgive others, to do

small favors for others, to bes gencerous with others, to
symrathize with others who are hurt or sick, to show a great
deal of affection toward others, to have others confide in
one about personal problems.

12. chg Chanze: to do new and different thinzs, to travel,
to meet n=aw people, to experience novslty and chanre in
daily routine, to experiment and try new thinss, to eat

in new and different places, to try new 2nd different jobs,
to move about tre country and live in different places,

to participate in new fads and fsashions.



155
13. end Endur=nce: to keep =2t a job until it is finished,
to complete any job undertsken, to work nard at a task,
to keep at a puzzle or problem until it is solved, to
werk st a sinzle job before takingz on others, to stzy up
late working in order to <et a job done, to put in long
hours of work without distraction, to stick 2t a problem
even though it may seem as if no procress is being made,
to eveid being interrupted while at work.

14, het Heterosexuality: to go out with members of the
oprposite sex, to engage in socizl activities with the
oppcsite sex, to be in love with someone of the oprosite
sex, to kiss those of the orposite sex, to be regarded
es physically attrzctive by those of the opposite sex,
to perticipate in discussions abocut sex, to resd books
and plays involvinz sex, to listen to or to tell jokes
involving sex, to tecome sexunlly excited.

©. agg Ag-ression: to sttack contrery points of view, to
tell others whet one thinks about them, to criticize others
publicly, to make fun of others, to tell others off when
disagreeing with them, to get revense for insults, to
beccre enzry, to bleme others when things go wrong, to
read newspaper zaccounts of violence.
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14,

15.

19.

2%
24,
25.

27.

5%

25
36,

37
38,
40.
41.

437,

PCSITIVE AnxD

NIGATIVE FSCS

Positive
He asks for help 1.
e wins 2.
fie mekes up his own mind 6.
He is loved 7
He is popular 9.
He is good-looking 11.
le obeys 16.
Ee 1is nest 17.
de acts like most 18.
people
He trusts people 20.
He is friendly 2l.
de is important 22,
He is best in what- 26,
ever he does
e tells others what 28.
worries him
de is healthy 29.
e has friends %0,
e is proud of him- 21.
self
He is good 32.
He is a hard worker 34,
He acts grown-up 39.
He has new ideas 42,
He is a leader 48,
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ITEMS
Kegative

He is sad

de is shy
Ee is alone
He fails
He is afraid
He is clumsy

He is afraid of what
others think about him

He cheats

He is told what to do

He blames others wnen

things go wrong

de cets mad at himself
e makes mistakes

He blames himself when
things go wrong

He is anzry

He pretends he is someone

else
ilie worries

de gives up easily

de feels left out
makes excuses
cets in trouble
e needs help

is mean
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Positive
e is strong 50.
He does the right thing
He 1is trusted
de is happy

de tries hard

Necative

He is lazy
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A CLASS PLAY (MCDIFIZED)

Just imagine your class was going to put on a pley
and you are selected to direct it. Below you will see
the kinds of parts that will be needed for this play. As
director of the play, you have the responsibility of sel-
ecting any boy or girl in your class for any of the parts.
Since many of the parts are very sm21ll, you may, if you
wlsn, select the same boy or girl for more than one part.,

In order to make this play successful, and a lot of
fun,.you will need to choose boys and girls who you think
would be most natural for the part. Make your choices
carefully, and, if you have any questions about the mean-
ing of a word or anything else, be sure to ask your teach-
er,

TAiESE ARE TdE FARTS

Part 1 - The dero--Someone who is good in sports and in
school work.

Fart 2 - Someone who is often mean and gets into fights
a egreat deal. (Boy or Girl).

Fart 3 The Heroine--3Someone who gets alonz well with

other boys and girls and with the teacher.

Fart 4 - Someone who is always getting ancry about little
things,

Fart 5 - Someone who could be the hero's friend--a kind,
helpful boy or girl.
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LFart

Fart

Fart

Fart

Yart

9 -

10-

lel

Someone who could play the part of a bully--
picks on boys and girls smsller or wezker than
himself.

Someone who has a good sense of humor but is
always careful not to disturb the teacher or
the cleass,

Someone who is never mean and always friendly.

Someone who could act like the laziest person in
the weorld--never does anythinz,

A boy or cirl you would choose to be in charge
when the teacher left the roomn.
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