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ABSTRACT
THE EFFECT OF VICARIOUS PARTIAL REINFORCEMENT

UPON CHILDREN'S USE OF SELF-VERBALIZATION IN
DECISIONS REGARDING TELEVISION VIEWING

By

Sandra Shapiro Korzenny

Researchers have concluded that there may be a causal relationship
between viewing of televised violence and later aggressive behavior.
As a result of these conclusions, the present study attempted to
address the issue of reducing the number of hours children view tele-
vision.

Research suggests that self-verbalization may be an effective
method of bringing'behavior under one's own control. Self-verbaliza-
tion involves talking to oneself, leading to a conscious decision
to behave in a certain manner. Habitual, maladaptive behaviors such
as passive television viewing may be brought under one's control
if they are preceded by deliberate cognitions. These thoughts must
involve an examination of reasons for engaging in such behavior as
well as of the potential consequences of doing so.

The ability to produce self-guiding speech appears to be the
result of a developmental progression during which one's behavior
is first controlled by an adult's speech and actions, and ultimately,
by one's own covert speech. This progression suggests that modeling
may be an effective method of teaching self-verbalization. The obser-
ver is exposed to a model who self-verbalizes while performing the

desired behavior, the observer then overtly rehearses the behavior,
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and, later, covertly practices it.

It has been widely accepted that modeled behavior which is accom-
panied by positive reinforcement has a greater 1ikelihood of being
imitated. Recent research, however, suggests that observers who
have viewed a model who is consistently, positively rewarded for
a certain behavior will become frustrated if their own attempts at
the behavior do not result in the same positive rewards. There is
some evidence that vicarious partial positive reinforcement may be
a more effective means of producing imitative behavior which is per-
sistent.

The present study attempted to investigate both immediate and
delayed effects of varying the percentage of vicarious reinforcement
upon use of self-verbalization, preference for leisure time activities,
number of hours spent in certain leisure time activities, and preference
for certain types of programming.

Two one week, 45 minutes per day, instructional units were de-
signed by the researcher. They were equivalent, except for the varia-
tion in the percentage of vicarious reinforcement. Each unit consisted
of: 1) a slide tape presentation of a model self-verbalizing before
engaging in a leisure time activity other than television viewing;

2) activities and games which required the observers to self-verbalize;

3) workbooks which required the observers to write personal goals

and select activities which would assist them in reaching those goals.
There were two treatment groups and one control group in the

study. Subjects in the first treatment were exposed to a model who
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experienced positive consequences in four situations in which she
decided to forego television viewing in favor of an alternative acti-
vity. Subjects in the second treatment group viewed the same model
experience positive consequences in two situations and negative conse-
quences in two other situations. The control group received only

pre and posttests.

While actual use of self-verbalization did not increase for
either group, stated preference for the alternative activities increas-
ed significantly for both treatment groups. The number of hours
spent viewing television decreased significantly for all groups,
perhaps due to seasonal changes unrelated to the study. The frequency
of stated preference for pro-social programming increased signifi-
cantly for both treatment groups.

Thus, while recall from the units did occur, subjects did not
significantly change actual behavior regarding use of self-verbaliza-
tion or use of leisure time. One hundred percent (100%) vicarious
positive reinforcement was found to be a more effective strategy
in achieving both immediate and enduring stated preference for alter-
native activities but did not translate into a significant difference

in actual viewing.
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Chapter I
INTRODUCTION

The Problem

This section provides an overview of the present study.

In gaining greater self-control over our lives we frequently
must learn to be more reflective about our behaviors and their conse-
quences. We must often ask ourselves, "If I engage in a certain
behavior, what will be the short and long-term consequences? Are
there alternative behaviors which may be more socially acceptable
or contribute toward a 'healthier' life, even though they may not
be immediately satisfying?" Individuals seeking greater self-control
replace maladaptive behaviors with such socially acceptable behaviors.
ITlustrations may be seen in people who learn to eat less in order
to lose weight or learn to stop smoking. Self-control may also
be seen in youngchildren who learn to solve conflicts verbally rather
than physically. Quite often, the maladaptive behaviors, such as
eating and smoking or physically hurting another person, are imme-
diately gratifying, but, in the long run, harmful in one way or
another. If an individual can see that an immediately gratifying
behavior may have ultimately harmful consequences, then she/he may
behave .in a different manner. Learning to be more reflective about

one's actions by analyzing short and long-term consequences of various
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alternative behaviors may be a step towards gaining greater self-
control.

The present study proposes to examine one method of teaching
children to have greater self-control over their lives, specifically,
to be more reflective about their use of free time which would result
in decreasing the number of hours spent passively viewing television
programming which does not contribute towards their attainment of
goals.

The method to be examined in the present study involves "self-
verbalization." An example of self-verbalization would be that
before engaging in a certain activity, an individual asks himself/
herself such questions as "If I watch TV, what will I gain? If
I do my homework, what will I gain? Which is better for me now?

In the long run?"

Often such cognitive self-control strategies as self-verbalization
are learned by observing others "model" them successfully in a struc-
tured environment, such as in a clinical setting or in the classroom.
The "learner" will then "test out" the behavior at a later time
and compare his/her results with those experienced by the model.

If the learner has been as successful as the model, all is well.
If not, however, the learner may become frustrated and "give up"
because she/he expected better results.

It would seem reasonable, then, to investigate, in a structured
classroom setting, whether it might be effective for the learner
to obsérve a model in a number of situations attempting to be more
reflective about use of free time. In addition, the model would

evaluate consequences of various ways in which she/he might spend
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her/his free time and choose to engage in an alternative activity
to television. Following this selection, she/he would experience
not only positive consequences but negative ones as well for that
decision. Then when and if the learner fails in his/her initial
attempts to elicit positive consequences for selecting an activity
through being reflective, she/he may have a greater desire to try
again, having observed the model bqth fail and then "try again."

Thus, is it more effective (in achieving an observer's adoption
of a modeled behavior) to present the observer with a model who
elicits both negative and positive consequences for performing the
behavior? Will this condition create a greater initial desire in
the observer to engage in, as well as later to persist in the modeled

behavior? These are the questions addressed in the present study.

Background

The question of the effects of televised violence upon children
has been the subject of numerous research efforts over the past
several years. Although the results of these investigations have
not settled this controversy, there is concern that children are
learning and imitating behaviors which may be harmful to themselves
or others.

One reason for this concern about the potential negative effects
of televised violence is the pervasiveness of television in our
society. In a recent study by Nielsen (1976) it was found that
only three percent of all households own no television. Further-
more, 43% own two or more sets and 70% of American families own

color sets.
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Young children are avid television viewers. Schram, Lyle,
and Parker (1961) found that over one-third of the children interviewed
made "regular use" of television by age three and over 90% were
regular viewers by age six. Lyle and Hoffman (1972) reported that
first graders watch slightly less than 24 hours per week; sixth
graders, about 30 hours, and 10th graders, 28 hours. Nielsen (1976)
reported that children from the ages of two through 11 watch an
average of 26 hours per week.

The programs that they are viewing cover the entire range of
available hours - from weekday mornings to evening prime time to
Saturday and Sunday mornings. Nielsen (1975) reports the following
data: (a) 16% of the total viewing time for children two through
11 is on Saturday and Sunday mornings; (b) for children two through
five, 30% occurs on weekday mornings and afternoons before 4:30.

Then, 4:30 - 7:30 makes up 27% of their viewing time, while 7:30 -
11:00 accounts for 24%; (c) for the older children (over five),
prime time accounts for 36%, and late afternoon and early evening
account for 30%.

Thus, it is quite clear that young viewers are spending a sub-
stantial number of their non-school hours in front of the television.
What impact does this have upon their behavior? Are children predis-
posed towards imitation of what they view? In a review of the litera-
ture in this area, Atkin, Murray and Nayman (1971) report the following:

More than 20 published experiments show that children are

capable of imitating filmed violence, although a variety

of situational and personal factors combine with exposure

to determine actual imitation. Another 30 published experi-

ments indicate that violence viewing increases the 1ikelihood

of subsequent aggressive behavior, at least in the laboratory
context (p. 23).



5

In 1972, the Surgeon-General's Committee on Televised Violence
produced five volumnes of research reports which "held that the con-
vergence of evidence was sufficient to permit a qualified conclusion
indicating a causal relationship between extensive viewing of violence
and later aggressive behavior.... This conclusion without qualifi-
cation is endorsed by a number of highly respected researchers...."
(in Rubenstein, 1978, p. 686). ,

Rubenstein, in his review, reports that the bulk of the studies
show that children who view a great deal of televised violence may
be more prone to behave more aggressively than children who do not
view such violence (p. 688).

There is, then, some basis for belief that exposure to televised
violence may result in increased aggression in at least some children
under certain conditions. Does this vast amount of televiewing
have other effects upon development? Television has been blamed
for a number of societal illnesses: poor grades, lack of writing
skills, illiteracy among young adults, and a general lethargy with
regard to planning and working towards one's goals for the future.
While the answer to this question is unknown, the amount of time
children spend viewing television substantially reduces the opportunity
for acquiring skills through participation in other activities.

These questions then emerge: (1) Can the amount of violence
on television be reduced? (2) How does one help children to be
Tess inclined to imitate the violence they view and to evaluate
the reality of television more critically? (3) Can children learn

to make conscious decisions about what to view and whether to view
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it based upon evaluation of the consequences of their behavior?
These questions are addressed below.

Consumer advocate groups, such as Action for Children's Television
and the National Association for Better Broadcasting have petitioned
the networks to decrease the number of violent incidents seen on
television. Tactics such as this have had questionable success.

This has been a Tong and slow methqd, however, and in the end, although
children may be viewing less violence, the number of hours spent
viewing has remained relatively constant.

Utilizing a different approach, several educational communica-
tion researchers have devoted effort to investigating possible methods
of assisting children in altering their perceptions of reality of
television and examining their reasons for viewing. These investi-
gations have been exploring the role that society, specifically
the schools, might play in mediating the effects of television.
Curriculum intervention strategies are being developed and evaluated
to measure the effect they have upon mediating learning from television.
An overview of several major efforts is presented below with a more
complete discussion provided in Chapter II.

Doolittle (1977) designed a curriculum which had as its goal
helping children to cope with the effects of televised violence.
Roberts (1978) was interested in mediating the effects of television
advertising - teaching children to recognize the persuasive techniques
used in advertising. Anderson and Ploghoft (1977) developed a curri-
culum intervention for implementation at the elementary level. Their
strategy was directed towards teaching children to more critically

evaluate news, entertainment, and commercials. The National Parent
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Teacher Association is developing a curriculum to educate youth
about the problems and challenges faced by the television industry.
Singer and Singer (1978) were recently funded by ABC to design and
test a method of teaching children to become more intelligent and
discriminating consumers of television. The CASTLE (Children and
Social Television Learning) strategy (1978), developed by Rebecca
Henry and the researcher, focused upon altering children's perceptions
of reality from television. A second, major goal of the CASTLE
strategy, of particular relevance to the present study, was to assist
children in understanding their reasons for viewing television and
decrease the number of hours spent viewing.

Although the intervention strategies vary in content, they
have as their ultimate goal teaching children to alter their own
behavior with regard to viewing television in one or more ways:
to be less likely to imitate violence; to be less likely to purchase

junk foods or toys; to be less likely to resolve conflicts as they

are resolved on television; to be less likely to view television

as to participate in alternative activities. The strategies all
deal with methods of modifying behavior. The goal of the present
study is to investigate one method of modifying televiewing behavior.
The specific behavior to be modified is the last listed above: to
teach children to reduce their television viewing and hence to more
frequently participatein alternative activities.

The present study proposes to investigate one method of teaching
children to make decisions with regard to their use of free time,

j.e., to gain a certain amount of self-control over their lives.



Self-Control Strategies

What is self-control? The most frequently used synonym for
self-control is willpower: someone who loses 30 pounds has displayed
"admirable willpower"; someone who quits smoking is described as
having "willpower." There is consensus among researchers that "voli-
tional approaches to self-control (such as willpower and personality-
trait explanations) have seriously. impeded the collection and inter-
pretation of meaningful knowledge about self-management" (Mahoney
& Thoresen, 1974, p. 21). It is far too simple to explain a person's
success (or lack of success) at self-management as a function of
willpower.

What, then, are alternative ways of interpreting self-control?
Mahoney and Thoresen, prolific writers and researchers in the area
of self-control, report an expanding body of evidence indicating
that effective self-control can be established if attention is given
to significant person-environment relations. A person's successful
regulation of his/her behavior is dependent upon knowledge of and
control over environmental factors. The individual must know what
factors influence his/her behavior and how these can be modified
to produce the desired behavior change.

Mahoney and Thoresen (1974) have identified two major categories
of self-control techniques: environmental strategies and behavioral
programming strategies. Environmental strategies rely upon "the
prearrangement of cues that bear some relationship to the occurrence
of the target behavior (that is, cues that increase or decrease
the likelihood of a target behavior)" (Mahoney & Thoresen, 1974,

p. 39). For example, rather than trying to resist the temptation
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of fattening foods in his/her home, the dieter may just refuse to
buy high-calorie foods. In this way, she/he "pre-arranges" or eli-
minates the cue to eat.

Behavioral programming involves different techniques than those
used in environmental strategies. Two "types" of techniques are
used: (1) self-administration of consequences in which the individual
rewards or punishes himself/herself for behaving in a certain way;
and (2) combination techniques in thch the individual utilizes
a variety of techniques together. Techniques from both environmental
and behavioral programming strategies are more fully explained below;
because the present study deals with a method which falls under
behavioral programming, this latter category wi]l.be given greater
attention.

1. Environmental strategies: These generally involve the

prearrangement of cues which increase or decrease the likelihood

of a behavior.

a. Stimulus control:

"This involves prearrangement of cues that have come
to elicit undesired responses and/or the rearrangement
of cues that have come to elicit undesired responses"
(Mahoney & Thoresen, 1974, p. 40). It is necessary to
separate the cue from the habitual behavior to establish
a new behavior pattern. As an illustration, to control
obesity, one would separate viewing television from eating
popcorn or drinking beer. Another technique within this
area is to establish cues which will elicit certain behavior,

e.g., placing a picture of an obese person on the front
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of the refrigeratory in order to inhibit eating fattening

foods.

b. Prearrangement of response consequences:

This can be accomplished in a variety of ways:

1. Physical and chemical devices can be used: a drug

to treat alcoholism, when combined with alcohol, produces

extreme nausea. This.reaction reduces the temptation

to drink.

2. Through social contracts (contingency contracting):

The person in this case contracts with another person

for a reward in the form of a desirable activity in

which she/he may participate after accomplishing a

certain behavior. As an illustration, for raising

her grades in a class, a student may contract with

another person for a dinner out.

2. Behavioral programming strategies: These strategies involve
the self-administration of rewards, punishment, or instructions
to oneself about behavior. The following table from Mahoney and
Thoresen (1974, p. 50) illustrates examples of these techniques
(Table 1).
a. Self-reward and self-punishment:

Rewards and punishments are self-administered immediately
after the target behavior occurs. The difference between
the two methods is that reward increases the behavior while
punishment decreases it. Rewards can be positive or nega-
tive: 1in positive reward, the behavior is strengthened

by the presentation of a positive consequence. In negative



Table 1.

n

Thoresen, 1974, p. 50).

Some behavioral-programming methods (from Mahoney &

Self-Reward Techniques
(To Increase a Behavior) Decrease a Behavior)

Sel1f-Punishment
Techniques (To

Combination
Techniques

Positive reward

1.

Giving oneself a

point or token that
may be "redeemed"
for a special purchase
or for other pleasant

activity

Thinking a positive

self-thought

Watching a favorite
television program

Negative reward

1.

Removing pieces of
an unattractive photo

of oneself

Crossing out items
on a list of one's
negative behaviors

Positive punishment

Covert sensitization

1.

2.

Destreying or
giving away a
valued possession
(such as tearing
up a dollar bill)
Foregoing a plea-
sant activity
(such as a tele-
vision program
or movie)

Negative punishment

1.

2.

Storing a bag of ugly 3.

fat (representing

one's own obesity) i
the refrigerator and

removing pieces as
one loses weight

Self-inflicting
pain (such as
snapping a rubber
band on one's wrist)
Subvocalizing "I'm
really stupid"
Engaging in an un-
pleasant activity
(such as eating a
disliked food or
wearing the button
of a despised poli-
tical candidate)

1.

Imagining oneself
feeling very
nauseous

. Imagining oneself

undergoing sur-
gery for lung
cancer

Self-desensitization

1.

2.

Relaxing while
imagining taking
an exam

Relaxing while
imagining talking
to girls

Self-instruction

1.

Telling oneself
to pay attention

2. Telling oneself

to work slowly

Covert self-modeling

1.

Imagining oneself
being assertive
with a parent

. Imagining oneself

giving a speech
before a large
audience
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reward, it is strengthened by the removal of a negative

consequence.

b. Combination techniques: (Several procedures are combined.)
1. Systematic self-desensitization: This method is
used to assist people in becoming less aroused during
stressful situations. It involves learning to relax,
identifying the situations which elicit fear, listing
them from least to most anxiety-producing and imagining
himself/herself in those situations while feeling relaxed.
2. Self-modeling: There is not much difference between
this and self-desensitization. The person imagines
himself in problem situations and attempts to relax.
3. Covert sensitization: This involves pairing an
image of the problem behavior with a very negative
image, e.g., an image of smoking a cigarette and an
image of starting to be sick. This technique has been
successfully used with chronic, hard to change behaviors.
4. Self-instruction (self-verbalization, verbal media-
tion):
"It is natural that a person learning an avoidance,
like a person learning any other difficult response
pattern, should give himself verbal instructions,
especially since verbal coaching by others is so
important in the learning of social prohibitions"
- (Hi11, 1960, p. 324).
One of the advantages of being human is the capability of using
verbal symbolization in dealing with problems and choices. In solving

problems or making difficult choices among attractive alternatives,

this capability allows one to mentally and verbally weigh advantages
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and disadvantages and, thus, to make a more "intellectual" decision.
If "talking to oneself,” or "thinking aloud" is a useful technique
in learning new responses, such as decision-making, then it may
be worthwhile to investigate how this might be taught to young children,
enabling them to deal more intellectually with their problems.

"Talking to oneself" or "thinking aloud" is referred to in

the literature as self-instruction or verbal mediation. These con-
cepts have been described as follows:
“Verbal mediation consists of talking to oneself in relevant
ways when confronted with something to be learned, a problem
to be solved, or a concept to be attained. In adults, the
process generally becomes quite automatic and implicit; only
when a problem is quite difficult do we begin 'thinking out
Toud.' Most mediational processes take place subvocally below
our level of awareness" (Jensen, 1966).
(Self-instruction and self-verbalization will be used inter-
changeably throughout this paper.)
How does one achieve this sub-vocalization of commands? The

goal of self-instruction is internalization of these verbal commands

to gain greater self-control. Vygotsky (1962) has suggested that
internalization of verbal commands is the critical step in a child's
development of voluntary control over his/her own behavior. Vygotsky
and Luria (1959), both Soviet developmental psychologists, on the
basis of their work with children, have suggested a progression

from external to internal control over one's life with internal
control and cognitive self-guiding speech increasing with age. Early
in development the speech of others, usually adults, mainly controls
a child's behavior. Somewhat later, the child's own overt speech
regulates his/her behavior and still later, the child's covert or

inner speech can assume a regulatory role. This developmental sequence



14

suggests that observational learning may be an appropriate method
of teaching children to internalize regulatory speech.

To summarize this point, self-control involves the ability
to control factors which influence a person's life. Two categories
of strategies to gain self-control have been posited: environmental
strategies and behavioral programming. Self-instruction is a tech-
nique which falls within the 1atter category. It has been suggested

that self-instruction or self-verbalization is an effective method

of gaining greater self-control over one's life. This ability to
self-instruct appears to be a function of development, with internal
control and cognitive self-guiding speech increasing with age.

How does one increase self-control through self-instruction?
Self-instruction methods involve speaking to oneself just prior
to and during problem situations. What are some of the problem
situations which may be dealt with through self-instruction? The

following studies have demonstrated the effectiveness of utilizing

self-instruction to elicit more reflective behavior. Meichenbaum
and Goodman (1971) have investigated the effect of self-instruction
upon training impulsive children to talk to themselves before and
during an attempt at certain behaviors; Meichenbaum and Cameron
(1973) have researched its effect upon schizophrenics in order to
improve performance on attentional and cognitive tasks; Meichenbaum,
Gilm;re and Fedoravicius (1971) sought to discover its effect upon
speech-anxious clients. Spivack and Shure (1974), in their study
which investigated the effect of self-instruction upon selecting
among alternative means of solving conflicts, demonstrated that

it may be an effective tool for use by children with behavior problems.
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A number of other investigators have concurred on the therapeutic
value of teaching children to self-instruct (Bem, 1967; Karnes,

Teska & Hodgins, 1970: Palkes, Stewart & Freedman, 1972; Palkes,
Stewart & Kahana, 1968).

The above areas reflect the interest in the use of self-instruc-
tion in clinical situations with persons who exhibit maladaptive
behavior - anxiety, schizophrenia, impulsivity. It has been suggested
that training in self-instruction élso may be used in the classroom.

Meichenbaum (1977) proposes that problem-solving skills could
be taught effectively in the classroom through a combination of
modeling and self-instruction rehearsal. Stone, Hinds, and Schmidt
(1975) found in their research that modeling was an effective method
of teaching elementary school children problem-solving skills to
distinguish among facts, choices and solutions. Denney (1975) found
modeling to be an effective method of teaching children (6, 8, and
10 year-olds) to solve a "twenty-questions" task. Children were
taught to self-verbalize strategies for formulating questions as
well as strategies for utilizing feedback from those questions.

As a result, their questioning-behavior was more reflective and
reaped greater information.

To summarize and provide a definition, "a person displays self-
control when, in the relative absence of immediate external constraints,
she/he engages in behavior whose previous probability has been less
than that of alternatively available behaviors" (Thoresen & Mahoney,
1974, p. 12). As an illustration, from the context of the present
study, a child must decide whether to view television or do her

homework. She decides not to view her favorite program that she
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watches every week, and instead, does her homework. (The previous
probability of "doing homework" was less than that of the alterna-
tively available behavior, "viewing television."). The decision
was made not because of external constraints (such as a broken tele-
vision) but was a conscious decision made by the child. Thus, she
has displayed self-control by engaging in "doing her homework."
The example above i]]ustrates'the three critical features which
must be present if self-control is to be exhibited:
1. Two or more alternatives (TV or homework);
2. The consequences of those behaviors are usually conflicting
(the consequences of viewing her favorite program are imme-
diately pleasant, but ultimately aversive. She is not
doing her homework which may lead to poor marks, failing
a grade, social stigma);

3. The self-regulatory pattern is usually prompted and/or
maintained by external factors. (Doing well in school,
as well as the implications which result, are the long-
term consequences which have prompted the child to exhibit
self-control.)

How does a child learn to make decisions in which she/he examines
alternative actions and the consequences of those actions - which
may result in leading a more active, enriched 1ife in which she/he
may ;xpect to attain personal goals than in a passive state of inertia
televiewing? The question provides the focus for the following
discussion of a strategy which may be effective in teaching self-

control.
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The Use of Modeling to Teach Self-Verbalization

As stated earlier, the use of modeling appears to be an appro-
priate method of teaching this self-verbalization skill. Vygotsky
and Luria (1959) suggest that the internalization of verbal commands
or instructions is a developmental process, beginning with one's
behavior being controlled by others' speech to one's own self-governing

speech. Meichenbaum, in his book Cognitive Behavior Modification

(1977), offers an illustration of this progression from his own
life:

My two-year-old son David has a yen for apples which my wife
and I readily satisfy. The only problem is that he dislikes
apple skin and he is given to spitting it on the floor. In
fact, whenI come home from the office I feel 1ike the woods-
min in Hansel and Gretel following the path of . . . apple
skins.

"See, David, apple skin, dirty. I throw the skin into the
garbage can and not on the floor." At this point David
usually applauds my performance.

Our solution to the apple skin problem seemed quite straight-
forward: (a) give him apples without skin, (b) teach him to
swallow the skins, or (cg set up some management program in-
volving modeling and reinforcement.

Eschewing (a) as impractical, we were experiencing consider-

able difficulties in implementing (b) and (c). Then an interesting
event occurred. One day my wife took David to the beauty parior
with her. In order to keep him occupied she had brought an

apple for him. She found that it was more likely to keep her
occupied as David began to spit the skins on the floor. Mari-

anne said, "David, no, dirty. See, the skins go in the ash-

tray" (my wife is more influenced by my cognitive modeling

than is my son). What happened next is the reason for this
anecdote.

David spit the apple skin on the floor, looked at it, and then,
while picking it up and depositing it in the ashtray, said

to himself "Bappy (apple) . . . door (open) . . . all done."

This sequence was repeated except that the phrase, "Bappy . . .
door," was verbalized while he was merely looking at the

apple skin on the floor and "all done" followed the behav-

joral act. Over several trials the verbalizations dropped

out of the repertoire and the appropriate behavior was maintained
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and even generalized to other settings and other foods (e.g.,
grape seeds). (Meichenbaum, 1977, pp. 17-18).

The sequence begins with a model enacting the behavior, while ver-
balizing and ends with the child's own covert speech governing his
behavior.

Researchers have investigated the use of modeling in teaching
self-verbalization. Meichenbaum and Goodman (1971), in their work
with impulsive children, found it to be an effective method of getting
children to slow down their behavior, to "think before acting."
Meichenbaum (1971) utilized modeling to teach adults coping behavior
in order to lessen their fearful reactions of snakes. They were
taught to self-verbalize coping statements. Sarason (1973) had
models demonstrate self-verbalization while working on tests in
order to decrease test anxiety. He found it to be an effective
method of training test-anxious people to solve problems on tests.
Glass (1974) and Shmurak (1974) were effective in utilizing modeling
to each nonassertive person to alter their self-statements, to become
aware of negative self-statements and replace them with compatible
self-statements and behaviors. Finally, modeling was used by Mahoney
and Thoresen (1974) to teach obese people to self-verbalize regarding
their weight, in order to diet more successfully.

To summarize, modeling has been found to be an effective method
of teaching people to self-verbalize, to produce positive self-
statements which are incompatible with negative ones, to covertly
deal with maladaptive thoughts, and to replace negative behaviors
with actions that are conducive to effective participation within
society. It seems clear from the previous studies that modeling

may be one effective method of teaching self-verbalization.
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Bandura (1977) states that one component of observational learning
which contributes towards observer adoption of a behavior is the
reinforcement of a model upon performing that behavior. Those behaviors
that seem to result in valued outcomes are more likely to be adopted.

This is referred to in the literature as vicarious reinforcement,

or "the operation of exposing 0 (the observer) to a procedure of
presenting a reinforcing stimulus (i.e., a presumed or confirmed
reinforcing stimulus for 0) to M (fhe model) after and contingent
upon a certain response by M" (Flanders, 1968). As a function of
their viewing of these vicarious rewards, the observers will attempt
the behavior in order to accrue those rewards. What will occur,
however, in an uncontrolled situation in which the observer imitates
a behavior and is unsuccessful in achieving those same reinforcing
results as those elicited by the model? This is the question of
interest in the present study. In the classroom, a child may be
successful inelicitingpositive consequences; however, when the
child leaves that controlled environment and attempts the behavior
in his/her own home, the consequences can be either positive or
negative.

Based upon Festinger's social comparison theory (1954), one
would predict that when observers are attempting an unfamiliar task,
which they have seen modeled, they will compare their own performance
to that of the model - as long as the model is perceived to have
generally similar ability or beliefs. They may be uncertain as
to the standards of performance and use the model's standards as
an example. Thus, if they have "failed” in their attempts at imitation

and have seen a model consistently rewarded, they may become frustrated
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and decline to persevere in performing that behavior. This phenome-
non has been termed the expectancy-frustration hypothesis (in Berger,
1971). According to this hypothesis, because unsuccessful observers
perceive a greater discrepancy between their performance and that
of a successful model, they may become frustrated and quit sooner
than observers who may have viewed a partially unsuccessful model
performing the same task. With a behavior such as deciding whether
or not to view television, one woufd predict that the consequences
for not viewing will not always be positive. If a child decides
not to view television, but to do her homework, she may be criticized
by her friends for that decision. This criticism may cause her
not to select an alternative activity to television in the future,

as she may cognitively expect to always be criticized for that decision.

Overview of the Study

The present study proposes to investigate one method of teaching
children to make better decisions about their use of free time.
Specifically, an instructional unit will be designed and validated
to achieve those goals. Children will be exposed to a model using
those decision-making skills and be given the opportunity to practice
them at school and in their homes.

To summarize, the attainment of greater self-control over one's
life is seen as a desirable objective. Various methods exist to
promote self-control. Self-verbalization is one of these. The
use of modeling has been found to be an effective method in teaching
self-verbalization. This appears to be because it replicates the

natural developmental sequence through which one achieves covert
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self-verbalization. For this reason, it has been selected as the
strategy to be used in teaching children to have greater self-control

over the decisions they make regarding their use of free time.



Chapter II
REVIEW OF LITERATURE AND
PRESENTATION OF RESEARCH QUESTIONS

The review of the literature is divided into three sections:

1. An overview of curriculum intervention strategies which have
been designed to teach children to be more critical consumers
of television.

2. An examination of self-verbalization as a method of gaining
greater self-control.

3. Observational learning and its relationship to self-instruction.
Bandura's (1977) four sets of processes are discussed, with
special attention given to two which are of particular relevance

to this study.

Related Curriculum Intervention Strategies

Six strategies have been designed which have as their goal
assisting children in becoming more critical consumers of television.
Although the results from only two of them have been analyzed and
reported, all are mentioned here to provide the reader with an under-
standing of the scope of recent and current activity in the field.

1) Doolittle (1977) designed a curriculum which had as its
goal helping children cope with the effects of television. It was
predicted that by "inoculating" children against the potentially

22
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harmful effects of television: a) there would be a reduction of
the probability of aggressive behavior following viewing of aggres-
sive content, and b) there would be lower levels of arousal related
to viewing such content. In a second study (1977), he examined
the effectiveness of two types of immunization techniques: cognitive
and behavioral. The results of the first study show no statistical
significance, perhaps due to small §amp1e size and lack of control
group. The results of the second study also were inconclusive.

2) Roberts (1978) was interested in mediating the effects
of television advertising - teaching children to recognize the per-
suasive techniques used in advertising. Children were exposed to
an instructional film which was intended to help them analyze televi-
sion with regard to believability of claims, quality of the product
and honesty of the presentation. Children exposed to the film were
found to be able to perform this analysis better than those in the
control group.

In another study by Roberts (1978) the effects of two instruc-
tional films were studied. Both were found to be effective and
each of them had greatest impact upon heavy television viewers.

3) The CASTLE strategy was designed by Rebecca Henry and the
researcher. The general goals of this curriculum were that the
students would learn to:

a) recognize their reasons for watching the shows they

select;

b) decrease the number of violent shows they view;
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c) decrease the total amount of television watched and

increase non-television watching activities which
the student finds important;

d) be less favorable in their impressions of television

violence. They would be aware of violence when they
see it, and be more critical of its purpose in
television. '

Two modules were created to deal with these goals. Module I,
content analysis, was directed towards teaching children to be more
critical of televised violence. Two dependent variables were signifi-
cantly affected by Module I: 1) perceived disparity between real
world and televised violence, and 2) perceived real world violence.
Module II, decision-making, provided students with strategies for
making decisions regarding their viewing. One hypothesis received
empirical support - that following Module II, students would perceive
certain other leisure-time activities to be more important than
viewing television. This hypothesis received only partial support
(Buerkel-Rothfuss, 1978). It is this goal of Module II - decision-
making, which provided the impetus for the present study. The results
indicate that there was at least partial support for the hypothesis
that subjects would perceive other free time activities to be of more
importance than televiewing. The next logical step appears to be
assisting children in carrying out the attitude, in behaving in a
manner consistent with their thoughts.

4) Anderson and Ploghoft (1977) developed a curriculum inter-
vention for implementation at the elementary level. There were six

modules in the curriculum. Although this program has not been formally
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evaluated, it has been integrated into school systems in different
areas throughout the country. Feedback from teachers regarding the
program has been favorable.

5) Singer and Singer (1978) were recently funded by ABC to design
and test a method of teaching children to become more intelligent
and discriminating consumers of television. Their method consists
of an eight-lesson course for use by 3rd, 4th, and 5th grade teachers
that will focus on "shifting the emphasis on children's use of the
medium from a passive role towards one that is more active and adap-
tive." There are as yet no results reported since the course is still
under development.

6) National Parent Teacher Association (NPTA). The goal of
this curriculum, still under development, is to educate youth about
the television industry and "problems and challenges faced by the
industry" (1978).

In this section, the researcher has attempted to present the
reader with an overview of curriculum intervention strategies which
have been developed to date. Various methods have been utilized:
"inoculating" children against the harmful effects, exposing children
to persuasion strategies used in television advertising and shifting
the viewer's role from passive to active. There is at least some
empirical support that the schools may be an effective forum for teach-
ing children television viewing skills.

The method to be used in the present study is an extension of
Module II of CASTLE-the decisien-making module; however, the approach
to be used is novel in that it involves teaching children one method

of gaining greater self-control over their lives. This method is
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labeled self-verbalization and is the subject of the next section.

Teaching Self-Control Through Self-Verbalization

As defined earlier, self-verbalization is the ability to "think
aloud" or "talk to oneself," which results in conscious decisions
to behave in a certain manner.

The question of how one teaches verbal mediation to children
has been the subject of various research efforts. Donald Meichenbaum,
one of the primary researchers in the area of self-instruction, and
J. Goodman have investigated how one might teach self-instruction
to impulsive children - to alter their problem-solving styles, to
get them to think before acting (1971). According to Meichenbaum,
impulsive children may experience failure in analyzing their problems
in three areas:

"1. They may not comprehend the nature of the problem

(a comprehension deficiency - Bem, 1971) and thus cannot
discover what mediators to produce;

2. They may have the correct mediators within their
repertoire but be unable to appropriately produce them
(a production deficiency - Flavell, et al., 1966);

3. The mediators may not guide their ongoing behavior
(a mediational deficiency - Reese, 1962)."

(Meichenbaum, 1977, pp. 30-31)
The impulsive child may experience a "breakdown" at any one or all
three stages. This breakdown results in behavior without premeditation.
Impulsive children tend to act before thinking about the results of
their actions.

Meichenbaum and Goodman (1971) undertook the task of teaching
impulsive children to become more reflective about their actions.

This required compensating for deficiencies in any one of the three
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areas previously mentioned. In an attempt to compensate for these
deficiencies, Meichenbaum and Goodman conducted a controlled study.

To examine the efficacy of a cognitive self-instructional training
procedure, their study utilized an individual training procedure which
required the child to talk to himself/herself, first overtly, then
covertly, in an attempt to increase self-control. The training proce-
dure consisted of four steps: 1) The experimenter (E) performed
a task while the subject (S) observed (E acted as a model); 2) S
performed the same task while E instructed S aloud; 3) S performed
the task instructing himself covertly. The instructions included:

1) questions about the nature of the task to compensate for a possible
comprehension deficiency; 2) answers to these questions in the form

of cognitive rehearsal and planning in order to overcome any possible
production deficiency; 3) self-instructions in the form of self-guidance
while performing the task in order to overcome any possible mediation
deficiency; and 4) self-reinforcement. An example of this verbalization
follows (as self-verbalized by the E):

"Okay, what is it I have to do? You want me to copy the

picture with the different lines. I have to go slow and be

careful. Ok, draw the line down some more and to the left.

Good, I'm doing fine so far. Remember, go slow. Now back

up again. No, I was supposed to go down. That's ok. Just

erase the line carefully.... Good. Even if I make an error

I can go on slowly and carefully. Ok, I have to go down now.

Finished. I did it."

An error has been included, purposely, to demonstrate to the child how
to react to a mistake in performance.

In summary, "the goals of the training procedure were to develop

for the impulsive child a cognitive style in which the child could

size up the demands of a task, cognitively rehearse, and then guide
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his/her performance by means of self-instructions and, when appropriate,
reinforce himself" (Meichenbaum & Goodman, 1971, p. 11). Improved
performance in the self-instruction group was noted both immediately
and in a one-month follow-up.

Camp, Blom, Herbert and Van Doorwick (1976) devised an approach
to teach aggressive boys to self-verbalize while planning solutions
to problems. They were to ask themselves: "What is my problem? What
is my plan? Am I using my plan? How did I do?" A training manual
called Think Aloud was used in 13 sessions with aggressive second
grade boys. The program yielded significant differences in the subjects'
ability to be more reflective about their behavior as tested by the
Porteus Maze. The results also generalized to the classroom behavior -
the subjects became more reflective in their dealings with classmates.

Meichenbaum and Cameron (in Mahoney & Thoresen, 1974), in their
review of the literature on self-instruction, found that in the past
there was great emphasis on self-control and environmental consequences
of behavior. But little or no mention was found of how the subject
perceives and evaluates these consequences. They report: "Our research
on cognitive factors in behavior modification has highlighted the
fact that it is not the environmental consequences that are of primary

importance, but what the subject says to himself about these conse-

quences."

More recently, researchers have sought to influence what children
say to themselves about consequences. Spivack and Shure (1974) found
that children with behavior problems do not usually think of the possible
consequences for their behavior nor do they think of alternative options

for behavior. Spivack and Shure provided training in two types of
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social reasoning: 1) thinking of alternative solutions to simple
conflict situations with peers; and 2) predicting likely consequences
should the solution be put into effect. The training resulted in
significant and enduring positive effects on social behavior.

In summary, the task of self-instructional training has been
to achieve greater self-control over maladaptive behaviors. To accom-
plish this, maladaptive. behaviors that are habitual must be "returned
to a 'deautomized' condition; that is, the target behavior should
be preceded by deliberate cognitions" (Meichenbaum, 1977, p. 35).
Instruction in self-verbalization is designed to teach children to
think about the problem and its consequences before acting in order
to bring behavior under verbal control.

The following section of the literature review deals with obser-
vational learning and its role as an effective method of teaching

self-instruction.

Observational Learning and its Relationship to Self-Instruction

Observational learning is a vicarious process in which the behavior
of children (or adults) changes as a function of exposure to the actions
and consequences of those actions to others.

Bandura (1977) states that there are four sets of processes involved
in observational learning and performance. These processes are atten-
tion, retention, motivation, and motor reproduction. These are dis-
cussed below, with special elaboration upon the processes of retention
and motivation as being particularly relevant to the interests of

the present study.
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1) Attention - the perception of significant features of the
behavior to be learned - is basic to learning. People cannot learn
much by observation unless they attend to and perceive accurately
the significant features of the modeled behaviors. This process is
affected by such variables as whom one associates with, the inter-
personal attraction of those people, the value of the modeled behavior
to the learner, and the nature of the modeled behaviors themselves -
their salience and complexity.

2) Retention - the cognitive processes of coding and organization.
"Observational learning relies mainly upon two represen-
tational systems - imaginal and verbal. (a) Some
behavior is retained in imagery. Sensory stimulation
activates sensations that give rise to perceptions of
the external events. As a result of repeated exposure,
modeling stimuli eventually produce enduring, retrievable
images of modeled performances. On later occasions,
images can be summoned up of events that are physically
absent. Indeed, when things are highly correlated, as
when a name is consistently associated with a given
person, it is virtually impossible to hear the name
without experiencing an image of that person.... Visual
imagery plays an especially important role in observa-
tional learning during early periods of development when
verbal skills are lacking, as well as in learning be-
havior patterns that do not lend themselves readily to
verbal coding" (Bandura, 1977, pp. 25-26).

(b) The second representational system involves verbal
coding. Most of the cognitive processes that regulate behavior are
primarily-verbal rather than visual (Bandura, 1977, p. 26). In addition
to symbolic coding, rehearsal serves as an important memory aid.

Two elements that enhance cognitive coding or organization are

labeling and rehearsal. Studies of both children and adults show
that observers who code modeled activities with words or labels retain

behavior better than those who do not.
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For example, Bandura (1969) concludes that covert rehearsal or
practice is often as effective as overt rehearsal and is more effective
for highly symbolic tasks. Friedman (1972) in a study carried out
to enhance assertive behavior found that covert rehearsal was as effec-
tive as overt rehearsal. He also notes that rehearsal aided retention
of assertive behavior in a two-week follow-up, but adds that evidence
about maintenance of behavior is sparse.

Within the area of self-instruction, studies have attempted to
investigate the effect of rehearsal. Meichenbaum and Goodman (1971)
performed the following study. In one group, S's (subjects) were
exposed to an E (experimenter) self-verbalizing while performing a
task. They were then allowed to rehearse those self-verbalizations,
first overtly, then fading to covertly. In another group, S's did
not self-verbalize, but were instructed only to imitate the task.

In the third group, S's observed the E perform the task and then were
given the opportunity to perform it themselves. The E's instructions
in this group were directions such as go slow, be careful, look care-
fully, but the S's were not trained to self-instruct. The researchers
found that overt and covert rehearsal of self-instruction skills im-
proved the child's performance on the modeled task compared to no
rehearsal.

Bandura, Menlove, and Grusec (1967), concurring with these results,
found that 6 - 8 year-olds who were instructed to verbalize every
action of a model as it was being performed, later imitated the model's
behavior more accurately than those who watched the model without
self-verbalization. Based upon the above findings, it seems safe

to conclude that asking children to rehearse self-verbalization while
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watching or after watching the model can be an effective method of
enhancing the probability of imitation.

The evidence supporting the use of rehearsal would suggest includ-
ing a coding element in teaching strategies which utilize observational
learning. For this reason, it has been included within the instruc-
tional unit in the present study. Other elements which are also preva-
lent in observational learning are feedback and self-correction. These,
too, are included in the proposed teaching strategy for the present
study.

3) The third component is motor reproduction - converting symbolic
representation into action. It is here that self-correction and feed-
back play an important part. Rarely on a first trial do people per-
fectly imitate a behavior they have seen modeled. It is through feed-
back and self-correction that people achieve a closer approximation
of the behavior.

4) The fourth element is the motivational process. People do
not enact everything they learn. Bandura has asserted that people
are more likely to adopt modeled behavior if it results in outcomes
they value than if it has unrewarding or punishing effects (Bandura,

1977, p. 28). It is this vicarious reinforcement which creates the

desire to imitate behavior.

However, as stated earlier, if imitation of the modeled behavior
does not result in the same outcomes as those experienced by the model,
the observer may become frustrated and "give up." This has been termed
the expectancy-frustration hypothesis.

Research investigating this hypothesis has sought to study the

effects of manipulating the percentage of vicarious reinforcement
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upon (1) imitation and (2) extinction of imitation of modeled behavior.
Traditionally, these studies have compared two or more groups which
view models being reinforced at varying percentages of reinforcement.
One group will view a model reinforced 75% of the time, while the
other group will view a model reinforced only 25% of the time. As
stated above, the effect upon either imitation or extinction is the
dependent variable. ‘

Six of the studies reviewed (Chalmers, et al., 1963; Bisese, 1966;
Marston & Kanfer, 1963; Mausner & Block, 1957; Rosenbaum, et al.,

1962; Rosenbaum & Tucker, 1962) investigated the effect of vicarious
partial reinforcement upon imitation. They manipulated the percentage
of vicarious reward of the modeled behavior. All subjects received
some vicarious reward. All studies reported increased imitation as

a function of increased percentage of reward. This would indicate
that observers who viewed a model being reinforced 75% of the time
would thus exhibit a higher rate of imitation.

These studies which have investigated the effect of varying the
percentage of vicarous reinforcement upon extinction have produced
conflicting results. (Extinction has also been defined as persever-
ance in performing a task in the absence of reinforcement.) Lewis
and Duncan (1958) and Thelen and Soltz (1969), and Paulus and Seta
(1975) found no difference in extinction as a function of percentage
vicarious reward. Bisese (1966) and Rosenbaum and Bruning (1966)
found that high percentage vicarious reward observers showed greater
resistance to extinction than low percentage vicarious reward observers.

Three other studies, however, have demonstrated contrary results.

Berg (1971), Berger and Johansson (1968) and M. L. Hamilton (1970)
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found increased resistance to extinction as a function of decreased
percentage of vicarious reward. The subjects in the relatively unsuc-
cessful model condition generally completed more trials than those
in the relatively successful model condition. These latter conclusions
support the expectancy-frustration hypothesis.

Support for this hypothesis also may be found in the area of
persuasion: research on the effects of one-sided versus two-sided
messages. Hovland, Lumsdaine and Sheffield (1949) and Lumsdaine and
Janis (in Hovland, Janis & Kelley, 1953) examined the effectiveness
of presenting the two sides of a question as opposed to only one.

Both sets of researchers found that the person who has been exposed

to both the positive and negative sides of an argument, has, in effect,
been "inoculated" against the negative arguments when they subsequently
appear. She/he is less likely to be influenced by those arguments

than someone who has only been exposed to the positive side of that
argument. If a person has only heard one side, his/her opinions tend
to be swayed back by the valid, negative arguments when they subse-
quently appear.

What are the implications of the results, regérding sidedness
of arguments, applied to the vicarious partial reinforcement effect?

If the modeled behavior involves attitude change as in the present
study, this research seems particularly applicable. When an observer
has viewed a model who is partially reinforced for displaying a behavior
consistent with a certain attitude, as opposed to a model who is con-
sistently reinforced, she/he may not be as inclined to discredit the
"message" when and if she/he subsequently fails in attempts at imitation.

In effect, she/he has been "inoculated" against failure and may be more
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willing to persevere even though she/he has experienced negative con-
sequences. She/he is already familiar with the negative point of
view (failure) and has been previously led to a positive conclusion
in a context of presentation in which failure was in evidence.

To summarize these four sets of processes and relate them to
the present study, it would appear that an effective instructional
unit which utilizes observational learning should contain:

1) directions regarding the significant features of the

modeled behavior;

2) a coding element in which observers are requested to

overtly and covertly rehearse the modeled behavior;

3) self-correction and feedback;

4) a motivational element consisting of the modeled

behavior resulting in at least some but not all
positive outcomes.

In summary, the three bodies of literature reviewed here provide
the background for the present study. Related curriculum intervention
strategies were discussed to provide an understanding of what has
been done in the field. A number of studies have demonstrated that
self-instruction can be an effective method for learning new patterns
of behavior in attaining greater self-control over one's life. Further,
observational learning can be an effective means of learning self-
instruction. On the question of vicarious reinforcement, it may be
more probable that perseverance at a task can be maintained by pre-
senting an observer with a model who elicits both positive and negative
outcomes through his/her behavior, although the results regarding

these questions are divergent.
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Research Questions

Based upon the preceding literature review, the following research

questions are to be addressed in the present study:

1. Will varying the percentage of vicarious positive rein-
forcement have an effect upon the use, reasons for use,
and content of self-verbalization in making decisions?

2. Will varying the percentage of vicarious reinforcement
have an effect upon preference for participation in
activities other than television viewing?

3. Will varying the percentage of vicarious reinforcement
have an effect upon selection of activities to achieve
goals?

4. Will varying the percentage of vicarious reinforcement
have an effect upon advocacy and reasons for advocacy
of another child's (a) use of self-verbalization and
(b) selection of certain activities?

5. Will varying the percentage of vicarious reinforcement
have an effect upon the number of hours spent in certain
activities?

6. Will varying the percentage of vicarious reinforcement
have an effect upon the frequency of use of “conscious"
reasons for viewing or not viewing television?

7. Will varying the percentage of vicarious reinforcement
have an effect upon recall of the self-verbalizations
used by the model?

The specific hypotheses and statistical analyses conducted will

be outlined in Chapter III.



Chapter III
METHODS AND PROCEDURES

Introduction

The chapter on methods and procedures consists of five sections:
population and sample, design, treatment, instrumentation, research
questions and analysis procedures. The first section describes the
population and sample and the selection procedure for this study.

The second section describes the design and addresses issues of inter-
nal and external validity. The third section describes the treatment
(the instructional unit and validation procedures) and its adminis-
tration. The fourth section includes instruments used to measures

the dependent variables as well as a discussion of reliability and
validity. The final section identifies research questions, hypotheses,

and analysis procedures.

Population and Sample

Population
The theoretical population for this study was third grade elemen-

tary school children. The students in the study were third graders,
residing in Haslett,Michigan, a small community near East Lansing. The
children in this school district represent variant economic and racial

backgrounds.
37
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Sample and Selection Procedure

The sample consisted of 66 third grade pupils from three class-
rooms within three Haslett schools. Figure 1 represents the schools,

classrooms, and number of students used in the study.

Class 1 (Control Group) Class 2 (T]) Class 3 (Tz)
ny = 20 n, = 21 n, = 25
Ralya School Murphy School Wilkshire School

Figure 1. Classes, schools, and number of children per class.

Principals from Okemos (a small community near East Lansing) were
contacted by telephone to request the use of their teachers and students
for participation in the study. Three classrooms were requested for
the study. When it was learned that Okemos had only two classrooms
available, the researcher decided to use those classes for a pilot
test and the three classes from Haslett for the experiment.

The principal selected the classrooms for the study. A planning
meeting was then held among teachers, principal and the researcher
to arrange the schedule.

At the time of data analysis, 10 subjects had been dropped from
the sample because of absenteeism. The resulting sample size analyzed
was 56, as follows:

Class 1 = 20 Class 2 = 18 Class 3 = 18
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Design

The present study is essentially a quasi-experimental design

with two treatment groups and one control group, as shown below:

Class 3 0] X 0, 0

3
Class 2 0] X 02 03
Class 1 0] 02 03

Intact classrooms were assigned to treatments. The X's represent
exposure to the experimental variable (percentage of vicarious rein-
forcement), 0, is the pretest, 0, is the immediate posttest (three
days following the end of the instructional unit), and 03 represents
the delayed posttest (three weeks following the end of the instructional
unit).
The variable matrices take the form of a two-way repeated measures
design, having two factors:
a. The Design over Measures factor: the point in time of
testing (pre-, post-, delayed posttest)
b. The Design over Subjects factor: the percentage of
vicarious positive reinforcement (100%, 50%, and the
control group, which received no treatment).
Two variable matrices (see Figures 2 and 3) were constructed
to display the varying points in time of measurement depending upon
the dependent variable being measured. Twelve dependent variables
were measured at all three points in time. Figure 2 represents the

variable matrix for those 12 variables.
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(Design over Measures)

Point in Time of Measurement

Pretest

2+ -

. v

12

v

Posttest 1

] L] . .

.V

12

Posttest 2

v] Ll . . L] V]Z

G**

G, *k*

1

*50% positive consequences, 50% negative consequences
**100% positive consequences

***Control

Figure 2. Variable matrix for variables 1-12.

Number of Factors in Design over Measures - 1
Number of Factors in Design over Subjects - 1

Vi =
Vp =
V3 =

< <
N O o
n n ]

-
w
n

recall of self-verbalization
use of self-verbalization

reasons for use or non-use of self-verbalization

content of self-verbalization
advocacy of self-verbalization
advocacy of selection of TV or alternative activity

reasons for advocacy of self-verbalization
reasons for advocacy of selection of TV or selection of alternative

activity

Levels in Factor 1 - 3
Levels in Factor 1 - 3
Variables/Measure Point: 0] = 11, 02 = 12, 03 = 12.

preference of anti-social TV versus alternative activity

preference of pro-social TV versus anti-social TV

preference of TV versus alternative activity

achieving goals

= selection of TV viewing or alternative activities as a means of
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Three other dependent variables, those related to actual time spent
viewing television and reasons why viewing occurred, were measured
only twice, at points 01 and 03. Figure 3 represents the variable
matrix for those three variables.
The design was considered quasi-experimental because the subjects

were not randomly assigned to the experimental and control groups.

Threats to Internal Validity

Six potential sources of internal invalidity are controlled for
by this design: history, maturation, testing, instrumentation, selec-
tion and mortality (Campbell & Stanley, 1963). Only if there was
an interaction between any of these variables and the selection differ-
ences that distinguish the experimental and control groups could one
hypothesize that pretest - posttest gain might not be explained by
the treatment effect. Campbell and Stanley (1963) stated that in
general such interactions are unlikely. There are, however, situations
in which interactions might occur. The experimenter must recognize
that any distinguishing features which exist for the experimental
groups may interact with these variables. An example of th<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>