Notes an Caosu~tion C,as~

Don Pugh

for Dr. Noel Howieson

My thanks to John Thompson, School Psychologist at Rossmoyne Senior High School for his assistance .

,

Tame of Contents

LIntroductian ............... ........... ........................... ............ . ..................................................... ...............1
Ll (man Prooesses ............................................. .. . ................................................ . . ..........1
2. The Beferral Could the referring person have g~ moss infa~an? .................................3
tuon................................... .................................... .................... .....................5

3. Pre.~ary Inv

4. DiaBoosis: Literat~n~e $eview an Conduct Disorders ............................ ....................-.........-.........5
4.1 The Ch6d as the Prohtiem: Besearch into Conduct Diso~+deTS ...............................................5
42 Instruction as a Cause af'Canduc tDisardes............... .............................. ............- .......-- ........8
~s ofDisruptive Behaviour ............ ............................................. .....................10

4.2.1(~ar~rcte

4.22 Bde ofthe Peer Gro~up....................................... ...................... ...................... .......................11
42.3

. . . . . .. . . . . . . . . . . .. . .. . .11
Ham Curricutum. . . . .. . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . .. . .. . . . . . . . . . . . . . . . . . . . . . .

42.4 Effect ofSuspe~an ........................... .. ............................................... ... ...............................12
5. Assessment ................................. . .................................. ............... .......................................... ........13
5.1 Fresmtatian of Data .......................................... . . ............................................. .......................13
52WhatWasMast Useful?...................................... ............................................. ........................15
5.3What Mare Could BeDane

m Assessment With UnF®ited Time? ...................................... .16

& Haw Wasthe Case Cam (~tialogy) .............. . . ............................................. .......................18
6.1 What Wera the Calm as Pesoeived by the SrhooL~ .............................................................18
6.2.1 Family Caoflict ................ .. . ............ ....................................... ........................................... ......20
622 ~Y Life Ev~ts............ ... ..................................................... ............................................ ...20
62.3 Te~eram~t ............ ............................. ............................. ............................................ ......21
62.4 A Behaviaaal VLew: Modelting ....................................................... ......................................22
62.5 Peen ~ and School Factara .......... . . .... . .................................................. ........................22

1

~+.~..~1 .~ .! 2,
1 . ~ ii
;~V

.
r . ~',.
tT .

i~...

L. s r~: ~ : . yr

~`:~ 7

d,.~ ~. :/' e.

f

l

~ °a

t.. A

t_

r'

l~.,l ~. rw- ~~

~

. ' t.

............................................. ... ..... ................................... ........................... . ...... ..........22

7.

.................. ......... ... .... ........ . ........................ .............................. . ...... ...... . ...22

7.1 S~
72 Other Pass~le

and Batia®ales ............. ........................................ ... . ..... ...........25

72.1 A Home School B+emfae+aeme~t Fragramm~e............ ............................... .. ..... .....................25
722 Traio~ AFam~1y Ap~o®ch......... .............................. .... ... ..... ...... . .................. ....................29
8. Cam~o~ ....... . ...................................... ........................... ............ . ...... ..... ... ....................................32
.................................................................................. . ...... .... . .. .....................................34

9.

72.3 TraiorogT~s inBehavi~al Interv~ion intLe C~a~^oo~a ........:........................... .39
72.4

at aGaricular hevel ............................................... . ...... ..... .. ..........................41

72.5 Alte~m¢ the School Pastoral Care Prop,~amme ..... ........ .... .... ................. ......................-......43
72.6 I~erventuon at the Individual hevel......... .. ...... ..... ..............................................................43

Lirrtroduction

This assignment investigates the issues of classification and suggests major categories for description of people who demonstrate emotional and behavioural disorders. It follows a case classified as socialined conduct disorder through the steps of a generic consultation model as used by the psychologist at
Rossmoyne Senior High School .

At each step of the model, research has been undertaken to widen the scope and increase understanding of available alternatives . This research includes both the theories related to conduct disorders
and interventions for dealing with conduct disorders. Some reference is made to the relative efficacy of
the suggested interventions.

The steps of the model include the referral, the preliminary investigation, problem definition,
assessment procedures, etiology, and intervention .

L1

Processes
The choice of a way to name and classify the area of behavioural and emotional disorder is based

on a number of criteria. These criteria include the reliability and validity of the classification, completeness, parsimony and exclusivity . These factors will be used to justify any choice of classification.

Research by Epstein (1985) using factor analysis of the Behaviour Problem Checklist suggests
that two dimensions of psychopathology exist; personal disturbance and environmental conflict . Factors
for personal disturbance include conduct disorders, socialised delinquency, anxiety-withdrawal, attention
deficit and inadequacy-immaturity.

The validity of this classification is supported by Quay and Werry (1979) who also suggest four
very similar broad dimensions which result from factorial analysis of many children's behaviours . These
are conduct disorder, anxiety-withdrawal, immaturity and socialised-aggressive disorders. A wide variety
of labels are attached to these conditions, but briefly these characteristics as suggested by Knopf (1979)
predominate . Conduct disorder includes undersocialised aggressive and non-aggressive conduct disorder
and socialised conduct disorder. Conduct disorders involve fighting, disobedience, attention seeking and
selfishness beyond ordinary mischief. Socialised conduct disorder is described by the Diagnostics Statistics Manual (DSM-IIn (Knopf, 1979, p. 38) as : "involvement over at least four months time in a pattern of
anti-social behaviour involving either group fighting, petty thievery, minor vandalism, ...[or] group stealing, burglary, larceny, or assault. There is evidence of some dependable and lasting attachments and ageappropriate relationships with some persons.... There is the presence of impairment in social relationships
in the family and in school, as well as impairment in age-appropriate responsibilities at home and school"

Anxiety withdrawal refers to shyness, low self-concept, or aloofness. Immaturity is an inability to
meet demands through inattention or day dreaming. Lastly, socialised-aggressive disorders refers to
delinquent or truant behaviour. Hyperactivity itself is another disorder which may be associated with any
of these classifications .

The advantages in using these labels include parsimony. They represent the fewest labels to
embrace a multitude of symptoms. Statistical analysis suggests the independent or exclusive nature of
each dimension enhancing the validity of the label and reliability of different observers agreeing on the
classification. The labels are complete in their identification of most behavioural and emotional disorders.

In all cases, to be classified as abnormal, Knopf (1979) affums that the behaviour must defy cultural and developmental norms, cause discomfort to the client and therapist due to frequency, intensity
and duration and demonstrate some deficit in cognitive, emotional or interpersonal functioning.

The validity of this classification is supported by Quay and Werry (1979) who also suggest four
very similar broad dimensions which result from factorial analysis of many children's behaviours. These
are conduct disorder, anxiety-withdrawal, immaturity and socialised-aggressive disorders. A wide variety
of labels are attached to these conditions, but briefly these characteristics as suggested by Knopf (1979)
predominate. Conduct disorder includes undersocialised aggressive and non-aggressive conduct disorder
and socialised conduct disorder . Conduct disorders involve fighting, disobedience, attention seeking and
selfishness beyond ordinary mischief. Socialised conduct disorder is described by the Diagnostics Statistics Manual (DSM-III) (Knopf, 1979, p. 38) as: "involvement over at least four months time in a pattern of
anti-social behaviour involving either group fighting, petty thievery, minor vandalism, ...[or] group stealing, burglary, larceny, or assault. There is evidence of some dependable and lasting attachments and ageappropriate relationships with some persons.... There is the presence of impairment in social relationships
in the family and in school, as well as impairment in age-appropriate responsibilities at home and school."

Anxiety withdrawal refers to shyness, low self-concept, or aloofness. Immaturity is an inability to
meet demands through inattention or day dreaming. Lastly, socialised-aggressive disorders refers to
wdelinquent or truant behaviour. Hyperactivity itself is another disorder which may be associated with any
of these classifications .

The advantages in using these labels include parsimony. They represent the fewest labels to
embrace a multitude of symptoms. Statistical analysis suggests the independent or exclusive nature of
each dimension enhancing the validity of the label and reliability of different observers agreeing on the
classification. The labels are complete in their identification of most behavioural and emotional disorders.

In all cases, to be classified as abnormal, Knopf (1979) affirms that the behaviour must defy cultural and developmental norms, cause discomfort to the client and therapist due to frequency, intensity
and duration and demonstrate some deficit in cognitive, emotional or interpersonal functioning.

2. The Beferral: Cold the rc~errn0g permshave given more infarmettion?
The case that I am reviewing is one classified by the school as a disruptive underachiever. Daniel
entered Rossmoyne High School from outside the District as a special language student in 1988 . The
School teaches French, German and Chinese and attracts bright, motivated high achieving students who
study languages together . In year 8 language students study any two foreign languages. Students of
average ability in that academically oriented, highly motivated and hard working class generally achieve
highly because of the high expectations by teachers and self-fulfilling prophecy effect attached to the class.
Teachers know that the students in the class are bright, hand-picked and high achievers.

It was not known whether he wanted to enter the programme. Was he forced to do so by his
parents. The boy was weak in language, but registering in this programme gave him access to a'high
prestige' academic school from outside its normal boundaries .

Schmidt and Medl (1983) distinguish between counselling and consultation. Counselling involves
direct services to the client. Consultation involves accepting a referral and working in a triangular rela.tionship. This case was a consultation case involving a referral

Initially information was collected on the boy by the year coordinator eachyear from year 8
because of his poor school performance. The boy was referred by teachers to the deputy principal in
charge of discipline because of disruptive behaviour. She met with the school nurse and school psycholo
gist weekly to discuss problem cases. At a meeting she involved the school psychologist in the case to
decide on a course of action.

Informally the school psychologist was involved by teachers who registered their opinion on the
child and ask for feedback.

Information available described how the student was disruptive and underachieving (i.e. doesn't

do homework, lazy) rather than listing specific behaviours and discussing why the problem existed.
Meetings clarified the reports to suggest a discipline problem which was normally handled by the deputy
principal female.

Some information which appeared to be lacki_n~ for the referral but which might be gathered by
the school psychologist is listed below.

2.1 To what degree was the boy intelligent? IQ or standardised test results were not readily available . Because the boy had been accepted'for special language ability, it was stated that he would have
been tested for IQ, English and language ability and would have scored at average or better level to have
been approved for the programme. Yet it appears that the question of underachievement due to lack of
intelligence or an inability to handle the subject matter has not been examined as closely as it could have
been.

2.2 Where were the specific academic weaknesses? A review of class workbooks, tests, worksheets would indicate the degree of understanding in subject areas.

2.3 To what extent had the boy been forced into a highly academic situation which did not meet
his needs and interests? The boy's attitudes, perceptions of his courses and his interests were not available .

2.4 To what degree are teachers teaching at his level and is he understanding what is being
taught?

2.5 What were his parents intentions for the boy?

2 .6 When did disruptive behaviour most often occur? What were the antecedents and consequences of such behaviours?

The guidance officer interviewed the boy on two occasions. The boy was not viewed in the classroom situation. Discussions occurred with the boy's teachers, year coordinators, deputy principal and the
boy's parents.

4. Diaper Literet~n~e Review on Ca®duct Disorders
The boy was diagnosed by the school as a disruptive underachiever. The naming of the case
appears to have been on the basis of the teachers and deputy principal's assessments of how the boy
performed in relationship to school standards and his peers.

~1 The (~'ld as the Problems: B+eseamh into Conduct Disorders
In assessing the student, the classification of conduct disorder is useful Conduct disorders often
sub-divided into aggressive or non-aggressive conduct disorders encompasses a range of undercontrolled
behaviour disorders. Two other types of conduct disorders include socialised and undersocialised conduct
disorders.

Stewart (1985) has indicated that students with a diagnosis of aggressive conduct disorder were
best identified by the occurrence of symptoms in three areas: aggressiveness, antisocial behaviour, and
egocentricity. This formula succeeded in accurately diagnosing adolescent patients . The anti-social and
ego-centric behaviour do not fit Daniel.

Kelso (1986) found that the more symptoms a student had, the greater the likelihood that a
conduct disorder would persist. Among the predictors of persisting conduct disorder were a variety of
antisocial or aggressive symptoms, including fire setting, early age of onset, and family deviance. These
factors do not fit Daniel's case .

Sovne (1986) notes that disorders in which aggression is a by-product or secondary feature include
schizophrenia, mania, agitated depression, and generalised anxiety. Disorders in which it is a primary
feature include undersocialized aggressive conduct disorder, and socialised aggressive conduct disorder.
Raine (198'n associates both conduct disorders to an external locus of control, suggesting a lack of internal
motivation and lack of self-attribution of suceess and failure.

Socialised conduct disorders refer to delinquent acts accomplished with peers. Bear (1989) suggests that maturity of sociomoral reasoning was marginally associated with socialised aggression as compared with under-socialised aggression.

Undersocialised conduct disorders refers to delinquent acts committed alone, with no concern
about how such actions affect other people.

Hollander (1985) found that the diagnosis of undersocialized conduct disorder was significantly
,associated with borderline IQ . Undersocialized conduct disorder and conduct disorder with personality
disorder were significantly associated with violent crime. Merskey (1989) found that boys with underso
cialized conduct disorder with serious aggressive behaviour most omen came from intact families. Recent
loss of a parent seemed to be related to a combined diagnosis of depression and conduct disorder .

Offord (1986) has collected data on conduct disorder or antisocial behaviour disorder. The overall
rate of conduct disorder in schools was five ad a half percent. Boys had higher rates than girls. The majority of conduct-disordered students were identified by only one source, for example, parents or teachers,
and seldom by both sources. Among the sociodemographic correlates, being on welfare and living in subsidised housing were most strongly related to conduct disorder.

Research by Stewart (1985) indicates that boys with Aggressive Conduct Disorder account for at

least one-third of the admissions to American child psychiatry clinics; in such clinics the ratio of boys to
girls is about four to one. Correlates of Aggressive Conduct Disorder which were identified included a
combination of overactivity and inattentiveness, rejection by peers, chronic sadness, lack of self-esteem,
and cognitive handicaps. The age, sea, and socioeconomic status of Aggressive Conduct Disorder patients
seem to have little effect on their clinical picture. Research indicates that the age of onset is between one
and five years. Children with conduct disorders persist in having problems (e .g., antisocial behaviour) in
adulthood.

Conduct disorders are labels based'on judgments by a school and may clearly vary on the bases of
the latitude of school tolerance. What may be bad for one school may be considered as normal behaviour
in another. Herbert (1978, in Davidson & Neale, 1986) defines conduct disorder as having higher frequency and intensity than normal behaviour.

Most conduct problems do not receive treatment(Davidson & Neale, 1986) .

Hutton (1985) has found these reasons for referral of students to psychologists. The most frequently stated reasons for referral were poor peer relationships, frustration, below academic expectations,
shy and withdrawn behaviour, fighting, refusal to work, and short attention span . Referral reasons pre
sented by classroom teachers corresponded to the four major characteristics of behaviour disorders:
conduct disorders, personality disorders, inadequacy/immaturity, and socialised delinquency. Most referrals corresponded to reported behaviours representing conduct and personality disorders.

Williams (1974) has identified seven major categories of misbehaviour commonly identified by
teachers . These included morality violations, transgressions against authority, violations of school regulations, violations of classroom rules, violations of work requirements, diflaculties with other children and
undesirable personality traits .

Generally teachers diagnose disturbances which are disagreeable. Items represent undesirable

behaviour rather than what a student fails to do . Consequently items referring to social and emotional
adjustment not affecting the school are leR out. For example, shyness, dependency, and retirement are
forgotten. Disruptive students are the ones to receive school attention.

Teachers reactions to behaviour problems are determined in direct relation to the effects on the
behaviour on themselves.

My assessment ofthe student's classification is socialised conduct disorder. The boy is involved
with peers in his disruptive behaviour and is social and talkative in nature . The label is used relative to
the frequency and intensity of behaviours ofhis middle class academic peers at Rossmoyne High School,
since Daniel's actions may appear to many as typical student behaviour at high schools classified as
disadvantaged by the Education Department .

42 Insfruct~on as a Cause of Conduct Disorder
The instructional situation represents the opposite face of the diagnostic coin. Bandura (1978, in
Ysseldyke, 1987) suggests that behaviour is determined by continuous, reciprocal interaction among
beha~-ioural, cognitive and environmental factors. Outcomes are determined by the instructional environ
ment as well as student characteristics. Accurate conclusions about the learner may only be reached by
reviewing the instructional process first.

Anastasi (1976) suggests that behaviour depends on the interaction of the person and the situation. Different situations lead to different responses. Mischel (1969 in Alessi,1990) has presented evidence that behaviour disorders are influenced more by situational factors than trait or personality factors.

Gorton (1977) warns that misbehaviour by students is most likely correlated with learning problems which may not be addressed in the instructional environment . Students with learning disabilities
like Daniel who fail tend to be frustrated and to express their emotions by misbehaviour. Boredom may

prompt development of learning difficulties .

Williams (1974) comments that children cannot learn effectively if they are frightened, bewildered, angry or bored. Often these states are a result of the syllabus. Competition for marks damages
the personal worth of those who don't succeed. It often leads to caring too little as a defense from anxiety
and caring too much.

Sulzer-Azaroff & Mayer (1986) note that most educational evaluation is so concerned with the
group that the individual "has been lost by the wayside(p. 16)." In contrast they recommend a behavioural
analysis that looks at the performance of a student in relationship to his environment.

Williams (1974) comments that a commonly held view is that school maladjustment is found in the
individual and stems from relations with the family in the first five years. This view suggests that students
be referred to specialists to isolate deficits causing behavioural problems. School stresses are seen to
trigger this hidden disturbance.

His research indicates that the situation has often initiated or maintained student behaviours.
Remedies directed at alteration in the school environment frequently lead to complete disappearance of
maladjustment(p. 130) . Frequently, uncongenial teachers and overly difficult school work were the cause.

Teachers usually identify extroverted aggressive self-assertive students as maladjusted. Usually
the maladjustment is built up over years due to mental conflicts or a sense of inferiority .

Galloway (1982) found that chances of suspension of disruptive students is influenced as much by
school policies as by the characteristics of the student himself.

4.2.1(~aracb

a£DiarupFive Bebavyo~

Galloway (1982) quotes research that disruptive students are less likely to benefit from counselling or talk treatment than withdrawn children. Yul (Galloway,1982) suggests seven issues for handling
disruptive behaviour.

1. Aggression is a behaviour not a personality characteristic which must be viewed in context.

2. Aggressive behaviour is a intense form of normal behaviour.

3. The response to aggressive behaviour reinforces it .

4. Changing behaviour in one setting may not improve behaviour in another setting.

5. We must not only teach pro-social behaviour but also inhibit anti-social behaviour.

6. Treatment begins~with a behavioural analysis of all the actors and how they interact.

7. Behavioural treatment requires knowledge of student needs and motivations.

This must be

related with teacher objectives and methods, social interaction in the school and classroom, intelligence of
the student, and background factors affecting his attitude.

Behavioural modification techniques may be overemphasised at the expense of behavioural analysis(Galloway, 1982). Schools with low exclusion rates have more students which feel that at least one
teacher was interested in them than schools with high exclusion rates.

10

422 $aie ofthe Peel Group
The school's response to disruptive behaviour may confirm the student's status in an anti-authority subgroup and his self-image as a member of one. Psychologists including Heider, Kelley and Newcomb
(Davidson, 1986) suggest that similarities attract, particularly amongst individuals who have a common
perception of the school. Commonly, low achievers perceive themselves as a separate group with common
characteristics and are attracted to other students with similar characteristics.
Everyone has a taxonomy ofgoals which includes a search for identity, affection, and expression.
The deviant group provides recognition and fulfillment ofthese goals for students who cannot gain recognition by achievement . This group rewards and reinforces failure and in doing so provides the individual
with the sense ofidentity, purpose, self-worth and achievement that the person is unable to achieve in
school.
Social behaviour is determined by exchange theory; being costs and rewards(Homans; Thibault &
Kelley in Davidson, 1986). Parties in deviant groups are rewarded for deviant interactions and consequently enjoy the company of other deviant members.
Consequently, there is a depressing inevitability in some students' progress as they receive reinforcemeat from deviant peers. Suspension is the ultimate accolade.
It is often the school itself and its instructional environment which may drive students tojoin
deviant groups. The school exerts an important influence on student behaviour by how students are dealt
with when they behave unacceptably.
4.2.3 H"~ Curricuhmn
Disruptive behaviour and the school response is determined by the ethos or hidden curriculum,
reflecting unwritten practices and attitudes. All schools occasionally face disruptive students. The preva-

lence of disruptive behaviour is not predetermined by social background . Policies, attitudes and practices
within the school exert a substantial influence. A good social climate ameliorates disruptive behaviour.
Some schools with a high number of disadvantaged students demonstrate cooperative relations between

V iVi

teachers and students.

The move is away from asking, 'what is wrong with this child?' Now the system is expected to
adapt to the needs of the disruptive student as well as the reverse.

42.4 Effect ofSuspmsiio~
When suspension from class is used, the technique may conceal underlying tensions. Subject
teachers have little inclination to play a role in the student's rehabilitation. Usually, the students are
backward educationally and have been failing academically . This implicates the curriculum and teaching
methods. Students who defy the system raise questions about the system itself. The longer a student is
out of normal class, the less incentive there is for the original teachers to prepare for his return .

A school's social climate is determined by the degree to which each child feels his diflsculties are
recognsed and his achievements valued. There must be a comprehensive understanding of each student
in which every child is recognised for some achievement and is valued as a person. Students must not be
pushed aside because they fail to achieve in the academic arena, since they possess other talents and
strengths. These need to be discovered and emphasised.

Schools tend to escalate problems by referring students to a senior colleague, leading to a confrontation between a head and the pupil. The form teacher and year coordinator who may know the student
may be bypassed.

When older pupils establish an educationally unsuccessful, anti-authority identification, this is a
problem of the school. It arises from a feeling that the school had rejected them, was making unreasona12

ble demands on them, or providing an irrelevant curriculum . Problems should be tackled through the
school ethos, policy and organisation as well as through the individual student.

Rutter (1978) notes that "single chronic stresses are surprising unimportant ifthe stresses really
are isolated." The child may cope with severe home stress , if he feels that at school his or her achievements are recognised by teachers sympathetically aware of the home stresses . Ifproblems occur at
school, teachers blame the home, but this factor is only half the story.

5- Aunt
5.1 Fre~ti~ ofData
Information for the referral is based on teacher report comments, student marks, information
from deputy principal, nurses comments and year coordinator surveys of subject teachers . There were
also interviews with the guidance counsellor . This information stretched over three years and may be
summarised as follows.

Daniel in grade 8, in 1988 was obtaining largely B's and C's, with two D's and no failures . Teacher's comments suggested that the student was capable but unmotivated and was wasting his talent . Some
stated that he failed to concentrate, daydreamed, failed to take care or to pay attention to detail. In the
language classes he was described as inattentive, disruptive, distractible and made little effort to learn.
The teacher wrote that he possessed a'don't care' attitude . In all areas, reports stated that homework
f

and assignments were not always completed .

In one class in 1988, he was noted as conscientious and worked well. He was often described by
teachers in 1988 as a likable talkative social student 'bright eyed and bushy tailed' with a sense of humour
who participated well orally, was popular and interacted well with other students . He passed his courses
in 1988 .
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In year 9, in 1989, teacher comments became more pejorative. He was seen as insolent, lazy,
flippant, defensive, aggressive, underachieving for his ability, and a boy who distracted others. Comments
stated that he was non-participative, coasted and not living up to expectations . He received 3 F's, and 4
D's.

Again in classes he liked, he was described as a polite and a consistent worker . He did well in
Maths making'good thoughtful contributions.'

InYear 10, during 1990, he was termed immature, disruptive, disrespectful, uncooperative, frivolous, defiant, insolent, negative, argumentative, acting out to disturb lessons, laughing or talking inappropriately. He was removed from a class for using his watch to shine the sun in other students' eyes. He
formed peer groups with other non-achieving disruptive students. , He was seen to be manipulative, a
dangerous influence on others, part of a pack, orgAnici ~ students to chant or hum in class. By July, he
had been removed from two classes and was working independently at the back ofyear twelve classes.
Ironically, one class from which he was suspended was Mathematics in which he had performed well in
"` 1988 .

Although not working, in some classes his behaviour was satisfactory. The YEO found his behaviour 'great' and he worked well.

~-ti c

He received 4 F's, and 6 D's in July,1990.

The guidance officer believes that the boy was "a negative personality" and had made a conscientious decision to give up. He was in a class of high achievers and was presented as consciously "swimming
against the tide," have consciously decided not to succeed unlike his fellow students. The boy was de
scribed as confrontative, lying, aggressive, and manipulative. He was a person who victimises other students by setting them up to take blame.
14

He has physically threatened other students . He was found at a school dance with a screw driver,
which he produced while verbally threatening harm to another student who had attended the dance.

He used fear to control others and was perceived as an anti-hero by failingyear 10 students . He
seemed to exercise a kind of power over others in his peer group to involve them in his disruptive students. He would mobilise them in advance ofclass to take part in preplanned disruptive activities which he
would orchestrate in class such as pencil tapping or object throwing. It was hard to identify the child as
culprit and others would take the blame. Daniel would be pleased when he had broken down the lesson
and aggravated the teacher.

He was described as a student "who would walk all over" teachers unless they were prepared to be
aggressive and tough with him. He doesn't follow teacher's directions and doesn't work unless they are
prepared to apply sanctions.

In an attempt at career counselling, the boy was belligerent and challenged the school psychologist's right to see him. He was negative, domineering, unhappy and constantly criticising even in noncontact time. He seemed to respond only to sanctions. When no audience was available, he worked quietly.
He sees the school staffas against him and feels he has been rejected by the school .

52 What Was Mast Useful?
Teachers comments in response to requests from the deputy principal were the most useful data.
They provided honest spec appraisals ofhow the boy behaved as opposed to the more general comments which appeared on the report forms. The school psychologist comments based on personal interviews with the boy and his parents suggested some reasons underlying the boy's behaviour and poor
progress.
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5.3 What Mare CouldBe Da®~e

m As

eat With Ud~ited Tone?

Focuses on strategies for the assessment of social function,ng in school-age children are reviewed
a ., r- .r
by Brent (1985) . He states that while the interview with the parent is of great diagnostii3 value, techniques for the direct assessment of the children are also important. Disorders are defined as a mismatch
between environmental expectations and the behaviour of the child. Conduct disorder is seen as an inadequate development of empathy and self-control. He urges observation of the child as useful in making the
diagnosis of conduct disorder, especially if the child is unaware of the observer's presence .

Alessi (1990) warns that verbal reports on personal behaviour are usually distorted. Global reports should be considered as conclusions rather than measures of behavioural occurrences. Sulzer-Azaroff (1986) suggest a process of behavioural assessment to diagnose the processes by which school products
are constructed such as work and subject habits. Instructional analysis is defined (Ysseldyke & Mayors,
198'n as a process to determine what aspects of instruction are inadequate, how it is inadequate and how
it may be corrected.

These steps in data gathering are recommended if time were available:

1. An interview with the student and academic testing of intelligence and a reading test is the first
step . Questions could include what the student needed to do on assignments, understanding of assignmenu, time given to complete work, expectations if finished work, neatness, homework expectations and
problems in study habits.

2. If possible, there should be interviews with teachers. Curricular questions might include how
instructional goals were individualised for the child, expectations of the child, planning of instruction,
instructional placement, homework completion, and evaluation ttechniques .

Information for developing testable hypothesis about factors contributing to the problem for a
16

behavioural intervention could also focus around these questions suggested by Marholin (1978) and Alessi
(1990) . What are the problem behaviours, when and where do they occur, and what variables influence
these behaviours? What happens before and after incidents to cause or reinforce behaviours? What
strengths does the child have that could be used to build a treatment programme? What aversive conditions are in the boy's environment? What reinforcers work with the boy? What conditions maintain the
behaviour? What methods and resources are available? What additional information is needed to make a
decision?

Marholin (1978) suggests a three stage interview with teachers. Stage 1 examines how the teacher sees the problem. Stage 2 explores consequences and antecedents of problem behaviours . Stage 3
explores behavioural strengths and reinforcers for the child.

3. Narrative recording of direct behaviour in a variety of classes should be considered . Data
should be collected unobtrusively and repeatedly, by writing down what occurs when it happens. Birnbrauer (in Marholin, 1978) and Alessi (1990) suggests a functional situational analysis ; that the information
would be analysed by sequence in four columns in terms of time, antecedents, behaviour and consequences. Information may then be analysed in context to discover contingent linkages amongst sequences
to determine why behaviours are maintained. Alessi (1990) suggests both micro or immediate contingencies and macro or longer term contingencies be included in such analyses. Also mete contingencies or the
rules under which Daniel operates need analysis to ensure that directives are realistic, realistic consequences follow, and immediate compliance is enforced .

Ysseldyke suggests that the information collected in the classroom may include student-teacher
interaction, student-curriculum match, peer relations, and classroom climate. The Teacher Instructional
System (TIES) (Ysseldyke, 1987) provides an instrument to describe the extent to which a student's
behavioural problems are a result of the instructional process.
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TIES assesses : instructional presentation, classroom environment, teacher expectations, cognitive
emphasis (knowing how to solve problems), motivational strategies, relevant practice, academic engaged
time, informed feedback, adaptive instruction, progress evaluation, instructional plaiining, and student
understanding. These categories are excessive and could be reduced to a couple key categories such as
engaged time and cognitive emphasis .

Recording must be specific, using behaviours which may be recognised with high reliability .
Frequency or event recording is useful such as instances of talking or out of seat behaviour. Time sampling is useful for attention using whole, partial, interval or momentary measurements.

Ten minutes of recording in each class is recommended by Alessi (1990) as a means to obtain a
broader systemic overview of the problem behaviour across settings and subject tasks. The object is to
discover which settings, subjects, group of peers and teachers increase or decrease problem behaviours.
Contingencies and systemic influences may then be examined.

Behaviour may be graphed as baseline data with the vertical axis showing rate and horizontal axis
!showing time. A broken line separates phases of treatment.

A problem behaviour for intervention should be clearly defined, based, Alessi (1990) on selection
of the most distressing behaviour, which is easy to change, and is a prerequisite to changing a range of
behaviours . General classroom compliance is an example.

6- Haw Was the Caee CausF:nied? (Et~)
6.1 What Were the Causes as Pee+oeived b9 the Schooi:~
The opinion of the Guidance Officer was that the boy had psychological problems . He was spoiled
by the mother at home . The family situation seemed to have conflict. The boy's mother may be catering
to him to help her survive an unsuccessful marriage . The boy could do no wrong in her eyes. The boy was
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described as spoilt, and having little regulation at home. The boy was seen as unwilling to work because of
his experience of consistent indulgence at home.

The father was more realistic and less emotionally involved but had overly high expectations for
the boy. It is not clear as to the relationship the father had with the boy.

The boy was the youngest child with two sisters who were described as delightful people and
excellent students who consistently performed well. The boy has been contrasted with the success of the
sisters. His inability to match their success is causing him to gain his identity through a negative role.

Consequently, he had fallen behind in his school work and had failed to learn appropriate study
skills . The school work was now beyond his abilities in year ten and he had given up trying or made a
conscious decision not to work.

The boy was presented as seeking revenge on teachers and on the school for his lack of success.
die feels that the school doesn't care about him and has failed him academically. He has retaliated by ~-~rejecting the school. This attitude has created a vicious circle reinforcing itself and leading to increasingly
negative views towards the school, towards teachers and towards learning.

The boy was also being reinforced in his disruptive behaviours by his peer group at school and was
organising this peer group to support his disruptive goals.

~.= ,,:-'

6.2 What Does Research Say About the Causes?

Conduct disorders may be intrapsychic, intrafamilial, caused by peer group interaction, or reactive
to the teachers, or school. It is difficult to disentangle these causes and to varying degrees all factors may
play a role. From the viewpoint of diagnosing behavioural problems in the student, these considerations
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are relevant.

6.2 .1 Fam1y Ca®tlict
Fendrich (1990) has noted associations between parents' poor marital adjustment, parent-child
discord, affectionless control, low family cohesion, and parental divorce and conduct disorders in a study of
offspring of parents with and without major depression. Family risk factors were more prevalent among
offspring of depressed parents. Risk factors were associated with major depression and were associated
with conduct disorder. Both parental depression and family risk factors were significant predictors of
conduct disorder.

6.2.2 F~9 Life Eveo~s
Deutsch (1989) has investigated the relationship between early life events and the socialised and
undersocialized dimensions of conduct disorder in male delinquents and their mothers. The mothers were
administered the Children's Life Events Questionnaire and the Developmental Questionnaire. Youths
were administered the Adolescent Parent Relations Scale. The undersocialized delinquents had a greater
number of stressful life events during their first four years of life than did the socialised delinquents .
Stressful life events during the second and fourth years were the most important predictors of membership in the undersocialized group.

Self-psychologists (Tolpin, 1978) emphasise the need for mirroring of grandiosity of the child, and
providing a basis for idealisation between the child's age of two and three years. Mirroring implies
empathy, attunement, and validation constantly demonstrated between the baby and significant care
giver. It involves naming objects, and expressing emotions . Idealisation refers to the child seeing a
x
cant other as calm and masterful, capable of providing protection and security.
,L1:~- . r y
V
,~ ~ t
Rutter, (1971) reports that conduct disorders are correlated with marital discord and breakdown
or a lack of cohesiveness . Conduct disordered children lack moral awareness and fmd anti-social acts to be
20

exciting and rewarding. Ryall (1974) reports that such acts are central to the self-esteem ofconduct disordered children. Frequently, early family life has been shown as deficit in installing a moral code. The
families fail to make consistent demands, fail to use sanctions consistently, induce anxiety and guilt, or fail
to use reasoning and explanation(Herbert, 1982).

62.3 T

Some psychologists (Chess & Thomas, 1977) see behaviour as influenced by relationships with the
nuclear family shortly after birth. Newborn babies have their own characteristics , differing one from
another in the responses they give in cuddliness, and manageability .

Limits are set in the potentialities, but relationships influence the developing personality. Early
relationships are important because they determine the widest range of future development. Subsequent
relations only act on the residuals ofprevious relations.

The nature of the individual reciprocally affects the relationships that a person enters and how
the person behaves. A dialectical interaction occurs between relations and personality.

In addition, other relationships may influence and be influenced by a dyad relationship . Cultural
norms or societal expectations also play a role.

Children with difficult personalities who fail to receive adequate parental support in the early
years may seek this attention as adolescents. Ifthey fail to gain it academically, they will seek it through
disruptive behaviours.
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s.2.4Aae~iou~atv~: M«

Aggressive behaviour may be learned based on consequences or observing the consequences on
others. Disturbed behaviour is not viewed as a result of a deeper psychological conflict. Rather, it is a
response to the environment. Events preceding the problem behaviour elicit it, while events following the
behaviour reinforce it. Acting up in class provides the student with attention, and the respect ofclassmates . Quietly working leads to being ignored. l:f he tries to participate by raising his hand, he may not
be called upon, because the teacher mistrusts him. The social environment reinforces bad behaviour and
fails to reward good behaviour.
Modelling, is imitation either ofaggressive parents or from television because observation has
indicated that these techniques do seem to work to achieve goals. Bandura and Waters (1959) found that
parents ofdelinquent children use punishment more frequently than rewards . Use of punishment and
violent aggressive behaviour is imitated by the children in their school relationships.
6.2.5 Pees Granp and Srhoai Factors.
The role ofthese factors in etiology has been discussed in Sections 4.2.
7. T~rventinn
The intervention process involves choice and rationale ofthe intervention, developing a detailed
plan, training all the participants in the plan, implementing, monitoring, fine tuning or tailoring, the final
evaluation ofthe plan and communicating the results of the intervention. Because a formal intervention
was not tried by the school, research into interventions generally is reviewed.
7.1 Se~oo1Intw~tion
The school is seeking general compliance by Daniel to school and teacher regulations and requests.
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The school psychologist consulted informally with teachers, then met with the boy under the
pretext of career planning in term 1. A career plan was drawn up with the boy. In term 2, the psychologist met with the boy again by asking the boy discretely to see him about his career plan . Daniel had
acted belligerently, by asking, "what am I doing here? I don't have to be here . You have no right to see
me." He was hostile. The psychologist feels that he was successfully manipulated by the boy's provocation.

Teachers had described him as having a personality problem, "having a chip on his shoulder" and
as anti-authority, and anti-police . Daniel hasn't responded to two interviews and has been placed low on
the list for further psychological intervention.

The school psychologist contacted the mother and suggested that the boy should visit a clinical
psychologist . The psychologist feels that he can only provide a bandage approach which treats the symptoms rather than the underlying issues . There is simply too much work and not the time available.
Parents would have to be seen four or five times to diagnose their situations and this could only occur
after five p.m. Although he has done this in the past, the child would need to be cooperative.

If the psychologist saw the parents, the psychologist would discuss issues such as the degree of
television watched, the degree that the boy helped around the home in an effort to force the boy to
assume more responsibility. The boy would need training in family and school routines . The boy would
also need to develop interests with the assistance and cooperation of the father.

The boy has been labelled with titles such as "nasty", and it has become difficult to identify specific
behaviours as opposed to labels. The school is playing a waiting game, hoping that the boy will not return
to school for year 11 in 1991 . Although the behaviour doesn't change, he does appear to respond to sanc
tions. Negative sanctions are being used to control his behaviour. The boy has been removed from two
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classes thus removing his audience to perform in front of. He completes his work for these classes at the
back of year twelve classes.

If he performs reasonably well in those classes, the school psychologist will try one more meeting
"to throw him a life-line."

The mother has mixed opinions . Firstly, she wished to attack the school on the grounds that noone has cared about the boy. For instance, she stated that the school did not give homework. This view
was held, although the mother had been called in each year to discuss the boy's lack of progress . Yet the
mother indicated that she didn't know what to do with him and can't control him with regards to his
behaviour. For instance, he goes out at nights as he sees fit. Parents indicated that he wasn't a bad boy
but the teachers indicated the opposite view.

The boy's parents lodged a complaint with the Ministry of Education. Ajoint meeting between
the boy's parents, deputy principal Jan Thompson, the year 10 coordinator, and the school and district
guidance officer Peter Simpson was held in the district office. The district psychologist has requested the
school guidance officer to avoid contact with the boy until further meetings with the parents were held.
Negotiations are now occurring between the parents and district psychologist concerning the future of the
boy in the school. The boy will need to start completing his school work. The boy has applied to return in
year 11.

The school psychologist feels that the child is lost academically because he is too far behind. He is
used to not working and has become comfortable with manipulating people to get his own way. The
psychologist is dubious that the school can intervene at this stage to help this boy. It was felt that the boy
would have more success if he left and moved to another school. He is associating with the wrong peer
group, and changing schools would resolve this issue.
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7.2 Other Porble I

amd

There is always limited time . Time would probably permit only one intervention being considered.
Recommended is the home-school reinforcement programme because of its ease of use and proven results.
This suggested intervention is described using the steps of the consultancy model. Other interventions
are described less completely in Appendix A.

7.2.1 AHare 3001 B+einfa~+om~nt Prag~amme
A) What Is This Programme?

The programmes generally operate in a similar way. Fairchild (1976) has created a list of desired
behaviours for a child which were rewarded with tokens each school period. Parents rewarded the tokens
nightly. Identification of target behaviours, conferences with the parents and mutual agreement on reinforcements were essential

The Doughertys (1977) recommend a report system for parents which offers reinforcers at home
`for constructive behaviour. The system focussed on behaviours such as talking in class, yelling and answering questions without perm ;cci on. Cards were rated daily by all teachers and signed by parents each
night. Teachers were instructed to explain their grades while parents were instructed on techniques for
giving praise and reinforcement. Areas examined included behaviour, school work and homework. After
one month reports were weekly.

B) Rationale:

A home school reinforcement system should be used because:

Programmes to involve parents in using positive rewards and to avoid rewarding misbehaviour are
often successful(Patterson, 1974b) .
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Fairchild (1976) found that the system improved communication with the parents, provided regular reinforcement and feedback to the child and reduced management time for the teacher.

Results of Doughty's (1977) programme were successful Parental attention and rewards promoted change. School-home relations improved . Problems were more easily spotted and parents were enlisted to assist in addressing them.

Ralph and Leach (1984) describe these advantages of a home school reinforcement programme.
Teacher involvement in terms of time and effort were low. The class routine was not interfered with . The
involvement of the school psychologist after initial contact was minimal. There was access to reinforcers
not available in the school.

The approach avoided teacher resistance to time consuming in class interventions which may be
unsuitable for older secondary school pupils .

Parents and teachers worked as collaborative problem solvers with the psychologist acting as a
consultant.

C) What Behaviours Are Addressed?

The behaviours identified by Ralph and Leach (1984) included not completing homework, not
paying attention and talking inappropriately. Blechman (1987) used the programme to improve academic
performance.

D) Detailed Steps in the Plan
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Blechman (1987) describes a school problem process which include parents, the school psychologist and any other interested person such as a deputy principal.

Steps in the programme listed by Birnbrauer (in Marholin, 1978) involved a) defuution of the
problem by discussion with all the boy's teachers to identify problem behaviours . Target behaviours and
priorities are set in the form of classroom rules.

Blechman (1987) has suggested a goal aimed at improving academic performance. This goal is also
needed for Daniel

b) The teachers were asked to set target behaviours by defining behaviours in observable or
operational terms, and formulating positively stated rules to rectify problem behaviours.

c) Hypothesis are stated about antecedent and consequent relationships which affect behaviour
and those conditions which might be changed to improve behaviour.

d) Teachers select a method ofrecording such as ticks against rules which were followed in class.

e) Teachers record the boy's behaviour for a week based on the rules to obtain baseline data.

f) The data is converted to a percentage rule following score and is graphed.

g) An intervention plan is selected. The parents agree to accept a daily report form, to add the
number ofrules checked, to award privileges earned, and to praise the child. The reports are returned to
the school weekly for evaluative purposes.

The programme was explained to the child and parents and rewards were negotiated. Marholin
(1978) suggests that rewards may be identified by asking the child, watching his behaviour for activities he
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enjoys and asking the parents to identify potent rewards and to use them. Rewards must be ethical, safe,
economical, can be given frequently and are controllable . The ef~'ectiveness of rewards depend on their
immediacy, frequency of response-event correlation, and degree of deprivation or satiation.

Blechman (1987) suggests that parents be trained in how to reward the child. A family conference
was arranged to negotiate a "good news" note agreement involving the parents rewarding the child for
bringing home a report that the child did well academically that day. A long term reward was negotiated
as well as daily rewards with solutions acceptable to everyone . They recommend the parents post a
reward menu. Special time with parents was an effective reward as suggested by the Premark or preferred activity principle. The agreement must be modified if any family member felt coerced. The parents
charted what Blechman (1987) calls the good news notes from the teachers and disbursed rewards.

Ralph and Leach (1984) noted that rewards were given by parents based on the boy not exceeding
numerical limits on the classroom rules broken daily and broken per week. A contract specified rules for
the programme was drafted mutually and was given to the boy, parents and school

Ralph and Leach (1984) describe their goal as being to improve in-class behaviour so schooling
could be completed. This goal would fit Daniel's situation. The boy would reach and maintain a *rn;rr,um
level of less than 10 violations per day for four consecutive weeks before the end of the current term, of
the current year.

E) Monitoring and Final Evaluation

For monitoring progress is charted each week by the parents and school psychologist and is
compared with the baseline data to determine changes.

Ralph and Leach (1984) used informal classroom discussions with teachers weekly to monitor the
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programme.

As reductions in rule violation occurred, the number of rules were collapsed to one (one or more
violations) . To obtain privileges the boy must receive a satisfactory report from an agreed upon number of
lessons daily.

In the second fading process the boy completed the form himselfthree days a week. The report
was then dropped.

Once the programme was working Blechman (1987) reported that good-news note days were
interspersed with regular non-evaluative days. The child was told that it was hoped that he would feel
good about succeeding, even though no notes were being earned . It was recommended to reinstate the
notes if performance declined.

At the end of the programme for the final evaluation, teachers reported for one week on all the
rules to provide follow up evaluative data.

F) Results of the programme are communicated back to those who had referred the child.

7.22

A Fam1y App~oerh

A) Principles

Blechman (1987) has expanded on this theme with a family skill training programme. This behavioural programme involves teachers and the family to confront problems, to treat them in context, and to
set developmental goals.
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The programme rests on teaching skillful behaviour to parents to combat problematic behaviour.
Parents are instructed in these behavioural principles reiterated below.

a) Children learn from observation, instructions and reinforcement. Punishment causes the child
to dislike the punisher and to avoid the punisher. Children learn to ignore low level punishment and to
respond only to severe punishment. b) Positive reinforcement works only when a child is rewarded for
skillful behaviour after it has been demonstrated. Social rewards such as attention, praise, affection, and
favourite activities are critical. Tangible rewards such as money should be used cautiously.

c) Suppression of the behaviours require timeout or withdrawal of positive reinforcement.

d) Many misbehaviours are maintained by positive reinforcement. Adults reward rule breaking by
giving attention. The children are unskilled at earning attention through good behaviour.

e) Rewards should be used to strengthen good behaviour and timeout or withdrawal of rewards to
control misbehaviour. Birnbrauer (in Marholin, 1978) describes the process as differential reward of other
behaviour.

fl Extinction involves allowing behaviours to occur while ignoring and failing to reward these
problem behaviours.

A rule is defined as a statement outlining rewards and consequences. Rules are negotiated by
teachers and the family and form contracts. Children need to understand the rules and consequences.
Rules should not be reiterated . Consequences should be provided if the rule is broken.

Threats indicate that adults are unwilling to allow children to experience the consequences.

Blechman (1987) suggests that parents who are competent tend to raise competent children.
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Sometimes parents need help to become competent. Less competent families fail to recognise behaviour
problems, do not work together to resolve problems, and implement solutions which do not satisfy everyone. Competent parents provide the right amount of age-appropriate control. Authoritarian parents tend
to produce aggressive children while laissez-faire parents produce immature, dependent children(Blechman, 1987). Alliances between the mother and child against the father ensures the child's indulgence.
Conflict between parents encourages child behaviour problems.

Troubled families are ignorant about how to change . The goals of a family meeting is to help the
family realise they need to change and how to go about it.

B) Methods

Psychologists would help families learn by using role play, instructions, and by reinforcing accomplishments. Selective attention is used to shape family behaviour and parents are encouraged to use the
technique with their children . Meetings involve the whole family. Disruptive behaviour is ignored or
~imeouts are called. Information is obtained in the first meeting. Complaints are recorded, Problems are
identified and causes discussed.

A contract is negotiated with parents for the format of future meetings. Activities may include
problems with assignments, or presenting new work modules.

C) Instruction Modules

Parent instruction modules first focus on assessment techniques, to permit collection of baseline
data on the child's behaviour in the home . Reasons for gathering the data, determining responsibility for
charting, dates for its completion, types ofdata, and a method for recording are resolved. Other topics
could focus on completion of homework, following instructions, and completing chores . Baseline data is
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collected to determine ifthe instruction for the family is needed.

The homework module focuses increasing time spent on homework and reading and reducing time
spent on TV. These recommendations were made . Remove TVs other than in family room. Limit use of
TV to certain programmes in the evening. Work to teach the child to read for entertainment. Make
reading important through visits to the library. Set a homework time and place. Ensure equipment is
available. Stay away while homework is being completed. Allow children to earn television time . Keep a
record ofgood homework hours when the child worked quietly and constructively.

A behavioural intervention model might examine ways that behaviour is reinforced by antecedent
and consequent events. Hypothesis are stated about relationships. These hypotheses are tested by altering events to determine their relationships on behaviour. Parents record observations graphically to
determine the success of spec changes.

By strengthening the skills of the parents in dealing with the child at home, particularly in relationship to completing homework, the boy's behaviour at school may also improve .

8. C~dusion
The boy was referred to the psychologist based on reports by teachers of disruptive behaviour.

Preliminary classification of the student as based on research was as socialised aggressive conduct
disorder. This classification appears to capture the social nature of the problem as well as the aggressiveness, egocentricity, and external locus of control of the subject.

Inadequate instruction of uninteresting curriculum in a rigid environment was also suggested as a
reason for rebellion. The boy may have been driven to a low achieving peer group as a means to gain an
identity and a sense ofachievement.
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Suspension or exclusion from class does not deal with the underlying issues and worsens the
problem of returning the child to class.

Techniques for gathering data to assess the problem were reviewed and assessed . Additional
ways were suggested for gathering information if more time was available. Emphasis was on in-class
behavioural observation of the student's interactions with teachers to analyse such factors as cognitive
level of the instruction. The TIES questionnaire was suggested to be useful .

Etiology of the difficulty as perceived by the school included marital problems and the boy's position as the youngest child. He was also seen as disenchanted with the school. Research evidence also
points to family events early in the child's life and a possibility of a difficult temperament.

Techniques used by the school to handle the boy were reviewed. A home-school reinforcement
programme was recommended as the intervention of first choice. The rationale, detailed steps, training,
implementation, monitoring and evaluation of such a programme at a theoretical level was described.

Other interventions were described in less detail and are included as Appendix A. These included
family intervention and training, training teachers in behavioural management principles and techniques
such as the token economy, intervention at a curricular level through modification of teaching practices
and subject matter, work-study programmes, counselling, and increasing the degree of caring for the child.

By use of a consultancy model, a wide range of options have been demonstrated to be available for
significant interventions . A decrease in disruptive behaviours and educational progress may be the
outcomes.
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Apia A Other Poss~~b~e Inters
7.2.3 Tramiog Te®chets in Bebawloutal Interventuon in the (~assz+oam
A) Behavioural Principles

From the point of view of improving instruction, Sulzer-Azaroff & Mayers (1986) outline principies of behavioural control. It is assumed that a school psychologist could assist a teacher who was
experiencing difficulties with a student by giving assistance with behavioural techniques including use of
reinforcement, using antecedent events to control behaviour, (positive rules, rewards for rule following),
self-management contracts, and reinforcing alternative behaviours as a substitute for punishment.
Time-out, or access to reinforcement is useful . Contingent effort is useful, being the requirement that
the offender exert himself as a consequence ofmisbehaviour . It is suggested that appropriate goals be
matched to a student's capabilities and performance combined with rewards. This combination will lead
to satisfaction and success.

Blechman (1987) has outlined a module to help teachers foster good school behaviour. The
teacher is helped to give good instructions, if this training is needed. Techniques included giving few,
specific, instructions, in a smiling, positive, way withtime limits . Other suggestions included: be willing
to follow up, and ascertain the student's understanding). Decide what behaviours deserve timeout. Call
timeout as soon as inappropriate behaviour begins. Set a fifteen minute time in timeout. Don't discuss
the call until after class. Ifchild is disruptive in timeout, send the child to a timeout outside class in a
quiet isolated area. Only use timeout for undesirable behaviour. Post lists of behaviours which will be
used for timeout and some activities to be completed in timeout.

Keep a record of timeouts . Use attention for desirable behaviours . Ignore inappropriate behaviour. Use timeout when it interferes with someone else.

Communicate with parents only about good behaviour. Model assertive, well mannered behaviour.

Gorton (1977) defines behaviour modification techniques as stating rules explicitly, and reminding students of rules, ignoring undesirable behaviour but praising on task behaviour in a specific descriptive way.

The underlying premise is to avoid giving the child the attention he seeks for negative beha-

viour.

Training may be offered to group's of teachers on a voluntary basis to avoid selecting or identifying individual teachers . Ideally, training should be conducted in school time using teacher relief. Training programmes invoke principles of teacher supervision, (such as peer support networks) which should
be incorporated into any programme.

B) Token Economy

Teachers could be instructed in using a token economy. Ayllon & Roberts (1974) describe a
w

behavioral programme in which rewards were given for improved academic performance. A token
economy was set up with rewards for meeting specified standards on tests. Points could be exchanged
for preferred activities such as free time . A card system was kept. The card was presented for rewards.
When rewards for achievement are the focus, both behaviour and achievement were found to improve.

Hay, Hay & Nelson (1977) found that rewarding both task behaviour, academic accuracy and
speed of performance through a token system led to improvements in all three areas. Rewards only for
behaviour improved behaviour only.

7.2.4 I~ven~on ataC~riailar Level
A) TIES

Curricular changes are useful . Ysseldyke (1987) provides a long list ofeffective teaching behaviours to improve teaching as measured by the instructional environment system. For instance, activity
methods stressing cooperation, self-pacing and student directed learning, and a flexibility in classroom
organisation can lead to a choice ofmethods that suits different students at different times.

The change strategy involves selecting the area or areas of instruction most in need of improvewent using information such as the TIES questionnaire . Once strengths and deficiencies are learned,
baseline behaviours most in need ofchange would be assessed. The school psychologist would determine
sources of support, and devise a change strategy with teachers . In this area the teacher would state
behavioural objectives which match learner's needs, and would analyse the instruction and tasks to
achieve the objectives. The strategy would be repeated across subject areas to show that intervention
and performance coincide.

At the staff level solutions include inservice training, secretarial support for preparing materials,
and establishing a staff support network . Setting appropriate work for the student is essential, within
the student's capabilities .

B) Teach Self-Responsibility

Bratter (1977) urges a h*A*,i stic response to disruptiveness . Schools need to turn from their
emphasis on control, compliance and conformity to an approach urging creativity, and independent
thinking. Students as a result ofrigid unresponsive schooling often become unmotivated, alienated and
unresponsive .

Schools need to teach self-responsibility so that students will exercise self-discipline in

moving towards a goal. In an atmosphere in which students feel valued and worthwhile, there is a possi-

bility of freedom to explore alternatives .

A responsibility oriented approach includes the use of interesting meaningful activities for the
student, given with friendliness and an attitude of caring . Teacher-student conferences should explore
areas of interest and student goals in a non-threatening environment. The guidance oflzcer could participate by organising and conducting such meetings and plans for change may be discussed.

C) Work-Study

Gorton (1977) suggests that work-study alternative programmes are useful for disruptive students . Students derive greater meaning by attending class in the morning and working in the afternoon.
Special classes may work if numbers are limited to ten, an interested teacher is appointed, special resources and curriculum is allocated, and parents and administration cooperate.

D) Reality Therapy

Gorton (1977) recommends a hierarchy of steps to ensure compliance in a manner similar to
Glaser's reality therapy . Contracts with behavioural limits are useful and parents may be involved to
ensure the homework is completed. Expulsion to a time out room until a new behavioural contract is
negotiated is the next step. The final option is expulsion and development ofan alternative education
plan. The concept of sequencing disciplinary processes focuses responsibility on the student for his own
behaviour .

E) Develop Interests

Often, developing an interest in the child in one curricular area may help the child in the school
Allen (1980), for instance, reports that jogging can modify disruptive behaviour . Daily fifteen minute
jogs with teacher or friend are rewarded regularly. Jogging behaviour reduced disruptive behaviour fifty

percent of the time with most benefits within the first hour.

Kivland (1986) describes the case of a twelve year old boy with a diagnosis ofconduct disorder,
who was offered individual music therapy sessions to learn to play the piano. During the twelve week
experimental period, the frequency of spontaneous negative self-statements decreased. Although spon
taneous positive self-statements did not increase, the frequency of prompted ones did. BY week twelve,
the student was able to list independently what was done well at each session and to accept positive
comments from others appropriately. The student's ability to list what was done well and what was
needed to improve was transferred to other disciplines.

7.2.5 Altering the 3rhool Pastoral Care Programme
At a system level, disruptive behaviour may be reduced by increasing the degree of caring in a
school. Often form tutors are changed each year, destroying continuity of relationships with the child.
Tutors also often have inadequate time to address problems. Each pupil is taught by as many as twelve
teachers, none of whom see him more than four times a week. A year coordinator might have 300 pupils.
f
Year coordinators must see themselves as leaders of teams of form tutors.

The problem ofdisruptive behaviour is best solved by prevention. Pastoral care embraces all
aspects of a pupil's welfare in school This includes educational progress, behaviour and an understanding of out ofschool factors affecting adjustment in school . Form tutors must provide effective pastoral
care, as it cannot be done by year tutors.

72.6 I~erv~tion at the Individual Level

Treatment may occur on two levels, individual and instructional . From the individual's perspective, Ross (1981) writes that conduct disordered people have "...failed to have learned ... to postpone

immediate ... gratification and ... lack socially endorsed skills for fording alternative, legal forms of gratification.... It follows that intervention must be aimed at teaching needed controls and missing skills."
Repairing academic and social skills is essential. One should also teach discrimination between acceptable and non-acceptable behaviours.

From the view of self-psychologists, children lacking validation and idealisation as babies grow
up needy, depressed and empty . They try to attract attention to obtain the validation they missed .
Treatment requires long term counselling in which a counsellor can provide the mirroring and idealisa
tion object which was missed as a child. In this way the person gets over the need to seek attention and
approval constantly.

Gumaer & Myrick (1974) found group counselling beneficial for non-compliant and talking out
children. Over eight sessions, the counsellor set rules for behaviour, charted student progress and
rewarded students for the absence of designated behaviour . Group discussions focussed on punishments
received, events that trigger disruptive behaviour and its effects on others. Students grew in self-understanding and relationship with peers.

