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AESTRACT

Fased or. packgrouni research showing that both
imrulsive and inhibitea children are deficient to better-adjusted
classmares 1r. ability to conceptualize alternative solutions to
real-lii1e problems and potential consequences to a given act, a rtudy
#as conlucted to aid the cnila in thinking for himself of ways to
s0lve his own interpersonal problems ard in imgplementing his
d¢cisions in behavior. Teaching focused on certain specific elements
ot langudge ana codnition needed td solve problems and on ways to use
these skills in solving rzal interpersonal proklems. 3s were 113
black children, equally balanced for sex and 10. Sequenced games and
nialogues were used tc teach three levels of language and thinking
related to btehavioral adjustment. Findings suggest that: (1) while
all traininy yourgsters gained in their ability to conceptualize botn
solutions and consequences, aberrant children who neecded the program
the most benefitted the most; and (2) training was eqgually beneficial
*0 children initially aisplaying either impulsive or overly inhibited
henaviors. The tinding considered most important is the direct 1link
established between change in the trained problem-solving thinking
skills «nd improvements in behavioral adjustment. (KM)
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carried out
'inner city" youngsters i i niladelphia., 7Tho
is bacwd on cur backjyround rossearch that shows both irpulsive
and inbipited children deficient to their botter adjusted class-
mates in ability to conceptualize 1) alternative golutions to
problems and 2) potential consequences to a given act.
Tne children were trainaed by their tecachers who met with
us weakly to learn and discuss the program. First I will describe

the program, then the research design and results.

Program Content and Rationale

The underlying approach throughout this program is to
teach children how to think, not what to think. The aim
established early was tc help the child develop a problem-
solving thinking "style" that would guide him in coping with
typical everyday problens.

Sequenced games and dialogues taught three levels of
language and thinking that our research finds related to behavioral
adjustment prior to training. The first level consists of games
and cdialogues to teach the concepts and, or, and not; same-
different; happy-sad-mad; some-all; and if-then. While many
of the children may understand these concepts, their constant
repetition in the early games helped to estaklish their use
within the framework of interpersonal relations. Unlike
language programs per se, thesc words ware not taught as an
end in themselves, but rather, to set tha stage for their role

in problem-solving thinking.
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[Slicde 1]

In teaching two very important word conconts "same and
different" the children performed various movemants with their

bodies. Here the children are all doing the same tning as in

the picture. Sometim2s a teacher would lead and
[Slide 2]

sorm:times, a child. Then they would think of something different
to Co, such as stamp their foot. This game not only required the
children to think about the words "same" and "different", but
reguired they notice what other people were doing.

After having mastered the word concepts we could then focus
on the next level of the program, that of pre-problem-solving
thinking skills.

With an understanding of words that designate feeling, i.e.,
hanpy, sad, mad, it was possible fo teach that different p=20pls
Zcel differently, that feelings change and that there are wavs
to find things out--by listening, by watching, and by asking.
Yhat everybody does not cihioose %he sa:2 thing is on important
concept as youny children frequently assume that othoers would

1

chnose what they like, leading to sevcral possibic faulty con-

clusions in interpersonail relations.
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qas firss
n the pa:rk."™ Thoen
Usually a child wo:l: ¢ the samo thing he

chusz. Here the children learnzd that "Donald" in fact chose

Bzing "sick-in-bed" because "ommy brings
[Slide 4]

This picture was used as a review game. First che children
were asked "How does this girl feel?". Sccond, "How can you
tell?"” Third the children were asked why she might have fallen
O0fI her bike. Though the children cculdn't read they enjoyed
"filiing up the whole board” with lots of different reasons.

This guestion was followed by "Who can think ofi a different
recason?" Finally, the teacher asked for "lots of different
ways to help her feel hapbpy.”

The concepts of causality -- "why-because” and of "might"” and
"maybe" became important throughout the pre-problem-solving
lessons. These words could help to evaluate solutions in light
of potential consequences to an act (i.e., "[f I hit him, he
might hit me back") and to recognize that the effect of an act
on another is never a certaintv.

After having mastered the word corncepts and pre-problem-
solving thinking skills, they were now ready for the games and

that teoch interpersonal problem-solving thinking,

that 1s, solutions and consequences to an act.
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This child wanted to held the pupnet
ing out "hiz" id.a of

gctting to

This is one of the lessons where the children were asked
"¥hat might happen next?" after each solution was given.
the problem is that the child at tre bottom of the slide
won't get off and the child at the top wants to slide do-m.
children were asked "How can the girl at the top get
at the bottor to get off the slide?"” On the left arc their
ideas and on the right their thoughts abour "What might happen
next?" after each idea. Again, the childrcn enjoyed "filling up
the whole board" with different ideas.

The total length of the program was 12 weeks.

Dialogues using the "style" of the training program were
used tnroughout the day, always with the goal of guiding the
child to make his own decisior and evaluate his own ideas.

Billy wanted a turn on the bike, and Michael kept riding
it. Later in the program the concept of fairness was taught as
one element in decision-making and the following dialogue. took
place.

tMichael, is it fair for you to play so
long with the bike and for Billv not to
have any turn with it?

Michael: lMo.
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How might Lilly
let him plas?
Sad.
What might haopen if you do
him play?
Michael: He won't be my friend.
Teacher: What can you do to make him
so he will be your friend?
wants to ride on the bike.
Michael: (turned to Billy) Let's ride toycther.
Teacher: Michael, how can you f£ind out 1f Billy
likes that idea?
Michael: Billy, you want to ride with me?

Billy: Yep! (and they went riding off together).

Although their final solution ended up in Michael's
continuing to ride the bike, Billy was satisfied with "riding
together”. 1Instead of ending up in dissatisfaction or frustration,
the children felt warmly toward each other, and good akout their

own decision.

Design

One-hundred-thirteen black children from ten classrooms
(X age, 4.3), equally balanced for s2x and IQ, received training.
A comparable group of 106 Ss from ten different classrooms served
as controls,

Analyses revealed no pretest differences between th2 training

and control group in any of the cognitive measures or in percentage
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The results are presented with the purpose of the training

program 1n mind: to determine whuther training cognitive inter-
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ersonal problem-solving skills could inprove the classroom
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behavior and social adaptability of impulsive and overly in-
hibited, Zearful or withdrawn fecur-year-old Head Start (Get Sct)
children.

The first question to be answered is whether a program
designed to enhance the cognitive interpersonal problem-solving
skills of these youngsters did, in fact, increase such skills.

The training program was found to significantly enhance
ability to conceptualize solutions to a given interpersonal
problem (p <.001) and potential consequences to a given act

(p .z.001).
[Slide 7]

This slide shows the increase in mean number of alternative
solutions given as measured by our Preschool Interpersonal
Problem-Solving, or PIPS test.* Each of the three training be-
havior adjustment groups gained in the number of alternative

solutions given to hypothetical, but typical real-life problems

significantly more than their corresponding controls, demonstrating

the cognitive effect of training for youngsters whether +they

began the program as adjusted, as imnulsive, or as inhibited.

* Sne reference
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GClven that voangoters within each of
Lehavior adjustment qgrouns imocoved significancly above thear
control group, it was of interest to 1k, who received
benefit from training? Planned comparisions were used to ezamine
dilferential effects among trained voungs*ters as a function of
how well adjusted they were at pretest. While the inhibited
galned slightly morce than the impulsives, the difference in gain
between these two groups of trained children was not significant.
Poolinc the two aberrant groups it was then asked whether
aberrant youngsters improved more than the adjusted and the

resultaat F was significant.

[Slicde 8]

Though the absolute differences were less dramatic than
for PIPS, the same statistical results occurred for the numbar
of potential consequences to a given act in a problem-situation.

These findings suggest that 1) while all training youngsters
gained in their ability to conceptualize both solutions and
consequences, aberrant children who nceded the program the most
benefitted the most, and 2) training was equally beneficial to
children initially displaying either impulsive or overly
inhibited behaviors.

WWith respect to behavior adjustment the training was clearly
successful in improving the behavior of both impulsive and in-
hibited youngsters when compared to thos~ in the control group.
Of the 44 training youngsters who were judged impulsive in the
fall, 22 or 50 pecrcent were classified as adjusted at posttest.

Such was true of only eight of 39 or 21 percent of thc impulsive
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reangoters 1n the coatrel aroap, o diTfoescnce
.01 level (#2=6,56, d7=1). O0F the inhibilo!l voar o

28, or 75 percent in tac training group were r:ted adjuscod

at rposttest as compared to only six of 17, or 35 nozcoant of the
controls (42=5,39, df=1, p. .0l).

What the behavioral change means is that younisters
beginning the program as impulsive become more able to wait
for what they want, and less nagging and demanding. They bacome
better able to share and take turns, and less easily upset in

-
the face of frustration.

Youngsters who started out inhibited, timid, fearful, or
shy became more socially outgoing, better liked by their peers,
and more aware of others. Tanya, who was never invited into
the doll corner approached the group and gleefully offercd,

"If you need a fireman, I'm right hare." One child shouted,
"The house 1is on fire", and Tanya was in bLusiness. The teacher
did not need to ‘help".

Probebly the most important finding of this research
project was the direct link established between change in the
trained problem-solving thinking skills and improvements in
behavioral adjustment. The 43 training Ss rated as either
"impulsive" or as "innibited" (pre) and "adjusted" (post)
increased in the number of solutions given and to a lesser extent,

conscquences more than did the 29 Ss vho remained aberrant

(t=6.78, df=70, p.” .005; t=1.61, df=70, p=.06, onc-tailed

respectively) . These findings support the contention that change
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~usoment. In light of Dr. Bronfonnbrenner's

.y ol intervontion prosrars to de hat ¢ prodominant goal
115 been to raise 10, I want to emphasice that our ao+l was to
-:rh.ance cognitive real-life problem-solving skills as a mediator
ts behavioral adjustment. We fcund that while IQ showed a

ivd but significant ceorrelation to PIP5 and Conseguences befcre
training, a significant portion of their relationship to be-
havior adjustment was independent of IQ. The effect of “raining

wis independent of both initial IQ and change in 10Q, concluding

that children with both low and high IQ were able to bencfit.

Concluding Statement

If educators and clinicians have assumed that emotional
relief would pave the way for clear thinking in a problen
situation, this research has given support to the reverse
idea, that ability to think through and solve problems might
prve the way for emotional relief and behavioral adjustment.

That the data have suggested the program may maximally
aifect those youngsters most in need of such intervention
nighlights both the potential therapeutic as weil as preventive
significance of the procedures. A cognitively based program
can well be included in the series of present-day preventive

m2ntal health programs.
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