
THE IMPACT OF SELF-MODELING ON PROBLEM
BEHAVIORS OF SCHOOL-AGE CHILDREN

Item Type text; Dissertation-Reproduction (electronic)

Authors Davis, Ronald Andrew, 1942-

Publisher The University of Arizona.

Rights Copyright © is held by the author. Digital access to this material
is made possible by the University Libraries, University of Arizona.
Further transmission, reproduction or presentation (such as
public display or performance) of protected items is prohibited
except with permission of the author.

Download date 26/05/2023 09:07:25

Link to Item http://hdl.handle.net/10150/289261

http://hdl.handle.net/10150/289261


INFORMATION TO USERS 

This material was produced from a microfilm copy of the original document. While 
the most advanced technological means to photograph and reproduce this document 
have been used, the quality is heavily dependent upon the quality of the original 
submitted. 

The following explanation of techniques is provided to help you understand 
markings or patterns which may appear on this reproduction. 

1. The sign or "target" for pages apparently lacking from the document 
photographed is "Missing Pag3(s)". If it was possible to obtain the missing 
page(s) or section, they aire spliced into the film along with adjacent pages. 
This may have necessitated cutting thru an image and duplicating adjacent 
pages to insure you complete continuity. 

2. When an image on the film is obliterated with a large round black mark, it 
is an indication that the photographer suspected that the copy may have 
moved during exposure and thus cause a blurred image. You will find a 
good image of the page in the adjacent frame. 

3. When a map, drawing or chart, etc., was part of the material being 
photographed the photographer followed a definite method in 
"sectioning" the material. St is customary to begin photoing at the upper 
left hand corner of a large sheet and to continue photoing from left to 
right in equal sections with a small overlap. If necessary, sectioning is 
continued again — beginning below the first row and continuing on until 
complete. 

4. The majority of users indicate that the textual content is of greatest value, 
however, a somewhat higher quality reproduction could be made from 
"photographs" if essential to the understanding of the dissertation. Silver 
prints of "photographs" may be ordered at additional charge by writing 
the Order Department, giving the catalog number, title, author and 
specific pages you wish reproduced. 

5. PLEASE NOTE: Some pages may have indistinct print. Filmed as 
received. 

Xerox University Microfilms 
300 North Zeeb Road 
Ann Arbor, Michigan 48106, 



76-1397 

DAVIS, Ronald Andrew, 1942-
THE IMPACT OF SELF-MODELING ON PROBLEM 
BEHAVIORS OF SCHOOL-AGE CHILDREN. 

The University of Arizona, Ph.D., 1975 
Education, psychology 

Xerox University Microfilms, Ann Arbor, Michigan 48106 

THIS DISSERTATION HAS BEEN MICROFILMED EXACTLY AS RECEIVED. 



THE IMPACT OF SELF-MODELING ON PROBLEM 

BEHAVIORS OF SCHOOL-AGE CHILDREN 

by 

Ronald Andrew Davis 

A Dissertation Submitted to the Faculty of the 

DEPARTMENT OF EDUCATIONAL PSYCHOLOGY 

In Partial Fulfillment of the Requirements 
For the Degree of 

DOCTOR OF PHILOSOPHY 

In the Graduate College 

THE UNIVERSITY OF ARIZONA 

1 9  7  5  



THE UNIVERSITY OF ARIZONA 

GRADUATE COLLEGE 

I hereby recommend that this dissertation prepared under my 

direction by Ronald Andrew Davis 

entitled THE IMPACT OF SELF-MODELING ON PROBLEM 

BEHAVIORS OF SCHOOL-AGE CHILDREN 

be accepted as fulfilling the dissertation requirement of the 

degree of Doctor of Philosophy 

6 * 3 - 7 r  
Dissertation Director Date 

After inspection of the final copy of the dissertation, the 

follox/ing members of the Final Examination Committee concur in 

its approval and recommend its acceptance:-

P/yi/Pn 

L- g- — 7$ 

6 ~ - 7 C 

n - f < - n r  

This approval and acceptance is contingent on the candidate's 
adequate performance and defense of this dissertation at the 
final oral examination. The inclusion of this sheet bound into 
the library copy of the dissertation is evidence of satisfactory 
performance at the final examination. 



STATEMENT BY AUTHOR 

This dissartation has been submitted in partial fulfillment of 
requirements for an advanced degree at The University of Arizona and 
is deposited in the University library to be made available to bor
rowers under rules of the library. 

Brief quotations from this dissertation are allowable without 
special permission, provided that accurate acknowledgment of source 
is made. Requests for permission for extended quotation from or re
production of this manuscript in whole or in part may be granted by 
the head of the major department or the Dean of the Graduate College 
when in his judgment the proposed use of the material is in the in
terests of scholarship. In all other instances, however, permission 
must be obtained from the author. 

SIGNED: 



ACKNOWLEDGMENTS 

This culmination of graduate study at The University of Arizona 

reflects the ideas and assistance of several people. I wish to espe

cially thank Dr. Shitala P. Mishra for his patient guidance, expert 

advice and supportive hand throughout this and my entire doctorate 

program. No finer advisor could be had. I should also like to thank 

Dr. Daniel J. Reschly, Dr. Ruth J. Kingsley and Dr. Philip Lauver for 

their encouragement and helpful suggestions in planning the research. 

Indeed, without Dr. Lauver, the study may have never been, as he fos

tered my initial interest in self-modeling. Farther thanks are due 

Dr. Glen I. Nicholson who, as department chairman, offered moral sup

port from the day I arrived in Tucson. Dr. Ralph J. Wetzel provided 

valuable behavioral training for which I am thankful,, Likewise Drs. 

Jean M. Baker and Rachel Burkholder were my able teachers. Finally, 

I am particularly indebted to my wife, Meg, for her invaluable and 

undying emotional support. 

iii 



TABLE: OF CONTENTS 

Page 

LIST OF ILLUSTRATIONS v 

ABSTRACT vi 

INTRODUCTION ....... 1 

H y p o t h e s i s  . o o o © © © . © © © © © © © © . © © © © © © © .  2  

REVIEW OF BASIC MODELING RESEARCH ................ 3 

Explanation of Modeling Effects ....... ... 3 
Variables Influencing Modeling Effects  ̂
Clinical Applications of Modeling 7 

METHODS 11 

Subjects and Setting 11 
Experimental Procedures 13 

R E S U L T S  © . © © o o o e © . © © . . © © . . © . . © © • « © . © •  1 ^  

Subject One Phases oeo®oo©oo©®o©©.©©«®o 16 
Subject Two Phases oo©oo©oo©o.«oo«o©©©® l6 
Subject Three Phases © .©.©....©. 20 

DISCUSSION 23 

REFERENCES 27 

iv 



LIST OF ILLUSTRATIONS 

Figure Page 

1. The occurrence of target behaviors for 
subject cine (Ricky) 17 

2. The occurrence of target behaviors for 
subject two (Eric) ..... ...... 19 

3. The occurrence of target behaviors for 
subject three (Juli) 21 

v 



ABSTRACT 

The effects of self-modeling were observed on problem behaviors 

of three elementary-school-age children. A single-subject design with a 

multiple-baseline technique was utilized. Subjects were observed for a 

total of ̂ 5 school days. Baseline was recorded by the actual teachers 

of the subjects in two cases and by the teacher's aide in the other. 

Treatment was done in the natural environment. Problem behaviors were 

targeted, and, after a baseline phase, the subjects were video-taped 

role-playing a script of the appropriate behavior. The video-tape re

cording was done in the natural environment. Following another baseline, 

the subjects viewed themselves on video-tape once each day throughout the 

treatment phase. Dramatic increase in the frequency of appropriate be

havior was observed on all target behaviors. The effects were main- , 

tained over a post-treatment phase. 
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INTRODUCTION 

Applied behavioral analysis, better known as behavior modifica

tion, has become an increasingly popular methodology for dealing with 

problem behaviors of children in our schools. The techniques are many 

(see Blackham and Silberman 1975)i but methods based on operant con

ditioning technology seem the most prevalent. The operant approach 

focuses on consequent conditions relating to a specific behavior. By 

establishing contingencies whereby a positive reinforcing stimulus is 

presented upon performance of the specified behavior, new behavioral 

responses can be learned and maintained (Skinner 1953)? Though less . 

commonly utilized in the school setting to affect behavioral change, 

an alternative behavior modification approach is modeling. Developed 

primarily by social learning theorists, modeling can be a powerful 

agent of behavior change (Bandura 1971)• 

Bandura (1971) asserts that modeling influences can produce 

three differential effects in observers. KLrst, observers may acquire 

new patterns of behavior that did not exist in integrated form in their 

behavioral repertoire. Second, modeling can either strengthen or weaken 

responses already existing in the repertoire of the observer, and, fi

nally the behavior of others can serve as discriminative stimuli for 

observers in facilitating the occurrence of existing responses. In 

Bandurafs (1973) conceptualization of observational ̂ Learning, four 
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interrelated subprocesses are necessary components for learning. They 

are attention processes, retention processes, motoric reproduction 

processes and reinforcement/motivational processes. Learning is un

likely to occur, then, if the subject does not attend to the stimuli 

or has no memory of it- Even if learning occurs, the subject must have 

the subskills for behavioral enactment. Performance of learning will 

likely not occur without incentive. 

The present research delves into the efficacy of a modeling 

approach to behavior change in the school setting, and is applied 

rather than ba.sic research. As stated by Bandura (1971, P» 655): 

. . .  t h e  m a j o r  p u r p o s e s  o f  r e s e a r c h  a t  t h e  c l i n i c a l  l e v e l  i s  
not to ascertain whether a given procedure is capable of pro
ducing changes, because the outcomes are invariably confounded 
by the operation of countless extraneous variables. Rather, 
applied research should be concerned with the manner in which 
proven methods might be further extended, refined and combined 
with other efficacious techniques to ensure a high degree of 
success with each individual case. 

It was attempted to extend modeling techniques through the use 

of the subject as his own model by the utilization of video-tape. The 

process, termed self-modeling (Creer and Miklich 1970), is not reported 

in the literature as having been used in the school setting, and only 

in a limited manner elsewhere (Creer and Miklick 1970; Miklich, Creer, 

Alexander and Nichols 1972; Melnick 1973)• 

Hypothesis 

It was hypothesized that children exposed to self-modeling of 

appropriate behavior will show significant change in problem behaviors 

designated as target behaviors; and that the change will be maintained 

over the baseline period after treatment. 



REVIEW OF BASIC MODELING RESEARCH 

Explanation of Modeling Effects 

One of the primary advantages of modeling procedures is that a 

person observing a model can be exposed to a large amount of information 

about behavior (Friedman 1971)® This is contrasted to a shaping proce

dure involving successive approximations of the total behavior. And, 

though novel responses can be acquired by imitation, modeling seems to 

be most effective in altering the frequency of behaviors which the sub

ject already has in his repertoire or in producing new'combinations of 

existing behavior (O'Leary and 0*Leary 1972). 

Bandura has emphasized (1965a, 1969a) that information observed 

by a person from models is converted into covert perceptual-cognitive 

images and covert rehearsal responses. These are retained by the person 

and later serve as symbolic cues to overt behavior. Bandura, Grusec and 

Menlove (1966) conducted a study said to demonstrate these principles. 

Children viewed filmed models perform a sequence of nonverbal responses. 

Three experimental conditions were imposed using three separate groups of 

children. One group was asked to watch the film closely and carefully. 

A second group was instructed to verbalize the modeling stimuli as they 

were being presented. The third group counted quickly to themselves 

while viewing the film. As predicted by the experimenters, the 
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symbolization condition (verbalizing modeled responses) produced sig

nificantly more matching responses. The authors suggested that the con

current verbalizations fostered the development of covert images and 

verbal associations. 

Behavioral and self-report measures of assertive behavior, pre 

and post treatment, were used by Friedman (1971) to test the effect of 

specifically designed covert perceptual-cognitive images elicited by 

models as opposed to covert verbal responses elicited by the observation 

of models. The criterion was verbal behavior. Covert verbal responses 

elicited by the model produced more change than covert perceptual-

cognitive images. 

Rehearsal is suggested as an element in observational learning 

by Berger (1966). In a study where subjects observed a model learning 

sign language .used by the deaf, Berger found that observers overtly prac

ticed the modeled stimuli. He suggested that the overt rehearsal facil

itated observational learning. Itiedman (1971) found that covert verbal 

rehearsal also appears to facilitate learning. 

Variables Influencing Modeling Effects 

The consequences of imitating a model's behavior also has strong 

effects on whether or not the behaviors will be reproduced. The behavior 

of models is imitated to a high level when the response brings reward, 

whereas the behavior is seldom reproduced when there•is punishment or no 

consequences (Baer, Peterson, and Sherman 1967; Bandura 1969a). 
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In addition, subjects who observe a model being rewarded follow

ing a response are more likely to imitate, and those observing punishing 

consequences display virtually no matching behavior (Rosekrans and Hartup 

1967; Bandura, Ross and Ross 1963a). 

Porro (1968) reported that 80 percent of children observing a 

model responding with self-praise following a behavior imitated while 

only 20 percent of the children responded in a like manner to the model 

aftea? witnessing self-critical remarks by the model in response to the 

same behavior performed for the previous group. 

In a 1972 study, Geshuri found that subjects who observed a model 

receive clear-cut approval for his actions produced correct matching re

sponses more frequently over trials than subjects who saw a model receive 

less relevant information. This led to the assertion that the response 

consequences to the model in a problem-solving situation must be clearly 

rewarding to facilitate imitation in the observer. 

Model characteristics are an additional factor in the modeling 

process. Several researchers have reported that prestigious, competent 

and powerful models are imitated to a greater extent (Bandura 1969b; 

Blake 1958; Campbell 1961). It is also reported that modeling is en

hanced when the subject and the model are of the same sex, age, or share 

other personal characteristics (Bandura, Ross and Ross 1963b; Hicks 1965; 

Ifeccoby and Wilson 1957X Rosekrans (1967) has shown that children imitate 

a model perceived as similar to themselves more than they imitate a dis

similar model. It would follow, then, that peer models would be potent 

change agents. This is borne out by many studies (e.g., Hartup and 

Coates 1967; Elliott and Vasta 1970; Ross 1971). 
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There is also evidence that a warm, nurturant model influences 

imitation; presumably by interpersonal attraction (Bandura and Huston 

1961; Hetherington and Frankie 196*3 Mussen and Parker 1965). 

The characteristics of the observer also is a variable that ef

fects the degree of emulation. Past experiences of rewards for imitation 

(Miller and Dollard 19̂ 1; Masters and Morris 1971)? those who lack self-

esteem (DeCharms and Rosenbaum i960; Gelfand 1962), persons who feel in

competent (Kanareff and Lanzetta 1960) and highly dependent subjects 

(Jakubczak and Walters 19591 Ross 1966; Cohen 1971) are more susceptible 

to modeling influences. 

Many researchers have reported data purporting to indicate that 

the emotional arousal of the observer is a salient characteristic of the 

modeling process. When an individual is aroused emotionally, he is more 

likely to be influenced by models (Bandura and Rosenthal 1966; Schachter 

and Singer 1962; Staples and Walters 1961; Walters, Marshal and Shooter 

I960). 

Lipton (1971) found that subjects with a high need for social 

approval imitated more than those with a low need. 

Authoritarian subjects imitated aggressive behavior to a greater 

extent than non-authoritarian subjects in a study by Epstein (1966). 

Akamatsu and Thelen (197̂ ) propose that observer traits have a 

maximal effect on modeling when little information is provided by the 

manipulated variables or task employed. 



7 

Clinical Applications of Modeling 

Turning to application of modeling therapy, in terms of behav

ioral responses manipulated, and, in techniques used, the literature re

ports usage of modeling on a variety of behaviors and in diverse ways. 

Rachman (1972) describes modeling as an alternative to desensi-

tization in the treatment of phobias. Numerous studies have shown its 

effectiveness in this respect (e.g., Bandura, Blanchard and Ritter 19̂ 9). 

Examples of phobic behavior successfully treated include fear of dogs 

and snakes. 

Symbolic modeling (i.e., where the observer sees a real or re

corded version of the model performing in a fearful situation, but does 

not come into live contact with the situation or the therapist) is the 

format normally reported. However, Rachman (1972) reported evidence that 

participant modeling increases the extent of fear reduction. Partici

pant modeling involves the subject first viewing a model, and then being 

provided an opportunity to practice emulating the model. The presentation 

of models may be on film, video-tape or by verbal or written instructions. 

O'Connor (1969) modified social withdrawal using symbolic model

ing. Nursery school children displaying marked social withdrawal were 

assigned to one of two experimental conditions. One group observed chil

dren on film modeling increasingly more active social interaction with 

other children, bringing positive consequences. All the while the film 

was being shown, a soundtrack pointed out the appropriate behavior of the 

models. The second group observed a film showing no social interaction. 

Children in the second condition did not increase social interactions 
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whereas the group exposed to the appropriate models increased interaction 

to that of the norm of the school. 

In a study similar to O'Connor's, Keller and Carlson (197̂ 0 in

creased social interaction, but also, the dispensing of social reinforce

ment. Following viewing video-tapes of models engaging in the desired 

behaviors, subjects significantly elevated their amount of interaction 

and the number of smiles and verbalizations to other children as well as 

their imitation of other children. 

Non-human cartoon characters have also produced imitation in 

observers (Bandura 1965b), though not as strong as live models. Baer 

and Sherman (1962) have also shown imitative behavior increased as a con

sequence of social reinforcement from a puppet. 

Attending behavior of a second grade school boy was significantly 

increased by giving positive adult attention to a boy sitting at an adja

cent desk (Broden, Bruce, Mitchell, Carter and Hall 1970). 

Wilder (1968) reported significant increases in self-referent 

affective statements of college students in a quasi-counseling interview 

following exposure to a verbal modeling of self-referent affective state

ments. Brody (1968) combined modeling with social reinforcement and 

found greater increases in self-referent statements. 

In a 1970 study, Marlatt, Jacobsen, Johnson and Morrice reported 

that subjects were more open to revelation of personal problems in a 

counseling interview after having briefly witnessed in the waiting room 

a model being accepted or socially rewarded for selfj-disclosure by the 

interviewer than they were, after seeing a model*s behavior discouraged 

or without exposure to a model. 
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Sherman (1965) was able to produce talking behavior in mute 

psychotics by combining modeling and reinforcement after reinforcement 

alone proved ineffective. 

Teacher behavior in terms of applying contingent praise for ap

propriate classroom behavior (i.e., in seat and work production) of stu

dents in a classroom for emotionally disturbed children was dramatically 

altered by the use of "covert" modeling (Reschly, Brown, Wasserm'an and 

Davis 197*0 o A teacher resistant to behavior modification procedures was 

observed as to teacher initiated social reinforcement. The teacher typi

cally sat behind he? desk while the students performed assigned seat-work. 

Modeling of teacher out-of-seat behavior and the contingent application 

of praise was implemented twice without any direct instructions to the 

teacher to attend to the model. Subsequently, both behaviors became 

significantly more frequent. 

McFall and Lilleland (1971) found that modeling as part of an 

treatment analogue aided assertion training. A later study (McFall and 

Twentyman 1973) suggest, that modeling is not as helpful as behavioral 

rehearsal in assertion training. Bandura (1971), however, explains re

hearsal as a form of modeling. 

With the advent of video-tape technology, self-observation or 

self-modeling has been suggested (Blackham and Silberman 1971)- Davies 

(1972) asserts that self-observation would be a powerful tool, but only 

a few studies are reported. 

Melnick (1973) tested the effects of self-observation in alter

ing dating behavior. Six groups of. college students received no treat

ment, non-specific counseling, vicarious conditioning (modeling) of 
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others, participant modeling, participant modeling plus self-observation 

or participant modeling combined with self-observation and reinforcement. 

Each of the subjects initially met one of three criteria. They were 

either (l) dating less than twioe per week, (2) dating but felt uncom

fortable with members of the opposite sex, or (3) wished to change so as 

to date more successfully. During the participant modeling plus self-

observation condition the subjects were asked to pay attention to what 

they did not do so well. . The participant modeling plus self-observation 

plus reinforcement were given the same instructions except the subjects 

were told that a blue light would flash when they were doing a good job. 

The self-observation groups were reported significantly higher in 

"appropriateness, assertiveness, anxiety reduction and overall pleas

antness. " 

Utilizing what they termed self-modeling, Creer and Miklich 

(1970) successfully changed assertiveness, bed-making, poor table 

manners, thumb-sucking and verbal interactions. The mode of treatment 

was to devise a script of "appropriate" behavior and to have the subjects 

role-play the behavior. During the role-playing, the subjects were video

taped. Subsequently, they observed themselves on tape each morning for 

two weeks. 

Summarizing results of many studies, Rachman (1972) has stated 

that the therapeutic modeling effect is facilitated by a combination of 

audio and visual presentation; repeated practice; prolonged exposure 

times; the use.of multiple models and the supplement of participant 

modeling. 



METHODS 

Subjects and Setting 

Three elementary students, two boys and a girl, from a suburban 

school system were subjects of the experiment. Each subject was a mem

ber of the school's special education program; two were participants in 

a resource model, spending only a portion of the day in the special 

classroom and remainder in a regular classroom. The third youngster was 

a member of a self-contained classroom. 

Ricky* is a twelve-year-old fifth-grader. Identified as a 
J 

learning disabled child, he is, of apparent normal intelligence, but un

able to read at the expectancy level for his grade placement and chrono

logical age. As a participant in a resource model of special education, 

Ricky attends a regular classroom for the greater portion of the day. 

He is tutored in the resource room for minutes each school day. The 

resource teacher complained that Ricky would not come into the resource 

room, and, that once in the room, he would not leave. Ricky would often 

come to the resource room, open the door, stick his head in and shout. 

He then would run and hide. Other times, he sat on the steps leading to 

the room, refusing to enter. His resource teacher had tried various 

means of behavior management with little success. Over a three-month-

period, a token program, a response cost program and an extinction plan 

were tested. The latter proved the most successful, but only to a lim

ited degree. Ricky eventually came into the room only after shouting, 

*The names of all subjects are fictitious. 

11 
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hiding, etc. and after his scheduled time period had almost expired. As 

if this were not perplexing enough for the teacher, Ricky would not leave. 

He would sometimes pretend to leave and then hide somewhere in the class

room. An alternate behavior was to go out and then come back in a highly 

disruptive manner; shouting, poking students and teasing the teacher were 

frequent. 

Eric is an eleven-year-old fourth-grader. He is a member of a 

self-contained special education classroom, due to behavioral excesses. 

He began the school year as a resource-room student, but was transferred 

to a self-contained program after it became apparent that management pro

cedures implemented in the regular classroom were not sufficient to main

tain appropriate behavior. Many of the behaviors bringing segregation 

from the regular classroom (e.g., punning in and out of the room, cursing 

loudly the students and teacher, refusal to do school work, stealing and 

property damage) were effectively altered in the special room by contin

gency management. However, two behaviors, fighting and inappropriate 

responses to teacher imposition of control (angrily denouncing the teach

er), resisted all attempts at modification. A token system, still in 

existence when the experiment began, failed with these behaviors, while 

working well with others. Response cost and, in the instance of fight

ing, paddling by the principal (at the parents' request) both had been 

used to no avail. The fighting behavior brought numerous complaints 

from parents who feared for their children's safety. 

Juli is an eight-year-old third grade girl receiving tutorial 

aid at the resource center as a learning disabled child. Up until the 

time the experiment began, little progress in reading and spelling 
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instruction was being made. It was ascertained that this was at least 

partially due to oppositional behavior and a deficit in attending behavior. 

Juli was a very frequent complainer in the resource room. She would often 

state such things as, "I am not going to do it!"; "Its too hard!"; "Why 

do I have to do this?"; "The other kids have easier work!" 

Experimental Procedures 

A within-subjects multiple-baseline design (Baer, Wolf and 

Risley 1968) was employed across two behaviors for each of the three 

children in the following manner: 

Baseline I: For a period of two weeks (10 school days) prior 

to intervention the subjects were observed as to the frequency of the 

target behaviors. For Subject One (Ricky), the target behaviors were 

"coming in" and "going out" of the resource classroom. For Subject Two 

(Eric), "fighting" and "response to teacher control" were recorded. Fi

nally,. Subject Three (Juli) was monitored as to "complaining" and 

"attending." Observers for Ricky and Juli were the resource room teacher 

of the involved child. For Eric, the special education classroom teacher's 

aid recorded the data. Thus, the natural environment was maintained to a 

high degree. 

Role-Play/Video-tape Record: Following Baseline I, the role-

playing and video-tape recording was done. The experimenter went into 

the actual special education classroom setting with the video-tape equip

ment and began to video-tape many different children, followed by allowing 

them to view themselves. The children, in context of the recording, were 

asked to do several tasjcs. After this had been done in an atmosphere of 
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fun, the subjects of the experiment were told, "Now its your turn to be 

the star and this is what I want you to do. . ." The subjects were then 

instructed to perform in a manner that constituted role-playing of the 

desired behavior. On the "fighting" behavior it was necessary to redo 

the tape several times before the experimenter was satisfied that the 

tape contained the appropriate material. The contents of the tapes were 

as follows: 

(1) Subject One (Ricky) — A sequence was made of Ricky entering 

the resource room, being greeted by his teacher and beginning work. A 

second sequence showed Ricky being told it was time to go, putting away 

his materials, receiving check marks (a token system was in force for 

work production) and, finally, leaving the classroom. There was no re

inforcement component (other than the check marks) to either tape. 

(2) Subject Two (Eric)— Two boys in addition to Eric were in

cluded in the role-playing. The boys began by calling Eric names and 

shoving him around, culminating by one boy shouting "I'm going to beat 

you up!", and pushing Eric hard against the wall. Eric responds, "I 

don't fight anymore," and walks away. Next, a sequence was done with 

Eric walking up to his teacher and relating the events having just oc

curred. His teacher then rewards Eric with a pat on the shoulder and 

praise, stating, "Good Eric! That was a tough thing to do. I am proud 

of you." For the second behavior (response to teacher), Eric was video

taped sitting at his desk with his head down, ignoring his work. His 

teacher comes into the scene, and in a cross voice, tells Eric to "get 

busy" asserting that he "has done nothing all morning." Eric responds 
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by beginning to work whereupon the teacher provides praise and a pat on 

the back. 

(3) Subject Three (Juli) —The script for the first target be

havior (complaining) had Juli complying with instructions from her teach

er without complaint* The tasks in which she was involved were her 

actual school work. Attending behavior was role-played by Juli in the 

next sequence. In this script, she listened to her teacher read a story 

and answered questions directed to her about the story. The only rein

forcement was social reinforcement given spontaneously by the teacher. 

Baseline Two'- To observe the effects of role-playing on the 

behaviors, a second baseline was taken for a period of five school days. 

Treatment One (Self-Modeling): Prior to beginning the resource 

room session in the cases of Ricky and Juli, and at the beginning of the 

school day in the case of Uric, each of the subjects viewed themselves on 

video-tape. The experimenter initially showed the tapes, commenting dur

ing their viewing. Statements such as "this is how we want you to act" 

and "see how well you are working" were made. On several occasions during 

the treatment phase, the experimenter was not present and an assistant 

showed the video-tapes. This procedure was followed daily for two weeks. 

Treatment Two (Self-Modeling)? At the beginning of the third 

week, the second behavior was treated in the same manner as the first. 

This continued for two weeks. 

Baseline Three '• A post-treatment baseline was kept for two weeks 

following treatment. 



RESULTS 

Subject One Phases 

Baseline I: Ricky failed to either enter or leave the resource 

classroom in. the desired manner. 

Role-Play, Video-tape Record, Baseline: The single session of 

role-playing had no observable effect on Ricky's behavior. 

Treatment One (Self-Modeling): Beginning with the first day, 

dramatic success was obtained. Ricky entered the resource room as ex

pected, and continued to do throughout the treatment phase. 

Treatment Two (Self-Modeling): Throughout the intervention on 

"coming in" behavior, Ricky's deviant "going out" behavior continued un

abated. Again, however, upon the first presentation of the self-modeling 

video-tapes, the target behavior changed in the desired manner; "going 

out" ceased to be a problem. 

Baseline III: Post-treatment observation for a period of two 

weeks (10 school days) indicated that both target behaviors continued to 

be maintained appropriately 100% of the time (see Hgure l). 

Subject Two Phases 

Baseline I: Eric was not involved in a physical fight on only 

one occasion during the baseline period (10 school days). Inappropriate 

responses to the teacher ranged from a high of nine on a day a substitute 

teacher was present to a low of one. A mean number of five inappropriate 

responses were made. 
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Role-Play, Video-tape Record, Baseline: Fighting continued to 

occur daily for the week following the role-playing and video-tape re

cording. In the case of the second target behavior, the inappropriate 

responses accelerated slightly. A mean of 5-7 such responses were re

corded. 

Treatment One (Self-Modeling): The third day of the first week, 

Eric was involved in a fight. Previous to that instance, and thereafter, 

Eric was never a participant in a fight. His responses to teacher con

trol ranged from a high of six on two days to a low of one recorded on 

two occasions. A mean of 3-8 was yielded. 

Pfreatment Two (Self-Modeling): During this phase, fighting did 

not occur. With the introduction of self-modeling, a positive change in 

the frequency of inappropriate responses was immediately obvious. On six 

of the 10 days, Eric made no inappropriate responses. Only during the 

presence of a substitute teacher (one day) did the number of inappropriate 

responses exceed two. 

Baseline III: No fighting behavior occurred during this post-

treatment phase. On eight of the 10 days, zero inappropriate responses 

were recorded. One such response occurred on a ninth day. However, on 

a day that a substitute teacher was present, again, nine instances of 

inappropriate behavior were noted (see Figure 2). 
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Subject Three Phases 

Baseline I: The two target behaviors were recorded over a 30 

minute period of time each school day morning during a tutoring session 

in the adaptive education resource classroom. As shown in Figure 3i com

plaints ranged from a low of four to a high of 2̂ . A mean number of 

complaints of 13.6 was noted. For the second target behavior (non-

attending) % l̂ f instances were noted as the high and zero as the low for 

a mean of seven such responses. 

Role-Play, Video-tape Record, Baseline? Following the role-

playing and tape recording, a mean of 11.8 complaints were recorded. 

Non-attending dropped to a mean of ̂ .8 instances noted. 

Treatment One (Self-Modeling): The video-tape recording de

signed to treat complaining was introduced during this phase. Immedi

ately effects were apparent. On six of nine days that the behavior was 

recorded (the teacher was absent on the tenth day) no complaints were 

observed. Four complaints occurred on the second day of treatment, two 

complaints on one day, and one on another. A mean of .77 was derived. 

Non-attending behavior also took a plunge even though the tape designed 

for that behavior was not being shown. In fact, no instances of non-

attending were recorded by the teacher. 

Treatment Two (Self-Modeling): During this phase, the. video

tape recording deyised to treat non-attending was shown in addition to 

the first tape. Complaining reached a high of four on the second and 

third days of this phase. On all other days zero complaints were regis

tered. Non-attending continued at a low rate. Two instances were 
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recorded on the first day of the tape showing and one instance on two 

other days. Each of the seven other days of observation saw zero record

ed instances of non-attending. 

Baseline HI: Both behaviors were observed for two weeks post-

treatment. Complaints were not recorded with the exception of one day in 

which two complaints were noted. Non-attending was observed twice on two 

separate days; the remaining eight days did not have recorded instances 

of the behavior. 



DISCUSSION 

Although several authors (Bandura 1973; Blackham and Silberman 

1971; Davies 1972) have suggested the value of self-modeling, no one has 

reported research on the methodology in the school setting., The present 

study demonstrated that self-modeling can be a powerful and practical 

tool for use in schools to alter deviant behaviors. All the subjects 

showed substantial changes in their behaviors subsequent to exposure 

to self-modeling. 

As a therapeutic, tool, self-modeling would appear to have 

several advantageous qualities; some of which are unique. 

Data collection in this study was done by the teacher in two 

cases and the teacher's aide in the other. This element can be an im

portant factor in the success of behavior change plans (Bergin and 

Curry 1970). Teacher involvement from the beginning facilitates in

tervention. The case becomes the teacher's case. 

The role-playing and video-taping was done in the actual class

room environment. The- enactments, then, were authentic and thus the be

haviors did not have to be transferred to the real setting. This is an 

important point as often times much of the, behavioral intervention is 

carried out in the psychologist's office, away from the natural environ

ment. Such artificiality may bp inhibitive. 

Viewing the video-tapes provides the subject with information 

and feedback as to the behavior expected, and as to what will happen when 

23 
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he engages in the behavior (e.g., his teacher provides reinforcement) 

thus cueing behavior. Often during traditional behavior modification 

plans, the change agent will restate the contingencies. Observation of 

the video-tape functions as a restatement of the contingencies. Another 

salient aspect may be the provision for,actually seeing one's self en

gaging in the specified behaviors. A subject may be inhibited, perhaps 

from lack of confidence, from performing a behavior. The tapes demon

strate to the subject that he can do the behavior. 

Behavior rehearsal has been used effectively as a therapeutic 

tool by many clinicians (e.g., Friedman 1971; Lazurus 1̂ 66). Both 

covert and overt rehearsal have demonstrated as facilitative. Observ

ing, the tapes over an extended period of time as done in the present 

study provides opportunity for covert rehearsal of the behaviors. 

Rosekrans (1967) advanced the idea that the degree of perceived 

similarity between observer and model apparently effects imitation. Self-

modeling provides that observer characteristic as no other form of 

modeling. 

Regarding observer characteristics, it has been suggested that 

subjects with low self-esteem imitate more readily (DeCharms and Rosen-

baum I960; Gelfand 1962). The question arises, then, as to what would 

be the effect of self-modeling on the self-esteem of such subjects? 

They would view themselves being successful. If successful experiences 

are a criterion of high self-esteem, would self-esteem of the observer 

be elevated? Investigation is suggested. 
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Additionally, modeling may effectively allay many typical ob

jections to behavior modification such as those briefly outlined below. 

Ofteij resistance is encountered because teachers and administra

tors view the issuance of rewards as bribery, stating that they will ,not 

be a party to paying children for obeying rules. Eeinforcers not pres

ently in the natural environment may not be necessary with self-modeling. 

Complaints are sometimes heard that a reinforcement system dis

rupts the normal functioning of the class. This is particularly true of 

token programs whereby a subject is dispensed checks, points, etc. to be 

later traded for a backup reinforcers. Only a minimal amount of dis

ruption occurs with self-modeling, and that occurs on only the day that 

video-taping is carried out. 

A popular suggestion of psychologists is to ignore inappropriate 

behavior and to reward with attention, praise, etc. for appropriate be

havior. This ip often unpopular with teachers for the simple reason that 

some behaviors cannot be ignored in the regular classroom setting. In a 

self-modeling plan, the normal natural classroom contingencies may be 

maintained,i assuming that the classroom is not a stale atmosphere, devoid 

of positive reinforcement. In the present study, the reinforcement sys

tem already in effect in the classroom apparently provided conditions 

necessary for maintenance of the behaviors. 

Î Lnally, due to the nature of teaching and the numbers of chil

dren in the typical classroom, it is difficult for a teacher to be as 

consistent as is called for in a systematic behavior change plan. Self-

modeling can circumvent this problem as the primary intervention is 

carried out by the actual modeling. 



In terms of the research methodology employed in the present 

study, the wi thin-subjects multiple-baseline experimental procedure 

proved effective, but could have been improved in two ways: (l) More 

behaviors on each subject would have been desirable. However, it should 

be noted that in a public school setting, it is difficult to find sub

jects who possess multiple behaviors that are of a magnitude suitable 

for research. This is a likely contributor to the relative paucity of 

within-subjects designs as compared with between-subjects designs re

ported in the literature. (2) More care in selecting independent be

haviors would be desirable as one of the present subject's target 

behaviors showed a high degree of response generalization. 

Self-modeling would seem to be a viable addition to treatment 

approaches currently used in the school setting. 
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