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Exercise 1: Superheroes and Superheroines

Based on information given in chapters 9 and 13 of the textbook.
Introduction

A quick glance at the local television guide or a wander through a school playground at recess time will highlight the impact of superhero/superheroine play on today’s children (e.g. Howe & Parsons 2006). Such figures originally emerged in the form of figures such as the Phantom, Superman and Wonder Woman. The characters portrayed are virtuous, possess considerable powers of strength, are able to solve any problem, are in control of all situations, with a clear knowledge of right and wrong, and are often well liked, with many friends. Superhero play is a special type of fantasy play that refers to ‘the active physical play of children pretending to be media characters imbued with extraordinary abilities, including superhuman strength or the ability to transform themselves into superhuman entities’ (Boyd 1997, p. 23).According to Bauer and Dettore (1997), children find such play appealing for several reasons: 1) children are primarily intrigued by the powers of superheroes; 2) superheroes demonstrate extraordinary strength and are capable of incredible accomplishments; 3) superheroes possess powers children may wish they had. Three dominant themes in superhero play have been identified: 1) capture and rescue; 2) submit or vanquish; and 3) attack or flee (Carlsson-Paige & Levin 1990). 
There is little doubt that the world of the superheroine or superhero is an attractive one to many children, given the opportunity it provides for imitating a powerful role model, expressing fantasies, learning about good and bad, and socialising with friends. Adults are anxious to know more about the nature of superhero/superheroine play and its potential influence on children’s moral, cognitive and social development (Cupit 1989).

Aims

1. To explore the nature of superhero/heroines as portrayed on television, identifying the moral stance of the key character.

2. To interview a number of children who watch your chosen television program to better understand the program’s attraction.

3. To identify the personal attributes of the superheroes/superheroines.

Method

Subjects

Select two or four children (equal numbers of males and females of the same age).

Procedure

Prior to the interview, select a television program that your conversations with children indicate they watch on a regular basis) or have seen regularly. View the program, film or video yourself and complete the program information sheet given in appendix A. Arrange to interview the children individually using the interview schedule given in appendix B.

Results and discussion

In presenting your results use the data from the interview sheets. Your findings could be discussed in terms of Cupit’s (1989) Australian research. Further reading encompassing moral development theory might provide a basis for extending the discussion of the results.
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Appendix A:
Program Information

Having spoken with the two or four children you intend to interview and having determined the superhero/superheroine that they watch regularly, select the program in which the character stars and watch an episode. Complete the following form (adapted from Cupit 1989).

1
Name of program and/or superhero/superheroine

2
Day and time at which program is shown


3
Length of the program


4
Outline of the plot

a
Opening situation


b
Threat

c
Effect of threat


d
How threat was defeated

e
Resolution of the threat


f
Subplots (if any)

g
Any other noteworthy feature


5
What is the normal stance and stage of moral development of the superhero or superheroine according to Piaget/Kohlberg’s stages of moral development?



6
Apparent source of appeal to children


Appendix B:
Personal Attribute Inventory for Children (PAIC)

Interview each of the children individually. Assure each child that the questions you are about to ask are not part of a test and that you simply want to understand a little more about their favourite superhero/superheroine. The personal attribute inventory for children is taken from Parish and Taylor (1978).

Age of child
 
 Sex of child
 


1
Read through this list of words, then put an X beside the 10 words that best describe your superhero/superheroine.

 

angry
 

awkward
 

calm
 

careless
 

complaining
 

cowardly
 

dirty
 

dumb
 

fairminded
 

foolish
 

friendly
 

gentle
 

good
 

greedy
 

happy
 

healthy
 

helpful
 

honest
 

jolly
 

kind
 

lazy
 

lovely
 

mean
 

nagging
 

nice
 

polite
 

rude
 

ugly
 

unfriendly
 

wise
 

wonderful
 

wrongful

2
Do you have other favourite TV programs? What are they?



3
How much TV do you watch each day? (Tick the appropriate box.)

□ none

□ half to one hour

□ one to one and a half hours

□ one and a half to two hours

□ more than two hours

4
When do you watch TV (circle appropriate answer) 
In the morning?
yes
no

In the afternoon?
yes
no

At night?
yes
no

Exercise 2: Children’s Humour and Cognitive Development

Based on information given in chapter 16 of the textbook.
Introduction

By and large it could be said that humour is the product of thinking, language and imagination. In watching children and adolescents at work and play it becomes evident that it is an important part of their everyday behaviour.

Sigmund Freud (1960) argued that a lot of humour is sexual or aggressive in nature and that humour allows a person to release tension in an acceptable fashion. The Freudian approach to understanding humour has received less support, and alternative theory has emphasised the importance of a child’s thinking processes and cognitive challenge for humour (Cameron et al. 2008; McGhee 1979). These so-called incongruity theories suggest that humour is the product of a discrepancy between an expectation (the main body of the joke) and some incongruent outcome (the punchline).

Current research suggests that children’s appreciation of jokes is greatest for those who have just acquired a certain level of cognitive reasoning, and less for those who have not mastered it or who mastered it some years previously (McGhee 1979). This is best represented as an inverted U (see Figure 16.1 in Chapter 16 of the textbook).

The development of a sense of humour appears to go through various stages. Table 2.1 below is a developmental sequence derived from the work of Piaget and McGhee.

Table 2.1
Stages of humour development

Age 
Humour development

2 months 
Grins in response to configuration of human face.
4 months 
Laughs when presented with such stimuli as tickling, body contact, large toys, rhythmic or unexpected movements, teasing and peekaboo games.

2 to 4 years 
Responds to perceptual incongruities such as distortions of objects and words; rhyming nonsense words are funny (‘daddy-addy’ or ‘maddy-saddy’).

4 to 6 years 
Body function noises, taboo words, clowning, silly rhyming, slapstick, chanting and misnaming are funny. Enjoys simple riddles and word play with own name (‘Sticky Micky’).

7 to 8 years 
Exaggerations of size and shape are funny, as is any form of surprise. Becomes aware of linguistic ambiguity and realises that words and phrases cannot always be taken literally. This is the height of the practical joke period; the discomfort of others is perceived as funny. Riddles and jokes are repeated incessantly.

9 to 12 year 
At the beginning of this stage, concrete puns, conventional jokes, word play and knock-knock jokes are popular. Gradually sympathetic humour emerges. Delights in anything that deviates from the norm, taboo subjects or things adults disapprove of. Begins to accept some jokes about self, can be teased. Marked increase in verbal humour over the previous stage. Original, good-natured humour, including sarcasm and self-ridicule, is appreciated.

13 years+ 
Tongue-in-check humour, social satire and irony become preferred humour modes. Kidding, joking insults and loud laughter in mixed company. Verbal wit is increasingly dominant over visual. Noticeable tendency to use humour to save face.

Aims

1
To replicate previous research (McGhee 1979) that explored the incongruity hypothesis.

2
To determine whether there is some developmental sequence to children’s appreciation of humour.

Method

Subjects
You will need the cooperation of at least two to three classroom teachers, because you will require access to:

a
five to six male or female children aged 4–5 years (non-conservers of mass)

b
five to six male or female children aged 6–7 years (recent conservers of mass)

c
five to six male or female children aged 9–10 years (conservers of mass).
These age ranges are relatively precise so you will need to plan your study early in order to contract teachers and children.

Materials

You will need:

1
playdough for the conservation task

2
nine jokes (see appendix A); you will need to collect six jokes of your own that you think will appeal to children across the 4–10-year-old age range

3
the funniness rating scale (see appendix A).

Procedure

1
Test for conservation of mass

Test each child individually and score as a conserver. In testing for conservation of mass use two playdough balls identical in size, shape and weight. Ask the child:

· ‘Do both balls have the same amount of playdough?’

Or
· ‘Is there as much playdough in this ball as in that one?’

The child is encouraged to try to make the balls the same if they are not sure. When the child agrees that the two balls are equal, ask:

· ‘Suppose I roll one of the balls into a sausage [do this in front of the child], do the sausage and the ball have the same amount of playdough?’

Scoring
The non-conservers will typically say there is more playdough in either the ball or sausage, while the conservers will say there is the same amount in each. You will need to identify five to six children who are non-conservers – they should be in the 4–5 year age range.

2
Humour test

Having classified each child as a non-conserver or a conserver, move on to the next phase of the test.

Say to each child:

· ‘I’m going to read you some jokes. While some children your age find some of these funny, there are others who don’t find them funny at all. After I read the joke I would like you to tell me if it is funny or not, OK?’
Read each of the nine jokes in turn to the child. After reading each joke, ask the child to tell you how funny it is by pointing to the funniness rating scale (see appendix A, item 2). Note that the child must point to a number on the scale ranging from 1 to 5 and not to a point between the numbers. For each child, record how funny the child rated the joke to be on the form given in appendix A.

3
Interview with children: writing down their favourite jokes

The next part of the project involves asking the children to pick which one of the nine jokes selected they think is the funniest or to tell you one of their favourite jokes. Write down their favourite joke for inclusion in this project (see appendix A).

Ask:

· ‘Why do you think it is funny?’

· ‘Do other children think it is funny?’ ‘Would they be older/younger than you?’

· ‘Who told you the joke?’ ‘Where did you hear it?’

· ‘Would your Mum or Dad laugh at it?’ ‘Why or why not?’

Your purpose here is to find out as much as you can about what jokes children think are funny and why.

Using information from Table 4 of appendix A, examine whether the jokes children like follow a developmental pattern.

Results and discussion

1
From the results sheets, see whether the mean score for the children of the funniness rating scale varies across the age range. According to incongruity theory, children in the 6–7 years age range should have the highest funniness rating scores. Did you find this?

2
Using information from the children about the jokes they thought were the funniest, could you detect any developmental sequence across the age range?
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Appendix A: Children’s Humour

1
List of jokes

Present the conservation jokes (marked *) in the order indicated here.

1
Use your own joke.

2
Use your own joke.

3*
Mr Jones went into a restaurant and ordered a whole pizza for dinner. When the waiter asked if he wanted it cut into six or eight pieces, Mr Jones said: ‘Oh, you’d better make it six! I could never eat eight!’

4
Use your own joke.

5
Use your own joke.

6*
Maria lives near an ice-cream shop where they give really big scoops of ice- cream. One day Maria asked for two scoops, and the man asked if she wanted them in one dish or two. ‘Oh, just one dish’, said Maria, ‘I could never eat two dishes of ice-cream.’

7
Use your own joke.

8
Use your own joke.

9*
Johnny’s mother walked into a café and ordered a whole cake to eat. When the waitress asked if she wanted it cut into four or eight pieces, she said: ‘Just cut it in four pieces; I’m trying to lose weight.’
2
Funniness rating scale



1
2
3
4
5


Not
A little
Funny
Fairly
Very


funny
funny

funny
funny

The child must point to a number indicating how funny they think the joke is. Record the rating in Table 2.2.

3
Record of each child’s favourite joke

Ask each child to tell you their favourite joke or to select which is their favourite from the nine jokes listed. Write it down in full and hand it in with your project.

4 
Results

Record each child’s funniness rating in Table 2.2 and hand this in as your project.

Table 2.2 Children’s scores on the funniness rating scale
	Joke no.
	4–5 age range
(Non-conservers)
	6–7 age range
(Conservers)
	9–10 age range
(Conservers)

	
	
1
2
3
4
5
	
1
2
3
4
5
	
1
2
3
4
5

	1
	
___
___
___
___
___
	
___
___
___
___
___
	
___
___
___
___
___

	2
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	3*
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	4
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	5
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	6*
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	7
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	8
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	9*
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___


Mean funniness rating (X) for conservation jokes 3, 6 and 9 
(i.e. total score for jokes 3, 6 and 9 + 15 [no. of children])

	3*
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	6*
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	9*
	
___
___
___
___
___
	___
___
___
___
___
	___
___
___
___
___

	
	X = ____
	X = ____
	X = ____


Exercise 3: Children and Victimisation

Based on information given in chapters 8, 11, 14 and 17 of the textbook. See also the Child and Adolescent Psychological and Educational Resources website www.caper.com.au
Introduction

Being victimised is a very old phenomenon. The fact that some children are frequently and systematically harassed and attacked by other children has been described in novels and plays, and many of us have had first-hand experience of it from our schooldays. In Australia, research has been completed by Slee (2000, 2008), Murray-Harvey, Slee and Taki (2008) and Slee and Rigby (1998).

Here is a summary of what is known about victimisation from overseas and Australian research.

· Up to 17 per cent of school children have experienced victimisation.

· Victims of bulling are mostly isolated and sensitive individuals with low self-esteem.

· Bullies usually have strong aggressive tendencies, a positive attitude towards violence and lack of empathy or feelings of guilt towards the victim.

In an Australian survey of over 25 000 students (years 1–12) across Australia, Rigby and Slee (1999) reported that the incidence of victimisation in Australian schools is between 10 and 17 per cent. Rigby and Slee (1991) report that children’s attitudes towards bullying are characterised by:

· a ‘tough–tender’ dimension: some children believe you should just ‘put up with bullying’ if it occurs and ‘tough it out’ and not run to the teachers to report it

· a ‘victim blaming’ dimension: some children believe that weak kids ‘just ask for’ trouble;

· an altruistic or helping dimension: some children believe it is good to help children who cannot stand up for themselves.

Aims

1
To collect information on children’s experiences of bullying.

2
To identify children’s views about victims.

3
To identify children’s views about bullies.
4
To identify children’s views about prosocial children.

Method

Subjects

You will need the cooperation of a teacher (years 4–7). Ask the teacher to nominate three children from the class.

Procedure

1
Talking to the class

Arrange a time to visit the cooperating teacher and the classroom. Explain that the children you are talking to have been chosen at random by the teacher.

2
The interviews

Arrange a time to separately interview the three children randomly selected by the teacher. You will need 15–20 minutes per child. Put them at ease by indicat ing that you appreciate their help and time, telling them that it is not a test and that you are interested in hearing what they have to say about children who get picked on.

a
Ask them whether they can tell you what ‘bullying’ is. Has it happened to them, and if so, what happened? Questions could also be asked about the ‘types’ of bullying that occur in their school.

b
Then read them the first part of the story in appendix A and ask the children questions 1–3.

c
Read the second part of the story in appendix A and ask the children questions 4 and 5.

3
Teacher’s reaction

You could also talk with the teacher to understand how they act to prevent victimisation/bullying in the classroom.

Results and discussion

In writing up your assignment, take note of the information you have collected. This should include:

· types of bullying described by the three children

· differences (if any) in the responses of the three interviewed children to the story in terms of what was the right thing to do

· differences (if any) between the three children’s ideas about the characteristics of children in the story that would lead them to get picked on

· from your reading of the literature, the actions a teacher might take to prevent victimisation in the classroom

· a list of reference and resource material that would help teachers to deal with bullying.
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Appendix A: Victimisation Questionnaire

Story (part 1)

Imagine there is a child at school and they get picked on, pushed around, called names or hit quite a lot. One day this child has had enough of the bullying and tells the teacher.

Questions

1
What do you think about what the child did in telling the teacher? Was it the right thing to do? Can you explain why you said it was the right or wrong thing to do?

Child A 

Child B
Child C
2
Why do you think such a child would get picked on? What do you think the child would look like? How would the child act?

Child A 

Child B
Child C
3
What do you think the teacher would do when the child told on the bully?

Child A 

Child B
Child C
Story (part 2)

Now one day when this same child is getting picked on they are seen by another child who stops the bully and takes over and helps the child.

Questions

4
What do you think about the child who stopped the bully? Did they do the right thing, and why?

Child A  



Child B


Child C



5
What do you think of children who help others a lot? Can you describe what they look like? How do they act?

Child A 



Child B


Child C



Exercise 4: Children and Anxiety 

Based on information given in chapter 14 of the textbook. 
Introduction

Although fears and worries are a normal part of childhood, anxiety can be quite distressing at times for children. In addition, there are many children whose fears and worries are excessive and who develop anxiety disorders that interfere with their lives. Using story books in the classroom has many benefits for the promotion of mental health and resilience for all children. The reading of books can assist children who have transient normal fears and those who are excessively worried. This simple strategy, which teachers use as part of normal classroom practice, can be very powerful for children. Emotional learning needs to be embedded in the curriculum; social and emotional skills cannot be reserved for one lesson and then not mentioned or practised again. However, teachers do not always have the time to implement individual programs for each of the problems that children face in an already over-crowded curriculum. However, stories can be used as part of the reading and viewing curriculum with an emotional content. They allow teachers the freedom to incorporate the topic of the story into any of their lessons. Any subject can be approached by stories. They are powerful yet familiar; integrating information and helping to create personal meaning. 

Stories are an important technique for developing children’s understanding of both their own and others’ feelings. Literature applied to a program using bibliotherapy helps to foster emotional and behavioural growth wherein selected readings portray true-to-life situations in relation to children’s cognitive developmental levels (Jalongo 1993; Riordan & Wilson 1989). Through guided readings, children can discuss the implications of a story in a less threatening way than talking solely about themselves; students are able to consider their own thoughts and feelings about personal issues from the point of view of ‘the other’. Stories help children learn that they are not alone, that others share similar problems to them. Reading about others can help children develop compassion and insight into their own and others’ problems. For example, the excellent series by Nelle Frances, Ben and his Helmet, allows ‘children to see their daily interaction through the eyes of a child with Asperger’s syndrome’ (Jensen 2006, p. 21). 

A common feature in children’s literature is the use of animals as the non-specific, identifiable other that can keep a frightening idea from becoming terrifying (Livo 1994). Animals in stories can create a distance from which children can view their own situations. However, a challenge for teachers is in choosing material that is age-appropriate and relevant to students’ emotional and developmental needs. Christenbury et al. (1996) suggest that teachers need to read the material first as a way to know what the story is about and as a way to enter the child’s world to become an empathetic listener. 

Selecting stories

To prevent excessive anxiety or the development of anxiety disorders, children need to be able to:

· understand their own feelings

· understand the feelings of others

· express their emotions positively

· ask for help when required.

Thus, the story needs to be about a real-life problem but approach it in a non-direct manner. The book needs to present alternative solutions to increase all children’s coping capacity, and to offer some resolution or hope for the problem so that children know not to give up. There are hundreds of fiction books for preschoolers, such as Waddell’s (1999) Can’t You Sleep, Little Bear? and Varney’s (1995) Jelly Legs; books suitable for primary school students such as Browne’s (1995) Willy the Wimp and Sunderland’s (2000) Willy and the Wobbly House; for secondary school students Duff’s (1999) Duffy’s Once Were Worriers and Park’s (1989) Things in Corners. 
In addition there is the Worrybusters series of picture story books expressly written about all forms of anxiety. There are various themes in the books, such as: 

· how parents inadvertently maintain anxiety 
· the family conflict an anxious child can cause
· how the anxious child is secretive because of embarrassment and so usually doesn’t tell anyone about their fears
· how the physiological or bodily symptoms of excessive anxiety are so unpleasant that children avoid what is causing them. 

There is a mix of genders in the central characters in the books, four boys and three girls. Each book has a different helper for the anxious character: sometimes peers, an elder, a counsellor or a teacher. The books contain accurate anxiety symptoms based on research; for example, Beulah the Anxious Bully (Campbell 2006) is based on research showing that girls’ disruptive behaviours are more closely connected to experiences of anxiety (Hudson 2005). 
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In a world where it is now acknowledged that it takes a village to raise a child, it is everybody’s business to address issues of mental health and resilience. Using books and the stories they contain can provide an opportunity for children to learn coping skills in a safe and familiar environment. (The text above is adapted from Campbell 2007)

Aims

The main purpose of this study is to understand more about which books appeal to young children – how they identify with the characters in the book and whether they can identify the ‘coping skills’ the character(s) use to deal with stress and anxiety.

Method

Subjects

Interview a small group (10–20) of 5–10-year-old children in which there is an equal number of males and females.

Procedure

Before beginning the activity, familiarise yourself with the children and with the school setting. It is important that the children accept your presence. Choose a free activity period for observation when there is minimum adult structuring of the situation. Meet with a child. Ask them if they would like to read the book or would like you to read it to them. Sit beside the child, sharing the book. Allow the child to respond to the book spontaneously and then by you asking how they are the same as the character in the book and how they are different. You might explore how the child identified with the character(s) in the book and whether they could identify any of the ways in which the character coped with stress and anxiety. Note any individual differences associated with age or gender. 
Results

The findings could be presented in terms of: (i) how strongly the children identified with the character(s); (ii) their enjoyment of the book; (iii) their understanding of the coping strategies used by the character(s) to manage stress and anxiety.

Discussion

Discuss your findings in terms of the research, noting any differences due to age or gender. In your discussion explore what it is about the characters in the book that particularly appealed to the children. Critically examine the evidence that story books can have a therapeutic impact in helping a child cope with stress and anxiety in their lives. 
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Exercise 5: Children and Stressful Life Events

Based on information given in chapters 14 and 17 of the textbook. See also Child and Adolescent Psychological and Educational Resources website www.caper.com.au.

Introduction

Like adults, children experience stress in their lives (see e.g. Murray-Harvey & Slee 2007). There is a tendency for adults to view childhood through rose-tinted glasses and consider it to be a carefree and idyllic time. However, as any observant parent or teacher knows, the youngest of children experience life deeply, both its joys and its sadnesses.

Early studies of children’s experiences of stressful life events relied on the judgments of adults (parents or teachers) in assessing a child’s level of stress (Karr & Johnson 1991). Now it is better understood that adults and children may differ markedly in their estimation of the nature and impact of stressful life events.

Research concerning stressful life events indicates that:

1
such events affect children’s physical and psychological well-being

2
the effect of such events may be magnified with repeated exposure

3
there are important individual differences in terms of children’s ability to withstand or deal with the impact of stressful life events (Karr & Johnson 1991). Terms such as ‘resilient’, ‘invulnerable’ or ‘invincible’ have been used to describe those children who can withstand even the most chaotic life circumstances (Werner 1989).

At present we have very little understanding of how a potentially stressful life event – such as starting school, making friends, coping academically or resolving a conflict with a friend – may affect a child. More particularly, we have little understanding of the relationship between stressful life events and school adjustment (Pryor-Brown & Cowen 1989; Slee 1993; Murray-Harvey & Slee 2007). It is important to obtain a child’s view of such potentially stressful life events.

Aims

1
To gather information on the nature of life events in children’s lives.

2
To explore the possible relationship between stressful life events and school adjustment.

Method

Subjects

Obtain ethics approval to interview 10–15 children (an equal number of males and females chosen at random from a primary school class).
Procedure

1
First interview

Interview the children individually. After setting them at ease by getting to know them a little and reassuring them that it is not a test, have them complete:

a
the stressful life event questionnaire (SLE) in appendix A, which examines the nature of stressful life events in children’s lives (Slee 1993, adapted from Pryor-Brown & Cowen 1989)

b
the adjustment to school scale (ASS–C) as rated by the child (appendix B).

Then ask the class teacher to rate each selected child on the adjustment to school scale (ASS–T) given in appendix C.
2
Follow-up interview

Arrange a follow-up interview with the two children who have the highest and lowest scores on the stressful life event questionnaire. The purpose of this interview is to understand as best one can the particular nature of stressful life events in the children’s lives, the circumstances surrounding them and the children’s means, if any, of coping with such events. The intention here is to draw out the factors that enhance a child’s resilience or resistance to stressful life events. See appendix A for guidelines to this interview.

Results

1
Using the results from the stressful life event questionnaire (SLE), obtain the average score for the number of stressful events in your sample using the formula:

Total number of stressful events for sample

Number of children in sample

It is then possible to compare your result for the mean number of stressful events in children for age and sex with those of someone else.

2
Using the findings from the results of the stressful life event questionnaire (SLE) and both the child’s and the teacher’s adjustment to school scale (ASS–C and ASS–T), look for any relationship between the two. Do this by plotting two graphs:

a
individual scores for the ASS–C on the horizontal axis

b
individual scores for the ASS–T on the horizontal axis.

25

Stressful life event (SLE)

0
5

Adjustment to school scale (ASS-C or ASS-T)
Discussion

1
Consider the possibility of age or sex differences in SLE scores.

2
Examine any relationship between stressful life events and children’s school adjustment.

3
Explain findings from the interviews with individual children by considering possible factors that might contribute to children’s resilience to stressful life events.
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Appendix A: Stressful Life Event Questionnaire

Sex of child (circle)
M/F

Child’s code number 
 Year level 

Date of birth 
 Name of school 

 Date 


For each of the following events, circle YES if it has happened to you or NO if it has not happened to you.


Total of events checked YES: 

What is the worst thing that has happened to you? (Describe it.)


Interview questions for the child with the highest and lowest SLE score
1
What do you do when you get upset (e.g. cry)?

2
How many people can you talk to when upset (circle appropriate answer)?

1
2
3
4
5
more

3
How much does talking help?

Add other questions as appropriate.
Appendix B: Adjustment to School Scale as Rated by the Child (ASS–C)

How much do you like school? (Circle the appropriate number.)
	1
	2
	3
	4
	5

	I like school
	I like school
	School
	I don’t like
	I dislike school

	A great deal
	
	is OK
	school
	a great deal


Appendix C: Adjustment to School Scale as Rated by the Child’s Teacher (ASS–T)

Please circle your rating of the child’s adjustment to school.
	1
	2
	3
	4
	5

	Very well
	Adjusted
	Average
	Poorly
	Very poorly

	adjusted
	
	adjusted
	adjusted
	adjusted


Exercise 6: Children and Conflict Resolution

Based on information given in chapters 14, 17 and 20 of the textbook.
Introduction

By and large, children get along reasonably well with one another, but of course conflicts do arise on occasions (Jones & Vestal 2004). A conflict can be defined as a state in which a person cannot make a decision about the course of action they should take. A conflict may arise when an individual is equally attracted to two goals but must make a choice between them (approach–approach conflict). Alternatively they may wish to avoid two unpleasant outcomes, but avoiding one means suffering the other (avoidance–avoidance conflict). Finally, an individual can have conflict about a goal that has positive and negative features that cause uncertainty (approach–avoidance conflict).

Generally, conflict resolution style changes with age (Slee 1990). Young pre-schoolers may react to conflict more physically than older children. As children get older they shift to verbal methods of resolving conflict, so that results and demands replace pushing and grabbing. Jones & Vestal (2004) showed that teacher training influences more prosocial conflict resolution styles among young children.

Aims

1
To explore the nature of children’s conflict resolution style with regard to sex differences.

2
To examine children’s feelings when confronted with conflict.

Method

Subjects

Select as many children as possible (minimum of 20–30 from one age group) with an equal number of males and females in the following age ranges:

1
4–7 years

2
8–10 years

3
11–13 years

Materials

Develop your own or use the interview schedule given in appendix A to explore children’s conflict resolution styles.

Procedure

Collect data for this assignment using the interview schedule (appendix A or your own), which is to be administered to a number of children (adapted from Kagan et al. 1982).

1
Interview

Arrange to interview the children individually. Read the accounts of situations 1 and 2 to each child. Record the child’s responses on the interview schedule given in appendix A.

2
Coding the information

Using the information recorded on the interview sheets, code each child’s response under the five categories ‘No conflict’, Mediated conflict’, ‘Direct conflict’, ‘Don’t know’ and ‘Assertive responses’ as shown in appendix B.

Results

Use tables and/or graphs to present your results for:

1
the nature of children’s conflict resolution style

2
children’s feelings associated with conflict

3
sex differences in children’s conflict resolution style and children’s feelings associated with conflict.

Discussion

The discussion should relate your findings regarding children’s conflict resolution style to previous research findings. You might compare your findings with those reported by Slee (1990). Examine the answers given by children of different sex and consider the nature of the feelings chosen by the children in relation to the two conflict situations. Thought could also be given to how conflict resolution skills might be taught in the classroom.
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Appendix A: Interview Schedule

Date 

Age of child in years 
 Sex of child (circle)
M
/
F

Situation 1
Imagine you are playing with a toy of yours and another child comes up and takes it away from you.

1
What would you do? (Write down the child’s response.)

2
How would you feel? Point to the face that shows how you feel. 
(Place a cross under the face the child indicates.)



Situation 2
Imagine you are playing by yourself and another child the same age as you comes up and hits you.

1
What would you do? (Write the child’s response here.)

2
How would you feel if this happened? Point to the face that shows how you feel. 
(Place a cross under the face the child indicates.)



Appendix B: Coding of Information

Using information from the interview sheets, code each child’s response under one of the following five categories. In coding the data, if a child gives a response that belongs in two categories, such as ‘Let him play with the toy for a while (category 1) and then tell the teacher to tell him to give it back (category 2)’, code the first part of the response, i.e. category 1.

1
No conflict

Scored when the child gives such replies as ‘do nothing’, ‘cry’, feel bad’, ‘feel angry’, ‘run and hide’, ‘ask why the other child took my toy or hit me’, or ‘share the toy’.

Situation 1 
Situation 2 
Mean
(other child takes toy) 
(other child hits)

Male 
 Female 


Male 
 Female 


Male 
 Female 

Total: 
 Frequency: 
% 
Total: 
Frequency: 
% 
Total: 
Frequency: 
%
2
Mediated conflict

Scored when the child indicates she/he would turn to an authority figure, e.g parent or teacher, to resolve the conflict.

Situation 1 
Situation 2 
Mean
(other child takes toy) 
(other child hits)

Male 
 Female 


Male 
 Female 


Male 
 Female 

Total: 
Frequency: 
% 
Total: 
Frequency: 
% 
Total: 
Frequency: 
%

3
Direct conflict

Scored when the child indicates they would tell the other to give the toy back or, to stop hitting, hit the other child back, take or grab the toy back.

Situation 1 
Situation 2 
Mean
(other child takes toy) 
(other child hits)

Male 
 Female 


Male 
 Female 


Male 
 Female 

Total: 
Frequency: 
% 
Total: 
Frequency: 
% 
Total: 
Frequency: 
%

4
Don’t know

Scored when the child does not have an answer despite interviewer probing.

Situation 1 
Situation 2 
Mean
(other child takes toy) 
(other child hits)

Male 
 Female 


Male 
 Female 


Male 
 Female 

Total: 
Frequency: 
% 
Total: 
Frequency: 
% 
Total: 
Frequency: 
%

5
Assertive response

Scored when the child indicates she/he would assert themselves, e.g. ‘I want you to stop because I don’t like it’.

Situation 1 
Situation 2 
Mean
(other child takes toy) 
(other child hits)

Male 
 Female 

Male 
 Female 

Male 
 Female 


Total: 
Frequency: 
% 
Total: 
Frequency: 
%
Total: 
Frequency: 
%

Exercise 7: Children and Play

Based on information given in chapters 9, 12 and 15 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au
Introduction

Play is the key element of children’s behaviour and has therefore attracted the attention of psychologists for quite some time (Cheng & Johnson 2010). Various explanations have been offered for children’s play, including the idea that it helps them to release surplus energy, that it is instinctual or that it is the means by which children learn about their environment.

Various aspects of children’s play have been studied, including types of play, and sex and gender differences in play. The study of play has important implications for all of those who work with children, given that it provides adults with some insight into how children view the world and make sense of it (Whitington & Floyd 2009).
Aims

The main purpose of this study is to observe children at play in the naturalistic field setting of the schoolyard. A particular aim is to look for gender differences in types of play.

Method

Subjects

Observe a group (10–20) of 5–10-year-old children in which there is an equal number of males and females.

Procedure

Before beginning the observation, familiarise yourself with the children and with the school setting. It is important that the children accept your presence as an observer. Choose a free activity period for observation when there is minimum adult structuring of the situation.

Observe each child in turn for three minutes. Appendix A gives an example of the form you might use for recording your observations. Adapt and develop the observation schedule as necessary. Follow the alphabetical list of names so that your decision concerning which child to observe is not influenced by the occurrence of social interaction at the time. Place a check under the appropriate column of each play contact as it occurs during a three-minute interval.

Observe on three different days so that each child is observed for a total of nine minutes. The separate days of observation will permit an estimate of the consistency of children’s play behaviour from one day to the next and will help to guard against the possibility that certain factors were present on a single day that alerted and distorted the typical social interactions of the children. For example, the number of children as well as which particular children are present on a given day may affect the kinds of play behaviour that occur.

Type of play

The following behaviours will serve to define the play events observed:

Solitary play

The child is playing alone. Their attention is not directed towards another child, either for the purpose of attracting attention or as a disruptive act. For example, the child is kicking a ball around the oval by themselves.

Parallel play

To score this event the child’s play mimics that of another child without there being a verbal or non-verbal exchange. For example, a child is playing with some blocks while nearby a group of children is also playing with blocks.

Cooperative play

The child is engaged in sharing or cooperative play with another child or group of children. For example, the children are completing a jigsaw puzzle.

Rough and tumble play

The child is engaged in rough and tumble play involving pushing, scuffling, wrestling or vigorous physical contract. For example, the child wrestles another child to the floor.

Other play

This category is scored for any other form of play that cannot be accommodated by the preceding categories.

Type of social contact

The play could be coded as positive (e.g. helping another child) or negative (e.g. a fight).

Results

The findings could be presented using a series of graphs or tables listing the frequency with which the various behaviours (such as solitary play) occurred. In addition, separate frequency scores could be given for males and females.

Discussion

In your discussion you might consider differences in types of play observed. Another issue to consider is whether event sampling is the most appropriate to use.
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Appendix A: Observation Schedule

General activity 
Date: 

Number of children present 
Time: 

	Children’s names
	Types of play
	Positive social contact
	Negative social contact

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	

	
	
	
	


Exercise 8: Gender and Peer Relationships

Introduction

Have you ever looked at the way that boys and girls play in the school yard? What do you notice? 

The interplay between gender and play styles, friendships, the broader peer group and aggression is fascinating and can assist in understanding the social dynamic of the classroom.

Aims

To explore through observation, the gender styles operating in children’s peer relationships

To identify gender norms for each area

To analyse the relationship between children’s play styles, their friendships, peer group and aggression.

Method

Observation. 

Procedure

1
Determine the age group you wish to observe during recess-time/lunchtime at a school: (a) early childhood; (b) middle childhood; (c) early adolescence; (d) mid-late adolescence.
2
Using the outline provided in Appendix A, note the ways that boys and girls engage in (a) play; (b) friendship; (c) the larger peer group; (d) aggression.
Particularly note whether they are engaging separately, according to gender, or in mixed groups. Is there any cultural context/ influence?

Results and discussion

In presenting your results and discussion, use the data you collected on your observation sheet.

Your findings could be discussed in terms of sex segregation; borderwork; gendered social norms and close relationships in childhood or adolescence; aggression (see for example: Leaper 1994 or Blatchford, Baines & Pellegrini 2010). What are the implications for understanding the social dynamic?
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Appendix A: Observation Sheet

Instructions

Determine which age group you will focus on. 

Observe from the perspective of each area: Use key words/phrases as descriptors.

How are the boys/girls playing? How would you describe the way boys/girls play?

Can you see friendship groups? What words would you use to describe what you see?

How is the larger peer group generally operating in the yard?

How is boys’/girls’ aggression being played out?

What do you see? 

	Play styles
	Friendship
	Peer group
	Aggression

	Boys
	Girls
	Boys
	Girls
	Boys
	Girls
	Boys
	Girls

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	


Exercise 9: Children’s and Adolescents’ Fears

Based on information given in chapter 16, 17 and 19 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au. 
Introduction

In one of his poems, W. H. Auden describes the twenty-first century as ‘the age of anxiety’. The French writer Albert Camus called the twentieth century ‘the century of fear’. In actual fact, childhood fears are quite common. Early Australian research (Slee & Cross 1989) has shown that among 6–12-year-old children, over 40 per cent have seven or more fears. Childhood fears range from those related to very specific and concrete objects (e.g. animals and strangers) to those that are more abstract (e.g. monsters, war). Some fears seem to be age or developmental-stage specific. Thus, fear of strangers occurs at around 6 to 9 months, fear of separation at 1 to 2 years, fear of the dark at 4 years, while during early adolescence school fears emerge. The developmental changes move the child closer to the adult fear profile, which may be characterised by a degree of social fear and little concern with imaginary fears. Studies have shown that girls have more fears than boys (Murray-Harvey & Slee 2007). Researchers urge more research to understand contemporary fears of children (Kilgo 2010). 

Aims

1
To examine the nature of children’s fears.

2
To identify sex differences in children’s fears.

3
To identify age trends in children’s fears.

Method

Subjects

You will need to give the questionnaire to a number of school children ranging in age from 5 to 14 years. To investigate whether the nature of children’s fears changes with age or sex, the questionnaire should be given to at least three age groups, e.g. 4–5- year-olds, 8–9-year-olds and 14+-year-olds. As many children as possible should complete the questionnaire, e.g. 10–15 children in each group. To assess whether the nature of fears varies with the sex of children, an equal number of males and females should complete the questionnaire.

Materials

Use the questionnaire given in appendix A (Slee & Cross 1989) to explore children’s fears.

Procedure

1
Questionnaire

Give the questionnaire to the children as outlined under Subjects.

2
Interview

Arrange to interview one or two children from each age group to talk about:

1
their responses

2
what they fear most

3
why they are frightened

and any other questions that will help you understand what children are afraid of and how their fears developed.

Results

Use tables and/or graphs or present your results for:

1
the seven categories of fears

2
differences in age-related fears

3
differences in sex-related fears and any other data collected.

Discussion

The discussion should relate your findings regarding children’s fears to social and emotional development. You could compare your findings with those reported by Slee and Cross (1989).
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Appendix A: Questionnaire

Date 

Age of child in years: 
 Sex of child (circle):
M/F

1
All of us are afraid of something, but we are afraid of some things more than others. 
Are you afraid of any of the following (circle yes or no):

2
What frightens you most of all? Write about it or draw a picture of it.

Exercise 10: Adolescents’ Attitudes Towards Authority

Based on information given in chapter 20 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au. 
Introduction

Are adolescents generally opposed to institutional authorities? (Levy 2001). Many writers, including some psychologists and psychiatrists as well as lay people, certainly believe that they are. For example, the US Group for the Advancement of Psychiatry (1988, pp. 71–2) stated:

We consider some measure of rebellion against adult authority is a normal and necessary feature of the adolescent process, and its absence may signal some failure of optimal ego development.

There is, nevertheless, growing evidence that in some groups of adolescents only a minority are opposed to adult authority (e.g. Levy 2001; Murray & Thompson 1985; Rigby et al. 1987).

Study 1

Aim

To investigate the nature of adolescents’ attitudes towards authority.

Method

Subjects

Interview a sample of adolescents.

Materials

Use Rigby’s (1988) Attitudes to Institutional Authority Scale (see appendix A).

Results

In an item-by-item analysis of the 16-item scale, compute the percentage of negative judgment in connection with each questionnaire item. (Note that a negative judgment may involve disagreement with a positively worded item, e.g. ‘You can respect the police’ or agreement with a positively worded item, e.g. ‘Parents boss their children around most of the time’.)

Discussion

In writing up your discussion, you should examine whether there is other than minority group support for anti-authority sentiment.

Study 2

Aim

To compare adolescents’ and parents’ attitudes towards authority in order to discover whether parents tend to influence their children to have the same attitudes towards institutional authorities as the parents have.

Method

Subjects

The subjects are the parents (if possible, both mother and father) of the adolescents chosen in study 1.

Materials

The parents separately complete the Attitudes to Institutional Authority Scale (appendix A). These are then compared with the questionnaire filled out by their adolescent child.

Results

Score the scale for each parent and adolescent participant. Each item is scored on a five-point scale in the direction of pro-authority. Thus, for item 1, ‘agree strongly’ scores 5 and ‘disagree strongly’ scores 1. For item 2, ‘agree strongly’ scores 1 and ‘disagree strongly’ scores 5. As this is a Likert Scale, scores for each item are added together to give a total attitude to authority score. Scores can range between 16 and 64.

Compute correlation coefficients (Spearman’s R or Pearson’s R) to assess the relationship between the attitudes of parents (separately for each parent) and their adolescent children.

Discussion

On the basis of Rigby’s (1988) research, a positive correlation between adolescents’ and parents’ attitudes towards authority is predicted. The findings could be compared with those reported by Rigby (1988) using students in England. Alternative explanations for any positive correlations found could be discussed.
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Appendix A: Questionnaire: Attitudes to Institutional Authority Scale

Given below are some statements that people have made. Read each one of them carefully and indicate what you think by circling one of the letters, a to e, under each statement.

Circle
a
if you agree strongly

b
if you agree

c
if you are uncertain

d
if you disagree

e
if you disagree strongly.

	Agree strongly
	Agree
	Uncertain
	Disagree
	Disagree strongly

	1. You can respect policemen.

	a
	b
	c
	d
	e

	2. Parents boss their children around most of the time.

	a
	b
	c
	d
	e

	3. People should support the law.

	a
	b
	c
	d
	e

	4. Most teachers give kids a ‘fair go’.

	a
	b
	c
	d
	e

	5. The law generally treats people fairly.

	a
	b
	c
	d
	e

	6. The police are out to get you.

	a
	b
	c
	d
	e

	7. Children can normally trust their parents.

	a
	b
	c
	d
	e

	8. You can hardly ever trust the police.

	a
	b
	c
	d
	e

	9. Parents are about the best friends a child has.

	a
	b
	c
	d
	e

	10. Parents are out for themselves.

	a
	b
	c
	d
	e

	11. The law is an ass.

	a
	b
	c
	d
	e

	12. Teachers deserve to be made fun of.

	a
	b
	c
	d
	e

	13. Teachers usually know what they are talking about.

	a
	b
	c
	d
	e

	14. We should recognise the good work that the police do.

	a
	b
	c
	d
	e

	15. It’s OK to break the law if you can get away with it.

	a
	b
	c
	d
	e

	16. Down with teachers!

	a
	b
	c
	d
	e



Exercise 11: Children’s and Adolescents’ Cognitive Development

Based on information given in chapters 10, 13, 16 and 19 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au.
Introduction

Piaget’s contribution to our understanding of cognitive development has had a profound effect on the way educators view learning. Through a long period of the study of children (including his own), Piaget proposed that cognitive growth takes place in developmental stages. This means that the nature and make-up of cognition changes over time. The differences are not of degree but of kind. One analogy is that the transformation in the way children think and reason can be compared to the transformation of an egg to a caterpillar, then to a butterfly. The stages of growth are distinctively different from one another. Piaget (1965) identified four major stages: (1) sensorimotor; (2) pre-operational; (3) concrete operational; and (4) formal operational. The child must go through each stage in sequence and each stage represents a different way of thinking and reasoning about the world.

Aim

To explore children’s and adolescents’ levels of cognitive development in relation to Piagetian theory.

Method

Subjects

Select:

1
two children in the age range 3–5 years

2
two children in the age range 6–8 years

3
two adolescents in the age range 13–15 years.

Materials

Read the assignment through carefully and list the various materials you will require (e.g. buttons/coins, playdough). Have these ready for each interview.

Procedure

If possible, arrange to tape-record interviews with the children. Carry out the tests described in appendixes A and B, which are designed to assess children’s ability to conserve and to classify. According to Piagetian theory, children in the pre-operational stage will not be able to conserve.

Results and discussion

Discuss your results for the tasks completed by the children in relation to those which would be predicted by Piagetian theory.
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Appendix A: Measuring Elements of Concrete Operations

Give the following tasks to two children aged 3–5 years.
Task 1

Arrange two rows of objects (e.g. coins, buttons etc.), about 10 in each row so that there is one-to-one correspondence and the two rows are of equal length. Ask the child if the two rows have the same number of objects, or does one row have more objects in it than the other? If the child agrees the two rows have the same number of objects, lengthen one row while the child watches and repeat the question.

If the child says one row has more objects, ask why.

If you are interested, and the child thinks one row has more objects than the other, you might repeat the experiment several times, but after you lengthen one row ask the child ‘Which row would you like to have?’ and ask why.

Task 2

Take two lumps of playdough and roll them into balls of equal size. Show the balls to the child and ask, ‘Do the two lumps have the same amount of playdough, or does one have more playdough in it than the other?’. Once the child indicates that they have the same amount of playdough, roll one of the balls into a sausage shape. Once again, ask, ‘Do the two lumps have the same amount of playdough, or does one have more playdough in it than the other?’. If the child answers that one lump has more, ask why.

Task 3

Take three glasses, two of which are identical in height and diameter and a third which is taller and narrower. Fill the two identical glasses with coloured liquid until they are about three-quarters full. Ask the child, ‘Do the glasses have the same amount of liquid, or does one glass have more liquid in it than the other?’ After the child agrees that there is the same amount of liquid in each, pour the liquid from one glass into the third taller glass, and repeat the above question. If the child says that one has more, ask why. Pour the liquid back into the original glass and repeat the question.

Task 4

Say to the child: ‘There are three girls named Jane, Mary and Susan. Suppose Jane is taller than Mary, and Mary is taller than Susan. Is Jane taller than Susan?’. If the child answers yes, ask them to explain why.

Appendix B: Measuring Elements of Formal Operations

Give the following tasks to two adolescents aged 6–15 years.
Task 1: The meaning of proverbs and aphorisms
(Adapted from Sprinthall & Sprinthall 1987)

Ask the child to tell you what the following sayings mean:

1
Still water runs deep.

2
A stitch in time saves nine.

3
A rolling stone gathers no moss.

4
Make hay while the sun shines.

5
Don’t look a gift horse in the mouth.

Children still in the concrete operations stage will give literal descriptions tied very closely to the content, e.g. ‘Make hay while the sun shines’ means ‘to get the hay ready on sunny days’, while a formal operations thinker might say ‘it means that you should make the most of opportunities that come your way’.

Task 2: Logic problems
These problems are adapted from Renner et al. (1976). 

Say to the child:

‘This is a map with four islands, called Kangaroo Island, Emu Island, Koala Island and Wombat Island. You can make notes or marks on your map to help you remember clues.’

Kangaroo 
Koala
Emu 
Wombat
Clue 1 People can go by plane between Kangaroo and Koala islands.

Clue 2 People cannot go by plane between Kangaroo and Wombat islands.

Use these two clues to answer question 1.
Question 1
Can people go by plane between Kangaroo and Emu islands?

Yes

No

Can’t tell from clues

Explain your answer:

Clue 3 People can go by plane between Kangaroo and Emu islands. 
Use all three clues to answer questions 2 and 3.

Question 2
Can people go by plane between Koala and Emu islands?

Yes

No

Can’t tell from clues

Explain your answer:
Question 3
Can people go by plane between Koala and Wombat islands?

Yes

No

Can’t tell from clues

Explain your answer:
Answers

1
Can’t tell.

2
Yes.

3
No, the second clue makes it impossible.

Concrete thinkers will have difficulty remembering the combination of clues. Usually their explanations will indicate their inability to consider all three clues simultaneously.

Exercise 12: Adolescents and the Imaginary Audience

Based on information given in chapter 19 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au.
Introduction

As described in Chapter 19, the theory of adolescent egocentrism holds that young people often have a very distorted view of themselves and how others view them, although it is a contentious issue (e.g. Vartanian 2001). In many ways this view is linked to the idea of adolescence as a time of ‘storm & stress’ (Paulson & Sharon 2006). 

The Imaginary Audience Scale as devised by Elkind and Bowen (1979) is made up of two sub-scales:

1
the Transient Self Scale (TS)

2
the Abiding Self Scale (AS).

The TS scale describes six potentially embarrassing situations, e.g. ‘Going to a party with a grease spot on your pants or blouse’. The AS scale describes six potentially revealing situations, e.g. presenting a report to one’s class.

Scoring

There are three possible reactions for a subject to choose from:

a
an unwillingness to participate = score of 2

b
an indifference to the situation = score of 1

c
a willingness to participate = score of 0.

The higher the subject’s score, the less willing they are to expose the transient or abiding self to an audience.

Aims

In their 1979 study, Elkind and Bowen found that year 8 students (male and female) were significantly less willing than younger children or older adolescents to reveal either the transient or abiding self to an audience. The aim of this assignment is to examine Elkind and Bowen’s findings in relation to children of different ages.

Method

Subjects

The task in the present study is to interview a young child (e.g. 5–6 years old), an older child (11–12 years old) and an adolescent (18–19 years old).

Materials and procedure

Ask the children/adolescents to complete the questionnaire given in appendix A. Score the questionnaire and then compare the three scores.

Results

Present your results in graph or table form in terms of (1) the Transient Self Scale (TS), (2) the Abiding Self Scale (AS), and (3) the total Imaginary Audience Scale (IAS) score. Results could be presented by age or gender.

Discussion

Discuss Elkind and Bowen’s concept of the imaginary audience in relation to the scores you obtained from your subjects.
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Appendix A: The Imaginary Audience Scale

Instructions

Please read the following stories carefully and assume that the events actually happened to you. Place a tick next to the answer that best describes what you would do or feel in the real situation.

TS scale 1: You have looked forward to the most exciting party of the year. You arrive after an hour’s drive from home. Just as the party is beginning, you notice a grease spot on your pants or skirt. (There is no way to borrow clothes from anyone.) Would you stay or go home?

Score:
2 
 Go home.

1 
 Stay, even though I’d feel uncomfortable.

0 
 Stay, because the grease spot wouldn’t bother me.

AS scale 2: Let’s say some adult visitors came to your school and you were asked to tell them a little bit about yourself.

Score:
2 
 I would like that.


1 
 I would not like that.


0 
 I wouldn’t care.

TS scale 3: It is Friday afternoon and you have just had your hair cut in preparation for the wedding of a relative that weekend. The barber or hairdresser has done a terrible job and your hair looks awful. To make it worse, that night is the most important basketball game of the season and you really want to see it, but there is no way you can keep your head covered without people asking questions. Would you stay home or go to the game anyway?

Score:
0 
 Go to the game and not worry about my hair.


1 
 Go to the game and sit where people won’t notice me very much.


2 
 Stay home.

AS scale 4: If you went to a party where you did not know most of the kids, would you wonder what they were thinking about you?

Score:
0 
 I wouldn’t think about it.


2 
 I would wonder about that a lot.


1 
 I would wonder about that a little.

TS scale 5: You are sitting in class and have discovered that your jeans have a small but noticeable split along the side seam. Your teacher has offered extra credit towards the course grade to anyone who can write the correct answer to a question on the blackboard. Would you get up in front of the class and go to the blackboard, or would you remain seated?

Score:
0 
 Go the blackboard as though nothing had happened.


1 
 Go the blackboard and try to hide the split.


2 
 Remain seated.

AS scale 6: When someone watches me work . . . 

Score:
2 
 I get very nervous.


0 
 I don’t mind at all.


1 
 I get a little nervous.

AS scale 7: Your class is supposed to have their picture taken, but you fell the day before and scraped your face. You would like to be in the picture but your cheek is red and swollen. Would you have your picture taken anyway or stay out of the picture? 

Score:
1 
 Get my picture taken even though I’d be embarrassed.


2 
 Stay out of the picture.


0 
 Get my picture taken and not worry about it.

AS scale 8: One young person said, ‘When I’m with people I get nervous because I worry about how much they like me’. 

Score:
2 
 I feel like this often.


0 
 I never feel like this.


1 
 I feel like this sometimes.

TS scale 9: You have been looking forward to your friend’s party for weeks, but just before you leave for the party your mother tells you that she accidentally washed all your good clothes with a red shirt. Now your jeans have pink patches. The only thing left to wear is a pair of jeans that are too big and too baggy. Would you go to the party or would you stay at home?

Score:
1 
 Go to the party, but buy a new pair of jeans to wear.


2 
 Stay home.


0 
 Go to the party in either the pink or the baggy jeans.

TS scale 10: Suppose you go to a party that you think is a costume party but when you get there you are the only person wearing a costume. You’d like to stay and have fun with your friends but your costume is very noticeable. Would you stay or go home?

Score:
2 
 Go home.


0 
 Stay and have fun joking about my costume.


1 
 Stay, but try to borrow some clothes to wear.

AS scale 11: Let’s say you wrote a story for an assignment your teacher gave you, and she asked you read it aloud to the rest of the class.

Score:
2 
 I would not like that at all.


1 
 I would like that but I would be nervous.


0 
 I would like that.

AS scale 12: If you were asked to get up in front of the class and talk a little bit about your hobby . . .

Score:
0 
 I wouldn’t be nervous at all.


1 
 I would be a little nervous.


2 
 I would be very nervous.

TOTAL Transient Self Scale (TS) 

TOTAL Abiding Self Scale (AS) 

Exercise 13: Differences Between Males and Females in Physical Activity and Attitudes Towards Physical Activity

Based on information given in chapters 9, 12, 15 and 18 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au
Introduction

There is now a lot of evidence to suggest that in our society males and females differ in many ways with regard to physical activity (e.g. Ayse et al. 2009; Menzies 1985). For example, as reported by Menzies:

· Males and females use different play facilities in the playground, where males tend to dominate use of the oval and asphalt areas.

· The level of fitness for females is poorer than for males, particularly in relation to cardiovascular, strength and power categories.

· Females have fewer role models at school.

· Females are often encumbered by inappropriate footwear and clothing during physical activity.

Aim

The purpose of the study is to examine the relationship between children’s physical activity at school and male and female attitudes towards activity.

Method

Subjects and materials

The project involves:

1
an observation in the playground during the lunch break to ascertain children’s use of playground equipment or play areas

2
an interview with a sample of children

3
a media watch.

Procedure

Observation
Over a week-long period, observe children during the lunch hour. Select an observation site where you can see as much of the play area as possible, e.g. oval, asphalt, play equipment, seats. Divide the observation period into five-minute segments and using a one–zero time sampling procedure (count the number of children in/on the play area or equipment at the end of each one-minute period). Observe for one minute and take 30 seconds out to record data. Each observation should last at least 10 minutes. Note the sex of the child/children occupying the designated play area. (See appendix A for an example of a scan-sampling record.)

Interview

Adapt or use one or more of the questionnaires given in appendixes B–D and interview a sample of males and females that you have been observing. You need to interview enough students to identify trends or differences if they exist. You will need to consider the age of the children when choosing which part(s) of the questionnaire to administer.

Media watch

Conduct a media watch over a week-long period. Take a daily newspaper and:

· calculate how much space is allocated to reporting sporting activities for (a) males and (b) females

· examine types of sports reported for (a) males and (b) females

· examine the language used to report sports in which (a) males and (b) females participate.

Results and discussion

Graphs or tables could be used to present your findings from the various interview questions and questionnaires. You might focus on only one or two aspects (e.g. media watch or sports participation), so the results and discussion would need to be tailored accordingly.
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Appendix A: Scan-Sampling Record

Number and sex of children occupying play area and equipment area

One minute segments 
Play area 
Equipment area

1

2

3

4

5

6

7

8

9

10
Appendix B: Sports Participation Questionnaire

Name 
  Male / Female

Care groups: 
  Age: 
Years

Country of birth: 



Country of birth of parents: 



Circle the appropriate answer.
1
Do you play sport for the school?
Yes
No

If yes, name the sport/s
2
If you don’t play sport now, please indicate why.

a
Too much schoolwork
Yes
No 

b
Dislike sport
Yes
No 

c
Not good enough
Yes
No 

d
Parents object
Yes
No 

e
Friends do not play
Yes
No 

f
Prefer to watch
Yes
No 

g
Involved in other activities (please specify)
Yes
No


h
Other reasons (please specify)
3
Do you play in a sports team outside school?
Yes
No

If yes, name sport and club
4
If you play for a team outside school please indicate the main reason.

a
Higher standard of competition
Yes
No

b
Better coaching 
Yes
No

c
Friends play 
Yes
No

d
Sport not available at school 
Yes
No

e
Other reasons (please specify)



5
Do you hope to be playing sport when you’re 20? 
Yes
No

6
Do you hope to be playing sport when you’re 35?
Yes
No

7
Are your parents involved in physical activity? 
Yes
No

If yes, what activities?

8
Do your parents want you to play sport?
Yes
No

If no, why not?
If yes, do they often watch you play?
Yes
No

Appendix C: Attitudes Towards Physical Education Lessons: Questionnaire

1
Please read each of the following statements and tick ‘strongly agree’, ‘agree’, ‘neutral’, ‘disagree’ or ‘strongly disagree’, as appropriate.

Strongly 
Agree 
Neutral 
Disagree
Strongly agree 



disagree
a
Girls have more fun than boys in PE

b
Our PE class time is too short

c
I only do PE because I have to

d
It’s important to wear the right gear for PE

Our PE teachers:

e
are friendly

f
teach us a lot

g
treat everyone in the class fairly

h
give special help to those needing it

i
are understanding

j
make PE fun

Please answer all of the following questions.
2
How do you rate your fitness at this time?

1
2
3
4

Very unfit
Unfit
Fit
Very fit

3
How fit would you like to be?

4
What well-known person would you most like to resemble?

Why?
5
Are there any activities that you would like included in the PE program?
Yes
No

If yes, what are they?
Add any comments you wish to make about sports and PE.

Appendix D: Stereotypes and Sport Questionnaire

The healthy female

Read each item regarding the healthy female and place a circle around the number best representing your views.

The healthy female is:
	a
	Aggressive
	1
	2
	3
	4
	5
	Non-aggressive

	b
	Independent
	1
	2
	3
	4
	5
	Dependent

	c
	Unemotional
	1
	2
	3
	4
	5
	Emotional

	d
	Rational
	1
	2
	3
	4
	5
	Irrational

	e
	Dominant
	1
	2
	3
	4
	5
	Submissive

	f
	Non-excitable
	1
	2
	3
	4
	5
	Excitable

	g
	Competitive
	1
	2
	3
	4
	5
	Non-competitive

	h
	Not easily hurt
	1
	2
	3
	4
	5
	Easily hurt

	i
	Adventurous
	1
	2
	3
	4
	5
	Cautious

	j
	A leader
	1
	2
	3
	4
	5
	A follower

	k
	Not appearance oriented
	1
	2
	3
	4
	5
	Appearance oriented


The healthy male

Read each item regarding the healthy male and place a circle around the number best representing your views.

The healthy male is:
	a
	Aggressive
	1
	2
	3
	4
	5
	Non-aggressive

	b
	Independent
	1
	2
	3
	4
	5
	Dependent

	c
	Unemotional
	1
	2
	3
	4
	5
	Emotional

	d
	Rational
	1
	2
	3
	4
	5
	Irrational

	e
	Dominant
	1
	2
	3
	4
	5
	Submissive

	f
	Non-excitable
	1
	2
	3
	4
	5
	Excitable

	g
	Competitive
	1
	2
	3
	4
	5
	Non-competitive

	h
	Not easily hurt
	1
	2
	3
	4
	5
	Easily hurt

	i
	Adventurous
	1
	2
	3
	4
	5
	Cautious

	j
	A leader
	1
	2
	3
	4
	5
	A follower

	k
	Not appearance oriented
	1
	2
	3
	4
	5
	Appearance oriented


Exercise 14: Adolescence

Based on information given in chapters 18, 19 and 20 of the textbook. See Child and Adolescent Psychological and Educational Resources website: www.caper.com.au 
Introduction

According to developmental psychologists, there are certain features of adolescence that are characteristic and highly distinctive. For example, it is held that there are changes in cognitive capacities and in the nature of relationships with parents and peers, and that commonly there is some kind of crisis in identity. These changes may give rise to issues and problems that for a time are difficult to resolve.

Aims

The aim of this project is to examine aspects of the lives of two adolescents using an interview method and to identify what is characteristic and distinctive about them as adolescents. The findings are to be discussed in relation to the psychological literature on adolescence.

Method

Subjects

Respondents are to be a male and a female adolescent between the ages of 13 and 17 inclusive, preferably not well known to the interviewer.

Materials

Data for this project to be gathered using a pre-designed interview schedule, adapted from Coleman (1980) (see appendix A).

Procedure

The schedule is to form the basis for two partially structured interviews. If acceptable to the respondents, the interviews should be taped. Notice that the interview schedule tends to treat the interviewee as an ‘expert on adolescence, rather than as an object of interrogation’. Be careful not to exert any undue pressure in relation to topics where there are evidently inhibitions and sensitivities. It is not essential to explore all the areas. Be guided by what the respondent feels inclined to tell you about themselves.

Results

From the record of the interview, categorise the respondents according to the extent to which different developmental issues or problems are evident, currently or in the past. This requires, first, a listing of such issues. Coleman provides examples, e.g. cognitive and moral development; parental and peer relationships; problems associated with physical growth, sexual relationships; identity formation. Then identify the degree to which each issue is salient, as evidenced by your interview data. Provide a summary table using the results of this analysis. Appendix B gives an example of such a summary table. In addition, it is essential that your judgments should be explained and justified.

Discussion

In your discussion, the emphasis should be on linking your results with relevant psychological theory and research. You may wish to focus more on developmental issues that have become especially salient in your inquiry. Some critical comment on the research method employed, its strengths and limitations, should be made. Comparisons between your two respondents would be appropriate.
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Appendix A: Interview Schedule

The interview schedule, adapted from Coleman (1980), consists of 14 open-ended questions. Ask them in the order indicated, and make notes (or a tape-recording) of the responses of the two interviewees. (The interview should not take more than 30 minutes.)

1
How would you describe what you like to do, e.g. your interests and hobbies?

2
Some say that during adolescence people begin to think in different ways, e.g. in more abstract terms. An example might be that it becomes easier to see both sides of an argument. Have you noticed this?

3
Another thing which is said to change is the way people decide what is right and wrong. Have you noticed a change in yourself as far as this is concerned?

4
Parents are very important for adolescents, but other people such as teachers and friends also become important. Who are the most important people in your life at present?

5
To continue this, would you say either of your parents has provided an example of how you want to be when you are older?

6
It’s a well-known fact that teenagers are becoming physically mature at a younger age these days. Do you think this makes it more difficult for young people today?

7
Another thing that’s said to change at adolescence is the way young people think about themselves. It’s said that adolescence can be a time of worries and identity problems, with young people asking themselves the question ‘Who am I?’ Does this ring any bells for you?

8
How about the big questions like ‘Who will I become?’ ‘Who will I be in the future?’ Do you think about these questions?

9
Friends are often very important for teenagers. Why do you think this is so?

10
Do you feel that you are sometimes under pressure from people of your own age to do things that you would prefer not to do?

11
As far as having boyfriends/girlfriends is concerned, what do you think are the problems that people of your age have to face?

12
People say adolescence is a time of ‘storm and stress’, a time of turmoil. From your own experience, would you agree with this idea?

13
What do you think is the best thing that has happened to you in the last few years?

14
Is there anything you would like to add to what you have said here?

Appendix B: An Example of a Method of Summarising Interview Material

Extent to which developmental issues are salient for the respondents
	Developmental issues
	Male respondent 
Female respondent

	
	Recent past
	Currently
	Recent past
	Currently

	Changes in ways of thinking
The nature of relationships with parents
The nature of relationships with peers
Identity crisis with peers
	
	
	
	


Other topics to be added as required.

The extent to which the issues are judged salient for the respondent is indicated by:

++
highly salient

+
salient

0
not salient

Animal category�
�
�
Natural phenomena�
�
�
wild animals�
Yes�
No�
thunder�
Yes�
No�
�
dogs�
Yes�
No�
lightning�
Yes�
No�
�
cats�
Yes�
No�
rain�
Yes�
No�
�
spiders�
Yes�
No�
wind�
Yes�
No�
�
insects�
Yes�
No�
fire�
Yes�
No�
�
mice�
Yes�
No�
shadows�
Yes�
No�
�
snakes�
Yes�
No�
the dark�
Yes�
No�
�
People category	Supernatural category�
�
old people�
Yes�
No�
monsters�
Yes�
No�
�
burglars�
Yes�
No�
ghosts�
Yes�
No�
�
doctors�
Yes�
No�
witches�
Yes�
No�
�
dentists�
Yes�
No�
strange noises�
Yes�
No�
�
policemen�
Yes�
No�
�
�
�
�
teachers�
Yes�
No�
�
�
�
�
Social category�
�
�
Physical category�
�
�
�
not being liked�
Yes�
No�
getting hurt�
Yes�
No�
�
being laughed at�
Yes�
No�
falling from heights�
Yes�
No�
�
being left alone at night�
Yes�
No�
getting lost�
Yes�
No�
�
the way I look�
Yes�
No�
�
�
�
�
Other�
�
�
�
�
�
�
war�
Yes�
No�
�
�
�
�
school�
Yes�
No�
�
�
�
�
swimming


TOTAL: YES = 	�
Yes�
No�
�
�
�
�






1�
My best friend moved out of town�
Yes�
No�
�
2�
A new baby brother or sister was born in my family�
Yes�
No�
�
3�
A relative moved into my home�
Yes�
No�
�
4�
I had to change to a new school�
Yes�
No�
�
5�
One of my parents lost their job�
Yes�
No�
�
6�
My parents got divorced�
Yes�
No�
�
7�
My mother or father had a job in another city and�
�
�
�
�
had to be away from home a lot�
Yes�
No�
�
8�
I was suspended from school�
Yes�
No�
�
9�
One of my parents remarried�
Yes�
No�
�
10�
My parents have to work and are not at home much�
Yes�
No�
�
11�
I wasn’t allowed to see a favourite TV program�
Yes�
No�
�
12�
I got very sick and had to go into hospital�
Yes�
No�
�
13�
One of my parents died�
Yes�
No�
�
14�
A friend of the family moved into our home�
Yes�
No�
�
15�
I got into trouble at school and was sent to the principal�
Yes�
No�
�
16�
One of my relatives (not Mum or Dad) died�
Yes�
No�
�
17�
I got a bad mark on a test�
Yes�
No�
�
18�
I had an operation�
Yes�
No�
�
19�
I was bullied�
Yes�
No�
�
20�
My family had to move to a new place�
Yes�
No�
�
21�
One of my parents had a serious accident�
Yes�
No�
�
22�
My parents separated�
Yes�
No�
�
23�
My older brother or sister left home�
�
�
�
�
(e.g. went to university or moved to another city)�
Yes�
No�
�
24�
I was caught stealing�
Yes�
No�
�
25�
I was caught bullying�
Yes�
No�
�
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