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iVa
The primi:u:yaim of the study was to invest 'late the effect of
participation in a Youth counseLi.anq programme Lnco.rporrati.Lnq mediated
learning experience, on the locus of control and self-concept 0:1: the
group of children participating. It was hypothesised that the children
would display a more int.ernal locus of cont.rol and a more positive
self-concept all completion of tr-"! programme. The secondary aim of the
study was to a3sel::Sthe value of including mediated learning
e'xperience into the Youth Counsellor's programme. The subjects were
d~awn from children attending a language enrichment programme at the
Division of Specialised Education (univer.sity of the Witwatersrand),
and were divided into control and experimental groups on the basis of
t.heLx involvement in a Youth Counselling programme at the same
institution~ The youth counsellor's were volunteers drawn from
stUdents enrolled in the Guidance Methodology course as part of their
post-graduate Teacher's Diploma. The (lata for the primary aim. was
collected throngh pre- and posttest administration of the Nowicki-
Strickland Locus of Control Scale for ch+Ld.ren , the Coopersmith Self-
Esteem InYentories and the Draw-A-Person Test. Data for the secondary
aim was ::ollected through a questionnaire administered to the
counsellors after completion of the programme, and through a
qualitative analysis of their Final Reports. Results of the study
ind ·_cate inconclusive results with respect 1:0 locus of control and
self-concept, and suggest. further research to validate the cross-
cultural application of t.he questionnaire meas .lres ut.Ll.Lsed , With
regard to the inclusion of mediated learning experience, the
qualitative results Lndd.catie a favourabh~ response to the approach,
but also suggest modificatic::msto the at.ruccuze of the programme to
facilitate greater cohe~ence and tangibilit.y regarding it's goals.
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Ycm:th Counsel1ing~ Informal, paraprofessional counselling work
involving the p.stablish..1'{lentof a relationship bet.ween the counsellor:
and child over a period of time, wit.h the aim of assisting the child
with currently experienced concerns, difficulties, dilemmas or
problems.

"Big lEl1l\ddy'~ 'Big Buddy' is the term used in reference to the para-
professional youth counsellors' employed in this study. The.
counrseLl.cr ' s were drawn from the Guidance Methodology class, w'hi-=h
fonr,~1-ipart of tlleir Higher Diploma in Educatj on, at the Divisi::m of
Specialised Education, at the university of the Witwatersrand. e 'rhe

term ~Big Buddy' is used interchangeably with 'youth counsellor' and
~student' throughout this study.

'Little.Buddy' ~ The 'Little Buddies I in t.hd.s study were the children
drawn from a sample engaged in language enrichment at the Div.:i.sionof
Sp~cialised EducationQ University of the Witwatersrand. These children
were indivi.dually paired with a youth counsellor to form a
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'befriending 1 relationship ove~ a five IIlonthperiod.

1t4~Hiiated Learl1lling 'ii::Jq?erience: The application ot the theory of

learning developed by Reuven ~"eule:r;stein, whereby a human nlediator

actively interposes him/herself as a facilitator between. the child,
in this pase, and the stimuli which the child encounters in the world.,
This involves tbe processes, to name a f.ew, of attributing meaning,
transmitting values? emphasising and m.aking salient certain stimuli,
developing self-awareness and awareness in one's surroundings.

Division of SpecialislSd E:duc<ation,: The Division of Specialised
Education is a department 'VIithinthe Facul ty of Education at the
University of the wit"tlatersrand~ For the sake cf brevity, it will be
merely referred to as the ~ivision of Specialised Education throughout
this report.
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The 'Big Buddy' programme is a youth counselling service involving the
pairing of a paraprofessional cou.nsellor (~Big Buddy') with a child
("'LittleBuddy') in nee.\~ In this nt.udy, the counsellors were student
Guidance Methodology teachers, doing post~graduate studies in their
teaching diploma year 0 These ...B~g Buddies.I were paired with children
who had been referred to the Division of Specialised Education at the
University of the Witwatersrand for Lanquaqe enrichment 0 T1:J.e"'Big
Buddy I programme involves an informal counse Ll.Lnq relationship \rhereby
the youth counsellor and client meet on a regular basisy over a period
of time and in a variety of settings, to conduct outings, engage in
various activities and build a friendship.

The P.i.-iM5l.ryaim of 'Lhis intervention is to develop t ':! client's eelf-
concept and to build his* self-esteem. It is hypothesised that this
would also facilitate, in the client, the development of a more
internal locus of corrtroL and increased self-confidence, eense of
mastery, goal-directedness, second·-language acquisition and learning
in general.

An added dimension to the conventional 'Big Buddy' programme is the
inclusion of the interactional approach devised by Reuven Feuerstein,
known as Mediated Learning Experi~nce (MLE). Feuerstein (19BO) aaserts
that for individuals to develop the essential prerequisites or

'* - The use of the male gender form is intended to facilitate brevity
and should not be construed as gender discriminationc
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cognitive functions for learning, anG to thereby actively engage with
their experiences of the world, it is necessary ·th~tthese experiences
are mediated by an adult. The adult m9diator functions to give meaning
to, and provide the connectedness between, stimuli. The focus of the
interaction is thus on the process, the 'how', and not on the content,
the 'what' r where or when it takes place ..MLE orientate!3 the child to
seek out and make important connections between a currently
experienc9d event, and other similar experiences to which he has been
exposed, and to then anticipate what he will experience when he
encounters a similar event in the future (Feuerstein, Rand & Rynders,
1988)" The Big Buddy I s function was thus to act as a. mediator for th(~
child, and to engage in building a friendship based OIl the Rogerian
pr'Lnc.i.pLes of empathy and congruence.

The primary aim of this research project is to evaluate the
effecti.veness of the 'Big Buddy' programme which incorporates MLE, and
to ascertain whet.ler:this Lnt.erverrtton resulted in a more positive
self-concept and a more internal locus of control among the subjects,
the 'Li~tle Buddies'.

2 0 REVIEW OF THE LITERATURE

The subjects of this study, the ~Lit~le Buddies', were children for
whom English is a second language. All the children were struggling
with ti·· standard of English required at their schoo l, The prime



- .1 ...

motive for their referral to the Division of Specialised Education

~ras for them to be engaged in a language enrichment project.

For non-English speakers, competence in English is crucial for

access to equal-opportunity learning within the education system

and later vocatiunal opportunities. Experienced difficulties ~vith

second language acquisition impact on all aspects of learning.

Saville-Troike (in Hernandez, 1989), notes that language is a key

component of culture, the primary medium for transmitting and

integrating culture. Thus learning a second languag3 involves

learning a second culture as well, wh.ior, may have profound

psychological and social consequences fo!. the learner.

As the primary medium for instruction at the school is English,

difficulty mastering the language will have a siC_:1'lificant effect on

other areas of learning. These children will struggle (to varying

degrees) with comprehending English, reading English texts and

expressing themselves coherently in the language. This may have

np.gative consequences for most school-based I learning, and

consequently impacts on the student's motivation, sense of self-

worth and feelings of competience, which may then be reinforced by

experiences of failure (Adelman & Taylor, 1983)0 It may also

highlight 'the individual's relative alienation from the dominant

culture and result in coafusion

culturally defined

(Hernandez, 1989)0
The 'Big Buddy' programme does not aim to address the issue of

language learning directly; although this may be vicariously

attitudes,

or dissonance between varying

motivutions and expectaf ,ns
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influenced; btlt attempts rather to address 'the effects on the Self and

learning ..tha.t such disadvalitage may have. Because the sub[ec-t.s

volturteered for the 'Big aUddy' pzoqramme , ~Teassume t.nat, the parents

of these chil.dren identified such a need and peceived it as an area

of conc.ern"

l3ecause of the complex and ~ntera.ctive nature of cultural deprivation

and langua:ge difficulties, 5ucce5sfv.l int:.ervention demands that

various· system~ impacting on the child's learning need to be taken

illto consideration e Keogh (1988), Skuy : 1992} and skuy , Hoffenberg,

Visaer and Fridjhon (1990) have highlight:ed the need for educational

i1'l'cerventions to take cognizance of Lndf.vr.dua I differences. There is

also evidence that self-concept, mot.Lvat.i.on and attitudes toward

learni.ng are crucial for adequate achc' ::[19'\:icperformance (Adelman &

Taylor, 1983), while social peroept.Lon , .i.ntierpea-sone.L relations and

socia.l communication also appear to be rellevant (Green, 1989). The

~Bi9 Buddy' programme airn~ to take cogniLance of individual

¢iifferences, and aims to impa,::'ton self-concept., motivation and social

interactive skills through the provision of l-iIjE~ which celebrates the

uniqueness of the f_ndividt1al.

The 'Big Buddy' programme is a psychoeducational int:ervention T.vhich

attempts, in this case, to address the impact of the children I s

second-language status, and is aimed at improving various aspect.s of

the child's total fUllc.:ioning. It thus focusses on both the emotional

and lear.ning aspects of the child's problem by providing for the

development and maintenance of rewarding Lrrte rper-sone l relationships

with a friend and model (Skuy, Shapiro & cameu, 1977) a The aim is thus
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to fa~ili tate the actiueLi.aat.Lonof the child I s pot.ei ..t:i.al,and to
provide new and stimulating social experiences that will contribute
to the stated goal of improving the child's total adaptive behaviour.
specifically, through the one-on-one relation~hip that stresSes active
mediation of stimuli, t.hep'roqramme seeks to raise the child I s is'e1.f-
esteem and self-concept, thereby enhancing the motivation for
learning_ By engaging in purposeful activities that are structured and
carr.ted out according to the principleg of Media.ted Learning
Experience, it is hoped that the child can d3velop thinking skills
that can pzovd.de the basis for furthler learning. The inclusion of r-1LE
into a conventional ~Big Buddy' proqr'amme aims to provide structure
and focus on the activities engaged in, and thereby enrich the
therapeutic relationship.

The ..Big Buddy 1 programme has the added advantage of providing a
learning opportunity 0n an informal level, thereby not associating
learning solely with a school setting~ Naturally the effectiveness of
such an approach is dependent on the mct.avat.Lon, dedication and
training of the counsellor, and his skill in interpersonal
interactions of this nature.

2a2 .. Mediated Learning Experience and the "Big Buddy'
Px:ogramme

MLE is a mode L of interact.ive learning that, given the difficulties
experienced by tr; target population in question, is designed to aid
in cognitive development. Tradj;tional learning 'theories have held that
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children learn exclusively through contac:t with their envd.ronmerrt, and

that this '):ree I interacti0n with the environment leads t.o cognitive

structures that allow for automatic progr.ession or learning (Sharron,

19B7). F(~uerstein' s mode. IOflearning posits the need ror a mediator

to actively interpose himself 1:: etween the child and stimuli., to modify

and give meaning to that stllnuli and experience. In mediated learning,

where an experienced adu.lt pLaceu himself between 'the child and

external sources of stimulation, the world is mediated to the child

by framing, selecting, focusing and t}'i,eprovision of environmental

experiences, which in turn leads to appxopr'Latie learning sets and

habits (Feuerstein, 1980}. What is med.i.at.edthen are essentially the

values and meaning that we attribute to ot.herwise neutral stimuli.

Cognitive abilities deve' op directly as a rr:lsult of the assimilation

of cultural stimuli that are passed onto us through our parents and

signifi("ant others. ttJhat is mediated, and how this is done, forms the

basis of learning how to learn (Sharron, 19B7). The role of the

relationship, is therefore crucial, as it is held that learning oc~urs

through the interface of recip~ocal relationships. As a result of the

mediation, the child develops cogr itive functions that enable the

child to learn from both formal anj informal learning settings, and

to apply those functions to other expe.r.i.enoea (Wieder & Greenspan,

1992).

Feuerstein offers ten criteria that constitute the MLE.For MLEto

occur, three of these criteria are eS'~sentialo These are the mediation

of meaning, transcendence, and intentionality and reciprocity. The

first of thes~ ( meaning, requires 1t:hemediator to impose meaning on

what is otherwise neutral stirnulio It is through the mediation of
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meaning that culture is transmit'ted, end as a reau ...t., the child's
emotional, motivaticnal and moral developm~nt is enhanced.
Discontinuity in cu Lt.uza.l, transmission has been shown to compromise
the adaptability of .LndLvLdue.Ls and Lead to a state of cultural
deprivation (Sharron, ]981). Mediation of meaning also facilitates an
affective connection bsrtween the child and mediator. Feuerstein et al
(1988) st.:atethat the liediation of meaning "represents the energetic,
affective, emotional power that will make the mediational interaction
overco~e resistance on the part of the learner and thereby ensure that
the stimuli mediated will indeed be experienced by that Lear aez "
(po66).

The medi.ation of t.ranecendence provides the child with generalised
goals, values and skills that can be applied in different settings a'ld

experi~nces beyond the requirements of meeting the specific needs of
a particular situation. This developes one's associative abilities and
the ability to use inference, as well as introducing deductive anc~
inductive thinking skills. Transcendence produces flexibility in the
child's thinking and a.lso helps to focus on culturally determined
goals.

Through intentionality, the mediat:.orconveys a sense of the function
of the learning, thereby cLarifying his intentions. This function
involves the intention ,tomediate, and demands an active focus in this
regard by the mediator. Thus the "way' stimuli'; presented, by the
use of tone, anlplitudE~,frequency and time of exposure, will determine
the salience and attractivenef!s of the stimuli to the child
(Feuerstein et aI, 19BB). Reciprocity instills an orientation in the
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child towards the goa.l. souqht; by the mediator. It reflects the

mediator's ability t.o ~hook' the child (Sharron, 19€I7) ~ MLE cannot; be

said to ha+e occur-red unless the message has been recieved by the

learner. Feuerstein at aL (1988, p , 64) state uhat, mediated lE~arning

is .only present "whenever th~re is a strong, clear loop between the

sending and recieving ends .of the c.ommunicatienal process".

'l~heother seven criteria are namely: compei.:.ence;self regulation and

control of behaviour; sharing behevf.ours individuation ~ geal planning;

challenge; and self-change. The above are addf.t.Lona I criteria which

should be m.ediated where and when the eppertunity arises, and

cons t Lt.ut.e MLE onLy when mediated in con junct.Lon with the three

primary criteria.

The first, compet.ence, refers· primarily to a '.feeling of c.ompetence' ,

and not to success .or 'real' c.ompetencs per sea Some pe.ople may be

practically competent but ~feel' totally incompetent. A fealing .of

competence is dependent on experiences of competency, but e.Lso

requires that this competence is mirrored by others and interpreted

to the child as being competence (Feuerstein & Fe~erstein, 1991). By
making salient the process involved in mastery through mediation, the

chJld attains the transcendent goal of 'feeling' competent and is thus

prepared for more independent living and a more .Lnternal locus of

control"

Self-regulation and control of behaviour refers to both the inhibit.ion

and initiation of behaviours. Somechildren who display impulsivity,

and do not stop to think beiore they answar or act, l:equire thel
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presence of a mediator to limit this impulsivityo This is limited by

the mediator orientating the child towards self-I,'E!flection" and by

reflecting the appropriateness or timing of certain behaviours

(Feuerstein & Feuerstein, 1991). Other children, who may, due to a

Lack of confidence feel inhibited, need to be helped to deveLop self ...

ini~iated behaviours and to acquire confidence in them.

'rhe h,"'ldiation of sharing behaviour orientates the child towards

pf':ti( ipating with others and getting othel::S to participate wit.h him.

This mediation, involving 'hath the manipulation of situations and the

damonstration of models of sharing, "stimulates a child's

socialisation and animates two people's interactiolAs, fusing their

attention and creating a commonexperience" (Feuerstein et fil, 1988,

po76).

Individuation and psychological differentiation appear to be the

opposite of what was conveyed by sharing behaviour. Within MLE, these

t'wo components must however be seen to be complementary I with

individuation directing the individual to "become an articulated,

differentiat'9d aeLf as opposed ·to the 'other' \...Tith whomhe yet shares

himself" (FeuerBtein s Feuerstein, 1991, p.42). rl'he mediation of

individuation al.so involves the awareness, legitimacy, and different

modes of expressing different affect states, and seeks to affirm the

uniqueness of the individual.

The mediation of goal-planning serves to widen the individual's

thinking with regard to time and space, and generates in the child a

future-direct.eli. orie!~tation (Feuerstein et aL, 1988). Not only does
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this involve goal planning, but also goal seeking, goal setting and
achievinq behaviour. This demands considerable problem-solving, the
ability to make choices r and identifying a goal from alternative
options. This form of mediation also allows the child to prioritise
actions I SerVefJ to delay gratification where necessary and curb
impulsivity in favour of a future orientation.

The mediation of challenge is inextricably linked to the provision of
novelty and complexity, and is essential for the mediation of
competence. Individuals are motivated to seek out and master new
challenges only after they have reached a level of competence, and
usually nee-dto be ent.Lce .J pursue greater achievements (Feuerstein
et aI, 1988). One negates this by being overprotective and presenting
stimuli in a oversystemisect way, and therefore stimuli needs to be
presented in novel ways and with increasing complexity. This fosters
the development of cognitive structures that allow for adaptability
and prevent 'tendencies to ~'iva-up too easily.

Mediation of self-change involves the mediation of an awareness of the
human being as a changing entity. It involves a central notion of
Feuerstein's theory, namely that individuals' cognitive structures,
skills and emotional states are modifiable. It demands the active
approach of bringing change to the awareness of the child, thereby
sensitising him to the need to be active in pursuing goals and 1:aking
responsibility for growth and development (Feuerstein & Feuerstein,
1991). They learn to assume different roles depending on the demands
of the environment, are able to anticipate change and therefore more
readily adapt. Tho child thus develops a more flexible self-concept,
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while essentially still maintaining a stable : den'tity.

The above categorie.J .:indcharacteristi.cs of MLE must not be seen as

isolated entities. As stressed earlier, the three primary mediational

criteria are essential for ML:E to occur and must be preeent when

mediating the other criteria~ 'l'he other seven criteria should also not

be SElenas being mut.ual Ly exclusive. For example, the media·tion of

challenge may have the transcendent function of mediating conpet.ence ,

wi" ile goal setting and achieving behaviour may facili +.ate t.he

mediation of self-change. It involves an interactive process that ~s

both dynamic and complex.

Although MLE is essentially a cognitive approach, it can be seen to

indirectly address emotional issues. The work of Reuven Feu~rstein and

his associates has illustrated that inadequate cognitivd development

not only impaires the ability to Learn, but may also negatively effect

the development of an integrated self-concept and feelings of self-

worth" Indeec., some of the criteria of rnedirted learning delineated

by Feuerstein, such as a sense of competence, goal planning,

individuation, challenge, self-change and control of behaviour, on

their ownand in conjunction with other necessary criteria, have been

shown to facilitate a pos i.t.Lve self-concept (Sharron, 19fin).

A holistic approach cannot afford to create a dd.chot.omybetween

affective and cognitive Lsauea , The two are mutually interdependent.

Affective issues necessarily impinge on a child I s cognitive

development, T;'J"hlledeficits in cognitive abilities not..only effect the

child IS selof-esteem and self'-concept, they can place the child in
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situations that c0mpound emotional difficulties and leave tha child
incapablE! of sufficiently organising and reacting to the stimuli they
encounter. Feuerstein (Sharron, 1987, p,14) asserts that:

"(!hildren who are unable to learn from experience or to
benefit from teaching are usually suffering from cognitive
d9ficiencies· - put more simplj, the' have net learned to
think cchezerrt.Ly0 They therefore have no apparx- ,(f", with

'(P,hichto organise, store and re-use the mass of infonnat.ion
which bombards children every minute of their waking lives.
Instead of considering new pzohLems and thinking them.
through with the benefit of past lessons learned, such
children e i.t.he.r react impuls.Lvely or become inert in the
face of tasks or information that they do not have the
intellectual means to solve or process."

'.rhus,failur~3to maintain a.breastof scholastic demands can reinforce
and perpetuate the lack of positive sel:'-psteem and low self-wor.th,
which in turn will lead to a decreased motivation and ability to
learne

Previous 'youth Counselling' programmes conducted by the Division of
Spacialised Education have highlighted the need for a more structured
approach to this type of intervention (Janka, 1993). The programmes
in queotion were based largely on Rogerian principles of effective
counselling interactions which stressed congruence, empathy, and
unconditional positive regard. Although the "Big Buddies' involved in
those programmes found these concepts usefuL, they reported that
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basing the focus of their intervention on these concepts provided

inadequate structure (Janksl 1993). The aforementioned principles of

Rogeri!ln counselling are based on a. model of "lon-d.irective therapy t

and this orientation proved to be frustrating to those youth

counsellors whowere seeking to play a more active and di~ective role

in the counlSelli41gX"elationship.

'l~his is not ::0 say that these principles of Rogerian c.ounselling are

i.t:relevallt to the programme. On the contrary I it was stressed at the

outset of the 1993 programmer that the concept.s of congruence and

empathy are central to any "helping' relationship. Congruence in this

context refers to a congruous relationship between feeling and

behavLouz on the part of the counsellor. As such I the counsellor. is

expect.ad to be genuine and not to present a facade r and that the

behaviour they presenl:. represents their emotional state. zmpat~y is

the accurate understanding of anothers feelings and perceptions, and

LnvoLves "placing oneself in the other person's shoes' so to speak.

Empathy in the counselling relationship also involves the accurate

:reflection of those feelings back to the: client. It must;be noted that

these concepts not only serve to establish a containing and effective

relationship, but also prove to be int.egral t.o the medd.atied learning

experience, especially with regard to the mediation of feelings and

the dynamics of interpersonal relatlonships. Furthermore r these

concepts serve to facilitate the establishment of the l,'ela,tionship,

which then in turn increases the potential for affective MLEto occux.
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2 ..30 The Use of Non-Professionals atS Tberapeutic Agent.s

The use of non-professionals in therapeutic service deliverv was
pioneered by advances in community psychology (Rappaport, 1977). The
need.to.utilise such para-professionals in mental health service is
a·f critical l.••lporta.nce in this country. The 'luxury' status of
profess.i.onalstreflectad in the time and re lrces necessary to train
them, results in the situation where there ~re too few such
individuals available to n.eet the growing needs of mental health
servil..-:es0 This has led to the realisation that non-professionals can
be incorporated into delivery systems in order to reach a larger
population~ As such, the function of the professional can b3 diverted
away from direct service provision, to a more consultative role such
as the provision of skills to non-professionals (Sobey, 1970).
Furthermore, to counter possible claims that lay people pz.ovf.dea
~half-baked' service, professionals need to ensure that the training
provided to the non-professional is done so with responsibility and
professionalism (Thorn,1985). The 'Big Buddy' programme was structured
hierarchically, involving student non-professionals who were monitored
and trained by a student psychologist, who was in turn supervised by
an educational psychologist from the Division of Specialised Education
at the University of the witwatersrand.

Related to this, Rappaport (1977), Skuy (1975) and Thorn (1985) stress
the need to monitor and supervise non-professionals, and to provide
back-up and support as long as the programme runs. Care must be
exercised to ensure that the non-professivnal's training matche~ their
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stated role, and that during supervision, one must be aware of the
potential for the lay person to attempt to transgress this role and
engage in activities that he is not trained for. Feedback from the
non-professional may also serve to correct misconceptions the
professional may be adhering to, and as such, dialogue between them
can serve to impart skills and knowledge from the pon-professional to
the professional as well (Thorn,1985).

The efficacy of relatively unt~ained people in ~helping relati0nships'
has not been conclusively established. Skuy and Solomon's (1980), and
Skuy's (1975) studies suggest however that students and par'ent;ecan
be effectively enroll id in such programmes. Gr~.ver's (1971) review (in
Skuy, 1975) of studies in this field proved to be inconclusive, but
the work notes that university students are particularly suited t~ the
role. The tnformal and relaxed manner demonstrated by students, and
their ability to relate more easily to a child's world, were held to
be positive factors in their utilisation. Students were also seEm to
be more readily acceptable to children. In reviewing other studies,
Skuy (1975) notes that the change agent may be the "interest,
enthusiasm.and energy" that students bring to the situation, as well
as the "greater informality and flexibility of the students and their
lack of role and scat.us consciousness" (p.201). Skuy (1975) cites
research by Mckinne] and Keele (1963) and Poser (1963) as studies that
indicate the efficacy of using non-professionals as agents of
therapeutic chanqe , In a well controlled study, Skuy (1975) found that
scholastically disabled children involved in a youth counselling
programme conducted by undergraduate students, significantly improved
their levels of frustration tolerance and social competence. Skuy and
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Solomo 's (1980) study, although lacking in significant quantitative
results, suggests that students and parents used in psychoeducationa1
interven1..ion programmes, can facilitate improvement in childre.1
exper:iencing learning diffjculties.

A further aim of this prroqzemme is to provide skills to the 'Big
Buddies', that will enable them to function and interact with children
more effectively. It also provides the student with th<e opportunity
to gain practical experience Ln a sustained informal Lnt.ez'act.Lonwith
a child who requires language enrichment. This serves itoenhance the
student'~ empathy and to provide the student with insight inte the
child's level of functioning, his interests, strengths and weaknesses,
and hi~ home and social environments.

The programme demands responsibility and commitment from the 'Big
Buddies', which not o~ly sensitises them to the requirements of such
a 'working' relationship, but also provides them with the opportunity
of operationalising some of their teacher course content. This is held
to facilitate learning in that it involves the integration of theory

Iand practice, affords the student the opportunity for self-growth, ?nd
creates an awareness in the student of their strengths and weaknesses.
The senbe of worth that such a relationship engende~sf the development
of their responsiveness to tite child's needs, and the practice of
communicating feelings and concepts effectively, are seen to be
valuable assets that can be util....s,~c1 in their future work as teachers.

A further crucial aspect of the programme is that it affoz'ds the
student the opportunity to, and experience of; developing a
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rela.tionship that extends crroaa-ou.ltura lly. 'l'his factor applies also

to the children, and can therefore be seen to facilitat~~ cross-

cuLnuraf, tolerance, which is essential to attelmpts to normakLae social

relat:ionships in this post-1-_partheid South Afl'.ica.

:2 "Igt 0 The Constructs "Locus of COlTht,rJ1' and ..S®lf~C«:nlcept I

aR'AdTh~ir Relationship ~o l1>lsdiat.ed II®arning E:u~pH~ri®lllee

One of the aims of this research project i.s to ascertain whether pupil

participation in the ..Big Buddy'I prograxruneleads to a more internal

locus of control, and a more posLtLve self-concept in the sub je.ct.s ,

For this reason it is necessary to examine the concepts of locus <)f

control and self-concept, and t.o establish t.nei.r rela"':ion:ship to

mediated learning experience.

According to Skuy (1975), an ext.eznel, locus of cont.rx -f or outer-

directedness, is "a style of problem solving which reflects a lack of

faith by the individual in his own thought processes and the solutions

they pxovLde in dealing with problems. It can be ch3.racterised as a

lack of ability and/or inclination to resume responsibility for one's

own actions" (p , 113) 0

Ismail and Kong (1985), cite research literature that shows a p.;;sitive

relationship between internal beliefs of locus of control and academic
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achievement. A study by Shedk and Rhodes (ci.tedin crump et ai, 1985)~
found a strong r.elationship between an internal locus of control and
ratings of competence.

Koenig (1979) cites research suggesting that an internal locus of
cortrol,may be associated with a future orientation Lnvo LvLnq futu:te-
looking optimism and achievement-directed efficiency. His findings
however, hav~ found that negative reasons for being futu:e orientated
can be more pO'lllerfult'.lanpositive reasons. Having to face demands and
to feel unable to control them Gan generate stress and a feeling of
powerlessness, which may result in a passive acceptance of future
events. Indeed, "an indbridual trlith an Llternal locus of control does
not merely accept responsibility for his own influence after t.he fact
but will be motivated to influence such outcomes before the fact"
(Krantz & F1iedberg~ 1986, p.e71).

Individuals who experience difficulty with r.ega:cdsto aspects of
learning, often become discouraged and demotivatecl, or fail to develop
the motivation to learn and an orientation towardc::se:lf-cUrected
behaviour. Skuy (1975) cites significant research in support of the
view that an exter~al 'ocus of control is associated with a history
of failed 9xperienc

Adelman and Taylor (1~d3) 5tra~s the influence of motivation on the
process of learning. They draw attention to the distinction between
intrinsic and extrinsic motivation. Extrinsic mot.vation stems from
ext.ezne l influencos, such as physical and social reinforcers v and
corresponds to the concept of un external locus of contrJI. Iucrinsic
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motivation 011 the other hand, rE'4=ers tn that motivation that

orig:i.nat.9s from within. the individual and corresponds to more

internal locus of control. Intrinsic motivation involves the

psychol~gical concepts of curiosity, a striving for competence and

importantly, sel:f ...detf.n:min(;1tion, and therefore the ability to make

choices. It involves 13eeking positive affect and stimulation, and

avoiding negative a.f'fect, dealing with challenges and reducing

dissonance (Adelman & Taylor, 1983).

11otivation denotes the search for, as well as the source of

competence, and involves the 'fee1 ;~ngI of being competent (Feuerstein

& Feuerstein, 1991). "It is our contention that the feeling of

competence is not the direct and unavoidable outcome of the perception

of one I a capacity, but rather that the generation of this feeling

requires the intervention of a human mediator who interprets the

mastery and the competence and turns it into awareness, feeling, and

conacdousnese of one I s competence" (Feuerstein & Feuerstein, 1991,

p.29l .. The med.i.e.tLon of a feeling of competence 1 individuation,

novelty and challenge, an0 goal setting, fosters the development of

a more internal locus of control.

An important aspect of self-directed behaviour, is the abi.Li.t.y to

formulate and express goal r.elated plans. Characteristic of children

who nave not received consistent mediated learring experiences is the

diffused nature of their perceptions. "These children scan their

perceptual environment without attending differentially to t.he more

relev~nt elements and; therefore, do not persist in developing \:.he

me ...ns necessary for att.aining specific goals" (Feuerstein, 199:0,
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p..27). The intention to .mediate remote events as personal experience,

involve inclU.cedself-refleotion, insight and articulation, t<111ichlead

to an inteJmalised orienta.tion, which in turn produces more efficienc

learning and in.creased:modifia.bility (FeUerstein & Feuerstein" 1991).

rela:tibnsbip between locus of cont.rol and failure experiences has

already been disCfUssed.. Skuy (1975) argues that the development of an
, . - ,

e'tte:ttial. locl.i~ ef control, due to repeated failure experiences needs

to be. understood in interaction with the development of a negative

self...coneept~ ge states that this negative self-conc8pt "can be seen

as develdl?.ing in. relation to the adverse perceptions tIle individual

has of hinLself, as well as in relation to the negative at.t.Lt.udas about

the indiv'idual communicated by significant others" (Skuy, 1975,

pol1'3).

In '·the res,earch findings of Crump, Hickson and Laman (1985 ~, subjects

t'11'ith an internal locus of control tended to di.spl ay behaviour that was

more congruent with 5. positive self~concept than did those with an

extel.-nal Locus of control. The group of internally controlled subjects

were also round to have more positive self-ccncepts relative to their

families (:family self), and to have traits more positively identified

with the moral and personal self.

Thompson(19B1) notes that pe.:rsonal control may be beneficial and lack

of such corrtro l detrimental, because it relates to a per aon ' s self-

image. She menticns two theories that are relev,'lnt to this point f
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deCharms I s theory of personal causation and reactance theory. The

first theory elaborates on t.he individual's need to feel a sense of

competience and mastery in their environment, and that a lack thereof

may lead to feelings of incompetence. Reactance theory postulates that

individuals feel aroused and have negative emotions. when their freedom

to act in a self-determined manner is t.hrraat.ened ,

Indi vidua'~:~ experiencing academic difficulties often expect to fail

and therefore seldom develop the habit of achievement. The eXl?eri·· 'ce

of failvre then serves to reinforce this expectatjon. They ofi to

not experience getting appzovaL for success at learnii~g, al.·~ 'tou'-f'

orientated without long-range goals, lack self-ct,;nfidence and are not

encouraged to utilise fantasy and imagination (Mette.ssel oS! eeng,

1970) •

Purkey (1970, in Skuy, 1975), holds that self-concept and ~c}"l"".astic

achievement are dynamically interrelated. His approach em~hasises the

importance of consideri.ng the individual's subjective perceptions of

self and the world in attempting to understand poor academic

performance. Negative self-percept.ions lead the individual to see

themselves as incapable of mastering academic work, and also as seeing

such work as irrelevant to their experience of their world G The

subsequent; and repeated eKped.ences of failure then serve to reinforce

such negative self-perceptions (Slcuy, 1975).

Spencer (1985) notes that feelings of competence are related to self-

concept, an.d that minorl.ty status children are at particular risk in

this regard. "Ninority status children are at risk given the fact of
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racial discrimination, it f S institutionalisation, and the child I s

incr~asin9'ly differentiated cognitive maturation" (Spencer, 1985,

p.S9) .. The latterv cognitive maturation, necessitates a progressive

awareness ot the group's unique status. Thus, physical and cognitive

maturation, in conjunction with specific social experiences, results

in social cognition" spence]; (1985) suggests that there is a

diSCOrdantrel.ationship betweensocietal values (concerning minorities

and linked to racial stereotypes and attitudes), and healthy

psychological deveJ.opment.Xnother words, between macrosystem

values rela.ted to minorities and own-group preferenced identity

formation. It is argued that non-minority children have a more

cong:t'l.lentand linear davel.opmerrt in this regard.

Feue.rstein (1980) asserts that in disempowered communities,

transmission of values, norms and cultural identity are often

disrupted, leading to a break in the continuity of past with present.

as argueo that mediation involving an understanding of the rationale

behind instructions (Mc.aning,Intentionality, & Transcendence), and

a focus not limited to ":"pecificcontents, produce'san orientation that

inclua ....s II an anticipation of a given set of conditions in a more or

less remote future and a plan of behavfcur associated with a goal that

guides the behaviour of the individual" (p. 21).

The med.Lat.Lon of positive or neqat.Lve anticipation is held to be the

result <:>fthe child f s own experience. The mediation of the

rela.tionship between the chil:;ils ownact.Lens and their consequences,

orientates that individual to temporally and spatially more disLant

effects Anticipation of an outcomerequires an internal
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reconstruction of reality, involving inferential thought processes.,
which aim to transcend immediate needs in favour of remote goals" It
is thus also neces.sary to mediate the causal relatlonship between an
act and LtfS· anticipated outcome (Feuerstein, 1990).

Mediated Learning Experience has a direct bearing on the development
and adaptability of self ...schemas. The mediation of the criteria of
meaning, competencev and iod::"Iduation, influence the Gonception of
the·sel:E. "A vivid and well-developed possible self is more motivating
than one that is vague and poorly articulated" (Day et al, 1992,
pdS4)" Contextualising stimuli through the mediation of meaning and
linking this to existing competencies, creates positive visions of the
:fut;ureand. gives meaning to school subjects related to these visions
and potential ~ Subjects that are personally relev'ant, lend students
to be more likely to =ollow learning goals (desiring to increase their
mental competencies), rather than performance goa'!.s(Dweck, 1986. In
Day at a,1, 1992).

Individuals tend to seek positive judgements about their competencies
from themselves and from others, but students with a positively framed
self-schema seem more able to persist in problem-solving activities
even after having received negative evaluative feedb~cko Ind~ed Markus
(1990) I found that external rleinforcers are more likely to influence
those WhD are trying to master a topic than those who are interested
in solving a problem (Day et aI, 1992). Thus a coherent self-schema
can be seen to be related to the notion of intrinsic motbrationp and
therefore, self-directed behaviour.
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progzes>s can then be seen as self-reinforcing, while stagnation may
provide opportunities to reevaluate strategies and plans (,: action.
This would appear to correlate with the MLE criterion of self-change,
while the mediation .of transcendence; serves to abstract problem-
sOlvillg•from the here ....and...now I to be applied in other, and especially
future situa.tionso

Rag-era .(inSkuy ( 1975) r asserts that the self is a social product that
de'J..relopsthrough the experience of interpersonal relationships, and
is largely.dependant on positive regard from otherso The 'Big Buddy'
programme involves youth counsellors who, by virtue of the consistent,
individual. and respectful attention thf'V were expected to bring to
bear·· on .the subjects, can be seen to positively affect self-
perceptions. and a sense of self-worth.

:3 <) 1 e RlSlrti'OlIllals F Aims and Hypot.heses

GiVen, the n~e.d for innovative approaches to dealing with the
injustices of the previous educational system by normalising and
redressing educational opportunities, the great number of South
African children identified as requiring intervention in this regard
(Donald, 1993; Sku.y & Partington, 1990), and the shortage of trained
professionals, th~~rapeutic procedures that effect greater numbers of
individuals in a coat, effective manner will need to be deve Loped , It
'was assumed that this particular youth counselling programme, The 'Big
Buddy' programme, may fulfill such a role, and as such its efficacy
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needs to be established ..

In lieu of the prior discussion on the use of non-professional
therapeutic agents, it would be appropriate to use student Guidance
teachers as youth counsellors on such a programme ..

it has been a:.:guedthat experienced difficulties in particular areas
of learning will negatively impact, not only on the ability to learn,
but also on constructs such as a sanse of self, motivation, feelings
of competence and the like. Similarly, the interactive determinants
resulting in language difficulties and cultural deprivation can be
seen to be affected by the aforementioned constructs and a lack of an
early provision of MLE. The incorporation of l{GE in such a programme
was justified not only to provide structurey but also to facilitate
the development of cognitive and affective schamas that would enable
the subjects to become more independent 'thinkers, and as such; to
foster a sense of competence, mastery and a positive sense of salfo

It is held that a positive sense of self corresponds to the
constructs, self concept and self esteem, and that a measure of the
construct, locus of control, would be able to establish t.he degree of
independence in terms of cognitive contrp1.
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Thus it is hypothesised that, following a youth counselliag programme
incorporating MLE:

1. There will be a greater degree of internal lccus cf control among
subjeots involved in the programme, than among those in the control
group.~

2 Ther¢ will be an increase in positive self-concept among subjects
,,,ho partici.p.atedin the programme, than among those in the control
group,;

3. There will be a positive correlation bet'N'eenthe degree to which
the 'aig Buddies' have integrated the concepts of MLE and the extant
of .the growth, as measured by the instruments, displayed by the
~Little Buddies'Q

40 There will be a positive correlation between the hours invested in
the relationship and the extent of growth displayed by the 'Little
Buddies'.

302 ..Met.hed

The children involved in the study t.."1eredrawn from the language
enrichment programme conducted at the Division of Specialised
Education. They had been referred for language enrichment in order to
address difficulties in the acquisition of



- 27 -
English as a second language ..All t.hechi.ldren attended I.H ..Harris
Primary School in Do' '. nfonteinl' and were in Grade 2,. The subj~cts
resided in various areas in the greater Johannesburg region, f~om
innner-city areas such as Joubert Park, and from different suburbs in
Scweto.

Given the nature of the programme, demographic variables such as
family constd.tut.Lon, socio-economic background and cultural
affiliation could not be controlled. The group was homogenous only to
the extent that they all at.t.endedthe same school and vlere all in the
same grade. The children were also culturally diverse.

The sUbjects were divided into experimental and control groups on the
basis of subsequent participation on the 'Big Buddy' programme. The
experimental group consisted of 12 subjects who had been involved in
language enrichment, and who were volunteered by their parents to
participat.e in the 'Big Buddy' programme. The control group was made
up of 15 subjects who were on the same language enrichment course, but
who were not;involved in the 'Big Buddy' programme.

The youth counsellors, or 'Big Huddies' were drawn from stUdents fl.oP.'.
the Vocational Guidance Methodology course at the Division of
Specialised Education 0 This is a post-graduate teaching diploma
course. In previous programmes in the Division, these students
participated as part of a compulsory requirement. This year however,
their participation was voluntary I' and the students therefore
parrtLca.pat.ed from d position of choice. 'rhe issue of voluntary
involvement is an iAtlportantfactor, as the success of the programme
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d~pends on the motivation and ent.husi.asm of the students.. Reil1lg
vc Lunt.ears, it was hoped that the students would be more likely to
involve themsolves wholeheartedly.

The youth counselling interve~tion involved pairing the Guida.nce
Methodology students with a child from the experimental group. The a.im
of. ~e intervention involved ~befriending' the child and engaging in
a one-en-one relationship with that child once a week. and for Dot .Less
than an hour at a time. The 'Big Buddies' were not however limited to
this time frame, and were encouraged to engage more often if they so
desired. The focus of the relationship was on congruence, sincerity,
empathy and attunement to the specific needs, circumstances, values
and attitudes of the child, using the interactive technique of
Mediated Learning Experience.

The training offered to the 'Big Budu':'"-.~'wal:limparted during weekly
meetings Wi'Lllt.he programme leader and co-ordinator. The 'Big Buddies'
were also provided with a hand-out on MLE that is largely based on the
NLE workbook designed by the Cognitive Re<O(ea.LchProgramme at the
Division of Specialised Education (1991), modifi.;_,i 1k~ it. more
applicable to the programme 0 'llhe ~Big Buddies I were also :r:;1:'ovidedwith
input on MLE in their teaching methodology course work, and as such
it was held that they had received adequate theoretical input in this
regard 0

The 'Big Buddies' were ulso provided with a brief input on the
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concepts of empath~' and congruence. What was stressed however was that
their relationships should not constitute a counselling relationship
in thetra.ditional sense. Students were cautioned in this respect to
avoid the potential for engaging in practices for which they had not
been trained>"

within this framework, their interactions were defined as ngeding to
oea,ct.ivity·centred, and that those activities shoUld take form around
their OWn individual preferences as well as those of their 'Little
'$Uddies '... In this regard, the concept of 'goodnes s of fit' (Sku.y et
all· ..1990) was emphasised I and it was stressed that activities engaged
in shoUld take into account the specific child in question. Group
discussion ill'.cited the iciea tt.at negotiated activities would prove
to be the most effective, aLchouqh it was accepted that this would not
a.lwa.ys be possible given the nature of some of the children. Not only
Was the individual child emphasised, but also that activities should
oepitched at the child's developmental level. As such no activities
were specified, but materials from the resource room at the Division
of Specialised Education \V'eremade available to provide ideas e A
collect:ion of other act.Lvities were also prep'ared, and handed to the
group for rotation. What was specified however, was th.at t~e
activities should provide the vehicle for MLE, and that act.ivit.~es
should be considered that: offered opportunities for MLE. It was also
stcated that the 'Big Buddies' should attempt to focus on self-concept
and self-estee I both di~ectly through praise, commitment, empathy,
congruence and the discussion of self acceptance, and indirecotly
through the mediation of the relevant criteria of MLE.
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To ensure that the ~Big Buddies' had adequate contact \·1ith their

'Little Buddies', and that they utilised and integrated the concepts

of MLE., weekly ectivity reports had to be completed a~'j handed-in .. In

additioIl. to this, e~ch student was require-d to present a summaryof

a meeting with their child tn the group, to demonstrate their

integration and application of MLEand whether they had established

a significant relationship.

The role of the researcher was that of facilitator. Hlenderson and

Thomas (1990) define this role as fluid and flexible, sta1:ing the need

to "move in and out of different roles according to par'ticular

oircumstances It { p. 104 ) •

Initially meetings between the researcher and 'Big Buddies' were held

on a weekly basis. Probl~ms encountered at this phaae included the

students' difficul ty in making contact with t.he families, and

difficulties in initiating and carrying-out the init.ial contiact.,

Problems that arose were qenerally dealt with in the group, using

inpat from t .;)se present.

Areas th~t were dealt with included the goals and expectations that

the students had, a:,d howthis relateQ to the role of the ~Big Buddy .

Muchtime was s~Jent on the issue of termination, and it was stressed

that this should be discussed with the --Little Buddy' from the outset

of the relationshipG Ways of conveyinf::J'the concept, of time, and

termination at a concrete level wer~ discussedo It was also stressed

that the aims and expactiat.Lcna of tho:?!programme ahouLd be clarified

to the parents to facilitate entry into the relatioinship, and to
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secure the maintenance of the relationship through parental support.

The Lssua of self-awareness was also addressed, wi'th the specific aim.

of getting to knowthe 'child within I. This was held to 1:e cent.za.l to

the. role of developing a relationship and interacting with a child ..

~Big Buddy' presentations in the group also provided the impetus for

group d.i.scuas Lcn, and much of these meetings focussed on the

oppor'tunity of using the dd.acuas.Lor. to disseminate ideas and to tell

each other about successful and unsuccessful vent.i.zes , The

participation of the students was generally good, and as such, the

role of the researcher was largely to facilitate the discussions, and

wheX"enecessary, to focus and redirect the discussion.

l?rf~-test.ing on the 'Little Buddies I was administered in a group

sett.ing at t.he D....vision of Specialised Education. 1'his was conducted

in March 1993 before the '..)mmencementof the programme, and while the

subjects were attending language enrichment. All test items 'lfTere

administered in one sitting. The post-testing was conducted in

November 1993 in a group setting at IoU. Ha.rris primary School.

The following test items were administered to the 'Little Buddies':
1, Nowicki,~strickland Locus of Control Scale for Children (Short

I'orm) •

2. Coopersmith Self-Esteem Inventories (Short Form)

30 Draw A Person Test



- 32 -
The evaluation of ~Big Buddy' performance was conducted in a single
sitting at the Division of Specialised Education at WITS University.
Assessment of the ~Big Buddies' involved only posttesting, and was
conducted in october 1993.

The following mea ~\lreSwere drawn from the ~Big Buddies' :
1. Youth Counsellor's final report
2. Ques':"ionnaireon the application of MLE in the ~Big Buddy'

progra.mme.

3.2.3 ..1. ~OWICKI-S'rliU ';llI~L,ru;mLOCUS 011' CONTROL SC.ru:..E FOR CUILDREN

3.2.3.1.1. Description and Application

Nowicki and Strickland (1973) developed a Locus of Control Scale for
children from Grades 3 through 12. The Scale was chosen because it
appears to be a reliable locus of control inventory thdt has been well
researched in relation to primary school children. Bailer's scale
(1961) suffers from reliability and format shortcomings, and Battle
and Rotter's Scale (1963) is difficult to administer in large groups
(Nowicki &I Strickland, 1973). Because research on the' NOl'.'licki-
Strickland (NWS) Scale has only been conducted on populations of
childre~ in Gr~de 3 or higher, "this is not to say that the test is
not appropriate for first and second graders" (Nowicki-Strickland,
1973, p.1Sl). Because the subjects of this study are at the Grade 2
Leve L, and because they have difficulty with respect to English
language, it was decided that the shortened form of the Scale (20
items) be used.
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Further Ir.odifi.cations need~d to be made to the item questionso It was

decided that the questions needed to be refral'l'_ed to avod.d double

X'),egatives, and to simplify the language so that it was more amenable

1;0 this particular group of subjects. The question format was also

changed to a statement format to prevent confusion about the form of

answering between the m'ilS and the Coopersmith Self-Esteem Inventories

(CJ?$) " IJ:'he original and revised Scales appear in Appendix C and D

respectiVely ..

The seale is based on Rotter's defl.nition of the internal-external

control of reinforcement dimension. The items desribe "reinforcement

sit.uations across interpersonal and motivational areas such as

affiliation., achievement anu dependency" (Nowicki & Stricklandg 1973,

p ..149).

302 ..3.1.2. Administration

As previously mentioned, the NWSScale was administered together with

the other tests in single group settings for both pre- and post-

testing. The scale is a paper and pencil measure consisting of

questions ·that are answered with either a yes or no written re.aponse.

Each test question was read to the group as a whole twice, and

individual's completed each question separately. 'I'w"C test administers

were al'ltvays present, and stress was laid on. understanding the

questions. Any diffic!llities noted in understanding ~ wero then

addressed individually by the test monitors, beiore f~rther questions

were attem.pted.
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Scoring of the mfS Sca.le involved assigning 1 for "'1 response to the
test question reflecting an internal locus of control, and 0 to a
response reflecting an external locus of control. Thus the higher the
score, the greater the degree of internality. Scores were added
together to obtain a single score, and individual responses to single
test items were not considered as there is no reliable research in
this regard.

Research on the instrument (Nowicki s Stric.IC1<iii.dr197j). .suggests
support for the construct validation of the Scale. The .:'.uthorsfltate,
in concl.usion, that "the locus of control dimension appears to be a
variable of significant impact in relation to children's behaviours,
and the Nowicki-StricJtl~nd Scale appears to be an appropriate
instrument for assessing this variable" (p. 154). Constxuct validity
was achieved through significant correlations with the Rotter and
Bailer-Cromwell Scales, and to some extent with the Intellectual
AchieVement Responsibility Scale.

Internal consistency of the scale appears to increase with thE) age of
the subjects testedo Estimate6 of internal coneistnncy via vae split-
half method, and corrected by the Spearman-Brown formllla, are r = 063
for grades 3, 4, and 50 Nowicki and Strickland (1973) note tha.:
because the test is addi tive and items are not comparable, t.ne above
rel.iability tends to underestimate the true reliability of the scaleo
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'ttowicldand strickland (1973) caution that the shortened Scale should
be used carefully until further reliability and validity research has
been conduct.ed , They state however that "there is every reason to
believe from the item analysis (on over 1 000 students) that these
revisions should be a usable, reliable, and quick measure of
generalised locus of control" (p, 153).

3•.2 • 30.2 .1 0 Daseriptiolll and Application

The Coopersmith Self·..Esteem Inventories (CPS) was designed to measure

"evaluative attitudes toward the self in social, academic, family, and
personal areas of experience" (Coopersmith~ 1981, p.1). Coopersmith
developed a 25 it~m School Short Form vf the scale that was based or.
an item analysis of the original 50 item School Fozm , BecaUse of time
constraints, and the reasons given for using the shortened loous of
(;ontrol scaler the School Short Form was administered. Again further
modificatio/ls to the language on the items needed to be made. The
original as w'elJ as the modified Short Form appear in Appendix E and
It'' respectively.

Administration of the C'S Inventory was conducted on the aaune basis
as the ~JS Scale.
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The original Inventory requires that the respondents answer with
either ~like me' or "unlike me'. Because of the modifications to the
questions, and to make it more understandable to the aub joctis, "'yes'
and ..no' responses ware required. A score of 1 was assigned to
responses reflecting positive self-esteem, while 0 was assigned to
responses indicating the contrary. The Inventory has a built-in Lie
Scale, but this is not applicable to the Short Form, and therefore has
no bearing on the current resear.ch.

3.2.3.2.4. Rel:!.ability and Validity

The Scale's reliability and validity has been researched and
oonf Lrmed , and is applicable to children at the Grade 2 le""el, but
little research has been conducted on the shortened form. Reliability
scores on the schoo L Form measured by Kimball (1972, in Coopersmith,
1981), by means of the Kuder-Richardson reliability estimates (KR20s),
generated coefficients ranging from .87 to .92 on subjects from Grade
4 to Grade 8. The coefficients indicate adequate inte~nal consistency
for subjects in all 5 Grades. Data for the Short Form is insufficient,
and Coopersmith (1981) estimates t.hat,reliability c..)efficir:mtswould
be Lot: -r d~' to the shorter length. In one study, Bedeian, Geagud and
Zmua ( ")",.'~ i:lCoopersmith, 1981), reported KR20s of .74 for males and
.71 fo:.females. The seme researchers compuced teat-retest reliabill.ty
estimates on the Short Form anc,obtained coefficients of .80 for males
and .82 for females.
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Coopersmith (1991) cites research by Kokenes (1974, 1978) and Kimball

(1972) to confirm the construct validity of th~ Inventory. To quote

the latter x:esearch, "percentile equivalents showed a consistency of

score values at a given percentile regardless of the popu.Lat.Lon"

(Coopersmith, 1981, p.13). Specific correlation scores were however

nat presented ..

3.2.3.3.1. Description and Applicat.ion

Originally, the Dra\'ITA Person Test (DAA") devised by Goodenough and

Harris, was used as a supplement to the Star..ford-Binet Scales

(Anastasi, 1988). since then, Bodwin and Bruck (1960) developed a

quantified self-cor .pt; scale of the DAP that is held to be a valid

measure of self-concep't defined as consisting of: self-confidence,

freedom to expzes s appropriate feelings, liking far oneself,

satisfa.c:'tion with OLef s attainments, and a feeling of personal

apprecia.tion of others.

In add.ition to Bodwin and Bruck's (1960) thirteen criteria, an

additional four criteria were added to the Scale~ These additions were

introduced l.n. & ",tudy by Rosenbaum(1989) I on review of the literat.ure

on emotional iudicat(Jrs of the DAl?

The D~Pwas administered to thw control and experimental groups
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together in one sitting, for both the pre- and post-testing" Subjects
\'l7erepresented with paper, pencils and erasures I and asked to draw a
person as best as they could" 'l'heywere encouraged to produce original
work, and not to be influenced by what their friends drew.

The t'I~ w.a.s scored. according to the Draw-A-Person Delf-Concept Scale,
devise.dand va.lidated by Bodwin and Bruck (1960)..rhe Scale is a 17
item .$coring system, whereby each of 'these items or criteria are
scored. according to a 5 point rating system. A score of ~lt signifies
tbat.the criterion is markedly present (BI-IOO%), while a score of ~5'
si9n..tfies t.hat the cri,terion is markedly absent (0 ....20%). A break down
of the items is presented in Appendix G. ·fb.escores per picture were
then added together to supply a total score that represents a measure
of self ...concept~

3.2 ..3.3.4. Reliability and Validity

godwin and Bruck (1960) validated their scale on a sample of 60

individuals between the ages of '0 and 17 yearso The sample drawings
were then scored according to the author's scale, and than rated by

an independent judge who i.acec self-concept after the subjects
completed a clini0al interview. The scale ratings were then compared
to the judges ratings 6 yielding a corr~ lation of .64 at the .01

percent level of confidence 0 The authors state that the scale is
therefore a valid measure of self-concept defined as consisting of:
a) self-confidence, b) fraedom to express appropriate feelings,
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c)liking for one's self, d) satisfaction with one's attainments, and
e) feeling of personal appreciation by others. Bot:l.winand Bruck's
(1960) study did not include any measures of reliability.

The validity of the four additional criteria was implied by Rosenbaum
(1989), in her review of the emotional indicator's on the DAP in the
relevant literature. She cites Ogdon (1978) and Koppitz (1968) for
items 14 and 15, Ottenbacher (19B1) for item 14, MachC'ver (1949) for
it9ms 16 and 17, and urban (1963), Hammer (1958) and McElhaney (1969)
for item 17~ p~ breakdown of the items ....,presented in Appendix G.

Rosenbaum (1989). cites research by Gordon (1983) and Skuy and
Westaway (1985), where this self-concept measuring instrument was used
succesfully with black disadvantaged children; suggesting that the
Scale has validity in cross-cultural applications.

:3 .. ;2 .3 .4. YOUTH COUNSELLOR' S ~'INAL REPORT

3.2.3.4.1. Description and Application

The Youth Counsellor's Final Report was completed by the 'Big Buddies'
on termination of the counselling l:elationship.It served as a summary
and evaluation of their experience of the programme and contained
reports on all the sessions conducted with their 'Little BUddies'. The
Final Report also stipulated the amount; of hours invested in the
counselling relationship.
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The Final report was self-administered, in partial requirement for the
Guidance students' course-work.

The YOuth Counsellors' Final Reports were evalliated qualitativelYi by
the p:rogramme facilitator (researcher) and the university staff member
co-ordinating the course, with the mean between the two scores taken
as finaL

3.2.3.5. QUESTIO~MAlRE ON TEE APPLICATION OF MLE IN THE 'BIG BUnDY'
P!l<I.OGMMME

:3 .20:3 ,.5 .1. D~SIC:rdption and AlPil?lication

The 'Big Buddies' were required to complete a question involving their
understanding of, application and integration of the concept of
Mediated Learning Experience. Th() question read as fol::"ows~ Define the
ten criteria of MLE and provide examples of hll'wyou could mediate them
on the "Big Buddy' programme.

The question wa~':jput to the ..Big Buddies I on completion of the
programme, during a predetermined meeting 0 The students were not
informed tha~ they would write this "test', and so their. responses ~y
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be deemed to have been unprepared ~ They were informed that their

ability to integrats these concepts would also serve to supplement

their course-work evaluations~ The students were given as much time

as they ne.eded to complete the question"

').1he+,eA'ip()nses to the question were evaLuat.er' qualitatively by two

indepeil~emt markers who have had training in MLE. The tests were

1:!!'!,n't",,,,,l'I· by awarding a percentage mark. The means Let.\\-e.enthe scores of

q,$ses$ors were then taken as the final mark.

Pretesting of the "Little Buddies' \1TaS conducted before commencement

the P:r:ograrn:.Le,in March 1993, at the Division of Specialised

~ducationt University of the Witwatersral1d. The children, both the

l$xperimental and control groups, \Aleretested in a single sitting I and

as ..one combined group. They completed the CPS Inver-tory, NWSScale, and

DAP • The same measuring Instruments were then later administered on

completion of the programme, at I.H. Harris school in ~ovembar 1993,

with the ent.Lre group again being present in one sitting.

The Youth Counsellor Final Report was submitted for evaluation at the

end of October 1993, the official date of termination of the

programmea The informal test quest.:!.onnaire was also adminis'cered in

october of 1993.
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3 " :2 " 5" a(:~nseiQu!:'ehDesign ane. St.at.ist.ical balysis

The research design can be defined as being a quantitative,
descripti'V'edesign of the hypothesis test.ing subtype (Bailey,. 1982 \,
where it v.la$ •attempted to evaluate the effects of participation in the
"'Big Buddy' programme incorporating MLE as it's focus, particularly
wi th regard to. self·-concept and Locun of control. It is a Pretest.-
Peatest Control Group Design (Kerlinger, 1986) I where both the
axperitnental and control groups are compared before and after exposure
to the independent variable, namely I part.icipation in the ~Big Buddy'
programme~

The scores generated by the two Scale measures (NtfSlit CPS) and the DAP
were then statistically analysed by means of an analysis of
co'ltariance.This f·orm of vari.ance analysis assesses the significance
of differences among means of groups after taki:tq into account the
initial differences among the groups, as well as the correlation o:t
the initial measures and the measures of the depe.ndent variable
(KerlingE~r, 1986).. Thus, the differences between groups on the
dependent variable (NifS,CPS, lit DAP scores' variously), were analysed
after taking into account initial differences betw:en experimental and
control groups on the dependent variable (pre and pcatrcest )0

Correlati.ons between the ~Big Buddies' MLE questionnaire scores, the
Final Report marks, the hours i~~psted in the relationship, and the
degree of growth demonstrated by the ~Little Buddies" w'as then
calculated with the use of Speanniiln'srank-order correlation
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ooefficient ~ The choice of Spearman's procedure above the P~arson

product-moment correlation was made in lieu of the smal! sample size,
and the rank nature of the data ave i.Lahl.e, This pzooeduxe would be

able to determinE' whether a relationship eXis t.s , and provide "'he

degree and strength of.' the relationship ry means of a c.orrelation

coe ..ficient (McCall, 1970). As McCall (1970 r !?120) states; "The

fundamental idea beh.i.nd the correlation (;oe:fficier.\t is that the square

of the correlation coefficient represents the percentage of

variability iIi the y that is asacc i.at.ed with diffE~rences in ~he

v:aria.ble X.

The results of this sttll.iy are pzeaerrced i.n two sections'. Section 4. 2 4

contains +~heresults of the analysis o:E covariance for both groups

with regards 'the RfW'Sy CPS and DEUElmeasurva. The.Je results pertain t.o

hypot.heses 1 and 2. In the following section, 4.3. e the ':'eAults of the

Spearman rank~order correlation are present£ld, which in t~rn per~ain

to hypot.neaes 3 and 4. Raw scores for all the measures lare listed in

appendices A and Bo
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TAELE 1. MEAN SCORES AND STANDARD DEVIATIONS FOR EACH GROUP ON EACH

M.EAIDLRF~
EXperimental (n=12)r Control (n=15)

PRETEST POSTTES'l'
l\IlEM M~M

C E C IE:

Nowicki-
Btricklc.\l1d 11.69 11.30 9,56 9.50
Scale (2.57)* (1.72) (2.19) (2.94)
Coopersmi ch 15.38 16.33 13.75 15.45
Inventory (3.52) (3.39) (3.57) (3.1.5)

Draw-A-Person 71.75 71.50 74.00 74 • .l7
Test (5.31) (6.64) {4.37} (n.4\6)

'* l"igures in parent.hesLs 't"epresent nt.andaxd dev.i.at.Lona,

TABLE :2. QJFFERIW~ES ~ .11~llli.§_J3E.T~F.t.E!Ll'..~ AND POSTTEST FOR E~.Qfi

mb0U.l' 01'LEACH J.I111i.J.iS_Ul3E.
E:ltperimental (n=12); Control (n=1.5)

COEl:TROL
Nowicki-Strickland
Scale - 1.83 (3.04)'I< - 2.13 (2.39)
:o':>persmith
I.wrotory - 0.92 (4.96) - 1.63 (4.29)
Draw-A-P(:'.t."son
Test 2.67 (9.39) 2.25 (4036)
of< figures in parenthesis represent standard deviati.ons
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The.'.data" on Table 2 )t:'epresents the differenoe between pre and posttest

measures fQ;re:Kpetimental and oontrol groups. A negative dif:t:erenoe

sqore indicates that the group deteriorated from pre- to post,,·testing

on a pa.ttic..uJar mear.uze , The results show that both groups

d~teriorated on the ~~S anj ClPS measures between pre ... and post-

testfij9" t b~'t uiproved c..rL 't.he D41i.Pmeasure.

" .
An:,al~alysi$ of covariance was conduct.sd comparing eXperill.1.ental and

c(;~ntrol groups on the CPSI EmSand DAPposttest scozea, No significant

results Were obtained on any of the measure variables. The follcwing

s;tgrtificant results were found:

Although hotih groups I scores de\+.eriora\.;ed on the N'VSS from pre ... to

poat-testing I the control group dt:~terior:ated signif:i,r;antly more tihan

did the experimental group (F :.::3.39; P < 0.0338).

Similarly IOn the CPS, although both '::1rou!?Sdeteriorated, the

deterioration sbown by the control group was si'::t~).-:icantly more than

that shown by the experimental group (F = 10.69; p < 060004).

011 the DAPmeasure, both groups improved0 '!'he improvement shown by the

experimental group howev(;r, was significantly better than that shown

by the oontrol group (F = 9.Ba~ p < 0.0007).
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4 ~.3 Rl~Hs~&lt,sof t.he SpsatTllaan rtank-ord~r co)'C'tc'elatiolu$

btSlt.'t'Y®$Jn ...j~ig Bu@@.1?" l •p~!C'forman<::!e and l!il!®a~u:&:'$S of 9)'lC'o'Wtth

Re~'l11tsobt~,inedvia.. the. Spearman rank-order correlation, an attem.pt

tooofr~l~ter"Big Buddy' performance with "Little Buddy" change, were

No significant correlations could be obtained be~ween the

improvements'on any of' the measures, and the degree

"'Big' BUddy' had integrated the concepts of MLE, as
the. test quest.ion~ The chanqea in the "Little Buddies t

:failed to correlate with the Youth Counsellor Final Repo:r..·t

ma:ti'lts, and there was also no correlation between the hours invested

t.he cou~Aselling relatioilship and changes to the "Little Buddies I

the afor~ mentioned measures.

Whatwas signi.eicant however, were the correlations bet'i.yeentha Final

Report mark, th\~MLETest and the houns invested by the ...Big Buddy I.

The correlation betwern the Final Rel')ortmark. and the MLE Test yielded

the follcwing significance (r = 0.95; P < 0.0001). The correlation

between hours invested and the MLE'l'est was also significant (r =
0.69; P < 000148), as was the correlation between the Final Report

mark and the hours inveated (r :::,:0.66; p < 0.0190).
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r.rhe results of t~J.eanalysis of covariance suggest that the following

conclusions in ba drawn with regards the hypotheses put fOL~ard in

this re.saa 1 report. Considering hypothesis 1 (There will be a

greater deg~'ee of internal locus of control among subjects involved

in the programme, than amongthose in the control group), there is no

evidence to suggest (according to the means presented on Table L,

Section 4), that the experimental group subjects developed a more

internal locus of control than those ih the control group. What is

however evident, is that participation in the pzoqr.ammewas related

to a relatii?ely moze stable locus of control orientation compared to

the subjects in the control group.

An analysis of the re~.lUltl:1 suggests that auppo.rt; foJ.."hypothesis 2

(There will be an Lncxeaae in positive self-concept amonqsubjects who

participated in the proqreonme , than anonq t.hose in t.he control group),

is inconclusive. The hypot.hasLs is supported by the means on the DAP

measure, but not supported by the results obt.aLned from the CPS

measure (Table 1.).

Results of the analysis of covariance on the NWSand CPSmeasures show

a detFlrioration, for both groups I with respect to an increased

ex·tarnal locus of control and a deterioration in self-concept

respectively. Whr.l.twas evident from the results howevezf indicates
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that it appsaJ;s that pqrticipation in the programme served to

stabilise perfornta,tloe011 these measures significantly more so than did

non,...part;LcipationoThus while hypothesis 1 was imralidated, as the

experitnen:tal., grgup did not showan inCl""lased internal locus of c011t1:01

.f:tom pt"e....tti.'post-test., they becameless externally orientated. than did

drawn 't'lith respect to the CPS measure of

.cegard to self-conce.pt and hypothesis 2 however,

1riS' have anotber measure, namely the D~ r whiCh generated a

s"ignificently greater growth in self-concept for the exper'ament.af

gt'oup subjel.::!ts. 'rhus although the results pertaining to hypothesis 2

appear to be inconclusive, it will be argued that the nAP measure is

the most reliable of the two measures I thereby possibly validating

hypotltesiS 2. What is disturbing is the lack of correlation between

the scores on the CPS and DAP measures. This lack of correlation, and

the deterioration on the questionaire measures needs to be examined

more fully to ascertain the nat.ure and validity of the results

obtained.

group's sc.jJ.~s on the NWS and CPS measures, and the researcher

Various factors may have contributed to the deterioration of both

hypothesises that one, or a combination of the following factors may

be applicable.

The first. explanation offered, is that the deterioration on the

measures was an accurate reflection of a decrease ill self-concept

(C~S),and the developmentof a moreaxternal locus of control (~~S)f
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~etween pre- and posttesting. Should this be the case, it is ~Jm~ortant
to examine the reason for this deteriox;ation. One e}cplanation for this
may be refle(..ltbreof the socia-political circumstances that were
operating in 1993. It must be noted that 1993 was a time of major
~"cial adjustment and insecurity in the run-up to the first democratic
elections, and was punctuated by 1:tighlevels of social and political
v'i~lence (centre for the Study of Violence and Reconciliation f Antilla!.
Report, 1993). One remembers particularly the vaguely defined IFP-ANC
conflicts, the assasination of Chris Hani, and the 'on-off'
negotiation process. Although levels of vjolence decreased from those
between 1990 and 1992 (Simpson & Rauch, 1993; Simpson, Mokwena, &
Segal, 1992~ COlP.monwea.l.thObserver Mission to South Africa,. 1993), the
ins~curity of 1993 permeated -11 levels of our society and affected
all families through secondary exposure, even if t.hey did nat
experience the conflict directly. The sample researched reside mainly
in the inner-city region of Johannesburg, an area that saw a rapid
increase in population and crime QY~ing the 1990's, which would have
increased the level of stressors experienced by the populat.ion
(Eichhnrn, 1988; Stavrou, 1992). Among thf' effects of violence on
childrer s't.avrou , 1993), a loss of self-esteem and a decrease in
feeling& of personal power are noted. The demands of social adjustment
and the general state of insecurity in the ccurrtry may therefore have
contributed to the deterioration evidenced in the two measuxes
discussed.

This argument assumes that the social instability of the times
impacted negatively on the families' of the subjects researched.
Family instability during childhood has been related to the followingg
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uncertainty of the future and a weakening of familial and social
support networks that traditionally provide meaning, boundaries and
direction (Marks, 1992, cited in Freeman, 1993); to the gro\~h of a
cu Lt.uze of expectation and victim-image (external locus of control)
(Ramphele, 1992); and to a loss of positive self-identity (Freeman,
1993) e Furthermore, Udwin (1993) cites considerable research that
found that children's reactions to stressful and traumatL; events is
significantly influenced by parental reactions, and one assumes that
the insecurity prevalent at the times, Lmpe ;ed primarily on the
parents.

Following on Munro's (1979) conclusions (examined in more detail
later), the NWS measure may not have been consistent over time, as a
stable representation of locus of control. The lability of emotions
and the unpredictability of the times may +hl3refore have generated
responses to the test questions bas" more on situational
determinantp, reflective of -ocietal, familial and individual
insecurity and instability.

Obviously, these turbulent times would also have impacted on the
nature and quality of i'1teractions between the 'Big I and 'Little
Buddies I. It must be noted howeve r that the experimental group
deteriorated significantly less than did the control group on the CPS

and WWSmeesures , Therefore, should these socio-politi.calfactors have
been operating, one might conclude t.hat, the programme acted to
minimise the effect of these factors, although the same factors may
have served to compromise the potential effectiveness of the programme
as well.
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To assert that the measured deterioration was real, is however
problematic, considering the the results of the DAP measure. One would
expect a correlation between the CPS and DAP measures, and had there
been a real lowering of self-concept among both groups, this should
have been reflected on the DAP. Crump at al (1985) also found a
correlation between locus of control and self-concept, a finding that
was not replicated in this stu~y. Thus a further explanation of the
result:s may point to the applicability of the lms and CPS measures
with this particular sample.

This brings to bear a question around the nature of cross-cultural
research. Research in a cross-cultural context is problematic,
particularly when research conducted makes use of test instruments
that ';'leredesigned and evaluated on different, cultural populations
from those in the study. Munro (1979) conducted cross-cultural
research on the validity and reliability of the Rotter locus of
control scale in an African context. Because the construct validity
of the Nowjcki-Strickland Scale correlates with the Rotter Scale f

Munro's research may be relevant in this regard.

Munro I S (1979) worlcreveals that the internal consistency of the scale
for all popuLat.Lons tested, that is for Zambian, Ghanaian and
Zimbabwean at.uc .nt populations, was extremely poor. Phares (1976)
argues that,the items in the Rotter !-E scaLe, and probably other
locus of control scales using similar items, "are much more subject
to response biases, such as social desirability of manifeE't item
content", than has been generally suspected (cited in Munro, 197r,

p.65). Munro (1979, p.65) continues by saying that "such biases may
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reflect microcosmic preoccupations which change from day to day more
than a cross.....culturally equivalent and stable set such as social
desirability". The insecurities of the times may also have impacted
on and influenced such "preoccupations".

It may thus be that the responses on the Nt'lS by the subjects
researched, CQuid have been infl.uencedby motivations such as social
desirability and not truly be reflective of the construct locus of
control. This may be operating with regard to their perceptions of the
tester, institutional and familial exper.:tations,or even conformin~
to peer norms.

Although similar research has not b~en cond.ucted on the CPS, it is
possible that such similar pzob.Lems are posed in relation to it's
application in cross-cultural research~ One must assume, given its
non-verbal nature and previous research (Rosenbaum, 1999), that t~e
DAP measure is less prone to cultural bias. Should this be the case,
it mny serve to explain why that particular test yielded a measure of
gr.owth among both the control and experimental groups.

Another factor that may have been influential, and may have
contributed to the deterioration in the performance by the sample on
the NWS and CPS, regards the nature and modality of data gathering.
Although the researchers (Coopersmith, 1981; Nowicki-Strickland,
1973), hold that the test instruments are valid for children in the
early grades, this may be problematic given the particular
difficulties these children presented with. The 'Little Buddies' were
drawn from children attending language enrichment at the Division of
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specialised Education. Thus for all these children, English is a
second language that most of them, at that point, had not SUfficiently
mastered.. Given that eha medium of instru.ction and the test
instruments are English, their performance on the measures may re--Flect
difficulty with language comprehensivn rather than locus of control
and self-concept. The DAP, 'Which is non-verbal in nature, did not
d~'teriorate over the course of t:! year. Furthermore, the
questionnaire format of the measures may also have been impacting in
this regard. Thus the deterioration, or inconsistencies in the results
may be reflective of a lack of competence in answering written
questionnaires.

The results of the Spearman rank-order correlations do not lend
support for hypothesis 3, and as such, no correlation between the 'Big
Buddies I integration and applicaticn of MLE (as defined by the
que£:.t1onnaire)and gro""'rthin their ri:..;:,pective'Little Buddies I, couLd
be significantly established. Aimilarly r no significant evide.nce
exists to support hypothesis 4, namely that t.he hours invested in tl~e
relationship wouLd correlate w1th growth on the part of the 'Little
Buddies'.

The Spearman results appear to suggest that the degree of integration
and application of MLE by the ...Big Buddies' did not have any
significant effect on the growth of their respective 'Little Buddies'.
At first glance this would seem to indicate that the inclusion of MLE
in the programme did not constitute a significant therapeutic
function. This conclusion may however be misleading. Integrating the
t.heor et.Lce I constructs of the theory involves the learning of the
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content of the particular theory. Although this learnin.g may
incorporate aspects of MLE, one cannot assume that the learning of the
theory can necessarily be equated with the ability to mediate
effeotivelyp r!'he application of MItE, drawn from the questionnaire, was
also somewhat hypothetical and not necessarily reflective of .mediation
in the programme ..MLE is a process rather than a content dependent,
theory (Feuerstein, 1980) fund unfortunately, the dat.a collected does
not provide an opportun~ty to. analyse the mediational style of the
respr:;ctiV'e"'aig BUddies'. Thus while individual 'Big Buddies' may have
integrated the theory well, one does not know whether they were
effective mediators themselVes, and because the latter is central to
effective MLE, one cannot assume that the inclusion of MLE was not
therapeutically usefulo

The results also indicate that the runmount of hours invested in the
relationship did not have a significant effect on the degree of gro'Vrth
demonstrated by the 'Little Buddies'. This would be consistent with
MLE theory, and suggE..;tsthat the quality of the relationsh..:.p,rather
than purely time def Lned factors, may have been operating to account
foy any growth measured.

It must a~so be noted that this study employed relatively sinal1 sample
sizes that may have compro.mised the reliabilty of 'the results
obtained.
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5 ..20 Discussion. of Qualit.at.ive Result.s

A qua l.i.t.at.Lve evaluation of the Final Reports revealed certain
therapeutic effects on the 'Little Buddies' as perceived by the ~Big
Buddies'. Some of the ~Big Buddi.ea' noted that they perceived
noticable changes in their 'Little Buddies'. The changes they noticed
included variously, an increase in confidence, the development of
responsibility 1 a sense of independence, reduced shyneas , improved
social int~raction, a reduction in withdrawn behaviour, the learning
of specific skills and a decrease in the fear of an.Lmals for two of
the children. One of the children's teachers noted a change to a more
active and sociable child. Whether these changes reflect increased
feelings of being comfortabl& with the relationship, or whether they
occured as a result of, or partly because of the lanquage enr~~hment
programme is not known.

The Final Re~orts however, provide more information a9 to the impact
of the program.1ll.8on the 'Big Buddies', rather than its effec·ton the
'Little Baddies'. Some of the ~Big Buddies' comment.ed on the lack of
clarity in the crj.teria for evatuat.Lnq the success of their
intervention. This was variously stated as a "problem with the
'helping I part of th~ relationship", and that the experience was
"unsettling at times, not knowing exactly what I am suppoaed to
achieve". It must be noted however that some of the ....Big Buddies'
managed to gain a sense of achievement. One of the s~udents stated
that her 'Lh:tle Buddy I had developed a sense of competence and
confidence in her abilities, and that she had provided much needed
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attention for her. Another stated that "if all I managed to do was

ma:...:;. Nt feel special and important ann capable of doing whatever she

put her heart to, I believe I was successful".

Because the intervention took pj.a.ce on an Lnfio.rma.L level, 'Big

Buddies' held that they were able to interact in a more relaxed manner

that enabled the children to confide more easily.

The 'Big Buddies' entered the programmewith expectations of providing

a more directive and conc.ret.e intervention, with \'I7el1defined aims and.

goals. The aoal~ of tha programme, and h0w they could be actualised

were somewh..i... intangible, but those students who manaqed to grasp the

potent.ial in the programme and were able accept .ts limitations and

the! boundazLas of their role, were able to give meaning t.) t:he

excersise.

The 'Big buddies' however, found the experit. ncs,J in mor'e -::nen3ral

terms, to be most valuable. All til~ 'Big Buddie:::,r found the direct

experience of being involved in a helping relationship to be

re,\1arding. Amongthe self-evaluation reports submitted, s tuderrt.s noted

t.he value of learning to relate to c:lLldren on their Leve l., Some of

the 'Big Buddies' found that the play activities helped t.hem to relive

their own childhoods, and amonq others, served to provide chi Ldhood

experiences they never had. Other 'Big Buddies r comme..cad on 'the fact

that they learned how to pick-up on the ohd.Ld ' s verbal as we~l as Jlon-

verbal cues and signals, which sensitised them to -t;he needs of such

children. As such they were able to exper i.enc .....cl~velopmental issues

of children that age at first. hand. The experience also offered an
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opportunity to assess such childrens' interests and to be able to
pitch activities at an appropriate level.

The inclusion of MLE was noted as w0rthwhile, and served to provide
many learning opportunities. Although the -,Big Buddies I were familiar
with the concept of MLE, the programme forced them to integrate the
concepts and to devise means to mediate the criteria. Some e.. '.: the 'Big
Buddies' noted that t .'ir:mediation was :'nitially very formal, but
with practice, its application became more natural. Practice also
served to make the actualisation of the modiation less difficult over
time Some' Big Buddies' commented "\.hat MLE was e.Lsc helpful in
planning and structuring their act.Lvi.t.Les , whf.Le others f~lt this to
be too constricting. The latter students felt more comfortable in
mediating the criteria where and when the opportunity az'oae, The
researcher felt hovever I that those ~Big Buddies' of the former
category had integrated the concept better, felt more at ease with its
eppi Lcat.;on A.admore in touch with the purposeful nature of MLE 0 One
of the 'Big Buddies I stated that she had concentrated on certain
criteria, but as the relationship progress.!d,discovered the value in
the other criteria. Anot.her noted that she had become aware of t!1e
values she was mediating in normal everyday conversation, and that
this had increased her self-awareness.

The programme definitely served to strengthen the 'Big Buddies I

working knowledge of M !. The discrepencies between the mediation that
occuced in the early r.l'l:!etingsand those in the later interactions, and
the difference around how the interactions were conceptualised
according to ML:t:,is testimony to this fact•

._------_ .._-----_._------_._--_._-_ .._ .._
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In this regard it is interesting to note the correlation between the
integration of MLE, the hours invested Ln the relationship and the
Final Report mark, according to Spearman's rank-order correlationso
Those "Big Buddies' who had integrated MLE well, invested more hours
and const£ucted b~tter Final Reports than did the others.

The programme was seen to be beneficial with regard to the ...Big
Buddies' I self....awareness generally. Th(. students were exposed to
situations and experiences that they had not experienced before, and
these served to confirm their abilities as well as highlight areas of
weakness e 'Big Buddies' commented vari.ousLy on experiencing mixed
feelings. One student noted being "proud and feeling worthwhile, and
at times ~nadequate and intimidated". Some of the students found it
especially difficult to engage with their buddies initially, at times
finding themselves withdrawing or getting too deeply involved, or
feeling uncomfortable "ibout having to relate to such a young child.
The programme also offered some of the "Big Buddies' the opportunity
to work cross.·culturally, and those who di.d found it a challenging
learning experience. Some feelings of uncertainty and anxiety were
noted in this respect, but it appears that these initial apprehensions
were overcome to some extent. In other ways , the programme alerted the
"Big Buddies' to different lifestyles and values, as well as providing
insight into the lilIesof families from less priveleged sectors of our
popu l.at.Lon ,

An analysis of "Big Buddy' atatements appears to suggest that
partie Lpat.Lon in the programme, as youth counsellors, prrovLded a
learning opportunity that will ultima~ely benefit them as teachers in
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the future~ This claim is made without the support of any objective
measures, but as Shute, Foot and Morgan (1992) argue, an understanding
of children's needs and a sensitivity to individual's unique learning
abilities is essential to guide teacher behaviour to meet these needs.
Janks (1993) found no growth in self-actualising attitudes, no
personality change and no development towards greater independence
among the 'Big BUddies! in her study. It moat, be noted that that

particular prograwne was a compulsory course r.equirement and did not
include MLE, which differs from the prograrame researched in this
study.

One of the major limitations of this study pertains to the small
sample size used. Because of the voluntary :nature of the programme,
the sample size was predetennined. Future studies of this particular
programme should attempt to engage a larger sample in order to
generate more comprehensive results.

Another limitation of the study involves the questionable validity of
some of the measures used. This concern regards both questionaire
measures, namely the ~~YS and cps. Munro's (1979) concerns about the
validity of the Rotter Scale may be applicable to ti.e 1m'lSin cross-
cultural settings. Similar factors may serve to compr~mise the CPS in
a similar context. It must be noted however, that the concerns as to
the validity of these measures within a cross-cultural context
invol ves conject.ure, and this hypothesis has nct been confirmed.
Munro's (1979) arguments, and the lack of correlation
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between the Ci~S and the DAPhowever" seem to suggest that this may be

the case*

Another major and related concern rega~js the reliabilty of these two

measures for (;hildren in the early grades, and in particular, with a

sample of child"::en with second....language difficulties. It is thus

recommendedt~.d.t these two measures be comprehensively re ~earched to

attempt to validate their use for such populations.

A further complication arises out of the use of the concept of locus

of control. JPalenzuela (1984) argues tha·t the construct locus of

control presEmts certain terminology f conceptual and measurement

problems. He:;!notes however that his suggestions to rectify the

situation difj:er r._B.rkf'dly from other approaches , and recommends that

further resea.rch and .'<9bate be conducted before such a constiruct; is

used.

Information as to the familial demoqraphd.cs and faroil:" per'cept.Lr» J

should have been gathered to enhance the richness of the dat.a , Contact

with the parents was tenuous and difficult to begin with, and many

'Big Buddies' had difficulty getting the r~quired indemnity forms

signed. This; aaide however, future studies should involve

questionaires to elic:it faml.ly perceptions of behavd.ou.r , personality

and growth, and sim.:Uar information shouLd be gathered from the

'Little Buddies" schools. rhe di.fficulty in finding reliable

quantitative measures suggests that such research Lean more heavily

on sUlljective and qualitative measures, such as those mentioned above.
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Perha~' a more detailed and specific measure of the mediational style
of the 'Big Buddies' could have been constructed, to more accurately
evnluate the link between measured growth and MLE. As argued in the
Discussion section, the lack of correlation between the 'Big Buddy'
measures and th~,drcorresponding ~Little Buddies" growth, sbouId 110t

necessarily be seen as a failure of the therapeutic value of MLE. \\LB
however needs to be established in order to justify the practical
LncLusLon of MLE in the programme. Irhe~Big Buddies' had mixed reports
as to the v~lue of including MLE.

TL~ 'Big Buddies' complained about. being provided ",ith inadequate
structure. It was for this reason that MLE was intrOduced, but this
wa~ apparently insufficient. In this respect the ~Big Buddies' were
concerned about the vagueness of their goals. Although t.hey found MLE
to be very useful, they felt that they had no clear conception as to
what they were attf>..,.'11ptingto achieve. They felt the notion of a
~helping r:elationship'based on ~friendship' with the aim of mediating
the MLE cr~teria to be too loose. Somb of the ~Big Buddies' wanted
more specific aims, such as working on reading difficulties, to be
specified. They expressed the need to address the specific
difficulties of their particular ~Little Buddy', and noted that
although MLE provided the means, they were uncle~r as to the end to
which their intervention was aimed. In this regard they felt that it
would have been helpful to have access to the 'Little Buddies' files,
in order to be aware of, and to address, the specific difficulties
that their child exper:i.~nces.The issue needs to be dealt with with
caution however, as the potential for transgressi.ng the role of the
~Big Buddy' would be increased, leading to therapE~utic interventions
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1:or which the s·tudents have Hot been trained G Other ..Big Buddies'

r~quasted more defined goals in order to avoid the pull to become too

involved in issues that they felt unable to address.

This however, may reflect a more general problem facing programmes

aimed at elevating self-concept. Thus the problem ma}l be in

understanding and tolerating the intangibility of the goal rather than

in the question of whether it exists or not., It may be useful howevar,

to include a cognitive component a.nd a related measure to the

programme. In this regard, the inclusion of Instrumental Enrichment

and the appropriate cognitive measures may serve to pzovLde 3. more

concrete and tangible goal. Considering that MLEwas desigl';.ed as a

necessary component of Instrumental Enrichment I combining 'the tt'lfO

approaches may increase the ben.efits derived from l'lLE as well as

providing more coherent, tangible goals and structure. This would

h")wever neceflsitate additional trair.ing for the "Big Buddies' f and

would shift the focus from emotional to cognitive developxnent.

SOIneof the "Big Buddies I not.ed that thei:t: 'Lit.tle Buddies I seemed

well adjusted and that they had good self-concepts and a positive

self-esteem. They questioned the reason for their involvement when

they felt that other children could benefit more from this type of

intervention.

The ~Big Buddies' also noted the need for morE"structure in. the week.ly

meetings in ozdez' to facili.tate their pl~nning 0 In this regard, they

felt that MLEneeded to be more thoroughly dealt with in those

meetings, and that speci file acti vi ties and intervention pLans for
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their individual children could have enjoyed more focus. The need to
workshop specific activities for building self-concept, around the
framework of MLE, may prove to be useful in this regard.

Some of the ~Big Buddies' also felt that they had been 'sucked into'
their 'Little Buddies' parents' issues, and at times had ·toquestion
whose buddy they w,are¢ Some 'Big Buddies' felt drawn into family
conflicts, or felt used to replace parental responsibility. They also
noted that some of the parents felt thl:eatened in that they perceived
their role as being undermined. Although the 'Biq Buddies' had been
instructed to inform the parents about the nature and aims of the
prog.=anune,this was in some cases not adequately dealt with, arlO
~~.·.~hapsreflected the 'Big Buddies' own lack of clarity regarding
t nel:, issues ~

Although it appears that the inclusion of MLE to the progranune was
beneficial~ more input could have been provided on the mediation of
emotional issues, perhaps in line with the previous year's programme.
These skills were briefly touched on, but need to be emphasised more.
Succes~ful MLE addresses emotional i~sues iudirectly, but the ~Big
Buddies' need to be provided with skills that also allow them to act
effectively when confronted with emotional concerns.

Because of the ~redominantly cross-~ultural nature of this particular
programme, input on cress-cultural issues, with particular reference
to MLE, should be provided and discussed. Green (1993} discusses
criticism of the cultural b.Las of MLE and upholds Feuerstein's
arguments around the universality of these concepts as necesmary for
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effectiv'e functioning in modern societ:y. She does however note that
many of the criteria of MLE enjoy varyf.nq support, and emphasis wit.hin
different cultures, and workers in the field should be aware of these
issues and vary their mediational focus accordingly. This is not to
say that certain criteria should not be mediated (Green, 1993), but
that care should be taken in addrt9ssing perceived areas of weakness
and that medi;:;.tiol1should not result:in a confusing dissonance bet:ween
what is mediated and the cultural norms.

V'7:i.thregar:ds the ve Lue of including MLE in such a procrramme , tlAe

results are inconclusive .. As mentioned earlier, the qualitative
comments by the 'Big Buddies' reflect that the inclusion of MLE was
worthwhile. The language-based measures of both self-concept and locus
of control are unclear, but the measure of self-concept that was not
language-based, did reveal improvement. That both grou.ps, control and
experimental, improved also reflects on the value of the language
cnrLchment programme, but the significantly greater improvement of the
experimental group in tids regard SUgg~131:sthat; the 'Big Buddy'
progr.amme was beneficial. It is unclear whether the growth in the
s(;.lf-conceptsof the 'Litt Le Buddies' I as measured by the DAP, wou l.d
have been aoh.i.avedin a youth counselling programme that did not
employ MLE as it's primary intervention. It may be that the experience
of a 'befriending' relatL:mship was sufficient t.c generate such
growth. :t is recommended that future progranunes of this nature employ
a second control group in their studies. This group should receive a
youth counselling intervention 't",itholltMLE, and with such a design,
the effectiveness of MLE in the 'Big Buddy' programme CQuid be mor€'!
thouroughly evaluated.
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Given the dire shortage of special education and remedial services in

South Africa (Skuy & Partington, 1990; Donald, 1993), and the

practical ~onstraints around training adequate numbers of

professionals, it may be argued that youth counselling programmes

could help fill this need in certain circumstances.. G~'uver (1971),

Rappapox:t (1977), Skuy (1975), and Sobey (1970), variously report on

the advantages of employ~ng pax:a-professionals in service delivery,

and skuy ' s (1975) study in particular, reveals the value of youth

counselling programmesG Given the above mentioned needs l' it is

important that prograrr~es and studies of this nature continue in order

t.o develop cost -efi·ective and efficient therapeutic interventions that

will fa~<~ilitat~ service delivery to a greater number of children in

need ..
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~JECTS NOWICK-STRICK. COOPERSMITH DAP
Pre Post Pre Post Pre Post

# 1 (E) 11 15 16 19 75 74
# 2 (E) 12 11 15 18 5.2 78
# 3 (E) 7 6 13 14 71 79
# 4, (E) 12 12 18 20 72 76
# 5 (E) 12 10 14 18 76 80
# 6 (E) 11 8 11 14 76 62
# 7 (E) 12 12 21 17 72 74
# 8 (E) 9 8 16 12 70 68
# 9 (E) 13 8 17 11 76 79
# 10 (E) 13 6 14 76 81
# 11 (E) 12 6 1 11 69 63
# 12 (E) 12 12 13 17 73 76

# 1 (C) 10 7 14 14 76 79
# 2 (C) 12 7 17 14 72 73
# 3 (C) 9 9 13 13 70 70
# 4 (C) 14 9 10 10 76 77
# 5 (C) 14 11 19 12 66 79
# 6 (C) g 7 17 9 78 82
# 7 (C) 9 9 ~9 16 75 75
# 8 (C) B 10 J.1 15 76 72
# 9 (C) 13 13 11 14 66 69
# 10 (C) 14 12 11 10 59 66
# 11 (C) 12 11 17 19 68 74
# 12 (C) 9 10 18 22 78 76
# 13 (C) 14 11 19 9 74 70
# 14 (C) 16 13 19 17 67 70
# 15 (C) 14 8 12 13 76 78
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JiIG BUnDY ML,E TES.T.. QUESTION FINAl, REPORT ffOURS INVESTED
(!is) (58)

if 1 63 72 38
:;.'1:: 2 68 74 27
if: 3 69 75 69

# 4 60 67 15
# 5 79 82 45
# 6 62 71 25
# 7 79 78 34

# B 72 76 90
# 9 55 68 27
# 10 59 68 31
# 11 69 77 31
# 12 68 75 28

Note: The ~Big Buddies' are numbered to correlate with the numbers of
their assigned ~Little Buddies'.
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APPENDIX C: NOWICK:-STRICKLAND LOCUS OF CONTROL SCALE FOR CaXLDREN

(SHORT FORM)
10 Do you believe that moat; problems rJlTillsolve themselves if you

leave them alone "1

2. Do you feel that most of the time it does not matter to try hard
because things never turn out right anyway ?

3. Do you feel that most of the time parents li~ten to what their
children have to say ?

40 Do you believe that wishing can make good things happen. ?
5. Do you feel that it's nearly impossible to change your parents'

mind about anything ?

6. Do you feel that when you do something wrong there is very little
you can do to make it right ?

7. Do you believe that most chidren are just born good at sports?
8. Are most of the other child"t"enyour age stronger than you are?
9£ Do you feel that the best way to handle most problems is to just

not think about them ?

10. Do you feel that when a child your age decides to hit you, there
is little you can do to stop him or her ?

11. Have you felt that when people are mean to you, it was usually for
no reason at all ?

120 Do you believe tht..\twhen bad things are goi:'19to happen they are
just going to happen no matter what you do to try and stop
them ?

130 Most of the time do you find it useless to try to get your O\~ way
at home ?

140 Do you feel that when somebody your age wants to be your enemy
there is little you can do to change their. mind ?
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APPENDIX C: NOWICK:-S'J'RIC!<L.AND LOCUS OF CONTROL SCALE FOR CHILDREN

(SHORT FORM)
1. Do you believe that m.ost.problems will solve themselves if you

leave them alone ?
2" Do you feel that mos.t, of the -timeit does not matter to try hard

because things neve: turn out right anyway ?
3 a Do you feel r hat;most of the time parents listen to what, their

children have to say 1

4. Do you believe that wishing can makd good things happen?
5. DO you feel that it's nearly impossible to change your parents'

mind about, anything ']
6. Do you feel that when you do something wrong there is very little

you can do to make it right ?

7. Do you believe that most chidren are just born good at sports '?

8q Are .most of the other children your age stronger than you are?
9. Do you feel that the best ·.~ayto handle most problems is to just

no~ think about them ?

10. Do you feel that when a child your age decides to hit you, there
is little you can do to stop him or her ?

II. Have you felt that when people are mean to you, it was usually for
no reason at all ?

12..Do you believe that when bad things are going to happex: they are
just going to happen no matter what you do to try and stop
them '2

13. Most of the time do you find it useless to try to get your own way
at home ?

14u Do you feel that when 20mebody your age wants to be your enemy
there is little you can do to change their mind ?

--------~~---~-~-.--'---.----.-------~. ---.~-----~-
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Appendix C continued •••
15..Do you usually feel the.tyou have littla to say about what you get

to eat at hom.e ?
16. Do you feel that when somebody doesn't like you there is little

you can do abo..t; it ?

17. Do you fp-elit is useless to try in school because most other
children are more clever than you ?

1S. Are you the kind of person who thi.nks that planning ahead makes
things turn out bettter ?

19. Most of the time, do you feel that you have little to say about
what your family decides to do ?

20. Are some children just born lucky?

APPENDIX D~ NOWICKI-STRICKL1U~D LOCUS OF CONTROL SCALE FOR CHILDREN
(MODIFIED SHORT FORM)

1. Most problems will go away if I leave them alone.
2. There is no point trying hard because things never turn out right

even when I do try hard.
3. My parents listen to what I have to say most of the time.
4. If I wish very hard then good things will happen to me.
5. It is very difficult to change my parents mind.
6. If I have done something wrong there is nothing I can do to make

it right.
7. Most children are born good at sports.
8. Most children my age are stronger than me.
9. If I have a problem I pretend that it's not there.
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Appendbc p. cont.Lnued ,",0

10. r;rhereis n<:>thingI can do to stop other ohd.Ldnen frc,m hitting me.
11. People are sornetimes horrible to me even when I have done nothing

V-7rong.
12 G W-nen bad things are going to happen there j~s nothing I can do to

stop them from happening.
13. It is a waste of time trying to get my own way at home.
14. There is nothing you can do to change someone's mind if they say

they are not your friend.
15. I usually have to eat whatever I am given at home, even if ! 00

not like it.
16. When somebody does not like me there is nothing I can do to change

that person's mind.
17" I often do not ~ry at school because most other children are more.

clever than me.
18. Most of the tim~ I plan things before I do them because they turn

out better if I do.
19" My family does not ask llle about what I want to do.
20. Some ~hildren are just born lucky.
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JOPERSMITH SELF-ESTEEM IN\~NTORIES (SCHOOL SHORT FO~l)

J 9 Things usually don I t bother me.
2. I find it very hard to talk in fron+ of the class.
3. There are lots of things about myself I'd change if I could"
4. I can make up my mind without too much trouble.
5. I'm a lot of fun to.be with.
6. I get upset easily at home.
7. It takes me a long time to get used 'Coanything new.
8. I'm popular with kids my own age.
9. My parents usually consider my feelings.
10. I give in very easily.
11$ My parents expect too much f me.
12. It's pretty tough to be me.
13. Thi.ngs are all mixed up in my life.
14. Kids usually follow my ideas.
15. I have a low opinion of myself.
16. There are many times when I'd like to leave home.
17. I often feel upset at school.
18. I'm not as ni~e looking as most people.
19. If I ha.vesomething to say, I usually say it.
20. My parenis understand me.
21. Most people are better liked than I am.

22. I usually feel as if my paren't.sare pushing me.
23. I often get discouraged at school
24. I often \V'i;gh I were someone else.
25. I can't be depended on.
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APPENDIX F: COOPERSI4ITH SELE'-ESTEEM INVENTORIES (MODIFIED SHORT FORM)

la Things don't usually bother mea
2. I find it very hard to talk in front of the class.
3. There are lots of things about myself I'd change if I could.
4. It is very easy for me to make up my mind.
S. I'm a lot of fUn to be with.
6~ I get upset easily at home.
7~ It takes me a long time to get used to anything new.
8. I'm popular with children my own age.
9. My parents usually consider my feelings.
10. I give-in very easily.
11. My parents expect too much of me.
12. It's pretty hard to be me.
13. Things are all mixed-up in my l.Lfe.
14. Kids usually follow my ideas.
15. I do not like myself very much.
16. There are many times when I woul like to leave home.
17. I often feel upset at school.
18. I'm not as nice looking as othe~ people.
19. If I have something to say, I usually say it.
20. My parents understand me.
21. Most people a.r., better liked than I am.
22. I usually feel as if my parents are pushing me.
23. I eften feel like giving-up at school.
24. I often wish I were someone else.
25. I can't be depended on.
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APPENDIX 13: SCORING: SYSTEM FOR THE DRAW-A-PERSON SELF-C INCEPT SCALE

DEVISED AND VALIDATED BY BODWIN AND BRUCK (1: 50)

0 - 20% 21 - 40% 41 - 60% 61 - 80% B1 - 100%

5 4 3 2 1

~1arkedly absent markedly peasent

I . .§hading: Light, di.:1.,subtle and uncertain lines which furtively
accent particular parts of the figure. Patterned or stylized
shading.

2~ Reinforcemen1;,tShading of t.heboundaries of clothing or the figure.
Heavy dark lines or parts of the drawing emphasized through
retracing over the same area.

3. Erasures: Any attempt to alter or per rect; all 01: part of the
drawing through erasure.

4. Detaj'. in F~gure~ Unessential features or details added to the
figur~ or background.

5. SketchYwLines: Parts of the body, particularly the outline defined
by light, broken, blurred, va-:)ue,fuzzy lines.

6. J'rans2arency_;_Body of the figure cOIllpletely transparent or
inadequately clothed so that body parts '.:>r.dinarilycovered are
shew .•

7. Asymmetry: Imbalanced and lopsided arrangement of the body parts
in respect to size, shape, or position on t.he opposite sides of
centre.

8. Distortion: ~ny unnaturalness or irregularity in form. Any non-
human aspeot.s to figure dzawn , often displayed by size
disproportion.
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9~ Inco!!!:Q~teness: Figure not drawn complete, lackinq in significant
body parts or clothing.

10.,Mixed Age: Disp<:lrityin t.he physiological mat.urat.Lon of various
body parts, such as breasts eInpha~ised in an otherw.:i.s~childish
body.

11~9Pposite Sex Ident~fication: ~igure drawn is of the 0pptJsite sex
of the subject, or if the same sex, opposite sex characteristics
are displayed.

12•Primitiveness : Overall figure is crudely or roughly drawno Specific,
points are confusion of full and profile view of the head mouth
emphasis, trunk incomplete, omi.ssion of the neck, and disorganised
body representation.

13. Irnmaturit,y:":,,Drawing is marked by elaborate treatment of the mid-
line such as Adanl's apple, tie, bLttons, buckle, and fly on
trousers. There is emphasis on 'themouth and/cr breasts.

Additional items:
14.Fan·tasy Figures: Clown, monster, witch etc. - Scores 1-

Character figures - Scores 3

Ordinary figures - Scores 5.
1S.Size of Drawing~ Between 6 and 220m - Scores S

22 ~1 - 240m - Scores 4 4. .5 - 5. gcm ..Scores 4:

24.1 - 26cm - Scores 3 3.0 - 4.4cm - ScoreS 3
26.1 - 280m - Scores 2
28 + cm - Scores 1

105 - 2.9cm - Scores 2
o - 1.4cm - scores 1
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Appendix G continued.~~

16:l?rofile View: :Full frontal - S.::ores5
partial frontal - Scores 3
Head and Dvdy in profile - Scores 1

17 QPlacement on l?'ag_e: (Block of numbers represents a page ~md the
scores according to placement)

1 2 2 2 1

2 3 4: :3 2

2 4: 5 4 2

:2 3 4: 3 2

1 2 2 2 2
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