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ABSTRRCT ' iv.
The primary aim of the study was to invest qate the effect of
participation in & Youth Counseliing programme incorporating mediated
learning experience, on Lhe locus of control and salf—conceﬁt of tha
group of children participating. It was hypothesised that the children
would display a more. internal locus of control and a more positive
self-concept on completion of tha programme. The secondary aim of the
study . was to assess the value of including mediated learning
experience into the Youth Counéallor's programme. The subjects were
drawn from children attending a language enrichment programme at the
Division of Specialised Education (University of the Witwatersiand),
and were divided into control and experimental groups on the basis of
theixr involvement in a Youth Counselling programme at the same
inatitution. 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 wata for the primary aim was
collected through pre- and posttest administration of the Nowicki-~
Strickland Locus of Control Scale for Children, the Coopersmith Self-
Esteem Inventories and the Draw-A-Person Test. Data for the secondary
aim was collected through a questionnaire administered to the
counsellors after completion of the programme, and through a
gqualitative analysis of their Final Reporis. Results of the study
ind cate inconclusive results with respect to locus of control and
gelf-concept, and suggest further research to validate the cross-
cultural application of the questionnaire meas:res utilised. With
regard to the inclusion of mediated learning expefience, the
qualitative results indicate a favourable response to the approach,
but also suggest modifications to the structure of the programme to

Eacilitate greater cocherence and tangibility regarding it's goals.
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CLUARIFICATION OF TERMS

Youth Coumselling: Informal, paraprofessional counselling work
involwing the establishment of a relationship between the counsellor
and child over a period of time, with the aim of assisting the child
with currently experienced concerns, difficulties, dilemmas or

problems.

“Big Buddy': "Big Buddy' is the term used in reference to the para-
professional youth counsellors’' employed in this study. The
counsellor’s were drawn from the Guidance Methodology class, which
forned part of their Higher Diploma in Education, at the Division of
Specialised Bducation, at the University of the Witwatersrand. The
term "Big Buddy' is used interchangeably with “youth counsellor' and

“student’' throughout this study.

“Little Buddy’: The “Little Buddies’' in this study were the children
drawn from a sample engaged in language enrichment at the Division of
Specialised Education, University of the Witwatersrand. These children

were individwally paired with a youth counsellor to form a
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“befriending’ relationship over agfive'mﬂnth-péria§;7_ -

Héﬁiatadr-ﬁéazning‘ Expariences r"'l:nf=_n \apgllcatlon‘ Dr tha theory off'

learnzng developed by ‘Reuven Feuerstaln, wherehy a human mediatorg;

activelg intarposes him/herself as a faCLLLtatur-betWEen the-chzld,lﬂf
in th;s Gasar and the atlmull whmch the child encauntera zn the warld.:;
Thls lnv01Ves tne processes, to nama a few, of attrlhutlng meanln9' _
;tranamlttlng values, em@haszslng and makxng salient certain stimuli E

develuping self-awarenesa and awareness in one's surroundlnga.

ni#;éionf-gﬁ Specialised Education: The bDivision of Specialised
Eduﬁaﬁion-iSza department within the Faculty df.Educationzat.thé
_gnibersity-of the witwaterstaﬁd._For the sake cf brevity, it wii;.be
merely teferied to as the Division.of Specialised Education throughout

this report.



1. INTRODUCTIOH

The “Big Buddy"programma is a youth counselling szervice inﬁblving“thé
pairing of a paraprofessional couvnsellor ("Big Buddy') with & child
(‘Little.ﬁuddy‘) in neel. In this study, the counsellors were student
Guidance Héthddnlogy teachers, doing post—Qraduaté studies in their
teaching diploma year. These ‘Big Buddies' were paired with children
who had been referred to the Division of Specialised Education at the
University of the Witwatersrand for languaye enrichment. The "Big
Bhddy' programme'invclvas an informal dounselling relationship whersby
the youth counsellor and client meet on a reqular basis, over a period
of time and in a variety of settings, to conduct outings, engage in

various activities and build a friendship.

The poimnary aim of this intervention is to develop t: client's self-
concept and to buiid his* self-esteem. It is hypothesised that this
would alsc facilitate, in the client, the development of a more
internal locus of control and increased self-confidence, sense 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 Madiated Learning Experisnce (MLE). Feuerstein (1980) asserts

that for individuals to develcp the essential prerequisites or

* -~ The use of the male gender form is intended to facilitate brevity

and should not be construed as gender discrimination.
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cognitive functions for learning, ané to thereby. actively engage with
their experiences of the world, it is necessary that these experiences
are mediated by an adult. The adult mediator functions to give meaning
tu, 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', where or when it takes place. MLE orientates the child to
seek out -and make important connections between a currently
experiencsd event, and other siﬁilar experiences to which he has been
expoged, and to then anticipate what he will experience when he
encounters a similar event in the future (Feuerstein, Rand & Rynders,
1988). The Big Buddy's function was thus to act as a mediator for tha
child, and to engage in building a friendship based on the Rogerian

principles of empathy and congruence.

The primary aim of this research project is to evaluate the
effectiveness of the “Big Buddy' programme which ineorporates MLE, and
to ascertain whet..er this intervention resulted in a more positive
self-concept and a more internal locus of control among the subjects,

tha "Little Buddies'.

2. REVIEW OF THE LITERATURE

2.1. Rationale for the "Big Buddy' Programme

The subjects of this atudy, the “Little Buddies', were children for
whom English is a second language. All the children were atruggling

with t: < standard of English required at their school. The prime
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motive for their referral to the Division of Specialised Education

was 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 vocatiovnal opportunities. Experienced difficulties with
second language acquisition impact on all aspects of learning.
Saville~Troike (in Hernandez, iQBB}, notes that language is a key
component of w<ulture, the primary medium for transmitting and
integrating culture. Thus learning a second lanpguagz involves
learning a second culture as well, which may have profound

psychological and social consequences for the learner.

As the primary medium for instruction at the school is English,
difficulty mastering the language will have a significant 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
nngative conseguences for most school-based | learning, and
consequently impacts on the student's motivatior, sense of seli-
worth and feelings of competence, which may then be reinforced by
experiences of failure (Adelman & %aylor, 1983). It may also
highlight the individual's relative alienation from the dominant
culture and result in confusion or dissonance between varying
culturally defined attitudes, motivations and expectal 7ns
{Hernandez, 1989},

The “Big Buddy' programme does not aim to address the issue of

language learning directly, although this may be vicariously



1nfluanced, byt attemgts rather to address the effects on the Self and

' Leaznxng that sucﬁ disadvantage may have. Because the subjects

- ::valunteerad'fcr the Blg Buddy pregramme, we assume taat the parents

anguaqa dlff;cuitlea, succassful intervention demands that

nalderatlon; Keogh {1988), skuy ‘1992 and Skuy, Hoffenberg,

.'?;f;?isaar'and Frmdghnn {1990) have highlighted the need for educational

”~f;f[inif vanticn5 to take cognizance of individual differences. There is

f f' &1ab:EWnﬁence that self-concept, motivation and attitudes toward

'r"'"'"leam:.ng are crucial for adequate schc' asvic performance (Adelman &

7f5:maylor, 1983), while social perception, irterpersonal relations and

'fﬁfsoaial anmmunication also appear to be relevant {Green, 1983}. The

Blg ~Buddy' programme aims to take cogniiance of individual

*ffiidifﬁerences, and aims to impact on self-concept, motivation and social

g;f;[mntaractlva skills through the provision of MLE, which celebrates the

'W'_ﬁniquenesa of the individual.

The “Big Buddy' programme is a psychoeducational intervention which
attempts, in this case, to address the impact of the children's
second-language status, and is aimed at improving various aspects of
the child's total Func:ioning. It thus focusses on both the emotional
and learning aspects of the child’s problem by providing for the
development and maintenance of rewarding interpersonal relationships

with a friend and model (Skuy, Shapiro & Gamsu, 1977). The aim is thus



-5 -
to fazilitate the actualisation of the child's potential, 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 relationship that stresses adtive
madiation of stimuli, the programme seeks to raise the child's self-
esteam and self-concept, thereby enhancing the wmotivation for
learning. By engaging in purposeful activities that are structured and
carrled out according to the péinciples of Mediated Learning

Experience, il is hoped that the child can deavelop thinking skills
that can provide the basis for further learning. The inclusion of MLE
into a conventional “Big Buddy' programme aims to provide structure
and focus on the activities engaged in, and thereby enrich the

therapeutic relationship.

The "Big Buddy' programme has the added advantage of providing a
learning opportunity on an informal level, thereby not asscniating
learning solely with a school setting. Naturally the effectiveness of
such an approach is dependent on the motivation, dedication and
training of the coumsellor, and his skill in interpersenal

interactions of this nature.

2.2. Mediated Learning Experience and the “Big Buddy'

Programme

MLE is a model of interactive learning that, given the difficulties
experienced by tr» target population in question, is designed to aid

in cognitive development., Traditicnal learning iheories have held that
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children learn exclusively through contact with their environment, and
that this “Yree' interaction with the environment leads to cognitive
structures that allow for automatic progression or learning (Sharron,
1987). Feuerstein's mode. of learning pusits the neerd for a mediator
to actively interpose himself letween the child and stimuli, to modify
and give meaning to that stimuli and experience. In mediated learning,
where an experienced adult places himself between the child and
external. sources of stimulatioﬂ, the world is mediated to the child
by framing, selecting, focusing and the provision of environmental
experiences, which in turn leads to appropriate learning sets and
habits (Feverstein, 1980). What is mediated then are esgentially the
values and meaning that we attribute to otherwise neutral stimuli.
Cognitive abilities develop directly as a result of the assimilation
of cultural stimuli that are passed onto us through our parents and
significant others. What is mediated, and how this is done, forms the
basis of learning how to learn (Sharron, 1987). The role of the
relationship, is therefore crucial, as it is held that learning oczurs
through the interface of reciprocal relationships. As a result of the
mediation, the child develops cogritive functions that enable the
child to learn from both formal and informal learning settings, and
to apply those functions to other experiences (Wieder & Greenspan,

1992}.

Feverstain offers ten criteria that constitute the MLE. For MLE to
occur, three of these criteria are essential. These are the mediation
of meaning, transcendence, and intentionality and reciprocity. The
first of these, meaning, requires the mediator to impose meaning on

what is otherwise neutral stimuli. It is through the mediation of
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wmeaning that culture is transmitted, end as a resuit, the child’s
emotional, motivaticnal and moral developmant is enhanced.
Discontinuity in cultural transmissinon has been shown to compromise
the adaptability of .ndividuals and lead to a state of cultural
deprivation (Sharron, 1987). Mediation of meaning also facilitates an
affective connection between the child and mediator. PFsuerstein et al
{1988} state that the mediation of meaning “"represents the energstic,
affective, emotional power that will make the mediatiomal interaction
overconme resistance on the part of the learner and thereby ensure that

the atimuli mediated will indeed be experienced by that learner"

(p.66).

The mediation of transcendence provides the child with generalised
goals, values and skills that can be applied in different settings and
experiences beyond the requirements of meeting the specific needs of
a particular situation. This developes one's agsociative abilities and
the ability to use inference, as well as introducing deductive and
inductive thinking skills. Transcendence produces flexibility in the
c¢hild's thinking and also helps to focus on culturally determined

goals.

Through intentionality, the mediator conveys a sense of the function
of the learning, thereby clarifying his intentions. This function
invoives the intention to mediate, and demands an active focus in this
regard by the mediator. Thus the “way'’ stimuli /. presenced, by the
uge of tone, amplitude, frequency and time of exposure, will determine
the salience and attractiveness of the stimuli to the child

(Feuerstein et al, 1988). Reciprocity instills an orientation in the
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child towards the goal sought by the mediator. It reflects the
mediator's ability to "hook' the child (Sharren, 1987)..MLE cannet be
said to have occurred unless the messagé has been recieved by the
learner. Feuerstein et al (1988, p.64) state that mediated learning
is only present "whenever thers is a strong, clear loop between. the

sending and recieving ends of the communicational process”.

The other seven criteria are naﬁelya competence; self regulation and
control of behaviour; sharing behaviowr; individuation: goal planning;
challenge; and self-change. The above are additional eriteria which
should be nediated where and when the opportunity arises, and
constitute MLE only when mediated in conjunction with the three

primary criteria.

The first, competence, refers primarily to a “feeling of competence’,
and not teo success or “real' competence per se. Some people may be
practically competent but “feel' totally incompetent. A fe2ling of
competence is dependent on experiences of cowmpetency, but also
requires that this competence is mirrored by others and interpreted
to the child as being competence (Feuerstein & Feuexrstein, 1991). By
making salient the process involved in mastery through mediation, the
child attains the transcendent goal of “feeling' competent and is thus
preparaed for more independent living and a more .Internal locus of

control.

Self-regulation and control of behaviour refers to both the inhibition
and initiation of behaviours. Some children who display impulsivity,

and do not stop to think beroxe they answer or act, require the
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presence of & mediator to limit this impulsivity. This_is_limited;by_'
the mediator orientating the child towanrds salfaraflectiony.and hy'
reflecting the appropriateness or timing of certain behaviocurs
(Feuerstein & Feuerstein, 1991). Other children, who may, due to a
lack of confidence feel inhibited, need to be helped to develop self-

initiated behaviours and to acquire confidence in them.

The n~diation of sharing behaviour orientates the child towards
perticipating with others and getting others to participate with him.
This mediation, involving hoth the manipulation of situations and the
demonstration of models of sharing, ‘"stimulates a <c¢hild's
soclaiisation and animates two people's interactions, fusing their
attention and creating a common experience” (Feuerstein et Aal, 1988,

p.76).

Individuation and psychological differentiation appear to be the
opposite of what was conveyed by sharing behaviour. Within MLE, these
two components wmust however be seen to be complementary, with
individuation directing the individual to "become an articulated,
differentiated self as opposed to the “other' with whom he yet ahares
himself" (Feuerstein & FPeuerstein, 1991, p.42Z). The mediation of
individuation also involves the awareness, legitimacy, and different
modes of expressing different affect states, and seeks to affirm the

unigueness 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-directed orie.tation (Feuerstein et al, 1988). Not only does
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this involve goel planning, but also goal seeking, goal setting and
achieving behaviour. This demands considerable problem-solving, the
ability to make choices, and identifying a goal from alternative
options. This form of mediation also zllows the child to prioritise
actions, serves to delay gratification where necessary and curb

impulsivity in favour of a future orientation.

The mediation of challenge is inéxtricably linked to the provigion 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 need to be entice ., pursue greater achievements (Feuerstein
et al, 1988). One negates this by being overprotective and presenting
stimuli in a oversystemised 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 tendencieg to :ive~up too easgily.

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, nhamely that individuwals' cognitive structures,
skills and emotional states are modifiable. It demands the active
approach of bringing change to the awareness of the child, thexeby
sensitising him to the nead to be active in pursuing goals and taking
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. The child thus develops a more flexible self-concept,
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while essentially still maintaining a stable ?dentity.

The above categories and characteristics of MLE must not be seen as
isolated entities. As stressed earlier, the three primary mediatiocnal
criteria are essential for MLE to occur and must be present when
mediating the other criteria. The other seven criteria should also not
be seen as being mutually exclusive. For example, the mediation of
challenge may have the transcendént function of mediating competence,
while goal setting and achieving behaviour may facilitate the
mediation of self-change. It involves an interactive precess that is

both dynamic and complex.

Although MLE is essentially a cognitive approach, it can be sesen to
indirectly address emotional issues. The work of Reuven Feuerstein and
his associates has illustrated that inadequate cognitive 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. Indeed, some of the criteria of medisted leerning delineated
by Feuerstein, such as a sense of competence, goal planning,
individuation, challenge, self-change and control of behaviour, on
their own and in conjunction with other necessary criteria, have been

shown to facilitate a positive self-concept (Sharron, 1987).

A holistic approach cannot afford to create a dichotomy bhetween
affective and cognitive issues. The two are mutually interdependent.
Affective issues necessarily impinge on a child's cognitive
development, while deficits in cognitive abilities not only effect the

child's self-esteem and self-concept, they can place the child in
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situations that compound emotional difficulties and leave tha child
incapable of sufficiently organising and reacting to the stimuli they

encounter. Feuersgtein (Sharron, 1987, p.l4) asserts that:

 ,ﬁchi1dren who are unable to learn from experience or to
- benefit from teaching are usually suffering from cognitive
 deficiencies. - put more simply, the' have not learned to
- think coherently. Tﬁey therefore have no appar: as with
which to organise, store and re-use the mass of information
which bombards children every minute of their waking lives.
Instead of considering new problems and thinking them
through with the benefit of past lessons learned, such
children either react impulslvely or become inert in the
face of tasks or information that they do not have the

intellectual means to solve or process.”

Thaus, failure to maintain abreast of scholastic demands can reinforce
and perpetuate the lack of positive sell-esteem and low self-worth,
which in turn will lead to a decreased motivation and ability to

learn.

Pravious ~“Youth Counselling' programmes ccnducted by the Division of
Spacialised Education have highlighted the need for a more structured
approach to this type of intervention (Janks, 1993). The programmes
in guestion 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 thase.qonaepts'pgnvidéd
inadequate structure (Janks, 1993). The afcrementicned pringipléa of
Rogerian counaeliingzare based on a model of “on-directive therapy,
and . this _pfientation. proved to be frustrating +to  those .youth
counsellors who'waxé seeking to play a more active and directive role

in the.counselliug relationship.

This is not :o say'that these piinciples of Rogerian counselling are
irrelevant to the programme. On the contrary, it was stressed at the
ocutset of the 1283 programme, that ithe concepts of congruence and
empathy are central to any “helping’ relationship. Congruence in this
context refers to a congrvous relationship betwsen feeling and
behaviour on the part of the coumsellor. As such, the counsellor is
expected to be genuine and not to present a facade, and that the
bahaviour they presenc represents their emotional state. Empathy is
the accurate understanding of anothers feelings and perceptions, and
involves “placing cneself in the other person's shces' so to speak.
Empathy in the counselling relationship also involves the accurate
raflection of those feelings back to the client. It must be noted that
these conrepts not only serve to establish a containing and effective
relationship, but also prove to be integral to the madiated learning
experience, especially with regard to the mediation of feelings and
the dynamics of interpersonal relationships. Farthermore, these
concepts serve to facilitate the establishment of the relstionship,

which then in turn increases the potential for affective MLE to ogcur.
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2.3. The Use of Non-Professionals as Therapsutic Agents

The u;s'e" : af ndn-pro'fessaionals in therapeutic service deliverv was

.pIDnEBIEd by advances in community psychology {Rappaport, 1977). The

'.*fnead°tafut13155 such para-prcfa551onals in mental health service is

?f;fcf cmltical 1Agortance 1n this country. The 1uxury status of

E {_prvfes ionals; reflectad in the time and re- .1rces necessary to train

” .tham, results in the situation where there are too few such
.fblnd1v1duals arallable to mneet the growing needs of wmental health
:_ serviues. Thls has led to the realisation that non-professionals can
¥ba anorporated into delivery systems in order to reach a larger
'pqpulat;on. As such, the function of the professional can bz diverted
'%ﬁéy from direct service provision, to a more consultative role such
as the' ﬁrovision. of skills to non-professionals (Sobey, 1970).
fﬁiﬁhetmore, to counter possible claims that lay people pirovide a
"haif-baked' service, professionals need tc ensure that the training
provided toc the non-prufessional is done so with responsibility and
professionalism {Thom, 1985). The “Big Buddy' programme was structured
hierarchically, involving student non-professionals who were monitored
and trained by a student psychologist, who wus in turn supervised by
an educational psychologist from the Division of Specialised Eduecation

at the University of the Witwatersrand.

Related to this, Rappaport (1977), Skuy (1975) and Thom (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-professional's training matches their
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stated role, and that during supervision, one miust be aware of the
potential for the lay person to attempt to tramsgress this role and
engage in activities that he is not trained for. Feedback from the
non-professional may alsns serve to correct miscoanceptions the
professional may be adhering to, and as such, dialogue between them
can serve.to impart skills and knowledge from the non-professional to

the prbfessional as well (Thom, 1985).

The efficacy of relatively untrained people in “helping relationships’
has not beén conclusively established. Skuy and Solomon's (1980), and
Skuy's (1275) studies suggest however that students and parents can
be effectively eunroll :d in such programmes. Gruver'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 t0 the
role. The informal and relaxed manner demonstrated by students, and
their ability to relate more easily to a child's world, were held to
ba positive factors in their utilisation. Students were also sean to
be more readily acceptable to children. In reviewing other studies,
Skuy (1975) notes that the change agent may be the "interest,
enthusiasn 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 status consciousness" (p.201). Skuy (1975) cites
research by Mckinney and Keele (1963) and Poser (1963) as studies that
indicate the efficacy of using non-professionals as agents of
therapeutic change. In a well controlled study, Skuy (1975) found that
scholastically disabled children involved in a youth counseliling
programme conducted by undergraduate students, significantly improved

their levels of frustration tolerance and social competence. Skuy and
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Sclomo. '$ (1980) study, although lacking in significant guantitative
results, suggests that students and parents used in psychoeducational
intervention  programmes, .can facilitate improvement in childrea

experiencing learning difficulties,

A further aim:of this programme is to provide skills to the. "Big
Buddieg',_thgt will ensble them to function and interact with_children
- more effectively. It also provides the student with the opportunity
to gain practical experience in a sustained informal interaction with
a child who requires Language_enrichment. This serves to enhance the
student's empathy and to provide the student with insight.into the
child's lével of functioning, his interests, strengths and weaknesses,

and hia home and social environments,

The programme demands responsibility and commitment from the “Rig
Buddies', which not only sensitises them to the requirements of such
a “working' relationship, but also provides them with the opportunity
of opérationalising some of their teacher course content. This is held
to facilitate learning in that it involves the integration of theory
and practice, affords the student the opportunitf for self-growth, end
creates an awareness in the student of their strengths and weaknesses.,
The sense of worth that such a relationship engenders, the development
of their responsiveness to the child's needs, and the practice of
communicating feelings and concepts effect.ivaiy, are seati to be

valuable assets that can be util.sed in their future work as teachers.

A further crucial aspect of the programme is that it affords the

student the opportunity to, and experience of,; developing a



- 17 =

relationship that extends cross-culturslly. This factor épplies also
to the children, and can therefore be seen to facilitate cross-
cultural tolerance, which is essential to attempts to normalise social

relationships in this post-ipartheid South Africa.

2.4. The Constructs “Locus of Contr,l' amnd ~“Self-Concept’

and Their Relationship to Mediated ILearning Experience

One of the aims of this research project is to ascertain whether pupi
participation in the "Big Buddy' programmne leads to a more internal
locus of control, and a more positive self-concept in the subjects.
For this reason it is necessary to examine the concepts of locus of
control and self-concept, and to establish tneir relatisnship t¢

mediated learning experience.
2.4.1. Locus of Coatrol

According to Skuy (1975), an external locus of contre ., or outer-
directedness, is "a style of problem solving which reflects a iack of
faith by the individual in his own thought processes and the solutions
they provide in dealing with problems. It can be characterised as a
lack of ability and/or inclination to resume responsibility for one's

own actions” (p. 113).

Ismail and Kong (1985), cite research literature that shows a pisitive

relationship between internal beliefs of locus of control and academic
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achievement. A study by Shedk and Rhodes (cited in Crump et al, 1985),
found a strong relationship between an internal locus of control and

ratings of competence.

Roenig (1979) cites research suggesting that an internal locus of
control may be associated with a future orientation involving future-
looking optimism and achievement-directed efficiency. His findings
however, have found that negativé reasons for baing futu:-e orientated
can bhe more powerful tlian positive reasons. Having to face demands and
to feel unabls to control them can generate stress and a feeling of
powerlessness, which may result in a passive acceptance of future
events. Indeed, “"an individual with an iaternal locus of control does
not merely accept responsibility for his own influence after the fact
but will be motivated to influence such outcomes before the fact"

(Krantz & Friedberg, 1986, p.871).

Iindividuals who experience difficulty with regards to aspects of
learning, often become discouraged and demotivated, or fail to develop
the motivation to learn and an orientation towarde self-directed
behaviour. Skuy (1975) cites significant research in support of the
view that an exterual ‘ocus of control is associated with a history

of failed experienc

Adelman and Taylor (1%83) stress the influence of motivation on the
process of learning. They draw attention to the distinction between
intrinsic and extrinsic motivation. Extrinsic mot.wvation stems from
external influencas, such as physical and social reinforcers, and

corresponds to the concept of an external locus of contrul. Intrimsic
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motivation on the other hand, refers to that motivation that
originaves from within the individual and corresponds to more
internal locus of control. Intrinsic motivation involves the
peychol sgical concepts of curiosity, a striving for competence and
importantly, self*determination, and therefore the ability to make
chnicea.-lt inanves seeking posgitive affect and stimulation, and
_avoi.dlng naqa.i:.:l.‘f-re affect, dealing with challenges and reducing

- d_:.sa_ang-_r_:c_e (Adelman E Taylor, 1983).

Mdﬁiﬁgtiﬁﬁf;déﬂﬁtés. the search for, as well as the socurce of
'cémPegéégé;fﬁhé;invﬁlves the “feeling' of being competent (Feuerstein
& Feﬁéféféin, g1991) "It is our contention that the feeling of
aampetenca 1& not the direct and unavoidable outcome of the perception
of ona 5 eapacity, but. rather that the generation of this feeling
regulrgg_thg,lnterventlon of a human mediator who interprets the
magtexffa@ﬂlthe competence and turns it into awareness, feeling, and
conaﬁi@usnesa 0of one's competence” (Feuerstein & Feuerstein, 1991,
9.29), : ‘l‘he mediation of a feeling of competence, individuation,
nOvéiﬁﬁiénd chal1enge, and goal setting, fosters the development of

a mbreﬁiﬁtexnal locus of control.

Aniimpértant aspect of self-directed bsehaviour, is the ability to
formylate and express goal related plans. Characteristic of children
wﬁahhaye.not received consistent mediated learring experiences is the
diffuﬁéd nature of their perceptions. "These children scan their
perceptual environment without attending differentially to the more
 ‘relevant elements and, therefore, do not persist in developing the

fmg5na necesgary for attaining epecific goals" (Feuerstein, 1980,
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9.27} The inteutaon to-mediate remote events as personal axperience,
invulVQ induced aalf—raflectlan, Lnaxght and artmculatxon, which lead

tn an 1nternalised oraentatmon, whlch in turn produces more efficienc

g and ln'raaaad?mndlflablllty (Feuerstein & Feuerstein, 1991).

1975,

'ﬁéi communicated by significant others™ (Skuy,

heresearch findings of Crump, Hickson and Laman (1985!, subjects
a:m-':.z_i"nternal locus of control tended to display behaviour that was
mﬁf&?&éﬁgrhent with a positive self-concept than did those with an
external locus of control. The group of internally controlled subjects
'-;3:;7ﬁéﬁé also found to have more positive self-cencepts relative to their

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

“~ with the moral and personal self.

Thompson (1981) notes that personal control may be beneficial and lack
of such control detrimental, because it relates to a person’s self-

image. She menticns two theories that are relevant to this point,
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deCharms's theory of perscnal causation and reactance theory. The
first theory elaborates on the individual's need to feel a sense of
competence and mastery in their environment, and that a lack thereof
may lead to feelings of incompetence. Reactance theory postulates that

~ individuals feel arcused and have negative emotions when their freedom

'f 7ft§féétgin’a_self-daterminad manner is threatened.

o i#&iﬁidﬁéiﬁ’experiencing acadeﬁic difficulties often expect to fail

:.andrthEKEfore seldom develop the habit of achievement. The experi: -ce
of failuré then sexrves to reinforce this expectation. They oft {0
noﬁ éxpéfience getting approval for success at learning, are “tou.y'
orientated without long-range goals, lack self-~cunfidence and are not
encouraged to utilise fantasy and imagination (Mettessel & ESeng,

19 70) a

Purkey (1970, in Skuy, 1975), holds that seif-concept and rehrlastic
achievement are dynamically interrelated. His approach emvhasises the
importance of considering the individual's subjective perceptions of
self and the world in attempting to understand poor academic
performance. Nagative self-perceptions 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. The
subsequent. and repeated experiences of failure then serve to reinforce

such negative gself-perceptions {(Skuy, 1975).

Spencer (1985) notes that feelings of competence are related to self-
concept, and that minorxity statusg children are at particular risk in

this regard. "Minority status children are at risk yiven the fact of
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racial"diﬁcriminatidh; it's institutionalisation; and the child's
increaalngly dlfferantlated cognitive maturation” (Spencer, 1985,

prQ}. he lattar, cagnltlve maturatlon, necessitates a progressive

':-;awareness af tha graup a unlqua status. Thus, physical and cognitlve

.' - -.-_-_-:--'_..mtuxatiohr in cnnjum::tn.on w:.th specific social experiences, rasults

“7“;2” in soaial cégnitzan. Spencer (1985) suggests that there is a

;:*dlamardant elatlnnship batween socletal values (concerning minorities

_i'”:"-and li.h]’:ﬁd:: ‘EO raclal staraotypes and attitudes), and healthy

:fg psychu1agL¢al &eve}apmant 'In other words, between macrosystem

'-j'values ralateﬁa;tu minorities and own-group preferenced identity
""-J.Qrmat.mn. Tt is ‘argued that non-minority children have a more

- cmnqruent and 11near development in this regard.

' :Feueraﬁe1n (1980} asserts that in disempowered communities,
'”tran3m1531cn of wvalues, norms and cultural identity are often
:;élsxnpted;-laadlng to a break in the continuity of past with present.

ﬁé{aﬁguas:that madiation involving an understanding of the rationale

.5éhiﬁd:instructions {M:aning, Intentionality, & Transcendence), and

_-a'facﬂs'hot limited to <~pecific contents, produces an orientation that

includ.s " an anticipation of a given set of conditions in a more or

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

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

The mediation of positive or negative anticipation is held to be the
result of the child's own experience, The mediation of the
relationship between the childi's own actions and their consequences,
orientates that individual to temporally and spatially more distant

effects Anticipation of an outcome reguires an internal
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reconstruction of reality, involving inferential thought processes,
whichfaim t¢~tran§cend immediate needs in favour of remote goals. It
_is thﬁ3 a1§o-ﬁadéss&ry-ta mediate the causal relationship between an

:ad€ agaIi;ﬁsv&ﬁticipated outcome (Feuerstein, 1980).

"f  Madlatad Learning Experlance has a direct bearing on the development

La_and adaptahllltY of sglfuschemaa. The mediation of the criteria of

”ffﬁmaanlng*fncmpeteace, and indi ;duatlon, influence the conception of

hat is vague and poorly articulated” 1992,

(Day et al,

'k 1f_link1ng thla to existing competencies, creates positive visions of the

i ;futﬂré and glvaa meaning to school subjects related to these visions

'and potentlal 'Subjecte that are personally relevant, lead students
to-he moxe likely to follow learning goals (desiring to increase their
- mehta$:cdmpetenciea), rather than performance goals (Dweck, 1986. In

Day et al, 1992).

Individuals tend to seek positive judgements about their competencies
from themselves and from others, but students with a pesitively framed
self-schema seem more able to persist in problem-solving activities
even after having received negative evaluative feedbuck. Indeed Markus
(1990), found that external reinforcers are more likely to influence
those who are trying to master a topic than those who are interested
in solving a problem {(pay et al, 1992). Thus a coherent self-schema
can be seen to be related to the notion of intrinsic motivation, and

therefore, self-directed hehaviour.
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'?fogxeéa can then be geen as self-reinforcing, while stagnation may
pfovida dﬁporfunitiés io réévaluate strategies and plans ¢ action.
. This wnuld appear to correlata with the MLE criterion of self—change,
"whmle the MEdl&tlon of: transcendence; sarves to abstract problem-

 fffs0lv1ng frnm,tha hera—aﬂd-now, to be applied in other, and especially

S futuxe:alt.”tions" ;,

'{agers? in Skuy, iQ?S), aasarts that the self is a social product that

thrn"'hlthe experienca of interpersonal relationships, and

dependant on positive regard from others. The 'Big Buddy'’

fpragr&mmef;nvnlvea youth counsellors who, by virtue of the consistent,

'J.?Tindlvidual and respectful attention they were expected to bring to

n  the subjects, can be seen to positively affect self-

“Eﬂpétéﬁptiﬂnswand a sense of self-worth,

fsel;'matianala, Aims and Hypotheses

:Gi#én; the need 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, 19923; Skuy & Partington, 1990), and the shortage of trained
professionals, therapeutic procedures that effect greater numbers of
individuals in a cost effective manner will need to be developed. It
was assumed that this particular yeouth counselling programme, The “Big

Buddy' programme, may fulfill such a role, and as such its efficacy
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_ ﬁéads-ﬁo'béigsﬁablishéaéTr-

In 1:a.eu of the pr:mr d:.acusaian on the use o:E nonnprofessmnali__'
'tharapeutlc agents, it would he appruprlate to use studant Guidance°

teachers as yuuth counsellurs an such a programma

'It has been a*gued that experlenced difflcultles in partlcular areas._
cf léarnxng will n@gatively 1mpact, not anly on- the abillty'tu learn,ﬁ
-,bﬂt alsa an canqtructs -guch ad a sanse of self, mctivation, feelxngs _
of- competence and the like. 8imilarly, the interactive detazminants
resultlng in 1anquage difficulties and cultural deprlvatlan can be

seen to be affected by the aforementioned constructs and a lack of an
early prav181en of MLE. The incorporation of MLE in such a prcgramma
was-just;flad not only to provide structure, but also to facilitate
the’devélvpmént of cognitive and affective schemas thét would enable
the subjects to become more independent thinkers, and asfsuch;.tc

foster a sense of ccmpetence, mastery and a pogitive sense of self.

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 the degree of

independence in terms of cognitive control.
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Thus it is hypothesised that, following a youth counselliag programme

incorporating MLE:

1. There. wj;l-l-_:_ba- a greater degree of internal lccus cf control among

' suhjéété_iﬁvﬁlved:in_tha programme, than among those in the control

' f_Zyﬁiﬁéiéfﬁi$if5§1an’indrease in positive self-concept amony subjects
w}m : ma:.pated in the programme, than among those in the control

~groupy

| 3.'I'herawill be a positive correlation between the degree to which
"the 5ﬁi§QBuddies' have integrated the concepts of MLE and the extent
Df the: :growth, as measured by the instruments, displayed by the
“Little Buddies'.

4., There will be a positive correlation between the hours invested in
the relationship and the extent of growth displayed by the “Little

3.2. Methcd

3.2.1. Subjects

The children inveolved in the study were drawn 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
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English as a second langnage. All the children attended I.H. Harris
Primary School in Do« afontein, and were in Grade 2. The sukliacts
resided in various areas in the greater Johannesburyg region, from
innner-city areas such as Joubert Park, and from different suburbs in

Scweto.

Given the nature of the programme, demographic variables such.as
fgﬁiiy;_ constitution, socio-économic background and cultural
&ffiliation could not be controlled. The group was homogenous only to
the extent that they all attended the same school and were all in the

 same grade. The children were also culturally diverse.

The subjects were divided into experimental and control groups on the
basis of subseguent 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
participate in the “Big Buddy' programme. The coantrol group was made
up of 13 subjects who were on the same language enrichment course, but

who were not inveolved in the "Big Buddy' programme.

The youth counsellorsg, or “Big Buddies' were drawn from students fiom
the Vocational Guidance Methodology course at the Division of
Specialised Education. 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, and the students therefore
participated from a position of choice. The issue of voluntary

invelvement is an iwportant factor, as the success of the programme
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depends on the motivation and enthusiasm of the students. Being
volunteérs,'it was hoped that the students would be more likely to.

involve themsélves-whﬁleheartedly;
3.2.2. Intervention

The youth _._gguhsélling "iﬁteﬁeptidn involved ?airinﬁ the "Gui&_'a'im:g
Methodology Students with a child from the experimental group. The aim
of he intervention involved ‘befriending’ the child and engaging in
a'bne—on-oné'réiétidnship'with that child once a week and for not iess
than.aﬁ hour at a time. The “Blg 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 Budul~a' was imparted during weekly
meetings wiia the programme leader and co-ordinator. The “Big Buddies’
were also provided with a hand-out on MLE that is largely based on the
MLE workbook designed by the Cognitive Remeacch Programme at the
Division of Specialised Education (1921), modificd ke it more
applicable to the programme. The “Big Buddies' were also provided with
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.

The "“Big Buddies' were also provided with a brief input on the
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-cuncepts of empath and congruence. What was stressed however was that

jtheix relatlunships should not constitute a counselling relationship

fiﬁ_this regard, the concept of “goodness of fit' (Skuy et

~discussion llliclted the idea that negotiated activities would prove

u_”a;ﬁhe most effective, althougn it was accepted that this would not
; -avbe possible given the nature of some of the children. Not only
:fthe individual child emphasised, but also that activities should
ﬁeﬁ;@tched at the child's developmental level. As such no activities
“m§fé”$pecified, but materials from the resource room at the Division
“iéffspecialised Education were made available to provide ideas. A
.:a;fefédliection of other activities were also prepared, and handed to the
| fgroup for rotation. What was specified however, was that the
'.activities should provide the vehicle for MLE, and that activities
should be considered that offered opportunities for MLE, It was also
stated that the "Big Buddies' should attempt to focus on self-concept

and self-estee , both directly through praise, commitment, empathy,
congruence and the discussion of self acceptance, and indirectly

through the mediation of the relevant criteria of MLE.
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To ensvure that the “Big Buddies®' had adequate contact withjthéir
"Little Buddies', and that they utilised and integrated therconcepts
of MLE, weekly activity reports had to be completed a~1 handed-in. In
addition to thi=s, each student was required to present a summary of

a meeting with their child te the group, to demonstrate their
integration and application of MLE and whether they had established

a significant relationship.

The rcle of the researcher was that of facilitator. Henderson and
Thomas (19920) define this role as fluid and flexible, stating the need
to "move in and out of different roles according to particular

circumstances" (p.104).

Initially meetings between the researcher and “Big Buddies' were held
on a weekly basis. Problems encountered at this phase included the
students’' difficulty in making contact with the families, and
difficulties in initiating and carrying-out the initial contact.
Problems that arose were generally dealt with in the group, using

inpat from ¢ osse present.

Areas that were dealt with included the goals and expectations that
the students had, aud how this related to the role of the “Big Buddy .
Much time was srent bn the issue of termination, and it was stressed
that this should be discussed with the “Little Buddy' from the ontset
of the relationship. Ways of conveyiny the concept of time, and
termination at a concrete level were discussed. It was also stressed
that the aims and expectations of tha programme should lw clarified

to the parents to facilitate entry into the relationship, and to
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secure the maintenance of the relationship through parental support.
The igsue of self-awareness was also addressed, with the specific aim
of getting to know the “child within'. This was held o te central to

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

“Big Buddy' presentations in the group also provided the impetus for
group discussion, and much of these meetings focussed on the
opportunity of using the discusgiops to disseminate ideas and to tell
each other about successful and unsuccessful ventures. The
participation of the students was generally good, and as such, the
role of the researcher was largely to facilitate the discussions, and

where necessary, to focus and redirect the discussion.
3.2.3 Teasurinyg Instrumenis

Pre-testing on the "Little Buddies' was adwinistered in a group
setting at the D.vision of Specialised Education. This was conducted
in March 1993 before the ~ommencement of the programme, and while the
subjects were attending language enrichment. All test items were
administered in one sitting. The Post-testing was conducted in

November 1993 in a group setting at I.H. Harris Primary School,

The following test items were administered to the “Little Buddies':
1. HNowicki-Strickland Locus of Control Scale for Children (Short
Form).

2. Coopersmith Self-Esteem Inventories (Short Form)

3. Draw A Person Test
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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 Octobsr 1993.

The following mea-ures were drawn from the “Big Buddies’:
1, Youth Counsellor's final report
2. Quesiionnaire on the application of MLE in the "Big Buddy'’

programme.
3.2.3.1. NOWICRI-ETRI "KLAND LOCUS OF COWTROL SCALE FOR CHIYLDREN
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 bs a reliable locus of control inventory that 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 larxrge groups
(Nowickl & Strickland, 1973). Because research on the Nowicki-~
Strickland (NWS) Scale has only been conducted on populations of
children in Grade 3 oxr higher, "this is not to say that the test is
not appropriate for first and second graders” (Nowicki-Strickland,
1973, p.l151). Because the subjects of this study are at the Grade 2
level, 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 wodifications needed to be made to the item questions. It was
decided that the questions needed to be reframed to avoid double
neg&tivas;_and_tp,sigplify_the'1anquage so that it was mpre amanable

Ita tﬁi§7péfticulax group of subjects. The question format was also

: ;fcﬁanged tu a statemant formpat to prevent confu31on about the form.of

3f[janawaring hetween the M@E and the Coopersmith Self-Esteem Inventeriesg

 f §ﬁgfg§a1éfis'baaed on Rotter's deflnition of the internal-external

‘vf _é@gﬁﬁ¢1!d£'réinﬁorcemant dimension. The items desribe "reinforcement

'-jait&atinns - agross interpersonal and motivational areas such as
_iéﬁfiléation, achievement anu dependency® (Nowicki & Strickland, 1973,
?;.'Ef14$J? 

3'4? 2 - 3 ._1— - 2 v mnistratiﬂn

As previously mentioned, the MWS Scale was admipristered 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
guestions that are answered with either a yes or no written reaponse.
fach test guestion was read to the group as a whole twice, and
individual's completed each question seperately. Two test administers
waere always present, and stresg was laid on understanding the
questions. Any difficulties noted in understanding, wexrc then
addressed individually by the test monitors, before further guestions

ware attempted.



3.2.3.1.3. Scoring

S¢ﬁfing of the MW8 Scale involved assigning 1 for A responge to the
ﬁest qﬁestidn.reflecting-an internal locus of control, and 0 to a
rEBbonsé-feflecting an external locus of control. Thus the higher the
scora;-thé.greater the degree of internality. Scores were added
téggthe: tb.cbtain a single score, and individual responses to single
tést-iteﬁ§ weré not considered as there is no reliable research in

. this regard.
3.2.3.1.4. Roliability and Validity

Ré#éaxch.nn the instrument (Nowicki & Strickiand, 1973). suggests
"SﬁppartVfar the constract validation of the Scale. The authors state,
.in éoncluaioﬁ, that "the locus of controul dimension appears to be a
variable of significant impaet in relation to children's behaviours,
and the Nowicki-Strickland Scale appears to be an appropriate
instrument for assessing this variable" (p. 154). Counstruct validity
was achieved through significant correlations with the Rotter and
Bailer-Cromwesll Scales, and to some extent with the Intellectual

Achievement Responsibility Scale.

Internal consistency of the scale appears to inerease with the ags of
the subjects tested. Estimates of intermal consistency via .nae split-
half method, and correctad by the Spearman~Brown formula, are r = .63
for grades 3, 4, and 5. Nowicki and Strickland (1973) note tha:
because the test is additive and items are not comparable, the above

raeliability tends to underestimate the true reliability of the scale.
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Howicki and Strickland (1973) cautlon that the shortened Scale shouldl
be used carefully until further reliability and val;dlty rasearch has'
baan canducted. They state however that "there is every rﬁason to
believe from the item analysis (on over 1 000 students)uthat-thgae
revigions should be a usable,. reliable,- and 'quick._maasuré_:cf

generalised locus of control" (p. 153).
'3.2.3.2. COOPERSMITH SELF-ESTEEM INVENTORIES
3,2.3.2.1. Description and Application

“The Coopersmith Seli-Esteem Inventories (CP8) was designed to measure
"avaluative attitudes toward the self in social, academic, family, and
personal areas of experience” (Coopersmith, 1981, p.l). Coopersmith
developed a 25 item Schoel Short Form of the scale that was based on
an item analysis of the orlginal 50 item School Form. Because of time
constraints, and the reasons given for using the shortened locus of
vontrol scale, the School Short Form was administered. Again further
modifications to the language on the items needed to be made. The
original as well as the modified Short Form appear in Appendix E and

P respectively.
3.2.3.2.2. Rdministration

Administration of the CPS Inventory was conducted on the same basis

as the NWE Scale.



3.2.3.2.3. SBcoring

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 subjects, “yes'
and "no' responses were required. A score of 1 was assigned to
responses reflecting positive self-esteem, while 0 wag assigned to
responseé 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 research.
3.2.3.2.4. Reliability and Validity

The Scale's reliability and validity has been researched and
confirmed, and is applicable to children at the Grade 2 level, but
little research bas been conducted on the shortened form, Reliability
scores on the School Form measured by Kimball (1972, in Conpersmith,
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 internal consistency
for subjects in all 5 Grades. Data for the Short Form is insufficient,
and Cooparsmith (1981) estimates that reliability coefficients would
be lovr dr. teo the shorter length. In one study, Bedeian, Geagud and
gza ( 20!, in Coopersmith, 1981), reported KR20s of .74 for males and
.71 fo. females. The same researchers computved test-retest reliability
estimates on the Short Form anc obtained cuvefficients of .80 for males

and .82 for females.
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Coopersmith (1981) cites research by Kokenes (19-?;‘;-1_1979) “ang Kimball'
(1872) to confirm the construct validity of the Ihveﬁtbry..wﬁjqﬁaté'
thezlattéﬁfréééardh,'“yércentile.gquivalents'shdwéd a cdnsistéﬁcyidf_
score values at a given“ﬁercentilaNregardleas:éfithe“pqulationé_
(Coopersmith, 1981,.9.13); Specifin correlation scores Wére hbWE?ér

not presentad.
3.2.3.3. DRAW A PERSON TEST
3.2.3.3.1. Description and Application

Originally, the Draw A Person Test (DAP) devised by Goodenough and
Harris, was used as a supplement to the Stanfordnﬁinet--3¢ales
(Anagtasi, 1988). Since then, Bodwin and Bruck (1960) developed a
guantified self-cor :pt scale of the DAP that is held to be a valid
measure of self-concept defined as consisting of: self-confidence,
freedom o express appropriate feelings, 1liking for oneself,
satisfaction with one's attaibments, and a feeling of personal

appreciation of others.
In addition to Bodwin and Bruck's (1960) thirteen criteria, an
additional four criteria were added to the Scale. These additions were

introduced in a study by Rosenbaum (1989), on review of the literature

on emotional indicatrrs of the DaP.
3.2.3.3.2. Administration

The DAP was administered to thu control and experimental groups
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;togethar 1n one s;ttlng, for both the pre-~ and post-testing.. Subgects

-_: wBre prasented w1th paper, pencils and erasures, and asked to draw a

"t_ parsun as hest as thay could. They were encouraged to produce original

H d nat tnﬂbe Lnfluenced by what their friends drew.

The DAP was 5éafe§;acc¢rding to the Draw-A-Person Self-Concept Scale,

-ﬁaared acnbrdinq to a 5 point rating system. A score of “1' signifies

ioff he 1tam3 is preaented in Appendix G. The scores per picture were
addﬁd toqether to supply a total score that represents a measure

:fiaf selfuconcept.

. 3.2.3.3.4. Reliability and Validity

”:“ﬁﬂqdwin and Bruck (1960) validated their scale on a sample of 60

individuals between the ages of '0 and 17 years. The sample drawings
were then scored according to the author's scale, and then rated by
an independent judge who i1atea self-concept after the subjects
completed a c¢linical interview. The szcala ratings were then compared
to the judges ratings, yielding a correclation of .64 at the .01
percent level of confidence. The authors state that tue scale is
therefore a valid measure of self-concept defined as consisting of:

a) self-confidence, b) frezedom 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. Bordwin and Bruck's

(1960) study did not include any measures of reliability.

The ﬁ&;idit?’bf the four additional criteria was implied by Rosenbaum
f_fiiggéj}ﬁin:ﬁé: review of the emotional indicator's on the DAP in the
relevant -'-:-Jg:i-tea_ratura. She cites Ogdon (1978) and Koppitz (1968) for
:l.tems 14 andlS, Ottenbacher (1981) for item 14, Machover (1949) for
f*iﬁamg~i6~aﬂdl17,.and Urban (1963), Hammer (1958) and McElhaney (1969)

: :fér;itemilT. 2 hreakdown of the items " presented in Appendix G.

Rosenbaum (1989), cites ressarch by Gordeon (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 MINAL 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 relationship. It served as a summary
and evaluation of their experience of the programme and contained
repoxrts on all the sessions conducted with their “Little Buddies'. The
Final Report also stipulated the awnount of hours invested in the

counselling relationship.
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3.2.3.46.2. Administration

The Final report was self-administered, in partial requirement for the

Guidunce :'ét&déi;ts ' course-work.
3.2.3.4.3. Scoring

The Youth céﬁﬁsélldré" Final Reports were evaluated qualitatively, by
the prbgr{aihma3'fa¢ilitafor {researcher) and the university staif member
c&ééraihatihg'the courge, with the mean between the two scores taken

as final.

3.2-.3;5. QUESTIOMNAIRE ON THE APPLICATION OF MLE IN THE “BIG BUDDY'
PROGRAMME

3,2.3.5.1. bescription ard Application

The 'Big Buddies' were required to complete a question involving their
understanding of, application and integration of the concept of
Mediated Learning Experience. The question read as follows: Define the
ten criteria of MLE and provide examples of hiw you could mediate them

on the “Big Buddy' programme.
3.2.3.8.2. Mainistration
The question was put to the “Big Bwidies' on completion of the

programme, during a predetermined mesting. The students were not

informed that they would write this “test', and so their responses may



'4f“be*deéme&”tdﬂthéibééh*unprepared They were informed that their

3 ahLlity tc lntegrata these concepts would also serve to supplement

"1f'their caﬂrBEnwnrk evaluatlons, The students were given as much time

sponse té‘th§7§péstidhrware evaluater qualitatively by two

_kera who have had training in MLE. The testg were

retesting of the “Little Buddies' was conducted before commencement
of ’Gher‘rﬁgramdef in March 1993, at the Division of Specialised

*Edﬁéﬁﬁiang,ﬁnivarsity of the Witwatersrand. The children, both the

B igfiﬁéﬁtal and control groups, were tested in a single sitting, and
ﬂaﬁfﬁné-admbined group. They completed the CP§ Inventory, NWS Scale,and
~;  §§?~.'The same measuring Instruments were then later administered on
éahpletion of the programme, at I.H. Harris school in Novembar 1993,

with the entire group again being preseat 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
programme. The informal test guestionnaire was also administered in

October of 1993.
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3.2.5. Research Design ané Statistical Analysis

The research “désign“*caﬁ? be defined as being a quantitative, -
"5daacrxptive desmgn of the hypothESLS testlng subtype (Bailey, 1982),

'LQ,j}where it'was‘attempted to evaluate the ‘effects of participation in the

Bm,’;'Buddyﬁ ~programme incorporating MLE as it's focus, Particulaﬂv

with_regard ta salf-concept and locus of control. It is a Pretest-

P Bteatﬂ Cantml Group Dea.:l.gn (Kerlinger, 1986), where hoth the

1°aﬁd contral grnups aré compared before and after exposure

ﬁependEnt varzable, namely, participation in the “Big Buddy'

pxogrammesa  ,f

;egscarﬁa ganerated by the two Scale measures (NWS & CPS) and the DAP
 f;wErE thea Btatlstlcally analysed by means of an analysis of
.“&?&aamarianca. Thls form of variance analysis assesses the significance
: qf diffarences among means of groups aftex taking into account the
initial differences among the groups, as well as the correlation or

the initial measures and the measures of the dependent variable
(Kerlinger, 1986). Thus, the differences between groups on the
dependent variable (WS, CPS, & DRAP scores variously), were analysed
after taxing into account initial differences bhetw.en experimental and

control groups on the dependent variable (pre and posttest).

Correlations between the “Big Buddies' MLE questionnaire scores, the
Final Report marks, the hourz invested in the relationship, and the
degree of growth demonstrated by the “Little Buddies'' was then

calcnlated with the use of Spearman's rank-order correlation
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coefficment, The chaxue of . Spearmsn’s pxncedure abave the Pearson,

product—mnment cnrrelatzon was made in lieu of tha smal* sample smze,;-'

.' a.nd the a:ank natura of the data aveilable. This pror'edure would e
5”5able ta determine wha*her a relatlonship ex;sts, and provmde *ha;
_degree and stxength cf ‘the relatlonshlp “y means of a correlatmon '
:,fcokufic;ant (McCall, 19?0). As mcCall {1970, P¢120) statas- "Tha ._
 fundamanta1 idea heh nd the correlatlan LoefflCLQﬂt is that the squaxe_.
 .05 tha cnrrelation caeffmcxent represents the percentage of

~;var1abi11ty in the Y that ia associated with dlfferences in the

| Var:.ahle x. -

"'.ggi} Ihtxq&uctian

'Thé resuita'of'this stuiy are presenced in two sections. Section 4.2.
contains the results of the analysis of covariance for both groups
with regaﬁds'the WWS, CPS and n&P.measuzﬁs. The.e results pertain ta
hypotheses 1 and 2. In the following section, 4.3., the results of the
Spearman rank-order correlation are presented, which in turn pertain
to hypoth=zses 3 and 4. Raw scores for all the measures are listed in

appendices A and B,
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4.2. Results of the analysis of covariance for each group

on each measure

TABLE 1. MRAN SC

Experimental (n=12): Control (n=15)

PRETES'T POSTTEST
MEAN MERN
¢ B c
Nowicki-
Strickland 11.63 11,30 9. .56
Scale (2.57)* (1.72) (2.19)
Coopersmith 158.38 16,33 13.75
Inventory (3.52) {3.39) (3.57)
Draw=-A-Person 71.75 71.50 74.00
Test (5.31) (6.64) (4.37)

* Figures in parenthesis represent standard deviations.

Experimental (n=12); Control (n=1i5)

EXPERIMENTAL. CORTROL
Nowicki-Strickland
Scale - 1,83 (3.04)* - 2.13 (2.39)
‘oopersmith
Ic‘l\'f‘ntﬂry - 0-92 (4.96) - 1063 (4!!29)
Draw-A-Peoson
Test 2.67 (9.39) 2.25 (4.36)

* figures in parenthesis represent standard deviations

9.50
(2.94)

15.45
(3.15)

74.17
(6.46)

AND POSTTEST FOR
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1 The1data an{Table zjxepresants the differenae betwaen pre and ncstteatﬁ  j

The results shcw that bath groupsff'

he aws nn& GPS maasure- between pre— and p@st—f_ _

lm'zu--graups an fha CPS, mws and DAP posttest scores.-No signiflcant--

results wére nbtained on any of the measure varlables. The fallowing

sign;flcant reaults were found:

ﬁ_though hoth groups scores de*eriaraued on the NWS from pra- tc
-puatntesting, the control qroup deterlorated signifirnantly more than

{ﬁ;-ﬂid tha axperxmantal group (F = 3.8%; p < 0.0338).

iysimilarly on the P8, although koth grouvs deteriorated, the
5 -dgterioration shown by the control group was significantly mors than

that shown by the experimental group (F = 10.69; p < 0.0004).

On the DAP measure, both groups improved. The improvement shown by the
experimental group however, was significantly better than that shown

by the control group (F = 9.88; p < 0.0007).



0 nxzaiﬁta Bl_uﬁﬂddYs Péfformance:wath ittle Buddy ahange, were’ﬂfF

'r]What Wﬁs signiflcant however, were the correlatlons between the Final
' ”Report mark, the MLE Test and the hours invested by the ~ Big Buddy* ‘Y
The correlation betwern the Final Report mark and the MLE Test yielded
the follewing significance (r = 0.96; p < 0.0001). The correlation
between hours invested and the MLE Test was also.aignificant3(r'=
0.68; p < 0.0148), as was the correlation between the Final Report

mark and the hours invested (r = 0.66; p < 0.0190).
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5. DISCUSSION.

§.1. Discussion of Quantitative Results

The results of tue analysis of covariance suggést that the foiibwing
coﬁclusiona an bz drawn with regards the hypotheses put forward in
this resea 1 report, Considering hypothesis 1 (There will be a
gfeatér degree'éf internal locus of control among subjects involved
in the programme, than among those in the control group}, there is no
evidence to suggest (according to the means presented on Table 1,
Section 4), that the experimental group subjects developed a more
internal locus of contrel than those in the control group. What is
however evident, is that participation in the programme was related
to a relatively more stable locus of control orientation compared to

the subijects in the control group.

An analysis of the results suggests that support for hypothesis 2
{There will be an increase in positive self-concept among subjects who
participated in the programme, than among thosw in the control group),
is inconclusive. The hypothe=sis is supported by the means on the DAP
measure, but not supported by the results obtained from the CPS

measure (Table 1.).

Results of the analysis of covariance on the WWS and CPS measures show
a detmrioration. for both groups, with reepect to an increased
external locus of control and a deterioration in self-concept

respectively. What was evident from the results however, indicates



':namely the DAP,

which generated a

ézi:pe&f_ m:‘iié " ihééﬁéiusive--; it will bes arqgued that the DAP measure is

__thé'ﬁﬁstxfeliable of the two measures, thereby possibly validating
'f; hYpbth&5Lﬁ 2. What is disturbing is the lack of correlation between
bl&tha scores on the CP8 and DAP measures. This lack of correlation, and
.thé'datéricratibn on the questionaire measures needs to be examined
more fully to ascertain the nature and wvalidity of the results

obtained.

Various factors may have contribuoted to the deterioration of both
group's sco.os on the NMWS and CPE measures, and the researcher
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 in self-coneept

(CPB), and the development of a more axternal locus of control (IWS),

AL Al A

;a:
s

BT sl e
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sotween pre~ and posttesting. Should this be the case, it is impnrtant

to examine the reason for this deterioration. One explanation for this

may be reflective of the socio-political circumstances that were
operatihg'in 1993. It must be noted that 1993 was a time of majot
~~ngcial adjustment and insecurity in the run-up to the first democratic
elections,'ahd'was“punctuated by pigh levels of socgial and political
violence (Centre for the Study-of Violence and Reconciliation, Annual

Report, 1993). One remembers particularly the vaguely defined IFP~ANC

conflicts, the asgsasination of Chris Hani, and the “onwoff"

negotiation process., Although levels of violehce decreased from those
betwean 1990 and 1992 (Simpson & Rauch, 1993; Simpson, Mokwena, &
Segal, 1992; Commonwealth Observer Mission to South Africa, 1993), the
insecurity of 1993 permeated -1l levels of our society and affected
all families through secondary exposure, even if +they did¢ not
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 auring the 1990's, which would have
increased the level «of stressors experienced by the population
(Eichhorn, 1988; Stavrou, 1992). Among the effects of violence on
childrer Stavrouw, 1993), a loss of self-esteem and a decrease in
feelings of personal power are noted. The demands of social adjustment
and the general state of insecurity in the country may therefore have
contributed to the deterioration evidenced in the two measures

discussead.

This argument assumes that the social instability of tha times
impacted negatively on the families' of the subjects researched.

Family instability during childhood has been related to the following:
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uncertainty of the future and a weakening of familial and soeial

support networks that traditionally provide meaning, boundaries and
direction (Marks, 1992, cited in Freeman, 1993); to the growth of a
cunlture of expectation and victim-image (external locus of control)
{Ramphele, 1992); and to a loss of positive self-identity (Freeman,
1993). Furthermore, Udwin (1993) cites considerable research that
found that children's reactions to stressful and traumatic evénta_is
significantly influenced by parental reactions, and one assumes that
the insecurity prevalent at the times, imps -ed primarily omn the

parents.

Following on Munro's (1979) conclusions (examined in more detail
later), the NWE 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 +herefore have generated
responses to the test questions basr more on situational
determinante, reflective of -ocietal, familial and individual

insecurity and instability.

Obviously, these turbulent times would also have impacted on the
nature and quality of interactions between the “Big' and “Little
Buddies'. It must be noted hLowever that the experimental group
deteriorated significantly less than did the control group on the CPS
and WW3 measures. Therefore, should these socio-political factors have
been operating, one might conciude that the programme acted to
minimise the effaect 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 corxrrelation between the CPS and DARP measures, and had there
been a real lowering of self-concept among both groups, this should
have been reflected on the DAP. Crump et al (1985) alsc found a
corrélation between locus of control and self-concept, a finding that
was not replicated in this study. Thus a further explanation of the
results may point to the applicability of the WS and CPS measures

with this particular sample.

This brings to bear a question arcund the nature of cross-cultural
research. Research in a cross—cultural context is problematic,
particularly when research conducted makes use of test instruments
that were designed 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 Nowicki-Strickland Scale correlates with the Rotter Scale,

Munro's research may be relevant in this regard.

Munrc's (1979) work reveals that the internal consistency of the scale
for all populations tested, that is for Zambian, Ghanaian and
Zimbabwean stuc .nt populations, was extremely poor. Phares (1976)
argues that the items in the Rotter I-E Scale, and probably other
locus of control scales using similar items, "are much more subject
to response biases, such as social desirability of manifert item
content”, than has been generally suspected {cited in Munro, 1977 .

p.65). Munro (1979, p.65) continues by saying that "such biasas may
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reflect microcosmic preoc¢cupations which change from day to.day-mbre
than a crosavpulturally equivalent and stable set such as social
desirability”. The insecurities of the times may also have impacted

on and influenced such “preoccupatiocns”.

It may thus be that the responses on the M#E by the subjects
regesarched, could have been influenced by motivations such as social
degirability and not truly be ¥ef1ective of the construct locus of
control. This may be operating with regard to their perceptions of the
tester, instituticnal and familial expectations, or even conforming

to peer norms.

Although similar rescarch has not been condacted on the CP8, it is
possible that such similar problems are posed in relation to it's
application in cross-cultural research. One must assume, given its
non-verbal nature and previous research (Rosenbaum, 1989), that the
DAP measure is less prone to cultural bias. Shculd this be the case,
it may serve to explain why that particular test yielded a measure of

growth 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 CPS8, 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 bea 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 thesa-children,'ﬂnglish is a
second language that most.of-them, at that ppint, had not sufﬁiciently
mastered. Given that che medium of instruction and the test
instruments are English, their performance ou the measures may reflect
difficulty with language comprehension rather than lecus of control
and self-concept. The DAP, which is non-verbal in nature, did rot
deteriorate over the course of t.3 year. Furthermore, Ehé
quastionnaire 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

guestionnaires.

The results of the Spearman rank-order correlations de not lend
support for hypothesis 3, and as such, no correlation between the “Big
Buddies' integration and applicaticn of MLE (as defined by the
quegtlonnaire) and growth in their rw=pective “Little Buddies', could
be significantly established. Similarly. no significant evidence
exists to support hypothesis 4, namely that the hours invested in the
relationship would correlate with 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 reapective “Little Buddies'.
At first glance this would seem to indicate that the inciuasion of MLE
in the programme did not constitute a significant therapeutic
function. This conclusion may however be misleading. Integrating the

theoretical constructs of the theory involves the learning of the
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content of “the partlaular -theoxy. A;though thls 1earn1ng may'f"

incorporate aspacts of HLE, one cannot assuma that the learning of the :_.

theory can necessarxly be equated thh the abllxty tn medlata,

effeativﬁly- The. applicatlon of MLE, drawn from the questionnaire, wasf s

alsp_gqmgwhatthypothetical and.not;necessarlly_reilgqtiveﬁpf:mggxat;pg; 5
in the pro@rﬁmma. MEE is a procesa'rather.than a content dépéﬁdeﬁt
theory. {FeueratEAn, 19801f and. unfurtunately, the data colleﬁted does'_
not provxde an opportunlty to analyse the med;at;anal style of. the 
;asgectlvg_ag;g gndd;es - Thus whlle 1nd1v1dual “Big Buddleg_ may hava'
integrated tpé;thaoxy_wellr.aﬁg doeswnot know whether they_we:é'
effeét;vé;mediatprs_themselvea, and because the latter is dentrathq
effectiva_MﬁE, qna_canhat asgume that the inclusion of MLE was not

therapentically useful,

The results aléo indicate that the ammount of hours invested in the
relationship did not have a significant effect on the degree of growth
demonstrated by the “Little Buddies'. This would be comsistent with
MLE theory, and sugge >ts that the quality of the relationsh.p, rather
than purely time defined factors, may have been operating to.accpuht

for any growth measured.

It must also be noted that this study employed relatively small sample
sizes that may have compromised the reliabilty of the results

obtained.
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5.2. Discussion of Qualitative Results

A gqualitative evaluvation of the Final Reports revealed certain
therapeutic effects on the “Little Buddies' as perceived by the “Big
Buddies'. Some of the “Big Buddies' noted that they perceived
noticable changes in their “little Buddies'. The changes they noticed
included variously, an increase in confidence, the developmernt of
responsibility, a sense of independence, reduced shynest, improved
social interaction, a reduction in withdrawn behaviouxr, the learning
of specific skills and a decrease in the fear of animals 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 comfortable with the relationship, or whether they
occured as a result of, or partly because of the lanquage enrs hment

programme is not known.

The Final Reborts however, provide morse information as te the impact
of the programm=s on the “Big Buddies', rather than its eifect on the
“fittle Buddies'. Some of the "Big Buddies' commented on the lack of
clarity in the criteria for evaluudting the success of their
intervention. This was wvariously stated as a "problem with the
“helping' part of the relationship”, and that the experience was
"unsettling at times, not Rnowing exactly what I am suppoosd to
achieve". It must he noted however that some of the "Big Buddies'
managed to gain a sense of achievement. One of the students stated
that her “Livtle Buddy' 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:i.. ' feel special and important and capable of doing whatever she

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

Because the intervention took place on an informal 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 programme with expectations of providing
a more directive and concrete intervention, with well defined aimg and
goals. The agoals of tha programma, and how they could be actualised
were somewh.i intangible, but those students who managed to grasp the
potential in the programme and were able accept .ts limitations and
the boundaries of their role, were able to give meaning to the

excersise.

The "“Big buddies' however, found the experivnce, in more senaral
terms, to be most valuable. All tas "Big Buddiex' found the direct
experience of being involved in a helping relationship to be
rewarding. Among the self-evaluation reports submitted, students noted
the value of learning to relate to ch.ldren on their level. Some of
the "Big Buddies' found that the play activities helped them to relive
their own childhoods, and amnng others, served to provide childhood
experiences they never had. Other “Big Buddies' comme..ced on the fact
that they learned how to pick-up on the child's verbal as weil as non-
verbal cues and signals, which sensitised them to the needs of such
children. As such they were able to experienc. developmental issues

of children that age at first hand. The experience also offered an
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opportunity to assess such childrens'’ interests and te be able to

pitech activities at an appropriate level.

The inclusion of MLE was noted as worthwhile, and served to provide
many learning opportunities. Although the "Big Buddies' were familiar
with the concept of MLE, the programme forced them to inteqrate the
concepts and to devise means to mediate the criteria. Some o? the “Big
Buddies' noted that t Gir mediétion was “nitially very formal, but
with practice, its application became more natural. Practice also
served to make the actualisation of the mediation less difficult over
time Some “Big Buddies' commeated {hat MLE was alsc helpful in
planning and structuring their activities, while others f=21t this to
be too constricting. The latter students felt more comfortable in
mediating the criteria where and when the opportunity arose. The
researcher felt howaver, that those "Big Buddies' of the former
category had integrated the concept better, felt more at ease with its
appiricat:on aad more in touch with the purposeful nature of MLE. One
of the “Big Buddies' stated that she had concentrated on certain
criteria, but as the relationship progress:d, discovered the walue in
the other criteria. Another noted that she had become aware of the
values she was mediating in normal everyday cenversation, and that

this had increased her self-awareness.

The programme definitely served to strengthen the “Big Buddies'
working knowledge of M !. The discrepencies between the mediation that
occured in the early mwetings and those in the later interactions, and
the difference around how the interactions were conceptualised

according to MLE, 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 in the relationship and the
Final Report mark, according to Spearman's rank-order carrelations;
Those “Big Buddies' who had integrated MLE well, invested more hours

and constructed better Final Reports than did the others.

The' programme was seen to be beneficial with regard to the "Big
Buddies'' self-awareness ganefally. The students were exposed to
sitnations and experiences that they had not experienced before, and
thege served to confirm their abilities as well as highlight areas of
weakness. “Big Buddies' commented wvariously on experiencing mixed
feelings. One student noted being "proud and feeling worthwhile, and
at times inadequate 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 about 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 did found it a challenging
learning exXperience. Some feelings of uncertainty and anxiety were
noted in this respect, but it appears that these initial apprehengions
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 lives of families from less priveleged sectors of our

population.

An analysis of "RBig Buddy' statements appears to suggest that
participationr in the programme, as youth counsellors, provided a

learning oppeortunity that will ultimatvely benefit them as teachers in
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the future. This claim is made without the support of.aﬁy”ahjectiVe
measures, but as Shute, Foot and Morgan (1992) argue, an understahdiné
of children’s needs and a sensitivity to individual's uniqﬁe-learning-
abilities is essential to guide teacher behaviour to meet these needs..
Janks (1993) found no growth in self-actualising attitudes, no
perscnality change and no development towards greater independence
among the_‘Big:Buddies'_in_her study. It mvst be noted that that
particular programme was a compﬁlsory course requirement and did not
include MLE, which differs from the programme researched in this

study.
6. LIMITATIONS AND RECOMMENDATICYS

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 predetermined. 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
gsome of the measures used. This concern regards both gquestionaire
measures, namely the MWS and CPB. Munro's (1979) concerns about the
validity of the Rotter Scale may be applicable to the MWS in cross-
cultural settings. Similar factors may serve to compromise the CP8 in
a similar context. It must be noted howaver, ‘that the concerns as to
the validity of these measures within a cross-cultural context
involves conjenture, and this hypothesis has nct been confirmed.

Munro's (1979) arguments, and the lack of correlation
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between the CPS and the DAP however, seem to suggest that this may be

the case.

Another major and related concern rega~ds the raliabilty of these two
measures for children in the early grades, and in particular, with a
sample of child~en with second-language Jifficulties. It is thus
recommended . ti.at these two measures be comprehensively researched to

attempt te validate their use for such populations.

A further complication arises out of the use of the concept of locus
of control. Palenzuela (1984) argues that the construct locus of
control presents certain terminology, conceptual and measurement
problems. He notes however that his suggestions to rectify the
situation differ rarkedly from other approaches, and recommends that
further research and -'ebate be conducted before such a construct is

used.

Infermation as to the familial demngraphics and famil:~ perceptic»s
should have been gathered to enhance the richness of the data. Contact
with the parents wasg tenuous and difficult to begin with, and many
"Big Buddies' had difficulty getting the required indemnity foras
signed. This aside however, future studies should involve
questionaires to elicit family perceptions of bwhaviour, personality
and growth, and similar information should be gathered from the
“Little Buddies'' schools. The difficulrty in finding reliable
guantitative measures suggests that such research lean more heavily

on subjective and qualitative measures, such as those mentioned above.
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Perhapy a more detailed and specific measure of the mediational style
of the "“Big Buddies' could have been constructed, to more accurately
evinluate the link between measured growth and MLE. As argued in the
Discussion section, the lack of correlation between the “Big Buddy'
measures and their corresponding “Little Buddies'' growth, should not
necessarily be seep as a fajlure of the therapeutic value of MLE. 'w:is
however needs to be established in order to justify the practigcal
inclusion of MLE in the programme. The “Big Buddies' had mixed reports

as to the value of including MLE.

T... “Big Buddies’' complained about being provided with inadequate
structuve. It was for this reason that MLE was introduced, but this
was apparently insufficient. In this respect the "Big Buddies' were
concerned about the vagueness of their guals. Although they found MLE
to be very useful, they felt that they had no clear conception as to
what they were attemptiag to achieve. They felt the notion of a
“helping relationship' based on “friendship' with the aim of mediating
the MLE criteria to be too locse. Somu 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
difficuities of their particular “Little Buddy', and noted that
although MLE provided the means, they were unclear ag 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 experisnces. The issue needs to be dealt with with
caution however, as the potential for transgressing the role of the

“Big Buddy' would be increased, leading to therapeutic interventions
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for which the students have uot been trained. Other “Big Buddies'
requasted more defined doals 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 may 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 however,
to include a cognitive component and a related measure to the
programme. Iin this regard, the inclusion of Instrumental Enrichment
and the appropriate cognitive measures may serve to provide a more
concrete and tangible goal, Considering that MLE was desigued as a
necessary component of Instrumental Enrichment, combining the two
approaches may increase the benefits derive& from MLE as.well as
providing more coherent, tangible goals and structure. This would
however necessitate additional trairing for the "Big Buddies', and

would shift the focus from emotional to cognitive development.

Some of the "Big Buddies' noted that their “Little Buddies' 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 weekly
meetings in order to facilitate their planning. In this regaxd, they
felt that MLE needed to be more thoroughly dealt with in those

meetings, and that specific activities 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, arcund the

framework cf 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' iagues, and at times had to question
whoge buddy they ware, Some “Big Buddies' felt drawn into ramily
conflicts, or felt used to replaﬁe parental responsibility. They also
noted that some of the parents felt threatened in that they perceived
their role as being undermined. Although the “Bigq Buddies' had been
instructed to inform the parents about the nature and aims of the
programme, this was 1in some cases not adequately dealt with, and
~irhaps reflected the “Big Buddies' own lack of clarity regarding

ithes » lgsues.

Although it appears that the inclusion of MLE to the programme 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.
Successful MLE addresses emotional iysues iadirectly, 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 predominantly cross-cultural nature of this particular
programme, input on cross-cultural issues, with particular raference
to MLE, should be provided and discvssed. Green (1993} discusses
criticism of the cultural bias of MLE and ubholds Feuerstein's

arguments around the universality of these concepts as necessary for
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effective functioning in modern society. She does however note that
many of the criteria of MLE enjoy varying support and emphasis within
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 (Greemn, 1993}, but
that care should be taken in addressing perceived areas of weakness
and that mediation should not result in a confusing dissonance between

what is mediated and the cultural norms.

yith regards the value of including MLE in such a programme, tlLa
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 groups, control and
experimental, improved aliso reflects on the value of the language
enrichment programme, but the significantly greater improvement of the
experimental group in this regard suggests that the “Big Buddy'
programme was bepneficial. It is unclear whether the growth in the
sclf-concepts of the “Little Buddies', as measured by the DAP, would
have been achieved in a youth counselling programme that did not
employ MLE as it's primary intervention., It may be that the experience
of a T“befriending' relationship was sufficient to generate such
growth. It is recommended that future programmes of this nature employ
a second control group in their studies. This group should recelve a
youth counselling intervention without MLE, and with such a design,
the effectiveness of MLE in the “Big Buddy’' programme could be more

thouroughly evaluated.



Given the dire shortage of gpecial educatioﬁ and remediaiféeiviéés'ihﬁﬁ*”

South Africa _(Skuy & Partingtoﬁ, 1990; Donald,.'1393),;’&hdf £héf3'v

practical *onstraints' around - trainingﬁ adeQuaté-'~humﬁerw f of

profeasionals, ‘it may be argued that youth cbunaelllng prngrammesf-“

coald help f111 thla nead in certain clrcumstances. Gluver (1971),'

- Rappaport (197?), skuy (19?5), and Sobey. (1978}, var:.ously report on

the advantagea of employlng parawprofesslonals in aerv1ce dellvery,':-'

and Skuy g {1975) study in particular, rewveals the valua_af ynuth -
counselling pxdgrammes; Given the above mentioned ngeds,; it;lis_
important that programmés and studies of this nature cbntinue‘in order
to develop cost -efractive and efficient therapeutic interventions that
will familitaﬁm-aervica delivery to a greater number of chiidrEnvin

nead,
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APPEWDIX A. RAW SCORES FOR ALL THE GUBJECTS ACROSS ALL THE MERSURES

DAR .

Pre Post Pre ‘Post Pre Post
#1 (B) 11 15 16 19 75 74
# 2 (E) - 12 11 - 15 18 52 78
#3 () 7 6 13 14 71 79
#4 (B) - iz 12 18 20 72 76
#5 (B) 12 10 14 18 76 80
#6 (E) 11 8 11 14 76 62
#7 (B) 12 12 21 17 72 74
#8 (EBy 9 8 16 12 70 68
#8 (E) 13 8 17 11 76 79
# 10 (E) i3 6 14 16 81
# i1 (E) 12 6 i 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) 8 7 17 9 78 82
#7 (C) 9 9 19 16 75 75
#8 (C) 8 10 11 15 76 72
#9 (C) 13 13 i1 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 g 74 70
# 14 (C) 16 13 19 17 67 70
# 15 (C) 14 8 12 13 76 78
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Note: The “Big Buddies' are numbered to correlate with the numbers of

their assigned “Little Buddies'.
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APPENDIX C: NOWICKI-STRICKLAND LOCUS OF CGNTROL SGALE‘FQR CHILDREN

i.

7.

8.

9.

10.

11.

12.

i3.

{(SHORT - FORM)
Do you beliEVe-that.mnst problems will solve themgelves if you
leave them alone ? |
Do you feel that most of the time it does not matter to try hard
because things never turn out right anyway ? _
Do you feel that most of the time parents listen to what their
children have to say ? .
Do you believe that wishing can make good things happen 7
Do you feel that it's nearly impossible to change your parents'’
mind about -anything ?
Do you feel that when you do something wrong there is very little
you ¢an do to make it right ?
Do you believe that most chidren are just born good at sports 2
Are most of the other children your age stronger than you are ?
Do you feel that the best way to handle most problems is to just
not think about them 2
Do you feel that when a child your age decides to hit you, there
ig little you can do to stop him or her ?
Have you felt that when people are mean to yvou, it was usually for
no reason at all ?
Do you believe that when bad things are gocing to happen they are
just going to happexr no matter what you do to try and stop
them ?
Most of the time do you find it useless to try to get your own way
at. home ?
Do you feel that when somebody your age wants to be your ensmy

there is little you can do to change their mind ?
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APPENDIX €: NOWICKTI-STRICKLAND LOCUS OF CONTROL SCALE FOR CHILDREN

2.

10.

11.

12.

13,

is.

(SHORT FORM)
Do you believe that most problems will solve themselves if yeu
leave them alone ?
Do you feel that most of the time it does not matter to try hard
because things never turn out right anyway ?
Do you feel that most of the time parents listen to what their
children have to say ? l
Do you believe that wishing can make good things happen ?
Do you-feel that it°'s nearly impossible to change your parents’
mind about anything ?
Do you feel that when you do something wrong there is very little
you can do to make it right ?
Do you believe that most chidren are just born good at sports ?
Are most of the other children your age stronger than you are ?
bo you feel that the best way to handle most problems is to just
no* think about them 2
Do you feel that when a c¢hild your age decides to hit you, there
is little you can do to stop him or her ?
Have you felt that when people are mean teo you, it was usuaily for
no raason at all ?
Do you believe that when bad things are going to happenr they are
just going to happen no matter what you do to try and stop
them ?
Most of the time do you find it useless to try to get your own way
at home ?
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 continued...

15.

16,

17,

18.

19.

20.

Do you usually feel thet you have littla to say about what you get
to eat at home ?

Do you féel.that when somebody doesn't like you there is little
you can do abo.t it ?

Do vou fael it is useless to try in school because most other
children are more clever th%n you ?

Are you the kind of person who thinks that planning ahead makes
things turn out better ?

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

Are scme children just boxrn lucky ?

APPENDIX D: NOWICKI-STRICKLAND LOCUS OF CONTROL SCALE FOR CHILDREN

4,
5.

7.
8.

(MODIFIED SHORT FORM)

Most problems will go away if I leave them alone,

There is no point trying hard because things never turn out right
even whenr I do try hard.

My parents listen to what I have to say most of the time.

If I wish very hard then good things will happen to me.

It is very difficult to change my parents mind.

If I have dene something wrong there is nothing I can do to make
it right,

Most children are born good at sports.

Most children my age are stronger than me.

If T have a problem I pretend that it's not there.
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Appendix D continuedi..

10.
.1-1'.

12.

-_13..
14,

There lS nothing T can da~to stop cther chlldren frmm hlttlng me.ifi 
Paapla are samst;mas horrzble to me even when I have done nothlngff o

wrong.:

.When bad thxngs are going to’ happen thera XY noth:ng I can do ta¢:”
'stup them from hagpenlng. o

It 15 a waste ef tlma trylng to get my own way at home.

There 13 nathlng you ¢an do to change someone s mlnd if they aay'i'

: they are not your. frzend.-

15.

16.

17.

18.

19.
201

I-usually ‘have to.eat whatever I am given at home, even if I ao

not like lt.

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

that-person-s-m;nd. _

I often do not try at schnol because most other children are more
clever than me.

Most of the time I plan things before I do them because they turn
out better if 1 do.

My family does not ask me about what I want to do.

Some children are just born lucky.



APPENDIX E: ~DOPERSMITH SELF-ESTEEM INVENTORIES (SCBOOL SHORY FORM)

i1, Things usualiy don’t bother me.

2. I find it very hard to talk in front of the class,.
3. ‘j.‘here. are lots of things about myself I'd change if X 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. 1t takes me a long time to get used to anything 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 £ me,

12. It's pretty tough to be me.

13. Things 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 nice looking as most people.

19. If I have something to say, I usually say it.

20. My parenfs understand me.

21. Most pecople are better liked than I am.

22. T usually feel as if my parents are pushing me.
23. I often get discouraged at school

24. I often wish I were someone else.

25. I can't be depended on.
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EPPENDIX F: COOPERSMITH SELF-ESTEEM INVENTORIES (MODIFIED SHORT FORM)

1.

3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14,
15.
16.
17.
ig.
19.
20.
21.
22.
23,
24.
25.

Things don't usually bother me.

¥ find it very hard to talk in front of the clasgs.

There are lots of things about myself I'd change if I could.

It is very easy for me to make up my mind.
I'm a lot of fun te be with,

I get upset éasily at home.

It takes me a long time to get used to anything
I'm popular with children my own age.

My parents usually consider my feelings.

I give-in very easily.

My parents expect too much of me.

It's pretty hard to be me.

Things are all mixed-up in my life.

Kids usually follow my ideas.

I do not like myself very much.

There are many times when I woul  1like to leave
I often feel upset at school.

I'm not as nice looking as othe. people.

If I have something to say, I usually say it.
My parsnts understand me.

Most people a-. better liked than I am.

I usually feel ag if my parents are pushing me.
I cften feel like giving-up at school.

I often wish I were someone else.

I can't be depended on.

new.

home.
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APPENDIX G: SCORING SYSTEM FOR THE DRAW-A-PERSON SELF-C NCEPT SCALE
DEVISED AND VALIDATED BY BODWIN AND BRUCK (1. 50) |

0 -~ 20% 21 - 40% 41 - 60% 61 - 80% 81 - 100%
5 _ 4 3 2 i
Markedly absent : o : markedly present

1. ghading: Light, din, aubtla'and uncertain lires which furtively
accent particular parts of the figure. Patterned or stylized
shading.

2. Reinforcement: Shading of the boundaries of c¢lothing or the figure.
Heavy dark lines or parts of the drawing emphasized through
ratracing over the same area.

3. Exagures: Any attempt to alter or periect all ox part cf the
drawing through erasure.

4. Detajl_in Figure: Unessential features or details added to the
figure or background.

5. Sketechy Lineg: Parts of the body, particularly the outline dzfined
by light, broken, blurred, vajue, fuzzy lines.

6. Transparency: Body of the figure completely transparent or
inadequately clothed so that bedy parts ordinarily covered are
shew ..

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

8. Diato t Any unnaturalness or irreqularity in form. Any non-
human aspect: to figure drawn, often displayed by size

disproportion.
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hppendix'G”nanﬁinued,.;@_

9. ;gggmgletegegs. Figure not drawn complete, lacklng in sxgnlflcant f  
body paxts er clothlng _ L  _':

10,Mixed Age. DisParLty in the physioclogical maturation of variuus . "
hody parta, ‘such- aa braasts emphasised in an otherwise childxah
bady» | | e N

11. ngosita Sex Ident&flcatlon- Figure drawn is of the npposita sex..
of tha subject,-or if the same sex, opposite sex characte:xstlcs
are dispiayéd._

12.primitivensesss Owerall figure is crudely or roughly drawn. Specific
points are confusion of full and profile view of the head_.mnﬁth
emphasis, trunk incomplete, omission of the neck, and disorganised
body representation.

13, Immaturity: Drawing is marked by elaborate treatment of tha mid-
line such as Adam’'s apple, tie, buttons, buckle, and fly on
trousers. There is emphasis on the mouth and/cr breasts.

Additional items:

14.Fantasy Figures: Clown, monster, witch ete. ~ Scores 1.

Chﬁracter figures - Scoras 3
Ordinary figures -~ Scores 5.

15.8ize of Drawing: Between 6 and 22cm - Scores 5

22,1 - 24em ~ Scores 4 4.5 - 5.9%m - Scores 4
24.]1 - 26cm - Scores 3 3.0 - 4.4cn ~ Scores 3
26.1 - 28cm -~ Scorea 2 1.5 - 2.%9cm ~ Scores 2
28 + om - Scores 1 _ 0 - l.4cm ~ Scores 1



a4 W3, Eull frontal - suores 5 )
Partial frantal - S¢ares 3

Head and bady in profile - Scares 1

17. Plac ment_o' Pa e' (Blcak of numbers represants a page and the
scarea according to placement) ' |

12 2 1

mmm-h"tfa-

¥
.2 )
1

N W e W

2
2
2
2
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