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ABSTRACT 

The purpose of the study was to examine the efficacy of a 

learning package designed to teach skills for anger management using 

the expressive arts. The relationship of socioeconomic status to 

measured ability of students to manage anger was also considered. 

The subjects (!!_=37) were first and second graders from two elementary 

schools in Olathe, Kansas: a Title I school and a non-Title I school. 

The Meeker/Ault Pittoral Feedback Tool was administered to both a 

control and a treatment group from each school before and after the 

learning package intervention was administered. 

A three factor analysis of variance revealed significant differences 

for pre/posttest and treatment/control variables, subjects scoring higher 

in treatment and posttest groups. However, no significant interaction 

was discovered between these two variables. Socioeconomic status (SES) 

was not indicated as making a significant difference, although Title I 

mean scores were generally lower than those of non-Title I subjects. SES 

and three-way interactions also were not significant. 
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Chapter One 

Introduction 

l 

11 The starting place is with the children, their strengths and 
deficits, the way they think, relate, perceive, and express their 
needs ... It is the children, who by their behaviors, or lack of 
behaviors, indicate their needs. There must be an understanding 
of child development, child psychology, language development, and 
the way children think and perceive for a therapist to be able to 
adequately assess which aspect of therapy will be ... the proper 
intervention (Radocy, 1983, p. l) . 11 

In approaching the educational programming of elementary students, 

it is necessary to consider the complexity of child development and its 

interrelated and interactive components of communication, cognition, 

socialization, motoric response, and affect. 

Traditionally, the music educator seeks to provide aesthetic 

experience for students; to teach toward musical competencies, giving 

the student a broad base of knowledge, including music theory, history 

and performance; and ultimately to make students effective consumers and 

possibly performers of music. -Secondary benefits of music education 

beyond musical competencies are typically not pursued. 

-The music therapist characteristically takes a more holistic 

approach, using music as a tool to effect change or develop aspects of 

communication, cognition, socialization, motoric and emotional response 

(Meeker, 1983). 

The success of the elementary student in understanding and expressing 

feelings is an important factor the music specialist must negotiate in 

classroom management. The music specialist can be effective in remediating 

difficulty of students in dealing with anger through structured music 

and related arts activities designed to sequentially teach skills for 



anger management. It is entirely appropriate that the sum total of 

skills necessary for school success,-including aspects of emotional 

and interpersonal development, be addressed by the music educator, as 

he/she desires appropriate social performance as well as aesthetic 

performance in the context of music instruction. 

Background 

The writer is, by profession and education, both music educator 

and music therapist. A job responsibility typical for the educator 

entitled "recess duty 11 provided an opportunity for daily observation 
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of primary students in the free play setting. The observed population 

represented approximately 150 students from a low socioeconomic neighbor-

hood. An informal assessment of peer interactions indicated an alarming 

incidence of physical/verbal aggressions, as well as expressed difficulty 

of students in responding appropriately to and/or redirecting anger 

arousal. In partial fulfillment of the requirements for the "Education 

of the Emotionally Disturbed" course offered by the Department of 

Special Education at the University of Kansas, the writer developed a 

learning package designed to teach skills for anger management using 

music and other expressive arts. It was the purpose of this study to 

determine the efficacy of the learning package, and to consider the 

relationship of socioeconomic status to measured ability of students to 

manage anger arousal. 

Purpose 

The purposes of the study were to: 

l. determine the efficacy of a learning package designed to teach 



skills for anger management to primary students using music and other 

expressive arts: 

2. determine if there was a significant difference in measured 

student ability to deal with anger between two groups based on socio-

economic criteria. 
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The researcher taught ten lessons using music, dance, drama and 

visual arts components. Assessment and evaluation of the learning 

package was based on the Meeker/Ault Pictoral Feedback Test. Socio-

economic consideration was defined in terms of student attendance at 

schools that either did or did not participate in the Title I National 

School Lunch Program. 

Definition of Terms 

Anger, Aggression and Hostility 

Before proceeding, several terms must be defined. The American 

College Dictionary (1963, p. 48) defines anger as "a revengeful passion 

directed against one who inflicts a real or supposed wrong." Fein (1978) 

believes that anger is a universal human emotion observable in infants, 

but when and how anger is expressed is determined by the social experiences 

of each person. Debus (1953) distinguishes anger from aggression and 

hostility. Aggression is exhibited by a child who "attacks another 

person, or by word or deed interferes with another or threatens by word 

or gesture to do so, or tries by force or spoken demands to direct 

another's activities or to possess another's things in opposition to the 

apparent desire of that person (p. 95). 11 True hostility is not often 

seen in children, as it presupposes elements of deliberateness and 

forethought to be destructive to another, and the mental concentration 



of children is too transitory to sustain such vindictiveness. 

Aggression can be said to be the inappropriate response to the 

arousal of the emotion of anger. This can be manifested in aggression 

toward objects, or physical and/or verbal aggression toward persons 

(Parks, 1976). -Lazarus (1967) construes the emotional arousal of 
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anger as an effect rather than a cause of aggressive response. In this 

context, anger is viewed as the process intervening between the stimulus 

event and the behavioral response. 

·Anger is not a necessary condition for aggression, but is a powerful 

determinant of aggressive behavior, as supported by Novaco (1976). 

Anger can be conceptualized as emotional arousal, as well as cognitive 

labeling of that arousal according to environmental cues and the 

individual's overt and covert behavioral response. A child's success 

in managing anger arousal is dependent on how accurately he recognizes 

and labels his/her own somatic, behavioral and cognitive response to 

this arousal, and how effectively he/she processes social cues cognitively 

to generate a competent response. 

For purposes of this study, anger will be defined as emotional 

arqusal and the cognitive labeling of that arousal according to 

environmental cues and the subjects behavioral response. 

Socioeconomic Status (SES) 

Criterion for designation of socioeconomic status was the participation 

or non-participation of cooperating elementary schools in the Title I 

National School Lunch Program. O'Rourke (1981) defines a Title I school 

as follows: 



A Title I school receives support from the government under 
Title I of the Elementary and Secondary Education Act (ESEA). 
Such a school serves a predominantly lower class attendance 
district, and meets Title I criteria in that-it has a high 
concentration of children with special educational needs 
stemming from poverty level of family income and economic, 
cultural, ethnic or linguistic isolation from the community 
(p. 63). 

Learning Package 

The learning package is defined by the researcher for purposes of 

this study as a set of ten lessons, developed through study, task 

analysis and practice, arranged sequentially, and designed to teach 

skills for anger management using music and other expressive arts. 

Purpose, setting, time needed, materials, and procedure are given for 
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each lesson. Additionally, printed music and tape recorded music, visual 

arts materials, and a list of resources are provided. 

Expressive Arts 

The expressive arts utilized in the learning package are music, 

dance, drama, and visual art. It is not the researcher 1 s task to consider 

the intrinsic qualities each art form possesses in setting forth definitions, 

but to discuss the expressive arts in terms of their utilization in 

facilitating learning or remediation. 

Music therapy. Music therapy is defined by the researcher as "the 

use of music to change or develop aspects of communication, cognition, 

socialization, motoric or emotional behavior (1983). 11 Sears contributed 

the notion of "musically elicited behavior in therapeutic situations, 11 

allowing for the intrinsic beauty of music as art,-but proposing the 

scientific application of music to behavior (1968). 

Dance therapy. Dance theraoy is defined in part by the American 

Dance Therapy Association (1966) as follows: 11 the psychotherapeutic 



use of movement as a process which furthers the emotional and physical 

integration of the individual." This construct can be specifically 

applicable to the integration of somatic response to arousal of anger 

and the cognitive steps leading to the behavioral response of the 

child (Dodge, 1981). 

Drama. Specific to this study, drama can assist a child in 

concretizing the feeling aspect of anger, and can be utilized in 

application level skill development (Bloom, 1964) to test his/her 

competence in managing anger arousal through role play situations 
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(Novaco, 1976). -By allowing the child the opportunity to safely practice 

and generate behavioral responses, Novaco suggests that children will 

become more proficient at generating more responses and more effective 

responses. -The child progressively works on each "scene", first through 

imagery and then through role play, enabling the child to "sharpen" his/ 

her skills for anger management. Such a rehearsal technique also affords 

the implementor opportunities for informal assessment to determine the 

strengths and weaknesses of the child 1 s present coping skills. Dodge 1 s 

framework of social cognition (1981) utilizes dramatization at the 

synthesis level (Bloom, 1964) of skill development, asking students to 

"act out" response choices before choosing an optimal response. This 

allows motoric response to precede verbalization. 

Art therapy. The American Art Therapy Association (1977) lists 

two major approaches within the field: 

l. 11 the creative process can be a means both of reconciling 

differences, and of fostering self-awareness and personal growth; 

2. both the product and the associative references may be used 
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in an effort to help the individual-find a more compatible relationship 

between his inner and outer worlds. 11 

As it pertains to this study, visual art therapy will be utilized 

expressively to "foster personal growth" and to help the child understand 

and negotiate the relationship between his/her inner state of anger 

arousal and his/her covert behavioral response. 

Rationale 

The benefits of learning packages targeted to teach skills for social 

competence are numerous. ·The music educator can be instrumental in 

facilitating social growth of students, benefiting not only the student, 

but his family, school, and community. Improved management of affect 

and resulting effective interpersonal skills also will be reflected in 

the cooperation and.cohesion of music ensembles and classes. The music 

therapist can benefit from access to such learning packages in implementing 

programming for special populations, particularly those with socioemotional 

behavior disorders. Children from low socioeconomic backgrounds appear 

to be 11 at environmental risk" (Tjossem, 1976) for developmental deficits 

across cognition, socialization, and communication due to possible 

environmental differences in language, family size and interaction, 

housing, nutrition, medical care, and effects of social attitudes and 

motivational structures (Hill, 1968; Horne, 1981; Morse, 1977; Garbarino 

and Sherman, 1980). These children may be served by the music educator 

in the school setting, as well as the music therapist in clinical settings 

(Morse, 1977). -Regardless of whether music therapist or educator,-it is 

the responsibility of the music specialist to address t~e developmental 

needs of this special population. 



Chapter Two 

Review of Literature 

Anger: The Emotion and its Management 

Prior to the eighteenth century, anger was viewed as one of a 

set of emotions known as 11 passions 11
, by which an individual could be 

"gripped, seized or torn 11 (Averill, 1974). -This definition supposes 

a relationship between emotional arousal and irrational behavior or 

non-cognitive activity (Novaco, 1976). 
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Ault (Ault et al, 1983) suggests that the experience of anger 

arousal is normal and natural, but children need assistance in learning 

modes of appropriate expression. Children need insight into angry 

feelings to recog~ize causes (frustration, a blocked need, feeling of 

injustice, hurt). Anger can be symptomatic of a child's conflict 

condition, requiring remediation for adjustment. 

-Ault stresses the importance of expressing anger through nonharmful 

methods (i.e., taking a walk around the block, playing the piano)-and 

verbalization of the child about angry feelings with a trusted adult. 

Research suggests that anger and its maladaptive aggressive expression 

can be managed through cognitive regulation and skills (Novaco, 1976; 

Dodge, 1981). Flavell (1977) and Piaget (1965) lend support to this 

premise, believing that a child's ability to differentiate the intent 

of others and his/her ability to integrate the information into his/her 

own behavior is a developmental phenomenon. If this is accurate, 

Hartup (1974) and Fesbach (1970) project that variations in defensive 

aggressive behavior in children may be due to differences in cognitive 

development. 
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Pertinent Theories of Socioemotional Development and Learning 

Benjamin Bloom (1965) offers testimony that early experiences of 

children are indeed important. He conceives development to be sequential 

in nature, and holds that changes in behavior during the early years of 

the child shape human characteristics during the period of most rapid 

formation. Importantly, he states that it is easier to learn new 

behaviors than to "stamp out 11 old inappropriate behaviors and replace 

them with new adaptive strategies. 

E.H. Erickson (1950) characterizes the period of middle childhood 

(approximately eight through twelve years) as the developmental stage 

critical to the acquisition of social skills. -Failure to master these 

skills at this time may lead to incorporation of a sense of inadequacy 

and inferiority into the child's self-concept. As Erickson puts it, 
11 a baby's presence exerts a consistent and persistent domination over 

the outer and inner lives of every member of the household" (1973). 

As the child grows, he/she expectantly becomes less egocentric and more 

cognizant of the feelings and emotions of others around him/her, 

specifically those encountered as he/she enters the school setting. 

r Legg (1980) also acknowledged a need for preventive intervention 

to avoid the development of serious problems which plague adolescents 

and are often difficult to remediate during the teenage years, and 

suggests programs of education and support to be made available in the 

early years of school to children, families, and school staff. Legg 

saw a need for support and 11 practical help" to be given to parents and 

children whose social/emotional problems were not serious enough to 

warrant the overloaded or limited services of the school counselor or 

psychologist. 



-Jean Piaget's theory of cognitive development asserts that early 

learning experiences are irreplaceable prerequisite steps for more 

complex, abstract forms of thinking and cognitive operations. -He 
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believes that through experience and the child's interaction with his 

environment, intelligence develops. Intelligence, according to Piaget, 

is not fixed and unchangeable, but changes over time as manifested in 

the quality and quantity of cognitive operations:-qualitative in the 

sophistication of mental operations, and quantitative in the amount of 

stimulation the child processes and to which stimulation the child 

responds. Schemas (behavior patterns) are the basic structure of mental 

operations; an organized response sequence that can be stored and retrieved 

for repetition when presented with "matched environmental data" (Dodge, 

1981). 

• Bath (1980) compared first and sixth graders to determine possible 

differences in their evaluation of aggression and the accompanying 

mitigating circumstances of each aggressive occurrence, and discovered 

that children as young as six years old are capable of relatively 

sophisticated cognitive processing in response to differentiation of 

mitigating circumstances in making moral judgments. This is contrary 

to Piaget's hypothesis (1965) that young children base their judgments 

on the consequence of an aggressive act, and not on the circumstances 

surrounding that act. 

An interactionist point of view is advocated by V.M. Pendleton (1980), 

examining the relationship between the child and the school environment, 

and the influence of this relationship on socioemotional growth. 

Pendleton recognizes the child as an emotional being, investing and 



reacting positively in early learning through the processes of discovery 

and problem solving, but also experiencing painful emotions "locked into" 

learning failures. 

The school environment provides opportunities for social 

development through emotional and social interchanges and interactions 

between the child and teacher, and the child and his or her peers. 

Participation in this new "social group 11 brings new experiences to the 

child which will have an effect on his sense of competence, self-worth and 

self-esteem. Pendleton (1980) states: 

Perhaps one of the most profound changes for the preschool 
child (or school-age child entering the school setting for 
the first time) entering the school environment is that he 
must become a member of another social group. He must join 
in play with other children, share, take turns and take some 
responsibility for his actions. -In this setting he also is 
expected to recognize and verbalize his feelings, to substitute 
verbalizations for behaviors, to physically control his feelings 
and emotions, to find alternatives for certain behavior, to 
enter new situations, to obtain as well as accept help and 
support and to recognize the rights and feelings of others. 
Just as the child learns to negotiate his home environment, 
so he must learn to negotiate the school environment. (p. 4). 
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Pendleton's statement summarizes the overwhelming collection of behaviors 

the child entering the school environment is expected to manage.· In some 

situations the child will be quite competent, but others will be totally 

out of his or her 11 repertoire of experiences". How successfully the child 

will adapt to this new environment and master the expectant behaviors 

largely depends on the insight, intelligence, flexibility, and objectivity 

of those who comprise the child's early world, namely the school staff 

and his or her caretakers. Pentleton adds that success will also be dependent 

upon their ability to "keep him free from his own emotional entanglements." 
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Music and Emotion 

Stephens (1983) contends that music has a strong effect on 

emotion,-but that music does not 11 create 11 emotions. -Rather, it provides 

a 11 screen 11 for their projection or creates a "channel II for their 

communication. 

Gaston (1968), in his exposition of the development of man, 

states: "One of the essential conditions for the organization of men 

into cooperative societies is the suppression of rage and hostility." 

Development of the cerebral cortex enabled man to better control 

impulsive and aggressive behavior. Gaston adds that "even to this day 

one has to think in order to contra 1 anger and destructive rage. 11 
( p. 11) 

Gaston sought to teach greater understanding of people and their origin, 

and finally man's relationship to music. 11 Man cannot escape the formation 

of aesthetic constructs ... Furthermore, aesthetic experience may be one 

of the best devices to help him adjust and adapt to his environment" 

(p. 15). 

Meyer believes that music can 11 soothe 11 emotional arousal. He 

attributes arousal of emotion to inhibition of the tendency to respond. 

Music is a way to arouse these tendencies, and through release 

accomplish the elimination of tension and finally, emotional response 

(1966). 

Music as Intervention 

Numerous studies have examined the efficacy of treatment intervention 

provided by music therapists in the field. Michel (Michel et al., 1982) 

studied the effects of the dichotic listening condition on reading scores. 

Eisenstein (1976) used a successive approximation technique to teach names 



of musical symbols. Larson considered musical intervention and its 

relationship to motor skills, physical perception, and I.Q. (1978). 

Cooperative problem solving was the aim of Chertock's musical 

intervention (1974). 

More pertinent to socioemotional response, Chetta (1981) 

successfully used music in a preoperative intervention to decrease 

the anxiety of young patients. Madsen and Madsen (1968) related the 
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case of a juvenile delinquent male who was provided music instruction 

contingent upon the completion of assigned tasks and the absence of 

physical/verbal aggression against his mother. Results indicated a 

reduction of deviant behavior and an increase in appropriate social 

behavior of the subject due to the behavior modification intervention. 

Michel and Martin (1970) reported a secondary outcome of increased self-

esteem in a group of disadvantaged students receiving music instruction 

to increase musical skills. Johnson (1981) found that the self-concept 

of juvenile delinquent subjects improved following their involvement in 

music related activities using "concrete subject matter, objective 

evidence of goal achievement, and clear and specific reinforcement." 

Henderson (1983) investigated the influence of a planned sequence 

of music therapy activities upon 11 the awareness of mood and emotion 

expressed by music in self and others" among hospitalized adolescent 

psychiatric patients. Henderson's study is similar to the researcher's 

study in terms of the targeted social behavior and the sequential 

incremental nature of the musical intervention. However, Henderson's 

psychiatric subject population and clinical setting may mask the relevance 

of the intervention to the educational setting. 



Research in music education has addressed the special needs of 

the low socioeconomic student. Young (1974) devised a program of 

musical ability, thereby assuming the program to be equally effective 

for all subjects. 
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Self-esteem and disadvantaged problem elementary boys was again 

D. Michel's interest (Michel and Farrell, 1973) as the investigation 

appears in the literature of music education. Results indicated that 

musical skill development may be important in increasing self-esteem 

for disadvantaged problem students. 

In summary, the music therapy literature provides a number of 

studies designed to determine the efficacy of musical intervention 

methods. However, these studies, with the exception of Henderson's 

(1983), are not designed to remediate through sequential and incremental 

treatments addressing the concepts and processes involved in a specific 

aspect of extramusical behavior. Music education research suggests a 

willingness of professionals to address the special needs of the low 

socioeconomic population in terms of musical growth, but as the paucity 

of interventive research represents, a reluctance to teach extramusical 

skills. 

Neither discipline addressed research considerations of a social 

cognition framework of intervention, as conceived by Dodge (1981). Music 

therapists commonly isolate social development anq cognitive development, 

without consideration of interaction of domains in processing social cues. 

The Relationship of Socioeconomic Status (SES) to Music and Development 

The degree to which an environment is nurturing o~ depriving will 

drastically effect a child's developmental processes (Peterson, 1983). 
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Bloom (1965) suggests that general intelligence is related to how much 

the environment provides:-stimulation for verbal development,-positive 

consequences for verbal response, and-encouragement of problem solving 

and exploration. In comparison, academic achievement is related to how 

meaningful a child's educational experiences are, the value placed on 

education by significant adults, and the motivation and reinforcement 

the child receives from these adults. 

Yarrow (1983) discusses affective stimulation of the child's 

environment, believing it to be important to the development of competent 

social exchange. The child communicates through the overt expression 

of emotion his/her feelings of security, trust, self-worth and belonging. 

Tjossen (1976) supposes a categorization of children: at established 

risk (with diagnosed medical disorders), at biological risk (with pre-, 

peri-, and postnatal histories that would indicate potential biological 

insults or problems), and at environmental risk. At environmental risk, 

as defined by Tjossem (p. 17), is to identify those children "who are 

biologically and genetically normal at birth,-but whose early life 

experiences and environmental surroundings impose a threat to their 

physical and developmental well being." -Ihese conditions are associated 

with the quality of the mother-child relationship, nutrition, medical 

care, opportunities for social, educational and sensory stimulation, and 

the accessibility of a healthy psychological environment which is 

responsive to the child 1s needs. -Tjossem conjects that children born 

into substandard, unnurturing, depriving environments are predisposed 

to show developmental lags. 

Mittleman (1969) examines the urban child as he/she appears in the 



music education setting. 

He has a different mode of communication from us; his consists 
of gestures, street words, and words that have a completely 
personal meaning. He doesn't listen. He can turn sounds on 
and off. He can turn teachers on and off at will. How many 
of us have been 11 tuned out 11 by a whole class? Can you blame 
them? Would you like to sit for hours, weeks, and years in a 
school where everything was taught in Olde English? You 
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would probably learn to tune out teachers very quickly. The inner-
city child has a feeling of inadequacy that our society may 
never learn to correct, not in this generation (p. 41). 

Music educators and therapists have conducted substantial research 

to ascertain significant differences in musical taste, aptitude and 

ability among socioeconomic groups. Schuessler's study (1968) investigated 

socioeconomic _status, as well as age and previous musical training, and 

determined all three factors to be important determinants of musical 

taste. Goolsby (Goolsby et al., 1974) did not find significant 

differences based on socioeconomic status in the number, length or 

quality of the verbal responses of disadvantaged kindergarten children. 

However, loud music did inhibit verbalization, and the number of 

verbalizations did increase over time for the music variable, possibly 

due to habituation (Piaget, 1965). 

Dawkins observed the performance of disadvantaged students on a 

musical aptitude test (1972) to determine if success in music necessitates 

basic "psychophysical capacities 11 and/or certain extramusical variables, 

including home and economic condition. Dawkins found the following 

relevant to SES consideration: 

l. Low SES students scored below norms on the Seashore Musical 

Aptitude measure; 

2. Low SES white students scored higher than low SES black 

students on the Seashore measure; 



3. Low SES music students scored significantly higher on the 

Seashore measure than a nonmusic group; 

4. Low SES students scored higher than the national norm for 

a portion of the Seashore measure. 

This final finding can be interpreted to suggest that participation 

in music may provide a success experience for the low SES student as 

indicated by relative success on the Seashore measure, and possibly 

generalize to an improved self-concept of low SES music students. 
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Gordon (1970) assessed musical achievement of low SES students 

using the Musical Aptitude Profile (MAP), and results of the study 

showed that low SES students performed lower on the MAP measure than 
11 pri vil eged students, 11 given that a 11 students were provided similar 

instruction and materials. Factors other than musical potential that 

Gordon proposed as alternative causes were: 

1. a lack of sufficient early childhood and primary grade 

musical training of low SES students; 

2. limited motivation of low SES students to achieve in 

instrumental music; 

3. out-of-school influences that perhaps restrain the low SES 

student; 

4. limited 11 provisions 11 for low SES students to interact 

educationally with 11 privileged 11 students; 

5. orientation of instructors who are 11 attracted 11 to teaching 

low SES students. 

A unique socioeconomic status study was conducted by ~olin and 

VanderArk (1977), seeking to determine the attitudinal growth patterns 



toward music participation and the self-esteem patterns of sixth and 

seventh graders, and differences in the self-esteem patterns of ninth 

graders from high SES compared with a music participation variable. 
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Researchers found that students from the high SES school expressed 

more positive attitudes about school music participation and higher 

levels of self-esteem than did their counterparts from the low SES 

school. In contemplating the self-esteem component,-Nolin and 

VanderArk postulate that parental influence on their students is a 

primary and prerequisite condition to self-esteem (Coopersmith, 1967). 

Music education and therapy literature provides no precedence 

for assessing the efficacy of arts intervention designed to facilitate 

social and cognitive processes in anger management targeted for low 

SES students. With the exception of Nolin and VanderArk, inquiry of 

the music specialist has been limited to musical behavior. However, 

the music literature reviewed does imply a need for remediation. 

-Bath (1980) found first and sixth grade children with low socio-

economic backgrounds came to view aggression as an increasingly 

acceptable behavior with age, independent of other factors which include 

moral judgment. 

Other socioeconomic status research indicates the following: 

l. The prevalence of psychosocial problems among children from 

poor families is higher (Starfield et al., 1980). 

2. Children's I.Q.'s tend to vary with the status of their 

families (Matarazzo, 1972; Roberts and Engel, 1974; Willerman, 1972). 

3. There are strong class effects in almost all areas of ability, 

achievement, and adjustment favoring the upper class (Davie, Butler 

and Goldstein, 1972). 



In considering theories of learning and development, early 

experience and environmental stimulation are given as powerful 

determinants of child behavior. -All of the theorists in review 

contend that the early years of child development are critical ones, 

Erikson specifying middle childhood as the period for acquisition 
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of social skills. Bloom also emphasizes that it is a far easier task 

to teach new skills than to try to replace maladaptive strategies 

with adaptive ones. Piaget stresses the flexibility of intelligence, 

and asserts that cognitive processing, both qualitative and quantitative, 

is shaped by experience and the child's interaction with the environment. 

Piaget's theory that learning experiences form necessary prerequisite 

steps toward more complex cognitive functioning also adds support for 

early intervention and the importance of environment. Pendleton's 

profile of behavior repertoire necessary for competent functioning in 

the school setting in relating to p~ers, teachers, and self gives 

further evidence that the young child needs assistance in social skill 

development. 

Allowing Tjossem's definition of environmental risk and its predictive 

effect on the total development of the child, supported by the literature, 

the researcher will consider socioeconomic status and its possible 

relationship to the child's ability to manage anger arousal effectively. 

Primary age school children will be targeted for the intervention, 

supported by the literature revie1t,ed concerning early intervention to 

provide stimulation, and to avoid the need for reteaching effective 

anger management skills. 



Chapter Three 

Procedure 

Purpose 

The purposes of this study were to: 

l. determine the efficacy of a learning package designed to 

teach skills for anger management to primary students using music 

and other expressive arts; 

2. determine if there is a significant difference in measured 

student ability to deal with anger between two groups selected on 

socioeconomic criteria. 

Subjects and Setting 
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The subjects were first and second grade students enrolled in 

either a Title I school (0 1 Rourke, 1981) or a non-Title I school in 

the Olathe School District. Forty students were selected randomly to 

form two groups of twenty students each, in accordance with the 

following socioeconomic criterion: 

l. assignment to the first and second grades in a Title I school; OR 

2. assignment to the first and second grades in a non-Title I school. 

Parental permission was sought to allow students to participate in 

the intervention and pre/posttest assessments. Additionally, because 

the treatment package condition required a commitment on the part of the 

student to attend and participate in ten daily sessions, and because 

the lessons were scheduled during one of the students• recess periods 

for ten consecutive school days, the researcher asked for the 11 written 11 

consent of the participants themselves by "signing a contract 11
• Terms 

of the contract were defined orally for the student by the researcher, 
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and the expressed "written consent" was negotiated as some form of 

symbolization of intent on paper, dependent on the age and developmental 

ability of the 11 signer 11
• 

Parent consent forms were returned by 56% of those first and second 

graders enrolled in the Title I school: 63% of the total first graders, 

48% of the total second graders. Rate of return for the non-Title I 

school was 30%: 35% of the total first graders, 25% of the total 

second graders. 

Of the students returning signed parental consent forms, the 

researcher randomly assigned ten subjects within each socioeconomic 

group to the following conditions, for purposes of investigation of 

the efficacy of intervention: 

l. pre/posttest assessment only; 

2. pre/posttest assessment AND learning package intervention. 

Learning Package Intervention 

Development 

The learning package was developed by the researcher in September, 

1981, in partial fulfillment of the requirements for the "Education 

of the Emoti anally Disturbed" course offered by the Department of 

Special Education at the University of Kansas. The lessons were 

designed to teach skills for anger management to primary students 

using the creative arts. 

Pilot Information 

Prior to initiating the present study, the researcher piloted the 

lessons with 75 third and fourth grade students. Several lessons 

were modified to better realize time limitations and lesson objectives. 



The complete learning package as delivered is found in Appendix A. 

Learning Package Delivery 

Lessons were scheduled daily for ten consecutive school days, 

and occurred during primary lunch recess. The researcher worked 

with classroom teachers and building principals to accommodate 

special scheduling and space considerations. All lessons were 

taught by the researcher. 
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The first set of ten lessons was delivered at the Title I school, 

and the non-Title I school lessons were initiated one week following 

the completion of the first set. This postponement was necessary due 

to the unforeseen illness of the researcher. 

Of the Title I treatment group participants, six attended all 

ten lessons, three attended nine lessons, and one subject attended 

only six lessons. For purposes of data analysis, this subject was 

not included, as he did not attend a sufficient amount of time during 

the treatment. 

Of the non-Title I treatment group participants, seven subjects 

attended all ten lessons, and two subjects attended nine lessons. 

The tenth subject attended the first five lessons and then moved out 

of the district. Data obtained from this subject was not included 

in analysis. 

Of the control group, one subject was unable to take the posttest, 

and was also excluded from consideration. Thus, 37 subjects were 

included in the final analysis. 

The Test Instrument 

All students participating in the study were assessed prior to, 



and directly following, implementation of the learning package. 

They were assessed according to the empirical application of Dodge's 

framework (1981), corresponding with Bloom's taxonomy (1964), as 

presented below: 

1. to increase knowledge level skills - to define and label 

the emotion of anger accurately; 
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2. to increase comprehension level skills - to discuss, describe, 

recognize the emotion of anger effectively; 

3. to increase application level skills - to interpret social 

cues of others, to integrate past memories into present experience, 

and to generate many possible outcomes; 

4. to increase analysis level skills to organize a continuum 

of optimal and preferred behavioral responses based on considered 

probable consequences of behavioral response and the adequacy of each; 

5. to increase evaluation level skills - to monitor and assess 

the actual consequences of the behavioral response. 

Test Development 

Dr. Richard Simpson, professor of special education of the 

emotionally disturbed, The University of Kansas, confirmed the 

researcher's information that no assessment tool exists to evaluate 

specific skills for dealing with anger (personal communication, 

September 28, 1983). The researcher collaborated with Mrs. Bernie 

Ault, Coordinator of Counseling Services, Olathe District Schools. 

Mrs. Ault and the researcher developed a pictoral feedback tool based 

on a conceptual framework of Dodge (1981) and Bloom (1964)~ The tests 

(Forms A and B) are found in Appendix H. 



In developing the test, the researcher asked twelve education 

professionals to judge which photographs were the clearest and most 

expressive for the identification task of the test. Additionally, 

the judges were in agreement that the two stories of test forms A 

and 8 were equivalent. Students taking the pretest were randomly 

assigned to either test form A or B, and were given the other test 

form in posttesting. 

Procedure 
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The test involved answering a series of questions about photographs 

depicting anger expressed facially, in bodily stance, and in the context 

of an illustrated story. The test was given orally and individually, 

and took ten to fifteen minutes per subject to administer. 

For purposes of data collection, information taken on the test 

data sheet was augmented with audio-recording of a portion of the test 

session to allow the researcher the opportunity to judge the quality 

of verbal response without interfering with the speed of the testing 

process. 

Testing was completed by two music educators, each taking one 

school, and was scheduled in cooperation with building principals and 

classroom teachers. 

Following treatment and posttesting at each school, an informal 

program was given for first and second graders to allow the treatment 

subjects to share songs, artwork, movement and role-playing activities, 

and to discuss general concepts developed during the learning package 

process. In this way, all students were able to participate in the 

project on some level. 



Scoring 

Both test forms A and B were divided into four general task 

areas. Within each task area, a range of zero to eight points were 

awarded as follows: 

l. identify/recognize anger - two points per item for correct 

identification of 11 angry 11 face, whole body, and interaction. 

2. generate quantity of outcomes - one point for each choice 

generated; an additional point given per workable and adaptive choice. 

3. generate possible consequences of actions - of the two outcomes 

given the subject by the tester: three points each given for sound, 

creative, and appropriate response; two points each for stereotypic 

responses; one point each for maladaptive, inappropriate responses; no 

point for no response. 

4. choose and analyze the best outcome three points for correct 

response; possible zero to three points for quality of analysis, using 

same criterion for evaluation as described in task area three (above). 
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Chapter Four 

Presentation and Analysis of the Data 

This chapter presents data collected from control and treatment 

subjects on anger management pre- and posttest measures. Examination 
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of the Meeker/Ault Pictoral Feedback Tool (MAPFT) will be presented 

first, followed by information regarding hypothesis testing and results. 

Analysis of MAPFT 

Descriptive statistics are presented in Table 1 for the four general 

task areas of the pre- and posttest scores and pre/post totals. All 

subscore means and standard deviations are generally equivalent, with 

the possible exception of pre/post task area two. For this task subjects 

were encouraged to generate a number of possible outcomes, and produced a 

greater range of responses (zero to eight) than other task areas. Post 

scores indicate a trend toward overall improvement when analyzing 

treatment and control groups combined. 

Pearson correlation coefficients were computed on control subjects 

only to further substantiate the equivalence of pre- and posttest 

measures. As seen in Table 2, matched pre- and posttask areas and totals 

indicate a stronger correlation than when paired with other task areas 

or total. Although resulting coefficients are fairly low, the coefficients 

in the major diagonal are the largest, and correlate better than with 

unmatched pre/posttask areas or totals. Possible explanations of low 

correlation coefficients include the small number of subjects (.!!_=38) 

and the limited number of items within each task area. 



Table 1 

Descriptive Statistics for Pre/Post Scores on the MAPFT 

Task 
Area 

Pre 

Pre 

Pre 

1 

2 

3 

Pre 4 

Pre Total 

Post 1 

Post 2 

Post 3 

Post 4 

Post Total 

Mean 

4.865 

3.297 

3.459 

4.789 

16.405 

5.489 

4. 351 

3.703 

4.432 

17.973 

Standard 
Deviation 

1 .601 

1.927 

1. 346 

1. 228 

3.476 

1. 016 

1. 932 

1 .488 

1. 365 

3.715 

Test Score Range 

Minimum Maximum 

0 6 

0 8 

0 6 

0 6 

8 23 

2 6 

0 8 

0 6 

0 6 

9 25 
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Table 2 

Pearson Correlation Coefficients for MAPFT Scores of Control Group Only 

Pre 

Pre 2 

Pre 3 

Pre 4 

Pre Total 

Post l 

0.315 

-0. 101 

-0.070 

-0.066 

0.054 

Post 2 

-0.080 

0.464 

0.361 

-0.081 

0. 381 

Post 3 

-0.028 

0.095 

0.278 

0.020 

0. 170 

Post 4 

0.026 

-0.058 

0.060 

-0. 166 

0.052 

Post Total 

0.073 

0.201 

0.325 

-0. 129 

0.263 
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Table 3 presents t-tests for significance, comparing the control 

group only with control and treatment groups combined. When considering 

control scores only, there is no significant difference between pre-

and posttest measures (Q. <.678). However, analysis of control and 

treatment groups combined yield a significant difference between pre-

and posttest measures at the .05 level (g_<::::.047). 

Statistical Analyses of Null Hypotheses 

A three factor analysis of variance design was created, using the 

Meeker/Ault Pictoral Feedback Tool as the dependent variable. 

Independent variables are as follows: 

1. Test - Pre- and Posttest performance scores 

2. Treatment - Yes and No (Control) 

3. Socioeconomic Status (SES) - subjects from the Title I 

school (Low) or the non-Title I school (High). 

Results will be presented in the following sections in terms of 

main effects and possible interactions. 



Table 3 

T-tests of Significance for Pre/Post Scores of Control Group Only 
and Control/Treatment Groups Combined 

Variable 

Control only 

Pre Total 

Post Total 

Number 
of Cases 

19 

Control/Treatment 

Pre Tota 1 
37 

Post Tota 1 

* p <.05 

Mean Standard T- df 2-Tai 1 
Deviation Value Probability 

15.780 3.537 
-0.42 18 0.678 

16. 211 3.630 

16.405 3.476 
-2.05 36 0.047 * 

17. 973 3.715 
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Table 4 

Three Factor Analysis of Variance Summary Table 

Factor 

Main Effects 

Test 

Treatment 

SES 

2-Way Interactions 

Test/ 
Treatment 

Test/SES 

SES/ 
Treatment 

3-Way Interactions 

Test/Treatment/ 
SES 

* f c:.05 

** f <.005 

Sum of 
Squares 

45.47365 

110. 56425 

18. 56425 

26.95513 

23.36538 

22.67821 

0.00356 

df 

l 

l 

l 

l 

l 

l 

Mean 
Squares 

45.47365 

110. 56425 

18.56425 

26.95513 

23.36538 

22.67821 

0.00356 

F 

4.42 

9.29 

1.56 

2.62 

2.27 

l. 91 

0.00 
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Significance 
of .E. 

0.0432 * 
0.0045 ** 

0.2204 

0. 1150 

0.1413 

0. 1767 

0.9853 



Main Effects 

As shown in Table 4, there was a significant difference between 

pre- and posttest measures (f. <.0432), posttest scores being higher 

than pretest scores. Additionally, there was a difference between 

treatment and control groups on MAPFT scores, with treatment signi-

ficantly raising the scores of all students (f.<.0045). However, 

the SES variable did not prove to make a significant difference on 
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MAPFT scores (f <.2204). Although the low SES subjects' means were 

generally lower than the high SES group (see Table 5), the relationship 

of increase or decrease on the MAPFT between SES groups did not 

deviate enough to indicate a significant difference (see Figures 1 

and 2). 

Interactions 

Possible two and three way interactions were examined, and are also 

presented in Table 4. None were found to be significant. Thus, while 

it is possible to say that significant differences exist for treatment 

and test variables, it is not possible to say that posttest score 

improvement was seen because of the treatment. However, the trend is 

there (see Figures 1 and 2), and had the researcher involved more 

subjects and been more rigorous in test administration, it might have 

been possible to make such a conclusion. 



32 

Table 5 

Descriptive Statistics Summary Table of SES, Treatment and Test Variables 

Pretest 

Posttest 

N= 

Low 

Treatment 

Yes 

-X=l5.44 

S= 3.4 

X=l9.33 

S= 2.5 

=17.39 

9 

Control 

-X=l5.3 

S= 3.5 

X=l6.8 

S= 3.3 

16.05 

10 

SES 

High 

Treatment 

Yes 

-X=l8.67 

S= 2.65 

X=20.33 

S= 3.24 

19. 50 

9 

Control 

-X=l6.33 

S= 3.71 

X=l5.56 

S= 4.04 

15.94 

9 

16.41 

17. 97 

-X=l7.19 
37 
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Figure l 

Mean Scores by Pre/Post Groups 

Low SES High SES 

21.0 21.0 

20.0 20.0 

19.0 19.0 

18.0 18.0 

17.0 .<..._~ 17. 0 

16.0 ~~~()\.. ca 16.0 

15.0 15 .0 

14.0 14.0 

Pretest Posttest Pretest Posttest 

Figure 2 

Mean Scores by Treatment/Control Groups 

Low SES High SES 

21.0 21.0 

20.0 20.0 

19.0 19. 0 

18. 0 18.0 

17.0 17 .0 

16.0 16.0 

15.0 I PRETEST 15. 0 • 
14.0 14.0 

Treatment Control Treatment Control 



Chapter Five 

Summary, Conclusions, and Recommendations 

Summary 

The purpose of this research study was to test the efficacy of 
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a learning package developed in 1981 to teach skills for dealing with 

anger. The package utilized creative arts components of visual art, 

music, creative movement, and drama. Additionally, the researcher 

made a socioeconomic comparison between two schools based on their 

participation or non-participation in the Title I National School 

Lunch Program. This comparison was made to see if the two SES groups 

differed in their ability to manage anger arousal. 

An exploration of the literature was concerned with the emotion 

anger and pertinent socioemotional developmental theory, music as it 

relates to emotion, music utilized in intervention strategy, and the 

relationship of SES to music and development. 

-In reviewing the literature of music education and therapy, the 

researcher determined that no research study exists at present which 

deals specifically with music and/or other expressive arts utilized in 

a program of socioemotional intervention specific to anger management. 

Allowing Tjossem's theory of children at environmental risk (1976) 

and their resultant lags across all areas of development, SES was 

included as a performance variable. 

Pre/posttest scores of 37 subjects were included in the final 

analysis. One subject each from the high and low SES treatment groups 

and the high SES control group were excluded from considera_tion due to 

subject mortality. Students in the treatment groups received ten 



35 

lessons to teach skills for dealing with anger, and were administered 

the Meeker/Ault Pictoral Feedback Tool before and after the lessons. 

Control groups received the pre- and posttests alone. 

A three factor analysis of variance design was employed to 

determine if there were significant differences for the following 

variables: test (pre/post), treatment (treatment/control), and SES 

(Title I school/non-Title I school). A significant difference was 

found for test (..f.<.0432) and treatment (f <:.0042) variables, posttest 

scores being higher, and treatment significantly raising the scores 

of all treatment subjects. However, SES did not prove to make a 

significant difference on MAPFT performance. Interaction was also 

examined, and no two or three way interactions proved significant. 

Con cl us ions 

This study included field testing of a learning package utilizing 

arts in the intervention, development of a test to measure performance 

before and after implementation of the package, and hypotheses testing 

along a three factor analysis of variance design. Questions as stated 

in the purpose, and conclusions to each derived from this research are 

presented below: 

1. Was the learning package as conceived effective in teaching 

skills for dealing with anger? 

The treatment made a very respectable difference (..f.<.0042) 

between groups, significantly raising MAPFT scores of those subjects 

receiving it. Additionally, posttest scores were significantly higher 

than pretest scores (..f.<.0432). 

2. Was there a significant difference in measured subject ability 
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to deal with anger between two groups based on socioeconomic criteria? 

There was no s i gni fi cant difference (_f_ <. 2204) based on the SES 

criteria. However, arithmetic means showed the low SES treatment group 

score on the posttest measure to be very close to the score of the high 

SES treatment group on the pretest measure (See Figures 1 and 2). 

Recommendati ans 

The effectiveness of the learning package in question cannot be 

measured realistically by a test involving hypothetical situations 

and calm discussion. Skills for dealing with anger are best "tested" 

through observation of the angry child in a free play or classroom 

setting: how does the child cope with anger arousal, how effective is 

he or she at coming up with options and solutions when "consumed with 

a revengeful passion?" (American College Dictionary, 1963, p. 48). 

Time and practicality made it impossible for the researcher to observe 

subjects involved in the study at work and play in the event that they 

might become angry, and evidence their ability or inability to cope 

with their anger. It has been the experience of the researcher that 

children act on their anger from a purely emotional, often irrational 

level, not allowing time or energy for integration of cognition into 

the process. Thus, the researcher 1 s experience with angry children 

(See Appendix B) provided the catalyst for the development and evaluation 

of the learning package. 

On the simplest level, the researcher attempted to teach the ideas 

of stopping angry feelings from becoming angry actions, and letting 

children know that they have choices as to what they can do with their 

angry feelings, be it retreat, constructive confrontation, chasing an 



alternate activity to dissipate the arousal, or attack (certainly 

the maladaptive option). 

It is recommended that the learning package be tested further 

with a larger sample of subjects. This would assure a more thorough 

and comprehensive analysis of learning package effectiveness. 
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The researcher would also recommend that the learning package be 

implemented and tested with behaviorally disordered children identified 

as having difficulty with anger management. Professionals in clinical 

or educational settings with training in the administration of projective 

tests could be utilized to provide information regarding the affective 

status of subjects. This information could importantly augment information 

gained from the MAPFT scores alone. 

Further exploration is needed to examine uses of the creative arts 

in facilitating development of the total child. Music educators and 

therapists alike are encouraged to utilize music and its inherent 

attractiveness to facilitate cognitive, social, motoric, and emotional 

growth of children. Working together with school counselors, psychologists 

and classroom teachers, music specialists can contribute vitally to the 

extramusical growth of children. 



38 

REFERENCES 

American Art Therapy Association. Directory, 1977-1978, 1. 

Ault, 8. (1983). Olathe, Kansas school guidance counselors program. 

Olathe, Kansas. 

Averill, J.R. (1974). An analysis of psychophysical symbolism and 

its influence on theories of emotion. Journal for the Theory 

of Social Behavior,!, 147-190. 

Barnhart, C.L. (Ed.). (1963). American college dictionary. Canada: 

Random House. 

Bath, K.W. (September 1-5, 1980). Factors influencing children's 

moral evaluations of aggressive behavior. Paper presented at 

the 88th annual convention of the American Psychological Association, 

Montreal. 

Bloom, B.S. (1964). Stability and change in human characteristics. 

New York: John Wiley and Sons Inc. 

Bloom, S.S., Davis, A. and Hess, R. (1964). Compensatory education for 

cultural deprivation. New York: Holt, Rinehart, and Winston. 

Chertok, S. (1974). The effect of music on cooperative problem solving 

by children. Perceptual Motor Skills, 39, 986. 

Chetta, H. (1981). The effect of music and desensitization on 

peroperative anxiety in children. Journal of Music Therapy,~' 

74-87. 

Coopersmith, S. (1967). The antecedents of self-esteem. San Francisco: 

W.H. Freeman and Co. 

Davie, R., Butler, N., and Goldstein, H. (1972) From birth to seven. 

London: Longman/National Children's Bureau. 



39 

Dawkins, A. and Snyder, R. (1972). Disadvantaged juinor high school 

students compared with norms of Seashore measures. Journal of 

Research in Music Education, 1972, 20, 438-444. 

Debus, R.L. (1953). Aggressive behavior in young children. The 

Forum of Education, 11, 95-105. 

Dodge, K.A. (1980). Social cognition and children's aggressive 

behavior. Child Development, §1_, 162-170. 

Dodge, K.A. (1981). Social competence and aggressive behavior in 

children. Paper presented to the Midwestern Psychological 

Association. 

Einsenstein, S.R. (1976). A successive approximation procedure for 

learning music symbol names. Journal of Music Therapy, .ll, 
173-179. 

Erikson, E.H. (1950). Childhood and society. New York: Norton. 

Erikson, E.H. (1973). In R. White and N. Watt, The abnormal 

personality. New York: Ronald Press Co., 167. 

Fein, G.G. (1978). Child development. Englewood Cliffs: Prentice 

Hall, Inc. 

Feshback, S. (1970). Aggression. In P. Mussen (Ed.), Carmichael's 

manual of child psychology. New York: Wiley. 

Flavell, J.H. (1977). Cognitive development. Englewood Cliffs: 

Prentice-Hall. 

Garbarino, J. and Sherman, D. (1980). High risk neighborhoods and 

high risk families: the human ecology of maltreatment. Child 

development,~' 188-198. 



Gaston, E.T. (1968). Man and music. In E.T. Gaston (Ed.), Music 

tn therapy. New York: MacMillan Publishing Co. 

40 

Goolsby, T., Frary, R. and Rogers, M. (1974). Observational techniques 

in determination of the effects of background music upon 

verbalization of disadvantaged kindergarten children. Journal of 

Music Therapy, 11, 21-32. 

Gordon, E. (1970). First-year results of a five-year longitudinal 

study of the musical achievement of culturally disadvantaged 

students. Journal of Research in Music Education, 18, 195-213. 

Hartup, W.W. (1974). Aggression in childhood: developmental 

perspectives. American Psychologist, 29, 336-341. 

Henderson, Stephen. (1983). Effects of a music therapy program upon 

the awareness of mood in music, group cohesion, and self-esteem 

among hospitalized adolescent patients. Journal of Music Therapy, 

~' 14-20. 

Hill, J. (1968). The musical achievement of culturally deprived and 

disadvantaged children: a comparative study at the elementary 

level. Journal of Music Therapy, 5, 77-84. 

Johnson, E. (1981). The role of objective and concrete feedback in 

self-concept treatment of juvenile delinquents in music therapy. 

Journal of Music Therapy,~-

Davie, R., Butler, N., and Goldstein, H. (1972). From birth to seven. 

London: Longman/National Children's Bureau. 

Dawkins, A. and Snyder, R. (1972). Disadvantaged junior high school 

students compared with norms of Seashore measures. Journal of 

Research in Music Education, 1972, 20, 438-444. 



Debus, R.L. (1953). Aggressive behavior in young children. The 

Forum of Education, 11, 95-105. 

Dodge, K.A. (1980). Social cognition and children's aggressive 

behavior. Child Development,~' 162-170. 

Dodge, K.A. (1981). Social competence and aggressive behavior in 

children. Paper presented to the Midwestern Psychological 

Association. 

Eisenstein, S.R. (1976). A successive approximation procedure for 

learning music symbol names. Journal of Music Therapy, ]l_, 

173-179. 

Erikson, E.H. (1950). Childhood and society. New York: Norton. 

41 

Erikson, E.H. (1973). In R. White and N. Watt, The abnormal personality. 

New York: Ronald Press Co., 167. 

Fein, G.G. (1978). Child development. Englewood Cliffs: Prentice-

Hall, Inc. 

Feshbach, S. (1970). Aggression. In P. Mussen (Ed.), Carmichael's 

manual of child psychology. New York: Wiley. 

Flavell, J.H. (1977). Cognitive development. Englewood Cliffs: 

Prentice-Hall, Inc. 

Larson, B.A. (1978). Use of the motorvator in improving grossmotor 

coordination, physical perception and I.Q. scores: a pilot study. 

Journal of Music Therapy, Ji, 145-149. 

Lazarus, R. (1967). Cognitive and personality factors underlying 

threat and coping. In M. Appley and R. Trumbull (Eds.), 

Psychological stress. New York: Appleton-Century-Crofts. 



42 

Legg, J. (1980). The elementary school mental health project: a 

school program aimed at the promotion of mental h·ealth in young 

children. An unpublished paper, Regina Publ-ic Schools, Ottawa 

Board of Education, Ottawa, Ontario, Canada. 

Madsen, C. and Madsen, C. (1968). Music as a behavior modification 

technique with a juvenile delinquent. Journal of Music Therapy, 

_§_, 72-76. 

Matarazzo, J.E. (1972). Wechsler 1 s measurement and appraisal of 

adult intelligence. (5th edition). Baltimore: Williams and 

Wilkins. 

Meeker, A.M. (1983). A philosophy of music therapy specific to its 

application in the education of handicapped students. An unpublished 

paper, University of Kansas. 

Meyer, L.B. (1957). Meaning in music and information theory. Journal 

of Aesthetics and Art Criticism, J.§_, 16-19. 

Meyer, L.B. (1966) Emotion and meaning in music. Chicago: University 

of Chicago Press. 

Michel, D. and Martin, D. (1970). Music and self-esteem research with 

disadvantaged problem boys in an elementary school. Journal of 

Music Therapy,]_, 124-127 

Michel, D. et al. (1982). Six studies testing specialized hemispheric 

processing. Journal of Music Therapy, 1..2., 219-229. 

Michel, D. and Farrell, D. (1973). Music and self-esteem: 

disadvantaged problem boys in an all black elementary school. 

Journal of Research in Music Education,£!_, 80-84. 

Mittleman, L.R. (1969). Orff and the urban child. Music Educator's 

Journal, 55, 40-43. 



Morse, A.E. et al. (1977). Environmental correlates of pediatric 

social illness: preventative implications of an advocacy 

approach. American Journal of Public Health, 67, 612-615. 

Nolin, W. and Vander Ark, S. (1977). A pilot study of patterns of 

attitudes toward school music experiences, self-esteem and 

socioeconomic status in elementary and junior high students. 

Contributions to Music Education,_§_, 31-46. 

43 

Novaco, R.W. (April, 1976). Cognitive regulation and skill training 

in the management of aggression: a stress inoculation approach. 

Paper presented at the 56th annual meeting of the Western 

Psychological Association, Los Angeles, California. 

O'Rourke, P.L. (1981). A comparative study of reading and listening 

comprehension in a cloze word usage task of learning disability 

by regular readers within a low socioeconomic environment. An 

unpublished master's thesis, University of Kansas. 

Parks, A.L. (1976). Behavior disorders: helping children with 

behavioral problems. Austin, Texas: Learning Concepts. 

Pendleton, V.M. (August, 1980). Emotional development and delay: 

the child in the context of the school environment. Paper 

presented at a Topical Conference of the Council for Exceptional 

Children, Minneapolis, Minnesota. 

Peterson, N.L. (anticipated publication in 1985). Early childhood 

education for the handicapped. In preparation. Publication by 

Little, Brown Publishers: Boston. 

Piaget, J. (1965). The moral judgment of the child. New York: Free 

Press. 



44 

Radocy, J. (1983). Music therapy in special education: a personal 

philosophy. An unpublished paper, University of Kansas. 

Roberts, J. and Engel, A. (1974). Family background, early development, 

and intelligence of children. Vital and Health Statistics, 11, 
142. 

Schuessler, K. (1968). Musical taste and socioeconomic background. 

Council for Research in Music Education Bulletin, ]1, 49-51. 

Starfield, B. M.D. et al. (1980). Psychosocial and psychosomatic 

diagnoses in primary care of children. Pediatrics, 66, 159-167. 

Stephens, J. (1983). Philosophy of music therapy. An unpublished 

paper, University of Kansas. 

Schmais, C. (1974). Dance therapy in perspective. In K.C. Mason 

(Ed.), Dance therapy: focus on dance. Washington: Am~rican 

Association of Health, Education and Recreation. 

Sears, W.W. (1968). Processes in music therapy. In E.T. Gaston (Ed.), 

Music in therapy. New York: MacMillan Publishing Co. 

Tjossem, T.D. (1976). Intervention strategies for high risk infants 

and young children. London: University Park Press. 

Yarrow, L.J. In N.L. Peterson (Ed.), Early childhood education for 

the handicapped. In preparation. Publication by Little, Brown 

Publishers: Boston. Anticipated publication in 1985. 

Young, W.T. (1974). Musical development in preschool disadvantaged 

children. Journal of Research in Music Education, 22, 155-169. 



APPENDICES 



APPENDIX A 

Learning Pac:kage Intervention 



lA 

I. 11 Empty Lizzie" - Song 

Purpose 

To introduce anger as an important emotion; to stress that 

it is "okay11 to be angry; and that containing anger or denying 

anger can be destructive. To also explore options for appropriate 

expression of anger. 

Setting 

Classroom 

Time 

25 minutes 

Materials 

Students will be provided with songsheets typed on primary 

typewriter, or will view lyrics written out on large chart paper. 

Teacher will accompany singing on guitar or other portable instru-

ment. 

Procedure 

1. Teacher will sing "Empty Lizzie" song to the class, as 

they follow along on their songsheet. Class will then read through 

the song toegether in rhythm with teacher accompanying in beckground 

to give children an idea of the harmonic progressio~. 

2. Class will sing through "Empty Lizzie" at a slow tempo 

corresponding with the reading speed of the class. 

3. Teacher will facilitate discussion of a..~ger, communicating 

that anger is an importe.nt feeling, just as important as lcve and 



happiness. Teacher will give the class a chance to respond 

to the following questions: 

(a) What things get you angry at home? 

(b) What things get you angry at home? 

( C) What things get your teacher angry? 

( d) What things get a family angry? 

( e) What gets your friends angry? 

Teacher will structure the discussion so that it does not 

become a "gripe session," by changing questions often and giving 

& number of students the opportunity to respond. 

L~. Teacher will express that anger is a common feeling 

that we all share. Anger happens when we don't get our own way, 

when we feel hurt, when we feel someone is being unfair, etc. 

5. Teacher will draw discussion back to "Empty Lizzie." 

G_lass will discuss "Lizzie's" method of dealing with anger, and 

what happens to her when her anger builds. Class will discuss 

negative ways to express or suppress anger. 

2A 

6. Teacher and student will role play positive and negative 

ways of sharing angry feelings. 

7. Teacher will stress that it is "okay" to be angry, but 

it is not "okay" to e}..1)ress it by hurting self or others. 

8. Sing "Empty Lizzie" again. When lyrics say: "she gets 

madder and madder and madder ... " let children gradually stand up, 

"growing taller and taller," until the word "Ka-blooml" when they 

will plop in their seats again. Structure movement so that children 

do not tip over their chairs by telling them to keep both feet on 

the ground. 
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"Empty Lizzie" 

Words and Music by Anne M. Meeker 

D 0 
Poor old Empty Lizzie, 

G D 
She's getting madder as the day goes on 

Q, D 
But she's working herself into a tizzie, 

~1 A~ 
'Cause she thinks getting angry is wrong. 

0 A'l O ~1 
She gets madder and ma'ctder and madder and madder and pretty soon ... 

A'l Ka-bloom! ! ! (spoken) 

D A1 D D7 
Poor old Empty Lizzie, 
Q, D 

Letting her anger just burn, 

G¥!.d I'm not old Li'Pzie, 

'Cause tfi.J is the lesson I've 
A1 

learned: 
0 (fl 

When I get madder and madder 
D £1 

and madder and madder I say ... 

G, D 
It's okay to be angry, 

/r1 
And I tell somebody just how I feel 

01 Cr, 

.D 
D 

'Cause when I don't hurt myself and I don't hurt others, 

Gft;ing angry' s no big J?al - I feel r D1 
VJ f\1 D 

Getting angry's no big deal. 

~1 0 
I think I'll go and ride my bike 

D A.1 D I\• 
Pound rrw pillow or fly a kite, 
0 A,, D PJ1 

D::, J·ust about any thing I like 
? CJ A'1 

Instead of l~ting my anger burn 

or take a hike, 

and churn. 

Glad I learned: 



(spoken) 

1 2 3 4 (with finger snaps throughout) 

If you always stay cool you're going to be a fool 

'Cause your anger will turn into a hideous ghoul 

It'll use you, confuse you, and give you the blues, too ... 

Shooooooooo!!! (vocal glissando and hands flutter up and down) 

( snaps stop) 

Co D 
It's okaA

1
to be angry, I) D 7 

and to tell somebody just how you feel 
(, D 

'Cause when you don't hurt yourself and you 

G~':Zng angry's !l1 tig ~l - you fee11.D? 

don't hurt others, 

e:~ A1 D 
Getting angry's no big deal! 

4A 
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'' t L '' E m~j i2.z.ie MU5ic.t'1ri~ ~Arrl2 M. 
~\ry J J JIJ.J ? ifn1 £J i j fj )\.J. rte, 

Foor old Empty Lizzie - She's.getting madder as the day goes on. But she's 
D +-\-, D D , Q I G \) 

working herself in- to a tizzie. ; ,~ 
b ~,; 

Cause she thinks getting angry is vrr0ng. She g~ts 
_7 ,, 
I,:, r\ 

-
mad~er and madder and maµder and madder and pretty soon, KaBloom!!! 

D l\'-1 0 E 

Poor old Empty Lizzie - , 
Q A 0 'J 

Letting her an- ger just burn. 

G D 

Gla,i I'm not old :izzie, 
G 0 

'Cause tci.is,1is the lesson I've les.~ec.: ·~•.rhen I get f ~1 -

H \ , 
madd.e!' and madder and madder a.TJ.d :r.ac'.der, I se.y . .:.: It's 

\J t\1 f\ It's 



o- kay 
c- kay 
G 

to be an- g;r-J, 
to be an- gcy, 

0 

6A 

And I tell somebody just how I feel- 'cause when I 
And to tell somebody just how you feel-'cause when vou 

~, - -r• 
n C u 

r Gt ( .01,1 J -h.J 1.0 fj J )17 
don't hurt myself and I don't hurt others, getting angcy's no big deal-I feel! 

don't hurt yourself and you don't hurt others, getting angrJ I s no big deal ~feel! 
G Q b v 

1§# D D J J I zj\&qJ' 111 J. ; (J J J 
getting angcy's 
getting angcy's 

no big deal. 
no big deal. 

I ~hink I'll go and riQe :ny bike or --, 
G D !\ 0 D A 

I J J) J f) I • I 

take a 

D 
hike, 

-t-,,..,-1 
pound wy pillow or 

~) +\ '-r 

kite:, 

i\ 
do just abou~ any 

T\ 

J 
like_,). 'stead of letting rzy anger 

u, ~; 
l\ C 

burn and churn. 
\:_ 

Glad I leat11ed: 
i\ 

- -
Spoken: One - Two - Three-Four, If you always stay cool you're gonna be a fool, 'cause your 
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ar.ger will turn into a hideous ghoul, and it'll use you, confuse you, and 

D~ .a.l floe, 
1. \\ 

give you the blues, too. Shooooooooooooooooooo!!! 



II. "Empty Lizzie" - Song and Creative Hovement 

Purpose 

To develop awareness of anger and its expression in our 

bodies. To identify positive and negative aspects of anger. 

Setting 

Classroom 

Time 

25 minutes 

Materials 

8A 

Students will be provided with songsheets or chart book to read 

lyrics of "Empty Lizzie." Teacher will accompany on guitar or other 

portable instrument. 

Procedure 

1. Teacher a_-rid class will review "Empty Lizzie" song. Tea-

cher will give suggestions for interpretation of lyrics by singing 

certain words of song (i.e. ghoul, burn, churn) with a different 

tone quality. 

2. As a review, teacher will ask the following questions: 

(a) What is anger? 

( b) Vi/hen do you find yourself getting angry? 

(c) Is it okay to be angry: 

J. Instruct students to close their eyes and imagine that 

they are "Empty Lizzie." Tell a story describing how she fills 

up with anger all through the day as things go wrong, a_-rid by the 
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end of the day explodes inappropriately. Encourage students to 

express "Lizzie's" feelings through their own facial expression 

(i.e. ''I like the way Bobby's 'Lizzie' is making his nose wrinkle.") 

Have children open their eyes, and give them opportunities to share 

facial expressions through the various stages of "Lizzie's" day. 

4. Give children the chance individually or in small groups 

of three or four to move about the room in a "mad" way, accompanied 

by quick tempo and minor key on the guitar. Contrast the "mad" 

movement with light music in a major key to indicate "happy" or 

"carefree" movement. Continue until children can discriminate be-

tween the musical cues for each kind of movement. Encourage the 

use of space and the range of movement possible, but do structure 

movement activitiy so that children do not touch each-other or objects 

in the room. 

5. Have children stand in two lines facing the person directly across 

from them.On the count of three, have one partner show an emotion 

using facial expression and body posturing. The teacher whispers 

one emotion (i.e. happy, excited, sad, scared, angry) in the ear of 

the partner at the end of the line, and then the partner passes the 

word on down the line, until all know what emotion they are to portrey 

to their partner. Then the other side gets to portray an emotion. 

Have children verbalize by describing what anger looks like in them-

selves and others. 

6. Back in chairs, discuss how students expressed their anger 
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with their bodies and faces. Discuss the physical dangers of 

anger internally: ulcers, headaches, stomach aches, loss of appetite. 

7. Discuss other negative (disrupts communication, makes us 

poor listeners, tiring, depressing, ruins relationships, stops other 

emotions) and positive (high energy, assertive) aspects of anger. 

8. Close with "Empty Lizzie" song. This time incorporate 

facial and vocal expression into singing to indicate negative and 

positive aspects of anger. 



III. Hap Palmer and Dramatization 

Purpose 

To encourage the expression of anger through non-verbal and 

verbal communication. 

Setting_ 

Classroom 

Time 

25 minutes 

Materials 

Record player 

Hap Palmer -Getting to Know }.trself -Album ( see Resources) 

Set of index cards with open ended prompters printed on each 

(see attached list) 

Procedure 

1. Teacher will remind class that the last time they were 

together they expressed anger through their faces and bodies and 

llA 

the way they moved. Teacher will give directions for "Feelings" 

(Hap Palmer) by telling class that they are to act out the emotions 

that are named, and to again use their bodies and faces to eA1)ress 

emotion. Teacher will go over the words of the chorus to reinforce 

the idea that expression of emotions is not bad. 

Feelings don't always stay the same 
They can change 
Sometimes Ir m happy, sometimes I'm sad 
It's okay, it's not bad. 
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2. Teacher will position stunents in two lines facing a partner. 

Teacher will pass out cards with open ended prompters printed on 

them, and ask each pair of partners to finish the sentence for their 

partner. Periodically, the teacher will have students pass their cards 

down to the next partner, and they will finish another sentence. After 

each pair has answered five or six, students will return to their 

chairs. 

J. Teacher will read a card out loud, and ask for volunteers to 

come up to the front of the class and act out the ending. Classmates 

will guess how the actor/actress finished the sentence. 

4. Teacher will discuss how students are learning to express 

anger in many different ways. They showed anger with their faces, 

their body posture and movement, they acted out their anger, and 

they expressed it with words. Give plenty of praise for this 

accomplishment! 



Open Ended Prompters 

I get angry whenever I ... 

I get angry whenever somebody .. . 

You can tell I'm angry when .. . 

Whenever I'm angry and I don't want anybody to 1mow it I ... 

I get angry every time I ... 

The last time I was angry was ... 

The best thing for me to do when I am angry is ... 

When I keep my anger inside I ... 

\/\/hen I let my angry feelings out I ... 

\/\/hen I get angry my face ... 

A way to get my anger out without hurting anyone is ... 

A safe place to get angry is ... 

When I get angry at my friend, I feel like .. . 

Another way to get rid of angry feelings is .. . 

13A 
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IV. Visual Art 

Purpose 

To facilitate the expression of anger in a variety of forms. 

To concretize the feeling of anger through imagery and multi-sensory 

experiences. 

Setting 

Classroom 

Time 

25 minutes 

rvraterials 

Crayons, a long sheet of paper - 1 yard per every two students 

(other media may be used such as paint, chalk, yarn, glue, clay 

hand torn construction papers, felt tip markers) 

Recording of instrumental music with dissonance, quick tempo, 

driving beat and "dark" tone colors to create elusion of anger 

or unrest (i.e. Falla 1 s "Ritual Fire Dance" - see Resources) 

Procedure 

1. Play recording softly in the background. Increase and 

decrease volume of record player as you verbalize the fantasy. 

2. "Let's take a look at our own anger. Close your eyes~ and 

see your anger. Watch it as it moves around inside of your head. 

Taste your anger. What does it taste like? Hear the sounds your 

anger is making within you. Take a big whiff of your anger. What 

does it smell like? See the colors of your anger. Touch your anger. 
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Slide your anger around inside of you. How does it feel? 

3. ''Now open your eyes and draw a picture of what you just 

experienced about your anger." Pair students off, and place them 

across from one another on opposite sides of the white paper. Have 

students cooperate to make a mural of their anger sensations. Have 

partners take turns explaining their drawings. 

4. Stress that it is very good to share our anger with some-

one else, just as we have shared our drawings with partners. When 

we are able to express our anger in words to another person, it 

is a way of letting go of the angry feelings inside, of understanding 

our anger. 

5. Review the ways we have expressed anger: facial, body, 

dramatization, verbal, drawing. Have group share the way anger 

tasted, smelled, felt, looked, sounded. \\'hat color was their 

anger? 



V. "I'm So Mad I Could ... " - Song 

Purpose 

To promote a..n increased capacity for verbalization as ex-

pression of anger. To explore acceptable ways of expressing anger. 

To identify the feeling of anger with sound. 

Setting 

Classroom 

Time 

25 minutes 

Materials 

Teacher will accompany singing on guitar or other portable 

instrument. The song was written by Jackie Weissman and adapted 

by the writer to fit the objectives of this lesson. 

Procedure 

1. Teach the song to the class by having them repeat phrases 

after teacher, and then sing phrases after teacher in echo fashion. 

Stress that screaming can be done in such a way so as not to damage 

the voice, and that when teacher raises her hand they may scream, 

and when teacher puts her hand down students are to stop. 

2. Ask class for other things that they might do to show 

that they are "mad." Have class discuss whether they are 11 good11 

16A 

or "bad'' ways to express anger, based on the criterion of not hurting 

self or others. Think of a movement to accompany each suggestion. 

Do not reject any contribution a child makes, unless entirely 



inappropriate, in which case modifications should be made. The 

idea suggested by a child may be their present coping strategy for 

dealing with anger, and should be accepted, while at the same time, 

new options offered him. 

3. Discuss ways that are acceptable to express anger in 

different situations. 

(a) At my house, it is not "okay" to slam doors. Maybe 

at your house it is. 

(b) At my house it isn't "okay" to scream, but it is "okay" 

to go out the front steps to yell, or to run around the block. 

4. Ask children to ask their parents what ways are "okay" 

at their house to express their anger. Send home sheets so that 

children can fill them out as to options for anger expressions 

at their homes. Follow through on this challenge during the next 

lesson by asking what they discovered. 

17A 
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Words and Music 
Jackie Weissman 

i'm so mad Rf.PRODUC~D RY cmr.s:m 
OF COMPOSF'R 

SEPTD.-!BER 29, 1 <:?Al 

,, J j Jl--+-7=-+-j +--1 --+---+--t -'"'--J _._J ----t-14--t-t-, 1--8--t----

I 'm so mad -FcouJ.d scream I'm so mad I could scream 

F. G.n C? 

f r 1 J I Y J r er \ J rJ r n IJ- I 
I'm so mad. I'm real ly mad. I could scream I could scream I could scream 

-~~@ J J J r~ I I r J J :11 I I 
-,. -9- I --6--

I'm so mad. I could stomp I'm so mad I could stomp 

r r J J IJ J r a- I J J3 J I] I A· II 
I'm so mad I'm real ly mad I could stcmp I could stomp I couJ.d stomp. 

I'm so sad I could cry 
I'm so glad I could sigh 
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VI. "The Freeze" - Creative/Locomotor Movement 

Purpose 

To learn that, in acquiring control of their bodies as they 

move to music, they can also control themselves in other situations. 

To learn to accept responsibility for student's own feelings and 

actions, and that it is not someone else's fault when they are 

angry. To learn that anger is a choice, and they can control their 

actions in response to their choice. 

Setting 

Time 

Classroom - may need to move chairs to the sides of the room 

to create open space to move in 

25 minutes 

Materials 

Record player 

"The- Freeze" from -We All Live Together - vol. 2 - Album 

( see Resources) 

Procedure 

1. Before initiating movement activity, preliminary move-

ment experiences should be incorporated to provide students with 

a repertoire of movements to draw from, and to give them exper-

iences in rhythmic and locomotor movement before teaching the con-

cept of "freeze." 

2. Teach students that "freezing" is an. active process that 
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takes lots of energy to do correctly. Do a "freeze test" by walking 

around to different studetns when they are "frozen" and (if they 

are not too heavy) lifting them slightly to see if they go limp or 

remain stiff and "frozen." Wave your hand in front of their eyes 

or make a face to see if they will respond or will remain "frozen" 

facially. Lift arms to see if they are rigid or limp. Initial 

experiences should be with a rhythm instrument or hand drum as 

musical cue. When the "music" stops, students should freeze. This 

allows the teacher greater mobility in getting to all students, 

without having to be tied to the record player. 

J. Play "The Freeze" recording and direct students to listen 

carefully for the 11 freeze 11 while they move and dance. Praise 

students for their fine control and listening skills. 

4. Emphasize that students are in charge of themselves and 

their bodies. When they hear the music, they can move and control 

themselves and keep perfectly still when they decide to do so. 

Stress that they decide to do this. Discuss how they could use 

the same excellent control in other situations. Discuss the good 

feelings that come about when they are in charge of themselves. 

5. Introduce concept of anger as a choice, just as they 

chose to II freeze" and were able to control their bodies according 

to the choice their minds made. Discuss choices students can make 

in response to angry feelings. 

6. Express that students should be responsible for their own 
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feelings and behavior. It's not someone else's fault when the student 

is angry. They can control their actions in responses they make. 

"If you choose to be angry, how can you control your feelings?" 

7. Take the time to share "homework" assignment of okay ways 

to express anger at students' homes, initiated during the previous 

lesson. 



VII. "Empty Lizzie" - Reprise and Art Activity 

Purpose 

To capsulize the process of dealing with anger. 1o review 

and express options in dealing with anger. 

Setting 

Classroom 

Time 

25 minutes 

:Materials 

Teacher will accompany on guitar or other portable instrument 

Worksheet - Picture of "Empty Lizzie" 

Crayons, chalk, felt tip markers, or colored pencils 

Procedure 

2.3A 

1. Class will sing "Empty Lizzie," using facial and vocal 

expressions and movements as directed. Discuss what we students and 

teacher have learned about anger thus far that "you think Lizzie 

should know." Reinforce that it is "okay" to be a.-rigry, but not 

"okay" to hurt someone else or self; that everyone gets angry now 

and then; that to cope with anger we need to recognize and identify 

it, share it with someone, be responsible for it, and channel energies 

into other activities as best we can. Review the negative 

aspects of anger (disrupts communication, makes us poor listeners, 

tiring, depressing, ruins relationships, stops other emotions, 

ulcers, headaches, stomach aches, loss of appetite) a.-rid positive 



aspects of anger (high en~rgy, assertive). 

2. Pass out worksheets and markers, and instruct students 

to write or draw inside "Empty Lizzie" things that she could do 

to help herself let go of her anger, replace it, or substitute 

it with other activities. 

J. Pair students up and have them share their drawings and 

explain them to their partner. 

4. Offer suggestions of "safety zones" from anger (Laiken 

and Schneider, 1980), such as: counting to ten; retreating to 

student's room and calming down until able to express anger with-

out hurting someone with words or actions; writing down feelings 

and what possible solutions are; doing something pleasurable to 

the student that would remove him/her from the situation and give 

him/her time to put things in perspective; talking to a pet or a 

friend or family member. "Can you think of a "safety zone" that 

will work for you?" 

24A 
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VIII. "Popcorn" - Creative Movement 

Purpose 

To parllel "erratic" and "explosive" body movements with 

actions in response to temper. To learn too differentiate between 

angry feelings and angry actions. 

Setting 

Classroom - may need to move chairs to the sides of the room 

to create open space to move in. 

Time 

35 minutes 

:Materials 

Record player 

26A 

"Popcorn" from -We All Live Together - vol. 2. ( see Resources) 

Popcorn popper 

Popcorn, oil, salt 

Individual small paper bags to serve popcorn in 

Procedure 

1. Children will move in the same free, strong, erratic 

manner that a popcorn kernel being popped "moves." Arms and legs 

will fly out in all directions, and rhythmic movement is not necessary. 

Movement will be quick and exhuberant. Structure for control will 

be necessary, directing children to attend to the music as a cue -

start quietly, and end quietly when the music has stopped "after 

all the popcorn has been popped. 11 



2. Make popcorn for the group, and facilitate discussion 

about the explosive, erratic quality of popcorn as it heats up 

and "explodes." 
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3. As students are eating popcorn, initiate discussion paral-

leling explosive tempers to the popcorn kernels as they pop. 

Draw as many parallels as students can create. 

4. Introduce the idea of temper tantrum as an action, an 

angry action, that comes from an angry feeling. "Do angry feelings 

have to be followed by angry actions? What are some angry feelings 

you might have? 'Nhat are some angry actions? \fl/hat can you do to 

stop the angry action from following the angry feeling? Is it "okay" 

to have angry feelings?("Yes they are part of life. They tell you 

something about who you are, and what is important to you,"Laiken 

and Schneider, 1980, p. 41.) Do angry actions have to result from 

angry feelings?" ("No, they do not have to be the result of those 

feelings;' p. 41. 2 



IX. "Resting" - Relaxation Techniques 

Purpose 

To teach the need for relaxation, ways to relax, and the role 

relaxation can play in dissipating anger. 

Setting 

Classroom - may need to move chairs to the sides of the room 

to create open space for children to spread out on the floor. 

Time 

25 minutes 

Materials 

Record player 

"Resting" from - We All Live Together - vol. 2. ( see Resources) 

Procedure 

28A 

1. Instruct students to lie down on the floor on their backs 

with their arms lying next to their sides, and both legs lying paral-

lel to the floor. They are to be touching no one. Ask students to 

close their eyes, and to stretch their entire body when the teacher 

directs. Then relax. Tense the entire body. Relax. Tense the 

feet, hold, hold, hold, hold, relax. Continue up body, tensing 

body parts, holding, and relaxing. Instruct students to think 

quiet thoughts. Imagery of a quiet stream or field with wild flowers, 

etc., might be suggested to enhance relaxation. The teacher should 

allow for individual quiet. responses to the music. When the music 

is through. a.sk that students continue to lie relaxed or propped on 



an elbow comfortably. 

2. "We live in an exciting and tense time. The pace of life 

is often hectic, rushed, filled with activities, deadlines, super 

excitement, anxiety" (Scelsa, 1978). "There can sometimes be lots 
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of tension and rush, and we need time as people to rest, to reflect, 

to gather our energy. Bodies need rest and so do emotions. Can 

you think of things you do that help you relax? How do you feel 

before you do these things? How do you feel afterwards?" 

3. "If you were very angry, do you think that doing your 

relaxing activity would help you to 'cool' your temper and think 

about your angry feelings without acting in an angry way? We talked 

about a "safety zone" for our angry actions a while back. My 

"safety zone" is playing the piano. Some other "safety zones" are: 

trucing a walk, writing, talking to a friend, riding bikes. What 

could your "safety zone" be? How can it help you to relax and get 

control of your temper and understand your angry feelings?" 



Purpose 

"Empty Lizzie" - Finale 

Dramatization, Performance and Review 

Incorporate movement, music and drama to illustrate attitudes 
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and concepts in dealing with anger. To share information with others 

in a meaningful way. To condense and reinforce concepts presented 

during previous lessons in understanding and dealing with anger. 

Setting 

Time 

Rehearsals - classroom 

School stage during assembly attended by peers (may want to 

limit to age group receiving the lessons) 

Rehearsals (2) - each 25 minutes 

Performance - 20 minutes 

Materials 

Kite, bike, pillow 

Hairspray and make-up, torn dress and drooping socks for "Lizzie" 

Halloween costume for "ghoul" 

Teacher will accompany singing on guitar or other portable instrument 

Procedure 

In addition to movement and vocal expression suggested in previous 

lessons, students will enact characters of "Lizzie" and "ghoul" and 

demonstrate options for angry actions as given in song by using props 

when indicated by lyrics. Class will act as chorus and cha-racters will 



perform in front of the chorus. As the process is the priority, 

the "product" will not be drilled, but rehearsed several times so 

that students feel comfortable sharing a "mini-version" of the 

concepts presented on dealing with anger. 

JlA 
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References 

Laiken, D. and Schneider, A. J. Listen to me, I'm angry. New York: 

Lothrop, Lee and Shepard Books, 1980. 

Scelsa, G. and Hume, K. We all live together - volu.~e 2. Los Angeles: 

Youngheart Music Education Services, 1978 (record leader's guide). 



Resources 

Records 

Getting to Know Nryself. Ages preschool through primary. 

An excellent album using music and movement to explore affect 

as well as directionality, shapes,and problem solving. 

Hap Palmer - Activity Records 
Constructive Playthings 
2008 W. 103rd Terr. 
Leawood, KS 66206 

Greatest Hits/ The Piano. Performed by Phillippe Entremont, this 

collection contains many lovely piano compositions as well as Falla's 

"Ritual Fire Dance" which was utilized by the writer in Lesson IV. 

Columbia Records 
M31406 

We All Live Together. Primary/Intermediate. 

Songs in contemporary style are integrated with rhythm and movement 

to teach basic skills, perceptual motor development, and musical 

skills. 

We All Live Together - vol. 's 1 through 4 
Youngheart Records 
Constructive Playthings 
2008 W. 103rd Terr. 
Leawood, KS 66206 

Books 

Hello, Sound. Preschool/Primary. 

Jackie Weissman, local musician and music educator, developed a 

collection of activities for teaching qualities of sound. 

:Miss Jackie 
10001 El Monte 
Overland Park, KS 66207 
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Research Proposal 



so 
- --, ,. -·· -- ... . ··-··-- .. 

In ~pp_r':}ae:u.ng :ne educational pr,:, 5rsr:-.i.;'lg of ele:::en:a~: students, 
it is ~e-•::essary to consic:er the complex:. -:::r o: •~hild de~n~bp:::.e:-.: 3..."ld. its 
i.~terrel9.ted s.r.d interactive components of cci:Illu.~icat :on, ~i:g!'.i :ic!'l, 3oc-
i ~li;atic:.:1, me tori~ response, e.r1d. af'te ct. 

7raditionally the music educator seeks to provide aest~e:i~ 
~--or 3tuder::s; to teach toward ::msi,~~l. corrr;,etenci~s, ?i vins -:.~e .3t'..lder.: -:: 
broac: base ,)-: l-::1·:r.vledge, incluc.ir..g :nusi•~ theor-J, hist Jr-::" ~'1:. ;eri'..;rz:ar.c~; 
a..-rid ·u1ti::ie.tely to u'.a._'i.ce students effecti·;e ccnsumers a..'1d ?Cssi":i:y ;erfor::.e:-s 
of music. ;:;~conc!aI"j be!lefits of ousi,~ education bey-on•:.! ::,lsi-~9.l c-:=::;e~en~1.-=::;; 
are :~ica~ly not pursued. 

-:~e ::1usic therapist characteristically :akes a r::cre ·,vholistic ap~roa.ch, 
usfr~g rr.u.sic ~s a. tool to effect .change or de•:elop aspec":.s o:' co~:r::t:.."lication, 
~s?'~itio~, 3ocialization, motoric and ~mo~ic~al r~spo~s~. 

The success of the elementary .stucent :.~ 11..?"J.ders~~·=.:.::~ :..."'ld e:ccressir..g 
·"'- ~:,...,_ ;~ 0 .: ............ 'I"'~·+ r-acto.,. ""h,:::i, ,..,usin - ..... '°"';~,; ...... ..,.,_.;. :.,:::i,-.._ • .: t~ 1.·-.Le:::e~~-1::;s _.:: ...... -ri .. ~:-'U- 1..,S!l.\J - - l-..1.- ! ... i -- ~:------..---:J..., __ .... ::s..., ... -~·-w-9. - ·" 
cl.a.ssroc:1 r.:anager:-;~:it. The music specialist ca.11 be etfe~ti·:e :.n :-er:ediating: 
di:"ficul ty of 3:,;1centa in dealing with ar.ger :hroush st:-·1ct-..ired music a..T1d 
related ::.rts s.cti ~ri ti-:s designed -to sequentia:.ly teach skills for anger 
manage~e~t. It is entirely appropriate that ":.he su.~ total of skills neces-
sary for school success, including aspec~s o: ~mtior.al a.:-~1 inter-persor.al 
development, be addressed by the :ousic educa'tor, as he/she desi~es appropriate 
social perforrr:a..rice as well as aesthetic perfcrma...T'lce in the context of musical 
instruct ion. 

'rhe wr:!. ter is, by profession and education, both music educator a..'1d :i,.12ic 
t!'lers.~ist. A job responsibility typical for the educator enti tl::d "recess -.:.~.!~:, .. • 
pro·rided a:."l opporttL"'li ty for daily observation of prir:a.ry students in the f:-ee 
;l_::.y s~+-H !"'-~. The observed population represented appro:dmat-=::t 150 s:.~.:der::s 
=~~:::. a l•~w ,:;ocioeconom.ic neighbor-hood. An informal assess::-.e~t o:' pe~:- :.:1-.er-
==-~~.!.~:1.s :.:i:ii ~ated a.."l alarmng i::.1.cidence at ph:,sic.g_l/ve:-bal a§;:-e3s1c:r., !is ·.-:~:.: 
,.. __ .:,·~,...0 c:::~.o.a,· a'.:t'• ... ;.,..,.,+y 0' .. s·+,•d.ont-- ;'"' ... e~ .... O"~l·T'I-... • .,..:a·e~-- t..., ,....,,;, .... ::.;:;; -·'•!;-•--;::)'."' ......... -'.J..L'"' .. ,.,:..L. - .. ::; -·· ....... .uu ·•!5: ,:,.pprop_ ,., ,;,..,, .,,J -=-~-.1--. 
:'e·:i!"e::ti!1g e.."1:ger arousal. In parti9.l f·~fill~nt of the r~qui.r~=~nts :"'-:r 
--:~-: :!:::.1..,:~ti-:m of th-: E=lotionall~- :,i.st 1.1:: .. ~ed." course offered. b:: t~-= ~ps.!";:.:::-::::-: 
:. :" 2;-e-~i =.l ;:.::...;.-~3.:,::.on a.t the tJ~i Vl?: :-::: :.-::: :, :' ::==:sas, t!1e ·nri ter Ceve loped =. le~:-:--.:: 
;s~::.::::.;-= ::-2-=:.~.-:d to teach skill_s :.,:·:· 2"'-€~r ::::..:.s.ge=ent using .T..1.1.si~ snd c:h~~ 
-=:r:; :·-=~.s:. -.-~ ·.~:::·-:s. It is t,he ;n.::r;-:-::-=: -: :' ~::::.2 z:udy :o dete!T.'d.:1.e the ef:ica.~:i 
: : .. ::-:-:: :.-=-~:~--. :.:·.i F-~~k=.ge, ~~-1 :·: : : :· .::: ::~ :- --::'.: :-C?l s.t i·.Jns~ip or soci~econc::-.:. c 
..:-:::~·..:3 . ::·.=·~..:·..;:~.: :.bili~:-- e;f' : .. · .. ,__:) :~- ::2:_~~~ ==-~~:9 ·=-=i:>U3al. 



51 

Method 

Participating students will be randomly selected from the first and 
second grades of a Title I and a non-Ti tl'= I ~lementary .school, speci f'ically 
Fairview School and Rolling Ridge School in Olathe, K3!1.sa.s. Parental i:;ermis-
sion will be sought to allow stude1:1ts to participate in the pre/postt~st 
assessment and/or learning package (see attached parental consent form). 
Additionally, each student participating in the l':=arning packa~'= cc!ldi "Hon 
will sign a "contract." Terms of the "contract" will include at 't~r.da..~ce 
and participation in the ten learning package sessions, ~nd will bs d.et .. ined. 
orally for the student by the researcher ( see attacher:l student "~on tract"). 

Procedures 

Of the students returning signed parental consent, f.')rms, t<=n studeni:.s 
will be randomly selected from each school for: 

1. the pre/post test and learning package condition; AND 
2. the pre/posttest alone condition. 

The pre/posttest involves answering a series of questions about pictures 
depicting anger expressed facially, in bodily stance, a.~d in the c~ntext of 
an illustrated story. The test is given orally and indi ~ridually, :Uld takes 
15 to 20 .minutes to administer. It will be scheduled in coope~~tion with 
the stud.ent' s classroom teacher and building principal to avoid loss of 
academic time. 

The lea,rning package will be delivered in ten daily 25 r.iir.ute sessions 
during ten consecutive school days. Lunch recess time will be utilized to s.gain 
limit loss of academic time to at the very most 15 minutes per d3.y. 

Data analysis 

Descriptive data resulting from pre/posttest assess~ent will include 
arithmetic mean and median scores for each subgrou~ (Title .I school participruits 
recieving learning package; Title I school participants not recieving learning 
package; Non-Title I school participants recieving l~arning package; :ron-Ti tle 
I school participa...~ts not recieving learning package). 

Additionally, statistical analysis will be conducted to detar~ine ?Osaible 
interactive effects of the Title I and learning package variables. 

Use of Research Results 

Determination of the efficacy of the learning package may provide music 
educators and therapists with a useful, stimulating program for facilitating 
socioemotional gro~vth through use of the arts. Follow-through ror cooperatir.g 
·music specialists at Fairview a..~d Rolling Ridge Schools will be possible, as 
complete copies of the learning package will be provided for these individuals, 
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gnd a copy of the learning package as ~Nell as research findings ·.vill 
be pro·..-ided for Olathe Distriet Schools so ths.t other music specialists, 
counselors and classroom teachers can access t~ia resource. The res~archer 
will aspire to publish the learning package upon determination of its effi-
cacy, thus broadening the range of its accessibility to professionals in 
clinical g_~d educational settings beyond the Olathe school system. 

Consideration of the socioecono:-.ic condition, as defined by student 
attenda.~ce at a Title I or non-Title I school, ~ay be helpful in examining 
the possibility that children may be ''at en"'rironmental risk" i'or physical 
and emotional development due to lack of quality ea!'ly life e:cperiences 'lnd 
stimulation in their environmental setting. If there is a significant difference 
in measured ability to deal ·.vi th anger· between the two schools, these findings 
ca.vi be utilized :o substa..11.tiate the need for early childhood stimulatfon and 
remedia-':,ion to encourage healthy development ,J:' the total chil·i, ~r~d perh!1p3 
the need f'Jr reteaching effective anger manage!:ent sk:.113 ca...-ri be all~viated.. 

The researcher/teacher will be afforded the time to run the afore described 
study through cooperation with her supervisors at Fairview School and the Develop-
mental Learning Center, 1.!r. Ron Thompson and Mrs. ~.,!ary Hupka respectively, and 
through utilization of her travel/lunch time. 

Proposal Submitt.ed by: Anne M. Meeker R.M.T. 
1'rusic educator - F'airview Sehot)l 
t:usic therapist - De 11eloprnental Learning Gent?r 
Olathe District Sehools 
Olathe, Kansas 

October 30, 1983 
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PARENTAL CONSENT F0fil,1 

The following information is provided so that y0u can d~cic!e ·.·,heth~ r :,1.)'l 
wish for your child to participate in a study being condul~t.~ri 9t F'·:1 irv"i.~w 
School. This study seeks to determine the effectiveness of -:-.en le::.::;snn:3 
designed to teaeh skills for dealing ·Ni th anger U8ing musie, fi.•ar:ce, 1r·1ma 
311d visual art. !'here will be ten f'irst and second grade st.udents ·.vhn ~v"i.11 
recieve the ten lessons. and a pre-test and post-te8t -ni 11 be gi. ven to measu r~ 
hew much they lt=>~r.1ed about ~nger 9-.'11.d anger management duri.:1? 7,h~ +.~n lessons. 
The less0ns \Vil.l be taught. during your child's lunch r~1.~es,:; °t1.) lir.rit the ~mount 
of academic time your child will lose to five to ten minutes per day f"()t' t.hf? 
t.en days it will take to complete the study. The pre/po8t.t.e-3t. involves answerir:g 
9. series of questions about pictures depicting anger cxpresse,.i Caeially, in bodil~: 
st.anee, and in the context of an illustrated story. The t~st is given orRll:r 
and individually~ and takes 15 to 20 rni!lutes to ad.mini st.er. rt will be st~hPduled 
in cooperation with your l'hild's classroom teacher and ~:!r. ~hnmpson. 

Zach child's identity will remain confidential, and each child's performance 
score will be used for group analysis rather than individual exa~ination. Infor-
mation gained from this study will help music ai."1.d class room teachers and counsel·:,rs 
to teach skiils for dealing with anger to children in an interesting and stim-
ul_ating way, and improved ability to manage a..ll.ger may be witnessed in school 
and home settings as ·nell. 

I am a music teacher and music therapist for the Olathe District Schools, and 
would be happy to answer any questions you have about this study. Please feel 
free to contact me at: 782-8950. Thank you for your cooperation. 

Sincerely yours, 

Anne M. Meeker 

I ,_hereby give permission for my child, 
( child rs name) 

to participate in the study described above. 

(parent's 

DEADLINE: Monday, January 30th 
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PAP.ENT AL CONSENT :081.! 

The follc·:ring information is provided so that you can (!ecic.ed ·.vhether you 
wish for your child ~o ?articipate in a study befog cor:.ducted 9.t ~oiling 
Ridse Sc~o0l. Thi.3 study 3eek3 to det~rmine the effect t ~,e.r.ess ·J t" ten 
les3cr..s ::esi~ed t·J ~eg,,~h 3kill3 f.n dealin~ •.11ith :ing-:~ •.:.3in.; r:msic, -.!a."'..ce, 
Jr9.:::a 'l:-.:. ·ri.sual a.:·t. :r.e~.-e ·:rill be ten fi:-.st md 3ecr.•:1.d ~r4.J.e 3~ 1.i:l~!".t3 
·.1ho ·:;ill ri:cieve the ten lessons, an.d a pre-test 9.nd po.3t-test. ·,•till b-e 5i ,,en 
~o ::-.es.3'1.r-: hc•:r much they learned a.bout e...11ger md 9.."1ger r:1anage!r.~nt iuring the 
tcr:. less•.:!'ls. The lessons ·,•rill be taught during your ·~hild' s lu .. "1ch ~~cess to 
li:-ni t t~e 9.mount ,)f academfo time your ,~hild ·,rill lose °t() r'i ~,e to ten :ni.nutes 
per day :"'or the ten days it ·:,ill take to complete the study. The pre/post-test 
invol •1es :L.'1s·:rering a series of questions about pictures depicting a.r..ger 
e:cpressed fg,cially, in bodily stance, and in the conte:ct ') f' 9.n illustr9. ted 
story. The test is given orally and indiYid~a.lly, and takes 15 to 20 r.i~utes 
to ad.minister. It will be scheduled in cooperation ·,vi th yo11r child' 3 classrl)u::: 
tes.cher .snd ~.[r. Brewer. 

Each ~hild' 3 identity •,vill remain confidentitl, and each child's perf()r::!B.nce 
score ·:rill be used for group analysis rather than individual -::<:a,n,inat ion. 
Information gained from this study ;vill help music and classroom teachers and 
counselors to teach skills for dealing with anger to children in -:?.n interesting 
and sti~ulating way, and improved ability to manage anger may be ~itnessed in 
school and home settings as well. 

I am a music teacher ar..d music therapist for the Olathe District Schools, and 
would be happy to a.ns~er any questions you have about this study. Please reel 
free to 8ontact rr.e .'3.t: 782-3950. Thank you for your cooper9.tion. 

Sincerely yours, 

A..'1Ila =·.L :.!eeker 

I hereby give permission for my child, 
( child' s na:rr.e ) 

to participate in the study described above. 

(parent's sign3.t•1re) 
DEADLINE: Monday, February 6 
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STUDENT ?A.RTICIPJtNT CONTR..A.CT 

1. I 1~~derst.g_~d that I will be participating in ten lessens to l~arn ~bout 

2. I 1mderstand that the lessons will be during rr~y l1.1.'1ch r~cess. 

J. I understand that I must attend all ten lessons. 

4. I understand that I will take a test before and after the lessons, md that 

I will look at soree pictures and give a.~swers to some questions durir.g the test. 

I UNDERSTAND THE FOUR POINTS LISTED ABOVE AS EXPLAINED TO ME BY t:S. }.1EEK:2R. 

(Student's Signature) 

Date: 

(Ms. Meeker' s Signature) 
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November 22, 1983 

Anne Meeker 
Fairview School 

Dear Anne: 
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The research review committee met to evaluate your 
request for a research project at Rolling Ridge and 
Fairview Schools. The committee was favorable and has 
granted permission for you to proceed. They did ask 
that you do whatever is necessary to limit the amount 
of time lost from the regular academic learning time of 
the student. 

The committee further recommends 
results with other music educators 
provide a copy of the final project 
Instruction. 

Sincerely, 

Leland A. King 
Director of Instruction 

LAK/db 

cc: Committee Members 

that you share the 
and that you also 
to the Director of 
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To: Parents of First and Second Graders 
From: Anne Meeker 
Subject: "Anger Management" Research Study 

Dear Parent: 
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Thank you for returning the release for ;rour child to 
participate in my study. Your child has been randomly selente~ 
from those r~leases returned to be in the~------- groun. 
Children in the treatment group will take the pre/vast test. and 
will take ten lessons designed to teach skills for dealing with 
anger. These lessons will be taught during your child's lunch 
recess time, so as not to interrupt his/her classwork. Children in 
the control group will receive the pre/post test only. 

I will make results of this research study available fol-
lowing completion of the project in the spring. At that time 
I will send home a note, and if you wish to receive a copy of 
the findings, you may indicate such on the note. All children 
returning their releases received a sticker and my hearty thanks 
for their interest and help. All primary students will have the 
opportunity to take the "anger l.essons" with their music teacher. 

Again, my thanks for your cooperation! If you have questions, 
feel free to contact me at Fairview School: 782-3682. 

Anne M. Meeker 
Music educator/Music therapist 
Olathe District Schools 



To: 
From: 

Parents of First and Second Graders 
Anne Meeker 

Subject:"Anger Management" Research Study 

Dear Parent: 
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Thank you for returning the release for your child to par-
ticipate in my study. Your child was not randomly selected to 
be a subject in the study. However, all primary students will 
have the opportunity to take the "anger lessons" with their 
regular music teacher following the completion of this study. 

I will make results of the study available following 
its completion this spring. At that time I will send home 
a note, and if you wish to receive a copy of the findings, you 
may indicate such on the note. 

All children returning their releases received a sticker and 
my hearty thanks for their interest and help. Again, my thanks 
for your cooperation! If you have questions, feel free to contact 
me at Fairview School: 782-3682. 

Anne M. Meeker 
Music educator/Music therapist 
Olathe District Schools 



APPENDIX H 

Meeker/Ault Pictoral Feedback Tool 

Test Forms A and B 



Enter the information in the right corner of this 
sheet prior to beginning the test, and not in the 
presence of the subject. Then go and getthe sub-
ject. If the information does not change from sub-
ject to subject, you need only record subject num-
ber before each individual test. 

School: 65 
Date: 
Treatment/Control: 
Test Form: 
Subject No.: 

Read the words under the photographs. After subject points, circle their choice as 
positioned on the page. 

1. FACE 1 2 3 

2. WHOLE BODY 1 2 3 

3. INTERACTION 1 2 3 

Read the story as subject views photographs, making sure to turn pages as indicated 
in the story. Following completion of reading, begin the cassette tape player 
(as inobtrusively as possible). Then read three sentences following story. 

4. Tally the number of choices generated. Encourage QUANTITY. 

5. Read 
at a 
This 

A: 1. 
2. 

the following choices for the test form you are giving. Read them one 
time, allowing the subject to generate possible consequences for each. 
data will be recorded by the cassette tape player for analysis. 

What will happen if Bob chooses to push Susan back? 
What will happen if Bob chooses to tell Susan he is angry because she 
knocked his elbow and now his lunch is ruined? 

B: .f.2..What will happen if Linda chooses to argue with the teacher immediately? 
7. /~What will happen if Linda chooses to accept the fact that she~ talking, 

and asks Tom to please not talk to her during quiet time? 

6. Ask the subject to choose one of the two outcomes presented. They may point 
to the picture or verbalize their response. 

A: What is the best choice for Bob to make? 1 2 Why? 

B: What is the best choice for Linda to make? 1 2 Why? 

("Why's" will be recorded by cassette tape player for analysis.) 

Turn to final page, read the page, and return subject to the classroom. 



66 

F0~'1 A - Story 

(Photo 1) It is time for lunch at school, and Bob is very hungry. 

(Photo 2) He waits patiently in line until it is his turn to get his food. 

(Photo 3) He takes his tray from the cafeteria lady, and his mouth waters 

at the sight of his tasty meal of spaghetti, muffins, jello and orange juice. 

But just as Bob is taking his seat at the lunchroom table (Photo 4), Susan 

knocks his elbow, and causes him to spill his orange juice all over his 

spaghetti. 

(Start cassette tape recorder.) 

(Photo5)Bob is angry. 

What can he choose to do next? 

Think of as many different choices as you can. 

(YOU ~fAY REPEAT THE ABOVE THREE SENTENCES IF NECESSARY.) 



67 

FORM B - Story 

(Photo 1) It is quiet time in Linda's classroom, and all the 

students are to work at their desks. (Photo 2) As Linda is busy reading 

a book, Tom taps her on the shoulder and asks to borrow her eraser. 

(Photo 3) Linda tells Tom that he should not be talking. (Photo 4) 

Linda's teacher sees her talking, and automatically gives her a bad 

~ark for not following the rules. 

(Start cassette tape recorder.) 

(Photo 5) Linda is angry. 

What can she choose to do next? 

Think of as many different choices as you can. 

(YOU MAY REPEAT THE ABOVE THREE SENTENCES IF NECESSARY.) 
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