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ABSTRACT

The main purpose of this study was to determine the effectiveness
of social problem solving skills programme in the treatment of social cognitive
deficiency among male secondary school students.

The quasi-experimental equivalent control group design was adopted for
this study. Three male schools in Sokoto metropolis were randomly selected,
pre-tested, and assigned to two experimental conditions, namely: treatment and
control groups. The treatment group was made up of two schools and had a
sample size of 105 students, while the third school served as the control school
and had a sub-total sample size of 64 students

The treatment sessions were based on 12 treatment modules constructed
for this study. These modules focused on particular topics considered necessary
in promoting social cognitive ability. For each of the two treatment schools, there
were three contact periods per week and each contact or treatment session was
centered on a particular treatment module. Treatment session mainly involved
direct instructions, discussions and assignments and this researcher himself led
all such sessions. In all, treatment lasted for four weeks. The "t" test for
independent samples was used to test three of the null hypotheses for this study,

n,n

while the fourth hypothesis was tested with the Mann-Whitney "u" test.

Results of analyses on data collected led to the rejection of all four null
hypotheses. Significant differences were found between the treatment and
control groups in their posttest mean scores on all research variables. The

Vi



treatment group obtained significantly high posttest mean scores on Social
Information Processing Skill Scores (SIPSS) and Social Reasoning and
Interpersonal Understanding (SRIU) factors, and lower posttest mean scores on
attitudes and Personal Social psychological Problems Index (PSPPI). This
means that treatment has yielded significant increases in participants' ability to
solve social problems presented in hypothetical situations and to reason at
higher levels in interpersonal dilemma situations compared to the control group.
Although, the increases were assessed mainly on students' responses to
hypothetical social and moral dilemma situations, discussions of the results seem
to suggest that obtained results also have significant implications for participants'
ability to solve real life personal, social and psychological problems. Increases or
high scores on SIPSS and SRIU seem to point to better ability to solve personal,
social and psychological problems, while low scores tend to indicate poor ability
to solve such problems and hence greater susceptibility to real life personal,

social and psychological problems.

Several recommendations were also made based on the findings of the
study. This include the need for intensive guidance and counselling based
intervention programme to be mounted in male boarding schools within Sokoto
Metropolis in order to remedy the relatively high prevalence of social cognitive
deficiency. It was also recommended that more attention be paid to social and
cultural factors, particularly, beliefs in superstitions, indiscriminate use of

proverbs and maladaptive interpretation of the belief in predestination because

these seem to have negative influence on their social cognitive skills.
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Finally, it was also recommended that similar researches be conducted on
social cognitive skills, particularly, those that would include female samples, rural
schools and other ethnic groups in Nigeria because these have not been fully

covered in the present study.
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DEFINITION OF TERMS

The following definitions constitute the operational meanings of the terms against which
they appeared throughout this study,
ABILITY;

This is defined as the currently available power to perform
something. In this study, an individual's mean score on the SCAT
measured ability.

COGNITION:
This refers to any process for becoming aware of an object or
thinking about an cobject or a situation. The ability to become aware
of social aﬁd interperscnal relations presented in hypothetical
situations was considered an as’pect of cognition in this study. !

COMPETENCE: |

- This is the ability to deal effectively with the requirements and

possibilities for different situations. In this study, high scoreson the
different social and moral dilemmas were considered as inductive
of competence. 3

PROBLEM SOLVING SKILLS: .
These refer to the ability to diagnose the features of socia! problem,
identify cause and frame hypotheses. Others are generating and

testing altermatives, determining possible obstacles to solutions,

developing and implementing plans.
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SOCIAL COGNITION:
Basically, this refers to how individuals think or understand the
relationship between themselves and the social objects of
knowtedge. In this study, social cognition was measured in terms
of an individual's ability to detect the problems in the moral and
mter personal problems on the SCAT.

SOCIAL COGNITION SKILLS:
These refer to the ability to understand self and others and the
interfocking refationships thereof, the ability to demonstrate
accurate empathy in a particular situation, knowing what to say and
how to act in problematic social or maral situation, and having a
grasp of moral principles. High scores on SIPSS and SRIU on the
SCAT indicate high social cognitive skills or ability.

SOC'IAL COGNITIVE DEFICITS.
These refer to inability to co-ordinate social perspectives,
inaccurate empathy in inferpersonal relationship, inability to
process social information effectively and a poor understanding of
moral principles. In this study, social cognitive deficits refer to low
scores on the social cognitive test for SIPSS and SRIU factors and
high scores on PSPPI and ATSPS.

SOCIAL INFORMATION PROCESSING SKILLS/SOCIAL PROBLEMS

SOLVING SKILLS:
These inciude the ability to search for and interpret social cues,

generate alternative solutions, decide on an optimal respaonse

xviii



and enact the chosen response in problematic social situations.
These skills also rely on a certain degree of cognitive self-control
and the ability to inhibit hostile or inappropriate socia! responding.
For this study, scores on the social information-processing test give
a measure of participants’ social information processing skills

(SIPSS) or sacial problem solving skills (SPSS)
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CHAPTER 1
INTRODUCTION

1.1 Background to the Problem -l'!
Perhaps, the mos! consistent characteristic of life in the real world is that wle are
faced with one type of problem or the other, at virtually every given point in'?ltime.
Some of these problems are quite common in nature and have readily ava}ilable
solutions, while others are very difficult, complex and complicated just as are the
solutions to them. For yet others, we have to calculate the certainty or probab_il_ity of
their occurrences, the likely magnitude with which 'they may present themselves:. and
the solutions (if any} to them. But, these complexities not withstanding, the abi[ity to"
successfully solve or find sofutions to these problems has been identified for the 'bast
several years and is still held as a major distinctive altribute of a well adapted person
( Schue, 1980; Dominowski, 1890; National Advisory Mental Health Council, 1996;).
This is why problem-solving and management approaches are at the core of
.many specialized helping and social work professions which aim at assisting |
individuals prevent, manage and resolve their troubles. For example, cne of the often
slated goais of counselling is to develop the personal decision making and problem
solving abilities of its clients (Jones (1976); Heppener & Frazier 1992). Moreover, as
Krumboltz and Thoresen (1976} have long pointed out, the concern is not merely
with finding solutions to today's praoblems but alse with teaching melhods‘,‘j and
techniques that people can use to solve future problems. Recently, Guerra (:1.993)
also made similar observations; "teaching teenagers the cognitive skills
necessary to inhibit impulsive behaviour and solve social problems can

t
provide a sclid foundation for effective social interaction” (p.7) In addition,
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(1996:182) emphaticaily stated that “the key to human intelligent behaviour
lies in the capacity for thinking, reasoning and problem-solving..." (p.182):_.‘

Unfortunalely, despite this fremendous importance of problem soﬁlving
skills, much remains to be done. Egan (1988) made this point guite cléarly
when he said; although "talk about the importance of problem solving is
everywhere, review the curricula of our primary, secondary and higher‘;level
schools and you will find that talk cutstrips practice” (p.8). Similarly, Heppener
and Peterson (1982) observed that “researchers within counselling have not
develop a technology for helping clients with regard to probiem-solving: and

decision-making” (p.G6) "
The main reascn for this situation, achording to Egan (1986), waé"lhe
belief that probiem solving skills are picked up through experience. To sﬁme
extent this mith be true. For example, research reports have poinied out,
among others, that some evidence exist about differences in cognlitive
capacity across childhcod and adolescence, in such areas as knowledge
base, sirategy used, and meta-cognitive abilities (Guerra, 1993). She further.
points out that processes that are highly important at one developmental
period may be less significant at others. Impilicitly therefore, some prol;)lern
solving skills can be acguired as part of normal human development _Iand
experience. However, the presence of ineffective or unsuccessful problem
solvers in schools (Egan, 1986), the presence of personality maladjL'lIsted
students as noted by the National Policy on Education, (1981:48), a Ion.g list
of behaviour problems in Nigerian Schools (Akinboye, 1987, Chu’kwu,
1987:137), all stronyly indicate that problem soiving skills picked up as a
function of normal human developmental processes are not adequaié to

il

assist individuals become successful problem solvers.
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YZurrilla and Goldfried (1971) articulated one of the earliest theorepical
models of social problems sclving. They formulated a five-step process of
solving personal and social problems for adults. They proposed that to Solue
any personal or soctal problem, an individual must first, identify a situation as
problernatic, second, generate a variety of possibie solutions; third, evaiuate
the consequences of previously generated solutions; fourth, decide orf an
optimal response; and finally, enact the chosen strategy. An adult who was
deficient in these cognitive skills was believed to be at risk for a range of
psychological problems. ’

This model has since been modified and applied to children's social
behaviour by ﬁ1any other researchers. From such studies, according to
Guerra (1993), evidence suggests that alternative solution and consequential
thinking are the cognitive skills that best predict behaviour adjustment for

4 .
children, and that the remaining social cognitive skills gain importance dIUliﬂg
middle childhood and adolescence. These researchers also found significant
relationship between biases and deficits in processing information:: and
problem behaviour in children. . _

Other studies have extended these research efforts to adolesclents‘
For example, Dodge; Price, Bachoriski & Newman, (1980), have developed
social problem solving models for aggressive and aggressive-delinquent
adolescents. from this study, aggressive and aggressive delinquents have
been found to be more likely than their less aggressive counterparts to aqut

hostile goals, and are also less likely to seek additional information, generate

alternative solutions, and choose non-aggressively. In short, individuals who



are deficient in social problem solving skills are more likely to be aggressive
and less successful in problem solving. |

A major weakness of all these attempls to extend social problem
solving skills to the various segments of the population has beenl the
emphasis on the social preblem solving skills to the neglect of other fa;étors
particularly those that affect the “machine” that does the processing (i.e:. the
problem solver himself). [For example, it 1s an established fact that cog;jitive
processes Interact with affective processes and behaviour (Heppen:er &
Frazier, 1992). Alsc, there is the fact that an rindividual‘s belief system grleatiy
determines his social behaviour (Guerra, 1993), including his social pro:biem
solving. Thus,.there is the need for social problem solving models td pay
greater attention to those inhibitory traits of the problem solver. Some re:c_:enf
models of social problem solving are increasingly giving these factors Imore
consideration. An example of these attempts is the work Slabby and Gﬁerra
(1990) who developed a social problem solving intervention programme for
incarcerated male and female adolescent delinquents. The focus of this
programme is to increase participant’s social information processing skiilsnand
to modify beliefs that support the use of aggression across a range of social
situations. |

Although the recent efforls are impressive, more can stifl be dore. For
example, NAMKC (1996) stated that the socio-cultural environment of pe;c'f:rple.
how they live, what they value, what they do - has a significant effect on the
intellectual skill developed by the individuals. Thus, since social problem
solving skills are essentially inteliectual skills, it ié imperative that a

!



consideration of the socio-cultural environment of the target population ;nust
be made in order lo achieve more effective and permanent results. This is
particularly so v view of the fact that much of the earlier researches Iand
existing intervention models were developed and conducted in the United
Slates of America and other developed sccielies. On the local scene, there

seems to be dearth of research and intervention models on social problem

solving.

1.2 Statement of the Problem ’

Several studies have reported the prevalence of personal, social
psychological and other forms of behaviour problems among seconldary
school siudents. Okon {1984,1986) for example, has reported several t;-ypes
of problems facing secondary school students ranging from personal to
interpersonal social and psychological problems. Mukolu (1997), also found,
bersonal social related problems such as social isolation and neglect by ;?,eers
among students in Command Secondary Schools in Nigeria. !

Chukwu (1987) also reported several types of behaviour prohiems,
which seem to be typical of reported problems Secondary School Studeh_ts in
various parts of this country. . |

In general, the assessment instruments employed by most of these
studies tended to emphasize the “out-ward” or “cbservable” manifestaliojns of
such problems, rather than the internal and perhaps the more serious causes.

Although Bakare's (1977) Student Problem Inveniory has sections on

personal, psychological problems, it works with students’ own rating of these



problems which does not say much about the particular social cognitive skills
causing such problems.

The identification of the particular cognitive deficits causing personal
social probleims i1s however, only one side of the problem. An even iﬁore
serious problem which counselling research does not seem to emphasize,
especially in Nigeria is the specific steps and techniques Secondary Schools

students would require in solving such classes of problems.

‘.'.
Furthermore, even amaong exisling models, background literature seems to
’ |

suggest ihat a lot could still be done to increase the efficacy of social problem solving models
and programmes. Most of the existing models for example, tended (o focus just on the
discrete social prﬁblem solving skilts to the neglect of other factors such as the excil;étory,
inhibitory and social cognitive competencies that affect individual's ability to solve social
problems. There s also the need for social problem solving skill programmes to contiol for

socig-cultural varigbles in the life of individuals because these also lend to have influenq'es on.

beopfe's abitity to solve social problems. -

\

This siudy was conducted to examine ihe effectiveness of sc’fcial
probiem skills programme on a sample of senior secondary Il students who
were considered {o be deficient in these skills. However, because of the
issues raised above, and particularly the recommendations made by Fenton
(1978); Guerra (1993); NAMHC {(1998), and Neisar et al,, {1996), the present
programme included modules on social information process skills, as well as,
other social cognitive skills and concerns which were considered necessary

for achieving optimal success in solving personal, social and psychological

nrovhiama



1.3

(1)

(2)

(3)

(4)

1.4

(1

(2)

Research Questions P
The following research questions were raised for the present study: - ll
Would treatment in social problem solving skills programme yield .ény
positive result for a sample of students considered deficient in so;:ial
information processing skills?

Would treatment in social problem solving skills programme produce
any posilive result for a sample of sludents considered to be
functioning at lower levels of social reasoning and interpersonal
understanding? ’

Could treatment in social problem solving skills lead to any significant
reductioﬁs in the number of items considered as negative attitudes and
behaviours towards social probiem solving? o

|
f|
1

Could treatment in social problem solving programme lead toj any
significant reductions in the number of items considered as problems

on real life personal, social and psychological problems index?

Objectives of the Study
The study was conducted lo achieve the following objectives: -

Construct relevant social protzlem solving skills programme to be:'iused
in the treatment of sacial cognitive deficiency among senior secoridary
I} students. |

Examine the effectiveness of {he social problem solving ‘_skiils
programme in the trealment of deficiency in social inforrﬁation

processing, social reasoning and interpersonal understanding skills.



(4

1.5

©)

1.6

study. -

Determine whether ftrealment in social problem solving skills
programme could lead to reductions in negative attitudes towérds
social problem solving?

Find out whether treatment in social problem solving programme cauld
lead to any significant reduction in the number of items considere.;:! as
difficullies on a real life personal social and psychological prolé)lern

index. i

Assumptions
This study was based on the following assumptions that: -

There afe specific social infformation processing, social reasoning and
interpersonal understanding skills which individuals could be taught to .

recognize and apply appropriately through social problem solving skills

*

treatment programime.

individuals who are deficient in these skills will experience tlﬁore
difficulty in their ability to solve hypothetical personal, social and
psychological problems, while those who have acquired significant
amounts of these skills will have less difficulty in solving such
problems.

It Is possible to obtain significant reductions in negative attitudes
towards social problem solving through treatment programines

designed for this purpose. 5
I

Null Hypotheses A

The following null hypotheses were tested in order o achieve the objectives of this

i



HO1I

Hng

HO3:

HO,{.

1.7

There is no significant difference between the post test mean scores of

the treatment and control groups on measures of social information

"

processing skills (SIPSS). ]
There is no significant difference between the post test mean scores
for the treatment and control groups on measures of social reasoning
and interpersonal understanding (SRIU).

There is no significant difference between the postiest meané on
attitude for the treatment and control groups.

f

There is no significant difference between the post test mean scores for the treatment
ond control groups on the personal, social and psychelogical problems index
(FSPPI).

Significance of the Study

This study is significant for several reasons. First, it is particularly

refevant to the goals and objectives of secondary education as stated i the'

New National Policy on Education (revised, 1981:16). Two of the

objectives of secondary education, as stated by the document are; “to é'quip

students to live effectively in our modern age of science and technology”, and

to “raise a generation of people who can think for themselves”. Perhaps_,f one

of the best ways of achieving these objeciives is through teaching students _

effective prablem solving skills. Watts (1992:16) for example, stated' that

some of the virtues of problem solving are that it:-

1.

2.

encourages youngsters to iake ownership of a task,
encourages decision-making and many social skills,
provides relevance in real life context;

is a vehicle for teaching many scientific skills
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5. is & form of both active learning and discovery learning; “

8. allows cross-curricular activity, to mention just a few. b
Guerra, (1993} also enunciated that; 'adolescents’ social competence

can be promoted by providing activities that foster cognitive deveiopmént in

social problem solving skills in terms of both general enhancement acti;aities

and specific clinical interventions”. {p.58}

Recently, NAHMC (1996) in it's “new approach to intelligence”, stgted
that although individuals may differ in how much they know, the most
significant differences seem to relate to pe0|;le‘s ability to plan how to solve a
new problem, to decide about alternative approaches to that solution, and to
monitor progre.ss towards solution. Clearly then, research efforts in proplem
solving, particularly those that involve constructing praciical teachable
modules or unifs, can go a long way in providing the needed tools to develop
students’ ability to “think for themselves” or to paraphrase Clark and f?ala11
(1990), become "autonomous problem solvers”. :T‘

Another important reason for this study is the need for locally adapted
social problem solving mode! that would address the major socio-cu:lltural
factors, which can influence the social problem solving process. This is
pariicularly so considering recent research findings which strongly relatel the
social-cultural environment of the individual as important determinant of
hisfher cognitive functioning and capacity. For example, NAMHC (1.995)
reports a study, which found that in Denmark, the rate at which social cuitural

factors affect recovery (two years after the first episode of schizophrenia) was

6 percent, but in Nigeria it was 58 percent.
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The study also has important implications for the national econbmy.
For example, NAMHC (1995) reported that despite the striking progress
achieved by the mental health professionals in the United States of America
in understanding the origins of mental disorders, and developing more
powerful ways to diagnose, treat and prevent them, mental disorders 6f all
types cost that nation an estimated 148 billion dollars. This figure, the report
continues, includes treatment of 67 billion dollars — that is 10% of the::ltotal
annual direct cost of health-care iq{ the same country. Although such
estimates are not available for Nigeria, one will expect that the figure ma';z not
be anylhing proportionately less than the figures for the United Statﬁa’s of
America. This is especially so considering the fact that Nigeria has not
attained the excellent level of health care facilities achieved by the Western
European countrigs nor have we achieved the scientific and technical fi_ts in
research and therapeutic mode'us for mental health. Moreover, with such an. i
alarming statistics as those cited above with regards to how socio-cultural
factors affect mental health, it might be safe {o conclude that the cost to the
economy (both financial and human} will be proportionately higher than the
figures for the United States of America. |

However, through research efforts such as this, it is hoped that these
heavy human and financial losses can be reduced to the bearest minimum.

This is because “autonomous problem solvers’ are more likely to achieve

better mental health, adopt positive mental attitude to life and become self-

actualising and productive individuals. M) .
amtynd 0 '
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Another significance of the study is its directed relevance tb the
students themselves. Numerous studies have reported varicus kinén‘s of
social maladjustment problems among secondary school students in Nigeria.
The National Policy on Education (Revised, 1981) for instance, has
acknowledged the incidence of personality maladjusted students. Abul;;akar'i--
(1989) reported poor career planning abilities and unrealistic life plans an"l.ong
secondary students in Sokoto State. Chukwu (1987:147) also report_ed a
relatively high incidence of sexual pf‘()miscuity, fighting, alccholism, bullying
and rebellicus acts among secondary school students in Imo State and that
these problemms are mainly caused by “failure to complete developmental
tasks and grthh problems”. Okon {1884) also reported very high percenltage
of numerous types of problems that secondary students in forms 3, 4 and 5
are facing. Such problems according to him, inciude lack of sufficient time for
reading {65/73/32 percent for forms 3, 4, and § respectively). Worrying gbou£
il treatment in the school (47/42/32 percent for forms 3, 4, arlid 5
respectively), worrying about what to believe, to mention just a few. ¥

No doubt, it is appropriate to adduce that, in addition to other factors
mentioned hy the authors, these problems are also caused E;ﬁdfor
perpetuated by lack of social problem solving skills. Consequently, teai'ching
students these skills is one of the surest ways of assisting them fo me;fhage
their problems mare successfully. .
Finally, it is hoped that this research will stimulate more counse.‘llling

research in the area of human problem solving in Nigeria, as well as provide

textbooks writers and curriculum designers in guidance and counselling, with
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some maternal to consult in their efforis to provide reliable literature on topics

related o social problem solving. j
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1.8  Delimitations of the Study

LI

To ensure effective control on both experimental variables' and
;

participants, the following delimitations were considered necessary; '

1. The study was delimited to only 4 weeks (3 contact hours per wee:k) of
instruction, modeliing discussion and practice in social problem sglving
skills adopted for this study. There was, however, no treatme:nt of
whatevelr kind for the control group (except the pre-tests and post;test

to be administered on them). !

t

2. The study was also delimited to students at the senior secondary

school Il level in two male boarding secondary schools within Sckoto

b

metropolis, so as to ensure firm control of experimental variables and
i

conditions. %fl.’

h

3. Although, there are many social problems salving skitls intervérjtion

models, this study was delimited to only the outiine employed by this
_ )

|
researcher. This measure was taken to ensure that the mogules

designed for this study were given full attention and adequate pral\llctice

during treatment sessions. 'l

4, Similarly, aithough there are other methods of assessing fé._bciai
cognitive skill deficits, assessment and classification or categorisation

of deficits was delimited only to the outline adopted by this reseaicher . This
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was considered necessary because existing models do not seem to fit

the objectives of the present study. i

Summary

One of the often-stated goals of Counselling is the development L;v_f the
personal problem solving and decision-making abilities of its clients. This is
because such shills are generally believed to be the most important
determinants of success in solving tr.ie myriad of procblems and chalienges
that people face in everyday life. Even though initially there had not been
enough systematic counselling researches on problem solving, yet there is
reasen to believe based on cunient literature, which some progress has been
made in the past two decades. §

However, despite these recent successes more could still be ci;:ne.
This is particularly so at the local level where there seems to be virtual dearth'
of relevant social problem solving skill enhancement programmes, in-spite of
the critical need for such materials. This study was specificaily designe!ed to
determine the effectiveness of social probiem solving skills programmebn a

sample of senior secondary 1l students considered to be experiencing serious

deficiency in such skiils. B



CHAPTER 2 ;

REVIEW OF RELATED LITERATURE
2.7 Introduction
The purpose of this study was to delermine the effects of social prc;blem
solving programme in the treatment of social cognitive deficiéncy.
Caonsequently, an attempt was made in this chapter to review rel.ated
lilerature on the following major areas. I.
(1) Definition and nature of social problem solving;
() The major stages of social problem solving process,
(i)  Stralegies for solving personal social problems,
{IV)  Theoretical approaches in the study of problem solving,
(V)  Factors affecting problem soiving.
(V1)  The nature and approaches to social cognition,
{(VIl) Types of social cognitive skills,

(V1) Assessment strategies for social cognitive skills,

- momcr

(IX) Related empirical studies.

2.2  Social Problem Solving.
2.2.1 Definjtion of Problem _Solving

Problem solving is one of the most complex activities that human
beings engage in. 1t often calls for ali the cognitive facilities for information
comprehension, remembering, reasoning and decision-making. In \'fact. E

based on their “arbitrary” division of the subject matter, Radford and Burton
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(1978) stated that problem solving has perhaps the best claim té be
considered synonymous with thinking itself. Anderson (1833) also makes a
case for problem solving as “the structure that organises human thot{}ght”.
Beyond lhese general agreements however, authors have differed in their
definition of problem solving and furthermore, each definition tends to reflect
some theoretical biases or inclinalions. ';;‘

Anderson (1993), Galton (1970), and Davis (19686) all identify problem.
sclving as a learning process by whicl_1 the learner discovers the combination
of previously learned rules (often in form of stimulus-response bonc;s or
associations), that can be applied to achieve a solution. The process often
leads to or resﬁlts into new learning. For the Gestalt psychologists, problem
solving is the attainment of a sudden insight intc a problem (Stevenson,
1993). Some of the processes leading to this “sudden in-sight”, according to
them, are seleclive perception and fantasy thinking.

From the information processing tradition, problem . solving is L;;ften
defined as the process of “selecting’, “traversing” or “moving” throug:h a
problem space 1o find one of a rare set of paths with preferred properties
(Newell and Simon, 1972, Green, 1988). Thus, the major concem of the
information processing theorists in problem solving is to chart the sequen:ce of
events from the statement of the problem to iis final solution. I

For clinicians and social workers, problem solving refers to the pro‘ucess
of overcoming difficuifies encountered in the aftainment of an objecﬁvé. It
seeks to release tension and restore the organism io a slate of irl_mer.'

equilibrium through adjustment to circumstance or alleviation of hindrances
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(Bingham, 1968, Watson and Tharp, 1985). This process of overcdming
difficulties often consist of a set of sequential steps that minimise negative
emotional under currents, while maximising the identification, evaluation and
implementation of optional solutions (Bellack, Morrison, and Mueser (1952).

Distinctions are alse made between domain specific and gé'neral
problem solving. The argument for domain specific problem solving states
that, people tend to encode the concrete specifics of a problem rather than its
more abstract generalities. Hence problem solving by analogy (thét is,
applying general problem solving principles to specific problems), is un;likely
to be the basis of problem solving (Hegarty, Mayer, and Monk (1995). - On
the other hand., those who support the idea of general problem solving skills
argue that there are indeed, some general cognitive skills which are ca;Jab{e
of "building in”, generalisations to a wide variety of situations (Dominowski,
1990, Guerra, 1893;). Newell and Simon's general problem solver |s an
example of this approach.

Another distinction that can be made with regard to the naturé of
prablem solving is that between preductive and reproductive problem salving
{Scandura, 1977- Stevenson, 1993;). Based on his work on higher order
rules in probleim solving, Scandura {1977), acknowledged the exislendllt:'—: of
some basis for Wertheimer's (1945) classification of problem solving finto
reproductive and productive.  Reproductive problem  solving refers to
selecting rules from past solutions to sclve all other problem like ti}em.

Productive problem solving on the other hand involved identifying parallels
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among successive applications of rules to problem situations to solve a set of
1‘Jf
problems larger than originally envisioned. 1

Finally, one of the comman ways of discussing the nature of prd'blem
solving found in the literature, is to distinguish between successful or e:i;lpert,
and unsuccessful or novice problem solvers. Mcguinnes (1990; 302) for
example, stated that “conclusions from meta cognitive studies indicate ihat
expert or mature problem soivers differ from novice or unsuccessful problem
solvers because they have greater k\nowledge about when and how to use
their cognitive resources”. Moreover, they also have a larger repertoire of
responses and a high probability of making the right selection. On their part,
Whimbey and. Lochiead (1982), and Shure and Spivack (1978}, identified
several characteristics or aftributes typically associated with good and bad
problem solver. Good prablem scivers, they believe, tend to have positive
atlitude, concern for accurate understanding problems, avoiding guessing to.
mention just a few. Poor problem solvers, on the other hand, tend to:_ lack
these attitudes. 1

From this brief discussion on deliniticns of problem solving, ._it is
apparent that there are many views and cenceptions of the complex aétivity
called problem sclving. However, there seems to be a general agreer_nent

l_
(except in the case of the gestalt psychologist), that it is a process ttj‘at is
made up of cerlain steps or stages. In the nexl segment of the review, an

attempt is made to identify these steps or stages particularly those that‘_'are

relevant for social problem solving.
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2.2.2 The Social Problem Solving Process

The major stages or steps including the following: -
1. Recognition or Identifying Problem

One is said to have a problem when he/she wants something and does
not know immediately what series of actions he/she can perform to acﬁieve
the goal (Stevenson, 1992; Wallts, 1982). The desired cbject may be very
tangible (e.g. a banana to eat) or abstract (such as developing a theory). |t
may be specific (that particular banana) or general (something to relieve
hunger). Problems may also be simple and rouwline as preparing a meél for
dinner, or as complex as developing an elegant new work of art. Problems
may also be emotional in content. :

Problems can also be identified in terms of their leve! of difficulty.

Watts (1992:9), for example, idenlified the following levels of prohbiem

difficulty.

Level 1 - Sclver already knows solution.

Level 2 - Solver already knows rufes for obtaining sofution

Level 3 - Soulver learns correct solution during that task

Level 4 - Solver has to select and evaluate operations for obtaining a |
Solution

Level 5 - Solver has to reformulate problem and/or produce some
unusual Method of solution.

Level 6 - Solver has to realise that problem exists. !

Kosonen and Winne {1995) defined problem in terms of format rather

than domain, because according to them, the latter connotes different subject

{
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areas. From their perspective, problems can be said to be of three méjor
kinds; probabilistic, objective and subjective. In probabilistic format, random
variation in a sample of data is obvious in the problem presentation (e.g. there
is explicit mention of a random sampling procedure). In the objective format,
an objective quahiative metric rather than random vanation (e.g. pounds as
opposed to how fat a person is), is used to describe data. While in subje_gtive
format data from a samplie are .not reliably measured (e.g. how "funniy" a
situation is}, and it is not explicit whether random sampling has been usci;d to
select cases, |

The mmpertance of recognising a situation as problematic is‘-". that
awareness of the existence of the probiem often produces greater sensilivity
to, and realisation of the need to solve il. This is why the most difficult
problems are those that we are not aware of their existence because wi.thout‘-_.l__
éuch recognition or acceptance of the problem as real, we never makel‘_'any
elfort to solve it. In a sense therefore, all the other stages of the problem
solving process are dependent on the first slage.

Some of the frequently used method of assisting people to recognise
social problems are encouraging them to ask questions, observing what is
going on arcund one's environment, paying attention to the inner happéning
inside ones self now and always (Harris, 1377). Priestley (1978)
recommends the use of senlence completion and problem checklist {o assist
individuals recognise or idenlify their problems. Sentence comp!etion
exercises simply involve asking individuals to supply answers to the foilgwing

question (as honestly as they can).
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“My bestproblemis.................L

Additional information could be added by supplying answers to a
furlier sentence.

‘I also have problems with................ "

Although answers might somelimes be naive and incomplete, Iguch
exercises often do provide a basis for further processing and proving -

if) inferpreting or Analysingﬁ Probfeins

Analysing problems involve breaking them down inlo smaller andllless
inlimidating parts. It also involves identifying in all the possible consequefﬁces
to self, others and society as a result of failure to soilve it. Theoretically, one
of the basic activities involved in interpreting or analysing a problem is thét of
creating a mental model image or picture of that problem. Accordiﬁg to
Green (1988), the mind makes use of a wide variety of representatioﬁs or
picture of the various elements of problem, which are sometimes not availéble
to our conscicus memory. The mind might use visual images, graphs or
hierarchical trees to achieve this.

In more practical terms, Priestiey (1978) recommends the use of the
5-h system, patlern notes, ranking, to mention just a few, to analyse the
various aspects of a problem. The 3 - 5-w-h system for example, assist
people to determine the scope of the problem by asking, in relation tol any
problem. What?, Who?, Where?, When?, Why, and How?

This means asking oneself, what is the problem? Who does it élffect
(is it me, my friend, wife etc.) Where does it bappen {at home or ih the

[
school}? When did it begin? Why does it happen (is it my own laziness or
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unwillingness to solve or do something about it? And how could it be
tackled? Through this procedure, individuals will be able to analyse Imany

parts of the problem, which are hitherto unciear or suppressed.

ii) Generating or Determining Possible Solutions ]

In theory, determining possible solutions or alternatives to proﬁlems
essenlially involves selecting operalors for a particular problem spacé. An
operafor is an action that transforms one state into another state. Fo‘rl- any
problem solving situations, there by yielding a variety of subsequent states
(Slevenson, 1992, Newell & Simon, 1972). Selecting an operator for a
particular probiern-solving situation often involves the application of foresight
(le. a problem solver must answer the question: which of the se\::eral
alternative operators shall apply next in building this path towards the goal’)
Although this stage sometimes includes determining the strategy and the
obstacles to be faced in solving the probiem, these are not discussed here.
(They are discussed in a separate sub-section). |

One of the most frequently used method of assisting peopllel to
generate solutions and alternatives to a problem {In fact in all the stag{s’s of
social problem solving process), is brain storming. (Priestley, 19?8;Natts,
1992). The major aim of any brainstorming exercise is to generate as r;any
ideas as possible on a given topic. The basic rules for brain storing are:- 4'

(i} Suspend judgement : The value of the ideas can be sorted out Iaté_f;
(i) Aim for quantity not quality. That is, produce as many ideag as

possible at the inilial stage.
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(iiy Let the mind wander-wild and quirky ideas can be turned out to be
winners. |
(iv)  Build on the ideas of others — respond to what is already written up,
add to it, expand it.
A re-run can be carried at a later time to dig out other ideas that have
not been that have not been identified at the first attempt.
(iv)  Gathering or searching for Information or Data
Reliable data or information is an imporiant component of the problem
solving process. Information can widen and deepen the quality of declrlirsion
making (i.e. selection of optimal solution). In some probiem solving situations
ail the informat.ion that is required may be easily and readily accessible t6 the
prablem solver. | '.f

|
However, in many problem-solving situations, infarmation is not always

freely available, while in yet other situations particularly personal social‘
problem information required is often scanty. To make matters worst, épme
individual lack the skill to extract relevant information to solve their probl.e_ms.
Other additional sources of difficuity include information sampling errors and
biases (Tversky 1975, Ariel 1992, Heppener and Frazier 1992). To ensure
that relevant and reliable information is gathered, individuals must
painstakingly track down and sniff out all the information they can get to
achieve this. Priestley, (1978) recommend the following:-

(i) The use of case studies, which illustrated the information — gétling

process

(i) Asking group members or other significant persons in his/her life. -
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(i)  Visiling specific areas which might contain desired information e.g.
libraries.

For some authors (e.g. Egan, 1986, Bingham, 1968), scrutinizing .;nd
organising information is a separate siage of the problem solving pr;l)cess
while others (Dumas, 1992, Bellack, el al, (1992), it is part of the inforlﬁatiOH
gathering stage. At whatever, stage it is situated, information synthesis_;lis an
important stage of the process, Hand if adequately done, it can create: new
awareness, evolve new considerations and may often necessitalé re-
arranging what i1s already known about the problem. it may also Iead:'to a-
changed viewpoint and provide choices nol apparent in the oriQinal
formulation. |
(v}  Selecling or choosing the most suitable solution

If all the previous stages have been carefully and adequately done., the
solver is often faced with many alternatives or potenhal solutions all or most
of which might be used to solve the problem, this calls for evaluation and
decision making skills. Evaluation or decision making, with regards to problem
solving, demands thinking through each solution with all its implications, and
anticipating its possible outcomes and effects. it also demands being aware
and taking into account personal bhiases and prejudices that may influlénce
the choice of a final solution. Some of the processes, skills and methods of
selecting final sclutions one discussed in some detail below under decision

;

making and problem solving.

(viy  Implementing or applying the Solution into Action
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The goals of the problem solving process will not be attained un'lril the
solution has been put into action. This is why it is often said that identifying,
clarifying, analysing and generating solutions to problems are néﬁ to
worthless if the sofutions are not applied. That is, the probiem solving process
is never complete without applying the selected solution to solve the probiem.

One of the most important activities involves in this stage of the
problem solving cycle, is identify(ing the restraining and facilitating forc;as in
the course of implementing the solution into action. Restraining forces%_ can
come from within the problem solvers themselves, from others, and from the
social systems of their lives. Similarly, the facilitating forces or resources in
implementing éolutions can some from others pergons pilaces or things t{l the
environment of the problem solver, .

sSome of the praclical methods of assisting individuals to imple‘.lgnent
their solution are force-field analysis, use of check or think steps, tréining
solvers to be assertive, use of self contracts, evaluation feedback information
and making use of the principles of behaviour (such as self rewards and self
punishment or sanctions?) (Egan, 1986; Priestley, 1978). The forcelffield
analysis essenlially involves identifying factors that could facilitate and
restrain the attainment of a solution, and then identifying Wayé of
strengthening and reducing these factors respectively it thus involves the use
of the principles of brain storming as discussed above. Think or check steps
are essentially question steps, which problem soivers are required to supply

answers to. There are three of these steps.
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(i) Before check steps:- Questions under this step include, is it clear in ﬁ'ly
mind that | want this soiution? Do | have any reservations or fears
ahout this alternation?

(i) Puring Check Steps:- Questions under this category include, am |
experiencing any difficulties as a resull of this plan? What are the
negative forces that have developed as a result of this plan? :

(i)  After Check Steps-~ How am | feeling as a resull of the plan
implementation? Am | feeling depressed or defeated? What is the
lesson gained as a result of the action plan. No doubt, these steps are
simple and easy to use. They can also be of immense help ln the
process of putting solutions into action. :L
Use of self-contract is another belpful method in putting solution :i'hto

action particularly with solutions that might take longer time to achie\)‘é. S?H

contract or making contract with oneself is essentially, similar with other forms

of contract, although in this case both the contractor and the client, iére the
i

self. They could be aral or wrilten and should include rewards and sanctions

appropriate for the desired behaviour. They could be reviewed at a laltér time

and revised if necessary. It should be as specific as possible, and must

indicate the ime when i is {0 be reviewed. i
In sum, the problem soclving process is never complete With the

implementation stage. When this stage is carefully carried out, the problem

solvers gets a renewed confidence in self, gets a sense of accomplishment

and relef of the circumstances that warranted the entire process in the first

place.
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(vii)  Evaluation

Evaluation is another important step in the problem solving process.
Although it is discussed as the last stage of the problem solving proce:ss it}
this review, it is involved in all the stages of the problem solving process
(Egan, 1986). The problem solver is expected to, assess the quality,
adequacy and elfectiveness of the aclivities carried out in that stage. Thfét s,
a solver is expected to evaluate the quality, adequacy and effectivene_lss of
the steps in clarification, analysis, generation and selection of solutions. 'He is
also expecled lo asses the quantity and quality of the information gathered, *-
strategies and.action steps taken or adopted in solving the problem. It ls Y
this way that evaluation is often described as the "centre” or "thread” (Lgan,
1986, Priesley, 1978), which runs through the whole process,

There are two major types of evaluation in the problem sélving
process. These are; ongoing and summative evaluations. QOngoing
evaluation, according to Egan (1986) is much more positive. This is becéuse
it helps both client and helper to learn from what they have been doing,
celebrate what has been going well, and correct what is deficient. Summative
evaluation on the other hand, is often judgmental and involves qsking
questions such as have the solutions satisfactorily reduce or overcom;e the
difficulty around which the problem was constituted? Are there impficatiops for
new problem situations? Is the solution consistent with all aspects of the
problem? ;

The review in this sub section briefly dealt with the stages or steps of

the problem solving process, The review has, among others, highlightéd the

a
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need for further review on topics such as strategies for solving problems,

decision making, and competencies for choosing or selecting among

alternalives.

2.2.3 Strategies for Solving Problem

Anderson (1993) simply defines problem solving method as “"the
principles used for selecting operators’(p.37). The method chosen can vary
from blind search to e;eculing an algorithm that is guaranteed to find a
minimum step solution. Before a discussion of the problem solving methods, it
might not be out of place here to mention that the parlicular method a
probiem soiverl uses is partly a measure of his inteliigence, level of training
received, the goal(s) of the problem solver, the nature of the problem itself
and the task environment (Newell & Simon, 1972:847). These factorsf;-land
others are discussed fully under factors affecting problem solving. 4

In theory, there are two major categories of methods or strategie’hs for
solving problems. These are algorithms and heuristics. An algorithm is an
orderly sequence of instructions for solving problems. Algorithms have also
heen defined as "sets of rules, which if followed, will automatically gen{;rate
the correct solution (Lindsay & WNorman, 1977:555). The ruies:ﬁ for
multiplication for example, are an algorithm because if used/followed proi:_)eriy “
there will always be a right answer. One of the merits of algorithms is that it
reduces the problem-solving lask to a series of comparatively simple

operations. These operations are usually choices between allernatives and

hence can be used for simple real life problem solving situations. ¥For
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example, an algorithm can be set out diagrammatically so that the sul:rject is
faced at each stage with two clear allernatives. In therapeutic siluatioﬁs this
can be very helpful in getting individuals to face up two alternatives. ! :.

Unfortunately, despite the tremendous advantage of algorithms in
guaranteeing the correct solution to problems, they are not helpful in many
complex, ill-structured real life problem situations. This is becaué,e thq
appropriate algorithms have not been discovered for such problems, anﬂ may
perhaps never be disclovered since they do not exist (Lindsay & Norman,
1977:556). Thus, for the many and more complex everyday problems in our
social world, heuristic search methods are the enly option.

Heuristic search involves looking at a large portion of the problem
space at first, and then (by applying relevant information gained about the
problem) narrow down the search area until it becomes more manageable

“{Malim 1984.156). Accerding to Malim (19984} and Newell and Simon (1972),
three major categories of problem solving methods based or deriveq! from

heuristic search can be identified. These are:-
;
(1) Means — ends analysis .

(ii) Planning strategies

(i) Backward searching

() Means-Ends Analysis

Although not all-human problem solving is organised by means ends
analysis, Anderson (1993.:38) has opined that it has played the largest role in.
accounting for human problem solving behaviour. According to him means-

ends analysis are used in academic problem solving, in puzzies (like the
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Tower of Honaoi), in personal problems, in every day problem soiving':. to
mention just a few. In fact, according to him, means ends analysis seems {0
be an innate part of the coghitive machinery of humans and other prime;l{es.
In simple terms, means-ends analysis refers {o the process of breaking down
problems into smaller elements. After that each of these sub—prob!ems;l' (or
elements) are deall with by identifying the sub-goal or sub ends, whHéll'l not
forgetting the grand ends. The basic cycle, according to Anderson (1993} “is )
to luok for the biggest difference between the current state and the goal -state
and then try {o reduce that difference”. (p,38). The problem solver then
makes a sub-goal of eliminating that difference.

Far example, if the goal of a prablem solver is to reduce Iatenesls to
school and he thinks that the biggest sub problem in this regard in developing
a good lime table that will ensure not going to bed late. He will first make a
éub-goai of removing or solving this sub-problem. In this case, the prob!em
solver is no longer working on the “ofiginal” or “grand goal”, but on the sub-
goal. {tis important at this junciure to note that goals can refer either to the
difficulties to be surmounted or gaps in information and specification to be
filled (Newell & Simon, 1972:839). In both cases, their confgll1ued
existence simply implies that there must be a continuing effoit to reacﬁ that
goal. *

Anderson (1993:38) observed that means ends analysis can aiso be
lead to optimal problem solving in novel situations. Perhaps because i:t__ uses
information about the relation between the working forward and wbrkingﬂ

backward terminals (these concepts shall be discussed in detail shortty),
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thereby imposing “a far more powerful directionality on the search than ;Jther"""_
procedures”. I‘

The major features of means ends analysis can be identified as focus
on eliminating a single Iarée difference, the selection of operators by what
differences they reduce, and the sub-gaoling of the pre-conditions of the
operator (if they are not met in the current state). In other words, the major
steps involved in means ends analysis are setting a high level goal, Iocl-king
for a method that could reduce or eliminale the difference, setting a goal; the
application of that method; and then recursively applying means-ends

analysis to the attainment of this goal. \

(i) Planning Strateqy

3
1

The planning strategy is a heuristic search method, which involves

disregarding some aspects of a problem to make it simpler (Malim,

[
L

1994:158). Once the simpler problem has been solved, the complications are
then re-introduced. For instance, when dealing with the Hobbits and orcs
problem, a solver might disregard the viciousness of the orces in théiﬁrst
instance and concentrate upon getting all the creatures across on a boat -
which would only lake two at a time. Oniy after a solution to this problem Ihas
been found would the more complicated one be tackled.

According to Newell and Simon (1972:428), this procedure acls as
antidote to the limitations of means~-ends analysis in seeing only one step a
head. The planning strategy consists, among others, of the following steps:~

() Abstracting by omitting certain details of the original objects and

operations.
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(i) Farming the corresponding problem in the abstract problem
space.
(fii)  Translating the plan back inio the original problem space and
execuling it.
The advantages of the planning strategy over other methods are:- |
(i) It is usuaily a simpler problem solving method especially because it
has fewer steps.
{ii) It may reduce the problem difficulty.
(i) K also enables the solver to replace the larger more difficult probleifn by

smaller more manageabie problems. i

Planning strategy, ke means-ends analysis, is also used in prc;blem
solving situations. For example, we often make analogies (i.e. usir{g an
earlier problem to compare with that being solved), and problem isom;':arphs
(i.e. sets of problems with the same structures and solutions but with difﬂgrent.
details and conlexis). Learning from the past experiences or plans can ':be a"
valuable source of experience in planing for a current problem. S'.uch
experiences could highlight the reasons that lead to successes and failures of
problems that are similar (o the one under consideration and hence avoid the
shortcomings. Heppener and Frazier (1992:163), cautioned that extrapolating
from past experignces may sometimes have negative effects. For example, a
recent failure in an exam may be highly available to an individual, such that

when asked to judge the probability of passing an up coming exam, he may

judge the probability of failure as being higher than it actually is.
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However, there are other more serious limitations of the planning
heuristic. For example, according to Neweli and Simon, (1972:432) a plan
may turn out to be llusory that it may prove impossible to carry out. Also, the
planning strategy, like other heuristic search methods, offers no guaraHtees
that it will always work. Since the planning strategy is based on abstra;:tion,

one way 1o improve on its efficacy is to ensure good abstraction.

(i) Backward Searching.

The idea of backward search suggests that there is a working forward
method. This is indeed so. In forward search one simply tries out §ome
methods of at‘;ack and decides whether progress has been made. it works
only with current state of the problem. In fact, working forward assume'é its
name from the current state, to select operators {o be executed next. It'does
not, for example, involve evaluative information and hence it is hot a good
‘method. In real life situation, one could expect that only immature or novice
problem solvers would often make use of this method because they lack
enough training and experience to define the complications of the prob!eﬁ: as
well as the skills of exploring alternatives.

Backward search involves starting from the desired solution and then
working backwards from there. The search then continues by asking w{xat iS
the preview step that has been taken to arrive at the desired state. ;Then
from that step, backward search continuously asking what previous steps

“have been taken” prior to this one, and so on.
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However, whete a probiem solver is confused about what the desired
solution is, then this method might pose serious problems. Furthernlmre,
many people {especially young persons) find it difficuit to reverse infornil'j‘ation
or rules, and hence may not be able to adequately identify the steps in a
backward reversing manner,

Perhaps, it is because of these compiications associated - with
backward search method as well as, the weaknesses of the planning str;ategy
on the one hand, and the fact that means-ends analysis (in addition it's
simplicity to comprehend and apply) can also lead to optimai problem so’lllving‘
even in novel situations (Anderson, 1993), that it has been the method of.j"
choice in many probiem solving programmes. Newell and Simon's General
nroblem solver, for example, employs the means ends procedure as the Ibasic
strategy for solving problems. Also, Shure and Spivack’s (1978) means-ends
‘problem solving procedure for children, as the name implies, alsc addpied
this method for their subjects (who were children of pre-schoot | and
Kindergarten age). All these suggest among others the suitability' and
relevance of the means-ends praocedure for many problem-solving situations
and to all categories of persons.

The major processes or activities subsumed under strategieals for
solving problems can be summarised as.- -f

) ldentifying the Goal or End, as well as other sub-goals (if ahy).

{ii} ldentifying the means and other sub-means to achieve these

1

goals.



()  determining possible obstacles or difficulties in the achievement
or choosing the best allernative or solution. R

|
(iv)  implementing or applying the prefered solution to solve the

problem. j
2.2.4 Theoretical Perspectives on Human Problem Solving 1»i

There are at least four identifiable perspectives or approaches to the
study of human problem solving. Each of these approaches seeins to
etmanate from a different school of thought. First, is the critical th':jﬁnking
approach which originates from discussions in forma! logic and a.ﬁnplie.d"-
philosophy.

Second, the psychometric or individual differences approach, which
centres mostly on the “g" factor in problem solving.

Third, is the content approach, which tends to be domain specific, and
it emphases content or subject such as Mathematical, Scientific and Physics
problem solving. Last, is the cognitive or process approach which seems to
be concerned with lhe cognitive processes in problem solving. |

Before the advent of behaviourism in the early twentieth Ceﬁtury,
logicism was the major contributor to the science or laws of thinkingjil'and
reasoning. Piaget (1965) for example, stated that adults solve problems
according ta the principles of hypotheco-deductive logic. That is, people ‘Lave
general mental ability to logical conclusions about problems of life thqﬁugh
reasoning or inferences to yield correct solutions. I;

The advances in behaviourism particularly in the middle of this ceﬁtury

reduced the importance of logicism in explaining complex human beha_\kiour .

Lo
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(Green, 1988:133,; Scandura, 1977:1). This greatly affected the importar;\be of.:"
formal rules of logic in the study of problem and high order rules in general.
However, there seems to be a renewed interest in the critical thilnking
approach perhaps as a result of the "revolution” in philosophy in general, and
in particular due to successes of the critical thinking movement in the early
80s.

Critical or effective thinking, according to Moors, et al., (1985), is made
up of five distinctive phases, namely:- )
(i) Recognising and defining problems
(i) Gathering information
(iii) Forming tentative conclusions
{iv)  Testing tentative conclusions

(v)  Evaluation and decision making
|

They further noted that each of these phases is strongly affectéd by
solvers “frame of reference”, which refers to the organised body of
knowledge, belief and experiences with which the problem solver intef:;jrets
and understands new experiences. Consequently, training in effegtive
thinking skills should emphasise, in addition to five skilis, the éocial
consequences of behaviour both at the individual and societal leveis.

Problem solving from the point of view of the individual differences
approach, amounts to identifying test measures that correlate with problem
solving ability. Research effort in this area tends focus on searching for

appropriate measures of memory, reasoning and other intellectual abilities.
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The individual (or psychometric approach as it is sometimes refgrred
to}), is based on the assumption that complex human behavicur {including
probiem solving) has a genetic and or general intellectual base (Scandura,
1977:17).  In order to determine the basic underlying factors involved in
inteliectual activities, numerous factor-analytic studies have been conducted.
For example, Guildford, et al., (1960) cited in Radford and Buton (1978), in
their factory anaiytic study of problem solving concluded that any accod_nt of
intellectual abilities must deal with these three classes of variables, the )
activiies or operations performed, the materials or content on which
operations are performed and the product which is the result of operations.

Content approaches tend to focus on identifying specific competencies
that are sufficient for solving particular classes of problem (Scandura,
1977:12). This approach is more common with subject matter or domain.
specific probiemi solving such as mathematicai problem solving, scientific
problem solving, artificial problem solving, to mention just a few. Art'_ificiaf
intetligence and computer simulation approaches are included in this category
because they share the same concern with the subject matter specia?ist in
determining the content and underlying compelencies associated' with
problem solving. l

Because, content approaches seems be to be more interested ;i"n the
results of analysing classes of problem, they tend to be less concerned about
the developmental competencies, biological factors and effective conditions of
the problem solvers. However, more recent content oriented researc:he?s into

problem solving have also examined the processes involved in construcling
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problem representation as well as solution processes like problem solving
strategies (e.g. comprehension of Arithmetic word problems: A comparism of

successful and unsuccessiul problem solvers” by Hegarty, el al., 1995). :
Another distinct tradition within the content approach to pro:blem
solving focuses on developing the kinds of capabilities and processes
necessary for solving particular classes of problems (commonly referred to as
shut-cuts or heuristics). One of the classic works in this regard is that of Polya
(1962), who developed four problem solving heuristics which have greatly
influenced probiem solving theory and research. The four phases of prolblem

solving according to to Polya (1962} are:- o

(1) Understanding the problem |
(2) Devising a plan
(3) implement Pian ;
(4) Looking back
These steps have been adopled not only in geomeirnic problem sgiving
(the primary concern of Polya), but by many researchers in the field of ;ocial
problem solving, and particularly by clinical and counseiling psycholoéists.
For example, the interpersonal problem solving model developed by Dziulla
and Goldfried (1970) cited in chapter one of this work, is a product of Poyia’s
heurishics. |
However, aithough heuristics are a quick and useful way of reducing the
vast amount of available data to manageable size, the use of heuristic
approach to problem solving has been criticised. For example, according to
Scandura (1977:166), although Polya's work had provided a foundatidn on

which many subsequent researches on problem solving had been based,
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heuristics provide litle more than general hints, and (they) leave much we
need to know in order to solve specific problems. Furthermore, Heppene:r and
Frazier, (1992:162) also cbserved that heuristics, in essence, are “a sati;fying
real rather than an oplimizing approach”, to the complex tasks involved in

prablem solving.
Finally, cognilive psychologists tend to be interested in uncoveriné the
internal or intrinsic nature of the problem solving process. Thus, a nﬁajor
concem is on the general processes invoived in solving problems, no_t just
how to solve a parlicular problem. Specifically, problem solving resé.arch
from this Iradition have examine the general strategies for solving problems,
such as methods of understanding and assessing problems, methods of
information retrieval, memory and how it influences problem solving, solthion

procedures and evaluation of goal (Scandura, 1877:11; Mcguinnes, 19380}.

In order to understand such underlaying processes, pschologists have.
employed different types of strategies. For example, they have had subjects
verbalize their thoughts as they attempt to solve problems. These re(::ords
are then analysed to see if useful rules or hypothesis can be formulated to
explain how people solve problems. Soine of the popular methods “T. this
regards are self assessment questionnaires, pre and post experim1ental
questioning about the strategies used o complete cognitive tasks and
concurrent thinking aloud protocols from which components of self regut_étion
can be observed (Moguiness, 199:302). There are two sub-approaches -

within the cognilive processes approach. These are the learning theory and

the information processing approaches.
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1.
The learning theory approach tends o focus on determining the

variables that affect problem solulions, as well as, how problems soiving skills
are acquired (Anderson, 1993:35-41, Radford and Burton 1978:58). In ohe of
the relatively early efforts in this regard for example, Duncan (1959).- has
iclentified many variables such as simple and sets, changes in relationships

among the elements of a problem and the level of problem difficulty, ai;:ls to

solution and certain characteristics of the subjects (for instance age,.and

reasoning ability) as some of the factors which may influence problem soiving

(cited in Radford and Burton, 1978:58).

In relation to how problem-solving skilis are acquired, Kendler:and
Kendler (1962:120) depicted the traditional learning theory position oy the
issue when they stated that complex learning (including problem solving)i can
he accounted for by separate acquisition of stimulus-response bonds;.; i,
other words, complex behaviour such as problem solving can be regarded as
comprising sets of chained stimulus-response associations and problem
solutions as involving the association of response produced cues fron]_- one
behaviour chain to an overt response belonging to another. In another.lmore
recent variant of this position, Anderson {1983, 1989) adopted the prodylction
rule as an analogous to the stimulus-respond bond to account for hm;alv the
acquisition of complex skills (including probiem solving) can be producggl by.”
the separate acquisition of these rules (cited in Anderson, 1983:35).

The learning theory approach has made explicit many factors rél_ated
to problem solving behaviour. Of particular relevance 1o this study is the

explication of how problem solving skills are acquired and improved upon. By
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indicating that acquiring a skill is basically a function of the s!reng!h:l of its
encoding and practice as a means of ensuring better and easier access;bility,

it has provided a bridge to link problem solving and learning, which _is of

crucial importance to experimenial studies such as this. On the other iﬂand,

the leamning theory approach, in general, has neglected such factors as our

gmotions and affeclive conditions, as a whole, which as we have seen earlier

on, can also affect problem solving. \

The informalion processing approach to human problem solving v_iéws
man as an organism with input and output devices as well as having an
internal central processing unit which are important not only in proceésing
information but in soiving problems. Information processing approaches also
share the belief that if learners (or solvers) are encouraged to externalize their
thoughts processes, if they are exposed to better patterns of thinking thrc')ugh.
direct verbal explanation, discussion or modelling by expert thinkers , they wili
gvenlually internalise the new thought patierns and become better problem
solvers (Guerra, 1993:56; Mcguiness 1990:304; Clark &Palm, 1880:332}.
This approach gained much of its prominence from the tnform'étion

processing revolution in the latter part of this century, and still remains

perhaps the most popuiar approach in clinical and counselling psychologicai

. . ;'
researches in praoblem solving. ;

With regards to social cognition, information processing theorists believe that
the ability to understand the social world and to function effectivelyi'in it
depends on certain skills, These are commonly refer {o as social information .

processing skills (Guerra, 1993; Dodge & Frame, 1992). These skills are



42 |'
similar to the steps of social problem solving identified by D'Zrulia 'and
Goldfried, 1970. Since these skills are believed to be social cagnitia.;e i
nature, more discussipns are made on them in section on social cognitive
skills later in this chapter. I
The brief review in this section seems to suggest that although thenﬁ: are
many theoretical perspectives on social problem solving, the abilit:y to .
successfully solve problems have a strong cognitive base. However, the
review has also shown that there are many disagreements about which §kills
are most crucial in promoting optimal social problem solving. Some of these

factors are further discussed bellow.

2.2.6 Factors influencing social Problem Solving
'

Many faclors seem to exert considerabie influence on a person's ability
t'o solve problems. Researchers have reported several of these factors some
of which are reviewed bellow. One of the factors that seem to have a
strong effect on social problem solving is the ability to make sound decisions.
In fact, earlier literature on this issue seems to equate decision makingl: with
problem solving, For example Krumboltz and Thoresen (1976); Jannis' and
Mann (1975) have identified the following as the basic stages or steps olf the
decision-making process. 4

(i) Appraising the challenges (or problems).

(i) Surveying alternatives. i.;'

(liiy  Collecting information about the alternatives

(v)  Weighing alternatives.
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(v) Commit lerm and effort

(viy  Deliberating about commitment. ;_‘.,'

(vii)  Successively eliminate the least desirable until a len‘tlative .

choice is made.

{(vi)  Adhering "to choice.
Also, from those earlier lileratures, decision-making and problem sdlving
seem foc share the same basic assumptions. That is, that an individua!. has
several possible alternatives or courses of aclion among which to ¢choose. In
egach of these alternatives, certain events can occur. These events have
different values to the individual and different likelihood of their ocecurrences
that can be esfimated If each possible event is multiplied by it's value to the
person and its probabilty of happening, the person can determine the
alternative, which is likely to have a greater sum of a value to him or her. '

Even in more recent literaiwe, this strong relationship bel\'Neen.
decision-imaking and problem solving seems to be maintained. For exz;mple
Payne (1993) define decision making as the ability to traverse a prdblem
space and select an optimal course of action, which is congruent to his
unigue situation. In general, theorists on problem solving seem fo be E{fﬁore
concermed with decision making as one of the major stages in pro.blem
solving particularly as it relates to selecting the best afternatives or solulti'dns
to problems. In this regard, theorists on decision-making have made several
contributions.

According to Jannis and Mann (1975), for example, the difficulties and

complications in estimating the quality of decisions vary between single
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valued decisions and multiple valued decisions. In single valued decisions
(i.e. those inlended to achieve only one single ohjective such as ma'\l‘king
money or oblaining a large vole), it is simple o determine the guality of a
decision. This i1s because in such situations we can simply calculaté_ the
amount of money produced, or the number of votes won. In multiple decision
making, and other complex social decision making situations, it is difficult to
obtain such a qualitative matrix. However, many attempts have been made to
develop principles that would promote qualitative decision making in éuch
difficult problem situations. 1
One of the earliest efforts in this regard, are the three criteria for good
decision making proposed by Dilley (1967) (cited Jannis and Mann 1975).
According to hih?, a good decision involves: - J

(i) Choosing the alternatives whose expected outcomes has the highest

product of expected probability and expecled desirability.

[
t

(i Making decisions that are internally consistent with ones values

motives and interests.

-

(i)  Accepting personal responsibilily for decisions. J,:
There are many such suggestions aimed at improving individtllal’s

decision-making skills. One of the most recent and highly relevantl for

perscnal, social and psychological problem situations are those suggested by

Payne, (1993). These are: -

(i) The weighted additive (WADD) rule. Here, the decision—maker

considers the values of each alternative on all the relevant attributes,

and the relative importance or weights of the attribules to the decision-



(ii)

(iii)

(iv)

|I
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)
maker. With the WADD rule, conflict among values is assumed (o be
confronted and resolved by explicitly considering the extent to which.,

one is willing to trade off attribute values, or reflected by the relative
-

importance or weights. !

The equal weight (EQW) heuristic. In this heuristic, all the altern;;ives
and all the affribute values for each alternative are examined.
However, the EQW simplifies decision making by ignoring information
about the relative importance or probability of each attribute.” An
overall value for each alternative Is obtained by simply summarising
the values for each attribute for that alternative. | | .‘

The Safisfying (SAT) heuristic. Here,alternativesare considered one at
a time in the order they occur on the set, then the value of :{éach
attribute of an aiternative is compared to predefined cut off Ieve:ill. If

|
any attribute value is below the cut off, then that alternative is rejected.

"

If no alternative poses all the attribute of the cut off level, it isli' then
. |

relaxed and the process repeated until the alternative that reachés the

L
cut off level is found. i|
L

The Lexicographic (LEX) heuristic. This procedure deteymines the.

il

most important attribute and then examines the values of all’ the
alternatives on that attribute. The alternative with the best value on
the most important attribute is selected. If two alternatives havé tied

values, the second most important attribute is considered, and so on,

until the tie is broken. '1 -
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(vii)

it

4 i

The elimination-by-aspects (EBA) heuristic. The first step iﬁl this
heuristic is to determine the most important attribute both in terms of
weight and importance. Then the cut off value of that attribute is

retrieved, and all alternatives with values for that attribute below the cut

off are eliminated. In other words, this strategy involves rejecting or
eliminating alternatives that do not possess an aspect (the aspect)
greater than or equal to the cut off level. The EBA process conli'lnues

L
with the second most important attribute then third, and so an, untiﬂ one
)

]:.'
b
The majority of confirming dimensions (MCD) heuristics. This invblves
' !
processing pairs of alternatives. The values of each of theli two

alternative remains.

alternatives are compared on each altribute and the alternative ul,}.ith a
majority of the inviting {better) attribute vaiues is retained. - The

retained alternative is then compared with the next alternative among
S
the set of alternatives.  This process of pair-wise comparison is

repeated until all alternatives are evaluated and the final wihning
|
&

The frequency of good and bad features (FRQ)} heuristic. Witl? this

alternative ideniified.

strategy, the focus is on evaluating or choosing altematives blased
simply upon counts of good and bad features the alternative possess.
The decision-maker would first of all establish cut-offs for specffying
good and bad features. He/she then counts the number of 'I§uch

features for each alternative. Obviously, the alternative with the highest
!

LI
T
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of the good feature and the least bad feature would be maintained as

the chosen alternative. ;.

¥

Problem solving seems also to be influenced by the task environment
itself. In general, the problem space gives us many clues into the structure,
as weli as, the type of information that may be relevant to solving it. Thus, the
less information that can be extracted from the task environment the mortl_a the
difficulty in solving such problems. This is one reason why personal ;pcial
problem - solving tends to be very complex because the ciues and bllS of
information that we need lo soive them are usually not easy to determine};

Mental sets have also been found to influence problem solving.

According to Malim (1994:161), mental sets may take any of the foll;i{:'Wing
i

forms: - ]
{i Set of operation: This refers o a pre-conceived assun{iption

that the problem will be solved by means of a partr?cularq

W

operation or set of operations. This often blocks an individual's

mind in such a way that he/she will not shift to an alterr;wative

pattern.
(i) Set of Function (or Functional Fixedness): refers to an
assumption that the elements of a probiem have a”.fixed
function. Sheere (1963) in an experiment on the ring and peg
problem, for example, shows that although none of his subjects

were forbidden from taking down the string in the ring, nane of

them did so. This was held as pointing to the fact that subjects
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have already developed a fix assumption about function (cited in
Malim, 1994:162). :

(i)  Set of rule: This refers to a pre-conceived notion that thefe are
certain rules within the constraint of which the problem willj:lhave
to be solved. In the popular draw a straight line across thé nine
dots problem |, for instance , Malim (1294:162) also reporté that
individuals often make an implicit assumption that the sqéight
line need to be within the square.

In more practical terms, the idea of mental sets tends to sugge%sft the
role of cognitive factors in relation to problem solving. Recent studies .;have
established sﬁme connection between content of thought and social "
behaviour. One of the most commonly reported factors in this regard is a
schema. Fisk and Taylor (1984) defines schemata as “a cognitive structure
that represents organised knowledge about a concept which guides:. how
people select, remember and make inferences about info;mation inr_their
environment (cited in Heppener & Frazier, 1992:158). According to tbhem,
Schemeta acquires these characteristics through two main processes in
cognitive development namely assimilation and accommodation.h_ For
example, the young infant's relatively simple scheme of sucking and grasping
is transformed into an integrated mental structure, the highest of whilﬁh is
known as the formal operational thinking. J

Although schemata can help people make sense out of the '!'vast
amount of information availablie fo them, schemata guided informgtion

processing can also lead to various errors and biases. For example, research
3
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evidence suggests that peaple tend ta seek infarmation that is consistenl.t with
their prior belief known as confirmatory hypothesis testing (Heppene[f and
Frazier, 1992:158). Furthermore, people tend to maintain these beliefélwell
beyond what is justifiable even when the information used to establish !t\hem
have been discredited. In the area of social information processing, é.uch
beliefs have also been identified. g

For example, a belief that a particular behaviour will Ie.ad to a dé;ired
outcome (or militate against it) can serve to motivate (or inhibit, as the ﬁ:ase
may be), a person toward that behaviour. Moreaver, this aliso imjplies
(particularty if the balief is strong) that it may also interfere with consideration
of other respﬁnse options. In the domain of aggressive behaviouq[; for
example, it has been established that aggressive adolescents (who conﬁliinue
to believe that aggression increases status and self-esteem) are more |.I__ikely
to behave aggressively. It also leads io lack of consideration of %ther
responses and other consequences no matter how well trained in these _s,ki"S
and individual may be (Slabby & Guerra, 1988). i

Similarly, researchers have also identified attitudinal orientatioré.'s as
factors that can greatly affect ability to achieve successful problem so?li\;':ing.
Rotter (1978), in his discussion on the generalised expectancies for prciit:)lem
solving clearly indicated that the most important attitudinal orientation !s the
expectancy that one can affect in part what happens to oneself. Anf,;tther
important expectancy in this regard is the orientation towards constantly
seeking alternatives to problem solution. Heppener and Peterson (1982), on
their part, identified several positive and negative self-perception, feelintj!':i and

I
4
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personal behaviour control orientations typically associated with pn;_biem
solving. These were then grouped into three major categories namely,
problem solving confidence, approach aveoidance and personal control.
Finally, probiem solving may also be influenced by socio-cultural
variables. According to Bingham (1968) for instance, an individual's :.\:ralue
sysiem may define the proportion of a problem, govern hisfher actioﬁs in
dealing with it, or even prevent him from recognising a problem. On his_'i part,
Egan (1986) noted that cuitural values and norms are the largest andi;"most
controlling of the systems because they provide and impose "bluepririts on
behaviour” blueprinis which might be enhancing or fimiting. Neisser,_?;'et al
(1996), stated those socio-cuitural variables especially with regards to how
people live, what they value and what they to have a significant effect on the “
intellectual skilis developed by individuals. “
Although these have not been fully studied, religious beliefsll';and
affiliation may have some considerable influence. Meador, et al., (1992),
opined that religious affiliation often reflects a discrete set of beliefs on Which
a person’s view of the world is based. They stated further that attitudes and
patterns of behaviours both interpersonal and intra-personal often arise from
the particular belief system prescribed by one’s religious affiliation. Also.
according to Idler (1987), religious involvement could affect internal cognitive
processes as well as provide a context for interpretation of behaviou'i: that
allow individuals to make sense of and cope with their worldly experienc%s.
The best way to determine how religion affiliation and invoivgment

affect social behaviour, according to Levin and Schiller (1987), is to exémine

|
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particuiar beliefs and practices. For the area to be studied, one of the
religious beliefs that could possibly have an operative or controfling reieyénce
for problem solving is the belief in predestination. Predestination mean; 'that
all things and all events are preordained by God from all eternity (Rauf, 1956).
Although the belief in predestination per se, does nof have direct Iitﬁiting
effect, it could have a paralysing consequence on conduct when an indi\;idual
tries to infer what God has predestined without waiting for the result EJohn
Stuat Mili, cited in Gould, 1990). Result of the pilot study seems to suggest
that secondary sfudents in this area tend to make such, :

For example, statements such as "that is the wili of Allah, “that is what
God has desliﬁed", what God has destined there is nothing (or no or}lé) to
change it", have appeared in some students’ responses to the hypothétical
problems of this research instrument. | :

Another socio-cultural variable, which could affect social prqblem
solving, is belief in superstitions and taboos. Superstitions are beliefs in
omens, and cultural signs, taboos founded on custom or social convéntion
particularly in form of certain persons, things and performance of cértain__
actions. Cole and Scribe (1974) have observed that such beliefs,{- are -
common among many African societies. Alsg, based on the result of thc? pilot
study conducted for this research, many students seem not only to be ;;vare
of many superstitious beliefs, but also have some regards for them. ?bme

students for example, responded strongly agreed to the question “do you

think superstitious beliefs in your community should be adhere to?” Also,
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when asked to give examples of the most familiar and most comﬁjonly"-'-g
P
-

observed superstitious beliefs? Many students indicated the following:
{i) If a person sweeps, (his room, compound etc) during the Jhight'
he/she sweeps away his/her luck; 3
(i) If a person should bite his/her tongue as he eats or spfeaks,
somebody, somewhere is maligning him; ,

(iify One who shaves his head on Saturdays will perpelually Ee or

remain in debts.

Although, the exact relationship between these beliefs and social
problem solving have not been fully studied, it seems reasonable to believe
that persons w.ho attach any significance to such irrational beliefs are Iik%ly to
be inhibited in problem solving situations where such “prohibited” activities
are involved. |

Another socio-cultural variable that might influence optimal prciblem
sotving, are adages, proverbs and idioms. In African societ_ies Kirk~Gteene
(1966), opines that they occupy an important position and often senl‘}é as
“striking example of argument by analogy, regulate attitude of one mem?ér_ of -
the family to another, and in short, are accomplishments of "sophistilc_gated
learning”. Ipaye (1987) also stated that proverbs, adages, idioms andl wise
sayings among many traditional Nigerian societies, are often used to Qijide,
counsel, admonish, and provoke thought. Many other authors partic’plarly

with regards to Hausa proverbs (Yunusa, 1985, lbrahim, 1982, Tudun-\}vada,

H

1982) have also made similar comments.
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While it may be true that some proverbs may contain these
admonishing and thought provoking messages, others dot not seem tc; _.have
such qualities. In fact, based on a critical examination of some proverbs
{particularly Hausa proverbs} it might as well be argued that some of thefn are
inimical to optimal problem solving. Some examples of such proverbs are;

(i) “A bar kaza cikin gashinta” (i.e. leave the hen in it's feathell‘;).

(i) “‘Da mugun rawa gwamma kin tashi (meaning, ratherlrl than
dance poorly, it is betler not to stand up - not to make anyi'lfeffoﬂ
at all). {

(iii) Babu wata dabara ga mai shiga rijiya” (that is, there isl nl!:)thing
else for the person who enters the well).

(iv) Komita Banjama (fanjama) banjam (meaning, what will ha;:ﬁpen,
let it happen — | do not give a damn to whatever consequences).'ﬂ'
Source of proverbs and their meaning (Kirk-Greene, 1966), |

Again, although, the relationship between such common sayings and
optimal social problem solving behaviour has not been fully studied, it is
plausible to believe that individuals who adopt the “attitudes” or "counsgls" in
the first two proverbs are less likely to examine the full meaning . and
ramifications of their problems. On the other hand, the third and fourth
praverbs could greatly reduce the ability to consider the range of a!tema:_tives
to problems. Result of the pilot study however seems to suggest that ]rnany
students consider all Hausa proverbs as thought provoking and conta_;ining

d
“words of advice and wisdom". .J

,
.i,
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The review in this sub-section centred on factors influencing Sdcial
problem solving. From the review, such factors include the ability to make
sound decisions, mental sets or attitude, nature of the problem itself, aﬁd the

possible influences of the socio-cultural environment. To achieve optimal

levels in problem solving, it is necessary to control these factors.

23 Social Cognitive Skills ’
2.3.1 Definitions and Theoretical Perspectives on Social Cognition
One of the earliest definitions of social cognition identifies it as “the
study of how children of different ages construct a relationship bet@een
themselves and social object of knowledge (Barker & Newson, 1979: 20).
This process of constructing knowledge about the social world is intrins.'ilc:ally
social in nature, rather than a cognitive structure applied to the social co%ﬂent
(Selman, 1980:14). lts study, according to Butterworth (1983:14), ccihsist
both in the investigation of the social content of children’s mind and the{dries

|
of the acquisition of objective knowledge itseff. !.
!

This tendency to define social cognition as an intrinsically %Qciai
process is still retained in the more recent definitions of the term. ’ For
example, Vasta at el.,, (1992) defined it as the study of “children’s know!édge
about people and social processes, as well as, the influence of social
processes on children’s cognitive development. Cosmides and Taoby
(1996:166), in their domain specific theory of social cognition identified it:as !

a large colilection of functionally specialised interrelated modules’ that

collectively guide thought and behaviour with respect 1o the evolutionary
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recurrent and persistent problems posed by ecologicél -and ;ociai
environment. Guerra (1993) described it as “how individuals think about
themseives, others and social relations”.

On the whole, these definitions seem fo suggest that social coghition
has certain features that makes it distinct from non-social or physical
cognition. These features have been identified by Vasta et al., (1992) as:

1. People have motives and intentions that may lead them to choose a

particular behaviour or another sometimes in ways that are difficiilt to

predict. ;

2. People have feelings and emotions that influence their behaviours which

often at times are important components of these behaviours i :
:;I
3. People, unlike inanimate things, interact that is, when acted upon, people

act back. Perhaps, it is because of these distinclive charactefistics
involved in social cognition that Gardner (1983) in his multiple lhec;ry of
intelligence proposed the notion of personal intelligence (i.e. the abilll.ity_ to
understand self, others and the social world}, as a distinct tY{;é of
intellectual ability. ' :l
However, beyond these general characteristics, there are %any
theoretical differences about the levels and ways of to explain how people
acquire and construct the social object of knowledge and interpersonal
relationships. The structuralists (i.e. Piagetian and information processing
theorists), for example, maintain that human beings have innate capacities

which influence the kind of interactive experiences that they will have and

which determine the reciprocal effects of these experiences upon sehf: and

i
l
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others, and fulure experiences. in effect the individual structures hisfhe;\ -own.
social cognitive development, while at the same time being shape;d. by
previously acquired siructures,

For the behaviourists, knowiedge about the social object of |_ife is
acquired mainly through social learning processes such as observation,
imitation, modelling, reinforcement, punishment, to mention but just é_-few.
Thus, the family, the social class, the institution and the culture into which one
is born determine to a greater extent, how and what knowledge of selfﬁ and
others that he/she acquires (or in the words of Vygosky) "the toois or skillls far
intellectuai adqption". For the Psychoanalyst, the interpersonal inte-rac:illltions
built up, medified and sustained from infancy onward {(which are kept dt the
unconscious level), provide the core of the experiences that shape knowi.]ézdge
about self and interpersonal relationships. Because these theohtétical

|
differences are also reflected in many of the social cognitive Competenci’_!es or

skills reviewed below, further discussions on theoretical differences arg

M

.also

included in the discussions in that sub-section.

L

II
'
!:

R
ii .
|.

L

2.3.2 Social Cognitive Competencies or Skills

Theorists on social cognition have identified several competenci;és or
abilities considered necessary in promoting social competencies. These
competencies or abilities however tend to reflect the theoretical differences on
social cognition which were briefly highlighted upon in the discussion anve.

For example, with regards to moral deveiopment, the structural

developmentalist tends to be more interested in the development of moral

N
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reasoning (i.e., how individuals think about what they and others do on moral -

-4

issues and principles}. The social learning theorists seem to focus on r;n'r_oral
conduct {(i.e. which social-environmental forces influence behaviour in t;mral
situations). For the ethologists, the main concern is on identifying pattefﬁs of
gocial behaviour in other species that may be relevant to patterns on hliifnan
moral development. Such concerns have led them to be more concerned
with the development of altruism and aggression in social situations.

These types of theoretical differences seem not only to shapé the
focus and design of research in the domain, but also the importance attached
to them. These not withstanding, the social coghitive competencies or
abilities that ténd to have the widest research and clinical signiﬁc:ance
according to many authors such as (NAMHC, 1996; Guerra, 1993; K;dzin
1989; Tolan & Loebar, 1993; Vasta, et al, 1992; Doge, et al, 1990;

Butterworth, 1983; Selman, 1980) to mention just a few, include: abilitiéé for

moral and social reasaning, social perspectlive 1aking, self understanding and

"
[

sacial information praocessing. These are further discussed below.
Moral Reasoning ' f[

Perhaps, the most documented and well researched of all the ;ociai
cognitive competencies is the ability for moral reasoning and judgement.{ ITwo
general approaches on moral reasoning can be identified. The first apprrlt;ach
can be termed as that, which focuses on typology of moral judgement'rilwhile
the second seem lo emphasise stages or sequences in the developm;ent of

moral reasoning. With regard to types of moral reasoning, researchers;I have

identified several classifications. Among the earliest in this regard are the five
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types of moral personality or character identified by Havighurst and ::'.ITaba
!.l

(1949). These are: it

1. The social deviant (who are openly hostile to social norms).

2. The submissive (who regularly obey authority and social order).

3. The adaptive (who easily adapts to sociai situations).

4. The self-directed {(who operates under self-recognised moral principigs).

5. The unadjusted (who seems to be frustrated and discontented with Esc:ucial
rules). |.. _

Macord and Macord (1960), identified five levels of conscienée as

follows: the unconscious inhibitory level (which seems to be thwérté_d by

repressed feeli‘ngs), the conscious inhibitory level (characterised by con;cious

moral of conflicts), the retrospective inhibitory level where (guilt seerl_ﬁs to

predominate moral judgements). The ideal prescriptive level where there is

self-conscious adherence to idealised perceptions of morality is anéjicher.

Wright {1968) also identified four dimensions of conscience. These are: 3'|

1. The non-moral man, who seems to care less about any notiogs of

i
conscience or morality; 5,
A

2. The autonomious man, who has the ability to reach ir1depehdent

‘ I
conclusions. i
[

3. The conscientious man, who displays great ability for moral flexibilit){' and
4

oy . " ' . |
willingness to discuss reasonably in interpersonal interactions. :

!
4. The conforming type who shows great sense of obligation to moral

decision. i

e
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However, research on typology of moral judgement seems to :_have
declined in significance with the gradual development of research on stages
of moral judgement patrticulaily that of Kohlberg (1969). This is not to sa;; that
he was the first to identify or look at moral judgement in terms of stages or
levels. Kohiberg (1978) himself credited the pragmatist, John Dewey as the
first individual to look at moral judgement in terms of three sequeiﬁces.
According to Dewey these sequence, are:

1. The pre-moral (where moral judgement seems‘ to be motivaie‘d by
biological and social impulses). '
2. The conventional stage, (where moral judgement ;::f individuéis?, are
based on the standard of the group with littie critical reflection). ”
3. The autonomous level (where the Iindividuals' own lhinkingl"and
judgement of what is good not necessarily based on standards or norms
of his group typically guide moral behaviour (Kohiberg, 1978:36),
However, it was Piaget (1965) who is generally credited with acgually
defining these three stages in terms of longitudinal or deveiopmentat rese;ilarch
data. The pre-moral stage P.iaget found was commonly found among children
ages 4 and below, where there is no sense of obligation to rules. :‘IThe

|
conventional or heterogamous stage was common with children between

ages 4-8 and moral judgement fake the form of literal, obedience to ruie$ and
P

equation of obligations with submission to power and punishment. . The

autonomous stage, which according to Piaget typically starts from .Ij.8-_12

. ) . . I
involve moral judgement based on consideration or reciprocity and exchange.
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Kohiberg {1969) has extended, modified and refined Piaget's stagljles of
!

moral development into six by further sub-dividing each of the three major

levels into two sub stages (Guerra, 1993:48, Kohlberg, 1978:50-51, Bar-Tal

1976:16; Graham 1974:227). The concept of stages according to Koh!berg
|

(1978:B. 37) as used by both Piaget and himself implies three | main
b

characteristics. E_‘-

!
I

i. stages are structured wholes or organised systems of thought..,
!':‘ E -
In other words, an individual at level two of morat judgement

predominantly or consistently reasons at that level, ,

ii. they are invariant sequence — that is they are the same ;'flor all

individuais (except in extreme trauma) and movement is ailways
f;

forward; and .
iii. they are hierarchical integration — that is they are qualitative
transformations in reasoning reflecting a movement towards

more mature reasoning based on universal principles of justice.

These stages can further be discussed as follows.
The Pre-moral or Pre-conventional thinking 'ﬁl
'J.

Represents the first level. Children at this level are responsive to

cultural rules, and they are capable of evaluating labels such as goo‘_d: and
bad, right and wrong, but view them in terms of pleasant or unpiefésant
consequences of action, or in terms of the physical power of thosel[.f_ who
impose the rules. That is, morality is defined in terms of ex;[;ernal

consequences to self. The first sub-stage is known as the punishment-and-

obedience orientation.  Individuals at this stage focus and seek to ’évoid
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punishment. There is also an egocentric regard to superior power or pres;tige,
The second sub-stage is the instrumental-relativist orientation. Right at;,tion
consists of that which instrumentally satisfied one’s own needs: Iand
occasionally the needs of others. Reciprocity, for example, takes the for%r’n of
you scratch my back and VIl scratch yours. However, at both stages, aciions
are judged by their conseguences rather than by the actor's intent.‘:. In
general, these stages typify the reasoning of young children, although_;‘ihey
may persist into adolescence and even adulthcod for secme others. .
Level Il is known as conventional role conformity, and it represent]ﬁ; the
moral reasoning cor thinking of majority of people. Al this level, mciralljialy is
determined by considerations of others opinions and maintenance qf- the .
social order. Individuals at this level tend also to be oriented towards ac:tlﬁ.rely
maintaining the expectations of their family, group or nation, etc. as a vazl'ue n
it's own right and with justifying these expectations or social norms. Th; first
sub-stage under this level is known as the interpersonal concordance or
good-boy-nice girl arientation. This is because good behaviour de';;ends
largely on whether others approve. It is also oriented towards pleasing and
helping others. Stage 4 reasoning on the other hand, reflects a law and .order
orientation. That is, there is an orientation towards doing one's duty, shpwing
respect for authority and maintaining the social order. rf
Kohiberg believed that individuats must attain Piagetl's cor';r.crete
operational stage before they can reason at the conventional ievel, Thu;s. this

form of reasoning tends to emerge mostly during middle childhood and early

adolescence. ,J

I
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Level 3 (known as autonomous or principled reasoning), represents
post conventional morality because individuais at this level evaluate actions in
terms of moral principles that have validity independent of the personr(S) or
society holding them. Stage 5 (i.e. the first sub-stage under this level) is
known as the social coniract, legalistic orientation. Moral reasoning '_Shifts
from law and order corientation typical of slage 4, to a social coﬁtract
orientation, whereby individual rights supersede authority, and action!sl are
evaluated in terms of the greatest good for the greatest number. Stage 6
reasoning invokes a consideration of universai ethical principles, whereby
decisions are made on the basis of what would be fair for a person rega(‘lﬁiless

of what position he or she is in. Kohiberg (1986) however, has removed

stage six reasoning, because, according to him, it tends more theoretical than

, 4
pracfical. ii

The highest stage of moral reasoning that most adolescents ri;aach,
according to Kohlberg (1969,1978), tend to indicate that females level {off at
stage 3. This gender differences according to Gilligan (1977) tend fo inc';;‘icate i’
that females are simply less likely than males to invoke a morality of riglllt,' and
justice (in Guerra, 1983:51). On the contrary, she maintains, women's 1rr_lcaral
outlook involves a concern with maintaining relationships and sensitivity t@ not
hurting others. Based on these differences, Gilligan (1977) offerl.ed a
formative model of female moral development. In her modet, women are said
to evolve from a position of selfishness, to one of giving undue conside:r‘ation

to others, and finafly to a position of involving an integration of both needs

cited in (Guerra, 1993:51, Rothbart, Hanley & Albert, 1986:47).
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Gilligan's theory has, however, also been criticised. Broughton (1978)
for example noted that female subjects are often fluent in male ;t’noral
language and that males also have the capacity for care considerations (cited
in Rothbart, Hanley & Albert, 1986:647). The authors also reported a :'rllneta--
analysis conducted by Walker (1984) of 108 studies using Kohlﬁerg's
measures, but which found very few sex differences in moral developmetj{t.

Another area where Kolhbergs theory has received some research
attention has to do with the relationship between moral judgemer%t {or
reasoning) and moral action {or behaviour). There seem to be ?;ome
evidence (e.g, Kolhberg 1986, Vasta, et, al,, 1993), that moraljudgenﬂeri't isa ,
necessary thoL:gh not sufficient condition for good moral action. Thiét is, “
although an individual may attain a very high level of moral developmef;t, it
does not follow that he may necessarily behave or act according to. the
dictates of that stage. Kohlberg (1978: 39) for example, reported that ujp to
15 percent of students who have attained the principled orientalion' had
cheated. This implies that factors additional to moral judgement are
necessary for principled moral judgement to be translated into so;:ially
desirable behaviours. That is, although moral reasoning is importaﬁt in

solving real life personal social and interpersonal problems, other skill§ are

heeded. i
!
:i]-

The central focus of social perspective (or role) taking is {o deterfnine

Social Perspective Taking

the emergence of the ability {o take the perspective of another person arf!d to

co-ordinate it with one's own perspective or points of view. This is considgred
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crucial because how individuals think about other people particuiarlyltheir'-'-";
peers, friends, family members, and older adults determine how they béﬁave
towards them. Here too, there are theoretical differences. For exammé, the
social learning theorists believe that peers and other persons have three
important influences on social behaviour:

i the punishments and reinforcements we receive from other
people tend to increase or decrease the likelihood of ;such
behaviour occurring; )

ii. peers and other persons in our social world often serve as

models whose behaviours are subsequently copied or imitated,
'
iil. peers and other persons also tend {0 serve as strong soyrces

and

'
i

I

1
However, the structural-developmentalists particularly the work of

for an individuals self-efficacy judgements,

Selman (1980) seems to have the greatest dominance in this regard. |
Selman (1980:35-40) proposed five invariant sequence or stagés in
social perspective taking, the first two stages (namely undiﬁerentiatecj}_; and
egocentric perspectives (ages 3-6 and 5-9 respectively), represent. Ibre-
conventional perspective taking and they correspond to Piaget's seﬁsory
motor and pre-operational stages, or Kohlberg's pre-moral level. Children at
the first stage mainly display egocentric perspective of self, and tend to be
unable to differentiate the perspective of others. In other words, children at

this stage seem not to be capable of clearly differentiating between the

physical and psychological characteristics of persons and relations. At stage
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two, although children can differentiate between the physicall. and
psychological characteristics of persons (e.g. a person is happy if he is
laughing), they are still not capable of differentiating the thought, opinion and
feeling states within individuals at the same time.
The third siage is known as reciprocal perspective taking (ages '}-12).
[t marks the beginning of the ability fo put one’'s own point of view a side,z and
then take the perspective or role of another person (i.e. second person
perspective). The child is thus aware that other people may have Equile
different feelings and thoughts. In addition individuais at this stage, tendl"tlo be
aware that one can experience two opposing emotions (such as pleaéur; and
displeasure) toward the same person or thing. However, role taking is still
primary self-reflective, That is, individual at this level are not capat%ie of
considering multiple relations at the same time. il
The fourth stage of Selman's approach is known as mutual perspective
taking and it is believed to occur at about age 10 to 15. Individuals at this
L2

stage seem capable of taking a third-person perspective. That is they are
capable of stepping outside of both they're own and other peé}ble‘s
perspective, and assume the perspective of a neutral third party obsérver.
This ability allows them to step outside of a social interaction and the same
time considers the perspective of both self and others. In short, they are now
capable of seeing themselves both as actors and objects. 1t is indeed the
beginning of real perspective taking.

The fifth and final stage, which is known as societal symbolic perspective

taking and it is believed to commence at about age 12 through adulthood.



66

At this stage, the individual moves {o a more abstract and in—depthtllevel.
There is also the ability to co-ardinate all possibie third-person perspeidtives
on an issue. Role taking moves from a process of co-ordinating perspectives
within a social interaction to co-ordinating the perspective of members. of a
larger social system. These developing cognitive abilities or skills to step
outside of a relationship, evaluate it and co-ordinate it within a social Qroup
have been found to have significant implications for both social compé;tlence

' |
and problem behaviour, |

The Development of Seif Understanding I'

The deyelopment of self-knowledge, understanding or awarehes:}s and
other components of the self-system as a whole have also attracted ..some
considerable research attention. The main concerns seem {o be on how
individuals understand and organise their self-understanding in relat?on to
“other cognitive abilities and social behaviour. Like with other social Coénitivér"
competencies, there are theoretical differences in this regard. For exémple
the information processing theorists, seem to be more the concerne:i with
how the self-schemes or "internal portraits of ourselves™ serve as organisers
of self related information. The social learning theorists, particularly Atbert
Bandura, seem to be mare interested in seif evaluation (and other related
concepts such as seif-efficacy and personai agency), because these are
strongly believed to affect overall social competencies. However, for this

study, the structural development framework (particularly that of Selman,

1980), seems to have more direct relevance.
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According to Selman (1980), there are five invariant stages m the
concept of individuals. #

in the first stage, individuals are perceived of merely as phyéica[
entities. In stages 2, individuais are seen as intentional subjects, which
means that thoughts are now accepted as underlying actions, while motives
are also seen as important in understanding behayiour. (Although they seem
to be inferred at face value only, for example what a person says is wha!nt he
means). Stage 3 is known as introspective selves, because children (alt this
stage, tend to be understanding {hat people have inner and outer selr':ilves,
which, may or may net identically correspend to inner subjective realityl. At

. K
stage 4, individuals are conceptualised as stable personalities. That is

individual are seen as having stable personality trait. They are also seen as

!
I

having mixed thoughts, feelings and motives toward the same object ét the
same time. The idea of individuals having a “mind" seems also to be t)"r'bical
of this stage. Thus there is the capacity for objective self-reflection. At thé fifth )
and final stage, individuals are conceived of as comptek self-syst:éms.. |
Among such complex systems is the idea of the unconscious which is us;.e.d to
explain that persons are not always aware of their behaviour that Eéven
introspection may not vyield the psychologicai causes which best explain
behaviour, neither can external causes explain all the self's behaviour eiti)er.
These conceptions of “other selves” give some insights as to the
possible patterns of the development of self-understanding. For exémple

according to Guaria {1993:50), one of the most frequently replicated findipg is
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the shift from the concrete and physcalistic self-concepts of early chi!dhoclifd to
more abstract, subjective and psychological self-conception that em!ja_rge
during adoiescence.
Also, adolescents who have not fully develop their skills in self—understarj_lding
on the other hand, are more likely, fo avoid the task of recording ;;:heir
conflicting motives, standards, and behaviours, and hence actively rélfrain-"?.
from self-reflection. §
On the other hand, individuals who lag behind in these étages or t:h_ose

with limited self-knowledge tend to experience difficulty in differentiating f_heir
ol
own identity from the opinions of others. A

Although the present review seems fo have focussed mainty op' the
development of self-understanding or awareness, this does not mearf_;that
other components of the self-systems are not important. Alberi Bandiura's
(1989} work on seif-efficacy, personal agency; learned helplessness;: self

contral, have all received attention in treatment and clinical applicq_tions
"

|
patticularly the problem management approach o helping proposed by tgan

(1986). !

Social information Processing Skills

The central concern of social information processing approaches in the

study of social cognition is on the mental processes and skills related {o the

acquisition, storage, and retrieval of social information particutarly in relation

to solving interpersonal problems. According to Guerra (1993), ispcial""-_
.

information processing models have drawn much of their influence from

.earlier works in the domain of social intelfigence and research on

[
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interpersanal probiem solving. They conceptualise sccial competence as
dependent on a set of separate yet interrelated skills in processing isbcial
information. One of the first theoretical models in this area was D'Zurillgiand
Goldfried's (1971) four steps process of interpersonal cognitive probiem

solving. According to this model, an individual needs the following four skills

|

in order to achieve adequate social competence. These are ability to; .! f
!

J

1. List all the details of a problem as concretely as possible. .

2. Brainstorm (i.e. generate) as many solutions as possible (to the
|

}
problem) without at first criticising any of them. {J

3. Choose one or more of the solutions and think abo;"i:'t the

obstacles of its (or their) implementations. :
4, Think of ways to put the solutions into operation and then
K

checking to be sure of if the solutions are actually being Qarried
|

out.
An individual who is deficient in these cognitive skills, according to Dsiurilia
and Goidfried (1971) is believed to be at risk for a range of sociéll and_,__
psychological problems. However, since D’Zurilla and Goldfried (1971;)I were
working on adult social and psychological problems or functiohing, the;é was
the need to relate these skilfis to children and adolescents’ level of funct:ivoning.
Spivack and Shure (1978) in this regard started one of the pioneer fworks.
They have modified and adapted these problems solving skills to méaet the

developmental level of children. In their model, problem solving tgnds to

emphasise means-ends thinking. [

|

i
b

f
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Although, ~Shure and Spivack (1978) and their colleagues ' have.
. LI

reporfed increases in alternative solution, thinking and correSpon“ding
j
decreases in behaviour problems, others such as Elardo and Cooper (1874)

have failed to replicate these findings. Consequently, this led other

]

researchers to articulate more elaborate theoretical models.

For example, Dodge (1986) has developed a five step sequential

! H
model of social information processing. These steps or competencies are:

f.l
i, the ability to encode social cues; |

i, the ability to interpret those cues; ‘ I

iii. the ability to generate all possible solutions; )
iv. the ability to decide on optimat response (or solution); and,
i
V. the ability enact that optimal response into action. '1|J
|!!.:‘

A significant number of research literature exist linking ;these

competencies in there skills with how successful an individual will{be in

processing real life social problems in particular and social
competence in general {Dodge, et al, 1990; Gue_rra & Slabby, :990;
Dodge, 1986). These competencies seem to be essentially the ﬁame-‘f.
with the problem solving skills, which have been discussed alpllbve.
The main difference being the tendency in the present caée to
emphasise the intrinsically social nature of these skills both in ler}ms of
how they are acquired and how they are employed in processi:ng or
solving social problems. 1

From the review of literature in this section as a whole, it is ap;;érent

that there are theoretical differences about what constitute social cognitive,

|-«
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skills. In general, however, the following can be regarded as the majpr of

social cognitive skills. fl"t

2.4

(i

(i)

(ifi)

(iv)

Assessment of Social-Cognitive Skills -

4

{

Social or Moral Reasoning skills:-

These mainly include the six developmental competenciiés in
moral judgement as identified and elaborated upon by Koh'llberg

(1969). {
|
!
Social Perspective Taking Skills:- L

LAt
These are developmental competencies or abilities in self and |

interpersonal understanding especially the five stages in :éocial
perspective taking identified and discussed by Selman (‘I'QElO).

Social Information Processing Skills:- '
]

These refer to the basic information processing skiils which

essentially include the basic problem solving skills as identified
i'

by D'Zurilla and Goldfried, and elaborated upon by many

subsequent researchers.

-~

Self Control Skills:-
These refer to as an individual’s abifity to control his affective

and internal cognitive processes. r

Since assessment is an important part of any psychological research,

researchers in the area of social cognition have made many and varied

attempts at providing valid and reliable method of assessing the j_hajor

n
A

concepts and constructs involved in the domain. These are hoxﬁ:evep_
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theoretical differences particuiarly with regard to the goal and meth!tl:lld of
assessment. In this section, an attempt is made to briefly review strat{egies,
which have frequently featured in psychological research in this Eérea.
For most structural-developmentalists the goal of assessment, tends Ito be
identifying individuals who are functioning up to the developmental stage that
characterises their chronological age group. The main reason for this is{‘_that,

they (i.e. structural developmentalist) seem to believe those social cog'lhitive

skills or abilities are significantly correlated with age. According to Sélman_

(1980) for instance, there is a correlation of up to 86% between éocial
Y
perspective taking and an individual's age. Pre-treatment assessment}-’ from

|
this theoretical perspective, centres on identifying areas of “deveiopmental

tags” and thereafter organising training or treatment programmes the:lfi wilf
‘move” the individual(s) to the appropriate stage. :.
However, there seem to be some differences of opinion among;lthém
about which method of assessment is most appropriate for analysis. ';:hose
who emphasise functional analyses, that is, analysing how individuals e%ploy

social-cognitive abilities “in the act” or in the real life situations, (suich as
Jacquette, 1980), have mainly used the naturalistic observation method.
While those who are concerned with formal analyses (that is, describing the

characteristic, an-togeney and components of social-cognitive skills) such as
!
h

Selman (1980) and Kolhberg (1978) tended to employ the moral and
|

reflective interview methods (often involving hypothetical moral dilemma)l,.
b
i
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The major rationale for adopting moral dilemmas (against rea|ll'|ife

moral decisions), according to Kohlberg (1978), is because real decigions

were hard to study and are not comparable from subject to subject,?li For
|
social perspective taking Selman (1980) adds another justification: “Moral

dilemmas are especially well suited to asking subjects to weigh various ﬁbints
i
of views and to follow up on their responses” (p.36). Furthermore, he

continues, “such dillemas encourage each interviewee to spontaneousiy
elaborate on the interviewee’s theory of human relations, his or her beliefs

about individuals, motives and feelings, and his or her strategies for resclélving
]

conflicts” (p.36). |
However, those who are in support of functional analyses (suéh as

Jacquette, 1980), have gquestioned the power of the moral or refléclive

Kl
4

interviews as being “unnatural” content and context. According to him;'ir this
|

makes them only marginally relevant for analysing conditions under \iI:v_,hich
| i

people hormally utilise or develop their cognitive abilities. But on the cor'?,llrary

he argues, the naturaiist observation method permits a spontaneous *

assessment of problems encountered by the individuals in their entiret:iy, as

well as the strategies he actually employs in those situations.

The method of naturalistic observation has alsc been attacked. -'-::'The

first problem in this regard according to Selman (1980), is how to decide
!:.
which unit of expression should be assigned to which category among the

numerous utterances and expression individuals make in the natural world
.

(even for one day). Secondly, it is aiso difficult (with naturalistic observation

data) to ascertain whether a statement even represents what it seems tp (for
' i

!
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instance, does the natural unprobed responses represent a social concept,

which does not necessarily imply action, or a social judgement which often

does).

Procedures for Assigning and Computation of Scores ‘

Although, the moral or refiective interview and the naluralistic
observation method seem easy to comprehend and administer,"' the
procedures for assigning scores and computation of marks are very corﬁplex
and often requiring special training for observers and scorers (Fenton, 1978).
One of the first steps, with regards to scoring and computation of ma;ks is
identifying the basic unit of analysis referred to as issue concept. An
issue/domain refers to any codable response about an issue in an interview
(Selman, 1980). For the developmental stages in moral reasoning, an issue
for the fourth stage is “social order” or “law and order” orientation and for
social perspective taking, an issue in the domain of friendship is “conflict
resolution”. Issue-concepts on the other hand, refer to any response or
concepts related to these issues, which the interviewee gives to the questions
or probes during the interview, which are often awarded marks or scores.

There seem to be two basic rules or procedures for scoring i__s;sue-
concepts. In the first procedure, each response is scored either as a: pure
stage score {e.g stage 2) or a major (minor) stage (e.g. stage 2(i). For.leach
issue or domain, a quantitative score can be computed by averaging all issue
scores, to obtain the total stage score for the interviewee being assessed.

This total issue-concept scores refers to an interviewees understanding of the

“how and why" (i.e. how he relates and co-ordinates human points of vlliew in
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i 2
T

the social world), or his stage of moral development, as the case may be.
o . S 1

Computing this totat score using the major (minor) procedure is howlever

more complicated. For example, in the individual domain of social

perspective taking, an issue (scores of 2 (3) for subjectivity), 3 (for!i self-
Id be

|
averaged into a quantitative score of 2.58 (Selman, 1980). This is because

awareness), 3(2) (for personality) and 2(3) for personality change, wou

when averaging major (minor) scores a major score receives a two—flhirds

i
|
i

weight and minor scores a one-third weight.

o

The second and the simpler procedure focus*on identifying the highest

.
level of conception. That is, looking across the issue-concepts in an
individual response to identify the highest score heishe has attained.

k
UNICEF, in its "situation analysis on children in Nigeria®, used this procedure

to assess moral behaviour and reasoning of children in “difficult” situaﬁons.
Although this second procedure generally gives a higher score than the

averaging procedure, Seiman (1980) obtained a correlation co-efficient of .86

for the two procedures.

Reliability and Validity of the Various Scoring and Comput%:_tion
3
Procedures H;'
Selman (1980) reports several reliability measures for !;pese
procedures. For example, interrater correlation for IMS score betweer:f: two
expert scorers was .96, while a correlation co-efficient of .92 whoﬁ“was
obtained between one expert scorey and three individuals trainedf'i‘only

through reading the manuals. A correlation co-efficient of .94 was obt?'ined

for an expert and three workshops trained individuals. Test retest reliab'[il'ities
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|
ranging from .51 to .92 were also obtained. Finally, the same authonfllalso
reparts several studies indicating very high validity for the assess_:rlnent

measures. h
Generally, scoring procedure for the naturalistic observation m;thod
follows similar patterns with those described for the interview method witlﬁ few
modifications. For example, the total Naturalistic interpersonal Understaiﬁding
(NIU) — analogous to IMS — for each individual now becomes the avérage
scoreable speech acts assigned to interpersonal issues for all the naturslistic
deservation contexis. Jacquette (198Q) reports high inter-rater reriabilitii@_s for
this procedure as well. For example, group and individual (NIU a sc'or%s for
an expert and Ia trained observer) yielded a person correlation co-efﬁci%nt of
.89, .89, .80, .73, .91, .97, and .93 for the seven students (a correlation ¢f 93

r
(I

was obtained for the group NiU Scores (Jacquette, 1980).

Another technique for assessing moral reasoning is the De|_fihing
I
Issues Test (DIT) as reported by Ckatahi (1984, 1986). The DIT! 'was

designed to render Kohiberg's (1971) stages of moral development in:;b an

!
|

objective framework. It consists of six issues on moral dilemmas. Tes:té. are
|
required to rate, (on a five-point Linkert type scale), the relative impnrlar%lce of
12 statements about the dilemmas. These statements exemplify distiliﬁctive
characteristics of Kohlberg's (1971) stages of morat development. Th'é DIT
gives a "P-Score” that is, the relative importance given to stagés 5 and Gljk‘
With regards to social information processing researchers have empl';l':oyed
different procedures. Such procedures tend to emphasise partici |:!;:ant’s

performances on given problems rather than on development lags"{ For

A
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children, one of the earliest procedures for assessing problem solving skills is

the pre-school interpersonal problem solving (PIPS) developed by Shure';and
Spivack (1974). The test measures a child’s ability to conceptualise diffe,r:ent
i

!

relevant solutions to the following problems. éJf

(i) One child wants a toy another child has ‘

/
(i) A child wants to avert mother's anger having broken something

!

|

|l.
i

of value to her,

The tester shows the child three pictures (two of the picturesjfare

children and one of a toy) and then says 'Here's Johnny and here’s [‘:lum :

Johnny has been playing with this truck for along time. Now Jim war;:; a

chance to play with it. The child is then asked. What can Jimmy do s_jt}_: he
.

can have a chance to play with the truck? For every relevant solution g;i_ven

(such as “can | hold it?"}, a new toy and set of child characters are shown,
and the procedure is repeated (Shure & Spivack, 1978). j

Throughout, the goal is to elicit as many different solutions as the child

F

can think of and it continues until the child cannot offer new solution. Typical
scored solutions include “can 1 hold it?". "Tell the teacher", "let me have that

and you can have ming", "hit him" etc. |
1

The mother-problem story follows the same format. First, the child is
{

told “Robbert broke his mothers flower pot and he doesn’t what his mummy to

be mad”, and then asked, what can Robert do so his mummy won't be rr;_ad'?.

+

Typical scoreable responses include “Get her a new one’, "repair it"
|
“apologise”, “hide under the bed”, etc.

Ii
H
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Scoring and Computation Procedure
The focus of the scoring procedure is on identifying the various rﬁéans
(which is defined as any new relevant information designed as a strategy to
solve the stated problem or overcome an chstacie), in the statement; the
mother makes to the child. When the strategy involves several steps, credit is
given for each step. Aiso, where different strategies are used, credit is given
for each separate strategy. Obstacles on the other hand, refer to ;any
statement or action by the child or any externai event, which interferes wl;h ar
could potentially interfere with solving the problem. Time is defined as ta:iking
advantage of a propitious moment or as a necessary instrumental means to

solve the probléms.

In the child story some of the means and obstacles are: - |

{i) Telling the children their running back and forth makes it hard

for her to make dinner.

(i) Suggest they make placements.
(i)  Ofter a reward for being quiet.
Qbstacle
(i) Kids didn’t want to make placements. H
A mother's total score consist of ali her mean, obstacle and time scores for all
the problems. To calculate a mother's mean score, her total means,
obstacles and time scores are added up and divided by the number of stories.

The higher the scores a mother earns the greater her ability to conceptuallise

the means of solving problems.
fl
1
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Several measures of reliability coefficients have been established for
the test. These include estimates of internal consistency .80 -.84; test-l:etest
reliability, .43 - .63, inter-ratter refiabilities on scoring the number of means in

each of the first three stories obtained for three judges are .83, .95 and .90

respectively. They aiso reported very high construct validity for the test

{Shure & Spivack, 1978). L

4
i

Anather procedure of assessing problem solving skills makes l;se of
verbalisations or speak loud method. In this procedure, individuals are u::éuany
require to voice out their response as they attempt to solve given prot:i:lems.
The speeches are then audio taped and later analysed to determin:;é the

frequency of the occurrences of cognitive deficits. Using this procedure, for-.

.
example, Clark and Palm (1990), identified seven cognitive deficits with their

subjects. These are. - |l
. g
1. kmpulsively.- Characterised by disorganised approach to problems-no

careful exploration of alternatives, looking for instant solutions and
»

jumping to conclusions. |
2. Lack of precision and accuracy in data gathering — typified by some of
the avaifable data, making decision on the basis of generalities and
accepting absfract often-vague evidence. |
3. inaccurate problem definition — not recognising that a problem exists,
regarding symptoms as the actual problem, and first order defiﬁitions

of the probiem. i

1
x

»
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4, Lack of need for logical evidence, accepting someone else’s (incofrect)
view of the problem, accepting a solution without evidence, refusing ta
change position when alternative evidence is presented. X

5. Egocentric communication modaiities, interpreted as “my side bias”

refusing to listen to other points of view allowing personal feelinés of

unduly influence solving problems. !
!
6. [mpatred accuracy in communicating responses:- Communicating in

generalities, using vague instructions and setting vague goals. 2
)

7. Trail-and-error responses:- Failing to plan or consider a responsé and
testing the reception of a solution without first thinking through possible
conseqﬁences. :
inter-ratter reliability was checked by means of a direct comparisié-n of |

frequency observations. To check possibie scorer bias, one of the EIL;IIt.l."IOI‘S

was “blinded” to which problem represented the before and after measure.

Moreover, the two ratters listened to a sample tape before beginning with the

rating in order to reach agreement on the verbal manifestation of each deficit,

Another approach of assessing cognitive skills which emphasises ébilily

rather than process was developed by Koscnen and Winne (1995) in their

study of statistical reasoning and everyday probiems. The proceaure
basically involves assessing participants’ ability to determine errors in
information sampling. Altogether, there are eleven passages which students

1

were asked to read and write an analysis of the validity of a conclusion drawn
by a character in each of the passages.

r
II
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Two out of the eleven passages were fi[l:ers (i.e. instance of probllems.
which are not relevant to the study). The remaining nine probiems blended
one problem model (single small sample, extreme deviation, large sampife Vs
unfounded theory, etc.). Problems were randomly ordered with the caution

that no two with the sample problem mode appeared in succession, 1
Coding and scoring of Responses. ‘
A three point coding system was used to mark responses. i?i

{i A deterministic response received a score of 1 point - which

means a student made use of no statistical concepts and no
I

;r

mention of sample size, randomness or variance. |L
- r

{i) A poor statistical response was scored 2 meaning that a si’qdent

mentioned statistical concepts but the concepts Hwere

incompiete or manifested one or more of the foltowing:- i

(@) Deterministic reasoning denoting weak statistical

reasoning.

’

(b)  Incorrect statistical reasoning such as the gambler's
fallacy. { '
|

{c) Referring to statistical concepts such as lack or chance

but being vague about how the statistic is relevant.

(il A good statistical response was scored 3 - that is, the student

correctly used statistical concepts, paraphrased the law of large

numbers and correctly identified sampling elements. gt

I
t

Scores within problem formats are then summed up to represept the

quality of statistical reasoning. The maximum possible score for each ;,:Qf the
. II‘
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t
three formats are then added up to give an overall scoreable point of 27‘ The
more points a student scores, the better his ability for good statj_étical

reasoning in solving every day problems. ,

I
1

To obtain inter-ratter reliability on the scoring of the proce;ciure.
student’'s respanses were typed and presented as separate items. Inter:-'ratter
agreement was 93%, while the 9 items scale, measuring quality of statistical
reasoning across problem formats yielded as internal consistency of = .76.

One of the most noticeable points that can be made from the review in
this section is that assessment procedures for social cognitive skilis tend to
involve considerable leved of subjectivity. This is evident in the frequency of
inter and intra-rater reliability coefficients that have been reported for many of

the assessment procedures included in this review, Partly, this may t:;e due

*
1

to the fact that so far, standardised assessments tests on social cognitive
t
“skills are not widely available, The preponderance of mainly foreign

assessment instruments in the review, seems to indicate that most of the

n
i

currently available assessment models are not of ocal origin.  This, at:' once,

suggests the need for a locally constructed test on social cognitive ski'.ls;l.‘_
i
A
i

Most of the researches, especially the reiatively earlier refSearch

2.5 Review of Related Empirical Studies

designs, seem to have focussed mainly on one component of social-cognitive
I

skills identified in the earlier discussions. That is, these studies tended to

emphasise either moral reasoning, social perspective taking or social

information processing skills. Also, most of the studies cited were |
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conducted in the United States of America. At the local level, studies on
social cognitive skills seem to be very rare. These difficuities notwithstahding.
an attempt is made in this section, to review some empirical research findings

|

that are related to the present study. .

The major focus of researches derived from structural—devempm.entai
perspectives tend to be identifying and “reconciling development laéé” tn
progression through stages of social reasoning and social perspective t?king.
Consequently, many researches were designed to promote advanc;és in
stages of moral reasoning and social perspective taking. Such studiesi,,have
generally been conducted in the classroom, in small groups, or in cfiyadic
groups. For devefopmental lags in moral reasoning, the content of tr;_lining
for most studies have taken the form of moral education programme '!:which
have mostly involved guided dilemma discussion which were delibqlr.gtelyl""
_designed along the "+1 stage method”. This means exposing individu:als o
moral reasoning that is one stage above the level identified for res;garch
subjects. .

Blatt Moshe (1967} was the first to demonstrate that moral lhihking
might be raised through intensive dilemma discussions { cited in Kohiberg,
1978). Working with four groups of Chicago junior high students, he found
that students changed an average of nearly one third of a moral stage over a
three-month pericd. In another classic research, Arbuthot and Gérdon
(1986), organised small group guided dilemma discussion programime f-lor 35
male and 13 female students who had been nominated by teach;rs as
“behaviour disordered “. Using the +1 stage method, they orga!hised

discussion on maral dilemmas for 16-20 'd.
I
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weeks at 45 minutes per week. The results of the study showed significant

advances in moral reasoning and other measures of behavioural

|
|
W

maladjusiment.

L
a
b

At the local tevel, Okatahi {(1984) conducted one of the earliest sfi;ldies

on moral reasoning. She examined whether principled reasoning (the hi!:g.hes.t-?-."’
stage of reasoning in Kohlberg’s theory) of an individual could be enhaimced
by moral dilemma discussions. She also examined whether an indiviEanl's
principled reasoning is related to this locus of control (i.e. inlernal_liself-
controt), and whether an individual could attain higher self-concept as rjesult
of moral dilemma discussion. | r
The sample was made up of 126 male and female undergraauate
students of Ahmadu Belio University, Zaria, whose age range was between
21 and 47 years. Among others, the result of the study showed that maral
dilemma discussions could indeed facilitate individual's principled reas:_t;ning
and locus of control. She recommended that moral dilemma discussiq:in on

il

day-to-day moral issues be incorporated in Nigerian school curriculum,

For social perspective taking, Chandler (1973) enhancec%" the
perspective taking skills of incarcerated delinquent teenagers by having?them
develop, periray, act out video tape, and critique brief skits about ei?ents
relevant to people of their age. The trainers were graduate studenl_ts in_
psychology whose primary responsibility was to ensure that skils de?lc’ted “
real-life situations and to provide a role for every participant.l Compa!r;éd to

control groups, participants demonstrated significant improvements in §00ial-

perspective taking.
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Selman (1980) reported the work of Selman, Lavin, Brion-Meisels (1979) who

conducted both dyadic and small group approaches to improve: the
perSpective~}9king skills and social behaviotur of clinically ref{érred

adolescents. Using a variety of procedures such as guided dilel’rnma
]','

h

discussions, roie playing and structured activities, the participants was led to
realise developmentally more appropriate behaviours. Emphasis was p_éced
onh Selnan’s fourth stage of social perspective taking skills in order to :make
effective decisions and to solve interpersanal problems. Results sh;_:_owed
improvements in both social perspectives taking skills and social behavio:::r.
Efficacy of researches based on structural developm::zntal
approaches. Despite the numerous successes from studies conducted_ with
this theoretical perspective, many researchers have questioned the o‘ikératl
gfficacy of the structural development models, while others have que_étion
their methods.  In addition to the criticisms mentioned against the theorélical
perspective as a whole, Urbain and Kendal 1980 have queétioned whifsther
these abilities (i.e. abilities to consider the effect of their actions or ofhers)
themselves are sufficient to foster the development of competent social

behaviour ( cited in Guerra, 1993). | i

“r,‘

Furthermore, Frankel (1978:258) observed that we are not even sure l;f{ itis
N
i

the discussion of the dilemmas themselves which brings about stage

movement. He further noted that a sensitive and concerned teacher,;(one
I

who continuaily engages students in conversations and asks them quesjﬁons

and let them know by his or her comment and action that hefshe is




r
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interested in what they have to say), may be the independent variable ||:| this
"

regard. {
Finally, Guerra (1993) also opined that a moral orientation that empha%ises
an understanding that it is wrong to harm others wouid likely to enhance the -
utilisation of perspective taking skills and social reasoning. Howe?er,
individuais must sfill transiate this understanding / orientation into spéciﬁc
strategies for making decisions and solving social problems in crdé_r to
manage their social worlds effectively. i
This suggestion is in line with the observation made by Flowers (1978),
that “life seldom presents dilernmas with all the information that is includéd in

the moral dilemmas used by Kohlberg and his associates, and the choices in

life are seidom yes or no ( cited in scharf, 1978). “In real life dilemmasr", he
continues, peaple often need to be taught how to gather and aéﬁsess
additional information to generate many alternatives; inspect consequeir;)_:ces,
select one to try, as well as, how to act on the alternative that they {Ihave
selected”. That is, in addition to moral reasoning skills, individual s ;élso,

require other social cognitive skills so as to achieve improved social

competence. |

L
It

Among the relatively early research efforts on social problem s@iving
skills, was the work of Sarason and Gomzer {(1873), who conducted mod?lli_ng
and small group problem solving skill experiments for institutionalised érﬁale
first offenders. The experiments centred on teaching pariicipants to 5‘fthink
about socially appropriate responses to typical problem situations. Much
emphasis was placed on generating alternative solutions and considering

consequences. In contrast with a control group, results of the experiment
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indicated that treated groups evidenced more positive attiiﬂdes,
improvements in social behaviour, and lower recidivism for 2-3 I.fears
following the intervention. 3

Shure and Spivack (1978}, conducted problem solving skills training
with pre-school and kindergarten children. The emphasis of the programme
was on improving children’s ability to generate alternative solutions a%d to
determine possible obstacles io these solutions. Resulis of the study shfnwed
that alternative solution thinking and ability to determine possible obstaciles to
problems, were the most important determinants of social adjustmei?;t for
young chiidrenl, irrespective of their 1.Q. l

Feindles, ef al., (1988) trained institutionalised psychiatric ;:'male
adolescents in a range of interpersonal cognitive problem sclving skiﬂl's as ‘.
well as cognitive self-control methods for controlling anger. Following 1? _6ne—

hour small group sessions treafed subjects evidenced decreases in hostile

verbalisations during standardised role-play assessments and decreasés in
X

aggressive behavicurs when compared to a control group. !

Kazdin (1989) offered problem solving training, problem solviné with
vivo-practice (i.e. non directive relationship) to 112 children of the same "age,
75 percent of whom had received a primary or secondary diagnosis in
cognitive skills deficiency. Results showed that at completion of {reatment
and 1 years later, bath forms of training significantly reduced clisru_lptive
behaviour and increased pro-social behaviour at home and school, coméared

to a no treatment control group. |
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Clarke and Palm (1990) conducted a problem solving skills training
programme for adult managers in a large industrial co-operative in South
Africa. The major focus of the programme was to remedy participants'
problem solving skill deficits, as well as, {o increase self-awareness abm:.ﬂ the
occurrence of these deficits. The programme consisted of four-4 - hour
modules spread over a period of fwo weeks. Results showed that tréining
programme have significant positive effects on the participants thinkif;g as
well as, "dramatic® decreases in the frequency of the occurrence %_f the
cognitive or problem-solving deficits experienced by participanis befoét:‘-.' the
programme commenced. . IF‘! |

In a meta-analytical review of 48 outcome studies of problem sﬁi\:ing
skills studies published or completed between 1971 and 1987, Dush,f" :et al,,
(1989), revealed that treated (or trained} groups surpassed control or plépebo
‘groups in overall effectiveness by approximately half a standard devEllation.
This means that the average child who receives cognitive skills trainjing IS
better adjusted at the end of treatment than approximately 70 perc:alnt of
children who did not receive such training at all. However, the authors
qualified this broad conclusion by saying that: - l

(1) The supericrity of cognitive skills training was most pronoémced

immediately after treatment and generally disappeared at follow-
Y
{.
up. !
I
(ii) The efficacy of cognitive skills training was generaily lower with

1 :
aggressive or disruptive behaviour problems than with ;I’:_other
conditions. 3
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(i) Problem solving skills training appeared to be more effective
with younger children.

(iv)  The efficacy of cognitive skills training was also related to
variables such as therapist's training, intervention setling and
type of outcome measure used.

Perhaps because of observations such as one and two above, more recent
studies on social cognitive skills tend to incorporate not just the social
information processing skills, but other social cognitive factors that affect
social behaviour particularly the social problem solving behaviour. An
example of such recent studies is the work of Guerra and Slabby (1990) who
developed a 12 session (one hour per session) social problem solving
intervention for incarcerated male and female adolescent delinquents. The
focus of the study was to increase participants' social information procs;ssmg
skills and modify beliefs that support the use of aggression across a range of
situations. When compared to adolescents in an untreated control group,
treated participants showed gains in social problem solving sk1lls and
decreases in endorsement of beliefs supporting aggression. Funhermore.
significant decreases in aggressive impulsive and inflexible behavioursl were
found (Guerra, 1993). .
Efficacy of social problem solving skills research and experiments:
From this brief review of related studies in social-cognitive skills, there
appears to be more support for the social problem solving skill approach to
social cognitive skill deficits in particular and social adjustment in general.

Indeed in addition to the particular studies cited in the section, other extensive
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reviews such as those by Davis and Tolan (1993) Bellack, et al, (1992)
Frame, et al, (1992), Dumas (1892}, Mahoney and Amkoff (1978), to mention
Just a few, all seem to agree that the socig| problem solving approach offers
the best alternative to social adjustment and mental health. However, als the

meta-analytical review by Dush et al, (1989) has shown, more Nneeds *o be

done to improve over it's overa|| efficacy. : (

26  SUMMARY

g
The review of related literature contained in this chapter has ratsed

several theoretical issues of interest to this study. First, although theré stléems
to be some genera agreement that socia| cognition is not merefy the
appiication of cognitive structure to social content, theoretical d:fferences exist
On many issues and concerns related to it There are, for example,
'noticeable theoretical differences on which abilities or competencies
constitute the most crucial determinants of social cognitive competence. Also,
there are differences about the type of research design and treatment model
to be adopted, the assessment methods or procedures to be employed in
evaluating these skills and the role of the social cultural environment in their
acquisition, development  and enhancement. The strué:tural
developmentalists and the information processing theorists on their part Seem
o emphasise intellectual skills. The social learning theorists tend to be ' |rncare

pre-occupied  with the social environmental determinants such as

reinforcements, punishment, modelling and the family. The ethologrsts on

:
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their part tend to focus on the innate biological foundations of these rskllis
which they also believe to be specie specific.

Despite these strong theoretical differences the skllls abllmés or
competencies, which seem to have the most far-reaching clinical rmportance
and empirical sSupports are those of moral reasoning, social perspective
taking, the ability for self—understandmg, self -evaluation and self -control. The
ability to effectively process social information (i.e. to solve given somal
problems) is also a very important component in this regard. Theor}etfcal
differences also seem fo affect the assessment procedures (i.e. methods)
employed to eva!uate the skils. For the structural developmentahsts the
most frequency used methods are naturalistic observation, moral mlervrew
(quite often  with hypothetical moral dilemma), while the lnforrrjlahon

pracessing theorist tend to base their assessments on participants responses

on given probiems. )

achieved. For the structural developmentalist, the focus of treatment and
r

research has been on identifying areas of developmental lags and the nature

of treatment has generally been on the +1 stage model. While for the

information processing theorists, intervention programmes have generally
been geared towards enhancing the acquisition and development of skilis that
are usually held as having inherent generalise-able qualities to real life social

problem situations. s
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On the whole, a basic weakness of most earlier treatment and f|""
research designs on socia| cognitive competence seem to be the emphasls
on just one aspect of social cognitive ability such as moral reasoning or socaal
perspective taking. On the other hand, the need for combining these skn‘ls in
simple enhancement Programmes seems to be advocated for by several
authors, The authors inciude Guerra, 1993, Kadzin 1989, Davis and Tolan,
1993, Tolan and Loeber, 1993, Heppener and Frazier 1992and Fenton, 1978

to mention just a few.
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CHAPTER 3

METHODOLOGY

3.1 Introduction

An attempt is made in this chapter to give a detail account of lhe research
design and other procedures adopted for the study. These include a desdrlptlon of
the research design, a discussion of the population and sampling procedure
Experimental treatment and control procedures, construction and validation of
research instruments, statistical procedures employed to establish the relrablllty of
the research instrument, administration and scoring of the rnstruments as well as
the statistical methods for testing the research hypotheses were also discussed.
3.2 Research Design ii_"l

Although experimental designs provide the strongest evidence for cause-
effect relationships, the quasi-experimental procedure was adopted for‘i't.his study
because of two reasons. First, the target population of this study were s?'.'econdary
school students whose group composition had already been decide{;':i, thereby
limiting the application of true random sampling procedures associateis:l with the
experimental designs. Second, rigorous control over all experimentalE:conditions
and variables found in trye experimental designs has also not II|:een fully
maintained in this research. This is because it was conducted in thle rea:_l life
situation of the participants. ]J[“ -

A quasi-experimental research can be described as that WhI(I‘h involves

comparing a single group of subjects over a period of time or comparmg groups
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that were not constituted by random assignment (Gay, 1992 Wiersma 1992
Cherulnik, 1993). However, despite this limitation associated w:th quasi-
experimental designs, some elements of randomisation is often posmbu‘e This
include, for example, randomly selecting schools to be included in the experlment
and randomly selecting the classes that would receive treatment and control. (How
these were practically operationalised for the present study were dISCUSSred under
sampling procedure), |

The pretest-posttest equivalent control group design (Gay, 1992: Wlersma

1992; Cherulnik, 1 993) was adopted for this study. This design is sumllar to the

pretest-posttest control group design, with the major difference being ;he use of

EQUIVALENT CONTROL GROUP DESIGN

Gl R 04 X 0z . 8

G2 R o, 04 :

Where; o

0+ and 0 refer to the observation immediately before the commencj.ement of
the experiment (i.e. pre-test) =
0z and Os refer to the observations after the experimental treatrﬁ'ent (i.e.
post-test) !

i

X = represents the experimental treatment.
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As could be seen from the diagram above, the design essentially;'involves
two groups: one receives experimental treatment and the other does r,;ot. The
group that received the treatment is referred to as the treatment group J;f_uhile the
group that did not receive any trealment is referred to as the no trea;t'ment or

4!
control group. A

According to virtually all the authors cited above, the design co;frbis for
v
nearly all the threats 1o experimental research validily, with the éxception
sensitising effect of pre-setling, experimental mortality and temporafy group
composition effect (Cherulnik, 1283). To ensure that these potential threais to
validity, were controlled for or reduced to the bearest minimum, the following
measures were faken. g
To control for temporary group composition effects, comparability tests were
conducted on the pre-test mean scores obtained by the three schools on all
research variables, including SPM scores. Results of these comparabi:lfty tests
(summarised in appendix H), revealed that all the three schools :I:clnbtained
statistically equal pre-test mean scores on SRIU, ATSP, SPM and PSPPI. Jll
Maturation effect was assessed by comparing the pre-test and éost test
mean scores obtained by the control group using the "{" test for related saj?rlnples of
SIPSS, SRIU, PSPPI, While the Wilcoxon non-parametric statistics was i-gsed for
ATSPS in this regard. As could be seen from appendix |, no Significant differences
were found on alt these variables based on the pre-test and post {est mea}ll"l scores

obtained by the control group. This seems to suggest that maturation effééis were

not a serious threat to the validity of the findings of this study. r~ _
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To control for the sensitising effects of pre-testing, two parallel forms of the
assessment test were constructed. Test ‘A’ was used for pre-test, while test ‘B’

was used for posi-test.

1

Finally, to control for experimental mortality, a relatively large sample was
included in both the control and treatrment groups. Furthermore, students were

educated about the importance and the benefits they stood to gain by parhc;panng

J
in the programme, so as, {0 ‘lure’ them to stay throughout the experlmental period.

These measures seemed to have yielded positive results because ,only six

students dropped out of the programme. ‘J |

3.3 The Population

I
J1

The target population of this study is all the senior secondary li students in

I|'
all the seven male boarding school within Sokoto metropolis. Data collected
directly from all the seven affected schools revealed that there are a total of one

thousand and sixty-five secendary school Il students in all such schools The

breakdown is shown in Table 3.1 below: -
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TABLE 3.1

Distribution of Target Population by Schools

S/No. Name of School Total No. of Senior
Secondary || Students
1 Ahmadu Bello Academy, Farfaru, Sokoto 130 |
2. Sultan Abubakar College, Sokoto 160
3 Sheikh Gummi Memaorial College, Sokoto 120 .
4 Sokoto Science College, Sokoto 215 ‘
5 Sani Dingyadi Science Sec. School, Farfaru 200
Sokoto

6 Gowvt. Tech. College, Farfaru — Sokoto. 80 -
T Nagarta College, Sokoto 90

1,065

Source: Data collected directly from affected schools.

| Secondary school students were selected for the study in view of the
various research reports (in earlier chapters) indicating that social problem-solving
skills training is most beneficial or effective at the pre-adolescent and adolescent
years. Furthermore, several studies including some conducted in the area under
study (mentioned in the earlier chapters), have indicaled various social
maladjustment problems particularly among secondary school students in} Nigeria.
Senior Secondary School 11 students were selected for the study because by that
slage, students must have acquired some level of preficiency in English language
(the language of instruction for the experiment) and that they were also not

affected by the terminal effect (i.e. leaving school soon after the experiment)
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Sokata metropolis was selected for this study because of two mai:,h reasons.
Firstly, there seems not {o be any previous experiment of this kind m the area
known to this researcher, despite the need for it, which has been establils':'hed in the
earlier chapters. Secondly, Sokoto Township is the most cosmopolitarl"_:.’, and has
maore concentration of Male Secondary boarding schools than any othier town in
Sokoto State (as well as, in the other sister states of Kebbi and Zamfeillrf'a), which
share similar socio-cultural beliefs values and practices. Thus, there ﬁIs greater
possibility of having students from all the three states thereby enhanéing éaﬁle
level of ecological representativeness {particularly with regards to socio-cultural
beliefs and practices), despite the restricted nature of the research desi'gn]_}_f )

Boarding schools were chosen primarily to promote some level éf confrol
over hoth the treatment and control groups during the period of e;:periment
because such schools often impose restrictions on the movement of Istudents '
whenever the schools are in session, Finally, male boarding schoofs were given
preference to female one's mainly because schools in Sokoto State (as vﬁvlleil as in

Kebbi and Zamfara slates), are predominantly single sex schools. It was also

feared that a male researcher might not be allowed to be meeling fréely with
i
L.

female students over a relatively tong period.

O —

¥V

|
i

3.4  The Sampling Procedure

Despite the delimitation imposed on this study, there was stilt a ril_a-lati\fely
n‘

targe number of students who constitute the target poputation of this stud?, which

necessitated a sampling strategy that would ensure that a sample was dbtaine__d

independent of the will and judgement of the researcher. As was shown in 'I;able 3.1
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above, there were slightly over 1,000 Senior Secondary Il students in male
boarding schools within Sokoto metropolis. The following steps were taken in
arriving at the schools and the students involved in this study. Firstly, to get the
particular schools from which the samples were drawn, the names of all the seven
male boarding schools within Sokoto metropolis were written on pieces of paper
separately and then folded tightly such that no one could see what was written on
them.

A colleague of the researcher who was not aware of the contents of the
papers was asked to pick three of these wrapped papers. The 2™, 6" and 7"
schools listed in table one were selected as a result of this exercise. The pre-test
instrument was subsequently administered on all S.S. Il students in these schools.

After all the completed pre-test instruments were collected and scored by
this researcher, students who obtained up to or below the mean score of 15.64 (for
SIPSS) and 15 (for SRIV), were selected in all the schools and are summarised in

the Table 3.2 below:-

TABLE 3.2
Distribution of Obtained Sample Size by Schools

ScHooL NUMBER TOTAL NUMBER OF PERCENTAGE
| OBTAINED SS Il STUDENTS
School 1 62 150 41.22 .
School 2 49 90 54.89 1/
School 3 64 160 40.00
TOTAL 175

Source: Data collected from PILOT STUDY.



number out of these students have any notable behaviour problems. Specrfrcally
teachers were asked to comment about the interpersonal relal:onshtps and
behaviour characteristic of thege students. "
Information gathereq from these discussions seem to suggest that 'some of
the students tended to be “Unsociabie” “Unfriendly”, "Troublesome“ “Shy".
“Reserved” and “‘Aggressive”. Unfortunately, none of the schools |nvofv¢d in the
present study had established Guidance and Counselling Centres hence 11 has not
been possible to check through the Cumulative records of these students fo further.

verify these verbal comments by teachers. Subsequently, the figure in ;;able 3.2

above was taken as the immediate sample for this studv. /

~

35 Treatment procedure

L emay, .t

3.5.1 Construction of Treatment Modules _
i
One of the major objectives of the study_jg ta construct a socihl’ pr%

solving skills programme that would be used to remedy social cognltllve skills
deficits among Senior Secondary Schoot students in Sokoto metropolis. ’;'5

In constructing the treatment modules, the following stages were in\%blved: -
Stage 1: IL.

This involved reviewing and selecting from available models and Itterature
0N social problem solving skills, principles, procedures, methods, and steps It also
included selecting other social cognitive structural compelencies that jare very

important for adolescents’ social competence and adjustment, with partlcular

I
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emphasis on moral reasoning, social perspective taking and self-control

pracedures, This stage also involved the construction of two modules on

modification of three socio-cultural factors that are likely to lend to f'negative

attitudes towards social problem solving. Altogether, 12 separate modules one for

each topic was constructed,

Stage |}

This involved the validation of the initial draft of the treatment modules by
various specialists in guidance and Counselling as well as related fields particuiarly
educational psychology. (Their suggestions and recommendation have p’_een fully

. I:.l‘
reflected in the final draft of treatment programme). l"i,

Stage IlI:

4

This involved pilot testing of five out of the twelve modules in one of the day

M

secondary schools within Sokoto metropolis, which was not part of the stu;'dy. This

step enabled the researcher to determine, among other things, the tirning;j level of

vocabulary and validity of the treatment modules for the participants. The result of
!il .

the pilot testing showed that the programme is generally suitable and reiéﬁant fo

senior secondary students.

3.5.2 General Quiline and Description of Treatment Modules

The entire irealment programme is made up of twelve instruc;ional or
teaching modules each of which centres on a particular topic relevant to the social
cognitive ability and competence. Furthermore, each module contains specific
behavioural objeclives to be achieved at the end of that particular module, an
introduction or stimulus material, and presentation procedure and e\{aluation

1

i
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questions. “Procedure , as defined here, refers to the steps followed by the

présenter and the content to be covered for that particular step. A time llmlt of one
ﬁ.
hour twenty minutes was allocated for each module, fj
The twelve modules were preceded by six general aims, WhICh were

expected to be achieved by the end of the entire programme. These general

are shown in appendlx A, II

3.5.3 Validity of Treatment Modules _:__r

in addition to velting the treatment modules by specialists in the field of
guidance and Counselling and educational psychology, five of the drafteqf modules
were presented to g group of 30 senior secondary Il students in thex‘si[arne day
secondary schoo! where the research instruments were pilot- tested. ThlsJ :Measure

I
was laken to further determine their effectiveness before the main study This

group served as the pilot study treatment (PST) group. This reseaiicher was
permitted to use the last two hours of the morning school sessions to teach the
selected modules. One Module was covered in each contact session, whlch was

spread over a period of two weeks. The particular modules involved |n this pllot

testing are modules 1.2,3,6and 11 (as shown in appendix A). The Raven s SPM
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was administered to this group before the teaching sessions were completed. The

SCAT B was administered after the five modules were fully taught. ]

A comparison of the mean scores obtained by this PST group \a;zas made
with the mean scores of the pilot study confrol group to determine wﬁ;ther the
teachings had yielded any positive result. The “t” test for independen:g.- samples |

was used for the mean scores on SIPSS, SRIU, PSPPI and the Mann-Whitney U

L

test was used for ATSPS. Results obtained from these analyses ate suh"amarised

in Table 3.3 below: -

TABLE 33

Results of 'T" and 'U’ Tests for PST and PSC Groups. Rt

Group | Variable "t" Call. DF “t" Criti. } Level of | Remarks
X Signi. l\
PST SIPSS 19.67 6.05 58 1.67 g5 Significant
I

PSC | SIPSS | 17.18 i

4

PST SRiU 19.86 7.18 58 1.67 0.5 Signiﬂéant

PSC SRIU 19.76

— ' .
PST PSPPI 14 27 -6.78 58 1.67 0.5 Significant

PSC | PSPPI | 1623 .

|
L

PST SPM 47.47 A73 b8 1.67 0.5 Not

PSC S5PM 47.43 Signilic::ént

R8T ATSPS | ER 464 “u" ] .05 Signiﬁti‘,:zl%mt

PSC [ ATSPS | ER 1364 | transferred critical ]t
to 8= £1.96 !l‘
6.678

Source: Data Collected from Pilot Study.
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Where; PST= Pilot study treatment group.

PSC= Pilot study contro! group. X

From table 3.3 it is apparent that there is a significant differencéll between
the pitot study treatment and pilot study control groups on all research;; _i}an‘ables
except on SPM. The PST ohtained significantly higher mean scores on é’l_PSS and
SRIU factors and lower mean scores on ATSPS and PSPPI These differences
seem to be as a resuit of the treatment session, which was based on the:!treatment
modules and hence it was concluded that the censtructed modules weré suitable _

for the main study.

1

3.54 Treatment Sessions

i
|
|
i
J:

The researcher conducted all the treatment sessions persoﬁally. The
treatment sessiors predominantly involved teaching or instructions centre;l;l on onhe
module per meeting or contact session; during the afternoon prep hog__rs of the
students (for the main study), in the classrooms. The prep period was uﬁed S0 as
not to interfere with the students’ normal class teaching hours. There vf&ere three
contact sessions for each treatment school per week, making a total of 12 session
for the 4 weeks. Students were encouraged to participate as fully as posgibie in afl

N

the activities during all the contact sessions.

3.6 instrumentation

3.6.1 Construction of Research instruments g
Two major reasons necessitated the construction of the . research

instruments. First, none of the currently available assessment models (known to

3
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the researcher), clearly fits the present research design. As has been 'ghown in

) I

Chapter Il virtually all the present models seem to focus on just one aspect or
HE
r

theoretical perspective to social cognitive competence. That is, non{e of the

existing procedures has the "holistic” approach adopted for the present study.

Second, it also seems that most of the existing modeis have not been locatly
’ '
validated to determine their socio-cultural validity and reliability. f

fi
ot

In constructing the research instrument, extensive review ofl' related

W :
literature was made 50 as to ensure that the model meets all the fundamentai

‘|

concerns of this study. Some items were adopted from existing related tests

paricutarly the MEPS and SPI. However, care was taken to ensure that such

guestions or items were sirongly related to the objectives of the preselnt study.

Also, because of the need to reduce the sensilising effect of pre—tesﬁng. two

equivalent or parallel versions of the same test were constructed. ii _:

. |!
Each version of the test contained equal and equivalent number of
problems and items. In this regard, each version of the test has four sectrons
Section ‘A’ in each of the versions, deals with the personal data of the student

such as his age, school, level of educational attainment of parents, occupatton of

parents and so on. Section ‘B’ (one each test), assessed the social mformahon

processing skills of respondents, with particular emphasis on ability to corr{iprehend

problems, determine causes and consequerces of hypothetical persorjlal—socral
{

problems. It also assessed the cognitive ability to think about all !-'possibte
].'

alternatives or solutions, obstacles to alternatives or solutions, choosmq_ among

alternative and rationale for choosing among severa! alternatives or solutions.

il

a
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There are three different problems in each of the tests under ti;;_s section
{i.e. section 'B’), and the probes after each problem was patterned aloné Platt and
Shure's (1975) Mean-Ends Problem Sclving (MEPS). The maijor f;\jifference
between the present format and MEPS being that in the latter, probé]k; centred
mainly on means-ends and obstacle thinking, while in the former I%-here are
questions on other aspects of the social information precessing stages.i,,This was
considered necessary because one of the major assumptions of the cuzrnt study

is that adolescents need more than just those two skills in order to overc f_fne social

i
i
1l
|

cognitive deficits.

On the whole, the questions and probes in this section are'déSigned to
. |

assess seven major components of the social problem solving process. These

L
are; - "
L
| |
I,

1. Recognition and Comprehension of Social Problem {RCSP)

This refento an individual's ability or skill in identifying and deﬁnirglg exactly
or appropriately the main problem facing the character in the hyl_pothetical '
problem situation. Question 1 {(a and b} to problem two {on baoth tésts) were
designed to determine this ability. In scoring the responses;_‘_to these

questions emphasis was placed on the “quality” of a student's responses,

rather than quantity.

2. Gauses of Social Problems (CSP).
This refers to the ability to identify causes of the given social fﬁroblems.
Since optimal social problem solving is best enhanced by iderit:ifying as
many causes of the problem as possible, emphasis was pi_llaced on

|
respondents’ ability to identify as many possible causes to the hypothetical

4



108
problems as possible. Questions 1 to problem three (on both tests) were
-

designed to achieve this. i

Possible Consequences of Social Problems (PCSP): -
This is another important component of social information proces$ing which
centre on identifying as many consequences as possible that might resutt to

the main character in the hypothetical social problem. Queétion 3 to

problem 3 (on both tests) was meant to assess this skill, ]"
Alternative Solutions to Social Problem {AST): jr

Literature seems to suggest that this ability is the most crucial in promoting

. o o b
social cognitive competence. Consequently, more emphasis was given to

this skill in the assessment test, than any other skill. To this e:'fid. all the

three problems (on both tests), had a question each on this skill for test ‘A’

question 1 (to problem 2), question 2 (to problem 2), and question 3 {to
:.1“

prablem 3), were all meant to assess this skill. For test B, the
|"

corresponding numbers of questions (lo each problem) mention, ror test A,

were similarly addressed to this skill. | |L{
Possible Difficulties Associated with Alternatives or Soiutions![ .(PDASS):

This skill includes the ability to determine all the obstacles or diffic:ulties that
may hinder the implementation of a solution of alternative. Que:'stion 1 to
problem 3 {on both tests) was designed to measure this skill. i.

Sources of information about Personal-Social Problems (PSIS\}’): -
Information gathering is another component of the social problerﬁ soiving
process, consequently, question 2 to problem 1 (on both t(__asts) was
designed to measure an individual's awareness about the possiblle sources

)
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I
of information on the given personal-social problems available tcir the main
character in the situation.

7. Reasons for Choice of Best Alternative (RCBA): -

This is ability aspect of sccial problem solving. Consequently, in lhlé present

instrument, questions 3 (a and b) to problem 2 (on both tésts) were

14 !!

developed o assess the skill. Sub question in this regard asks the

o)
respondent to show the allernative he would choose, while sub questmon B

determines reasons or raticnale for choosing the particular alternat‘,_iize.

f
|
)

Section C (in each version of the test) measures partfcapants social
reasoning and mterpersonal understanding (SRIV). One fundamental reason for
ncluding tems in this section is the fact that the assessment of social:_'.cognitive
competence {as viewed in this work frame), should include not just ft:he social
information processing skills, but also the structural developmental corﬁ}ﬁetencies
in maral reasoning and social perspective taking. This step was taken wjlh a view
to giving broader and deeper view of social cognitive deficits being experj;iénced by
an individual. *‘f

The assessment procedure in this section was patterned é;illong the
structural-developmental perspective with particular reference to Kohlberé’s (1969)
more reasoning stages, and Selman’s (1980) stages of social perspectm;e takmg
For moral reasoning the, dilemmas were deliberately structured to ref||ect some

socio-cultural realities of the target population. For social perspecti{'(e taking,

emphasis was on the friendship and parent child domains. R



components of social reasoning and interpersonal understanding.

1.

3
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!
i

ltems on this section of the test were designed to measure two main

s

Sacial Reasoning Orientation (SRO): This refers to the type:fi'of social

reasoning orientation or attitudes the individual is likely to take c;r have on
J|I"..

moral dilemma problems such as orientation towards telling ‘the truth,

accepting respansibility for personal mistakes, willingness to apolggies. and
SO on. '

Levet of Social Reasoning and Interpersonal Understanding (LSRIU): This
refers to stage or level of reasoning that the individual expressed on a
particular moral social or interpersonal dilemma situation. T'he:' levels or

stages of social reasoning and interpersonal understanding for this study

were palterned along the stages of moral reasoning devellbped by

Kohleberg (1969) and the stages of interpersonal understanding {ieveloped
I

by Selman (1980). The assumption about qualitative integration anociated

with these works is also believed to be operative in the LSRIU aqlopted for

the present study. | I;

1

Section D (in both {ests) was designed to determing the rel»'l_ationship

I
between students’ cognitive ability, on the one hand, and their social-psyﬁhological

b
adjustment on the other. The underlying assumption here is to ensu?g greater

construct validity by comparing students real abilit'y (as measured by th;eir scores

SIPSS and SRIU factors), and their parsonal assessment aof social~pny§;holoqicnl

adjustment. All the problems included in this section were drawn from Bakare's

(1977) Student Problem Inventory (SP1).
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B
However, the response options in the original inventory was slightly
widened. In the present instrument, respondents were given a 3 —~ paint response
option; namely: A
N

0 = Never a problem for me;
1 = Sometimes a problem for me;
2 = Always a problem for me. '

The total score obtained in this section of the research instrument is referred to as

the personal, social and psychological problems index (PSPPI). High scores imply
?F',
!

|
;

Finally, Section ‘E' (for both tests) was designed to measure' students’

inability to solve these problems in real life situation.

attitudes towards social problem solving (ATSPS). Review of related 1ii:§=.-rature in
the first two chapter of this report has shown that the type of attitude beliefs and
feeling one has (i.e. negative or positive) tends fo indicate the beha\g-j.'ours one

would display in real life problem solving situations. That is, negative att'i'tudes:,will
.

lead to negative behaviours or failure to solve real life problems, |
Except for items measuring social-culiural beliefs, all the iterﬁs n this

i
]

section were adopted from Heppener and Peterson’s (1982) persona_'l" problem
Saolving Inventory (PPSI). However, because the present study, was dgsigned to

correct deficiency, emphasis was given to items rneasuring negative feelings,

aftitudes and beliefs, hence high scores indicate high maladaptivej'attitudes

il'
E
i

B
|

towards social problem solving.
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3.6.2 Validity and Reliability of Research Instruments

Several steps were faken to ensure high reliability and validjty of the
research instrument. First, mention must be made of the high reliability a;'lr_d validity
coefficients of the existing instruments from which many of the items in the present
instrument were either adopted or deiiberately patterned. For example, l\;‘l.EPS has
about .80 - .84 as its coefficient of internal consistency, and a test-retest éqrreiation :
coefficient of between .43 - .63 Inter-rater reliabilities on scoring the r;ﬁmber of
means in each of the first three slories (i.e. problems) were .83,:'.95, .80

respectively. For the PPS, the coefficient of internal consistency for:j the total

!
|

inventory is .90 while test-retest reliabilities for the total inventory is 89. .

Wl

. t
However, since these test are not being used in their original forms and

|

infact were used in a difference socio-culturat environment, other measq_'fes were

:
taken to get new estimates of validity and reliability. The first measure tak;Jen in this

t

|
structured and patterned along these existing tests (except wherg it was

i.
regard was that the items (in both versions of the test) were deliberately selected,

oy

considered necessary to deviate). Second, the draft of the test was given to three

) .
A,

doctoral colleagues of the researcher to validate. ‘ i*

in the next stage of the validation process, three experts were giifen the

draft to vet and make all necessary suggestions and recornmendations. After their

L

comments were considered and reflected, the draft was then dividedéi'nto two
halves, to pave the way for pilot testing the instrument. Based on the data

obtained from the piiot study, several measures of reliability and,“validity ‘

cosfficients were computed. These include: -

I
f
|il
f
L

!
iy
i

-

1 Estimates of intra-rater reliability
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i Equivalent forms correlation coefficient
. Standard Error of Measurement

IV.  Correlation coefficient of SIPSS and SRIU Scores witHi Raven's
Standard Progressive Matrices (SPM). i"l,-

These are further discussed as follows: - |~

1. Estimates of Intra Rater Reliability !

According to Gay (1992), whenever a test or assessment ilf;strument
contains more than one word response option, there is the need to estajblish inter
or intra rater reliabilly on the scoring of the obtained responses. Since this
researcher scored all the compieted research instruments himself, 'es{lifmates of
intrar rater reliébility were considered more crucial. Consequently, threé!_ samples
each of the completed and scored instruments were given to two Iecturei.r.s (one in
guidance and Counselling and the other in Mathematics Education) to indlr_li;cate their
agreements with the scores given, and to express these agreements |jrn simple
percentage scores. Both judges gave ratings of 95 and 93 percents reSp%ctively.

r'

2. Coefficients of Equivalence: | Ff

Since the correlation between the two parallel forms administered with a
lapse of days or weeks in between represents the most preferred proéfadure for
estimating reliability (Thorndike & Hagen, 1977:79), the parallel or equivai?nt forms
reliability coefficients were computed for the present research instrume![hts. -;I'I"he

i
major requirements for the parallel forms reliability are that there mui'rt' be two
forms of the same test and that they must be built according to ;t_he same

specifications in terms of average score, variability of scores, content and type of

items. These were considered to have been met by the two forms of the present

1
I
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instrument. Table 3.4 below summarises the Coefficients of Equivalents obtained

for the various sections of the two items. ]
|

TABLE 3.4

Summary of Coefficients of Equivalence for the Parallel Forms of the
Research Instrument

o INSTRUMENT
S/No. | Sections | Computedr | R 11 Df Critical Remarks
Value for
0.5
1: B(SIPSS) 923 959 |29 .355 Significant
2. C(SRIU) BOS 892 129 355 Significant
3 O(PSPPI) | .619 765 |29 .355 Significant
4. E(ATSPS) |.730 844 | 29 .355 Significant
N =30

Source: Data collected for Pilot Study.

As could be seen from Table 3.4, the two parallel forms of thé test are
significantly correlated. The lowest coefficient of equivalence is .77 despille the fact
that equivalent form reliability tends to have lower reliability estimates compared to
other forms of reliability estimates (Thorndike & Hagen, 1977).

r

Standard Error of Measurement i

Another effort at establishing the reliability of the research instrument was
the computation of standard error of measurement (SEM) for the various sections
of the test. SEM is an estimale of the size of error to be expected from sﬁbsequent

administrations of the same instrument, and according to Gay (1992), low values of

it, indicate high reliability for a given test. Table 5 summarises the obtained values
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!
of SEM for the various sections of the two paralle! forms of the,i research
I3
instrument. ’
i
TABLE 3.5 [
Summary of Standard Error of Measurement for
the Research Instrument l
TEST A TESTB L
Section | 8D A1 SEM SD 11 suTPM
B, 2.356 | 950 1293 | 2.183 | .959 1.060
C 2.165 892 .950 2825 892 1.2'4?
D 2.820 765 1.739 3.240 765 1.999
Ii
E. 4.569 .844 2.370 4.657 .844 2420
N = 30 |

SEM calculated with the foliowing formula

SEM

SDV1-R

{Sowrce: Gay 1992:169)

|
F
||'
i
!

The low values of SEM as shown in table 3.5, are held as furthef;'ljproof for

the reliability of the research instrument.

4. Correiation between Obtained Scores

Progressive Matrices

and Ravens

:Ju
e
Standard

4

;J
Campbeil {1960) suggested that all new tests should be correlated with an

intelligent to determine construct validity. The obtained mean scores for the two

parallel forms of the test were correlated with total scores obtained
individuals on the Raven's Standard Progressive Matrices (DSPM).

obtained from these analyses are presented in Table 3.6 :

by some
'5 Results

!




TABLE 3.6
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Summary of the Correlation Coefficients with SPAM Score

1

Section/Test | R/Cal. Df Critical value Remﬁrks
Test A T T
spss  |s01 |20 |385 Signi_iﬁcant
SRIU | .523 41 355 o

Test B, | || =
sPss | 533 |29 355 1 o
SRIU 512 41 355 ¢

N=30 o

Source: Data collected from pilot study.

From the results of analyses presented in Table 3.6, there is a éigniﬁcant

positive relationship between scores on the SCAT and SPM. This result was not

considered surprising because many theorists on social cognitive competencies

seem to agree that intelligence is positively related with social cognitive skills

(Vasta et, al., 1992).

Based on the results of analyses for the Pilot study data, the following

decisions were taken: -

1.

The study was both feasible and justified particularly in view of the fact that

many senior secondary |l students appeared to be experiencing serious

social cognitive deficiency. Many of them also appeared to be able to give

only one cause, consequence, and source of information and alternative

course of action on the hypothetical problems presented to them.
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2. The research instruments seem to be fairly reliable and valid instrd.ments for

measuring social cognitive deficiency among senior secondary | students in

state boarding schools within Sakots metropolis. l

3. The treatment modules seem to be valid and effective in remedying social
|

cognitive deficiency and hence were considered appropriate for the main

study. ",
4, At least 1.20 minutes was required for each module to be effectivel_; taught.
5. The theoretical framework adopted for the present study see;r..‘ns to be
adequate. Jl

|
|
h":

W

3.6.3 Administration of Research Instruments

Four permanent teachers and two Youth Corp members (two each pér school)
were involved in the administration of the research instrument, The teac};)ers were
fully trained about the structure of the research instruments and were;j:asked to
assure the students about the confidentiality that would be accorded all fi:;.bmpléted
tests. The pre-test instrument was administered on the same day for alf the

schools. The researcher went round the schools fo give any further a%;_.sistance,

which might be required. Because enough copies of the instruments were

|
]
After the students had completed the research instruments, the teachers

produced, there were no shortages during the administration.

collected them and the process of scoring them followed immediately. As
mentioned earlier, only students who scored up or below lower confidence interval

were earmarked to receive treatment, The researcher addressed these students

i
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and they were also told that the principals had allocated the evening prep hours for
this study.

The Ravens Stand Progressive Matrices was administered in the same week that
the SCAT was administered but at different times because there were nt‘;at enough
copies to do that at the same time. ‘

The post test instrument was administered the second day | after the
teaching/treatment sessions were over. The teachers and the two yt;:uih Corp
members who administered the pre-test instrument in each school :were also
involved in the administration of the post-test instrument. There were rl]_o serious
problems during the pre-lest and post-test administrations of the research
instrument.

Scoring of Research Instrument

The scoring procedure for both the pre-test and post-test adminiétralion of
the research instruments strictly followed the guideline earlier constructed for both
test (see appendix C).

As could be seen in the scoring guide for section B (i.e. SIPSS), a
mark was given for each appropriate response a student makes (except for PCSP
and RCBA where importance was placed on quality). These scores were then
added up and recorded for the sub-variable concerned. For example, a student
who gives only two courses or consequences to the hypothetical proble%ns in this
section will have 2 recorded for his against this sub variable. The total obtained by
each student gives his SPSS score.

For section C (i.e. SRIU), there were six different queslions-threé each for

SRO and LSRIU. To determine a student's score in this section, the responses
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were first critically examined fto find out the type of sacial reasaning oriéntation or
the level of special reasons or inter personal understanding expressed. The
appropriate score (as indicated in the scoring guide) was then recorded for the

student. For example, the response "in case something happens to in Iil1e pond”

attracted 3 points fi.e. LSRIU]. I’f
It

Since there were three different guestions on SRQ and LSRIU, the allocated
g
scores were recorded separately hence there are SRO-1, SRO-2 and 8R0O-3 as

well as LSRIU-1, LSRIU-2 and LSRIU-3. The total score for all the six Jives each

student's SRIU score. !
The scoring procedure for Section D (i.e. PSPPI} and Se'cticlifn E (ie.
ATSPS) were rétatively easier because fhe response options were on theilL;mtype
response format. For hoth sections, the response options indicated by the student
were simplyassfgwl the corresponding score as mentioned above. For e%ample. a
student who indicated always a problem for me, against any item in secf_i_i:m would
have 2 and 1 for sometimes a problem for me. The total scores were tﬁen added
up and the obtained score recorded for each student. The {olal scores were then -
used in the subsequent computations and analyses reported in chaptellr four and

the appendixes. The same procedure was foliowed for Section EI That is

Disagree 2, Agree 3, and Strongly Agree 4. The oblained data were then coded

into the computer for subsequent analysis as presented in chapter four. {
.4'
|
!
Level of Significance t

3.7 Statistical Methods for Testing Research Hypotheses:

Because the 95 percent confidence interval is a less rigorouqf' but well
ll

accepted level for testing behavioural science hypotheses (Gay, 1992,

\
T
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Wiersma, 1992; Kerlinger, 1986), all the four null hypotheses for l;"qlis study
i
were tested at the .05 level of significance. !

Inferential Statistics for Analysing Research Hypotheses: |

L

|'.
There are 4 null hypotheses tested in the study. These are: - »

There is no significant difference between the posttest mean scores of the
I

treatment and control groups on measures of social information processing

skills (SIPSS).

There is no significant difference between the posttest mean SCOI’Qé for the

treatment and control groups on measures of social reasoning and
. .
.

interpersonal understanding (SRIU).

There is no significant difference between the posttest mean scares for the

treatment and control groups on the personal, social and psychological

problems index (PSPP!). )’,

There is no significant difference between the posttest means attitu'de score
.
for the treatment and control groups. . !

Null Hypotheses 1, 2 and 3 were all tested with the “t" test statistic for

independent samples. This is because the variables in these hypothe?es were

]

assumed to be normally distributed. The collected data were considered ;'to be on

the interval scale. However, the Mann-Whitney “U” non-parametric stafjstjc was
|

used to test HO4, because attitude was considered a non-norrmaily d@stributed

variable hence the use of the "t" test parametric statistics for independent samples

H

was considered in-appropriate.
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38 Summary: i

The quasi-experimental procedure was adopted for this study bajéauserlthe
experiments were conducted in the real life conditions of the participants ?tho wére
also in already existing groups before the commencement cof the pres:geht study.
Four threats to validity were identified as possible compounding f"-ﬂfariables
associated with the present design. These are improper group cqrhposition
effects, sensitising effects of pre-testing, mortality and maturation. The 'measures
taken to control for these threats fo validity seem to have yielded positive resulls '
because all the statistical analyses in this regard indicated no significant é.ffects.

The treatment modules and assessment instruments adopted for It‘lhis study

seem to be valid and reliable. For example, results of the pilot study showed that

the PST obtained significantly higher mean scores compared to PSC. L"i

|



122

CHAPTER 4 g

RESULTS AND DISCUSSIONS

4.1 Introduction

In this chapter, results of analyses on collected data for the present study

are presented. Analyses were conducted using the statistical package for social
[

sciences for poitable computers (SPSS PCX). Resuits of ana lyses on

I
demographic data are rresented first so as to give background lnformatton on

4.2  Descriptive Data

The personal data section of the research instrument contams )(2 items,

i
The first two items relate to respondents’ school and class. These two |tej'ns were
included mainly to enable the tests to be separated for each school and hénce are
not included in the presentation below. ;

Item 3 on the research instrument enquired about respondents age. Data

collected for these items is presented in table 4.1: !
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Age Distribution of Regsearch Participants hy Schaols

AGE SCHOOL1 | SCHOOL2 | SCHOOL3 | TOTAL | TOTAL
GROUP PERC:C,NTAGE
1517 22 24 14 60 34.28?:‘

18-20 40 22 47 109 62.286:

21-23 0 3 3 6 3409

Total &2 49 64 175 100.001

Mean 17935 | 17.714 | 18484  |18.074 i
Standard | 1.447 1837 1.469 1.507 :
Deviation |?|1

Source: Data collected for main study. i
L

From data in table 4.1, the mean age for the entire sample was 18.074. With

a standard deviation of 1.597,which is about five months higher than thudt'\.f"recorded

|

1
for the pilot study sample. For individuai schools, school 2 had the youndest group

of students with a mean age of 17.71 years, while school 3 had the oldeét group of
,fl
students with a mean age of 18.48 years. Schaool 1 was located samewhere in the

]

middie of this range with a mean age of 17.94 years. The mean age_ﬁ ‘of 18.0?
years means that on the average, participants in the present study were;;t least 2
years above. This is often considered as necessary though not the onlf:'-condition
for higher levels for virtually ali the social cognitive skills involved in this s‘iudy

tem 5 required respondents to indicate their religious affiliation. Collected

data for this item are presented in table 4.2 . X

|I-
i




TABLE 4.2 y

Religious Affiliation of Research Participants

TOTAL

RELIGION |SCHOOL 1| % | SCHOOL | % | SCHOOL | % TOTALY
Islam 60 T T
Christianity | 2 323 |3 612 |2 312 |7 4.00
Total 62 100 |49 100 |64 100|175 | 100

Source: Data collected for main study.
Collected data for item 5 on the personal data section of the research instrument
presented in table 4.2, showed that majority of the participants in the present study
were Muslims. The same pattern was obtained for pilot study sample, and also

tended to conform to the observable pattern of religious affiliation for people in the
area studied.

ltems 4, 6, 7 and 12 on the personal particular section of the research
instrument were all related to ethnicity, ltem 4 on respondents own tribe; item 6 for
respondents’ fathers tribe, item 7 on respondents’ mothers’ ethnicity and item 12
enquired about the language of communication at home and school a:part from

'

English language. Obtained data on these items are presented in tables

A A A AL acnd AL
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—_——

Participants® Own Ethnicity 1}
' Ethnic School 1 School 2 School 3 Total Total %
Group 1'
Hausa 54 43 53 150 8571
' Fulani 3 3 6 12 6.86
“Yoruba 2 1 2 5 2.86 I
Sigbo 1 1 1 3 71
 Others 2 1 ; 5 2.86
Total 62 49 64 175
Source: Data collected for main study.

TABLE 4.4

Participants’ Fathers’ Ethnicity |
Ethnic School 1 School2 | School3 | Total Total %
Group |'
Hausa 54 43 53 150 8571
Fulani |3 3 6 12 6.86 .
Yowba |2 |1 2 5 2.86 l
Igbo i 1 1 3 1.71 3
Others 2 1 2 5 2.86
Total 62 49 64 175 100.00

Source: Data collected for main study.




TABLE 4.5

Participants’ Mothers’ Ethnicity

—————— e =

‘Ethnic | School1 | School2 | School 3 | Total Total %
Group

Hausa 52 42 47 141 80.57
Fulanmi |4 |4 [12 20 1143 |
Yoruba |3 1 2 6 3.43

Igho 1T |1 1 3 1.71

Others 2 1 2 5 2.86

Total 62 49 64 175 100

TABLE 4.6

Source: Data collected for main study.

L]

Language Spoken at Home and School Apart from English Language

Ethnic | School1 | School2 | School3 | Total Total %
Group |
Hausa |55 45 59 159 90.86 |
Fulani 2 1 1 4 229 |
Yoruba 2 1 =7 5 286
Igbo 1 1 19 3 1.71

Others ) R E 1 4 229 |
Total 62 49 64 175 100.00

Source: Data collected for main study.
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Data on ethnicity on all four items seam to have tallied fairly well as could be seen
from the four tables. Apart from data on Mother's ethnicity where Fulani had up to
11.43 percent for overall sample, Hausa was the ethnic background of majority of
participants in the present study. The slightly higher percentage of Fulani mothers
compared to Fulani fathers was held as indicating a pattern of inter-marriage between
Hausas and Fulanis, mostly in a uni-model direction: Hausa men marrying from
Fulani. On the whole, data on participants' ethnicity was held as highly surprising
considering the fact that Sokoto is often considered as a predominantly Fulani town.
tems 8 and 9 sampled data on participants’ parents’ highest educational
gualification. Item B focussed on fathers' highest educatiopal qualification, while item
9 examined mothers' highest level of education. Obtained data on these items are
presented in tables 4.7 and 4.8
TABLE 4.7

Fathers' Highest Level of Educational Qualification

Level of Educational | School | School | School Total Total
Qualification 1 2 3 (%)
M.Sc., MA, Ph.D. 5 8 6 19 10.86
B.Sc., BA, HND 8 13 829 29 16.57
ND, NCE, Admin. Cert. 9 10 10 29 16.57
Sec. Sch. Grade |} 12 10 10 32 18.29
Primary Education 14 5 18 37 21.14
Quranic Education 14 . 12 29 16.57
only 0 0 0 0 0
Others

| TOTAL = 62 49 64 175 | 100.00

Source. Data collected for main study.
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TABLE 4.8:
Mothers’ Highest Level of Educational Qualification
Level of Educational School | School | School Total 'ﬁptal
Qualification 1 2 3 :{%]
M.Sc., MA, Ph.D. 2 4 7 4.00
B.Sc., BA, HND 5 3 11 fs.zg
ND, NCE, Admin. Cert. | © 4 14 8.00
Sec. Sch. Grade Ii 13 5 18 36 2;0.57
Primary Education 9 11 13 33 18.86
Quranic Education 25 20 28 73 41.73
only 1 0 0 1 I'5
Others ' L |
TOTAL = 62 49 64 176 | 100.00

Source; Data collected for main study.

Data on participants parenis' education presented in tables 4.7 ;énd 4.8,
seems to suggest a very high level of education for participants parents pé;rticularly :
paternal parent, where obtained level was 62.29 percent for secandary educaition and
above. Although Sokoto is a University town with at least four other tertiary
institutions, the obtained data was considered surprising particularly in view of the fact

that Sokoto State is classified among the so-called “educationally less déveloped
|I'.
I
States”. .

Finally, items 10 and 11 on the persona! data section of the i'Fesearch
instrument focussed on parents’ occupation. Obtained data are presented q,in tables

4.9 and 4.10. i




TABLE 4.9

Participants’ Fathers’ Occupation
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Type of Occupation School | School | School Total Total
1 2 3 (%)
Civil Servant 25 34 24 83 4743
Military Personnel 9 2 4 15 /8.57
Farming 1 6 16 33 18.86
Private Business 12 6 20 38 21.71
Others 5 1 0 6 343
TOTAL = 62 49 64 175 100.00
Source: Data collected for Main Studies.
TABLE 4.10
Participants’ Mothers’ Occupation
Type of Occupation School | School | School Total Total
1 2 3 (%)
Civil Servant 4 9 6 19 10.86
Military Personnel 0 0 0 0 0
Farming 13 2 10 25 14.29
Private Business 1 0 0 1 . .57
Others 44 38 48 130 74.29
TOTAL = 62 49 64 175 100.00

Source:

Data collected for Main Studies.
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b

o
Data collected on parents’ occupational status presented in tables 4.9 and
I

410 were generally similar for all schools. For paternal parents, many]i‘Were civil

servants with other significant percentages in private business and farf'ming. For

I .
mothers' occupational status, obtained data were generally a one sided affair with

many students indicating that their mothers were simply full-time housewives. The
patlern of parents’ occupational status seems to be more representative of the

abservable situation on the ground compared to obtained data on parents' highest
level of education. E|

In summary, demographic data on participants in this study suggests;sthat most
of them were predominantly in their late adolescence while in temé ofi'['3 ethnicity

majorities were of the Hausa-Fulani. Also, data seems tfo indicate that malﬁ( of them
were children of civil servants resident in Sokoto township, although -a: sizeable
number were most tkely from the rural areas of the state where agricuit::dre is the
main occupation. These patterns also seem to be the same for all the schc;bls in the
present study. On the whole, demographic data for this study seems to sui'jgest ihat

the generality of the findings of this study would be mostly relevant to adolescent

Hausa-Fulani students at the Senior Secondary Il level. 5'.;

I
i

4.3 Hypotheses Testing

There were four null hypotheses tested in this study. Each null hypothesis '
focused on one major research variable. Resuits of analyses are presented
separately for each hypothesis, followed by some brief comments. Full discqssions of

the resulis are made in a separate section later in the chapter.
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HO1: There is no significant difference between the post test mean scores of
the treatment and control group on measures of Social Informatibn
Processing Skills (SIP3S). .l'i,
g

Data for this null hypothesis were analysed with the "t" test stat'istics for

independent samples. Resuits of analyses in this regard are presented in table 4.11.
TABLE 4.11: |
I

Means, Standard Deviations and “t” Value of Post test Scores ofij'

it
Treatment and Control Groups on SIPSS. ﬂ”

Group (n) 9 SD DF "t" Value.
p

Treatment | 105 | 26.029 | 3.545 167 3.863 |
Control 64 12.422 1.179 :
TOTAL 169
NB: *=p < 0.05 ..
!

From results of analyses presented in table 4.11, the null hypothesis 1 was

rejected. This means that the posttest mean SIPSS scores for the two groéjps were
I: :

not equal. The mean score for the treatment group was significantly higher than that

[
of the control group. The obtained difference seems to be due to treatment effect.

1
I
&
]_
HQO2: There is no significant difference between the post test mean scores for
the treatment and controt groups on measures of Social reasoning and

interpersonal Understanding (SRIU). {

To test hypothesis 2, the “t" test statistic for independent samples was used.
N
;|
!.

The results of the analyses are presented in table 4.12.
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I

TABLE 4.12

Means, Standard Deviation and “t” Value of Post test Scores for Treatrpent and

Control Groups on SRIU.

Group n 1x) SD Df "t" Value 5!‘
;'|
|
Treatment | 105 | 20.314 | 4832 167 2313 |
Control 64 12.719 1,327 |
TOTAL 169
NB: *P<0.05 . | 3
Based on resuits of analyses presented in table 4.12, null hypothesis 2 was,.rejec{éd.
joe

This means that the posttest means scores for the treatment and the contro! groups
|

were not equal. The treatment group had a significantly higher posttest méan score

on measures of social reasoning and interpersonal understanding, and this difference

seems be attributable to the treatment sessions conducted for the freatment Qroup.
ii
I
HQO3: There is no significant difference between the post test mean scores tbr
the treatment and control groups on the personal social ah!d
Psychological problems Index (PSPP). E
Analysis of data for this null hypothesis was conducted with the "t" test sta_‘gistics for

independent samples. Resuits of analysis were presented in a table 4.13. Fﬂ
"
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TABLE 4.13:

Means, Standard Deviation and “t” Value of Post test Scores for Treatment and

control Groups on PSPPI.

Group n X SD “DF t” Value
Treatment 105 11/448 3.234 167 -2.831*
Control 64 17.938 1.692

NB: *P<0.05.

Results of analyses in table 4.13 above led to the rejection of null h;pothesis
3, implying that the post test mean scores for the treatment and control groups on
PSPPI were not the same. The treatment group had significantly lower posttest mean
score on PSPPI compared to the control group. Since lower scores on this variable
suggest greater confidence in an individual's ability to solve his personal, social and
psychological problems, this result was interpreted to mean that the treatment group
now have more confidence in their ability to tackle their real life problems compared
to the no treatment group. That is, treatments seem to have resulted into increased
sense of self-confidence and personal agency to the treatment group compared to

the control group.

HO4: There is no significant difference between the posttest means attitude
score for the treatment and control groups. f

Because attitude was considered as a none normally distributed variable

thereby violating one of the conditions for using "t" test, null hypothesis 4 was
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analysed with the Mann-Whitney U test instead of the "t" test. Results of anéiysis with

the said statistics are presented in table 4.14

TABLE 4.14

Means, Standard Deviation and “t” Value for Post test SéOres, for

treatment and Control Groups on ATSPS. 3

Group Sample Size Median w
Treatment 105 17.000 6216*
Control 64 32.500 7
NB: *= P<0.05. ' !':'5
Null hypdthesis 4 was rejected at the 95 percent confidence interval ?fased on

s
results of analyses with the Mann-Whitney "U" test. This implies that the post-test

i
means attitude scores for the treatment and contro! groups were not equal. | he

treatment group had a significantly lower post-test mean attitude score comﬁ)‘ared to
|

the control group. Since lower scores on this variable imply less negative atﬁt_udesA '

towards social problem solving, the obtained result means that treatment has"brought
i

about significant reduction in negative attitudes for the treatment group compared to

the control group.

4.4  Summary of Findings
J

The findings of this study can be summarised as follows.-

1) There is a significant difference between the post test mean scores for the
' j

)

treatment and control groups on measures of SIPSS and SRiU. Tr}‘_e
|
]l

i
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4)
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|

treatment group had much higher posttest mean scores on all SIPSS and

SRIU factors. This means that treatment had a positive effect on th';ese
i

research variables since an average member of the treatment group had
!
acquire more of the skills for these variables compared to the no tre%atment _

group. J,‘

On the other hand, the treatment groups obtained significantly lowet post-

test mean scores on PSPPI and ATSPS. This means that 1reatmer{i‘t‘_led to

-
significant reductions on these variables for the treatment group. Since

that treatment was effective in reducing negatives attitudes towards social

items on these variables were considered negative in this study, it neans

problems solving as weli as the number of items on the real life personal

social and psychological problem index. L

Results of analyses for treatment effectiveness revealed that treatment was

most effective on attitudes where effectiveness was up to 72.99 peféent and

for social information processing skills (SIPSS), where treatment

|
i'l
effectiveness was estimated as 60.85 percent. On the other hand, LW
treatment was least effective on measures of SRIU with effectiveneés at

41.77 percent,

Results of faclor analyses using R correlation matrix, revealed that!‘i-bost test
performance was least affected by intelligence or age, because evei!n though
pre-test factor loading showed significant correlation between !TJPM and
virtually all variables in this study, post test factor correlation werei":‘_low aqd
predominantly negative. This was held as indicating that :'bost-fé'st
difference is obtained scores between the treatment and contrc:fl' groups

I
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were not as a result of superior intelligence in favour of the treatmeht group,
but as confirming treatment effects.

Among factors, AST obtained the highest level of treatment effect size (i.e.
appendix G) as well as the highest loading on the post test correlation
matrix (1.e. appendix K). This was held as suggesting that the ability to think
about as many possible solutions to social problems situations as possible
is perhaps the best predictor of social cognitive competence among senior
secondary |l students in male boarding schools within Sokoto metropolis.

These findings are discussed below.

Discussion of Findings

The findings of this study have confirmed all the assumptions for this study,
|

and have also provided intriguing answers to all the questions and hypotheses

raised at the initial stages of the present study. These findings are discussed

below for each of the four findings.

There is a significant difference between the post-test mean scores of
the treatment and control groups on measures of SIPSS.

This finding has at least two implications. On the one hand, the low post test

mean scores obtained by the control group suggests that some member of this

group were experiencing deficits in social information processing skills particularly

if assessed from their responses to hypothetical formulations of real life social

problems. While the significantly higher post test mean score implied that

treatment has resulted into increases in these skills for this group especially



. ;_I
137 I
1.

because the treatment group itself like the control, was equally experien&ing such

deficits before treatment sessions commenced.

Results for both the pilot and pre-test data for main study sug'gest that
‘|

deficits, using this approach, manifest themselves both qualitati\l;ely and

-

quantitatively. Qualitative deficits for SIPSS manifested themselves inj-:terms of

faiture to identify real or root causes of hypothetical social problems and Iit;elecfi'ng
less optimal solutions o hypothetical social problem situations. Quiantitative
deficits showed up in form of poor ability to identify all or any significant ﬁ:'umber of
possible causes, consequences, alternatives or sciutions and diﬁiculties
associated with solutions. As could be seen from Appendix E, the a\feraiige post-
test mean scoré on all SIPSS factors obtained by the control was 2 pé)_ints and -
below. This means that they were only able to give one cause, conséquence.
possible source of information, solution and possible difficulty associé{ed with
these solution based on their responses on the hypothetical social proble'rﬁs. The
average score of 2 on RCSP also means that they were unable to identify :flflhe main
cause of the social problem affecting the main character in the hy[l;:othelical
problem situation. ]T

Even though these deficits were assessed largely on requ;nses to
hypothetical sociai problems, it is plausible to suggest that students expériencing

such deficits may aiso face similar difficulties in real life social probleniil; solving

situations. That is, such students are likely to fail to identify real causés of the

@

!
problem they are facing. They may also be unable to determine all: or any
| | .
significant number of possible alternative causes of action and hence may

generally fail to solve many real life personal, social and psychological prol?iems'
{



138

In addition to the low means scores obtained by the no treatment;féroup, a
further support for this position based on collected data in the present stu;;iy, is the
higher post test mean score on PSPPI obtained by the same group. This !é,'eems to
suggest that students who lack these SIPSS skills (or have very low scores on
them), also tended to rate themselves as experiencing many real life ?:;Iaersonal

social and psychological problems. Furthermore, the present findings are

conformity with earlier ones such as Tolan et al., (1990}, Rubin and lf‘;‘(raismor
]
(1984) (cited in Vasta et al., 1992). They reported that anti-social adolescgnts tend

1o have lower ability to generate competent sotutions to sociat dilemma sji.tuations.

are less competent and have narrower range of coping skills, Dodge, et, al,
(1990), Guerra and Slabby (1988} also found strong relationship belweén biases

:
and deficits in social information processing abilities and behaviour problems

w4

among adolescents. i

The higher post test means score obtained by the treatment grmip on the

same variable (i.e. SIPSS) means that the treatment has led to incr;éases in
students ability to sclve social problems presented in hypotheticalg":}nroblem
formulations compared to the control group. The means and standard deviations
on post-test SIPSS revealed both qualitative and quantitative differencejl between
treatment and control groups. Students in the treatment group nowl_:showed
greater ability to think quantitatively (such as giving between 3-4 possib!él causes,

consequences, and sources of information, alternative or solutions to hypothetical
|

social problems). Qualitatively too, most members were able to identify,_l,the real

cause of the social problem afflicting the main character in the hyﬁothetical

i!

|
I.II
!

problems. They also made better choices of alternative course of action.
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Although these increases were obfained mainly on hypothetic;él social

problems, it is reasonable to suggest that such increases have :real life
|

n - e . - - - . [} * n ! . '
significance. That is, individuals who have acquired such significant increases on
|

SIPSS skills are likely to transfer these skills in solving their real life persllonal and
social and psychological problems. And hence may generally be more sUl:cessful
at solving real life social problems compared to groups or individuals who ‘I‘iave not
gained or achieved such increases. This position is considered highly pl:;usibie in
view of earlier studies such as that by Huesman (1988) who have found i;)creases ‘
in ability to generate pro-social solutions to interpersonal dilemma situations and
increased capacity for tolerating frustrations. The significantly Iowér post test
mean score on PSPPI was also considered as a demonstrating improved papacity
to solve real life personal, social and psychological problems for the t;_;'reatment
group. iﬂ

There is a significant difference between the posttest mean s:'(::ore for
the treatment and control groups on measures of SRIU. i
_ )

The obtained difference in this regard revealed that the treatment group
|

obtained higher post-test mean score compared to the control group. Since all
SRIU factors were also assessed based on participants responses {o hypothetical

moral dilemma sifuations, low posttest mean scores obtained by the contirlbl_grdup
means that an average member of this group provided less qualitative rejs;;onses.
An examination of the means and standard deviations an all factors wih_hin this
variable showed {hat an average member in this group obtained only 2 sécores on

all SRO's and 3 scores on ali LSRIUs. This means that the typical social reasoning

orientation or judgement displayed by members of group included refusing to

]

]
1
L
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accept responsibility for one’s mistakes, refusing to apologise when one is the

cause of another persons’ problems. The average mean score of 3 on'_:]':all LSRIU
factors mean thal an average member in the control group obey rules or co-

operate with others mostly because of favours done in the past or in expectation

thereof. Oblained responses in this regard include “l will not tell the sef:urity men

1l [

because of the favours he has done for me’, “because it is not good to IE\e to one's
i
parents”, e.tc. Also, lower forms of reasoning particularly fear Of. physical

[
consequences of ane’s action (e.g. in case something happens to me in the pohd’)

were not uncommon.
Aithough these responses were obtained on hypothetical moral dilemma

protlems, the real life implications are held to be similar to that of low ié.cores on
I
SIPSS. That is, low scores depict susceptibility to difficulty in real life interpersonal

1
social and moral conflict situations. The credibility of this standpoint is made more
by

glaring in view of earfier findings, such as those of Guerra and Slabby (19980}, who
found limited moral reasoning skills in anti-social children and aggressive

delinquent adolescents. The work of Kohlberg (1978) and his colleagué's, which

also showed that students in the lower moral reasoning stages tended to be over
represented in behaviour, disordered group (such as cheating in exams. ). ’5

The fact that deficits in SRIU factors tended to go along with deficji_.ts or low
scores on SIPSS factors, particularly on the past test correlation matrix (fa.ppendix

G) was held as supporting the position by Guerra (1993) and Fenton (19?8). That

the best approach to assessing and premoting social competence should combine
i
competencies in sacial reasoning and social problem solving skills. The i_i[ange of

deficits for SRIU and SIPSS obtained for all the schools involved in theljllp_resént
\]

af
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study {40-51 percent), was also within the range of distribution for lsol'étes and
Neglectees in Command Secondary School in Nigeria obtained by Mukoru;' {(1997).
s
On the other hand, the significantly higher post test mean score on the

same variable (i.e. SRIU) obtained by the treatment group implies thai_n on the
|

average, treatment has brought about increased and enhanced ability to Féason at
more qualitative points of view on hypothetical moral dilemma situation. IHA close
observation of the post test mean score shown in Appendix F reveals thgt on the
average, this group obtained a minimum of 3 points on all SRO’s and 4 r?ﬁarks on
alt LSRIU's, which are higher than what the control group obtained. ‘{

The specific responses to the hypothetical moral dilemma +ade by
members of the treatment group in their post test assessment instrument}:,' reveals
clear improvements or more qualifative responses on all SRIU factors conﬁpared to

the control group. With regards to SRO for example, a typical membér of t}he
P

treatment group now showed more tendency or willingness to accept responsibility
|

for one's actions. Examples of such responses inciude “l will not feel ba;d if they
punish me for going to the pond” - "because what | did was wrong”, "Yesill will tell
them the truth”, and some have even indicated willingness to apolog;ifsé and
promising not to do it again. Responses on all 3 LSRIU’s alsa witnessied such

remarkable improvements. Most participants now seem to recognise real existence

|

of other person's perspectives (such as “my parents have the right to pdhish me
when | disobey them, because it is their responsibility to guide me”, | sihouldn't

have disobeyed them in the first place”). f

Although these improvements in SRO and LSRIU were obtained n{ainly on

participants' responses to hypothetical moral dilemma situations, it is reasdﬁable to

|
.it
l
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expect such increases may also have real life implications in the Iives:?'bf such
individuals. In the first place, these increases in SRIU factors might hlave also
contributed to the significantly lower post test mean score on PSPPI because both
SIPSS and SRIU factors tended to have the same relationship with PSPPl as
shown in both the pre-test and post-test correlation matrices (Appendiﬁ‘H & ).
Moreover, many earlier findings tend to justify this position, For example, Arbuthot
and Gordon (1986) reported advances in moral reasoning stag!,i_es and
improvements on multiple behavioural measures ( cited in vasta, et al, 19Q2).Also,
Guerra (1989) found improvements in moral reasoning and increased a'#:areness

|

of the other’s perspective ( cited in Guerra 1993). P

il
There is a significant difference between the post-test mean"'attituda
scores for the treatment and control groups. '

Results of analyses in this regard revealed that the treatment groﬁpp had a

much fower post-test mean score on this variabie, compared to the control group.

As was pointed out in chapter three, all the items in this section of the research

3

instrument focussed mainly on feelings, attitudes and beliefs (including socio-
Eo

cultural believes), considered te be inimical to social problem. Thus, the finding on
|

this hypothesis means that treatment has led to significant reduction'&lsl in the
N

number of negative attitudes towards social problems solving for the treatment
3

group while the control group stili dwell in those negative attitudes. Treatment

)
effectiveness for this variable was the highest for all variables, indicating that these
changes in attitude were really significant. ' ' ‘l

The real life implication of adopting positive attitudes towards social':problem

is generally well documented. Most findings (such as Nezu, 1985, Heppener and

Peterson, 1982; Hanson and Mintz; 1997), tend to support the fact ”



143

that positive self-appraisals of students own problem solving capal?ities have
significant implications for real life psychological health. Also, since itégms on this

section of the research instrument also included questions on predestination,

i

A
superstitious beliefs and adages, the present finding seems to indicat{]é that such

socio-cultural factors may have some influences on social problém solving
i
behaviour in particular and mental health in general, X

4

There is a significant difference between the post-test meahs scores
obtained by the treatment and control groups on the PSPP!
Results of analyses on this variable indicated that the treatment gf‘oup had a

much lower mean score at post-test an his variable (i.e. PSPPI, compallfed to that

of the control group. This means that the treatment group tendés%i to rate
themselves as having less personal social and psychological probléms after
treatment sessions, while the control group maintained very high rating'ls. These
f!ndings seem to point out the fact that treatment or increases in SIP3S :and SRIU
tended to correlate negatively with PSPPI, meaning that treatment broul:.cj;ht about
reduction in the number of such items. i
For real life situation, this finding was taken as indicating, at the v'f:ry ieast,

that increases in an individual's ability to solve hypothetical social afzd moral
difemmas, tend to bring about some level of reductions in negative self c;nfidence
and low sense of personal agency. That is, increases in social cognitive a;}:(ills tend
to increase self-confidence and sense of personal agency in handling {_;personal
social problems for the treatment group. 'f|\

However, in view of the earlier discussions on increases in SIPSS a,nd

SRIU, and particularly the related findings cited in those discussions, Etv- seems
b
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more reasonable to argue that the present finding is more than mere incréases in
self-confidence or sense of personal agency. It is suggestive of some level of
improvement in overall social competence for the treatment group.
46 Implications of the Findings for Guidance and Counselling in Ni!geria

One of the important implications of the findings of this study for Guidance
and Counselling in Nigeria is its application or practical significance for pfediction
and prevention. Since an individual's cognitive style and skill are often considered
as bases to focus prediction and prevention of anti-social behaviours (Tolan &
Loebar, 1993), low scores on SIPSS and SRIU could be considered as bases o
mount prevention programmes even before such deficits grow into full blown
problems. In this way, it will be possible to curb many of the mal-adjusimen!
problems and failures to achieve life goals among secondary school students in
Nfgeria as noted by the NPE 1981 and many other researchers at an early stage
when even the students themselves are not aware of such deficits. This is
particularly necessary because current literature seem to concur that preventive
problems particularly for anti-social behaviours are to be preferred (Kazdﬁn, 1993,
Tolan & Loebar 1993; Davis & Tolan, 1993). ’

Even though it has not been possible to estimate the clinical effectiQeness of
the treatment modules constructed for this study for such preventive purposes, it is
strongly believed that they can be used in such efforts. Particularly, it can be used

i ,
for male boarding schools within Sokoto metropolis where there is evidence of their

treatment effectiveness.
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The implications of the present findings for remedial Counselling tend to be
more apparent. The treatment modules have been found to produce siéniﬁcant

differences for individuals considered to be experiencing acute difficulties in social
I
problems solving skills with moderate effects sizes (as could be seen in appendix

G). This is considered particularly important because reviews in earlier ¢chapters

tend to indicate that there is virtual absence of locally constructed or validated

[
models on social problem solving skilis at present, in this country. With the

i
construction of the present modules, counsellors particularly in male boarding

schools within Sokoto Metropotis, have at least something they could ha\}e for a

start.

F urthérmore, it is hoped that Counsellor prepar.ation prog'r_émmes
partticularly in the Universities would in cooperate extensive social problen] solving
training in their curricular. Student counsellors should be made to have p}‘acticum
session an how to apply soctal problem solving skills to related problems% such as

drug abuse, academic problems, cultism, inter ethnic and religious problems to

mention just a few. !

4.7 Summary ' _ |'i

Analyses on data collected for the present study was presentegﬁ' in this

il

chapter. Results of analyses led to the rejection of all four null hy?otheses
{

formulated for the present study. This means that significant differences have
|
|
been found on the post-test means scores on all variables between the tLeatment
and contro! group. The treatment group obtained significantly higher ost test

';:l
mean scores on measures of social information processing skills and meaﬂl,suresr of

l:\
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social reasoning and interpersonal understanding, but they obtained lower post test
means on PSPPI and ATSPS. Although assessment of these differences were
largely based on responses to hypothetical social and moral situations, discussions
of these findings seem to indicate that the obtained results have signiﬁcant';seal life
implications. In particular, lower scores on SIPSS and SRIU were held as
indicative of high susceptibility to different problems in real life situations
particularly those that relate to personal, social, psychological and interpersonal
relationships. On the other hand, higher scores in these variables are believed to
be suggestive of improved capacity to solve such problems and hence the

likelihood of enhanced social competence for research participants.
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CHAPTER §

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS ;

5.1  Summary

id‘:
Review of background literature at the preliminary stages of the study
\J-
revealed that aithough problem solving or management is frequently cited as a
\ll.

fundamental goal of Counselling (Heppeners & Fraier; 992, Egan; 1986} much still
need to be done to increase the efficacy of existing social problem solvingrmodels.
1

|
Moreover, on the local scene, there seems to be significant dearth; of both
].

J
assessment and intervention models (either constructed or validated) for social

problem sclving skills. The present study was consequently cond;lcted .to
determine the effectiveness of social problem salving skills prograrmmme in the
treatment of social cognitive deficiency among a sample of senior secendary Il

students within Sokoto Metropolis.

The specific objectives of this study were to determine whether t_lreatment

could:
I,

1) yield any positive results in the treatment of deficits in social information

processing, social reasoning and interpersonal understanding skills,

between treatment and no treatment groups;

2) Lead to significant reductions on post test mean scores on personal social

and psychological problems index; and .Ej]
3) Lead to significant reductions in negative attitudes towards social _3|pr0blem

solving skills.

{
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Because assessment instruments on social information processihg skills

and social reasoning and interpersonal understanding skills seem noti’;-to be a

| _ o
locally available, it was considered necessary to construct a social cognitive

i
assessment test to for the present study. Construction of the two (i.e. treatment

modules and assessment instrument}) were achieved in three major stag'es. The
first stage involved extensive review of existing literature to select t"ne most
|

appropriate contents and items to be included in these instruments. ![he next

stage involved vetting the constructed instrument and treatment modules by

specialists in Guidance and Counselling as well as other related fields.
After these preliminary stages were concluded, the two instrurﬁehfs were

pilot tested on a sample of senior secondary li students in a day secondary school

within the proposed study area. This step enabled the estimation of various other
measures of reliability and validity for the constructed materiais. Vaiidi:fy of the
treatment modules was established by comparing the scores of a pi'l.oi study
treatment and no treatment groups on all four-research variables. Resulré of this
effort revealed that the mean scores obtained by the pilot study treatme‘i'nt group
were significantly different from the mean scores of the pilot study controli.group at
95 percent confidence internal using inferential statistics. The pilot study tEeatment

group obtained significantly higher mean scores on SIPSS and SRIU whi}le it also

had lower mean scores on PSPPIl and ATSPS. ' c!g

For the treatment test, three types of reliability coefficients were est{a:blished.

IFt

These included scorer reliability coefficients, paraliel forms or equivalent form
|
reliability estimate. Intra scorer reliability was estimated by two differerﬂ:t judges

who gave 90 and 92 percents respectively indicating agreement with thp marks

[

| .




149

given by the researcher on students’ responses to the assessment test.” Parallel

forms (i.e. coefficients of equivalence) obtained on the pilot tests were 0.93, 0.95;

|

0.73 and 0.84 for sections B,C,D and E of the parallel forms of the instrument. All
the reliability coefficients were found to be significant at the 0.05 level, (|3'onstruct
validity was estimated by comparing mean scores of individuals on the té_sts. and

their total scores on the Raven’s Standard Progressive Matrices. Obtained validity
i
i
estimates ranged from 0.50 to 0.52 for the different sections of the instrument for

"u
i

both tests. J

Results of the pilot study provided evidence for the feasibility as we:'!l as, the

overall relevance of the study. Four null hypotheses were formulated for _:t_he main

study, one for each of the research variable. These are:-

HO.: There is no significant difference between the posttest mean scores of the

-

treatment and control groups on measures of social information prdcessing
4

skills (SIPSS). |
HO2: There is no significant difference between the posttest mean scores'_'for the

treatment and control groups on measures of social reasoning and

interpersonal understanding (SRIU). '

HOs: There is no significant difference between the posttest rﬁean score_ls for the
treatment and control groups on the personal, social and psyc&ﬁological
problems index (PSPPY). ”

HO4: There is no significant difference between the positest means attituﬂe score
for the treatment and contro! groups. ‘

The research design adopted for the study was the proxy-pre-test—é)_ost-lest

quasi-experimental design. This design was considered most appropriate t_')ecause

/
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the present research examined cause effect differences with two alreadyilforme;:l
groups thereby precluding true random selection and allocation to expéi'r:imental
conditions. Four possible compounding variables associated with the i;ldopted
designs were identified (by Heppener & Kivligan, 1992 and Cherulnik, ;'}983) as
sensitising effects and of pre-testing, mortality, maturation and impropér group
composition effects. All these were controlled for as follows: -

Sensitizing effect of pre-testing was controlled for by designing twqi parallel

forms of the research instrument, one for pre-test and the other for pi*ost test.

Including a larger sample in the treatment group checked morta\ity._effects.
Maturation and improper group composition effects were controlied fozir'by the
statistical analyses of the collected data. The pre-test scores of all th;a school
involved in the present study as well as, their total scores on Raven's _étandard

Progressive Malrices were subjected to comparability test using differential

i1
A I
methods at 95 percent confidence interval for all research variables. Non

significant differences were obtained in ali the five tests in this regard sﬁggesling
f

that the groups were similar. Maturation effect was tested by comparing!;' the pre-

test and post-test scores of the control group of all four research varia};ﬂes. No

significant differences were found, suggesting that maturation effects w:ere not a
sericus threat to the findings of this study. ’;1.

The total sample for this study was obtained from three randomlg}fl selected

male boarding schools within Sokoto Metropolis. All SS |l students;,,‘-in these

schools were administered the present instrument and students who ot%iained up

I
or below 15 marks on SIPSS and SRIU factors were isolated for ex?erimental

purposes. This gave an initial sample size of 175 students although at bosttest, it

i

b
f. e,
L .
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reduced by six students. There were 105 students in the treatment group and 64
in the no treatment group.

The treatment sessions lasted for four weeks and were conducteﬁ by the
researcher himself. The treatment modules (Appendix A) were the main guides in
all the 12 contact sessions for each of the two treatment schools. Treatment
sessions typically lasted for 1% hours in the evening prep hours. English language
was the medium of instruction throughout the duration of the treatment period.
Participants showed great enthusiasm during all contact sessions and most
students participated throughout all the 12 contact sessions.

The posttest assessment instruments were administered two days after
treatments sessions had ended. After the post-tests were scored, the obtained
data were analyzed using the appropriate statistical analyses and this led to the
rejection of all four null hypotheses formulated for the present study. Thi‘s means
that there are significant differences between the post test mean scores for the
treatment and control groups on all research variables. |

The treatment groups obtained significantly higher posttest mean sbores on
SIPSS and SRIU factors, and lower post test mean scores on PSPPI and ATSPS.
This means that treatment has yielded significant increases in participant's ability
to process social information and to reason higher at more qualitative levels of
social reasoning and interpersonal understanding, compared to a similar group but
which had not received such treatment.

On the other hand, treatment also led to significant reductions on items on

PSPPI and negative attitudes for the treatment group, while the control group

showed no evidence of any sensitivity to such negative attitudes. Although these
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f
increases were assessed mainly on students own responses to hypothet?_E:aI social
and moral situations, discussion of the findings seem to suggest that the iihcreases
have real life implications. Increases in SIPSS, SRIU and reductions in P!_|SPPI and
ATSPS were held as indicative of greater ability to solve reat life perso:;al, social

and psychological problems. On the other hand, low scores on SIPSS gijlnd SRiU
and high scores on PSPP| and ATSPS were considered as suggestive of
I

susceptibility to real life personal, social and psychological problems as well as

other interpersonal social problems.

52 CONCLUSIONS

In view of the findings from hypotheses testing and discussions jof overall -

findings, it is hereby concluded that:-
1) A significant percentage of senior secondary schools withiﬁ_ Sokoto

metropolls can be described as socio-cognitive deficient esbecially if

I

measured by their responses to hypothetical social and moral éjtuations.

Deficits in these skills also tend to correlate positively with high sléif-ratings

I
on the personal, social and psychological problem index.

2) The group of students who have received treatment basec;lnl on the
|

|
constructed modules obtained significantly higher post test mean scores on

f
I

measures of social information processing skills compared with/-a similar

group but which did not receive such treatment. This means that :fl‘reatment
I‘ "

has significantly resulted into better ability to solve social "problems

presented in hypothetical situations.




3)

4)

S}
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The treatment group also obtained significantly better post test mea;'.n scb;és

on measures of social reasoning and interpersonal understanding pased on
B

i
|

assessment of their responses to hypothetical social and moral f-_diiemma

situations, compared to the no treatment group. This means that flreatment

has led to higher and more qualitative levels of social reasoning orientations

|
and levelis of interpersonal understanding for the treatment group compare -

to the treatment group. ' ip

On the other hand, the treatment group obtained a significantly to:\}ver post
test mean score on personal, social and psychological problen"ls index.
That is, treatment has resulted in significant reduction in the'nqinber of
items onl the personal, social and psychological problems indi‘;x which
participants considered as problems in their lives compared to ;fl;\ similar
group but which did not receive such treatment. tl

The treatment group obtained significantly lower posttest m.‘aarl_:'1 attitude
score compared to the no treatment group. That is, treatment has.i;brought
about significant reductions in the number of negative attitudes%_‘fowards
social problem solving compared to the control group. I;'

The main objective of this study (i.e. to construct relevant social‘!ﬁroblem
solving skills) seems {0 have been realized. The constructed tTgatment
modules which served as the main guide for treatment sessions s_éems to
be a significant cause of the observed differences between the tﬁéatment

and control groups.

i
|
|

!I
I
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2)
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Recomedations

Based on the findings, discussions and conclusions made in thél_' present

i
study, some recommendations were considered relevant and jare thus
L

made: L

There is need for future research in this area on female samples. This is

because data in the present study does not include female samp!es hence
I

there is a gap to be filled. This is particularly so because earlier studies and

reviews such as Guerra {1993) have also raised the same issue. 1)

It is also hereby recommended that a replication study be conducted. Such
a study should have less number of students and shouid ihvcs_ive more

ethnic groups. Other studies should alsc be conducted to focus specifically

on the social problem sclving behaviour of students in the ruﬁrlal areas.
J

Though many of the participants in the present study indicated ,‘:Qihat their
'
parents were farmers, suggesting that they were from rural areas, the fact

still remains that all the schools in the present study are was located in an

urban centre. ' "

There is the need for Sokoto State Gavernment to be more concerhed about

the relatively high prevalence of saocial cognitive deficiency a;‘hong her

student population. The fact that acute levels of such deficii\g. ranged

| ¢

between 40-51 percent in the schools involved in the presfé.nt study
shggests the need for urgent intervention measures to remedy ariwd prevent
them. Already, many countries in the other parts of the world havé[instituted
programmes in their school systems design to curb and prevent %.i_eficits on

the one hand and to enhance the development of similar skills, oni_the other.

g
'i
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The Venezualan experitment, the Somerset thinking skills prografnmes n
Britain and the project to enhance co-effective learning (PEEL) (W;ltts 1992,
Macguinne, 1990) are good exampies of such programmes. i*,

Parents and especially teachers should encourage students té;' acquire

problem-solving skilis. For example they can arrange evening ci[’;sses to
teach students specific social problem-solving skills such as ho%\:r to find
solutions to hypothetical problems, possible difficuities to these soithions, to
mention just a few. Similarly, discussions in the classrooms ant,!l: outside
should also be used to teach students better attitudes toward solvif;g sogial
prablem. The indiscriminate use of adages, unjustified adherence é:to social
cultural béliefs should be discouraged henceforth in the schools, .

Finally, it is also hereby recommended that the Counseling Assoqiation of
Nigeria, Counseling Units in the Federal and State Ministries of El_e_lucation
and Professional Counselors individually and ion group ShOUltii design
specific modules (in for of pamphlets, video and audio tapes), or;\how to
solve selected types of problems. For better resuits, such pamphlets or

|.
tapes should be targeted to specific clients such as uneducated adult males,

working class male and Females, women in Purdah, Girls and boys in

secondary schoals and so on. f
Limitations '
!

In view of the conclusions, implications and particula(fy the
|

recommendations made on the findings of this study, it was considered ne_{'cessary

to point out the observed limitations of the study, which control measures hﬁave not

adequately taken care of, !
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First and foremost, it needs to be restated that the assessment procedur
for social cognitive skiils adopted for the present study emphasised what' Irﬁrght b
called the “internal” or even “the intellectual” criteria to the neglect of the externa
criteria. External criteria such as rating by parents, peers and other S|gnn‘“ can
persons in the lives of such individuals have not been fully mcorporated info the
present study. Although the theoretical backings for the present approach are
€normous particularly in view of findings such as those by Moffit, et al. (1981) and
Quay (1987) to the effect that low intelligence ('Q) in males alone mcreases the
risk of anti-social behaviorist the fact still remains that evaluations of defucﬂs and
skills in the present study were based largely on responses to items in the social
cognitive assessment test, |
To make matters more difficult, none of the schools involved in this s{udy had

established Guidance and Counselling Centres, hence jt has not been p053|ble to

study confirmed that participants tended to be “unfriendly unsoc.'abfe" and
“trouble-some”, yet future researches could include such external cnterld in their
analyses to ensure stronger conclusions. An another serious limitation of thls study
is the non-inclusion of female students. This obviously limited the generahzabllrty of
the findings of the study. It is for example not possible (based on the fi ndmgs of the
present study), to state the type of alternatives or solutions that fernalefstudenls

would have given to their hypothetical problems. Also, including a female sample

could have enabled us to compare the social reasoning orientation (S_RO'S) of .
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I
male and female students and the differences {if any), in their level of i;easoning
compared to male students. This is particularly so in view of the possibililtfgfz of such

differences which earlier studies cited in chapter 2 seem to suggest. i:
Another limitation of this study has to do with the one-shot research design
adopted for the present study. This type of design does not say much ?afibout .,the
relative efficiency of the new modules compared with other types of ébmpeﬁng
models. [t is hoped that future studies would use designs that would e%:nable us

make such comparisons. ﬁ

¥
Finally, although English language is the medium of instructiqﬁ in the
Nigerian school system, and the language used in assessing cognitivé_skills as
well as during the treatment session, it is not the mother tongue of a;ny of the
participants. In fact, there seemed to be some evidences that not all the students
have excellently mastered the language. Thus, another iimitation of th.é present
study is the probable limitation imposed by this bilingualism inherent in c;ur school

system, which for some researchers (such as Suleiman, 1984) has the teﬁdency to

limit students’ overail ability.
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APPENDIX A
A GENERAL AIMS OF THE PROGRAMME

The general aims of this programme are to:-

1. anhanca the social problam solving skills of all the participants; ||

2, educate the participants about the qualities and characteristics of go:r;d problem
solvers; il

3 Sensitize the participants about the factors that may inhibit their ab.ﬂitf:?fs at social

problem solving;

i

4, WModify some socio-cultural beliefs that may iead to negative attitudles {in the

participants) towards social probiem solving;

=
un

5 Enhance the social reasoning, sociat perspective taking, se1f-underst"anding,and

self control skill;
6. Encourage the participants {0 become independent problem solvers.

A detailed description is given below for all the modules.

A
-
|

MODULE 1©  DEFINITION OF PROBLEM SOLVING AND CHARACTERIéTiCS oF

GOOD PROBLEM SOLVERS.

Class: 5514 Time: 1.10hrs
OBJECTIVES:

At the end of this module, the participants shouid be able to:-

1. Define the term problem soiving
2. Differentiate hetween different types of prohlems
3 State the qualities of good problem solvers,

i
|
i
I.
1

The instruclor defines problem solving as “thinking about the obstacles (i.e. problemfé) to one's

V.
progress and figuring out or planning how to overcome them”. Soctal problem solvidg reiers to

“"
e
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o

process of defining and identifying causes and consequences of social problems,i' generating .

solutions and determining difficuties to be faced in implementing those solutions and finally

developing an action plan to solve the problems. From this definition, the major stepsior

components of sacial problem solving can be identified as:-

1.
2.

identifying and defining social problems.

Identifying their causes

W,
il

Betermining both the negative and positive consequences that would happen:ito self and

others as a result of the problem.

Generating solutions or alternatives to solve the problem(s).

ldentilying all possible sources of information about the problem,

Chaoosing the best or most feasible amang all the alternatives or solutions.

Designing and implementing an action plan.

STEP TWQO:

Mention that in order to further understand what is meant by problem av.blivingr s

necessary to define the word "Problem’.

'_P"
.

- a person is said to have a problem when he wants something but dees not know

what action (or series of action) he can perform to get it.

- State however that some problems are more difficult to understand and 10 salve

than others,

- This can be represented as follows:-

Level -1:
Level -2
tevel -3
Level - 4:

Solver aiready knows solution
Solver already knows rules for obtaining solution.
Solver learns correct solution during the task,

Solver has to select and evaluate the rules/operations for

abtaining solution.

Level - 5;

Solver has to reformulate the problem and produce some

unusual method for obtaining solution,

Level - 6:

Sclver has to realize that problem exist.




Steps Three and Four

Discuss the qualities of good probiem solvers.
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Explain to the students that problems can be specific or general.

e.g. specific problem — how do | ensure that | pass this forth coming exam? How
can | resolve this misunderstanding with my friend? General problem - how do {
ensure that | pass all my exams in the future? How can | maintain a good '

relationship with my friend all the time? ,

Explain that good problems solvers are not super human beings - they have simply

iearn a lot about the right attitudes, methods and technigues of solving pjrbblems.

Therefare, whoever want to be a good problem solver, must adopt tt‘l‘e fallowing

W
||if

i
;

altitudes.

1. Posijtive Attitude: have a sirong belief that problems can be soived by persis&gnt analysis

i

avelding the following types of statements “there is nothing | can do”. The soiution is

helpless. "It is too difficult for me”,

protlem, understand it as accurate as possible.

understand it.

f
3. Breaking prohlems into parts !

4. Avoiding Guessing.

X
have more confidence in your ability to solve prablems — don't give up easily.
\
ate u n i‘\

W

Good problern solvers take great care to understand the facts and relat-_bpships' in a
|

i

Poor problem solvers often miss the problem because 'they don't take time fo
g

Good problems solvers often break problems into smaller parts or step?._

They attack a problem from the part that they understand it moét until they

understand it fully. lE
i
!

Poor problem solvers attempt to sole the whole problem at once.

N
Good problem solvers do not guess answers, they work problems frqlrp beginning

to the end in small careful steps. gi
I




Step Five:

en in Prohlem in
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Poor problem solvers jump into conclusion €ven before they analysa :l or take a

decision in the middle of the problem solving process,

|'
i
|l

.;[
Good problem solvers do many things as they iry fo undersland and solve

problems e.g. create mental pictures of the problem, ask themselve$' questions,
make diagrams, talk to themselves, efc. L

Evaluation !f )
|I

Ask participants the following questions fo summarise and evaluate the module. -

1.

L

MORULE 2:

TIv

At the end of thig moduie, participants shouid be able to:

1.

2.

v
What do you understand by the term problem solving? f

List the seven major components of social problem solving, ]

Briefly explain the fifth and sixth ievels of problem difficulty. J '
Lis_t the five characteristics or qualities of a good problem solver, { !

Source: some of this module were adopted from Tharp (1985) Watts,'(1992) and
Whimbey and Locheed (1982).

ANALYSING SQCIAL PROBLEMS

Describe practical methods that can be used to identify elements of 3 problem
Identify and explain some practical methods of assessing and understarndlng social

problems.

INTRQDUCTIOQN;

The instructor will review the major points of the previous module with parhcular emphasis

on levels of problem, characteristics of good problem solvers and major components of

social problem solving. "

EROCEDURE;

Step One; Understanding Real or Main Causes of any Given Problem

Introduce the topic by saying that there is a strong relationship between how we understand

a problem and how well we solve it. i
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!

- thus it is necessary that we first understand what a particular problem means fully

before attempting to solve it.

- These can be achieved through the following:
1. Creating a mental image or picture of the problem, j
Practical Discussion of the Method: Ask students to imagine what they would dc} if they find
themselves in a big city for the first and they do not know anybody there. 54
- State that sometimes we do this subconsciously (i.e. not necessarily beilr_'xg aware of
it). l
- but for better problem solving, we must make conscious or deliberafé efforts to
“figure out’ the various ramifications or “branches” of the problem in ouribrains.
- Explain that the mind makes use of a variety of these “pictures” or "f:rl'nodels" for
differenl problems and sometimes even for a particular probiem. | h‘
- in daily language for example, we often say ‘| imagine” | think it looks Iiké".
Step two: 3
i} Explain that other practical ways or methods that are often used to gain mc_:!:rre detailed

i)

understanding of social problems includes:-

1. Sentence completion exercises,

2. Brainstorming . '
I

3. The dw-H system ’ 3

- Expiain these in details as follows:-

Explain that sentence completicn exercise simply involves completing or supplying an

answer to this sentence "My biggest problemis....... !-\5

- State that individual must be honest and precise before supplying the answer
- inform the participants that mora elements of the problem could be identified by
I

completing this additional sentence “} also have problems with...... " Pr "Another

"

aspect of the problemis......". “The main problem in this situationis ... .\ ...

- Practice methods with students by asking each student to write the ari:swer to this
it
“My biggest problem last week was...... ﬂ



Step Three:

1.

iii)

iv)
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- Explain however that sentence completion has a major Iimilat‘rdn because

sometimes individuals may not know which is their main or minor problem.

Therefore, it is advisable to use this method with others to be discussad, below:

[
K

i.

State that brainstorming is a very popular method used by many peaple. L
- It is suitable for many problems, and at many stages in the problem solv*,hg process

l

such as generating allernative solutions and strategies for action. J

Explain that brainstorming simply involves generating or bringing oﬁrt as many
elements or aspects of a problem as possible, and writing those ideéls down as

they come to one's mind. i
- Explain the basic rules of brainstorming as follows: !

1. Suspend judgement — the value of the ideas ¢an be sorted out later. l

2 Aim for gquantity !

3 Let the mind wander-wiid and quickly ideas can turn out to be winners, [
x
State that after one has exhausted all the possible ideas about a problem, then he can

rearrange them in group along certain lines such as the biggest to the smallest To_r the most
setious to the least etc. i

Practice brainstorming with the participants using a topic of problem fo be suggésted by the

participants, ‘ 4

}i

Step Four: I8

questions/ What? Who? Where? When? How? .

B.

il .
Explain that the 5w-H system simply invalves asking in relation to any problem the foliowing
il

f

Practice the 5-WH with the following hypothetical personal social problem. r

- Aliyu is an SS i student. He lost his father two years ago. His moth?‘r is too old

|

and has no money of her own. He determined o continue his study,

i
1) What i Aliyu’s main problem? g
2) What is Aliyu's second major problem? !

3) Who does the problem affect? Or who and who are affected by the proﬁ[em?

u
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4) Vvhen does the problem began? Ef
5) How would Aliyu solve this problem? i!i
B) What are some of the difficulties Aliyu would face in solving his prob!em:;
Sten Five:- Evaluation :
1. What is meant by representing a problem .
2. Give four examples of practical methods commonly used to define é_nd assess
problem. ' .i\ -
3. What is brainstorming? List the three basic rules of brainsterming? )
4, What does the SW-IT system stand for? How is it used with regards to ﬁefining and
assessing problems? i.
MODULE 3. GENERATING ALTERNATIVE AND DETERMINING OBSTACLES TQ | SOLVING
FROBLEMS. b
OBJECTIVES;
At the end Iof this module, participants should be able to:- {?[.
1. define the tem “alternatives” and "solution" i "
2, identify methods of generating solutions in sogial prablem sclving. l'ﬂ
a. Describe the basic steps in means-ends anzalysis and how o use them in solving a

personal problem you are currently facing. ’.
INTRODUCTION: I
P

By way of introduction, the instructor will ask the participants the following quest'i,:cms:

1. What does the 5W-H system stands for? H
2. What do you understand by brainstorming? f;
3. Enumerate the basic rules of brainstorming. |
PROCEDURE: r

i
"

Step One: The need to find many alternatives to any given problem.

i )
1. State that understanding, assessing or analysing any type of problems for its 'pwn sake is
Ia

close to useless. |

- the aim or purpose of understanding problems is to formulate or deveiop solutiqns

to solve them, 3
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State that sometimes ones the prablem is fully analysed or understood, 'p clear idea

of what the solution is become obvious. !

2. However on many occasicns, finding a solution to a problem even then the problem s fully

understood can be very difficut. | fl

Step Two

Therefore, an individual must use or streteh histher thinking ability to ffnd the best

solutions. '
k
Explain that the process of finding solutions is very difficult because there are many

factors which can affect (i.e. influence) it. ’
E.g. — some pecple are known to dwell in what is calied the "culture of poverty of
|

ideas" ~ that is, they simply accept the siluation they are in, and ﬁnﬁ it difficult,

imagine or think of alternative situations. i
1

Others fail to solve their problems because they give only one soluton and no

more. 0

.
i
|

|

1, Explain that the process of finding solution and strategies to problems involves the following

basic steps:- l

¥

1. Determining how to tackle a problem (that is identifying the routes of ;paths to be
followed in order to soive the given problem. _ i:]\l
2. Identifying the main goal and subgoals to be achieved. ': e
3. Finding possible obstacles that would stand in the way of each possiblé _'so.lution or
afternative to achieving goals. |
2. State that there are two major categories of methods that can be used to achie'\}lze the three

steps mentioned above. These are algorithms & heuristics. K

Define algorithms as sels of rules which if followed will automatically génerate the

correct solution. |

For example, the rules of muitiplication are an algorithm hbecause if followed
carefully and correctly will always guarantee a correct solution to the plroblem. Eg.

2X2-3+4=5,

i
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=.(
State that algorithms are not very helpfu! for social problems because there are no

i
established standard answers or solutions to such problems and perhaps there wili

never be, \ :

Consequently, for many real life social problems, heuristic search methods are the
lr

only available options. 1'
Define heuristic search as “a critical examination of a given problem and then using
the information gained, to solve it. ’

Unfortunately heuristics do no guarantee a correct solution because they are oniy

guides or aids in discovery, or identifying passible solutions.
- State that the most popular heuristic search method.

1. Means — ends analysis.

Step Three:

Define means-ends analysis as breaking probiems into subparts and then identifying iihe subpart

which is the main cause of the other subparts first.

l

_l'
- State that in means-ends analysis, focus is on one goal (i.e. end) at a time and then

identifying the routes (i.e. means) to achieve that goal.

- The process involves the identification of all possible difficulties to be e;iwcountered

with regard to each possible alternative.

B) State that one major reason why people fail to sclve problems is that they do not eﬁplore ali the

different way or routes which they can use to reach a goal before selecting that ‘Which is the

best for the given problem.

Step Four: Practical Demonstration of the Skill

.t

E' L

o '
|

|

Discuss means-ends strategy with the participants to assist in mastering the method, with

this hypothetical problem.

The Problem: A student named Musa wants to stop coming late to school. He has identified the

following as his sub-problems:-
1. Sleeping late in the night

2. Long and congested routes school.
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3. Too many early morning engagements. ‘ |
2} Ask students to develop possible sub goals, such as:
Sub-goals:- l
1. Developing a good time schedule
2 Identifying fastest routes to school | E
3. Minimise early morning engagements. I
3) Ask students to identify the sub-means for each sub-goal l
Sub-means {]"
1. Stop waltching late night movies l.
2. Stop attending late night discussion 1
3. Draw a detail time-schedule for the week indicating what, where an'u:’lI when he will

4-  Ask students to identify some of the obstacles (o these routes or sub-mean like:-

e.g. iack of self conirol to adhere to the time schedule

Step Five: Evaluation guestions.

1.
2.

3.

b‘e ) . ﬁ‘:

Possible distraction from friends etc.

State that if the problems is solved (i.e, he stops coming late to schoo )-r' then he will

not continue the means and analysis for the remaining sub-problems, éﬁut if not, the

problems solver will do the same for remaining sub-probiems until ;,the prablem

solvad. !

"

State that planning strategy is very similar to mean-ends analysis. | o
The major difference is that in planning all the major means to the sub-problems
are analysed and skeiched at the same time. 1
it is therefore more advantageous compared to the single problerj:'l__' at a time

approach,

What is the purpase of assessing or analysing a problem.
Whal do you understand by the word “alternative”

Describe the major steps in means-ends analysis.
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4. Why do you think we need {o identify many alternatives for any given
social problem?
MODULE 4 FACTORS AFFECTING SOCIAL PROBLEM SOLVING
BJECTIV]
At the end of this unit, participants should be able to;-
1. List some of the factors that might affect social problem solving.
2. Explain how these factors can affect social problem solving.
3. Identify some ways of limiting the effects of these factors.
INTRODUCTION

o

;1

M
i
1w
|

I

i

i

personal or
| v
e
|

Ask participants to list some of the factors which they think might affect sodial problem

solving from their personal experiences.

PROCEDURE

Step Qne: Forgetfulness

L

Memory system: Explain that the human memory system is made up of two major

systems,
Short term memory (STM) information store in it is available to

awareness.

i,
I

_ﬁ: CONscious
b

!
iy
N “

State that although information in the short term memory is the most crucial in

problem solving, unfortunately it does not store large information.

How can these limitations be overcome or improved upon?

It is not possible to overcome these internal limitations completely becalise it is part

of human nature.

But we can greatly improve upon them through the following:-

Whenever you are lrying to solve any problem use your pencil and paper to put -

down the important steps you want to follow. 3

T
'

Write all the important steps and skills about social problem solving (whjch you will

learn somewhere over and over again until you master them.



Step Two: Lack of enough information cn the given problem.

Step Three:- Mental attitude,
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Use images lo assist your memory system e.g. a {rade and it branches 10 represent

pattern note method.

k)
I
I
lar
!
|

Some problems are more difficult to solve than others. II
To solve difficult problems you need more and more information {or ?knowledge)
about them, | |
Solve social problems, some of the information or knowledge about \;vﬁo are the
other personal affected by this problem. How would they be affected by the

solution | will take? How would the solution fit my social or cultural reality?.
i
Inform the participants that there shall be discussed in subsequent meetings.

Inform the participants that two of the frequent mistakes pecple make in soiving

-
personal and social problems are:- 'J
1. Taking decisions based on listening to one side of the problem cfh!y_
2. Acting uncritically on the information available, j|

!
i
4

For Practical discussion: How would you get the point of view of somec;:ne who has

refused to talk to you?
&
More about how te solve social problems.

|
b
i

Your attitude towards solving a problem also affect how successful you would be

able to solve it

For example there are those who also think or believe that there is nothing they can
do about their problems even before they make any effort at all, others‘il gasily give
up and say | have tried my possible best etc. ii :

Also there are those who always think that there is only one solution ;;nd strategy
for a problem - they don't think about different methods to attack a p;qoblem and
once the only method they employ fails that is all, - the problem is unsolvable.
Sometimes these negative mental attitudes are derived from sgcio-cultural

|
practices or beliefs.

f






