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ABSTRACT

In the past decade there has been extensive
research generated in areas related to social skills
intervention. Despite the development and
incorporation in schools of various types of programs
designed to promote adequate social skills functioning,
there has yet to emerge from this research a widely
accepted integrated program that might guide parents
and educators in supporting the social skills
development of children who also experience learning
difficulties.

A pre/post design examined the application of the
Structured Learning social skills program (McGinnis &
Goldstein, 1984), for changes positive social behavior,
social competence and self-efficacy of twelve
elementary school-aged children experiencing iearning
difficulties. This subgroup of children were selected
from students in one Edmonton Public school who were
receiving resource room assistance daily for reading
achievemenrt. These students met the requirements of
grade, average range intelligence and a 1 1/2 year
deficit in reading skills. The program was neld for
one hour, once per week extending for four weeks during
regular school hours.

Instruments used in the study included the Child
Behavior Checklist (CBC) designed by Achenbach and

Edelbrock (1983), Student and Teacher Skill Checklists



(McGinnis & Goldstein, 1984) and the Children’s
Self-Efficacy for Peer Interaction Scale (CSPI)
designed by Wheeler and Ladd (1982). The measures were
collected two times; prior to the training and after
the treatment. The social skills targeted were valued
by the students participating as well as significant
others i the student’s environment.

Overall, the results of this study indicated that
no sigmificance effect was found between pre- and
post-treatment rates of positive social behavior.
However, the applicztion of the treatment effectively
raised social competence and self-efficacy for most
students. These increases were maintained during a
follow up period of five weeks. The treatment effects
were socially validated via student, parent and teacher

ratings,
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CHAPTER 1
THE PROBLEM
Introduction
Educators are becoming increasingly aware of the

importance of social skills functioning in elementary
schools. (Luftig, 1988). The acquisition of adequate
social skills and a healthy mental outlook have been
showrs to affect children throughout their school years
and into adulthood. (Hartup, 1983; Kratochwill &
French, 1984; Kagan & Moss, 1962; Luftig, 1988; Parker
& Asher, 1987). Researchers indicate that many adults
suffering from mental health illnesses such as anxiety,
depression and personality disorders are also
characterized by social inadequacy. (Cartledge &
Milburn, 1980; Coie & Dodge, 1983; Coie & Krehbiel,
1984; Cowen, Pederson, Babigian, Izzo & Trost, 1973;
Trower, Bryant & Argyle, 1978).

Childhood deficiencies in social interaction are
generally acknowledged for children who experience
learning difficulties. (Gresham, 1981). These children
are often poorly accepted by their peers and
consistently lack the opportunities to develop positive
social interactions. (Toro, Weissberg, Guare, &
Liebensetin, 1990). Furthermore, they appear to lack
the ability to interpret their social experiences, thus

display inappropriate social interactions which



interfere with the development of positive peer
relationships and successful academic performance.
(Cartledge & Milburn, 1978; Jones, 1992). These
problems reflect the increasing importance for the
study of social skills training.

Within the last decade research on social skills
training programs has been extensive, both with regular
students and with a range of populations. (Maag, 1990).
Although there still exists a lack of consensus on a
conceptual model for delivering training, complex
programs have been developed for pre-school, elementary
and adolescent populations (Gresham, 1988) and
conducted in a variety of settings including hospitals,
correctional facilities and schools. (Maag, 1990).
Relatively little research using these programs has
been conducted with student populations experiencing
learning difficulties. (Maag, 1990; Schumaker,
Pederson, Hazel & Meyen, 1983). Therefore, the
generalizability of many existing social skills
training programs to elementary school-aged children
who experience learning difficulties is inconclusive.
(Cartledge & Milburn, 1983). Thus, in Chapter Two, a
literature review regarding social skills treatment
emphasized those programs that seem to be most

effective for this target population.



Delivering effective training programs also
requires assessment of various child and environmental
variables that may account for the successful outcome
of training programs. (Bryan & Bryan, 1990; Cartledge &
Milburn, 1986; Hazel, Schumaker, Sherman, Wildgen,
1981; Maag, 1990; Rathijen, 1984; Vaughn & Lancelotta,
1990) . Maag (1990) reported that assessment data
should examine the relationship among behavioral,
cognitive and environmental variables. The variables
thought to be most influencial and worthy of
consideration in this study were specific skill problem
situations, internalizing (e.g., social withdrawal,
depression) and externalizing (e.g., aggression, acting
out) behavioral problems, learner characteristics and
perceived self-efficacy of social competence, family
support and child developmental characteristics.

Several of theses variables could be responsible
for the success of the program or the lack of it.
Children with learning difficulties frequently show
more specific behavioral problems in and out of school
when compared with their non-disabled peers, (Bryan &
Wheeler, 1972; Bryan, 1974; Matson & Olendick, 1988;
Toro, Weissberg, Guare, & Liebensetin, 1990) thus the
success of the program may vary depending on the social
skills taught. If researchers are not aware that

children are at risk for either externalizing behavior



eobklems such as conduct disorders, (Coie, 1985) or
iternalizing problems, such as depression (Stone and
L4 Greca, 1990) the differing social anxieties these
groups tend to experience may be responsible for the
lack of program success. (Achenbach & Edelvrock, 1982;
Asher & Wheeler, 1985; Bierman, Miller & Stabb, 1987;
Coie, Dodge & Cappotelli, 1982; Cowen, Pederson,
Babigian, & Izzo, 1973; Dodge, 1983; La Greca, Dandes,
Wick, Shaw & Stone, 1988). Next, the negative effects
of school failure and academic difficulties (Schumaker,
Pederson, Hazel & Meyen, 1983) must be considered in
selecting a social skills training program that
effectively improves the likelihood of success. In
addition, the self-perceptions of a child’s
effectiveness to influence the behavior and feelings of
others in positive ways, referred to as self-efficacy,
has also been reported as influencing the successful
outcome of social skills programs. (Goetz & Dweck,
1980; Ladd, 1981, Gresham, 1988). Furthermore, if the
family as a unit is overlooked in providing direction
and support, it may contribute to the lack of success
in treatment. (Amerikaner & Omizo, 1984; Wilchesky &
Reynolds, 1986). Finally, individual developmental
characteristics such as maturity level, physical
appearance and sex of the child may influence the

success of the training program or the lack of it.



(Conger, & Keane, 1981; Goldstein, Sprafkin, Gershaw, &
Klein, 1983; Hartup, 1983).
Significance of the Problem

Given the importance of social skills functioning
for successful adjustment in school and social
settings, adequate social skills for students
experiencing learning difficulties is an essential
goal. (Osman, 1987; Schumaker, Pederson, Hazel &
Meyen, 1983). A problem with much of the research is
that studies have been focused on social skills
training; few have taken into account the various child
and environmental variables that may affect the outcome
of training programs. (Maag, 1990; Vaughn &
Lancelotta, 1990). Researchers’ comments on these
studies are suggestive rather than definitive. They
indicate the need for assessment of variables that may
affect successful program outcome.

The investigator of the present study either
assessed or considered several of these variables and
utilized a representative training program so that
modificationis and/or accommodations could possibly be
made to facilitate a more successful program for the
target group. Researchers thus far suggest that two of
the major reasons why children may not experience
successful social skills functioning or social

competence are (a) they do not exhibit the necessary



positive social skills to make friends or, (b) they
exhibit an excess of aggressive-disruptive social
behavior. As a result, these children are often
forgotten, left out, isolated or are actively rejected
and lack opportunities for positive peer interaction.
(Conger & Keane, 1981). Thus, in an attempt to
increase the probability of acquisition, maintenance
and generalizability of social skills training, there
is a need to assess various child and environmental
factors to vary treatment for the target child.
Purpose

As indicated earlier, the literature dealing with
differential training for children with learning
difficulties is inconclusive. The purpose of this
study was twofold: (1) to deliver a small scale
multi-facet social skills training program for a
subgroup of children experiencing learning difficulties
and examine the outcome for a change in positive social
behavior, social competence and self-efficacy and, (2)
to determine what components of the study provided the
most powerful results. The assessment instruments and
training program described in this study should be
helpful to school psychologists and consultants,
special and regular education teachers in designing
social skills training programs for children

experiencing learning difficulties.



Overview of the Thesis

Chapter One consisted of an introduction to the
thesis topic. Here the author presented the problem
and purpose of the study. Chapter Two contained
relevant literature on the constructs of social
competence and social skills and their assessment.
Also provided was a definition of learning difficulties
and social validity as used in this study. Areas of
social skills training programs were presented. Next,
training programs that accommodate the special needs of
children with learning difficulties were reviewed,
followed by a discussion of the Structured Learning
skills program. In Chapter Three a description of the
subjects, the design of the study, selection of
students, description of instruments and procedures
were outlined, as well as a discussion of the
limitations and parameters of the thesis and hypotheses
stated. The results and the data analyses were
presented in Chapter Four. The summary and discussion
were outlined in Chapter Five and guidelines for
applications of the present study including limitations

and suggestions for further research were offered.



CHAPTER II
REVIEW OF RELATED LITERATURE
In accordance with the stated purpose of the
present study, the review of the literature consists of
a number of topics. The introduction focuses on the
components related to the construct social competence
specifically as they relate to children with learning
difficulties. A multidimensional approach emphasized
postive relations with others, age appropriate social
acceptance, effective social skill behaviors and the
absence of serious behavior problems. A definition of
learning difficulties as used in this study concludes
the introduction. This introduction is followed by
issues regarding assessment of social competence and
social skill behaviors. Included in this section on
assessment is information about the checklists and
rating scales used in this study. These include the
Children’s Self-Efficacy for Peer Interaction Scale
(CSPI) (Wheeler & Ladd, 1982), the Child Behavior
Checklist (CBC) (Achenbach & Edelbrock, 1983), the
Teacher and Student Skill checklists (McGinnis &
Goldstein, 1984). Also included is a definition of
social validity and how it is operationally defined as
used in this study. The next section contains issues
surrounding social skills training programs for

children experiencing learning difficulties. PResults of



research and information about relevant training
programs includes the Structured lLearning program as
developed by McGinnis and Goldstein (1984). This
school-based treatment program has been described and
considered with regard to its utility in promoting
adequate social skills with children who éxperience
learning difficulties. A conclusion summarizing this
literature review on social competence and social
skills constructs, assessment and training concludes
this chapter.

Construct of Social Competence

Social Competence Defined

Social competence is a term that has been used
interchangeably with the term social skills, often
giving rise to confusion. There appears to be no
agreement among researchers as to a universally
accepted definition of éither term. (Anderson &
Messick, 1974; Andrews, Peat, Mulcahy & Marfo, 1990;
Duck, 1989; Gresham, 1981; Zigler & Trickett, 1978).
Some researchers use a general definition (D’Zurilla &
Goldfried, 1971), whereas others report a
multidimensional approach. (Michelson, Sugai, Wood &
Kazdin, 1983; Vaughn, McIntosh & Zaragoza, 1992).

In a general sense, social competence may be
simply stated as peer acceptance. (Elliott, Sheridan &

Gresham, 1989). A similar definition is provided by
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D’Zurilla and Goldfried (1971). These authors define
social competence as a global behavior which refers to
the ability to perform adequately with others and to
participate effectively in social situations. A
further definition is provided by McFall (1982).
Social competence is a summary term that reflects
social judgments about the general quality of an
individual’s performance in a given social situation.
Although these definitions indicate that social
competence msasures social behaviors in a general
sense, they provide limited clarification of those
variables that may determine whether or not a child is
socially skilled. (Conger & Keane, 1981). Researchers
attempting to find meaningful results in the study of
social competence must attempt to take child individual
difference and environmental variables into account as
much as possible. (Bryan & Bryan, 1990; Cartledge &
Milburn, 1986; Hazel, Schumaker, Sherman &
Sheldon-Wildgen, 1981; Maag, 1990; Rathjen, 1984;
Vaughn & Lancelotta, 1990).

Several researchers defined social competence in
terms of it’s components. (Andrews, Peat, Mulcahy &
Marfo, 1990; Gresham, 1981; Vaughn & Hogan, 1990).
Andrews, Peat, Mulcahy and Marfc (1990) define social
competence as a function of an interaction between

thought processes, emotions and behavior of the target
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child. These authors contend that no beshavior is
purely cognitive without an affective component, or
purely affective without involving a cognitive
component. Similarly, Gresham (1981) defines social
competence as consistiig of two components. However,
this author focuses on the components of adaptive
behavior and social skills.

According to several researchers, social
competence is conceptualized as a multidimensional
construct which includes four components. (Vaughn &
Hogan, 1990; Vaughn, McIntosh & Zaragoza, 1992). These
components inciude: (a) Positive Relations with
Others. (e.g., peer relations), (b) Age-Appropriate
Acceptance. (e.g., social acceptance,
self-acceptance), (c) Effective Social Skill Behaviors,
and (d) Absence of serious behavior problems, such as
social withdrawal or aggressive behavior. No single
component in isolation can adequately define the
overall competence construct. (Vaughn & Hogan, 199L).
A child’s competence zai: be made up of strengths and
weaknesses across the components.

Positive Relstions with Othezxs

Repeated studies have found that children with
learning difficulties are perceived by peers, teachers
and parents as less desirable social partners than

their nondisabled classmates. Since Bryan’s classic
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research documenting the low peer acceptance of these
children (Bryan, 1974), the peer relations of students
with learning difficulties have been repeatedly
studied. (Pearl, Donahue & Bryan, 1986; Wiener, 1987).

Studies varying on the definition of learning
disability, age or other demographic variables, have
similarly found that children with learning
difficulties exhibit high rates of negative and
inappropriate types of social interactions with peexrs
and are more likely to be rejected or ignored by
classmates. (Bruininks, 1978; Bryan, 1974; Bryan, 1978;
Donahue, Pearl & Bryan, 1980; Morrison, Forness &
MacMillian, 1983; Schumaker, Hazel, Sherman & Sheldon,
1982) . Reviews of these studies indicate that more
students who experience learning difficulties are
identified as rejected and fewer are identified as
popular than their non-disabled classmates. 1In
addition to the overall finding of social competence
difficulties, girls experiencing learning difficulties
appear to be at greater risk for rejection and low peer
acceptance than are male students of the same target
population. (Bryan, 1974; Bruck, 1986).

Peer relations are the focus of extensive research
because they have been associated with later life
difficulties. (Vaughn & Hogan, 1990). Children who

experience problems interacting with others are at risk
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for school adjustment and learning difficulties,
delinquency, dropping out of school (Elliott & Voss,
1974; Murray in Gresham & Elliott, 1989; Ullman, 1975)
and conduct disorders in adolescence. As adults,
problems include serious disorders requiring the
services of mental health professionals. (Cartledge &
Milburn, 1980; Coie & Dodge, 1983; Coie & Krehbiel,
1984; Cowen, Pederson, Babigian, Izzo & Trost, 1973;
Parker & Asher, 1987).

Age Appropriate Social Acceptance

A child’s developmental level and sex may have an
impact on the type of social behaviors approved by
peers and on the structure and organization of peer
relations. (Hartup, 1983). With age, peer interactions
and friendships become more interative, verbal,
reciprocal, and complex. During the preschool years,
the focus of most peer relations is around shared play
activities. Play skills including sharing, smiling,
looking, giving, along with neutral task-oriented
communications characterize positive interactions. In
the course of elementary school, two major changes take
place in peer relations. First, play becomes more
organized and more elaborate. Rather than the
manipulative object play or dyadic dramatic play which
characterizes preschool interactions, grade school

children select more complex, rule bound games which
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often involve multiple players and multiple roles, such
as kicking the ball in the school ground, or board
games. (c.f., Hartup, 1983). Secondly, stable "best"
friendships begin to emerge. (Sullivan, 1953). These
friendships are marked by a sense of commitment toward
each other. By the end of elementary school,
communication such as calling friends on the phone
after school indicates a new major focus of peer
relationships. (Hartup, 1983). Thus, throughout these
years, as peer relationships become more interactive
and complex, t'.e sk..ls needed for positive peer
interaction become more complex.

Self-acceptance. Children with learning

difficulties are described as having accurate
self-perceptions. (Battle, 1979; Chapman & Boersma,
1980). 1In general, these childrens’ overall feelings
of self-worth are as accurate as those of their
non-disabled classmates. (Bryan, 1986; Cooley & Ayres,
1988) . Bender (1987) determined that there were only
significant differences between these students and
their non-disabled peers across grades 3 through 6 on
the behavior and intellectual status subtests of the
Piers Harris self-concept scale. (Piers, 19§4).

Effective Social Skills Behawviors

Social competence is a critical domain of human

development and may be particularly important for
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children experiencing learning difficulties who have
problems in other areas. (Keogh, 1990). Other problem
areas include problem social behavior (Cullnan, Epstein
& Lloyd, 1981; Quay & Peterson, 1975; Stone & La Greca,
1984), and verbal communication problems. (Bryan &
Bryan, 1978; Bryan, Wheeler, Felcan & Hanek, 1976;
Noel, 1980; Spekman, 1981).

Problem Social Behavior. The few studies that

have investigated chilcren’s social competence across
both family and school environments suggest that
rejected and low peer accepted children have problem
social behavior in both settings. (French & Waas,
1985) . An examination of the behavior problems of 295
students experiencing learning difficulties on the
Behavior Problem Checklist (Quay & Peterson, 1975)
indicated that while there were no significant
differences between these students and their
non-disabled peers on conduct disorders, they
demonstrated greater maladjustment difficulties on the
personality problem scale. (Cullinan, Epstein & Lloyd,
1981). 1In terms of personality problems, both male and
female students experiencing learning difficulties were
identified by teachers as exhibiting greater degrees of
internalizing behavior problems such as shyness, social
withdrawal, anxiety, tension and aloofness. Similarly,

Stone and lLa Greca (1984) found that these students
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exhibited more anxious-withdrawn behavior than their
non-disabled peers.

In a study using the Child Behavior Checklist
(Achenbach & Edelbrock, 1983) McConaughy and Ritter
(1986) found that parents of students experiencing
learning difficulties reported significantly lower
levels of social competence, such as participation in
activities and social interaction than did parents of
non-disabled peers. In this same study, students
experiencing learning difficulties were r=ported to
have both higher scores on externalizing (e.g.,
aggressive, acting out) and internalizing (e.g., social
withdrawal, depression) behavior problems.

Because children experiencing learning
difficulties tend to be more frequently rejected and
receive lower ratings of peer acceptance than their
non-disabled peers, the assumption is that they lack
the appropriate skills to interact adequately with
their peers. (La Greca & Mesibov, 1979). However, low
peer acceptance does not necessarily correspond with
low social skills. Furthermore, improving social skills
does hot guarantee increased peer acceptance or social

competence. (Bierman, 1986; Bierman & Furman, 1984).

Verbal Communication. Several researchers have
focused on verbal communicative types of social skill

behaviors that characterize children with learning
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difficulties (Bryan & Bryan, 1976; Bryan, Wheeler,
Felcan & Hanek, 1976; Noel, 1980; Spekman, 1981), and
what subgroups of students with learning difficulties
are most at risk for social skills problems. (Vaughn &
Hogan, 1990). Verbal communication is defined as one’s
ability to provide meaningful and descriptive
communication with others.

Using an observational technique to record
children’s conversation, Bryan, Wheeler, Felcan and
Henek (1976) examined the content of verbal
communications which occurred between 17 children with
learning difficulties and 17 non-disabled peers in
grades 3 to 5. Results indicated that the children
experiencing learning difficulties were more likely to
emit competitive statements and less likely to emit
considerate statements than comparison children. Bryan
and Bryan (1976) also found that children experiencing
learning difficulties not only emitted more insulting
utterances to peers than their non-disabled classmates,
but they were also the targets of more insulting
remarks by their peers.

Noel (1980) explored the communication abilities
of 40 males experiencing learning difficulties and 40
non-disabled males between the ages of 9 and 11 years
of age. Noel found that better messages were received

from non-disabled students than those children
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experiencing learning difficulties. Noel reported that
non-disabled students described objects by means of
labels or names whereas the children experiencing
learning difficulties were more likely to describe the
shapes of objects. In a similar study, Spekman (1981)
found that when children experiencing learning
difficulties were speakers, mary of their messages were
unproductive, irrelevant to the task or repetitious.
Spekman noted that although these students asked as
many questions as the comparison group, they received
less meaningful replies. Students experiencing
learning difficulties may not make appropriate
modifications in their language to accommodate the
listener (Knight-Arest, 1984; Soenksen, Flagg &
Schmits, 1981) and tend to display a more egocentric
communication style. (Soenksen et al., 1981). These
children appear to be either unaware of the messages
they are sending or their intentions are often
misinterpreted »y others. It is likely that because
their social commmunication is less responsive to their
partner they are less desirable social partners.
Because verbal communication has been considered more
important for female friendship making and maintenance
than for males, the communicative difficuties of this
subgroup of students may partially explain why female

students experiencing learning difficulties have been
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at greater risk for peer rejection than males. (Vaughn
& Hogan, 1990).

Social Skills Defined. The various attempts to

define social skills illustrate the lack of agreement
and complexity that exist in the literature. (Hops &
Greenwood, 1988). Combs and Slaby (1977) define
social skills as "the ability to interact with others
in a given social context in specific ways that are
societally acceptable or valued and at the same time
personally beneficial, mutually beneficial, or
beneficial primarily to others"™ (P. 162). Foster and
Ritchey (1979) defined social skills as "those
responses which within a given situation prove
effective, or, in other words, maximize the probability
of maintaining or enhancing positive effects for the
interactor." (p. 626). Just as these conceptualizations
of social skill relate to assessment techniques, other
conceptualizations relate more to treatment concerns.
Michelson and Mannarino (1986) suggest that social
skills are generally regarded as a set of complex
interpersonal behaviors. The ternm, skill, is used to
indicate that it is not a global personality trait, but
rather a set of learned and acquired behaviors.
Another definition offered by Kratochwill and French
(1982) defines social skills as refering to the

specific behaviors that are necessary to achieve
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competent performance on a particular task (e.g.,

problem solving skills, friendship making skills).

Although these conceptualizations of social skills

are by no means exhaustive, they are representative of

current social skills literature. In an attempt to

identify a common core among these definitions,

Michelson, Sugai, Wood and Kazdin (1983) provided an

integrated multi-component definition of social skills

as follows:

1,

Primarily acquired through learning (e.gq.,
observation, modeling, rehearsal and
feedback) .

Comprised of specific and discrete verbal and
nonverbal behaviors.

Entail both effective and appropriate
initiations and responses.

Maximize social reinforcement (e.g., positive
rz2sponses from one’s social environment).
Interactive by nature and entail both
effective and appropriate responses (e.g.,
reciprocity and timing of specific behaviors).
Performance is influenced by the
characteristics of the participants and
environments in which it occurs

(i.e., situational specificity). That is,

factors such as age, sex and prestige status
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of the recipient affects social performance.

7. Deficits and excesses in social performance
can be specified and targeted for
intervention.

Several researchers promote the importance of
these components of social skills and implement
intervention programs based on this definition to
improve the adaptive and social skills difficulties of
children with learning difficulties. (Cartledge &
Milburn, 1980; Gresham, 1981; La Greca & Mesibov,
1979) . Michelson and Mannarino, (1986) indicc:e that
social skills must be considered in terms of its
deficits and excesses. This directionality of social
skills includes both social withdrawal and social
aggression. (Michelson & Mannarino, 1986).

Absence of Serious Problem Behaviors

Social Withdrawal. Researchers describe the

unassertive, socially withdrawn child as isolated, shy
or passive. (Coie, Dodge & Coppotelli, 1982).
Generally speaking, children defined as socially
withdrawn are those children exhibiting relatively low
rates of directly observed social interaction.
(Greenwood, Todd, Hops & Walker, 1882). Increasingly,
these socially withdrawn and or isolated children have
come to the attention of mental health professionals.

(Hops, 1982). Michelson and Mannarino (1986) indicate
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that children who are socially withdrawn fail to
express their needs and opinions, which results in
others’ not attending to or responding to their
feelings. Likewise, children who emit passive social
responses are likely to demonstrate behaviors that are
more reflective of internalizing feelings of fear,
anxiety, inadequacy, incompetence and depression.
(Frentz, 1986).

Social withdrawal in children can represent a
threat to present functioning. (Kohn, 1977). The
nonassertive child can find social situations highly
aversive due to the anxiety experienced when engaged in
interpersonal interaction. (Michelson & Mannarino,
1986) . Recognizing that peer interaction is reciprocal,
withdrawn children elicit fewer positiQe social
responses from peers, resulting in an overall
diminished level of social contact. Researchers
indicate that these unassertive children carry their
social skill deficiences into their adulthood. (Kohn,
1977).

In a longitudinal study, Kagan and Moss (1962)
found.that passive withdrawal and social interaction
anxiety in children was strongly related to similar
behavior dispositions in later school years. (p. 277).
Considering that important social milestones may be

delayed, leading to even more serious dysfunctions,
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these children appear to be at risk for experiencing
higher rates of adult psychopathology. (Michelson &
Mannarino, 1986). Although socially withdrawn children
may not be as readily perceived by adults as being
problematic, it appears important that this subgroup of
children be identified for subsequent intervention.

Social Aggression. At the other end of the social

skill deficit spectrum are children with behavioral
excesses. These children are typically labeled as
socially aggressive, uncodperative and acting out.
(Michelson & Mannarino, 1986). Generally, they fail to
demonstrate the appropriati social skills necessary to
perform effectively in social interactions. These
socially aggressive children also tend to behave in a
manner that is unpleasant to others. Frentz (1986)
stated that these children are likely to display more
externalizing interfering behaviors such as aggressive
behavior, poor anger control and impulsive behavior.
The study of children’s socially aggressive
behavior has long been the focus of research among
clinicians, developmentalists and educators. (Hops &
Greenwood, 1988). Peer directed aggressive behavior is
stable (Patterson, 1982), highly predictive of academic
problems (Coie, 1985) and later antisocial behavior
including criminal behavior, spouse abuse (Huesmann,

Eron, Lefkowitz & Walker, 1984) and psychiatric
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disturbances. (Michelson & Wood, 1980). Early peer
social rejection is the best and single sociometric
predictor of psychiatric disorders in adulthood.
(Cowen, Pederson, Babigian, Izzo, & Trost, 1973).

Both the socially withdrawn and aggressive child
exhibit behavior dysfunctions related to their
inability to act effectively and appropriately within
their social environment. For these two subgroups of
children, who also experience learning difficulties,
their present and future adjustment may greatly depend
on whether their social skills deficits and excesses
are identified and remediated. (Kohlberg, Lacrosse &
Ricks, 1972).

This review of the literature of components
related to the construct social competence has shown
that across all four areas; positive relations with
others, age appropriate social acceptance, effective
social skills and absence of serious behavior problems,
children experiencing learning difficulties appear to
be at greater risk than their non-disabled classmates.

Although caution must be exercised in defining
social skills deficits in the entire target population,
students experiencing learrning difficulties do appear
to be more at risk for social skill deficiencies than
their non-disabled peers. Subgroups of these students

(e.g., female, socially withdrawn or socially
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aggressive) may benefit from social skills intervention
(Vaughn, 1985), particularly since researchers indicate
they tend not to grow out of their social difficulties.
(Leigh, 1987).

Definition of lLearning Difficulties

The present study defined students experiencing
learning difficulites as those scoring within the
average range on an intellectual ability test (WISC-R
or 8tanford Binet) and receiving resource room
assistance for a deficit in reading achievement of
1 1/2 to 2 years.

These learning characteristics suggest that
assessment measures and training programs must be
simple and easy to understand. Materials should be
written at low reader ability levels so that the child
experiencing learning diffculties can read and
understand materials without difficulty. Concepts must
be presented in a highly structured way with several
examples utilizing several senses such as visual,
auditory and touch. (Schumaker, Pederson, Hazel, &

Meyen, 1983).
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Assessment of Social Competence and Social Skills
The importance of developinrg appropriate social

skills for maintaining effective interpersonal
relationships has already been established. Assessment
techniques are needed that will identify those children
who experience social compet::uce difficulties, identify
social skill behaviors that present problems for the
target child (Dodge, McClaskey & Feldman, 1985) and
provide information relating to how children view their
effectiveness in social situations. (Greiler, 1992).
The selection of sccial skills treatment strategies is
dependent on assessment techniques. A consensus to
the most appropriate assessment technique for social
competence and social skills does not exist. (Hopps &
Greenwood, 1988; Gresham, 1986, Gresham & Elliott,
1989). Some investigators use one technique solely,
whereas others utilize a multi-purpose approach.

Assessment of Social Competence

The purpose of assessing social competence is
twofold: (a) as a screening goal to identify children
who may be experiencing social competence difficulties
in the general sense or, to identify children who may
be at risk for more severe behavioral difficulties and
(b) as an outcome goal to evaluate the impact of social
skills intervention. (Garmezy, 1973; Gresham & Elliott,

1989; Hops & Greenwood, 1988). Gresham and Elliott
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(1989) suggest that measurements utilized for these
identification and evaluation goals do not necessarily
provide information about specific behaviors. For
example, the most frequent method by which children are
brought to the attention of counsellors, psychologists
and medical professionals is simple identification and
referral of observed problem social behavior by parents
or teachers. (Hops & Greenwood, 1988).

Parent Ratings

The most common judges of social competence in
children have been parents, teachers and peers. (Hops &
Greenwood, 1988). Parent ratings have been shown to be
valid indicators of a child’s social relationship.
(Achenbach & Edelbrocx, 1983). Several of these rating
inventories have been developed specifically to assess
children’s social competence. Answers to questions
such as, does the child have friends in the
neighbourhood and at school, indicate which children
are perceived by their parents as experiencing
difficulty with social behaviors in and out of the
classroom. (McGinnis & Goldstein, 1984).

Cartledge and Milburn (1986) indicate problems
with the reliability of parent reports. They report
that parent reports do not typically correlate highly
with other measures. Nevertheless, Humphreys and

Ciminero (1979) suggest that parent reports should be
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included and compared with other assessment data since
parent perceptions and attitudes may be part of the
student’s problem requiring intervention. A review of
a common parent report of a child’s social competence
follows.

The Child Behavior Checklist. (CBC) The Child

Behavior Checklist (CBC) designed by Achenbach and
Edelbrock (1983) provides parent reported social
competence data. There are three social competence
scales: (a) activities, the amount and quality of the
child’s involvement in jobs and chores, in sports,
hobbies and games; (b) social, the quantity and quality
of the child’s social act’rities with others, and (c¢)
the school scale, for school~age children, assessing
the quality of school performance and any related
problems. A social competence score is derived from
parent’s estimates of their child’s involvement with
organizations and friends.

The CBC contains 118 items and is standardized on
children 4-16 years of age. It has been found to have
high test-retest reliability and high agreement between
parenfs. There are also considerable normative data
available. The advantage of the CBC is that it is easy
to administer and focuses on social competence. Other

than parent ratings of social competence, a common
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method of identifying children who lack of social
competence is role taking.
Role taking

Role taking is the ability to understand others’
thoughts, intentions (e.g., cognitive) and feelings
(e.g., affective). (Eisenberg & Harris, 1984). Jones
(1992, p. 52) referred to role taking as a social
cognition. He indicated that it was an ability to see
things from another person’s point of view, which is
developed during middle childhood.

There appears to be two disadvantages of role
taking as a measure of social competence. The relation
between measures of role taking and indicators of
social competence is not entirely consistent.
Inconsistencies are due, in part, to problems in the
measurement of role-taking skills. (Eisenberg & Harris,
1984) . For example, cognitive role taking ability is
often assessed with a variety of measures that appear
to tap different capabilites. Furthermore, some
instruments may be more appropriate for one student
population or age group than another. (Shantz, 1983).
Bellack (1979) and Arkowitz (1981) have questioned the
external validity of such tests and their ability to
predict performances in naturalistic situations. Other

researchers found that role taking abilities have
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frequently been positively related to social status.
(Ford, 1982; Peery, 1979).

Sociometric Status Measures

Although sociometric status measures have not been
a traditional assessment measure, increasing numbers of
investigations in social skills training are using them
as selection, outcome and social validation measures.
(Gresham & Nagle, 1980; La Greca & Santogrossi, 1980).
Popular sociometric measurements such as nominations
(Coie, Dodge & Coppotelli, 1982; Hops & Greenwood,
1988) and peer ratings (Greenwood, Walker & Hops, 1977)
have been shown to have considerable concurrent and
predigtive validity and can be used for screening
%hkildren for further evaluation. (Hops & Greenwood,
1988) .

Peer Nomination. The basic procedure for the peer

nomination technique (McGinnis & Goldstein, 1984)
requires that students nominate peers according to
nonbehavioral criteria such as attributes (e.g., best
friends, preferred partners) or activities (e.g., play,
work). Often a negative peer nomination method has
‘been used as a means to identify those students who are
actively disliked and/or those who are ignored by their
peers. (Hartup, Glasser & Charlesworth, 1967). For
example, neglected children are those who receive few

positive or negative nominations, whereas rejected
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children are those who receive primarily negative
nominations but few or no positive nominations. Hymel
and Asher (1977), cited in Asher and Hymel (1981)
report that in a sample of 205 elementary school aged
children, 5% were found to be neglected and 3% to be
rejected. This additional peer nomination procedure has
been criticized on ethical grounds. It appears that
negative nominating may serve as a stimulus to increase
negative interactions with unpopular children. (Foster
& Ritchey, 1977).

The peer nomination approach that has received the
most empirical support is that developed by Coie, Dodge
and Coppotelli (1982)., According to Coie and his
associates, a student may be classified as either
popular, neglected, rejected, controversial, or
average. However, Newcomb and Bukowski (1983) utilized
this classification system and found that as many as
45% of students in a classroom could not be classified.
Many students did not obtain sigrnificantly different
numbers of peer nominations for them to be classified
into only one of these social status groupings.

Peer Rating. Peer rating procedures (Gresham &

Elliott, 1989) require that each child is rated by
every other child on a three to seven point Likert type
scale according to nonbehavior criteria questions, such

as "How much would you like to play with .... at
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recess?" The advantage of this technique is that
everyone in the class is rated and because a class
roster is used, all classmates must be rated.
(Greenwood, Walker & Hops, 1977). A student’s score on
a peer rating measure is the average rating received.

Whereas peer nominations seem to measure best
friendships or popularity in the peer group, peer
ratings appear to capture a student’s overall
acceptance level within the peer group. (Gresham &
Elliott, 1989). Several studies indicate that peer
ratings tend to be more stable than the nomination
procedures described above. (Asher, Oden & Gottman,
1976). For the "play with" rating scale a test-retest
correlation of .82 (Oden & Asher, 1977) and a stability
coefficient of .81 (Asher, Singleton, Tinsley & Hymel,
1979) have been repcrted. Two disadvantages of peer
ratings include, (a) a tendency to rate peers in the
middle of the scale and, (b) giving every peer the same
rating. (McConnell & Odom, 1986).

Sociometrics have Several disadvantages. They do
not provide information on a student’s competencies or
on situational determinants, all of which are needed to
design intervention strategies. (Foster & Ritchey,
1977). Second, although they can be useful for both
screening and outcome purposes (Foster & Ritchey,

1977), they are less valid than teacher rating
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procedures when screening for socially unresponsive,
withdrawn behavior. (Hops & Greenwood, 1981). Third,
although the information gained from both peer
nomination and rating techniques is frequently
important for selection and grouping of those children
experiencing low social status, the use of negative
peer nominations requiring students to identify peers
they don’t like, may sanction the behavior and also
induce students to interact more negatively with these
children in the future. (Asher & Hymel, 1981; O’Leary &
Johnson, 1979). Increased negative interaction by
peers may perpetuate negative perceptions of self
effectiveness of social competence and a low
self-concept.

Self-concept/Self-efficacy

Self-concept, broadly defined, relates to an
individual’s perceptions of self. These perceptions
are formed through personal experiences and
interpretations of the environment and are especially
influenced by reinforcements, evaluations by
significant others and attributions for one’s own
behavior. (Shavelson & Bolus, 1982). The construct of
self-concept has further been defined as multifaceted.
(Shavelson, Hubner & Stanton, 1976; Burns, 1986). A
facet of the construct self-concept that plays a major

role in a child’s success in social situations is
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self-efficacy. (Wheeler & Ladd, 1982). It is the
belief that one can successfully perform behaviors
required to produce desired outcomes. (Bandura, 1977).

Self-concept appears to be a significant
component in motivation for learning. (Jones, 1992).
Negative self-concept has been linked to children who
experience learning difficulties. (Black, 1974; Sheare,
1978; Tolor, Tolor & Blumin, 1977). Self-concept is
most commonly measured by self-reporting. (Jones,
1992) . Black, (1974) compared 25 children experiencing
learning difficulties with 25 academically non-disabled
peers on the Piers-Harris Children’s Self-Concept Test
(Piers & Harris, 1969), the most popular of all
self-concept instruments available. (Luftig, 1928).
When compared to the control group, the children
experiencing learning difficulties obtained lower
self-concept scores. Tolor, Tolor and Blumin (1977),
compared the self-concept of 28 children experiencing
learning difficulties in kindergarten through to grade
4 with a control group. Using the revised
Self-Appraisal Inventory, the children experiencing
learning difficulties exhibited less positive
self-concepts when compared with the control group.

In another study, Sheare (1978) administered the
Piers-Harris Self-Concept measure and the Peer

Acceptance Scale to 82 children. A significant
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relationship was found between self-concept and peer
acceptance scores. In all cases, the children
experiencing learning difficulties received lower
self-concept scores and lower peer acceptance ratings.
Although measures used in these studies include a
social subscale for assessing children’s evaluations of
their social relationships or popularity, these
subscales do not measure a child’s self-evaluation of
effectiveness of social competence.

This self-efficacy in social situations may
differ as situations vary. (Bandura, 1982; Shavelson,
Hubner & Stanton, 1976). Some situations require
greater skill and carry higher risk of negative
outcomes than do other situations. Succcess tends to
raise judgment of social competence, whereas repeated
failures lowers judgment. Occasional failures have
little effect on judgment for students with a strong
sense of social competence. In contrast, failure is
influential for students who are unsure of their
abililities. (Gredler, 1992). Thus, self perceptions
of one’s effectiveness of social competence may vary
accordingly.

This perceived self-efficacy influences
task-related behavior and also can produce long-term
effects. (Gredler, 1992). A measurement of

self-efficacy is a useful technique to identify those



36

children who lack social competence and as a measure
for treatment outcome. (Lefcourt & Loughlin, 1966;
Rotter, 1966). Lefcourt and Loughlin (1966) and Rotter
(1966) indicate that the more an individual believes he
can influence the behavior and feelings of others, the
more likely that he will actually attempt to cope with
conflicts when they éccur. Children experiencing
learning difficulties tend to be less popular than
their peers and approach peer conflict in a win or lose
type of situation. (Carlson, 1987). Their goals in
peer conflict reflect a lack of verbal negotiation
skills.

Children’s Self-Efficacy for Peer Interaction

Scale (CSPI). The Children’s Self-Efficacy for Peer

Interaction Scale (CSPI), a self-reporting instrument
designed by Wheeler and Ladd (.%82) was {aveloped to
measure elementary school aged su.iév .v.f ~arceptions of
their verbal ability to influence the beliavior and
feelings of others in socially acceptable ways. The
22 item scale reflects two dimensions, conflict and
nonconflict. The authors report the CSPI to have
adequate internal consistency and stability. Aan
advantage of the CSPI is that it may be useful as
information for intervention in identifying those
children who lack confidence in their use of verbal

communication skills. (Wheeler & Ladd, 1982).
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The external validity of self-report measures of
competence in relation to actual competence have been
questioned. (Cartledge & Milburn, 1986; LaBenne &
Greene, 1969). Correlations between self-reports and
teacher ratings are low. These measures require the
students to make judgments concerning their behaviors
or feelings. (Jones, 1992). Students may elicit
responses that are not truthful and some students may
not be capable of making accurate evaluations about
themselves. (LaBenne & Green, 1969). Nonetheless,
Harter (1982) indicated that self-reports can be useful
as indicators for evaluation of the intervention as
they may foster a realistic sense of social competence.
The advantage of self-reports is that they provide a
view of the student based on the student’s experience
and knowledge of himself. (LaBenne & Greene, 1969).

Although the value of assessment for the purpose
of identifying the socially incompetent child appears
to be well established, (Combs & Slaby, 1977; Sprafkin,
1980) assessment measures designed for this purpose do
not necessarily identify the specific social behaviors
that often present problems for a particular child.
(Dodge, McClaskey & Feldman, 1985). It is important to
utilize assessment techniques which will identify those
children exhibiting social competence difficulties and

to identify the specific behaviors that present
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problems ior the target child. (Dodge, McClaskey &
Feldman, 1985).

Assessment of Social Skills

The purpose of treatment is to identify specific
problem behaviors for appropriate social skills
intervention. (Gresham & Elliott, 1989; Hops &
Greenwood, 1988). Assessment instruments most commonly
used to identify these social behaviors include a
variety of behavior checklists, rating scales,
inventories and observation techniques. (Cartledge &
Milburn, 1986).

Behavior Checklists and Rating Scales

Behavior checklists, both published and
unpublished, exist in large numbers. Of these, Walls,
Werner, Bacon and Zane (1977) published a review of
166. These checklists can be either standardized
instruments, providing reliability and validity data,
or instruments devised by the designer to meet a
specific need. Checklists are used to record the
presence or absence of specific characteristics or
behaviors, (Mercer, 1987) whereas rating scales are
designed to indicate the frequency of a particular
behavior. (McGinnis & Goldstein, 1984; Mercer & Mercer,
1989). Social skills rating inventories designed for
teaching programs can also he used as checklists for

assessment. (McGinnis & Goldstein, 1984). Several
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assessment procedures provide information that allows
for determiping whether sowtal skills problems exits.

An assessment instrument that provides a view of
specific behaviors is the Walker Problem Behavior
Identification Checklist (WPBIC) designed by Walker
(1970) . Standardized on grade four, five and six
elementary aged students, this checklist is designed to
identify children with behavior problems severe enough
to classify them as emotionally disturbed. The
checklist contains 50 items that have been factored
into five scales of disturbed behavior: (a) acting-out,
(b) withdrawal, (c) distractibility, (d) disturbed peer
relations and (e) immaturity. The WPBIC provides a
pupil profile according to the five scales.

Child Behavior Checklist. (CBC). One of the most

comprehensive assessment tools which provides diverse
views of a child’s problematic behavior has been the
Child Behavior Checklist (CBC) designed by Achenbach
and Edelbrock (1983). (Hops & Greenwood, 1988). The CBC
was originally developed for parents to identify social
competence and problem behavior. It was later modified
and made available in a teacher report form. (Hops &
Greenwood, 1988). The teacher’s report form contains
113 items and is standardized on children 4-16 years of
age. Data provided by teachers also contains a 97-item

Direct Obsecrvation Form. Specific factors of concern
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for age groups 6 - 16 include social withdrawal and
aggressiveness. For these age groups the subgroupings
known as internalizing and externalizing behavio:'s can
identify those children who may be at risk for further
assessment or referral to other professionals who are
involved with the child. The CBC has been found to
have excellent psychometric properties. (Kelley, 1985;
McConaughy, 1985; Mooney, 1984). The CBC has high
test-retest reliability and high agreement between
parents. There are also considerable normative data
available. The authors indicate that when combined
with related teacher forms, it provides an opportunity
to compare more than one kind of assessment and compare
ratings of both parents and teachers. 1In terms of
social skill intruction, the CBC provides a pupil
profile according to two behavioral areas: (a) eight
specific behavior scales and, (b) two subgroupings of
broad behavioral problems.

Two advantages of the WPBIC and the CBC are (a)
that they discriminate between boys and girls, allowing
for more problem behaviors among boys since this
appeaﬁs to be typical in the general population and,
(b) both instruments provide a pupil profile according
to their respective specific behavior scales enabling
the examiner to identify problem areas that might

receive further attention for both assessment and
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instruction. The CBC has a further advantage. In
addition to providing a prorile of eight behavioral
scales, it also provides a profile of two clinical
subgroups of behavior problems: (a) internalizing and,
(b) externalizing. Different behaviors and cognitions
have been found to be associated with each subgouping.
(Coie, Dodge & Coppotelli, 1982). Thus this added
profile improves the ability of the examiner to
identify specific behaviors that may be associatwd with
each subgroup and screen for those children who may
require added consideration during intervention to
promote success of treatment or referral for further
assessment,

Teacher Ratings

Teacher ratings are one of the most frequently
used assessment strategies for specific behavior
problems in the classroom. (Edelbrock, 1983; Hoge,
1983). Thesy are a cost efficient way of providing
initial screening and subsequent referral of student
for further evaluation of social interaction problems.
(Michelson & Wood, 1980). Teacher ratings have been
validated against behavioral observations as well as
sociometric data. (Gresham, 1981).

In a number of studies, teacher ratings,
behavioral observations and sociometric peer data have

been used to examine the relationship between peer
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rejection in school settings. Peer and teachers both
describe rejected children as disruptive, aggressive,
dependent, non-compliant and uncooperative. (Coie,
Dodge & Coppotelli, 1982). Naturally occurring
behavioral observations of rejected children in
playground settings during recess tend to support these
peer and teacher ratings. On the playground, rejected
children engaged in more behaviors such as shoving,
hitting and teasing than children of average, popular
or neglected status. (Dodge, Coie & Brakke, 1982; Ladd,
1983).

The value of teacher ratings depends upon the
opportunities that the teacher has had to actually
observe situations where the specified behaviors might
occur. (Gresham, 1981). Factors that might detract
from the value of the ratings include demand
characteristics, personal biases, expectancies,
operational understanding of the behavior to be rated,
response set and carelessness. (Michelson & Wood,
1980) .

The Teacher Skill Checklist. McGinnis and

Goldstein (1984) developed a teacher rating measure,
the Teacher Skill Checklist. This measure is a 60-item
checklist which is completed by the teacher who is
familar with a student’s behaviors in a variety of

situations. It requires the rater to respond to
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descriptions of the skills taught in a structured
learning skills program (McGinnis & Goldstein, 1984)
in terms of frequency of the use of the skill. Five
specific areas of social skills are tapped: (1)
classroom survival skills, (2) friegdship—making
skills, (3) skills for dealing with feelings, (4) skill
alternatives to aggression and, (5) skills for dealing
with stress. The rating scale provides an opportunity
for the rater to identify situations in which the skill
is particularly problematic. The student’s skill
behaviors can be rated and summarized, yielding a
numerical proficiency value for each skill and
pinpointing the particular situaticns associated with
difficulty in skill use.

Although teachers appear to be able to assess
their students’ behavior accurately, teacher ratings
should not be used as primary outcome measures.
(Gresham, 1981). Gresham (1984) cited in Cartledge and
Milburn (1986) suggests that these ratings provide a
measure of how the child is viewed by others, which is
one aspect of social validity.

Self-Reported Ratings

Self-report measures of children’s special social
behavior are not as frequently used as sociometrics,
teacher ratings, and direct observations due to the

potential for bias, social desirability and reading
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level difficulties. (Gresham & Elliott, 1989). Most
self-report instruments for children have been
modifications from scales originally developed for
adults. (Michelson & Wood (1980).

Michelson and Wood (1980) developed the Children’s
Assertive Behavior Scale (CABS), a 27 item
multiple-choice test designed to measure positive and
negative assertion in elementary age school children.
Although the scale shows some evidence of stability and
internal consistency, little data support its ability
to predict sociometric status, teacher ratings of
assertion, or naturalistically observed assertive
behaviors. 1In addition, the content validity of the
scale is questionable as it only measures assertive
behavior, a narrow aspect of children’s social skills.
(Gresham & Elliott, 1989). For children with reading
difficulties this measure can apppropriately be used as
a question list or schedule for a structured interview,
rather than as a self-report inventory. (McGinnis &
Goldstein, 1984).

The Student Skill Checklist. McGinnis and

Goldstein (1984) developed a self-report rating
measure, the Student Skill Checklist, which is a
60-item checklist designed to assess students’
perceptions of the skills they feel they need to learn.

The ch:cklist taps the same five specific dimensions of
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social skills as does the Teacher Skill Checklist
(McGinnis & Goldstein, 1984), such as classroom
survival skills, friendship-making skills, skills for
dealing with feelings, skill alternatives to aggression
and, skills for dealing with stress. No validity or
reliability data is available for this checklist.
McGinnis and Goldstein (1984) suggest that this
self-rating may contribute to students’ awareness of
the skills that might be taught to them through a
structered learning training program. The reading
difficulty level is reported at grade 3. However the
authors indicate that the checklist is lengthy and may
require several sessions with the student in order to
complete the entire list.

A wide range of asessment techniques designed to
identify specific problem behaviors were presented.
Behavior checklists and rating scales have certain
advantages. (Cartledge & Milburn, 1986). They are easy
to administer and analyze making it possible to use
copies of the same instrument to obtain responses from
several different information on the same child. For
example, one child could be rated by his parents,
teacher and school counselor. A comparison of the
several responses would aid in identifying the most
salient behaviors to address and to gain an

understanding of how the child’s behavior in one
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situation may be different from behavior in another
situation. Furthermore, it is necessary to assess both
the child’s knowledge of a behavior and whether he can
perform it in appropriate situations. (Cartledge &
Milburn, 1986).

Although the value of these instruments to
identify social problems appears to be well established
(Sprafkin, 1980) there are problems of validity and
reliability with most social skills ‘assessment tools.
(Hops & Greenwood, 1981). First, a major problem exits
with self-rating pencil and paper tests. These tests
must be used cautiously. (Hops & Greenwood, 1988).
Seif-report measures are subject to the influence of
social desirability issues. (Gresham & Elliott, 1989).
As well, validation is based on the student’s reading
ability, which accounts for low validity correlations
with other measures. Second, teacher ratings appear to
be less reliable than behavioral observations in
measuring change during and after treatment and to be
less able to target specific behaviors that are of
concern, However, solely relying on the use of one
set of data may lead to invalid conclusions of
effectiveness. (Oden § Asher, 1977). The accuracy of
assessment results ave increased by utilizing more than
one assessment tool (Gresham & Elliott, 1989; Michelson

& Wood, 1980) and reports from more than one person
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(Ollendick & Herson, 1984) in an attempt to gain
consensus among them. Specific behavioral assessment
data that examines the relationship among behavioral,
cognitive and environmental variables also requires
delivering effective training. (Maag, 1990} .
Social Validity Defined

Social validation refers to the social importance
and effective use of behavior, which is evaluated by
significant others in the child’s environment. Social
validation is a criterion for selecting specific
problem behaviors for social skills intervention and
evaluating treatment. (Cartledge & Milburn, 1986).
Agreement about what is regarded as acceptable social
behavior on the part of the target children needs to be
established among persons involved. (Cartledge &
Milburn, 1986). Gresham (1984) cited in Cartledge and
Milburn (1986) suggests that socially important
outcomes of social skill training for children might
include "acceptance in the peer group, a:ceptar.ce by
significant adults" (p.8).

In this study, social validity is operationally
defined by three measures: (1) the Child Behavior
Checklist measuring social competence and problem
behaviors (Achenbach & Edelbrock, 1983), (2) the
Teacher Skill Checklist, and (3) a self-report Student

Skill Checklist. (McGinnis & Goldstein, 1984).
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Social Skills Training with Children Experiencing
Learning Difficulties

The basic premise of social skills training with
students experiencing learning difficulties is that
these children frequently lack social competence and
experience significant problems in social situations.
(Curran, 1979, Gresham & Reschly, 1986). They are
disproportionately uninvolved (Lovitt, 1987) ignored
and rejected by peers (Bruininks, 1978; Osman, 1982)
and frequently face further rejection from parents and
teachers. Inadequate social competence with peers and
adults promotes frustration, lowered self-concept and
loneliness. (Lovitt, 1987). It may also pose problems
for the larger societal group. Children who have
problems interacting with others are more likely to
drop out of school, be involved in delinquent behaviors
and be at high risk regarding general social adjustment
later in life. (Cox & Gunn, 1980).

Although there are an tbundance of social skills
training programs available (Maag, 1920), few have been
specifically directed at children with learning
difficulties. (La Greca & Mesibov, 1979; Schumaker,
Pederson, Hazel & Meyen, 1983). Programs have been
developed for pre-school, elementary and adolescent
populations. These programs tend to be based on

theoretical models and typically use a multi-method
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training approach. (Barton, 1986; Goldstein, Sprafkin,
Gershaw & Klein, 1980; Stephens, 1980). Common methods
acceptable for classroom use involve presenting the
skill, identifying specific responses, modeling the
behavior and providing guided practice (e.gqg.,
coaching), feedback and opportunities to practice the
behavior in other settings with different people (e.q.,
generalization). (Cartledge, 1987; Cartledge & Milburn,
1983).

Social Skills Models

Instead of reflecting a conceptual model, social
skills training programs tend to reflect the
theoretical beliefs of their designers. Early programs
were based on a social skills deficits model and
emphasized behavior change. (Hymel, 1986; Michaelson,
Sugai, Oden & Asher, 1977; Wood, & Kazdin, 1983).

Later programs focused on a cognitive-behavioral hybrid
model emphasizing changes in both behavior and thought
processes. (McNeilly, & Yorke, 1990; Matson & Olendick,

1988; Meichenbaum, 1975, 1979; Oliva & La Greca, 1988).

Social Skillas hieficits

The social skill deficit model was based on the
assumption that children may exp«¢..ence social
rejection or be ignored due to a lack of skille
required to successfully interact with others. «My: L,

1986; Michaelson, Sugai, Wood, & Kazrlin, 1983).
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Children who are unable to successfully interact with
others are believed to be deficient in their ability to
behave in ways that enable them to elicit positive
behavior. Rejected or ignored children may not benefit
from peer interaction and support and may fail to
develop the knowledge and skills necessary to interact
successfully with peers. (Toro, Weissberg, Guare &
Liebensetin, 1990). Peers often act as teachers,
models and sources of reinforcement .and emotional
support, which in turn prompt the development of social
skills such as cooperation, negotation skills,
aggression control and communication skills. (Hartup,
1983) . Social skills training programs based on this
model emphasized behavioral change by teaching positive
interaction strategies. Programs based soley on the
social skills deficit model do not address the
distortions children may experience in their thinking.
(Meichenbaum, 1975).

Cognitive-Behavioral

Researchers using a cognitive-behavior social
skills model may adequately address these distortions
in children’s thinking. (Gresham, 1981). Children
with learning difficulties may be deficient in the
cognitive skills needed in order to understand the
reason or goal for a social situation. The focus of

this model is twofold: (a) to promote skill
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acquisition, and (b) to enhance skill performance
(Gresham, 1988) in the remediation of poor social
behavior. This approach emphasizes both cognitive
(e.g., thought processses) and behavioral methods.
(McNeilly & Yorke, 1990; Oliva & La Greca, 1988).
Several researchers found that rejected or ignored
children who were also experiencing learning
difficulties appeared to experience difficulty in
adjusting to the changing behavioral demands of a
social situation. (Richard & Dodge, 1982; Oliva & La
Greca, 1988). Oliva and La Greca (1988) found that
these children were less resourceful, exhibiting
difficulties in positive social behavior when their
first strategy was not successful. Similarly, Richard
and Dodge (1982) found that they exhibited fewer
alternatives to social problems than their popular
peers, exhibiting similar skills to those of younger
non-disabled children.

In an attempt to remediate these age appropriate
skill deficits, the assumption is that training in
self-regulation skills such as self-control and
self-talk can be tapped in ways to enhance positive
social interaction. Self-control skills are one of
the more highly emphasized of the cognitive methods.
(Matson & Olendick, 1988). These cognitive methods are

associated with the original work of Meichenbaum
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(1975), in which self-talk increases appropriate
behavior responses. Methods associated with the
cognitive behavioral approach include modeling,
rehearsal, cognitive instruction (Michelson & Wood,
1980, p. 269) and coaching. (Gresham, 1981).

Social Skills Methods

The majority of studies emphasizing training
social skills for children with learning difficulties
have utilized the following variety of methods. (La
Greca & Mesibov, 1979; Madden & Slavin, 1%83). Three
methods based on the social learning theory (Bandura,
1969, 1977) include manipulation of antecedents and
consequences and modeling. Further methods used
extensively for children with learning difficulties are
coaching and cognitive behavioral modification based on
the cognitive and behavioral approaches. (Gresham,
1981; Lovitt, 1987; McNeilly, & Yorke, 1990). Modeling
and coaching prepresent the major methods for enhancing
social skills. (Gresham, 1988).

Manipulation of Antecederts

Manipulating antecedent events in the disabled
child’s environment has been an effective social skills
training method. (Gresham, 1982). The rationale for
antecedent manipulation is based on the belief that
rejected or ignored disabled children have low rates of

positive social interaction and/or are poorly accepted.
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The typical procedure involves peers providing social
invitations to the target child. (e.g., "let’s play
ball"). These invitations provide the opportunity for
increased peer interaction. (Quilitch & Risley, 1973).

Manipulation of Consequences

Consequence manipulation has been frequently used
as a method for social skills training with disabled
student populations. (Gresham, 1%982). Three common
strategies successful in modifying behavior of children
with learning disabilities include contingent social
reinforcement (Gresham, 1982), token reinforcement
(Russo & Koegel, 1977), and group contingencies.
(Gamble & Strain, 1979; Nowacek, 1988). The general
procedure in contincent social reinforcement involves
having an adult praise the target child when
interacting or cooperating with peers. Token based
reinforcement procedures typically involved having an
adult administer points or tokens contingent upon
appropriate social behavior (e.g., sharing,
cooperation, positive interaction). (Russo & Keogel,
1977). Inappropriate behavior may be punished by
removal of tokens. Group contingencies refer to the
application of consequences for group behavior. (Gamble
& Strain, 1979). Reinforcement for the group is

contingent upon the behavior of the entire group.
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Modeling

Modeling is a frequently used method to remediate
social skills deficiis that refer to students not
having the sociai skill in their repertoire. (Gresham,
1988). Significant odeling effects do not occur
simply by exposing children with learning difficulties
to their non-disabled peers. (Nordquist, 1978).
Modeling is defined as learning by imitation. (Bandura,
Ross & Ross, 19¢1; Rosenthal, 1976) Researchers
indicate that disabled children experience limited
imitative repertoires (Nordquist, 1978). Recent
investigators indicate that imitation of peer models
may be increased through programming (Apolloni & Cooke,
1978) by utilizing either live (Cooke & Apolloni, 1976;
Kazdin, 1973; Strain, Shores & Kerr, 1976) or film
formats. Bandura (1977) believed that the cognitive
processes that facilitate modeling are identical
regardless of which procedure used. However, Gresham
(1981) indicated that children with limited imitative
repertoires may benefit more from live modeling. 1In
addition, modeling appears to be the most workable
technique in a school setting since videotaping
equipment and modeling films are not required.

(Gresham, 1982).
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Coaching is typically used to remediate social
skills defiéits that refer to the student not knowing a
particular step in the performance of a behavioral
sequence. (Gresham, 1988). Coaching is a direct
verbal instruction method that is comprised of three
steps: (a) presentation of the rules for behavior, (b)
behavior rehearsal, and (c) feedback on behavioral
performance. (Oden & Asher, 1977).

Cognitive-Behavioral Modification

One of the goals of cognitive behavioral
modification is to encourage the students to assume an
internal locus of control and take responsibility for
their own actions. This is accomplished by assisting
the student with effective problem-solving and
self-monitoring methods utilizing direct instruction.
(Lovitt, 1987; Schuler & Perez, 1988). These methods
can be used as aides for problems commonly exhibited by
children experiencing learning difficulties, such as
impulsivity, distractibility and haphazard responses.
(Meichenbaum, 1980).

A common self-monitoring method is to encourage
students learn to monitor their own behavior. They
should, if possible be consulted in selecting their own
interventions and encouraged to keep a record of the

behaviors learned. When students self-manage the
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acquisition or maintenance of behaviors, they are
becoming independent, learning to take on more
responsibility. Furthermore, when students
self-manage, they are more likely to generalize the
learned skills from one situation to another. (Cooper,
Heron & Heward, 1987).

The few available studies on children with
learning difficulties have employed a combination of
methods such as modeling, coaching (Gresham & Nagle,
1980) and behavior rehearsal with feedback and focused
on either friendship-making skills (Cooke & Apolloni,
1976; Strain, Shores & Kerr, 1976) or asertive
behavior. (Hazel, Schumaker, Sherman & Sheldon, 1982;
La Greca & Mesibov, 1981). Cooke and Apolloni (1976)
used a combination of live modeling, instructions and
praise to teach prosocial skills to four children
experiencing learning difficulties. Their finding
indicated that social skills generalized to the regular
classroom, to untrained children and were maintained at
a month follow-up. Since the modeling effects
transferred to children who were not the target of the
intervention, these researchers suggest that peers can
be used as models for students with learning
difficulties.

Strain, Shores and Kerr (1976) used a live

modeling procedure together with prompting an social
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reinforcement to increase positive social interaction
skills. As with the previous study, it was noted by
these researchers as in another (Kazdin, 1973) that
with modification of the target children’s behavior a
desirable behavior changed in non-reinforced peers.
Bandura (1971) refers to this phenomenum as "vicarious
reinforcement." Non-targeted children imitate the
behaviors they have seen being reinforced in others.
Gresham and Nagle (1980) found that coaching,
mocdeling or a combination of both were all equally
effective in improving sociometric acceptance and
observed rates of positive interaction. These
researchers used coaching sessions on target areas such
as game playing, friendship making and peer
interaction. These techniques involve children being
taught specific cues, concepts and rules of social
behavior. Then roleplaying or rehearsal opportunities
are provided with an adult or peer coach. Finally, the
child learning the social skills is provided with
performance feedback and suggestions. (Lovitt, 1987).
Several researchers performed extensive reviews of
those studies consisting of both cognitive and
behavioral methods. (Gresham, 1985; Schneider & By riis.
1985; Cartledge & Milburn, 1984). Gresham (1985)
reviewed 33 studies that and found that modeling and

coaching had the strongest base of empirical support
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when evaluated across seven dimensions. These
dimensions were listed as: subject characteristics,
treatment specification, approporiateness of
statistical analysis, experimental design, social
validity of outcome measures, generalization and
cost-effectiveness.

Schneider and Byrne (1985) reviewed 51 studies and
found consistent findings with reviews by Gresham
(1985) and Cartledge and Milburn (1984). The use of
cognitive methods alone were the least effective in
social skills training due to the emphasis on cognitive
changes. Their major disadvantage was the failure to
demonstrate changes on social validity outcome
measures, such as observed social behavior. (Gresham,
1985) .

Based on these reviews, a multi-method approach to
social skills training seems appropriate given the
abundance of programs and the often arbitrary
distinction between behavioral and cognitive models.
(Maag, 1990). Many cognitively-based strategies share
behavioral methods such as modeling, behavioral
rehearsal, role playing, instruction (Gresham, 1985)
and generalization. (Maag, 1990). Given the
importance of the use of several methods towards the
enhancement of social skills, researchers developed

multi-method programs. (Bryant & Budd, 1982 c.f.
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Barton, 1986; Cooke & Apolloni, 1976; Lacioni, 1982; La
Greca & Santogrossi, 1980).

Cooke and Apolloni (1976) developed a multi-method
program that involved a combination of instructions,
live modeling, coaching and praise. Four learning
disabled children were taught social skills during a 16
minute free play period at their home school. Prior to
this period, an adult instructed the children on why
they should engage in one of the four sccial behaviors
(e.g., smiling, sharing, positive physical contact or
praise) and subsequently model the behavior. During
free play, the children were prompted and praised by an
adult for exhibiting the appropriate prosocial
behavior. Once the target behavior increased in
frequency, a second behavior was trained. Rates of
smiling, sharing and positive physical contact were
effectively increased. The effects for smiling and
sharing generalized to three untrained children who
joined the group for a second 16 minute free play
period after the training session had ended. 1In
addition, gains in smiling, sharing and positive
physical contact maintained across 4 weeks of follow-up
observation.

In a similar study, Bryant and Budd (1982) cited
in Barton (1986) developed a multi-method approach that

involved pretraining only two children in a separate
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area away from the regular classroom. The adult
modelled correct and incorrect ways to share. Five out
of the six behaviorally disabled children who received
training exhibited large increases in sharing along
with a moderate decrease in negative social behaviors
(e.g., peer aggression).

Another multi-method training program that differs
from those previously reviewed was developed by La
Greca and Santogrossi (1980) to remediate the social
difficulties of 10 children with learning difficulties.
Their package focused on eight skills. Five of these
skills were prosocial such as: sharing, cooperation,
greeting others, extending invitations, smiling and
compliments. The students met as a group weekly af‘er
school for 90 minute sessions. During each group
session, the investigators focused on the training of
two of these skills. For each skill the children
viewed a 4 minute videotape of peer models. They then
discussed what the models were doing and how they might
use the behavior with peers in their daily acitivites.
The children rehearsed the model’s behavior with their
peers and received coaching suggestions from the group
leader. Before leaving the session, the children were
given a homework assignment to practice the newly
acquired behavior with peers during the week. At the

start of the next session, the homework was discussed.



61

La Greca and Santogrossi’s (1980) training program
increased the children’s skills during behavior
rehearsal, produced a greater verbal knowledge of how
to interact with peers and resulted in more social
interaction at school during recess, physical education
and club meetings. However, classroom prosocial
benavior did not increase.

In an attempt to facilitate prosocial behavior
through a multi-method training program, Lacioni (1982)
involved peers as change agents. Peer tutors
instructed isolated mentally disabled children to watch
the tutor model one of four behaviors, including
cooperation and positive verbalizations (e.g., That'’s
good, Thank you). A peer experimenter immediately
reinfored the peer tutor. The isolate child was
reinforced by the peer experimenter is an imitation
response was made within 5 to 15 seconds. A variety of
reinforcers were used including praise, food, books and
tokens.

In a series of three experiments Lacioni (1982)
demonstrated that fourth and fifth grade peers were
able to apply his training program successfully with
nine withdrawn mentally disabled children (8 to 12
years old). The results generalized from the training

room to play areas and maintained during a follow up
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phase conducted immediate at the end of the training
program.

Overall, these investigations suggest that
treatment methods were often effective for students
with learning difficulties in producing increases in
rates of positive social interaction, but treatment
generalization was not always evident. It appeared
that no single treatment method was able to promote
development of the complex social interaction skills
and alter environmental contingencies for these
children to maintain their remediated behaviors. A
multi-method training program apears to be desirable
for the facilitation of social skills behavior and
applicable to a wide range of types of children and
settings. Which program to select is dependent on the
student population and setting in which it will be
introduced.

Although the advantages of several methods has
been established for social skills intervention of
children experiencing learning difficulites, effective
treatment must consider motivation, promote
generalization of learned behaviors and provide a
follow up assessment. Effective treatment must also be
sensitive to the relationship that exits between the
student and the environment. (Gredler, 1992).

According to Bandura (1986, p. 23) "behavior,
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cognitive, and other personal factors and environmental
influences all operate interactively as determinants of
each other." Environmental influences on behavior are
mediated by internal thoughts.

Since motivation may have an effect on performing
behaviors, assessment of performance and treatment
should be done within a rewarding environment. To be
effective, a social skills program should enhance
motivation to interact successfully and enable students
to use tne skills. (Schumaker et al., 1983).

Generalization

Generalization refers to the occurrence of

relevant trained behaviors across different settings
and at different times. (Gresham, 1988). Efforts must
be made to program treatment generalization if children
are to use learned social skills appropriately in
varied settings. (La Greca, 1987). Stokes and Baer
{(1977) report that generalization does not
automatically occur, but needs to be planned and
programmed within the training process. Current
programs might involve parents more actively as
supporters of positive changes, thereby facilitating
generalization of social skills to home settings. (La

Greca, 1987).
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Follow-up Assessment

The follow-up assessment has several purposes.
(Hops & Greenwood, 1988). It can reveal the power of
the treatment to produce lasting gains over time. It
can also control for developmental changes, which is
critical in research with children. Treatment gains
must show to be more effective than simply
developmental growth. A disadvantage with long-term
follow up includes changes in classrooms, teachers and
peers, which makes analyses of the data more difficult.
(Greenwood, Walker & Hops, 1977).

Revelant Training Programs

The importance of the development of social
competencies with children who experience learning
difficulties has been emphasized. The growing
awareness of researchers of the need for a common
perspective in training programs has led them to focus
on cognitive-~-behavioral methods that promote the
successful outcome of intervention. Appropriate skill
programs for disabled elementary school-aged children
have been developed and have proven helpful for the
target population. (McGinnis & Goldstein, 1984).

The Walker social skills curriculum: The Accepts
Program (Walker, McConnell, Holmes, Todis, Walker &
Golden, 1983), was designed fos teaching classroom and

peer social skills. The authors indicate that the
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program has shown success with mildly and moderately
disabled children from kindergarten through grade six.
Behavi{oral management methods and direct instruction
provide the format for this program. The authors’
promote a directive approach to teaching social skills
which inclades: (a) defining the behavior to be taught,
(b) assessiing the level of competence exhibited by the
learner in order to determine levels of performance,
(c) texch the behaviors defined in assessment as
lacking, and (d) provide opportunities for practice and
generalization of behaviors to new situations. Program
methods include modeling, role playing and performance
feedback. Reinforcement strategies are provided
including information and materials for a contingency
point system. In the Accepts program, students can be
taught up to 28 social skills divided into five
categories: classroom skills, basic interaction skills,
getting along with others, making friends skills and
coping skills. The authors suggest that one skill is
taught and mastered daily. A daily session requires
approximately 45 minutes.

Structured Learning Training

The Structured learning training program (SLT)
(McGinnis & Goldstein, 1984) is a multi-method program
designed to promote the social competence of elementary

school-aged children. The authors claim that this
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program utilizing cognitive-behavioral methods has been
successful with a wide range of nondisabled and
disabled student populatiens. The authors report that
it is effective with children experiencing learning
difficulties. The premise of this preogram is that
social skills should be taught to children in schools
in a manner similar to the teaching of academic
competencies, using planned and systematic applied
cognitive-behavioral methods. (McGinnis & Goldstein,
1954) .

The SLT program incorporated both behavioral and
cognitive methods. It emphasized social-learning
methods of manipulation of antecedents and
consequences. Cognitive-behavioral methods such as
modeling, role playing and coaching were also
incorporated. A brief performance feedback period
followed each role play and the program promoted the
transfer of training. Lastly, the SLT program
encouraged the enhancement of student motivation.

In the SLT program, one of the major methods used
to manipulate antecedents was to assign classmates to
interact with the target student. A major technique
designed to manipulate consequences included the use
of: (a) adult praise as the role~-played behavior became
more and more like that of the model, (b) social

reinforcement by peers and family members, (c) token
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reinforcements for a weekly prize, and (d) group
reinforcement contingent upon the behavior of the
entire grou?. Gair.ing support from parents and family
members was designed to promote transfer of training
and generalization of skills to other situations. For
example, the use of homework assignments enhanced
application of skills to real life settings. (McGinnis
& Goldstein, 1984).

The SLT program promoted enhanced student
motivation: (a) by encouraging the facilitator to hold
the sessions in a special place where students do not
feel threatened by the environment or professionals in
attendance, (b) by scheduling sessions to prevent
participating students from missing out of an activity
or class that they enjoy and, (c¢) when students feel
that they need to learn the skills presented. (McGinnis
& Goldstein, 1984).

The SLT program accommodated several social skills
deficits and learning characteristics of the target
population. It also promotes training in a variety of
situations with different people. The program relates
the skills taught to three different situations
(school, home and peer group) by utilizing illustrative
notes for discussion provided for each skill taught.

The SLT was directed at five broad areas of

skills. Students can be taught up to 60 social skills
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from these five skills areas: (1) classroom survival
skills (e.g., listening, following instructions), (2)
friendship (e.g., joining in, sharing), (3) dealing
with feelings skills (e.g., knowing your feelings,
recognizing another’s feelings), (4) skill alternatjves
to aggression (e.g., problem solving), (5) dealing with
stress skills (e.g., reacting to failure, relaxing).
(McGinnis & Goldstein, 1984). To develop these
skills, the SLT incorporated both worksheets and live
modeling demonstrations to provide an awareness of the
concepts. This was accomplished by asking the student
to read and answer the statements concerning the
content or watch a model illustrate the skills. 1In
addition, group discussions were used to promote
awareness and practice of various skills.

The SLT program was designed to accommodate a
number of learner characteristics, including poor
reading and writing. The materials written at a third
grade reading level, require minimal writing. The
materials were interesting and avoided unnessary detail
(e.g., skills training broken into small steps).
Presentation of the skills was flexible. The skill
curriculum gave the instructor guidelines on how to
instruct students through structured learning. 1In
addition, structured activities were provided for all

skills.
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Investigators found that skill acquisition occurs
in well over 90% of SLT trainees. Across diverse
populations, problems and setting, trainees
demonstrated a 50% rate of skill transfer to new social
settings. (Johnson, Jason & Betts, 1990).

Conclusion

Differing approaches to the definitions,
assessment and training of social competence and social
skills were discussed and the results of training
given. The conclusions derived from this literature
review can be summarized as follows: the major problem
remains a definitional one. Definitions are proposed
that are consistent with the theoretical view of the
authors. If constructs cannot be defined clearly,
assessment becomes difficult. The positions regarding
definition, assessment and programs are polarized into
multi-facet approaches: (a) multi-component definitions
of social competence and social skills, (b)
multi-purpose goal orientated assessment, and (c)
multi-method treatment programs. The consensus appears
to be that the multi-facet approaches are the most
germane and reflect a more inclusive, humane,
developmental and remedial perspective. Multi-purpose
assessment provides the functional basis by which
treatment goals and methods could be matched with

specific needs of the student while providing a means
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to systematically evaluate whether these needs were
being met.

In this study the relationship between a structured
learning social skills traimning program and student’s
level of self-efficacy and social behaviors was
researched. Based on this review of the current
research literature, the present study employed
multi-facet approaches to assessment and treatment of
social skills with a student population experiencing
learning difficulties, Three scales were included in
the assessment procedures: (a) a self-rating scale
(Wheeler & Ladd, 1982), (b) a parent rating scale
(Achenbach & Edelrock, 1983), and (c) a teacher
checklist. (McGinnis & Goldstein, 1984). The Child
Behavior Checklist (CBC) designed by Achenbach and
Edelrock (1983) was an instrument chosen for use in
this study to measure three of the dependent variables:
(1) social competence, (2) specific behavior problems
and, (3) subgroupings of internalizing and
externalizing behavior problems. There have been
several researchers who have used this instrument.
Their f£indings are presented in the next section.
Specific descriptions of other instruments used in this
study and their implications are presented in the

following chapter.
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CHAPTER III
METHOD

Social skills programs have been conducted
extensively since the mid 1970’s. Program methodology
tends to reflect the author’s theoretical beliefs. The
training program used as an intervention for this study
was based on a multi-method approach, which utilized
behavioral, cognitive and experiential techniques to
effect behavior changes. The questions with which the
present research was concerned related to the behavior,
social competence and self-efficacy of an elementary
student population receiving resource room assistance
for learning difficulties following such a training
program. In this chapter the design of the study, a
description of the sample, recruitment of participants,
its instrumentation and procedures are presented. The
methods for analysis of the data, delimitations,
limitations and hypotheses form the conclusion of the
chapter.

Design

The present study was based on a pre/post design.
It was expected that questions would be answered
concerning the efficacy of a psychoeducational
behavioral fcocused social skills training program for
elementary school-aged students experiencing learning

difficulties in reading skills. The Structured



Learning training program (SLT) served as the
independent variable and students’ self-efficacy
scores, students’ behavior scores as rated by teachers
and students’ social behavior scores as rated by
parents comprised the dependent variables.
Subjects

The subjects for the study were 12 elementary
school-aged children in grades four through six. One
resource room class from one school within the Edmonton
Fublic school system participated in the study. &All
subjects had been identified prior to the study as
students with learning difficulties who were receiving
daily resource room assistance in reading skills.
Results from cognitive ability and achievement tests
adminstered to students prior to the study confirmed
that all twelve students met the defined requirements
of average ability and delay of 1 1/2 to 2 years in
reading achievement. WISC-R full scale intelligence
scores in the student sample ranged between 80 (low
average) and 103 (average). The mean WISC-R full scale
score in the student sample was 90 (average). Rll of
the students in the study spoke English as a first
language. No student had any known sensory, organic,
or neurological disability which interfered with
learning. Eight students were male and four were

female with ages ranging from 10 to 12 years with a
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mean of 10.8 years. Three studmnts were in grade 4,
seven in grade 5 and two were .in grade 6. Eight
students had repeated a previous grade level.

The research project began after the Ethics Review
Committee of the Department of Educational Psychology
University of Alberta and the central administration of
the Edmonton Public School District reviewed a written
proposal and gave permission for the project to
proceed. (See Rpperdix A and B). The criterion used
for approaching a school for this study was that
students in an resource room program were integrated in
grades 4, 5 and 6 regular classrooms for part of the
day. The Principal of one school in the Edmonton
schooul district who was identified in the proposal was
then contacted personally by the investigator and the
proposal discussed. The Principal gave permission for
the training program to be conducted in the school and
asked the investigator to contact the school
counsellor.

Following this, the school counsellor was
contacted by the investigator and the proposal was
explained. The school counsellor gave permission for
the project and introduced the investigator to the
resource room teacher. The proposal was explained to
the resource room teacher and identification criteria

discussed. All professionals were given the option of
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not participating but all chose to participate. Both
the school counsellor and resource room teacher agreed
to select only one class of 12 resource room students
for participation in the study. These students were
previously identified by school based personnel as
experiencing significant learning difficulties in
reading achievement.

A similar procedure was followed for gathering
parental consent for this group of 12 students. Once
the potential subjects were identified by the school
counsellor and resource rcoom teacher the investigator
was introduced tc the group of students and letters of
information and permission were then sent home with all
twelve students. (See Appendices C and D). The letters
described the purpose, usefulness, expected benefits of
the study, the methods, time required, and
confidentiality of the project. Parent(s) or
guardian(s) were required to give written consent for
their child to participate and for the investigator to
access confidential student records. Phone calls were
also made to each of the 12 parents by the investigator
in order to answer any possible questioms about the
study and to request information regarding their
child’s social competence behavior for the Child
Behavior Checklist (CBC). For each parent, questions

about the study and information gathered for the



75

questionnaire was completed in one session which lasted
approximately 30 minutes. Data were gathered from the
parents of all twelve students in January, 1992. Of
these parents, all gave permission for their children
to participate in the study. The final sample
consisted of twelve students who received written
parental permission to participate in the study.

All twelve students attending the targeted
resource room class were selected by the procedure
described above. Of these students, all questionnaire
responses were used in the analysis since all
questionnaires were fully completed. The students were
not randomly assigned to treatment groups. It was
possible to hold only one social skills training
program with this group. All twelve students within
the resource room were chosen for the same training
program and time period based on the following
criteria: (1) alternative classroom space was not
available within the school and, (2) disruption of
regular c’assroom activities was to be kept to a
minimum time period and number of sessions.

Research Instruments

The variables of concern in the present study,
social behavior, social competence and social
self-efficacy, were assessed by a total of four

instruments. The four instruments used were the
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Student and Teacher Skill Checklists (McGinnis &
Goldstein, 1984), the Children’s Self-Efficacy for Peer
Interaction Scale (CSPI) (Wheeler & Ladd, 1982) and the
Child Behavior Checklist (CBC). (Achenback & Edelbrock,
1983). (See Appendices E, F, G and H). The Student and
Teacher Skill Checklists were used as indicators of
individual social behaviors providing a profile of the
class as a whole. The profile enabled :he examiner the
option of selecting as social behavior skills those
that several class members showed a need. The CSPI was
used to measure the level of self-efficacy. From the
CBC teacher report form, nine sub-scale scores were
obtained as a measures of total social behavior. Five
sub-scales scores used in the study to identify
students differing in internalizing and externalizing
social behaviors were anxious, social withdrawal,
inattentive, nervous-overactive and aggressive. From
the CBC parent checklist, the social sub-scale score
was obtained as a measure of social competence.

The Student and Teacher Skill Checklists were
developed as selection and grouping instruments by
Ellen McGinnis and Arnnld P. Goldstein (1984). They
were designed to assist teachers in identifying
student’s skill strengths and weaknesses in order to
assign them to specific groups for instruction and to

evaluate each student’s progress through the training



77

program. The goal of these checklists was to tailor a
program that would meet the needs of individual
students.

The Student and Teacher Skill Checklists contain 60
prosocial skills which are grouped into five skills
areas: (1) classroom survival, (2) friendship-making,
(3) skills for dealing with feelings, (4) skill
alternatives to aggression, and (5) skills for dealing
with stress.

All 60 items are rated as skill behaviors. There
are 13 items on the classroom survival area, 12 items
on the friendship-making skills area, 10 items on the
skills for dealing with feelings area, 9 items on the
skill alternative to aggression, and 16 items on the
skills for dealing with stress area. The format
involves a 5 point rating system to distinguish between
almost never and almost always good usage of skills.
This program, which was defined in Chapter Two, has no
reported reliability or validity data. The authors
(McGinnis & Goldstein, 1984) report that the skills
presented are those believed to be related to a
student’s social competence and likely to provide
effective performance and personal satisfaction for
participating students.

The Children’s Self-Efficacy for Peer Interaction

Scale (Wheeler & Ladd, 1982) is a sociometric



78

instrument designed to measure elementary school-aged
student’s perceptions of their ability to enact
positive soéial skills in specific situations with
peers. Sociometrics have not traditionally been
considered behavioral assessment devices, but
increasing numbers of social skills programs are
utilizing their value as selection, outcome and social
validation measures. (Asher & Hymel, 1981; Oden &
Asher, 1977). Wheeler anc Ladd (1982) propocsed that
self-perceptions of one’s social behavior would ke an
important contribution to understanding self-concept as
well as the relationcship between self-views &nd social
behavior.

Each item on the CSPI consists of a statement
describing a common social situation. This statement
is followed by an incomplete statement requiring the
student to rate his/her ability to express the verbal
skill required. Verbal skills are the main focous of
the CSPI as the ability to influence the behavior and
feelings of others in socially acceptable ways is
considered to be an important aspect of social
competence. (Ladd, 1981).

Of the 22 items on the instrument, 12 items
express conflict situations whereas 10 items express
non-conflict situations. For each item the student

circles one of four possible responses as follows:
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1. HARD! 2. Hard 3. Easy 4. EASY! Each item is read
aloud by the researcher in order to reduce the
potential confounding of reading ability. Response
ratings are totalled for a self-efficacy score for each
student. Total scores range from a low of 22 to a high
of 88. Administration of the CSPI to each student
takes approximately 15 minutes.

Wheeler and Ladd (1982) report adequate internal
consistency and stability. Overall, all 22 items were
positively and significantly correlated with the total
score (p < .05) with correlations ranging from .2€ to
.61 with a median of .43. These finding support the
assumption that each item taps the construct of
self-efficacy. Correlations between the conflict items
and the total conflict score ranged from .33 to .68
with a median of .50. Correlations between the
nonconflict items and the nonconflict total score
ranged from .23 to .54 with a median of .40. The
correlations between the conflict and non-conflict
total scores was .46 indicating that these two clusters
of items comprise separate but related components in
the scale.

Test-retest reliability of the CSPI over a two
week period was .90 for boys and .80 for girls. These
data indicate that student’s perceptions of social

self-efficacy are relatively stable. The obtained
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validity coefficients were statistically significant.
However, reported validity evidence is weaker for the
conflict component than for the non-conflict component .
That is, children appear to see themselves as more
influential in verbal persuasive skills in non-conflict
situations. As additional evidence of the scale’s
validity, positive correlations were found between the
CSPI, the Teacher Rating of Social Efficacy and Peer
Nomination sociometric measures.

The Child Behavior Checklist (CBC) was developed
by Achenbach and Edelbrock (1983) to record in a
standardized format the behavior problems and social
competencies of children aged 4-16, as reported by
their teachers or parents. Teacher reports can be
obtained across 11 problem behavior scales assessing
both internalizing and externalizing types of
difficulties. Whereas, parent reports of social
competence can be obtained across three domains
{activity, social and school).

The CBC was designed to measure a wide range of
potential problems and to compare patterns of problems
for each gender within different age ranges. CBC
ratings can be used to compute normalized T-scores,
through which mean scores of the sample of children
experiencing learning difficulties are compared (via

t-tests) to mean scores of Achenbach and Edelbrock’s
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(1983) normative samples: those of normal and
clinically referred children. The researchers
generated a taxonomy of problematic situations that
were believed to lead to conflicts for elementary
school-aged children.

The instrument consists of 113 items made up of
eight subscales. The subscales are anxious, social
withdrawal, depressed, unpopular, self-destructive,
inattentive, nervous overactive and aggressive. The
instrument when completed yields total scores for the
113 items and for two interpersonal styles,
internalizing (e.g, social withdrawal) and
externalizing (e.g., aggressive) types of difficulties.
As well, the CBC yields a score for each of the eight
subscales. Each item on the CBC consists of a
statement that describes a problematic situation. The
recorder is required to evaluate the frequency of the
event for each student observed currently or within the
past two months.

In this study, teachers were asked to complete the
113 item Child Behavior Checklist (CBC) for each
student in the study, whereas parents were asked to
complete only the 20 social competence items. The
teacher was asked to rate a description of the student
currently or within the last two months on a 3 point

scale. The scale was as follows: O (not true as far as



you know), 1 (somewhat or sometimes true), 3 (very true
or often true). Parents were asked to provide
information for 20 social competence items to obtain
reports of the amount and quality of their child’s
participation in sports, hobbies, games, activities,
organizations, Jjobs and chores, friendships; how well
their child gets along with others and plays and works
by himself/herself; and school performance. It took
the teacher and each parent approximately 15 minutes to
rate each student.

The CBC has been well validated as a measure of
social competence and problem behavior and is one of
few scales that provides an empirically derived
topology of behavior profile types. (Achenbach, 1982;
McConaughy, 1985; Ritter, 1989). Furthermore, teacher
and parent ratings have been shown to be reliable,
valid and useful methods for assessing children’s
social behavior. (Gresham & Elliott, 1984). Teacher
ratings have been validated against behavioral
observations and appear to be more accurate indicators
of children’s social behavior than was previously
believed. (Greenwood, Walker & Hops, 1977). Bolstad
and Johnson (1977) examined the relationship between
the description teachers gave of their students and the

student’s actual behavior. A high degree o~
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correlation was found between the teacher’s ratings and
behavioral observational data.

Achenbach and Edelbrock (1983) report high
test-retest reliability of item scores, scale scores,
total problem and competence scores. For individual
items, intraclass correlations were computed between
item scores. Information was obtained from mothers
completing the CBC at one-week intervals, mothers and
fathers filling out the CBC and three different
interviewers obtaining information from parents. The
correlations were all were +.90. For scale scores and
total problem and competence scores, the median Pearson
product moment correlations for l-week test-retest
reliability of mother’s ratings was .89. The median
Pearson correlation between mother’s and father’s
ratings was adequate at .66. Of these 110 mother and
father rating correlations, 94 were statistically
significant at p =.05 or better.

Research Procedures

Data Collection

The Student Skill Checklist and The Children’s
Self-Efficacy for Peer Interaction Scale (CSPI) were
administered to each child individually in a quiet room
during school time in the home school. The Teacher
Skill Checklist and the Child Behavior Checklist

(CBC) -Teacher’s Report Form were distributed to the
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resource room teacher to rate each child. The Child
Behavior Checklist (CBC)-Parent rating form was
introduced fo each parent during a personal telephone
interview.

The Student Skill Checklist and CSPI questionnaires
were completed by subjects prior to their treatment,
serving as a pretest and after treatment providing a
posttest. The subjects filled out the Student Skill
Checklist and CSPI in one interview session and lasted
approximately 30 minutes per child. The Teacher Skill
Checklist and the CBC-Teacher’s Report Form ratings
were completed by the resource room teacher prior to
treatment and after treatment. These ratings took the
resource room teacher spproximately 30 minutes per
child. The CBC-Parent ratings were completed by the
same parent prior to treatment and after treatment.
The parent completed these ratings during one personal
telephone interview which took each parent
approximately 10 minutes per child. This time does not
include the training program which was completed on
four separate occasions over a period of one month,
after the administration of the pre-test questionnaires
with students, parents and resource room teacher.

For each child, the order of the presentation of
the questionnaires remained the same. The Student

Skill Checklist was administered first followed by the
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Children’s Self-Efficacy for Peer Interaction Scale
(CSPI). Individual testing was done two times by the
researcher; in early January, 1992 and end of February
1992, Follow up post-test observation was done in late
March, 1992. Guidelines suggested by the test makers
for administering the tests were strictly followed.

All instructions and questions were read aloud to
ensure that students would not be unduly handicapped
during testing due to reading difficulties. All
students completed both questionnaires.

Similar introductions in the interview session
with each child were given by the examiner. The
examiner indicated in a general way the reason for the
questionnaires a..d what the student was expected to do.
Students were reassured that the questionnaires were
not tests, the answers they give would be confidential
and their answers would not be entered into their
school record. Students were asked not to compare
their answers with classmates after the session.

Specifically, when introducing the Student Skill
Checklist and the CSPI each student was told the
folloWing, "I am interested in some information about
the class. I would like to ask you about how well you
do something. You will let me know by marking your
choices down on the papers I will give you. You can be

honest, because I will not show anyone else in the
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class your answers. I will be the only one to see
them."

Each student received a Student Skill Checklist
that lists 60 questions designed to assess the
student’s perceptions of the social skills they feel
they need to learn. The numbers 1 - 5 were printed next
to each question. To explain the use and meaning of
the 5 point scales examples of food were used. For
example, the student was asked, "How much do you eat
chocolate ice-cream? Almost never, seldom, sometimes,
often, almost always?" The researcher also gave
examples by drawing happy faces to denote the numbers
from 1-5. For example, a very happy face meant almost
always, whereas a neutral happy face denoted sometimes.
Each student was then invited to circle the number that
best represented how well they do something.

For completing the Children’s Self-Efficacy for
Peer Interaction Scale (CSPI) the meaning of each
rating was explained to each student. Examples of
schoolwork were used. For example, math is "HARD!
Hard Easy or EASY!"™ for me to do. The researcher
also gave examples by drawing happy faces to denote the
numbers from 1-4. For example, a very happy face meant
EASY!, whereas a very sad face denoted HARD! Each
statement was read aloud in order to reduce the

potential confound of reading ability. The student was
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instructed "as each question is read, you must decide
on which of the four choices best describes you, then
circle 1, 2, 3 or 4 on the sheet infront of you."

For administering the Teacher Skill and Child
Behavior Checklists, (CBC) the resource room teacher
involved in the study was given the following
directions: "I am trying to identify the kinds of
situations that are most likely to cause problems for
these students. For each situation, please indicate
how best it describes the student now or within the
past two months. Circle a number for that statement
which descibes the behavior you have observed."

In other words, how much of a problem is this situation
for this childa?"

The teacher was given the Teacher Skill Checklist
and Child Behavior questionnaires containing
information pertaining to the ratings and the meanings
of each. Examples were given verbally for each
questionnaire to the teacher involved.

The statement given verbally for the Teacher Skill
Checklist was, "Does the student know how to say that
“he/she disagrees in acceptable ways?" The teacher was
told that if the student was almost always good at
using this skill then circle a number 5. If the
student is often good at using the skill then circle

the number 4. If the student is sometimes good then
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circle 3. However, if the student is seldom good at
using the skill then circle 2 and if the child is
almost never good at using the skill then circle 1.
The statement given verbally for the Child Behavior
Checklist was, "lying or cheating." The teacher was
told that if lying or cheating was a problem situation
for this student then circle the number 2. If the
statement is somewhat or sometimes true, then circle 1.
However, if the statement is not true, as far as the
teacher knows, then circle 0. The teacher was told
that the researcher was interested in how frequently
the situation occurs and to please answer all items.

For administering the Child Behavior
Checklist-Parent report form, the parent involved in
the study was given the following directions: "I am
trying to identify in a general sense, the kinds of
social activities that are most likely to cause
problems for your child. For each situation, please
indicate how best it describes your child now or
within the past two months. A number is circled for
that statement which best descibes the participation of
the activity you have observed. 1In other words, how
active is your child in sports/nonsports, social or
school activities?"

Each parent was verbally provided with information

pertaining to the CBC social ¢ompetence ratings and the
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meanings of each. Examples were given for each
activity to the parent involved. The statement given
for sports activities was, "please list the sports your
child most likes to take part in. For example,
swimming, baseball, skating, skate boarding, bike
riding, fishing, etc. " The parent was asked to
compare with other children of the same age and
indicate whether their child spent average, more than
average or less than average time in each activity. The
parent was also asked to compare with other children of
the same age and indicate how well their child does
each of these activities. However, if the parent did
not know or could not compare their child with other
children, then the investigator circled "don’t know."
The parent was told that the researcher was interested
in how often the child partakes in these activities and
to please answer &ll items.
Treatment Procedures

The Structured lLearning social skills program was
held in a four week session conducted from the end of
January to the end of February, 1992. The complete
session was taught by the researcher, a parent of two
elementary aged boys, who had no prior formal teacher
training. However, as a child, the researcher had
experienced learning and social skill difficulties

during elementary school. Prior to the commencement
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of the social skills program the researcher discussed
the program and the reasons that the students were
selected, both with the students individually and with
their parents, by telephone. The program was held in
the morning after recess, once per week for 50 minutes
during the students’ regularly scheduled math period.
The group met in it’s resource room classroom. An
overhead projector, blackboard and chalk were in the
classroom for use throughout the program. A video
camera was not available for any part of the program.
All lessons were held in the same classroom. The
program content and methods have been reviewed in
chapter two.

There were five basic treatment procedures used in
the Structured Learning program: social skills
tutoring, self report homework assignment, parent
support system, group praise and weekly token
reinforcement system. Although the researcher assumed
overall responsibility for the treatment program, the
resource room teacher was highly involved in the latter
procedure. The entire program was carried éut once per
week, for 50 minutes over a four week period. Only the
researcher was involved with the students during each
weekly session. All five components were carried out
for the full four week program. The treatment

procedures were provided according to a detailed
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Structured Learning transcript provided in

Skillstreaming the Elementary School Child: A guide for

teaching prosocial skills. (McGinnis & Goldstein,

1984) .

The social skills tutoring component of the
Structured Learning Program was based on a behavioral
and cognitive model. It involved coaching procedures
studied by Oden and Asher (1977). Social skills
tutoring inciuded step by step instructions, behavioral
researsal and feedback involving the researcher and the
target children in a structured classroom setting. The
four weekly sessions included lessons in dealing with
anger and relaxation, listening and following
instructions, beginning and ending a conversation,
knowing feelings and contributing to classroom
discussions. (See Appendix I). Specific responses were
practiced individually and in pairs until proficiency
appeared adequate. 1In addition this treatment
component involved the experimenter prompting and
positively reinforcing target behaviors learned in
previous lessons.

The homework report was also the researcher’s sole
responsibility. (See Appendix J). It involved
providing subjects’ with an overhead reproduction of
the basic steps of each skill tutored and assisting

them with any difficulties in copying. It provided the
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basis for awarding the child’s effort on the weekly
bulletin prepared for parents. (See Appendix K). Each
child was asked by the examiner to copy the basic steps
of one skill on a homework report and encouraged to
practice the skill at home with a family member.
Subjects were asked to indicgte on the report how well,
by circling a happy face, they perceived the the skill
was practiced.

The parent support system was also the
researcher’s sole responsbility. The researcher
completed a weekly parent bulletin for each child which
provided an opportunity to praise the student and keep
parents informed of their child’s progress in the
sncial skills program. (See Appendix K). As mentioned
in chapter two, gaining support from parents and family
members was designed to promote transfer of training
and generalization of skills to other situations.

The researcher also completed a weekly group
praise report for the students which promoted a great
team effort. (See bottom of Appendix K). As a further
attempt to promote group praise and transfer of
training to other situations, each student was awarded
a certificate of achievement at the completion of the
social ski3" ' “raining program. (See Appendix L).

The -+¥ tcken reinforcement system was a joint

responsinility involving both the resource room teacher
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and the researcher. Subjects received tokens for
exhibiting appropriate classroom behavicr during social
skills tutoring lessons. All tokens awarded were
identified by the name of the subject and placed inside
a sealed container. At the end of each week, a prize
provided by the resource room teacher was awarded to
one student. This component also provided an
opportunity for the resource room teacher to socially
reinforce the recently tutored positive social
behaviors.

Hypotheses

Hypothesis 1

There will be no significant change in p.~blem
behavior scores on the Child Behavior Checklist
(CBC) -Teacher Report Form for all students following
the training program.

Hypothesis 2

There will not be a significant effect of
treatment in social competence scores on the Child
Behavior Checklist (CBC)-Parent Form for all students
following the training program.

Hypothesis 3

There will be no significant change ir level of
self-efficacy for all students as measured on the
Children’s Self-Efficacy for Peer Interaction Scale

(CSPI).
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Data Analysns

To determine the effect of the intervention
program in this pre/post design, analysis of data was
done in ways that were appropriate to the research
question being asked. The data were examined in terms
of group means to see if the results were overall more
positive, neutral or negative.

As gendnr was a variable of focus, t-tests were
performed on means of behavior and self-efficacy
measures to determine which factors or combination of
factors significantly affected the success of the
program.

Delimitations

The major delimitation of the study was that the

researcher investigated a very specific sample of
students from Grades 4, 5 and 6 in one elementary
school within the City of Edmonton. These students
receiven daily resource room assistance for learning
difficulties in reading achievement.

Limitations

One limitation of this research is that the
generalizability of the results may be apppropriate
only for students in grades four, five and six who come
from families in the lower to middle socio-economic

levels. Also, developmental changes in social skills
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strategies of these students may be unclear due to the
restricted age range.

The findings may be influenced by the
facilitator’s motivation. If the facilitator was
concerned about how she was doing in the facilitator
role, the findings could be effected by a facilitator
who was highly motivated to assist these students to do
well,

The present study was also limited by the use of a
questionnaire (CSPI), which has not been empirically
researched. Although use of this measure served to
investigate the outcome of the Structured Learning
program, the results of the present research must be
considered terntative. Future studies that correlate
the outcome of the Structured Training program with
more psychometrically sound tests may provide more
conclusive evidence of the relationship between social
skills training and self perception of effectiveness.

Research on procedures used to examine children’s
popularity with peers has shown that both negative and
positive peer nominations and ratings are valuable in
identifying the sociometric classification of children.
For example, asking children who they like to play or
work with the most and who they like the least allows
for the discrimination between the neglected and

rejected student. (Lazarus & Weinstock, 1984). However,
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due to ethical considerations, neither peer nominations
nor ratings were used in the present study. This
investigation focussed on popularity in a broad sense
and using only the CBC-parent rating of social
competence and the CSPI self-rating of self perception
of effectiveness in social situations was deemed
appropriate.

A further limitation involves the lack of a
control group in the present study. It is difficult to
know whether the changes noted are as a result of the

training program or would have occurred anyway.
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CHAPTER IV
RESULTS
Introduction
The data analysis is divided into two sections.

First, student demographics by gender, age and grade
are presented comparing subgroup of behavior type as
profiled by the Child Behavior Checklist-Teacher Report
(CBC) . Second, to determine the significance of
differences between pre- and post-treatment measures,
data from the teacher report measure of child behavior
difficulties (CBC), the parent report measure of social
competence (CBC), and the self-repcort measure of
self-efficacy (CSPI) were analyzed using t-tests. This
was accomplished by means of the Statistical Package
for the Social Sciences (SPSSX) computer program
(1983). In oxder to compare the mean scores of the
grade 4 to 6 school aged males and females within the
sample the scores were changed to T-scores, using the

CBC age and gender specific norms.

Student Demographics
The sample, as displayed in Table 1, consisted of
12 grade four to six students inclusive. Two of these
students exhibited normal range behavior, whereas eight
were identified as expressing behavior within a

clinical range in a clearly defined behavior type.
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Sixty-seven percent of the total sample were male.
However, in the sub sample identified within the
internalizing behavior type, the number of males
compared to the number of females was double. In the
sub sample type identified as externalizing, no females
were reported. The majority of the students in the
total sample were in grade five. Seventy-five percent

of the students were between the ages of 10 and 11.
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Table 1
School Sample Distribution Between
Males and Females, Age and Grade by

the Child Behavior Profile-Teacher Report (CBC)

Sample N Type I Type E Type U Type
(n=12) (n=2) (n=6) (n=2) (n=2)
M F M F M F M ¥ M F
M 8 4 2 2
F 4 2 2

Age Distribution

9 1 1
10 2 2 1 2 1
11 5 3 2
12 1 1 1 X

Grade Distribution

4 3 1 2
5 7 4 1 2
6 1 1 1 1
M = male
F = female
N = Normal Behavior Type
I = Internalizing Behavior Type, Clinical Range
E = Externalizing Behavior Type, Clinical Range
U = Undetermined Behavior Type, Clinical Range
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Hypothesis 1

A paired t-test was used to analyze the data from
all participating students (pre- versus post-social
behavior treatment T-scores). A summary of the
descriptive statistics is presented in Table 2. No
significant difference was found between pre- and
post-treatment observations. This suggests that
treatment was without effect. The intervention did not
have a significant effect in changing overall behavior
problems for students following the training program.
The difference in sample means (pre- and
post-treatment) results only from chance.

Although the intervention results were not
statistically significant, it is interesting to note
that the mean T-score for particants remained outside
of the normal range (55 - 70), suggesting an excess or
clinical range of behavioral difficulties when compared

with the norming group. (Achenbach & Edelbrock, 1983).
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Table 2
Means, Standard Deviations and Significance of
Differences Between Pre-Treatment and
Post~Treatment

Rates of Social Behavior

Variable N Mean SD t-value Prob.
two-tail

SB Tl 73.08 9.29

12 2.03 .067
SB T2 72.08 8.52
SB = Social Behavior
Tl = Pre-Test
T2 = Post-Test

Hypothesis 2
A paired measures t-test was used to determine the
effect of social competence following intervention
(pre- versus post-treatment T-scores). A summary is
provided in Table 3. A significant difference was
found. This suggests that treatment had a significant
effect in increasing social competence for students

following the training program.
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Table 3
Means, Standard Deviations and Significance of
Differences Between Pre-Treatment and
Post-Treatment

Rates of Social Competence

Variable N Mean SD t-value Prob.
two-tail
SC T1 36.92 11.77
12 -3.36 .006*
SC T2 39,67 10.48
SC = Social Competence
Tl = Pré=Test
T2 = Post-Test
*p < ,05

Hypothesis 3
A paired measures t-test was used to determine the
effect of social self-efficacy following intervention
(pre- versus post-treatment raw scores). A summary is
provided in Table 4. A significant difference was
found. This suggests that treatment had a significant
effect in increasing social self-efficacy for students

following the training program.



Table 4
Means, Standard Deviations and Significance of
Differences Betweer. Pre-Treatment and
Post-Treatment

Rates of Social Self-Efficacy

Variable N Mean SDh t-value Prob.
two-tail
SE T1 60.00 10.22
12 -4.70 .001*
SE T2 62.25 10.75
SE = Self-Efficacy
Tl = Pre-Test
T2 = Post-Test
*p < ,05

Other comparisons for female and male participants
were made by paired t-tests on pre- and post-test
measures of social behavior, social competence and
sociai self-efficacy. A summary is presented in Table
5. There were no significant differences found. This
suggests that male scores were not significantly

different from female scores in this sample.
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Means, Standard Deviations and Significance of

Differences Between Males and Females
on Social Behavior, Social Competence

and Social Self-Efficacy

Variable Male Female t-value Prob

M SD M SD two-tail
SB Tl 76.25 8.26 66.75 8.81 -1.80 .125
SE T2 74.75 7.52 66.75 B.81 ~1.56 178
SC Tl 32.38 8.31 46.00 13.49 1.85 135
SC T2 35.75 7.13 47.50 12,72 1.72 161
SE T1 63.13 8.08 53.75 12.34 -1.38 .235
SE T2 65.00 9.23 56.75 12.84 -1.15 .308

n males = 8, n females = 4

SB
SC
SE
Tl
T2

Social Behavior
Social Competence
Self-Efficacy
Pre-Test
Post-Test
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CHAPTER V
DISCUSSION
Introduction
In this concluding chapter the findings are
related to the stated purpose. The statistical
significance of this study is provided and implications
and strengths are highlighted. Teacher and
participating student perceptions of the training
experience are offered. Suggestions for future

research are explored.

Discussion

The efficacy of offering social skills training to
children experiencing learning difficulties is
examined. The many psychological correlates of learning
difficulties include low social competence, social
behavior problems and low self-efficacy which may
include symptoms of anxiety, social withdrawal, somatic
complaints, depression, aggressiveness or
inattentiveness. Symptom relief gained by utilizing
positive social skill behavior is helpful in two ways.
Symptom relief may reduce the threat of present
functioning (Kohn, 1977) and allow students to get on
with pursuing their academic goals in school-related
tasks. (Coie, 1985). Success in utilizing positive

social behavior promotes positive social relationships
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with both adults and peers which in turn increases
social competence and self-efficacy. Expetience of
success due to positive interaction with others
increases self confidence in the ability to bring about
positive change.

Elementary school-aged children in grades 4 to 6
receiving daily resource room ass%stance for reading
difficulities were given an opportunity to learn and
utilize eight sccial skills with their resource room
classmates facilitated by the researcher. This group
of students showed a significant effect of treatment on
both social competence and self-efficacy measures. 1In
addition, changes on both measures were maintained
after a five week follow-up period.

The success of behavioral-cognitive methods in
effecting behavior chan¢ge has been previously
determined. (Cooke & Apolloni, 1976; La Greca &
Santogrossi, 1980; Lacioni, 1982). The Structured
Learning skills model utilized not only cognitive
methods but a wide range of affective and behavioral
methods, including reinforcement, feedback and
modeling. In this study, the training program was
adapted to meet the needs of children experiencing
learning difficulties. It was successful in changing
those behaviors associated with the construct of social

competence and self-efficacy. The construct definition
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utilized encompasses positive relations with others,
age appropriate social behaviors and effective social
behavior such as verbal communication. A significant
change in overall negative social behavior which
includes both internalizing and externalizing behavior
difficulties was not found.

The 2bive findings are consistent with the results
of other muliti-method studies focused on remediating
social difficulties of elementary schcol-aged children
experiencing learning difficulties. (La Greca &
Santogrossi, 1980). These findings are also consistent
with the failure of studies emphasizing cognitive
methods alone to demonstrate changes in observed social
behavior. (Gresham, 1985). These results indicate that
children experiencing learning difficulties can benefit
from being given an opportunity to learn and practice
positive social skills in a facilitated group.
Significant differences between males and females on
these measures were not found. A lack of significant
differences found between classes is an indication of
homogeneity within the sample. Overall, this study
confirmed previous literature and provided a more
comprehensive picture of related psychological

correlates.
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Statiatical Significance
All students participating in the present social
skills intervention program showed significant effect
of treatment in social competence and social
self-efficacy. Group comparison of overall social

problem behavior showed no statistical significance.

Theoretical Implications

The resuits of the present study provide support
for several assumptions of an ecological model which
emphasizes the interaction between a child and the
environment. It was found that children experiencing
learning difficulties significantly increased their
level of social competence. This evaluation by parents
of their children was further supported by the results
of the self-report scale. It was found that the
participants rated themselves as responding more
positively to problem situations requiring verbal
communication, as measured by the Children’s
Self-Efficacy for Peer Interaction Scale (CSPI). The
students felt that they were more able tc handle the
various social situations after the social skills
intervention. Opinions solicited from the students
themselves about their perceptions of their skills and
competencies added to the understanding of the

reseacher and had direct implications for programming.
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Both results can be generalized in that children
experiencing learning difficulties may be further
disabled by inadequate social skills. These findings
support the ecological framework in that the
professional cannot ignore the many child and context
variables such as externalizing or internalizing
behavior problems, parent, teacher and peer support and
learner characteristics. Such information is helpful in
determining needs and defining the homogeneity of the
sample. Diverse needs might be met with different
programs.

According to the ecological model which this study
supports, there is no single assessment tool which can
be used to evaluate each target behavior in every
situation. Therefore, by utilizing various measures
such as parent, teacher ancd self-ratings as used in the
current study, an attempt is made to consider the
various child and context variables in the
comprehensive assessment and treatment of social skills
difficulties of children experiencing iearning

difficulties.

Strengths of the Present Study
The present study has several strengths. The
first is the assessment of social skills deficits and

the consideration of other factors such as anxiety,
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social withdrawal and aggressiveness. A major problem
for children experiencing learning difficulties is that
they may also experience social withdrawal or social
rejection. This isolation may be due to skill deficits
or interfering cognitive or emotional factors and may
have important implications for assessment and
treatment. The exclusive assessment of social skills
deficits could cause the professional to lose sight of
other factors such as anxiety or depression that may
need to be the focus of further assessment and
treatment. (Kratochwill & French, 1984).

A second strength is the use of a clearly defined
and widely accepted definition of social competence.
Two major problems with social skills/social competence
research has been the use of broad definitions that are
unclear and the lack of agreement among researchers as
to which definition is more accurate. Comparisons
between earlier studies have been difficult due to a
lack of consensus concerning these definitions. Later
research has tended to use a multi-component definition
as ic is used in this study.

A third strength is the use of a wide accepted
standardized measure of social competence and social
skills problem behaviors. (Achenbach & Edelbrock,
1983) . In addition, this measure attempts to assess

both internalizing and externalizing dimensions of
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problem behavior. There is a great need in social
skills research for the use of standardized measures to
confirm theoretical assumptions and clinical
observations.

A fourth positive aspect of the present research
is the participation of resource room students. The
positive side is that these students present a fairly
homogenous group with respect to a number of important
variables. This permits greater accuracy in the
investigation of relationships. The use of resource
room students also permitted the participation in the
study of more students who experienced moderate to
severe reading difficulties than would have been
possible through other means such as a regular

classroom population.

Student and Teacher Perceptions of the
Skills Training Experience

Several themes emerged from the comments made by
participating students and the resource room teacher
following the intervention program. Included in those
themes were student’s perceptions of their own changed
behaviors, their awareness of an increased range of
verbal persuasive skills and their positive feelings
about themselves and towards classmate:s. Consistent

with students’ perceptions, similar tlhemes were evident



112

from the resource room teacher’s observations.
Representative comments expressed by this teacher are
as follows:

"Although I can’t identify any major behavior

changes resulting from the training program, I

have noticed that the atmosphere in the classroom

has changed. 1It’s more of a caring and sharing
atmosphere."

These themes suggest a sensitivity and awareness
of self and others in age appropriate role taking that
is often required for the development or maintenance of
positive social skills.

Suggestions for Future Research

The complexity of the definition of social
competence and social skills constructs makes the issue
of valid and reliable assessment equally difficult.

The limitations of behavior ratings have been presanted
and the situational specificity of socially acceptable
behavior increases those limitations. One way to
reduce some of the assessment problems is to employ a
wide range of assessment measures to include ratings
from hcme and community. Similar behavior ratings
could be completed by parents and teachers involved in
the care of the student. Although the present study
utilized parental and community ratings across

different measures, the lack of parent and community
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validation of the student’s scores on similar measures
was a deficit in this study. Students in the resource
room take part in regular classroom activities with
normal achieving peers for approximately half of each
school day. Behavioral evaluations on similar measures
completed by classroom teachers in both environments
would have provided useful additional measures.

Although the current study identified many
specific component situational skill deficits that are
problematic for the target children, further research
is needed to develop more efficient measures of
children’s behavioral responses in specific situations.
There is a need for research on more direct assessment
tools which could measure specific skill difficulties
exhibited by a child in differing situations.
Furthermore, there is a need for research on validating
the several direct measures currently available.
Identification of specific situational skill
difficulties provide a more accurate assessment of each
student. Such an assessment is crucial for validity of
the social skills intervention and successful treatment
outcome.

There are some problems that still require the
attention of future researchers. More comments from
participating students and teachers involved in the

care of these students are needed from qualitative
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studies to show which behaviors are valued as critical
in social interactions.

Since this study sampled students from only one
school resource room in an urban centre, future
research should include students from other schools in
the city and in rural areas and those students who
receive special education assistance within the regular
classroom, in order to increase generalizability.
Inclusion of students who require special educational
services, but who are not receiving assistance in a
segregated resource room setting would present a more
balanced picture of the student experiencing learning
difficulties and his development or maintaintence of
pro-social behaviors.

Generalization of learned skills becomes less of a
critical issue when a largef population of the school
is offered training. However, maintenance of those
skills still warrants attention. Short follow-up
periods from four weeks to three months have been
addressed in several studies (Fox, 1989; Northcutt,
1987). Longer follow-up periods present the difficulty
of other intervening variables (e.g., student drop out
including enrolment in a different school and summer
holidays) but are still needed.

In recent research the greater risk for rejection

and low peer relations of girls or aggressively active
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boys experiencing learning difficulties has been
stressed. (Bryan, 1974; Bruck, 1986). The sensitivity
to these research findings in this study may have added
knowledge to the body of research which suggested
strong correlations between peer relations and later
life difficulties. (Vaughn & Hogan, 1990) and endorsed
the utility of including this sensitivity when

investigating the construct of social competence.

Conclusions

Students experiencing learning difficulties
receiving daily resource room assistance in reading,
took part in a four week intervention program. A
psychoeducational model, Structured Learning, was used.
The intervention did not result in significant changes
in overall negataive social behavior observed by the
resource room teacher. However, the intervention did
result in significant effect of treatment in social
competence and self-efficacy. These effects were
maintained over a follow-up period of five weeks.

The suggestion was made that future research with
students experiencing learning difficulties should
experiment with empirical and qualitative studies to
compare their effectiveness at developing and
maintaining social 8kills. Suggestions were made that

future research should be sensitive to externalizing
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and internalizing behavior problems and the increased
risk of rejection and isolation for girls experiencing
learning difficulties. Future research should also
assess the various child and context variables. These
suggestions need to be considered in order to provide
differing social skills treatment for the target
population and account for successful outcome of
training programs in the classroom. The importance of
appropriate social skills as prerequisites to
establishing and maintaining adequate social

relationships cannot be overemphasized.
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November 21, 1991

From: Department of Educational Psychology
Research and Ethics Committee

The Research and Ethics Committee of the Department of
Educational Psychology has reviewed the attached proposal and finds it
acceptable with respect to ethical matters.

Applicants: Dr. J. Paterson on behalf of Judith Anne Kelly (graduate
studert),

Title: Social Skills Training with Learning Disabied Children.

Participating Agencies:

Recommended Change:

. VA s 24/957
Chairman or Designate, Research Date
and Ethics Committee




APPROVAL TO CONDUCT RESEARCH 159

EDMONTON PUBLIC SCHOOLS

December 17, 1991 (File #027)

Mr. W. A. Kiffiak

School Liaison Officer
Division of Field Services
University of Alberta
Edmonton, Alberta

T6G 2GS

Dear Mr. Kiffiak:

Re: Research Request: Skills u
sable d : e

The above research request has been approved on a permissive
basis following examination by our department. The approval is
subject to the following conditions.

1. Teachers and student participation in the study to be

voluntary,;
2. Students are free to withdraw at any time;
3. Parental permission will be sought for students to

participate in the study, and to ‘obtain access to those
student records deemed necessary,;

4. The results of the study will be provided to the parents
and teacher; and

5. Anonymity of the studenus and the confidentiality of
{nformation obtained is assured.

Judith Kelly should now contact , principal,
elementary school, to obtain approval and to make the necessa.y
arrangements for conducting the study. A two page sumpary of
the study is enclosed for your information.

The district would appreciate receiving a copy of the study
results as they become available. (PLEASE QUOTE FILE # ABOVE)

Yours sincerely,
ﬂ—‘.\o\\,\'\.\ 1{.!.',.‘1‘:( 18 "'
¢~ Sifion van der Valk

Supervisor Monitoring and
Student Information

SVV/LH:ae

cc L Elementary School
Judith Kelly
CENTRE FOR EDUCATION
One Kingsaas
Tdmonton, Albwrta T34 3009



PARENT/GUARDIAN INFORMATION LETTER 160

January 10, 1992

pear Parent/Guardian,

I would like to request permission for your child to take part in
social skills training with me at your school. The training will
take place in your school for one class period, once a week for
four weeks.

I am a graduate student at the University of Alberta in the Faculty
of Education. As part of my studies, at the University, I am
assisting children in Mrs, H's class with classroom social

relationships.

Before the training, I would like to spend 20 minutes with you
during an interview to discuss how you feel about your child's
relationships with classmates, so that we can find out which social
skills would be most helpful for your child.

Before and after training, I will spend 20 minutes with your child,
during an interview, to ask questions about how he/she feels about
relationships with classmates. Interviews with your child will be
done at the school. Interviews with you and your child will remain
confidential. A copy may be placed in your child's confidential
file at school.

In order to do this study, I am requesting permission for your
child to take part in the interviews and social skills training.

I will be pleased to provide any further information you may need
concerning this study. I may be contacted at 434-0628 after 6:00

p.m.

1 hope that you will agree to have your child take part in this
study. Please complete the CONSENT FORM included with this letter
giving your consent and return it to the school by January 13.

I look forward to meeting with you and discussing how I can best
help your child.

Thank you.

Yours sincerely,

Judie Kelly
/snd

% EDMONTON PUBLIC SCHOOLS
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PARENT/GUARDIAN INFORMATION LETTER

SOCIAL SKILLS TRAINING with Judie Kelly
University of Alberta
January 21, 1992

Dear Parent or guardian:

Thank you for allowing your child to take part in
my study assisting children with classroom social
relationships in Mrs. H’s class. I also wish to thank
you for taking time from your busy schedule to talk to
me about your child’s social relationships.

At this time, I would like to request permission
for your child’s confidential school records to be
accessed by me. Test results on the school files will
be used with my study, but I will use a false name to
protect your child’s identity. I am also requesting
your consent for Mrs. H to spend 10 minutes before the
training and 10 minutes after the training to answer
questions on a social skills checklist so that I may
gain a better understanding of your child’s behavior
within the school environment.

Lastly, I am requesting your permission to
videotape parts of the training sessions. Often, it is
helpful to replay the tape to see behaviors and
comments that may have been missed during the actual
session. 1In addition, children may feel rewarded for
their participation by having the opportunity to watch
themselves on the T.V. screen. The recordings may also
be reviewed by one of my supervisors involved in the
training program. I will erase the recordings when the
study is finished, in the summer of 1992.

I hope that you will agree to provide your
consent. Please complete the CONSENT FORM included
with this letter giving your consent and return it with
your child to Mrs. H’s class.

Thank you.

Yours sincerely,

Judie Kelly
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PARENT/GUARDIAN CONSENT FORM

CONSENT FORM

SO0CIAL S8KILLS TRAINING with Judie Kelly, University of Alberta

1 agreed t® have my child participate in the above training with
Judie Kqily.

: #erstanding that there will be no health risks to my child
resulting from his/her participation in the training. I also

understand that I am free to withdraw my consent and terminate my
child's participation at any time by written notice.

This form or photocopy thereof are equally valid.

Signed: (Mother/Father/Guardian)

Address:

(postal code)

Telephone: (Home) (Work)

The best time to call you

SES;EE»MC”¢K)N PUBLIC SCHOOLS
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PARENT/GUARDIAN CONSENT FORM

CONSENT FORM

SOCIAL SKILLS TRAINING with Judie Kelly, University of
Alberta.

I ¢live permission for Judie Kelly to access
conifidential student school records for my child,

and for information from previous
tésts which may be considered confidential to be
included in the present study. All information is to
remain confidential; real names will not be used in the
present study. I understand that the training sessions
will be in addition to but not part of my child’s
regular school program. I understand that the tralnlng
sessions cover one class period each thursday' mornlng
from January 30 to February 20, 1992. 1I also give
permission that these sessions may be video recorded.

I also give permission for Mrs. H. to spend 10 minutes
before the training and 10 minutes after the training
to complete a skills checklist on my child’s social
relationships at school. I understand that there will
be no health risks to my child resulting from his/her
participation in the training. I also understand that
I am free to withdraw my consent and terminate my
child’s participation at any time by written notice.

This form or photocopy thereof are equally valid.

Signed: (Mother/Father/Guardian)

Address:

Telephone:
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Directions: Each of the questions will ask you about how-well you do something.
Next to each question is a number.

Circle number 1 if you almost never do what the question asks.
Circle number 2 if you seldom do it.

Circle number 3 if you sometimes do it.
Circle number 4 if you'do it often.

Circle number 5 if you almost always do it.

There are no right or wrong answers to these questions. Answer the way you really
feel about each question. .

Ratings:

10.

1.
12.
13.

T2 3 4
Almost Never Seldom Sometimes Often

. Is it easy for me to listen to someone who is talking to me?
. Do | ask for help in a friendly way when | need the help?

Do | tell people thank you for something they have done
for me?

Do | have the materials | need for my classes (like books,
pencils, paper)?

. Do | understand what to do when directions are given

and do | follow these directions?

. Do | finish my schoolwork?

Do | join in on class talks or discussions?

. Do I try to help an aduit when | think he/she could use

the help?

. Do | decide what | don't understand about my school-

work and ask my teacher the question in a friendly way?

is it easy for me to keep doing my schoolwork when
people are noisy? .

Do | fix mistakes on my work without getting upset?
Do | choose something to do when | have free time?

Do | decide on something | want to work for and keep
working until | get it?

5

Almost Always

- = Almost Never

o o Seldom
w w Sometimes

» & Often
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14.

15.
16.

1.
18.
19.

. Do 1 notice when somebody needs help and try to help

21,

STUDENT SKILL CHECKLIST

s it easy for me to take the first step to meet somebody |
don't know? '

s it easy for me to start a conversation with someone?

When | have something else | havetodo,dolend a
conversation with someone in a nice way?

Do | ask to join in a game or activity ina friendly way?
Do ! follow the rules when | play a game?
is it easy for me to ask a favor of someone?

them?

Do | tell others that | like something nice about them or

something nice they have done for me or for somebody
vlse?

. When someone says they like something about me, do!

accept what they say?

23. Do | suggest things to do with my friends?

NB R

888

ag 8 L8R

. Am | willing to share my things with others?

_ Do | tell others I'm sorry after | do something wrong?

" Do { know how 1 feel about different things that happen?
_ Do | let others know what | am feeling and doiitina good

way?

. Do | try to tell how other people are feeling?
. Do | show others that | understand how they feel?
. When someone has a problem, do | let them know that |

understand how they feel?

. When | am angry, do | deal with it in ways that won't hurt

other people?

Do | try to understand other people’s angry feelings?
Do | let others know | care about them?

" Do | know what makes me afraid and do | think of things

to do so | don't stay afraid?

Do t say and do nice things for myself when | have
earned it?

Do ¢ keep my temper when | am upset?

Do t know when | have to ask to do something | want to
do, and do | ask in a friendly way?

. When somebody teases me, do | stay in control?
39.

Do | try to stay away from things that may get me into
trouble?

Almost Never
Seldom

-l b
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STUDENT SKILL CHECKLIST

40. Do | think of ways other than fighting to take care of
problems?

41. Do | think of ways to deal with a problem and think of
what might happen if | use these ways?

42. When | do something | shouldn't have done, do | accept
what happens then? -

43. Do | decide what | have been accused of and why, and
then think of a good way to handle it?

44. When | don't agree with somebody, do | help think of a
plan to make both of us happy?

45. When | feel bored, do | think of good things to do and
then do them?

46. Do | know when a problem happened because of
something | did?

47. Do | tell others without getting mad or yelling when they
have caused a problem for me?

48. Dol help think of a fair way to take care of a complaint
against me?

49. When | lose at a game do | keep from getting upset?

50. Do | tell others something good about the way they
played a game?

51. Do | decide if | have been left out, and then do things ina
good way to make me feel better?

52. Do | do things that will help me feel less embarrassed?
53. When | don't do well with something (on a test, doing my
, chores), do | decide ways | could do better next time?

54. When | am told no, can | keep from becoming upset?

55. Do | say no to things that might get me into trouble or
that |- don't want to do, and do | say it in a friendly way?

6. Can | keep my body from getting tight and tense when
I'm angry or upset?

57. When a group of kids wants me to do something that
might get me in trouble or that is wrong, do | say no?

§8. Do | keep from taking things that aren't mine?

59. Is it easy for me to decide what to do when 'm given a
choice? N

80. Do | tell the truth about what | have done, even if | might
get into trouble?

From Skillstreaming the Elementary School Child: A
Guide for Teaching Prosocial Skills (pp. 32-34) by
McGinnis and A.P. Goldstein, 1984, Champaign, Il:

Rqsoa:ch Press. Copyright 1984 by the authors.
Reprinted by permiassion.

-
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TEACHER SKILL CHECKLIST 167
Student: . Class:
Date: Teacher:

. Directions: Listed below you will find a number of skills that children are more or
{ess proficient in using. This checklist will help you record how well each child
uses the various skills. For each child, rate his/her use of each skill, based on your
observations of his/her behavior in various situations.

Circle 1 if the chiid is aimost never good at using the skill.
Circle 2 if the child is seldom good at using the skill.

Circle 3 if the child is sometimes good at using the skill.
Circle 4:if the child is often good at using the skill.

Circle 5 f the child is almos\t always good at using the skill.

Please rate the child on all skills listed. If you know of a situation in which the child

has particular difficulty in using the skill well, please note it briefly in the space
marked “Problem Situation.”

Almost Never
Seldom
Sometimes
Almost Always

Often

1. Uistening: Does the student appear to listen when some-

one is speaking and make an effort to understand what is
said?

-t
n
(4]
Hn
o

Problem Situation:

2. Asking for Help: Does the student decide when he/she
needs assistance and ask for this help in a pleasant
manner? 1 2 3 45

Problem Situation:

3. Saying Thank You: Does the student tell others he/she
appreciates help given, favors, etc.? 12 3 45

Problem Situation:

4. Bringing Materials to Class: Does the student remember
the books and materials he/she needs for class? 1 2 3 456

Problem Situation:

5. Following Instructions: Does the student understand
instructions and foliow them? 1 2 3 45

Problem Situation:




TEACHER SKILL CHECKLIST

10.

1.

12.

13.

. Completing Assignments: Does the student complete

assignments at his/her indepenc\!ent academic level?

Problem Situation:

. Contributing to Discussions: Does the student participate

in class discussions in accordancs with the classroom
rules?

Problem Situation:

Offering Help to an Adult: Does the student offer to help
you at appropriate times and in an appropriate manner?

Problem Situation:

Asking a Question: Does the student know how and
when to ask a question of another person?

Problem Situation:

ignoring Distractions: Does the student ignore classroom
distractions?

Problem Situation:

Making Corrections: Does the student make the
necessary corrections on assignments without getting
overly frustrated?

Problem Situation:

Deciding on Something to Do: Does the student find
somathing to do when he/she has free time?

Problem Situation:

Setting a Goal: Does the student set realistic goals for
himself/herself and take the necessary steps to meet
these goals? '

Problem Situation:

168
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TEACHER SKILL CHECKLIST

14.

15.

16.

17.

18.

19.

21.

introducing Yoursetf: Does the student introduce himself/
herself to people he/she doesn't know in an appropriate

way? .

Problem Situation:

Beginning a Conversation: Does the student know how
and when to begin a conversation with another person?

Problem Situation:

Ending a Conversation: Does the student end a conversa-
tion when it's necessary and in an appropriate manner?

Problem Situation:

Joining In: Does the student know and practice
acceptable ways of joining an ongoing activity or group?

Problem Situation:

Playing a Game: Does the student play games with
classmates fairly?

Problem Situation:

Asking a Favor: Does the student knov\; how to ask a
tavor of another person in a pleasant manner?

Problem Situation:

Offering Help to a Classmate: Can the student recognize
when someone needs or wants assistance and offer this
help?

Problem Situation:

Giving a Compliment: Does the student tell others that
he/she likes something about them or something they
have done?

Problem Situation: '

Almost Never

Seldom

b
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TEACHER SKILL CHECKLIST

24.

25.

27.

28.

. Accepting a Compliment: Does the student accept these
comments given by adults or his/her peers in a friendly
way?

Problem Situation:

. Suggesting an Activity: Does the student suggest

appropriate activities to others?

Problem Situation:

Sharing: Is the student agreeable to sharing things with
others, and if not, does he/she offer reasons why he/she
can't in an acceptable manner?

Problem Situation:

Apologlzing: Does the student tell others he/she is sorry
for doing something in a sincere manner?

Probiem Situation:

Knowing Your Feelings: Does the student identify
feelings he/she is experiencing?

Problem Situation:

Expressing Your Feelings: Does the student express
his/her feelings in acceptable ways?

Problem Situation:

Recognizing Another's Feelings: Does the student try to
figure out how others are feeling in acceptable ways?

Problem Situation:

. Showing Understanding of Angther’s Feelings: Does the

student show understanding of bthers' feelings in
acceptable ways?

Problem Situation:

170
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TEACHER SKILL CHECKLIST

31.

32.

ar.

Expressing Concern for Another: Does the student
express concem for others in acceptable ways?

Problem Situation:

Dealing with Your Anger: Does the student use
acceptable ways to express his/her anger?

Problem Situation:

Dealing with Another's Anger: Does the student try to
understand another's anger without getting angry
himself/herself?

Problem Situation:

. Expressing Affection: Does the student let others know

he/she cares about them in an acceptable manner?

Problem Situation:

. Dealing with Fear: Does the student know why he/she is

afraid and practice strategies to reduce this fear?

Problem Situation:

. Rewarding Yourself: Does the student say and do nice

things for himself/herself when a reward is deserved?

Problem Situation:

Using Self-control: Does the student know and practice
strategies to control his/her temper or excitement?

Problem Situation:

Asking Permission: Does the student know when and
how to ask if he/she may do something?

-~

Probler: =:.. st

. Respondis.; 5= reasing: Does the student dea! with being

teased in ways that allow him/her to remain in control?

Problem Situation:

Aimost Never
Seldom
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TEACHER SKILL CHECKLIST

41.

42.

43.

45.

. Avolding Trouble: Does the student stay away from

situations that may get him/her into trouble?

Problem Situation:

. Staying Out of Fights: Does the student know of and

practice socially appropriate ways of handling potential
fights?

Problem Situation:

Problem Solving: When a problem occurs, does the
student think of aiternatives and choose an alternative,
then evaluate how well this solved the problem?

Problem Situation:

Accepling Consequences: Does the student accept the
consequences for his/her behavior without becoming
defensive or upset?

Problem Situation:

Dealing: with an Accusation: Dozs the student know of
and prisctice ways to deal with being accused of
something?

Problem Situation:

. Negotiating: Is the student willing to give and take in

order to reach a compromise?

Problem Situation:

Dealing with Boredom: Does the student select
acceptable activities when he/she is bored?

Problem Situation:

Deciding What Caused a Problem: Does the student
assess what caused a problem and accept the
responsibility it appropriate?

Problem Situation:

Almost Never
Seldom
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TEACHER SKILL CHECKLIST

47.

48.

51.

52.

Malilng a Complaint: Does the student know how to say
that he/she disagrees in acceptable ways?

Problem Situation:

. Answering a Complaint: is the student willing to arrive at

a fair solution to someone's justified complaint?

Problem Situation:

Dealing with Losing: Does the student accept losing at a
game or activity without becoming upset or angry?

Problem Situation:

. Showing Sportsmanship: Does the student express a

sincere compliment to others about how they played the
game?

Problem Situation:

Dealing with Being Left Out: Does the student deal with
being left out of an activity without losing control?

Problem Situation:

Dealing with Embarrassment: Does the student know of
things to do that help him/her feel less embarrassed or
self-conscious?

Problem Situation:

Reacting to Fallure: Does the student figure out the
reason(s) for his/her failure, and how he/she can be more
successful the next time?

Problem Situation:

. Accepting No: Does the student accept being told no

without becoming unduly upset or angry?

Problem Situation:

173
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TEACHER SKILL CHECKLIST

Aimost Never
Seldom

55. Saying No: Does the student say no in acceptable ways
to things he/she doesn't want to do or to things that may
get him/her into trouble? 1

Problem Situation:

56. Relaxing: Is the student able to relax when tense or
upset? 1

Problem Situation:

57. Dealing with Group Pressure: Does the student decide
what he/she wants to do when others pressure him/her to
do something else? 1

Problem Situation:

58. Dealing with Wanting Something That lsn't Mine: Does
the student refrain from taking things that don't belong to
him/her? 1

Problem Situation:

59. Making a Decision: Does the student make thoughtful
choices? 1

Problem Situation:

60. Being Honest: Is the student honest when confronted
with a negative action? , ' 1

Problem Situation:

From Skillstreaming the Elementary School Child: A
Guide for Teaching Prosocial Skills (pp. 35-42) by E.
McGinnis and A.P. Goldstein, 1984, Champaign, Il:
Research Press. Copyright 1984 by the authors.
Reprinted by permission.

Sometimes
Often
Almost Always

N
o
w



APPENDIX G has been removed because of copyright
restrictions. This material contained the Children’s
Self-Efficacy for Peer Interaction Scale from Wheeler,
V.A., & Ladd, G.W. (1982). Assessment of Children’s
Self-Efficacy for social interactions with peers.

Developmental Psychology, 18(6), 795-805.
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CHILD BEMAVIOR CHECKLIST (CBC)-PARENT FORM
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Figure §-3. Social competence ltems I-1V of the Child Behavior Checklist.
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Figure 14, Social competence ltems V-VII of the Child Behavior Checklist.

From Manual for The Child Behavior Checklist and

Revised Child Behivior Profile. (pp. 6 & 9) by Thomas

M. Achenbach, 1983
Copyright 1981 by the author. Reprinted by permission.

; vermont: University of Vermont.
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CHILD BEHAVIOR CHECKLIST-TEACHER'S REPORT FORM

PUPILS NAME SCHOOL
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Vil Compared to typical puplis of 1. Much 2 Somewhat 3. Slightly 4. About  §. Blighlly 8. Somewha 7. Much

t
the same age: less lens less average more more more

1. How hard is he/she working? D o o 0 [a] (u] o
2. How appropristely is hefshe

behaving? 0 a] [»] D s} a} [w]
3. How much is ha'she leaming? s} ] 0 D D 0 [}
4. How happy is heishe? [s] (o} 8] [a] [»] 0 0
0L Most recent achisvement test scores (f avallable):

Percentlis or
Name of test Sudject Dete ) grade level obtalned
X 1Q, resdiness, or aptitude tests (if avaliable):
Name of test Date 1Q or equivatent scores

XL Plesse feel free to write any comments sbout this pupil's work, behavior, or potential, using extrs peges i necessary

PAGE 2
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correlation was found between the teacher’s ratings and
behavioral observational data.

Achenbach and Edelbrock (1983) report high
test-retest reliability of item scores, scale scores,
total problem and competence scores. For individual
items, intraclass correlations were computed between
item scores. Information was obtained from mothers
completing the CBC at one-week intervals, mothers and
fathers filling out the CBC and three different
interviewers obtaining information from parents. The
correlations were all were +.90. For scale scores and
total problem and competence scores, the median Pearson
product moment correlations for l-week test-retest
reliability of mother’s ratings was .89. The median
Pearson correlation between mother’s and father’s
ratings was adequate at .66. Of these 110 mother and
father rating correlations, 94 were statistically
significant at p =.05 or better.

Research Procedures

Data Collection

The Student Skill Checklist and The Children’s
Self-Efficacy for Peer Interaction Scale (CSPI) were
administered to each child individually in a quiet room
during school time in the home school. The Teacher
Skill Checklist and the Child Behavior Checklist

(CBC) -Teacher’s Report Form were distributed to the
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resource room teacher to rate each child. The Child
Behavior Checklist (CBC)-Parent rating form was
introduced fo each parent during a personal telephone
interview.

The Student Skill Checklist and CSPI questionnaires
were completed by subjects prior to their treatment,
serving as a pretest and after treatment providing a
posttest. The subjects filled out the Student Skill
Checklist and CSPI in one interview session and lasted
approximately 30 minutes per child. The Teacher Skill
Checklist and the CBC-Teacher’s Report Form ratings
were completed by the resource room teacher prior to
treatment and after treatment. These ratings took the
resource room teacher spproximately 30 minutes per
child. The CBC-Parent ratings were completed by the
same parent prior to treatment and after treatment.
The parent completed these ratings during one personal
telephone interview which took each parent
approximately 10 minutes per child. This time does not
include the training program which was completed on
four separate occasions over a period of one month,
after the administration of the pre-test questionnaires
with students, parents and resource room teacher.

For each child, the order of the presentation of
the questionnaires remained the same. The Student

Skill Checklist was administered first followed by the
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Children’s Self-Efficacy for Peer Interaction Scale
(CSPI). Individual testing was done two times by the
researcher; in early January, 1992 and end of February
1992, Follow up post-test observation was done in late
March, 1992. Guidelines suggested by the test makers
for administering the tests were strictly followed.

All instructions and questions were read aloud to
ensure that students would not be unduly handicapped
during testing due to reading difficulties. All
students completed both questionnaires.

Similar introductions in the interview session
with each child were given by the examiner. The
examiner indicated in a general way the reason for the
questionnaires a..d what the student was expected to do.
Students were reassured that the questionnaires were
not tests, the answers they give would be confidential
and their answers would not be entered into their
school record. Students were asked not to compare
their answers with classmates after the session.

Specifically, when introducing the Student Skill
Checklist and the CSPI each student was told the
folloWing, "I am interested in some information about
the class. I would like to ask you about how well you
do something. You will let me know by marking your
choices down on the papers I will give you. You can be

honest, because I will not show anyone else in the
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class your answers. I will be the only one to see
them."

Each student received a Student Skill Checklist
that lists 60 questions designed to assess the
student’s perceptions of the social skills they feel
they need to learn. The numbers 1 - 5 were printed next
to each question. To explain the use and meaning of
the 5 point scales examples of food were used. For
example, the student was asked, "How much do you eat
chocolate ice-cream? Almost never, seldom, sometimes,
often, almost always?" The researcher also gave
examples by drawing happy faces to denote the numbers
from 1-5. For example, a very happy face meant almost
always, whereas a neutral happy face denoted sometimes.
Each student was then invited to circle the number that
best represented how well they do something.

For completing the Children’s Self-Efficacy for
Peer Interaction Scale (CSPI) the meaning of each
rating was explained to each student. Examples of
schoolwork were used. For example, math is "HARD!
Hard Easy or EASY!"™ for me to do. The researcher
also gave examples by drawing happy faces to denote the
numbers from 1-4. For example, a very happy face meant
EASY!, whereas a very sad face denoted HARD! Each
statement was read aloud in order to reduce the

potential confound of reading ability. The student was
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instructed "as each question is read, you must decide
on which of the four choices best describes you, then
circle 1, 2, 3 or 4 on the sheet infront of you."

For administering the Teacher Skill and Child
Behavior Checklists, (CBC) the resource room teacher
involved in the study was given the following
directions: "I am trying to identify the kinds of
situations that are most likely to cause problems for
these students. For each situation, please indicate
how best it describes the student now or within the
past two months. Circle a number for that statement
which descibes the behavior you have observed."

In other words, how much of a problem is this situation
for this childa?"

The teacher was given the Teacher Skill Checklist
and Child Behavior questionnaires containing
information pertaining to the ratings and the meanings
of each. Examples were given verbally for each
questionnaire to the teacher involved.

The statement given verbally for the Teacher Skill
Checklist was, "Does the student know how to say that
“he/she disagrees in acceptable ways?" The teacher was
told that if the student was almost always good at
using this skill then circle a number 5. If the
student is often good at using the skill then circle

the number 4. If the student is sometimes good then
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circle 3. However, if the student is seldom good at
using the skill then circle 2 and if the child is
almost never good at using the skill then circle 1.
The statement given verbally for the Child Behavior
Checklist was, "lying or cheating." The teacher was
told that if lying or cheating was a problem situation
for this student then circle the number 2. If the
statement is somewhat or sometimes true, then circle 1.
However, if the statement is not true, as far as the
teacher knows, then circle 0. The teacher was told
that the researcher was interested in how frequently
the situation occurs and to please answer all items.

For administering the Child Behavior
Checklist-Parent report form, the parent involved in
the study was given the following directions: "I am
trying to identify in a general sense, the kinds of
social activities that are most likely to cause
problems for your child. For each situation, please
indicate how best it describes your child now or
within the past two months. A number is circled for
that statement which best descibes the participation of
the activity you have observed. 1In other words, how
active is your child in sports/nonsports, social or
school activities?"

Each parent was verbally provided with information

pertaining to the CBC social ¢ompetence ratings and the
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meanings of each. Examples were given for each
activity to the parent involved. The statement given
for sports activities was, "please list the sports your
child most likes to take part in. For example,
swimming, baseball, skating, skate boarding, bike
riding, fishing, etc. " The parent was asked to
compare with other children of the same age and
indicate whether their child spent average, more than
average or less than average time in each activity. The
parent was also asked to compare with other children of
the same age and indicate how well their child does
each of these activities. However, if the parent did
not know or could not compare their child with other
children, then the investigator circled "don’t know."
The parent was told that the researcher was interested
in how often the child partakes in these activities and
to please answer &ll items.
Treatment Procedures

The Structured lLearning social skills program was
held in a four week session conducted from the end of
January to the end of February, 1992. The complete
session was taught by the researcher, a parent of two
elementary aged boys, who had no prior formal teacher
training. However, as a child, the researcher had
experienced learning and social skill difficulties

during elementary school. Prior to the commencement
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of the social skills program the researcher discussed
the program and the reasons that the students were
selected, both with the students individually and with
their parents, by telephone. The program was held in
the morning after recess, once per week for 50 minutes
during the students’ regularly scheduled math period.
The group met in it’s resource room classroom. An
overhead projector, blackboard and chalk were in the
classroom for use throughout the program. A video
camera was not available for any part of the program.
All lessons were held in the same classroom. The
program content and methods have been reviewed in
chapter two.

There were five basic treatment procedures used in
the Structured Learning program: social skills
tutoring, self report homework assignment, parent
support system, group praise and weekly token
reinforcement system. Although the researcher assumed
overall responsibility for the treatment program, the
resource room teacher was highly involved in the latter
procedure. The entire program was carried éut once per
week, for 50 minutes over a four week period. Only the
researcher was involved with the students during each
weekly session. All five components were carried out
for the full four week program. The treatment

procedures were provided according to a detailed
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Structured Learning transcript provided in

Skillstreaming the Elementary School Child: A guide for

teaching prosocial skills. (McGinnis & Goldstein,

1984) .

The social skills tutoring component of the
Structured Learning Program was based on a behavioral
and cognitive model. It involved coaching procedures
studied by Oden and Asher (1977). Social skills
tutoring inciuded step by step instructions, behavioral
researsal and feedback involving the researcher and the
target children in a structured classroom setting. The
four weekly sessions included lessons in dealing with
anger and relaxation, listening and following
instructions, beginning and ending a conversation,
knowing feelings and contributing to classroom
discussions. (See Appendix I). Specific responses were
practiced individually and in pairs until proficiency
appeared adequate. 1In addition this treatment
component involved the experimenter prompting and
positively reinforcing target behaviors learned in
previous lessons.

The homework report was also the researcher’s sole
responsibility. (See Appendix J). It involved
providing subjects’ with an overhead reproduction of
the basic steps of each skill tutored and assisting

them with any difficulties in copying. It provided the
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basis for awarding the child’s effort on the weekly
bulletin prepared for parents. (See Appendix K). Each
child was asked by the examiner to copy the basic steps
of one skill on a homework report and encouraged to
practice the skill at home with a family member.
Subjects were asked to indicgte on the report how well,
by circling a happy face, they perceived the the skill
was practiced.

The parent support system was also the
researcher’s sole responsbility. The researcher
completed a weekly parent bulletin for each child which
provided an opportunity to praise the student and keep
parents informed of their child’s progress in the
sncial skills program. (See Appendix K). As mentioned
in chapter two, gaining support from parents and family
members was designed to promote transfer of training
and generalization of skills to other situations.

The researcher also completed a weekly group
praise report for the students which promoted a great
team effort. (See bottom of Appendix K). As a further
attempt to promote group praise and transfer of
training to other situations, each student was awarded
a certificate of achievement at the completion of the
social ski3" ' “raining program. (See Appendix L).

The -+¥ tcken reinforcement system was a joint

responsinility involving both the resource room teacher
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and the researcher. Subjects received tokens for
exhibiting appropriate classroom behavicr during social
skills tutoring lessons. All tokens awarded were
identified by the name of the subject and placed inside
a sealed container. At the end of each week, a prize
provided by the resource room teacher was awarded to
one student. This component also provided an
opportunity for the resource room teacher to socially
reinforce the recently tutored positive social
behaviors.

Hypotheses

Hypothesis 1

There will be no significant change in p.~blem
behavior scores on the Child Behavior Checklist
(CBC) -Teacher Report Form for all students following
the training program.

Hypothesis 2

There will not be a significant effect of
treatment in social competence scores on the Child
Behavior Checklist (CBC)-Parent Form for all students
following the training program.

Hypothesis 3

There will be no significant change ir level of
self-efficacy for all students as measured on the
Children’s Self-Efficacy for Peer Interaction Scale

(CSPI).
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Data Analysns

To determine the effect of the intervention
program in this pre/post design, analysis of data was
done in ways that were appropriate to the research
question being asked. The data were examined in terms
of group means to see if the results were overall more
positive, neutral or negative.

As gendnr was a variable of focus, t-tests were
performed on means of behavior and self-efficacy
measures to determine which factors or combination of
factors significantly affected the success of the
program.

Delimitations

The major delimitation of the study was that the

researcher investigated a very specific sample of
students from Grades 4, 5 and 6 in one elementary
school within the City of Edmonton. These students
receiven daily resource room assistance for learning
difficulties in reading achievement.

Limitations

One limitation of this research is that the
generalizability of the results may be apppropriate
only for students in grades four, five and six who come
from families in the lower to middle socio-economic

levels. Also, developmental changes in social skills
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strategies of these students may be unclear due to the
restricted age range.

The findings may be influenced by the
facilitator’s motivation. If the facilitator was
concerned about how she was doing in the facilitator
role, the findings could be effected by a facilitator
who was highly motivated to assist these students to do
well,

The present study was also limited by the use of a
questionnaire (CSPI), which has not been empirically
researched. Although use of this measure served to
investigate the outcome of the Structured Learning
program, the results of the present research must be
considered terntative. Future studies that correlate
the outcome of the Structured Training program with
more psychometrically sound tests may provide more
conclusive evidence of the relationship between social
skills training and self perception of effectiveness.

Research on procedures used to examine children’s
popularity with peers has shown that both negative and
positive peer nominations and ratings are valuable in
identifying the sociometric classification of children.
For example, asking children who they like to play or
work with the most and who they like the least allows
for the discrimination between the neglected and

rejected student. (Lazarus & Weinstock, 1984). However,



96

due to ethical considerations, neither peer nominations
nor ratings were used in the present study. This
investigation focussed on popularity in a broad sense
and using only the CBC-parent rating of social
competence and the CSPI self-rating of self perception
of effectiveness in social situations was deemed
appropriate.

A further limitation involves the lack of a
control group in the present study. It is difficult to
know whether the changes noted are as a result of the

training program or would have occurred anyway.
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CHAPTER IV
RESULTS
Introduction
The data analysis is divided into two sections.

First, student demographics by gender, age and grade
are presented comparing subgroup of behavior type as
profiled by the Child Behavior Checklist-Teacher Report
(CBC) . Second, to determine the significance of
differences between pre- and post-treatment measures,
data from the teacher report measure of child behavior
difficulties (CBC), the parent report measure of social
competence (CBC), and the self-repcort measure of
self-efficacy (CSPI) were analyzed using t-tests. This
was accomplished by means of the Statistical Package
for the Social Sciences (SPSSX) computer program
(1983). In oxder to compare the mean scores of the
grade 4 to 6 school aged males and females within the
sample the scores were changed to T-scores, using the

CBC age and gender specific norms.

Student Demographics
The sample, as displayed in Table 1, consisted of
12 grade four to six students inclusive. Two of these
students exhibited normal range behavior, whereas eight
were identified as expressing behavior within a

clinical range in a clearly defined behavior type.
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Sixty-seven percent of the total sample were male.
However, in the sub sample identified within the
internalizing behavior type, the number of males
compared to the number of females was double. In the
sub sample type identified as externalizing, no females
were reported. The majority of the students in the
total sample were in grade five. Seventy-five percent

of the students were between the ages of 10 and 11.
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Table 1
School Sample Distribution Between
Males and Females, Age and Grade by

the Child Behavior Profile-Teacher Report (CBC)

Sample N Type I Type E Type U Type
(n=12) (n=2) (n=6) (n=2) (n=2)
M F M F M F M ¥ M F
M 8 4 2 2
F 4 2 2

Age Distribution

S
10
11

12

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

Grade Distribution

4 3 1 2
5 7 4 1 2
6 1 1 1 1
M = male
F = female
N = Normal Behavior Type
I = Internalizing Behavior Type, Clinical Range
E = Externalizing Behavior Type, Clinical Range
U = Undetermined Behavior Type, Clinical Range
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Hypothesis 1

A paired t-test was used to analyze the data from
all participating students (pre- versus post-social
behavior treatment T-scores). A summary of the
descriptive statistics is presented in Table 2. No
significant difference was found between pre- and
post-treatment observations. This suggests that
treatment was without effect. The intervention did not
have a significant effect in changing overall behavior
problems for students following the training program.
The difference in sample means (pre- and
post-treatment) results only from chance.

Although the intervention results were not
statistically significant, it is interesting to note
that the mean T-score for particants remained outside
of the normal range (55 - 70), suggesting an excess or
clinical range of behavioral difficulties when compared

with the norming group. (Achenbach & Edelbrock, 1983).
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Table 2
Means, Standard Deviations and Significance of
Differences Between Pre-Treatment and
Post~Treatment

Rates of Social Behavior

Variable N Mean SD t-value Prob.
two-tail

SB Tl 73.08 9.29

12 2.03 .067
SB T2 72.08 8.52
SB = Social Behavior
Tl = Pre-Test
T2 = Post-Test

Hypothesis 2
A paired measures t-test was used to determine the
effect of social competence following intervention
(pre- versus post-treatment T-scores). A summary is
provided in Table 3. A significant difference was
found. This suggests that treatment had a significant
effect in increasing social competence for students

following the training program.
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Table 3
Means, Standard Deviations and Significance of
Differences Between Pre-Treatment and
Post-Treatment

Rates of Social Competence

Variable N Mean SD t-value Prob.
two-tail
SC T1 36.92 11.77
12 -3.36 .006*
SC T2 39,67 10.48
SC = Social Competence
Tl = Pré=Test
T2 = Post-Test
*p < ,05

Hypothesis 3
A paired measures t-test was used to determine the
effect of social self-efficacy following intervention
(pre- versus post-treatment raw scores). A summary is
provided in Table 4. A significant difference was
found. This suggests that treatment had a significant
effect in increasing social self-efficacy for students

following the training program.



Table 4
Means, Standard Deviations and Significance of
Differences Betweer. Pre-Treatment and
Post-Treatment

Rates of Social Self-Efficacy

Variable N Mean SDh t-value Prob.
two-tail
SE T1 60.00 10.22
12 -4.70 .001*
SE T2 62.25 10.75
SE = Self-Efficacy
Tl = Pre-Test
T2 = Post-Test
*p < ,05

Other comparisons for female and male participants
were made by paired t-tests on pre- and post-test
measures of social behavior, social competence and
sociai self-efficacy. A summary is presented in Table
5. There were no significant differences found. This
suggests that male scores were not significantly

different from female scores in this sample.
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Means, Standard Deviations and Significance of

Differences Between Males and Females
on Social Behavior, Social Competence

and Social Self-Efficacy

Variable Male Female t-value Prob

M SD M SD two-tail
SB Tl 76.25 8.26 66.75 8.81 -1.80 .125
SE T2 74.75 7.52 66.75 B.81 ~1.56 .178
SC Tl 32.38 8.31 46.00 13.49 1.85 135
SC T2 35.75 7.13 47.50 12,72 1.72 161
SE T1 63.13 8.08 53.75 12.34 -1.38 .235
SE T2 65.00 9.23 56.75 12.84 -1.15 .308

n males = 8, n females = 4

SB
SC
SE
Tl
T2

Social Behavior
Social Competence
Self-Efficacy
Pre-Test
Post-Test
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CHAPTER V
DISCUSSION
Introduction
In this concluding chapter the findings are
related to the stated purpose. The statistical
significance of this study is provided and implications
and strengths are highlighted. Teacher and
participating student perceptions of the training
experience are offered. Suggestions for future

research are explored.

Discussion

The efficacy of offering social skills training to
children experiencing learning difficulties is
examined. The many psychological correlates of learning
difficulties include low social competence, social
behavior problems and low self-efficacy which may
include symptoms of anxiety, social withdrawal, somatic
complaints, depression, aggressiveness or
inattentiveness. Symptom relief gained by utilizing
positive social skill behavior is helpful in two ways.
Symptom relief may reduce the threat of present
functioning (Kohn, 1977) and allow students to get on
with pursuing their academic goals in school-related
tasks. (Coie, 1985). Success in utilizing positive

social behavior promotes positive social relationships
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with both adults and peers which in turn increases
social competence and self-efficacy. Expetience of
success due to positive interaction with others
increases self confidence in the ability to bring about
positive change.

Elementary school-aged children in grades 4 to 6
receiving daily resource room ass%stance for reading
difficulities were given an opportunity to learn and
utilize eight sccial skills with their resource room
classmates facilitated by the researcher. This group
of students showed a significant effect of treatment on
both social competence and self-efficacy measures. 1In
addition, changes on both measures were maintained
after a five week follow-up period.

The success of behavioral-cognitive methods in
effecting behavior chan¢ge has been previously
determined. (Cooke & Apolloni, 1976; La Greca &
Santogrossi, 1980; Lacioni, 1982). The Structured
Learning skills model utilized not only cognitive
methods but a wide range of affective and behavioral
methods, including reinforcement, feedback and
modeling. In this study, the training program was
adapted to meet the needs of children experiencing
learning difficulties. It was successful in changing
those behaviors associated with the construct of social

competence and self-efficacy. The construct definition
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utilized encompasses positive relations with others,
age appropriate social behaviors and effective social
behavior such as verbal communication. A significant
change in overall negative social behavior which
includes both internalizing and externalizing behavior
difficulties was not found.

The 2bive findings are consistent with the results
of other muliti-method studies focused on remediating
social difficulties of elementary schcol-aged children
experiencing learning difficulties. (La Greca &
Santogrossi, 1980). These findings are also consistent
with the failure of studies emphasizing cognitive
methods alone to demonstrate changes in observed social
behavior. (Gresham, 1985). These results indicate that
children experiencing learning difficulties can benefit
from being given an opportunity to learn and practice
positive social skills in a facilitated group.
Significant differences between males and females on
these measures were not found. A lack of significant
differences found between classes is an indication of
homogeneity within the sample. Overall, this study
confirmed previous literature and provided a more
comprehensive picture of related psychological

correlates.
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Statiatical Significance
All students participating in the present social
skills intervention program showed significant effect
of treatment in social competence and social
self-efficacy. Group comparison of overall social

problem behavior showed no statistical significance.

Theoretical Implications

The resuits of the present study provide support
for several assumptions of an ecological model which
emphasizes the interaction between a child and the
environment. It was found that children experiencing
learning difficulties significantly increased their
level of social competence. This evaluation by parents
of their children was further supported by the results
of the self-report scale. It was found that the
participants rated themselves as responding more
positively to problem situations requiring verbal
communication, as measured by the Children’s
Self-Efficacy for Peer Interaction Scale (CSPI). The
students felt that they were more able tc handle the
various social situations after the social skills
intervention. Opinions solicited from the students
themselves about their perceptions of their skills and
competencies added to the understanding of the

reseacher and had direct implications for programming.
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Both results can be generalized in that children
experiencing learning difficulties may be further
disabled by inadequate social skills. These findings
support the ecological framework in that the
professional cannot ignore the many child and context
variables such as externalizing or internalizing
behavior problems, parent, teacher and peer support and
learner characteristics. Such information is helpful in
determining needs and defining the homogeneity of the
sample. Diverse needs might be met with different
programs.

According to the ecological model which this study
supports, there is no single assessment tool which can
be used to evaluate each target behavior in every
situation. Therefore, by utilizing various measures
such as parent, teacher ancd self-ratings as used in the
current study, an attempt is made to consider the
various child and context variables in the
comprehensive assessment and treatment of social skills
difficulties of children experiencing iearning

difficulties.

Strengths of the Present Study
The present study has several strengths. The
first is the assessment of social skills deficits and

the consideration of other factors such as anxiety,
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social withdrawal and aggressiveness. A major problem
for children experiencing learning difficulties is that
they may also experience social withdrawal or social
rejection. This isolation may be due to skill deficits
or interfering cognitive or emotional factors and may
have important implications for assessment and
treatment. The exclusive assessment of social skills
deficits could cause the professional to lose sight of
other factors such as anxiety or depression that may
need to be the focus of further assessment and
treatment. (Kratochwill & French, 1984).

A second strength is the use of a clearly defined
and widely accepted definition of social competence.
Two major problems with social skills/social competence
research has been the use of broad definitions that are
unclear and the lack of agreement among researchers as
to which definition is more accurate. Comparisons
between earlier studies have been difficult due to a
lack of consensus concerning these definitions. Later
research has tended to use a multi-component definition
as ic is used in this study.

A third strength is the use of a wide accepted
standardized measure of social competence and social
skills problem behaviors. (Achenbach & Edelbrock,
1983) . In addition, this measure attempts to assess

both internalizing and externalizing dimensions of
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problem behavior. There is a great need in social
skills research for the use of standardized measures to
confirm theoretical assumptions and clinical
observations.

A fourth positive aspect of the present research
is the participation of resource room students. The
positive side is that these students present a fairly
homogenous group with respect to a number of important
variables. This permits greater accuracy in the
investigation of relationships. The use of resource
room students also permitted the participation in the
study of more students who experienced moderate to
severe reading difficulties than would have been
possible through other means such as a regular

classroom population.

Student and Teacher Perceptions of the
Skills Training Experience

Several themes emerged from the comments made by
participating students and the resource room teacher
following the intervention program. Included in those
themes were student’s perceptions of their own changed
behaviors, their awareness of an increased range of
verbal persuasive skills and their positive feelings
about themselves and towards classmate:s. Consistent

with students’ perceptions, similar tlhemes were evident
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from the resource room teacher’s observations.
Representative comments expressed by this teacher are
as follows:

"Although I can’t identify any major behavior

changes resulting from the training program, I

have noticed that the atmosphere in the classroom

has changed. 1It’s more of a caring and sharing
atmosphere."

These themes suggest a sensitivity and awareness
of self and others in age appropriate role taking that
is often required for the development or maintenance of
positive social skills.

Suggestions for Future Research

The complexity of the definition of social
competence and social skills constructs makes the issue
of valid and reliable assessment equally difficult.

The limitations of behavior ratings have been presanted
and the situational specificity of socially acceptable
behavior increases those limitations. One way to
reduce some of the assessment problems is to employ a
wide range of assessment measures to include ratings
from hcme and community. Similar behavior ratings
could be completed by parents and teachers involved in
the care of the student. Although the present study
utilized parental and community ratings across

different measures, the lack of parent and community
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validation of the student’s scores on similar measures
was a deficit in this study. Students in the resource
room take part in regular classroom activities with
normal achieving peers for approximately half of each
school day. Behavioral evaluations on similar measures
completed by classroom teachers in both environments
would have provided useful additional measures.

Although the current study identified many
specific component situational skill deficits that are
problematic for the target children, further research
is needed to develop more efficient measures of
children’s behavioral responses in specific situations.
There is a need for research on more direct assessment
tools which could measure specific skill difficulties
exhibited by a child in differing situations.
Furthermore, there is a need for research on validating
the several direct measures currently available.
Identification of specific situational skill
difficulties provide a more accurate assessment of each
student. Such an assessment is crucial for validity of
the social skills intervention and successful treatment
outcome.

There are some problems that still require the
attention of future researchers. More comments from
participating students and teachers involved in the

care of these students are needed from qualitative
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studies to show which behaviors are valued as critical
in social interactions.

Since this study sampled students from only one
school resource room in an urban centre, future
research should include students from other schools in
the city and in rural areas and those students who
receive special education assistance within the regular
classroom, in order to increase generalizability.
Inclusion of students who require special educational
services, but who are not receiving assistance in a
segregated resource room setting would present a more
balanced picture of the student experiencing learning
difficulties and his development or maintaintence of
pro-social behaviors.

Generalization of learned skills becomes less of a
critical issue when a largef population of the school
is offered training. However, maintenance of those
skills still warrants attention. Short follow-up
periods from four weeks to three months have been
addressed in several studies (Fox, 1989; Northcutt,
1987). Longer follow-up periods present the difficulty
of other intervening variables (e.g., student drop out
including enrolment in a different school and summer
holidays) but are still needed.

In recent research the greater risk for rejection

and low peer relations of girls or aggressively active
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boys experiencing learning difficulties has been
stressed. (Bryan, 1974; Bruck, 1986). The sensitivity
to these research findings in this study may have added
knowledge to the body of research which suggested
strong correlations between peer relations and later
life difficulties. (Vaughn & Hogan, 1990) and endorsed
the utility of including this sensitivity when

investigating the construct of social competence.

Conclusions

Students experiencing learning difficulties
receiving daily resource room assistance in reading,
took part in a four week intervention program. A
psychoeducational model, Structured Learning, was used.
The intervention did not result in significant changes
in overall negataive social behavior observed by the
resource room teacher. However, the intervention did
result in significant effect of treatment in social
competence and self-efficacy. These effects were
maintained over a follow-up period of five weeks.

The suggestion was made that future research with
students experiencing learning difficulties should
experiment with empirical and qualitative studies to
compare their effectiveness at developing and
maintaining social 8kills. Suggestions were made that

future research should be sensitive to externalizing
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and internalizing behavior problems and the increased
risk of rejection and isolation for girls experiencing
learning difficulties. Future research should also
assess the various child and context variables. These
suggestions need to be considered in order to provide
differing social skills treatment for the target
population and account for successful outcome of
training programs in the classroom. The importance of
appropriate social skills as prerequisites to
establishing and maintaining adequate social

relationships cannot be overemphasized.
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Before and after training, I will spend 20 minutes with your child,
during an interview, to ask questions about how he/she feels about
relationships with classmates. Interviews with your child will be
done at the school. Interviews with you and your child will remain
confidential. A copy may be placed in your child's confidential
file at school.

In order to do this study, I am requesting permission for your
child to take part in the interviews and social skills training.

I will be pleased to provide any further information you may need
concerning this study. I may be contacted at 434-0628 after 6:00
p.m.

1 hope that you will agree to have your child take part in this
study. Please complete the CONSENT FORM included with this letter
giving your consent and return it to the school by January 13.

I look forward to meeting with you and discussing how I can best
help your child.

Thank you.

Yours sincerely,

Judie Kelly
/snd

% EDMONTON PUBLIC SCHOOLS
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APPENDIX C

PARENT/GUARDIAN INFORMATION LETTER

SOCIAL SKILLS TRAINING with Judie Kelly
University of Alberta
January 21, 1992

Dear Parent or guardian:

Thank you for allowing your child to take part in
my study assisting children with classroom social
relationships in Mrs. H’s class. I also wish to thank
you for taking time from your busy schedule to talk to
me about your child’s social relationships.

At this time, I would like to request permission
for your child’s confidential school records to be
accessed by me. Test results on the school files will
be used with my study, but I will use a false name to
protect your child’s identity. I am also requesting
your consent for Mrs. H to spend 10 minutes before the
training and 10 minutes after the training to answer
questions on a social skills checklist so that I may
gain a better understanding of your child’s behavior
within the school environment.

Lastly, I am requesting your permission to
videotape parts of the training sessions. Often, it is
helpful to replay the tape to see behaviors and
comments that may have been missed during the actual
session. 1In addition, children may feel rewarded for
their participation by having the opportunity to watch
themselves on the T.V. screen. The recordings may also
be reviewed by one of my supervisors involved in the
training program. I will erase the recordings when the
study is finished, in the summer of 1992.

I hope that you will agree to provide your
consent. Please complete the CONSENT FORM included
with this letter giving your consent and return it with
your child to Mrs. H’s class.

Thank you.

Yours sincerely,

Judie Kelly
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PARENT/GUARDIAN CONSENT FORM

CONSENT FORM

SO0CIAL S8KILLS TRAINING with Judie Kelly, University of Alberta

1 agreed t® have my child participate in the above training with
Judie Kqily.

: #erstanding that there will be no health risks to my child
resulting from his/her participation in the training. I also
understand that I am free to withdraw my consent and terminate my

child's participation at any time by written notice.
This form or photocopy thereof are equally valid.

Signed: (Mother/Father/Guardian)

Address:

(postal code)

Telephone: (Home) (Work)

The best time to call you

SES;EE»MC”¢K)N PUBLIC SCHOOLS
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PARENT/GUARDIAN CONSENT FORM

CONSENT FORM

SOCIAL SKILLS TRAINING with Judie Kelly, University of
Alberta.

I ¢live permission for Judie Kelly to access
conifidential student school records for my child,

and for information from previous
tésts which may be considered confidential to be
included in the present study. All information is to
remain confidential; real names will not be used in the
present study. I understand that the training sessions
will be in addition to but not part of my child’s
regular school program. I understand that the tralnlng
sessions cover one class period each thursday' mornlng
from January 30 to February 20, 1992. 1I also give
permission that these sessions may be video recorded.

I also give permission for Mrs. H. to spend 10 minutes
before the training and 10 minutes after the training
to complete a skills checklist on my child’s social
relationships at school. I understand that there will
be no health risks to my child resulting from his/her
participation in the training. I also understand that
I am free to withdraw my consent and terminate my
child’s participation at any time by written notice.

This form or photocopy thereof are equally valid.

Signed: (Mother/Father/Guardian)

Address:

Telephone:
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Directions: Each of the questions will ask you about how-well you do something.
Next to each question is a number.

Circle number 1 if you almost never do what the question asks.
Circle number 2 if you seldom do it.

Circle number 3 if you sometimes do it.
Circle number 4 if you'do it often.

Circle number 5 if you almost always do it.

There are no right or wrong answers to these questions. Answer the way you really
feel about each question. .

Ratings:

10.

1.
12.
13.

T2 3 4
Almost Never Seldom Sometimes Often

. Is it easy for me to listen to someone who is talking to me?

Do | ask for help in a friendly way when | need the help?

. Do | tell people thank you for something they have done

for me?

Do | have the materials | need for my classes (like books,
pencils, paper)?

. Do | understand what to do when directions are given

and do | follow these directions?
Do i finish my schoolwork?

. Do I join in on class talks or discussions?

Do | try to help an aduit when | think he/she could use
the help?

. Do | decide what | don't understand about my school-

work and ask my teacher the question in a friendly way?

is it easy for me to keep doing my schoolwork when
people are noisy? .

Do | fix mistakes on my work without getting upset?
Do | choose something to do when | have free time?

Do | decide on something | want to work for and keep
working until | get it?

5

Almost Always

- = Almost Never

o o Seldom
w w Sometimes

» & Often

-bh o

N

w
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h b

o o Almost Always
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14.

15.
16.

1.
18.
19.

. Do 1 notice when somebody needs help and try to help

21,

STUDENT SKILL CHECKLIST

s it easy for me to take the first step to meet somebody |
don't know? '

s it easy for me to start a conversation with someone?

When | have something else | havetodo,dolend a
conversation with someone in a nice way?

Do | ask to join in a game or activity ina friendly way?
Do ! follow the rules when | play a game?
is it easy for me to ask a favor of someone?

them?

Do | tell others that | like something nice about them or

something nice they have done for me or for somebody
vlse?

. When someone says they like something about me, do!

accept what they say?

23. Do | suggest things to do with my friends?

NB R

888

48 8 LBE

. Am | willing to share my things with others?

_ Do | tell others I'm sorry after | do something wrong?

" Do { know how 1 feel about different things that happen?
_ Do | let others know what | am feeling and doiitina good

way?

. Do | try to tell how other people are feeling?
. Do | show others that | understand how they feel?
. When someone has a problem, do | let them know that |

understand how they feel?

. When | am angry, do | deal with it in ways that won't hurt

other people?
Do | try to understand other people’s angry feelings?
Do | let others know | care about them?

Do | know what makes me afraid and do | think of things
to do so | don't stay afraid?

Do t say and do nice things for myself when | have
earned it?

. Do | keep my temper when | am upset?
. Do t know when | have to ask to do something | want to

do, and do | ask in a friendly way?

. When somebody teases me, do | stay in control?
39.

Do | try to stay away from things that may get me into
trouble?

Almost Never
Seldom

-l b

-l wh b b
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STUDENT SKILL CHECKL.IST

41,

42,

45.

47.

49,
_ Do | tell others something good about the way they

51.

_ Do | think of ways other than fighting to take care of

problems?

Do | think of ways to deal with a problem and think of
what might happen if | use these ways?

When | do somethinql shouldn't have done, do | accept
what happens then? -

" Do | decide what | have been accused of and why, and

then think of a good way to handle it?

. When | don't agree with somebody, do | help think of a

plan to make both of us happy?

When | feel bored, do | think of good things to do and
then do them?

. Do | know when a problem happened because of

something | did?

Do | tell others without getting mad or yelling when they
have caused a problem for me?

Do | help think of a fair way to take care of a complaint
against me?

When | lose at a game do | keep from getting upset?

played a game?

Do | decide if | have been left out, and then do things in a
good way to make me feel better?

. Do | do things that will help me feel less embarrassed?

53. When | don't do well with something (on a test, doing my

57.

58.
59.

60.

From Skillstreaming the Elementary School Child: A

chores), do | decide ways | could do better next time?

_ When | am told no, can | keep from becoming upset?
. Do | say no to things that might get me into trouble or

that | don't want to do, and do | say it in a friendly way?

. Can | keep my body from getting tight and tense when

I'm angry or upset?

When a group of kids wants me to do something that
might get me in trouble or that is wrong, do | say no?
Do | keep from taking things that aren’t mine?

Is it easy for me to decide what to do when 'm given a
choice? b

Do | tell the truth about what | have done, even if | might
get into trouble?

166

Almost Never
Seldom

-t
N

Guide for Teaching Prosocial Skills (pp. 32-34) by E.

NcGinnis and A.P.

una:ch Press. Copyright 1984 by the authors.
Reprinted by permiassion.

Goldstein, 1984, Champaign, Il:

Sometimes
Often
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TEACHER SKILL CHECKLIST 167
Student: . Class:
Date: Teacher:

. Directions: Listed below you will find a number of skills that children are more or
{ess proficient in using. This checklist will help you record how well each child
uses the various skills. For each child, rate his/her use of each skill, based on your
observations of his/her behavior in various situations.

Circle 1 if the chiid is aimost never good at using the skill.
Circle 2 if the child is seldom good at using the skill.

Circle 3 if the child is sometimes good at using the skill.
Circle 4:if the child is often good at using the skill.

Circle 5 f the child is almos\t always good at using the skill.

Please rate the child on all skills listed. If you know of a situation in which the child

has particular difficulty in using the skill well, please note it briefly in the space
marked “Problem Situation.”

Almost Never
Seldom
Sometimes
Almost Always

Often

1. Uistening: Does the student appear to listen when some-

one is speaking and make an effort to understand what is
said?

-t
n
(4]
Hn
o

Problem Situation:

2. Asking for Help: Does the student decide when he/she
needs assistance and ask for this help in a pleasant
manner? 1 2 3 45

Problem Situation:

3. Saying Thank You: Does the student tell others he/she
appreciates help given, favors, etc.? 12 3 45

Problem Situation:

4. Bringing Materials to Class: Does the student remember
the books and materials he/she needs for class? 1 2 3 456

Problem Situation:

5. Following Instructions: Does the student understand
instructions and foliow them? 1 2 3 45

Problem Situation:




TEACHER SKILL CHECKLIST

10.

1.

12.

13.

. Completing Assignments: Does the student complete

assignments at his/her indepenc\!ent academic level?

Problem Situation:

. Contributing to Discussions: Does the student participate

in class discussions in accordancs with the classroom
rules?

Problem Situation:

. Otfering Help to an Adult: Does the student offer to help

you at appropriate times and in an appropriate manner?

Problem Situation:

Asking a Question: Does the student know how and
when to ask a question of another person?

Problem Situation:

ignoring Distractions: Does the student ignore classroom
distractions?

Problem Situation:

Making Corrections: Does the student make the
necessary corrections on assignments without getting
overly frustrated?

Problem Situation:

Deciding on Something to Do: Does the student find
somathing to do when he/she has free time?

Problem Situation:

Setting a Goal: Does the student set realistic goals for
himself/herself and take the necessary steps to meet
these goals? '

Problem Situation:
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Almost Never
Seldom
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TEACHER SKILL CHECKLIST

14.

15.

16.

17.

18.

19.

21.

introducing Yoursetf: Does the student introduce himself/
herself to people he/she doesn't know in an appropriate

way? .

Problem Situation:

Beginning a Conversation: Does the student know how
and when to begin a conversation with another person?

Problem Situation:

Ending a Conversation: Does the student end a conversa-
tion when it's necessary and in an appropriate manner?

Problem Situation:

Joining In: Does the student know and practice
acceptable ways of joining an ongoing activity or group?

Problem Situation:

Playing a Game: Does the student play games with
classmates fairly?

Problem Situation:

Asking a Favor: Does the student knov\; how to ask a
tavor of another person in a pleasant manner?

Problem Situation:

. Offering Help to a Classmate: Can the student recognize

when someone needs or wants assistance and offer this
help?

Problem Situation:

Giving a Compliment: Does the student tell others that
he/she likes something about them or something they
have done?

Problem Situation: '

Almost Never

Seldom

b

169

N

Sometimes

Often

F-N

Almost Always
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TEACHER SKILL CHECKLIST

24.

25.

27.

28.

. Accepting a Compliment: Does the student accept these
comments given by adults or his/her peers in a friendly
way?

Problem Situation:

. Suggesting an Activity: Does the student suggest

appropriate activities to others?

Problem Situation:

Sharing: Is the student agreeable to sharing things with
others, and if not, does he/she offer reasons why he/she
can't in an acceptable manner?

Problem Situation:

Apologlzing: Does the student tell others he/she is sorry
for doing something in a sincere manner?

Probiem Situation:

Knowing Your Feelings: Does the student identify
feelings he/she is experiencing?

Problem Situation:

Expressing Your Feelings: Does the student express
his/her feelings in acceptable ways?

Problem Situation:

Recognizing Another's Feelings: Does the student try to
figure out how others are feeling in acceptable ways?

Problem Situation:

Showing Understanding of Another’s Feelings: Does the
student show understanding of bthers' feelings in
acceptable ways?

Problem Situation:

170
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TEACHER SKILL CHECKLIST

31.

32.

ar.

Expressing Concern for Another: Does the student
express concem for others in acceptable ways?

Problem Situation:

Dealing with Your Anger: Does the student use
acceptable ways to express his/her anger?

Problem Situation:

Dealing with Another's Anger: Does the student try to
understand another's anger without getting angry
himself/herself?

Problem Situation:

. Expressing Affection: Does the student let others know

he/she cares about them in an acceptable manner?

Problem Situation:

. Dealing with Fear: Does the student know why he/she is

afraid and practice strategies to reduce this fear?

Problem Situation:

Rewarding Yourself: Does the student say and do nice
things for himself/herself when a reward is deserved?

Problem Situation:

Using Self-control: Does the student know and practice
strategies to control his/her temper or excitement?

Problem Situation:

Asking Permission: Does the student know when and
how to ask if he/she may do something?

-~

Probler: =:.. st

. Respondis.; 5= reasing: Does the student dea! with being

teased in ways that allow him/her to remain in control?

Problem Situation:

Aimost Never
Seldom

-h
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TEACHER SKILL CHECKLIST

41.

42.

43.

45.

. Avolding Trouble: Does the student stay away from

situations that may get him/her into trouble?

Problem Situation:

. Staying Out of Fights: Does the student know of and

practice socially appropriate ways of handling potential
fights?

Problem Situation:

Problem Solving: When a problem occurs, does the
student think of aiternatives and choose an alternative,
then evaluate how well this solved the problem?

Problem Situation:

Accepling Consequences: Does the student accept the
consequences for his/her behavior without becoming
defensive or upset?

Problem Situation:

Dealing: with an Accusation: Dozs the student know of
and prisctice ways to deal with being accused of
something?

Problem Situation:

. Negotiating: Is the student willing to give and take in

order to reach a compromise?

Problem Situation:

Dealing with Boredom: Does the student select
acceptable activities when he/she is bored?

Problem Situation:

Deciding What Caused a Problem: Does the student
assess what caused a problem and accept the
responsibility it appropriate?

Problem Situation:

Almost Never
Seldom

-l
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TEACHER SKILL CHECKLIST

47.

48.

51.

52.

Malilng a Complaint: Does the student know how to say
that he/she disagrees in acceptable ways?

Problem Situation:

. Answering a Complaint: is the student willing to arrive at

a fair solution to someone's justified complaint?

Problem Situation:

Dealing with Losing: Does the student accept losing at a
game or activity without becoming upset or angry?

Problem Situation:

. Showing Sportsmanship: Does the student express a

sincere compliment to others about how they played the
game?

Problem Situation:

Dealing with Being Left Out: Does the student deal with
being left out of an activity without losing control?

Problem Situation:

Dealing with Embarrassment: Does the student know of
things to do that help him/her feel less embarrassed or
self-conscious?

Problem Situation:

Reacting to Fallure: Does the student figure out the
reason(s) for his/her failure, and how he/she can be more
successful the next time?

Problem Situation:

Accepting No: Does the student accept being told no
without becoming unduly upset or angry?

Problem Situation:

173
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TEACHER SKILL CHECKLIST

Aimost Never
Seldom

55. Saying No: Does the student say no in acceptable ways
to things he/she doesn't want to do or to things that may
get him/her into trouble?

-t

Problem Situation:

56. Relaxing: Is the student able to relax when tense or .
upset? 1

Problem Situation:

57. Dealing with Group Pressure: Does the student decide
what he/she wants to do when others pressure him/her to
do something else? 1

Problem Situation:

58. Dealing with Wanting Something That lsn't Mine: Does
the student refrain from taking things that don't belong to
him/her? 1

Problem Situation:

59. Making a Decision: Does the student make thoughtful
choices? 1

Problem Situation:

60. Being Honest: Is the student honest when confronted
with a negative action? , ' 1

Problem Situation:

From Skillstreaming the Elementary School Child: A
Guide for Teaching Prosocial Skills (pp. 35-42) by E.
McGinnis and A.P. Goldstein, 1984, Champaign, Il:
Research Press. Copyright 1984 by the authors.
Reprinted by permission.
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APPENDIX G has been removed because of copyright
restrictions. This material contained the Children’s
Self-Efficacy for Peer Interaction Scale from Wheeler,
V.A., & Ladd, G.W. (1982). Assessment of Children’s
Self-Efficacy for social interactions with peers.

Developmental Psychology, 18(6), 795-805.




APPENDIX H

CHILD BEMAVIOR CHECKLIST (CBC)-PARENT FORM

CHILD BEHAVION CHECKUST FOR AGES 41
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From Manual for The Child Behavior Checklist and
Revised Child Behavior Profile. (pp. 6 & 9) by Thomas
M. Achenbach, 1983, Vermont: University of Vermont.
Copyright 1981 by the author. Reprinted by permission.
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CHILD BEHAVIOR CHECKLIST —TEACHER'S REPORT FORM
PUPILS NAME SCHOOL
PUPIL'S AGE PUPILS SEX ETHNIC GROUP | PARENTS' TYPE OF WORK (Piease be 83 apecific a8 you can—tor
OBy 0OGH OR m-mm&mmmmmum
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GRADE THIS FORM FLLED OUT BY FATHERS
O Teacher (nama) TYPE OF WORK: -
v 0O Counselor (NaMe) e e ‘r'ggg? WORK:
O Other (specity) Please try to answer each Kadtas completery =s possibie, ewsn I
name: you lack full lnformation. s :
1. How long have you known this pupli?
1. How well do you know himher? O Very Well 0O Moderately Well O Not Well
1. How much time doss he/she mndlnmdluwmk?
IV. What kind of class Is t? (Please be specific, 9., regular 5th grade, 7th grade math, etc)
V. Has heishe ever been referred for special class placement, services, or tutoring?
O No D Don't Know O Yes~what kind and when? )
VI. Has heishe ever repested a grade?
0 No O Don't Know 0 Yes~grade and reason
VIL Current school performance -~ list academic subjects and check wm column:
1. Far below 2 Somewhat 3. At grade 4, Somewhat 8. Far above
Academic sublect grade below grade fovel above grade grade
1. o 8] a] o] (u]
2 a Q a [n] s]
L X a a} n] 0 o
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Vil Compared to typical puplis of 1. Much 2 Somewhat 3. Slightly 4. About 6. Slighlly 8. Somewhat 7. Much

the same age: less lens less average more more more

1. How hard is he/she working? (n] o D u] [a] D a]
2. How appropristely is hefshe

behaving? o a] (w] D D a} (n]
3. How much is ha'she leaming? s} ] 0 D D 0 D
4. How happy is heishe? [s] (o} 8] [a] [»] 0 0
0L Most recent achisvement test scores (f avallable):

Percentlis or
Name of test Subject Dete ) grade level obtalned

X 1Q, resdiness, or aptitude tests (if avaliable):

Name of test Date 1Q or equivatent scores

XL Plesse feel free to write any comments sbout this pupil's work, behavior, or potential, using extrs peges i necessary

PAGE 2
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correlation was found between the teacher’s ratings and
behavioral observational data.

Achenbach and Edelbrock (1983) report high
test-retest reliability of item scores, scale scores,
total problem and competence scores. For individual
items, intraclass correlations were computed between
item scores. Information was obtained from mothers
completing the CBC at one-week intervals, mothers and
fathers filling out the CBC and three different
interviewers obtaining information from parents. The
correlations were all were +.90. For scale scores and
total problem and competence scores, the median Pearson
product moment correlations for l-week test-retest
reliability of mother’s ratings was .89. The median
Pearson correlation between mother’s and father’s
ratings was adequate at .66. Of these 110 mother and
father rating correlations, 94 were statistically
significant at p =.05 or better.

Research Procedures

Data Collection

The Student Skill Checklist and The Children’s
Self-Efficacy for Peer Interaction Scale (CSPI) were
administered to each child individually in a quiet room
during school time in the home school. The Teacher
Skill Checklist and the Child Behavior Checklist

(CBC) -Teacher’s Report Form were distributed to the



84

resource room teacher to rate each child. The Child
Behavior Checklist (CBC)-Parent rating form was
introduced fo each parent during a personal telephone
interview.

The Student Skill Checklist and CSPI questionnaires
were completed by subjects prior to their treatment,
serving as a pretest and after treatment providing a
posttest. The subjects filled out the Student Skill
Checklist and CSPI in one interview session and lasted
approximately 30 minutes per child. The Teacher Skill
Checklist and the CBC-Teacher’s Report Form ratings
were completed by the resource room teacher prior to
treatment and after treatment. These ratings took the
resource room teacher spproximately 30 minutes per
child. The CBC-Parent ratings were completed by the
same parent prior to treatment and after treatment.
The parent completed these ratings during one personal
telephone interview which took each parent
approximately 10 minutes per child. This time does not
include the training program which was completed on
four separate occasions over a period of one month,
after the administration of the pre-test questionnaires
with students, parents and resource room teacher.

For each child, the order of the presentation of
the questionnaires remained the same. The Student

Skill Checklist was administered first followed by the
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Children’s Self-Efficacy for Peer Interaction Scale
(CSPI). Individual testing was done two times by the
researcher; in early January, 1992 and end of February
1992, Follow up post-test observation was done in late
March, 1992. Guidelines suggested by the test makers
for administering the tests were strictly followed.

All instructions and questions were read aloud to
ensure that students would not be unduly handicapped
during testing due to reading difficulties. All
students completed both questionnaires.

Similar introductions in the interview session
with each child were given by the examiner. The
examiner indicated in a general way the reason for the
questionnaires a..d what the student was expected to do.
Students were reassured that the questionnaires were
not tests, the answers they give would be confidential
and their answers would not be entered into their
school record. Students were asked not to compare
their answers with classmates after the session.

Specifically, when introducing the Student Skill
Checklist and the CSPI each student was told the
folloWing, "I am interested in some information about
the class. I would like to ask you about how well you
do something. You will let me know by marking your
choices down on the papers I will give you. You can be

honest, because I will not show anyone else in the
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class your answers. I will be the only one to see
them."

Each student received a Student Skill Checklist
that lists 60 questions designed to assess the
student’s perceptions of the social skills they feel
they need to learn. The numbers 1 - 5 were printed next
to each question. To explain the use and meaning of
the 5 point scales examples of food were used. For
example, the student was asked, "How much do you eat
chocolate ice-cream? Almost never, seldom, sometimes,
often, almost always?" The researcher also gave
examples by drawing happy faces to denote the numbers
from 1-5. For example, a very happy face meant almost
always, whereas a neutral happy face denoted sometimes.
Each student was then invited to circle the number that
best represented how well they do something.

For completing the Children’s Self-Efficacy for
Peer Interaction Scale (CSPI) the meaning of each
rating was explained to each student. Examples of
schoolwork were used. For example, math is "HARD!
Hard Easy or EASY!"™ for me to do. The researcher
also gave examples by drawing happy faces to denote the
numbers from 1-4. For example, a very happy face meant
EASY!, whereas a very sad face denoted HARD! Each
statement was read aloud in order to reduce the

potential confound of reading ability. The student was
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instructed "as each question is read, you must decide
on which of the four choices best describes you, then
circle 1, 2, 3 or 4 on the sheet infront of you."

For administering the Teacher Skill and Child
Behavior Checklists, (CBC) the resource room teacher
involved in the study was given the following
directions: "I am trying to identify the kinds of
situations that are most likely to cause problems for
these students. For each situation, please indicate
how best it describes the student now or within the
past two months. Circle a number for that statement
which descibes the behavior you have observed."

In other words, how much of a problem is this situation
for this childa?"

The teacher was given the Teacher Skill Checklist
and Child Behavior questionnaires containing
information pertaining to the ratings and the meanings
of each. Examples were given verbally for each
questionnaire to the teacher involved.

The statement given verbally for the Teacher Skill
Checklist was, "Does the student know how to say that
“he/she disagrees in acceptable ways?" The teacher was
told that if the student was almost always good at
using this skill then circle a number 5. If the
student is often good at using the skill then circle

the number 4. If the student is sometimes good then



88

circle 3. However, if the student is seldom good at
using the skill then circle 2 and if the child is
almost never good at using the skill then circle 1.
The statement given verbally for the Child Behavior
Checklist was, "lying or cheating." The teacher was
told that if lying or cheating was a problem situation
for this student then circle the number 2. If the
statement is somewhat or sometimes true, then circle 1.
However, if the statement is not true, as far as the
teacher knows, then circle 0. The teacher was told
that the researcher was interested in how frequently
the situation occurs and to please answer all items.

For administering the Child Behavior
Checklist-Parent report form, the parent involved in
the study was given the following directions: "I am
trying to identify in a general sense, the kinds of
social activities that are most likely to cause
problems for your child. For each situation, please
indicate how best it describes your child now or
within the past two months. A number is circled for
that statement which best descibes the participation of
the activity you have observed. 1In other words, how
active is your child in sports/nonsports, social or
school activities?"

Each parent was verbally provided with information

pertaining to the CBC social competence ratings and the
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meanings of each. Examples were given for each
activity to the parent involved. The statement given
for sports activities was, "please list the sports your
child most likes to take part in. For example,
swimming, baseball, skating, skate boarding, bike
riding, fishing, etc. " The parent was asked to
compare with other children of the same age and
indicate whether their child spent average, more than
average or less than average time in each activity. The
parent was also asked to compare with other children of
the same age and indicate how well their child does
each of these activities. However, if the parent did
not know or could not compare their child with other
children, then the investigator circled "don’t know."
The parent was told that the researcher was interested
in how often the child partakes in these activities and
to please answer &ll items.
Treatment Procedures

The Structured lLearning social skills program was
held in a four week session conducted from the end of
January to the end of February, 1992. The complete
session was taught by the researcher, a parent of two
elementary aged boys, who had no prior formal teacher
training. However, as a child, the researcher had
experienced learning and social skill difficulties

during elementary school. Prior to the commencement
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of the social skills program the researcher discussed
the program and the reasons that the students were
selected, both with the students individually and with
their parents, by telephone. The program was held in
the morning after recess, once per week for 50 minutes
during the students’ regularly scheduled math period.
The group met in it’s resource room classroom. An
overhead projector, blackboard and chalk were in the
classroom for use throughout the program. A video
camera was not available for any part of the program.
All lessons were held in the same classroom. The
program content and methods have been reviewed in
chapter two.

There were five basic treatment procedures used in
the Structured Learning program: social skills
tutoring, self report homework assignment, parent
support system, group praise and weekly token
reinforcement system. Although the researcher assumed
overall responsibility for the treatment program, the
resource room teacher was highly involved in the latter
procedure. The entire program was carried éut once per
week, for 50 minutes over a four week period. Only the
researcher was involved with the students during each
weekly session. All five components were carried out
for the full four week program. The treatment

procedures were provided according to a detailed
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Structured Learning transcript provided in

Skillstreaming the Elementary School Child: A guide for

teaching prosocial skills. (McGinnis & Goldstein,

1984) .

The social skills tutoring component of the
Structured Learning Program was based on a behavioral
and cognitive model. It involved coaching procedures
studied by Oden and Asher (1977). Social skills
tutoring inciuded step by step instructions, behavioral
researsal and feedback involving the researcher and the
target children in a structured classroom setting. The
four weekly sessions included lessons in dealing with
anger and relaxation, listening and following
instructions, beginning and ending a conversation,
knowing feelings and contributing to classroom
discussions. (See Appendix I). Specific responses were
practiced individually and in pairs until proficiency
appeared adequate. 1In addition this treatment
component involved the experimenter prompting and
positively reinforcing target behaviors learned in
previous lessons.

The homework report was also the researcher’s sole
responsibility. (See Appendix J). It involved
providing subjects’ with an overhead reproduction of
the basic steps of each skill tutored and assisting

them with any difficulties in copying. It provided the
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basis for awarding the child’s effort on the weekly
bulletin prepared for parents. (See Appendix K). Each
child was asked by the examiner to copy the basic steps
of one skill on a homework report and encouraged to
practice the skill at home with a family member.
Subjects were asked to indicgte on the report how well,
by circling a happy face, they perceived the the skill
was practiced.

The parent support system was also the
researcher’s sole responsbility. The researcher
completed a weekly parent bulletin for each child which
provided an opportunity to praise the student and keep
parents informed of their child’s progress in the
sncial skills program. (See Appendix K). As mentioned
in chapter two, gaining support from parents and family
members was designed to promote transfer of training
and generalization of skills to other situations.

The researcher also completed a weekly group
praise report for the students which promoted a great
team effort. (See bottom of Appendix K). As a further
attempt to promote group praise and transfer of
training to other situations, each student was awarded
a certificate of achievement at the completion of the
social ski3" ' “raining program. (See Appendix L).

The -+¥ tcken reinforcement system was a joint

responsinility involving both the resource room teacher
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and the researcher. Subjects received tokens for
exhibiting appropriate classroom behavicr during social
skills tutoring lessons. All tokens awarded were
identified by the name of the subject and placed inside
a sealed container. At the end of each week, a prize
provided by the resource room teacher was awarded to
one student. This component also provided an
opportunity for the resource room teacher to socially
reinforce the recently tutored positive social
behaviors.

Hypotheses

Hypothesis 1

There will be no significant change in p.~blem
behavior scores on the Child Behavior Checklist
(CBC) -Teacher Report Form for all students following
the training program.

Hypothesis 2

There will not be a significant effect of
treatment in social competence scores on the Child
Behavior Checklist (CBC)-Parent Form for all students
following the training program.

Hypothesis 3

There will be no significant change ir level of
self-efficacy for all students as measured on the
Children’s Self-Efficacy for Peer Interaction Scale

(CSPI).
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Data Analysns

To determine the effect of the intervention
program in this pre/post design, analysis of data was
done in ways that were appropriate to the research
question being asked. The data were examined in terms
of group means to see if the results were overall more
positive, neutral or negative.

As gendnr was a variable of focus, t-tests were
performed on means of behavior and self-efficacy
measures to determine which factors or combination of
factors significantly affected the success of the
program.

Delimitations

The major delimitation of the study was that the

researcher investigated a very specific sample of
students from Grades 4, 5 and 6 in one elementary
school within the City of Edmonton. These students
receiven daily resource room assistance for learning
difficulties in reading achievement.

Limitations

One limitation of this research is that the
generalizability of the results may be apppropriate
only for students in grades four, five and six who come
from families in the lower to middle socio-economic

levels. Also, developmental changes in social skills
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strategies of these students may be unclear due to the
restricted age range.

The findings may be influenced by the
facilitator’s motivation. If the facilitator was
concerned about how she was doing in the facilitator
role, the findings could be effected by a facilitator
who was highly motivated to assist these students to do
well,

The present study was also limited by the use of a
questionnaire (CSPI), which has not been empirically
researched. Although use of this measure served to
investigate the outcome of the Structured Learning
program, the results of the present research must be
considered terntative. Future studies that correlate
the outcome of the Structured Training program with
more psychometrically sound tests may provide more
conclusive evidence of the relationship between social
skills training and self perception of effectiveness.

Research on procedures used to examine children’s
popularity with peers has shown that both negative and
positive peer nominations and ratings are valuable in
identifying the sociometric classification of children.
For example, asking children who they like to play or
work with the most and who they like the least allows
for the discrimination between the neglected and

rejected student. (Lazarus & Weinstock, 1984). However,
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due to ethical considerations, neither peer nominations
nor ratings were used in the present study. This
investigation focussed on popularity in a broad sense
and using only the CBC-parent rating of social
competence and the CSPI self-rating of self perception
of effectiveness in social situations was deemed
appropriate.

A further limitation involves the lack of a
control group in the present study. It is difficult to
know whether the changes noted are as a result of the

training program or would have occurred anyway.
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CHAPTER IV
RESULTS
Introduction
The data analysis is divided into two sections.

First, student demographics by gender, age and grade
are presented comparing subgroup of behavior type as
profiled by the Child Behavior Checklist-Teacher Report
(CBC) . Second, to determine the significance of
differences between pre- and post-treatment measures,
data from the teacher report measure of child behavior
difficulties (CBC), the parent report measure of social
competence (CBC), and the self-repcort measure of
self-efficacy (CSPI) were analyzed using t-tests. This
was accomplished by means of the Statistical Package
for the Social Sciences (SPSSX) computer program
(1983). In oxder to compare the mean scores of the
grade 4 to 6 school aged males and females within the
sample the scores were changed to T-scores, using the

CBC age and gender specific norms.

Student Demographics
The sample, as displayed in Table 1, consisted of
12 grade four to six students inclusive. Two of these
students exhibited normal range behavior, whereas eight
were identified as expressing behavior within a

clinical range in a clearly defined behavior type.
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Sixty-seven percent of the total sample were male.
However, in the sub sample identified within the
internalizing behavior type, the number of males
compared to the number of females was double. In the
sub sample type identified as externalizing, no females
were reported. The majority of the students in the
total sample were in grade five. Seventy-five percent

of the students were between the ages of 10 and 11.
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Table 1
School Sample Distribution Between
Males and Females, Age and Grade by

the Child Behavior Profile-Teacher Report (CBC)

Sample N Type I Type E Type U Type
(n=12) (n=2) (n=6) (n=2) (n=2)
M F M F M F M ¥ M F
M 8 4 2 2
F 4 2 2

Age Distribution

9 1 1
10 2 2 1 2 1
11 5 3 2
12 1 1 1 X

Grade Distribution

4 3 1 2
5 7 4 1 2
6 1 1 1 1
M = male
F = female
N = Normal Behavior Type
I = Internalizing Behavior Type, Clinical Range
E = Externalizing Behavior Type, Clinical Range
U = Undetermined Behavior Type, Clinical Range
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Hypothesis 1

A paired t-test was used to analyze the data from
all participating students (pre- versus post-social
behavior treatment T-scores). A summary of the
descriptive statistics is presented in Table 2. No
significant difference was found between pre- and
post-treatment observations. This suggests that
treatment was without effect. The intervention did not
have a significant effect in changing overall behavior
problems for students following the training program.
The difference in sample means (pre- and
post-treatment) results only from chance.

Although the intervention results were not
statistically significant, it is interesting to note
that the mean T-score for particants remained outside
of the normal range (55 - 70), suggesting an excess or
clinical range of behavioral difficulties when compared

with the norming group. (Achenbach & Edelbrock, 1983).
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Table 2
Means, Standard Deviations and Significance of
Differences Between Pre-Treatment and
Post~Treatment

Rates of Social Behavior

Variable N Mean SD t-value Prob.
two-tail

SB Tl 73.08 9.29

12 2.03 .067
SB T2 72.08 8.52
SB = Social Behavior
Tl = Pre-Test
T2 = Post-Test

Hypothesis 2
A paired measures t-test was used to determine the
effect of social competence following intervention
(pre- versus post-treatment T-scores). A summary is
provided in Table 3. A significant difference was
found. This suggests that treatment had a significant
effect in increasing social competence for students

following the training program.



102

Table 3
Means, Standard Deviations and Significance of
Differences Between Pre-Treatment and
Post-Treatment

Rates of Social Competence

Variable N Mean SD t-value Prob.
two-tail
SC T1 36.92 11.77
12 -3.36 .006*
SC T2 39,67 10.48
SC = Social Competence
Tl = Pré=Test
T2 = Post-Test
*p < ,05

Hypothesis 3
A paired measures t-test was used to determine the
effect of social self-efficacy following intervention
(pre- versus post-treatment raw scores). A summary is
provided in Table 4. A significant difference was
found. This suggests that treatment had a significant
effect in increasing social self-efficacy for students

following the training program.



Table 4
Means, Standard Deviations and Significance of
Differences Betweer. Pre-Treatment and
Post-Treatment

Rates of Social Self-Efficacy

Variable N Mean SDh t-value Prob.
two-tail
SE T1 60.00 10.22
12 -4.70 .001*
SE T2 62.25 10.75
SE = Self-Efficacy
Tl = Pre-Test
T2 = Post-Test
*p < ,05

Other comparisons for female and male participants
were made by paired t-tests on pre- and post-test
measures of social behavior, social competence and
sociai self-efficacy. A summary is presented in Table
5. There were no significant differences found. This
suggests that male scores were not significantly

different from female scores in this sample.
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Means, Standard Deviations and Significance of

Differences Between Males and Females
on Social Behavior, Social Competence

and Social Self-Efficacy

Variable Male Female t-value Prob

M SD M SD two-tail
SB Tl 76.25 8.26 66.75 8.81 -1.80 .125
SE T2 74.75 7.52 66.75 B.81 ~1.56 .178
SC Tl 32.38 8.31 46.00 13.49 1.85 135
SC T2 35.75 7.13 47.50 12,72 1.72 .161
SE T1 63.13 8.08 53.75 12.34 -1.38 .235
SE T2 65.00 9.23 56.75 12.84 -1.15 .308

n males = 8, n females = 4

SB
SC
SE
Tl
T2

Social Behavior
Social Competence
Self-Efficacy
Pre-Test
Post-Test
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CHAPTER V
DISCUSSION
Introduction
In this concluding chapter the findings are
related to the stated purpose. The statistical
significance of this study is provided and implications
and strengths are highlighted. Teacher and
participating student perceptions of the training
experience are offered. Suggestions for future

research are explored.

Discussion

The efficacy of offering social skills training to
children experiencing learning difficulties is
examined. The many psychological correlates of learning
difficulties include low social competence, social
behavior problems and low self-efficacy which may
include symptoms of anxiety, social withdrawal, somatic
complaints, depression, aggressiveness or
inattentiveness. Symptom relief gained by utilizing
positive social skill behavior is helpful in two ways.
Symptom relief may reduce the threat of present
functioning (Kohn, 1977) and allow students to get on
with pursuing their academic goals in school-related
tasks. (Coie, 1985). Success in utilizing positive

social behavior promotes positive social relationships
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with both adults and peers which in turn increases
social competence and self-efficacy. Expetience of
success due to positive interaction with others
increases self confidence in the ability to bring about
positive change.

Elementary school-aged children in grades 4 to 6
receiving daily resource room ass%stance for reading
difficulities were given an opportunity to learn and
utilize eight sccial skills with their resource room
classmates facilitated by the researcher. This group
of students showed a significant effect of treatment on
both social competence and self-efficacy measures. 1In
addition, changes on both measures were maintained
after a five week follow-up period.

The success of behavioral-cognitive methods in
effecting behavior chan¢ge has been previously
determined. (Cooke & Apolloni, 1976; La Greca &
Santogrossi, 1980; Lacioni, 1982). The Structured
Learning skills model utilized not only cognitive
methods but a wide range of affective and behavioral
methods, including reinforcement, feedback and
modeling. In this study, the training program was
adapted to meet the needs of children experiencing
learning difficulties. It was successful in changing
those behaviors associated with the construct of social

competence and self-efficacy. The construct definition
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utilized encompasses positive relations with others,
age appropriate social behaviors and effective social
behavior such as verbal communication. A significant
change in overall negative social behavior which
includes both internalizing and externalizing behavior
difficulties was not found.

The 2bive findings are consistent with the results
of other muliti-method studies focused on remediating
social difficulties of elementary schcol-aged children
experiencing learning difficulties. (La Greca &
Santogrossi, 1980). These findings are also consistent
with the failure of studies emphasizing cognitive
methods alone to demonstrate changes in observed social
behavior. (Gresham, 1985). These results indicate that
children experiencing learning difficulties can benefit
from being given an opportunity to learn and practice
positive social skills in a facilitated group.
Significant differences between males and females on
these measures were not found. A lack of significant
differences found between classes is an indication of
homogeneity within the sample. Overall, this study
confirmed previous literature and provided a more
comprehensive picture of related psychological

correlates.
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Statiatical Significance
All students participating in the present social
skills intervention program showed significant effect
of treatment in social competence and social
self-efficacy. Group comparison of overall social

problem behavior showed no statistical significance.

Theoretical Implications

The resuits of the present study provide support
for several assumptions of an ecological model which
emphasizes the interaction between a child and the
environment. It was found that children experiencing
learning difficulties significantly increased their
level of social competence. This evaluation by parents
of their children was further supported by the results
of the self-report scale. It was found that the
participants rated themselves as responding more
positively to problem situations requiring verbal
communication, as measured by the Children’s
Self-Efficacy for Peer Interaction Scale (CSPI). The
students felt that they were more able tc handle the
various social situations after the social skills
intervention. Opinions solicited from the students
themselves about their perceptions of their skills and
competencies added to the understanding of the

reseacher and had direct implications for programming.
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Both results can be generalized in that children
experiencing learning difficulties may be further
disabled by inadequate social skills. These findings
support the ecological framework in that the
professional cannot ignore the many child and context
variables such as externalizing or internalizing
behavior problems, parent, teacher and peer support and
learner characteristics. Such information is helpful in
determining needs and defining the homogeneity of the
sample. Diverse needs might be met with different
programs.

According to the ecological model which this study
supports, there is no single assessment tool which can
be used to evaluate each target behavior in every
situation. Therefore, by utilizing various measures
such as parent, teacher ancd self-ratings as used in the
current study, an attempt is made to consider the
various child and context variables in the
comprehensive assessment and treatment of social skills
difficulties of children experiencing iearning

difficulties.

Strengths of the Present Study
The present study has several strengths. The
first is the assessment of social skills deficits and

the consideration of other factors such as anxiety,
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social withdrawal and aggressiveness. A major problem
for children experiencing learning difficulties is that
they may also experience social withdrawal or social
rejection. This isolation may be due to skill deficits
or interfering cognitive or emotional factors and may
have important implications for assessment and
treatment. The exclusive assessment of social skills
deficits could cause the professional to lose sight of
other factors such as anxiety or depression that may
need to be the focus of further assessment and
treatment. (Kratochwill & French, 1984).

A second strength is the use of a clearly defined
and widely accepted definition of social competence.
Two major problems with social skills/social competence
research has been the use of broad definitions that are
unclear and the lack of agreement among researchers as
to which definition is more accurate. Comparisons
between earlier studies have been difficult due to a
lack of consensus concerning these definitions. Later
research has tended to use a multi-component definition
as ic is used in this study.

A third strength is the use of a wide accepted
standardized measure of social competence and social
skills problem behaviors. (Achenbach & Edelbrock,
1983) . In addition, this measure attempts to assess

both internalizing and externalizing dimensions of
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problem behavior. There is a great need in social
skills research for the use of standardized measures to
confirm theoretical assumptions and clinical
observations.

A fourth positive aspect of the present research
is the participation of resource room students. The
positive side is that these students present a fairly
homogenous group with respect to a number of important
variables. This permits greater accuracy in the
investigation of relationships. The use of resource
room students also permitted the participation in the
study of more students who experienced moderate to
severe reading difficulties than would have been
possible through other means such as a regular

classroom population.

Student and Teacher Perceptions of the
Skills Training Experience

Several themes emerged from the comments made by
participating students and the resource room teacher
following the intervention program. Included in those
themes were student’s perceptions of their own changed
behaviors, their awareness of an increased range of
verbal persuasive skills and their positive feelings
about themselves and towards classmate:s. Consistent

with students’ perceptions, similar tlhemes were evident
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from the resource room teacher’s observations.
Representative comments expressed by this teacher are
as follows:

"Although I can’t identify any major behavior

changes resulting from the training program, I

have noticed that the atmosphere in the classroom

has changed. 1It’s more of a caring and sharing
atmosphere."

These themes suggest a sensitivity and awareness
of self and others in age appropriate role taking that
is often required for the development or maintenance of
positive social skills.

Suggestions for Future Research

The complexity of the definition of social
competence and social skills constructs makes the issue
of valid and reliable assessment equally difficult.

The limitations of behavior ratings have been presanted
and the situational specificity of socially acceptable
behavior increases those limitations. One way to
reduce some of the assessment problems is to employ a
wide range of assessment measures to include ratings
from hcme and community. Similar behavior ratings
could be completed by parents and teachers involved in
the care of the student. Although the present study
utilized parental and community ratings across

different measures, the lack of parent and community
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validation of the student’s scores on similar measures
was a deficit in this study. Students in the resource
room take part in regular classroom activities with
normal achieving peers for approximately half of each
school day. Behavioral evaluations on similar measures
completed by classroom teachers in both environments
would have provided useful additional measures.

Although the current study identified many
specific component situational skill deficits that are
problematic for the target children, further research
is needed to develop more efficient measures of
children’s behavioral responses in specific situations.
There is a need for research on more direct assessment
tools which could measure specific skill difficulties
exhibited by a child in differing situations.
Furthermore, there is a need for research on validating
the several direct measures currently available.
Identification of specific situational skill
difficulties provide a more accurate assessment of each
student. Such an assessment is crucial for validity of
the social skills intervention and successful treatment
outcome.

There are some problems that still require the
attention of future researchers. More comments from
participating students and teachers involved in the

care of these students are needed from qualitative
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studies to show which behaviors are valued as critical
in social interactions.

Since this study sampled students from only one
school resource room in an urban centre, future
research should include students from other schools in
the city and in rural areas and those students who
receive special education assistance within the regular
classroom, in order to increase generalizability.
Inclusion of students who require special educational
services, but who are not receiving assistance in a
segregated resource room setting would present a more
balanced picture of the student experiencing learning
difficulties and his development or maintaintence of
pro-social behaviors.

Generalization of learned skills becomes less of a
critical issue when a largef population of the school
is offered training. However, maintenance of those
skills still warrants attention. Short follow-up
periods from four weeks to three months have been
addressed in several studies (Fox, 1989; Northcutt,
1987). Longer follow-up periods present the difficulty
of other intervening variables (e.g., student drop out
including enrolment in a different school and summer
holidays) but are still needed.

In recent research the greater risk for rejection

and low peer relations of girls or aggressively active
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boys experiencing learning difficulties has been
stressed. (Bryan, 1974; Bruck, 1986). The sensitivity
to these research findings in this study may have added
knowledge to the body of research which suggested
strong correlations between peer relations and later
life difficulties. (Vaughn & Hogan, 1990) and endorsed
the utility of including this sensitivity when

investigating the construct of social competence.

Conclusions

Students experiencing learning difficulties
receiving daily resource room assistance in reading,
took part in a four week intervention program. A
psychoeducational model, Structured Learning, was used.
The intervention did not result in significant changes
in overall negataive social behavior observed by the
resource room teacher. However, the intervention did
result in significant effect of treatment in social
competence and self-efficacy. These effects were
maintained over a follow-up period of five weeks.

The suggestion was made that future research with
students experiencing learning difficulties should
experiment with empirical and qualitative studies to
compare their effectiveness at developing and
maintaining social 8kills. Suggestions were made that

future research should be sensitive to externalizing
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and internalizing behavior problems and the increased
risk of rejection and isolation for girls experiencing
learning difficulties. Future research should also
assess the various child and context variables. These
suggestions need to be considered in order to provide
differing social skills treatment for the target
population and account for successful outcome of
training programs in the classroom. The importance of
appropriate social skills as prerequisites to
establishing and maintaining adequate social

relationships cannot be overemphasized.
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studert),

Title: Social Skills Training with Learning Disabied Children.

Participating Agencies:

Recommended Change:
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APPROVAL TO CONDUCT RESEARCH 159

EDMONTON PUBLIC SCHOOLS

December 17, 1991 (File #027)

Mr. W. A. Kiffiak

School Liaison Officer
Division of Field Services
University of Alberta
Edmonton, Alberta

T6G 2GS

Dear Mr. Kiffiak:

Re: Research Request: Skills u
sable d : e

The above research request has been approved on a permissive
basis following examination by our department. The approval is
subject to the following conditions.

1. Teachers and student participation in the study to be

voluntary,;
2. Students are free to withdraw at any time;
3. Parental permission will be sought for students to

participate in the study, and to ‘obtain access to those
student records deemed necessary,;

4. The results of the study will be provided to the parents
and teacher; and

5. Anonymity of the studenus and the confidentiality of
{nformation obtained is assured.

Judith Kelly should now contact , principal,
elementary school, to obtain approval and to make the necessa.y
arrangements for conducting the study. A two page sumpary of
the study is enclosed for your information.

The district would appreciate receiving a copy of the study
results as they become available. (PLEASE QUOTE FILE # ABOVE)

Yours sincerely,
ﬂ—‘.\o\\,\'\.\ 1{.!.',.‘1‘:( 18 "'
¢~ Sifion van der Valk

Supervisor Monitoring and
Student Information

SVV/LH:ae

cc L Elementary School
Judith Kelly
CENTRE FOR EDUCATION
One Kingsaas
Tdmonton, Albwrta T34 3009
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January 10, 1992

pear Parent/Guardian,

I would like to request permission for your child to take part in
social skills training with me at your school. The training will
take place in your school for one class period, once a week for
four weeks.

I am a graduate student at the University of Alberta in the Faculty
of Education. As part of my studies, at the University, I am
assisting children in Mrs, H's class with classroom social

relationships.

Before the training, I would like to spend 20 minutes with you
during an interview to discuss how you feel about your child's
relationships with classmates, so that we can find out which social
skills would be most helpful for your child.

Before and after training, I will spend 20 minutes with your child,
during an interview, to ask questions about how he/she feels about
relationships with classmates. Interviews with your child will be
done at the school. Interviews with you and your child will remain
confidential. A copy may be placed in your child's confidential
file at school.

In order to do this study, I am requesting permission for your
child to take part in the interviews and social skills training.

I will be pleased to provide any further information you may need
concerning this study. I may be contacted at 434-0628 after 6:00

p.m.

1 hope that you will agree to have your child take part in this
study. Please complete the CONSENT FORM included with this letter
giving your consent and return it to the school by January 13.

I look forward to meeting with you and discussing how I can best
help your child.

Thank you.

Yours sincerely,

Judie Kelly
/snd

% EDMONTON PUBLIC SCHOOLS
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APPENDIX C

PARENT/GUARDIAN INFORMATION LETTER

SOCIAL SKILLS TRAINING with Judie Kelly
University of Alberta
January 21, 1992

Dear Parent or guardian:

Thank you for allowing your child to take part in
my study assisting children with classroom social
relationships in Mrs. H’s class. I also wish to thank
you for taking time from your busy schedule to talk to
me about your child’s social relationships.

At this time, I would like to request permission
for your child’s confidential school records to be
accessed by me. Test results on the school files will
be used with my study, but I will use a false name to
protect your child’s identity. I am also requesting
your consent for Mrs. H to spend 10 minutes before the
training and 10 minutes after the training to answer
questions on a social skills checklist so that I may
gain a better understanding of your child’s behavior
within the school environment.

Lastly, I am requesting your permission to
videotape parts of the training sessions. Often, it is
helpful to replay the tape to see behaviors and
comments that may have been missed during the actual
session. 1In addition, children may feel rewarded for
their participation by having the opportunity to watch
themselves on the T.V. screen. The recordings may also
be reviewed by one of my supervisors involved in the
training program. I will erase the recordings when the
study is finished, in the summer of 1992.

I hope that you will agree to provide your
consent. Please complete the CONSENT FORM included
with this letter giving your consent and return it with
your child to Mrs. H’s class.

Thank you.

Yours sincerely,

Judie Kelly
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PARENT/GUARDIAN CONSENT FORM

CONSENT FORM

SO0CIAL S8KILLS TRAINING with Judie Kelly, University of Alberta

1 agreed t® have my child participate in the above training with
Judie Kqily.

: ?pﬂtrstanding that there will be no health risks to my child
resulting from his/her participation in the training. I also

understand that I am free to withdraw my consent and terminate my
child's participation at any time by written notice.

This form or photocopy thereof are equally valid.

Signed: (Mother/Father/Guardian)

Address:

(postal code)

Telephone: (Home) (Work)

The best time to call you

SES;EE»MC”¢K)N PUBLIC SCHOOLS
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PARENT/GUARDIAN CONSENT FORM

CONSENT FORM

SOCIAL SKILLS TRAINING with Judie Kelly, University of
Alberta.

I ¢live permission for Judie Kelly to access
conifidential student school records for my child,

and for information from previous
tésts which may be considered confidential to be
included in the present study. All information is to
remain confidential; real names will not be used in the
present study. I understand that the training sessions
will be in addition to but not part of my child’s
regular school program. I understand that the tralnlng
sessions cover one class period each thursday' mornlng
from January 30 to February 20, 1992. 1I also give
permission that these sessions may be video recorded.

I also give permission for Mrs. H. to spend 10 minutes
before the training and 10 minutes after the training
to complete a skills checklist on my child’s social
relationships at school. I understand that there will
be no health risks to my child resulting from his/her
participation in the training. I also understand that
I am free to withdraw my consent and terminate my
child’s participation at any time by written notice.

This form or photocopy thereof are equally valid.

Signed: (Mother/Father/Guardian)

Address:

Telephone:
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Directions: Each of the questions will ask you about how-well you do something.
Next to each question is a number.

Circle number 1 if you almost never do what the question asks.
Circle number 2 if you seldom do it.

Circle number 3 if you sometimes do it.
Circle number 4 if you'do it often.

Circle number 5 if you almost always do it.

There are no right or wrong answers to these questions. Answer the way you really
feel about each question. .

Ratings:

10.

1.
12.
13.

T2 3 4
Almost Never Seldom Sometimes Often

. Is it easy for me to listen to someone who is talking to me?
. Do | ask for help in a friendly way when | need the help?

Do | tell people thank you for something they have done
for me?

Do | have the materials | need for my classes (like books,
pencils, paper)?

Do | understand what to do when directions are given
and do | follow these directions?

Do i finish my schoolwork?
Do | join in on class talks or discussions?

. Do I try to help an aduit when | think he/she could use

the help?

. Do | decide what | don't understand about my school-

work and ask my teacher the question in a friendly way?

is it easy for me to keep doing my schoolwork when
people are noisy? .

Do | fix mistakes on my work without getting upset?
Do | choose something to do when | have free time?

Do | decide on something | want to work for and keep
working until | get it?

5

Almost Always

- = Almost Never
N o  Seldom

w « Sometimes
» & Often

N

w

P -

h b

o o Almost Always

(3.}



14.

15.
16.

1.
18.
19.

. Do 1 notice when somebody needs help and try to help

21,

STUDENT SKILL CHECKLIST

s it easy for me to take the first step to meet somebody |
don't know? '

s it easy for me to start a conversation with someone?

When | have something else | havetodo,dolend a
conversation with someone in a nice way?

Do | ask to join in a game or activity ina friendly way?
Do ! follow the rules when | play a game?
is it easy for me to ask a favor of someone?

them?

Do | tell others that | like something nice about them or

something nice they have done for me or for somebody
vlse?

. When someone says they like something about me, do!

accept what they say?

23. Do | suggest things to do with my friends?

ey NBR

(& ]

48 8 LBE

1.

. Am | willing to share my things with others?

_ Do | tell others I'm sorry after | do something wrong?

" Do { know how 1 feel about different things that happen?
_ Do | let others know what | am feeling and doiitina good

way?

. Do | try to tell how other people are feeling?
. Do | show others that | understand how they feel?
. When someone has a problem, do | let them know that |

understand how they feel?

When | am angry, do | deal with it in ways that won't hurt
other people?

. Do I try to understand other people’s angry feelings?

Do | let others know | care about them?

Do | know what makes me afraid and do | think of things
to do so | don't stay afraid?

Do | say and do nice things fcr myself when | have
earned it?

Do ¢ keep my temper when | am upset?

. Do t know when | have to ask to do something | want to

do, and do | ask in a friendly way?

. When somebody teases me, do | stay in control?
39.

Do | try to stay away from things that may get me into
trouble?

Almost Never
Seldom

-l b
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STUDENT SKILL CHECKL.IST

40. Do | think of ways other than fighting to take care of

41,
42,
43.
44

45.

47.

49,
_ Do | tell others something good about the way they

51.

problems?

Do | think of ways to deal with a problem and think of
what might happen if | use these ways?

When | do something | shouldn't have done, do | accept
what happens then? -

Do | decide what | have been accused of and why, and
then think of a good way to handle it?

When | don't agree with somebody, do | help think ofa
plan to make both of us happy?

When | feel bored, do | think of good things to do and
then do them?

. Do | know when a problem happened because of

something | did?

Do | tell others without getting mad or yelling when they
have caused a problem for me?

Do | help think of a fair way to take care of a complaint
against me?

When | lose at a game do | keep from getting upset?

played a game?

Do | decide if | have been left out, and then do things in a
good way to make me feel better?

. Do | do things that will help me feel less embarrassed?

53. When | don't do well with something (on a test, doing my

57.

58.
59.

60.

chores), do | decide ways | could do better next time?

_ When | am told no, can | keep from becoming upset?
. Do | say no to things that might get me into trouble or

that | don't want to do, and do | say it in a friendly way?

. Can | keep my body from getting tight and tense when

I'm angry or upset?

When a group of kids wants me to do something that
might get me in trouble or that is wrong, do | say no?
Do | keep from taking things that aren’t mine?

Is it easy for me to decide what to do when 'm given a
choice? b

Do | tell the truth about what | have done, even if | might
get into trouble?

From Skillstreaming the Elementary School Child: A

NcGinnis and A.P.
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Almost Never
Seldom

-t
N

Guide for Teaching Prosocial Skills (pp. 32-34) by E.

Goldstein, 1984, Champaign, Il:
Research Press. Copyright 1984 by the authors.
Reprinted by permiassion.

Sometimes
Often

[~
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Almost Always
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TEACHER SKILL CHECKLIST 167
Student: . Class:
Date: Teacher:

. Directions: Listed below you will find a number of skills that children are more or
{ess proficient in using. This checklist will help you record how well each child
uses the various skills. For each child, rate his/her use of each skill, based on your
observations of his/her behavior in various situations.

Circle 1 if the chiid is aimost never good at using the skill.
Circle 2 if the child is seldom good at using the skill.

Circle 3 if the child is sometimes good at using the skill.
Circle 4:if the child is often good at using the skill.

Circle 5 f the child is almos\t always good at using the skill.

Please rate the child on all skills listed. If you know of a situation in which the child

has particular difficulty in using the skill well, please note it briefly in the space
marked “Problem Situation.”

Almost Never
Seldom
Sometimes
Almost Always

Often

1. Uistening: Does the student appear to listen when some-

one is speaking and make an effort to understand what is
said?

-t
n
(4]
Hn
o

Problem Situation:

2. Asking for Help: Does the student decide when he/she
needs assistance and ask for this help in a pleasant
manner? 1 2 3 45

Problem Situation:

3. Saying Thank You: Does the student tell others he/she
appreciates help given, favors, etc.? 12 3 45

Problem Situation:

4. Bringing Materials to Class: Does the student remember
the books and materials he/she needs for class? 1 2 3 456

Problem Situation:

5. Following Instructions: Does the student understand
instructions and foliow them? 1 2 3 45

Problem Situation:




TEACHER SKILL CHECKLIST

10.

1.

12.

13.

. Completing Assignments: Does the student complete

assignments at his/her indepenc\!ent academic level?

Problem Situation:

. Contributing to Discussions: Does the student participate

in class discussions in accordancs with the classroom
rules?

Problem Situation:

. Otfering Help to an Adult: Does the student offer to help

you at appropriate times and in an appropriate manner?

Problem Situation:

. Asking a Question: Does the student know how and

when to ask a question of another person?

Problem Situation:

ignoring Distractions: Does the student ignore classroom
distractions?

Problem Situation:

Making Corrections: Does the student make the
necessary corrections on assignments without getting
overly frustrated?

Problem Situation:

Deciding on Something to Do: Does the student find
somathing to do when he/she has free time?

Problem Situation:

Setting a Goal: Does the student set realistic goals for
himself/herself and take the necessary steps to meet
these goals? '

Problem Situation:
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Almost Never
Seldom

-—h

N

Sometimes
Often

w

H

Almost A|way§
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TEACHER SKILL CHECKLIST

14.

15.

16.

17.

18.

19.

21.

introducing Yoursetf: Does the student introduce himself/
herself to people he/she doesn't know in an appropriate

way? .

Problem Situation:

Beginning a Conversation: Does the student know how
and when to begin a conversation with another person?

Problem Situation:

Ending a Conversation: Does the student end a conversa-
tion when it's necessary and in an appropriate manner?

Problem Situation:

Joining In: Does the student know and practice
acceptable ways of joining an ongoing activity or group?

Problem Situation:

Playing a Game: Does the student play games with
classmates fairly?

Problem Situation:

Asking a Favor: Does the student knov\; how to ask a
tavor of another person in a pleasant manner?

Problem Situation:

. Offering Help to a Classmate: Can the student recognize

when someone needs or wants assistance and offer this
help?

Problem Situation:

Giving a Compliment: Does the student tell others that
he/she likes something about them or something they
have done?

Problem Situation: '

Almost Never

Seldom

b
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Sometimes

Often

F-N

Almost Always

(3]



TEACHER SKILL CHECKLIST

24.

25.

27.

28.

. Accepting a Compliment: Does the student accept these
comments given by adults or his/her peers in a friendly
way?

Problem Situation:

. Suggesting an Activity: Does the student suggest

appropriate activities to others?

Problem Situation:

Sharing: Is the student agreeable to sharing things with
others, and if not, does he/she offer reasons why he/she
can't in an acceptable manner?

Problem Situation:

Apologizing: Does the student tell others he/she is sorry
for doing something in a sincere manner?

Probiem Situation:

Knowing Your Feelings: Does the student identify
feelings he/she is experiencing?

Problem Situation:

Expressing Your Feelings: Does the student express
his/her feelings in acceptable ways?

Problem Situation:

Recognizing Another's Feelings: Does the student try to
figure out how others are feeling in acceptable ways?

Problem Situation:

Showing Understanding of Another’s Feelings: Does the
student show understanding of bthers' feelings in
acceptable ways?

Problem Situation:
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Almost Never
Seldom
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TEACHER SKILL CHECKLIST

30.

31.

32.

ar.

Expressing Concern for Another: Does the student
express concem for others in acceptable ways?

Problem Situation:

Dealing with Your Anger: Does the student use
acceptable ways to express his/her anger?

Problem Situation:

Dealing with Another's Anger: Does the student try to
understand another's anger without getting angry
himself/herself?

Problem Situation:

. Expressing Affection: Does the student let others know

he/she cares about them in an acceptable manner?

Problem Situation:

. Dealing with Fear: Does the student know why he/she is

afraid and practice strategies to reduce this fear?

Problem Situation:

. Rewarding Yourself: Does the student say and do nice

things for himself/herself when a reward is deserved?

Problem Situation:

Using Self-control: Does the student know and practice
strategies to control his/her temper or excitement?

Problem Situation:

Asking Permission: Does the student know when and
how to ask if he/she may do something?

-~

Probler: =:.. st

. Respondis.; 5= reasing: Does the student dea! with being

teased in ways that allow him/her to remain in control?

Problem Situation:

Aimost Never
Seldom

-h
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Sometimes
Often
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TEACHER SKILL CHECKLIST

41.

42.

43.

45.

. Avolding Trouble: Does the student stay away from

situations that may get him/her into trouble?

Problem Situation:

. Staying Out of Fights: Does the student know of and

practice socially appropriate ways of handling potential
fights?

Problem Situation:

Problem Solving: When a problem occurs, does the
student think of aiternatives and choose an alternative,
then evaluate how well this solved the problem?

Problem Situation:

Accepling Consequences: Does the student accept the
consequences for his/her behavior without becoming
defensive or upset?

Problem Situation:

Dealing: with an Accusation: Dozs the student know of
and prisctice ways to deal with being accused of
something?

Problem Situation:

. Negotiating: Is the student willing to give and take in

order to reach a compromise?

Problem Situation:

Dealing with Boredom: Does the student select
acceptable activities when he/she is bored?

Problem Situation:

Deciding What Caused a Problem: Does the student
assess what caused a problem and accept the
responsibility it appropriate?

Problem Situation:

Almost Never
Seldom

-l
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TEACHER SKILL CHECKLIST

47.

48.

51.

52.

Malilng a Complaint: Does the student know how to say
that he/she disagrees in acceptable ways?

Problem Situation:

. Answering a Complaint: is the student willing to arrive at

a fair solution to someone's justified complaint?

Problem Situation:

Dealing with Losing: Does the student accept losing at a
game or activity without becoming upset or angry?

Problem Situation:

. Showing Sportsmanship: Does the student express a

sincere compliment to others about how they played the
game?

Problem Situation:

Dealing with Being Left Out: Does the student deal with
being left out of an activity without losing control?

Problem Situation:

Dealing with Embarrassment: Does the student know of
things to do that help him/her feel less embarrassed or
self-conscious?

Problem Situation:

. Reacting to Fallure: Does the student figure out the

reason(s) for his/her failure, and how he/she can be more
successful the next time?

Problem Situation:

Accepting No: Does the student accept being told no
without becoming unduly upset or angry?

Problem Situation:
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TEACHER SKILL CHECKLIST

Aimost Never
Seldom

55. Saying No: Does the student say no in acceptable ways
to things he/she doesn't want to do or to things that may
get him/her into trouble? 1

Problem Situation:

56. Relaxing: Is the student able to relax when tense or
upset? 1

Problem Situation:

57. Dealing with Group Pressure: Does the student decide
what he/she wants to do when others pressure him/her to
do something else? 1

Problem Situation:

58. Dealing with Wanting Something That lsn't Mine: Does
the student refrain from taking things that don't belong to
him/her? 1

Problem Situation:

59. Making a Decision: Does the student make thoughtful
choices? 1

Problem Situation:

60. Being Honest: Is the student honest when confronted
with a negative action? , ' 1

Problem Situation:

From Skillstreaming the Elementary School Child: A
Guide for Teaching Prosocial Skills (pp. 35-42) by E.
McGinnis and A.P. Goldstein, 1984, Champaign, Il:
Research Press. Copyright 1984 by the authors.
Reprinted by permission.

Sometimes
Often
Almost Always
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APPENDIX G has been removed because of copyright
restrictions. This material contained the Children’s
Self-Efficacy for Peer Interaction Scale from Wheeler,
V.A., & Ladd, G.W. (1982). Assessment of Children’s
Self-Efficacy for social interactions with peers.

Developmental Psychology, 18(6), 795-805.




APPENDIX H

CHILD BEMAVIOR CHECKLIST (CBC)-PARENT FORM

CHILD BEHAVION CHECKUST FOR AGES 41
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Figure §-3. Social competence ltems I-1V of the Child Behavior Checklist.
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VI Compated 1o other childron of hie/er oge, how woll doee your chile

Werse About the same  Botier

& Gol slong with Mwher rothers & sistecs? (4] o 8]

5. Gat 8I0Ng with other chikren? (@] o (8]

€ Bonove with Namer parents? (8] a @]

€ Play 8nd work by Nmesithereeit? (8] (8} o

VIL 1 Current scheel p for chligren 0ged § ang older:
O)0ose not ge 1o scnool ) Folting  Bolow ovarngs  Avernge  Abeve sverny
& Reading or Enghian 0 O 0] 0
» ‘wating a 0 0 ]
€ Anlthmetic or Main 0 0 O 8]
6. Spetiing @] 8] 0 a
Other wo e o Q- u] n]
tor, sconce toogn 1. 0 0 0 G
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2 e yowr child in o specist claes?

0w 3 ves—what king?

3. Koo your child over repesiod o prade?

D o Q Yoo =01a3e 810 10as0n

4 Has your child had any e o1 ottver po in echoot?
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0O % ‘O Yos—mnen?

Figure 14, Social competence ltems V-VII of the Child Behavior Checklist.

From Manual for The Child Behavior Checklist and
Revised Child Behavior Profile. (pp. 6 & 9) by Thomas
M. Achenbach, 1983, Vermont: University of Vermont.
Copyright 1981 by the author. Reprinted by permission.
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_ ..

SDENTIFICATION ¢

m—— |

CHILD BEHAVIOR CHECKLIST-TEACHER'S REPORT FORM

PUPILS NAME SCHOOL
PUPIL'S AGE PUPILS SEX ETHNIC GROUP PARENTS' TYPE OF WORK (Piesse be 83 specitic as you can~—for
DBy OGid OR m-mmmmmmmnm
GRADE THIS FORM FILLED OUT BY FATHER'S .
O Teacher (name) TYPE OF WOAK: -
v O Counselor (name) —— O VORK:
O Other (specity) Please try 16 answer each Hatitas eunpl'cmynmcqu
name: ' you lack full lnformation.

L unmmmmmumm

1. How well do you know himher? O Very Well 0 Moderately Well

O Not Well

. Nwmwhtlm“olmmmndhmdluwmk?

IV. What kind of class Is t? (Please be specific, 9., regular 5th grade, 7th grade math, etc)

V. Has heishe ever been referred for special class placement, services, or tutoring?

0 No D Don't Know

O Yes~what kind and when?

VI. Has heishe ever repested a grade?
0 No O Don't Know

0 Yes~grade and reason

VIL Current school performance -~ list academic subjects and check wm column:

1. Far below 2 Somewhat 3. At grade 4. Somewhat 8. Far above
Academic sublect grade below grade fovel above grade grade
1.- e =] a] o (]
2 o Q a a s]
1 a a] o 2] o
4. o 0 Q 0 =]
8. (=) o 0 0 o
‘8. o o o o o
€Capyright 1900 Themas i Ashendach and Cruxy Edeltrook UNAUTHORIZED REPRODUCTION FORBIODEN BY LAW 08 Sdten
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Vil Compared to typical puplis of 1. Much 2 Somewhat 3. Slightly 4. About 6. Slighlly 8. Somewhat 7. Much

the same age: less lens less average more more more

1. How hard is he/she working? (n] o D u] [a] D a]
2. How appropristely is hefshe

behaving? o a] (w] D D a} (n]
3. How much is ha'she leaming? s} ] 0 D D 0 D
4. How happy is heishe? [s] (o} 8] [a] [»] 0 0
0L Most recent achisvement test scores (f avallable):

Percentlis or
Name of test Subject Dete ) grade level obtalned

X 1Q, resdiness, or aptitude tests (if avaliable):

Name of test Date 1Q or equivatent scores

XL Plesse feel free to write any comments sbout this pupil's work, behavior, or potential, using extrs peges i necessary

PAGE 2



Belew Is a list of itemns that describe puplis.
{1 the item is very true or often true of the pu
of the pupll, circie the 0.

Please answer all items as well 48 you can,
0 = Not True (ss far as you know)

183

Fot each {tem that describes the pupli now or within the past 2 months, please circle the 2
pil. Circie the 1 it the ltem s somewhat ot sometimes true of the pupil. If the liem is not true
aven i1 s0me do NOt S6eM 10 &P

1 = Somewhat or Somelimes Trve

{0 this pupli.
2 = Very True or Often True

[ ] 1. Acts 100 young for hismher age 0 % 1 31 Fears harshe might think or do something bad
0 2 Hums or makes other odd noises In class 0 1 2 32 Feels harshe has 10 be perfect
0 S, Argues 8 fot 0 1 1 S Feelsorcomplains that no one loves himMer
0 4, Falls to finish things he/she starts 6 1 2 . Feelsothers are out 10 gt NimMer
R, Behaves like opposite sex 0 1 2 9% Foels worthiess or inferfor
€. Deflant, tatke back to staff 0 1 2 38 Getshurt alot, sccidentprone
0 7. Bragging, boasting 0 1 2 3 Getgapydny fphs
] 8. Can't concentrate, can't pay attention for long 0 1 2 35 Getswebesatol
° 9. Can't get haer mind off certain thoughts; o 1 2 % w mumm et troutle
cbsessions (describe): 0 1 2 &0 Hepokoh tuTentrgh s Eowe):
>
0 10. Can't sit still, restiess, ot hyperactive 0 1 2 41 impulsive of acts without thinking
‘ 0 1 2 42 Ukesiobeslone
0 1", cunqu to adults of too dependent
0o 1 2 43. Lying of cheating
] 12 Complains of loneliness 0 1 2 4 Biteslingemails
0 13. Confused of seems 10 be In a fog 0 1 2 45 Nervous, high-strung, of tense
0 14. Cries & Jot 0 1 2 48 Nervous movements or twitching (describe).
0 +5. Fidgets -
0 16. Cruelty, bullying, of meanness to others .
0 1 2 47, Overconforms 10 fules
0 17. Daydreams of gets lost in hismer thoughts ¢ 1 2 48. Not fiked by other puplis
0 18. Deliberatety harms sel! or attempts sulcide
0 1 2 40, Has ditficulty leaming
0 19. Demands a fot of attention 0 1 2 50. Too tearful or anxious
0 20. Destroys hisher own things
0 1 2 51 Feelsdizzy
0 21. Destroys property belonging to others 0 1 2 52 Fesls too guilty
0 22 Difficulty following directions
0 1 2 53 Talks outof tum
0 23. Disobedient at school 0 1 2 54 Overtired
0 24. Disturbs other pupils
0 v 2 55 Overweight
0 25, Dossn't got along with other puplis 56, Physical problems without known medical cause:
0 26. Dossn't seem to fes! guilty atter misbehaving 0o 1 2 a Aches or pains
o 1 2 b. Headaches
0 27. Easlly jesious 0 1 2 ¢. Nauses, feels sick
) 28, Eats or drinks things that are not food 0o 1 2 ¢. Problems with eyes (describe):
(describe):
o 1 2 «. Rashes or other skin problems
o 1 2 {. Stomachaches or cramps
0 1 2 Vomiting, throwing v
° 2. Fears certain animats, situstions, of places o 1 1 by mum”' P
other than schoo! (descride) e
0 20. Fears going to school
PAGE 3 Piease soe othet side
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0 = Not True 1 = Somewhat or Sometimes True 2 = Very Trus or Often True
§ 1 2 &7 Physically stiacks people 0 1 2 8. Strange behavior (describe):
0 1 2 88 Picks noss, skin, or other paris of body
* (describe) .
0o 1 85, Strange ideas (describe):
0 1 2 B0 Siespsinoclass o 1 88. Stubbam, sutlen, or Uritable
0 1 2 00 Apsthetic or unmotivated
0 1 87, Sudden changes in mood or feelings
o 1 61, Poor achool work o 9 2. Sulks 8 ot
o 1 62 Poorly coordinated or clumsy
0 1 2. Suspicious
o 1 3. Prefers being with oider chiidren ¢ 1 90. Swearing or cbsoens language
0 1 64. Prafsrs baing with younger children
0o 1 91. Talks about klliing setf
0 1 5. Rafuses to talk N T | 2. Underachieving, not working up to potential
0 1 66. Repeats certain acts Ower and over, compulsions
{describe): 0 1 $3. Talks too much
0o 1 . 84, Teases a lot
[ § 5. Tempet tantrums ot hot temper
0 1 €7. Disrupts class discipline 0o 1 96. Seems preoccupied with sex
o 1 #$8. Screams 3 o
0o 1 §7. Threatens people
0o 1 69. Secretive, keeps things 1o self 0 1 88. Tardy 10 schoot or class
0 1 70. Sees things that aren't there (describe):
0o 1 9%. Too concerned with neatness or cleanliness
0 1 100. Fails 10 canty out assigned tasks
0o 1 101. Truancy or unexplained absence
o 1 71. Seif-conscious or easily embarrassed 0 1 102. Underactive, siow moving, of Incks energy
0 1 T2 Messy work
0. 103. Unhappy, sad, or depressed
0 1 73. Behaves irrespotisidly (describe): [ K | 104. Unusually loud
0o 1 105. Uses aicoho| of drugs (describe).
o 1 74. Showing off or clowning
0o 1 106. Overly anxious to please
0o 1 75. Shy or timid
[ | 76. Expiosive and unpredictable behavior [ I | 107. Dislikes schoo!
o 1 108. is atraid of making mistakes
0o 1 77. Demends must be met immediately, sasily
frustrated o 1 $08. Whining
0o 1 78. inattentive, sasily disiracted o ¢ 110. Unclesn persona! appearsnce
[ I | 78. Speech prablem (describe): 0 1 111, Withdrawn, dossn't ge! involved with others
0o 1 112 Wonying
o 1 80. Stares blankly 113. Plszse write in any problems the pupit has
that were not fisted above:
0 1 89. Feels hurt when critictzed
0 1 82 Steals 0o 1
0 1 2 B3 Stores up things haisha doesn't need (describe): o 1
o 1
PAGE 4 PLEASE DE SURE YOU HAVE ANSWERED ALL ITEMS

From Child Behavior Checklist-Teacher’s Report Form by

Thomas M. Achenbach, 1983, Vermont: University of

Vermont.

Copyright 1980 by the author.

permission.

Reprinted by
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SAMPLE SOCIAL SKILL

GROUP I: CLASSROOM SURVIVAL SKILLS

Sk 1: Listening

STEPS NOTES FOR DISCUSSION

1. Look at the person who is Point out to students that

talking. sometimes others may think

someone isn't listening, even
though he/she really is. These
steps are to show' someone that
you are really listening.

2. Remember to sit quietly. Tell students to face the person

and remember not to laugh,
fidget, play with something, etc.

3. Think about what is being
said.

4. Say yes or nod your head.

5. Ask a question about the Discuss relevant questions (i.e.,
topic to find out more. ones that do not change the
topic).
SUGGESTED SITUATIONS

School: Your teacher explains an assignment.
Home: 'Your parents are talking with you about a problem.

Peer group: Another student tells of a T.V. program he/she watched
or what he/she did over the weekend.

COMMENTS

This is an excellent skill with which to begin your Structured
Learning group. Once the skill of Listening is leamed by students, it
is useful to incorporate it into group or classroom rules.

It is important to emphasize showing someone the behaviors that
indicate that the student is listening. When a student is talking with
the teacher, it is useful for the teacher to model these listening
behaviors. .

From 8killstreaming the Elementary School Child: a
Guide for Teaching Prosocial Skiila (pp. 110) by E.
uc—T“_%“I‘TG nnis and A.P. Goldstein, 1984, Champaign, Il:

Research Press. Copyright 1984 by the suthors.
Reprinted by permission. Y



APPENDIX I pages 186 and 187 have been removed because
of copyright restrictions. This material contained
sample social skills for skills dealing with anger and

following directions from Skillstreaming the Elementary

School Child: A guide for teaching prosocial skills.

(pp. 114 & 140) by E. McGinnis and A.P. Goldstein,

1984, Champaign, Il: Research Press.



APPENDIX J. has been removed because of copyright
restrictions. This material contained a sample of a

homework assignment from Skillstreaming the Elementary

School Child: A guide for teaching prosocial skills.

(pp. 89) by E. McGinnis and A.P. Goldstein, 1984,

Champaign, Il: Research Press.
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APPENDIX K.

PARENT BULLETIN AND TEAM PRAISE

AR AR RARARKIRA AR KRR RAAR KRR R kAR Akt kkkkkkhkkkhkhhdkhhkk

A FIRST RATE EFFORT!

YOUR CHILD HAS SUCCESSFULLY

PRACTICED THE SOCIAL SKILLS OF

YOUR CHILD WAS REWARDED BY:

THESE SKILLS AT HOME AND AT SCHOOL. PERSONAL
COMMENTS AND ENCOURAGING REMARKS MAY BE HIGHLY
TREASURED.

FANTASTIC!

TEAM LEADER STUDENT PARTICIPANT

% % % % % % O % % % O % ¥ % % % F N F % % % * A %

DATE

AARK kA AhkXkkkkhkkhkkkhkkhkhkkkhkhhkhkhhkhkhkhkrkkhkhkhkhkhkkkhkkkhkkkhkk

*
*
*
*
*
*
*
*
%*
*
*
*
*
* PLEASE ENCOURAGE TO PRACTICE
*
*
*
*
*
*
*
*
*
*
%
*
*

A . AR - - G . - T M B D A S > DS A D D W G G e P IR W I G G T A e SED W A G G P G N G . —

A GREAT TEAM!!

TEAM

did a GREAT JOB this week

A+ FF A+
U S
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APPENDIX L

SAMPLE OF CERTIFICATE OF ACHIEVEMENT

CERTIFICATE OF

ACHIEVEMENT

g@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@@g

@ This award of distinction is presented @
e e
@ TO: @
e @
@ FOR Superior Achievement & Excellence of ]
@ Performance in @
e @
@ This day of , 19 @
@ e
e @
@ e
@ Signed @
@ e
e @

Jelddddelddelddeleldedcddddddddddddddddddddddddddaddgdddaddade



