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ABSTRACT

A pre/post design was used to examine the effects of a-

social skills training progran on tbe behavior and level ofyj

:“tself-estee- of educable mentally handicapped adolescents.hd'

' «'.,The social skills program, Life Skills (Saskatchewan i

‘r'originally designed for disadvanfaged youths. It had pre- j“'}__*"

' lviously been adapted for use vitb a wide range of

‘TSNevstatt),zwas based qn an°educative problem-solving model'

pulations.;l

v

Thirty-three students from a segregated Junior/Senior fi;m-Vt

’ "‘vacational High School participated in the study. Two

o

.fexperimental groups Life Skills one (N 11) and Life Skills‘

'"-two (N 9) and\one comparison group (N:13) were formed ,rheynﬂ-iu’

7]program, held daily for three hours, extended from January

o to Harch for Life Skills one and for Life Skills two from :_'

S

. iprril to June.mas'fff:fVH::f*fﬂtffuk‘fL

Two measures of behaviors were obtained from the Quay

.‘igPeterson BehaVior Problem Checklist, Conduct &roblem and
: *ﬁpersonality Problem. A further measure was provided by the'€};ﬁ7wfﬂ
. vzﬂnumber of times students received an Internal 8chool I -
.hffisuspension which was part of the school s diLcipline pro-;

‘ﬂ?iggram. The Culture Free Self Esteem Inventory (Battle) was

. E

‘*ﬁ:administered tO provide a measure\of level of self-esteem.:‘:f,}i7
};fiThe Conduct Problem, Personality Problem and self-esteem

f,measures were collected three tires, January, March and R
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.June, and the Internal School Suspension measures were 9@ _53_ﬁ>f ;

mdlfdecrease in withdrawn behaviors (personality Problem) for

recorded for the months the program\operated.v Commenﬂé-ybr'

dcollected from students in the experimental groups foIlow‘
" the program. | e | e '
', The research questions were'fhjf’ |
Y‘Following the Life Skills training’program-" |
1) - pid students behavior problems decrease? TQM‘;-V
2) Dld the level of students self esteem increase°
| Data was analyzed by two way analyses of Variance of .f'
Y;mean scores on measures of Conduct Problem, Personality B
;ﬁ,hProblem and self esteem by groups and timesAof testing.’ -
o Findings indicated that there was . no significant |
'i§Qu 5.05) decrease in acting out behaviors (Conduct Problem)

tl;following Life Skills. There was a significant (a s 05)

-

l"iigLife Skills one following the intervention.; There was'no-7 B

*.,ﬁtheir behavior changes and positive feelings associated

'jlsignificant increase in level of self-esteem following Life f“is;',j;

':Skills. Participants oomments evidenced perceptions of

dﬂcwith the increased self knowledge,“fziﬁﬁl-:,;"-”
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CﬁAPTER'I

Introductlon to the Problem

Lo

The p051t10n taken by W1111am James and also by early
nsoczal psychologlsts was that the way students felt about:

‘themselves was ‘reflected in ‘their behavxors.. That. v1ewp01nt

R _1s Stlll wrdely held by- psychologlsts and educators today. :

Feellngs of self—worth can be developed by understandlng
none s emotlons, motrvatlons, cognltlons and behav1ors;§ To
1ncrease self knowledge a range of affectlve programs has '."v
been concelved and 1ntroduced 1nto school’ currlcula and  has
_been taught throughout North Amerlca.. An objectlve of‘manykp
A Edmonton schools 1s to promote the development of hlgher
-»levels of self esteem 1n thelr students. v ' o |

| It has been stated frequently that, because of their”
l”segregatlon 1n spec1al classes or spe01al schools, retarded
students have lower levels of self esteem than their non—'ll_df
'i retarded peers.j ‘It has also been 1nd1cated that such |
;-students often lack the skllls to 1nteract p051t1vely w1th
those peers and are poorly accepted by them.. Retarded L
G'students need to be able to- partxcxpate fully in the fabrlc.
bfof soc1a1 life W1th1n thelr famllles, schools and com-“k
;:munltles,gand when they rea,h adolescence and young
vadulthood they need to be able to- l1ve and functlon as.
1ndependently as p0551ble w1thin thelr chosen f1eld and the'
‘rflarger society. | | RN ‘ -

14



Theﬂablllty to interact positively with. others and to

partic1pate effectlvely in society is referred to as soc1a1

.)

'”competenc : ‘ » e—terms————
that haVe'often‘been used’interchangeably,:giving riSe'to |
‘deflnltlonal confusion. However, social competence refers.

'to a more global construct and social skllls to spec1f1c
.-components of that construct. oth constructs are 1mportant
rdfor the populatlon in general and the retarded populatlon 1n
'partlcular.' The 1mpact of malnstreamlng has accentuated '

’ thelr 1mportance. |
n Followlng the normallzatlon pr1nc1p1e outllned by'
wOlfensberger in- 1966, integratlon of the retarded into
E malnstream soc1ety has proceeded at d1fferent1a1 rates. :In'
> seducat1on, malnstreamlng has been legally or procedurally

'fmandated : Nonetheless, the research results concerned vlth-rh
‘.fthe effects of malnstreamlng remain- 1nconclus1ve; LOne' .

'iresult ‘that does emerge con51stent1y 1s that ‘non- retarded o
.e jstudents 1nteract very llttle wlth thelr retarded peers, nor
hdo the non- retarded 1nteract wlth the learnlng dlsabled or
v_emotlonally/behaV1orally dlsturbed when those populatlons

'are malnstreamed R o .

To summarlze, the nature of the problem concerns ‘the -
greported lack of acceptance of retarded students,.often
7because of thelr peceived lack of soc1a1 competence or
_ ',soc1a1 skllls. Non acceptance affects their self esteem -and’
. their béhéQiors.; The 1ssues have been hlghllghted by the |

L}



effect of mainStreaming, where the lack of soc1ia1 skills of

prev;ously segregated students has become more v151ble. _The,

same issues are also present whether students are educated
in integrated partially integrated or totally segregated
school settings. The ‘concern is particularly relevant for -
¢« "udents de51gnated educable mentally handicapped/retarded
this. population, as well as those: 1dent1f1ed as learning
.disabled or emot10nally$behav1orally disordered are often
“characterized by vague-definitions. The definitions vary
'conSiderably in different geographical areas and their

i 1mpre0151on allows con51derable overlap betweeh categories..
Blankenship and Lllly (1981) referred to educable

' mentally retarded students as thope who experienced academic
difficulties 1n school and whose rate of 1ntellectual |

'development was about one- half to three quarters the rate of ‘

o average children.'-The assumption has been that students-so

labelled would develop functional academic skills and would
“for the most part, lead 1ndependent lives after leav1ng
7school However, they found no sta dard cut off score on

fintelligence tests for the upper 11ﬁht of that label The

.limit varied from . 70 - 85 Full Scale IQ pOints depending on» T"

”,.the school district Nowhere 1nrthe definition ‘was therer

ireference to soc1al or adaptive criteria.”
, There has been extensive research on social skills
:training within the last decade, both with regular students_

"'and w1th a range of "special" populations. Most of the



-descriptions of programs have pre-school or elementary—age~
participants. Programs have been developed for particular

adolescent_populations_such_as_those_in_residential

: institutions for juvenile delinquents or those hospitalized
fnbut the educable handicapped adolescent in a non- residential
school setting appears to have been less exposed to such
v,programs.. » ‘ | | ;
| Questions that arise from the problem are""iu
ﬁ1}_ What effect would a social skifls training programv
fooo have on‘the level of self esteenrof an educable.
Tv. mentally handicapped adolescent population?
‘é;_ Following the social skills program,lwould there‘

o be perceived behavior changes in these students?’

w N e

The purpose of this study was to examine the effect of

.ﬁa soc1al skills training program on the behaVior and level

;fof self esteem of a group of . educable mentally handicapped
°(EMH) adolescents., The study was carried out in a segre—

_gated Junior/senior high school for educable mentally handi-ﬁf

y-capped students in’ Edmonton.» By utilizing a pre/post deSigny;ff'

lt was hoped to prOVide answers to the questions previously

»'raised regarding change in level of self esteem and change ‘;;j'

)

'fnin behavior.; The expectation was that follow1ng the inter-ﬁff

"‘,h;vention programathe level of student self esteem would rise-}

._anQ_inappropriate student behaviors would decrease.t_The;;,_i_;,ﬁ



'; Punlic_SchooI_Board“and had—been—avaiIable—at—oueen s—ﬂvenue.
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need for an. educational program for the older pupil of .Af'f s

vlimited ability had 1ong been recognized by the Edmonton "

L g,.
A School and other centres. The classes had.provided an

feffective academic program,f"however, because of limited ‘
“scope and facilities they have not been able‘%o develop 1n-‘
..tpupils ‘the desired degree of social competence and ' -
ﬁ_vocational skill." (Edmonton Public School document 1964)

vThe replacement for the Queen s Avenue School was planned

- with ‘the following objectives...'f *f"t”g f;lf?{‘ B :ﬁ-zﬁna'
_'1.' To give pupils ‘a sense of worth and dignity. R
.. 2.. To develop a sense-of respon51bility to.society.
3. - To develop those- aspects of personality, attitudes

. .and skill, which will permit the pupil to become a- -
.- ‘self-supporting: citizen. = =~ , S
. 4,7 To develop marketable vocational skills.g,¢ ' 'f
,.5." To provide an -opportunity for pupils to partic1-"
' - pate in activities and to learn skills which may:
" . be used in avocational and. recreational pursuits. o
!(Edmonton Public School Board document 1964)

In 1967 the Edmonton Public School Board approved the

‘ ”building of a. Spec1al Vocational School : It was named AR

- L Y Cairns Vocational School honoring Dr. ‘ L.Y. Cairns. SR

1"Dr. Cairns, during his life span of seventy five

. " years, ‘was a lawyer, judge, lecturer, chancellor: of
‘. the: ‘University, Trustee and- Pubiic clool Board chair-
" man. - Dr. Cairns is temembered : his service.to =

- Edmonton, The University ‘and education in general."
. (in a‘'speech’ delivered by H. Bauef; First Assistant
f“vPrinicipal 1969) ‘ _ _

'pM Izzard and P Holt who were both former directors of
'.7Spec1al Education were "the moving forces behind the initial B

; development of the school."' (op.cit) The school opened in
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‘1_1969 and the objectives previously stated have continued aSv?I”

R \
j;guidelines for school 's: programming and are consistent with

'w

o

_ ', those provided by Alberta Education in their 1981 Curriculum
S \ o A
;i,Guide for the Educable Mentally Handicapped

">curriculum for selected students for four years, and

‘*}which used both 1nductive and deductive modes of enquiry and

: The social skills program had been part of L»Y Cairn s

"'G<.

’fihalthough the general feeling of most staff members was that
fﬁit had proven extremely helpful for most of the partic1-'r'..
7fpants, no. formal outcome study had been done.; The programbgigl
11Utlllzed a problem solving approach called Life Skills.',khefpfp
-;'Life Skills Counselling program was oruginally conceived by

L"QWinthrop Adkins, Robert Wolsch and Sidney Rosenberg in: 1965.;f

&

"The authors developed lt for use With disadvantaged

];adolescents 1n New York Numerous life problems were"'

X

‘Tf'collected from the youths and were analyzed, combined and
;f'SCategorized into SO common life problems, Wthh were then::"
‘f;clustered under five major headings which represented uig;.*

'7comp051te objectives.p It was a structured educative model

K.

"fbkapplication. Vp'f

The Life Skills program used a cognitive/behav1ora1

lfnapproach, which was expressed expliCitly by calling the
kf:group leader a Life Skills coach Coaching as an '

| educational technique used direct verbal 1nstruction for the f?i
fﬂvteaching of social skills.; The skills taught were then fi:}f o

'nrehearsed or role played in’ non-threatening situations.»ﬂff



g _Typically, the coaching strategy involved..
") presentatioh of rules and standards for |
. behavior, (2)- behavior rehearsal with the coach"
and/or ‘peer . partner, ‘and (3). feedback from the.

f-coacn on performance, as—well—as—discussions—and
L -suggestions for future performancesJ‘(Gresham,;.i»u.

. ;1981 _ 62) 'v-_a‘ : . , L
.wThe process of problem solving was designed in a four g
"i'stage model. stimulus, evocation, objective inquiry and ,ff“'ﬂ

“fapplication. An evaluation phase was added 1ater._ It was ld-

ilbelieved that through this process motivation was enhanced

i;the value of past learning shown, exploration guided and newff~f~

ﬂ5knowledge applied.'gd

";:The fundamental notion is that experience, followed
by reflection, followed by . goal setting, fbllowed
- by further exploration -and" reflection ... is; an

. ~effective means for encouraging self- induced
~;behaviora1 change,(Adkins,JB?O, p.111)

.”The stated goal was to 1ncrease self knowledge and personal‘"

"'yﬂhfcoping abilities and to assist 1n appropriate action based -

"on the increased knowledge. obert Adkins adapted the

'ff?program for use with Indian adults and adolescents in

-@jNorthern Canada.‘ He subsequently presented the program to

?ﬁemployment and rehabilitation counsellors from Saskatchewan;f{_nhu

“,*Those counsellors adjusted it to meet local needs and it wasw73f~ﬁ

"“pthereafter used extensively by Saskatchewan Newstart and theflff3"

‘”’5:Training Research and Development Station in Prince Albert,vgi3sﬁf

’}}dSaskatchewan.. Life Skills were describedﬁby Saskatchewan 11ff]~7



jProblem solving behaviors appropriately and '

‘responsibly used in management of personal = . =

' affairs.  ‘As problem solving behaviors life LT

" skills liberate, In a way, since they. include a
relatively small_class_of_behaviors_usable in_ many

- . +1ife situations. ‘Appropriate use requires an -
" - individual. to adapt' the behaviors to time. ‘and place,_r

"Responsible ‘use. requires maturity or accountability;*~.ﬂ

' As behaviors used in the management of personal .=~ -

. affairs, -‘the life skills apply to five areas of life f_"'

'fresponsibility identified as self, family, leisure,
.jcommunity and Job. (Warren, Himsl and Martin, 1971,‘
' 56) S . S e '

“”h“Two weeks after this study commenced, a program which

had been planned the previous school term, was implemented ‘f'

LA A\

'“ﬂfat I.Y.‘Cairns. The program was called Internal School

tSuspens;on (ISS),_ It was de51gned by a group of I.Y Cairnsif;_'

Flfistaff members and was based on the model originated by

leBarbara Coloroso (1982).« Its objective was to 1ncrease

'a:jdrespon51ble student behav1ors by hav1ng clearly defined

"“;school rules and the consequences for rule fnfraction _lf“

pclearly delineated An 1mportant aspect of the PrOgram e

5lﬁfinvolved problem solv1ng techniques.;students were required.?#}gﬁn

"'n;to formulate written plans outlining strategies they would

”1femploy to av01d further infractions of that rule.“ Documents:iﬂ”

‘fpertaining to Internal SChool Suspension are contafned in 5

'prpendix C of this study.:;

'“The discxpline program started infif“{s

‘_'February and ceased at the end of t.he first week in June and"

e "’for this study it was decided to use the number of times a

"~student had been sent to Internal School Suspen51on room as f'hj

WﬂiVan index of behavior change..u




hnother question, pertinent to this study,.that arose
‘as a result of the discipline program was. L ﬁ5‘ ' '

f':d. During or following the soc1a1 skills training

‘;'fff5educable mentally handicapped were"jgf5r¢if*

ffprogrAm, would there be a decrease in the number
.Jﬁfof timesbstudents were sent to the Internal School
‘:d'Suspen51on room? g . | e .
i The expectation was that there would bevabdecrease in
flschool rule infraction during and following the soc1al

fskills training._ifg

Assumptions_f»g:‘w

k;ﬂ;_tThe Life Skills Coaches would be presenting the

VL*in the Life Skills manual

"tl_?r_;Educable mentally handicapped students who were

;7‘-"'“32'""‘.}'-'.Percel"ec" to be. havmg 1nterpersonal dlfflcultles_-: N

‘fjfwould benefit from a program deSigned to increasegjfff

h7?Problem solving skills.,ﬁ“?,n.ft'r~°- |
’3?:;fThe construct of self esteem as delineated bY?ff‘"

~’¢fshavelson, Hubner and Stanton (1976) would be;

fhgjhelpful when describing and commenting or the;}}ff;ﬁfﬂif

Tiffiresults of Self Esteem Inventory.-iuﬁfff:¥~~"'

' Qperational Definition‘""

/“hhpEducable Mentally Handicapped

The criteria for entry into senior classes for the
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_1ighAge (at school opening September 1983)
e At least 11 years, 6 months but less’than 17
years, 6 months.,m.: R o

. 2.'1Academic_Funcfinn1na Lt '
SR z Usually less than 1/2. expectancy based on years_
“in school (excluding kindergarten) in more ‘than
~ one area .of " below‘the Sth percentile for age/
. grade. e. g.~ ‘
‘Age 12" - below mid grade 3
. Age 13 . = ‘below beginning grade 4.
" 'Age 14 - below mid grade 4 - .
" Age 15+ = below beginning grade¢$,

“‘h3;1;Ability;’ ' ' SR ‘ R
“ho oo Inm the. Educable Mentally Handicapped Range, Full
‘Scale I.Q. 55.-:75 %5, Usually neither. verbal .

. NOL performance scores are in the average range.‘:f,b

Mental age 1/2 to 3/4 chronological age.x.:g:»

“74;4,j‘0ther

;Significant developmental lags- 681ayed language PO

)f*and perceptual motor- functioning' consistent w1th
- mental- -age. and not primarily due to. English:.

“'-.being a’.second language. - The: supporting doc— “ﬁ'ofﬁv“

-;f;gumentation was “to ‘be: prov1ded by an 1nd1v1dual‘
- academic assessment, an: 1ndiv1dual intellectual B,
=“assessment on a Wechsler and ‘a teacher report.fg

75;;(Edmonton Public School"Criteria for Spec1al Allocations jﬂj”fﬁ

| *7Tﬂ'Apr11, 1983)

A]f:that 1t posed. In Chapter II the llterature on social

'f'~ 0verv1ew

Chapter I served as an introduction and presented the

v

J.;,jhproblem and purpose of the study and the research%questlons ,i,?’

"sf‘skills programs 1s rev1ewed, including theory, assessment

“ﬁ’abi,and research results.» Definitions of self concept and self *Jf?ﬂ

M'wVﬁgesteem and* descriptions about the Qﬁay-PeterSOD Behav1or

f~anroblem(Checklist are also given., At the conc1u51on of this;ﬁ,Tl

'C‘ﬁfchapter the basic questions that are asked 1n the study are f{;_l



presented In Chapter III the method including the des1gn

');fof the study, selection of students, the instrumentation and~

-f'procedures used and the data analyses are outlined and the

av*hypotheses are stated.; The results of the data analyses are_‘

' 'presented in Chapter IV.. The 51gnificance of the findings"

.

”'fare outlined in Chapter \' and guidelineg for applications of' '

l.the present study 1ncluding its limitations and suggestions d

‘for further research are offered The study 1s then‘ff,

':vconcluded and summarized



: _ L
b - CHAPTER II .

therature Review

The focus of thls chapter is. on the constructs of

kY

!social competence and social skills as dlscussed in. the

‘literature._ The hlstor1ca1 background of the c0nstrucﬂs and

,"different theoretical approaches to them are noted.

';A sessment procedures and representatlve tralnlng programs
‘-azé presented and the results of the research on. the prog—
‘{lrams w1ll be glven.v'A %eflnltlon of self concept and self-
'lhhesteem as used 1n thls study and 1nformatlon about the~Quay4v -
f__Peterson Problem Behav1or Checklist w1ll follow and the

"Aresearch questlons w111 form the conclu51on of the chapter.

Soc1al Competence and Soc1al Skllls. The Constructs

;_ The common bond that llnks both pfactltloners and

"v_lresearchers who 1nvestlgated the 1ssues w1th1n the soc1al

‘ffcompetence/social sk1lls fleld 1s a concern for an under—

'.standlng of the dynamlcs of 1nterpersona1 effectlveness.
: S S
The row1ng llterature 1n soc1al competence
s representatlve of the conviction of many
”ypsychologlsts that . the. most important features
. .of -human environments: are other people, and among
_the most essential human competencies are those
. that . contrlbute to mutually satisfactory: and
._.rewardlng 1nterpersona1 relatlonshlps. :
h1(W1ne, 1981 p. 5) o 4

’ waut, what 1s soc1al competence and what must a person

'ursdo to become soc1ally skllled? Who valldates what is com-v.

'lhepetent or 1ncompetent? Are skills 51tuat10n SpelelC or -

,vpare they part of the developmental process, or are they

N

12
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H

fixed 1mmutably, in character tralts and dlspositlons? What

are_the correlates of_the constructs and hou_does behav1or ;_;;___

change affect them? The answers to these questlons can .
only partlally be solved by rev1ew1ng the research

" literature, because the concepts of soc1al competence and -
soc1a1 skllls are not mutually exclusxve, they are multl—rh
dlmen51onal both in aetlology and content and haVe
freqjently been used 1nterchangeably.‘ In chapter one 1t was
suggested that the competence construct referred to a more
global concept, under Wthh the soc1al skllls construct waS'
'subsumed 'however, in researchlng recent llterature 1t uas -
found that thls dlstlnctlon was frequently not made. Thereé,

fore, 1n the followlng rev1ew the hlstorlcal background of

the constructs w1ll be presented and the varlous theoretlcal‘

approaches w1ll be descrlbed u51ng thelr authors d1f-

LI

ferent:ial deflnltlons.,

The change from a defect viewp01nt of human functlonlng'
to that of a competence perspectlve was traced by wlne "”' |
(1981). The defect models attrlbuted supernatural phy51ca1"hh}
or psychlc 1nfluences as the causes of dev1ant functlonlng.'ra
The assumptlons that dev1ant behav1ors were the aspects of |
human functlonlng that were 1mportant to observe;‘that they
were located within the 1nd1v1dual and that the causes of
.‘that 1ntra1nd1v1dual state occurred 1n the past, led to the'n
"ignorrng of developmental, societal, and environmental 1n—A
. fluencesnas‘contributing factors. The demonological modelm,

g e
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-whigh was prevalent durlng the medlaeval era, and the

medical— model;—which-arose— 1n ~the~ 51xteenth century and
contlnues today, exempllfy the paradigm. "They have had
v“con51derable 1mpact in. the serv1ce of the soc1al orderh

. malnly because of'thelr-labelllngaand controlllng
components. (Wlne, 1981) | - |

The development of humanlstlc psychology led to a Shlft

' from the focus on 1nd1v1dual pathology to that of an. |
o awareness of env1ronmental 1nfluence on both 1nd1v1dual and‘

»‘group'behav1or.v Subsequentlyr~the narrowness of ‘the S
behav1ora1 approach to human functlonlng vas ;;cognlzed by -
‘:cognltlve psychploglsts and models were developed that
dellneated the 1mportance of cogn1t1ve structures and the.
'?1nterdependency of the 1nd1v1dual and the env1ronment |

L)

The deflnlng cnaracterlstlcs of competence

 approaches is a concern with the effectiveness %
‘of the individual's interactions with the environment.

" These models deal exp11c1tly with the individual's
~impact on the environment; thus they generally take a-

“f;transactlonal .view of the. relatlonshlp. '

-f(wlne, 1981, pP. 24) . .

~.The approaches whlch stress.competency have been seen as a
_ip051t1ve and humanlzlng development w1th1n the helplng
'profe551ons, they have spurred efforts at 1ntervent10n
Adlrected at promotlng a sense of autonomy, feellngs of self-
:eff1c1ency, and socxal skllls.' (Wrubel Benner and Lazarus,

‘,1.:1981, p. 93) | b R

| - The 1mportance of an 1nteract10nlst p051t10n where one

‘searches neither_for'determ;nantvtralts.ln the:person,"nor:’
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" for 1nescapable forces in: the env1ronment" (Wrubel ‘et.alg

‘,1981 p. 64) has been recognized by many. o} Mallex, (1975,

1977) Rathjen (1980), Trower.(1979l and‘Argyle'(1981)

- belleved that the development byfsocial learning theorists

‘of the more complex cogn1t1ve medlatlonal models, coupled

'w1th the 1nteract10nlst approach would lead to a better

4 ‘e

_understandlng of the key components of social competence -

pthought, affect and behav1or.~ Rathjen (1980) suggested that

‘the 1nteract10nlst p051tlon showed the most promlse'"for

- 1ntegrat1ng the dlverse number of varlables that 1nf1uence

';fsoc1al behav1or 1nto one theoretlcal model"(p..Z) How-

LN

: ever, these authors d1d descrlbe two other theoretlcal
’approaches to the construct, 1ntra 1nd1v1dual dlfferences

f‘whlch was a tralt personallty conceptuallzatlon, and

.'env1ronmental dlfferences whlch 1mp1nged on 1nd1v1duals and -
_'thelr development Rathjen (1980) suggested that there was'_;i

vsuff1c1ent ev1dence 1n the research to support the alternate

v1ewpoxnts that 1nd1v1dua1 def1c1enc1es or env1ronmental

©

‘,ifactors 1nfluenced the growth of - soc1a1 competen01es.1'The'

conclu51ons that emerged from research reviews regardlng

'1nd1v1dua1 dlfferences were.,

-(1) The 1mportance of certaln 1nd1v1dual dlfference
‘- .variables such as sex, phy51cal abllltles, ‘and
' .. appearance depends on the particular social setting
. in.which competence is being measured, (2) 1nd1v1dual
: ,d1fferences that -are functions ‘of an individual's ~ - |f.
.-background or learning history, such as culture, s
‘class or ethnic characteristics, may limit the types,f;
of interventions which are feasible with a given.
’target group, and (3) cogn1t1ve processes and”
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structures may account for the occasional con-
sistencies in behavior which are found across. ,
situations-and—thus—may—help-promote-generalization

of newly acqulred competent behaviors. (p..12)

and the concluslons that emerged regarding env1ronmental
1nfluences on soc1al competency were' ‘

(1) broad env1ronmenta1 factors such as social
class are likely to affect the type of educational’
or therapeutic intervention that will be most

- effective with a given: ind1v1dual (2) aspects of
the physical ‘environment can alter the pattern of
social interaction and have the potential of belng :

-used as interventlons to promote greater social '

~competence, and (3) any effort to measure the

"impact of the social environment must. proceed -
from a rec1procal or 1nteractlonlst perspect1ve.1
(Rathjen, 1980, p._14) . : ,

pAfter rev1ew1ng the research llterature, rather than B
, con51der1ng 1nd1v1dual or env1ronmental 1nf1uences Rotheram :

_(1980) chose'to summarlze the components of soc1alr
. = SR

'*tcompetence under the follow1ng factors.

) a..Problem solv1ng ablllty empha5121ng alter-; "
.natlve generation and means-end thinking,- R
b. ‘Discrimination of socially desirable behav1ors,.
.C. Self monitoring through self- reinforcement and
self-punishment, (2) a. Verbal behaviors such as:
 positive statements to self and others, frlendshlp
.imitation and feedback, b. Non-verbal‘ behaviors
~such as posture, voice tone, latency,. gestures,'and _
-.eye contact, -and - (3) a. Monitoring and assessment of#

- positive and negative emotional states, b. Methods -

- of relaxlng or. control of negatlve emotlonal states;’

(p. 74) .

:.Pertlnent to those factors, Melchenbaum, Butler andh
_Gryson (1981) believed it was the interact1on between'
cogn1t1ve structures, the particular situatlon and the .
"1nd1v1dual s personal experlences that comprised the

total;ty of soclal competence. For the authors the T
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\construct-"summarizes an.entire chain of eventsﬂ'(p. 54)

‘ They outlined:the'elements Of'cognitiye-processing-which had
implications for the definition of the construct, the S
\ processing rncluded "internal dialogue, appraisals,
L\expectancies, problem solving and role taking skills, (p;-‘
55) Different styles of cognitive processing such as o
_information chunking, automatiCity and meta perspective
.'taking also impact on soc1al competency (Meichenbaum, et.
al., Argyle, 1981, Arkow1tz, 1981 and Bellack, 1979). ‘
Bellack s pOSition ‘was that interest in interpersonal
"behaViors was a recent development for behaVioral therapistsb
: and cognitive factors and social perception, ‘as well as the _,:
‘ 1dentif1cation of target behaViors, should be con51dered
-i Both Argyle (1981) and’ Bellack (1979) subsume those -

: cognitive components under the name soc1a1 SklllS.‘

Four elements that most of the definitions of soc1al
.->skills have in common and which are generally the focus for L
;the analySis of a behavioral assessment are (1) there are |

hdiscrete verbal and non—verbal performance response
. components in any given interpersonal interaction, (2)
:soc1al skills are Situation specific, what is soc1ally :
d,adequate in one Situation may not be SO . in another, (3)‘a
o skill is a learned response, social skills are elements of

soc1al competency, and (4) deficit in a particular soc1a1 ‘:f;h

'sfskill may be remediated by training.
- : R fed
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: Trower (1979) discussed aspects of feedback loop

theories, which integrated cognitive and behavioral

| components and also had an interactional focus.' The key
processes of the feedback loop theories were:
A perceptual component for observing\and
receiving feedback from the environment,
- a. cognitive (or translation) . component for
making Jjudgments and decisions about . response
- choices, and a performance component for carrying
out actual behaV1oral sequences.‘ (p. 4)
| Trower believed these components processes could assist our _
i understanding of social skills and might have some pre-'
dictive utility.; | e | :
| ArkOWltz (1980) felt that soc1al skills were an_ S
inclusive phenomena, easy to recognize, but difficult to

define behaviorally. Behav1orists identified soc1al skills

as set of learned abil 1ties which were the basis of

'."_1nterpersonal behav1or., (Bellack and Hersen, 1979)

A concern was felt about the inclusiveness of the term. 'h'

If we do not restra in ourselves and put. some '
o 'limits on. the construct of social skill, it
Cooowill expand to include all human behavior, and
social skills training will soon come' to .mean
- -any process which is_ capable of producing changes
o in human behavior. (Curran, 1981‘ Pe 323) o

o The author felt that social skills should be limited to f'";
' motoric responses only, such as the discrete behaviors oﬁ

l eye contact body posture, facial‘expressions, gestures anda

greetings. | N FRS | |

Argyle stated that the social interactional position

had to be considered because it encompassed a wider :"
. : .;7. e _
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‘ perspective of social adequacy/inadequacy than that which

.‘derived from behavior theory, where social phobia and lack

-of assertiveness were seen as the two main failures. [Van.

f"-Hasselt, Hersen,_Whitehill and Bellack (1979) distinguished

":between negative assertion, that is, showing legitimate
-opposition and making appropriate demands, and positive
‘,1assertion where expressions of praise, affection, joy and
‘ :appreciation are shown to others. These categories were
'ﬂexpanded by Rinn and Markle (1979) into four repertoires.
‘ffv].,',Self-expressive skills (expressing feeling,, '”,
. - expression of - opinion, accepting compliments, ‘
. stating positives about oneself). _ '
2 Other enhanc1ng skills (stating pOSitives about a-
_-best friend, stating ‘genuine agreement with e
voanother s opinion, praising others}._ '
]i3f‘. Assertive skills (making 31mple requests,;l-i
R “disagreeing with another' s opinion, denying
unreasonable requests). o .
“,24.>fQCommun1cation skills (converszng, 1nterpersonal
' ,problem solving).r (p. 10) e S .
,The construct of assertion has been mentioned 1n much of the :"
: ;literature._ lt has sometimes been equated with social B

".Zcompetency and sometimes viewed as a correlate.’f Ga1a551,‘

QQGalassi and Vedder (1981) believed that the construct shouldlip;i

" be: discontinued and that the results of the research

-f'investigation on the topic should be integrated into the

"social skills/social competence literature. They pointed to:.:t?

“-. ?difficulties of definition, and the simplistic notion that

'interpersonal behaviors could be reduced to "three mutually-

-exclusive categories, two of which aggressive and non-
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o assertive, are totally undesirable and the other, assertive,

._which is desirable." (p. 301) By incorporating the con-

pstruct, the emphasis on trait assumptions of personality

v would be reduced and the interactionist perspective on

}J

‘behavior would be. ihcreased

\

-Cox and Gunn (1980), Furman (1980) and Rotheram (1980)

'}spoke cogently for a consideration of the developmental

' f perspective when examining children s soc1al behaviors,‘

without which Furman said interventions may well be

~]isequenc1ng of skills which lead to social competence.-

’(p. 100)

'finappropriate.; He pointed to the lack in behavioral
'1]research of such considerations. Cox and Gunn argued that
.-“unless programs designed to increase social competency were:*
i"ibased on a developmental model “which recognizes £ 'h |

."31ntellectua1 social and emotional capacities of children at

~'various ages, the likelihood that our intervention,,

'miniature adults -is high"(p. 128) There is no current

‘-‘consensus on the developmental “time frame nor on therfA

'tf;Sarason (1981) discussed the role of development with

B special reference to problem solving, role taking, and
‘sperson perception. Her definition of social competence was

:vﬁthe possession of . and ability to use appropriate SOCial

"'5-fskills.‘ Psychologists usually view these\skills as acquired

\ —

)

“istrategies will be de51gned to teach children to respond as o e

~"ﬁ'.j'by some combination of developmental process and learning 0o



21 _

. 1f the‘acquisition:of'skills is"dependent’on'those

'processes,'what is the outlook for students who are’ develop-.

mentally delayed and are therefore slower in their learning

iand skill development? The heterogeneity of this population
'has been referred to, nonetheless there are sOme research »g

t“findings that are relevant to the issue.}»hf

';(1) The  laws of learning are- essentially the-
same for intellectually handicapped and non- - .
: intehlectually handicapped individuals, (2) The -
“ manner of learning is similar for the least and.
- the most intellectually" handicapped individual,
- and (3) Initial inability to perform may hot’ beg
.- indicative of learning potential. The evidence» o
"~ does indeed’ indicate ‘that.many intervention: programs AN
- designed to teach new skills and modify abnormal = .
. maladaptive behavior are hoth feasible and effective.

(Riches, 13§O, p. 119) _ ,
~rfThe attempt to assess adaptive behavior in the retarded' .

“has given rise to much confusion and much research needs to ;:'”
'be done. (Mercer, 1977) Greenspan (1979) argued that the |
: dimension of social intelligence must be conSidered when
| researching the role of adaptive behaVior and social {g‘v};;].
o competence in the retarded.z He defined social intelligenceﬁ.
‘ as "y person s ability to deal effectively with social and
l'5interpersonaL-objects and eventsJ'(p 483) Under this
';rubric he: included constructs which other researchers have O
.-placed within the social competence definition including
'role taking, person perception, empathic judgment,‘ j'
"referential communication and inte personal tactichf(p-,

"f484) The latter term referred to methods used in social

’;problem solving, Greenspan discussed two such tactics-75
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lthose of persuasiveness and conflict resolution. ‘The work_”

o of Spivack Shure, et,al., in the area of conflict

w}resolution has been discussed previously.’ Few studies nave“f4f

B

" been undertaken dealing with conflict resolution and social”f

f\problem solving with a retarded population.a Greenspan

'di:stated that this was a much neglected area of research fHet'ﬁ_

L _pointed to the heavy emphasis that had been placed in the
'past on socio-emotional variables of mental retardation and¥
ifar less emphasis on soc1al intelligence, often to" the |

'ttfvdetriment of the retarded By understanding social
1.fjintelligence one might better~understand the process “by

~

3_Hwhich some persons of low IQ make successful lives for

‘HeithET/to lead independent lives or. to meet community

‘ n-standards of acceptable behaViorJf(Greenspan, 1979,Ap 520)

Assessment of Social Skills/Socia14Competence

‘_ The importance of.developing appropriate social skillsfw“i

’T*f#for maintaining effective interpersonal relationships has;:f;

'ttthemselves whereas others of similar IQ level are unable SRR

v"'t{falready been established Therefore, techniques are neededf: e

.f“"that w111 assess accurately what appears either to promote ‘
’or to hinder the development of such skills. The selectiond:
v"fof appropriate intervention strategies is dependent on_lfﬂ':
”itadequate assessment procedures. In reviewing programs -
b‘hGalassi, Galassi and Vedder (1980) believed that the‘f"’iv

"critical issue for investigation was that of assessment R
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“procedures rather than.programrcontent;Iincluding the need

"~ltoffh

‘th

"social competence construct.‘x

-’techniques. The developmental perspective was also being f'*ki
&,_conSidered by them.J The interactionist pOSition utilized a_i_g

juevelOp—a—taxonomyrof~interpersonal—respbnse s
. . and situation classes, to identify criteria for '
. socially skilled or competent performance «ss and.

to identify. cognitive variables mediating behaviors

in interpersonal situationsl (p. 3%9)'”

The choice of techniques utilized for assessment

l?'

s reflected the theoretical position that the investigators

~he1d cohcerning the conceptualization of the social skills/hif]

~t

BehaViorists, who until recently appeared to havelimf?

:i:focussed solely on motoric or physiological responses of

:fsub]ects,iwere beginning to advocate the use of sociometric5,'u

&

o

i.lbroader base of assessment tools, congruent With their
ifawareness of soc1al reCiprocity and situational specific1tvfh17
“3Tof competence correlates. Naturalistic observation and |
'gSOCiometric techniques such as nomination and rating | :5:7'\
’measures have been Cited as being among the most Widely used

l'assessment tools. Other methods that have been validated ;l?sy

o

,‘dl;iinclude interviewingn and assessments involving cognitive J‘Q'f
,fip'procedures. (Arkowitz 1981, Bellack 1979, Gresham 1981 and{f?fi¥
ﬁ-Van Hasselt, etwalq, 1979) These methods are briefly out-l:*"

"f: }lined in the following pages.,p.ld'

The observation of children in their natural settingsf"

L possesses both advantages and disadvantages for the

ol
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assessment process. Gresham (1%81) listed the advantages as

e “the sensitiv1ty, non reactivity, objectiv1ty and

“t:specif1c1ty regarding antecedents and consequences of soc1al

dinteraction, (p..145) and the disadvantages as being pro-""

'E*rc11v1ty toward bias{ lack of predictive validity and lack of hiff

relationship with measures of peer acceptance when global

":Lntervention rates are used"(p. 145) The 1mp11cation ofd‘.r”

‘U,the last phrase was that naturalistic observation had beenhhfrg:§
._ﬁthe preferred tool of behav1orists where for the most Part:y“*
EOPerationally deflned lndiV1d“al behaVlOrS.'as opposed to TR

kglobal behav1ors, were assessed Exemplifying this is theff,V‘

'.iffocus that was placed on the motor components of soc1al

2;1"fcollections have been made on rate, frequency, duration and C

‘ skills, espec1ally in naturalistic observation. Data"

d:percentage of time spent on such behaviors as smillng, eye

'{contact, gesturing and speech utterances, the consensus 1s

I;that this is but one part of the soc1al skills construct and

’”xﬁsuch molecular 1nvestigations and results must be used in_;dﬁtt;_

»j;conjunction w1th other\findings.; -

When peer nomination is utilized students are asked to

'ffﬁname a certain number of their peers according to de51gnated

~

”d_criteria, such as’ 'best friend v seating companion, or

”»play partner and nominations could 1nclude positive or

:f;negative criteria. When u51ng peer ratlngs a. 5-p01nt

”;:_Likert type scale is most frequently given and students arei?yf~f

'?asked to rate their schoolmates according to such spec1fied

; 3



criteria asl“work partner"‘or “play partner ;f A student s

Vscore is the average of the ratlngs he recelves,

, Asher and Hymel fT98T) p01nted to several features of—;—f—f—
kvffthe ratlng scale that 1ndlcated 1ts superlorlty overqpeer rf.‘“'
:Qnomlnation'.hﬁff‘id_"ﬁ F?id“_}gfh;hnfdj'id ;_'f\ ttdh.jj;'x
'-lﬁ;ﬁx?Test retest re11ab111ty ‘was higher._v':
,Li;Z;rl*Students rated all the1r classmates, 1n'contrast

» }ghto the nomlnation scale where 1t was only p0551b1e

. hlto learn about the peers who were nomlnated ' _hv‘ 'd";

”f 3;”1”The ratlng scale was respons;ve to subtle changes.. G

,ihrgln crlterla.ffﬂ“”' ‘_h | ' V_ v' :'

Thus,»when Combs and Slaby (1977) stated that peer
;lﬁfpopularlty had been overrated as a’ cr1t1cal area when ': t|f¥:i_

ffasse551ng soc1al skllls,‘one would need to know on: whlch of

w;the two measures peer popularlty had been based., Sarason,g.

"cf(1980) 1n her llterature rev1ew, reported that Chlldren who {fi\'

“‘fiigwere not popular lacked a range of skllls,_lncludlng the s

'rf{ablllty to communlcate the1r emotlonal needs accurately and

“l_to respond to peers approprlately 1n helplng 51tuat10nsr

‘VV Thls would support the v1ew that ratlng of peer popularlty fh’,ff

pcan be a useful dlscrimlnatlng varlable.ﬂ‘

17? Another frequently used measure to 1dent1fy chlldren as ;fif

‘ﬂffcandldates for soc1al skllls tra1n1ng is teacher ratlng.,

ff}Gresham (1981) stated that teacher ratxngs had been

tihvalldated agalnst behavioral observations as well as soc1o-.;j£

NS ‘_.

fﬁfnmetric data and suggested that teachers could assess thelr R
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students soc1al behaviors accurately.

WdrBellack (1979) underscored the- need for a sound

) emp1r10a1 base for the range ot assessment strategles ana
‘:'stated that “in sp1te of the lack of such a base when
eValuatlng 1nterv1ew1ng as an assessment tool 1t remalned
e one of the most sensltlve and trltical tools.‘ Durlng an
1nterv1ew,:1nformation could be obtalned that mlght not have
| been revealed through other procedures.; In asse551ng soc1al
”skllls, 1nterv1ew1ng has been used far more w1th adults than'

w1th chlldren.

A range of cognltlve tasks has been developed to assessf
soc1al competenc1es. These 1nc1ude role playlng and problemr

! : o
solv1ng and they have bee used not only to assess skllls ‘

but also to 1nstruct th m, Role playlng generally refers to
:51multaneously belng aware of one s own perspectlve and that.ﬁ

of another,>“to walk 1n another ] moccasxns.lf It 1s con-r
51dered to be a measure of egocentr1c1ty._ Bellack (1979)

and Arkow1tz (1981) have questloned the external valldlty ofi

- such tests and thelr ablllty to predlct performances 1n

naturallstlc 51tuat10ns. In contrast to that posrtlon,,»
‘ff,other researchers have found role-playlng to be a%valuable"hff
| measure. Monson, Greenspan and Slmeonsson (1979) anmlned
"7frole playlng and referentlal communlcatlon skllls, wh1ch
X they 1dent1f1ed as. correlateSoof social competence, to d1s-
| cover thelr relat1onsh1p in - the behav1ors of retarded o

: chlldren. They developed spec1al measures to assess the ‘
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students’ abilities in role-playing andireferential communi -

cation.skills, because .the measures generally used were too

plex-for retarded students; The‘former measure utilized '

-'cartoon drawings, the responses to which discrlminated
between egocentric thinking and perspective taking
_abilities. A task-that minimized emphasis on verbalv

labeling was used gg measure referential communication SR
skills. Teachers rated the students on a soc1al competence'

."scale, ahd students were asked to describe thelr own soc1al

behavior, thus allowing a comparison of the two ratings to -

o 8

be made. From the results;'51gn1f1cant assoc1ations were
found "between soc1al compeQence and role taking and

'referential communication skllls of retarded chlldren

e

(p.,629) when the teacher; assessed the soc1a1 competence of
:‘7 '.'n‘ ’ < S .

their: students.», ;ggp ; .
Arkowitz (1981) sa1d that coupled with the need for a

.”prec1se conceptualizatioﬁ°of soc1al skills 1s the poaslble»

: &

ybinclu51on witgin its parameters of content versus con-
':.sequences.of social responseS'.51tuational spec1ficity,
5001al sen51t1v1ty and perception, analy51s of behav1oral
sequences, determination of skills def1c1t versus per—vis
‘formance 1nh1bitions, and the role of phySical appearance;

~ip; 323) One .of. those issues,‘socxal perception, has been ‘

,described as difficult to evaluate,. work in this area 1s at

:an elemental stage

%

skills have not yetubeen developedﬂ'(Bellack 1971,ﬂp. 100) t;ffh

and well validated. 1nstruments of soc1al ;f;ﬂflj
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Shure (1980) descrlbed the means-end problem solv1ng

”._alternatlve solutlons to those 51tuatlons.;

procedure whlch assessed problem solv1ng skllls and focussed-

‘Hon the 1dent1f1catlon of problem solv1ng 51tuat10ns and
hstudents ab111ty to conceptuallze and generate ‘a range of
Cox and Gunn (1980) developed an assessment procedure
'lde51gned to test the,llmlts "of the chlld‘s respon51veness
'in interperSOnal‘situations,f'(p; 119) A total of eight
‘scenes were. wrltten, four»scenes to discover the child's‘
_ab111ty to 1m1tate and malntaln conversatlon and four scenes
7bto oetermlne how the Chlld would respond to 1nterpersonal,
“confllct 51tuatlons. A comprehen51ve scorlng procedure was
R dev1sed for both verbal and non verbal behav1ors.v The
author s objectlve for thOSe 1nstruments was. "to prov1de an
emp1r1¢a1 base f///the development of a soc1al skllls -

”_tralnlng currlculum ,'(p. 122) which they subsequently wrote

s

’fand 1mplemented They were satlsfled WIth the results of
"thelr 1nstrument valldatlon and found the 1nstruments

: lnformatlve and supportlve of the assessment procedure._

The results of an assessment tool that was developed to
.'measure‘one aspect of soc1al 1ntelllgence,.that of soc1al |
1nference, supported the developmental processes of- the
construct. Soc1al 1nference refers to the ablllty to_
generate 1nferences from cues. about soc1a1 51tuatlons,
.‘Smlth and Greenberg (1983) ‘took concepts from currlculum

theory that were related ‘to 1nduct1ve teachlng and applled

5
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them to measurlng the process of soc1al 1nferent1al

N

thlnklng. “Their Test of the Hlerarchy of Inductlve Know -

”ledge (THINK) was desxgned for retarded learners.‘ Itil

. .

'ages of 9 —.14 years, the developmental and crlterlon—

requlred the use of. soc1al knowledge so that levels of

1nformat10n proce551ng could be assessed Five steps in the .

.process are-labellng, detalllng, 1nferr1ng, predlctlng-
iverlfylng and generallzlng.f After analy21ng data collected

from 120 educable mentally retarded students between the

RS

'related features of the measure were supported. The authors

emphasrzed the dlfference between thelr measure and "the

1'current uses of the Sklll orlented measures of soc1al

_competencef'(p. 55)

A wlde range of assessment technlques have been pre- o

~sented Many authors have questloned the psychometrlc

'adequacy of the varlous 1nstruments and have suggested that

components of lnformatlon proce551ng.‘ An empha51s should be\

A .more emplrlcal data is needed (Argyle, 1981 Arkowltz,-f

'_:'1981 Bellack, 11979, Curran, 1980 and Rotheram, 1980) A

llz

fﬂlmportant dlmen51on of assessment relates to the cognltlve

made for the con51derat10n of gatherlng data results from a

\

consensus among them. - ) :
, - o

Representatlve Tralnlngggrograms

The ba51c premlse of soc1al skllls tra1n1ng 1s that

there are. dlfferences Wlth respect to the degree of soogal

.

wlde range of dlfferent assessment technlques and obtalnlng o
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competency exhlblted by ind1v1duals in social 51tuations and’

that for some of these 1nd1v1duals thls lack of adequate -
7performance is problematlc. (Curran, 1979,.p. 319) Thls
'1lack may also pose problems for the larger societal group.
'Chlldren who have problems 1nteracting w1th others are more
llkely to drop out of school be 1nvolved 1n dellnquenc1es
- and be 1n a hlgh rlsk 51tuatlon regardlng the1r general
‘adjustment (Cox and Gunn, 1980, Rlnn and Markle, 1979)

The content and methodology of tralnlng programs

"Hreflected the theoretlcal bellefs of thelr de51gners.,‘Some o

‘_hBellack Hersen, 1977 Oden and Asher, 1977 Rlnn and |

programs were behavxoral in orlentatlon, (Bornsteln,. S

‘Markle, 1979, and Sprafkln, Gershaw, Goldsteln,.1980) some
held a cogn1t1ve behav1oral pos1t10n (Melchenbaum, 1979 and

Rotheram, 1980), others were 1nteract10nlst representlng-ayh

transactlonal phenomenologlcal perspect1ve. (Shure, 1980

.‘: Camp and Bash 1980 and Cox and Glnn, 1980)

i ’ ' ~
Wlthln soc1al skllls programs the focus has been on .

'both a therapeutlc and an educatlve model (Curran[ 1979L

'and tralnlng and coachlng of soc1al skllls has been seen as
"‘belng both remedlal and preventatlve..(Rlnn and Markle,.
1979, Rothman, 1982 and Wlne, 1981) Rathjen (1980) :
suggested that the sxtuatlonal env1ronmental and 1nd1v1dual
perspectlves of determlnlng soclal competence could be 1nte-

grated into an educat10nal model.A
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In this chapter emphaSis will be placed on those pro-

grams—used—with—children and—adolescentsr—although—the con-—;4}—e
.ceptual focus and techniques may be 51milar to those
vdesigned for use with adults. Training programs can focus‘

on molar or molecularrbehav1ors,'ranging from strategies to ,

3 cope w1th critic1sm or rejection, to 1ncrea51hg eye contact,

hain greeting Situations. (Curran, 1979) |
Questions that must be answered when deSigning 1nter—‘

yention programs were listed by Rathjen (1980) as. ’f

(1) what are the relevant tasks a competent L
person must: be able to perform?, (2) ‘what behav1or-'
- defines competent and 1ncompetent solutions for
“the population in question?, (3) what is. the subject
population and ‘what are its relevant proceSSing
characteristics?, (4)° what knowledge or underlying
rules lead to:competent. and- incompetent performance?
~ (5) how is individual knowledge assessed?, and (6) how
o is the necessary knowledge taught and learned° (p..75)‘;.a

jThe ways in which children learn pro soc1a1 behav1or are by

"direct teaching and reinforcement from adults, by obser—f'

'tbvational learning from adults, peers and media, and by peer,'“

’1nteractions.- Technrques used Singly or, j01ntly, in most L
programs included behaVior rehearsal reinforcement feed—df

‘back modeling, coaching,_Self monitorrng'procedures, roleQZibf
‘play, use of audio-visual materials, mirror practice and
k‘identification and training of problem solving skills. (Coxi;fd
.Gunn, 1980 Elardo and Caldwell 1979 Rathjen, 1981 Rlnn

and Markle, 1979 Ross and Sedlack 1982, Rotheram,ﬂ1981

i{and Sprafkin, Greenshaw and Shure, 1980) The training of

prroblem solv1ng skills which use verbal and cognitive
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abilities of‘children has-become.anbincreasingly popular

s

jmethod of intervention. It iS'accompanied by antincrease in s

1

. ‘literature and. research reflecting a soc1a1 interactionist

, position when investigating the construct of social

competency. (Combs and Slaby, 1977) The emphasis on problem:
SOIVing techniques and verbal:% gnitive approaches seems B
more congruent to finding solutions for the complex issues
in soc1al interaction. - ‘:>i~ ‘ '
The majority\of programs have been deSigned for
:',elementary‘school age children and while there is much
ongOing program research with very young children (Shure,_“
;f1980 1981) there are fewer program deSigns for the
adolescent. The settings for the various programs included
mental health centers, (Rinn and Markle, 1979)-schools,
't(Rotheram, 1982, Elardo and Caldwell 11979 and Corhand.Gunnf"n
j;1980) day care and nursery faCilities, (Shure,.1980, 1981)
jand reSidential institutions for specialized populations
:such as juvenile delinquents or hOSpitalized adolescents.
'yl(Sprafkin, et al., 1980 and Bornstein,v1980)‘ﬂ_ . _
._‘ Sprafkin, Gershaw and Goldstein (1980) outlined the'
goals for their training program which they call Structured

;_Learning Therapy, and which was initially de5igned for

zpsychiatric in-patients, but was adapted for the needs of f'

“'ﬂadolescents in regular schools and in residential treatment

”settings. Their approach included a clear delineation of

”rbehaVioral goals, clearly specified training procedures, and
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a thorough assessment of changes in behavior following the

'"Most_of_our_studies_haye_beenifactorial_in_______

~ ftreatments.

'“predictor of later soc1al behav;ors (Furman, 1980, p.‘9)

jland peer popularity 1s often 1ndexed as evidence of\soc1al‘

mental psychologists believe that many problems in‘

'fpstructure, behavioral in criteria,and successful in out-;.

'come.- (p. 144) Their criteria for success was. positive

skill acqu151tion - both across population and across

.’skills.. Their behavioral background did not preclude

attention being focussed on planning skills, and ‘their focus ,

w1th adolescents was to teach skills for dealing with )

| feelings, stress, and prosocial alternatives to aggre551on. :
'-.Skills 1n communication, planning, problem solving and -

e decision making were practiced by means of modeling,‘role—'

“

' :play and social reinforcement ' Goldstein, et.al.,_claimed a: o

'45 percent transfer rate from their program, but although"

_.their program was outlined clearly in their article, theirh‘
f'experimental research to support the figure of 45 percent~

'hfwas Aot given.v

"The quality of peer relations is an important

'-h'competence. (Asher and Hymel 1981 Combs and Slaby,'1981) _fff;
:Isolated and withdrawn children were taught social skills by -
frule learning, instructions and coaching,_and rehearsal and '

| feedback (Bornstein, Bellack and Hersen, 1977 Oden and

<

~Ksher, 1977) Rules can assist children -3 learning 1f a

Q?, particular behavior is not in their repertoire.; Develop-'

RN

)
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g children s social interactions may be due to a skill deficit

_rather than an inappropriate reinforcement contingency."'

l.(Combs and Slaby,>1977,~Furman, 1980 and Shure, 1980)

',;1Coaching, as described previously, refers to more than

E giving instructions,‘it includes talking about cues, con; ’
‘cepts and rules. (Combs and Slaby, 1977) i‘v:f N
The Keep -Cool Rulés that are part of the Cox and Gunn

(1981) progfam were developed from assessment results. ‘Theh"'

LY
\ s

'f=subjects were 16 male students from a public school setting e
and 16 male students from a residentfal program for children.
'With behaVior problems. The\responses in interpersonal'

tconflict scenes, made by the most skillful children were@‘

"-formulated as rules and presented as a guideline for. S

7_appropriate responses in conflict Situations.i Cox and Gunn Zﬁ{:"

‘believed that trying to teach low skill children to generate L
h.their own alternatives in conflict situations by trial and “
ﬁ'error could prove discouraging.v Their preferred choice was~“'

!to teach the Keep Cool rules,'which were suggested behaViors*MTi

tloosely arranged in a hierarchy.‘ These provided "the basic o

'structure within which the child-can learn to utilize R
o flexibility in responding to those (conflict) situations.;
_'fv(p 126) . fyﬂf“ | o : o
o The social rules that Oden and Asher taught to children‘

' g'identified as isolated by their ratings on. sociometric tests"

s were: "(a) participation in play, (b) cooperation by helping '

‘f'tOffsharingp (c) communicating bY talking and liSte“ing'_(d’-
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validation support by looking, smiling or offering :

encouragement. (in Furman, p.25) Thirty three third and

I control situation.v~: o

>

fourth grade children were assigned to a coaching, peer— "

'1 pairing or control situation. In the coaching situation the

children were taught the social rules about how to play,
practiced with their partner u51ng special games and were.
given feedback about their performances.. The students in
the peer~pairing group. played with the same spec1a1 games
but were not: taught the same social rules or given any ;
feedback The students in ‘the control situation played

alone and received no commentary.‘ Results on sociometric"'

.} tests following intervention, and one year later, showed

R

: that children in ‘the coaching group had made gains in soc1al.

© status and continued to do so.- There were no changes in the-.

P
pre/post ratings of the students in the peer pairing or
. A T

Pioneers in the field of interpersonal problem solv1ng,'

t'who have been conducting research since 1971 are Shure, -

Mq!ivack Platt and their associates. To solve problems-
*efficiently Spivack et.al., identified the need for four R

ftypes of thinking~

- (1) ability to conceptualize alternative solutions, -
(2) step-by-step. goal planning and implementation,,”
(3) consequential thinking,-.and (4) awareness of = .
cause—effect relationships. (Rathjen, 1980,‘p,71), o

'SpivaCk ‘et'al;, call step-by-step goal planning means-g
* end" thinking, which - |
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significantly distinguish normals from the ‘ ‘
diagnostically disturbed or behaviorally troubled-
beginning at about age 9, while a spontaneous

36

tendency to weigh pros-and-com s—of—an—act—enrerge s
as significant to -behavior during the adolescent
years (Shure, 1980, P- 159) _

A}

The Interpersonal Cognitive Problem Solving (ICPS)

"_program was originally designed by Shure, Spivack et,al

for use w1th four-year olds and later adapted for five-year ‘

'iolds.' The lessons were completed over. a three month period "

a

and took about twenty minutes daily. Mothers and. teachers
'»were separately involved in: training processes.' Research

aSSOClated with ICPS has been extenSive.. The form of ICPS

"'dis a variety of games, deSigned to help children think about

”interpersonal problems. Attention and speCific language
-development to describe and identify emotions, thinking
::.about Similarities and differences in people and the '
'1gat£3ring of information are skills that are’ taught
'“Generating alternative solutions to problems and evaluating

—

vthose solutions is also ‘a program component Results

revealed that
;,impulSive children became less impatient and
' 'demanding and less: likely to explode: into
Vgoutburststwhen faced with frustration.:- Overly

inhibited children became more soc1a11y outgoing,
less fearful, and able to express their feelings .

*’appropriately. (Shure, P. 197)

4These increases in social reasoning abilities were
~‘significant and were maintained over a twelve-month period,
when the children were taught by their mothers or were

. taught,by a teacher. -

L0
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Meichenbaum (1979) outlined his self instructional v

-ftraining procedures which he- deSCribed as a multifaceted

'.format to help children "think before they act to become

more reflective in their behavior and deVelop self control'V_‘

. (p. 19) The program included cognitive modeling,‘overt

external guidance, overt self guidance, faded overt self “:-

guidance and covert self instruction. The program resulted

’in improved performances on Porteus maze, WISC Performance,hn

..IQ and increased cognitive reflectivity on. the Matching

i

Familiar Figures Test

Camp and Bash (1981) described their problem solVing )

g,program called Think Aloud which was. designed to study the

.effects of" verbal mediation training on cognitive and soc1alg;:'

behaVior of young aggreSSive boys. The authors of the',”'
lprogram felt that it had promise as a program for increasingft_.
: ,problem solving skills, but for evaluating changes in
;aggressive behaviors the results were equivocal at that
1‘time. They conducted their program in. various settings and
'fnoticed some conSistent trends including gains in per-"

'formances on cognitive tests and teacher reports of

\
©

s 1ncreased PIO SOCial behaViors. e 'ﬂ;:' l,‘ o _;'»

Rotheram (1981) designed a: cognitive behavioral program +

for children age 9 - 12 which used behaVioral techniques

'and problem-solvfng approaches.» One hundred and six L

AN

Children received the social skills program two hours a weekf:f

'“'vfor twelve weeks._ Evaluation of ‘the program indicated that

R -
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.'there was. Significant reduction in both paSSive and aggres-'

rsive alternatives in problem solVing tasks.' There were AR

.Significantly fewer behaVior problems reported for the
',children who had received the soc1al skills intervention,
sindicating that the teacher s perceptions had changed,
‘because the behavioral observations did not indicate :fﬁ
‘JpOSItlve differences.: One year later, howeverk3w1th new .

7teachers, those who had received the soc1a1 skills trainingf

' gwere reported Significantly fewer times for behaVior

- .gintervention.f,”f"'"

‘ problems.H Rotheram s program was used w1th adolescents and.f.“

.hlearning/disabled students.f In her discuSSion of adolescentv;‘
-ffdevelopmental differences related to power and control |
Zchotheram showed that the group identified as coheSive (this:
.'group had fewer control issues according to group leaders.”.

and participants), had fewer behaVior Jroblems follow1ng

Meisgeier (1981) with his belief that "poor soCial

v ;skills may be more limiting than academic defiCits" (p.'my_‘;“’

'smdeSigned a program for the adolescent student w1th serious

ﬂlearn ng problems and academic skill defiCits at the same

'*,1time._ The goals of the soc1al/behaVioral curriculum ‘

:1(Meisgeier, 1981) were to help students'”

“communicate and interact effectively and
',appropriately with peers and adults; accept .
_responsibility for personal behavior ‘and deciSions
_through autonomous inner-directed. behavior;. cope

. . appropriately with:- frustrations and stress; be

. ‘appropriately assertive ‘without- ‘being’ aggreSSive OL -
- passive. aggressive and develop rational problem solving~j

o behavior. (p. 6) N e

potias
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'fThe evaluatlon of the social/behav1oral program was- based ont*Vy”

'f”student teacher and parent responses, whlch were p051t1ve.

P

fqualltatlve approach_or a quantltatlve approach ::Théjf'”

uﬁAssessment of the goals in the internal/emotlonal
?tarea is hampered by the complexlty of the phenomena
* . to be assessed ‘contextual influences, uncertalnty
. ‘of 'stability. of behavior over time, and a host of

1other factors that confound the evaluatlon. (p. 11)

TtThe precedlng quotatlon hlghllghts the dlfflculty of maklng
*la def1n1t1ve statement about global results of 1ntervention ,

'fprograms.

Dlverse appféﬁches to the deflnltlon, assessment and 5?

bdftralning of soc1a1 skllls/soc1al competence have been

v;dlscussed and the results of 1ntervent10ns have been glvenrfh
;;lehe conclus1ons derlved from the llteratére can be l |
. psummarlzed as follows.» the blggest problem remalns axf*‘

d”fﬁdeflnltlonal one._ Deflnltlons are proposed that are con-’

~

"b51stent w1th the theoretlc p031t10ns and value stance of

“fthelr authors. However, 1f the constructﬁ are . not deflned B

clearly, assessment 1s also dlfflcult.b The p051t10ns

T

7{regard1ng assessment are polarlzed 1nto a c11n1cal/

~

‘:;dconsensus appears to be, both w1th defln;tlon and jf:;
5*£assessment, that the transactlonal/1nteractlonal approaches :-fia;f

- are the qpst germane and reflect a more inclu51ve, humane, jf‘-""

RE .

tufdevelopmental and preventatlve perspectlve.} The generallz-tulx

n“qpabllity of learned skllls across 51tuat10ns (wherebmfl_”

',;approprlate) remalns an 1ssue for the success quotlent" of o
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Self Esteem and Self Concept L

1

The deflnltlon of self esteem/self concept as used 1n< :

‘”thls study is the one proposed by Shavelson, Hubner and

'td'Stanton (1979) which 1s presented 1n the following pages.

The deflnltlon of self esteem py Battle (1980) is con51dered

“congruent w1th that of the former authors.v FollOW1ng the
‘fdeflhltlons studles are mentloned that relate the self

'f}esteem/self concept of educable mentally handlcapped student

‘f{pto other varlablgs.<'

Self perceptlons develop as’ a result of 1nteract10n

lw1th the env1ronment and they have long been con51dered an

oV

'flmportant determlnant of behav1or. Accordlng to Beane,'\'
"‘Q[Llpka and Ludwrg (1980) self perceptlons appeared to have

d*”three dlmen51ons, self concept self esteem and values. i'

: Self concept refers to the descrlptlons we”
- hold of ourselves ‘based on the. roles we play .
~and: personal -attributes- we. belreve ‘we possess.,
Self esteem refers to the level of’ satisfaction:

- ‘'we attach to that descrlptlon, or parts of it.
'Self esteem decisions in turn are made on the basis
.Vof what 1s 1mportant to us, .our values.'(p. 84)

'*The self esteem 1nventory used 1n thlS study was de51gned by
ldeattle who deflned self esteem as 9the perceptlon the 1" |

:llnd1v1dual possesses of hls own worth."'(Battle, 1980 p. o

i 26) An earller deflnltlon by Branden (1969) 1nc1uded a.l

-

17jsense of personal efflcacy 1n the deflnltlon.‘(quoted 1n
"dBattle, 1980 p. 26) Shavelson, Hubner~and Stanton (1976)'

3;@1dent1f1ed 591f Perceptlon as. thelr deflnltlon of self con—ﬁ

\

-,

'“:cept. They ascrlbed to the construct seven dlstlnctlve

T e Rl R WL T T iz 2Ty e
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features. Self}Concept is: (1) organiiedt (2) multifaceted'

qy
b

- (3) hierarchical, (4) stable (general self concept)/unstable

“(situationalf,n{S) developmental “(6) descrlptlve and

'“evaluatiVe, and - (7) dlfferentlable from other constructs,

c \.,

The author stated. g
S ‘ .
a8 far as. we know the dlstlnctlon between self-
description .and self evaluation has not been
classified.either conceptually or empirically.
" Accordingly the terms self concept and self esteem
have been .used 1nterchangeably inthe" llterature.

-(1976 o .MS) ’

i

L Shavelson, ‘et. al” (1976) made the dlstlnctlon between self

concept and 1nferred self concept The former referred to‘

. .
»

f“: }one s own report of self the latter to another s -

~‘attr1butlon of on%_s self concept The p051tlon taken by

the symbollc 1nteractxon15ts was :
. ‘ &

* a-positiy F'elf concept w111 lead to soc1ally
. construc¥ivle socially ‘desirable behavior, and .

" conversely Jthat a distorted self concept will
,legd to 4 .1ant, soc1a11y 1nadequate behav1ors.~

(S%helrer and - Kraut 1971, _131)

Thls ‘was conflrmed by studles relatlng school behav1ors and

vself esteem where both pro soc1al behav1or and hlgher per~f

celved soc1al status among peers were found to be p051t1vely .

Vcorrelated w1th hlgher levels of self esteem. (Beane,_Llpka

>

and Ludewlg, 1980) Conversely, Yeger and MlethlS (1980)

2

found that more dlsruptzve students had lower levels of self

“esteem. R o oo ' D

the soc1al consequences of educatlonal placement for the

s

educable mentally retarded (EMR), examlned measures of EMR

“ .
°

Straln and Rerr (1981), when rev1ew1ng the llterature on
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.uchlldren s personal evaluations of themselves. They

reported a study carried out by Meyerow1tz in 1962 whlch was
one of the_flrst efflcacy studles to use self concept scores
as a dependent measure.; The two clear findings‘that emeroed-
,were.-"v | f | ) - |

‘ First, EMR chlldren attrlbuted 51gn1f1cantly .
" . more unde51rab1e descriptions to themselves. tmﬂn
did normal youngsters. Second, 51gn1f1Cantly ore
derogatory comments were used by special as op osed
- to. regular class EMR chlldren. (Straln et. al”
-71981 P- 16) . - t
'lIn repllcatlornof that study 1t was found that
segregated chlldren tended to. descrlbe themselves 1n more
,derogatory terms than d1d 1ntegrated or normal youngsters..
(p{ 17) . _ ‘ ‘
They found that oﬁk of . the major trends regardlng -
vsoc1al outcomes of the educatlonal placement of EMR\students
‘was the reported apparent superlorlty in self concept of .i;g‘
lklntegrated EMR chlldren.u The same authors suggested care
.when 1nterpret1ng the results. From 12 studles whlch
,examlned the self concept of EMR chlldren 1n various
.educatlonal settlngs, 6 studfés reported results 1n favor of
‘1ntegrated studs.‘s, 4 reported no’ dlfferences and . 2 o

h‘reported flndlngsvof more p051“’ ¢ elf concept scores for

"fstudentsnln=segregated4sett1'gs. ;.?f"'

Cautlon should be tagen 1n equc ing a p051t1ve level of

.:-self concept/self esteem w1th healthy personal and socaal

f.ad;ustment.d Straln, et,alh belleved that the ‘issue was'"the
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degree of match between one's self perceptlons, other's

L The more- tradltlonal approach generally referred to as’ the

v1ews and the reality of the 51tuatlon3'(p. 2%)

Quay\Peterson Eehav1or Problem. Checkllst (BPC)

The BPC is an 1nstrument that has been chosen for use
SN .

1n ‘this st‘udy to measure two of the dependen_t,var;ables -
;conduct'problems .and_ personalitv problems.‘ There’have been

7many studles that have used thls 1nstrument and some of the

»

results are- presented 1n the follow1ng pagesh,

Two dlsparate perspectlves have been assoclated w1th

;the c1a551f1catlon methods -of chlldhood behav1or dlsorders.

I

'cllnlcal approach held the view that'

o f1. r;A d;sorder is elther present or not present.;
2y g,.To be present, all the. symptoms of the d1sorder
have to be ev1dent ' ' '

b'gf3t.d7Dlsorders are mutually exc1u51vef . .;?.~7'

Y?The quantltatlve approach “to c1a551f1catlon 1s'more recent

In th 1s approach dlsorders are v1ewed as belng on a

SRR ontlnuum, the ba51c d1mensxons of whlch are lndependent andV7

v:quantltatlve approach ' Peterson (1961) performed the

Aforlglnal factor ana1y51s.~»5e took gooucases_from the,fllés‘.;f

therefore ‘the dlsorders need not be mutually exclu51ve..j

The valldlty and re11ab111ty of cllnlcal assessments of

behavzor dlsorders have often been called to questlon.>

(Gresham, 1982, and Quay; 1979) The Quay Peterson Behav1or.;-'

-Problem ChECkllst reflects 1ts author‘s bellef in. the

~

BN R
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of a child guidance clinic, noted the referral problems and

'compiled_the 1nIt1aI“item pool‘from—the reported behav1ors—“——“-——

Based on frequency -of- occurrence and eliminating dupli-

K

’cation, 58 items exemplifying deviant behavior were chosen

“to form ‘a checklist | The checklist was given to the |
'teachers of 831 students (K grade 6) and the results of the
Aratings were. analyzed factorially.p Conduct problem (CP) and

:-Personality Problem (PP) emerged as two major dlmensiofs. Ah
lsubsequent study performed by Quay and Quay 1n 1965 w1th o
'seventh and eighth graders 1solated an 1ndependent dimension e
twhich the authors named Inadequacy Immaturity (II)., (Quay,

:1979) ‘The 1tems that comprise Soc1alized Dellnquency (SD) on

hfljthe Behav1or Problem Checklist were not part of the research

% o
0.7
RS

ffwere factors that were reported ‘in the case histories of

v,ljuvenile delinquents and were added to the 1nstrument as a

:-fourth scale by Quay and Peterson.

e

Lo

~3that led to the development of the. three major scales.‘ They

Bt
.Q._ < b

' From an extenSive range of more than 37 studies u51ng

~ '

r[multievariate statistical techniques (most often factor
' analyses) and*1nvolv1ng more than 17 500 students, the four
"ffactors were confirmed The students rated came from |
,‘”selected and unselected samples ranging from pre school to

'adolescents, normal to behav1or1al&y disordered institu—fh

tionalized to non- 1nst1tutionalized juvenile delinquents,.i

*They were rated by teachers, parents or. parent surrogate;

. -

}1nvestigators, child care" staff, correctional staff and

S T
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others. CP and PP emerged ‘more prominently than II from all'

1982) makes—the—following :

dlstlnctlon between conduct dlsorder and personallty dls-

vorder. In the former. o e

: chlldren typlcally exhlbit excessive approach oS
- behaviors (e. g"' aggressive or: dlsruptlve o L
. behavior) and their behaviors . seem to be moré- o
" disturbing (to others) ‘than disturbed. On_the
other hand, ‘children who are classifled as
_-personallty disordered: usually .exhibit exce551ve _
- .avoidance behaviors (e. g., social withdrawal, fears = . -
or phoblas) and their behavior appears .to be more - =~
- disturbéd than dlsturblng to others. (Gresham, 1982
B - 132) ' o S A

¥ Quay and Peterson (1979) report rellablllty measures
from sp11t half procedures of 92 (CP) and .81 (PP). e

‘:; measure for (II) was only 26.' Test retest rellablllty

'Vf_measures varlqudependent on. the t1me lapsed 1nterval

: After a two—week 1nterval on. a retest of fourth grade 1nner- h'f

W

,c1ty students (N : 46 boys, 51 glrls) the correlations for'
' cp were 85, .91, PP 74,‘.87 \11 .82, .,93 boys and glrls

‘:~ascores respectlvely. Interrater re11ab111ty appeared to be

greater for the younger age students. Peterson (1961) found

c'rrelatlons between teacher ratlngs of 77 (CP) and .75

(P ). With older chlldren (7 and 8 grades) the correlatlons*:'

",: were lower,.71 and 58 (CP) and 31 and 22 (PP). It was j.]ﬁ

"? 1nvolved W1th the students for only one hOUI per day.; Quay

noted that the teachers who completed those ratlngs were Sy

/

and Peterson stated "as might be expected,,the degree of
agreement between raters 1s a functlon of the character-

1st1cs of raters who are belng oompared and the 51tuat10ns .



\

e in which the various raters make their observationsﬂ'(ouay,

und—Peterson1—1979,—pr~

e

The content validity of BPC derived from its original

: item pool which was described as exhaustive.i The list thatik'

appears in the checklist is made up of problems that
appeared frequently enough to permit statistical analyses._
(Quay and Peterson, 1979 p. 4) Criterion related validity _tj

N have been reported by Quay (1979) from studies by Zold and

Speer where the BPC differentiates child patient and two

- samples of child non patients on the three established and E

. replicated factor scales, CP PP and II"(Quayiand,

Peterson, 1979, p. 5) "

Summary and Research Questions'

The literature reView has highlighted the differing

Vieprints on soc1al competence.f The importance of the‘

development of competencies and skills for the educable:dgf

ii mentally handicapped population has been emphaSized The:'f'

grow1ng awareness by cognitive behaViorist psychologists of‘*ﬁ

the need for an. interactionist perspective in assessment and;;ﬂf

-

SR training programs has led them to focus on the processes

that mediate cognitions.A Problem solv1ng strategies have fﬁf

been developed and have proven helpful w1th many
populations._ The use of such techniques w1th the educable

1’mentally handicapped has not been extensively investigated

In this study the relationship between a problem solving S

soc1a1 skills training program called Life Skills and

,u



studentsf'level-effself esteem and-behaviors.is researched,i

'.Research Questions"

Follow1ng the Life Skills Training Program'

1;f Will the level of students »self esteem increase?

Pl .

“‘:2;;.wi11_students behavior problems decrease?‘



| ."caAp'rER 11'1

Method

:rural areas. pff

So al skills training programs have been\conducted

'fextensiv ly during the last decade and their theoretical
_wbases vary considerably. The program used as an inter—

",vention in this study was based on a problem solv1ng model

which utilized behavioral,_cognitive and experiential

£ o

"-.techniques to effect behavior changes.” The questions that
ifthe study was concerned with related to the behav1or and
‘affect of the edncable mentally handicapped adolescent _f-d'év”
‘;j-following such an. intervention.f In this chapter a . |
".description of the subjects, the design of the study, 1ts
‘:instrumentation and procedures will be presented. The hypoa5
' _theses that are formulated from the questions and methods T‘

,mdfor analy51s of the data form the conclusion Jof the chaptera

"_ ubjects
The sample con51sted of 33 students from I.Y Cairns .

(LYC), a vocational junior/senior high school for the :3'

'.-educable mentally handicapped.“ The school was situated 1n
‘“TEdmonton, Alberta and received 1ts population mainly from

‘;g.EEdmonton, but also from some surrounding small towns and P

et

The school curriculum, de51gned to cover a 51x-year

dg;rperiod, was divided into Junior, Intermediate,,and Senior
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.programs, each with a somewhat differentaacademic and

"vocational focus._,

‘W« .

'vsf'all students.. MAD and PE were also included in’ the academic>

‘ egtimetable._glh

) year 3 and from year 4 there were 6 students.' There were 18

»education, community and recreational awareness, and other’
competence. Students took mu51c, art or‘drama (MAD)

'pduring the school year,echanging their option each

'trimester, and physical education (PE) was compulsory for,

':twere from the Intermediate program, 27" students were from
'!males and 15 females, whose ‘ages ranged from 14 years 4
'"fmonths). WISC-R scores had been assessed by school

'psychologists and were obtained from school records, thejj

ﬂ?prange was- from 44 to 81 (x Fudl Scale IQ 65 SD 9 3)g¢:

" The Intermediate students school day was divided, half
/

the day being spent learning academic subjects and half the
'_day in a vocational class._ The students had the choice of |

'experiencing eight from a total of fifteen vocational

subjects during their years three and four. The Human'

i‘Relations (HR) program was part of the academic timetabler.
"THR was an affective program in which all‘students partiCi—F;
’.pated It had both experiential and didactic and included

'units on- effective communication, sex and family life

components deSigned to increase interpersonal and social _,

15 The 33 students who assisted in this research project

onths to 16 years- months (x 15 years -1 month S D. :,5-}% -

Lot
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Design of the Study

A pre/post design was used in this sthy. It was

ST
S scores,_students behavior scores as rated by teachers, and

‘expected that questions would be answered concerning the

-~

efficacy of a problem solving focussed social skills

ftraining program for educable mentally handicapped

adolescents. The Life Skills training program (LS) served

as the independent variable, and students self esteem

, 0
»the number of" times during the experimental period that
5 ~‘students were sent td the school s Internal School

'L>Suspension class comprised the dependent variables.

Selectionaof'students

There were 146 Intermediate students, 25 of whom had

:‘already partiCipated in LS. Students could nominate them- -
" ‘-j_selves for the program or could be: selected by the Inter-_ S
:‘,mediate year counsellor and the Life Skills coaches. The'i
d;'?Life Skills coaches also taught in the HR Department at |
'_lfYCBirns. They and other teachers from the HR Department,‘g
v;plus teachers in the school, provided conSiderable input to
~:the Intermediate counsellor regarding student selection.?t
ir'The researcher requested that the selectors identify all‘the
;Intermediate students for whom it was thought LS would be .
‘”beneficial The head of the HR Department felt that LS
'dwould be helpful for all Intermediate students and a few
”staff members supported that view._ However, the final

"-number presented to. the researcher was 38. Each student in
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' that number was perceived by one or more staff members as

being able to‘benefit‘from the LS program.- Those'per-

- ‘as theft, physical or verbal abuse’to-

lwhom they observed as being Signifipantly Withdrawn or

ceptions were supported by the large number of times during:_

the previous school term that the s

| dent had been sent to
h N

‘.,Intermediate

?students-following critical iﬂqx-; Kt }peers or with

\--1

'luded behav1ors such

X

ers or teachers,

teachers. those 1nc1dents>m

. i ,
: refusal to obey teacher 1nstructions,.frequent lates, class

'skipping or truancy. Teachers ‘also- recemmended students

.fisolated

\_\

» One student ‘in the present sample nominated himself and.-"

' jthirty seven students were selected by the procedure,

?

y ydescrxbed above. The students were not randomly a551gned‘toi:-:
;_.treatment groups.E It was p0551ble to hold\only two Life
'Ti?5kills programs in’ 1983, one from January to. March and the dif;
TIV; other from April to June.p The ass;gnments were therefore_ﬁj
‘umade based on the follow1ng criterla.: (l) If the students.d,,f
“~fwere 1n their fourth year they were chosen because this
iwould be their final year 1n the Intermediate program and
}they would have no further opportunity to partic1pate 1n a y
:eLife Skills program at’ I“Y‘Cairns. (2) The counsellor, LS
v '3coaches and some teachers perceived an urgency of need for
U'“:i:23 students.- (3) The selectors dec1ded »x} the remaining ‘
h15 students would have ‘to wait until September £or their

e



: participatlon 1n Life Skills.‘”

} The 23 students chosen for Life Sk;lls were d1v1ded

into 2 groups, and in order to ensure some balance 1n terms

“’of behav1ors, known student characterlstlcs were con51dered.\'

Thus a mix of the strbdents who had been 1dent1f ied as

wlthdrawn or actlng out, or 1mmature, or overly aggre551ve

;were placed in each group.» Another crlterlon that was .1

S

con51dered,_der1ved from the L1fe Skllls coach 'S previous
(

experlence in the school as a coach of the tralnrng program;h:,‘”

His strong feeling was that students who were in the h1gher o

K3

range of IQ and 5001a1 awareness became very frustrated 1n

}h',Llfe Skllls group when placed Wlth students who appeared toT

. be functlonlng in. the lowest quartlle of the educable ””9, .x;,g;

mentally handlcapped range,~. Therefore urgency of need _mlx};viﬁ

‘1of behavrors, and percelved IQ range, were the crlterla for;ﬁif"ﬁ

'group selectlon. More of the students 1n LS1 were percelvedf;

"fto be functlon1ng 1n the Iower EMH range than those in LSZ.W

'gThe 15 students 1n the walt" group were referred to in the"'

EREENDS
jhstudy as Group 3 (the comparlson group). : f

From the 12 students selected for the flrst L1fe Sklllsﬁ

' ”the program, leavrng 11 students 1n LS1 5 males and 6

B "-females, 5 of the total were from year 4 and’ 6 were from

'fyear 3., From the 11 students Selected for the Q%cond Llfe

f“Skills program (LSZ),.one female dropped ou&iof school prlor'7f?3

';:yp;to the program 's commencement and was repl ced by a female

. /

s

‘"vaprogram (LS1) one male moved from Alberta mldway through R
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student from the comparlson group, one male studex‘ft left

| school near the beglnnlng of L1fe Skills and one female leftb'_-_ ;

‘,to measure the level of self es‘fe,%

Hschool near the end of the program. Thls left 9 students

B who part1c1pated 1n L52 -] males and 4 females.‘ One

>

student was. from year 4 and 8 were from year 3. From the

- comparlson group, 1 male left school for a sanctioned work

-

experlence and 1 female was placed in LSZ P leaving 13

'students in GrO\up C 8 males and 5 females all\of whom were. '

”"-f‘.,.‘ o SR . ._\- o
e . R o

year 3 students. A‘

,..‘,4“ L

Instruments 5

The 1nstruments used for testlng were.v (1) The Quay '

‘-.V'Peterson Behavz_or Problem Checkllst (BPC), (2) The Cul&re
‘ *.{"Free Self Esteem Inventory (Battle), (SEI). From the '
: former, four sub scale scores were obtalned as. measures of

‘-'_problem behav1ors._ The two sub-scales used 1n the study

\\ -

,_‘,:'were Conduct Problem and Personallty Problem..( The dec151on
. "Z“Ot t° Utlllze @he I\nadequacy Immaturlty sub scale was based"’
. _,..:v,.»',_.-,on the fact that\ the populatlon was developmentally delayed

| f,and the relevance of the scales d1d not appear to be approp- e

'

rlate.: The Soc:Lallzed Dellnquency sub scale was not

B ivutll:l.zed because many of 1ts pontent 1tems were not dlrectly

Bad . . R

A‘observable 1n the non re51dent1al school.~ The SEI was used

\ PR . ..7 -

A further measure used to assess student behavxors was

~the number of tlmes Students recelved an 1nternal school

.‘».,‘_, s v~§

suspens:mn (ISS).. Thls program whlch was_ deflned in chapterf'"_' o
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_ SR ? e
" one had no rellablllty or valldlty data as 1t wasi a%new_ly

conceived program., The rules and the1r infrlngements were‘

?fbccur frequently 1n chlldhoq

’*s@jfproblems by Donald Peterson 1n 1961

e spec1f1c and it was Judged to be an add1t10na1 1nd1cator of

©

1nappropr1ate school behav1ors whlch would a551st 1n the

y'evaluatlon of the outcomes of the study.
. Co o o

"f 7'v Tj} : Behav1or Problem Checkllst

The Behav1or Problem Checkllst (BPC) was developed as

“an: 1nstrument by Herbert :

[N
. ‘. i

| 'was des1gned to rate 55 behavlor problems that ‘were found !b

from 1nvestlgatlons made rﬂt‘Gthe factor structure of such

”4.;4$sub scales, Conduct Problem (CPL

' "the BPC and were suggested asmfflag 1tems for PSYChOth s

.r;Behav1or (PB) ' CP PP and II were cons1dered by the

. 3author9 to be prlmary sub scales and were’ formulated from .5

bfhfactor analyses of behav1or ratlngs on both dev1ant and non?"

”'if'deV1ant subjectsff The derlvatlon of the fourth scale (SD),

N

f,i;came from the factor analytlc studles of case hlstbry df'

.4)

',records, but as those behav1ors could be dlrectly obs§rved

- 1n some settlngs, they were also added to the BPC.N Thef

ﬂf"flag =;tem5“for Psychotlc Behav1or (PB) were 1nc1uded only :

;_to aler users of BPC that should PB 1tems be checked for

“"any 1ndividual a more thorough 1nvestlgatlon was warranted

R B AL R T CHREEE S

”Quay and Donald R._Peterson.7 It

nd adolescence, and derlved E

T AR,

e TR

“«‘;‘ .t

ot
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The items on the PR scale Were con51dereo by the

. 4'_ . R

authors to— appear“to relate “to aﬁt1sm ‘or- chllchooc
' . >

psych sls on the ba51s of‘other research" ﬁvuay, :ﬁeterson,

1979, p 2) fﬁf“-f'?; -;

The chec‘kllst contalns 55 1tem9 6 of whlch are"no't

scores. There are 17 1tems .on the CP sub scale, 14 items .on

‘athe PP subascale, 8 1tems on the II sdb—scale,‘s items on

»~”::a’ - the SD sub scale apd 4 "flag 1tems for PB. ‘The'origlnal
o | format 1nvol;edia’3 p01nt ratlng system to’nlstinguiShl S
o . betheen mlld and severe problems.’ However,llt has 1ﬁcld§ a - . .
3 “ hﬁ”. %Eéﬁ research results that weighted.and unwelghted scores hﬂ. T

R Ghly ‘corr elated ,.98 to-.9d, that the 3 pOlnt

<

. ‘on the present BPC the raters are requwred only to 1nd1cate
S .:;’ o e . ‘ ,,:/‘- . ’
{{;',“ whether they have observed the problem or not ‘;The¢#4 IR
’ e "'w . "‘/«' . . IR : "

descrmptlve statistlcs to whlch,the results of thls study

/

\ 4

gﬁ:f'f are compared are based on the'unwelghted scorlng. ,Quay‘and 

g ™ .- i
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Culture-Free Self Est\eem Inventory

K T/ . .
Ya . - .,.A’

)/ For Chﬂ.‘drep and Adults
. . ' l.v“ -

%\lture Free Self Este,em Invento*ry (SEI) for

. f'-ﬁ"‘-f) +
ahd Adults was dgyﬁ;\neﬁ ty‘&ames Ba‘ttle. It \ﬂ?
: : e nl&u';. : :
) ecause no'Ems were establlshed ;
=¥ ,;». - '

l",_cgalmlﬁatlng in the development and
*

standardlg,atlon of ta_lge G§I.

35 them se lves.

St
iy

Vwmeasure 't)ne Chlld s<ror adult S perceptlbn ? '

Th"é fvo’{lom.ng dlscussn.bon relates only to’ SEI for chlldren.

- S ‘The SEI has two forms, Form A and Form B, and both con51st

o 7
[4 //‘

: of the same f1ve sub- scales. These “’are' (1) ,general self A‘
;‘_‘esteem, (2) soc1al/peer relabed self esteem, (3) academlc/ ‘

'_:.school related self..,esteem, (4) parents/home related self
. _ 'Zesteem, and’(5) L1e scale (these are 1tems‘awh1c§.1nd1cate' o

| | ‘-defensnzeness) Eorm A contalns 50 1tems, éo ":Ltems comprlse

I o i._the general self est;eem scale and the remalm.nggliv sub scale-s}

3 4.

BRI “""contaln 10 1tems each . Form B @ont’alns 30 :Ltems, 10 1temf

'comprlse the general self esteem %pale and the remalnlng 4

( »“'Sub scales cbntailn 5 1tems ‘each. %he 1tems :Ln both forms ‘ D
AT are d1v1ded 1nto tw% groupS' those 1tems whlch would o i_

o’

s ’.'_,.1nd1cate a hlgh level of self esteem and those whlcl; iwould

“ , » : '1ndlcate a low level of self estee;n. ‘ All stndents are :
3 | wrequm;ed sto f{espénd by tp@cklnq’ ;55 "no" to statements. %
i i-;«;sabout themse lves such as. "People @an depend on me -tlo k’eep my

<. R A

W v ""3'3-;' I prom_lses,l and “I oﬁ’ten feel that I am, no good at all "




v

: Scores from the SEI Forms A and B are computed by .

—a od ingT the“number—of‘ltems—checked wm ct—cate htgh—i evel————

,of self esteem and excludlng those 1tems from the l:Le scale.

- The total poss:.ble scores for Form A and B are 50 and 25

.respectlvely. The cbrrelatlon for Forms A and‘ B as reported " '

-by Battle (1980) (N 160) 1s..86., Form B ‘was used in thls

study.l-,, | A
“-Information Qith'respect to’thedréliabilityﬂof‘éEI was . T

obtalned from the 1n1t1al stud:, S reported by Battle (1980). .

‘The studles were conducted wlth goth elementary and junlor
'hlgh age students for Form A, and' elemen,tar-y students for
FornP B. Test retest correlatlons on- Form A for the students .
.'1n the e,}ementary sample (N = 198 'a,_'ﬁ .01) ranged from ‘.'81 ;

‘to .89, and for the junlor h1gh sample (N =117 a = @%3

Correlatlons ranged from .88 to 91 B Test retest . cor-‘ L,\%W;‘
relat10nsx on Form vior grade 3 6 students (N~- 110 ‘r% -
"‘.tva /5, .01) ranged from 79 to 92 . T ~" | L
fd The 60 1tems of the SEI Form A were reported as be1ng \ ‘

= 67, Parents/Home Related Self Esteem. Alpha = .76,

CaH

'Scale° Alpha = .70.. Concurrent fvalldlty was 1nd1cated by

yﬂba'

the mqst dlscrlmlnatlng ones from a pool of 150. , Alpha

2

K Analy51suxof 1nternal consn.st*ency (KRZO) 1nd1cated the .

3

" .follow1ng coeff1c1ents. General Self Esteem° Alpha =J.7_1', |

TP LN \ e Y

ASoc1al Self Estéem. Alpha ‘_‘..66, Academ:.c Self Esteem. Alpha

i

. \qi‘

-comparlng scores of sgudefnts (N 198) on SEI and Stanley

_Coopersmlt“h'S Self Esteem Inventory (1967) The resultlng




‘correlations ranged3from .71 to .80 (a s.07).

o PR
¢ W\

v

'“ProcedureS'

‘The Llfe Skl%ls tra1nrng program was held in. two
B A‘Q .
separate sessions, the flrst was conducted from January to
March 1983 and the second frOm Aprll to June, 1983._ The”
A % .

*7n>ftwb*se551ons were. taught by dlffereﬁt coaches, the coach for

ithe flrst se551on was a female teacher who had just com— .

B

“.'vpleted the Coach Tralnlng Course and for the second se551on,

,was a. male coach wlth three years coachlng experlence.
'Prlor to the commencement of Llfe Skllls each coach

v'scussed the program and the reasons that the sbudent was

1selected both wlth the students, 1nd1v1dually, and wlth'"f:'

“.;thelr parents, byvtelephone., The proéramnwaskheld:all'

fmornlng and after the lunch break the students proceeded to

o

y ).'4 " b, .
fthexr respectlve vocatlonal classes._ Ihe'comparlsonmgroup‘,m

contlnued wlth the1r regular school currlculum. ‘The-program._ﬁ“

K

ro "l:ﬁ.

‘.sequence 1s deplcted graphlcally in- Flgure 1

The groups met in one of ‘the school classrooms.' Thelbt

desks had been moved to one corner: of the room and in’ S
.-} . °
fanother corner-there was.a square carpet ‘on whlch were ‘v

“ ) )M

g,
severaP Large cushlons and. a c1rcle of chalrs. A v1deo tapev~

’ camera, recorder and monltor were avallablkﬁfor use every

' day. Fllp—charts, blackboard and chalk and large notlce--i%

boards were 1n the classroom fOr use in’ the varlous phases*“

"of the program. ‘ All se551ons were held in the s%me,

’

& -
classroom other than the tlv*!

X aSoN 7

the group left the school for

Y
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community experiences. .u-d‘~*5f\3gj‘

rr‘he program~content—and—techniques_have_been_reviewed

e
AR

';Q'interaction, and the experlental aspects of self awareness S

hwere partially covered

~in chapter one.’ During the experimental perlod the entire
hlesson content was not covered by either coach but some _,:‘;

techniques for problem solv1ng dealing Wlth peer

\ L . e . - ! . R

Three test seSSions were held for the SEI data

collection.‘ The first was conducted durlnq the second week

**!’u.

;1n January, the second ;was: held during the last school week

’-week in June., The SEI was admlnistgred to the 33;

,stration took place 1n ‘a school classroom 1n L Y Cairns.-

1n March and the thlrd was held at the end of the second

'lin groups of 11 .mixed from GrOUPS 1, 2 aﬁd 3. Thﬁdadminl—h?fd )

._,}_ R

"Seven students were absent from scﬂbol at the times of u'?#_w_x

“‘ - BN
A

"ftesting and they were given the SEI w1th1n 1 or 2 dvyS-Q'All_

'testing was administered by the author, who requested the-

hstudents .cooperation and told them that she was looking at{f3g

-fsome aspects of the Tntermediate program.' It was explainedfl*:v

SO fto them that the author had an 1nterest in knowing how they IR

‘7felt about ‘a few things.?’To aVOid 1dent1fy1ng the Life
‘ g 7

“,Skills population the statement was purposefully vague.pff’“"*‘

7;?comp11ant, all the students were cooperative and the

"*fW1th the exception of two @tudenté*whoﬁhere 1n1t1a11y non- '

_g:conditions for testing could be con51dered favorable.;gThé;f‘

#finstructions as outlined on SEI forms were read to the



Vo

students by the author, who then read the SEI - statements

'“Q:”?ﬁ,v 4 RO
el pleted by the auﬁhor.5 The number of tlmes a student was R

.aloud, some studtnts said that they preferred to proceed at L

their own pace and did so.) Commentary made by a few

students concerning the stati ments on the SEI were felt by

the author to be 1n51ghtful and perceptlve and w111 be

"..,:n et
ERXONEIN
B TR

dlscussed in Chapter six.u

;'The Behavxor Problem Checklrst was rated by teachers
. : >' * "“fﬂ. l
o during the same tigz periods as the SEI test se551ons.r-The'.,

assxstance of the admlnistrator for the Intermedlatew _ 'fo‘ifll

mstudents was, also sollc1ted. The teachers were. 1nvo}ved in

téaching the studgnt they were asked to rate from 6 1/4 to'p'th‘d"

11-1/4 hours per week,_as well as’ observzng the students

Y

et

recess behav1ors when the teacher would be perform;ng super— S
v1sory dutxes-w The BPC and SEI were hand scored¢by an

undergraduateqstudent wlth checklng and superv1sion com-d:{;'“

i' X o

hf_sent to the ISS room was obtazned from school records.-jﬂ;}f~*~f
. ' a s ' ._

‘ Followlng the completlon of Life Skllls,\the author -

1nterv1ewed most of the students 1nd1v1dually to flnd out A?Q}3}.ﬁ

how they felt aboutaha91ng partiqapated‘ln the program.n fhé »;,"'

questxons that they were asked are presented 1n Appendnx and

£ .

"a sampllng -of . representatlve commments are 1nc1uded in

h_Chapterffzve.wr
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Data Analyses

To determine the effect of the intervention program‘in"'”

,f“g“analyses of variance program used for the anovas was that A

e ( . :
: comparisons were utilized when 1nd1cated.~ The Scheffe, used

:f when the cells are of unequal size, is more rigorous than

this pre/post desilp, the data was submitted to a two- way

'1analyses of variance with repéhteé measures (Ferguson, 1981
"b. 321). The“fwo factdrs were groups and times of testing.
‘,The three groups were Life Skills one, Life Skills two and a

~7comparison group, and‘the three times of testing were 7'5' ':<:>;

=
January, Harch and June.; Scares obtained at test times one

and two were. the pre/post scores for LS1 and those obtained

28

'at test times tuo and three uere the pre/post scores for

.-1

) 7:{L52, At test-time three the LS1 scores were those obtained

ft~¥after a three month follow-up'period The 51gn1f1cancek'

st
-

'Vlglevel for hYPOtheses testing was set at. Gisfios‘xirhédf

~h

R I

within the Statistical Program for the Soc1al Sc1ences

(SPSS) (Nie, Hull Jénkins, Steinbrenner, 1975).. SPSS 1s

'-_'-¢- R

”‘h available 1n the Division of Educational Research Services

R - T P g
Program Library.v s VR L el

ollowing the anova procedures Scheffe multiple

mgother multiple comparison methods and leads tp fewer

signbficant results._ Scheffe therefore recommended that a l 5

less stringent significance level be;employed and suggested

09). An F distri—f* -

ke



compared to the F critical value. In this study pairs of

means, were contrasted and F values were considered signif—d

'u‘jgroups prior to treatment

- 'Hypothesis 1

1;ABypdthESls 2 lf';‘:h_gf« £w§

'i.?H pothesis 3

:7-intervention program. Z:Q?;"j 7?i\“

": Agyant iféihey were equal to or greater than the critical F.

. Descriptive data pertinent to: the school discipline

program were collected.-

~

Although sex and IQ were: not variables of focus,

{ t tests were performed on means of behavior and self esteem

fimeasures, by sex and IQ, to ensure the comparability of

Hngtheses lj:'r'i

There Hill be a significant' decrease in scores on thegpﬂ;;
;fiConduct Problem sub scale of: the Behavior Problem Checklistf.'}-
.jnnof students in the experimental groups (Ls1 and Lsz)t

}pfollowing the intervention program.

-,

’imngre will be a significant* decrease in’ scores on the o

I

; ersonality Problem sub-scale of the Behavxor Problem
,'Checklist of students in the experimental groups (LS, and

:1;Lsz) following the intervention program.

(:,‘{; .

There will be a significant* increase in level of self-}"”

?:esteem as measured on the Self Esteem Inventory of students

\

H'~ln the experimental gﬁbups (LS1 and Lsz) following the e.j

.5 S

-~
l. N

”:* Significance is- measured at a s .05 with the exception

of Scheffe tests @ 10.

":--J\u - - . B . - : A



: ,_...,f;&ﬁﬁ‘. S CHAPTER IV
' | S | o RESULTS = - ,' S e e

| ‘ In the previous chapter three hypotheses were pre-
sented, the results of the statistical analysesqof the data N
B ‘.pertinent to the testing of those hypotheses are outlined in
‘r--_’this chapter. . A1l the hypotheses were tested using a two-’"‘
Ea way anova for 2 experimental groups and 1 control group,
across 3 test times. . Pre/post scores - for Ls‘l' were thosﬂe
obtained at test times 1 and 2 and pre/post scores for LSé
A"were those obtained at test times 2 and 3. Although ‘the

| 'relationship between sex, IQ and measures of self esteem and

RN g | :

.'behaviors were not variables of focus in this study, t“&‘tests _

e

(\-
\E

B 51gn1f icant difference based on sex or IQ was found m any e
_ "of khe. t- tests that were. performed. At the end of ‘the - |
‘ | chapter descriptive data on the schooI i?‘@ismpline program
"‘:'(I§§) will be given. VST S o '
- Hypothesis 1 -

: ” Hypothesis 1 states that there will be a sxgnificant
decrease in scores on the Conduct Problem sub scale of the
:',Behavior Problem Checklist of students 1n tﬁe experimental

groups (LS{ and Lsz) following the intervention program.
| A summary of the descriptive statistics for Hypothes:.s |

1 is presented in Table 1.

iy

are shown in Table 2 Ins. ction of Table 2 shows thag'a

_;hsignificant Hain Effect (Time of testing) was' found relev,@t

.," I

on means of all measures were carried out by sex and IQ NQ R

' results of. the two—way anova
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Table 2

PPN

o Two-way Anova for Conduct Problem Data:'

\.-

"“_Involv1ng 3 (Groups) X 3 (Tlmes of Testlng)

','Soﬁréé of VafiatiénL.;vssiﬁr'af n MS. A;iffjf:iLRIObabllityi.'

Grovp. . f'.“f 4 230 7 2.9 0;092'47‘f6;913'a
Error (between) 693 59-’?30? 523 12  7 - S

v o'u

Tlmé ‘ "; - f‘ﬁ, 26 szzJ“;z"* 13 311 3;1Sawi.; 0. oso*

Tub~Way Interactlons 4 610_-f4 rm 1 152 ~O.2i3;: 0 894

ﬂ Error (w1th1n)';i 252 87."60 ';:4¢2I5 o

..<.-:§. L

Gr - .

"i@J3L o :;1 " ' R . 66 o
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T to Conduct Problem scores.' Multlple comparlsons of the--

o means of the Maln Effect across Tlmes 1nd1cated a 51gn1f1-~"b

Lo

d;graphlcally in Flgure 2 :;;

vtxlcally in’ Flgure 3.,‘

~"canf_dlfference 1n Conduct Problem between Tlmes 2 and 3.

li(p <410, see Table 3)f‘The dlfference is deplcted

Hypothesrs 2 ;‘:. ‘Jf.7

Hypothe51s 2 stafes that tgere w1ll be a 51gn1flc?nt

T[decrease 1n scores on ‘the Personallty Problem sub scale of

the BehaV1or Problem checkllst oﬁ students 1n the experl-:'“'

_mental groups (LS1, and LSz) follow1ng the 1nterVent10n

,;._program. ‘A s%ary of the descrlptlve StatlSthS for Hypo-_
'the51$A2 1s presented 1n Table 44; From the results of the f“

."two—way anova (see Table 5) 1t can be observed that a

0 22

‘t}51gn1f1cant two way 1nteract10n occurred between Groups andll
c*lemes of Testlng relevant to Personallty/Problem scores. f
.fi(p <_.05) Multlple comParlsons of the means of the 1nter- f_.¥‘;~
'bfactrons were made to locate the sources of dlfference. [xfdf"
d!151gn1f1cant dlfference 1n PP was found‘for Group LS1, across

.".'--‘v.Tlmes of Testlng between Tlmes 1 and 2 and Tlmes 1. and 3 B
“:Y}(see Table 6).; A sxgnlflcant dlfference was found for Tlme

f1 between‘Groups LS1 and LSZ and LS1 and Comparlson

*}p <} 10 {see Table 7) The dlfference 1s deplcted graph_ }”f?kff

ek
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  i:SChéffé Test -

“on Condutt:Problem

“

F Values for Pairs of Means

. Time" of Test .

*.CriticalsF_ g =

I

w,

.

4.98
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ij@ﬁhesis 3. S SETRSE T j L

Hypothesis-r 3_,. states that there will be -a 51gn1fi%t

B

P14

' _ .increase in’ level of self esteem, as measured by scores on

,b.'the Self Esteem Inventory, of students in- the experimental

}Q,'comparlson group, and that all groups peaked in May, when

'f_“_behav1or and/or change J.n level,of self
'an 1nternal school suspen_ “ A

i;?‘.’ln Table 11._ A graphic repmsentation of that data 1s

4 >'

A RO

groups LS1, and Lsz following the inter“qntion,fprogram. +In
'A‘_Table 8 a Mmary of - the descriptiye S&%istics for :

Hypothesis 3 is presented.' The results Qf the two way anova

. : 4“%» e b
».,across Time of Test:mg were made., A mgnif’icant difference :

S .",1n‘ ‘level of sel,f,-,esteem was %ound between -Times 1 and 2 o

@

\‘q-\

| "(p < 10 see Table 10).‘ A graphic ,representation of mean'

*"“'[ . .

: level of“self esteem scores 1s presented in. Figure 4

Although no formal hypotheses were made rel%gé;ing

m

s
Y2

ek

‘n data from the d1501p11ne >~.-v}f‘

S

f-.'-f_.,'-program were of interest and are presented 1n summary f<prm

'J
C -

| ".__a"nd March were peak periods for students 1n L82 and the

ERNE VR, el

' follow:.ng the
TR

'lare shown in Table 9 and 1nspection of that Table mdicates L : i

! N o
C'Life Skills program to the number of times studenf‘s received

"i’}depicted 1n F:Lgure 5 for the length of t1me the program was '

:ln place. From Table 11 1t can be observed that Februa?y AR,

'j--'-'the highest number of ISS for the three groups was recorded:--_




'fZ.LSZ\_ L1fe Skillslge:fefs}fffffff”ﬁfei<';f";iel x]~732';
;{beV", w?ompgr;son-~_ ;%ﬁ';-;;g,ﬁ44 . ;,-Jf\'754\;ﬁgj',¢ﬂﬂ

_';L“'}ef{jc;f};’f:j 'T Table 8

Means and Standard Dev1at10ns for Level of Self Esteem Data

j& }_~::. 'fof Three Groups across Three Test Times.

.t Mean  sp % . Me;h;ﬁ;jSp;,

"'71676364*73~2623 . 16 1818 s ?26&2
¢ .
“16.5556 . 3.3208° 15 6667:-4 796

'17.2308A;3,5§59,"15;3846 4.629

.iLS1 Llfe Skllls 1

‘, "',.' 3
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The ISS programawas termlnated at the end Gf the f1rst¢weekuf1

- in June.' Overall the mean number of ISS for LS1 is. lowest
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Figure 5. Ihternél_échcol.sdspensibh raw data'byfgroppfand

month.
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'sugéestions for further research will“be,given; o

Summary and Dlscu551on

A’
In chapter four the reSults of the analyses of the datz

‘were outllned In this chapter a summary of the study and

“1ts results, as well as a dlscu551on of the flndlngs, wlll
e be_presented. In the dzscusslon ‘section reference w111 be,!

" made to ste of the anecdotal comments made‘by the ere

jSkills-participantp.-'implications of‘the findings and some

v

Summary of . the Study -

The purpose of the study was. to dlscover the effects of

a- soc1al skllls tralnlng program on the behav1ors and 1eve15'-

s

?of self esteem of a group of educable handlcapped
"adolescents.u The tralnlng program, called L1fe Skllls, was ;:
'_based on an educatlve, problem-solv1ng model.- The-Quay- -
'Peterson Behavzor Problem Checkllst prov1ded four measures-4_
"of behav1or, two of whrch Conduct Problem and Persona11ty'5-
| jProblem, ‘were used 1n the s&udy. Students level -of self-3v;
hesteem was measured t& the Culture Pree Self Esteem “
| Inventory._ The number of tlmes that students recelved an :a.'

'1Interna1 School Suspen51on provrded a further descrlptlve

measure of behav1or.

Q

: The subjects were 33 students (Meag age 15 years 1

- month Hean IQ 65) 11 of whom were 1n Llfe Skills/en///é of
;'whom were in Llfe Skllls two and 13 students were 1n the .

'7compar1son,group.~ The assrgnment to the dlfferent groups

-

’




- 84

uas not random,_but was based ‘on staff perceptlons of . -
urgency of need, IQ level and‘mix of behav1ors. Tﬁe latter
diiwa’s arrangedso that each group would have a b\aI'ance of |
'actlng out and wlthdrawn students. The tra1n1ng was glven fw;ﬁ
to LS1 from January to March, to Lsé from Aprll to June and
~gno tralnlng was glven to the comparlson group. Measures of
-f‘behav1or and level of self esteem were taken at three test
"tlmes, January, Merch and June. The data were submltted to_g'
;f_two—way analyses of varlance w1th repeated measuﬂes.~ ihét
ipre/post scores for each experlmental group were. COmpared.
‘It was hypothe51zed that followlng Llfe Sk1lls there would
»be a decrease in measures of problem behav1or and %n :..
o : Sy

flncrease 1n level of self esteem.‘

/ .

.i‘éu@maryiofuthe'Resulté*fw’tf o

Hypothe51s 1

R . . . § g \

For LS1 there was no 51gn1f1cant dlfference 1n the

’:,-measure of Conduct Problem follow1ng the L1fe Skllls prou f,fh'

'”-the data 1nd1cates that the scores of the Comparlson group

. \..
'[gram._ There was "a 51gn1ficant %fcrease 1n the Conduct
:,Problem measure across the second and thlrd Tlmes of

. Testlng, but the dlfference was for the comblned groups and ;y:“‘”a_ragi

- 'not for the experlmental group (LSZ) alone Examlnatlon of SRR ,é

-‘1nfluenced the 1nteract10n con51derably.“ Therefore, the’ﬂkf~f

-}

s _’,,_,'_.;.;,,_,4,,.7-4_...,,4 S SURRTTRRT I

f;decrease cannbt be ascrlbed solely to the 1ntervent10n as 1t o

\

was ev1dent for all three groups. There was no sxgnlflcant \

difference between the three groups at any of the three test V.'j_f-'“
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.{‘”'

—time therefore—rejectedvas—there—was-no

“'1sign1ficant decrease in measures of Conduct Problem

followlng the 1ntervention program.

nypothesis 2

. I _
There was a 51gn1f1cant decrease 1n the measure of

7i=Persona11ty Problem for LS1 follbwing the 1nterventlon pro—‘

"gram The 51gn1ficant dlfference was malntalned over ‘a-

-

;fthree-month perlod For the second exper1mental group LSZ

"-‘there was no d1fference followlng Life Skllls.v On measures E

@

'of PP there was a 51gn1f1cant dlfference between groups at'
,test tlme one. %he measure for LS1 at that time was : |
{f551gn1f1cantly hlgher than that of Lsz or the comparlsonv

"fgroup.‘ The - results therefore remaln equ1voca1

Hypothe51s 3

There was a 51gn1f1cant 1ncrease 1n level of self-

":esteem across test tlmes one- and two for the comblned
'frgroups, but the dlfference was not 1solated for the experi—':'
3;menta1 group LS1 and the 1ncrease cannot be ascrlbed solelyd
’dto the 1nterventlon._ For the second experlmental group Lsztibf
| ]there was no 1ncrease in level of self esteem followlng L1fe

’Skllls.h Hypothesxs 3 is not supported by the results of

these flndings..",;t_f*‘ Ll »'v—g.b l; ]fet,h.CV L”;_,‘"

’l'

From the descrlptlve data of the school dlsc1p11ne

:':program that was in operatlon over a seventeen week perlod
:several p01nts may be observed (1) LS1 had fewer ISS

"overall and there was 1ess spread about the mean, (2) Rule‘””

o,

. ’ .
N Coon s

Dt
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1n£ractionslfor_all groups_uere_at_their_louest_dnrino Anril

) and peaked during Hay, and (3) The June figure represented

.f.one week of ISS only and for that veek the number‘of Iss for‘ff.“

L82 and C was relatively~high, ,

¢ ) : ; . ‘ o el T . SRR
S . : S e . ] T

Discussion ?f‘ i5if§3'5 ff"{f*

Q The overall results of the study did not support the :§-Ji'

hypotheses.“ The rest of this section will deal with inter-lif.‘q

pretation of the findings, and in attempting to understand

.\

them, the instrumentation used to measure behaViors should

| be COﬂSldered. e - \; L " e

Instrumentation

/

| f:" o Behavior ratings were completed by staff who taught the

\

: students for a. number of hours during the ‘choo veek

either for academic or for vocational subjects. As well as

the pos51bility of teacher bias influencing the ratings, it;ft"
'is also possible that different behaviors were accepted as fh vafi"

, appropriate/inappropriate for different subject areas. Forﬁei}:h

4

i»example, Sitting still" Ls not reqUired behaVior in some hﬁﬁ

vocational areas such as cooking or oustodial care,'whereas R

it is an’ expected behaVior in many of the academic classes.;'-g?f

The raw data obtained from the ISS procedure may also have f*
been subjected to bias.l Teachers may have chosen to ignorey .
rule infractions such as swearing or "impertinence :

(Appendix C) because of a. belief in. the behavior managementfzip

prinCiple of ignoring negative behaViors._ Others may have' _§5h7?

- - A.’ ’ N
R
L U

P

i x‘::' .
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the group testing sessions, the students completed the SEI R

; '_‘j"to increase in early spring, and also _prior to school

_‘_year) ‘and, its effect on hehaviors and fee_l,ings of self--

perceived the ISS procedures as lacking flexibility, and as

. ‘not allowi'ng su‘f-fici'ently'for intra'/interindividual ' _ ' | :
.‘differences, with this belief they may have chosen not to '

" report students for infractions.:

[

- Self report measures are subject td the influence. of
social desirability .issues.. Exenplifying the issue, one '.
) :student commented to a peer while completing the SEI/ |
ipventory, "It 'S not right to say ‘that your parentsL don't

" like you . | Hany objected to the forced-cho:.ce ansuer5° ..

Student A e That s not the way I feel about it- just yes
R - or. just 'no' - 1 feel kinda in betueen. L

Student B I don't want to have to’ say only this or only
oo o " that 'eos that's not the way it is. Sometimes:
- things happen‘and ya feel this way and some-
- -times the same things happen and ya feel like -
T . 7 that way - exactly the opposite. It's not
o -»“fair. don t wanna say yes or no' , Yo
- “Student. C - .'It s too hard to say yes or ‘no’ ,- 'cos.some~- -
" "+ times you feel like - right down the middle.
~'Maybe sometimes nearly no cee yes ...I dunno!

" -Nonetheless,, in spite of verbalizing these comments during '

e ¢ . R

".Ibecause it was requested. R B AT g

' o T ey

The need for a spring break during the school year is *i’ra
generally voxced by most school staffs and students.' It isv_.‘.-"".- ) .

:accepted as a popular belief that .student misbehav:.ors tend'

' holidays._ The variable of pos\ion in E,tme (of the school

oy

‘_’»;‘esteem, was not considered when formulating the hypotheses.i_fi"
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Pertinent to that variable it can be seen fi"om Table 1 and

"Figure 1 (pages 65 and 59) that the Conduct Problem measure
showed a tendency to rise prior to the school s spring break ;‘
‘for all three groups (LS,, L82 and C) and to decrease
'-significantly following the spring break The rising trend
) in problem behaviors ‘was accompanied by a rise on the ’
measure of Iss for students in LS, (Table II I—‘igure 5,
.vpages 66, and 82). Another trend from the ISS data was an
increase in the numbq{: of" rule infrac'tions for all groups
""'during May and the first week in June (when the program

ceased for the year). Those trends corroborate the popular

';“belief mentioned above. coo

.~

Treatment Effect on Withdrawn Students .'

' To interpret the Significant treatment effect for LS.,
‘on the measure of Personality Problem and the non s:.gm.fi- »
}' _cant effect on the measure for Lsz it may be helpful to

' 'consider the difference between LS.‘ and LSZ on the PP
 measure prior to intervention.; For Lsz,' althOUgh there weFe
.fno significant decreasés in PP the mean level was very low - |
" ‘prior to, and following the intervention (x = 1 5 for Times
‘:2 and 3). The signifijcant difference between the two groups |
| 'jsuggests that a higher level of PP needs to be present e
".’before the intervention can be effective, as was the case .i
'with LS1. The null treatment effect for LSZ should take

'into cons:.deration the very low mean score of. Lsz on thlS

» measure. = '/I‘he frequently found characteristics of the
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' Withdrawn, shy and isolated students have responded to_‘

.‘social skills training,'especially to the- learning of dis-

’student who has a high measure of: PP, come under the rubric

of anxiety-withdrawal, and as Gresham (1981) pointed out, ‘

- the individual is more disturbed than disturbing to. others.

,)..’

crete behaviors such as'bddy position,'voice tone and state- _}

'ments of greeting.“/QRinn and Markle, 1979, Oden and Asher,

’1977) Life Skills program appears to have met this need forf

--this type of student, and in the study the students main—., B

.tained the decrease over a three—month period ffi' “r

'of Conduct Problem., Gresham (1981) suggested

‘However, ‘the Life Skills coaches in the school were familiargQ

Treatment Effect on. Acting—out Studentsf'i‘

Aggressive, acting out behav1ors fall under the rubric

).

Because the mentally retarded as ‘a group, have :f : 5:ff:aﬁ“*

‘def1c1ts in. conceptual and language skills, ‘verbal
'rinstructions such as coaching might not effectively’ :
, control aggre551ve behaVior 1n this population.»(p._.*

1164) L . e . 4 L )

*

cg

i'leth the students 1ntellectual and academic abilities and

'“adapted the curriculum concepts of the training program to

-

-Q»achieve an appropriate match w1th students conceptual
YQ.levels. In this study those acting out behav1ors appear to =

o 'have been most 1nfluenced by the p051tion in time of the

iischool year that the measures were taken. Prior to‘Spring rf

: ybreak Conduct Problem measures for all three groups (LS1,1v”

fv; Immediately following theﬁholiday those Problems' as ;f e

fiLSZ and. C) were the highest recorded during the study. _,,V'V;,f'?f* 1
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‘,measured on the ISS, were relatively 1ow.; As tfme passed,

_acting out behaviors increased as measured on the. ISS - : -ip
'whereas they decreased as measured on the Behav1or Problem |
k'Checklist : . L ‘;H ' |
| This kind of problem, that of fluctuating behaViors,
'~hwith periods of calm followed by periods of sturm und
'-:drang are familiar phenomena to most teachers and for most
',"school populations. The ebb and flow of students behaviors
'w1thin the school year relate to the school holidays 1n a
ol g , o

v;direct way.‘“‘

I3

| " MA and CA Comparisons i
Quay and Peterson (1979) reported means and standard
.‘:deviations on the BPC subscales for a wide range of s;mple
'.“lpopulations, and 1n rev1ew1ng their Tables, comparisons to :[ tv~;=;ﬂ i*
7 llthe reported scores were made using both mental and chrono-~3jinwi
' :i logical ages (MA and CA) for the students 1n this study.}_
»‘ -‘_‘The issue of whether to use MA or CA compari sons when re-“.'.

S

R 'searching 1n the ar\ea of mental retardation has long been a. |

et D

“_dilemma.' The overlap in boundary definitions of an EMH

'ff*pOpulation has been conSidered and for this study the pre-f¥‘3':

' ference of the author was to make CA comparisons.j,Th@jj?:.;

‘"I.Y}Cairns students were . expected to act like adolescents by_;i;l

1tithe school and the larger society. Their interests and

ﬁpreoccupations were those of adolescents, not grade 3 6

iy b 5t

:}ﬂstudents. Many students held regular jobs out of school and?af'

‘:had family responsibilities and experiences commensurate
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ﬂ-with their chronological,ages. However, behavior pndblems;%e

had been an issue at L.Y. Cairns (as they are in %

7 junior high schools) hence the\introductiogdofsthe' ¢
el

, program. School personnel were concerned‘not~ogly wiﬂhlﬁhﬁ

need for a. clear delineation of school rulssranndonsiStency
T_in dealing with rule infractions, but also with the need for'
'pstudents to take respons1b111ty for their actions. v?he"

-:Adproblem solv1ng component of ISS was incorporated into the -

' ISS program to encompass that need. -

However, 1nspite of the personal preference when

-‘reView1ng the Quay and Peterson (1979) tables and when

comparing both MA and CA equivalenCies of L‘chirns *j,:':l S ;"
":students scores, it was observed that the three groups |

‘_yscores on CP and PP were more suni lar to those scores
.jyreported for\unselected public school students 1n grades 4 s .

'5{and 6 (MA equivalents), than they were to the scores of :;

\';adolescents in specific sample populations (CA equivalents)

.; The latter populations included students referred for

'i;behaVior problems and students who were diagnosed as agéres¥ :;’i
- Sive or withdrawn.< The sample populations described could |

h'@be considered as relevant to the students in this study on’
-‘behavioral variables, but - not on an IQ variable.. It wasiﬂ‘i

.f;diobserved that for those pOpulations (aggressive,iwithdrawn,F;n
.flbehavior problems) the means of the samples were two or . . |

o | three times higher on CP and PP than those obtained in the
tiﬁpresent research The difficulty of comparability of jf{inf”’v’th
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4

populations.under'study is_evidentuand'Quay,and Peterson

cautioned‘ .T" e /
fBecause the frequency of rated dev1ant behav1or ’
in children and adolescents is-a function of many
~‘factors such as age, sex, ethnicity, social class, _
o observatlonal setting, characteristics of the rates,
: 1nteractions among these and other influences yet. -
to be documented, natural” norms would have only
. limited utility .... Large scale use of’ the BPC for
l~'\the identification of potentially deviant- chlldren- ' ,
.clearly warrants the: establlshment -of local norms. R
(1979, p.11) , Lo .

What explanation can be given for the comparabll1ty of

_students CP and PP scores 1n thls study to those of

3 - N
:unselected elementary school students, rather than to those

‘ffof young adolescents w1th average IQ but 51m11ar behav1or

L}

'=problems° One p0551b111ty is that’ of 1nstrumentatlon rella—d:,"fﬁ

'-;blllty, the lower reliablllty of the BPC for adolescents has V‘gj”

L‘been referred to ‘on page 45 although Relnert (1980) w1th a.

",_:.were in their thu'd or fourth year at the school by whlch

f-,\xﬁjsx

'*“stems from the behavxors of the junlor students. "ho are :

':ijust "settling in}._ This is corroborated by the fact that
during the same tim‘e period as this study stud ents in the
nli:Junzor years necexved three times as manY 155 as dld th°se»l-v 3

'"fin the Intermediate years. Thus, if the students in the

(time they are generally fonsidered to have "settled down -

-thuch of the concern about actzng out students at I.Y'Calrns Ry f ﬁffﬁ‘:ja

“«‘[;,contradictory opinlon 1dent1f1ed 1ts usefulness for 7th and
'_deth grade students. Another explanatlon relates to -
"7\;thstudents length of tzme at I.Y’Cairns,' Students 1n the

q“fastudy were@part of the Intermediate program and most of them e i

O LI
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study were rated by teachers who also taught - junior

'students, it is possible that the problem behav1ors of the
.Intermediate students may have been perceived relative to

the more ebullient behaviors of the Junior students, and as

a .consequence the Intermediate students ‘were given lower

'ratings.

e

‘ Contrary to the reported findings of sex differences on -

S

"dmeasures of CP (boys scored higher on this- ,measure, Quay

‘ and Eeterson, 1979) that finding was ‘not corroborated inf

'I.the present study._ All measures (CP, PP and SEI) were

‘,rise 1n level of self-esteem for the combined groups scoresf

% :fof that~goal.h The increase was maintained but the }Qﬂt

7.‘analyzed for 51gnificant differenqes by sex and none was 'a]

o

': Level of Self Esteem

1 Noteworthy to the study s the fact that students
lscores on the SEI were low compared with the percentile
'llyranks and T-scores reported by Battle..(1981) when an MA "fy o - yi

'ldcomparlsonvwas made, the rankings for the I,Y Cairns Rt - o
uvistudents ranged from 22 percentile to 50 percentile and for B
’kmthe CA students comparison, the percentiles ranged from_14
"lpercentile to 30 percentile. A large part of the school s
{curriculum and student activ1t1es are deszgned Wlth the |

objective of 1ncreasxng students level of self esteem.- A

it i Tk -

T .

across test times one and two would be a part1a1 realizatidn5

'assumption that this rise was due to~the intervention cannot*'
: N N N .
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be.Supported. Howéver, Students' commentﬁ indicated the” o et

'fvythe low total score. The lack of measured change on- the SEI

p051tive f__llngs they: held about thelr experiences in Llfe ;Q'“ o
Skills. These p051tive feelings were reflected not only in : ';{ﬁ:v, .
the students perceptlons of what they 1earned but in the B

unsolic1ted comments of the way they felt about the Llfe ,\f""f§é~“zé

Skllls coaches.:l““' T . S -:‘i‘ e

a “ N
#

I learned to talk I-never talk much and I learned the.f': _if;;ff
teacher liked me. " That' s the best teacher I ever had- .’ \ T
ever! : | "Q

PR
ra
hd

well, I didn't learn noth;ng but the teacher was OK, .
» o Tl gy .

.(coach s ‘name).was real neat-liked us all a lot. o, “f&; TR
Made us grow up and- thlnk stralght T ?ﬁ@mv‘~?7," e
I didn't 11ke the flghtlng -too much ‘(not phy51cal o };f; -iqg:H
stuff - just words) but’ I guess it was OK. . (coach'f,_“;“’ e

name) llked us all anyway - even when we were bad:

' T e
e i R

Ya felt good because the teacher was so nice - llked;,
zall of us and me too - I knew 1t ya' just felt ite 7 .. 0

Reference has been made to students objectlons to _'ﬁ35‘, N
' forced ch01ce answers, and the p0551b111ty exlsts‘that their r
self- reports ‘were not - true 1nd1cators of thelr feellngs "Ji ‘:;3" L
about the statements they were requlred to answer. Thé use L |

K PN .
RS . E RN

- 'of SEI sub- scales 1nstead of the total SEI stre mlght have

| - pointed. to factors that were the 51gn1f1cant contrlbutors to

1‘

:gls supported by simllar results in studles beRlche (1980)

'hand Lloyd (1979). In the former study 30 EMH students (Mean e ‘i'; i_;

_age 16years 3 months, Mean IQ 69 ,8) were randomly a551gned .
Ato one of six groups. "Five groups recelved work skllls .;; L

*band/or soc1a1 skills tra1n1ng in dlfferent sequences for

Ve
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'eight weeks. No significant Changesﬁfromfpre-to?post—

tésting.were found on measures of self-esteem, neither

Al

w1th1n nor between groups. .Lloyd examined the effects of
Life Skills: (SaskatchewanoNewstar¢) on several groups
lncludlng adolescents‘in an institutional setting for the
behaviorally dlsturbed (Nb= 3, age range 13-16. years) and
students in an alternate day school programme (N = 6; age ..
;range 13-15 years). The tralnlng was glven halfsdaysr five
~days a week for twelve weeks. No 51gn1f1cant changes 1n
‘4level of self esteem were reported for elther group.. A‘!
hfurther comment that ‘has been referred to by Camp and Bash‘
g(1981) 1s that schoollng is but one part of students llvesf
and that some students experlence such complex and dlfrlcult

llves out51de school that ‘even the most p051t1ve school Af

- 'experlence could ndt prov1de a counterbalance.

E Students.ferceptlonsiofvthe Life'Skills.Erperience ;
"“Several'themes'emerged?from the.comments'made by‘
‘, students followlng thelr part1c1patlon in the 1nterventlon
program. Included in those themes were students per— h"'”'
‘;ceptlons of thelr own, changed behaylors, thelr awarengss ofdf
Ean increased range of problem solulng skllls and thelr good7‘h
hofeellngs about themselvesﬂ_ Representatlve comments from.
‘thqse'themes follow:‘ o IS o o

k4
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. : : ¢ . b} . o .
- Student E. " I guess I learned a lot in there --llke how to
‘ . cope with other people. People who bug ya' -

- really bother me. Now, and in there, :4f
‘somecne's. bugglngwme_I_learnt_how_to handle_it.

. I control my anger.. I'm not trying to put
- people down, too. ST B
Student F.. "I used to swear a l.ot -. now I don t swear -
‘ . -~ well - not nearly so much. T control myself
I hardly swear at all.. ‘ - : :

~ Student G. ;When ya have problems 1t s good to talk about
o ..~ .. thém. I really learned to listen and to ‘talk.
Ya look at people and listen then they listen®
~and then ya talk about the problem and ya work

. .it out. That way then there's no fighting.

. 'Boy. we_had a lot of flghtlng in there flrst_-
“ then it got better ‘cos’ we really learnt to

talk and lr/;en,»

~ Student ‘H. . I really llke it - "I wanna do 1t agaln, but I
Co . 7. . got'to wait - but 1t*was good - it made ya '
feel good ) _ R

 “Student I.: ;I ve changed I'm not sure how, I can't tell _
: ’ " “you. I have but I don't" know how. My parent
osay. I ve changed too. '

These comments reflect sen51t1v1ty and awareness of
others that augur the development of pro soc1al behav1ors.

-Pro- soc1al behav1or is llnked to the development
of age- approprlate role-taking or perspective- taklng
skllls sessss @ variety of forms of social dev1ancy
are associated with’ per51stent egocentric thought
Persons demonstrating developmental delays in the
acquisition of thesée'skills have been shown to .
systematically misread societal expectatlons, to
ﬁmlslnterpret the actions and intentions of others,

and to act in ways which were judged to be callous RN L

and dlsrespectful to the rlght of others._» - '
3(Chandler, 1975 p. 326) RV o o f‘;

It is- suggested that the mlslnterpretatlon of actlons and

°

'._1ntent10ns of others, and mlsreadlng of soc1etal expecta-f‘h
tlons have resulted in many of the 1nappropr1ate behav1ors -
of,the students referred‘for:Llfe Skllls. The’comments..;-

‘-, A
o
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presented 1nd1cate not only the p051tive perceptlons of many

v

: students followlng the interventlon experience, but also

1ncreased skllls of perspectlve taklng and less

egocentrlc;ty of~thought

never realized before. T never looked at
.people. Now I know how to look and listen

. student’ . It was helpful that eye ‘contact stuff. I

: properly - and I know when they're listening to

me and I know what it feels like when. people
: qdon't show they re. really llstenlng.

Impllcatlons of the Study

The success of the cognltlve medlational models in
Tfeffectlng behav1or change has been preV1ously attested to.:

'(Kanfer, 1975 Melchenbaum, 1979) The L1fe Skllls model f_

. utlllzed not only cogn1t1ve processes but a wlde range of

ﬂaffectlve and behav1oral processes and technlques, lncludlng-”

4re1nforcement,_feedback role play and modellng. In this"
"_'study the program was adapted to meet the needs of the EMH

radolescent. It was successful\ln reduc1ng those behav1ors

“"a55001ated w1th the construct Personallty Problem, when

_‘those problems were-substantlally present;: The construct

'fencompasses the behaviors of shy, w1thdrawn and anx1ous . V' o

T;students, the student who is generally "less aver51ve to"
' adults and peers and is: less llkely to exc1te the env1ron--,

fhlment_lnto action.'(Quay and Werry, 1979, p. 18) The;l"'

'selectors perceptlons were that more students 1n LS1
l functioned at a lower 1ntellectua1 level Thls perception
was not,supported by;data_analyses. However, LS1, differed

< 3 .
T L. , . . oL

» .
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significantly from the other groups on measures of

fw1thdrawn, anxious behaviors. It is possible that those

T'behav1ors were peréeived as being associated with lower
1ntellectual functioning.' .

-‘students with measures of Conduct Problem, which 1nc1ude‘;
either verbal or phySical:aggre551on and generally 1mplies
s poor soc1al relationships, was not substantiated het7f"
1mportance of the above finding has significance. Adults
who have been identified as, hav1ng conduct disorders (CP) asf

‘children and adolescents have been found more likely to

”'evidence 1nd1cations of soc1a1 dysfunction than those"‘

The effectiveness of the Life Skills program for those:"‘:

‘Vldentlfled as Withdrawn and anx1ous. (Quay and Werry, 1979)'*ﬂ7i*

-The presence of behav1ors subsumed under the Personality
Problem rubric seems not nearly SO predictive of later. life 4
difficulties.‘(p.,36) Thus, the priority for 1ncrea51ng :
'dsocrgl skills of the acting out (CP) student is paramount
Students may have verbalized the1r learnings "It taught us -
.lhow to control ourselves espec1a11y when we got angry," but
_whether they were able to execute those learnings remains a
chmoot p01nt R i V"'.bd ) ‘ o f |
N Most of the—part101pants commented on their regretdat
fm1551ng Phy51cal Education classes whilst they were taking :fﬁ
TiLife Skills. The energy level of acting out students 1s B
often high and although alternative 1ntramural physxcal

|

'_activities were available for some students, the phy51cal
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l-education program meets specific needs for the aggres—

.f”Sive/acting out: students, such as the ability to express

themselves physically in a controlled 51tuation.; This may B

h

'tindeed have interfered with any reduction of conduct
~problems )n a general sense. ' | P

‘ Few students were able to answer the question."Do -you .
know why yOu were chosen to take part in Life Skills?" _—
"other than by responding "The teacher thought it would ‘be -
«hogood for me. : The exceptions were one student who ‘was told

‘ that they would be a good model for the group, and another l |
.vwho said "Because I'm bad and always getting into trouble
- The neceSSity of 1dent1fying for the student those speCific
'ubehav1ors that merit 1mpr9vement is important and should be

considered by the - selectors so that students may. have
,spec1f1c and realr;::c referents. No mention was made by
B rparticxpants of any stigma attached to having been in Life
hSklllS. That there were no negative connotations was a o
.ipositive 1ndicator of Life Skills position in the IuY.
'HCairns curriculum and was ct ntrary to the “Why me?" concerns ;
“chmentioned by Rotheram; (1981\ She suggested integration of

the soc1a1 skills program to aVOid that syndrome “Presenting

k;the social skills package as a component of the typical

7.school curriculum is crucialﬂ'(p.101) Combs and Slaby

(1977) added that no effective research could take place f;
.f_when social skills had not - been trained and practiced within

tthe “normal" peer group setting. They argued not from
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-concerns about the “Why me?" syndrome but from the belief

that for soc1a1 skills learning to be effective, the popu-

‘lation must include some strong role models and be as
”,jnaturalistic as possible. The issues of transfer and :

"generalization then become less insurmountable. f

Throughout the study the third group (C) has been

referred to as the comparison group because of the‘

30

‘nimplication that the problems of the students in experi-:
i.mental groups were greater and needed more immediate ‘f

attention. This proved not to be so. With the exception of'“ f~
“the measures of Personality Problem in LS1, there were no ,;

- ,significant differences between groups on measures of SEI,,f”'

cp, IQ and sex at the. onset of the study. The comparison:

..group can therefore be cons1dered an adequate control for R

f\the experimental groups.. _“"

Suggestions for Further Research

' The~complexity of definition of the soc1al skills/

.}:social competence construct makes the issue of valid and v
3"ﬁreliab1e assessment equally difficult. The limitations of :;lif
'jbehavior ratings have been presented and the situational |
| thpecificity of socially acceptable behavior increases those
tf:fﬁtlimitations. One vay'to overcome some of the assessment éa"'
vproblems would be to employ a wide range of instruments andrf'
"T:techniques.v Behavior ratings could be completed by indepen-{y
: dent observers from different settings including home and ,f‘t“

»icommunity.v The lack of parental and community validation ofiff
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the students scores on the ratings was felt to be a defrcit’
.’9 .

’of this’ study.‘ Students at LY Cairns take part ‘in® work

~&h

.'experiences both within the scnool and in community ,"
. . ik ;

vocational placements.% Evaluation procedures f;om those L
: o N

»situations would have provided useful addigional measures."
Opinions solicited from the students them%elves about their
perceptions of their shills/competencies could have added an
1mportant dimen51on to our understanding and could have

direct implications for programming.” Monson, Greenspan and‘f

_Simeonsson (1979) found a significant relationship between'3;5="'

o children s reports of their own: social competence and

4‘traditional measures of intellectual development such as. IQ
and MA Such information would be helpful in determining
'N‘eneeds and defining homogeneity of populations.f Diverse

f; hneeds might best be met with different programs.»7 | '

| ; Information derived from student identified compet-i

3 :encies would also be valuable and would encompass the philo-.'h

“j;sophic stance presented by Wine (1981) and outlined in

:chapter two. By identifyiné»ﬁnd enacting a variety of

1nterpersonal situations where—skills/oompetencies are f’

'7'clear1y needed, and using the mqsponses of the most skillful

1EMH adolescents, a basis for forﬂpaating rules and guide-fl

-lines for a social skills program geared to their needs and o

t’experiences, could be developed This follovs the model

“produced by Cox and Gunn (1981) vhere the Keep Cool Rules

Aderived from assessment results. The difference suggested



here is that the situations developed would have relevance :\

'.for the EMH student. Had there been several experimental

‘®

- groupsr—each—utilizing*a—different program;for—social skills
‘?training,<theirJdifferential,effectiveness-couldAhave;been;
fdobserved. o _ ” _ R S -
‘There are some problems that still require the
.hfattention of future researchers._ Moreuinformation and data f
‘are needed from empirical studies to show which behaviors
‘are critical in soc1al transactions, without ignoring the
’developmental aspect necessary for such a classification
n:system.. L L

Generalization of 1earned skills becomes less of a

critical issue when the training is given to all members ofa'ufx”u

& _the (school) population.‘ However, maintenance of those

8 .skills still warrants attention.~JShort follow up periods

-from four weeks to three_months have been mentioned in many’”

’"h.studies, ‘but- other projects have had none._ Longer follow-up S

i?:lperiods do present the difficulty of other intervening

"livdvariables but are still needed. ;_f”

In recent research the use of - multiple outcome measuresi:";i

hie:has been stressed. (Gresham and Nagle, 1980) The addition
;of sociometric as . well as behavioral measures in this study f
v‘would have added knowledge/to the body of research which
_suggested strong correlations betieen those measures and ;
hb endorsed the utility of,combining them when investigating

‘;jthe construct of social skills. }» oo S S
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T hv e Cbnclusionsex‘”

«

‘ Educable mentally handicapped adolescents, identified _

° .

by members_of_their_school_staff_as_heing_in_need_of_soeial—
sskills training, took part in a twelve week intervention ' '
lprogram.v A problem-solving model Life Skills,'was used

‘The intervention did not result in significant decreases in -

"ﬂf’acting out behaviors nor in significant increases in level

b"of self-esteem., For students with substantial measures of

”'anxious behaviors, Life Skills training did effect signifi-i"'r"
f cant decreases in these behaviors. These deCreases were yjj.4"

b»{maintained over a follow-up period of three months._llhe‘

_ suggestion was made that future resear;h with an EMH popu-i*
ﬂtllation should experiment with several different types of
h'intervention programs to compare their effectiveness at
t‘developing and maintaining social skills.~ The importance of
lipossessing adequate social skills as prereguisites to'w”' '

o establishing mutually satisfying interpersonal relationships
_.and to being able to participate as a member of the larger - o

~society cannot be overemphasized.,lﬁb::f
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Sample.bijért'of'Life Skills Lesson
9
6
~ Lesson: Giving and Receiving Feedback = - .- L o ;

. [ . . | S

Time: Zhours

v

" Overview

in this lesson, the student practises the shill of descrabing -~ | |
feelings begun in earlier ‘lessons and begins. to give and receive i Cos
feedback abou: specific hehaviors displaved while descrabing feelings. -
-The lesson helps the student ‘develcp awareness of his interactions
with others so that he can later identifv probilems in interpersonal
Telations as well as.identifv shills to help in solvang these problems. oy

. Sometumes. students do not ‘see the need to describe feelings.. 1f .
this failing upp=ary st anv fi=~e 1n vour .KTOUp, vou might expiain to
them that thing: Rappen when we can uescribe our feelings. first, we
learn that other peopie acremt (hem; second, we get a clearer recog-
nition of ‘them: and third we gét a release from the control they have -

. over-us. -If for example, we sav’of a certain situation, 'That makes
" ‘me angrv and | feel av blood rising.” the act of having named our -
teeling and having described its effect on us Kelps us gain mastery over.

it .
- Resources Reauired Sy
Blindfz1ds :
A copv of Ranking of Expressicn of Feeiings for each student
?
© - Objective
Each ‘student dascusses comparisons of ranking>, against other SRR .
students. and participstes 1n role plav atalveis to practise the skall- - ool

- of gaving and receiving feedLack. . ,
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... Advance Preparation ;

Prepare a flip chart p;ge like the.s_anxglé Tnbulﬁtion Form' for

. Stamulus

Ranking, Expressing Feelings s

Ask -the students to sit in & circle. Out

now, and then 1°11 tell you what happens next.
moments to get adjusted, prepare the group.by
minutes. During this:time, let your mind.wander to

but -ask vourself a couple of times during the siler’

be silent for S

" . anything you wl

‘How do | feel?

seat, even your hair,

sh,
Th

and 1'11 ask you to i
the comments.” - Arrange for a person outside t
the 5.'qiwt€ period has passed. - . "

Evocation

ink about your bodv; amms,

do. the same. We Will-leav

- - N

,,Hﬁen the time has elapsed. describe vour
*] felt very te_laxed.' 1 could feel mv amms ge

Allow students to give descriptions, thoughts-

students, name: or describe feelangs.

‘Following

Ask the group to th

Distribute the

rank each othér according to

discussion.

form

ink of 'how well each person

hown in the Jesson. supplement.

line the first'de\rcxsc. B

. "In this simple exercise each ‘one of us puts on a blandfold. Do .that

».‘After giving a few:

saying, '‘We are going o

legs, fingers, toes, ~oy

Try to identify how your body expresses vour
feelings. At the end of the S minutes, I will comment.on what 1 10,°

e the blindfolds on ..
he group to signal wher

)

feelings. “You might »a U

tting heavier. Wy land .
felt detached. My seat felt mmb. My eves and head felt heavv. i,

“felt like I might go to sleep or just fall off
- After descrabing your feelings, pause and ‘wait

. sy chair face down.” .
_for.others to follow.

and fantasies, but hcli - - '

the discussion, tell evervone to:remove his blandsold.
described his feelines.

Ranking of ‘Expression of Feelings and the studernt

"ski1l Prictise. ~List the results of the

page You prepat

" Obiectave Enquﬁ/Skx 1} Practise

feelings during °
o

f

rankings on the f1:c

In advance. (See: Samle sa~atation Form for . arf

© Expressing Feelings).- Ask the gToup.to commen

t on the results. =
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* M stimulate discussion point out tabulations that show the most
- Emsistercy, ssy, all high or all low scores; or the least consistency,
8y, & mixture of high and low scores. (Ask, *what do you think these.

oueres show?' or ‘What doés this mean™ - Encourage statements explaining

S reasons for rankings, “What did he do or ssy? How did he express

Maself? What words did he use’ -What posture did he have when he spoke?”

s this. vay, promote skil}) development in giving feedback by describing
Medwviors instead of labelling people. o

“You can_expect Some students to ask.questions like, ‘What is the

- Vight answer?.” How.should we have ranked him?"  Some may even

" 'shmtr own'ranking merely to make it conform with rankings made by

hevs. Help the §TOUp reslize that no one has "“right or wrong" ‘:im‘nrs; T
‘the rankings show the different wavs people see each other. " Help-students " -

. u® received a low ranking to handle the feedback.

El Application. o " TN
Following the discussion of rankings in the obyective enquiry,
" tewwve the results of the rankings. from the flip chart. Suwarize the -
- agtivities of the session: the blindfold exercise, the discussion which
wed, the ranking of group members and the discussion after that.
Ask students to comment on the experience and on specific behaviors
" @hesrved about humself or others during the session. - Ask each one.to -
describe how he feels now, particularly how he feels about being Compared

W -others by the use of ranking. - Ask how thas differs from res) life '~

@periences. Ask, ‘Do we rank each.other in life? Do we compare
®aryelves to others? Even though we do not ususlly put ranking in
witing, do we Compare people? How do we do this’ ‘Do our- behaviors

o 38 well as our words compare people? What are these- behaviors? Do yw

-think our ‘MMpTessions: Or perceptions of how we COmpare are always ‘.. .

" sccurate” Do you believe we are alviys honest with others when thev ask

. #8 how thev did? . Should ve be’ Do we always think about how we tell’
. ethers, either in words-or by our behavior? How could we improve our

e

" Present the obrective. Réview ‘each process in"the objective and .- .
‘tall the students how their practise. in the: lesson has prepared :l\- "for ]

8hill development in this respec:. Encourage the students t ask_ . .

©, /@amtions about the exercises in-the lesson. If thev question the rele-
© wance of the skill of Sescribang feelings, use. the argument. presented. in
..Ib,mn_vi-tnmxg lesson. - .. - AR DR

"'Sav to the stxﬂeﬁts.t’:'ll‘auuﬁc'r. hau« gave fesdback on the rankmp‘

‘Mo spoke. of what people did. - »e did not call them names. we worked.
“amly on how well people Jdescrided their feelings. -Let's trv it ‘another
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way: we nn do some rolc plays to producc fnlms i€ n'cnurv. -
cxplnn to the group the meaning of the term, Continue, 'One volunteer
plays the psrt of s store clerk, and one plays the part of the dissatis-
fied customer, Suppose bought some bread in a store.. Last week
the bread had mould on it, and this week vou found a pxece of string
in 8 loaf. Na-you:c-c mandmum to tell the clerk about youy .
irratation.” Instruct the rest of the group to watch for the ways and -
..words that the customer uses to express-his feelings.. Videotape the . .
" role play, ‘and stop the action when vou have useful footage. Play the
videotape for the benefit of the plavers, encouraging comment from them .
as they watch the feedback.” Ask the other students to give feedback on |
the vays ‘in which the “customer” expressed his feelings. ' Encourajt them
to vatch for words and behaviors and to avoid judgements like, “'Boy, he -
sure was mad.” Repeat these roleé plavs.and the mlyses vuh other
-students as lon. a3 interest seems huh . . i :

" Evaluition . P

oo E.xplaiu "ln lhe lezrmng group e’ pracuse ngmg and recunng
" feedback to learn more about ourselves. ke observe.the effect we have
on others .and the -effect others have on us.” Ask, “What problee do -

R we share? How are we dealing with.it? "What else asght we as ‘group’.

S .-emers do to help each other? Tell them that. you tull trv, and you

~. . “hope others will trv, to pr.uuse the shu of pvnng and recexung
. feedback o each other oo

Reproduced w:.th permlssz.on from Canada Employment and'
Imm19rat10n Comm:.ssxon '
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Questions asked of Life Skills Participants

in Individual Interview ’

ﬁ 2.
o4

5.

How was it for you when you were in Life Skills? 8
what do you think you learned most while you were there?
What did you: like most about Life Skills? .
What were the things you didn t like? o

Do you know why you were chosen?
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: What Behaviors Will I Be Sent to the ISS Room For?

ERLT R

B
‘.Int‘ernal_'..Scho'ol Suspensi-‘on _Infor'mation'

) ;" Unacceptable behaviors that anyhody, if they are there.,
- can se"e or hear- you doing. TR \:5 SN T

’ shouting, screaming, touching in public in: inappropriate

LATES.‘ The 3rd time late for a class means going to the
- I8S» room to write a plan.'» Late is 3 minutes after t.he '

" bell. L
tf"ABSENCE" Being away from class without a good reascm. L
2. ABUSE T T i ik

- PHYSICAL ABUSE. - Behaviors such as: hitting, _running {in - =

-halls and in the. class room), biting, kicking, 'spitting, . -

ways or places, using a weapon, which cause physical

- harm to self or others.-- .

i persons in authority. AR

- _DEFIANCE OF AUTHORIT,Y

"Can the ISS Room Helj Me?

.r,’-EMOTIONAL ABUSE: Behaviors that hurt you inSide or" hm:rt.‘
lf.someone else; - for example. , ~put down ("“you'stink", Coe
"you're' retarded") Emotional abuse could be either im .' -

~v.‘.'a verbal or a. gesture form.

. -PROPERTY ABUSE (VANDALISM) ' S
'..‘Vandalism involves any damages, misuse or theft of a

public or personal’ property; for example, throwing

' ' things, marking halls, breaking windows or doors or -

lockers, slashing bus seats,. misuse of bathroom

-facilities, physical education equipment or A.V. eqmup—-
.ment malicious damage of student projects., L =

}',

Refusing. the: reasonable requirements of a person or

How

f"‘The ISS room can help me to learn how to help myself

correct my. behavior.

- —Student Appeals - e

b

' If I feel that I have not been treated fairly, I cam

appeal to the principal

‘ -*What Happens If I m in the ISS Rom nuring Lunch Time?

©.. .. way to the 'ISS room.
.:‘2'___: .
S -"_"cafeteria, which I will pay fmr.

"a~§epf¢duéea}withﬁpéfmissian-cf“m-r;csix@s}ndﬁihiétragiﬁh;[5:;,'“”

If I have lunch in my locker, I wnll pnck it up on my
If I buy lunch, my lunch will be sem‘t np from the f_. |

"aﬂ"”fffj:gf?f;;ffaﬂgjf"fff}f' jf*yafvff?-;ﬂ;,*;<“ﬂ'<
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. INTERNAL SCHOOL SUSPENSION FORM ..

. STUDENT'S NAME:_ DATE

‘“‘—“——“‘Students are—sent“to—the—I S S"—room—for—the—folTowing bas1c~reasons

‘1. Lates or absences. .,' 'Sff”-- Lot -“,; :R

;‘2.“f:Hurting or not respecting others or their feeﬂingt
. (Hitting, threatening. swearing, etc.)-_.ff~/

L . 3."ertea11ng or damaging property. (Vanda]ism and theft) . =
: ..;4.{\!Not do1ng what one is asked or required to do’ by those in charge (Def1ance)
o e was sent to the I S S room because =

. Sending Teacher's Signature

. The next time that I feel Tike____

CoIplanto_ 4 ¢

 Student's sigmtre

. STUDENT RETURN COMPLETED 'Fogr}j-"ro;fss',ub'nj«cv".'rslgj_cﬁ_‘s_k‘ S A

Send1ng Teacher s S1gnature

SENDING TEACHER RETURN FORM TO I S S AIDE
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