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ABSTRACT

THE EFFECT OF SOCIAL SKILLS TRAINING ON PERCEIVED
DIMENSIONS OF SOCIAL SKILLS AND SOCIOMETRIC STATUS OF
PRIMARY SCHOOL STUDENTS

Stimer Hatipoglu, Zeynep
Ph. D., Department of Educational Sciences
Supervisor: Prof. Dr. Giil Aydin

May 1999, 181 pages

The purpose of the present study, which consists of two phases, is threefold: to
determine the dimensions of social skills of 6™ and 7™ grade level primary school
students as perceived by students, their teachers, and parents; to test whether a
relationship exists between social skills and sociometric status of the students; and
to investigate the effect of a social skills training program on the students’ social

skills and sociometric status.

The sample of the first phase of the study, consisted of 382 students, their parents
and teachers from 4 public primary schools in Ankara. The Social Skills Rating
System- Student, Teacher, Parent Forms, and the Sociometric Test were used to

collect the survey data.

iii



Principal Components Analysis and Pearson Product Moment Correlation

technique were used to analyze the data.

The survey results revealed that academic, emotion, assertion, and conflict
management were the common dimensions perceived by the students, their
teachers, and parents. The results provided rather a weak evidence concerning the
relationship between specific social skills and the development of preadolescent’s

peer acceptance.

In the second phase of the study, an experimental 3x2 design with one treatment
and two control groups, and two measurements was used in order to investigate
the effectiveness of the “Social Skills Training Program”. Contrary to expectation,
the results of the Kruskal-Wallis H Test demonstrated that the “Social Skills
Training Program” was not an effective intervention method for teaching social

skills to skill deficit subjects and did not improve their sociometric status.

Keywords: Social Skill, Social Skills Training, Sociometric Status, Primary School
Students.
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SOSYAL BECERI EGITIMININ ILKOGRETIM OGRENCILERININ
ALGILANAN SOSYAL BECERI BOYUTLARINA VE SOSYOMETRIK
STATULERINE ETKIiSi

Siimer Hatipoglu, Zeynep
Doktora, Egitim Bilimleri Boliimii
Tez Yoneticisi: Prof. Dr. Giil Aydin

May1s 1999, 181 sayfa

Iki asamadan olusan bu ¢aligmanin {i¢ amact vardir. Bunlar, ilkogretim 6. ve 7. siuf
ogrencilerinin sosyal beceri boyutlarnm ogrenciler, ogretmenler ve velilerin
algilarma gore belirlemek; 6grencilerin sosyal becerileri ile sosyometrik statiileri
arasnda bir iligki olup olmadifim arastirmak; ve sosyal beceri egitiminin
Ogrencilerin sosyal becerileri ve sosyometrik statiileri tizerindeki etkisini

aragtirmaktir,

Caligmamn birinci asamasimin orneklemini Ankara ilindeki 4 devlet ilkogretim
okulundan segilmis 382 ogrenci, velileri ve Ogretmenleri olusturmugtur. Veriler
Sosyal Beceri Derecelendirme Olgegi- Ogrenci, Ogretmen ve Veli Formlari, ve

Sosyometrik Test kullamlarak toplanmugtir.



Verilerin analizinde agiklayict faktor analizi ve Pearson momentler g¢arpim

korelasyonu teknigi kullamimstir.

Bulgular, akademik, duygu, atiganlk ve g¢atigma yonetimi sosyal beceri
boyutlarinin ogrenciler, 6gretmenler ve veliler tarafindan ortak olarak algilanan
boyutlar oldugunu gostermistir. Ayrica, bulgular bazi sosyal beceriler ile
ogrencilerin arkadaglan tarafindan kabul gormesi arasinda zayif bir iligki oldugunu

gostermigtir.

Caliymanin ikinci agamasinda, “Sosyal Beceri Egitimi Programui” nin etkililiini
aragtirmak Uzere 3x2, Ontest-sontest kontrol grup deney deseni kullanilmugtir.
Beklentinin aksine, Kruskal-Wallis H Test analizi, Sosyal Beceri Egitimi
Programimin sosyal becerisi yetersiz deneklere sosyal becerileri 6gretmede ve

sosyometrik statiilerini arttirmada etkili bir yontem olmadigint gostermistir.

Anahtar Kelimeler: Sosyal Beceri, Sosyal Beceri Egitimi, Sosyometrik Statii,
Tikogretim Okulu Ogrencileri
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CHAPTER1]

INTRODUCTION

1.1. Background to the Study

Humans as social beings need to interact with other individuals. The childhood is
the most sensitive period in which socialization is being shaped; therefore,
children’s interactions with parents serve as the initial channel to learn about social
environment and to form social knowledge. When young children venture out from
their secure parental attachments, it is the peer relations that draw them into an
ever- widening social world (Hartup, 1989). These childhood peer relations
become a second source of the companionship, recreation, personal guidance, and

emotional support that were previously provided by the family.

Given their functions as agents of comfort and support, it is not surprising to find
that the quality of peer relations in childhood is one early forerunners of successful
adjustment in adulthood. For example, delinquency among adolescents and young
adults has been shown to be closely associated with poor peer relations in
childhood. Poor peer relations have also been found to predict a wide range of
adult problems, including behavioral difficulties, occubational problems, and
marital problems (Sprinthall, & Collins, 1988). Indeed, one of the most frequently
cited studies conducted by Cowen et al. (1973) revealed that at the third- grade
level, peer ratings, primarily peer rejection, were the more powerful predictors of
adult mental health problems 11 to 13 years later than a variety of other traditional
predictors such as intellectual ability, school grades, academic achievement,

teacher ratings, and self- report data.



In a similar vein, Bagwell, Newcomb, & Bukowski (1998), in a 12 year follow- up
investigation, found that friendship and peer rejection have unique implications for
adaptive development. Data collected from 30 young adults who had a stable,
reciprocal best friend in fifth grade, and 30 who had been chumless revealed that
lower levels of preadolescent peer rejection uniquely predicted overall life status

adjustment and associated with psychopathological symptoms in adulthood.

Peer relationships may be particularly influential during the preadolescent years
when children devote a large portion of school and play time to the interactions
with age-mates. Hartup & Sancilio (1986) pointed out that a critical function of
friendships in preadolescence is to promote skills and competencies that serve as
the building blocks for future relationships (cited in, Bagwell, Newcomb, &
Bukowski, 1998). Moreover, developmental studies have shown that the stability
and structure of peer group norms begin to change during preadolescence and the

social structure begins to crystallize (Bierman & Furman, 1984).

Investigations of children’s friendships documenting the differences between
children with and without friends have suggested that the behaviors of children
without friends set them apart from peers. Further, children with friends are much
more socially skilled when compared to children without friends. For example, they
are more likely to initiate interactions with peers and to continue those interactions
once initiated (Howes, 1983), and help friends accomplish things (Asher, 1995,
cited in Doll, 1996). The children without friends are more likely than their
classmates to be physically aggressive in elementary grades (Dodge, 1989),
verbally aggressive in early adolescence (Coie et al, 1982), unsuccessful in
resolving conflicts (Parker & Asher, 1989), are hypersensitive to teasing (Carlson
et al., 1984). Therefore, social skills seem to represent the necessary tools that

children use to establish and maintain positive relationships with peers.

Although there is no consensus exists on the definition of social skill, it has been



generally defined as a “situation- specific behavior which predicts and / or
correlates with important social outcomes such as peer acceptance, popularity, and
the judgment of behavior by significant others (e.g., teachers, parents)” (Gresham,

1987).

To function successfully in peer relationships, children require a variety of social
skills, including the ability to gain entry to groups and resolve interpersonal
conflicts. Kelly (1982), after reviewing research concerning the correlates of peer
acceptance has identified the prosocial-play interaction skills in young children
including; social initiation, asking and answering questions, greeting peers,
cooperation/sharing, affective responsiveness, and praise to peers. Similarly,
LaGreca and Santogrossi (1980) have identified nine social skills areas that
contribute to positive peer relations. The nine areas include smiling, greeting
others, joining ongoing activities, extending invitations, conversational skills,

sharing and cooperation, verbal complementing, physical correlates.

According to Hartup (1983) children’s social skills in relating to their peers play a
major role in determining popularity. For Asher et al. (1981) popular children are
skilled at initiating interaction, maintaining interaction with other children and they
are skilled at resolving conflicts. Studies of children’s social skills have typically
emphasized that the quality of interaction is the important determinant of social
acceptance and popularity rather than the quantity. For instance, Dodge (1983)
observed 48 popular and unpopular children’s free play interactive behaviors and
concluded that, rejected or neglected boys have approached their peers quite
frequently but engaged in physical aggression more than others. Popular boys, on
the other hand, refrained from aggression and approached quite positively to their
peers. Putallaz (1983) reported that when entering groups, unpopular children
seemed to try to exert control and divert the group’s attention to themselves within
the ongoing conversations of the group. In contrast, popular children seemed to

employ more effective entry strategies in attempting to determine the frame of



reference common to the group members and then, presenting themselves as
sharing their frame of reference. Ladd and Oden (1979) found that strategies
suggested by unpopular children for helping a distressed peer tended to be unique
among the classmates and often situationally inappropriate. In addition, popular
children tend to be friendly, socially visible, outgoing in their behavior and
reinforcing, in their interactions with others. Conversely, unpopular children tend
to show internalizing behaviors such as fear and social withdrawal (Gresham, &
Stuart, 1992). Moreover, several studies have shown that children who are rejected
by their peers are immature in their social cognition. Compared with popular or
average children, for instance, they tend to misinterpret social situations,
considering a friendly act to be hostile (Dodge et al.,, 1984) or, especially when
they feel anxious, interpreting accidental harm as intentional (Dodge & Somberg,

1987).

Although having good social skills seem to be related with popularity, there are
number of other factors that appear to be related with it. Physical attractiveness is
the most widely investigated confounding variable that has long been found to
correlate with sociometric status. It has been found that physically attractive
children were viewed by their peers as more socially competent, exhibiting more
prosocial behavior, and were picked more often as friends than were the
unattractive children (Vaugh, & Langlois, 1983). However, Dodge (1983)
replicated the finding that physical attractiveness correlated with sociometric
status, but found that the relationship between attractiveness and sociometric
status was mediated by competence-related factors. Stating differently, better
looking children are likely to become more socially effective, but it is their
effectiveness in social interactions rather than their physical attractiveness per se
that leads to popularity among classmates. Thus, although physical attractiveness
may affect ratings of children’s social skills, it appears that ratings of physical
attractiveness may also be enhanced by good social skills (Calvert, 1988).
Currently, Hope and Mindell (1994) found that attractiveness had no effect on



social skill ratings when an individual demonstrated poor social skills, and
concluded that physical attractiveness did not compensate for deficits in social

skills.

Some theorists agree that social skills deficiencies observed in children result from
the difficulties in the acquisition or performance of social behaviors (Bandura,
1977, Ladd, & Mize, 1983). In this view, children who exhibit social skill deficits
may either lack knowledge or concepts of appropriate social behavior, or they may
lack actual behavioral abilities as a result of the insufficient practice of the skills. In
addition, these children may be deficient in giving themselves feedback about their
interpersonal encounters. Other theoretical models have also been advanced to
explain the factors that contribute to the social skill deficits of children. Based on
the earlier theoretical work of Ladd and Mize (1983), Gresham and Elliott (1993)
have recently described a model of variables that influence children’s social skill
deficiencies. According to this model, social skills deficits may result from five
factors: (a) a lack of cues or opportunities to learn or perform prosocial behaviors,
(b) the presence of interfering problem behaviors that either block acquisition or
impede performance of prosocial behaviors, (c) a lack of knowledge, (d) a lack of
sufficient practice or feedback on prosocial behavioral performance, and (e) a lack

of reinforcement for performance of socially skilled behaviors.

On the basis of the evidence indicating the relationship between a child’s social
skills deficiency and sociometric status, researchers have developed some
intervention strategies designed to teach children social skills which may promote

social acceptance and popularity in the peer group.

Social skills training involves a planned and systematic teaching of specific
behaviors needed for individuals to function in an effective and satisfying manner
(Goldstein et al., 1980). Although social skills training programs are based on a

variety of approaches like behavioral, cognitive- behavioral, and social-cognitive,



all have common in their implicit assumptions that:
e unpopular children are deficient in the skills which are needed to elicit
positive responses from others,
e social skills training promotes the acquisition of the new prosocial
behaviors,
o improved social behavior elicits increasingly positive responses from

other children and greater peer acceptance (Bierman, & Furman, 1984).

Kelly (1982) stated that regardless of the type of skill being taught and the nature
of client population, all social skills training approaches rely on the social learning
theory’s principles of instruction, behavior- rehearsal, reinforcement, and feedback
to shape more appropriate skill acquisition and performance. One of the earlier
studies that compared the differential effectiveness of social skills training methods
revealed that neither approach was superior over the others. Thus, the three
approaches - modeling alone, coaching alone, and modeling and coaching
combined- were found to be similarly effective in increasing the frequency of
positive social interactions and sociometric status (Gresham, & Nagle 1980).
According to Ladd, and Mize (1983) there are three fundamental processes which
underlie all social skills training: instruction, rehearsal, and feedback/

reinforcement.

“Instruction: There are two types of instructions; verbal and modeled. Verbal
instruction involves the use of spoken language to describe prompt, explain,
define, or request social behavior. Modeled instruction involves the use of live or
filmed performances or enactments of social skills. The major advantage of the
modeled instruction is that children learn how to combine, chain, and sequence
behaviors that comprise a particular social skill.

Rehearsal: Rehearsal is the repeated practice of a social skill that promotes
retention of the skill concept and more effective behavioral performance.

Rehearsal can be verbal, covert, or overt. Verbal rehearsal involves the learner



stating what he or she might do in a particular social situation; covert rehearsal
involves the learner thinking, imagining, or self- talking rather than verbalizing
or actually performing a social skill; overt rehearsal involves the learner actually
performing the social skill.

Feedback/ reinforcement: Feedback refers to information provided to the learner
regarding the correspondence between a social skill performance and a standard
performance. Reinforcement involves the presentation or removal of

environmental events that increase the frequency of behavior” (p. 131).

Over the years, a vast number of studies on the efficacy of social skills training
with children have reported generally positive results in; peer acceptance (Ladd,
1981); increased interaction with. peers (Bierman, Miller, & Stabb, 1987);
improved assertive skills (Bornstein, Bellack, & Hersen, 1977), improved sibling
relationships (Kramer, & Radey, 1997); and decreased aggressive behaviors (Ison,
& Rodriguez, 1997). However, relatively few studies have involved preadolescents
(for example; Bierman, & Furman, 1984; Bulkeley, & Cramer, 1990; 1994). The

efficacy of social skills training is also reported in these studies.

Gresham (1997), in a review of whether or not social skills training is effective in
promoting the acquisition and generalization of prosocial behaviors, states that in
order to provide long-term changes, social skills interventions with children and
adolescents should be designed according to their skill deficits assessed by using
multiple assessment methods. Moreover, Gottman, Gonso, & Schuler (1976)
pointed out that “social skill training programs need to demonstrate two things:
that they teach the target skills, and that these skills make a difference on the
criterion variables such as sociometric position, and significant others judgments of
social skills“ (p. 195). Hence, for effectively identifying the social skill deficits,
designing the interventions, and evaluating the treatment outcomes, perceptions of

students, their teachers, parents, and classmates should be considered.



In conclusion, the literature suggests that social skills deficiency may result in
hindering the performance of an individual in social situations which, in turn, leads
to unpopularity. Furthermore, research on the social skills training showed that,
conducting a training program which includes the social learning theory principles
leads to the acquisition of the necessary social skills. If this is the case, improving
social skills of children gains more importance because it will lead to an increase in

peer acceptance and consequently a decrease in unpopularity.

1.2. Purpose of the Study

The purpose of the present study is threefold: (1) to determine the dimensions of
social skills of 6™ and 7 grade level Turkish primary school children as perceived
by students, teachers and parents, (2) to test the relationship between social skills
and sociometric status of 6™ and 7" grade Turkish primary school students, and
(3) to design and evaluate the effect of a social skills training program, which is
based on social learning theory principles, on the social skills and the sociometric

status of students.
The research questions can be summarized as follows:

1. How do students, teachers, and parents perceive the social skills of 6™ and 7™

grade level primary school students?

2. Is there any relationship between sociometric status and social skills of 6™ and

7" grade Turkish primary school students?

3. Does the social skills training program have a significant effect on the
sociometric status and the social skills of 6™ and 7™ grade level Turkish primary

school students?



1.3. Significance of the Study

The ability to interact successfully with others is one of the most important aspects
of human’s development. The literature review suggests that socially skilled
behavior during childhood and preadolescence seems to be a prerequisite for the
development and elaboration of an individual’s later interpersonal skills repertoire,
and lack of social skills is a strong predictor of later emotional adjustment (Van
Hasselt et al., 1979; La Greca, & Santogrossi, 1980; Bagwell, Newcomb, &
Bukowski, 1998). If a child is deprived of the peer valued interaction skills during
preadolescence period, he or she will have less interpersonal contact with others as
the time goes by. By virtue of the reduced peer contact, opportunities will also be
lessened to observe, practice, and be reinforced for the acquisition of new and
more complex social skills. Skill deficits, during the transition period to
adolescence, might then perpetuate circumstances of continued isolation, which
precludes the learning of additional skills (Kelly, 1982). In the light of the research
evidence, it seems clear that teaching social skills is potentially beneficial and a
valuable intervention for children and preadolescents to prevent the occurrence of

the more serious problems in future years.

Most of the studies carried out in the social skills field provided rather clear
evidence that in order to function successfully in peer relations and to become
popular, children and preadolescents need a variety of social skills. Although the
relationship between popularity and social skills has been a fruitful research area,
there has been a paucity of research into investigating this relationship with
preadolescents both in the world and in Turkey. Research in this area is usually
confined to the elementary school subjects abroad (for example; Ladd, 1981;
Bierman, Miller, & Stabb, 1987). However, no study has yet attempted to identify
this possible relation in Turkey and only a few studies reported a relationship
between popularity and academic achievement (Hortagsu, 1994; Topuz, 1995).

Thus, it is expected that the present study will contribute to the understanding of



the possible relationship between popularity and social skills deficiency and

constitute a base for future studies which will fill the gap in the literature.

In addition, a positive relationship between popularity and academic achievement
has been frequently reported in the literature (Kupersmidt, Coie, & Dodge, 1990;
Pellegrini, 1992). According to Sullivan (1953), positive, supportive, tension
reducing experiences with significant others produce feelings of security, which in
turn influence academic success positively. Therefore, increasing students’
popularity through social skills training might indirectly influence their academic
achievement which seems to be given a primary importance, particularly in the

Turkish culture.

Because of the growing evidence that increased competence in social areas can
pave the way for academic success and better education, schools are increasingly
burdened by the responsibility of training young people not only in basic academic
skills but also in coping with complex social and personal problems. School
counselors in Turkey might face with some significant assessment and treatment
challenges of social skills of students since there has been no developed valid
instrument to identify the social skill problems of children and preadolescents.
Therefore, developing a valid measure in this study for identifying the perceived
social skill dimensions the Turkish primary school students will be the initial step to
overcome the assessment difficulties. In addition, most of the research results
indicated that no singlé measure has been adequate to asses the social skills of
children and suggested that it is necessary to use a multi-method assessment to
overcome the weaknesses of using a single method. For this reason, in the present
study, teachers’ and parents’ perceptions about children’s social skills along with
the students perceptions, were also measured by developing parallel forms to the

student social skills ratings.

Differences among the perceptions of children, their parents and teachers about a

10



particular child’s social skills has been an indirectly investigated area of concern.
Several studies assessed the consensus among children’s, their parents’ and
teachers’ ratings regarding the child’s social skills observed, but these studies were
either reported as part of the validity studies of the social skill measures or in
efforts to establish a taxonomy of the skills. The present study places a direct
empbhasis on this issue and directly ekamines the differences among the perceptions
of the related individuals about children’s social skills, including the children

themselves.

Although there are endeavors to develop school wide classroom based social skills
training programs in abroad, for many students, social skills deficits are not limited
to the minor difficulties that can be remediated through classroom discussions.
Instead, direct and systematic interventions and teaching of specific behaviors are
often required. Therefore, the school counseling and guidance services may help
primary school students to learn the necessary social skills for gaining peer

acceptance through implementing social skills training programs.

Nevertheless, while individual and/or group social skills training procedures have
been widely reported abroad, there is no empirically based social skills training
program for children and preadolescents in Turkey. Therefore, the present study
aims at filling this gap in the Turkish literature and provides an initial step for
further studies. Additionally, since many counselors in applied settings recognize
the importance of improving their clients’ social skills and competency, it is
expected that developing such a skill training program will bridge the gap between
the research literature concerning social skills training and its application to direct-

service settings.
1.4. Definition of Terms

Social skill: Social skill is a situation- specific behavior which predicts and / or
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correlates with important social outcomes such as peer acceptance, popularity, and

the judgment of behavior by significant others.

Social skills training: It is a planned and systematic teaching of specific social

behaviors needed for individuals to function in an effective and satisfying manner.

Sociometric status: 1t is based on the degree of negative and positive nominations
of children received from classmates. Popular children are those who have positive
nominations, whereas unpopular children are those who have negative nominations

by their classmates.

In the next chapter, the review of the literature related to the social skills is
presented. In the third chapter the specific research questions and methods used for
sample selection, design of data collection instruments, data collection, training
material and procedure, and data analysis are presented. The results and their
discussion are presented in the fourth chapter and this is followed by the final

chapter on conclusions and implications for practice and research.
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CHAPTER II

REVIEW OF LITERATURE

In this chapter, the research literature relevant to the purposes of this study is
presented. First section provides the different definitions of social skill concept that
are offered by many theoreticians and researchers in social science. Second section
presents the related studies in the field of social skills assessment. Experimental
studies in the field of social skills and examples of social skills training curricula are
presented in the third and forth section respectively. Studies related to social skills

training in Turkey is presented in the last section.

2.1. Definition of the Social Skill Concept

The concept of social skill and its content have attracted the attention of many
theoreticians and researchers in social science and different definitions have been

put forward by them.

In an early definition, Libet and Lewinsohn (1973) defined the social skill as “the
complex ability both to emit behaviors that are positively or negatively reinforced,
and not to emit behaviors that are punished or extinguished by others” (p. 304).
Phillips (1978) defined the social skills as the tools used for initiating and
maintaining vital interpersonal relations and interactions between an individual and
the environment. In reviewing a number of approaches to the analysis of social
skill, Phillips (1978) concluded that a person is socially skilled according to “the
extent to which he or she can communicate with others, in a manner that fulfills
one’s rights, requirements, satisfactions, or obligations to a reasonable degree

13



without damaging the other person’s similar rights, requirements, satisfactions, or
obligations, and hopefully shares these rights, etc. with others in a free and open

exchange.” (p.13)

In this definition, Phillips (1978) points out that knowing how to behave in a
variety of situations is a part of the social skills. This theme is also found in a
definition given by Schlundt and McFall (1985) who defined social skills as “the
specific component processes that enable an individual to behave in a manner that
will be judged as competent” (p.23). In other words, social skills are specific
behaviors which lead others to judge whether or not a behavioral performance was
competent. This definition tends to view social skill as an ability that a person
possesses and adds the dimension of competence because, ultimately, all social
behaviors occur in contexts in which others are making judgments regarding the
appropriateness or inappropriateness of a given behavior. A different focus has
been offered by other theorists, who define social skills in terms of the behavior of
the individual. For instance, McGuire and Priestly (1981) regard social skills as
“the kinds of behaviors which are basic to effective face- to- face communication

between individuals” (p.6).

Michelson, Sugai, Wood, and Kazdin, in evaluating the identifiable features of a
social skill, derived six main elements as central to the concept. They noted that
social skills:

1) are primarily acquired through learning;

2) comprise specific, discrete verbal and nonverbal behaviors;

3) entail effective, appropriate initiations and responses;

4) are interactive in nature, and require appropriate timing and reciprocity of
specific behaviors;

5) maximize social reinforcement from others;

6) are influenced by environmental factors such as the age, gender and status of the

other person. (cited in Hargie, Saunders, & Dickson, 1994)
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The term social competence has often been considered synonymous and used
interchangeably with the social skill concept. A panel of 23 experts commissioned
by the United States Office of Child Development in 1973 defined social
competence as a multidimensional construct, and identified 29 facets of social
competence ranging from gross motor skills to morality (cited in Hughes, &
Sullivan, 1988). Hops (1983) made a distinction between these two concepts and
stated that competence is a summary term which reflects social judgment about the
general quality of an individual’s performance in a given situation. However,
specific identifiable skills form the basis of socially competent behavior. Recent
definitions, also, highlight social interactions and distinguish between the term
social skills and social competence (for example, Kerr, & Nelson, 1989; Gresham
& Elliott, 1993). In this view, social competence is a global, evaluative term

referring to the overall adequacy of a person’s social skill performance.

In children’s social skill literature, three general types of social skill definitions
have been noted (Elliott and Gresham 1987). A peer acceptance definition
suggests that social skills are those behaviors of children and adolescents who are
accepted by or are popular with their peers; a behavioral definition states that
social skills are situation-specific responses which increase the probability of the
contingent positive reinforcement and decrease the probability of receiving
punishment; and a social validity definition indicates that social skills are situation-
specific behaviors which predict and / or correlate with important social outcomes
such as peer acceptance, popularity, academic competence, and the judgment of

the behaviors by significant others (e.g., teachers, parents).

In the literature, these definitions have been criticized on several grounds. For
instance, the peer acceptance definition was criticized for not being able to identify
the specific behaviors which help a child to be accepted or rejected by his/her
peers. Therefore, it has as a limited use in designing remedial strategies for social

skill deficits. On the other hand, behavioral definition of social skills makes it
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possible to identify the specific social behaviors in designing intervention strategies
to remedy social skills deficits. However, it does not ensure that these social
behaviors are socially important or socially significant. Only the social validity
definition appears to emphasize both the identification of specific social behaviors
and their relation to important social outcomes (Gresham, 1997). This definition
has also received strong empirical support by the studies that examine the
relationship between situation- specific behaviors and sociometric statuses of

children and adolescents.

In conclusion, although the attempts to define the social skill concept proliferate
within the literature, the social validity definition which is a hybrid of the peer
acceptance and behavioral definitions, provides a more comprehensive definition

and promise a future with its empirical support.

2.2 Assessment of the Social Skill

In this section, literature on social skills and sociometric status, factor analytic

studies and taxonomies and different assessment methods are presented.

2.2.1. Social Skills and Sociometric Status

Accurate assessment of the social skills that the children possess is important since

having social skills appear to be linked with peer acceptance.

Earlier studies have attempted to analyze specific social behaviors that lead to
greater peer acceptance of children and adolescents. For instance, Dodge (1983)
observed the development of sociometric status in children’s peer groups over
time. 48 previously unacquainted second grade boys were brought together in 6
play groups of 8 boys each. Play groups met under supervision for 1 hour per

session for 8 sessions in a single room. Observers recorded the free- play
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interactive behaviors of each boy using a complex “event recording system”
developed for the investigation. Video cameras also recorded boys’ behaviors for
later analysis. At the conclusion of the eight sessions of each play group,
sociometric interviews were conducted with each boy. Status groups of popular,
rejected, neglected, controversial, and average boys were identified. The behaviors
of these groups were analyzed in an effort to determine the behavioral antecedents
of peer status. Boys who were neglected were those who engaged in inappropriate
behaviors while rejected boys engaged in physical aggression more than any other
group. Popular boys refrained from aggression and were received quite positively
by the peers whom they approached. On the other hand, controversial boys

engaged in high frequencies of both prosocial and antisocial behaviors.

In a similar vein, Coie and Kupersmidt (1983) conducted a study with 4 fourth
grade boys, each from different social status types - rejected, popular, neglected,
and average- met in play groups once a week for 6 weeks. Five groups consisted of
the boys from the same classroom (familiar), and the other five groups of boys
were from 4 different schools (unfamiliar). Within 3 sessions, social status in the
groups was highly correlated with school- based status for boys from both familiar
and unfamiliar groups. Observations of behaviors coded from videotapes revealed
significant distinctive patterns of social interaction for the social status types.
Rejected boys were extremely active and aversive but no more physically aversive
than average boys, although group members perceived rejected boys as starting
fights. Popular boys engaged in more norm setting and were more prosocial in the
unfamiliar groups. Although neglected boys were the least interactive and aversive,
they were more visible and active in the unfamiliar group and seemed most affected
by the new social context. The finding underlines the importance of distinguishing
between behaviors associated with the emergence of social status in contrast to

those associated with the maintenance of social status.
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Frentz (1991) made comparisons from teachers’ and self- report judgments of
social skills, behavior problems, and academic achievement among 331 popular,
controversial, neglected, or rejected adolescents in grades 6- 10. The findings
supported the past studies indicating that popular children displayed more socially

skilled behaviors and fewer behavior problems than did the rejected children.

Stability of the sociometric measures was also investigated. For instance, one year
stability of a frequently used sociometric classification system was investigated
with a sample of elementary- age children in fourth grades by Gresham and Stuart
(1992). They found that scores upon which sociometric classifications were based

were moderately stable, but sociometric status was unstable over 1- year interval.

Currently, Merten (1996) conducted an ethnographic research on rejection and
examined the behaviors of four preadolescent boys who were rejected in the 6™
grade by their peers. Even though the boys’ responses included a variety of
changes over time, most of them were ineffective in altering their status in the 7%

and 8™ grade.

The relationship between children’s conflict resolution strategies and peer
acceptance has also been investigated in many studies. In one of these studies
popular, rejected, and average children’s conflict resolution strategies (negotiation,
domination, sharing, avoidance and problem solving) were assessed by Kent
(1997). Children from different sociometric levels were videotaped while engaged
in three separate interactive tasks, a Kinder- egg task designed to assess the
children’s capacity to negotiate in a limited- resource situation, a coloring task
designed to assess the children’s ability to share in a limited- resource situation,
and a Lego building task designed to assess the children’s willingness to interact
and/or cooperate with another child. Kent found no significant differences among

the negotiation strategies of children in the three sociometric status levels.
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The role of gender in children’s peer culture was also examined. For example,
Adler, Kless, & Adler (1992), between the years of 1987- 1991 gathered data
through participant observation with preadolescent elementary school children to
focus on the role of popularity in gender socialization. One of the interesting
findings showed that popularity of girls’ and boys’ was influenced by their social
skills. Both boys and girls were competent in interpersonal communication skills
such as initiating play and other joint activities, providing support to one’s peers,

and expressing feelings in a positive manner had high popularity.

2.2.2. Factor Analytic Studies and Taxonomies

In social skills literature, special emphasis has been placed on deriving empirically

based taxonomies of children and adolescents social and problematic behaviors.

Walker, Stieber, & Eisert (1991) investigated the psychometric characteristics and
factorial replicability of the factor structure of the adolescent version of the
Walker- McConnell Scale of Social Competence and School Adjustment. Data
collected from 266 adolescents were subjected to factor analysis and the results
revealed 4 different subscales; self- control, peer relations, school adjustment, and
empathy. Self- control dimension includes items like “controls temper”, “responds
to teasing by ignoring”. Peer relations dimension has emphasized both quality and
quantity of the interaction of adolescents with peers such as “keeps conversation
with peers going”, “interacts with a number of different peers”. “Doing seatwork
assignments”, “having good working habits” are the examples of school adjustment

dimension. In addition, items that measure “showing sympathy”, “being sensitive”,

and “being considerate” were included in the empathy subscale.

In a factor analytic study, Merrell (1993) has developed and standardized a
behavioral rating scale to assess the social competence and antisocial behavior of

K- 12 students. The School Social Behavior Scales (SSBS) was standardized,
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using teacher ratings on 1858 students across the United States. The factor analysis
revealed 3 dimensions; interpersonal skills, self~- management skills, and academic
skills for social competence scale. Interpersonal skills dimension includes skills
such as initiating and joining conversations with peers, being sensitive to others’
feelings, complimenting others, and offering help. Self- management skills
dimension covers the skills necessary for self-restraint like remaining calm when
problems arise, controlling temper when angry. The examples of the items included
in the academic skills dimension were listening and following the instructions of
teachers, accomplishing the assignments, completing the seatwork without being

prompted.

Caldarella and Merrell (1997) reviewed the analysis and synthesis of more than two
decades of factor analytic research on child and adolescent social skills and found
five behavioral dimensions: peer relations, self management, academic, compliance,
and assertion. The Peer Relations dimension occurred in more than one- half of the
studies. Behaviors such as complimenting others, offering help to others, initiating
and joining in conversations have been associated with this dimension. The Self
Management dimension also occurred in more than one- half of the studies. Using
self- control, following imposed rules, compromising with others in conflict,
responding to teasing were the example items included in this dimension. The
Academic dimension occurring in almost one- half of the studies covers the items
such as accomplishing assignments, following teacher directions, using free time
appropriately and the like. The Compliance dimension was presented in more than
one- third of the studies. The Compliance dimension appears to measure the skills
such as following instructions, responding appropriately to criticisms, and finishing
assignments. The final dimension, Assertion derived in one- third of the studies.
Characteristics such as initiating conversations, acknowledging compliments, being
self- confident, expressing feelings and joining ongoing activities have been

mentioned in this dimension.
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Social behaviors of children in different settings were investigated by Togasaki and
Sakano (1997). The researchers developed a Social Skills Scale in School and
Social Skills Scale at Home to assess the social skills of elementary school
Japanese children. Social Skills Scale in School was composed of three factors:
behavior to maintain relations, behavior to develop relations, and behavior to
participate in relations. Social Skills Scale at Home composed of three factors:
behavior to maintain relations, behavior to develop relations, and assertive
behavior. The effect of mother’s attitude for child rearing on the development of
children’s social skills and sociometric status in the classroom was also examined.
Five hundred sixteen children from 4™ to 6™ grades completed SSS-S, SSS-H, Test
for Relationship between Parents and Children, and the Sociometric Test. Results
of the analysis suggested that mother’s attitude for child rearing influenced the
children’s social skills at home, social skills at home influenced for social skills in

school, and that social skills in school influenced for Sociometric Status.

2.2.3. Assessment Methods

Numerous assessment methods have been used to evaluate the social skills of
children and adolescents. Some researchers have mentioned their lack of

confidence to various measures and criticized some of the assessment methods.

The consistency among the dimensions of social competence by using several
measures of adaptive behavior, social skills, and peer acceptance was investigated
by Gresham, and Reschly (1987). Principal components analysis of the measures
revealed that the method of measurement was the most important factor in the
assessment of social competence. Thus, correlation analysis showed relatively
weak relations among the same social competence rated by different groups of

individuals (parents, teachers, students), and measured by different methods.
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Behavioral strategies for assessing social skills have been subjected to extensive
analysis and criticism. For instance, Bellack (1983) reviewed 35 articles dealing
with the assessment of social skills in adults published in the journals in 1980 and
1981, and identified several problems in the behavioral observation assessment of
social skills. The problems cover three general topics: the measures employed, the
assessment format, and conceptual issues which bear an assessment. According to
him, there is a tremendous variability in the selection and definition of target
behaviors, specific measurement procedures, and the level of observation which

makes the inter- study comparisons difficult.

It has also been argued that in identifying skill deficit individuals social skills role-
play assessment has been plagued by a lack of external validity. Selecting role-
plays that are personally relevant seems to be one way to prove the validity of role
play tests . Rosenfarb and Mintz (1992) assessed the relationship between the
personal relevance of role- plays and degree of socially skilled behavior. Results
indicated that clients performed most poorly in those role plays that they viewed as
most personally relevant. The authors suggested that it might not be critical for
counselors to develop role- plays that were more personally relevant; instead, it
might be more important for counselors to examine a broad range of social
situations. If only personally relevant social skill situations were assessed, an

incomplete picture of a client’s range of social deficits might be obtained.

Analogue strategies have been adopted frequently in recent years to assess the
social behaviors that are important in children’s peer relationships. Beck,
Forehand, Neeper & Baskin (1982) compared two analogue strategies for
assessing children’s social skills to determine if the two would yield different
response styles. Role- play scenes and a naturalistic scene were utilized. Twelve
popular and 12 unpopular children served as subjects and were videotaped in the
two analogue situations. Subsequently, children from another school and non

professional adults observed the videotapes of the children and assigned global
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ratings of likability to each child in each assessment strategy. In addition, naive
observers coded 18 behaviors of the children from the videotapes. The results
indicated that more prosocial behaviors occurred in the role- play strategy than in
the naturalistic strategy. Furthermore, judges assigned higher ratings of likability in

the role- play scenes than they did in the naturalistic scene.

Dow (1985) developed an assessment methodology which utilized peer judgments
to identify specific problematic conversational behaviors among individual subjects.
Forty- two subjects, both males and females, who reported high social avoidance
and distress, interacted with three different randomly assigned peers of the
opposite sex in dyadic social conversations. The 126 peers suggested specific
changes in their partner’s conversational behavior using behavioral rating scales
and an open- ended format. Each of the nine conversational behaviors which
previously had high empirical support was rated by peers to be more important for
change than a group of comparison behaviors which had no previous empirical

support.

Computer based social skills assessment method was also developed to overcome
the shortcomings of direct observation of children’s social skills, Bain, Houghton,
& Farris (1991) for example, investigated the relationship between interactive
video based teacher ratings and direct classroom observation of social skills. The
behavior of 25 randomly selected seventh grade children aged between 11 and 12
years was rated by nine teachers using items from an interactive video social skills
rating scale. A video camera was then placed in each of the teacher’s classrooms
for one week to sample the actual behavior of the target children. Measures
obtained showed correlations ranging from —0.39 to 0.77, whilst percentage
agreement between rated and actual behavior varied from 28 % to 74 % over the

course of the study.
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A comparative and integrative review was conducted of six published rating scales
commonly used to assess the social skills of preschool and school- aged children in
US.A. (Demaray et al, 1995). After reviewing the content and use,
standardization sample and norms, scores and interpretation, and psychometric
properties of the rating scales, researchers concluded that only one instrument
seems to be the most comprehensive because of its multi- source approach and
intervention linkage.

Teacher’s perceptions of students’ adaptive school behaviors were investigated by
Baker, Mednick, & Hocevar (1991). The researchers designed and developed the
BAMED Teacher Rating Form which reveals information about students on
sociability, classroom functioning, academic performance, and impulsivity. The
findings indicated that teacher ratings of academic performance and psychosocial
functioning were quite independent. Further, teachers were able to observe
reliably, and accurately rate behaviors representative of different classes within

both the academic and psychosocial functioning domains.

Powless and Elliot (1993) provided a cross- cultural understanding 6f young
children’s social behavior and adult’s expectations for behavior, and advanced
knowledge of inter-rater correlations for the Social Skills Rating System. The
sample was consisted of 50 Native American subjects and a matched sample (by
age and gender) of 50 white subjects. The results indicated that white preschoolers
exhibited social skills more frequently as rated by their teachers and parents, than
did the Native American preschoolers. In addition, low correlations were found
between the ratings of the importance of social behaviors by teachers of Native
American and teachers of white preschoolers and between parents of Native
American and parents of white preschoolers. Parents and teachers showed a
moderate agreement in their ratings of the frequency of expression of social skills

by Native American preschoolers.
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In a similar vein, Feng and Cartledge (1996) assessed the social behaviors of 122,
fifth grade Asian, African, and European American students through teacher
ratings, self- ratings, direct observations, sociometric ratings, and semi-structured
interviews. Results yielded that although the differences in the self- assessment of
social skills for the three groups were not statistically significant, it is noteworthy
that European Americans gave themselves the highest mean ratings, followed by
Asian Americans, and African Americans. Teachers perceived African and
European American students to have greater social skills deficits and problem
behaviors than most of their same- age peers. Moreover, teacher perceptions were
only partially supported through direct observations and self reports. Researchers
concluded that social skills that facilitate peer preferences were not always the

behaviors valued by teachers.

Parents and teachers often are very influential adults in children’s and adolescents
lives, and thus they can provide important perspectives and information concerning
their behaviors. However, as mentioned above in the study of Powless and Elliott,
parents’ and teachers’ ratings of children’s and adolescents behavior often agree
minimally. Currently, Ruffalo and Elliott (1997) examined the relationships among
42 mother and father pairs, 24 teachers’ social skills deficiency ratings, and raters’
behavior and situation descriptions of 42 kindergarten through fourth grade
students. Mothers’ and fathers’ social skills frequency and importance ratings for
their children were correlated moderately. Researchers found weak correlations
between mothers’ and teachers’ frequency ratings and fathers’ and teachers’
frequency ratings. The number of behavioral and situational descriptions provided

by mothers, fathers, and teachers were also significantly different.

Similarly, Galloway and Porath (1997) compared the parent and teacher
perceptions of gifted children’s social skills and the importance that these adults
attach to different social skills. Data were collected from 23 children whose 1Qs

were > 125, their parents and teachers. Results of the study indicated that parents’
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and teachers’ perceptions of children’s overall social skills were similar. However,
differences in rater perceptions did emerge when specific kinds of social skills were
evaluated. For example, teacher ratings of cooperation were significantly higher
than parents’ ratings and teachers valued cooperation more than did the parents.
Parent ratings of assertion were significantly higher than were the teachers’ ratings

and they valued assertion and self-control over cooperation.

Parent- children rating agreement was also investigated. In a study with 129 third
grade children and their parents, Buzelli (1989) found a significant correlation
between parent’s perceived competence and the ratings of child’s perceived
competence. Moreover, teacher ratings of children’s competence significantly
correlated with children’s actual competence, but the correlations between parents’
ratings of children’s competence and children’s perceived and actual competence

were not significant.

The correspondences among the social skills perceptions of parent, teacher, and
student for 26 adolescents’ with learning disabilities were examined by Stone
(1997). The researcher found that students rated themselves higher in the skill
areas than did their parents and teachers. The student-teacher differences were
found significant in 6 skill areas, whereas the student-parent differences were found
significant in 11 areas. Contrary to previous findings, the parents’ ratings were
consistent with those of the teachers in 16 areas, however parents rated 5 areas

significantly lower than did the teachers.

In summary, the literature review on the assessment of social skills indicates that a
multi-method assessment is necessary to overcome the weaknesses of using a
single method, and besides the differences, children’s, their teachers and parents

social skill perceptions should be assessed.

26



2.3. Social Skills Training

Interest in social behavior per se is certainly not new. What is new is the attention
to systematic training approaches that provide for the introduction and mastery of
individual skills in a supportive environment and generalization of skills to critical

settings.

A behaviorally oriented program for training groups of children in social skills was
conducted by La Greca and Santogrossi (1980). The eight skill areas that were
defined for training included smiling, greeting, joining, inviting, conversing, sharing
and cooperating, complimenting, and grooming. The treatment program consisted
of modeling, coaching, and behavioral rehearsal. Thirty children from grade 3-5
were selected on the basis of low peer acceptance rating and were assigned to
skills training (SK), attention- placebo (AP), or waiting- list control (WC) group.
Measures included a role play of peer interactions, classroom observations of
interactions, assessments of social skills knowledge, and peer ratings. Results
yielded that, relative to children in the AP and WC groups, SK children
demonstrated increased skill usage in role play situation, a greater verbal
knowledge of how to interact with peers, and more initiation of peer interactions in

school.

The effect of social skills training consisting of instructions, feedback, behavior
rehearsal, and modeling was examined by Bornstein, Bellack, & Hersen (1977) in a
multiple-baseline analysis of four unassertive elementary school children. Subjects
received three- weekly 15 to 30 minute treatment. It was reported that the
treatment was effective in that the behaviors selected for modification changed
markedly. The effects of treatment generalized from trained to untrained items and

gains were maintained at the four week follow- up session.
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The effectiveness of social skills training on reducing children’s social anxiety was
investigated by Haynes-Clements, and Avery (1984). The researchers developed,
implemented, and evaluated a social skills training program for shy students.
Twelve students (6 males and 6 females) were given 9 hours of social skills
training, while twelve other students (6 males and 6 females) served as a waiting-
list control group. Before and immediately after training, subjects completed self-
report measures to assess social anxiety, cognitive self- statements, and perceived
ability to participate actively in social situations. Results indicated that subjects in
the experimental group, relative to the control group, significantly decreased their
negative self statements; and increased their perceived ability to participate actively

in social situations.

The effect of symbolic modeling in the form of stories in changing young children’s
sharing behavior and knowledge of sharing was also examined. Alvord and
O’Leary (1985) carried out a research with forty-eight kindergarten and nursery
school children who displayed a low frequency of sharing. Children were assigned
to either experimental and control conditions. The experimental group heard
stories and viewed slide tape shows of modeled sharing. The control group heard
animal stories and viewed slide tape shows with no modeled sharing. The results
demonstrated that the modeling group learned significantly more about sharing

than did the control group.

Two other studies have introduced social skills training group procedures but they
did not report any findings. For instance, Mehaffey and Sandberg (1992) presented
a social skills training group with elementary school children who were referred to
counselors because of their lack of social skills. Skills that taught with games and
activities were; inviting, sharing and cooperating, participating, conversing, giving
information and asking questions, smiling and bhaving fun, complimenting and

giving positive feedback, and joining groups.
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In a similar vein, Morganett (1994) have developed group agendas with children
who are behind in social skill development. An eight sessions group process is
designed to help children to learn the specific skills that can help them increase
their positive interactions with peers, which in turn increases the chances that they
will be able to maintain a healthy friendship. Thus, during sessions, children are
provided with the opportunity to see the friendship skills modeled and to practice

skills in a safe and supportive environment.

Olivares, Martinez, & Lozano (1997) explored the differential effectiveness of the
behaviorally oriented social skills training on 6 to 9 years old children from lower-
middle socioeconomic level. Thirty three mother-child couples were selected and
assigned to one of the following three conditions: social skills training only with
mothers, social skills training with mothers and children, no skills training control
group. The results confirmed that the social skills training with mothers strategy
was effective in comparison to the control group, but no significant differences

were found between the two experimental groups.

Kramer, and Radey (1997) evaluated the effect of social skills training on
improving prosocial sibling behaviors of 21 young children. In comparison to
control condition, social skills training was associated with mothers’ and fathers’
reports of increased warmth and decreased rivalry between siblings, and fewer

problematic sibling behaviors.

The effect of social skills training on improving sociometric status of students was
investigated by several researcher such as Gresham and Nagle (1980) who
investigated the effect of social skills training on forty socially isolated (18 boys
and 22 girls) third and fourth grade elementary school children. Subjects were
exposed to one of four social skills training conditions: coaching (N=10), modeling
(N=10), mixed abbreviated modeling and coaching (N=10), and control (N=10).

Social isolation was defined as receiving low scores from same- sex peers on two
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sociometric rating scales that measured to what degree children like to play and
work with each other. Subjects were also characterized as being peer- oriented or
non — peer- oriented on the basis of a test designed to measure children’s social
interaction preferences. Dependent measures were consisted of two sociometric
rating scales, three peer nomination measures, and four categories of behavioral
observations regarding initiating and receiving positive and negative peer
interactions. Results showed that coaching and modeling were equally effective for
teaching social skills to isolated children as measured by both sociometric and
behavioral indices. The abbreviated combination of coaching and modeling did not
add to the effects achieved by coaching or modeling in isolation. Also, the peer
orientation factor proved to be only a relatively weak modulator of responsiveness

to social skills training.

Ladd (1981) examined the changes in the low- accepted children’s behavior and
peer acceptance by conducting social skills training based on the social learning
approach. Third- grade children responded to a sociometric measure and were later
observed on targeted social skills. 36 children with low scores on both criteria
were randomly assigned to one of the three experimental conditions: skill training,
attention control, and non treatment control. Children in the training condition
were coached in three social skills: asking questions, leading, and offering support
to peers. Sociometric and observational assessments were conducted upon
completion of the experimental procedures and at follow- up. Results showed that
trained children spent a significantly greater percentage of time engaging in two of
the three trained skills at post test and follow- up, whereas control group children
either remained the same of declined. Unlike their control group counterparts,
trained children evidenced significant and lasting gains in classroom peer

acceptance.

In another study, thirty- two boys who were rejected by their peers in grades 1-3

were identified on the basis of the negative sociometric nominations and negative
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social behaviors by Bierman, Miller, & Stabb (1987). Subjects were randomly
assigned to one of four treatment conditions: a) instructions to promote positive
social behavior, b) prohibitions to reduce negative social behavior, c¢) a
combination of instructions and prohibitions, or d) no treatment. Interventions
were applied during 10 half- hour school play sessions. Behavioral observations,
peer and teacher ratings were collected prior to treatment, immediately after
treatment, and at follow- up assessment 6 weeks after treatment. Additional peer
and teacher ratings were collected at a 1- year follow- up. Prohibitions combined
with a response cost for negative behaviors resulted in immediate and stable
declines in negative behavior, and led to temporary increases in positive responses
received from peers. Instructions and the reinforcement of specific social skills
promoted sustained positive peer interactions 6 weeks after treatment. Only the
combination of instructions and prohibitions led to improved sociometric ratings

from non target treatment partners.

Mize and Ladd (1990) examined the changes in the behavior and peer acceptance
of low- status preschool children as a result of social skill training. Children who
had low sociometric status and who were also low in classroom use of social skills
were randomly assigned to a skill training group (N= 18) or to an attention control
greup (N=15). Children in the training group were coached in four skills: leading
peers, asking questions to peers, making comments to peers, and supporting peers.
Trained children showed a significant increase in their use of the trained skills,
comments, and leads from pretest to posttest, whereas control- group children
showed no change. Neither control nor skill-trained children changed significantly
on sociometric measures from pretest to posttest. Increased in skill use in the
classroom with peers was correlated with improvements in children’s knowledge of

friendly social strategies from pre- to posttest.

The large number of studies mentioned above have reported the effectiveness of

social skills training with children, but relatively few of them have involved the
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adolescents. For example, Bierman and Furman (1984) examined the effects of
social skills training and peer involvement on the peer acceptance of disliked
preadolescents. Fifty six, fifth and sixth grade children who were unaccepted by
their peers and deficient in conversational skills were identified and then, randomly
assigned to one of four treatment conditions: 1) conversational skills training
(individual coaching), 2) peer involvement under superordinate goals (group
experience), 3) conversational skills training combined with peer involvement
(group experience with coaching), and 4) a no- treatment control. Results indicated
that conversational skills training promoted skill acquisition and increased skillful
social interactions. Peer involvement increased the peer acceptance and children’s

self- perceptions of their social efficacy.

In another study, Bierman (1986) examined the changes occurring during social
skills training and their relation to treatment outcome. Twenty seven unpopular
preadolescents who showed only a few conversational skills during pretreatment
observations were engaged in cooperative activities with two socially accepted
classmates for ten half- hour sessions. Half of these triads received coaching in
conversational skills, while the others received nonspecific adult support during
these activities. The quality of social interactions among triad members was
evaluated during the sixth and tenth sessions. Children who received social skills
training displayed more conversational skills and received more positive peer
support during treatment than did the children who did not receive coaching.
Coached children increased skill performance over time while non coached children
did not change. Furthermore, both conversational skills displayed and positive peer
responses received during treatment sessions were positively related to treatment

outcome.

Bulkeley and Cramer (1990) investigated the effect of social skills training with
young adolescents. Subjects fall within the 12- 13 age range. 18 subjects were
assigned to a treatment group (6 boys, 3 girls) and a control group (6 boys, 3
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girls). An intervention strategy using group social skills training was run in a
secondary school as part of the curriculum. The results obtained from 9 treated
subjects on three measures were compared with subjects who had no treatment.
Scores were computed before treatment, after treatment, and at follow- up. On
two of the measures (self- report , and teacher rating) significant improvements
were found in the case of the treated subjects, while there were no improvement in

the case of the untreated subjects.

In a different study, Bulkeley and Cramer (1994) compared the differential
effectiveness of individualized training and standardized training. They conducted a
social skills training program with 12- 13 years old adolescents (12 girls and 14
boys). Adolescents were allocated to either an Individualized Training (IT) group
(N= 14), or a Standardized Training (ST) group (N= 12). Therapist effects were
controlled by crossing over two pairs of therapists; equal numbers of each group
were trained by each pair of the therapists. The program run over 2 years with each
client receiving 10 weeks of consecutive training, Dependent measures included a
self- report questionnaire, a sociometric questionnaire, and a role- taking test. The
results suggested that individualized training was superior to standardized training
on all three measures. In the standard condition there was a significant
improvement in self report, along with a non significant improvement in
sociometric status. The result of this study seems to have important implications
for counseling as it shows that best learning occurs when individual training is

employed.

Although social skills training programs have been rather popular, several
criticisms were directed toward these programs as well. For instance, Kagan
(1984) stated that social skills training programs usually rely on behavioral
practice, behavioral change and acquisition, and neglect the cognitive change.
Kagan (1984), in her study, examined the cognitive component of social skills

training, termed as social problem solving skill, and whether change occurs in this
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skill as a result of the social skill training. In the end of two consecutive
experiments with an adult sample, she found considerable support for the idea that
people who lack social skills would also show deficiency in social problem solving
skills. Furthermore, the studies showed that despite no explicit problem solving
skills had been taught, social skills training facilitated the development of the ability

to view situations more flexibly.

In the same vein, Erwin (1993) examined social problem solving ability and peer
social behavior in popular and unpopular 5- 6- year old children. Four most
popular and four least popular individuals’ responses to a series of four social
dilemmas were obtained, and the children were videotaped during free class
activities. Results showed that popular children gave significantly more effective
and relationship oriented responses for resolving social dilemmas than did the
unpopular children, and they were involved in more peer interactions, were more

positively reinforcing and showed more positive activity when alone.

Several researchers have implemented and erﬁpirically tested the different methods
in social skills training. For instance, LeCroy (1987) developed a social skills
training for children with a game format called “Social Skills Board Game”. Before
playing the “board game”, children received group orientation and learn the basic
skills. Then, the group leaders introduced a board game through the fourth and
eight sessions depending on the readiness of the particular children in the group
and leaders’ assessment of their readiness. Eleven children who were selected for
social skills groups were randomly divided into social skills game group, or a social
skills group conducted without the game. The same leader conducted both groups.
Using a pretest-posttest design, children were administered the Children’s Action
Tendency Scale. Results showed no group differences which indicated that the
game format seemed as effective as the standard social skills group, but not more

effective.
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In another study, a social skills training group for kindergarten children was
implemented by Stickel (1990) across Lazarus’s seven modalities termed “Basic
Id”. Groups met for seven sessions, which were held for 20 minutes. The groups
began with the more structured activities in the behavior, cognitive, and
interpersonal areas, progressed to the less structured affect, imagery, and sensory
groups, and finished with the biology/ drugs modality. Teacher observations at the
end of the group indicated an increased cooperation and interaction among some

children.

Wise,‘ Bundy, Bundy, & Wise (1991) developed a systematic assertiveness training
program based on Albert Bandura’s Social Cognitive Theory for adolescents. The
program, which focused on peer interactions and social responsibility, consisted of
six 40- minute semi- weekly sessions and was presented to a class of 22 sixth grade
social studies students in a middle school. Cognitive acquisition of the information
was measured with multiple- choice tests administered immediately after training
and at a 6 month follow- up. Trained students performed significantly better than
the control group subjects on the posttest and on the 6 month follow- up,
demonstrating that young adolescents can acquire and retain the symbolic

information that forms a basis for assertive behavior.

The social skills training program developed by Wise, Bundy, Bundy, & Wise
(1991) was expanded to a 12- week program and presented to a group of 28 sixth
graders by Thompson, Bundy, & Broncheau (1995). Cognitive acquisition and
retention of the symbolic information was measured with a pretest, posttest, and
follow- up administration of the multiple choice tests that were designed and used
in the prior study. Verbal content of assertive behavior was measured in a pretest
and post test role play situation. When trained students were compared to a
control group on the symbolic measures, a significant effect for treatment was
found. Additionally, boys and girls benefited equally in terms of the cognitive

acquisition of assertiveness information from the program. However, the results

35



did not show that these students were able to demonstrate assertiveness on the

behavioral level.

Thompson, Bundy, & Wolfe (1996) implemented an assertiveness training program
to 22 fifth graders. Cognitive acquisition and retention of the symbolic
assertiveness information were measured with multiple choice pre and post tests.
The performance components, including verbal and non verbal aspects of assertive
behavior were measured in pretest and posttest role play situations. Results
revealed that trained students performed significantly better than did the control
group children on the cognitive measure of assertion. In the role- play situations,

however, no significant differences found between trained and control groups.

In the literature, a body of research are devoted to the presentation of effectiveness
of conflict resolution training programs to improve social skills of children/
adolescents. For example, Moreau (1994) implemented a conflict resolution
program for third- grade middle class suburban school children. The program was
composed of teaching the prescribed steps for conflict resolution, and teaching
conflict resolution for thirty minutes daily, over a six week period. Results
demonstrated that after training, students learned how to communicate and parents
who adopted a conflict resolution program at home increased the effectiveness of

the conflict resolution program.

To conclude, developing and assessing the effectiveness of different social skills
training programs have been a fruitful area of interest among the researchers.
Despite substantial evidence that show the effectiveness of the social skills training
programs, it appears that these programs without parental support have not yet
proven to be totally efficient. The literature review suggests that social skills
training programs that were combined with parents efforts to reinforce the taught

skills seem to produce more beneficial outcomes.
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2.4. Social Skills Curriculum

In recent years, beside the intervention programs with children who demonstrate
poor social skills, a number of social curricular packages has been introduced to
schools for whole class use. The aim is to foster the prosocial behavior of all
children and prevent problems of maladjustment at the critical stages in

development.

Stephens’s (1978) social skills training program was designed for student groups
of all ages and for the use of educators. The program provides the teacher with
instruction in a variety of directive teaching techniques including; social modeling,
social reinforcement, and contingency management. The teacher selects the skill to
be taught from the pool of the 136 social skills and also decides upon the teaching
technique which seems most applicable to the student’s needs. When teaching a
new skill, the educator uses the social modeling strategy. Through discussing a
story or a film the teacher indicates the value of learning the skill and the specific
steps which make up the skill. After modeling the correct behavior and setting —up
the role plays in which the students practice the correct behavior, the teacher
implements the reinforcement strategy. The program also provides lesson plans for
social reinforcement and contingency management technique if the teacher needed

to maintain the skill once learned.

Goldstein et al.(1980), have designed a Structural Learning which is a psycho-
educational intervention strategy aimed to enhance the prosocial, interpersonal,
stress management, and planning skills of the aggressive, withdrawn, immature,
and normal adolescents. The program consists of modeling, role playing,
performance feedback, and transfer of training. Fifty structured learning skills are
developed and divided into six content areas: 1) beginning social skills; 2)
advanced social skills; 3) skills for dealing with feelings; 4) skill alternatives to

aggression; 5) skills for dealing with stress; 6) pianning skills. Each skill to be
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taught is outlined in specific behavioral steps. These steps are the framework for
the vignettes or stories that are modeled by trainers, and then role played by
trainees. Later, trainees receive feedback from the other group members and from
the trainers. The optimal sized group for effective Structured Learning consists of

five to eight trainees and two trainers.

Hazel et al., (1982) have designed a social skills training program for adolescents
in grades six through twelve. The program includes nine lessons with video taped
modeling of appropriate and inappropriate social interaction skills. The leader is
encouraged to utilize appropriate props for role plays. Feedback is provided at the

end of the behavioral rehearsals.

A Social Effectiveness Training Program developed by Jackson, Jackson &
Monroe (1983) for elementary school children combines the direct intervention
approach with systematic instructional techniques. Seventeen socially validated
skills are defined in terms of their specific behavioral components and taught in the
demonstration groups, including relaxation scripts, group activities for

strengthening each new social skill, and homework and home notes for each skill.

McGinnis et al. (1984) developed a structured learning model for use with
handicapped and non handicapped students in the elementary grades. A structured
learning strategy is designed to teach the skill deficient child the prosocial
alternative behaviors and to facilitate the actual use of these alternatives. Thus, the
program provides the teachers of the mainstream and special education classes
with both a guiding strategy and concrete techniques for group instruction of
prosocial skills. The 60 prosocial skills are divided into the following five skill
groups: classroom- survival skills, friendship- making skills, skills for dealing with

feelings, skill alternatives to aggression, and skills for dealing with stress.
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Model Affective Resource Curriculum (MARC) provides the teacher with lessons
for promoting skills in four areas: self- control, interpersonal problem solving,
communications and behavioral interactions. Further, each lesson teaches a specific
skill or component of a skill. The leader facilitates discussion, models appropriate
behavior, assists students in practicing the skill through role- plays, provides
feedback, summarizes the lesson, and gives a practice assignment (Cited in Kerr &

Nelson, 1989).

The Walker Social Skills Curriculum: The Access Program (1988) is designed to
improve the social competence of adolescents in middle and high school settings.
Peer related skills, adult related skills, and self related skills are included in the 31

lessons. The program involves the use of role playing and homework assignments.

While most of the social skills training programs have been subjected to extensive
classroom, teacher and counselor evaluation before publication, there are a few
research studies of the published programs. Among these studies, Morse et al,,
(1987) examined the differential effects of two social skills curricula termed
ACCEPTS and DUSO-R on children’s social skills and self- esteem. ACCEPTS
was originally implemented to teach the social behavioral competencies to
handicapped children. DUSO and its revised form DUSO-R was developed to
assist children in understanding themselves better, developing positive self- images,
developing an awareness of the relationship between themselves and others, and
recognizing their own goals and needs. In a pretest/ posttest design, children were
randomly assigned to one of the two experimental conditions: A DUSO-R
curriculum (N= 5), and an ACCEPTS curriculum group (N= 10). Control group
children (N=10) did not participate in the program. The results indicated that the
ACCEPTS program displayed greater efficacy with respect to social behavioral
adjustment, while the DUSO-R program was better on variables related to self-

adjustment.
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Verduyn, Lord, & Forrest (1990) evaluated the effectiveness of a school- based
social skills program which could be used by teachers. The subjects were 34
children in the second, third, and fourth years at middle school (age 10 to 13
years). The subjects selected were allocated at random to eight sessions of social
skills training with four booster sessions and to a no treatment control group.
Change was assessed by teacher, parent, and self- report measures. Results
suggested a significant improvement in social activity, parental report of increased
social behavior and self- esteem in the treatment as compared to the control group,

which persisted at 6 months follow- up.

Empirically based peace education curriculum was also utilized to increase the
social skills of children. For instance, to increase the social skills of second graders,
a 32- week peace education curriculum was taught to 135 students (Tillman,
1995). Pre-curriculum observations, interviews and teacher questionnaires
indicated that students did not show proper respect for teachers, adult personnel,
peers, and the main problems cited were fighting, unresolved disputes, and the use
of unacceptable language. The curriculum was used to teach children to solve
problems peacefully through the use of activities such as role playing; modeling;
reading, writing and publishing stories with conflict and peace themes in school
newspaper; and group discussion. Results yielded that after the curriculum was
used, 80% of students learned to express respect for teachers, adults, and peers;
80% improved the use of acceptable language, and 70% learned to exhibit

prosocial behavior and were able to resolve conflicts independently.

The effect of the cooperative learning in fostering the social skills of students was
examined by Jordan, and Metais (1997). A ten week program of cooperative
learning with a class of 10- 12- years- olds, was implemented for developing their
social skills along with the academic ones. Classroom activities provided specific
training, and required pupils to use and monitor the use of the identified social

skills. Task- oriented skills included sharing, persuading and managing time; and
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person- oriented skills covered being positive, valuing others and conflict
resolution. Results revealed that the social interactions became more varied and the
interpersonal relationships of the previously isolated students improved, both with

their peers and with the teachers.

In summary, the new trend for effectively teaching children the necessary social
skills seems to be developing the school-wide curricula and implementing them to
all classes. Majority of these programs are implemented by the class teachers, not
by the counselors. The idea of utilizing the teachers in promoting the social skills of
children is certainly contemporary as it challenges the usual academic orientation of
teachers and encourages them to assume a more holistic approach while dealing
with their students. However, since only a few of the published programs seem to
have strong empirical support, researchers appear to treat them cautiously at
present. It seems that the more empirical support are provided the more these

programs will spread.

2.5. Social Skill Studies in Turkey

Experimental studies that assess the effectiveness of the different social skills

training strategies have begun to appear in Turkish literature since late 1980’s.

Akkok and Sucuoglu (1988a) conducted a study with 14 kindergarten children and
their parents to examine the effect of parental guidance on improving social skills
of their children. In the experimental group, during 8 weeks social skills training,
parents were informed about the activities and were asked to conduct those
activities with their children. Activities covered the following skills : introducing
himself/ herself, dealing with difficult situations; understanding and expressing his/
her feelings; sharing; asking questions; understanding others feelings; and accepting
consequences. Before and after training, Social Skills Observation Questionnaire

were completed by parents to assess their child’s social skills in social situations.
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Results indicated that children in the experimental group, relative to the control
group, improved their social skills. However, no significant difference was
observed between pre and post test scores of the children in the experimental
group. Later, a 3 months follow- up study was conducted with 12 parents and their
children of the previous sample (Akkok & Sucuoglu, 1988b). Results revealed that
children in the experimental group showed a significant increase in their use of the
trained skills from post test to follow- up, whereas the control- group children

showed no change.

Yiiksel (1997) examined the effect of a social skills training program on university
student’s social skill level. Sixty six volunteer students were randomly assigned to
experimental (N=33) and control groups (N=33). The experimental group received
nine week social skills training, which was based on Ellis’ Rational Emotive
Therapy principles. Results indicated that the social skills training program have an
effect on the overall social skill level of experimental group subjects. In addition,
subjects in the experimental group showed a significant increase in emotionality
subscale score. However, no significant difference was found between
experimental and control group subjects’ scores on emotional expression,

emotional control, social expression, and social control subscales.

In another study, Yiksel (1998) carried out the reliability and validity studies of
the Social Skills Inventory which was developed and revised by Riggio, on 182
undergraduate university students. For reliability, Cronbach Alpha internal
consistency and test- retest; for validity, concurrent validity and content validity
techniques were utilized. Findings indicated that the validity and reliability evidence
for the scale was satisfactory and Social Skills Inventory could be used for Turkish

undergraduate university students.

The first preventive measure taken by Ministry of Education was to support the

publication of social skills manuals designed for primary school students to teach
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skills through activities. Akkok (1996a, 1996b) prepared a manual consisting of 42
activities covering the following areas: beginning social skills, skills for cooperative
work, skills for dealing with feelings, skill alternatives to aggression, skills for
dealing with stress, and planning- problem solving skills. The activities provide

teachers and parents a guide for instruction in social skills.

Aydin (1985) examined the relative effectiveness of success training and social
skills training on the alleviation of helpless attribution style and improvement of
peer relations of elementary school students. 30 unpopular and helpless subjects
were assigned to success training, social skills training, and control conditions.
Social skills training lasted 10 sessions. At each session, subjects were read a short
story, then were asked to role play it. Each story contained a message to attribute
failure to lack of effort rather than ability. In the success training condition,
subjects were presented with bogus social success tests and were given a
predetermined ninety percent success feedback at the end of each session. The
results indicated a significant improvement in attribution and sociometric scores of

social skills training group after treatment.

Culha, and Dereli (1987) examined the effects of assertiveness training on
secondary school students. 24 unassertive students who were identified by Rathus
Assertiveness Inventory were randomly assigned to experimental and control
groups. The experimental group received seven sessions 45 minute training
program. The results revealed that the assertiveness training program was effective

for increasing the assertiveness levels of the experimental group subjects.

Aladag (1998) designed a human relations training program and evaluated its
effectiveness on interpersonal styles of university students. Twenty one preparatory
school students were assigned to treatment (N=8) and control (N=13) groups. The
experimental group received weekly 2 hours treatment over 10 weeks on the

following interpersonal skills: First contact, trust, self- disclosure, feedback,
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nonverbal expression of feelings, verbal expression of feelings, listening-
responding, conflict, interpersonal relationship, and developing relationships.
Training for each skill began with an 1) initial instruction by describing and
discussing the skill didactically; 2) role- playing and rehearsal opportunities with
feedback; 3) implementation of structured group exercises; and 4) giving
assignments for further explorations. Results indicated that at the end of the
training program, subjects in the treatment group learned to become more
persistent, and to stay cool and calm even under stressful situations as compared to
the control group. Additionally, the results of the sociometric measure suggested
that the treatment group subjects became closer to one another and experienced

mutual understanding.

As documented above, the Turkish studies investigating the social skill concept, its
correlates and remediation are rather limited. The existing literature consists of a
few experimental studies that aim to improve the social skills of students.
Furthermore, there appear no descriptive studies regarding social skill and its
possible correlates. In short, Turkish social skill literature seems to be experiencing

its early childhood and certainly needs to receive the attention of the researchers.

In the next chapter of the study, the method used for investigating the effectiveness

of social skills training program is presented.
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CHAPTER III

METHOD

In the previous chapter, literature related to the variables considered in this study
was reviewed. This chapter is devoted to the presentation of the overall design of
the study, research questions, variablgs, data collection instruments, population and
sample selection, data collection and training procedures, training material, data

analysis procedure, and the limitations of the study.
3.1. Overall Design of the Study

The present study consists of two phases. The first phase was designed to
determine thg dimensions of social skills of 6™ and 7™ grade primary school
students as perceived by students, teachers, and parents, and to test whether a
relationship exists between social skills and sociometric status of students. The
second phase, the experimental phase, was designed to investigate the effect of
social skills training program on the 6™ and 7™ grade primary school children’s

social skills and sociometric status.

The sample of the first phase of the study, consisted of students, their parents and
teachers from 4 public primary schools in different regions of Ankara. The Social
Skills Rating System- Student, Teacher, Parent Forms, and Sociometric Test were
used to collect the data. In the second phase of the study, an experimental 3x2

design with one treatment and two control groups (placebo-attention control, and
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no-treatment control) and two measurements (pre- post) was used in order to
investigate the effectiveness of the “Social Skills Training Program” which was

developed by the researcher.

Descriptive and inferential analyses were conducted on both survey and

experimental data.
3.2. Research Questions
The following research questions were asked in the first and second phase of the

present study.

First Phase

1. In which dimensions do students, teachers, and parents perceive the social skills
of the 6™ and 7™ grade level primary school students?

2. Is there any significant relationship between the sociometric status and the
dimensions of social skills as perceived by the 6™ and 7" grade level primary school

students?

Second Phase

3. Does the social skills training program have a significant effect on the
sociometric status and the social skills of 6* and 7" grade level primary school

students?

3.3. Variables

Group: refers to the treatment conditions that the subjects were assigned and
categorized as experimental (1), placebo- attention control (2), and no-treatment

control (3).
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Sociometric Score: refers to the sum of the positive and negative peer

nominations received by a student.

Student Rating Score: refers to the sum of the children’s self ratings of social

skills as measured by the Social Skills Rating System- Student Form.

Teacher Rating Score: refers to the sum of the teacher’s ratings of social skills of

children as measured by Social Skills Rating System- Teacher Form.

Parent Rating Score: refers to the sum of the parent’s ratings of social skills of

their children as measured by Social Skills Rating System- Parent Form.

3.4. Development of Data Collection Instruments

3.4.1. Sociometric Test

The most common approach to assessing popularity has been to ask children to
nominate peers, the assumption being that a child’s peers should be the best judges
of that child’s standing among peers. Such peer- based evaluations of social
standing are referred to as sociometric technique (Asher & Hymel, 1981). Peer
nomination involves asking children in a classroom to select one or more
classmates who fit the certain criteria (e.g., most liked, best friend, preferred
playmate). Negative nominations are also requested (e.g., least liked, non-preferred
playmate). Children’s sociometric status is based on the number of nominations
received for a given criterion. Although peer nominations have been criticized and
numerious studies have attested to its validity, it is frequently mentioned that
information provided by peers cannot be obtained from other sources and therefore
represent unique and potentially valuable data regarding a child’s social skills

(Gresham & Elliott, 1990).
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In the present study the Sociometric Test has been prepared by the researcher to
assess the popularity level of the subjects (Appendix A). The first item of the test
asks the subjects to nominate, in order of preference, the three classmates whom
they would like to be friends. Second item asks the subjects to nominate, in order
of preference, the three classmates whom they would least like to be friends. In
calculating the sociometric scores of each subject, the following procedure was
used. First, each positive nomination that the subject received was scored +3 for
the first, +2 for the second, and +1 for the third rank. Negative nominations were
scored in a reversed manner. The total of the positive scores was subtracted from
the total negative scores and constituted a subject’s sociometric score. Thus, the
subjects who have the popularity scores below 0 were accepted as unpopular, and
subjects who have the popularity scores above O were accepted as popular

students.
3.4.1.1. Reliability Evidence of the Sociometric Test

For the purpose of obtaining evidence for reliability, the Sociometric Test was
administered twice to 289 (146 females and 143 males), 6™ and 7" grade primary
school students. The three-week test- retest correlation coefficient was 0.86
(p<.01), which yielded satisfactory evidence for the test and ensured that the

nominations did not vary significantly when no intervention was made.
3.4.1.2. Validity Evidence of the Sociometric Test

For obtaining the concurrent validity of the Sociometric Test, the correlation
coefficient between the Social Skills Rating System-Teacher Form and Sociometric

Test was calculated.

Sociometric Test was administered to 343 6™ and 7™ grade level primary school

students, and their class teachers were instructed to rate each student in their
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classes by using the Social Skills Rating System- Teacher Form. The correlation
coefficient found between the two measures was moderate and at the significant

level (=31, p<.01).

3.4.2. The Social Skills Rating System — Student Form (SSRS-S)

The SSRS-S Form was developed by the researcher in order to assess 6™ and 7®

grade children’s social skills.

For the purpose of developing the rating system, the literature regarding social
skills, social competence and the contents of social skills training curricula were
reviewed. Moreover, in order to obtain the information for the socially valid,
acceptable skills for target population, the following three open- ended questions
were prepared and asked to 6™ grade primary school students: (1) What kind of
social skills are necessary to initiate a friendship? (2) What kind of social skills are
necessary in relating with the peers? and (3) In which circumstances do you prefer
to end your friendship? The data collected from 218 students’ responses to three
open- ended questions were content analyzed and the experimental form of the
Rating System was prepared. The most frequently mentioned social skills were
included in the rating system. This form, then, was given to seven judges (three
academicians, two school counselors, and two primary school teachers) to assess
the clarity of the items and appropriateness of the items in fitting the concept of the
social skill. Based on the suggestions of the judges several items were added to the
rating system, several of them were changed, the language and the content were
clarified, and the final form of the Rating System was obtained and pilot tested

with a sample of 178, 6™ and 7™ grade level students.

After pilot testing (presented on page 51), the first form which included 55 items

was revised. Final form of SSRS-S consists of 42 social skills items which cover a

49



variety of social skill dimensions like academic, emotion, assertion, conflict

management, accepting consequences, and initiation skills (Appendix B).

In SSRS-S, social skills are rated on a five point Likert type scale. The weight for
every answer changes between 5 (always) to 1 (never) and only the second item
scored in a reverse direction. The highest and lowest total social skills scores range

from 46 (low social skills score) to 206 (high social skills score).

3.4.3. The Social Skills Rating System- Teacher Form (SSRS-T)

Recently, ratings provided by adults, particularly teachers, have been used to assess
the social skills of children. Elliott and Gresham (1987) stated that “having
teachers evaluate behaviors ensures the social validity of the behaviors being
assessed and has implications for selecting target behaviors for intervention”.
Further, Dokmen (1995) points out that such teacher-based evaluation of social
skills provide an evidence for the validity of the sociometric measure. Therefore, in
the present study for the purposes of identifying the children’s use of social skills in
the school environment, providing evidence for validity of the sociometric test, and
obtaining the perceptions of the teachers, the Teacher Form, as a parallel form to

the Social Skills Rating System-Student Form, was developed by the researcher.

SSRS-T includes 42 social skills in academic, conflict management, emotion, and

assertion subscales (Appendix C).

In SSRS-T, teachers rate the frequency of performed social skills of students’ on a
five point Likert type scale from 5 (always) to 1 (never), and the second item
scored in a reverse direction. An additional response category “not observed” was
included for the skills that might not be observed by the teachers. Teachers’
responses to the total scales range from 46 (low social skill score) to 206 (high

social skill score).
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3.4.4. The Social Skills Rating System- Parent Form (SSRS-P)

Parents can provide important perspectives and information concerning children’s
behavior, since they have a chance to observe their child’s behavior across time and
diverse situations. For this reason, the Social Skills Rating System- Parent Form
was constructed as a parallel form to the Social Skills Rating System-Student Form

by the researcher.

The parent version of the SSRS is composed of 40 items which measure social
skills including the ones which occur in social situations at home. SSRS-P includes
conflict management, emotion, academic, politeness, and assertion dimensions

(Appendix D).

In SSRS-P, parents rate their child’s social skills on a five point Likert type
frequency scale from 5 (always) to 1 (never), and the second item scored in a
reverse direction. An additional response category “not observed” was included for
the skills that may not be observed by parents. Parents’ responses to the total

scales range from 44 (low social skill score) to 196 (high social skill score).

3.4.5. Pilot Testing of Social Skills Rating System

After the assessment of the Social Skills Rating System-Student form by
academicians and specialists, a pilot study was conducted in 3 public and 1 private
primary schools in Ankara metropolitan area. These participating schools were
selected on the basis of their representation of different socioeconomic levels. In
each school one 6 or 7 grade level class was randomly selected and the Social
Skills Rating Scale was administered to a total of 178 students (72 females, 106

males).
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Considering the difficulties encountered during the data collection process, and the
criticisms of students and teachers to several items which were found to be
ambiguous, some items were eliminated, several items were rewritten and

additional items were added by the researcher.

The face validity of the revised form was obtained by having the form evaluated by
eight academicians (six from Guidance and Counseling division, one from
Measurement and Evaluation division of the Educational Sciences Department, and
one from the Turkish Language and Literature Department), three school
counselors, two primary school teachers, two parents and two students. The group
of judges determined the clarity of the items, and ensured that the items have
covered the targeted social skills. The final revision of the instrument led to a total
of 42 items and this shortened form was administered to 382 (170 females, 212
males) 6™ and 7" grade primary school students. The Teacher Form and the Parent
Form were constructed in a similar fashion and applied to the teachers’ and

parents’ of the same group of children.

Internal consistency of the Social Skills Rating System was assessed by computing
Cronbach’s coefficient alpha for each subscale scores of Student, Teacher, and

Parent Forms of the scale.

For the academic, emotion, assertion, conflict management, accepting
consequences, and initiation subscales of the SSRS-Student Form, the coefficient

alphas were 0.65, 0.60, 0.48, 0.48, 0.52, and 0.56 respectively.
For the academic, conflict management, emotion, and assertion subscales of the

SSRS-Teacher Form, the coefficient alphas were 0.95, 0.88, 0.88, and 0.88

respectively.
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For the conflict management, emotion, academic, politeness, and assertion
subscales of the SSRS-Parent Form, the coefficient alphas were 0.76, 0.74, 0.69,
0.58 and 0.61 respectively.

The overall reliability Alpha coefficients for the Student, Teacher, and Parent
versions of the Social Skills Rating System were 0.84, 0.95, and 0.84, respectively.
These results indicated that all three forms of the SSRS had high internal

consistency.

As it will be discussed in Chapter IV in detail, principal components analysis
suggested meaningful dimensions in Student, Teacher, and Parent versions of the
Social Skills Rating System which was considered as the evidence for the construct

validity of the instrument.
3.5. Population and Sample Selection

The population of this study included all public primary school students, their

parents and teachers in Ankara metropolitan area.

In the first phase of the study, the sample included 382 (170 females, 212 males),
6™ and 7 grade level primary school students, their parents, and class teachers. All
subjects were presented with the Social Skills Rating System, which includes
separate rating forms for students, teachers and parents. Sociometric nominations

were obtained from the students’ classmates.

The student subjects’ rating scores ranged from 105 to 204 with a mean of
166.288 and a standard deviation of 17.426 on the Social Skills Rating System-
Student Form, 57 to 206 with a mean of 144.527 and a standard deviation of
34.114 on the Social Skills Rating System- Teacher Form, and 92 to 196 with a
mean of 151.843 and a standard deviation of 20.978 on the Social Skills Rating
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System- Parent Form. The sociometric score of the students ranged from —56.00 to

+34.00 with a mean of 0.268 and a standard deviation of 10.316.

Cut off scores were established to identify the social skill deficient and unpopular
subjects for the second phase of the study. Cut off score for the Social Skills
Rating System-Student Form was computed by subtracting one standard deviation
score (SD= 17.426) from the mean score (X=166.288). Therefore, students
scoring below the cut off score of 148,862 (~ 149) were considered as skill
deficient. Cut off score for the Sociometric Test, as explained in detail in the
instrumentation section, was accepted as below 0. Forty two students from the
sample of the 382 subjects met the selection criteria for the experimental phase and
24 of them (7 females, 17 males) were randomly selected and assigned to one
treatment, and two control group conditions. After the onset of the training
procedure, two subjects - one in the training group and the other in the no
treatment control group- quit the school, and a parent of placebo attention control
group subject did not give consent for his participation. For this reason, these three

subjects were excluded from the study.

21 social skill deficient and unpopular (6 females, 15 males), 6™ and 7* grade level
primary school students, their parents and class teachers constituted the final

sample of the second phase of the study.

3.6. Data Collection Procedures

The first phase of the study was conducted in four primary public schools located
in Ankara. Students (N= 382) completed the Social Skills Rating System- Student
Form and the Sociometric Test in their classrooms, with the instructions provided
by the researcher to the entire class. The students completed the forms
independently in approximately 15 minutes. All subjects were assured of the

confidentiality of their responses and were instructed to refrain from revealing their
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nominations to others while they have done with the Sociometric Test. Students
were also given the Social Skills Rating System-Parent Forms to be completed and
returned by their parents. Although the number of the parent forms was the same
as the student forms, inclusion of the entire sample of parents was not possible
since some parents failed to return the forms. The return rate for the parent sample

was 58 % (N=222).

Eight, 6™ and 7" grade class teachers completed the Social Skills Rating System-
Teacher Form for all of the students in their classes. The researcher told the
teachers that she wishes to investigate the social behaviors of 6™ and 7™ grade level
students, and explained them how to complete the rating scale. The return rate for

the teacher sample was 91 % (N=348).

After administering the instruments, subjects who were identified as social skill
deficient and unpopular were randomly assigned to one of the following three
conditions: social skills training group, placebo- attention control group and no-

treatment control group.

Before the training procedure began, preliminary analyses were performed to
examine the equivalence of the groups on the dependent measures at pretests. Four
separate Kruskal-Wallice H Tests were carried out in order to make sure that there
were no significant differences among the mean social skill scores obtained from
the Social Skills Rating System-Student, Teacher, and Parent Forms and the
sociometric scores of the three groups’ subjects. Results indicated that except the
social skill score obtained from teacher form, there were no significant differences
among the mean social skill and sociometric scores of the three groups’ subjects
(%% = .464 for SSRS-S, %= 10,305, p<.01 for SSRS-T, ¢>= 1,183 for SSRS-P, and

%2=.059 for the Sociometric Test respectively).
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3.7. Training Procedures

Social Skills Training Group: “Social Skills Training Program”, which includes 42
prosocial skills, was introduced to subjects over a period of 10 sessions (Appendix
E). The sessions were held twice weekly for approximately 45 minutes over 5
weeks. The subjects were withdrav'vn from class activities by prior arrangement

with the school principal. School Principal’s room was used for the sessions.

Before the training began, an intake interview with subjects was conducted in a
secluded area outside the classrooms. During the interview, the researcher
introduced herself and explained that in that school several extra curricular activity
groups had been established, and the group to which they were selected aimed to
teach some skills through role playing in a theatre game. The place, duration of the
group and the limits that should be followed in the group were explained. Subjects
were also given an opportunity to discuss any feelings they had about participating

and withdrawing if they wished before the onset of the group procedure.

The training group was conducted by the researcher herself and each session was

tape recorded for supervision.

Each session, except the 10™ one, followed the same structure including:

e Providing snacks to create a warm atmosphere

¢ Brief discussion of homework given in the previous session

e Warm-up exercises related to the social skills presented

e Introduction of the theme of the session and the related scenario

¢ (Casting the roles and reading the scenario

¢ Discussing the social skill strategies included in the scenario

e Discussing the similarities and differences between subjects and skill deficient

characters in the scenario
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e Summing up, and homework assignments (see Appendix E for the summary of

the sessions)

The tenth session was devoted to the presentation of a social skills board game
developed by the researcher. In the tenth session, the researcher explained the
rationale and purpose of playing the‘game to the subjects in the training group and
told them that the game was a nice way to practice the learned social skills. This
session took approximately 1hour 30 minutes and the group terminated with the

expression of positive feelings, wishes and encouragement toward its members.

Placebo-attention Control Group: The subjects in the control condition were
taken out of the classrooms in order to prevent either a positive or a negative effect
on the sociometric scores of the subjects. Subjects spent the same amount of time
with the researcher as did the social skills training group subjects (twice weekly for

approximately 45 minutes over 5 weeks).

Subjects in the placebo attention control group were given puzzles to be solved

individually and verbal interactions among the members were prevented.

No-treatment Control Group: Subjects in this group only participated in the pre-

and posttreatment assessments. No training was provided.

Two weeks after the training was completed, post test evaluations were made
through applying the Social Skills Rating System-Student, Teacher, Parent Forms
to the subjects in social skills training, placebo-attention control and no-treatment
control groups, and the Sociometric Test was administered to the subjects’

classmates.
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3.7.1. Training Material

In the present study, “Social Skills Training Program” which was developed by the
researcher, was used as the training material. This program was based on Social
Learning Theory’s principles and composed of instruction, rehearsal, and feedback/
reinforcement processes. The pfogram, which aimed at remediating the
inappropriate social behaviors of children and preadolescents, was based on a
remedial approach. It had also a developmental focus, since the program ultimately

intended to develop the social skills of the children and preadolescents.

Instruction process: Instructions for social skill strategies were introduced and

taught to the experimental group subjects through the scenarios written by the
researcher. The rationale behind the selection of scenarios as an instruction
material was that children and adolescents were more likely to imitate prosocial
behaviors when exposed to symbolic models that could be presented in various
ways, for instance, human or cartoon characters performing behaviors on film,
videotape, television (Friedrich & Stein, 1975; O’Connor, 1969; Sprafkin, Liebert,
& Poulos, 1975), or stories (Alvord, & O’Leary, 1985; Aydin, 1985; Cartledge,
1984). Based on the evidence provided in the literature, it was assumed that
characters in the scenarios not only provided social skill strategies and taught the
prosocial model behaviors, but facilitated the recall and execution of the desired

behaviors as well.

To facilitate the tendency of the subjects to imitate the modeled behavior, the

following criteria were established for the selection of characters in the scenarios:

e model or models should represent the familiar life-style, age- level, and should
be socially skillful,
e the consequence of the action carried out by the model should be successful

and positively reinforced and therefore lead to vicarious learning.
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Social skill strategies presented in the scenarios were selected from Goldstein et al.
“Structured Learning Program” (1980) and Jackson, Jackson, & Monroe “Getting
Along with Others Program” (1983). These programs have empirical evidence,
many of which are mentioned in the review of Goldstein et. al. (1986), on training
children and adolescents in empathy, negotiating, assertiveness, following

instructions, self-control, and perspective taking prosocial skills.

The validity of the scenarios was obtained in several steps. First, scenarios were
given to one primary school teacher and two primary school counselors to judge
whether the language used and content of the scenarios were appropriate for the
students’ developmental level. After the suggested changes were made, the
scenarios were given to two academicians who work in the field of Guidance and
Psychological Counseling. They were asked to evaluate the scenarios on the
following grounds: whether 1) the model child/ or children in each scenario
represented socially skillful individuals and demonstrated the appropriate prosocial
skills, 2) the consequence of each prosocial behavior produced peer acceptance,
and finally 3) the steps of social skill strategies followed in the scenarios were
consistent with the Structured Learning method and covered all the steps of each

skill.

Some critical comments regarding the scenarios were received from the judges and

necessary changes were made accordingly.

Rehearsal process: Homework assignments (Appendix F) were set for the subjects,

in order to stimulate them to practice the taught skill/skills in real life. To assist
subjects to remember the steps of each social skill strategies, Reminders (Unutma!)
were prepared (Appendix G). Furthermore, a game session was held by
implementing the features of the social skills training program into daily social
contacts and assisting children to exercise various social skills which were taught

during nine sessions. For the game session, a social skills board game, called
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“Social Life Game” (Sosyal Yasam Oyunu) was designed by the researcher
(Appendix H). “Social Life Game” follows a conventional board game format
which requires a sequence of activities involving the order of the players’ turns and

the sequence of decisions or steps that each player must take.

In the present study, each subject in .the experimental group was instructed to take
a turn rolling one die and moved a marker counterclockwise around the board. The
player then either responded to a question like “tell us something you like about
yourself”, initiated a behavior like “compliment the person on your left”, or
“picked a card”. The game cards designed to cover the following three areas: (1)
role plays, (2) feelings, and (3) play time. The statements written on the game
cards intended to elicit responses from the subjects regarding various social
situations and emotions. For example, one of the role play cards says “A friend
borrowed your book and lost it. How would you control yourself?” or one of the
feeling cards says “You felt disappointed because a friend promised to go to a
movie with you, but he/she could not go. How would you express your feeling?”,
or one of the play time card says “Your friend wants to play ‘Yakan Top’, but you
want to play ‘Kukali Saklambag¢’. How would you negotiate?” During the game,
subjects were prompted and reinforced for socially appropriate and skillful

verbalizations.

Feedback/ reinforcement process: The final component of the social skills training

program was providing feedback and reinforcement. In the scenarios vicarious
reinforcement was intended to be given. During the sessions direct positive
reinforcement was used whenever possible by the trainer to strengthen the
appropriate verbal and nonverbal responses on the part of subjects. Reinforcement
by peers was also strongly encouraged. Corrective feedback was provided after the

discussion of each homework assignment.
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3.8. Data Analysis

Principal Components Analysis, Pearson Product Moment Correlation, and

Kruskal-Wallis H Test were used to analyze the data.

Three separate Principal Components Analyses were carried out in order to
identify the perceived dimensions of Social Skills Rating System — Student,

Teacher and Parent Forms.

Pearson Product-Moment Correlation was used to explore the relationship
between the dimensions of Social Skills Rating System-Student Form and the

sociometric scores of students.

Four separate Kruskal-Wallis H Tests were employed to the gain scores of the
treatment and two control groups’ subjects in order to investigate the effect of
‘Social Skills Training Program” on the social skill ratings of students, teachers,
parents in the perceived dimensions of Social Skills Rating System-Student, Parent
and Teacher Forms, and sociometric status of the subjects. The reason for
employing the statistical tests to the gain scores of the treatment and control
groups’ subjects was the inequivalence of the SSRS scores of the teachers on
dependent measures at pretest which otherwise would produce a ceiling effect at

posttest.

All the analyses were carried out by the SPSS for Windows 8.00 package program.
The .05 level was established as a criterion of statistical significance for all the
statistical procedures performed.

3.9, Limitations

Several limitations of the present study merit further investigation.
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First, in the first phase of the study data could not be collected from a large sample

which would have been necessary for obtaining more reliable factors.

Second, after principal components analysis several items of the Social Skills
Rating System were excluded, which might have led to a content limitation of the

instrument.

Third, in the present study, skill deficit hypothesis was assumed to explain the
possible relationship between sociometric status and social skills of primary school

students and other possible theoretical explanations were not considered.

Fourth, in the second phase of the study the sample included 6™ and 7% grade level
primary school students. The results of this study could only be generalized to this

group of subjects.

Fifth, the type of training offered in this study was based on the Social Learning

Theory principles and limited to 10 sessions.

In the next chapter the results obtained by employing Principal Components
analysis, Pearson Product-Moment Correlation, and Kruskal-Wallis H Tests, are
presented. At the end of each section interpretations and discussions of the results

are provided.
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CHAPTER IV

RESULTS

This chapter consists of three major sections. In the first section, the results of the
principal components analysis, which were conducted to investigate the perceived
dimensions of Social Skills Rating System-Student, Teacher, and Parent Forms, are

presented.

In the second section, the results of Pearson Product Moment Correlation which
was carried out to investigate the relationship between sociometric status and the

dimensions of the social skill as perceived by the students are presented.

The results of Kruskal-Wallis H Tests, which were carried out to investigate the
effect of the Social Skills Training Program on the sociometric status and the social
skills of 6™ and 7™ grade level primary school students, are presented in the third

section.

4.1. Results Concerning the Perceived Dimensions of Social Skills Rating

System (SSRS)

One of the research questions of the present study was “In which dimensions do
students, teachers, and parents perceive the social skills of 6™ and 7" grade primary
school students”. For the purpose of answering this question, principal components
analysis with varimax rotation was employed to the data obtained from students’,

teachers’, and parents’ rating forms separately.
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4.1.1. Results Concerning the Perceived Dimensions of Social Skills Rating

System- Student Form (SSRS-S)

In order to determine the dimensions of Social Skills Rating System-Student Form,
the data obtained from the 382, 6™ and 7™ grade primary school students were

analyzed by using principal components analysis with varimax rotation.

Results of the principal components analysis for the SSRS-S revealed 13 factors
with Eigenvalues above 1, which were 6.350, 2.331, 1.826, 1.449, 1,431, 1.370,
1.287, 1.226, 1.205, 1.150, 1.137, 1.029, and 1.011 respectively. These thirteen
dimensions explained 54.29 % of the variance. In the next step, items clustered
within each dimension were examined in terms of their content. Close investigation
of the item content revealed six meaningful dimensions. Those dimensions and
their ranges of factor loadings were (1) academic, .641- .416, (2) emotion, .673-
328, (3) assertion, .641- .595, (4) conflict management .633- .511, (5) accepting
consequences, .609- 492, and (6) initiation, .688- .350. A list of the six
dimensions, their factor loadings, and the content of the items that were grouped

under those dimensions are presented in Table 4.1.

Table 4.1. Factor loadings and communalities of the items of the Social Skills
Rating System-Student Form obtained via principal components analysis with

varimax rotation (This instrument was administered in Turkish)

Item | Items of SSRS-S F1 | 2 | ¥3 | F4 | F5 | F6 | Comn
No
27 |Bringing materials to| .641 | .098 | .074 [ .002 | -.035|-.002 | .527
class regularly
15 |Bringing assignments| .640 | -.046| .033 | .072 | .011 | .092 | .505
on time
9 |[Doing seat-work | .637 | .143 [-.031 | .170 | .088 | .197 | .545
assignments
3 |Working industriously| .494 | .135 | .203 [-.169| .008 | -.053 | .636
to achieve a goal
8 | Correcting mistakes 416 [ 011 [ .019 | -127 | 292 | .071 | .534
26 |Understanding the| .072 | .673 | .121 | .039 | .050 | .063 | .539
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feelings of others

21 |Expressing the feelings| .150 [ .571 | .339 | .053 | .178 | .040 | .614
of others

24 |Knowing his/her own| .075 | .552 |-.049 | .104 | -.056 | .132 | .494
feelings

20 |Recognizing the| -.085| .500 | .020 | -.062 | .049 | .157 | .543
feelings of others

38 |Handling criticisms| .069 | .328 | .248 | 151 | .126 | .033 | 488
constructively

31 | Asking friends for help| .064 | -.054 | .641 | .018 | .037 | .060 | .556
easily

1 |Expressing his’her own| .083 | .166 | .611 | .082 | .162 | .117 | .576
feelings to friends

36 |Giving a compliment to| -.068 | .237 | .595 | .090 | .049 | -.014| .543
friends

35 |Dealing with his/her|-.016| .038 | .068 | .633 | .073 | .000 | .437
anger effectively

39 | Avoiding trouble with| .066 | .013 | .086 | .575 | .090 [ -.007 | .501
others

12 [Responding to teasing| .288 | .253 |-.029 | .511 | .214 | .052 | .532
effectively

7 |Accepting  deserved| .009 | .053 | .121 | .129 | .609 | .121 | .450
consequences of
wrongdoing

5 | Avoiding behaviors| -.034 | .032 |-.175| .036 | .571 | .015 | .518
causing subsequent
embarrassment

11 | Apologizing easily .075 | .045 | .161 | .061 | .565 | .029 | .523

28 |Dealing with failure| .200 | .002 | .163 | .328 | .492 | -.078 | .623
and try to solve
problems

6 |Introducing oneself to| .034 | .233 |-.098 | .127 | .019 | .688 | .638
others

40 |Participating in class 174 | 121 | .087 [-219| .130 | .556 | .582
discussions

14 |Being enthusiastic for| .202 | -.070 | .111 | .023 | .129 | .554 | .458
group work

33 |Starting a conversation| -.019 | 315 | .267 | -.061 { -.069 | .409 | .479
easily

18 |Offering leisure time|-.038| .059 | .296 | .165 | -.032 | .350 | .540

activities to friends

65




4.1.2. Results Concerning the Perceived Dimensions of Social Skills Rating

System- Teacher Form (SSRS-T)

For the purpose of determining the dimensions of Social Skills Rating System-
Teacher Form, the data obtained from the 348, 6™ and 7% grade primary school
students’ teachers were analyzed by using principal components analysis with

varimax rotation.

Results of the principal components analysis for the SSRS-T revealed 7 factors
with Eigenvalues above 1, which were 17.610, 3.037, 2.144, 1.474, 1,242, 1.093,
and 1.041 respectively. These seven dimensions explained 65.81 % of the
variance. In the next step, items clustered within each dimension were examined in
terms of their content. Close investigation of item content revealed four meaningful
dimensions. Those dimensions and their range of factor loadings were (1)
academic, .828-.574, (2) conflict management, .705- .442, (3) emotion .814- .593,
and (4) assertion, .755- .329. A list of four dimensions, their factor loadings and
the content of the items that were grouped under those dimensions are presented in

Table 4.2.

Table 4.2. Factor loadings and communalities of the items of Social Skills Rating
System-Teacher Form obtained via principal components analysis with varimax

rotation (This instrument was administered in Turkish)

f’em Items of SSRS-T F1 | F2 | F3. | F4 | Comn
0

41 |Following the instructions of teachers | .828 | .199 | .103 | .060 | .769
15 |Bringing assignments on time 823 | 220 | .105 | .224 | .816
27 | Bringing materials to class regularly 795 | (171 | 143 | 103 | .753
9 | Doing seat-work assignments 790 | 279 | 106 | 175 | .772
4 Listening others carefully 726 | .186 | .193 | .236 | .692

14 |Being enthusiastic for group work 698 | .179 | .142 | 310 | .665
3 Working industriously to achieve a| .668 | .171 | .202 | .340 | .685

goal
8 Correcting mistakes .630 | 429 | .160 | .186 | .672
40 |Participating in class discussions .610 | .052 | 374 | 375 | .733
22 | Saying thank you easily 607 | 111 | 269 | 386 | .699
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32 |Dealing with failure and solving| .591 | .288 | .276 | .258 | .609

problems
25 |Ignoring distractions and| .586 | .260 | .142 | .107 | .562
concentrating on a task
30 |Being honest 574 | 214 ] .101 | .057 | .624
12 [Responding to teasing effectively 318 | 705 | .127 | .102 | .663

35 |Dealing with his/her anger effectively | .099 | .616 | .332 | 263 | .656
7 Accepting deserved consequences of| .176 | .606 | .054 | .287 | .720
wrongdoing
13 |Expressing opinions politely even| .359 | .601 | .240 | .193 | .589
contrary to the opinions of others

28 [ Accepting “No” 460 | .597 | .201 | .046 | .634
38 |Handling criticisms constructively 357 | 566 | 264 | .112 | .566
39 | Avoiding trouble with others 524 | 547 | .109 [ -.014| .614

5 Avoiding behaviors causing| .510 | .442 | .103 | .067 | .653
subsequent embarrassment

21 |Expressing the feelings of others 105 | .077 | .814 | 282 | .771
20 [Recognizing the feelings of others 162 | (126 | .810 | .257 | .784
24 [Knowing his’her own feelings 178 | .135 | .804 | .140 | .718
26 | Understanding the feelings of others 307 | 263 | .699 | .087 | .674
23  [Rewarding himself/herself 240 | .136 | .595 | .149 | .639
36 | Giving a compliment to friends .049 | 434 | .593 | .161 | .613
33 | Starting a conversation easily 210 | .121 | .123 | .755 | .670
31 | Asking friends for help easily 286 | .153 | .133 | .694 | .634
18 |Offering leisure time activities to| .282 | .114 | .272 | .636 | .651
friends
1 Expressing his/her own feelings to| .295 | .060 | .359 | .631 | .671
friends
6 Introducing himself/herself to others | .161 | .144 | .326 | .631 | .566
10 | Offering help to friends 468 | 301 | .189 | .400 | .570
34 |Establishing eye-contact 590 | 114 | 122 | 379 | .543
11 | Apologizing easily 427 | 333 | .157 | .329 | .561

4.1.3. Results Concerning the Perceived Dimensions of Social Skills Rating
System- Parent Form (SSRS-P)

In order to determine the dimensions of Social Skills Rating System- Parent Form,

the data obtained from the 222, 6™ and 7™ grade primary school students’ parents

were analyzed by using principal components analysis with varimax rotation.
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Results of principal components analysis for the SSRS-P revealed 13 factors with
Eigenvalues above 1, which were 7.108, 2.770, 1.890, 1.818, 1.601, 1,439, 1.312,
1.246, 1.200, 1.129, 1.102, 1.045, and 1.012 respectively. These thirteen
dimensions explained 61.67 % of the variance. In the next step, items clustered
within each dimension were examined in terms of their content. Close investigation
of item content revealed five meanihgful dimensions. Those dimensions and their
range of factor loadings were (1) conflict management, .673- .357, (2) emotion,
.757- 404, (3) academic, .693- .317, (4) politeness, .739- .686, and (5) assertion,
.691- .452. A list of five dimensions, their factor loadings, and the content of items

that were grouped under those dimensions are presented in Table 4.3.

Table 4.3. Factor loadings and communalities of the items of the Social Skills
Rating System-Parent Form obtained via principal components analysis with

varimax rotation (This instrument was administered in Turkish)

IIGem Items of SSRS-P F1 | F2 | F3 | F4 | F5 | Comn
0
33 |Dealing with his/her anger| .673 | .143 | .066 | -.032 | .056 | .624
effectively
39 |Following instructions 547 | 121 | 231 | 331 | .046 | .604
4 Listening others carefully .547 | .090 | 214 | .116 | -.033 | .509
30 |Dealing with failure and| .544 |-.002| 412 |-.069]| .162 | .687
solving problems
36 |Handling criticisms | .506 | .092 | -.080 | .224 | .073 | .608
constructively
8 Correcting mistakes 497 | .172 | 431 | .290 | -.037| .647
26 | Accepting “No” 357 | .153 | .131 | .461 | -.006 | .580
18 |Recognizing the feelings of| .089 | .757 | .101 | -.144| .116 | .690
others
19 |Expressing the feelings of|-.043].750 | .069 | .133 | .095 | .674
others
22 | Knowing his/her own feelings | .128 | .687 | .191 | -.049 | .072 | .609
24 | Understanding the feelings of| .261 | .473 | -.118 | .078 | .188 | .501
others
34 | Giving a compliment to friends | .118 | .473 | -.017 | .165 | .166 | .652
Being honest
28 184 | .404 | .104 | .203 {-.113 | .507
3 Working  industriously to| .109 | .171 | .693 | -.055| .046 | .669
achieve his/her goal
9 |Doing his/her homework on}| .257 | .068 | .655 | .205 | .013 | .668
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time
23 jIgnoring distractions and| .095 | .122 | .628 | .270 | -.039| .544
concentrating on a task
30 |Dealing with failure and| .544 |-002| .412 [-069 | .162 | .687
solving problems
35 | Following the rules in games 196 | .082 | 317 [ .199 | .072 | .493

11 | Apologizing easily 062 |-.018} .116 | .739 | .129 | .625
20 | Saying thank you easily 168 | -.038 | .148 | .686 | .160 | .683

31 | Starting a conversation easily | .005 | .095 | .028 | .066 | .691 | .609
6 Introducing himself/herself to| .060 | .074 | .033 | .175 | .670 | .693
others easily
1 Expressing  his/her  own| .101 | .125 [ .047 | .119 | .566 | .635
feelings to friends
29 | Asking friends for help easily | .065 | .081 |-.104| .070 | .500 | .605
38 |Participating in an ongoing|-.129| .048 | -.051|-270| .452 | .639
conversation with others

4.1.4. Interpretation of the Results Concerning the Dimensions of Social Skills

Rating System (SSRS) as Perceived by the Students, Teachers, and Parents

This section of the study is aimed at exploring the differences in the dimensions of
Social Skills Rating System as perceived by the students, their teachers and

parents.

The results of the Principal Components Analysis which were carried out to
analyze the data obtained from 382 students, their teachers and parents revealed
that there were some similarities among students, teachers, and parents in the

perceived dimensions of Social Skills Rating System (SSRS).

The results showed that the Academic dimension appeared in the SSRS-S, SSRS-
T, and SSRS-P Forms, and close examination of the items revealed that this
dimension was dominated by the social skills that reflect a child or adolescent who
might be called as a productive worker. In the Student Form, the emphasis was on
the skills like “Bringing materials to class regularly”, “Bringing assignments on

time”, “Doing seat-work assignments”, “Working industriously to achieve a goal”,
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and “Correcting mistakes” which seem necessary to promote their school success.
The results obtained from the Teacher Form showed a different student profile, and
the skills of ‘ideal’, well behaved students such as participating in class activities,
studying hard, being honest, listening to and following the instructions of teachers,
solving problems and dealing with failure and being polite toward others, were
emphasized. Related to teachers’ éonceptualization of academic social skills, a
similar discussion appeared in Hersh and Walker’s (1983) article. This article
suggested that “listening to the teacher, completing tasks, and complying with
teacher instructions” were the necessary behavioral repertoire of students for
successful academic environment. The authors concluded that the behavioral
profile for a given student would most likely be a student who “stays in his/her
seat, attends to the instruction, completes the tasks independently, complies with
teacher requests, and follows classroom rules” which was consistent with the ideal
student profile found in the present study. Further, in the Parent Form, the
characteristics of the ideal school- aged children such as finishing their homework
even distracted by others, and obeying the rules were mentioned. Two items
“Doing seat-work (or homework) assignments” and “Working industriously to
achieve a goal” were found to be common among students, teachers, and parents
for the Academic dimension and seem to summarize the desired academic skills for
‘ideal’ student behaviors. The content of the Academic dimension of Social Skills
Rating System (SSRS) was consistent with those of the taxonomy established by
Caldarella and Merrell (1997). In an effort to derive empirically based taxonomy of
social skills of children and adolescents, they found that 47.62 % of the studies

reported the academic dimension which included similar social skills.

The Emotion dimension occurred in all three forms of SSRS, and four items
“Understanding the feelings of others”, “Expressing the feelings of others”,
“Knowing his/her own feelings”, “Recognizing the feelings of others” were found
to be common among students, teachers, and parents. The picture that emerges
here is a child or preadolescent who has an empathetic understanding, is sensitive

and considerate toward others and has perspective taking ability. The children’s
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understanding of their own emotions appears to be the base for the ability to
identify and share the emotional experiences of others. In other words, Emotion
dimension seems to tap the emotional responsiveness aspect of the social skills,
which may permit preadolescents/adolescents to adapt to a variety of situations,
and to be more effective interpersonally. Other studies in the literature found
similar dimensions. For instance, Walker, Stieber, & Eisert (1991) in a factor
analytic study of Walker-McConnell Scale of Social Competence and School
Adjustment found an Empathy subscale in the Teacher Version. This subscale
powerfully discriminated antisocial from at risk control students in the middle
school grade range, and the items included in this subscale are similar to the items
in the Emotion dimension of the SSRS-Student, Teacher, and Parent Forms.
Gresham and Elliott (1990) also identified an empathy factor on their Student Self
Report Measure. However, they did not find the same structure on the teacher and

parent version.

The results of the present study indicated that the Assertion dimension appeared in
all the SSRS-S, SSRS-T, and SSRS-P Forms, and only two items “Asking friends
for help easily”, Expressing his’her own feelings to friends” were found to be
common among students, teachers, and parents. It was also observed that the
Assertion dimension in the Teacher and Parent Forms which includes social skills

2% [23

such as “Starting a conversation easily”, “Introducing himself/herself to others
easily”, “Offering leisure time activities to friends”, “Participating in an ongoing
conversation with others”, seemed to split into two dimensions in the Student
Form. The first part of this dimension was labeled as Assertion and the second half
of that dimension was labeled as Initiation in the student form. Social skills in the
Initiation dimension resemble the skills in the Assertion dimension of the Teacher
and Parent Forms. Five primary social skills which appear to reflect a child or
preadolescent who might be called outgoing or extraverted by others were

associated with this dimension. The skills such as “Introducing oneself to others”,

“Participating in class discussions”, “Being enthusiastic for group work”, “Starting
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a conversation easily”, and “Offering leisure time activities to friends” describe this
dimension. These social skills were also parallel to the skills such as “sociability
and being outgoing, social participation, and being good company” which were
found to be correlates of peer acceptance in a number of studies (cited in Cartledge
& Milburn, 1986). Caldarella and Merrell (1997) also found that 33.3% of the
studies they reviewed included the assertion dimension which was dominated by

the social skills similar to the skills included in the present study.

The Conflict Management dimension occurred in all three forms of the SSRS, but
only one item “Dealing with his/her anger effectively” was found to be common
among students, teachers, and parents. “Avoiding trouble with others” and
“Responding to teasing effectively” were the other social skills perceived by the
students within this dimension. A similarity between teachers and students
regarding their perceptions of the social skills related to conflict management was
observed. Other social skills such as “Avoiding trouble with others”, and
“Responding to teasing effectively” were also emphasized within this dimension by
the teachers. This result seems to be congruént with the findings of Gresham and
Elliott (1988) who found that teachers across the school settings preferred students
to have social skills that were advantageous to the control of the classroom.
Milburn (1974) found that teachers valued social behaviors such as avoiding
conflict and accepting consequences that facilitate their task of teaching academic
skills. Students who were able to resolve conflicts provided more opportunity to
class teachers to focus on academic tasks and created a positive classroom

atmosphere for leanﬁng.

The results of the present study showed that parents emphasized the social skills
that reflected the compliance with the social rules and expectations, since the
obedience of children or preadolescent lessens the occurrence of the conflict
between children and parents. The close investigation of the items included in the
Conflict Management dimension of SSRS-P revealed that most of the social skills

such as “Dealing with his/her anger effectively”, “Handling criticisms
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constructively”, “Listening others carefully”, “Accepting No”, and “Following
instructions” were consistent with the Compliance subscale identified by Caldarella
and Merrell (1997) for their study on obtaining taxonomy of social behaviors. A
similar finding was reported by the previous study of Merrell (1993) in the
standardization and validation study of the “School Social Behavior Scales”,

however, it was labeled as Self Management Skills dimension.

The Accepting Consequences dimension appeared only in the SSRS-Student Form,
and four primary social skills were found to be associated with this dimension.
This dimension seems to be dominated by social skills which reflect a child or
preadolescent who matures enough to accept the consequences of his/her action
and feels responsible for his/her own behavior. Social skills such as “Accepting
deserved consequences of wrongdoing”, “Avoiding behaviors causing subsequent
embarrassment”, “Apologizing easily”, and “Accepting No” described this
dimension. Teachers and parents, in the present study, perceived the item
“Accepting No” in the Conflict Management dimension, indicating that compliance
on the part of the student was one of the aspects of the conflict handling behaviors.
In the literature, there is no empirical study that reports this dimension. However,
in a study of Walker, Stieber, & Eisert (1991) some items that resemble the items

of Accepting Consequences dimension were grouped under the Self Control

dimension.

The Politeness dimension appeared only in the SSRS-Parent Form, and two social
skills “Apologizing easily” and “Saying thank you easily” were found to be
associated with this dimension. These two social skills seemed to reflect the highly
valued typical “manners” in daily social interactions, and generally were taught by
the parents through the early child rearing practices. Teachers, on the other hand,
seemed to separate the two social skills and perceived the item of “Apologizing
easily” within the dimension of Assertion which may require special ability to
express the emotions freely, which may depend on the type of the personality of

the students. Further, “Saying thank you easily” emerged in the dimension of
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Academic skills and was perceived by the teachers as one of the aspects of the
‘ideal’ students. Only the item “Apologizing easily” was included by the students in
the Accepting Consequences dimension that might reflect their tendency to take

the responsibility of their action.

4.2. Results Concerning the Relationship between the Sociometric Status and

the Dimensions of Social Skills as Perceived by the Students

The second question of the present study was “Is there any significant relationship
between the sociometric status and the dimensions of social skills as perceived by
the students”. In order to answer this question, Pearson Product Moment
Correlation technique was employed to the data which were obtained from the
350, 6™ and 7™ grade level primary school students’ sociometric scores and social
skill scores. Six dimensions of the SSRS-S and their correlation coefficients with

the sociometric scores are presented in Table 4.4.

Table 4.4. The relationship between the sociometric scores and the perceived

dimensions of Social Skills Rating System-Student Form (SSRS-S)

Sociometric
Dimensions of Scores
SSRS-S N X SD r
Academic 350 4,285 .623 191%*
Emotion 350 3,680 752 .069
Assertion 350 3,690 .825 .093
Conflict 350 3,731 .876 138%*
Management
Accepting 350 3,880 814 179%*
Consequences
Initiation 350 4,001 712 .046
**p<.01

As it is shown in Table 4.4, the results yielded low but significant positive

correlations between sociometric scores and the three perceived dimensions
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(academic, conflict management, and accepting consequences) of Social Skills

Rating System-Student Form.

4.2.1. Interpretation of the Results Concerning the Relationship between the
Sociometric Status and the Dimensions of Social Skills as Perceived by the

Students

The results of the Pearson Product Moment Correlation analysis revealed that the
scores of the Academic skills, Conflict Management skills, and Accepting
Consequences dimensions of the Social Skills Rating System-Student Form were
positively correlated with the sociometric scores of the subjects. This result
suggests that the more skillful the subjects in the academic, conflict management,
and accepting consequences dimensions were, the more they were accepted and

became popular in their school life.

The relationship between academic success and popularity has been well
established in the literature, and in this sense the results of the present study were
consistent with the findings of the previous studies (Ansoy & Ulki, 1983;
Hortagsu, 1994; Kupersmidt, Coie, & Dodge, 1990; Pellegrini, 1992; Topuz,
1995) which indicated that academic achievement was positively associated with
popularity. Asher (1983) stated that one variable that was found to be typically
associated with sociometric status was school achievement which naturally
includes the academic skills. Indeed, a number of studies have identified specific
classroom “survival skills”, which are highly correlated with academic success.
These include attending, volunteering answers, complying with teacher requests,
following teacher directions, and remaining on task (Cobb & Hops, 1973).
Similarly, in the present study, the social skills items such as “Bringing materials to
class regularly”, “Bringing assignments on time”, “Doing seat-work assignments”,

“Working industriously to achieve a goal”, and “Correcting mistakes”, which were
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grouped under the dimension of academic skills seemed to emphasize the necessary

skills for being successful in school life.

In the literature, a few studies investigated the relationship between popularity and
specific academic skills. One of these few studies carried out by Forehand et al.,
(1982) showed that unpopular children spent significantly less time on-task than
did the popular children, and there was a trend for popular children to perform at a
higher academic level than unpopular children, supported the findings of the

present study.

As expected, the results yielded a significant positive correlation between conflict
management skills and sociometric status which indicated that the skilful resolution
of conflicts lead to an increase in the popularity of students. In the present study,
the social skills that were identified within the dimension of Conflict Management
were “Dealing with his/her anger effectively”, “Avoiding trouble with others”, and
“Responding to teasing effectively” which had been long recognized as the
correlates of sociometric status (e.g., Combs & Slaby, 1977; Dodge, 1983). A
number of psychologists contend that early adolescence is an important period for
acquiring constructive conflict resolution skills for initiating and maintaining
relationships. Negotiation, disengagement, and problem solving are considered as
constructive conflict resolution strategies while domination and power assertion
are assumed as destructive in the literature (cited in Jensen-Campbell, Graziano, &
Hair, 1996). There is also empirical evidence that social competence has been
positively related to using appropriate strategies (Eisenberg et al., 1994). Existing
research findings suggest that, in non-close relationships including those with
classmates, children feel free to behave as if the relationship were not at risk,
engaging in angry conflicts (Laursen, Hartup, & Koplas, 1996). In one study,
Murphy and Eisenberg (1996) examined the children’s angry conflict incidences
and found that anger-related behavioral reactions of children were related to the

use of destructive conflict resolution strategies which negatively influenced the
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children’s social competence usually measured by sociometric scales. More
recently, the meta analytic work of Newcomb and Bagwell (1995), on the
development of children’s friendship relations, marks an important distinction
between peer acceptance/rejection and friendship. The findings of the meta-analysis
suggest that friendships making skills promote positive social interactions, conflict
management, and academic task completion. On the contrary, failure to regulate
anger leads to peer rejection (Dodge & Coie, 1987). These results were consistent

with the findings of the present study.

In a similar vein, the result of the Pearson Product Moment Correlation analysis
revealed a significant positive correlation between sociometric status and the social
skills in the Accepting Consequences dimension. “Accepting deserved
consequences of wrongdoing”, “Avoiding behaviors causing subsequent
embarrassment”, “Apologizing easily”, “Dealing with failure and trying to solve
problems”, which emphasized the responsible and ethical behaviors, were the social
skills that were perceived by the students within this dimension. This finding is
congruent with the findings of the similar studies in the literature. For example,
Goldstein et al., (1981) found that children with a repertoire of prosocial ways of
achieving goals and solving problems in dealing with others were less likely to act
out in dysfunctional ways and more likely to be accepted by their peers. Asher et
al., (1979), along the same line, found that unpopular children were more likely to
suggest physically aggressive strategies to resolve hypothetical problem situations
than popular children. In addition, Bierman and Furman (1984) pointed out that
positive and cooperative interactions among group members lead to increased
liking among group members. A meta-analysis of 41 studies conducted by
Newcomb, Bukowski, and Pattee (1993) also revealed that aggressive behavior

patterns were negatively correlated with sociometric status.

The Pearson Product Moment Correlation analysis did not show a significant

relationship between Assertion dimension of Social Skills Rating System-Student
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Form and sociometric status. This finding is supported by the result of a study
which was conducted by Ladd and Mize (1988). The researchers found no
significant relationship between sociometric and assertiveness scores of preschool
subjects. A study done by Turkish university students (Sahiner, 1994) revealed a
significant and positive relationship between assertion and popularity, which

contradicts with the result of the présent study.

The Pearson Product Moment Correlation analysis did not reveal a significant
correlation between Initiation dimension of Social Skills Rating System-Student
Form and sociometric status. The finding was not consistent with the previous
research findings that demonstrated the relationship between sociometric status
and initiation skills. For example, in a study by Dygdon et al., (1980), children
were asked to describe other children whom they identified as those they liked,
disliked, and whom they felt were ignored by their classmates. The major responses
for liked children had to do with initiation in play activities. Other contrary findings
were obtained by Cartledge, Frew, & Zaharis (1985) in a study of the social skill
deficits of students with learning disability as perceived by their non-handicapped
peers. The results showed that correlates of peer acceptance and rejection included
the sociability and outgoinéﬁess, social participation, and being good company as

the correlates of popularity.

The findings of the present study did not also reveal a significant relationship
between Emotion dimension of Social Skills Rating System-Student Form and
sociometric status of the primary school students, which contradicts with the
findings of the previous studies (Kelly, 1982; Lewis & Michalson, 1983). Items
such as “Understanding the feelings of others”, “Expressing the feelings of others”,
“Knowing his/her own feelings”, “Recognizing the feelings of others” all emphasize
the close friendship qualities that are necessary to maintain and have intimate

relationships. As Bierman, (1986) states interpersonal communication becomes
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more important for friendships during preadolescence as children develop intensive

“chumships” based on intimacy, loyalty, and trust.

One of the reasons of finding no significant relationship between assertion,
initiation, emotion dimensions and sociometric status can be explained from the
developmental perspective. All the three dimensions of the Social Skills Rating
System-Student Form appear to include the skills that require discriminating the
social cues and producing situationally appropriate verbal responses. The ability to
produce such a response is dependent upon the development of formal reasoning.
Since the preadolescence is a transition period from concrete operational period to
formal operational period, many preadolescents might not have yet attained that
cognitive level that is necessary to produce such skills. Then, early adolescence
seems to be a time of change and transition in social reasoning abilities. As Selman
(1980) pointed out that many of the difficulties of adjustment and interpersonal
relations that young adolescents experience may partly reflect certain incomplete
transition to more mature patterns of social reasoning (cited in Sprithall & Collins,

1988).

As mentioned above, the results of the present study suggested that skills within
the dimension of assertiveness, initiation, and emotion were not the salient or
distinguishing components of popularity. Alternatively, peer acceptance might be
controlled by factors other than the social skills of children. Indeed, popularity
seems to require more striking noticeable characteristics, and in the literature
students who had athletic ability, talented in art, better academic achievement were
found to be more accepted by their peers (Sroufe, 1978, cited in Gander &
Gardiner, 1995).
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4.3. Results Concerning the Effect of the Social Skills Training Program on
the Sociometric Status and the Social Skills of the Students

The third research question of the present study was “Does the social skills training
program have a significant effect on the sociometric status and the social skills of
6" and 7" grade level primary school students?”. In order to answer this question,
four separate Kruskal-Wallis H Tests were employed to the gain sociometric
scores and Social Skills Rating System-Student, Teacher, and Parent Forms’
dimension gain scores of the experimental and two control groups’ (placebo

attention control, and no treatment control) subjects.

4.3.1. Results Concerning the Effect of the Social Skills Training Program on
the Perceived Dimensions of the Social Skills Rating System-Student Form
(SSRS-S)

The Kruskal-Wallis H Test was employed to the gain Social Skills Rating System-
Student Form dimension scores (academic, emotion, assertion, conflict
management, accepting consequences, and initiation) of the experimental and two
control groups subjects. Table 4.5 presents the mean ranks of the experimental and
two control groups’ subjects on the perceived dimensions of Social Skills Rating

System-Student Form (SSRS-S).

Table 4.5 The mean ranks of the experimental and control groups subjects on the

perceived dimensions of Social Skills Rating System-Student Form (SSRS-S)

Dimensions of SSRS-S Groups N | Mean Rank | 42 p
Academic Experimental 7 13,29

Placebo-control 7 11,21

Control 7 8,50

Total 21 2,118 | .347
Emotion Experimental 7 12,43

Placebo-control 7 9,50

Control 7 11,07

Total 21 793 | .673
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Assertion Experimental 7 12,43

Placebo-control 7 9,50

Control 7 11,07

Total 21 785 675
Conflict Management | Experimental 7 10,14

Placebo-control 7 11,93

Control 7 10,93

Total 21 293 | .864
Accepting Experimental 7 8,21
Consequences Placebo-control 7 12,86

Control 7 11,93

Total 21 2,225 | 329
Initiation Experimental 7 13,43

Placebo-control 7 8,93

Control 7 10,64

Total 21 1,899 | .387

As it can be seen from the Table 4.5 the results of Kruskal-Wallis H Test did not
reveal a significant effect on the perceived dimensions gain scores of the Social
Skills Rating System-Student Form (SSRS-S) in experimental and two control

groups subjects.

4.3.2. Results Concerning the Effect of the Social Skills Training Program on
the Perceived Dimensions of Social Skills Rating System-Teacher Form

(SSRS-T)

The Kruskal-Wallis H Test was employed to the gain Social Skills Rating System-
Teacher Form dimension scores (academic, conflict management, emotion, and
assertion) of the experimental and two control groups subjects. Table 4.6 presents
the mean ranks of the experimental and two control groups’ subjects gain scores
on the perceived dimensions of Social Skills Rating System-Teacher Form (SSRS-
T).
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Table 4.6 The mean ranks of the experimental and control groups subjects on the

perceived dimensions of Social Skills Rating System-Teacher Form (SSRS-T)

Dimensions of SSRS-T Groups N |MeanRank | ¢2 p
Academic Experimental 7 9,50

Placebo-control 7 8,64

Control 7 14,86

Total 21 4,176 | .124
Conflict Management | Experimental 7 7,00

Placebo-control 7 11,79

Control 7 14,21

Total 21 4,942 | .085
Emotion Experimental 7 11,21

Placebo-control 7 11,07

Control 7 10,71

Total 21 .025 | .988
Assertion Experimental 7 10,14

Placebo-control 7 13,79

Control 7 9,07

Total 21 2,246 | 325

The results of Kruskal-Wallis H Test did not reveal a significant effect on the gain
scores of the perceived dimensions of the Social Skills Rating System-Teacher

Form (SSRS-T) in all three groups as presented in Table 4.6.

4.3.3. Results Concerning the Effect of the Social Skills Training Program on
the Perceived Dimensions of Social Skills Rating System-Parent Form

(SSRS-P)

The Kruskal-Wallis H Test was employed to the gain Social Skills Rating System-
Parent Form dimension scores (conflict management, emotion, academic,
politeness, and assertion) of the experimental and two control groups’ subjects.
Table 4.7 presents the mean ranks of the experimental and two control groups
subjects’ gain scores of the perceived dimensions of Social Skills Rating System-

Parent Form (SSRS-P).
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Table 4.7 The mean ranks of the experimental and control groups subjects of the

perceived dimensions of Social Skills Rating System-Parent Form (SSRS-P)

Dimensions of SSRS-P Groups N | Mean Rank [ 2 p
Conflict Management | Experimental 7 11,71

Placebo-control 7 10,71

Control 7 10,50

Total 21 141 932
Emotion Experimental 7 10,79

Placebo-control 7 11,21

Control 7 11,00

Total 21 017 | .992
Academic Experimental 7 11,64

Placebo-control 7 9,14

Control 7 12,21

Total 21 975 | .614
Politeness Experimental 7 11,00

Placebo-control 7 7,93

Control 7 14,07

Total 21 3,557 | .169
Assertion Experimental 7 9,14

Placebo-control 7 11,00

Control 7 12,86

Total 21 1,264 | .532

As it is shown in Table 4.7 the results of Kruskal-Wallis H Test did not indicate a
significant effect on the gain scores of the perceived dimensions of Social Skills

Rating System-Parent Form (SSRS-P).

4.3.4. Results Concerning the Effect of the Social Skills Training Program on

the Sociometric Scores of the Students
The Kruskal-Wallis H Test was employed to the gain sociometric scores of

experimental and two control groups subjects. Table 4.8 presents the mean ranks

of the experimental and two control groups subjects’ sociometric gain scores.
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Table 4.8 The mean ranks of the sociometric gain scores of experimental and

control groups subjects

Groups N | Mean Rank x? p
Sociometric Scores | Experimental 7 11,71

Placebo-control 7 11,93

Control 7 9,36

Total 21 752 .687

As it can be seen from Table 4.8 the results of Kruskal-Wallis H Test did not

indicate a significant effect on the sociometric gain scores of the subjects.

4.3.5. Interpretation of the Results Concerning the Effect of the Social Skills
Training Program on the Sociometric Status and the Social Skills of the

Students

The results showed no significant differences between the mean gain sociometric
and all three versions of the Social Skills Rating System gain scores of the
experimental and two control groups’ subjects. This result indicated that the
“Social Skills Training Program” which was developed by the researcher was not
an effective intervention method for teaching social skills to skill deficit subjects

and improving their sociometric status.

This result supported the previous research findings that failed to show the effect
of social skills training on unpopular subjects. Oden and Asher (1977) found that
there was not a significant difference between unpopular subjects and three popular

peers in their skill performance after the six treatment sessions.

The results of the present study were not consistent with the majority of previous
studies reporting the effectiveness of social skills training with children and
adolescents in assertive behaviors (Bornstein, Bellack, & Hersen, 1977; Wise et al.
19912, 1991b), initiation of peer interactions in school (Gresham & Nagle, 1980;
La Greca & Santogrosst, 1980), asking questions, leading, and offering support to
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peers (Ladd, 1981), increased perceived ability to participate actively in social
situations (Haynes-Clements & Avery, 1984), conversational skills (Bierman &
Furman, 1984; Bierman, 1986), sharing (Alvord & O’Leary, 1985), leading peers,
asking questions to peers, making comments to peers, supporting peers (Mize &
Ladd, 1990), and prosocial sibling behaviors (Kramer & Radey, 1997). The vast
majority of these studies, however, have either focused on elémentary school
children, compared the effectiveness of different approaches, taught a few social
skills, or used only post test measures to assess the outcome of the training.
Therefore, these differences make an inter-study comparison difficult in terms of

the outcome.

The findings of the present study seem to confirm the doubts around the
effectiveness of the social skills training procedures. A recent meta-analysis by
Kavale et al., (1997) clearly shows the concerns regarding the efficacy of social
skills training. The researchers conducted a meta-analysis of 35 group design
studies and 64 single case design studies which involved 1123 subjects with an
average age of 12 years. This research synthesis showed that social skills training
has an effect size of 0.20, meaning that only S8 % of the subjects who received
social skills training improved relative to control groups. The authors concluded
that social skills training, in fact, has little empirical support regarding its efficacy

despite the previously reported positive consequences.

Cartledge and Milburn (1995) pointed out to the several factors that may facilitate
or retard learning and retaining skills during social skills training; the cultural and
situational context; the views of those who make up the child’s environment; and
the likelihood that social skills will be valued and reinforced by others once they
are learned. The children from different socioeconomic backgrounds may have
different expected, rewarded, and valued social skills and varying social skill
deficiencies in their socio-cultural context. The sample included in the present

study were selected from low socioeconomic status schools. The skills that were
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taught may reflect the typical middle class values which may not be consistent with
the values of lower- middle and low SES families. In this sense, experimental
group subjects who came from low SES and were raised in slum culture might not
be able to make the necessary connection between the training situation and their

subculture.

In addition, the socio-cultural context of the subjects might not provide enough
opportunities to initiate the trained social skills; consequently, they might not have
the chance to evaluate their performance-related outcome, which would provide a
feeling of self efficacy. Therefore, they may not perceive any improvement between

pretest to posttest which is reflected in their self ratings.

Studies conducted with children and adolescents indicated that the feeling of self
efficacy could be fostered by giving positive reinforcement and feedback to trained
subjects beyond the training situation. However, in the present study, since the
training-home situation continuity was not provided, their performance of the skills
might not have received the deserved attention, and the positive reinforcement that
their parents might have given. This situation may hinder subjects’ motivation and
their self efficacy to practice the newly taught skills. The experimental group
subjects, due to lack of appropriate models and reinforcement in their immediate
social environment, might not internalize the taught social skills, and as Homer and
Billingsley (1988) stated ‘behave automatically’ when the situation elicits the
undesirable behavior. Indeed, in the literature, several studies pointed out that
social skills training programs that were combined with parents to reinforce the
taught skills seemed to produce more beneficial outcomes (e.g., Olivares,

Martinez, & Lozano, 1997).

During the implementation process of the present study, experimental group
subjects were asked to practice the taught skills and complete the homework

sheets, in order to facilitate the transfer of learning and to make connection
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between training and real life situations. The majority of the subjects did not
mention any difficulty in applying those skills in vivo. A few problems were
mentioned, but they were handled through discussions in the group; corrective
feedback were provided and whenever necessary, and the skill was role played by
the experimenter who acted as a model. These were the efforts to overcome the
shortcomings of many studies which failed to provide generalization opportunity to
subjects for trained skills. However, the post test measure had to be given to the
subjects 2 weeks after the final session because of the termination of the semester.
Therefore, this short period of time might have interfered with the subjects’
opportunity to practice and receive enough positive reinforcement from the social
environment where they interact and to increase subjects competency feelings.
Thus, this limitation may be reflected in the post test social skills ratings of the

subjects.

Another possible explanation of finding no improvement in the student ratings
might be due to the several weaknesses of the “Social Skills Training Program”
which was developed by the researcher. The program includes 9 scenarios to teach
40 social skills. Through scenarios social skill strategies were taught to the
subjects within 5 weeks via 45 minutes sessions held twice weekly. Teaching many
social skills within a short period of time might make the acquisition of the skills
difficult. Indeed, research results revealed that effectiveness of the programs can be
best observed in the longer programs that taught a few specific skills (Bierman,
1986). In addition, through the scenarios, skill strategies were presented implicitly
in the present study. Although the literature demonstrated the effectiveness of
using stories to teach social skills to children and adolescents (e.g., Alvord &
O’Leary, 1985; Aydin, 1985), this method might not fit the characteristic of the

sample and might not be consistent with the learning style of the subjects.

As it was the end of the semester and the exam period, the attendance of the

subjects to every session could not be provided in the present study. Sometimes
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teachers did not send the students from the classes for sessions. This limitation

might have also hindered the acquisition of the taught skills.

In the present study, besides the students’ self ratings, measuring their social skills,
teachers’ and parents’ ratings were also obtained and the result of the Kruskal-
Wallis H Tests showed no effect of the training program on the social skill ratings

of teachers, and parents as well.

It is possible to interpret this result using the explanation provided by Ogilvy
(1994). Ogilvy (1994) has reviewed the literature on the effectiveness of social
skills training by using the following criteria: (a) the program has successfully
taught the specific skills targeted, (b) the skills taught have generalized to real life
settings and the effects were maintained over time, (c) these specific skills have
made a difference to the child’s life in terms of some socially valued outcome. The
author found mixed results and concluded that even though many social skills
training studies demonstrated the improvement in the self ratings of subjects, they
failed to demonstrate the same improvement in the teacher, parent, and peer ratings
which were necessary to assess the social validity of the training. The review of the
literature by the author of the present study indicated that in only four social skills
training studies (Akkok & Sucuoglu, 1988; Bierman, Miller, & Stabb, 1987,
Bulkeley & Cramer, 1990; and Kramer & Radey, 1997) teacher and/or parent
ratings were obtained and three of them have reported significant improvements in
teachers (e.g., Bulkeley & Cramer, 1990) and parent (e.g., Kramer & Radey, 1997;
Verduyn, Lord, Forrest, 1990) ratings. Consistent with the findings of the present
study, Bierman, Miller, & Stabb (1987) did not find a significant improvement in
the teacher social skills ratings of the subjects. In addition, Akkék and Sucuoglu
(1988) in a study with Turkish kindergarten children found no significant difference
between pre and post test scores of experimental group subjects as rated by their

parents.
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In the present study, the failure of subjects to make significant gains on the ratings
of teachers and parents might be due to the administration time of the post test
measures. The post test measures had to be given to the teachers and parents 2
weeks after the final session, since it was the end of the first semester. Therefore,
teachers and parents might not have found enough opportunity to observe the

changes in their students’/children’s behavior within a short period of time.

The findings of the present study which failed to show significant improvements in
students’ sociometric scores was supported by several previous studies (e.g., La
Greca & Santogrossi, 1980; Mize & Ladd, 1990; Bulkeley & Kramer, 1990).
Indeed, some studies produced behavioral changes but these changes were not
accompanied by sociometric improvements (e.g., Bierman & Furman, 1984). In
addition, Schneider (1992) reviewed 79 controlled outcome studies published
between 1942 and 1987. Effect size estimates indicated that social skills training
was most effective with withdrawn children, and least effective with children
described as aggressive or unpopular. In terms of the outcome variables, social
skills training produced the largest effect on social interaction and lower effect
sizes for peer acceptance. Beelmann, Pfingsten, and Losel (1994) reviewed 49
studies published between 1981 to 1990 with children ages 3-15 years and found

that social skills training has little effect on peer acceptance status of subjects.

The result regarding the non-significant effect of the present study can be explained
in two ways. First, classmates might not have the chance to observe the changes in
the social behaviors of the experimental group subjects, and, to create a change in

the social status more time is needed for peers to notice these behavioral changes.
Second, peer acceptance may be affected by peer group norms during

preadolescence. There may be a greater consensus about the reputations of group

members, and sociometric status may show less fluctuation. Thus, even when
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rejected children appeared to behave appropriately, they were the recipients of

negative peer interaction and were not accepted.

In the next chapter, conclusions drawn from the data and implications for practice

and research are presented.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

This final chapter presents conclusions of the study, discusses implications for
practice, and gives recommendations for both counseling practice and future

research.
5.1, Conclusions

One of the purposes of the study was to determine the dimensions of Social Skills

Rating System (SSRS) as perceived by students, teachers, and parents.

The survey results revealed that 6™ and 7" grade level students perceived social
skills in (1) academic, (2) emotion, (3) assertion, (4) conflict management, (5)

accepting consequences, and (6) initiation dimensions.

The teachers perceived the social skill of 6™ and 7" grade primary school students
in (1) academic, (2) conflict management, (3) emotion, and (4) assertion

dimensions.

The parents perceived the social skills of their children in (1) conflict management,

(2) emotion, (3) academic, (4) politeness, and (5) assertion dimensions.

The dimensions —academic, emotion, assertion, and conflict management-appeared
in the three forms seem to be relevant to the construct of social skill and are mostly
supported by the literature. Moreover, the factor structure of the Social Skills

Rating System-Student, Teacher, and Parent Forms seem to reflect age appropriate
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behavioral content. That is, adults (teachers and parents) especially valued the
dimensions of academic, and emotion in preadolescent social behavior. It is quite
likely that these dimensions are related to generalized social effectiveness in

preadolescence and adulthood.

The appearance of initiation and accepting consequences dimensions in the Student
Form may also reflect the preadolescents age-related (developmental) concerns and
these skills may permit preadolescents to initiate variety of social interactions in
diverse social situations and to survive in those situations. In addition, the
emergence of the ‘politeness’ dimension in the Parent Form may suggest that
parents perceive this skill as having greater relevance for preadolescent social

competence.

Furthermore, the Principal Components analysis has demonstrated that the Social
Skills Rating System-Student, Teacher, and Parent Forms which are developed by
the researcher and used in this study, appears to have a substantial utility in

assessing 6™ and 7" grade level Turkish primary school students’ social skills.

In addition to the use for the research purpose, practical school applications of the
Social Skills Rating System-Student, Teacher, and Parent Forms may help
practitioners to utilize the system for initial screening and identification, and as a

guide in designing social skills interventions.

Currently, there are no empirically validated instruments in use for designing the
social skills interventions. Many such interventions might have limited impact
because they do not target social skills or dimensions that are empirically related to
the construct of social skill. The availability of instruments demonstrating such
validity may assist counseling practitioners to identify target social skills of children
whose remediation would have a socially valid impact on their overall social

effectiveness.
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The second purpose of the study was to test the relationship between sociometric

status and the social skills of 6™ and 7" grade Turkish primary school students.

The present research provided a rather weak evidence concerning the relationship
between specific social skills and the development of preadolescent’s peer
acceptance. The low but significant correlations obtained in the study might well be
stemmed from the large sample size of the present study. The survey results
indicated that social skills in the perceived dimensions of academic, conflict
management, and accepting consequences were positively correlated with the
sociometric status of students. This result suggests that the more skillful the
subjects are, in academic, conflict management, and accepting consequences

dimensions, the more they may be accepted by their peers.

It appears that due to the great emphasis placed by the Turkish educational system
on academic achievement rather than social success, most of the students seem to
be motivated to become successful in their school life. One of the indications of
this motivation may be observed in students’ preferences of peers who have
academic skills. Hence, having academic skills appears to be a critical factor in
becoming popular. The social skills training programs that are designed to teach
academic skills to students integrated into the curriculum may be helpful for them

to gain greater peer acceptance.

Conflicts and their management seem to be the central issues in the formation and
functioning of interpersonal relationships. The literature related to peer conflict and
its management indicate that the constructive conflict management skills (such as
negotiation, compromise, problem solving) are necessary to initiate and maintain
peer relations (e.g., Laursen, Hartup, Koplas, 1996). In addition, skills for
accepting the consequences of behaviors may also be taught to primary school
students within a social skills training program that combines self management and

conflict management skills.
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Although the results suggest the implementation of a social skills training program
that aimed at teaching academic, conflict management, and accepting consequences
skills to bring about change in sociometric status of students, the interpretations for
sociometric status and social skills dimensions should be made with caution
because of the low correlation obtained in the present study. The relatively small
magnitude of the correlations indicate that the skills and sociometric status
relations are imprecise and the other confounding variables may contribute to the

popularity of the students.

The third purpose of the study was to design and evaluate the effect of a social
skills training program on the sociometric status and social skills of 6™ and 7™

grade level primary school students.

Contrary to the expectations, the results of the experimental study demonstrated
that the “Social Skills Training Program” which was developed by the researcher
was neither an effective intervention method for teaching social skills to skill deficit

subjects nor a satisfactory method to improve their sociometric status.

As it is discussed in the result chapter, there might be several factors that affect the
results of the present study. One possible explanation is related with the trairﬁng
program. The training program used in the present study, although unintentionally,
has turned up to be a very ambitious one which targeted to teach a high number of
skills. Despite its eagerness to teach many skills at once, the duration of the

program had to be restricted due to a number of situational and practical reasons.
It appears that teaching too many skills within a short period of time may hinder

the acquisition and the generalization of the skills. Therefore, scenarios should be

revised to include a few social skills and the social skill strategies should be given
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in more than a single scenario. This may provide enough time for students to

encode the strategies for long term use.

Furthermore, the duration of the program should be extended. It would be better
to use longer training periods to help the students to explore the significant
changes in their social behavior. This would also provide enough opportunity for
students to encounter the social situations that require the application of the taught

skills.

In addition, role play scenes should be incorporated into the training program. This
would provide more opportunity for students to practice the taught skills and to

facilitate the transfer of learning.

The dimensions of Social Skills Rating System that is developed for the present
study can be used to construct the skill groups to be taught. Hence, the revised
social skills training program may include scenarios that cover the skills under
those dimensions. Thus, such kind of a program design will have an empirical

basis.

The followings could be suggested to overcome the shortcomings of the training
program:

- Reducing the number of social skills to be taught to subjects

- Implementing long term social skills training

- Revising scenarios to reduce the number of social skills and skill strategies.

In the present study subjects were identified by using dual criteria; low social
status, and low social skills score. They were not selected according to their
specific social skill needs. Results of the present study seem to suggest that social

skills training should reflect the specific needs of each individual. Hence, besides
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using the selection criteria a needs assessment study appears to be necessary to

identify these special needs.

The socio-cultural context in which children exist strongly influences their
attitudes, beliefs, values, and behaviors (Rivera & Rogers-Adkinson, 1997).
Children from culturally diverse 'backgrounds may exhibit culturally based
behaviors. For example, in the Anglo American culture, eye contact is valued in
interpersonal relationships, where it is seen as a sign of trustworthiness, sincerity,
and directness. In Eastern culture, however, eye contact is not encouraged and
children are taught not to look directly at others especially when interacting with
authority figures (Rivera & Rogers-Adkinson, 1997). For designing effective
intervention programs, it appears necessary to understand the culturally valued
behaviors in order to integrate culturally relevant behaviors that reflect traditional
cultural values and belief systems into social skills training programs. Therefore,
conducting a nation wide social skills need assessment study might be necessary to
determine the valued social behaviors of Turkish children and expectations of their

parents and teachers.

Along with the changes in the training program and selection criteria, the following
seem to be necessary for enhancing the efficacy of the training.
- Obtaining student, teacher, parent agreement on identifying the social skills

- Providing parent and teacher involvement to the program

As McKim and Cowen (1988) emphasized, home and school constitute different
environmental contexts. Hence, establishing home and school link may be a
required quality in the design of interventions which are adjusted for the
appropriate setting characteristics. In order to reconcile, it is essential to
understand the perceptions of adults in these two different situations along with the
perception of children. In this sense, the result of the present study has a unique

contribution, through demonstrating different perceptions of social skills of
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students, teachers, and parents, to organize effective screening and intervening
process. One more point should be noted here. In the present study, concerning the
enhancement of the training procedure, item continuity across Forms was provided
by constructing parallel forms of Social Skills Rating System. However, the
importance of acquiring and demonstrating the skills was not rated. In order to
determine the social validity of the skills for intervention and increasing the training

efficacy, importance ratings of students, teachers, and parents should be obtained.

A last but by no means the least point may also be noteworthy. Providing
continuity of the skills training along school and home situations seems necessary
for effective training outcome. Hence, training teachers and parents may promote
acquisition of social behaviors and reduce the possible inconsistencies between the
training situation, valued behaviors at home and desirable social behaviors in
schools. Therefore, school-wide instruction of social skills seems necessary before

the instruction of social skills in small groups or individualized teaching.

In order to integrate social skills training development into the present programs,
school principals, teachers, and parents should understand the rationale and the
importance of the social skills that promote students’ social competence is as
important and necessary as promoting their academic competence. Moreover,
teachers should be willing to leave the traditional classroom management and
instructional techniques, and replace them with more participatory approaches that
encourage student involvement and interaction. Thus, establishing a “positive
discipline” in schools appears to be necessary to provide the information of the
goals and the philosophy of the school discipline policy. It will help to promote the
idea of how students should be treated and will convey the expectaﬁons for student
behavior and parental support for fair and consistent discipline (Kameeni & Darch,
1995). Through positive discipline students are provided with positive and
appropriate alternatives to different behaviors of themselves and others. Finally,

effectiveness of social skills training programs are enhanced when teachers and
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school counselors share their expertise. Therefore, collaborative consultation
seems necessary to develop dynamic and reciprocal relationship between teachers

and school counselors (Maag, 1994).
S.2. Implications and Recommendations for Practice and Research

Several implications for counseling, in particular, for designing the social skills

training programs may be addressed and recommendations can be made.

To begin with, the present study would have benefited from greater student,
teacher and parental participation. The factor structure of the Social Skills Rating
System especially Parent Form was derived on a sample of only 222 cases. The
replication of the study with a normative sample will be needed to standardize the

instrument.

In addition, this study was carried out with the low SES children in the capital city
of Turkey, and the group was relatively homogenous as compared to the school
children in many other parts of Turkey. However, even in such a homogenous
group, differences in the perceptions of the students, teachers, and parents were
observed. This study needs to be replicated with diverse groups from different
regions, subcultures and different socioeconomic levels to assess the possible

effects of SES and other cultural factors.

Future research can be carried out to examine the relationship between social skills
dimensions and other sociometric groups that discriminated not just popular and
unpopular children but also rejected, withdrawn, neglected and controversial

children.

The result of the present study emphasizes the need to include social skills that

correlated with the sociometric status in future social skills training. Therefore,
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further research is needed to assess the relative contribution of these skills to the

training outcome.

The design of this study which predominantly uses vicarious reinforcement did not
allow a comparison of present study approach with the other skills training
techniques. Studies directly compafing the efficacy of different approaches or
combination of approaches may provide not only information about the most
efficient ways of achieving change, but may also provide additional information

about the mechanisms of behavior and sociometric status change.

Several other factors that may influence children’s performance of the social skills
such as social anxiety should also be examined in the future studies. Future
research is particularly needed to investigate the relationship between social skill

deficit and social anxiety.

In further experimental studies, the role of age, and gender should be explored for

comparative purposes.

In the present study, a follow-up measure could not be taken due to some
situational and practical difficulties. In the future studies, follow- up assessments
should be employed in order to determine whether the training program has a long

term effect on the subjects social skills and sociometric status.
It remains an important task for future researchers to examine the differential

effectiveness of social skills training among rejected, withdrawn, neglected, and

controversial sociometric groups.

99



REFERENCES

Adler, P.A., Kless, S.J., & Adler, P. (1992). Socialization to gender roles:
Popularity among elementary school boys and girls. Sociology of Education, 65
(July), 169- 187.

Akkok, F. (1996a). Ilkogretimde sosyal becerilerin gelistirilmesi: Ofretmen
el kitabi. Milli Egitim Basimevi: Istanbul.

Akkok, F. (1996b). Ilkogretimde sosyal becerilerin gelistirilmesi : Anne - baba
el kitabi. Milli Egitim Basimevi: Istanbul.

Akkok, F., & Sucuoglu, B. (1988a). Aile rehberliginin yuvaya yeni baglayan
¢ocuklarin sosyal becerilerinin geligimine etkisi. Egitim ve Bilim, 12, 68, 10-13.

Akkok, F., & Sucuoglu, B. (1988b, September). Aile rehberliginin yuvaya
yeni baslayan cocuklarin sosyal becerilerinin gelisimine etkisi: izleme galismast.
Paper presented at the V. Ulusal Psikoloji Kongresi, Izmir.

Aladag, M. (1998). The effect of human relations training program on
developing interpersonal styles of university students. Unpublished master’s thesis,

Middle East Technical University, Ankara.

Alvord, M. K., & O’Leary, K. D. (1985). Teaching children to share through
stories. Psychology in the Schools, 22 (July), 323- 330.

Ansoy, S., & Ulki, S. (1983). Lise ikinci suuf diizeyindeki odgrencilerin
arkadag tercihleri. Egitim ve Bilim, 8 (45), 17-21.

Asher, S.R. (1983). Social competence and peer status: recent advances and
future directions. Child Development, 54, 1427-1434.

Asher, SR., & Hymel, S. (1981). Children’s social competence in peer
relations: Sociometric and behavioral assessment. In J.D Wine & M.D Smye
(Eds.), Social competence (pp. 125- 157). New York: Guilford Press.

Asher, SR., Renshaw, P.D., Geraci, R., Dor, A. D. (1979). Peer acceptance
and social skill training: The selection of program content. Paper presented at the
biennial meeting of the Society for Research in Child Development, San Francisco.

100



Aydin, G. A. (1985). Sosyal basan egitimi ile sosyal beceri egitiminin

gocuklarda Ogrenilmis caresizlik davramisinin ortadan kaldinlmasina etkisi.
Unpublished doctoral dissertation. Hacettepe University, Ankara.

Bagwell, C.L., Newcomb, F., & Bukowski, W.M. (1998). Preadolescent
friendship and peer rejection as  predictors of adult adjustment. Child
Development, 69 (1), 140- 153.

Bain, A., Houghton, S., & Farris, H. (1991). Teacher ratings of social skill
by direct observation and through interactive video. British Journal of Educational

Technology, 22 (3), 196- 202.

Baker, R. L., Mednick, B. R., & Hocevar, D. (1991). Utility of scales
derived from teacher judgements of adolescent academic performance and
psychosocial behavior. Educational and Psychological Measurement, 51, 271- 286.

Bandura, A. (1977). Social learning theory. Englewood Cliffs, NJ: Prentice-
Hall.

Beck, S., Forehand, R., Neeper, R., & Baskin, C.H. (1982). A comparison of
two analogue strategies for assessing children’s social skills. Journal of Consulting
and Clinical Psychology, 50 (4), 596- 597.

Beelmann, A., Pfingston, U., & Losel, F. (1994). Effects of training social
competence in children: A meta analysis of recent evaluation studies. Journal of
Clinical Child Psychology, 23, 260-271.

Bellack, A.S. (1983). Recurrent problems in the behavioral assessment of
social skill. Behavioral Research Therapy, 21 (1), 29- 41.

Bierman, K.L. (1986). Process of change during social skills training with
preadolescents and its relation to treatment outcome. Child Development, 57, 230-
240.

Bierman, K L., & Furman, W. (1984). The effects of social skills training and
peer involvement on the social adjustment of preadolescents. Child Development,
55, 151- 162.

Bierman, K.L., Miller, CL., & Stabb, S.D. (1987). Improving the social
behavior and peer acceptance of rejected boys: Effects of social skill training with
instructions and prohibitions. Journal of Consulting and Clinical Psychology, 55
(2), 194- 200.

Bormnstein, M. R., Bellack, A. S., & Hersen, M. (1977). Social skills training
for unassertive children: A multiple- baseline analysis. Journal of Applied
Behavioral Analysis, 10 (2), 183- 195. '

101 TC. YOKSEKGGRETIM KURDLY
DOKUMANTASYON MERKEZ]




Bulkeley, R. & Cramer, D. (1990). Social skills training with young
adolescents. Journal of Youth and Adolescence, 19 (5), 451- 463.

Bulkeley, R. & Cramer, D. (1994). Social skills training with young
adolescents: Group and individual approach in a school setting. Journal of
Adolescence, 17, 1- 11.

Buzzelli, C. A. (1989). Parents’ perceptions of responsibility for promoting
children’s social competence. Child Study Journal, 19 (4), 273- 284.

Caldarella, P., & Merrell, K. W. (1997). Common dimensions of social skills
of children and adolescents: A taxonomy of positive behaviors. School Psychology
Review, 26 (2), 264- 278.

Calvert, J. D. (1988). Physical attractiveness: A review and reevaluation of
its role in social skill research. Behavioral Assessment, 10, 29-42.

Carlson, C. L., Lahey, B. B., & Neeper, R. (1984). Peer assessment of the
social behavior of accepted, rejected, and neglected children skill. Journal of

Abnormal Child Psychology, 12, 189-198.

Cartledge, G. (1984). Formal social skills instruction in the schools: Report.
Unpublished manuscript.

Cartledge, G., & Milburn, J. F. (1986). Teaching social skills to children:
Innovativ approaches (2™ Ed.). U.S.A.: Pergamon Press.

Cartledge, G., & Milburn, J. F. (1995). Teaching social skills to children and
youth. Boston: Allyn & Bacon.

Cobb, J. A., & Hops, H. (1973). Effects of academic survival skill training on
low achieving first graders. The Journal of Educational Research, 67, 108-113.

Coie, J.D., Dodge, K. ., & Coppotelli, H. (1982). Dimensions and types of
social status: A cross-age perspective. Developmental Psychology, 18, 557-571.

Coie, J.D., & Kupersmidt, J.B. (1983). A behavioral analysis of emerging
social status in boys’ groups. Child Development, 54, 1400- 1416.

Combs, M. L., & Slaby, D. A. (1977). Social skills training with children. In
B. B. Lahey, & A. E. Kazdin (Eds.), Advances in clinical child psychology, 1. New
York: Plenum Press.

Cowen, E. L., Pederson, A, Babigian, H., Izzo, L. D., & Trost, M. A.
(1973). Long-term follow-up of early detected vulnerable children. Journal of
Consulting and Clinical Psychology, 41, 438-446.

102




Culha, M., & Dereli, A. A. (1987). Atilganlik egitimi programi. Psikoloji
Dergisi, 21, 124- 127.

Demaray, M. K., Ruffalo, J. C., Busse, R. T., Olson, A. E., McManus, S.
M., & Leventhal, A. (1995). Social Skills Assessment: A comparative evaluation of
six published rating scales. School Psychology Review, 24 (4), 648- 671.

Dodge, K.A. (1983). Behavioral antecedents of peer social status. Child
Development, 54, 1386- 1399.

Dodge, K.A. (1989). Problems in social relationships. In E. J. Mash & R. A.
Barkley (Eds.), Treatment of childhood disorders (pp. 222-246). New York: The
Guilford Press.

Dodge, K. A., & Coie, J. D. (1987). Social information processing factors in
reactive and proactive aggression in children’s peer groups. Journal of Personality
and Social Psychology, 53, 1146-1158.

Doll, B. (1996). Children without friends: Implications for practice and
Policy. School Psychology Review, 25 (2), 165-183.

Dow, M.G. (1985). Peer validation and idiographic analysis of social skills
deficits. Behavior Therapy, 16, 76- 86.

Dygdon, J., Conger, A. J,, Conger, J. C., Wallanda, J. L., & Keane, S. P.
(1980 September). Behavioral correlates of social competence and dysfunction in
early childhood. Paper presented at American Psychological Association,
Montreal, Canada.

Dokmen, U. (1995). Sosyometri ve psikodrama. Istanbul: Sistem Yaymcihik.

Eisenberg, N., Fabes, R. A, Murphy, B., Karbon, M., Maszk, P., Smith, M.,
O’Boyle, C., & Suh, K. (1994). The relations of emotionality and regulation to
dispositional and situational empathy-related responding. Journal of Personality
and Social Psychology. 66, 776-797.

Elliott, S.N., & Gresham, F.M. (1987). Children’s social skills: Assessment
and classification practices. Journal of Counseling and Development, 66 (2), 96-
99.

Erwin, P.G. (1993). Social problem solving, social behavior, and children’s
peer popularity. The Journal of Psychology, 128 (3), 299- 306.

Feng, H., & Cartledge, G. (1996). Social skill assessment of inner city Asian,
African, and European American students. School Psychology Review, 25 (2),
228-239.

103



Forehand, R., Parker, J. B., Richard, K., & Vosk, B. (1982). A multimethod
comparison of popular and unpopular children. Developmental Psychology, 18 (4),
571-575.

Frentz, C. (1991). Popular, controversial, neglected, and rejected
adolescents: Contrasts of social competence and achievement differences. Journal
of School Psychology, 29 (2), 109- 120.

Friedrich, L. K., & Stein, A. H. (1975). Prosocial television and young
children: The effects of verbal labeling and role playing on learning and behavior.
Child Development, 46, 27- 38.

Galloway, B., & Porath, M. (1997). Parent and teacher views of gifted
children’s social abilities. Roeper Review, 20 (2), 118-121.

Gander, M. J., & Gardiner, H. W. (1995). Cocuk ve Ergen Geliimi (B.
Onur, Ed.), 2. Baski, Ankara: Imge.

Goldstein, A.P. (1981). Psychological skill training. New York: Pergamon
Press.

Goldstein, A.P., Sprafkin, R.P., Gershaw, N.J., & Klein, P. (1980). Skill-
streaming the adolescent: A structured learning approach to teaching prosocial
skills. U.S.A.: Research Press.

Gottman, JM., Gonso, J., & Rausmussen, B. (1975). Social interaction,
social competence, and friendship in children. Child Development, 46, 708- 718.

Gresham, F.M. (1997). Social competence and students with behavior
disorders: Where we’ve been, where we are, and where we should go. Education
and Treatment of Children, 20 (3), 233-249.

Gresham, F M., & Elliott, S.N. (1990). Social skills rating system manual.
Toronto, Ontario: Psycan.

Gresham, F. M., & Elliott, S.N. (1993). Social skills intervention guide:
Systematic approaches to social skills training. Special Services in the Schools, 8
(1), 137- 158.

Gresham, F.M., & Nagle, R.J. (1980). Social skills training with children:
Responsiveness to modeling and coaching as a function of peer orientation. Journal
of Consulting and Clinical Psychology. 48 (6), 718- 729.

Gresham, F. M., & Reschly, D. J. (1987). Dimensions of social competence:
Method factors in the assessment of adaptive behavior, social skills, and peer
acceptance. Journal of School Psychology, 25, 367- 381.

104



Gresham, F.M., & Stuart, D. (1992). Stability of sociometric assessment:
Implications for uses as selection and outcome measures in social skills training.
Journal of School Psychology, 30, 223- 231.

Hargie, O., Saunders, C., & Dickson, D. (1994). Social skills in interpersonal
communication (3*. ed.). London: Routledge.

Hartup, W. W. (1983). Peer relations. In EM. Hetherington (Ed.),
Handbook of Child Psychology: Vol 4. Socialization, personality, and social
development (pp. 103-196). New York: Wiley.

Hartup, W. W. (1989). Social relationships and their developmental
significance. American Psychologist, 44, 120-126.

Haynes- Clements, L.A., & Avery, AW. (1984). A cognitive- behavioral
approach to social skills training with shy persons. Journal of Clinical Psychology.
40 (3), 710- 713.

Hazel, J.S., Schumaker, J.B., Sherman, J.A., and Sheldon- Wildgen, J.
(1982). Asset: A social skills program for adolescents. Champaign, Illinois:
Research Press.

Hersh, R, & Walker, H. (1983). Great expectations: Making schools
effective for all students. Policy Studies Review, 2, 147-188.

Hope, D. A., & Mindel, J. A. (1994). Global social skill ratings: Measures of
social behavior or physical attractiveness? Behavior Research and Therapy, 32 (4),
463-469.

Hops, H. (1983). Children’s social competence and skill: Current research
practices and future directions. Behavioral Therapy. 14, 3-18.

Horner, R., & Billingsley, F. (1988). The effect of competing behavior on the
generalization and maintenance of adaptive behavior in applied settings. In R.
Homer, G. Dunlap, & R. Koegel (Eds.), Generalization and maintenance: Life style
changes in applied settings (pp. 197-220). Baltimore: Paul H. Brookes.

Hortagsu, N. (1994). Parents’ educational level, popularity, individual
cognitions, and academic performance: An investigation with Turkish children. The

Journal of Genetic Psychology, 155 (2), 179- 189.

Howes, C. (1983). Patterns of friendship. Child Development, 54, 1041-
1053.

Hughes, J.N., & Sullivan, K.A. (1988). Outcome assessment in social skills
training with children. Journal of School Psychology, 26, 167- 183.

105



Ison, M. S., & Rodriguez, C. 1. (1997). Social skills development in the
treatment of behavioral disorders in children. Revista Mexicana De Psicologia, 14
(2), 129-137. (From SSCI CDE, Jan 98).

Jackson, N.F., Jackson, D.A., & Monroe, C. (1983). Getting along with
others: Teaching social effectiveness to children. U.S.A.: Research Press.

Jensen-Campbell, L. A., Graziano, W. G., & Hair, E. C. (1996). Personality
and relationships as moderators of interpersonal conflict in adolescence. Merrill-
Palmer Quarterly, 42 (1), 148-164.

Jordan, D. W., & Metais, J. L. (1997). Social skilling through cooperative
learning. Educational Research, 39 (1), 3- 21.

Kagan, C. (1984). Social problem solving and social skills training. British
Journal of Clinical Psychology, 23, 161- 173.

Kameeni, E. J., & Darch, C. B. (1995). Instructional classroom management:
A proactive approach to behavior management. New York: Longman.

Kavale, K., Mathur, S., Forness, S., Rutherford, R., & Quinn, M. (1997).
Effectiveness of social skills training for students with behavior disorders: A meta-
analysis. In T. Scruggs & M. Mastropieri (Eds.), Advances in learning and
behavioral disabilities (Vol. 11). Greenwich, CT: JAI Press.

Kelly, J. A. (1982). Social skills training. New York: Springer Pub. Comp.

Kent, D.W. (1997). A comparison of conflict resolution strategies used by
popular, average, and rejected children. MAI 35/ 06, Dec, 1896.

Kerr, MM., & Nelson, CM. (1989). Strategies for managing behavior
problems in the classroom (2™ Ed. ). U. S. A.: Prentice Hall.

Kramer, L., & Radey, C. (1997). Improving sibling relationships among
young children: A social skills training model. Family Relations, 46 (3), 237- 246.

Kupersmidt, J., Coie, J.,, Dodge, K. (1990). The role of poor peer
relationships in the development of disorder. In S. R. Asher & J. D. Coie (Eds.),
Peer rejection in childhood (pp. 274-308). Cambridge: Cambridge University
Press. ‘

Ladd, G.W. (1981). Effectiveness of a social learning method for enhancing
children’s social interaction and peer acceptance. Child Development, 52, 171-
178.

Ladd, G.W., & Mize, J. (1983). A cognitive- social learning model of social-
106



skill training. Psychological Review, 90 (2), 127- 157.

Ladd, GW., & Mize, J. (1988). Predicting preschooler’s peer behavior and
status from their interpersonal strategies: A comparison of verbal and enactive
responses to hypothetical solution dilemmas. Developmental Psychology, 24 (6),
782-788.

LaGreca, AM., & Santogrossi, D.A. (1980). Social skills training with
elementary school students: A behavioral group approach. Journal of Consulting
and Clinical Psychology, 48 (2), 220- 227.

Laursen, B., Hartup, W. W, & Koplas, A. L. (1996). Towards
understanding peer conflict. Merrill-Palmer Quarterly, 42 (1), 76-102.

Lewis, M., Michalson, L. (1983). Children’s emotions and moods. New
York: Plenum Press.

Libet, J., & Lewinsohn, P. M. (1973). The concept of social skill with special
references to the behavior of depressed persons. Journal of Consulting and Clinical
Psychology, 40, 304- 312.

Maag, J. W. (1994). Promoting social skills training in classrooms: Issues for
school counselors. The School Counselor, 42 (Nov.), 100-113.

McGinnis, E., Goldstein, A. P., Sprafkin, R. P., & Gershaw, N. J. (1984).

Skill-streaming the elementary school child: A guide for teaching prosocial skills.
U.S.A.: Research Press.

McGuire, J., & Priestley, P. (1981). Life_after school: A social skills
curriculum. Oxford: Pergamon Press.

McKim, B. J., & Cowen, E. L., (1988). A brief parent rating scale for
assessing young children’s adjustment. Special Services in the Souths, 4 (3-4), 55-
70.

Mehaffey, J. I. & Sandberg, S.K. (1992). Conducting social skills training
groups with elementary school children. The School Counselor, 40, 61-66.

Merrell, K. (1993). Using behavior rating scales to assess social skills and
antisocial behavior in school settings: Development of the school social behavior
scales. School Psychology Review, 22 (1), 115- 133.

Merten, D. E. (1996). Visibility and vulnerability: Responses to rejection by
nonaggressive junior high school boys. Journal of Early Adolescence, 16 (1), 5-26.

Milburn, J. F. (1974). Special education and regular class teacher attitudes

107



regarding social behaviors of children: Steps toward the development of a social
skills curriculum. Unpublished doctoral dissertation, The Ohio State University,
Columbus.

Mize, J. & Ladd, G.W. (1990). A cognitive- social learning approach to
social skill training with low- status preschool children. Developmental
Psychology, 26 (3), 388- 397.

Moreau, A.S. (1994). Improving social skills of third grade students through
conflict resolution training. ED375334.

Morganett, R.S. (1994). Skills for living: Group counseling activities for
elementary school students. U.S.A.: Research Press.

Morse, C. L., Bockoven, J., & Harman, M. A. (198'7). DUSO-R and
ACCEPTS: The differential effect of two social skills curricula on children’s social
skills and self-esteem. Child Study Journal, 17 (4), 287- 299.

Murphy, B. C., & Eisenberg, N. (1996). Provoked by a peer: Children’s
anger-related responses and their relations to social functioning. Merrill-Palmer

Quarterly, 42 (1), 103-124.

Newcomb, A. F., & Bagwell, C. L. (1995). Children’s friendship relations: A
meta-analytic review. Psychological Bulletin, 117, 306-347.

Newcomb, A. F., Bukowski W. & Pattee, L. (1993). Children’s peer
relations: A meta-analytic review of popular, rejected, neglected, controversial, and
avarage sociometric status. Psychological Bulletin, 113, 99-128.

O’Connor, R. D. (1969). Modification of social withdrawal through symbolic
modeling. Journal of Applied Behavior Analysis, 2, 16- 23.

Oden, S. L., & Asher, S. R. (1977). Coaching children in social skills for
friendship making. Child Development, 48, 496- 506.

Ogilvy, C. M. (1994). Social skills training with children and adolescents: A
review of the evidence on effectiveness. Educational Psychology, 14 (1), 73- 83.

Olivares, J., Martinez, M., & Lozano, M. (1997). Studying the effects of a
social skills training program for mothers and children. Psicologia Conductual, 5
(2), 277-293. (From SSCI CDE, Dec 97).

Parker, J.G., & Asher, S.R. (1989). Peer relations and later personal
adjustment: Are low- accepted children at risk? Psychological Bulletin, 102, 357-
3809.

108



Parker, J.G., & Asher, S.R. (1989, April). Peer relations and social
adjustment: Are friendship and group acceptance distinct domains? A paper
presented at the biennial meeting of the Society for Research in Child
Development, Kansas City, MO.

Pellegrini, A. D. (1992). Kindergarten children’s social cognitive status as a
predictor of first grade achievement. Early Childhood Research Quarterly, 7, 565-
577.

Phillips, E. (1978). The social skills basis of psychopathology. New York:
Grune & Stratton.

Powless, D.L., & Elliott, S.N. (1993). Assessment of social skills of Native
American preschoolers: Teacher’s and parent’s ratings. Journal of School

Psychology, 31 (2), 293- 307.

Putallaz, M. (1983). Predicting children’s sociometric status from their
behavior. Child Development, 54, 1417-1426.

Putallaz, M., & Gottman, J.M. (1981). An interactional model of children’s
entry into peer groups. Child Development, 52, 986- 994.

Rivera, B. D., & Rogers-Adkinson, D. (1997). Culturally sensitive
interventions: Social skills training with children and parents from culturally and
linguistically diverse backgrounds. Intervention in School and Clinic, 33 (2), 75-80.

Rosenfarb, 1.S., & Mintz, J. (1992). Assessing social skill in role- play
scenes: Is personal relevance relevant?. Behavioral Psychotherapy, 20, 141- 145.

Ruffalo, S. L., & Elliott, S. N. (1997). Teachers’ and parents’ ratings of
children’s social skills: A closer look at cross- informant agreements through an
item analysis protocol. School Psychology Review, 26 (3), 489- 501.

Schlundt, D., & McFall, R. (1985). New directions in the assessment of
social competence and social skills. In L.L’ Abate and M. Milan (Eds.) Handbook

of social skills training and research. New York: Wiley.

Schneider, B. (1992). Didactic methods for enhancing children’s peer
relations: A quantitative review. Clinical Psychology Review, 12, 363-382.

Sprafkin, J. N., Liebert, R. M., & Poulos, R. W. (1975). Effects of a
prosocial televised example on children’s helping. Journal of Experimental Child
Psychology, 20, 119- 126.

Sprinthall, N. A, & Collins, W. A. (1988). Adolescent Psychology: A
developmental view (2™ ed.). New York: Random House.

109






