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ABSTRACT

George J. Rafferty
A Study Examining Social Skills Ratings in a Special Education Classroom
1996
D, Dihoff, S-:-hml Psychology Program

The purpose of this study was to examine the degree of relationship between
students’ self-ratings scores and their teacher’s and teacher assistant’s scares. Ten
students classified ED were chosen, along with a social comparison group of ten regular
education students. A correlational matrix was computed to measure the degree of
association between students’ self-ratings and their teachers’ ratings of them. The sarne
was done for the regular education sample. Two t-tests for independent samples were
1sed to (1) measure any differences betweet the ratings of the special education teacher
and the regular education teacher, and (2) measure any differences between the self-
ratings of the students with EBD and the regular education students. Results showed
significant correlations between the special education teaches’s aud the teacher assistant’s
ratings of the students with EBD in the areas of Classroom Survival Skills and Dealing
with Feelings. A significant correlation was shown to exist between the regular education
teacher’s ratings and stodents’ self-ratings in the area of Dealing with Stress only. At-
test for independent samples showed that students with EBD were rated lower than their
regular education peers in all social skill areas. No significant differences were found

betwesn the self-rating sceres of the student samples.



MINI-ABSTRACT

George J. Rafferty
A Study Examining Social Skills Ratings in a 8pecial Education Classroom

1996 :
Dr. Dihoff, School Psychology Program

Students’ seli-rating scores and their teachers’ ratings were measured for
correlations. A regular education sample provided a social comparison. Results showed
significant correlations between the special education teacher’s and the teacher assistant’s
ratings in the areas of Classroom Survival 8kills and Dealing with Feelings. A significant
correlation was found between the regular education teacher’s and the students’ self-

ratings in the Dealing with Stress area only.
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CHAPTER 1
INTRODUCTION

Social skills training should be an essential component in any curticulum for
srudents with emotional and behavioral disaﬂcrs (EBL)). However, a study by Beare
(1991) indicated that social skills training was not being used in mast classrooms for
students with EBD. For instance, Beare (1991) reported that the mean percentage of
students receiving social skills training was 41%, the median was 25%, and 34% reported
that none of their students received such training. Furthermore, respondenss were polled
by Beare on the following four interventions for students with EBD, (a) applied
behavioral analysis, (b) counseling, (c) social skills training, and {(d) consultation (1991).
Beare’s study demonstrated that only 44% of respondents were trained in using social
skills training and only 53% ever used the method (1991, p. 213). However even though
social skills training was not proven to be a widely used mrervention, 84% of teachers
using this method wirh students with EBD found the intervention highly effective (Bears,
1991). Clearly there is a need for more research investigating the effectiveness of using
social skills training as almajm" intervention for studenis with EBD. .

Steinburg and Knitzer (1992) identify another probletn with programming for
students with EBI}, and that is the aver reliance on behavior management technicues or
what thev refer to a5 “the curriculum of control™, In their study, Steinburg and Knitzer
(1992), correctly criticize curriculums or ohjectives that primarily focus on controlling
hehaviar by stating, “ While it keaps a classroom quiet and orderly, the currieulum of
contral is unresponsive to these children’s seriously underdeveloped social skills™ (p.
149}, More disturbing is the fact thal recent research (Shores, 1989; Smith & Simpson,
10%9; cited in Steinburg & Knitzer, 1992) documents that few if any social and

behavioral goals are ever written in [EPs. Although it is clear from the research cited that



students with EBD need social skills training, often this intervention in not included in
gurriculums or uged in elassrooms.

Oine study targets the teacher as an important element in any program for stadents
with EBD. Grosenick et al., reported that teachers of students with EBD have more
authority in developing and choosing their curriculum and methods than most other kinds
of teachers (1987). For instance, Grasenick et al. (1987), stated, “Despite the presence of
gther program personnel (e.g., special education administrators, program administrators,
program supervisufs], tvachers of the behaviorally disordered are ultimately responsible
for nearly all aspects of program implementation (p. 165).  This finding has both
positive and negaﬁvg implications. Negatively it reflects an apathietic: position on behalf
of public school districts to develop comprehensive programs for smadents with EBD.
Thig is supported by Grosenick et al., (1987) finding that most districts surveved bad no
formal program evaluation plan 1o help provide the type of formative assistance with
ooals, curriculum, and methods that is common for teachers of fﬂgﬂlﬂl‘ education {p. 167).
Pasitively speaking, however, teachers of students with ERD are given more freedom

when it comes to deciding what to include and lzave out in their classroom curriculums,

NEED
The need for this study is crucial for demonstrating the following three
educationally imporiant principles for servicing students with EBD: (2} the value of
using social skilis Interventions in a self-contained classroom sctting; (b} a model for
teachers 10 vse when assessing the social skills of students, and; {¢) the necessity for

incorporating social skills in the curriculum that have social validitity for students and

teachers alile.



PURPOSE
The purpose of this study is to examine, using a social skills rating scale in a
middle school self-contained classroom for students with EBD, the degree of relationship
existing between students” self-rating scores and their teacher’s and teacher assistant’s
scores. These findings will be compared to a regular education classrcom for social

COMPArLSON purposes.

HYPOTHESIS

In this study the following hypotheses will be examined:
1. In regard to the special education classroom, a relationship will exist
between the social skills rating scores of the teacher and teacher assistant,
the teacher and the students, and the teacher assistant and the students.
2. Students without EBD will be rated higher in social skills areas than their
peers with EBD by their respective teacher.
3. In regard to the five social skills areas viewed, there will be a difference
between the self-rating scores of the students with EBL! when compared to the
self-rating scores of their regﬁla: educaticn peers.
4. In the regular edncation ¢lassroom, a relationship will exist between the

teacher’s scores and the students’ self-rating scores in the five skull areas. -

A PSYCHOEDUCATIONAL APPROACH
Tn this section, the basic model and assessment approach adopted for use in this
study will be discussed, along with the types of students who can benefit from this
approach, and the trainer skills needed for implementing it.
The social skills rating scale used in this study is based on Arnold Goldstein’s
Skillstreaming Curriculum and Structured Learning Approach (1980). Defined by



Cartledge and Milbum (1995), “Skillsireaming is a systematic, psychn-:ducatioﬁﬂ]
intervention demonstrated in many investigations to reliably teach a fifty-skill curriculum
of prosacial behaviors™ (p.314}. The terms Skillstreaming and Struetured Learning (SL}
are used interchangeably in the literature, but both refer to the specific approach,
developed by Goldstein, for teaching prasocial behaviors to students. The toots of the
psfchﬂeducationa] approach, as outlinad by Goldstein, can be traced to learning theories
and psychological research starting in the 1950°s and early 19607s (1980). In addition,
educationat developments in moral education influenced the belizf that didactie,
instructional, and audio-visual techniques ca;n be used to enhance individual’s
psychological well being (Geldstein,1980).

Psychoeducational approaches are becoming more popular in current
psychotherapy. Psychoeducationalists view an individual’s mental health problems as
being caused mainly by skill deficiencies. As a result, alleviating mental health, social,
and interpersonal difficulties becomes a training issue. Individuals who are having
difficulty engaging in satisfying living require training in acqumng the specific skiils
necessary for accomplishing such goais.

Skillstreaming is a prescriptive psychoeducational approach. Prescriptive
teaching is similar to precision teaching, data-based instruction, and direct instruction,
These teaching methods have five basic techniques in common, they appréach instruction
by (a) assessing behaviors or skills, then (b) selecting or targeting skills to be tanght, (c)
task analyzing each skill into its component parts, (d) instructing students on each skill,
and finally (&) msasuring the degree and effectiveness of the instruction. The instructor
Tepeats this prescriptive cycle until students achieve all their objectives.

Before discussing the basic cnmponents; of Structured Learning, the kinds of
students who car benefit from Sldllstreaming will be presented. Goldstein relies on
Quay's three general categories of classification for behaviorally disordered adolescents:

(1) aggression, (2) withdrawal, apd (3) immaturity {Quay, 1866; cited in
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Goldstein,1980). Goldstein agrees thar most behaviors exhibited by behavicrally
disordered vouth can be placed into one of Quay’s categories. The first category,
aggression, ENCOMpasses most antisocial acts directed toward others. For example,
fighting, disruptiveness, profanity, destruction of school property, defiance of authority,
quarrelsomeness, high levels of attention-seeking behavior, and low levels of gu_ilt
feelings are all characteristic of z2n aggressive type student (Quay, 1946, cifted in
Goldsiein, 1980G). However, Quay (1966) reports that withdrawn hehaviorally disturbed
students typcally exhibit feelings of depression, feelings of inferiority, self-
consciousnass, shyness, and anxiety (cited in Geldstein, 1 98(5). These patterns of behavior
typically involve pulling back or away from social interaction with others. Finally, the
immature student is one that may be engaging in appropriate behavior for a particutar

" developmental level, but just not their own, For in,ﬁtance, crying, pouting, stubbornness,
foolishness, and stlliness may be appropriate for vounger children, but become largely
inappropriate for an adolescent. All three types of students present challenges to school
personnel and communities, but the most troublesome type tends to he the appressive
student. These students come to the attention of school personnel more often than most
ather types of students. Goldstein adds, “Children and adolescents whose behavior
teflects this pattarn in the extreme are likely to be . . . involved with the courts and gocial
institutions for delinquents™ (1980,p. 3). In addition, Goldstein adds that “normal®™
youngsters who need assistance overcoming common developmental hurdies may benefit

from: Skillstreaming as well (1980),

DEFINITIONS
The ierm Emotional and Behavioral Disorders (EBI) is used to tefer to those
students who are classified “Fmotionally disturbed™. Accarding to N.J.A.C. 6:25-3.5 (d),
Emotioﬂy Disturbed means the exhibiting of seriously disordered behavior over an
extended peried of time which adversely affects educational performance and shall be

5



characterized by: (1} an inability to build or maintain satisfactory mrerpersonal
relationships, or; (2} behaviors inappropriate to the circumstances, a general pervasive
mood of depression or the development of physical symptoms or irrational fears. OFf
course, a full child study team evaluation, along with 2 psychiatric examination is
required before a srudent can be 1zbeled EBD.

Generalization refers to the effects of a social skills intervention that po beyond
the immediate training setring. Géne;alizaﬁan does not occur antomaticalty and should
be proprammed into the ntervention, I trainers want to enswure its success.

Mainstream classes are those subject areas in winch handicapped students are
included and receive instruction along with their non-handicapped peers.

Maintenance is a termn used in social skills training programs that refers to any
effects of the social skills intervention that continue after training has stopped. Like
generalization, in order for maintenance to occur it must planned for and programmed
nto intervention program.

Psychoeducational model is 2 generic term used to refer to those approaches that
apply research proven psychological principles to educational settings.

Skillstreaming refers to the curriculum of social skills developed by Amold
Goldstein.

Social comparisen is a2 commonly ceferred to the practice of comparing special
education strdents to their regular education peers in order to measure the degree of
difference between the two groups. The regular education group usually represents a
standard for which special education students aim to achieve.

Social skdlls will be defined narrowly here as those skills identified within the
skillstreaming curriculum and used in the training sessions of this study.

Social validation occurs when teachers, other school personnel, parents, and
students view the social skill areas in the training program as socially useful, important,

and necessary for success in school.



Structured learning is the approach developed by Goldstein (1980) that
incorporaies the following learning techniques: modeling, role playing, performance

feedback, and transfar of leaming,

ASSUMPTIONS
" This researcher recognizes the following factors as passible sources of
confounding variables: the evaluators” skill level, sample selection and size, the rating
scale, and setting. As a resulr, these factors are digenssed here 1o alleviate any cause for
concern that they will impact the results of this study.

The Instructors in this study have had no formal training in the teaching of social
skills, However, each instructor has a thorough knowledge of the Skillstreaming
Curriculum, as well as the components of the Structured Learning approach. The special
education teacher has been teaching students labeled ED for six y;e:ars, both at the
<lementary and junior high levels., The teacher assistant, participating in this study, has
been assigned to self-contained special education classrooms for seven vears. In addition,
both trainers have worked closely for two vears in the self-contained ED classroom used
in. this study. This researcher is confident that both evaluators possess the necessary skills
ta rate studsnts accurately, bowever a Pearson product-moment correlation will be
computed to measure degree of interrater reliability. |

A second source of concern is in the areas of sample size and selection. Ideally,
subjects should be selecied in a random manner and in preat encmgh numbers 1o ensure
reliability. However, due to the special focus of this study on a select sample of stndents
with EBD receiving instruction in a public middle school self-contained classroom, the
ten male students chosen were selected based on placement criteria and availability. In
addition, the ten male repular education students were selected based eon their similarities

te the special education group, wtilizing social comparison eriteria, by the regular



education and special education teachers. In repard to the sample group, one must be
aware of these sources of confounding variables. |

Third, the rating scale may present a source for confounding variables in regard to
each raters’ interpretation of the meanings of the social skills bzing rated, the honesty of
the srudents’ self-ratings, 2nd in the manner in which it was admiuistered in the two
settings. Since the social skills are defined in congrete operational teoms, ittle confusion
is anticipated from the raters. Also, the special and regular education teachers made
elforts to expléin fully and uniformly the directions for completing the social skills scale
to their students.

Lastly, the‘settings used in this study were not under the control of this researcher.
As a result, students will undergo social skills assessment in the same small, self-
contained clessroom in which all their other academic subjects are taughi. The size of the
¢lassroom also limited this researcher’s ability to arrange fumniture in a manner raost
conducive to the assessment of social skills. However, except for size , the classroom
does resemble most others in the school wﬁefe students will peed to transfer and perform
social skills. Repular education students will undergo assessment in their regular

classroom.

LIMITATIONS
There are several limitations in this study that impact an the generalizability of the
regults, First, one must be careful not to generalize the results of this study to students
outside of this sample group, especially because of the small sample size selected and the
specialized group targetied. For example, the results do not apply to smdents in different
grades or with different classifications. [n addition, subjects are preadolescent, ten to
thirteen year old, male students classified ED, receiving instruction in a self-contained

classroom. Therefore, these findings do not peneralize to students receiving services in



other settings like, resource center, mainstreamed classrooms, or tﬁose fully included in
regular classes. |

Classification criteria for labeling students ED also impact on the generalizability
of the results in this study, Although thete are federal definitions for special educarion
classificadon categories, most states cutling thelr own criteria. The result is classification
criteria that varies from state to state, However, this researcher will argue that variation
can be found even between school districts, since community standards and norms
ultimately irtluense what behaviors constitute emotional disturbance.

Finally, this is a correlational study providing information regarding a select
sample group, One can not take the results of this study and generalize them to all

students, since they speak only to the uniqueness of this sample.

OVERVIEW
In this section an overview of what will occur in the ensuing chapters is presented.
In chapter 2, a detailed review of the literature is provided. Research studies outlining
and explaining the importance of sacial skills assessment and training will be reviewed.
In addition, the results of the literature will show the effects of various social skitl
interventions on student populations labeled Emotionally Disnwrbed (ED). In Chapter 3,
the research design chose'n for this study will be outlined in detail. Finally, in Chapter 4

an analysis of the results will be presented.



CHAPTER 2 -
INTRODUCTION

The necessity and impartance for including social skills training in programs
serving students with EBD is being emphasized more in both educational settings and the
research literatupe. In addition, states are recognizing the need to mandate school districts
to include social skills traiﬁing in their programs for students with EBD. For instance, in
the state of New Jersey, programs for smudents with moderate behavioral handicaps are
required to focus on helping them with: (1} improving ability to build or maintain
satisfactory relationships with others; (2) decreasing behaviers which interfere with
other pupils® social/emotional or academic growth; (3) increasing self-control, and; (4)
{nereasing social skills for successful group participation (New Jersey Administrative
Code, 1994, 6:23-11.12). However, even though state departmentis of educaiion,
educational professionals, and researchers are aware of the positive impact social skills
programs can have on students with EBD, there 13 little consensus on which model er
approach to implement, the best way (o measie program effectiveness, and 2 proper
definition for social skills.

Before presenting the lterature review there is a need for a boet word in regard 1o
appropriately defining social skills. Social skills can be defined broadly or specifically.
Even though no real consensus for one definition of social skills is reached in the

literature, & widely aceepted verston is provided by Gresham and Elliot (1984} as:

those behaviors which, within a given situation, predict
important social outcontes such a3 (a) peer acceptance or
popularity, (b) significant others’ judgments of behavior, or (¢)
other social behaviors known to correlate consistently with peer
acceplance of gignificant others® judgments (cited in Cartledge &
Milbum, 1994, p.4).

10



Althaugh the above broad definition provides a hasis for validating the Importance of
social skills, researchers Schloss, Schloss, Wood, ard Kiehl {1986) recommend that
social skills be defined as speciiic behaviors described in ways that allow rsliable
obsereation and rake the sulyects’ age and specific social context into consideration {cited
in Cartledge & Milburn, 1995). As a result of defining socizal skills spﬁciﬁcaﬂy and
ﬂpératiﬂnally, reliable research studics can be conducred on program effectiveness and
generalization effects.

In this chapter an in depth rc'.;iew of the social skills research Literature will be
eonducted. First, a discussion on the importance and need for social skills training with
handicapped students will be given. In addition, the concepts of social validation and
suéial comparison will be discussed as it is related to social skills selection and training.
Second, studies that measure the efiects of social skills training ;afith various types of
indivictuals will be rcvielw‘:d. Third, social skills research will be reviewed and presented
as if relates to the following areas: (1) peers; (2) social problem-solving; {3)
interpersonal communication; (4) mainstreaming, and; (5] generalization and
maintenance. Finally, a swwmary highlighting the major findings of the sfudics reviewed
will be given, along with the ways upon which this present study adds to the past research

base.

THE CASE FOR SOCIAL SKILLS TRAINING
The case for including social skills training in the schoal curriculum, especially
for students with EBD, is being repeated more ofien than ever before in the research
literature. Gresham (1981) reports that handicapped students who are aaﬂcieni in social
skilig ave often poorly accepted by their bandicapped peers. In additiun, Gresham (1989)
writes that handicapped students that are deficient in social skills and/or negatively
accepted hy their peers have a high incidence for school maladjustment, childhood

psychopathology and adult mental health difficulties (cited in Pupaut & Folkert, 1994},

11



This seems to be confirmed by a 5-year longitudinal research study being conducted by
Walker, Shinn, O'Neil, and Ransez (1987}, in which they found significant differences in
their subject pool which cousisted of an antisocial group and a non antisocial comparizson
Eroup. For mstance, in the evaluation of their antisocial group, after one year, Walker et
al. (1587) found they were significantly less academieally engaged in instructional
settings, Initiated negative peer-interactions ten times more than their peers, had more
discipline contacts with the principal, and experienced greater social failure and exposure
to spacial education sources than non antisocial peers. The imporrance of these findings
suggest that if students at-risk for antisocial behavior can be identified early and receive
sacial skills training in deficient areas, then greater maladjustment problems may be
avoided later.

A survey study by Baumgart, Filler, and Askvig (1991) revealed that special
education teachers and educational experts consistently rated social skills a curriculum
pﬁc—rity, while parents viewed academic subject areas as most hnportaﬁt. Interestingly,
Goldstemn, Sprafkin, Gershaw, and Klein {1983), when presenting their structured
learning approach to teaching social competence, remarked that special educaﬁoﬂ
teachers showed a greater interest in their social skills curriculum and training program
than tegular education teachers. Maybe this is becanss many times regular educators do
not have either the roem in their curriculum or time in their schedules for teaching social
skills. On the other hand, Goldstein et al. {1983), attributes the snecess and acceptance
of their program to its compatibility with the federal mandate Public Law 94-142, which
requires that students be included in the least restrictive educational environments.
However, Gresharn (1981, p. 140) states that the, “placement of handicapped children
into regular classrooms without providing them with the sacial skills which are critical to
peer acceptance may resuit in increased social isolation and 2 more restrictive social

environment.”
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The importance of social skills and the training of such skills has been
demonstrated through social validity, as well. Social validation refers to the process by
which parents, teachers and students conclude that a set of social skills is both necessary
and important. For instance, Williams, Walker, Holmes, Tolis, and Fabre (1989, p.19}
write that * Social skills curricula should, whenever possible, include skills that have
been pasitively validated by teachers, peers, and the targets of such training™.
Furthermere, William er al. (1989) in their study investigating the socia? validity of
aolescent social skills found that both, repular education teachers (n=183) and students
(n=437) viewed soclal skill in areas like relating to others, relating to teachers | and
relating to yourself a5 very important. ,

As indicated by the above discussion, the determination of what social skills are
important can best be determined by students, teachers, and parents deciding together.
However, ancther method known as social comparison has helped many researchers
determine what overall skills to target for trammg with handicapped students. Social
comparison refers to using non handicapped peer groups as a normative model for
measuring apprapriate social behavior. For instance, Macklin and Matson (1985) showed
in their study, which matched 30 hearing impaired children on age (8-14) and sex with
equal members of nonhandicapped children, that differences in social skills deficits and
excesses can be seen. A study by Walker and Hops (1976) used not handicapped
subjects a5 a baseline in which to measure  the treatment effects ufa social skilis
intervention on subjects thai “exhibited relatively low rates of appropriate classroom
behavior * (p.160). The important finding of the Walker and Hops (1976) study, in which
nonhandicapped students were used as anormatiﬁe standard, was t‘hat even though the
handicapped treatment groups managed to surpass their nonhandicapped peers in their
use of appropriate classroom behaviors during treatment phase, fonOWuup MEasures
indicated that their behaviors were not maintained and returned to levels below that of

their peers. One study by Guuwer, Fox, Brady, Shores, and Cavanaugh (1988), using non
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handicapped peers as standards for measuring the generalization effects of social skills
training with autistic children, found no increase levels of social Interaction with non
handicapped peers and non trained handicapped peers. Another study by Cartledge,
Smpay, and Kaczala {1986), showed no significant differences hetween learning disabled

students and non hendicapped students’” abilities to demonstrate empathy in various social

situations.

As shown in a survey study by Pray, [all, and Markley (1892), ir which social
skills goals were selected for Individualized Education Programs (].EPS), is that many
tmes the goals wachers select for training reflect the areas that they deemn most
important. For in;tance:, although Pray et. al (1992) suceessfully demonstrated that social
skills were listed in the student TEPs, they found that most focused on academic reiated
behaviors rather than on interpersonal social skills. Therefore, it is important to keep in
mind that the selection of sacial skills sbould be baged on social validity and social
comparison principles in order for them to be viewed as important and necessary.

Finally, in an effort to assist and guide teachers through the ocean of social skills
pragrams that bave proliferated just over the last decade, articles have been published on
the promising practices in teaching social skills 1o bandicapped students {Carter & Suga,
1988), on how to choose effective social skills eurricula for behaviorally disordered
students (Epstein & Cullinan, 1987), and on a decision model for .teachers to use when
selecting and analyzing 2 socal skills curriculum (Carier & Sugai, 198%). Nevertheless,
the mast important reason for including social skills training within the school
curriculum, is best summarized by Epstzin & Cullinan {p,21, 1987) siatement revealing
that *historically overlooked in explanations of normal and abnormal development, social
c;Jmpﬁtﬂnce is now recognized by leading child psychologists as critical ro sueeessfil tife |

adjustment™.
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SOCIAL SKILLS INTERVENTIONS

In this section, research studies measuring the effects of social skills interventions
will be discussed in regard to their focus on the types of social deficits and excesses
targeted, population of subjects used in the study, their findings, and the treatment
settings emphasized in the study. The following subsections have bm;:n developed to
provide focus for the reader on the varying focuses of social skills intervention on
age/developmental levels and school levels selected for treatment settings: (1)
Preschool/Lower Elementary Grades; (2) Upper Elementary/Junior High Schaol; (3)
Ourpatient/Inpatient Chrical Setrings and with {4) Court Adjudicated Youth.

Preschoeol/Lower Elementary School

Social skills training has been appiied to all 2ge levels, but the preschool/lower
elementary school grade interventions demonstrate that they can be effective at this level,
toe. In addition, social skills training holds a special importance with younger children as
some research has indicated that remediation of social skills deﬁciﬁ and excesses can
lead to better adjustment late_r. The Head Start program movement was based on the
premise that if intervention is implemented early, bigger problems can be avoided later.
Ap ABAB reversal design study conducted by Parrish, Cataldo, Kolko, Neef, and Egel
(1986, in which preschool children aged 3 to-5 underwent social skills training based on
operant behaviorism, demonstrated a positive increase in appropriate behaviors with an
tnverse decrease in non targeted inappropriate behaviors. This study is extremely
inportant because it shows that sc-n:ia.l skills interventions not only can have a positive
effect on targeted behaviors, but on untargeted ones, as well. In addition, Parish et. al
(1986) help demonstrate behavioral covariation berween appropriate and inappropriate
social behaviors, indicating that when one behavier 13 changed a direct inverse change

can occur in another.
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Operant behavioral principles have been suceessfully implemented in social skills
interventions with positive results. For instance, Sullivan & ’Leary (1990) were able to
demonstrate the effects of cost token programs on the maintenance of social skills
targeted in treatment following reward. Their study results indicated that both cost token
and reward practices are equally effective in increasing the percentage of on-task hehavior
in young children. Ir addition, Sullivan & O"Leary (1990} show that the efforts of
applying behaviaral principles to changing behavior are lasting even afier treatment is
fadsd. Other researchers have met with similaf suecess for instance, McMahon |
Wacker, Sasso, & Melloy (1994) not only effectively demonstrate the reliabiliry of the
findings in the previous studies, but show that a single social skills intervention can have
multiple positive effects on young children’s behavior acrass a variety of settings, in
regard 10 response covariation, increases in positive social interaction with peers,
collateral behavior changes, and on-task behavior. The research resuits of social skills

training with yousig ¢hildren are both positive and encouraging.

Upper Elementary/Janier High

S0cial interventions with elementary and junior high students with EBD have met
with the same success of studies focusing on ylounger children. Studies exploring ihe
Uses ol operant behaviorism and social leatning approaches will be presented. In terms of
a group approach ¢ training elementary students, La Greca & Santogrossi {1990} have
revealed results that support the efficacy of such an approach for improving a child’s
social behavior with peers. These researchers importantly point out that preschoolers and .
elementary students differ in the complexity of their conversational skills, therefore their
sample focused on the latter group. Although, generalization and maintenance of social
skills were lacking in their study, La Graca & Santogrossi (1980, p. 25) successfully
demonstrated that “Children who experience some difficulty in peer social interactions in

a narmal classraom setting can be taught to improve their social behaviors through
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ingtruction and practice™. In their study focusing on training assertive interpersonal
behaviors to elementary school children ages 8 to 11, Bamstein, Beliaclk, and Hersen
(1977) employed a mutiple-baseline across individuals design to zﬁe:as'.ure the effects of
their social skitls intervention.

Bomstein et al. (1977) used direct instruction, feed back, behavioral rehearsal,
and modeling, all social learning prineiples, and demonsirated a positive increase in
assertive behavior of children across settings and maintained across a two and four week
time period. However, 4 study by Sasso, Melloy, and Kavale (1990), usiﬁg the social
learning principles found in Goldsteln et al.’s (1983} Structured Learning approach with
behaviorally disordered children ages 7 to 14 demonstrated an increase in most skill areas
having to do with positive ways of dealing with aggression, stress, and feelings. In
addition, Sasso et al. (1990) showed that these behaviors could be generalized to other
settings maintained over an entire school year, and inversely aﬁ'eﬁ't non-targeted negative
behaviors (response covariation).

Finally, Bulkeley and Cramer (1990) successfully implemented a social skills
intervention as part of the curriculum in a secondary school, with young adolescents ages
i2 1o 13 that demonstrated social skills difficulties. In this stud}'; Butkeley & Cramer
(1990}, employed group social skills training methods aﬁd comparcd the training group
with a cnmpérison of untrained peers, the result indicated that while significant
improvement was shown in the treatment group there was no improvement in the
untrained group. These studies indicate that social skills intervention can be successfully

implemented with upper elementary and jumior high students, especially those with EBD.

Outpatient/Inpatient Clinical Settings
In thig section, studies examining the effects of social skills training on youngsters
receiving services in either ontpatient or inpatient setiings will be presented. It is

imporiant to note that these youngster represent a category of subjects who exhibit social
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skifls difficulties that are more severe than most students, including handicapped students
and these with EBD, currently heing served in regular public schﬂbl settings.

An empirical ¢ase study conducted by Franco, Christoff, Crimming, and Kelly
(1983) with an exiremely shy young adolescent 14 year old boy receiving mental health
services in an outpatient clinic, revealed that a behaviaral intervention significantly
imi:raved his conversational gkills with both significant others and individuals he had
never met before. A multiple baseling design across behaviors was used to assess
treatment effects by using frequency fecordipg and subjective reports by significant
others. As aresult, a significant increase in the frequency in the use of appropriate
conversational behaviors, generalization and maintenance across settings and time, and an
increase in favorable ratings by both peers and significant others who knew i {Franco
et al., 1983). Researchers condueting a study, using a 10 year old male teceiving
treatment in a residential growp home, were able to teach basic social skills in the
following three areas; greeting others, departing skills, and telephone conversation skills
(Ford, Evans, & Divorkin, 1982). The teaching components of this intervention are
similar to those used in 4 Strucu.mﬁ Learning approach. Ford et al. {1982), were not onlty
able to increase the use of appropriate social behaviors, but were able to maintain them
gver time.

A important study by Matson, Esvelt, }awson, Andrasik, Ollendick, Petti, and
Hersen {1980}, using four chiidren with EBD between the ages of 9 and 11 in a hospital
setting showed that observational learning or modeling alone was not as effective in
maintaining and generalizing social skills to other setting as the combined effects of
diré.ct instruction, performance feedback, modeling, role playing, and social
reinforcement. Finallv, a cautionary message about relying solely on role playing as a
primary assessment tool in social skills interventions. A smdy by Bellack, Hersen, and
Turner (1979) examined the validity of using role playing and structural interviews to

assess the social skills behaviors of 28 psychiatric patients for determining their behaviar
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in vivo situations. The findings reported by Bellack etal. (1979), indicated that thers
was no valid reliable correspondence between behaviors demonstrated in the role playing

sessions and those exhibited in vivo situations.

Court Appointed Settings

Two studies focusing on using social skills interventions with court adjudicated
youth, one with suhjects on probation and the other using incarcerated female subjects,
will be presented. This population of youth represent the final outcome of children that
have received ne social skills taining or remediation during their life. BEventnzlly, as
some studies indicate these vouths are more likely to be arrested by the police and come
under the supervision of the courts.

Fortunately, even at this stage, suecess has been achieved with social skills
interventions used with this popularion. Hazel, Schumaker, Sherman, and Sheldon-
Wildgen (1982), applied a group maining program for teaching social skills to 13 conrt
adjudicated youths on probatien with a juvenile court, and instructzd them in eight skills:
giving positive feedback, giving negative feedback, accepting negative feedback, resisting
peer prassure, preblem solving, negotiation, following instructions, and conversation.
Hazel et. al (1982), used the same procedures and companents found in Struchired
Learning with results showing substantial skill increases in all skill levels. An 8 month
follow-up revealed that the youth were still maintaining good retention of the skills, as
well as rating themselves more competent than before. Another study by Mathur and
Rutherford (1994) utilized 9 female incarcerated javeniles ages 13 to 17 vears as
subjects. The subjects were shown to have various social skills deficits and excesses in
inappropriate bebaviors, as well as educational handicaps. Researchers used a Positive
Talk social skills curriculum and applied Structural Learning principles in training,
resulting in the successful promotion of targeted social skills in generalizing to a natural
social context (Mathur & Rutherford, 1994). It is important, as it is indicated in Mathut
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& Ruiherford’s (1994} study to sysiematically program for the generalization of targeted

social skills to successfully ensure that area.

STUDIES EMPHASIZING SPECIAL FACTORS
In this section, studies that relate 1o the following unique sreas relevant to social
skilla training will be presented: (1) peers; (2) social problem solving; (3) interpersonal

communication; {4) mainstreaming, and; (5) generalization and maintenance.

Peers .

Social skills training approaches that consider the nonhandicapped peer group of
handicapped children, focus on the necessity of interpersonal social skills for enhancing
the acceptability of handicapped children by their ponbandieapped peers, and incorporate
peers imfo the actual training process have demonstrated extremely positive results. For
instance, Bierman, Miller, and Stabb (1987), in their study with 32 boys who were
rejected by their peers, showed in grades 1-3, that a combination of both dircet instruction
and & response cost token system led to improved sociometric ratings from nontarpeted
treatment partners, Socromelric measures are commonly used in social skills studies that
utilize peers. mainly hecause they ape ¢ffective In measuring peer preferences for social
interaction. Although, most sociometric measures are used to observe if handicapped
students with poor social skills are rejected by peers, Sinpleton and Asher (1977) applied
a soclometric measure lo assess if race and age were factors influsncing peer preferences
for social interaction m third graders. Their findings indicated that sex was the most
potent determiner of social interaction between young children tha.n sex and age
{Singleton & Asher, 1977). Wheeler and Ladd (1981) administerad the Children’s Self-
Efficacy for Peer Interaction Scale (CSPI), to determine construct lva]idity and rediability
and to develop an ingtrument for measuring clementary school children’s self-efficacy for

social situations. Thig CSPI Secale, hopefully, can be helpful to firture researchers when
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measuring whether children’s self-perception of social competence influences their
interpersonal bebavior is important (Wheeler & Ladd, 1981).

Training voung children in interpersenal skills can aid in increaging their positive
interactions with peers. Kohler and Fowler (1933) demonstrated that children trained in
prosacial behaviors received more play invitations from their peers than untrained
children. Resuits of another study conducted by researchers Bryant and Budd {1 934)
indicated that if children with EBD can be taught sharing behaviors their social initiative
will be more likely to be accepted by their nnnhan&ic:apped péers., hence increasing their
socja] interactions in a more normalized setting. Also, Bryant and Ladd’s {1984) results
indicated that teacher praise and prompting was helpfol in maintaining sharing behaviors,
in children with EBD, over time, On the other hs,mu;ld Odom, Chandler, and Ostrosky
(1992) examined the effects of fading teacher prompts after a pe&-ﬂﬁaﬁon intervention
with nonhandicapped children. Overall, Odom et al. (1992) found that when
nonhandicapped peers were trained to initiate social interactions \;\iith handicapped
children they continued to engage in this behavior even after teacher promptiog was
faded.

Although peers can be powerful agents of change in social skills interventions by
exerting positive influences on the behaviors of their peers, rescarch has not proven that
peers can be relied on solely as agents of change in such interventions. For instance,
Carden-Smith and Fowler (1984) indicated by the results in their study that if peers were
made monitors of a token point system, they frequently gave points whenever their peers
earned them, but when they were not monitored or received cntreétivc feedback they
consistently awarded points that were not earned. As a result, Carden-Smith and Fowler
(1992) recommend a combination of both teacher and peer-monitored interventions for a
more successful approach. Consequently, in a review of peer—meﬁiated interventions
promoting the social skills of chiidren with EBD, Mathur and Rutherford (1991) found

overall that these programs produced positive immediate treatment effects, identified
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numerous types of pecr-mediared approaches, and that for the mest part generalization

effeets have been ignored by researchers in such studies.

Social Problem-Solving

Some studics focus on increasing gocially appropriate behaviors in children with
EBD Ey incorporating a social problem-solving (SPS) component into their social skills
intervention. However, the results of such studies are suxed in rc;gard to the averall
effectiveness of SPS with students with EBD. For example, Amish, Gesten, Smith,
Clark, and Stark (1988) indicate that although students with behavioral disorders did not
differ from their nonhandicapped peers in their ability to penerate altemative solutions to
social problems, the resulis of this study showed thar these srudents more often pravided
solutions that were inadeguale, aggressive in nature, and socially incompetent. A study
by Brochin and Wasik (1942) supports these results, as well. In ﬁditinn, MNeal, Jenkins,
and Meadows (1990) found students with EBD, who received SPS training offered
solutions to social problems and conflicts thar were intrusive and aggressive. In closing,
the results of SP§ training with students with EBD is inconclusive. More research needs
to be done in the area of cognitive social problem-solving and the effect this {rainiog hag

on students’ with EBD abilities to generate socially competent and appropriate solations.

Interpersonal Training

Several studies will be presented here that emphasize either interpersonal social
skills training or functional communication skills traiming n thet intervention. First, a
multiple baseline analysis of an interpersonal training program with depressed vouth
conducted by Schloss, Schioss, and Harris (1983), reported positive results using a social
skills trawning package that in¢luded modeling, behavioral rehenarsal, feedhack, and
contingent reinforcement. Consequently, the depressed youth showed positive increase in

the use of largeted skills across settings. A study by Bates {1980) reports similar success
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using 16 moderately and mildiy retarded adults. The results of Bates’s (1980) study show
that although subjects acquired new social skills, infortunately these new social skilis
gains were not generalized to natural settings.

Functional communication training with students with EBD has demonstrated
great success. For example, Durand and Carr {1991) were able t-:?; use functional
commithication training successfully by demonstrating that their intervention not only
reduced challenging behaviars, but resulied in the new behaviors heing generalized to
other settings and maintained over time by at least 18 to 24 months. This study replicates
the results of thejr earlier study {Carr & Durand, 1985), in which ﬁisbeﬁviur Was more
© often szen in children when teacher attention was low and task difficulty was high.
Therefere, as a fanction of training children were taught how to appropaately seek
attention and ask for help, this training effectively suppressed m.isbehavior in4

developmentally disabled children.

Mainstreaming

Mainsireaming is another area of focus in the social skills research literature,
especially in regard to measuring the effects that such training has on enabling
handicapped stidents 1o be both included and maintained in mainstreamed settings over
time. Researchers like Gresham (1982) have pointed out that many times mainsireaming
15 based on the following three faulty assumptions: (1) that placing handicapped children
in classrooms with nenhandicapped children will increase social interaction between the
twa groups; (2) that placing handicapped children in mainstrearﬁcd sefting will increase
their social acceptance by others, and; (3) mainstreamed handicapped children will
model and imitate the socially appropriate behaviers of the their nonhandicapped peers.
All these assumptions are false and research studies reviewed by Gresham (1982, p. 423)
reveal that in order for handicapped children to be successfully mainstreamed they need



to be “trained in the social skills necessary for effective social interaction and peer
acceptance”.

In reviewing social skills research literature pertaining to mainstreaming
hehaviarally disordered children, Hollinger (1987) states that although the focus should
remain on training behaviorally disordered children in social skills, efforta need to be
made 1o improve pears’ negatively biased perceptions of such students. Cartledge, Frew,
and Zaharias (1983) found that when they examined both teacher and peer perceptions of
the social skills needs of mainstreamed students, esults showed that repular education
¢lassroom teachers viewed task-relaied academic skills as most itnportant and that
nonbandicapped children preferred interacting socially with other nonhandicapped peers.
Cartledsoe et al. {1985) suggested that the results of their study indicated that
communication and sports skills seemed to be a great determiner of a child’s social
acceptance in upper grades. Nevertheless, Ballard, Gottlieb, éomnan, and Kaufman
(1977) demonstrated that mainstreamed educable mentally retarded children in grades
3.4, and 5 were favorably rated by nonhandicapped peers after working together in small
cogperative groups for 8§ weeks. In addition, a study by Sainato, Maheady, and Sheok
(1986) showed that by Increasing the social status of withdrawn lcindergarten students, -
social interaction pattern between the withdrawn children and their peers conld be
positively enhanced. For instance, Sainato et al. (1986) found that after withdrawn
children fulﬁiled their role 4s classroom manager they were favorably rated by their peers

on sociometric measures.

Generalization and Maintenance

A natiopal survey study conducted by Epstein and Cullinan (1984, p. 57)
examining raﬁearcﬁ issues in behavioral disorders, revealed that respondents viewed
“generalization and maintenance as the most pressing research topics™. In other words,

the value of any intervention with students with EBD lies in its ability to generalize
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behaviors agross sertings and demonstrate thelr enducanes over time. Numerovs studies
have been conducted in an attempt to develop and measure the most effective strategies
for enhancing the gm&ra.!izaﬁ-ﬁn and mainienance of behaviors taught in social skills
interventions. Clark and MeKenzie (1 989) implemented a social skills intax*ventiqﬂ
demensirating peneralization and maintenance of behaviors across settings and teachers
by fraining 5 students with EBD in self~evaluation procedurss. Ninness, Fuerst, and
Futherford (l??lj successfully proved that 3 emotionally disturbed adoleseents eonld

. improve their on-task behavior and slc-ciallyl appropriate hehaviors in class, while the
teacher was out of the room, by using siratepies taught in a self-management training
program.

Generalization and maintenance of social skills across 3 settings was successfuliy
achieved, with an adolescent with EBD, by vaing a Structured Learning approach, with
results showing an increase in greetings and thanking behavior and san meidental increase
in the skall initiating conversation (Kiburz, Miller, & Morrow, 1984). Tn another study,
researchers Rhode, Morgan, and Young (1983) showed that treatment gains wersa
successfully generalized and maintained with bebaviorally handicapped students from
resource room settings o regular ¢lassrooms, by using a combination of procedures
emphasizing self-evaluation.

Kelly, Szalzberg, Levy, Warrenteltz, Adams, Crouse, and Beegle {19832} ugad role
playinp and self-nonitoring to promoete the generalization of vocational social skills of
behaviorally disordered adolescents. Hopefully, such procedures fucusing on vocational
and career iraining will decrease the high incidence of adult upemployment many
behaviorally disordered children eventually face.

Social skills instruetion and self-monitoring were successfully employed to
imprave game related social skills in adolescents with EBD, by using 2 Structured

Learning approach (Moore, Cartledpe, & Heekaman, 1995). The effects of this social
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skills intervention using self-monitoring, pencrated greater overall impravements in the
classroom, a5 well.

Generalization and maintenanee procedures involving self-control and self
monitoring have also heen shown to be effective when applied to academic task arcas,
Stevenson and Fantuzzo (1984) successfully increased math performanee in two
underachieving students by incorparating a number of self-management skills ioto their
averall self-control intervention, which ultimately led to increased performmance across a
variety of settiﬁgs. At last, Harris (1986) shows that waching 4 1éaming disabled children
to seli~monitor their attentional behavior arcatly increased their productivity on on-task

behavior and academic response rate,

SUMMARY

In reviewing the previously examined research studies on= can see that social
skills interventions can be successfully implemented with a variety of types of individuala
and zettings. Individuals demonstrating sipnificant deficits and excssses in soctal skills
have been successfully remediated. The most effective approaches to teaching social
skills with behaviorally disorderad shidents, as indicated by the research findings. seems
to be those that incorporate a combination of the following components: (1} direct
instructton; (2) modeling; (3) role plaving; (4) performance feedback, and; (5)
r&inforcem.ent procedures. Tn addition, peneralizations and maintennnes of sacial skills
across settings, individuals, and behaviors have been successfully achieved throngh
planning and pr;:gra.mming generalization enhancement straiegies into the interventon.
Strategies that research has shown to be most eifective in enhancing generalization effects
include self-management procedures, self~monitoring, and tanster of learnins activities
that use behavioral rehearsal and reinforcement of correct hehavior.

‘This present study adds to the current knowledge base of the social skills research

hy: (1} seleeting social skills based on social validation and social comparison principles
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through student and teacher rating seales; (2) comparing the dapree of relationship

- existing hetween the following raters’ scores: the special education teacher and the 7
teacher assistant, the special education teacher and the teacher assistant, and the teacher
assistant and the students; (3} comparing the self-rating scores of stndents with EBD to
those of their regular education peers to examine any differences that may exist; (4)
comparing the rating scores of the spacial education teacher with 2 regular education
counterpart to analyze any differences in the way they rated their students; (5) measuring
any significant relationship existing between the rating scores of the regular education
teacher and his students, and; (8) using an applied setting in 2 public school. Although
some stadies exist that exanzing some of the above mentioned elemems, fow can be
identified that examine all of them. A final point in regard to the imporntance of this
present study is best described by the results of a study conducted by Zaragoza, Vaughn,
and Melnrosh (1991), in which after reviewing 27 social skills imiervention studics they
were surprised to find that relatively faw focused on the outeome of social intervantions
with school age children, who are presently heing served in scheol based programs for the
behaviorally disordered. Since the focus of this study is on students with EBID receiving

serviees in & public school seiting, at the very least it will fill this research void.
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CHAPTER 3
DESIGN |
Social Comparison

A social comparison will be conducted between the hamdicapped subjects in this
study and non-handicapped peers in the mainstream settings. Each non-handicapped peer
will be selected based on the degree to which they are similar to the subject in
demographics, learner characteristics, and gender, A berween-subjects approach will
enable the researcher to measure any differences between handicapped and non-
bhandicapped students in regard to social skill functioning. A correlational design will be
used to measure any r-elationship between each sample group’s ratings on the Social Skilk
Checklist,

Subjects® rating scores will be placed In sample groupings according 1o whether
they are students classified EBL, regu]ar education students, a special edueation teacher,
a special education teacher assistant, or a regular education teacher. The special
education teacher and teacher assistant will be rating the soeial skills of the students with
EBD on the Checklist, while the regular education teacher will be rating the repular
educalion students. However, both student groups will be rating l“.hemselves on the
Checklist.

Inter-rater Reliability

The ratings of the students with EBY)} were conducted by the special education
teacher and the teacher assistant. These scorss were converted to mean scores for each of
the following five social skill areas: Classroom Survival Skills (CRS), Friendship-
Making Skills (FMS), Dealing with Feelings (D'WF), Alternatives to Aggression (ATA),
and Dealing with Stress (DWS). Mean rating scores were matched for each of the

component skill areas between the special education teacher and the teacher assistant, and
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evaluated for Interrater reliability using Peargon praduct-rmoment corvelations. The
results show significant interrater reliahlity between the special education teacher and the
eacher assistant in the areas of CRS (r=.77, p = 009 and DWFT( r=-.82, p=.003).
No significant correlations were found between the two raiers in the areas of FMS, ATA,

and TYWS,

SUBJECTS
Special Education Sample

Ten male middle school srudents, between the apes of 12 f;nd 14 with the
educational classification of Emotionally Disturbed (EDY), and receiving instruction in a
self-contained special education classroom were selected for this s:.mdy.

In addition students wers selected because they met the following criteria, alsa
outlined in a sindy by McMahon, Wacker, Sasso, and Melloy (1 994):7
» Their daily schedules included a 40 minute period for small
eroup social skills instruction.

= Social skills were specified on their _Indiﬁdualized Fducation Program (IEP) as

msiructional geals,

» Their daily schedulas included integration inlo both academic

and nenacademic general education classrooms.

« Social skills wers denufied as deficit areas for all students by

the special education teacher and other school peraonnel.

A génera] description of the characteristics of the suhjects participating in this
study will be given here. First, it is important to report that five of the ten subjects
receive medicarion daily during the school day, in order to contra! Attention
Deficit/Ilyperactivity Disorder related behaviors. Secand, within the subject pool a range

of inappropriate behaviors from withdrawn o aggressive can be seen. Finally, the
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subjects consisted of two Aftican-American students, saven Caucasian smdents, and ong
Hispanic srudent,
Regular Education Sample

The ten male middle school students selected from the repular education
classroem were chosen hased an their similarities to the special education sample in
regard to race, gender, and learner characteristics. The resular education teacher chosen
iy also similar in Tespect to age, gender, and race Lo his special Edl.lu:ation connterpart, It is
tmporeant to note that the regular edueatioon students resemble the special education
sample in repatd to possessing characteristics of ADHD behaviors, inappropriate and rule
breaking behaviors, and aggressive and withdrawn tendencies, all in milder forms, of

Gourse.

SETTING ANT) MATERIALS

School Description

The seting in this study i5 a self-contained specizal education classroom for
studems classified ED locaied in an urban middle school ju southern New Jersey. There
are approximately 1,300 students enrolled at the middle school which GoNtains grades 6
through 8. In addition, each grade level is administered by an assistant principal, while a
separate principal oversees the entire school. According to recent :schnol Teports the
student population consists of appfoximatel:f 58% Caucasian, 29% Aftican-American,
and %% Hispanic. The percentage of low-income enroliment could not be determined.
Setting

Sacial skill assesgment will be conducted in the special education classroom by
e special education teacher. The ¢lagsroom is 2 medium sized room conraining two
teacher desks, cleven student desks, three compurters, and instructional supplies for ail
subject areas. Although the ¢lassroom is not large it will be adequate for asscssment

purposcs, especially since the students ape ¢ornfortable and familiar with the setting,
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The regular education classroom is larger than the special education setting and
consists of approximately thirty stadent desks, a teacher desk, and bookeases along the
windows ﬁlleci with various academic subject materials. The teacher’s desk is located at
the front of the class, off to the right. The students® desks are arranged in traditional rows
of six. The area is both well lighted and ventilated, which make it snitable for assessment
PUrposes.

Materials

The curriculum material and assessment measuores are supplied by Geldstein’s
(1984), “Skjllf;treammg the Elementary School Child: A Guide for Teaching Prosocial
Skills™. In his goide for teaching prosocial behaviors, Goldstein outlines the
Skillstreaming curriculum, which contains 60 specific social skills categorized into six
areas: Group 1, Classroom Survival Skills; Group II, Friendship-Making Skills; Group
I, Skills for Dealing with Feelings: Group IV, Skill Alternatives to Ageression; Group
V, Skills for Dealing with Stress (1984, p. 108-109). The assessment process will bé
based on the above social skills groups mentioned. The social skills in the Skillstreaming
curriculum are operationally defined and broken down into their behavior component, so
they can be measured and replicated by others. The assessment tools used are taken form
Goldstein’s curriculum and include the Student Skill Checklist and the Teacher Skilt

Checklist, both of which will be described in detail in the Dependent Variable section.

INDEPENDENT VARIABLE
The independent variables in this study are the groupings for each raters” scores
for the purpose of comparison and categorized as follows: the Special Education
Teacher: the Teacher Assistant; the Special Education Student; 'i:he Regular Educaticuﬁ

Teacher, and; the Regular Education Students.
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DEFENDENT VARIABLES .

The following materials provided by Goldstein (1980) wili be used to assess
social skills deficits: (1} The Student Skill Checklist, 4 rating S.i::lalfi: to be filled ont hy
the studept meant to assess the gtudent’s perceptions of their social skill strengths and
wenknesses; (2) The Teacher Skill Checklist, a rating scale to be completed by the
tﬁher most [amiliar with the student’s social skill abilitics in a Véllilal“y of settings.

The Student Skill Checklist is a 60 question 5 polnt likert rating scale. Each
question relates to a particular social Iskill being assessed. In Table 3la sampling of the
items students are reguired to raic themselves on are given, along with the speeific social

skill targetted.

Table 3.1
Sampling of Items from The Student Skill Checklist.

Ttem Mo. {uestion Social Skall

[ Is it easy for me to list=n to someone who is

alking o me? Listening

14 {3 1t aagy fo me 1o take the flst step to meet some- Introducing
body I don't know? Yourself

26 Do 1 know how I fell about different things that Knowing Your
happen? Feelings

36 Do T keep my temper when I am upset? ' lUSiIIg Self-

Comtrol

45 When I feel bored, do I think of good things to do Dealing with

and then do them? Baredom

Students responded, rating their performance in each of the 50 su{:ia] skills, as instructed
by the directions provided by McQGinnis et. al (1984, p.32):
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Directions: Each of the questions will ask you about how well you do something,
Mext to each question i2 2 pumber.

Cirlele pumber 1 if vou almost rever do what the question asks.
Circle number 2 if you seldom Co it.

Cirele number 3 if vou sometimes do It.

Circle number 4 if you do it of7en.

Circle number 5 if vou almosr ahways do it.

There are no right or wrong answers 10 these questions. Answer the way you
really feel about each guestion.

The readability of this checklist makes it suitable for upper elementary and middle school

students with reading levels starting at least at the 3.0 grade lﬂvﬁll.

The Teacher Skill Chocklist, alse a 60 Item, 5 point likert rating scale, is designed

1o be completed by a teacher most familiar with the stadent. Each itemn mumber lists the

skill being assessed with a briefl question following it. One sample item from sach skill

group 13 provided in Table 3.2

Table 3.2
Sample Items from The Teacher Skill Cheeklist,

trem No. SIall: Question

1

14

26

36

45

Listening: Does the student appear to listen when someone is
spealing to and malte an effort to understand what is said?

Introducing Yoursel: Does the student introduce himself/herself
to people befshe docsn’t know in an appropeiate way?

Knowing Your Feelings: Does the student identify foelings he/she
15 experiencings?

Using Self-Control: Does the student know and practice strategzics t
1o conirol his/her iemper or excitement?

Dealing with Boredom: Does the student select acceptable
setjvities when he/she i hored?
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The following directions provided at the top of the Teacher Skill Checklist, by MeGinnig
et ai (1954, p. 35), were adhered to by all the teachers completing the scale:

Direcrions: Listed below you will find 2 number of skills that children are more
or less proficient in using. This checklist will belp you record how well 2ach
ehild uiges the various skills. For each child, tate hisher use of each skill based
on your observations of his/her behavior in various situations.

Circle 1 if the child is afmost never gond at nsing the skill.
Cirele 2 If the child is seldom good at using the skill,

Cirele 3 if the child is semerimes good at using the skill,
Cirele 4 if the child is offer good at using the skill.

Cirele 5 if the ¢hild is afmest always good at using the skill.

Validity

The: Student and Teacher Skill Checklists are haged dirf;c.t];r on the social skills
that compaose the Skillstreaming Curriculum giving both devices a hish degree of face
and eoment validity. Since the rationale for saclal skills assessment is to identify and
select skitls for instyuetional and training purposes, these instruments are suitable
measures for such piapning. Inaddition both checklists evaluare the strengths and
wedknesses of students” smi:al skills abilities based on the studenrs® self-ratinps and their
tenchers’ l'E!ﬁI!EE; of them. As a result, social validity is oblained by using these rating
scales, since the social skill deficits selected for training are deemed important to all

parties.

FROCEDURES
The basic components of Struetured Leaming include: (a) modeling, (b) mie
playing, (¢) performance feedback, (d) transfer of I¢arning, and (e} reinforcement
(Goldstein,1980). These wehniques are chosen by Goldstein primarily because research
has shown them to be the mogt ¢ffective way to teach sacial skills. Most of the research -

demanstrating their effectiveness is rooted in Bandura’s social learning theory and
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Skinner’s operant behaviorism. The ﬁrst component, modeling, invelves demonstrating
to students the correct way of performing a targeted social skill either by modeling the -
behavior oneself or providing students with other models, like peers or audio-visual tapes.
After students view the skill being performed cormmectly, the trainer will guide students
through role playing scenarios that provide students with opportumities to perform the
skill themselves. Both during and afier role plaving the trainer needs to be providing
students with corrective performance feedback and social reinforcement, urntil student
behaviors are shaped 1o march those of the model. Finally, hnmeﬁmrk i5 assigned to
ensure that students transfer their learning to other settngs. Homework is designed to
enable students to practice targeted social skills outside the classtoom.

The steps necessary for using the structured leaming approach involve three major
areas, (a) identifying social skill deficiencies, (b) selecting skills'for instrection, and (¢}
preparing for the group sessions.

Identifving individual and group deficiencies involves assessing students’ social
skills. Social skills can be assessed in a number of different ways. One way is to
interview parents, school personnel, and the student about a variety of social skills, then
record the results. Secondly, a behavioral rating scale or social skill checklist can be nsad
by individuals who know how the student performs in various settings. Consequently, the
~ student can use the rating seale a5 a self-report and conduet a self-assessment of social
functioning. Furthermore, naturalistic observation can be useful in assessing a students
social skill levels. Observing the student’s Eehavior in different settings and under
varying conditions provides gualitative information in regard to possible social skill
deficiencies. Goldstein provides a Structured Learning Social Skill Cheeklist, for rating
specific social skills on a 5 point Likert scale. |

Next the manner in which the assessment process was conducted will be

described.
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Firat, ten Teacher Skill Checklists were provided to all the teachers. The special
education teacher and the teacher assistant independently rated the 1en students with EBD
on each of the 60 social skills that compose the five major gkill gfc:ups. No collaboration
or discussion ocenred betwean the two miers in reference to their ratings. Therefore, the
special education teacher and the teacher nssistant rated the students without knowledge
of how the other would rate cach student. The raters circled a number from 1 to 5 as
directed by the instructions previously stated. Second, rating scorﬁ weye Tatalled within
each of the five skill areas { CRS, FMS, DWF, ATA, and DWS) for each student, Affer,
wean rating scores were obiained from the special education teacher’s ratings of the
students for each skill group. The teacher aggistant’s ratings scores were wreated the same.
Thus, five mean rating scores were obtained based on the special educarion reacher’s
ratings, and five mean rating scores were obtained based on the teachsr assigtant's ratinps.
Finally, the regular education teacher rated the ten regular education students in the same
manner. These ratings were treated the same as deseribed above for the special education
data.

Adminisiration of The Student Skill Checklist

Students in the special educarin claseroom received a 40 minute lesson on social
skills the day prior to administering the Student Skill Checklist. The lesson was delivered
by the special education teacher with students required to meet the following objectives:
(1) ta be able to define social skills, {2) provide examples of both appropriate and
inappropriate uses of the specific social skills, and (3) to be able to give a rationale for
using prosocial hehavior for acheiving one’s poals. Students were given a list of the 60
social skills evaluated on the checklist, A discussion ensued to solicit student responses
in regard to the above abjectives. Once the special education teacher was reasonably
eertain that all students met the r&ﬁuired objectives, the Student Skill Checklist was

scheduled to be administered the next day.
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On the day of assessment, the students received the Student Skill Checklist.
Students were directed to listen quietly, as the special education teacher read the
directions at the top of the checklist. Studenis were then insimcted to: (1) read each item
carefully, (2} rate themselves honestly, and (3) if at any time they did not understand an
Item to raise their hand quietly and assisstance would be provided. Students appeared to
both take the task seriously and rate their skills truthfully during the assessment. During
the administration of the checklist students did request help on certain items, bat all were
able to complete the checklist with no difficulty.

The regular education teacher delivered the same lesson provided by the special
education teacher to the ten regular education students. Again, once the teacher was
reasonably certzin that students met the lesson objectives, the checklist was then
scheduled to be administered the following day in the same manner as previously stated.
The rapular educarion teacher reported that the students completed the task with no
difficulty and appeared to take the task seriously and rate honestly.

Students’ rating scores for both the students with EBD and the regular education
students were treated in the same way as the teachers’ ratings scores.

Finally, once the assessment process is over, specific social skills can be selected
based on the areas of need reflected in the assessment resulis. Selected skills can then be
task-analyzed. Task-analysis involves breaking social skills down inte specific
behavioral steps, so students can easily identify what is needed to perform such skills. In
addition, one can begin to prepaze for the group training sessions now that skill
deficiencies are identified and social skills selected. The following key elements need to
be considered before training sessions can begin: the setting, length of sessions, number
of sessions per week or per skill, when sessions will be held, group size, and the manner
in which the first training session will begin. However, these issues are carefully
described by MceGinms et al, (1984) in © Skillstreaming the Elementary School Child: A
Guide for Teaching Prosocial Sikills™.
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CHAPTER 4

The results are presented in repard to the four major hypotheses addressed by this
study.

Hypothesis 1. In regard to the special education clagsroem data, does a relationship exist
hetween the mean social skills rating scores of (a) the teacher and the teacher assistant,
{b) the teacher and the students” self-ratingsr, and (c) the teacher assistant and smdents’s
self-ratings?

Using the data gathered from the special education classroom only, a correlation
coeflicient matrix was computed w measure the dﬂgl'ﬂﬂ‘ ol ¢mr¢lsﬁi¢n between the mean
rating scorres of the teacher and the teacher assistant and between the teachers and the
mean rating scores of the students in the following five skill areas: {1) Classroom
Survival Skills (CRS); (2) Friendship-Making Skills {FMS); (3 Altematives to
Apprazsion (ATA); (4) Dealing with Feelings (DWF), and; (5) Dealing with Stress
(DWS). The results are presented in Table 4.1.

In respt;.ct to the area of Classroom Survival Skills, the special education teacher’s
and the teacher assistant’s ratings of the handicapped students correlated highly {r=77),
with & p-value of .009 indicating this coefficient to be significant and ualikely to oceur by
chanee. The results showed nonslpnificanr correlations berween 1Ehv5: teacher and the
student (r = .33, pl: 41) and bhetween the teacher assistant and the students (r= .29, p =

35).
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Table 4.1
Correlations Between the Teacher’s, Teacher Assistant’s, and Student’s Social Skill
Ratings. '

Special Education Classroom

Teacher Teacher Assistant Studemnts
Classroom Survival Skills
T . 1.00 JTE* 20
TA 1.00 33
5 1.00
Friendship-Making Skills '
T 1.00 ‘ -44 S6*
TA 1.00 -.39
o 1.00
Alternatives to Aggression
T 1.00 - =04 a5
TA 1,00 12
5 . 1.00
] Dealing with Feelings
T 1.00 R b 03
TA 1.00 -.13
5 : 1.00
Dealing with Stress
T 1.00 | 22 29
TA 1.00 -.10
5 1.00

Wote: T=Teacher, TA=Teacher Assisiant, 3=Students.
*p=.09, **p=_000, ¥+ p= (03

In. the area of Friendship-Making Skills 2 correlation coefﬁcient of =56 was
obtained berween the teacher's and teacher assistant’s ratings of the students. However,
with a p-value of .09 it is not a statitisteally significant finding unless at 2 significance
level of p <.10. No significant correlations were found between teacher and students and

between teacher assistant and students in this skill area.
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There were no sﬂﬁsﬁcﬁ]y significant correlations coefficients obtained in the
social skills areas ol Alternatives to Aggression and Dezling with Stress, due 1o the
unaccepiablely high p-values associated with the cﬁﬂfﬁciénts. However, the most striking
resuit was found hetween the teacher’s and the teacher assistant’s ratings of the studemts
in the area of Dealing with Feelings (r = -.83, p = .003). This finding is cspegially
relevant given that the population of students being rated have been classified because of

emotiona} and behavioral diffienlries,

Hypothesis 2. The question of whether handicapped :;I;uden‘ts wers tated differently from
nonhandicapped students by their respecive te.:a-::h.ers was examinéd.

A t-test lor mdependent samples was computed to iest the diilerence between ihe
matched paiks of the special a.ducaﬁnn teacher's and the repular education teacher’s mean
score ratings of thetr shadents. The special aducarion and regnlar edncation teachers”
mean score ratings for their students were found to differ signiﬁcﬁnﬂy in each of the five
skill areas reported in Table 4.2.

The results indicate 4 significant negative correlation between the special
education teacher’s and the regular educarion reacher”s ratings of their stadentg ata p <
.001 significance level for the ar=as of Friendship-Malkng Skills, #(18) = -2.97 and
Dealing with Feelings, t(18) =-5.72. Significant negative correlations were alsc found ta
¢xist between the two sample groups in the areas of Classroom Suﬁ'vival Skalls, 1(13}) = -
3,72 ; Altematives o Apgression, 1(18) = -3.44, and; Dealing with Stress, ({18} =-3.84.

These correlations were significant at the p = .01 level,
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Table 4.2
Means, Standard Deviations, and Mean Differences for Special Edueation and
Regular Education Teachers® Ratings of Their Students

Special Education Regular Education

Teacher Teacher .

M Sb M sD M.Diff,  df !
Classroom 41.2 8.19 55.6 212 -14.4 18 -3.72!
Skills
Friendship 33.3 5.39 479  7.56 -14.6 18 497
Skills
Alternatives 235.9 3.99 35.8 8.19 -9.90 18 -3.44°
to Aggression
Dealing with 24.9 3.99 38.1 6.12 -13.2 18 -5.72¢
Feelings '
Dealing with 48.9 6.35 64.3 10.99 -154 18 -3.84!
Stress : : '

Note: The higher the social skill rating, the higher the skill level.
'p=.01
p=.001

These findings indicare that the special education teacher consistently rated his students
consistently lower in all five social skill areas than bis regular education counterpart’s

ratings of his students.

Hypothesis 3, s there a significant difference between the self-rating scores of the
stadents with EBD and the nonhandicapped students in the five social skill -areas
examined?

A t-test for independent samples was computed to measure if such differences

exists between the two groups. The resulis are presented in Table 4.3.
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mean rating scores of the regular education teacher and the mean self-rating scores of the

students in regard to the five social skill areas reported in Table 4.4,

Table 4.4 :
Correlations Between the Teacher’s and the Student’s Secial Skill Ratings.

Regular Education Classroom

Teacher Students

Classraom Survival Skills

T 1.00 A8

o] 1.00
Friendship-Making Skills

T 1.00 39

) 1.00
Alternatives to Aggression

T 1.00 S0%

) 1.00

Dealing with Feclinss
T ' 1.00 10
5 ' 1.00
Dealing with Stress :

T 1.00 ot

5 1.G0

Mote: T=Tezchar, S=3rudents.

*p=.1d

**p= 03

As indicated above in reference to the areas of Classroom Survival Skills,
Priendship-Making SKkills, and Dealing with Feelings there Were no significant findings to
suppert any relationship existing between the two groups of scores, due to high p-values
associated with the coefficients obtained. Although, a positive correlation coefficient of r

= 50 was obtained between the teacher’s and students® scores in the area of Alternatives
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to Aggression, with a p-value of .14 this is not significan. Finally, a significant
correlation (r = .69, p =.03) berween the teacher’s and the students’ scores in the area of

Dealing with Stress was found.

SUMMARY

In this section, the results obtained and reported above will be presented in regard
to the conclusions they support about the hypotheses examined in this study. |

In terms of hypothesis 1, the following conclusions can be made: (1} therewas a
failure to find a significant relationship between the teacher’s, the teacher assistant’s, and
the students” social skill ratings in the areas of FMS, ATA, and DW 5; (2) asignificant
positive correlation was found to exist between the teacher’s and the teacher assistant’s
ratings of the students in the area of CRS, and; (3) a significant negative correlation was
found to exist between the teacher’s and the teacher assistant’s ratings of the students in
the DWF area. Therefore, in the areas of FMS, ATA, and DWS the position to fail to
reject the nul hypothesis, a relationship will not exist between the social skill rating
scores of the teacher and teacher assistant, was taken. However, in repard to the areas of
CRS and DWT the alternative hypothesis, stating that a relationshii:w will exist between
the two raters, can be accepted,

The results obtained in reference to hypothesis 2 support the acceptance of the
alternative hypo‘;hcsis, since the findings of significant negative correlations demonstrated
that regular education students were cﬁnsistently rated higher than their peers with EBD

by their teacher.



Table 4.3 _
Means, Standard Deviations, 2nd Mean Differences for Handicapped and
Nophandicapped Students® Social Skills Rating Scores.

Handicapped Nonhandicapped
Students Students

M SD M SD MLIDAfT. daf ¢
(Classroom, 515 7.62 52.7 6.14 =120 18 -39
mkills
Friendship 44.9 6.82 49.0 503 410 18 -1.33
Skilla
Alternatives 31.6 6.33 349 6.71 -3.30 18 -1.13
to Ageression
Deating with 34.8 5.53 37.8 4.80 -3.00 18 -1.29
Feelings
Dealing with 30.0 1039 . 63.5 8.52 -7.50 18 -L77
Stress

Note: The higher the social skill rating, the higher the skill leve.

These results show that even moﬁgh the handicapped students’ mean scores were
consistently lower than their nonhandicapped peers in all five skill areas, there were no

significant differences between their mean scores at the p < .05 level.

Hypothesis 4. Does a relationship exist in the social skill ratings between the regular
education teacher’s ratings and the students’ self ratings.
Using the data obtained from the regular education sample only, a correlation

coefficient matrix was computed to examine whether a relationship existed between the
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A, failure to reject the null hypothesis was reached for hypothesis 3, since the
~results showed no significant difference between the mean rating scores of the students
with EBD and their regular education peers in all five social skill arezs.

Hypothesis 4 pertains to the regular education classroom, stating that a
relationship will exist béﬁvacn the teacher’s scores and the stadents” self-rating scores in
the five skill areas, However, the acceptance of the altemative hypothesis was reached
for the area of DWS only. A failure to reject the null was supported by the results which

showed no significant correlation existing in the areas of CRS, FMS, DWF, and ATA.
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CHAPTER 5
SUMMARY

In this section a summary will be presented based on the problem, purpose, need,
andlhj,']}ntheses examined. The important findings of the literature review and the design
ol the study will be highlighied. Also, a cursory presentation of what the analysis of data
sevealed in regard to the bypotheses will be summarized. Finally, the conclusions
reached based on the results will be presented.

The focus of this study enzbled the researcher to present a model thai can be used
by teachers for assessing and selecting social skills for training that have social validity.
A secondary focus was to argue the importances of includimg social skills m the
curmcelum for students with EBD. The purpose of this study was to examine the degree ,
of relationship existing berwean sidents® self-ratinps and their teachers’ ratings of their
secial skills, using 2 social skills rating scale in a classroem for students with EBD. The
hypotheses examined were whether: {1} a relationship existed between the rating scores
of the teacher and feacher assistant, the teacher and students, and the teacher assistant
and students; (2) students without EBD would be rated diﬂi:rentl;f than their
handicapped peers by their leachers; (3) a difference will exist hétwﬂﬁn the self-rating
sGores of the two student sanple groups, and; {4) 2 reladonship exists between the
regular teacher’s and the students’ scores. '

The results of the literature review revealed the impﬂﬂﬂ:l‘ll{.‘-@ ol using the mos{
effective social skills training approaches with students with EBD. This present study
adds 10 the current knowledoe base of the social skalls research byt (1) selecting social
sktlts based on social validation and social comparison prineiples through student and
teacher ratlng scales) (2) comparing the depree of relationship existing berween the

following raters’ scores: the special education teacher and the teacher assistant, the
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special education teacher and the teacher assistant, and the teacher assistant and the
studeryts; (3) comparing the self-rating scores of students with EBD to these of their
regular education peers to examine any differences that may exist; (4) comparing the
rating scores of the special education teacher with a regular education counterpart to
analyze any differences in the way they rated their students; (35) ﬁmsuﬁng any
significant relationship existing between the rating scores of the regular ecucation teacher
and his students, and; (6) using an applied setting in a public school.

A between-suhijects approach was chosen with a eorvelational design to examine
existing relationships and differences between the rating scores obtained on the dependent
measure for each of the following independent variables: : the Special Education
Teacher; the Teacher Assistant; the Special Education Student; the Repular Education
~ Teacher, and; the Regular Education Students. The students with EBD were selected
based on placement criteria and availability, while the regular educatior: students were
selected based on social comparison criteria.

The analysis of results showed that for Hypothesis 1, that there was a positive
assoclation between the special education teacher’s and the teacher assistant’s ratings of
the students i the area of Classroom Survival Skills {CRS). In addition, the special
education teacher’s and teacher assistant’s ratings in the area of Dealing with Feelings
{D'WT) were showrt to be inverscly related. Hence when the teacher rated students low in
the area of D'WT, the teacher assistant rated them high. For Hypothesis 2, the results
showed that students with EBD were consistently rated lower than the regular education
students in ] skill areas by their teacher. This is interesting in light of Fiypothesis 3,
which revealed no significant differences in how each of the student groups self-rated on
the Checklist. Therefore, even though a difference existed between how teachers rated
their students, no difference was found to exist between the ratingsleach of the student

groups gave themselves. Finally, analysis of Hypothesis 4 revealed that the only skill
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area in which 2 relationship existed between the regular education teacher’s scores and

his students” self-rating scores was in Dealing with Stress (DWS).

CONCLUSIONS
The conclusions reached based con the analysis of data are presented Lere in regard
to the four major hypotheses examined.
Hypothesis 1. A positive relationship existed between the teacher’s and the
teacher assistant™s ratings of the students o the CRS area, In the DWF skill ares,
a significant negative association was discovered between the special education

teacher’s and the teacher assistant’s ratings.

Hypothesis 2. Students with EBD were rated lower in all social skill areas by
their teacher when compared to the ratings given to their peers in the regular
education classroom.

Hypothesis 3. No significant differences exists between the self-rating scores of
the stadents with EBD when compared to the self-rating scores of their regular

education peers.

Hypothesis 4. A positive relationship exists between the repular education

teacher’s apd the students® scores in the DWS area only.

DISCUSSION
The results obtained 1 this study provided fertile ground for discussing some
interesting interpretations. First, the finding that both the special education teacher’s and
the teacher assistant’s ratings of the srudents with EBD were significantly associated in

the area of CRS allows for certain interpretations. For one, CRS are targeting skills
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related to academic suceess like: asking questions, following directions, and listening.
Pray, Hall, and Markley (1992} point out in their study that many times the goals teachers
select for training reflect areas they deem most important, and for the most part these tend
to be academic related hehaviors rather than interpersonal social skills. Perhaps the fact
that these skills are most concrete, understandable, and familiar to school personned, in
part explains the high significant correlation found between the teachers’ ratings in this
area. Furthermore, the fact that students’ self-ratings of their CRS were not found to be
signilicantly correlaied to their ieachers’ may be due to students basing their evaluation of
their classroom skill sonr inaccurate perception, and/or having lower expectation in regard
to what constitutes excellence in academic related behaviors.

A ﬁnding that the special education téacher’s and the teacher assistant’s ratings
were significantly correlated in the area of DWT points 1o some striking interpratations.
Since the special education sample consists of students classified because of emotional
and behavioral difficulties, it is ironic that the teachers” assessments were inversely
related in the DWF area. For instance , when the teacher consistently rated the students
poorly in the DWF gkalls, the teacher assistant rated them higher. One explanation may
be due to the teacher’s professional experience and baciggrmmd knowledge 1n psychology,
mental health problems, and special education ag compared to the teacher assistant’s.
This may have led the teacher to more accurately identify and intefpret what difficulties,
in regard to DWF, contribute to greater mental health and behavioral difficulties. For
instance, in one particular case when gvaluating 2 student in the specific skill of
Expressing Your Feelings the teacher assistant rated the student as “offen good at using
the skill”, while the teacher rated the student as “seldom good at using the skill”. These
differences in ratings may be attributed to the teacher evaluating these skills in more
depth and considering the appropriateness of how the student expresses his feelings,
rather than whether he solely expresses them or not. In addition, the teacher assistant may

have been cpmparing her assessment of thig student to the rest of the class, which may

q%



have led her to believe he was doing well compared to the others. Finally, since ro
significant correlations were found to exist between the teacher’s and teacher assistant’s
ratings of the students in the areas of FMS, ATA, and DWS, the reliability of this
measure must be called into question.

1t was demonstrated in this study when examining Hypothesis 2, that students
with EBD were rated significantly lower in all gkill areas by their teacher than their
regular education peers. This finding supports using secial comparison for demonstrating
social skills deficits in special populations of students by comparing them to
nonhandicapped peer groups. Mackiin and Matson (1983) showed in their study, that
when 30 handicapped students were matched to an equal number of nonhandicapped
peers, that differences in social skills deficits and excesses could be seen. Also, itis
important 10 include social skills in the curncula that have been positively validated by
teachers, peers, and the targets of training (Williams &t al., 1989). Finally, since the
ultimate goal for many handicapped students is to be integrated in the regular setting,
through mainstreaming or inclusion, the skills necessary for succe.ss can be identified by
nsing nonhandicapped peers as a comparison, as done in previous studies cited in Chapter
2 (Cartledge et al., 1986; Gunter et al., 1988; Walker & Hops, 1976).

in light of the premises presented for Hypothesis 2, the results achieved by
examining Hypothesis 3 showed no significant diﬂ'erences‘ berween the self-ratings scores
of the students with EBD and the regular education students in all five areas of social
skalls. Despite the lack of ﬁg:ﬁﬁmnce found 1 Hypothesis 3, it appears that both student
sample groups did not view themselves , as demonstrated by theirjself-raﬁng scares, that
differently. Nevertheless, for Hypothesis 3 ome can only fail to rej ect the null hypothesis
which states that no differences will exist. This does not mean, however, that if a larger
sampie size and/or a dependent measure with a proven reliability record were used that
differences may be found. This hypothesis need to be studied further by controlling the

confounding variable mentioned.
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Hypnthesis 4 was designed to investigate the relationship between the regular
education teacher’s scores and those of his studenis. The findings demonstrated 2
significant correlation between the two in the area of Dealing with Stress (DWS) ouly.
The component skilla that make up the skill area DWS seem to provide a hasis for the
teacher’s and the studenis’ scores to correlate significantly. However, there were no
significant comrelations found between the two in the areas of CRS, FMS, DYWFE, and |
ATA. Imerestingly the areas of CRS and DWF did signilicantly correlate between the
special education teacher’s and the teacher aggistant’s rating scores. Perhaps if the regolar
education teacher™s ratings were patred with apother regilar education colleague’s,
significance conld have been found ln other arcas or at least nter-rater relability
established. Nevertheless, the reliability of the measurement clievice glong with the

sample size of the studenis present sources for confounding variables that are effecting
the results.

The limitations of this study will be presented and discussed here. First, due to
the focus of this study on a special population of students with EBD, the special
education aatnple was smaller than desired and not randomly selected. As a result, both
the sample size and selection ¢rieria have contributed Lo diminishing the power of the
statistical tests that were applied to the data and the outcomes, ﬁ]sc;, since the repular
education sample was selected to match the special education sample, the same
limitations apply to them as well. Further, it would have been interesting and prudent (o
match the regular education teacher's ratings with those of a colleague™s 1o test for imter-
rater reliability, as well as for correlations.

External validity issues must he congiderad due to the saniple gize and the nature
of the population examined. Since a special education sample clessified ED were used,
the generalizahitity of the results are limited to the population af hand. A large straiified
random sample selected from the population would have maximrized the peneralizability
of this study. | '
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In regard to measwrement issues, choosing the Social Skill Checklist rating scale
i3 justified for purposes of assessing and selecting social skiils for training, however the
reliability of the measure is brought into question by some the inconsistencies obtained in
the findings of this study. Since the dependent measure used is 2 rating scale it provides
grounds for variations in the scores that may be due to rater misinterpretations and/or a
subject’s overly high or low expectations being reflected in the ratings. However, the

items on the measure were clearly operationally defined and clearly explained.
Hopefully, the clarity of the measure diminished rhe possibility of the variations

mentioned.

IMPLICATIONS FOR FUTURE RESEARCH
The assessment of soclal skills for selection and training purposes, hased on
teacher and student input, pfovidas fertile ground for farther research investigations. The
demand for including social skills training in the curriculum for siJecia] populations of
students is ever growing, and in some cases mandated. A research investigation in which
a large random sample of students selected from an entire special education pool, and
matched with a large randomtly selected regular education sample for comparison of
social skills ratings would provide an opportunity for further explore questions examingd
in this study. |
Further research questions could address if social skills ratings by stadents and
teachers serve as indicators for prﬁ:dicﬁn_g special education students” success in
mainstream settings or the need fpr a more resiricted placement. For instance, were
students with high self-ratings and high teacher ratings more likely to be placed in’
‘mainstreamed settings? Were studerts with low self-ratings and low teacher ratings more

likety to remain in restrictive plaéemeni settings?
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In addition, further research could explore comparing students” ratings of each
othet, along with their self-ratings to examine whether students wt:w themselves as their
peers do.

It is suggested that any future research investigate the reliability of the Social ISl\-_iH
Checklist for uses in correlational comparisons, as well as establishing greater inter-rater
reliahility.

Finally, an extension of thig shudy would be to provide aclual social skills training
10 students, then have students and teﬁchcrs re-rate their social skjlls abilities o measure
any differences between before and after- treatment scores. These data could be compared

o a control group, as well ag regular education sample.
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