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Preface

The purpose of this book is to provide readers with sufficient knowledge regard-
ing social skills assessment and training with children so that they can imple-
ment and evaluate social skills programs on their own. Increased interest in
promoting children’s social skills has stemmed in part from advances in research
that have shown the importance of childhood social competency for adjustment
in both childhood and adulthood. There is a growing need for assessment and
training methods that can be utilized by diverse groups of professionals and
paraprofessionals. This book is intended for mental health workers, teachers,
educators, clinicians, and child-care personnel. The book thoroughly reviews the
literature to acquaint readers with relevant findings on social skills and to pro-
vide discussion regarding contemporary issues and assessment techniques. Sub-
sequently, comprehensive procedures in the training of children’s social skills
are presented. Readers are also provided with 16 detailed training modules,
each of which comprises a rationale, instructions, scripts, and homework assign-
ments. These modules are designed to permit effective implementation of social
skills training programs. Moreover, they provide a structured and program-
matically designed format that builds in dlinical flexibility for their use with
individual children or groups of children.

These modules are followed by a clinical-issues section designed to address
potential obstacles to effective training. Following these major sections, two
appendixes have been included in the book. The first appendix is a step-by-step
description of how to conduct an assessment. It provides test questions, behav-
ioral rating systems, sociometric strategies, and related techniques, as well as
instructions on how to use them. This section should prove useful to those
readers who either have not performed assessments in the past or who have
found it difficult to obtain these scales and scoring keys. The second appendix
contains a comprehensive list of children’s 16mm films, whose content is related
to the development and/or facilitation of social competency, problem solving,
and interpersonal relations.

Thus, the primary objective of this book is to help trainers carry out effective
and systematic social skills programs. Previously, professionals interested in
social skills training have found it difficult to obtain detailed and clinically rele-
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viil PREFACE

vant materials. In order to meet the demand for written information in this area,
the authors have combined and integrated contemporary clinical applications
and research findings design and an effective program for promoting children’s
prosocial behaviors.

The program that will be described has been empirically validated in several
investigations (Michelson, Mannarino, Marchione, Stern, Figueroa, & Beck,
1983; Michelson & Wood, 1980; Sugai, 1979). These studies offer support for the
potential usefulness of the social skills program with a variety of child popula-
tions. Although no social skills program can remediate every social skill deficit in
every child, the authors believe that the present program is both relatively easy
to implement and effective. However, readers are encouraged to make appropri-
ate modifications in the program should any of the modules be either contraindi-
cated or unnecessary for specific populations. Similarly, the training modules,
although comprehensive in scope, may not accurately reflect the specific prob-
lem deficits experienced by every child. Thus, trainers need to make appropriate
clinical and training decisions in order to maximize the potential benefit for each
child. Whereas current research supports the techniques and strategies we de-
scribe, it is incumbent on all professionals to stay abreast of progress within this
field and to incorporate more effective approaches when they are developed. In
addition, not only are techniques important, but it is also vital for trainers to
ensure that the content areas that are being taught are socially valid, topical, and
supported by the child’s environment of peers, parents, and adults. Moreover,
the treatment strategies can and—it is hoped—will be used not just to remedi-
ate existing social skills deficits but to prevent future social dysfunctions and their
many related negative side effects by dissemination of the program into the
“affective-social”’ curricula of all schoolchildren. Ideally, this critical area of child
development will be systematically taught in all schools as a standard and natu-
ral part of the educational process.

LARRY MICHELSON
DoN P. Sucar
RanDY P. WooD
ALaN E. KazpiNn
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Social Skills and Child
Development

The development of social skills in children is receiving an enormous amount of
clinical and research attention. Indeed, over 75% of all scientific articles in this
area have appeared within the last decade (Michelson & Wood, 1980). The
reasons for this sudden growth of interest in children’s social skills can be traced
to several factors. First, retrospective investigations have consistently found
strong relationships between social competence in childhood and subsequent
social, academic, and psychological functioning. Second, although academic
institutions have been considered to be major socializing agents for children,
few if any social skills training programs have been formally instituted. Howev-
er, educators have begun to recognize the critical importance of social skills and
interpersonal behaviors, which have been found to be requisite for successful
life adaptation. Thus, there has been an increased demand for more systematic
and effective strategies for the implementation of social skills training programs
with children. Third, in schools, children evince a wide variety of unpleasant
and maladaptive behaviors. These behaviors are not only aversive to adults in
the child’s environment but also have a negative effect on the development of
rewarding peer relationships and academic performance. Recognition of these
factors has led to the exploration of effective remedial and preventive strategies,
among which social skills training is regarded as a viable and potent approach.

Unfortunately, only in recent years has there been any concerted effort to
develop social skills training programs that would meet the needs of the chil-
dren, parents, and schools. Despite the widespread recognition of this need,
however, few if any comprehensive programs of training have been dissemi-
nated. This program, therefore, provides a unique and scientifically based step-
by-step approach to the evaluation and development of children’s social skills.

IMPORTANCE OF CHILDREN’S SOCIAL SKILLS

A child’s interpersonal behavior plays a vital role in the acquisition of social,
cultural, and economic reinforcers. Children who lack appropriate social behav-
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2 CHAPTER 1

iors experience social isolation, rejection, and overall diminished happiness.
Social competency is of critical importance in both the present functioning and
future development of the child. Social skills are not only important in regard to
peer relations but also allow the child to assimilate social roles and norms.
According to Hops (1976):

The ability to initiate and maintain positive social interaction with others is considered

by many to be an essential developmental achievement. Social interactions provide

opportunities for children to learn and perform social skills that may critically influence

their later social, emotional, and academic adjustment. (p. 1)

Thus, the primary objective of this chapter is to further delineate developmental,
intellectual, and maturational correlates of social skills and to highlight the im-
portance of social competence.

DEFINITIONS AND CONCEPTS OF SOCIAL SKILLS

To provide a basic understanding of the term social skills, various concepts
and definitions of social behavior, assertiveness, and social competence must be
considered. The complex nature of sodial skills has resulted in numerous defini-
tions. Social skills are generally regarded as a set of complex interpersonal be-
haviors. Appropriate or “good” social skills lead to the greatest amount of
personal and interpersonal satisfaction on both a short- and long-term basis. The
term skill is utilized to indicate that social competence is not a global personality
trait but rather a set of learned and acquired behaviors. For example, Rinn and
Markle (1979) state:

The phrase “social skills” is defined herein as a repertoire of verbal and nonverbal
behaviors by which children affect the responses of other individuals (e.g., peers,
parents, siblings, and teachers) in the interpersonal context. This repertoire acts as a
mechanism through which children influence their environment by obtaining, remov-
ing, or avoiding desirable and undesirable outcomes in the social sphere. . . . The
extent to which they are successful in obtaining desirable outcomes and avoiding or
escaping undesirable ones without inflicting pain on others is the extent to which they
are considered “socially skilled.” (p. 108)

Libet and Lewinsohn (1973), have offered a more general definition of social
skill as the ability to behave in ways that are rewarded and not to behave so that
one is punished or ignored by others. Combs and Slaby (1977) define social skills
as “the ability to interact with others in a given social context in specific ways
that are societally acceptable or valued and at the same time personally benefi-
cial, mutually beneficial, or beneficial primarily to others” (p. 162).

Utilizing a slightly different perspective that focuses primarily on the
“qualitative outcome” of social behavior, Trower (1979) states, “the individual
has goals or targets which he seeks in order to obtain rewards. Goal attainment
is dependent on skilled behavior which involves a continuous cycle of monitor-
ing and modifying performance in light of feedback. Failure in skill is defined as
a breakdown or impairment at some point in the cycle . . . leading to negative
outcomes.” (p. 4).
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However, these definitions are too general, broad in scope, or ambiguous
for some researchers, who stress the situational specificity of social skills. Fur-
thermore, some researchers have provided specific operational definitions of
social skills to fit only the parameters of a particular setting, population, re-
sponse, or social interaction (see Cartledge & Milburn, 1978; Lesbock & Salz-
berg, 1978; Michelson, DiLorenzo, Calpin, & Ollendick, 1982; Trower, Bryant, &
Argyle, 1978; Wolpe, 1973).

Thus, defining social skills has become an assessment issue in its own right.
Although a generally accepted definition of social skills remains to be devised,
we present our own operational definition, of which the following components
are regarded as being essential to an understanding of social skills.

1. Social skills are primarily acquired through learning (e.g., observation,
modeling, rehearsal, and feedback).

2. Social skills comprise specific and discrete verbal and nonverbal
behaviors.

3. Social skills entail both effective and appropriate initiations and
responses.

4. Social skills maximize social reinforcement (e.g., positive responses from
one’s social environment).

5. Social skills are interactive by nature and entail both effective and appro-
priate responsiveness (e.g., reciprocity and timing of specific behaviors).

6. Social skill performance is influenced by the characteristics of the en-
vironment (i.e., situational specificity). That is, such factors as age, sex,
and status of the recipient affect one’s social performance.

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

In addition to these definitional components of social skills, the directionality of
the deficits also need to be considered in conceptualizing social competency.
This includes both social withdrawal and aggression.

It should be noted that although many writers distinguish among the terms
social skills, social competency, and assertiveness, they will be used synonymously in
this review and the following chapters. Similarly, terms such as social withdrawal
and passivity will also be used generically.

SociaL WITHDRAWAL

Researchers have described the unassertive, socially withdrawn child as
isolated, shy, passive, and lethargic. Passive behavior violates one’s own rights
by failing to express one’s feelings, needs, and opinions. Passive responses can
evoke feelings of inadequacy, depression, and incompetence. Over three dec-
ades ago, Salter (1949) noted that unassertive people tended to suffer from
psychosomatic and psychophysiological disturbances.

Researchers suggest that unassertive children carry their social skill defi-
ciencies into adulthood. In a longitudinal study examining the stability of child-
hood characteristics, Kagan and Moss (1962) found that “passive withdrawal
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from stressful situations, dependency on the family, lack of anger arousal, and
involvement in intellectual mastery and social interaction anxiety were strongly
related to analogous behavior dispositions during later school years” (p. 277).
Social withdrawal in children may also represent a serious threat to both present
and future functioning in that it has been associated in varying degrees with
childhood psychopathology. Nonassertive children may permit others to violate
their personal desires, feelings, and thoughts, which leads them to adopt an
apologetic, self-effacing manner. The nonassertive child can also find social
situations aversive due to anxiety related to interpersonal interaction.
Chittenden (1942) elaborated on the importance of assertiveness and social

skills in children.

The little child enters into his social group unequipped with the repertoire of responses

he needs to enable him to engage in successful social interchange. His attempts to

influence the behavior of others and his responses to their attempts to influence him

are crude. He must learn, largely by trial and error and with more or less incidental

help from experienced persons, which of these attempts and responses are likely to

result in his acceptance by his associates and which will meet with their disapproval.

Such a learning period, if marked with many failures and only chance successes, may

result in the child’s loss of interest in initiating social contacts accompanied by in-

creased submission to other persons’ attempts to influence him, or it may result in a

more frequent use of force in the attempt to make himself successful. Neither of these

possible results, if extreme, contributes toward the integration of the child and his

social group. Consequently, the sooner that he builds up a fund of usable social

knowledge and develops attitudes which indicate his increasing awareness of other

individuals and their needs and desires, the sooner he will be in rapport with those

individuals. (p. 1)

The relationship between social competence and peer interaction may have
serious implications for the passive child. Because peer interaction is reciprocal,
withdrawn children also elicit fewer positive social responses from others, re-
sulting in a diminished level of social contact. Greenwood, Walker, Todd, and
Hops (1977) demonstrated that peer interaction of 457 preschoolers was recipro-
cal at a rate of 0.97, showing a clear relationship between behaving and subse-
quently receiving positive social interaction. Additionally, Hartup, Glazer, and
Charlesworth (1967) found popular children more socially rewarding to their
peers than less popular ones. Thus, withdrawn children may experience less
popularity than their socially skilled counterparts. The side effects of behaving
in a socially withdrawn manner have been frequently documented. Popularity
has been associated with academic achievement (Hartup, 1970), cognitive and
emotional development, and social withdrawal in later years (Waldrop &
Halverson, 1975). Gottman, Gonso, and Rasmussen (1975) reviewed several
studies indicating a strong relationship between peer popularity and subsequent
adult functioning. Unpopular children, as measured by sociometric techniques
(see Assessment Issues, Chapter 2), are also disproportionately overrepresented
among persons who have future contacts with psychiatric facilities (Cowen,
Pederson, Babigian, Izzo, & Trost, 1973).

In summary, passive social behavior has been correlated with a variety of
maladaptive processes. Developmental, interpersonal, and intellectual mile-
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stones may be thwarted and delayed, leading to even more pervasive dysfunc-
tions. Similarly, children who manifest deficient social repertoires may be at risk
for experiencing subsequent adult psychopathology.

SOCIAL AGGRESSION

At the other end of the social deficit spectrum are the children with behav-
ioral excesses, typically said to be agressive, uncooperative, and demonstrative
of acting out behavior. These children also fail to demonstrate the social skills
necessary to perform effective and appropriate social interactions. Specifically,
aggressive children behave in a manner that is unpleasant to others in the child’s
social environment. Quay (1972) and Patterson, Reid, Jones, and Conger (1975)
identified many of the characteristics describing this dysfunction. These include
verbal and physical assaultiveness, teasing, provoking, quarreling, fighting to
settle conflicts, and violating or ignoring the rights of others.

Aggressive behavior leads to the violation of other’s rights and feelings by
the use of physical, psychological, or emotional force (Lange & Jakubowski,
1976). The aggressive child often uses tactics that are effective but rarely appro-
priate. They behave in ways which deprecate others or lead to humiliation,
lowered self-esteem and defensiveness on the part of the recipient. Alberti and
Emmons (1974) state:

Aggressive behavior commonly results in a “put down” of the recipient. His rights
have been denied, and he feels hurt, defensive and humiliated. His goals in the situa-

tion, of course, are not achieved. Although the aggressive person may achieve his goal,
he may also generate hatred and frustration which he will later receive as vengeance.

(p- 11)

This type of a social behavior may generate many negative side effects for

the aggressive child. According to Patterson et al. (1975),
the socialization process appears to be severely impeded for many aggressive children.
Their behavioral adjustments are often immature and they do not seem to have learned
the key social skills necessary for initiating and maintaining positive social relation-
ships with others. Peer groups often reject, avoid, and/or punish aggressive children,
thereby excluding them from positive learning experiences with others. Socially nega-
tive/aggressive children often have academic difficulties and may achieve at lower
levels than their classmates. (p. 4)

Additionally, socially aggressive children tend to acquire academic skills at a
reduced rate compared to nonaggressive children.

Aggression in social interaction tends to lead to counteraggression from
one’s peers as well as higher rates of social rejection from the environment. The
message communicated to a recipient from an aggressive individual typically
evokes feelings of worthlessness, anger, and frustration. The person who be-
comes aggressive may initially achieve particular ends but will eventually pay a
price for violating others’ rights and feelings. In the long run, the loss of friends,
reduced interpersonal contact, and feelings of guilt can far outweigh the possible
benefits of aggressiveness. Moreover, left untreated, aggressive children appear
to make unsatisfactory adjustments as adults (Robbins, 1966). Aggressive chil-
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dren are not only less popular with their peers (Winder & Rau, 1962) but man-
ifest a greater incidence of academic failure (Schindler, 1941), adult alcoholism,
antisocial behavior, and psychiatric disturbances (Morris, 1956). (See Kohn,
1977; Kohn & Rosman, 1972a; and Lange & Jakubowski, 1976 for reviews and
discussions of the importance of social skills.)

In summary, both the aggressive and passive child exhibit behavioral dys-
functions related to their inability to act effectively and appropriately within
their social environment. The present and future happiness of these two types of
children may greatly depend on whether their social skill deficits are reme-
diated.

SociaL SkiiLs AND ADAPTIVE FUNCTIONING

Research suggests that many socially incompetent children do not outgrow
their interpersonal handicaps. Social skill deficits have been related to poor self-
esteem (Percell, Berwick, & Beigel, 1974), external locus of control (Nowicki &
Strickland, 1971), and depression (Lazarus, 1968; Wolpe, 1971, 1973). As social
skill deficits appear to contribute to diminished positive social reinforcement,
various investigators have considered the paucity of social reinforcement in
interpersonal situations as an antecedent to depression (Frey, 1976; Lazarus,
1971; Lewinsohn, 1975; Wolpe, 1971). If a child’s social repertoire is rarely rein-
forced, many important behaviors may subsequently be suppressed or ex-
tinguished. It is not surprising to find the research suggesting that unremedi-
ated behavioral deficiencies may be sustained or even magnified in adulthood.

Kohn and Rosman (1972) investigated the relationship between preschool
social and emotional functioning and later academic performance and intellec-
tual achievement. Assertive behaviors in preschool children were associated
with school readiness and intellectual achievement in later years. The results
“suggest that the child who is curious, alert, and assertive will learn more from
his environment and the child who is passive, apathetic and withdrawn will, at
the very least, learn less about his environment because of his diminished con-
tact. . .” (p. 450). These findings are consistent with those from Kagan and Moss
(1962), who noted that emotional independence from parents and teachers,
assertiveness, and curiosity are reliable predictors of future intellectual achieve-
ment. Dorman (1973) also found assertion levels in young children to be related
to intellectual functioning. The performance of an item analysis of the Stan-
ford-Binet Intelligence Test revealed superior performance by socially skilled
children on such areas as comprehension, verbal reasoning, and discrimination
tests.

Social maladjustment in children has been associated with a variety of fu-
ture problems including school maladjustment (Grounland & Anderson, 1963),
dropping out of school (Ullmann, 1957), delinquency (Roff, Sells, & Golden,
1972), “bad conduct” discharges from the military (Roff, 1961), and adult mental
health problems (Cowen et al., 1973; Roff, 1961). Conversely, social competency
in childhood is related to superior academic achievement (Harper, 1976; Laugh-
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lin, 1954; Muma, 1965, 1968; Porterfield & Schlichting, 1961), and adequate
interpersonal adjustment later in life (Barclay, 1966; Brown, 1954; Guinourd &
Rychlak, 1962). According to Kohn (1977), preschool impairment of social skills
was correlated with later emotional disturbance in the fourth grade. Social-
emotional adjustment portended future psychological functioning.

Cowen et al. (1973) performed an 11- to 13-year follow-up of children who
were identified as “vulnerable” to determine whether they had disproportionate
rates of psychiatric disturbance as compared with control children. Retro-
spective analyses of the psychiatrically disturbed children’s third-grade tests
suggest that they were less popular and more negatively evaluated by their
peers. The authors report that “given a comprehensive assessment battery in-
cluding intellectual performance, teacher judgment, and self-report data, the
ratings of the 8- to 9-year-old peers best predicted later psychiatric difficulty” (p.
455). These results suggest the significance of social competency and peer in-
teraction in regard to future development.

PEER RELATIONS

Peer acceptance and popularity appear to play an important role in child-
hood socialization. Social skills provide children with the vehicle through which
they can give and receive positive social rewards, which, in turn, leads to in-
creased social involvement, generating further positive interaction. The impor-
tance of social skills in acquiring peer acceptance has been well documented.
Social skills have been associated with increased perceptions of friendliness,
peer acceptance, and social participation (Marshall & McCandless, 1957). Con-
versely, peer rejection has been associated with aggression (Dunnington, 1957;
Hartup et al., 1967; Moore, 1967) and the display of negative social behavior
(Kohn, 1977). Hartup et al. (1967) found that children’s ability to act in a positive
social manner was directly related to being accepted or well liked by one’s peers.
~ Charlesworth and Hartup (1967) and Kohn (1977) report that peers who
demonstrate greater positive prosocial behaviors receive these in turn, at higher
rates themselves from their peers. Additionally, these children are rewarded by
their peers for prosocial behavior, thereby creating a positive cycle of social
interaction, peer acceptance, and social competency. Similarly, Gottman et al.
(1975) investigated the relationship among peer relations, social skills, and pop-
ularity. The popular children were found to be superior in their ability to engage
in and to elicit positive peer interaction, knowledge of certain social skills, and
their referential communication skills (the ability to take the perspective of the
listener). The child’s ability to emit and elicit positive social behavior from his
peers appears to be a crucial factor in his or her acceptance and popularity.
Additionally, other factors identified as being related to social skills and peer
relations include role taking (Reardon, Hersen, Bellack, & Foley, 1979), identify-
ing and labeling emotions (Izard, 1971), and communicating accurately and
appropriately (Asher & Parke, 1975).

In summary, popular children appear to socially reinforce their peers more
often than do unpopular children and receive greater amounts of positive social
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responses in return from both peers and teachers. This positive cycle is perpetu-
ated through adolescence and perhaps adulthood, creating a reciprocal interper-
sonal environment throughout life. Additionally, children who manifest posi-
tive social skills appear to perform better in academic, social, and emotional
sectors. Conversely, socially deficient children generate, and thus receive, fewer
positive social interactions from their social environment. This can have an
immediate effect of creating isolation, aggression, frustration, and withdrawal.
This phenomenon might lead to even further reduction in rates of elicited and
emitted reinforcements during adolescence and adulthood and negatively affect
the individual’s ability to function adaptively in his or her social environment.

ACADEMIC ACHIEVEMENT

Social skills play an integral role in the complex fabric of interpersonal
interaction. Because they are related to many aspects of functioning, it is not
surprising that researchers have found significant relationships between social
competency, creativity, academic achievement, and cognitive performance (Dor-
man, 1973; Feldhusen, Thurston, & Benning, 1973; Payne, Halpin, Ellett, &
Dale, 1975). Kim, Anderson, and Bashaw (1968) found significant correlations
between standardized measures of achievement and social behavior of children.
Myers, Atwell, and Orbet (1968) conducted a longitudinal study in which third-
and sixth-grade students were identified as either disruptive or behaving in
socially appropriate ways. Achievement scores from these students were col-
lected five years later. After controlling for intelligence, the authors found signif-
icant differences between the two groups, with the socially appropriate children
excelling over the disruptive students.

Social skills not only affect peer relations but can also have notable effects on
positive teacher attention and reinforcement toward the child. Several studies
have experimentally demonstrated the effect of student social behavior on sub-
sequent teacher-student interaction (Graubard, Rosenberg, & Miller, 1971;
Klein, 1971; Noble & Nolan, 1974). In an excellent demonstration of this phe-
nomenon, Noble and Nolan (1974) gave seven children instructions (outside the
classroom) on how to make eye contact, request help, give compliments, and
exhibit related social skills. The children significantly increased the amount of
positive social reinforcement received from their teachers. Thus, children’s so-
cial skills affect how they are perceived and responded to by their teachers as
well as their peers, parents, and significant others (see Cartledge & Milburn,
1978; Greenwood, Walker, Todd, & Hops, 1977; Harper, 1976).

RELATED VARIABLES

Measures of social competency provide information as to the social behav-
iors in a person’s repertoire, but they do not describe other variables that may
influence the maintenance and severity of interpersonal skill deficits. Such vari-
ables as locus of control (the extent to which a person perceives that contingencies
are controlled by themselves or others), hopelessness (negative expectancies of
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change in the future), and irrationality (entrenched beliefs that may or may not
be rationally based) may provide additional prognostic information as to the
possibilities of remediating existing deficits. For example, two children who are
equally deficient in social skills may be very different in terms of their flexibility
in learning new behaviors. One child may rely on others to control contingen-
cies, may think that slight misfortunes are catastrophic, and may expect that the
future will be worse, while another child may perceive that he has some control
over his own contingencies, does not overreact to disappointment, and can see
his current set of behaviors as a temporary state. The former child is more
resistant to change, set in rigid belief systems, and pessimistic about the future.
These factors may contribute to his problematic behavior patterns and also inter-
fere to a greater degree with attempts to acquire adaptive behaviors.
Rotter (1966) described the internal versus external dimensions of locus of

control in this way:

If the person perceives that an event is contingent upon his own behavior, we have

termed this a belief in internal control . . . when a reinforcement is perceived by the

subject as following some action of his own but not being entirely contingent upon his

action or is unrelated to his action and is beyond personal control, then this is a belief in

external control. (p. 1)

Nowicki and Strickland (1971) adapted a locus of control measure for chil-
dren and identified several behavioral correlates of internal and external re-
sponding. Internal locus of control has been shown to correlate with general
measures of assertiveness, academic achievement, social involvement, delayed
gratification, control of stress, and ability to take social action (Houston, 1971;
Nowicki & Roundtree, 1971; Nowicki & Strickland, 1971; Rotter, 1966; Rotter &
Mulry, 1965). In general, the greater a child’s belief in internal control (e.g., how
she/he behaves does influence her/his environment), the more assertive she/he is
likely to be and the greater her/his chances of further developing a socially
effective and appropriate repertoire.

External locus of control has also been shown to be related to the concepts of
helplessness and hopelessness (Beck, Weissman, Lester, & Trexler, 1974;
Hiroto, 1974; Procuik, Breen, & Lussier, 1976). These concepts are similar in that
they are based on the perception by the individual that his or her behavior and
its contingencies are independent. Failure to control one’s interpersonal en-
vironment may lead to possible depression, social withdrawal, or extinction of
adaptive social responses (Frey, 1976; Lazarus, 1976; Wolpe, 1971). Children
who have developed unadaptive behavioral repertoires rather than assertive
ones may become susceptible to helplessness and depression (Dweck, 1972;
Seligman, 1975). Additionally, those who perceive their helpless state as “hope-
less” may be less likely to change their behavior in an adaptive fashion. Having a
dysfunctional expectation that events are uncontrollable is affected even more
by the expectation of little change in the future (Beck et al., 1974).

Another variable related to social competency, hopelessness, and the devel-
opment of unadaptive behavior is the development of irrational beliefs (Dor-
worth, 1973). Ellis (1971) proposes that irrational beliefs are reciprocally involved
with maladaptive behaviors. For example, a person who feels the need to “be
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loved by everyone” or that“slight misfortunes are disastrous” will behave in
accordance with such irrational beliefs. More importantly, a child who has de-
veloped an irrational belief system may behave in a maladaptive fashion of
either passive or aggressive responding. Children who have many irrational
beliefs probably will be less assertive than children with more rational beliefs.
Irrational belief systems may interfere with learning new and more appropriate
behaviors and can increase resistance to change toward more adaptive re-
sponses (Dorworth, 1973).

Additional variables of interest include sex and IQ, and their relationship to
social competency. Sex-role behaviors and types of nonassertiveness have been
described by investigators as portraying females as passive and a distinct per-
centage of males as aggressive. The interaction of teachers with their students in
terms of their distribution of approval for males and females has been shown to
differ significantly (Meyer & Thompson, 1956). Indeed, a recent survey of ele-
mentary school teachers determined that the passive, acquiescent female was
the best-liked type of student (Helton & Oakland, 1977).

Intelligence and social skills are also related. Children who learn and adapt
quickly begin to develop effective interpersonal repertoires to achieve their
goals. This may be reflected in academic (Crandall, Katkorsky, & Crandall, 1965;
McGhee & Crandall, 1968) or in social performance (Thornton & Jacobs, 1972).
The case may be, however, that the public school system may foster passivity
which then competes with the development of assertiveness in intelligent chil-
dren (Helton & Oakland, 1977).

The relationship of intelligence and assertiveness should come as no sur-
prise. Intelligence probably aids in acquiring assertive skills; this in turn, allows
for greater environmental interaction and learning opportunities, which are in-
cluded in definitions of intelligence. The practical considerations of intelligence
and assertiveness concern those children who are deficient in intelligence, as-
sertiveness, or both. For example, will “growth” in intelligence be suppressed
by lack of assertive skills? Further research is needed to clarify this issue, and
perhaps it will underscore the positive benefits in an educational-academic sense
of acquiring social skills.

The relationship between intelligence and locus of control has been investi-
gated to a greater degree. IQ was determined as one of the main correlates of
locus of control in a secondary school population (Nowicki & Roundtree, 1971).
A scale for assessing children’s beliefs that they, rather than others, are respon-
sible for their intellectual-academic successes and failures demonstrated that IQ
was related to perceived locus of control in elementary school populations
(Crandall, Katkovsky, & Crandall, 1965). In general, the research suggests that
individuals who perceive internal control over their behavior are more intel-
ligent (Chance, 1965; Coleman, Campbell, Hobson, McPartland, Wood, Wein-
feld, & York, 1966; McGhee & Crandall, 1968; Reimanis, 1970).

A recent, related area of research interest has been the debilitating effects of
hopelessness on academic performance (e.g., Dweck, 1972; Dweck & Repucdi,
1973; Seligman, Maier, & Solomon, 1967, 1969). Although no conclusive re-
search has been reported, individuals who perceive their situation as hopeless
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appear less likely to attempt academic endeavors. In relating the implications of
learned helplessness/hopelessness to education, Alba and Alvarez (1977) em-
phasize that experiences with controllability and uncontrollability over academic
work, especially in the early grades, may be an important factor in future aca-
demic development. The possibility exists that these factors may influence or
mediate acquisition and performance of social skills. However, due to the cor-
relational nature of most of the studies, definitive cause—effect conclusions can-
not be drawn. Indeed, these factors may represent components of a “larger
cognitive-mediating process” which have not been defined thus far. In any case,
due to the suggestive rather than conclusive nature of these findings, interven-
tions for children directed at reducing “hopelessness” or “internal locus of
control” would appear premature. Rather, as discussed in Chapter 3, it has been
repeatedly demonstrated that training social skills leads to concurrent improve-
ments on these other cognitive dimensions of functioning. However, research is
needed to determine the interrelationships among assertiveness, locus of con-
trol, hopelessness, irrationality, sex, and IQ for children and their effect upon
the development and maintenance of effective and appropriate social reper-
tories.

SUMMARY

A note of qualification regarding the research cited in this chapter is in
order. These efforts are largely based upon correlational studies. They only
suggest relationships and associations between social skills and future function-
ing; they do not prove them. Despite the causal ambiguity in many of the
studies, they are, however, fairly suggestive, given their consistent results and
their sheer numbers. Thus, the relationship between social competency and life
adjustment appears to be both powerful and intricate. This cumulative body of
knowledge, as viewed through an interdisciplinary perspective, supports the
hypothesis that social skills in children are closely related to present and future
social adaptation. Thus, there seems to be strong scientific rationale supporting
the need for preventative and remedial social skills training for children.



Assessment of Social Skills

Assessment procedures that evaluate the effectiveness of training are important
components of any social skills training program. Unfortunately, many social
skills programs do not utilize an empirically based and comprehensive frame-
work with which to assess their efficacy and, therefore, it is not known whether
social behaviors were modified for the better. Furthermore, several evaluation
strategies are deficient in identifying specific social skill deficits and excesses.
Thus, several theoretical, methodological, and clinical issues pertaining to the
assessment of children’s social skills require further elaboration. The present
chapter describes the functional purposes of assessment and provides a substan-
tive review of assessment techniques and strategies along with their advantages
and limitations.

Initial assessment can determine present knowledge of social skill compo-
nents and measure the quality of actual social performance in children. The
process of identifying and specifying problem social areas also allows for the
subsequent evaluation of a child’s progress during training. This information
provides necessary feedback to trainers by “screening” and identifying specific
children or specific social deficits or excesses. Children who have deficient social
skills will usually score or be rated very low on the assessment instruments and
measures. For an individual or a group of children, a specific social behavior
(e.g., expressing complaints) may be the focus of assessment. Certain children
may be determined to be problematic due to their poor performance in compari-
son with other children or their interference in the child’s ability to interact
successfully with the social environment. The specific behaviors of these chil-
dren can then be “targeted” for training. Pre- and posttraining comparisons
provide a measure of the effectiveness of the intervention and indicate which
social skills have improved and where deficits remain.

ASSESSMENT ISsSUES

ASSESSMENT MODALITIES

To measure social skills deficits and behavioral excesses, various types of
assessment instruments and strategies have been developed (see Hops & Green-

13
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wood, 1980; Kent & Foster, 1979; Michelson, Foster, & Ritchey, 1981; Michelson
& Wood, 1980a; Van Hasselt, Hersen, Bellack, & Whitehill, 1979). Primarily,
three different modalities have been utilized for assessing social skills: behav-
ioral observation, informant reports, and self-report measures. Behavioral obser-
vations usually involve actual observation of defined social behaviors in natural
settings or simulated situations such as in role-play tests. Informant reports
require social agents such as teachers, peers, and parents in the child’s social
environment to evaluate, describe, or rate social performance. Additionally,
sociometric measures such as peer rankings and nominations are informant
report techniques which indicate general social status. Self-report instruments
such as questionnaires, scales, and paper-and-pencil inventories rely on each
child’s rating, evaluation, or description of his or her own social behavior. Meth-
odological and practical issues related to each assessment modality will ob-
viously influence the assessment strategy selected. Several general issues of
primary importance in the selection and utilization of social skill assessment
procedures are discussed in the following sections.

SociAL VALIDITY

Assessment should reflect and be responsive to the child’s social environ-
ment (Clark, Caldwell, & Christian, 1980; Wolf, 1978). An assessment device
needs to identify clinically salient target behaviors that are considered important
by the child’s “reinforcement community,” such as peers and adults. Social
validity, in both assessment and training procedures, basically means that the
behaviors which have been selected as “target behaviors” are genuinely impor-
tant in the child’s social environment. For example, if the behavior of “looking at
the other person during a conversation (eye contact)”” is important to the people
that the child talks to, then it would be socially valid to include this as a target
behavior in assessment and training.

Selecting a behavior that may not be important in a child’s environment
(e.g., shaking hands when greeting others) would result in assessment and
training focusing on social skills which are of minimal, if any, relevance to the
child’s real social interactions. In fact, some social behaviors may be disliked by
other children and might result in negative or aversive consequences if used.
Thus, socially invalid assessment can lead to targeting relatively trivial behav-
iors. Therefore, in both the assessment and training of social skills, when deter-
mining the target behaviors to be remediated, consideration should be given to
the social importance, effectiveness, and functional utility of the selected behaviors
(Kazdin, 1977; Wolf, 1978).

PrACTICALITY

Each type of assessment strategy requires varying amounts of time, trained
personnel, material, administration, scoring, and analysis. It is important to
determine whether sufficient resources exist to complete a particular assessment
strategy or combination of strategies successfully. Choosing an assessment strat-
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egy that is impractical generally results in technical problems, inaccurate or
incomplete data, and overall reduction in the quality of program evaluation.
Therefore, prior to incorporating an assessment strategy, careful analysis of the
practical requirements is important to determine both feasibility and utility.

ASSESSMENT INFORMATION

Accurate interpretation of the assessment results depends upon which as-
sessment techniques were used. Some assessment techniques primarily mea-
sure knowledge of social skills (e.g., self-report) while others measure actual
performance of social skills (e.g., behavioral observation). Some measures tap
only circumscribed skill areas, while others sample from a large range or domain
of social behaviors. Limitations in the amount and type of information that an
assessment technique can provide should be a major consideration in both selec-
tion and interpretation.

PsYCHOMETRIC QUALITIES

The accuracy and reliability of an assessment measure is usually described
in terms of “psychometric qualities.” Through statistical analysis of an assess-
ment measure, information can be reported regarding such important psycho-
metric qualities as external validity and reliability.

External validity represents how well the assessment instrument measures
how the child would actually behave in the natural environment. High external
validity is desired for an assessment instrument because it indicates that the
information collected is accurate and honestly reflects how the child behaves
most of the time. For example, if a child’s scores on a self-report questionnaire
indicated very good social skills in all areas but the child’s usual behavior was
actually very inappropriate, then the self-report questionnaire would be consid-
ered to have low external validity. One method of determining external validity
is to correlate two different measures, such as self-report and teacher ratings.
This procedure is termed concurrent validity. Concurrent validity can range
from .00 (no concurrent validity) to 1.00 (perfect validity); most scores for social
skills assessments fall between .30 (moderately low) to .80 (moderately high). In
general, the higher the estimate of validity, the more accurate or ““honest” the
assessment measure.

Reliability can refer to how consistent the assessment results would be over
repeated testings (test-retest reliability) and how consistently the components
of the assessment device measure the same construct (internal consistency).
Reliability, which is just as important as external validity, indicates whether an
assessment measure can consistently give the same results. If a measure is not
consistent, then it is not clear whether any changes in scores are really due to
changes in the child’s behavior or merely indicate a fluctuation due to the vari-
ability and unreliability of the assessment. Furthermore, if a scale does not meet
minimal reliability criteria, it cannot be valid.
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In summary, by taking into account psychometric properties, social validity,
practicality and assessment information, the most appropriate technique(s) can
be selected for a particular social skills training program. Attending to these
issues will help avoid major pitfalls and should enhance the overall effectiveness
of the training program. Proper consideration of these issues will help ensure
that the assessment process will be functional and accurate. (For reviews of
these issues see Anastasi, 1982.)

The following sections describe behavioral observation, informant report,
and self-report techniques. Relevant research examples and issues—as well as
advantages and limitations of each assessment technique—will be discussed
briefly. A complete sample of each technique is presented in Appendix A, along
with detailed administration, scoring, and interpretive information. Therefore,
upon acquiring a working knowledge of the various assessment strategies in
terms of the information that can be obtained and the limitations involved,
specific techniques can be selected and utilized appropriately with the training

program.

BEHAVIORAL OBSERVATION

Direct observation is one of the most commonly used methods of assessing
social behavior. Two strategies utilized to measure interpersonal behavior
among children include naturalistic observation and analogue observation.

NATURALISTIC OBSERVATION

The direct observation and rating of a child’s social interactions in the natu-
ral environment is considered an ideal method of accurately assessing social
skills (Eisler, 1976; Nay, 1977). Information obtained from naturalistic observa-
tion can be used to identify children who display socially inappropriate behavior
and to assess the effects of training and treatment interventions.

Naturalistic observation is usually accomplished by having one or more
observers record the frequency, duration, and/or quality of specified target be-
haviors. The target behaviors are “behaviorally defined” with a clear, easily
observable description to allow reliable and accurate observation. For example,
“‘eye contact’”” can be considered a component of “conversation with others” and
could be behaviorally defined as “looking at the other person in the conversa-
tion for at least 60% of the time.” With this behavioral definition, the frequency
of eye contact across several conversations could be recorded by trained
observers.

Observation procedures usually take place in settings such as classrooms
and play areas. Observers try to place themselves unobtrusively in suitable
positions where they will not interfere or unduly influence the interactions but
will be able to accurately record the frequency and quality of the target behav-
iors. Participant observation is an alternative procedure in which the observer is
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part of the situation (e.g., teaching a class), interacts with the children, and
records observations of social behavior.

Description of Measures. Observations of social behavior have been com-
pleted across various developmental age levels (Greenwood, Walker, Todd, &
Hops, 1978; Meighan & Birr, 1979; O’Connor, 1969) and in various settings and
activities (Allen, Chinsky, Larsen, Lockman, & Selinger, 1976; Bryan, 1974; Dor-
man, 1973). The situational specificity and the idiosyncratic characteristics of
social behavior generally require researchers to develop original observation
codes and formats in accordance with the target behaviors of interest and the
parameters of the setting, activity, or stimuli involved (see Charlesworth &
Hartup, 1967; Reid, 1978). Thus, existing observation codes show considerable
variation, both in the behaviors observed and in levels of complexity of observa-
tional systems being used (Van Hasselt et al., 1979).

For example, studies of socially isolated children (see Allen, Hart, Buell,
Harris, & Wolf, 1964; Buell, Stoddard, Harris, & Baer, 1968) have employed
operational definitions of proximity to others, play with others, and interactions
with peers or teachers. Additionally, Buell et al. (1968) utilized a time-sampling
procedure with 10-second intervals and computed the percentage of intervals in
which a target behavior was displayed. Strain, Shores, and Kerr (1976) and
Strain (1977) employed an observational system to assess two-person interac-
tions. The coding system included two general behavior classes, ‘“motor-ges-
tural” and “vocal-verbal” along with their positive and negative topographical
features. Some of their behavioral definitions were “initiated” behaviors, which
included responses emitted three seconds before or after another child’s behav-
ior, and “responded” behaviors, which included behaviors occurring within
three seconds after another child’s motor-gestural or vocal-verbal behavior.

Fairly elaborate coding systems have been developed for recording interac-
tions between children and their peers, teachers, and parents. (see Durlak &
Mannarino, 1977; Wahler, 1975). For example, one system for observations con-
tained 19 response categories encompassing five general classes of behaviors:
autistic, work, play, compliance—-opposition, and social. This extensive observa-
tion was used primarily for assessing the classroom behavior of socially deficient
children, but it may also be suitable for use in home or laboratory settings. (A
sample of an observation system is presented in Sample A, the Social Skills
Observation Checklist, of Appendix A. Complete information is provided re-
garding observation procedures, scoring, and interpretation of the results.)

Advantages and Limitations. There are numerous methodological issues
concerning naturalistic observation methods, including expectancy bias among
observers, observer reactivity (Romanczyk, Kent, Diament, & O’Leary, 1973),
consensual “drift’ (O’Leary & Kent, 1973), system complexity (Mash & McEl-
wee, 1974), and knowledge of reliability assessment (Kent, Kanowitz, O’Leary,
& Cheiken, 1977). An excellent review of these issues is presented by Foster and
Ritchey (1979).

In Walls, Werner, Bacon, and Zane’s (1977) comprehensive review of 118
behavioral checklists dealing with social skills and socialization, only 25 (21%)
provided any information at all on reliability and/or validity of the instrument.
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Cone’s (1977) a detailed discussion regarding reliability and validity in behav-
ioral assessment indicates the following problems with natural observation pro-
cedures: calculation, reactivity, and variables affecting the magnitude of ob-
server agreement (see Johnson & Bolstad, 1973); distinguishing between
observer agreement and observer accuracy (Gewirtz & Gewirtz, 1969); in-
terpretations and remediation of low interobserver reliabilities, item (or situa-
tion) generality, and generalizability. (For reviews of the relevant assessment
literature, see Foster & Ritchey, 1979; Kazdin, 1977; Kent & Foster, 1979; Michel-
son, Foster, & Ritchey, 1981; Michelson & Wood, 1980b.)

Practicality is an important variable when one is considering the use of
naturalistic observation. The procedure requires training observers to achieve an
acceptable level of interobserver reliability (agreement between observers), de-
fining specific target behaviors, observation time periods for each subject, vari-
ous materials such as checklists and stopwatches, and detailed scheduling of
observers and subjects. If these requirements can be fulfilled, valuable informa-
tion can be obtained for the identification of social skill deficits. This will also
facilitate establishing a pretraining baseline and the evaluation of ongoing
training.

Observation systems sometimes vary in the level of information they can
provide. Since an emphasis is placed upon defining the target behaviors in very
clear terms, some observation systems contain only simplistic behaviors that
may not be very important or not be detailed enough to contain sufficient infor-
mation. For example, it is easy to observe and reliably measure if a child “talks to
another child,” but what may be of importance is the content of the statement
made to the other child. This is where most observation systems fear to tread,
because it is often quite difficult to get observers to agree whether the statement
made was a “‘compliment,” a “/sarcastic comment,” or even just a neutral state-
ment. Therefore, it is important to consider what level of information is needed
and how accurate and reliable the observations must be if an appropriate obser-
vation system is to be selected.

Social validity should play an important part in evaluating any observation
system to be utilized in assessing children’s social skills. It is critical to ensure
that the measured behaviors are important and meaningful in the child’s social
environment. A very detailed observation system with clear, precise behavioral
definitions would be essentially useless if it only targeted such behaviors as
“number of eye blinks,” “left foot forward while speaking,” and so on. Social
interactions require complex observation systems to measure the socially impor-
tant variables.

Assuming that the factors of practicality, type of information, and social
validity can be adequately provided in an observation system, this method has a
major advantage over other assessment procedures in that it usually has a high
degree of external validity. The behaviors observed through naturalistic observa-
tion reflect quite accurately the usual social behavior of the child. If observations
are made in many different settings and social situations and at different times
throughout the day over a period of several days or weeks, an accurate measure-
ment of the child’s social skills and deficits can be made.
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OBSERVATION IN CONTRIVED SITUATIONS

Role-play tests or simulated situations measure specific social responses in
settings contrived to represent actual interpersonal problem situations. In be-
havioral role-play procedures, situations are generally presented to the subject
by videotape, narrator, or live model. A prompt is then delivered by a confede-
rate who asks for the subject’s response. The child’s response is later judged and
rated on numerous verbal and nonverbal components to assess the level of social
skill.

Assessment in simulated situations is particularly useful when the child has
difficulty in situations that occur infrequently—that is, where little information
concerning the child’s social skill proficiency in those areas can be obtained by
naturalistic observation. For example, if “responding to criticism from peers”
was the target behavior and the situation occurred rarely, then naturalistic ob-
servation would take a long time, as the observers would have to wait until the
child was in a situation where peers provided criticism. Role-play or contrived
situations would automatically incorporate this component by having a
peer/confederate deliver criticism to the child so that an observation of the
responses could be made.

Observation in contrived situations allows every social skill content area to
be evaluated in a standardized manner. All children are exposed to identical
prompts and role-play partners, thus permitting comparisons of their responses.

Description of Measures. Ever since Rehm and Marston (1968) developed the
original role-play test for use in outcome research, this assessment strategy has
become an integral component in the analogue measurement of social skills. The
basic format of role-play tests includes presenting the subject with a description
of an interpersonal vignette wherein the subject is prompted to respond. For
example:

Narrator: You are watching your favorite television program when someone walks up
to the TV and changes the channel. The person says: “I'm changing the
channel, the show you are watching bores me.”

Child’s response:

After the child responds to the prompt, he or she is presented with the next
situation, and so on. A prompt is delivered by a confederate, who provides the
antecedent for the subject’s response. The subject’s response is then recorded
and rated on several verbal and nonverbal components. (A complete example of
the procedures required to perform an assessment of children’s social skills with
a role play is presented in Sample B of Appendix A.)

Bornstein, Bellack, and Hersen (1977) developed the Behavioral Assertive-
ness Test for Children (BAT-C), modified from a similar test with adults (Eisler,
Hersen, Miller, & Blanchard, 1975). The BAT-C is composed of scenes simulat-
ing typical interpersonal encounters of children. This and similar tests have been
employed in numerous single-case and group studies to assess pretreatment
levels of social skill as well as to evaluate therapeutic outcome (Beck, Forehand,
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Wells, & Quante, 1978; Bornstein, Bellack, & Hersen, 1980; Ollendick & Hersen,
1980). (Scenes and target behavior definitions used in the BAT-C are presented
in Sample B of Appendix A; Figures 5 and 6.)

Reardon, Hersen, Bellack, and Foley (1979) developed and evaluated the
Behavioral Assertiveness Tests for Boys (BAT-B), which was designed to elicit
both positive and negative assertive responses in young males. From an original
pool of 50 scenes, 10 positive and 10 negative scenes were selected by teacher
ratings to comprise the BAT-B. Examples of positive (Narrator 1) and negative
(Narrator 2) scenes are described below:

Narrator 1: You drew a picture in art class and the boy next to you says . . . .
Prompt: Wow! That was really great!

Narrator 2: Pretend that you are at home watching your favorite TV program with your
friend. He getsup . . . .
Prompt: Let's watch this instead.

The child’s responses to each of the 20 scenes are rated on verbal and
nonverbal components (see Eisler, Hersen, Miller, & Blanchard, 1973). These
components include: (1) ratio of eye contact to duration of response, (2) smiles,
(3) duration of reply, (4) number of words, (5) latency of response, (6) affect, (7)
ratio of speech disturbances to duration of speech, (8) gestures, (9) compliance,
(10) requests for new behavior, (11) regard, (12) spontaneous positive behavior,
(13) appreciation, and (14) global rating of assertiveness.

Reardon et al. (1979) assessed 60 elementary school boys in Grades 3
through 8. Children were tested on role-taking ability, a self-report measure of
assertiveness, and teachers’ ratings. Results from this investigation indicated
that high- and low-assertive children differed on a number of response dimen-
sions related to both age level and type of scene (i.e., positive or negative).
Assertive skill was associated with role-taking ability. Teachers tended to view
the assertive boys as more sociable and interpersonally sensitive than unasser-
tive subjects. Interestingly, there were no significant correlations between teach-
ers’ global ratings of assertiveness and self-report or role-play assessments.

Michelson, DiLorenzo, Calpin, and Ollendick (1982) investigated the situa-
tional determinants of the BAT-C with 30 psychiatrically disturbed inpatient
children. The BAT-C was specifically revised for use with children in an inpa-
tient setting and consisted of a total of 48 interpersonal scenes, half presented by
a male adult partner and half by a female. The investigators wished to identify
some of the salient behavioral components of assertion in four interpersonal
situations: requests for new behavior, giving help, giving compliments, and
accepting compliments. A second purpose of the study was to determine the
effect of the sex of the person delivering the prompt on the BAT-C role-play
scenes.

The results indicated that negative scenes elicited significantly different
interpersonal behavior than did positive scenes. Responses of the children to
negative scenes were characterized by increased eye contact, longer replies, and
greater use of affective statements.



ASSESSMENT OF SOCIAL SKILLS 21

The children, however, did not differentially respond to positive and nega-
tive scenes on voice intonation or overall assertion as rated by adults. The results
further indicated that the sex of the prompter played a significant role in child
responses. Children spoke longer and with more appropriate voice intonation
with male than with female prompters. They also received higher overall ratings
on assertion with male than with female prompters. Higher assertive ratings in
response to males were observed across both positive and negative scenes.

Another method of social skills assessment designed to obtain seminatural-
istic data efficiently in a standardized manner is the contrived scenario. In a
contrived scenario, a situation is set up without the child’s knowledge (similar to a
“candid camera”” scene) and the child is exposed to certain stimuli (e.g., questions
from confederates) that elicit social responses. The child’s responses can be
observed and rated to determine social skills deficits.

Wood, Michelson, and Flynn (1978) developed a contrived interview, the
Children’s Behavorial Scenario (CBS), designed to elicit assertive or nonassertive
responses. A trained adult confederate interviewed each child with questions,
comments, compliments, and requests that represented various content areas of
assertion. For example, a child was given an “‘unreasonable request,” such as “I
would like you to give up all your recess time for the next six months to pick up
the paper around the school grounds.” The child’s response was unobtrusively
observed and coded as assertive, aggressive, or passive. Also, aspects of the
experimental room were designed to elicit assertive and nonassertive responses.
For example, a small stack of books was placed on the only chair available for the
child to sit on, and the child was monitored for appropriate requests to remove
the books. Comparison of the CBS with a self-report measure of assertive behav-
ior and teacher ratings showed statistically significant, though moderate, cor-
relations among the three measures. (An example of the administration inter-
view procedures, scripts, and response coding format involved in performing
the CBS is provided in Sample C of Appendix A.)

Advantages and Limitations. Advantages of role-play tests include (1) flexi-
bility in presenting a wide range of potentially relevant situations that cannot
easily be replicated in the natural environment or clinical setting; (2) control over
the places, persons, and environments presented to the child; and (3) accuracy
in monitoring and measuring precise social skills components such as duration
of eye contact, speech latency, speech duration, length of utterances, qualitative
aspects of the response, and nonverbal dimensions of social skill.

Bellack (1979) cogently points out several limitations in the use of role-play
tests. Included among these pitfalls are problems with adequate external validity
due to the obvious differences between role-play tests and naturalistic social
interactions.

Role-play tests are highly structured, require facility at making quick, brief responses,
and rely on the subject’s ability to quickly take on roles in a series of diverse interac-
tions. . . . Conversely, naturalistic interactions require only one role enactment in
which the subject can gradually become enmeshed due to the extended nature of the

interaction. These interactions are also less structured and place more emphasis on
ability to maintain a conversation than on ability to make one or two discrete re-

sponses. (p. 91)
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The contention that role-play tests are limited in these respects has gained
support from recent findings with adults. Bellack, Hersen, and Lamparski
(1979), and Bellack, Hersen, and Turner (1978) recently found little correspon-
dence between a role-play test and a naturalistic interaction that used identical
situations to prompt the same specific social skills components.

Other related questions concern whether role-play tests only sample
“knowledge” of appropriate social responses and not responses the child actu-
ally employs on a day-to-day basis. These concerns imply that if a role-play test
is used to assess the effects of social skills training, other measures of the child’s
behavior in the natural environment should also be included. Otherwise, train-
ing may be called “successful” even though it has merely taught children to
“act” or “perform the role-play” rather than to change their behavioral reper-
toires (Beck et al., 1978).

There are other psychometric limitations (cf. Cone, 1977) to the use of role-
play tests, including the absence of data concerning test-retest reliability; the
lack of information regarding normative data (e.g., what is the normal re-
sponse); the fact that situations developed for role-play tests have been devised
more on the basis of face validity (e.g., what looks reasonable to the people
constructing the role-play scenes) rather than on scientific principle; and the
briefness of the interactional format of the role-play tests, which may be too
restrictive, unrealistic, or anxiety provoking, thus reducing a child’s chances of
performing to the best of his or her ability.

Another limitation of role-play assessments revolves around the many vari-
ations that are available. Differing scenes, sex and age of prompters or “confede-
rates,” and the use of videotape versus live medium may influence the child’s
response, thus potentially biasing the information obtained through the pro-
cedure. The quality and quantity of scene elaboration and description (usually
described by the narrator) can also vary substantially, raising similar concerns.
Unfortunately, little systematic research has been completed to date to resolve

these issues.

As with the other methods of assessing social skills in children, role-play
tests should try to be as socially valid as possible. Most role-play tests seem to
reflect the social environment by presenting situations involving adults and
children which would likely occur in the daily routine. However, most re-
searchers have not determined empirically that all the scenes on their role-play
test were socially valid, so there is no guarantee that the scenes represent “slices
of life” or that the scenes and the required responses address socially important
areas of functioning for a child. Some role-play situations chosen for a test may
be of a type that rarely occur in a particular child’s life or may be measuring an
aspect of social functioning that is relatively unimportant to all other members of
the child’s social environment. A better method of developing a role-play test
has been to employ the “behavior-analytic model” (see Goldfried & D’Zurilla,
1969), which stresses social validity as a primary factor in designing the test. By
this method, scenes, situations, and responses are selected according to whether
they accurately reflect the social environment of the child and address important
areas of social functioning for a particular child or group of children.
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Further research efforts which include social validity in the development of
role-play tests—along with improvements in the psychometric data regarding
external validity and reliability—should enhance the ability of role-play tests to
measure social skills accurately in children. However, at this point, there is
sufficient evidence from research with adult and child populations to warrant
caution in the interpretation of data from role-play assessments and to indicate
that their use be supplemented with other measures of social skills.

A brief note is in order regarding caution in the use of the contrived inter-
view technique (e.g., Children’s Behavioral Scenario). In addition to facing
many of the same problems noted above for role-play tests, contrived scenes
involve ethical issues regarding research with children. Since this method re-
quires deception of the child (e.g., via a “candid camera” scene), it must follow
certain ethical guidelines such as ensuring that the experience of being involved
in the deception not be harmful to the child (e.g., cause undue stress, anxiety,
etc). Subsequently, “debriefing” sessions with the children to explain and dis-
cuss the deception and reduce any questions or concerns they may have about
the experience; and the obtaining of approval from the parents/guardians specif-
ic to utilizing this type of assessment approach is strongly recommended.

INFORMANT REPORTS

Ratings and reports by peers, teachers, parents, and staff who are signifi-
cant members of the child’s social environment can provide useful information
for assessing social skills. Information obtained from people who interact regu-
larly with the child generally reflects their judgment of the appropriateness of
the child’s social behavior. These people, therefore, are in a position to indicate
which sodial skills are deficient for particular situations. These judgments are
useful in identifying socially incompetent and unpopular children and selecting
them for social skills training. Additionally, as social agents (members of the
child’s social environment), they can provide socially valid feedback as to the
effectiveness and generalization of training (Wolf, 1978). Informant report as-
sessments primarily include teacher reports and ratings and sociometric (e.g.,
peer status) questionnaires. These reports and ratings can also be completed by
other social agents, such as parents, neighbors, and peers.

TEACHER REPORTS AND RATINGS

Reports and ratings by teachers are often utilized in the initial screening and
referral of problem children. Children who are judged as socially deficient on
rating scales by teachers can be selected for further evaluation (such as naturalis-
tic observation) in various settings. Although controversy exists as to the external
validity and accuracy of teacher ratings, (e.g., without training, some teachers
may be biased and provide inaccurate ratings of the child), such procedures may
be both practical and socially valid because of the many opportunities that
teachers have to observe children.
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Description of Measures. Teacher report and rating scales encompass a wide
variety of standardized and nonstandardized measures which vary considerably
in format and complexity. For example, several investigators have simply asked
teachers to choose the most socially withdrawn children in their class (see Evers
& Schwarz, 1973; O’Connor, 1969). In other studies, teachers were asked to rate
children on 5- or 7-point Likert scales for each of several social skills categories
(Chittenden, 1942; Gesten, 1976; Jones & Cobb, 1973; Rinn, Mahia, Markle,
Barnhart, Owen, & Supernick, 1978). Many studies employed behavior check-
lists which required teachers to evaluate social behaviors of observed students
(Cowen et al., 1973; Feldhusen, Thurston, & Benning, 1970, 1973; Greenwood,
Walker, & Hops, 1977; Walker, 1970).

One of the most widely used standardized measures of social functioning is
the Walker Problem Behavior Inventory Checklist (WPBIC; Walker, 1970). The
WPBIC can be completed in a short time and consists of a total score and five
subtests: Acting Out, Withdrawal, Distractability, Disturbed Peer Relations, and
Immaturity. Walker (1970) demonstrated that the WPBIC could discriminate
between groups of identified behavior problem children and “normal” non-
problem children. More definitive data regarding the external validity of the
WPBIC have not been available, although comparison studies utilizing multiple
assessment strategies, including the WPBIC, have indicated moderate correla-
tions with observed behavior and sociometric ratings (Greenwood, Walker,
Todd, & Hops, 1976).

Wood et al. (1978) developed the Teacher’s Rating of Children’s Assertive
Behavior Scale (TRCABS), which required teachers to answer how the child
would usually respond to another child or an adult in a variety of social situa-
tions (e.g., expressing complaints, compliments, etc). The authors found that
both scores (one for responding to another child and one for responding to an
adult) correlated moderately with a self-report measure of assertive behavior
completed by the child (cf. Children’s Assertive Behavior Scale, presented below
in the section titled Self-Report Measure) and with a contrived behavioral inter-
view (Children’s Behavorial Scenario) carried out by an adult confederate. Al-
though this rating scale was devised for use with teachers, it appears applicable
to many other qualified informants in the child’s social environment, such as
parents, adult friends, and neighbors. (A modified version of the TRCABS en-
titled Informant Report of Youth’s Behavior: Children’s Assertive Behavior Scale
is presented in Appendix A, Sample D, along with administration and scoring
procedures.)

Another scale that has been widely used with parents and teachers and
incorporates a number of social dimensions is the Peterson-Quay Behavior Prob-
lem Checklist (BPC; Quay & Peterson, 1967). The checklist consists of 55 items
which the respondent rates as 0, 1, or 2, depending upon the degree to which
each item constitutes a problem behavior of the child. Anchors are ambiguous,
with 0 defined as “none,” 1 as “mild,” and 2 as “severe.” While some of the
items describe discrete, observable behaviors such as “fighting,” others are
nonoperationally defined trait labels such as “feelings of inferiority’” and “lack
of self-confidence.” In spite of this, there is considerable evidence supporting
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the validity of the BPC. This scale has recently been revised to include 150 items
(Quay & Peterson, 1979), and the revised measure covers areas not well devel-
oped in the previous version.

The Pittsburgh Adjustment Survey Scales (PASS) are teacher rating scales
that were developed to evaluate social behavior of elementary school boys, ages
6 to 12 (Ross, Lacy, & Parton, 1965). The modified version of the PASS was used
by Miller (1972); it included the 77 items from the Ross study plus 3 other items.
Also included were 14 learning disability items and 2 anxiety items. This modi-
fied PASS was referred to as the Social Behavior Checklist (SBCL). The SBCL has
been shown to be sensitive to the effects of training to improve self-control in
second-grade boys (Camp, Blom, Herbert, & van Doornick, 1977) and thus could
be an appropriate device for evaluating social skills training. The items also
specify behavior more clearly than does the BPC and occasionally indicate spe-
cific antecedents or situational factors as well as responses. Whether the device
is sensitive enough to monitor progress on an ongoing basis is an empirical
question yet to be answered.

Most of the existing teacher rating scales are problem-oriented and therefore
provide little information regarding the nature of children’s social behavior. An
exception to this is the Social Competence Scale (SCS; Kohn, 1977; Kohn &
Rosman, 1972). There are two forms of the SCS, one for use in full-day preschool
programs (73 items), the other for half-day and kindergarten programs (64
items). Items were designed to tap adaptive as well as problem behaviors and to
describe specific, behaviorally anchored responses. Although originally de-
signed for use with preschoolers, it may also be useful with older children: one
research study found that scores on one of the two factors differentiated “liked
from disliked” fourth, fifth, and sixth graders selected via a sociometric device
(Foster & Ritchey, 1982).

Other teacher rating scales for assessing children’s social behavior include
the AML (Cowen, Dorr, Clarfield, Kreling, McWilliams, Pokracki, Pratt, Terrell,
& Wilson, 1973); the Health Resources Inventory (Gesten, 1976); the Teacher
Referral Form (Clarfield, 1974); and the 17-item teacher rating scale used by
Cowen et al. (1973). These have been developed solely for use in the primary
grades. Additional teacher inventories regarding children’s social skills can be
obtained from other sources: Greenwood, Walker, and Hops (1979); The Ohio
State University Research Foundation (1979); Reardon et al. (1978); and Stephens
(1978). Additional comprehensive compilations and references of scales measur-
ing social competency among children and adolescents include Measures of Social
Skills (Henrigues, 1977) and Rie and Friedman’s (1978) Survey of Behavior Rating
Scales for Children.

Advantages and Limitations. Teacher reports and ratings have practical ad-
vantage over most assessment techniques in that they are easily administered.
This facilitates mass screening to identify socially incompetent children, which
can then be followed up by a more precise evaluation of these children’s specific
skill deficits. This practicality often outweighs some of the shortcomings of other
informant reports.
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Informant and teacher reports also have a built-in advantage regarding
social validity because they represent ratings by members of the child’s social
environment. Informants are, in effect, “consumers” of the child’s social skills
and their reports of how they view the child’s social behavior provide important
information. Since one of the goals of social skills training is to improve the
child’s social functioning with such “informants,” then the informants’ judg-
ments should be considered in determining whether a child has adequate social
skills in all areas and whether the child’s social skills have improved or not
following training.

However, shortcomings of existing teacher report instruments are unfortu-
nately numerous. First, inconsistent and variable ratings can occur when adults
judge children’s social behavior. For example, Reardon et al. (1979) suggest that
the accuracy of teacher ratings depends upon the opportunities that the teacher
has to observe the particular behaviors of interest. Other factors that can influ-
ence adult ratings are demand characteristics (e.g., trying to please the person
asking all the questions), personal biases, expectancies, understanding of the
behaviors to be rated, response set (e.g., reporting “all good” or “all bad”
responses), and carelessness. However, many of these problems can be resolved
through proper training of informants in rating children’s social skills.

A related controversy regards the accuracy and functional utility of teacher
ratings. For example, Greenwood et al. (1976) assert that teacher ratings are
accurate measures of children’s social behavior. In contrast, Rinn and Markle
(1979) conclude that the usefulness of teacher ratings of children’s social skills
has not been demonstrated. For example, inexperienced teachers tend to over-
rate maladjustment (Clarfield, 1974). Although at least one study (Stewart, 1949)
indicates that teachers can, indeed, distinguish between school problems and
““whole life”” problems, their judgments do seem to be affected by variables such
as the sex of the child (boys being more likely to be identified as maladjusted
than girls), the sex of the teacher, age and grade level of the child, and so-
cioeconomic status (Beilin, 1959).

Another limitation of informant reports is that many instruments contain a
broad range of items that may not identify specific social deficits or excesses in
specific situations. Additionally, these instruments may not be very sensitive to
changes that result from training if the training programs focus on a very narrow
range or specific group of social skill behaviors.

The above findings do not necessarily invalidate teachers’ ratings of chil-
dren’s social adjustment. They do, however, point out that situational and in-
teractor variables influence ratings of social competence. Behavior that teachers
consider incompetent or maladjusted at one grade level may be socially effective
at another grade level. To minimize the influence of extraneous factors, rating
scales should be objective and clearly specify behaviors which are associated
with social incompetence. Interpreters of the data should also remember that
responses indicate only adult perceptions of the child’s behavior—perceptions
that may or may not correspond to the child’s actual performance in social
situations. '
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SOCIOMETRIC QUESTIONNAIRES AND RATINGS

Sociometric procedures generally involve the rating or ranking of social
prestige, popularity, or competence by peers. For example, an entire classroom
group of students may rate each other according to how well they are liked or
disliked. Such information provides a method of selecting popular and unpopu-
lar children.

Description of the Measures. The peer nomination or partial ranking method
is common sociometric procedure utilized in studies of children’s peer relations.
This method requires children to choose a predetermined number of peers for
specific purposes, such as play or seating companions or best friends. A child’s
score consists of the number of nominations received. This technique has been
used with both positive (e.g., “name three classmates you especially like”’) and
negative (e.g., “‘name three classmates you don't like very much”) criteria (see
Hymel & Asher, 1977).

However, by providing a complete class list, nominations are less affected
by memory (Asher, Singleton, Tinsley, & Hymel 1977). Another variation, the
picture-board sociometric developed by Marshall and McCandless (1957), is suit-
able for children at the prereading level. Snapshots of peers are mounted on a
poster, which is presented to each child. The child then points to his or her
nomination in each category. Significant relationships have been found between
“best friend” ratings and observed frequencies of peer interaction in “associa-
tive play” and “friendly approach.” In addition, teacher ratings of friendship
correlated significantly with the picture-board technique (Marshall & McCand-
less, 1957).

Improvements in reliability can be obtained through the use of the paired-
comparison technique, in which the child makes choices for all classmates pre-
sented in a random order. Cohen et al. (1973) required that children nominate
one or more peers for each of 20 roles, 10 positive and 10 negative, in a hypo-
thetical class play. Cowen and de Van Tassel (1978) utilized pictures of all the
classmates randomly paired with the subject’s pictures to obtain rankings for all
children and to avoid problems with forgetting and mistakes. The main draw-
back of this procedure is its length of administration time.

Another method for determining peer status utilized a rating scale rather
than a ranking or peer nomination procedure. Each child is rated on a 3-, 5-, or 7-
point scale by some or all of the peers in reference to specific questions or
situations (e.g., “How much do you like this person”? “Is this child a leader in
games”?) An instrument that combines the nomination and rating scale tech-
niques is the Pupil Evaluation Inventory (Pekarik, Prinz, Liebert, Weintraub, &
Neale, 1976). With this inventory, each child rates each classmate on 35 items.
Classmates’ names are listed horizontally and the rater places an “X”” below the
name of each child who meets the item description (e.g., “Is friendly”’). (Sample
E of Appendix A contains part of the Social Skills Sociometric Questionnaire
along with administration and scoring procedures.) This instrument utilizes a
three-point scale based on whether the child is not liked (1), not really liked or
disliked (2), or liked (3). Each child is evaluated independently by the other
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children to determine how well they are liked or how much they are disliked
within the group.

Advantages and Limitations. Sociometric procedures, which have been uti-
lized extensively in developmental and social psychology research, are a rela-
tively new addition to behavioral assessment (Beck et al., 1978; Drabman,
Spitalnik, & Spitalnik, 1974). Sociometric assessment provides a measure of a
child’s social status from which children with low peer status may be identified
and selected for further evaluation (Foster & Ritchey, 1979; Marshall & McCand-
less, 1957). Gottman (1977) and Gottman, Gonso, and Rasmussen (1975) suggest
that a low rate of social interaction is not necessarily dysfunctional whereas low
social acceptance, as measured by choice statements by peers, appears to be a
more important factor. Sociometric measures have been shown to correlate mod-
erately with various measures of social competence (Feldhusen et al., 1970, 1973;
Greenwood, Walker, Todd, & Hops, 1977), predict delinquency (Kohn, 1977;
Roff & Hasazi, 1977), and problematic adult adjustment (Cowen et al., 1973;
Stengel, 1971).

A major advantage of sociometric measures is their inherent connection
with social validity. Just as with “informant reports,” described earlier, so-
ciometric techniques collect judgments from important, perhaps the most impor-
tant, members of the child’s social environment: the peers with which the child
must interact on a daily basis. These peers are also “consumers” of the child’s
social skills and their opinion of how well the child performs socially should be
regarded. If a child is disliked by most peers, major social deficits may be
indicated. In a similar fashion if, after social skills training, the child is liked
more by most of the peers, the training’s effectiveness would be given added
support.

IDpl\loote also that for any training effects to be maintained and to generalize to
other settings, situations, or people, the trained behaviors must be reinforced.
Since one of the primary sources of reinforcement for a child is the response of
peers, it is important that the trained social behaviors be those that the peers will
reinforce (e.g., through praise, smiles, or continued conversation instead of
walking away). If the trained behaviors are not important to the child’s peers,
there will be little change in the sociometric rating and the trained behavior
might fade away once the child returns to the usual social environment.

Limitations of sociometric techniques include a lack of demonstrated relia-
bility with very young children (e.g., their ratings of whom they like or dislike
can vary from day to day) and procedures that are impractical and cumbersome
for day-to-day evaluation of peer status (e.g., ranking pictures of all classmates
on a large board). Additionally, sociometric techniques do not usually provide
information that defines the specific behavioral deficits and/or excesses that the
child may exhibit. Little is known about why a particular child is liked or disliked,
or which behaviors need to be changed and to what degree. When used to
evaluate the effectiveness of training, sociometric measures tend to suffer from a
lack of sensitivity due to lag time between the child’s appropriate performance of
the trained behaviors and changes in the judgements of peers regarding the
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child. A child may begin to exhibit the newly trained social skills, but peers may
not change their opinion of the child immediately and may require time before
adjusting their impression of the child.

SELF-REPORT MEASURES

Self-report measures can provide information regarding knowledge of social
skills, social perception, and self-perception of interpersonal skills. In order to
assess large numbers of children to determine levels of social functioning, it may
be more efficient to employ self-report questionnaires or inventories than to
assess subjects on a one-to-one basis. This assessment technique usually con-
sists of having the child respond to a variety of social situations presented in a
paper-and-pencil test. While self-report measures represent a convenient, quan-
tifiable, and economical means of collecting data on how children perceive and
report their social behavior, the subjectivity of self-report responses in conjunc-
tion with a lack of demonstrated external validity has resulted in their limited
development and use.

Descriptions of Measures. Initial self-report inventories were usually modi-
fied versions of adult inventories which focus on assertive behavior, a subset of
social skills. For example, the Rathus Assertiveness Scale (Rathus, 1973) was
simplified and appropriate language modifications made for use with junior
high school (Vaal & McCullogh, 1975) and elementary school students (D’ Ami-
co, 1976). However, reliability and external validity were not established and no
further development or use of these instruments with children has been re-
ported (Wood et al., 1978).

Reardon et al. (1979) developed the Self-Report Assertiveness Test for Boys
(SRAT-B) to measure assertive behavior in male children. Boys were asked to
check response alternatives to several situations requiring positive or negative
assertion which they might use in a real-life encounter. Reardon et al. (1979),
however, found no evidence to support the external validity of this device.

Recently, Deluty (1979) reported on the development and evaluation of the
Children’s Action Tendency Scale (CATS), a self-report measure of aggression,
assertion, and submissiveness. The scale is proposed to measure situation-spe-
cific interpersonal conflicts rather than assertive traits. Limitations of the scale
include the absence of external validation, such as comparisons with behavioral
observations, and a limited number of interpersonal situations. The scale has
promise and should be considered for further clinical research prior to its
dissemination.

Wood et al. (1978) developed the Children’s Assertive Behavior Scale
(CABS) to measure reported assertive and nonassertive behavior in children.
Item categories consisted of assertive content areas dealing with a variety of
situations and behaviors, such as giving and receiving compliments, complaints,
empathy, request, refusal, and initiating, maintaining, and terminating conver-
sations. Response categories for the 27 CABS items were varied along a con-
tinuum of passive-assertive—aggressive responses. For each item, five possible
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answers were presented in scrambled order; these included passive, very pas-
sive, assertive, aggressive, and very aggressive categories. Subjects selected the
response which best represented their perceptions of their behavior for a specific
situation. The scale generates separate passive (PACABS) and aggressive (AG-
CABS) scores. These two scores represent the severity and directionality of the
child’s nonassertive responses. This provides information as to whether the
child is deficient in assertive responses due to passive or aggressive social
behaviors.

Wood et al. (1978) and Michelson, Andrasik, Vucelic, and Coleman (1981)
investigated the psychometric properties of the CABS. Wood et al. (1978) admin-
istered the CABS to 149 Florida fourth graders. The children’s CABS scores were
compared with behavioral observations and teachers’ ratings on the TRCABS.
Behavioral observations showed significant though moderate correlations with
the CABS total score. Teachers’ ratings showed significant though highly vari-
able correlations, and test-retest reliability over a six-week period was moder-
ately high (e.g., r = .87).

Michelson, Andrasik, and Coleman (1981) compared CABS responses with
various types of peer, parent, and teacher ratings of social competence, popu-
larity, and overall social skills. Children with unassertive versus assertive CABS
scores were identified as different on peer, teacher, and parent ratings of social
skills. Michelson and Wood (1980) found that the CABS was sensitive to treat-
ment effects and could accurately differentiate children who had received social
skills training from a control group. Moreover, teachers who were “blind” to
treatment conditions, using the teacher’s version of the CABS (TRCABS), rated
children in the social skills training group to be more socially competent. Re-
cently, Michelson and Wood (1982) reported extensive reliability and validity
data on the CABS which indicates that the instrument appears to be reliable and
valid. (An example of a self-report inventory of social behavior that can be
completed by children is presented in Sample F of Appendix A. Administration
and scoring procedures are provided for the Children’s Assertive Behavior Scale
along with a sample summary table of results for interpretation.)

Advantages and Limitations. Self-report assessment techniques have an ad-
vantage in the ease with which they can be administered to groups of children.
They also provide information as to the content areas in which children show
deficiencies in knowledge of social skills. Some instruments can further suggest
the nature of the child’s inappropriate responses (e.g., passive versus aggres-
sive). This information can aid in developing and designing a training approach.
For example, if a group of children or adolescents reported many inappropriate
aggressive social skills, the training could be modified to emphasize more so-
cially appropriate responding and replacement of aggressive responses. In addi-
tion, some self-report techniques are sensitive to social skill training interven-
tions (e.g., pre- versus posttreatment differences) (cf. Michelson & Wood, 1980a)
and can be useful in evaluating the effectiveness of training.

Previous studies examining self-report measures of social skills in children
share a similar limitation. None of the inventories has been compared with
naturalistic observations to determine whether what children say they do corre-
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sponds with what they actually do. A related disadvantage of the self-report
inventory is that it relies heavily on the ability of the child to answer accurately
and objectively concerning his or her own behavior. Children may answer in
ways they think will please the examiner or may indicate how they wished they
had behaved rather than how they actually behaved. Therefore, self-report in-
ventories may not accurately reflect how the child actually performs in everyday
life. They do provide some information of the child’s knowledge of social skills
and whether the child knows the correct responses. At this point, it is safest to
assume that inventories may or may not reflect actual behavior and, at the least,
are measures of the children’s knowledge of correct social responses.

Misreading, misinterpreting, indifference, and external environmental fac-
tors can all undermine accurate assessment. Factors including the child’s com-
pliance, response set, recall, distortion, and anxiety also play a role in mislead-
ing measurement results. In addition, scoring procedures and summation
techniques can influence test results. Regarding children specifically, these
problems may be greatly magnified due to difficulties in reading and com-
prehension. Moreover, developmental factors may influence the accuracy with
which children can observe and verbalize salient dimensions of their own behav-
ior. Finally, written self-report instruments are obviously not suitable for the
prereading child.

In summary, while self-report measures provide important information re-
garding content knowledge and social perception, they are subject to several
limitations. Therefore, self-report techniques are best employed as part of a
larger, more comprehensive evaluation battery. By employing self-report con-
currently with other assessment techniques, information regarding the child’s
social competencies can be obtained across multiple dimensions, situations, and
sources.

COMPREHENSIVE ASSESSMENT

Combinations of the various assessment strategies can be utilized in a com-
prehensive manner to effectively and efficiently measure social skills in children.
As assessment techniques vary in reliability, validity, complexity, practicality,
and information provided, multiple assessment takes into account the strengths
and weaknesses of various measures relative to functions of the assessment
process. These include the identification and selection of children with social
skills deficits, problem definition, monitoring of progress, treatment outcome,
and follow-up (Cone & Hawkins, 1977).

The primary purpose of screening is to identify children who evidence
social skills deficits. At the screening level, assessment is general and attempts
to evaluate all children. Two techniques particularly applicable for screening are
informant reports and sociometric questionaires. These techniques can provide
general information as to whether the child is socially unskilled or unpopular as
judged by relevant agents in the social environment. Those children identified
by the screening process can be assessed further to determine whether they
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should be selected for social skills training. The selection process can be added
by the administration of self-report measures and extensive analysis of the re-
sults from both the informant reports and self-report instruments.

Identification of problematic social behaviors can be obtained from most
assessment techniques except for sociometric questionaires. The commonly
used technique at this level of assessment has been direct observation, either in
naturalistic or simulated settings. Naturalistic observation can pinpoint specific
problem behaviors and situations as they occur. Simulation observation can
provide similar information though perhaps not as accurately, and allows for
easy standardized comparisons among subjects. Although limited by the num-
ber and content of items, self-report and informant report measures can provide
specific information about the nature of social behavior assets and deficits. In
any event, the information obtained at this level of assessment should define
target behaviors to be remediated. This information can then be utilized to
design any training program that will best modify and shape the desired social
skills.

To assess the effectiveness of any training program, it is essential to have a
pretraining baseline for comparison with posttraining performance. Addi-
tionally, measures collected during treatment can be taken to provide ongoing
information to indicate the intermediate effectiveness. Most of the assessment
techniques are appropriate for pre- and posttraining evaluation measures al-
though some are better than others. Sociometric questionnaires, for example,
give an estimate of the change in judgment by the child’s peers, but this may not
be sensitive enough (due to lag time) to reflect training effects. It may, however,
provide a good test of the social validity of treatment effects. Role-play tests may
not always provide a good indication of a child’s behavior change, especially
when role-playing procedures are involved heavily in training. Thus, improved
scores on the role-play tests may only indicate that the child has learned how to
role-play better, not to behave differently in day-to-day social interactions. Like-
wise, self-report inventories have their own limitations in that they rely too
heavily on the child’s written report, which may not correspond with actual
behavior. Following training, children may have increased their knowledge of
social skill components without having necessarily improved their performance.

Informant reports have the practical advantage of being easier to administer
to large groups, though they are also susceptible to biases and expectancies of
the informants. Therefore, informant reports and naturalistic observation seem
to have the best potential for yielding accurate and informative pre-post data,
with supplementation by both self-report and sociometric measures.

ILLUSTRATION

Investigators at the Center at Oregon for Research in the Behavorial Educa-
tion of the Handicapped (CORBEH) have developed a comprehensive assess-
ment package utilizing a multipurpose-multimethod approach to measure the
social functioning of preschool children (Greenwood et al., 1976, 1977; Hops &
Greenwood, 1980; Hops, Walker, & Greenwood, 1979; Walker & Hops, 1976).
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This comprehensive assessment battery is entitled the Social Assessment Manual
for Preschool Level (SAMPLE) and has primarily been used to assess “social with-
drawal” in classroom settings.

Three types of assessment strategies were utilized in the SAMPLE package:
(1) naturalistic observation of children’s social interaction rate and peer contact;
(2) teacher rankings of interactive frequency and ratings of social adeptness and
popularity; and (3) peer picture sociometric nominations of acceptance and rejec-
tion. These assessment strategies were organized and implemented in four pro-
cedural stages. Initially, the classroom teacher ranked the interactive frequency
of all pupils in the class. The probability of a child being identified as lowest in
the class within five teacher rankings was approximately .77 (Greenwood et al.,
1976). Additionally, peer-picture sociometric nominations were obtained from
all children to identify individuals with low acceptance or high rejection levels.

At the second stage, the five children ranked lowest by teachers were thor-
oughly evaluated by means of a more costly but more comprehensive observa-
tional procedure. Assessment at the second stage served to verify the accuracy
of the teachers’ judgments regarding the identified children’s social behavior
and to identify and define various parameters of social skill target behaviors
(such as low rates of “initiation” and rates of “responsiveness to initiations by
others’).

The third stage, concerned with monitoring of progress during treatment,
utilized naturalistic observations with normative comparisons. Scores derived
from the observational data were compared to a normative data table obtained
from extensive observations of preschool children. These comparisons enabled
further screening of children identified as socially deficient; only children whose
scores fell 1.5 standard deviations below appropriate age and sex norms were
considered appropriate for treatment. Observational data for these youngsters
also provided a pretreatment baseline. Continued observations during training
provided individual monitoring of progress and treatment effectiveness.

The final stage was used to determine treatment outcome, making pre—post
comparisons on all measurers. This step, in turn, could be utilized to identify
additional target behaviors for further remediation. Follow-up evaluation also
used the same approach. Treatment effectiveness and maintenance were com-
prehensively examined in terms of changes in rates of peer interaction and
contact, acceptance and rejection by peers, and teachers’ ratings of social compe-
tence and popularity.

This example of a comprehensive assessment strategy demonstrates how
various assessment techniques can be combined effectively to measure chil-
dren'’s social skills. By taking into account the advantages and limitations of each
assessment technique, it is possible to design a complete battery of procedures
which complement each other and provide initial screening information, define
specific social assets and deficits, and evaluate ongoing and outcome results of
training. However, the pragmatic aspects (e.g., time requirements, expenses,
number of trained personnel involved, etc.) of utilizing this intensive approach
need to be considered to ensure that the entire assessment strategy will be
workable given the available resources.
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CONCLUSIONS

After becoming familiar with each type of assessment and understanding
the advantages and disadvantages of each, those involved in the social skills
training project should decide which assessment technique to utilize. Two main
factors to consider are the practicality of a technique and the types of informa-
tion desired from the assessment. Some techniques may not be feasible because
of limited resources. For example, the main type of information desired may
focus only on the child’s performance in natural settings (e.g., classroom, recess,
lunch). The two types of assessment techniques which come closest to measur-
ing social behaviors in these settings are naturalistic observation and informant
report. Trainers may wish to observe children directly during the day but may
lack time or personnel to record behaviors accurately. Therefore, trainers might
choose informant reports and use available social agents such as teachers, peers,
and staff members. If adequate resources are available, however, trainers should
utilize concurrent multiple assessment techniques or comprehensive assessment
strategies.

In considering the current status of assessing children’s social skills, it is
clear that no one approach has been shown to be the best method. Each has
advantages accompanied by limitations which restrict its unqualified endorse-
ment. This does not mean that there is no way to measure social skills accurately
or that the entire assessment process should be avoided. The bottom line is that
any of the assessment methods described can be very useful; the only way to go
wrong is to not do any assessment at all. These assessment measures, even with
their limitations, can greatly improve the screening and selection of socially
deficient children, define and describe which social skills are needed, help de-
sign social skills training to meet these needs, and evaluate whether the training
was effective.

(The reader is encouraged to utilize the information presented in this chap-
ter and the materials referred to in Appendix A to develop an appropriate
assessment strategy that can be implemented in conjunction with the social
competency training program.)



Social Skills Training
Methods

A variety of training procedures have been used to develop social skills in
children. The common goal of the alternative methods is to train specific behav-
iors related to social interaction. The skills that are trained vary as a function of
the characteristics of the child, including the child’s specific problems, age, and
social situations. Training has been applied to children with diverse target prob-
lems, including social isolation, lack of assertiveness, and aggressive behavior.

The techniques designed to develop social skills typically adhere to one of
two general models. The first model views social skills problems as instances of
skill deficits. The notion of deficits is based on the assumption that children do
not have in their response repertoires the requisite skills to interact well with
others.This view might explain a withdrawn child’s behavior as a deficiency in
skills for initiating peer interactions. An aggressive child might be described as
lacking verbal persuasion skills for achieving what he or she wants. The goal of
training would be to build the requisite skills to overcome problem social
behavior.

The second model is based on the view that children may have the requisite
skills but are experiencing competing emotional, affective, or cognitive states or
processes that interfere with the expression of their abilities. Children may know
the appropriate responses but are inhibited or thwarted in some way from
performing them. The usual state considered to compete with manifestation of
social skills is anxiety. This model might ascribe a child’s avoidance of interac-
tion with others to interpersonal anxiety. If the anxiety can be overcome through
increased familiarity with the situation or systematic desensitization, these skills
will presumably emerge. As another example, the behavior of overly aggressive
children might be explained as a failure to empathize with their victims’ affect.

The views that social skills problems are due to skill deficits or to inter-
ference of emotional or cognitive states are not necessarily incompatible. Both
the absence of particular skills and the presence of competing emotional states
may occur concurrently. Indeed, it is quite possible for deficits in behavior to
precipitate social anxiety, which, in turn, can inhibit performance. Nonetheless,

35
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the skills deficit model has been adopted as the basis for generating treatment
techniques. It is not entirely clear whether the benefits of social skills training
derive exclusively or primarily from developing specific skills where deficits
previously existed or from overcoming inhibitions. In adult treatment, direct
skills training has been used to overcome anxiety and inhibitions, as in the case
of phobias and obsessive-compulsive disorders (Emmelkamp, 1979; Rachman &
Hodgson, 1980). Thus, development of specific response repertoires can over-
come both inhibitions and specific response deficits.

This chapter considers several of the techniques commonly used to develop
social skills in children. In addition to the material presented here, research
related to the effectiveness of these strategies has been reviewed in several
sources (e.g., Conger & Keane, 1981; Combs & Slaby, 1977; Michelson & Wood,
1978; Rinn & Markle, 1979; Van Hasselt et al., 1979).

ALTERNATIVE TRAINING METHODS

Several different strategies have been used effectively to develop social
skills. The techniques can be used individually or in combination. To darify the
procedures, applications of individual techniques will be discussed first. Then,
ways of combining methods into social skills training packages are described.

MoODELING

Definition and Illustrations. Modeling consists of exposing the child to live
or film exemplars (models) who perform the requisite behaviors. The use of
models is referred to as observational or vicarious learning, because the client
learns by observing the model rather than by actually engaging in the responses
directly or overtly (Bandura, 1969, 1973; Bandura & Waters, 1963; Rosenthal &
Bandura, 1978). Several social skills training studies have relied upon modeling

(Conger & Keane, 1981; Combs & Slaby, 1977).
The use of modeling can be illustrated by the study conducted by O’Connor

(1969), who treated socially withdrawn preschool children. These children were
exposed to a modeling film in which an initially withdrawn child engaged in
social interactions. As a result, the withdrawn children markedly improved in
their social behavior in class. Other children who were exposed to a control film
that did not include modeling of social behavior did not improve.

In a similar demonstration, Keller and Carlson (1974) used film modeling to
increase social behavior among socially isolated preschool children. These chil-
dren were exposed to videotaped segments in which several socially appropriate
behaviors such as displaying affection, smiling, and laughing were presented.
The modeling film increased the children’s social behavior during a free-play
period. In contrast, children exposed to a control film in which social behaviors
were not displayed did not improve.

Occasionally, live rather than film models have been used to develop social
behavior. For example, Ross, Ross, and Evans (1971) provided a multifaceted
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treatment for a socially withdrawn six-year-old boy who exhibited extreme fear
and avoidance of social situations. Several procedures were used which in-
volved having one of the trainers engage in social interaction with the child’s
classmates, using symbolic models in pictures, stories, and movies of social
interaction. Social interaction by two trainers was demonstrated and the par-
ticipation of a trainer with the child in social interaction with peers was enlisted.
Modeling with participation combined with other procedures effectively in-
creased overall social interaction immediately after treatment and up to a two-
month follow-up.

Important Considerations. Many studies have shown the effectiveness of
modeling in developing social behaviors. In addition, investigations have evalu-
ated variables that contribute to modeling effects (see Rosenthal & Bandura,
1978). In general, modeling effects can be enhanced by providing persons with
multiple models who perform the desired behaviors rather than with a single
model. Also, a broad range of behaviors should be displayed by the model to
develop a broad set of responses in the observer. Perceived similarity of the
observer to the model is another variable that can influence modeling effects.
When observers perceive themselves to be similar to the model, modeling effects
are often greater than when they perceive themselves as dissimilar.The effects of
modeling can be further augmented by providing opportunities for children to
practice the behaviors they observe the model perform. Observing one or more
models and then, immediately thereafter, rehearsing the observed behaviors
produces greater improvement than does exposure to modeling alone.Both
modeling and behavior rehearsal typically are included as parts of a larger social
skills training package.

PosITIVE REINFORCEMENT

Definition and Illustrations. Positive reinforcement refers to the process by
which responses increase in frequency because they are followed by a reward or
favorable event. The goal of social skills training is to increase the frequency of a
variety of socially appropriate behaviors. If social behaviors are to increase, they
must be followed by positively reinforcing consequences. These consequences
may include social attention or approval, points or tokens that can be exchanged
for other rewards, special privileges or activities, and so on.

A variety of reinforcement techniques have been used to increase social
skills. When used by themselves, reinforcement techniques are usually applied
in group situations such as a classroom setting, where teachers can provide
consequences for interaction. For example, Pinkston, Reese, LeBlanc, and Baer
(1973) used social reinforcement and extinction to develop appropriate social
skills in a preschool child who displayed highly aggressive behavior and low
rates of appropriate peer interaction. Aggressive behavior was treated first.
Training consisted of not attending to the aggressive classroom behavior except
to extract the child from his contact with others. The teacher attended to the
child who was the victim of verbal or physical aggression and provided sym-
pathetic attention to him or her. The aggressive child received attention later for
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nonaggressive behavior. This training regimen effectively reduced aggressive
behavior, as demonstrated in several phases of a single-case experimental de-
sign in which attention was presented and withdrawn across phases. Subse-
quently, socially appropriate peer interaction was targeted directly, using posi-
tive reinforcement. The teacher provided the prompts to the peers to include the
child in their interaction and provided direct reinforcement to the child for
appropriate interaction. This procedure therefore increased appropriate peer
interaction.

Some applications of reinforcement for social behavior have utilized peers
as well as adults to help develop behavior. For example, Kirby and Toler (1970)
increased the social interaction of a preschool child who rarely interacted with
his peers. To prompt social interaction, the child was instructed to distribute
candy to other children in class, which required asking children about their
preferences. The teacher directly reinforced completion of this task with praise,
money, and candy. The child engaged in increased interactions with peers dur-
ing a free-play period in class after the reinforcement procedure had been com-
pleted. Teacher reinforcement for approaching other children, direct peer con-
tact, and reinforcement generated from peers probably contributed to the
increased frequency of interaction.

In a more direct utilization of peers, Strain, Shores, and Timm (1977) trained
socially adept preschool children to improve the social behaviors of peers who
infrequently engaged in positive interaction with others. Peer trainers were
taught, through instructions and role playing, how to initiate interactions with
the withdrawn children. After this training, the peer trainers were praised for
helping their withdrawn classmates interact socially. The withdrawn children
were not treated directly by adults. Peers who were trained and who received
reinforcement for prompting interaction were quite successful in altering the
social behaviors of the withdrawn students.

Important Considerations. As the above illustrations suggest, a variety of
reinforcement techniques can be used to develop social skills. However, there
are common requirements for the different procedures. First, when developing
behaviors, it is important to provide reinforcement as soon as possible after the
desired behavior is performed. If a child begins to interact with peers in class, it
is critical to provide reinforcement immediately. A delay such as complimenting
the child at the end of the day, may result in little or no effect on performance.
As a general rule, then, immediate reinforcement is best.

Second, reinforcement should occur frequently, especially when the behav-
iors are just developing. The desired behaviors may occur relatively infre-
quently. To increase their frequency, the reinforcers should be provided for
every or almost every instance of the behavior. Reinforcing the behavior each
time it occurs is referred to as continuous reinforcement. If behavior is reinforced
only once in a while, the procedure is called intermittent reinforcement. Behaviors
develop at a faster rate when reinforcement is delivered continuously than when
it is delivered intermittently. Once responding is at a high level, reinforcement
can be delivered less frequently to maintain the behavior.
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Two of the most important ingredients in an effective reinforcement pro-
gram are prompting and shaping. Prompts refer to antecedent stimuli that help
evoke the behavior. They include instructions, coaching, and modeling cues to
help the child see what is to be done before the behavior is performed.

Prompts facilitate performance of the behavior. Once the behavior occurs, it
can be reinforced. Eventually, the prompt can be removed without causing
behavior to decrease in frequency. For example, to encourage social interaction
in class, the teacher may instruct a child to play with peers on a particular task.
The child’s behavior can then be reinforced after he or she becomes involved in
the task. As social interaction increases, the teacher’s prompts are no longer
needed. However, the initial use of the prompts speeds up the process of devel-
oping the behavior.

Shaping refers to reinforcing approximations of the final behaviors that are to
be developed. Social skills training often aims toward the development of com-
plex sequences of social behaviors, such as beginning a conversation, making
requests of others, and standing up for one’s rights. With severely withdrawn
children, it may be difficult to reinforce the occurrence of these responses be-
cause they may never occur. Gradual steps toward these responses must be
reinforced, so that the behaviors can gradually move in the direction of the final
goal. For example, if a child plays near another child, it may be wise to reinforce
this behavior, because it approximates social interaction. If the child looks at or
says something to the other child, this too can be reinforced. Reinforcement for
behaviors that increasingly approximate the final goal can be provided.

In using reinforcement strategies, careful consideration must be given to the
precise behaviors that are to be rewarded. The success of training may depend
on the responses that are targeted. For example, Walker, Greenwood, Hops,
and Todd (1979) found that providing token reinforcement and praise to with-
drawn children for such behaviors as starting a conversation or answering oth-
ers actually suppressed overall interaction. In contrast, reinforcement of main-
taining and continuing social interaction produced marked improvements in
overall levels of interaction. At present, there are few comparisons that evaluate
the impact of reinforcement on different types of responses and their implica-
tions for successful social skills training. The best recommendation at present is
to provide reinforcing consequences for the individual responses that are defi-
cient as well as to include reinforcing both the initiation and maintenance of
social interaction.

COACHING AND PRACTICE

Definition and Illustrations. To evoke a desired behavior, a child can be
coached or instructed on which behaviors to perform and how to perform them.
Coaching may rely on several procedures aside from instructions. For example,
the trainer may provide a model of the desired statements to explain how the
child should speak to parents or teachers. The trainer may also provide feedback
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on how well the behaviors were performed by the child and what behaviors
should be done differently. Coaching is therefore a multifaceted intervention,
involving clear prompts for what to do, practice of the behavior, and feedback to
reinforce correct elements of a response and to prompt improved performance.

Practice or rehearsal of the desired behaviors is a critical component of
coaching; it is also sometimes utilized by itself. Practice consists of enacting the
desired behavior or sequence of behaviors, such as role-playing the desired
response. Through repeated practice of the desired response, the child learns
how to perform new behaviors. The coaching sequence of instruction—practice—
feedback, is repeated until performance matches the desired goal.

A few social skills training programs have utilized coaching and practice to
enhance social skills. For example, Oden and Asher (1977) evaluated a social
skills training program that emphasized instructions and practice. Children
were instructed to utilize the behaviors in a play situation with a non-isolate
peer. After practice, the interactions were reviewed with the trainer. Children
who were coached showed increases in sociometric ratings relative to other
conditions in which coaching was excluded. ‘Although the gains were not evi-
dent on a behavioral measure, a one-year follow-up showed that the sociometric
ratings continued to reflect treatment effects.

Ladd (1979) also used a training procedure that emphasized coaching to
develop social behaviors among withdrawn third-grade children. Training was
conducted with pairs of children, the subjects were coached on how to interact
appropriately with others. Children who received the coaching improved rela-
tive to children who received only attention (placebo) or to untreated controls.
Improvements in social interaction were reflected during free play and on a peer
acceptance measure. Treatment effects were maintained up to four weeks of
follow-up. Several other studies have examined the effectiveness of coaching in
which children were given verbal instructions on how to perform, supple-
mented with opportunities to practice. Some programs have been successful,
others have not (e.g., Gottman et al., 1975; Hymel & Asher, 1977).

Important Considerations. Coaching and practice can play an important role
in developing social interaction. Although they are discussed here as relatively
isolated procedures, they are usually used in conjunction with other strategies.
For example, coaching can be enhanced by utilizing modeling as well as instruc-
tions. The child may grasp the required behaviors better by actually viewing the
behavior as well as receiving instructional guides. Similarly, the feedback that
follows practice provides a good opportunity to reinforce positive aspects of the
child’s performance.

Both coaching and practice emphasize aspects of training that need to be
incorporated into social skills training programs. Coaching emphasizes the im-
portance of clear and detailed guidelines for the child. Prompts of all sorts and
direct modeling experiences can greatly speed the acquisition of the desired
behaviors. Practice emphasizes the importance of actually performing the requi-
site behaviors. As noted earlier in the discussion of modeling, practice contrib-
utes uniquely to developing the desired behaviors. Hence, as part of training
programs, children should have the opportunities to engage in the desired
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behaviors. However, practice alone will ordinarily prove insufficient without
further coaching and feedback to shape the components of social behaviors.

TRAINING IN PROBLEM-SOLVING SKILLS

Problem-solving techniques are based on the view that deficient social skills
result in part from inappropriate cognitive strategies that children apply in their
interpersonal situations (see Urbain & Kendall, 1980). Procedures designed to
develop cognitive strategies have been applied to a variety of age groups. In
several years of programmatic research, Spivack, Shure, and their colleagues
have developed procedures for training children to handle interpersonal situa-
tions (e.g., see Spivack, Platt, & Shure, 1976; Spivack & Shure, 1974). Their
approach has been based upon demonstrated relationships between particular
problem-solving skills (e.g., generating alternative solutions to social situations)
and classroom adjustment. The training program focuses on developing the use
of several problem-solving steps to help children generate alternative solutions
to various interpersonal situations, to consider means and ends of social acts,
and to examine the consequences of their behavior. Several studies have shown
that training in problem-solving skills improves social adjustment (e.g., Spivack
et al., 1976).

There are many variations of cognitive therapies designed to develop prob-
lem-solving skills in children (see Kendall & Hollon, 1979; Meichenbaum, 1977).
In the usual program, children are trained to engage in a self-dialogue to identify
the specific tasks that need to be performed in social situations. For example, in a
typical variation of problem-solving training, children pose different questions
or statements to themselves when confronted with a social situation. Typical of
such statements are (1) What was I supposed to do? (2) I need to look at all my
possibilities; (3) I have to concentrate or focus in on the alternatives; (4) I need to
choose one; and (5) How well did I do? Each of the first four questions or
statements requires the child to consider what has to be done before proceeding
to the next step. This procedure includes some of the coaching and prompting
elements discussed earlier, but the child self-administers the instructions. The
final statement teaches the child to evaluate the effects of the final response that
was selected. Hence, self-evaluation or self-reinforcement is a part of the
procedure.

The utility of a problem-solving, cognitively based approach for developing
appropriate social behavior was illustrated by Camp et al. (1977). The training
program, referred to as “Think Aloud,” was applied to boys who were identi-
fied as severely aggressive on the basis of their classroom behavior. Training
included modeling of cognitive strategies such as approach behavior and prob-
lem-solving skills while children worked on various tasks such as copying de-
signs and completing perceptual speed tasks. Training was extended to cover
interpersonal situations that required use of problem-solving skills (e.g., identi-
fying situations, anticipating alternative outcomes). After six weeks of training,
boys who received training showed greater improvement in cognitive style than
did untreated controls. On teacher checklist ratings of classroom performance,



42 CHAPTER 3

the treated group did not evidence a reduction in the rate of aggressive acts but
did show significantly greater increases in prosocial behavior than did the
untreated group.

Important Considerations. One goal of training in problem-solving skills is to
provide a strategy that can guide performance across a wide range of situations.
Rather than teaching particular responses, the main focus is on developing a
superordinate strategy. This is useful in part because training cannot fully antici-
pate all the specific behaviors the child will be required to perform, even though
standard problem areas in interactions with parents, teachers, and peers can be
included. The rationale for problem-solving training is to develop an approach
that generates effective responses to new situations.

SociaL SkiLLs TRAINING PACKAGES

Several programs have applied individual techniques such as those high-
lighted above to alter social behaviors. Many of the programs have been quite
successful with relatively circumscribed treatments. However, a number of pro-
grams have applied multifaceted treatments or treatment “packages” in which
the procedures noted above and others are combined (e.g., Hops et al., 1979;
Michelson & Mannarino, in press; Michelson & Wood, 1980b; Michelson, Man-
narino, Marchione, Stern, Figueroa, & Beck, 1983). Combining alternative tech-
niques is assumed to maximize the impact, durability, and generality of treatment
effects. Also, as clinical populations with' increasingly severe problems have
been studied, the need for more intensive treatments has increased. Major in-
gredients frequently included in a social skills training package (illustrated in the
training modules in the second part of this text) are described below, along with
illustrations of their application. Social skills training packages vary but usually
include the following components.

Instructions. The initial step in social skills training is to convey informa-
tion about the requisite behaviors. Instructions are provided to specify in con-
crete terms exactly what behaviors are required and how they should be per-
formed. For example, a hypothetical situation may be presented to the child
along with guidelines on how to act, what to say, and when to say it. An actual
script or dialogue may be presented to the child to convey exactly what re-
sponses are required. When the behaviors are specified in detail, the child is
more likely to be able to perform the response.

Instructions help break down the overall social response into separate com-
ponents that can be identified (labeled) and trained. For example, instead of
telling the child to go play with his or her friends, instructions would specify the
behaviors that need to be performed, such as walking over to children who are
already playing, asking them what they are doing, joining in by asking to take a
turn, and so on. Although instructions are often an essential ingredient of social
skills training, they are not, by themselves, likely to improve the behavior of
children with serious social skills deficits.

Modeling. While instructions may be useful as an initial step in describing
the requisite behaviors, modeling provides direct examples of social skills. Typ-
ically, the trainer serves as the model, illustrating the exact behaviors that need
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to be performed. Live modeling provides greater flexibility than film models in
illustrating or highlighting particular aspects of performance for the individual
child. The advantage of modeling is that it depicts, in vivid detail, the complete
social response and can convey more information than is possible through ver-
bal means alone.

Rehearsal and Practice.  After information and exemplars have conveyed the
types of responses that the child should perform, the child must rehearse the
appropriate skills. Depending on the type of social skills targeted, the severity of
the child’s deficits, and the age and abilities of the child, rehearsal may focus on
a particularly concrete behavior, such as eye contact or posture, or on more
complex responses, such as combining verbal and nonverbal behaviors in mak-
ing an assertive response.

Feedback. Feedback consists of providing information about how well the
response was performed. Detailed information can be provided to convey what
aspect of the response was performed correctly, what could be improved, what
might be done differently, and so on. After the child rehearses the response, the
trainer and child discuss the performance. The feedback provided about the
response is usually used as the basis for rehearsing the response again. Feed-
back may also be followed by modeling of the behavior by the trainer to demon-
strate how the response could be improved. The child again rehearses the re-
sponse and completes the sequence once more.

Social Reinforcement. Corrective feedback emphasizes aspects of the re-
sponse that need to be changed or retained. Implicit in this information is an
evaluation of how well the child has done, because the feedback includes a
statement about the extent to which the response approximated the ultimate
goal. Training effects can be enhanced by adding praise or social reinforcement
to the feedback.

Reinforcement was discussed earlier as a technique often used on its own,
especially in group situations such as the classroom, where teachers provide
praise or other reinforcers to develop social behavior. In the context of a social
skills training package, the trainer usually provides praise for the improved
performance. Social reinforcement is especially useful for shaping successive
approximations of the final response. Hence, early in training the child may be
praised for performing a response which was far from perfect.

For example, the child may be requested to pretend he is approaching and
asking a friend to play with him. The child may correctly walk over to the
playmate (played by the trainer) and ask whether she wants to play. The child
may actually walk up to the role-played peer and ask a question, in an almost
inaudible voice, while staring at the floor. The trainer might then praise both the
approach and the request. Rather than punishing poor eye contact and inap-
propriate intonation, the trainer would provide corrective feedback, rewarding
what was done correctly and emphasizing what the child should concentrate on
during the next practice segment.

Illustrations of the Combined Techniques. Instructions, modeling, rehearsal,
feedback, and reinforcement represent an ongoing sequence of techniques used
to develop particular skills. The sequence is not necessarily fixed during train-
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ing, even though there is an obvious natural order of the steps. For example, a
child may be trained to express complaints to his or her parents. Instructions
and modeling by the trainer may convey how to perform in a particular situa-
tion. The child attempts the response and the trainer provides feedback. Feed-
back may be provided for a particular aspect of the response, which is followed
by practice, additional feedback, reinforcement, and so on. At many different
points, information and modeling are likely to be introduced by the trainer to
convey the areas where changes in responding are needed. The child and trainer
may exchange roles in the sequence, so that the child can see both the appropri-
ate response on the part of the child and the likely reactions of other persons in
the situation.

Social skills training packages involving the above ingredients have been
applied successfully to a number of children with a variety of interpersonal
problems. Bornstein ef al. (1980) treated four highly aggressive psychiatric inpa-
tient children. During training, the therapist began by presenting an interper-
sonal situation that could be role-played between the therapist and the patient.
The patient responded as if he or she were in the situation. The therapist then
provided feedback on performance and directions on how the response should
be performed. After a discussion of the requisite response, the therapist model-
ed the response, then again told the child how to perform the target behavior.
The child rehearsed the response again. Rehearsal and feedback continued in
this fashion until the target behavior was achieved by the child. At this point,
another interpersonal situation was introduced and training continued in the
same way. Bornstein et al. (1980) found that several specific behaviors such as
eye contact, requests of others, and overall assertiveness changed as a function
of training.

Another illustration of a multifaceted social skills training package was pro-
vided by Michelson and Wood (1980a), who trained fourth-grade elementary
school children in social skills. All training was conducted in an elementary
school setting. The training program consisted of instructions, modeling, behav-
ioral rehearsal, prepared scripts with assertive responses, reactions of others in
the situation, and discussion. Multiple areas were covered, including providing
compliments, making complaints, refusing others, requesting favors, asking
why, requesting behavior changes from others, standing up for one’s rights, and
expressing empathy. The results revealed marked improvements after treatment
relative to control subjects who participated in discussions unrelated to asser-
tiveness.

Important Considerations. Social skills training packages have been used
extensively. Obviously, the package approach is designed to combine the ad-
vantages and to circumvent the limitations of any single technique. There are
additional features that recommend the use of a multifaceted treatment package.
The package provides an approach that uses antecedent events (instructions,
models), direct performance of the desired responses (rehearsal, practice), and
consequences (feedback, reinforcement). By encompassing these different facets
of the training, impact on the child is likely to be optimal. In addition, the
procedure lends itself well to individualization with particular children. As the
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child enacts the responses, the trainer can identify quickly and focus on those
particular areas where additional prompting, practice, and feedback are needed.
Thus, there is a corrective component inherent in the procedure that draws
attention to the skill areas in need of concentrated attention.

GENERALIZATION PROGRAMMING: DESIGNING CLASSES TO MAXIMIZE
EFFECTIVENESS AND RESPONSIVENESS

An important consideration for any social skills training program is how to
increase effectiveness by ensuring that newly established social skills will be
applied in appropriate situations outside the training setting. This is usually
termed generalization (Beck, Forehand, Wells, & Quante, 1978; Rodgers-Warren &
Baer, 1976). The rationale for emphasizing generalization is that ““a functional
behavioral change, to be effective, often must occur over time, other persons,
and other settings, and the effects of the change sometimes should spread to a
variety of selective behaviors” (Stokes & Baer, 1977). The following aspects
illustrate the need for focus on generalization programming in all training, re-
mediation, and prevention strategies.

Generalization does not naturally occur as the results of most educational
training programs (Baer, Wolf, & Risley, 1968; Kazdin, 1980). For example,
research has indicated that socially deficient children do not automatically ac-
quire needed social skills through integration with regular students (Cooke &
Appollini, 1976). It has also been shown that behaviorally disordered children
are often ignored by their peers rather than becoming involved in interactions
that facilitate the development of appropriate social behaviors (Strain & Timm,
1974).Thus, generalization is not usually a passive function where a skill, once
taught, “magically’”” appears and continues to appear forever. Generalization
requires an active role on the part of the trainer and must be programmed into
the teaching situation. Unfortunately, the most common approach to generaliza-
tion is “train and hope.” In this approach, generalization is not specifically
planned but is hoped for.

PROCEDURES TO PROMOTE (GENERALIZATION

Stokes and Baer (1977) described several techniques and methods for pro-
moting generalization beyond the training setting, including maintenance over
time and transfer across settings. These generalization facilitators are important to
the success of any educational program designed to teach skills to be applied
outside the classroom. Thus, it is important that as many as possible of the
following facilitators be incorporated into social skill classes.

1. Teach behaviors that will be supported by the natural environment. This is one of
the most dependable and functional facilitation techniques. Training is designed
to ensure that the new repertoire of behaviors is supported and maintained by
the natural contingencies currently operating in the youth’s environment (see
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Baer & Wolf, 1970). This is easily seen with social skills training, because most of
the skills taught will usually be supported by parents, other teachers, and peers.
For example, following the learning and practice of appropriate “compliment”
responses, a youth will probably experience many positive consequences from
others, and this will serve to maintain and strengthen this skill. The results of
poor planning are seen in useless teaching efforts and unused skills if a particu-
lar social skill is not supported by the youth’s environment (i.e., if the particular
compliment taught is not acceptable to peers and friends).

2. Teach a variety of responses. Training one exemplar (one example or one
response form) of a particular social skill will result in mastery of the specific
examplar taught. To obtain generalization, however, multiple exemplars and
responses should be included in training until sufficient responses are learned
and generalization occurs to a variety of novel situations. Many diversified
responses can be taught in social skills education through behavioral rehearsal
(e.g., role-playing) interactions that include a wide variety of situations. Inclu-
sion of many possible response interactions for one particular skill will increase
the youth’s ability to function appropriately with different persons in diverse
situations. By teaching a variety of response forms for each social skill, the
trainer is also being more responsive to cultural, religious, and ethnic back-
grounds in that youths and their families can use whichever response form they
prefer that is both effective and appropriate.

3.“Train loosely”’ under varied conditions. Rather than controlling all the di-
mensions of a training situation (which additionally limits the number of exem-
plars taught), a variety of stimuli should be included. Using varied conditions
while teaching (“training loosely”’) can increase the generalizability of the skills
being taught in that they will be associated with many stimuli instead of a
specific few. For example, most social skills training is accomplished through the
use of “scripts” that detail the specific situation and response for a particular
social skill. To use the “train loosely” approach, students are encouraged to
eventually initiate some of their own situations and responses (rather than hav-
ing them supplied), thus ensuring that something more than one particular
script is being learned.

4. Train across multiple persons and settings common to the natural environment.
Generalization is facilitated by making the training situation as similar to the
natural environment as possible. For example, inclusion of peers from the natu-
ral school, home, or neighborhood environment into a social skills class would
provide relevant common stimuli for the student. Similarly, role playing might
include many different combinations of partners (peer-adult, peer—peer, same
sex—-opposite sex, old-young, mixed race, high status-low status, strang-
er-friend, etc.) to approximate the real world. Through the use of common
stimuli, students learn to respond to persons they will encounter outside the
classroom. This increases generalization beyond what would be obtained if the
students, for example, only role-played with the adult trainer as a partner.

5. Fade training consequences to approximate natural contingencies. Although an
ever-growing body of research emphasizes the importance of immediate, fre-
quent reinforcement contingencies in the acquisition of new skills, the general-
ization of these skills appears to rely on the fading of contingencies to approxi-
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mate those operating in the natural environment. One fading technique is to
move gradually from continuous reinforcement to intermittent schedules or
delayed reinforcement (see Kazdin & Polster, 1973). As contingencies are faded,
the student cannot easily discriminate between a training and a natural situa-
tion. Hence, students begin to perform similarly in all settings. This approach
can be incorporated into a flexible school curriculum in the following manner. A
social skills class may provide special privileges contingent on improvement in
social skills. As the contingencies used in the class are faded (gradually with-
drawn), they are applied at random times in other classes throughout the day.
Under these conditions, the repertoires learned in the social skills training class
will generalize to the other classes. Gradually, all contingencies will be faded so
that the skills will be maintained by the natural social environment.

6. Reinforce accurate self-reports of performance. Verbal mediation, such as the
reinforcement of self-reports of on-task performance, has been shown to in-
crease a child’s ability to engage in a task for longer periods of time without
interruption (Israel & O’Leary, 1973; Jewett & Clark, 1979; Risley & Hart, 1976;
Rodgers-Warren & Baer, 1976). These research findings suggest that reinforce-
ment of accurate self-reports may increase the generalization of target behaviors.
For example, giving homework assignments is a useful mediator in social skills
training. After a skill is taught in class, students are instructed to perform this
skill outside class. They later report their success and/or problems in applying
the skill outside the training situation. When self-reports of performance are
reinforced, additional efforts to utilize the trained skills outside class may in-
crease. Both homework assignments and student self-reports on performance
are considered mediators that may enhance transfer of learning to the natural
environment.

7. Train the ability to generalize by reinforcing new appropriate applications. This
method involves reinforcing generalization itself as if it were an explicit behav-
ior. Role-play situations used in social skills training are usually specified by the
trainer; however, students can also be reinforced for suggesting responses other
than those specified in scripts or by the trainer. Such a procedure reinforces
students for incorporating additional exemplars into the training situation, thus
increasing generalization for many situations. Students are trained to generalize
by exploring possible new responses that are potentially more effective and
sensitive to their particular social environment.

8. Use of peers. Peers may be especially useful to help maintain behavior and
to ensure its transfer across settings. Peers can be incorporated into training in
different ways, such as using group reinforcement contingencies that foster
interaction of all participants, letting peers initiate social interaction with target
children, and using peer models. Peers have been used as the primary behavior
change agents in classroom settings. For example, Strain et al. (1977) trained
preschool children, using rehearsal and modeling, to interact with a withdrawn
child and to continue their interactions even if these efforts were not recipro-
cated. At the beginning of each day, the teacher prompted the peers to try to get
the withdrawn child to play. The withdrawn child increased in overall social
responsiveness, and the gains generalized to initiation of responses to the peers.

The use of peers as part of programs to develop social behaviors has been
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reported in many investigations (Strain & Fox, 1981). In some cases, behaviors
have been maintained or have generalized beyond the training situation. For
example, Strain (1977) trained peers to initiate social interaction with behav-
iorally handicapped children in a special classroom setting. Social behavior gen-
eralized to the regular classroom for some of the subjects. However, in other
studies the use of peers has not led to sustained training effects (e.g., Hopsetal.,
1979). The methods of utilizing peers, durations of training, and target popula-
tions have varied considerably. Thus, the extent to which peer training can
optimize maintenance and transfer remains to be elaborated.

9. Other procedures. Other approaches to the development of maintenance
and transfer focus on the set or cognitive style of the child. Proponents of these
approaches assume that if the child acquires generalized performance strategy,
the desired behaviors will be transsituational. For example, the development of
problem-solving skills may yield durable and broad intervention effects. The
precise effects of problem-solving training as a contributor to maintenance and
transfer have not been well studied. Preliminary evidence has been promising.
In one program for preschoolers, training in problem-solving skills was associ-
ated with improved ratings of social adjustment up to two years after treatment
(Spivack & Shure, 1974).

In summary, generalization is an essential feature of all socioeducational
programs such as social skills training. Without generalization of newly estab-
lished repertoires, new social skills will probably be employed only in the train-
ing setting, which is rarely the goal of a training program. Most importantly,
generalization should be programmed into the training process rather than just
“hoped for.” Therefore, the generalization facilitators previously described
should be planned as an integral part of the social skills training program, since
their inclusion will maximize the effectiveness and responsiveness of the
training.

RECOMMENDATIONS

As with training in social skills, the best strategy, given current information,
is to adopt a multifaceted approach to maximize the likelihood that behaviors
will continue after training. Some general recommendations culled from the
current evidence can be used with the training modules presented later in the
text. First, training should be conducted until the child consistently performs
target skills at a high level. Length of treatment may be an important factor,
especially when severe skill deficits are evident. A review of the social skills
literature on children suggests that treatments that are in effect for longer peri-
ods of time tend to produce more durable changes than briefer programs. Many
programs have reported only a single or few sessions (e.g., Strain & Timm, 1974;
Strain et al., 1977). Others that last for several weeks or longer tend to produce
more durable changes (e.g., Baer & Wolf, 1970; Michelson & Wood, 1980b;
Shure & Spivack, 1974).

Second, practice outside of the training sessions is likely to increase the
durability and generality of treatment effects. If training is restricted to a particu-
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lar setting, such as the classroom, or to individual treatment sessions, specific
activities or “homework” assignments should be programmed as part of treat-
ment. In vivo practice can ensure that behaviors will occur in the situations that
are likely to be most problematic.

Finally, persons who can help support the child’s newly acquired behaviors
should be incorporated into the training program. Parents and teachers can be
especially helpful because they have access to a variety of situations where the
child’s interpersonal skills may be problematic. Parents and teachers both are in
a position to provide models, prompts, immediate feedback, and reinforcement
for performance. It may also be useful to incorporate peers into training. Direct
incentives can be provided to peers for interacting with or for providing support
and reinforcement of the behavior of the target child. Group contingencies may
also be useful to ensure that trained behaviors are reinforced outside of the
training situation. In general, a broad range of persons and situations should be
incorporated into training. To the extent that this is accomplished, maintenance
and generalization training effects are likely to be increased.

CONCLUSIONS

Several procedures have been utilized to develop social skills in children.
Individual techniques that have been utilized including modeling, positive rein-
forcement, coaching, practice, and problem-solving training. The techniques
make important and interrelated contributions toward the development of ap-
propriate social interaction. For that reason, combinations of the different tech-
niques are frequently utilized as parts of a larger social skills training package.
The sequence of procedures begins with providing appropriate cues to indicate
the requisite behaviors. Modeling, coaching, and instructions are usually uti-
lized for this purpose. The child then is required to practice the behaviors. After
behaviors are performed, feedback, reinforcement, and further coaching are
provided. The sequence continues with additional opportunities for practice
until the child develops the desired level of performance. The social skills train-
ing package is continued in this fashion until a range of desired behaviors has
been addressed.

Issues of obvious importance are the maintenance and transfer of social
skills beyond the training situation. Although social skills may be supported by
the natural consequences in the environment, such as increased positive re-
sponding from peers, these consequences may not occur frequently or con-
sistently enough immediately after training to sustain performance. Hence, it is
essential to include training procedures that will promote maintenance and
transfer. As a general strategy, training needs to incorporate several different
situations and persons and to develop a response repertoire that is not restricted
to a narrow set of conditions. Whenever possible, peers, parents, and teachers
should be incorporated into the training program. The child can be given assign-
ments to practice responses outside of the training situation. Also, adults and
peers should be enlisted to prompt and reinforce behaviors in a variety of
settings.



Overview—Training
Modules

The subsequent materials deal exclusively with the effective implementation of
the social skills training program. Training methods have been specifically struc-
tured to address the needs and communication styles of children. Of course,
children’s individual social abilities and skill levels will vary. Therefore, numer-
ous examples have been provided in the materials that follow to satisfy a wide
variety of children’s needs and abilities. Trainers are also encouraged to devise
additional examples and practice scenarios that might be particularly relevant for
problematic social situations or deficient skill areas that are not specifically cov-
ered in this volume.

Because the term social skills covers a broad range of behaviors, this chapter
will divide social behavior into 16 groupings or “modules.” Elements of each
module share a common theme that is considered to be an important component
of children’s daily repertoire of social behaviors. These themes all pertain to the
child’s ability as an individual to behave in a socially competent manner. Related
topic areas such as nonverbal behavior, decision making, and conflict resolution
have also been included because of their obvious relevance to successful inter-
personal interactions.

MobDULE DEVELOPMENT

Over the past five years the authors have been actively involved in assess-
ing and promoting social competence in children. As a result of our clinical and
research interests, numerous studies employing the procedures described in
Chapter 3 were performed. After we had conducted several training programs,
itbecame progressively apparent that the most efficient and effective strategy for
teaching social skills would be through systematic development and application
of modules. The development of the modules was the result of extensive social
validation among children, parents, teachers, child psychologists, educators,
and child-clinicians. The social validation process consisted of normative sur-
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veys, questionnaires, assessment (behavioral observation as well as peer, child,
parent, and teacher reports) and several large-scale investigations (e.g., Man-
narino, Michelson, & Marchione, 1982; Marchione, Michelson, & Mannarino,
1983; Michelson & Mannarino, in press; Michelson, Marchione, Stein, Figeruoa,
& Beck, 1983; Michelson & Wood, 1980 a,b; Michelson, Wood, & Flynn, 1978;
Sugai, 1978).

The modules, as presented herein, reflect the latest refinements. They have
been subjected to continuous improvement as additional experience and feed-
back was obtained from a variety of applied settings. As previously mentioned,
these modules have been investigated systematically and have demonstrated
significant effects across normal, at-risk, maladjusted, outpatient, and inpatient
populations of children (see immediately preceding citations). Moreover, in a
recent investigation (Michelson, Marchione, Stein, Figeruoa, & Beck, 1983) this
social competency program was shown to be highly effective and superior to
cognitive problem solving, no training, and Rogerian treatment up to a one-year
follow-up assessment.

In general, social skills that were consistently identified as being vital to the
overall social competency of children were developed into separate modules. A
review of the social skills literature (see Chapter 1) also provided further data
supporting the importance of the specific modules. Specifically, retrospective
studies of adults experiencing a wide variety of interpersonal and psychological
disorders suggest that they were deficient in prosocial and assertive skills.
Therefore, as can be seen in each module, children are instructed on the impor-
tance of behaving assertively as well as recognizing and eliminating passive or
aggressive social behaviors. As the reader will discover, a variety of social re-
sponses are presented in the modules, with emphasis on behaving assertively.
What constitutes an assertive, passive, or aggressive response warrants a brief
discussion. The three styles of relating and their descriptions include the
following:

1. Assertive behavior is defined as a response that recognizes the needs,
feelings, and rights of both the speaker and the listener, without violating the
same, and trying to achieve a positive and mutually satisfying solution that
enhances short- and long-term relationships. The speaker expresses himself or
herself without putting the listeners down or allowing his or her own rights or
feelings to be denied or violated. The tone of an assertive response is honest,
positive, nonpunitive, fair, considerate, direct, nondefensive, sensitive, and
constructive.

2. Passive behavior is defined as a response in which the person’s rights,
feelings, needs, or opinions are ignored, violated, or suppressed. The person
allows the other person to take advantage of them, control them, and subjugate
them. The person does not violate the other person’s rights but instead allows
his or her feelings and needs to be disregarded. The tone of a passive response is
self-effacing, timid, shy, and withdrawn, reflecting low self-esteem, a “mousy,”
self-depreciating style, and a low self-concept. _

3. Aggressive behavior is defined as a response in which the speaker violates,
ignores, or restricts the feelings, opinions, needs, or rights of the listener. The
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person takes advantage of the listener, tries to boss or control him or her, or
blocks the open expression of the other’s feelings. The tone of an aggressive
response is bossy, demanding, self-centered, insensitive, and callous, showing
disregard for others’ feelings. It is haughty, manipulative, intimidating, nega-
tivistic, punishing, and pushy.

Therefore, when trainers implement the modules, it is important for them
to encourage participants to become familiar with the differences between pas-
sive—assertive-aggressive social behaviors. To facilitate consistency across mod-
ules, trainer scripts are provided. These present the appropriate assertive re-
sponse as well as both passive and aggressive responses, which the children are
then asked to identify. Children in our previous studies greatly enjoyed identify-
ing the aggressive (Monster), passive (Mouse), or assertive (Me) responses (see
Palmer, 1977). However, to avoid negative practice, only assertive scenarios are
illustrated for the children’s scripts.

The modules were designed and sequenced in a progressively more complex
manner. Thus, earlier modules focus on simple social skills, while later modules
describe more complex skills which are built on the more fundamental ones. For
a discussion of related and specific clinical issues, the reader is referred to
Chapter 5.

The modules follow a standard format. Each is made up of three main
sections: Rationale, Procedures, and Class Discussion. The first section, ‘Ra-
tionale,” provides the trainer with a descriptive definition of the target behavior.
This section also offers an explanation, integrating current theory and research
where relevant, of why that behavior is of particular importance for children.
This section is followed by a lecture for the children and a listing of both the
benefits children may gain by acquiring the particular skills and the pitfalls they
may encounter if they are deficient in those attributes. In the presentation of a
new topic area to children, it is important that these benefits and pitfalls be
emphasized. By doing so, the trainer is able to underscore the usefulness and
practicality of learning or improving upon these behaviors. This will help the
child to understand the importance of learning these skills and participating in
the program.

The section entitled Sample Lecture for Children includes the actual “teach-
ing”” component of the module and provides the trainer with a sample introduc-
tory lecture on the topic as well as suggested questions to stimulate class in-
volvement. This “lecture” is intended to serve as an example of how the topic
can be introduced and classroom discussion encouraged. Trainers may wish to
adapt or modify this script, or even devise one of their own to help meet the
needs of the population with which they are working. The sample lecture can
also be modified to accomodate either individual or group training formats.

In addition to the sample lecture, the Procedures section includes suggested
scripts to be used by trainers in modeling target behaviors and practice scripts
for the children. These scripts, when used in conjunction with the training
techniques described in Chapter 3, can provide children with observational and
experiential learning material. The trainers’ scripts detail situations and dialogue
illustrating the theme of the module. The trainer, working in conjunction with
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instructional aides or student volunteers (if available), models how a person
might respond to the scripted situation in assertive, passive, and aggressive
modes. In the absence of another adult, the trainer can model alone, “playing”
or enacting both speaker and recipient, or the script can be modeled with one of
the children. Following this modeling, the trainer explains why each perfor-
mance was appropriate or inappropriate.

Trainers should emphasize the assertive response as the positive one. With
younger children, trainers can utilize the concept of the Mouse (passive), the
Monster (aggressive), and Me (assertive), as described by Palmer (1977). Like-
wise, “Agor the Aggressive,” “Peewee the Passive,” and “(child’s name) the
Assertive”’ can be used to label performances and increase the interest and
enthusiasm of participants. Our clinical experience strongly suggests that chil-
dren enjoy utilizing these labels, and they may enhance generalization. Next, a
second script enacted by only a few students follows the same scenario. Howev-
er, this time the class or group provides the feedback to fellow participants,
guided by comments, prompts, and reinforcement from the trainer. When the
trainer determines that the children can both perform and discriminate between
appropriate and inappropriate responses, behavior rehearsal procedures are
implemented for the entire class.

We recommend that scripts provided in the Procedures section be rehearsed
directly. Each module includes general scripts that children can practice among
themselves. Generally, scripts are designed for dyadic interaction, so that a large
number of children can participate using a multiple small-group format with two
to five participants in each group. Class or group members should be instructed
to find a partner or be assigned one randomly and should choose one of the roles
defined in the script. After the scenario has been rehearsed several times, the
children should discuss why the particular behavior was appropriate. Modules
consist of appropriate responses only. When this is completed, they should reverse
their roles and rehearse the script several more times. Children may inadver-
tantly alter modules by use of inappropriate voice intonation or nonverbal ges-
tures. In these situations, feedback from the trainer to the group can label the
behavior (as passive or aggressive). Then the trainer reenacts the scenario in
appropriate manner, following this modeling with an explanation. This is also
followed by a discussion of the interaction. The trainer and any available as-
sistants should observe the behavioral rehearsal phase and provide abundant
positive feedback. This section is complete after all the practice scripts have been
rehearsed and the trainer is confident that the children understand why and
know how to behave in the specific social situation. To improve nonverbal
communication skills, children may read the practice scripts for a particular skill
and then practice the same assertive scenario without the use of scripts. This
procedure approximates a “true” interaction by using eye contact, posturing,
and improved spontaneity of verbal intonation.

The last section, Class Discussion, allows the class to regroup in order to
discuss what they have been practicing. At this time, it is important for trainers
to ask students about any difficulties that they might have encountered and to
point out any problem areas that they have observed. This is followed by a
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general summary statement by the trainer that reiterates important aspects on
topic areas, including definition, rationale, and benefits. Finally, suggested
homework assignments are included at the end of each training module. As
indicated, these homework assignments are optional; they are to be used at the
discretion of the trainer. Trainers are encouraged to assign homework that might
be of particular relevance to the population they are working with, as this would
enhance the use of newly learned social skills outside the training session.
Typically, assignments involve in vivo observation and practice of social behav-
iors and interactions covered in the training modules. Homework assignments
are easy, nonthreatening, and generally require only a modest amount of time.
When homework is assigned, trainers should review prescribed assignments
and discuss them with students at the beginning of the subsequent training
session. (Optional: A review of prior modules has been found useful at the
beginning of each session prior to or following homework discussion. When
time allows after discussion and homework assignment, children enjoy using
this as an “imagination” period. The pairs that previously modeled a particular
behavior through scripts are given the opportunity to enact a brief scenario from
their own experiences that illustrates utilizing the assertive response. The chil-
dren, as with previous modeling, provide reasons for appropriate responses.
The children enjoy the opportunity to enact their new-found skills for the class
or group; this also provides an opportunity to review and insure that the mate-
rial has been assimilated from previous sessions.)

TRAINING FORMAT
To provide greater clarification, an outline of the training format is provided
(see Table 1). Please note that specific training techniques are discussed in Chap-

ter 3. Sample lectures and scripts are included in each module to convey the
material using instruction, practice, feedback, modeling and reinforcement.

TabLE 1. An Outline of the Training Format

1. Rationale for trainer

II. Sample lecture for children
A. Introduce topic

B. Rationale
1. Benefits
2. Pitfalls

M. Modeling (with and without scripts)
A. Between trainers
B. Between trainer and children

Continued
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C. Between two children at the front of
the class
1. Feedback from trainer
2. Reinforcement
3. Feedback from class

D. Group discussion

IV. Behavioral rehearsal (with and without
scripts—entire class)

A. Role playing

B. Role reversal

C. Trainer’s feedback

D. Small-group discussion

V. Class discussion
A. Feedback from trainer
B. Summary and review

V1. Homework assignments

A. Review of homework assignments
(during next lesson period)




Social Skills Training
Modules

MOoDULE 1: INTRODUCTION TO SOCIAL SKILLS

RATIONALE FOR TRAINER

When we speak of effective social skills, we are referring to repertoires of social
behaviors that, when used in social interaction, tend to evoke positive reinforce-
ment and generally result in positive outcomes. Acquisition of social skills pre-
pares an individual for competent and effective participation in diverse aspects
of human interaction. Thus, social skills training is, in essence, a program de-
signed to teach and enhance communication and interpersonal skills, both im-
plicit and explicit.

The term social skills denotes two basic, but nevertheless important con-
cepts. First, social implies an interpersonal process. The nature of the interaction
can range from the simple to the highly complex. However, as noted earlier
(Chapter 1), social phenomena are generally quite intricate and are comprised of
overt verbal and nonverbal responses, cognitive mediational processes. They
require proper attention with regard to timing, exchange, and integration, if
they are to be successful.

Second, the use of the word skills is both deliberate and necessary. Specifi-
cally, as social beings, we acquire the vast majority of our social repertoires
through learning, typically in the form of modeling, rehearsal, instruction, cor-
rective feedback, and so on. There are few, if any, identified genetically or
physiologically “hard-wired” circuits for either specific or general social behav-
iors among humans. Therefore, the term skill is repeatedly used and empha-
sized as a means of arriving at a consensus that these vital yet fragile skills are
indeed acquired via learning. Thus, the consistent use of the term social skills
fosters the idea that these invaluable interpersonal competencies can and should
be taught on a systematic basis using learning principles and techniques. It is not
sufficient, as evidenced by the incidence and prevalence of childhood, adoles-
cent, and adulthood-related problems, merely to rely on random forces to facili-
tate social competency. Indeed, the evidence supports the active use of social
skills intervention programs as a potent means of facilitating childhood
adaptation.
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The importance of social skills training extends into two primary areas, both
of which are related to the mental health of the individual: (1) remediation of
existing deficits and (2) prevention of future deficits. Historically, programs teach-
ing social behaviors were aimed at adults and tended to focus on existing social
skills deficits (i.e., dating anxiety and socially related phobias) and selected
aspects of psychiatric disorders (i.e., depression, alcoholism, and schizo-
phrenia). More recently, investigators have demonstrated the utility of social
skills training as a preventive model, with programs designed to encourage and
expand on the natural, ongoing process of social maturation. The preventive
approach prepares the youngster for the intricacies of human interaction by
formalizing the development of successful social repertoires. The socially skilled
child is better able to develop and thrive in today’s complex social environment.
Therefore, social skills training need not be thought of exclusively as a remedial
program but can and should also be applied as a preventive strategy.

SAMPLE LECTURE ON SOCIAL SKILLS

Today, we are going to discuss what is known as “social skills.”
What this means is how we behave and what we say when we are with
others. You all know that there are “good ways” and “bad ways” to talk
to people. By learning social skills, you learn about the good, or appro-
priate, ways to do this. A boy or girl who has good social skills- usually
has more friends and better friendships than one who does not. If you
have good social skills, you probably get along better with your teachers,
your classmates, and members of your family than someone who does
not have good social skills. It is important to learn these skills because
they make you happier and result in fewer problems with others.

There are many different types of social skills that are good to know
because there are many different situations where it is important to be-
have and talk appropriately (correctly). For instance, the way you talk to
a friend on the playground is going to be different from the way you
would talk to your teacher or your parents. You probably speak with
your parents differently from the way you would speak to your teacher.
The way that you speak to someone who is sad is probably going to be
different from when someone is happy. Even when you are angry, you
have to be careful about what you say, depending on who it is that you
are talking to. So, it is important to know how to talk and behave in
different situations with different people.

The word social means how we get along with others, including
friends, brothers and sisters, parents, and teachers. The word skill means
an ability or talent that you have learned or developed from practicing
how to do something better and better. So, as you have probably guessed
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by now, social skills refers to how good we are at getting along with
others. As you can imagine, there are a lot of different types of social
skills. For example, there are very simple ones such as complimenting
someone when you like something about them; then there are the more
difficult ones like having to say “no” to a friend in a way that won’t make
them angry when he or she asks for a favor. Sometimes you want to
settle a problem with a friend but you don’t know what to do, that's a
social skill, too. So, the purpose of speaking with you today is to talk
about why social skills are important, find out what you think about
them. Then, we will all take a turn practicing several social skills.

We will be meeting regularly to learn these skills to help you get
along with others in a better way and you will hopefully find that this
will make you feel happier about yourself and others will be happier with
you too. Can anyone give me some examples of social skills? Well, social
skills cover a variety of different areas. Some of the ones we will be
discussing are: compliments, complaints, refusing unreasonable request,
sharing feelings, standing up for your rights, requesting favors, request-
ing behavior change from others, conflict resolution, getting along with
the opposite sex, dealing with adults, and related topics.

One of the basic ideas in social skills training is for you to learn how
to tell the difference between passive, aggressive, and assertive social
behavior. When someone acts passive, they don’t express themselves.
They behave like a mouse. They let other children boss them around, tell
them what to do, and generally don’t stand up for their rights. Their
needs, opinions, or feelings are usually ignored, and other children may
take advantage of them.

At the other extreme are children who, are aggressive or monsters.
They are bossy and bully others. They pick on and put down other
children. They only care about getting what they want, when they want it.
They rarely care about how others feel and often get into trouble or
fights. These children tend to take unfair advantage of others and usually
have very few real friends.

So, it’s pretty clear that both passive and aggressive social behaviors
are not the best way to get along with others. They either lead to being
hurt (mouses) or hurting others (monsters). I'm sure you know kids who
behave like a mouse or monster, and it’s fair to say that they are not
usually happy people. Monsters have to be tough while mouses have to
hide all the time. Today, I will introduce a new word and explain its
importance. The word is assertive. Assertiveness refers to behaving not as a
mouse, not as a monster—but as yourself. That is, to be assertive means
to let others know how you feel and what you think in a way that doesn’t
offend them, but still lets you express yourself. You can recognize and
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respect their feelings, opinions, and desires so that you neither force
yourself on others nor allow others to take advantage of you. It also,
means standing up for your rights and always trying to be fair, just, and
honest. To be assertive is not just a matter of “good manners.” It is a way
of acting toward others that lets them know your feelings and ideas
without running over or ignoring theirs. Ideally, if all of us acted assert-
ively, instead of like mouses or monsters, we would rarely, if ever fight,
lose friends, or be afraid of being with others.

So, for the entire training program we will be using the terms
“mouse,” “monster,” and “assertive.” To help you become more assert-
ive, we'll call assertive “me” from now on. Now, I'll be describing some
social situations, and I would like all of you to listen carefully so we can
try to tell the difference between the “mouse,” “monster,” and “me”
social behaviors.

(Optional: At this point, the leader might indicate his or her social
style using the three alternatives mentioned above. After which, the
leader should then ask the children individually to undertake the same
description. This encourages participation and maintains interest. In
dealing with younger children, a touch of humor or drama to describe
the “monster’” or “mouse” during the initial discussion might also en-
hance interest.)

DiscussioN QUESTIONS

1. Can anyone tell me what social skills are?
2. Why are social skills important?
3. Can you give me examples of situations where it is good to have
social skills? Why?
OR
4. Can you give me examples of situations in which it is important to
watch what you say and how you say it? Why?

Every time we speak to another person or group of people, it is
important to keep in mind that what we say and how we say it can
influence their reaction and what they will think of us. For example, if
your friend’s dog ran away and he or she was feeling bad, it probably
would not be a good idea to say “Oh, cheer up! That mutt was dirty and
ugly! He did you a favor by running away.” Chances are, after saying
that, you would have one less friend. Similarly, if your teacher an-
nounced that she has won a prize, you would not say, “Anyone can win
that thing”’; or “I think someone else deserved it more than you.” As you
can see, in both of these examples, someone said the wrong thing.
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Knowing how to respond and say the right thing in these situations is
called being socially skilled.

DiscussioN QUESTIONS

1. How do you think the other person felt?

2. How might the other person react?

3. Can you give me several examples of things that would have been
better to say? (At least 3)

4. Which one was the best thing to say? Why?

RATIONALE FOR CHILDREN

Benefits. When you have good social skills,

A. You develop a better understanding of others.

You understand yourself better.

You communicate better with others.

You make more friends and get to know the friends you already

have better.

It is easier to join in on fun activities (e.g., clubs, games, etc.).

You can play a more important part in your family and be more

involved in family decisions.

You may do better academically, have fewer problems with

friends or peers, and show better adjustment later in life.

. You may be better liked by teachers and classmates.

I. You may tend to be more popular, more likable, and a happier
person.

Pitfalls. By having poor social skills,

A. You might not be able to communicate your needs or feelings to
other people very well.

B. It might be more difficult to make new friends and to keep the

friends you already have.

Others will find it difficult to understand you.

You could end up being left out of important or fun things that

are happening (conversations, activities, etc.).

You may get lonely, lose friends, get into trouble with adults.

m 0 mE ogow

MO0

TRAINER’S SCRIPT

Now that you have an idea of what social skills are, I am going to
show you a few more examples of some good and not-so-good social
skills. Later, you can practice the good social skills on your own.
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THE IMPORTANCE OF SOCIAL SKILLS

Situation 1. You suspect that a friend borrowed one of your books
without asking first. You might say:

you: Excuse me, Tom/Betty, but did you borrow my math book? I can’t
find it anywhere.

FRIEND: Oh, yeah! I hope you don’t mind. I just needed it for one
problem.

You: Sure, it's OK for you to borrow it, but please ask me first. That way I
won’t think it’s lost.

FRIEND: OK. I guess I was in a hurry.

(Assertive)—This is a good assertive response because

1. you avoid making your friend angry.

2. you will probably get your book back.

3. this will stop the same kind of problem from happening again
because now your friend knows you want him/her to ask you
before taking your book next time.

You: Gee, I sure wish I could find my math book. I hope nobody took it.
FRIEND: Oh, I borrowed it. I knew you wouldn’t mind.

You: Whew! I thought I lost it.

FRIEND: Don’t worry, I have it.

(Passive)}—This was a passive and less desirable answer because

1. you didn’t say what you really wanted to.

2. your friend may take advantage of you again in the future be-
cause he/she didn’t understand that this behavior bothered you.

3. you may not get your book back.

you: All right! I caught you stealing my math book!
FRIEND: Are you serious? I was only borrowing it.
YOU: Sure you were (sarcastically): Thanks for asking!
FRIEND: Here, take your old book back!

(Aggressive)—This answer was aggressive because

1. you didn’t say what you really wanted to.

2. your friend might be angry at you in the future and act the same
way.

3. you might lose a friend because you verbally attacked and embar-
rassed him/her.

Situation 2. Your parents ask you to wash the dishes tonight.
You: I did them the last two nights. Isn’t it (brother/sister’s) turn?
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PARENT: I guess you're right. I thought she/he did them last night.
You: No, I did—so can I go out (and play)?
PARENT: All right, go ahead.

(Assertive)—This is appropriately assertive because

1. you explained your situation without arguing, whining, or being
passive.

2. you were not disrespectful.

you: No! I'm not doing them tonight. You can make someone else do
them!

PARENT: Don't you talk like that to me!

you: Well, it’s not fair. You always make me do the dishes.

PARENT: Stop exaggerating and finish the dishes!

(Aggressive)—This is an aggressive reply because

1. you failed to express your reason for not wanting to do the
dishes.

2. you didn’t give your parents a chance to explain their side of the
story and you were disrespectful.

3. the response wasn’t very effective because you had to do the
dishes anyway.

PRrRACTICE ScriPTS

Situation 1. A friend asks you to do a favor for him.

FRIEND: Would you mind helping me rake the yard after school?
you: Gee, I wish I could, but I've got to meet my mother later on.
OR
I don’t think I can, sorry.

Situation 2. A group of your friends are talking about last night’s
football game. You want to join them.
you: I saw that game, too! It was really great. Is anyone going to the
game next week?
Situation 3. A store clerk gives you the wrong amount of change
back.

you: Excuse me, but I think this is wrong. Don’t I get back 20 cents?
cLErK: Well, let me check.
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Situation 4. Your teacher tells you that you got the highest grade on
your test.

you: Thanks, Mr. Smith. I did study pretty hard.
TEACHER: Well, it shows. Keep up the good work.

Situation 5. Some boys/girls at the playground tell you that you're
too short to play basketball with them.

you: I have just as much right to play here as you do. Besides, you don't
have to be tall to be good.
THEM: All right, let’s see what you can do.

Situation 6. Somebody is smoking cigarettes next to you on the bus
and it's making you cough.

you: Excuse me, would you mind not smoking? It’s really bothering me.
SMOKER: Oh, I'm sorry. Sure, no problem.

Situation 7. Your brother looks unhappy and you want to know
what the problem is.

vou: Hi, is something bothering you? You look kind of sad.
BROTHER: Yeah, I didn’t make the soccer team.
YOU: I'm sorry to hear that. Can you try again later?

SUGGESTED HOMEWORK ASSIGNMENTS

1. There are many times each day that you might use your social
skills. Describe two of these. For each situation:
a. Describe the situation.
b. What was said?
c. Were good social skills used? Why? Why not?
d. How could you have said/done something better? Why?

2. Try to list as many situations as you can in which social skills play
an important part. (You can use the examples from the lesson.)



MobuLE 2: COMPLIMENTS

RATIONALE FOR TRAINER

Compliments make almost everyone feel good. There are two components
of complimenting, giving and receiving. The ability to give positive and honest
feedback to others has a number of benefits for both the giver and receiver. The
importance of providing compliments in social relationships has been widely
acknowledged in the literature. Children who can give honest compliments to
their peers, parents, and teachers receive similar reinforcement in return. This
cycle of giving and receiving social reinforcement helps to increase one’s popu-
larity, social involvement, and academic performance.

SAMPLE LECTURE ON COMPLIMENTS

Today we are going to discuss giving and receiving compliments. By
giving compliments we mean saying something positive or nice to an-
other person. Giving and receiving compliments makes most people feel
good about themselves. Not only do you like to hear nice things about
yourself—your friends, parents, and teachers also like to hear nice things
about themselves. It is important to remember two key points when you
give a compliment. First, you must be sincere; that is, you must really
mean what you say. Second, you must use good timing. For instance,
you wouldn’t give a compliment in the middle of an argument.

DiscussioN QUESTIONS
1. Can anyone give me an example of a compliment?
2. Can anyone give me an example of when they gave someone else
a compliment?
3. What happened? (How did that person feel? How did he or she
react?)
4. How did you feel when you were complimented?

When you accept a compliment you feel good about yourself. Ac-
cepting a compliment is important for a number of reasons. When you
accept a compliment, you are letting the other person know that you
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appreciate and like what he or she is saying. Not accepting a compliment
makes the other people feel that you don’t care about what they are
saying or that you don’t trust their opinions.

How do you feel when someone gives you a compliment? (Ask
children to raise hands if it is true from them.)

Do you feel silly or embarrassed?
Do you feel happy?

Do you wonder what to say?

Do you give a compliment back?
Do you put yourself down?

Do you pretend you don’t hear it?

SOk

RATIONALE FOR CHILDREN

Benefits. When you give a compliment

A. you help other people feel good about themselves.

B. you let others know what you like about them.

C. you feel good because you can say something nice to another
person.

By accepting compliments

A. you can make the giver feel that you appreciate what he or she is
saying.

B. you know what others like about you.

C. you can feel good about yourself.

Pitfalls. Not accepting compliments can lead to

A. your feeling bad about yourself.

B. your putting yourself down.

C. making givers feel bad because you have put down their opin-
ions and feelings, so they may not want to compliment you
again.

Not giving compliments

A. can lead to your not saying nice things you might really want to
say.

B. doesn’t let other people know what you like about them.

C. may lead others to feel you don’t like them.

D. reduces the chance that others will want to compliment you.
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TRAINER’S ScripT: GIVING COMPLIMENTS

As you probably know, giving and receiving compliments is not
always easy. Because it is so important, it would be a good thing to learn
to do. What we’ll do today is to practice giving and receiving compli-
ments. First, I'll show you some examples; then you will have a chance to
practice on your own.

Situation 1. Someone has completed a project which you think is
very good.

vou: I really liked your project.

OTHER: Thanks, I worked hard on it.

You: I thought it was really interesting.

OTHER: I enjoyed working on it; it was fun. Thanks.

(Assertive)—This statement was assertive because

1. you’ve told the person about your positive feelings in a pleasant,
honest way.

2. you were believable—you didn’t say it in an exaggerated manner.

vYou: Is that your project?
OTHER: Yes, that’s mine.
vou: Oh.

(Passive)—This statement was passive because

1. you didn’t say how you felt about the project.

2. you didn’t let the other person know that you were appreciative
of their work.

Situation 2. You see a person you really like.

vou: I think you're a really nice person
OR
I like doing things with you.
OTHER: Thanks.

(Assertive)—This statement was assertive because

1. you made your feelings known in a pleasant, simple manner.

2. you probably made the other person feel good because you let
them know that you liked them.

YOU: You're really the greatest person in the world!
OTHER: Oh. C’'mon. Don’t be silly.
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(Aggressive)—This statement was aggressive because

1. you exaggerated the compliment, which makes it hard to believe
you.

2. the other person may feel that you are making fun of him/her.

TRAINER’S ScRIPT: RECEIVING COMPLIMENTS

Situation 3. Someone has commented on a project that you made.

OoTHER: Hey, I really like your project.
vou: Thanks, I worked hard on it
OR
I'm glad you like it.

(Assertive}—This response was assertive because

1. you have accepted the compliment in a nice way.

2. you let the person giving the compliment know that you appreci-

ated what they said.

OTHER: Hey, I really like your project.
yYou: It wasn’t so hot.

OTHER: I thought it was pretty good.
you: No, not really.

(Passive)—This response was passive because

1. you have made the other person feel silly for being nice.

2. you have questioned the other person’s judgment about your
project.

OTHER: Hey, I really like your project.

You: Yeah, it was the best!

OTHER: | thought it was interesting.

You: You better believe it was, cause I did it!

(Aggressive)—This was aggressive because

1. your response doesn’t acknowledge the other person’s compli-
ment.

2. you seem to be conceited.

Situation 4. Someone says the following to you.

OTHER: I think you’re really nice.
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vou: Thanks.
OR

That was nice of you to say.

(Assertive)—This response was assertive because
1. you have accepted the compliment in a nice manner and made

the other person feel good, too.

OTHER: I think you're really nice.
you: (Blushing, acting embarrassed, make no comment.)
OR

Ah, C’'mon.

(Passive)—This response was passive because

1. you didn’t respond to their compliment.

2. you might make the other person feel silly because you didn’t
appreciate what they said.

OTHER: | think you're really nice.
vou: Yeh, I am the best, I can’t be beat!

(Aggressive)—This response was aggressive because
1. you have overreacted to their compliment.
2. you have made it hard for the other person to offer other kinds of

positive statements.
3. it seems like you are bragging, and this may turn off the other

person.
PrAcCTICE ScCRIPTS

The following scripts present situations that demonstrate giving and
receiving of compliments.

Situation 1. You see a friend at a party and he/she looks really good.
You want to let him/her know that you like the way he/she is dressed.

YOU: You really look nice.
OTHER: Thank you.

Situation 2. After spending the afternoon with a new classmate,
you want to tell him how you feel.

You: I'm glad we played together. It was fun. I think you're really a nice
person.
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OTHER: That’s nice of you to say. Thanks.
OR
Makes me feel good to hear that. Thanks.

Situation 3. A friend of yours helps you find some money that you
lost.

you: I think what you did was really great! Thanks for your help.

OTHER: You're welcome.
OR

Nice of you to say so.

Situation 4. You have helped an older person carry some groceries
up the stairs to his apartment.

OTHER: It was nice of you to help me with these groceries. Thank you.
You: You're welcome; I was happy to help.

Situation 5. After a hard game of tennis, your friend compliments
you.

OTHER: You played a great game.
vYou: Thanks, I really worked hard for that last point.

Situation 6. Your friend studies hard and receives the highest grade
on the math test.

YOU: You did a really good job on the test.
OTHER: Thank you.

Situation 7. In gym class, one of the students runs over a mile.

YOU: You're a good runner.
OTHER: Thank you. I practice every day.
you: Well, you sure did a good job.

Situation 8. While walking home from school, your friend helps a
younger boy who stumbled and fell.

YOu: It was nice of you to help that little kid.
OTHER: Thanks. He’s o.k. He just scraped his knee.
vYou: He’s lucky that you were around.

Situation 9. Someone shoves a child during recess. You tell him/her
to stop.
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friend: You did a good job of defending that kid.
you: Thanks. I don’t like to see anyone being pushed around.

> W

SUGGESTED HOMEWORK ASSIGNMENTS

Give a sincere compliment to one member of your family every
day.

Give at least one sincere compliment to each of your teachers.
Give at least one sincere compliment to a friend.

When you receive a compliment, notice how you feel (proud,
embarrassed, etc.) and what you do. How did you make the other
person feel?



MobDuULE 3: COMPLAINTS

RATIONALE FOR TRAINER

Often, people who complain are thought of as rude, abrasive, or insensi-
tive. However, making complaints is an important social skill that requires tact
and timing and that should have a positive purpose. Some mental health experts
have suggested that making complaints serves as a controlled means of prevent-
ing displays of frustration and anger. Children who are able to use complaints
constructively have the ability to verbalize their concerns and to rectify aversive
conditions in their environments. The rewards for using complaints can be
twofold. First, making complaints serves to eliminate or reduce irritation and
distress, thus contributing to the child’s general sense of well-being. Second,
children who have organized and verbalized complaints are more objective and
open-minded when they receive complaints from others. By analyzing the con-
tent of a complaint that someone is making to us, we learn about things we are
doing that affect others adversely. An appropriate response to a complaint will
often improve the nature of the immediate interaction and will give us informa-
tion on how we might behave differently in future interactions.

SAMPLE LECTURE ON COMPLAINTS

Making a Complaint. Today we are going to talk about complaints,
why they are necessary, and how they can sometimes be good to make. A
complaint is a statement about someone or something that you don’t like.
However, the best and fastest way to correct a problem, or whatever it is
that bothers you, is to let the person or people responsible know that you
are unhappy. This is how we use a complaint. It isimportant to remember,
though, that when a person complains to you, it is probably because he or
she wants to make things better with you. You should use a complaint
only to make things better, never as a way of hurting others or making
them feel bad.

DiscussioN QUESTIONS

1. Can anyone give me an example of a complaint?
2. Do you have anything that you would like to complain about?
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3. How do you feel after you have made a complaint?
4. What happened after you complained? (How did the other per-
son react? did the situation change?)

When Others Complain to You. Learning how to react to somebody
else’s complaint is just as important as learning how to make complaints.
It is not very easy to listen to other people tell you about things you do or
say that they don’t like or that causes them to feel hurt. Sometimes,
listening to other people’s complaints can save a friendship or maybe
even start a new one. This does not mean that you have to believe every
word they are telling you, but it does show them that you respect them
enough to listen to what they have to say. You can learn a lot about
yourself, as well as the person who is complaining, by listening to and
thinking about what that person has to say.

DiscussioN QUESTIONS

1. Has anyone complained to you about something you have said or
done?

2. How did you feel? Did you feel (ask children to raise their hands
if it is true for them)
a. Angry or mad
b. Embarrassed or silly
¢. Sad or unhappy
d. Like fighting
e. Thankful

3. Could the person who complained to you have done so in a better
way? How?

You see, most complaints can really be made in a nice way, so that
people probably won't get mad at you because you have hurt their feel-
ings. It is much easier to listen to complaints if they are made correctly,
because then our feelings are not hurt.

DiscussioN QUESTIONS

1. Does anyone here know somebody who complains a lot?
2. What do you think about a person who complains “all the time”’?
3. What does that tell you about how to use complaints?

Complaints can be good if they are used only when necessary. If
they are used too often, people will think you are a “complainer” and
will not pay attention to you. So when you have a complaint, it is impor-
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tant to make sure that it is really necessary. If your complaint is necessary
and important, you will probably get a better response from the person
with whom you are speaking.

RATIONALE FOR CHILDREN

Benefits. By making a positive, constructive complaint, you

A. help to reduce sources of irritation and dislike between you and
others.

B. can improve your relationships with others.

C. let others know that you care enough about them to share your
feelings.

D. can sometimes help to make things better or safer for you and
others (i.e., complaining about poor service).

By listening to others complain, you

A. let them know that you are interested in what they have to say.
B. can learn about the problems that might be hurting your social
life (i.e., your weak points).

Pitfalls. Not making a complaint when it is appropriate to do so can
lead to

A. feeling frustrated with yourself.
B. getting unnecessarily angry with the other person.
C. increased problems between yourself and others.

Not listening or paying attention to other’s complaints

A. might result in other people avoiding you.

B. can make them angry or frustrated with you for not caring.

C. might not help you to learn what it is that you do that bothers
other people.

TRAINER'S SCRIPT

Now that we’ve shown how and when to use complaints to make
bad situations better, it is important to practice both making and listening
to complaints. First, I'll show you some examples of how to make and
receive complaints and then you'll have a chance to practice on your
own.
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Giving COMPLAINTS

Situation 1. Your friend returns a book he/she borrowed, and the
pages are wrinkled from something being spilled on them.

You: These pages are all wrinkled! They weren’t like this when I loaned
you the book. What happened?

FRIEND: My little brother spilled milk on the book when I was reading it.
I'm sorry. Maybe I should get you a new one.

you: Well okay, and then I'll give you this one.

(Assertive)—This response was assertive because

1. you have expressed your disappointment about your book being
ruined.

2. you gave the other person a chance to explain.

3. you let the other person know that you weren’t happy and the
next time they will probably take better care of your book.

You: My book doesn’t look quite the same.

FRIEND: What do you mean?

you: Oh, nothing in particular.

FRIEND: It's the same book that you loaned me last week.

(Passive)—This response was passive because

1. you didn't say what you meant so your friend doesn’t
understand.

2. you didn't give the other person a chance to explain so you may
be left with angry, frustrated feelings.

3. the incident will probably happen again because you didn’t let
the other person know that you didn’t like the condition of your
book.

YOu: You ruined my book!

FRIEND: No, I didn’t! It was like that before.

YOU: You liar, it was perfect when I loaned it to you.
FRIEND: You're crazy. Don’t blame me for your old book.

(Aggresswe)——Thls response was aggressive because
. you accused the other person and didn’t give him/her a chance to
explain.

2. you made your friend feel bad and angry at you.

3. you didn’t really explain what was wrong with the book or sug-
gest a way of repairing the damage.

4. you are left feeling frustrated and angry.
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Situation 2.  Someone has said something that hurts your feelings.

You: You know (name), I feel pretty bad about what you said about me
yesterday. Please don't say it again.
OTHER: Gee, I'm sorry. I didn’t think it would bother you that much.

(Assertive)—This response was assertive because

1. you made it clear how you feel.

2. you've given the other person a chance to “patch” up the
problem.

3. the other person may avoid hurting your feelings in the future.

You: Hey (name), you didn’t really mean what you said the other day,
did you?
oTHER: Well, I guess not. (not convincing)

(Passive)}—This response was passive because

1. you didn’t say what you really meant.

2. you're forcing the other person to answer rather than giving him
a chance to explain.

3. the other person does not understand how you feel and, there-
fore, might make the same mistake again.

You: You know (name), that was mean thing you said yesterday. I'm
really mad. You're a jerk!
OTHER: Oh, yeah? Well, I meant every word of it!

(Aggresswe)—Thls response is aggressive because

. you probably made the other person angry by attacking the per-
son instead of the problem.

you did not give the other person a chance to explain.

the other person does not understand how you feel; therefore,
he/she might make the same mistake again.

W N

PRACTICE ScrirTs
Situation1. Some children sitting behind you are making it hard for
you to hear the teacher.

You: I can’t hear the teacher. Could you please not talk so loud?
OTHER: Sorry. I'll try to be a little more quiet.
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Situation 2. You see a friend making fun of one of your classmates.

vyou: I don’t think you should tease (name). He’s starting to feel bad.
OTHER: I didn't realize it even bothered him. I guess you're right.

Situation 3. You are late for a movie because one of your friends
arrived late.

OTHER: (Name), I just wanted to let you know that when you are late we
all have to wait to get started.
You: I'm sorry. I'll try to be on time from now on.
OR
I didn’t know that it caused that much trouble.
I'm sorry.

Situation 4. You overhear a friend saying some bad things about
another girl.

OTHER: You know (name), if you didn’t say such nasty things about other
people, they would invite you to play with them more often.

You: Really? I didn’t know that I was doing that. I'll be more careful
about what I say.

Situation 5. Sometimes it’s important to complain about things that
are done to you but that the other person may not be aware of. In this
situation, it is important to avoid being harsh.

The cashier at the grocery store gives you an incorrect amount of
change.

YOU: Excuse me, Mr. Smith, I don’t think you gave me the right amount
of change. Would you please recheck this?
MRr. SmrTH: Oh, yes. Let’s see, you're right. I owe you 35 cents.

Situation 6. Someone has made you angry because of something he
just said.

You: You know (name), when you say that, it makes me mad because it’s
not very fair.
OTHER: I'm sorry it bothers you, but I'm not sure of what I said that

makes you mad.

Situation 7. You are playing tennis in gym and your partner keeps
hitting the ball high and out of the court.
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you: I don’t like to chase the ball all the time. Would you like me to show
you a better way to hit it?
PARTNER: I guess I could use some help. I can’t seem to hit the ball right.

Situation 8. Your friend returns three albums that he/she borrowed
and one is scratched.

vYou: (Name), my record was scratched when you returned it yesterday.
FRIEND: Are you sure? It played okay for me.
YOu: Yes, it's a pretty big scratch. I think you should replace it.

Situation 9. You walk into class and see your friend writing in your
notebook.

you: I don’t like it when you borrow my things and don’t ask first.

FRIEND: I only borrowed it for a few minutes.

you: Next time just ask me first. You know I'd loan you paper any time
you want. I just want to know first.

Situation 10. You and a classmate are given an assignment to work
on a project. He isn’t doing any work.

You: You know, we’re suppose to make this project together and you're
not doing your part.

cLASSMATE: What do you want me to do?

you: Well, if you could finish this part that would be fair.

SUGGESTED HOMEWORK ASSIGNMENTS

1. Write down at least two things that bother you and that you
should have complained about.

2. Watch your friends or family to see how they use complaints. Are
they used in a way that avoids making the other person angry?

3. While watching television, write down some situations that peo-
ple are complaining or should be complaining about. What would
you have said? How would you have answered? How would you
have answered the complaint?



MobuLE 4: REFUSAL OR SAYING No

RATIONALE FOR TRAINER

Saying no is not always easy to do. Sometimes a person might feel that it is
not possible to refuse a friend or relative. The ability to refuse another’s requests
in a tactful and nonpunitive fashion requires much skill. The person who con-
sistently gives in to other people’s requests, regardless of whether they are
appropriate or not, is sometimes regarded as a “mouse,” a “pushover.” By
saying no, when appropriate, a person expresses how he/she feels regarding a
request or invitation. Researchers have found that individuals who lack the
ability to refuse requests often feel disappointed, frustrated, and resentful.

Children who learn to refuse requests appropriately gain more control over
their own social interactions. Exercising the right to refuse a request can also
help children understand better the importance of their contribution in acknowl-
edging a request. Thus, the social reinforcement gained by the youngster in
honoring a request is bolstered by the self-reinforcement that can result from the
proper refusal of a request. Furthermore, along with the successful acquisition of
this social skill can come the realization and understanding that being refused
need not be felt as hurtful or demeaning.

SAMPLE LECTURE ON REFUSAL

Today we are going to discuss what refusal is and how to use it
correctly. To refuse is to be able to say no in a nice way when somebody
asks you to do something. I'm sure that there have been times when each
of you has been asked to do something that you didn’t want to do or that
you knew you shouldn’t do. For instance, one day you could be watch-
ing your favorite show on television, one you have been waiting all week
for. Just then, your best friend comes by and asks you to walk him to the
store. What would you do?

Well, you could say “Get lost, I'm busy” and probably lose your
friend; you could go with him and end up feeling angry about missing
your show; or you could say no, but in such a way that you wouldn’t
hurt your friend’s feelings. Can anyone here tell me how you could do
that?

81
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PossiBLE RESPONSES

’

“Why don’t you watch this show with me and then we can go.’

“Gee, I'm sorry, but I can’t go now. I could go a little later on,
though.”

“I'm sorry, I really can’t right now.”

“I want to finish watching this program; then I'll be glad to go.”

There are ways of saying no that are less likely to hurt the other
person’s feelings. That is why it is important to learn how to make a
refusal correctly. It really means finding a nice and polite way to say no,
such as “I'd rather not do that.”

DiscussioN QUESTIONS

1. Can anyone give me an example of a time when they had to or
should have made a refusal (said no)?

2. What happened
a. When you said no politely?
b. When you got mad at the person and said no?
c. When you said yes when you wanted to say no?

3. How did you feel or how do you think you would feel after saying
no or refusing properly?

Now let’s look at what happens to the person who is asking you for a
favor. Pretend that you are the one who wants somebody to walk to the
store with you, but your friend wants to watch the television show. How
would you feel if she did not know how to refuse in a nice polite way and
just said “no,” or ““get lost’? You would probably feel hurt or mad. What
if your friend told you that she wanted to watch the show first and then
go with you? Well, you might feel a little disappointed, but at least you
would know why your friend said no and that she thought enough of
you to go with you after the show.

When saying no, you must choose both the right words so you can
say it in a nice way and also the right time to speak up. If your parents or
teachers ask or tell you to do something, you must be careful not to be
disrespectful. It is not right to say no just to act smart or because you are
mad.

RATIONALE FOR CHILDREN
Benefits. By making a refusal or saying no

A. you let others know where you stand and how you feel.
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B. you can help to prevent people from taking advantage of you.

C. you feel good because you do not have to do something you
don’t want to do.

D. you are less likely to be asked a second time to do something that
you don’t want to do something that is wrong.

Pitfalls. By not refusing or by not learning how to say no

A. you might end up doing something you do not like, which could
make you feel angry, frustrated, or unhappy.

B. you could end up doing something that may get you into trouble
(like going out and playing when you should be studying, or
cutting classes when friends ask you to skip school).

C. you could be giving other people (children) the wrong impres-
sion about the kind of person you are or the kinds of things you
like to do.

TRAINER'S SCRIPT

As you will see, making a refusal is not always easy, even though it
is important to do. Because it is a good thing to be able to do, we are
going to practice different ways of saying no. First I'll give you a few
examples of refusing requests and then you will have a chance to practice
on your own.

Situation 1. A boy or girl from your class sees you at the front of a
long line at the movies.

OTHER: Hey, how about letting me cut in here? Then we can sit together.

you: No, I don’t think so. It wouldn’t be fair to these other people.

OTHER: Aw, ¢'mon! They won't care.

vou: No, I don’t think it would be right. But, listen! If it's not too
crowded, I'll try and hold a seat for you, OK?

(Assertive)—This is an assertive response because

1. you have made your point so that the other person understands
why you have refused.

2. you've suggested another way for your friend to sit with you
without violating the rights of the other people waiting in line.

oTHER: Hi! Hey, how about letting me cut in here? Then we can sit

together.
vou: Gee, I don’t know.
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OTHER: Aw, ¢'mon! Who's gonna care?
you: Well, I guess so.

(Passive)—This is a passive response because

1. you didn’t express how you really felt and, you've done some-
thing that you know is not right.

2. you've probably made other people in the line angry with you.

3. people might think that you are a “pushover.”

oTHER: Hi! Hey how about letting me cut in here? Then we can sit
together.

You: Are you kidding? I've been waiting for an hour.

OTHER: Aw, C'mon! What's the big deal?

You: Get lost!

(Aggressive)—This is an aggressive response because
1. you've made your point but probably lost a friend or even made

an enemy in the process.
2. you didn’t explain the reason you were making a refusal.

Situation 2. A friend wants to borrow your skates for tonight.

OTHER: Would it be all right if I borrowed your skates tonight?
YOU: I'm sorry (name), I don't really like to lend them out.

(Assertive)—This is an assertive response because
1. you answered honestly.
2. you explained why you are refusing them.

OTHER: Would it be all right if I borrowed your skates tonight?
you: Well, I might want to use them later, but I guess it's OK.

(Passive)—This is a passive response because

1. you're not being honest with your friend, and you're doing some-
thing you don’t want to do.

2. you may end up being angry with your friend for borrowing your
skates.

3. Now you won’t have the skates for tonight.

OTHER: Would it be all right if I borrowed your skates tonight?
You: Go buy your own! No one ever borrows my skates!

(Aggressive)—This is an aggressive response because
1. you are being rude.
2. you may have hurt your friendship.
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3. you didn’t explain your reason for the refusal.

PracTICE ScRrIPTS

Situation 1. A classmate wants to borrow some money from you.

OTHER: Can you lend me a dollar?
vou: No, I don't like to lend my money, it always causes problems.

Situation 2. A friend wants to borrow your bicycle.

OTHER: Could you lend me your bike?
You: No, I really don’t like to lend it out.

Situation 3. A friend, who is also in your class, is having problems
with his math.

OTHER: C'mon (name), do my math homework for me.
vou: No, I don’t want to. It's not right. We’ll probably both get into
trouble.

Situation 4. You are watching your favorite television program
when someone walks in.

OTHER: May I change the channel?

vYou: Please don’t! I'm watching my favorite show.

OTHER: If you're my friend, you'll let me watch my show.

you: No, I want to watch this show; it’s only fair, since I was here first.

Situation 5. You've shared some of your candy with a friend.
OTHER: Can I have some more of your candy?
you: No. I really want to save the rest of it for later.

Situation 6. A classmate has been assigned to pick up litter on the
playground and would like your help.
OTHER: Would you mind helping me pick up trash during recess?
You: No. I'm sorry but I'd rather not.

Situation 7. A friend wants to play and visit with you after school.

OTHER: | want to come over and play with you this afternoon.
vou: I'm sorry. I have a lot of homework. Maybe some other time.
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Situation 8. You are busy working on an assignment when your
teacher says to you:

TEACHER: Excuse me (name). How about taking these books to the library
for me?

you: I'm sorry, but I'm really trying to finish this assignment on time.
Would it be okay for someone else do it this time?

Situation 9. Your parents are having some of their friends from
work over for a party. Before the guests arrive, your mother says:

PARENT: I want you to introduce yourself to everyone at the party
tonight.

You: Gee, Mom, I'd like to but I'm too embarrassed. Maybe you could
introduce me to just your closest friends.

Situation 10. Your friends are on their way to the local store. One of
them says:

OTHER: Come on, the candy is out on the shelves. We’'ll see how much
we can take without paying for it.

vou: No, I don’t want to get into trouble.

OTHER: Chicken!

You: It's not right! I'm not a chicken; I'm smart.

SUGGESTED HOMEWORK ASSIGNMENTS

1. Every day we are forced into situations where we have to say yes
or no to someone’s request. Write down three examples that
happened to you, how you responded, and whether you an-
swered the way you really wanted to.

2. While watching a favorite television show, write down examples
of situations in which a person did not make a refusal that should
have been made. Why should the person have refused? How
would things have worked out if the person had done so?



MobpuLE 5: REQUESTING FAvORs

RATIONALE FOR TRAINER

We frequently find ourselves in situations where we request favors of oth-
ers. Whether asking directions from a stranger or requesting telephone as-
sistance from an operator, we are, in fact, requesting a favor. In many cases,
simple common sense keeps us keenly aware that a minor change in the way
that we phrase a request can have a dramatic effect on the way it is perceived.
Thus, with even a little social savvy, we can increase the chances that others will
respond positively to our requests. By enhancing these skills through learning
and understanding the strategies of human interaction, we can become quite
adept in the art of making requests. Needless to say, the rewards to be gained
from acquiring such a skill can be immeasurable.

For children, the importance of developing skills in requesting favors be-
comes even more important by virtue of their dependence on others (e.g.,
parents, teachers, etc.). Children who are able to organize and verbalize their
desires and needs clearly and appropriately are those to whom others will most
readily and positively respond. This seemingly obvious though largely under-
played skill has typically been addressed as a courtesy or a formality of etiquette
for children. Yet its contribution to the successful social interaction of the child,
the adolescent, and the adult underscores its significance.

SAMPLE LECTURE ON REQUESTING FAVORS

Today, we are going to talk about requesting favors, or how to ask
someone to do something for you. I'm sure that all of you have asked
someone else for a favor. For instance, when your pencil point breaks
during a test. You might turn to your schoolmate and ask him or her
whether you might borrow a pencil. That is asking for a favor. Many
things happen to you every day that make it important for you to know
how to ask for help, to borrow something, or to ask for information.

However, there are “right” and ““wrong’ ways to ask someone for a
favor. You are probably aware of this even though you don’t think about
it each time you ask for a favor. Let’s pretend that you want to ask a
friend to help you with some of your homework. How would you ask
him or her for help? Would it be better to say, “Hey, you have to help me
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with my math.” Or, do you think it would be better to say, ‘““You know
(name), I would really appreciate it if you could help me with some of my
math homework.” Of course, the second request was the better of the
two. First of all, it was a polite way of asking for a favor and didn’t just
rudely demand help. Second, when you ask in this manner, your friend
knows exactly what you want and how important the favor is to you.

DiscussioN QUESTIONS

1. Can anyone give me an example of a common everyday request?

2. Can you give me at least two different ways in which you might
make the request (ask the favor)?

3. Which do you think is the best way to ask? Why?

4. How do you feel when someone asks you for a favor in a rude
way, or when people are pushy?

When you make your request in a pleasant, thoughtful way, you
really have a better chance of getting what you want.Now that we know
how important it is to make a request properly, there is one other thing
that you should keep in mind. No matter whom you ask or what favor
you are requesting, the other person always has the right to say no. We
hope that, if this is the case, they will say no in a nice way that doesn’t
embarrass you or make you angry. Remember, it is the other person’s right to
refuse the favor, just as it is your right to ask the favor.

DiscussioN QUESTIONS

1. Have you ever asked anyone for a favor and been turned down?
2. How did you feel?
3. What did you do then?

There are some things you can do if someone refuses your request.
What you should not do is be mean or sarcastic (tease the person). What
you can do is make sure that your request has been understood by mak-
ing yourself a little more clear. If you think you have done this and the
answer is still no, you would do much better to leave that person alone
and either ask someone else, or drop the issue for a little while. One
thing you might consider doing is explaining the importance of your
favor and that you will be happy to return the favor in the future. If you
continue to ask when someone has said no, the person may become
angry and not want to talk to you for a while. Perhaps, it was just a bad
time to ask and another time might be better. It is important for you to
think about all of these things when you make a request.
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RATIONALE FOR CHILDREN

Benefits. By making a request in a nice way

A. you can make others aware of your needs in a pleasant and
nonthreatening manner.

B. people might do more favors for you without thinking that you
are a nag or a pest.

Pitfalls. By not making a request

A. you do not let others know about your desires and needs.
B. you can end up feeling frustrated because you still need or want
something.

By making a request in the wrong way

A. you can make someone angry and uncomfortable.

B. you increase the risk that the other person will refuse you.

C. people might think of you as disrespectful or discourteous.

D. you might hurt your chances of having any of your requests
honored.

TRAINER'S SCRIPT

Situation 1. You have just realized that you forgot to bring your
lunch money to school. You are going to have to borrow some from a
friend.

you: Hey (name), I forgot my lunch money for today. Could you please
lend me 35 cents and I'll pay you back tomorrow?

FRIEND: I don’t know. I was planning on saving my extra money for this
weekend.

you: Oh, I'll give it back to you tomorrow morning, so you'll still have it
for the weekend.

FRIEND: Sure. Remember to return it tomorrow.

you: Thanks a lot!

(Assertive)—This answer is an assertive because

1. you have asked in a way that is pleasant and doesn’t put your
friend on the spot.

2. you'll probably get the lunch money you need.

you: (Name), I forgot my lunch money. I wonder what I should do.
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FRIEND: Well, I'm not sure.
you: I only need 35 cents.
FRIEND: Sorry, I really can’t.

(Passive)—This is a passive statement because

1. you failed to give your friend all the information needed to make
a decision in your favor.

2. you might have to skip lunch since you did not express your
needs.

You: Give me 35 cents for lunch until tomorrow.

oTHER: | don’t know. I was planning on saving my money for this
weekend.

you: Oh, ¢mon! Don’t be so cheap!

OTHER: No, I really can’t. Sorry.

vou: Well, thanks a lot! Some friend.

(Aggressive)—This is an aggressive statement because

1. you were too pushy and probably made your friend angry.

2. you didn’t get the lunch money because you spoke in a rude
manner.

Situation 2. You didn’t bring your basketball to the court and would
like to borrow one from a friend.

vyou: Could I play with that ball when you’re done?
OTHER: Sure! Here you go.
you: Thanks.

(Assertive)—This is an assertive statement because
1. you were polite and pleasant, which probably helped you get
what you requested.

You: I don’t have anything to play with.
OTHER: Sorry, I can’t help you.
(Passive)—This is a passive statement because

1. you did not clearly state what you wanted.
2. you may have to ask a second time.

You: Hey, give me the ball!
OTHER: No! I'm going to keep it. It's mine!

(Aggressive)—This is an aggressive statement because
.1. you were rude.
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2. you probably made the other person angry.

you: Could I play with that ball when you're done?

OTHER: No, I'm taking it home.

you: I forgot mine and we won’t be able to play if you don’t lend me your
ball.

OTHER: I'm sorry, but I have to take it home.

you: Well, I guess I'll have to find something else to do.

(Assertive)—This is an assertive statement because

1. you explained in a nice way why you needed the favor.

2. you accepted the refusal and decided on another alternative.

3. the other person may be more likely to let you use the ball next
time because you were assertive and not aggressive.

PRACTICE ScrrprTS

Situation 1. You are with some friends at a drive-in and would like
to get a snack. You just noticed that you didn’t bring any money.

You: Would you do me a favor and buy me an ice cream cone? I'll pay
you tomorrow.

OTHER: Sure.

you: Thanks a lot; I sure was hungry.

Situation 2. You want to ask a classmate for some help with a diffi-
cult homework assignment.

You: Could you help me with my homework after school?
OTHER: OK.
you: Thanks! It's nice of you to help.

Situation 3. You just found out that a friend has a book that you
have been looking for.

vou: I'd like to borrow your book for a few days. Would that be all right
with you?

OTHER: Sure, just try to take good care of it.

you: I will; thanks.

Situation 4. You would like to invite a friend over for dinner. You
are asking your mother for permission.
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you: Mom, may I invite Eileen to dinner?

MOTHER: Certainly; just let me know a few days before so I can prepare a
bigger meal.

you: Gee! Thanks a lot.

Situation 5.  You need some help fixing your bicycle and want to ask
a friend to help you.

you: I need some help fixing my bicycle after school. Could you give me
a hand.

OTHER: I'm not doing anything right after school; why don’t we work on
it then?

vou: Sounds great! Thanks.

Situation 6. You don’t understand the homework assignment that
your teacher gave you. You walk up to her after class and say:

YOu: Ms. Jones, I really don’t understand the homework assignment.
Could you please go over it again with me?

TEACHER: I'd be happy to. It's good that you asked.

vyou: Thank you.

Situation 7. You are calling the theater to get some information
about today’s schedule.

you: Hello, could you tell me what'’s playing on the second feature?

OTHER: Sure, it's The Incredible Space War.

you: Oh, thanks, By the way, could you tell what time the show
finishes?

OTHER: About 10:30.

you: OK. Thank you.

Situation 8. You are at the movies and have lost your wallet. You
want to report this to the manager.

You: Excuse, me, but could you help me find the manager?

OTHER: The manager is the person with the red coat by the candy
counter.

you: Thank you.

SUGGESTED HOMEWORK ASSIGNMENTS

1. Every day you make requests and ask for favors. Try to remember
what requests you have made and what the results were.
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2. Using the requests that you remembered for question 1
a. take the requests that someone said no to and see if you can
change them so that they sound better. How would the person
now answer you?
b. take the requests that others said yes to and see whether you
can list what was good about the way you said them.
3. Write down requests that other people have made of you. Did
they make them correctly? How could they have been better?



MoDULE 6: AskING WHY

RATIONALE FOR TRAINER

One of the more common errors that we make in our daily interactions with
others is the failure to ask why. When we ask why, we are essentially requesting
additional information about a situation, a statement, or an interaction. This
information can help to clear up ambiguities, misconceptions, and misunder-
standings that could result in unpleasant or embarrassing situations. By asking
why, we obtain new information that can often influence our decisions and the
course of action we choose.

For children as with adults, asking why serves as a means of gathering
additional information about an issue. However, for the youngster, the impor-
tance of developing the ability to ask why appropriately becomes even more
significant. The question not only enhances decision making but also serves as a
valuable instrument for learning in general. Answers to “why”’ questions fill
information gaps. Thinking about cause and effect helps to develop reasoning
skills and plays an important role in the development of decision making and
other cognitive abilities. Thus, what might be routine for the adult is an impor-
tant learning mechanism for the child—socially, emotionally, and educationally.

SAMPLE LECTURE ON ASKING WHY

Today we are going to the discuss importance of asking why and
present examples of how to do it. People usually ask why when they are
not sure about something and when they want more information. We
also ask why when we are curious about people’s reasons for asking or
doing something, or don’t understand those reasons or decisions. Thus,
asking why is a valuable skill to learn.

DiscussioN QUESTIONS

1. Can anyone give me an example of a situation where we ask
why?
2. Why do we ask why?
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Asking why is something we do very often. In school, we ask our
teachers and schoolmates; at home, we ask our parents, brothers, sisters,
and friends. However, there is a right and wrong way to ask why. For
example, your best friend tells you, “I don’t think I'll be able to go to the
show tonight.” You might say, “What? You can’t do that!” Or you could
say, “Oh, that’s too bad, I was really counting on your going. Why can’t
you go?” Although both are ways in which you can respond to your
friend, only the second way really asks the question “why” and gives
your friend a fair chance to explain what the problem could be. It is
possible that after this explanation, things can still be worked out. For
instance, maybe your friend had some extra chores or work that you
could help with. It is important to remember that asking why can be
done in many different ways. It is often better to add the reason you are
asking for the information so people can understand that you are not
being disrespectful or acting ““smart.”

So you see, asking why is good because it helps you to get important
information. With this information, you can make better decisions about
what to do and what to say.

RATIONALE FOR CHILDREN

Benefits. Asking why can help you

A. understand the reason for the request when you are asked to do
something.

in making a decision about what to do.

understand exactly what is expected of you.

. learn something new.

understand better what is being said.

let the other person know that you are listening and interested.

Pitfalls. By not asking why

A. you could end up doing something that you do not like to do.

B. you might miss out on something that is important to know.

C. people will think that you understand what they are saying
when you really don't.

D. you might end up doing the wrong thing.

Mg oW

TRAINER’S SCRIPT

What we are going to do today is practice how to ask why. First, I'll
give you some examples of asking why; then you will have a chance to
practice on your own.
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Asking why is important in getting more information and should not
be used in a “smart” or sarcastic manner. This will only make people
angry and less likely to explain their requests or statements.

Situation 1. Your family is sitting at the dinner table having dessert.

PARENT: I don’t want you or your sister to go out to play this evening.
You: May I ask why? I wanted to go out and play a little.
PARENT: I thought we all could go to the show tonight.

(Assertive)—This is an assertive response because

1. you made your point about going out to play in a polite and
appropriate way without making your parents angry.

2. you explained the reason for asking why.

PARENT: I don’t want you and your sister to go out to play this evening.
you: Oh, OK.
PARENT: | thought we might all go out to the show later.

(Passive)—This is a passive response because

1. you've accepted your parents’ request and didn’t ask for the in-
formation that you wanted.

2. you didn’t explain the reason why you needed the information.

PARENT: I want you and your sister to stay in the house this evening.

vyou: Oh, Dad! Not tonight! What's the big deal about going out to play?

PARENT: Well, OK, if that’s the way you want it. We were all going to the
show later on, but you can stay at home and study.

(Aggressive)—This is an aggressive response because

1. you were disrespectful and contrary in your response to your
parents.

2. you failed to ask for additional information and to give your
reason for needing the information.

3. you failed to explain your point.

Situation 2. You've said something that has upset your friend, Jim,
and he has walked away. A second friend says:

FRIEND: I don’t think you should have said that to Jim.
you: Why do you feel that way?

(Assertive)—This is an assertive response because
1. you have expressed an interest in what the other person is

saying.
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2. you will better understand how the other person is feeling.

FRIEND: I don’t think you should have said that to Jim.
you: Oh?

(Passive)—This is a passive response because
1. you really don’t know why the other person feels that way be-

cause you didn’t ask.
2. the other person might not think that you care because you didn’t

ask why or explain how you felt.

FRIEND: | don’t think you should have said that to Jim.
you: Oh, really? So what'’s your problem?

(Aggressive)—This is an aggressive response because
1. you are being rude and not considerate of the other person’s

feelings.
2. you have probably angered both Jim and your friend.
3. you didn’t learn from the situation.

PrACTICE ScriPTS

Situation 1. A friend of yours wants your help. You would like to
know what it is that you are being asked to do.

OTHER: How about coming over after school and helping me with some
things?

you: What kind of things are you talking about?

OTHER: Oh, just some work on my bicycle that I need help with.

Situation 2. Your brother is looking for some help with a chore.
Since you already have plans made, you would like to know whether the
request is a important one.

OTHER: Are you free later on? I think I'll need some help.
You: What is it that you need help with?
OTHER: I was going to clean the garage out and I'll need some help.

YOU: Sorry, but I'd rather not.
OR

OK, I'll be glad to help you.

Situation 3. You've been accused of something but are not sure of
what. You want more information.
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OTHER: You're always making a big deal out of little things.
YOU: I'm not sure of what you are saying. What do you mean?

Situation 4. You are in a store and a salesperson comes over to you.

SALESPERSON: You are not supposed to be in the store, you will have to
leave.

you: Why? I just want to buy something.

SALESPERSON: You have to be with an adult. That is our rule.

Situation 5. You are at a restaurant and the check appears to be too
high.
vyou: Sir! I think there is a mistake. Would you please explain these
charges?
wATITER: Certainly. This is for the extra cheese on the sandwich.
you: Oh, I didn’t realize that was extra. Thanks.

Situation 6. Your parents say the following to you.

PARENT: From now on your bedtime will be 9 o’clock on weekends.

you: Why did you pick 9? It seems sort of early.

PARENT: We want to make sure that you get enough sleep so that you
wake up early enough for school.

you: Can we try my bedtime at 10 and see if that works out?

PARENT: All right. Let’s try 9:30 for a while and see how it works out.

Situation 7. Someone asks to borrow your expensive new jacket.

OTHER: Can I borrow that nice new jacket of yours?

you: Why do you want to borrow it?

OTHER: I was going to a camp picnic and the jacket would look really
nice.

you: I'm sorry, but that jacket is only for special occasions. I wouldn’t
want it to get dirty.

Situation 8. Your brother/sister wants you to carry his/her books
home from school.

BROTHER: Could you carry these home for me?

you: Why do you need me to carry them?

BROTHER: | have to take my costume home for the play and I won't be
able to carry both at one time.
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SUGGESTED HOMEWORK ASSIGNMENTS

1. Write down the next time someone asks you to do something.
Figure out at least three different ways to ask why. Then answer:
a. How would the other person have felt/responded with each of
the three ways?
b. What kinds of information could you have received each way?
c. Which would have been the best way to ask why?
2. The next time you watch TV, keep a record of:
a. How many times the question “why” or something like it
comes up. (Give at least 5 examples.)
b. The times people should have asked why and didn’t. Why
didn’t they? (Give at least 2 examples.)
c. Times when asking why was not appropriate or not done
correctly. (Give at least 2 examples.)



MODULE 7: REQUESTING BEHAVIOR CHANGE

RATIONALE FOR TRAINER

Sometimes it becomes important to let other people know that their behav-
ior disturbs or bothers us. This is not always an easy thing to do, as people
sometimes feel threatened and react defensively. However, at other times the
individual is not aware that he or she is doing something that is bothersome. In
this situation, a tactfully made comment or request can be welcome information.
In most cases, the act of requesting behavior change of another person can be
mutually beneficial. The person who makes the request may be able to change
an uncomfortable situation, and the person of whom change is requested re-
ceives necessary feedback.

Studies of the content of dyadic interaction have established that when
people communicate with each other, they constantly monitor each other’s reac-
tions and adjust their own behavior accordingly. A skillfully made request for
behavior change can serve as a more immediate way of facilitating this process.
It is important to emphasize that tactless and impulsive attempts to do this can
easily result in making the other person feel intimidated, angry, and defensive.

For children, especially those with immature social styles, learning how to
request behavior change appropriately becomes even more significant. In peer
interactions as well as child-adult interactions, skill in requesting behavior
change allows the child to have greater impact on the social environment while
reducing the risk of being antagonistic or disruptive. Thus, the child can assume
a more active role in developing and restructuring the social environment.

SAMPLE LECTURE ON REQUESTING BEHAVIOR CHANGE

Today we are going to talk about how to ask somebody to stop or
change what they are doing. Sometimes people do things that bother or
irritate us, though they may not know that they are doing that. When
this happens, things can get pretty uncomfortable. It's not easy to tell
people that what they are doing bothers you, especially if the person
involved is an adult or a good friend. Chances are that if you don’t do it
right, the person will get mad at you. At the same time, if you don’t say
anything at all, you might end up getting angry. So it is important to say

101



102 CHAPTER 5

something, and it is even more important to say it in a nice, respectful,
and thoughtful way. What we will be talking about is how to do just that.

Let’s pretend that you and your best friend are studying in the
library together for an important test. Your friend begins to hum a song,
not realizing that this is bothering you. What can you do?

DiscussioN QUESTIONS

1. What kinds of things do you think could happen if you decided
not to say anything?

2. What could happen if you said something?

3. How could you say something so that you would not upset your
friend?

As you see, there are a lot of ways that you could react to your
friend. But if you wanted to keep your friend, you would probably want
to say something like: “Hey, Karen, it’s hard for me to study when
you're humming. Would you mind not humming, or humming a little
more quietly? Thanks.” By talking to your friend about the humming,
you are asking that she change that behavior because it bothers you. The
good thing about doing it like this is that you are saying it in a nice way
that lets your friend know that you are not angry. It also shows your
friend that you are being courteous and thoughtful. Just imagine what
might have happened if you said, ““Hey Karen, knock if off!”’ or ““C’'mon
Karen, stop being a pest. Cut the humming, huh?”’ Remember you want the
other person to change a behavior. You don’t want to put the other person down.

RATIONALE FOR CHILDREN

Benefits. By requesting in a nice way that a person change his or her
behavior

A. you let the person know that something he or she is doing makes
you feel uncomfortable or even angry.

B. you can make the person aware of something he or she is doing
that they may not be aware of.

C. you can let the person know that you care enough to tell him or
her about the problem behavior.

Pitfalls. By not requesting behavior change from another person in
the right way
A. you could end up becoming more angry or frustrated about what
the person is doing.
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B. you can anger or lose a friend because you might have threat-
ened or been rude to her or him.

C. you are not helping the person to understand that something he
or she is doing bothers you.

TRAINER'S SCRIPT

You can see how important it is to request behavior change when
necessary and to do it in a thoughtful, respectful way. I'm going to give
you a few more examples of how to ask people to stop or change what
they are doing. After that, we will all practice requesting behavior change
from others.

Situation 1. A person sitting in front of you at the movies is talking
so loud that you are having trouble hearing the show.

You: Excuse me, but I'm having a little trouble hearing the movie. Would
you mind not talking so loud?
OTHER: Oh, I didn't realize I was that loud. Sorry about that.
you: Thanks.
OR
Thank you.

(Assertive)—This is an assertive response because

1. you told the person the behavior you wanted her or him to
change.

2. you have succeeded in getting the other person to be more quiet

without putting her or him down.
3. you were pleasant but told the person politely what you wanted.

You: (Speaking out loud but not to the person talking) Gee, it sure would
be nice to hear the movie!
OTHER: (May not be aware that you are talking of him; makes no
response.)
OR
Are you talking to me?
vou: Well, kind of.
oTHER: All right; why didn’t you say so!

(Passive)—This is a passive response because

1. you did not ask the other person directly.

2. the person could have misunderstood you or failed to hear your
request that he change his behavior.
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You: You're making me miss the show. Would you mind shutting up?
OTHER: You don’t have to be so nasty about it; I didn’t know anybody
could hear me.

(Aggressive)—This is an aggressive response because
1. you made your point, but in a rude manner.
2. you might end up in an argument or even a fight.

Situation 2. Your parents still call you by a nickname that they used
when you were younger, and you don’t like it anymore.

you: Dad, I wish you wouldn’t call me by that name anymore. It really
embarrasses me in front of my friends.

PARENT: I'm sorry, I didn’t know that it bothered you. It really is just a
habit.

you: Well, it's okay at home. It's just when we go places I don't like.

PARENT: I'll be more careful next time.

(Assertive)—This is an assertive response because

1. your father has a better understanding of your feelings.

2. you handled this problem in a mature, direct manner and ex-
plained which behavior was bothering you.

You: (You grumble to yourself because your parents have just called you
by your nickname in front of some friends.)

PARENT: What's the matter? Are you upset about something?

You: Oh no. I was just thinking about something.

PARENT: Oh, okay.

(Passive)—This is a passive response because

1. you did not ask your parents to change a behavior that bothers
you very much.

2. you will probably become more angry the next time.

3. they will probably keep using your nickname.

You: You know, Mom, with that stupid name you make a fool of me
when we go out. Could you stop it? I can’t stand being out with you!

PARENT: What's the matter? I don’t know what you're talking about. I
treat you the way I always have.

vou: Well, I hate the name ““Babyface”!!

PARENT: You don’t have to be so rude. I didn’t know that ““Babyface”
bothered you. You’'d better learn some manners.

(Aggressive)—This is an aggressive response because
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1. you have made your mother angry with you.
2. you have not made your feelings clear.

PRACTICE SCRIPTS

Situation 1. You are studying for a test. Your brother has some
friends over who became noisy.

you: Say, would you people mind turning down the music a little? I'm
trying to study! It's too noisy for me to work.

OTHER: Sure. We didn’t know you were studying.

vou: Thanks.

Situation 2. A classmate is cutting into line in the cafeteria and you
don’t feel that this is right.

you: Would you please stop cutting into line? It isn’t fair to the rest of us.
otHER: OK. I didn’t think anybody cared.
vou: Thanks. Listen—tomorrow, why don’t you get in line with me?

Situation 3. A friend is making fun of you and you don't like it.

vou: I'd like it if you would stop teasing and making fun of me. I thought
we were friends.

FRIEND: We are friends! I was just being funny. I'll try to stop.

you: Thanks.

Situation 4. You and your friends are walking to school together.
You are carrying a lot of books, which is making you walk more slowly.

you: Hey, would you guys mind slowing down just a little? These books
are pretty heavy.

FRIEND: Sorry, we'll all walk a little slower.

vou: Thanks.

Situation 5. You are trying to tell a story and your friend keeps
interrupting.

You: I'm trying to tell the rest of the story, could you wait until I'm
finished and then we’ll listen to your story.

FRIEND: But I just wanted to add a few comments.

you: Well, I would like it better if you waited until I finished.

FRIEND: Okay.
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Situation 6. You and your friend are playing at the playground.

you: You know (name), you've had the ball a long time. Let everybody
have a turn.

FRIEND: I thought I was! Here you can have it for awhile.

you: I just thought I'd tell you before somebody does get mad.

FRIEND: Okay.

Situation 7. Your friends are playing a game that you want to join.
They aren’t letting other kids join in.

you: I wish you would let me play, too. Everyone should have a chance
to play.

oTHER: OK. We can all take turns.

you: Great! Thanks.

Situation 8. You are trying to draw and one of the kids keeps shak-
ing the table.

you: Would you please stop shaking the table. I can’t draw when the
table moves.

OTHER: I'm not moving the table.

You: Yes you are, everytime you lean forward the table moves.

OTHER: Alright, lets find a way to make the table less wobbly.

SUGGESTED HOMEWORK ASSIGNMENTS

1. Think about at least one thing that someone has been doing or

saying that bothers you. Answer the following questions.

a. Why haven’t you said something yet?

b. Can you list three different ways to make your complaint?
c. How would the person react to each way? Why?

d. Which is the best way? Why?

e. Can you think of a better way to say it?

2. Take the problem that you talked about in assignment 1 and what
you would say to the person (Item 1d or le) and practice saying
this until you feel comfortable with it.

a. Find the person who is involved and request the desired be-
havior change.

b. Later on, write down what you said and how the person
responded.

c. Could you have done or said something better? If so, what?
Why is this better?



MobuLE 8: STANDING UP FOR YOUR RIGHTS

RATIONALE FOR TRAINER

Often, when we hear people talk about assertiveness, they are talking about
standing up for one’s rights. Although assertiveness involves a much broader
range of behaviors and situations, it does seem that, in standing up for one’s
rights, one’s ability to be assertive is clearly put to the test. Specifically, standing
up for your rights refers to the act of asserting yourself in situations where others have
purposely or accidentally infringed upon or violated your rights. By this, we mean to
include not only those constitutional/legal rights that we are all guaranteed but
also those rights that are an inherent part of social interactions. For the sake of
simplicity, we might refer to these as the rights established and protected by the
rules of etiquette and mutual respect in social interaction.

Learning to stand up for your rights is really a three-step procedure. First,
an individual must become aware of and understand his or her rights. This point
is a developmental issue, as acquisition of this understanding depends upon
intellectual as well as social development. Second, one must be able to under-
stand when one’s rights have, in fact, been violated. As with the first step, the
child’s level of social maturation serves as a measure of the ability to tell when
this occurs. Third, once an individual understands what his or her rights are and
when they are being threatened, it becomes important to learn how to communi-
cate to others that they are trespassing on one’s personal rights. The skill with
which an individual is able to do this is another aspect of the ability to stand up
for one’s rights appropriately.

This module focuses on developing skills in the area of communicating to
others that they are infringing on your rights. Clearer definition of what those
rights are serves as a secondary emphasis. For children, the need for skill in this
area is of great importance. As children mature, their rights and responsibilities
increase. Thus, learning how to protect and “stand up” for these rights becomes
an integral feature of social skills development.

SAMPLE LECTURE ON STANDING UP FOR YOUR RIGHTS

Today we are going to discuss why and how you should stand up for
your rights. By standing up for your rights, we mean letting other people
know when they are not treating you fairly or when they are doing
something to you that you don’t like. Sometimes this could mean just
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telling people how much they can expect of you and at other times it
could mean having to put your foot down and set limits. Of course, this
might be a little difficult to do, but you have to remember that what you
are really doing is protecting yourself.

What if, one day at school, some children wanted to test you to see
how much bullying you would take? Suppose they came up to you
during recess and told you that you couldn’t use one side of the play-
ground. What would you do? Well, you know that you have a right to use
the whole playground and you also know that they don’t have a right to
boss you around. This is one example of when standing up for your
rights is important.

DiscussioN QUESTIONS

1. Why is it important, in this situation, to stand up for your rights?
2. What would happen if you didn’t?
3. What would you say to these children in this situation?

This is a pretty tough situation, but it would probably get worse if
you didn’t stand up for yourself. Perhaps you might say something like:
“This playground belongs to all of us and we all have to share it. You
really can’t tell me that I can’t use a part of it; that’s not fair. If you try to
stop me (or bother me again), I'm going to talk to the monitor.” They
might tease you or even get mad at you, but at least you would have told
them that you’re not going to let yourself get pushed around.

That was kind of an extreme case in which it was necessary to stand
up for your rights. There will be times when the others don’t even know
that what they are doing is going against your rights. A simple situation
like getting a warm soda in a restaurant is another example. In this case,
you are paying for a good, cold soda and it is your right to get what you
pay for. If you don'’t assert yourself or stand up for your rights, not only
will you be taken advantage of, but it might happen to someone else or
maybe even to you again in the future. So, it is important to assert
yourself to stand up for your rights.

DiscussioN QUESTIONS

1. Can anyone give me an example of a situation where you should
stand up for your rights?

2. What are your rights in this case?

3. What could happen if you didn’t say or do something?

4. What would be the best thing to say in this situation? Why?
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RATIONALE FOR CHILDREN

It is important to recognize that standing up for one’s rights includes
a number of skill categories that have been discussed previously. For
additional information on “benefits” and “pitfalls,” please refer to the
modules on complaints, saying no, asking why, and requesting behavior
- change.

Benefits. Standing up for your rights lets others know

A. that you think they have violated your rights or taken advantage
of you.

B. that you feel you have been dealt with or treated unfairly.

C. that you will stand up for yourself if it is necessary.

D. what your “boundaries” are; that is, how you want to be treated
and what you will not put up with.

E. that you “stood up” for yourself so that you can feel confident
and proud.

Pitfalls. By not standing up for your rights

A. you allow and possibly encourage others to take advantage of
you.

you may lose out on things that are rightly yours.

you may be treated unfairly by others and lose their respect.
you let others take advantage of you and treat you unfairly,
which can make you lose your self-confidence and self-respect.

onw

TRAINER'S SCRIPT

As you have probably noticed, there are a lot of different situations
when it would be good for you to stand up for your rights. What we are
going to do next is go over a few more examples that I will demonstrate
for you. When we are done with that, we will all have a chance to
practice how to stand up for our rights.

Situation 1. You and a friend are playing a board game. Your friend
says to you:

FRIEND: You can’t do that! I don’t think you can move that way.

YOU: | think I can, I read all the rules carefully.

FRIEND: But, I never played that way.

you: Well, the rules say that I can move that way. I can get the rules if
you would like to see for yourself.
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(Assertive)—This is an assertive response because

1. you have made your point in an informative way.

2. you made your point without getting your friend upset.

3. you made a suggestion to resolve the problem by offering to
check the rules.

FRIEND: You can’t do that! I don’t think you can move that way.
YOu: Are you sure? Gee, I thought that I read you could.
FRIEND: Yeah? But, I never played that way.

you: Well, I guess we can play your way.

(Passive)—This is a passive response because

1. even though you think that you are right, you have not stood
your ground.

2. you might get a little angry with your friend for understanding.

3. you might get angry at yourself for not standing up for what you

believe.

FRIEND: You can’t do that! I don’t think you can move that way.

You: Oh, yeah! You want to bet? I thought you knew how to play this
game.

FRIEND: Yeah? But, I never played that way.

you: Tough! You're playing my way now, the right way.

(Aggressive)—This is an aggressive response because

1. you might be right, but you may upset your friend by being bossy
about your point.

2. your friend will be less willing to play with you again.

Situation 2. You are in a store looking for a gift for a friend. One of
the store clerks comes up to you.

CLERK: If you are not buying something, you are going to have to leave.
you: I am looking for a gift. If I find something I like, then I'll buy it.
cLErk: Well, all right then. As long as you're shopping.

(Assertive)—This is an assertive response because

1. you stated your right to shop without getting the clerk mad at
you.

2. the clerk will probably be more helpful now.

CLERK: If you are not buying something, you are going to have to leave.
YOU: I'm just looking.
CLERK: Are you going to buy something or not?
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YOu: Maybe.

(Passive)—This is a passive response because
1. you only half stated your right to shop.
2. the clerk might still ask you to leave.

cLERK: If you are not buying something, you are going to have to leave.

You: Just try and make me! I know you can’t do that.

CLERK: I'm sorry; unless you plan to buy something, you're going to have
to leave.

you: Who would want to shop in your crummy store!

(Aggressive)—This is an aggressive response because

1. you have made the store clerk angry, and you didn’t explain your
reason for being there.

2. you might be asked to leave because of your bad attitude.

PRrRACTICE ScrrpTS

Situation 1. Someone borrowed a record from you a while ago.
You've already asked for it back once.

You: Excuse me (name), could you make sure you bring my record in
tomorrow?

OTHER: I'm sorry; I forgot the last time. I'll try to remember.

You: Please don’t forget—I do want it back.

Situation 2. You just bought an ice cream cone and you got back the
wrong amount of change.

You: Excuse me. I think you gave me the wrong change.

cLERK: Really? How much did you give me?

You: Well, I gave you 75 cents, which means I should get back 15 cents in
change.

cLERK: Oh, I'm sorry, you're right. Here you go.

Situation 3. You are standing in the lunch line and someone cuts in
front of you.

you: Hey! You can’t cut in line. That's not fair to everybody else.

OTHER: Aw, who cares!

You: I care. I've been waiting for 10 minutes. I think you’d better go to
the end of the line.
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Situation 4. Someone in class unfairly accuses you of talking while
the teacher stepped out.

you: Ms. Jacobs, it wasn’t me who was making the noise. There were
several people talking, but I wasn’t one of them.

TEACHER: Well, OK. I don’t want this sort of thing happening in the
future.

Situation 5. You bought a new model and you notice that there is a
part missing. You go back to the store.

you: Excuse me, ma’am, but I just bought this model and it’s missing
some parts. I would like to exchange it.

CcLERK: Do you have the sales slip? I don’t remember you buying it.

You: Yes, I have it right here.

cLErRK: OK, there’s no problem. Why don’t you go back and get a new
one.

Situation 6. Your parents are having friends come over to the house
for a party. They have told you that you have to go to bed two hours
before your normal bedtime.

you: Dad, I don't really think that is fair for me to have to go to bed so
early. Isn’t there something else I can do?

PARENT: I don’t know, this party is only for adults. I guess maybe you can
watch the TV in your room. How’s that?

You: That’s great! Thanks.

Situation 7. Your sister tells you that it is your turn to wash the
dishes. You washed them yesterday and you know that it is not your
turn.

you: Sis, that’s not fair. I did them yesterday. It’s your turn today.

SISTER: | really can’t. I've got a lot of homework to do tonight. Can’t you
do them?

you: That’s different. I'll do them tonight and you can do them tomor-
row night. OK?

SISTER: Yeah, that’s a good idea.

Situation 8. You've been watching a movie on television when your
father walks in and changes the station without saying anthing.

You: Oh, Dad, I've been watching the movie on Channel 9 for awhile,
and I'd like to see what happens. Could we change it back please?
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PARENT: The news is on and I'd really hate to miss it.
you: Well, just for tonight, could you possibly watch the late news?

Well, would you mind watching the news on Channel 5 which comes
on after the movie?
PARENT: OK, I guess that would be all right.

SUGGESTED HOMEWORK ASSIGNMENTS

1. Try to think of at least one situation at school and at home where

you should have stood up for your rights.

a. Why didn’t you?

b. How could you have said something? (Give at least one good
and one bad example for each.)

c¢. What would be the best way to settle the problem or to be
assertive in each case?

2. Make up one situation in which it would be easy and one situa-
tion in which it would be difficult to stand up for your rights.
How would you settle these problems? What makes this solution
good?

3. List as many as possible of the “good” things that can result from
standing up for your rights. Use your own experience to help you
come up with answers.



MobDULE 9: CONVERSATIONS

RATIONALE FOR TRAINER

Every day, conversations are held about every topic imaginable. Conversa-
tions can be formal and informal, they can be task-oriented or have no particular
orientation at all, they can be hours long or last only a few seconds, and they can
range in content from extreme importance to insignificance. Whatever the case,
one fact is clear: conversations serve as the primary vehicle of information ex-
change between two or more people. Thus, it is not difficult to understand why
an individual who knows the intricacies of conversing has a distinct social ad-
vantage over one who does not.

The scientific and educational literature extolls the virtues of being a good
communicator and skilled interactor. Knowing how to participate in conversa-
tion is an invaluable asset. In fact, the number of adult “pop”” psychology books
available on how to become a better or more effective communicator supports
this contention. Typically, most people are able to acquire the basic skills for
social conversation through normal social, emotional, and intellectual develop-
ment. Furthermore, those who get more practice generally become even more
skilled and knowledgeable about the ““fine art” of conversing.

The conversation itself comprises three phases: (1) initiation, (2) maintenance,
and (3) termination. Successful conversing requires skill in each area. Often the
initiation takes the form of an introduction, a greeting, or a question. The pro-
cess of initiation gets the conversation under way and facilitates the inclusion of
new participants. The body of the conversation is typically made up of the major
portion of the dialogue. The last component, termination, is the conclusion of
the conversation. This may either be done by mutual consent of the participants
or an individual may withdraw from the conversation. Skill in conversational
initiation, participation, and termination has a number of results. Participants
not only tend to feel better about the conversation but also about the other
participants, thus probably increasing the likelihood of future encounters.

For children, conversation is an essential mechanism of and vehicle for
learning and social development. Peer interactions as well as child—adult (par-
ents, teachers, etc.) interactions are based largely on dyadic and group commu-
nication. Thus, the more facile a child is in the art of conversing, the greater the
contribution to his or her social, emotional, and intellectual development. A
knowledge of how to participate in conversations contributes to the child’s
ability to gain as well as share information.

This module can be divided into three separate units; (1) initiating conversa-
tions; (2) maintaining conversations; and (3) terminating conversations. Also,
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after children practice the scripts, trainers may separate children into groups and
have them discuss a television show or movie they have seen this increases
spontaneity and the use of nonverbal cues. The participants should be indi-
vidually “assigned” to contribute to the conversation by making appropriate
comments, asking open-ended questions, and ending the conversation.

SAMPLE LECTURE ON CONVERSATIONS

For the past few sessions, we have practiced different social skills
such as compliments, complaints, and standing up for your rights. To-
day, we are going to discuss and practice talking with others. We do it
with most of the people we meet, old and young, strangers and friends.
Not everyone, however, can do this easily. That is why we are going to
discuss how we talk to people or, better yet, how we carry on conversa-
tions with others. You are probably wondering why it is so important to
discuss something as simple as conversations. The truth is, taking part in
conversations is easier for some people than it is for others because some
people have learned and practiced these skills. Not only that, but there
are different parts of conversation that could be more difficult than oth-
ers. For instance, here are some questions to think about.

DiscussioNn QUESTIONS

1. How many people know how to start a conversation?

2. How many of you know how to join a conversation that is already
going on?

3. How do you keep a conversation going?

4. What do you do when everyone has run out of things to say?

5. How do you end a conversation?

You see, it is important to know more than just how to talk to
somebody. It is also necessary to know how to start, join, and end
conversation. Chances are that if you don’t know how to start talking
with another person or join in when others are talking, you won’t be a
part of very many conversations. In the same way, if you stop (disrupt) a
conversation or leave one awkwardly, people may not be as willing to let
you be a part of their conversations in the future. So, it is important to
learn about how to start a conversation, keep it going, and end a conver-
sation in a smooth, considerate, and intelligent way. For example, pre-
tend that some of your classmates are talking about a TV show that you
happened to see last night and you want to get in on the conversation.
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DiscussioN QUESTIONS

1. Can you give me a few examples of how you might join this

conversation?
2. Which one of these ways is the best? Why?

What you might want to do is walk over to the group and, when
there is a slight pause in the talking, say something like, ““Are you talking
about Star Trek? 1 saw that and really liked it a lot too.” At this point, you
have joined the conversation.

Next, you want to make sure that you participate in what's going on.
You should listen and add comments to what is being said.

DiscussioN QUESTIONS

1. Can you give me different examples of how you can now add to
or take part in a conversation or what else could you say?
2. Why is it important to listen to what others are saying?

Probably, one of the best ways to be a part of what is going on and
keep the conversation going is to listen to what is being said, ask ques-
tions, and make statements that have to do with what others are talking
about. So, using the same example, you could say, “You know, I don’t
understand why Mr. Spock did that. Did it make sense to anybody?”
After hearing the others’ responses, you could reply, “Oh, yeah, I didn’t
think of that. Maybe that’s why. . . .”” By asking questions and answer-
ing other people’s questions you are keeping the conversation going.
One important point is that you should always try to stick to the topic
that the others are talking about. If you want to change it, wait until the
conversation about one topic starts to end and then a new one can be
started.

It is also important to know when and how to end a conversation or
how to excuse yourself from one that is going on. Actually, it isn’t that
hard. What you have to do is to make sure that the other people know
that you are finished or finishing so that they can finish, too.

DiscussioN QUESTIONS

1. How can you let others know that you are finished talking?

2. How do you get out of a conversation if you have to leave?

3. Why is it important to let people know that you are finished
talking or that you have to leave?
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Using the same example as before, a nice way to end the conversa-
tion would be something like, “Well, next week I'll watch it more care-
fully. Maybe we can talk more about it then, OK?” Or if you have to
leave, “I really wish I could talk some more, but I've got some other
things I have to do. Maybe we can talk some more next week. See you
later.” In both these examples, the other people know that you enjoyed
the conversation and their company and that you would like to talk with
them again. This is important, because next week it will probably be
easier to get the conversation going. Also, when you left the conversa-
tion, you did so on friendly terms with the others. This is good because
they will probably want you to join them in the future.

RATIONALE FOR CHILDREN

Benefits. When you take part in conversations

A. you get to meet and learn about new people and even make new
friends.

B. you have the chance to tell others about things that you like.

C. you aren’t left out of what is going on.

D. you can learn about things that are interesting and important
that you didn’t know about.

Pitfalls. When you do not take part in conversations

A. you miss out on what is going on.

B. you don't get the chance to meet new and interesting people.

C. you lose the chance to share your thoughts and interests with
others.

D. you could end up being left out of other activities, such as par-
ties, games, and outings.

TRAINER’S ScRrIPT!

Now that you have seen the importance of being able to (1) start and
join a conversation, (2) keep it going, and (3) end or leave a conversation,
it would be good for you to practice these skills in different situations.
First, I'll show you a few more examples and then, afterwards, you can
practice being a good conversationalist on your own.

1 It would be important to point out to students that the passive and aggressive approaches, as
presented in previous modules, would probably not result in establishing a conversation. The
passive individual would avoid approaching a conversation and the aggressive individual would
probably not be responded to.
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JOINING, PARTICIPATING, AND LEAVING CONVERSATIONS

Situation 1. A group of people that you recognize from school are
standing in line at the theater. You would like to join them.

you: Hi, aren’t you guys from Highland school? My name is (name); I
thought I recognized you.

PERSON A: Yeah, I've seen you in the cafeteria. 'm (name), and this is
(name), and (name), and (name).

YOU: I'm really glad to run into you. I've been waiting for this movie for
weeks and I didn’t want to have to see it alone. Would you mind if I
joined you?

PERSON B: Oh, no problem. The more the merrier.

You: Have any of you seen this before?

OR
I hope it’s good; have any of you heard anything about it?

(Assertive)—These are assertive responses because

1. you waited for a pause and began by introducing yourself.

2. you might have made some new friends and were able to join
them for the movies.

you: Hey, I know you guys. Great, now I can watch the show with
someone else.

PERSON A: (Looks over to the other group members) Well, uh, . . .

PERSON B: Yeah, I guess its OK.

(Aggressive)}—This was aggressive because

1. you forced yourself on the others.

2. you're not sure that they really want your company.
3. you might have interfered with the groups plans.

Situation 2. There is a new girl in school that you would like to meet
and talk with.

vou: Hi, my name is (name). I noticed that you were new here and
thought you might need some help.

OTHER: My name is (name). It’s such a big school. I could use some help.

YOu: It’s not too bad. Have you been able to find all your classes?

OTHER: No, not yet; but I'm glad I met you. I was kind of worried about
making friends here.

YOU: I could meet you right here before lunch and I could introduce you
to some of my friends.

OTHER: That would be great, thanks!

you: OK. See you later.
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(Assertive)—These are assertive responses because
1. you helped to make someone else feel better.
2. you may have made a new friend.

PRACTICE SCRIPTS

Situation 1. You are shopping at the mall when you spot one of
your teachers walking out of a store. You want your parents to meet him
or her.

you: Excuse me, Mr. Smith. I saw you coming out of the store and I
wanted you to meet my parents.

TEACHER: Certainly (name), I'd love to meet them.

you: Dad, Mom, I'd like to meet Mr. Smith, my Phys. Ed. teacher. Mr.
Smith, these are my parents, Mr. and Mrs. (name).

TEACHER: How do you do? Your son/daughter is one of my better
students.

vyou: Oh, thanks Mr. Smith, but that’s because yours is one of my favor-
ite classes.

PARENT: My son/daughter talks a lot about the P.E. class.

TEACHER: That's nice to know.

you: Well, I don’t want to take up too much of your time. I'm glad my

parents could meet you.
TEACHER: I'm very glad to have met them.
You: See you back in school. Bye.

Situation 2. You are late for your club meeting. The group is talking
about next week’s picnic. You want to join in.

you: Excuse me, I'm sorry I'm late. I guess you're talking about the
picnic. Has anything been decided yet?

PERSON B: No, not yet. We really just started.

you: Oh, good. I was hoping I didn’t miss too much. Has anybody said
yet that the lake park would be a good place?

PERSON C: Not yet. So far, the city park and the beach have been
discussed.

you: Well, I think the lake park would be good because. . . .
Situation 3. You are at a party and don’t know anyone.

You: Hi, my name is (name). I feel kind of like a stranger. I don’t know
very many people here.
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PERSON B: I'm (name). Maybe I could introduce you to a few other
people.

you: I'd really like that. Do you know many of these people?

PERSON B: Some, but not everybody.

you: I guess there are a lot of people here. I really would appreciate
meeting a few more people.

Situation 4. You would like to end a conversation with someone.

you: Well, it was nice speaking with you, but I really have to go now.
OR
I really enjoyed speaking with you. I've got to go now. Maybe we
can meet again soon.
OR
Oh, I'm late for my class. I'd really like to finish speaking with you.
Can we get together later?
oTHER: OK, I'll see you later.
You: Thanks, Bye.

Situation 5. After listening to a concert with your friends, you want
to talk about it with them.

you: Did you people like the concert? What did you like about it?
OR
I thought the concert was great. How about you?
OR
You look like you didn’t like the concert. What didn’t you like?
OTHERS: Oh, I thought it was good. It was just too hot.
YOu: Yeah, I guess that didn’t bother me too much. I'm glad you came.

Situation 6. A classmate has made something in art class and you
would like to know how he or she did it.

vou: I really like the art project you made last week. Did it take long to
do?

cLassMATE: Oh, thanks. No, it really was pretty easy.

You: Where did you learn to do that? I don’t think we had that in art
class.

CLASSMATE: My art teacher from last year taught me. He did a lot of
things like that.

You: Do you think that maybe sometime you might be able to show me
how to do it?

CLASSMATE: Yeah, I'd like to. It's really easy.
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you: Great! Maybe next Monday in art class we could get together.

CLASSMATE: That sounds OK to me.

you: I'm looking forward to that. Well, I better go or I'll be late for math.
Thanks. See you later.

cLASSMATE: Take it easy.

SUGGESTED HOMEWORK ASSIGNMENTS

1. In the next few days, try to start at least one conversation with a
friend at school, with a new boy or girl at school, and with an
adult (parent, neighbor) at home. Pay attention to how to start
the conversation, how the conversation is kept going, and how it
is ended. Try to end at least one of these conversations.

2. Try to join in on a conversation that has already started. Pay
attention to what you said to join in, how you kept yourself
involved in the conversation, and how it ended.



MobutLE 10: EMPATHY

RATIONALE FOR TRAINER

When you relate a story or a personal experience to another person, you
would probably like to know whether that person understands what you are
saying. This is also true when you try to convey an emotion or a private experi-
ence. In these situations you can often tell whether your listener is aware of
what you are saying by observing his or her response to you.

Empathy is the ability to relate accurately and honestly to another person’s
feelings and emotions. In doing so, we are able to achieve a subjective under-
standing of what the other person is experiencing. By being empathic, we share
the emotions of another person—excitement, sadness, joy, exhiliration. We also
communicate to others that we are listening to what they are saying as well as
trying to feel what they are feeling. We are, in a sense, opening ourselves to
them, as they are to us.

The ability to be empathic is an asset. It conveys that you are understand-
ing, responsive, concerned, respectful, and trustworthy. Certainly, these at-
tributes would lend themselves to enhancing one’s social desirability. It almost
goes without saying that friendships, especially intimate friendships, are vir-
tually impossible without the element of empathic understanding.

For children, becoming empathic and learning how to communicate empa-
thy is a measure of their social maturation. Friendships can become more mean-
ingful; words like trust, feelings, and understanding take on real meaning; and—by
gaining empathy—one moves away from being a social isolate. The objective of
this module is, therefore, to teach young people how to communicate empathy
and, it is hoped, to gain greater insights into the meaning and importance of
empathy.

SAMPLE LECTURE ON EMPATHY

Today we are going to discuss empathy. Empathy is being able to
feel and understand what another person is feeling. For instance, if a
friend of yours is feeling sad and maybe even crying, do you feel sad? If a
classmate is laughing really hard about something, do you find that you
also tend to laugh or smile? If someone you know gets very excited about
good news, do you feel excited for him or her? If you answered yes to
any of these questions, then what you have felt is a form of empathy.
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Empathy really means understanding how a person is feeling or thinking
and letting them know that you can share those feelings (feel like they
do).

It is important to remember that for you to become “empathic,” you
need to learn how to feel for others. Learning empathy, like other skills
takes time and practice. For instance, you should already know what it
feels like to be sad, happy, lonely, excited, or even scared. You also
should know what kinds of situations can make you feel those ways. You
already know some of these things, which means that you probably have
the ability to share feelings and be empathic.

DiscussioN QUESTIONS

1. What kinds of things make people happy? Sad? Lonely? Excited?
Scared?

2. Can you describe each of these feelings?

3. Do you ever feel sad-happy-scared—excited when someone tells
you that type of story? Why?

Now that you know that you have some empathic ability, it’s impor-
tant to learn how to use it correctly. Usually, when you are empathic,
you try to help someone feel better by letting them know that you under-
stand or are trying to understand how they feel. For example, if a friend
tells you that he is very sad because he lost his dog, it might make him
feel a little better if you said something like, “I'm sorry to hear that; I
really liked Sparky too. That's really sad news.” By saying this, you are
telling your friend that you share his sadness and would like to offer
some comfort. In this situation, you are showing empathy. You honestly
feel bad for your friend and you want to help make him feel better.

However, you don’t have to have empathy just for sad or unhappy
situations; you can also share in someone’s happiness. For example,
pretend that your sister has just found out that she won first prize in an
art contest for a painting that she worked very hard on. She comes
running up to you after school and jumps up and down with joy. “Guess
what? I won the first prize! I'm so excited I can’t stop shaking!” You share
your sister’s excitement, “Wow, that’s great! Oh, I knew you’d win!
That's great!” You feel excited for your sister and your reaction has let
her know this. You probably helped to make her even happier.

1. Can anyone give me examples of other situations where empathy
is important?

2. In each of these cases, what does your being empathic tell the
person who is experiencing the emotion?
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3. Do you think that you can always be empathic, no matter what
the situation? Why? Why not?

There are several ways in which you can find out how other people
are feeling. First, it is important to listen to what others say when they
describe their feelings. This is probably the best way to understand how
they are feeling. Also, it helps to observe the other person carefully. You
can learn a lot from people’s facial expressions (smiling, looking sad,
etc.), their gestures, the way that they have their hands, arms, and
bodies, and the ways that they behave.

RATIONALE FOR CHILDREN

Benefits. Being able to share someone’s feelings

A. can help people feel better, like someone cares about them.
B. can make them happier because they can share their feelings
with you.

Sharing someone’s feelings or being empathic can

A. make you feel good knowing that you helped to make things
better.

B. help you understand other people better.

C. help you learn from another person’s experiences because you
feel what they are feeling.

D. make it easier to become close friends because you have shared
special feelings.

Pitfalls. If you are not empathic

people will not share their feelings and thoughts with you.

it is possible that others will be less willing to listen and try to
understand you.

it may be hard to develop close friendships.

you will not be able to share other people’s emotions and
feelings.

on wp

TRAINER'S SCRIPT: EMPATHY

I hope that you understand what empathy is and how important it is
to express to others. So that we can get a little more practice with it, I will
first give you a few more examples that we will do together. Later, you
will have a chance to practice being empathic on your own.
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Situation 1. Your father/mother has just announced to the family
that he/she is receiving a promotion and a raise. He/She is extremely
proud and happy.

PARENT: | wanted you all to be first to know that I got a raise and promo-
tion today. Isn’t that great news?

vou: That's fantastic! I'm glad; you deserve it!

PARENT: Thanks (name), but without such a great family, this wouldn’t
have happened.

you: We're all really proud and happy for you.

(Assertive)}—These are assertive responses because

1. you've let your parent know that you are interested in what he or
she said and felt.

2. you have let your parent know that you share in the good
feelings.

3. you have expressed an honest feeling and probably made your
parent even happier knowing that you understand.

PARENT: ] wanted you all to be the first to know that I got a raise and
promotion. Isn’t that great?
you: Hum.
OR
Oh.
PARENT: Well, you all helped make this possible!
You: Not really.
OR
Oh, ¢’mon.

(Passive)—These are passive responses because

1. by not sharing in the positive experience, you take away some of
the excitement of the occasion.

2. you have expressed that you really don't care.

PARENT: I wanted you to be the first to know that I got a raise and
promotion today. Isn’t that great?

You: So what took you so long?

PARENT: Well, you all helped make this possible!

YOU: Yeah, it it weren’t for us you would still be waiting for a raise.

(Aggressive)—These are aggressive responses because
1. you have probably made your parent angry.

2. you have made a happy occasion less so.

3. you acted like you were selfish and self-centered.
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Situation 2. Your brother’s best friend moved away today. You
know he’s feeling pretty sad. You go up to him.

you: I'm really sorry you feel so bad, Tom. We all liked Bill a lot, it’s sad
to see him go away.

BROTHER: He was my best friend, you know.

You: I know. Maybe you can write or call him once in a while.

BROTHER: Yeah, I guess so.

you: I hope you feel better soon. Maybe we can do something later, OK?

(Assertive)—These are assertive responses because
1. you have helped your brother feel a little bit better.
2. he probably appreciated your feelings.

You: I heard Bill left.
BROTHER: He was my best friend, you know.
‘You: Yeah.

(Passive)—This is a passive response because
1. you didn’t really help your brother to feel any different.
2. he probably thinks that you don’t care about his feelings.

you: Oh, come on! Cheer up. This isn’t the end of the world.
BROTHER: He was my best friend, you know.

You: So what. You've got lots of friends.

BROTHER: Not like Bill. |

(Aggressive)—This is an aggressive response because

1. you weren’t very helpful.

2. you might have made your brother feel worse, or even mad at
you.

PRACTICE ScrripTs

Situation 1. You see a young child crying outside of a store. You
want to help.

YOu: Oh, what's the matter? Why are you crying?

OTHER: I can’t find my uncle. I'm only visiting and I'm lost.

YOu: You must be frightened. It's scary to be lost. Maybe we can find
him. I'll help you look for him.

OTHER: Thank you.
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Situation 2. Your dad is sitting alone at the kitchen table and look-
ing a little sad.

You: What's the matter, Dad? Did something happen?

PARENT: Not really. Some things just aren’t going right.

vou: I really hate to see you feel this way. Is there anything I can do to
cheer you up a little?

PARENT: Sure. Why don’t we go out for a walk? That would be nice.

Situation 3. Your teacher just found out that she won the annual
teaching award.

vYou: Congratulations, Ms. Taylor! I heard the good news at lunch today.

TEACHER: Thanks, that’s very nice of you.

you: Well, I know all the kids are really excited and proud of you, and so
am I. You must be really happy.

Situation 4. You have noticed that for the last few weeks one of
your friends has not been acting like himself. You are a little worried.

you: How are you doing (name)? Is something wrong? You haven’t been

yourself lately.

FRIEND: | haven’t been feeling too well. I went to see the doctor and he
said I'll have to go the hospital for some tests.

You: Oh, gee, I'm sorry to hear that. I guess you're probably a little
worried. Do you know how long you’ll be there?

FRIEND: Probably not too long.

You: Can I help somehow? I feel bad that I didn’t say something earlier.

FRIEND: Thanks, you already made me feel a little better. I didn’t think
anybody cared.

Situation 5. You are talking with some friends about the monster
movie you just saw. One of your friends says:

FRIEND: Boy, I sure got scared when that hand came up.

You: Yeah, I know what you mean, it made me jump, too.

FRIEND: | really had trouble keeping my eyes open.

you: Oh yeah! In fact, I missed the next scene because mine were closed.

Situation 6. A classmate loses the election for class president and
feels kind of bad.

You: Too bad that you didn’t win today; I thought you would.
cLASSMATE: So did I. I wonder what went wrong?
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vou: Try not to feel too bad. It's always hard to lose. Ilost a class election
last year and took it pretty bad.

CLASSMATE: Really? What happened?

YOU: Actually, I got over it pretty quickly.

cLassMATE: Well, that’s good. That makes me feel a little better.

Situation 7. One of the kids in your class comes in smiling and very
happy about something that happened in gym.

you: You look happy. What happened?
OTHER: I was picked for the all-star team.
you: That’s great! You must really be excited.
OTHER: I am. I can’t wait until practice starts.

SUGGESTED HOMEWORK ASSIGNMENTS

Newspapers have lots of stories about people who are experiencing
all kinds of emotions (feelings). Find one example of a sad story, a happy
story, and a story where someone gets exciting news. Pretend you know
the person and try to figure out a way to empathize with his or her
feelings. Write down what you would say. What effect do you think you
might have had on the other person?
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RATIONALE FOR TRAINER

An important part of being a skilled communicator is being able to use
nonverbal signals to illustrate or emphasize what is being said. When verbal
components and nonverbal cues are congruent, communication will be op-
timally clear.

Nonverbal cues help to provide feedback and information exchange be-
tween people in addition to conveying the affect and intensity of the verbal
message. Researchers have found that nonverbal communication plays an
important role in guiding interactions and in defining relationships among peo-
ple. It also signals changes in speaker-listener roles. Thus, it is easy to under-
stand how deficient nonverbal skills can affect not only the content of what is
said but also the flow of conversation.

Generally, the nonverbal component of the communication should support
the verbal component. Inconsistencies between the two modes are likely to
result in misunderstandings, ineffective communication, double messages, and
discomfort on the part of those interacting. In addition to learning the important
nonverbal cues and gestures, it is necessary to recognize the interrelationship
between nonverbal and verbal communication. For children, as with adults, skill
in the use of nonverbal communication is essential. The youngster who has
developed this aspect of his or her social skills will be a more effective
communicator.

Note: This module can be accompanied by “charades.” Cards are made up
with situations involving expression of feeling and requiring use of nonverbal
gestures (e.g., “You are happy to see your friend when he returns from vaca-
tion””), which children can then act out. You might also suggest that children
describe a movie they’ve seen recently and comment on nonverbal gestures of
both speaker and listener.

SAMPLE LECTURE ON NONVERBAL SKILLS

Today, we are going to talk about something that we all use and see
other people using when they are speaking—nonverbal communication
or talking without words. Let me show you what I mean. Imagine that a
friend of yours is walking toward you while you are out playing or
shopping. As your friend gets closer to you, you smile, wave, and say
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“Hi.” However, your friend just looks up at you and says “Hi” without
any expression on his or her face. How would you feel? Well, your friend
has said as much as you, but you probably communicated more. What is
missing from your friend’s communication?

The things that you have noticed as missing or wrong are what we
call nonverbal signals. Almost every time we speak with other people,
we are constantly giving and receiving nonverbal signals. When you
smile, frown, look surprised, look sad, look angry, wave, and make lots
of other expressions and gestures, you are communicating without
words. By doing these things, you make it easier for other people to
understand exactly what you mean. For instance, if you told somebody,
“I'm mad!” and you only looked a little mad, that person might not be as
impressed as if you really looked angry. If you were to tell a friend that
his joke was funny but had no smile on your face, your friend might have
trouble believing you.

DiscussioN QUESTIONS

1. Can you give me other examples of nonverbal signals?

2. Does nonverbal communication help to get a point or message
across?

3. How does it help to get the message across?

4. What would happen if you did not use nonverbal signals when
you had something to say?

There are many different types of nonverbal signals, and all of them
are important. However, because some of these signals are used more
than others, there are about five signals that are really good to know
about. They are eye contact, facial gestures, hand and arm gestures, posture,
and the distance that you stand or sit from the other person. Let me give you
an example of each of these. When we talk about eye contact, we mean
looking at the other person when we are speaking with them. Facial
gestures refer to expressions that you make with your face. When you
smile, you are making a facial gesture. By hand and arm gestures, we
mean things you say with your hands and arms. For instance, when you
wave “Hi” or “Bye” to another person, you are using a hand and arm
gesture.

Your posture is also a form of nonverbal communication because
you can give different messages just by the way you are standing or
sitting. For instance, if you are talking to someone and she is slouched in
her chair looking at the floor, she is sending you a message like “I'm
bored”” or “I'm tired.” The last type of nonverbal signal that we will talk
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about is what is called “proximity,” or how close or how far you are from
another person. Even though we may not be aware of it, we use this
signal a lot. For example, if you were talking to a friend and he backed
away from you slowly, wouldn’t you think he was trying to tell you
something?

DiscussioN QUESTIONS

1. How many different examples can you give me of each of the
following:
Eye contact
Facial gestures
Head and arm gestures
Posture
Proximity (how close or far
you are from the other person)
2. What does each mean?
3. For some of the examples that you have given, can you explain
how or why they are important?

As you probably realize, it is common to use several different non-
verbal signals at the same time. By doing this, you can make what you
are saying even more understandable. However, it is very important to
remember that when you use any of these signals, they should match
what it is that you are trying to say. When this does not happen, not only
will people have a harder time understanding what it is that you are
saying but they may also think that you are confused. So, just as it is
important to think carefully about what you are saying, it is also very
important to think of how you are going to say it nonverbally. If the two
fit, you've done a good job; if they don’t match, your communication
may not be clear.

RATIONALE FOR CHILDREN
Benefits. Using nonverbal communication the right way

A. can help make what you are saying easier to understand.

B. can make what you are saying more enjoyable or interesting to
listen to.

C. can make it easier to express difficult ideas or feelings.

D. helps people to know when it is their turn to speak and when the
conversation is over.
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Pitfalls. By not using nonverbal communications or using them
incorrectly

you'll find it difficult to get your message across.

it might be harder for you to keep people’s interest in what you
are saying.

your conversations can seem awkward and make you feel
uncomfortable.

you could give others the wrong impression or message.

you make it easier for others to misunderstand you.

mg o wp

TRAINER’S SCRIPT

I'm going to show you some examples of how people use nonverbal
signals. When I finish, you will practice some on your own.

The following examples contrast the appropriate use of nonverbal
signals with inappropriate and poor use of nonverbal signals. The
ridiculousness of some of the examples shows the importance of proper
usage.

Situation 1. You are extremely happy about receiving a gift from
your parents that you've wanted for a long time.

You: (with appropriate nonverbal signals: smiles, eye contact) Thanks,
Mom and Dad. This is really great! It's just what I wanted.

PARENT: Well, you really deserved it.

you: Thanks again.

(Appropriate)}—This is an appropriate use of nonverbal communica-
tion because
1. you are correctly expressing that you are happy (i.e., smiling, eye
contact).

You: (with no nonverbal signals: deadpan expression and flat affect)
Thanks, Mom and Dad. This is really great. It's just what I wanted.

PARENT: Well, you certainly don’t look too excited.

you: I am.

(Unclear}—The communication is unclear because
1. what you are saying is not the same as your nonverbal message.
2. it makes you look like you're faking it.
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vou: (with the opposite nonverbal signal: frown, shoulders down, no eye
contact) Thanks, Mom and Dad. This is really great. It's just what I
wanted.

PARENT: What's the matter? Aren’t you feeling well?

you: No, I feel just fine.

(Inappropriate)—This is an inappropriate use of nonverbal commu-
nication because

1. it appears that you are being forced to say this.

2. you are acting like you might not really mean it.

Situation 2. You are excited about a big exotic fish that you saw at
the aquarium. You are telling your friends about it.

you: (with appropriate nonverbal signals: smiles, eye contact, hand ges-
tures, close proximity) Boy, it was big! It was as big as a horse.
FRIEND: Wow! That was big.

(Appropriate)—This is an appropriate nonverbal response because
1. your hand gestures express the “bigness” of the fish.
2. you appear to be excited.

you: (with no nonverbal signals: expressionless, no vocal intonation)
Boy, was it big. It looked like the size of a truck.
FRIEND: How big?
you: Really big.
(Unclear)—This is unclear because
1. your gestures didn’t match what you are saying.
2. you are not acting excited about the size of the fish.

you: (With the wrong nonverbal signals: frown, looking away, no ges-
tures) Boy it was big. It looked like the size of a truck.
FRIEND: What? How big?
You: You know, about this big.
FRIEND: What are you talking about?
(Inappropriate)—This is an inappropriate response because
1. you gave your friend the impression that you really don’t know
what “big” is.
2. your friends won’t believe you because what you're saying
doesn’t match your hand gestures.

PRACTICE SCRIPTS

Note: Students should be encouraged to concentrate on developing
their own nonverbal routines to accompany the practice scripts. Some
guidelines for appropriate nonverbal behaviors are provided.
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Situation 1. A friend of yours was in the hospital for a little while.
Now she is back in class. You walk over to your friend and stand next to
her. You are glad that she is back in school. You look at her and smile.

you: Welcome back! Are you feeling OK now?

FRIEND: Oh, sure. What's been going on?

vou: Well, we all really missed you. Not too much has happened.
FRIEND: It’s good to be back.

Situation 2. You just heard some sad news about one of your class-
mates. You want to say something to him. You walk over to your class-
mate and stand by him. As you speak, you look into his eyes. Your facial
expression is a serious and concerned.

you: I'm really sorry about what happened, (name). Is there anything I
can do to help?

cLASSMATE: Thanks. Things will get better soon.

you: Well, if you want someone to talk to, give me a call, OK?

CLASSMATE: Yeah. Thanks.

Situation 3. You have just run into a friend whom you haven’t seen
in a while. Facing your friend, you have a surprised though happy look
on your face. (Suggested nonverbal behaviors: surprised look, smiling,
eye contact, and body turned toward other.)

vYou: Hey (name), how have you been? It’s great to see you again.
FRIEND: Yeah! How have you been doing?
you: Pretty good! Wow, I'm really surprised to see you!

Situation 4. You are telling some friends about a roller coaster ride
that you were just on. While talking to your friends, you have an excited
look on your face. You are smiling and using hand gestures to show what
the ride was like. (Suggested nonverbal behaviors: eye contact, smiling,
hand gestures.)

You: It started by going up this really steep climb, and then you got to
the top, you could see the whole park.

FRIEND: How fast were you going?

You: It was slow then. But when we went over the top, we just shot right
down the track. I had to grab on to the rail.

FRIEND: Wow! That sounds like fun!

Situation 5. Somebody asks you for directions to the gas station. In
explaining the directions, you are using hand gestures to show right and
left turns, etc. (Suggested nonverbal behaviors: eye contact, hand
gestures.)
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You: Let me see. Go straight down this road until you get to an intersec-
tion. There are two churches there. Take a left turn and stay on the
road for three blocks. The station will be on your right.

OTHER: Thanks.

Situation 6. You are describing a scary scene from a movie that you
saw. You have a scared look on your face and your voice is low, almost at
a whisper. You are using your hands and body movements to show what
happened. (Suggested nonverbal behaviors: a scared look, gestures,
voice intonation.)

You: They opened the door and the room was completely dark inside. It
was really spooky. They walked into the room and, all of a sudden, the
door slammed behind them.

OTHER: Then what?

you: Then the guy said, “Shhhh, did you hear that?”

Situation 7. Somebody has unfairly accused you of cheating on a
test. You are directly facing the other person and looking into his eyes.
You have an angry expression on your face.

you: That's not true! I didn’t cheat! I never would.

OTHER: But I saw you.

you: What exactly did you see? I think you're making this up.
OTHER: Why should I do that?

vou: I don’t know, but I'm getting a little angry?

Situation 8. You are buying gift wrap and are describing how much
paper you will need. You use hand gestures to show the size of the box.
(Suggested nonverbal behaviors: eye contact, hand gestures.)

you: I need enough paper for a box about this long and this wide.
Situation 9. You see an interesting insect and are calling your

friends over. (Suggested nonverbal behaviors: eye contact, hand
gestures.)

You: Hey! Come over here and look at this!
Situation 10. Your teacher has just told you that you won a class art

contest. You have an excited and happy expression on your face. (Sug-
gested nonverbal behaviors: excited facial expression, eye contact.)

vyou: That's fantastic!
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SUGGESTED HOMEWORK ASSIGNMENTS

. Watch a television show at home with the sound turned off.

Write down what you think is being said based on the nonverbal
signals you are observing.

. Observe other students at school and people at home and write

down the ways that they are communicating nonverbally.

. Observe two people who are talking with each other. Write down

the different nonverbal behaviors they use to let each other know
that they are listening and paying attention.

. Find pictures in magazines and newspapers of people who are

letting each other know how they feel about the other using
nonverbal communication. What are they trying to communicate?
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RATIONALE FOR TRAINER

Status differences generally involve the hierarchial structures that develop
within groups, assigning higher levels of prestige to certain individuals or sub-
groups than to others. These status differences are derived from such variables
as the degree to which an individual is held in esteem or affection, an indi-
vidual’'s authority and power within a group, and the individual’s age.

Status difference interactions play an important role in our everyday com-
munications. When we ask a boss for a raise, interview for a job, or even speak
to a store (restaurant) manager, we are engaging in a status difference interac-
tion. In all of these examples, the way that we would approach the other person
is somewhat different from the way we would address a peer. Whether it be out
of respect for a person and his or her position or because of established protocol,
the need often arises to adjust what is being said as well as how it is said to fit the
status of the person being addressed.

Typically, adults encounter other adults in a variety of social interactions,
often limiting status difference relationships to their job. For children, however,
interactions with adults are not only frequent but they usually require respect
because of status difference. These child—adult interactions include encounters
with parents, teachers, neighbors, counselors, relatives, and other adults. Com-
munications with parents are probably the most frequent and of greatest conse-
quence initially; thus they serve as the vehicle for developing skills in status
difference interactions. In fact, researchers have concluded that children tend to
generalize the status difference relationship from their parents to other adults.
The child’s development of this skill can contribute to the ease and success with
which he or she relates to the adult world.

SAMPLE LECTURE ON STATUS DIFFERENCE INTERACTIONS

Today we are going to talk about status difference interactions. By
this we mean how you talk to people whose status is different from
yours, like your parents, your teachers, and other adults. As I'm sure
you realize, you don't talk to adults in the same way that you talk to
other children. Chances are that if you were angry at your mom or dad,
you wouldn’t say the same thing as you would to one of your classmates.
If you did, you would probably get into trouble.
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What makes talking to adults different from talking to your friends
and classmates is that they are in charge or in a position of authority; they
are in control of things. Because of this, we are expected to treat them
with respect. For example, if adults do or say something that you are not
happy with, you shouldn’t jump up and down and scream or say that
you are going to tell on them. That would be pretty silly! However, there
are ways that you can tell an adult that you are upset with him or her that
are appropriate and effective. In some ways, this section is similar to that
on standing up for your rights. Here, however, you are dealing with
adults.

DiscussioN QUESTIONS

1. Can anyone tell me what is meant by “status difference”
interactions

2. How many different examples can you give of people who have a
status different from yours? Why is their status different?

3. Would you interact differently with these people than with your
friends?

It's easy to see that learning how to speak with adults in a way that is
socially appropriate can be beneficial. It will help you to get along better
with adults and make it easier for them to speak with you and under-
stand you. Later on, when it is time to get a job or even if you just want a
job for the summer, it will probably help if you know how to talk with
your employer. Can you imagine what might happen if you asked a store
manager for a job in the same way that you asked your best friend for a
favor? You would probably end up not getting the job. It is important to
remember that if you treat adults with respect, they will be more likely to
treat you with more respect. But just like with requesting favors, people
will not always do as you ask them, even if you treat them respectfully. If
this is the case, think again about what you are doing. Then, if you still
think that it is important, try again.

RATIONALE FOR CHILDREN

Benefits. By being skillful in status difference interactions

A. you can get along better with adults (i.e., your parents and your
teachers).

B. you have a better chance at getting jobs or requesting favors from
adults.

C. you will be treated in a more grown-up way.
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D. adults will pay more attention to you.
E. you might find it easier to get along with older kids.

Pitfalls. By not having skill in status difference interactions

you may have trouble communicating with adults (i.e., your
parents and teachers).

you may find that adults will be less willing to listen to you.
you may become embarrassed in speaking with adults.

you may have trouble getting a job.

older children (i.e., your brothers or sisters or your neighbors)
may not want you to hang around.

MON® »

TRAINER'S SCRIPT

Situation 1. Your parents don’t want you to go to a party at your
friend’s house. They want you to take care of your younger broth-
er/sister. You want to go to the party.

PARENT: You know that I wanted you to stay home tonight. You have to
baby-sit this evening.

you: Oh gee, I've been waiting for that party for a long time. I don’t mind
baby-sitting, but this party is special.

PARENT: Well, we've had plans for some time now. I'm sorry but we have
no choice.

you: All right then. It’s too bad, but there will be other parties.

PARENT: Next time, we’ll make sure you can go, OK?

(Assertive)—This is an assertive response because
1. you have expressed your point of view.
2. you were courteous and respectful.

PARENT: You know that I wanted you to stay home tonight. You have to
baby-sit this evening.

you: Oh gee.

PARENT: I'm sorry, but we’ve already made plans, so stop fussing.

(Passive)—This is a passive response because
1. you didn’t let your parents know your reasons.
2. you acted like a ““complainer.”

PARENT: You know that I wanted you to stay home tonight. You have to
baby-sit this evening.
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you: What? Again? Why don’t you hire a baby-sitter?!
PARENT: Don'’t raise your voice to me! Stop talking back!

(Aggressive)—This is an aggressive response because
1. by being rude, you have made your parents angry.
2. you hurt your chances to go to the party.

3. you didn’t say why you didn’t want to baby-sit.

Situation 2. Your uncle has been playfully teasing you, but you
don’t like it very much. You want to let him know that this bothers you.

you: Excuse me, Uncle Harry, I know you're just kidding, but that em-
barrasses me and bothers me a little.

UNCLE: I'm sorry, I didn’t think it bothered you.

you: I know that; that’s why I knew I could tell you.

(Assertive)—This is an assertive response because

1. you have made it clear that you are unhappy but have done so in
a courteous and respectful manner.

2. your uncle will probably stop teasing you.

you: (You just let your uncle continue until you get so upset you go to
your room. Your uncle never realizes that something is wrong.)

(Passive)—This is a passive response because
1. you didn’t explain your feelings.
2. your uncle probably thinks that you are being rude.

you: Would you stop teasing me! It's not nice to do that.
UNCLE: Well, you don’t have to be rude about it!

vou: Just the same, I don’t like it.

UNCLE: | think you had better learn some manners!

(Aggressive)—This is an aggressive response because
1. your disrespect and rudeness may have hurt your uncle or made

him angry.
2. you have probably made things worse for yourself.

PRACTICE SCRIPTS

Situation 1. Your teacher compliments you on the high score that
you got on test.

TEACHER: You did a very nice job on the test (name).
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you: Thank you. I studied very hard for it.
TEACHER: Well, your hard work shows. Keep up the good work.
you: Thank you. I'll try.

Situation 2. You are on the school dance committee and have to ask
your principal for permission to use the gym for the dance.

vYou: Excuse me, sir. I am a member of the dance committee and would
like to know if we can get your permission to use the gym.

PRINCIPAL: I'll be able to give you an answer if you write down all the
information that I need.

you: OK, I'll get the rest of the committee to help me write out our plans.

Situation 3. You don’t understand a math problem that your teach-
er has been discussing. You want to ask for some help.

vyou: Excuse me, Mr. White, but I had some trouble understanding that
last problem. Could you explain it again, please?

TEACHER: Sure. What was it that you had trouble with?

you: Well, if you could start from the beginning, that would help.

Situation 4. Your mother has scolded you for breaking a glass and
you feel it wasn’t your fault. You want to say something.

YOU: Mom, I don’t mean to talk back to you, but I don’t feel that I should
have been scolded. I didn’t even know that the glass was broken.
PARENT: I'm sorry, I thought that you were trying to keep it a secret.

you: No, I really didn’t know.

Situation 5. Your father has prepared one of your favorite dishes for
dinner and you want to let him know that you appreciate it.

vyou: Thanks, Dad. I know you know that this is my favorite dish.
PARENT: Well, you deserved it; you've been working hard.
You: You really didn’t have to do this, though. Thanks.

Situation 6. You disagree with your teacher on a question that she
marked wrong on your test. You want to explain your side.

you: Excuse me, Ms. Jones, but I think that one of the problems you
marked wrong is right. I think my answer is right.

TEACHER: Let’s see. I really don’t think so. You might have misun-
derstood the question.
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you: I'll read it again. I thought that I had the right answer, but I could be
wrong.
TEACHER: Check it first, then we can discuss it later.

Situation 7. Your friends are all getting allowances, and you feel
that it is time to ask your parents for one.

you: Dad, do you think I could earn an allowance for doing chores
around the house?

PARENT: What do you have in mind?

you: | thought I could do some extra work on the lawn and in the garage.

PARENT: OK, let’s see what we can afford for an allowance.

you: That’s great! Thanks!

Situation 8. There is a special dance coming up soon and you want
to buy some new clothes, but you don’t have enough money. You want
to ask your parents to help you out.

You: Mom, do you think you could let me borrow some money so I can
get some new clothes for the dance? I would really appreciate your
help.

PARENT: Do you really need something new? You have so many things to
wear.

vyou: I know, but this is a special dance.

PARENT: Well, OK, I think that something could be worked out.

vou: Great! Thanks.

Situation 9. You would like to get a weekend job at the local grocery
store to earn a little spending money. You ask to speak to the store
manager.

You: Excuse me, Mr. Smith, but are there any jobs available on week-
ends? I would like to work part time so I can earn some money.

MANAGER: We don't really have any jobs right now, but if you give me
your name and phone number, we’ll call you when we have an
opening.

you: That sounds good, thanks.

Situation 10. An adult neighbor is also the coach of a Little League
team and you would like some pointers on your pitching.

yOou: Mr. Jones, since you know a lot about baseball, do you think that
you could show me how to pitch a curve ball?
coacH: Sure. How about this weekend?
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you: Thanks. I'll bring my mitt and ball.

SUGGESTED HOMEWORK ASSIGNMENTS

1. Write down three examples of status difference interactions that
you have observed or participated in. Include one example from
your home, one example from school, and one from your neigh-
borhood (or shopping, etc.).

2. Write down one example of a status difference interaction in
which somebody behaved inappropriately. What did he or she do
wrong? How could he or she have done better?
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RATIONALE FOR TRAINER

By the time most people reach adulthood, they are not as likely to feel
trepidation, anxiety, and awkwardness in sex difference interactions as they did
during their childhood and adolescence. As adults, we have greater skill and
confidence in the area of mixed-sex social interaction. However, this is not true
of all adults, nor do all adults have the same level of skills. Researchers have
shown that a lack of social skills in mixed sex interactions can be a major factor
contributing to social anxiety in adults. Fortunately, treatment programs de-
signed to teach these skills have helped to reduce anxiety and incompetence in
heterosexual social encounters.

Although the importance of mixed sex interaction does not become fully
evident until adolescence, it is generally believed that the psychosocial ground-
work for these skills begins to develop at a much earlier age. Whereas sex role
development begins early in childhood and progresses through adolescence, it
is during the preadolescent years that both physical and behavioral manifesta-
tions of sexuality become most apparent. Thus, the development of skills in sex
difference interactions between youngsters can serve as an important aid in
heterosocial development.

The purpose of this module is to develop skills in the area of heterosocial
interaction. These skills will help to prepare the youngster to expand the scope
of his or her peer interactions. Thus, the focus is on mixed-sex interactions
concerning interpersonal communication.

SAMPLE LECTURE ON SEx DIFFERENCES INTERACTIONS

Today, we are going to talk about one type of peer interaction, which
means talking with and hanging around with others your age, like your
classmates and friends. Girls are usually comfortable talking to and being
with other girls and boys are usually comfortable with boys, but girls and
boys can learn to be just as comfortable with each other. So, when we
talk about peer interaction we are also talking about boys speaking with
girls and girls speaking with boys.
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DiscussioN QUESTIONS

1. Does anyone know why it seems more comfortable for a boy to
talk to a boy or a girl with a girl?

2. (Boys) What stops you from speaking more with girls?

3. (Girls) What stops you from speaking more with boys?

4. What kinds of things can you talk about?

Today, we will try to help everybody here become better friends
with everyone else, both boys and girls. We will also try to get rid of
some of the things that can get in the way of these friendships. Everyone
can learn and share things with everyone else, and it shouldn’t matter
whether we're talking about boys or girls, men or women. But some-
times we just don’t know how to talk to another boy or girl. For example,
Mary needs to borrow a pen because hers ran out of ink. There are no
other girls sitting close by, and she can’t get out of her seat during class.
Mary doesn’t want to ask the boy next to her because she is shy. What
should she do?

DiscussioN QUESTIONS

Why do you think that Mary is so shy?

Would she be as shy if a girl were sitting next to her?

Is it hard for girls in your class to talk to boys or boys to girls?
Can you give me another example in which a boy has the problem
speaking?

What kinds of problems could not speaking to boys and girls
cause?

L
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RATIONALE FOR CHILDREN

Benefits. By having skills in talking to or playing with both boys and
girls
A. you can feel more comfortable speaking with boys or girls.

B. you can get to know more people and make more friends.
C. other people will feel more comfortable talking to you.

Pitfalls. By not having skills in sex difference interactions

A. you may have trouble meeting and making new male and female
friends.

B. (For boys) you might have trouble talking with girls socially.

C. (For girls) you might have trouble talking with boys socially.
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D. you may have trouble or feel awkward speaking with the boys
and girls in your class.

TRAINER’S SCRIPTZ

You see, things would be a lot easier and you might even have more
friends if you didn’t let things like this bother you. Everyone is a little shy
at first, but you can have more fun and be much more comfortable once
you get over this. Let me give you a few more examples of problems and
situations in which it would be good to know how to talk with people of
the opposite sex. Afterward, you can practice some on your own.

Situation 1. There’s a new kid in school and you notice that he or
she is kind of confused about classroom numbers.

vyou: Hi, my name is (name). I guess that when you're new it’s easy to
get confused and lost.

OTHER: Yeah, this sure is a big school. My name is (name).

vou: Well, it's pretty easy to get to know your way around. What's your
homeroom number? I'll show you where to go.

OTHER: Gee, thanks, that’ll help a lot.

(Assertive)—This is an assertive response because
1. you have helped someone out of a problem.
2. you might have made a new friend.

you: I guess you're kind of lost, huh?
OTHER: Yeah, this is a pretty big school.
You: Oh. Well, see you around.

oTHER: OK.
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