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ABSTRACT
ALICIA AMANDA BROPHY. Effects of a social skill instruction progmraon the social
skill acquisition of african american high school students with mildiécteal
disabilities and challenging behaviors. (Under direction of DR. YA-YU LO)

Disproportionality and the poor post-school outcomes for African American
youth with disabilities have been ongoing issues in special education. Limited
opportunities to engage in social interactions may exacerbate these poahpost-s
outcomes for African American students with mild intellectual disalslaied
challenging behaviors. African American students per population conbistecgive
more office referrals, out-of-school suspensions, and expulsions than other students.
Effective interventions that can offset social skill deficits or aggre$&haviors of
African American students are important.

One way to increase the social competence of African American youth with
aggression who frequently display social skill deficits may be socialis&ituction with
anger management. By increasing students’ social competence iaciagté students’
success within the school environment and enhance their post-school outcomes. A
difficulty researchers have experienced is in getting socke@\bers taught to generalize
to more than one place and maintain over time. A way to facilitate the geatoaliaf
social skills may be to employ multiple exemplar training (i.e., traiaorgss different
settings, varied role-play scenarios, training by different people).

Research supports the idea that parent collaboration may help facilitetstu
learning of social skills and increase the likelihood of generalization of tkidlsérem
the instructional small group to the classroom setting. Furthermore, wherspame

informed that social skills are being taught at schools, they are mosetbkglompt



their child to practice these skills and reinforce skill demonstration in the home
environment.

Culturally relevant social skill instruction is rare in the literaturepideshe
inherent need for this type of instruction for African American learners. tArailly
responsive, social skill instruction program can serve as a way to promote the overall
social competence of this population of students. This study examined the effects of a
small group, culturally responsive social skill instruction program, incorporpérental
involvement, on increasing the prosocial behaviors of three African Ameridan hig
school students with mild intellectual disabilities and challenging behaunoasidition,
the function of participants’ social behavior was examined and incorporated into
instruction.

Using a multiple probe across skill sets design, data on participants’ soltial ski
acquisition were collected in both the school and home settings. Results indicated that
participants were able to increase appropriate usage of targeted sdsiawskilg role-
play situations with their peers and family members. In addition, anecdtdaddzgest
that participants were able to use targeted social skills in naturallyrioccaggression
inducing environments. Results are discussed relative to the importance oflgultural
responsive social skill instruction for African American high school studetitsmvid
intellectual disabilities incorporating parental involvement and a fundtpmmapective.

Recommendations for future research and implications for practice areldisssed.
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CHAPTER 1: INTRODUCTION

Segregation of African American students continues to exist in the school
environment, despite almost 60 years siBo@vn v. Board of Educatiof1954).
Nowhere in education is this segregation more evident than in special education.
Disproportionate representation of African American students in intedledtsabilities
persists despite the use of current strategies such as Response to lotearghti
Functional Behavioral Assessments. Unfortunately, identification in iotede
disabilities for African American students frequently leads to geded placements and
fewer opportunities for social and educational interactions with their detkreation
peers. The limited opportunities to engage in social interactions may exaqawbat
post-school outcomes for African American youth with mild intellectual disabiand
challenging behaviors. This dissertation seeks to explore the effessveha small
group, culturally responsive, social skill instruction program incorporatirenpr
involvement to increase the prosocial behaviors of African American studehtsim
intellectual disabilities and challenging behaviors who receive spelktiehgon in a
segregated placement.

Statement of the Problem

Post-school outcomes for youth with mild intellectual disabilifedemand for

schools to improve the outcomes for youth with disabilities upon leaving high school has

resulted from recent legislative policies and research initiatives (thdilg with



Disabilities Education Act of 2004; Johnson, Stodden, Emanuel, Luecking, & Mack,
2002). Specifically, schools were challenged by the President’'s Cormmdssi
Excellence in Special Education (2002) to make sure that students with disabditee
sufficient skills and supports necessary to lead successful adult lives. Royoudm

with mild intellectual disabilities, deficiency in the ability to eggan acceptable peer
interactions could hinder both their academic and social success more so than their
nondisabled peers. For example, research indicates that youth with in&ltesabilities
have lower grades, experience academic underachievement, have more abggreres, hi
course failure, higher suspension/expulsion rates, and are more likely to bedethen
compared to students without disabilities (e.g., Blackorby & Wagner, 1996; &ullis
Cheney, 1999; Greenbaum et al., 1996; Kortering & Blackorby, 1992; Sutherland &
Singh, 2004; Wagner, 1995). Additionally, students with intellectual disabiliitas w
behavioral challenges are more likely to drop out of school and are moretdikedy
involved in the criminal justice system (Wagner, Newman, Cameto, Leviney&aGa
2006). Post-school outcomes for these students with disabilities are poor.

Poor educational outcomes for African American youth with disabiliiesong
students with mild intellectual disabilities who are susceptible to pooispbetl
outcomes, African American students are frequently ill prepared to engageopraguer
social interactions with their peers within the school setting. An increasimdéper of
children entering school do not have appropriate social and academic competencies
required for success in school environments, putting them at risk for developing
difficulties later on in their schooling (Lane et al., 2003). African Amergtadents

represent one of these at-risk student populations. For example, urban Africanafimeric



students from low socioeconomic backgrounds are found to be more likely to
demonstrate socioemotional difficulties when compared to their more afflaect§lan
counterparts (Bolger, Patterson, Thompson, & Kupersmidt, 1995; Duncan, Brooks-Gunn,
& Klebanoz, 1994; Mendez, Fantuzzo, & Cicchetti, 2002; Stormont, 2002). These
students also experience poorer educational and developmental outcomes. lini¢act, A
American students with intellectual disabilities by population have a higgeéhbod of
encountering poor post-school outcomes than their Caucasian peers (NatioaatiRese
Council, 2002; Wagner & Cameto, 2004).

Additionally, African American students are overrepresented in speciatsaiyc
receive more discipline referrals, and are educated in more rgstptdicements than
peers of other ethnicities (Coutinho, Oswald, & Best, 2002; Gay, 2000; National
Research Council, 2002; Skiba, Michael, Nardo, & Peterson, 2002; Skiba, Polini-
Staudinger, Gallini, Simmons, & Feggins-Azziz, 2006). For example, Africarridame
students with behavioral disabilities are 1.2 times and African Ameriadergs with
intellectual disabilities are 1.5 times more likely to be served in sel&icmau
placements than their Caucasian counterparts (Skiba, Poloni-Staudinger, Gallini,
Simmons, & Feggins-Azziz, 2006). The disproportionate representation of African
American youth in special education, disciplinary referrals, and segiggatements
may be attributed to less experienced teachers, lack of parent padicipat of
unproductive strategies, inappropriate curriculum, underfunded schools, poverty,
inappropriate disciplinary practices, students’ chronic poor academicrparfoe, and
lack of community resources (Gardener & Miranda, 2001). In order to increasessful

post-school outcomes for this population, it is necessary to determine factorsythat ma



contribute to their poor post-school outcomes and disproportionality, and consequently
examine a possible intervention to counteract these causal factors.

Aggression and social skill deficits for African American yoAitross grade
levels and academic settings, African American students consigtecglye more office
referrals, out-of-school suspensions, and expulsions at disproportionatelyraiglser
than other students (Mendez & Knoff, 2003; Skiba, Michael, Nardo, & Peterson, 2002,
Wu, Pink, Crain, & Moles, 1982). For example, in a recent study by Lo and Cartledge
(2007) that examined disciplinary referrals in an urban elementary schaogrAfr
Americans were the most likely recipients of disciplinary refeaats suspensions, when
compared to their counterparts, due primarily to behavior problems charatesize
disruptive, aggressive, and non-compliant. In addition, over the course of the 2-year
study, repeat offenders who were characteristically African faemales committed
an increasing number of rule violations despite receipt of intensified punitive
consequences such as time-out, suspensions, or expulsions.

Further, Feng and Cartledge (1996) who investigated the social skill knowledge of
fifth grade African, European, and Asian students found that African American students
experience difficulty in resisting peer-oriented actions (e.g., talkihgdhacould have a
negative impact on their completion of academic tasks. When treated in what they
perceived to be an unfair manner, their responses were liable to be neotieeass
aggressive than their European or Asian counterparts. Teacher ratings papthlation
were indicative of a need for African American students to learn more goingtrways
to cope with conflict and employ more self-control in the school environment when

interacting with teachers and peers.



Visible anger and aggressive behavior are often intertwined with poor anger
management and social skill deficits. One of the reasons for possible tyimstice
system involvement for youth with mild intellectual disabilities, esplgahose of
African American descent, could be attributed to the congruence of phygicatsion
and assorted indices of social incompetence, including insufficient soclal(kkithman
& Dodge, 1998). The poor social skills of youth with disabilities, espediatiye of an
emotional or behavioral nature, can be predictive of adult mental health digscult
higher juvenile delinquency rates, academic underachievement, negative peer
relationships, and underemployment and unemployment (Cartledge & Milburn, 1995;
Elksnin & Elksnin, 1998a; Elksnin & Elksnin, 1998b). Effective interventions that can
offset social skill deficits or aggressive behaviors of African Amargtadents are
important.

However, Feng and Cartledge (1996) cautioned that many social skilrasses
used for evaluating students’ social behaviors often do not adequately frefleottal
competence of culturally diverse students as culturally unique behaviors dre safrte
as social skill deficits or behavior disorders. For example, the intense aratedhim
communication style of African American students could be perceived thetsaas
being markedly contentious in their interactions with others. Misunderstandingsapa
result from dissimilar cultural norms are well documented in the literge.qg.,

Cartledge & Loe, 2001; Cartledge et al., 2002; Gable, Hendrickson, Tonelson, & Van
Acker, 2002). According to Schoenfeld, Rutherford, Gable, and Rock (2008), a culturally
responsive social skill instruction curriculum can alleviate these kinds of

misunderstandings by providing knowledge and skills to students and teachersalike. |



addition, by presenting culturally responsive social skill instruction addressiagety
of cultural norms, teachers can create an atmosphere that promotes toledance a
appreciation of unique differences while facilitating student attainment aige: 0$
social skills which may contribute to successful academic and post-schamhestm
the environments where these students reside (Schoenfeld et al., 2008).

Social skill instruction for African American youth with aggresskeucators
have expressed the need for more emphasis on social skills development to increase
social competence of students with intellectual disabilities or thabeoehavioral
challenges (Gresham, Sugai, & Horner, 2001; Ogilvy, 1994). Social skills hene be
defined as the particular behaviors that a person employs from his or her regertoi
perform successfully on specific social tasks. These skills must be taughstaade
and correctly implemented (Gresham et al., 2001). Social skills have beensisted
to be important for students with disabilities as they are essentialciat and
educational achievement (Lane, Menzies, Barton-Arwood, Doukas, & Munton, 2005). In
effect, academic instruction and social behavior are dependent upon one another.

In order to help students acquire social skills, a social skill instructiongsmogr
may be used. Most social skill instruction programs encompass the follda)ng
supporting skill realization, (b) increasing skill execution, (c) removirdgoreasing
rival problem behaviors, and (d) contributing to the generalization and maintenance of
social skills (Cook et al., 2008). The primary purpose of social skill instruction is t
increase participants’ satisfaction with peer relations and socialdgthrough activities
that participants and their peers find acceptable while increasing peptae and

interaction (Christopher, Nangle, & Hansen, 1993).



To increase social competence of African American youth with aggression who
frequently display social skill deficits in the social contexts within Wwiihey function
with others, social skill instruction and anger management are beneficiahpodant
(Elliott & Gresham, 1993; Hansen et al., 1998; Keller & Bry, 1999). Through social skill
instruction, it is possible to facilitate student success within the school enemnbamd
enhance students’ post-school outcomes (Gresham, 2002). Moreover, social skill
instruction could play a key role in preventing or reducing special educasicenpénts
for at-risk African American students and reinforcing the social skillsuolesits already
receiving services provided by special educators (Gardner & Miranda, 2001).

A number of successful treatments for aggression and anger using sdisial ski
development exist within the research (Bullis et al., 2001; Christopher et al., 1888; E
& Gresham, 1993; Gresham, 1985; Maddern et al., 2004). For example, Elder, Edelstein,
and Narick (1979) conducted one of the first studies on modifying aggression in
adolescents through social skill instruction. In this multiple baseline atwesskiehavior
classes design, four adolescents (three males and one female) weréheatayigeted
social skills of requesting behavior change, responding to negative communicattbns, a
appropriate means of interrupting in a small group setting 4 days a week fon éac¢hi
session. Results indicated that the social skill instruction increased thecaddsé
socially appropriate behavior and decreased aggressive responses duiteys; e
addition to generalizing to their day room and lunchroom settings.

Some social skill instruction programs (i&SSET Skillstreamingand Walker
Social Skills Curriculumare purposely developed for teaching youth with aggression to

express anger appropriately through exhibition of prosocial behavior (Haaem8&ker,



Sherman, & Sheldon-Wildgen, 1981; Goldstein, 1973; Walker et al., 1988). One all-
encompassing programggression Replacement Traini(®RT) developed by
Goldstein, Glick, and Gibbs (1998) incorpora$glistreaminghe Adolescent
(Goldstein, 1973; Goldstein, McGinnis, Sprafkin, Gershaw, & Klein, 1997) alongside
Anger Control Training (Feindler & Ecton, 1986) and Moral Reasoning Training
(Kohlberg, 1984)Skillstreaminghe Adolescens a social skill instruction curriculum
composed of 50 prosocial behaviors taught systematically to adolescents who were
chronically aggressive (Goldstein et al., 1997). $kilstreamingprogram utilizes the
following approach to teaching social skills: (a) expert modeling of behavionsosamg
skills where deficits lie, (b) role-playing (guided opportunities to exhkilis}, (c)
providing performance feedback, and (d) transfer training (providing actitoties
encourage youth to use skills taught in real-life environments). Through the use of
transfer training, adolescents are given opportunities to apply socialekibhed to new
settings and situations, thus providing a foundation for generalizatiorsKillstreaming
program has been used in a few studies as a componsggassion Replacement
Training (ART) developed by Goldstein, Glick, and Gibbs (1998). Goldstein and Glick
(1994) evaluated the efficacy ARTincorporatingSkillstreamingand found that this
program decreased the frequency of acting-out behaviors, promoted social skill
acquisition and performance, increased the frequency of prosocial behaviors, and
improved anger control.

Promoting generalization effects of social skill instructida facilitate social
competency within the academic environment, it is essential to provide soltial ski

instruction through explicit interventions geared towards attainment. One ob#te m



challenging aspects of implementing an effective social skill ingbruprogram lies in
the difficulty of getting students to generalize social skills learoegttings other than
the therapeutic environment. Researchers have been, for the most part, largelyaunabl
get social behaviors trained to broaden to more than one place for an extensive amount of
time (Gresham, 1994). Many studies illustrate that while students with disalnbn
exhibit appropriate social skills taught in isolation, they fail to maintairhigis level of
achievement when asked to comply with requests in alternate settings FBox>&
Nisbeth, 1991; Herring & Northup, 1998). For example, in a review of the litei@ure
students with emotional and behavioral disorders, Maag (2006) states that gatenali
strategies should be an integral component of any social skill trainingaprog
Additionally, not only is it imperative that researchers program for génation prior to
implementation of a study, generalization procedures should exist for treecemttion
of the intervention (Sheridan, Hungelmann, & Maughan, 1999).

There are many ways in which generalization of social skills to othergset
have been programmed and investigated. Stokes and Osnes (1989) acknowledged the
following “generalization facilitators” (i.e., procedures to facilitgémeralization beyond
the therapeutic setting): (a) training across stimuli (e.qg., settiegsoms), (b) teaching
behaviors with higher likelihood of natural maintaining contingencies (i.e. titagge
socially valid skills), (c) peer mediated training, (d) reinforcing apgpba of skills to
novel and appropriate situations, and (e) fading response contingencies to approximate
naturally occurring consequences. The term “Training across stinanlibe interpreted
as multiple exemplar training (Foxx et al., 1991; Herring & Northup, 1998). Mailtipl

exemplar training has been used since the early 1980’s to increase tladityesfesocial
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skills taught to children and adolescents with disabilities (Berler,€t%82; Bornstein,

Bellack, & Hersen, 1980; Lancioni, 1982). Examples of multiple exemplar training ca

include training across different settings (i.e., academic, home, commuisityy varied

role-play scenarios, and incorporating interactions with or instruction by aoange

people with whom the student has frequent contact (i.e., parents, other family members,

peers, various staff in the school environment, neighbors). To increase the likelihood of

generalization from the instructional small group to the classroom seidtistutients

with mild intellectual disabilities, parents can play an important roleo/ling to a

recent literature review on social skill instruction for students with digabjlone

component of a successful social skill intervention was to involve parents in

implementing the intervention by providing them with certain responsibilitiesatiole

their child to practice social skills learned in the home environment (Denning, 2007).
Parental involvement in social skill instructidRarental participation in

children’s learning can be a predictor of academic success; and intemgeniihin the

school environment have increased positive results when parents are involved (Jimerson

et al., 2006; Turnbull & Turnbull, 2001). Specifically, home-school collaboration has

been linked with better educational outcomes for children (Christenson, Rounds, &

Franklin, 1992; Epstein, 1992). Cox (2005) conducted a review of empirical studies of

home-school collaboration interventions during which 18 studies were identified and

analyzed. The majority of students (aged 4 to 16 years) investigated in the vesrie at

risk for mild disabilities or experienced delays in their academiraileg in addition to

experiencing social difficulties. More than half of the studies reportingscanomic

status (SES) of participants included those from mainly low SES environments, the
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majority of which were African Americans (67%). Results indicated ttiatuentions
implemented where school personnel and parents had a two-way exchange otiorfiorma
and worked together were most successful.

The aforementioned research supports the idea that parent collaborationpmnay hel
facilitate learning of social skills. By including parents in the processaghing social
skills, schools may help to improve generalization of social skills (Armstrong &
McPherson, 1991; Budd & Itzkowitz, 1990). Parent participation in social skill
instruction is vital for three reasons: (a) the natural environment (i.e., home ouoadgnm
settings) presents the most opportunities for student application of socialalgld, (b)
parents can provide opportunities for instruction and interactions that do not occur in the
academic environment (e.g., with neighbors, church members, youth groups, members of
athletic teams), and (c) by nature of being their child’s caretatenfs are with their
children the longest (Schulze, Rule, & Innocenti, 1989). Furthermore, when paeents ar
informed that social skills are being taught at schools, they are mosetbkglompt
their child to practice these skills and reinforce skill demonstration in the home
environment (Siperstein & Bak, 1988). In addition to increased possibility of
generalization effects through use of multiple exemplars addressed, eagiudy
investigating the importance of social skill curricula conducted by Baunkjéer, and
Askvig (1991) demonstrated that parents and educators perceive social skills as a

essential area of curricula, facilitating generalization througtakealidity.
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Limitations of Current Research

Although much of the literature discusses the issue of disproportionality with
regard to African American students and their placement in special ed)diétli®
research has been conducted with this population focused on finding ways to increase
their social skill interactions and decrease their aggressive behaviorlilgsiogs.
Culturally relevant social skill instruction is rare in the literaturepideshe inherent
need for this type of instruction for African American learners (Cartl&dgee, 2001,
Schoenfeld et al., 2008). Additionally, the use of function based assessments of'student
social skill strengths and needs to facilitate development of socialnsitiliction
interventions are severely lacking. Specifically, a social skevw@ntionist should
adequately identify the social skills ethnically diverse students clyrfemte, social
skills that are lacking within the students’ repertoires, and social $laliste crucial to
the students’ education (Elliott & Gresham, 1991).

Further aggravating the aforementioned issues, research is scant iratbe are
teaching social skills to African American secondary students when tleegeanes
most likely to experience dismal post-school outcomes. Presley and Hughes (2000)
conducted one of the few studies in the high school setting that expressly focused on the
effects of teaching primarily African American students social sktgir students were
chosen for participation in this multiple-baseline across participantandesidy; 75% of
them being African American males. All students were identified as havldg m
disabilities, the majority encompassing learning or behavioral disekilithe
intervention consisted of the use of #mple A Strategy (ASSESS, AMEND, ACT) to

express anger appropriately taught by general education peers througrepesed



13

direct instruction and role playing activities. Results demonstrated kisti@dénts were
able to show an increase in the number of steps of the anger managementthegsteg
performed accurately in given role-play scenarios with their generahgalupeers.
Generalization data were hard to measure due to limited frequency of natucalyrar
aggression inducing situations. However, these data indicated some behavioral change
within the academic setting, despite minimal use of steps taught (3 onlessponse to
naturally occurring anger provoking situations.

Parents need to be involved in the implementation of social skill instruction
programs, but this premise is lacking in the literature. Few studies had nuaeement
of parents in choosing social skills to be taught (Haager & Vaughn, 1995). Also, the
contribution of parents as participants in the interventions or as social skileioss is
frequently missing (Budd, 1985). To increase the educational success of students, paren
must be crucial participants, and parents, teachers, and youth must all workrtogethe
(Pryor, 1995).

Few social skill instruction studies have been published that were conducted with
African American students having intellectual disabilities with bedral/challenges
where parental involvement was a component of the overall social skill instruction
package. To date, there were a total of 17 studies identified where some levehbf pare
involvement was included in a social skill instruction package. Of these iddrstifczal
skill instruction studies incorporating parental involvement, six were condudtad w
the elementary setting and had a population of African American students among the

participants (i.e., DeRosier & Gilliom, 2007; Fraser, Day, Galinsky, Hodges
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Smokowski, 2004; Fraser et al., 2005; Middleton & Cartledge, 1995; Pfiffner &
McBurnett, 1997; Townsend, 1994).

Specifically, DeRosier and Gilliom (2007) conducted a study on 59 elementary
students (93% White and 7% African American) experiencing socio-emotionalmpsoble
Fraser et al. (2004) investigated 86 children with conduct problems (approximately 85%
African American and 15% White) ranging in age from 6 to 12 years. Town$88d)(
targeted six upper elementary (i.€", 8", 6" grade) students at risk for school failure
evenly distributed as White, Black or Hispanic. Pfiffner and McBurnett (1997)
investigated 27 elementary age students with disabilities (i.e., other mepéirment),
with only one male student identified as being African American. The studyalsgrFet
al. (2005) was conducted with 548 third-grade students within the general educttion w
20% identified as African American. Finally, Middleton and Cartledge (1995) cadluct
the only study with an entirely African American student population who exhibited
aggressive behaviors, ranging in age from 6 to 9 years.

Only two of the 17 studies on a social skill instruction package that incorporated
parental involvement were conducted in the secondary setting with some propbrtion
African American students. The first study was by Harrell, MercerDaRbsier (2009)
who investigated the effects of social skill instruction with students witacham age of
14.2 who were experiencing social relationship problems. Thirteen and one-half percent
of these students were African American. Results indicated that this sattial
instruction package had a positive impact on the emotional and social functioning of

youth experiencing social relationship difficulties.
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The second study, conducted by Laugeson, Frankel, Mogil, and Dillion (2009)
examined the effects of a parent-assisted social skill instruction interveint
increasing social skills and friendships of high school students with autismuspect
disorders. Three of the 33 participants were African American students. Suptaeme
homework activities were monitored by parents who provided support and reiteration of
skills as needed. This social skill instruction intervention package wasieffen
increasing treatment participants’ knowledge of social etiquetiteragard to making
and keeping friends, increasing their frequency of get-togethers wit$, ped
increasing their quality of friendships.

Although the two previous studies show promise, there are a few limitations that
need to be addressed in future studies. First, bias exists in one of the dependerd,variable
parent outcome. The researchers hypothesized that the parents might have bden bias
due to their participation in the intervention. To discourage bias in personscétecte
provide data on the effects of an intervention, a multimodal method of assessment is
necessary. An example of a multimodal method might be to gather data frats pare
teachers, and students. Second, maintenance data were not collected following
termination of the interventions. Third, more comprehensive demographic data need to be
collected, especially on students’ diagnosed disabilities. Finally, studiddmbe
conducted using evaluation methods that rule out non-specific treatment effg@cts (
effects that could be due to attention received during the intervention).

Summary
Two major factors have been identified by researchers as contributing to the poor

post-school outcomes of African American students with intellectuabitisess with
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behavioral challenges: a lack of social competence and high levels of amgyr&ssial
skill instruction has been suggested as a strategy to increase social competd
decrease aggressive behaviors in students of all ages. Although sociakskitition has
a high probability of success, a factor that has consistently cropped up asentitiats
long-term effectiveness has been the difficulty in getting students toatjeaeskills
learned in the instructional setting to natural environments outside the theraadting.
Parental involvement in social skill instruction has been shown to help facilitate the
children’s generalization of social skills learned and increase the piitpabil
maintenance over time. However, the literature on parental involvement ingoltial
instruction for high school students with mild intellectual disabilities &adlenging
behaviors within the African American community is extremely scarce.

Culturally relevant social skill instruction is also a rarity in the dcsbi
instruction literature for African American learners though there isinitie¢ need for
culturally-based instruction for this population. Furthermore, studies wherentigoh
of social skills have been examined in order to determine existing acquisition or
performance deficits necessary for tailoring instruction to studepesif&c needs are
lacking in the literature. There exists a call for researchers tatigateseffective ways to
implement culturally relevant social skill instruction that is designed frenbehavioral
function perspective and that incorporates parental involvement for Africeariéan
high school students with mild intellectual disabilities and challengihg\.wers who are

in need of prosocial alternatives to aggression.
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Purpose of Study and Research Questions

The purpose of this study is to investigate the effects of a social skill instruct
program on the exhibition of appropriate social skills as alternatives to aggriss
African American high school students with intellectual disabilities aatleriging
behaviors. This social skill instruction program consisted of three importampoc@mnts:
(a) cultural relevance for African American high school students, (b)demasion of
behavioral functions of the African American participants, and (c) parental/ement.

This study seeks to answer six research questions.

1. To what extent does the social skill instruction program improve
participant’s execution of social skills as an alternative to aggression in
role-play situations involving peers?

2. To what extent does the social skill instruction program improve
participant’s execution of social skills as an alternative to aggression in
role-play situations involving family members?

3. To what extent will the participants respond appropriately to naturally
occurring aggression inducing incidents in the classroom environment?

4. To what extent do the obtained social behavior changes maintain across
time?

Additionally, this study will answer two secondary research questions.

5. To what extent do the participants improve their social skill acquisition

and performance from the pretest to the posttest as measured through

teacher ratings, parent ratings, and participants’ self rating?
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6. What are the opinions of the participants, parents, and teachers regarding
the importance of the targeted social skills, acceptability of the
intervention package, and effectiveness of the social skill instruction
program?

Significance of the Study

This study has the potential to contribute to the knowledge base for five major
reasons. First, this study can extend the research on social skill istiogevaluating
each student’s ability to apply social skill steps learned to multiple s{tmgome and
at school) through the incorporation of parental involvement in practicing activitile
their children and assessing them during role-play situations. Second, thigvgtud
increase the knowledge base of using culturally relevant social skillatisn and
parental involvement with a minority population, specifically African Anaaristudents.
Third, this study will add to the truly limited amount of literature that existse area of
implementing social skill instruction for students with mild intellectushdilities
educated within a high school setting. Fourth, this will be one of only a handful of social
skills studies that was conducted with secondary students with mild ituallec
disabilities that focuses solely on alternatives to aggression. Finadlttiay will
extend current social skill instruction literature by designing the ingirufrom a
behavioral function perspective.
Limitations/Delimitations

This study seeks to evaluate the effects of a culturally relevant skidia
instruction program incorporating parental involvement on the exhibition of appropriate

social skills as alternatives to aggression for high school students with ralldatual or
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disabilities and challenging behaviors. This study was conducted with Africemiéan
high school students in an occupational course of study program from a large school
district. It was imperative to define the confines or limitations of theentistudy to
enable readers to interpret the findings from this study correctly, fhisstudy
employed single-subject methodology. Studies using this design cannot bedigedd¢o
different participants and settings, but rather are designed and reportedyrireatv
lends itself to replication. However, the internal validity of this study wasgthened
by using quality indicators for this type of research provided by Horner 08k
Second, this study was only conducted with African American students whoses @aieent
active members of their child’s education, which affects the ability torgkresresults to
students whose parents are not active participants in their child’s educatimnvanieus
reasons.
Definitions
The following definitions are provided for terms used throughout this manuscript
in describing related literature and the methodology of the anticipated sardyiafity
with these terms is vital to full comprehension of the study’s purpose and probable
contributions to the literature base.
African American studenté&merican students who identify themselves as being a
member of an ethnic group whose ancestors are originally from the continentaf A
Culturally relevant social skill instructiorsocial skill instruction that
incorporates and respects a student’s native culture by teaching skillsnmpogant to
the target population, including culturally specific role models, using cultueddyant

materials, applying the skill within the culturally specific environmend, iategrating
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students’ personal experiences into instruction (Robinson-Ervin, Cartledgeye® Ke
2011).

Disproportionate placementepresentation of a particular group of students that
is at a rate different than those in the general population, i.e., overrepresented or
underrepresented (Gravois & Rosenfield, 2005).

Generalizationuse of a newly learned skill not only with the trainer, but with
different persons and in settings outside of the instructional one.

Multiple exemplarsuse of a variety of stimuli that are common to the training
and natural environments, such as family members or peers (Berler, Grossh&dbdr
1982).

Naturally occurring aggression inducing incidentdservable situations where a
participant might respond in an aggressive manner occurring outside the iosalucti
setting.

Occupational course of studyg diploma bound, modified standard course of
study consisting of 15 courses (i.e., English, occupation preparation, sociad,studie
mathematics, science) for a small group of students with disabilities veldcanaodified
curriculum that focuses on independent living and post-school employment (NCDPI,
2010).

Odds ratio a measure obtained by dividing the risk index of one ethnic or racial
group with the risk index of another group, resulting in a comparative index of risk.
Ratios in excess of 1.0 are indicative of a higher possibility of placement aithi

particular category of comparison (Gravois & Rosenfield, 2006).
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Parental involvemenincludes parental participation in home-based activities
relative to their children’s education, active parental participation in eweatsring
within the school setting, and/or parental engagement in communication activities
between the school and home settings (Cartledge & Lo, 2006).

Risk indexa measure acquired by dividing the quantity of students of a specific
group receiving special education services for a given disability by thetotdiment
of that group within the school population (Gravois & Rosenfield, 2006).

Social competenca term that is an assessment of one’s level of accurate
performance on social tasks based on the judgment of a social agent (McFall, 1982).

Social skills the particular behaviors that a person employs from his or her
repertoire to perform successfully on specific social tasks that mtestidpiet,
understood, and correctly implemented (Gresham et al., 2001).

Social skill instructioninstruction that encompasses the following: (a) supporting
skill realization, (b) increasing skill execution, (c) removing or deargasval problem
behaviors, and (d) contributing to the generalization and maintenance of sotgal skil

(Cook et al., 2008).



CHAPTER 2: LITERATURE REVIEW

Poor post-school outcomes for youth with disabilities have been an ongoing issue
in special education. State and federal education reforms challenged spe@tbedac
improve its programs through their promotion of comprehensive strategies aimed at
improving post-school outcomes for students with disabilities, especially tloose fr
minority backgrounds (Individuals with Disabilities Education Act of 2004; Johnson,
Stodden, Emanuel, Luecking, & Mack, 2002). The President’s Commission on
Excellence in Special Education (2002) recognized that while academiceaobia is
important for all students, other skills are necessary to facilitatessiatpost-school
outcomes for students with disabilities. For example, some of the necessargrskill
community and peer connection, social skills, and conflict-resolution skills (The
President’'s Commission on Excellence in Special Education, 2002). Additionallytgare
of children with disabilities reported that effective measures forasang their
participation in school endeavors was lacking and they expressed a desire for open
communication with schools in order to increase their involvement in school-related
activities (The President's Commission on Excellence in Special Education, 2002).
Parents’ involvement in their children’s education can help promote post-school
outcomes for their children.

When taken into account the disproportionate representation of minority students,

African American youth with mild intellectual disabilities have a hidlkelihood of
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encountering poor post-school outcomes than their Caucasian peers (NatioaettRese
Council, 2002; Wagner & Cameto, 2004). A suggested reason for poor post-school
outcomes for these students could be the high prevalence of violence and aggression
within this population (Lochman & Dodge, 1998), and the correlation between
aggression and inadequate social skills (Bastian & Taylor, 1994). A promising
intervention aimed at decreasing aggression and increasing prosociabbétrayouth
with aggression who exhibit social skill deficits is social skill instructilhdtt &
Gresham, 1993). Additionally, social skill instruction incorporating parental invamem
has an increased aptitude of success in environments outside of the learning one (Budd &
ltzkowitz, 1990). This review of the literature will address the following thra@m
themes: (a) post-school outcomes for African American youth with mildeotal
disabilities, (b) social skill instruction, and (c) parental involvement.
Post-School Outcomesfor African American Youth with Mild Intellectual
Disabilities
Disproportionate Representation in Segregated Placements
According to the U. S. Department of Education (2006), only 13.8% of students
with intellectual disabilities are likely to spend 80% or more of their schgquhdhe
general education classroom. This percentage nearly echoes the number of stiident
multiple disabilities (13%) who also spend 80% or more of their day with general
education peers. For these two student populations, students experience the least amount
of participation in the general education environment. The next disabilityocategh
limited participation in general education is students who are deaf or blind (18.8%, >80%

of time in general education settings) followed by students with autism (2980%; of
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time in general education settings), and finally behavioral disabi(8i2.4%, >80% of
time in general education settings). In essence, students with iniallddabilities
represent one of the top disability categories that experience linmtegpent in the
general education classroom.

It has been almost 57 years since the landmark c&®wh v. Board of
Education(1954) when it was determined that separate educational placements for
African American students were unconstitutional. However, today, Africarriéame
students spend more time in segregated classrooms due to their disproportionate
representation within the disability categories of intellectual disabiand emotional
disabilities. For example, according to thd'28nual Report to Congress on the
Implementation of théindividuals with Disabilities Education AQU.S. Department of
Education, 2006) nearly 32% of African American students with disabilities spend more
than 60% more their day outside of the general education classroom environment
compared to their Caucasian (17%) and Hispanic (24.4%) peers. The higher likelihood of
their placement in more segregated settings may be influenced by thefachén odds
ratios are examined, African American students are 2.83 times more likeleioe
special education and related services for mental retardation (now termied tundé|
disabilities) and 2.24 times more likely to receive special education andirsdatéces
for emotional or behavioral disabilities than children from other racial/etroigs
(U.S. Department of Education, 2006).

Segregated Placements Contributeto Poor Educational Outcomes
In some sense, a domino effect contributing to poor educational outcomes for

African American students begins once they are initially placed in $pekieation
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under either the intellectual disability category. Specificallyeaesh showed that
students educated in more restrictive settings are more likely to perflow drade
level, are less likely to engage in school activities, and are more liketpéoience
difficulty with social adjustment than their grade level peers (Blackerlay., 2005).

The Special Education Elementary Longitudinal Study (SEELS) is a study
commissioned by the Office of Special Education Programs (OESP) of the U. S
Department of Education. Over 11,000 students with disabilities were evaluatedoever a
year period to assess their achievements in key outcome domains during ninentatg
and middle school years (Blackorby et al., 2005). The key outcomes of the SHEYS st
identified the following as major domains: (a) school engagement, (b) academi
performance, (c) social adjustment, and (d) independencechbel engagement
domain was examined using both subjective and behavioral dimensions for students’
feelings toward school, absenteeism, engaging in classroom activnties\adivation for
schooling. Theacademic performancgomain was measured through standardized test
scores, grades, discrepancies between actual and tested grade levath Bordweading,
and grade retention. Tle®cial adjustmentlomain was investigated by eliciting
information from parents or teachers on performance of social skills, classrbamdne
getting along with teachers/peers at school, existing problem behawvtbesschool
environment, and social integration. Lastly, itldependencdomain was examined
through parent or teacher reports of each student’s management of seltigaresac
functional cognitive skills, mobility, and self-determination and locus of control.

The SEELS data indicate that in general, students who spend the majority of their

time in general education classroom settings tend to have higher scores venaehte
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tests, perform closer to grade level than their peers in pull-out settingeeagpdower
levels of absenteeism, and exhibit higher levels of social adjustment. Whitetiseoff
this study was on outcome performance within the four domains across disability
categories for elementary and middle school students, some conclusions related to
African American youth with disabilities could be drawn taking into accountqueshyi
addressed information. Since African American students with disabilisenare likely
to be served under intellectual disabilities, accordingly they are more tikedgeive
services in a segregated environment. By receiving services in primarggaeed
placements, African American students with intellectual disabilitestrisk for
performing lower academically than grade level peers, having morecassand
experiencing more social maladjustment. Additionally, once placed in segtegpeecial
education programs, they rarely are moved back into the general educatgnoamn
setting as are their Caucasian peers (National Research Council, 2002)u3thus
nature of being an African American youth with an intellectual disabilityzaroes in the
secondary or post-school environments look bleak.
Disproportionate Representation in Disciplinary Measures

As discussed earlier, African American youth with intellectual disiglsiare at
risk for experiencing poor post-school outcomes. In addition to having disproportionate
representation in the intellectual and behavioral disability categariekigher
likelihood of placement in segregated settings (Skiba, Poloni-Staudinger, Gallini
Simmons, & Feggins-Azziz, 2006), African American students have been found to

receive out-of-school suspensions, school expulsions, and office referrals at
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disproportionately higher rates than other students (Mendez & Knoff, 2003; Skiba et al.,
2002; Wu et al., 1982).

Skiba et al. (2002) conducted a study to investigate the existing disparities
between race, gender, and socioeconomic status of 11,001 middle-school students in a
large, urban midwestern public school district. The racial composition of the stuekent
African American (56%), Caucasian (42%), Latino (1.2%), Asian-Amerig¢at94), and
Native American (0.1%). An Analysis of Covariance (ANCOVA) was used irsthidy
to determine the extent to which disparities existing in discipline byaratgender
could be explained by the covariate, free-lunch status for African American and
Caucasian students. Statistically significant differences were foutldefoate of office
referrals for both races, with African American males receivingrbst office referrals.
Discriminant analyses were used to look at the types of behaviors that were cotmucive
office referrals by gender and race. Results of the racial analysaead\fferences in
the pattern of treatment indicating that Caucasian students were magstdikel referred
for reasons such as smoking, vandalism, obscene language, and leaving without
permission, whereas African American students were most likely to reeéeveats for
threat, disrespect, loitering, and excessive noise. The main conclusion demaetif
study was that due to the differing patterns of referrals between Caueasi African
American students, it is suggested that African Americans are morethbkie¢yreferred
due to subjective reasons rather than objective ones.

Mendez and Knoff (2003) also conducted a study to examine racial and gender
disparities in the amount of out-of-school suspension and type of infractions. Their study

investigated the IAargest school district in the nation serving 146,000 students, located
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within the state of Florida. Of the population of students included in this study, 30% were
Caucasian, 12% were Black (e.g., African American, Haitian, or CariblerathP%

were Hispanic. Results indicated that Black students were the mostrékgdients of
suspensions. Black males were twice as likely to receive suspensions thasidbauca
males, and Black females were three times as likely to receive susysetign

Caucasian females. At the middle school level in particular, one half obak Blale

students and one third of all Black female students had received at least one saspensi
Although the overall population of students included only 12% of Black students, they
received more than one-third of all suspensions in the areas of threat, bafieiryg fi
disruptive behavior, inappropriate behavior, sexual harassment, and leaving class or
school without permission. When classified into incident categories, it wasndedr

that suspensions for Violence Against Persons increased about 700% from the efementar
to middle school levels, although it dropped by two-thirds at the high school level. Even
though the reasons for suspension are varied for African American studentstinghi

study, results corroborate previous research indicating that African éansryouth

receive more suspensions per population than do their Caucasian peers (Skiba et al.,
2002; Wu et al., 1982).

It is clear from the research that in school-wide discipline actions thera@al
differences between Caucasian and African American student populatioriiasgaf
whether or not they have identified disabilities. It is no surprise then that wtemnets
to the implementation of disciplinary measures under the provisions outlined in IDEA
(2004), differences exist here too. Rausch and Skiba (2006) investigated if IDEA (2004)

disciplinary removals differed by race within the state of Indiana. Tiearesers
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concluded that African American students with disabilities have highershteceiving
IDEA (2004) disciplinary action than other students with disabilities. During the 2004-
2005 school year, it was determined that almost 3% of African American studémts wi
disabilities received IDEA (2004) disciplinary provisions 2.8 times more dftamn t
students with other racial backgrounds and disabilities, in addition to receiving
suspensions/expulsions over 10 days at a rate 3.4 times higher.
Aggression and Social Skill Deficits May Be Contributing Factors

Although definitive causal factors for elevated suspension rates of frica
American youth with mild intellectual disabilities are still uncjeasearch suggests that
aggression within this population and lack of appropriate prosocial behavior could play a
role (Crick & Dodge 1996; Dodge & Coie, 1987; Hammond & Yung, 1993). Ellickson,
Saner, and McGuigan (1997) conducted a study of almost 4,600 youth in high school and
found that within the past year 54% had engaged in at least one violent act, 14% reported
attacking someone with intent to injure or kill, 13% reported carrying a weapon, and 23%
admitted to committing repeated acts of violence with family membexsjoaatances.
Research on youth violence with urban African American youth in particular teslica
that this population is at a far greater risk of being involved in violence than their peer
from other racial or ethnic groups. For example, African American maleebetive
ages of 15 and 19 years old are homicide victims at a yearly rate of 50.7 per 100,000
compared to 8.5 for their White male peers, and African American femalesdrethe
ages of 10 to 19 years old were four times as likely to be victims of homicide than thei

White female peers (National Center for Health Statistics, 1990). Fumaher African
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American youth from low socioeconomic backgrounds are the group most susceptible to
death or injury stemming from violence (Hammond & Yung, 1993).

Throughout the literature, several risk factors have been identified as predict
violence and aggression in children. Determining factors for aggression intiierutiéoa
deficits (Loeber & Hay, 1997), impulsivity (White, Moffit, Caspi, Bartusch, dleg, &
Stouthamer-Loeber, 1994), and difficulties in processing social informatrask (&

Dodge 1996; Dodge & Coie, 1987). For example, Dodge and Coie (1987) conducted four
studies with primarily African American upper elementary age studemtsaimine the
social-information-processing mechanisms in chronic aggressive behiawgr.

demonstrated through these studies, that a child who is unable to interpret social cues
appropriately (i.e., interprets a peer’s intention as hostile when it idlgdianevolent)

feels justified in displaying anger and responding aggressively without unmdingta

why others might view their behavior as inappropriate. Thus, in this study Africa
American children with deficits in processing social information (i.e. agsgill deficits)

would display high rates of aggression during play time with peers and were miyre like

to be rated by their teachers as highly reactively aggressive withiradszam setting.

Another reason for the visible aggression within youth of African American
descent, predominately males, could be attributed to the ways in which they lgultural
interact with their peers of the same ethnic backgrounds. This culturattideraith
peers may be perceived by teachers in a way that differs from a studegyt'al antent,
thus serving as a possible contributor for the high rate of disciplinary refiom hss
population of students. For example, while one male student may resolve a conflict in a

humorous manner, others may choose to engage in obvious expressions of anger through



31

exhibition of hypermasculine behaviors (Cassidy & Stevenson, 2005; Spencer, 1999;
Swanson, Cunningham, & Spencer, 2003). This behavior may be perceived as
noncompliant or acting tough when the youth may not truly be exhibiting insubordinate
behaviors or an aggressive attitude (Noguera, 2003). Cartledge and Loe (20@d) relay
comparable information about teacher misperceptions of student behaviors dutetb limi
cultural knowledge and how these misperceptions could be interpreted by othengas be
biased or prejudicial. Misperceptions could then provoke students to escalated levels of
aggression or anger. Increased levels of student aggression or anger could in tate prom
a sequence of events where teachers increase their punitive efforts¢drgargrol
student behavior and students’ anger or aggression continues to escalate in an
unproductive pattern (Cartledge & Loe, 2001).

Many longitudinal studies have established that children’s physical aggress
can contribute to poor outcomes later in their adolescent and adult lives such aal crimi
activity, dropping out of school, substance abuse, and juvenile delinquency (e.g., Broidy
et al., 2003; Nagin & Tremblay, 1999). Similar unfortunate outcomes, inclusive of adult
mental health deficits, academic underachievement, employment diffs;dnd
negative peer relationships have been found with students having disabilities, ggéyticul
those with emotional or behavioral disorders, who lack appropriate social skills
(Cartledge & Milburn, 1995; Elksnin & Elksnin, 1998a; Elksnin & Elksnin, 1998b). The
possibility exists that poor outcomes, such as future criminal justice involvéonent
African American youth with intellectual disabilities, could be ascribeteo t
relationship between poor social skills and aggression (Lochman & Dodge, 1998). To

address the behavioral profiles of African American youth, research showsdiat s
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skill instruction with cultural relevance may provide a means for educatorgetvene
the social and behavioral needs of these students (Gardner & Miranda, 2001).
Summary

The research on the disproportionate representation of African Americaniyouth i
the intellectual disability category, segregated settings, and discipmeasures
signifies that these students are at risk of having unsuccessful post-schooiesutc
There are a couple of factors that may contribute or amplify the prapatbipoor post-
school outcomes for African American youth with mild intellectual diszdsli
Specifically, social skill deficits within this population have the potential teease
aggressive responses and facilitate students’ ability to sabotage thierdaademic and
post-school success. In addition, cultural differences may cause Africancam
students to develop social behaviors that are mismatched with their peers and teacher
who come from the predominately Caucasian culture. A potential solution to improve the
post-school outcomes of African American youth with mild intellectual disabiand
challenging behaviors is to provide culturally relevant social skill instrauc€Culturally
relevant social skill instruction can be a positive and practical approach taseche
social competency of African American learners with mild intelledliszbilities and
alleviate their predisposition toward aggression. It may also serve teerdduneed for
disciplinary action by providing students with the essential skills necessangage in
positive interactions with peers and school staff.

Social Skill Instruction
Social skill instruction is designed to teach desirable social behaviors as

alternatives to negative social behaviors to enable students to benefit from ap@ropri
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peer interactions (Moore, Cartledege, & Heckaman, 1995). Social skill instrinzts
been widely used to help students with disabilities decrease social skilsdgiresham,
1992, 1998; Kavale & Forness, 1999; Rutherford, Quinn, & Mathur, 1996). According to
Quinn, Kavale, Mathur, Rutherford, and Forness (1999), social skill instruction pyimaril
involves the following: (a) choosing needed social skills, (b) explaining or demaonggtrat
(modeling) the skills, (c) providing guided practice, (d) giving feedback and
reinforcement during application of skills, and (e) identifying various settiztions
wherein the skill might be important.
Effectiveness of Social Skill Instruction and Limitationsin Current Literature

While the theoretical approaches to social skill training may differ,dhmrmon
theme that ties all social skill instruction programs together is the tgpchcertain
interpersonal skills to facilitate the success of students in their soviedbements (Cook
et al., 2008). Gresham et al. (2001) examined the existing literature within ahaf are
social skill instruction for students with disabilities to determine if s@tidll instruction
has positive effects on the acquisition, performance, and generalization of aggpropri
social behaviors; reduction of competing problem behaviors; and enrichment of
interpersonal relationships with adults and peers. Based on the quantitative angenarra
reviews of the social skill instruction literature, Gresham et al. found thial skl
instruction could result in both small and large effects on the social competence of
participants.

Cook et al. (2008) conducted a review and analysis of the meta-analyticigerat
of social skill instruction for secondary students with emotional and behavioral dsorde

The goal of their analysis was to determine if social skill instructichameeffective
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intervention for this population of students. The authors found a moderate effectsize (
.32) for social skill instruction for secondary students with emotional and behavioral
disorders across five meta-analyses. The proportion of variance accounteddoraby

skill instruction for secondary students with emotional and behavioral disorders is
equivalent to increasing the success rate of participants from 34% to 66%llBatsie
authors contend that two thirds of students with emotional and behavioral disorders
receiving social skill instruction would improve compared to one third of students with
emotional or behavioral disorders who did not receive social skill instruction.

Gresham, Cook, Crews, and Kern (2004) conducted a similar analysis of the
current literature in social skill instruction for children and youth with ors&tfar
emotional and behavioral disorders with results comparable to those obtained by Cook et
al. (2008). Gresham et al. (2004) found a moderate effectrsiz29) for participants
receiving social skill instruction compared to those not receiving socialrsitilliction.
Results demonstrated that social skill instruction was an effective intenvéor
children and youth with or at risk for emotional and behavioral disorders in five of the six
meta-analyses reviewed.

Although researchers acknowledged that there could be many reasons for
variances in the effects of social skill instruction, Gresham at al. (2001) pidinde
potential explanations for differences as follows: (a) population chasdterib)
corresponding treatments to the type of social skill deficit, (c) treatimeqfrity issues,

(d) evaluation issues, and (e) generalization issues. The authors recomrhahded t
order to alleviate low effect sizes, future researchers should try tondeeskill deficits

through functional assessments to better match instruction to skill defpsfi€ally,
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before implementing social skill instruction, an interventionist should conduct a
functional assessment to identify the social skills the participanesntlyrhave, social
skills that are lacking within the participants’ repertoires, and sociéd $hdt are crucial
to the participants’ education (Elliott & Gresham, 1991). The possibility dristhe
successful incorporation of functional assessments prior to, during, and folleegiag s
skill instruction for secondary learners. Since secondary learners withnteili@ctual
disabilities are usually more aware of their environments and in possessioreof mor
advanced conversational skills than their elementary counterparts, it woultslixefdor
secondary students to discuss their own social skill strengths and deficitstionaiadi
providing feedback to themselves and others during and following social skill irmtruct
Students could address the functional aspect of using prosocial replacement bétraviors
current inappropriate aggression-related social behaviors. Greshar(2804a) further
expressed the need for more treatment or procedural fidelity in addition to accurat
assessment of student skill performance. The authors found little verificatios meta-
analyses that social skill instruction interventions were implementedeasi@t or
planned. Lastly, Gresham et al. addressed the need for social skills taudhbiiotlee
propensity for generalization to settings other than the instructional one aamdim
over time.
Generalization of Social Skill Instruction

One of the most persistent weaknesses within the social skill instruttiature
has consistently been the inability of students to generalize skills taughtapebtc
settings to other settings, and to demonstrate maintenance over time (GE39é&m

1998; Gresham et al., 2001). As Gresham (1998) explained, social skills are usually
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taught to small groups of four to six children in pull-out settings where the aaquisiti

and performance of skills learned is done in artificial situations rathenttarally

occurring ones. He recommends that instruction should extend to other settingshand wit
other persons, such as within natural environments (e.g., school, home, community),
since opportunities for incidental learning are more likely to exist therath&r way to
facilitate generalization of social skills to natural settings fedestts with disabilities is
through multiple exemplar training (Berler et al., 1982; Bornstein et al., 1980idra,

1982). By providing and reinforcing opportunities for students to practice social skill
learned in other settings and with people in their natural environments, the usalof soci
skills learned will continue long after instruction has ceased.

Some social skill instruction studies have sought to purposely include features for
increasing generalization (Blackbourn, 1989; Foxx et al., 1991; Herring & Northup,
1998). For example, Foxx et al. (1991) used a multiple baseline across two groups design
to assess generalization effects of social skills taught to six inpatieate€iol males
with emotional disabilities. The adolescents were taught 12 social skitiaitsidalling
within six skill areas (i.e., criticism, compliments, politeness, social aot#tion, social
interaction, questions/answers) prior to participation in a social skill itistnugame.

The social skill instruction game consisted of the commercially avaitalaed game
Sorryand theStacking the Decgocial skills training program (Foxx & McMorrow, 1983
as cited in Foxx et al., 1991). Each adolescent randomly chose cards asking them t
respond to given situations using social skills previously taught over the course of the
game. The instructor provided feedback for correct/incorrect exhibition sbthal skill

with peers (i.e., during role-play situations). In order to approximate agssign of
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natural social interactions with adults, a generalization simulationneagporated into
the study. Two confederates (i.e., hospital employees unknown to participantgdadher
a script consisting of 24 novel social scenarios inclusive of one similar toitiiegra
ones and one different from the training scenarios for each actor/reactor compament f
the six skill areas. Results indicated that the participants increaseddsiesimulation
means over the pre-simulation mean by 8%. Additionally, three of the six partscipant
demonstrated a strong generalization effect to new situations.

In another study, Herring and Northup (1998) examined the effects of a group-
oriented program on promoting generalization of social skill instruction. Theipartic
was an 8 year-old male student with an emotional and behavioral disability who was
included in the general education classroom. Four general education students were
chosen to be peer tutors. Instruction occurred across assorted school settings and was
evaluated through a multiple baseline across settings and behaviors withlsesdlesggn.
Overall, the student experienced a decrease following termination oathéet
components in complaining/whining (e.qg., decreased from 11 to 8 in small group, from 6
to 4 during recess, and from 5 to 1 in the classroom) and an increase in appropriate tone
of voice (e.g., increased from 1 to 8 in small group, from 1 to 4 during recess, and from 2
to 3 in the classroom). Results supported that the use of peer mediated strategies a
group contingency can promote the generalization of social skills.

Lastly, using a modified multiple baseline of behavior across four settisggde
Blackbourn (1989) examined the effects of social skill instruction delivered over 12
weeks on the generalization of social skills learned into new settingsiparts were

four Caucasian elementary school children with learning disabilities wattage to
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above average intelligence. Training occurred in the students’ self-contéasstbom
and consisted of discussion of the skill, verbal rehearsal, consequences for aggpropri
usage, and guided practice. Once the students were able to use the skills taught
proficiently, the researcher sought to establish the social skills in otlirgse
Opportunities for practice and reinforcement of the targeted skills wiéisged through
use of multiple exemplars. Prompts were delivered in new environments by other
teachers and parents. Results demonstrated that the trainings of multipleaexempl
through systematic attention and prompts were a feasible way of nurtociag skill
generalization. Each participant was able to adapt usage of the targeddglgh to
both novel environments and situations.
Social Skill Instruction for Reducing Aggression

Many successful treatments exist in the literature for using ssicis as a
preventative strategy for anger and aggression (e.g., Bullis et al., 2001; Christiogher
1993; Elliott & Gresham, 1993; Gresham, 1985; Maddern et al., 2004). Elder, Edelstein,
and Narick (1979) conducted one of the first studies on modifying aggression in
adolescents through social skill instruction. All four of the participantse(timades and
one female) had data-based and anecdotal histories of physically and \egbedigsive
behaviors. In this multiple baseline across three behavior classes design, the four
adolescents were taught the targeted social skills of requesting betieange,
responding to negative communications, and appropriate means of interrupting in a small
group setting 4 days per week for 45 min each session. The intervention consisted of the
instructor providing instructions, modeling, and feedback on correct role play of each

target behavior. Event recording was used during direct observations of the target
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behaviors in addition to the use of a 5-point scale to rate each occurrence using specifi
criteria. Further, a direct observation generalization measure wasamnsestiog of the
number of times participants received time-out for inappropriate instahtaget
behaviors and the amount of token economy fines. Results indicated that the social skill
instruction increased the adolescents’ socially appropriate behavioeareisked
aggressive responses during role-plays, in addition to generalizing to thedodaamnd
lunchroom settings.

A few social skill instruction programs (e.SSET Skillstreamingand Walker
Social Skills Curriculurhwere developed exclusively for the sole function of teaching
youth with aggression to express anger appropriately through exhibition of prosocia
behavior (Hazel, Schumaker, Sherman, & Sheldon-Wildgen, 1981; Goldstein, 1973,
Walker et al., 1988). One all-encompassing prograggression Replacement Training
(ART) developed by Goldstein, Glick, and Gibbs (1998) incorpofsitdistreaminghe
Adolescen{Goldstein, 1973; Goldstein, McGinnis, Sprafkin, Gershaw, & Klein, 1997)
social skill instruction curriculum for adolescents who are chronicallyeagiye,
alongside Anger Control Training (Feindler & Ecton, 1986) and Moral Reasoning
Training (Kohlberg, 1984). Th8killstreaming the Adolescef@oldstein, 1973;
Goldstein et al., 1997) social skill curriculum has been found effective with youth who
are chronically aggressive (e.g., Coleman, Pfeiffer, & Oakland, 1992; Goldstdink& G
1994); however, it is also the only curriculum commercially available for use wit
secondary students.

Goldstein and Glick (1994) evaluated the effectivenegggfession

Replacement TraininART) with two studies conducted with incarcerated juvenile
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offenders. The first study was conducted at a New York State youth faatlitypO
youths incarcerated for crimes such as drug abuse, burglary, or unarmed.robbery
Twenty-four youth received the 10-weART program, 24 were assigned to aAiRT
brief instruction control group, and 12 received no treatmentAR¥ecurriculum
consisted of the following: (gkillstreaming the Adolescefite., modeling of behaviors,
role-playing, providing performance feedback, and transfer trainingyl¢kal
Reasoning Training (exposing participants to moral dilemmas), and (c) Sogémwol
Training (i.e., recognizing triggers, identifying cues, using remindeirsy vsducers, and
employing self-evaluation). Multiple dependent measures were used to idetérm
effectiveness of the training, including (a) skill acquisition, (b) percentagjdlbfransfer
to novel situations similar to those taught, (c) percentage of skill trangfewvéel
situations dissimilar to those taught, (d) number of naturally occurrinyioemacidents
to which skill is applied, and (e) rate of decrease in impulsivity. Results deatedst
that youths receiving th@RTprogram were able to acquire and transfer 4 of the 10
Skillstreamingskills appropriately (i.e., preparing for a stressful situation, dealitig wi
group anger, expressing a complaint, and responding to anger). When stafaailitiie f
completed follow-up rating measures blindly for all youth released, it weswised that
in four of the six areas evaluated (i.e., overall, peer, home/family, and leggatuie
received ratings of being at in-community functioning (i.e., to live or work
independently) or significantly superior than youth who did not receivaRTgrogram.
A second study on th&RTprogram by Goldstein and Glick (1994) replicated and
extended the findings of the first. Three juvenile male delinquents, between tloe# ages

13 to 21 years old, acquired and transferred 5 out &kiltreamingskills correctly.
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Another study that adapted tB&illstreaming the Adolescef@oldstein, 1973;
Goldstein et al., 1997) social skill curriculum for instruction was conducted by Tse,
Strulovitch, Tagalakis, Meng, and Fombonne (2007). These authors used a pre-test/post-
test group design with 46 middle and high school age studdntsl@.6) with high-
functioning autism or Asperger syndrome. Each group of 7-8 adolescents was taught
during a weekly 1 ¥2-hour session using a combination of psychoeducational and
experiential methods to facilitate acquisition of social skills through pitynale play
over a 12-week period. Dependent measures were three parent questionnaires, including
(a) theSocial Responsiveness SO@&S that evaluated social competence (i.e.,
treatment effectiveness), (b) tAberrant Behavior CheckligABC) that measured
problem behaviors for persons with developmental disabilities, and (sjsbeger
Child Behavior Rating ForniN-CBRF that assessed behavioral and emotional
difficulties of children and adolescents with developmental disabilities.

Results indicated that no significant differences between age or gerstedea
the dependent measures. For adolescents whose parents returned feedbacksurveys (
33), improvement was seen on tBC subscales of “Irritability” (mean difference 22.41
vs. 3.38p = .006)and “Hyperactivity” (mean difference 6.82 vs. 0.43; .003). In the
area of social competence, statistically significant pre- to psistliféerences were seen
on 6 of the 12 outcome measures (SR STotal, Social Awareness, Social Cognition,
Social Motivation, DSM Social Aspects, aNdCBRFPositive Social Total). For the area
of problem behaviors, statistically significant improvements were seen on 51 the
outcome measures (i.&l;CBRFProblem Behavior Total, Conduct Problems,

Insecure/Anxious, Self-Injure/Stereotypic, Self-Isolated/Ritualistnd Overly
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Sensitive). The authors stated that there were a few limitations of thysirstiutling the
following: (a) small sample size, (b) use of parent only measures, (c)otne grogram
was not standardized, so program differences between groups existed, and (d)
interventionists were not trained to work with this specific population althoughteey
prior experience in teaching social skills. An inherent problem that arose after
implementation of this study is that due to the non-standardized techniques foirtgliver
social skill instruction across groups, it is impossible to replicate this.shaidljtionally,
the use of multiple exemplars would be necessary for generalization of &dtsal s
learned using th&killstreaming the Adolescef@oldstein, 1973; Goldstein et al., 1997)
program.
Social Skill Instruction Studieswith African American Youth asPrimary
Participants

Even though a variety of social skill instruction programs exist to teach yout
with aggression to express anger appropriately through exhibition of prosocial behavior,
much of the research has focused on the Caucasian population. Few social skill
instruction studies have been conducted with African American youth, espetally a
secondary level. Even fewer social skill instruction studies exist thateeaducted with
African American youth with mild intellectual disabilities. Accardito Banks, Hogue,
Timberlake, and Liddle (1996) only a small number of studies pertaining to sotial ski
instruction have focused on reducing cognitive or social skill deficits defate
aggression, with only a scant amount focusing on African American youth.

Presley and Hughes (2000) conducted one of the few studies in the high school

setting that expressly focused on the effects of teaching primarilyagAfAmerican
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students social skills. Four students with emotional or behavioral disabilities, thre
African American males and one Caucasian female, were chosen fopaéiditin this
multiple baseline across participants design study. The intervention cdredisive use
of theTriple A Strategy (ASSESS, AMEND, ACT) adapted from Wialker Social Skills
Curriculum (Walker et al., 1988, as cited in Presley & Hughes, 2000) to express ange
appropriately taught by the selected general education peers through pededneidect
instruction and role playing activities. The following four dependent variables we
measured: (a) number of correctly performed steps oftipée A strategy, (b)
participant’s volume of voice, (c) participant’s nonverbal affect, and (d) ocmer e
appropriate and inappropriate responses to naturally occurring anger-indtuciQrss
in the classroom. Results demonstrated that all students were able to showaseincr
the number of steps of the anger management strategy they performedehgaugiven
role-play scenarios with their general education peers. A limitation of tiug stas that
the generalization data were difficult to measure. The authors explained shaashilue
to the infrequent opportunity for naturally occurring aggression inducing situations.
Nevertheless, there was some indication of behavioral change within the academic
setting, demonstrating nominal use of steps taught (3 or less) in reactioartlyat
occurring anger provoking situations.

Hammond and Yung (1991) examined the impact of a small-group, social skill
instruction program on the social skill acquisition of primarily at-risk Afniésmerican
adolescents. Participants in this study were between the ages of 12 ands Iidyedh
70% male and 30% female. A total of 57 youth completed the training in small groups of

10-12; however, they only assessed the outcomes for a small sample consisting of 15



44

participants. Of the 15 participants, 14 were African American and one waaszaud
control group of 13 students who did not receive the intervention were chosen for
comparison. The social skill intervention utilized in this study wa®tsitive
Adolescents Choices TrainiBACT), a social skill based violence prevention training
program adapted from tle&SSETsocial skill instruction curriculum (Hazel et al., 1981,
as cited by Hammond & Yung, 1991) and targeted for at-risk African American
adolescents. Training was conducted in a public school setting during the school day
twice weekly for 50 min per session. Youth recei?&LCTin six skill areas: resisting
peer pressure, negotiating, giving positive feedback, giving negative f&edbaepting
negative feedback, and solving problems. Skills were introduced to participants through
videotape vignettes. After watching the vignettes, students participatee playl
activities together which were videotaped. The purpose of videotaping partichzents
that it allowed them to see themselves and peers as models who demonstratechggpropri
behavior during social conflict.

According to observers, youth who participated inRA& T social skill
instruction training demonstrated improvement in all target areas, in addityamis in
conversation skills and ability to follow directions. Results also demonstrated that
participants made the greatest gains in areas with larger skill daficithe least gains
in areas in which they demonstrated strength prior to the intervention. The three skil
areas of greatest gains were giving negative feedback, problemgs@nd resisting
peer pressure. The average participant gain was 33.5% across alFalieasng
training, school records showed that none of the participants received suspension or

expulsions for violence. For the comparison group of 13 students not receiving the
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intervention, there were two expulsions, six in-school suspensions, and one out-of-school
suspension associated with violence.

While few social skill instruction studies exist with African Americaudents as
primary participants, it is even rarer to find studies that incorporate aatlyltur
responsive curriculum. According to Cartledge, Singh, and Gibson (2008), social skill
instruction needs to mirror the experiences and lifestyle of a culturallysdilearner in
order to be culturally relevant to them (i.e., include culturally specific mpdsé
scenarios that reflect learner’s environment, include socially valid)skiladdition, the
persons providing social skill instruction need to be knowledgeable about variousl cultura
differences and be able to distinguish between social skill deficits andatulifferences
(Cartledge et al., 2008).

Lo, Mustian, Brophy, and White (2011) conducted one of the few studies
examining the efficacy of culturally responsive social skill instructtadies on the
social competence of African American males with or at risk for mild digabilln this
multiple probe across participants design study, participants were in the thirghthr
fifth grades. Students received peer-mediated culturally relevant sodiaiskiiction
adapted from th®&/orking Togethesocial skill curriculum (Cartledge & Kleefeld, 1994,
as cited in Lo et al., 2011) from their same grade peers. Social skill tretriar each
targeted skill was delivered over the course of three lessons using Microsoft
PowerPoint© on a laptop computer. Each lesson comprised a folk story (i.e., from
different countries in the world) aligned with the targeted social sksiudision
guestions related to the folk story, skills steps, practice scenarios, andtappbtéhe

skill to real-life situations. Results demonstrated that all particigaatstutors and
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tutees) improved their response accuracy on specific classroom-based asdiaggr
resolution social skill knowledge probes for targeted social skills taught lyptess.
Moreover, direct observation data indicate that participants exhibited decreaslsf
inappropriate classroom behaviors during social skill instruction.

A second study by Banks et al. (1996) investigated the effectiveness of two
different social skill instruction curricula focusing on problem solving, anger
management, and conflict resolution for 64 low-income, urban African American
children and youth. The sample was divided in two groups. One group received a
curriculum that was Afrocentric (i.e., incorporated discussion of Afrfaaerican
History, cultural experiences, and value system based on seven principlesanh Afr
American culture identified) and the other group received a curriculum tlsat wa
culturally responsive but not Afrocentric. The results of this study denavedtthat
while both social skill curricula were effective in reducing participaasgjer and
inducing their exhibition of more controlled behaviors during potentially problemati
situations, neither curriculum was inherently better than the other.

An additional study by Leff et al. (2009) examined the efficacy of a culgural
responsive social problem solving and social skill intervention for 35 third- through fifth
grade African American girls identified with relational aggressian,(gossiping,
threatening to withdraw friendships) from six experimental and five @lotiassrooms.
The intervention consisted of 20 sessions provided for 30 min biweekly divided into the
following five components: (a) types/locations of friendship-making dities; (b)
physiological arousal and calming strategies, (c) evaluating resparsagentions, (d)

applying strategies to gossip and peer entry situations, and (e) reviewaugsG
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contained 6-10 girls who were either relational aggressors or positive rolésnioaleh
lesson utilized culturally relevant material such as cartoons and vidematiloiss with
African American girls. Results of this study demonstrate that a alljtuelevant social
skill intervention has the potential for effectiveness with urban African Aaegirls
with high levels of relational aggression. In addition, high rates of program albitipt
and low rates of attrition suggest that this type of curriculum was meaningful a
engaging to participants.

Summary

Studies examining the use of social skill instruction in decreasing aggressl
promoting the prosocial behavior of African American students have been limited,
especially in the high school setting for students with mild intellectuabititszss. An
effective social skill instruction curriculum aimed at preventing violentenvAfrican
American youth iSkillstreaming the Adolescef@oldstein, 1973; Goldstein et al.,
1997). Even though social skill instruction programs have demonstrated success in
decreasing aggression related behaviors in African American youth anasingre
prosocial ones, Gresham et al. (2001) described several flaws that existéthin t
literature for successful implementation of social skill instruction.

One of the consistent weaknesses Gresham et al. (2001) provided was the
difficulty in getting students to generalize skills taught over a variesgtings and to
maintain these skills over time. A recommendation provided by researchieas as
structured and standardized curriculum should be utilized to ensure consistency
throughout implementation of the social skill instruction program. Another suggestion

offered during the implementation of future studies is to incorporate the use gflenulti
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exemplars (e.g., across different settings, across different personsyarsatigns in
role-play situations). Culturally relevant social skill instruction should lzdsoesed to
enable students to relate to the social skills being taught in a culturaliyaefanner.
Lastly, the use of function based assessments of participants’ sociatrekifiths and
needs are recommended in order to develop social skill instruction programs that are
socially valid and increase the probability for successful implementation.
Parental I nvolvement

According to a recent literature review on social skill instruction for stisdeith
disabilities, an element of effective social skill instruction was to involvenpsin the
implementation of the intervention by providing parents with certain respotisgotl
support their child in practicing social skills taught in a therapeutic setithg the
home environment (Denning, 2007). While many studies use peers to facilitate student
generalization of social skills learned due to the increasingly signtfrole of peer
influence and approval, parental influence still has a notable impact (Quinn1&o4,
Ruffalo & Elliott, 1997).
Parental I nvolvement in the Education of African American Youth

Parental participation in their child’s education may be prognostic of academi
success; and interventions provided within schools have optimistic results witraparent
involvement (Jimerson et al., 2006; Turnbull & Turnbull, 2001). Specifically, home-
school collaboration is related to better academic outcomes for children ¢@boistet
al., 1992; Epstein, 1992). A strong correlation exists between parental participation and
student achievement, accountability, attendance, social skills, and behavoors (Bl

2001; McKay et al., 2003; Pena, 2000; Thompson, 2003). Furthermore, to increase the
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educational success of students, parents must be crucial participants; and parents
teachers, and youth must all work together (Pryor, 1995). Even though there are mutual
benefits for children and parents, Smith, Krohn, Chu, and Best (2005) demonstrated that
African American parents still remain minimally involved in their childsesducation
regardless of whether their child receives general or special emfusatvices. A way for
schools to help empower parents within their children’s education is to develop open and
proactive communication systems between African American familieharsthool
(DeCastro-Ambrosetti & Cho, 2005).

Due to the lack of parental involvement in the education of their African
American children, it is not surprising that much of the literature surroundsgria
has been with this specific population. Cox (2005) identified and analyzed 18 empirical
studies conducted in the United States involving interventions using home-school
collaboration as a component. The majority of the almost 9,000 students (aged 4 to 16
years) investigated were at risk for mild disabilities or experiendegsia their
academic learning, and experienced social difficulties. More than hak sfuldies
reporting socioeconomic status (SES) of participants included those frony toainl
SES environments, the majority of which were African Americans (67%).

Key methodological features of the studies were evaluated by Cox (2005) to
determine external validity. The majority of studies showed strong or proneigitgnce
of measurement quality; however, few discussed validity of measuresngsedlg one-
third noted reliability of results. About 33% and 50% of the studies showed strong and
promising evidence for control group in group designs or quality of baseline in single-

subject designs, respectively. None of the studies were able to verifyetthefral
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intervention components, thus none received a rating of strong evidence in this drea. Wit
regard to procedural fidelity, 22% showed strong evidence and 27% showed promising
evidence. The vast majority of the studies (72%) were conducted in the public school
environment, and a few of the studies were replications of previous research. Most
studies did not meet the criterion for showing statistical evidence of change omeutc
measures (i.e., at least 75% of total measure for each key construotenhtms
showing the smallest effect sizes tended to be those involving multiple components or
were school-wide interventions. The ones that showed the greatest effestaieeones
involving daily home and school communication (e.g., daily report cards, school-to-home
notes). Results indicated that interventions implemented where school personnel and
parents had a two-way exchange of information or worked together wereuncsssul.
Parent Involvement in Social Skill Instruction for African American Youth

Based on the current research, it is highly probable that by involving parents in a
social skill instruction program, their children might fare better in the afeasyuisition
and generalization of skills taught within the academic setting. Schools may be able
increase students’ ability to generalize social skills to other setbhyngvolving parents
in the intervention process (Armstrong & McPherson, 1991; Budd & ltzkowitz, 1990) in
order to prompt their children to practice these skills and reinforce skill dentarstra
the home environment (Siperstein & Bak, 1988). Despite that few studies had direct
involvement of parents in choosing social skills to be taught (Haager & Vaughn, 1995),
research indicates that parents and educators perceive social skillt agnaalar area
(Baumagart, Filler, & Askvig, 1991).

Involvement of parents as participants in social skill interventions in sometgapac
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or as instructors is frequently missing (Budd, 1985). Of the 18 studies currentlfiedent
as having some level of parental participation as a component of the social skill
instruction package, only nine included African American students as particifauen

of those eight studies investigated students at the elementary level (igtia@h?005;
DeRosier & Gilliom, 2007; Fraser, Day, Galinsky, Hodges, & Smokowski, 2004;rFrase
et al., 2005; Middleton & Cartledge, 1995; Pfiffner & McBurnett, 1997; Townsend,
1994). For example, DeRosier and Gilliom (2007) evaluated the effectsPétbet

Guide for Social Skills GRoup INterventi(® S.GRIN-P§compared to the effects of the
Social Skills GRoupNtervention(S.S. GRINon 59 elementary general education
students (93% White and 7% African American) experiencing socio-emotionalipsoble
The parent and child versions of this social skill intervention were manualized, highly
structured programs consisting of session scripts and activities focused @sithecre
negative social behaviors and increasing prosocial behaviors. Participamizssigned

to one of three groups (i.e., parent social skill instruction, parent plus paralietcbial
skill instruction, or no-intervention control). Although results indicated that there mo
statistically significant differences between treatment groups on oatowasures, it

was shown that by having the parents learn social skills, they were gevskilth to

teach these to their children as effectively as the interventionists.

Fraser et al. (2004) investigated the effects of a multicomponent soltiahski
family communication/problem solving program using a treatment or control group
design on 86 children with conduct problems (approximately 85% African Amemnckn a
15% White) ranging in age from 6 to 12 years. Statistically signifiemutits were

observed for the treatment group participants as they received higher tagicigsrthan
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the control group in the areas of engaging in prosocial behavior and social cotitact wi
peers. Children receiving the intervention were also rated as having betsefoskil
controlling their tempers, calming down when excited, and expressing thaigseie an
appropriate manner. A significant limitation of this study was that the design did not
include a child-only intervention group, so researchers were unable to differéntiat
parent involvement, social skill instruction, or a combination of the both attributed to
student gains on outcome measures.

Townsend (1994) examined the effect of lagent and Child Trainig Strategies
(PACTS on the acquisition and performance of appropriate social skills for six upper
elementary (i.e.,"2 5", 6" grade) students at risk for school failure evenly distributed as
White, Black or Hispanic. Parents implemented €28 TSlesson by using the
following teaching format: (a) model skill, (b) provide practice opportunitigev@luate
student performance, (d) use an error-correction procedure to provide feedback, and (e
provide social reinforcement. Utilizing curriculum based assessments aralapl
scenarios, Townsend determined that through parental involvement within the
intervention, participating students were able to perform at a level consiste
normally achieving peers.

Christian (2005) conducted a study that explored the effects of parent-teacher
collaboration on the behavioral performance of three kindergarten and first grade
students. In this multiple baseline across behaviors design, teachers and parents
collaborated to implement daily lesson plans usintHO®E social skill curriculum (i.e.,
What Happened, What are some Other things that could be done, Pick one, and

Encourage it). Materials consisted of three dolls representing the threemptodthaviors
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to be addressed (i.e., following directions, listening without interruptions, remain in
assigned area/sitting in seat), nine stories relative to behaviorssetfjrasd cards that
outlined social skill steps provided in the stories. Each doll represented a stutiemt wi
social skill deficit that interfered with its ability to conform to classn rules and
expectations. Social skill lesson instruction was provided by the studenssbclas
teacher 3 days per week (i.e., Mon, Wed, Fri) in the school environment and by their
parents two nights per week (i.e., Tues, Thurs) in the home environment. Results
demonstrated the efficacy of parent-teacher collaboration in teastana skills to
African American elementary aged students with challenging belsavsamg social
stories and decreasing their exhibition of targeted behaviors.

Pfiffner and McBurnett (1997) investigated the impact of brief social skill
instruction with activities provided by parents to enhance social skill acquisiitbn a
performance of 27 elementary age students with other health impairmenor@nl
participant was an African American student. Researchers demonshatéugs specific
social skill instruction led to gains in the participants’ acquisition of socitl ski
knowledge, and to statistically significant improvements, as reported by tmspane
the social interaction and home behaviors of their children. Improvement wasineginta
over a period of about 3-4 months after termination of the intervention; however, the
magnitude of treatment effects did diminish from post-treatment to follow-up.

The treatment/control group design study by Fraser et al. (2005) was cahiducte
determine the effects of social skill instruction with parental involvement csottial
competence and aggressive behavior of 548 third-grade students in the generianeducat

classroom with 20% identified as African American. The social skill instruct
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intervention in this study, thdC Program consisted of activities to help students build
social relationships and work collaboratively with peers in the classroom and other
settings. It was designed to increase contact with prosocial peeesisaesocial
competence, and decrease peer rejection. In order to increase genanahziatime
environment, parents received newsletters that described social skills taughavaaedor
activities to practice skills with their children. Parents were alsoeidvd attend five 1.5-
hour information sessions and 28% of the children in the study had parents who
participated in a minimum of one family night session. Results supported the mesearc
hypotheses suggesting that children in the two intervention conditions would show
decreased aggression and increased social competence.

Finally, Middleton and Cartledge (1995) conducted the only study with an entirely
African American student population who exhibited aggressive behaviors, ramgigg
from 6 to 9 years. They evaluated the effects of social skill instruction ogghesaion
of five elementary students. Thaking Part: Introducing Social SkillCartledge &
Kleefield, 1991, as cited in Middleton & Cartledge, 1995) consisted of modeling, role-
playing, corrective feedback, parental involvement, and differential regrfuent of
alternative or incompatible behaviors. The intervention was administered by the
researchers in an urban public elementary school for eight 30-min sessionpeneda
of 10 days. Parents received training in a 1 1/2 hour session inclusive of discussions and
demonstrations on social skills training, importance their children’s prosocial
development, and parental influence on child behavior. Parents received notes following
each social skill lesson to enable them to discuss skills with their children, provide

opportunities for demonstration, and provide feedback. Social skill instruction provided
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at school in combination with parent participation in activities and reinforceniiam w
the home environment reduced the aggressive behaviors of four out of the five
participants.

Of the 18 studies incorporating parental involvement in a social skill intervention,
only two had participants of African American descent at the middle or high school
levels. Harrell, Mercer, and DeRosier (2009) investigated the impact ofeh skidi
instruction intervention package with a parental component on social relationships,
behavior, and emotional functioning of youth. Students ranged in age from 13 to 16 years
old (median age was 14.2) and were experiencing social relationship problems.idlhe rac
composition of participants was 79% Caucasian, 13.5% African American, 1.4%
Hispanic, 2.7% Asian, and 1.4% Hawaiian. A pre-test/post-test group design wasl utiliz
and participants were randomly assigned to a treatment or wait-list ogimotopl. The
social skill instruction consisted of didactic instruction combined with physitiaites
(e.g., hands-on, modeling, role playing). Parents participated in 4 out of the 12 group
sessions with their children on topics such as goals and personal and family actson pl
as well as communication, cooperation, and perspective taking. In addition, parents
provided supplementary activities within the home environment. Statistiogtiijisant
differences were found in global self-concdpt.68, p< .01), social self-efficacyB=.20,
p< .05) and internalizing behavids€ —14,p< .05).Results supported that this social
skill instruction package had a positive impact on the emotional and social functioning of
youth experiencing social relationship difficulties.

The second study, conducted by Laugeson, Frankel, Mogil, and Dillion (2009),

examined the effects of a parent-assisted social skill instruction intervent
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increasing social skills and friendships of high school students with disabilities

majority of the participants were identified as either having Asper@mdrome or
Pervasive Developmental Disorder. Fourteen of the participants weresZanicix were
Hispanic/Latino, three were African American, three were Middledfasand three

were from mixed ethnicities. A pre-test/post-test group design wazedtilRandom
assignment of participants included 17 in a treatment group and 16 in a delayedtreatme
control group. Data for both groups were collected prior to the implementation of the
intervention and at the end of the intervention (i.e., week 12). The delayed treatment
control group did not receive the intervention until week 13 and data collected during the
time this group received the intervention were not presented. The social skilttiast
intervention occurred once per week for 90 min for a total of 12 sessions. Teens and
parents attended concurrent sessions separately, where they receruetiansin the

main components of making and keeping friends. Supplemental homework activities
were monitored by parents who provided support and reiteration of skills as needed. The
treatment group had statistically significant gains onTés of Adolescent Social Skills
KnowledggTASSK in knowledge of social skillgj=17.76,p< .01) and on parent rated
social skills ¢,=7.34,p< .01). The treatment group also showed improvement of 4 of 12
outcome measures (knowledge of rules of social etiquette in making/keeping, friends
frequency of hosted get togethers, quality of friendships, and teens’ overadfieeeial
skills). This social skill instruction intervention package was effective ieasing

treatment participants’ knowledge of social etiquette with regard to makingeapahkg

friends, increasing their frequency of get-togethers with peers, amésneg their
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guality of friendships. On the contrary, the delayed treatment control group did not make
statistically significant gains

Although the two previous studies including secondary level African American
students show promise, there are a few limitations that need to be addressed in futur
studies. First, bias exists in one of the dependent variables, parent outcome. The
researchers hypothesized that the parents might have been biased due to their
participation in the intervention. A multimodal method of assessment needs to el utiliz
capturing data from parents, teachers, and students. Second, maintenancesdada wer
collected following termination of the interventions. Third, more comprehensive
demographic data need to be collected, especially regarding students’ diagnosed
disabilities. Finally, studies need to be conducted using evaluation methods tloat rule
non-specific treatment effects (e.g., effects that could be due to attestewved during
the intervention).
Summary

Researchers have expressed the need for parental involvement in the schools in
order to facilitate academic success of students, especially those fricanA&merican
backgrounds. Parent collaboration has been associated with better educationa®utcom
in addition to increasing favorable results of interventions implemented witkhmoals
setting (Christenson et al., 1992; Epstein, 1992; Jimerson et al., 2006; Turnbull &
Turnbull, 2001). Social skill instruction is a need for many students with mild irttedlec
disabilities; and having parental involvement as a component can help gerskilsze
learned to settings other than the therapeutic one. Even though much of the literature

within special education revolves around the issue of disproportionality with tloadfri
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American population, it is surprising that very few social skills studies on agmnes
have been done with these students at the secondary level. Additionally, only 9 out of 18
studies in the area of parent collaboration included African American students.
Summary of Literature Review

Poor post-school outcomes for youth with disabilities continue to be an ongoing
trend despite federal legislation mandating that schools make the necéssaygscto
improve outcomes for their students, especially those with disabilitie\(IRED4;
Johnson et al., 2002; NCLB, 2001). When taking the disproportionate representation of
African American youth with mild intellectual disabilities into accquinis found that
this population has a greater probability of encountering poor post-school outcomes than
their Caucasian counterparts (National Research Council, 2002; Wagnere&&oCam
2004). A contributing factor to poor post-school outcomes for African American youth
with mild intellectual disabilities could be attributed to higher levels ofesgyon that
exist within this population and a correlation between aggression and poor sdisial ski
(Bastian & Taylor, 1994; Lochman & Dodge, 1998). Another contributing factor could
be that they are placed in more segregated placements due to cultural biag éxisig
the placement process (Arnold & Lassmann, 2003). These segregated placeayents
further inhibit their social growth and development.

A promising intervention that can increase prosocial behavior and decrease the
poor social skills of students with intellectual disabilities and challenghg\bors is
social skill instruction. Social skill instruction has been used frequently to hielerds
with intellectual disabilities remediate their social skill dei¢iGresham, 1992, 1998;

Kavale & Forness, 1999; Rutherford et al., 1996). Moreover, research suggestsizhat soc
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skill instruction may help to reinforce the social skills of African Ameamistudents who
already receive special education services (Gardner & Miranda, 2001).

Gresham et al. (2001) identified consistent weaknesses in the social skill
instruction literature including generalization issues and low effexgs sesulting from a
mismatch between treatments and social skill deficits. One way to help student
generalize social skills to other settings is to incorporate the use gblmaebkemplars
(e.g., practice skills in multiple settings and with a variety of people)nRafer
example, would be able to help students learn social skills with people and places that
differ from the academic environment. This idea is supported by research b&cause
strong correlation exists between parental participation and studeeneciant,
accountability, attendance, and social skills (Bloom, 2001; McKay et al., 2003; Pena,
2000; Thompson, 2003). In order to counter low effect sizes that could be caused by
treatments not aligned to social skill deficits, Elliott and Gresham (198dmreended
that prior to formal social skill instruction, interventionists should conduct assassto
identify social skills participants currently possess, social skiltsattealacking within
participants’ repertoires, and social skills integral to the participadtgiation.
Additionally, the social skill instruction intervention should match students’ adquisit
or performance deficits by attending to the competing behaviors, behduitoaons,
and alternative replacement behaviors (Gresham, Van, & Cook, 2006).

Even though it has been noted that African American youth tend to be more likely
to experience aggression and social skill deficits than their Caucasiantipeerss little
research with this population on social skill instruction with parental involvenmetitisl

current literature review, 18 studies were found with only nine having been cahduacte
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students who were African American. Of these nine studies, only two were conducted
within the secondary setting. It is even more difficult to find research stindies t
examine the efficacy of culturally responsive social skill instructioh Wftican

American youth. Few studies using a culturally responsive social skilictisn

package with African American students were identified (Banks et al., 198@&t lat.

2009, Lo et al., 2011). In order to help improve the post-school outcomes of African
American youth with mild intellectual disabilities and challengingavédrs, research is
needed in the area of social skill instruction incorporating parental involvement to
address students’ aggression and overall social skill deficits. Additionakarobsis
needed that incorporates the use of a culturally responsive social skilttiostru

curriculum and considers the behavioral function of students’ aggressive behaviors.



CHAPTER 3: METHOD

This chapter describes the methodology used for the current study. Information is
provided on the participants, settings, materials used, experimental desiyeninba,
dependent variables, interobserver agreement, procedural fidelity, and sadigl.val
Participant Selection Criteria and Participants

Participants in this study were threéhalgrade African American students with
mild intellectual disabilities and challenging behaviors enrolled in theufmatwnal
course of study,” a diploma bound program for students with disabilities who need a
modified curriculum focusing on independent living and post-school employment.
Participants were selected based on the followiitgria: (a) history of exhibiting social
skill deficits and/or high levels of aggressive behawaording to teacher’s
nominations and informal observations, (b) scoring “Below Average” level or lower on at
least one of th&ocial Skillssubscales (signifying they exhibited less social skills than the
average for those within their norm group) or “Above Average” level or higher oasit le
one of theProblem Behaviorsubscales on tH&ocial Skills Improvement System (SSIS)
Rating Scales Teacher, Parent, and Student Forms (Gresham & Elliott, 2008), (c)
deficits in social skill performance as identified through teacher, parehstadent
completion of theSkillstreaming the Adolescent Check(isbldstein & McGinnis, 1997)
especially in the areas of alternatives to aggression, (d) high level of sittdadance

(i.e., absent no more than once per bi-week period), (e) parents’ commitment to
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implement social skill instruction activities at home, angé#fents’ signed informed
consent and students’ assent.

The SSIS Rating Scal8®acher Form, Parent Form, and Student Form (Gresham
& Elliott, 2008) was conducted to determine each student’s social skill $tsesugyd
performance deficits. Th®SISuses a multirater approach assessed individually to help
identify students suspected of having considerable social skill deficits asis asshe
development of interventions for those students. SBES Rating Scalessesses three
domains: (a) social skills, (b) problem behaviors, and (c) academic competerree. The
are a total of 46 items measured in seven subdomains &otha Skillssubscale: (a)
communication, (b) cooperation, (c) assertion, (d) responsibility, (€) emgBthy
engagement, and (g) self-control. The domaiRrablem Behavioconsists of 30 items
in five subdomains: (a) externalizing, (b) bullying, (c) hyperactivity/erdton, (d)
internalizing, and (e) autism spectrum. The domaiAaaidemic Competencehich is
only included on the Teacher Form, assesses a student’s academic or learnilmgsbeha
in the classroom environment. For each item orSfBES Rating Scal@s the domains of
Social SkillsandProblem Behaviorsa rater indicates how often a specific, observable
behavior occurs using a 4-point scale (i.e., Never, Seldom, Often, Almost Always).
Additionally, within the domain oSocial Skills the rater designates the perceived
importance of each social skfile., Not Important, Important, Critical). In the domain of
Academic Competenctne teacher compares the student’s academic or learning
behaviors for each item with peers within the same classroom environment usateg a sc

of 1to 5 (i.e., 1=Lowest 10%, 2=Next Lowest 20%, 3=Middle 40%, 4=Next Highest
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20%, 5=Highest 10%). For the purpose of this study, participant results in the academic
competence domain were not reported.

According to Gresham and Elliott (2008), results from3B8¢SRating Scales
were compared to normative scores developed via a nationwide standardizationoample
4,700 children aged 3 through 18 years who represent the population of the United States
across race, gender, geographic location, and socioeconomic status SShSRating
ScalesTeacher Form, Parent Form, and Student Form for students aged 13 to 18 years,
the median scale internal consistency reliability coefficientsS#e 96, and .95,
respectively. Median test-retest reliability coefficients of théesdar the Teacher and
Parent Forms for students aged 3 to 18 are .83 and .86 respectively. The Student Form is
only used for students aged 8 to 18 and its median test-retest reliability eoefbicthe
scales is .79. These measures were used to establish teacher, parent, arcpggtinser
of participants’ social behaviors by indicating the degree to which certaad skitis or
problem behaviors were observed. As indicated previously, only students who received
“Below Average” levels or lower on at least one of 8uoeial Skillssubscales or “Above
Average” level or higher on at least one of Breblem Behaviorsubscales met criteria
appropriate for inclusion in this study.

The Skillstreaming the Adolescent Check(iSbldstein & McGinnis, 1997)
provides a multimodal means of measurement to assess social skill defididdestants
who exhibit aggressive behavior. T8killstreaming the Adolescent Checkhiss three
versions: Teacher, Parent, and Student checklists. Each is composed of 50 items
measuring how often a student, aged 13 to 18 years, performs each social skiBiwithin

domains: (a) Beginning Social Skills, (b) Advanced Social Skills, (c) SkillBéaling
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with Feelings, (d) Skill Alternatives to Aggression, (e) Skills for Dealvith Stress, and
() Planning Skills. For each item, the rater indicates the frequency eaehskill is
performed on a 5-point scale (i.e., Almost Never, Seldom, Sometimes, OftentAlmos
Always).

Five students were initially recommended by the special education coordorator f
participation in this study; however, only three students (two female students and one
male student) met the criteria for participation. One student was eddbedause her
school attendance was poor. A second student was excluded due to the inability of school
staff to obtain parental permission for her participation.

Jaquita Jaquita (pseudonyms are used to identify students) was a 16-year-old,
10"-grade African American female student referred for her inability tosiotén a
socially appropriate manner with her peers and for numerous office lefeea spitting
in peers’ faces, cussing at staff and peers, insubordination). Her parents weagrigot; m
however, they have cohabitated since her birth. Jaquita was identified with a mild
intellectual disability in addition to documented behavioral issues. OWVé#ohsler
Intelligence Scale for Children — Fourth Editig¢v1SC-1\j conducted by a school
psychologist in 2006, JaquitaFull Scale Intelligence Quotiel(tQ) was 70, he¥erbal
Comprehension Indexas 74, and hd?rocessing Speed Indasas 70. On the
Woodcock-Johnson Il Tests of Achievenf@énhi-11l), Jaquita had subscale standard
scores of 74 iBroad Math 71 inWritten Language92 inBasic Readingand 84 in
Reading Comprehensio®n theWJ-l1ll, a standard score from 90 to 110 is within the
average range, 80 to 89 is within the low average range, 70 to 79 is within the low range,

and 69 and below is considered to be within the very low range.
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Results of th&SISStudent Form completed by Jaquita indicated that she fell in
the “Below Average” range on all seven subdomains ostueal Skillsubscale. Results
from theSSIScompleted by her teacher indicated that Jaquita fell in the “Below
Average” range on théommunicationCooperation ResponsibilityEmpathy
EngagementandSelf-ControlSocial Skill subdomains. Results from ®8IScompleted
by her mother indicated that Jaquita fell in the “Below Average” range on the
CommunicationAssertion ResponsibilityEngagementandSelf-ControlSocial Skill
subdomains. Her overall standard scores of 40, 69, and 70 88smpleted by
Jaquita, her mother, and her teacher, respectively, indicated an average rank of 2
percentile. This means that 98% of students in her age norm exhibit higher sosial skill
than Jaquita. On the Problem Behavior subscale @88 Jaquita fell within the
“Above Average” range across all raters onEx¢ernalizing Hyperactivity/Inattention
andAutism Spectruraubdomains. Her overall average standard score of 137 on the
Problem Behaviorsubscale indicated an average rank of 97 percentile when compared
to a norm sample of her same-age peers, meaning that she scored as high as or higher
(i.e., more problem behaviors) than 97% of the individuals in the norm sample.

On theSkillstreaming the Adolescent Checklquita rated her herself as
“Seldom” or “Rarely” using the skills of standing up for your rights, responding to
teasing, and keeping out of fightsthin the area of alternatives to aggression. Her
mother rated her as “Almost Never” using the social skills of askingipgion,
negotiating, using self-control, and responding to teasing, within the ar@¢araftl/es
to aggression. Results of tB&illstreaming the Adolescent Checktismpleted by

Jaquita’s teacher indicated that Jaquita “Seldom” or “Almost Never” useddlze skills
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of sharing something, negotiating, using self-control, standing up for yous,right
responding to teasing, and keeping out of fights.

Monigue Monique was a 16-year-old, "lgrade African American female
student referred for her poor peer relationships, difficulty maintainingdsigps, and for
numerous office referrals (i.e., making rude remarks to her teacher, stedéng)
grandmother was her legal guardian and Monique rarely saw her mother. Monique was
identified with a mild intellectual disability and a behavioral disabdityan early age. In
elementary school, she received services in a self-contained special eduaatimom
on a half-day schedule for 2 years. OnReg/nolds Intellectual Assessment Scales
conducted by a school psychologist in 2006, Moniq@emposite Intelligence Index
was 56, heWerbal Intelligence Indewas 63, and héXonverbal Intelligence Indexas
63. On thanJ-lll, all of Monique’s subscale standard scores fell within the very low
range. She had subscale standard scores ofM&tinCalculation 64 inMath
Reasoning59 inWritten Expression65 inBasic Readingand 61 irReading
Comprehensian

Results from th&SIScompleted by Monique indicated that she fell in the “Below
Average” range on th€ooperation ResponsibilityandEmpathySocial Skill
subdomains. Results from tB&1Scompleted by her grandmother indicated that
Monique fell in the “Below Average” range on t@@mmunicationAssertion
ResponsibilityEmpathy andSelf-ControlSocial Skill subdomains. Results from ®8IS
completed by her teacher indicated that Monique fell in the “Below Averaggé iam
the CommunicationCooperation ResponsibilityEmpathy EngagementandSelf-

Control Social Skill subdomains. Her overall standard scores of 85, 73, and 82 on the



67

SSIScompleted by the student, her grandmother, and her teacher, respectivelygdndicat
an average rank of 11 percentile. This means that 89% of students in her age norm exhibit
higher social skills than Monique. On tReoblem Behaviosubscale, results of
Monique’s self-ratings indicated that she fell within the “Average” rangsuls of her
grandmother’s ratings indicated that Monique fell within the “Above Averagegjeran
the ExternalizingandAutism SpectrurRroblem Behavior subdomains. Results from the
SSIScompleted by her teacher indicated that Monique fell within the “Below Average”
range on th&xternalizing Hyperactivity/InattentionandinternalizingProblem
Behavior subdomains. Her overall average standard score of 111 Pmokhem
BehaviorsScale indicated an average rank of 73 percentile when compared to a norm
sample of her same-age peers.

Monique’s self-ratings on thekillstreaming the Adolescent Checkirsticated
that within the scope of alternatives to aggression, she rated hersedld@iSor
“Rarely” using the social skills of asking for permission, using self-ogrdand
responding to teasing. Monique’s grandmother rated her as “Almost Never” using the
social skills of standing up for your rights, responding to teasing, and avoiding trouble
with others, within this same area. Results ofSki#istreaming the Adolescent Checklist
completed by Monique’s teacher indicated that Monique “Seldom” or “Almost Never”
used the social skills of negotiating, using self-control, standing up for ighs,r
responding to teasing, avoiding trouble with others, and keeping out of fights.

Delante Delante was a 17-year-old,"@rade African American male student
referred for his difficulty in engaging in socially appropriate peer antlistafactions.

He lived with his married parents and 10-year-old sister. Delante wadiatentith a
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disability coding of other health impairment for attention deficit hypesctisorder in
addition to a mild intellectual disability. The results of WEC-1Vconducted by a
school psychologist in 2006 indicated that Delanfeil Scale IQwas 60, his/erbal
Comprehension Indexas 65, hif’rocessing Speed Indasas 56, hisVorking Memory
Indexwas 77, and hiBerceptual Reasoning Indevas 77. On th&/J-11l Tests of
AchievementDelante had subscale standard scores of 92 (averdg@3icReading 71
(low) in Reading Comprehensipi9 (low) inMath Calculation 73 (low) inMath
Reasoningand 78 (low) inNritten Expression

Results from th&SIScompleted by Delante indicated that he fell in the
“Average” to “Above Average” range on all of te®cial Skillsubdomains, which
contrasted greatly with those indicated by his mother and teacher. Resultedi®81S
completed by his teacher indicated that Delante fell in the “Below geérange on the
CommunicationCooperation Assertion ResponsibilityEmpathy andEngagement
Social Skill subdomains which corresponded to results frorB8i8completed by his
mother. Additionally, results from tH&SIScompleted by his mother also indicated that
he was “Below Average” on tHeelf-Controlsubdomain. His overall standard scores of
124, 55, and 72 on tr&SIScompleted by Delante, his mother, and his teacher,
respectively, indicated an average rank of 33 percentile. CPrttidem Behavior
subscale, Delante rated himself as being “Below Average” to “Averageh were
contradictory to the mostly “Average” to “Above Average” ratings indicatediy
mother and teacher. The orityoblem Behaviosubdomain that was consistent across all

raters was Delante’s behavior falling in the “Average” range oBtiiging subdomain.



69

His overall average standard score of 105 orPtioblem BehaviorS&cale indicated an
average rank of 57 percentile when compared to individuals in the norm sample.

On theSkillstreaming the Adolescent Checkiismpleted by Delante, there were
10 social skills that he rated himself as using “Seldom” or “Rarely.” Theamdythat
fell within the area of alternatives to aggression was sharing somdthsngrother rated
him as “Almost Never” using the social skills of helping others, negotiating,tandisg
up for your rights, within the area of alternatives to aggression. Delante’steatdd
him as “Seldom” or “Almost Never” using the social skills of sharing somethiglging
others, negotiating, standing up for your rights, responding to teasing, avoiding trouble
with others, and keeping out of fights.
Settings

The current study was implemented in a high school located in one of the 20
largest school districts in the southeastern state. The school selected haudl e @nof
1,190 students with 48.8% Caucasian, 38.4% African American, 15.5% Hispanic, 2.5%
Asian, and 1.2% multi-racial. This school had 21.3% of students receiving special
education (i.e., students who were academically gifted and students who had éspabiliti
Approximately 58.2% of all students at the school received free or reduced lunch. The
intervention and data collection took place in a small room located on a hallway acros
from the “occupational course of study” teacher’s classroom. The room wagllotate
suite where the school counselors also had their offices. It was a smalkocefesom
about 15’ by 20’ containing one large conference table with six chairs and a dry erase
board. Additionally, each participant’'s home setting served as a place whesétpha

intervention (i.e., supplemental activities conducted by parents) and datéi@ollec
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occurred. From information obtained from the two parents and the grandmother who
worked with the participants at home, the instruction occurred in the kitchen at the table
away from the television or other distractions.
Materials

Materials used for the social skill instruction were adapted from the
Skillstreaming the Adolescef@oldstein & McGinnis, 1997) Program. Specific social
skills, chosen from this program, were based on students’ need and were modified
accordingly. Supplemental materials were sent to the home setting in a-lviake,3t
ring binder with a clear insert on the front. Each participant’'s name and mssradm
number were written on a sheet of paper and placed in this insert to prevent loss of the
binder. In addition, a pencil pouch clipped inside the binder was used to transport the
digital audio recorder. Further explanation and specific information about tle¢etrg
skills and intervention are provided within the Dependent Variables and the General
Procedures sections. The researcher used a personal laptop computer to deliver
instruction via a computer-based format. Digital audio recorders were usedhby
interventionists (i.e., the researcher in the school settings and participagng ata
home) to record student responses when engaged in role-play situations. Thautigptal
recorders, Olympus VN-8100PC models, were chosen for their ease of usedmgecor
student responses, good sound quality, and downloading capabilities. Each recorder came
with a USB cord that enabled the recorder to be plugged directly into a computer to
facilitate download into a digital file. Further, each instructional sassas recorded for

a graduate assistant to assess procedural fidelity at a later time.ikgliostruction,
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weekly discussion sessions were also recorded to gather anecdotal ticiomelated to
participant’s usage of social skills taught outside of the instructional setting.
I nterventionists and Data Collectors

The primary interventionist and data collector for the study was a fudl-tim
doctoral student in special education with 10 years of experience teaching stwttents
mild to moderate disabilities in public school systems. The primary intervesttioni
received a Bachelor of Science degree in Speech Language Patholdgydaidgy and
a Master of Education degree with a focus on Autism and Emotional/Behavioral
Disabilities. She held certification in two states in the areas of crésgececal and
generic special education across grades K-12.

The primary interventionist received prior training in the area of social ski
development while working as a special educator in a self-contained middle school
program for students with severe emotional and behavioral needs. After receiving
training in the area of social skill instruction, she developed social skill iistiuc
programs within both middle and high school settings and taught these programs for a
total of 5 years. She also had experiences delivering social skill instroct classroom-
related and aggression-resolution skills with urban elementary school stutehes f
past 2 years as a part of two research studies.

Jaquita’s mother, Delante’s mother, and Monique’s grandmother served as
interventionists at home and as secondary data collectors. Both of the mothieighha
school degrees and worked full time. Monique’s grandmother did not complete high
school and worked part-time. They took data on supplementary social skill activities

the home environment throughout the baseline, intervention, and maintenance conditions.
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Dependent Variables
Increasing prosocial behaviors that served as alternatives to aggreasitrew
focus of the social skill instruction in this study. There were three dependiaities
The first dependent variable was the percentage of social skill perfornsaane a
alternative to aggression with peers on each of the three targeted social'klslisas
measured as the percentage of steps performed correctly by partidypamgsrole-play
situations with their peers across three specific social skills edlbesed on students’
needs. A total of 147 role-play scenarios to be enacted with peers acrosgetesltar
social skills were generated to be used throughout the baseline, intervention, and
maintenance conditions. The role-play situations were conducted in the soogll-gr
setting involving two to three participants, depending on each specific role-piatyasit
and the number of characters needed. Each student was read a role-play sceraio and t
asked to act out the role-play (i.e., using appropriate steps for one of the tipeéedtar
social skills) with their peer(s). The three targeted social skills responding to
teasing, using self-control, and standing up for your rights. Responding to teasing
operationally defined as when one person makes fun of another person by calling him or
her a name, laughing or pointing at the person, making a joke about the person, or calling
attention to someone for the sole purpose of picking on the person. Using self-control
was defined as keeping self calm when feeling angry, frustrated, or 8temsding up for
your rights was defined as defending self when being denied something farthdic
person is entitled or when being criticized for something the person did not do.
Role-play situations for the targeted social skills were chosen in a randoninorde

addition to having students rotate their participation in role-play situationsttwdwoid
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practice effects across students. For each targeted social skids#daeaher used a
checklist of expected steps that the students should follow to record the degreédnto whic
students were able to recall the skill steps, enact the skill with compst sihd use
appropriate tone of voice and volume of the voice during role-playing. See Appendix A
for a sample of the “Social Skill Checklist for Role-Play” for each of theethargeted
social skills.

The second dependent variable was the percentage of social skill perforshance a
an alternative to aggression with family members. This was measured@etbntage
of steps performed correctly by participants during role-play situatighgheir family
members across the three targeted social skills. Thirty-six role-magsos (different
from those used in the school setting) were generated to be used throughout the, baseli
intervention, and maintenance conditions. The role-play scenarios scripts vegréogi
each student in a binder along with a digital audio recorder to take home on a weekly
basis (totaling 4 weeks). Jaquita’s mother, Delante’s mother, and Monique’s granmdmothe
were given a script in each binder for which they were asked to read eaclayole-pl
scenario to their child and then ask their child to respond to three questions (i.e., What
steps do you need to follow in order to respond to the situation appropriately?, Can you
show me what you would do in this situation?, Can you tell me why it is appropriate to
follow appropriate steps when dealing with this situation?) following eactplaje
scenario and answer them in order. Parents recorded the student’s responses using a
digital audio recorder provided by the researcher. The primary intevuesttiistened to
the audio recordings at a later time and used the “Social Skill ChecklRoke-Play” to

document participants’ demonstrations of the taught skills.
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The third dependent variable was an indirect measure of participants’ appropriate
responses to naturally occurring aggression inducing incidents in the natimgksett
through participants’ self-reports. The data collected were qualitatiaeAfaer the
social skill instruction commenced, students were asked daily to discuss oppartunitie
that they encountered in the school and home/community environments to use the
targeted social skills being taught. Each discussion session was audiotap¢drand la
transcribed to gather anecdotal information about each student’s use of #helsbsi
learned outside of the instructional environment. This indirect measure cfjeants’
transfer of skills into their natural environments was selected becausssbaseline
observations during a 90-min core curriculum content instructional session over a period
of 1.5 weeks resulted in no naturally occurring aggression inducing incidences.
Additionally, students attended two occupational curriculum classes in a selflednta
environment and two core curriculum classes in the general education environment daily.
All three students attended different core classes and with only four elasdsoper day
(due to block scheduling), there was not enough time during each day open for consistent
observations across all three participants. As a result, direct observatiodenftst
behaviors in the classrooms was not a viable option.

I nter observer Agreementsand Procedural Fidelity

Interobserver agreemeniterobserver agreement (IOA) for the appropriate
social skill exhibition during role-play scenarios were collected for 25.2%eddssions
across all conditions using the same “Social Skill Checklist for Role-Riayi’ for
recording across all targeted social skills in the school and home environnvemts. T

trained observers, who were doctoral students in special education, listenethtof t
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56 digitally audio-recorded sessions and scored participants’ responseheasiagdial
Skill Checklist for Role-Play” (Appendix A). The researcher trained theroebseby
explaining the process for collecting participant data during the royespknarios for
each of three targeted social skills. Both of the outside observers praciced) a role-
play for each different social skill. Since interobserver agreement forahgge role-
play scenarios was 100%, no more practice sessions were necessaryachfiaoserver
listened to an audio-recorded session, an item-by-item analysis was udedladeca
percentage of agreement by dividing number of agreed items by total number of
applicable items on the checklist and multiplying by 100.

Procedural fidelity Treatment fidelity data were collected using a 15-item social
skill implementation checklist (see Appendix B) to measure the degree to thiic
interventions were implemented as planned in the school and home settings. A trained
outside observer, who was 3year doctoral student in special education, listened to
33.3% of the audio-recorded instructional sessions (total of five) acrosseabestizial
skills taught. The observer then circled either a “YES” or “NO” for each deriine
checklist to determine the fidelity to which the interventionist implemeheeddcial
skill instruction. The percentage of procedural fidelity was calculatetiviging the
number of correctly performed steps by the number of total steps (14) and ntuliiplie
100. Besides the interobserver reliability data collected on the two dependablesri
interobserver agreement was also calculated for 40% of the instructissiainse(total of

two) that procedural fidelity data were collected.
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Social Validity

Social validity data were collected at the conclusion of the study to measure
teacher, parent, and student satisfaction regarding the acceptabilitycgbitgctand
effectiveness of the interventions. The teacher and parent survey includetestatto
which teachers/parents responded using a 4-point Likert scale to indicateuélear|
agreement or disagreement regarding their perceptions of the social béhaviora
improvement of participants, practical application and appropriateness of the
intervention, and importance of social skills taught. The teacher survey (semdiXo0e
included a total of 13 items. The teachers responded to 12 items using a 4-point Likert
scale, and one open-ended question. The parent survey (see Appendix D) consisted of a
total of 13 items, including 12 items using a 4-point Likert scale and one open-ended
item. The student survey (see Appendix E) consisted of statements to whigtisstude
indicated their opinions regarding their enjoyment of the social skill instruptiogram,
degree to which they learned the social skills taught, and the value each student placed on
the importance of the targeted social skills. Students responded to a total ofsl6 item
including 12 statements using a 4-pont Likert scale and four items requiringoged-
responses.

Additionally, theSkillstreaming the Adolescent CheckligisTeacher, Parent,
and Student checklists, and th81SRating ScaleJeacher and Parent, and Student
Forms were given as both pretests and posttests to compare the effextsocfahskill
instruction on the participants’ social skill learning. Office referréd deere also
collected prior to, during, and following the intervention to determine if there avgre

changes in the number of office referrals participants received for inagieopehavior.
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Experimental Design

The experimental design used in this study was a multiple probe acrass thre
social skills design (Horner & Baer, 1978) to evaluate the participamsision of
skills. Participants received five baseline sessions showing that gtalaiitestablished
prior to implementing the intervention. This design enabled the researcher to introduce
the intervention to the participants after a stable baseline was attaidedktarmine if
changes in the dependent variables for participants occurred when and only when the
intervention was in place. The social skill with the lowest level of participant
performance and most stable baseline data patterns on the first and secondhtiepende
variables (i.e., percentage of social skill exhibition in school and at home) wghs ta
first, followed by the next social skill with lower level of participant perfance and
more stable baseline data. The same rule applied for the third social skiikstkedial
skill taught was responding to teasing, the second was using self-control, anddthe thi
was standing up for your rights.
General Procedures

Baseline Prior to beginning the baseline condition, it was understood through
consultation with the teacher that no structured social skill instruction uglst e any
of the participants. However, upon implementation of the study, it was discovered that
one of the participants (Jaquita) was involved in a social skills group that met on
Wednesday afternoons during school for a total of 3 months. The researcher consulted
with the school counselor who was leading the social skills groups to discover what
social skills curriculum was being employed. The researcher alsal@tt®ne of the

sessions the counselor was teaching. It was discovered that the sosi&lesidl
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discussed within this group setting primarily involved learning about intenvgeand
employment related skills, with other topics discussed on an as needed basis. None of the
skills included in this social skill instruction program was related to atigasato

aggression. The counselor stated that she was not using a specific socradtskdtional
program.

During baseline, students were asked to engage in role-play situations with pee
and family members pertaining to each of the three targeted social dhdkse Were
comparable scenarios to those used to collect data during the intervention.

Social skill instructionThe social skill instruction program was adapted from the
Skillstreaming the Adolescesdcial skills curriculum (Goldstein & McGinnis, 1997) and
focused on social skills in the area of alternatives to aggression. Thrdeskitisi#o be
taught were chosen based on participants’s needs (as determined via asseatamials m
described previously) from the following: (a) asking permission, (b) sharinglsioigpe
(c) helping others, (d) negotiating, (e) using self-control, (f) standing ymtwrrights,

(g) responding to teasing, (h) avoiding trouble with others, and (i) keeping outtst fig
The three social skills taught were responding to teasing, using self-canttdtanding

up for your rights. Each lesson took five sessions to fully complete and were tailight da
for each day of the week for a period of 30 min per session. All lessons were created
using Microsoft PowerPoint® and consisted of the following core training procedures
(a) modeling the skill, (b) role-playing, (c) providing feedback following peréorce,

and (d) generalization training. Visual (i.e., Clipart) and video (YouTube) psowgre
embedded within each PowerPoint® slide to support the delivery of instruction. The

researcher used a laptop computer daily to teach each social skill lessornrthefg
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three students using the following sequence: (a) identify and define thie dleltaught,

(b) provide the rationale for skill, (c) describe general charadtsrist situations in

which skill will be used, (d) identify social rules, (e) teach skill steps, ¢fjehthe skill,

(g) provide practice situations through role play, (h) provide performance feedback, (i)
review skill steps, and (j) practice/reiterate skills steps in the homeament through
parent participation (i.e., using role play activities, sample situations oshwie student

will be asked to respond appropriately, recollection of skill steps taught). Due to the
disability status of all participants (i.e., mild intellectual disak#ifiand their specific
learning needs, the sequence for teaching each social skill was veatidi comparable
every day. The only differences that existed for each part of the sociallegdbns

revolved around content. Participants would watch either a YouTube clip, read a poem,
discuss a photo, or a read a news story. For example, for the social skill of standing up fo
your rights, the following are the content delivered over the 5-day sequendeiin(a)

day 1 — discussion about what rights are and what rights students believe they have,
assessment of student knowledge in this area, (b) day 2 — looked at a photo of Martin
Luther King, Jr., discussed his “I Have a Dream Speech,” and watched a YouTube cli
about the “Freedom Riders” that aired on the Public Broadcasting Station (EB&y

3 —watched a YouTube clip about a news report of two women in Malawi and discussed
their rights, (d) day 4 — watched a news clip from YouTube that reported on the
Bushman’s rights in Botswana, read a newspaper article on the same topic and had a
discussion on rights and how they may differ among countries (especiallyneom t

United States), and (e) day 5 — watched two YouTube video clips (one was an animated
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story and one had narration by Morgan Freeman) released by Amnesty lateinati
about standing up for rights.

During social skill instruction, the researcher (i.e., primary intervestjpni
encouraged discussions to enable participants to assess their own strengths and needs
regarding social skills being taught, and to incorporate culturally relevatetial to help
facilitate students’ “buy in.” The students were given opportunities to tefjrtng and
the researcher how the learning of targeted social skill was partycigbevant to them.
Additionally, the social skill instruction incoporated participants’ Africanefican
cultural backgrounds into role-play activities. Many of the scenarios used theing
modeling and role-play components were based on material covered or discussed during
each part of the three social skills lessons. For example, if a student brought up
something that had occurred in the school, home, or community setting, such as a
conversation some girls had about an outfit Beyoncé was wearing or about adxiglly
in their apparel class, this information might be incorporated in a modeling qlagle-
scenario later in the session to establish relevance to students. The stutientst be
function (i.e., reason for performing or not performing a targeted social skdlalsa
addressed at this time. Specifically, the researcher engagedopatsan conversations
about why they chose to perform behaviors that did or did not show appropriate use of
the social skills being taught. The discussions on behavior function helped the
interventionist examine situations that occured within the participants’ envinistiat
could have contributed to how patrticipants exhibited targeted social skills, and in turn,
helped students find appropriate replacement behavior to achieve the same outcome. For

example, one participant (Jaquita) said that she got in trouble for spitting on another
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student prior to participation in the study. The researcher asked Jaquita whytsire spa
the student. She said because the boy had teased her by calling her a name. The
researcher then asked Jaquita what she expected to happen when she spat on the student.
Jaquita stated that she wanted the boy to stop calling her names. The axpetines
asked what consequences she received for spitting on the boy. Jaquita relsstesl that
got suspended from school. The researcher asked Jaquita if she liked being suspended
from school to which Jaquita replied, “No.” The researcher then asked Jaquita if the
were other things she could have done that also would have gotten the boy to stop calling
her names. Jaquita said she could have followed the steps for responding to teasing and
explained some alternative behaviors that she could have engaged in (e.g., walked aw
ignored, explained her feelings). Jaquita also relayed that had she done one of the
alternate behaviors she could have avoided getting suspended form school.

All lessons occurred in a small group, pull-out format during a non-core content
class so that participants did not miss academic instruction. Parentsitvallyg i
contacted by the researcher to schedule a short training session in pemsathbbl or
over the phone regarding the social skill instruction program and their anticipaed rol
Parents received scripted activities in a workbook, created by the resetrcheiew
and practice social skills three times per week with their son or daughtetlitatia
maintenance and generalization of skills taught in the school environment. Paents w
instructed to digitally audio-record all sessions with their son or daugttemparents
were contacted weekly by the researcher through a letter sent htmtbeirn child in
addition to a follow-up phone call to ensure receipt. Within each weekly letter, the

researcher explained the social skill being taught and described skifisrstéetail. The
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parents were asked to review the skills steps with their child, discuss apfos@ge

(i.e., situations where this skill will be used), and practice role-play sihsatising the
scripted format. Parents were asked to give feedback to their children aistingtion
except during the role-play situations. They could give feedback once their child
completed a role-play situation however. Instruction in the home environment typically
took about 15-min. See Appendix F for an example of the supplemental activities
provided to parents for the social skill of using self-control.

MaintenanceDuring the maintenance condition, the social skill instruction
program for the specific social skill (e.g., responding to teasing) waseded.
Participants’ engagement in role-play scenarios with peers and fanmipenge was
continued twice per week to determine the participants’ ability to sustain thedea
social skill for a total of 2 weeks with the exception of the last social akdjht (i.e.,
standing up for your rights). The maintenance data for the last social skit taeige
collected for only one week in the school environment and not collected in the home

environment due to the end of the school year.



CHAPTER 4: RESULTS

In this chapter, reports of the study results include: (a) results for thebiseever
agreement and procedural fidelity measures, (b) each participant’'ssaitial
performance in the school and home settings across the experimental conditions, (c)
anecdotal information pertaining to each participant’s use of social skitetbautside
of the instructional setting, and (d) social validity outcomes presented psgtréata
(i.e., pre/post office referral data, pre/posttest results from the Te&erent, and
Student forms of both tH8SIS Rating Scalesd theSkillstreaming the Adolescent
Checklist and teacher, parent, and student satisfaction questionnaires).

I nter observer Agreement and Procedural Fidelity
I nter observer Agreement

Interobserver agreement for students’ appropriate social skill ewhiloitiring
role-play scenarios was conducted for 25.2% of the sessions across three thiltgeted s
and settings (i.e., school and home) for all students. Two trained observers, who were
doctoral students in special education, listened to a total of 56 digitally agdialed
sessions and scored participants’ responses using the “Social Skill CHeckRete-
Play.” An item-by-item analysis was used to calculate percentaggedraent by
dividing number of agreed items by total number of applicable items on the sheackli
multiplying by 100. Interobserver agreement for appropriate social skilhigwn during

role-play scenarios was 100%.
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Procedural Fidelity

Treatment fidelity data were collected using a social skill impleatiemnt
checklist to measure the degree to which the interventions were implementadresipl
in the school setting. A trained outside observer, who wasyadr doctoral student in
special education, listened to 33.3% of the audio-recorded instructional sessions (i.e.,
total of five sessions) across the three social skills taught. The obserlext either a
“YES” or “NO” (or “NA” for the last item only) for each item on the checktis
determine the fidelity to which the interventionist implemented the sociblrsitiiuction
as purported. The percentage of procedural fidelity was calculated by dividing the
number of correctly performed steps by the number of total steps (15) and eulilbipli
100. The interventionist implemented the social skill instruction with 100% procedural
fidelity.

Interobserver agreement for the procedural fidelity was also collecté@%o0f
the fidelity measure sessions. A trained second outside obseryeadoctoral
student in special education, listened to two of the same sessions as the first outside
observer. An item-by-item analysis was used to calculate percentageefent by
dividing number of agreed items by total number of applicable items on the chanklis
multiplying by 100. Interobserver agreement for procedural fidelity w%610

Jaquita

All components of the social skill instruction program were fully implemented

with Jaquita across all three skills at the school and the home settinggsexe15i The

primary interventionist maintained weekly contact with Jaquita’s mothenghout the
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intervention, contacting her via notes sent home with the supplemental acitivities
addition to telephone calls to discuss the curriculum.
Responding to Teasing

School environmenDuring baseline, Jaquita’s ability to respond to teasing
appropriately in the role-play situations within the school environment (refer tolitie s
data points) ranged from 20% to 30% and averaged 22%. During intervention, Jaquita’s
performance on the role-play scenario probes immediately increased imeévedrad.

Her performance ranged from 70% to 90% and averaged 84%. After the fifth day of
intervention, Jaquita entered the maintenance condition where her abilitpaodds
teasing appropriately in the role-play situations ranged from 80% to 90% withrageave
performance of 86%.

Home environmenDuring baseline, Jaquita’s ability to respond to teasing
appropriately in the home situation on role-play scenarios ranged from 10% to 20% and
averaged 18%. Following the fifth day of baseline, Jaquita entered the social skill
instruction intervention. While in the intervention condition, Jaquita participated in
supplemental activities with her mother after school for 3 days. During timeenti®n
condition, Jaquita’s performance on role-play scenarios with her mother raoged f
60% to 70% with an average performance of 66.7%. Following the conclusion of the
intervention, Jaquita entered the maintenance condition where her abilitpaodds
teasing appropriately in role-play situations with her mother ranged front®b8086

with an average of 65%.
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Using Self-Control

School environmenBaseline data were collected for the skill of using self-
control during eight small group sessions. Jaquita’s performance on this skill chieing
play scenarios with her peers ranged from 14.3% to 21.4% with an average of 17%.
During intervention, Jaquita’s self-control skill increased to an average of 87aagng
from 78.6 to 100%). During the maintenance condition, Jaquita’s performance on role-
play scenarios for using self-control remained at a much higher level thatutimg the
baseline condition and was consistently 92.9% throughout, a higher average than that
during intervention.

Home environmeni@The baseline data collection for Jaquita’s ability to use self-
control in role-play scenarios with her mom occurred over a period of 2 weeks. Her
performance on the role-play scenarios during baseline ranged from 14.3% to 21.4% and
averaged 16.3%. During the intervention condition, Jaquita’s ability to execute thle soci
skill of using self-control in role-play situations with her mother ranged from 4&9%

50% and averaged 47.6%. During the maintenance condition, Jaquita’s performance on
role-play scenarios continued to increase and ranged from 71.4% to 78.6% with an
average performance of 75%.

Standing Up for Your Rights

School environmenBaseline data on Jaquita’s ability to use the social skill of
standing up for your rights were collected over a total of 11 sessions. Jaquita’s
performance for this skill during role-play situations with her peers raingedl14.3% to
35.7% and averaged 21.4%. During the intervention condition, Jaquita’s performance on

standing up for own rights during role-play situations with her peers immediately
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improved over the baseline condition, ranging from 64.3% to 92.9% with an average
performance of 82.8%. During the maintenance condition, Jaquita’s ability to use the
social skill of standing up for your rights with her peers in role-play scenamnosined
at a high level ranging from 85.7% to 92.9% and averaging 89.3%.

Home environmenBaseline data collection for Jaquita’s use of standing up for
her rights in role-play scenarios with her mother occurred over a total of ngenses
Her performance of this social skill throughout baseline ranged from 14.3% to 21.4% and
averaged 18.2%. Intervention data collection at home occurred during three after school
sessions with her mother. During the intervention, Jaquita exhibited the &dti@f s
standing up for your rights in role-play situations with a performance rargye3%o to
78.6% that averaged 71.4%. Maintenance data for Jaquita were not collected in the home

environment due to the conclusion of the school year.
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Figure 1 Percentage of Jaquita’s correct responses during role-play situations.
Anecdotal I nformation

During the implementation of the intervention, Jaquita was asked to discuss any
instances of using the social skills learned outside of the small group settinta Jaqui
relayed five instances where she utilized the social skill of usingsetfel. In one

situation, she said a student was making noises in the hallway and would not stop. She
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said, “I got mad and wanted to hit him. | said, ‘Could you please stop?" In another
instance, Jaquita said her nephew was screaming and crying at home. “What I did was
went to my room and closed the door, turned the radio up, and tuned him out.” On the
same day, she also conveyed that she had asked her brother to watch TV to which he
responded, “No.” Jaquita then “just went in the room and turned the radio up to tune him
out and cleaned the house until Mom got home.” The next day she explained how her
nephew was again crying and distracting her in the morning as she was igettindor
school. Jaquita stated, “He kept on crying so | just ignored him and went and kept on
getting ready for school.” In her final explanation of her using self-cootrtside the

group setting, Jaquita explained a situation where she and her cousins were asked by a
woman at her sister’s pool to leave. “I got angry so instead of yelling hjustisaid to

my cousin, ‘Get your shoes on and stuff like that.”

In the small group sessions, Jaquita was observed becoming agitated with another
student on two occasions. In one situation she asked the other student to “please stop
beating on the table,” in the other she said, “please stop talking.” Finally, Jaquita
discussed one instance of standing up for her rights which the primary investlgator
witnessed. The school’s on-duty police officer asked Jaquita about her involvement in
money being stolen in the classroom, to which Jaquita responded when descrihing later
“They thought that | stole it and if | had stole the money, | would go ahead atieetall
the truth and | would’ve said, ‘Yeah | stole it... but | didn’t steal it.””

Monique
All of the components of the social skill instruction program were fully

implemented with Monique across all skills at the school setting; however, hotine
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setting the last week of supplemental instruction was not implemented (se= Bigline
primary interventionist maintained weekly contact with Monique’s grandmother
throughout the intervention, contacting her via notes sent home with the supplemental
activities in addition to telephone calls to discuss the curriculum. The primary
interventionist also contacted her grandmother to remind her to finish completingtthe la
week of supplemental instruction with Monique, and offered her support if needed.
Responding to Teasing

School environmenbDuring baseline, Monique’s ability to respond to teasing
appropriately in role-play situations within the school environment ranged fromi@0%
30% and averaged 24%. Monique received the social skill instruction intervention for a
total of five sessions and her performance on the role-play scenario probaseadcre
gradually in level and trend, ranging from 50% to 80% with an average of 68%. During
the maintenance condition, Monique’s ability to respond to teasing appropriately in the
role-play situations ranged from 70% to 90% with an average performance of 80%.

Home environmenBaseline data were collected over a period of 5 days during
which Monique’s ability to respond to teasing appropriately in the home situation during
role-play scenarios was consistently 20%. Following the fifth day of baselinegioni
entered the social skill instruction intervention and participated in suppleraentaties
with her grandmother after school for 3 days. During the intervention condition,
Monique’s performance on role-play scenarios for responding to teasing with her
grandmother ranged from 30% to 40% with an average performance of 36.7%. During
the maintenance condition, Monique’s ability to respond to teasing appropriately-in role

play situations with her grandmother was consistently 30%.
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Using Self-Control

School environmenBaseline data were collected during eight small group
sessions. Monique’s performance on the skill of using self-control appropriately dur
role-play scenarios with her peers ranged from 14.3% to 21.4% with an average of
17.8%. During intervention, Monique’s ability to use this skill ranged from 71.4 to 78.6%
and averaged 77.2%. During the maintenance condition, Monique’s performance on role-
play scenarios for using self-control stayed at a much higher level thatutireg the
baseline condition and averaged 78.6% which was slightly higher than the average
achieved during intervention.

Home environmeniThe baseline data collection for Monique’s ability to use self-
control in role-play scenarios with her grandmother occurred over 2 weeks. Her
performance on role-play scenarios during baseline ranged from 7.1% to 14.3% and
averaged 13.3%. During the intervention condition, Monique’s ability to execute using
self-control in role-play situations with her grandmother ranged from 21.4% to 85.7%
and averaged 61.9%. After the intervention was terminated, Monique should have entered
the maintenance phase in the home environment as well as the school environment.
However, her grandmother discontinued the supplemental instruction at home.

Standing Up for Your Rights

School environmenBaseline data on Monique’s ability to use the social skill of
standing up for your rights were collected over a total of 11 sessions. Moniqudsstabili
perform this social skill appropriately during role-play situations with herspenged
from 14.3% to 21.4% and averaged 16.9%. During the intervention condition, Monique’s

performance of standing up for your rights during role-play situations withdezs
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promptly improved over the baseline condition where it ranged from 64.3% to 78.6%
with an average performance of 70%. During the maintenance condition, Monique’s
ability to use the social skill of standing up for your rights with her peers iplaje-
scenarios while at a lower level than achieved during the intervention was thigh¢he
baseline level and ranged from 57.1% to 71.4% and averaged 64.3%.

Home environmenBaseline data collection for Monique’s use of standing up for
her rights in role-play scenarios with her grandmother occurred over a tatakof
sessions. Her performance of this social skill throughout baseline was aahsisie3%.
Monique’s grandmother should have implemented the supplemental instruction for this
social skill with Monique in the home environment during the intervention condition;

however, this training did not occur.
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Figure 2 Percentage of Monique’s correct responses during role-play situations.
Anecdotal Information

Monique was observed in one small group session getting agitated at the male
student in the group. She demonstrated the strategies of taking a deep breath argd ignori
him. On one occasion she explained an altercation with her grandmother because

Monique had homework to do but wanted to spend time with her friend instead. She said,
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“l was being nice and my voice was all low and everything like this.” She codtinue
“cause now every time when me and her fuss sometimes | just go somewhaelels
won't keep fussing.”

In another instance of her using self-control outside the instructional setting
Monique described a situation that occurred in her neighborhood where she got mad at a
person who had shot her friend in the knee during an altercation over money. “He got
shot in the knee cap. | was mad, sad. | was hot, shaky and ready to go fight that dude so
he would stop messing with him about paying him and stuff cause he got the wrong
person. | just leave it alone, get out of their business.”

In the school setting, Monique discussed two instances of using self-control with
the group. In one situation she explained that this girl kept “butting up in my
conversation.” She stated, “l was getting ready to slap her and so | just ttoued and
just walked off.” In the second situation she explained that a girl during lunch hed yel
at her not to get her “dirty hands on my book before | kick your ass.” Monique explained,
“so | just left and went to the library.”

Delante

All of the components of the social skill instruction program were fully
implemented with Delante across all skills at the school setting. Howevke, ome
setting supplemental instruction was implemented sporadically (see BigUiee
primary interventionist maintained weekly contact with Delante’s mokiteughout the
intervention, contacting her via notes sent home with the supplemental acitivities
addition to telephone calls (during the first 2 weeks) to discuss the curricuglamt®s

mother changed her phone number in the middle of the intervention without sending the
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updated phone number to school, so contact via telephone was temporarily unavailable.
The primary interventionist sent reminders home to request that Delamtiéiarm
complete all facets of the supplemental instruction with her son, and offered additional
support if needed, but the instruction within the home environment remained sporadic.
Responding to Teasing

School environmenDuring baseline, Delante’s ability to respond to teasing
appropriately in the role-play situations with peers ranged from 20% to 30% and
averaged 26%. During intervention, Delante’s performance on the role-play ecenari
probes gradually increased to range from 40% to 90% with an average of 64%. During
the maintenance condition, Delante’s ability to respond to teasing appropnately-
play situations ranged from 80% to 100% with an average performance of 92.9%.

Home environmenBaseline data were to be collected over a period of 5 days at
the home setting. However, Delante’s mother only completed one role-play saari
responding to teasing with her son during baseline which was at 20%. During the
intervention condition, Delante participated in only one supplemental activiyhgit
mother and Delante’s performance on role-play scenarios was 80%. During the
maintenance condition, Delante’s ability to respond to teasing appropmatelg-play
situations with his mother was consistently 80%.
Using Self-Control

School environmenBaseline data were collected during eight small group
sessions for Delante. Delante’s performance on the skill of using selélcontr
appropriately during role-play scenarios with his peers ranged from 14.3% to 28/6% wi

an average of 17.9%. During intervention, Delante’s ability to use self-coatigdd
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from 64.3 to 92.9% and averaged 80%. Following the termination of the intervention,
Delante’s performance on role-play scenarios for using self-contraimechat a high
level, ranging from 85.7% to 100% with an average of 92.9%.

Home environmeniThe baseline data collection for Delante’s ability to use self-
control in role-play scenarios with his mom occurred over 2 weeks; however only one
datum was collected at 14.3%. During the intervention condition, Delante’s abilisget
self-control appropriate in role-play situations with his mother ranged from 48.9% t
78.6% and averaged 60.8%. During the maintenance condition, his mother discontinued
participating in role-play situations with him and therefore no data weralatea
Standing Up for Your Rights

School environmenBaseline data on Delante’s ability to use the social skill of
standing up for your rights were collected over a total of 11 sessions. Deldniig/d@
perform this social skill appropriately during role-play situations with hisspe@ged
from 14.3% to 21.4% and averaged 15.6%. During the intervention condition, Delante’s
performance of standing up for own rights during role-play situations with his pee
instantly increased in level and trend to range from 64.3% to 100% with an average
performance of 89.2%. After termination of the intervention, Delante’s abilityetthis
social skill with his peers in role-play scenarios remained at a high lexphgafrom
80% to 90% and averaged 82.2%.

Home environmenBaseline data collection for Delante’s use of standing up for
his rights in role-play scenarios with his mother occurred over a total of #ssierss.

His performance of this social skill throughout baseline ranged from 14.3% to 21.4% and



averaged 19%. Unfortunately, Delante’s mother did not implement any of the

supplemental instruction activities with Delante for this social skill.
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Figure 3 Percentage of Delante’s correct responses during role-play situations.
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Anecdotal Information

Throughout the intervention and maintenance conditions, when asked to discuss
instances of using social skills taught, Delante continuously stated thiait mat d
experience any situations where he had to use them. Specifically with iddeskiicof
responding to teasing, he said, “I'm good. I'm hard to tease.”

Social Validity
Jaquita

Office referral dataPrior to Jaquita’s participation in this study, she was referred
to the office for six separate incidents over a period of 5 months for the infraction of
insubordinationrf = 4), inappropriate language/disrespect (1), and aggressive
behavior i = 1). The incident of aggressive behavior occurred immediately prior to her
participation in this study (i.e., 3 days prior to baseline collection). Jaquitagdc®i
days of suspension for spitting in the faces of two peers in the hallway. When thegyprim
interventionist asked Jaquita why she spit in the faces of two students, shieegdlis
because they called her a name. Over the course of the study (i.e., 5 weeksdpadjfol
its completion the day before the last day of school, Jaquita received no additimeal off
referrals.

SSIS Rating Scale§heSSIS Rating Scald®acher Form, Parent Form, and
Student Form were all completed for Jaquita to obtain pretest and posttest daliz. &e
the forms Jaquita completed indicated that from pretest to posttest, her pertomeshc
from “Below Average” to “Above Average” on thessertionSocial Skill subdomain and
to “Average” on theCommunicationCooperation Empathy andSelf-Control

subdomains. She went from “Above Average” to “Average” orBihéying and
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Internalizingon the Problem Behavior subdomains. OnSBéSParent Form, Jaquita’s
performance on thEommunicationAssertion EngagementandSelf-ControlSocial

Skill subdomains went from “Below Average” to “Average.” There were noggmsn

within the Problem Behavior subscale on the Parent Form. Results of the Teaahmer For
indicated that Jaquita’s performance went from “Below Average” to “Awrag the

Social Skill subdomains @@ommunicationCooperation ResponsibilityEmpathy and
Engagementlaquita’s performance went from “Above Average” to “Average” on the
Autism SpectrurRroblem Behavior subdomain according to her teacher’s ratings. See
Tables 1 and 2 for Jaquita’s performance orS8&from all raters.

Skillstreaming the Adolescent Checklisll of the Teacher, Parent, and Student
versions of th&killstreaming the Adolescent Checkligre completed for Jaquita prior
to and at the conclusion of the study. On the Student checklist, of the social skikdl that f
within the area of alternatives to aggression, responding to teasingen@dytfone that
Jaquita rated herself as having improved. She went from “Seldom” to “Soraktisieg
this social skill. Results of the Parent checklist completed by her motheated that
Jaquita made improvement from “Almost Never” to “Often” using the socias$ sKil
responding to teasing and using self-control. On the Teacher checklist, the result
indicated that the teacher believed Jaquita had improved on all three sociahsgltis t
Jaquita’s performance of the social skills of using self-control and respoondeasing
went from “Almost Never” to “Sometimes” good at using the skills. On the Isslaibof
standing up for your rights, the teacher rated Jaquita as “Seldom” good athesskg|t

on the pretest to “Sometimes” good at using the skill on the posttest.
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Satisfaction questionnairedaquita, her mother, and her teacher all completed
satisfaction questionnaires following the study. Results of the satisfactistioquraires
completed by Jaquita and her mother indicated that both believed the social skill of
standing up for your rights was “Important” for the student to be able to do in the school
environment. Jaquita and her mother indicated that the social skills of using sedf-contr
and responding to teasing were “Very Important” for Jaquita to be able to do in the
school environment. In the home environment, Jaquita rated the social skills of standing
up for your rights and using self-control as “Important,” while her mother ratearhe s
two social skills as being “Very Important” for Jaquita to do at home. On the ggntrar
Jaquita rated the social skill of responding to teasing as “Very Importaritéf to be
able to do in the home environment while her mother rated this one as “Important.” The
teacher rated all three social skills as “Very Important” for Jaquitee table to do in both
the home and school environments.

With regard to improvement on the social skills taught, Jaquita and her mother
indicated that Jaquita made “Moderate Improvement” in her ability to demenisteat
social skills of standing up for your rights and using self-control. Accordingjtotda
and her mother, Jaquita made “A Lot of Improvement” in her ability to demonsteate
responding to teasing social skill. Jaquita’s teacher believed that JagdéaAieot of
Improvement” in her ability to demonstrate the social skill of standing up forrights
and “Moderate Improvement” in her ability to demonstrate the social skiflg gseif-
control and responding to teasing. Jaquita made the following comments about the
program, “I loved doing this, | hope to do it again in the future cause it is fun.” Jaquita’s

mother thanked the primary interventionist for teaching her child social skills rae w
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the following comment about the program, “I think this was a great program and | think it
will be effective for other children dealing with the same problems.” Sble38, 4, and

5 for Jaquita’s scores and comments on the satisfaction questionnaires fraersall ra
Monique

Office referral dataPrior to Monique’s participation in this study, she was
referred to the office for two separate incidents over a period of 5 months for the
infractions of disrespect of faculty/staff and stealing at Wal-Maite on a school field
trip. Monique received 2 days of suspension for the incident of stealing. When the
primary interventionist asked Monique why she stole during the field trip, Monique
stated that she did not take anything. Over the course of the study and following its
completion, Monique received no office referrals.

SSIS Rating ScaleResults of the pretest and posttest forms foSBES Rating
Scaleghat Monique completed indicated that her performance did not change on any of
the Social Skill subdomains. On tB&ISParent Form completed by Monique’s
grandmother, Monique’s performance on §ef-ControlSocial Skill subdomain went
from “Below Average” to “Average.” Interestingly, for the Problem Bebav
subdomains, the subdomainsBafllying, Hyperactivity/Inattentionandinternalizingall
went from “Average” to “Above Average.” Results of the Teacher Form itetichat
Monique’s performance went from “Below Average” to “Average” on the S&Hal
subdomain oEngagementThere were no changes within the Problem Behavior subscale
on the Teacher Form. See Tables 1 and 2 for Monique’s performance3fl 8rem all

raters.
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Skillstreaming the Adolescent Checklisll of the Teacher, Parent, and Student
versions of th&killstreaming the Adolescent Checkligtre completed for Monique
prior to and at the end of the study. On the Student checklist, of the social skilldl that fe
within the area of alternatives to aggression, there were no socialtakijht that
Monique rated herself as having improved. Results of the Parent checklist cdrbylete
her grandmother indicated that Monique made improvement from “Almost Never” to
“Sometimes” using the social skill of responding to teasing, and from “AlmostNeve
“Often” for the social skill of using self-control. According to the Teachexcklist,
results indicated that the teacher believed Monique had improved on two of the social
skills taught. Specifically, Monique’s performance of the social skill of ustfecentrol
went from “Almost Never” to “Sometimes” good at using the skill. On the kskith of
responding to teasing, Monique’s teacher rated her as “Seldom” good at usingd the skil
the pretest to “Sometimes” good at using the skill on the posttest. Monique’s @aréerm
of the social skill of responding to teasing remained consistent at “Soraégowl at
using the skill.

Satisfaction questionnaireMonique, her grandmother, and her teacher all
completed satisfaction questionnaires at the conclusion of the study. Monigaaddic
that she perceived the social skill of using self-control as “Very Impgrs&tahding up
for your rights as “Important,” and responding to teasing as “Slightly Immdifiar her
to do in the school environment. Her grandmother indicated that she believed the social
skills of standing up for your rights and using self-control were “Sligintlydrtant,” and
responding to teasing was “Important” for Monique in both the school and

home/community environments. Monique’s self-ratings indicated that she loetfieve
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social skill of standing up for you rights was “Very Important,” using selfrobmtas
“Important,” and responding to teasing was “Slightly Important” fartbée able to do
in the home/community environments. The teacher rated all three sociaasklery
Important” for Monique to be able to do in both the home and school environments.

With regard to improvement on the targeted social skills, Monique indicated that
she made “A Lot of Improvement” on standing up for her rights, “No Improvement” in
using self-control, and “Moderate Improvement” in responding to teasing. Her
grandmother indicated that Monique made “Slight Improvement” in her ability to
demonstrate the social skills of standing up for your rights and using seblcamdr
“Moderate Improvement” in her ability to respond to teasing. Monique’s teaclherdae
that Monique made “A Lot of Improvement” in her ability to demonstrate the sicial
of standing up for your rights and “Moderate Improvement” in her ability to denadastr
the social skills of using self-control and responding to teasing. Monique made the
following comments about the program, “I liked it a bit, lol!!!” Monique’s grandmother
did not provide any additional comments. See Tables 3, 4, and 5 for Monique’s scores
and comments on the satisfaction questionnaires from all raters.
Delante

Office referral dataPrior to Delante’s participation in this study, he did not
receive any office referral. Over the course of the study and followgrmpmpletion the
day before the last day of school, Delante still did not received an officeatefer

SSIS Rating Scale§heSSIS Rating Scald®acher Form, Parent Form, and
Student Form were all completed for Delante to obtain pretest and posttefesatis

of the pretest and posttest forms Delante completed indicated that from {or piesttest,
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his performance went from “Above Average” to “Average” on@wmnmunication
ResponsibilityandEngagemen$ocial Skill subdomains, and from “Above Average” to
“Below Average” on the&ampathysubdomain. His behavioral performance went from
“Below Average” to “Average” foExternalizingandinternalizingon the Problem
Behavior subdomains. On tl&SISParent Form, Delante’s performance on the
ResponsibilityandSelf-ControlSocial Skill subdomains went from “Below Average” to
“Average.” Delante went from “Above Average” to “Average” on thernalizing
Problem Behavior subdomain according to his mother’s ratings. Results ofattecie
Form indicated that Delante’s performance went from “Below Average” torgges on
the Social Skill subdomains éisertion ResponsibilityandEmpathy There were no
changes within the Problem Behavior subdomains on the Teacher Form. See Tatlles 1 a
2 for Delante’s performance on tB8&1Sfrom all raters.

Skillstreaming the Adolescent Checklisll of the Teacher, Parent, and Student
versions of th&killstreaming the Adolescent Checkligre completed for Delante prior
to and at the conclusion of the study. Of the social skills that fell within theoére
alternatives to aggression, there were no social skills taught that Deleddimself as
having improved. Results of the Parent checklist completed by his mother indinted t
Delante made improvement from “Almost Never” to “Often” using the socillcgki
responding to teasing. On the Teacher checklist, the results indicated tleattier t
believed Delante had improved on two of the social skills taught. Specificallyaitteet
rated Delante’s performance as from “Almost Never” good to “Sometinos] gt using
the social skill of standing up for you rights. On the social skill of responding togeasi

teacher rated Delante as “Seldom” good at using the skill to “Sometirmed’ag using
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the skill. Delante’s performance of the social skill of using self-controhiresa
consistent at “Sometimes” good at using the skill.

Satisfaction questionnaireBelante, his mother, and his teacher all completed
satisfaction questionnaires at the end of the study. Results of the satisfacti
guestionnaires completed by Delante and his mother indicated that both believed the
social skills of standing up for your rights and using self-control werey‘Weportant”
for the student to be able to do in the home/community environments. Contrary to his
mother’s belief that responding to teasing was a “Very Important” skithim to be able
to do in the home/community environments, Delante believed it was “Not Important.”
Whereas Delante perceived all targeted social skills were “Mgogrtant” for him to be
able to use in the school environment, his mother perceived the targeted sociakskills
“Important.” Further, the teacher rated all three social skills asy*Weportant” for
Delante to be able to do in both the home and school environments.

With regard to the improvement on the social skills taught, Delante and his
mother indicated that Delante made “Moderate Improvement” in his ability to
demonstrate the social skill of using self-control. According to Delante, he ‘Wadax
of Improvement” in his ability to demonstrate the social skills of standing updor
rights and responding to teasing while his mother believed he made “Moderate
Improvement.” Delante’s teacher believed that Delante made “A LotmoWement” in
his ability to demonstrate the social skill of standing up for your rights and “Mdieder
Improvement” in his ability to demonstrate the social skills of using selfaaartd
responding to teasing. Delante made the following comment about the program, “Yes

liked it.” The teacher made the following comments about the social skill ihetruc
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program overall, “Parental involvement is key! The students really enjoyed the
instruction. They looked forward to ‘their time’ and felt special.” With regarithé
presentation of the instruction, the teacher said, “I liked the power point presentations
my students learn better when they see, do, and hear.” See Tables 3, 4, and 5 for

Delante’s scores and comments on the satisfaction questionnaires fratarall r



107

Table 1

Participant’s Performance on the SSIS Social Skill Subscales across All Raters
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Table 2

Participant’s Performance on the SSIS Problem Behavior Subscales across All Raters
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Student Satisfaction Questionnaire
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Question

Jaquita  Monique  Delante Mean

1. Importance of targeted skills in school environment
1. Standing up for your rights
2. Using self-control
3. Responding to teasing

2. Importance of targeted skills in home or commueityironment
1. Standing up for your rights
2. Using self-control
3. Responding to teasing

3. Improvemertin ability to demonstrate the targeted social Iskil
1. Standing up for your rights
2. Using self-control
3. Responding to teasing

4. How much did you likeusing the computer program to learn
social skills?

5. How much did you like participating in a small gpwith your
peers to learn social skills?

6. How much did you like working with your parentptactice
social skills you learned in school at home?

7. How mucH do you think other students would like to leara th
social skills using a computer?

8. How much do you think other students would Eerding social
skills in a small group with their peers?

9. Overall, how effectivedo you think this social skill instruction
program was in the classroom environment?

10. Overall, how effective do you think this sociallskistruction
program was in the home or community environment?

11.To what extent would you recomm@tids program to other
students in your class?

12.How important do you think it is for social skifistruction to
include things you enjoy talking about and haveammon with
your peers?

13. What parts of working together in a small grouphwiour
parents on social skills did you like the most?

14.What parts of working together in a small grouphaour
parents on social skills did you like the most?

15.1If | was to teach this program again to anothergpaf students,

is there anything you think | should do differeftly

3 3 4 3.3
4 4 4 4

4 3 4 3.7
3 4 4 3.7
3 3 4 3.3
4 2 1 2.3
3 4 4 3.7
3 1 3 2.3
4 3 4 3.7
3 4 4 3.7
3 2 4 3

4 4 4 4

3 3 4 3.3
4 2 4 3.3
3 2 4 3

4 1 4 3

4 4 3 3.7
3 4 4 3.7

Working The one Respond
onrole  withthe to
plays. numbers teasing.

Haveto The Rights.
talk out  reading
loud and part.

front of

family.

No, the ldon't Same.
same. know.

Note.! 1 = not important, 2 = slightly important, 3 = iofpant, 4 = very important;1 = no improvement, 2 = slight
improvement, 3 = moderate improvement, 4 = a Idmp)‘rovement,?’ 1 =not at all, 2 = slightly liked, 3 = liked, 4 =
definitely liked;* 1 = not at all, 2 = possibly, 3 = much, 4 = veryam? 1 = not effective, 2 = slightly effective, 3 =
effective, 4 = very effectivé 1 = not recommend, 2 = possibly recommend, 3 smegend, 4 = definitely

recommend
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Table 4

Parent Satisfaction Questionnaire

Jaquita’s Monique’s Delante’s
Question Mother Grandmother Mother Mean
1. Importance of targeted skills in school environment
1. Standing up for your rights 3 2 3 2.7
2. Using self-control 4 2 3 3
3. Responding to teasing 4 3 3 3.3
2. Importance of targeted skills in home or community
environment
1. Standing up for your rights 4 2 4 3.3
2. Using self-control 4 2 4 3.3
3. Responding to teasing 3 3 4 3.3
3. Improvemerttin ability to demonstrate the targeted
social skills
1. Standing up for your rights 3 2 3 2.7
2. Using self-control 3 2 3 2.7
3. Responding to teasing 4 3 3 3.3
4. How appropriaté so you think instruction utilizing a 4 3 3 3.3
computer-based program us for students to learmasoc
skills?
5. How important do you think it is for your child be 4 4 3 3.7
able to interact appropriately with peers in small
groups?
6. How important is parental involvement in knowing 4 4 4 4
and practicing social skills learned by your chiitdthe
home environment?
7. Overall, how effectiviedo you believe this social skill 3 3 2 2.7
instruction program was in helping your child be@m
more successful in the classroom environment?
8. Overall, how effective do you believe this socidl sk 4 3 2 3
instruction program was in helping your child be@m
more successful in the home or community envirotimen
9. To what extent would you recommettids program 4 4 3 3.7
to families who have children with similar socialddor
behavioral needs?
10.To what extent did you enjoy working with your ahil 4 2 3 3
at home on social skills taught at school?
11.How practical was this program with regard to 4 2 3 3
implementation in the home setting?
12.How important do you think it is for social skill 4 2 3 3

instruction to incorporate aspects of your childigdture
as part of the curriculum?

Note.! 1 = not important, 2 = slightly important, 3 = iofant, 4 = very important;1 = no improvement, 2 = slight
improvement, 3 = moderate improvement, 4 = a latnpfrovement? 1 = not appropriate, 2 = slightly appropriate, 3 =
appropriate, 4 = very appropriafe, = not effective, 2 = slightly effective, 3 = affive, 4 = very effective’ 1 = not
recommend, 2 = possibly recommend, 3 = recommenrdjefinitely recommend: 1 = not at all, 2 = slightly liked, 3

= liked, 4 = definitely liked
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Table 5

Teacher Satisfaction Questionnaire

Question Jaquita Monique Delante Mean
1. Importance of targeted skills in school environment
1. Standing up for your rights 4 4 4 4
2. Using self-control 4 4 4 4
3. Responding to teasing 4 4 4 4

2. Importance of targeted skills in home or community
environment
1. Standing up for your rights 4 4 4
2. Using self-control 4 4 4 4
3. Responding to teasing 4 4 4

3. Improvemerttin ability to demonstrate the targeted
social skills

1. Standing up for your rights

2. Using self-control

3. Responding to teasing

A WWH
wWwhs
wWwhs
wWwhs

4. How appropriaté do you think instruction utilizing a
PowerPoint program is for the target students tarfe
social skills?

5. How important do you think it is for target studei 4
be able to interact appropriately with peers in $ma
group situations?

6. Overall, how effectivledo you believe this social skill 3
instruction program was in helping target students
become more successful in the classroom envirorfment

7. To what extent would you recommettds program 4
to students who have similar social and or behatior
needs?

8. If your school was given the instructional matesial 3
used for this study and training, to what extenydao

think this intervention would be practi&ibr a teacher,

an instructional assistant, or a general educatiaer to
implement within the school setting?

9. How appropriate do you believe parental involveme 4
is for students to learn the social skills taught?

10.How important is it for parents to be involved in 4
reiterating skill taught at school within the home
environment?

11.Do you believe that parental involvement in this 3
social skills instruction program was effective?

Note.! 1 = not important, 2 = slightly important, 3 = iofant, 4 = very important;1 = no improvement, 2 = slight
improvement, 3 = moderate improvement, 4 = a latnpfrovement? 1 = not appropriate, 2 = slightly appropriate, 3 =
appropriate, 4 = very approprigtel = not effective, 2 = slightly effective, 3 = eftive, 4 = very effective’ 1 = not
recommend, 2 = possibly recommend, 3 = recommerdjefinitely recommend: 1 =not practical, 2 = slightly
practical, 3 = practical, 4 = very practical



CHAPTER 5: DISCUSSION

The purpose of this study was to investigate the effects of a social skilctrstr
program on the exhibition of appropriate social skills as alternatives to aggréssi
African American high school students with disabilities through a multiple prabssac
three social skills design. The social skill intervention, an adapted version of the
Skillstreaming the Adolescescial skills curriculum, included the following
components: (a) cultural relevance for African American high school studeents
consideration of behavioral functions of the African American participantscand (
parental involvement. The participants were thréedi@de African American students
with mild intellectual disabilities and challenging behaviors. Resultsatell a
functional relation between the social skill intervention package and the percehtage
steps performed correctly by all participants during role-play situatichgheir peers in
the school setting. Results also indicated a functional relation between thelsiticia
intervention package and percentage of steps performed correctly for onpguartic
during role-play situations with a family member in the home setting. Addityonal
anecdotal information supported that participants demonstrated appropriate soci
responses to naturally occurring aggression inducing incidents in the school and home
environments. Findings and discussion points are presented in this chapter organized by
the six research questions. Limitations of the study, suggestions forreseesch, and

implications for practice are discussed.
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Effects of I ntervention on Dependent Variables
Research Question 1: To what extent did the social skill instruction program improve
participant’s execution of social skills as an alternative to aggression iplagle
situations involving peers in the school setting?

Findings from this study indicated a functional relation between the s&dlal
intervention package and the percentage of steps performed correctlpantiaipants
during role-play situations with their peers in the school setting. Spegificall
participants’ percentage of correct responses during role-play situatibngeeits for the
targeted social skills of responding to teasing, using self-control, and standingyoprfor
rights (shown as the solid data points in Figures 1, 2, and 3) demonstrate thag¢ all thre
participants performed better during the social skill instruction condition thamgdbe
baseline condition. For the first social skill, responding to teasing, partigipant
percentage of correct responses during role-play situations averaged 22§ ueiri
baseline condition and 72% during the social skill instruction condition, showing an
increase of 48%. For the second social skill, using self-control, participantshpege
of correct responses during role-play situations averaged 17.6% during theebaseli
condition and 81.5% during the social skill instruction condition, indicating an increase
of 63.9%. For the third social skill, standing up for your rights, participants’ pageent
of correct responses during role-play situations averaged 17.9% during theebaseli
condition and 78.6% during the social skill instruction condition, representing an increase
of 60.7%.

This study supports previous research that social skill instruction can be used as

an alternative to aggression for adolescents by increasing their use aigrbsbaviors
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during role-play situations. Specifically, two previous studies (i.e., Goldsteihcg&, G

1994; Tse et al., 2007) incorporated 8ieallstreaming the Adolescesdcial skill

program that was used in the current study to promote adolescents’ prosocial besaviors
alternatives to aggression. This study supports the use of an adapted version afthis soc
skill instruction program as an effective way to improve participants’ useaml skills

as an alternative to aggression in role-play situations with their peerso@mp@nent of

the social skill instruction that may help with students’ skill improvememieigxtensive
amounts of role-play opportunities students were given. Role-plays wereedsedcthat
integrated typical peer experiences in comparable situations and the uniquad cultur
perspectives of this population. Since both the intervention and role-play scenarios
incorporated culturally relevant material, the participants may havedise to relate

more to the examples given and practiced within the intervention, and this could have
helped them later when given comparable role-play scenarios. Another compohent tha
contributes to the intervention effects may be that the instruction was developea fr
functional perspective and discussions addressed not only why students might be
exhibiting certain social behaviors, but also the expected consequences or outcomes of
such behavior, and more appropriate ways to achieve the same outcomes.

Previous research on the effectiveness of social skill instruction wittafri
American adolescents with or at risk for disabilities has been limited rttéaich & Yung,
1991; Presley & Hughes, 2000). This study adds to the scant research regarding the
effectiveness of social skill instruction for African American youthwaiild intellectual
disabilities and challenging behaviors. Additionally, a consistent weakitedsn the

social skill instruction literature has been the limited generalizabiligpcial skills
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taught to students in therapeutic settings to other settings (Gresham, 1994, 1998;
Gresham et al., 2001). Gresham et al. (2001) suggested that the use of multiple exemplar
(e.q., across different settings, across different persons, using variatrolesphay
situations) training during social skill instruction could increase the protyathiit
participants would be able to use the social skills taught in small group instructiona
settings in real-world situations and environments. Comparable to the studyxogtFox
al. (1991), the intervention for this study incorporated the use of a variety of rgle-pla
scenarios conducted with peers and applicable to the school, home, and community
settings.

Research Question 2: To what extent did the social skill instruction program improve
participant’s execution of social skills as an alternative to aggression iplagle
situations involving family members?

Unfortunately, complete data pertaining to this research question were dbtaine
for only one of the three participants (i.e., Jaquita). Possible reasons and expafioati
the incomplete data collection for the two other participants (i.e., Monique, Delalhte
be discussed in subsequent paragraphs. Findings from this study for Jaquitadradicate
functional relation between the social skill intervention package and Jaquitzeniage
of steps performed correctly during role-play situations with her mothke ihndme
setting. Specifically, Jaquita’s percentage of correct responses dolenglay situations
with her mother for the targeted social skills of responding to teasing, esirapstrol,
and standing up for your rights (shown as the open data points in Figure 1) showed that
she performed better during the social skill instruction condition than durifatetine

condition. For the first social skill taught, responding to teasing, Jaquitasnpege of
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correct responses during role-play situations averaged 18% during thedvasaliition

and 66.7% during the social skill instruction condition, indicating an increase of 48.7%.
For the second social skill, using self-control, Jaquita’s percentage of gespohses
during role-play situations averaged 16.3% during the baseline condition and 47.6%
during the social skill instruction condition, which was an increase of 31.3%. For the
third social skill, standing up for your rights, Jaquita’s percentage of toesgmonses
during role-play situations averaged 18.2% during the baseline condition and 71.4%
during the social skill instruction condition, with an increase of 53.2%.

For the two other participants, Monique and Delante, parent participation with
their children on the supplemental activities and role-play situations in the home
environment was limited. Therefore, a functional relation between the sattial s
intervention package and percentage of steps performed correctly by thiksdsstid
not exist. For example, Delante only completed 10 role-play scenarios over theeafours
the study in the home environment (out of 36) and in an inconsistent manner. However,
for the social skill of responding to teasing, at least one data point was cbiteetch
condition. Delante’s percentage of correct responses during role-plajosisuat the
one point collected during the baseline condition was 20% and 80% for the one data point
collected during the social skill instruction condition, indicating an increb§86%. For
the two data points collected during the maintenance condition, Delante averaged 80%,
again, an increase of 60% over the baseline condition. Limited results attained for
Delante reflect possible positive effects of the intervention for the skidlspionding to

teasing.
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With regard to Monique, data collection within the home environment occurred
for 3 weeks of the study until her grandmother terminated participation the fiakal we
However, while Monique’s data indicate an increase over the baseline conditidis, res
for the first two social skills during the intervention condition was very inca@amgisAs
heard on the audio recording for two role-play situations for responding to teasing,
Monique’s grandmother told Monique that if she did not know, she could say “I don’t
know.” After this statement, it seemed that Monique tended to use the “I don’t know,”
statement more frequency. For example, on four of the role-play situatiaesponding
to teasing (i.e., last two collected during the intervention and the two collected dur
maintenance) and for the final data point of using self-control, Monique responded with
“I don’t know,” immediately rather than think about and consequently act out the social
skill steps. The verbal prompting, deviating from the script, from Monique’s
grandmother, may have led to such findings.

As noted previously, Gresham et al. (2001) recommended that the use of multiple
exemplar training during social skill instruction could help students geretaligeted
social skills to real-world situations and environments. Another way that tidig st
sought to increase participants’ ability to generalize social skilladel to settings other
than the therapeutic one was to incorporate parental involvement as a part of the
intervention package. A review of research on social skill instruction for studehts wi
disabilities (Denning, 2007) found that a component of effective social skill itistruc
was parental involvement through practice of social skills in the home settisgstlitly
supports the idea that by including parents in the intervention process, it may help

increase students’ ability to generalize skills to other environmemntssffong &
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McPherson, 1991; Budd & Itzkowitz, 1990; Harrell et al., 2009; Laugeson et al., 2009).
Further, this study adds to the limited literature (i.e., Harrell et al., 200@jelsan et al.,
2009) conducted on African American secondary students with socio-emotional
difficulties who received social skill instruction involving parental pgsation.

Research Question 3: To what extent would the participants respond appropriately to
naturally occurring aggression inducing incidents in the school, home, or
community environments?

Though the data collected on participants’ ability to respond appropriately to
naturally occurring aggression inducing incidents in the classrooms wéeglithere is

an indication that participants were, to some extent, able to use the targeteskdlscia

in naturally occurring aggression inducing incidents in the home, community, and school

settings. Two of the students (i.e., Jaquita and Monique) reported school, home, and

community situations requiring their use of the targeted social skillsdBesthe
participants’ self-reports, it appears that to some degree they wete akkethe taught
social skills in non-therapeutic environments (i.e., outside of small group instructi
setting). For example, Jaquita relayed a situation at school when she wamgddsy

the on-duty police officer to determine her involvement in the theft of some money in her

occupational course of study classroom from the “sweet shop.” She clearlyedapla

how she used the social skill of standing up for your rights to appropriately handle this

situation. In another example, Monique described how she was using the social skill of

using self-control at home. She described an altercation with her grandmotherrover he
homework. She stated, “now every time when me and her fuss sometimes | just go

somewhere else so | won'’t keep fussing.”
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Similar to previous research, this study indicates that despite students’
demonstration of increased ability to use targeted social skills duringlhyatw@urring
aggression inducing incidents, it is still a generalization measure théiasltio
capture (i.e., Presley & Hughes, 2000). The continued difficulty incurred whibgy ticy
gather this specific generalization data may be the results of thguefreappearance of
naturally occurring aggression inducing incidents in the classroom environnfiexing
commonly reported in literature (Lo et al., 2011).

Research Question 4: To what extent did the obtained social behavior changeis mainta
across time?

Maintenance data on the participants’ use of targeted social skills duenglagl
situations in the school environment were collected following the termination lof skil
specific instruction. For the first social skill, responding to teasinggcppamts’
percentage of correct responses during role-play situations in the schogl deting the
maintenance condition showed an increase of 12% over the intervention condition and an
increase of 60% over the baseline condition. For the second social skill, using self
control, participants’ percentage of correct responses during roleHplagyas in the
school setting during the maintenance condition indicated an increase of 6.6% over the
intervention condition and an increase of 70.5% over the baseline condition. For the third
social skill, standing up for your rights, participants’ percentage of cogggbnses
during role-play situations averaged was the same for both the intervention and
maintenance conditions, indicating an increase of 60.7% over the baseline condition.

Maintenance data of the participants’ use of targeted social skills dataglay

situations in the home environments were collected for 1-2 weeks after thetiostruc
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ceased for the first two targeted social skills. Maintenance data wecelleated on the
final social skill, standing up for your rights, in the home setting due to the endimg of t
school year. Unfortunately, data were collected for only one participantéauiita)
throughout the maintenance condition. For the first social skill, responding to teasing,
Jaquita’s percentage of correct responses during role-play situations whiatpealv65%
during the maintenance condition, showing an increase of 47% over the baseline
condition. For the second social skill, using self-control, Jaquita’s percentageeuft c
responses during role-play situations averaged 75% during the maintenandercandit
indicated an increase of 58.7% over the baseline condition.

Overall, for both the school and home settings, it appears that participaats we
able to maintain the targeted skills of responding to teasing and using self-apotnol
termination of the intervention. In addition, maintenance results obtained for thie socia
skill of standing up for your rights showed that all participants were able to cotdginue
use this skill appropriately in role-play situations with their peers in the sshtiig
after instruction for this specific skill ceased.

For the first two social skills (i.e., responding to teasing and using self-ccadrol)
measured during role-play situations in both school and home environments, the
participants demonstrated similar or higher percentages of correct respoivsg$haur
maintenance condition than those during the intervention condition. This is not typicall
found in the social skills literature as participants usually do slightly poothe
maintenance condition than the intervention condition. One reason for the atypical result
achieved by the participants in the current study during the maintenancearonuigy

be due to the fact that they practiced the social skills so frequently durirgethday
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situations in both school and home settings that they become better at peyfibreni

social skills over time. Another reason may be the short period of time during which the
entire study occurred (i.e., 5 weeks), therefore decreasing the tiredletpgeen

termination of the intervention and the collection of maintenance data. Lastlygkiez hi
maintenance data may have been because the participants were more heatdg inve
this study. In addition, because role-play scenarios contained culturally reteatenial,

this could have contributed to participant recall of appropriate responses lategivdren
comparable role-play scenarios with high relevance to those practiced tharing t
intervention.

The maintenance results of this study strengthen the literature basairskitic
instruction in two ways. First, the study addressed an essential aspentb$kit
instruction in that social skills taught should be able to maintain over time (@retha
al., 2001). Second, it addresses the research limitation of insufficient mairgelzdac
collection (Harrell et al., 2009; Laugeson et al., 2009). This study shows tiGanAf
American youth with disabilities were able to maintain targeted sociéd &kilght over a
short period of time following the termination of the intervention.

Discussion of Social Validity Findings
Research Question 5: To what extent did the participants improve their sotial skil
acquisition and performance from the pretest to the posttest as measurel throug
teacher ratings, parent ratings, and participants’ self ratings?

This study sought to investigate the extent to which participants improved their

social skill acquisition and performance from the pretest to the posttest 88i®e

Rating Scaleand theSkillstreaming the Adolescent Checkifstough teacher ratings,
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parent ratings, and participants’ self ratings. This research questionchased because
previous literature indicated that a multimodal method of assessment was mhpmrta
ensure unbiased data collection (Laugeson et al., 2009). Therefore, rather thangollect
data solely from the parents who may be biased due to their investment in the
intervention, this study also included both a teacher and participant perspectings on a
social or behavioral changes from pretest to posttest.

All three participants improved in one or more of 8&IS Social Skill Subscales
across almost all raters. The only exception to this improvement was tnt®eResults
of his self rating indicated that he did not improve on any oStieal Skillsubscales
and in fact on one skilEmpathy he received scores from “Above Average” to “Below
Average” following termination of the intervention. A reason for the differinglte$or
Delante’s self rating and his mother’s and teacher’s ratings may deetdat not
perceive that he had deficits in effectively demonstrating targeted skitis His lack
of recognition of his social difficulties could have hindered his ability to usel skdia
appropriately in a number of situations prior to receiving the social skill insinu€tor
example, as discussed earlier within the results section, during the intamard
maintenance conditions, Delante frequently mentioned that he did not have any problems
or need for learning the targeted social skills. However, during the infonmab
discussions, the other participants mentioned that he did experience difficuttgsatin
two particular instances where Delante said he never got teased, Jdqtethtres by
sharing that she had just seen Delante being teased in the hallway duringnhench t
Overall, Delante’s improvement over baseline in his ability to exhibit doeeponses

during role-play situations with peers are more accurately reflectect @odthal validity
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data obtained from his teacher and his mother, specifically for the sociglaflstanding
up for your rights and using self-control.

The improvement seen across all dependent variables for Jaquita correspond to
the social validity data that were collected. For example, Jaquita did eoterany
additional office referrals during the intervention or following termination of the
intervention. Social validity data, specifically information obtained fronSiBksand the
Skillstreaming the Adolescent Checkliseflect that Jaquita, her mother, and her teacher
were all in agreement regarding Jaquita’s improved exhibition all targeted skills.

The improvement seen across two of the dependent variables (i.e., percentage of
correct responses during role-play situations with peers, anecdotdicddfnique
correspond to the social validity data that were collected. Specifitédigique did not
receive any additional office referrals during the intervention or followengination of
the intervention. Social validity data obtained through the satisfaction questemnnair
correspond to improvement seen on the aforementioned dependent variables. Monique’s
grandmother and her teacher agreed that Monique had improved in her ability to exhibit
all of the targeted social skills.

On theSSIS Problem Behavior Subscal@s participants with the exception of
Monique improved on at least one subscale. Monique did not appear to make any
improvement on th@roblem BehavioSubscales, and in fact her grandmother rated her
as getting worse on the subscalebufying, hyperactivity/inattentionandinternalizing
A reason for this discrepancy may be that wherStBeSforms was sent home initially,
they were provided in a written format. It was later discovered that Monique’s

grandmother experienced difficulty with reading decoding and comprehens®n. It



124

possible that her grandmother may not have understood the questions she read and
therefore could not provide an accurate assessment of Monique’s ability. The posttest
were completed in an interview format and in person to alleviate any confusion.
On theSkillstreaming the Adolescent Checklisisults of the ratings completed
by both the teacher and the parents of participants indicated that the participants
improved on both the social skills of responding to teasing and using self-controlsResult
from this tool further support the positive effects of the intervention on the part&ipant
exhibition of at least two of the targeted social skills in the eyes of tblegieand
parents. However, results of the participants’ self ratings indicatedvhalf the
participants (i.e., Delante and Monique) did not believe they improved on any of the
social skills taught. For Delante, it could be because he perceived that he did retyhave
social difficulties in the first place. With regard to Monique, she may have laeked s
confidence in her ability to demonstrate targeted social skills appropriddéejuita,
however, rated herself as having improved on the social skill of responding to .teasing
Research Question 6: What are the opinions of the participants, parents, and teache
regarding the importance of the targeted social skills, acceptabilitye of
intervention package, and effectiveness of the social skill instruction program?
One purpose of this study was to determine the social validity of the cyiturall
relevant social skill instruction based on participants’, parents’, and theitesache
perceptions regarding its effectiveness and practicality. Analysieegfarticipants’
guestionnaires showed that participants believed that the targeted sdisialesia
important in both the school and home/community environments. All participants

indicated that they enjoyed learning the social skills at home with themtpaned would
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recommend this social skill instruction program to other students in their Chessall,
the participants agreed that this social skill instruction program wasssegeand
enjoyable in both the school and home environments. Participants also agreed that the
intervention was effective in the school setting; however, there was soereité of
opinion regarding the effectiveness of the intervention within the home or community
environment. While Jaquita and Delante believed the intervention was veiyveffec
within the home or community environment, Monique disagreed indicating that the social
skill instruction was not effective at all. A possible reason for this incaggnay be
based on Monique’s perception of her grandmother and her grandmother’s difficulties in
reading aloud the scripts. Monique could have viewed the process of working with her
grandmother on the targeted social skills as very labor and time intensive. So while
Monique enjoyed working on the social skills with her grandmother, she may have
doubted the effectiveness due to the numerous error corrections Monique had to make
while her grandmother read aloud.

Social validity results from the parents indicated that this study had avpositi
effect on the participants’ ability to demonstrate the targeted sodlal s#i parents
agreed that the social skills taught were important in both the school and the
home/community environments. The parents also indicated that it was very impanrtant
them to be involved in knowing and practicing social skills taught to their children at
school and in their home environments. Overall, the parents of the participatitatfelt
this social skill instruction program was effective, practical, ejeyaand one that they
would recommend to families who have children with similar social and/or behavioral

needs. Three reasons for their perception are probable. First, parents rectigiideeir
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children experienced difficulty interacting appropriately in social sanatwith their

peers and were willing to do what they could to help their children develop thesriskill
this area. Second, while parents did not initially have a lot of contact with the,school
they appeared to appreciate that their opinions regarding their child’s educate

taken into consideration. Moreover, parents appeared to enjoy having additional
interaction time with their children and being able to practice and rteitekdls learned

at school and at home. The literature indicate that there are many benefitsh\ahg
parents in interventions conducted within the school setting such as better academic
outcomes and more optimistic results (Christenson et al., 1992; Epstein, 1992; Jimerson
et al., 2006; Turnbull & Turnbull, 2001). In addition, there is a strong connection
between parental participation and student achievement, accountabéitylaaite,

social skills, and behaviors (Bloom, 2001; McKay et al., 2003; Pena, 2000; Thompson,
2003). This study adds to the aforementioned literature, especially with regards t
increased exhibition of appropriate social skills.

An analysis of teacher’s satisfaction questionnaire showed that the teacher
believed that all of her students benefitted from participation in the social skill
instruction. She felt that all three of the targeted social skills were mgyriant in both
the school and home/community environments, and that all students showed
improvement in their ability to exhibit targeted social skills. The tea@parted that the
social skill instruction would be practical for a teacher, instructional assistr general
education peer to implement at school if given the necessary materialdl,@ivera
teacher viewed this social skill instruction program as practical, eféeeppropriate,

and one she would definitely recommend. Two reasons are possible. First, thes teac
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readily acknowledged that many of her students encountered difficulti@eiaadting
appropriately with peers and that instruction in this area is clearly laskihip the
school environment. Second, this teacher valued the importance of parental involvement
and expressed that it was an essential component that should be taken into consideration
when teaching students.
Specific Contributions of this Study

This study contributes to the literature in a myriad of ways: (a) it incdgzbra
parental involvement in the social skill instruction intervention to help participants
generalize skills learned in the school environment to the home or community
environments, (b) culturally relevant material was integrated into ssicibinstruction,
(c) it targeted African American secondary students with mild imtelée disabilities and
challenging behaviors, (d) it focused on using social skill instruction asesinadive to
aggression, and (e) social skill instruction was designed from a behaviorabfuncti
perspective. These contributions are discussed in detail in the followingaaragr

First, this study extends the research base on the effectiveness oflsticial
programs that incorporate parental involvement. One of the main challenges encountered
in social skill instruction has been the difficulty of students to generdlilte taught in
therapeutic settings to other settings (Gresham, 1994, 1998; Gresham et al., 2001).
Similar to the studies by Pfiffner and McBurnett (1997) and Fraser et al. (288&ljsr
of the current study demonstrated that participants were able to genaraliexhibit
appropriate demonstration of targeted social skills to multiple settiegss¢hool, home,

community). The reasons for the generalization effects are attributeditipaats’
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being exposed to a variety of role-play situations across settings (i.e., $wmel) and
across people (i.e., family members, peers).

Second, this study adds to the scarce literature examining the efficacy of
culturally responsive social skill instruction. Comparable to the study k& &b (2011),
results of this study showed that all participants improved in their ability tortgnate
targeted social skills after receiving social skill instruction considehe specific
behavioral profiles of African American students. Moreover, this study extehded t
literature by incorporating culturally relevant material into the dgyrakent of role-play
scenarios used to assess the participants’ ability to use socialakiig.tFor example,
role-play scenarios reflected participants’ interests such as telegisows watched,
musical tastes, fashion, and slang incorporated into their vocabulary. In addition,
discussions during the intervention were encouraged that focused on topics African
American students frequently encountered (e.g., dating, getting aldngiklings,
involvement in church, participation in community activities, applying for jobs).

Third, this study extended the literature by targeting a population (i.e.aAfric
American secondary students with mild intellectual disabilities) theatdraly been
included in the social skill instruction literature. Only a handful of studies (Hadr&
Yung, 1991; Harrell, et al., 2009; Laugeson, et al., 2009; Presley & Hughes, 2000) have
included African American secondary students as participants, and only two of these
studies (i.e., Laugeson, et al., 2009; Presley & Hughes, 2000) included participants wit
disabilities. In addition, this study extends the literature by usinglsdianstruction
as an alternative to aggression with this population of students. This skill isamiport

because by increasing students’ prosocial behaviors, it could help contributeito bett
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post-school outcomes for this population of students. Like the study by Presley and
Hughes (2000), participants in the current study showed an increase in the number of
steps performed accurately in given role-play scenarios with their petbesn responses
to aggression.

This study also extends the literature by designing the social skill itistruc
from a behavioral function perspective as recommended by Elliott and Gresd@h) {0
align treatment to participants’ specific social skill deficits. Wthis study did not
specifically include a functional behavioral assessment, the functiospleotive was
integrated. Pre-assessment data were collected from the participasnss pand teacher
to determine which social skills were lacking in each participant’s @perh order to
determine the targeted social skills. During instruction, students’ behavioiohste.,
reasons for performing or not performing targeted social skills) weressktt. For
example, participants were asked to explain why they did specific behaviwad or
specific reactions in lieu of exhibiting appropriate social skills in givierasons to
determine how to most effectively engage and teach social skills as stuttemstizes
to aggression. Integrating the functional perspective into the development ofitle s
skill curriculum used in this study may have contributed to the effectiveness of the
intervention because it enabled participants to become more aware of precipitating
factors. Further, in may have helped students find appropriate prosocial betaviors t

achieve the same outcomes as prior aggressive behaviors.
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Limitations and Implicationsfor Future Research

This study has several limitations and implications for future resdarsh. like a
similar study on the exhibition of appropriate social skills as alternatvaggdression
(Presley & Hughes, 2000), generalization data were difficult to measureuiieat
study used an indirect measure of the frequency of participants’ approesiptases to
naturally occurring aggression inducing incidents (i.e., anecdotal datetedlfeom
participants in the school setting) and percentage of social skill perfozraaran
alternative to aggression with family members as dependent variablesdirketi
measure of participants’ transfer of skills into their natural environmergselacted
because direct observations of student behaviors in the classrooms were not a viable
option due to a lack of observable naturally occurring aggression inducing incidents in
the classroom setting within the limited class periods available for ohsas/athe
percentage of social skill performance with family members wastedlbecause it was
a comparable measure to what was being used in the school setting. Role ptays we
enacted with family members in the hope that it may increase studenty @bili
generalize skills to the home setting. However, the indirect measure usddpeasient
on student verbal accounts of their use of targeted social skills during naturaligiragc
aggression inducing incidents. Therefore, it is possible that students may not have
accurately portrayed their actions during naturally occurring aggressianing
incidents. Future studies should include multiple means of gathering geriemaldata
that incorporate more direct measures.

Second, the way supplemental social skill activities were provided in the home

setting limit the results of this study. One of the participants, Monique, liitacher



131

grandmother who experienced difficulty in the area of reading decoding. Sitexéahsa
were sent home in a binder in a written format, difficulty in reading could have
contributed to Monique’s grandmother’s lack of follow-through for the duration of the
study. There was also inconsistency with regard to implementation of the supialleme
activities at home for Delante over the course of the study. Additionally, pamelyt
provided supplemental activities three times per week while instructionredaarthe
school setting for 5 days a week. Future studies should take the education level and/or
needs of participants’ parents or guardians into consideration and compensatefor thes
by creating supplemental activities that are provided in an alternatatf¢e.g., audio,

DVD, or computer). Future studies should also have parents provide their component of
the intervention at home consistent with the intervention occurrence within the school
setting (e.g., if instruction occurs at home daily then supplemental iastisitould be
provided at home nightly).

Third, parents were compensated for participation in this study. While iegeem
reasonable to compensate a parent or guardian for their participation in a gtudgge
additional time and effort as an extension of typical school expectations, the question
remains as to whether or not parental participation would have occurred without this
compensation. Future research studies should investigate parents’ willirggess t
beyond typical school involvement to prevent/intervene in order to improve their child’s
social interactions or behaviors without compensation.

Fourth, another major limitation of this intervention was that it was a social skill
instruction package and therefore it is impossible to determine which i)

intervention was necessary to produce positive results. This study did not tease out the
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parental involvement component from the overall social skill instruction package to
determine whether it was the social skill instruction conducted at school dene, t
parents-directed supplemental materials, or the combination of the components that
increased participants’ use of targeted social skills. Future researcurags this
limitation by comparing a teacher-led social skill instruction, a pdeehsocial skill
instruction, and a combination of teacher-parent social skill instruction pragram
determine which, if any, of the three was most effective.

Fifth, due to this study being conducted towards the end of the school year,
maintenance data were not collected in both the school and home settings for ardextende
period of time following termination of the intervention. Additionally, complete
maintenance data for the final targeted social skill (i.e., standing ypdaights) were
not collected in the home setting. Future research should consider starting the study
earlier in the school year to allow adequate time for complete dataticoilec

Sixth, students were selected for participation in this study based on teacher
recommendation and consideration of classroom schedules. Due to the short period of
time available to conduct the present study, participants were chosen who also had a
schedule that enabled the interventionist to take all of the students out of classaatehe
time for instruction. Future studies should be open to the possibility of using students
from multiple classes as participants and at different times of the day.

Seventh, participants were involved in observing and practicing with others
during role-play scenarios, even when it was not their turn for assessmepadsiisle
that there might be some practice effect. However, role-play situdtiotise targeted

social skills were chosen in a random order in addition to having students rotate their
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participation in role-play situations to try to minimize the practiceceffeuture
researchers should consider using general education peers who are not involved in the
study to engage in role-play situations with participants.

Eighth, no qualitative data were collected regarding students’ use of thiedarge
skills during the baseline condition. Therefore, comparison of students’ data héfwee
baseline and intervention conditions was not possible. Future studies should collect
gualitative data throughout the course of the study.

Finally, this study employed single-subject methodology. While the internal
validity of this study was strengthened by using quality indicators fotyghesof
research provided by Horner et al. (2005), studies using this design cannot bezgeherali
to different participants and settings. The main issue was that there wated parent
population because only one parent was actively involved in providing the supplemental
activities with their child over the course of the study. This study was atghicted
with African American students whose parents were active members oftties ¢
education, which affects the ability to generalize results to students péuesds are not
active participants in their child’s education due to various reasons. Therg&iesnatic
replications of this study are needed that include participants from other fpmusila
across multiple geographic locations to broaden the generalization efféuts of
particular social skill instruction program. In addition, both parents and/or adtlitiona
family members should be recruited for participation in future studies to iedieas

number of people with whom participants can interact.
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Implicationsfor Practice

There are some implications for practice. To maximize the efficattysof
culturally relevant social skill intervention incorporating parental invoket,
procedural fidelity data should be gathered at the school and home settings with high
fidelity. It is recommended that interventionists meet directly and iropevgh parents
prior to beginning the study and continue to reiterate expectations to parents ito order
ensure complete understanding of the material and to ward off or alleviaterdngion.

Another recommendation to consider prior to implementing this social skill
instruction program relates to who will be implementing instruction, and the ledel a
type of professional development needed. Professional development should include a full
demonstration of a social skill lesson and allow the opportunity for future intervetgionis
to practice delivering instruction. Also, the professional development should attew ti
for interventionists to ask questions or discuss any of the data collection procsiares
effort to confirm clarity.

This study also has important implications for the field of education in providing
a possible means to encourage better post-school outcomes for African America
students with disabilities. In particular, this study focused on providing siilial
instruction to African American students who exhibit difficulty in social irtigoas as
an alternative to aggression. This study included many facets of instructtonmended
by Gresham et al. (2001) to increase participants’ ability to geresilts learned to
various settings and situations, and maintain skills learned over time. Spigcifca
study included social skill instruction that was (a) provided in a small group witk, pee

(b) reiterated and practiced in the home environment with parents, (c) cultata¥gint,
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and (d) designed from a behavioral function perspective. In addition, the currgnt stud
measured the percentage of steps performed correctly by participantsrole-play

situations with both their peers in the school setting and their parents or faemiipers

in the home setting across a variety of situations that could occur in the school, home, and

community to increase the generalizability of social skills learned.
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APPENDIX A: SOCIAL SKILL CHECKLIST FOR ROLE-PLAY

Social Skill: Responding to Teasing

Circle a “Yes” or “No” for each of the following questions: YES NO
1. Student will not speak aloud for at least 3 seconds to think about the
current situation. Y N

2. Student will state the skill steps needed to respond to the given
situation.

SKILL STEPS:
(1) Decide if you are being teased. Y N
(2) Think about ways to deal with the teasing. Y N
(3)_Choose the best way and do it. Y N
3. Student verbally states that they believe someone is teasing them
Y N
4. Student thinks about possible options to deal with the teasing.
Y N
5. Student chooses the best option and does it.
Y N
6. Student uses an appropriate tone of voice when role playing.
Y N
7. Student uses an appropriate volume of voice when role playing.
Y N

8. Student explains why it is important to perform the targeted social skill.
Y N

Scoring: #s of YES = Total #s of responses = 10Percent =
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Social Skill: Using Self-Control
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Circle a “Yes” or “No” for each of the following questions YES | NO
1. Student will not speak aloud for at least 3 seconds to think about the
current situation. Y N
2. Student will state the skill steps needed to respond to the given situation.
SKILL STEPS:
(1) Look for body cues that you're about to lose control. Y N
(2) Decide what happened to make you feel this way. Y N
(3) _Think about ways in which you might control yourself. Y N
(4) _Choose the best thing to do. Y N
(5) Do the best thing. Y N
Student verbally states cues that let them know they are about to lgse
control. Y N
Student verbally states what happened to make them upset.
Y N
Student thinks about ways in which they can maintain control.
Y N
Student chooses the best thing to do.
Y N
Student does the best thing.
Y N
Student uses an appropriate tone of voice when role playing.
Y N
Student uses an appropriate volume of voice when role playing.
Y N
10. Student explains why it is important to perform the targeted social skill.
Y N

Scoring: #s of YES = Total #s of responses = 14Percent =
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APPENDIX A: SOCIAL SKILL CHECKLIST FOR ROLE-PLAY

Social Skill: Standing Up for Your Rights

Circle a “Yes” or “No” for each of the following questions: YES NO
1. Student will not speak aloud for at least 3 seconds to think about the
current situation. Y N
2. Student will state the skill steps needed to respond to the given sityation.
SKILL STEPS:
(1) Pay attention to body cues that help you know you are dissatisfied.Y N
(2) Decide what happened to make you feel dissatisfied. Y N
(3) _Think about ways you can stand up for yourself. Y N
Y N
(4) Choose the best way to stand up for yourself.
Y N
(5) _Stand up for yourself in a direct and reasonable way.
3. Student verbally states cues that let them know they are dissatisfied.
Y N
4. Student verbally states what happened to make them feel dissatisfied.
Y N
5. Student thinks about ways they can stand up for their rights.
Y N
6. Student chooses the best thing way to stand up for their rights.
Y N
7. Student stands up for their rights in a direct and reasonable way.
Y N
8. Student uses an appropriate tone of voice when role playing.
Y N
9. Student uses an appropriate volume of voice when role playing.
Y N
10. Student explains why it is important to perform the targeted social skill.
Y N

Scoring: #s of YES = Total #s of responses = 14Percent =
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APPENDIX B: SOCIAL SKILL INSTRUCTION PROCEDURAL FIDELITY

CHECKLIST
Instructor: Checklist Completed By:
Date: Lesson Length: Lesson Part
CRITERIA FOR COMPLETION YES NO
1. Identifies and defines skill to be taught Y N
2. Provides rationale for the students to use the skill v N
Describes general characteristics of the skill being taught v N
Identifies social rules (instances where use of the skill is v N
appropriate)
5. Displays skill steps v N
6. Discusses skill steps Y N
7. Models the skill v N
8. Provides practice situation/s Y N
9. Provides corrective feedback to students for inappropriate Y N
behavior or incorrect demonstration of skills
10. Provides praise to trainees for appropriate demonstration of Y N
skills (including engagement, correct responses, and appropriate
behavior)
11. Reviews skill steps with students v N
12. Provides clarification and answers student questions throughout v N
lesson
13. Uses PowerPoint to guide the lesson and follows the script v N
provided to ensure that the entire lesson is taught to students
14. Operates the laptop and mouse to activate/transition PowerPoint
slides correctly during the lesson (e.qg., click on slide to Y N
transition to next page)
15. Assigns students a homework activity to complete at home, NA
Number of Y circle or N/A Marked = /14 x 100 = %

Comments/Notes:
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APPENDIX C: TEACHER SATISFACTION QUESTIONNAIRE

Teacher’'s Name: Date:

Target Students’ Names: A B C

Directions Your students participated in a study during which they were taught social
skills within a group setting to use during aggression inducing situations. Thef gloisl
study was to increase student use of alternative strategies duringsguatwhich they
would normally use aggression. To determine if this study was appropriate ectd/eff

| would like to know your opinion on the following items. | greatly appreciate an@ valu
your input!

Question Not Slightly Import. Very

I mportant Import. Import.
1. The students received social skill instruction
on the following social skills. How important
do you think it is for students to be able to do

the following social skills in the school ABC ABC ABC ABC
environment?

a. Standing Up for Your Rights 111 2 22 33 4 4 4
b. Using Self-Control 111 2 22 3 33 4@ 4
c. Responding to teasing 111 2 22 3 3 34 4 4

2. How important do you think it is for students
to be able to do the following social skills in

the home or community environment? ABC ABC ABC ABC
a. Standing Up for Your Rights 111 2 22 33 4 4 4
b. Using Self-Control 111 2 22 3 33 4 4
c. Responding to teasing 111 2 2 2 3 3 34 4 4
No Slight Moderate A Lot of

Improv. Improv. Improv. Improv.

3. How much improvement did you observe fc
target students regarding their ability to
exhibit the following social skills? ABC A
a. Standing Up for Your Rights 111 2
b. Using Self-Control 111 2
Cc. Responding to teasing 111 2

Slightly

I mportant Import.

4. The social skill curriculum used a
PowerPoint program to guide students in
learning the social skills listed above. How 1 2 3 4
appropriate do you think instruction utilizing
a PowerPoint program is for the target
students to learn social skills?
Not

I mportant

5. Students learned social skills in a small group
during which they participated in activities to
reinforce skills learned. How important do 1 2 3 4
you think it is for the target students to be
able to interact appropriately with peers in
small group situations?
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Question Not Slightly Effective Very
Effective Effective Effective
6. Overall, how effective do you believe this
social skill instruction program was in 1 2 3 4
helping your target students to be more
successful in the classroom environment?
Not Possibly Recom. Definitely
Recom. Recom. Recom.
7. To what extent would you recommend this
program to students who have similar social 1 2 3 4
and/or behavioral needs?
Not Slightly Practical Very
Practical Practical Practical
8. If your school was given the instructional
materials used for this study and training, to
what extent do you think this intervention 1 2 3 4
would be practical for a teacher, an
instructional assistant, or a general education
peer to implement within the school setting?

Approp. Very

Approp.
9. How appropriate do you believe parental
involvement is for students to learn the social 1 2 3 4
skills taught?

Not Slightly
I mportant Import.
10.How important is it for parents to be involved
in reiterating skills taught at school withinthe 1 2 3 4
home environment?
Not Slightly Effective Very
Effective  Effective Effective
11. Do you believe that parental involvement in
this social skills instruction program was 1 2 3 4

effective?

Not Slightly Import. Very

I mportant Import. Import.
12.How important do you think it is for social
skill instruction to incorporate aspects of 1 2 3 4
students’ cultures as part of the curriculum?

13.Please provide any written comments regarding sedulness, effectiveness, and/or importance ¢f
this social skill instruction program for your tetgstudents to improve their social skills.

Thank you so much for your response!
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APPENDIX D: PARENT SATISFACTION QUESTIONNAIRE

Parent’'s Name: Date:

Child’s Name:

Directions Your child participated in a study during which he/she was taught social

skills within a group setting to help him/her interact appropriately with othdrsth the

home and school environments. The goal of this study was to increase your child’s use of
appropriate social skill strategies in situations where he/she might béemtnated or

angry. You were involved in helping your child learn social skills by providing additional
instruction at home in addition to digitally recording your child’s social sé&xlsibition

during role-play situations. | would like to know your opinion on the following items. |
greatly appreciate and value your input!

1. Your child received instruction on the
following social skills. How important do you
think it is for your child to be able to do the
following social skills in the school
environment?

a. Standing Up for Your Rights 1 2 3 4
b. Using Self-Control 1 2 3 4
c. Responding to teasing 1 2 3 4

2. How important do you think it is for your
child to be able to do the following social
skills in the home or community environment?

a. Standing Up for Your Rights 1 2 3 4
b. Using Self-Control 1 2 3 4
c. Responding to teasing 1 2 3 4

Moderate A Lot of

Improv. Improv.
3. How much improvement did you observe fol
your child regarding their ability to exhibit the
following social skills?

a. Standing Up for Your Rights 1 2 3 4
b. Using Self-Control 1 2 3 4
Cc. Responding to teasing 1 2 3 4

4. The social skill curriculum used a PowerPoint
program to guide your child in learning the
social skills listed above. How appropriate do 1 2 3 4
you think instruction utilizing a computer-
based program is for the students to learn
social skills?
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Question Not Slightly Import.

Import. Import.
5. Your child learned social skills in a small
group where he/she participated in activities to
reinforce skills learned. How important do 1 2 3 4
you think it is for your child to be able to
interact appropriately with peers in small
groups?

Not Slightly Import.

Import. Import.
6. How important is parental involvement in

knowing and practicing social skills learned by 1 2 3 4
your child at school in the home environment?
Not Slightly Effective Very
Effective  Effective Effective

7. Overall, how effective do you believe this
social skill instruction program was in helping
your child become more successful in the 1 2 3 4
classroom environment?

8. Overall, how effective do you believe this
social skill instruction program was in helping 1 2 3 4
your child become more successful in the
home or community environment?

Not Possibly Recom.  Definitely

Recom. Recom. Recom.

9. To what extent would you recommend this
program to families who have children with 1 2 3 4
similar social and/or behavioral needs?

Not Slightly Liked Definitely
At All Liked Liked
10. To what extent did you enjoy working with
your child at home on social skills taught at 1 2 3 4
school?
Not Slightly Practical Very
At All Practical Practical

11. How practical was this program with regard to
implementation in the home setting?

Not Slightly Import. Very
Import. Import. Import.

12.How important do you think it is for social
skill instruction to incorporate aspects of your 1 2 3 4
child’s culture as part of the curriculum?

13. Please provide any written comments regarding seéulness, effectiveness, and/or
importance of this social skill instructiprogram for your child in improving their social
skills.

Thank you so much for your response!
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APPENDIX E: STUDENT SATISFACTION QUESTIONNAIRE

Name: Date:

Directions You patrticipated in a study during which you were taught social skillsrwithi

a group setting to help you interact appropriately with others in both the home and school
environments. The goal of this study was to increase your use of appropriatelstici
strategies in situations where you might become frustrated or angould like to know

your opinion on the following items. | greatly appreciate and value your input!

Slightly Import.

Import.
1. You received instruction on the following
social skills. How important do you think it is
for you to be able to do the following social
skills in the school environment?

a. Standing Up for Your Rights 1 2 3 4
b. Using Self-Control 1 2 3 4
c. Responding to teasing 1 2 3 4

2. How important do you think it is for you to be
able to do the following social skills in the
home or community environment?

a. Standing Up for Your Rights 1 2 3 4
b. Using Self-Control 1 2 3 4
c. Responding to teasing 1 2 3 4

Slight Moderate A Lot of

Improv. Improv. Improv.

3. How much improvement do you think you
made in your ability to demonstrate the
following social skills?

a. Standing Up for Your Rights 1 2 3 4

b. Using Self-Control 1 2 3 4

€. Responding to teasing 1 2 3 4

Not Slightly Liked Definitely
At All Liked Liked

4. How much did you like using the computer

program to learn social skills? 1 2 3 4
5. How much did you like participating in a small

group with your peers to learn social skills? 1 2 3 4

6. How much did you like working with your
parents to practice social skills you learned in 1 2 3 4
school at home?
Not Possibly Much Very
At All Much
7. How much do you think other students would
like learn to social skills using a computer? 1 2 3 4
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Question Not Possibly  Much Very
At All Much
8. How much do you think other students would 1 2 3 4

like learning social skills in a small group with
their peers?
Not Slightly Effective Very
Effective  Effective Effective

9. Overall, how effective do you think this social

skill instruction program was in helping you 1 2 3 4

become more successful in the classroom

environment?

10. Overall, how effective do you think this social
skill instruction program was in helping you 1 2 3 4
become more successful in the home or
community environment?

Definitely

Recom.

11. To what extent would you recommend this
program to other students in your class? 1 2 3 4

Slightly
Import.

12.How important do you think it is for social skil
instruction to include things you enjoy talking 1 2 3 4
about and have in common with your peers?

13.What parts of working together in a small group ilth your parents on social skills did you like
the most?

14.what parts of working together in a small group aiith your parents on social skills did you like
the least?

15.1f I was to teach this program again to anotheugrof students, is there anything you think | sdoy
do differently?

16.Do you have any additional comments about the groomputer program, working with your
parents, or what you learned by participating is fwocial skills program?

Thank you so much for your response!
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APPENDIX F: SUPPLEMENTAL ACTIVITIES FOR USING SELF-CONROL
May 24, 2011
Dear Parents,

In the binder are 3 nights worth of activities to do with your child. Please have
your child bring the completed binder to me by next Monday, M4y Base complete
one activity per night and then read the attached scenarios and questions tolgour ¢
Please audiotape doing the activity with your child and acting out the rolsqaagrios
with them each night. Your child has been working on the social skill of “Using Self-

Control” this week. If you have any questions, please call me. Thank you!

~Alicia Brophy
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Night 1

Directions: Review the following skill steps for “Using Self-Control” mjtour child.
Please remember to record this activity and the role-play scenarigsthatll do on the
following page.

1. Look for body cues that you're about to lose control.

2. Decide what happened to make you feel this way.

3. Think about ways in which you might control yourself.

4. Choose the best thing to do.

5. Do the best thing.
Ask your child if there are any times that they can think of where theyhaa/to keep
their self-control (controlling their temper when they are frustrateghyasad) at home,
in their neighborhood, or out in the community (for example: church, grocery store, the
mall, movie theater, etc.)

You child can write some of them down here:

1.

2.

3.

Please review the skill steps for Using Self-Control again.
1. Look for body cues that you're about to lose control.
2. Decide what happened to make you feel this way.
3. Think about ways in which you might control yourself.
4. Choose the best thing to do.

5. Do the best thing.
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Directions: The following are two social skills scenarios to be read tocyuidr. Please
remember to use the digital recorder provided to record each session.

Please read the following scenario to your child:

“You got a new Nintendo Wii for your Christmas present. Your close friend dktode
play it without your permission while you were setting the table for dinnern\ine
return to play it, the Wii won’t work... it is broken. When you ask them about it, they
said they never touched it. How do you maintain your self-control?”

Ask your child the following questions in order:

1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | am your
friend, what would you do?

3. Can you tell me why it is important to follow appropriate steps when dealthg wi
this situation?

kkkkkkkkkkkkkkkkkhkkhkkhkkkkhkkkkkkkkkkhkkhkkhkkkhkkkhkkkkkhkkhkkhkkkhkkkhkkkkkkkkkkkkkkhkkkkk

Please read the following scenario to your child:

“You are riding your bike down the street. A kid down the street calls you a name fo
reason and says that your bike looks like “you got it out of the garbage dump.” How do
you respond to his teasing?”

Ask your child the following questions in order:

1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | the
neighborhood kid, what would you do?

3. Can you tell me why it is important to follow appropriate steps when dealihg wit
this situation?
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Night 2

Directions: Review the following skill steps for “Using Self-Control” mjtour child.
Please remember to record this activity and the role-play scenarigsthatll do on the
following page.

1.

2.

3.

4.

5.

Look for body cues that you're about to lose control.
Decide what happened to make you feel this way.
Think about ways in which you might control yourself.
Choose the best thing to do.

Do the best thing.

Ask your child what are some of the ways that they can maintain theios¢tblcwhen
they are angry or upset.

You child can write some of them down here:

1.

2.

3.

Please review the skill steps for Using Self-Control again.

1.

2.

Look for body cues that you're about to lose control.
Decide what happened to make you feel this way.
Think about ways in which you might control yourself.
Choose the best thing to do.

Do the best thing.
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Directions: The following are three social skills scenarios to && t@ your child. Please
remember to use the digital recorder provided to record each session.

Please read the following scenario to your child:

“You finish your homework afterschool and leave it on the table while you go gatk. $Vhen
you come back to put your homework in your book bag, it is crumpled in a ball and your
brother/sister is giggling. How do you maintain your self-control?”

Ask your child the following questions in order:

1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | am your
brother/sister, what would you do?

3. Can you tell me why it is important to follow appropriate steps when dealihghis
situation?

kkkkkkkkkkkkkkkkkkkkhkkkkkkkkkkkkkkhkkkkkkkkkkkkkkkkkkkkkkkkkkhkkkkkkkkkkkk

Please read the following scenario to your child:

“You are playing basketball with some friends outside. After you make atbdskéall bounces
and accidently bumps another boy on the court. He says, “Way to the ball quick slowhboke!”
do you respond to his teasing?”

Ask your child the following questions in order:

1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | am the boy, what
would you do?

3. Can you tell me why it is important to follow appropriate steps when deatihghis
situation?

kkkkkkkkkkkkkhkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkkk

Please read the following scenario to your child:

“Your bus is running late. When you get home, you get in trouble for not coming straigit hom
and get grounded for a week. You know you did what you were supposed to do. How do you
stand up for you rights?”

Ask your child the following questions in order:

1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | am your parent,
what would you do?

3. Can you tell me why it is important to follow appropriate steps when dealihghis
situation?
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Night 3

Directions: Review the following skill steps for “Using Self-Control” mjtour child.
Please remember to record this activity and the role-play scenarigethatill do on the
following page.

1.

2.

3.

4.

5.

Look for body cues that you're about to lose control.
Decide what happened to make you feel this way.
Think about ways in which you might control yourself.
Choose the best thing to do.

Do the best thing.

Ask your child if they are able to recite the skill steps without looking.

1.

2.
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Directions: The following are two social skills scenarios to be read tocyildr Please
remember to use the digital recorder provided to record each session.

Please read the following scenario to your child:

“You check the mail after school. You realize there is a package in there that does
belong to you. You see that it is addressed to a neighbor down the street. You decide to
walk over to her house and deliver the package. As you are walking to her house, a
neighbor sees you with the package. He then accuses you of stealing the.gdckage

do you stand up for you rights?”

Ask your child the following questions in order:

1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | am your
neighbor, what would you do?

3. Can you tell me why it is important to follow appropriate steps when dealthg wi
this situation?

*kkkkkkkkkkkkkkkkhhkkkkkhkkkkhhhkkhkhhkkkhhhhkhkhhhkkkhhhhkhkhhhkhkhkhhhkkhkhhkhkhkhhhkkkhkhikkik
Please read the following scenario to your child:

“You get on the bus in the morning. As you are walking to a seat, a kid sticks out his foot
and tries to trip you. How do you maintain your self-control?”

Ask your child the following questions in order:
1. What steps do you need to follow to respond to the situation appropriately?

2. Can you show me what you would do in this situation? Pretend that | am that kid,
what would you do?

3. Can you tell me why it is important to follow appropriate steps when dealihg wit
this situation?



