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““training in referential co

ABSTRACT

This study is ,an 1investigation of the effects of

atcation on peer scceptance

and’ tescher ractings of seven to nine year old

developaentally delayed school childr. Tventy-four

Treat

ne’,

\
subjects were divided {nto three' grou

'
attention control, and no treatment coptrol. - It vas

predicted thar (1) referential communication would 4improve

with training, (2) =s referential communication improved
_there would be an increase in the subjects' racings of peer

acceptance, and (3) improvements would occur in teacher’

: |
ratings of peer interactions but not necessarily in ratings

of ‘compliancae. T ;

The results of ~ the - experiment supported — the

- Children who recei:

‘hypothes

cossunication demonstrated {mprovement folloving six weekly

fons. A two-sonth followup as nt shoved

training s

thst training vas effectivi in producing fisprovements fia;
TBoth peer acceptance ratings and teacher ratings in the

tr

u.:?ro-p, but not in the control groups. There were

no imp nts in ratings of compllance. The potential

unication a factor in social

benefits of referential co

needs are

cospetence are discussed, 'and Ffuture research

indicaced. % J

d_-training in referential |
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Social 1incospetence 1is & prerequisite for the

diaghosis  of° many =hl¥dhoed_ developmentsl’ problems

(Greenspan, 1981).. This diagnostic criterion reflects the

tmportance of appropriste social skills for the everyday

1ife sdaptation of all children. Much research has been

devoted to understanding the nature of social competence.
As & result, sose of the causes and consequences &f
inappropriate &oclal behaviour have been determined and
vill be reviewed later. However, there resain a number "of

Y eritical “-skills which, though reportedly correlated with

social competence, have not been studied in teras of direct

telationships.

o One such skill, called referential comaunication, i

involyes the ability to accurately describe what you are i

talking about so that another person understaids.. ‘The
limited number of studies available have shown referential - i
communication to be related to a child's level of “social = H

.competence. Researchers have, found that developmentally
P

delayed children (those who lag behind their s

ag@ipeera

o physical and/or cognitive development) cx;@nn:c
Lrf{m’u- with referentisl cossunication (eg. ' Watson,
1978). ‘A possible influence on the p;gbx.-- of social

ence for. developmentally delayed children

y be

their difficulty with sccurate communication. One




intervention programse in referentisl communication, and

look for resulting isprovesents in social -acceptanc

important of social

Referential Co
1 = ' -

The sbility to convey inforpation im & clesr and

concise manner is an'isportant aspect of eo“‘--.mc.unn. and

1a often cal referential communication. «Referentfal
communication fefers to verbal communication afmed at
helping a listener discriminate the ' target of &
communication: (the referent) fros competing ncn:ghreu.:l‘
For reference to be successful, attention must be pald by
the speaker to the context of a target in relstion to other
alternatives (Watsom, 1977). If a single large red circle

1s in viéw, then the appropria

e pointing gesture, or the
word 'that' will be sufficient to refer to.it. Hovever, if

the

circle 1ies within a context of other similar
items, then reference to' it nmust take accouwnt of their

properties, as in ‘the biggest red circle'. By the age of

eight or nine yesrs, children have usually developed near

adult-level competence on referential communication tasks

(Glucksberg, Krauss, & Higgins, 1975). *

There has been a ~substantisl asount of research

: ) vk r}czz
e 1 ' SN

of detersining whether this s so is to provide en .




PAGE 3 * y

concerning the aevelopn}en:‘ R R o] m—— i ol

skills in young cnudun in the past decade. Asa result,

two sets of subskills necessary for successful {
: communication have been identifieds = speaker. skills and e
. listener skills. g . 4

Speaker skills. The successful . spesker in  a

referential communication task is proficient in‘the use of

lcertain component subskillsy 'The first of. these . la the

ability to assess listenér characteristics and, 3

. 5 inforaational needs, a skill referred .to .as perspective

evaluation.  Roberts and Patterson (1983) found that

S 55 AR S

% o -
children. classified as low in perspective’ evaluation

perforned conslstently vorse vn a referential communication

task than did children who .scored high on perspective

evalustton?  The ability to - accurately assess the

listener's informational' needsmas a strong predictor of

these children's communicative performances. Correlations

between scores for the perapective evaluation t

number  of coneuhuvg messages produced (i.e. those i
specifying s \umnuen on which the target referent differs

fron the ‘othars) werierjosiiive andlaignificins, T = .44 and

+49 respectively. . i .- .

i

Vi iR A

While the speaker may realizd the listener's
inforsational meeds, it remains that an alequaty message be

constructed: To do 8o, a comparison compoment must © be




PAGE 4
utilized. The speaker is required to analyze several
‘stimuli to determine which attributes of a referent
distinguish it from nonreferents. If a child is \lnﬂbl"e\ to

isolate a referent's distinguishing ‘characteristic(s), 'he

..

or she will be HI‘Ith to e‘llvluate the quality of the
m‘asunge. This arises from the pres-;mpnxon that evaluation
occurs by cflmpuring stimuli to determine if the message
actually describes i a;fserenc1a:1ng attribute. Whitehirst
and Sonnenschein (1981) addressed the issue of comparison
skil1s on two levels: ® do . children know hov to make
stimulus comparisons, and: 1f 80,.do they know when to use
this skill? Experimental results showed that  while
children between four and five years of age were able to
specify differences vhen asked, they did  not  make
comparisons 1in a referential communication task. In other
words, they did mot know that to communicate referentially
they must make comparisons and describe {ﬂlfferencel.

A final compoment skill involves the ability to detect
ambiguities in one's own messages before they are spoken.
An important prerequisite sWill i./ "metacommunication
ability" (Flaell, 1977, p.178). 1In other words, a speaker
musf analyze, evaluate, snd wdte prospective messagés for
accuracy.  In & series of experiments, Roblason (1981a)
demonstrated that children who fatl to detect ambiguities
tn their mesosges blame the listener for communication

failure. These children also have problems improving their
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inadequate,messages L1f asked for more information.
In summary, success on a referential communication
‘task requires’ that the gpeaker realize the informational
N P !
needs of the listener. In order to convey the tecessary
information, referents must be compared for distinguishing

qualities, and resulting messages analyzed for accuracy.

Listemer skills. . The dimportance of the ™ speaker

role in referential communication has been extensively
investigated. However, the contribution of the listener
was  initially -constdefed minor, in that deficits in

ful - communication

" listener skilla did not affect succe
following an ambiguous message (Glucksberg, Kratss and
Welsberg, 1966). In contrast, researchers have recently
shown that when .children are presented with inadequate

messages, the. absence or presence of certain listener

skills can affect communicative success.

One influential skill 1is a  child's _-l;\llt_:y to
recognize when a ‘'message 1is nhiguou or uninformative
(Patterson & Kister, 1981). The deciaion to deTaee i
potential referent based on message adequacy must therefore

X insorpesite ® Gompsrisna’ donponsnt, THAE Li, the Ilstenet
has to compare the information provided by the .pul{u with
the qualities of the target set of referents.  The

available evidence ' suggests that older children are
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generally more succe

ful at recognizing message ambiguity
than are younger children (Bearison & Levy, 1977).
A secand listemer skill concerns- the knowledge that

the quality of the speaker's me

ge can influence
communication accuracy. - Such konovledge ‘(or lack  Bf

knowledge) can affect the listener's performance in any of

several ways.. Upon judging a messages as inadequate, a.

listener who does not understand that inadequate messages

can lead to communication failure aight not blame the :

 speaker for the failure. The same listener may refrain

from requesting more information and guess at the correct

answer.  This response indicates that the listenmer.

neglected the comparison of relevant referenr attributes to

Judge message quality (Robimson & Robinson, 1978).

A third skill important to the listener rtole 1s the

ability to infora the speaket that his/her = ge is

adequate. 'A listener who is effective in discriminating

from {inad , and who can understand
the role of the message in communicative success, he or she

shoul? provide a response to an adequate message. Although

a verbal response is not always necessary in a refereWtial:

communication setting, a comfirmation from the listener can

maximize the efficiency of the communication.

A fourth listener skill involves the provision of a
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-~y
s

_verbal response to ambiguous messages. It is important

ge as inadequate,

that the listemer recognize the me

indicate the fact to the speaker, Ani*ro 1bly specify the

alssing information. This skill sppears to  follow

developmental trends, with younger childrem (preschool to
grade four) less likely to provide feedback than older
children ' (Cosgrove & Patterson, 1977, Glucksberg et.al.,

1975).

In summary, recent studies indicate that deficiencles
‘in "young children's performance in the listener role are a

major cause of co

unication failure.  Foug -kt}f

important in the listener role have been identified:

assessment of ge quality; knowledge' thHat message

quality affects communicative success; ability to respond
effeecively to adequate me

ges (eg. confirmations), and

ability to respond effectively to inadequate messages (eg.
questions). i
Conclusion. The roles of both the speaker and the

listene

in the success of referential communication tasks
has been established through ’x'un-h: research. The

success of communication depends upon the acquisition of

several skills by both speaker and listener, and  the

ability . to apply the skills in a referential comaghication

setting. While the speaker and listener play unfque roles
! i

in communicative success, they have in common ome important
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' referential communication skills.

: i ) PAGE 8
skill - the ability to make comparisofis between referents.
The spesker nust make comparisons to construct a message,
Uhile the listener must use the comparison skill’ to Judge
vhether or not the message is adequate. Since boéh.rolel
are ;-por:;n£ for successful communication,. any progi:-ne

‘aimed at faproving referential communication in children

_must emphasize. the interaction between listener and

speaker. . . "

Training Children's Referential Communication Skills

A nuaber of experimental training programaes have been
aimed at enhancing children's speaker and listener skills
in-referentfal communication tasks. Thq majority of the
training techniques vere developed within the framework of

developmental studies examining the ' nature -of children's

Training speaker - skills. th[ehul:lt and
Sonnenschein (1978) developed a task that has been used to
improve comparison skills for the purpose of. conmlnlca[hn;‘.
Children were presented with a sequence of thirty.pairs of
triangles, with each pair differing on ome of three
dimensions: size, cu%aur, and pattern. The target

referent in each pair, was marked with a star above it.

Whitehurst - and Sonnenschein (1981) demonstrated in a later

(
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study that the most-effective combination of inatructions
and feedback were "Tell me about the triangle with the star
abové Lt so that I will know which trisngle you are talking

about,” followed" by “That's good (wrong); you told (did

ot tell) me how the triangle with the staf above it was

different from the other.”
" To enhance the ability .to detect listemer needs,

Robinson (198la) developed a series of “whose fault”
\

questions to be used in.a referent communication task.

Following communication failure, '‘the child is asked "We

went wrong that time. Whose fault was that, mine. or yburs?
Why? Did I/you tell you/me properly which one to plck? 1f
the child says no: What should I/you have §aid? Whose
fault was Lt we went wrong? Why?" This series of questions
allows the experimenter to determine which role,- spéaker or
listener, the child blames for communication failure. As
pagt of a training task, feedback may be provided in the
fof; of confirmations from the Ilistener concerning the
accuracy of the communication.

Robinson (198la) designed a procedure Hhi;':h was
successfully used to help children detect ambiguities in
their ovn messages. The children and the experimenter
played a game that involved selecting clothes for a doll to
wear, the goal being for the child to describe an .item so

that the experimenter could select a matching one for her
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doll. When the children gave an AnldeqL-:g description,

the experimenter ' either made a guess, abked, ."Which one?”
! i ! |

in s puzzled tone of volce, or made expligit what wvas

missing in the message. Each child was tested prior to and

following this game for his or her understanding ‘of

inadequate messages and their role in communication

failure. The test was a similar matching game. Following

each unsuccessful communication by either participant, the

expérimenter asked the child a whose-fault sequence of

questions. - The sequence determined which role, spesker ot
Ltstener, was felt to be t‘he cause of communication
failure, and the ressoms for r.he dectaton. ‘The children at
the start’of the experimant had mo kndyledge about te rots
of ‘inadequate messages iri communication failure. Childreh

who were given explicit feedback about their inidequate

messages benefitted in two ways compargd to the children in

the other two feedback condition They gave better
messages spontaneously, &nd were more likely to have
improved their knowledge about communicating:by the end of
" the experiment. TIa addition, Robiason shoved that children
who understood the role of 1inadequate uu‘ulné:l ascribed
'blame for communicaton failure to the speaker, and could
tdentify at least one couponent © ulssing ftow  each

inadequate message.. ' In' summary, Robinson states “The

problem for the child 1in coming to understand about

communication... may be that adults are quite unaware of

the child's needs to be ipformed explicitly about the
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success or failure of communications™ (p. 186).

Training listener skills. Relatively few studies

have focused on facilitating the performances of youag

listeners in referential communication tasks. The majority

of the reported studies have been concerned with the
B
listener's responsé to the 1inadequate message, and . the

effect of the r

ponse on the speaker's performance.

. A ;s

One; study that attempted. to Improve children's

performance as 1listeners was Teported) by Cosgrove and

Patterson (1977). A plan was provided that emphasized the

importance of asking for more information Lf the speaker's

message was {nadequate. The plan - enabled children 1in

grades kindergarten, two, and four to ask more useful

questions, obtain more information from the speskér, and
s H
make more correct referent choices than those in a no-plan

control group. Siailarly, Patterson and M

d  (1980)
showed that the provision of 1istener feedback taught

speakers to produce more adequate m over trials.

The effect of modelling as a techpique for training

listeners was examined in a second study by Cosgrove and
Patterson (1978). .The hypothesis that d4nmatructions and
modelling fogether might be more effective thin either
{ad1vidnaliy Nas: alen explorads AW eNsatace: Aad a'delayed

test (two to three day interval) were used to
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trafning effects on first graders' llstener performances.
Regults . showed Cthat. training by either f{nmstfuction.or

sodelling factlitated liscener performance with | both
: i : » |

familiar and unfamiliar stimuli. The effects were

maintained on the delayed test. However, combining

either method adone.

.. L 1

|

. | .
instructions and modelling  froved no more éffective [W!n

Cenerali ion of ‘traiming. Although the same

skills (eg. comparison of referents) may play a role in

both speaking and listening, research has shown that skills
trained 1in one mode do not generalize to the other
(Whitehurst & Sonnenschein, 1981).  Sonnenschein and
Whitehurst (1983) suggested that "deficiencies may not be
due to, speaking tasks requiring differeat skills, but to
the' child being unavare (or failing to act on the
avareness) of functional similarities between certaln
listening and speaking skills” (p.. 434).
P

In further developing their premise, Somnemschein and
Whitehurst (1984a) suggested that a hierarchy of
referential communication skills exists. They argued [h!:
since past researchers have falled to obtain transfer from
speaking and listening , tasks to criticism tasks
(Sonnenschein & Whitehurst, 1984b; Flavell, Speer, Green &
August, 1981), criticism of others' .performances must

involve a more abstract level of skill. Criticism skills




/

therefore, are at the top of the skill hierarchy, and

training them should result in the transfer of skills to
the speaker and listener modes. 1In an experiment, children
vere asked to observe two dolls, a listener and a speaker,

participate in a referential co

unication

children were asked to criticize the dolls' performances as
listener and speaker, and to offer suggestions 28 to how
communication might be fmproved. Half of the children were
given feedback concerning :I.Iuh' judgements. Results of the
intervention 'indicated that transfer did occur, ‘but the
degree of EraRatee VESTEE LN Mual Eenbolag week.  Xe
example, children who were told that|communication would be
x-pmu; by :n-;uu; referent qualities’ only when speal .‘u

made 'errors 1l

/
rned to apply thé skill only in the speaker
fole. Children who received the same feedback following

"both  listener and speaker errors could apply the

information to improve their performances in both rtoles.

The results indicate that evaluation of another's

performance on a referential comaunication  task is

superordinate  to speaker, listener, and self-criticisam

skills. While) children may - not naturally acquire

referential communication skills only by criticizing
others' .performances, the procedure -u‘“uuf by
sonnennanin and Whitehurst (1984) 41s promising a

training technique.

Summary.  To communicate referentially is to ‘sp

te
/. PAGE 13



confirmations when appropriate.

" PAGE 14

) | 3
so that others will understand, and to listen so that you
will understand others, or know when you have not.

Accurate co

unication {s important not only in structured
tasks, but also in everyday conversation. Whether a child
ta vafatrlug 66 toye, aveate, OF GtNX pacpli, L fw
necessary to convey adequate information to  his/her

listener. To contribute to the _succe of the

communication, the listener should ask questions or provide

£ '

Providing feedback also erves the purpose of

extedding social intersction between the speaker and
listener. 1In this sense, accurate comaunication is a vital

skill for tablishing and *

totaining social contact.
Children who are effective at expressing their thoughts and
feelings are likely to be more talkative, and thus elicit
responses from their peerl.- On the other hln‘d, children
with poorly developed communication skills may be reluctant
to interact with their peers, particularly if they caanot

sustain conversation. Con

quently, they may be ignored by
peers and react by exhibiting withdrawal or .ung - out

behaviour. Such behaviour may further isolate the poor

communicators from their peers. Y

Similar difficultles can occur in developmentally

delayed school children, whose p cceptance  1is

T

compounded by their specisl developmental proble
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-
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Although {integration progr.

es have been developed in, an
effort to facilitate acceptance of delayed children in the

regular classroom, these programmes have not been entirely

successful (Maddux & Maddux, 1983). Therefore, it becomes

nece

ry to turn to’ other sources to a

understanding the problem of peer rejection.

Social Competence in Delayed Children

The study of social competencé in developmentally

delayed children has widespread llpllcl%lonl. aot only

- during childhood, but also for the adolescent and adult

years. It has often been argued that social competence,

rather than IQ, should be a criterion used to clnA 1fy
someone as mentally retarded: ° For example, Zigler and
Casetone (1977) and Zigler and Valentine (1979) suggested
thet a reasonable and effective method of evaluating early
intervention programmes {is the measurement of social
competence 1in addition to IQ. Purthefmore, Creenspan
(1981) potnta out "that 1t ‘fa an fndividual's level of
soctal campetancs WhLSH datersivis whEtHeE e GE sNe viLY
Ibe viewed as handicapped in adult life.” These convictions

are in accordance with diagnostic syste

(Grossman, 1973;
Heber, 1961) which advocate the use of criteria involving
deffcits not only 1in 1intelligence, but also in adaptive

£ 5 -

behaviour.

-
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While 1t 4s largely agreed that developmentally
delayed children suffer limitations A;ln their ability to

~— establish and maintain -uun:n;ry interpersonal |

relationships, ‘surprisingly 1little research has been
afforded this topic. However, educators  have  becoae,
fncreasingly convinced, of the lmportance of childrea's peer
relationships as -a  factor - in  socfal competence,
particylarly in the case of mainstreamed handicapped
'chunZn (Maddux & Maddux, 1983)." A considerable amount of
recent research suggests that many.developmentally delayed
children tend to be wore socially rejected in regular
classrooms than in segregated classrooms (Johnui(&
Johnson, 1980; Semmel, Gottleib & Robimson, 1979). s‘.fch
evidence disputes the beliefs  that uceguvud placement
alleviates the stigma associated with special classes
(Dunn, 1968) and that normal pupils’' azceptance of delayed
children fmproves as a result of increased contact and

familiarity (Fischer & Risso, 1974).

—_—

Communicative Accuracy and Social Competence

! Whilefthe number of studies is .limited, there is

levidence ' that normal children's ability to communicate
'accurately wis related. to -the quality of their peer
relationships. Rubin (1972) found that the performance of

kindergarten and second grade children on a referential
3
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communication task was significantly yelated 'to peer

popularity ratings. Gottman, Gonso, mussen (1975),
with the use of ‘a soclometric measure, established that the

third and fourth graders who co:

unicated more accurately

on a‘referential communication task also had more friends.

A sociometric m ure is one which establishes functiopal

relationships among group members.
With the use of teacher rating scales, Ggpenspan,

Monson & Simconsson, (1979) studied the social competence

ratings of 32 delayed (mean IQ = 56.4) ahildren’ in relation

o Tevels of refecential doamsalddtion SELLle. DatigiE

Kohn Social Conpeteqne Scale (Kohn & Rosman, 1972) and :he
Predicted lehlvlour“ Scale, 1t wa found that teacher
judgements of social competence were significantly related
to the skills of role-taking and referential communication.
A specific area studied was interpersonal functioning im
the classroom, which includes the dimensions of conforaity
to rules or acceptable behaviour, “interest, curiosity,

assertivene and quality of peer interaction.

Communication is important for all children, as it fs
&7 factor dn BKE dAveldpEenL: 68 KeELHL LRraRIRELSH ‘}xxf.
(Asher, 1978). It follows that the n:Tdy of cnumunicntién
deficits and cheir role in the establishment +£

interpersonal relationships. provides a  framework for

ining proble

of acceptance in developmentally delayed

o
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<

school children.

@

‘Measures of Soeial Competence 2o

P
A ‘number. of researchers’ have focused on  the

development of reliable and valid meaSures of social
i Lo competence in children. : Among the majority ' of these
' measures are those designed to obtain ° judgements from

either peers or teachers.

A. stritegy commonly used to

‘Ratings| by peers.
asseas chilliren's sscial . acéeptance Ls to shtals tatings
f£rom signififang others, such as peers. Peer ratings have
been lassiffed as elther peer assdgsment or soclometric

etrategies - (Kane & Lawlor; 1978). Peer assessment

strategies require raters to assess certain peer

cnu.u:u;nucu. Although thim Eechnigue Wes besn used
successfully to differentiate -socially skilled and
" unskilled responses 1nv adult and adolescent 4interaction
(Tventyman & McFall, 1975; Kupke, Hobbs & Cheney, 1979),

7 . §
{most studies have relied on sociometric ratings to identify
| 3 .

/1nd£viduulu .with social=skills deficits. Because of their
limited use with children, general reliability and validity
.characteristics of peer all:l‘.menl strategies have not been
ddequately evaluated (Foster & Ritchey,1979). Soctometric

data are usually obtained through the adminiatration of
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questionnaireq that ask children to nominate Ehose peers
| . !

they especially 1ike or dislike, or to rate their peers

along some social dimension such as how much they would

like to play with that pérson (Asher & Hymel, 1981).

One common sociometric strategy is a peer rating
scale, also called the Social Distance Scale, developed by
Bogardus (1933). With this scale, children are required to
BibE (WAEH (O, EHaLE ‘pedEe’ om W flve-pnlnt; Likert-type

scale. Using eight and nine year old -children, Oden and

Asher. (1977) reported test-retest reliabilities of 0.82 and

o 0.84 for play, and wu:k%grencu respectively. A '

slmplified. version & thre

point scale anchored by
sniling, neutral, and frowning faces) has been developed
for use with preschoolers (Asher, Oden & co‘nian, 1977).
! | .
The rating-scale soctometric ' technique. allows every
SHLIA E6/be EKEGANS (GASH B BEE Of het Geres Thexwfors,
; the child's status with each group member can-be assessed,
making possible more fine-grained apalyses o&lthz 'd.ll;nu'\
With the Tusé of the rating-scale technique, 'children's
ratings .;a‘\nwnea by group size (Foster & Ritchey,
"1979). - !

The  research concerned . with peer  soclometric
procedures is consistent in showing strong psychometric

‘y\‘uperllea (Hartup, ~1983). Milich and Landsu  (1982)
! ~




‘ status. A . i

PAGE 20
] e
demonstrated concurrent and predictive Vll»ld“.y in the use
of sociometric 1..."..“..6.: Id e recent study, Laundau,
‘Milich and Whitten (1984) = found a significant agreement
betveen teacher judgements of Vpo’pnllrizy and peer racings

of popularity and rejection, £ "= .50 and - -.59,

_respectively. - P

|

Although many sociometric measures ~have demonstrated
adequate psychometric propert‘ien., thedr | utilicy is
restricted in that they serve a limited ~ evaluative
function. Fhat'is, vhen used as test-retest measures, they
may indicate only that others' perceptions have changed,
and  fall to provide. indications of the ‘specific factors
that contributed to |that change (Michelson, Foster &
Ritchey, 1981). Thefefore, it 1is important to use them

accompanied by measureg which assess specific behaviours

more directly, such as teacher rating scales.
The majority .of studies  utilizing sociometric’
questionnaires have involved familiar peer groups such as

cl

mates . While . convenient, assessing . children's

behaviour within' estdblished peer groups may, make it
impossible to form inferences about the direction. of
causality (Asher, 1983).. In other words, oue .camnot

determine whether behavioural differences betveen high- and

low- status .children are the causes or consequences of
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Three recént studles (Cole § Rupersnide, 1983; Dodge,
1.983; ‘and Putallaz, .1983) examined peer status as sssessed
in groups of unfamiliar peers. Cole and Kupersmidt -(1983)
exasined the emergence and maintenance of  social gtatus in
groups of familiar and unfamiliar boys over six sessions.
Observational techniques ~were used to obtain weekly
EaEaY ke boy's socisl status.. This study provided

support for .the use of unfamiliar peers in assessment of

social status, as the judgements vere useful in determining
the &ffeit ' of specific behaviours on peer acceptance. A
second study: by Dodge (1983) also utilized unfamilisr peers
for assessment purposes.  Previously -unacquainted

second~grade boys pere brought together in . groups of 'six

‘for " eight one-hopr dessions. Free-play -interactionms of

each child were rekorded by observers during each session,

and a sociometric interview' vas conducted with each boy

following the last session. The results alloved the
experimenter to identify five distinct status groups based
on the social approach patterns of the subjects: ' Finally,

Putallaz (1983) videotaped preschool boys as they attempted

- tointersct with a pair of unfamiliar boys. The two \hoyu

were experimental confederates who engaged in several games
and presented a numbér of ~ specific: problematfc soctal

. .
situations to the subjects. The entry behaviour of the

subjects va

used to predict their sociometric status four

months following thelr starting f£irst grade. Even after”

controlling for intelligence, the subjects' ability to
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enter. the group by offering appropriate conversation was

& - A\
felated to their future soctal status. .Two important

,}lctnrn in the study :of social competence arose as a result

. -
£-"thtis research. First, a child's peer group 'status is

often deterntned by fnitial approach and entry behaviour

patterns. Second, behaviour in unfaniliar'settings can be

used to predict “future behaviour u“hlrwa group.

Teacher rating rscales. Along with -an 'increased
interest in. early 4dentification of children's ~social

competence has come an increased reliance on teacher

* judgements to identify children with social skill deficits

o
(Michelson, Foster & Ritchey, 1981), The validity'of such
scales 1in the assessment of children's social competence

has been repeatedly criticized. Tescher judgements have

been shown to ‘be affected by variables such as séx of

child, sex &f teacher, sge and grade level of the child,

and  socioecomomic status of the child (Michelson et al.,

1981).. These ' findings do 'not necessarily invalidate'

teachers' ratings of children's social skills. They do,

however, point out  that ~ situation epecificity and
interactor - variables . influemce ratings of  social
competence. . The various scales are - helpful 4n  the

evalustion of childhood problems (Greenspan, 1981), in,

identifying dimensions or -response  clusters of child

behaviour (Loranger, Lacroiz, & Kaley, 1982) and in serving

a8’ general outcome measures of intervention effectiveness

-

¢
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(0llendick & Cerny, 1981). v
7 N

Kohn Soc

Competence Stale. The - Kohn Social

Competence Scale is a teacher rating scale designed for use

. with preschool children. It consists of 73 items rated on

a  Likert—type scale, -ndvyieldl two, factor u:o:u.“ Factor
1 “ is labelled In:er:l:-?]u'r.lz:\lp-‘tlon i iybronn
Apathy-Withdraval, and ia concerned {ith the child's use of
opportunities available in the cllurc}nu setting.  The
GOBUELYAS AMEeNE  Eefdeck cufiosity, outgoingness, and

friendliness. The negagive itens indicate lack of interest

in’ the surroundings, shyness, and absence of interpersonal

associations.

actér I deals with compliance to rules and
regulations of “the classroom. The positive items show
willingness to comform; ° the negative items indicate
soncompliance to the teacher and antagoniss towards peers.

| The validity and reliability of ‘the’ Kohn Soctal

Competence Scale 'have been. déemonstrated in numdrous vays

The interrater reliability correlations between pairs of'

teachers were found to be .77 and .80 for Pactors I and II
respectively (Kohn, 1977). Satisfactory levels of
test—retest reliability have .been provided by Kohn and

Rosman (1972a) and Connolly and Doyle (1981). Information

g q S
supporting the ' construct validity of the measure has also

been presented: . factor analy

of data collected from

teachers have confirmed the two-factor atructire of the

N . B




- ; ‘PAGE 24
measure (Kohn & Rosman, 1972a; 1973c); - scores from ' the -
measure have been shown to discriminate between clidical

groupings of subjects (Koha & Ro 1973¢); d  the
] LV

factor scores have been shown to significantly relate to

alternative teacher-judgement measures (Kohn & Ro

a,

1972b). The criterion related validity of the measure ha

2lsc been well established. Thus, Pactor 1 and FPactor IT

afe related to indices of academic achievement (l\elh‘_h-ch,l

19743 ¢

Adelman, & Fuller, 1977; Kohn & Ro n,‘; 1973
Perry, Guidubaldi, & Kehle, 1979), to abservations of

t situations (Kohn |6 Rosman, 1973b); and to

behaviour 1in t

score’s from sociometric m

ures (Connolly.& Doyle,”1981).

Studies have also supported the use ‘of the -Scale with

_ school-age children (Kohn, 1977; Foster & Ritchey, 1980).

In summary, a variety of ent scales b

developed for the purpose of obtalaing peer amd teacher

judgements of children's social qompetence. ~While the

validity of some of these scales has been questioned, °
nonethe! they continue to provide valuable information
sbout the nature of children's social interactionms.

- i S
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The Present

ent Study

The evidence 1ipdicites that children's referential

commuiication skills are related to their level of peer

acceptance. Also, there exists support for the use of both .

peer and teacher rating - scales in determining a child's

social status. It seems reasonable to proceed on the

assumption that children e‘xyerlem:tn;»dxfucunu- with

social skills. require intervention. Thuu, it may be .

worthwhile to apply ~and extend .the Eindings reviewed by

examining a referential connunlc-non training programme.

for its effectiveness in taproving’ hastay Gapevanees

The objective of the present’ study is to ‘further

. .
xnvuuuu the relationship between referential

© communication skills and social competence in

developmentally delayed  school children. Whereas ‘the
5 s

jority of ‘reported studies of referential ,communication,

and indeed, of probléWs in social scceptance, have used

normal populations, the present lnveltlglzion involves

children with developmental-delays. .It is predictedithat

referential communication skills will dmprove  with

training. It 4s also predicted that the improvements in

u:ejun:hl communication pkills will result 1in improved
peer| ratings of social competence, and in greater teacher
ratihgs of social competence in the classroom. Since {t is

anticipated . that the trainihg ‘lvlu. be specific to peer ‘and




3 . e JH PAGE 26
teacher ratings of interaction, no change is predicted .on
Pattor II of the Kohn Social Competence Scale. This factor

measures compliance in the cl.

room.

Soctal competence will be measured in two way a

pa\l! rating scale and'a teacher rating scale. Research has
shown that the use of unfamiliar peers is an effective
method of ev.‘lu-:l‘.?; péer sratus  (Cofe ec. al, 1983;
Dodge 1983; and Putallaz, 1983). This technique s  felt

to. be particularly important in the ment . of

e

developmentally d:lly‘gd children, as it avoids the possible
iinfluence of predeveloped attitudes of familifr '~ classroos
i\ Peers. Delayed children who recelve special, rtemedial
attention in the .classroom are often rejected by their
normal. peers, who become more aware of the. differences -in
academic abilities (Johnson et. al, 1.950)- In contrast,

|

pfoblems experienced by their defvelopmentally’ delayed

unfaniliar peers may have less knowledge of any . particular

peers.

The Kohn:Social Competente - Scale . was (%rl,ecr.ed
primarily because it includes both positive and negative
@spacts of so2ial competence. Therefore, any - changes in

el

room behaviour which may be accompanied by changes in

social status could be dimcerned.




, Method

. w
Twenty-four school children between the ages of seven

and nine years participated 1in the iment. These

children were selected from populatfons seem at both

|
Direct Home Services Program in St. - John's r"d
Diagnostic and Remedial Unit of Memorial University.

|

the

the

They

weéfe initlally referred with developmental,- academfic,

and/or communication problems. The subjects were selected

1 g .
based on these initial referral problems, then tested to

meet the following inclusion criteria

(1) a score at least one sthndard deviation below
mean on the Alpern Boll Developmental Scale.

(2) s score of less than 15 points, on
ComBunicating .- All  Necessary Steps Task, a “Best

referential co

aication ability.

(3) a score st lesst onme standard deviation below

mean on the Sbeial Distance Scale.

(4) a score at least one standard deviation below

”
mean on the Kohn Soclal Gompetence Scale.

Upon selection, the subjects were

the

signed according.

i
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and - sex to three groups

Experimental, Attention
Control, ‘and No Treatment Control. Each group ~was
comprised of eight children: two seven-year-old boys, one
seven-year-old girl, two eight-year-old boys, one
1

eight-year-old girl, one nine-year-old boy and one

nine-year—old girl.

Procedure H
2 ¥ .
Social Competence Measur The Social Distance

Scale was used to obtain ratings of peer acceptance.

Previously unacquainted children were \:rouhz together in

‘bewly comstructed pley groups for a oue-bour seseton. ' For

this purpose, non-target children were eaployed. A search
of the files from the Diagnostic and Remedial Unit was used
to recruit the childrem, whose parents were contacted to

request peramission. Seven groups, eadh consisting of tenm,

-sex, seven-to-nine-year-old children were . favolved.

Three of the

ven groups were composed of girlls, and each
|
group consisted of three target and and seven non-target

children.

The remaining four groups, composed of boys, were

arranged such tha

three groups included four target and
six non-target children, while the fourth included three

target and

even non-target children. The composition of
the groups remained the same across assessment periods,
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with/ the exception that the target and non-target children

varied for .each group to ensure that previous
acquaintance had no effect on'ratings. As in the Dodge
(1983) study, the first 20 minutes of the play session was
structured by the experimenter. Varfous play materials
vere provided and the children vere directed in making
paper  hats, -htcnf:/hey could then decoratel During the
last 40 minutes, children were allowed to .play freely in a
large room stocked with. furniture ' and play materials.
Following the onme hour play period, both target and

non-target children remained 1in the group, and each was

glven a paper and pencil rating scale. They were nkzii to.

rate every other child on a five-point, Likert—type scale

sccording to the question "How much would you like to  play

" with (name of child)?" Each of the five scale points was

described with the use of an example. ‘

The Kohn Soecial Competence Scale was distributed
through the mail  to teachers, who were blind at all time
periods to the treatment group to which the children were

assigned. They were asked to rate and return it as soon as

possible. ' . i . 0

Referential icati measure. The

Communicating All Necesary Steps Task (Greenspan et al.,
1979) 1s a test of refereatial communication. Eight cans

vary along three dimensions: size (large, small), colour




“you'te

' ready, the experimenter turned around and

| : . PAGE” 30
(red, vhite) and. placenment (above table, below table).. The
children were seen individuslly and shown the arrangement
of the task. To test their knowledge of the colour and

ked "Point to a white

size characteristics used, each was

ome. Point to a big ome. Poiat to s red ome. Point to s
small one.” The following instructions were then presented:
"I'm going to shov you some toys, one atga time. Then 1'11

3.. I'm not looking,

turn sround so I can't see you, and w

you hide the toy under one of the .cans. Tell me when

dy." When the child tndicateg that he or she was

aid :"Tell me

where you ' hid the toy.” The task was completed When five

scored

ob jects h.d/)h- n hidden. Each ' response  wi
according to accuracy, with one point allotted for each
correct attribute described (eg. big, red, on the table)
to a saximus of 15.points.

The . Alpern Boll

DQ'QIQ!“BK‘]
Developmentsl Scale consists of milistones of d&velopment
in five aress of functioning: self - help, social, motor,
.Il:!dell:, llnd cognitive. Each area is rated according to
.-ge in.months, and 1is based on an interviev with the
child's .primary caretaker. The scale spans an age range
from birth to tyelve years, asnd 'each child 1s given a
developmental level based on :nx:gnole!&cll age. This scale

was adninistered only prior to treatment.

l
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