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ABSTRACT

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

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

May 1999, 181 pages

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

skills and sociometric status.

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

collect the survey data.
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Principal Components Analysis and Pearson Product Moment Correlation

technique were used to analyze the data.

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

peer acceptance.

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

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

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

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

May1s 1999, 181 sayfa

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

aragtirmaktir,

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

Sosyometrik Test kullamlarak toplanmugtir.



Verilerin analizinde agiklayict faktor analizi ve Pearson momentler g¢arpim

korelasyonu teknigi kullamimstir.

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

gostermigtir.

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

sosyometrik statiilerini arttirmada etkili bir yontem olmadigint gostermistir.

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

INTRODUCTION

1.1. Background to the Study

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

emotional support that were previously provided by the family.

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

teacher ratings, and self- report data.



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

adjustment and associated with psychopathological symptoms in adulthood.

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

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

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

children use to establish and maintain positive relationships with peers.

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



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

1987).

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

sharing and cooperation, verbal complementing, physical correlates.

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

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



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

1987).

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



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

skills.

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

of reinforcement for performance of socially skilled behaviors.

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

social acceptance and popularity in the peer group.

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

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



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

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

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

reinforcement.

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

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

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



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

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

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

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

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

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

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



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

peer acceptance and consequently a decrease in unpopularity.

1.2. Purpose of the Study

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

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

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

grade level primary school students?

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

7" grade Turkish primary school students?

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

school students?



1.3. Significance of the Study

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

the more serious problems in future years.

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

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



the possible relationship between popularity and social skills deficiency and

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

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

Turkish culture.

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

student social skills ratings.

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

10



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

themselves.

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

acceptance through implementing social skills training programs.

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

service settings.
1.4. Definition of Terms

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

the judgment of behavior by significant others.

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

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

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

by their classmates.

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

chapter on conclusions and implications for practice and research.

12



CHAPTER II

REVIEW OF LITERATURE

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

training in Turkey is presented in the last section.

2.1. Definition of the Social Skill Concept

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

put forward by them.

In an early definition, Libet and Lewinsohn (1973) defined the social skill as “the
complex ability both to emit behaviors that are positively or negatively reinforced,
and not to emit behaviors that are punished or extinguished by others” (p. 304).
Phillips (1978) defined the social skills as the tools used for initiating and
maintaining vital interpersonal relations and interactions between an individual and
the environment. In reviewing a number of approaches to the analysis of social
skill, Phillips (1978) concluded that a person is socially skilled according to “the
extent to which he or she can communicate with others, in a manner that fulfills
one’s rights, requirements, satisfactions, or obligations to a reasonable degree
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without damaging the other person’s similar rights, requirements, satisfactions, or
obligations, and hopefully shares these rights, etc. with others in a free and open

exchange.” (p.13)

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

between individuals” (p.6).

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

1) are primarily acquired through learning;

2) comprise specific, discrete verbal and nonverbal behaviors;

3) entail effective, appropriate initiations and responses;

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

5) maximize social reinforcement from others;

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

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

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

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

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

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

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

children and adolescents.

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

and promise a future with its empirical support.

2.2 Assessment of the Social Skill

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

studies and taxonomies and different assessment methods are presented.

2.2.1. Social Skills and Sociometric Status

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

having social skills appear to be linked with peer acceptance.

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

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

engaged in high frequencies of both prosocial and antisocial behaviors.

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

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

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

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

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

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

and 8™ grade.

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

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

and expressing feelings in a positive manner had high popularity.

2.2.2. Factor Analytic Studies and Taxonomies

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

based taxonomies of children and adolescents social and problematic behaviors.

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

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

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

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

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

prompted.

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

mentioned in this dimension.

20



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

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

2.2.3. Assessment Methods

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

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

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

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

makes the inter- study comparisons difficult.

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

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

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

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

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

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

support.

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

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

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

both the academic and psychosocial functioning domains.

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

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

behaviors valued by teachers.

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

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

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

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

and they valued assertion and self-control over cooperation.

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

were not significant.

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

significantly lower than did the teachers.

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

social skill perceptions should be assessed.
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2.3. Social Skills Training

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

settings.

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

school.

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

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

in social situations.

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

than did the control group.

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

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

skills in a safe and supportive environment.

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

were found between the two experimental groups.

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

problematic sibling behaviors.

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

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

to social skills training.

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

acceptance.

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

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

from non target treatment partners.

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

friendly social strategies from pre- to posttest.

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

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

self- perceptions of their social efficacy.

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

outcome.

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

the case of the untreated subjects.

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

employed.

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

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

to view situations more flexibly.

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

positively reinforcing and showed more positive activity when alone.

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

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

children.

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

information that forms a basis for assertive behavior.

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

acquisition of assertiveness information from the program. However, the results
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did not show that these students were able to demonstrate assertiveness on the

behavioral level.

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

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

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

the conflict resolution program.

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

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

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

development.

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

to maintain the skill once learned.

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

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

five to eight trainees and two trainers.

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

end of the behavioral rehearsals.

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

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

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

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

Nelson, 1989).

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

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

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

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

which persisted at 6 months follow- up.

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

prosocial behavior and were able to resolve conflicts independently.

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

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

their peers and with the teachers.

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

programs will spread.

2.5. Social Skill Studies in Turkey

Experimental studies that assess the effectiveness of the different social skills

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

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

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

showed no change.

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

emotional control, social expression, and social control subscales.

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

undergraduate university students.

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

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

teachers and parents a guide for instruction in social skills.

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

social skills training group after treatment.

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

for increasing the assertiveness levels of the experimental group subjects.

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

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

mutual understanding.

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

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

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

of social skills training program is presented.
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CHAPTER III

METHOD

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

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

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

social skills and sociometric status.

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

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

developed by the researcher.

Descriptive and inferential analyses were conducted on both survey and

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

present study.

First Phase

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

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

students?

Second Phase

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

students?

3.3. Variables

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

control (3).

46



Sociometric Score: refers to the sum of the positive and negative peer

nominations received by a student.

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

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

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

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

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

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

3.4. Development of Data Collection Instruments

3.4.1. Sociometric Test

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

(Gresham & Elliott, 1990).

47



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

students.
3.4.1.1. Reliability Evidence of the Sociometric Test

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

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

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

Test was calculated.

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

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

level (=31, p<.01).

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

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

grade children’s social skills.

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

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

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

was revised. Final form of SSRS-S consists of 42 social skills items which cover a
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variety of social skill dimensions like academic, emotion, assertion, conflict

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

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

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

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

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

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

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

assertion subscales (Appendix C).

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

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

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

by the researcher.

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

(Appendix D).

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

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

3.4.5. Pilot Testing of Social Skills Rating System

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

males).

51



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

additional items were added by the researcher.

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

parents’ of the same group of children.

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

Parent Forms of the scale.

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

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

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

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

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

consistency.

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

validity of the instrument.
3.5. Population and Sample Selection

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

parents and teachers in Ankara metropolitan area.

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

were obtained from the students’ classmates.

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

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

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

subjects were excluded from the study.

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

sample of the second phase of the study.

3.6. Data Collection Procedures

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

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

was 58 % (N=222).

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

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

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

treatment control group.

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

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

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

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

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

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

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

tape recorded for supervision.

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

e Providing snacks to create a warm atmosphere

¢ Brief discussion of homework given in the previous session

e Warm-up exercises related to the social skills presented

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

¢ (Casting the roles and reading the scenario

¢ Discussing the social skill strategies included in the scenario

e Discussing the similarities and differences between subjects and skill deficient

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

the sessions)

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

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

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

approximately 45 minutes over 5 weeks).

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

individually and verbal interactions among the members were prevented.

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

and posttreatment assessments. No training was provided.

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

classmates.
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3.7.1. Training Material

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

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

Instruction process: Instructions for social skill strategies were introduced and

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

behaviors as well.

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

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

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

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

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

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

skill.

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

necessary changes were made accordingly.

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

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

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

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

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

verbalizations.

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

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

discussion of each homework assignment.
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3.8. Data Analysis

Principal Components Analysis, Pearson Product Moment Correlation, and

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

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

Teacher and Parent Forms.

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

sociometric scores of students.

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

posttest.

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

3.9, Limitations

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

which would have been necessary for obtaining more reliable factors.

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

instrument.

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

students and other possible theoretical explanations were not considered.

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

group of subjects.

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

Theory principles and limited to 10 sessions.

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

are provided.
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CHAPTER IV

RESULTS

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

presented.

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

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

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

section.

4.1. Results Concerning the Perceived Dimensions of Social Skills Rating

System (SSRS)

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

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

System- Student Form (SSRS-S)

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

analyzed by using principal components analysis with varimax rotation.

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

under those dimensions are presented in Table 4.1.

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

varimax rotation (This instrument was administered in Turkish)

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

activities to friends
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4.1.2. Results Concerning the Perceived Dimensions of Social Skills Rating

System- Teacher Form (SSRS-T)

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

varimax rotation.

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

Table 4.2.

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

rotation (This instrument was administered in Turkish)

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

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

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

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

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

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

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

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

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

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

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

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

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

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

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

varimax rotation (This instrument was administered in Turkish)

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

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

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

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

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

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

parents.

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

perceived dimensions of Social Skills Rating System (SSRS).

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

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

reported the academic dimension which included similar social skills.

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

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

parent version.

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

2% [23

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

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

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

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

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

atmosphere for leanﬁng.

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

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

however, it was labeled as Self Management Skills dimension.

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

of Accepting Consequences dimension were grouped under the Self Control

dimension.

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

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

the responsibility of their action.

4.2. Results Concerning the Relationship between the Sociometric Status and

the Dimensions of Social Skills as Perceived by the Students

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

the sociometric scores are presented in Table 4.4.

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

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

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

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

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

Rating System-Student Form.

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

Students

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

became popular in their school life.

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

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

skills for being successful in school life.

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

present study.

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

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

with the findings of the present study.

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

patterns were negatively correlated with sociometric status.

The Pearson Product Moment Correlation analysis did not show a significant

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

contradicts with the result of the présent study.

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

the correlates of popularity.

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

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

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

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

1988).

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

79



4.3. Results Concerning the Effect of the Social Skills Training Program on
the Sociometric Status and the Social Skills of the Students

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

attention control, and no treatment control) subjects.

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

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

System-Student Form (SSRS-S).

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

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

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

Placebo-control 7 11,21

Control 7 8,50

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

Placebo-control 7 9,50

Control 7 11,07

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

Placebo-control 7 9,50

Control 7 11,07

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

Placebo-control 7 11,93

Control 7 10,93

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

Control 7 11,93

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

Placebo-control 7 8,93

Control 7 10,64

Total 21 1,899 | .387

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

groups subjects.

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

(SSRS-T)

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

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

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

Placebo-control 7 8,64

Control 7 14,86

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

Placebo-control 7 11,79

Control 7 14,21

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

Placebo-control 7 11,07

Control 7 10,71

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

Placebo-control 7 13,79

Control 7 9,07

Total 21 2,246 | 325

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

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

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

(SSRS-P)

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

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

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

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

Placebo-control 7 10,71

Control 7 10,50

Total 21 141 932
Emotion Experimental 7 10,79

Placebo-control 7 11,21

Control 7 11,00

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

Placebo-control 7 9,14

Control 7 12,21

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

Placebo-control 7 7,93

Control 7 14,07

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

Placebo-control 7 11,00

Control 7 12,86

Total 21 1,264 | .532

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

Rating System-Parent Form (SSRS-P).

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

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

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

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

control groups subjects

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

Placebo-control 7 11,93

Control 7 9,36

Total 21 752 .687

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

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

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

Students

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

and improving their sociometric status.

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

peers in their skill performance after the six treatment sessions.

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

the outcome.

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

despite the previously reported positive consequences.

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

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

subculture.

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

pretest to posttest which is reflected in their self ratings.

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

Martinez, & Lozano, 1997).

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

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

subjects.

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

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

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

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

might have also hindered the acquisition of the taught skills.

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

of teachers, and parents as well.

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

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

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

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

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

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

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

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

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

negative peer interaction and were not accepted.

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

and research are presented.
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CHAPTER V

CONCLUSIONS AND IMPLICATIONS

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

research.
5.1, Conclusions

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

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

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

accepting consequences, and (6) initiation dimensions.

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

dimensions.

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

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

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

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

preadolescence and adulthood.

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

competence.

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

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

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

guide in designing social skills interventions.

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

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

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

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

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

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

to gain greater peer acceptance.

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

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

popularity of the students.

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

grade level primary school students.

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

subjects nor a satisfactory method to improve their sociometric status.

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

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

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

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

encode the strategies for long term use.

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

skills.

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

facilitate the transfer of learning.

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

basis.

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

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

- Implementing long term social skills training

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

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

skills training should reflect the specific needs of each individual. Hence, besides

95



using the selection criteria a needs assessment study appears to be necessary to

identify these special needs.

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

parents and teachers.

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

- Providing parent and teacher involvement to the program

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

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

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

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

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

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

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

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

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

training programs may be addressed and recommendations can be made.

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

instrument.

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

effects of SES and other cultural factors.

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

children.

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

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

training outcome.

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

about the mechanisms of behavior and sociometric status change.

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

deficit and social anxiety.

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

comparative purposes.

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

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

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

controversial sociometric groups.
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APPENDIX A

SOSYOMETRIK TEST

Sevgili Ogrenciler,

Bu testteki sorular arkadaglik iligkileriyle ilgili bir ¢alismada kullamlmak iizere
hazirlanmugtir. Sorulara cevap verirken sinif iginde en cok ve en az arkadas olmak
istediginiz kigileri digtiniin. Test kafidina yazdigimz isimler gizli tutulacaktir.
Yardimlariniz igin tegekkiirler.

I. Bu simfta arkadasimz olmasim en ¢ok istediginiz ti¢ kisinin ismini agagidaki 1, 2

ve 3 rakamlarimn kargisindaki bog yerlere yaziniz.

oy

w

II. Bu siufta arkadasimz olmasim en az istediginiz ii¢ kisinin ismini agagdaki 1, 2

ve 3 rakamlarimin kargisindaki bog yerlere yaziniz.

Pt

w N
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APPENDIX B

SSRS-S

Yonerge: Asagida, sizlerin yasaminizla ilgili baz1 ciimleler siralanmugtir. Liitfen her bir ciimleyi
okuyup fazla zaman harcamadan size en uygun olan segenegi isaretleyiniz. Her insan birbirinden
farkli oldugu igin bu ciimlelerden herhangi birinin dogru ya da yanlis olmast s6z konusu degildir.

Katkilarimiz igin tegekkiir ederim.

Zeynep Siimer
0.D.T.U., Egitim Fakiiltesi

(5111 EE
Cinsiyet: K E
231111 S
Uygulama Tarihi: ......ccccee.e.

Her Stk ik  Bazen Nadiren  Hig bir

zaman zaman
1. Arkadaglarima kendi duygulanm agikca

soylerim. 0] 0 0 O 0]
2. Oyunda kaybettifim zaman mzikgilik

yaparim. 0] o 0] 0 (0]
3. Bir amaca ulasmak i¢in sonuna kadar

caliginm. (0] o 0] 0] O
4. Birisi benimle konupurken onu dikkatle

dinlerim. 0 0 0] 0] 0O
5. Sonradan utanacagim seyler yapmaktan

kagimnm. 0] 0] 0] 0] 6]
6. Yeni insanlarla kolaylikla tanigirim. (0] 0 0 (0] 0]
7. Kétii birsey yaptigimda, sonradan basima

gelecekleri de kabul ederim. o O 0] 0] 0]
8. Yaptigim hatalan diizeltirim. 0] 0 0] 0] (o]
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9. Smuf i¢i g¢aligmalanm: oyalanmadan
tamamlarim.

10. Arkadaslarima yardim ederim.
11. Insanlardan rahatlikla 6ziir dilerim.

12. Birisi benimle alay ettigi zaman onunla
kavga etmeden bu sorunu g¢ozerim.

13. Baskalariyla aym fikirde olmadigim
onlar1 kirmadan sdylerim.

14. Grup ¢aligmalaninda gorev almaya
istekliyimdir.

15. Odevimi zamaninda bitiririm.

16. Bos zamamm oldugunda yapacak birgey
bulurum.

17. Bir arkadasimla yaptifim sohbet uzarsa
bunu kibarca keserim.

18. Arkadaglarima birlikte  birgeyler
yapmay1 rahatlikla 6neririm.

19. Bana ait olmayan egyalan almaktan
kacinurim.

20. Arkadaslarimun olumlu ya da olumsuz
duygulanimin kolayca farkina varirim.

21. Farkettigim bu duygulann onlara
soylerim.

22. Insanlara rahatga tesekkiir ederim.

23. lyi bir sey yaptigim hissettifim zaman
kendime aferin derim.

24. Olumlu ya da olumsuz duygularimin
kolayca farkina varirim.

25. Etrafta insanlar giiriiltii yapsa bile
6devimi yapmaya devam ederim.

26. Bagkalannmin  neler  hissettigini
anlamaya ¢aba gosteririm.

27. Kitap, kalem ve defterlerimi diizenli
olarak okula getiririm.

Her
zaman
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Sik stk Bazen

0 0]
0] 0]
0] O
o) 0
0 0)
0O o
o) 0
o O
0 O
0} 0]
(¢} 0
0] o)
0] )
(0] 0
6] O
0 0
O O
0] 0]

Nadiren

Hig bir
zaman



28. Bir istegime hayir denildiginde bunu
anlayisla kargilarum.

29. Bir oyuna katilirken izin isterim.

30. Sonunda basim derde sokacak olsa bile
yaptigim sey hakkinda dogruyu séylerim.

31. Arkadaslanmdan rahatlikla yardim
isterim.

32. Birseyi iyi yapamadifim zaman bir
dahaki sefere daha iyi yapabilmek igin
¢abalarim.

33. Insanlarla rahatga sohbet etmeye
baslarim.

34. Konusurken kargimdaki kiginin yiiziine
bakarim.

35. Sinirlendigim zaman kavga etmeden
beni neyin sinirlendirdigini séylerim.

36. Arkadaglanma begendifim yonlerini
rahatlikla sdylerim.

37. Oyun oynarken kurallara uyarim.

38. Bagkalanmn elestirilerini kizmadan
kabul ederim.

39. Basimu derde sokacak seylerden uzak
durmaya calisirim.

40. Sintftaki konusma ve tartismalara
katilirim.

41. Ogretmenimin istek ve uyanlarim
yerine getiririm.

42,  Arkadaglanm beni  oyunlarnna
almazlarsa kendimi oyalayacak bagka bir
sey yaparim.

Her
zaman
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0 0O
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APPENDIX C

SSRS-T

Yonerge: Asagida, 6grencilerin davramslanyla ilgili baz1 ciimleler siralanmugtir. Liitfen her bir
ciimleyi okuyup sinifimzdaki her bir 6grencinin bu davraniglan ne siklikta gésterdigini “her

zaman”, “sik sik”, “bazen”, “nadiren” ve “hi¢ bir zaman” segeneklerinden en uygun olam
isaretleyerek belirtiniz. Eger davranis1 gézleyemediyseniz “gozlenemedi” segenegini igaretleyiniz.

Katkilariniz igin tesekkiir ederim.
Zeynep Siimer
0.D.T.U., Egitim Fakiiltesi
Oprencinin Ad1 Soyadi:: c..c.eeeerreseeseenee Ogretmenin
Cinsiyet: K E Brangi: .....ceeeeeceenee
Simf ..ccecnrennnnee Kag yildir 6gretmenlik yapiyorsunuz? ............
Uygulama Tarihi: .....ccccveeee
Her Stk Bazen Nadiren Higbir Gozlenemedi
zaman stk zaman
1. Arkadaglarina kendi duygularini agikca
styler. 0] 0 0] 0 0] (0]
2. Oyunda kaybettidi zaman mizik¢ilik
yapar. 0] 0O o 0] 0] 0
3. Bir amaca ulagmak i¢in sonuna kadar
caligir, O 0] 0] 0] o) (0]
4. Birisi onunla konupurken onu dikkatle
dinler. 0] 0] (0] (0] 0] 0]
5. Sonradan utanacaf seyler yapmaktan
kaginir. 0 O 0] 10) 0] (0]
6. Yeni insanlarla kolaylikla tamgir. 0] 0] 0] 0] 0] 0]
7. Kétil birsey yaptifinda, sonradan bagina
gelecekleri de kabul eder. 0] 0] o 0] o 0}
8. Yaptip1 hatalan diizeltir. 0] O 0] o 0] 0]
9. Smf i¢i caligmalarim oyalanmadan
tamamlar. 0] (0] 0] 0] 0] 0]
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10. Arkadaglarina yardim eder.
11. Bagkalarindan rahathikla éziir diler.

12. Birisi onunla alay ettii zaman kavga
etmeden bu sorununu ¢ézer.

13. Bagkalariyla aym fikirde olmadigim
onlan kirmadan soyler.

14. Grup c¢aligmalarinda gorev almaya
isteklidir.

15. Odevini zamaminda getirir.

16. Ders aralaninda (tenefiislerde) yapacak
birgey bulur.

17. Bir arkadagiyla yaptifi sohbet uzarsa
bunu kibarca keser.

18.  Arkadaglarina  birlikte  birgeyler
yapmayi rahatlikla Gnerir.

19. Ona ait olmayan esyalar1 almaktan
kagimr.

20. Arkadaglarimn olumlu ya da olumsuz
duygularimin kolayca farkina varr.

21, Farkettigi bu duygularn onlara séyler.
22. Insanlara rahatga tesekkiir eder.

23. lyi bir sey yaptigim hissettifi zaman
kendine aferin der.

24. Olumlu ya da olumsuz duygularimn
kolayca farkina varir.

25. Etrafta insanlar giriiltii yapsa bile siuf
ici ¢aligmalanim yapmaya devam eder.

26. Bagkalanmin neler  hissettigini
anlamaya caba gosterir.

27. Kitap, kalem ve defterlerini diizenli
olarak okula getirir.

28. Bir istegine hayir denildiginde bunu
anlayisla kargilar.

Her
zaman

o)

0
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29. Bir oyuna katilirken izin ister.

30. Sonunda bagim derde sokacak olsa bile
yaptig1 sey hakkinda dogruyu séyler.

31. Arkadaglanndan rahathikla yardim
ister.

32. Birseyi iyi yapamadifi zaman bir
dahaki sefere daha iyi yapabilmek igin
gabalar.

33. Arkadaglariyla rahatga sohbet etmeye
baglar.

34. Konusurken karsisindaki kisinin
yiiziine bakar.

35. Sinirlendigi zaman kavga etmeden onu
neyin sinirlendirdigini sdyler.

36. Arkadaslarina onlann  begendigi
yonlerini rahatlikla syler.

37. Oyun oynarken kurallara uyar.

38. Bagkalarimin elestirilerini kizmadan
kabul eder.

39. Basim derde sokacak seylerden uzak
durmaya galigir.

40. Derslerdeki konusma ve tartigmalara
katilir.

41. Ogretmenlerinin istek ve uyarilarim
yerine getirir.

42. Arkadaslan onu oyunlarina almazlarsa
kendini oyalayacak bagka bir ey yapar.

Her
zaman

0
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APPENDIX D

SSRS-P

Yonerge: Asagida, cocuklarin davraniglartyla ilgili bazi ciimleler siralanmugtir. Liitfen her bir
ciimleyi okuyup ¢ocugunuzun bu davraniglan ne siklikta gosterdigini “her zaman”, “sik sik”,

“bazen”, “nadiren” ve “hi¢ bir zaman” segeneklerinden en uygun olam igaretleyerek belirtiniz.
Eger davramg gozleyemediyseniz “goézlenemedi” segenegini isaretleyiniz.

Katkilariniz igin tepekkiir ederim.

) Zeynep Siimer
0.D.T.U.,, Egitim Fakiiltesi

Cocugunuzun Veli Anne Baba
Adi Soyad:: ceeeeererennennns
Cinsiyeti: K E En son bitirdiginiz okul:
31111 | Hes Mesleginiz:
Uygulama Tarihi: .....c.eueeee. Oturdugunuz Semtin  .oceererceciorsnsaess
Adr:

Her Stk Bazen Nadiren Higbir Gozlenemedi

zaman sk zaman
1. Arkadaslanina kendi duygulanm agikga
sOyler. 0] o 0 0 0 0]
2. Oyunda kaybettii zaman mzkeilik
yapar. 0 0] 0] 0] (0] o
3. Bir amaca ulagsmak i¢in sonuna kadar
cahigir. 0 0] 0] (0] 0] (0]
4, Birisiyle konupurken onu dikkatle dinler. 0] 0] 0] o 0] O
5. Sonradan utanacagi seyler yapmaktan
kaginur. 0 0] O 0 0] (0]
6. Yeni insanlarla kolaylikla tanigr. O @) O (0] O O
7. Kotii birgey yaptifinda, sonradan bagina
gelecekleri de kabul eder. 0 0] 0] 0 0] 0]
8. Yaptig1 hatalan diizeltir. 0] 0] o) 0 0] 0
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Her Sik  Bazen Nadiren Higbir Gozlenemedi

zaman sik zaman
9. Ev 6devlerini oyalanmadan tamamlar. (0] 0] (0] (0] 0] 0]
10. Arkadaslarina yardim eder. o 0] 0] o 0] 0]
11. Bagkalarindan rahatlikla &ziir diler. o 0] 0] 6] 0] 0]
12. Birisi onunla alay ettifi zaman kavga
etmeden bu sorununu ¢ézer. 0] O 0] 6] 0] (0]
13. Baskalaniyla aym fikirde olmadifini
onlar1 kirmadan séyler. o 0] 0] 0 0] 0]
14. Bos zamani olduunda yapacak birsey
bulur. o 0] 0 0] O 0]
15. Bir arkadagiyla yaptigi sohbet uzarsa
bunu kibarca keser. 0] 0] 0] o) 0 0]
16. Arkadaglarina  birlikte  birseyler
yapmay1 rahatlikla énerir. 0] 0] 0O 0] 0] O
17. Ona ait olmayan esyalan almaktan
kaginir. O 0] 0] 0] 0 0
18. Arkadaglanimin olumlu ya da olumsuz
duygularinin kolayca farkina varr. 0 0] 0 0] 0 0]
19. Farkettigi bu duygular1 onlara séyler. 0] 0] 0] 0 0] 0]
20. Insanlara rahatga tesekkiir eder. 6] O (0] (0] 0] 0]
21. lyi bir sey yaptigim hissettigi zaman
kendine aferin der. o) 0] 0] O 0] 0]
22. Olumlu ya da olumsuz duygularimn
kolayca farkina varr. (6] O 0] 0] O o
23. Etrafta giiriilti olsa bile &devini
yapmaya devam eder. 0] O 0} 0] 0] 0]
24, Bagkalannin  neler  hissettigini
anlamaya gaba gbsterir. 0 0] 0] 0] o 0]
25. Kitap, kalem ve defterlerini diizenli
olarak okula gotiiriir. : o (0] 0] (0] 0] 0]
26. Bir istegine hayir denildiginde bunu
anlayisla kargilar. 0 (0] 0 0 (0] 0
27. Bir oyuna katilirken izin ister. 0] 0] 0 0] 0] 0
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28. Sonunda basim derde sokacak olsa bile
yapt1g1 sey hakkinda dogruyu séyler.

29. Arkadaslanindan rahatlikla yardim
ister.

30. Birgeyi iyi yapamadifi zaman bir
dahaki sefere daha iyi yapabilmek igin
cabalar.

31. Insanlarla rahatga sohbet etmeye baglar.

32. Konusurken Kkargisindaki kiginin
yiiziine bakar.

33. Sinirlendigi zaman kavga etmeden onu
neyin sinirlendirdigini soyler.

34. Arkadaglarina onlann begendigi
yonlerini rahatlikla soyler.

35. Oyun oynarken kurallara uyar.

36. Bagkalarinin elestirilerini kizmadan
kabul eder.

37. Basim derde sokacak seylerden uzak
durmaya galigir.

38. Arkadaslari arasindaki konusma ve
tartigmalara katilir.

39. Biiyiiklerinin istek ve uyarlarnm yerine
getirir.

40. Arkadaslar1 onu oyunlarina almazlarsa
kendini oyalayacak baska bir sey yapar.

Her
zaman
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APPENDIX E

SOSYAL BECERI EGITIMI PROGRAMI

I. Oturum

Amaglar

¢ Grup iiyelerinin birbirleriyle tamigmasi

e Grup kurallarinin belirlenmesi

¢ Dinleme, konugurken kargidaki kiginin yiiziine bakma, tesekkiir etme, 6ziir
dileme, bagkalarimin duygularim anlamaya ¢aba sarf etme becerilerinin
kazandinlmasi

Hedef Davrarislar

Bu oturumun sonunda 6grencilerin su davraniglan gostermeleri beklenmektedir:

o Konusurken kargisindaki kiginin yiiziine bakabilme ve dikkatle dinleyebilme

 Bagkalarina rahatca tesekkiir edebilme

¢ Bagkalarindan rahathikla 6ziir dileyebilme

¢ Bagkalarimin neler hissettigini anlamaya gaba gisterme

Materyaller

Etiketler, kalem, kaset galar, miizik kaseti, “Duygu Yiizleri” afigi, “Ebru’nun
kitabr” senaryosu, “Unutma” kagidi, “Ev Odevi” kagid1 , gerez.

Siireg

1. Tamgma

2. Grubun amag ve kurallarinin agiklanmast

3. Etiketlere isimlerin yazilmas: ve grup uyelerinin yakalarina takilmas:

4. Isinma egzersizi: Isim oyunu’nun oynanmasi (5 dakika).

122



Grup uyeleri yiizleri birbirlerine doniik i¢ ige iki daire olugturur. Miizik ile birlikte

saat yoninde hareket edilir. Miizik sustugu zaman durup kargisindaki kisiye

“Merhaba, ismim ---- . Senin ismin ne? “ der. Miizik tekrar ¢alar.

5. Senaryo ve ilgili sosyal becerilerin tamtilmas.

6. Rollerin kura gekilerek paylagiimasi. Ebru’nun kitabi senaryosunun okunmast.

EBRU ‘NUN KITABI

Sahne I

Ebrularin evi
oturma odasi
Aysegiil, Ebru

Ebru kitap okuyor
Aysegiil teybe kaset
koymaya caligtyor.

Aysegiil hala
kasetlerle ugragtyor

Aysegiil Ebru’nun yiiziine bakar

Sahne I1

Ebru - Bu kitab: sende okumalisin. Bir gocugun
hissettikleri, yasadiklan ¢ok giizel ifade
edilmis. Bir seker portakal fidaniyla yaptig
konugmalarda Zézé

Aysegiil - Hi h.

Ebru - Vasconcelos’in kitabini diyorum ismi Seker
Portakal.

Aysegiil (dalgin ) - Evet olabilir

Ebru - Askolsun Aysegiil neden beni
dinlemiyorsun?

Aysegiil - Dinliyorum tabii ki. Hem nereden
¢ikardin dinlemedigimi?

Ebru - Dinlesen benim yiiziime bakardin. Sense
arkam donmiis siirekli o kasetlerle
ilgileniyorsun.

Aysgiil - Aslinda dediklerini duydum. Kitabin seni
¢ok heyecanlandirdiginin da farkindayim ama
evet haklisin ¢ok iyi dinlemedim. Senin yiiziine
hatta gozlerinin igine bakmaliydim. Ve sen
konusurken de seni anladigimy/dinledigimi
gostermek i¢in hi-ht ya da evet gibi s6zler
sOylemeli bagimu sallamaliydim.

Ebru - Iyi dinlemenin yollarini ne giizel saydin.
Karg: taraftan hig tepki gelmeyip yiiziine de
bakilmayinca insan kendi kendine
konusuyormus gibi hissediyor.

Aysegiil - Oziir dilerim arkadagim. Bir daha boyle
yapmam.
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Aysegiil , Sevim (Aysegiil’in
annesi)

Sokakta yan yana

yuriyorlar

Aysegiil ve annesi
kitapgiya girerler

O tarafa yonelirler

Aysegil kitaplann arasindan
“Kayigim Rosinha”’y1 eline alir

ve (zetini okur.

Ebru kitabin ilk sayfasina bir
seyler yazar.

Parasin1 6deyip kitapgidan gikarlar.
Sahne IIT

Sinuf

Ebru, Can, Ozlem, Aysegiil

Aysegiil - Anne su kitapgiya girelim mi?

Anne - Neden, ne oldu?

Aysegiil - Bir yazann kitabim soracagim.

Anne - Peki ama gabuk ol. Oldukea geg kaldik.

Tezgahtar - Yardimc olabilir miyim ?

Aysegiil - Vasconcelos’in Seker Portakalindan
bagka eserleri var mi1?

Tezgahtar - Var tabi. Bakin sol tarafta ¢agdas
yazarlar kisminda

Anne - Seker Portakali’nt okudugunu
bilmiyordum.

Aysegiil - Heniiz okumadim. Ama Ebru bitirmek
uizere. Bitirince bana verecek. Yazar ¢ok
ovdii. Belki bagka bir eserini daha okumak
hosuna gider.

Anne - Benim diistinceli kizim.

Aysegiil - Herhalde bunu begenir.

Tezgahtar - Hediye paketi mi olsun?

Aysegiil - Evet. Yalmz paketlemeden 6nce igine bir
not yazmak istiyorum.

Tezgahtar - Size bir kalem vereyim.

Ozlem - Ben meyve suyu igmek istiyorum hem de
biraz temiz hava alinz. Haydi ¢ikalim m?
Can - Olur. Bir sev icmevi red edemevece&im.



Ebru paketi alir.
Agar. Kitabi goriince sevinir

Kapagim agar, ilk sayfada
kendisine yazilmis olan yaziy:

okur. Aysegiil’e doner

Digerleri Aysegiil’e donerler

Ebru Aysegil’iin
yliziine bakarak

Can Aysegtil’e doner

Can - Kart falan var m1?

Ebru - “Kayigim Rosinha” Hem de Vasconcelos’in
kitabi

Aysegiil - Umanm bu kitabim da 6teki kadar
seversin Ebru.

Aysegiil - Bu yazan sevdigini 6grenince siirpriz
yapayim dedim. Hem Seker Portakali’m bana
verecektin.

Ebru - Bana bu kitab: hediye ettigin igin gok
tesekkiir ederim. Aysegiil

Aysegiil - Bir sey degil.

Can - Arada bana da siirpriz yapabilirsiniz.
Aysegiil - Cumartesi giinii Ebru’larda otururken o
bana okudugu kitab1 ve yazan anlatiyordu

bende gergekten onu dinliyormug gibi
davranmadim. Sonra bana kirildigint biraz da
hayal kirikligina ugradigini hissettim.

Ebru - Gergekten de biraz kizginligim vardi ama bu
davramgi senden beklemedigim i¢in daha ¢ok
hayal kiriklig hissettim.

Can - Sen nasil anladin Ebru’nun hayal kirkligini.
Baksana sana soylememis.

Aysegiil - Baskalarinin duygularini anlarim ben.

Ozlem - Nasil yani?

Can - Ben bu isi pek bilmiyorum ve de
yapamiyorum.

Ebru - Belki Aysegiil bize yardim eder.

Aysegiil - Bir gey hissettigimizde bu viicudumuzun
durusundan, yliziimizden, sdyleyis
tarzimizdan ya da yaptiklanimizdan belli
oluyor.

Can - Ipucu mu yakaliyorsun.

Aysegiil - Oyle de denebilir. O kisiyi gozlityorsun
ve ne hissetmis olabilecegini bulmaya
calistyorsun.

Ebru - Benim hayal kinkligimi da boyle fark ettin

Aysegiil - Sesin titredi bakiglarin degisti, bir de
Oyle bir beni dinlemiyorsun dedin ki sesin ¢ok
sagirmug gibiydi. Benden beklemedigin bir sey
yaptigimi anladim. Yanligim: fark edince
hemen 6ziir diledim ama daha sonra
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Zil galar. Can Ozleme déner
gtilerek

Giilugerek yerlerine gegerler.

davranigimu digtiniince bagka bir sekilde de
ozur dileyebilecegimi fark ettim.

Can - Hep sadece 6ziir dilerim demek yeterli diye
bilirdim.

Aysegitil — Bir sey yapinca 6ziir dilemeli ama bagka
yollarla da yapilabilir.

Ozlem - Haydi biz de degisik tesekkiir etme yollart
dastinelim. Aysegul bize degisik bir 6ziir
dileme yolu gosterdi. Soylemenin yamnda
hediye alabiliriz ya da bir iyilik yapabiliriz.

Ebru - Veya o kisiyi bir yere davet edebiliriz.
Mesela pastaneye veya dondurma yemeye.
Kek 1smarlamak da iyi fikir.

Can - Ee artik bu boyle siirer. Yasadik!

Can - Bilmem hatirliyor musun sende gegenlerde
beni Gzmigtiin.

7. Senaryonun grup iyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin

sosyal becerilerinin tartigilmast.

8. Grup liyelerinin bu becerilerin kullamlmasi ile ilgili yasadiklan zorluklarin

tartigilmasi.

9. Duygulann tamtildig: “Duygu Yiizleri” afisi’nin kopyalarimn dagitilmasi ve

hissettiklerimiz ylizimtzden anlagilir mi1? sorusunun tartigiimasi.

10. Sosyal beceri agsamalarimin 6zetlendigi “Unutma” kagitlarnimn dagitiimasi.

11. Oturumun 6zeti ve “Ev Odevi” kagitlarimin dagitiimast.

Amaglar

II. Oturum

o Bagkalanna ait egyalan almama, yanlig bir davramsin sonuglarini kabul etme,

problem ¢6zme, diiriist olma, basini derde sokmama becerilerinin

kazandirilmasi
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Hedef Davraniglar

Bu oturumun sonunda 6grencilerin su davraniglan gostermeleri beklenmektedir:

¢ Kendisine ait olmayan egyalar1 almaktan kaginma

e Yanls bir davramgin sonuglarinda olacaklan kabul edebilme

e Yaptiklan hakkinda dogruyu sdyleyebilme

e Bir problem karsisinda segenekleri belirleyebilme ve uygun olam segme

¢ Kendini kontrol ederek bagimi derde sokacak davramslardan uzak durabilme

Materyaller

“Bisiklet senaryosu”, “Unutma” kagidi, “Ev Odevi” kagidi , cerez.

Stireg

1. I oturumun kisa bir 6zeti ve ev 6devlerinin tartigilmas.

2. Yeni senaryo ve ilgili sosyal becerilerin tanitiimasi.

3. Rollerin kura gekilerek paylagilmasi. “Bisiklet” senaryosunun okunmasi.

Sahne I
Cem, Gokge
Sokak

Cem ortadan kaybolur.
Biraz sonra bisikletle doner

BiSIKLET

Cem - Bak benimde camm degisik birsey yapmak
istiyor. Biraz heyecan yagayalim mi?

Gokge - Ne iyi olurdu. Ama nasil heyecan
yasayacagiz. Yapacak degisik birgey yok ki.

Cem- Bisikletle dolagmaya ne dersin?

Gokge - Benim bisikletim bu sene stufimi
gecersem alinacak. Bildigim kadariyla senin de
yok.

Cem - Bak Ahmet agabey’in bisikleti bodrum
katinda duruyordur. Onu aliniz. Birlikte
binebiliriz ya da 6nce ben sonra sen binersin.

Gokge - Bisikleti almak istiyorsun ama alamazsin o
sana ait degil ki.

Cem - Birgey olmaz. Ahmet agabey benim
kuzenim. Bana kizmaz.

Gokge - Ne olursa olsun. Yine de 6nce ona sormak
lazim.

Cem - Bak kilitlememis bile. Sanki benim almam
i¢in. Ben biraz geziyorum. Hadi sende gel.
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(Kafa sesi)

Sahne II
Gokge, Yucel
Yiicel’in oturdugu apartman

Sahne IT1

Cem

Sokak

Bisikletin lambasi kirilmug
Cem aglamakli

Cem

Bisikleti iterek

eve dogru yurir

Kargidan sinif arkadas1 Sevgi ve
Belgin gelmektedir

Gokge - Eger bende binersem sug ortakhii yapmus
olacagim. Sonugta Ahmet AZabey bize ok
kizacak biraz gezmek igin onu kizdirmaya ve
lizmeye degmez. Hayir ben gezmeyecegim.

Gokge - Ben gelmeyecegim. Yiicel’i ¢agirmaya
gidiyorum. Belki onun degisik bir fikri vardir.

Cem - Sen bilirsin.

Yiicel - Keske engel olsaydin. Bagkalarina ait
egyalar almamaliyiz.

Gokge - Soyledim. Ama beni dinlemedi.

Yiicel - Bunu istiyorum ama alamam bu bagkasimn
demeliydi.

Gokge- Ben de boyle sdyledim. Once sormalisin,
izin almalisin dedim.

Yiicel - Elbette. Once segenekleri diisinmeliydi.
Odiing isteyebilir, degis tokus onerebilir, baska
birsey yapabilir ya da satin alabilirdi.

Gokge - Ben bagka birgey yapmay: segtim ve
yaptim. Onun i¢in kendime kocaman bir aferin
diyorum.

Yiicel - Biraz atari oynamaya ne dersin?

Gokge - Tamam

Cem - (kafa sesi) Ben ne yapacagim gimdi. Hem
evden ¢ok uzaklagtim hem de Ahmet agabey
anlayacak. Mahvoldum. Evet hata yaptim.
Hata yaptim ama sonuglarini kabul etmeliyim.
Sonuglarm dastinmek ah Ahmet agabey ve
annem babam bana ¢ok kizacaklar. Ben
yaptim, bisikletin lambasiu ben kirdim deyip
bir daha haber vermeden almayacagim
diyecegim ve 6ziir dileyeceim. tamam aynen
boyle yapacagim. Dogrusu bu.

Sevgi - Merhaba Cem

Belgin - Merhaba Cem

Cem - Merhaba

Sevgi - Ne bu halin. Yiiziin bir kang. Hem sen
buralara pek gelmezdin, ne oldu?

Cem -Bisikletin lambas1 kinild1. Biraz ileride
arabalardan kagayim derken az daha bisikleti
pargaliyordum. Neyse ki sadece lambast kirilda.
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Cem (tereddutle)

(Dusiinceli)

Sahne IV
Cem, Belgin, Sevgi, Umut
Umut’un evinin 6nil.

Sahne V
Tamirci
Cem, Belgin, Sevgi

Belgin - lyi ki birgey olmamig. Neyse annenlerde
sana birgey olmadig1 igin kizmazlar.

Cem - Bisiklet benim degil. Ahmet agabeyimin.

Sevgi - Camim oda kizmaz herhalde. Tamir olur.

Cem - Ama onun haberi yok. Problemi anladin mi?

Belgin - Bagin dertte.

Sevgi - Bir saniye gimdi 6ncelikle bisikleti ne
yapacagmna karar vermen gerekiyor. Problem
bu. Bunu ¢6zmen lazim.

Cem - Ama nasil?

Sevgi - Tum problem ¢dzme yollarinda oldugu
gibi. Oncelikle dur ve sakinles. Ilk halledilmesi
gereken sorun sanirim lamba’nin tamiri ya da
degistirilmesi.

Cem - Iyi de nerede tamirci. Hig bir fikrim yok.

Sevgi - Cozim yollan diigiinelim. Eger tamir
ettirmezsen Ahmet agabeyine lazim oldugunda
kullanamayacak ve daha ¢ok kizacak

Belgin - belki de kendi tamircisinde yaptirmak
isteyecek.

Sevgi - Tamir ettirmen de zamamm alacak ama

Cem - Yani biitiin segeneklerin olumlu ve olumsuz
sonuglan var.

Sevgi - Problem ¢6zebilmek i¢in bu sart ama.
Hepsinin olumlu ve olumsuz sonuglarim
degerlendirmelisin. Hangisi sence daha énemli.

Cem - Sanirim tamir ettirmeliyim. Acaba bu tamirci
nerede? Hem param yeter mi ki?

Belgin - Bende biraz para var. Sonra bana ¢dersin.
Vardar sokakta Umut oturuyor. Gel istersen
ona soralim onun bisikleti var.

Umut - Bakin simdi bu sokagin sonundan sola
doéniin ve biraz daha gidin. Yine soldaki
sokaga girin. Hemen sagdaki 3. apartmanin
altinda tamirci var. Birgeyler yapar sanirim.

Cem - Cok sagol.

Sevgi - Sagol

Belgin - Tegekkiirler Umut goriigiirtiz sonra.

Umut - Giile giile acele edin, kapanmadan yetisin.

Cem - Ne kadar stirer ?
Tamirci - Fazla siirmez sadece degistirecegim.
Sanslisin ki uygunundan var.
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Bir siire sonra

Cem ve Belgin
paralarim birlestirirler
Sokakta yiiriirler

Sahne VI

Gokge, Gokgenin teyzesinin oglu
Engin ve halasimn kiz1 Esin
Esin’lerin evi

Oturma odast

Tamirci - Iste tamam. Bak yeni gibi oldu.
Cem - Tesekkiirler. Ne kadar 6demem gerekiyor
Tamirci - 1 milyon lira.

Cem - Buyurun iyi aksamlar
Cem - Artik eve donmem gerekiyor. Yarin parant
' getiririm Belgin.

Belgin - Sorun degil. Bak Sevgi’nin problem
¢ozme metodu ige yaradi.

Cem - Evet.

Sevgi - Bir yolu sectin ve uyguladin. Ise yarad:
degil mi?

Cem - Olmaz mi. Peki halledemesek ne olacakti?
Ashinda diigtinmek bile istemiyorum.

Sevgi - Ne olacak diger segeneklerine doniip bir
tane daha segecektin ve uygulayacaktin.

Sevgi - Yalmiz Ahmet agabey’ine dogruyu soyle.

Cem - Tamam ama bana ¢ok kizacak.

Belgin - Diiriist olmazsan neler olacagint bir digiin.
Yine fark edebilir. Hem kendisi aragtirip senin
yaptigim duyarsa daha fena olur.

Sevgi - Evet. Ne sOylemen gerektigini, nasil
soyleyecegini diigiin ve soyle.

Belgin - Oziir dilerim, ama benim amacim biraz
gezmekti deyip gercegi soyleyebilirsin.

Cem - Evet Oyle yapacagim. Hersey igin gok
tesekkiirler. Hogcakalin.

Sevgi - Belgin - Gtile giile.

Esin - Sonradan olacaklan diigiiniince bisikletle
gezmeye degmez diye mi digiindiin?

Gokge - Bagimi derde sokmamaliyim dedim.

Engin - Nasil diigiindiin? Ben bazen istemesem de
guruptakilere veya arkadagima uyuyorum.

Gokge - Once onun ne yapman istegini dinledim
ve nedenini diigindiim. Hem eglenmemi istiyor
olabilirdi hem de sug ortagi oluyordum. Sonra
da neler olabilecegini diigiindtim. Bir kere
bagim derde girecekti. Hem de Ahmet agabey
artik bana giivenmeyebilirdi ve onu da
uzerdim. Bence biitlin bunlara degmezdi.
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Bence insan 6nce riskleri ve kazancint
dusiinmeli. Sonra da ne yapmak istedigine
karar verirsin.

Esin - Peki Cem ne dedi?

Gokge - Once izin alinmast gerektigini sdyledim ve
sana katilmayacagim dedim.

Engin - Ya 1srar etseydi.

Gokge - Bagkalar istedikleri kadar bask1 yapsin.
Sen dogrunun ne oldugunu bildikten sonra ne
fark eder.

Engin - Peki yalmz kalmadin mi1?

Esin - Evet ya.

Gokge - Hayir, yapacak bagka bir sey buldum.
Yiicel’e gittim. Sonra onunla atari oynadik.
Cok da eglenceliydi.

Esin - Sen de dene bunu Engin. Bak bagin derde
girmez.

Engin - Denemeye deger. Hadi bizde dama
oynayalim m1?

Gokge - 3 kislyiz ama

Engin - Esleri degistiririz. Turnuva gibi

Esin - Kabul

Gokge - Hadi baglayalim.

4. Senaryonun grup uyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin
sosyal becerilerinin tartigilmas.

5. Grup Uyelerinin bu becerilerin kullamlmas: ile ilgili yagadiklari zorluklarin
tartigiimast.

6. Sosyal beceri agamalarimn 6zetlendigi “Unutma” kagitlarinin dagitiimas.

7. Oturumun 6zeti ve “Ev Odevi” kagitlarimin dagitilmast.

II1. Oturum

Amaglar
o Bagkalarina yardim etme, yardim isteme, dikkatini yogunlagtirarak caligma,

kendini édiillendirme becerilerinin kazandirilmast
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Hedef Davramglar

Bu oturumun sonunda 6grencilerin su davramglan gostermeleri beklenmektedir:
e Yardima ihtiyaci olan arkadaglarina yardim etmeyi 6nerebilme

o Gerektiginde arkadaglarindan yardim isteyebilme

e (Cevredeki uyancilardan etkilenmgden dikkatini yogunlagtirarak galigabilme

e Baganlanmn sonucunda kendini 6diillendirebilme

Materyaller

“Caligma Kuliibi” senaryosu, “Unutma” kagidi, “Ev Odevi” kagidi , gerez.

Siireg

1. II oturumun kisa bir 6zeti ve ev 6devlerinin tartigiimast.

2. Yeni senaryo ve ilgili sosyal becerilerin tanitiimas:.

3. Rollerin kura gekilerek paylagiimasi. “Caligma Kuliibii” senaryosunun

okunmasi.

CALISMA KULUBU

Sahne I
Zeynep (Elif’in annest),
Ugurtan, Bagak
Eliflerin evi, sokak kapist agik
¢ocuklar kapida
Zeynep - Hosgeldiniz ¢cocuklar.
Bagak ve Ugurtan birlikte ;
- Hosbulduk Zeynep Teyze
Ugurtan - Elif evde mi Zeynep teyze?
Zeynep - Bugin anneannesinde kalacak.
Iskenderun’dan kadegim ve yegenim
gelmiglerdi.
Bagak - Ne giizel (sevingle)
Ugurtan - (Sikilarak) Yaa.
Elif’in babasi (Giray) sesleri

duyup kapiya yaklagir. Giray - Merhaba gengler. Neden gelmiyorsunuz?
Hadi girin igeri.

Ugurtan ve Bagak

birbirlerine bakarak Ugurtan - Rahatsiz etmeyelim sizi Giray amca.

Bagak - Biz sadece birgey soracaktik Elif’e.
Ugurtan - (Bagak’a) Aslinda Giray amcada bize
yardim edebilir.
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Sahne II

Elif’lerin evinin

oturma odas1

Giray ( Elifin’in babas1),
Basak, Ugurtan. Zeynep
(Elif'in annest)

Elif’in annesi
merakla sorar

(Gtilerek)

Zeynep - Hadi kapida kalmayin girin igeri bakalim.

Giray - Nasil yardim edebilirim size séyleyin
bakalim.

Ugurtan - Aslinda bir fikrimiz var ve bunun iyi bir
fikir olup olmadigin bize soyleyebilirsiniz.

Giray - Neymis

Bagak - Bugiin sinifta Ingilizce sinavinin notlar
actklandi. Bir kismumiz iyi not aldik bir
kismimizda oldukga kotd.

Ugurtan - Sevdigimiz arkadaslarimizin kéti not
almasina tiziildiik ve onlara yardim etmeliyiz
diye dugiindik.

Zeynep - Sizin yardim etmenizi isteyip
istemediklerini nereden biliyorsunuz.
Soylediler mi?

Bagak - Soylemediler de, biz dyle gozlemledik.

Ugurtan - Son zamanlarda sinavlardan, sadece
Ingilizce degil, zayif not alan arkadaslarimiz
var. Mesela Nilgiin, Umit. Kendilerini basarisiz
hissettiklerini séylediler. Bizim notlarimiz iyi.
Belki ¢aligmalarina yardim edebiliriz.

Giray - Cok duygulandim gengler. Ne kadar giizel
diigiinmigsiiniiz Ayrica bagkalarinin
duygularini da anlamaya ¢aligmaniz ¢ok iyi.
Yalmz bagkalarina yardim etmek igin onlan
gozlemleme ve yardima ihtiyag duyduklarina
karar vermekten Ote, bagka seyler de
yapmalisiniz.

Ugurtan - Yardimci olabilecegimiz yollan
dugindiik.

Basak - Evet bir ¢aligma kuliibi kuralim my, diye
dusiiniiyoruz. Hepimizin ¢ok iyi oldugu
bagarili oldugu dersler var. Yardima ihtiyaci
olanlara okuldan sonra hafta da 1 glin
matematik, 1 giin fen bilgisi, Ingilizce falan
gibi en zorlandiklan deslerde birlikte galigarak
yardim edebiliriz.

Giray - Elif’'i de bunun igin aradimz herhalde.

Ugurtan - Evet. Hem kuliip hakkindaki fikrini
soracaktik, hem de bize yardim eder mi diye
soracaktik.

Zeynep - Cok az kigi olmuyor musunuz yine de?

Giray - Baksana yardim etmek i¢in yardim

133



Merakla sorarlar

Gilerek
Hepsi gilerler

Sahne III

Sinif

Ugurtan, Basak, diger 6grenciler
(Sinuf 6gretmeni) Ayla

Sahne IV
Miidiir’in odast
Miidirehanim ve
sinif 6gretmeni Ayla

Sahne V

istiyorlar.

Ugurtan - Sey aslinda sorunun ne olduguna karar
verdikten sonra bunu kendi bagimiza
¢cozemeyecegimize karar verdik. Yardim
edebilecek arkadaglan diisiindiik ve kiigiik bir
liste yaptik.

Bagak - Elif listenin en baginda.

Zeynep - Bence de fikriniz giizel, yine de Elif’e
sorun ve yardimin isteyin.

Giray - Bagkalarina yardim ederken ihtiyag duyup
duymadigma baktimz ve yardim yollarint
diisiindiiniz ama birgey unutmuyor musunuz?

Bagak, Ugurtan - Neyi?

Giray - Yardim isteyip istemediklerini sormay.

Bagak - Elbette Giray amca sormaz olur muyuz.
Ben Nilgtn’e sordum birlikte ¢aligmay: ister
misin diye ¢ok sevindi. Ama biz daha ¢ok
kisiye yardim etmek istiyoruz.

Ugurtan - Onlara da soracafiz ama 6nce
arkadaglarimizdan kuliibe katilirlar m1 diye
yardim istiyoruz.

Zeynep - Siz igi biiylitmek istiyorsunuz.

Giray - Zeynep genglere yiyecek birgeyler getirsene
daha dolagacaklan ¢ok ev var galiba

Zeynep - Sicak pogaca ve meyve suyu geliyor.

Ugurtan - Yardim edebilecek arkadaglann listesi
var.

Ayla - Sizi gercekten tabrik etmeliyim gocuklar.
Ancak bunu nerede yapacaksimz? Birde kag
tane 6grenci var katilmak isteyen sizin bu
kuliibiintize?

Bagak - Tum siufa duyursak epeyce fazla olabilir.
Simdilik 5 ders i¢in yardim edecek arkadas
var.

Ayla - Birde miidiranim’la goriigelim. Belki okul
icinde size bir yer verebilir.

Miidiramm - Iyi diigiinmiisler. Muhasebenin
yanindaki kii¢iik oday1 kullanabilirler. Masa ve
sandalye konulunca sanirim islerine yarar.

Sunuf 6gretmeni - Tegekkiirler. Cok hevesliler.
Bakalim faydas: olacak mu.
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Sinif
Ugurtan, Bagak
ve diger 6grenciler

Sahne VI
Caligma Kuliibii odasi
Elif, Nilgiin

O sirada zil galar
Ogrencilerin sesleri

Bagak - Ugurtan’in anlatiklarim dinlediniz. Istekli
arkadaslar ders aralarinda bizlere adlarim
yazdirabilirler.

Elif - Hepsinin past tense’lerini yazabilirsin. Ben
tek biyiik bir yagida yazinca daha kolay
bakabiliyorum. Sende deneyebilirsin.

Nilgiin - Iyi fikir. Simdi baslayayim.

Nilgin - (sikintiyla) yine ¢ok giriiltii geliyor. Nasil
calisacagiz. Insamin cam digan gikmak istiyor.
Sahi Elif sen nasil ¢ahgiyorsun? Kafan
takilmiyor mu?

Elif - Igimden 5’e kadar sayryorum bu benim
hemen kalkip gitmemi engelliyor. Sonrada
kendi kendime devem edecegim ¢aligmaya
diyorum.

Nilgiin - Sonra da galigmaya devam ediyorsun degil
mi?

Elif - Elbette. Birde kendimi 6diillendiriyorum.

Nilgtin - Nasil yani?

Elif - Once kendimi édiillendirecek birsey yapip
yapmadigima karar veriyorum. Mesela diganya
¢ikmadigim ve galigtigim igin bir 6dila
hakettim.

Nilgiin - (giilerek) Kendine hediye mi aliyorsun her
seferinde.

Elif - (giilerek) Senin dedigin gibi olsa bu biraz
masrafli olurdu. Aferin sana, bagardin, devam
et gibi sozler soyliyorum kendime, ya da bir
yere gidiyorum, bazan sevdigim birgeyi
aliyorum.

Nilgin - Hepsi bu kadar m1?

Elif - Evet. Haydi past tense’leri yazmayi bitirde
kendimizi 6dillendirelim.

4. Senaryonun grup uyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin .

sosyal becerilerinin tartigiimast.

5. Grup uyelerinin bu becerilerin kullanilmas: ile ilgili yagadiklan zorluklarin

tartigiimast.

6. Sosyal beceri agamalarimn 6zetlendigi “Unutma” kagitlanmn dagitiimasi

7. Oturumun dzeti ve “Ev Odevi” kagitlanmin dagitilmas:.
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IV. Oturum

Amaglar

e Hayir denmesini kabul etme, sinirlenince kavga etmeme, alay ile basa ¢ikma,
kendini kontrol etme becerilerinin kazandinlmasi.

Hedef Davranislar '

Bu oturumun sonunda 6grencilerin su davraniglar gostermeleri beklenmektedir:

« Bir istegine hayir dendigi zaman bunu kabul edebilme

« Sinirlendiginde kendini kontrol edebilme

« Birisi alay ettiginde kavga etmeden bu sorunla baga ¢ikabilme

Materyaller
“Ilgaz Kampr” senaryosu, “Unutma” kagidi, “Ev Odevi” kagid1 , gerez.

Siire¢

1. IIL oturumun kisa bir 6zeti ve ev ddevlerinin tartigilmast.

2. Sinirlenmek, gergin olmak, gevsemek kavramlarnin kisaca tanitilmasi.

3. Gevseme egzersizi.

Grup tyelerinin kendilerini gergin hissettiklerinde, sinirlendiklerinde

kullanabilecekleri gevseme egzersizi igin grup uyelerinin yerlerinde rahat

oturmalan, gozlerini kapatmalan ve aragtirmacinin verdigi su yonergeleri takip

etmeleri soylenir.

o Ellerinizi yumruk yapin, iyice sikin. Kolunuz ve ellerinizdeki gerginligi hissedin.
Simdi kendinizi rahat birakin. Rahatlig: hissedin.

e Simdi ayaklarimz yere basin ve olabildigince yeri itin. Simdi ayaklarimzi uzatin,
Rahatlig: hissedin.

e Ellerinizi midenizin izerine koyun. Yavag yavag ve derin bir nefes alin ve tutun.

Nefesinizi yavagga birakin. Rahatlifi hissedin.

NN

. Senaryo ve ilgili sosyal becerilerin tamtilmast.

W

. Rollerin kura ¢ekilerek paylagiimasi. “Iigaz Kamp1” senaryosunun okunmasi.
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Sahne 1

Onur ve Mehmet
Okul bahgesi
Okul ¢ikist

Sahne 11

Onur ve Cigdem (Onur’un
annesi)

Onur’larin evi

Mutfak

Anne ve Onur birlikte yemek
masasim hazirliyorlar.

Cigdem dustinceli

Onur isteksizce

Sahne III

Enver (Onur’un babast),

Onur, Cigdem (Onur’un annesi)
Onur’un evi

ILGAZ KAMPI

Mehmet - Hafta sonu Ilgazdaki kampa katilmalisin.
Cok eglenecegiz.

Onur - Ben de istiyorum ama bilemiyorum. Annem
ve babama sormaliyim. Belki izin verirler.

Mehmet - Ben Enver amcaya daha dncekilerin ne
kadar iyi oldugunu anlatiim. Babam da onu
ikna edebilir.

Onur - Kabul etse ne iyi olacak. Ama hig
sanmiyorum.

Mehmet - Belli olmaz canim. Bu kadar umutsuz
konugma.

Onur - Neyse ben eve hemen gitmeliyim. Sana
haber veririm.

Cigdem - Bardaklar da koyarsan tamam. Hadi
kardesine haber ver.

Onur - Anne birgey sorabilir miyim?

Cigdem - Sor tabi.

Onur - Okulun izcilik kolu hafta sonu Ilgaz dagina
kamp yapmaya gidecekmis. Isteyen
katilabilecekmis.

Cigdem - Evet.

Onur - Ben de katilabilir miyim?

Cigdem - Daha yeni iyilesmeye bagladin. Orada
tekrar tigtitebilirsin.

Onur - Anne Liitfen!

Cigdem - Babana da sormamiz lazim ama fazla
umutlanma. Ben onunda izin verecegini
sanmiyorum.

Onur - Biitiin arkadaglarim orada olacak

Cigdem - Bagka bir sefere sen de gidersin. Haydi
simdi kardegini ¢cagir.

Onur - Peki.
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Oturma Odasi1

Onur aglamakh

Onur’un gozleri dolar.

Onur odasina gider

Sahne IV

Onur, Mehmet, Ugur, Birten
Okul

Okul’un kantini

Mehmet Onur’a doner
Sikintilt

Onur - Baba bugiin izcilik kolunun bir duyurusu
vardi.

Enver - Ne duyurusu?

Onur - Anneme de soyledim, iste ligaz dagina
kamp yapmaya gideceklermis. Ben de gitmek
istiyorum.

Enver - Ne zaman?

Onur - Bu hafta sonu.

Enver - Daha hala okstirtiyorsun. Hastaligin tam
gecmedi.

Onur - Ama baba ben hasta degilim. Hem
Cumartesi giiniine kadar iyilegirim. Bugiin
Pazartesi.

Cigdem - Bir bagka sefere Onur.

Enver - Evet bir bagka sefere. Simdi senin tekrar
hastalanman goze alamayiz, degil mi?

Cigdem - Evet.

Onur (kafa sesi) - Buytytnce her istedigimi
yapacagim. Hem kendi gocugumu da her yere
gonderecegim.

Cigdem - Cok uiziildu.

Enver - Evet, ters zamana geldi. Yoksa hakikaten
iyi olabilirdi boyle bir gezi.

Cigdem - Oyle.

Birten - Ne gotiirmemiz gerektigini sen bize soyle
Mehmet.

Ugur - Evet izci olan sensin. Bize yol goster.

Mehmet - Dalga gegmeyin. Ama hakikaten
oralarda birinin size yol gostermesi gerekecek.

Mehmet - Sen niye konugmuyorsun Onur?

Onur - Ben geziye katilamayacagim.

Mehmet - Yaa. Izin vermediler mi?

Onur - Biliyorsun gecen hafta bayag: hastaydim.
Tekrar hastalamirim diye korkuyorlarms.

Birten - Cok rahat soylityorsun. Sana “hayir”
denmesini ne kadar kolay kabul etmigsin.

Onur - Cok kolay degil ama bana neden “hayir”
dendigini digtindim.

Mehmet - Bu hayir cevabina karg1 yapilacak ilk sey
galiba.

Onur - Evet. Sonra da hafta sonu bagka birgey
yapabilecegimi diigiindiim. Hem annem ve
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Onur bozulur
Ugur’a dogru yonelir

Ugur Onurun Ustiine ylrar
Mehmet ve Birten birlikte

Ikisini ayinrlar

Onur ve Ugur biraz
sakinlesmis olarak

Ugur ve Onur
birbirlerine bakarlar

babama ne kadar tizildigiimi de
soyleyecegim.

Birten - Ben olsam yazardim. Duygular yazarak
ifade etmek bana daha kolay geliyor.

Onur - O da bir bagka yol. Ben sdylemeyi sectim.
Herkes istedigini segebilir.

Ugur - Allah agkina nelerden konusuyorsunuz?
Duygular filan. Sen de Onur bayag: “ana
kuzusuymugsun”.

Onur - Ben ana kuzusu falan degilim. Dogru konus
soylediklerini geri al

Ugur - Almazsam ne olacak ?

Durun ne yapiyorsunuz?

Mehmet - Sinirlenince kavga etmek tek yol degil.

Birten - Ikinizde durun ve neden kavga etmek
istediginizi dustiniin.

Onur - Ciinkii beni kizdird1.

Birten - O zaman kizginhigini farket ve 10’a kadar
say.

Onur - Neye yarayacak ?

Birten - Bu senin biraz olsun kendini kontrol
etmeni saglar. Sonra da kavga etmekten bagka
seceneklerin neler onlan digtintrsiin.

Mehmet - Evet Ugur senin i¢in de aymi sey gegerli.

Onur - Peki nedir o segenekler

Birten - Uzlagabilirsin, ortamdan bir stire
uzaklasabilirsin, fikirlerini diizgtin ciimlelerle
soyleyip duygularini da belirtebilirsin.

Mehmet - Evet karar sizin. Isterseniz birbirinizle
kavgaya devam edin.

Ugur - Biraz disiiniince yaptigimiz sey sagma
geliyor.

Onur - Benimle alay edince ¢ok sinirlendim.

Ugur - Bu kadar sinirlendirecegimi tahmin
etmedim. Oylesine sdyledim. Oziir dilerim.

Mehmet - Once seninle gergekten alay ediliyor mu
diye diigiinseydin.

Birten - Evet yanlig anlamig da olabilirsin ama alay
ediliyorsa yine durup 10’a kadar i¢inden
sayabilirsin.

Mehmet - Alay edilmeyle baga ¢ikabilirsin bunun
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Mehmet, Birten ve Ugur
Onur’a bakarlar, Onur giilerek

Birlikte giilmeye baglarlar
Sahne V

Birten, Ulkii, Filiz

Okul ¢ikis1

Eve dogru yiiriiyorlar

i¢in yine bir¢ok segenegin var. Mesela sende
saka yapabilirsin, seni nasu kirdigint “Ben dili”
kullanarak s6yleyebilirsin ya da
duymamazliktan gelebilirsin.

Ugur - “Ben dili” ne?

Mehmet - Benimle boyle konusamazsin demek
yerine karsimizdakini tehdit etmeden,
suglamadan o durumda neler hissettigimizi
anlatmanin yolu. Mesela “Benimle alay edildigi
zaman kendimi ¢ok koétii hissediyorum”
dediginde ben dilini kullanmig oluyorsun.

Onur - Yani ben seni simdi dévecegim demek ben
dili olmuyor.

Onur - Sadece saka yaptim. Bu kadar kott
bakmayin.

Ulkii - Demek olaylart kagirdim.

Birten - Hig hog bir manzara degildi. Fazla birsey
kagirmig degilsin

Ulkii - Sahi birbirlerini dovecekler miydi?

Birten - Mehmetle ben 6yle zannettik. Sanrim
bayag: kot bir kavga olacakt.

Filiz - Kendilerini kontrol edemediler demek.

Birten - Tam anlamuyla oyle.

Ulkii - Insan kendini nasil kontrol eder ki?

Filiz - Kontroliinii kaybetmek tizere misin,
gerginlesiyor musun, 6fkeleniyor musun diye
viicudunda ne olup bittigini dinlersin. Bunlar
sana ipucu verir.

Ulkii - Bazen saatli bomba gibi oluyorum (giilerek)
Her an patlayabilirim.

Birten - Neden olmasin. Kendini kontrol
edemezsen patlarsin. Sonradan tiziilebilir,
utanabilirsin.

Filiz - Iste bu durumda béyle hissetmene neyin
neden oldugunu distiniip ne yapacagina karar .
vermek en iyisi.

Birten - Ben ¢ogu zaman igimden 10’a kadar
sayiyorum.

Filiz - Tamam igte. Bu bir yol. Oradan
uzaklasabilirsin ya da kendine yapacak bagka
birgey bulabilirsin. Bunlarda diger yollar.
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Ulkii - Peki duygularimizi ifade etmekte bir yol
olabilir mi?
Filiz - Neden olmasin?
Birten - Evet ashinda bunu da 6grenmeliyiz.
Filiz’in apartmanimn 6ni

Filiz - Ben evime geldim. Duygulan yarina
birakalim mi?
Birlikte gulerler
Ulkii - Peki. Yarin goriisiiriiz.
Birten - Hogcakal
Filiz - Iyi giinler

6. Senaryonun grup Uyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin
sosyal becerilerinin tartigilmas.

7. Grup tyelerinin bu becerilerin kullamilmas: ile ilgili yasadiklar: zorluklarin
tartigiimast.

8. Sosyal beceri agamalarinin 6zetlendigi “Unutma” kagitlarinin dagitiimasi.

9. Oturumun 6zeti ve “Ev Odevi” kagitlarinin dagitilmast.

V. Oturum

Amaglar

e Kendi duygularimin farkina varma ve ifade etme, bagkalarimin duygularnim
anlama ve ifade etme, tartigma ve galigmalara katilma becerilerini kazamlmasi

Hedef Davramglar

Bu oturumun sonunda 6grencilerin su davramiglan gostermeleri beklenmektedir:

o Kendi duygularinin farkina varabilme

o Kendi duygulanim ifade edebilme

e Arkadaglarinin duygularim anlayabilme

e Arkadaslarinin duygularim ifade edebilme

e Grup c¢aligmalarina ve tartigmalarina katilabilme

Materyaller

“Duygu Yiizleri” afisi, “Duygulann Kegfi” senaryosu, “Unutma” kagidi, “Ev
Odevi” kagdi , gerez.
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Stireg

1. IV. oturumun kisa bir ézeti ve ev ddevlerinin tartigilmasi.

2. Senaryo ve ilgili sosyal becerilerin tanitilmast.

3. Rollerin kura gekilerek paylagiimasi. Duygularin Kesfi senaryosunun okunmasi.

Sahne [

Filiz, Birten, Ulki
Okul bahgesi
Teneffiis

(distinceli)

Zil galar. Okul binasina

DUYGULARIN KESFi

Ulkii - Diin Sema’nin aglayarak simftan gikmast
beni ¢ok tzdi.

Birten - Evet ben de ¢ok kott oldum.

Filiz - Kimbilir ne oldu?

Ulkii - Annesi hastaymig, buna ¢ok tiziilmiis onun
i¢in de kendini tutamammg

Filiz - Kegke ne hissettigini birisine sdyleseydi

Birten - Keske ama ne hissettigimizi séylemek o
kadar kolay mi?

Ulkii - Neden olmasin? Uzerinde biraz diigiintip
caligirsak bir yol bulabiliriz.

Filiz - Evet ashinda iistiinde ¢aligmaliyiz glinkii
zaman zaman ne hissettigimizi fark
edemiyoruz. Fark etsek bile nasil ifade
edecegimizi bilmiyoruz.

Birten - Dogru gogumuz bunu yastyoruz.
Bagkalarinin duygularim da anlayamiyoruz, ya
da anlasak bile ifade edemiyoruz.

Ulkii - Oyle. Kendi duygulanmizin farkina
varmamiz, bagkalarimn duygularin1 anlamamiz
ve de ifade edebilmemiz igin 6nce duygulari
bilmek lazim.

Filiz - Haklisin. Once duygulan tamimaliyiz.

Birten - Ama nasil?

Ulkii - Durun durun akhma birsey geldi. Neden
duygulann bir listesini yapmiyoruz? Hem
sonra simufa da asanz, bagkalan da bakar.

Filiz - Haklisin. O zaman kartondan yapalim.

Ulki - Tyi fikir. Sence Birten?

Birten - Ben gurup galigmalarim severim. Haydi
¢ikista karton alalim. Nazliya da haber verelim
belki o da gelir.

Ulkii - Tamam
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dogru ilerlerler

Sahne II _
Filiz, Birten, Ulkii, Nazh
Ulkit’niin evi

Salon

Karton’a duygu sozctiklerini
yaziyorlar

Kap ¢aliir

Sahne II1

Ulkii kapiy1 agar
Batuhan, Cengiz ve Ozge
gelirler

Filiz - Amma ¢ok duygu varmus.

Nazli - Olumsuz duygular daha kolay
bulunabiliyor. Olumlu duygulan bulmak daha
ZOr.

Ulkii - Acaba diger arkadaslara sorsak mi? Belki
onlar da ekleme yapmak isterler.

Birten - Duygular bulmaya caligirken Ingilizce
sinavindan once yagadiklarim hatirladim. O
gin sinav baglayana kadar midemi bir kedi
tirmaliyormus gibi hissetttim. Epey
heyecanlandim.

Filiz - Ben sakindim. Iyi gegti sayilir.

Ulkii - Ben de 6gretmenin zor sorular sormasmndan
korktum. Biraz ellerim titredi galiba.

Birten - Hey baksaniza duygulanimz, fark etmek o
kadar da zor degil galiba. Ciinkti viicudumuz
bunun igaretlerini veriyor. Mesela ben
heyecanlaninca midemi kedi tirmaliyor gibi
hissettim. Ulkii senin ellerin titremis.

Nazli - Benimde utaninca yiiziim kizanr.

Filiz - Ben ¢ok korkunca kaskat: kesilirim.
Kipirdayamam.

Birten - Tamam iste duygularimizi fark etmek igin
ilk basamak viicudumuzda neler olup bittigini
fark etmek olmali. Yani viicudumuzu
dinleyecegiz.

Ulkii - Farkh durumlarda viicudumuzda farkls
seyler hissederiz.

Birten - Bizde 6nce seni veya beni boyle
hissettiren nedir, ona karar veririz.

Filiz - Sonra da duygulan seceriz. Seving, hiiziin,
mutluluk, korku, heyecan gibi degil mi?

Birten - Evet. Bakin galiba kegfettik.

Ulkii - Aa merhaba. Gelsenize igeriye.

Batuhan - Kitapgiya, gidiyoruz. Ozgeyle benim
yeni imla kilavuzu almamiz gerekiyor.

Ozge - Biraz da yiiriiyecegiz, sende gelsene.
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Cengiz, Batuhan, Ozge
birbirlerine bakarlar

Sahne IV

Ulkii, Batuhan, Cengiz, Ozge,
Birten, Filiz , Nazl

Ulkir’niin evi

Salon

Duygu sdzciikleri tizerine
tartigiyorlar

Cengiz bir mutluluk sézciigiiniin
lizerine mutlu bir yiiz ifadesi
cizer

Birten digerlerine doner
Digerleri hep birlikte -

Resim iizerine galigirlar
Bir siire sonra

Birten, Nazli, Filiz ve Ulkii’ye
doner

Birten anlatmaya bagslar.

Bir siire sonra

Cengiz - Evde ne yapacaksin. Dersin mi var yoksa?

Ulkii - Coktan bitirdim. Igeride Birten, Nazli ve
Filiz var. Haydi girin sonra gidersiniz. Hem
size yaptigimiz geyi de gosteririz.

Cengiz - Ne yaptyorsunuz? Merak ettim. Biraz
oturabiliriz belki

Ozge - Olur

Batuhan - Tamam haydi.

Ulki - Hadi gegin salona.

Batuhan - Cok giizel olmusg

Cengiz - Bence duygu sozciukleriyle birlikte biraz
da resim gerekiyor. Mesela her sozctigiin
{istiine ya da yanina onu anlatan yani o
duyguyu gosteren bir yuz ¢izilebilir. Mesela
sOyle

Nazli - Harika.
Birten - Ne dersiniz?
Baglayalim

Batuhan - Simdi iyi giizelde duygulan farketmek
ayri ne duygusu oldugunu sdylemek ayn

Filiz - Soylemek i¢in bilmek lazim.

Batuhan - Peki nasil soyleyecegiz?

Birten - Kegfimizden bahsedelim mi?

Batuhan - Simdi dediklerinizi bir tekrarlayim
Dogru mu anlamigim? Viicudumuzda neler
oluyor fark edip, neyin boyle hissetmemize
neden olduguna karar verdikten sonra ne
hissettigimize de karar veriyoruz. Sonra da
uygun duyguyu seciyoruz. Herhalde sevindim,
tiziildiim, kizdim demek yeterli olur.

Filiz - Ayrica duygularimizi ne zaman, nerede ve
kime soyleyecegimizi de belirlemeliyiz.
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Giiliigmeler

Ben ben sesleri
Pasta tabaklariyla donerler
Pastalarim1 yemeye baglarlar

Tamam tamam sesleri
Sahne V

Sokak

Ozge, Cengiz, Batuhan
Evlerine dogru yiiriiyorlar

Ozge Cengiz’e doner

Batuhan - Herkes aslinda ne kadar rahatlar ne
hissettigini soylese. Yani kavga etmeye,
birbirinin arkasindan konugmaya ya da igi i¢ini
yemeye gerek kalmadan sade “Ben soyle
hissediyorum ¢iinkt $6yle oldu” diyecek.

Ulkii - Sizi bilmem ama “Ben ¢ok mutluyum giinkii
hep birlikte birsey basardik”

Cengiz - Benimde midemde ag bir kurt var. Sizce
ne hissediyor olabilirim?

Ulkii - Kim bana pastalan getirmem igin yardim
ediyor?

Birten - Ulkii dogum giiniinde de boyle pasta
yiyecek miyiz?

Ozge - Yaa dogum giiniin mii var?

Ulkii - Evet pazar giinii.

Filiz - Cok birsey kalmamig. Sunun surasinda dért
gun var.

Batuhan - Parti yaparsin degil mi?

Ulkii - Bilmiyorum. Anne ve babama sormalymm.
Sahi dogum giini partisi istiyor musunuz?

Cengiz - Elbette. Dans ederiz.

Batuhan - Egleniriz.

Nazl - Evet.

Birten - Size yann haber veririm.

Batuhan - Neyseki kitap¢i kapanmadan yetistik.

Ozge - Evet.

Batuhan - Haydi yarin gérisiiriiz.

Cengiz - Gorustiriz.

Ozge - Iyi aksamlar

Batuhan - Iyi aksamlar.

Ozge - Cengiz duygu listesi igin fikrini ne giizel
sOyledin. Ben olsam bir konu hakkindaki
fikrimi 6yle agikga sdyleyemem.

Cengiz - Neden?

Ozge - Birileri tartisirken ben kendi fikirlerimi
sOyleyemiyorum. Aslinda galiba tartigmalara
nasil katillacagimi bilmiyorum.

Cengiz - Cekiniyor musun?

Ozge - Biraz. Hem bir de ya uygun degilse
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Ozge’nin evinin éniinde dururlar

Sahne VI

Ulkii’niin evi

Salon

Ulkii, Emine (Ulkii’niin annesi),
Muammer (Ulkii’niin babasi)

Ulkii annesine umutla bakar

Ulkii sevingle

Hizla odadan ¢ikip telefona
dogru yonelir.

Sahne VII

Ozge, Ulkii, Nazl

Okul

Koridor da konusuyorlar

sOyleyeceklerim.

Cengiz - Eger istersen sana yardim edebilirim.

Ozge - Cok sevinirim. Sen her zaman rahat rahat
tartigmalara katiiyorsun.

Cengiz - Istersen ben ne yapiyorum onu
sOyleyeyim. Once ne sdylemek istedigime
karar veriyorum. Sonrada sdylemek
istediklerim guruptaki diger kisilerin tartigtig:
konustugu konuyla ilgili mi diye kendime
soruyorum.

Ozge - Hepsi bu kadar mi?

Cengiz - Bir de “birsey sdylemek istiyorum”
diyorum ve soylilyorum.

Ozge - Ya dinlemezlerse?

Cengiz - Dinlerler, eger dogru zamani kollarsan.
Bagkasimn soziiniin bitmesini bekle ve ondan
sonra soyle. Sozlerini keserek sGylersen
dinlemezler.

Ozge - Sagol Cengiz ¢ok yardimei oldun. Bir daha
sefere soylediklerini yapmay: deneyecegim. Iyi
aksamlar.

Cengiz - Iyi aksamlar.

2

Ulkii - Anne, baba dogum giiniinde arkadaslarimu
¢agirabilir miyim?

Muammer - Bence bunu annene sor. Ne de olsa
pasta yapimindan annen sorumlu.

Emine - Aa beni tek bagina birakmayacaksiniz
herhalde. Herkes gorev alirsa ben de kabul
ederim.

Ulkii - Ben herseye yardim ederim anne.

Muammer - Tamam iyi pasta yapamam ama ev
stisleme isini de ben istleneyim.

Ulkii - Tesekkir ederim. Yagasin. Hemen
arkadaglarima haber vermeye baglayayim.

Nazli - Demek annen baban parti vermeni kabul
ettiler.

Ulkii - Evet. Arkadaslan davet etme isinde bana
yardim eder misiniz? Ben bir liste yaptim. 20
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Nazh ve Ozge konugmaya
bagslarlar

Sahne VIII

Ulki’niin evi

Dogum giinii partisinin sonu
Etrafta kirli tabaklar

Ulkii ve birkag arkadagt
Ulkii’niin yiizii asik. Birten
Ulkii’niin omzuna elini koyar

kisi kadar.

Ozge - Biz de goz atalim mm?

Ulkii - Iyi olur. Ben kantinden birgey alacagim.
Geliyorum.

Ozge - Nazh sen ne hediye alacaksin?

Nazli - Bilmiyorum. Hoslandig: birgey bulmaya
calisacagim,

Ozge - Benim bir fikrim var.

Nazli - Yaa neymis 0?

Ozge - Hepimiz paralarimiz1 birlestirip onun bir
stredir istedigi boya takimum alabiliriz.
Nazh - Iyi fikir bence. Hem daha ¢ok igine yarar

degil mi? Digerlerine de soralim.
Ozge - Tamam soralim. Gerekirse ben paralar
toplanm.

Birten - Ulkii litfen. Insan dogum giiniinde bu
kadar Gzalir mii?

Ulkii - Uzilldagiimii nereden gikardin?

Ozge - Nereden ¢ikarmug olabilir, baksana
yliziinden diigen bin parga.

Cengiz - Evet.

Batuhan - Hem siz degil miydiniz bize
durusumuzun, yiz ifademizin duygularimz
hakkinda ipuglan verdigini sdyleyen?

Nazli - Evet tiim giin boyunca hi¢ de egleniyormus
gibi davranmadin.

Ulkii - Pes ettim. Demek ¢ok belli ettim. Tamam
dersinizi iyi galismgsiniz. Evet soz verdikleri
halde birgok kisi gelmedigi igin gok tiziildiim.
Hem annele babam da ¢ok ugrastilar. Onlarada
mahgup oldum simdi.

Filiz - Haklisin. 20 kisi i¢in hazirlandilar ama
sadece 8 kisi geldi.

Ulkii - Sadece iiziilmedim kizdim da.

Cengiz - Sena aldirig etmiyorlar gibi mi hissettin?

Ulkii - Evet. Ama sizin bu kadar dikkatli ve duyarl:
olmaniz beni ¢gok mutlu etti. Hem tiim parti

147



Giilerek ortalig: toplarlar

boyunca beni giildiirmeye ¢alistimz hem de
benim duygulanmin farkina vanp séylediniz.
Bir de benim ne hissettigimi 6yle iyi
tammladiniz ki

Birten - Tabii. Senin ne hissettigini anlamak igin
gozlerimizi ve kulaklarimizi dért agtik.

Cengiz - Ben kendimi senin yerine koydum.

Ulkii - Nasil?

Cengiz - Senin yerinde olsam bu durumda ne
hissederdim ve sen nasil hissedebilirsin diye
disiindim.

Ozge - Ne iyi bir fikir. Bu bizim isimize ok yarar.

Filiz - Illaki soylemeli miyiz? Yani birinin ne
hissettigini anladigimiz1 géstermenin yolu
yalmzca séylemek mi?

Ulkii - Birten elini omzuma koydugunda benim
duygulanmun farkinda oldugunu hisssettim.

Batuhan - O kisiyi yanlizda birakabiliriz. Belki bir
siire yanliz bagina kalip kendi duygularinin
farkina varmaya,biraz zamana ihtiyact vardir.

Nazli - En iyisine herkes kendi karar verir bence.

Ulkii - Neyse benim dogum giinii sayesinde duygu
kesfetme listemize yeni birsey ekledik.

Batuhan - Bir dahaki dogum giinii kimin?

4. Senaryonun grup uyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin

sosyal becerilerinin tartigilmasi.

5. Grup tyelerinin bu becerilerin kullamlmasi ile ilgili yasadiklan zorluklarin

tartigilmasi.

6. Sosyal beceri agamalarnin 6zetlendigi “Unutma” kagitlarimn dagitilmas:.

7. Grup lyelerinin bir sonraki oturuma, gesitli gazete ve dergilerden farkl yiiz

ifadelerini gosteren resimler keserek bir kartona yapigtirmalari ve bu yiizlerin

hangi duygulan ifade ettigini yazarak getirmeleri istenir.

8. Oturumun 6zeti ve “Ev Odevi” kagitlarimin dagitiimas:.
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VI. Oturum

Amaglar

e Odev bitirme, kendini tamtma, faaliyet onerme, kurallara uyma, oyuna
katilirken izin isteme becerilerinin kazandirilmast.

Hedef Davranislar

Bu oturumun sonunda 6grencilerin su davranglan gostermeleri beklenmektedir:

o Verilen ev 6devlerini bitirebilme

o Bagkalanna gerektiginde kendini tanitabilme

o Arkadaglarina yapacak faaliyet 6nerebilme

« Bir oyun oynarken kurallara uyma

 Bir oyuna katilirken izin isteyebilme

Materyaller

“Kukali Saklambag” senaryosu, “Unutma” kagidi, “Ev Odevi” kagid1 , gerez.

Siireg
1. V. oturumun kisa bir 6zeti ve ev 6devlerinin tartigilmas.
2. Yeni senaryo ve ilgili sosyal becerilerin tanitilmas.

3. Rollerin kura gekilerek paylagiimasi. “Kukah Saklambag” senaryosunun

okunmast.
KUKALI SAKLAMBAC
Sahne I
Necla (Arda’nin annesi), Arda
Ardalarin evi
Mutfak Arda - “Digan ¢ikabilir miyim anne?” Ciineyt’lerle
top oynayacaktik.
Anne - Caligman bitti mi? Bugin gabuk bitirmigsin
Arda - Evet bugiin fazla 6devim yoktu. Ustelik
odevlerimi bitirdikten sonra kendi kendime
¢aligmam bitti mi diye sordum ve yaptiklarimu
gozden gecirdim. Sonra da yerine kaldirdim.
Anne- Yine de bir sey unutmugsun
Arda Sagirarak
Arda- Ne unutmusum?
Anne giilerek
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Birlikte giilerler

Sahne II

Arda, Ciineyt, Halil

Clineyt’in oturdugu apatmanin
bahgesi

Anne- “Aferin bana bitirdim” demeyi.

Cineyt - Ahmet ve Orhan yukar1 mahalledeki
¢ocuklarin yanina gittiler. Biz seni bekledik.

Arda - Sagolun 1yi ki beklemigsiniz yoksa tek
bagima burada sikilacaktim.

Halil - Biz de oraya gidelim. Belki birlikte birseyler
yapariz.

Arda - Ben higbirini tanimiyorum.

Ciineyt - Tamsirsin.

Halil - Evet hepsi iyi ¢ocuklar. Birlikte daha ¢ok
egleniriz.

Arda - Isterseniz siz gidin ben eve déneyim.

Halil - Neden? Sende bizimle gel.

Ciineyt - Evet Arda, birak su gekingenligi bizimle
gel.

Arda - Cekingenlikten degil. Oraya gidip pat diye.
Ne bileyim. Biliyorsunuz ikinizde kendiniz
gelip benimle tamstimz. Hep huzursuz
oluyorum bu gibi durumlarda ne diyecegimi bir
turla bilemiyorum.

Halil - Buyiittiigin seye bak. Sana yardim ederiz.

Ciineyt - Elbette biz arkadas degil miyiz?

Halil - Oraya gideriz biz “merhaba” dedikten sonra
sende “merhaba” dersin.

Ciineyt - Evet uygun zaman ve yer dnemli kendini
tanrtmak igin. Eger kendi aralarinda
meggullerse ya da oyun oynuyorlarsa
oyunlarinin bitmesini beklemelisin.

Halil - Sen merhaba / ya da iyi glinler dedikten
sonre “ben Arda” dersin. Sonra onlarin
kendilerini tanitmasim bekle.

Arda - Ya s6ylemezlerse.

Halil - Sen sor o zaman.

Ciineyt - “Sizin adiniz ne?” dersin.

Arda - Hepsi bu mu?

Halil - Gulimsemeyi unutma!

Ciineyt - Sonra konugabileceginiz birgeyler
soylersin kendin hakkinda olabilir.

Arda - Gittigim okul, simf gibi mi?

Ciineyt - Elbette.

Halil - Denemelisin Arda. Denemeden bilemezsin.
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Sahne I11

Yukan mahalle

Osman, Burak, Ciineyt, Halil,
Arda, Orhan, Ahmet

(Hep bir agizdan)

(Arda digerlerinin yanina
yaklagir)

Ahmet ve Orhan da yaklagirlar

Arda, Ciineyt ve Halil bakigirlar

Etrafta konugmalar, ugultular
O sirada Arda (Kafa sesi)

Guliimseyerek

Hep birlikte

Burak kogarak ilerdeki bakkal
dukkanina gider. Elinde
kirdanlarla geri doner

Bir aligsan bir siire sonra zaten diigiinmeden
bunlari yapar hale geleceksin.

Arda - Bilmemki (Biraz distiniir) aman herseyin bir
ilki var. Beni kandirdimz. Haydi gidelim.

Halil - Merhaba Osman. Merhaba Burak.

Cocuklar - Merhaba

Cuineyt - Herkese merhaba

Arda - Merhaba ben Arda.

Osman - Merhaba ben Osman

Burak - Ben de Burak

Orhan - Gelmeyeceksiniz sandik, merak ettik.

Ahmet - Bari biz asagiya gelelim diyorduk.

Ciineyt - Biraz oyalandik da. Neyse ne yapmaya
karar verdiniz?

Burak - Bir kag kisi daha katilirsa mag yapabiliriz
diye diigtindiik.

- Bu kadar kisiyle kukali saklambag da g¢ok zevkli
olur. Ustelik zamammizda var. Ne 6nermek
istedigime karar verdim, nasil s6yleyecegime
de karar vereyim. Nasil soylesem ? “kukali
saklambag da oynayabiliriz” diyeyim. Bence
tam zamani, hem daha o6biir oyuna da
baglamadik.

Arda - Kukali saklamba¢ oynamaya ne dersiniz?

Osman- Aa, hi¢ aklima gelmemisti. Aslinda daha iyi
olur.

Burak - Olabilir.

Cuneyt - Bence de olur yalz bana oyuna
baglamadan 6nce nasilds, bir hatirlatin.
Kurallarin hepsini bilip bilmedigimden emin
degilim.

Halil - Herkes kabul ediyorsa baglamadan énce
Arda bize kurallan bir hatirlatsin.

Arda - Igimizden biri ebe olacak

Ahmet - Birini mi 6nerelim yoksa..?

Orhan - Cop gekelim. Kisa ¢opii geken ebe olsun.

Tamam

Burak - Ben babamdan biraz kiirdan alip geleyim.
Bekleyin beni

Burak - Aldim. Tamam
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Tam o sirada
Merve balkondan
digerlerini izlemektedir.

Osman’a seslenir

Osman balkon’un
altina gider

Merve de katilir. Osman Merveyi
digerlerine tamstirir

Cocuklar sirayla Orhan’in

Ahmet - Top kuka olacak degil mi?

Arda - Evet. Ebe digindakilerden biri topa vuracak.
Digerlert saklanacak

Ciineyt - Hatirladim simdi. Ebe 6nce topu yerine
getirecek sonra da saklananlar bulmaya
cahisacak. Her buldugu kisi igin kosup kukaya
yani topa degecek.

Osman - Bu arada saklananlar yerlerinden gikip
topa vurabilir. Bu aslinda diger saklananlar
iginde iyi olur ¢iinkii ebe 6ncelikle topu alip
yerine getirmek zorunda, 6yle degil mi?

Arda - Evet. Birde hatirladiysan ebe disinda biri
topa vurabilirse diger yakalananlarda kagip
tekrar saklanabiliyor.

Osman - Evet en zevkli kismi da bu.

Burak - Hadi baglayalim.

Merve (kafa sesi) - Acaba ben de katilsam mi?
Bende oynamak istiyorum. Hem daha
baglamadilar. “Bende katilabilir miyim?” deyim
Tam zamam daha baglamadilar.

Merve - Osman. Merhaba

Osman - Merhaba Merve

Merve - Kukali saklambag oynayacaksiniz galiba?
Osman - Evet. Kurallan hatirlamaya ¢aligiyorduk.
Merve - Bir kigiye daha yer var m1?

Osman - Tabi neden olmasin. Hadi ¢abuk gel.

Osman- Arkadaglar bu Merve 6-C sinifindan

Merve - Merhaba arkadaglar

Burak - Merhaba ben Burak

Arda - Merhaba ben Arda

Orhan - Merhaba ben Orhan

Ahmet - Merhaba ben Ahmet

Cuneyt - Merhaba ben Ciineyt

Halil - Merhaba ben Halil

Merve - Ben de katilabilir miyim?

Halil - Kurallan biliyor musun?

Merve - Elbette, balkonda otururken kulak misafiri
oldum. Daha 6nce de oynamigtim.

Orhan - Hadi baglayalim. Kiirdanlardan 8 tane ver
Burak. Birini kisaltalim.

152



elinden ¢op ¢ekmeye baglarlar.
Merve - Benim ki de uzun

Halil ¢eker. Halil - Ebelik bana dustii. Hepinizi yakalayacagim
(Topu yerlestirmeye giderler)

4. Senaryonun grup tyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin
sosyal becerilerinin tartigilmast.
5. Grup tyelerinin bu becerilerin kullamlmast ile ilgili yasadiklar zorluklarin

tartigiimasi.
6. Sosyal beceri asamalarinin 6zetlendigi “Unutma” kagitlarinin dagitilmasi.

7. Oturumun dzeti ve “Ev Odevi” kagtlarinin dagitilmast.

VII. Oturum

Amaglar

e Bos zaman degerlendirme, dislanmayla bas etme, yenilgiyi kabullenme,
sinirlendigini séyleme becerilerinin kazandirilmasi

Hedef Davranmgslar

Bu oturumun sonunda 6grencilerin su davraniglan gostermeleri beklenmektedir:

e Bos zamam degerlendirebilme

¢ Bir oyuna kabul edilmedigi zaman kendini oyalayabilme

e Oyunda kaybettigi zaman mizik¢ilik yapmama

o Sinirlendigi zaman bunu ifade edebilme

Materyaller

“Bog Zaman” senaryosu, “Unutma” kagidi, “Ev Odevi” kagid: , gerez.

Stire¢

1. VI oturumun kisa bir 6zeti ve ev 6devlerinin tartigilmasi.

2. Yeni senaryo ve ilgili sosyal becerilerin tanitilmasi.

3. Rollerin kura gekilerek paylasiimasi. “Bog Zaman” senaryosunun okunmast.
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Sahne I

Oguzlarin evi

Oguz ve Giilgen (Burak’in
annesi)

Tam o sirada kap1
calar. Gelen Oguz’un
arkadast Onder

Sahne 1T
Oguz’un odast
Onder, Oguz

Telefon edilir.
Az sonra

Nevzat duymamazliktan
gelir

BOS ZAMAN

Oguz - Cekmecelerimi diizeltim. Kiitiiphanemin

tozunu da aldim. Baska yapacak birgey
_ kalmadi degil mi anne?

Gtilsen - Hepsini bitirdiysen tamam.

Oguz - Hepsini bitirdim (Sikintiyla) Ee simdi ben
ne yapacagim.

Giilsen - Aman oglum (inanmayarak) yapmak
istedigin hicbir sey yok mu?

Oguz - Merhaba Onder.

Onder - Selam. Ne yapiyorsun?

Oguz - Gelsene igeri. Evde yapmam gereken igleri
bitirdim. Ben de tam ne yapsam diye
digtiniiyordum.

Onder - Listede ben var mrydim?

Oguz - Ne listesi?

Onder - Bos zamanlarinda ne yapabilecegini
siraladign liste tabi.

Oguz - Benim 6yle bir listern yok. Sadece simdi ne
yapabilirim diye diginiiyordum.

Onder - Ben 6nce yapmak istedigim faaliyetleri
diginur liste yapanim. Sonrada birini segerim.

Oguz - Iyi fikir. Odama gel de birlikte bir liste
yapalim.

Onder - Iste oldu. Hadi ilk segenekten baglayalim.
Oguz - Tamam. Nevzat ve Murat’1 arayalim.

Murat - Iste geldik. Nerede biiyiik oyun

Oguz - Sizi bekliyorduk. Hadi geg sende Nevzat.

Nevzat - Tamam. Kolalar: da getirdik.

Onder - Kaybeden ne yapacak? Onceden karar
verelim.

Nevzat - Pasta alsin.

Oguz - Sen de yemekten bagka birgey
diisinmiyorsun.

Nevzat - Bagka fikri olan s6ylesin
Murat - Cantalarimizi tagisin
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Sahne III

Oguz’un odast

Oguz, Onder, Burak, Nevzat
¢ocuklar halimin ustiinde. Etrafta
kola bardaklan ve oyun kagitlar.
Telefon calar.

Oguz telefonla konugur ve doner

Onder - Hepimizinkini tagtyamayiz. Sende
kaybedebilirsin unutma.

Murat - Ben bir pisti dehastyim. Sizin i¢in simdiden
tiziliiyorum.

Onder - Sinif igi nébetgiligine ne dersiniz?
Kaybeden tahtayi siler ve diger 3 kisinin
gorevini de yapar.

Murat - Harika ben kurtulacagim bu islerden
desenize.

Nevzat - Bakalim.

Oguz - Hadi hersey hazir. Baglayalim.

Giilsen - Burak telefon sana oglum
Oguz - Tegekkiir ederim anne.

Oguz - Saninm Hakan bize bozuldu.

Onder ve digerleri - Neden ?

Oguz - Onu da arayip haber vermedigimiz igin.
Beni disgladiniz dedi.

Nevzat - Sen ne dedin?

Oguz - Ne diyecegim? Oyle bir sey olmadigim
soyledim. Sadece o anda aklimiza gelmedi.
Hem zaten pisti 4 kisiyle oynanir, bunu bilip
disladiniz diye tutturmamaliydi. Onu
¢agirmaktan neden kaginalim ki?

Murat - Ayni sey bize de olsayd: biz de diglanmus
hissederdik ama demek ki insan bazen yanhg
diisiinebiliyor.

Onder - Murat dogru séyliiyor. Dislanma
duygusuyla bag etmeliyiz.

Oguz - Nasil?

Murat - Aslinda neden diglanmug hissettigimizi
dustnmeliyiz. Yani bugtinkii gibi istemeyerek
mi oldu, ger¢ekten red mi edildik bunu
dustinmeliyiz. Buna karar verdikten sonra da
nedenleri ne olabilir bunun hakkinda
disiinebiliriz.

Nevzat - Nedeni ne olursa olsun samirim sorunla
bagetmeye galigmak en iyisi.

Murat - Secenekleri diigiinelim. Mesela sokaktaki
bir oyuna davet edilmediysen ve gérmezlikten
gelindigini diiginityorsan aralarina katilip
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Cocuklar guliigtir.

Giilusirler

Biraz sonra

Nevzat elindeki son oyun
kagidim yerdeki oyun kagidinn
iistiine koyar

Murat ¢ok bozulmugtur.
Oguz tabaklan ve bardaklar
toplar mutfaga yonelir.
Murat kalkar ve mutfaga
bardaklar gotiriir

Sahne IV
Mutfak
Oguz , Murat

katilmayacagim sorabilirsin, bekleyebilirsin, ya
da oradan ayrnlabilirsin.

Onder - Ya red edildiysen?

Murat - Sen de onlarin bu davramiginin seni ne
kadar tizdugiini sdylersin.

Oguz - Ya da bagkalariyla birlikte olabilirsin.

Murat - Kendi bagina bagka birsey de yapabilirsin
tabi. Yani sana uygun oldugunu disiindiigiin
en iyi yolu se¢ ve yap.

Oguz - Bagiistiine kamutanim.

Murat- Dalga gegme bak ¢ok faydasim goreceksin.
Oguz - Sadece giildiirmeye galigtyordum.

Nevzat - Hadi biraz daha kola igip kaldigimiz
yerden devam edelim.

Nevzat - Pisti. Evet bitti. Murat galiba sen bu hafta
¢ok tahta sileceksin.

Murat - Nasil pisti yaptin bir bakayim.

Onder - Aa mizikgihik yapma. Baksana basbayagi
pisti igte sayilarin ¢ogu da onda zaten.

Nevzat - Evet Murat yenilgiyi kabul et.

Oguz - Hani sen pisti dehastydin.

Murat - (stkintiyla) Hig de komik degilsiniz.

Onder - Oyunda kazanmak da var kaybetmek de.

Murat - Bende Oguz’a yardim edecegim.

Oguz - Kaybedince ¢ok bozuluyorsun Murat.

Murat - Evet. Sizde bana mizik¢isin dediniz.

Oguz - Canim sende ¢ok fazla tepki veriyorsun.
Sonugta her oyunda biri kaybeder. Mizikgihik
yapmadan 6nce sen ve bagkalarinin oyunu nasil
oynadigim degerlendirsene.

Murat - Tabi ki Nevzat ¢cok sansliydi.

Oguz - Sadece sansh mi1?

Murat - Tamam kagitlan da iyi takip etti dogrusu.

Oguz - Ee. Demek ki iyiymis senin bu durumda
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Odaya yonelirler

Sahne V

Murat’larin evi

Salon

Murat ve Sibel (Murat’in ablast
-14 yaginda)

neler yapabilecegini diigiin. Tebrik edebilirsin.
Iyi oynadin veya oynadimz diyebilirsin

Murat - Galiba anladim. Yenilgiyi centilmence
kabul et diyorsun. Sporcular gibi.

Oguz - Haydi oyun malzemelerini toplayalim.
Sende yardimci olsan 1yi olur.
Murat - Once herkesi tebrik edeyim de.

Murat - Neyse herkesi tebrik ettim ve 6zellikle
Nevzat’in iyi oldugunu sdyledim.

Sibel - Cok iyi yapmugsin. Arkadaglarin sana kot
birsey de soylememisler. Neden bu kadar
sinirlendin?

Murat - Samrim kaybetmeyi sevmiyorum
sinirleniyorum ve

Sibel - Sana bir sinirini kontrol etme ve sdylemek
istediklerini insanlan kirmadan séyleme yolu
Ogreteyim mi?

Murat - Ogret.

Sibel - Sinirlenince dur ve 10’a kadar iginden say.
Bu siire sana sakinlesmek ve diisiinmek igin
gerekli. Sonrada neler yapabilecegini diigtin.
Mesela neyin seni sinirlendirdigini
sOyleyebilirsin.

Murat - Ben kalkip biraz uzaklagtim. Yani kavga
etmedim onun yerine mutfaga gittim.

Sibel - Olabilir. Bu arada gevseyebilirsin de.
Kendine gevse de. Rahatla de . Sonra doniip
sakin bir sesle neyin seni sinirlendirdigini
soyleyebilirsin.

Murat - Bagka seylere sinirlendigim zaman da
kullanabilirim bunu.

Sibel - Tabii. Her zaman.

Murat - Tegekkiir ederim. Simdi gidip yatayim. Iyi
geceler.

Sibel - Iyi geceler.

4. Senaryonun grup iiyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin

sosyal becerilerinin tartigilmast.

5. Grup iiyelerinin bu becerilerin kullamlmast ile ilgili yasadiklan zorluklarin

tartigilmasi.
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6. Sosyal beceri agamalarinin 6zetlendigi “Unutma” kagitlarinin dagitiimast.

7. Oturumun 6zeti ve “Ev Odevi” kagitlanmn dagitiimast.

VIII. Oturum

Amaglar

e Bir sohbete baglama ve bitirme, bagkalarim 6vme, arag-geregleri okula getirme
becerilerinin kazandirilmasi

Hedef Davranislar

Bu oturumun sonunda égrencilerin su davraniglar gostermeleri beklenmektedir:

« Bagkalanyla bir sohbete rahatlikla baslayabilme

¢ Gerektiginde bir sohbeti bitirebilme

o Gerektiginde arkadaglarinin olumlu ve giizel yonlerini ifade edebilme

o Ders igin gerekli malzemeleri diizenli olarak okula getirebilme

Materyaller

“Cumhur Amca’nin Arabast” senaryosu, “Unutma” kagidi, “Ev Odevi” kagidi ,

cerez.

Siireg

1. VII oturumun kisa bir 6zeti ve ev 6devlerinin tartigilmas.

2. Yeni senaryo ve ilgili sosyal becerilerin tanitilmas.

3. Rollerin kura gekilerek paylagimasi. “Cumhur Amca’mn Arabast”

senaryosunun okunmast.

CUMHUR AMCA’ NIN ARABASI

Sahne I
Sokak
Kutay ve Ogul
-Kutay’in oturdugu apartmandan
cikarlar. Park etmekte olan
arabayi fark ederler Kutay - Ne giizel araba!
Ogul - Audi A6. Koltuklar deri kapli. Rengi de
harika.

158



Cumhur Bey arabasim
kilitler. Cocuklar yanagir.

Cocuklar giilerler

Konugmaya baglarlar

Konusma devam eder
Biraz sonra Kutay’in annesi
seslenir

Kutay, Cumhur bey ve Ogul’un
yanina gider. Cumhur beyin
konusmas: bitince

Sahne II

Ogul’un evi

Kutay ve Ogul
telefonla konuguyorlar

Kutay - Bak Cumhur amca arabadan ¢ikiyor. Hadi
yanina gidip biraz arabasi hakkinda bilgi
alalim.

Ogul - Olur da acaba uygun bir zaman mi?

Kutay - Merhaba Cumhur amca. Nasilsinz?

Cumhur - Merhaba. Iyiyim gocuklar. Sizler
nasilsinz?

Ogul - Merhaba. Iyiyim tegekkiirler

Kutay - Iyiyiz Cumhur amca. Arabamz gordiik.
Yeni arabaniz ne kadar giizel. Giile giile
kullanin.

Ogul - Evet

Cumbhur - Tegekkiir ederim bu giizel iltifatiniza.
Demek sizde benim gibi iyi arabadan
anliyorsunuz.

Kutay - Mesgul degilseniz bize biraz arabamzin
ozelliklerini anlatir musiniz?

Cumbhur - Bu araba tiptronic. Yani istersen normal
vitesli istersen otomatik

Kutay - Harika

Ogul - Bence de

Cumbhur - 6 silindirli

Anne - Kutay!

Kutay - Efendim anne

Anne - Biraz gelebilir misin?
Kutay - Peki geliyorum.

Kutay - Sizinle arabamz hakkinda sohbet etmek
istiyordum ama gimdi annem ¢agiriyor daha
sonra yine konusabilir miyiz Cumhur amca?

Cumbhur - Elbette Kutay. Hem de Ogul ile birlikte
arabaya binip bir iki tur bile atabiliriz.

Ogul - Yapar miyiz Cumhur amca? Yagasin!

Kutay - Cok sevinirim, ¢ok tesekkiirler. Hogcakalin

Kutay - Sana sonra ugrarim Ogul.

Ogul - Tamam.

Ogul - Seni kutlamam lazim. Ne kadar rahat gidip
Cumhur amcayla konugtun, ustelik bir de onu
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O sirada
Oturma odasi
Gulgin (Ogul’un ablast), anne

Giilgin seslenir.

ovdiin “arabamz ne kadar giizel” diye.

Kutay - Ne var bunda camim. Konugmak istedigin
kisi ordaysa ne soylemek istedigine karar verip
sOylersin.

Ogul - Ama bu benim i¢in olduk¢a zor. Ya
konugmak istemezse?

Kutay - Sende uygun zaman ve yeri seg. Isinin
olmadig, seni dinleyecegi bir zamani. Sonra da
mierhaba deyip konugmaya baslarsin. iste
Cumbur amcayla yaptigimiz gibi.

Ogul - Evet Cumhur amca hemen bizi dinledi
ilgilendi.

Kutay - Bir insam 6vmek de ayni. Ne igin o kigiyi
ovmek istedigine karar ver ve ciimlelerini
distin. Uygun bir zamanda da iginden geldigi
gibi soyle .

Ogul - Peki deneyecegim. Sen ¢ok kolaymis gibi
anlattin.

Kutay - Elbette kolay. Dediklerime dikkat et ama.
Bu arada ingilizce dersinde verilen aligtirmalar
(Carsamba giiniine mi yoksa 6niimtizdeki hafta
Pazartesi giinine mi gelecekti?

Giil¢in - Anne 6nemli bir telefon bekliyorum.
Telefon yine meggul.

Anne - Kim konusuyor?

Giilgin - Ogul. Eline aldi m1 birakmuyor.

Anne - Sikayet etme. Ogul’a soyle 6nemli bir
telefon bekledigini, uzatmaz.

Giilgin - Bir deneyeyim.

Anne - Giizel soyle ama!

Giilgin- Ogul !

Ogul - Bir saniye Kutay, ablam sesleniyor.

Kutay - Tamam

Ogul - Efendim abla

Giilgin - Bir telefon bekliyorum. Biraz ¢abuk olur
musun?

Ogul - Peki.

Ogul - Kutay, ablam bir telefon bekliyormus simdi
kapatabilir miyiz? Daha sonra uygun olunca
ben seni ararim.

Kutay - Olur. Bizde zaten g¢ok uzattik galiba. Ama
bunu sdylemeden kapatamam

Ogul- Neyi?

Kutay- Sende konugmay bitirme konusunda ¢ok
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Sahne III

Kutaylarin evi

Kutay, Melek ( Kutay’in annesi)
Kutay odasindan seslenir

Sahne IV

Ertesi gin (sabah)
Kutay, Cemre
Sokak

beceriklisin. Hem neden konugmay bitirmen
gerektigini soyliiyorsun hem de ¢ok dostca
kargindakinin soziinii kesmeden soyliiyorsun.

Ogul- Yani bir konugmay: bitirmek i¢in yapilmasi
gereken herseyi yaptyorum 6yle mi?

Kutay- Evet. Hadi iyi akgamlar.

Ogul - Iyi akgamlar

Kutay - Anne!

Anne - Efendim.

Kutay - Benim pergelimi gordiin mii anne?

Anne - Ben nereden bileyim. Diger malzemelerini
koydugun yere bak.

Kutay - Peki matematik defterim nerede? Onu
bulsam. Anne ben sence daginik miyim?

Anne - Evet biraz. Okula gotirecegin arag
gereclerini belirli bir yere koy. Yoksa
unutursun.

Kutay - Hah igte gantama koymusum. Bende
disanda diye aramyordum.

Anne- Biraz daha dikkatli ol oglum.

Kutay - Merhaba Cemre.

Cemre - Merhaba Kutay _

Kutay - Sen de heyecanli misin matematik sinavi
yuzunden? Aslinda iyi ¢alistim. Yine de ilk
sinav diye biraz ¢ekiniyorum. Ne sorar acaba?

Cemre- Ben de iyi ¢aligtim. Sinav i¢in gerekli
herseyi de getirdim. Bakalim ne olacak

Kutay - Diin gece az kalsin pergelimi
bulamtyordum. Hep birsey unutuyorum.

Cemre - Cantani akgamdan hazirlasana

Kutay - Diin gece ilk defa dyle yapayim dedim.

Cemre - Her zaman Oyle yap, daha kolay. Yarinki
dersler igin hangi arag gereg ve kitap defterlere
ihtiyacim olacak diye kendi kendine sor.

Kutay - Liste yapsam daha iyi

Cemre - Neden olmasin. Sonra da o listedeki
seyleri biraraya getirip gerekli hersey burada
mu diye digiiniir, ¢antana yerlestirirsin.

Kutay - Haklisin. Sen boyle yapinca her zaman
herseyin yamnda oluyor degil mi?
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Cemre - Evet.

Birlikte sinifa girerler Kutay - Diizenli olman gok giizel

Cemre - Tegekkiir ederim. Basanlar Kutay.
Kutay - Sana da.

4. Senaryonun grup uyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin
sosyal becerilerinin tartigilmas.

5. Grup Uyelerinin bu becerilerin kullaniimast ile ilgili yagadiklar zorluklarin
tartigtlmast.

6. Sosyal beceri agamalarimn 6zetlendigi “Unutma” kagitlarinin dagitilmasi.

7. Oturumun &zeti ve “Ev Odevi” kagitlarmin dagitilmas:.

IX. Oturum

Amaglar

e Bir amag koyma ve buna ulagmak i¢in ¢aligma, fikirlerini sdyleme, uyarilart

takip etme, bagansizlikla bagetme becerilerinin kazandiriimas:.

Hedef Davramslar

Bu oturumun sonunda 6grencilerin su davramslar gostermeleri beklenmektedir:

Gerektigi zaman bir amag belirleyebilme

Belirlenen bu amag i¢in sonuna kadar ¢aligabilme

Bir grup iginde fikirlerini rahatlikla sdyleyebilme

Ogretmen ve diger yetiskinlerin verdigi uyarilan takip edebilme

Basarisizlik kargisinda duygularini kontrol edebilme

Materyaller

“Basanmn Tad1” senaryosu, “Unutma” kagidi, “Ev Odevi” kagds , gerez.

Stire¢

1.

VIII. oturumun kisa bir 6zeti ve ev 6devlerinin tartigiimasi.

2. Yeni senaryo ve ilgili sosyal becerilerin tamtiimast.

3. Rollerin kura gekilerek paylasiimasi. “Baganinin Tadi” senaryosunun okunmasi.

162



BASARININ TADI

Sahne I

Kaan’in evi

Mutfak

Kaan ve Nuray (Kaan’in annesi)
Kaan tabagindaki yiyeceklerle

oynuyor, yiizi asik Nuray - Hasta musin oglum?

Kaan - Hayir

Nuray - Bugiin okulda birgey mi oldu, Kaan?
Kaan isteksizce Kaan - Hayrr.

Nuray - Diisiik not falan mu aldin?

Kaan - Hayir anne

Nuray - Sadece neden bu kadar sessiz durdugunu
merak ettifim igin soruyorum.

Kaan yerinden kalkar. Kaan - Doydum anne, daha fazla yemeyecegim.
Nuray - Peki, sen bilirsin.

Nuray kendi kendine konugur Nuray - Ne derdi var acaba?

Sahne II

Bahar, Burcu

Burcu’nun evi

Burcu’nun odast Burcu - Su Sosyal Bilgiler dersi donem ddevini
fazla oyalanmadan bu hafta sonuna kadar
bitirelim.

Bahar - Haklisin, yoksa Fen Bilgisi dersinin sinav
tarihi ile ¢akisacak. Zaten yapmamiz gereken
bir stiri sey var. Ha aklimdayken Cennet
hammin (Sosyal Bilgiler 6gretmeni) soyledigi
kitaplarn isimlerini not aldim. Uyarilarint da
gozard1 etmemeliyiz.

Burcu - Ne gibi?

Bahar - Cok dallandirip budaklandirirsamz isin
iginden ¢ikamazsiniz dedi. Biraz
sintrlamaliymigiz. Hepsini not aldim. Iste bak.

Bahar elindeki kagidi Burcuya
uzatir Sonra Alper ve Kaan’a da haber veririz, birlikte
© degisikliklere bakanz.

Burcu - Ne kadar dikkatlisin Bahar. Ayrica
ogretmenin uyarilarim da ne giizel takip
etmigsin. Ben bu konuda hig becerikli degilim.

Bahar - Uyarilan takip etme konusunda mu? Bunda
becerilmeyecek ne var, sadece bana
soylenenleri dikkatle dinliyorum. Gerekliyse
not aliyorum. Bir de dinlerken bagimi sallarim
h1 ht derim kargi tarafa dinledigimi géstermek
icin,

Burcu - Ya anlamazsan ?
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Bahar ve Burcu giilerler

Burcu telefonu eline alir
Sahne III

Sokak

Alper ve Kaan
Burcu’nun evine dogru

yirtiyorlar. Kaan’in yiizii asik.

Alper Kaan’a doniip sorar

Kaan tereddiitle

Kaan giiliimser

Bahar - Anlayamadigim birgey varsa sorarim.
Sonra bu uyar hakkinda bir digtincem varsa
da soylerim. Ama nazik bir bigimde. Sonra
eger uygunsa istenilen seyi yaparim.

Burcu - Bir daha ben de boyle yapayim Yoksa
yanlig anlamalar oluyor ya da aklimda
tutamiyorum. Tegekkiir ederim Bahar,
hayatimu kurtardin!

Bahar - Aman abartma Burcu. $imdi Alperle
Kaan’1 arayalim mi?

Burcu - Tamam hemen arayalim.

Alper - Ne bu yiiziinden diigen bin parga? Bir sey
mi oldu?

Kaan - Biraz canim sikkin.

Alper - Askolsun Kaan. Madem canin sikkin neden

ne oldugunu anlatmtyorsun?

Kaan - Soylesem belki de giilersin.

Alper - Niye, seni {izen sey ¢cok mu komik?

Kaan - Oyle demek istemedim. Tabii ki komik
degil, en azindan benim icin. Bak beden egitimi
dersinde 6gretmen basketbol se¢meleri ile ilgili
bir duyuru yapmugts, hatirladin m?

Alper - Gegen ders yapmust1 galiba.

Kaan - Evet. Ben de katilmak istiyordum ve sabahki
secmelere katildim.

Alper - Ne oldu? Yoksa....?

Kaan - Tahmin ettigin sey. Basaramadim. Takima
secilemeyecegimi, boyle bir olasilig: bile hig
dustinmemigtim.

Alper - Aslinda ben de gagirdim. Yani sen hep iyi
atiglar yapardin.

Kaan - Bu yeterli degilmis ama.

Alper - Neler yaptirdilar?

Kaan - Top siirmek, potaya sut gekmek falan. Daha
sonra da basketbol ile ilgili kurallan sordular.

Alper - Sik1 bir elemeydi desene.

Kaan - Hem de nasil. Oniimiizdeki doneme kadar
bir daha segme yapmayacaklar.

Alper - Cok tiziilmiis olmalisin. Ben de senin
yerinde olsam ¢ok uziiliirdiim ama kendini
birakma hemen. Bu basarnisizlikla bagetmelisin.
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Burcularin evinin 6niine gelirler

Guiliigerek apartman kapisindan
iceri girerler

Sahne IV

Okul/ Sinif

Bahar, Burcu, Kaan, Alper,
Kemal ve diger 6grenciler
Teneflis

Bahar evet anlaminda kafasim
sallar

Kaan - Nasil yapacagim?

Alper - Once neden basansiz oldugunu diisiin. Yani
yeterince ¢aliymadigin igin mi, beceri eksikligi
mi, sanssizhk mi? Tabii bunlar benim hemen su
anda aklima gelenler. Bagka nedenler de
olabilir.

Kaan - Saminim yeterince ¢aligmadigim igin.
Kurallarla ilgili sorularin ¢ogunu
cevaplayamadim.

Alper - Tamam iste. Bundan sonra yapman gereken
bir dahaki sefere bagarisiz olmamak igin neler
yapman gerektigine karar vermen.

Kaan - Hem pratik yapmaliyim, hem de kurallan
iyice 6grenmeliyim.

Alper - Son olarak bir gey daha yapmalisin.

Kaan - Neymis o?

Alper - Tekrar denemek istiyor musun, istemiyor
musun ona karar ver.

Kaan - Istiyorum tabii.

Alper - O zaman g¢alig ve bir sonraki segmelerde
tekrar dene.

Kaan - Haklisin. Bunlan séyledigin iyi oldu. Bos
yere zaman harcayacaktim. $imdi ne yapmam
gerektigini biliyorum artik. Becerilerimi ve
bilgimi arttiracagim.

Alper - Simdi de su Sosyal Bilgiler alanindaki
bilgilerimizi arttiralim.

Kaan - Haydi gorev bizi bekliyor.

Alper - Neyse odev igi bitti. Simdi sadece diger
sinavlara galismak kaldu.

Bahar - Hig heveslenme. Ders galigmanin yaninda
bagka bir igimiz daha var.

Alper - Neymis o igimiz?

Bahar - Sinif 6gretmeni rehberlik saatinde duyurdu
ya hani veliler, 6gretmenler ve 6grencilerin
katilacag: bir piknik diizenlenecekti.

Burcu - Yoksa sen biz de yardim edelim mi
diyorsun?

Kemal - Ashnda ¢ok giizel olur. Hem sinif
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Gurubun iginde sessiz duran
Kaan bir stire digerlerinin
fikirlerini dinler ve herkese
donerek

Zil ¢alar

Tamam tamam sesleri
Sinifa girerler

Kemal ve Kaan yerlerine
gegerken

Ogretmen simufa girer

Sahne V

Okul ¢ikigt

Okul bahgesi

Bahar, Burcu, Kemal, Alper

Piknik diizenlenmesi hakkinda

Ogretmeninin yardima ihtiyaci var hem de biz
boyle bir diizenlemede ilk defa gorev almig
olacagz.

Kaan - Arkadaslar hepiniz bu konuda galiymak
istiyorsunuz ama ben derslerden arta kalan
zamanimda basketbol antremanlarn yapmayi
planladim. Onun i¢in ben hazirlik ¢alismalarina
katilmayacagim.

Bahar - Tabii Kaan.

Alper - Olur. Herkes o zaman en son fikrini
soylesin. Ne yapiyoruz?

Bahar - Ben istiyorum.

Kemal - Ben de.

Burcu - Tamam.

Alper - Ben de tamam diyorum.

Kemal - O zaman 6nce sinif 6gretmenine goniilli
oldugumuzu bildirelim sonra da ¢ikigta bulusup
neler yapacagimizi konugalim.

Kemal - Kaan ne kadar rahat bizimle ayn fikirde
olmadigini, kabul etmeyecegini soyledin.

Kaan - Hepinizin fikirlerinizi dinledim. Sonra ben ne
disiiniiyorum ona karar verdim.

Kemal - Bizi kirmadan katilamayacagim séyledin.

Kaan - Hayir demek igin ya da digerlerinden farkhi
bir sey sdylemek i¢in bagkalarim kirmaya ne
gerek var. Ben gorugleri kargilagtirdim ve kendi
goriisimi dostga sdyledim.

Kemal - Yani nasil bagkalarina evet diyorsan,
onlann fikirlerini kabul ediyorsan, hayir derken
de aym yolu kullaniyorsun.

Kaan - Tam ustiine bastin.

Kemal - Ben de ayni yolu deneyecegim. Simdi
yerime oturayim.
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konusuyorlar

Tamam, haydi sesleri

Sahne VI

Simf

Ders ¢ikigt

Ogretmen ve Bahar, Kemal,
Burcu, Alper

Davetiyeleri gosteriyorlar

Ogretmen giiliimser

Bahar - Neler yapiyoruz simdi?

Kemal - Oncelikle neye ulagmak istiyoruz onu
konusalim.

Alper - Tabii ki bu piknik diizenleme isinde bize
diisen gorevleri bagariyla yerine getirmek
istiyoruz.

Kemal - O zaman bu bizim amacimiz. Bu amaca
ulagmak i¢in neler yapmaliyiz onlar siralayalim.

Burcu - Ilk olarak simf 6gretmeninin sdyledigi
davetiyeleri hazirlayalim.

Alper - Neler alinmasi gerekiyor onlan da yazalim.
Sonra da yapilacak iglere gore kendi aramizda
i boliimi yapalim.

Bahar - Evet hepimiz farkh becerilere sahibiz.
Herkesin katkisi da farkh olacaktir.

Kemal - Haydi ilk adimu atalim. Su kagida herseyi
yazalm.

Ogretmen - Ne kadar giizel olmus. Cok kisa siirede
yaptiniz.

Bahar - Ogretmenim, herkes ne yapacagini
biliyordu. Oncelikle biz bir amag belirleyip ona
ulagmak i¢in neler yapmaliyiz diye diigindiik.

Alper - Evet. Amacimiz1 belirledik. Giizel bir
davetiye hazirlayacaktik ve daha sonra da sizin
soylediginiz igleri yapacaktik.

Kemal - Yapacagimuz her isi sirasiyla yazdik. Ne
yapacagiz, neler gerekiyor diye. Davetiyeler
icin birgok kisiden fikir aldik ve bilgi topladik.
Yaziya ve resimlere karar verdik.

Burcu - Ve ilk adimu attik.

Ogretmen - Cok iyi ¢aligmuigsimz. Ustelik su amag
belirleme ve ona ulagmak igin gerekenleri
yapma fikriniz ¢ok giizel. Simftaki diger
arkadaglanniza da anlatabilirsiniz.

Burcu - Evet. Birgok yerde bu yolu kullanabiliriz
degil mi, 6gretmenim?

Ogretmen - Elbette. Mesela yeni arkadas edinmek
icin, ya da yeni bir caligmaya baslarken, yeni bir
sey 6grenmek icin bu yolu kullanabilirsiniz.

Kemal - Haklisiniz, Diger arkadaslara da anlatalim.
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Evet evet sesleri

4. Senaryonun grup lyeleri tarafindan 6zetlenmesi ve senaryodaki karakterlerin
sosyal becerilerinin tartigiimasi.

5. Grup lyelerinin bu becerilerin kullanilmasi ile ilgili yagsadiklan zorluklarin
tartigtimasi.

6. Sosyal beceri agamalarinin 6zetlendigi “Unutma” kagitlarimin dagitiimast.

7. Oturumun 6zeti ve “Ev Odevi” kagitlarinin dagitilmas:.

8. Onuncu oturumun son gériisme oldugunun hatirlatilmasi.

X. Oturum

Amag

e Ilk dokuz oturumda ogretilen sosyal becerilerin oyun yoluyla denenmesini
saglamak

Hedef Davranslar

Bu oturumun sonunda 6grencilerin su davramglan gostermeleri beklenmektedir:

e Oyunun kurallarina uyabilme

o Grup liderinin yonergelerini takip edebilme

» Opyun stirecince gerekli prososyal davraniglan (sosyal becerileri) gosterebilme

Materyal

“Sosyal Yagam Oyunu”, zar, renkli piyonlar.

Siireg

1. Dokuz oturumun kisa bir 6zeti ve ev 6devlerinin tartigilmast.

2. “Sosyal Yasam Oyunu” nun tamtilmast ve nasil oynanacaginin drneklerle
agiklanmasi.

¢ Grup uyelerinin kendilerine bir piyon segmeleri ve baslangi¢ noktasina
koymalar istenir. Her Giye kura sirasina gére oyun masasinin etrafina dizilir.

Birinci oyuncu bir zar atar ve gelen say1 kadar kutu ilerler ve piyonunu
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yerlestirir. O kutuda yazili olan yonerge dogrultusunda ya bir soru cevaplar, ya
bir davramg gosterir ya da bir “oyun kart1” geker. Oyun en son oyuncu bitis
kutusuna gelene kadar tekrar eder.

3. Kura ¢ekerek oyuncularin sirasinin belirlenmesi.

4. Oyunun oynanmasi.

5. Oyun bitiminde tim oyuncularin (grup Uyelerinin) sirastyla isminin soylenip
alkiglanmasi.

6. Grup uyelerinin grup yasantist hakkindaki gériiglerinin alinmasi ve iyi dileklerin

iletilerek grup siirecinin tamamlanmasi.
Genel Degerlendirme

On oturum stiresince grup tyeleri grupta bulunmaktan ve yapilan ¢aligmalardan
olduk¢a memnun goériindiiler. Her oturumda, tyelerin rol paylagiminda istekli
davranmalarina kargin, kendi yasantilarindan 6rnek verirken biraz daha gekingen
davrandiklar gozlemlendi. Son oturumda “Sosyal Yagsam Oyunu”nun oynanmasi
tiim grup tyeleri tarafindan oldukg¢a olumlu olarak degerlendirildi. Grup tiyeleri
Ozellikle bu oturumun program iginde daha sik tekrarlanmasimn hem sosyal beceri
stratejilerini hatirlamaya daha fazla yardimcei olacagini, hem de daha eglendirici
bulduklarim belirttiler. Ayrica, on oturum sonunda grup tyelerinin daha girigken
davrandiklari, temel sosyal becerileri (selamlagma, tegekkiir etme, 6ziir dileme,

iltifat etme gibi) siklikla kullandiklar1 gézlenmistir.
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APPENDIX F

EV ODEVI

Ogrencinin Adi Soyad:
Okul / Smuif:
Sosyal Becerinin Adu:

Neler Yapilmal:

Kiminle denedim?

Nerede?

Ne zaman?

Ne oldu?

Kendime Pekiyi Orta Zayif (verdim)

Cinkii
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APPENDIX G

UNUTMA KAGITLARI

UNUTMA!I
Baskasim Dinlemek

¢ Konusan kiginin yiiziine bak (g6z kontag: kur)
o Soyledigi seyler hakkinda diigin

e Konugma sirasi sana gelinceye kadar bekle

o Ne soylemek istiyorsan soyle

Oziir Dilemek

¢ Yaptigin birgeyden dolay: 6ziir dilemen
gerektigine karar ver ( zarar verdigin birsey igin,
rahatsiz ettigin biri i¢in, hatan i¢in, tizdigiin biri
icin)

e Oziir dilemenin degisik yollanim dugiin (birsey
sOyleyebilirsin, birgey yapabilirsin, birsey
yazabilirsin)

e Dogru zaman ve yeri se¢ (hatanin hemen
arkasindan, 6zel olarak)

o Oziir dile

Tesekkiir Etmek

¢ Diger kisinin tegekkiir etmeni gerektiren birgey
yapip yapmadigina karar ver (bir kompliman, bir
iyilik ya da bir hediye gibi )

e Dogru yer ve zamam seg

e Dostga “tegekkiir ederim” de (ya da bir hediye al,
mektup yaz, sende bir iyilik yap)

o Neden tegekkiir ettigini sdyle

Bagkalarimin Duygulanim Anlamaya Calismak

¢ O kigsiyl izle ( yiiziine, viicudunun durusuna,
soylediklerine, nasil sdyledigine, yaptiklarina bak)
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Ne hissediyor olabilecegini diigiin

UNUTMA! II
Baskasina Ait Esyalart Almamak

Yanhs Davranisin Sonuglanim Kabul Etmek

..'.h‘b)‘l\):—‘O..

Kendi kendine “bunu istiyorum ama alamam” de
“Bu ---m-mmmm- ‘e ait” de

Seceneklerini diiglin

odiing isteyebilirsin

para biriktirip / kazanip satin alabilirsin
bagka birseyle degistirmeyi 6nerebilirsin
istedigin bagka birgey yapabilirsin
Uygula

“Aferin bana almadim” de

Yanls birgey yapip yapmadiina karar ver.
Herkes yanlig birgeyler yapabilir bu diinyanin sonu
degil

Kendi kendine “Sonuglarimi kabul etmeliyim” de
Davranmgin sonuglarinin neler olabilecegini disiin
“Ben yaptim” de ve oziir dile ya da “bir daha
yapmayacagim” de

Problem (Sorun) Cézmek

Dur ve sakinleg

Sorunun ne olduguna karar ver

Cozme yollarim diisiin

Secenekleri sirala ve hepsinin olumlu ve olumsuz
olast sonuglanint degerlendir

Bir yolu se¢ ve uygula

“Ise yaradi m1?” diye kendi kendine sor (olmadiysa
diger segenege don ve uygula)

Diiriist Olmak

Diiriist olursan neler olacagim diigiin

Diiriist olmazsan neler olacagim diigiin

Ne séylemen gerektigini, nasil sdyleyecegini diistin
(6rnegin; “Uzgiiniim ama ben yaptim” ya da “Evet
ben yaptim ama amacim”)

Soyle (igten ol)

“Aferin bana dogruyu soyledim” de
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Bagsini Derde Sokmamak

e Bagkalarinin ne yapman istediklerini dinle

o Onlarn dediklerini yaparsan neler olabilecegini
dugiin (6rnegin; bagin derde girebilir, baskalar
uzilebilir)

¢ Ne yapmak istedigine karar ver ve kararin bildir

e Yapacak bagka birsey bul ya da digerlerine bagka
birsey yapmay1 6ner

UNUTMA! IIT

Baskalarina Yardim Etmek

e Birinin yardimna ihtiyag duyup duymadigina karar
ver (gozlemle)

e Nasil yardim edebilecegini dusiin

e Yardimm isteyip istemedigini sor

e Gerekiyorsa yardim et

Baskalarindan Yardim istemek

Sorununun ne olduguna karar ver .
Yardima ihtiyacin olup olmadigina karar ver
Yardim edebilecek kigileri diisiin ve seg
Sorununu anlat ve yardim iste

Dikkatini Yogunlastirarak Calismak

e iginden 5’e kadar say

o (Caligmaya devam edecegim diye kendi kendine
sOyle

e Caliymaya devam et

e Aferin bana ¢aligtim diye kendini 6diillendir

Kendini Odiillendirmek

¢ Bir 6diil hakedecek birsey yapip yapmadigina
karar ver

o Kendini 6diillendirmek igin neler séyleyebilirsin
karar ver (aferin sana, basardin, devam et, iyi
gidiyor gibi)

o Kendini 6diillendirmek igin neler yapabilirsin karar
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ver (birgey almak, bir yere gitmek gibi)
¢ Kendini 6dullendir

UNUTMA! IV

<

‘Hayir” Denmesini Kabul Etmek

e Sana neden “hayir” denildigine karar ver.

e Baska seceneklerin hakkinda diigiin (bagka
birsey yapmak, nasil hissettigini séylemek, nasil
hissettigin hakkinda yazmak gibi)

e Her bir segcenegin sonuglan hakkinda digiin

e Eniyi segenegi uygula

Alay Etmeyle Basa Cikmak

e Seninle alay edilip edilmedigine karar ver
(Bagkalar gaka yapabilir ya da seninle ilgili
olmayabilir)

e Alay etmeyle basa ¢ikmanin yollarini diigiin
(duymazliktan gelebilirsin, saka yapabilirsin,
seni nastl kirdigim soyleyebilirsin)

o Eniyi yolu seg ve uygula

Kendini Xontrol Etmek

o Kontrolinii kaybetmek iizere misin,
gerginlesiyor musun, 6fkeleniyor musun diye
viicudunda ne olup bittigini dinle

¢ Boyle hissetmene neyin neden olduguna karar
ver

o Kendini kontrol edebilmenin yollarini diigiin
(yavagla, 10’a kadar say, kendini ifade et,
ortam terket gibi)

o Eniyi yolu se¢ ve uygula

Kavga Etmemek

¢ Dur ve neden kavga etmek istedigini diigiin

o Kavga etmekten bagka segeneklerini diigiin
(uzlagabilirsin, fikirlerini sdyleyebilirsin, neyi
yanlig ve haksiz buldugunu belirtebilirsin ya da
ortamdan uzaklagabilirsin)

o Karar ver ve uygula
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UNUTMA! V

Kendi Duygularinin Farkina Varmak

e Viicudunda neler oluyor farket (kizardin m?,
kaslarin mu gerildi? gibi)

e Neyin senin boyle hissetmene neden olduguna
karar ver (kavga, siirpriz, sinav gibi)

e Hislerini nasil adlandiracagina karar ver
(kizginlik, korku, utang, seving, hayal kinkhg:

gibi)

Kendi Duygulanin ifade Etmek

e Duygulanm ifade etmek igin farkh yollar disiin
ve bir tanesini se¢ (ortamdan kagmak yerine
nasil, ne zaman, nerede ve kime duygularini
ifade edebilirsin diigiin)

o “Ben-meeee--- hissediyorum, ¢iinkii------ ” kalibini
kullanarak duygulanm ifade et

Baskalarinin Duygularini Anlamak

o O kigsiyi izle (ses tonu, durusu, yiz ifadesine
dikkat et)

e Ne hissediyor olabilecegi izerinde diigiin
(kizgin, Gzgin, mutlu, sinirli gibi)

¢ Onun ne hissettiini anladigim gosterecek yollar
disiin (dokunabilirsin, yalmz birakabilirsin ya
da soyleyebilirsin)

e Kararim ver ve uygula

Tartisma ve Calismalara Katilmak

e Soylemek ya da katkida bulunmak istedigin ne
karar ver

e Bunlar konuyla ilgili mi diye kendi kendine sor

e Tam olarak ne soylemek istedigine karar ver

e So6z al ve soyle
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UNUTMA! VI

Odev Bitirmek

Kendini Tanitmak

“Caliymam bitti mi?” diye kendi kendine sor
Yaptiklanim gozden gegir

Dosyala ya da yerine kaldir

“Aferin bana bitirdim” de

Uygun zaman ve yeri seg

Merhaba ya da iyi giinler gibi sozlerden sonra
ismini soyle

Diger kiginin kendi ismini s6ylemesini bekle ya da
sor

Konusgmay: devam ettirecek birgeyler soyle
(Kendin ya da oynanan oyun ya da seyredilen
program hakkinda konus, soru sor)

Faalivet Onermek

Ne onermek istedigine karar ver (Karar verirken
ortam uygun mu, yeterli zaman ve kigi var m?
diigtin)

Nasil soyleyecegine karar ver (“----- oynamaya ne
dersiniz?” gibi)

Dogru zamam seg

Soyle

Ovuna Katilmak Icin Izin Istemek

Niye katilmak istedigine karar ver

Ne soyleyecegine karar ver (“Bir kisiye daha yer
var mi?” “Ben de katilabilir miyim?” gibi)
Dogru zamam se¢ (oyun 6ncesi ya da arada)
Dostga soyle

Ovun Kurallarina Uymak

Kurallar bilip bilmedigini kontrol et (Bilmiyorsan
bagkasinin agiklamasini iste)

Oyuna kimin baglayacagina arkadaslarinla birlikte
karar verin (zar atarak, gubuk c¢ekerek, sayarak
v.s.)
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Siranin gelmesini bekle
Oyun bitince kazananlan tebrik et

UNUTMA! VII

Bos Zaman Degerlendirmek

Yapman gereken biitiin 6devlerini, gérevlerini
tamamlayip tamamlamadigim kontrol et
Yapmak istedigin faaliyetleri diigiin (liste
yapabilirsin)

Birini se¢ ve bagla

Dislanmayla Basetmek

4.
5.

e Eniyi yolu se¢ ve uygula

Mizikeilik Yapmamak

. Red edildiysen onlarin bu davramglarinin seni nasil

Neyin diglanmig hissetmene neden olduguna karar
ver (gérmezlikten mi gelindin?, red mi edildin? gibi)
Nedenleri ne olabilir diye diigiin (6rnegin; senin
davramslarindan olabilir ya da seni farketmemis
olabilirler )

Bu sorunla nasil bagedebilirsin? Segeneklerini diigtin.

. Seni farketmediklerini diigiiniiyorsan aralarina katilip

katilamayacagim sorabilirsin
Oradan aynlabilirsin

Uzdigiini soyleyebilirsin

Bagka insanlarla birlikte olabilirsin

Tek basina seni eglendirecek bagka bir faaliyet
yapabilirsin

Senin ve bagkalarinin oyunu nasil oynadigimzi
degerlendir

Kazanan kisi ya da kisilere ne sdyleyebilecegini
diigiin (tebrik etmek ya da iyl oynadimz demek gibi)
Soyle

Oyun arag gereglerinin toplanmasina yardim et

Sinirlendigini Sévlemek

Sakinlesmek icin dur ve 10’a kadar say
Yapabileceklerini diigiin
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6. Niye sinirlendigini sdyleyebilirsin
7. Gevsemeye ¢aligabilirsin
8. Yiruylp uzaklagabilirsin

Se¢ ve.uygula

UNUTMA! VIII

Sohbete Baslamak

Kiminle konugmak istedigine karar ver

Ne soylemek istedigine karar ver

Uygun zaman ve yeri se¢

“Merhaba” de ve elini sik

Konugmaya bagla

Konugmay siirdiirmek igin seni dinleyip
dinlemedigine karar ver

Kargindakinin cevap vermesine olanak tant

Sohbeti Bitirmek

Neden konusmayi bitirmek istedigine karar ver
(ges kalmak, bagka birsey yapmak gibi)

Ne soyleyecegine karar ver (simdi gitmem
gerekiyor ama daha sonra konusabiliriz ya da gimdi
calismam gerekiyor gibi)

Kargindakinin sézii bitene kadar bekle

Dostga soyle

Birisini Ovmek

Kimi ve ne igin 6vecegine karar ver (gbriinisi,
davramsgi, bagarisi gibi)

Hangi sozctiklerle yapacagina karar ver

Dogru yer ve zamani se¢

Soylerken igten ve dostga ol

Arag-gerecleri Getirmek

Bugiinkii derslerim igin hangi arag-gereglere ve
kitap-defterleré ihtiyacim olacak diye kendi
kendine sor

o Gerekirse liste yap

Malzemeleri bir araya getir
Ihtiyacim olan hergey burada mu diye kontrol et ve
yerlestir

178




UNUTMA! IX

Basarisizlikla Bagetmek

e Neyin basanisizlikla sonuglandigina karar ver (insan iliskileri,
okul, spor gibi)

e Neden basarisiz oldugunu diigtin (beceri ya da giidiilenme
eksikligi, caba gostermeme, sanssizlik, kisisel - ¢evresel
nedenler gibi)

e Bir dahaki sefere basansiz olmamak igin neler yapabilirim diye
dustin (beceri 6grenme, ¢aligma, pratik yapma, ¢aba gosterme
gibi)

o Tekrar denemek isteyip istemedigine karar ver

e Yeni fikir ve becerilerle tekrar dene

Uvarilar1 Takip Etmek

e Ne yapman isteniyor, dikkatle dinle (gerekliyse not al)

e Anlamadign birgey varsa sor

¢ Bu uyan ve istek kargisinda ne diisiindiigiine karar ver ve
kararini bildir

o Uyary: kendi kendine tekrar et ve yap

Amac Koymak ve Ulasmak

* Neye ulagmak istedigini sekillendir

e Amacina ulagmak i¢in gerekli butiin bilgileri topla (arkadaslarla
konusmak, profesyonel kisilerden yardim almak, okumak,
biiyliklerinden yardim almak gibi)

e Amacina ulagana kadar neler yapmalisin, karar ver (arag gereg,
insanlardan yardim, gerekli becerilerin 6grenilmesi gibi)

e Ilk adim at

Fikirlerini Soylemek (Hayir Diyebilmek)

Bagka kigilerin konu hakkindaki fikirlerini dinle

O konu hakkinda ne digtiniiyorsun, karar ver

Goriigleri kargilagtir

Diisiincelerini soyle (kabul, red, degisiklik onerisi, karar
vermenin ertelenmesi gibi)

179



APPENDIX H

SOSYAL YASAM OYUNU
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