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ABSTRACT 

This study investigated whether the Social Skills Rating System (SSRS) is a valid 

standardized assessment for students who are visually impaired, and to identify specific 

items that might not be appropriate to include in a version for students who are visually 

impaired. SSRS teacher, student and parent form data from the Arizona State School for 

the Deaf and Blind (ASDB) was examined from the 2002 and 2003 school years. 

Participant data was obtained from 71 elementary level and 106 secondary level students. 

Students were in grades 3-12, were visually impaired, and being served by ASDB on 

campus or in the five regional cooperatives across the state of Arizona. SSRS student 

data was collected using teacher and student forms in the spring semester of 2002 and 

again in 2003. SSRS student data using parent forms was collected in the summer of 

2003. Statistical analysis of the reliability of the SSRS instrument was measured by 

construct stability (Pearson correlations), interrater reliability (interclass correlations) and 

internal consistency (coefficient alpha). Statistical analysis of the validity of the SSRS 

instrument was measured using construct validity using Pearson correlations and /-tests. 

The results revealed good evidence for the reliability and validity of the SSRS teacher, 

parent, and student forms. An item analysis did not identify any inappropriate items for 

use with students who are visually impaired. The item analysis revealed some 

noteworthy patterns and recommendations, and special recommendations are made 

regarding the use of the SSRS teacher, student and parent forms for screening and 

identification purposes of students who are visually impaired. 
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CHAPTER I 

INTRODUCTION 

Children with visual impairments often lack effective social skills required for 

daily interaction at home and school. Without direct instruction many children with 

visual impairments will not obtain adequate social skills during childhood. Teachers of 

the visually impaired strive to provide students with visual impairments with adequate 

opportunities for to obtain positive life outcomes after graduation. In addition to 

academic and vision specific skills necessary for literacy and functional tasks the 

expanded core curriculum includes curricula on social skills. Social skills assist students 

with normal development through childhood and within the school environment. The 

adequate attainment of social skills provides children with the tools for social interaction 

with peers of their choice at school. The ability to assess the need for social skill 

instruction is vital. 

This chapter provides a rationale for the study of a social skills assessment tool 

for use with students who are visually impaired. The significance of assessing social 

skills will be elaborated upon in the statement of the problem and purpose sections. The 

research questions are included to further frame the scope of the study and a definition of 

terms clarify common terms and variables used. 

Social Skills 

Identifying a definition of social skills from the literature is difficult. During the 

1980's interest in social skills development of children created a plethora of literature on 

the topic. These definitions are conceptual, too general, and ambiguous or operationalize 
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certain components of social skill (Michelson, Sugai, Wood, Kazdin, 1983). McFall 

(1982) clearly delineates and defines the terms skill and competence with regard to social 

interactions. Skills are defined as specific abilities necessary for adequate perfonnance 

during a task and competence is an evaluative term that refers to the quality of an 

individual's performance during a task (McFall). Social skills are defined as a set of 

abilities that include interpersonal behavior, self-related behaviors, academic-related 

skills, assertion, peer acceptance, and communication skills (Elksnin, L. K. & Elksnin, 

N., 1995). These abilities may be innate or learned tlirough instruction and experience in 

the environment. It is important to differentiate social competence and adaptive 

behaviors from social skills because these terms seem to be used interchangeably in the 

literature. Social competence indicates a repertoire of social skills and adaptive 

behaviors. Social competence is the action/behavior an individual engages in during 

social contact, not the skills themselves. 

Possessing effective social skills is important to all individuals in order to attain 

positive life outcomes. Aspects of a positive life outcome could include academic 

success, friendships, peer acceptance, dating/marriage, and employment. Relationships 

between inadequate social skills and poor academic performance, isolation from 

peers/loneliness (no friends), and unemployment have been noted in the literature (Asher 

& Renshaw, 1981; Elksnin & Elksnin, 1995; Odom, Mcconnell & McEnvoy, 1992; 

Roscnblum, 1997; Wolffe, 1996). Gresham and Elliott (1990) cite several studies on the 

relationship between social skills and academic competence. For example, study results 

identified a difference between the social skills of children with disabilities that is as 



15 

great as two standard deviations below children without disabilities (Gresham & Elliott). 

Friendships promote the development of social skills from preschool through secondary 

age. For example, friends create access to play groups, management of complex forms of 

play and relational maintenance, and friends give direct instruction in managing conflict, 

aggression and sexual relationships ( Asher and Renshaw, 1981). There is ample 

evidence to suggest that the lack of appropriate social skills rather than poor job 

performance is the major reason for job loss (Binkley, K. E., 1997 p.30). Developing 

effective and appropriate social skills is important for all school age children. 

Statement of the Problem 

In 1980 a seminal study was conducted by Hoben and Lindstrom that provided 

preliminary evidence that children with visual impairments did not appear to use 

appropriate social interaction skills in school. This study drew attention to the problem 

of lack of social skills development in chi ldren with visual impairments and led 

professionals in the field to this topic of study. Since the 1980's mounting evidence has 

been provided by researchers that children with visual impairments are unable to develop 

social skills incidentally as do sighted peers. 

The data collected in the Hoben and Lindstrom (1980) study showed a clear 

difference in the frequency of classroom interactions between students with visual 

impairments and their nonhandicapped peers. "Almost half (45 percent) [of] the visually 

impaired students but only one-tenth (9 percent) of the nonhandicapped students had 

fewer than 10 interactions" (Hoben & Lindstrom, p. 290). In this study a teacher 

questionnaire about the interactions of children with visual impairments revealed 41% of 
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students spent unstructured time alone, 47% waited to be approached for social 

interaction, and 61 % interacted less frequently than their classroom peers (Hoben & 

Lindstrom). This data clearly demonstrates that students with visual impairments in the 

general education classroom environment have lower rates of interactions relative to the 

nonhandicappcd students. This study was a milestone in the field of visual impairments 

because it provided the first objective data showing that social skills were an area in need 

of further study. In addition, Hoben and Lindstrom suggest the need to provide some 

form of intervention to ameliorate the problem. 

Sixteen years later more observations were made about differences in interactions 

that supported Hoben and Lindstrom's earlier findings. MacCuspie (1996) found that 

teachers of the visually impaired and other school personnel did not see social skills as an 

area of need because the students were not engaging in negative behaviors (the 

implication is that no behavior is better than bad behavior). However, the study also 

found that students with visual impairments were socially isolating themselves during the 

school day. Much of the general social skill attention in the research has been on 

problem behaviors. Research in social skills demonstrated that children with visual 

impairments were not disruptive (so no red flags were raised) yet they did show 

differences in social skills (Hoben. 1980; Hoben & Lindstrom 1980; MacCuspie). For 

example, students were passive observers, were socially isolated, did not initiate social 

contact, sought out adult contact more frequently than peer contact and did not make a 

fuss so these children were not identified as needing any interventions for any "negative" 

behaviors. 
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Other research indicated that children with visual impairments do not participate 

in as many social activities as their sighted peers (Hohen & Lindstrom, 1980; MacCuspie, 

1996; McGaha & Ferrin, 2001; Sachs & Wolffe, 1998; Wolffe & Sachs, 1997). There 

may be a number of reasons for this continuous finding in the literature. Students who 

are visually impaired may have difficulty engaging in social activities due to the lack of 

social visual cues, mobility skills or transportation difficulties. Furtheimore, sighted 

peers may not be comfortable approaching visually impaired children in a social setting. 

The development of social skills in children with visual impairments typically does not 

occur through incidental learning (Erin, Dignan, & Brown, 1991; Harrell & Strauss, 

1986; Sacks, Kekelis & Gaylord-Ross, 1991). As a result, learning social skills is often a 

developmental problem for students with visual impairments. "Perhaps of all the 

developmental processes, socialization is the most strongly affected [negatively] by 

vision" (Sacks & Silberman, 2000, p. 617). Incidental learning refers to a spontaneous 

learning process that most often occurs visually through passively observing others 

behaviors. This process includes both the visual and auditory senses, such as, observing 

interactions with verbal and nonverbal aspects. Although auditory input is important the 

wealth of information from nonverbal behavior is only obtained with vision. Developing 

effective social skills is crucial for students with visual impairments in order to engage in 

meaningful communications, interactions, independence, and future employment (Sacks, 

Kekelis & Gaylord-Ross, 1992; Sacks & Silberman, 2000; Wolffe & Sacks, 1996). 

The field does not have extensive large group data or standardized data regarding 

social skills development. One reason for this may be that researchers have not 
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developed a reliable and valid standardized social skills assessment for students who are 

visually impaired that evaluates a comprehensive repertoire of social skills. The lack of a 

valid social skills assessment for students who are visually impaired makes it impossible 

to truly specify how visually impaired children differ from their sighted peers in the area 

of social skills development and further inhibits the establishment of a standard 

intervention. There arc numerous standardized social skills assessments for use in 

general education. The Matson Evaluation of Social Skills in Youngsters (MESSY) was 

validated specifically for use with students who are visually impaired (Matson, Heinze, 

Helsel & Kapperman, 1986; Matson, Rotatori & Helsel, 1983). However, the items on 

the MESSY focus heavily on problem behaviors and adjustment issues instead of age 

appropriate social skill behaviors. The Social Skills Rating System (SSRS) assessment 

developed by Gresham and Elliott (1990) is a comprehensive measure of the various 

social skills dimensions used in most assessments and has been proven valid for sighted 

students; however, it has not been validated with the visually impaired population. 

Researchers in the field of visual impairment recommend the use of the SSRS as the most 

comprehensive standardized social skills questionnaire available. 

The Purpose 

The purpose of this study was to determine whether the SSRS is a valid 

assessment for students who are visually impaired, and to identify specific items that 

might not be appropriate to includc in a version for students who are visually impaired. 

The SSRS was chosen for this study because it was recommended as the most 

comprehensive standardized social skills assessment available (Sacks and Wolffe, 1996; 
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Deinaray et al., 1995). The SSRS includes multiple ratings of the student's social skills 

using a teacher, student and parent form and covers social skills from three subscales, 

social skills, problem behaviors and academic achievement. The benefit of using an 

existing assessment that has been validated with a sighted population is that the data can 

be compared to ascertain differences between the two populations, thus establishing a 

potential benclimark for the level of social interaction that should be expected for 

children with visual impairments. 

This study will compare scores from the national norm and the visually impaired 

sample to verify the validity of the use of this assessment tool with visually impaired 

students. Comparison of the data between the two samples to ascertain any actual 

difference in the acquisition of social skills was beyond the scope of this study. The 

properties of reliability will be examined using the measures of construct stability, 

interrater reliability, and internal consistency. The properties of validity will be looked at 

using the measures of construct validity and item analysis. As a result of this research, 

the Held will be closer to understanding what constitutes a valid social skills assessment 

for visually impaired students. Once the assessment can be made available to special 

educators in the field of visual impairments, it can be used to assess students and develop 

individualized education plans targeted at addressing shortcomings identified via the 

assessment. Ultimately, this will improve social skills development in the field of visual 

impairments, thereby improving the quality of interpersonal interactions in the lives of 

visually impaired students. 
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Rationale 

A standardized social skills scale is needed for use with students who are visually 

impaired for several reasons. Students with disabilities including visual impairments 

have a history of not being included in district and state standardized testing based on 

their qualifying as a student with a disability (Consortium on Inclusive Schooling 

Practices [CISP], 1998). Students who are not tested often become both "out of sighf 

and "out of mind" from the district, state and federal government accountability systems 

(CISP). The current national and state education trend of curriculum standards and 

accountability through assessment of all students support the need for more research in 

the area of standardized assessments for students who are visually impaired. 

Individualized Educational Planning (lEP) teams do not currently use a valid 

standardized social skills assessment to identify social skill need areas in children with 

visual impairments. Also, use of a standardized instrument will ensure complete 

coverage of these important skills. 

"The SSRS is a useful tool when making decisions regarding screening, 

classification, and intervention planning" (Gresham & Elliott, 1990). As a collaborative 

member of the lEP team the teacher of the visually impaired (TVI) is responsible for 

reporting both strengths and needs of the student as a result of their visual impairment 

during individualized education planning (lEP) meetings. A valid assessment tool for 

social skills can be used to identify clear needs that can establish a baseline for the 

individual learner. The SSRS would allow the lEP team to discuss and identify clear 

student goals and objectives in the social skills area and track the progress the student is 
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making in achieving established goals in this area. Clear goals and objectives in the area 

of social skills would justify and support the need for a teacher of the visually impaired to 

provide services in this domain. The actual programming in the area of social skills 

could be recognized and funded based on the ability to measure progress based on the 

standardized SSRS scale. 

Examining the SSRS for use with students who are visually impaired may spark 

several positive trends in the field. For example, the possible development of a social 

skills instrument that eliminates items that are inappropriate for the visually impaired 

could serve to clearly identify what, if any, adaptations are necessary for a successful 

intervention. This study could increase attention to social skills needs of students who 

are visually impaired and focus learning outcomes on an established social skills 

curriculum/intervention. The use of a standardized tool could expand the attitudes of 

general and special educators and assist them in realizing that the social skills outcomes 

for sighted and visually impaired students are the same, only the developmental process 

and possible intervention would need to differ. The SSRS could provide a baseline score 

to measure social skill changes over time, monitoring the success of an intervention 

provided by the teacher of the visually impaired and/or regular classroom teacher. 

Section Conclusion 

This assessment, if proven valid for visually impaired people, will enable the 

comparison of social skills acquisition between different populations. In lieu of relying 

on a custom made social skills checklist specifically for the visually impaired students, 

these comparative data will enable teachers and lEP teams to objectively identify age 
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appropriate social skills that should be identified areas of need in the IE P. Students with 

visual impairments are included in general education settings and the type of social skills 

necessary for success is the same as their sighted peers. Consistency of application is 

also a key, ensuring that educators use the same assessment standards across schools and 

districts. A baseline for improvement must capture data in a consistent way that allows 

for comparison over time. 

Research Questions 

To determine whether the Social Skills Rating System (SSRS) was an appropriate tool to 

use with students with visual impairments to measure social skills development the 

following research questions will be investigated. 

Reliability Variables 

Construct Stability 

1. Is there a correlation between the 2002 student SSRS checklists and the 2003 

student SSRS checklists at the elementary grade level? 

2. Is there a correlation between the 2002 student SSRS checklists and the 2003 

student SSRS checklists at the secondary grade level? 

3. Is there a correlation between the 2002 teacher SSRS checklist and the 2003 

teacher SSRS checklists for the elementary grade level? 

4. Is there a correlation between the 2002 teacher SSRS checklist and the 2003 

teacher SSRS checklists for the secondary grade level? 
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Interrater Reliability 

5. Is there a correlation between the 2002 student and teacher SSRS scale and 

subscale scores for the elementary grade level forais? 

6. Is there a correlation between the 2002 student and teacher SSRS scale and 

subscale scores for the secondary grade level forms? 

7. Is there a correlation between the 2003 teacher and parent SSRS scale and 

subscale scores for the elementary grade level forms? 

8. Is there a correlation between the 2003 teacher and parent SSRS scale and 

subscale scores for the secondary grade level forms? 

9. Is there a correlation between the 2003 teacher and student SSRS scale and 

subscale scores for the elementary grade level forms? 

10. Is there a correlation between the 2003 teacher and student SSRS scale and 

subscale scores for the secondary grade level forms? 

11. Is there a correlation between the 2003 student and parent SSRS scale and 

subscale scores for the elementary grade level forms? 

12. Is there a correlation between the 2003 student and parent SSRS scale and 

subscale scores for the secondary grade level forms? 

Internal Consistency Reliability 

13. Does the sex of the student have a relationship to internal consistency reliability 

of the 2003 elementary SSRS student, parent or teacher forms? 

14. Does the sex of the student have a relationship to internal consistency reliability 

of the 2003 secondary SSRS student, parent or teacher forms? 



24 

15. Do the 2002 and 2003 Elementary teacher-SSRS mean scores have a minimum 

internal consistency reliability of .7? 

16. Do the 2002 and 2003 Secondary teachcr-SSRS mean scores have a minimum 

internal consistency reliability of .7? 

17. Do the2002 and 2003 Elementary parent-SSRS mean scores have a minimum 

internal consistency reliability of .7? 

18. Do the 2002 and 2003 Secondary parent-SSRS mean scores have a minimum 

internal consistency reliability of 7? 

19. Do the 2002 and 2003 Elementary student-SSRS mean scores have a minimum 

internal consistency reliability of .7? 

20. Do the 2002 and 2003 Secondary student-SSRS mean scores have a minimum 

internal consistency reliability of .7? 

Vahdity Variables 

Construct Validity 

21. What is the relationship of the SSRS social skill subscales and total scale between 

the student, teacher and parent scores from 2003 with both elementary and 

secondary groups? 

22. Is there a relationship between the mean SSRS parent scores from 2003 and the 

mean parent 5-iteni social skills questionnaire scores from 2003 within the 

elementary and secondary groups? 
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23. Is there a significant difference between the mean SSRS how often scores of 

students with visual impairments student, parent and teacher forms and the mean 

scores of the SSRS national norms? 

24. Is there a significant difference between the elementary and secondary mean how 

often item scores for students with visual impairments student, parent and teacher 

fomis and the national norms? 

25. Is there a significant difference between the mean SSRS how important scores of 

students with visual impairments student, parent and teacher forms and the mean 

scores of the SSRS national norms? 

Significance 

This study will examine whether the SSRS as an appropriate measure to use with 

visually impaired students. Findings will help describe strengths and weakness 

(reliability, validity, appropriateness, etc.) of using this established instrument with a 

visually impaired population of children. As such, the study will help expand the field's 

understanding of the necessary components of a social skills assessment that can be 

appropriately used with a special population. The use of the SSRS for measuring social 

skills in students who are visually impaired in elementary and secondary settings will 

potentially impact the field in three ways. 1) The potential use of a standardized social 

skills assessment will satisfy the external accountability needs at the district, state and 

national level. 2) The potential use of the SSRS can increase the efficiency of lEP team 

decision-making and individual social skills learning outcomes within the limits of this 

study's findings. 3) The potential use of the SSRS will enable general education teachers 
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and teachers of the visually impaired to establish a developmental baseline, to identify 

social skill need areas to teach and monitor progress, and increase general awareness of 

what age appropriate social skills are and should be. 

Currently, few teachers of the visually impaired assess the social skill needs of 

their students using a standardized tool. Due to the importance of good social skills and 

the implications of positive life outcomes of students with visual impairments, a 

standardized assessment will allow the field to track social skill progress. The Social 

Skills Rating System included 18 students who had multiple handicaps, were mentally 

retarded, hearing impaired, or visually impaired out of over 4,000 students used during 

the standardization of the tool (Gresham & Elliott, 1990). This study will focus solely on 

the use of the SSRS within a population of students with visual impairments. The 

identification of a reliable and valid social skills assessment tool for use with elementary 

and secondary age students will enhance the ability of the TVI to identify both the social 

skills abilities and needs of students with visual impairments. As a result teachers will be 

able to obtain an objective assessment of students' social skills in order to address any 

areas of need. 

Definition of Terms 

The following terms are essential to this study and are used frequently in the 

document. 

General Education. General Education students are students attending public 

schools who have unimpaired vision. 
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Individualized Education Plan (lEP). The lEP is a document that every special 

education student legally must have in order to document learning goals and objectives 

for the year. 

Individualized Education Plamiing (lEP) Team. The lEP team must consist of the 

general education teacher, parent, administrator, and special education 

teacher/therapist/teacher of the visually impaired/other. The student is encouraged to 

participate as a member of the lEP team. 

Multiple Disabilities (MD) means learning and developmental problems resulting 

from multiple disabilities as determined by evaluation pursuant to section 15-766 that 

carmot be provided for adequately in a program designed to meet the needs of children 

with less complex disabilities. Multiple disabilities include any of the following 

conditions that require the provision of special education and related services: 

(a) Two or more of the following conditions: 

(i) Hearing impairment. 

(ii) Orthopedic impairment. 

(iii) Moderate mental retardation. 

(iv) Visual impairment. 

(b) A child with a disability listed in subdivision (a) of this paragraph existing 

concurrently with a condition of mild mental retardation, emotional disability or specific 

learning disability (Arizona Revised Statutes, 2003). 
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Multiple Disabilities with Severe Sensory Impaimient ( MDSSI) means multiple 

disabilities that includc at least one of the following; 

(a) Severe visual impairment or severe hearing impairment in combination with another 

severe disability. 

(b) Severe visual impairment and severe hearing impaimient (Arizona Revised Statutes). 

Service Provisions from a Teacher of the Visually Impaired. 1) ASDB campus 

program (residential/day); 2) Itinerant Level 1; Up to 1.5 hours/week of service; 3) 

Itinerant Level II: More than 1.5 and up to 3 hours/week of service; 4) Resource Level 

III: More than 3 up to 5 hours of service/week; 5) Resource Level IV: More than 5 hours 

and up to 10 hours of service/week; Resource V: More than 10 hours/week of service; 

6)Consult Indirect: Up to Ihr/visit of service per month-no equipment provided or 

Consult Direct; 1-2 hours/visit of service per month-no equipment provided. 

Social Skills. Social skills are defined as a set of abilities that include 

interpersonal behavior, self-related behaviors, academic-related skills, assertion, peer 

acceptance, and communication skills ( Elksnin, L. K. & Elksnin, N., 1995). The authors 

of the Social Skills Rating System expand upon this definition of social skills as 

". ..socially acceptable learned behaviors that enable a person to interact effectively with 

others and to avoid socially unacceptable responses'' (Gresham & Elliott, p. 1, 1990). 

The Social Skills Rating System ( SSRS). The SSRS consists of a three self-report 

rating scales that include the following questionnaires for the student, (SSRS-S), teacher 

(SSRS-T) and the parent (SSRS-P) (Gresham & Elliott, 1990). There are three grade 
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levels, preschool, elementary and secondary school. This study used the elementary and 

secondary grade level forms. Each questionnaire includes scaled categories such as 

social skills, problem behaviors, and academic competence. The teacher form includes 

all three scales, the parent form social skills and problem behaviors and the student form 

social skills. These scales have the following subscales; 

The five Subscales of the Social Skills Scale and their definitions are as follows. 

The Cooperation Subscale [included in the teacher, parent and student form] 

includes behaviors such as helping others, sharing materials, and complying with 

rules and directions. The Assertion Subscale [included on the teacher, parent and 

student form] includes initiating behaviors, such as asking others for information, 

introducing oneself, and responding to the actions of others. The Responsibility 

Subscale [included on the parent form] includes behaviors that demonstrate ability 

to communicate with adults and regard to property or work. The Empathy 

Subscale [included on the student form] includes behaviors that show concern and 

respect for others' feelings and viewpoints. Finally, the Self-Control Subscale 

[included on the teacher, parent and student form] includes behaviors that emerge 

in conflict situations, such as responding appropriately to teasing, and in 

noncontlict situations that require taking turns and compromising (Gresham & 

Elliott. 1990. p. 2). 

The Problem Behaviors domain includes [three] subdomains.. .which might 

interfere with social skills performance... Externalizing Problems are 

inappropriate behaviors involving verbal or physical aggression toward others. 



30 

poor control of temper, and arguing. Internalizing Problems are behaviors 

indicating anxiety, sadness, loneliness, and poor self-esteem. Hyperactivity 

behaviors are those involving excessive movement, fidgeting, and impulsive 

reactions. Hyperactivity is measured only at the elementary level (Gresham & 

Elliott, p.4). 

The Academic Competence domain [included on the teacher forms] concerns 

student academic flinctioning. ...This domain includes items measuring reading 

and mathematics performance, motivation, parental support and general cognitive 

functioning (Gresham & Elliott, p.4). 

Students who are Visually Impaired "Visual impairment" means a loss in visual 

acuity or a loss of visual field, as determined by evaluation pursuant to section 15-766, 

that interferes with the child's performance in the educational environment and that 

requires the provision of special education and related services (Arizona Revised 

Statutes). 

Assumptions 

This study assumes that the assessment of social skills is a reliable method to 

identify the strengths and needs of students with visual impairments. Furthermore, SSRS 

student self-report, teacher and parent checklists are reliable methods of determining the 

level of social skills. The use of a standardized multi-rater social skill assessment is 

useful for both the sighted students and students with visual impairments. The social 

skills of students with visual impairments should be assessed and addressed as needed 

throughout their development through secondary school. 
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Conclusion 

In conclusion, the importance of acquiring social skills is clearly based on the 

relationships to academic competence, friendships, gaining and retaining employment. 

Social skills are learned through visual modeling and cues. Lack of access to this 

learning channel places children with visual impairments at an immediate disadvantage. 

The literature in the field of visual impairments has documented that children with visual 

impaimients are behind socially. At this point there is not an appropriate assessment tool 

to measure social skills in children with visual impairments. It is important to identify a 

comprehensive standardized social skills assessment to include all appropriate social 

skills as well as enable educators to establish baselines and compare functioning to same 

age sighted peers. The problem, purpose and rationale have been described in this 

chapter and an expansion on the literature will be made in the next chapter. 
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CHAPTER 2 

LITERATURE REVIEW 

Introduction 

Obtaining effective social skills paves the foundation for success both personally 

and professionally. Social skills have been linked to academic achievement, personal 

relationships, and maintaining employment. Children with visual impairments do not 

develop social skills in the same way as sighted peers. Because academic achievement, 

friendships and employment are all desirable outcomes for children with visual 

impairments it is important to identify if social skills are an area of need tlirough 

assessment. 

A review of the literature regarding social skills and social skill assessment is 

presented next. Several sections are included in this chapter. These sections include the 

link between social skill attainment and life success, types of social skills different in 

children with visual impairments, data reflecting interventions and approaches to social 

skills in children with visual impairments, the need for a social skills instrument and 

consistency, and a review of the social skills rating system. Both research from the field 

of visual impairments and outside the field is included within this chapter. 

Link between Social Skills and Life Success 

Research interest in the social skills of children began to emerge during the 1970's. 

Hartrup (1978) found "that peer relationships of children contribute significantly to social 

competencies and to adjustment of children in adulthood'' (as cited in Matson, Heinze. 

Helsei, Kapperman & Rotatori, 1986, p.78). During the 1980's a plethora of research 
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emerged on the social skills of children. The relationship between positive life outcomes 

and the attainment of social skills in children is cited minimally in the research. Most 

empirical research focuses on the negative consequenccs of the lack of effecti ve social 

skill attainment and the resulting outcomes. Research has found a relationship between 

children who lack social skills and poor academic achievement (Bursuch & Asher. 1986; 

C'oie & Krehbiel, 1984; Elksnin & Elksnin, 1995; Gresham, 1981; Hoge & Luce, 1979; 

Hughes & Sullivan, 1988; Kohn, 1977; Krehbiel, 1983 as cited in Matson, Heinze, 

Helsel, Kapperman & Rotatori 1986), social isolation and unpopularity (Asher, & Hymel, 

1981; Asher, Oden & Gottman, 1977; Coie & Dodge, 1983; Elksnin & Elksnin, 1995; 

Hartup, Glazer & Charlesworth, 1967; Maag, J. W., Vasa, S. F., Reid, R. & Torrey, G. K. 

1995; Matson & Ollendick, 1988), and unemployment, (Elknin & Elksnin, 1995; Ford. 

Dineen, & Hall, 1984; Greenspan & Schoultz, 1981; Hasazi, Gordon, & Roe, 1985; 

Mellard & Hazel, 1992; Minskoff, Hawks, Steidle, & Hoffman, 1989; Montangue, 1988; 

Schalock, 1986; Schloss, 1987; Wagner, 1989). Research focused on the problems 

associated with lack of social skill sheds light on their importance in helping children 

achieving positive life outcomes. 

Intuitively it should follow that obtaining adequate social skills should translate into 

positive life outcomes such as academic achievement, friendships, popularity, marriage, 

employment and good mental health. Sacks & Silberman (2000) stated in their study on 

social skills that "Effective social skills are crucial for progressing in school, being 

integrated into society, and finding and maintaining employment" (p. 616). Although the 

majority of research on social skills focuses on problem behavior, it is also important to 



34 

address the positive life outcomes that could result with attainment of adequate social 

skills. Quay (1986) conducted a metaanalysis using 61 studies to identify empirically 

based clusters of highly intercorrclated problem behaviors. Five dimensions associated 

with social skills were identified using factor analysis (Quay). Quay's dimensions were 

later contrasted by Caldarella and Merrill (1997) who recreated a taxonomy of positive 

behaviors related to social skill attainment. This comparison can be seen in Table 1. 
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Table 1 

Contrast Between Characteristics of the Five Social Skills Dimensions and Opposing 
Problem Behavior Dimensions 

Legend for Chart; 
A - Social Skills Dimensions-Caldarella & Merrell 
B - Opposing Problem Behavior Dimension-Quay 

A B 
Peer Relations 

compliments others, offers help, invites 
others to interact, sought out by others, 
skills and leadership ability, empathy, has 
many friends, stands up for others, sense of 
humor 

Social hieptness (Quay) 

poor peer relations, likes to be alone, teased 
or 
picked on by peers, shyness, is ignored by 
peers 

Self Management 

controls temper, follows rules, 
compromises, accepts criticism, cooperates 
with others, well organized, ignores 
criticism and distraction 

Undersocialized Aggressive 

Conduct Disorder (Ouav) 

temper tantrums, negativity, bullying, 
impertinent, uncooperative, lazy, fidgety, 
impulsive, hyperactive 

Academic 

accomplishes tasks and assignments, 
carries out directions, acceptable work 
habits, uses free time appropriately 

Attention Deficit Disorder fOuav) 

passivity, fails to finish things, inattentive 
and distractible, clumsy or poor 
coordination, daydreaming 

Compliance 

follows directions/rules, uses time well, 
shares with others, responds appropriately 
to criticism, finishes tasks, keeps things 
clean, puts things away 

Oppositional Defiant Disorder fDSM-IV) 
argues, defies authority, annoys others, 
easily frustrated or irritated, blames others, 
vindictive, angry, resentful, loses temper 

Assertion 

initiates conversations, acknowledges 
compliments, invites others to interact, 
self-confident, makes friends, introduces 
self, expresses feelings, joins ongoing 
activities 

Schizoid-Unresponsivef Ouav) 

won't talk, shy, withdrawn, unresponsive, 
likes to be alone, secretive, stares blankly, 
confused, appears sad. lack of interest 

Caldarella, P. & Merrell, K. W. (pp. 14-15). 
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Although Quay's research was conducted to address psychological disorders of childhood 

it is important because it identifies key dimensions associated to social skill. Caldarella 

and Merrell's research has cited various determinants of positive social skill behaviors 

linked to life success in their adapted dimensions from Quay's research. Positive life 

outcomes could be filled with a myriad of positive behaviors, relationships, activities, and 

achievements. However, for the purpose of this review, life success categories will be 

limited to academics, interpersonal relationships, and employment. 

There is a plethora of empirical research supporting the relationship between 

academic achievement and social skills functioning (U.S. OSEP, 2002; Elksnin & 

Elksnin, 1995; Gresham & Elliott, 1990; Hughes & Sullivan, 1988; Bursuch & Asher, 

1986; Krehbiel, 1983 as cited in Matson, Heinze, Helsel, Kapperman & Rotatori, 1986; 

Coie & Krehbiel, 1984; Gresham, 1981; Hoge & Luce, 1979; Hughes & Sullivan, 1988; 

Kohn, 1977; Walker & Hops, 1976). Educators, families and employers would not argue 

that academic success is important for life success. Students who are more socially adept 

have developed the foundation for academic success in the classroom (Walker & Hops, 

1976). Further, poor social-behavioral skills correlate highly with children's low 

academic achievement, especially their reading ability (U.S. OSEP, 2002). Although 

researchers have not provided evidence of a causal relationship, studies have shown a 

significant relationship between social skills and academic achievement (Gresham & 

Elliott). Academic behaviors correlating to social skill ratings such as on-task behavior 

and correct responding have been cited in observational studies (Elliott, Gresham. 
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Freeman, & McCloskey, 1988; Walker, 1986). In addition to the importance of academic 

achievement, interpersonal relationships are also closely tied to positive life outcomes. 

Several authors have expanded upon the link between social skill and 

interpersonal success such as, popularity, friendships, and romantic relationships. 

Adequate social skill demonstrated a tendency toward interpersonal success and peer 

social acceptance (Asher & Taylor, 1981). Research on the predictors of social status 

conducted by Maag, Vasa, Ried and Torrey (1995) found that the mere presence of a 

handicapping condition was predictive of low social status. This finding was also 

supported by other research (Asher & Renshaw, 1981; Sabomie, 1987; Stone & La 

Greca, 1990). Popular students scored high in social skills and low in problem behaviors, 

rejected students scored low in social skills and high in problem behaviors, and average 

students fell somewhere in the middle (Maag et al, 1995). "Children need different social 

skills to establish and maintain friendships at different ages..." (Elksnin & Elksnin, 

1995). Children's social competence is frequently measured by the existence of friends 

and peer acceptance (Elksnin & Elksnin). Hartup (1978) associated the attainment of 

friendships as an indicator of social competence. Friendships enhance social skill by 

giving access to play groups and social interaction that foster experience with conflict 

and aggression management and serve emotional functions between friends (Asher & 

Renshaw, 1981; Hartup, 1993). In a study of dating and married couples Flora and 

Segrin (1999) found that social skills are positively associated with relationship 

satisfaction. 
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Employment is another marker of life success. Various researchers have cited that 

students with disabilities tend to be unemployed (Elksnin & Elksnin, 1995; Hasazi, 

Gordon, & Roe, 1985; Montague, 1988; Pacer Center, 2001; Peraino, 1992; Schalock, 

1986; Schloss, 1987; Wagner, 1989). Evidence suggests that deficient social skills are a 

primary cause for unemployment (Ford, Dineen, & Hall, 1984; Gable, 1984; Greenspan 

& Shoutz, 1981; Minskoff, Hawks, Steidle, & Hoffman, 1989; Okolo & Sitlington, 

1986). Social skills are linked to employability skills in various genres of the literature 

on employment (Binkley, 1997; Camevale, Gainer & Meltzer, 1988; DeMario, 1992; 

Elksnin & Elksnin, 1995; Elrod, 1987; Kerka, 1990; Montague, 1988; Overtoom, 2000; 

Pacer Center, 2001; Sacks & Silberman, 2000; Saterfiel & McLarty, 1995; SCANS, 

2001; US Dept. of Labor, 1995). Employability skills are defined as: 

.. .transferable core skill groups that represent essential functional and enabling 

knowledge, skills, and attitudes required by the 21^* century workplace. They are 

necessary for career success at all levels of employment and for all levels of 

education (Overtoom, p. 2). 

In 1988 Camevale, Gainer and Meltzer developed the seven skill groups based on what 

employers want in new employees. During 1990-1991 the Secretary's Commission on 

Achieving Necessary Skills (SCANS) defined critical skills individuals need to gain 

employment and life success (SCANS 2000, 2004). SCANS organized the skills into 17 

foundation skills which are separated into basic skills, thinking skills and personal skills. 

These skills are listed in Table 2 along with the social skill equivalents from Caldarella 



and Merrell's taxonomy of positive social behaviors. Embedded within each 

employability skill are endless possible links to social skills from the literature. 
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Table 2 

Employabilitv and Social Skills 

7 Skill Groups Employers Want Foundations skills Social Skills 
Camevale et al SCANS 2000 Caldarella & 
Merrell 
Learning to Learn F11 Knowing How to 

Learn 

Academic 

Compliance 

Self-Management 

3 R's (Reading, Writing, 

Computation) 

F1 Reading 

F2 Writing 

F3 Arithmetic 

F4 Mathematics 
' 

Academic 

Communication: Listening and Oral 

Communication 

F5 Listening 

F6 Speaking 

Peer Relations 

Assertion 

Creative Thinking/Problem Solving F7 Creative Thinking 

F8 Decision Making 

F9 Problem Solving ' 

FIO Seeing things in 

the Minds Eye 

F12 Reasoning 

Self-Management 

Self-Esteem/Goal Setting-

Motivation/Personal and Career 

Development 

F14 Self Esteem 

F16 Self-Management 

Assertion 

Interpersonal/Negotiati on/Teamwork F15 Sociability Peer Relations 

S elf-Management 

Compliance 

Organization 

Effectiveness,'Leadership 

F13 Responsibility 

F17 Integrity/Honesty 

Peer Relations 

Self-Management 

Assertion 

(Adapted from Caldarella & Merrell; Camevale et al, p. 3; SCANS 2000) 
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In addition, see Elksnin and Elknin, (1995) for another comprehensive list of job-related 

social skills based on various literature in their book "Job Related Social Skills 

Instruction of Adolescents with Mild Mental Retardation." Elrod (1987) conducted a 

study to rank the 10 most frequently identified pre-requisite academic and social skills 

related to vocational preparation in schools. Montague (1988) conducted a study of job 

related social skills. Training in such skills is cited as essential to any educational 

programming of students with disabilities (Montague). There is ample evidence that 

children with disabilities have difficulties with social skills that in turn could lead to the 

failure to attain life success. 

Social Skills Differences in Students who are Visually Impaired 

Students with visual impairments have specific needs when it comes to social 

skills because they face sensory obstacles in developing social skills. "Students who are 

blind or visually impaired do not have ready access to visual models on which to base the 

development of social ski}ls"(Sacks & Silberman, 2000, p. 616). The brain is estimated to 

receive 85% of all information from the visual sense (Hill & Blasch, 1980; Telford & 

Sawrey, 1977). Because students/children are unable to learn various behaviors 

incidentally through visual modeling, they often lack social skills (Erin, Dignan, & 

Brown, 1991; Harrell & Strauss, 1986; Sacks, Kekelis & Gaylord-Ross, 1991; Sacks & 

Silberman, 2000;). Skills such as, nonverbal communication, appropriate self-

stimulation, assertion and self advocacy may not be learned incidentally. 

Many studies have found children with visual impairments lack various social 

interaction skills. For example, studies have identified isolative behavior from sighted 
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peers, poor daily living skills, poor interpersonal communication skills, mannerisms, 

more passive versus active recreation and leisure activities, fewer best friend or any 

"true" friends, lowered expectations, low self-esteem, low self-concept, lack of 

understanding of their own visual impairment, dependence on others/adults, poor travel 

skills, limited vocational experiences, high rate of unemployment (Everhart, Luzader & 

Tullos, 1980; Harrell & Strauss, 1986; Rickelman & Blaylock, 1983; Hoben & 

Lindstrom, 1980; MacCuspie, 1996; Sacks & Com, 1996; Sacks, Kekelis & Gaylord-

Ross, 1992; Sacks & Pruett, 1992; Sacks & Silbennan, 2000; Sacks & Wolffe, 1996; 

Sacks & Wolffe, 1998; Sachs, Wolffe & Tiemey, 1998;). The reason for this lack of 

social interaction skills can be understood through Bandura's (1976) Social Learning 

Theory. Social Learning Theories main premise is that modeling using the sensory 

channel of vision as the primary source of information and learning. Children with visual 

impairments have limited or no access to incidental learning opportunities via their visual 

sense. The process model is another theory cited in social skills literature as a method for 

learning social skills that closely matches the philosophy of social learning theory. 

Process theory expands the use of visual modeling and motor mimicry through the 

use of tactile, kinesthetic, auditory channels for learning through experiences (Sacks, 

Kekelis & Gaylord-Ross. 1992). Nonverbal communication is a crucial social skill. 

Gestures, facial expressions, touch, spatial proximity, body orientation, and eye contact 

are some of these skills necessary for daily social interaction. Sacks, Kekelis, and 

Gaylord-Ross (1992) discuss theories of social skill. The process model is relevant to 

nonverbal skills because it deals with specific behaviors that are contingent on rules 
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(Sacks et al). Social rules apply to many individual or interactional behaviors. For 

example, during a greeting peers/friends might make eye contact, wave (gesture), smile 

(facial expression), shake hands/hug (touch), and stand facing each other to begin 

interacting. Children with visual impairments need to be taught these skills in order to 

implement them durmg interactions (Johnson, 1986). 

Visually impaired students often engage in self-stimulation behavior referred to as 

"mannerisms"' or "stereotypic behaviors" (Jolmson, 1986; Miller & Miller, 1976; Pruett, 

2002; Warren, 1994). All individuals including those who are visually impaired engage 

in self stimulatory behavior when bored or under stress (Johnson). Typical 

"mannerisms" exhibited by students who are visually impaired are eye poking, rocking, 

light gazing, finger flicking/waving, arm flapping, head turning, and swaying (Johnson, 

1986; Miller & Miller, 1976; Pruett, 2002; Warren, 1994). Students need to be taught 

alternatives to these socially unacceptable behaviors because incidental learning is not an 

option. 

Another behavior of concern is the lack of assertion skills in students who are 

visually impaired. Several authors have cited the passive behavior and social isolation of 

students with visual impairments in school social/recreational settings (Everhart, Luzader 

& Tullos, 1980; Harrell & Strauss, 1986; MacCuspie, 1996; MacCuspie, 1991; 

Rickelman & Blaylock, 1983; Sacks & Wolffe, 1998; Wolffe & Sacks, 1997). Students 

with visual impairments do not initiate interactions with peers with the same frequency as 

their sighted peers (Hoben & Lindstrom, 1980; MacCuspie. 1991; MacCuspie, 1996; 

McGaha & Ferrin, 2001; Wolffe & Sacks, 1997). Assertion may also be affected by 
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cultural norms. For example, not asking di rect questions of authority figures and using 

third person communication are valued cultural behaviors for some American Indian 

cultures (Topor, 2001). In addition, Hispanic cultures often value Simpatia or the 

importance of positive face to face social interactions to avoid conflict (Milian & Correa, 

2001). Assertion is crucial for social interaction; however, it is also important as a tool 

for self advocacy and independence. 

Vancil (1997) tested a curriculum designed for the transition of students with 

visual impairments from high school to college. The curriculum included assertion and 

social skills. Assertion and self advocacy skills are relevant for a college student who is 

meeting a professor for the first time and needs to communicate the needs for success in 

the class (Vancil). Students raised questions about how to meet people in class and 

establish a rapport, how to communicate with their peers about handouts so they could 

label them in braille, how to conduct off campus observations, how to ask for a ride to the 

off campus class destination, and how to become active in the campus social life 

(Vancil). All of these questions are important to both academic and personal success at 

school and demonstrate the need for social skills assessment and intervention for positive 

life success. 

Research on the social skills of students with visual impairments reflects a distinct 

need for the identification of need areas and instruction of social skills. The importance 

of learning and obtaining social skills is demonstrated in both Sacks and Wolffe (1998) 

and MacCuspic (1996). Sacks and Wolffe conducted a quahtative research study. The 

methodology includes case study methods used on a sample of three secondary students 
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in the state of Cahfomia. They used semi-structured interviews in order to gain both 

breadth and depth of understanding of their topic. The findings reflected three different 

scenarios that included both positive social skills learning experiences and the lack of 

social skills. One student exhibited strong independent traveling skills, career 

knowledge, motivation to find work, a desire for independence, and many appropriate 

social skills. One of these subject's experiences included a job interview. He phoned in 

regards to a landscaping job and was positively received on the other end of the phone. 

When he arrived in person the interviewer stammered and stated that the student was not 

right for the job, and that it was too dangerous. He apologized and gave him $20.00. The 

student was disappointed, took the money and returned home. After discussion with his 

family he returned the "pity/guilt" money with a letter. His parents were quite 

enthusiastic and realistic with their expectations for their son to develop his social skills 

and gainful employment. 

Another student in the study had a much different story to tell. She had much 

weaker travel skills and her parents did not encourage or allow her to travel in the city 

independently. She engaged in much more passive acts of recreation and leisure such as, 

watching television, talking on the phone (typically to boys from school), and sleeping. 

She spent by far the most time sleeping of all the students. She had poor social skills and 

was dependent on her family. Her family did not value or encourage their daughter's 

independence. This is a direct contrast with the former case. 

This study includes insightful information about learned social skills, but it also 

has limitations. The nature of case study methodology inhibits the generalizability of 
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findings to the population of adolescents with visual impairments. This lack of 

generalizability is due to both a small sample size and detail specific to only three 

adolescents. Another limitation is the exclusion of any formal social skills assessment. 

The data would have provided a baseline in which to compare the three subjects as well 

as compare and contrast their real life behaviors. The researcher painted a rich picture of 

their lives today, what their social and vocational strengths and weakness are, the effects 

of family, and an understanding of their self-concept. The study would have been further 

strengthened by the inclusion of detailed history of their visual impairment, type of early 

intervention, and their school experiences with social skills training. 

MacCuspie (1996) conducted a qualitative study of students with visual 

impairments who were included in general education classrooms to examine pupil culture 

and its implications for social integration. She used the methodology of observation, 

field notes, semi-structured interviews and triangulation for validity and reliability 

between coders. The results provided a rich understanding of students with visual 

impairments day-to-day lives in public school settings. Prior to her data collection she 

posited some propositions related to the social, academic and behavioral interactions 

within the general education classroom and peers. Unfortunately, her propositions 

resulted in opposing findings. Results indicated that children with visual impairments 

integrated into general education classrooms spent more time alone than their sighted 

peers, initiated fewer interactions, waited to be approached, often played with whomever 

was available rather than seeking out playmates, and were in close proximity to the 

teacher as compared to their sighted peers. As students defined what a best friend was, 
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the child with a visual impairment described them as someone who offers help and 

doesn't beat them up, and sighted peers stated it was someone to have fun with. 

hi addition, she found that expectations and teacher and principal behaviors were 

negative. The schools cultural norms/rules were broken in the case of dealing with 

students who were visually impaired. For example, the teacher asked other peers to play 

with the student who was visually impaired and made exceptions in academic areas, and 

the principal never addressed the student with realistic feedback about their mannerisms 

or visual impairment. The teachers and administrators at the schools did not perceive that 

this behavior was wrong (MacCuspie, 1996). This further asserts the negative 

stereotypes and normed beliefs adults hold about visual impairment. These norms and 

behaviors are passed on to the next generation of children who again fear, pity or avoid 

the children with visual impairments instead of embracing them and realizing that there 

are few differences between sighted and visually impaired children. 

Interventions and Approaches to Social Skills in the Field of Visual hnpairments 

The seminal study by Hoben and Lindstrom (1980) cited evidence of isolation of 

children with visual impairments in the mainstream. This study sparked interest of 

professionals in visual impairment in the study of social skills and curriculum 

development. The isolation cited by this research indicated that gaining access to the 

general education classroom and letting nature take its course was not working. This 

research provided the first objective evidence of social skill using a time-sampling 

method for data collection of the visually impaired student and two classmates. The 

sample consisted of a random sample of 22 visually impaired students attending a general 
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education classroom in a public school district. Hobcn and Lindstrom reported that close 

to half of the visually impaired students had had fewer than 10 interactions versus the 

nonhandicapped peers. Further data found that eight students with visual impairments 

had zero attempts to initiate an interaction compared to none of the nonhandicapped 

students. A teacher questionnaire was also used to identi fy differences between the 

visually impaired group and the nonhandicapped group. Data reflects that students with 

visual impairments had less peer interactions, made less attempts to initiate peer 

interactions, and that the majority of students spent free time alone (Hoben & Lindstrom). 

The data demonstrated to the field that students were not picking up social skills as a 

result of being included in the general education classroom and that social skills needed 

to be addressed directly. 

MacCuspie (1996) followed this study up by conducting a qualitative study that 

examined the current status of children with visual impairments placed in general 

education settings. MacCuspie found that students were spending the majority of free 

time alone, did not initiate peer interactions, had more passive behaviors, and did not 

appear to have classroom friendships. The study reasserts Hoben and Lindstrom's 

findings and the crucial need for assessment and direct instruction of social skills for 

children with visual impairments. 

The literature has many articles on social skills curriculums, some on the 

assessment of social skills, and much fewer research articles on social skill assessment 

with students who are visually impaired. Two categories of social skills assessment have 

been used in the sparse empirical research on children and adolescents who are visually 



49 

impaired. One type of social skills assessment was developed by Van Hasselt, Simon & 

Mastanuono (1982) specifically for adolescents who were visually impaired. The 

assessment is conducted through observation in a laboratory-manipulated role-play using 

the adolescent and two confederates to facilitate the scenario. A behavioral analytic 

model (BAM) was used to develop these role-play scenarios based on real world 

interpersonal communication situations of adolescents with visual impairments (Van 

Hasselt, Kazdin, Hersen, Simon & Mastantuano 1985; Van Hasselt, Hersen, Moor & 

Simon 1986, Van Hasselt, Hersen, Kazdin, Simon & Mastanuono, 1983). The authors of 

the BAM role-play assessment identified test-retest and external validity problems with 

their measure that rendered any research findings inconclusive. 

The second type of assessment is social skills rating scales. The Matson 

Evaluation of Social Skills with Youngsters (MESSY) and the Social Skill Rating System 

(SSRS) are both norm-referenced measures standardized on a representative sample of 

sighted children with behavior problems. Matson, Heinze, Helsel, Kapperman, and 

Rotatori (1986) conducted three experiments to confirm the reliability and validity of the 

use of the MESSY assessment within the visually impaired population. Sharma, Sigafoos 

and Carroll (2000) conducted a study in India to test the use of the MESSY with students 

who are visual impaired after translation into Hindi. Buhxow, Hartshome and Bradley-

Johnson (1998) conducted a study to validate the use of the SSRS with children who arc 

blind. Both the MESSY and the SSRS studies conclude that each rating scale is 

appropriate for measuring the social skill competence of the visually impaired. The 

Social Skills Assessment Tool for Visually Impaired (SSAT-VI) was designed in concert 
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with the Santa Clara Social Skills Curriculum, through the SCORE regionalization project 

especially for use with students with visual impairments (McCallum & Sacks, 1994). 

This rating scale is not norm-referenced or part of an empirical study so no data is 

available. 

Need for Instrument Consistency 

Several techniques have been used to assess the social skills needs of students 

with visual impairments and a consistent method needs to be identified. It is important to 

use a standardized objective tool that is capable of an unbiased measurement of social 

skills. Observation and teacher made checklists do not provide objective data or 

developmental comparisons of same aged peers for use during educational planning. 

Students' needs could be objectively identified and targeted during the year with 

interventions via a social skills curriculum implemented by the individualized education 

planning team. This data would identify need areas for individualized education planning 

goals and objectives. A standardized social skills assessment would provide consistent 

scores enhancing the accountability for the students' progress. Assessment data could 

then be used for accurate social skills intervention and curriculum planning. The twenty-

fourth annual report to congress included social skill data in which the Social Skills 

Rating System (SSRS) was used (USDOE, 2002). The SSRS is also cited as the most 

comprehensive standardized social skills assessment tool by scholars in the field of visual 

impairment (Sachs & Silberman, 2000; Wolffe & Sachs, 1996). 
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Social Skills Rating System Review 

The Social Skills Rating System was developed based on the initial validation of 

the Tcacher Rating of Social Skills-Children (TROSS-C) (F. Gresham, personal 

communication, January 10, 2003). Items selected for the TROSS-C were selected from 

three sources. Items based on existing social skills rating scales such as, the Social 

Behavior Assessment (SBA), Skillstreaming and Adolescent Checklist, and the Walker 

Social Skills Cumculum Rating Scale was used (Clark, Gresham and Elliot, 1985). 

Other items were drawn from empirically-based social skills training studies. Social 

behaviors such as, social participation, cooperation, communication, and support deemed 

predictors of peer acceptance and socialization were selected from several studies (Clark 

et al). Finally, empirical social skills assessment literature that has high correlations 

between social behaviors and sociometric status were used to pull more items (Clark et 

al). 

Validation of the TROSS-C consisted of factor analysis of the initial 93 items 

selected and validity analysis. The study used 194 subjects randomly selected from 

general education grades kindergarten through sixth (Clark et al, 1985). The ninety-three 

items were initially selected and were reduced to fifty-two using factor analysis of 

academic performance, social initiation, cooperation, and peer reinforcement (Clark et 

al). Concurrent validity was measured by correlating tlie TROSS-C with the Walker 

Problem Behavior Identification Checklist (WPBIC) and the five-item Tcacher Rating 

Scale of Academic Performance (TRAP). Previous data indicated the WPBIC to possess 
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high internal consistency and test-retest reliabilities and the TRAP as a reliable and 

criterion-valid measure of children's academic performance (Clark et al). 

Summary 

The abundance of social skills assessments and training articles that emerged in 

the 1980's for students with disabilities or who have behavior problems sparked the 

interest in social skills. Even though the literature states that students with visual 

impairments need to learn the same social skills as their sighted peers, non-standardized 

subjective assessment tools are still being used today in the field on visual impairment. 

While all children need similar skills to succeed, valid special education social skills 

assessment tools are a gap in the visual impairment literature that needs attention. 

Students with visual impairments cannot develop social skills through incidental means 

and therefore may require direct instruction. As the federal governments continues the 

reauthorization of IDEA and shared accountability is held by both special and general 

educators, it is important that teachers of the visually impaired have a social skills 

evaluation tool that is appropriate for use with students with visual impairments. 
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CHAPTER 3 

METHODOLOGY 

This study investigated the use of the Social Skills Rating System (SSRS) as a 

social skills assessment tool for use with students who are visually impaired. The 

methods were designed to measure the reliability and validity of the SSRS and to identify 

any items significantly different than the national norms. The psychometric properties of 

the SSRS will be explored using test-retest reliability, interrater reliability, internal 

consistency, construct validity and item analysis. This chapter contains six sections; 

research design., sample, instrumentation, data collection, data analysis, and summary. 

Research Design 

The study is a survey design to examine the psychometric properties of the Social 

Skills Rating System (SSRS) and identify any items that are significantly different from 

national norms. Multivariate data of students in grades three through twelve will be 

statistically examined from the 2001- 2002 and 2002-2003 school years using 

quantitative methods. The group variables included the students' mean scores on the 

SSRS in 2002 and 2003, the teachers' mean scores from 2002 and 2003 and the parents' 

mean scores from 2003. In addition, the original SSRS reliability and validity 

coefficients from the national norm sample and the 2002 and 2003 ASDB group scores 

on the SSRS will be examined. 

Participants 

The study participants in the spring of 2002 consisted of 53 students who were 

visually impaired and 63 teachers of the visually impaired, in the spring of 2003 study 
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participants consisted of 128 students who were visually impaired, 149 teachers of the 

visually impaired, and 64 parent(s) or guardians of some students. Student and teacher 

consent was given through the state agency providing the services to the individual 

students in the sample. Parent consent for participation was voluntary and was sent 

directly to the parents by the researcher. 

The students who were visually impaired included both male and female students 

who ranged from grade 3 to grade 12. The student sample reflects the various ethnicities, 

including, Black, Hispanic, American Indian, White, and Asian/Pacific Islander. The 

type of visual impairment varied across students who participated in this study. 

Participating students were classified as a visual impairment (VI), multiple disabilities 

(MD) or multiple disability severe sensory impairment (MDSSI) on the Individualized 

Education Plan (lEP). Participants included all students who received their primary 

services from the Arizona State School for the Deaf and Blind (ASDB) on the main 

campus or within the five regional cooperatives. The selection criteria were set by the 

state accountability coordinators at ASDB. Students included in the study met the 

following criteria: they were visually impaired, received special education services from 

a teacher of the visually impaired through the ASDB state cooperatives or attended the 

ASDB residential school program. Services of the teacher of the visually impaired 

include a range from over ten hours/week to a one hour consultation once a month. 

Complete definitions of service provisions for ASDB are in the definition section of 

chapter one. 
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Instrumentation 

The student, teacher and parent forms of Gresham and Elliott's (1990) Social 

Skills Rating System (SSRS) were the primary measure of social skills in this study. The 

. .SSRS provides a broad, multirater assessment of student social behaviors that can 

affect teacher-student relations, peer acceptance, and academic performance" (Gresham 

& Elliott, p. 1). The SSRS was chosen for use in this study because the literature in the 

field of visual impairment recommends it as the most comprehensive of all the 

standardized social skill measures (Wolffe & Sacks, 1996). Unlike the customized social 

skills checklists available in the field, the SSRS has been validated as a standardized, 

norm-referenced scale using the general population and pertains to developmentally 

appropriate behaviors for elementary and secondary age level groups. The SSRS has a 

student, parent and teacher form that may be used together or separately. For this study 

the forms are used together to enable multirater comparisons. The elementary form 

covers grades K through 6th and the secondary form covers grades 7 through 12. The 

SSRS includes a preschool form that is not part of this study and data was only examined 

from grades 3 through 6 for the elementary level. Reading ability under grade three 

limits the ability for student self ratings so grade three and above were included in this 

study. The SSRS documents the frequency of behaviors and the perceived importance of 

the behavior (Gresham & Elliott). Please see Table 3 for a description of each of the 

SSRS forms. 



Table 3 

Characteristics of the Social Skills Rating System (SSRS ) 
Test Items Level Domains Response Format 

3 scales: Social skills: 3-Dt. 
Social skills Likert-type scale 
Problem behaviors based on frequency 
Academic competence and importance of 
3 social skills siibscales: behavior 
Cooperation Problem behavior: 
Assertion 3 pt. Likert-type 
Self Control scale based on 
3 problem behavior frequency of 
subscales: behavior 
Internalizing Academic 
Externalizing competence: 5 pt. 
Hyperactivity (elementary Likert type scale 
only) based on percentage 

clusters 

1 scale: Social skills: 3-pt. 
Social skills Likert-type scale 
3 social skills subscales: based on frequency 
Cooperation of behavior 
Assertion (Importance ratings 
Empathy are obtained only 
Self Control on the secondary 

form) 

2 scales: Social skills: 3-pt. 
Social skills Likert-type scale 
Problem behaviors based on frequency 
4 social skills subscales: and importance of 
Cooperation behavior 
Assertion Problem behavior: 
Responsibility 3 pt. Likert-type 
Self Control scale based on 
3 problem behavior frequency of 
subscales: behavior 
Internalizing 
Externalizing 
Hyperactivity (elementary 
only) 
-652, 1995) 

SSRS-T 57 
51 

Elementary 
Secondary 

SSRS-S 34 
39 

Elementary 
Secondary 

SSRS-P 55 
52 

Elementary 
Secondary 

(Adapted: 
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The SSRS was standardized on a national sample of 4,170 students, 1,027 parents 

and 259 teachers (Gresham & Elliott, 1990). The standardization sample consisted 

mainly of children without disabilities and some with disabilities attending both special 

education classrooms and inclusive general education classrooms. The teacher 

standardization sample consisted of both special and general educators working in public 

schools. Other factors included children from various grade levels, etliic backgrounds, 

geographic locations and both male and female students (Gresham & Elliott). 

In addition to the parent SSRS form parents were sent a short questionnaire 

consisting of five social skills questions with their SSRS rating packets. The purpose of 

these additional questions enabled the researcher to make comparisons regarding the 

constmct validity of the SSRS scale. These questions were formulated usmg the most 

common social skills dimensions used in the literature, peer relations, self-management, 

academic, compliance, and assertion (Merrell & Gimpel, 1998). The questions were 

rated using a 5 point Likert type scale, where 1 is strongly agree, 2 is agree, 3 is neutral, 4 

is disagree, 5 is strongly disagree. The items are as follows, 1) My child participates in 

social activities in school, 2) My child is able to manage him/herself during both positive 

and negative social interactions with peers, 3) My child is responsible at school and is 

doing well academically, 4) My child is able to work with others cooperatively, 5) My 

child initiates social contact with peers. See Appendix A for the 5-item Social Skills 

questionnaire form. 
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Data Collection 

Student and teacher forms of the SSRS were mailed to the itinerant teachers of the 

visually impaired working in five ASDB state cooperatives and distributed to the 

residential classroom teachers during the spring of 2002. The SSRS student and teacher 

forms were again distributed to itinerant teachers and residential teachers in the spring of 

2003. Student SSRS forms consisted of regular print, large print and braille copies. 

Teachers were instructed to complete the teacher form and instruct their students to 

complete the student form and return the forms to ASDB main campus by the end of the 

school year. In the summer of 2003 a consent fomi, parent SSRS form and 5-item Social 

Skills questionnaire were mailed to parents' homes. The parent SSRS forms were sent in 

a hand addressed envelope using blue ink and patriotic stamps with a self addressed 

stamped envelope enclosed. The parent mailing envelopes were hand written in blue ink 

and 37 cent stamps were used to encourage a higher return rate (Dillman, 2000). Using 

the same parameters as the first mailing, a second parent mailing was sent 4 weeks after 

the first mailing to encourage parents to complete the SSRS scale and 5-item social skills 

questionnaire and return them to ASDB. 

For parents whose primary home language was on file at the school as Spanish or 

Navajo, translated materials were included in addition to the English forms. These 

languages were chosen because they had the highest frequency other than English in the 

school database. Permission, to use the translated forms of the SSRS was granted from 

the publisher, American Guidance Service. The Spanish packet consisted of a double 

sided consent letter with Spanish/English on either side, both the English and a Spanish 
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version of the SSRS form, and a double sided 5-item Social Skills questionnaire with 

Spanish and English on either side. Only the consent letter and 5-item Social Skills 

questionnaire were translated by a Spanish Translator hired through University of 

Arizona because the SSRS had a Spanish version available from one of the authors, 

Frank Gresham. 

The Navajo packets consisted of the English written materials of the packet, an 

audio cassette, a cassette player, and a modified consent letter that included directions for 

listening to cassette recording of the Navajo translation. All information in written form 

from the consent letter, SSRS form and 5-item Social Skills questionnaire were translated 

onto cassette tape by a Navajo Translator hired through Arizona State University's Native 

American Research Department. Some language in the SSRS form did not translate 

directly into Navajo and the translator had to express these terms as descriptive concepts 

with similar meanings. Navajo researchers and Navajo graduate students in the 

Language, Reading and C ulture Department at the University of Arizona recommended J 

include an audio translation instead of written text based on Navajo cultural preferences. 

All items were packed in an 8x8 square priority mail box and the address labels were 

handwritten in blue ink. Parents were instructed in the modified consent letter to keep all 

the materials if they chose. All versions of the consent letter are in Appendix B. 

Quantitative Data Analysis 

The demographic data was categorized based on the following variables; type of 

placement (public school or residential school), grade, sex, primary home language, 
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ethnicity, level of test taken, visual functioning, and the presence of any additional 

disabilities. The description of the student sample is included in the results section. 

Statistical analysis was completed using both spring 2002 and 2003 data with the 

statistical software SPSS 11.5. Some SSRS foims were returned incomplete, such as, a 

teacher/parent form with only one or two subscales completed. These forms were 

included in the analysis based on completion of at least one subscale, social skills, 

problem behaviors or academic achievement. Several data entry procedures were used to 

validate the items had been entered correctly. In order to reduce entry errors, SSRS items 

were hand entered by the researcher using a desktop PC that included a standard 

keyboard with a ten key. Excel 2002 was used to capture each item on the SSRS into a 

spreadsheet. The data validation function in Excel was used to specify the exact data that 

could be entered into a cell based on the SSRS and 5-item social skills questionnaire 

selection criteria (0-2 or 1-5). The Excel spreadsheets were then imported into SPSS for 

data analysis purposes. 

Several reliability computations were conducted to examine the SSRS groups. 

Pearson correlations were computed to measure construct stability between the 2002 and 

2003 SSRS scores for teacher and parent forms from the two groups. Means were 

computed for each subscale and total scale of the SSRS. Mean scores from the student-

teacher 2002 forms were correlated with mean scores on the student-teacher 2003 forms 

within the respective elementary and secondary groups. 

Interrater reliabilities between the 2003 student and teacher, the student and 

parent, and the teacher and parent were established using correlations. Each SSRS 
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subscale/scale mean score of the student form was correlated with the teacher form using 

scores from the 2002 and 2003 SSRS forms. Group correlations were calculated using 

the additional 2003 forms from the parent, student and teacher mean scores. 

The internal consistency of the SSRS was analyzed using group data from the 

2002 and 2003 elcmenlary SSRS forms and the 2002 and 2003 secondary forms. 

Coefficient alpha was used to compute internal consistency on the 2003 data from the 

Elementary student-teacher-parent forms, and the Secondary student-teacher-parent 

forms in each of the subscale categories. Coefficient alpha scores were obtained for the 

subscales of cooperation, assertion, responsibility, empathy, self-control and the total 

scale. This was repeated for academic competence and problem behaviors with the 

subscales of externalizing, internalizing, hyperactivity, and total scale. Then the groups 

were separated by sex and the reliability alphas were calculated between the Elementary 

and Secondary group scores. 

The construct validity of the two groups was computed using the parent SSRS 

score and the 5-item Social Skills questionnaire score as well as the standardized norm-

referenced group and the scores of students with visual impairments on the SSRS. To 

compute whether there was a significant difference between parent SSRS scores and 

parent questionnaire scores, a t-test with alpha set at .05 was used. The t-test with alpha 

set at .05 was used to detect a significant difference between the elementary and 

secondary mean scores of the standardized norm-referenced group and the students with 

visual impairments groups from 2003. In addition, comparisons were made between the 

three subscale groups, social skills, problem behaviors, and academic success. 
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SSRS items were analyzed in each group to identify whether there were 

significant differences between the visually impaired sample and the standardized 

national norms. An item analysis using item means and standard deviations from the 

2003 parent, teacher and student SSRS forms were used to detect any significant 

differences between the two groups. A t-test with alpha set at .05 was used to detect any 

significant differences between the norm-reference group and the visually impaired group 

scores. 

Summary 

The statistical methods used to examine the SSRS data were used to indicate 

whether the SSRS is a valid social skills assessment tool for use with students who are 

visually impaired. Furthermore, the data provided information on items in the SSRS that 

were significantly different than the national norm. 
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CHAPTER IV 

RESULTS 

The purpose of this study was to determine whether the SSRS is a valid 

assessment for students who are visually impaired, and to identify specific items that 

might not be appropriate to include in a version for students who are visually impaired. 

The purpose was analyzed using several research questions addressing both the reliability 

and validity of the SSRS as well as questions about individual items on the SSRS. Data 

are used from two age groups, elementary and secondary and were collected by the 

school over two years as well as the researcher in the second year. This section includes 

the study's sample demographics and the results of the statistical analysis of each of the 

research questions. 

Demographics 

Packets containing both teacher and student SSRS forms were distributed to 

teachers in five state cooperatives and the residential campus in the spring of 2002 and 

again in 2003. In 2002 124 SSRS teacher forms and 86 SSRS student forms were 

returned. Of these forms, 31 elementary teacher, 22 elementary student, 32 secondary 

teacher and 31 secondary studen t forms met the criteria of the study and were used for the 

analysis. In 2003, approximately 165 SSRS teacher forms, 134 SSRS student forms were 

returned. Of these forms, 66 elementai-y teacher, 58 elementary student, 83 secondary 

teacher and 68 secondary student SSRS forms met the criteria of the study and were used. 

A total of 222 parent SSRS forms and 5-item social skills questionnaires were sent in the 

first mailing and 81 were sent in the second mailing in 2003. Due to inaccuracies in the 
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school database the first mailing included an unknown number of surveys that were sent 

to children who did not qualify for this study. Prior to the second mailing the researcher 

completed a data validation to ensure that surveys were only sent to parents whose 

students qualified for the study. A total of 32 parent SSRS forms were returned address 

unknown with no updated information available from the school, 69 forms were returned 

representing a response rate of 36%. Of these forms, 24 elementary parent and 40 

secondary parent SSRS forms met the criteria of the study and were used during analysis. 

Several SSRS teacher and student forms from the 2002 and 2003 school years 

were returned incomplete with either missing data or the forms were completely blank. 

In some cases teachers did complete some or all of the teacher form items and had written 

that the student's language use/comprehension was too low to complete the student form. 

Some parent forms were returned with missing data and no forms were returned blank. 

Forms from teacher, student or parent were used if they had completed the entire 

questionnaire, one or more scales, or they had completed one or more subscales. For 

example, scales include social skills, problem behaviors, academic compctence and 

subscales include cooperation, assertion, self control, responsibility/empathy, 

internalizing, externalizing and hyperactivity. The researcher followed the guidelines for 

scoring incomplete questionnaires outlined by Gresham and Elliott (1990). If two or 

fewer items were missing from the Social Skills scale a response of 1 was entered in the 

How Often and How Important categories and the scale was scored as usual. If more 

than three items were missing, the scale or subscale was not used during analysis. For the 

Problem Behavior scale the same procedure was followed except that the missing data 
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could only be one missing item any more and the scale was not used. For the Academic 

Competence scale if four or fewer items were missing the scale responses were averaged 

and the average scale response was entered for the missing data. 

A description of the student sample is presented in various charts and graphs 

included in Figiires 1-4 and Table 4. Figure 1 describes student grades separated by sex. 

Grade 13 refers to children who are classified as non- graded or post graduate. Figure 2 

is a pie chart of student ethnicities. Figure 3 indicates the student samples functional use 

of vision based on qualitative categories set by ASDB (ftinctions normally, mildly 

limited, severely limited, non functional use of vision). Figure 4 is the students reading 

medium (print, large print, braille, auditory). Table 4 is a frequency table of the students' 

from the elementary and secondary groups based on placement (campus or public 

school), type of disability category (visually impaired-VI, multiple disabilities-MD, 

multiple disabilities with severe sensory impairment-MDSSI), type of vision services 

(campus, consult, itinerant, resource), and counts of the types of SSRS forms used in the 

analysis. 
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Table 4 

Frequencies of Student Demographic Information 
n=177 Elementary Secondary 

Program 

Residential 24 59 

Public School 47 47 

Disability Category 

Visual Impairment 50 56 

Multiple Disabilities 4 11 
Multiple Disabilities Severe Sensory 
Impaired 17 39 

Service 

ASDB Campus 24 59 

Itinerant >1.5 hi's./week 19 13 

Itinerant 1.5-3 hrs./week 12 7 

Resource 3-5 hrs./week 6 6 

Resource 5-10 hrs./week 2 0 
Resource >10 hrs./week 6 8 

Consult Direct/Indirect 2 13 

SSRS Form 

Teacher Only 4 13 

Student Only 0 4 

Parent Only 0 11 

Teacher and Student 37 49 

Teacher and Parent 8 10 

Student and Parent 2 4 

Teacher. Student and Parent 20 15 

Total 71 106 

Reliability Variables 

Reliability refers to the consistency of test scores obtained from repeated testing 

of an individual with the same test or a similar test under comparable conditions 
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(Gresham & Elliott, p. 109, 1990). The methods used to estimate the reliability of the 

SSRS were construct stability (Pearson correlations), interrater (interclass correlations), 

and internal consistency (coefficient alpha). 

Construct Stability 

Construct stability is a reliability variable measured by the correlation between two 

separate scores on the SSRS rated by the same person at different times. Scores from the 

same student were analyzed from the 2002 and 2003 school year for both the elementary 

and secondary groups. Test-retest rehability was not used in this study because the time 

gap was one year, and the sample size was less than 100 (Kline, 2000). Construct 

stability differs from test-retest reliability because the results are not expected to be 

highly correlated due to the effects of student maturation and history over the school 

year. Correlations reflect significance < .05 for both teacher and student forms. Pearson 

correlations for the elementary teacher and secondary teacher and student forms indicate 

significant evidence for construct stability. These results are presented in Tables 5-6. 

Research Questions 1-4 

1. Is there a correlation between the 2002 teacher SSRS checklists and the 2003 

teacher SSRS checklists at the elementary grade level? 

The 2002 and 2003 elementary teacher SSRS checklists have significant correlation 

coefficients at the p < .05 or .01 level for all scales and subscales. 

2. Is there a correlation between the 2002 teachcr SSRS checklists and the 2003 

teacher SSRS checklists at the secondary grade level? 
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The 2002 and 2003 secondary teacher SSRS checklists have significant correlation 

coefficients at the p < .05 level for all scales (except academic competence) and 

subscales. 

3. Is there a con-elation between the 2002 student SSRS checklist and the 2003 

student SSRS checklists for the elementary grade level? 

The 2002 and 2003 elementary student SSRS checklists do not have significant 

correlation coefficients for any scales or subscales. 

4. Is there a correlation between the 2002 student SSRS checklist and the 2003 

student SSRS checklists for the secondary grade level? 

The 2002 and 2003 secondary student SSRS checklists have significant correlation 

coefficients at the p < .05 level for all scales and subscales (except cooperation). 



Table 5 

Construct Stability Coefficients for SSRS-T and SSRS-S Subscales and Total Scales at 
the Elementary Level 
Teacher Form 2002 2003 Average 
(n=30) 
Subscale and Scale 

Difference (n=30) 
Subscale and Scale r 

Mean SD Mean SD 
Difference 

Social Skills 
Cooperation .52** 12.90 3.75 13.95 3.92 1.5 
Assertion .46* 10.77 4.40 11.24 4.32 .47 
Self-Control .64** 12.74 3.60 13.54 4.05 0.8 
Total Scale .54** 36.42 9.22 38.51 9.78 2.09 
Problem Behaviors 
Externalizing 3.74 3.51 2.58 2.77 -1.16 
Internalizing .39* 4.94 2.57 3.40 2.26 -1.54 
Hyperactivity .57** 4.94 3.69 3.71 3.09 -1.23 
Total Scale .63** 13.61 6.87 9.63 6.44 -3.98 
Academic Competence .69** 26.77 8.27 27.89 9.03 1.12 

Student Form 2002 2003 Average 
(n=20-21) 
Subscale and Scale 

Difference (n=20-21) 
Subscale and Scale r 

Mean SD Mean SD 
Difference 

Social Skills 
Cooperation .25 15.86 2.23 15.22 3.07 -.64 
Assertion .36 14.05 3.15 13.52 3.14 -.53 
Self-Control .09 13.18 2.81 11.97 3.63 -1.21 
Empathy .37 16.05 3.30 15.60 3.07 -.45 
Total Scale .25 49.86 7.95 47.54 9.03 -2.32 
* p < .05 
**p < .01 
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Table 6 

Construct Stability Coefficients for SSRS-T and SSRS-S Subscales and Total Scales at 
the Secondary Level 
Teacher Form 2002 2003 Average 
(n=27-31) Difference (n=27-31) 

Mean SD Mean SD 
Difference (n=27-31) 

Mean SD Mean SD 
Difference 

Subscaie and Scale r 
Mean SD Mean SD 

Social Skills 
Cooperation .50** 13.29 4.22 14.04 4.90 .75 
Assertion .62** 8.74 4.75 9.59 5.13 .85 
Self-Control .42* 12.28 4.21 12.71 4.62 .43 
Total Scale .60** 34.45 12.02 36.08 12.31 1.63 
Problem Behaviors 
Externalizing .74** 2.03 2.58 2.34 2.71 .31 
Internalizing 4g** 3.97 2.18 3.59 2.68 -.38 
Total Scale .60** 6.00 3.86 5.98 4.24 -.02 
Academic Competence .37 29.10 8.19 29.71 9.32 .61 

Student Form 2002 2003 Average 
(n=22-27) 
Subscaie and Scale 

Difference (n=22-27) 
Subscaie and Scale 

Mean SD Mean SD 
Difference (n=22-27) 

Subscaie and Scale r 
Mean SD Mean SD 

Difference 

Social Skills 
Cooperation -.05 8.97 1.91 14.79 2.79 5.82 
Assertion "72** 10.62 3.96 11.58 3.99 .96 
Self-Control 49** 11.33 3.18 12.31 3.68 .98 
Empathy .39* 12.97 3.19 14.52 3.37 1.55 
Total Scale .54* 47.28 10.02 51.39 10.40 4.11 
*p< .05 
**p< .01 

Interrater Reliability 

Research Questions 5-12 

The SSRS uses multiraters (teacher, student, and parent) to obtain test scores on a 

single student. Gresham and Elliott did not expect the SSRS raters' scores to highly 

correlate because they are all unique individuals and items/subscales differ from form to 

form. All items from each subscaie were used despite differences because only two or 

three items out of ten were similar across forms. In questions 5-12 both elementary and 
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secondary groups are analyzed using interclass correlations for the 2002 and 2003 school 

years. The results indicate agreement between instruments and present evidence for 

reliability despite that fact there are unique raters and that items have less than fifty 

percent overlap between forms. See Tables 7-10 for complete results. 

5. Is there a correlation between the 2002 student and teacher SSRS scale and 

subscale scores for the elementary grade level forms? 

The 2002 elementary student and teacher SSRS scale and subscale (except self 

control) have significant correlation coefficients at the p < .05. 

Table 7 

Interrater Reliabilitv (interclass correlations! for Common SSRS Subscales and Total 
Scales at the Elementarv Level. 2002 
SSRS 2002 
Subscale and Scale 

Teacher-Student 
(n=20) 

SSRS 2002 
Subscale and Scale 

ICC p Value 
Social Skills 
Cooperation .54* .05 
Assertion O

C
 

.03 
Self-Control .40 .14 
Total Scale .63* .02 
* p < .05 
Note: The Social Skills total Scale coefficients may be spuriously reduced because the Parent and the 
Student Scales each include a Subscale not found in the Teacher Scale, or in each other's Scale. 

6. Is there a correlation between the 2002 student and teacher SSRS scale and 

subscale scores for the secondary grade level forms? 

The 2002 secondary student and teacher SSRS subscales for cooperation and 

assertion have significant correlation coefficients at the p < .05. The self control and total 

scale are not significant. 
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Table 8 

Interrater Reliability (interclass correlations) for Coinnion SSRS Subscales and Total 
Scales at the Secondary Level, 2002 
SSRS 2002 

Subscale and Scale 

Teacher-Student 
(N=23-31) 

SSRS 2002 

Subscale and Scale ICC p Value 
Social Skills 
Cooperation .49* .03 
Assertion .54* .03 
Self-Control -1.3 .97 
Total Scale .19 .31 
* p < .05 
Note: The Social Skills total Scale coefficients may be spuriously reduced because the Parent and the 
Student Scales each include a Subscale not found in the Teacher Scale, or in each other's Scale. 

7. Is there a correlation between the 2003 teacher and parent SSRS scale and 

subscale scores for the elementary grade level forms? 

The 2003 elementary teacher and parent SSRS subscales for assertion, internalizing 

and externalizing and total social skill scale correlation coefficients were significant at 

the p < .05 level. 

8. Is there a correlation between the 2003 teacher and parent SSRS scale and 

subscale scores for the secondary grade level forms? 

The 2003 secondary teacher and parent SSRS social skill scale and subscales 

correlation coefficients were significant at the p < .05 level. The problem behavior scale 

and subscale was not significant. 

9. Is there a correlation between the 2003 teacher and student SSRS scale and 

subscale scores for the elementary grade level forms? 
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The 2003 elementary teacher and student SSRS assertion sub scale correlation 

coefficient was significant at the p < .05 level. The other social skill scale and subscales 

were not significant. 

10. Is there a correlation between the 2003 teacher and student SSRS scale and 

subscale scores for the secondary grade level forms? 

The 2003 secondary teacher and student SSRS social skill scale and subscales (except 

self control) correlation coefficients were significant at the p < .05 level. 

11. Is there a correlation between the 2003 student and parent SSRS scale and 

subscale scores for the elementary grade level fornis? 

The 2003 elementary student and parent SSRS social skill scale and subscales were 

not significant. 

12. Is there a correlation between the 2003 student and parent SSRS scale and 

subscale scores for the secondary grade level forms? 

The 2003 secondary student and parent SSRS social skill scale and subscales were 

not significant. 
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Table 9 

Interrater Reliability (interclass correlations) for Common SSRS Siibscales and Total 
Scales at the Elementary Level. 2003 
SSRS 2003 Teacher-Parent Teacher-Student Parent-Student 

(N=21-22) (N=50-53) (N=15-17) 
Subscale and Scale ICC p Value ICC p Value ICC p Value 
Social Skills 
Cooperation .52 .05 .36 .06 -.07 .56 
Assertion .73* .001 .42* .03 .23 .31 
Self-Control .36 .17 .32 .08 -1.33 .94 
Total Scale .59* .03 .37 .05 -.20 .63 
Problem Behaviors 
Externalizing .63* .01 - - - -

Internalizing .01 .49 - - - -

Hyperactivity .66* .01 - - - -

Total Scale .55 .04 - - - -

* p < .05 
Note: The Social Skills total Scale coefficients may be spuriously reduced because the Parent and the 
Student Scales each include a Subscale not found in the Teacher Scale, or in each other's Scale. 

Table 10 
Interrater Reliability (interclass congelations) for Common SSRS Subscales and Total 
Scales at the Secondary Leyel, 2003 
SSRS 2003 Teacher-Parent T eacher- S tudent Parent-Student 

(n=10-13) (n=51-56) (n=ll-12) 
Subscale and Scale ICC p Value ICC p Value ICC p Value 
Social Skills 
Cooperation .87* .001 .42* .02 .13 .41 
Assertion .75* .02 .50* .01 -.23 .63 
Self-Control .82* .01 .32 .08 -.77 .81 
Total Scale O

O
 

o
 

.01 .52* .01 -.88 .83 
Problem 
Behaviors .43 .19 - - - -

Externalizing .47 .14 - - - -

Internalizing 
Total Scale 

.24 .33 - -

* p < .05 
Note; The Social Skills total Scale coefficients may be spuriously reduced because the Parent and the 
Student Scales each include a Subscale not found in the Teacher Scale, or in each other's Scale. 
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Internal Consistency Reliability 
Research Questions 13-20 

The following research questions address reliability using the internal consistency 

coefficient. This provides information regarding the consistency of responses to the 

items in each scale, assist in the evaluation of the extent that all scale items measure the 

same construct (Gresham & Elliott, 1990). Alpha coefficients range from 0-1 and a score 

of .7 or above is a standard indicator of good internal consistency (EUiott, Busse & 

Gresham, 1993). The results of analyzing research questions thirteen to twenty indicate 

evidence of internal consistency within the instrument. The SSRS social skills, problem 

behavior and academic competence scales alpha coefficients for the teacher form range 

from .80 -.94, the parent form range from .75-.96, and the student form range from .81-

.87. There is some variability within subscales of the student and parent forms that 

corresponds with the national norm alpha fluctuations. It should also be noted that these 

subscale alphas improve from 2002 to the 2003 school years. The elementary parent 

internalizing subscale alpha is .64 and couid be .67 if item 53 (Is easily distracted) were 

omitted and the secondary parent externalizing subscale alpha of .60 could be .64 if item 

45 (Threatens or bullies others) were omitted. The student alpha subscale scores 

improve from 2002 to 2003. The elementary cooperation .41 increased to .71 in the 

second year. The secondary student cooperation subscale of .59 increased to .65 in the 

second year and could be .71 if item 37 (I ask friends to do favors for me) is omitted. 

Elementary student subscales for assertion and self control have alphas below .7 that 

improve slightly in the second year. Both the assertion and self control subscale alphas 

are low on the elementary student form but closely match those from the national norm 
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and item omissions do not significantly improve the alphas. See table 11 for a detailed 

list of all alpha coefficients. Items in table that were below .7 arc in bold. 

There is no evidence that reliability of the instrument differs as a function of student 

sex. The elementary parent internalizing subseale of .43 for females could be .66 if item 

53 (Is easily distracted) were omitted. The secondary parent externalizing subseale alpha 

of .49 for males would increase to .52 if item 45 (Threatens or bullies others) were 

omitted. The elementary student cooperation subseale of .59 for females would increase 

to .64 if item 18 (I avoid doing things with others that may get me in trouble with adults) 

were omitted. The national norm corresponding subseale alphas on both the student and 

parent forms have a similar pattern < .7. Table 12 presents alpha coefficients split by sex 

for 2003. Items in table that were below .7 are in bold. In summary, all of the scale 

alphas and the majority of the subseale alphas were >.7 and provide evidence for 

questions 13-20 on internal consistency of each of the three forms in both grade levels. 

13. Do the 2002 and 2003 Elementary teacher-SSRS mean scores have a minimum 

internal consistency reliability of >7? 

The elementary teacher SSRS forms scales and subscales mean scores in 2002 and 

2003 had minimum internal consistency reliability of >7 with alphas that ranged from 

.73-.92. 

14. Do the 2002 and 2003 Secondary teacher-SSRS mean scores have a minimum 

internal consistency reliability of >7? 
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The secondary teacher SSRS forms scales and subscales mean scores in 2002 and 

2003 had minimum internal consistency reliability of >7 with the exception of a .66 on 

the 2002 internalizing siibscale with alphas that ranged from .66-.94. 

15. Do the 2002 and 2003 Elementary parent-SSRS mean scores have a minimum 

internal consistency reliability of >7? 

The elementary parent SSRS forms scales and subscales mean scores in 2003 had 

minimum internal consistency reliability of >.7 with the exception of a .64 on the 

internalizing subscale with alphas that ranged fi-om .64-.94. 

16. Do the 2002 and 2003 Secondary parent-SSRS mean scores have a minimum 

internal consistency reliability of >7? 

The secondary parent SSRS forms scales and subscales mean scores in 2003 had 

minimum internal consistency reliability of >7 with the exception, of a .60 on the 

externalizing subscale with alphas that ranged from .60-.96. 

17. Do the 2002 and 2003 Elementary student-SSRS mean scores have a minimum 

in te rna l  cons i s tency  re l i ab i l i ty  o f  >7?  

The elementary student SSRS forms scales and subscales mean scores in 2002 had 

minimum internal consistency reliability of >7 on the empathy and total scale scores, 

.77 and .81 respectively. The cooperation, assertion and self control subscales were < .07 

with alphas that ranged from .41-.59. The elementary student SSRS forms scales and 

subscales mean scores in 2003 had minimum internal consistency reliability of >7 with 

the exception of the assertions and self control subscales (.62 and .66) with alphas that 

ranged from .62-.85. 
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18. Do the 2002 and 2003 Secondary stiident-SSRS mean scores have a minimum 

internal consistency reliability of >.7? 

The secondary student SSRS forms scales and subscales mean scores in 2002 had 

minimum internal consistency reliability of >7 on the assertion, empathy and total scalc 

scores, .74, .72 and .86 respectively. The cooperation and self control subscales were 

< .07 with alphas values of .59 and .60. The secondary teacher, parent, and student SSRS 

forms scales and subscales mean scores in 2003 had minimum internal consistency 

reliability of >.7 with the exception of the parent externalizing, and the student 

cooperation subscales (.60 and .65) with alphas that ranged from .66-.96. 
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Coefficient Alpha Reliabilities for Subscales and Total Scales 
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19. Does the sex of the student have a relationship to internal consistency reliability 

of the 2003 elementary SSRS student, parent or teacher forms? 

A qualitative review of the alpha coefficients does not reveal any significant 

differences between the elementary SSRS student, parent or teacher forms when split by 

sex. 

20. Does the sex of the student have a relationship to internal consistency reliability 

of the 2003 secondary SSRS student, parent or teacher forais? 

A quahtative review of the alpha coefficients does not reveal any significant 

differences between the secondary SSRS student, parent or teacher forms when split by 

sex. 
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Coefficient Alpha Reliabilities for 2003 SSRS Subscales and Total Scales, bv Sex 
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Validity Variables 

Validity establishes whether the instrument measures what it purports to measure. 

Once reliability is established the next step is to determine the validity of the instrument. 

Content validity and social validity for the three scales on the SSRS (social skills, 

problem behaviors, and academic competence) was demonstrated during the national 

norm research. The methods used to estimate the validity of the SSRS were construct 

validity. Construct validity encompasses both internal and external validity. Construct 

validity was measured using Pearson correlatioas and f-tests. 

Construct Validity 

Research Questions 21-25 

Construct validity measures the behavioral constructs of social skills, problems 

behaviors, and academic competence scales of the SSRS. A category of construct 

validity, concurrent validity was examined in question twenty two with a comparison 

between the SSRS and the 5-item social skills questionnaire. Another category within 

construct validity, representational validity was used to examine questions 23 through 25. 

These questions pertain to the study sample as compared to the national norms. 

21. What is the relationship of the SSRS social skill subscales and total scale between 

the student, teacher and parent scores from 2003 with both elementary and 

secondary groups? 

Pearson correlations of the 2003 SSRS cooperation, assertion and self control 

subscales and social skills total scale resulted in significance. These results provide 

evidence for construct validity because the validity coefficients are significant and of 
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good magnitude. Within the elementary group the assertion subscales were significant at 

p < .05 for both the teacher-student (.27 validity coefficient) and the teacher-parent (.57 

validity coefficient) fonns. A correlation matrix of the validity coefficients for the 

elementary group is in Table 13 and Table 14 for the secondary group. The secondary 

group had more significant con'elations and higher magnitudes providing more evidence 

of construct validity for the SSRS. 

Table 13 

T-C T-A T-SC T-SSTS S-C S-A S-SC S-SSTS 
s-c .22 
S-A .21* 
s-sc .19 
S-SSTS .23 
P-C .35 -.04 
P-A .51* .14 
P-SC .23 -.42 
P-SSTS .43 -.11 
Note: C=Cooperation; A=Assertion; SC=Self Control; SSTS=Social Skills Total Score 

*p < .05 
**p < .01 

Table 14 

Validity Coefficients for Secondary 2003 Teacher (T). Parent (P) and Student (S) 
T-C T-A T-SC T-SSTS S-C S-A S-SC S-SSTS 

S-C .30* 
S-A .34* 
S-SC .19 
S-SSTS .35* 
P-C .82** .07 
P-A .60 -.11 

P-SC .71* -.28 
P-SSTS .78** -.31 
Note: C=Cooperation; A=Assertion; SC=Self Control; SSTS=Social Skills Total Score 

* Significant to the .05 level 
**Significant to the .01 level 
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22. Is there a relationship between the mean SSRS parent scores from 2003 and the 

mean parent 5-item social skills questionnaire scores from 2003 within the 

elementary and secondary groups? 

Correlations between the 2003 parent SSRS form and the 5-item social skills 

questionnaire designed to measure concurrent validity produced evidence of construct 

validity. Both elementary and secondary group total scale correlation coefficients for 

social skills and problem behaviors were significant with p values < .01 and .05 

respectively. The subscale and scale correlations coefficients for each group are listed 

Tables 15 and 16. 

Table 15 

Correlations between the SSRS Parent Form (SSRS-P). Elementary Level and the Social 
Skills Questionnaire 
(N=22) 

SSRS-P 5-Item Social Skills 
Questionnaire 

Social Skills 
Cooperation -.45* 
Assertion -.53* 
Responsibility -.61** 
Self-Control -.49* 
Total Scale -.58** 
Problem Behaviors 
Externalizing .25 
Internalizing .52* 
Hyperactivity .42 
Total Scale .51* 
*p < 0.05 
**p <0.01 
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Table 16 

Correlations between the SSRS Parent Form (SSRS-P). Secondary Level, and the 5-Item 
Social Skills Questionnaire 
(N=31) 

SSRS-P 5-Item Social Skills 
Questiomiaire 

Social Skills 
Cooperation _ 44** 
Assertion -.55** 
Responsibility -.41* 
Self-Control -.27 
Total Scale -.48** 
Problem Behaviors 
Externalizing .24 
Internalizing .44* 
Total Scale .44* 
*p < 0.05 
**p < 0.01 

23. Is there a significant difference between the mean SSRS how often scores of 

students with visual impairments student, parent and teacher forms and the mean 

scores of the SSRS national norms? 

24. Is there a significant difference between the elementary and secondary mean how 

often item scores for students with visual impairments student, parent and teacher 

forms and the national norms? 

25. Is there a significant difference between the mean SSRS how important scores of 

students with visual impairments student, parent and teacher forms and the mean 

scores of the SSRS national norms'? 

Representational validity of the sample was determined by examining mean 

comparisons between the study sample of students with visual impairments and the 

national norms. Comparisons between the how often subscale means of the 2003 SSRS 
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teacher, parent and student forms and the national norm resulted in some significant 

differences. Tables 17 and 18 list the mean values and f-scores for each of the SSRS 

forms subscales and scales. These data indicate that there are some significant 

differences between the study sample and the national norm subscale means. The 

elementary group results indicate some evidence for representational validity of the 

sample with significant differences in 3 out of 17 subscales. The secondary group has 

more significant differences from the norm sample with 6 out of 15 subscales and does 

not present evidence of a representational sample. 

The item analysis of the three SSRS forms within the two groups provides more 

evidence of representational validity of the sample for the elementary group but not for 

the secondary group. One sample Z^-tests revealed several SSRS items with significant 

differences from the national norms. The elementary group SSRS forms had 32% 

differences on the teacher form, 24% differences on the parent form, and 35% differences 

on the student form. The secondary group SSRS forms had 57%) differences on the 

teacher form, 33% differences on the parent form, and 46% differences on the student 

form. The items from the elementary and secondary groups of teachcr, parent and 

student SSRS forms with significant differences are listed in Table 19. A complete list of 

all item means, standard deviations and r-scores on the teacher, parent and student SSRS 

forms for both the elementary and secondary groups is provided in Appendixes D-I. Item 

questions for elementary and secondary levels of the SSRS forms are in Appendix C. 

One pattern that emerged indicates significant differences between the norm group and 

the study sample within the teacher forms for both elementary and secondary groups for 
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items witliin the academic competence scale. The mean scores for the visually impaired 

group within this scale are lower than the national norms. 

Comparisons between the how important subscale means of the 2003 SSRS 

teacher, parent and secondary student forms and the national norm resulted in some 

significant differences. Tables 20 and 21 list the mean values and /-scores for each of the 

SSRS forms subscales and scales. These data indicate that there are some significant 

differences between the study sample and the national norni total subscale means of 

importance ratings. The elementary group results indicate evidence for representational 

validity of the sample with significant differences in 1 out of 9 subscales and total scales. 

The secondary group had significant differences from the norm sample in 4 out of 14 

subscales. 



Table 17 

SSRS Elementary Subscales for Teacher (T). Parent (PV and Student (S) 

SSRS Mean Norm t value 
Subscale Mean 

T-Cooperation 13.95 14.80 -1.72 
T-Assertion 11.24 12.09 -1.57 
T-Self Control 13.54 13.60 -.11 
T-Extemalizing 2.58 2.46 .35 
T-Intemalizing 3.40 3.52 -.42 
T-Hyperactivity 3.71 3.65 .14 

P-Cooperation 10.52 11.85 -1.51 
P-Assertion 12.41 15.62 -3.87* 
P-Responsibility 11.00 13.04 -2.07 
P-Self Control 11.77 12.12 -.43 
P-Externalizing 3.21 4.08 -1.66 
P-lntemalizing 3.73 4.10 -.77 
P-Hyperactivity 4.74 4.61 .22 

S-Cooperation 15.22 14.07 2.87* 
S-Assertion 13.52 12.85 1.62 
S-Empathy 15.60 15.51 .24 
S-Self Control 11.97 10.69 2.67* 
* p < .05 



Table 18 

SSRS Secondary Subscales for Teacher (T). Parent fP). and Student (S) 

SSRS Mean Norm t value 
Subscale Mean 
T-Cooperation 14.04 14.04 -.01 
T-Assertion 9.59 11.63 -3.47* 
T-Self Control 12.71 16.03 -6.30* 
T-Extemalizing 2.34 1.92 1.42 
T-lnternalizing 3.59 3.60 -.02 

P-Cooperation 11.46 12.20 -.98 
P-Assertion 11.31 13.97 -3.50* 
P-Responsibility 14.00 16.54 -3.27* 
P-Self Control 11.92 12.86 -1.38 
P-Extemalizing 3.33 3.61 -.94 
P-Intemalizing 4.68 4.37 .73 

S-Cooperation 14.79 13.74 3.09* 
S-Assertion 11.58 12.07 -1.01 
S-Empathy 14.52 14.86 -.82 
S-Self Control 12.31 10.34 4.42* 

* p < .05 
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Table 19 

SSRS Item Analysis Significant Item Differences 

SSRS Item and Question •\'Iean 
•;u-:Narni: v.. 

Mean t Value 
3. Appropriately questions rules that might 
be unfair. 0.84 0.98 -2.02* 

4. Compromises in conflict situations by 
changing own ideas to reach agreement. 0.95 1.22 -3.31* 
9. Finishes class assignments within time 
limits. 1.23 1.54 -4.30* 

10. Make friends easily. 1.26 1.47 -2.83* 

14. Initiates conversations with peers. 1.34 1.51 -2.33* 

16. Produces correct school work. 1.29 1.60 -4.10* 
21. Puts work materials or school property 
away. 1.45 1.59 -2.07* 

i-H 
-4—» 

24. Joins ongoing activity or group without 
being told to do so. 1.09 1.43 -4.40* 

CD 
g 
(U 
S 

1 
cl 

30. Gets along with people who are 
different. 1.69 1.47 3.55* 

CD 
g 
(U 
S 

1 
cl 39. Is easily embarrassed. 0.59 0.91 -4.27* 
c O pu, 
VH 

42. Talks back to adults when corrected. 0.58 0.39 2.59* 
c O pu, 
VH 47. Acts impulsively. 0.44 0.61 -2.18* 
o 
!D 

49. Compared with other children in my 
classroom the overall academic 
performance of this child is: 3.00 3.55 -3.66* 

50. In reading, how does this child 
compare with other students? 3.00 3.47 1 1 ! b

o 
i 0

0 

51. In mathematics, how does this child 
compare with other students? 2.79 3.52 -4.36* 

52. In terms of grade-level expectations, 
this child's skills in reading are: 2.63 3.44 -4.62* 

53. In terms of grade-level expectations, 
this child's skills in mathematics are; 2.55 3.49 -5.35* 

55. This child's parental encouragement to 
succeed academically is: 3.36 3.95 -3.46* 

; 
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SSRS Item and Question ;-Mean' 
Norm 
Mean 
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4. Joins group activities without being told 
to. 1.00 1.34 -2.53* 
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10. Invites others to your home. 0.96 1.51 -3.92* 
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13. Shows interest in a variety of things. 1.38 1.75 -3.19* 
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18. Answers the phone appropriately. 1.21 1.62 -2.59* 
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 20. Appropriately questions household 
rules that may be unfair. 0.79 1.15 -2.67* 
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21. Attempts household tasks before asking 
for your help. 0.74 1.09 -3.11* 
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28. Complete household tasks within 
reasonable time. 0.83 1.20 -2.82* 
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31. Requests permission before leaving the 
house. 1.33 1.69 -2.49* 
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34. Accepts friends' ideas for playing. 1.04 1.42 -2.35* 
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35. Easily changes from one activity to 
another. 1.29 1.63 -2.40* 
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38. Reports accidents to appropriate 
persons. 1.21 1.72 -3.48* 
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46. Argues with others. 0.67 0.97 -2.33* 
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52. Is easily embarrassed. 0.52 1.09 -3.99* 
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SSRS Item and Question Mean 
Norm 
Mean 
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2.1 smile, wave, or nod at others. 1.25 1.51 -2.77* 
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9.1 am active in school activities such as 
sports or clubs. 1.05 1.38 -3.20* 
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12.1 control my temper when other people 
are angry with me. 1.29 1.01 3.31* 
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18. 1 avoid doing things with others that 
may get me in trouble with adults. 1.51 1.33 2.41* 
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19.1 end fights with my parents calmly. 1.31 1.10 2.04* 

S
tu

de
nt

 F
or

m
 -

 E
le

m
en

ta
ry

 

21.1 listen to the teacher when a lesson is 
being taught. 1.78 1.55 4.22* 
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25.1 follow the teacher's directions. 1.71 1.59 2.05* 
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28.1 ignore other children when they tease 
me or call me names. 1.31 1.10 2.42* 
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29.1 accept people who are different. 1.76 1.54 3.40* 

30.1 use my tree time in a good way. 1.58 1.34 3.06* 
32. 1 use nice tones of voice in classroom 
discussions. 1.64 1.47 2.58* 

33.1 ask adults for help when other 
children try to hit me or push me around. 1.31 0.89 4.26* 

SSRS Item and Question Mean 
:>;;Norrn; " 
; -Mfeaii/ 'I Value;;; 
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1. Produces coiTect school work. 1.44 1.62 -2.60* 
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2. Keeps his or her work area clean without 
being reminded. 1.31 1.61 -3.60* 

T
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er
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m
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5. Volunteers to help peers on classroom 
tasks. 0.96 1.15 -2.09* 
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er
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m
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8. Responds appropriately to teasing by 
peers. 1.14 1.33 -2.38* 
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11. Receives criticism well. 1.21 1.44 -3.03* 
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13. Uses time appropriately while waiting 
for your help. 1.16 1.45 -3.54* 
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14. Introduces himself or herself to new 
people without being told to. 0.73 1.06 -4.02* 
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er
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15. Compromises in conflict situations by 
changing own ideas to reach agreement. 1.02 1.22 -2.45* 

T
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16. Acknowledges compliments or praise 
from peers. 1.29 1.41 -2.00* 
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19. Finishes class assignments within time 
limits. 1.32 1.61 -3.80* 
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20. Listens to classmates when they present 
their work ideas. 1.40 1.65 -3.12* 
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22. Invites others to join in activities. 0.94 1.19 -3.59* 
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23. Controls temper in conflict situations 
with adults. 1.42 1.57 -2.08* 
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24. Ignores peer distractions when doing 
class work. 1.18 1.39 -2.60* 
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25. Stands up for peers when they have 
been unfairly criticized. 0.74 1.11 -4.94* 
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26. Puts work materials or school property 
away. 1.41 1.63 -2.83* 
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m
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28. Gives comp liments to members of the 
opposite sex. 0.69 1.16 -5.99* 
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30. Responds appropriately to peer 
pressure. 1.24 1.42 -2.34* 

31. Likes to be alone. 0.96 0.79 2.28* 

33. Is easily embarrassed. 0.68 0.85 -2.31* 

36. Talks back to adults when corrected. 0.49 0.31 2.51* 
40. Shows anxiety about being with a 
group of children. 0.27 0.45 -3.40* 

44. In reading, how does this child 
compare with other students? 3.26 3.70 -2.71* 

45. In mathematics, how does this child 
compare with other students? 3.21 3.56 -2.29* 

46. In terms of gi'ade-level expectations, 
this child's skills in reading are: 2.86 3.77 -5.51* 

47. In terms of grade-level expectations, 
this child's skills in mathematics are; 2.90 3.66 -4.69* 

48. This child's overall motivation to 
succeed academically is; 3.38 3.74 -2.27* 

49. This child's parental encouragement 
to succeed academically is; 3.40 3.99 -3.84* 
50. Compared with other children in my 
classroom this child's intellectual 
functioning is; 3.38 3.72 -2.42* 

SSRS Item and Question Mean 
Norm 
Mean t Value 

1. Starts conversations rather than waiting 
for others to talk first. 1.41 1.20 2.05* 

4. Participates in organized activities such 
as sports or clubs. 0.95 1.41 -3.80* 

C3 73 
CH 12. Invites others to your home. 0.80 1.42 -5.42* 
o o CD 14. Makes friends easily. 1.27 1.54 -2.75* 

00 1 

o p_, 
-+-> 
a 
c3 

16. Completes household tasks within 
reasonable time. 1.10 1.34 -2.26* 

00 1 

o p_, 
-+-> 
a 
c3 

24. Follows rules when playing games with 
others. 1.58 1.78 -2.18* 

PH 
25. Attends to your instructions. 1.38 1.57 -2.28* 
26. Joins group activities without being 
told to. 0.93 1.32 -3.81* 

29. Waits turn in games or other activities. 1.49 1.78 -2.77* 
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32. Informs you before going out with 
friends. 1.37 1.88 -3.85* 

34. Is self-confident in social situations 
such as parties or gi'oup outings. 1.05 1.51 -3.99* 

35. Shows interest in a variety of things. 1.45 1.69 -2.38* 
36. Reports accidents to appropriate 
persons. 1.41 1.72 -2.71* 

37. Is liked by others. 1.56 1.83 -3.01* 

38. Answers the phone appropriately. 1.35 1.74 -3.08* 

40. Appears self-confident in social 
interactions with opposite-sex friends. 1.07 1.41 -3.15* 

44. Argues with others. 0.68 0.91 -3.13* 

SSRS hem and Question : Meart^; 
•-,';Norm-'' 
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3.1 ask adults for help when other children 
try to hit me or push me around. 0.88 0.48 4.16* 
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4.1 am confident on dates. 1.12 1.31 -2.08* 
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8.1 ask friends for help with my problems. 1.25 1.01 3.02* 
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11.1 avoid doing things with others that 
may get me in trouble with adults. 1.44 1.30 2.06* 
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14. I keep my desk clean and neat. 1.40 1.12 3.40* 
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 15.1 do nice things for my parents like 
helping them with household chores 
without being asked. 1.31 1.14 2.17* 
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18.1 compromise with parents or teachers 
when we have disagreements. 1.24 0.78 6.21* 
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19.1 ignore classmates who are clowning 
around in class. 1.22 1.49 -3.42* 
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20.1 ask someone 1 like for a date. 0.84 1.33 -4.98* 
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21. I listen to friends when they talk about 
problems they are having. 1.57 1.21 5.01* 
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22.1 end fights with my parents calmly. 1.21 1.02 2.47* 
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25.1 smile, wave, or nod at others. 1.45 1.71 -3.90* 
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m
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26.1 start conversations with opposite-sex 
friends without feeling uneasy or nervous. 1.14 0.86 3.25* 

S
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nt

 F
or

m
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28.1 let friends know I like them by telling 
or showing them. 1.34 1.17 2.13* 
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30.1 invite others to join in social 
activities. 1.40 0.77 8.16* 

31.1 use my free time in a good way. 1.47 1.19 4.44* 

32.1 control my temper when other people 
are angi'y with me. 1.29 1.45 -2.15* 
36.1 use nice tones of voice in classroom 
discussions. 1.66 1.46 3.25* 

*A11 pairs of means are significantly different at p < .5. 
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Table 20 

Elementary Subscale and Scale How Important Ratings for Teacher (T) and Parent (P) 

SSRS-Elementary 
Subscale and Scale 

Mean Norm 
Mean 

t value 

Social Skills 

T-Cooperation 12.87 13.9 -2.38* 
T-Assertion 10.40 9.6 1.92 
T-Self Control 13.16 12.6 1.21 
T-Total Scale 36.26 36.2 .05 

P-Cooperation 11.18 11.0 .23 
P-Assertion 11.46 11.8 -.39 
P-Responsibility 11.50 11.9 -.41 
P-Self Control 12.52 13.2 -.67 
P-Total Scale 44.14 47.9 -1.14 

* p < .05 

Table 21 

Secondary Subscale and Scale How Important Ratings for Teacher fT). Parent (?) and Student (S) 

SSRS-Secondary Mean Norm t value 
Subscale and Scale Mean 

Social Skills 

T-Cooperation 13.91 12.6 3.52* 
T-Assertion 9.37 9.1 .73 
T-Self Control 12.00 12.4 -1.16 
T-Total Scale 35.18 34.0 1.18 

P-Cooperation 11.70 11.2 .68 
P-Assertion 12.64 11.0 2.37* 
P-Responsibility 12.72 13.4 -.87 
P-Self Control 13.14 12.9 .30 
P-Total Scale 50.66 48.5 .75 

S-Cooperation 13.57 11.7 3.87* 
S-Assertion 9.94 11.3 -2.55* 
S-Empathy 12.67 12.9 -.43 
S-Self Control 10.31 10.5 -.38 
S-Total Scale 45.83 46.3 -.27 

*p < .05 
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CHAPTER V 

DISCUSSION 

Introduction 

The efficient development of social skills in students who are visually impaired is 

crucial to their success. Students with visual impairments are not acquiring social skills 

through incidental learning and therefore lack the skills to be successful in school or work 

(Erin, Dignan, & Brown, 1991; Sacks, Kekelis & Gaylord-Ross, 1991; Barrel 1 & Strauss, 

1986). The field does not have an abundance of research in the area of social skill 

assessment. Currently there is not an acceptable standardized assessment tool for 

identifying social skill strength and need areas. There is a clear problem with the 

development of social skills in the visually impaired population and a valid assessment 

tool to assist in the identification of needs would prove fruitful for the field. 

The purpose of this study was to determine whether the SSRS is a valid social 

skills assessment tool for use with students who are visually impaired, and to identify any 

items that may be significantly different from the national norm. Data were examined 

from teacher, student, and parent SSRS forms collected in Arizona. The methods used to 

evaluate this purpose involved quantitative reliability and validity measures. The 

reliability of the instrument was analyzed using Pearson correlations, interclass 

correlations, and alpha coefficients. The validity of the instrument was analyzed using 

Pearson correlations and /-tests. Overall, the statistical evidence supporting the reliability 

and validity of the SSRS instrument is mixed. 
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Conclusions 

The reliability and validity had mixed statistical evidence in this study. First 

reliability was examined. Research questions one through four referred to construct 

stability or the stability of ratings on a student over time. The stability of the SSRS 

ratings on students from the 2002 to the 2003 school years was good with significant 

relationships between the elementary and secondary teacher foiTns as well as the 

secondary student form. The elementary student fomi did not show a significant 

relationship between the 2002 and 2003 school years. This finding may suggest that 

younger students have a faster rate of maturation or perhaps that self rating is more 

challenging at this age. The responses for student behavior generally hovered around the 

same mean value or improved in the second year. Research questions five tlirough 

twelve referred to interrater reliability or the consistency of ratings among two or more 

raters. The overall consistency among 2003 teacher-parent, teacher-student rating pairs 

was good. 

The consistency among 2003 parent-student rating pairs was poor. The self 

control subscale interclass correlations for both the secondary 2002 and elementary 2003 

are questionable. It was not clear why the scores on the secondary student and teacher 

and elementary student and parent forms were correlating in opposite directions during 

these administrations. The students", parents' and, teachers' scored items within each 

construct consistently but these scores do not reflect good inter rater reliability between 

the student forms when correlated to the teacher and parent forms. One possibility for 

these results could be rater bias. It is possible that teachers, parents and students were 
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biased in their ratings. Other factors that may have contributed to these results could be 

that residential students are separated from their parents for the majority of the year 

possibly affecting both parent and student ratings and that itinerant teachers in the public 

schools see students for short intervals of time limiting their exposure to student social 

behaviors. 

The scatter plots from these subscales suggest that these higher than normal 

interclass correlations could be affected by some extreme scores created by a few outliers 

within these groups. These outliers were all children who were totally blind and 

attending school on the ASDB campus. The other scores fell neatly on a negatively 

sloped line. Other factors that may have contributed may be to the type of disability (VI, 

MD, MDSSI), the administration of the test or perhaps whether self control behaviors 

differ from home to school. Auditory administration of the test by the teacher may have 

resulted in different scores than if the student had responded privately or the fact that the 

school administered the student form and the student rated based on school behavioral 

experiences not home. This construct is measured in the same direction for all forms but 

the items themselves differ. For example, only two or three parent/teacher items out of 

ten are the same as the student on the form. Gresham and Elliott did not examine 

interrater reliability because of these item differences and the likelihood of finding no 

significant correlations among raters on different forms. Although high correlations were 

not expected due to these variables a negative relationships is quite questionable and 

requires further investigation. 
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Research questions 13-20 referred to the internal consistency or the extent that all 

scale items measure the same construct. The alpha coefficients generally improved from 

the 2002 to the 2003 school years perhaps due to the fact that this was the second year of 

administration of the SSRS. Alpha coefficients > .7 were found for all the scales and the 

majority of the subscales across the instrument and grade levels. The student form has a 

total of 8 alphas below .7 for 2002 and 2003 with 3 alphas below .7 in 2003. Although 

these alphas are low, they closely match the low alphas found in the national nonn. It 

should be noted that the self control subscale internal consistency was below .7 for the 

national norm. This is significant since the self control scale resulted in several poor 

reliability coefficients in this study. The reliability of the student form, especially the self 

control subscale warrant further study to establish clear reliabilities. 

The low alphas on the parent form are not mirrored by the national norm and 

warrant further review. Perhaps these alphas are low for the elementary internalizing and 

secondary externalizing subscales because some students have multiple disabilities, not 

because they do not measure the same construct. The total scale scores based on the 

internal consistency split by sex are alphas >.7. In fact, these alphas range from .73-.97 

with the majority in the .8 and .9 range. Individual subscales in the student fonn do 

reflect alphas < .7. However these findings match the pattern of the national norm for 

these items. Individual subscale scores in the problem behavior scale on the parent form 

suggest a possible effect due to sex. 

Validity measures were examined for research questions 21 through. 25. There 

were significant Pearson product moments for the teacher-student and teacher-parent 
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assertion subscale at the elementary level. Other correlation coefficients for the 

remaining scales and subscales were not significantly related. The elementary student 

and parent are negatively related, indicating that the two were scoring in opposite 

directions (parents low and students high) with little agreement on each of the behaviors. 

This could be due to student perceptions of social skills being good due to no significant 

social skills models, experiences or visual cues from other peers. The relationships 

between the secondary teacher-student and teacher-parent subscales and scales were 

significant. These forms reflect good internal construct validity for all scales and 

subscales with the exception of the student-teacher self control subscale. The 

relationship between the secondary student-parent forms does not support the validity of 

this instrument. The lack of a strong relationship could be based on the parents rating 

low and the students rating high for these items. These results warrant further 

investigation to understand these problems with validity. 

The relationship between the parent SSRS form and the 5-item social skills 

questionnaire was strong. The two forms were scored in opposite directions resulting in 

negative correlation coefficients. For example, the SSRS scores from ()--never to 2^-often 

while the 5-item scores from l=strongly agree to 5=strongly disagree. The scoring 

direction does not affect the significance of the relationships between the two forms and 

supports the external construct validity of the SSRS. 

Representational validity was examined for research questions 23 through 25. In 

other words, the scale, subscale and item means were compared with the national norms 

in order to detennine whether the study sample was representative and did not differ 
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significantly from the national norm. The sample's subscale means from the three SSRS 

forms "how often" ratings had several significant differences from the national norm at 

the elementary level. The secondary level had more significant differences than the 

elementary group between the national nonn subscales. These differences may be due in 

part to the fact that there were more grades and therefore students in the sample, 7-13 

versus 3-6 for the elementary. Grade 13 included both non graded students and post 

graduate students. It should be noted that teacher and parent ratings of students are lower 

than the national norm means. Another interesting finding was that the student ratings 

are higher than the national norm student ratings. It is difficult to explain why these 

patterns occurred. Perhaps this could be explained by the students' inability to see the 

social behaviors of sighted peers. Therefore their perception of good social behavior was 

not based on any substantive model. These findings question the validity of the 

instrument in relation to the visually impaired sample. 

Item means of the "how often" ratings were examined for all three forms at both 

elementary and secondary levels. The same trend of teacher and parent rating lower and 

student rating higher than the national norm can be seen within the item by item means. 

The first pattern that was evident on both the teacher forms was the significant difference 

between the sample and the national norm for the majority of the academic competencc 

items. The item means for mathematics were lower than the reading means and 

additionally the parental encouragement to succeed academically item means were low. 

This could be due solely to the fact that many teacher SSRS forms were retumed with the 

academic competence scale item data missing and therefore the sample size for academic 
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competence was quite small. However, this difference could be due to the samples' 

range of disabilities (VI, MD, MDSSl ) factoring into their academic performance. 

The assertion subscale had the most items (frequency of 31) that were 

significantly different across all forms of the SSRS for both grade levels.. The assertions 

subscale items include initiating behaviors related to introductions, asking for help, and 

responding to the actions of others (Gresham & Elliott, 1990). At the elementary level 

the one item that was significantly different across the teacher, parent and student forms 

was ''Joins ongoing activity or group without being told." It is reasonable to assume that 

this item would be different due to the visual aspects of joining an activity when the 

bystander is unaware of what is taking place. Another item significant on the elementary 

teacher and parent form was ''Appropriately questions (household) rides that might be 

unfair" Perhaps this mean is low due to the lack of nonverbal communication from 

peers such as eyes rolling, facial expressions, and body language during the explanation 

of rules by the adult. 

The common item found on the secondary assertion subscale for the parent and 

student forms was "I am confident on dates/Appears self confident in social interactions 

with opposite-sex friends." These means could be low because students with visual 

impairments date less frequently than their sighted peers and therefore have less 

practice/attempts at opposite sex interactions. There were not any common items for the 

secondary teacher and parent subscales. The teacher and student subscales had three 

common items that were scored in opposite directions. These common items on the 

cooperation, assertion and self control subscales respectively were "I keep my desk clean 
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and neat" "/ compromise with parents or teachers when we have 

disagreements/Compromises in conflict situations by changing own ideas to reach 

agreement" and "/ invite others to join in social activities/Invites others to join in 

activities." The students scoring themselves significantly higher than the national norm 

while the teachers scored these same items significantly lower than the national norm. 

This suggests again that teachers' and students' perceptions of social skills differ. 

Significant differences on the cooperation subscale with a frequency of 23 items 

and the self control subscale with frequency of 16 items were also found. The 

cooperation subscale items include behaviors such as helping others, sharing and 

compliance with rules (Gresham & Elliott, 1990). The self control subscale items include 

behaviors that generally deal with conflict situations such as responding to teasing, 

compromising and also includes turn taking behaviors (Gresham & Elliott). The 

common item on the cooperation subscale for the elementary teacher and parent forms 

was ''Finishes class assignments/household tasks within time limits/reasonable time." 

Slow completion of tasks is typical of visually impaired students. This may be due to the 

actual visual impairment or perhaps to the dependency on the often recommended, but 

not always warranted, adaptation of extra time to complete tasks. A common item on the 

elementary teacher and student internalizing subscale was ""Is easily embarrassed." This 

behavior could be suggestive of a lack of self confidence in peer situations. There were 

not any common items on the elementary self control, externalizing, and hyperactivity 

subscales. 



105 

Question 25 referred to the importance ratings of the items within each subscale 

and scale. The elementary group did not differ significantly from the national norm and 

providing validity support as a representational sample. The secondary group had more 

significant differences and did not represent the sample well. Student and teacher 

cooperation subscales were rated with significantly higher importance than the national 

norm. Within these groups cooperation was rated the highest of all the social skills 

subscales. The parent assertion subscale was rated significantly higher than the national 

norm importance mean. In contrast, the student assertion subscale was significantly 

lower than the national norm. These importance ratings provide a means for the social 

value of these subscale items. A surprising trend in these ratings is the assertion subscale 

means. The teachers and students rated this subscale with the least importance of all the 

social skill subscales. Parents rated self control with the highest importance ratings out 

of all the subscales and cooperation as the least important of the subscales. 

Implications 

The item analysis revealed several patterns that are reported in the literature. The 

academic scale items on the teacher elementary and secondary forms resulted in the 

largest ratio (6/9) of significant differences at both levels as compared to the national 

norm. One of the most evident findings was the low academic performance mean scores 

in reading and mathematics when compared to the national norm. Several studies have 

linked poor academic achievement to poor social skills (Bursuch & Asher, 1986; Coie & 

Kxehbiel, 1984; Elksnin & Elksnin, 1995; Gresham, 1981; Hoge & Luce, 1979; Hughes 

& Sullivan, 1988; Kohn, 1977; Krchbiel, 1983 as cited in Matson, Heinze, Helsel, 
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Kapperrnan & Rotatori 1986, U.S. OSF.P, 2002). Based on the literature it is reasonable 

to assume students with visual impairments who lack social skills have poor academic 

achievement. The overall lower means rated by the teachers and parents of the visually 

impaired students as compared to the national norm matches the literature findings that 

children with visual impairments lack social skills (Sacks & Silberaian, 2000; Sacks, 

Kekelis & Gaylord-Ross, 1991; Erin, Dignan, & Brown, 1991; Harrell & Strauss, 1986). 

This literature does not provide an explanation for why the student self ratings were 

higher than the national norm. 

A study conducted by MacCuspie found that adults have lower expectations of 

students with visual impairments (1991), One item from the academic competence scale 

dealing with parental encouragement was significantly different to the national norm at 

both the elementary and secondary levels. Low expectations may explain the low mean 

scores on the academic scale item ''This child's parental encouragement to succeed 

academically is" from the SSRS teacher form. It is difficult to ascertain whether the low 

expectations led to low achievement (self full filling prophecy) or continued low 

achievement related to poor social skills factored into low expectations. 

The mean score differences on the student SSRS forms also reflect issues with 

low expectations. For example, the majority of the students' self ratings of themselves 

were higher than the national norm. One possible explanation could be that adults' low 

expectations of the students led them to praise unremarkable behaviors and ignore 

inappropriate behaviors, therefore inflating the students' perception of their skills and 

abihties. These adult behaviors with students with visual impairments were observed by 
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MacCuspie in a qualitative study (1991). In addition, because students with visual 

impairments do not share the advantage with their sighted peers of seeing appropriate 

behaviors being modeled in everyday life, they may lack a reasonable concept of 

acceptable social behaviors. 

Although the majority of the student responses were different in a positive 

direction (higher than the norm) some behaviors were rated negatively or below the 

national norm. The item "'1 smile, wave, or nod at others.'" was significantly different for 

both elementary and secondary levels. These behaviors are nonverbal communication 

and are a crucial part of social interaction. Johnson (1986) reported the importance of 

nonverbal skills being taught to children who are visually impaired. Students are often 

encouraged to use face to face body orientation and eye contact when interacting with 

others. However, other nonverbal communication skills such as a wave or a nod may not 

be included in any instruction. Means for the elementary item "Fidgets or moves 

excessively" were slightly higher than the norm but did not result in a significant 

difference. This is surprising since the literature cites several studies of children with 

visual impairments engaging in a high frequency of self stimulating behaviors or 

"mannerisms". 

Lack of assertion skills in students who are visually impaired is a finding 

repeatedly seen in the literature. Several studies have found children with visual 

impairments to engage in less initiating behaviors, be socially isolated, and engage in 

more passive behaviors in school and recreational settings (Everhart, Luzader & Tullos. 

1980; Harrell & Strauss, 1986; Hoben & Lindstrom. 1980; MacCuspie, 1991. 1996; 
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McGaha & Ferrin, 2001; Rickelman & Blaylock, 1983; Sacks & Wolffe, 1998; Wolffe & 

Sacks, 1997). These SSRS items significantly different from the national norm on two or 

more SSRS forms mirror these behaviors cited in the literature; "Invites others to your 

home, " "Shows interest in a variety of things, " "Makes friends easily, " "I ask someone I 

like for a date, " "Joins ongoing activity or group without being told, " "Appropriately 

questions rides that might be unfair, " and "I am active in school activities such as sports 

or clubs. " Cultural beliefs could be another consideration for these results on the 

assertion scale because almost half of the study sample consisted of Hispanic and 

American Indian students. Cultural norms for these groups generally do not value 

assertive communication skills (Milian & Correa, 2001; Topor, 2001). 

The frequency and importance ratings have implications for selecting social 

behaviors for interventions. The frequency behaviors create the actual scores on the 

SSRS and provide information on a student's strengths and need areas. The how 

important ratings provide additional social value that is important for the team to utilize 

with making decisions about choosing specific social skill behavior areas for instruction. 

Limitations, General Recommendations and Directions for Future Research 

This study had several limitations. The study was conducted in the state of 

Arizona and only included students from this state. Student demographic information 

gleaned from the ASDB database had inaccuracies that resulted in various discrepancies 

in the sample. For example, if teachers did not respond the students reading medium was 

counted as print. Therefore student use of regular print is inflated. The study did not 

identify the student's acuities, type of visual impairment or age of onset. The SSRS 
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forms were mailed to teachers without any measurement control. For example, teachers 

did not receive any training or background on the instrument before administration in 

either year. In addition, parent SSRS forms were mailed to incorrect addresses with no 

additional information available. Some parents may have received the wrong student 

level because the student's grade was incorrect in the database. Sample sizes varied from 

15-66 for the elementary group and 10-83 for the secondary group. The sample size 

variance was dependent on the type of grouping (year of administration, sex, SSRS forms 

used) and the statistical analysis being conducting. Therefore, the generalizability of this 

study's findings to the visually impaired population may be poor. In addition, small 

sample size affects the results of the data analysis perhaps rendering them unreliable. 

Data was collected over a seven month period lending itself to threats to validity based on 

student maturation and history. 

In addition, there may be biased results based on the exclusion of certain students. 

For example, many forms were returned blank with a note that the student had poor 

language skills. It was not clear what the criteria teachers used for language skiUs or how 

many students were excluded from this study as a result. One parent phoned during the 

data colleclion and stated that her child was not appropriate since she was deaf-blind 

since birth. It is unclear how many parents did not complete the form because they 

thought it was not applicable to their child. Another limitation is that the administration 

of the SSRS was not uniform across reading mediums and cthnicities. It is unclear 

whether the type of reading medium affected the student self ratings due to auditory 

versus braille, print or large print. The parent forms were administered in print English to 
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all parents but translations differed. The Spanish print translation versus the Navajo 

taped translation may have created bias as well. 

This study supports the use of the SSRS with students who are visually impaired 

at the elementary and secondary levels with some important cautionary notes. This 

instrument would be an effective nonn-referenced social skills assessment for use in 

identifying social skills strengths and needs and screening purposes. The SSRS is not a 

criterion-referenced test and therefore would not be an appropriate assessment to track 

skills over time. The SSRS includes an Assessment-Intervention Record that could be 

used during lEP planning by the team to target specific behaviors of need from the social 

skills and problem behaviors scales. The SSRS manual specifies learning objectives 

related to each behavioral item on the various SSRS forms. 

The administration of the SSRS in isolation from other assessment methods is not 

recommended. The individual use of the SSRS may provide students, teachers and 

parents with better understanding of what specific behaviors social skills include and how 

the student is functioning compared to national norms. The SSRS includes a wide 

repertoire of social skills that are age appropriate. The instrument includes behaviors 

noted in Elksnin & Elksnin's definition of social skills such as, interpersonal, self related, 

assertion, peer acceptance, academic, and communication skills (1995). Interventions for 

social skill instruction based on standardized age appropriate social skill behaviors may 

educate teachers, students and parents about appropriate expectations for social behavior. 

The interventions developed from the SSRS items would create opportunities for 

appropriate social skill modeling examples to use with students who are visually 
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impaired, thus providing high expectations and realistic behaviors for social interaction. 

The SSRS would also provide an instrument for state and federal accountability for 

establishing baseline data of strengths and needs areas in order to identify student social 

skill outcomes. 

Social skills should be assessed using several methods. For example, the SSRS 

should be combined with observation and interview assessment strategies to provide 

triangulation of methodology for the best results. These methods could be based on the 

SSRS item and skill areas to develop criteria for each. Observations will provide the 

teacher of the visually impaired with confirmation of any of the need areas resulting from 

the SSRS scores. Interviews would allow the teacher of the visually impaired to gain 

more information/clarification of specific SSRS items and additional social skill 

behaviors not mentioned on the SSRS. For example, the item "accepts people who are 

different" is a highly subjective item and interpretations of what is a difference could 

differ wildly among the visually impaired population. The interviews could also include 

peers feedback for a rich description of day to day behaviors that teachers often miss, in 

addition, student interviews would give the teachers an opportunity to share information 

about problem behaviors and academic achievement (behaviors not included on the 

student form) as they relate to social .skill. These additional assessment strategies may 

fill in the questionable gaps in reliability and validity of the SSRS found in this study. 

Although this study's findings did not reveal any apparent SSRS items that are 

inappropriate for use with students who are visually impaired some caution should be 

used when interpreting the results. For instance, when scoring and item behavior on the 
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social skill or problem behavior scales a score of "never, sometimes or very often" can be 

chosen. In the case where "never" is selected, the behavior may not occur because the 

student lacks the skill or because the student has never been exposed to or encountered 

the specific situation. Another consideration worth noting is the perception of the rater. 

A response may be chosen based on differing frequency of behavior. For example, the 

student may have engaged in this behavior one time during the year or several times 

during the same day. These cautionary notes suggest that follow-up observations and 

interviews would be highly useful to clarify the resulting need areas. 

Future research using the SSRS with students who are visually impaired would be 

ftuitful. Conducting research in other states or multiple states with a bigger sample size 

would assist in building empirical evidence for the validity and utility of this instrument 

in the field. The research should be conducted with better measurement control during 

the administration of the SSRS. For example, the use of a translator for all non English 

speakers to provide uniformity of administration across ethnicities and training for 

teachers/students/parents on how to use the tool and its importance for the students who 

are visually impaired. ASDB altered the student SSRS form during the 2004 

administration in order to clarify some items. Upon discussion with the accountability 

office at ASDB these changes did not appear to change/improve the students' scores or 

ability to respond and further study is planned. 

Additional research on the SSRS should focus on the questionable findings 

related to the student form. Research questions could include whether the testing 

medium biased the ratings. Specific emphasis on the self control subscale should include 
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the following questions: 1) Why do students have a disparate view of social skills 

compared to teacher and parent views? and 2) Are these differences and low reliability 

coefficients specific to the population or does it generalize to the entire population? 

In summary, the psychometric properties of reliability and validity for the SSRS 

teacher, student, and parent forms are mixed. Some caution should be used when 

interpreting the scores of students with visual impainnents because the perceptions of 

social skill by the rater may be biased. Overall the SSRS is a viable option for screening 

and identification of strength and need areas of social skills. It can be a valuable 

instrument for lEP planning, instruction and intervention strategies when paired with 

other assessment methods such as observation and interviews. Although it has individual 

utility for our field the SSRS is not recommended for use as a sole indicator of student 

social skills. 
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Figure 1 

Student Sex By Grade 
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Figure 2 
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Figure 3 

Student FunctioHal tee of Vision 
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Figure 4 
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Appendix A 
5 Item Questionnaire 

Please use the following number scale (1-5) to rate your son or daughter with this 
evaluation. 

(1) Strongly Agree 
(2) Agree 
(3) Neutral 
(4) Disagree 
(5) Strongly Disagree 

My child participates in social activities in school. 1 2 3 4 5 

My child is able to manage him/herself during both positive and negative social 

interactions with peers. 1 2 3 4 5 

My child is responsible at school and is doing well academically. 1 2 3 4 5 

My child is able to work with others cooperatively. 1 2 3 4 5 

My child initiates social contact with peers. 1 2 3 4 5 
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5 Item Questionnaire, Spanish 

Por favor use la siguiente escala (1-5) para clasificar a su hijo o hija con esta evaluacion. 

(1) Estoy completamente de acuerdo. 
(2) Estoy de acuerdo. 
(3) Neutral 
(4) No estoy de acuerdo. 
(5) No estoy de acuerdo, de ninguna manera. 

Mi niiio/niiia participa en las actividades sociales en la escuela. 1 2 3 4 5 

Mi nifio/nifia puede mantenerse bien durante las relaciones sociales (negativas y positivas) con 

sus companeros. 1 2 3 4 5 

Mi niSto/niiia es responsible en la escuela y esta superandose academicamente. 1 2 3 4 5 

Mi nifio/nifia puede trabajar cooperativamente con otros. 1 2 3 4 5 

Mi nifio/nifia inicia contacto social con sus compafieros. 1 2 3 4 5 
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Appendix B 

Consent Letter, English 
2003 

The Use of the Social Skills Rating System as Applied to Students who are Visually Impaired 

Dear Parent/Guardian(s): 

I am conducting a study of the Social Skills Rating System and a short 5-item questionnaire in 
collaboration with the Arizona State Schools for the Deaf and Blind. You are being invited to 
voluntarily participate in the above-titled research study. The purpose of this project is to 
determine whether the Social Skills Rating System is an appropriate tool to use with students who 
are visually impaired. You are eligible to participate because you are the parent/guardian of a 
students who is visually impaired who is served by the Arizona schools for the Deaf and Blind. 
Earlier this year your son/daughter completed the Social Skills Rating System along with their 
teacher of the visually impaired. 

If you agree to participate, your participation will involve the completion of the Social Skills 
Rating System and the 5-item questionnaire that will take approximately 20-22 minutes of your 
time. I ask that you answer all of the questions whenever possible. However, you are not 
required to answer every question. Once you complete the questionnaire please return it in the 
stamped addressed envelope to the Arizona Schools for the Deaf and Blind. The data will then be 
given to me in an anonymous format. Your name will not be attached to the data. 

There are no known risks from your participation. The benefits of participation are the potential 
for the teacher of the visually impaired to better plan for student social skills development. There 
is no cost to you except for your time and you will not be compensated for your participation. 

You can obtain further information from the principal investigator, Tami Levinson at (520)-621-
1223 extension 3. If you have questions conceming your rights as a research subject, you may 
call the University of Arizona Human Subjects Protection Program office at (520)-626-6721. 

You may request a copy of the Social Skills Rating System and the 5-item questionnaire in 
alternative format (e.g., braille, large print, Spanish, Navajo) by contacting Tami Levinson at 
520-621-1223 extension 3 or by e-mail (tslevins@u.arizona.edu). 

By completing the Social Skills Rating System and 5-item questionnaire, you are giving 
permission for the investigator to use your information for research purposes. 

Thank you, 

Tami Levinson, Doctoral Candidate 
University of Arizona 

mailto:tslevins@u.arizona.edu
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Consent Letter, Spanish 
Carta de Padre/Madre de Familia 

2003 

Resultados de el uso del Sistema Para Averigoar Sob re las Habiliades Sociales de estudiantes con 
danos visuales. 

Estimado Padre/Madre de familia: 

Estoy dirigiendo un estudio sobre los resultados del Sistema Para Medir Las Habilidades Sociales y una 
corta encuesta de 5 preguntas con la colaboracion de las escuelas del estado de Arizona para estudiantes 
ciegos y sordos. Estamos invitandolo a participar voluntariamente en el estudio de esta investigacion. El 
proposito de este proyecto es determinar si el "Sistema Para Medir Las Habilidades Sociales" de los 
estudiantes es apropriado para usar con estudiantes que tienen daiios visuales. Usted es elegible para 
participar porque es padre/madre/guardian de un estudiante con danos visuales que atiende a las escuelas de 
Arizona para sordos y ciegos. A principos del ano su hijo/bija completo este sistema junto con su 
maestro(a). 

Si listed esta de acuerdo en ser parte de esta encuesta, su participacion involucrara el completar el Sistema 
de Haiblidades Sociales y la encuesta de 5 preguntas que tomaran aproximadamente 20 a 22 minutos de su 
tiempo. Le pido que usted conteste todas las preguntas siempre que le sea posible. Sin embargo, no se le 
exige que conteste cada pregunta. Una vez que usted baya completado la encuesta, per favor envie la 
respuesta en el sobre con estampilla y membretado dirigido a "Arizona Schools for the Deaf and Blind." La 
informacion que usted mande me sera enviada a mi en una forma anonima. Su nombre no estara incluido 
en esa informacion. 

No hay riego conocido por participar en esta encuesta. Los beneficios de participacion son muchos, ya que 
el maestro(a) de los estudiantes con dafios visuales podra mejorar su preparacion para facilitar el desarrollo 
de habilidades sociales. No hay costo alguno para usted salvo su tiempo y usted no recibira compensacion 
por su participacion. 

Usted puede obtener mas informacion de la investigadora principal, Tami Levinson llamando a (520)- 621-
1223 extension 3. Si usted tiene preguntas que involucran sus derechos como sujeto de esta investigacion, 
usted puede llamar a la Universidad, Programa de Proteccion de Sujetos Humanos en el niimero de la 
oficina: (520) 626-6721. 

Usted puede pedir una copia del Sistema Para Medir Habilidades Sociales y de la encuesta de 5 preguntas 
en un formato altemativo (por ejemplo, braille, impresion grande, espanol, Navajo) llamando a Tami 
Levinson a; (520) 621-1223 extension 3 o por correo electronico (tslevins@u.arizona,edu). 

Cuando usted complete el Sistema Para Medir Habilidades Sociales y la encuesta de 5 preguntas, usted 
estara dando permiso para que la investigadora use su informacion para los propositos de esta 
investigacion. 

Muchas Gracias. 

Tami Levinson, Candidata Doctoral, 
Universidad de Arizona 
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Consent Letter, Navajo 
2003 

The Use of the Social Skills Rating System as Applied to Students who are Visually Impaired 

Dear Parent/Guardian(s); 

I am conducting a study of the Social Skills Rating System and a short 5-item questionnaire in 
collaboration with the Arizona State Schools for the Deaf and Blind. You are being invited to 
voluntarily participate in the above-titled research study. The purpose of this project is to 
determine whether the Social Skills Rating System is an appropriate tool to use with students who 
are visually impaired. You are eligible to participate because you are the parent/guardian of a 
students who is visually impaired who is served by the Arizona schools for the Deaf and Blind. 
Earlier this year your son/daughter completed the Social Skills Rating System along with their 
teacher of the visually impaired. 

If you agree to participate, your participation will involve the completion of the Social Skills 
Rating System and the 5-item questionnaire that will take approximately 20-22 minutes of your 
time. I ask that you answer all of the questions whenever possible. However, you are not 
required to answer every question. Once you complete the questionnaires please return them in 
the stamped addressed envelope to the Arizona Schools for the Deaf and Blind. You are 
welcome to keep the cassette tape and cassette player whether you choose to participate or not. If 
you do not want to keep the cassette tape or cassette player, please retum them by mail to the 
Arizona State School for the Deaf and Blind care of the Accountability Office. The data will then 
be given to me in an anonymous format. Your name will not be attached to the data. 

There are no known risks from your participation. The benefits of participation are the potential 
for the teacher of the visually impaired to better plan for student social skills development. There 
is no cost to you except for your time and you will not be compensated for your participation. 

You can obtain further information from the principal investigator, Tami Levinson at (520)-621-
1223 extension 3. If you have questions concerning your rights as a research subject, you may 
call the University of Arizona Human Subjects Protection Program office at (520)-626-6721. 

You may request a copy of the Social Skills Rating System and the 5-item questionnaire in 
alternative format (e.g., braille, large print, Spanish, Navajo) by contacting Tami Levinson at 
520-621-1223 extension 3 or by e-mail (tslevins@u.arizona.edu). 

By completing the Social Skills Rating System and 5-item questionnaire, you are giving 
permission for the investigator to use your information for research purposes. 

Thank you, 

Tami Levinson, Doctoral Candidate 
University of Arizona 

mailto:tslevins@u.arizona.edu
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Appendix C 

Teacher Form - Elementary Level 
Social Skills 

1. Controls temper in conflict situations with peers. 
2. Introduces herself or himself to new people without being told. 
3. Appropriately questions rules that might be unfair. 
4. Compromises in conflict situations by changing own ideas to reach agreement. 
5. Responds appropriately to peer pressure. 
6. Says nice things about himself or herself when appropriate. 
7. Invites others to join in activities. 
8. Uses free time in an acceptable way. 
9. Finishes class assignments within time limits. 
10. Make friends easily. 
11. Responds appropriately to teasing by peers. 
12. Controls temper in conflict situations with adults. 
13. Receives criticism well. 
14. Initiates conversations with peers. 
15. Uses time appropriately while waiting for help. 
16. Produces correct school work. 
17. Appropriately tells you when he or she thinks you have treated him or her 

unfairly. 
18. Accepts peers' ideas group activities 
19. Gives compliments to peers. 
20. Follows your directions. 
21. Puts work materials or school property away. 
22. Cooperates with peers without prompting. 
23. Volunteers to help peers with classroom tasks. 
24. Joins ongoing activity or group without being told to do so. 
25. Responds appropriately when pushed or hit by other children. 
26. Ignores peer distractions when doing class work. 
27. Keeps desk clean and neat without being reminded. 
28. Attends to your instructions. 
29. Easily makes transition from one classroom activity to another. 
30. Gets along with people who are different. 

Problem Behaviors 
31. Fights with others. 
32. Has low self-esteem. 
33. Threatens or bullies others. 
34. Appears lonely. 
35. Is easily distracted. 
36. InteiTupts conversations of others. 

37. Disturbs ongoing activities. 
38. Shows anxiety about being with a group of children. 
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39. Is easily embarrassed. 
40. Doesn't listen to what other say. 
41. Argues with others. 
42. Talks back to adults when corrected. 
43. Gets angry easily. 
44. Has temper tantrums. 
45. Like to be alone. 
46. Acts sad or depressed. 
47. Acts impulsively. 
48. Fidgets or moves excessively. 

Academic Competence 
49. Compared with other children in my classroom the overall academic 

performance of this child is; 
50. In reading, how does this child compare with other students? 
51. In mathematics, how does this child compare with other students? 
52. In terms of grade-level expectations, this child's skills in reading are; 
53. In terms of grade-level expectations, this child's skills in mathematics are; 
54. This child's overall motivation to succeed academically is: 
55. This child's parental encouragement to succeed academically is; 
56. Compared with other children in my classroom this child's intellectual 

functioning is; 
57. Compared with other children in my classroom this child's overall classroom 

behavior is; 

Parent Form - Elementary Level 
Social Skills 

1. Uses free time at home in acceptable way. 
2. Keeps room neat and clean without being reminded. 
3. Speaks in appropriate tone of voice at home. 
4. Joins group activities without being told to. 
5. Introduces herself or himself to new people without being told. 
6. Responds appropriately when hit or pushed by other children. 
7. Asks sales clerk for infonnation or assistance. 
8. Attends to speakers at meetings such as in church or youth groups. 
9. Politely refuses unreasonable requests from others. 
10. Invites others to your home. 
11. Congratulates family members on accomplishments. 
12. Makes friends easily. 
13. Shows interest in a variety of things. 
14. Avoids situations that are likely to result in trouble. 
15. Puts away toys or other household property. 
16. Volunteers to help family members with tasks. 
17. Receives criticism well. 
18. Answers the phone appropriately. 
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19. Helps you with household tasks without being asked. 
20. Appropriately questions household rules that may be unfair. 
21. Attempts household tasks before asking for your help. 
22. Controls temper when arguing with other children. 
23. Is liked by others. 
24. Starts conversations rather than waiting for others to talk first. 
25. Ends disagreements with you calmly. 
26. Controls temper in conflict situations with you. 
27. Gives compliments to friends or other children in the family. 
28. Complete household tasks within reasonable time. 
29. Asks permission before using another family member's property. 
30. Is self-confident in social situations such as parties or group outings. 
31. Requests permission before leaving the house. 
32. Responds appropriately to teasing from friends or relatives of his or her own age. 
33. Uses his time appropriately while waiting for your help with homework or some 

other task. 
34. Accepts friends' ideas for playing. 
35. Easily changes from one activity to another. 
36. Cooperates with family members without being asked to do so. 
37. Acknowledges compliments or praise from friends. 
38. Reports accidents to appropriate persons. 

Problem Behavior 
39. Fights with others. 
40. Acts sad or depressed. 
41. Appears lonely. 
42. Has low self-esteem. 
43. Threatens or bullies others. 
44. Disturbs ongoing activities. 
45. Shows anxiety about being with a group of children. 
46. Argues with others. 
47. Fidgets or moves excessively 
48. Disobeys rules or requests. 
49. Talks back to adults when corrected. 
50. Acts impulsively. 
51. Doesn't listen to what other say. 
52. Is easily embarrassed. 
53. Is easily distracted. 
54. Gets angry easily. 
55. Has temper tantrums. 



Student Form- Elementary Level 
Social Skills 

1. I make friends easily. 
2. I smile, wave, or nod at others. 
3. I ask before using other people's things. 
4. 1 ignore classmates who are clowning around in class. 
5. I feel soiTy for others when bad things happen to them. 
6. I tell others when I am upset with them. 
7. I disagree with adults without fighting and arguing. 
8. I keep my desk clean and neat. 
9. I am active in school activities such as sports or clubs. 
10.1 do my homework on time. 
11.1 tell new people my name without being asked to tell it. 
12.1 control my temper when other people are angry with me. 
13.1 politely question rules that may be unfair. 
14.1 let friends know I like them by telling or showing them. 
15.1 listen to adults when they are talking to me. 
16.1 show that 1 like compliments or praise from friends. 
17.1 listen to friends when they talk about problems they are having. 
18.1 avoid doing things with others that may get me in trouble with adults. 
19.1 end fights with my parents calmly. 
20.1 say nice things to others when they have done something well. 
21.1 listen to the teacher when a lesson is being taught. 
22.1 finish classroom work on time. 
23.1 start talks with class members. 
24.1 tell adults when they have done something for me that 1 like. 
25.1 follow the teacher's directions. 
26.1 try to understand how my friends feel when they are angry, upset, or sad. 
27.1 ask friends for help with my problems. 
28.1 ignore other children when they tease me or call me names. 
29. I accept people who are different. 
30.1 use my free time in a good way. 
31.1 ask classmates to join in an activity or game. 
32.1 use nice tones of voice in classroom discussions. 
33.1 ask adults for help when other children try to hit me or push me around. 
34.1 talk things over with classmates when there is a problem or an argument. 
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Teacher Form - Secondary Level 
Social Skills 

1. Produces correct school work. 
2. Keeps his or her work area clean without being reminded. 
3. Responds appropriately to physical aggression from peers. 
4. Initiates conversations with peers. 
5. Volunteers to help peers on classroom tasks. 
6. Politely refuses unreasonable requests from others. 
7. Appropriately questions rules that may be unfair. 
8. Responds appropriately to teasing by peers. 
9. Accepts peers' ideas for group activities. 
10. Appropriately expresses feelings when wronged. 
11. Receives criticism well. 
12. Attends to your instructions. 
13. Uses time appropriately while waiting for your help. 
14. Introduces himself or herself to new people without being told to. 
15. Compromises in conflict situations by changing own ideas to reach agreement. 
16. Acknowledges compliments or praise from peers. 
17. Easily makes transition from one classroom activity to another. 
18. Controls temper in conflict situations with peers. 
19. Finishes class assignments within time limits. 
20. Listens to classmates when they present their work ideas. 
21. Appears confident in social interactions with opposite-sex peers. 
22. Invites others to join in activities. 
23. Controls temper in conflict situations with adults. 
24. Ignores peer distractions when doing class work. 
25. Stands up for peers when they have been unfairly criticized. 
26. Puts work materials or school property away. 
27. Appropriately tells you when he or she thinks you have treated him or her 

unfairly. 
28. Gives compliments to members of the opposite sex. 
29. Complies with your directions. 
30. Responds appropriately to peer pressure. 

Problem Behaviors 
31. Likes to be alone. 
32. Fights with others. 
33. Is easily embarrassed. 
34. Argues with others. 
35. Threatens or bullies others. 
36. Talks back to adults when corrected. 
37. Has temper tantrums. 
38. Appears lonely. 
39. Gets angry easily. 
40. Shows anxiety about being with a group of children. 
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41. Acts sad or depressed. 
42. Has low self-esteem. 

Academic Competence 
43. Compared with other children in my classroom, the overall academic 

performance of this child is; 
44. In reading, how does this child compare with other students? 
45. In mathematics, how does this child compare with other students? 
46. In terms of grade-level expectations, this child's skills in reading are: 
47. In terms of grade-level expectations, this child's skills in mathematics are: 
48. This child's overall motivation to succeed academically is: 
49. This child's parental encouragement to succeed academically is: 
50. Compared with other children in my classroom this child's intellectual 

functioning is: 
51. Compared with other children in my classroom this child's overall classroom 

behavior is: 

Parent Form - Secondary Level 
Social Skills 

1. Starts conversations rather than waiting for others to talk first. 
2. Helps you with household tasks without being asked. 
3. Attempts household tasks before asking for your help. 
4. Participates in organized activities such as sports or clubs. 
5. Politely refuses unreasonable requests from others. 
6. Introduces herself or himself to new people without being told. 
7. Uses free time at home in an acceptable way. 
8. Says nice things about himself or herself when appropriate. 
9. Responds appropriately to teasing from friends or relatives of his or her own age. 
10. Responds appropriately when hit or pushed by other children. 
11. Volunteers to help family members with tasks. 
12. Invites others to your home. 
13. Avoids situations that are likely to result in trouble. 
14. Makes friends easily. 
15. Keeps room neat and clean without being reminded. 
16. Completes household tasks within reasonable time. 
17. Shows concern for friends and relatives of his or her own age. 
18. Controls temper in conflict situations with you. 
19. Ends disagreements with you calmly. 
20. Speaks in appropriate tone of voice at hom e. 
21. Acknowledges compliments or praise from friends. 
22. Controls temper when arguing with other children. 
23. Appropriately expresses feelings when wronged. 

24. Follows rules when playing games with others. 
25. Attends to your instructions. 
26. Joins group activities without being told to. 
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27. Compromises in conflict situations by changing own ideas to reach agreement. 
28. Puts away belongings or other household property. 
29. Waits turn in games or other activities. 
30. Uses time appropriately while waiting for your help with homework or some 

other task. 
31. Receives criticism well. 
32. Informs you before going out with friends. 
33. Follows household rules. 
34. Is self-confident in social situations such as parties or group outings. 
35. Shows interest in a variety of things. 
36. Reports accidents to appropriate persons. 
37. Is liked by others. 
38. Answers the phone appropriately. 
39. Asks sales clerk for information or assistance. 
40. Appears self-confident in social interactions with opposite-sex friends. 

Problem Behavior 
41. Likes to be alone. 
42. Fights with others. 
43. Is easily embarrassed. 
44. Argues with others. 
45. Threatens or bullies others. 
46. Talks back to adults when corrected. 
47. Has temper tantrums. 
48. Appears lonely. 
49. Gets angry easily. 
50. Shows anxiety about being with a group of children. 
51. Acts sad or depressed. 
52. Has low self-esteem. 
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Student Form - Secondary Level 
Social Skills 

1. 1 make friends easily. 
2. I say nice things to others when they have done something well. 
3. I ask adults for help when other children try to hit me or push me around. 
4. I am confident on dates. 
5. I try to understand how my friends feel when they are angry, upset, or sad. 
6. I listen to adults when they are talking to me. 
7. I ignore other children when they tease me or call me names. 
8. I ask friends for help with my problems. 
9. I ask before using other people's things. 
10.1 disagree with adults without fighting and arguing. 
11.1 avoid doing things with others that may get me in trouble with adults. 
12.1 feel sorry for others when bad things happen to them. 
13.1 do my homework on time. 
14.1 keep my desk clean and neat. 
15.1 do nice things for my parents like helping them with household chores without 

being asked. 
16.1 am active in school activities such as sports or clubs. 
17.1 finish classroom work on time. 
18.1 compromise with parents or teachers when we have disagreements. 
19.1 ignore classmates who are clowning around in class. 
20.1 ask someone I like for a date. 
21.1 listen to friends when they talk about problems they are having. 
22.1 end fights with my parents calmly. 
23.1 give compliments to members of the opposite sex. 
24.1 tell other people when they have done something well. 
25.1 smile, wave, or nod at others. 
26.1 start conversations with opposite-sex friends without feeling uneasy or nervous. 
27.1 accept punishment from adults without getting mad. 
28.1 let friends know I like them by telling or showing them. 
29.1 stand up for my friends when they have been unfairly criticized. 
30.1 invite others to join in social activities. 
31.1 use my free time in a good way. 
32.1 control my temper when other people are angry with me. 
33.1 get attention from members of the opposite-sex without feeling embarrassed. 
34.1 take criticism from my parents without getting angry. 
35.1 follow the teacher's directions. 
36.1 use nice tones of voice in classroom discussions. 
37. I ask friends to do favors for me. 
38.1 start talks with classroom members. 
39.1 talk tilings over with classmates when there is a problem or an argument. 
(Gresham & Elliott, 1990) 



Appendix D 
SSRS Elementary Teacher Form 
Item Mean Norm t value 
# Mean 
1 1.53 1.39 1.72 
2 .94 .92 .23 
3 .84 .98 -2.02* 
4 .95 1.22 -3.31* 
5 1.27 1.35 -1.08 
6 1.23 1.14 1.10 
7 1.16 1.26 -1.14 
8 1.48 1.45 .34 
9 1.23 1.54 -4.30* 
10 1.26 1.47 -2.83* 
11 1.23 1.14 1.08 
12 1.57 1.53 .52 
13 1.29 1.24 .61 
14 1.34 1.51 -2.33* 
15 1.24 1.35 -1.33 
16 1.29 1.60 -4.10* 
17 .98 1.00 -.18 
18 1.42 1.48 -.86 
19 1.12 1.06 .81 
20 1.58 1.61 -.46 
21 1.45 1.59 -2.07* 
22 1.45 1.53 -1.10 
23 1.31 1.33 -.26 
24 1.09 1.43 -4.40* 
25 1.25 1.25 0.00 
26 1.25 1.19 .68 
27 1.14 1.32 -1.91 
28 1.60 1.60 -.04 
29 1.64 1.55 1.39 
30 1.69 1.47 3.55* 
31 .34 .43 -1.26 
32 .58 .58 .03 
33 .22 .29 -1.19 
34 .60 .49 1.39 
35 .93 .83 1.08 
36 .70 .59 1.14 
37 .42 .37 .79 
38 .40 .40 -.05 
39 .59 .91 -4.27* 
40 .61 .67 -.83 



41 .60 .69 -1.13 
42 .58 .39 2.59* 
43 .49 .41 1.06 
44 .33 .24 1.36 
45 .85 .71 1.82 
46 .43 .43 .01 
47 .44 .61 -2.18* 
48 .62 .58 .42 
49 3.00 3.55 -3.66* 
50 3.00 3.47 -2.88* 
51 2.79 3.52 -4.36* 
52 2.63 3.44 -4.62* 
53 2.55 3.49 -5.35* 
54 3.35 3.65 -1.96 
55 3.36 3.95 -3.46* 
56 3.34 3.63 -1.87 
57 3.90 3.80 .65 
* p <.05 



Appendix E 
SSRS Elementary Parent Form 
Item Mean Norm t value 
# Mean 
1 1.38 1.48 -.89 
2 .88 .82 .36 
3 1.48 1.50 -.16 
4 1.00 1.34 -2.53* 
5 1.04 .86 1.19 
6 1.08 1.22 -1.15 
7 .96 .97 -.09 
8 .92 1.14 -1.53 
9 1.17 1.07 .87 
10 .96 1.51 -3.92* 
11 1.17 1.39 -1.72 
12 1.50 1.64 -1.16 
13 1.38 1.75 -3.19* 
14 1.22 1.33 -.81 
15 1.21 1.21 -.01 
16 1.17 1.23 -.41 
17 1.00 1.01 -.08 
18 1.21 1.62 -2.59* 
19 .78 1.02 -1.90 
20 .79 1.15 -2.67* 
21 .74 1.09 -3.11* 
22 1.00 1.20 -1.92 
23 1.83 1.81 .20 
24 1.17 1.38 -1.37 
25 1.32 1.21 .79 
26 1.04 1.14 -.70 
27 1.13 1.22 -.76 
28 .83 1.20 -2.82* 
29 1.17 1.30 .86 
30 1.21 1.42 -1.58 
31 1.33 1.69 -2.49* 
32 1.13 1.08 .41 
33 1.13 1.21 -.61 
34 1.04 1.42 -2.35* 
35 1.29 1.63 -2.40* 
36 1.25 1.37 -1.33 
37 1.30 1.51 -1.55 
38 1.21 1.72 -3.48* 
39 .79 .78 .09 
40 .67 .52 1.27 



41 .50 .46 .33 
42 .39 .62 -1.88 
43 .21 .30 -1.08 
44 .46 .42 .37 
45 .43 .53 -.90 
46 .67 .97 -2.33* 
47 .96 .83 .84 
48 .84 .77 .56 
49 .48 .72 -1.84 
50 .63 .84 -1.63 
51 .68 .85 -1.36 
52 .52 1.09 -3.99* 
53 1.04 .89 .99 
54 .67 .72 -.41 
55 .38 .58 -1.74 
*p < .05 



Appendix F 
SSRS Elementary Student Form 

SSRS Item Norm t value 
Item Mean Item 
# Mean 
1 1.41 1.34 .87 
2 1.25 1.51 -2.77* 
3 1.58 1.70 1.69 
4 1.25 1.18 .80 
5 1.49 1.57 -1.06 
6 1.03 1.13 -.89 
7 1.08 1.12 -.36 
8 1.33 1.21 1.22 
9 1.05 1.38 -3.20* 
10 1.49 1.45 .51 
11 1.00 1.04 -.41 
12 1.29 1.01 3.31* 
13 1.08 1.03 .55 
14 1.58 1.47 1.45 
15 1.71 1.60 1.74 
16 1.59 1.46 1.73 
17 1.57 1.52 .60 
18 1.51 1.33 2.41* 
19 1.31 1.10 2.04* 
20 1.61 1.52 1.32 
21 1.78 1.55 4.22* 
22 1.46 1.39 1.03 
23 1.38 1.27 1.20 
24 1.64 1.56 1.18 
25 1.71 1.59 2.05* 
26 1.42 1.50 -.99 
27 1.24 1.14 1.03 
28 1.31 1.10 2.42* 
29 1.76 1.54 3.40* 
30 1.58 1.34 3.06* 
31 1.32 1.38 -.65 
32 1.64 1.47 2.58* 
33 1.31 .89 4.26* 
34 1.19 1.08 1.07 

*p < .05 



Appendix G 
SSRS Secondary Teacher Form 
Item Mean Norm t value 
# Mean 
1 1.44 1.62 -2.60* 
2 1.31 1.61 -3.60* 
3 1.37 1.31 .82 
4 1.29 1.43 -1.80 
5 .96 1.15 -2.09* 
6 1.24 1.30 -.90 
7 1.01 1.06 -.59 
8 1.14 1.33 -2.38* 
9 1.45 1.54 -1.27 
10 1.19 1.22 -.44 
11 1.21 1.44 -3.03* 
12 1.61 1.71 -1.69 
13 1.16 1.45 -3.54* 
14 .73 1.06 -4.02* 
15 1.02 1.22 -2.45* 
16 1.29 1.41 -2.00* 
17 1.62 1.63 -.13 
18 1.48 1.52 -.60 
19 1.32 1.61 -3.80* 
20 1.40 1.65 -3.12* 
21 1.23 1.32 -1.10 
22 .94 1.19 -3.59* 
23 1.42 1.57 -2.08* 
24 1.18 1.39 -2.60* 
25 .74 1.11 -4.54* 
26 1.41 1.63 -2.83* 
27 .95 1.06 -1.41 
28 .69 1.16 -5.99* 
29 1.65 1.72 -1.26 
30 1.24 1.42 -2.34* 
31 .96 .79 2.28* 
32 .34 .26 1.29 
33 .68 .85 -2.31* 
34 .52 .52 .05 
35 .20 .23 -.45 
36 .49 .31 2.51* 
37 .33 .22 1.71 
38 .59 .51 1.06 
39 .43 .39 .60 
40 .27 .45 -3.40* 



41 ,50 .44 .82 
42 .59 .57 .26 
43 3.34 3.58 -1.56 
44 3.26 3.70 -2.71* 
45 3.21 3.56 -2.29* 
46 2.86 3.77 -5.51* 
47 2,90 3.66 -4.69* 
48 3.38 3.74 2.27* 
49 3.40 3.99 -3.84* 
50 3.38 3.72 -2.42* 
51 3,97 3,98 -.05 
* p < .05 



Appendix H 
SSRS Secondary Parent Foim 
Item Mean Norm t value 
# Mean 
1 1.41 1.20 2.05* 
2 .95 1.07 -1.08 
3 1.02 1.02 .06 
4 .95 1.41 -3.80* 
5 1.02 1.20 -1.63 
6 1.00 .95 .38 
7 1.33 1.37 -.43 
8 1.08 1.13 -.61 
9 1.20 1.32 -1.11 
10 1.23 1.33 -1.06 
11 1.15 1.13 .16 
12 .80 1.42 -5.42* 
13 1.30 1.51 -1.84 
14 1.27 1.54 -2.75* 
15 .93 .98 -.46 
16 LIO 1.34 -2.26* 
17 1.63 1.70 -.71 
18 1.27 1.26 .15 
19 1.22 1.31 -.95 
20 1.41 1.50 -.94 
21 1.49 1.51 -.21 
22 1.23 1.29 -.59 
23 1.18 1.36 -1.75 
24 1.58 1.78 -2.18* 
25 1.38 1.57 -2.28* 
26 .93 1.32 -3.81* 
27 1.03 1.07 -.37 
28 1.12 1.22 -.93 
29 1.49 1.78 -2.77* 
30 1.15 1.30 -1.60 
31 1.02 1.06 -.38 
32 1.37 1.88 -3.85* 
33 1.44 1.62 -1.64 
34 1.05 1.51 -3.99* 
35 1.45 1.69 -2.38* 
36 1.41 1.72 -2.71* 
37 1.56 1.83 -3.01* 
38 1.35 1.74 -3.08* 
39 1.30 1.21 .75 
40 1.07 1.41 -3.15* 



41 1.08 1.02 .53 
42 .55 .53 .21 
43 1.02 1.12 -.86 
44 .68 .91 -3.13* 
45 .20 .29 -1.41 
46 .65 .69 -.41 
47 .57 .47 1.21 
48 .75 .50 1.96 
49 .68 .73 -.53 
50 .65 .53 1.15 
51 .57 .60 -.25 
52 .60 .60 .000 
*p<.05 



Appendix 1 
SSRS Secondary Student Form 

SSRS Item Norm t value 
Item # Mean Item Mean 
1 1.41 1.48 -1.10 
2 1.51 1.51 .07 
3 .88 .48 4.16* 
4 1.12 1.31 -2.08* 
5 1.50 1.52 -.29 
6 1.49 1.45 .61 
7 1.21 1.11 1.21 
8 1.25 1.01 3.02* 
9 1.70 1.59 1.89 
10 1.16 1.01 1.83 
11 1.44 1.30 2.06* 
12 1.61 1.62 -.08 
13 1.33 1.40 -.95 
14 1.40 1.12 3.40* 
15 1.31 1.14 2.17* 
16 1.14 1.21 -.82 
17 1.41 1.42 -.19 
18 1.24 .78 6.21* 
19 1.22 1.49 -3.42* 
20 .84 1.33 -4.98* 
21 1.57 1.21 5.01* 
22 1.21 1.02 2.47* 
23 1.19 1.29 -1.12 
24 1.42 1.43 -.14 
25 1.45 1.71 -3.90* 
26 1.14 .86 3.25* 
27 1.06 1.16 -1.20 
28 1.34 1.17 2.13* 
29 1.49 1.50 -.20 
30 1.40 .77 8.16* 
31 1.47 1.19 4.44* 
32 1.29 1.45 -2.15* 
33 1.06 1.22 -1.75 
34 1.13 1.01 1.46 
35 1.59 1.58 .09 
36 1.66 1.46 3.25* 
37 1.27 1.38 -1.55 
38 1.34 1.37 -.37 
39 1.20 1,12 1.13 

*p < .05 
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