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ABSTRACT .

The purposes of this paper are: (1) to identify uses
of the term social competence for preschool and early school
children, with origins directly in research, and (2) to formulate a
definition of social competence reflecting consensus across three
different research perspectives. From an ethnological perspective,
social competence consists of adaptive interactions in the natural
environment provided by classrooms. The second research perspective
construes competence in the framework of structural theory of )
personality and as dimensions or clusters of task oriented behavior,
extroversion, or the use of opportunities in the classroom. The
social theory perspective analyzes competence as ability to assume
roles and to express varied repertoires pursuant to goal attainment.
Theory, background, definitiqn of behavior, methodology, and related
research for each perspective is included. A modified definition of
social competence emerges from the combination of the "three separate
perspectives and includes such concepts as purposiveness,

adaptiveness, flexibility, and analysis of rules governing social
interactions. (Author/DE)
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Usesofthetemsoclalcatpebencevaryconszderablyduetomal

-dlfferelmsofopmlmabmtthenahmeamscopeofpos;tlvebehanorsbut
also due to differences of approach. 'meabsenceofagreelmztorrauonale i

for wnifying these altemative views producés a lack of clarity in the
field that limits the analysis of relationships with other variables and "
the design of ir.struction to encourage campetence. The purposes ofthls ﬂ
paperaretomenta.fyusesofthetemsoclalcmpetememthongms
directly ir research and to formulate a definition reflecting consensus
across different research perspectives. {

Because definitions of social competence have been so varied,
sanetimes including health (Zigler, 1973) and personal mamtenance
(Anderson and Messick, 1973), this review will be limited to approaches
that fall within fairly circumscribed criteria. The focus will be on
chiidren in the preschool or early school vears although much of the dis~
cussion can be generalized to older childrén. Tentatively, social campetence
will be defined as productive and mitually satisfying interactions between
ane child and peers or adults. - i’mductive interactions attain personal
goals of the child, whethoer immediately or in the long run, which are
adaptive in classrocm settings. Interactions will be satisfying to the
child when goals are attaJ:ned, and to the others if actions in pursuit

of the goals are received in either a Serign or gositive manner.
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~ Areas excluded from this review are definitions of pos:.t:.ve behaviors
or competence that have not generated research in classrooms. Among these
are the well-known views of R. W. White (1958) and M. B. Smith (1968)
suggesting an intrinsic motivation for carpetence or mastery. Another
example is instrumentation identified under the la;bel social competency
but not associated with a background of research (e.g., levine, Elzey,
and Lewis, 1969). | B

'meswdyofsoc;alcmpetemelsmportarrtforfaxreasons First,
behaviors associated witn social or interpersonal carpetence are required
for participation in sociy. Teachers and parents rate social skills,
goal directedness, and emotional stability as more likely to lead to school
and life success than variables such as IQ and aptitide (Getzels and
Jackson, 1961). Second, variables associated with social campetence may
enhance predictability of academic success beyond information solely from
the cognitive realm (Catiell, Sealy, and Sweney, 19€6; Holland, 1960;
G. M. Smith, 1967; 1969; 1970). Third, the study of social competence

encourages understanding of an integrated area of human behavior that shows

a more camplete picture of social development than is afforded by more
isolated camponents, such as empathy or locus of control. Finally, analysis
of campetence suggests behavioral camponents that may clarify the nature

of self-esteem. -

At least three research pex_:spectives on-social oatpetence can be
identified. First is the ethological view that social competence consists
of adaptive interactions in the natural environment provided by classremxs.
A second view construes campetence in the framework of structuralltheory
of personality that attempts to integrate descriptive f_eawres of behavior.
The final view analyzes competence with social theories of behaviors under-

- lyitg purposive mteractions
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Associated with each perspective is (1) a theory and background for
expectations of campetence; (2) a dc_afinition of the behaviors and the
methodology used; and (3) related research denoting correlates of the
behavicrs, including sex differences and ‘predictions of other performance.

An Ethological View of Campetence -

Definitions of competence should reflect the extent to which

behavior is adaptive in the enviromment where it occurs. Competent as
- contrasted with non-campetent individuals possess a variety of skills
that enable them to adapt across a variety of settings. The analysis of
campetence in the classroam setting is particularly important becausel
societal expectations for performmance require children to adapt to educational
contexts. An ethological analysis of campetence in classrooms s}mﬂ.d '

produce a better understanding of these adaptive skills.
'meoqLand Backgrournd

- Ethology identifies the mechanisms underlying behavior patterns
having evolutionary significance within given ecological conditions. The
evolutionary significance of behavior is determinsd by the degree to which
the patterns appear to contribute to species survival or are adaptive.
Specification of the ecological conditions or environment under which
the behavior occurs is important since the adaptability of patterns may
vary across settings. - -

The full spectrum of ethology has been translated into six major
questions: (1) What is the natgm;'e and frequency of behavior patterns the
organism employs? (2) Under what internal and external stimilus conditions
are they employed? (3) What individual and species functions do such behavior
patterns serve? (4) How do such patterns came to exist phylogenetically
or ontogen_etically? (5) what neurophysiological and endicronological
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mechanisms underlie such patterns? and (6) What status and distribution do
such patterns have in other species? An implied sequence in the study of
behavior is indicated by these questions such that early investigations
are "observational, inventory-descriptive, and correlational; the second
phase more experimentally and psychametrically interventive and manipulative"
(Charlesworth, 1973, p.3). ‘ -
The ethological approach can be readily adapted to psychological

- analysis leading to a camprehensive understanding of behavior. Throughout
the investigation the emphasis is on understanding behavior in its natural
context or nearly so as might be similated in a laboratory. The degree of
an individual investigator's interest in comparative issues will influence
the number of questions addressed from the above list.
Definition and Methodology

During the mid-sixties, an ethological investigation was initiated
to define behaviors considered adaptive for preschool children in the
classroom as a prior step to creating new curricula, which was being done
elsewhere in profusion. The Harvard Preschool Project (B. L. White,
Kaban, Marimor, and Shapiro, 1972) started with the assumption that so
little was known about adaptive child behavior in the ecology of class-
roams that the formulation of curriculum goals should be supported by an
ethological analysis. Children in preschool classroams were classified
into high and low competence extreme groups based on teacher and researcher
consensus. The selection task ‘was simg;ly to identify three children who
would succeed in school and three who would not. * Anecdotal reports on
the activities of these children were collected over the next six months.
Analysis of differences between the groups on anecdotal data showed
differential representation on specific behaviors considered to be
adaptive in classrooms for preschool children.
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The behaviors were organized into an event-sanpling instrument to
assess social campetence by Ogilvie and-Shapiro (1970). Only behaviors
that differentiated the high and lo‘.n campetence groups were included. 'I‘he
instrument recorded inﬁeract;:i.ms ‘with adults—-seeking attention, utilizing
resources, expressing hostility and affection, exhibiting pride, and adult
role playing; and interactions with peers--icading and following, expressing .
hostility and affection, and competing for equipment and attex_xti_.on. Same
. of these interactions were coded as successful or unsmcessful.’f Positive
behaviors such .as utilizing resources occurred wi‘.th greater frequency among
highly campetent children, whereas hostility and unsuccessful social
imitations were more prevelent among less c;:npetent: chlldren.

Research on Campetence
Data from the social émpetence instrument were analyzed in two ways.

First, weighted frequencies of individual behaviors were summed to produce
a total campetency score with intercbserver reliabilities in the .80's
(0gilvie and Shapiro, 1970). Total campetency scores correlated near zero
with SES (B. L. White, 1974), and in a separate investigation predicted
the extent to which sex role identification is flexible, i.e., not
exclusively same-gender related (Sisson, 1973). Individual differences on
the total score reported for children as early as 10 to 18 months based on
observations collected in homes corresponé'l_ed to observed early chj:Id-
rearing practices. Extensions of this work in the Brooklyne Earlir Bduca-
tion Project resulted in an intervention apprc-aach for child-parent inter-
actions. In a second data analytic approach, factor analysis of frequencies
of observed behaviors in preschool classrooms generated two orthogonal

dimensions (Ogilvie, 1969). The first factor was Peer Interaction and
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Bgo Strength (af_fection, hostility, competing) vs. Ego.Weakness (unsuccess-
ful attention seeking, imitating. female peers, compliance); the second was
Adult Orientation and Pride (successful attention seeking, pride in
products or attributes) vs. Self-Doub: and hostility to Adults (imitating

male peers, verbal and physical mstilitir) . Although the analyses only

included data for 74 boys aged 3 to 6 years, and the resulting dimensicns
seem difficult to clearly interpret, the.factors corresponded remarkably
well with teacher ratings. Factor scores for seven of 10 boysrated
least campetent by teachers fell intheEgoWeakﬁessandSelbeubtquadrant/
and 10 of 10 children rated most competent were in the other three quadrants.
Further analyses with either approach have not been reported.

An observation instrument (Bronson, 1974) with elements similar to
the social competence instrument but based in part on t..2ories of intrinsic
motivation has been designed to assess "Executive" and social skills in
preschool children. Executive skill is competence to select tasks appro-
priate to one's ability level, to organize materials, to use effective coping
strategies, to resist distraction, to notice and correct errors or request
aid, to persist, and to attain goals. Social skills involve the ability
to control and direct one's self constructively in social situations,
particularly with reciprocity, and to influence others with socially approved
strategies. The two abilities are assumed to occur indeperdently. The

' instrument is currently employed in Bronsdn's doctoral dissertation and in

other studies although research results are not yet available.

In summary, ethological ;'zt;aalysis canbined with a psychometric approach -
in the Harvard Preschool Project produced a useful definition of competence
in temms of adaptive behaviors, such as successfully getting adult attention

and utilizing adults as resources. The instrument yields reliable total
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scores that correlate meaningfully with other variables and factor dimen-
sions with prmﬁ'.se for future investigations. The definition partially
laid the foundation for future interveni:ion efforts, as was originally
planned. The instrument's limitations s£em primarily from the vague
definition of the initial criterion on which children were assigned to

high and low groups prior to collecting anecdotal data, and the apparently
arbitrary procedure for weighting and canbim.ng frequencies to produce a
total score. Consideration of the instrument's usefulness and f.ace validity
" -may temper the impact of these criticisms. \

Structure of Personality

Analysis of broad personality constructs may provide a context for
discussing specific characteristics associated with campetence. A
personality theory that integrates a variety of constructs may reveal a
nexus of characteristics that can be identified as bearing positive
attributes. Individuals who possess these attributes would be termed
carpetent.:, vhereas their absence would be associated with non-carpetence.

Theory and Background

The structure of personality approach emerged following the suggestion
of a model for personality employing two factor-analytic dimensions:
extraversion vs. introversion and affection vs. hosti.iity. These two
bipolar factors accounted for most of the variance in personality ratings
in a variety of studies (Becker and Krug, 1964; Peterson, 1960; Schaefer,
1961). Nevertheless, the factors share a problem camon to many factor
analytic studies: limited gen;-:‘.’rality across different subjects or
stability with the same subjects across time (Schaefer, 1961).

Among the possible solutions to the limitations of factors is the
analysis of clusters of items. When positioned on a two-dimensional matrix
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with the factors as axes, clusters of items retain a stable relationship
with each other even though the pre&:ise location of the reference vectors
themselves may vary from study to study. For example, clusters defining
the following bipolar constructs have been found starting from the extra-
W axis: cooperative vs. ;iefiant hostile, loving vs. disirusting, ‘
sociable vs. withdrawn, assertive vs. submissive, and emotionally demanding
vs. calm-compliant (Becker and Krug, 1964). This "circular oxder of
complexity" or "circumplex", patterned after Guttman's (1954) radex theory,
suggests that item clusters may be of greater moment than the factors

| since their spatial arrangement is stable. Characteristics of individuals
are identified by referencing scores on constructs defined by clusters of
items.

Definitions and Research

Although most studies in this area have attempted to analyze
personality structure and its antecedents, social competence may be defined
in a variety of ways on the circumplex. Among t}xg alternatlves are: (1)
isolation of one or more quadrants based on :mpl:.c:.t expectations for
positive attributes; (2) identification of factors or constructs associated
with competence from research demonstrating correlations with other variables;
and (3) association of campetence with change over time between proximal
constructs. The first is an attempt to reach an a priori definition and
the ot'hers are research approaches. Ogllva.e s (1969) ';cf)rk revieued above
is similar to the first approa..qh. : - \

Expéctations for Positive Attributes. Structural models of personality
contain implicit expectations for mature performance. Schaefer (1961)

references a number of tw.-dimensional models fram studies of personality
that can be used to illustrate this point. The dimensions include love-

» -




hostility and dominance-submission; introversicr-extraversion and
neuroticism or love-hostility; and high activity-low act:ivit'y and approach-
withdrawal. Schaefer points to the similarity of these and dimensions

ilentified in other models. Labels such as love, extraversion, and approzch
'inply positive behaviors, whereas hostlhty, submission, introversion, and
withdrawal are negative. Thus campetence can be defined theoretically as
residing generally in a single quadrant although the labels given the
dimensions may vary.
A-similar approach is taken by Baumrind and Black (1967), whose facter
analysis of Q Sort items produced four bipolar clusters positioned on a
_two-dimensional matrix. The clusterxs zre as follows: Cooperative-Resistive, -
Affiliative-Disaffiliative, Assertive-Withdrawn, and Independent-Dependent.
Although by implication the "positively" value-laden adjectives are
expressions of competence, not until later (Baumrind, 1970) was there
a formal definition of "instrumental competence" as behavior which is
"~ (1) socially responsible—friendly rather than host:iie to peers, cooperative
rather than resistive to adults, and achievement rather than non-achieve-
ment oriented; and (2) independent--dominant rather than submissive, and
purposive rather than aimless. Baumrind supported this definition by
referencing a study in which the positive attributes were ranked hichly
by middle-class parents (Btme.ric;i,and Smoller, 1964).

The location of campetence on the cirmmplex has been explicitly
related to psychoanalytic theor.:y by Xohn and Rossman (1972a). 2An
individual ‘s way of coping Wlth interpersonal conflict implies at least
two kinds of polar oposites: active vs. passive ¢d acceptable vs. unaccept-
able or friendly vs. hostile. Kohn and Rossman uised these categories to

describe intérpersonal relations in the classroom, and "made the ...
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assumption that the positive-active sector represents campetent function-
ing and that the remaining three sectors represent three alternative types
of low-conpetent functicning” (p. 432).

| Relationships with Other Varishles, Competence can be defined empiri-
cally within a structural model by reference to correlations of factors or

—— i o i . — - -e

item clusters (constructs) with other variables. Schaefer (1971) refers
to several unpublished studies which show that teacr'sers; ratings of the
child's adjustment tend to be correlated with the two major dimensions
mthMmmplwaﬂdﬁfacwrmfmwasTaskMaﬁta-
tion, which includes perseverence and conscientiousness, vs. distractibility
and hyperactivity. Details of these studies and correlation values were
mt-pmvided. A plot of the conceptual space reportedly indicated that
child adjustment falls in the area defined by Extraversion, Low Hostility,
and Task Orientated Behavior.

Teacher ratings were used by Kohn and Rossman (1972a) to establish
concurrent validity of a social competency rating instrument based on
the psychoanalytic work described above and the structural model of
personality. Two major factors resulting from data collected on preschool
children were Use of Opportunity in the Classroam (interest, curiosity and
assertiveness) vs. Withdrawal from Opportunities (lack of interest. and
inability to elicit cooperation of peers) i and Conforming to mz.e@ and
W (living within the classroom structure and camplying with teacher
requests) vs. Nonconforming (clefiance or creation of disturbances). Ko
and Rossman xveported these factors correlate positively with those identified
by Schaefer, Droppleman, and Kalverboer (1965) and Peterson (1961). Global
ratings by teachers of a\child;"s level of functioning (a three-point scale
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consisting of well, moderately well, and poorly functioning) correlated
.63 with the first factor and .41 with the second factor. Ratings by

with coopera_tion _and campliance to routines. The two social campetency
factors were predicted to correlate inversely with corresponding factois .
derived fram ratings of hehavior problems intended to uncover the major
clmicalswptamdmdrmmnifestedmpresdmlordaymmsm.
Corresponding factors on the social campetence instrument and symptom
checklist correlated -.75 and -.79 as predlcted, while noncorresponding
factors were only modestly correlated.

Kohn and Rossman (1973) were also interested in the influence of

|
!
l teachers thus correlated more highly with the child's involvement than

social competence scores carbmed with demographic characteristics on concurrent -
cognitive functioning at the preschool levzl. In addition to their own
social competency instrument, the Schaefer rating scale (Schaefer et al.,
1965) was. used as well to assess children's behavior in the classroom. A
variety of cognitive instruments administered to children in the study
produced factors associated with visual cognition, verbal expressiveness,
motor control, and verbal cognition. Whereas demographic predictors,
especially social class and race, influenced cognitive outcomes as expected,
soc:.al—enotlonalvanablesas agroupmremreh:.ghly related to the
cognitive cutoomes than anticipated. 'mb carbined influence of demgraphic
and social variables on cognition was roughly 2 to 2-./2 times greater

than the influence of either variable alaone. The social-emotional.
.variables which accounted for the greatest proportion of variance were

Xohn and Fossman's Interest-Participation vs. Apathy Withdrawal ard

Schaefer's Task Orientation. Cooperation-Campliance vs. Anger-Defiance
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’was not related to cognition, i.e., "the extent to which the child did
or did not observe the limits, rules, and norms of the classroom was relatively
wnrelated to cognitive functioning” (p. 268).

Analyses of the ability of social-emotional variables to predict later

intellectual achievement have also been reported by Kohn and Rossman (1972b).

Interest-Participation was positively correlated with the Metropolitan
Readiness Test prior to school entry and with school achievement as measured
by teacher ratings (top, middle, or bottam standing in the classroom) and
the Metropolitan Achievement Test at the end of the first and second grade.
These results are congruent with Kohn and Rossman's (1973) analysis of

the influence of social-emotional and demographic variables on cognition
measured in preschool. However, in this study an interesting pattern
emerged differentiating boys from girls in the analyses of factor scores
on social competence, on the symptam checklist, and pooled factor scores.
Whereas none of the Cooperation-Campliance vs. Anger-Defiance scores was
significantly related to achievement for boys, scores on the pooled factors
were significantly related to achievement measures at the end of the second
grade for girls. The nonpooled factor scores followed the same general
pattern. Kohn and Rossman suggest that Anger-Defiant behavior preci-
pitates an increasingly negative relationship with the teacher that
becomes counter productive by second grade for girls but not for boys due
to the greater acceptability of this pattern for boys.

Research on Direction of'.Change. i Personality change or development in

the structural model may be used to describe movement toward campetence.
Change is predicted between adjacent constructs on the circumplex (Foa,
1968) such that individuals are expected Lo move over timé in a direction
around the circumplex rather than through the intersection of the major
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vectors. On the Becker and Krug (1964) model, for exanple, movement

fram Emotional Demanding to Assertive or to Defiant-Hostile is more
probable than movement to Calm—Cmpliar'xt, the bipolar opposite of Emotional
Pemanding. .

Evidence for direction of change on the circumplex is reported by
BEmerich (1971) in an investigation of the SW of personal-social
behaviors as part of the ETS-Head Start :I.ongitudinal study. Two rating
scales applicable to preschool settings were developed to .reprgsent
behaviors from a taxonomy of the personal-social domain, using .constructs
based largely on the Becker and Krug (1964) model. One of the. scales
was bipolar and assessed global personality dimehsions; the other was
unipolar and assessed more specific behaviors including social motives,
coping mechanisms, and activities of interest. Median interrater
reliabilities for the two instruments, respectively, were .63.and .74.

A series of analyses to detect the structure of these data revealed
two dimensions representative of the circumplex model and a third inter-
preted as Task vs. Person Orientation. Constructs identified on the

circumplex resembled the Becker and Krug model. Eighteen constructs
were reported, 10 on the circumplex, plus 5 for Task Orientation and three

for Person Orientation. A general developmental trend was demonstrated
from withdrawn to outgoing behaviors with major structural pathways
through either the Campliant-Cooperative dimension, the Defiant-Hostile
dimension, or th.e Task-Person dimension. Thus structural proximity
seemed to govern charnge, alth;J\;lgll change seemed less likely to occur 'at
the’ extremes of the Extraversion-Introversion axis on the circumplex.
Bmerich (1973) has speculated that competence may be defined in

terms of change as contrasted with static location on the circumplex. A
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child may be rated withdrewn at one time but actually be in process of change
from withdrawn to outgoing, a transition that can only be detected with sub-
sequent assessment. The same can be said of a child rated defiant-hostile.
The sector on the circurplex tcvard which change is directed may vary

among children, depending on their initial location on the circumplex.

Certainly not all individuals are in movement toward extraversion, and
not all individuals need be outgoing tobe socially competent. Expressions
of goal directedness through interpersonal contacts do not necessarily
imply a high rating on extraversion. Such expressions ;:ould occur only
wder conditions where the child sensed an urgent need to involve others
in his activities as a pathway to goal attaimment.

Movement may be more _of theoretical than practical significance
to the extent that averaged multiple ratings of personality dimensions
over time predict future performance. Digman (1972) related high school
achievement as measured by GPA to ratings of 11 personality traits
gathered in the course of a longitudinal study. Summed ratings over a
seven-year period for industriousness, a variable similar to Task Orienta-
tion as defined by Schaefer and Emmerich, when combined with SCAT scores
received prior to high school entry correlated .91 with achievement.

Whether campetence is defined in terms of change or averages across time,
the advantage is in gaining a broader representation of performance than
is allowed by a single assessment. .

In summary, competence can be defined in the structural model of
personality based on implicit- meanmgs of the labels used to identify
constructs, correlations with criterion variables, or change in construct
scores over time. Substantial evidence is available to warrant selecting

Task Orientation vs. Inattentiveness as a praminent characteristic of

00015




DL TN 777ﬁm—e.€5—

campetent irdividuals based on research presenting correlations with other
variables such as teachar ratings and subsequent achievement., Use of
Opportunities in Classroons vs. Withdrawal Fram Opportunities also seems

to correlate positively with criterion variables, as does a similar construct,
Extraversion vs. Introversion. .

Social Interaction Theory

One of the key elements in the definition of competence offered at the
opening of this paper was the process of expressing purposiveness in
‘ interpersonal contacts. This key element is addressed My in the
final approach to defiping conpetence reviewed here. A functional model
of what a competent person actually does while interacting with others
emerges from the analysis.
Theory ard Background

The essence of recent theories describing social interaction is the
pursuit of interpersonal purposes. This is contrasted with the older
"automatic tmfolding’ of role reciprocity according to a normatively written
script” (Weinstein and Deutschberger, 1963a, p. 454). Analyses of goal
directedness emphasize the roles individuals enact, the lines of action
they follow, and the response to be elicited from the other pei*son pursuant i
to goal attainment, referred to as the interpersonal task. The central
problem for a theory of social interaction is to explain the organization of
lmes of .action followed as individuals pufsue interpersonal tasks'
(Weinstein, 1966, 1969; Welnstem and Deutschberger, 1963a; 1963b; Wood,
Weinstein, and Parker, 1967). "

The roles an individual enacts or his lines of action in part deter-
mine the response of others. All participants select roles from their
individual repertoires as a function of nommative expectations for behavior
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in the situation. Agreement must be reached implicitly or explicitly on the
roles various inciividuals will enact if the interaction is to be maintained
and the purpose of the interaction is to be achieved. Often negotiation is
necessary prior to agreement.in which individuals may call attention to
personal characteristics that sérve to establish their identity, may attempt
to assign an identity to another, or attempt to withhold an identity by
making it contingent on a line of action. If an individual successfully

presents his identity, responses by others will follow eéppropriate lines

" of action for achieving his goals. Thus the individual has the double

responsibility of pursuing goals and pramoting or maintaining identities
congruent with those goals.
Definition

Interpersonal competence is equated with skill at establishing and
maintaining identies, whether for one's self or others. The psyéhological
components that underlie the ability 'co maintain identies are as follows:
(1) the ability to take the role of the other; (2) possession of a varied
repertoire of lines of action; and (3) possession of intrapersonal resources
to deploy effective tactics in situations where they are appropriate
(Weinstein, 1969).
Research on Components of the Definition

Taking the role assumed by others has been investigated under various
rubrics including role taking, empathy, person perceptions, and more recently
social cognition. Social cogm.tlon refers to tﬁe child's "intuitive or
logical representation of others, that is, how he characterizes others and
makes inferences about others' covert, imner psychological expenences"
(Shantz, in press, p. 1). Individuals vary in the degree to which they are

capable of construing the actions and thoughts of others, and there is
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evidently a developmental progrese_‘.ion fram lower to higher degrees of social
cognition. Abih;.ty to express this somewhat intuitive skill has been
interpreted within the framework provideé by Piaget as a function of egocen-
trism vs. decentration (Shantz, in press) or traaspositional vs. trans-
formational thinking (Youniss, 1975). The importance of conceptualizing
empathy as a component of social competence is to i)ring this significant
research area fram its current status as :;\ developmental or epistamlogical
approach into the arena of applied concerns. . .

Possession of a varied reberi:oire of lines of action, the second
requisite for interpersonal competence, implies that an ineffective strategy
will be replaced by an individual with an alternative approach, and that
strategies must be selected appropriate to the rules governing social
interactions in the situation. Research by Spivak and Shure (1974) has
shown that the ability to name alternative strategies and to analyze the
consequences of rule violation are related to teacher ratings of classroom
adjustment. Poorly adjusted children provided a narrower range of solutions .
and gave more irrelevant solutions. Abiiity to analyze consequences
predicted whether these children would be impulsive or withdrawn. Spivak
and Shure emphasize that interpersonal problem solving is unrelated to IQ,
scholastic test scores, or originality of thinking. A 12 week intervention
program with preschool children suqcessfully influenced performance on
outcome measures, whether the program was presented by research staff or
by teachers.

Individuals may be able t‘oi analyze roles and may possess a varietl:y of
interpersonal strategies but still be unable to employ them due to inadequate
intrapersonal resources. Examples are rigidity and rule boundness, aliena-

tion, ascription of consequences to forces outside one's own control,
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excessive sensitivity to failure, and low self-esteem. Each of these may
influence an individual to not utilize his skills in a situation, depending
on how the situation or the others with whom one will interact are construed.
An alternative to viewing intraperspnal deficiencies as obstacles to

campetence is to view them as b&-products' of incoampetence. Individuals
whose campetence is limited to trivial si:tuations with actors considered
by the person as not critical to the achievement of important goals may
experience a variety of the charact: ristics described above as insufficient

. intrapersonal resources. Conversely, individuals whose campetence is
genefalizable across situations will not suffer from such intrapersonal
difficulties. This iz more than a modest reinterpretation since intervention
to elevate competency in the first view would be addressed to removing
intrapersonal obstacles rather than to encouraging opportunities to express
campetence across a variety of situations considered important to the
person. Self-esteem and locus of control as by-products of conpetence
thus acquire behavioral referents that can be directly xrgnipulated by Ty
instruction.

Implicit in this definition is the adaptiveness of goals formulated . i

by individuals to the setting where they occur. Conceivably a person a

could be fully capable of assuming roles and expressing varied lines of

action, yet not be considered campetent because goals expressed are not
those of‘ a learner in classroams. The adébtiveness of goals to se}‘.tings
and the process by which individuals aquire-the ability to form adaptive
goals have not been subject to investigation in this approach. ,

Overview and Conclusions

This review has identified three approaches to defining social "
carpetency associated directly with ongoing cesearch on children. The
first views competency in an‘ethological framework identifying adaptive

interactions with adults and peers. e second defines competency within



a structural analysis of personal-social behavior as dimensions or clusters
associated with task-oriented behavior and extraversion or use of opportu-
nities in the classroom. The final approach highlights two requisites

for purposive behavior stemming from soc:.al theory--the abilities to assume

- 'yoles ard to express varied repértoires pursuant to geoal attaimment.

Each research area is not without problems. For example, B. L. White's

ethological approach is based on slight published information about intex-
cbserver agreement on the original criteria for identifying competent

. children from which the observation instrument was developed. Furthermore,
the procedure for cambining frequencies of cbserved behaviors into a

total score can be attacked as seemingly arbitrary. Structural analysis
of the personal-social domain identifies traits associated with competence
that would be difficult to relate to situational determinants of behavior
and only broadly describes the nature of underlying behaviors. Analysis
of purposive behavior has focused on styles used to achieve interpersonal
goals and very little on the mechanisms underlying competence or the
adaptiveness of the purpose to the setting. Finally, all definitions
presented here suffer from insufficient evidence of cross-cultural and .
se;c~related generality.

The initial description of competence can nevertheless be review:d
in the light of research associated with the three approaches. Social
campetency was tentatively defined in the introduction as productive and
matually satisfying interactions‘ between one child and peers or adults.
Productive interaction were said to result in attaimment of personal |,
goals of the child, whether immediately or in the long run, which are

adaptive to the classroom settings.
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A modified view of campetence emerges fram the reseuarch in which
texms such as pu;:posiveness, adaptiveness, flexibility, and analysis are
prominent. Purposiveness is stressed particularly in social theory but
is also represented in Schaefer's (1971) Task Oriented vs. Inattentive
Dimension, in Baumrind's (1970) Instrumental Competence, and in Ogilvie
and Shapiro's (1970) attention seeking, utilizing resources, and camwpeting
for equipment and attention. Adaptivenes’s is stressed particularly in
the ethological view but is also represented in social theory where the

" behavior must be appropriate in the context to be competent. In perscna-

lity theory, the extent to which social interactions are viewed as adap-
tive to an adult is reflected in Use of Opportunity in the Classroom vs.
Withdraw from Opportunity and to same degree in Conforming vs. Nonconforming,
but the latter variable is nonpredictive of future cognitive functioning.
Quite possibly deviations beyond set boundaries for behavior are not
critical providing they are purposive and adaptive. Flexibility in the
sociological analysis of interpersonal interaction is defined as a varied

repertoirire of interpersonal strategies pursuant to goal attainment.

. Finally, analysis of rules governing social interactions and of roles .

enacted are emphasized in the social analysis of competent behavior.
Research implied by the redefinition of competence focuses first on the
extent to which data fram the different perspectives reviewed tend to con-

verge for canstructs such as purposiveness, adaotiveness, flexihilitv and

analysis, A nultltralt-xmzltnnethod matrix is one approach by which convergence
and discriminant validity of dlffe.rent instruments to assess multiple constructs
can be evaluated. Research on intrapersonal resources such as self-esteem and

locus of control should be secondary to the analysis of behavioral characteristics

and developmental trends associated with competence in different settings
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for children with varied backgrounds for each sex. A second line of
research is to analyze the antecedents and consequences of behaviors
camprising campetence. Since much published information already exists
addressing child rearing practices leading to behaviors discussed within
the Comain (e.g., Bawnrind, 1967; Baumrind and Black, 1967; Frmerich,
1973; Schaefer, 1971; Shantz, in press; B. L. White et al., 1972), a
review prior to initiating new research would be useful to highlight ‘
antecedents that influence competence. However, reviews of antecedents
in socialization research generally produce modest consensus (e.g.,
Adkins, Payne, and O'Malley, 1974; Feshback, 1970; Mischel, 1970; Yarrow,
Canmpbell, and Burton, 1968) and there is little reason to expect a
difference here. Consequents of competence with particular criteria
such as achievement could be analyzed using a predictive model including
descriptions of settings, personality characteristics, and behaviors
underlying purposive interactions. A final area of investigation is
experimentation designed to produce competence. 2Analyses should be
conducted of changes in competent interactions or in personal-social
constructs contingent an environmental manipulation, and of the
suscept;;ibility of requisites for campetence to experimental control.
These approaches should bring us closer to an understanding of positive

behaviors in classroams and their significance for present end future

contributions to social settings. -




presented in a synposium on Dimensions of mrpetence in Classroams
at the annual meetings of the American Educational Research Assoclatlcn,
Washington, D. C., April, 1975.

2me author is indebted for their helpful corments and suggestions on
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