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Abstract. The purpose of the present study was to assess the effects of life skills training on 

social and emotional competences among students identified as having social and emotional 

skills deficits in Atse Naod primary school, Addis Ababa. The study employed pretest-posttest 

control group experimental design. There were eight students participated in the study. Four 

students were randomly assigned to each group (i.e., experimental and control group). The two 

groups were tested before and after intervention using questionnaire. The students assigned to 

experimental group were trained on social and emotional skills for ten sessions. The post 

intervention assessment showed remarkable mean difference on experimental group before 

(M=21.00, SD=2.58) and after intervention (M=36.50, SD. =2.08). The independent samples t-

test was computed to assess differences among participants in control and experimental group 

before intervention. The differences were found to be statistically non-significant (t (6) =-1.022, 

p=.35, 2-tailed). To examine the mean difference between two testing times within participants 

in experimental group, paired t-test was employed and it resulted in statistically significant 

difference (t (7) =9.756, p=.000, 2-tailed; eta squared=.93). Lastly, independent samples t-test 

was computed again in order to assess post intervention mean difference among participants in 

control and experimental group and the analysis yielded statistically significant difference (t 

(6)=-5.719, p=.001, 2-tailed; eta squared=.85). Training in social and emotional skills greatly 

improved the gaps in the identified skills. During the training sessions, it was noticed that 

students’ deficits in social and emotional skills were caused by different factors. It cannot be said 

that it is solely caused by school related factors. However, teachers and school leaders should 

take an upper hand in order to make students develop appropriate social skills at school and 

outside school. To build social and emotional skills, the school should widely adopt/adapt social 

and emotional learning programs. This intervention activity also proposes that the school should 

take a new slant: assimilating the teaching and strengthening of social and emotional skills into 
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their daily interactions and practices with students is very important. Moreover, further extensive 

studies with extended follow-up strategies are recommended. 

     Keywords: students, schools, social skills, emotional skills, intervention 

INTRODUCTION 

 Background  

        Social and emotional skills can be defined as the capacity to identify and be able to manage 

emotions, solve problems effectively, and create positive relationships with others and they are 

competencies that are clearly essential for all students. They are based on the social norms of a 

certain society and tell us what attitudes and behaviors are considered to be normal, acceptable 

and expected in a particular social situation. Social skills are important because they allow us to 

interact with each other with predictability, so that we can more readily understand each other 

and be understood (Partick, 2008). To other researchers like Liberman et al (1986) and Luthar, 

(1991), social skills have been described as the interpersonal behaviors needed to grow and 

excavate supportive personal relationships and have wide ranging implications for healthy 

development throughout the life span. It is also unsurprising that social skills have been 

associated with greater likelihood of resilient outcomes. 

        Children who have robust social and emotional skills perform better in school and have 

more positive relationships with peers and adults and also have more positive emotional 

adjustment and mental health. Development of these skills begins in the earliest years but 

continues throughout childhood and adolescence, influenced by relationships and social 

environments including informal interactions as well as structured programs. Because children 

spend a significant portion of their time in schools, schools are a major context for social and 

emotional development, growing along with and connected to academics (Dusenbury, Zadrazil, 

Mart, & Weissberg, 2011; Gilliam & Shahar, 2006). Research reviews and meta-analyses show 

that well-designed and well-implemented social and emotional skills programs are associated 

with positive social, emotional, behavioral, and academic outcomes for children and adolescents 

(Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011).  

        Children with social and emotional skills deficits struggle to engage in the educational 

curriculum are uncooperative with teachers, students and likely to behave antisocially (Raver, 

2002). They also receive less peer support (Coie, 1990). Failure to acquire appropriate social and 

emotional skills results in long-term emotional and behavioral difficulties, school dropout, 
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substance abuse, violent delinquency, and in general failure in later life pursuits (Loeber & 

Farrington, 2000). 

        In developed countries, schools progressively are implementing school-wide social and 

emotional skills policies and curricula in order to foster caring relationships between teachers 

and students, cooperation and conflict reduction among students, a greater sense of school safety 

and the development of social and emotional skills in students, teachers, and school leaders (Zins 

et al, 2004; Greenberg et al., 2003). Social and emotional skills programming offers a more 

unified and coordinated approach that targets a broader spectrum of positive youth outcomes that 

extend into lifelong success, including enhancing the social-emotional climates of classrooms, 

schools, and districts (Greenberg et al., 2003). More specifically, social and emotional skills 

programs are designed to create learning environments that meet the developmental needs of 

students, including feelings of belonging, safety, and thus provide ideal conditions for success 

across the domains of their lives, such as academics, relationships, and positive personal 

development (Devaney et al., 2006; Catalano et al, 2004; Becker & Luthar, 2002). 

         Children grow and develop within a larger social environment, their social development 

and well-being is greatly influenced by the people and conditions to which they are exposed. 

While the concept of social determinant describes the collection of social factors that influence 

individuals’ development, the social-ecological model helps us understand how individuals and 

their social environments are interrelated. The defining feature of the social-ecological model of 

human development is the growth and change that occurs as a result of interactions between 

individuals and environmental influences, which include the family, school, peers, 

neighborhood, community, and nation (Bronfenbrenner, 1979).  

        For the fact that development is a dynamic process that will vary depending on 

characteristics of the person and the environmental influences, the social-ecological model 

illustrates how individuals both influence and are influenced by the unique features of their 

environments. The social-ecological model is a way to organize and think about the complex 

range of social influences from parent practices that have a direct influence on the child to 

community and economic factors that can influence the child through the actions of others. 

Children are a particularly vulnerable part of the population and prolonged exposure to negative 

social factors can have serious consequences for their well-being and development. Because 

children experience rapid developmental changes, harsh social conditions and situations can lead 
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to a host of poor emotional and behavioral health outcomes, including reduced school readiness, 

low educational attainment, problem behaviors, and emotional impairments as they age 

(Wolchick & Sandler, 1997).  

        A healthy start during childhood is crucial, as inadequate health and development supports 

increase the lifetime risk of poor physical and mental health outcomes and in turn, decrease 

physical, cognitive, and emotional functioning in adulthood. The risks to the developing child are 

greater for those in situations where negative social factors are prevalent. Children exposed to 

significant stressors are more likely to develop diagnosable conditions and are less likely to 

experience positive developmental outcomes. However, the risks to children’s emotional and 

social skills can be minimized by ensuring adequate social and psychological support systems, 

providing professional counseling services, providing access to high quality education, offering 

good and supporting parents to ensure high quality parent-child relations (Waller, 2001; Werner 

& Smith, 1992).  

        In summary, the concept of social and emotional skills is grounded in the field of positive 

youth development which upholds that the needs of youth must be addressed by creating 

environments or settings that promote outcomes like school achievement, mutually supportive 

relationships with adults and peers, problem solving, and civic engagement (Catalano et al., 

2004; Greenberg et al., 2003). Efforts to promote positive youth development differ from those 

aimed at reducing risk factors in that they are focused on enhancing skills, building assets, and 

promoting resilience to achieve positive outcomes (Catalano et al, 2002). Positive youth 

development interventions like social and emotional skills approach typically utilize a skill-

building, whole-child approach that is focused on cultivating assets. Schools are predominant 

settings that serve the educational and developmental needs of young children and thus are 

compelling targets for universal efforts to promote positive youth development.  

Problem Statement 

        The ability of young children to manage their emotions, behaviors, and make eloquent 

friendships is an important prerequisite for social competence and academic success. Empirical 

studies, for instance, Carolyn & Jamila (2004) found that socially competent children are more 

academically successful and poor social skills are a strong predictor of academic failure. 

Strengthening young children’s capacity to manage their emotions and behavior, and make 

meaningful friendships, particularly if they are exposed to multiple life-stressors, may serve an 
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important protective function for school success. Research has indicated that children’s 

emotional, social, and behavioral adjustment is as important for school success as cognitive and 

academic preparedness (Raver & Zigler, 1997). Children who have difficulty paying attention, 

following teacher directions, getting along with others, and controlling negative emotions, do 

less well in school (Ladd, Kochenderfer, & Coleman, 1997). They are more likely to be rejected 

by classmates and to get less positive feedback from teachers which, in turn, contributes to off 

task behavior and less instruction time (Shores & Wehby, 1999).  

        In addition, social and emotional skills are associated with academic outcomes through 

multiple pathways that vary according to types of skills. Some researchers have distinguished 

between “work-related” and “interpersonal” skills (McClelland, Acock, & Morrison, 2006; Mc-

Clelland, Morrison, & Holmes, 2000; Cooper & Farran, 1988). Work-related skills include those 

that help students participate in and engage in school, such as listening and following directions, 

participating cooperatively in groups, working independently and engaging in mastery behaviors 

such as the ability to plan, organize and complete tasks ( McClelland et al., 2006; Yen, Konold, 

& McDermott, 2004; McClelland et al., 2000).  

        Interpersonal skills include aspects of self-regulation and social competence that are needed 

for compliance, cooperation, positive, and effective relationships. Students who struggle to 

understand their emotions and those of others, who have social skills deficits or who have other 

interpersonal skill challenges may have more difficulty navigating the classroom environment 

and may perceive the classroom setting more negatively (Raver, Garner, & Smith-Donald, 2007). 

Relationships are the soil in which children’s social and emotional skills grow. Parent-child 

contacts are the first and perhaps most important context for the development of these skills, but 

relationships in schools with both teachers and peers are also important because they help 

develop self-regulation, a basic skill that is fundamental to multiple social and emotional skills 

domains (Eisenberg, Valiente, & Eggum, 2010; Sameroff, 2010; Shonkoff & Phillips, 2000).  

        Self-regulation, the ability to manage one’s thoughts, emotions, and behaviors in the service 

of goals is developed in relationships, initially through a process of “other-regulation.” In other-

regulation, adults and peers help children learn appropriate social rules and self-management 

strategies and gradually enable them to engage in self-regulation (Smith-Donald et al, 2007). 

Other-regulation is particularly salient in infancy and early childhood and becomes less salient 

over time (Sameroff, 2010), but can also be seen during the preschool and adolescent years when 
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children and teenagers learn about acceptable behavior from their peers. Because of the 

importance of relationships to the development of social and emotional skills, intervention 

efforts must be attuned to the importance of relationships between students and staff and among 

students. Peer interactions have long been a focus in social and emotional skills efforts, but the 

quality of student-teacher relationships also have a large impact and should also be a focus of 

intervention (Rimm-Kaufman & Hamre, 2010).  

        Positive teacher-child relationships are characterized by warmth, trust, and low degrees of 

conflict have been associated with social competence and positive school adjustment (Baker et 

al, 2008; Baker, 2006). Teachers who interact with students in positive ways validate their 

students’ emotional experiences and foster a sense of security that supports active engagement in 

the classroom (Pianta et al, 2002). One of the influential approaches concerning enhancement of 

students’ social and emotional skills is student social skills and problem-solving training. This 

approach meant to strengthen children’s social and emotional competence is to directly train 

them in social, cognitive, and emotional management skills such as friendly communication, 

problem solving, and anger management (Coie & Dodge, 1998; Dodge & Price, 1994). The ways 

in which emotional and behavioral difficulties develop in children are complex; there is no single 

cause or risk factor for any disorder. Combinations of different risk factors can lead to similar 

symptoms and no single cause may produce a specific outcome (Greenberg et al, 2001). Similar 

risk factors may affect different children in disparate ways, resulting in different symptoms for 

children exposed to the same risks.  

        A large body of scientific evidence supports the belief that factors within the social fabric 

play a significant role in determining the physical and mental health of individuals beyond their 

behavior and genetics (Kennedy et al, 1998; Freudenberg et al, 1995). Clearly developed 

strategies that alter social influences, such as those within the family, school, and community 

settings can have larger and longer-lasting effects on a broader range of behaviors of students.  

        The researches show that life skills training can make significant results in various aspects 

of students’ social and emotional domains. Kahrazi et al. (2004) showed the effectiveness of 

problem-solving skills training in emotional competence such as the decrease in depression 

among the students. In addition, they indicated that life skills training can help problem solving 

and using social supports. Therefore, social skills training are clearly important in improving 



7 

IMPROVING SOCIAL AND EMOTIONAL SKILLS DEFICITS 

 
 

social and emotional competence among children and its effects have been proved by many 

researches.  

Objectives  

        The main objective of the intervention was to study the effects of life skills training on 

social and emotional competences among students identified as having social and emotional 

skills deficits at Atse Naod primary school in Addis Ababa. Specifically, the study aimed at: 

 Assessing the effects of social skills training on improving social and emotional skills 

deficits of students. 

 Forwarding further effective intervention strategies for students, teachers, schools, 

parents, and the community at large on how to bridge interpersonal relationship gaps by 

developing appropriate social and emotional skills among students. 

Significance 

        Social and emotional skills are a set of mental, social, and interpersonal skills which help a 

person to consciously make decisions and to have good communicative and interpersonal skills, 

cognitive and emotional skills with a healthy and productive life. Hence, the intervention will 

benefit students, parents, schools, teachers and the community at large. Studies show that for 

students, it makes them understand daily life problems in social settings and make appropriate 

decisions. It is indicated that parents are the first teachers for their children and families play an 

enormous role in shaping children’s social and emotional development.  

        Early positive relationships with parents lay the foundation on which social competencies 

are built. According to empirical studies again, children who have difficulty paying attention, 

following teacher directions, getting along with others and controlling negative emotions, do less 

well in the school. On the other hand, it would very important for schools to have social and 

emotional skills programs in order to enhance positive developmental outcomes among students. 

Promoting social and emotional development and preventing problems caused by maladaptive 

development is clearly important to the larger community, too. 
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Conceptual Framework and its Description  

 

   

 

 

  

 

  

 

  

  

    

Fig 1. Conceptual framework developed by the researcher 
 

        At the center of the framework, there is a circle representing the core domain of social and 

emotional (SE) skills. Based on review of research and other related conceptual frameworks, the 

researcher grouped these skills into three conceptual sets: emotional skills, social/ interpersonal 

skills, and cognitive regulation skills. Emotional processes/skills include emotional knowledge 

and expression, emotional and behavioral regulation, empathy and perspective-taking. 

Social/interpersonal skills include understanding social cues, interpreting others’ behaviors, 

navigating social situations, interacting positively with peers and adults, and other prosocial 

behavior.  

        Cognitive regulation includes attention control, inhibiting inappropriate responses, and 

cognitive flexibility. The three domains of SE skills are related to short and long term outcomes 

presented on the right side of the framework. These include academic achievement (e.g. different 

sets of academic skills), behavioral adjustment (e.g., taking others’ perspectives, getting along 

well with other students, solving conflicts, and exhibiting less aggression) and emotional health 

and well-being (e.g., lower levels of depression and social isolation). The links between the SE 

skills and these outcomes do not work in an emptiness. They are subjective to several 

environmental factors and systems; such as school contexts, community, family, and peers. 
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 METHODS 

Intervention Design 

        The intervention employed pretest-posttest control group experimental design.  

Participants  

        The participants of the study were randomly assigned to two groups and tested just prior to 

and after the intervention on social and emotional skills. In the design mentioned, pretest scores 

were used as a statistical control in the analysis, while the posttest scores were used to assess 

whether the changes  are occurred as a result of intervention or not. The simplest form of the 

pretest-posttest control group design contains two groups-one receiving the experimental 

treatment, the other not. It is diagrammatically represented as follows:  

 

 

 

 

 

Where, 

A1 & B1- pre-intervention data collection points 

A2 & B2- post-intervention data collection points 
 

        In this experimental research, eight students (five boys and three girls) were selected from 

Atse Naod primary school and were randomly divided into two groups; four as a control and four 

as a test.  

Instrument, Pilot Test and Procedures of Data Collection 

          A scale was adapted (originally developed by Gresham & Elliott, 1990) to measure 

students’ social and emotional skills at Atse Naod primary school (grades seven and eight), 

Addis Ababa. In order to conduct item analysis and assuring reliability, a questionnaire of thirty 

two items was administered to fifteen students who were identified as having social and 

emotional skills deficits by the school. The scale items were measured in three point scale (0-

never do this behavior, 1-sometime do this behavior and 2-often do this behavior). The 

instrument was translated in to Amharic by Teaching English as Foreign Language (TEFL) PhD 

candidate and the practitioner. The Cronbach alpha for the thirty two items was .752; however, 

Intervention                Pre-intervention                                     Post-intervention 
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after conducting item analysis, omitting question 21 and re-administering the questionnaire, its 

reliability increased to .772. 

        Four students who were randomly assigned to experimental group trained on social and 

emotional skills for ten sessions (two sessions in a week). While providing training to students 

on social and emotional skills, components stressed to enhance social, emotional, and cognitive 

growth of students were skills for listening, skills for interpersonal relationship, skills for social 

acceptance, skills for dealing with anger (own and others), skills for dealing with own feelings, 

skills for thinking before acting, skills for accepting consequences, skills for dealing with peer 

pressure, skills to improve self-image and skills for problem solving. After the end of training 

sessions, the questionnaire was filled out by participants in experimental and control groups.  

Data Analysis Techniques 

        To analyze the data, descriptive statistics (percentage, mean, and standard deviation), 

independent samples t-test (to assess differences in scores before and after intervention among 

participants in experimental and control group) and paired t-test (to assess the differences in 

scores within participants in experimental and control group in two testing times). Statistical 

Package for Social Science (SPSS version, 20) was used in statistical analysis.  

Ethical Considerations 

        The letter written by the School of Psychology, Addis Ababa University, issued to the 

school principal and the researcher introduced the purpose of the letter to the principal and unit 

leader. The principal ordered the school unit leader for facilitation and collaboration till the end 

of intervention activity. The unit leader showed the researcher the list of students identified as 

having social and emotional skills deficits. The students were introduced about the intervention 

objective and assured that their responses will be kept confidential and will only be used for 

intervention purposes. The participants were informed that they have right to withdraw their 

consent at any point in time when they feel that they are inconvenient or mistreated. 
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RESULTS AND DISCUSSIONS 

Background Characteristics of Participants 

Table1. Age of the Participants (N=8) 

 

                        Variable        N        Mean        Std. Dev.        Remark 

        

                      Age              8         14.00         1.07            Experimental M=14.50 & std. dev.=1.29 

                                                                                          and control group  M=13.50 & std. dev.=.57            

 

        According to descriptive data depicted in the Table 1, the average age of participants was 

14.00 with standard deviation of 1.07 (it was 14.50 with standard deviation of 1.29 in 

experimental group and 13.50 with standard deviation of .57 in control group). The participants 

in experimental group included 2 boys and 2 girls and in control group, 3 boys and 1 girl. Among 

the participants’ fathers, 2 (25%) completed primary school (1-8), 1(12.5%) father completed 

secondary schoo1, half of the fathers, 4 (50%) diploma holders and 1(12.5%) father has the first 

degree (in both experimental and control group).  

        Concerning mothers’ education, 2 mothers (25%) were not formally educated, half of them, 

4 (50%) completed primary level education, 1 (12.5%) mother completed secondary education 

and similarly, 1 (12.5%) mother of the participants’ has diploma (in both experimental and 

control group). With regard to the occupation of fathers’ of the respondents, 1 was retired, 3 and 

2 were employed at governmental and non-governmental institutions respectively and 2 were 

self-employed. On the other hand, only 2 mothers were employed at government institutions and 

the rest were housewives. 

Pre and Post Intervention Data Analysis  

Table 2. Descriptive Data Analysis on Pre Intervention and Post Intervention (N=8)  
 

                        

    Experimental Group (n=4)                             Control Group (n=4) 

Condition                 Mean          SD                     Mean        SD 

Pre intervention      21.00       2.58                   19.00        2.94 

                             Post intervention     36.50      2.08                    23.50        4.04 
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        As presented in the Table 2, life skills training improved social and emotional competences 

among students with social and emotional skills deficits. After social skills training, the mean 

score of students of test group was substantially increased compared with its pretest and control 

group.  

Table 3. Pre Intervention Independent Samples Test Computation (N=8) 

 

                                             Levene’s  Test for Equality                             t-test for Equality of Means 

                                                                 of Variances  

                                                                                                                   Sig           Mean       Std. Error 

                                                                                                             (2-tailed)                       Difference 

                                                                                 F        Sig.        t        df 

Pretest score   Equality of variance assumed       6.00   .468    -1.022     6         . 346      -2.00        1.95 

comparison     Equality of variance not assumed                      -1.022   5.9         .347      -2.00        1.95 

 

         As presented in the Table 3, an independent samples t-test was conducted to compare pre-

intervention score on social and emotional skills scores among participants in control and 

experimental group. There was no significant difference in scores for participants in control 

group (M = 19.00, SD = 2.94) and experimental group (M = 21.00, SD = 2.58; t (6) = -1.022, p = 

.35, 2-tailed).  

Table 4 .Paired t-test on Experimental Group (N=8) 

                                                                                

                                                                   Paired Differences  

                                     Mean        Std. dev.        Std. Error Mean         t           df       Sig. (2-tailed) 

   Pretest-Posttest          27.25        8.04               2.84                          9.576      7             .000 

 

        The paired t-test computation showed statistically significant difference in two 

measurement times among participants in experimental group (test 1, M=21.00, SD= 2.58 and 

test 2, M= 36.50, SD= 2.08; t (7) =9.576, p=.000, 2-tailed). The effect size (eta square statistic) 

calculated is .93, which is a large effect size according to Cohen. 

 

 

 



13 

IMPROVING SOCIAL AND EMOTIONAL SKILLS DEFICITS 

 
 

Table 5. Paired t-test on Control Group (N=4) 

                                                                                

                                                                   Paired Differences  

                                      

                                     Mean        Std. dev.        Std. Error Mean         t           df      Sig. (2-tailed) 

   Pretest-posttest        -4.50            2.51               1.25                        -3.576      7             .037 

 

         As presented in the Table 5, the comparison of scores of participants at pretest-posttest 

sessions in control group showed some significant differences (test 1, M=19.00, SD=2.94 and 

test 2, M=23.50, SD=2.04; t (7) =-3.576, p=.037, 2-tailed). This difference might be attributed to 

shorter testing time interval, history, treatment diffusion and other factors.  

Table 6. Post Intervention Independent Samples Test Computation (N=8) 

   

                                             Levene’s  Test for Equality                      t-test for Equality of Means 

                                                of Variances  

                                                                                                               Sig        Mean      Std. Error  

                                                                                                            (2-tailed)                Difference 

                                                                                       F        Sig.     t          df               

   Pretest score   Equality of variance assumed       1.588   .254   -5.719      6    .001 -13.00   2.27 

    comparison   Equality of variance not assumed                    -5.719        4.5    .003  -13.00   2.27 

 

        An independent samples t-test was conducted to compare post-intervention score on social 

and emotional skills scores among participants in control and experimental group. The analysis 

yielded statistically significant differences in scores of participants in control group (M = 23.50, 

SD = 4.04) and experimental group (M = 36.50, SD = 4.04; t (6) = -5.719, p = .001, 2-tailed. The 

magnitude of the difference in the means was very large (eta squared=.85). This shows that 85 

percent of variance between experimental and control group explained by the training provided. 

        The results of this research are consistent with many previous intervention study results on 

social and emotional competences among students with social and emotional skills deficits. For 

instance, Kahrazi et al. (2004) showed the effectiveness of problem-solving skills training in 
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emotional competence such as the decrease in depression among students. In addition, Bear 

(2005) indicated that life skills training can help problem-solving and using social supports.  

        A recent meta-analysis of research on programs focused on social and emotional learning 

shows that a systematic process of promoting students’ social and emotional development should 

be the common element among schools which has an impact on increasing students’ academic 

success, improving quality of relationships between teachers and students, and decreasing in 

problem behavior among school children (Durlak et al, 2011).   

        Moreover, strengthening young children’s capacity to manage their emotions and behavior, 

and make meaningful friendships, particularly if they are exposed to multiple life-stressors, may 

serve an important protective function for school success. Research has indicated that children’s 

emotional, social, and behavioral adjustment as important for school success for cognitive and 

academic preparedness (Raver & Zigler, 1997). Children who have difficulty paying attention, 

following teacher directions, getting along with others, and controlling negative emotions, do 

less well in school (Ladd, Kochenderfer, & Coleman, 1997).   

        Development of autonomy, self-discipline, and ethics is more likely in environments in 

which mutual respect, cooperation, caring, and decision making are the norm (Bear, 2005). Such 

contexts are structured in ways that encourage students to explore and try new learning activities, 

provide them with easily accessible opportunities to address their personal needs and problems, 

and support them in establishing positive relationships with peers and adults. As a result, 

students feel safe and secure and are not fearful of making mistakes. Ultimately, a mutual 

relationship exists between social and emotional skills and school climate. A positive school 

environment promotes social and emotional skills and facilitate a supportive climate. Because 

social, emotional, and academic growth are interdependent, the result is synergistic progress in 

all of these areas.  

        Considering the effects of life skills training on the improvement of social and emotional 

competences among children with social and emotional skills deficit and its positive effects 

observed in different studies as mentioned above. As to the previous studies conducted in 

different countries, the present study also confirmed that providing training for students who 

have deficits on different components of social and emotional skills improves their 

social/interpersonal, emotional, and other competences in schools and other social settings.  
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        The limitation of this intervention is the impossibility of studying the long-term effects 

(making follow-up), such as significant changes in emotional and social behaviors, the 

permanence of produced changes, and the improvement in education, career, and in other life 

pursuits. 

CONCLUSIONS AND RECOMMENDATIONS 

Conclusions  

        According to the related studies, the ability of young children to manage their emotions, 

behaviors, and make meaningful friendships is an important prerequisite for school readiness, 

social cohesion, psychological integrity, and academic success. Socially competent children are 

more academically successful and poor social skills are a strong predictor of academic failure. 

The current intervention activity has reached at the following conclusions. 

 Causes of students’ deficits in social and emotional skills are gaps going unnoticed by the 

school communities. The school solely gives emphasis to enhancement of academic skills. 

Failure to notice the contribution of social and emotional skills to academic achievement 

of students is the bold gap identified by this intervention. 

 Provision of programed training in different components of social and emotional skills 

increases quality of relationships, positive and predictable changes in cognitive and 

emotional development among students. 

Recommendations  

 Perhaps most importantly is the fact that social and emotional skills are not integrated 

into classrooms and schools in ways that are meaningful, sustained, and embedded in the 

day-to-day interactions of students, educators, and school staff. 

 As to academic skills, social and emotional skills develop over time and in a continuously 

performed approach. Even more than academic skills, they must develop in the context of 

daily life as social challenges and other teaching opportunities arise. The practitioner 

proposes that the school should integrate the teaching of social and emotional skills into 

their missions and daily interactions with students. 

 Preventing and/or reducing young children’s behavior problems is to work with parents 

in order to provide them with positive parenting approaches that will build their 

children’s social competencies and academic readiness. 
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 Training teachers in classroom management strategies that promote social competence is 

important. 

 Social skills training and internalization efforts should be viewed within the context of 

systems of support that provide a comprehensive continuum of services based on student 

needs. 

 It is suggested to use wider samples and longer periods in future studies in order to study 

medium and long-term effects as well as the permanence of produced changes. 
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