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.. Abstract \

i
1

This review was intended to identify generic skills in intérpersénal

assess these skills. Using a developmental framework, three areas of

research were reviewed: the sccia’ development of children and adolescents,

%

clinical studies of interpersonal competence, and studies of effective

léadership; Six skills appeared in this literature: use of basic social

internal monitoring, emotional expression, and ﬁhe:gaafdiﬁatian of group

activities.
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Interpersonal Skills:

ihvi =1y, skills 4in relating to other people atre important to

wespla. "ooks on dealiné with gﬁhers effectively are perenﬁial parts of .
tiae bosr meliler listég gaﬂging from Dale Carne gié's'ﬁéw tg_ygﬁ Friends é
aud_ Lufluence Eg%”lg to Dyer's Eulliﬁg Your Own Strings. The flow of
adylve on interpersonal relations iﬁzludes'tﬁe:daiiy fésp@néés of Ann
Landeré-and Dear Abg§ and the monthly aégice given out in mggagineguas
diverse as Hpmep's;ﬂa‘fané Penthouse. More scholarly or scientific
studies have ranged from small gfaupafeseafch to indgstgial péyzh@lagyg
vaiously, it would be 1mpngéible to Tteview all o f this terature.

. } W 1 t
7 .

The purpose of this review is to examine three selected budiies of litéfa=
ture for Eh31t implizaticns for those wha‘wish to .assess interpersonal
skillsj These three bodies of litera reiqere chosen because they seem
to hg;e the ciéafesg and most direct bearing on the task éf‘aEéESSiﬂg
these akills. Th'é: areas éfé dévélcpmeﬂtal %sgéhél OFY,s cliﬁieal studies
of intérperséﬁal :Dmp&téﬁée; and 1EadérsEipi

The most schaiarly»apgfoaéhes to iﬂﬁéfpéfsﬂﬁal skills are those used

by developmental psychologists and social psychologists s%udyiﬁg the

3

acquisition of saiial c@mgeﬁence among children and psychiatrists and

h elinicai‘gsayhclagists studying the deficits iﬁ.thé intefpérs@nglrski;is
of .their patients. The developmental literature focuses on the grnwth of
iﬁterpetgaﬁal skills among children. The clinical literatﬁfE‘fccuses on
the basig or minimal skills ﬁeedéd for EVEfyday functianing in our
‘society (i.e., meétiﬁgighe minimal social demands Df a situatian and

exhibiting socially appropriate behavior). Some people exceed these

ERIC
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minimal standards. “They act so as to enhance or facilitate intefpérgonal

outcomes of linking and -control. They do so in ways that meet their own '

=

needs without antagonizing others (and even assist others in meeting
their own needs).” (Friedman, 1980, p. 9) The literature that bears
most closely on 'this behavior is found in, studies of leadership. This

Litera;ﬁre will be reviewed in turn. . -

Basic Approach - T

The basic approach used here will be to examine the changing defini-
tions and reéuireaéﬂts for iﬁterpersoﬁal skills throughout the life span.

That is, we shall use a dgvg}opmenggl approach, focusing on the developmental

tasks required at various ages and the interpersonal skills needed to
meet those tasks. Since our main concern is with the aspects of social

skill that are important for youth and adults because they constitute the

main users of our programs, we shall treat early development very briefly.

Ihercanéept‘gﬁ developmental tasks. Originally proposed by Havighu?st'
(1372), devél@géeatal tasks have been defined as:

...5kills, knowledge, functions, and attitudes which an.
individual has to acquire at a certain point in his life;
they are acquired through physical maturation, gocial
expectations, and personal efforts. Successful mastery
of these tasks will result in adjustment... and will
prepare the individual for the harder tasks ahead.
Failure in a given developmental task will result in

* a corresponding lack of adjustment, increased anxiety,
social disapproval, and the inability to handle the .
more difficult tasks to come.... Through its soclalizing
agents and methods of reinforcement and punishment,
goclety attempts to help the individual learn those
developmental tasks at their proper age levels (Muuss,
1966). - - R

The tasks appropriate to each period of development and the skills

needed to master the tasks will be discussed in greater detail in the

O
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following pages, but their general significance is summarized by Rathjen

(1980): : N | B — ’

"At each point [in the 1lifé cycle] it is

‘necessary to know what tasks a person must be able
to perform successfully in order to be socially com-
petent. From society'!s perspective, the list of
tasks must include those related to getting along with _

- other people and becoming a productive member of - - -
society. In addition to love- and work-related tasks,
society expects people to be able to cope with life
stresses such as the death of a loved one,r.unemployment,
and advancing age. From an’individual perspective the - .
list might be expanded to include more personal tasks
such as achievement of autonomy or self-confidence.”
(Rathjen, 1980, p. 17) .

- The reader interested in more information about research related to

developmental ta ks is referred ta the annual publication Life— -8pan.

Déyg;pgggggr§§§i§§hgygg§,édited by Baltes and Brian, and such authors as

.

Lamb (1978), and Musser et al. (1979).

Chiidhood

The interpersonal developmental tasks of childhood have been

described in mapyvéexts on children's development and child psycholeogy. -
Thégé~ﬁave been the gubjéct of inteénsive research, and nééé only be
mentioned here briefly., . They incluéé the sepéraﬁicﬁ of self from nonself,
fééa gnition™ and inzeractian with adults, learning to iﬂtefact and play
with other thldren, EhE ﬁantrgl 5f emotions, and the internalization of -
social norms (Anderson & Messick, lB?é; Goffman, Gonso, & Rasmusser,-~
l??S)L Df:péfzicﬁlar interest are the gelf*gentral'and'seif?maﬁagemeqt
skills needed by children to meét 36§131 and academic ﬁemaﬂds,(ﬁamp;

1980), and the interpersenal problem~solving skills needed by children

(Stiure, 1980). These later include the. generation of alternatives, and
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the evaluation éf consequencés when the child wiéhes to improve peer

£ s
i

: relatignships, deal with auﬁhority figuras, deal with interparsonal
conflicts, contfol negative ematians, exp:ess feelings, and develap
1]
" assertive belief .systems (Rotherman, 1980). ?p ific tzaining prngrams

5=

have been developed in each of these areas. In ggneral, the eh:ust of

others in an "autonomous way. The reader wha is inte:ested in more

detailed E§éminaﬁi§nsuaf childhood social develgpment is referred to

¥

such basic texts as Mussen, Conger, and Kagan (1979), and to more special-
{zed and technical studies as Rolf,-Sells, and Golden (1972) and Selman

(1976), and to the annual series Advances in Child Development edited by

Reese and others. .The teaching of social skills in the elémantéry school
years has been reviewed by Cartledge and Milbufg, 1978.

1% £

Ad@lescent Tasks and Ski;;g

The movement taward autaﬂomaus and effective iﬂtEfaEtiﬂﬂ with others

that characﬁeriz 8 childhﬂad becomes even more 1ntense in adglesce,ce!

The social tasks are indicated by the gaals af adol agcent dev inpment
'ghQWﬁ in Figure 1 (Cole & Hall, 1966). This listing provides a good tdea
of societal expectations for the aé@iéscentggnd‘same indication of the |
internal states expected. The uﬂderlying pSyéhglagicai factafé needed to
Vgggl!with thése tasks: have been summarized by Ratherman (1980), who based
them on an extensive review of the literature:
1. Cognitive factors |

a. Problem-solving ability Empﬁasizing alternative
generation and means-end thinking -
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b. Discrimination of eoeielly desirable behaviors .
¢. Self-monitoring through self- reinfereemenL and
eelf=puﬂiehmeﬁt

2. Behavioral feetere

a. Verbal behaviors such as peeitive statements to ' a
self and other, friendship initiation and feedback .

b. Nonverbal behaviors such as peeture, voice tone, .

" latency, gestures, and eye contact ' :
3. Emotional factors

a Monitoring and assessment of peeitive and

negative emotional states.
b. Methods of relexing or céntrol of negetive

- emotional states (p. 79) : E

Rothefman placed these factors into a more genefel model for - -

eeeiel interaction representing ‘an effective intefpereonel style:

}§Jhie is shovn‘én eigere 2.
Rotherman QeEee that these cognitive, behavioral and emotional
eeging skills are iﬁEerdepeedeﬁe which in EUfe suggests ehet Yeesany
component could disrupt adaptive functioning and lead te ineffective
i”ee rpersonal interacticns. A spiralling effect is easily established. in
;fff either a peeitive or-negative direction.” (p. 75) This interdependency
suggests the importance of integrating the various components. fhe ' o sffg
skills ere particularly important when the peeeen ie inieietieg new
relationships and delivering or receiving pesieive’end negative ve:Eelg i
responses. The etfeﬂgth of the Rotherman model ie that it ehoeefgge'
interreleeieeehipe_emeng the e%feeeive cognitive, behevioeelf;ed emotional
skills that are called for qben a pertieuler EETeEegy ieiempleyed,nend

that it suggests effective respornses in verioue eieuetione. For example,

when coping with ﬂegetive emotional fEEpQﬁSESL it is he 1 ful to identify

S ’ it R )

one's own tendency to punish oneself covertly or deal in catastrophic -
thinking (“This is awful, terrible and the end of everything"), and then

to "talk to oneself” about one's feeetion and reinforce positive thoughts
: 3 .

and controlling thought. BEheviOfeily, ie is helpful to. control one's .

B &
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nonverbal responses and to pause or take “time out” to cope with the

situation. Then, emotionally it is helpful to attempt to relax physiolo-=
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A more detailed description of adolescent social skills was developead

by Sprafin, Gershaw, and Goldstein (1980) who earlier had worked with
d

dult psychiatric patients and adolescents with social problems. As part
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ndamental skills, grouped into six categories:

fu
- Group I. Beginning Social Skills- Group V. Skillas for Dealing with Stress
1. Listening 31. Making a ecmplaint
2, Starting a conversation 32. Ansvering a complails
3. Having a converszatiem 33. Spoertsmanship after he gams
4. Asking a questien 34. Dealing with embarrassment
5. Saying thank yeu 35, Dealing with being left out
6. Introducing yourself 36, Standing up for a friend
7. Introducing other people 37. Responding to persuasion
8. Giving a compliment 38, Responding to fallure

39, Dealing with confusing pessages
Group I1. Advanced Social Skills

41, Getting ready for a difficult

§. Asking for help conversation
10. Joining in . 42. Dealing vith group pressure
11. Giving instty:tiﬁns
12. Following instrucrionsa Group VI. Planning Skills
13.. Apolegizing :
14. Coavineing others 43, Deciding on something to do
44, Deciding vhat caused s problem
Group I11. =kjlls for Dealing with - 45. Setting a goal
46. Deciding on.your abilities
* 47. Gathering informatiem =
15. Enowin 48, Arranging problems by importance
16. Expres 49. Making a decision

17. Uﬁders tanding the fe 1in 50. CToncentrating on a task

anger
19. Expressing affection
20. Dealing with fesr
21. Rewarding yourself

2Z. Askiﬁg pefmiasiun

23, Sharing. sonmething

24. Helping othera

25. Kegotiating

26. Using self-control

27. Standing up for your rights
28. Responding to teasing

29. Avoiding trouble with others
30. Keeping out of fighrs

Py

L
+

Note: Component 40 was missing in original text of pfaffiﬂ,i,
Gershaw, and Goldstein.
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Each of these is broken down further into "learning points™ that outline

effective methods or procedures for carrying out the responses required

I

by the skill. For example, skill 31, "Making a complaint™ has the following
learning points:

Define what the problem is and who is responsible.

. Decide how the problem might be solved.

ad fud b

. Tell that person what the problem is and how it might
be solved.

Ask for his fresponse.

. Show that you understand his feelings.

Come to agreement on .the steps to be taken by each

of you.

£
"

Lo JRW
w

Of course E;Eﬂ these subskills require further explication and
skills. FDr'éxample, "telling the other person whgﬁ the problem is and
how it might be solved” i%vclvés a good deal ﬁf what is called "tact”
mixed with assertion. In any case, these researchers have outlined
specific interpéfsanal skills that are needed in adolescence. They would
appear to haﬁe considerable generality, even if they may seem elementary.
Far;éxamplé, many highly successful adults have difficulty maﬁing complaints,
and others have difficulty Expgggsing affection. Although there are
generally accepted ways of doing all these things, many adolescents
and adults are defiziéﬁc inlcne area or another. These skills, then,
would seem to define basic social competence in our society. They
represent the multiple thigns peeded in socially challenging situations

that can lead to appropriate and effective responses.

Adult Functioning

Research on social competence of adults has tended to -focus on the

psychiatric approach and the definitions of effective leadership behavior..



Traditicnal Psychiatric Approaches.

a

Y]

Psychiatric theory has traditionally
‘concentrated on the intrapsychic, with interpersonal relations considered
owth of int

reud's conception of a "normal’
person, such as it can be found in his writings, is that of an individual

who can balance external and internal demands (Reiff, 1960). The person

way possible.

can accept reality, both in the external world ané in his own actions and
wishes. The ego makes plans and schedules actions in the most rational

The well-adjusted person 1is thus able to plan and carry
s

ade adequate use
of his or her abilities, can postpone present satisfaction for perhaps

others.

much later goals, and can sublimate and accept substitutions when necessary.
the plans of the ego with a mimimum of worry or seeking of support from

The well-adjusted person is responsible, can make decisions and carry out

~Jung (1960) concentrated almost solely on internal psychological

life, but did describe the healthy person as being “educated for social

worth,"” using his- or her abilities in socially useful forms.

The truly
the personality shown to the external world--and is free from the

h

e ,
healthy person has avoided identification with the "persona”--the side o

£

collec-
Of all traditional psychiatric writers, Adler placed most emphasis
on social relations. In fact, or

if his eentral ideas was social
interest—--a generalized attitude of well wishing toward mankind, with a

tendency toward cooperation, identification with the group, and empathy

(Ansbacher & Rowena, 1956). The more mature person gradually fuses

his

O
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or her own goals iito those of the group. Adler slso emphasized the
importance of vocation and work, and gradually turned his attention to
the improvement of society. |
:Sullivan (1953) emphasized the importance of realistic Ehiﬁking and
of the ability to form relationships in which there are Equality; mutuality,

and reciprocity between the partners. »_ ..in this collaboration there is

W

th

]

very striking feature of a very lively sen itivity to the needs of

the other and to the interpersonal se;u?ity or lack of anxiety in the

other.” [The mature person] will be quite sympathetically understanding
. i

of the limitatiomns, inﬁerasts,'pasé££ilizies, anxieties, and so on of

those among whom they move or with whom they deal.” (P. 310) In

general, although his students ;a:meﬁ Sullivan's idéas an "interpersonal”

theory of ps&;hia;ty, it focuses on eafly development and clinigai

manifeggations of psychological problems.

Later theorists, such as Hormey (1937, 1950), added other idéas about

interpersonal relations, but the emphasis was still on the intraééy:hi;-

More recent writers such as Argyle, Berne, etc., have emphasized social

‘iﬁEEf?itiGn, but chiefly as a means toward individual therapy. As

stimulating as many of the ideas of these writers are, we shall concentrate
on two reéenﬁlt:ends that bear more directly on interpersonal skills:
interpersonal cégni;ian and programs to improve the intgfpefsgnal skills

of patients.

Recent literature. 'The recent clinical literature has varied from

the simple identification of patterns of ineffective behavior to descrip—=

tions of fairly complex intervention programs. For example, Hersen and
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Bzllach (1976) indicated that patients with poor social skills typically

had poor eye contact and low voice tone.

One major area of research has been on the cognitive factors
in social skills. Many sources have identified irrational beliefs

functioning (Ellis & Grier, 1977; Féf&yt & Rathjen, 1978; ﬁsh@ﬂey§ 1974;
Meichenbaum, 1977; Trower, Bryant, & Argyle, i??&); These include "...
"arbitrary inference, wmagnification, avér—ggnefalizsiian, dichgéémaus
reasoning, and catastrg@hi;iﬂg@i. Eg;g"adaptiyéuwayswngggheégmindividuals
to interpret their soclal environments would include drawing conclusions
from adequazg‘evidenea; putting avents infg pEfSpEEtEVE,LaEﬁEﬁdiﬁg

to all relevant aspects of saciai situations, generalizing from multiple
rather than single instaﬁces, and making aﬁtfibuéiaﬁs élaﬂg a continuum
rather than diéhat@m@usly-“ (Rathjen & Foreyt, 1980, p. 11) Other

o+

errors include the failure to use feedback from the environment, misper—

:;iving social situations through projection, egdcéﬂtfiSﬁ, or "mind
r&adiﬁg,“.fcéusing on irrelevant stimuli, and excessive self—éreusal from
inordinate concentration on internal cues (Mahoney, 1974). Other irrational
ideas include the beliefs that one must be perfect, must have the
approval of DﬁhEIS; must have perfect behavior from others, must avoid
any unpleasantness, etc. (ﬁllis & Gfieéi 1977).
The most thérough anéiysis of social ,kiils was conducted by Trower,

B:yaﬁﬁ, and Argyié (1978), who then developed a pfég:am designed to train
,pétien;s in these social skills. It is described in some detail to show

the level of tasks and skills invelved in @rdiﬁary social competence. It

1
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1. Observation of situations and other people, consisting of
a. Information or facts about what happened to whom
b. Observing the feelings and attitudes of QEBEij including being able

to identify and describe others' feelings, using information

c. ldentifying the causes for the others' féelingSEathé situa-—

d. Self-observation of one

agreement from others, and behavior that may need to be changed.
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To do these, participants are taught facia

rprise or interest, fear, anger, disgust or contempt, sadness, and

happiness. They are also taught cues for the general attitudes of warm or

friendly, assertive or dominant, ne ality, and negative or anxious.
These cues are found.in the other's face, gaze, voice, distance, touch,

position, orientation, posture, and speech. For example, the speech cues
for "warm or friendly"” include the fact that the listener responds, disclcses
similarity, does not interrupt or disturb the others’ ' speech,: has

ood timing and hands over the conversation.
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a. Reflecting, by saying back what the other has said in the listener's
own words so that the speaker knows the 1is§EﬁEt!uﬁdEfst§ﬁds §ﬁd is
interested. ‘

b. Reflecting nonverbal expressions by attending to the other's

eyebrows, forehead, eyes, eyelids, mouth, and lips.

13
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¢c. Matching the other's mood by doing what the speaker does (e.g., if
the speaker smiles, the listeﬂer‘smileg; if he looks serious, the
listener looks serious).

d. Reflecting back the feelings of the other by identifying the

rticular feeling being expressed and using the proper words.

o
]

For example, the listener may see that the speaker is fearful and
sav “"You feel (anxious, alarmed, worried, uncertain, confused)
because...”

e. Using other listener responses, when the speaker pauses, such as
nodding head,iar saying “uh,” "yeah,” "1 see” etc.

f. Commenting and describing one's own feelings and beliefs, e.g.,

feelings of similarity {I also feel...because...) and difference

(But I<EEél.i.becauseg.i), and showing feelings by face and
voice.

g. Questioning skills, including the use of general questions,
specific questions, and feeling questions.

h. Following a strategy consisting of observing the Qﬁhéf, greeting
him, éﬂving gradually from general to specific quéétigns, sharing
feelings and taking leave.

3. Speaking skills, such as:

a. Talking about things in.general, such as something the speaker has
been involved in recently, things the speaker does, things the

speaker and the listener might have in common, or current topics.

b. Talking about things in detail.
c. Talking about the speaker's feelings and opinions.

d. Disclosing feelings nonverbally.

£
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b. Timing, so there are not many interruptiomns or long silences.

c. Taking turns by using the special signals for handing over the
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a. Choosing a style—-cold, warmth, dominance, etc.
b. Thinking about how we want to affect the other.

c. Carrying out the appropriate conversation.
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them, dealing with someone

routines include:

a. Greetings, which are important for smooth social relations, such

greetings, which indicate respect without social contact.
b. Partings, which need to be used to avoid the other feeling
insulted or rejected, and to avoid failure to end an unwanted

conversation. The goal is to end the conversation decisively but

without awvkwardness.

¥
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Requests which involve asking for certain things without embarrass-
ment T insult. The authors recommend using nonverbal immediacy
cues, explaining the situation, and making the request directly
and to the point. 1If the other complies, appreciation is offered
verbally and nonverbally, but if the other refuses with apology,
the request is minimized and appreciation is offered.

Procedures for approaching strangers, either in private, or in
public so that a conversation can hegiﬁ, A variety of actions are
suggested.

Offering praise, help, and etheg kinds of support, by using
accapteé and conventional ways of doing so that bring pleasure to
the other and are expected. Failure to do so may result in hurt
feelings.

"Making good” on routines used when someone thinks we

have done them wrong or rejected them. The routines

that are outlined are techniques for explaining actions,

pologizing for them and saving one's own and the other's

L

face.
Asserting.oneself when someone has done wrong, failed to fulfill a

nreasonable demands, etc. Sequences of

=

service promised, made
activities are suggested for assertion, where the goal is to
restore the situation and get an apology, and for refusal, where

the goal is to refuse in the face of persistence.

Tactics, which involves being flexible and using the repertoire of
skills listed above, by thinking of alternatives, choosing the best

one, and using it at the right moment.

-
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8. Using a plan or strategy for a whole conversation, depending on what

we want in the situation and on our repertoire of skills. These

include strategies for:

a. Rewarding others, where the goal is to get the other inter-—

r

ested, talking and responding more, to feel more friendly towards

the speaker.
b. Controlling others where the goal is to get the other to talk

less, or about different things, and reduce his control of the

speaket and the situation.
c. Presenting oneself in the best possible light to make a good
impression.
For each of these, the authors suggest a sequence of general behaviors
thaé‘may be effective.
The similarity of this list of skills with those developed for
adolescents is obvious. Both reflect the basic forms of social Expagga*

tions and responsiveness needed for social competence in our society.

Thé} boeth may appear somewhat eléEEﬁta:y, but, as noted earlier, their

appropriate and effective use can be a considerable art, one that is

missing from the behavioral repertoire of many otherwise successfully

functioning adults.

The list of skills suggest at least six questions (Rathjen, 1980):

1. What are the relevant tasks a competent person must be able to

perform?



3. What is the sﬁbjégt population and what are its relevant
processing characteristics?

4. What knowledge or underiyinggrules lead to competent and incompe-
tent performance? i

5. How is individual knowledge assessed?

6. How is the necessary knowledge taught and learned?

In gaﬁeraf? there seems Lo be some consensus in answers to the first
three questions, at least for the majority of people in our society.
However, the answer to the fourth is a matter for continued basic research.
The answers to the fifth and sixth demand considerably more research. We
shall return to these quééﬁions later.

Leadership. One way to address the question of social competence is

rt

o examine the behaviors and skills of those whom society would term

]

ocially skillful. These would include certain leaders and highly

Skillful individuals.

Effective leaders need to have many interpersonal skills. For example,
as outlined by Doob (1979) the functions of supervisors include planning,
directing, and controlling the work of others, assigning work, making decisions,
motivating subordinates, setting job ébjeézives with subardiasﬁesgrsettiﬂg
priorities, setting performance standards, and reaching mutual agreemeﬁts

objectives and performance. More generally, when

r

with subordinates abou

leaders in a wide variety of éfcup situations wage studied, they were found

to perform five functiéns common to all the groups (Hemphill, 1962). They
1. Advanced the group's purposes.

2. Adm%ﬂistered-

3. Tﬁspi%ed greater .activity or set the pace.

s A
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4. Made members feel secure within the group.
5. Acted without regard to their own self—interest.
Stogdill (1974) reviewed the research on leadership and identified six

functions assoeciated with leadership:

1. Defining objectives and maintaining goal directions.

m\

2. Providing means for goal attainment. : -

5. Maintaining group cohesiveness and member satisfaction.

6. Facilitating group task péfféfmanie.

Bowers and Seashore (1966) reviewed a number of factor aumalytic studies
of leadership, and found four general common dimensions:

1. Spggg;;; Behavior that enhances someone else's feeling of personal
worth and importance.

urages members of the

lationships

2. Interaction facilitation. Behavior that e
group to dEVéle close, mutual satis '

o

3. GéalﬁemphaSLS- Behavior that -stimulates an enthusiasm for meetin

the group's goal or achieving excellent performance.

rk facilitation. Eehavior that helps achisve gaél attainment by

4. Wo
such activities as scheduling, coordinating, planning, and by
providing resources such as tools, materials, and technical knowledge.
More generally, a number of reseachers, especially Bales (1965),

have found two general kinds of leadershlﬁ EDﬂtribuEi ns: (1) initiating

structure and supervising the tasks and (2) shawing consideration and

for the people involved. Although there are occasicnally

[
H
rr

providing su pp trt
two separate leaders providing these functions, in most cases 2 single
leader must perform both, balancing the two requirements. Imbalance

resulis when the leader is so eager to have high quality outcomes that he
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or she igng:eg‘tha feelings of members, or when he or she is so concerned
with the emotional well-being of the gfau@ that he or she cannot insist
on rigorous standards.

However, the review by Bowers and Seashore (1966) suggests a third
function of leadership that is purely procedural = an admiﬁisztaﬁéf or
coordinator of group activity.

To perform these various functions, the leader needs to have a wide
repertoire of skills ranging from the refiective to the directive, as
described by Athos (1978): expressing interpretation, encourage-
ment, assurance; asking questions from the point of view of the follower,
challenge, agreement af disagreement; advice or éﬁggastign; and entreatment,
commands, and Ehfgatg.

Obviously, these various interpersonal skillg do not comprise -all

that is included in leadership. The technical pfab;ams invelved in

m

not included. In addition, the higher levels of supervision in iafga,

cémﬁiex organizations are not covered. However, the leadership functions
~ outlined here appear to have some generality across $1tu§tiens, and

prabably aéply to the higher levels as well. For example, Campbell

(1977) found that the actual daily lives of prominent leaders in a

£

variety of settings indicated that a major portiomn of their activities

are carried out through face—to—face oral transactions .and their effective-

. . e L
nese in such contexts defines their competence as leaders. Effective-

-~ . .. _ .
- ness as a leader stems from "...the ability of an interactant to choose

W
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accomplish his own goals during an encounter while maintaining the face

and line of his fellow interactants within the constraints of the situation.’

However, successful leadership is highly dependent on the situation.

Research results suggest that the traits and abilities required of
a leader tend to vary from one situation to another. The best
predictor of leadership is prior success in this role. But a
previously successful leader may fail when placed in a situation

that imposes demands incompatible with his personality or stabilized

pattern of interaction and performance. (Stogdill, 1974)

Thus, leaders must match the tasks and people in the situation,

and effective leaders have to be in the “right place at the right time”

. —-(Fiedlex,—-1977).- -In general, research tends to support this view.

Different kinds of leaders seem to function best in certain kinds of

situations, with the chief influence on their success being the dagree of
structure in the situation (Vroom, 1976; Hunt & Larson, 1974).

. The specific skills needed by leaders have been idéntified by

Friedman (1980) from a review of the literature on leadership.

A. Initiating and managing ggéialiinteractipgééﬁeeting and getting
to know others; making appropriate comments to keep conversations
.going, rather than leaving long, awkward pauses, interrupting
often, or‘ignoring others; asking questions to draw others out;
and relating one's own comments to the comments of others.

B. Disclosing, sharing information about: oneself appropriately--
relating the "here and now” of an interaction of one's past
experiences to what is occurring; being seen as . genuine, open,

unguarded.

C. Showing empathy afgppggrstapﬁing;qfrwhgt others think and
feel-—indicating that one is listening attentively; trying to
comprehend others' messages as they are intended; . checking out

the accuracy of one's understanding periodically.

L b
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Dealing with feelings--recognizing the role of affective energies
in relationships; allowing the arousal and full expression of
emotions in oneself and others. !
Deepening relationship s—-allow wing closeness, vulnerability,
intimacy with others; forming interdependent, close-knit,

lasting friendships.

Experimenting with intera ctions——employing creative behaviors stch

W
as ralerplay;,g, fantasig; ng, speculating, dramatizing, theorizing
and storytelling; using “growth” experiences such :as support group
human relations workshops, and other challenging or expansive
learning methods. ) o B

iy}

¥

Being assertive--not being habitually dominant or passive,

owning” one's viawsi raﬁhar than rgpr3551ng Ehem not pressuring

Wording ideas :
v1v1d Sp%i;flc ter
bituall

an visuali;e them atcurately;
s t; not resorting to "L

g a clear position and:explaining it
e

[
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dant aﬁd,fél’x’d*-intéfacting in an easy, flowing
f diversity and ambiguity in others; being
tient in interaction; not tense, hurried,

Being cnnf
manner,

n HWH
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Structuring or planning problem—solving activitie

responsibilities; defining and assigning roles; clari
perlems; identlfylng CflEEfla, Ellﬂlﬁlﬁg propDSEd 5
compa
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' péint of ViEW' changiﬁg chers pDEiEanS
out making them feel dimished or "wrong.”

Supporting, pfaiéing‘ “st:ghiﬁg“ others——communicating one's -
concern for others' welfare; encouraging and reinforcing others
£

affirming others! worth and the value of their efforts.

Critiquing, confro tiﬂg, challengiﬁgrothers— -providing feedback

in ways that are p’fcéived as helpful: pointing out the discrepancy.
between what others have done and what they've agreed to do,
what the job requires, or what they have the potential to do.

Negotiating, resolving interpersonal conflicﬁs——bargaining,

clarifying diffEfEﬁEééWgﬁéng viewpoints and exploring approaches . .
to accepting ‘or reconciling’ them; déveloping campromisa or .

llabcrative agreements in conflict situaﬁluns.

~
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This listing of skills is strikingly similar to those promoted for

of skill may be higher. For example, the specific behaviors
under skill A are very similar to those in the Spraffin, Gershaw, and

Goldstein (1980) training program, as are most of the others. The only

areas Eﬁaﬁ,seem to receive appreciably greater emphasis in this listing

than in the earlier listings are J - Structuring or planﬁing problem—solving
activities, K = Persuading, influencing ctherg, and M - Critiquing,
confronting, challenging others. Even here, the chief difference seems

to be based on the sccial role of the leader——i.e., the leader is

Otherwise the leader is to behave much like aﬁy other secially competent
adult.

Perhaps the chief characteristic of the autsgéndiﬁé leader is what

Friedman calls effective flexibility. That iz, the outstanding leader

shifts easily from one of these modes of interaction into another.
They ". . . have full freedom to choose the ends of interaction they
might pursue, and they have available a large repertoire of skills whiéh
can be employed to achieve those ends . . . .(those) Qilling to risk
wanting and working for intimacy and respgnsibili;y must have a sense of
their own and others' worth. The range of pégpléland tasks with which
they are willing to engage is further evidence of their potential in>this

area.” (Friedman, 1980)

Again, however, it appears that this is chiefly a matter of degree.

_For example, Spraffin, Gershaw, and Goldstein (1980) described “s;fatégieé"

which lead to effective use;bf specific skills. it is juEErEhEE§ like..

Q2
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the experienced tennis player who adjusts to the play of his or her opponent,
the leader or the "socially gifted” can shift gears almost subconsciously,
and can use the skills more adroitly than less skillful adults. = Overall,

however, the same skills are involved.

Discussion

The research fé%iewed iﬁ Ehefpravi@us pages suggests that there are
several types of interpersonal géillg that are used throughout the
lifEESPQﬂ. They are-required at a fairly eiémEﬁta:y level among children,
become more important among adales:ents, and reach full development among

adults. These would include the proper use of basic social fg:@si That

- is, the simple pfézadufes used to express greetings, begin a conversation,
carry out a conversation, end a conversation, express farewells, express
gratiéude etc., are part of the socialization of the child (say, “"thank
vou”). The beha;lnfa Expééted of adolescents become somewhat more ‘
difElcult, and those of the adult represent full sacial campEtEﬂcE.

Those who are "sazially gifted" go beyond competence to a high level of
ékill; For example, the charming hgstess or the brilliant cgnvarséﬁipnalisﬁ
may appear to be glittering ornaments of the sgciai scene, but ére
actually éemansttating a sénsitivity to and understanding of éﬁéi§l forms
that is attained by few. |

_ Beyond the basi; social skills are those that demand more intimacy

and. camﬁan iﬁ:esgztians with others. These include asking for hél?;: .

giving iﬂEEEUEEiDﬁS, apalagiging Df making up to athers, Sﬂd caﬁvincing

or ;nfLugncing others: Iheze are typically taught in infnrmal ways

¥
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during adolescence, although many adults are deficient in the skills.

" That is, many educated adults have difficulty in providing imnstructions
for others, apologizing, ané/or providing akéanvin;iﬁg case for their
viewpoint, however well-founded it may be in the facts.

For many people,; constructive assertivene s ; 1s very difficult, as

witnessed by the recent rash of best sellers on the subject. Complaining, .

standing up far one's righﬁs, and negutiat ng all invelve assertion and

the patenﬁial for aggressiun and anger on the part of Ehé nEher person.
Many, perhaps most people in our society have not been saciaiiged te
handle ‘such confrontations ff ectively-by making their own points and

holding their ground without antagonizing the other person so that a

mutually satisfaatafy outcome can be wo. 2. out. Rather, they tend to
give up or respond with their own anger. These skills require a high ’

level of interpersonal effe;ﬁivénesg-

Another cluster of skills involve what might be ealled 1ntrapersonal

skills. For -example, recognizing one's own feelings, using SElf‘EQﬂthl,

dealing with failure, dealing with frustration, and dealing with another's

angeér all require internal mnnitaf' ng. Again many adults have gfea% diffi-
culty with these tasks, and a truly skillful person is rare.

of Emotinn Expressing

A velated cluster involves the expression

feelings, expressing affection, and expressing fear all require skills at .

identifying one's emotions, selecting a way to express them, and attention -

to the feedbaek from one's listener.

A cluster that is often considered impcrtant in organisatioas involves

. e

planﬂiﬂg, gfégﬁ ﬂEéiSiOﬂfﬂEklﬂg; and gaard;qgg;gn of activities. _IhESE
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kinds of skills are important in many group settings, ranging from social

clubs, volunteer or "ga ations, churches, businesses, government, and

national societies.

T Although these clusters of interpersonal skills can be identified, it

is still very unclear whether ﬁhey can be accurately assessed so that the
assessments can bé used iﬁ practice. -For example, there have been a wide
variety of attempts to measure “éééiéimiﬁtélligéﬁgé":ﬁhiéﬁ; as originally
‘defined by Thorndike (Thorndike & Stein, 1937), comsisted of two components:
understanding others and wise social action. The variety of research that
has focused on social intelligence and the_attemﬁts to méaéure 1trhave been

reviewed by Walker and Foley (1973). Some of the measures designed to

assess social intelligence include the George Washington Social Iﬂteilig&g;e

Test; the Chapin Social Insigh; Test, Ehernymand Rating Tests, the Role-Taking

Tast, aﬁd the Guilford group's Six Factor Tests of Social Intelligence.

There is little evidence that these.measures feliably assess a trait Ehat is
generaiizaglé across situations. In addiiién a number of the instruments
may only be measuring verbal ability- However, it seems 11kely that ass s—
ment of the basic social skills is possible. That is, the social norms
invelving introductions, iﬁigiaéiﬂg a Qﬂﬁvezséﬁion, étci,:are suffiﬁien;ly,

clear that simulations or ratings of these competencies would be possible. .

Hawever, assessment of- generic skills such as internal monitoring, would

probably be extremely difficult. A more. efficient strategy would be to
select a particular skill that is impnftént in the criterion situation,
such as negotiation in business, attempts at influencing others in -

*law, or gaining the attention of a class in Eéaching; Then the specific

[ ! . e oA
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components of these skills could be identified, and levels of sk

defined. A variety of technigues could then be used to assess these

skills: paper and pencil simulations (e.g., the work by Alderman, Evans,

& Wilder, 158@); video-simulations (e.g., Stricker, 1982); paper and

pencil exercises (e.g., something analogous teo the effort to assess
 scientific thinking by Frederiksen & Wafd, 1978); ar ratings from knowledge=

able chéefvEfs. Each of these approaches has well-known advantages and

disadvantages in terms of reliability, generalizability of the behavior

eliéited to other behaviors, and validity in different settings. Frobably

the most effective strategy would be for groups that are concermned with

particular interpersonal skillé to attempt;tg assess them in the most

naturalistic way ;haz reflects the realities of their fields.
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