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Ⅰ. Introduction

1. Signification of the study

In order to develop potential abilities in people with disability, we need to have a

belief in their inborn abilities (self-concept, conscience, will of independence,

imagination, etc.) and potentials. For this, we should invest time, effort, patience and

support willingly until they attain a satisfactory level of occupational abilities and

functions for their personal life. What is more, because disabled person's talents cannot

be utilized fully without the help of advisers, teachers, parents, adult service providers

and colleagues, there should be continuous provision of educational support. As a

pattern of effective support, education and service for transition from school to society

are extremely important for students with disability (Jo In-soo․Park Jeong-sik, 2001). It

is pointed out, however, that special education has been so far ineffective in attaining

various life adaptation skills and independence demanded in adulthood, and the criticism

urges us to reconsider negative results such as high dropout rate, high unemployment

rate, low wage, inability to live an independent in community, dissatisfaction at the

quality of life and limited opportunities for personal choice (Clark & Kolstone, 1995).

That is, considering the outcome-oriented aspect of special education aiming to raise

adults who can adjust themselves to society properly, high attention is paid to the

dynamic process of adolescency, which is a transitional period from childhood to

adulthood (Flexer, Simmons, Luft, & Baer, 2005).

There have been many researches for identifying the components of transition

education and service programs that support students for successful transition and for

planning and executing effective programs (Greene, & Kochhar-Bryant, 2003). Some



researchers proposed the training of social behavior, namely, social skills promoting

interaction so that students in surrounding environment can initiate conversations in a

socially acceptable way without others' intervention (Hughes et al., 1997; Clark &

Kolstoe, 1995; Kohler, 1993), and emphasized education programs including domains

such as functional learning, vocational training, independent family life, participation in

community activities and hobby/leisure activities as well as education programs focused

on results after graduation for successful life in adulthood to meet individual students'

educational demand(Jo In-soo․ Jeon Bo-seong, 2005; Jo In-soo, 2004; Halpern, 1997).

In this context, various approaches to vocational and career education for students

with disability have been proposed(Kamp, Carr, & Developmental Disabilities Institute,

1995; Smith & Donnelly, 1988; Wehmeyer, 1995) including community-centered

education and person-centered plans that are focused on academic support, functional

life skills, education contents related to personal-social life, career awareness, etc., and

as a result social competence necessary for community adaptation skills is emphasized

further. When it is assumed that the ultimate purpose of education for those with mental

retardation is career guidance through life-centered education, it is important to

develop not only attitudes, habits, occupational functions and social competence for

their adaptation to future jobs and economic independence but also interpersonal

relation and social skills for living with others in society. For this reason, it is keenly

necessary to provide support programs for social rehabilitation (Kohler & Chapman,

1999; Kohler, 1996) and to emphasize a holistic approach for the integration of

transition education into community.

Outcome-centered transition education programs should provide education focused

on personal and social skills so that the students can learn such skills not only in virtual

environment limited to school but also in real environment such as public facilities and

organizations in community like home, workplace, food store, office and restaurant (Jo

In-soo․Park Jeong-sik․Jeon Bo-seong, 2002; Clark & Kolstoe, 1995; Kolher et al.,

1994; Wehman, 1996), and the most effective school education is connecting

experiences in school to social life after graduation (Clark & Chapman, 1999; Kohler,

1996). Particularly for those with mental retardation, great emphasis should be placed

on interpersonal․social function-centered transition education activities necessary for

daily life. For this, in planning and executing transition education programs, teachers

and parents are demanded to cooperate with policy makers, school members and

involved people in order to design the contents of transition education centering on

systematically structured life experiences and to attain effective results of transition

education in the field (Jo In-soo, 2001; Koller & Chapman, 1999; Wehman, 1988). For



this, we need to teach mentally retarded students with the contents of outcome-

centered transition education through interpersonal ․social skill programs applicable

during class so that mentally retarded students can acquire interpersonal․social

functions suitable for their level. In addition, according to Halpern, disabled students'

adaptation to community is possible only when they have social, residential and

vocational skills. In his opinion, the most important elements in transition education are

social skills and interpersonal skills for living together with others in society (Jo In-soo,

2002).

Accordingly, in order to improve mentally retarded people's social competence, it is

considered necessary to apply interpersonal․social function-centered transition

education programs that develop basic life habits for amicable interpersonal relations

and basic abilities and attitudes for social life. Thus, the present study purposed to

examine the effects of interpersonal․social function-centered transition education

activities on the improvement of social competence in mentally retarded students and

ordinary students and to generalize the activities for effective utilization.

2. The Purpose of the study

Interpersonal․social function is an important domain in outcome-centered transition

education for mentally retarded students, and the present study was focused on

explaining the effects of interpersonal․social function training on mentally retarded

children' social competence. The specific objectives of this study are as follows.

First, this study examines the effects of interpersonal․social function-centered

transition education activities on mentally retarded children' social behavior preferred

by teachers.

Second, this study examines the effects of interpersonal․social function-centered

transition education activities on mentally retarded children' social behavior preferred

by peers.

Third, this study examines the effects of interpersonal․social function-centered

transition education activities on mentally retarded children' school adaptability.

3. Term Definitions

1) Interpersonal․social function-centered transition education

Interpersonal relation means interaction of a person with others including parents,

siblings, peers, teachers and other adults. Human life itself observed around us



everyday can be regarded as an aggregate of interpersonal relations (Jo In-soo․Jeon

Bo-seong, 2005). Social skill is an ability to communicate one's interpersonal emotions

and opinions efficiently and also means learned behavior used in interpersonal relation

as a behavioral component of social competence.

The interpersonal․social function program designed in this research for

interpersonal․social function-centered transition education was based on the

interpersonal․social functions devised by Brolin and translated by Jo In-soo (1996) and

Schalock's life independence․vocational training program (translated by Jo In-soo,

1996). The program is composed of 11 domains including self-perception, confidence

acquisition,  social responsibility behavior performance function, maintenance of

amicable human relation function, independence culturing, problem-solving function

culturing, communication with others, emotional behavior expression, other-oriented

behavior, motivation and society-oriented behavior, and 40 sub-domains.

2) Social competence

Social competence is the result of general assessment of one's abilities to perform

social tasks demanded by socially interconnected people such as teachers, peers or

parents. Social competence denotes largely two adjustment domains. One is adaptive

behavior and the other is interpersonal social competence (Greenspan,1981; Odom &

McConnell, 1985; Walker, McConnell, & Clarke, 1985). Adaptive behavior means

essential abilities required to be adaptable to classroom situation, and interpersonal

social competence means abilities to establish adequate relations with others and

maintain the relations (Odom & McConnell, & Clsrke, 1985).

In this study, social competence is composed of three sub-domains: social behavior

preferred by teachers; social behavior preferred by peers; and school adaptation

behavior.

Ⅱ. Method

1. Subjects

The subjects of this study were 40 secondary students at a special school in A City,

Gyeongsangbuk-do who were sampled randomly in consideration of age, gender,



intelligence and social maturity age, and 20 kindergarteners and 20 1st-grade students

sampled from S Elementary School and its affiliated kindergarten and S Kindergarten in

A City and Y Elementary School in Y City, Gyeongsangbuk-do. The mean mental ages

of the two groups were equivalent to 5 and 7-year-old children, respectively. When

difference in the mean mental age of the two groups was examined statistically,

CR=1.34 in the 5-year-old children and CR=1.18 in the 7-year-old ones, showing no

statistically significant difference. <Table 2.1> shows the result of testing the students'

intellectual abilities and adaptive behavior level.

<Table 2.1>  Subjects

N IQ MA CA

M SD group M SD group CR M SD group

5-year 20 54.6 5.05 50～60 5.26 .19 5.0～5.9 1.34 14.78 2.34 12.2～17.3
MR*

7-year 20 71.2 2.18 67～75 7.12 .28 6.7～7.8 1.18 15.23 2.15 13.3～18.12

5-year 20 102.1 4.34 96～110 5.30 .20 4.9～5.8 5.2 .18 4.5～5.7

NOR**

7-year 20 101.0 4.57 96～111 7.20 .34 6.7～7.8 7.1 .31 6.7～7.1

** MR :  Ment al l y r et ar ded chi l dr en

** NOR :  Nor mal  chi l dr en

2. Design

In this study, the experimental variable is the interpersonal․social function program,

and 3 independent variables are used: group (MR, NOR); age (5-year-old children, 7-

year-old children); and gender (male, female). The dependent variable is  the score of

social competence. Social competence has 3 sub-levels: social behavior preferred by

teachers; social behavior preferred by peers; and school adaptation behavior. We

conducted three-way ANOVA of 2 (group: MR, NOR) × 2 (age: 5-year-old children, 7-

year-old children) × 2 (gender: male, female).

3. Tools

1) Interpersonal․social function program

The interpersonal․social function program adopted in this research was designed

with the advice and guidance of the supervisor and 5 specialists in transition education



based on personal․social functions in the Life-Centered Career Education (LCCE)

devised by Brolin and translated by Jo In-soo (1996), and personal․interpersonal

relations in Schalock's life independence․vocational training program (translated by Jo

In-soo, 1996).

<Table 2.2> shows the domains and major contents of the interpersonal․social

function program.

<Table 2.2>  Domains and content structure of the interpersonal․social function

program

Domain Sub-domains Domain Sub-domains

▫Confirming physical․mental desires ▫Utilizing aid resources

▫Examining interests and abilities ▫Sample results

▫Examining emotion ▫Developing and evaluating alternatives
Self-

perception

▫Understanding physical features
▫Understanding the essence of

problems

▫Expressing self-esteem

Problem-

solving

function

culturing

▫Developing purpose-driven behavior

▫Expressing opinions to others
▫Sensing and coping with emergent

situations

▫Praising and accepting ▫Speaking in an understandable way

▫Criticizing and accepting

Communication

with others

▫Understanding how to communicate

Confidence

acquisition

▫Enhancing confidence
▫Expressing emotion verbally or

behaviorally

▫Respecting others' rights ▫Controlling emotion

▫Acknowledging authorities and

carrying out instructions

Emotional

behavior

expression
▫Having an appropriate rest

▫Behaving properly in public places
▫Reading emotion in others's facial

expression

▫Understanding welcome

personalities
▫Understanding different tones of voice

Social

responsibility

behavior

performance

function

▫Understanding personal roles ▫Understanding different types of gesture

▫Listening and responding ▫Learning adequate social etiquettes

▫Understanding how to establish

intimate interpersonal relation

Other-

oriented

behavior

▫Abstaining from excessive dependency or

demand

Maintenance

of amicable

human

relation
▫Understanding how to make friends

Motivation
▫Connecting exerted efforts to augmentation



function and maintain friendship

▫Effort at self-realization ▫Using favorite augmentatives

▫Understanding self-organization
▫Knowing the consequence of a specific

behavior
Independenc

e culturing
▫Recognizing the effect of behavior

on others

Society-

oriented

behavior
▫Making sexual behavior according to social

rules

2) Test tools

Social competence was measured with Walker-McConnel Scale of Social

Competence and School Adjustment for preschoolers and elementary students, which is

composed of 43 questions in 3 sub-domains. This scale was developed in order to

assess students' social skills related to social competence, peer relation and school

adaptability (school life and personal life) (Shin Hyeon-gi, 2004). <Table 2.3> shows

questions by sub-domain of social competence used in this study.

<Table 2.3>  Questions by sub-domain in the social competence scale

Sub-domain
No. of

questions

Score

range
Contents

Social

behavior

preferred by

teachers

16 16-80

▫Consider others

▫Admit others' constructive criticisms without being offended

▫Be sensitive to others' needs

▫Cooperate with peers in group activities or situations

▫Control emotion

Social

behavior

preferred by

peers

17 17-85

▫Do plays and conversations for spending more time with peers

▫Have opportunities to contact with other children and abilities to

make friends

▫Help peers in need voluntarily

▫Use a recess efficiently through plays or activities

▫Negotiate in a situation that demands negotiation

School

adaptation

behavior

10 5-501

▫Whether to have skills to study independently

▫Whether to be able to use free time appropriately

▫Whether to be able to do assigned tasks (homeworks)

▫Whether to have desirable attitude of learning

▫Whether to listen carefully to the teacher's instruction or

explanation about assignments



4. Procedure

The procedure of this study was composed of pretest before executing the

interpersonal․social function program in MR and NOR, the execution of the

interpersonal․social function program for 12 months in the experimental group, and

posttest just after the completion of the interpersonal․social function program in MR

and NOR. The subjects were 40 in the MR group and 40 in the NOR group, so a total of

80.

1) Pretest

Before the interpersonal․social function program was applied to the students in the

MR and NOR groups, we tested students' social competence individually in cooperation

of their class teachers. In case the class teacher lacked understanding of test questions,

the researcher gave a detailed explanation to the teacher before the test.

2) Program execution

The program was executed for around 12 months from March, 2006 to February,

2007 in the NOR group and for around 12 months from March, 2006 to February, 2007

in the MR group. Once or twice a week and for 40 minutes in each session, a total of

around 50 sessions were executed by class teachers, subject teachers, vocational

teachers, special class teachers, kindergarten teachers and the researcher.

3) Posttest

We tested the social competence of each student in the MR and NOR groups just

after the completion of the program. The MR group was tested by the researcher in

cooperation with class teachers who executed the program, and the NOR group was

tested jointly by the researcher and class teachers who participated in the pretest.

5. Data Processing

1) Scoring method

In the test using Walker-McConnel Scale of Social Competence and School

Adjustment, each of the 43 questions was scored on 5-point Likert's scale and the

scores were summed up.



For example, summing up sub-domain 1: = 52 points, sub-domain 2: = 39 and sub-

domain 3: = 35, the total score becomes 126 points. The total score of the 43 questions

is converted using the conversion tables (conversion score tables for original total

score and for original sub-total scores by sub-domains), and the result was used to

interpret the students' social competence and school adaptability.

2) Statistical processing

Collected data were coded and analyzed statistically using SPSS/PC+ 10.0 as

follows. First, pretest data were analyzed through t-test in order to see the significance

of differences in the mean scores of the sub-domains of social competence according to

age (5-year-old children, 7-year-old children) and gender (male, female) in MR and

NOR. Second, from posttest data were obtained descriptive statistics (mean, standard

deviation) for determining differences between the MR and NOR groups according to

age and gender. Third, three-way ANOVA was conducted to see the significance of

difference in the mean score of each independent variable and interaction effects among

the independent variables.

Ⅲ. Results

As suggested earlier in this paper, the present study purposed to examine the

effects of interpersonal․social function-centered transition education activities on the

social competence of mentally retarded children and normal children, and the results of

statistical analysis are as follows.

1. Social behavior preferred by teachers

<Table 3.1> shows the results of t-test for determining the significance of

difference in the mean social competence of the MR and NOR groups.

<Table 3.1>  Results of t-test with data from social competence pretest

MR NOR
Classification

N M SD N M SD
t

5-year 20 34.75 6.34 20 36.67 7.12 -.54Social

behavior

preferred by
7-year 20 41.70 5.89 20 43.10 5.47 -.48



teachers

5-year 20 38.75 9.10 20 39.12 8.94 -.41Social

behavior

preferred by

peers

7-year 20 46.34 7.89 20 50.75 7.12 -1.13

5-year 20 23.10 4.89 20 25.60 4.58 -.72School

adaptation

behavior
7-year 20 31.75 5.10 20 29.48 4.30 .32

5-year 20 96.60 17.25 20 101.39 18.25 -1.32Social

competence 7-year 20 119.79 18.23 20 123.33 15.34 -1.02

As in <Table 3.1>, statistically significant difference was observed neither in overall

social competence nor in the sub-domains between MR and NOR. <Table 3.2> shows

the mean and standard deviation of posttest scores of social behavior preferred by

teachers in MR and NOR.

As in <Table 3.2>, the mean score of social behavior preferred by teachers was

similar between MR (M=51.45) and NOR (M=52.15). By age, 7-year-old children

(M=55.60) were 8.35 point higher than 5-year-old ones in the MR group (M=47.25), and

7-year-old children (M=55.80) were 7.30 point higher than 5-year-old ones in the NOR

group (M=48.50). In both 5 and 7-year-old children, the score was similar between MR

(M=47.25 and 55.60, respectively) and NOR (M=48.50 and 55.80, respectively).

<Table 3.2>  Mean and standard deviation of posttest scores of social behavior

preferred by teachers

MR NOR Total
Age Gender

N M SD N M SD N M SD

Male 10 48.30 7.17 10 45.00 8.29 20 46.65 7.73
5

Female 10 46.20 6.18 10 52.00 4.40 20 49.10 6.01

Sub-total 20 47.25 6.60 20 48.50 7.39 40 47.87 6.94

Male 10 54.60 4.58 10 53.00 3.40 20 53.80 4.01
7

Female 10 56.60 7.29 10 58.60 5.62 20 57.60 6.42

Sub-total 20 55.60 6.01 20 55.80 5.36 40 55.70 5.62

Male 20 51.45 6.68 20 49.00 7.41 40 50.23 7.07
Total

Female 20 51.40 8.47 20 55.30 5.97 40 53.35 7.50

Total 40 51.42 7.53 40 52.15 7.36 80 51.79 7.41



By gender, in the MR group, boys (M=48.30) were slightly higher in 5-year-old

children and girls (M=56.60) in 7-year-old ones but the score was similar as a whole.

In the NOR group, girls were slightly higher in both 5 and 7-year-old children (M=52.00,

M=58.60, respectively). As a whole, the score was similar by age and by gender in both

MR and NOR.

<Table 3.3> shows the results of three-way ANOVA for examining the main effects

and interaction effects of the experimental variables on social behavior preferred by

teachers in MR and NOR.

<Table 3.3>  Results of ANOVA on social behavior preferred by teachers

Source of

variance

Sum of

square

Degree of

freedom

Mean

square
F

Group (G) 10.51 1 10.51 .28

Age(A) 1224.61 1 1224.61 33.23 ***

Gender(S) 195.31 1 195.31 5.30 *

G × A 5.51 1 5.51 .15

G × S 201.61 1 201.61 5.47 *

A × S 9.11 1 9.11 .24

G × A × S 37.81 1 37.81 1.02

Error 2652.90 72

Total 218893.00 80

*p<.05, ***p<.001

As in <Table 3.3>, no interaction effect on social behavior preferred by teachers

was observed. In the results of measuring the statistical significance of main effects,

significant difference was observed according to age (F=33.23, p<.001) and gender

(F=5.30, p<.05). This suggests that interpersonal․social function-centered transition

education activities are effective differently in improving social behavior preferred by

teachers depending on age and gender. However, no statistically significant difference

was observed according to group (F=.28, p>.05), showing that the effect of

interpersonal․social function-centered transition education activities on social behavior

preferred by teachers was not different between the NOR and  MR groups. In addition,

the interaction effect of group and gender was statistically significant (F=5.47, p<.05).

<Table 3.4> shows the results of examining the characteristics of the interaction effect

of group and gender, and <Figure 3.1> is the graph of the interaction effect.



<Table 3.4> Simple main effects on social behavior preferred by teachers

Source of variance
Sum of

square

Degree of

freedom
Mean square F

Group

group@male 60.03 1 60.03 1.63

group@female 152.10 1 152.10 4.13 *

Gender

gender@MR .02 1 .02 .01

gender@NOR 396.90 1 396.90 10.77 **

*p<.05, **p<.01

As in <Table 3.4>, when the simple main effect of group was tested, no significant

difference was observed in the male group (F=1.63, p>.05) but the female group

showed a significant difference (F=4.13, p<.05), showing the effect of training on the

female group. In addition, no significant difference was observed in the simple main

effect of gender in MR (F=.01, p>.05), but the effect of gender was significantly

different in NOR (F=10.77, p<.01). This result also indicates the effect of training in

NOR. These results are considered to come from the female group's improvement in the

score of social behavior preferred by teachers thanks to the effect of training in NOR.

As in <Figure 3.1>, the score of social behavior preferred by teachers was higher in

the female group than in the male group, and in the male group, boys in MR showed a

slightly higher score of social behavior preferred by teachers than those in NOR

(M=3.9). In addition, NOR showed a larger difference of score between groups than MR.

This suggests that the effect of training is higher in NOR than in MR.

51.4
55.351.45

49

30

40

50

60

70

80

male female

MR

NOR

<Figure 3.1> Interaction effect of group×gender on social behavior preferred by

teachers



2. Social behavior preferred by peers

<Table 3.5> shows the mean and standard deviation of posttest scores of social

behavior preferred by peers in MR and NOR.

<Table 3.5> Mean and standard deviation of posttest scores of social behavior

preferred by peers

MR NOR Total
Age Gender

N M SD N M SD N M SD

Male 10 52.50 9.37 10 48.90 10.28 20 50.70 9.75
5

Female 10 47.60 8.97 10 56.70 5.98 20 52.15 8.77

Sub-total 20 50.05 9.28 20 52.80 9.11 40 51.42 9.18

Male 10 62.00 4.27 10 63.10 5.67 20 62.55 4.91
7

Female 10 61.90 12.07 10 69.60 8.07 20 65.75 10.75

Sub-total 20 61.95 8.81 20 66.35 7.56 40 64.15 8.40

Male 20 57.25 8.60 20 56.00 10.88 40 56.63 9.70Tota

l Female 20 54.75 12.69 20 63.15 9.57 40 58.95 11.88

Total 40 56.00 10.77 40 59.58 10.74 80 57.79 10.84

As in <Table 3.5>, the mean score of social behavior preferred by peers was 3.58

point higher in NOR (M=59.58) and in MR (M=56.00). By age, 7-year-old children

(M=61.95) were 11.90 point higher than 5-year-old ones (M=50.05) in MR, and 7-year-

old children (M=66.35) were 13.55 point higher than 5-year-old ones (M=52.80) in NOR.

Among 5-year-old children, those in NOR (M=52.80) were slightly higher than those in

MR (M=50.05), and among 7-year-old ones, those in NOR (M=66.35) were 4.40 point

higher than those in MR (M=61.95).

By gender, in MR, boys (M=52.50) were higher among 5-year-old children and boys

(M=62.00) and girls (M=56.60) were similar to each other among 7-year-old ones. In

NOR, girls were higher among both 5 and 7-year-old children (M=56.70 and 69.60,

respectively). As a whole, girls in NOR showed the highest score.

<Table 3.6> shows the results of three-way ANOVA for examining the main effects

and interaction effects of the experimental variables on social behavior preferred by

peers in MR and NOR.

<Table 3.6>  Results of ANOVA on social behavior preferred by peers



Source of

variance

Sum of

square

Degree of

freedom
Mean square F

Group (G) 255.61 1 255.61 3.58

Age (A) 3238.51 1 3238.51 45.38 ***

Gender (S) 108.11 1 108.11 1.51

G × A 13.61 1 13.61 .19

G × S 465.61 1 465.61 6.52 *

A × S 15.31 1 15.31 .21

G × A × S 46.51 1 46.51 .65

Error 5138.10 48

Total 276433.00 56

*p<.05, ***p<.001

As in <Table 3.6>, no interaction effect on social behavior preferred by peers was

observed. In the results of measuring the statistical significance of main effects,

significant difference was observed according to age (F=45.38, p<.001). This suggests

that interpersonal․social function-centered transition education activities are effective

differently in improving social behavior preferred by peers depending on age. No

statistically significant difference was observed according to group (F=3.58, p>.05) and

gender (F=1.51, p>.05), showing that the effect of interpersonal․social function-

centered transition education activities on social behavior preferred by peers was not

different between the NOR and  MR groups and between male and female teachers. In

addition, the interaction effect of group and gender was statistically significant (F=13.61,

p<.05). <Table 3.7> shows the results of examining the characteristics of the

interaction effect of group and gender, and <Figure 3.2> is the graph of the interaction

effect.

As in <Table 3.7>, when the simple main effect of group was tested, no significant

difference was observed in the male group (F=.22, p>.05) but the female group showed

a significant difference (F=9.89, p<.01), showing again the effect of training on the

female group.

<Table 3.7>  Simple main effects on social behavior preferred by peers

Source of variance
Sum of

square

Degree of

freedom
Mean square F

Group

group@male 15.62 1 15.62 .22



group@female 705.60 1 705.60 9.89 **

Gender

gender@MR 62.50 1 62.50 .88

gender@NOR 511.23 1 511.23 7.16 **

**p<.01

In addition, no significant difference was observed in the simple main effect of

gender in MR (F=.88, p>.05), but the effect of gender was significantly different in NOR

(F=7.16, p<.01). This result also indicates the effect of training in NOR. These results

are considered to come from the female group's improvement in the score of social

behavior preferred by peers thanks to the effect of training in NOR.

54.75

63.15
57.25

56

40

50

60

70

80
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<Figure 3.2>  Interaction effect of group×gender on social behavior preferred by peers

As in <Figure 3.2>, the score of social behavior preferred by peers was higher in the

female group than in the male group, and in the male group, boys in MR showed a

slightly higher score of social behavior preferred by peers than those in NOR (M=1.25).

In addition, the female group in NOR showed a higher score than the female group in

MR (M=8.4). NOR showed a larger difference of score between groups than MR and this

suggests that the effect of training is higher in NOR than in MR.

3. School adaptation behavior

<Table 3.8> shows the mean and standard deviation of posttest scores of school

adaptation behavior in MR and NOR.

<Table 3.8>  Mean and standard deviation of posttest scores of school adaptation

behavior

Age Gender MR NOR Total



N M SD N M SD N M SD

Male 10 30.90 6.84 10 33.40 4.70 20 32.15 5.85
5

Female 10 32.10 4.61 10 32.80 3.58 20 32.45 4.03

Sub-total 20 31.50 5.71 20 33.10 4.08 40 32.30 4.96

Male 10 36.10 3.25 10 36.50 3.14 20 36.30 3.11
7

Female 10 39.80 5.09 10 42.20 3.79 20 41.00 4.54

Sub-total 20 37.95 4.57 20 39.35 4.48 40 38.65 4.52

Male 20 33.50 5.85 20 34.95 4.20 40 34.23 5.08Tota

l Female 20 35.95 6.16 20 37.50 6.01 40 36.73 6.06

Total 40 34.73 6.06 40 36.22 5.28 80 35.47 5.70

As in <Table 3.8>, the mean score of school adaptation behavior was 1.49 point

higher in NOR (M=36.22) and in MR (M=34.73). By age, 7-year-old children (M=37.95)

were 6.45 point higher than 5-year-old ones (M=31.50) in MR, and 7-year-old children

(M=39.35) were 6.25 point higher than 5-year-old ones (M=33.10) in NOR. Among 5-

year-old children, those in NOR (M=33.10) were slightly higher than those in MR

(M=31.50), and among 7-year-old ones, those in NOR (M=39.35) were 1.40 point

higher than those in MR (M=37.95). By gender, in MR, girls were higher among both 5

and 7-year-old children (M=32.10 and 39.80, respectively), and in NOR, boys were

higher (M=33.40) among 5-year-old children and girls (M=42.20) among 7-year-old

ones. As a whole, scores were similar among the age groups and the gender groups in

MR and NOR.

As in <Table 3.9>, no interaction effect on school adaptation behavior was observed.

In the results of measuring the statistical significance of main effects, significant

difference was observed according to age (F=39.43, p<.001) and gender (F=6.11, p<.05).

This suggests that interpersonal․social function-centered transition education activities

are effective differently in improving school adaptation behavior depending on age and

gender.

<Table 3.9>  Results of ANOVA on school adaptation behavior

Source of

variance
Sum of square

Degree of

freedom
Mean square F

Group (G) 45.00 1 45.00 2.20



Age (A) 806.45 1 806.45 39.43 ***

Gender (S) 125.00 1 125.00 6.11 *

G × A .20 1 .20 .01

G × S .02 1 .02 .002

A × S 96.80 1 96.80 4.73 *

G × A × S 18.05 1 18.05 .88

Error 1472.40 72

Total 103242.00 80

*p<.05, ***p<.001

No statistically significant difference was observed according to group (F=2.20,

p>.05), showing that the effect of interpersonal․social function-centered transition

education activities on school adaptation behavior was not different between the NOR

and MR groups. In addition, the interaction effect of age and gender was statistically

significant (F=13.61, p<.05). <Table 3.10> shows the results of examining the

characteristics of the interaction effect of age and gender, and <Figure 3.3> is the

graph of the interaction effect.

<Table 3.10>  Simple main effects on school adaptation behavior

Source of variance
Sum of

square

Degree of

freedom
Mean square F

Age

age@male 172.22 1 172.22 8.42 *

age@female 731.03 1 731.03 35.75 ***

Gender

gender@5-year .90 1 .90 .04

gender@7-year 220.90 1 220.90 10.80 **

*p<.05, **p<.01, ***p<.001

As in <Table 3.10>, when the simple main effect of age was tested, significant

difference was observed in the male group (F=8.42, p<.05) and female group (F=35.75,

p<.001), showing the effect of training on the male and female groups. In addition, no

significant difference was observed in the simple main effect of gender in the 5-year-

old group (F=.04, p>.05), but the effect of gender was significantly different in the 7-

year-old group (F=10.80, p<.01). This result also indicates the effect of training in the



7-year-old group. These results are considered to come from the 7-year-old male and

female groups' improvement in the score of school adaptation behavior.
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<Figure 3.3>  Interaction effect of group ×gender on school adaptation behavior

As in <Figure 3.3>, the score of school adaptation behavior was higher in the 7-

year-old group than in the 5-year-old group, and among the 7-year-old group, girls

showed a slightly higher score of school adaptation behavior than boys (M=4.70).

Among the 5-year-old group, the score was similar between the male and female

groups (M=.30). In addition, the female group showed a larger difference of score

between groups than the male group. This suggests that the effect of training is higher

in the female group than in the male group.

Ⅳ. Conclusions and Suggestions

1. Conclusions

The objective of the present study was to examine the effects of the

interpersonal․social function-centered transition program on mentally retarded

students' social competence, namely, social behavior preferred by teachers, social

behavior preferred by peers, and school adaptation behavior.

From the results of this study were drawn conclusions as follows.

First, interpersonal․social function-centered transition education is effective in

improving social behavior preferred by teachers for both mentally retarded children and

normal ones. As a whole, no difference was observed between the MR and NOR groups,

but difference was observed according to age and gender. This is considered to come

from the NOR female group's improvement due to the effect of training.



Second, interpersonal․social function-centered transition education is effective in

improving social behavior preferred by peers for both mentally retarded children and

normal ones. As a whole, no difference was observed between the MR and NOR groups,

but difference was observed according to age. This is considered to come from the

NOR 7-year-old group's improvement due to the effect of training.

Third, interpersonal․social function-centered transition education is effective in

improving school adaptation behavior for both mentally retarded children and normal

ones. As a whole, no difference was observed between the MR and NOR groups, but

difference was observed according to age and gender. This is considered to come from

the 7-year-old male and female groups' improvement due to the effect of training.

These conclusions prove that interpersonal․social function-centered transition

education is effective in improving the MR and NOR groups' social competence. Thus, it

is necessary to provide various interpersonal․social function-centered transition

education programs in the school field. If interpersonal․social function-centered

transition education programs are included as short-term and long-term goals of

education plans set according to individual students' level, they will enhance the effect

of education further.

2. Suggestions

Based on discussions in this study, a number of suggestions are made as follows.

First, if interpersonal․social function-centered transition education is developed and

executed fittingly to elementary students' level, we may attain the effect of early

education. Thus, it is necessary to develop interpersonal․social function-centered

transition education programs suitable for elementary students.

Second, as the effect of transition education programs on social competence is

considered higher in integrated education, it is necessary for subsequent research to

develop and execute transition education programs applicable to both disabled and non-

disabled children in inclusive classes.

Third, if the five-school-days-a-week system is introduced, mentally retarded

students will spend more time at home. Thus, it is necessary to study specific teaching

methods using community facilities such as disabled welfare centers and private

organizations.

Fourth, interpersonal․social function-centered transition education programs for

mentally retarded students are more effective when executed in close cooperation with

parents, ordinary teachers and community facilities rather than when executed only by



special teachers in school. Considering this, there should be subsequent research on the

establishment of social support networks.
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