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Abstract: Communication styles are the three communication patterns that result from merging
the verbal elements of communication, the non-verbal elements and the paraverbal elements. The
objective of this study was to test what effect different communication styles have on attention perfor-
mance in primary school children. We administered the assertive behavior scale for children (CABS),
the symbol digit modalities test (SDMT) and the d2 attention test to a sample of 77 participants
of primary school. A statistically significant and proportional correlation was found between the
assertive communication style and the total number of correct answers of the SDMT. We also found
positive correlations between the assertive communication style and d2 attention test performance.
Children with an assertive communication style have better attention performance than children
with passive or aggressive communication styles.

Keywords: communication styles; attention; primary school; assertiveness

1. Introduction

Communication styles are behaviors that consistently occur in “the way one verbally,
nonverbally, and paraverbally interacts to signal others how literal meaning should be
taken, interpreted, filtered, or understood” [1]. Each of us has our own styles of com-
munication; some facilitate relationships with others, while others make it difficult to
communicate and develop a good personal relationship with others. Communication
styles influence the way people interact, exchange information, support, collaborate, learn
collectively, etc. [2–5].

During the development stages, and especially during puberty, some skills are ac-
quired, such as social skills, emotional control and self-control of behavior that allow us to
participate in everyday activities. Among these skills, we can also include the empathy
and communication styles [6]. Studies analyzing the relationship between empathy and
acceptance in peer groups show that children with a high level of acceptance by their peers
are more empathic. Accepted children show a more positive orientation to others and
a strong sensitivity for the anguish of others [7], and prosocial children have a greater
empathic knowledge than stalkers or those who are victims of the latter [8]. Another line of
research has shown that empathic children and adolescents have greater emotional stability.
During childhood, the emotional components of happiness and anger are correlated with
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empathy [9]. Some studies on adolescents suggest that emotional stability is a fundamental
factor in establishing relationships of empathy [10].

We can identify three types of interpersonal communication styles: aggressive, passive
and assertive [11]. A person with an aggressive communication style is characterized by
defending their rights at any price; usually, this means not respecting the rights of others,
even if it is unnecessary. People classified as aggressive do not take into consideration the
rights of others. They also aim to reach their goals immediately without considering the
negative consequences in the long term. That is, an aggressive interaction and communica-
tion style portrays individuals who base everything on their own rights, achieving their
goals at the expense of others. Similarly, since the 1980s, different studies have argued and
demonstrated that aggressive children have a deficit in perceiving and decoding environ-
mental stimuli in an “unbiased”, realistic way [12–17]. Aggressive behavior is associated
with biases in different aspects of attention [18], and this makes people with this style
present problems to mitigate their hostile interpretations because they do not pay enough
attention to environmental clues and may not encode the signals properly [19].

Recent studies warn that communication styles influence school performance [20,21].
This could be related to deficits in recognizing the stimuli of the environment. Additionally,
several studies on impulsivity indicate a relationship between aggressive communication
style and higher probability of showing more aggressive responses and behaviors [22,23].
The behavioral repertoires of these children consist of a smaller number of alternatives,
added to the fact that they do not anticipate the consequences, which often leads them
to choose the one that requires the least effort at that given moment. This response
tendency, therefore, will offer a greater percentage of aggressive responses incompetent
to “provocative” social situations and subsequently, the number of competent assertive
responses would decrease. Thus, and in agreement with Deluty [24] and Spivack and
Shure [25], children with aggressive styles are capable of conceiving assertive solutions,
but the percentage of assertive alternatives in their repertoire is scarce. The greater the
percentage of aggressive responses, the more aggressive the alternative according to the
percentage [26].

The passive communication style involves not defending one’s own rights, not being
able to express feelings, thoughts and opinions, and showing conformity to everything.
The person with this communicative style lives preoccupied with satisfying others and
avoids confrontation. In addition, he/she is a prudent and educated person. This type
of person may generate feelings of helplessness, depression and tension in maintaining
interpersonal and social relationships [11]

Assertive behavior consists of knowing what one’s personal rights and interests are
and knowing how to defend them by using a series of skills that allow a subject to be
objective and respectful of oneself and others without resorting to manipulation or pretense.
The assertive person is able to express his/her feelings, ideas and opinions, as well as
helping others to express themselves freely. The goal of assertive behavior is not only to
achieve what is desired, but also to develop the negotiation skills necessary to achieve
it. It is common in people with self-esteem and self-confidence [27–34]. Authors such as
García Pérez and Magaz Lago [35,36], differentiated two characteristics of all assertive
behavior: self-assertiveness, or the degree to which a person grants himself or herself the
basic assertive rights or the degree to which a person considers that others have these
rights, understanding basic assertive rights as those beliefs that facilitate the assertive
behavior of people.

Attention is a cognitive process that can facilitate interaction with our environment
and allows us receive information from all around us. For García [37] attention is a
mechanism that sets in motion a series of processes or operations, thanks to which we are
more receptive to the events of the environment and carry out a large number of tasks
more effectively.

Wheeler and Carlson [38] suggested that attention deficit hyperactivity disorder
(ADHD) children with a predominance of inattention profile may have limited social
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interaction and this aspect would restrict the acquisition of adequate social skills knowledge.
They used the assertive behavior scale for children (CABS) to obtain scores from parents
and teachers on the social status and social performance of children with ADHD and at
the same time, they also used it to obtain scores on social knowledge and performance
from children. They found differences between the different subgroups of ADHD children;
on the one hand, the children with combined ADHD showed more aggressive responses,
while on the other hand, it was perceived that the ADHD children with a predominance
of inattention symptoms showed greater social passivity [39] ADHD children show a
significantly more cognitive style of field dependence, which indicates how inattention
would be associated with a lower level of assertiveness [40].

In the work carried out by Meza [41], it was revealed how assertiveness correlated
with cognitive styles, as women who had greater field independence were more assertive.
Guisande, Páramo, Tinajero and Almeida [42] showed how people with a greater degree of
field independence focus their attention more analytically and have better control over the
distractions that produce irrelevant stimuli than those dependent on the field.

According to this cognitive–behavioral conceptualization, which focuses on child
interaction styles in relation to information processing, efforts were dedicated to evaluating
the present solutions in the behavioral repertoire of children in order to establish their
level of adaptation and competence. From this perspective, the first infant self-report tests
on assertive behavior were modified versions of adult inventories, such as the Rathus
assertiveness scale [43], with adaptations for high school students [44] and primary school
students [45].

Reardon, Hersen, Bellack and Foley [46] created the self-report assertiveness test for
boys (SRAT-B), with the aim of evaluating the answers that could be used in real life.
Deluty [24] reported on the characteristics of the children’s active tendency scale (CATS),
an auto report on aggressiveness, assertiveness and submission whose objective was to
assess interpersonal conflicts in specific situations. However, this scale, like the previous
one, showed a very low level of external validity.

Michelson and Wood [47] developed the assertive behavior scale for children (CABS),
which aimed to classify aggressive, inhibited or passive, and assertive children. The original
scale consists of 27 items, each with five response alternatives: aggressive, assertive, highly
inhibited, inhibited and assertive, showing acceptable levels of consistency. The CABS
also offers the possibility of contrasting individuals’ self-rating of relational styles with
heterorating by significant adults and peers, in coherence with investigations that advocate
the measurement of social competence from diverse sources [48–51]. They proposed
in this scale a series of situations on topics such as making and receiving compliments,
presenting and accepting criticisms, asking and giving things, accepting guilts, providing
help, initiating conversations and behavior before orders. Michelson and Wood [47] found
that CABS had good discriminant validity, as it was able to accurately differentiate in a
group of 80 fourth grade children among those who had received social skills training
from those who had not. Furthermore, the teachers, who were unaware of the treatment
conditions, rated the children who had been in the social skills training group significantly
more competent than those who did not. Not only that, but they were also able to identify
the children who received 16 h compared to those who only received 8 h of social skills
training. Thus, CABS was not only able to discriminate trained children from untrained
children, but was also able to distinguish children who received 8 h of training from another
group with 16 h of training.

The assertive behavior scale for children (CABS) was used to evaluate the effects that
certain intervention programs had on the communication styles of different groups of
participants ([47,52]). It was also used to perform research on the social impact of assertive
versus non-assertive behavior in fourth and fifth grade children [53], as well as to compare
communication styles in children with ADHD [39]. Johnson, Myers, Webber, Greenlund
and Berenson [54] used the CABS to study assertive, aggressive and passive behaviors in
relation to weight and other health-related risk factors for cardiovascular physiological
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and behavioral diseases. The CABS scale is a widely used scale to evaluate aggressive,
passive and assertive communication styles in different areas and represents a helpful tool
to assess the relationships between communication styles and school performance [20].

In line with these previous research studies using CABS and studying communication
styles in children, the main objective of our study was to check whether assertive behavior
increases the level of attention performance compared to the other communication styles
in a sample of 77 children between 7 and 12 years old. This age period represents a critical
period since executive functions and other functional processes develop and this was
proved relevant in previous studies [9].

2. Method

To carry out the experiment, we initially had a sample of 83 children, but since 6 of
them had to be considered null, the final sample consisted of a total of 77 participants. Of
these 77, 48.1% were boys and 51.9% were girls. The mean age was 9.5 years (SD: 1.6).

The sample was collected in public schools of the southern region of Spain. In order
to be included in the study, the children had to have Spanish as their first language, not
present neurological or psychiatric damage or learning difficulties, and not be enrolled in
the Special Education group. The participation of the students in the administration of the
test was done voluntarily and with parents’ consents. From the initial sample, 6 participants
were discarded because they did not understand the dynamics and instructions of the tests.

In order to access the sample, the management of the center was contacted, who
informed the parents of the students, who authorized their evaluation. The students were
evaluated within the class. There were always two evaluators who explained how to
complete the questionnaires and were present throughout the process to be able to resolve
the doubts that the children might have. To measure the different communication styles,
the Spanish adaptation of the Wood and Michelson’s assertive behavior scale (CABS) [55]
was used. Specifically, the CABS Type II was applied, consisting of 24 items adapted for
schoolchildren in the upper elementary cycles. It is adapted with three possibilities of
choice: assertive, aggressive and inhibited, instead of the five of the original scale as it was
done in the Spanish adaptation [55]. The objective pursued with this adaptation was to
achieve a short scale to be able to discriminate between the different communication styles;
for this, the redundant items were eliminated and later, the item–test correlation of the
remaining items that made up the scale was evaluated.

In order to evaluate aspects related to attention, we used two tests: the symbol digit
modalities Test (SDMT) and the d2 attention test.

The symbol digit modalities test (SDMT) [56] consists of converting symbols in the
shape of geometric figures into numbers, according to an established key. It consists of two
forms: a written and an oral one. We used the written form for this study. According to
Silva [57], the SDMT is one of the most recognized tests to evaluate information processing
speed, and its multimodal essence with some executive and learning components and fast
administration make it also a highly valuable tool for the detection of cognitive impairment.

The attention test d2 [58] is a time-limited test to measure selective attention and
mental concentration, understood as the ability to selectively attend to certain relevant
aspects of a task while ignoring the irrelevant (e.g., performing a selective search) and, in
addition, to do it quickly and accurately. This test recently revealed positive associations
between physical fitness, cognitive functioning and academic performance in children [59].

First of all, to carry out our study, permission was requested from the school manage-
ment to conduct this experiment, and informed consent from parents was obtained. The
experiment was carried out in accordance with The Code of Ethics of the World Medical
Association (Declaration of Helsinki) for experiments involving humans.

In Spain, the educational system is divided into several levels: infant education, which
is voluntary and is between 0 years and 6 years old, and the 0–3-year cycle is voluntary.
Primary education comprises six grades (first to sixth) and includes children from 6 years
to 12 years old. Compulsory secondary education (ESO), which is the last compulsory
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stage, includes children from 12 years to 16 years old. In the present study, the tests were
administered to a group of children between 7 years and 9 years old (3rd grade) and
another group of children between 10 years and 12 years old (6th grade of primary school).
The first test administered was the d2. In this test, the participants crossed out the letters
“d” with two selected stripes. There were 14 lines, and for each line the subject had a
limited time of 20 s to find the maximum target stimulus.

After completing the d2, participants completed the assertive behavior scale (CABS II).
This test consists of 24 items composed of several alternative responses: assertive, aggres-
sive and inhibited. In this case, there was no need for a limited time. Finally, the symbol
digit modalities test (SDMT) was administered. The SDMT consists of identifying the
number associated with a given symbol over a period of time (90 s). Between tests, a rest
period of approximately five minutes was offered.

The statistical analysis was carried out with the SPPSS version 22. First, descriptive
analysis of the sample was carried out (Table 1). Next, we evaluated if the sample had a
normal distribution. For this, the Kolmogorov–Smirnov and Shapiro–Wilk test was used,
where it was observed that the distribution was not normal; due to this, for the subsequent
analysis, non-parametric tests were used. Anonymized data were used for the analysis.

Table 1. Descriptive analysis of communication styles (assertive, passive and aggressive) and attention indices in our
study population.

Communication Style Attention Tests Mean Median Mode SD n

Assertive 16.63 19.00 22.00 6.06 77
Passive 3.20 3.00 1.00 2.59 77
Aggressive 1.39 0.00 0.00 2.47 77
HIT SDMT 38.68 39.00 35.00 12.37 77
SDMT-ERRORS 1.01 0.00 0.00 2.48 77
D2-TR 262.48 251.00 211.00 103.95 77
D2-TA 80.90 78.00 66.00 31 77
D2-C 11.63 3.00 1.00 21.05 77
D2-OR 30.46 13.00 2.00 44.17 77
D2-TOT 219.01 210.00 206.00 76.01 77
D2-CON 66.58 68.00 62.00 43.66 77

Note: HIT SDMT, correct score for SDMT; SDMT Errors, errors in SDMT; D2-TR, total responses; D2-TA, total hits, number of relevant
elements; D2-C, commissions, number of irrelevant items marked; D2-OR, omissions, number of relevant elements attempted but not
marked; D2-TOT, total effectiveness in the test, that is, TR − (C + OR); D2-CON, concentration index, TA-C.

3. Results

In the first place, we carried out a descriptive analysis of the different communication
style scores as well as the results obtained in the attention tests (Table 1). Regarding
communication styles, we highlight how the assertive communication style predominated
in our study (M = 16.63; SD = 6.06). Levene’s test was carried out in order to observe
if the variances of both groups were equal. The data presented significant differences
between the variances; therefore, the use of non-parametric tests was recommended in
the data analysis. First, we carried out the Mann–Whitney U statistic (Table 2), dividing
the participants according to sex. We found differences in the assertive style (Z = −2.04,
p < 0.05), the passive style (Z = −3.21, p < 0.05) and sex, with girls showing higher
scores in assertive communication style than boys; girls also showed less frequent passive
communication styles.

Next, we carried out the same procedure, but this time dividing the participants
according to grade (Table 3). Here, we found significant differences between the groups
in both the assertive communication style (z = −4.73, p < 0.05) and the aggressive style
(Z = −3.11, p < 0.05), but there were no significant differences between groups with regard
to passive style. In order to determine the existence of relationships between communica-
tion styles and attention, we calculated the Spearman’s correlation coefficient (Table 4) with
communication style score and the results obtained in the SDMT and the d2 attention test.
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Table 2. Mann–Whitney U test results for sex.

Communication Style Sex (n) Mean Rank z sig

Assertive Girls (40) 17.72 −2.04 0.041

Boys (37) 15.45

Passive Girls (40) 2.27 −3.21 <0.001

Boys (37) 4.21

Aggressive Girls (40) 0.92 −1.43 0.153

Boys (37) 1.89

Table 3. Mann-Whitney U test results for class groups.

Communication Style Course (n) Mean Rank z sig

Assertive 3◦ (40)
6◦ (37)

27.44
51.5 −4.73 <0.001

Passive 3◦ (40)
6◦ (37)

38.86
39.15 −0.05 0.95

Aggressive 3◦ (40)
6◦ (37)

45.8
31.65 −3.11 0.002

Table 4. Spearman’s correlation coefficient between communication styles and attention indices.

Assertive Passive Aggressive HIT
SDMT

MISTAKES
SDMT D2-TR D2-TA D2-C D2-OR D2-

TOT

Assertive 1

Passive −0.393 ** 1

Aggressive −0.528 ** −0.018 1

HIT SDMT 0.234 * 0.015 −0.227 * 1

MISTAKES SDMT −0.074 0.029 0.246 * −0.225 * 1

D2-TR 0.192 0.222 −0.171 0.353 ** −0.139 1

D2-TA 0.067 0.043 0.114 0.393 ** −0.087 0.412 ** 1

D2-C −0.197 0.191 0.197 −0.252 * 0.043 −0.009 −0.208 1

D2-OR 0.1 0.089 −0.123 −0.06 0.109 0.453 ** −0.369 ** 0.247 * 1

D2-TOT 0.230 * 0.114 −0.131 0.445 ** −0.134 0.887 ** 0.605 ** −0.250 * 0.231 * 1

D2-CON 0.182 −0.029 −0.026 0.492 ** −0.157 0.306 ** 0.844 ** −0.449 ** −0.460 ** 0.583 **

Notes: HIT SDMT, correct score in SDMT; Errors SDMT, errors in SDMT; TR, total responses; TA, total hits, number of relevant elements;
C, commissions, number of irrelevant items marked; OR, omissions, number of relevant elements attempted but not marked; TOT, total
effectiveness in the test, that is, TR − (C + OR); CON, concentration index, TA-C. ** The correlation is significant at the 0.01 level (2 tails). *
The correlation is significant at the 0.05 level (2 tails).

A statistically significant and proportional correlation is found between the assertive
style and the total effectiveness in the test (rs = 0.230, p < 0.05). A positive and statistically
significant correlation is also observed between assertiveness and the number of correct
answers on the SDMT (rs = 0.234, p < 0.01). The aggressive communication style shows
a negative and statistically significant correlation with the correct answers on the SDMT
(rs = −0.227, p < 0.05). Similarly, the aggressive style also positively correlates with the
number of errors (rs = 0.246, p < 0.05).

We also wanted to analyze the existence of differences in attention tests with regard to
sex, not finding significant differences, as shown in Table 5.
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Table 5. Mann-Whitney U test results for attention and sex. Hit SDMT, correct score in the SDMT;
Mistakes SDMT, errors in the SDMT; TR, total responses; TA, total hits, number of relevant elements;
C, commissions, number of irrelevant items marked; OR, omissions, number of relevant elements at-
tempted but not marked; TOT, total effectiveness in the test, that is, TR − (O + C); CON, concentration
index, TA-C.

Attention Tests Sex (n) Mean Rank z sig

HIT SDMT Girls (40) 40.18 −0.48 0.63
Boys (37) 37.73

MISTAKES SDMT Girls (40) 36.28 −1.32 0.18
Boys (37) 41.95

D2-TR
Girls (40) 39.14 −0.05 0.95
Boys (37) 38.85

D2-TA
Girls (40) 34.35 −1.89 0.05
Boys (37) 44.03

D2-C
Girls (40) 37.76 −0.50 0.61
Boys (37) 40.34

D2-OR
Girls (40) 42.75 −1.53 0.12
Boys (37) 34.95

D2-TOT
Girls (40) 38.59 −0.16 0.86
Boys (37) 39.45

D2-CON
Girls (40) 36.80 −0.89 0.37
Boys (37) 41.38

When we carried out the same analysis, comparing the different grade groups (third
and sixth grades), we did find significant differences for some of the indices. We could see
how the sixth grade group had more correct answers than the third grade group in the
SDMT (z = −4.02, p < 0.05). Regarding the d2 test, sixth graders gave more answers than
third graders (Z = −4.39, p < 0.05), they made fewer commissions (z = −2.28, p < 0.05) and
more omissions (z = −2.34, p < 0.05), and showed better effectiveness in the test (Z = −4.54,
p < 0.05) and better concentration (Z = −2.46, p < 0.05) (Table 6).

Table 6. Mann-Whitney U test results for attention and class groups (3◦ & 6◦).

Attention Tests Course (n) Mean Rank z sig

HIT SDMT 3 (40)
6 (37)

29.15
49.65 −4.02 <0.001

MISTAKES SDMT 3 (40)
6 (37)

39.25
38.73 −0.12 0.903

D2-TR 3 (40)
6 (37)

28.24
50.64 −4.39 <0.001

D2-TA 3 (40)
6 (37)

36.98
41.19 −8.26 0.409

D2-C 3 (40)
6 (37)

44.56
32.99 −2.28 0.022

D2-OR 3 (40)
6 (37)

33.26
45.2 −2.34 0.019

D2-TOT 3 (40)
6 (37)

27.85
51.05 −4.54 <0.001

D2-CON 3 (40)
6 (37)

32.96
45.53 −2.46 0.014

Note: Hit SDMT, correct score in the SDMT; Mistakes SDMT, errors in the SDMT; TR, total responses; TA, total
hits, number of relevant elements; C, commissions, number of irrelevant items marked; OR, omissions, number
of relevant elements attempted but not marked; TOT, total effectiveness in the test, that is, TR − (O + C); CON,
concentration index, TA-C.

4. Discussion

Although various authors, such as Rebollo and Montil [60] or Barkley [61], were
able to postulate that attentional alterations could be a symptom of impaired executive
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functioning, in our work, we focus on attention that is considered an independent and
differentiated executive function.

In the present study, we analyzed whether assertive behavior or different commu-
nication styles may be related to attention span. At first, we observed how, in general,
girls showed greater assertiveness than boys. The passive communication style was less
frequent in girls than in boys, while the aggressive style showed no differences.

We can see how the assertive style is more frequent in older children and how the
aggressive style of communication is also less frequent in this group. On the other hand,
passive behavior did not show significant changes between the two age groups, showing
fewer changes.

Attention also seemed to also improve over time with results that are in line with
those obtained by Jiménez et al. [62], who observed better performance as a function of age.

In our study, we observed how those children who had better attention scores also had
better assertiveness results. Specifically, children who scored higher on the assertiveness
scale had better results in SDMT and they were able to work in a faster way, offering better
overall effectiveness on the test than those who showed passive or aggressive styles.

Authors such as Pérez and Lago [35,36] or García [37], who refer to the fact that, in
assertive behavior, attention is a behavioral process that could facilitate interaction with
our environment and allow for receiving adequate information from those around us,
we can understand why younger children show less assertive behavior. In fact, we can
mention how seven-year-olds are slower when they have to redirect attention from one ear
to another in dichotic listening tasks, while from the age of 11, most children are able to
shift their focus from one message to another almost as quickly as adults [63]. Therefore,
the improvement in attention would also imply an improvement in assertiveness, as our
study showed.

In the two smaller groups of children, we observed how, although we did not obtain
significant differences, they presented more commissions (number of marked irrelevant
elements) than the older ones as an indication that the younger students were affected by
the presence of distracting stimuli. This aspect changes with age, as Jimenez et al. [62]
also showed. This fact would also explain the poorer results in assertiveness in younger
children because they cannot cope well with stimuli from the environment.

These results are in line with a study by Wheeler Maedgen and Carlson [39] on ADHD
children, where a relationship between inattention and lack of assertive behavior was
observed. It is striking that, although there were no differences in attention performance
according to sex, there were differences in assertive behavior, which is why we infer that
attention does affect communication styles and that we should continue in this line of
work to try to describe what other aspects influence assertive communication skills in a
significant way, as attention does. Therefore, we observed how assertive children were
receptive to the stimuli of their environment, while passive children preferred to stay out
of the way and reject new incentives. The most aggressive ones, however, opted to control
the situation and did not focus on a single stimulus, but rather tried to cover as much as
possible, and hence, they could not respond correctly to everyone.

It would be interesting to assess why this maintenance of passive behaviors occurs
over time, which is perhaps less related to attentional aspects. In the same way that
improved attention implies a decrease in aggressiveness, it would also be interesting to
observe what other processes are related to passive behavior and communication style.

The time stability of the passive style suggests that, although certain aspects related
to education or maturation itself may influence the development of assertive and ag-
gressive behaviors, they do not seem to have an effect on passive style children, which
opens the door to study what other factors could influence this communication style in
order to be able to create programs for their improvement and possible later implications
and complications.

Like Albert et al. [63], we consider that when it comes to intervening in attention
problems, programs usually focus on cognitive aspects, paying less attention to intervention
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in other key aspects of development, such as social relations. This is why we think that
the development of research that sheds more light on the possible relationships between
communication styles and attention should be pursued since they could offer benefit
by improving children’s social skills and attention. Therefore, if the attention deficit is
significantly related to social skills [64], it would be possible to think that an improvement
in these skills could also influence an improvement in attention. It would be interesting to
address the development of communication styles in the first school cycles since differences
could be observed at later ages. Although it is true that family traits can influence children’s
communication styles, this was not the central part of our study, which is based on knowing
the relationships that communication styles have with aspects of cognitive processing
(attention), but it can be detected as a limitation in the current study.

5. Concluding Remarks

Children with an assertive communicative style had a greater attention span than
children with a passive or aggressive communication style; this assertiveness increased with
age. Girls showed more assertive behaviors than boys as well as fewer passive behaviors
and communication strategies within the age range of our study. The communication style
had an effect on all the students in the third and sixth grades. Gender did not have an
effect on attention capacity. It would be interesting in the future to carry out studies with
wider age ranges and including longitudinal studies to check the evolution of these styles
over the years.
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7. Deković, M.; Gerris, J.R. Developmental analysis of social cognitive and behavioral differences between popular and rejected

children. J. Appl. Dev. Psychol. 1994, 15, 367–386. [CrossRef]
8. Warden, D.; Mackinnon, S. Prosocial children, bullies and victims: An investigation of their sociometric status, empathy and

social problem-solving strategies. Br. J. Dev. Psychol. 2003, 21, 367–385. [CrossRef]
9. Schultz, D.; Izard, C.E.; Bear, G. Children’s emotion processing: Relations to emotionality and aggression. Dev. Psychopathol. 2004,

16, 371–387. [CrossRef] [PubMed]

http://doi.org/10.1080/00909889209365321
http://doi.org/10.1016/0193-3973(94)90038-8
http://doi.org/10.1348/026151003322277757
http://doi.org/10.1017/S0954579404044566
http://www.ncbi.nlm.nih.gov/pubmed/15487601


Behav. Sci. 2021, 11, 172 10 of 11

10. Tur-Porcar, A.; Mestre, V.; Del Barrio, M.V. Factores moduladores de la conducta agresiva y prosocial: El efecto de los hábitos de
crianza en la conducta del adolescente. Ansiedad y Estrés 2004, 10, 75–88.

11. Van der Hofstandt, R. El Libro de Las Habilidades de Comunicación: Cómo Mejorar La Comunicación Personal, 2nd ed.; Díaz de Santos:
Madrid, Spain, 2005.

12. Dodge, K.A.; Bates, J.E.; Pettit, G.S. Mechanisms in the cycle of violence. Science 1990, 250, 1678–1683. [CrossRef]
13. Dodge, K.A.; Pettit, G.S.; McClaskey, C.L.; Brown, M.M.; Gottman, J.M. Social competence in children. Monogr. Soc. Res. Child

Dev. 1986, 51, i-85. [CrossRef]
14. Dodge, K.A.; Price, J.M.; Bachorowski, J.A.; Newman, J.P. Hostile attributional biases in severely aggressive adolescents. J.

Abnorm. Psychol. 1990, 99, 385. [CrossRef]
15. Kendall, P.C.; Reber, M.; McLeer, S.; Epps, J.; Ronan, K.R. Cognitive-behavioral treatment of conduct-disordered children. Cogn.

Ther. Res. 1990, 14, 279–297. [CrossRef]
16. Nasby, W.; Hayden, B.; DePaulo, B.M. Attributional bias among aggressive boys to interpret unambiguous social stimuli as

displays of hostility. J. Abnorm. Psychol. 1980, 89, 459. [CrossRef]
17. Rodríguez, F.J.; Paíno, S.G. Violencia y desviación social: Bases y análisis para la intervención. Psicothema 1994, 6, 229–244.
18. Dodge, K.A. Translational science in action: Hostile attribu-tional style and the development of aggressive behavior problems.

Dev. Psychopathol. 2006, 18, 791–814. [CrossRef] [PubMed]
19. Almoghrabi, N.; Huijding, J.; Mayer, B.; Franken, I. Gaze-contingent Attention Bias Modification Training and its Effect on

Attention, Interpretations, Mood, and Aggressive Behavior. Cogn. Ther. Res. 2019, 43, 861–873. [CrossRef]
20. De Miguelsanz, M.M.; Martín, M.A.C.; Martínez, M.M.P. Capacidades para la asertividad y rendimiento académico en la

educación primaria y secundaria, altas capacidades y alumnos conflictivos. Electron. J. Res. Educ. Psychol. 2017, 10, 213–232.
21. Muñoz Reyes, J.A.; Guerra, R.; Polo, P.; Cavieres, E.; Pita, M.; Turiégano, E. Using an evolutionary perspective to understand

the relationship between physical aggression and academic performance in late adolescents. J. School Violence 2019, 18, 39–48.
[CrossRef]

22. Andreu, J.M.; Peña, M.E.; Larroy, C. Conducta antisocial, impulsividad y creencias justificativas: Análisis de sus interrelaciones
con la agresión proactiva y reactiva en adolescentes. Behav. Psychol. 2010, 18, 57–72.

23. Penado, M.; Andreu, J.M.; Peña, E. Agresividad reactiva, proactiva y mixta: Análisis de los factores de riesgo individual. Anuario
de Psicología Jurídica 2014, 24, 37–42. [CrossRef]

24. Deluty, R.H. Children’s Action Tendency Scale: A self-report measure of aggressiveness, assertiveness, and submissiveness in
children. J. Consult. Clin. Psychol. 1979, 47, 1061. [CrossRef]

25. Spivack, G.; Shure, M.B. Social Adjustment of Young Children: A Congitive Adpproach to Solving Real-Life Problems; Jossey-Bass: San
Francisco, CA, USA, 1974.

26. Rodríguez, F.J.; Grossi, F.J.; Cuesta, M. Violencia y Competencia Social: Análisis y Resultados del Desarrollo de Un Programa de Prevención
en El Aula de Enseñanza Primaria de La Comunidad Autónoma del Principado de Asturias; Informe de FICYT: Oviedo, Spain, 1991.

27. Ames, D.R.; Flynn, F.J. What breaks a leader: The curvilinear relation between assertiveness and leadership. J. Pers. Soc. Psychol.
2007, 92, 307–324. [CrossRef] [PubMed]

28. Caso-Niebla, J.; Hernández-Guzmán, L. Variables que inciden en el rendimiento académico de adolescentes mexicanos. Revista
Latinoamericana de Psicología 2007, 39, 487–501.

29. Dietz, L.; Jennings, K.; Abrew, A. Social skill in self-assertive strategies of toddlers with depressed and nondepressed mothers. J.
Genet. Psychol. 2005, 166, 94–116. [CrossRef] [PubMed]

30. Goldberg-Lillehoj, C.; Spoth, R.; Trudeau, L. Assertiveness among young rural ado-lescents: Relationship to alcohol use. J. Child
Adolesc. Subst. Abus. 2005, 14, 39–68. [CrossRef]

31. Harman, J.P.; Hansen, C.E.; Cochran, M.E.; Lindsey, C.R. Liar, liar: Internet faking but not frequency of use affects social skills,
self-esteem, social anxiety, and aggression. CyberPsychol. Behav. 2005, 8, 1–6. [CrossRef] [PubMed]

32. Monjas, M.I.; González, B. Las Habilidades Sociales en El Currículo [Social Skills in the Syllabus]; Ministerio de Educación, Cultura y
Deporte; Centro de Investigación y Documentación Educativa (CIDE): Madrid, Spain, 2000.

33. Swanson, S. Assertiveness and aggressiveness as potential moderators of verbal be-haviors following unsatisfactory service.
Psychol. Rep. 2007, 100, 467–475. [CrossRef]

34. Trianes, M.V.; Blanca, M.J.; Garcia, B.; Muñoz, Á.; Fernandez, F.J. El comportamiento infantil asertivo ante adultos: Un examen de
relaciones entre variables y fuentes. Infancia y Aprendizaje 2007, 30, 163–182. [CrossRef]

35. Pérez, E.G.; Lago, A.M. Aprendiendo a Comunicarse con Eficacia: Manual para Padres; Ciencias de la Educación Preescolar y Especial:
Madrid, Spain, 1992.

36. Pérez, E.M.G.; Lago, A.M. ADCA-1: Escala de Evaluación de La Asertividad: Manual Técnico; Ciencias de la Educación Preescolar y
Especial: Madrid, Spain, 1994.

37. García Sevilla, J. Psicología de La Atención; Psicología General: Madrid, Spain, 1997.
38. Wheeler, J.; Carlson, C.L. The social functioning of children with ADD with hyperactivity and ADD without hyperactivity: A

comparison of their peer relations and social deficits. J. Emot. Behav. Disord. 1994, 2, 2–12. [CrossRef]
39. Wheeler Maedgen, J.; Carlson, C.L. Social functioning and emotional regulation in the attention deficit hyperactivity disorder

subtypes. J. Clin. Child Psychol. 2000, 29, 30–42. [CrossRef]

http://doi.org/10.1126/science.2270481
http://doi.org/10.2307/1165906
http://doi.org/10.1037/0021-843X.99.4.385
http://doi.org/10.1007/BF01183997
http://doi.org/10.1037/0021-843X.89.3.459
http://doi.org/10.1017/S0954579406060391
http://www.ncbi.nlm.nih.gov/pubmed/17152401
http://doi.org/10.1007/s10608-019-10010-5
http://doi.org/10.1080/15388220.2017.1368397
http://doi.org/10.1016/j.apj.2014.07.012
http://doi.org/10.1037/0022-006X.47.6.1061
http://doi.org/10.1037/0022-3514.92.2.307
http://www.ncbi.nlm.nih.gov/pubmed/17279851
http://doi.org/10.3200/GNTP.166.1.94-116
http://www.ncbi.nlm.nih.gov/pubmed/15782680
http://doi.org/10.1300/J029v14n03_03
http://doi.org/10.1089/cpb.2005.8.1
http://www.ncbi.nlm.nih.gov/pubmed/15738687
http://doi.org/10.2466/pr0.100.2.467-475
http://doi.org/10.1174/021037007780705201
http://doi.org/10.1177/106342669400200101
http://doi.org/10.1207/S15374424jccp2901_4


Behav. Sci. 2021, 11, 172 11 of 11

40. López Villalobos, J.A.; Serrano Pintado, I.; Andrés de Llano, J.M.; Delgado Sánchez-Mateos, J.; Alberola López, S.; Sacristán
Martín, A.M.; Pérez García, I.; Camina Gutiérrez, A.B. Utilidad del Children’s Embedded Figures Test en el Trastorno por Déficit
de Atención con Hiperactividad. Clínica y Salud 2010, 21, 93–103.

41. Meza, A. Relaciones entre asertividad y estilos cognitivos. Revista de Psicología 1990, 8, 133–153. [CrossRef]
42. Guisande, M.A.; Páramo, M.F.; Tinajero, C.; Almeida, L.S. Field dependence-independence (FDI) cognitive style: An analysis of

attentional functioning. Psicothema 2007, 19, 572–577.
43. Rathus, S.A. A 30-item schedule for assessing assertive behavior. Behav. Ther. 1973, 4, 398–406. [CrossRef]
44. Vaal, J.J.; McCullagh, J. The Rathus Assertiveness Schedule: Reliability at the junior high school level. Behav. Ther. 1975, 6, 566–567.

[CrossRef]
45. D’Amico, W. Revised Rathus Assertiveness Scale for Children, Grades 3–8; Educational Counseling and Consulting Services: Marble-

head, MA, USA, 1967.
46. Reardon, R.C.; Hersen, M.; Bellack, A.S.; Foley, J.M. Measuring social skill in grade school boys. J. Behav. Assess. 1979, 1, 87–105.

[CrossRef]
47. Michelson, L.; Wood, R. Development and psychometric properties of the Children’s Assertive Behavior Scale. J. Behav. Assess.

1982, 4, 3–13. [CrossRef]
48. Caballo, V. Manual para La Evaluación Clínica de Los Trastornos Psicológicos: Trastornos de La Edad Adulta e Informes Psicológicos

[Manual for the Clinical Assessment of Psychological Disorders: Disorders of Adulthood and Psychological Reports]; Pirámide: Madrid,
Spain, 2006.

49. De Los Reyes, A.; Kazdin, A. Discrepancies in the assessment of childhood psychopathology: A critical review, theoretical
framework, and recommendations for further study. Psychol. Bull. 2005, 131, 483–509. [CrossRef] [PubMed]

50. Dirks, M.; Treat, T.; Weersing, R. The judge specificity of evaluations of youth social behavior: The case of peer provocation. Soc.
Dev. 2010, 19, 736–757. [CrossRef]

51. Trianes, M.; Blanca, M.; Muñoz, A.; García, B.; Cardelle-Elawar, M.; Infante, L. Relaciones entre evaluadores de la competencia
social en preadolescentes: Profesores, iguales y autoinformes [Relations between assessors of social competence in preadolescents:
Teachers, peers and self-reports]. Anales de Psicología 2002, 18, 197–214.

52. Landazabal, M.G. Assessment of a cooperative-creative program of assertive behavior and self-concept. Span. J. Psychol. 1999, 2,
3–10. [CrossRef]

53. Wojnilower, D.A.; Gross, A.M. Assertive behavior and like ability in elementary school boys. Child Family Behav. Ther. 1985, 6,
57–70. [CrossRef]

54. Johnson, C.C.; Myers, L.; Webber, L.S.; Greenlund, K.J.; Berenson, G.S. Assertiveness and cardiovascular disease risk factors in
children and adolescents: The bogalusa heart study. J. Soc. Behav. Personal. 1997, 12, 243.

55. De la Peña, V.; Hernández, E.; Díaz, F.J.R. Comportamiento asertivo y adaptación social: Adaptación de una escala de compor-
tamiento asertivo (cabs) para escolares de enseñanza primaria (6–12 años). Revista Electrónica de Metodología Aplicada 2003, 8,
11–25.

56. Smith, A. SDMT: Test de Símbolos y Dígitos: Manual; TEA Ediciones: Madrid, Spain, 2002.
57. Silva, P.H.R.; Spedo, C.T.; Barreira, A.A.; Leoni, R.F. Symbol digit modalities test adaptation for magnetic resonance imaging

environment: A systematic review and meta-analysis. Mult. Scler. Relat. Disord. 2018, 20, 136–143. [CrossRef]
58. Brickenkamp, R. D2: Test de Atención; Trad. al Castellano por N. Seisdedos; TEA Ediciones: Madrid, Spain, 2002.
59. Páez-Maldonado, J.A.; Reigal, R.E.; Morillo-Baro, J.P.; Carrasco-Beltrán, H.; Hernández-Mendo, A.; Morales-Sánchez, V. Physical

Fitness, Selective Attention and Academic Performance in a Pre-Adolescent Sample. Int. J. Environ. Res. Public Health 2020,
17, 6216. [CrossRef]

60. Rebollo, M.A.; Montiel, S. Atención y funciones ejecutivas. Revista de Neurología 2006, 42, 3–7. [CrossRef]
61. Barkley, R.A. Executive Functions: What They Are, How They Work, and Why They Evolved; Guilford Press: New York, NY, USA, 2012.
62. Jiménez, J.E.; Rodríguez, C.; Camacho, J.; Afonso, M.; Artiles, C. Estimación de la prevalencia del trastorno por déficit de atención

con o sin hiperactividad (TDAH) en población escolar de la Comunidad Autónoma de Canarias. Eur. J. Educ. Psychol. 2015, 5,
13–26. [CrossRef]

63. Albert, J.; López-Martín, S.; Fernández-Jaén, A.; Carretié, L. Alteraciones emocionales en el trastorno por déficit de
atención/hiperactividad: Datos existentes y cuestiones abiertas. Revista de Neurología 2008, 47, 39–45. [CrossRef] [PubMed]

64. Jaén, A.F.; Mayoralas, D.M.F.; López-Arribas, S.; García-Savaté, C.; Muñiz-Borrega, B.; Pardos-Véglia, A.; Prados-Parra, B.;
Calleja-Pérez, B.; Jareño, N.M. Trastorno por déficit de atención/hiperactividad y su relación con las habilidades sociales y de
liderazgo evaluadas a través de un sistema de evaluación de la conducta de niños y adolescentes (BASC). Actas Españolas de
Psiquiatría 2011, 39, 339–348.

http://doi.org/10.18800/psico.199002.003
http://doi.org/10.1016/S0005-7894(73)80120-0
http://doi.org/10.1016/S0005-7894(75)80016-5
http://doi.org/10.1007/BF01322420
http://doi.org/10.1007/BF01321378
http://doi.org/10.1037/0033-2909.131.4.483
http://www.ncbi.nlm.nih.gov/pubmed/16060799
http://doi.org/10.1111/j.1467-9507.2009.00559.x
http://doi.org/10.1017/S1138741600005400
http://doi.org/10.1300/J019v06n04_05
http://doi.org/10.1016/j.msard.2018.01.014
http://doi.org/10.3390/ijerph17176216
http://doi.org/10.33588/rn.42S02.2005786
http://doi.org/10.30552/ejep.v5i1.77
http://doi.org/10.33588/rn.4701.2008111
http://www.ncbi.nlm.nih.gov/pubmed/18592479

	Introduction 
	Method 
	Results 
	Discussion 
	Concluding Remarks 
	References

