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ABSTRACT _ -

The purpose of the study was to determine the effects of an

individualized instruction program on the social behavior of young

.
Y

moderatel} mentally retarded children. The study‘investigated ques-
tions pertaining to what to teach, how to teach, and the transfer of
training from ,the treatment program to the free play patterns of the

participants. S
A free play assessment of eight children using an interval time
, ‘ ’ N J : : . ‘
sampling nethod showed that mentally retarded children spend approx-

]

imatel& 82 of their free play time engaged in social interaction as
defined by cooperation and coordination. This compares with the
40% displayed by non retarded children of. approximanely the same age.
Based on the free play assessment, the ckildren were prescribed three
{social tasks in which they received individualized instruction. Using
a multiple probe design across behaviors and replicated acroas
subjects it was determined that the social taaks could be learned
by the children. An analysis of the change in level of performance
éetween the.initiation.of(instruction and its termination indicated
that the inStrgeéional‘model was instrumental in increaaing the
children's indépei’gnt’levei of performance. |
The response prompting continuum used in the Prep Prog _#%W
teach gross motor skills was modified to include an additional -
category of contingent attention. This proved to be an appropriate
‘~framework through which to shape the social behaviors during instruc-
tion.

. Using an ABA design, the degree to which the acquired behaviors

riv



generalized to free play was assessed. There wére no consistent

changes in trend and/or level of social participation displayed

' during the treatment phase of che study overrthat displayed during

_the baseline conditions. An increase in the quantity of social
a K.

behavior in free play as a result of participating in the 1nsttuctional

program did .not occur.

A comparison of the prebaseline and postbaseline distribution

of social play across the social ipteraction categories did show

that in 67% of thg oases there was an increase in ttk amount of- time

. - . »

spent in the social 1ntéraction category that corresbonded with the.
categories of sociai tasks receiving instruction. There appeared to

be a correspondence between the social category unﬁfr’which instruc-

tion was received and an ihcrease in that level of social particip-

'
.

ation during free play. _ .
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CHAPTER 1
INTRODUCTION

The Problem

-

With the recent interest in normalization, the natural habitat of

the retarded is no longer necessarily a segregated institution (forter;
s

Ramsey, Tremblay, Iaccobo, and Crawley, 1978, p. 312). Services are
being decentralized as menta}ly retarded youngsters are being inte-
géated into preschool progrfps and public schooi claésrooms and
dévelopmentally delayed advlts grehmoving into.community based group
hgmés and employment opportunfiiegl"This movement has placed increas-
ing stresg and emphasis on maximizing the social skills of the

mentally retarded (Brody and Stoneman, 1977). Whitman, Mercurio, and .

Caponigri (1970) state that one of the most stiking behavioral defi-

S~

cencies that distiﬁguishes retarded children from the non-retarded 18—

their absence of social responses. -
“

_ Social interaction is considerad go be ; critical prerequisite to
much of a child's behavioral development with cognitive development
Being closely tied to the emergence of social behaviogs. This relation-
ship is not clear however. As stated by Lewis, Young,.Br;oks,.and
Michalson (1975) at one.level cognitive skills are the mechanisms by

which the social.skills emerge and are applied and yet at another

level, the social interactions themselves necessitate and push the

-

devélopment of cognitive skills forward. The essence of the matter

is that interaction between children in play involves crucial dis-
: 5
crimination, response learning and reciprocal reinforcing interchanges

—

—



™
that appear to be necessary for the growth of the child.

Parten (1932) concluded that as children progress through the
years of 2 to 5 they spend less time in idle onlooker and solitaf&
. .
behavior and become more involved with fheir peers by working together
- on common activities and cooperating duéing play. Although isolate
play is regdrded as aﬁ important stage in a child's play developmenﬁ
(Moore, Evertson, and;Brophy, 1974) when it persists over several
years to the total exclusion of other children it becomes a problem
Qctnan, 1979). |
| Mentally retarded youngsters have been found to display an
excessive amount of isolate play behavior (Capobianco and Cole, 1960;
Waséon and Weﬁyinson, 1979)., During the périod when the normal child':
is engaging in interactive exchanges and cooperative play endeavours,
the retarded child predominately plays indeﬁendently, set apar; from
the interaction of others around. There is an apparent lack of
incentive or ability to play with other children!
Once a deficit has been uncovereé and vell docuﬁented there
~.remains the task éf closing the gap Yetween tﬂat which is and that
which could be. Inherent in this task is the identification of those
gocial beﬁ;;beg\EEft are 1ackihg and those that would be desirable,
the engendering of thos haviors into the behavior repertoire of the
child, and identifying the factoré that Qould maintain the behaviors
in their natural environment. | . B
The Prep Preschool Play Program is an experimental program that
attempts to teach retarded youngsters play skills that they can -apply

during free play time (Watkinson,\19775. It was within this program

that the present study investigated the question of ideﬁtifying



desirable social tasks, giving instruction for their acquisition and

maintaining their existence in free play.

[}
Statement of the Problem

The purpose of . the study was to determine the effects of an
individualized instruction program ;ﬁ the social behavior of young
moderately mentally retarded children. The }nstructional model was
designed to brihg abéﬁt tﬁe acquisition of gocial behaviors between
peers using a skilled, cooperating peer d;ring instruction artd
systematically fading the-teachér involvement as the qhildrén became
more independent in their performance:of the behavior,

Throﬁgh the modified use of the prompting continuum used in the
Prep; Program the aim of the instructional program was to increase the
qﬁality and q;angity of social interaction displayed py the chifdrgn.
Instruqtional materials were written for specific ;ocial behaviors
believed to be common to playroom settings. The social behaviors were
built oh tﬁe'gross ndtor play skills that the children had acquire& in
the Prep Program. Participation in the des%gnated social behavio;s'
woula not only provide a means by whic‘.to interact, but would allow
the children to maintﬁ{n their level of performance on specific mdtor
skills through‘meaninggil practice. To incréase the range of social

behaviors the children possessed, three social tasks were taught after
e

an initial assessment and prescription. ' "
As the ultimate aim of an instructional program should be to
gsustain behavior changes outside of the training setting, the children's

free play behavior was analyzed to assess the degree to which the

instructional program provided the children with the means to apply



_ their newly learned behaviors..

Subsumed within the question of investigating the effects of an '

-

‘instructional program on social behavﬁpr are-'four rather discrete sub-

pr§51ems. The study investiga%éd,the foilowing Questionéyw h\\

1. What to teach: were the prescribed social behaviors approgri-
ate for the age of the children, their motor skill level an
the environmental situation? -

2, ‘How to teach: was the proposed instructional model a‘functionlx\
and efficient approach to teaching socia11y<interactive
behaviors? . -

3. How to teach: were the teacher behaviors as described in the
Prep Program for, teaching gross motor play skills appropriate
for the instruction 6f socially 1nteractive behaviors as
measﬁred by the children's progress?

4, Generalizafioq?; was the‘instructional'program effective in
bringing about changes in thé qﬁa&iéy‘;nd quantity ofisocial

o

interaction displayed in free play?
. v ) %

n '

Delimitations

Thé study took piace iﬁ'the Pfep Programlwhich is an ongoing
research project invol;ing three preschool claéses from the Winhifred\
Stewart Schéol for the moderately retarded. - The scope of the investi-
gation was tﬁerefore set to ;nclude modergtel§ mentally retarded
youﬁgsters ap#roximately 4 to 8 years of age. In terms of develépmental
appropriateness, the curriculum materials could not be appropriatel&
extended far outside the age }imitationé; although they may be appro-

priate for different levels of deveiopmental disability.

»
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Although the loné range goal of social Eehav!or instruction may
be to increase the interaction amongsf children in integrated preschool
or kindergarten settings, the instructional procedures presented are
Bésed oh individﬁéliied instruction. dfdup instruction was outside the
scope of this investigation, although it is believed to be an aréa in
need of research attention.

The written curriculum materials presented consist of 17 social

behaviors, of which only twelve were taught. _Some“of these behaviors

.are very specific to the Prep Program.eqhipment (erg., sharing the tube)

and their application may therefore be restricted to the Prep room.
Generalized application of these social behaviors outside of the Prep

room was beyond the scope of the study, élthough once again it is an

are of great interest in terms of both child and teacher behaviors.

Limitations : B

The study's keneralizability is limited in that the children were
not randomly sampled, but represent an intact group, chosen because of
theirB;nvolvement in tbe Prep Program. The single subject designs

incorporated allow for a small sample size, however, due to absences

-and tr;nsportation problems, consistent data on all subjects was not

,possible. One of the eight subjects missed more than half of the

treatment periods.

The most significant 1imitation:to the study was that the children
must pbssess prerequisite motof\ékills before tﬁey‘can enter into the
social behavior 1nstructiona1 pfdgr;m, .Of the 17 behaviors, 13 reduired
specific motor gkills. The motor skills involved were: jumping down,

jumping on a trampoline, sliding down an incline, riding a scooter



®-

board, sitting on a swing, swinging on & rope, riding a_tricycle, D
rolling a ball, passing a puck, and throwing and catching. It is not
presumed that-a child must be motorically skilled before he can exhibit
social behavior, but rather that the apSlied use of motor skills t&®
social gituations provides a new situation in which tb use old skills

and heighten the challenge of the play act.



" M
CHAPTER 1T - *

REVIEW OF LITERATURE -
. i’, v : ' / s .

’Accepfancé'ihrd p1ay'groups, abilit?'to~share—pLay thingsiand
even successful adjustment‘intd a vocational ﬁlacemenp is very commonly
deterﬁined by the apprépriate application of social skills (Gaylord-
Ross, 1979). Much of éne's 1earniﬁg and cognitive developmént unf§1ds
within the context of interactiQe exchanges whether it be with an age
" mate or someoné of fewer or more advanced years. There is little
" controversy ovef the importancz of social interaction for nommal .
development and successful adjustment into an accepting social network.

“Much of the current research in children's early peer relations revolves

~

around disclosing ‘the contfibution made by child-to~child reldtions on

the basic competencies of language, intellectual development, moral

[y

development and social skills (Hartup, 1975, p. 23).

How then does the young child who is socially inept develop and
méke ad justments? According to O'Connor:

The preschool isolate foregoes immeasurably. signi-
R f’ ficant learning experiences and is quite conceiv-

ably acquiring a set for social avoidance which may -
" be maintained over long periods of time, perhaps
* j‘ﬁefinitely, by the amxiety reducing -properties

&t solitary play. Children with very limited social

pmpetence are typically mistreated by their peers,
e result being that severely withdrawn children
Flikely to unde¥ eversive conditioning when
wecasionally hazard interaction with peers
lotior, 1972, p. $28).

¥ . B '».;
It is important to bring & withdrawn child out of seclusion and
. . .
solitary existenceiésLimiﬁiﬂ social competence may lead to the rein-
forcement of interpefaonél avoidance with.the,child becoming dependent
: . A

upon others to respond fgrst. Social behavior is reciprocal with each



person in the exchange acting as a reinforcing agent whether he be the

initiator or the recipient of the interaction. This reciprocal nature

"

[

acts to develop and is necessary to maintain the behavior. A withdrawn
¢hild that*&oes not welcome an interdctive gesture from another child-
breaks the reinforcing and maintaining ﬁature of social behavior. It
is nof lohg before the chiid who 1s reaching out receives enough
negative consequenc@s from interactive attempts that the withdrawn
child is left to himself. - e -

All people typically are engaged Qt{sdme point in all levels of
social activity, ranging from that which may be termed autistic to
highly organized cooperative endeavours. it ié ﬁot appropriate however,
for individuals to frequen}ly engage in activities that are only at one
social activity level (Williams, Hamre-Nietupski, Pumpiap, McDaniel-
Marx, Wheeler, 1978). Assiéﬁance should be given the withdrawn child
in terms of teaching him to engage in a range of social activities
@frop isolate to cooperative play, ét the appropriate time, with the
appropriate intensity. | |

It has been suggested that the appropriate time to Begin instruc-
tion is at an eari& age so as to faciiitaté reentry into the forgiving
and accepting groups of childhood (Ross, 1969). Early intervention
acco;&ing-to 0'Connor (1972), acts as a safeguard against the develop-
ment of behavioral deficits. Prior to effective teaching however,
;nvestigations must be done to disclose the characteristicé of normative
social behaviof. Unfortunately, due to the complexity of the area of
social interﬁction, there has been little éonsistency-in the research.

Problems have been repeatedly encountered in défining social behavior.

As Eckerman, Whatley and . Kutz (1975) state, research data is presented

A



in such molar categories of positive and negative social behavior,
that it precludes a description of what actuall& went on between the
ehildren. Further difficulties have been encounfered in measuring
social behaviot. Time sampling, 8ceording.to Strain a;d Shores (1977),
has been a major falling out in the social research area. They state
that researchers view social behavior through a monadic perspective,
with discrete responses of. individual children being observed and
studied without reference to the function of these acts on the peer's
behavior.

Efferts are further hampered when it becomes necessary to choose
those social behavig&s to be taught. Instructed behav{ers have ranged

from simple greeting responses such as waving, to participating in

group table games. The means by which to teach these behaviors has '

!
i

been as diverse as the nember of behaviors taugﬁt. Techniques used
include viewiﬁg films, rqle pleying, acting ou; scenes with puppets,
modelling, physical prempting and reipforcement.‘ All these techniques
have met with varying”degrees of success. |
| To follow is a brief review of some of the research peftaining to
social interaction between young children. The initial section deals
with research on non mentally retarded children.  This research has

set much of the ground werk for research with mentally retarded
FE

' youngsters, which is reviewed in the next section. The final discussion
is directed towards efforts made atamaintaining behavior changes in

/ - '
conditions outside that of the treatment setting.



Research with Non Mentally Retarded Children

Defining Social Behavior .

ince 1932 when Parten did her classic work on social participa-
tion among preschool children, researchers have attempted to grasp
the essence of social behavior. Parten (1932) afteripreliminary
observations of children at play combined the behaviors observed into
sociel participation categories basedkoﬂ the type of behavior the
child was enéaged in. The ehild who was not playing, but glancing at
that which was of momentary interest was considered 'unoccupied'.
The child who spent most of the time watching the plaxngf others was
an 'onlooker'. Solitaryu'independent' play involved playing alone with
toys independent of other children. When these toys were réplaced.with
those similar to'childreﬁ around him,-the child was engaged in 'parallel’
activity. Children/brought together to play at a common activity
where there is no division of labour or organization of the group were
partaking in 'agsociative' play. 'Cooperative' play involved the
organization of the group for the purpose of making some material

product that the children could not produce alone. This intérpretation

was still incorporated many years later as a representative means of

By

categerizing the social participation of preschoogfehiidren (Rubin,
1976; Barnes, 1971). “ |
This seemingly exhaustive description of gsocial behavior was
\abandoned by 0'Connor (i969, 1972) as he simplistically referrea to
social behavior as any behavior ‘directed toward another child which

jnvolved a reciprocal quality. 0'Connor cast aside the notion that

there existed qualitatively ‘different degrees of social participation.

SN



Similarily Leiter (1977) maintained that the crux of aoc}al behavior
‘was its reciprocal qqality. In his study of preschool play gtoups his
conceptualization of social behavior consisted of 'initiations’' and
'responses;.

The concept of proximity was considered an importqgt component of
social behavior to Hart, Reynolds, Baer, Brawley; and Harris (1968).
In a case study of a 5 year old gigi, social behavior was co;ceived to
possess bnly %yo extremes; proximity (i.e., to be within three feet of
another child indoors and six feet outdoors) and cooperative play, as
defined by specific wagon, sandbox, toy and painting activities.

. Kirby and Toler'(1970) in a case study of an isolate 5 yeatAold
boy v;ewed social behavior once again along a continuum, strétchihg
from 'né aetivity'uio 'cooperative play'. Veébalization and manipula-
tive motor activity were also relevant social behaviors. This pattq:;F
was also evident in the work of Eckerman et al. (197§) and Buell,

Stoddard, Harris, and Baer (1968). They identified such social behaviérs

as watching, smiling, vocalizing and touching.

. [ ]

Mueller and Rich (1976) in their work on socially directed behavior
during the second yearqu life saw social behavior as looking at another
child while 90calizing, laughing an& manipulating a toy. This giving
of atteqtipn was also incorporated by Charleswor;h and Hartup (;967) as
they investigated positive social behavior in nursery schooi children.

A somewhgt more func?ional diatiﬁction was made by Mueller and
Brenner (1977) as they defined social interaction accordiné to the
‘purpose of its execution. ,A distinction was made between a single

message-response social sequence and a sustained interaction, with a

. gocial interaction being pérceived as the organization of formerly

-
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discrete soclially directed behaviore. Spcial skill was defined as to

v . ) )

. the type of contact made between two children, be it direct or with a

common object, wheCHer the behavior was ditrected to bring a ein.gle

) ,
accompanying FP°P9“°év or finally whether ggseries of socially directed
behaviors occurred tO\produce a gocial interaction.

Social behavior 4ur1ng the preschool years has been diversely

construed. Varying emphasis has been placed on the giving of attentien,

proximity, vocalization, physical contact and cooperating, although
they appear repeatedly throughout. the literature, Even with. a lack
of consistency, these efforts towards providing behavioral definitions
of social interaction‘gz;e a starting poihr for further studies on ~

origin and function (Eckerman et al., 1975).

Patterns of Social Participation

With social interaction defihed, what disclosures have been made

%

about free play social patterns of preschoolers’ In Parten's (1932)
early work it was concluded that youngstera 2 to 4 years of age spent .
approximately 39% of their free play time in social interaction. Play
behavior ef a parallel nature wae not inclﬁdeé in this percentage.
The 397 reflected oﬁly that behavior in-which one. child played-with
anether, be it with or withqpt the organization of the groupkor the
allocation of roles (i.e., association and cooperation).

Barhes (1971) in an ettemptmpo replicate'rhe normativeiinforma-
tiohﬁ§Enerated by Parten (1932).conc1eded.that the 1932 play findings

were outdated., He found 3 and ‘4 year old youngsters to interact

" socially 25% of the time during free play and suggested that people

are becoming lesa socially skilled. 1_' 4

12
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These results were not substantiated by Rubin (1976). 1In a study

4uvestigating the relationship between social participation and role

'taking, 20 preschool children with a mean age of 3.7 years, spent 38%

of theit free play time in aanociative und coopetative play. In a

7 further acudy by Rubin and associates (Rubin, Wataon, “and Jambor, 1978) -

a group of cbildren (mean age of 4.3 years) engaged in aoc1?1 partici-
pation 33% of the time. In yet another study, 1nvesttgating the free®
play behaviora of middle and lower claes preschoolefs, (Rubtn, Haioni

and Hornung, 1976) 1t was revelled that middle clasé children with a,

mean age of 3.9 years spent 391 of their play time engaged in a social
udmmewuhap&n \ B

The data suggest that 3 and 4 yearx old youngsters spent apptoxi-

mately 35 to 40 percent of their free play time engaged in an act:l.vivy“'E

with another child (see Iable 1).

Several studieslhave,concluded that rotal‘participatioﬁ is to a -
large extent dependent'upoq,the age 6f the qhildten. Parten (1932) .
found that the younger ch}ld;en in hef study spent more time alone or
in parallel playvthan the oldef chtlden; In a paper specifically )
investigating the comparativé ftéé play behaviors of preschool and
kindergarten children (Rubin etial., 1978) it was re#ealed that pre-

school children displayed significantly less” associative and coopera-

-

tlvg social play than kindergarten children, Preschool children

interacted 33% of.the time as compared to 427 for kindergarten children

<

(see Table 2{. . ‘ : e | §'
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Table 1 * i
. Percentage of Social Play for
Subjects of Various Studié“l
e
(A
. 3 and 4 year olds combined® ’
P4 7 <
- ‘ - ¥
Rubin,  Maioni, " Redbin, Watson : -
Play Category Parten and Hornung Rubin and Jambor * ;. Bar =
. 1932 1976 1976 1978 * - 1971 =
. ° . ® T
Associative 23,33 29,49 28.14 - 18.92 "
Cooperative 15.83 9,28 10,12 - 6.48
‘Toﬁu"l Social Y , &
‘Participation 39.16 38.77 o T 38.28 32.91 - 25.40 x,
L
2 The perceﬁtages for the Parten (1932) study are not directly compar- J
able as the figures reported by Parten include play scores’ from some o
2 year olds. -

- %



Percehtqge of Social Playa for Preschool and Kindergarte
Children in the Barnes (1971) and Rubin,
Watson and Jambor (1978) Studies

Rl

Table 2

)
n

“
" Study Preschool ° Kindergarten -
Barnes 25.40 . 42.86
Rubin, Watson
32.91 42.43

and Jambor

a.

Social play includes

asgociative and cooperative play.

15
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Intervention Strategies

With this knowledge of normative social participation fér pre;
school and kindergarten aged'youngsters, efforts have been made
towards remediating the deficits that have become evident in some
children. The major focus of this research has been facreasing the
frequency of a specific.social behavior that already'exists in the
child's behavior repertoire. This is done by providing contingent
adult attention to the desired behavior. The rationald appears to be
that once the child receives a reinfércing consequence for the execu-
tion of one social behayior, that the naturally occurring coﬁsegqences
may shape other social behaviors and enhance the -occurrence of social'
participation. In a study by Kirby and Toler (1370) a five year old

boy was reinforced by his teacher for passing out candies to his

classmates., Teaching one reinforcing behavior produced a behavior

o

trap that increased the amount of time spent in proximity to another
and in éooperative play. Caution must be used when interpreting the
results however, aslthe;amount of time spent was collapsed into one
category to include a;tivities with ano:her child or adult. Buell
et al. (1968) applied the same strategy in é case study of a 3 year
old girl who spent less than 3% of her timeJiﬁ interactién with her
péers. Adult reinforcement contiﬁgent upon the child's use of outdoor
play equipment produced increases in the rate 'of fré; play behavior
directed towards other children. |

Hart et al. 61968), using a reversal design, demonstrated ghat
teachér attention given to cooperative play activities increased the
percentage of time spent in interaction with peers. It was also

N

demonstrated that contingent teacher attention produced more reliable-

E
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chaﬁges than non contingent attention.

Moving away froﬁ testifying that teachers can act as a powerful
source of reinforcement, Wahler (1967) found that peers could strengthen
specific>responsé classes by manipulating their social attention con-
tingencies. Peers were instructed to ignore the subjecfs during free
play uniess they exhibited the desired response class, such as
cooperative behavior. In an ABA desién, Wahler demonstrated that a
preschool ch&ld's Eeﬁavibr in a free play setting could be brought
under the reinforcement control of his peers.

0'Connor (1969) ;ook a rather novel‘approach to modifying social
withdrawl that has not received further attention. Upon identifying
isolate ch11dren from a nursery school, 0 Connor presented a television
show deplcting eleven sequences of children interacting to an experi-
mental group. A neutral film on dolphins was shown to a control group.
Aftery?iéwing tﬁe films thé children wére observed in free play. The
treatment group demonstrated a significant increase in social inter-
adtions that éxceedéd that of a non isolate baseline. The control
group showed no change over the pre film viewing assessment. O'Connor
(1972) pursued this ingervention strateg} further in a study investi-
gatipg the relative efficacy of modeling and shaping procehures in
the modification of sociallyithdrawl. Grouﬁs of withdrawn preschoolers
were subjected to the modeling film used in his 1969 study, a control
film, a shaping program or a combined shaping and modeling ;rogr;m.

The fesults demonstrated that modeling produced a more.rapid modifica-
;ion in social behavior that was more stable over time than'did teacher

attention given for increasing approximations of interactive behavior.

Both conditions however did produce increased change over that

,?"<
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demonstrated by;the_control group.

All of fhé reviewed studies strengthened behaviors that were
already present in the child';'repertoire. Envirommental conditions
w;re manipulated to incfg;se the frequency of occurience‘of the

desired behavior. The utilization of a treétment program based solely

on reinforcement procedures however is greatly deficient when it | <

—

becomes necessary to develop new social responses where gross deficits )

exist, As O'Connor (1539:16) states, "when gross deficits exist, the

: reinforcing agent must either intrﬁduce-a r;ther laborioué set of
shaéing procedures which requires waiting for the emission of a rein-
forcable social reéponse,';r resort‘to more active means fof establish-

ing the desired behavior."

e o

Research with Mentally Retarded Children

¥

There has been little documegfatiqn of thewsocial‘pa£ticipation
pattefns of mentally retardéd youngsters,'vDeficits are known to exist
buf where tﬂe deficits lie and the degree to which they are evident
remains somewhat-unknown. N A

| The paucity of normative data for retarded youngsters stems, as
vith resegrch for qqrmalﬂchildren, frﬁm‘the inconsisteng}es and vary-
ing intérpretatioﬁs of social behavior. Many of the game‘divefsities‘
and problems are evident in nesea;ch witfi the mentally retarded

youﬁgster as with the non mentally retarded youngster.

Defining Social Behavior
Capobianco and Cole (1960) used Parten and Newhall's (1943) scale

of social participation in one of the first investigations pertaining

" 18
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to the social participation of mentally retarded children. The
behavioral categories included: unoccupied behavior, onloocker
behavior, solitary phay, parailel piay, associative“play and coopera-
tive or organized play. 'Parten- like' categories continued to be used
in’studies by Paloutzian, Hasazi, Streifel, and Edgar (1971), Mayhew,
Enyart and. Anderson 61978), and'Knapczyk and Yoppi (1975).

To supplement the categories identified by Parten (1932) for,non
retarded children, Paloutzian et al, (1971) added the categories of
'autistic behavior' and 'attempted interaction'. These 1ower level
behaviors were found necessary so that behaviors that were not yet
social as well as incomplete social interactions'could be documented.
Similar modifications are found in the work by Meyhew et al. (1978).
The categories of self—stimulation' and%'proximity' were included
for the generalization probes. In a 1975 study, Knapczyi and Yoppi,
added .a category at the upper end of the social continuum. To-study:
the development of higher order social gskills in 8 to 10 year old
mildly retarded children the category of 'competition' was included

Contrary to increasing the sensitivity of previously existing
measuring devices for use withlretarded youngsters some researchers
viewed goclal participation in a more molar 1ight. The lower end of
the gontinuum wag abandoned and emphasis wag shifted to the part
depicting interaction with peers. The fine distinctions made betueen
'associative’ play and the'organized interaction of 'cooperative' play
were lost. This development w;s perhaps the result of difficulties.-
encountered in identifying behaviors of low frequency and the subtle &

qualitative differences in the social play of the retarded child.

Whitman et al. (1970) globally viewed social behaviors ‘as that

4
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which occur when one child's behavior becomes mutually or recipro-
cally involved with a second child's behavior. A povel»behavioral,
code was developed by Strain and Timm (1974). Social behavior ®as

clasgified into two large behavior categories based on'tobogqgﬁhical

_ features rather than the function served by the social behavior. .

Behaviors were no longer'déscribed acpordlng to the organization of -
the group and #articipant status gParten, 1932) but‘took fhe fﬁnﬁ
of positive and negative motor-gesturél and vocal-verbal behavior.
S;c£a1 behavior was defined as (Strain, Shores and Kerr, 1976):

motor-gestural: all movements emitted that cause
" the child's head, amms or feet to come into direct
contact with the body of another child's that. '
- involve waving or extending arms directly toward
another child, or that involved placing of hands
*  directly upon a material, toy or other movable
apparatus that is being touched or manipulated
by another child..

This was further expanded by‘Strain; Shqres'and'Timm (1977) to include
a category of verBal behavior:
vocal-verbal: all vocalizations emitted while a-
child is directly facing any other child within
a radius of 0.9 meters or all vocalizations that
by virtue of content (e.g., proper name, hey
you, etc.) and/or accompanying motor-gestural
‘movements (e.g., waving, pointing) clearly indi-
cate that the child is directing the utterance
. to another child with or beyond a 0.9 meter '
radius. o .

Bqth of these i;teractive behavior categories were coded as
being positive or negative in nature, and initiated or résponded'to.
Similar approaches were taken by Pefe;son, Austin and Lang'(1979)
and Young and Kerr (1979) in their respecfive studies on social

behavicr 'with severely retarded adolescents and young school aged

" children.
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Researchers have defined social behavior in still other ways.
Proximity to other children_was important to Mayhew et al. (1978),
Porter, Ramsey, Tremblay; TIaccobo and Crawley (1978), and Weisen,‘
Richardson and Roske (1967). Gable, Hendrickson, and Strain (1978)

_ found approach gestures auch as waving a child over to join an activity
important as did duralnick and Kravik (1973).and Weisen et al. (1967)
find watching or looking at another child worthy of note.

These attempts At capturing that which occurs socially between
. mentally retarded youngsters, even with their varying degrees of
detail ‘and divirse focus, have provided valuable information on the
social behavior ofvyoung mentally retarded children.
fatterns.of.Social Participation |

v Differences do exist between social plas’displayed by mentally
retarded yodngsters and their non retarded counteroarts; The‘research
shows that: retarded youngsters spend-an:inordinate'amOunt'of time in
~isolate activities (see Table 3)'.

The normative study of Capobianco and Cole (1960) disclosed that
7 to 12 year old moderately mentally retarded children spent BA of
their free play time in associative*or cooperative interaction. This
is significantly less than the 35 - 40% found for. non retarded
children of a younger age. Mayhew et al, (1978) established that
gseverely and profoundly retarded adolescents spent only 9% of their
free time in direct interaction with others. A further investigationx
‘with Jto9 year old moderately mentally retarded youngsters (Wasson

and Watkinson, 1979) found the children to be socially interactive

only 7% of the. time.



Table 3

Percentage of Social Participationa for Mentally

Retarded and Non Mentally Retarded

_ Youngste&s in Free Play

by

5.

T

 Mayhew, Enyart

l ) .
Wasson and

Cgéabian;o ' ‘
and Cole and Anderson Watkinson
1969 > 1978 1979
.:.Q '
Developmentally Delayed 8 SA 7
] ] 11 . . .
Non Developmentally ' 39 25 38
Delayed :
, Parten Barnes Rubin
1932 1976

1971

)

a. Social participation-includes asgociative and cooperative type

behavior as defined by Parten (1932).
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What to Teach

Based on. the documented need for intervention in the area of
social participation, a great deal of research has been directed”
toward increasing the ratelof social’interaction occurring between
" mentally retarded peers. The question of what to teach,has‘oeen met
wiiphvarying aolutions and is closely tied to the srublem of defining
- and . measuring social interaction. Strain and Shores (1v¥77:499) state
that "the parameters of social participation, particularily 'what to
teach' remains essentially unknoSn although it is clear that recipro-
city of social interaction is a critically impordant factor in
developing appropriate affective_behavior.

Where should valuable teaching time be spent? Williams et al.
(1978) snggest‘several factors to‘consioer when selecting tasks for
social skill instruction. Included was the consideration of the
child's present_level of social participation. If it is found that
the child is functioning atnan autistic level, teaching efforts should
perhaps be focused at social behaviors low in organization. Recip-
rocally passing an obgect may--be nore’appropriate than a cooperative
task such aslpulling a peer in a wagon. It is alsd important to matcn
the task with tne functioning level of the child Asking the c¢hild to
perform at or just above tﬁeir functioning level keeps participation

3

nteresting and acts to pace development. Equally important is to

move the child along the social participation continuum, from isolate_

play, to.responding to social initiations, to initiating requests for

cooperation.
The incorporation of social participation into motor tasks may be

a'useful gtrategy. As}Williams et al. (1978) suggest, the learning of
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rolling, turning or grasping can be revolved around social. interaction.
A final and significant point is that the social tasks taught be
chronologically age appropriate and the cuﬂgiculum be horizontal as
'well as vertical (O'Connor, 1969). As the chi@d grows older, age
inappropriate social behaviors ;hould'be faded and rep}aced by more
appropriate behaviors. A 3 year old Javing bye bye is cute, but when:.
this behavior is displayed at an older age, it is quite unacceptable,

Four directions could be pursued in deciding-what to teach.5 A
choice could be made to not tedch any new behaviors. at ali,‘but to
. build up. those that already exist within the child's behavior reher-
toire. The teacher may further decide to spend time focused on only
one existing, specific behavior such as rolling a ball to another"
child, or in turn may'concentrate'on all behaviors that fall under a
certain level of sociai intéraction. Alternately,'teacher-efforts
"maybbe directed towards the building.of new behaviors; Again, very
specific social behaviors may be shaped, or non Specific social tasks

o

fthat occur within the daily routine of the classroom may be developed
and -reinforced. :“:' :

Efforts to refine and increase the occurrence of behaviors that a

vx

child can perform independently do not require the uge of indepth

: ,shaping and fading~techniques.' This approach iS'economical.in terms
* ,

-

of teacher training and time and the structuring of instructional
periods. This decision requires that the ‘teacher wait for the
behavior to develop devoid of outside assistance however.

Mayhew-et al. (1978 165) extended efforts towards determining {
"if social reinforcement procedures alone could be used to -increase

-

the naturally occurring social responses of severely and profoundly.



retarded adolescents'withoutbspecific training of any social behavior."
- Reinforcement was given for proximity to, physical contact with and/or
vocalization with a ward attendant. The results indicated that the

-

mean number of social responses did increase COntingentvupon reinforce-
ment from the waE’ attendants. Knapczyk:and Yoppi (1975) pursued a
similar method and reinforced any existing behavior that fell under
the defined boundries of cooperative and competitive behavior. In
another study, existing hehaviors of a general nature were examined

‘as Young and Kerr (1979) asked a moderately retarded peer trainer to

-try his best to get a severely retarded subject to play with him.

through verbally asking and the offering of toys. All of'theae studies

reported increases in the freouency of’éocial behavior.

"An alternate approach, if ‘social behaviors do not develop, or
too much time is being lost waiting for then to unfold on’their own,
is to teach‘new\hehaviors.'\Time mu;t be spent determining the preaent
level of functioning; deciding on the behaviors to he taught and a
method to teach them. Instructing novel behayiors may require that
the teacher be skilled in shaping andAfading-techniques with a great
deal of time and effort being'required ) | -

Prompting and reinforcement has been used to build non specific
social behaviors. This . requires that the teacher glve systematic
‘instruction in the midst of Ongoing activities. Although demanding on
the. teacher, it does provide a functional getting in which to apply
desired behaviors. Peterson et al, (1979) prompted and reinforced
‘behaviors that wouid normaliy occur during typical daily activities

workxng with educational materials in a group setting. Strain, Shores

and Kerr (1976) through prompting and shaping, taught skills,'social
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in nature, but undefined in terms of specific behaniors.

A more popnlar approach hae been chevteaching of specific social
,beha;iprs. Themgnderatanding_is that bxggiving ;ntensive_;nst;ucfion A
'in'one.or more behaviors, the;cnild is more socially competent even
if the reciprocal nature of social participation does not urge the child
to enﬁﬁore other interactive behaviors. .

Fo;\fﬁe most part, the social behaviors chosen for instruction are
of simple organization, requiring little motor skill Rolling a ball
back and forth between nartners has been repeatedly used (Whitman et
al., 1970; Guralnick and Kravik, 1978; Morris and Dolker, 1974; and
Peioufzien et a1{, 1971) Paloutzian et al. (1971) Gentlon to include
the more complex and functional aocial play behaviors of pulling a peen
‘,1n a wagon, rocking another child on a hobby horse and pushin; another

o .

child on a swing.

Teaching Models .

_Teacning models used;in the inefruction of social skills‘véri
econs1derab1y in the amount of teaches inveolvement  (see Figure 1) _Ai*
'one end of the continuum maximum teacher input is required to brirg
about a social interchange. This teacher input decreases from direct
pfompting tc‘the‘training of peer treiners. The teacher's role *'.
decreeses even furtner.ao cnild to child interactions occur in a group
context with the environmént being manipulated by tne teacher,

In the first teaching model of the paradigm, tne child 1is
encouraged to interact socially with an adult, very often a teacher

(Ross, 1969;~Morris and. Dolker, 1974; Mayhew et al;, 1978). Social

contact of this form is considered a precursor to interaction with

e
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v
peefa“(Eckerman et al., 1975). The second situation Is one in_whtch a
child 1s tenght to interact with another peer. YThe initiation and
regponse“components of the i{nteraction are p;gggtgd;bx two tenchers, o
one for each child (Whitman et al., 1970; Motrinﬁend Dolker, 1974; and
Paloutzian et al.; 1971). | " .

A third teaching lituation that requires less teacher involvement
and yet still brihgs about the desired social behavior i{s one in.which
there are two children and one teacher. One child is prompted through
a soclal behavior that~is initiated or received by another peer who 1is
cooperative andldt requir;e less prompting than the'target,subject
(Strain and Timm, 1974; Weisen et al,, 1967; and Paloutzian et al.,
1971).

A fourth teaching arrangement involves the use of & peer trainer
The peer trainer is taken aside and taught social initiation behaviors
to use with the target subject. The teacher is not the direct control-
lingAagent. This approach was used by Strain, Shores and. Timm (197ﬂ)

A non retarded peer trainer was taught to 1nitiate social interaction
with a retarded peer. Young.and Kerr (1979) expanded on this base and
succegsfully used a mildly retarded child as the peer trainer for a
'seve're.1y feta'rded enild . . ’ | S

A final approach is one in Hhich the teacher manages the enviton-
ment 80 thatV:pportunities for sociaL 1nteractio;(ariae within a group
uteech{ng situation (Guralnick and Kravik2ﬁ1973; and Peterson et 811’
%?79). In learning ballnskilla, rather than eqch child having a ball

. the>teacher may enpply one ball for every two children. If the .

children wish to participate they must share and take turns.



competiti#e play responses without training.

o
. -

Intervention Strategies

Recent research in the area of teaching sdcial behaviors to
retarded youngsters has sought to do so through three main procedures:
a) contingent reinforcement programming, b) imitative training, and
c) direét/ahaping,and’reinforcement.

Contingent reinforcement programming has been used extensively.
Mayhew et al, (1978) gave adult’praiée and social reinforcement to
institutionalized ‘adolescent giris in an ABAB desigr. Each subject
received adult aftention as a function of her individual rage of
social responsés, as defined by proximity'tq, physical contact with
or roalizations towards the adult trainer. The results indicated
that the social behavior of the subjecfs could be systematically
increaqu.oé decreéseq as social reinforcement procedures were
presented and withdrawn. In é simila; study, Guralnick and Kravik
(l973) applied confingent and non contingent social and edible rein-

forcéhent for desired social behaviors of 6 to 10 year olds. The

[y W, . ’ .
... greatest increase in socid&'bghavior occurred under contingent edible

L]

" teinforcement. Contingent social reinforcement also brought an

increase in social behavior over that of the baseline condition, but

. not to the degree evidenced by non contingent edible reinforcement.

ti In a token systém used with educably mentally. retarded 8 to 10
year oids (Knapczyk‘and Yoppi, 1975) points were given for cooperative

and. competitive behavioxrs. They could be banked for a special prize

or used to rent games or activities not previously available. The

rebearchers;élaimed that éocial'and token reinforcement procédures

could be effectively used tgfproduce and maintain cooperative and
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In‘two recent studies, the delivery of reinforcement for the
performance of the appropriate behavior shifted from being delivered
by an adult to being delivered by another peer. Strain; Shores, and

Timm (1977) in an ABAB design trained a normal peer to initiate social
-interaction with moderately retarded children of approximately the
same age and socially reinforce them for interacting. The authors

concluded that the intervention procedure increased the positive

social responses of all the subjects and positive social initiations

-~ L)

of 5 of the 6 subjects.' Similarly, Young and Kerr (1979) used an
educably mentally retarded peer trainer to administer edible reinforce-
mentito a geverely retarded child for responding appfopfiately.to
tﬁe peer trainer's initiationé. The peer trainer was cued wﬁen to

administer the reinforcement by a rap on the window from the experi-

- -~

mentor who was viewing the proceedings from behind-a one way mirror.
At the’time when the subjéct was reinforced the peer trainer also
‘was permitted an edible'reinforcement.‘ The study shqyed increasesifQ'f
‘in thg'number of peer initiations and respon;es displayed during the
intervention ﬁhases. |

Imicationltrainingahas not receiQed as much attention as the
'other forms of ;ntervention strategies., Paloutzian et al, (1971)
state that if the deficient use of imitation By severeiy retarded
children could be sfrengtheﬁed by. building an imitftive repertoire,
relatively new behaviors® could be mote easily acquired by merely
providing an appropriate demonstration.« Tg test this hypotﬁéses,

’ RS

the researchers gave imitation training on 24 simple motor movements

to an experimental group. Upon completing the imitation training,

the subjects were trained in social behaviors. A model of the



appropriate behavior, such‘as pulling a peer in a wagon, was given,
physically prompted if necessary and reinforced. The researchers «
concluded that there was a significantlytﬂighgg level of social

behavior in the experimental group over the control group between pre

T
and post testing resulting from the training procedure. =

Ross (1969) used a somewhat different approach to imitative
training. 'Educably mentally reta;ded children, 3 to 10 years old
were presented live modelé, doll play, pupéets and film slide presen-
tations- of socially appropriate résponses to social situations. The
researchets conclude& that after viewing the various scenes the
subjects had\iﬁpréved levels of social behavior.

, A 1974 study by Strain and Timm used a unique combination of
contingent adult attentién and imitation. Using én ABAC design the
experimentors during the first intervention phase gave positive adult
attention to appfopriate social behaviors elicited by the subjects'(
peers. The secdnd igtervéntibn phase delivered specific>contiqgént
attention to the subject whenever she was obéerved emitting or |
responding to,a target response. During the phase ;hép the peers.
were being reinforced for their socia1 behavior para}lel iﬁcreases in
the subjects' behavior pccu{red, but not to the extéht as occurxed‘
with direct reinforcem;nt. The non reinfofced changes were gondluded
to be'tbe result of a spiliover.of social reiﬁforcement inadvertently
effecping the partner's response rate.

- The sfudieSFthat have incor?orated direct shaping té;ﬁniques on

specific social fehaviors have used three and sometimes four teaching

behaviors including'physical prompting, verbal prompting, reinforce-

« .

ment and in some cases a demonstation of the target behavior. Some
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studies have made efforts toward defining a physical and verbal prompt,
and that which constitutes reinforcement, while others have left it
open for the reader to interpret. The complexity of the behaviors

receiving instruction may determine the degree to which a description

of the exact teaching behaviors are netessary.

32

_Straih et al. (1976) in teaching three preschool boys social ‘\y/}

responses defined prompting as aillphysical and verbal activities
designed to initiate social interaction, such as moving a cﬁild to
where other children are playingvor moving a child's hands, feet,
ete. in Spch a'way that he engages in some ongoing interaction with
peers, A'similar interpretation was presented by Gable et al, .(1978)
as they assessed the effects of promptingvand reinforcement on‘the
emiséion of seiected soci;I responses. More commogly there-is no
elaboration of the teaching behaviors, either in terms of describtion
or.application. . ) ‘

Demonstrations Qere employed in some of the reseatch but very
often were ﬁentioned only in passing. Strain et ‘al. (1976) on occasion
gave a demoésttation of the desired behaeior,_but its applieation Qes
not systeméticelly incorperated.into the iﬁstructib;al model. Morris
and Dolker (1974) were more metho&icai and began.each ball rolling
training session with a demonstration.v.

There ie little question,'regardless ot-the inter%ention strategy'
adopted, of the importance 6f reinforcement for the performance of a
correct responae.

| The Prep Program, based at the University of Alberta, Department

of Physical Education, has done extensive work on the development of

teaching behaviors and techniques. Various degrees of physical,



visual and verbal prompts have beenvdefined and systematically applied
to the instrtggion of gross motor play skills to moderately mentally
retarde& foungsg;rs (see.f851e 4); “Théée-feacher behaviérs ﬁave béen
'plgcedvupon a.continuqm which‘accommodates the wide individual differ-
_ences observed in the moto; pexformance of mentally retarded children.
(wall, Watkinson, and Shétz, 1979). The amount of teacher as;istance
provided is determmined by the needs éf the individual, ﬁith lesé
teacher assistanﬁf being offered és the learner becomes more indepen-
dent in the péé%ormance of the skill (see Figure 2).

Williams et al., (1978) have emphasjzed the importance of providing

~6pportunities for the child to perform skills ip fﬁe absenc
from persons of authority. Educational strategies aimadd at increasing
socialibehaviors must iﬁclﬁde teacher reinforcement atlthe early
staéés oﬁ the program, bﬁt in ordenffor the cﬁild to devéiéﬁ self

| s : ‘ 0
sustaining interactions, cues coming from the teacher must.._faded.

As teacher cues fadé, ¥he iikelihoqdvof envirommental ‘stimuli and

recfprdcal peer re forcemeﬁt;taking over cqntrol of the behavior is
increased. The PrepvPrdgr;m has attempéed-gb catch this process thrqugh
the NO Prompt cétegory. Without vefﬁal, physiéal or visual cues, but

by carefully strﬁcturing;the play sifua;ion, the equipment arrangement
or ehticement of a peer demonstration signéls the child to comélete |

the behavior.

Generalization

A frequenf criticism of behavioral research has been its failure
to produce a transfer of trained behavior to enviromments similar to

that of training but never previously experienced (Wehman, Abramson,
. . ! "

33



Table 4

Prep Program Response Prompting Contindum

Physical Prompt ' - Complete Manipulation
- - Manipulative Prompt
« : Minimal Guidance

Visual Ppoﬁpt Complete Skill Demonstration
' Partial Skill Demonstration .

Gestural Prompting

Verbal Prompt , Skill Cue
; ' Skill Mand
bAction Cue ,
: 4
No Prompt . ' : Initiétion with Environmental Goal
' - Imitative Initiation e

Initiation in Free Play



!

¢— Teacher Assistance Decreases

Figure 2. Prep.program response p:ompting.continuum-

'

Physical Prompt

-Visual Prompt -
Verbaerrompt

" No Prompt ‘

.

(——-—f;-—- saseaibui_Iqus
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and Norman, 1977). According.to Baer, Wolfe, and Risley (1968) a
behavioral changexmay be said to have generality if 1t proves.durable
oover time, if it appears.in a wide variety of possible environments or;

if it spreads to a wide variety of related behaviors.

It is now being accepted: that generalization is no longer a
. passive phenomenon that is a natural outcome,of any behavior change
process. Stokes and Baer (1977) suggest that previously, if generaliza- )
tion waS'absent;_it was assumed thatuthe teaching process had managed
to maintain‘unusually tight control of the stimuli and responses
v'allowing'little occurrence of the behavior elsewhere, The critical

: : - sl ‘ ' ‘
question now is to identify procedures which may be used to effectively
_modify'a learning situation such that the target hehavior occurs in
'.'diverse settings (wehman.et al.,.19l7).

Stohes and Baer (1977) have documented the techniques used in the
1iterature to assess'generalization.‘ The first category, 'train and
hope involves documenting generalization after a beglgior change has
been effected, but not actively pursuing it .Such studies document the

generalization limits of particular,intervention techniques and provide
a base for generalization‘programming. e

'Mayhew'et al (1978) probed for generalization after effecting an e

increase in social behavior through a'contingent reinforcement program. ~.;rti

[

. v —v . #x-

Ihe behavior increase was not evident in a non experimental condition

o o

‘and-the researchers concludeﬁ that‘generalization is not an inevitable
by-product of the training'process.ApSimilar;findings vere reported by
Morris and Dolker (1974). neralization tola person other than the.
. N : _
v

tester did not occur for & all rolling task. In contra9t<Peterson

et al. (1979) found that physically prompting and reinforcing behaviors:



of a motor-gestural and/or vocal-verbal nature resulted in a substantial

increase in social behavior during non training conditions.

: A second category identified in generalization programming is

<

Vthat of 'varying stimulus conditions (Wehman et al., 1977) This
procedure increases, during training, the number and type of stimuli
vnhich set the occasion for the desired behavior. Whitman et al. (1970)
applied this method with ball rolling between 2 severely retarded
children. After the two target SubJeCtS became proficient at . the&
task two additional peers were introduced so that they performed the
target behavior w1th the two - original subJects. with no systematic v
reinforcement program the original subJects generalized rheir behavior
to other children during non training times. A

A third method has been termed 'use of indiscriminable contingen-
‘cies‘ or the 'fading of contingencies .’ Intermittent schedules of |
reinforcement:have been'repeatedly;shown to be resistant tovextinctiop f
and hence regdrded as a form‘of generalization‘(Stokes and Bder, 1977).
The essential feature of intermittéPt schedules is their unpredicta-

-bility.‘ IE is difficult to distinguish reinforcement occasions from
tf =

-.non reinforcement occasions. Kazdin and Polster (1973) demonstrated

the successful use of intermittent reinforcement in delaying the
fextinction of social 1nteractions between retarded adults, During

the second treatment phase of an ABAB design one subJect received | /
continuous reinforcement while another received intermittent rein- - |
forcement. ﬁuring the extinction period only the subject on the
intermittent schedule continued to interact socially. :

A final category has been referred to by Stokes’ and Baer (1977)

~as 'train to generalize'. In this approaqh, generalization is



38

considered a response and is contingently.reinfofced for its occurrence.
A drawbaék'of-this method is that intrinsic reinforcement for perform-
‘ing the behévior becomes secondary. In a study by Gable et al. (1978)
reinforcement was éiven for all target behaviors ésxthey oécurréd
'ddring-the generalization training(éessions.- Social behaviors were
shown to be significantly higher during geﬁerali?éfion seséiéhs than
the baseline condition. . : ‘ R ;

: 'In reviewingvlé articles which appliedfinteryenfion techniques to
increase the sociél behavior 6f mentally reta;ded.ﬁersdﬁg, less than
haif reported an assessment of éenefaiized effects of their treatment.
Of these 5 articles, 3 reported positivé findings‘ana 2 reported

&

negative ones.

-

The literature suggests that more oftén_than not generalization
‘of treatment behaviors occurs whether planﬁed brocedures are’iﬁple-
mented or not. . Stokes én& Béer (1977) suggest’;h&t this may not be
the case. The preponderance of pogitive,data may be the result of
researchers not~reporti;g the absence~of generalizafion for fear that
it may reflect a deficiency in their proéedures.

That generalization can be. something that occurs' without being
produced by épecific procedures is valuable. It is heartening to know
that ‘not all responées require attention in all séttings across fime.'
Howef?r, gene;alizatioﬁ is not always eﬁident; Very 6ften the
naturally occurring cbnéequences'in the enviroﬁﬁent are not enough to
gaintain ; new behavior'withoﬁt a suppo?t_systeq that can be faded
out. Too often it 1is assumed that once the child learns a social

.behaQior that he is 'trapped' into a self perpetuatihg-and reinforcing

situation that will expand-his social skills.
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) L . . + .
Gable et al. (1978) emphasize two objectives in thg'teachinglof -

social interaction:
o

/

1. training should focus opbthe development of social respohses,
which allow the subject to engage in interaction, and
2. training should focud/pn bringing these behaviors under the

stimulus control of beer's‘behavior.



CHAPTER ITI

METHODS AND PROCEDURES

Design; . -

The-purpose of the atudwaas to investigate whether the applica-
tion ef an ingtructional program.would bring about.the attainment‘of
specific interactive behaviqrs and whether a subsequent generalized .
applicaticn of these behaviors would occur.in free play. In order to
aseess the efficacy.of the instrUftional program two single subject .
research designs,were employed ahmultiplebprobe.deeign and reversal
time series design\ke Bes Risley and Wolfe, 1971, p. 181)

’ In order to investigate whether specific playroom social ‘behaviors
could be systematically and successfully instructed, the multiple probe
technique, a variation of the muitip1e<baseline, was utilized'(Hcrner
and Baer, 1978). To discover vhether the'inetructional program prc-
‘duced subsequent changes in the children's social participation with

peers during free play, a simple time gseries ABA design was incorpor-

ated (Birnbraper,_Peteraon, and.Solnick, 1974; Kratochwill, 1978, p. 41).

Population and'Sample

Population } s - A

c

The population of interest included those youngsters who have
achieved or are in the- process of achieving the fundamental gross
motor skills required to make productive use cf free play. The -

study focused on young moderately‘mentally'retarded‘thildren who

were competent in the performance of such skills as tricycle riding,

\
\.
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" jumping down and sliding. The approximate age to which a program

such as this would be appropriate is 4 to 8 years.

‘Participants - ) SRR

The subjects of the investigation were 8 participants of the
. ) B o

Prep Program which is sponeored by the Department of Physical Education

- at the Univeraity of Alberta, It is an experimental program designed .
to develop and implement program meterials in groas motor play -~
skills. The program also serves as a demonstration centre to local
institutions, prévides pﬁactical experience for undergraduate Physical

‘Education students and acts as a direct gervice to the children
(Watkinson, 1977). The chi}dren came from the early education clg§ses‘
at Winnifred,Stewart Schooi for Retarded:Children in Edmonton,

>A1berta, to attend the Prep Program twice weekly for ongehour sessions.
&itiation of

.Thege were 6.boys and 2 giris involved and ac‘
the stud& they ranged in‘age from 6 years to 9 years, 6 months with a
mean of 7 years, 4 months (see Table 5). The children displayed no
4bphysica1 abnormalities, were ambulatory, and possessed variablei

degrees of language competence. All the~ch11dren lived at home with

natural or foster parents and attended Winnifred Stewart School during

-
L

the day. ' . -

The children had been participating in the Prep Program for four
months prior to’the start of the study, wh}ch enaured that they were
familiar with the faciidtj and program foutine;

The,eight:subjecta aelected'ftom the group of fifteen'that
attended the Prep Program were chosen primarily for theix regular

attendance. Length of time in the ‘Prep Program was also considered

J

-
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however. It was decided that those youngaterg whd, oQEr the past two
S or thfee years, hévé had difficﬁlty in échieving‘progreés in the Prep
N ° »
Program due to resistance to instruct%gn or behavioral difficulties be
excluded from the study. The limited time available for instruction
made this decision necessary although regrgttable. The children yho
fell into this:category and those wi%h irf%gular attendance due to
}llness or transportation difficulties did however receive thé\tame
. treatment package as the subjects of the study. Their presence'and

cooperation was invaluable for they acted as cooperating peers through-
, )

out the course of instruction.

v

Treatinent

The children participated in the study two mornings per weekvfrom

o January 16th to<May ch, 1980’with.the exceptioﬁ of a one week break in

Fepruary Huring the University's 'reading week' and one week in April

for the school éystem's Spring Break. In total the investigation

A Y

encompassed 31.instructional days. This 15 week period was broken down

into one week. of infield observation training for the observers, two

ekg of baseline data cdllectidn: ten weeks of assessment and teaching
~’A‘§§:E?vention, followed by.a fetuin to baseline for tbe final two weeks.
| J The approximate daii; timetable for the sludy was aé follows:‘
9:50 - 10:00 &.m. Children arrived. ’
10:00 - 10:30 a.m. \Free play and individuaiized instruction
for the study subjects; free play and co-
*

N

operative peer activit'y for éhegn study

subjects. < e~

L 23
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10:30 - 11:00 a.m, Free play for the study subjects during
which observations were taken; free play
and individualized instruction for the
non study subjects, |
11:00 - 11:10 a.m. Children prepared to leave for school,
The fikteen‘children who atte*ded the prégram were divided into
a study and non study group. They were initially identified by ggﬂ%fﬂl
coded felt dots that were pinned to their backs. All ;he\éhildfen in
the program receiveg_individualizedvinst;uction in frée»play. The
experimental subjects were instructed during éhe first ;;1f>gour, and
left to ﬁléy freely for the seéond half. The non experimental
children Qere left to play freeiy during the first half hour? assist-
ing in.instruction. by participaﬁing as a‘cooperati;g child when
requésfed, and given individualizeq instruction during the second hal%
\hour either in social tasks or mofor skills, |
To prevent the weakening of the exéerimentalidesign-by producing

premature changes in behavior, the teachers chose non study subjects

to act as cooperating peers during the first half toffr of instryction.

£

During the‘secgnd hﬁlf hour the social behaviors of the sfudy subjects
were observed and'recordéd in ffee play. While.the stﬁay subjects
were being observed in free piay tﬁe‘néq s;udy subjects receivedsi
individualized instruction on sociél tasks, The teacher did not
however choose experhmentél subjeqts to act as cooperatiné peers, but
taught the skills amongst the non sfudy subjects.” While this appeared
practic;l, functionally it c;eated problems. There were not a suffi-
cient»nuﬁber of non study children with the p:erequisité motor skills
‘required to teach the various social tasks, resulting in timé being

o] N
AN
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spent waiting forkchildren to co;e availaole. As this sitnation
became appawent, opon the teachers' suggestion, it was da&cided that
the non study subJects could continue instruction in social behaviors
or revert to motor skill: ;nstruction in accordance with the Prep
Program (Watkinson, Hunt, Lovell, and Medak, 1976). .

The teachers who carried out the instruction were four under-
graduate students from the Department of Physical Educatien, University
of Alberta. All the teachers were:familiar with the Prep Program model
and the children participating in the program. Three of the teachers
had three months experience‘assessing, prescribing and teaching motor
-skills to the subJects. The fourth teacher had ar additional two
months of experience. All the teachers received é&aining in the use

of the social instruction model and response prompting cﬁhtinuum

prior to the'initiation'of the study. " _
. .

‘The free play data were collected by three observers, two_graduate',

-

- gtudents in Physical Education at the University of Alberta and' the
investigator. The observers also received training in the behavioral
categories prior to the initiation of the study.‘

The playroom setting consisted of a large room permitting. the

S R

free éxecution of gross motor play;activities. Numerous pieces of
large and small equipment were available to the children at all times.
For the purpose of the investigation the equipment was grouped into

12 major categories including: bars,.benches, climbing apparatus,
. ¥ .
cubes, free_space,'hanging equipment, mats, scooters, slides, small

* equipment, trampoline and tricycles and wagons. For a complete list

-

-of the play materials comprising the 12 categoties.see Appendix A, =

0*
The tricycles deserve special mention. :gscause they were so highly .



valued by the children, if left accessible‘for the whole period the
children would spend the vast majority of their free play time on
them. This elso disrupted teaching for the children in many cases
refused to leaVE"the tricycles to participate in othéf‘activities.
As a result the tricycles were removed from storage for 15 minutes

during instructional time and 15 minutes of free play time.

!

Teacher Training

Because this project wAH an extension of the Prep Program, the
teaching model, assessment procedures and teacher Behaviors used
during instruction were very similar to that with whicn the -teachers
were familar. ' ; L ‘.

During the month of danuary six one hour training gessions were
held. 1In the introductory session_anvoverviewvof the project was
presénted, the teachers’ responsibilities‘were explained and the order
of events for the next three montns defined Written materials
consisting of the sequencing of social interaction instruction, tne_
response prompting continuum, interaction categories, and equipment
categories (Appendix A) were distributed and the observers were asked
to familiarize themselves with the materials. Further sessions con-
gsisted of discussions about this information and presentation of

additional materials including guidelines to adhere to ‘when prescrib-

ing social tasks, the procedures to follow during ;!sessments, and
)

-

how to transpose the raw data onto graphs (Appendix A).

Following the initiation of the instructional program the investi-

gator met with the teachers twice monthly to diacuss topics of concern,

46
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Observer Training ' AN

&

Approximately 10 hours of ogserver training were carried out

prior to bageline data collection. The first week involved becoming
familiar with the written materials with the second consisting mainly
of applying the materials to the observational setting.

The first of eight ‘sessions consisted of an orientation to the
research prOJect with the following written material being distributed:
the sequence of social interaction instruction, the response prompting
continuum, the interaction categories, the equipment categories,
(Appendix A) and social interaction/equipment matrix (Appendix B).

The next session consisted of‘discussing the presented materials,
studying the rules required to code the behaviors (Appendix A) and
coding hypothetical examples of social interactions.

During"the next two‘sessions theiobservers as a group simultane%.
ously coded 10 second videotaped samples of young moderately and \
severely retarded children in free play. Disagreements were discussed
immediately after each sample. This continued into the third session
but with the discussion occurring after the agreement and disagreements
had_been talliedr |

The last three days of'the training were spent in the Prep Pro-

‘gram doing.live observations using the same observational techniques
that were used for the actual data collection as suggested by Mash
and McElwee (1974). At the end of the three days the criterion of
70 percent agreement on the social interaction categories had been
reached (Kazdin; 1977; Johnson, and Bolstad, P. 25,.1973). Based on

' -
this achievement .and time constraints, the training period ended and



48

the observers moved on to collecting the actuel data. .Often before
the children afrived, a few minutes were spent by the observers
’,revie;ing.the crifical delineating phfases qf‘the sccial‘interaction'
categories and discussing difficulties encountefed,AAIn addition,“_
hroughout the study the observers received feedback about their
observation consistency (Johnson and Bolstad p. 10, 1973) in the

*
form of percentage agreement against the criterion observer after ,

each observational session.

Program Model

' The program model for tne instruction of social behaviors finds
its basis in the Prep Program Model of motor skill instruction (Watkinson
‘and Wall, 1980) as outlined in Figure 3. This individualized
instruction model was modified slighti& to accomodate fhe-teaching of
social tasks(and'is characterized by six p%ocesses (wetkinson, 1977)
as shown in Figare 4. These"processes include: | |
1. A free play assessment of each child's social interaction‘
competencies.
.« 2, Prescription of 3 social behaviors based on social interaction &
deficits and e;uipment preferences identified ddring assess-
‘i - ment, as weli as the play skill competencies of the child.
3. Identification of the response level the child performs'the,-
prescribed behavior at. '
4. Individualized instrncticn on fhe prescribed task:

5. Monitoring of the individual child's progress during

instfuction; with an ongoing evaluation of the previous steps..
. (o] .
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6.'hPeriodic éhepkiqg of‘the behavior after it has reached the
desired level of performance in efforts to maintaih the
‘behavior at the instructional level d;ring free play;
.Although.;he teacher.sroughtftoggthexftwo children for the
purposes of iﬁstruétion, her attention was . on the instruction of only
one of the two children. It was necessafy therefore that the other
éhild be‘williﬁé tovcooperaﬁe in the interactive exchange and that
‘ bothfthe childreﬁ possessed the necessary prerequisite motor skills
encoﬁpassed in thg social task. As it was the social interaction that
was the focus of instrﬁgtion and nst ;he acquisifi&n of motor skills,
it.was important that the teachex's time was not spent prompting the
mggér skill but that.it was spent oh the interacfive exchange.
Ideallx, the children freely played at the level of social inter-
action at which they were most comfortablé, with the individualized
instructiqn on the prescribed behaviors beiﬁg interspersed during

sensitive moments. Such sensitive moments included times when two .

‘children were in lose'bgoximity to a piece of equipment but not using

it in an interacti e'@annef, when;a child was idly engaged in an
actiyity judged t beﬁof low gophistication, or when an éctivity was
hampéred by a laqk of social céoperation'on the children's part.
There were times hqwever wh;h waifing for sensitive moments was ﬁot
practical and thejinte tion of a child's play was nfcessary for
' the'purposes of instruction.

The program model of intense individualized instruction during
free élay is designed to provide the ngeded ihstruction and‘sélf

initiated free play practice'to{cause behavior to be overlearned and

included in the child's behavior repertoire.
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The teaching of social tasks within the Preb playroom provides
an adjunct to the Prgp Program, Tﬁe Prep Prégfam strives to bring
about’ a desirable behavior change, and to ma?ntain that level of perfor-
mance‘during free play. Through the 1earﬁing of social tasks many of
the previously learned motor skills can be practiced ‘and mailntained
incidentally in a structured setting. Previously learned motor skills
were maintained by appl&ing them.in a new context of peer interaction,
giving theiwr execugion a more functional and normative end. The model ~

provides an attractive and meaningful setting in which to utilize

previously learned skills,

- Assessment

Before an accurate prescription of those social behaviors that

"would be most appropriate to teach could be made, an assessment of the

-

child's present level of gocial interaction was necessary. The initial
portion of éhé study»was_therefore concerned with determining Qhe?e
fhe children sfent their socially interactive time as defined b;'four
§b;I:iﬁ;;;:}action categories and subcategories and one negative  §%3$
category (F;gure_éi_Pee Appendix A for complete definitions). These
ca;egories were formulabéd from a pilot ;tudy whichvihvestigated the
sociai behaviors. that occur between moderately retarded children
(Wasson and Watkinson, 1979).' " - .
Concurrent wi£h the gsseSSmént of the éhiidren's level of gociél
interaﬁtion in free play the pieces of equipmeﬂt in the playroom with
which they interacted were also recorded. This information was incor-

porated into the prescription of the social tasks in that those tasks

involving favoured pieces of equipment were given priority.

=

52

L



1.1 maintains activity

1.2 complies with physical contact

. . " 1.3 complies with assisting ‘
2. Associatién |
. &+ *+2,1 physical contact

' 2.2 asgsisting
3. Cooperation |
3.1 taking turns
3.2 sharing
3.3 leading/following
‘4. Coordinating 3

5. Negative Behavior -

Figure 5. _;§oéial 1n;eraction'categories and éubca;egories



Prescription
After tPe-initial assessment of the free play time 'was completed,
the teachers prescribed thfee gocial tasks for éach child. Giveﬁ the
free play information from the baseline data, knowledge of the
children's motor skill performance from a Free Piay Inventory
(Appendix B), preiffiption guidelines and ailist‘gf possible soclal
interaction tasks,ithg choices were made. ' .
The prescgipsibn g;idelineg wereﬁprepared (Apﬁéndix A) to assist
in making an appropriate decision és to the aociél tasks that should
be taught. In brief the gdiéelines suggest: . . | )
1. 'if a child p;édomipately preferred social interaction that
was at the iéwer end of the gocial continuum, for exampie‘
‘j'ﬁaintains aqtivity' thebactivity chogsen should be of a some-
wﬁat more complex nature - e.g., assisting.
2, choqée a social task éhat incorporates,the'pieces of.equip~
ment the child enjoys using. | |
" 3. 1if there was a predominance of negative behavior associated
with one piece of equipment, choose a social task thgt'would
‘likely decrease the need for negative ingeraction;
~ The three prescribed tasks were chosen from a liét.of-17. of
these 17 behaviors, 12 were presctibe& and taught (Figure 6). The
socidl interaction tasks were conceived and‘writﬁen by the teachers '
during Ehe'initial month of the program when teacher interaction with

the children was minimal. The social tasks include those that would

>

reédily be -found in a playroom eetting‘aﬁd would be worthy of %pstrwb4‘

~ tion (Appendix (_#
. ’v '
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Compliance with Association
Jumping down holding hands v
~ Jumping on trampoline holdidg hands

7 : " Sliding down slide together
1] : ' ‘ : N\, o
Association )

A
t

y

Pushes another child on the swing
? -

Cooperat{o;‘ ' 7
Sharing the sqoq!Lrb
Sharing the tube
Sharing the tricycle | .
Léading/folléwinngn the fricycles
Coordination « - i
_Riding on the back of a.tricycle
Pedalling a-tricycle 'with a passenger N
Rolling a ball between partners
Passing a puck ﬁetween partrers

~

Pulling a child in a wagon

Ceiedd, @

\

Figure 6. Prescribed social, interaction tasks '
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Appendix A;P

, _ .
Anitiating the behavior in free play.

Instruction ‘ h . .
: Loy

Eech.teacher~ateeipted to spend a minimum of five ninutes of
1netruction, or two teaching eplsodes per chiid, per day on the pre-
scribed tasks. Each task was instructed in accordance with the
Instruction Model presentéd in Figure 7. The first level of the SR

model represents the lowest level of initiation on the part of the

 child making it neceaeary for the teache; to physically prompt the

child As the child begins to initiate the behavior the teacher then

»

' prompts the social’ exchange using viaual cues in combination with \

verbal cues. As the child increases his/her independence, teacher

involvement decreases such that verbal prompting is used to bridg' .

R

about the desired behavior. As.the point of self initiation 1s reached

with the aid of .enviromnmental goals and imitative initiation situations
: . . : ,

" {i{.e., no prompts) the teacher's role is further decreased so that

Eeeeher behaviors consist- of feedback and reinforcement, This 1nput
is further reduced so that contingent upon the initiation of the
desired behavior the teacher delivers re’hforcement and feedback only.
Even this is finally faded as the behaviors are in@tiated outside of

the contingencies imposed by the-teacher, Complete explanatiéns of

’the teacher bdhaviors at-the various Eesponse levels ‘can be found in

' L

The response prompting continuum.(Figure 8) is a modification of
that Uised in the Prep "o:tnm for teaching motor ekills (Watkinson and
Wall, 1980). The cetegory of conting.nb attention vas added for the

purposes of this study. '.The syetenaticffading of t

from phyaicel prompting through to co' ent attentiop. was de'aignq',d-:

to decrease the child's reliance on FJL eacher and move him towards

of

Ly

-
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LEVEI,‘:'-_ e INSTRUCTIONAL MODEL . RESBONSE LEVEL

1 TC - C ) ghys;éal Prompt ’

. B ) ' . o e .‘Vy "
2, ' : ¢ - .. Visual 'Promp';'-.(:f.‘ e 7 .

¢ "

. . T : : . X
. ) x‘ ”‘.‘_“;

-

3 v c-c - | Verbal Prompt

. : _ : K »
4 B c-=cC J . . ,No;}?-rmnpt
") . v' . ] . ‘, . - b .

3 e

5 ‘,' -C ‘ o Cogtingent Attention

- L4

-6 ¢c-¢ ' .Initiation ‘tn Free Play
. * ]

v AF:I‘.su-ré 7. WSequence of social interaction instruction’ '
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Evaluation

Records were kept daily by the teachers on a
(Appendix B) which indicated the response 1eve1 usedfduring instruc-
tion, and the mnnber of times the response was completed and/or the L 2.
length of time spent in instruction. . - ’.. .

-

, From the Daily Record Forms the information was transposed ontd ~‘; NS »

1

graphs (Appendix B) at the end of each week The most typical per-

.\

formance demonstrated by the child each day was plotted (see R

App@lix A for the Graphing Code). The graphed informﬁi;on permitéed

-

_ the teachers to determine the overall progress of the child ®n e?h

task, and assisted them in making decisions regarding insttuctional

3

strategies (Watkinson, 1977). . .

s

Single Subject Design _ Q% ° :

, ot .
Two single subject designs wvere' psed t‘6 anjwer the question of .

whether aocial interaction tasks. co& be taught and whether this

instruction would further result in changes in social behavior in
. ’ ) ’ ra .
free play. Single subject designs were chosen as they give a repre-

séntation of.individual subject's responses to the tréatment variable

Q
which may vary from the average change for all the subjects as a

i

- group (Sulzer Azaroff and Mayer, 1977 p. 444). As the teaching n‘mdel

used in this investigation was based on individualized instruction, it

. Was important to see how each individual responded to instruction.

' l’u'rthermore, »th*e effects of the treatment variable may be monitored

thrmghout the treatment, providing the opportunity to make improvisa-’
/

'1 .,r‘ions during the course of :I.nvestiga f necessary (Kandin; 1973).
) ‘v‘ -,g

".*A# Neale and Liebert (1973, p. 157) point out, although significant

N
-"‘
1

3
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;i-ifferences in behavior may be seen between two groupe', some of the.
indivi\dual members of the group may fail to show improvement, " With
the individua'].'eicaminatien of the treatment effect of each child im-

ef:f.ective techniques can be m®dified to aid in improving all the
. : i S T

Sl

3 PR

£

children s skills. . -

& sighgficant advantage of the single subject &eai,gn u that L -

.; e,
minimizes one of the strongest confounding facto'l ‘bghayiotal ‘I ‘

 research - variability due to individual subject d A enues (Sulzer- . :{-"';ij‘ ;

> B TR

2N )

Azaroff and Mayer, 1977, p. 445). A comglarison is made’«bgﬁqoe ,\;-,;..;x

1ndividual 8 behavior under one condition and under others. @ "v"’ ‘*‘h'uw
Single subject resei}'ch although valuab¥e in applied work, must

meet &4 criteria (Birnbrauer, Peterson, a‘.Solnick. 1974) to conclude

that there i1s afunctional relationship b'en the treatment applied

and behavior change observed:

1. data must be recorded reliably, '
o ‘
2. data must be recorded repeatedly, -
3. procedures must be described in gufficient detail to permit
R (XS

replication, and . - .

4, the effects of the ﬁrocedures,must be replicated. -

!}m following discussion will confj.rm that the criteria have been

.‘. i <

satisfactorily met. ] . .".,"'

Multiple Probe Deeign ' "?
. ‘ ' =

The multiple-probe design (Hormer and Baer, 1978) has been used

little in the literature, Cuvo (19‘79) points out that the use of 2y
. A e

multiple probing has many advantages over thé measurement and procedural

: 5

-@nstr&lnts_ of the multiple baseline and hasl;'nc* been {iven adequate .
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.

consideration, especially uy those researohers working in the area of

AL . . ‘y
instruction. R ¥

.

The -main features of the multiple-probe technique as applied. to

an

this study were: &

4 —

| 1. an inigﬁq@ﬁissqqsment or probe was conducted to desermine
‘the level of performance the child'demonstpated f6r each of
- ' the three social behaviors‘assigned.
- 2, 4ddministration of the instructjional pfogram to the'firsguof

the three target behaviors, with no instruction being given to

the other two. : ' * T e~

.

3. an additional probe session was conducted on all three of the
. ‘. )

’

A target behaviors before instruction began on the next social

task.
4, with instruction continuing on the firstvﬁ!deior, the .

instructional program was administered to the second of the -4

three behaviors.
5. step§ 3 and 4 were continued until all three social behaviors

had received instruction.

%ﬁ;ionale . .

.

-kf'ﬁ? The multiple-probe technique provides a procedure for demonsttat-

hv.

'f' < -ing a’fgncgional relationship between an independent variable and the
acquisigion'ofig behavior (Horner and Baer, 1978). _ The use of probing
replaces tg(need to continuously measure the baseline condition as
with the traditional multiplg)baseline (Baer, Wolfe and”Risley, 1968)
when measuring e;tend!d baselines is reactive, impractical or a strong
a priori assumption of stability can be made (Horner and” Baer, 1978).

".7
S
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Assesgment-of the child's performance in'the present study fet a

) continuous baseline would violate all three conditions. Qontinuously
assessing the child's level of performance would produce a reactive
effect as each assessment rudimentally resembles a teaching episode.
The child was asked to complete tne behavior with varying degrees of
assistance contingent upon his response (see Assessment Procedures,
Appendix A).v SEcondly thie technique is inpraEtical in that the
teachers could realistically be devoting as much time td,tne measure-

lment of baseline as they could be to meaningful instruction: On the
.third count, it can be reasonably assumed that the child's level of
performance on the tasks would be stable displaying no upward or
downwarg ttend.: .This as&ption is based on the results of several
studies demonsh&ating thd$ mentally retarded childngn in unstructured

7

settings did not demonstrate- increased levels'df~sucia1 behavior in

v‘the pszence of non-developmentally delayed models (Peck, ApolToni,
' _ Cooke, and Raver, 1978; Strain, Shsres, and Timm, 1977; DeVoney,‘
Gurelnick,‘and;#ubin,‘lélé;,Peterson and Haralick, 1977?.

Euvd (1979) advecages the use of minimal baseline, for long . . s
periods of assessment ean create an extinction paradigm. Alter‘tely
he suggests thet“all subjects and/pr behaviors’be tested at the\dutset
of Ehe egyeriment to providecan initial baseline and ‘that testing be
'

.done onCEgagain immediately before entry to the treatment phase of the

expefimentﬁk

Internal -and External Validity
The multiple probe technique, a variation of the multiple base-\‘

[
line, is assumed to possess the same strengths and weaknesses with

<d
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,/ .
history, maturation, testing, instrumentation, instability, change in

»

reSpect‘to the internal and external validity as the‘iﬁftiple baseline.

According to Kratochwill (1978, p. 18) the fnternal validity of the ~

multiple baseline design across. behaviors is possibly threatened by

unit composition, and reactive intervention (cf. Gelfamd and Hartman;

975 P. 77)

oy

History could plausibly cause a confounding effect with the treat- |

'

" ment, although three months is a short period of time for an event

to occur to most of the subJects th!t would produce the desired change
l‘o re

in behavior og&?fthe ihdividualized instruction model. By using

repeated measurement, history ﬁs to some degree controlled, for an
. v ~ -

event that affected a majority of the subjects Would;most 1ikely be

reflected as uncharacteristic behavior. Because the'study ran on
approximately the same daily schedule as the Prep Program and all
students were present for ‘the school term, the effects of prior history

»

were held somewhat static. For the same reasons, invalidity based on

maturation was of modest‘concern. o

As oniy three assessments were performed over the course of the
study, confounding due to testing was not"13htrong threat. There was
approximately a one month time interval between assessment ses‘lons,

r'S

whech would further reduce'the significance of testing (Kratochwill,

1978, p. 1&"2.

- The weakening of internal validity caused by instrumentation

effects was controlled by checking the reliability ‘and consistency of

. -~

the teachers instruction and reeording procedures. The teachers were~

randomly checked on their recording of teaching once a week,'approiiﬁ

mately 15% of their teaching episodes, by two of the observers. A

-
e
R
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5- teaching episode was observed and the teaching behaniors noted. Dis-
crepancies found between that which was g%served and that which was
recordeqﬁéere discussed. - This process ensured that the teaching
benavig§§>for each social task were being adhered to (kppendix c)
and that the recorded £nformation was a true representation of that
which transpired during the teaching episode. In 937% of‘the e’ses

'fhere was congruence between the teacheﬁfﬁ>recorded prompt level.;nd
the observer's observations.

The threat to internal validity caused by instabiiity or variability
of theiresults is a possible weakness. .Varigbility of perfbrmance is
chgfacferistic of the retarded population (3aumeister, 1968) which
makes a within individnal nomparison of behavior under different

~

conditions necessary and effective.

N

‘Changes in the experimental unit compodib&on due to attrition did ¢

not pose a strong rival hypothesis.: A subject's absence did not change
the compogitjon of.the group. The child received individual instruction
nnﬂindividually prescribed tasks. \

"Reactiveintervention did not pose a strong threat to internal
validigy as the baseline and 1ntervention-phnses of the study were
nfimarily on a time line schedule.' Thn deliberate application of the
intervention at times when the data were at exfréme values did not
occur. . | _

External validity, according to Kratqchﬁill (1978, p. 11) involves

the-exteﬁﬁfto which the results of an investigation can be generalizeé

to othéi4étoups and settings. In temms of population considerations

s

.

. the results from this study and most single subject‘investigations a

of unknown generality (Bérnmbrauer, Peterson, and Solnick, 1974).

64
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é;eneralit:y of res‘ults is best tesFed through intersubject.\.rgplicatié’mx.
whe;e the reliability of previous findings aﬁd generality to other ‘
conditions are tested (Kratochwill, 1978, p. 22; Birnbrauer et al.,,
1974). ) |

The extent to which the applied intervention could be used to
produce similar results, or generalize to otﬁef envirommental conditions
is determined for the multiple baseline designs by 10 different faétors
(Kratochwill, 1978, p. 28). .They are as follows: a) describing the
independent variable explicity, b) Hawthorne_effects, c¢) pretest
sensitization, d) éosttest sensigization, e) interaction of time of

o

- . ]
measurement and intervention effects, f) interaction of history and;

treatment effects, g) novelty or disruptive effects, h) experimentq&'

gffebts, 1) measurement of the dependent variable, j) referent '
generality, : ' x ’ v
As the independent ;ariable has been explicitly described and
the ;hildren were not aware th;t they were partaking*ﬁﬁ'aﬁ inveétiga-
tton outside of regular Prep Program participati&n, invalidity due to
an éxplicit désqyiption of the independent variable and the'Hawthofne
effect are minimai. In temms of pretest,sénsitization althougﬁ qhe

children were given a performance assessment on the prescribed social

'

tasks prior to instruction this- would give little intervention sensiti-

. 3

zation as the assessment was performed only once.and was of short
duration. As no posttest was performed, posttest sensitization was of
no concern, The external validity threat of dnteraction of time of

- ’

ﬁeaSufement and intervention effects was slight as téZ%hing performance
i

was recorfled each day of the program providing ample measurement for

.the intervention to reliably show or not show an effect. For this same .
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reason the interaction of history and invertention effect threat was
low as a history gffect would have surfaced over the repeated measure;
ments.

The referent generality of the sfudy is somewhat low, The con-
ceptualized outcome of the investigation is narrow;vlooking qnly at
whether the prescribed social tasks were appropriate? whether the -
instructional model and teaching behaviors were efficienﬁ and whether
instruction would broduce changes in.free.play social partigipatign.

Definite weaknegses to the ecologicai validity of the study are

found with novelty and disruption éffects, experimenter effects, and

.meésurement of the dependent variable. As Kratochwill (1978, p. Z6)d's;

-
-~ "

pointedly states however, the f¥nger the intervention occurs over time
and with repeated measurement the effects of novelty and disrupniéﬁ

IS

counterbalance. Experimenter blas is acknowledged as a potentiai'i 4
' threat to ecological validity in that ﬁnintent;onal behavior maynyave : //(a
altered théi!pbjects' behavior or that of the observersfiuch that the |
* results could not be repliéated. This effect is somewhat reduced in
that the obtained instructional résulté were generated by four teachers
acting independently.

The measurement of the éepéndent variable is deemed réliabﬁg in
that the teachendsehaviors were operationaily defined for each behavior
recei&ing'instruction.

.The validity of the instrument was assumed as the response prompting

n;inudm, although modified for this study has been succéssfully

. 4
utilized in studies relating p&lgross motor play 8kills (Watkinson, 1977;

Shatz, 1979). . B N o ] o
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Instrumentation ‘ ] “
The sp;cific teacher behaviors used to elicit an appropriate

response from tPe child for each social task (Appendix C) wérg recorded
according to the response ptomptinglcontinuum (Appendix A). Tﬁe child's .
performance was recorded as imitfated, performed under the no prompt
category of contingent até;ntion or envitromental goal, or performed
with the assistance of the teacher through verbal, visual or physical
prompts (Figure 8). The definitions of the c;tegories‘and subcategories

_/ cad be found in Appeﬁdix A.“These dally records were transformed onto 3

graphs (Appendix B).

‘Q Three probe sessions occurred prior to the Winiation of instruction

of a social task. The children were assessed according to the Inter-

- action Behavior Assessment (Appendix,Ayﬁ This ﬁas a criterion referencad "¢
¥ measurement dfvice used to indicate the child's level of performance on
'..E' ',‘2 '\ . . ‘
those social tasks about toﬁreceive instruction, The child's behavior
. X, : , . .

‘ fell into one'dfffiye categories: §é¥bal prompt, visual prompt, minim#l
) guidance, m;nipulative ptompt, and complete manipylation., The probe

| indicated to tﬁe-teacher where to beginvinsﬁruction: “

’ Treatment of theinata : ‘ . )

The teaching data and assessmént probes were ;g#nacribed onto
graphs and gpbjééted.to visual analysis (cf. Michael; 1974, Parsons;;
and Baer, 1978, p. 113). “The graphic éepreéentations were assessed

qaccorfling to trend, level, and variability of performance between and

within phasea (Glass; Willson, and Gottman, 1975; Kratochwill, 1978;
Jonés, Baught, angwmwkait, 1977). . *

»

F
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ABA Time Series Design" ' . .
To assess the efficacy of the intervention program in bringing .

about behavior changes in the children's social participation in free
play an ABA design was incorporated (Birnbrauer et al 1974
AKratochwill, 1978, p. 41). A baseline standard was established against
which behavior changes during the intervention were measured. A C
period of measurement after the intervention vas established to‘,;;
ascertain with greater certainty that it was the intervention that was
responsible for changes -

- During the initial baseline geggion the children played freely

J

with no interaction from the teachers. Free play data were collected
by three observers. - ’ .

" The intervention phase of the study involved individualized
instruction from the teachers on prescribed social tasks. Free play
observation were taken edch day after the»instruction portion of the
period was completed,

The'final baseline session involved a return to the conditions of

v

the initial baseline. ' a ' ' i
Rationale -
 The aim of all instructional programming should be to create an
enviromment that will take over and maintain newly acquired behauiév :i
through naturally occurring consequences (Gelfand and Hartmann, 19, o
p. 102). As Sulzer-ézeroff and Mayer (lé??,lp. 474) state, the h o
effecti?eness of an f@tervention program cannot'be completely appraised

until aszfssments of behavior generality have been conducted. The N

ABA time series design provides the occasion for this asseaanont in
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concordance with the multiple~probe desigme

Internal and External Valid -

The ABA design suffers ftom.the same possible threats to internal <

s

validity as the multiple*probe design; {.e,, history, matutation, tegt-
ing, instrumentation, instability, change in unit compoeition and

reactive intetvention (Kratochwill, 1978, p. 14). Those threata that

»
warrant further: discussion a wtesting . and instrumentation,

4

The testing done during this phase of the investigation did not

pose‘any stimulus for change as it was unobtrusive in nature, This

- minimized fhe reactive effects of testing. The observers were in

plain sight of the subjects during the observational periods, but

becduse of the age of the children, with age being correlated to ré-. -

activity (Johnson and Bolstad, 1973, p. 38) the children would not be

subject to excessive reactive effecta, o

The use of a live observational systom and a lengthy period of
data collection makes instrumentation or instrument ‘decay a threat to
the intornal validity of the study (Johnson and Bolstad, 1973, p. 18).
Tovalleviate sooe of this thra#at, the observers were put on a random

l. . N ¢
check system under nonreactive conditions (Kazdin, 1977) and checked

’against'a criteripn observer (Romanczk, Kent,' Diament, and O'Loary,

1973; Reid, 1970). Informing ;he.ob;ervefs that gilandom check gystem .

,"would be operating increased the stability and adcuraoy of the record-

_ e ,
ing. There was a 20% overlap of observations for the baseline condi-

tions and a 50% overlap of observation fOr the treatment condition.
L
This was necessary becauge th¢ observation time available duting the

treatment condition did not ailow always for- high freqyenciea of

r -
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- *
behavior, which is detrimental to observer agreemert satimates

 (Johnson and Bolstad, 1973, p. 11).

To ensure observer accuracy (Johnson and Bolstad, 1973, p, 10)

observer drift was checked by(the viewing of a free play videotape

(:tﬁice during the observational pertion of the study (Kaxzdin, 1977).

The videotape had been conaenaullly rated prior to the start of theg
. :

investigation by the observers (Romanczyk.‘i9733 and was employed as

an operational definition of the behavioral code (Hollenbeck, - 1978,

P. 83).(}1: is noted however, that not alx categories received equal
tepreeentation.on the videotape; The.degf!! of accuracy between the ‘
N

-

observers and the videotape criterion va# 89 and 93% for the two N

viewings. An additional aource of continpous training was comprised

of d!'cusliﬁha of the behavioral code eeph day prior to the observe-

tions. : * L ' -

)

Unintentional observet bias in the f&*m‘of reccrding errors of

omieeion, and commission and e;t't! teault‘ng from predictable ‘ﬁi
"

A

‘? = , N
(no,uenbeck 1!78, P. 83) amiwgﬁn ness, was to some degm G

s

behavior on the part of the s&%ig%ts or,’npvledge of‘intended resultsw~ ;ﬁ

Eradicated by high,pbgerverfigneement petcentages (Johnson and Bolstad

l

1973, p. 37) (see Tabtea ; and 7). ) | ‘ ‘“ . e
‘- : .-L “‘ .

The threats to- external ,validity fohnd with the ABA design once

' ¥
again are similar to. those of’ ‘the gd‘tiple—probe deaign. They include'

gopulation considerations,.independent.va:iablerdescription,‘ﬁgwthorne

2

effecta; novelty and diaruptive effecta,‘expetinent?r effects,

and poetteat aenaitization, interaction of history and treatment’
effects measurement of the dependent veriable, intetectionapf time of

neasurementjand tntervention cffectn, and referent generel y. A

aofy
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. " Table 6 T .
Intergbserver Agreement Scores for All Categories”"
by Scored’Interval and_Interval :bit Iqter{ral‘
P ' ‘ ,
i o . & Nt ' R
L 5 ? o . il
e <t B : \'.i 0 )
. ‘R, yor ‘of Agre

: ’ i ' ’ . ' . . ey o
Y Observers - - _Mean Agreeﬂ?pt'
. T ) . L . s, )

.
“Te o ¢
1 .
-
A\l
a.
L
L3
4
&

Aamd B - - ‘83} e ( 9% 33-100% 93-100% =~
- | ‘; . | _ -« | .
Aand C - . 88 o 97 ., 63-100 . 86-100
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! . UL Table 7
4?'-'] st TR A T, ) s
o e T Inte’rof:aervé*'r e Eém; Stoxes for the . ) .
v '{‘ . % F ﬂ 9? . ‘ A
[N .

Q"“

: . Social Interac a ch:ies BT . “

'A- . . . : ‘ﬁé . « 0 .

N
- SN = 'L*@.,-;f P o 2NN

A ‘ T _
Category ' ¢ ﬁean- Ag‘re’ax‘er’t . Range of “Agreement -

7 o ¥ X
: T - Y .
Ty : s A ] . - 4 . . '.
- + L 83 t B ™ »

m IS & . ,.Q; " | ' . ’ .
‘_Maintains 'Activfty R - 80% . 33 - 100% ) Cen

ol ."- &P . & - S N . .
d‘ompueé with m(y aContact 83 -, - 50 -100 %

Complies with Assisting . ) 7?’) - 33 - 100

Phygical Contact ., - ° 80 e 50 -+100 ‘
' Assisting S 75 - 100 .
Taking Tutns T T a3 - 100
Shéring = - S . : - o ~\ iy
.Leadi@/.Fo_llowing . . | v 75» 0 . 3 '50 - 100

Coordination g 91 * 50 - 100

Negative . V&?

N . Ry
N N &
A o
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further’discussion folld’ws on those factore thq%differ in consi’derati'on b
K &

from ‘the. previous discussion on external validity.*o They include pre-

¥

test and ;?ost%st sensitization, novelty and disruption effects, and

.:‘ ? * o s . . LS T r :

mﬁ}@$ement of the ‘ dent variable.

a8 unobtrusfve and nonreactive,- -and

'ﬂ'le measurhenta .brmyﬁ . ‘
A ) i ( . 'y iny i L.
us$ when the chi ) ;" ged in. freb play . For this reason SN

’ ‘h‘- y “ N -
* pretesb and posttest sens%tmnon along with xveltyﬁnd disruptive E
L 0
"’ka effects did not.QOse 8 threat to thg’ecologics! valiaity of the atudy.
3
: . A e 4y
F . T Measurenp,nt of the dépendent ‘ariablé mogt be measured valid<ly -
4 e m;
- - &; [ *
...and reliably if generalization of results is to’ dcch‘r (Krl'tochwill v e
3 ) el &
}§978\,3p 27 Sulzer-Azaroff and Mayer, 1977, p. 57) Through the Lo et

posssssion.pf content and face validity*;he de;%endejQriable is s
b

deemed an’ appropriate meagﬁrg of the . social f’nterac

Sw Loy

“ea " the sxgpjects. " N _-.'.' , . :
a , v .
,.& % Content v,alidity is considered evident in that the categorigs B . . '

were’ derived from obsewations in a prelimimary field experimentaf% |

»-
situation (Bijou, Peterson, Harris, Allen, and Johnson, 1969; ,Bijou, g

ehavipr of B

.‘Peterson and Ault, 1968) The instrmner)t was developed to identify
\ .

the interactive behaviors found in free play ‘and is considered to

validly represent the social interactive behaviors found in free '.;
,play.- Face_ vali,dity was judged evident in that ‘the categories were A '
behaviorally defined in a similar settfng to that of the observational
study.‘ - ‘ -4 T | ) : ' | -' = *

To~ ensure that the observera were gathering reliable data, twd v
v, factors must be considered accuracy and stability (Hollenbeck 1978,

g
Hartmann, 1977).- Hollenbeck (1978) pgiutedly atates -that observer

’

_agreement does not by itself a‘ess observar accuracy unless,it is

®
.



c.‘A»‘ ”» .

‘ ‘ The competency of the o@erve?é was adequate.in that the agneement

"agreement assess stability unlets it is measured”over repeate}i trials. o™

"

Observ‘e_r accuracy was tested as "previously mentioned through the view- -

s . - — L

"' ing of a' criterion videotape. To ensure observer stability, agreement

A

“'scores were calculated continuously during ‘the collectionﬂof the data.

L
ST w

*a+  Srored intervaf' agreement which is fo’rmulat@d by ignoring those i?ber-
* vals wherxe neith‘er obse:;ver °scored a'behavior gives an indicalibw

the adequacy of the respé:\ﬂe &f'tions, the competency oﬁvih'eg,
observers and t bel-ievability of the experimental ’ﬂect QHawkins

.o' .
o ‘and Dotson. 1975). The resdponse. defini?tions appgar “to be reasonably
- - A

] ,adequate with the exception of complies with assistin§) and leading/i

.followin&' both with 75% agreement (see Table . - e * I

' 9’ LT
o

[4

scores far exceeded the 50% guideline for s-1 “and 85% guideline for

I-I agreement suggested by Hawkins and Dobes’ (V). 1-1 #greement ¢

refers to calculating the percentage .of agreement"by using every

. ‘:glterval whether the desired behavior was observed or not (Hawkins

o, 2 . B \ . S <
)w‘. _ apd\/son, 1975). : ‘k‘ ‘ ' N . . .

’ — » A

o THe high S-I agreement increases the believabilify of the effect

L&,

LY

due to the ihterwention. Overestimations of'behavior or underestima- K
TNy . . "

tions cannot lose their magnitude in s-1 agreement scoq.a ca

":-- ..

where experimentor bias may be observed (Hawkins and Dotson, 1975) > ., . ', N2,

&8

Instrumentation.

.

The social interaction categories were behaviorally defined from

videotaped samples of free play in the Prep i'eogram (Bijou,, Peterson,

Harris, Allen, and. Johnson, 1969) to behaviorally describe that which

. ' : d:.,. W,
¢ -



cstegore}s yit“heiparespective subcategories and one ne

o v

. I

occurs socially between mentally retarded youngsters and to identify
behaviors that may be of instructional significance (Wasson, and

Uatkinson, 197,?) These cate‘gories were .subsequently modified t(j;_‘ ‘~~‘L

reflect more molar levels of social interactions and reflecg increasing-

Cly sophisticated.levels of social interaction, with the exception of

.‘.“

the negative 'catego“ry which stands ‘alone, The categories"of ‘the instru-

’mentlsre mutually exclusive and exhaustive (Sackett 1978).

»
The meagurement instrument utilized to assess the gmount of free
play time spent in .social ixﬂeraction consisted of four social
‘ “ I .

2’ PR

‘gory (Figure 5, see AEQndi‘x A for definitions) "I‘li
[ I
categories reflected social ntera.ction extending from iving a

compliant response to snother child's initiation, to working toge-ther
- ,,“

as a unit to accomplish‘'a play activity that could not be achieved

as individuals. 'I‘he increasing sophistication of each level is

'refltcted in the degree of 4nit¥ation and compromise to one's own

4o eatt
-+ L,

‘ wishes’ reqqired to brtng "about a)s;ucces_sful interacti_on ' The lowest

. level of ,so&al interacti‘ony'was comPrised of the interruption of one€'s

y -

own solitary play activity\to accept'the social initiation of aner ’

‘child\(i e.: complying with association). In the*‘?’x’ﬁ;lel of social

L]

. l;ehayior the child is not only the recipient of a social response, . .

TS A F S

but he goes out and initiates an interactive exchange with ano,the'

child (i.e., associqtion) ‘.[n advance of this is tw social inte
¥y

. action in which two children reciprocally interact in an activity that

¢ »

‘requires mutual participqt,ion (i.e., cooperation) The-highest form ',

-

of social interactitm as defined is manifes'f in the division of roles .

.

in which the efforts of one child supplement the other to achieve that

p'.

75
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76

o

which coul“:ot be achieved alope (i. e., coordination). Althoughﬂ'h
N . "

social interaction categories reflect an increasi el of stphiryti-'
cation they are not necessarily sequential. It cannot be @aiﬁ '5th a .
progression through the lower levels of %nl interaction is re%ired.',
befpre the child can be expec‘ted to work cooperatively. oy o

) ' v
‘The social ipteﬁctd.von instrument meets tl\& conbistency 3demands

R ! .
b

?

b/

&a reliable test‘ “The - split halﬁ reliaabili‘ty calculhed with the-.
» B b.\ ._;;‘- N - -
Speaman-Brown¢ correction fcmnula (Johnsoﬁ and Bolstad 1973) wss¢

o .

-

.
~

. Procedﬁfdr Date Collection & a
M ildren were observed dit‘ctly from behind an enclosure each .

day inbfree play. A .1 cg'ld interval method of recording was used
ot

' the'teaching graphs the viﬁxal representations were ass.essed accordi;]g

to trend, ‘level, and variability of performance between_ and within: v'

PN

(Bijou, Peterson, and Ault, 1968). T8 the sound’ of a:r‘ecorded tone

the children 8 behaviors ‘were bserved .and recorded onto prepared
sheets (see Appendix B) " Each child was seen once every 80 seconds

P
* - "®,

during the baseline‘onditions and on:e every 40 seconds during t':?n . 1"".'

’Training period, The ‘obsexvers observed four children each day during

the training’period and all eight during the basel;ine_sessions in a

f

predetermined random, order. ; The socfal behavior that occurred for the

t
) 4

maJority of the 10 second pgkio} was recorded with the exceptic‘ of

the negative category (see Appendix A for the coding rules) .
- I\_, [} ) / . * : - R

a4 . L )

; : < , .
. e . . : § Y .‘ ) R ) ‘ . . -
Treatment of the Da oo L il : , -,

The free play data 'reflecting the amouﬁt of time spent in social

9interacsion during free p1~ay was transformed into percentages of time :

: spent, presented graphically and subjected to visual analysis. As with

.
SN [ .

. . . -

. . . " - N L4 .A

oy
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‘ph'ég_es{ .(Glass, Willson, and Cottman, "1975; 'Krac’ochwill, 197‘8'; Jones,

Vaugh§,' ;nd Wel _étt,‘ 1977). 'I’o,',guppl»ement the visual analysis of

4 g Sv

tren*é_l,’ li;gea

t;gndw_l:lmesxw.exje fitted to the data by the method of .

SR »}/‘ _
g .(éars,on‘son anii Bae rf 1@?78) .

least squa

o o N -
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CHAPTER 1V
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Patterns of "Social Part—icipation

- ." K ‘ ' . 1)
h 'v . [ E.'r
The purmg of the study was t6 investigate the effects of an

3§ "

individualized instruction program on the gocial interaction patterns ‘

a1

of moderately mentally reta;;ded children. The free play sq,cial ' » . h.-\'f'g’ :
patterns displayed priorfa) the"’initiation of u-the study” are’'given in n;“
Table 8. - '
X

with a p€
parallel nature. "I‘he di‘scussion to 'follow pertains to the social play
’ime of the chi-ldl’en.- Within this 227 of peer interaction time the ‘

N a

a0
predominant aocial behavior was 'compliance with association . e

2
subcategop" df complies with assisting contributed 1itt1e to this 11%

/ .
, figure. Similarly, assisting contributed minimally to the 3% of free N

s
play time apent tn aaMative play. ‘Cooperation' was exbhibited
* ¢w -

second most freque’ntly. _'};bﬂeatﬁ 6% was composed of taking twrns@nd

?;‘;"“leading/following, with little contr{but.ion being made from the :sub-

¢
category of sharing. 'Coordination was rarely seen; gnly 1% of all »

the free play time for all subjects was involVed with orga_nizing play

so as to produce a new product or situation. Nonreciprocal inter-

-action between the children encowpaSsed 147 of the free play social’

time, with interaction of a reciprocal nature encompassing approximacely

& Q‘Z of the time., IR ) .

X '
There ‘was ‘!reat va,riability between the subjects in the amount of

- .

time apent in aociﬂ‘interachn duri,ng the prebaselﬂie condition

\‘ A 4 \ B
. ) RS > . Y ,\‘_‘ 3 Lo
."s\. . . ‘\ .‘ b . S '4 o N -
.. ARt 21 ek VPR :
. . - ‘,v = o L RN Y
T g - M 8 ' ’ ¢ ‘
i T - [ s 7 I ] .



" Table 8
. _.:'_ . :v\ -

IS .

o Percentage of Free Play Time ’ %
Spent in Social Interaction
‘During Prebaseline

L4
A

. » “. N ‘ ’ N - )
Categor}" Subcategory Percentage
A ) ) ' .
} QR o
COMPLIANCE WITH ASSOCIATION & . 11.25
Maintains Acts.vi% : 4,25
.. Complies with Physical Contact 6.78
Complies with Assisting ’ ’ .22
‘ L ‘
ASSOCIATION ' . ) 3.00 . /
Phygical Contact o 2.56
. A ‘ , '
-- - Asgi¥ting - - b4
. { _ . .
COOPERATION h o 6,60~ . -
' Takiug‘Turné R 2.69
Shaying - A ” ;v .28
u ! /\,‘. . . v v
c Leading/Following : : 3.63
» _ . , : A .
COORDINATION o - | 1. 00
TOTAL SOCIAL PARTICIPATION ¢ 21,85 >’
. \ — . )

Ny
IR
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(Table 9). While less than 1% of tha~available free play time was spent

in social activities for subject three, as much as 37% of free play time

was engaged in interactive behavior for subjects four and five. The
results do no suggest that social participation is related to age,

with younger children spending more play tine' alone. The two mmgest .

L
. . i

subjects, two and four respectively, spent 21 ‘“d. 37% of their time

playing with arhother,vwhich is. comparable to ‘the 26 and 20% displayed

by the two oldest:" subjects, one and eight. °

The second youngest child, subject four, demgnstrated the,largest

an}ount of recﬁqcal play, e., cooperation and coordination) while

« 4 . o
the oldest ¢ jegt e was reciprocally interactive only
S Pikhe . ‘ . :
3% of the time. 8 { complexity of social behavior dispﬁ.ayed also does o
- . i .

not appear to be related to age for these subjects.

’

Par’ticipant Progress i ' : .

To answer the question of whether the proposed instructiq;al
. v L“'.-‘Q,f; 0‘&
model used in the Prep Program to teach «gross motér skills could

A

success'fully be - applied to the teaching of social behwiort, each

o+ .9 &
‘ -
chi]d 8 progress was plotted according 3 his highgst performance -2
IEVel during instruction each day. on the thr& prescribed tasks \

- va g‘ C :
%Fi&es 9 to 16).. { - -t S - o,
~e el -~ - . : S
r_ . \ . 3“' T | 4‘_. . . ! PR A )

. . ’ - B o . -t
Varia‘f:i ity . . _ :

. Vari\ability in perfonnanqe within subjects was d

\

. during the ?cquisition of tha prescribed social beh iors. Subj ects

ﬁ
one, two, fo\ur and seven displayed fairly stable positive progress.
\
Subject seven \(Figure 15) did have a drop in performancehf the first
. V.
' I

. : -
\\ ~ .

\
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Table 9 <% 3
Percentage of Free itay:'ridie Spent in Sodal.I.ntéraction ’ 2
v s . R
Diring Prebaseliné in Relation to Age %f Subjects
. ¥ L
o - v e
3 . . [ 4 -
- e , .‘f’
Subject \ Total Social Cooperation and .-
Yot o pation® Coordination A
B R Goorgh :
\:. (. . . “ .‘:’
» 7 yrs, I¢f md
"2 ' 6 'yrs. 0 mo'fiths
i 7 yrs. 8 menths
. . : 7 ; ¢
A 6 yrs. .4 motiths - _“»Xt
. ) . . :\“,)» -
5 7 yrs. .1 laath

6, . 6 yrs. 6 months = 6 3

:‘: -
. Q . ) S . .

7 . 7..yrs.>@eﬁths 28, 2 '

8 9 yra,' 6 months / 20 S
v N . R .

a".S‘\qc:i.al intgraction includes ‘Gh'e categoriés of: -Compliance with’ .
. Associationj_Agpogiation, Cooperation, and Coordinaticn.

1 . . . e

w*‘ ’ A> : . . ‘. ‘ N . ‘iﬁ‘
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task.(ﬁulling a child in a wagon) when instrugtion was not received

3

for several days.. Subject two (Figure 10){shgwed a dramatic decrease

in performance 6n all 3 social tasks on the last day of instruction.

- Tt is interesting to note that a lengthy abaence did not extinguiah

subject four's (Figure 12) previoust acquired level‘of performance.
3

The learning ﬁurves for subject three (Figure 11) were stable
with the exception of the second task. riding on the back of a tricycle.
Similar fluctuations were seen in the performance qf subject eight
(Figure 16). Jumps between verba] prompting and complete manipulation

“occurred on two of the tasks receiving inetructida\(pasalﬂg.the puck

. )

to a partwer and’leadiﬁg/following on the tiricycles). The variability
of performance displayed for subject eix_(Figure 14) on the first task
of riding on the back of a tricycle was someﬁhat ameliorated wgen
instruction on the second task was initiatee, which continued with

the initiation of instruction on the third ‘task. The second task of

sharing the scooter was variable as even the assegsment probes prior

to instruction were 1nc9nsistent, ranging from perfqryances with
behavior mand to compiete manipulation. ;Etej M

Subject five (Figure 13) showed stable progress onrail f:ur soeiaL«
tasks. -The first two tasks of sharing the tube and ridin§ on the'ﬁeck of

a tricycle fluctuated somewhat between initiation and the no pqupt level
- o

of instruction. The rqnaining'two tasks showed steady.positive progress.
; £

Level *

For almost all of the social tasks for all the chif%ren tﬂere was

a measurable-change in the level of performance from ;ﬁe fi;st praobe

to the last days of instruction. A pesitive~chan§emin pe’formgace was

j -

¥
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not seen however unﬁ%l specific instruction began on the social tasks
for all but two of the 24 tasks receiving inatruction. 'Subject one
(Figure 9) for the social task of jumpiag on the trampoline holding

hands, did show a pe;formance increase b;tween fh;Afi;st and ;éc;ﬂﬂ
probe ‘during which time no qucificlina;ruction‘on the task was .
received. Similarly subject eight (Figure’16) for the social task of
leadfng/following on the tricycles, displayed a performance increase
between the first and secohd'probe. A change in performance 'for most
udcial tagsks however did not begin until specific instruction startéd.
Subject one's (Figure 9) performance of task one moved fro; an
initial assessment at the behavior cue level, through the verbal
prompting stage to.a atpble éerformancﬁlat the no prompt category of
environmental goal. Similarly for the second task of giving a person
a ride on the back of a trike, progress was made from the probed assess-
ments of behavior mand to the final stage of initiation in free play.
On the third'task a change in level was evident between the lstvand
2nd pfobe with no di;ect'instruction which was further increased to
~the no prompt level with instructi&n. .
Subject seven's‘(Fiéure 15) changes in level were of a similar
. pattern, Pulling a child in a wagon progressed from performance at
the behaviqr mand level into the no prompt category, wifh sporadie
jumps ué to the contingent attention and initiation levels. Pushing

another child® on the swing advanced from requiring the visual assistance

of the teacher to prompting of a verbal nature. The third task of

' -
rolling a ball between partners changed levels from the first two

assessment probes of complefe manipulation to the behavior mand level

without direct instruction and remained there for the duration of the



program,

Many of the children made extreme changds in their level of
performance, Subject five (Figure.13) advanced from complete manipu-
lhgion for éhariﬁg tgé tubé anémmaniphlative prompting on riding on
the back of a tricycle to the level of independent initiation. A
similar change was seen from the third probe on riding the tricycle
 with a partner, although the early probes wére at a higher level of
performance. Subject four (Figure 12) displayed progress from the
physical prompt level to initiation on two of the three tasks, riding‘
on the back of the tricycle and gharing the scooter. Only two instruc-
tional days were available for the third task due to illness.

Subject eight's (Figure 16) third task progressed from manipu-
lative prompt to initiation in only 5 instructional days. Subject six
(figure 14) also demonstrated this range of increase (from complete
manipulation to initiation) for riding on thqikgck of a tricycle, but
over tﬁe céurse of the full instructional program.

No change in performance level was displayed by subject six
(Figure 14) and two .(Figure 10) from the initial pgobes to their final

. o
performance on one and two of their respective tasks. Subject six was

initially assessed at the behavior mgpd level, for sharing the sgooter. ,

The second probe was at the complete manipulation level with further
instruction bringing performance back up to initial probe level of
behavior mand. Subject two displayed incre;ses for jumping down
holding hands and sharing the scooter above that of the initial probes.
Performance on the final day of instruction dropped however back to

the level of performance prior to instruction., This drop was also

seen in the first task but not to the same degree.

-
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Trend

Virtually all of the tasks for all the children had an upward
treﬁd in performance. Subject four (Figure 12) illustrated an abrupt
upward trend over very few days of instruction. Changes from physical
prompts to initiation in blay were seen in 4 days for two of the 3
t&sks. Similar findings were evident with subject five (Figure 13) on
the third task of riding a tricycle with a partner. It 1s noted -that
because subject five achieved competent performance on all of the
prescribed tasks in a short pe£iod of time, a forth behavior was
chosen and taught. Subject eigﬁt's (Figure 16) performance, although
of an upward trend was very vagiable. The first task of passing the
puck was consistent at the behavior mand level, With the 1nitf§tion
of the second task, which was also consistent in‘performance, the first
behavior became inconsistent., The third task displayed an abrupt
upward trend which was accompanied by a less variable ineregqf in
performance on the other two tasks.

Subject two (Figure 10) had an initigl(abrupt upward trend in
both the first and second tasks (sliding down the slide and jumping
down holding Aands). This upward frend was temporary however,

Once the performance moved out ;f the physical and visual leﬁeis of
performance it remained fairly consistentdy at the level of verbal
prompt (also see task one, subject three). This temporary upward

trend was also seen in the learning curves of subjecf one (Figure 9).‘
Initial increases in task one of passing the puck leveled off such

that performance did not progress past the no prompt stage of environ-
mental manipulation and peer demonstrations. Task‘two of riding a*

tricycle with a partner also showed a similar pattern, although an

&
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V
increase in performance during the final d "isgwe? that the upward . .
- “7’/' ‘w""‘m
trend was delayed oy SRS
\‘r\y o

on the back of a tricycle reled ofﬁ>“;ughe verbal prdiPt level with
X:.:, T *
the initiation of inst%uctio@gbn the second task. An upward trend was

again seen however when instruction on the third task commenced.

Social Behavior in Free Play

.

A second purpose of éhe study was to investigate whether the
children would demonstrate an increased sophistication in their socialib
play during free play due to receiving instruction in gpecific social
tasks. To examine this question the free play social behavior of the
children prior to and after the instruct}onal phése were calculated
and expressed as the percentage of social time spent in each of the
four categories (Figures 17 to 20). ‘ »
Subject one received instruction on one task that fell undér the
category of 'compliance with association' and two tasks under the
category of 'coordination' (passing the puck, pedaling the tricycle
with a person standing in the back and jumping on the trampoline holding
hands). In ﬁigure 17 the ?ree play social time demonstrates am increase
in the amounf of compliance with association displayed. An incregse

was also exhibited in coordinated play. Congomitant with the increase

~ 1In coordination was an increase in association and a decrease of

cooperative interaction. ’ '°_hv ’ s
L] ‘,\

. Subject two received instruction in two compkiance with association

tasks (sliding down the slide together and jumping down holding hands)
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and one cooperative task (sharing the scoote®™. An increase of approxi-

mately 15% occurred in the amount of compliance with association
displayed as indicated in Figure 17; Cooperative and coordinative
play remained virtually the same while association decreased approxi-
mately 10%.

Subject»three received instruction in a compliahce with associa-
tion task (jumping down holding hands) an associative task (pushiné N
another child on a swing) and a céordination task (riding on ghe back
of a tricycle). Figu?e 18 iliustrates that all of the social beh;vior
prior t9 instruction was of a compliance with association nature,
and that after intervention there was no social behavior observed at
all. The prebaseline figure of 100% represents the occurrence of oply
one social interactién over four observational days. "

Although subject four (Figure 18) received instruction in two
cooperative and one cooréinative task (sharing the tube and scooter,
and riding on the back of a t;icycle) there was'a drop in the amount
of cooperative play. A small increase éccurred in coofdina;ion. A
large increase in associative play was observed as well as a small

increase in compliance with association.

Similarly with subject five (Figure 19) instruction in two cooper-

ative tasks and one coordinative task resulted in a decrease in cooper-
ative play. A substantial increase occurred-in coordinative social
interaction however. An increase was also found in the associative
category of social play.. The two cooperation tasks were sharing the

tube and tricycle and the coordination tasks were pedallipg a tricycle

with a partner and riding on the back of a tricycle.
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.Subje;t six (Figure019) displayed a large‘gain of 30% 1in cooper-
ative interaction with a subsequent decrease in both compliance with
association and associative play. Coordination rééained constant,
Instruction was received on a cooperative task (sharing the scooter)

\

as well as compliance with association (sliding down the slide
together) and coordination (riding on the back of a tricycle).
Although the coordination task ;eached the initiation level during.
instruction (Figure 14) it was not reflected in the free play sessions.

Thé inépruction of two coordination tasﬁs for subject seven '
(rolling a ball between partneféhénd'pufling a ch;ld in a“wégon) was
reflected in a large increase of approximately 30% for coordinative
interaction, over the pre'iﬁstructional base%ine condition (Figure 20).
Although instruction was given in pushiné another child on the swing,
association decreased with an increase in cooperagive play occurring.
' A similar finding is illustrated in Figure 20 for the eighth
subject. A de;rease in compliance with association‘and association
occurs as cooperation increased approximately 10% and coordination
increased approximately 25%.

This patte;n is consistent with the tasks prescribed fof ihstruc-
tion. The cooberative tasks of leading/following on the tricycles

and sharing the tube, and the coordinative task of passing a puck to

a partner, received instruction.

Generalization to Free Play

A final agpect of the study was to determine whether the time
spent in instruction would cause an increase in the amount of social

behavior displayed in" free playg Figures 21 through 24 represent the
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means to assess this quegtion. ' The free play social participation for

all categories was collapsed into one social play percentage and
plotted across the days of instruction, “Negative behavior was also
reptesented, although it seldomly occurred and was of low intensity.
For this reason it will not be mentioned furtber.
Variability

Great variability Qas evidenced in the free play data both within
and between the various phases of the study.

. Great variability in the. amount of time spent in social inter-

sction during the prebaseline cqndition was evidenced in all subjects.h
except three and six (Figutes 22 and‘23), who spent less than 10% of
their free play time interacting with peers. A discrepancy of as much r
as,35% of social participation time was seen across two days (see
subject seven, Figure 21). This variability was carried across to the
instructional phase of the program. A leveling off of soc;al partici-
pation was shown by subject one (Figure 21) shortly after instruction
began on the second social task Sub ject three (Figure 22) maintained
a consistently low and stable rate of interaction as did- subject six
(Figure 23).

Subject eight's (Figure 24) social time was variable until’instruc-

tion began on the third task at. which time performance stabilized at a

low level. Sueject two's performmance (Figure 21) was irradic through-
out the study.
Post baseline data was somewhat less variable than that occurting

over the other program phases. Leaps from high to low were not as

prominent nor dramatic, with the exception of subject one (Figﬁre 21).
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Level

No consistent change in level was evident in any of the free
play data. Overlap between baseline and treatment conditions did not
permmit a statement about a change in level of performance to be

legitimately made.

Trend

The inconsistency in trends was as prominent as the variability
of the social behavior, éubjecta‘one (Figure 21) and three and four
(Figure 22) displayed positive upward trends at the initiation of the
instruétion but it proved to be temporary as tﬁe behaviors returned
to the baseline level.. A delayed upward trend was evidenced for
subject six (Figugg‘23) but it too proved to be temporary.

An upward trend during the first phase of instruction of subject

five (Figure 23) was lost after an absence of instruction, with the

» 1}

remaining instruction time spent returning social participation to
the bgseline‘and initial instructional level,

- Subjects two, six, seven and eight (Figures 21, 23, and 24) dis-
played no recognizable trends in their free play social interaction
dﬁriﬁg the inst;dctional portion of the study. The trend lines suggest
that subjects seven and eight may have had a decrease in their social
play performance across-instructioﬂ.

Subject one and four (F;gures 2] and 22) displayed an upward
trend in social play during the post baseline condgtidn during thch
time instruction in social tasks was terminated and the.children

participated in free play.

L3
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A change in direction of trend lines was evidenced in the
performance of. subjects oné. two, “four, and five in favour of the
treatment period. Downward sloping trends during the‘prebaseline
period were changed to upward tr;nds during the instructional phase,
‘The overlap of scores between the baseline and treatment phases did = -
not perﬁit conclusive statements to be made about changes in\;ocial

behavior in free play as a result of the instructional brogram.

/
'



CHAPTER V
DISCUSSION

Patterns of Social Pafticipation

e 69

The results of the prebaseline assessment of free play (Table 8)

show that the percentage of free play time spent in social interaction

N o ¢

was in acgordance with previously reported findings for mentally
rétarded chikdren (Table 3), The combined percentage of 7.70% for
cooperation aﬁd coordination closely regeqbles the 8,;9, and 7% of
social participation in free play reported by Capobianco and Cole
(1969), Mayheh,'Enyart,'and‘Anderson (1978) and Wasson and Watkinson
(1979) respectively. For purposes of comparing this study with |
others, social paézlcipation wés defined as inciuding those behaviors

which were reciprocal in nature and referred to by Parten (1932) as

X

-

associative and cooperative. " R
The stgd; revealed that young moderately mentaily rétarded
children ééend a lesser amount of free,plgy time in social interaction
than do their’non retarqed peers. The chiidren were socially inter-
active approximately 8% qf the time in éqﬁparison to non retarded
youngstérs wﬁp interacted approximatély 40% of the time (Table 1).
A further look at the Eomponent»parts of the-free play fime that

was spent in social interaction (Table 8) suggests that once.a |

child functions comfortably in a compliance role where tolerance of

. ' TN
is sgpent in the next category of association. It may be that for the

or acceptance of another child's social initiative pccﬁrs little time

isolate child, being on'the receiving end of a social interaction is

108 a o . .
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quite.satisfying, but once the child initjates his own social inter-
action the non réciprocal nature ‘of association is hot reinforcing

enough to sustain the behavior. for long. The child may at this point

revert to being dependent upon others to initiate the social inter-

action, or move on to the reciprocal ‘behavior of coopetation or

"

coordination.

It may be more pleasant to be compliant with aasociative advances
than to be in isolation, but a prolonged atay at this level may not
“be desirable. A child. who does not reciprocally reinforce and sustaln
interaction will soon be abandoned in favour of more socially advanced
peers. If left alone at this point the child maintaining the receivf

ing role of an interaction may be faced with the logs of any previous

- 7
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social contact if he himself does not initiate social interaction with . .

his peers

Once associative behavior occurs, it does not appear to be
sustained for long. It may not be as reinforcing and attractive as
an ongoing interaction, and is perhaps abandoned for\the more conplex
social ‘behaviors of sharing, taking turns, leading/following and .
coordinative activities, Gable, Hendrickson, ‘and - Strain (1978) suggest
that these behaviorsvfunction to set the occasion for a more prolonged
and reinforcing social.contact. |

In terms of social oehaviors that are reciprocal in nature much P
less time is spent in. coordination than cooperation. jﬂds'is consis-
tentu:ith the social play patterns of non retarded children (Table 3).
Behavior of a coordinative quality requires that ‘the child suppress

_ his own play desires for the benefit of the group. In cooperative

play on the othet hand all the children possess equgl rolea. The
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transition from the more agocentric play of cooperation to the less

egocentric aim of coordipartion appears to be & latrge tranaition for

u-'
N

~~all children to make.

It has been suggaated that the development of social particiéation
s Jepenaent upon “age (Parten, 1932; Barnes,” 19715 RuBIn, Watson, and
Jambor, 1978) Kindergarten children have been shown to :pend more
time 1nteracting with peers during play than. hava preachoo; children *
(Table 2). The results of this study suggeat that this may not be

the case fdr moderately mantwlly retarded children. 1A wide range wag

;
seen in the amount of time spent in social intenaction across subjeota.
In- terms of cooperative and coordinative play, the two oldest subjects

were reciprocally {nteractive 3 and '14% of the time with the two

*. 110

youngest sdbjects being interactive a similar 4 and 21% of the time N

(Table=9). The results ténd to suggest that waiting for the natural
: ~. ‘ T .

progression of social participation to unfold &g the child leawves the

preschool years may be unwarranted. Systemaaic intervention may be

indicated for some children if they are to receive the benefits
: Y . .

associated with social interxaction. )

o
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what to Teach

T .
~Appropriat§nes§ of the Tsaké ‘
: Thé/;rogressxdisplayed by the children on the prescribed soclal »
t;sks (Figures 9 to 16) would auggest that the behgviors chosen for
iystrugtion were apfrop;iate. 'All of the sqgtal tasks but one wer%m

performed with ‘a greater degree‘of independence at the temmination of
. » . i e

zgﬁhe‘instruction’phase offthe,study-than at .1ty imdtiation, An increase

in performance was not observed fof the soclal task of rollihg a ball



‘. ,‘. ~.
back and forth with a partner after five days of'inatruct;on a‘ubjégc

»

7, Figure 15).

. g .
The tasks all appeared to be age appropriate and ths children

] L]

received instruction well. The t@aks were not too infantile so ps‘:a‘k_

be easily attained nor .were they so complex thas no progress was mqae
towaid independent perfo"ti:mance. : T |

' The motor skill level demanded by the soclal tasks did mot pose
significant problems. Most of the children wére profic%{nt at thg.
motor gkilla required for the social tasks.- Passing the puck between

#

partners did prove to be somewhat regtrictive however, due’ig the high ~

degree of stick contiol necessary. As few of the children”hfd.;; aim-

ing pferequieite, the choices of a cooperating peer for instruétioﬂ 

were limited. ' - L )
& ‘

"In temms of the physical environment few ptoblemé were encountered
1P%e§§cﬁting instruction. Once a schedule for the t¥icycles was
determined so that the availability oﬁ.favorite tricycles did not'
interfere with inatruction on the other tasks, ingtruction proceeded

"with ease. Equipment availability was not a problem.

Effectiveness of the Tasks
The social tasks taught reflected varying degrees of success” in

nodifying the social behavior of ﬁhe-children in free play.
- L. "Q\ - , "
Social tasks that were coﬁaidgred to be of a compliance with

association nature were instructed on five occasions. This instruction

resﬁlted,in an increase in compliance with association during free

play for two of the th}ee subjects (subject three was excluded as her

-

performancé ﬁé~:2zvsoézil behavior was s@ low). An associative task

p
.
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was taught on only one occasion to subject three and did nat reflect a

.z’ . A
¢ . .

change 1in perfofmance.

’ Cooperation, which consisted of mainly sharing the taking

" turns was taught séven times. Of the five subjects receiving
.instructidn in these tasks, an increase in social time spent in this
category was seen in édly two cases, with decreases occurring in the
‘remaining three children. '

Coordination, on the other hand was almoét 100% succéssful in
;ioducing a positive increase in the social time spent in tha;‘category
during free play. Coordinative tasks were taught nine tmes and pro-
duced an increase in coordinative behavior in five of the children and
no change in the sixéh. ”

Gable et al. (1978) suggest that_the behavfbré selected for instruc-
tion'ha&é a'hfgh probabiligy of being followed by positive peer
behaviors. It’would'appear that cooperative tasks are not readily
transferred to the social play behavior of %ree play, while céofdina-
tive tasks are. further research is needed into explaining th
cooperative tdsks,.although re;iprocal in nature do not readily
gransfer to free p}ay. There may be a gradient scale of positive

peer behavior, The quaiity and/or quantiéy of positive peer behavior

T
received as a consequence of a social interaction may determine its

frequency of occurrence in free play.

> o~

This finding suggests that further research is needed to investi-

-

gate the peed or appropriateness of teaching social,tgsks at all levels

of the social interaction.. Rather than slowly moving the child through

the four social categories it may be more ‘efficient to teach social

‘tasks at only the coordinative level. If it 1is only coordinative
]
-
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« tasks that show a transference to non treatment settings, perhaps

this is where teaching emphasis should be focused.
How_to Teach
. t
Both the instructional model and the proposed teacher behaviors

appeared to be efficient and functional approaches to the teaching of
social behavior to young moderately mentally retarded childree.
Although these two eomponents of the instructional strategy are
closely related (Figure 7) they will be discussed individeally a%s

thqy deserve separate consideration.

Instructional Model
The instructional model (Figure 4). required that one teachef
Qork with two children. - One child was ;he focus of instruction whi}e
the other child acted as the cooperating peer, permitting the social
ieeeraction to occur between children. Williams, Hamre—&ietﬁpski,
Pumpian, McDaniel- Marx, and Wheeler (1978) suggested that this instruc-
tional strategy has a potential advantage %or the gereralized appli-
cacion of acquired behavior., The use of g'cogperating peer may a}d
in shifting the control of behavior from edults during instructionkto
peers dqying fpee play. This approach is also effieiengdin terms of
teacﬁer time and effort: only one teacher is reqeifed to maintain the
inetructional set. The use of one eeacher with mo;e'tbanetwo children

is an interesting strategy and may prove profitable with more -research.

"It is suspected however, that for social behavior to be maintained in

s % N

a group setting some elementary'social skills must be well estaBlished



114

b
G o
~

The use of a cooperatiﬁg peer for instructional purposes requirgs
that thé teacher be sengitive to opportune ‘teaching times during whiéh
both children can be brotght together to one piéce of equipment. The
children must be‘brohgh£ together without feeling that they are being
pulled away from théir own play but rather that they are embarking
upon something of interest,

To i;vestigate.the appropriateness of the instrﬁctiqnal model in
the instru;tion of socigl béhaviors, the children's performance was
examined accofding to the ghange in 1evei of performance at fhe initi-
ation and completion of.instruction.

An increase in iﬁdependent performance on the preségibéd sociai.
tasks occurred in 23 of phe.24 behaviors tahght (Figures 9 to 16).

Of the 17 tasksnbegin;ing instruction at the physical prompt level of
teacher assistance 100% advanced to fhe verbal prompt level and more
than hqlf advanced to the 'no prompt level, Of the 24 tasks!feceiving
instruction, 38% prégressed'to the point of repeated indepen&ent
iﬁitiatioh. The significanée of the behavior increase sﬁggests that
the instructional model was fnstrumental in the chiidren's acquisi-
tion of the soﬁiél behaviérs and may ée a.reasonably effectivé mééns
by which to teachlspecific social_tasks to moderatély mentally retarded
youngsters.

Tﬁé ﬁultiﬁle probe design illustrates further the effica;y of‘fhe_
instructional model. An increase in‘the children's performance did
not occur until the initiation-og ihsﬁrﬁction for 21 of the 24 sociql_
taéké. For thg“majority of the children changeé were seen with the'
start of instrﬁction but for some of the éhildren‘a change in the levei

[

of performance was delayed such that it_took several sessions before



. )
the experimental effects began to appear. Subject seven (Figure 15)

for example,f;equired 7 days of instruction before an increase in
performance eas observed on the task of pulling a child in‘a wagon,
’Subject three (Figure 11) conversely demonstrated abrupt changes in
the level of performanze with no delay, at the onset of instruction.
Parsonson and Baer (1978) suggest that a delay in performance chenge
may simply reflect a latency in the emergepce ef a treatment effect,
although the need for better pfqgramm;ng in_the initial phases should
not be overlooked. *

The change in level of performence occurred over'ﬁ maximum of 17

instructional daye, with many of . the changes occurring over-12 and 5

days. As stated by Brody and Sténeman (1977) it is impoftant that

. new behavior can be acquired quickly asjbehaviorsemdst.maturé and fade

with the growth of the child. The instfuctional m;del may thus be

. wt B .
considered an.efficient means by which to. teach specific social

) w’
behaviors.

- The Response Prompting Continuum ‘ | s
. o 'y

To investigete the appropriateness of the teaching behaviors the
children's performances were exemined accqrding to trend;  An examina-

tlon was made of the prompts utiliz1ng by the teachers as an upward

Q
-

ttend in the children s performance wag effected (Figures 9 to 16). .
\'All of the subjects with the exception of subject eight moved up&ard

through the.instructional prompts toward iﬁdependeng performance. Tfe
large variability ef performance for subjecf eight.(Figure 16) made it

L]

difficult to interpret his performance;

Upon closer scrutin& of the'individual progress curves it became

/
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;
obvious that the visual prompt level of instruction was not being
systematically applied to all of the tasks. In fact, 36% of the
social tasks progressed without the systematic application of visual
prompts. Although the importance of progressing through each of the ”
instructional prompt levels cannot be aacertained at this point,
visual prompting is assumed to be a valuable component of skill
instructiOn for mentally ;etarded children (O'Connor, 1972; Paloutzian;
1971; Peck, Apolloni, Cooke and Raver, 19Zé). The incomplete use of
visual prompta during instruction may have its base in the attention
“demands it placed on the children. During the time when the teacher
demonstrated the behavior with another child, she may not only have
lost the child's attention but she may have also lost the child. An
alternative would be for the teacher,to refer to two otherlchildren
who were performing the desired behavio=n. However, the opportunity
for this form of demonst{atlon in free.play is not always available.
It may be necessary in these cases for the teacher to rely more
heavily.on'partial demonstration and gestural prompting as the’
instructional strategy.

The no prompt category appeared to be an important part of the
prompting continuum. It is not known at this time if performance at
the environmental goal level is more sophisticated than afperformance
‘with imitative initiation, but.this promptingllewel does appear'to be

;

_instrumental in bringing the child's performance to a level where

. verbal cues are no longer necessary. . ) .

The major modification made to’ the Prep Program response prompting Py

T

~

continuum was the addition of the 'contingent attention category.

' This was done so as to ease the abrupt transition required to move

t
»

[P
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from the teacher maniﬁulated envirornmental situations of the no prompt
category to the initiation of the behavior in free play. Fading
teacher reinforcement enhances the possibility of the intrinsic
rewarde for the performance of the aocialmbehavior unfolding and
maintaining the behavior in free play. Unfortunately, few of the
tasks progressed past the no prompt level of performance so that

contingent attention alone could Bé used. For this reason it is diffi?

cult to make an assessment of the value of this instructional category.

. Perhaps if more teaching time had been available, the appropriateness

of this instructional prompt could be further scrutinized. . The learning

" -curves of aubjects one, four, five, six and eight (Figures 9, 12, 13,

14 and 165 suggest that reoeated performance at the initiation level

can occur without the fading of adult reinforcement. Once again

however§ there was not‘enough-time available to determine iflthe per-

formance consequences were strong enough to prevent the behavior from
- .

being extinguished over time. Further research is needed to determine

the appropriateness of this instructional prompt in the teaching of

~social behaviors.

Variability of performance was demonstrated for some of the

subjects. It was found for example that the fairly stable performance

r
of subject two (Figure 10) was interrupted on the last day of instrucr

tion, A dramatic drop was observed in 2 of the 3 tasks, with a. less

significant drop occurring in the third. Parsonson and Baer (1978)

suggest that this would signal the presence of a variable other than

- the treatment variable operating to control the subject's behavior.

With such a drop in performance,in all three tasks on the same day, it

is quite ﬁrobable that an external variable was operating that was



outside the control of the study. Variability to a much more signifi-
- . .
cant extent was operating throughout the treatment condition for

subject eight (Figure 16). The large regressions in performance

identified and excluded from the situation or.a method devised to

convert the Variab}e 8o that it oherated, if not to enhance the treat-
ment vdriable; to at least not interfere. Subject.eight's temperament
was such that_he often wished to belleft to himself or to just sit and
observe.. During such times complete manipuiation would be reQufred to

complete the response.

The treatment package was not strong enough to overcome day to

o _ . _ ¥
day fluctuations in the children's ability to perfomm at a consistent

and increasing level. Although experimental control is necessary to
‘ensure the internal validity of the study, denying the children the
freedom to be moody, have bad days due to coldé, or just to be

mischievous is not the aim of instruction,
Generalization

Quantitative Changes in Free Play
The teaching behaviors comprising the response prompting continuum

had provisions for pulling the children through the transition from

118

" "suggest that the non treatment Varlable'operéting’shoﬁld’héVe”been'“ T

behavior performance under treatment "conditions to free play conditions.'

Sulzer-Azaroff and Mayer (1977) gtate that the mere occurrence of

behavior change does not mean that the change will persist and general-

ize to other situations but that the environment must be structured to’(

maintain the behavior change; Such was the aim of‘the‘no prompt

chtegories of environmental“goai and imitative initiation. vThe children '

©



were prompted to execute the behavior without direct andﬂspecific
teacher intervention, thus moving one step closer to free play initia-
tion,

o Efforta Nv;e»re further extended to decrea&cher-interferenCe

and promote self initiated performance by the aystematic application

of the instructional prompt category of continéent attention. O'Connor
(1972) points out that enhancing the'social.interaction of peers through
the responses of reinforcing adults may be somewhat contradictory. |
With each delivery_ of praise dnd attention the child is drawn away

from the peer interaction. “To bring about the acquisitibn of social
behaviors and yet have themvoccur in free play outside of teacher
attention, the systematic withdrawal of.teacher attention was used,

moving from a continuous schedule to an intermittent one.

The results of Figures 21 to .24 do not show any repeated trends

or changes in level that can‘be-concluaively>attributed to participation

‘in the instructional program. The overlap of percentage of time spent

"in social interaction in thejprebaseline, treatment and'postbaselinef
1phasés of the.study does. not permit a'distinguishable;trend‘or'change-
in_level.to be aacertained (Parsonson and Baer, 1978). It is concluded
,then; that there was no‘generalization ofvthe behaviors.learned under
the treatment condifion to the free play behavior of the children as

refleeted by an increase in the amount of time spent in social inter-

' action during free play.

Baer, Wolfe, and Risley (1968) state that generalization should
be programmed for rather than expected Admittedly an assumption was
made that oncea child learned gome basic social behaviors and hegan,-

‘to engage in social interactions, material contingencies would shape

119
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further activities. 'The transition from teacher control to independent
performance has been termed a 'behavior trap' (Gelfand and Hartmann,
1975). The'naturally bccurring congequences of behavior execution are.
“strong enough to take over and maint‘in newly acquired behaviors. ~
Stokes and Baer (1977) have termed this form of generalization pursuit
'train and hope . After the manipulatign of environmental conditions
to ai;ect a behavior change, generalizati n across responses, settings,
experimentors, or time 1is dOcumented but noty actiyely putsued. “The
desire for generalization in this study howev r/did not rest on the
train and hope ‘supposition. »

Why then were_the provisions-not:successfui in bringing about the
generalized application of socialbehavior to free play above that
demonstrated during the prebaseline conditions?

‘ A contributing factor to the failure of generalized behavior may
vhave been the means by which the data were gathered The use»of a ten
second interval time sampling'technique may have been inappropriate.
The social behaviors of interest were of Low frequency and often of
very short duration. A continuous time sampling or event sampling
method may have captured the initiation df social behav1ors that were
--evidenced on . the indiv1dua1 1earning curves, Furthet consideration
for future research needs to be directed towards this question.

A further consideration concerns the provisgpn of a means by
which to change the incentive for performing the desired behavior
'from teacher produced consequences to the inherent enJoyment associated
‘with'the execution of the behavior. It may be that the choice of

' change agent inherent in the response prompting continuum was not as

‘ powerful and efficient‘as first considered. Waiting until the chiii is



already to the point of ih&%pendent performancetto start fading adult
attention for behavior execution may be too late‘to break the bond
built between teacher praise and behav1or peri’i?ance. The time to
begin bringing the behavior under the stimdf%ﬁ c%gtrol ‘of the peer's’

behavior may be much earlier, -

a

Gable et al. (1978) heve‘considéreddit advisable to examine the

acquisition and generaiization'of'social regponses under a system
'where the schednie,of reinforcement.delivery is systematically manipu-
lated. Rather than reinforcing continnously for the appropriate
behavior throughout the instructional prOmpt.levels'untii the child
" can independently‘perform the task, it may be advisable to Syetemati—
cally decrease the amount of teacher attention generated at each

level of the response prompting continuum. It is suggested for example,
that at the physical prompt level of performance the child would

initially be reinforced continuously for his efforts. As the child

" moves through the complete manipulation,lmanipuiative prOmpt and

minimal guidance phases however, reinforcement is put on an intermittent

schedule. This schedule would be continued up through the remaining

-

prompting levels. This procedure may be more effective in 1ntroduc1ng
the child to the naturally occurring consequences of the task including

' peer delivered contingencies that will_maintain the behavior ina’

ik

generalized setting. T - “'*
Wehman, -Abramson, and Norman (1977) have termed this strategy

for training stimulus generelization 'contingency’féding and the use
of matural reinforcers'. . By fading reinforcement contingercies during
. . . - _

the imitial stages of instruction the'chiid;has anfincreaeed opportunity

" to recognize the valne‘of_performing the behavior. for a peer's

121
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. . consequences rather than the teacher's. This procedure is also highly

v
A

advocated by Stokés and Baer (1977) as one of the most dependable of
all generalization programmihg mechanisms:_

N

Qualitative Changes inhFree Play - .
The questioni%f whether or not the‘instructibnal program was

effective id'bringing about changes in the quality of social ingeraction

displayed in free play is .complex. Quality of-sqcial interaction was

referred téngs an increasé,in the améunt‘of time spent in the cooper-

ativelﬁnd coordinative ievels éf social interaction as opposed gp the

non feciprocal categories of compliance with associatién and assoc¢iation, -

As previously discussed however, there ﬁas'viftuélly-no change in the

amount of time spent in gocial intefactionbduring free play as a

rgsultldf the instructionadl prog?ém, |

| Although the efforts of the instruccioné1 prog?am ﬁéxe not

‘reflécted in a change in theAQuahtity of social interacfion in free

play, there did appear to be a change in the quality‘ofﬁsocial’plaxA'

displgyed in~free.play.H/Figﬁfes 171to 20 éuggest thét the gfe@tmeﬁ;.

efféct did7$ave some transfer to free play behéﬁior, but ideﬁtifying ,

. 4 .
reéeated trends across subjects was not poséibie. Each child behaved
indepéndenfly.of tbe others. vsubject five (Figure-19)'for‘eiamb}e |
* had an increase in‘the‘use‘éf_coor&inatioﬁ in'his SOcial-piay time,.
bﬁt ﬁo permit this increase a decréaserofucodperative plhy occurred
while an increase in associatiqﬁ Qés‘also obséryed; -C9nverae1y |
subjects six, seven, gnd eight fFigures 19 and 20) hgdaan ant@cipated‘x
'shifg upwa?d #long the sociai catégories. ~Less. time waé.spent i; .

- the non reciprocal roles of cgmpliéncevwith association and'association
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and more time was gpent in the categories of cooperation and coordina- -~ .
tion, |

What became apparent from the figures was that in many cases the
modification of the amount of time spent across the. four goclal intetr-"
action categories between prebsseline and postbaseline’ corresponded to
the category of interaction that the tasks receiving {nstruction fell
under. vIn 67% of the cases there was an increase in the amount of
time spent in the category of social interaction whichvreceived instruc- *
tion. This percentage reflects an increase in‘time spent for 14 tasks,
no change for 1 task and. a decrease for 6 tasks..(Subject three' -
- [Figure 18] was excluded from this figure as the amount of social play
',displayed in free play was negligable. The 100% figure for compliance
with association represents only one social interaction over four days -
of observation.) For example, subject one (Figure 17) receivéﬁ instruc—
tion in jumping on the trampoline holding hands. Thls\has been
claSSified as a task which involves ‘compliance with association.
Instruction was also received on two coordinative tasks; passing the
puck to a partner and pedaling a tricyclerwith,someone standing on the{\
. back Corresponding changes in free play were reflected by 1ncreases .
in the/amount of time spent in compliance with assoc1ation and coordina—
tion. A" similar pattern was also displayed by subJect elght (Figgre 20).
-However subject 5 (Figure 19) received instruction in two coordination
tasks and one cooperative task. The free play time %pent in social
interaction demonstrated an increase in coordination}only, with a
small decrease in cooperation. In summary, instruction in social

tasks did not provide ‘A generalized increase in the sophistication of

social behavior used in free play, but there did appear to be a more '

e
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‘specific generalization, A corfﬁspondence betweén the categor& of
sopial task receiving instruction and aﬁ increase in the amount of time
: dpenf in that category dpringlthg free play time spent in social inter-
| 5&:;6h>apéear§ éviééﬂé: :fﬁiérébihtémsﬁirtﬁe iﬁpgfféﬁEéAof>ﬁékihgd§§%—
accurate)prescription prior to the initiation.of instruction.

The importance of making é good presé;iptioﬁ {8 further emphasized
in cases where instructioh in sdcialétasks resulted in a decregse in
free play time spent in that gocial category of interaction. An over-

‘ 1bad4e£fectbmay hgve been operating. Subject four ?Figure 18) for.
example received instruction on\twd cooperaﬁive tagks: sharing the.
scooter and fube. After receiving inten;g'iﬁstruttion on two cooper-
ative éasks the child may have been,saturaéed‘with the concept
of sﬁéring and may ra;her have spent his free social time bérticipating ”
in other activities, Subject four.showed a déériése in the amount of
cooperaiion-after instructioh, but also a'iarge iﬁéréase in aésociative
© play which did not receive inétruc;ion; It may be impo;fgnt not to
‘ovetléad thé ﬁhiid with one type of social task but provide fhg needed
.insttuétion in short infense sessions, permitting the child to get

l

the idea‘of,the social tasks to‘Be learngd‘without bging-oVérwhebme .

T



' ' CHAPTER VI

SUMMARY, RECOMMENDATIONS AND CONCLUSIONS

Summary

The purpose of the study was to determine ehe effects of &n
individualizeé’instruction brogram on the social behaviog of young
mpderately mentally‘retarded children, The study investigated ques;iods .
pertaining to what to teach, how to teach, and the transfer of training
from the treatment pregram go the free play patterns of the pafticipants.

A free play as;essment of eight children using an interval time
.eampling method showed that mentally retarded childree epend approxi-~
' mately 8% of their free.play time engaged in social interaction as
defined by cooperationvind‘eqordination, with another child. This
eompares with the 40% displayed by non retarded ehildren of approxi-
mately the same age. Th:<pereentage of‘time spent in play beﬁevior
of a gocial nature did not appear to increaee with the age of the ch}ld. .

' Besed on_the free play assessment, the children were_prescfibed’
>three eociel tasks in which they received 1ndi§idue1ized instruetion.
‘Using ‘a multiple probe design across behaviors and replicated across
subje ts it was determined that the social tasks could be learned by 713
.the-c ild en.h;Aﬁ‘analysis of the change in level of performance

. ~

. between™the iﬁitiaiion of instructien and its teymination indicated
thet'the;;nstructibnal model was instrumenfal in'increasing the : .
ciildren's independent level of performgnce. AM of the 17 tasks
heginﬁing instruction at the manipulative prompt level of‘teeche{.

assistance achieved the verbal prompt®level of achievement; while
J . :
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half of these reached the no prompt level of performance. The tech-
nique“qf teaching social skills with the assistance of a cooperating
pee? appears to be functional and efficient.

The response prompting continuum used in the Prep Program to
teach gross motor skills, was modified to include an additional cate-
vgory of contingent attgntion. This proved to be an appropriate.frame-
work through which to shapé the social behaviors during instruction.
The trend.of the individual learping curves gave indication that the

instructional prompt of complete beﬁavior demonstration however was
not being systematically ‘applied to all of the social tasks. Greater
reliance may have to be placed on partial demonstrations and gestural
prompts to overcome the difficulty of provi;ing a complete demonstra-
tion while maintaining the instructionai set; | ‘

Using an ABA desién, the dégfee to which the acquired behaviors (
S generalf&edfto free play was assessed. There were no conéistént
W{ . changes in trend and/or level of social participation displayed during
,tﬁetheatment phase of the study over that dispfayed during the

baseline conditions. An increase in the quantity of social behavior

’ o N
.. in free play as a result of participating in the instructional program

adid_not occur. A

A comparison of the prebaseline and postbaseline distribution of

gocial play across the social interaction categories did show that a

@ ‘ .

qualitative change in social participation may have occurred as a
result of the instructional program.. In 67% of the cases there was L
. an increase in the amount ‘of time gspent in the social interaction

category that corresponded with the category of social tasks receiving

»<instruction. Although a generalized increase in the complexity of

Yo
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soclial interaction was not repeatedly observed, there did appear to be

a correspondence between the social category under which instruction

was received and an increase in that level of social participation

during free play.

Conclusions

’

The investigation on the effects of an individualized instruction

program on the social behavior of young moderately mentally retarded

children gives support for the following conclusibns.

1)

2)

3)

4)

5)

Moderately mentally retarded children spend approximately

one-quarter as much gime in social interaction as their non
retarded peers. <Approximate1y 8% of the children's free play
time &as speng in social interaction as defined by cooperation
and coordination. |

Tge proposed teaching modé& was instrumental in the children's
acquisition 6f the prescribéd'social behaviors as rgflected

by a change in Level in the independent performance of the
tasks before and after the inséructional program}

The ﬁeaching behaviors as utilized in the Prep Program for
téaching gross motor skills were apprbpriate for the teaching
of social tasks as reflected in the trend of the children's |
performance. The instructional prompt of-c0ntingent attention
reqpires further conside;atiop to fully!evaluate its worth.
Individualized instruction in specific social behay§orsvdid
not generalize to free play to produce an increase’iﬁ the
quantity of social interaction displayed.' A

N

Individualized instruction in specific social behaviors did
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-5)

generalize to free play to produce a qualitative change in

the social behavior displayed that corresponded to the cate-

gories of social tasks receiving instruction. h

Q

Individualized instruction in specificwsocial behaviors did

not produce a generalized increase in the sopﬁib&igation of
S

SN

social behavior displayed during free play .as indicated'ﬁyzah

greater proportion of time being spent in the social cate- .
'l

. gories of cooperation and coordination over the non reciprocal

categorigs of compliance with association and aachfation.

Recommendat ions

A_-b

The following recomnendations are suggested for further research

in the area of social interaction of young moderately mentally

retarded children.

1y

2)

3)

4)

Researchers and teachers must thoroughly address the gquestion
of target response selection. Tasks should be selected that

have a high probability of\reéulting in a sustained and
positive peer‘interaction. | -

Reseafchérs sﬁou;d examiné the acquisition and_generglizafion
of social responséé where the schedule of'réinforcement
delivery is systeﬁatically faded from the initial teaching
gessions. ,

The method 6f gathering free play data on social participation
should be‘mqre fully investigated. Continuous timg'sampling
or eventrsaﬁpiing may prove to be more representative than
interval time sampling.

An investigation into the instruction of social behavioré in -

T
~
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5)

k)

7

8)

129

a group setting, incorpotatlng more than two children 1n'the
instructional set is needed.‘ Simple games may prove to be a
useful tool,

ResearehereAshonld ekamine'therossioility”of incorporating )
the teaching of sociel skills and behaviors into existing

curricula, taking advantage of envirommental situations and

~ cues, while still providing developmental programming for

o

the children.

- Further research efforts are needed to determine the value

of tne proposed instructional prompt of contingent attention.

Researchers, should look carefully at the instructional cate-

gory of visual prompt Efforts are needed towardsfsolving

the d11emma between providing a complete demonstration and

losing the child's attention to extraneous cues.

Further examination is needed to determine if a balance can
/

be met between providing intense instruction on specific

social behaviors while avoidlng an overload of the task

category such that the child avoids that level of social

,interaction duringrfree play. .
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APPENDIX A

OBSERVER AND TEACHER TRAINING INFORMATION

Sequence of Social Interaction Imstruction
Response Prompting Continuum

Interaction Categories

Equipment Categories

. Prescription Guidelines

- Agsessment PrOcedq;e'

Graphing Code .

_Observer Coding Rules
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SEQUENCE OF SOCIAL INTERACTION

INSTRUCTION <
INSTRUCTIONAL MODEL - 'RESPONSE LEWEL ‘\\
~TC - C . Y Pﬁysical Pm:ﬂpt
' , : : , : b
cC-C . \ Visual Prompt ’
T T ‘ '
¢c-C R Verba ompt
() s, |
c-¢C ' No Prompt
c-¢C . o Contingent Attention
I o Initiation in Free
: ‘Play - :
i : .



RESPONSE. PROMPTING CONTINUUM

1]
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' -
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i
4

" PHYSICAL PROMPT _ 'eomple&e Manipulation
' Mar{ipu’lative Prompting .

'E‘Minim%l Gujdance =~

+ A .
i
{

t
VISUAL PROMPT ’ , Complete Behayior Demonstrat ion
Part 141 ‘Behavio r: Demonstration

¢
Gestd?l Prompting
I . 4
% '
' VERBAL PROMPT - Behavior Cue
Behavﬁor' Mand.
<
d :
Actioff Cue
NO PROMPT = . ' Envi ental Goal

2 -

t

Imitgfiive Initiation
., . %
- ' v Y
CONTINGENT ATTENTION . ., Cont bnuous
. SN
. Intemittent * . .

INITIATION IN FREE PLAY : o
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RESPONSE PROMPTING CONTINUUM

¥
&

i

" PHYSICALABROMPTS - 7 ‘
.y ' \

Physical prompts include any kind 2f physical assistance in which-

the teacher actuaily,touches the child's body or_body parts, They may

be preceded by a visual prompt, and 'should always be paired with a

verbal prompt. . 3
. Al

Complete Manipulation gives the child the greatest amount of
E\Ehe

assistance. The child's body is physically moved through
‘desired behavior. This usually involves ;ll.of the following:
i. positioning the child's.besi 4n an appropriate posture
- to begin the response

2. applying force to the child's limbs in the direction in

~ which theyyafe to meve ‘ T ;

- 3. continuing af;pli'cation of force until the response is

completed
example: .Place the handle of the wagon, which has someone in it;
in the child's hand. With the teacher's hand held cver
the child's, they together pul} the wagon forward.
gxample:‘ with two childfen‘tékipgiturnsvin jumping down, the
second child is held back in the ready position by .
- h placing‘an arm across his chest or holding him at the
hips until theﬁfirﬁt child has completed his jump-and
.has clearedithe jgmping area, a
examble: With one object between two chil@ren,'the teacher places
! his hands over one childs such th;t t;é obj . is ?asaed

and teleased to be received by the other ch
«

L S



Manipulative Prompting is used when the child performs the response

“relying on the physical assistance of the instructor at some

point in the response. This assistance may come at the beginning,

at the end, or in the middle of the behavior. It may include:

1.

2.

example:

example:

example:

manipulation of the child's total body or any body part

into the correct posiﬁﬁan for the beginning of the

A

behavior, or
|

\
providing assistance diring the execution of a behavior

. .
so it is completed appropriately, or - Q?

mdanipulation of the child's body or any body part such’

‘that the- behavior ends appropriately,

L 4

Apply preséure to the knees of a child thatvis,sitting

on a'tricycle that has another child on the back to

start him moving. ‘ v

Moving a child's amm such ;héﬁ the objéct he possesses -
is passed to another child.

Prying the rope from a ¢hild's haﬁds as he passes it to

another child at the end of a turn.

Minimal Guidance involves contacting the child's bhody to éive

direection or signal to the behavior that is desx#‘ﬁ. 1t may '

include:

K

..tapping a body part to signal the child to move it

prodding the trunk or a body part to maintain movement .
ﬁrodding to encourage a child to begin or compiete a
response

Teacher touchéq child's elbow, pfémpting him to pass

a‘piece of equipment to another child.

141
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example: Prodding at the hips of a child encouraging him to pull

: . :
anotheL child who is, seated in the wagon.

VISUAL PROMPTS

Visual prompts include any kind of movement on the part of the

I

teacher or peer that does not involve phy31cal -contact with the child

receiving instruction. ghey'are accompanied by a verbal prompt.
o .
Complete Behavior Demonstrations are accurate, and often exagger-

ated demonstrations of the desired behavior with the apparatus,

or implement used. The demonsttation may be-given by the teacher
or another child.
example: The teacher passes a scooter to another cnild and says,
"we're sharing the scooter." |
_example: The teacher pointslto two children, one of mhich 1%
pulling the other in a,wagon and says, "tney are working
together." ) |

. .
Partial Behavior Demonstrations are accurate demonstrations‘pf‘a
R YO

component of the behavior.' This may includg:
1. giving a demonstration without the equipment
2. giving a demonstration at the start ar ‘end of the behavior

example: The teacher demonstrates offering a scooter-to, another

T

child without the scooter, ‘ i ‘ ’ '?ES‘;.
' example: The teacher places only one foot up onto the stand at .
the back of the-tricycle.
Gestural Prompting involVes the use of a geature that does not

v

repreaent part of the behavior-or desired reSponse but does serve

to indicate that movement is expected.
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~

example: ' The teacher taps the handle of the wagon where the child
is to piace his hand.
example: The teacher points to illustrate that the object is to

4

be passed and released.

VERBAL PROMPTS

Verbal prompts are any words, sentences or sounds that tell the °

child to begin and to complete the ‘behavior.

Behavior Cues setve to focus the child's attention to the key

™ ) : ’ :
components required to comﬁ%pte the behavior, such as action

™ words that describe a compo;ght of the behavior.
example: in wégon pulling -~"give'Craig ﬁ ride" . . b
in sharing the rope - '"'pass the rope to Brian''.
in taking turns on the slide - "waiffﬁntil Susa% is .
finisﬁedf | )

Behavior Mands provide a description of the desired behavior.

~ .

‘They are specific terms that can.kgkused in commands or questions.
example: 'Can you two take turns?'
"Share the rope."

"Work together,"

¥

Action Cues are‘ﬁqrds_that motivate the child to perform é‘given :
. ‘behavior. They are not descriptive of the behavior itself.

example: one, two, three, go!
' : . .
example: are you ready? . : s

/, : -
‘ : 5 ' *

NO PROMPT

The behaviof is initiated in a free 'play situation by the children

with no prompting or reinforcement from the teacher.
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Environmental Goal. The teacher-sets the situation so that the
'botential for an interaction exists. The behavior is encouraged

but there is no communication with the child about the desired
. }

L]

interaction.
example: Two children are sliding down the slide on individual

scooters. The teacher explains that one scooter is .

B "

needed somewhere élgse and takes one away.

Imitative Initiation. Two/children perform the behavior after

’ watching other children pérforming

3

example: One child ps his tricycle and permits another to
- climb-6n the back after watching two children riding

around the room together.

//

[
CONTINGENT ATTI‘:ZNTION

*-

Contingent attention is any praise given for a child-initiated

hd -

Putual interaction. _ _ ' ) , \
Continuou;. Upon the conpletion oi a childfinitiated mutual |
interaction the teacher gives immediate'praise'for each trial.
example: 'One child hes just let another climb into their wagon:;

pulls h1m ten feet and 'stops. The teacher‘follows the,

sequence and immediately reinforces the wagon pulling,

‘eeither physically and/or°verbally.
.Intermittent, The teacher intermittently reinforces-a child
. initiated'mutual interaction. The erternellreinforcement is
faded as the intrinsic nature of the behavior increases.

example:( Two children may be sliding down the slide and sharing--

one scooter, The scooter has exchanged hands 5 times.
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The teacher reinforced the first exchange and it was not

. until the sixth~thatéthe~teacher again reinforced their .-

 behavior.

| INITIATION IN FREE PLAY.

°

The child performs the appropriate behavior in free play without

the benefit of an environmental'goal‘situation or a peer démonstratfon.
; . / - B .

example: One child waits for the other to complete his slide and

move away from .the landihg-aréa before preceding him-

self.



INTERACTION CATEGORIES

11

e

_Association

Cooperation

‘Coordinatioh

Ty

Negatfve Behavior

. : . ‘ v. .’ . ' '
1. Compliance With Association . .

1.2

1.3

2.1

2‘. 2

3.2

- 3.3

¢

PR

o

maintaina‘activity'

/

complies with physical contact

complies with assistingv

physical contact

assisg}ng

taking tufns-

‘sharing

leading/following

146
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1. COMPLIANCE WITH adsoctaion

!

147

" INTERACTION CATEGORIES

-

A behavior is compliance with association if it is emitted, as‘

'defined ‘below, within 3 seconds ‘following another child's initiated

@

behavior. An initiation is sn,associative behavior that has not'been

Ppreceded by another‘behavior in the past 3 seconds.

1.1 Maintains Activity. The child agrees uith.or'accepts the
associativé interaction of another, by tolereting an interruption

toetheir own activit;. For example, two children jumping actively

- on'the trampoline are in association because of the reactive
effect of each other on'the trampoline-bed. There is more than
‘a mere awareness of the other child, there is an expression of .

" pleasure in being.associated'with. They will go along with an

assoc1ative 1nteraction, attend to or allow the other ch11d to

Ajoin in or to take away from (modified from Leiter, 1977, P. 1290)

\ 1 2 Complies With Physical Contact. The child accepts being

deliherately touched by another child. The child agrees with or’

' accepts the physical contact of another by tolerating an inter-

ruption to their own activity. For example, a single child who

:is jumping down, if when approached by another who takes hold of

his hand so ‘as to jump in pairs together continues to jump down,

o is complying with physical contact. The child will go-. along with

physical contact, attend to or allow the other child to join in

or to take away

1.3 Complies With Assisting. The child agrees to be given

®
assistance to complete a task, ' For example, a child who is sitting

=
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child in a'friendly, noncoercive manner,

3.

on a swing while being pushed froﬁ behind by another child is
complying with assistance, In assistance there is a definite
division of labour with thevchilaren engaged for some purpose.

ASSOCIATION

Thevcbildrini:iates an -assoclative interaction that -has not been

preceded by another behavior within the past 3 seconds, with aﬁptﬁer .

R

2,1 Physiéai‘Contact. One child inﬁentidnally'initiates
. physical contact with anbther child. For example, a child who
approaches another who is sliding down the slide and wraps his

-legs around him from_the back_ao_thai'they‘noﬁ go down the slide

. together in a.train fashion isvinitiating physical contact.

" Touching the other child in the form of a hug or kiss are also .

-examples.

2.2 Assiéting. The child physicélly assists another in complet-

, _ . . S
ing a task. Physical assistance may be given in helping a child

‘onto the trampoline, or holding the rope while another géts on.

There is a definite division of labour with the children engaged
"~ for some purpose - (modified from Jensen, 1978).
'COOPERATION

Children reéiprpcally'interact with eacK other in an activity

which necessitates mutual participation. 'The individual child sub-

_ordinates his {nterests to that of the .group. All the memBers‘engage

in a similar activity with no division of labour and no organization’

't

their task before'proceding themselves. Waiting for the slide to

Qf the group (modified from Parten, 1932, p. 251).

3.1 Taking Turns. One child waits for another to complete -

148
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' clear at the' bottom before going down and waiting in line to

Jump down onto the crash mat arte exampies.

3.2 Sharing., Two or more children reciprocally offer and

Yeceive an objett.. Both children must simultaneously touch the
material with one hand‘“or pass the object betwee;'themrpy push-
 ing, rolling or throwing it. Shaftng may include concurrently
using a single piece of equipment in an activity which requires
’mqtual,particioation. Giving up a tricycle so another child'can -
have a turn and two children going down the slide alternately

with one scooter are exampkgp (modified from Peck Apolloni, Cooke,
and Raver, 1978)

3, 3 Leading/Followiqg. Two or more children are involved in

1following;one another on foot, or with pieces of equipment such
as tricycles or“wagons. The leader of the chase must be ¢compli-
ant with the activity, expressing pleasure in-having a pursuer
by looking back to check progress or-smiling.- The follower in
turn is not intent on catching the leader, but in maintaining QRQ‘\ ’ .
leading/following activity,
4. - COORDINATION .
lTﬁo or more Children'mutually interact for the purpose of making
-some moterial product, ot striving to attain soqe‘goal that individu-
. ally could not be achieved. The efforts of one chiid supplement the
‘otheré, with a division Qf labour and roles occurring. " The ‘control
of the aituation isAin the hands of ooe or two mombers who direct the -
activities of'tho others. For gxamole, one child pdiling anothet in

a wagon or one child pedalling a tricycle while the other stands

behind (modified from Partem, 1932, p. 251). .
« : : : =
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5. NEGATIVE SOCIAL INTERACTION

Any behavior that interferes with another child working on his
wek. The initiated action must be nonproductive in that {t does not
assist ejther child in completing the task at hand (modified from

. v ' : l .

//' M

'1¢51 Contact.‘ Direct physical contact with another
ﬁ form of hitting, biting, punching, pulling hair,
: c.‘ *Lt&re‘ct physical contact with another child

»through a pféce of equipment, for example, hitting someone with

a bat, is also negative physical contact.

Threat'of Negative Phyvsgical gontact. ‘Threat of direct or indirect:

negative'physical contact with agother child. For example,
'approaching a child with a raised bat or hand.
Restraining. Interferxng with the child's progress by holding

him with the amms, sittlng on him, or lying on him.v

“»

Destroying or Terminating Activity. Destroying the construotiona

- of another child or interfering g0 as the activity is terminqtea .

4
Knocking down a tower of blocks being worked on, or ‘taking away .

bean bags that are being used for target throwing are examples.'
» .
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EQUIPMENT CATEGORIES

BARS:

- metal bars suspended between two metal climbers and free standing

-»

stools -

- wooden bar attachedito multiple use climbing appagatus ,
~ :

BENCHES:

'~ 2 conventional qépdeh‘beﬁches
- wooden planks gecured'horizontally between supports

CLIMBING APPARATUS: = = | ‘ — .

- cargo rope suspended froﬁ-f;ame-of wooden climbing.apparatus

. . ¥
- large A shaped metal climbers, 6 feet in height with rungs on two

sides 6 -

free standing stools, 3 feet high withﬁrungs on 4 sides and padded

tops

1

platform areas, 3 feet wide by 5 feet long by 2.5 feet high

multiple use wooden climbing assembly

ladder attached to large wooden climbing apparatus

metal ladder attached to/A shaped metal climbers

CUBES:

~ 3 hollow, 28 inch -square plywood cubes with diamond and square cutouts

im gides

FREE SPACE:

- obenﬁéréh'in which there is no equipment, including the area covered

by a 1 inch thick ensolite mat ~ . ' e

/

v
-~

’

-

L
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)

HANGING EQUIPMENT

[y

- one thick, freely hanging c¢limbing.rope with knot "at bottom,
susp.ended from the ceiling '

// - one inflated tire tubé“suspended £ rom the ceiling

Y & e . RS . N

MATS: ¢ 0. D "t
- 2 large crash matS: 8 inches thick, 5 by 8 feet in area
~ large wedged shaped-cfash mat, 2 feet high at one end,‘3 by 5 feet

in area

o ~

ymall area“mats‘when being manipulated i.e., not being used as
L

”;‘ﬁrotection for potentially hezardous free space area T
SCOOTERS; S o oy

- one foot square plzéforms with 4 shephard cas;er; . o

SLIDES: | ' T L

) - large,metél éuffacéd slide extending down fromilarge climbing_
réppar;tus>’ v | ‘7“ S . . :

-

- wooden slide, 8 by 4 feet in area, extending down from blatfosm grea

© - wooden planké elevated and secured at one end angling down to the

¢

flbor , ,
SMALL EQUIPMENT: o

- includes balls, bats, hoops, bolsters, hockey sticks, pucks, skipping
. ) -
ropes, bean bags, roller skates, and romper bouncera '

~

TRAMPOLINE
',- Small in size for use by small children, with the springs protected

, TRICYCLES AND WAGONS

. - 5 various sized tricygles . W . o

- 1 bicycle with training whéels
., ' o . L

s . . B - g . -
. . a



1 gelf propel‘ridins toy i
N ¥

1 pedal cgr L
2 metal wagons of different sizes

‘1 plastic wagon

o ¢

B}
~

, o

153



' .

" PRESCRIPTION GUIDELINES =~
Things to Comneider: < . '—" ¢
1. VWhat pieces of*eeuiplnen]t do the children ;refer to use".
2. Are the motor ekilh at a maintenance leﬁei? R

3. What are the interaction preferences? Choose social tasks in°

categoriea displaying low frequencies of occurrence.

4. tﬁe negative behaviors that occur consistently on gertain
e
pi&i of equipment? - Y -

5. Choose behaviors believed to be teachable within the ~sh‘ort‘t_imeA

e a

slot of three weeks. f%_:.;'
N v - . ' - to ;:«.' AR
6. Use teacher discretion and c&laider those mf.ﬂti‘es the child ~

b
PRI
Loe T

, may.’qﬁjoy.
7. 1s the task menageable? For example, in taking turn@sn

‘ trampg;ine it is difficult to maintain the situation so that the
’r . ,\t .
other children in the roqn are not interfering with the teaching

P

efforts., Lo . e

8'.' H?V long does the task take to complete" For a child who w:Lll
5 work for only a short timg it may be pref’erable to teach turn
f i

9,
o takinﬁ" on scooters where the turn enifftf:xick],y as opposed to
taking tums on the tope.. . < ‘
‘ ) . ,ﬁ‘} 7 ‘ 5
. 9. - Teé&ch: those tasl;,s that may b;tranvferable to free play. Teaching
the child to skip a rope }hat is ‘turned b)} two . other chgldren may
. not be deairable 1n t!m“t the chances of three children organizing

thanselves in fneq gl.ay _n_te low. Choose tul‘t;"of réasonable -

B . . \ .

‘ aophintication. N
¥ N N ;* .
10. Be pvare of the piecel of . equiment be:lng used by the other
. - P hf\,. ' ’ . g ot
“/ e o &t . )
B [ . . ) . b
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. , O
teachers during instruction,. Don't limit teaching potential by

chbosing a task where the equipment will be difficylt to obtain.

<
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A
INTERACTIVE BEHAVIOR ASSESSMENT o d
. In assessing a social interaction behavior the amqg‘r(t prompting
W .
.or assistance rey - .ved to complete the task falls with of five
categories. At each successive leve_l there is an incr ag amount of
o . " i
prompting and or guidance given to the child by the teacher, )
. ’ " ‘;’ e e
. . L o |
VERBAL PROMPT . ‘. R - %
. ' ' . ' _v : '.',"J :A,,“L\.u
¢The assessment of an interaction behavior should begin with a - ~M’“
. i N ' . -

verbal cue, either as a direct Hehavior Ma'nd' (share the scooter with

Brian), or as an indirect Behavior Mand (can .you share’the sco8ter with .
Bri&) If the child is near a piece of equipment theuﬁtéacher sh&\lﬂ
make use’of the child's proximity to that -pie,ce of equ;pn:ent 9t a?ess-\
ment time. The time may come however when the teacher must“"entice or
'physic‘a‘lnly steer a child to a piece of apparatus to.complete assessment
of a behavior. | S

i h
If the child perfoms the appropriate behavior follow1ng the verbal

3

cue on two trials without any furthe&' prompting &r .guidance, the

teacher should consider the behavior to be at the Verbal Prompt level

L o
of performance.
. o , _
VLSUAL PROMPT . : . -
2 - U If after a repetition of the verbal .cue the child does not respond

within 3 - 5 Beconds or gives an incomplete or incorrect response the

G

t,eacher should give a Complete Behavior Demonstration. A Complete

Behavior Demonstration is an accurate demonstration of the desired

A !

beha\u.or following the Behavior Mand which provides a further prompt

ﬂto. the child. Tfhe behavior demonstration should’ always be paired with

the Behavior Msnd. An appropriate re@e indicates that the behavior

,*'vtl

s
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is at the Visual Prompt level of performance and the assessment is

terminated. o

PHYSICAL PROMPT

If after a verbal cue and g behavior demonstration the child does

. . . . ) . ~
not respond in 3 - 5 secdnds or gives an incomplete or incorﬁg;_; ‘

respona » physical assistance should be given ‘hy'th ~£eacher. 'I’he B
g2 Phye < A

,n!

physical prompt level of assessdxent should begin wiail;ﬁni)nﬂls -qudante. 'f:v:}?'f'.f

MINIMAL GUIDANCE

Minimal Guidance involves contacting é\e child'& body

St il
direction or. signal to the behavior that is desired It may include: .
1. tapping a body part to signal the child to move it

2. prodding the trunk or a body trt to maintain movement

.

3. prodding to encourdge a child megin or complete a
respons‘e A
If the chi.l._d pexforms the appropriate b,ehavior following the
verbal cue and Minimail‘ Guidance the assessment is complete and the
response is ‘recorded at the Minimal Guidance level of physical prompt. P

1f the child does not respond within 3 - 5 seconds or.gives an incomple%
. <. ’ . ; K3
or incorrect response the teacher should give more physical assistance.:

e ‘
0.2 .
MANTPULATIVE PROMPT o - i;_'\
Manipulative Prompting is used when the child performs the response

-ﬂ

but does so0 by rel}ijig on the physical assistdnce of the instruc"tor atkf..%\

some point in the response. This assis_fance' may come at the beginning,
!i . M .
at the end, or in the middle of the behavior. It may include: . ',.’&

PY ' 1. mhnipulation of the child's total body or any body part »

. x
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. Al
2 o ., -
' into the cox:g',tra;:t‘_position for the beginning of the
. ‘ . m o . '
¥ behavior .’

i L .ty

2. providing assistance during thg execution of& Wehavior 4
- so-it-is completed apprOgriately; or '
3. manipulatidh of the child's body or any body part such
\ \ thaé}%b!&vio: ends aépropri«lﬁpgly-
An app;qpriaﬁe'requnse indié¢ates that the behavgof is 4t the
“Manipulative Prompt lével of physical “prompt. if the éhild does not

N

respond within 3 - 5 seconds org‘gives an incomplete or incorrect

_ response the teacher should consider the behavior to be at the Cémpfieﬁe

Manipulation level of physical prompting. Complete Manip}xlatio_n gives
the child the greatest .amount of assistance. The child's body i'p

‘physically mvove‘d through the desiged behavior from the initial position-

ing until ‘the respoﬁse is completed.
Pl .
The assessment should indicate what the child c!m‘and what he = .

4

cannot do. ‘In orde-x:‘ to ensure thdt we know what thé child can do and .

what he‘ct}oose‘s to do at the time of the assessment it is suggested .4

'

that two trials are necessary to demonstrate competence or lack of it.
iy E L ‘ . :

. Fhe information ftrom the assessment should be carefully recorded

and dated for each child on the Daily R‘eAcord Forms. ‘ ' i

»

o~
P R

.-
.
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5 seconds

- 5 seconds

.= 5 seconds

5, seconds

A -
- et .

score Complete Manipulatign

Xt

‘incorrect

Behavior Mand and
Manipulative Prompting

—3Y correct

x incorrect

/

Minimal Guidance .

incorrect

Behavfor ﬂand and -

. Demonstration

1nco§:éct

o
Assessment Procedure

&

Behavior Mand and 3 correct

score Manipulative

. Prompting

score Minimal
Guidance

Complete Behavior ———e—)cofyggé 5'w .

[ S

4 score Visual Prompt
s :

l}ehaviof Mand |—— 3 correct

score Verbal Pr

-

*

ompt

&

Y,

159

- .



. child absent

GRAPHING CODE

w
i

child present byt no instruétiqu given

no proggygm

most typical peﬁrformance level

other levels of perfommance that occurred:

-
n R
sy ’f,'éu

R

éx

a
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OBSERVER CODING RULES

J"_”
-
u -

Code the most sophisticated behavior that occurs over the ten second

interval._
o,

uQOde negative behaviors that occur, p1us1f:§'other definedfbehdsigt
, : \ o

if it occurs within the same ten second interval. o

Do ‘not interact with the children; if they initiate interaction with

you; terminate it as quickly as possible.

" Number all the observations.

Chegk off observations of undefined behavioxs in the 'other' category.
1f the behavior observed entails the use of two plieces of equipment

code the piece of equipment from,which the befavior was’ initiated.

Code equipment that is heid by the children}e en though it is not

being actively used.

If the child Wds out of view for an observation, place a circle around

% .
RN % : ¢
thegnumber of the observation.

if e_ehiid is constantly nolding a plece of equipment in his hand and
.he inteémiteently interacts witn another piece of equipment, code

the other piece of equipment after the third observation.

"If a child who is predominately using free apace briefly uses another

piece of equipment, code the other piece of equipment.

l61.
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APPENDIX B

e X

- ' )

Tl -
N

. DATA COLLECTION FORMS

Free Play Observation Matrix
Free Play Inventory .= = .,
‘Daily Record Form ) ]
Weekly Graph
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canidis

FREE PLAY INVENTORY

STUDENTS

LOCOMOTOR SKILLS

Jumping Down

 QPLAYROOH SKILLS

Riding a Tricycle

Swingiﬁg-oﬁfé Rop&;r

Jumping on’a Trampoline
Riding Scooter Down Incline, Sitting

¥,

My

)

¥ PLAYGROUND SKILiS

b

~ S1iding Down a Slide

Swinging on a Swing

P OBJECT CONTROL SKILLS

Tﬂrowing
' l?assihg é#Puck‘
Catching

. Rolling a Ball .
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. SOCIAL INTERACTION BEHAVIORS g
. : - '

Qompliance With Associatidn
; Jumping down holding hands h . . :
Jumping on the trampoline holding handa ' : : s
S1€ding down the slide togethet: : ) .
Sliding down the slide on one scooter
Being pushed on a swing

;k*.’v': N
o .‘ |
s - .
Association - L ‘
Push‘ing another child on the swing' . -
: M . ~ e -
Coope?atio 2 g P P ’
Sharing the scooter P 2
Sharing the rope _ . “
Sharing the tube - , ' !3 o
Sharing the tricycle S :
_Following on the tricycleg =~ =, .+ % . !
e R
_?;lr &"‘:‘ bt ‘h‘ - N “ ’"'f 3 e T Ng
Coordination TR, _a?, S ‘ S
, Riding on the back of a tq;cykg €2 - . : JA
. Pedaling a tricycle with_ g ding on the back oL
». Rolling a ball}aegveem‘ﬂ'né“rs o - "
- Pagsing a puck ‘between. . partners o o o : Y
Pulling a child ip & wagon ' “ C ¥ . i
'Throwing and catchiiig between partnera ) T Aol
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