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Abstract

 ResearchALbdiQ§tes that the absence of peer ingpractidns may hEVe
: M ,
negative conséﬁﬁences. This-investlgatlon examined changes in low

interacting chil, en syb;havior and peer acceptance resulting from .peer
’ A
. mediated technﬁques. with adult direction to social sk111 training.

Three kindergarten children'with;}ow teacher rankings/ratihgs who aisp
scored'low on behéiiﬂral and sociometric measureéhwerewassighed ﬁo’?
skillut;aining-conditidn utiliziﬁg a dhltiple baseline design, .During '
Phase I of treggment'trained pee;s initiated to the low interacting

children. prompting and praising social responsivity. In Phase II the
same trained peers prompted and praised initiation behaviors. Adult
direction was provided as necessary to encourage social interaction.

0y

Two observational assessmentsf&ere conducted for each treatment session *
throughout baseline and treatment phase conditiong. Sociometric and

teacher assessments of social . behav1or were conducted u n.completiop-of‘
the experimental procedures. The children spent a greater percentage of
'.time engaging in social behavior during phase I and phase ZI than in
baseline conditidns, and also evidenced~ga}ns in cléssroom peer

IS

acceptance and teacher ratings.

iv
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INTRODUCTION

The Problem
In the last few years there has been growth in interest in

_c_hiidren's social s’léill or competence. Several stpdies have examined
" social competence and demonstrated that many preschool and elementary
school children fail to acquire any friends or have only a few friends
at best. Hymel and Asher (1977) reported 11 percent of children studiedq"‘
received no friendship nominations and another 22 percent received only
one, Gronlund (1959) and Kﬂhlen and Lee (1943) reported sjidilar
results, ‘ . C .

| The yesuits of these studies are of concern aé there are many
negative consequences qf having few friends or of not being acceptéd by *
one's peerggroup. Unpopular children ;re moré likely to be {Pw
achievers in school (Bonney, 1971; Kohn & Rosman, 1972), to experience
learning difficulties (Amidon & Hoffuan, 1965) and to drop out of school
(Ul1man, 1957) than their socially accepted peers.

The consequences of low peer acceptance may go beyond academic
problems. Longitudinal and retrospective studies indicate that
childhood social isolation is associated with later appeari&g behavior
disorders. Children whg are isolate during school years were

répredbnted disproportionafely in groups of juvenile delinquents, school
it : quent

dropouts during adolescence and adults who experience ad justment
R EaR - ]

.

’:(‘ .

]
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'ﬁi‘”dbl’eiiii“(]fé’ff”‘ Sells & Golden, 1972), Other longitudinal ‘i-unrch
(Cowen. Pederson, Babigary Izzo & Trost, 1973 Michael, Morris &
Sorokes, 1957) révealed that children identified as socially withdrawn
were more ausc;ptible than socially comper.ont youngsters to be refccud
to psychiatric services as adults. Simi larly, Rolf (1972) prepented
data that indicate9 akeegative correlation between :dult psychopathology

and sociometrically "evaluated peér acceptance, A series of

retrospective studies (Birren, 1944; O'Neil
a large percentage of adults'demonstfatin psycﬁopathdlogy_were
described by caregivers and teachers as Qithdr as young children.
However; Strain, Cooke and Ap?olloni (19F6) pqinted out that both
longitudinal and retrospec;ive paradigms are methodologically‘éuspect.
Evidence linking peer relations to emot ;na ..vulnerability 1is
correlational in nature. Emotional vulnerability could lead to poor
peer relations as well as the réverse. In addition, the majority of the

studies relied on sociometric data that, although generally an excellent
L]

measurement procedure with good reliability and validity may have

-

shortcomings. Sociometric measures do not provide information as to the
6}igin of the problem and do not identify factors maintaining the

problem. What is responsible for felating or contributing to the

',\_,child's sociometric status remains largely unidentified. Yet, the

balance of evidence does suggest that social withdrawal in childhood can

be a persistent pattern for later interaction and that later intgfjgtion

can contribute to behavioral difficulties in adulthood. ~

2

obins, 1958) showed that,

4

F

b
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Peer relatlons from early chlldhood may also be a prerequisite for
successful development across a broad range of 1nd1vidual competenc1es.

~ Children may be developmentally "at risk" when they do not exper1ence

successful encounters with peers (Hartup, 977).‘ Peer 1nteract1ons are
‘essential to the normal development of[children in a number of areas,

1. Attachment and Sociability, Peer 1nvolvement may be linked to

Y 4
" TR
produc1ng outg01ng, active, non-anxious and assertlve behav1ors in

chlldren'(Hartup, 1983).

2. AggreSSion. The context of peer 1nteract10ns prov1des exposure to

-«

rough-and - tumble play necessary for aggre551ve soc1allzat1on.

s

,Chlldren 1earn to master aggressive impulses within the context of

the peer“culture (Patterson; Littman & Bricker,ﬂl967).

7

ho3..' Sex, Sexual attltudes and b351c sexual repert01re are shaped-

[}

prlmarlly by contaots with other chlldren (Klnsey, Pomeroy &

ot

Ma;tln, 1948) o

« )

“Development” Both the quantlty and quallty of soc1al

developmentr(Berndt Caparulo McCartney & Moore, 198Q Keasey,‘”

9. R

|

"reSiduals of.reciprocity. They 1nvolve gmve ‘and’ take exchanges whlch

are an essent1al element in social Skll]. ‘The re61pr0cal element 1n

peer 1nteract10n seem. to underlle both aggreSsive and sexual

L.

soc1allzat10n, soc1allzat10n of moral values and contrlbutes Lo soc1al~

competence. In add1t1on, soc1a1 1nteract10n patterns have demonstrated

. ST : .
. . o : L S
. L o _ § - o ;

i
w

part1c1pat10n and conversatldns ‘are related to the child's moral

In addltlon,_peer relat;ons are»egalltarlan in nature containing large
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stabilitE;:\Waldrop and Halverson (1975) found that young children with

}
1ow soc1abllity demonstrated the same behav1or pattern f1ve years later.

* .

‘Soc1a1 wlthdrawal cuts across all categories of exceptional1ty and can
| emerge .for a varlety of biological and env1ronmenta1 reasons,

Il

oo In summary, wlthdrawn social behavior 1s/a stable pattern of

~

* behavlors that 1s correlated with a variety of developmental processes

J

]
! both interpersonal and intellectual. Chlldren wlth a’ def1ciency may
also be at risk for‘éxper1enc1ng subsequent adult psychopathy. | Given p

'h the possible negatlve consequences of social withdrawal on development,

"detecting ahd modlfylng soc1al w1thdrawal at an early age'is critlcal

\
\
|
. r‘ /

There is a need for systematlc and effectlve strategles foy/the

i

/
/ .

! 1mplementat1on of programs to mod1fy soc1a1 behavior of young wrthdrawn.‘

' rhlldren. : o o o \.,]

The” purpose of the study was to examine the effééts of two phases

/

v,\§NLpeer med1ated soc1a1 sk111 1nterven;10n on the 30c1a1 behav1or .of
soc1ally w1thdrawn kindergarten chlldren. The ‘ peers for thls approach

_ were trained to 1n1t1ate ‘prompt and relnforce interactions ith the

-

SOC1ally w1thdrawn target chlld,ln Phase I, and prompt and reinforce the

/w1thdrawn hild for soc1a1 1n1t1at10ns in Phase II. Adult dlrection in

the form of - promptlng and relnforcement was prov1ded as necessary to . .

‘ encourage 1nteract10ns and was gradually faded " The aim of the two

phases of 1ntervent10n was to increase the percentage of time the
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withdrawﬁ.dhildren would engage in positiVeYsotial behavior wig& peers

; - D ¢
in the treatment sessions.

Research Questions

Subsumed within the question of 1nvest1gat1ng the effects of the

two: phases of. 1ntervent10n on the percentage of pos&tlve soc1a1 behav1or

are a number of add1t10na1 researchhzuestlons. They ave/' follows.

1. Generélizagioni At what level wi;I_pf‘ %wﬁkxggtiye

behaviors generalize to the classroom.free play’sétti f501ﬁdwing"

the treatment®sessions?
’ ‘ : i ;
2. Maintehance. Agﬂwhat level w111 the soc1ally wlthdrawn children
malntaln positive social behav1ors at a one month 1nterval

following' the conclusion of the 1ntervent10n?

o

\

‘3. " Sociometrics, Will the socially dei%)ed chfldren receivesincreased

'scores in peer fating end nominationsprocedures foigéwing

- . N 4 ' R 4

intervention? :

4. ‘Teacher;Perceptions. Will the socially w%thdrawn subjects show

“increases in teacher rankings and fatings as a result 6f the

intervention? L '

5: - Specific Social Behaviors. How will the two phases of intervention
effect the specific behaviors of initiations, responses;

percentages of talk behavior, percentage of time spent in continued

intgfaction and average length of interaction?

\



A .
Definition of Terms '

/]

Social skill or competence is a rather inexplicit term used to
descrlbe a rather wide range of behavior, varying in kind and
complexity, that is thought to be necessary,for effective social

S

‘ ‘ ‘ /
~ functioning, Libet and Lewinsohn (1973) defined social skill as the

abilitylto behave in ways that are positively rewarded by others and not .

to behave S0 that one is punishéd or 1gnorsd by others, Combs and Slaby

(1977) deflne soc1al skills as "the ability to interact with others in.a

given social context in specific ways that are societally acceptable or
'valued and at the same time personally beneficial, mutually beneficial,

or benef1c1al primarily to others": (p;162)

Others have conceptualized social skill in somewhat more'global
terms (Asher, Oden &-Gottman, 1977; Asher, Singleton, Tinsley & Hymel,

19%9; Gottman, 1977). They view social skill level as being reflected

~

. in the degree of a child's acceptance'in the peer group. Thos children

w1th a high degrae of social skill are likely to be more accepted by

-/
peers than children who are less well accepted by peers. /

-/

A slightly different approach to identify social sﬁill involves a

competence correlates approdch in which certain behaviors have been
shown to correlate with a criterion of social competence (i.e., peer
acceptgnce level). Oden and Asher (1977) found that four general
categories of behav1or appeared to predict social acceptance:

part1c1pat10n, cooperatlon, communication and validation support.

Similarly, Gottman, Gonso_and Rasmussen (1975) found that well acceptéd'



o
u

children displayed significantly higher rates’ of greeting, asking for
and'giving'information, extending an offer of inclusion, and effective

leave‘taiing_in‘role.playing situation.

«

v 'A  In view of the complexity of the construct pf social skill or

competence, no sinfle definitibn is adequéte and sufficiently -

comprehen31ve to include all social interactlons.

A number of bther definitions are utii;zed within the context of

Copy
.

this study.

Social interaction. This 1nvolves reception of socialg'ﬁ§$¥

R
peers and initiation of SOClal interaction toward beets. It may be

»IO .
\ .
verbal or noﬁcerbal. : S .

.

.. .

.~ Social interacﬁion code. ‘Fivé second, fiveQEatggpry interval recording
B . ) 1 . S

( coding system that allows observer to record individual children's

.

Sociai_intéraction. The code provides a percéntage\6f5positi§e
social behavior, percentage of talk behavior, pércentage of
interactions that are continued, rate of starts, rate §f answeré
and average length of ipteractions.

Initiations, Behaviérs~which may begin an interaction with bhe‘or more
peers and ‘may Be verbai or nonverbal not apparently elicited Hy
another person s immedlate proceeding initiation,

Responses., Behav1;P\wh1ch is in response to a peer's inltiatlons.

Start rate. As recorded on the social intervention code 1t is number of
starts/infiiations per minute. , ; ' 'v\‘ L

Answer rate, As recorded on the social in‘eraction cbde‘it is number of

!
i

responses - per minute,

N\

{7

éﬁtion from
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Social withorawal An absence of peer social interaction. Chile,m‘

‘ typically refrains from social interaction with peers, inability to

communicate to peers in their. environment.

‘Positive social behavior. This covers»all aspects of positive social

Q behavior. It includes the behaviors of orgenizing_play, sharing,

essisting, telking, touching eno smiling, It also'includes geme

related behaviors snch‘as waiting for turn, - This will be measured

using t¥e social interaction code, \ |

Peer reinforCement. The peer rewarosvthe child in a positive way etther
| verbally or motorically. | | {

'Peer initiations. This is yhere the peer encourages,the target chili‘to
| interact. zHe/she attempts to_engage the child{in a play activity.

Peer promptingf This refers to what the peer says end does eoecificelly:

to get the child to perform a specific social behavior.

Delimitations -

In this study, the target subjects were three socially’withdrawn
chklf:in, four years 11 months to six years of age enrolled in a
kindergarten'in‘the Edmonton Public School System; These three children
_ uere selected for intervention as they ecored low on teacher ratings and
rankings, received low scoses on the soCiometric meaeuresvof peer
ratinge and peer nominations and were observed to'demonstrate low rates
of social interaction utilizing the Social Interaction Code

observational system. The peers who were trained to carry out the

q‘
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intervention procedures were also enrqlled in the class staffed by one.-
certified E.C.S./Special Education teacher and one instruction aide,

The study took place“over an eight month.period with subject
seleation taking ;lace in November/December inter vention from January
through lﬁfil”and follow up in May/June. Duringbbaseline and treatment
phases observations of each child were gonducted two to three times
Qeekly for a total of 12 weeke per child. ’Durinaﬁeach observation
periqd,'aftotelhof 10 minutes of observational data was collected for
* each chilaiuhder'stﬁQy, 5 minutes.in the treatment setting and:S ;inﬁtee
~in the classroom freeplay setting. The observational system allowed for
the coﬁtinudus recarding ofball‘of the codeble behaviors of the child

when they partlcipated in play sessions. A multlple ~baseline across
i

subjects was used in order. td evaluate thé effects of the treatment,

Limitations
e

The study's generelizability is lihited in that the children were:
not randomly sampled, but-represented pert‘of an l:tact kindergarten
&lass. . The.target subjects were chosen because of their low sociometric
~scores, teacher rating and ranklng scores and low levels of social
interaction as observed utiliz:ng a social interaction observation codef
In addition, the .age range of the children was limited to five to six
years of age and although the subjects wece not selected by sex all

three target children were boys. The generalizabillty is also 11mited

_ in ‘that the sample size was small and only one setting was utlllzed

{
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In‘order to imbrove the generaliiability of the results, the

treatment results were replicated over all the subjects, ;In addition,
althqugh all three eubjects were selected on the same criterion, their

characteristiés in terms of intelligence level, background experiences

s

and range of problems was heterogeneous., The single setting makes it

——

possible to identify the variables responsible for the treatment effects

across subjects. ‘ : ‘ '

g

A lack of control over certain extraneous variables which is”

inherent in naturalistic applied research places some llmltations on the

' -
1.7

degree of confldence with"Which inferences concerning treatment effects
can”be madel In parnleular, the use of observational methodo}ogy can
pose a significant threat to the internal validity of this study through
such factors as observerybias, obeervéh drift or the reactivity of the

measurement process. However, as will be discussed in Chapter Three,

caution was exercised in the design and usedof the observational

[# .
-

methodology, in order to minimize the confounding effects of those

factors.

" Significance -

.This study clqsely examines in detail the effects of two phases- of

peer mediated social skill intervention on the social behaviors of three

- ————

kindergarten ch%ldren. It demonstrates that not only can preschool

] . _
trained peers successfully initiate, prompt and reinforce social

behaviors of ;itﬁdrawn children, but they can also teach specific social

N



11

behaviors such aslinitiations. This study also demonstrateg th?tAthe
positive social behavior gains made by the witﬁdrawn subject usiny this
method are generalized to the classroom and maintained over a one month
time period, Data demonstrating gains in sociometric status and teacher
jddgments of social competence are also generated.

Overall, the two phases'of peer mediated‘sqcial skill inter@entién

-

oupled with minimal adult intervention. suggests that this type of
a & :

" kt .
intervention has possibilities for hse'iq“kindergarten situations.
, e |
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CHAPTER 2
LITERATURE REVIEW

Introduction

The literature on early peer relations previouély reviewed
indicates that successfql interactions withgﬁéérs are neéessary for
normal growth and developﬁent (Hartup, l97i%' Without such contact,
children are prone to developmental dblay and moreovqs, social isolation
may result in behaxlor d1ff1cult1es throughout life. Effectiye
intervention techniques must be employed to influence the socially

wlthdrawn children to develop appropriate soc1al behaviors.

'

Adult Intervention

In the last decade increased attention has been focused upon peers

as intervention agents to facilitate social interaction. This movement

has been based on empirical and practical considerations. First.»gd&1§~

———

mediated techniques which can produce and maintain increased levels of

social behavior are difficuit to apply in appliéd settings (Strain &
Fox, 1981). For example, thé use of contingent adult attention to

modify social behavior requires considerable teacher time and attention.

Second, adult attention as an effective agent of change may be

limited by a number of factors. Contingent adult ;ttention can produce -

substantial increases in the percentage of positive social behavior

12
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exhibited by the child, but may not be successful in developing typicél

effect of adult intervention was an increase in the frequency of '

-

discrete social events, however the intorzention TI'imited the duration of

social exchanges. Adult reinforcement may even serve to terminate
ongoing interactions between children (Strain, 1980), or produce

increases; in brief, artificial -interactions (Hops, .Walker & Greenwood,

——

1979). In play activities, there are many situations in which the

child's behavior following an adult-controlled intervention program

remains dependent on the presence of the adult (Redd, 1970), or

contingent adult attention may actually distract the child from ongoing
y “ :

peer interventions (0'Connor, 1972). Moreover, Shores, Hester, and
’ t

, f :
Strain (1976) noted that the presence of adults during play tended to

{

*\;educe the extent of child-child interactions. In the area of

o

promoting social interactions, contingent adult attention and related

]

adult“directed~techniques may, as shown previously, be detrimental to

——

successful social skill intervention. However, adult intervention may

A
~»

play a critical role in some instances.:

Contingent teacher attention can bring children into sitfiations in

X . o
which they are more likely to experience_ﬁrcial interaction (Buell,

Stoddard, Harrist & Baer, 1968) as well éé provide consequences that
will reduce behavior that will interfere with positive interactions
(Twardosz & Sajwaj, 1972). In addition, children who display véry low

levels of social interactions may require the direet gssistance of

*social intervention, Strain and Fox (1981) found that the day—to—day\‘
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adults in the form of ptompting and reinforcement to establish initial

levels of social interactive behavI&F, ™

Peer-Medjiated Intervention

Evidence from naturalistic-observational research (Charlesworth &

Haitup, 1967; Guralnick & Paul-Brown, 1977) and intervention (e.g.

Johnston & John;ton, 1972) indicates that‘peer-interaction is not a
random process, bht’rather that numerous peer contingencies have a
signifitant impact on the develnpmsmt and maintenance of peer
interactionﬁ. Children exert a powerful influence on each other's
sotial behavior. If peer 1nf1uence plays a dominant role in the natural
development of social competence, then‘it seems'logical and reasonable }
to use péer§ in the purposeful development'of nitﬁdréwn cniidren's

_ ‘ . _ : N _
social skill., In addition{ peery must play-a central role in treatment -

if new levels and ﬁétterns of 'social responsiveness are to maintain

following the termination of intensive intervention (Strain-& Fox,

1981).

RN

The purpose of this section is to examine the Aeveloping body of

-literature on the use of peers as effectivé‘and efficient instructional

resources to influence behavior change in socially withdrawn children.

AS

A description of peer mediated strategies have been reported in the

»

literature: a) peer reinforcement, b) peer social initiations, c) live

peér modeling/imitation, d) combinations of peer strategies, and e) peer |

‘tutoring,
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The first strategy, peer reinforfement, involves training peers to

reinforce desired behaviors emitted by the target children, Wahler

(1967) exanined the effecta of peer reinforcement and ignoring on
subject childrqn's patterns of behavior. He found that children's
social behavior could be affected by peers contingently attending to or
ignoring specific behaviors, Further, Johnston and JEhna;on'(l972)
found that‘contingent peer attention was as successful as a token sy:tem
and teacher ‘attention in improving rates of correctly articulated speeeh
sounds. and was the only strategy to produce generalized effects in
other settings.

Peer social initiations, the second strategy,'involves training
peers, within a rqle-playing situation, to use verbal and motoric
betaviors in initiating social interactions with the target child, This |
strategy has been successful in increasing'target children's positive
social behavior in terms of both responses to the initiations of others

as well as the number of tive initiations emitted by the target

child (Raglund, Kerr & Strain, 1978; Strain, 1977 Strain, Kerr &

'Raglund. 1979 and Strain, Shores & Timm. 1977).

; Despite the success of the peer initiation approach there appears
to be a direct relationship between the level of social behavior of the
subject prior to treatmernt and generalized outcome of treatment (Strain,
1977; Strain et al., 1977). Children who demonstrated Very limited
verbal and social_bghaxiors prior to intervention exhibited marginal
increases in social behavior during treatment and limited

generalization.!This suggests that these children may require moref‘
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intensive training procedures such as adult prompting and reinforcement
to initially draw them into the social interaction, i | L.
The third strategy, live peer modeling, involves wit'll(_!igwngchildru'\ *
viewing a peer engaging in specific poni‘tive social behaviors. Apoi loni
and Cooke (1973) described a series of studies (Apollont, Cooke & Cooke.
¢ Y977; Cooke, Apolloni & Cooke, 1976; Cooke, Cooke & Apolloni, 1977;
Peck, Apolloni, Cooke & Cooke, 1976) where withdrawn/dela.xed chj.ldren

were successfully taught to imitate behaviors modeled by . peers suc{as

¢

Peer reinforcement, social initiations and peer modeling constitute R

verbal skills and social behaviors with adult prompting and
reinforcement. Live models can facilitate the performance of discrete

social behaviors and of more complex interactions.

) L
rather dism intervention techniques. Several studies have involVved

the use of peers in a combination of procedures that donot fit easily
into well-defined categories. These procedures may include a

{
combination of peet" prompting, reinforcement and modeling, Guralnick

{1976) found that a combined strategy of peer modeling, grompting and
re1nforcement produced a substantlal change in the social play and
vérbal interaction between the trained peers and the withdrawn subjects.
Shafer, Egel and Neef (1984) reported ‘that a peer training strategy of
direct prompting and modeling resulted in higher levels of pqsiFive
social interaction between the peers and éubjec_ts. In addi‘tion. fhese
increases were maint:ained during free play probed and untrained peers

\d
subsequently increased interactions with the subjects.

Y
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urth and final sﬁfategy}*peer'tufbring, also involves te use

[N

. e B g DR ‘
of a combination of peer strategies. However, the use of these
' Ve i X . . ‘ . ‘ i ’ ‘l

strategies is to teach specificbsocialhh:haviors r2ther "than to elicit
. ¢ ' x. > : ' . o

‘SOCial participation and interaction. The benefits of peer tutoring

‘are’betieved to include]increases in motivation and task involvement.~

In'addition, lncreases in self—esteém, prosocial behavior and positfre

]

‘attltudes towards school are belleved to occur, although the evidence is
: & :

~not. consistent (Hartup, 1983).g'Children are effective,teachers of one

another ‘as tutoring Utiii;és'theﬁpotentialkéXiStiﬁg in peer interaction
'for constructive eduCacional‘endé»(ﬂa?tup,,1979L' Lancioni- (1982) found

that normal children EOuld teach specific social responses to retarded,

Qifhdrawn;_élementary school age peers. Target'subjects developed'

skllls in the areas of 1m1tat10n, cooperatlve play, and verballzatlon of

positlve comments through the use of peer modellng, relnforcement and

Om t n . “" .Y,'c:)‘ - “ ' . - PR
 prompting e o

Peer medlated lnterventlon offers many 1n$fruct10nal strategles

: that may be: employed ‘to 1mprove the social functlonlng of the w1thdrawn .

child. Peer.lnltlatlons contingent soc1a1 relnforcement promptlng and
¥

N
Ay

modellng are . all’ procedures whlch have demonstrated effectiveness in
imprOV1ng social skill, Peer tutoring has also been effect1ve and it

utlllzes the proven effeCtiveness of the-other peer.mediated‘strategies.

In addition, peer mediated strat&gies produce gains equal to, or greater

~than those associated with‘adult—medieted idterventionvaﬁd reSearoh

‘appears .to indicate that a higher level of generalization and
A 3 o ’ ’ g ’

I

3
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maintenance is Seen as the result of peerjmediated treatment (Strain &

“ ’ ' . “ \:ﬂ‘ N . 8 ‘,5,
Fox, 1981), L a8
i : o
Summary - | - | @
/ B &

?

In summary, there is a ﬁeed for interventiod for children who

exhibit a low incidence of social inteaacﬁion.in the preschool years
v
g1ven the overall stability of social behav1or patterns and the xrnp**le
negatlve consequences of social w1thdrawa1. Peer mediated pr- *ﬂé@ a3
ut11121ng peer initiations, prompting and relnforcement to both elicitb
and/or teach soc1al behav1ors offer an alternatlve for remediatlon of
social withdrawal. These procedures coupled,with adylt directed
techniques: such as prompting and feinfo;cement to‘draw withdrawn
children into the interaction and prevent conflicfing behaQioré could

prove to be very effectlve in modifying wlthdrawn social behavior

patterns in preschool chlldren.

Generalization and Maintenance

] : o
An important consideration for any social skills training program

is how to increase effectiveness-by ensuring that newly acquired social
skills will be applied in situations outside of the treatment setting.

'This-is‘usually termed generalization. The fationalé for‘emphésizing,

o

generallzatlon is that "a. functlonal behav1or change, to be effective,'

&

often must occur over time, other persons and other settlngs and the

-
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[

effects of the change sometimes should spread to a variety of -selective

behaviors (Stokes & Baer, 1977),. (
Generalization does not naturally occur as the result of most
educational training programs (Baer, Wolf & Risley, 1968; Kazdin, 1980).

Generalization requires an active role on the part of the trainer and

[V, ———

must be programmed into the teaching situation. Procedures to promote
generalizatlon need to be a focus inall tralnlng strategies. Stokes’
and Baer (1977) descrlbe several procedures for promoting generallzatlon
beyond the tra1n1ng settlng,'lncludlng maintenance over time and
transfer across settings. They are as follows:

1. Teaeh behaviors that will be supported byvthe natural environment.

In u51ng thls procedure tralnlng is de51gned to ensure that the new

- -~

' repert01re of behaviors will be supported and maintained by natural
: |
contingen@ies in the child's environment.

”,

i

In social skills tralnlng; the sdtlal interaction skllle
taught shouigizgsupported by peersr For example, following the -
ﬁlearnlng and practice of social 1nitiations in phae?:II'treatment
the child Should experience positive consequencesrfrom.other
children when this skill is used 'in the natural environment,

: Serv1ng to malntain and’ strengthen thlS skill,

___2.___Ieach a variety of responses, To-obteln generalizationxmultiple
examples and responses should be included in training. Many
diversified responses can be taught in soeial skills training
through behavioral interactions that include a widé variety of

situations. This increases the_child's ability to function in
- : ‘ L I , -
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nt situations. “In this investigation a variety of play

were utilized that required diversified re9ponses.

Train loosely under varied conditions. To train %Qosely stuo;nts
are encouraged,to initiate their‘own situations and responées. thus
ensuring that somethingimore than one particular response io
learned. In this investigation tne subjetts téteived a minimal
amount of direction from the adult supervisor and had to create
their. own interactions.' 63’

Using varied conditions, or a‘variety‘of stimuli, onn also.

increase the generalizability of the skills being taught in that

they will be associated with many stimuli inrtead of a specific

few. As specified previdﬁgly a wide Vatiety of‘play'materials were

utilized from basic objects to dramatic play stimuli.

Train in a setting common to the natural. environment,

[}

Generalization is facilitated by making the training situationas

similar to the natural environment as poséible.‘ In this
. . 4

investigation the inclusion of peers from the classroom were

includéd in the treatment setting ‘iﬁwell as materials from the
classroom play centres. B

Fade training consequences to approximate natural contingencies.
Adult superv131on in the form of prompting and praising was

graduélly faded according to a fixed schedule, 1in this

investigation, until the training consequences remaining, i.e. peer

reinforcement, were those resembling natural contencies in the

.

classroom,
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6. Use of peers., Péérs may‘be usefulito help mgintain b;ﬁavior and to

ensure its transferiacross settiﬁgs._ Peerszweré'incérporated into

this investigation in different ways through peer iniciationé, peer
vmodeling, and peer reinforcement{

‘_Severai stuﬁ&és have reported success with”%hg use of peer

approaches in behavior generalization (Strain, 1977; Strain et al.,

1977). However, in other studies the use of peers has not lead to

sustained training effects (prs, Walker & Greenwood, 1979), In the..

methods utilizing peers, durqtion of f;ainingband target populations
havé varied considerably. Thus, the extent to which peer training can

Op£imize maintenance and transfér ?emainé t6 be elaborated. . %ﬁﬁ
In summary, generalization is an impqrtan; consideration Q% all
social skill training programs. Without generalization of new acquired
Asocial skill repertoires, new social skills wifl probably be utiliczed
6n1y in the treafment'Setting; which is not the goal of the training
program, - Most importaptly, generalization should be planned for in the
training proceés. _The generalizationvféﬁilitatdrs previously described
- were pianned as an integral part of this social skills fraining program,
hobefully magimizing thé effectiveness and responsiveness of the
. . \ o ‘

tfaining.

Another very important dimension of generalization is that the

| )
behavior' change' endures over time; this phenomenon is known as.

maintenance (Paine, Hops, Fleischam, Guild, Walker & Greenwood, 1978).

One means to evaluate maintenance is to compare post-treatmeng!.

<
Cnly

asgessment data with treatment and pre-treatment data. The child .should

Ve
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still be functioning closer to or above levels observed at the end of

treatment than before bégihniﬁg treatment. Pdine #t al, (1978) .

W,

indicated that:

/

If the follow-up is conducted more than a few days after the post-
test, if it includes more than a single measurement, if the level
of responding has not fallen off too sharply since intervention,
and if follow-up data is not trending in a counter-therapeutic
direction, then it could be concluded that a socially significant
level of maintenance has been achieved (p.34). ~

Another procedure to evaluate maintenance is to compare follow-up

"data with appropriate normative data (Walker'& Hops, 1976).

Summary

Generalization of newly acquired social skills to situations

outside of the treatment setting is an important consideration for any

1 3
social skills program, hThis'generalizgtion mustibe programmed into the
teaching strategy and require an active role on the part of the trainer.
Procedures for promoting generalization were considered in the treatment

phases of this investigation. . '\



CHAPTER 3

METHOD L

A. - Subjects

The sub;:}ts fof the study Qere énrolleﬁ in a one-half day
kindergarten in the Edmonton Public Schooi systeml This particdlar
kindergarten was sélected,aé the teacher had expfessed a number of
concerns about the social compétepcies of several ofﬁthe childrgn in the
,clasé and Jas willing to partiéipate in the studyp From this'élass
three target ch%ldreq were selected.on the basis of a combinatién of
social skill measures to be discussed further in ;his.chapter;

The initial social skill selection mgthodrwas a teacher ranking.
The teacher was required.to list all of the students in relative order
coftesponding'to their level of interéction. The lowest ranked child
indicated that in the teacher's opiﬁion, ﬁhat child would demonstrate
- the lowest rate of interactive behaVidr while the highest ranked clkild
demonstrated the highéstérape of interaction.'1 ‘

After rank»ofdering'thé children, the teacher then cohpleted a
Sééiai'Behavioﬁ.Rating Scale on each of the children. This teacher
‘rating scale consisted of eighteen.i;ems on twovalternatg forms that
examined (arious specific areas of social ‘interaction skill rated on a
five poinﬁ Likert system. A score ofJBné was treated as a false

. ) A e
description, three as moderately cescriptive and five rated as very

“descriptive. Each child's average score was determined. The children ghl

23
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.whose names were identified by the teacher as being one of the five
lowest interacting in the class ranking and who‘receivedia below average
teacher rating of three or less on the teacher rating were considered” as
target subjects, | ‘ ' "t
Behavioral observations of.the five identified'children were

\

conducted within three to seven days after the teacher selection process

was completed The behavioral observation consisted of three, fiv:~
minute observations of each subject, conducted over two days in
classroom free play perlods. Observations involved use of the Social
Interaction Code which is a five second interval-éecording system where
4instances'of positive social behavior, negative alone, start, answer and

talk behavior were recorded. From the observations three-pe:dgntages of
positive social behavior were determined and the children's socral\
behav1or compared to norm charts. Hops, Guild, Fleischam, Pain, Street, \\\\\
Walker and Greenwood (1978) provide soc1Ll behavior screening chart for
kindergﬁrten children that indicates that a percentage of social
behavior below .26 percent is considered soc1a11y withdrawn (see Figure
1); This chart compares favorably to norm charts published by
Greenwood, Todd, Walker and Hops (1978) that identified withdrawn. level
of interaction as .25 for females and .26 for males at age five (se:
Figure 2), Four of the five subjects initially selected from the
teacher ratings and rankingsﬂfellrin the socially withdrawn ranée as
determined by-these norms., -

The final stage of the selection process involved two sociometric

measures, A rating scale and nominative procedure were administered in



Percent Social Behavior

' Figure 1

Norm Chart Hops et al. (1978)

'
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Grade Mean Standard Deviation
Kindergarten 44% 18
First 47% 20
Second 54% 16
Third 70 18
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Figure 2

Y
Norm Charts Greenwood et al, (1978)

4

NORM TABLE FOR TH§ ‘CHILDREN OIS(IV!D. DURING 19724

FREEPLAY INTERACTION RATE SC'OII--'!MA&IS

00 10 .30 .30 .40 g0 40 20 10 %0 1.0 K} 1.2 ¥ ACE

S vean o010

4 YEAR 0.

S Yeat Ot

& YEAR OLD

7 Yias o0
WITHDR AWN AVERAGE ABOVE AVERAGE

FREEPLAY INTERACTION RATE SCORE--MALES

00 10 20 20 40 50 40y 40 80 10 1) L2 13 AGE

9 .

k 3 YEAR OO

4 YILAR O

$ Yiasr Oi0

6 YEAR OLD

\. 7 v8a1 o0

WITHDRAWN AVERAGE ABOVE AVERAGE




Figure 2 (con;inuec_i)
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the classroom, to see if in fact the four subjects identified so far
. were children with low—Eeer acceptance. The rating scale requires_all
the children in the clessroom to rategeach classmate eccordiug to how
_much they liked to "play with" a peer by pointing to a.happy face scale
while viewing the clashmete'a picture. Each child's scpre was enb

-

average“rating received from the entire cless;J%The nominatioh hrucedure
re@u&red each child- ‘to select from all the pictures of his/her
classmates three children they would like "to play with" and three
Mchildren they would not 11ke "to play with "‘ From the four" possible
target subJects only three children received low rating scores and

] ‘o -

nom1nations ‘as ch11dren that thelr classmates would not like to play_

with.

-
The three tergetlsubjects selected were all boys rsnging in age et\r
the inrti;tion of the.study from 4 years 11 mohths to 6 years of age,
The children displayed no hhysical ahnormalities; were ambulatory and
'possessed varying levels of language‘codpetence and intellectual
~'functioning (see Table 1).
,The'peers who were trained to mediate the 1nterventioh,were alsoﬁ
’~enrolled in this kindergarten class. They were selected on four bases:
1) they attended. school regularly, 2) they had high levels of social
interaction and were judged by the teacher to be socially competent'

3) they followed adult directions well; and 4) they harbcfEd no bad

feelings towaqﬂ the target child with whom they were matched.



Table 1 £

Subject Cﬁaracteristica

-

29

- ~ Age at
b R Iniciition
Subject, Date of Birth of Study  Sex Characterisp(:s
2 ’ November 15, 1980 6.0 M 1IQ 74 on WPPSI. Speech
{ articulation problenms,
; fine motor delay,
% behaviqr problems. :
1 October 7, 1980 - °5.1 M  IQ110 on WPPSI. Mild
& | ;}ticulation |
? diffzculties, visual
. motor difficulties
’ .
3 December 2, 1980’ 4,11 M ~IQ 89 0!_1‘ McCarthy

b

Scales of Children's
Abilities. Language
delay, delayed

readiness skills.
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B. _Setting

AThe‘treatment and peer training took place in a small room down the

‘hall from the classroom. It contained a small table and chairs and play

©

materials were available to the children to select from, The room was
quiet and free from distractions. ) | |

The Elndergarten classroom was staffed by a teacher trained in
speclal education and early childhood and.one instructionahﬂai&e,
Almost everyday a parent he‘per‘eame in to assist with basic chqres.
Twenty-two children attendld the class including the subjeets in the
- study.. The classroom was set up as kindergartene typically are with a
number of play centres. The children were allowed 45 minutes of free
 play daily where they were allowed to choose where they would like to
play wlth a minimum amount of adult direction, It was during this. time

R M

basellne, generalization and maintenance observation data were

colleéted. *

-

———

C. _Research Design
This investigation employed a single subject reSearch design in a
multiple baseline across subjects. Baseline data was initially

collected simultaneously across the three individual subjects, When all

s
,:-

baseline data, percentage of social behav1or, exhibited stability in’
level and trend in both elassroom and treatment settings, phase 1

Yintervention to the first baseline series occurred. This intervention



‘| coincided with an abrupt change in theffirst data series, whiIe‘thé,‘f

i

,other baselines remained stable, After six treatment .days, intervention

was’intfoduced into the second baseline series. * Again the same abrupt

r

) behavior change was demonstrated whlle the unlnterrhpted basellne ‘series

e 5

' remalned unchanged. This process was repeated in the third series until

¢

phase. 1f1ntervent10n had been applled to each Chlld

) The first interventxon phase of the de31gn prov1ded a. basellne for
B 'j? * - »
phase. II. The level ofhtarget social behav1or changed with the addition

. of phase IItintervention.‘ Again the 1mplementatlon of the phase II

1ntéxyent10n was staggered across subJects unt11 each child recelved

1

phase IT intervention. Figure 3:is a graphlc representatlon,of the>’.
-design across-gubjects and conditions"utilizing data from the classroom

generalizatiOn setting on positive social behavior.‘-, .
o,

Each subJe;t was. exposed to. four COﬂdlthnS( The condition

sequence for each subJect was. as follows ShbJect 1—~5creen (3 daysL

< ———

basellne (6 days), phase I (12 days), phase II (12 Qays), SubJect 2—-
screen (3 days), basellne (12 days), phase I (12 days), phase II (12

daye); Subfect I--screen (3 days), basellne (18 days), phase I (12

o o ) ‘ : o ) 3

,Single-Subject Design - . o : . B
. A e : S g
. . . B} . L N L o ’ C o ) "
A single-subject design was chosen as the focus of this
investigation was on the individual child and how the individual learner

functions:in'response to two phases of peer mediated social skill '

v
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inﬁé?véntion{ Singlé—subjeet designs'give a representation 6f the
individual subject's responSeé‘tbftreatment variablesvwhich may not be
'repfpsented by the éverage performancé qf a grou?ﬁqﬁ students (Borg &
Gall, 1983). | '

_Another impgrtan; basis for selecting a‘singlerquect design was
thatuthe measurement of behavior change resulfiﬁg from treatmenﬁ

requires repeated observational .measurements, Single-subject designs

/

facilitate the measurement of the dependent variable over time, In this
study the social behaviors of the target children were monitored in both
classroom and treatment settings over two phases of treatment. It was

 important to see how each individual responded to the treatment. In

.:‘l““""
. N

F%ddition, the examipation of;effects of treatmgnts across individﬁals
\ helps to idenggfy which tfeatmeﬁtéjmay be suited‘to‘specific individuals
(Birﬁbrauer,‘Pétersoﬁ & Solnick, 1974). .

:Ahothe# advantége of fhe single—sub}éct designg;s that it minimizes
va;iability'dqq to iﬁdividual.differenceé——a)strong éonfouhding\factor
in behavioral research (Sulzer-Azaroff & Mayer) 1977, p.445). The

individual's behavior under one co;aition is cempared to that ﬁnder
6
%'othér cpnditfons. Alszg with single_subject d%signshbehavidral change
fiSfeasily observed and éreatment effects-deﬁermined. ..

=]

Mulfiple'Baseline Design

‘Multiple baseline designs are often utilized in single-subject-

£

designs when the reinstatement of’’baseline conditions in an A-B-A type

o
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design is not possible (Borg & Gall, 1983), This'was a concern in this
‘1nvestlgat10n as it may not have been possible to return to pretreatment
baseline rate as the behaviors may have become naturally reinforcing if
the social behavior of the subject becomes "t rapped" into the existing
social network (Baer & Wolf, 1970). Ifﬂthe target behaviors did not
retern to pretreatmeet baseline rate after treatment was kithdrawn.one
could not conclude that the treatment had an effect, even though the
target behav1or changed rapidly from the 1n1t1a1 baseline phase to the
‘treatment phase (Borg & Gall, 1983), As an.altern@tive4 amultiple- o
baseline design-was used te investigate the.t;eatmept. :

In a multiple baseline across subjects the treatment is appiied to
different subjects at different pointsﬂ in the inves'tion. 1f, t'he

measurement of the target behav1ors varg as expected, o en-reésonably

conclude that the treatment condition wa‘sthe cause of the changes in
each child's behav1o§5 Each child's behavior is 1ndependent of the
others ang this independence is demonstratedvby a change in the child' s’
behavior,to which treatment is being applied while the other children's
behevioremé}ptains a stable rate, Tte demonstrated changes can be used
to make casﬁal infereﬁces (Borg &'Call, 1983),35 research literature
indicates that the reﬁlicatioq of tfeateent effects across three or four
subjects is sufficient to adequately demonstfate the effects of
experimentelwtreatment (Hersen & Barlow, 1976). Furthet.'an analysis of .
the treatment effects displayed by the sub jects may Be helpful in the

'fotmation of plausible hypothesis concerning the interaction of

individual characteristics and the treatment strategies.



"A multiple baseline design may be limited as prolonged baselines
.fgxﬁindividuals'not yet receiving intervention méy produce extinction

)

effects and raise questions about ‘the ethics of postponing intervention
e ) . '

v for children ready to learn (Sulzer-Azaroff & Mayer, 1977). Although -
implementation of the intervention was delayed for the second and third

subjects the time period before treatment was instituted was a

relatively short period of time.

D. Instrumentation

A total of five social skill measures were utilized in this

invesfigation. The following section describes, in detail, the specific
o, «

instruments and the manner in which they were administered.

Behavioral Observation A

Natural obsérvapion was the priegfy megsure uisg to evaluate the»
effects of the fwd pﬁases'of intérvention.. The observation system
employed in this study is a modified version of the Sbéial Interaction

 Code devised by Hopé,,Flgishman, Guild, Paine,?Street, Walker and

Greenwood (1978) pﬁblished'in the PEERS--Procedures for Establishing
. ; . ' o '

Effective Relationship Skills manual, This revised system utilized five
distinct behaviorvcategories which allowed the continuous‘recording of

‘the behaviors of the target‘child. COmpiete dgfinitidns of each of the

categories were provided (see Table 2) in order to reduce as much as -



Behavior Categories

"PS" = Positive Social

2

"NA" - Negative Alone

"S" = Start j
"A" = Answer
"T" = Talk

g
Table 2

Social Interaction Codes

Definition

"This is used to record all éspecté'of

positive social behavior. Included are
socially interactive behavicrs directed at
others which may be both verbal, and
nonverbal, e.g., talking, touching or
smiliftg. Also included are game-related
behaviors which are not interactive,. For

‘example if a child is waiting for a turn

in a game,

This is used to record all aspects of
social behavior which are negative and/or
aggressive, or behavior which 1is
nonsocial. NA can also be coded by the
absence of any positive social behavior,

This is used to record behaviors which may
begin. or initiate an interaction with one
or more peers. It is recorded whether'or
the peer to whom the behavior directly
responds. This code is not recorded when
initiations are determined by a* game or

activity,

This code is used to record any behavior
of the observed child which is in response
to peers' starts or initiations. This is
not recorded when the response is required-
by the structure of the game or activity. ’

This category is used to record all
unstructured verbal interactive behavior
exhibited by the child being gbserved.

Talk behavior may be double coded in the

same interval as Starts or Answers wvhen
they occur simultaneously. )
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" possible the amount of interpretation and judgment used by the observers
when coding behaviors. : |

5 In ;his investigation observers manually Eecorded behaviors using
prepared data sheets., Each shee; contained ten rows éf boxeé, six
separate boxes in each row_fof a total of sixtybboxes. - Within each box
was a/series of five letters represenﬁing each behavior caﬁegory given,
“Each“%ox was identified séquentially by a number from one to sixty which
corresponded to aifive §econinntérvai with a beep on tape also
identified by a number, ‘The occurremce of the codable behaviors duringéw
thevinterval wés récordéd~by a slash, Each fivé second iﬁterval
required the coding of a PS to indicate the child being observed was
behaving in a positive socially acceptéble manner, or an NA to indicate
either socially negative/aggressive or nonsocial behavior, Either PS or
NA must be recorded iﬁ each interval. |

In addition to either of these co&es a S, A, and/or T to indicate
an unstructured start, answer and/or talk., T is coded for'vérbal
behavior whether or not.S or A have also been reétorded.

As ongoing behavioral exchanges be£ween a child 'and a peer . e
coded, a five second rule based on the five-second coding box is used
Help‘decide if‘an interaction has terminéted and a néw dne begun, or‘if
the same interactlon is still going on. Initiations by the child: or.

child responses to new initiations by the same peer are not coded unless

they follow one or more intervals in wh1ch~no starts or answers have

® C . - T
been coded. That is, if one or more five second intervals intercedes

between interaction instances, they are considered two separate
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interactions. Otherwise, they are counted as one continuous
v iy .

interaction., T is coded, however, in any interval in which the child
talks in a socially acceptable (unstfuctured) manner to any peer, The
» —_— ,

format of the data sheet employed by the observers is illustrated in

Figure 4,

Data collection was conducted two to three times weekly for each

v

subject through live observations in the treatment and classroamﬂ
settings, The decision to use live observation, as opposed to vidab}v
was based on the fact that space‘was limited in both settings and the
necessary equipment was a‘diStraction for the subjects, in addition,
videotaped episodes of social interaction are often difficult to code as
behaviors may not be portrayed clearly in a‘taped,atesentation. Live
observers ate more able to perceive behaviors and it has been
demonstrated that minimal amounts of information are missed throuéh the

/'\

vuse of live observations (Sackett, Rupﬁénthai & Gluck, 1968).

Reliability of Observations

a0

=, -

Observational method%}ogy was the ptimary measure ua?d‘ta eyaluate
the effects of the phases of intervention. Naturalistic observation is
the most)face valid'methdd%of asaessing'éhildren‘s social skill

(Gresham, 1981) and itmhaa several advantages. ‘g?turalisticnobservation‘
is sensitive to the effects of social skill-inter??ﬁtion techniques

o

(Bellack, 1979). They reflect’ changes in behavior after treatment and

o

are more likely to pick up changes than more global measures such as
° .



Figure 4

Social interaction Code

Name Oate
Teacher Consultant Page
TPuMnQ/In.CI‘:; Phase IenuD‘ D-—h-‘“x mﬂm ‘MD
1 2 4 S 6
[m\rssar]narsan]nnrssnr]mrssnr[nrssnt]nars,_:,dﬂ
7 8 9 10 11 12 =~
mrssnﬁmrssaﬂurssar]mrssnrlmrsSAr]mrssnr]
13 14 15 16 17 18
LUAPSSAI’]NAPSSATINAPSSAT]NAPSSAY[NAPS‘SATWPSSAT]
10 20 21 22 23 24
LuAPSSArjm\vssAr]uArssar[r«rssar]m\rssnr[ursSAﬂ
25 2¢ 27 28 29 _30 '
Lm\‘rs"sur[mpsSArjuArssnr]mrssntjursshﬂmrsSAr]
3l 32 33 34 35 36 ‘
[uArssar[mrssAr]m\.rssnr]mrssar]urssnr]mnsn‘ﬂ
Y37 38 39 40 . 4 42,
[nA r-s's;uﬂm»ssnﬂmrs\§a,t]mrssnrjursSAr|mrsSAﬂ
43 44 45 M 46 47 48
-[En‘SArjuArssnrTmurss’arjmrssntjmg;snt]mrssnr
49 50 51 52 5354
M\?ssnr]narsSAr[uAessAr]w\PSSAr]w\rssarl-urssiﬂ
55 56 57. 58 59 ‘60
mrssar[uapssnr]m\rssAr]uAPssnr]urssarTnArssnﬂ
O-,
A_]ally To Find " Compute ) Resuits
NA || Totst Boses __n*.___:w. .____.TB_M
PS Totst Minutes ™ + 12 _' M
S Percent Positive Socis! v + n-uoo — %PS
Peccent Talk mé X100 —_— %7
_ Start Rate o+ -t —  S/mweunte .
r— Angwer Rate wt " e A/ riraste
—— [ | Wmrevaction Rere [ xme____wlt___ s | - Afmennre
8 Start: Answer Ratio ot W —_— SA
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.

teacher ratings. Naturalistic observations are conducive to repeaﬁed
measures allowing the monitoring of the daily variability of a child“s
sécial.behavior and to establish trends in his/her pattern of‘responses.
It also allows‘assessmenﬁ of changes in behavior and observations
collected in tﬁe natural environment that assess operationally defined
individual behavié;g focus on objectivity (Gresham, 1981),

| As observatioﬁal methodology was the ‘primary meaéure used to
evaluate the effects of,the two phases of intervention, it was critical
that factors which couldhadversgly affect the reliability aﬁd accuracy -
be minimized. Five genefal categories have‘be?n considdéted to be
tﬁreagq to the reliability of.qbservation systems: 1) observer bias,
2) the effect of the observér on gﬁe obsetvéd, 3) contamination,
4) §bserver d;ift, and 5) the complexity of the behavior code (ijéu,
Peterson & Ault, Bofg & Gall, 1583; 1968; Johnsoﬁ & Bolstad, 1973;
p"zdin, 1977, 519‘78).‘- Each of \th‘ese factors will be examined and

iscussed in terms of how they‘were dealt with in this investigation.

t Sp—

: ' I : -
1. Observer bias. This, type of bias refers to systematic errqrs that
f \ s :

E | li
are traceable to characteristics of the observer or of the

L3 . »

obsérvationalvsitua;ion. This produces errors in a. single
dirqpt{pn,hyieldiﬁg égores consistently too hi§§ or }ow (Borg &
Gall, 1683% It is dgbbtful if any observations conductedyare
o completeiy free from bias as in the observation process each
observer brings into thé situdtion past experiences, perceptions,

emphasis and interp§etation. This form of bias was controlled

—
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somewhat through obtaining high levels of interobserver agreement
(see Table 3) on weekly observations. Generally the combined
records of two or more observers provide more reliable data than

‘the data of a single observer. In addition, biases have a greater

—— -
N

chance of‘operating when the observer 1is required to draw
conclusions or make inferences from behavior observed (Borg & Gall,
1983). In this investigation the observers were only required to
code observed béhaviors and the tallyiné and interpretation of
results occurred at another time minimizing this sougce of error.

The effect of the observe; on the obserQed. This categéry_can be
defined as the effects which "occur when the process of observing a
subject or. subject alters, either permanenle or temporarily, their
behavior" (ﬁéyﬁes & Horne, 1982,‘p.370). If this. occurs data based,
on recerded obsegvations will be nonrepresentative. of the‘actual
behavior and thus passes little or no validity (Borg & Gall, 1983).
Factors that may mediate reactive effects of observation such as
having the 6bservers refrain from in;erqcting with the subjects
(Bijou et al., 1968) and not recording any observation. for the
first five or tén minutes in Ehéﬁclassroom ffee’play situation
(Borg & Gall, 1983) were utilized in this investigation., In
addition, the students being observed were not awére of the purpose
of the observations< Finally, given the extended period of

measurement, the effects of being .observed can be expgcted to

dissipate (Haynes & Horne, 1982).
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Table 3 ,
Interobserver Agreement Scores for the

Social Behavior Subcétegories by Condition
&
?

o Range of Agreement
Category " Mean Agreement (%)
<
Positive Social
Prescreen 98.7 98 - 100
Baseline 98.4 93 - 100 .
Phase 1 .95.5 " 93 - ,98
Phase II 89.4 83 - 95
Follow-Up 87.3 85 - 90
Negative Alone "
Prescreen 98.7 98 «~ 100
Baseline $8.4 93 - 100
Phase I 95.5 93 - 98
Phase II - 89.4 ' 83 - 95
Follow-Up 87.3 85 - 90
Starts .
Prescreen 98.7 - 98 - 100
Baseline ’ 98.8 93 - 100
Phase I 96.8 93 &« 100
Phase 11 90.5 .93 - 98
Follow-Up 92.7 ' 90-- 95
Answers )
Prescreen 99.3 98 - 100
Baseline 99.2 98 - 100
Phase I 95.9 90 - 100
Phase II %4.3 88 - 97
Follow-Up 93.0 88 - 98
Talk . ’
Prescreen - 99.3 98 - 100
Baseline 99.1 93 - 100
Phase I . 98.7 97 - 100
Phase 11 96.7 . 95 - 100
Fellow-Up 95.0 90 -* 98
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Contamination, Contamination occurs when the observer's knowledge
of aspects of the study tends to corrupt his/her perception éf the
data recorded. The most ctommon souce of contamination is the
influence of the observer's knowledge concerning the performance of

the subjects on one of the variables being studied on observation

- of another variabl&??horé & Gall, 1983).

Observer expectations are also a powerful source of
contamination. Research has demonstrated that an observer's
expectations can have a significant effect on'how data is recorded
and interpreted. The observer's expectancy L}vchange may infiuence
the obtai.ned‘results (Azrin, Holz, Ulrich & Goldiamond, 1961),
howgver.some resear;h literature suggests that expectancies do not
significantly alter the behavior of the observers (Kent, O'Leary,
Diament & Dietz, 1974; Redfield & Paul, 1976). In this
investigation, ;ne Sf the two observers was not informed at the
time at which treatment was implemented and with which subjéct to
try to minimizeé the probability-of confoundi gffects. Interraﬁer'
reliability checks between the infOrméd and uninformed observer
were>conducted periodically to check. In addition, the teacher
observer was providéd with feedback concerning .the accuracy of
observations, but\was not informed as to whéther the .results
reflected the behavior change desired by the invesﬁigator (Kazdin,ﬁ
1977). “ |
Observerfd:ifti Observer "drift ‘refers to the tendancy of

observers to change the manner in which they. apply the definitions

N

g
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s / .
over time" (Kazdin, 1977, p.143), Fur(her. this drifc may not be
reflected in the interobserver relilability assessment if the

observers work together consistently and communicate their

behavioral definitions to on nother(‘!ngry & Kent, }913). In

o,
this investigation, the obs orked separately to minimize the

probability of observers ha{ opportunity to develop similar
variations of the original . behd¥¥oral definitions and reliébilit&

assessment were conducted periodically. ‘

Complexity of the coding syst;m,‘ The complexity of th; coding

system can refer to the number of different response categories in&
the system, the numbér of behaviors that are scored within the”
system on any given occasion, subjects varying in the behavioss

" exhibited and varying complexity across time (Kazdin, 1977). Mash

and McElwee (lé74),demonstrated that observers utilizing a four

category observation system had a higher level of accuracy than

obser&ers utili;ing an eight category system. Therefore, an

observation system with a minimum number of behavior categories wés

used in this investiéation. The numbersof different behaviors that

were to be scored wag also }imitéd as interobserver agreement

declines as the diversity of the behaviors scored increases (Taplin

& Reid, 1973). Eynally, interobserver reliability was calculated

across all phas;; of the study and‘across all subjects to control

for variation of behavior across time and diversity of behavior

across subjects, }

I
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ZProcedures’for Data Collection

T e .
Data was collected on -each subject in‘this study’two‘{o three times
- a week in both the treatment. sétting at the' conclu51on of the play

session, and in the follow1ng classroom free play settlng. On each
«8

Atreatment_day five m1nutes‘of contlnuous data were colldected in the

treatment room and five minutes in thefclaSSroom for eachichild. Each
L. 7S

flye minute sampllng per10d~cons1sted of 60 five- secondﬁiptervalsﬁ

‘.During th@ flve minute observatuon se531ons observers recorded every
occurrence of codable behav1or exhibited by the Ghlld The observers
e'listened tp a pre—recorded tape which marked the five second intervals
»‘;w1th a beep and a number wh1ch corresponded to the data- sheet indicating
" which 1nterva1 to cbder,‘Ear;phones were used torminimize the

obtrusiveness of the observers. . : ’ — T

E

Tteatment of-the Observational Data . - " , : ' -

v ! . .

The data recorded for each five minute period were tallied to y1e1d

N

a totalrnumber oﬁ\occurrences for each behav1or categﬁry. ,From this
\tally the percentage of soc1a1 behav1or aqd talk was determlned b?

d1v1d1ng the number of occurrences by the number of boxes recorded Theu,

,J‘

:bstart rate and answer rate'were determ1ned~by div1ding the number of‘

~,

'occurrences of the behavior by the number of minutes oyrue The

ey

average intenactlon length was computed by countlng the number of

intervals where 1nteraction w%§ continued and dividing by the‘number of

v
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tlmes p031tive interactlon occurred, Flnallyu the percentage of
. yb . )
contlnued 1nteractlons was computed by tallying the number of intervals

where interaction was continued from one interval to another without

break and d1v1d1ng by the total number of 1ntervals.

1

Upon completion of the above procedures, the data were tramscribed
onto graphs -and subjected to visualranalysis (Parsonson & Baer, 1978)
The stablllty of the basellne scores, the amount of overlap between

scores, the varlablllty of scores across and w1th1n phases and changes

’ 4

in trend directiohn, trend stability and level were con51dered in the.
N

halysls of the plotted data.g The relationship of these factors and
AI . .' . .
the1r 1mpact on the conclusiofs made concernlng the experimental.

7

elnterwentlons“wlll be dlscussed~dur1ng the presentation of.the data in

o

,vasure of b e treatment efflcacy in this investigation, The use of |
fW'v1sual{a 1y51s to make 1nferences concernlng treatment effects lowers
: »5" ST
the probablllty of type I errors or erroneously rejecting the null
v

’ hypoth351s" (Parsonson & Baer, 1978 lel) WIth visual inspection of

&%%a’the effects are apparept to the eye. The lowered probablllty of

Type I errars results in an increase in the: probablllty of Trpe II

errors (Baer, 1977). Type II errors, or acceptlng the null hypothesis

i

when it should have been rejected" (Parsonson & Baer, 1978, p.112) occur

because small effects .may be difficult to detect through visual

¢ / ,_,-

1nspectlon and are likely to- be dlsmlssed as no effect (Baer, 1977) ){‘;5'

4



Teacher Ranking/Rating

The initial subject selection measure utilized in this
: A ) ) ' ‘ -
intervention, as previously described in this chapter, required the
teacher to list“all of the students Yn'the class in order correspghding

to their level of interact1og (see Flgure S) In thlS ranking system

(Greenwood, et al., 1978) the lowest ranked child 1nd1cates that in ‘the

teacher s“oplnlon, that Chlld would demonstrate the lowest rate of

ka\

f1nteract1ve ‘behavior while ‘the hlghest ranked child would demonstrate

ifthe highest rate of'interaction (see Figure 5). This teacher ranklng

andyﬁow student%.dh the continuum.

was completed €M1ce by the teacher and a1de with a test retest

reliability of ,90 obtained over a four week period. The ranking was

also completed again at the conclusion of the treatment as a post

A . ’
, A x\ , a 3
measure, , . ‘ : *
(‘_’ . L B

This measure was used in thié investigation as an initial screen
. '“"\ _ ' N

'for children with social behevlor broblems. There is spme evidence to

-

v ,
suggest. that teachers caq,félrly accurately identify chlldren with

sogial problems. Greenwood et al. (1977) found that teacher ranklngs of

(}’o

children's inpér ‘

[

»

fﬂ- ;After@rank ordering the chlldrehi'the teacher also completed a

O

Teacher Rating‘Scale oh eath of the chiidren (see‘Fignre36). This

teacher ranking scale consisted of e1ghteen items on@ alternate forms

that - examined various areas of soc1a1 1nteract10n sklll These items
. . i N

i

; Oh freqaency were fairly accurate in select1ng high,
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Figure 6

Scale Score /9 = AverégéiScale Score

Y . TEACHERS RATING SCALE
CHILD'S NAME: __ . . ' SCHOOL:

TEACHER: ' DATE: |
INSTRUCTIONS:

‘ Please rééd each statement below and circle the corresponding 'w
number that is most descriptive of the ¢hild's behavior. The numbers 1
through 5 vepresent a continuous range from not descriptive or true to
very descriptive of the child. A rating of 3 indicates that the child
sometimes does and sometlmes does not display the behgv1or being rated.

* Not ’querately ~ Very
Part A De3cr1pt1ve Descriptive Descriptive
. ’ &7’ i -
1., Engages in group act1v1t1eux~ 1 2 3 4 \ 5
rather than watches i : E - \
2. Has several friends b 1 2 ;ga 4 \ 5
S \
P ‘r“}"’ . o 5
3. Initiates verbally to a peer 1 2 3. 4 A5 qg?
L - . . ' . ‘\\ . L
‘4, Seldom engages in solitary 1 2 3 4
activities : : '
5. Talks and plays with a iarge 1 2 3 4 5
pumber of different classmates ' ‘ \
6. Initiates.play activities 1 2 3 4 5 1
7. Rérely»ignores'initiations of 1 2 3 4 5 .~
~ peers o
8. Does not have problem taking. 1. -2 3.‘, 4 5
' turns : ‘ ' “ R '
9.k Engages in conversations. 1 2 éﬂv 4 5



Part

Date:

-

10.
%
11.

12,

13,

Figure 6 (continued)

B

‘Responds to statements or

actions by peers

Is sought after as a play -
partner ‘ .

Approéches a group of children
and attempts to become involved

Seldom needs coaxing to play

-with other children

14,
15.
16.

-17,

18. .

"Vthale'Scote

Engages in social exchanges
with other children

Invites a peer to play

Plays cooperatively with others

Shares toys and other materials'»

Shares laugﬁter with classmates

Not

Descriptive
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2
1 2

/9 = _Average Scale Score

_ Moderately

Descriptive
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4
3 4

Very
Descriptive

5

50 .
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v)ere rated on a five point': Likert‘System. AA score of one was treated as
a false description, three as, moderately descriptive and five rates as
very descriptive. Each child's average score was determined on each
form. The rating‘scale was completed twice by the teacher and aide with

half the class rated on form A on the first rating and the other half on

form B. On the second rating four weeks later each half of thg‘class.

was rated on the form they were not previously rated on iji at an

elternate form test-retest reliabilit; of .91 was obtained. ’T
skills measure was again completed' at the ccnclusien of th_e treatment as
a post measure,

-Teacher ratings provide global information in the assessment of
social skills and .teachers can make fairly accurate discriminations

. .
(Gresham, 1981). Teacher ratings have also been validated against

behavioral observations as well as sociometric data (Greenwood, et al., -

1977).

Sociometric Measures v P

Two sociometric measures were utilized in this study, peer ratmgs
" and partial peer nominations. . The peer rating scale 1nvrol'ved all of the
children in the sclassroom rating each clwute eccord ng to how much
they liked to "play with" a peer by pomtmg to a happy face Likert type
scale and examining a picture of the peer, A very happy face received a
score of five and indlcated that the child would like to play with the

1&\

peer very much a medium face received a score of three and indicated

# ' _

social
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that they sort of liked to play with the peer and a sad face received a
score of one and indicated that they did not like to play with that peer
very much. There were a total of five faces in a continuous scale to

Bl

choose from. Each child's score was 59 average rating of scores
received from the entire class. This type of‘socdometric method
nrovides an indication of each child's perception of every classmate and
indicates the general aeceptance efnen& particulér chi}d.

Peer ratings yield reliable scores. Oden and Asher (1977) reported
a teet—retest reliability of .82 on a play with rating scale with third
and fourth grade children. Asher, Singleton, Tinsley enn Hymel (1977)
repofted a stability coefficient oﬁ JBL on‘a‘play with rating scale Qith
preschooi children, Rating scaies also have §ood concurrent validity,
Hartup, Glazer and Charlesworth (1967) reported p031t1ve correlations.
between rates of p051t1ve interaction dnd sociometric acceptance,
Gresham and Nagle (1980) reported similar results, Peer ratings have
also shown concurrent validation with teacher ratings of social behavior
(Gresham, 1981).

The second?sociometric measure of peer nomination required each
child in th@ class to select three peers according to two criterion:
‘who they would like to "play with, and who they would not }ke to play
with" while examining pictures of all of ;heir classmates mounted on a
board. This measure provides an index_qf how many friends a child may
have as well as who is actively rejected by the children in the class.

Peer nominations have somewhat lower reliability rates than peer

ratings. Bonney (1943) feported test-retest scores of .67 to .84 over
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one year period, Oden and Asher (1977) reported a .62 coefficlent for a
"best friend" peer nomination and Asher, et al, (1977) a .56 for a peer
nomination procedure with preschool children, -
Both sociometric instrupments were administered as pre- and post-

measures, They were not used more frequently as they may become .

reactive if used on a regulaf“basis (Gresham, 1981). -

E. Treatment

Observer Training

Approximately four hours of observer training were carried out
prior fo baseline data collection, The first session involved becoming
familiar with thqiwritten materials, The obsérQers spent time learning
the behavior categories, studying rules to code the behaviqfs, and
coding hypothetical exémples'of social interaction.

In the next session the observers simulténeously coded videotaped

’ .

samples  of ;hildren in free play. Following the obsérvations'
disagreemeﬁts were discussed. |

Tﬁe last two sessions were spent in the classroom doihg live
obserQations of children engaged in free play activities. At the end of
the sessions thé criterion of 80 perceat agreement on the social
interaction categories had been reached. At ghat point observers moved

- Q
on to collecting the actual data. In addition, throughout the study the
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observers received weekly feedback about their observation consistency

in the form of pefc%ntage'agreement across subjects,

Intervention 3 ‘ : ' .
' At 2
After the{EOmpiétion of the'subjegt se;ectjon\procedure the
training of the ﬁéer Helpers was initi;ted The peer training followed
a lesson format that relied on role play w1th a puppet or another child
as the deor teaching tactic. In phase 1 these lessons were designed to

provide the peer helper wigh positive practice in facilitating social

3 ——— =
k»

interaction with their withdrawn peerS'through‘initiations, prompting,
modeling and reinforcement. Four lessons were provided for each peer
helper, 12 to 15 minutes in length. The first three lessons invol ved
the éxperimenter, puppet, and thelpeer\helper and were degigned to teach
mthe peer helper to prompt and praise desired behaviors, The last lesson

provided the peer helber with an opporthnity to practice the necessary
behaviors“with another child from the\class. The objectives for the.
‘lessons are displayed in Figure 7. } ' ‘ {W

After the completion of the first four lessons of peer training
phase I treatment w1th adult direction was 1n1t1ated‘ The target child\
and tralned peer helper were taken to a small treathenﬁ'fdom down the
‘hall from the classroom. Selected play materials (Figure 8) for. each
se531o; were avallable and were arranged so they were easily accessible
to the children, Half of the materials involved primary activities that

-

involved concrete intera-tion with objects. The other half involved



*\

55

Figure 7 . Qu &

Lesson 1 The peer helper will prompt sharés, and persist in getting the
puppet to share,

Lesson 2 The peer helper will prompt puppet to share and assist during
role play and will persist in prompting and praise puppet for

sharing and assisting:"

Lesson 3 The peer helper will prompt and praise shares and assists with
another student. Lesson complete when peer helper elicits

three shares or assists from peer and praises.



Figure 8

Play Session Materials
playing ball -- chair, box, ball, hockey sticks .
pyppets - pubpets, stage '
blacks -- 1ap§e and small blocks, box
bowling - onling pins and ball
drawing — paper, crayons, table
balioons -~ balloons, box
bean bags -- bean bags, target, box
wagons —‘wagon and objects tb fit in
puz;les - puzzles, table ,

house -- broom, table, bed, dishgs

dressup -- dress up clothes

doctor -- doctor kit, cot
cars -- toy cars, ggs station, roadway
store -- toy\CéShvregister, toy money, store items

games -- children's card games, bingo
animals -- plastic animals, barn, tractor #
space ship -- chairs, box, blocks

railroad -~ train set and accessories-

56
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cdmplcx acti@ities’requiring fantasy or role playing skills, The
activities were not intended to be a sequepce of activitiespbut,;athgt‘
to provide choice and variety, The activities were sipila; Ot“ia:;ticélﬁ
to those in the class and were intended to provide the children with the
opportunity to practice social iﬂtefattion across a nu?be; of diffepent
types of>ac;ivities. Each target child participated in twelve 15 mipqte

play sessions over a four week period for phase 1. This play session

was broken into 10 min'{xtes of treatment followed by 5 minutes of

/ . ' o

. i .
observation. ‘ : L ) _' L

# and peer helper. The number of prompts and prais‘

adult were recorded and gradua]_,ly faded according to é_
Figurg 9). The idea behind Proppting was to get the chil
a play activity'and to get thei target child to use‘s'hares
the trained peer was unable to elicit those responses.;’ '
praise %were kept to an abso}ute miqj.mum to allow the tra 'f
to‘initiate social interaction. Only when this fai
intervention used.

, ; )

After phase I inteﬁVention was complete additioga: ons were. . - S
; : ' : R Lo

provided for the peer helpers prior to the commence%' ; klas,e"I.Iv,.‘,
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Figure 9
- Prompting and Re;qforcement S;hedule
~Record'prompting and reinforcehég; reqn;red to maintain interaction
during_fifst two sessions and aver;ge the results. Begin schedule at
level nearest to that“rquéred”during firét two sessions, Fade to next

lowest level after two treatment sessions.

30 seconds
- o 45 seconds
1 minute !
2 minutes -, - ) »
: . f{f .
5 minutes L

| 10 minutes
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U
pnd praise but the focus of the treatment seSS1ons was to now 1nvolve

the target child in practlcing p051t1ve 8001a1 1n1t1at1ons. The i

objectlves for the add1t1onal lessons are dlsplayed in Flgure 10

The format for p@jﬁt II intervention was identical to that in phase
p s : St >

i T o ' o 3 :
It ‘ . o . : : . )
| N ! ’ ‘ Jb.
» . B - Lo . . R
] e , 0 ]
F. Internal and External Validity - s » : ol
o N
L@ . .
C e N ] . L - : -

Internal Validity

’ \ ~ "
\’,, L ey o D e .

L The 1nterna1 valldlty of an experlment is the ‘extent to wh1ch

extraneous var1ab1gs have been controlled by the researchér. f

'

extfaneous varlables are not controlled 1t cannot be determlngd whether

<
s

observed thanges are due to the experlmental treatment or to an
- . r
' extraneous Mariable. Extraneous variables refer to aspects of the‘
¥ . : ,
31tuat1on that occur whlle the experlmental treatment.is in progress,

’

these aspects are 1rre1evant to the treatment bgt because they ocecur,
concomlbantly w1th Uuekreatment they can become confounded w1th 1t

(Borg &nGall 1983). A dlscu5510n of the p0531b1e threats to the

L s
‘ 14 L

"n 1nterna1 va11d1ty of this research de31gn, and the steps taken to-

control ‘these infld%ntes follows.

[
2

‘l.ﬂVHistory; .Qpportnnity for other events:to occun besides the
Qe;(perimental treatment aremproﬁided when experimental treatments.
2 e : . ; ) ' ] , :

extend o;et a'period of time. The.probabilitywthat‘extraneous
\gyentsicansinglchanges that méy/confoand intervéntion effects

N
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J

Figure IOﬂA

Objectives for peer helper.}essoﬁ
- ?’A,.

w

Phase II )
, : , A

Lesson 4 -The peer helper wiil learn to prodpt social initiations and

persist in getting)puppet to initiate.
. Lessonﬁ?i~Thefpeér‘helper will prompt initiations and pfaise puppet for

initiating.
/
. {



.”subJects (Kratochw111 1978).

" time (Peck et al., 1978 Strain et al., 1977).

10 mlnuJes after the se331on started

T

-.s‘w‘ - .

'increaSes.l The use of multiple baseline across subjECts (Baer et

1., 1968) helps eliminate the plausibi}ity of historical threats
to validity as experimental control is repeatedly demonstrated

through the sequential introductlon of the 1ntervention across

¥ . ‘.

Maturation. Biological or psychological processes w1th1n the

: student are. llkely to occur while the experlmental treatment is in-

\
progress (Borg & Gall 1983) JThe influence of’thls extraneous . -

”‘varlable can be m1n1mlzed by the examination of the basellne data

for trends (Parsonson & Baer, 1978) In the multiple baseline
de31gn, the basellne perlod is extended for .some SUbJeCtS and
ana1y31s for chahges in trend, Also, for soelally wlthdrawn'
chlldrenﬁ it has~been demonstrated that\without intervention, low

levels of soc1al 1nteract10n form relatlvely stable patterns over

s h

Testing. : When pretégts and posttests ar;~administered'in an
. L L"g_‘ @, ) SR

¥

‘experiment to measure change, subjects may demonsitrafe improvement ~
v"&" . A 4 N : R . . s oo

simply as an effect of their experience with the oretesg_(Bdrg &

. Gall, 1983). Steps were taken to minimize the reactive effects'of .

-1
)

“the obse&vatlonal methodology such as not 1nteract1ng w1th the

1

ch11dren during obServation and not beginnlng observatlon fdr 5 to

/-

+
LS : o »

'Instrumbntation. A change in measured behav1or from pretest to

4

posttesf or dur1ng the course of the interventlon may occur due to

the nature of the measur1ng instruments. The»use’of unrellahle Vi
f R . . . ,‘ . ) ’ " N .
i | ‘
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\

3

measuring devices can pose a threat to the internal validity of a

study particularly with observationalldatg(Kratochwil}..1978)ﬁ

Caution was exercised with the,dbse;vatiQnalTmethodology to attempt
to control factors such as observer drift and bias. The

sociometric methods used in this investigation had demonstrated

reliability in’ previously pnblished studies, ' The teacher ratings’

.. ,\&/' . . 4
and rankings were admlnlstered twice over four weeks in an attempt

3

to establish reliability levels for those 1nstruments.

f .z,

Statlstlcal Regre331on. Whenever a test-retest procedure is used

to assess change as an effect of the experlmental treatment the

p0631b111ty exists- that statistical regre531on can account for

dbserved galns in learnlng partlcularlty with groups receiving

:extreme scores (Borg & Gall, 1983) " The repeated measures over an

extended perlod time durlng baseline amultiple baseline design
; N

permlts examination of the data to check for thlS confounding‘

varlable.

[¥3

Multiple Intervention Interference{; In this investigation it waé

necessary to 1ntroduce the two treatments 1n the same. order to all

—_— .,‘.-‘\7.

subjects. As a result, it was not possible tb determlne the pure'

¢ 2

‘effects of the second phase of 1nterventi9n as the observed effect

may be due to some comblnatlon of - tﬁﬁﬁtWprhases of 1ntervention.

,
\ R

N

LI

*

.

PR
i
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experiment can be applied to other‘settings,'subjects and agents (Borg &

Gall f1983) One of the major critlcisms directed at single subject

l

designs is that they have low external validlty and generally the

\

5

\‘

flndings cannot jg
_(Borg &"Gall 193

In order to improve the generallty of the results

| obtained in this investlgation, the direct repllcatlonvof the

experiments was conducted @cross different subjects. The subjects

involvedyclosely resembled'each«other in terms of their scores on five

s N

. social sk&ll measures, however they were quite heterogeneous in respect

to other %haracteristlcs. Thls heterogenelty is, typ1ca1 in the arget.

S

populatlon of thhdrewn children and the evaluatlon of treatment results
W .

across the subjects incteases the confldence with: which the effects of
N +

the treetments can be generallzed to the population of interest.
L4

, However, thls 1nvestigation is also lamlted in that the sample was not

$ External velidity“is the extent.to which the findings of an

§;neralized beyond the subjects in the investlgatlon.

‘randomly‘selected The extenm'to which personological variables

1nteract with treatment effects may also be a concern. The

o “-:‘
instructfﬁnal format may have interacted with student characteristics

“such as sex and school placement.

A

In addition to!populatlon validity, the ecological validlty of the;

study must be examined Ecological validity concerns the extent to
hwhich»the results of the experiment can be generalized from the set of
. ’ ’ W

environmental conditions created by the experimenter to other

e
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environmentai’tonditions (Borg & Gall, 1983), A discussion of the

~ threats to ecological validity follows.

1,

Expiicit description of the experimental treatment. -The
experimencal treatment should be described in sufficient detail so
that other researchers can reproduce it.

Multiplthreatment interference. As discussed previously, the

order of the presentation of the two- phases of interventiOn poses a
. thFeat to the validity of this investigation. The multiple
. = v

~intervention ‘also .makes it difficult to determine the

generalizability of the findings.

- Hawthorne Effect., The special attention given to the subjects in

an experiment may cause a behavior change rather than the

experimental treatnent itself (Borg & Gall, 1983). However. the

A

extended baseline levei of responding for several of the subjects '

indicated that individual attention in being taken to a separate
room with a peer did not'produce’behavior change.,

Novelty Shd Disruption Effects. An experimental treatment may be

effective simply because it is different from the instruction -

subjects normally receive. If this occurs the results,have low
N .

A

. generalizability as the'treatment's effectiveness is likely to

. ‘ . ‘ §
decrease as the anovelty wears off, Disruption effects occur when

treatments -disrupt the normal routine. In this inVestigation the

treatment effects extended over time mL‘imizing the effect these B



.of this study as prev1ously dlscussed
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Ex?erimenter‘Eercts. An ennerimental treatmentlney be effective
due to the experimenter who administers it. The treatment effectsy
then, cannot beigenenalized to conditions in which a different
person is the=exper£menter. This could be a.concern€in this,
investigation as tho same inyestiéator conducted the peer training .
and intervention sessions with the target children. It is bossible
that the effects of these ;reatmente.mey not generalize across

different éxﬁerimenters. 'Invalidity due to expgerimenter effects

may also be the result of observer bias, as the data reported may

- <

not accurately reflect the treatment effects. -However, precautions
were taken to minimize the threat of observer bias to the validity
Interaction of history and treatment effects. This occurs when the

results cannot be generallzed beyond the time %erlod in whlch the

time when the experiment was conducted. In thi® investigation

,~$ A

: use to. measure change (Borg

treatment effects werebreplicateduactbss subjects over time,
m{nimizing the possibility that a particuiar historical event\could
beﬂnesﬁonsiﬁletfor the treatment effect. .

Measurenent of the Dependent Variable. The generalieahiiity of the

experiment may bg 1imited bg h& partigqlar-pretest and posttest

all 1983) In ‘this investigationﬁT

- the change was medbured by aiyariety of different types of measures-;gf

‘ increasing the probabillty

_ otheuﬂinstrumentw. i_it"r

. SO ‘1* L '*" o

that the ﬁ&gding woulgbgenerallte'to

. . 8
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Interagpion of Time of Measurement aﬁd Treatment Effects, The
administration of outcome meaqures at different points in time may
result in dIfferent treatﬁgﬁé;effects. In this investigation
multiple behavioral observations were conducted at the conclusion

of the treatment and &t a period four weeks later, This

demdnstrates the presepqe'qf the treatment effect over numerous

measurement .occasions.



CHAPTER 4
RESULTS

The purpose of this study was to iﬁvestigate the effects of two
‘phases of peer mediated social skills intervent@on on the social
behavior of socially withdrawn kindergarten childtén.’tThe ma jor
dépendent variable fér the evaluation ?f.the two phases of treatment was
a behavior observation procedure coded on the Social Int?raction Code

Form, The results foliow. . B

Behavioral Assessment

A

The behavioral observations yielded a percentage of positive social
behavior in the tréatment setting for each treatment day. This
behavioral data was recorded on line gréphs and is depicted in Figure
11. Visual inspection and anélysis of the data included examinatién'of
level stability and changes in lével within and between conditions,
trend direction utiiizing a split middle method, trend stabillty,
changes in trend within and between conditions and overl é%gwtween

i

conditions. for each indiv1dual Baseline Phase. . ﬂﬂ&

7

In Figure 11, baseline data for all three subJects 1s¢§hown for the

¥

a

<

treatment setting. All three subjects demonstrate a zé&o Cceleration
trend durlng the baseline phase with a var1able data path The baseline
trend stability was calculated (highest value X stabllity crlterion .10

o= acceptable stability range) resulting in an acceptable stability range
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of .7 to ,8 aliowing for the‘va;iébility. As a résult. all the baseline
trends were calculated as variable, However, all three subjects
exhibited behavioral rates consistently below eight penéént positive
socialvbehaviof which constitutes a v;ry low, stable rate of social
interaction, In addition;\baseLine levels were Vafiable with Q fange of
3.3 to' 8 percent for Subjecﬁ 1, 1.7 to 6,7 perceﬂt for Subject 2 and 0
to 6.7 perc“ent for Subject 3. | .

An examination of the specific wariability of each child's
' Percentage of social‘behavior.did not guggest any systematic ocgurrénce.
The datq paths foy each child vere consistently variable within the
range previously described.. At a period of six daily sessions over two
‘wee#s‘the baseline oﬁservations of subject one, two and three seemed
Jelatively stable,‘so the intervention was introduced. The introduction
of phésa 1 for subject 1 did not appear to have any effécﬁ on the
baselines of subjects 2 and 3 and subsequently the introduction of phase
1 for subject 2 did not have an effect on the basellne of subject 3.
Examination of the baseline data_acrOSS sUbjects demonstrates
experimental control. In each case the stagger of the initiation. of

treatment phase I for each subject produced no change in the baseline of

the subjects not yet introduced to treatment,

Treatment Phasge 1
1

The data presented in Figure 11, show a positive change in the

percentage of social behavior with the introduction of phase 1 across
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all Egree subjects. The introduction of peer mediated interveﬁtion
resulted in an- 1mpro;ing trend that was variable for subject 3 and
stable for subjects 1 and 2, The variability in subject two's
performance was due to one initial iower data puihts angd ueveral random
higher points. All three subjects in fact had lower initial data points |
perhaps the result of hesitancy to socially interact at the introduction -
bnset*of the intervention, Subject two's random high points uay have
been due to ‘strong interest in particular play materials noted during
observatlons. The data for all three SUbJECtS was variable in level as
a result of the large increases in level change noted during phase 1.
In addltlon, no overlap was noted for any of the subjectsksrum baseline
to phase 1 and the change in level between uhases was 25 percent for
subjects one and three and 35 percent for subject two. Overali. the
phase I data had anbimprohing trend, increaseu'leuel und‘no overlap
indicated that the treatment was.very effective in improving rates of
positive social behavior. Each time phase I.treatment was introduced to
a subjeqt's data series it produced a substantial increase in the
percentage of positive social pehaVipr. The initiation of phase If

-treatment produced a clear positive effect,

E)
r{)&r £

R}

Treatment Phase II

( . .
The data also indicates a positive change in the percentage of

social behavior with the introduction of phase IIbfor all three

subjects, The introduction of the second phase oflﬁeer mediated
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treatment resulted fn a stable improving trend for all three subjects.'
However, for two of these subjects the improving trend was decelerating
as there was a ceiling effect on the percentage of social behavior, they
had both obtained 100”$ercent positive social hehavibr during the
treatment sessions.. All three subjects demonstrated level stability in
phase II with the changes {n level from phase I to phase II ranging from
five to seven percent. Subjects one and three had eight percent overlap,
between phase I and pha°e 11 while subject two had none. It is.
difficult to say whether or not the increase in phase II wds a
continuation of the upward trend demonstrated during the first treatment
phase even though the level of behavior exhibited was higher ih.phase T
than that observed in phase,l. Given the overlah of the two phases for

two of the subjects and the contamination between phases no definitive

statements concerning the treatment effects of phase II can be made

other than increased stabilization of behavior and increased levels,

- In addition to investigating the effects of the two phases of
intetvention on the per%entage of pOSltive social behavior a number of
additioual research questions vere posed. The questions and results

pertaining to ;hem follow, R

1. Generalization. At what level Will the social behaviors generalize

v

to the’ classroom free play setting following the treatment

sessions? Y



o avery little varriabilgty and thé haSelige trends calculated were all

o treatmént settingt the percentage of positive social behavior'ein th

'stable ratﬂe, qf. responding. In addition, all three subjects dem{mstrated

.varlable level stablllty with a range of 3.8 to 5 perce,nt for subject

Ba%elige Phase = ' . S

During the baseline phase in the classroom generalization setting a

zero celeration t:rend with a variable data path was observed for al

subjectSs As with thenpercentage o‘f positive ‘sSocial behavior in th

' v

\/ .
classroom settingn the t'rend stability was calculated (highest vayue-x ~—

i ,stahilit@ Criterion 10 = acceptable stability range) The highest

\‘

» value in the basollne {hase ranged from f1v.e to seven _percent resulting

- in'a st‘aba-,lity range of .5 and _,7 for \:he subjects. , This allowed for
: kS

4

v«ariatﬂr‘le.‘ Ifov?ever, all three subjects exhiblted percentages of p051tive

’ .
¢ .
"~” . l"v-

social be'h?\rior con31stent1y Pelow seven Percent which constitutes a

2 i

,z A

| one, 0 to. 6 7 percent for s("\lbject 2 a;xd 3 3 to 6.7 percent for/,subject

/
three. s As ,wlth the treatment baseline ~examination.: of. the data

s

demonstrate‘s experimental control.: In each case the stagger of the

initiatlon of the treatment phase I produced no change in the baselines*

' | ~

1‘ of the“ subjects not yet introduced to treatment 3

b

Treatment Phase I | | o~ S

o3

The data in Figure 11 show a positive change in the percentage of

social behavior exhibited in the classroom generalization ‘setting for '
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w‘-. u' . w . . ]

all three sutrjects. However, the resulting trénds were qulte varﬁ:‘ble. ‘ '

Subject oné had an improving trend as did sub,,ject two. Subject three
ST & .
v ,displayed an initial 1mproving trend followed by cycllcal variability. |

All three subje s had varlable level stabihty in ph«ge I with a range
- of 13 3o 46.—7a=f~or subject 1, 1.7 ‘to 40 for subject 2 and 11,7 to 33 3

 for subjé’ct 3. The change in level from baselind?to\phase I vas an

-
» .

. 'increase of 10 percent for subject one,‘an 1ncrease of eight percent for

.subject two and an increase of seven percent for subject 3. Subjects
B3 -

. , ?
'one and two ‘had no overlap between baselme and phase I, whlle. subject ,
three had an overlap of eight perc.ent. Overall phase I resulted in

\ 'increaséd levels of performance acr‘\ss all *SubJECtS w1th cons:Lderable

' varlabl\llty Dchn each 1nstance 'the mroductlon lof phase I :reatment
' resulted in an‘.1_47‘:ﬁ_as‘e in hthe percentage of pos1t1ve social behavior 1n‘4v“
- the"tvarget data h. : ‘. L .11'1. L ' g | | E

) L I L ) N P i . M
. . L . . . . . K . o

."_.’, Treatnent Phae'se'»II"

T T IR SR B
, . 5
Lo The data also indlcates a p031t1ve change in the percentage of .
Y o .
~ '

soc1a1 behavior observed in the ‘c‘lassroom settlng w1th the init] atlon of
. B ,

: fphase II ir%ervention for subjects .one and three. The introductlon of

-the second phase of treatment reshlted in a p031tive upward improvmg

» Pz
’.-.trend f‘or b h subjects one and three. Snbject 2 also dlsplayed a

n_ed. Rl i three

‘pqsitive upbard trend that 1mproved and then d,ecr‘

-

e B ,
;. : ;subjects had varfable data paths and level stabnllt th a range of -

- ke LN

élﬂw 68 3 for subject 1«, 11‘4 to 26‘}"7 for:subjeét two and 15 35 for .

‘.‘.A\:.‘ ‘9\‘ P o ‘,5,:_ ey v ‘\‘

R U UL TN

s 25 oo [, S e '“ DR - Yoo s W : R~
. 4 ’./ R . N " . < \' ‘. . : _'.. N [ o, 2
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ot

subject three, Subject one ev1denced a 133 percent positive change in
level from phase I to phase II, vsub‘ject two no 1evel change, and subject
3 an increase of 8 3 percent. The overlap between. the two phases was
‘ "substantial with 25 percent for subject one, 92 . percent for subject 2

and 83 percent for subJect TR o B » ’ ‘ ? v
- i . - ‘.: i . ., "'
There was cons:.derable variability of behavior across ph&se:%&nd ’&»\

o T

phdse II- “in. the classroom generallzation setting. This variability may R

‘e

be due to availability of plav partners if the classroom and play .

x'act1v1tikes chosen in free play by the target children. Bot=h phases . .

4, c

'.produced nigher rates of behav1or than the baseline phase, hoyever, the

. ¥

-‘hlgh percentage of overlap across phase I and II allows no definltive

statements concerning the treatment effects of cne treatment 3ver o

another can. be made. SubJect one had 1F‘"SS overlap but the increase :h

‘.’vQ"v

' ;A_behav1or in phaﬁe II w Me beeé X, "»&nuatlon of th.rupward trend *
demonstrated in the first’treatment pha‘se. \
2.& Maintenance. At what level will the soc1a11y w1thdrawn children hjl.:
vaaintain p051t1ve soc1al behahors at .a 2ne—month interval
follomng“the conclusmn of the intervent;ron" »
Followup data from Flgure 11 show a slight decrease in- the social
BRI -

behavior of s\ubJect onetfrom phase II to fal 1owup. With followup o “

stable, zero celeration trend result‘ed ' Mring the fi | day of«_‘"

followup a- l3 herq,ent higher rate’ of social behaviorewas observe_ than

B ' L . . -:"
¥ . : .




. Ve ‘
i N -

;on he 1ast day qf phase II with ah overlap of 100 percent between phase o

fII and followup. -

Followup datﬁor subject two show little change in the percentage ‘

of s‘oc‘iahlv'hehaviong,f‘from- phase II to followup.‘ With followup,_ a stable, '

»

i zero celeratipn trend resulted. During' the first day of followip three
. / . .

K

percent le'ss social behavior was observed than on the last y of phase

IT w1th an overlap of 100 percent between phase II and follpwup.

* Followup data from Figure 11 show a slight decrease in the social |

° 4 LY

o behavior of subject th;ee from p‘hase II to fol lowup. Wlth followup a

ﬁ.ndicated by these norms. ‘ _ — )
W o ke ..’~ . T A\

¥ T

s

o 'stable,‘ zero celeration trend resulted. Duri@g followup an eight "

percent 1ower rate of 50c1a1 behav1or was observed thar on the last day

[ "y

Followup data for. two of the subjects shoWed the percentage of

N
sggcéal behav1o "be sllghtly 1ower than phase 11 over levels of
‘re onding. However, fol lowup data was substantlally hlgher than

btseline levels of réspondlng for all three subJects. In '!addltlon,

‘. subject ones performance when compared to normative data (HOps et al,,
. <.

1978 Greenwood et al., 1978) fell w1th1n aveiage range. Unfortunately

sub'jects two and Y were still performing at withdrawn levels as
- ' . s

EanY
. Sy s

3. Sociometr‘ics.: Will‘ the socially delayed children receive increased-

'4' scores:on peer rating and nomlnation procedures ﬂ)llown.ng,

r’s

intervention" - e ) , ' g

" of phase II w1th an overlap of 100 gercent. o ! t"“ '

-
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TheI"play_yithﬁ_peer‘rating,scores the target children received

A

.~ from all classmates were averaged ﬁor each child, resulting in a

.

pretraining and posttraining mean. The means for each subject are R
reported in Table 4, In addition, the means and standard deviations for

,the class on the peer rating at pretest and posttest are reported in

Table 5. o R x
ST . _ TR .
R T : ') '1(:':'
. 0 ' - ‘ .
‘lfn;er Ratlng:at.PretESt and Posttést SR
Assessment In,terval
* Subject Pretest . .~ Posttest
o , \ B \ T R 2
I . - 3.3 ’ 3.95
; . - | . : : |
2 o ' : s % 2.8
'3. : ~ g 3025 ‘ ) 'R 3.7 o
el - N . -

o

A11 three subjects demonstrated 1ncreases in peer raéings from
pretest to posttest. SubJect one F%celved a peer raging score above the
class average at posttest, subJect two remained wélliﬂglow the class
‘mean on the po;ééest and'subject three received a rating score within

vvg,

one standard.gev1at10n of the class mean on‘the posttest.

. The peer ZOnlnation procedure prodqced scores for positive
. ominati%ns (who Mmuld you 11ke to play with) and negative nominations
y»(who would you not like to play with) The numb*r of ‘posjtive and ‘f

- B =,
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Table 5 . S X o

14

Means and Standard Deviations of the Classroom on the Sociometric

2240

Measure at Pretest and Posttest oy ' S ‘ . ot
. v * ) o - ' ‘ " ‘
» . , . A‘Sm_ent Interval \
LI ) ' t ' - - L : *
* ) “‘ .
. :-.;h,,‘ Pretest ' . Posttest Y
“’r—‘ ’$ y ' :
. ' __— v , "‘}: 1 23) :‘ ' ‘ ‘4» " @ . - ‘
Mean o R 13,93 T 3.83
" L 'wﬁ :.')‘ ) '_, , N
Standard Deviation . . .. S e 66 o Y Y A
. .. - v . ' & R
L - T » . .
. _ h ) 5&3, . N 7 .. o ’
. . B -‘ ' . ! . > é‘ : " ‘.”' “& - a . ' Y
] i . . R . v d : ‘Iﬂ .
negatlve nomlnatlons rece1ved by each subJect at pretest and posttest
. ' . . A ] .
age g#ven in Table 6. L , C
3 : s :

Only two subJects recelved a greater number of p051t1ve némlnatlons o

-y

B
at posttest than at pretest. The galns ranged from 1 to 2 nomlnatlons.

One subject d1d not demonstt)'ate any galns on the positlve nommatlon.
{ All three subJectsfﬁyd fewer negat:}ve\nomlnatlons at pos~tt’est from

pretests. They demonstrated decr\e\ases from 6 to 1. nomlnatlons.

- -

4, '.I‘eacher'Perc‘eptions. Will

ubjects show

.. mcreases in t’eacher ‘rankings. and ratlngs at posttes ‘v

®

The teacher ':at:l.ngs eaC@chlld recelved from the teacher on all : ?

-

eighteen items were averaged for each ‘child resuﬁt:’.ﬁg in a pretraining '

‘:. h e

- s
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Number of Positive and Njative Nom#ions Received by Each Subject at -

Y . ' [

Pretest and Posttest

"L_‘Subjec.t:U . ; . -
‘ lw

o1 ) ‘positi'\)e .
v"nega’tive‘ S .y
‘2 : po‘s‘itiv‘el 4 8 00 (0) cfe 0 (0)
R YA - Ysenn 8 (13.3)
3 | peditive o ’ - S 0 (0) | )1 (1.7)‘.“

. e ¢ N - . ) ‘ o ) - 5
. ‘negative * ) : ‘ 7 6 110) -
N ga - . S - (;*’ - ] ( ) . l

AN . : . . . )
i TN #" R ."
*Percentage of nomlnatlons in brackets o :

- .
2 »
° <

and pOsfralnln@méan.' The means for"each subject are reported in

L]

Tab]:e-"J In 8ddlt10n1 the .means and standard deviations for the class

- .

~on the teacher rating are reported in Table 8.

- rat.lngs ., *

-

A'll three sngects demonmated 1ncreases in teacher ratfngs from

+ . . PRI

) wr s [¢]

ub‘;,ect'Z-).‘ SubJect one received a teacher rating score at the cl'ass

a9 A1
Y ‘

average at posttest, subJects two*and- three still remained more than one '

; -';' -

standard dev1at10n below the class average at. posttest on the teacher,,.

2

e | o | o 8
*able 6 L ' - ‘ - H . ‘.

T

a

b

e ¥ .
pretest t.o posttest. i’ﬁﬁgams renged from 12 (subject 1) to .3

.

1L

R
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m—»ﬁ: ‘ 3 W = «“";wv s s “‘
! B (2 i * ’ . 1
) } i . “";.
Tﬂble ’.7 1 @, . . .
Means of Ingividual Subjects on the Tea&: Ratings at Pretest and
Posttest  * . .M
t : o » -
o r ' sm&nt Interval
Py ”;“ T
o .
Gu_bject:)" - Posttest
1 | | s
c . «
2. | N . S 8
L. S AN
.3 - 1.9 [ - 1 :
PR .
: -y
- . s -
- - . . ﬁr
o / b ' "” ’
s ‘-
Table 8 . -

N M .

& L)

. v . ~
Means and Standard Deviations of ®lassroomron Teac,er 'Rg’ging at Pretest

g

, . . .; .
.and Posttest | ‘ Ty :
N - ? . .
hd N [ . *
- . : ———
N ' Assessment Intervft '
- Pretest ~  Posttest'
R T 5 ;.A'e? .‘f S T o ,w,‘\. .- . e g& J \
Glags mean - : 3.68 ° T 3.5 0
. standard deviation .98 - s 1.3 '
i - ., - "
. -9
! * !
] Al - -
. . :



and the results follow. o I .o
r . S L ] . . . ‘
: v , ’ T e ‘ K .
~ Baseline Phase--Treatment Setting .

} 3 ‘,0.
. » \;ﬁ ij t ' ‘ v
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T U I - ; L N ma»mrr «
oy S N

3. Sgecific Social Behavio;g How wi}l the two phases of intervention

\.¢

'effect the specific behavior of %Eitiations. responses dpercentage_

-

R /interaqtion and percentage of s talk behavior? = v

The behav1oral observatlons yielded *0 start rates per minute for

each treatment session, one 1n the treatment setting and one in the

N

classroom setting,
‘ _ d °

of initiations made ¢

v

number of mlnutes observed. ThlS ~data was recorded on line graphs and

1s.dep1cted in Figure 12, -Visual inspection of‘the data was conducted

‘ . " ; ’

~ . [

In Fégure b;\basellne data for -subjects one, two and three is

0

"shown. The trend lines for the three subJects differ greatly. Subject

‘ variable 1euel Stablllty dur1ng baselinqwlth a range of 0 to 4 for

P . ., .
& . ", o . L0 . W

[ 4

two: has a positive 1mprov1gg trend subjeot one had a declining trend’

e

and subJect three a zero celeratlon trend All three subjects have
3

L] . -

subject one and three, and 0 to-.6 for sub ject ' two., The data paths

'
.

during baseline were characterized iability. The staggered

baselines demonstrate experlmental cohtrol over the inltiation rates.'

‘.
(4

[

‘rvals in continued interaction,‘average lenﬁth of

o

Prate was determlned by counting the number

, g the observation period and d1V1ding it by the

1(5 » * ﬂm i 'f” N
“u A ’1 g o v . “‘gw’"'ib""" it R
" o @ {ﬁ* d ) rE ’:g’#*f :’é\ i o . v
E ,@g s e BT ®, ,
RIS o o "-i e " . _ . R
P . : LS
A, Initiations K oo 9,
_———_—, . . . o * ‘ ]‘A*."i‘ 4 . . . . ." b ,,_:%» :jc.n f&.um“
. . = . . - . . T ."\0‘ P e . ; 3
. P
- -
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Figure 12.
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o ‘ * .. Subject _F
Base- , v .
Screen Line Phase 1 lPhése II  Followup
* ‘é.,l ‘ | M ‘ "r
.t ~ | l
! | |
o 'I
VAW

-

,A»l L .
AL "lol’l ! l} ] 5‘ 1 l) 401 T (TJ
DAILY SESSIONS = ' :
“Start rate per minute in treatment and

."classroom generalization sessions across

all three subjects.

Suﬁject 2
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In each case the stagger of the introduction of phase I tragtment

produced no change in the baselines oﬁwthe subJects not fyet introduced

i

to treatment.

Treatment Phase I--Treatment Setting

) - B '& .
The 1ntroduct10n of phase I'treatment resulted in a8 positive change

in the start rates for all three sub jects. The initiation of the first

i

phase of treatment produced a declining trend with a variable data that

1n1t1alry 1mproves the declines then improves again for subject one.

<

SubJect two demonstrated a variable but definite 1mproving trendﬁwhile.f
subJect three evidenced an extremely variahle trend with again a number
of different data paths, All three subjects had variable level
stability in phase I. and the level range was from .2 to 1.0 for subject

one-and three and 4 to lﬂ)for subject tyo. The change in level from
.
baseline phase to phase I was an increase of .4 starts per minute for

subJect one, an increase of b star;; per minute for subject two, and an.

increase of .8 starts per minute far subject three., The two phrases
o ' - ‘ =
» overlap by 25 percent for subject one and 58 percent for subjects two

”

s ) v .. . . . . [ E
and-threé, .In each 1nstance the introduction of phase I treqtment

- resulted in an increase in the initiation rate in the target data path _

i

Clearry the trainlng had a positive effect.

a4 ’ .ot

o
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’ ™
: Treatment Phase II--Treatment Setting

]

]

The data in Figure 12 show a negative change tn the start rate per

mihute wiﬁth the introduction of phase two\intervention. All three
LR v

o subjects demonstraté”d a negative downward trend with variable data paths
B and 1evel stabi"lity. Level ranges were 0to'2 for subject 1 0 to .6

3

for subject 2 ang subject 3. The change in level ~=b‘e.tween the gwo phases 1

t two
(4 )

was a decrease of l.O_for‘,,_?ubject one, a decrease of .6 f

and a delrease of 4 for subject three. @he percentage of overlap
: 1

" between phase 1 and phase 2 was zero for subjects one and two jd 83 fvo‘r

b D™ -

subject three. | Phase II was marked by a downward trend~With the

gf
introduction of. treatment. 'I'his downward trend may have beensthé resn‘i’t

gf a higher nu xber of continued interacMing /t/ewer

opportunities to initiate interactions. This'will be discussed further
. X . [ . .

in this'chapter. : :

Bageline Phase--Classroom Settimp

-

. <
“ . In F‘igure 12 baseline data for sub_)ects ona, two and, three are

¥

shown for the classroom set Subject two demonstrate a linear trend

-which is slightly upward ubject one has a slightly downward linear

- ]

declining trend and subj t three a zero celeration trend il thpee‘
: . .

subjects have variable Mdata paths and level stability during baseline

with a range of O to .(7/for all subjects. Examination of the baseline

data across subjects demonstrates experimental céntro}.’ In each case
Co ) : . , .
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the initiation of the first phase of treatment produfed no change in the

subjects not yet introduced to treatment,

v

Treatment Phase I--Classroomeet¥ing . T v

" ’
The introduction of phase I trea ment ;resulted in a positive change ;

"'hv

in start rates for all three subjec anw The initiation of the firs§ :
phase of treatment resulted in negative downward trends for subjects tw

and three. Subject one had an improving trend however, as with subjectﬂ
o
two and three there were a number of different data ﬁaths withln‘this\

trend Level stability was'variable for all three subjects and.the
. 4 h 4’ v
“',range .2 to 1.6 for subJect 1, W4 to 1.2 for subject two, and .2 to 1 0
w.
€9r subJect three.” The change in level from basei&ne to phase ane was

Q n, increase of .4 starts per minute for subject one, RO thange for
)
“\“subject%tggigyiﬁ2 starts per‘minute for subject three. There was a

T r——

great deal of overlap benween the two phases.*”Subject onevhad_an_‘r~
overlap of 38 percent, subject 3:0 75 percent and subject three 50

percent.' Phase I did result Ain a 1ncrease in the start. rate for all

53

# B N
s S

three subjects, howewen the data wasxcharagterized by’ variability.' ,‘; iu@@
r\‘ . ) o L b . ‘~ E #* * D. ]

S B . ’
[N ‘ .o ~ -

. K{‘ W f'i_:‘éx”n“.f«A; § e : P ) y
Treatment Phase II--Classroom Sétting®. e ‘ PR

T,

The .data in Figure 12 show different changes for different subjects v
in the ‘start rate per minute'withfthe introductionvof phai;;iii-.

intervention. Subject one demonstrated a negative change with a

r '



»

downward trend., Subject two deinohstrated little c’hangebwith an
' improvin trend with a variable data path, Subject three demonstrated a
8 . ' /j
positive.chcnge with an improving trend. All .three subjects had
_"‘ . . ] . * ‘ g o '.
‘variable level stability and the level range was 2" to 1.2 for subjeqt

change in levolﬁlvom phase I to phase II was a decrease of 1.0 for

' s 4
.subject one, a d;grease of .4 for subject two and a decrease of 8 for

) :

subject three. The percentage of overlap betweer& the two phases was 75,,

percent fg subject one,,,83 percent for subject two and 50 percent for

subject three. ’I'he data paths and trends were variaNe -across all three

subjec‘ts’with phase I1 data_“ove(rlapplng ,conmderablv with 'phas_e I. .

o , e

Follo'wup—-Classtoom Setting -

4 -

) All three 'subjects demonstrated a. negat'ive‘change during fol lowu‘
J .

{_‘%b_servations from phase II,. Subjects one and three had an improving
* ~ N\

R

‘r"“

v

P

N l&l

"4 R "y}ﬁ;- ; '\ability with a levél rénge ¢f 4 to .6 star‘ts per minute for )

7» )
1‘9 o 13 A
*'”~ﬂaubject onre, 4 to 1 0 for subject two and .8, to 1.0 for subject three.

‘. >

q’Thb change in level from phase II to fol lowup was a decrease of .2 for

" -
,1

:subdect 31. The percentage of overlap yas 100 percent for all three

L3
!

subjects from phase II to fo],}owup. However, the f,gllowup data was at a
. ’&9:

| slishtly higher *level than' %h";;mwn for” baseline*’phase. =

£ "*" . : ]
,

e ; g n 4 [

one, 0 to 1.2 for subject two and .2 to 1.0 for subject three, The:

’tre’nd v(hile subject two had a declining trenq’ Th,e data Mall -

{tbjrees bjects"were varlab&e. 41,1 Ehgea‘subjects*alsp/fhad variahle,"
L e %, ’

subject one, an increase of .6 for subject two and an intrease of .8 for

-
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w
L
Al

B, R;sponses

*

The behavioral observatioms yielded- two answer rates per mxnute fora

.each treatment session, one tn the treatment setting and one 1in the o

»

,c;aasroom_setting“'rhe answerwrate was determined,by counting'the
number of responses made during ‘the observation pariod and dividing 1t

Y
by the.number of~minutea observed These datd were recorded on line
|

- graphs and are shown in Figure 13 Visual 1nsbection~of the data was

.
'

-

conducted and the " results follow.

A‘. s

. Baseline Phase--Treatment Setting

.
~y
[N L]

» In Figure 13 basellne data for subjects one, two and hree is shown

for the treatment setting. The trend lines are quite dif erent for each

subject. SubJect one had ‘an improving trend, subject two a declininw ™
3a variable zerz

trend wlth a variety of data p}?hs wlthin, ‘and, subjec

s

cqgeaatlp@;trend% Level stability ﬁas»var;abljtjor all three subjects

" -

with the range(}to .6 for subjects one and twq and 0. -to, 4 for pubject
three. Examination of the baseline data demonatrates experimentaI

" control of the treatment over the answer rate. »In each case the stagger

o

of the 1n1t1at10n of the treatment phase I produced no change in the

\ , l

basellnes of the subjects not yet int?n[uced to treatment.
’ -3

I
/ A
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The introdug;ign_Qc_nhige_l.treatment resulted in a positive change

in the answer rates for all three subjectdi The 1n1tiation of the first .

phase of treatment produced a declining trend for subject one, aillbo

1 £

'celeration trendrfor subject two and an improving trend for subject

“

'three. -However. the data\paths were/variable. The level stability was:

. /

‘:-variable for all subjects in phase‘I and the 1eve1 range w T?om 4 to

.r
i

1.2 for subject one and three an?&4 to 1. 6 for subject two. The change

~.

in 1evel from baseline to phaée I was an’ 1ncrease of 8 answers per'

/
}

"minute for subject one and two and an increase of +2 answers per minute

l

for subject three. The percentage of overlap between the

e -

‘baseline and phase I was @5 percent for subject One,,no overlap for{

' subject two and eight percent overlap-%or shbject three.v In each -

. /
,1nstance the introductrbn of phase I treatment resulted in an 1ncrease
/ . H
“in the answer rate in ‘the target data path’
Vo . . , [ . . »
/-

':Treatment Phase I1-~Treatment Settikg

'
',/
o/

* The data 1n Figure 13 show a negatlve change in the answer rate per.

| \ . ' .

minute with the introductiow of phase II intenvention. The 1nitiation
of the second phase of treatment resulted in & variable declining trend E

with vaaﬁable data paths for all three subjects. The le§e1 stability ,

\

sub

eét one and 0 to .6 for subject two and three. - The change.in level
i Y ‘

waS\variable for a11 three Subjects and the level range from O to .2 for f
J



from phase I to phase 11 was a decrease of I.Q answers’ per minute for‘“
' subJect one, a decrease of 6 for subject two and a decrease of 4 forvw”
subject three. The pevcentage of overlap between the two phases‘was‘f

zero. percent for subjects one and ‘two . -and 58 percent for subject<three~ 

As with the decline impthe start rate per minute. the decline in thef: ;‘”

’

answer ra : ‘per minute may be the result .of an increaaed percentage of“j;,.

e

interactions which decreases the opportunitles to initiate and

.respond to 1n1t1a1‘1n1tlat10ns in,lnteractions. o "7f§f r"
« [ . . . ‘,' B g P . .
&% . Baseline Phase--Classroom Setting - - ‘f&,“‘ R A?}?ifﬁffy_ﬁ"

[ ; ! - !

In Flgure 13; basellne data for subJects one, two and th?ee ‘are..

&

"
shownrfor the classroom settlng. SubQEitjsne had an’ rmvrﬁ&ing trend

N

subJect two a dec11n1ng tend and subject three an improv1ng trend Mithkh

P

211 three.subJects hav1ng variable data paths, The level stabillty ‘was

variable for all three subJects and the 1eve1 range was 0 to .4 for

@

' subJect one, and two and 0 to .6 for subJect three Examination of the-

A

‘ basellne data across subJects demonstrates experlmental control. In

\\\\each case the stagger of the initiation of the first treatemnt phase

produced\no\change in the baseline of the subjects not yet introduced‘to

treatment.

¢



- Trestment, Phase 1-—Glessroon Setting
: RUNTEE R P " S e

The data show a positive change in the'answer rate per minute‘with\

Ve

the introduction of phase II intervention. The initiation of the first

-

,ph&aa of treatment resulted in an imprOVing trend with a variety of data -

) paths for subject two and three and a declining trend for subject one,

/ﬁs

"“';The 1eve1 stability for phase I was variable for all three subjects with

a range df.4 to.12 for subject one, 0 to 12 for subject two and 2 to .

-

L2 for subject three. The change in level from baseline%to phase I was‘

’

ian increase of 4 for subject one and two and an increase of 2 for

»A‘~ ®

' subject three. The overlap between baseline and phase I was 42 percent

2 for subject one, 25 percent'for subje;t two and 33 percent for subject o

”ythree.l As with the treatment baseline examination of the data

"?demonstrates experimental control In each case the stagger of the

w

initiation of the phase I treatment produced ne change in the baselines

of the subjects not yet 1ntroduced to treatment. .

o

iTreatment~PhaseeII%—Classroom.Settfhg_

-

;ease in the- answer rate per minute for all
oy, \‘ _ .

- subjects with the introduction of phase II intervention.' The initiation -

of*the secOnd phase of treatment resulted in a declining trend for

; fsubjects one and two. and a decelerating, improving trend for subject

: three. . The level stability~for phase II was«variable for all subjects ,

and the rangevwas 0 tot8 for subject one, .4 to 1.2 for subject two”and‘

< e

.
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’ .2 t.o 1 O for subjec& three. 'I‘he change in level from phase I to phase L
'If was a decrease of 4 answers per minute for subject\ one. an increase

of .4 fot subject two and a decreasé of .8 for subject three. The,

over,lap between phase I and,phase II was.66 percent for subject one and

three and 100 i)er,cent for s'_ub;j'ect‘ two.” Given the ovierlap of the two

phases for all subjects, %o"v definitive statements concesning the

treatmen€ effects of phase II on the answer rate can be-made,
i .

,‘l ) - f,u‘ﬂ‘
¢
4

[

Folllo‘viun——'Classroom, setting -

: . A D

All three snbj'ect's _demensltrated' little or no change.during fol liowup«n
obse'r‘vat'ions from phese I intervention. . Subjeets one and two hed a
:zero celeration trend durlng fol lowup and subject three a declining
trend All three subjects had variable data paths, The level stabilit:y
was variable across alllthree subjects and the range +2 to 1.0 for
_subject one, .-4‘to .8 for us‘ubje’c't: two and .8 to 1,0 for eubjegb three.
'i‘hec‘.:hange in level fromv phase II !:ofollpviup vas a decline of .2 for
subject one, an increese. of .2 for subject two and an ing:re_asfe of .8 for .
'subj‘ect three. The pe“rcentage of'ovexi'lap betweén phase I}end fol‘,lowup

P R . \
. : ' . v .
was 100 percent for all three subjects.

C. Talk Behavior

- The behavioral observations 'ydelded two 'nercentages of talk
pehavior for each treatment session, one in the treatment setting and

A



-

A_I{,%::one :ln the classroom setting.‘ The percenta}e of talk behavior was

determined by counting the number of talk behaviors observed and

» dividing it by the number of“intervals observed. Thewd’ﬁta was recorded

on line graphs and is. shown in Figure 14, Visual inspection of the daYe
was conducted and the results follow. ?

~
. '
“ . v

Baseline .Phe'se-f»Treatment Setti’gg‘
v s e

o

In Figure 14 | eligﬁ data for subjects one, two and three is
shown. For subjects one and=tWo the baseline trend is variable with
'zero celeration. Subject three had a posited slightly improving trend,
."I‘he: level stability was v‘]?‘iablle across all three :subje&Js and the tenge )
was 1.6 to 6.') for.subject' one, 3.3 to 5 for 'subj_ect tw“_o and O to 3 fo‘r‘\ '
subject three. In eaCh ‘case the introduction of the first phase of
treatment had no effect on the baseline series of the subjects who had

not yet received treatement. i

Treetment Phase I--Treatment .&tting

Thel data show a8 positive change ’in"the percentage of taelkb behavidr
_.wi.th the‘-intro_ducti:on of phase I interven-tion. The initiation “of‘ the
first phase‘Aof treatment resulted in an improving 'ttend with va’riable‘
' data paths for all three subjects.o The level stability was variable for
the three. subjects and the level 'range was 10 to78.3 for subject one,

‘8.3 to 30 for subject two and 6.7 to 15'for subject three. The g_hange
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?ercentage of time spent in talk behavior in

treaqﬁént and classroom generélization settings for

all three subjects.

Figure 14.

» .



, phase I treatment produced a.clear effect.

\ . - .94

-

-

An'level from baseline to phase I was an"i‘nc'reas‘e of 17 percent for

subject one, ‘and increase of 7 percent for subject two and an increase
R ‘ » . : : ‘

&

of 8 percent for subject three., There was no overlap between baseline
“l

and phase I ‘% any of the subjects. Each time phase I treatment was

introduced to a\subject 8 datm series it produced a positjivegincrease in -

Treatment Phase II--Treatment Setting

The data show a‘positive"change in the percentage of talk behavior

initiation of the second phase of treatment resulted in a pos1tive,
tmproving, trend for subjects two and thr.ee.. Subject one on the other
kand demonstrated a decli'ning trend with a variable data path. The
level stability for phase II was variable across all three subjects snd

- 4
the level range was 53.3 to 78.3.for subject one, 13.3 to 58.3 for

with the introduction of phase II intérvention for the subjects. The-

subject two and 11.7 to 18.3 fior\subject thfee. The change in level

™

from phase I to phase II was a decre‘ase of 23 percent talk behavior for

. subject one, a decrease of two percent for subject two and an increase

of seven percent for subject three, .vThe percentage of overlap from

phase I to phase II was 100 percent for subject one, 42 percent for

"subject two and 58 percent for subject three. Given»the‘overlap bEtween

7

phase I and phase II no definitive statements can be made concerning the

effects of phase II.
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\

~, Baseline Phase--Classroom Setting
. i
)

The baseline trend for subjects one and two was variable with zero-
celeration, SUbject'ghreg’demonstratéd a sl;ghtly impﬁgving trepd
during baseline;f}Tbe level stability was variable across all three
subjects J*rh‘a ;qhge of 3.3.to 5 peréent for subject one, 1.? to 6.7
percent for subjecﬁ gwé aqd 0 to 3.3 percent for subject three, In each

“

case the introduction of the first phase of treatment had no effect on
3 - ’ [N s ‘
following data series that had yet not been introduced to treatment

demonstrating experimental control.

’ N

Treatment Phase I--Classroom Setting

The introduction of phase I interveﬁtién préduced a positive chanée
in the percentage of talk behavior observed in thé classroom setting.
The initiation of the first phase of infe;vention resQlted in a variable
in phase I for adl three subjects with a level range of 13.3 to 41.ﬂk
percént for subject 1, 5 to 23.3 percent for subject two and 1.7 to 15J.
percent for subject threé? Ihe change in levél from basel&he télbhase I
was an increase of 15 percent for subject one, an increase of 1.7
percent for subject two and an increase of fi?e percent for subject
‘three. There was no overlap between baseline.and phase I forbsubjectg

one and ghree and there was an overlap of 58 percent for subject two.

Each time phase I treatment was introduced to a data series it produﬁed
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'a poaitiva change in the percentage of time spent in talk behavior. The

1nitiation of phase I treatment prdduced aupositive effect.

Voo
. ¥

Treatment fbgse II--Classroom Setting p e

*+
#

‘»}he introduétion of phase II intervention produced a positive -
change across subjeéts. All three 'subjects'had an improving trend. For
subject three this t;"end" was accelerating but for sutzjects one and two
it was deceltrating. \\~‘ . . \"\\w wo

The leve‘l stability was varied for ;;b;jects two .and three and

>
~variable for subject one. The level range was 48.3 to 55 percent for

subject one, S.j'to 11,7 percent for subject two and 13,3 to 15 percent
for sbbject threei\ The cbange in.. level from pbase I to_phase-1I jvaé an
increase of 13 percent for subjdct one, no chér;ge"‘ for® subject two and, a
decrease of 2 percent for subject three., The percentage of c;vervlép for
all three subjects was 100 percent. ?iven the overlap no d;finitive

statements. concerning the treatment effects of phase II can be made.,

- Followup—~Classroom Setting

The followup data \showed 1;ltt1e or no change from phase II data for-
all the subjects. Follbwup proddced a variable, decélerating imprbving
trend for all three sub.lects. The level was stable across all three
. subjects with a range of 48.3 to 55 for~ subjec.t rne, 8.3 to 11 7 for

}subject two and 13.3 to:15 for subject three. The change in level from

. i
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o ¢

phase II to fol lowup was an increase of 13.3 percent for lubject og‘. no

change for’siﬁct two. and a decrease of two percent for subject throe.
. ® P

There was_a percent ‘overlep between phase II and followup for all
\ @
three subjects, )
! .
D. Continued Intéraction v - y

On each tfeatment day, teo percentages of continuyed interect.ich;,
were obtained for e*h subject, one in't;le treatment- setting and one in
the classroom setting. The percentege of continhed interaction was
calculated by couhting the number of ihtervele in which the target
child was observed to have continued an interaction from the initiel
interval where a response or initiation occurred. The results vere
graphed and are shbwn in Figure 15 and visual inspection 'of the data

conducted.. The results follow. =

1

Baseline Phase--Treatment Setting

) ! )

During the baseline phase the trend for all three subjecte was

—-—

variable with zero celeration. The level was variable across subjects
the range 0 to 3.3 percent for subject one and two and O to 1.7 for
subjeetchree. 0Examinatioh of the baseline data across subjects shows
" that the stagger of the initiation of the first treatment phase/to the

\

first baseline series produced no change in following baseline series
¢ ' .
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Figure 15. Percentage of time spent in continued interaction in
treatment and classroom generalization settings for all
three subjects.
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not yet introduced to treatment., This dewmonstrates experimenta ,
. . . o
control, ' . =
‘ ! » ' “ * N * ’ *
. Ireatment Phase I--Treatment Setting . - ‘

-~y

L

The introduction of phase I inter vention produced e positive« oéhange

in the percentage ot' continued interactions for. ell three aubjocte. The'

1n1tiation of tihuﬁut phau of mtorvbntion reeulted ina poutivev e

J

upward trend for all three subjects, However, the data paths were
‘ LAY \
variable, 1he level staQ}lity was also variable for all three sUQjecta

with a range of 15 to 78.3 percent for subject one, 25 to 58.3 peqcent'

for subject two, and 16,7 to 6l. 7 percent for subYect three, The cﬁange

-dn level from baseline to phase I'ves an increage of 15 percent for

subject one, an increase of 25 percent for subjec} two and an increase..
of 16.7 percent for subject three. There was nofoverlap:between the

baseline and phase I for any of the subject Each time phase I

treatment was ¥ntroduced to a data series it d a substantial

du

increase in the percentage of time spent in continued interaction. The

initiation of phase I treatment produced a clear positive effect.

l . -
\

Treatment Phase II - Treatment Setting

The introduction of :phasé II treatment produced a positive change
N '
“in the percentage of continued\interactions following phase I treatment.
: )

The second phase of intervention resulted in a stable, accelerating,

AN
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» : | ’ 100
improving trend for subjects two aJd three and a stable, decelerating,‘
‘*improving trend for subject one. ‘The difference between accelerating‘
trends of 5ubjects two land three and the decelerating trend of subject‘
one is ‘the fagt that subject one had reached ‘the ma;imum percentage of"j
continued interactions during observations producing!a ceiling effect -
. and a deceleratlng trend ‘ Subjects two and three also d1ffer from
;‘ subject one as their level stability 1n,phase II is varlable whlle
subject two's is stable’ The level range is 76.7 to99 percent for‘
subject one, 70 to 99 perCent for subject two and 68.3 to 100 percent
" for subject two and 68 3 to 100 percent for subject three., The change in
4 level from phase I to phase II was an 1ncrease of 13.4 percent for
. subject one,‘an 1ncrease of 14, 9'percent for subject two and an 1ncrease
,Sf 6.6 percent for subject three. The‘percentage of overlap between.'
i_ phase I and phase II was eight percent for subjects one and three and no
‘overlap for subject two.x In each case'the percentage of tlme spent in
'fcontinued'interaction increased substantlally-with the introduction of =
'!phase IT treatment clearly demonstratlng the positive effect of the‘

”treatment-*"“?;ddition. with the multlple baseline stagger subseQuent,

‘baseline se¢ es which had: not yet begn 1ntroduced to the second phase»A

remained unaffected demonstrating experlmental control

=}

* Baseline Phase—Classroom Setting
o N ", - _w
\\ R o -4 S ) o v, . ,

During the baseline phase 1n the classroom setting all three

1 subjects exhibited a stable zero celeratlon trend. The level'stability a

A



was dlso stable for’ all three subjects with a range of 0 to 1.7 for
lsubjects one and two and zero for subject one. Examination of the

bas%llne data, across subJects shows that each time phase I treatment was

'1ndroduced to a baseline serles no effect was noted on the remaining

i ,a’u

; ]

basellne series not yet introduced ‘to treatment dempnstrating

experimental control.,

i \"v
| %

. Treatment Phase--Classroom Setting

L o ) |
*, The 1ntroduct10n of‘phase I treatment produced a positive change in

tde percentage of 1nteract10ns for all three subJects. The inltiation

i

eubJects one and two, and a decllnlng trend for subJect three. However

i

'all three subjects had variable data paths. AThe level sqability/éaS'

| varlable-for all three subjects in phase I and the range 3.3 t»_33.3

percent for subjegt one, 1.7 to 18.3 percent for subject two/Ahd O0to

21,7 percen
/

o | | S E 4‘101,

of the first phase of interventlon resulted in an 1mprov1ng trend fornﬁ

or‘suhject three. The'change in Lsyel from hﬂéeline to

phase I was an increase of 3.3 percent for subject . one, an/increase of

five percent for subJect two and no change for subJedé three. The

pd?qentage of overlap was zero for subject one, elght percent for

L § /

subject two and three percent for subject three. In each case the»
introduction of phase I tfeatment;resuited'in a positive increase in the

. percentage of time spent in continued interaction.
. i N '

»

-
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Treatment Phase II—-Classroom,Setting-

The lntroduCtion phase II treatment at the conclusion‘of~pnase I
produced varying results for different subjecss. For subject.onesthé‘l

inittation of the second phase of treatment resulted in a variable,

-

bpositive change with an upward trend For subject two, little change
~occurred with a slightly imprOV1ng trend. For subject three the change
was p051tive, however the 11near trend line was ver; varladle w1th many
: improv1ng and declining paths w1thin. The 1eve1 stablllty of phase II

was variable for all subjects and tzf range 35 to 56 7 percent for
J R e
subject one,,l 7 to 11 7 percent for subject two and 3 3)t 26 7 percent

-
‘ PR

for. sub ject three.. The percentage of overlap betf‘

. , P 5
II was zero for subject one, 92 percent for‘subject';wo
~ “ i , R P ‘; Ll TR

K

for subject three.

. .o Y !
- Followup—-Classroom Setting*
AN

- N )
The followup data 1nd1cate a negative change from phase II to
¥y C A
-followup observations. épbjects one and two deanstrate a varlaﬁe,
decelerating improving trend,'subject three a variable improving trend, -
'The level stability vas.variablenfor subjects three”and two and stable

for subject'one,11.7 to 5 percent for subject two and 3.3 to 11.7

percent for subject three. The cﬁaﬁge'in level from phase IT to

fo]ﬁlowup was of one percent for subject one, a decrease of 6.7 percent

" for subject two, and a decrease of 15 percent for subject three. The
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percentage of overlap between phase IT and followup was 100 percent for

all three subjects.

E.  Average Length of Interaction *

‘The behavioral observations yielded twb average length of
intéraétion scores) one in the treatment setting and one in the

i

classroom setting, for each -treatment session. The average length was
determlned by countlng the number of intervals in each continuohs
interaction, "adding it up and dividing by the number'of intervals,
‘These data were recerded on line graphs’éé are presenéed”in Fiéﬁ}e 16.

Visual inspection and analysis of the data was completed and the results

follow.

Baseline Phase--Treatment Setting. -

}

During baselihe the trend for all three subjects was stable with
Y l" . ‘ AV T
zero celeration, The level was also stable with a range of 1.0 to 1.7
for subject one, 1.0 to 1.5 for subject two and 0 to 1.5 for subject

three, Examination of the baseline data- across subjects shows that in

each case the initiation of the firSt phase of treatmént for subJeCts

one and two produced no change in the baseline of subsequent subjectsvv 

data serles “not yet exposed to phase I treatment. This demonstrates
I8 . .
experimental control,
-
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/ and classroom generalization sessions
across all three subjects.
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Treatment Phase I—;Treatmentvsetting

_ | ‘ , | B

With- the introduction of phase I awpositive change occurred: for sll

three subjects. The initiation of the first phase of treatment resulted
~in a variable improving trend for subjects one, two and three, The
1evel stability uas also‘variable'for all three subjects with a range of.
,2.0 to 12.8‘for subject one,‘Z.S to 5.6 for subject two end 2.7 to 17.8‘
fot subject th;e;, The change in leuel from baselihe to phase I was an'
increase of .7 for-subject one,fan increase of 1.5 for subject twe‘and |

~an increase of 1.7 for subject three. There was no overlap between"
baseline and phase I for the three subjects. ~Each ‘time phase I

treatment was introduced to a subject s data series it producedvan

increase in the aueraée length of interacticn it clearly haq a pcsitig?J‘

effect.

Treatment Phase II--Treatment Setting

The introduétien of phase II treatment at the conclusion’of phase 1°
resulted in a positive;change for all three Subjects. Subjects one, two
and three demonstrated an improvingltrend with variable data paths‘withjn
the initiaiton of the‘secend phase of interuention.b All three subjectsA
had va{iible level.stabllity with a range of 12.5 to. 60 for subject one, ”‘
9.5 to 60 for subject tvo, and 7.8 to 60 for subject three. The level
of change from phase 1 to phase II was an increase of 6,7 forﬁsubject-

one, an increase of 4.8 for subject two and an increase of 1.5 for
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subjectnth;ee; The percentage of overlap(betweeh'pha e one and phase m
two was eight percent for subject three, and zero for s bjects tzg\and
'one. ‘The introduction o? phase IT interVention‘produced'e positivef

‘t change in the éverege length of interaction end ﬁad a positive effeet.

Baseline Phase——Classroom ?etting
i .

The baseline_date indicate that subjects one and two had a stable,

“

zero‘Eeleratioh‘trend while subject three had a varieble,siightly’
improving trend. Subjects ose and.twd‘had a‘stable leﬁﬁl and subject
_three variable level stabiiity. The level range was 1.0-¢o0 2.0 for 1
subject one, 1.0 to 1. 5 for subject two and 0 to 1.3 for subject three?
The baseline data show that in each case the stagger of the initiatien
of t)eAtment phese b for eath subject produced no change in the
baSeliheswof the foiioding subjects not yet introduced to treatment.
This lag demonstrates expe:imgntal ‘contr$l of the treatment over
behavior. | {
¥

o Treatment Phase I--Classroom Setting

. . ol ,
The introduction of phase I treatment produced a very slight

positive change in the average length of interactlon for subjects one
‘and two and little or no change for subject three. The initiation of"

the first phase of intervention resulted in a variable improving trend

for subjectsfone and two_ahd a variable slightly declining trend for __

5
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subject three, This was the result of one unusually high score on the
third dey’of treatment, THe level stability was variable for all: three
subjecte with a ;AEEe.of 1.3 to 3.7 for subjectdohe. l.i‘to 3.0 for
sub ject two; and 1,0 to 14 for subject three. Themchange in level from
baseline to phaee-i was an increase of «3 for subject one,,an increase

“of .5 for subject two and a decrease of 1.0 for subject three. The
percentage of overlap between baseline and phase 1 was zero for subject
one, 50 percent for subject two, and 25 percent for subject three. Give
the percentage of overlap between the two phases of the subjects it is
difficult to determine a'clear effect of the treatment on the average
. length of interaction in the classroom setting. :However, for subject;
one an 1ncréase was observed indlcatlng a positive effect.

,,_j/

Treatment Phase II--Classroom Setting

The introduction of phase II treatment at the conclusion of phase I
produced very p081t1ve changes in the average interaction length for
subJect one, and positive by lesser changes for subjects two and three.
The initiation of\the second phase of intervention resulted in a
variable, accelerating, improving trend fgr ubjects one and two and a
- variable declin;ng trend for subject three. The level stabiiity of
phase two was variable for all three'subjectsbwith a range of 2.5‘to@7.8~
for subject'one, 1.2 to three for subject two, and 1.2 to 5.3,for
subject three. The change in level from phase Igto-pheserII was an

incréase of 5.3 for subject one, a decrease of .2 for subject two and an

«

\
!
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increase of .6 for subject three. The percentage'of overlap bereem
phase I and phgée IIiwas 25 éerhent for subject one, 100 percent for
lsubjéct'two and 50 percgnt-fér subject three, Given the percentage of
bverlﬁp between the two phases no clear statements can be made regarding

-

the effect of the treatment. \ T

‘Followug-—Claésroom Setting
1 J
All three subjects experienced a slight decline in the average

. . .- ’
length” of interaction during followup. The trend was variable,

<k g

declining for subjett‘one and variablefigpgﬁiigg for subjects two and
< three. The level stability was'variable'fornzli three subjects with a
range o} 5.0 to 9.5 for sugject one, l.1 to 1.5 for subject two and 1,5
to 2.4 for subject tﬁree. The chénge in level from phase II to followup
was an increase of 3.5 for subject one, a decrease of .9 for subject two
and a decrease of 3.1 for,éubjett three. The percentage of overlap was
66 percent for subject one anq two ahd 100 percent for subj?;t three.

All three subjects were performing at a higher level than baseline rates
. - p /"

at followup...
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CHAPTER FIVE y
DISCUSSION

Evaluation of Effé@is

/

" S 4
\ : £

General* visual analysis ofi?he”graphic‘data revealed t f'
a marked increase in the percentage of positive -fﬁ - befipvigd the
. o s
' A . .
introduction of phase I treatment, and again with the introd on of

phase II treatment, an-‘effect that was replicated across all three
subjects, The data piths in baseline were characterized by-some
variability but'becamé stable with phase IT. The trend was upwards for
both phaseéywith a celling effect occurring for one subjgct.' Thél
increase may or may'not have been‘§'¢ontinuation of the upward trend
demonstrated during'the fi;st tfeatment pha;e however the level of
behavjor exhibited in phase II was higher than that observed in phase.I _
with little overlap. R

. 1
The positive change in the percentage of positive social behavior

,genéralized to the classroom freeplay setting but at a ﬁuch lower level

than that observed in the treatment setting, There was d great deal of

overlap between phase I and phase II for all subjects making it

difficult to distinguish the effects. For all subjects phase I and

phase II levels of positive éocial behavior were higher than levels of
behavior observed”during baseline. qu subject one the generalized level

of responding was well within average range.
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The followup data on the perceg&:ge of positive social behavﬁor

showed levels of behavior comparable to thht exhibiCed during phase I

but at slightly lower levq@p than the final data points in the phase

\
In addition, followup data was at higher levels than behavior observed'
during baseline.

The start and answer rates, for all three subjects, demonstrated an

increase durin& phase I followed by a subsequeht decrease in phase II in

~ the treatment setting. As previously discussed, this ‘was “due to

increased continued interaotions resulting in fewer opportunities to
N

initiate or respond to initiations in interactions., .

;

L

The percentage of talk behavior also increased in both phase I anﬁ

)

phase II. As with the percentage of.poeilive social behavior, the }

percentage of talk behavior generalized to the’classréoé.but at a lower
level then that observed in the treatment setting.

"The'percentage of continued interactions also showed improvement in
’_both phase l and phase II with the classroom generalization level lower
than the treatment level, Although, phase II data was higher than phase
I thy data was not conclus;;e as there was overlap between the two
phases.

The average length of intereoflon.in the treatment setting showed
improoement in phase I and again with the introduction of phase II
,treatment; JIn the classroom setting one subjecf demoh‘ rated
substantially longer interactions in phase IIAthan in phase‘I. /ofrthe

- ”

other two subjects this improvement was not de’onstrated as there was

Q

-
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variability. However. the L.reatment levoln of responding were higher

~ than base{lne 1gvela.
All three subjects evidenced gaips in toacherzbncingn. vith nuoject
4 /

one,receiving an average rating at posttest. All three subjects
- ‘ , ' . ¢ v
improved on the peer rating averages with subject one receiving an

v

average score and subject three approaching average, On the peer?

nominations all three subjects ahowed improvement. Subject one receiv@d

‘more positive nominaticns and fewer negative nominaéions. Subje&t‘two'
received no positive nominations but fewer negative nominations.
Subject three received one additional positive nomination and one less
negative nomination, Finally, only subject one 1mproved on the posttest

teacher ranking. .

: e :/ - ' . ’ L TN
Generalization and Maintenahce of Effects

2

The inevitable goal of the treatment inAthiokintervention was
transfe}-of the behavior performance under treatment conditions to free
play conditions, Sulzer-Azaroff hnd»Mayer (1977) state,that‘the mere
occurrence of behavior thangé doéﬁ.not mean change will persist and
be generalized to other situations.bnq that the environnent nnst be
structured to maintain the behavior change. However, procedures to
train for generalization weYe included as previously discussed and an
assumption was made that .once the child learned some basic gocial
behaviors and began to engage in social interactiono, that the naturally

——

occurring consequences of bghavior would be strong enough to take over-
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and maintain newly acquired behaviors. For subject one this indeed

_accurred and for subjects two and three i:f_foccurreé‘ to a much lesser

degree. For the two subjects, for whom generalization did occyr, but at
a much lower level the etructureyof the environment may indeed need to
de changed to maintain the behavior change in the new hetting., when
eociel behavior exhibited during followup or in genereliietion does not
approach eccepteble levels it may be due to the fact that‘the social
environment d;d not’provide potential or reaponsive partners. When the
children return to the classroom, partners may not he availeble es;
socially competent chileren tend not co 1nterect with them when‘eociallyw
skilled children are available (Strain, Kerr and Raglund, 1979) Not
only do withdrawn»children require specific skill training but peers'
behavior toward and perceptions of target children must also become a
focus, Strain and Fox (1981) indicated that the géneraliZatiqn and
maintenance of improved peer interaction skills may also be inhib{téd by
well developed frienﬂship networks between cnildren.ﬂ It‘may be
difficult for a child to break into existing interaction paﬁterns.
Another mé}or contri?uting facter of‘poorréeneralization may be the
negative sociai hist&ry that peers ‘may have ha& wirh the target
children. The targer,thildren  have a) had awkward and disruptive

4

attempts to enter pla} groups, ’b) withdrawn even’pore from peer

'contact'efter unskilled>ettempts to play failed, and c) éxtinguished the

approach behaviors of peers because of their lack of responsiveness

(Strain and Fox, 1971). All of these circumstances create a negetive‘
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: hi-tory 1n which npn.raliza%ton and main:ononco of laarncd lkilln _may bc L

difficult.

r~ . *

Differential Response to Tr&atmont .

v The data indicates that all three subjects respbnded in o;f:li‘vf'”ly
similar manner to the two phases of treatment in the treatmeat. setting,
However, differential response to treatment was observed in th?
classroom setting. |

N

‘.
treatment effects but which were not identified or controlled for were

ossible factors that might have contributed to differential

the followi?g: - ' ~
1. speéifiC*speech and language skilis/deficits
2. motor coordination skills/deficits 'S
3. specific skills/knowledge/regarding play activities
4, levels of anxiety experienced in peer interaction and
5. feelAnpw of self worth as a friend.
Another complication is that differential treatment qffeqts may be
as related to initial levels of the five factors above as\to
differential gains or- improvements in these factors during thﬁ tteatm)‘
and maintenance periods. AN
In éddition,'the basis for the social skill deficit or social
withdrawal may have varfed from subject to subject. The withdfawal may
have been due to: a skill deficit, a ;erformance’dgficit; or self

control deficit (Gresham, 1981). Children with skill deficits do not

I3
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‘have the necessary skills to”interact appropriately with peers.
Children who possess performance deficits may have . the soécial skill for

~'weffé.“

“inh‘”

o

.ve interaction, but do not|perform skills because of response-.

2, .
bting anxiety or low motivation. Children who exhibit self control

deficits may lack adequate behav1oral controls to inhibit impulsive;'

disruptive, or aggressive social behavior. The skill, performance and
,,self control.cOnceptualizations of social_skill suggest that‘a technique

. may be differentially effective with children with different types of

[ K

"probigms.

' 'ThevreSUlts obtained?&h this'investigation mayfhaveybeen influenced
by abnumber of factors’that contributed to:the‘differential effects.
'fSijeCt oneﬂsgleveliof generalized positive social behavior was at an
’ averagellevel for,his age’grOup.and>was>subStantia11y higher than the
'géneraliced‘behavior of subjectsvtwo.agd three, This high level of
: performance may be due to the fact’ that subJect one may have possessed
a performance def1c1t and had the social sk111 for effective
wiinteractlon, but did not perform the skills because of response

: D .
inhibiting anxiety or low. motivation, G1ven the positive practice d%

r

performing the skills in the treatment setting subJect one was readlly

: able to apply the SklllS in the classroom. Or perhaps, given subJect

one's high intelligence quotient, he was‘able oY) learn the skillsf'

)

quickly and ‘apply- them in the classroom setting. In addltion, subJect
one's: articulation difflculties did not seriously hamper his ability to

.communicate and he was able to 1nteract.appropriately at a verbalvlevel.
. . , ey o ) . B N . M
)
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Subject two evidenced gains in percentage of social behavior in the

classroom generalization setting.xlgy>is possibie subject two possessed

a skill deficit and did not have:tﬁe necegssary skills to interact
.appropriately with peers and a self control deflcit evidenced in lacking
'adequate behavioral controls to inﬁibiw impuhﬁi@e disruptive and

aggressive soc1a1‘behaviof. As a result subject two may have had more

‘difficulty learhing and.performing the soqgal skills in the classroom,

The behavior exhibi'ted due to poor#gelf control may'have contributed to

low.levels of postitive social behvaior due to agé%essiOn, d¥sruption of

interactions, etc. In addition, suuject two had.great'difficulty iu
articulating and- communicatlng clearly which may have contri Liusé - o his
inability to interact with other children at a verbal level. 75 |
Subject three-also evidenced gains in percentage of social behavior;
in.the classtoom'generalization setting but at a mucp lower ievei than
subject oue.::ft~is possibie subject two possessed a?skill deficit and

did .not have the uecessaryhskills_to interact appropriately with peers
and a.performauce deficit due to anxiety and low motivation. "Given
these two deficitS'itxwould be more difficult for subject two to learn
the new skills required and apply them in the classroonm due to high

levels of.auxiety and low motivation to‘interact. It is also possible

subject two had a very low level of self concept. .

Oveiall, the skill, performance and self control oonceptualizationsh
of_sociai‘skill coupled with individual factors such’as speechvand

»language; motor skill, anxiety and feelings of self worth may have been

responsible for the"differential fesponses of the subjects to the
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treatmentij/;everal hyoothesis of how these factors may have. influenced
the performance of the snbjects has been discussed that inh;bited
attemptsftorinteract.l In addition subject three moved very.slowly in
the clasgroom and often appeéred lethargic. This may have caused his
peers to pass him by as .a partner for play aétivities or prevented‘him

from participating in active games.

Peer Mediated Treatment:

)

The two phases of treatment 1in this investigation utilized trained

- peers to facilitate the acquisition of social skills. Previous research

0

has demonstt?%ed'the efficacy of having a trained peer initiate and

maintain social play with a socially delayed child, model, reinforce and
s o ‘ ‘ . A . ) g

tutor social skills. However, it was not clearly determined in these

studies whether, or not ificreases in interaction rates generalized. Far

subject one in this investigation the peer mediated treatments were

successful at improving the rates of positive social,behanior in the .
Y . . /4

clas;room.‘ Subject one approximated average rates of positive social

behavior and dld/dEVBTop reciprocal frlendships with classroom peers.

. The peer mediated techniques were less successful for{subjects two.

.. and three. Even at.the conclusion of 1nterventlon, the rates of

positlve social behavior were still within withdrawn range. 'There are a
number of hypothesis why this 1ack of treatment gain occurred in ternms
of the peer trainer inwolvement. F1rst. perhaps the peers paired with

subjects two and three were less skilled than the peer paired with
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subject one. Although the“%hree trained peers received the same -
* training and reached the same criterion.levelﬁin training ‘they may not

have reached the same competency level in terms of initiating,

-

maintainings and reinforcing peers for social interaction.. Second, the

matches between the peer trainer and the target child'may have differed
in interest in each‘other, in interaction styles. The degree of
p031t1ve peer interaction between the target childiand peer trainer may

-have varied as a result. Third, the interest of peer trainer in target
child and the treatment situations may have varied from‘peer to neer
resulting in variable inten51ty of 1ngervention.

Certalnly, the peer medlated ;trategy seems a reasonably useful
procedure that can help develop specific important social skills under
certain conditions. However the peer trainers may simply not be
powerful enough to dramatically improve rates of positive social

.

. behavior for some children, ossibly if a ‘more competent, personally
‘interested, well matched peer child could be determined the effects
might he more successful but.certainly these characteristics would be
= difficult to ascertain,

hThere is also concern with the use of this teehnique with the
continued presence of the adult supervisor‘in the training situation,
‘There was considerable-riskbthat~the oé&grved play interaetion was
dependent on the presence of the adult in the situation. The adult nay
have 1nterfered with the development of normal reciprocal interaction if

promptlng was too pervasive or occurred for too long even though adult

intervention was‘monltored and faded according to a fixed schedule,

& . —



R | o 118
o |

" Further Research

i
!

The following recommendations are s&ggegted for further research in

the area of peer mediated social skill training.

1.

The effects on peer helpers of participating in peer‘mediated

interventions needs to be explored., - At this point only

anecdotal®information on the effects on the péer trainers has ™

been collected. Positive results Qere‘reported by Raglund,

Kerr and Strain (1978) who observed more positive classroom .

attitudes following, a peer training taétic forfgcademic

skills, Little data has been collecte& with péers associated

with social skill tactics.  Several questions need to be

answered. Does staﬁus change following a participat “gg as

- intervention agents?. Do they tend to assume an instructional

role with peers? ' How do they-ﬁiew experience? Do they

—-exhibit any positive or negative collateral behavior change

during intervention?

The devglopmént of procedures to enhance the maintenance of
. ’ ’ P

treatment effects across time and the generalization of newly

acquired behaviors to other settings and social contexts is

~another important consideration. These procedures need to

~ include the evaluation of classroom settiﬁg-and how it can be

modified to promote generalization of lea:ned<skiils.

i

&
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—‘Demonstrations of.peer mediated techniques have jinvolved -

relatively few children. Significant questions remain to be

answered concerning the exportability of the procedure and its

efficacy wich different types of children m@. severe.

developmental delays.

This technique's useability in the classroom setting needs to

‘be explored., One cannot conclude that tightly controlled,

experimenter implemented prog:pms are directly useable by

'school personnel. Perhaps the program can be transformed into

a form that is nseahle in the classrpom so that its function
and utility can then be better addressed.

Cognitive factors relating to~socia1 comnetence need to be
addressed. How does self concept relate to social competence”
Does it change w1th improved rates of positive social
1nteract10n or does 1t’interfere with acquisicion and

generalization? ' ' . _ »

'}
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Teacher Rating

Child s Name ;. » ' ‘Teacher
A ‘

School

Date Code

Rating Instructions

- \

Please read each statement on the reverse side of this page
- , _ ‘

carefully and circle the corresponding number thet is descriptive or

representative o{fthe child's behavior. The numbers 1 through 5 are a

continuous scale, ‘Circling number 1‘indicates that, the statehent is a

false description of the child,‘circling.number 3 statesv;hat the
. . ' ,

:statement is moderately deséf&ptive of the child, and circling number 5

indicates that‘the statement is truly descriptive'of'the'éhild.

For example, an item may read as follows:

4, Smiles at other children . . .

N false moderately ' true
description description description
1 2 3 b4 5

- If you feel the Chlld does not smlle at other chlldren, then by
circling number 1 you would indicate that the statement ("Smiles at
other children") is a false déscriptioq and not true of that child.

Sl

Circling'numbe: 3 you would indi e that the statement ("Smiles at

. other children") is moderately descriptive.

&

Cireling‘number 5.would indicate'that,the statement Q"Smilee at
other children") is‘verx descriptive’or true of the child. PLEASE DO -

NOT MAKE MARKS BETWEEN THE 'NUMBERS -- CIRCLE THE NUMBER THé% BEST‘
Vs

DESCRIBES YOUR OPINION OF THE CHILD S BEHAVIOR
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Teacher Ranking Form

The student ranking.forn is the first stepryou will complete‘to»
evaluate the social interaction frequency of the students in your"olass.
The rank1ng form has been designed to al u to systematically ‘screen
the children based upon your previous opportunlttes to observe their
behavior. Students that you have only known for two weeks or less'

should be marked with a * to 1nd1cate that you might not be as familiar

l

with them as with other students. Do not include these children in your

final ranking. | S

" Ranking Your Class

The student. ranking form is comprised of three separate parts‘that

o

Ca
o
".

allow you to order the children in your class according to the frequency
;ith which they talk to each other. In Part I your task is to simply
list all of the students in your class to be considered in the ranking
_process. " This- listing of students can be in any form and will probably
be alphabetical if your roll: book is prepared in thls manner.

In Part II your task is to divide the class into two groups based
- upon youriestimate°of their interactive frequency. Those students thatf
talk the least often are recorded at the top h%lf of the form whdle the
students that talk modit often are *)rded in the second half. Some
st;dents will be easy to place in the 1east often group, yetlothers
could fit either the least often or most often group because they seem

 to be above average. In this %pse‘simply use your first judgment.

(2]

)
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In Pért IIT your task is to orgaﬁize the éhildfen's-nameslwithin

each of the groups. Start with the leasf ofteh érOup ahd bick the child
who talks least often and wfite.the name in the number lrspot. The
»nuﬁber‘z_child Qduld be‘the child that is the next least talkative‘in
the clas§ and so on. The last child ;ou will assign a number will bé

the most talkative child.

e

Each time that you compiéte a part of the ranking form, you should
count the number of children you are working wi;h and write this number
in .the "Total" space provided.. This will insure that you do not forget

any students.



