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Abstract 

The purpose of this study was to examine the impact of a peer training 

intervention designed to increase the positive social interaction between a 

child with special needs and two peer helpers. A single subject research 

design was used to evaluate the play behavior and the interaction patterns of 

the children before, during, and after the peer training intervention. The 

study found that the both the play behavior of the child with special needs 

and the interactions among the children were increased following the 

intervention. Increases in play levels and interaction among the children 

were also found following the intervention during a separate prompting 

phase. These increases in positive interactions were limited to the playgroup 

sessions and no spill over effects were found during freeplay with the whole 

class following the peer training sessions. 
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Chapter I 

Introduction 

As integration of young children with special needs becomes more 

common in early childhood settings, the primary concern of many parents, 

educators, and other professionals 1s no longer simply the question of equal 

access, but has shifted toward a concern regarding the "inclusion" of these 

children within the integrated setting . This concern often focuses on the 

level of involvement of the child(ren) with special needs and the acceptance 

of the child by his/her peers. The purpose of this study is to examine peer 

training as a method for promoting inclusion. In the chapter which follows, 

the inclusion of children with special needs will be discussed as it relates to 

(a) curriculum design, and (b) peer interaction. The chapter also includes 

the rationale and background for this study as well as a brief outline of the 

chapters to follow. 

Curriculum Design 

The issue of appropriate curriculum and teaching practices in 

integrated early childhood centres 1s critical to the development of effective 

program planning for children with special needs enrolled in regular 

programs. Odom and McEvoy ( 1988), refer to the mainstream movement as 

an "evolutionary trend in early childhood special education" (p. 241 ). It has 

only been in the last two decades that children with special needs have been 

mainstreamed in regular pre-school classes . Prior to this it was typical for 
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youn g childre n w ith v is ible handi caps to s tay a t home with th e ir mo th ers o r 

be sent to in stituti ons (Odom & McEvoy, 198 8). 

The d eve lopme nt o f teac hing me thod o logy w hi c h b o th meet s th e 

unique le arnin g need s of chil d re n with c h a ll e ng in g co ndi t io ns, a nd is 

compatible with prog ram des ig n in reg ul a r pre-schoo l se ttin gs 1s a n is sue 

curre ntly fac ing ea rl y c hildh ood educ a to rs . A s s ta ted by Gura lnick ( 1990), 

" th e con te mpora r y i ss u e i s clearl y not w h e th e r ea rl y childhood 

main streamin g is feas ibl e a nd should be e ncouraged , bu t rath e r how one ca n 

des ign program s to max 1m1 ze its e ffectiv ene ss." (p .3 ). One importa nt fact o r 

in d es igni ng p rogra m s to facilit a te th e inclu s io n o f c hildre n with speci a l 

need s is a n unde rs tandin g of th e diffe re nt philo so phical a nd th eo re tical 

ori entation s which a re s tron g ly roo ted in th e traditi o ns of Ea rly Childhood 

Education ( ECE) a nd E a rl y Childh ood Speci a l Edu cati on (ECS E) (Odo m & 

McEvoy , I 990) . 

Child-directed ve rs u s T eac her-direc ted Le arnin g 

One of th e key diffe re nces in curri c ulum o ri e nt a ti o n 

childhood educ a to rs and e arly c hildh oo d s pec ial e ducators 

be tw een earl y 

involv es th e 

controvers y ove r c hild -dire ct ed ve r s u s teac he r-direc te d learnin g. Th e 

rationale fo r child-directed or child-initi ated learnin g in ECE is based on an 

abundance o f resea rc h which sugges ts that yo ung c hildre n learn as th ey 

play full y ex pl o re th e ir e n v iro nm e nt s a nd inte rac t w ith adult s , o th e r 

children and mate ri a ls (Fe in , 198 1; Ga rvey, 1990; Yygotsky , 1966). In regul a r 

pre - sch oo l p rog ra m s w hi c h are c on s id e red t o b e d eve l o pm e nt a ll y 

appr o priate, th ese o pp o rtuniti e s for yo un g c hildr e n t o e xplore their 
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environment are provided in "centres" or areas of interest where a child can 

choose from various learning materials. For example, the chi Id may choose 

to go to the art area where materials would be set up for drawing, painting, 

and playing with play dough, clay or finger-paint. In another area of the 

classroom, constructive materials may be av ailable such as blocks, or smaller 

interlocking materials. Other materials such as concrete manipulatives for 

counting and sorting may be available in yet another section of the room. 

There may also be a theme centre, where children may dress up and take 

part in dramatic play , such as acting out a game of "batman" or playing 

house. A library corner for looking at books and engaging in quieter 

activities may also be available. 

When a child selects from among the activities available they are said 

to be directing their learning, in as much as they are choosing what activity 

they wish to explore . The advantages of having the child direct his or her 

own learning , as opposed to being directed by the teacher, are that the child 

is empowered with positive choice and independence (Wasserman, 1991 ). 

This is not to say that the child has ultimate control in the setting and is free 

to do whatever he or she wishes, but that the child is free to choose from the 

activities which are set out by the teacher. In this way the teacher takes on 

the role of facilitator in the learning process , particularly when the teacher 

sets out learning activities based on a theme study and brings in materials 

and books which are related to the topic of study. 

According to Johnson and McChesney Johnson ( I 992) within 

developmentally appropriate practice "a balance is sought between teacher­

led or convergent-thinking acti v itie s and child-initiated or divergent 

activities" (p.443). This approach leads to "horizontal learning", where the 
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child is able to relate concepts and make connections to their own 

experiences. This type of learning is preferable for young children who are 

not yet able to benefit from understanding ab stract concepts that have no 

relation to their own experience. 

From the point of view of ECSE, the difficu lty with this approach for 

young children with special needs IS that they may not have the ski ll s 

necessary to benefit from the learn ing opportunities available in the 

classroom, and they may be unable to spontaneously interact with their 

environment and peers 111 the same way that typically deve loping children 

would (Odom & McEvoy, 1990) . For example, children who have 

developmental de lay s exhibit lower rate s of social interaction and show 

lower rates of participation 111 group play (Gural nick & Weinhouse, 1984). 

Children with special needs al so tend to be less verbal in their play 

interactions and engage more in solitary and parallel p lay than their 

typically developing peers (Brophy & Stone-Zukowski , 1984 ) . 

It is necessary for teachers to intervene and plan activities rn order to 

promote interaction between peers and to ensure that the chi ld with specia l 

needs is able to interact with the adult s, peers and materials rn their 

environment. There have been many studies which suggest that the play of 

children with special needs can be enh anced 111 a variety of ways such as 

play training (Smith, 1983), teacher led play (Rogow, 1991 ), peer matching 

(Guralnick & Groom, 1987), and use of teacher prompts to direct play 

(Schloss, 1986) . 

In addition it may be nece ssary to guide children with special needs 

through activities and provide the necessary orientation and ski II 

development so that they will benefit fro m the activities which are set out. 
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The child' s special need will dicta te the type o f teacher support necessary . 

For example , a child who is developmentally delayed may not have the same 

ability to generalize a nd remember that there are play props available in th e 

cupboards. In this case, play could be enhanced for th e child by simply 

setting out items so that the child could use th e m for dramatic play or by 

leading the play and mode ling where to get and how to use the props that are 

available. 

Intrinsic and Extrinsic Motivation 

Anoth er fund a mental differe nce 111 curriculum orientation of early 

childhood educators a nd early childhood special educators 1s the use of 

intrinsic and extrinsic motivators . Guidelines by the National Association for 

the Education of Young Children (NAE YC ) concern111g motivation s tate that 

"children's natural curiosity and des ire to make se nse of their world are used 

to motivate them to become inv o lve d in learning activities" and that it is 

inappropriate practic e when "children are required to participate in all 

activities to obtain the teacher' s approval, to obtain extrinsic rewards like 

stickers or privileges, or to avoid punishment" (Bredekamp, 1987, p . 56). 

Extrinsic rewards have been use d successfully in ECSE to correct 

inappropriate behavio r and promote pro- soc ial behaviors (Drege & Beare , 

1991 ). Howeve r, there is an inh e rent contradiction between the use of a 

token rew ard system o r any other exte rnal motivators within the child­

directed learnin g model 111 ECE. 

Some children with special needs, particularly th ose with soc ial and 

emotional needs or behavioral disorders may no t be intrin s ically motivated 
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to take part in learning activities. This may suggest to the teacher that the 

child has more press ing needs than to explore the classroom environment. 

such as a need to develop a trusting relationship with an adult, or th e 

opportunity to work out anger or frustration in a n appropriate way. It may 

also suggest that th e child is unabl e to sustain interac tion in peer related 

activities and he/she may require extra adult support. and opportunities for 

smaller group play. If thi s is the case, the use of tokens or stickers will not 

solve the child's underlying problem but will mere ly act to temporarily 

modify beha v iors without pro vidin g the c hild w ith a ppropriate outlets and 

strategies. A problem with external motivators is that once the token sys tem 

is removed the child still may not be moti va ted to attend or behave 

appropriately or have the neces sa ry s trategi es to solve peer re lated 

problem s . 

Another more prac tical difficulty concerning external motivators 1n 

early childhood se ttin gs 1s that it 1s difficult to targe t a s ingle child in a 

mainstreamed environment and reward them for appropriate act ion s 

without upsetting the other children who have been behaving 

appropriately , but are not getting stickers. If on the other hand, al I th e 

children in the class were rewarded with external moti va tors whether th ey 

required them or no t , then the children's intrin s ic motivation would very 

quickly break down in their search for teacher praise and tokens. 
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Whole Group versus Individualized Programming 

The difficulty in setting up something as simple as the s ticker 

program described in the previous section relates in part to a whole group 

versus individual program orientation. Although the NAEYC document does 

acknowledge "individual appropriateness" as being a component of 

developmental appropriateness, early childhood educators, according to 

Bredekamp ( 1993 ), "tend to interpret individualization as responding to 

children's interest s while early childhood special educators individualize 

according to the children's needs in relation to individually determined goals 

and objectives" (p. 263). While thi s is not to say that there is no room in ECE 

settings for individualized programming for children with special needs, it 

points out a concern that educators have about being able to both develop 

inclusive practices and provide children with special need s th e 

individualized services that th ey may require. s uch as physiotherapy , 

occupational therapy , speech and langu age the rapy and other intervention s. 

When children are removed from th e setting this can create 

difficulties for the child in terms of di sco ntinuity in routines and disruption 

in peer interaction. The idea of creating a small group activity around the 

delivery of the spec ialized service can help to integrate the child with 

special needs into the program by allowing the child and his or her peers to 

share a common expenence. The idea of promoting "shared understanding" 

and common experience is crucial to enhancing pos itive peer relation s 

between children with special needs and their typically developing peers 

(Guralnick, 1993 ). 
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Peer Interaction 

Although stud ies companng integrated and segregated early 

childhood programs have shown that socia l interaction occurs at a higher 

level tn integrated se ttings for children who are mildly developmentally 

delayed (Guralnick & Groom, 1988), the social competencies of these children 

within the integrated settings still falls below expectations as indicated by 

the child's developmental level (Guralnick & Groom 1985, 1987; Guralnick & 

Weinhouse 1984; Siegel , Cunningham & Van der Spuy, 1985). 

Soc ial interaction within integrated settings m ay be affected by a 

variety of physical and social conditions that promote or hamper the 

chances of children see king each other out for play (Peterson, 1982) . Social 

acceptance of children with special needs and social interaction between 

children with s pec ia l needs and their peers will therefore, not necessa rily 

occur spontaneously and should not be co nsidered an inherent outcome of a 

mainstreamed or integrated early c hildhood program (Jenkins, Speltz & 

Odom, 1985). 

For children with special needs to be full y inv olved and for healthy 

peer relat ionships to develop , re search ers and practitioners recommend that 

early childhood educators assess the soc ia l competencies of children within 

integrated early childhood program s and ac tive ly plan and utilize strategies 

which will promote social interaction (Brophy & Stone-Zukowski, 1984; 

Gottlieb & Leyser, 1981 ; Guralnick, 1993 ; Guralnick & Groom, 1985; Peterson & 

McConnel l, 1993 ; Smith , 1993 ). For teachers within integrate d early 

childhood se ttings, this change 1n emp ha s is requires a g reater focus on 
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social skill development , and raises the following question which is central 

to this study: How can teachers improve the social skills of young children 

within mainstreamed early childhood settings to promote inclusion? 

Rationale and Background 

One method which has been used to increase social interaction 

between children with special needs and their peers in integrated early 

childhood setting s 1s that of peer training where typically developing 

children are taught to initiate interactions toward children with special 

needs. To date, these peer training sessions have been conducted using dyads 

consisting of a typically developing peer and a child with special needs , or 

triads consisting of two typically developing peers and a target child . In 

each case, the researcher has taught each peer confederate separately and 

then followed up the training sessions with practice sessions which have 

then included the target child. Although the peer training methods reported 

above show a good deal of promise in increasing the social interaction 

between children with special needs and typically developing peers under 

controlled test conditions, the feasibilit y of using peer training techniques 

under normal conditions within early childhood settings has yet to be 

studied . 

It 1s usual for more than one child with special needs to be integrated 

into an early childhood program. Most early childhood programs have three 

or more children with special needs (British Columbia Ministry of Social 

Services, 1992), and it 1s common for a teacher to have an ongoing 

responsibilit y to more than one child in the setting . Intense training 
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sess ions in vo lv in g only the peer co nfedera te may be co n sid e red bo th too 

time consuming, and too labour inten s iv e. In additi o n, ma ny of the s tudie s 

reported ma ke u se of toke n rewards to e nco urage initiations on the part of 

the peer confederate. 

settings thi s m ay not 

U nder norma l teac hin g conditi ons in earl y childhood 

be feasible. or it may contradict early childhood 

education philoso phi es which prom ote intrinsic motiv ati o n , particularly on 

the part of the typica lly developing children. 

Present Study 

The purpose of the present stud y was to address thi s general question 

of promoting inclu s io n by as sess in g one method of peer training. The 

proposed method has been adapted from peer training st udies (Goldstein & 

Ci sar, 1992 ; Golds te in , Wickstrom , Hoyson, Jamieso n & Odom, 198 8) a nd 

modified for more practical use in an integrated earl y childhood setting . The 

present study so ught to normalize the peer training technique used in other 

studies for more practical use in an early childhood settin g. Thi s was done 

by : (a) increas in g th e teacher/child ra ti o during trainin g sess ion s from 

one-to-one to one -to-three (modeled o n sma ll gro up activities typically found 

in early childhood programs), (b) teaching the soc ial sk ill s to all children 

including th e c hild with special need s, (c) conducting the training sess10ns 

in the blockroom where the children would be playing following the lessons 

(to minimize tran siti ons and create a natural learning e n vironme nt), and (d ) 

eliminating s tickers or o ther ex trin s ic reward s used to mo ti vate interac tion s 

among peers. 

The o utco me of peer train ing in tervention was assessed by observing 
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the frequency of contac t among the children in the playgroup , and the play 

level of each child, both during the pee r playgroup sess ion s and during a 

play session later in the day in the presence of other children. 

The research questions addressed in the present study were: 

1. Are the interaction patterns of the children changed following the peer 

training interventi on as measured by the frequency of contact among the 

children? 

2 . Are the play levels of the children in the playgroup changed by the peer 

training intervention as measured by changes in play behavior? 

3. Did the effects of the peer training playgroup generalize to other free 

play sessions rn the presence of other children in an integrated early 

childhood setting? 

In the chapters which follow, the literature relevant to the present 

study 1s re viewed in Chapter 2. The research design and methodology are 

described in Chapter 3 and a discussion of the results are presented rn 

Chapter 4. The summary and conclusions of the study are then presented in 

Chapter 5. 
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Chapter 2 

Review of the Literature 

In the following chapter, literature will be reviewed in the areas of: 

(a) peer relationships , (b) play , (c) play characteristics of children with 

special needs, and (d) methods of enhancing play and social development. 

This will then be followed by an outline of the purpose of the present study 

and a summary of the literature review. 

Peer Relationships 

In the following section, the area of peer relationships will be 

examined as it relates to child-child interactions, social competencies, and 

peer group entry . 

Child-Child Interactions 

Studies which have examined the role of social relationships in child 

development have pointed out the unique characteristics of child-child 

social interaction. Piaget (1962) describes peer social development as an 

opportunity to establish reciprocal relationships and to experience peer 

conflict and negotiation . This allows a young child to understand reciprocity 

in social situations and the meaning of compromise. Children's peer 

interactions can al so help to cons o lid ate and extend knowledge and/or skills 

by providing children with the o pportunity to articulate their position 
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during conflict or negotiation. When challenged by a peer, the child ts 

required to make sense of both his/her own perspective as well as the new 

information provided to them. 

According to Rogers and Ross ( 1990), social relationships between a 

child and an adult are based on an uneven distribution of power which is 

unlike child-child interaction. Adults typically do not expect a child to 

understand and adapt to their needs in a social way, and consequently the 

interactions between adults and children do not create the same type of 

misunderstandings and conflicts or the same potential for negotiation of 

social problems. Child-child social interaction can, therefore, create a 

unique learning opportunity and the potential to extend a young child's 

understanding of the needs of others. 

Social Competencies and Communication 

Several individual social behaviors have been identified that help to 

support the development of peer-related social competence and enable a 

child to seek out opportunities to enter into peer interactions. These social 

competencies impact upon the child's ability to successfully and 

appropriately select and carry out their interpersonal goals and have 

emerged as a central construct in the fields of child development and early 

intervention (Guralnick, 1990). Social competencies, according to Guralnick 

(1992), can be understood as a hierarchical senes of behaviors, beginning at 

the lowest level with the child's ability to enter into social communication . 

As young children learn to co nverse, they acqu ire the assumptions, 

expectations and procedural rules th at are part of our language. To JO!n a 
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conversation for example, a child mu st know whether to respond to a 

partner's contribution, how to respond, and when to re spond (Garvey & 

Berninger, 1981). This process becomes increasingly complicated by age 5 or 

6 when children with typical language development are able to enter into 

descriptive conversations and present a sequence of ordered events often 

including an introduction to the story, and some indication of the time, 

location, objects, and characters involved (Garvey, 1990). 

The quality of social communication is also affected by the child's 

ability to utilize social strategies during peer communication. These 

strategies represent the next level 1n the hierarchy of social competencies 

identified by Guralnick ( 1992), and include such things as the child's ability 

to persuade others to comply with a request , resolve conflicts during play, 

gain entry into peer groups, and maintain play for sustained periods of time. 

Researchers have been able to determine the effectiveness of these social 

strategies by examining patterns between social communication and social 

status. Black and Hazen ( 1990), have found that popular children 

communicated information more and expressed their feelings less than 

unpopular children, and that popular children were also able to direct their 

intentions to specific listeners . In addition to explicit language use, the 

quality of social communication can also be affected by a child's ability to 

interpret and respond to a variety of non-verbal signals and gestures as part 

of the communicative process . For example, the ability to discriminate facial 

expressions was found to be a significant determinant of social competence 

in children as young as 3 years of age (Walden & Field, 1990). 

Social communicative skills can also be enhanced by a child's 

understanding of shared context. Thi s may include such things as turn 
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taking and sharing toys. 

often based on shared 

For young ch ildren, the definition of friendship is 

experiences such as playing together and sharing 

non-play activities (Berndt, 1986 ; Garvey , 1990) . The very act of sharing a 

toy, or piece of equipment or participating rn an activity with another child 

can lead to positive peer relationships and the development of friendship. 

Peer Group Entry 

One of the most complex social strategies rn the social competency 

hierarchy is that of peer group entry . In a study of peer entry strategies, 

Dodge, Schlundt, and Delugach (1983 ) found that popular children were less 

likely to direct statements towards themselves when entering play situations 

and were less disruptive of the group's activities . Instead they were able to 

refer to the group activity in a general way or refer to the peer host in order 

to garn entry. In contrast to this, rejected children were found to engage in 

10 times as many play entry behaviors that disrupted the peer group, while 

neglected children were more likel y to simply wait and hover around the 

peer group without attempting to directly gain access. 

According to Corsaro ( 1981 ), the difficulty of entering a peer group 

can be attributed to the fragility of peer interaction . This can be explained 

by the presence of two conflicting and ongomg concerns on the part of 

young children during play, that are to (a) gain access to an ongoing play 

episode when uninvolved, and ( b) to protect interactive space when 

involved, in order to preserve the intimacy of the peer relationship, and the 

success of the interaction . 
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lli.y 

In the next sec ti on, play will be examined as it relates to soc ia l 

development , the definiti ons o f play, stages o f pl ay, pl ay categories, and the 

effects of cl ass ro om e nviro nm e nt on pl ay . 

Play and Soc ia l Deve lopme nt 

Much has bee n written abo ut th e importance of play rn children 's 

social devel opment (Garvey, I 990; Isaacs, I 933; Moy les, 1989). The exac t rol e 

of pl ay in soc ial co mpetency is difficult to measure. Soc ia l competence may 

be seen as e ithe r a produc t o f pl ay or th e pre -requi site skill necessary to 

play success full y, o r perhaps both . Studies whi ch use co rrelation techniqu es 

to identify re lati o ns hip s betwee n pl ay and soci a l- c og nitive d e vel opment , 

accordin g to Rubin and Pepl e r ( 1980 ), a re un able to pinpo int the causa l 

variable . For practi ca l purposes, however, pl ay can be seen as a way to both 

operationali ze e xi s tin g soc ial co mpete nci es and ex pand upon them , by 

providing a child w ith rea li s tic o pportuniti es to negoti a te, so lve problem s, 

learn to see thin gs fro m anothe r pe rson 's po int o f vie w (perspecti ve takin g), 

and enjoy the pl eas ure o f s harin g a n e xpene nc e with an other child o r 

group of childre n. 
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Defining Play 

Often researchers begin with an attempt to define the elusive qualities 

of play, but are more apt to work from a categorization of play or a 

description of the process of play. For example, Rubin and Howe ( 1986, p. 

113) define play as "intrinsically motivated, characterized by attention to 

means rather than ends, free from externally imposed rules, laden with 

positive affect, and characterized by a non-literate set, 1.e. pretense or 

imagination". This definition, although general enough to accurately 

describe many of the qualities of play, does not describe the range of 

behaviors that are typically found In play , nor does it provide any 

information about the features of play that are typical during certain 

periods of child development. 

Stages of Play 

To understand how play relates to child development, one of the most 

widely accepted categorizations of play is provided by Jean Piaget (1962). 

Piaget divides play into four stages or periods, those of, sensory motor play, 

constructive play, symbolic or representational play , and games with rules. 

The sensory motor play period can be observed in children from infancy 

through to the second year of life and is typified by a child playfully 

exploring his/her environment and seeking out the world of touch, sight 

and sound . Children at this stage often engage in repetitive functional play 

such as hitting an object to hear the sound, or filling and emptying 
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containers etc. 

The repetitive functional actions typical tn the sensory motor play 

period then evolve to what Piaget refers to as constructive play. This seco nd 

play stage typically begins at around the age of two and lasts until around 

age seven. During the constructive play s tage. the chi Id is capable of 

creating something with the play materials and no longer s imply explores 

the functional properties of objects. The child demon strates more control 

and intent over the positioning and utility of objects, and also displays the 

ability to use im agi nation during play with these objects. For example, the 

child may build a structure with blocks and manipulate play materials with 

the intent of creating something from them. 

Corresponding with the constructive play period, children enter the 

period of symbolic o r representational play which is often characterized by 

pretense or make-believe. This third stage is again typical between the ages 

of two and about seven. During this time, children are able to recall images 

and events and encode their own expenence into symbols. During play at 

this stage, children will suspend their literal belief tn the function of 

objects, and in th ei r own roles and mentally adapt themselves and objects tn 

a symbolic way to represent other people or things. For example, a child 

involved in pretend play may take on the persona of a mother or father and 

carefully act out this role. During symbolic or representational play, objects 

within the play environment will ofte n be adapted to represent other thing s, 

for example, a wooden cylinder may represent a glass of water or a can of 

pop, or a chair may become a car. 

The fourth play stage de scribed by Piaget is referred to as games with 

rules . This stage is found in the play behavior observed in school aged 
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children who have begun to understand the social concepts of cooperation 

and competition and are beginning to think more objectively. Play at this 

fourth stage 1s representative of the child's interest in the objective rules 

which govern games and team sports . It has been argued, however, that play 

never occurs without rules (Vygotsky, 1966). Although the rules are not 

formulated in advance and may change during the course of pretend play, 

they are present, and have been developed by the child in response to 

his/her understanding of social conventions . 

should be viewed as a continuum. 

Parten's P lay Categories 

In this way, play with rules 

Much of what teachers and researchers understand about the social 

play of young children has also been shaped by the contributions of Mildred 

Parten (1932). Parten defined and categorized types of play and correlated 

them with chronological age. These categories range from unoccupied 

behavior, where the child is not directly involved in play, to co -operative 

play, which represents the highest level of participation and coordination 

between peers . Parten's play categories include: 

1. Unoccupied Behavior: the child is not playing but is occupied by 

watching what goes on around him/her; 

2. Onlooker: the child spends most of his/her time watching the other 

children play and may talk to the children while observing; 

3. Solitary Independent Play: the child plays alone and independently 

with toys that are different from those used by the children within 

speaking distance. No attempt is made to refer to what the other 
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children are doing; 

4. Parallel Activity: the child plays independently, but the activity 

he/she chooses brings him/her amongst other children who are 

playing with si milar play material s; There is no attempt on the part of 

the child to take part in the ac tivities of the other children nearby ; 

5. Associative Play: the child plays with other children and is involved 

in conversation concerning the common activity. Materials are 

borrowed and loaned and all the children involved engage in a similar 

activity. The children do not, however, exclusively work toward a 

common goal; 

6. Cooperative or Organized Supplementary Play: the child plays in a 

group of children who are organized for the purpose of a collective 

goal or gain. There is a sense of group belonging and one or two of 

the members direct the activities of the others. 

In Parten 's study, the age of the children observed was correlated with 

the mean number of times that they were involved in each of the six types of 

play. This information has formed a baseline of chronological age and play 

behavior and the categories have often been used as benchmarks or 

developmental s ign s when observing the types of play in which young 

children engage. For example, teachers and researc hers may find solitary 

play acceptable behavior for a 2 year old, but may question this type of play 

behavior in an older child. Similarly, they may find unoccupied play 

behavior of concern in a child over 3 years of age. Thi s type of information 

can help identify areas of concern. 
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Rubin's Play Categories 

Parten 's categories of play behavior have been re-tested more 

recently to evaluate the play levels of kindergarten and pre-school children. 

Using Parten's scale, Rubin and Watson ( 1978 ) found that kindergarten 

children displayed less unoccupied, onlooker, solitary, and more group and 

dramatic play than preschoolers. This study pointed out the difficulty of 

usrng Parten's play categories to distinguish associative from cooperative 

play. This difficulty in distinguishing between what the children are 

actually doing and what we perceive them to be doing has also been pointed 

out by Smith, Takhvar, Gore, and Vollstedt ( 1985). They suggest that how we 

observe play may affect the type of play we record and ultimately impact 

upon our view of the child 's play maturity. By simply asking the child(ren) 

what they are doing, an observer will be able to ascertain the child's intent 

and therefore make more accurate predictions of abilities. 

In a further attempt to operationalize the play behavior categories, 

Rubin ( 1982), combined Parten 's play categories with developmental 

descriptors derived from Piaget's studies, and created a more comprehensive 

play observation scale . In the study , Rubin went on to assess the play 

behavior of 4 year olds in a pre-school setting . The children were observed 

and rated during free play time and were also assessed using other measures 

such as a role taking test, social and personal problem solving tests, 

sociometric asses sment , and teacher ratings of social competence. Rubin 

found that parallel constructive pl ay was highly predictive of social 

competence , and that not all so lit ary play was negative. Solitary 
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con structive pl a y , fo r exampl e, a lthou g h ne gatively co rre late d with th e 

number of soci a l o ve rture s received , and th e number of pee r con versation s 

held durin g fre e -pl ay, lacked s ig nifi ca nt co rrel a ti o n 1n both peer 

sociometric ratin gs and teache r ratin gs o f soc ial co mpe te nce and was 

assessed as a neutral indi cato r of soc ia l co mpete nce. 

In the same stud y, Rubin al so dete rmined that th e least mature forms 

of play and those mos t predictive of "at ri sk" behavior in 4 year olds were 

solitary-functi o na l pl ay and solitary-d ramati c play. Both type s of play were 

found to co rre la te negati vely with th e numb e r of social overtures recei ved 

from other c hildre n , the numb e r of pos iti ve interacti on s c o mpared to 

negative int e ra c ti o n s, the numb e r o f peer conversation s, s ociometric 

ratings , and th e successful compl e ti o n of a play problem solving task. 

Solitary dramatic pl ay was al so fo und to corre late pos itive ly with teacher 

ratings of soc ial ma ladju stment. 

Effects of Class room E nvironment 

It should be no ted howe ver, th at e nvironmental va riable s have al so 

been shown to influe nc e the shared co ntext of play and can act to either 

enhance peer interac ti on o r restr ic t it. In a study of pee r interaction and 

environmenta l d es ig n , Vandenb e rg ( 198 1) found th a t the class room 

environment affect ed no t only the type o f social play the children were 

involved in, but the s ize of the pl ay group as well. Certain types of toys and 

equipment we re fo und to lend th emse lves to differin g de g rees o f social 

interaction. Inte res tin g ly, Vande nberg fo und that no coo pe rati ve play to ok 

place amon g the childre n in the classroom he studi ed and th at the re was also 
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a corresponding lack of play materi a ls suc h as puppets. or dolls w hich wo uld 

promote co-o pe ra tive interact io n. 

Play Characteristics of Children With Special Needs 

Cannin g and Lyo n ( 1990) . hav e pointed o u t that teac hers and 

caregivers require spec ifi c informati on abo ut each c hild w ith s pec ial need s 

in their care. Children with th e sa me type of need , for exa mpl e, 

"developmentally delayed", "cerebra l pa ls ied", o r "abused " will each ha ve 

their own unique a biliti es, s tre ngths, weaknesses. temp e ram e nt s, likes, 

di s likes, ways of behaving and responding, favo rite toys and activities, 

family background s , and life expe ri e nc es. In turn , th ese uniqu e 

characteri stic s will affec t the way that eac h child interac ts with people and 

material s in hi s or h e r environment. An understanding of the c hild 's 

unique qualiti es is esse nti a l to determine the child 's specific need s in any 

given pl ay sit u a tion . It 1s also important, howeve r, to understand th e 

pote ntial effect s that a child's handi capp in g condition may have on his/h e r 

ability to play . According to Fewell and Kaminski ( 1988), it has only been in 

rec ent years th at the play behav io r of you ng children with special needs has 

been th ought of as a n a rea ta rge ted fo r earl y interve nt io n . Previou s ly, play 

was viewed only as a free tim e act ivi ty, o r a break from direct in s truction . 

More recently, play has co me to be understood no t o nly as an e nd in itself, 

but as a way of promoting gross motor, fine m oto r, socia l, se lf-h e lp, 

co gniti ve, a nd co mmuni ca tion skill s for yo un g children w ith spec ia l needs 

(Musselwhite , 1986) . 

In a general study on the social and play behavior of special needs and 
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non-special needs toddlers, Brophy and Stone-Zukowski, ( 1984) found that 

children with special needs spent more time looking at and listening to other 

children and adults than did non-special needs toddlers. The children with 

special needs also received more direction and help from adults than non­

special needs toddlers, and were found to be less verbal, and more inclined to 

engage in solitary and parallel play . 

These general differences in play behavior can be explained in part 

by the "compounding effects" of the child's handicapping condition on 

his/her abilities to interact with the people and materials rn the play 

environment. In the section which follows, the play characteristics which 

are typical of children who have the following special needs will be 

described: mental retardation, physical impairments, visual impairments, 

hearing impairments and language delay , and emotional disturbances. 

Play Characteristics of Children with Mental Retardation 

In a study of the relationship of play behavior to developmental level 

tn children with mental retardation, Odom (1981), found that the play 

behavior of children with mental retardation approximated their 

development in other areas, and followed the course of play behavior found 

in typically developing children , although it occurred at a later 

chronological age. Krakow and Kopp ( I 983) also found that there was a 

positive relationship between developmental age and the outward 

appearance of play, but found that the play behaviors of children with 

mental retardation at the developmental age of 3 became stereotypic, 

repetitive, or regressive. For example, the play characteristics of children 
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w ith D ow n sy nd ro me a nd deve lop me nta l de lays we re typ ifi e d at thi s age by 

e pi sode s of infl ex ibl e a nd un spo nta neo us ac ti vity as we ll as littl e soc ia l 

initi a ti o n . Thi s type o f re pe titi ve a nd ste reo ty pi ca l pl ay be h av io r, acco rdin g 

to Krakow and Kopp 1s th e res ul t o f a limite d abilit y on the part of childre n 

with menta l reta rd a ti o n to tak e ad vant age o f and/o r be a w a re of the pl ay 

m a terial s and soc ia l reso urces ava il a bl e . Durin g free pl ay, for exampl e, 

these childre n we re o bse r ved 1n re peate d sequ e nces of ac tivities such as 

bathin g a nd feed ing the same do ll. w ith no e la bora ti o n or c hange in th e pl ay 

sc r ipt. These fi nd in gs co ncur w ith Li ( 1985), w ho observed that typi ca ll y 

dev e loping c hildre n sho wed higher leve ls of pre te nd pl ay th a n did childre n 

with mild menta l re ta rd a ti o n who we re th e sa m e chro no log ica l age a nd 

childre n with me nta l re ta rd a ti o n who were tw o years o lde r. 

Play Charac teri sti cs o f Childre n with Phy s ic a l Impa irme nts 

The re is a w id e ran ge of ph ys ica l impairm e nts a nd a corres po ndin g 

wide ran ge tn th e ty pes o f pl ay c harac te ri s ti cs di s pl ayed by childre n with 

phys ic a l impa irme nts . Ph ys ica l impa irme nt s ca n res ult fro m ce rebra l pa lsy, 

spina bifida, mu sc ul a r d ys troph y, a nd vari o u s co nge nit a l m a lformati o n s of 

th e limbs. An additi o na l proble m fo r so me c hildre n with cereb ral pa lsy a nd 

spina l bifida is th at th ey have diffi c ulti es w ith perce pti o n and integrati o n o f 

information (Riddic k , 198 2 ). 

In ge ne ra l, howeve r, a c h i ld 's phys ica l impa irm e nt w ill limit th e ir 

m ove ment a nd re du ce th e ir oppo rtuniti es to ac t ive l y ex pl o r e th e ir 

e nvironme nt a nd engage in soc ial play. A c hild w ith mo bility p ro bl e ms w ill 

th e re fore require ass is ta nce tn accessing p lay mate ri a ls. F o r childre n wh o 
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are not ambulatory, their position in the play e nvironment and the type of 

play materials that they are able to access and manipulate will effect the type 

of play the child is able to engage in . A child with severe mobility 

restrictions should be placed so that self-initiated play can occur (Mogford, 

1977). 

Play Characteri stics of Children with Visu a l Impairmen ts 

The play behav ior of children who are b lind or visually impaired is 

said to be s tron g ly influenced b y the play e n vironment (Riddick , 1982 ; 

Rogow , 1988) . Vi sual information from bo th the bui It environment (i.e., the 

location of play props such as tables, chairs, dress-up clothes, housekeeping 

furniture, etc.) and 111 the social environment ( i .e., people's facial 

expression s, gesture s . location, acti v ity. e tc .) a re proce ssed by typically 

developing children as th ey interact wi th each o ther and the materials in 

the play setting. It is not surprising therefore, that ex ploration of the built 

environment by children who are blind or visually impaire d is delayed and 

that these children a re either delayed 1n engaging in sy mbolic play ( i .e., 

imaginative and role play ) or do no t enter in to thi s t y pe of play at all . 

Children who are blind or visually impaired are also mo re likely to engage in 

solitary or auditory play and are mo re likely to manipulate objects durin g 

free play and to ex pl o re tactile s timuli th a n are typ ically developin g 

children (Fewell & Kamin ski , 1988). 

In an interve ntion s tud y of th e play behavi o r of three congenitally 

blind children, Skellenger (1990 ) found that th e base line behavior of the 

three children was typified by an inability to actively engage in play during 



27 

free play tim e, and that the children spe nt their playtime in acts of se lf-

stimulation, wandering, pacing, or hoardin g the play materi a ls. Given these 

beha viors , Skellenger no te s that teac he r's often choose to limit the a mount 

of time allotted for play in favor of co ncentratin g on sk ill based in struction , 

when in fact, skill based in struc ti on is needed within the play se tting as well. 

Play Characte ri s tic s o f Children with He a ring Impairment s a nd Language 

Delays 

According to Fewell and Kam in ski ( 198 8), a child's lac k of hearin g 

does not se riou s ly impact on their se nsory motor play during the fir st two 

years of life . Children who are deaf are s till able to ex plore th e tactile , 

visual, olfactory and spatial propertie s of their environment. As th e child 

enters into th e symbo li c represen ta ti o na l play stage, however , the sy mboli c 

language which is used by other c hildren durin g play beco mes difficult to 

imitate and differe nces begin to emerge be tween th e pl ay of children who 

are deaf and c hildre n who are not. T ypically developin g children involved 

tn pretend pl ay use a wide variety of verbal a nd no n-verb a l techniques 

which con vey information about th e pretend activities (Garvey, 1990). Thi s 

metacommunic at io n se ts the s tage for the pre te n se a nd provides other 

children with the opportunity to e ither fit into the ex isting drama or create a 

similar play sc ript a nd act out their ow n drama . Childre n with hearing 

impairments may no t be able to fo ll ow the metacommuni cation of other 

children durin g pretend play and may miss th e ve rb a l signa ls to join in or 

may misundersta nd the plot of the play ep isode . Thi s relationship be tween 

communication a nd socia l pl ay behaviors in hearing impaire d children was 
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studied by Corneliu s and Harnett ( 1990), who found that children in sign­

based classrooms engaged in higher levels of social play and di splayed lower 

levels of aggression than did children with hearing impairments 111 oral­

based classes. 

The impact of language del ay on peer interaction s has also been 

studied by Seigel, Cunningham and Va n der Spuy, (1985). In this study, play 

behavior was observed in three types of language dyads. These included 

children with no rm a l language ability 

with 

interacting togeth e r, children with 

language del ay interacting c hildren with t y pical langu age 

development , and children with lan guage delay interac tin g together. The 

study found that children with normal language ability were more likely to 

initiate interaction when the children with language delay were engaged 111 

solitary play. During both free play and 111 tas k related instruction, th e 

children with norm a l language ability also exhibited more dominance over 

the children with la nguage delays, and were more likel y to u se a control 

strategy to initiate interaction than they were when grouped with children 

of similar language ability. 

Play Charac teri stics of Children with Emotional Disturbances 

As 111 the case of children with phy s ical impairments, there is a wide 

range of emotional disturbances and a corresponding wide range 111 th e 

children's play beha vior. Emotional disturbances include such conditions as 

behavioral di sorder s. mental di sorders, a nd in fa ntile auti sm. The child's 

behavior in the pl ay setting will depend on th e severi ty of the emotional 

disturbance . In ge neral however. childre n with emotional disturbance s 
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have difficulty interacting socially (Thurman & Wides trom, 1985). A lack of 

social interaction is particularly true for children with autism. Autistic 

children according to Mogford, ( 1977) appear the most handicapped in all 

aspects of play as a result of the child's socially withdrawn behavior. Typical 

autistic characteristic s include minimal eye contact, active avoidance of 

social contact, and a failure to initiate and sustain soc ial interactions. In 

play interactions, autistic children tend to be socially unresponsive and 

appear to prefer repetiti ve activities like sp111n1ng or rhythmic movement 

rather than games that require soc ial interaction (Schleien, Mu s tonen, 

Rynders, & Fox , 1990). 

Methods of Enhancing Play and Social Development 

Methods which have been used to enhance play and social 

development of children with special needs will be discussed in the following 

section, this will include a discussion of play training, sc ript training and 

peer training and the utility of each method with respect to classroom 

practice in integrated early childhood settings. 

Play Training 

In a classic s tudy on the effects of sociodramatic play training on the 

level of theme related play of di sadvantaged preschool children, Smilansky 

(1968) tested the use of (a) theme related experience, (b) adult modeling, and 

(c) a combination of both (a) and (b) to 111crease sociodramatic play . The 

first group of children were exposed to theme related expenence which 
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included a field trip to a grocery store, followed by a teacher led discussion 

about the store and the items in the store, and later an invitation to play in a 

grocery store play center . Themes and play centers were also designed 

around a visit to a medical center and based on a story book. In the second 

treatment group, no direct theme expenence was introduced to the children 

but the children were shown how to play in the play centers through the use 

of direct adult modeling and prompting. In the third treatment group, the 

children were exposed to both the theme related trips and discussions as well 

as adult modeling in the theme related play centers . 

Smilansky reported that the first playgroup did not show any change 

rn their level of play , although they did show an increased interest in the 

themes themselves . In both the second and the third playgroups , 

improvements were made in imitative role play , make believe in regard to 

objects, make believe in regard to action and situation, persistence in play, 

interaction, and verbal communication . In the third playgroup, the 

improvements rn these factors were more pronounced particularly rn the 

children's verbal communication and make believe play in regard to objects. 

Play training techniques using adult modeling have also been used 

successfully in subsequent studies designed to increase the play levels of 

children with visual impairments (Rogow, 1991; Skellenger, 1990) . However, 

play training based on teacher modeling does not address the importance of 

child-child interaction noted by Piaget (1962) and Rogers and Ross (1990) , 

and will not neces sarily promote inclusion of the child with special needs 

within the integrated setting, o r help to promote friendships between 

children with special needs and th e ir typically developing peers . This 

training method doe s not there fo re. address the total play environment 



31 

within an integrated setting and although it may be benefici a l to orient a 

child with special needs within the play set ting by way of modeling play and 

the use of play material s, or introducing other skills, it does not directly 

teach typically developing children how to interact with children who have 

special needs. 

Script Training 

Several s tudie s on fantasy play training (Saltz, Dixon , & Johnson, 1977; 

Saltz & Johnson, 1974; Smith, 1983) hav e shown that when children are given 

roles to act out from fairy tales or from prepared scripts their socio-dramatic 

play skills are enhanced. Rol e enactment of this type can occur in a 

controlled se tting following the reading of a familiar s tory. The teacher 

reads the story, and then leads the drama by taking on one of the parts and 

assigning roles to the children in volved . Stori es with a predictable pattern 

and language such as "The Three Bill y Goats Gruff" are ideal for fantasy play 

training because the language involved is simple and repetitive . 

In a study by Goldstein and Cisar ( 1992 ), the effec t of sc ript training 

on social communicative interacti on was tested using three triads . Each 

group, which included two typically developing children and one child with 

autistic tendencies . was taught a total of thre e soc io-dramatic play sc ript s. 

The children were taught one script at a time ove r a period of 5-10 day s. 

During sc ript tra ining, each child learned to enact the verbal and non-

verbal script for one of the roles associated with th e drama . During the 

intervention phase, the trainer would fol low the sc ript and prompt the child 

when necessary . The training schedule was considered complete when the 
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children were able to respond independently 80% of the time . To control "off 

task" behavior and to motivate the groups of children to learn the scripts a 

token reinforcement system was also introduced. Following the script 

training sess10n interaction was assessed during the first five minutes of 

free play time. The study showed significant improvements in social 

communicative interaction among both the children with and the children 

without disabilities when teachers used script training followed by 

prompting during free play . 

Script training was also found to be effective in a study by Goldstein, 

Wickstrom, Hoyson, Jamieson and Odom ( 1988). In this intervention study, 

one child with language delay and two other typically developing children 

were trained to enact a script that incorporated both gestures and verbal 

responses for each of three roles. Improved sociodramatic play followed 

during free play time when children were prompted to stay in their roles. 

Researchers, however, have noted a "fatigue" factor on the part of the 

children who complained about having to "play this again" during the script 

training sessions (Goldstein et al., 1988), and although generalized effects 

were noted between the script training sessions, and free play periods, the 

success of the generalization was dependent on the teacher's use of prompts 

during "free-play" in the Goldstein and Cisar ( 1992) study, and prompting the 

children to "stay m role" during free play m the Goldstein, Wickstrom, 

Hoyson, Jamieson and Odom (L 988 ) study. It 1s therefore questionable 

whether the children have generalized the play behaviors to these "free­

play" situations or whether they are simply complying with the requests of 

the researchers . 
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Peer Training 

Children who are having difficulty entering into play with other 

children, or sustaining play m ay benefit from peer matching techniques. 

Peer matching involves matchin g a child with special needs with a child 

who is more socially s killed and de ve lopmenta ll y advanced. Through role 

play and teacher prompting, peer confederates have been taught to increase 

social initi ation s toward children with spec ial need s (Kohler & Fowler, 1985 ; 

Strain & Odom , 1986) . In these s tudi es , the typically developing child is 

directly taught pro-social skills including how to direct these skills toward s 

the child with special needs . During the intervention , coaching is used by 

the researcher to ve rbally encourage and support the confederate child's 

attempts at peer interaction with the targe t child. Thi s is usually reinforced 

with a token rew ard system, where the child receive s a happy face s ticker 

for each initiation toward the child with special needs . According to Strain, 

Shores and Timm ( 1977 ), this tec hniqu e of peer matching can be effective 

when teac hing peers so cial initiations directed toward behaviorally 

withdrawn children. Spillover e ffect s in the classroom have also been 

reported, where other positive interacti ons have increased as the result of 

peer training (Strain Shores, & Kerr , 1976). As well, follow up studies done 

after a year show that children with spec ial need s continued to interact with 

their peers at level s higher than baseline conditions (Storey, Danko , Strain, 

& Smith , 1992). 

In a study by Goldstein an d Wick s t ro m ( 1986 ), peer mediated 

intervention was used to prom ote the interaction of three children with 
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language de lay. Spec ific s trateg ies were taught to peer confederates outside 

the classroom for 15 minutes per day over a period of approximately six 

sessions or until th e six strategie s presented were mastered . Each strategy 

was mastered before the next s trategy was introduced . The strategies were 

introduced one at a time through direct in s tructi o n to the peer confederate 

and were prompted during free play pe riod s. Improvements were found in 

peer interaction in eac h of the three children with special needs. 

Purpose of the Present Study 

To promote wider use of peer training me thod s, thi s study tested an 

adapted peer trainin g de sign under normal teaching conditions in an early 

childhood centre . The pee r trainin g technique was adapted by eliminating 

the one-to-one training of the peer confederate and modifying the trainin g 

procedure by teaching two peer helpe rs and a child with s pecial need s 

simultaneously. Thi s was done to both moderately increase the teacher-

student ratio during training sessions (from one- to-on e, to one-to-three), so 

that an appropriate teacher-student ratio in other areas of the program 

could be maintained , and to model inclusion, by hav in g the child with special 

needs prese nt durin g the training sess ion s. 

The peer training procedure was also norm a lized for classroom use by 

conducting th e les so ns in the blockroom, where the c hildre n would be 

playing at o th er tim es during the day and throughout th e year . Thi s was 

done to minimize transitions during the playgroup sessio ns and pro mot e 

learning within the natural play enviro nment. Fin a lly, the peer trainin g 

technique was modified by using teacher prompting and teacher praise to 
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encourage positive interaction s and pro-soc ial behavi o r among the children 

and eliminating the use of token rewards such as s ticke rs or s tamps . 

Summary 

Literature 1n the a reas of (a) peer relationships, (b) play, (c) play 

characteristic s of children with special needs, and (d ) method s of enhancing 

play and social de ve lopme nt we re examined m this c hapter . Studies were 

cited which po int e d out the imp o rtance of establishing reciprocal 

relationships betwee n peers to deve lop pe rspective taking skills. A child's 

ability to se lect a nd carry out hi s/her inte rp e rso nal goals and interpret 

verbal and non-v erbal s ignals and gestures during peer communication was 

found to be predicti ve of soc ial competency and popularity. It was found that 

popular children expressed their feelings less and were able to communicate 

more information during discourse with peers . Popul ar children were also 

able to refer to the group activity m a general way or the peer ho st when 

entering pl ay and were less disruptive of the gro up game . Rejected children 

were found to be more disrupti ve of group ac ti vitie s, while neglect ed 

children were more likely to wait and hover around the peer group. 

The interpretation of pl ay behavi ors was examined in the context of 

child development. The s tages of play behavi or devel oped by Jean Piage t 

( 1962), and categories of play developed by Mildred Parte n ( 1932) were 

examined . Stages of pl ay behavior. a lso were examined in m o re rece nt 

studies by Rubin and Watson ( 1978) a nd Rubin ( 1982). Rubin ( 1982), 

combined Parten 's play categorie with Piaget 's developmental descriptors to 

assess play behavi or and to create a more comprehensive play observation 
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scale. Rubin found that the least mature forms of play and those most 

predictive of "at risk" behavior were those of solitary functional and solitary 

dramatic play. 

The play characteristics of children with special needs were also 

examined to provide a greater understanding of how a child 's challenging 

condition may influence his/her ability to interact in peer play . The play 

behavior of children with mental retardation was found to be limited by 

their understanding of the availability of play materials, and play scripts. 

The play of children with physical impairments was found to be limited by 

their ability to access and manipulate play materials. The play of children 

with visual impairments was found to be restricted by their ability to get 

visual information from the built environment and the social environment. 

The play behavior of children with hearing impairments was found to be 

limited by their ability to follow peer communication. The play 

characteristics of children with emotional disturbances was found to be 

influenced by their interest in entering into social interactions with peers. 

Three methods used to enhance play and social development of 

children with special needs using (a) play training, (b) script training, and 

(c) peer training were reviewed. Play training methods, where adults model 

play for children with special needs, were seen as beneficial to orient a child 

with special needs to a play setting, but failed to teach skill development to 

enhance peer interaction. Studies using script training, where simple 

scripts were taught to small groups of children for role enactment were also 

reviewed. These studies cited improvements in sociodramatic play during 

free play following the interventi o n but only when the children were 

prompted to stay in their roles. The third method reviewed was that of peer 
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training, where a series of skills are taught to typically developing peers to 

increase social initiations toward children with special needs. In these 

studies, initiations between children were usually reinforced by a token 

reward system and training sessions were conducted on a one-to-one basis 

targeting the peer confederate and not the child with special needs. 
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Chapter 3 

Design and Procedures 

In this chapter, the design and procedures of the present study will be 

discussed. This discussion will begin with an outline of the research 

questions and the child care program where the study took place. This will 

then be followed by a description of (a) the children participating in the 

study, (b) the peer training intervention, (c) the research design, (d) the 

observational procedures used for data collec tion, (e) limitations of the 

present study, (f) controls for internal validity, and (g) the data analysis 

used to interpret the results of the study. To define terms throughout this 

chapter, key words have been highlighted where they are introduced and 

accompanied by a definition . 

Research Questions 

The present study sought to normalize the peer training technique 

used in other studies for more practical use in an early childhood setting . 

This was done by: (a) increasing the · teacher/child ratio during training 

sess10ns from one-to-one to one-to-three (modeled on small group activities 

typically found 10 early childhood programs), (b) teaching the social skills 

to all children including the child with special needs, (c) conducting the 

training sessions 10 the blockroom where the children would be playing 

following the lessons ( to m101m1ze transitions and create a natural learning 

environment), and (d) eliminating stickers or other extrinsic rewards used 
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to motivate interactions among peers. 

The outcome of peer training intervention was assessed by observing 

the frequency of contact among the children in the playgroup, and the play 

level of each child, both during the peer playgroup sess10ns and during a 

play sess10n later in the day in the presence of other children. 

The research questions addressed m the present study were: 

I. Are the interaction patterns of the children changed following the peer 

training intervention as measured by the frequency of contact among the 

children? 

2. Are the play levels of the children in the playgroup changed by the peer 

training intervention as measured by changes in play behavior? 

3. Did the effects of the peer training playgroup generalize to other free 

play sessions in the presence of other children m an integrated early 

childhood setting? 
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Early Childhood Program 

The early childhood program where the study took place 1s a 

kindergarten day care program where I work full time as a special needs 

teacher. The program serves 25 children, three of whom are children with 

special needs. The program 1s staffed with a supervisor, three full time 

teachers (including myself), and a part time teacher . The program 

philosophy is inclusive and emphasizes that the children with special needs 

are integrated into all the routine s and activities at the centre throughout 

the day. The daily routine for the kindergarten children includes: 

8:00 - 8:30 All children inside for: table toys , puzzles, books, art area 

8:30 - 9: 15 All children outside for play in sand box, on climbers, and 

riding tricycles and bikes (weather permitting) 

9:30 - 10:50 All children inside for free play in the art area, block area and 

housekeeping room (co nstructive and socio-dramatic play), 

library courner, and quiet room (puzzles, games and writing 

activities) 

9:30 -10:30 Ongoing snack in small groups 

11 :00 - 11 :30 Morning grouptime (organized in two groups each with a 

teacher) for various group ac tivities which may include: theme 

related stories, poems, fingerplays , counting, graphing, 

sorting, newsletter and whole group writing activities, science 

experiments 

11:30 - 11:45 Writing workshop 

11 :45 - 12:30 Al I children outside for play 
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12:30 - 1:30 Lunch 

1: 15 - 1 :30 Book time 

1 :30 - 1:45 Story time 

1 :45 - 2:30 Rest time 

2:30 - 3:00 Group projects such as crafts and drawing and tracing etc., 

tactile play activities including playdough, water play 

3:00 - 3:30 

3:30 - 3:45 

3:45 - 4:30 

4:30 - 5:30 

Afternoon circle time, singing, movement activities 

Whole group snack 

All children outside for play 

All children inside for quiet activities m the art area, book 

corner 

The peer training intervention was scheduled so that it would blend 

into the morning free play time. The children taking part in the peer 

training playgroup came m from outside time at 9:30 am and played in the 

block/housekeeping room for approximately 30 minutes before the 

block/housekeeping centre was opened to the other children. 

Children Participating in the Study 

In the section which follows, the criteria for selection of the children 

participating in the study will be described. This will be followed by a 

description of each of the four children who began the study. Pseudonyms 

have been used throughout to protect the identity of the children who took 

part in the study. 
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Criteria fo r Selection of Participants 

The peer training playgroup was ori g inall y made up of two se ts of 

matched peers. Each se t included one child with special needs and one 

typically developing child. Thi s size of the playgroup was chosen because it 

is common for groupings of from four to s ix children to be used in early 

childhood program s for activities such as cooking projects, art projects , and 

games. Thi s pro vided a reali st ic opportunity to te st th e peer training 

intervention using a grouping size th at 1s more common in early childhood 

settings and comfortable for both th e teac her and children. This differs 

from other peer training studies using gro ups of two or three children , 

where the peer training lessons are ta rgeted at the peer helper on a one-to­

one adult to child bas is not including the child with special needs. 

Criteria for se lec tion of the childre n with special needs for the peer 

training playgroup was based on: 

(a) enrollment in the integrated early childhood program , 

(b) regular attendance, 

(c) identification as having a special need , and 

(d) signed parental co nsent to participate in the study (see copy of letter, 

Appendix A) . 

The type of "s pecial need " th a t the child has was pot considered a 

condition of se lection for the present study , but compatibility between the 

two children with spec ial needs was taken into consideration. 
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Criteri a for se lection of the typically developing peers as suggested by 

Strain and Odom , ( 1986) included: 

(a) compliance with requests made by te ac hers, 

(b) regular attendance, 

(c) age-appropriate play skills, 

(d) no or positive soc ial history with the special needs child(ren), and 

(e) signed parental consent to participate in the study. 

John, age 5 , had been attending the full day kindergarten daycare 

program where the s tudy took place for approximately six weeks at the time 

of the study. For two years prior to that he had attended a program for 3 and 

4 year olds at the same child care centre. John was referred to the centre by 

the Arbutus Society for Children's Health and received extra support through 

the Arbutus Society in the form of occupational therapy, physiotherapy, and 

speech and language pathology. John required extra support to help treat 

developmental del ays resulting from Down Syndrome. At the chi Id care 

centre, John also received individualized goal planning as part of the special 

needs program to work on specific skills 1n the areas of language 

development, social development, and se lf-help skills such as toileting and 

dressing. 

At the time of the study, John was steadily developing his language 

skills and was able to sign and/or use approximately 50 words in the correct 

context. John was being encouraged to communicate hi s needs in social 

situations with his peers and to share play materials . He was very interested 
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rn the other child re n at th e centre and in th e ac ti vi ti es th at were available. 

Often howe ve r , he would leave ac tiviti es after a short time o r disrupt 

activities by grabbing the pl ay materi a ls o r pushing the other children. 

John often needed to be re-directed so that he would not wander throughout 

the classroom . He was also being encouraged not to pu sh or grab the other 

children or play mate rial s and his peers were be in g coached to tell him to 

stop doing so usin g both wo rd s and signs. 

Steven 

Steven , age 6, had been a ttending the full day kindergarten daycare 

program for approximate ly s ix weeks at the time of the s tudy. For a year 

prior to that, he attended the program for 3 and 4 year old s at the same child 

care centre. He was re ferred to th e childcare centre by the Arbutu s Society 

for Children' s Health and throughout his tim e in both the centre for 3 and 4 

year olds and m the kindergart e n program Steven has received ex tra 

support throu g h the Arbutus Soci e ty rn th e form of occ upational th e rapy , 

physiotherapy , and s peec h and language pa thol ogy. Steven require s thi s 

extra support to help trea t devel opme ntal del ays resulting from a se izure 

disorder. At both th e centre for 3 and 4 year olds and the kindergarten 

daycare, Steven also received indi v idu alized goal planning as pa rt of th e 

special need s program so that spec ific skill s could be worked on such as 

language and social development , motor dev e lopme nt , and se lf-help skills rn 

the area of feeding and toiletin g. 

At the tim e of the stud y, Steven . was able to s ig n approximatel y 20 

word s and co uld ve rbali ze approximately 12 words, a lth o ug h he would 
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sometimes use the signs or words out of context or over generalized them . 

For example, he would use the word "Dad" to refer to the teachers at the 

centre. He would repeatedly ask two questions , "What's that?" and "Who's 

that?" while pointing to objects or people. He would initiate these exchanges 

mainly with the adults in the setting and less often but occasionally with the 

children. He had difficulty attending to table toys and art activities and 

when he was directed to them and shown such activities he would often get 

up and leave within a few minutes of sitting down . He enjoyed turning the 

pages and looking at magazines and could point to pictures of babies and toys. 

He would often ask, "What's that? " or "Who's that?" when pointing to the 

pictures but would not usually respond when those questions were asked of 

him. During freeplay time, he would often wander between the different 

areas of the classroom until re-directed by the teachers. 

Ellen 

Ellen , age 5, had been attending the full day kindergarten daycare 

program for approximately 10 months at the time of the study. She was 

familiar with the routines at the centre and often able to help others. She 

seemed to be interested m John and enjoyed playing with him and helping 

him through the routines by taking him by the hand to go outside or leading 

him between activities. She and John often sought each other out as play 

mates for short periods of time on a daily basis and seemed to enjoy each 

other's company. The teachers encouraged her when she was being helpful 

with John and other children and would sometimes ask her to be John 's 

partner on outings or to help re-direct John when he was wandering 
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between activities . At times, however, John became rough with her and 

would push her. At these points , the teachers coached Ellen to tell John to 

stop and to tried to help Ellen to let John know that his rough behavior hurt 

her. 

Donald 

Donald, age 5 had been attending the full day kindergarten daycare 

program for approximately nine months at the time of the study. He seemed 

interested in Steven and seemed to enjoy helping him with routines at the 

centre. He would often initiate this on his own and would lead Steven into 

the nap room or outside to play . The teachers at the centre acknowledged 

Donald's help with Steven and would occasionally ask Donald to help Steven 

with transitions between routines . By watching the teachers . Donald also 

learned to use the sign for "sit" and "more" and he would use these when 

talking to Steven. Without being told directly, Donald seemed to understand 

that Steven required extra support within the setting and would seek him out 

during transitions on a daily basis . 

Peer Training Intervention 

The peer training intervention was conducted in the following way. 

The lessons began by sharing the objective of the playgroup with the 

children followed by sharing the learning outcome at the beginning of 

each session . This was done by telling the children that they will be 

learning how to play together (the pl ay group objective ) by practicing how 
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to get each other's attention (the specific learning outcome for that session) . 

This was shared with the children to centre them on the learning task and 

provide a familiar opening to the playgroup session to help the children 

recall other playgroup lessons and establish a routine . Each session included 

a description of the skill, modeling of the skill , and a practice session where 

each child practiced the skill as described in Appendix B. 

The skills were introduced sequentially and reviewed at the beginning 

of each session, so that each skill was built upon the previous skill(s) 

introduced . Skill proficiency was reached when the children were able to 

successfully replicate the social skill 80% of time during practice sessions. 

In the case of the child with special needs, thi s replication was not possible 

but approximations of the ski II were encouraged and hand over hand 

guidance and prompting were 

Goldstein and Wickstrom ( 1986). 

used. The skills taught were taken from 

These six skills include (a) establishing eye 

contact by saying the target child' s name or tapping the child's arm, (b) 

establishing joint focus of attention by asking a child to look at a toy or take 

part in an activity; (c) describing one's own play and the play of others, (d) 

prompting request s through a sequence of s teps, for example by saying: 

What do you want? Do you want the bus or the plane? (e) responding to the 

speech of others by repeating (imitating what the subject said), expanding 

(restating and adding to what the child said ), or requesting clarification 

("What did you say?"), and (f) redirecting the play activity by suggesting a 

joint play activity . 

The skill instruction and prac tice time took place a t the beginning of 

the playgroup session s . After co mpleting training a nd practice of a 

particular skill , the children to ok part in free play for approximately 20 
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minutes within the play centre. During thi s free play time, the children 

were allowed to interact with whomever they wished within the playgroup 

(any of the two other children or the teacher), but were encouraged 

whenever possible through verbal prompts and praise to use the skills they 

had been taught with each other. 

Research Design 

In the following section the research design of the present study will 

be outlined beginning with a discu ss ion of the pilot study . This will then be 

followed by a discus s ion of single subject research designs in educational 

research and the research design used in the present study. 

Pilot Study 

A pilot study was conducted to tes t procedural and organizational 

aspects of the present study . At the time of the pilot study I had anticipated 

conducting the intervention using two sets of matched peers in the peer 

training playgroup. The participants in the present study were to include , 

two children requiring extra support each matched with a child who was 

capable of sustaining age appropriate social skill s and had shown an interest 

in the child he/she was matched with. This peer matching procedure was 

followed in the pilot study and two children were chosen whose play 

interactions were les s developed than those of their peers . These two 

children were matched with two o th e r children who were capable of 

engaging 1n co-operative play , we re co mpliant with te acher requests, and 
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were interes ted in th e c hild th at th ey we re matc hed w ith . N o ne of th e 

children chosen fo r the pil o t stud y too k part in the prese nt stud y. 

Participa nts in Pil o t Study . C hild A, was a g irl , age 5 who has bee n 

a ttendin g the kind e rga rt e n p rogra m fo r a p prox im a te ly s ix mo nth s a t th e 

time of the pil ot stud y. She had di ff icu lty e nte rin g int o and susta inin g g roup 

d ramati c play. She would ofte n try to talk to he r peers whil e walkin g away . 

Her ability to accept o th er chi ld re n's play ideas was limited and she would 

often compl a in th at she had no one to p lay w ith . 

Child B , was a boy, age 5 w ho had been atte ndin g the kinde rgarte n 

program fo r approx im ate ly one month a t the time of the pil ot study . He had 

difficulty su s ta inin g gro up dram a ti c a nd co ns tru c ti ve p lay a nd regulatin g 

hi s emoti ons durin g pee r interac ti o ns. Thi s seemed to be re la ted to a 

difficulty li s te nin g to o th ers and ta kin g turn s. 

Child C , was a g irl , age 5 who had bee n a tte nd in g the kindergarte n 

program fo r app rox im a te ly one month a t th e tim e of the p il o t stud y . She 

d emon strated age app ro pri a te pl ay sk ill s , a nd was a bl e to e nter a nd sus ta in 

positive play inte rac ti ons with a vari e ty of peers , including C hild A . 

Child D , was a boy, age 4 w ho had bee n attendin g th e kinde rga rte n 

program for a pproxi mate ly one month at th e tim e of th e pil ot s tudy . He 

demon strated age appro pri a te pl ay skill s, a nd was a ble to e nte r and sus ta in 

positi ve pl ay inte rac ti o ns with a varie ty of pee rs. in c ludin g C hild B . 

Pee r Inte rventi o n Used in the Pil o t Study. The lesso ns introduced 

during the pil o t s tu dy were designed to re fl ect th e need s of th e childre n 

requiring ex t ra support. These need s inc luded , pl ay entry, a nd turn takin g 

for Child A, a nd turn takin g a nd appropria te express ion of feel ings fo r Child 

B . Child A a nd C we re taught a nd prac ti ce d s tra teg ie s to e nte r g am es, 
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including ways of ask in g another child what they were playing and asking 

to join in the game. They also practiced taking turns with ideas and play 

materials during the peer training lesso ns . Child B and D were taught turn 

taking skills for exchanges of ideas and play material s and strategies for 

expressing feelings when angry or upset , suc h as letting the other child 

know that you were upset or angry us111g a controlled voice . 

Outcome of the Pilot Study. Three organizational aspects of transition 

from outside playtime to the play training sess ions were 

pilot study . These included, (a) the procedures for 

responsibilitie s of supervising outdoor play to another 

worked out in the 

turning over my 

teacher, (b) easing 

the children's tran s ition from outs ide play to the blockroom for the 

playgroup sess ions, and (c) adjusting the timing of the playgroup sessions to 

accommodate children arnv111g late to the program. 

The timing of the playgroup session coincided with the arrival of 

another staff member to the child care centre. Thi s allowed me to take a 

group of children inside during the regularly scheduled outdoor playtime. 

Before doing this, information was passed on as needed to the other teacher 

so that consistency could be maintained in supervision of the other children. 

The transition from outdoor play to indoor playtime was organized by having 

the two peer helpers in the pilot study each invi te their peer partner 111 for 

playtime in the blockroom. This procedure ran smoo thly and was used 111 the 

present study . It was determined during the pilot study, however, that some 

flexibility in the timing of the start of the playgroup should be allowed to 

accommodate children in the playgroup who may arrive late. 

Four other organizational aspects of the playgroup sess ions were also 
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tested in the pilot study. These included, (a) the observational procedure, (b) 

presentation of the le sso ns , (c) prompting during th e pl aygro up sessions 

while observ ing the children , and (d) video taping the playgroup sess ions so 

that observations could be coded and va lidated at a later time. 

The use of an ear phone and tape recorder to s ign a l observations was 

tested during the pilot study , I found th at the children were di s tracted from 

their play interaction s by the equipment and had difficulty attending to 

what I was say in g during prompting . a lso found the ear phone and the 

tape recorder restrictive. I was not ab le to follow the children 's dialogue as 

readily with the ear phone m place as without it and thi s seemed to restrict 

my spontaneous interac tions with th e children. A method of visually 

monitoring the observational interval s usin g a small digital clock was tested 

m place of the ear phone. 

sheet and monitored the 

I set the c lock up on the shelf close to my sconng 

two minute inte rval s visually to minimize the 

distraction of the ear phone and tape recorder. I found that because the 

intervals were rel at ivel y short, I co uld keep track of the time while 

observing the play and prompting the children. 

The procedure used to prese nt th e lessons to the children was also 

tested . Thi s was do ne using a s imil ar format to group time , where the 

children sit o n their ow n mat on the floor m front of the teacher. Lesso ns 

which were relevant to the needs of the children m the pilot s tudy were 

presented and props were used to pract ice skills such as turn taking and 

requesting a pl ay ite m. 

interacted in freeplay 

Later prompting was a lso tes ted as the children 

in th e pl ay gro up and s ug ges ti o n s were made 

regarding ways to enter into play and share items. 

During the pilot study , use of the vi deo camera was tested also . The 
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room dimensions and lighting created the need for several adjustments rn 

the angle and position of the video camera before the best vantage point for 

filming could be determined. Most of the room could be filmed with the video 

camera positioned at the block room door. This also minimized back lighting 

from the window . The angle of the camera lens was not wide enough to film 

the children at either side of the block room, and it was found that the 

camera needed to be panned if the children moved to the far right or left of 

the room . This meant that once a child's play behavior was recorded the 

camera needed to be panned to the next child being observed if they were 

outside the range of the camera len s. 

Single Subject Designs rn Educational Research 

A single subject research design was used to evaluate the impact of the 

peer training intervention in the present study. This type of design is able 

to accommodate design constraints and limitations of early childhood 

classrooms more readily than group experimental designs (Holcombe, 

Wolery, & Gast, 1994) . In a single subject design , the subject serves as his or 

her own control. In this way , the subject 's performance or behavior under 

one condition is compared with his/her performance under another 

condition . The type of single subject design chosen must be matched with 

the research question to optimize both the internal validity, that 1s , to 

control for other factors that may cause changes in behavior which are not 

related to the treatment or interventi on (Holcombe , Wolery , & Gast, 1994) and 

to optimize the interpretation obtained by the researcher (Kri shef, 1991). 

Internal validity rn single subject des igns 1s al so achieved by (a) 
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reliable observations , (b) repeated measurement, (c) description of 

experimental conditions, (d) baseline and treatment stability, and (d) 

standardized length of baseline and treatment conditions (Borg & Gall, I 989). 

Frequent observations of the behavior and the use of operational definitions 

to define the behaviors being observed are required. The observations 

should also be checked for observer bias by periodic checks of observer 

reliability. This can be done by having two observers measure the behavior 

of the same subjects at the same time and compare the results of the 

observations. Repeated measurement of the behavior, that 1s conducting 

more than one observation during each condition also aids internal validity. 

This helps eliminate the effect of variability in subject behavior from day to 

day and allows for a better determination of response to the treatment. It is 

also important that the researcher provide a description of each 

experimental condition so that replication of the study can be done. This 1s 

important so that further research can be done on other subjects to 

determine the generality of the findings across subjects (Hersen & Barlow, 

I 976). 

Internal validity is also achieved by establishing stability in the 

baseline and treatment phases of the study. This allows the effect of the 

treatment to be measured against a stable condition. During the treatment 

phase, once the treatment effect has stabilized comparisons to other 

conditions can be made. When comparing results between conditions, it is 

also suggested that internal validity can be maintained by having each 

condition approximately the same length (Borg & Gall, I 989). 

In the section which follows A-B-A designs used for single subjects or 

groups of subjects will be discussed . This will include variations of the 
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d es ign and th e utilit y o f eac h of th ese d es ig n s to differe nt researc h 

qu es tion s. 

A-B-A Single Subj ect Des igns 

In A-B -A des ig ns, th e 

baseline or withdrawal ph ase (s) 

treatm e nt e ffec t "B " 1s co mp ared with th e 

"A". The re are se veral variations on the A-

B-A de sign , so me a ll owin g the treatm e nt to be w ithdraw n a nd o th e rs e ndin g 

with the treatment ph ase. In A-B des ig ns, for e xa mpl e , the "B " s tage o r 

intervention phase fo ll ow s a n assess me nt o f the baseline or "A " stage. The 

A-B de s ign 1s re p o rted to have low inte rn a l re li ability, h o w eve r , and 

attributing the c hange to the treatme nt effect is difficult (B org & G a ll , 1989) . 

The A-B des ig n can be u seful in pil o t studi es o r o th er cursive evalu a tio ns 

where a more comple te study is to fo llow . In A-B-A des igns, the base line is 

e stabli shed and the treatment or B phase is introduced . Thi s is the n foll owed 

by a withdrawal phase whe re the treatmen t is faded out. Thi s can be useful 

to measure the e ffec ts of the treatm e nt co nditi on and prov ides good internal 

validity (Borg & Gall , 1989) . The d rawback of the A-B-A des ign , however, is 

that the stud y e nd s in the withd rawa l phase a nd the pos iti ve effec ts of the 

treatment are e xtin gui shed or dimini shed fro m the treatme nt phase (Borg & 

G all , 1989 ; H ers en & Barl ow , 1976 ). This leaves the researc he r with an e thi cal 

dilemma concernin g the outcome of the treatment. The option of adding a 

fourth ph ase w h e re th e trea tment 1s re -es ta bli shed m ay be co n side re d . 

When the treatment o r inte rventi on is one fro m whi c h it is th ought th at th e 

subjects w ill be nefi t, a n A-B-A-B de s ign can be used so th at the study ends 

with a trea tme nt ph ase and a ny pos iti ve effec ts res ult ing fro m th e treatment 
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can be maint ai ned lo nge r. 

Research Des ign Used tn th e Prese nt Study 

T o a ll ow the pa rti c ipa nt s to be le ft 1n a treatm e n t ra th e r th a n 

withdrawal phase, an A-B- A-8 s in g le subj ec t researc h des ig n w as chosen in 

the prese nt s tud y . The three parti c ipants in th e s tudy we re co nside red as 

one group of s ubj ec ts a nd eac h co nd iti o n or ph ase of th e s tud y w as 

introduced to the m s imultaneo us ly . Eac h of th e fo ur phases of the study w ill 

be desc rib ed be low . 

Phase A-B ase lin e Conditi o ns. In the firs t ph ase, the pl ay le ve ls a nd 

inte raction patte rn s of th e four child ren who began th e study we re assessed. 

Thi s assess ment was co nducted fro m Oc tobe r 17 th to O ctobe r 21 st. Thi s was 

don e to assess th e base lin e pl ay leve l of eac h child prior to the inte rve nti on 

and with out teac her promptin g . The base lin e pl ay level was co mpil ed us in g 

interval obse rva ti o ns ove r the base lin e peri od to de te rmine the ty pe of pl ay 

or non-play be hav io r 

base line ph ase , th e 

th a t th e c hi Id mos t oft e n di sp laye d . Durin g th e 

base line inte rac ti o n was a lso co mpil ed . Thi s w as 

dete rmined by calc ul atin g th e numb e r of interac ti o ns th at the e ach chi Id 

had with eac h of th e ir peers in th e pl aygro up pri o r to soc ia l s kill s tra inin g 

and with out prompting from the teac her. Thi s included bo th a codin g of th e 

quality of the interac ti on, as pos itive . negati ve, or ne utra l (as de noted by "+" 

"-" or "O" ) a nd an indicati on o f who th e child was interac tin g w ith (see th e 

sec ti on o n Ob se rva ti o n P rocedures for a co mpl ete desc ripti on) . 

Ph ase B-Int e r ve ntion . T he int e rve nti o n ph ase took plac e fro m 

Octo ber 27th to :'-J" ove mbe r 9th . Duri ng thi s time. lesso ns we re taug ht as 
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described in the prev10us section. Following the lessons the children were 

invited to play together and were encouraged to use the skills taught in the 

lessons through prompting and verbal praise . Examples of prompting were 

of three main types which included, (a) encouragement to show a play prop 

to another child, (b) suggestions about using certain skills taught in the 

lessons (such as offering a choice of play items), and (c) demonstrations of 

sign language to support communication between the peers. Reminders 

about limiting play schemes that were too involved were also directed toward 

the peer helpers to help encourage appropriate play activities. Reminders 

were also given if play interactions were becoming unsafe during episodes 

of rough and tumble play. 

Verbal praise of the participants took the form of (a) statements 

telling the children that they had done a good job , both at the time of a 

positive interaction and at later points to serve as reminders to the children 

of successful interactions that had occurred on a previous day or earlier in 

the play session, and (b) laughter and other reassuring comments that 

reinforced the positive interactions or a game that the children were 

Interval observations were used to record each child's play level 

and interaction pattern throughout this phase of the research design. 

Phase A'-No-lesson-no-prompting . From November 16th to November 

18th a No-lesson-no-prompting phase was introduced . The intent of this 

phase was to re-establish a baseline of play levels and interaction following 

the intervention and prior to the prompting phase to minimize the carry 

over effect of the intervention and isolate the prompting phase (Holcombe, 

Wolery, & Gast, 1994). During this phase, the children in the playgroup were 
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invited into the block/housekeeping room, but no lessons took place and the 

children were not prompted to interact with each other or praised for pro­

social actions. 

Phase B'-Prompting. In the final phase from November 21st to 

November 29th prompting was re-introduced but no lessons were taught to 

the children. The children were invited into the block/housekeeping room 

and told that they could play together. Both peer helpers were encouraged to 

interact with the child with special needs and he was also encouraged to 

interact with them. Verbal praise was also used to encourage interactions 

and pro-social overtures among the children . 

Organizational Changes in the Study Following the Departure of One of the 

Children 

Baseline data were collected during the first week of the study on the 

play behavior and interactions of four children participating in the study. 

In the phase that followed, the intervention was to proceed using a peer 

matching model where the children with special needs were each matched 

with the typically developing peer helper. To test the effects of the 

intervention, each dyad was to be taught the lessons separately. After each 

lesson the second dyad would join the playgroup and all four would be 

observed for another 20 minutes following the intervention. The two 

children who were taught the peer training lessons would be prompted 

during this phase, and the other dyad would not receive prompting. 

Unexpectedly , however, one of the children with special needs left the 

child care program and had to drop out of the study. This left the playgroup 
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with two peer helpers and one child with special needs. At this point, the 

structure of the study had changed and this meant that I needed to reflect on 

the study's direction and consider other options. Three options came to mind , 

these included, (a) replacing the child with special needs with another child 

and collecting new baseline data , (b) conducting the study using one dyad 

rather than two, and (c) continuing the study using two peer helpers and 

one child with special needs. 

If I were to replace the child with special needs with another child, 

two difficulties were foreseen . These included: (a) the amount of lead time 

involved in both obtaining consent for another child to participate in the 

study and obtaining baseline data with a new participant, and (b) the 

question of finding a compatible participant who would interact favourably 

with the other subjects already selected . 

option was rejected. 

Given these two difficulties this 

My second option of continuing the study with one dyad also had two 

associated difficulties ; these were : (a) the difficulty of removing one of the 

participants from the study particularly when she was still getting over the 

departure of her friend, and (b) loss of the sense of the small group design if 

I were to have only two children present in the playgroup. I therefore 

elected the use of the third option of reorgan1zrng the peer helping 

structure to include two peer helpers and the child with special needs . 

Although the impact of th is change In peer partners was not analyzed 

formally, I did feel that it was difficult for the child who lost her partner In 

the playgroup . This was apparent In the beginning of the sessions when she 

was both less involved than the o the r peer helper and her interactions with 

the child with special needs were of shorter duration. 
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Observation Proc edure s 

Play Observation Scale 

A Play Observation Scale designed by Rubin ( 1989), was used in th e 

pre se nt study . Thi s sca le combines Parten' s ( 1932) pl ay categori es of 

unoccupied behavior , so litary play , o nlooker behav ior , parallel play , 

associative play , and cooperative pl ay with the developmental s tages of 

functional pla y, constructive pl ay, dra matic play and games with rule s 

identified by Piaget ( 1962) and elaborated on by Smi lansky ( 1968) . Several 

studies (e.g. Guralnick & Groom, 19 87; Guralnick & Weinhou se, 1984 ; 

Higgenbotham , & Baker, 1981) have used this Play Observation Scale to assess 

the play of children with special needs in integrated setti ngs . 

The observation scale consists of a coding sheet which is divided into 

play and non-play categories. 

follows : 

The categories and the ir sub-categories are as 

Non-play- the child is not playing but is engaged tn one of the following 

non-play behaviors. 

Transition- movin g between activities, such as walking across a 

room , cleaning up or se ttin g up a game in an a rea. 

Unoccupied- when a child 1s unfocused and di splays no intent 

toward objects or people in the se tting, or if he/s he is wandering 

around the roo m for no specific reaso n. 

Onlooker- when a child is watc hing the activities of other children 

but is not in vo lved and makes no attempt to enter into the activity, 

alth ough he/s he may offer comments . 



alth ough he/s he may offe r co mm ents. 

Aggression-ac ti ons which a re non-pl ay ful and antago ni sti c rn 

nature, such as pushin g, hittin g , kic kin g, o r g rabbin g. 
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Teacher Conversation- when a child is e ithe r ta lkin g to or ac ti vel y 

listen ing to a teac her or o ther adu It in the se ttin g. 

Peer Conversation- whe n a chil d is e ithe r talkin g to or ac ti vely 

li stenin g to anothe r child in the se ttin g . 

Solitary Play- the child pl ays apart fro m the o ther childre n usually with 

toy s th at are different fro m what th e oth er children are usin g. 

does not attend to th e pl ay or conversati on of the othe r children. 

The child 

Functional - an ac tivity entered in to fo r the ph ys ical sensati o n it 

creates such as repetitive motor ac ti viti es 

jump i n g. 

like hamm erin g, pouring, 

Explorator y - examining an object to take in visua l o r auditory 

informati on. Thi s may be an objec t th e child 1s ho lding or so mething 

acro ss th e roo m . 

Reading - includes both reading a boo k or leafin g th rough it. It also 

includes countin g objects and li stenin g to an audi o reco rding. 

Constructiv e - when a child is building, pa inting, draw ing or 

manipul ating ma te rial s for th e purpose of c reating so methin g . 

Different from a set up during transiti on the child is pl ay ing during 

the set up, fo r example when se tting the stage prior to dram atic play. 

Dramatic- when the child is engaged in pretend pl ay such as 

imagining tha t she/he is feeding the do ll , or servin g dinn er. 

Game s - acti viti es organi zed with a se t of e ithe r pre -a rranged rul es or 

rules th at are arti cul ated during the game. The child accepts the 
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terms of the rules and adju sts his/her behavior to them. 

Parallel Play- the child plays independentl y but is usually tn clo se 

proximity to other children pl ay ing with the sa me material s (w ithin three 

feet). The child is usually aware of the ac tivities of the other children but is 

not playing directly with them . 

Functional- a parallel activity entered into for the physical 

sensation it creates such as repetitive motor activities Ii ke 

hammering , pouring, jumping in close proximity to another child but 

not directly with them . 

Exploratory- examining an object to take m visual or auditory 

information at the same time as others and within close proximity of 

them but not together (i.e., one child holding the object while others 

look on would be group rather than parallel functional. Two children 

examining similar objects independently would be parallel 

functional). This may be an object the child is holding or something 

across the room. 

Reading- reading a book or leafing through it , counting objects or 

listening to an audio recording in close proximity to others who are 

doing the same. 

Constructive- building, painting, drawing or manipulating 

materials for the purpose of creating something in close proximity of 

others who are doing similar activities but engaged in separate games. 

Dramatic- engaging in pretend play such as imagining that she/he 

is feeding the doll , or serving dinner at the same time as another child 

or children are doing the same but when the game the child is 

engaged is different from the games of the others. For example two 
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children may be both playing with dolls they do not have a joint play 

script where mutual goals are shared. 

Games- when a child engages in activities organized with a set of 

either pre-arranged rules or rules that are articulated during the 

game within close proximity of others who are engaged in a similar 

game, but the children are not playing together. 

~G~r~o~u=-p-~P~l=a...,_y- the child engages with one or more child in an activity 

involving a common goal or purpose which is group centred. 

Functional- a group activity entered into for the physical sensation 

it creates such as repetitive motor activities like hammering, pouring, 

jumping. In group play this may involve rough and tumble play, or 

jumping games. 

Exploratory- one or more child examining an object to take in visual 

or auditory information from it. 

Reading- one or more child reading or leafing through a book, or 

counting objects and listening to an audio recording together. 

Constructive- one or more child building, painting, drawing or 

manipulating materials for the purpose of creating something with a 

common goal or purpose. 

Drama tic- one or more child engaged in pretend play with a common 

goal or purpose. Group dramatic play might involve a common game 

of house or pet owners where the children are organized in a common 

activity. 

Games- one or more child involved in activities organized with a set 

of either pre-arranged rules or rules that are articulated during the 

game. 
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The Play Observation Sca le also includes a rating section for affect, in 

which the quality of a behavior can be rated by the observer as positive , 

negative, or neutral. Space is provided to write down the names of other 

children or adult s w he n the child be in g obse rved is interacting with peers 

or adults in the settin g. An interacti on was rated "pos itive" if it was prosocial 

In nature , s uch as, an act of he lpin g, interes t , praise, affec tion, re-

assurance, protection , gift-giving, acceptance of direction s or gifts, warm 

greetings, smiling, la ughing, an invitation or perm1 ss10 n to play , an 

invitation to share, joking etc. An interac tion was rated "negative" if it was 

antagonistic or anti-social such as a ny action that would make another chi ld 

unhappy , angry, frustrated, such as ac ts of noncompliance, di sapproval , 

rejection, teas ing , blaming, ye llin g , ignoring. An interaction was rated 

"neutral" if the exc hange was commonplace and was not positive or negative 

such as an exchange of information or exc hange of ideas. 

An observation begin s by o bserv in g the c hild for 30 seco nd s to 

determine the co ntex t of the behavior. Following thi s the child is observed 

for a 10 second inte rval and behavi or is coded for the next 5-10 second s. 

Interval ob servat ion s were conducted on a sys tematic bas is every two 

minutes . At the first interval, an observati on was made of Child A; at the 

second interval, an observation was made of Child B ; at the third interval , an 

observation was made of Child C. Thi s process was then repeated for the 

duration of the p laygroup. Thi s a ll owed sys tem atic observations of all three 

children through out the playgroup sessio n. Thi s procedure has bee n used in 

s tudies where o bserva tions have been required of more th an o ne child 

(Horne, 1986) . 

Followin g the peer playgroup sess ions the interv al o bse rvations were 
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continued for another 20 minutes during free play with the whole class 

using the same procedure described in the previous section. This was done to 

determine the frequency of interaction among the three children during 

free play. 

Controls for Internal Validity 

There are two assumptions that have been made within the research 

design of this study. The first of these is that the room design and play 

materials in the play centre are developmentally appropriate for use by the 

children in the playgroup and are conducive to social interactions. For the 

duration of the data collection, no changes were made to the room design and 

no new play materials were added to the play centre. The play intervention 

did include a systematic introduction to some of the play materials in the 

centre, but this was only done with the play materials that had been 

available to the children throughout collection of the baseline data and other 

phases of the intervention. This was done rn an attempt to control for 

increases tn play performance and interaction as the result of the 

introduction of a novel piece of equipment. 

The second assumption m the research design is that the interactions 

between peers can be validly measured using the Play Observation Scale. 

The scale reports inter-observer reliability of between 80% and 95 % (Rubin , 

1989). Several studies (e.g., Guralnick & Groom, 1987; Guralnick & 

Weinhouse, 1984) have used this scale to assess the play of children with 

special needs in integrated settings. An estimate of observer reliability was 

calculated by having another observer view a randomly selected video tape 
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of a playgroup sess10n and calculate the play level and quality of interaction 

using the same interval observation procedure. A comparison was then 

made between observations of the same session. From this calculation, it was 

determined that 21 of the 23 observations or 9 I% agreement was reached on 

the behaviors observed . 

Limitations of the Present Study 

Two limitations within the present study are seen as the result of 

acting as teacher/observer/researcher . The first limitation includes the 

possible bias of acting as both teacher and observer. In this situation, my 

goal as a teacher to increase the positive interaction between the children 

with special needs and their peers may create a tendency to interpret 

behavior in a way that would favor my desired goal as a teacher. This was 

checked with the calculations of observer reliability described in the 

previous section. A second limitation results from my dual role as 

teacher/researcher in attempting to both teach, prompt and observe the 

social skills training lessons. This was offset somewhat by videotaping the 

playgroup sessions so that observations can be made at a later time. It should 

also be noted that the dual role as teacher/researcher was beneficial 1n 

teaching the social skill lessons, given the advantage of having established a 

teacher-pupil relationship. As well, it should be noted that given the 

specific characteristics of both the children in the study and the skill 

instruction used, results will be limited to the children rn this group and may 

not generalize to other children with special needs or other peer helpers. 

The study is also limited by variations in the lengths of the four phases of the 
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study. 

Data Analys is 

Daily frequency counts of th e pl ay level s and interactions between 

each of the subjects and their peers were collected and plotted on a graph for 

each of the four study conditions both within the playgroup and during free 

play with the whole class. Thi s provided a graph of the frequency of 

interaction and the pl ay levels for eac h of the three subjects for each study 

condition. From the graphs, frequen cy plots and play level s were compiled 

in each of eight conditions. The frequency plots and play level s were then 

used to compare the directional change (i.e., increases or decreases in 

frequency of contact and play level during each of the four study 

conditions) for each of the subjects. In add ition, frequency counts were 

tallied to determine with whom each of the subjects had the most contact 

during each of the study conditions. Thi s was done to determine any change 

in pattern of contact between the peers following the intervention phase . 

As well, the quality of the interactions were an alyzed by tallying the number 

of interaction s that were positive, negativ e or neutral within each of the 

study condition s. Thi s was done to analyze any change in the interaction s 

for each of the subjects before, during and after the intervention . 
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Summary 

In the present study, a peer training intervention has been 

normalized for more practical use in an early childhood setting. This was 

done by increasing the teacher child ratio during the peer training 

intervention, teaching skills to all children rn the playgroup including the 

child with special needs , conducting training sessions in the classroom, and 

eliminating extrinsic rewards. The 

observations 

outcome 

during 

of the training 

the playgroup 

session was 

and during assessed by conducting 

freeplay later rn the day. The study took place at a kindergarten day care 

which serves 25 children, three of whom are children with special needs . 

The program philosophy is inclusive and emphasizes that the children with 

special needs take part in all routines and activities. 

Selection of the children rn the study was based on the child's 

enrollment in the early childhood program, regular attendance, signed 

parental consent, and identification as having a special need (in the case of 

the child requiring extra support) . For the peer helpers criteria included 

age appropriate play skills, compliance with teacher requests, and no or 

positive social history with the child(ren) with special needs . 

Four children began the study, these children included: (a) John, a 5 

year old boy requiring extra support in the areas of occupational therapy, 

physiotherapy, and speech and language pathology to help treat 

developmental delays resulting from Down Syndrome, (b) Steven, a 6 year 

old boy requmng extra support in the areas of occ upational therapy, 

physiotherapy , and speech and language pathology to help treat 



68 

developmental delays resulting from a seizure disorder, (c) Ellen, a 5 year 

old girl who had age appropriate social skills and was interested in John , and 

(d) Donald, a 5 year old boy who had age appropriate social skills and was 

interested in Steven. 

The peer training intervention was conducted by sharing the 

objective of the playgroup at the beginning of each playgroup session. This 

was followed by a lesson where a skill (i .e., using the child's name to 

establish contact) was taught through modeling, practice and by shaping 

approximations with prompting. The six ski !ls taught were introduced 

sequentially and reviewed at the beginning of each session. Following each 

lesson the children took part rn free play for approximately 20 minutes 

within the play centre . During this time, the children were allowed to 

interact with whomever they liked but were encouraged whenever possible 

through verbal prompts and praise to use the skills they had been taught 

with each other. 

A pilot study took place involving four children, two of whom 

required extra support and two of whom displayed age appropriate social 

skills and were capable of interacting positively with a variety of children. 

During the pilot study, turn taking skills and sharing ideas was taught , 

practiced and promoted through prompting. Three organizational aspects 

including: (a) turning over my responsibilities to another teacher , (b) 

smoothing the transition from outdoor play to the playgroup, and (c) 

adjusting the timing of the playgroup to accommodate children arriving late 

were worked out in the pilot study. Four other organizational aspects of the 

playgroup sessions were also worked out in the pilot study, these included: 

(a) the observat ional procedure, (b ) presentation of the lessons, (c) 
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prompting during the playgroup sessions while observing the children, and 

(d) video taping the playgroup sessions so that observations could be coded 

and validated at a later time. From the pilot study adjustments were made in 

the cueing of the observations using a digital clock and in the coding of play 

behavior during teacher prompting using a video camera to record the 

playgroup sessions so that observations could be coded and validated at a later 

time. 

A single subject research design was used in the present study where 

the subjects act as their own control. This was done by collecting data on the 

children's play levels and interactions prior to, during and after the peer 

training intervention. Data was also collected during a no-lesson-no­

prompting phase, a final prompting phase, and for approximately 20 minutes 

following the playgroup during freeplay with the whole class . An 

adjustment in the design of the study was made following the departure of 

one of the participants. The intervention was conducting using two peer 

helpers and one child requiring extra support rather than the two dyads that 

were originally planned. 

A Play Observation Scale designed by Rubin ( 1989) was used in the 

present study to frame observations . The scale combined Parten's ( 1932) play 

categories with P iaget's ( 1962) and Smilansky's ( 1968) categories of play 

behaviors. The scale has been used in other studies and reports inter-

observer reliability of between 80% and 95 % . Inter-observer reliability was 

calculated in the present study by having another observer view a randomly 

selected video tape of a playgroup session and calculate the play level and 

quality of the interaction using the same interval procedure . 

Data was analyzed in the present study by compiling and graphing 
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frequency counts of the play levels and interaction patterns for each of the 

participants tn the study . The frequency plots and play levels were used to 

compare the directional change (i .e. , increases or decreases in play level and 

contact) throughout each of the four study conditions for each of the 

subjects. Frequency counts were al so tallied to determine with whom each of 

the subjects had the most contact with. The quality of each interaction was 

also analyzed to determine change in the interactions for each subject 

during the study conditions . 
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During each of the four phases of the study th e children taking part 

were observed during bo th playgro up sessio ns and fre eplay with the whole 

class. This provided data in eight possible conditions for each of the three 

children who completed the s tudy . Approximately 500 observations were 

made over a s ix week period from mid-October to the end of November. The 

ob se rvation s were coded into pl ay a nd non-play categories and the 

frequency of each of these be h av ior s was tallied a nd computed into 

percentages so that comparisons could be made between conditions. Each 

observation was also coded as posi ti ve, neutral, or nega tiv e to indicate the 

child's feeling at the time of the observation. A behavio r was categorized as 

being positive when it left the playmate with a good fee ling as in providing 

assistance, affection, g1vmg toy s, smilin g or laughing. A behavior was 

categorized as negative if it was antagonistic, such as acts of aggression , 

yelling, pushing, grabbing toy s or other o bjects, and left the playmate 

feeling unhappy. A neutral behavior w as ne ither pro-social n o r 

antagoni s tic . 

In the chapter which follows, the result s and di sc ussion s of thi s dat a 

will be presented in six sec tion s. The se sections are organized to reflect the 

four phases of the stud y which in c lud e (a) baseline , (b) intervention , (c) no­

lesson-no-promptin g, and (d) promptin g . The fifth sec tion will compare 

observations made at the time of the playgroup with o bse rvation s made 

during freepla y with th e whole class. The six th sec ti o n will provide a 
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summary of the results. 

Baseline Observational Data 

The purposes of the playgroup were to increase the positive social 

interaction between the child requiring extra support and the peer helpers 

and to increase the play level of the child requiring extra support. The 

baseline observations were used to establish the existing interaction patterns 

and play levels for each child before the intervention . The baseline data 

were collected by inviting the four children who began the study into the 

block room and observing each child at intervals to code their behavior 

during the playgroup session and immediately following the playgroup 

during freeplay with the whole class. The following section will describe the 

baseline observations for each of the four children who began the study. 

This will be followed by a description of a validity test and a summary of the 

base! ine data. 

Baseline Data for John 

During the playgroup, the majority of the baseline data for John 

consisted of behaviors falling into "Non-Play" and "Solitary Play" categories. 

As shown in Figure l, non-play behavior accounted for 43 % of the 14 

observations and solitary play for a further 43 %. Of these non-play activities 

two-thirds were "onlooker" behavior where John would simply watch the 

other children without becoming in vo lved . The remainder of the baseline 

observations consisted of parallel pl ay which accounted for 14% of John's 
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behaviors. When involved in parallel play, John participated in similar play 

activities to the other children in the playgroup using similar materials but 

was not interacting with the children, either to exchange ideas or materials 

or to describe what he was doing. In the affect category, 86% of the 14 

behaviors were neutral, 7% were positive and a further 7% negative. 

The baseline data for John during freeplay with the whole class 

showed a similar pattern of non-play and solitary play behavior. As shown 

in Figure 2, non-play behavior accounted for 50% of the 12 observations and 

solitary play for a further 33%. The remaining 17% was accounted for rn 

parallel play . During freeplay at this time, snack is served to six children at 

a time. Often children going between activities, or who have come to the 

program early in the day and are ready for snack are the first to be invited 

to the snack table. During the observations, having snack or washing hands 

prior to or following snack ts scored as a "Transition". In John's baseline 

data, this accounted for over 80% of the non-play behavior during the 

observed freeplay time . In the affect category, 92% of the 12 behaviors were 

neutral, and 8% positive. 

Baseline Data for Steven 

During the playgroup, 84% of the 19 observations fell into the non­

play category as shown in Figure 3. Of those non-play behaviors 44% 

consisted of conversing with the teacher and 38 % were onlooker behavior, 

where Steven would watch the other children without getting involved. Of 

the remaining 16% of the baseline playgroup behaviors, 11 % were solitary 

and 5% were parallel play. Of these play behaviors, Steven was either 
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involved in functional play where he would touch a play prop or put it in his 

mouth to get sensory stimulation from it, or exploratory play where he would 

shake or look at an object to get auditory or visual information from it. In 

the affect category, 

positive. 

95 % of the 19 behaviors were neutral and 5% were 

The baseline data for Steven during freeplay with the whole class 

showed a similar pattern of non-play and solitary play behavior to that of 

the baseline data during playgroup. As shown in Figure 4, non-play 

behavior accounted for 88 % of the 16 observations and solitary play for the 

remaining 13%. Of the non-play behaviors, 50% were coded as "transition" 

taking place during snack time where Steven was either washing his hands 

before or after snack or eating . It is typical for Steven to take a longer time 

to feed himself than most children during snack time which explains the 

higher percentage of time in transition. Of the remaining non-play 

behaviors, 21 % were categorized as "unoccupied". This coding was assigned 

when Steven was standing or sitting unfocused and had no goal or direction . 

In the affect category, the observations taken during the freeplay period 

showed that all of the 16 behaviors were neutral. 
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Baseline Data for Ellen 

During playgroup, 4 7% of the 19 baseline observations for Ellen fell 

into the category of group play as shown in Figure 5. Of the remaining 

observations, 26% were non-play, 21 % solitary play and 5% parallel play . 

Within the non-play category , peer conversation accounted for 80% of the 

non-play behavior. In the affect category , 79 % of the 19 behaviors were 

neutral and 21 % were positive. 

The observations of Ellen during freeplay with the whole class 

showed less diversity, with 88 % of the 16 observations falling into the 

category of group play and the remaining 13 % that of parallel play shown in 

Figure 6. In the affect category, 94 % of the 16 observed behaviors were 

neutral and 6% positive . This shows a decrease of 15 % in positive affect from 

that of playgroup where 21 % of the observations were coded as positive . 

Baseline Data for Donald 

During the playgroup, 60% of the 15 baseline observations for Donald 

fell into the category of group play as shown in Figure 7. A further 7% each 

fell into the categories of non-play and parallel play and the remaining 27 % 

were coded as solitary play. In the affect category, 93 % of the 15 behaviors 

were coded as neutral and 7% were coded as posi tive. 

As with Ellen's baseline observations , Donald's behaviors during 

freeplay with the whole class shown in Figure 8 were les s diverse . A full 

83 % of Donald's l2 observed behaviors fell into the category of group play 
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during freeplay while the remarnrng 17 % was categorized as non-play 

divided equally between peer conversation and transition . In the affect 

category, 92% of the 12 behaviors were coded as neutral and 8% as negative. 
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Validation of Baseline Data 

The baseline data were validated by conducting separate interviews 

with two of the teachers at the child care centre to compare their 

assessments of each child's play level to that of the baseline data collected 

during the playgroup and during freeplay with the whole class. The 

interviews began with a description and examples of the play and non-play 

categories in the Play Observation Scale to familiarize each teacher with the 

categories that were used to code the play and non-play behaviors. Each 

teacher was then asked what behaviors each of the children would be most 

likely to display. Following this, the graphs of the baseline data were shown 

to the teacher and the teacher was then asked if she felt that these graphs 

accurately depicted each child's behavior. In the first interview, Teacher 

A said that John's behavior was most likely to fall in the categories of solitary 

and parallel play. She said that Steven's behavior was primarily non-play 

and solitary play, and that for both Ellen and Donald group play would be the 

dominate behavior. When shown graphs of the baseline observations during 

playgroup and freeplay with the whole class, she felt that the observations 

recorded accurately represented each child's play level. 

Similarly , in the second interview Teacher B said that John would most 

likely display non-play, solitary and parallel play behavior. She said that 

Steven's behavior would be primarily that of non-play with some solitary 

play, and that both Ellen and Donald would be most likely to display group 

play behavior. When shown the graphs of the baseline observations for 

each child during playgroup and freeplay with the whole class, she also 
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indicated that the observations accurately represented each child's play 

level. 

Summary of Baseline Data 

The baseline data for both John and Steven show a pattern of behavior 

concentrated in the areas of non-play and solitary play. Neither children 

displayed any group play behaviors during the baseline observations. Non­

play behavior accounted for 43 % of John's observed behavior during the 

playgroup and 50% during freeplay. For Steven this percentage of non-play 

behavior was higher with 84% of Steven's observed behavior coded as non­

play during the playgroup and 88 % coded as non-play during freeplay. Of 

their non-play behaviors, both children exhibited higher percentages of 

onlooker behavior during the playgroup than during freeplay . For John 

this percentage of onlooker behavior was 29 % during the playgroup and 0% 

during freeplay and for Steven, 32 % during the playgroup and 6% during 

freeplay. The baseline data during the playgroup also showed that 44% of 

Steven's non-play behaviors were that of teacher conversation. 

The baseline data for Ellen and Donald showed higher levels of group 

play during the freeplay observations . Group play accounted for 88 % of 

Ellen's and 83 % of Donald's freeplay behavior. During the playgroup both 

children showed more diverse play patterns which included higher levels of 

peer conversation for Ellen and more solitary and parallel play for both 

Ellen and Donald. 

The baseline behaviors of John and Steven were consistent with the 

findings of Brophy and Stone-Zokowski ( 1984), who reported that toddlers 
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with special need s were more inc lined to e ngage rn so litary a nd para ll e l pl ay 

and spent mo re tim e loo king at a nd liste nin g to o the r childre n a nd adults 

tha n did no n- specia l needs toddl ers . Diffe re nt fro m th e findin gs of th e 

to ddler s tud y, howeve r, Jo hn and S teve n 's onl oo ke r a nd so lita r y pl ay 

behavior Ill th e prese nt stud y occurred w ithin th e co nt ro ll ed e n vironm e nt 

o f the pl aygro up w h e re, (a) gro up s ize was limite d , (b ) n o o th e r 

interruptions occurred in the pl ay settin g (s uc h as o th e r childre n entering 

or leaving the pl ay roo m), and (c) the childre n prese nt a ll de mo nstrated an 

inte rest one o r more of the othe r children. 

The p rese nce of thi s type of onl oo ker behav io r du rin g the pl ayg roup 

indicates a n inte res t on the part of John and Steven in the pl ay of the other 

children, but po ints to th e diffi c ulty of e nte ring pl ay des pite controlling fo r 

g roup s ize, di s rupt io ns rn th e p lay e n v ironme nt a nd th e se lec ti o n o f 

children wh o have show n a n interes t in the m. Thi s findin g co ncurs w ith 

Dodge , Schlundt a nd De lu gac h ( 1983), who po in t out th e co mpl ex ity of peer 

e ntry skill s, referring to peer e ntry as a hi gh leve l sk ill . It a lso indi cates 

that Ellen and D ona ld did not have th e necessary skill s to invite John o r 

Steven into the ir ac ti v iti es, or th at they may not have pe rce ived th e he lpin g 

rol es whi c h th ey had de mo nstrated a t other tim es to be warranted durin g 

pl a y . 
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Intervention Data 

The intervention data were compared with the baseline observations 

to determine if there was any change in observed behaviors during the 

intervention period from that of the baseline period. The intervention data 

were collected by observing each child at intervals to code their behavior 

following the playgroup lesson. Each of these play sessions during the 

intervention phase was video taped so that observations could be coded and 

validated at a later time. The following section will describe the intervention 

observations for each child who took part in the intervention phase of the 

study companng the observations made during the intervention with those 

during the baseline phase. This will be followed by a description of a validity 

test and a summary of the intervention data. 

Intervention Data for Steven 

During the playgroup intervention phase, 32 interval observations 

were taken of Steven. These observations show that the percentage of non­

play behavior for Steven dropped 46 % from 84% at baseline to 38 % during 

the playgroup intervention (see Figure 9). Of those non-play behaviors , the 

amount of teacher conversation dropped from 44 % at baseline to only 8% 

during the intervention and the peer conversation rose from l 3% to 58 % 

respectively . The onlooker behavior als o decreased from 38 % at baseline to 

33 % during the intervention . There was also a decline in the amount of 

solitary play during the intervention from 11 % during baseline to 9% during 
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the intervention and the amount of parallel play from 5 % to 0 % . 

Corresponding with these decreases in non-play, solitary and parallel play 

was an increase in group play for Steven from 0 % during the baseline 

observations to 53 % during the playgroup intervention . An interaction was 

coded as group play when Steven was engaged in an activity with one or 

both of the peer helpers and they were sharing a common goal or purpose 

such as playing "Ring Around the Rosy", or taking turns playing with a play 

prop. During the intervention, there was also an increase in the positive 

affect from 5 % during baseline observations to 25 % during the playgroup 

intervention . 

The intervention data for Steven during freeplay with the whole class 

(see Figure 10), also shows a decline in the non-play behavior and an 

increase in play behavior throughout the 31 observations. The non-play 

behavior declined by 36% from 88% during the baseline freeplay 

observations to 52 % during the intervention freeplay observations. The 

percentage of solitary play increased by 29 % from 13 % to 42%, while both 

parallel and group play increased from 0 % to 3% from baseline freeplay 

observations to freeplay after the intervention respectively. No change took 

place in the affect scores between the baseline and the intervention 

freeplay condition . 

At each of the interval observations, the name of the child or children 

with whom the subject interacts 1s recorded on the Play Observation Scale. 

From this, tallies of the number of times that Steven interacted with Donald 

and Ellen were made. For comparative purposes, this was done during the 

baseline phase and again during the in tervention phase. It was found that 

Steven interacted twice each with Ellen and Donald during the baseline 
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phase and that during the intervention phase the number of interactions 

increased to 14 times with Ellen and 17 times with Donald. This showed an 

86% increase in interactions with Ellen and an 88 % increase in interactions 

with Donald from the baseline condition to the intervention phase. 
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Intervention Data for Ellen 

During the playgroup interve ntion phase, 31 interval observations 

were taken of Ellen. These observations during the playg roup intervention 

are similar to those taken during the baseline. As shown in Figure 11, 23 % of 

the behavi ors observed were categorized as non -pl ay, 32 % so litary , 10% 

parallel and 35 % group play. In the affect category, six of the 31 behaviors 

or 19% were po siti ve and 71 % neutral. Of the 31 behaviors observed during 

freeplay with the whole class shown in Figure 12, 27 % less group play was 

coded durin g the intervention phase compared to the baselin e and a 

corresponding increase occ urred tn non-play from 0 % to 23 % and tn so litary 

play from 0% to 6% from the base line to the inte rvention phase. 

Despite simi lar percentages tn non-pl ay and play categories durin g 

the playgroup condition and the c hanges no ted above during the freeplay 

condition. There were also changes in the patterns invo lvi ng play pa rtners 

for Ellen when co mparing the baseline observations to the intervention . 

During the baseline condition, 80% of Ellen's interactions were with Donald 

and 20% were with Steven. Thi s changed during th e intervention where 

54% of Ellen' s interac tion s were wi th Donald and 46% were with Steven. 
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Intervention Data for Donald 

During the playgroup intervention phase, 32 interval observation s 

were taken of Donald. The observations show a decrease in group play 

during the intervention from 60% recorded at baseline to 44% during the 

intervention and a corresponding increase tn non-play from 7 % at baseline 

to 34% during the intervention, (see Figure 13). During the playgroup 

intervention, peer conversation accounted for 82 % of Donald's observed 

non-play behavior. In the affect category, there was an increase of 15 % in 

the positive behaviors observed, from 7 % recorded during the baseline 

playgroup phase to 22% during the intervention playgroup phase . 

During freeplay following the playgroup, 30 interval observations 

were taken over the course of the intervention phase. These observations 

show that the distribution of non-play and play behaviors was similar for 

Donald from interventions to the baseline conditions. As shown in Figure 14 , 

observational data for Donald during freeplay following the intervention 

shows 13 % non-play, 73 % group and 13 % solitary play. In the affect 

category all behaviors were neutral. 

To analyze playmate interaction, tallies of the number of times that 

Donald interacted with Ellen and Steven were made from the Play 

Observation 

during the 

Scale. This was 

intervention phase. 

done during the baseline phase and agatn 

During the baseline condition, including 

both the time in playgroup and during freeplay following the playgroup, 

none of Donald's interactions were w ith Steven . This changed dramatically 

during the intervention , where 53Ck of Donald's interactions were with 
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Steven and 47% were with Ellen. 
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Validation of Intervention Data 

An estimate of observer reliability was calculated by having another 

graduate student view a randomly selected video tape of the playgroup 

session during th e intervention phase and calculate the play level and 

quality of interaction u s ing the same interval observation procedure. A 

comparison was then made between my observations of the same playgroup 

sess ion. From thi s calculation, it was determined that consensus was reached 

on l 0 of the I I or 91 % of the behaviors observed. 

Summary of Intervention Data 

During the intervention phase , a growth 1n Steven's play behavior 

was evident. This was most apparent during Steven's time in the playgroup 

where increases of 53 % in group play, and 18% in peer conversation were 

recorded . Corresponding with the se increases, were decreases of 46 % in 

non-play behavior, 34 % in teacher conversat io n, and 19% 10 onlooker 

behavior from the baseline condition to the intervention. These 
. . 
mcreases in 

play behavior were a lso evident during freeplay where an increase of 29% 

occurred in so litary play, and 3 % each 10 paralle l and group play . 

Corresponding to thi s was a 36 % decrease in non-play behavior. Change s in 

the interac tion between Steven and Ellen and Donald during the 

intervention were also dramatic . The number of interac tion s that Steven 

had with Ellen and Donald increased by 86% and 88 % from the baseline 

condition to the intervention phase . 
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These outcomes are consistent with findings from other peer helping 

studies (Kohler & Fowler, 1985; Strain & Odom, 1986) promoting interaction 

through the use of role play techniques and teacher prompting. Different 

from these other studies, however , is that the increases reported m the 

present study occurred without the use of a token reward system. Reports of 

spillover effects in positive initiations by Strain, Shores and Timm ( 1977) and 

Strain, Shores and Kerr, ( 1976) were not supported by the present study. 

Although some increases in Steven 's play levels were maintained between 

the playgroup condition and freeplay, the higher positive affect scores 

reported during the playgroup of all three children did not occur during 

freeplay following the playgroup intervention sess ions. 

No-lesson-no-prompting Data 

The purposes of the no-le sso n-no-prompting phase were to establish a 

new baseline of play levels and play interactions for each of the children 

following the intervention and prior to the prompting phase. There were 

several factors preventing a full week of the no-lesson-no-prompting phase 

to take place. These factors will be described in the following section, 

followed by a description of the data collected for each of the three children 

who completed this phase of the study and a summary of the findings. 
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Absenteeism 

Although it is estimated that young children may contract from six to 

eight respiratory and one or two digestive illnesses each year (Morgan, 

1986), the issue of absenteeism did not arise during the pilot study. During 

the study however, Ellen was absent for three days with an eye infection. 

Prior to her absence, the child care centre had also been closed for 

Remembrance Day which fell on a Friday before the weekend. The 

playgroup was delayed for two of the three days that Ellen was absent and 

had not been in session for a total of five days before it resumed again with 

Donald and Steven. This corresponded to the beginning of the no-lesson-no-

prompting phase of the study. 

The day before Ellen's return, the playgroup resumed and Donald and 

Steven were told that during this part of the playgroup there would be no 

lessons. Each of the four times Donald and Steven were observed during the 

playgroup they were playing together and interacting positively . When 

Ellen returned to the playgroup, however, she was not interested in group 

play, and her observed behavior showed that she was either involved in peer 

conversation or solitary play . Ellen's lack of interest in group play also 

seemed to influence Donald's interactions with Steven and changed the 

playgroup dynamics. Without being able to encourage play through 

prompting, it became clear that many of the opportunities to stimulate more 

positive interactions between the children were lost. 
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Re-entry Following Absenteeism 

A contingency plan for re-entry into the playgroup following a 

child's absence was not developed m the proposal. Neither did the need for a 

re-entry strategy become apparent during the pilot phase of the study . 

When looking at the play behavior which followed Ellen's absence, however, 

it became apparent that a re-entry strategy would have aided all the children 

involved in the playgroup to resume their positive interactions. Such a 

strategy may have included allowing the children the opportunity to play on 

their own informally in the playgroup during a re-entry period to become 

re-acquainted with each other following an absence of one of the playgroup 

members or a closure of the child care centre. This may have then been 

followed by a brief review of the playgroup objectives and lessons once the 

formal playgroup had resumed. During the study, the correspondence 

between Ellen's re-entry into the playgroup and the no-lesson-no­

prompting phase of the study prohibited this type of review of the lessons 

and prompting for interactions. 

Ethical Considerations 

The playgroup objectives of increasing the positive social interaction 

between Steven, Ellen and Donald and helping to increase Steven's play level 

were not being supported by the no-lesson-no-prompting phase of the study. 

As it was designed, the no-lesson-n o-prompting phase was to act as a baseline 

phase after the in tervention and pri or to the prompting phase . I was faced 
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with the ethical question of whether to continue gathering data or whether 

to begin the prompting phase of the study to re-establish the positive 

interactions between the children. I chose to shorten the length of the no-

lesson-no-prompting phase and begin the prompting phase so that I could 

attempt to re-establish the previou s play levels and interactions. This 

question may not have arisen if Ellen had not been absent , had been absent 

fewer days, or if her absence had coincided with another phase of the study 

where a review of the playgroup les son s and prompting would have been 

possible. Under the circumstances, however, beginning the prompting 

phase of study seemed necessary to continue meeting the objectives of the 

playgroup. 

No-lesson-no-prompting Data for Steven 

As shown tn Figure 15, four of the 10 observations, or 40% of Steven's 

total observed behavior 1n the playgroup during the no-lesson-no­

prompting phase of the study, was that of non-play behavior. A further 10% 

was parallel play and 50% group play . Of the non-play behaviors, 75% were 

that of onlooker and 25 % peer conversation. This represents an increase in 

the onlooker behavior of 17% and a decrease in peer conversation by 19% 

from the intervention to the no-lesson-no-prompting phase respectively. In 

the affect category, four of the ten observations or 40% of the observed 

behaviors were rated positive and 60% neutral. The relatively high group 

play and positive affect score during the no-lessons no-prompting phase can 

be explained by the positive group play interactions between Steven and 

Donald on the first day before Ellen 's re turn. 
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During freeplay with the whole class (see Figure 16). six of the eight 

observations, or 75 % of Steven's observed behavior was sco red as non-play, 

13 % solitary and a further 13 % parallel p lay. 

of the behaviors were sco red as neutral. 

In the affect category, all eight 

When companng this to the 

intervention phase , thi s shows a 23 7'c increase 1n Steven's non-play 

behaviors during the no-lesson s- no promptin g phase. Of the non-play 

behaviors sco red during the no-l esso ns-no prompting phase, 83% consisted 

of transition and 17 % o nlooker be havio r where Steven was watching the 

other children. Given the shorter length of the no-l esso ns no-prompting 

phase of the study, tallies to determine playmate preference were not used to 

compare the amount of interaction betwee n th e children from the base line 

phase to the no-les son-no-promptin g phase. 
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No-lesson-no-prompting Data for Ellen 

As shown in Figure 17, four of the e ight observations, or 50% of Ellen 's 

observed behavior was non-play , 38 % so litary play and 13 % group play . Of 

the non-play behaviors, 75 % was categorized as peer conversation and 25 % 

teacher conversation. Of the remainder of Ell en 's total o bserved behavior, 

38 % was solitary play and 13 % group play . In the affect category, all eight of 

the behaviors were sco red as neutral. When comparing these scores to the 

intervention phase of the study , Ellen 's no n-play behav ior increased by 21 %, 

and her group play behavior decreased by the same amount. Ellen's score 

for positive affect also went from 19 % during the intervention to O during 

the no-lesson-no-prompting phase . During freeplay following the 

playgroup (see Figure 18 ). three of the four observations , o r 75 % of Ellen's 

observed behavior was categorized as group play, 25 % as non-play and all 

four of the affect scores were neutral. 
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No-lesson-no-prompting Data for Donald 

As shown in Figure 19, two of the 13 observations, or 15% of Donald's 

observed behavior during the playgroup session of the no-lesson-no­

prompting phase was that of non-play , 31 % solitary , 8% parallel play and 

46 % group play. Within the affect category 62 % of the 13 observed 

behaviors were rated as neutral and 38 % positive. As in the case with Steven, 

this relatively high group play and positive affect score during the no­

lesson-no-prompting phase can be explained by the positive group play 

interactions between Steven and Donald on the first day before Ellen 's 

return. The eight observations taken during freeplay with the whole class , 

indicate 100% group play and 100% neutral affect (see Figure 20) . 
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Summary of No-le sson-no-prompting Data 

During the no-lesson-no-prompting phase of the study, Steven 's non-

play behavior rose by 2% from the intervention phase . Of these non-play 

behaviors, the percentage of onlooker behavior grew by 42% from the time 

of the intervention and the percentage of peer conversation dropped by 

33 %. Observations of Steven during freeplay showed a 23 % increase m non­

play and a 29 % decrease in solitary play behavior compared to the 

intervention. This change indicates the importance of teacher involvement 

during play time m monitoring and helping promote positive interactions 

between the children. 

These findings also attest to difficulty of play entry for children with 

special needs. During the intervention phase, the peer helpers were taught 

to support Steven's play and encourage him to interact. In the no-lesson-no­

prompting phase, the peer helpers were not prompted to interact with 

Steven and Steven did not initiate play with them . During this time, the 

pattern of Steven's onlooker behavior which was found in the baseline 

condition began to re-emerge. 

During the playgroup session of the no-lesson-no-prompting phase of 

the study, half of Ellen 's observed behaviors were that of non-play, and none 

of the interactions were recorded as positive. This lack of positive 

interaction is not found in any other phase of the playgroup sessions and 

serves as a reminder of the difficulty of sustaining positive interactions if 

one is feeling poorly, or readjusting to a situation, as was the case following 

Ellen's absence and re-entry int o the playgroup. Ellen's difficulty 
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sustaining play following her absence from the playgroup raises the 

following two questions regarding teacher expectations of peer helpers: Are 

we placing too much pressure on children to support the play of others, 

particularly at time s when they may need support and encouragement 

themselves? and Is it appropriate to expect peer helpers to sustain helping 

roles during their play time? 

Prompting Data 

Data collected during the prompting phase were compared with the 

baseline observations and the intervention phase to determine if there was 

any change in observed behaviors from previous conditions. The prompting 

data were collected by observing each child at intervals to code their 

behavior during the playgroup session and immediately following the 

playgroup during freeplay with the whole class. Each of these play sessions 

during the prompting phase was video taped so that observations could be 

coded and validated at a later time. In the section which follows, data from 

the prompting phase will be described for each child who took part in this 

phase of the study . This will include a description of the playmate 

interactions between the three children and a description of the validity test 

and summary of the prompting data . 
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Prompting Data for Steven 

During the playgroup rn the prompting phase , 20 of the 25 

observations , or 80% of Steven 's observed behavior was that of group play, 

4% was parallel, 8% solitary play and a further 8% that of non-play (see 

Figure 21). This shows an increase in Steven's group play of 27% from the 

intervention phase and 80% from the baseline condition . This corresponds 

with a decrease of 30% in non-play behaviors from the intervention phase 

and a decrease of 76% tn non-play behaviors from the baseline condition to 

the prompting phase. In the affect category, positive behaviors accounted 

for 64% of the 25 scores during the prompting phase, this represents an 

increase of 39% from the intervention and 59% from the baseline condition . 

The data during freeplay in the prompting phase (see Figure 22), 

indicate 10 of the 20 observations, or 50% of Steven's observed behavior are 

that of non-play , all of which is categorized as transition. The remarnrng 

50% of Steven's observed behavior is play behavior, 40% of which is solitary 

play and 10% group play . In the affect category, 95 % of the 20 observed 

behaviors were scored as neutral and 5% positive . These results show an 

increase of 38 % in play behavior from the baseline condition and are similar 

to those taken in freeplay during the intervention phase. 

To show playmate interaction, tallies of the number of times that 

Steven interacted with Ellen and Donald during the prompting phase were 

calculated from the Play Observation Scale. Th is included both the time in 

the playgroup and freeplay. Talli es showed an 88 % increase rn Steven's 

interactions with Ellen and an 89% rncrease rn Steven 's interaction with 
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Donald from the baseline condition to the prompting phase. 
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Prompting Data for E ll en 

During the prompting phase, 16 of th e 28 obse rvati ons of Ellen, or 57 % 

were recorded as gro up pl ay , a further 25 % were that of so lita ry play and 

18% non-play, (see Figure 23 ) . In th e affect category, 39% of Ellen's 

behaviors were sco red as pos iti ve and 6 1 % neutral. When comparing these 

data to the intervention phase, these res ults show a decrease of 5 % in non­

play , and a 22 9c increase in gro up play from th e intervention to the 

prompting phase . In the affec t category, there ts a 20% increase in positi ve 

interaction from th e intervention phase to th e prompting phase. 

The data for Ell en taken in freeplay durin g the prompting phase show 

that 4 of the 20 obse rvation s or 20% were non-play behaviors, I 0% so litary , 

20% parallel and 50% group play , (see Figure 24). In the affec t category, 95 % 

of the scores were ra ted neutral and 5% pos it ive. When comparing these 

re sults to the int e rve ntion and baseline conditions , th e majority of the 

behaviors tn eac h condition remained th at of group pl ay with an increase 

from the base lin e co ndition tn no n-pl ay of 23 % and 20% during the 

intervention a nd th e prompting ph ase respectively. Of these non-play 

behaviors, 71 % in the intervention phase and 100% in the pro mpting phase 

were that of tran siti on a t snac k time, whi ch would indi cate th at El le n may 

have been called to snack earlier th an in the base line phase o r had cho sen to 

go to snack earlier than in the baseline phase. 

When comparing Ellen's interaction s with Donald and Steven durin g 

the prompting phase , there is an 84 9c; increase in Ellen's interac ti o ns with 

Steve n (from 3 interact ion s sc o red during th e base lin e obse rva ti o ns to 19 
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interactions during the prompting phase). There 1s al so a shift in the 

percentage of interactions observed among Ellen, Donald and Steven . The 

baseline data show 80% of Ellen 's interactions were with Donald and 20% 

with Steven. This changed to 39 % and 61 % for Donald and Steven 

respectively during the prompting phase . 
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Prompting Data fo r Donald 

In playgroup during the prompting phase , (see Figure 25), 19 of the 28 

observations or 68% of Donald's observed behavior was that of group play, 

4% parallel, and 7% solitary play. The remaining 21 % was that of non play , 

the majority of which was peer conversation. This shows an increase in 

group play behavior of 24 % from the intervention phase. In the affect 

category, almost half, 46 % of Donald's behaviors were rated as positive and 

the remainder neutral. This shows an increase in positive interactions of 

24% from the intervention phase and 39% from the baseline condition . 

In freeplay during the prompting phase, (see Figure 26), 9 of the 20 

observations or 45 % of Donald's observed behavior was that of group play, 

15% parallel, 5 % solitary, and 35 % non-play . Of the non-play behaviors , 

over half were that of transition during snack. In the affect category, 95 % 

of the behaviors were rated as neutral and 5% positive . The slight increase 

in parallel and solitary play in both Donald's and Ellen' s data during the 

intervention and the prompting phases can be explained by an increased 

interest in writing activities , where writing and drawing activities are 

scored as either solitary, parallel or group constructive. In both cases , these 

scores should not be seen as regressive play behavior but rather an 

emerging interest in writing activities . 

Tall ies comparing the number of times that Donald interacted with 

Ellen and Steven, taken from the Play Observation Scale, show that Donald 

went from O interactions with Steven during the baseline observations to 18 

during the prompting phase. When companng the percentage of Donald's 
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interactions between Steven and Ellen, 58% of Donald's interactions were 

with Steven and 42% were with Ellen during the prompting phase. 
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Validation of Prompting Data 

An estimate of observer reliability was calculated by having another 

graduate student view a randomly selected video tape of the playgroup 

during the prompting phase to calculate play level and quality of interaction 

using the same interval observation procedure . 

between my observations of the same session. 

A comparison was made 

Using this procedure, 

agreement was found on I I of the 12 or 92% of the observations coded. 

Summary of Prompting Data 

During the prompting phase , Steven's play behavior re-emerged at 

higher levels than during the intervention phase . Group play increased in 

the playgroup sessions by 27 % and positive affect increased by 39% from the 

intervention. During freeplay Steven's play behavior and positive affect 

score were 2% and 5% higher than the intervention phase respectively . The 

interactions among Steven, Ellen and Donald that took place during the 

intervention phase were also re-established in the prompting phase. Ellen 

and Donald's group play scores increased by 23 % and 24 % and positive affect 

scores by 20% and 24% from the intervention phase . 

Within the design of the present study it is difficult to isolate the 

significance of teacher prompting. Prompting was used during the 

intervention phase to reinforce the playgroup lessons and it 1s not clear 

whether teacher encouragement during the prompting phase triggered and 

re-established the behaviors tau ght earlier or if the prompting had a 
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significant impact of its own. It would seem that prompting does impact the 

children's interactions, particularly given the change in play behavior that 

occurred during the no-lesson-no-prompting phase and throughout the 

study during freeplay where no teacher prompting occurred, however, it is 

unclear whether prompting alone or the combination of the playgroup 

lessons with prompting promoted the change in play behavior found at the 

time of the prompting phase. 

The inclusi on of prompting within the intervention phase seemed 

both a natural part of my role as a teacher and necess ary within the present 

study, to meet the playgroup objective of increasing the positive social 

interaction between Steven and the peer helpers and increasing Steven 's 

play level. To determine the precise re lationship between play behavior and 

the playgroup lessons, or play behavior and prompting , further research 

involving the playgroup lessons with and without prompting would be 

necessary. 

Patterns in Playgroup and Freeplay 

In the following section observations taken during all phases of the 

playgroup wi 11 be compared to observations taken during all phases of 

freeplay with the whole class . These two conditions will be examined to 

determine differences in peer conversation, play levels, the affect category 

and playmate cho ice during the children 's time in the playgroup and their 

time in freeplay. 
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Peer Conversation During the Playgroup and Freeplay 

An interaction between peers was scored as peer conversation when 

the conversation involved a transfer of information between children, or if 

the child being observed was engaged in active listening for the purpose of 

obtaining information or replying to the other child. Communication 

between children would be scored as peer conversation when the children 

were talking about something that happened to them or if they were 

explaining or describing something outside the context of play. It would not 

be scored as peer conversation if the communication involved dialogues 

during role playing in dramatic play or communication for the purposes of 

organizing a play episode. 

Peer conversation occurred more frequently during the playgroup 

sessions than during freeplay with the whole class. For Steven, peer 

conversation occurred on average 7 % more during the playgroup than 

during freeplay with the whole class. For Ellen, peer conversation occurred 

on average 20% more during the playgroup than during the freeplay 

condition. For Donald this average increase was 9% during the playgroup 

compared with the freeplay condition. Thi s may be explained in part by the 

more intimate atmosphere created during the playgro up sessions which may 

have allowed the children to converse more. 
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Play Levels During Playgroup and Freeplay 

To compare the play levels for each child during the playgroup and 

during freeplay, an average percentage of group play was determined over 

the four phases of the study. For Steven , an average increase of 43 % in 

group play occurred during Steven's time in the playgroup compared to 

freeplay, (see Table 1). 

Table 1: Average Percentage of Group Play for Steven 

Playgroup 
Baseline Intervention N-1-n-p * Prompting 
0 % 53 % 50 % 80 % average : 

45.75 % 
Freeplay 
0% 3 % 0 % 10 % average: 

3.25 % 

*N-1-n -p = No- lessons -no -prompting 

As shown in Table 2, an average decrease occurred in group play of 31 % for 

Ellen and an average decrease in group play of 21 % occurred for Donald 

during the playgroup compared with the freeplay condition , (see Table 3) . 

Table 2: Average Percentage of Group Play for Ellen 

Playgroup 
B aseline Intervention N-1 - n-p * Prompting 
4 7 % 35 % 13 % 57 % average: 

38 % 
Freeplay 
88% 61 % 75 % 50 % average: 

68 .5% 

*N-1-n -p = No-less ons-no-prompting 
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Table 3: A verage Percentage of Group Play for Donald 

Playgroup 
Baseline Intervention N-1-n-p* Prompting 
60 % 44 % 46 % 68 % average: 

54 .5% 
Freeplay 
83% 73 % 100% 45% average: 

75 .25% 

*N-1-n-p = No-lesson s-n o-prompting 

For Steven the contrast in group play behavior between the 

playgroup and freeplay was most apparent after the intervention, 

particularly near the end of the s tudy rn the prompting phase. The 

playgroup lessons and prompting within the playgroup allowed Steven to 

interact with Ellen and Donald at higher level s than base line and higher 

levels in general compared with the freeplay observations. It should be 

noted that during the freep lay observations, no prompting or sharing of the 

playgroup objectives took place and that it would have been difficult to 

prompt for interaction during the freeplay period when the chi ldren are 

free to go between activities and may not gather in the same area. The 

playgroup provided Steven with a more focused play environment. The 

smaller group size allowed him to participate at higher levels. This in 

combination with the p laygroup lesso ns and prompting provided a more 

supported play setting. 

For Donald and Ellen, the decreases in group play during their time rn 

the playgroup can also be explained by the atmosphere created within the 

playgroup. The limited number of play partners in the playgroup changed 

the type of play 1n whi ch the children participated. Following the 



133 

intervention, Steven's play often invo lve d si mpl e repe titi ve games with turn 

taking between himse lf and one other child. Thi s limited the other child's 

ability to JOin rn. Thi s type of play, however , created the opportunity for 

Ellen and Dona ld to take turn s playing with Steven a nd created high er play 

level s for Steven but lowered interaction and group play between Ellen and 

Donald . 

Posi tive Affect Scores during Pl aygro up and Freepl ay 

The playgroup se tting was a lso more co nduc ive to positive interaction s 

between th e peers. As shown in Table 4, positive affec t ranged from 5-64% 

during Steven 's time rn playgroup and from 0-5% in freeplay. The range in 

po sitive affect for Ellen durin g playgroup was 0-39 % and 0-6 % durin g 

freeplay (see Table 5). For Donald, this range in positi ve affect was 7-46% 

during playgroup and 0-5 % during freeplay (see Table 6). The opportunity 

for pro- socia l beh av io rs was greater during th e c hildre n' s tim e in th e 

playgroup a nd these beha v iors were e nco uraged through teacher 

prompting . 

Table 4: Pos iti ve Affect Rating for Steven 

Pla yg roup 
Base line 
5 % 
Freeplay 
0 % 

Intervention 
25% 

0 % 

N-1-n-p * 
40 9c 

*N-1-n-p = No-lessons-no-prompting 

Pr om ptin g 
64 9c 

5 % 

5-64 % range 

0-5 % range 



Table 5: Positive Affect Rating for Ellen 

Playgroup 
Baseline 
21 % 
Freeplay 
6 % 

Intervention 
19 % 

0 % 

N-1-n-p * 
0 % 

0 % 

Table 6: Positive Affect Rating for Donald 

Playgroup 
Baseline 
7 % 
Freep lay 
0 % 

Intervention 
22 % 

0 % 

N-1-n-p* 
38 % 

0 % 

*N-1-n-p = No-lessons-no-prompting 

Pr o mpting 
39 % 

5 % 

Prompting 
46 % 

5 % 

Interaction Ratings during Playgroup and Freeplay 

134 

0-39 % range 

0-6 % range 

7-46% range 

0-5 % range 

To determine changes in the interaction between the children during 

their time in the playgroup and their time in freeplay a cumulative tally of 

the number of times each child interacted with each of the other children 

was taken from data collected at each of the interval observations. As shown 

in Table 7, Steven interacted with Donald 33 more times during the playgroup 

than during freeplay and with Ellen 25 more times during the playgroup 

than during freeplay. Ellen interacted with Steven 21 more times during the 

playgroup than during freeplay , and with Donald 7 more times during the 

playgroup than during freeplay , (see Table 8). Donald interacted with 

Steven 33 more times during the playgroup than during freeplay and with 

Ellen 13 more time during the playgroup than during freeplay , (see Table 9) . 
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Table 7 : Cumulative Inte raction Sco res durin g Playgroup and Freepl ay fo r 
Ste v en 

Donald 
Playgroup 
34 interactions 

Freep lay 
I interaction 

Ellen 

25 inte rac tions 

0 int e rac ti o ns 

Table 8: Cumulati ve Inte raction Scores during Play group and Freeplay for 
Ell e n 

Steven 
Playgroup 
25 interacti o ns 

Freeplay 
4 interactio ns 

Donald 

20 inte rac tion s 

13 interactions 

Table 9: Cumulati ve Interaction Sco res during Pl aygroup and Freeplay for 
Don a ld 

Steven 
Playgroup 
33 interaction s 

Freeplay 
0 interactio ns 

Ellen 

27 inte rac tion s 

14 inte rac tion s 
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Summary of Results and Di scussion 

The percentages of positive affect scores and play and non-play 

behavior are summarized per condition below for each child. Steven 's play 

levels per condition, indicate an overall increase in group play behavior 

from the baseline condition to the intervention and the prompting phases. 

The data also shows an overall increase in play level during the playgroup 

compared with the freeplay condition, (see Table I 0). 

Table I 0: Percentage of Play Level s Per Condition for Steven 

Baseline : Pl a ygroup 
Non-play Solitary Parallel Group Affect 
84 % I I % 5 o/c 0 % 5% positive 
Baseline : Freeplay 
Non-play Solitary Parallel Group Affect 
88 % 13 % 0 % 0 % 0 % positive 

Intervention: Playgroup 
Non-play Solitary Parallel Group Affect 
38 % 9 % 0 1k 53 9c 25 % positive 
Intervention: Freeplay 
Non-play Solitary Parallel Group Affect 
52 % 42 % 3 o/c 3 % 0 % positive 

No Lessons No Prompting: Playgroup 
Non-play Solitary Parallel Group Affect 
40% Oo/c 10 % 50 % 40% positive 
No Lessons No Prompting: Freeplay 
Non-play Solitary Parallel Group Affect 
75% 13 % 13 % 0 % 0 % positive 

Prompting: Playgroup 
Non-play Solitary Para I lei Group Affect 
8 % 8 % 4 9c 80 % 64% positive 
Prompting : Free play 
Non-Play Solitary P a rallel Group Affect 
50 % 40% 0 % 10 % 5% positive 
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This increase in group play is most pronounced during Steven 's time 

in the playgroup and during the intervention and prompting phases. 

Positive affect scores are highest for Steven during the playgroup condition 

and in the prompting phase. When looking at patterns during freeplay, a 

decrease 10 non-play behaviors and a corresponding increase in solitary 

play occurs during freeplay in the intervention phase and agarn in the 

prompting phase. Interactions among Steven , Ellen and Donald also were 

found to be more frequent during Steven's time in the playgroup compared 

to the freeplay condition. 

Percentages of play levels per condition for Ellen , (see Table 11), 

indicate an overa ll higher percentage of group play during the freeplay 

condition than during the playgroup. This pattern is similar for Donald, (see 

Table 12). The percentage of positive affect for both Ellen and Donald is 

higher during their time in the playgroup than freeplay . 
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Table 11: Percentage of Play Levels Per Condition for Ellen 

Baseline: Playgroup 
Non-play Solit a ry Parallel Group Affect 
26% 21 % 5 % 47 % 21 % positive 
Baseline: Freeplay 
Non-play Solitary Parallel Group Affect 
0 % 0 % 13 % 88% 6 % positive 

Intervention: Playgroup 
Non-play Solitary Parallel Group Affect 
23 % 32 % 10% 35 % 19% positive 
Intervention: Freeplay 
Non-play Solitary Parallel Group Affect 
23 % 6 % 10% 61 % 0 % positive 

No Lessons No Prompting: Playgroup 
Non-play So litary Parallel Group Affect 
50 % 38 % 0 % 13 % 0 % positive 
No Lessons No Prompting: Freeplay 
Non-play So litary Par a llel Group Affect 
25 % 0 % 0 % 75 % 0 % positive 

Prompting: Playgroup 
Non-play Solitary Parallel Group Affect 
18 % 25 % 0 % 57 % 39% positive 
Prompting: Freeplay 
Non-Play Solitary Parallel Group Affect 
20 % 10 % 20 % 50 % 5% positive 
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Table 12: Percentage of Play Level s Per Condition for Donald 

B aseline: Playgroup 
Non-play Solitary Parallel G roup Affect 
7 % 27 % 7 % 60 % 7 % positive 
B aseline: Freeplay 
Non-play Solitary P ara llel Group Affect 
17 % 0 % 0 % 83 % 0 % positive 

Intervention: Playgroup 
Non-play So litary Parallel Group Affect 
34 % 19 % 3 % 44 % 22% positive 
Intervention: Freeplay 
Non-play Solitary Parallel Group Affect 
13 % 13 % 0 % 73 % 0 % positive 

No Lesson s No Prompting: Playgroup 
Non-play So litary Parall e l Group Affect 
15 % 31 % 8 % 46 % 38% positive 
No Lessons No Prompting : Freeplay 
Non-play Solitary Parall e l Group Affect 
0% 0 % 0 % 100 % 0 % positive 

Prompting: Playg ro up 
Non-play Solitary Parallel Group Affect 
21 % 7 % 4 % 68 % 46% positive 
Prompting: Freeplay 
Non-Play Solitary Par al l e l Group Affect 
35 % 5 % 15 % 45 % 5% positive 

The support ive atmosphere created by the playgroup allowed Steven to 

interact more positively with the other children and at higher levels than 

during freeplay . These interactions were not forthcoming during the 

baseline phase despite the controlled environment of the playgroup where 

(a) group size was limited , (b) no other interruptions occurred in the play 

setting (such as other chi ldren entering or leaving the play room), and (c) 

the children present all demonstrated an interest in one or more of the other 

children. 
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The baseline findings for the children requ1nng extra support were 

consistent with the findings of the Brophy and Stone-Zokowski (1984 ), 

toddler study. Different from the Brophy and Stone-Zokowski study, 

however, the onlooker and solitary play behavior of the children requiring 

extra support in the present study occurred within the controlled 

environment of the playgroup during the base line phase . Findings from the 

present study also supported finding of the Dodge , Schlundt and Delugach 

(1983), who reported that the complexity of the play entry skill acts to 

inhibit play interactions among children. The prese nt study also found that 

Ellen and Donald did not have the necessary skills to invite John or Steven 

into their activities, during the baseline condition, or that they did not 

perceive the helping roles which they had demon strated at other times to be 

warranted during the time in the playgroup . 

Throughout the interventi on phase, a growth in Steven's play 

behavior was evident. This was most apparent during Steven's time in the 

playgroup where increases of 53 % in group play, and 22% in peer 

conversation were recorded . The number of interacti ons that Steven had 

with Ellen and D onald also increased by 86% and 88% from the baseline 

condition. These outcomes were found to be consistent with findings from 

other peer helping studies (Kohler & Fowler, 1985 ; Strain & Odom, 1986) . The 

increases reported in the present st udy , however, occ urred without the use 

of a token reward sys tem . Spillover effects in positive initiations reported by 

Strain, Shores and Timm ( 1977 ) and Strain Shores, and Kerr, ( 1976) were not 

found in the present study . Higher positive affect scores reported during the 

playgroup for all three children did not occ ur during freeplay following the 

playgroup intervention sessions . 
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In the no-lesson-no-prompting phase of the study, the percentage of 

Steven's onlooker behavior grew to 75 % of his non-play behaviors and the 

percentage of peer conversation dropped by 33 %. Observations of Steven 

during freeplay showed a 23 % increase in non-play and a 29 % decrease in 

solitary play behavior compared to the intervention . This change points 

toward the importance of teacher involvement during play time tn 

monitoring and helping promote positive interactions between or among the 

children. These findings indicate the difficulty that children with special 

needs have in entering play. 

Ellen's absence and re-entry into the playgroup during the no-

lesson-no-prompting phase 

during this time indicate 

and consequent changes tn 

the difficulty that children may 

play 

have 

behavior 

sustaining 

peer helping roles during play , following an absence from the playgroup, or 

at times when they may feel ill and in need of support themselves. At such 

times the need for a re-entry strategy into the playgroup and a contingency 

plan for absenteeism should be considered. In addition, the following two 

questions concerning teacher expectations should be considered: (a) Are we 

placing to o much pressure on children to support the play of others, 

particularly at times when they may need support and encouragement 

themselves ? and (b) Is it appropriate to expect peer helpers to sustain 

helping ro les during their play 

monitor the feelings of the 

time? The development of techniques to 

peer helpers concerning their roles and 

responsibilities may aid teachers and researchers in as sessing the impact of 

the peer helping role on the peer helpers. In addition , a set of indicators to 

monitor the impacts , both positi ve and negative, of the peer helping roles 

may be valuable to assess the impact of such interventions . 
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Finding s during the prompting phase indicated th a t Steven 's play 

behavior re-emerged at higher leve ls than the intervention phase. The 

interactions among Steve n, Ellen and Don ald were also re-established in the 

prompting phase . Ellen and Donald 's group pl ay sco res increased by 23 and 

24% and positive affect scores by 20 and 24% from the intervention phase. 

The causal variable respon s ible for increases in play levels and 

interaction during th e intervention and prompting phases was not isolated 

in the present s tudy . However, significant increases were found tn the play 

behavior and interaction during both the intervention phase and prompting 

phases and a corresponding decrease was found during the baseline, the no­

lesson-no-prompting phase, and in freeplay throughout the study in the 

absence of prompting and lesson s. 
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The prese nt s tudy began by pos in g the ge ne ral que s tion : How can 

teachers in integrated early childhood sett ings promote inclu s ion ? In 

Chapter one , thi s qu es tion was examined in the context of the traditional 

curriculum orientations of Early Childhoo d Educators and Early Childhood 

Special Educato rs look in g at differenc es between the two disciplines in child­

directed and teacher- directed approaches, ex trinsic and intrin s ic motivators , 

and whole group an d individuali zed programming. The peer interac tion of 

children in integrate d early childhood se ttings was also examined, citing 

studies which indi cated the need to both assess the soc ial competencies of 

children within integrated ear ly c hil d h ood se ttin gs a nd actively plan 

s trategies to promote soc ial interact io ns. 

The purpose of the present s tud y has been to assess o ne method of peer 

training, adapted for practical use in a n early childhood setting and designed 

to promote soc ia l interac tion s betwee n a c hild with spec ial needs and two 

peer helpers . Thi s co nc ludin g c ha pter will summariz e th e literature 

reviewed , the meth o d o logy u sed , and the re sult s and di sc u ss ion s of th e 

present stud y. Thi s will be followed by a di sc uss ion of the conclusions in 

answer to the three research que sti o ns posed in Chapter 3, the limitations of 

the present study, and the implication s of thi s research for future study . 
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Summary 

Literature Reviewed 

The literature reviewed was organized into the four areas of (a) peer 

relationships, (b) play, (c) play characteristics of children with special 

needs, and (d) methods of enhancing play and social development. In the 

area of peer relationships, studies were cited which pointed out the 

importance of establishing reciprocal relationships between peers. Social 

competency was also examined including the skills required by a child to 

enter into communication, comply with a request, resolve conflicts during 

play, gain entry into peer groups and maintain play for a sustained period of 

time. 

In the area of play, the interpretation of play behaviors was examined 

m the context of child development , citing the work of Jean Piaget ( 1962), 

and Mildred Parten ( 1932). Stages of play behavior, were also examined in 

more recent studies by Rubin and Watson (1978) and Rubin (1982) . Rubin 

( 1982), combined Parten's play categories with Piaget's developmental 

descriptors to assess play behavior and to create a more comprehensive play 

observation scale . Rubin found that the least mature forms of play and those 

most predictive of "at risk" behavior were those of solitary functional and 

solitary dramatic 

influence play. 

play . The classroom 

Following this, the play 

environment was also found to 

characteristics of children with 

special needs were examined to provide a greater understanding of how a 

child's challenging condition may influence his/her ability to interact m 
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peer play . 

Three meth ods used to enhance play and social development of 

children with spec ial needs were also reviewed . These methods included , (a) 

play training, (b) scr ipt training, and (c) peer training. Play training 

methods, where adults model play for children with special needs, were seen 

as beneficial to orient a child with spec ial needs to a play setting , but failed 

to teach skill development to enhance peer interaction. Studies using script 

training, where simple scri pts were taught to small groups of children for 

role enactment were also reviewed. These studies cited improvements tn 

sociodramatic play during free play fol low ing the intervention but only 

when the children were prompted to stay tn their roles . Researchers also 

noted a "fatigue" factor on the part of the participants who complained of 

having to "play thi s again". The third method reviewed was that of peer 

training , where a series of skills are tau ght to typically developing peers to 

increase social initi atio ns toward chi ldre n with spec ial needs. In these 

studies, initiation s between children were usu a lly reinforced by a token 

reward system and training sessions were conducted on a one-to-one basis 

targeting the peer confederate and not the child with special needs. 

Procedures in the Present Study 

To promote greater use of peer training method s, an adapted peer 

training desig n was tested under normal teaching conditions in an early 

childhood centre servi ng children from 4 to 6 years old. The peer training 

method was adapted by (a) teachin g both the peer helpers and the child with 

special needs si multaneously , (b ) conducting the lessons in the block room 
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where the c hildren wo uld be playing fo ll owi ng th e lesso n s a nd , (c) 

eliminating ex trins ic reward s. 

que s tions: 

Thi s was do ne to answe r th e foll ow in g three 

1. Are the interacti on patterns of the children c han ged following the peer 

training inte rve ntion as meas ured by the frequency of contact among the 

children? 

2. Are the play leve ls of the children in the playgroup changed by the peer 

tra ining inte rve ntion as measured by changes in play behavior? 

3. Did the effects of the peer training playgro up generalize to other free 

play sessions in th e presence of o th er c hildre n in a n integra ted earl y 

childhood se tting ? 

The s tud y began with a pil ot stud y, co ndu c ted to tes t the procedural 

and organiza tional aspects of th e present s tud y. From the pilot s tudy , 

methods for eas in g the tran sition from out s ide playtime to inside pla ytime 

were worked out , as were observational meth od s and video taping of the play 

sessions. A s ingle subject researc h design was used in the prese nt study 

where the participants serv ed as their ow n control s. Thi s was don e by 

comparing obse rvati o ns before and after the interve nti on . Data were also 

collected durin g a third stage when there were no lessons and no prompting, 

and a fourth stage w he n promptin g was re-introduced . 

A play observation scale designed by Rubin ( 1989) was chosen to 

frame the observations and pro vide informati o n o n eac h c hild' s pl ay le ve l, 
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interaction pattern, and type of affect at the time of each observation . The 

scale was selected becau se of its ability to categorize a wide variety of play 

and non-play behaviors typically found tn an earl y childhood setting. The 

observation scale had also been used in other s imilar studies (e .g . Guralnick 

& Groom, 1987; Guralnick & Weinhouse, 1984) to assess the play behavior of 

special need s children 111 integ rated settings . Throughout the study, 

observations were taken both during the children 's time in the playgroup 

and during freeplay with the whole class . This provided data in eight 

possible conditions for each of the three children who completed the study . 

Results and Discu ssion 

The results and discussion will be summarized for each of the 

following conditions, (a) baseline , (b) intervention , (c) no-lessons-no-

prompting, (d) prompting , and (e) playgroup and freeplay. 

Baseline data. It was found during the baseline data collection , that 

both John and Steven were engaged primarily in non-play and solitary play. 

During the 

behaviors. 

baseline observation s neither child displayed 

Of the non-play behaviors, both children 

any group play 

exhibited higher 

percentages of onlooker behavior during the playgroup than during 

freeplay w ith the whole class. Thi s was found to be consistent with other 

studies which reported that toddlers with special needs were more inclined to 

engage in solitary and parallel play and spent more time looking at and 

listening to the other children th a n did non-special need s toddlers (Brophy 

& Stone-Zokowski, 1984 ). Differe nt from the findings in the toddler study, 

however, the present s tudy noted th ese onlooker and so litary play behaviors 



14 8 

occurred in a co nt ro ll e d e nvironme nt w here (a) g roup size was limite d , (b ) 

no other inte rrupti ons in th e play se tting occ urre d (s uc h as oth e r childre n 

e ntering o r leav in g th e roo m ), and (c) th e c hildre n in th e pl ayg roup a ll 

demonstrated a n inte res t in o ne or mo re of the o th e r childre n . The hi g he r 

pe rcentage o f o nl ooke r be hav io r in th e p laygroup indi cated a n inte res t o n 

the part o f Jo hn and Steve n in the pl ay of the other c hi ldre n, but po inted o ut 

the difficulty of e nte rin g into play e ve n unde r controll ed co nditions . It al so 

pointed out th a t E lle n a nd Do nald did not have the necessary skill s to in v ite 

John or Steve n into the ir ac ti viti es , o r th a t they m ay not have pe rce iv ed the 

h e lpin g roles th a t th ey had de mo nst ra ted a t o th e r times to be warrante d 

during play. 

Interve nti o n d a ta. During the inte rventi o n phase, it was found that a 

g rowth in Steve n 's p lay be havior occ urred . Thi s in c rease in pl ay be ha vior 

was greatest durin g S teven's time in th e pl aygroup w here increases of 5 3 % 

in group pl ay a nd 11 % in peer co nversatio n were re po rte d . During freepl ay, 

Steven's pl ay be ha vi o r a lso increased by 29 % in so lita ry pl ay and 3% each in 

parallel and g roup pl a y. Following th e inte rv ention , a n 8 6 % and 88 % 

increase al so occ urre d in Steve n 's int e rac ti o n w ith E ll e n a nd Donald 

r es pecti ve l y . 

These outcomes were found to be co ns istent w ith findin gs re porte d in 

other peer he lpin g s tudie s (Kohl er & Fow le r , 1985 ; Stra in & Odo m, 198 6 ). 

Different from th ese o th e r s tudi es, h oweve r , th e in c reases re po rted in the 

present study occ urred w ithout the use of a to ke n re wa rd sys te m . Report s of 

spillover effec ts in pos iti ve initi ati o ns repo rte d by Strain , S ho res a nd Timm 

(l 977 ) and Stra in, Sho res , and Kerr. ( 1976 ) were not suppo rted in th e present 



149 

study. Although some increases in Steven 's play level were maintained 

between the playgroup condition and freeplay. it was found that the higher 

positive affect scores reported during the playgroup for all three children 

did not "spillover" to freeplay time . 

No-lessons-no-prompting Data . The intent of the No-lesson-no-

prompting phase of the study was to establish a new baseline of play levels 

and play interactions prior to the prompting phase . This phase of the 

research was shortened, however, when it was found that Ellen was unable to 

sustain supportive peer interactions following an 

playgroup. Without being able to encourage play 

prompting, many of the opportunities to stimulate 

behavior among the children were lost. 

absence from the 

interactions through 

more positive play 

During this phase of the playgroup sessions , Steven's onlooker 

behavior increased by 17% and peer conversation decreased by 12% from the 

intervention phase. Steven's non-play behavior also increased during 

freeplay by 23 % from the intervention phase . This change in Steven's 

observed behavior from the intervention phase indicates the importance of 

teacher involvement during play time in monitoring play behavior and 

helping to promote positive interactions among the children. It again points 

out the difficulty of play entry for children with special needs. 

Half of Ellen 's observed behavior during the playgroup sessions of the 

No-lesson-no-prompting phase , was that of non-play and none of the 

interactions recorded were positive. This lack of positive interaction was not 

consistent with any other phase of the study and serves as a reminder of the 

difficulty of sustaining positive interactions when feeling ill, or re-

adjusting to a situation . From this. two questions were raised regarding 
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teacher expectations of peer helpers: Are we p lacing too much press ure on 

children to support the play of others, particularly at times when th ey may 

need support and encouragement themselves? and Is it appropriate to expect 

peer helpers to sustain helping roles during their play time? 

Alth ough a contingency plan for re-entry into the playgroup 

following absence was not developed prior to th e present study , and the issue 

of absenteeism did not arise in the pilot study, a re-entry strategy was 

suggested 10 the present s tudy given the play behavior following Ellen's 

absence. Such a strategy may include: (a) providing the opportunity for the 

children to play informally 10 the playgroup to get re-acquainted, and (b) 

providing a review of the playgroup objectives and the lessons once the 

formal playgroup had re sumed. 

Prompting. During the prompting phase, po s iti ve peer interaction s 

resumed. Steven's play behavior re-emerged at higher levels than during 

the intervention phase. Hi s group play increased by 27% and positive affect 

increased by 39% from the intervention . Ellen and Donald's group play 

scores also increased by 22% and 24% respectively and their positive affect 

scores by 20% and 24 % from the intervention phase. 

Patterns in Playgroup and Freeplay . Peer conversation, play levels, 

the affect category and playmate choice were examined during playgroup 

sessions and compared with freeplay throughout the study . It was found that 

peer conversation was higher during the playgroup sess ion s, by 20% for 

Ellen, 9 % for Dona ld and 7 % for Steven. During the playgroup sessions, 

Steven's group pl ay behavior 

play behavior durin g freeplay. 

play environment for Steven 

was on average 43 % higher than his group 

The playgroup was seen as a more focused 

than freeplay with the whole class . In 
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combination with the le ss ons and prompting, the smaller group size allowed 

him to play at higher play levels . 

For Ellen and Donald , the smaller group size of the playgroup limited 

their selection of play partners and changed the type of play that the 

children engaged in. The type of play that Steven was able to engage in 

often involved simple repetitive games involving one or the other child . 

This created much higher play levels for Steven, but lowered interaction and 

group play between Ellen and Donald once the intervention took place . 

The playgroup setting was also seen as more conducive to positive 

interactions between peers than freeplay with the whole class . A range of 5-

64 % of Steven's interactions during the playgroup were scored as positive 

compared with a range of 0-5 % during freeplay . Ellen's positive affect range 

was between 0-39 % during playgroup and between 0-6 % during freeplay. 

For Donald this range was 7-46 % during pl aygroup a nd 0-5 % during 

freeplay. 

During the playgroup session s, higher levels of interaction among the 

peers were also reported. Steven interacted with Donald 33 more times, and 

with Ellen 25 more times in the playgroup sessions than freeplay . Ellen 

interacted with Steven 21 more times, and with Donald 7 more times, and 

Donald interacted with Steven 33 more times, and with Ellen 13 more times in 

the playgroup than during freeplay. 
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Conclusions 

In this section , the conclusions will be placed in the context of the 

three research questions that the present study sought to answer. This will 

then be followed by conclusions concerning (a) the role of the teachers in 

supporting peer interactions and, (b) the role of the peer helpers. 

I. Are the interaction patterns of the children changed following the peer 

training intervention as measured by the frequency of contact among the 

children? 

The present study did find that the interact ion patterns of the 

children participating in the study were changed following the peer 

training intervention. The frequency of contact between Steven and Ellen, 

and Steven and Donald increased dramatically from the time of the baseline 

observations. Increases in the interaction patterns among the children also 

occurred during the prompting stage near the end of the study where all 

three children were engaging in group play. Inversely, the interaction 

between Ellen and Donald decreased during the peer training intervention 

as they engaged in more turn taking games involving Steven. 

2. Are the play levels of the children in the playgroup changed by the peer 

training intervention as measured by changes in play behavior? 

Increases 1n Steven's play le vels occurred following the peer training 
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intervention. Prior to the peer training , Steven 's behaviors were primarily 

non-play and solitary play . Following the intervention Steven's play levels 

increased to include group play during the playgroup and some solitary play 

during freeplay following the playgroup ses s ions. These increases occurred 

during the intervention and prompting phases. For Ellen and Donald , play 

patterns during their time in the play group became more diverse, although 

this was not seen as regressive play behavior but as an increase in their 

ability to adapt to different play situations. 

3 . Did the effects of the peer training playgroup generalize to other free 

play sessions in the presence of other children in an integrated early 

childhood setting? 

The presen t s tudy did not find a generalized effect in positive 

initiations following the peer training playgroup . The higher levels of peer 

interaction and positive affect reported among the children during the 

playgroup was limited to the playgroup sessions and did not carry over to the 

freeplay period to any extent. Slight increases were reported however, in 

Steven's play level during freeplay following the peer training 

intervention. 

behavior. 

During this time, Steven showed an increase in solitary play 
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The Role of the Teac he r in Supporting Pee r Interacti o ns 

The impo rt ance o f teache r s uppo rt to promote th e inclu s ion o f 

children wi th spec ia l need s was ide ntifi ed ea rl y in th e stud y. It was found 

that prior t o the pee r t ra inin g int e r ve nti o n , eve n wh e n plac e d in a 

controlled play e nv iro nm e nt , a limited numbe r of inte rac tion s too k place. 

Higher leve ls o f o nl o oker be havi o r for bo th children with special needs 

during the base line d a ta collection a nd again fo r Steve n durin g the no­

lesson-no-prompting p hase s ig na led a n inte res t on th e pa rt o f th e children 

with spec ial need s in the pl ay acti viti es of th e o th e r childre n , but indi cated 

the presence of skill barri e rs to pl ay e ntry. 

Although limited interacti ons too k pl ace between th e c hildre n with 

s pec ia l need s a nd th e pee r he lpe rs in th e pl ayg roup prtor to th e 

intervention , it was fo und th at th e co nt ro ll ed en viro nm ent of th e playg roup 

did create a n e ffe c ti ve atmo sph e re fo r soc ia l skill s ins tru ction and teac her 

prompting . The sm a ll group s ize c reated a qui e ter a tm os phere where 

activity leve ls were lower and there we re less audio and vi sual distractions. 

The select ion of pee r he lpers with age a ppropri a te soci a l s kill s who had 

shown an interes t in the child w ith speci a l need s a lso co ntributed to th e 

success of th e interve nti o n by prov iding pos iti ve peer mode ls who were abl e 

to support a ran ge of pl ay acti viti es a nd sub ord inate their own play inte res ts 

to the interests o f o th e rs. As we ll , by havin g th e pl ayg roup less ons take 

place in th e famili a r conte xt o f the bl oc kroo m , tran s iti ons we re minimized . 

The qui e te r a tm os phere of the pl ayg roup a lso mad e it poss ibl e to 

pro vide sugg e s ti ons to th e child ren w hi ch he lped prom ote in c lu s ion . B y 



155 

following the play interactions within the playgroup , opportune moments 

could be selected to provide suggestions which helped the children engage 

in play or sustain play episodes for longer peri od s of time. This included 

such things as sharing an object, getting one child to show another child a 

toy, or suggesting ways of including a child in a game. This type of guidance 

through prompting can occur incidentally throughout the day when 

children are interacting during freeplay, but it does not usually take place as 

comprehensively . 

The Role of the Peer Helpers 

The problem of re-entry following absence from the playgroup was 

identified during the No-lesson-no-prompting phase . A re-entry strategy 

was suggested to ease children back into the playgroup should absenteeism 

occur. This strategy included allowing the children to play together 

informally to get re-acquainted, followed by a review of the playgroup 

objective and previous lesson(s) once the formal playgroup had resumed. 

During such times, and throughout the playgroup sessions, it is also essential 

that teachers monitor each child 's level of interest in the playgroup and 

watch for the signs of "fatigue" reported in other studies . This should be 

done to ensure that the peer helping role does not interfere with the 

children's own play time but compliments it. If teachers are sensitive to the 

needs of the peer helpers, they can avoid placing unnecessary pressure on 

children to support the play of others when they may need support and 

encouragement themselves . As well , by allowing the peer helpers free 

choice in play activities following the pl aygroup sessions, as was done in the 
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present study, the peer helpers are able to pursue their own play interests. 

Limitations of the Present Study 

The present study was limited in its ability to (a) measure the specific 

impact of the prompting phase, (b) determine longitudinal effects of the 

peer training intervention, (c) limited by the specific characteristics of the 

children in the group and by the skill instructi on used, and (d) limited by 

the unequal length of the no-lesson-no-prompting phase of the study. 

Prompting was included within the design of the present study during 

both the intervention phase where skill instruction was introduced and 

separately 1n a prompting phase. Prompting was included rn the skill 

instruction phase to reinforce skill objectives and normalize the 

intervention, but has made it difficult to determine whether teacher 

encouragement during the prompting phase triggered and re-established 

the behaviors taught earlier or if prompting had a significant impact of its 

own. 

Within the design of the present study, it is not possible to measure the 

long term effects of the play training intervention on interaction patterns, 

play levels or positive affect. At this time, ten weeks after the completion of 

the study, Steven does seem to be more engaged rn play activities at the 

centre and seeks out other children more readily, but no formal assessment 

of play level or interaction patterns have been done with him or the other 

two children. 

As well, it should be noted that given the specific characteristics of 

the children rn the study and the skill instruction used , the results of the 
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present study will be limited to the children in this group and may not 

generalize to other children with special needs or other peer helpers. 

The study was also limited by the differences in the lengths of the four 

phases of the study. The shorter length of the no-lesson-no-prompting 

phase relative to the other phases of the study limits the internal validity of 

the study. 

Implications for Future Research 

In this fina l section, the implications of this study for future research 

will be investigated in the areas of (a) prompting, (b ) longitudinal studies, 

(c) the assessment of peer training on peer trainers , (d) increasing the 

number of children in the study, (e) using a wider variety of participants 

requiring extra support, and (f) using different teachers to conduct the 

intervention. 

In the present study prompting did seem to impact the children's 

interactions, particularly given the drop m interaction during the no­

lesson-no-prompting phase and throughout the s tudy during freeplay where 

no teacher prompting occurred. To determine the precise relationship 

between play behavior and the playgroup les so ns, or play behavior and 

prompting, further research involving the playgroup lessons with and 

without prompting would be necessary m order to isolate the prompting 

variable. 

In addition, the longitudinal impact of the present peer training study 

has not been measured . Further research where the effects of peer training 

interventions are measured after a several months would be beneficial to our 



158 

understanding of the impact of such interventions on the ongoing play 

interactions of children with special needs and the peer helpers. To do this 

the playgroup could be re-established to determine a baseline of play 

interactions and play levels after a sustained period of time . Following this, a 

maintenance intervention to review the soc ial skills lessons may be added to 

maintain the skill levels of the children. 

The question of the impact of the peer training intervention on the 

attitudes of the pee r helpers would also be of interest for future research . 

Measures of the children's attitudes towards the playgroup and their role as 

peer helpers would help determine how peer training playgroups impact on 

peer helpers . This could be done by combining qualitative studies using 

interviewing techniques to determine any change in affect on the part of 

the peer helpers following the peer training intervention . 

Other studies using a slightly larger group of children would also be of 

interest to future re search to te s t the effects of the peer training 

intervention in playgroups with from four to six children . This would 

extend the peer training lessons to other children and provide other models 

who could support play and social interaction. 

Replications of the peer training intervention would also be of 

interest to test the effects of a peer training intervention with children who 

had different types of special needs and were playing at different levels . 

This may include groups of toddlers, or groups of three and four year olds. 

This may also include using participants, for example, who have hearing 

impairments and language delay , or visual impairments . Further study may 

also include testing the peer training intervention on children of different 

gender to determine if the effects of the intervention were consistent across 
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gender lines . Studies using other teachers, to conduct the peer training 

intervention would al so be of interest to assess the impact that the teacher 

has on the delivery of the intervention . 

This study began by asking the general question of: How can teachers 

improve the social skills of young children within mainstreamed early 

childhood settings to promote inclusion ? From this study, it has been 

determined that one way that teachers may achieve this 1s by directly 

teaching social skills to child(ren) with special needs and peer helpers. This 

can be done to promote inclusion by providing the children with a greater 

understanding of how to play together. 
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Dear Parent : 

I am a graduate student in the Faculty of Education at the University of 
Victoria. I am interested in conducting a study on play and social skills . The 
study will involve organizing a pl aygroup des igned to increase the quality of 
play between children in a playgroup. The playgroup sessions will be 
conducted daily from approximately 9:30 until I 0:00 am for six weeks 
beginning in October. During the playgroup sessions I will teach social 
skills to the child ren such as establishing eye contact, using a friend's name 
to get attention, and sharing . 

The study involves video taping th e playgroup sessions and 
conducting observations of the children for approximately 20 minutes 
during free play with the whole class . Pseudonym s will be used in all 
written documentation and oral discussion of the study so that the children 
cannot be identified . Confidentialit y will also be ensured by destroying all 
video tapes upon completion of the study . During the study , the video tapes 
will be stored in a locked file cabinet and will only be viewed by myself, one 
other graduate student and the four members of my graduate committee. 

Your child's participation in the study will have no effect upon 
his/her evaluation in the kindergarten program. Participation in the study 
is voluntary and your child may withdraw from the study at any time . 

I would appreciate rece1v1ng your perm1ss1on to let your child 
participate in the study . If you are willing to do so, please complete the 
attached consent form and return it as soon as possible . If you have any 
further questions about th e study or your child 's participation in the study I 
can be reached at 721-7766. 

Thank you for your c ooperation. 

Sincerely, 

Margaret M acDonald 
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!, ___________________________________ _ 

parent/guardian of Date of 

Bi rth _______ am willing to have this child participate tn the 

study of Margaret MacDonald, graduate student in the Faculty of Education at 

the University of Victoria. I have read the attached letter and understand 

that the study involves teaching social skills in a playgroup designed to 

increase the quality of play between the children in the study. I understand 

that the study involves video taping of playgroup sessions and observations 

of social interactions . I also understand that pseudonyms will be used in all 

written documentation and oral discussion of the study so that the children 

cannot be identified , and that the video tapes will be destroyed upon 

completion of the study. 

Signature ________________ _ 

Date _______________ _ 
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Example of Peer Training Lesso ns: 

Lesson I: Establi shing Eye Contac t 

L ess on Obj ec ti ve: T o teach the c hildren to use the ir pee r partne r's name a nd 
tou ch the ir pee r partne r on th e arm to ge t the ir atte nti o n be fore ta lkin g to 
th e m . 

Introducti o n : 
The c hildren w ill co m e into th e bl oc k / h o u se keepin g ro o m fr o m 

outside pl ay time. To es tabli sh co ntact be twee n th e pee r partners, o ne child 
from each dyad will be as ked to invite the ir pa rtner in . This procedure has 
bee n used successfull y a t o th e r times in th e Centre to in vite othe r childre n 
into a play C entre o r to the snac k ta ble . Once the ch ildre n are in s ide the 
block/hou sekeeping roo m a seatin g patte rn will be es tabli shed to e nco urage 
proximity be twee n th e pee r partn e rs. Thi s pa tt e rn w ill be m aintained 
throughout th e trainin g sess ion s to s tructure th e routine. 

The p layg roup obj ec ti ve will the n be shared as foll ows : I will te ll the 
children th a t th ey w ill be le arnin g how to play with their partn e r b y 
getting their partn er to loo k a t th e m when th ey a re ta lkin g. 

I will the n ac t out the skill us ing a puppet to mode l e stabli shin g e ye 
contact, and tapping the puppe t on th e arm to ge t a ttenti o n. I will do thi s 
seve ral tim es w he re th e puppet does not res po nd to my attempt s but whe re I 
persist in try in g to ge t th e puppe t's atte nti o n so th at th e children can see 
that their atte mpts may not al ways be success ful. 

I w ill th e n de mo nstrate and mode l th e same procedure on eac h of th e 
children. With each c hild thi s w ill be do ne until I have bee n success ful in 
getting the childre n to loo k at me. 

Following this, th e childre n will be as ked to prac ti se this sam e skill 
with their pa rtn e r u s in g th e same me thod . During th ese practice sess ions , I 
will shape a pproxim ati ons of th e s kill by p ra is in g a tte mpt s that a re accurate 
and correct th ose attempts which are not. Shapin g th e skill may a lso include 
h a nd over h and guid a nce to de mons trat e appropriate ac tion s, a nd verb a l 
prompting to re mind the children o f what the y should say. 

Once the childre n are de mo nstrat ing profi c iency in th e s kill , that is 
th ey are a bl e t o s uccess full y ge t eye co nt ac t w ith th e ir p a rtn e r 
approximately 80 % o f the time, the children w ill be to ld that the y are read y 
to play toge th e r in the play C e ntre a nd ca n u se th e ir ne w skill wh e n they 
wa nt to talk to their fri end . During thi s tim e, I w ill co ntinue to e nco urage 
th e use of the skill b y promptin g th e children to u se it with th e ir pee r 
p a rtner. 
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Lesson 2: Establishing A Joint Focus of Attention 

Lesson Objective : To teach the children to inv ite others to play by showing 
them a toy or inviting them to participate m an activity 

Introduction : 
The children will come into the 

outside playtime and invite their partner in 

block/housekeeping room 
as described in lesson 1. 

from 

The playgroup objective will then be shared as follows: I will tell the 
children that they will be learning how to play with their partner by 
showing them something that they might like to play with and inviting them 
to join in. 

I will then model the skill by acting out the joint focus of attention 
and the invitation to play using the blocks as a play prop. The actions and 
dialogue may be as follows: Walk over and touch one of the children on the 
arm or tap their shoulder and say their name to establish contact, "Susan" 
Once the child is looking at me I will then ask, "Would you like to come and 
build a house with me?" Then I will elaborate on where I'm playing and what 
materials I am working with, 'Tm building with the blocks over here" 
pointing or leading the child to the area where I am bu ilding. If the child I 
am modeling this skill with uses facilitative communication I will use basic 
sign language at the same time that I am speaking throughout this lesson 
and other lessons. 

I will then play with the blocks and the child I have invited for a few 
minutes before repeating the exercise with another child. I will then ask 
one of the children to start the game again and invite their partner to JOtn 

them . This will later be repeated with the other child so that both children 
have had the chance to practice inviting their partner to play with them and 
have shown thei r partner where they are playing and what they are 
playing with. 

During this practice session, I will shape approximations of the skill 
by praising attempts that are accurate and correc t those attempts which are 
not. Shaping the skill may also include hand over hand guidance to 
demonstrate appropriate actions and verbal prompting to remind the 
children of what they should say. 

Once the children are demonstrating proficiency in the skill, that is 
they are able to successfully get eye contact with their partner 
approximately 80% of the time, the children will be told that they are ready 
to play together in the play Centre and can use their new skill when they 
want to talk to their friend . During th is time, I will continue to encourage 
the use of the skill by prompting the children to u se it with their peer 
partner. 
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Lesson 3: Descri bing One's Own Play and the Play of Others 

Lesson Objective : To teach the children to share their play ideas by telling 
their partner what they are doing and commenting on their partner's play. 

Introduction: 
The children will come into the block/housekeeping room from 

outside playtime as described in lesson I . Once the children are inside I will 
share the playgroup objective as follows: I will tell the children that they 
will be learning how to play together by telling their partner what they are 
doing during a game and also talking about what their partner is doing . 

I will then act out the skill using one of the children as a play partner. 
I will begin as in lesson 2 by going over to the child and touching them on 
the arm or tapping them on the shoulder and using their name. Once I hav e 
established eye contact I will invite them to play with the dolls in the crib in 
the housekeeping area and show the child where I am playing by pointing 
or leading him/her over to the area. I will then tell the child that I am 
dressing the dolls and that I have put on the baby 's hat and sweater and that 
I am going to put on her pants now. If the child has not already joined in, I 
will invite them again to change one of the dolls and then begin to comment 
on what they are doing. For example, I may say, "Oh you are going to put a 
hat on your baby". This can also be elaborated by saying "Oh you are going 
to put the blue hat on your baby" etc. I will then comment on any other 
actions that the child is doing with the doll by taking the child's lead. These 
comments will be interspersed with a commentary on my own actions so that 
the play can develop between us. 

I will then prompt the child to tell me what he/she is doing by asking 
"What are you doing now?" and later prompt the child to comment on what I 
am doing by asking them to "Guess what I'm doing ". I will then repeat the 
exercise with the other child and again model commenting on my own 
actions and the ac tions of the child and later prompt the commentary by 
asking questions about what they are doing and asking them to guess what I 
am doing . 

Following this, the children will be asked to practi se this same skill 
with their partner using the same method. During these practice sessions, I 
will shape approximations of the skill by praising attempts that are accurate 
and correct those attempts which are not. Shaping the skill may also include 
hand over hand guidance to demonstrate appropriate actions, and verbal 
prompting to remind the children of what they should say. 

Once the children are demonstrating proficiency in the skill, that is 
they are able to successfully get eye contact with their partner 
approximately 80% of the time , the children will be told that they are ready 
to play together in the play Centre and can use their new skill when they 
want to talk to their friend. During this time, I will continue to encourage 
the use of the skill by prompting the children to use it with their peer 
partner. 



176 

Lesson 4 : Prompting Reques ts Throu gh a Se ri es of Steps 

L e s son Obj ective: To teach the children to invite other children to pl ay by 
offe ring their pee r pa rtne r a cho ice o f play ac ti v iti es 

Intr o ducti o n : 
The c hildren w ill c ome into th e bl oc k/hou sekeeping room from 

outside playtime as desc ribed in lesso n I . The pl ayg roup objective will then 
be sha red as fo ll o ws: I will te ll th e c hildre n that they w ill be learning how 
to in vite anothe r ch ild to pl ay with th e m by offerin g them a c hoice o f games 
to play toge ther. 

I will the n act out the s kill usin g one of the childre n as a play pa rtne r. 
Thi s will be d one by beg inning with the sa me procedure desc ribed in lesso n 
2, es ta blishing co ntac t by touc hin g th e c hild on th e arm or ta pping th e m on 
the shoulder a nd us in g th e ir nam e. Once eye co ntact has been e stabli shed I 
will tell th e c hil d w ha t game I a m pl ay in g a nd where I am pl ay in g, for 
example, "I am playing with the do ll s in the hou sekeeping area, do you want 
to play with th e new born baby or the little g irl do ll ?" I w ill then show the 
child e ach d o ll and aga in re fe r to eac h d o ll a nd res ta te th e qu es ti on b y 
ho lding up eac h doll and say in g "Thi s is th e ne wborn d oll a nd thi s is th e girl 
doll , which would you like to play with ?" 

Once the child has responded and chosen which doll they would like to 
pl ay with I w ill the n show th e child wh e re I am pl ay in g and point o r lead 
the m to the h ousekeepin g area . During our pl ay tim e with th e doll s I will 
re inforce th e c o mm e nt a ry s kill s th a t we re introduced in le sso n 3 b y 
commenting on what I a m doin g with the doll a nd wha t the child is doing 
with hi s/her d o ll. At thi s time I will a ls o prompt th e c hild to comme nt on 
wh at they a re d o in g by as kin g th e m to te ll me w ha t th ey are d o in g and 
prompt them to ta lk about what I a m do ing by ask in g the m to guess what I am 
doing . The exe rcise will the n be re peated with th e other child followin g th e 
same proce dure. 

Follow in g this, th e childre n w ill be as ked to prac ti se thi s same skill 
with th e ir pa rtn e r u s in g th e sam e me th od. Durin g th ese prac ti ce sess ions, I 
will shape approxima ti o ns of th e skill by pra is in g atte mpt s that a re acc urate 
and correct those attempts which a re not. Shapin g th e skill may al so include 
hand over ha nd guid a nce to de mo ns t ra te a ppro priate ac tion s, and ve rbal 
prompting to re mind th e childre n o f what th ey should say. 

Once th e childre n a re de monstrat ing pro fic ie ncy in th e skill , th at is 
they are a bl e to s ucc e ss fully ge t ey e co ntact with their partner 
approximatel y 80 % o f the time, the c hildren will be to ld th at they a re re ad y 
to play toge the r in th e pl ay C e ntre and ca n use the ir ne w s kill whe n th ey 
wa nt to talk to the ir fri end. Durin g th is time, I w ill continu e to e nco urage 
the use of th e skill by prompting th e children to u se it with their pee r 
partner. 
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Lesson 5: Res ponding to the Speech of Others 

Lesson Obj ec ti ve: T o teac h th e c hild re n to li s te n to the ir pee r partner 's 
requests or co mm e nt s a nd restate th e requests to clarify inte nt or ask 
questions to clarify mea nin g . 

Introduction: 
The c hildren w ill come into th e bl ock/ho usekee ping room from 

outside playtime as described in Lesso n I . Th e playgroup o bj ective will then 
be shared as follows: I will tell the children that we will be practicing how to 
ask our partner what th ey mean if we don't understand what they are 
sa ying . 

I wi ll the n act o ut the skill us in g one of the children as a play partner. 
I will begin as in lesso n I by es tabli shin g contact with th e child tapping 
them on th e sh o uld er o r touching th e ir arm a nd us ing their name . I will 
then establish a jo int focus of a tte ntion by te lling th e child that I am 
building a ho use with the blocks and in vite them ro co m e a nd he lp build it . I 
will then po int in th e direction of the block area or lead the child to the 
block area. At this point, I will co mme nt o n what I am do ing by say in g such 
thing s as "I a m go in g to stack these lo ng blocks to make a wall" I will also 
prompt the child to comment on hi s/her ac tions by asking "What are you 
doing?" When the c hild responds I will c la rify the response by restating it. 
For example if th e child says that they are stacking the blocks I will say "Oh 
you are stacking the blocks o n that side." I may a lso further prompt 
elaboration by as kin g them if they are go in g to use all th e lon g blocks or if 
they are going to build a wall. To prompt th e c hild to request clarification 
from me on w hat I have stated , I wi ll mumble o ne of my res ponses to ge t 
them to ask me to repeat it. If I don't get them to res pond in thi s way, I will 
model a reque s t for c la rification by asking them to repeat so mething that 
they said so th a t they hear the question a nd know how it may be used . I will 
then demon strate and m odel the same procedure with the o th e r c hild . 

Following thi s, the children will be asked to practi se thi s same skill 
with their partner using the same me th od . During these practice sess ions, I 
will shape approximations o f the sk ill by praising attempts that are accurate 
and correct th ose atte mpt s which are no t. Shaping th e sk ill m ay a lso include 
hand over h a nd g uid a nce to de m o ns trate appropriate ac tion s, and verbal 
prompting to re mind the c hildre n of what they should say. 

Once the childre n a re dem o nstratin g pro fic ienc y in th e skill , that is 
they are ab le to s ucce ss full y get eye contact with their partner 
approximately 80% of th e time, the children will be told that they are ready 
to play together in the play Centre and ca n use their new sk ill when they 
want to play with their friend. Durin g th is time . I will continue to 
encourage th e use of the skill by prompting th e children to use it with their 
peer partner. 
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Lesson 6: Redirectin g the play activity by suggesting a joint play activity 

Lesson Objective: To teach the children to join toge ther in play activities 

Introduction: 
The children will come into the block/housekeeping room from 

outside playtime as described in lesson I. The playgroup objective will then 
be shared as follows: I will tell the children that they will be learning how 
to join two games together or start a new game with each other. 

I will begin by having one of the children play in the housekeeping 
room while I am playing in the puppet theatre. I will then prompt the child 
for dialogue and comment both on what the child is doing and what I am 
doing in the puppet theatre. I will then elaborate on what the child is 
playing in the housekeeping room by suggesting a joint activity that will 
include her/his activity. For example if the child is playing with the dolls I 
will invite her/him and the dolls to come over and watch the puppet show. 
Or if the child is dressing up or has assumed a role I will ask them to join in 
while in that role. For example if they have dressed up as a doctor, I may say 
"Dr. you had better come over one of my puppets has a nose bleed" . 

I will then demonstrate and model the same procedure with the other 
child. Following this, the children will be asked to practise this same skill 
with their partner using the same method. During these practice sessions, I 
will shape approximations of the skill by praising attempts that are accurate 
and correct those attempts which are not . Shaping the skill may also include 
hand over hand guidance to demonstrate appropriate actions, and verbal 
prompting to remind the children of what they should say. 

Once the children are demonstrating proficiency in the skill, that is 
they are able to successfully get eye contact with their partner 
approximately 80% of the time, the children will be told that they are ready 
to play together in the play Centre and can use their new skill when they 
want to talk to their friend. During this time, I will continue to encourage 
the use of the skill by prompting the children to use it with their peer 
partner . 
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