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Abstract .

-

Two proaects at the Kansas Ear1y Ch11dhood Inst1tute have investigated
character1st1cs of soc1a1 1nteract1on by hand1capped, at- r1sk, and non-
handicapped’ children: The first proaect ‘examined patterns of soc1a1 inter-
faction and‘pﬁay behavior among children in an Tntedrated classroom. A |
1ong1tud1na1 observat1on of four Down's - Syndrome and four nonhand1capped
; subjects-was’ conducted. Resu1ts indicate that hand1capped and nonhand1-
'capped children preferred the same types of act1v1t1es Hand1capped chil-

dren most frequent1y se]ected hand1capped p1aymates, and nonhand1capped
children se]ected nonhand1capped.p1aymates Hand1capped subJects spent
vmore time engaged in so11tary play than nonhand1capped subJects

The second project descr1bed the specific social sk111s and interaction
parameters exh1b1ted by norma1, at-risk, and hand1capped preschoo]ers in a
ma1nstreamed classroom. Hand1capped children typ1ca11y showed- del ays 1n‘
fsoc1a1 interaction 'skills commensurate w1th their genera] deve1opmenta1
‘delays; however, there was cons1derab1e var1ab111ty across all types of
subjects. Results from three types of‘1ncervent1on(procedures suggest that
altering either'the'settings‘or consequences for social interaction will

o
]

result in increased interactions.




Introduction

Thedimportance of sociaTuinteraction'for optima] deve1opment of chil-
dren's social and academic competence is becoming increasingly apparent.

The development of socia]yski11s results from the‘chi1d's interaction with

-peop]e in the env1ronment and offers a veh1c1e “for the acqu1s1t1on of infor-

mation. Ear]y patterns of mother-child 1nteract1on 111ustrate that from

’b1rth onward the child engages in 1nterchanges W1th others in the env1ron—

ment (Braze]ton & Tron1ck 1980), at first nonverba]]y through focussed

attent1on “and gesture, and later through verba] exchanges (Bates, 1976)

v

LIt s during.these.early soc1a1 1nterchanges that the ch11d acqu1res much

1inguistic and conceptual information (Moerk 1974; Schachter 1979).

‘Recent research suggests that the preschoo1 aged child’'s soc1a1 1nter—

L

‘action is an 1mportant force in deve]opment (cf Cooke " & Apo110n1, 1976; -

Strain, Shores, & T1mm 1977) and a veh1c1e for soc1a1 and conceptual: 1earn—'
ing (Fallows, Cooper, Etze] LeB]anc, & Rugg]es, 1980; Stra1n° Shores, &
Kerr, 1976) Chi]dren who lack very basic social sk111s may have trouble -
in" both acadech and social . sett1ngs For examp]e, 1f they cannot attend
to adu]ts, verba]]y or. nonverba]ly initiate to adu]ts or peers, and verba]]y
or nonverba]?y resoond to other! s 1n1t1at1ons, they w111 have d1ff1cu1ty
when they need to recru1t attent1on from teachers and when the1r part1c1pa—
t1on in- act1v1t1es depends on cooperat1on w1th peers

Soc1a1 1nteract1on is espec1a11y 1mportant to preschoo] hand1capped

ch11dren because it is a vehicle for 1earn1ng and for observ1nq models of -

- appropriate, behav1or Further, soc1a1 1nteract1on with’ peers is an oppor-

+

tunity for the handicapped chﬁ]d to use skills and to contact natura]]y

) re1nforc1ng,events 1n.the env1ronment. For example, genera11zat1on of




" newly learned language occurs most readily when there are regu”ir opportu-

nities for the child to_engage in verbal exchanges (warren & RogenSQWarren,

1980). Sociaﬁ interaction ofTers opportunities which formalized training

cannot prov1de——the opportun1ty te see new sk111s be1ng used in the appro-

4 " l

priate context and to learn forms that are spec1f1ca11y re]evant to the _

1

X

part1cu1ar setting. _ ' -

. Soc1a1 1nteract1on is. typ1ca?1y more d1ff1cu1t for the hand1capped

chi]d than for the norma1 child. Hand1capped children are characten1zed by'.

verba] and motor1c difficulties or de]ays that are“11ke1y to 1mpede.commu—

n1cat1on " These deficiencies do not necessarily prec]ude 1nteract10n with

a

peers in preschool sett1ngs, however Typ1ca11y, activities_are available

3
PR A

* that requiré a minimum of skilled behavici; and intéraction can occur at a

variety'of Tevels.

EE N

Social interaction, at its most basic level, is the”gresence of two = i .

persons in a relatively restricted area. In,the'preechoc1'c1assroom,'the‘

preeence of a group of children automatically creates thie»SimpJe Tevel of

socia1 interactionv Nhen"chi1dfen are together in the same small area-—at'

.

‘a work table or in an art area, for examp]e-—tney w111 a1so have opportu-
n1t1es to observe each other in the course of‘the1r act1v1t1es Para11e1
play (use of the same. mater1a1 or part1c1pat1on in the same. act1v1ty without

ﬂ ",
direct 1nteract1on) may arise in such contexts and represents a second,

:'s1ight1y higher 1eve1-of interacticn. Children nay participate in parallel
2 ;.

.or cooperatiVe p1ay (shar1ng of mater1a1s or Jb1nt1y part1c1pat1ng in con-

structJon or operat1on of mater1als) without convers1ng, thus, 1nteract1on

can occur without verbal skills. Verbal 1nteract1ons, which are cooperat1ve

by’the{n"nature, can’ occur at all ]eye]s, from simple exchange_of greet1ngs,_

-

to expression of one-word requests, to complex .conversations.

W ' !
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Researchers1 at the°Kansas Early - Ch11dhood Inst1tute are investigating
‘soc1a1 1nteract1on among normal, at-risk, and hand1capped ch11dren Two -
quest1ons have been stud1ed in 1ong1tud1na1 research prOJects (a) What
are the patterns of deve]opment of soc1a1 sk11]s 1n preschoo1 ch11dren7 .
(b) What soc1a1 1nteract1on patterns emerge when hand1capped and nonhand1-
capped children are enrolled in the same, sett1ngs7 Representat1ve f1nd1ngs ‘

"are reported from two prOJects The f1rst prOJect d1rected by Nancy'.
Peterson, focuses on- the study of soc1a1 1nteract1on and p]ay behav1or of
‘ hand1capped and nonhand1capped preschoo]ers in a var1ety of preschoo] set-
utjngs.c Severa] sett1ngs have been stud1ed, 1nc1ud1ng ma1nstreamed, reverse'
"mainstreamed, and 1ntegrated c1assrooms. .Data reported,here are from\a

reverse mainstreamed c]assroom (one\which was designed prjmariTy for: handiéﬁx
capped children but wh1ch a]so enro]]s several nonhand1capped ch11dren to
serye;as;node1s). The second prOJect d1rected by A11ta Cooper has ana-‘
.1yzed'the‘socia1 development of near]y 7Q,norma1, at-r1sk,.and handjcapped
children. 'Representatiye.deve]opmentaj'data and three intervention.strate-
’ giesqto'increase soc1a1.ski1Ts'are desCrtbed.‘ i v
-STUDY I: . Social fInt‘eraction Betweena‘Handicap'ped and Nonhandicapped Pref .
. schoo]ers in. Integnated Classroom and P]ayground Sett1ngs
A primary assumpt1on in 1ntegrat1ng hand1capped chrqdren with the1r}
"nonhand1capped peers is that both groups will beneflt through the1r mutua]
"assoc1at1on | Hand1capped ch11dren, espec1a11y, can prof1t from the ,oppor-_ .
“tunity to observe, 1nteract w1th, and 1m1cate the1r normal and perhaps- more
sk111ed peers Idea11y, an 1ntegrated env1ronment proVﬂdes a more stim-
'u]at1ng,norma11z1ng educational setting for a nand1capped ch11d than does

- -

. a preschoo] enro]]wng“on]y deve]opmenta]]y disabled ch11dren (Guralnick




o I B L : f’. '
1980; Peterson, 1978; Peterson & Haralick, 1977). The degree to Which ,
; . ! o . e ) ;
these benefits are realized, howeVer} depends on. the: extent to which handi-

capped and nonhandi capped ch11dren actua]]y 1nteract~

The purpose of -this study was to examine the p]ay behav1or and soc1a1

' s
1nteract1ons of hand1cappe__,nd nonhand1capped preschoo]ers in two set-

t1ngs the classroom’ freep]ay per1od and the outdoor p1ayground Spec1f- i

K]

ically, ch11dren s social.behavior was ana1yzed in. terms of (a) the p1ay
areas_where they spent the1r t1me, (b ) the types_of p]ay behav1or exh1b1ted
(c) the nature and frequency of soc1a1 1nteract1ons between hand1capped and
-nonhand1capped peers, and’(d) the types of p]ay benav1or exh1b1ted when
certa1n p]aymate se1ect1ons were made by handlcapped and nonhand1capped -
subjects. ' | ' |

Eight children (four norMa] and four handicapped) were~observed dail
dur1ng c]assroom playground activities. The handfoapped children inclug ]
tvior ma]es ‘and”’ two females,. rang1ng in age from 5 to 6% years.' A11 were |
d1agnosed as hav1ng D@wn S Syndrome with m11d to moderate retardataon
The nonhand1capped childven a]so 1nc1uded two ma]es and two females who :
- ranged. in age from 41 to 5 years A11 e1ght ch11dren were enro]]ed in. an‘
early 1ntervent1on program des1gned pr1mar11y for hand1capped childrens;
_ nonhand1capped ch11dren were enro].ed in the program to serve as mode]s
children other than those in the study were present in both the p]ayground

.fand c]assroom sett1ngs The maJor1ty of the ch11dren in both sett1ngs

were hand1capped ‘the rat1o be1ng 60% hand1capped to 40% nonhand1capped

-

e

~




wr

4

Data wereico[]ected using the Preschoo].Observation,Systen/jor Social

Q

Interaction - Research Edition (Peterson, 1979), which'applied a. time

—

—

samp]1ng techn1que for observing subJects and record1ng data during 30 sec

1ntervals For 8,weeks observers watched the ch1Tdren and recorded the

fo]]ow1ng information: S

1 P]ay area in which the observed ch1]d Was ]ocated (four of seven

-~

o

areas were availah]e each day 1n_theﬂc1assroom; 12 play areas were available

on the playground).

- & Dy

2. Ava11ab1]1ty of hand1capped and nonhand1capp_dApeers for 1nteract1on

(the number of hand1capped peers, nonhand1capped peers, and teachers present

in the same p]ay area as the observed child).

3. Type of play exhibited by the observed ch11d (inctuded no play, R

so]1tary play para]]e] play, and cooperat1ve p]ey)

4. P]aymates w1th whom the - observed child 1nteracted (jncluded four;

5

poss1b1]1t1es no one, hand1capped peer( ), nonhand1capped peer(s)j or a'_

comb1n tion of - hand1capped and nonhand1capped peers) (7t{3
) S!&a were co]]ected dally on each of the e1ght subJects for 8 ‘weeks.
Two 5- m1nute samp]es were co]]ected each day in the classroom and on the ;‘
p]ayground (approx1mate]y 65 hours of data'were-co]1ected for eachsubJect)d
Interobserver re11ab1}1ty was checked two to three t1mes weekly.

The resu]ts of this study are summar1zed in regard to severa] pract1ca1

quest1ons

hat Play Areas did Hand1capped and Nonhand1c4pped ‘Subjects Prefer?».

 The” most and’ ]east frequented areas on the ‘playground were s1m1]ar for
hand1capped and nonhand1capped subJects The "m1scellaneous area" (space

between all maJor p1eces of playground equipment where ch11dren p]ayed without '

] . @

,pv .

.8
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the'use‘of any'equipment)vranked highest for hoth'groups.f C11mbers (ﬁungTe'
" gyms, ]adders, and c]1mb1ng towers) ranked second for both droups On'the
p]ayground both groupns frequent]y played in the same areas, and thus, ‘were
in close proximity to each,other,q The most preferred area in the c]assroomv
was the same for both groups (P.E. or gross motor act1v1ty area), and the
v-]east preferred area was also the same for both groups ;Beyond these shared
preferences, hand1capped subjects spent their t1me in more structured areas
of the classroom (artﬁtab]e and table work), whereas nonhand1capped ch11dren'

i o L . /
preferred more creative, nonstructured play areas (man1pu]at1ve floor play

and the-free choice area that contained books, puppets, and other similar

- ~items).

| What.Types of P]ayﬂBehavior were Exhibited-by Handi.cappéd and Nonhandjcapped
Children? =~ L
A]though d1str1but1ons of time spent in no-play, so]1tary play; para]]e]
| piay, and-cooperat1ve p]ay;were generally similar for both groups; hand1capped .
‘_ subjects shewed higher']eveTs of solitary play than Earalle] play inhboth
the playground and c]assroon settings Nonhandicapped subjects engaged in
more para]]e] than so]1tary p]ay 1n both sett1ngs Comparisons between --
hand1capped and nonhand1capped groups showed a s1gn1f1cant d1fference
(p_<: .05) in the amount of solitary p]ay on the p]ayground but not in the

c]assroomf Both groups exhibited similar rates of cooperative 'play on the

-p]ayground (approx1mate]y %) and in the classtoom (approx1mat]ey 3-4%).

What Types of P]aymates did: Hand1capped and Nonnand1capped Su%Jects Interact :
- L

With? . .

Analyses of each group's interactions showed that. handicapped and non-

handicapped children interacted with each other, but that handicapped subjects

“

) ‘1() - .
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interacted more with handicapped- peers and that nonhandicapped subjects

interacted more with nonhandicapped peers This finding was consistent

across settings, although thére was cons1derab]e variabi]ity among subjects.

" On the average; handicapped subJects selected handicapped playmates about '

(:l

'one and one ha]f times as frequent]y as they selected nonhandicapped play-

=3

mates. Nonhandicapped chTidren se]eLted‘nonhandﬂcapped p]aymates twice as

-

often as mhey selected handicapped peers. -Because there wers more handicapped»-

" than nonhandicapped chi]dren in' the class, the ratio favored se]ection of

-

handicapped p]aymates Thus,,it appears that nonhandicapped children were
ctiveij seeking nonhandicapped p]aymates Test comparisons between handi-

capped and,nonhandicapped‘SubJects p]aymage preferences were 51gn1ficant

ey
LY

onrthe.p]ayground'( < .5), hut.not in the c]assroom.

© What Type of P]ay was Exhibited when Subjects Played with Certain P]aymate

E

* Types -on the P]ayground or in the C]assroom7‘_-

“In general, parai]ei piay exceeded cooperative play for all combinations

of handicapped and nonhandicapped p]aymates, suggesting that the type of

U et

play was not strong]y 1nf1uenced by the type of peer .Very ]ittie cooperative

\ Gs.

p]ay was observed even among the nonhandicapped peers-perhaps an expected

finding for the’ age and’ deveiopmentai 1eve1 of all the children ‘and the way,

9

"in which cooperative behavior was defined in the observation code. (To be
f . 4

"recorded as cooperative, p]ay had to be a mutuaT give and take in which one-

or more, chi]dren were contribut#g toward a mutuaJ goa‘i) . , -

,
&

Interaction: between handicappud and nonhandicapped children occurred in

all actiVif%es in the c]assroom and on the -playground, though children

~
-

pneferred ]ike-p]aymates Handicapped children spend more time playing

’

a]one than nonhandicapped chi]dren Rates of cooperative play ‘were low for

«
o

. 11
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all combinations of playmates. '.HahdfCapped chd]dren showed iarger propor-
t1ons of para11e1 as opp0sed to ceoperat1ve “play than nonhandicapped chil-
‘dren P1aymates of both types Were ava11ab1e in all p]ay areas, as verified
~ by the act1v1ty preference data, thus, interaction w1th p1aymates of similar
skill levels seemed to be a matter of cho1ce and not of simple ava11ab111ty
STUDY II: Mon1tor1ng and Intervent1on Strateg1es in & Ma1nstreamed Pre-
. schoo1 Sett1ng ‘ a
The 1mportance of early 1nteract1on skills to social and nonsocial
deve]opment makes. 1t des1rab1e that we deme]op strateg1es for monitoring
and increasing these sk111s- A program of research at the Ear]y Ch11dhood
Institute has deve]oped and 1ncorporated techn1ques for measur1ng and en— o
v.hanc1ng social sk1]]s A ha]f day preschool “class. enro]]s 15 ch11dren
between 2} and 5 years of age . The class includes normal ch11dren as, de11
as ch11dfen whose phys1ca1 and behav1ora1 prob]ems range from be1ng at r1sk
for deve]opmenta1 delay to teing severely hand1capped The c1assroom is
staffed by a laboratory superv1sor and two to four graduate and undergrad—
uate student. teachers.
Social 1nteract1on of individual ch1]dren is re Tal Y. monitored and,
hen problems in social 1nteract1on are notediastrateg1es are des1gned to
remediate these problems. Data describing children’ :nteract1ons are «
obtained through the use of a cooperative play codé‘fCooper, 1980)
categor1es of soc1a1 interaction with peers and .activities are observed andd
recorded'- unoccupied, solitary p1ay, para]]eT p]ay, verba] ooop;}at1on,
nonverba] cooperation, and aggress1ve 1nteract1ons Several aspects of .
) teacher behav1or (teacher attent1on, direct and 1nd1rect prompts) dur1ng

interaction with the observed child are recorded.

’?}{;“fﬁj o ’

=




Data‘are.co11ected fgglindividna1 children dhning periodic 5- or 6-
minute observations. ASub&cantfa1 amounts of information (often as much as
- 50 hours of_data) describingffhe social interactions of individual children
- are accumuLated.. Not only can individual interaction patterns be character-
jzed, but also information may be combined acrossbc1ass members to determine
‘f‘ LA the patterns of social interaction which are\tjbica] for this particu]ar
c1assnoon._ Such normative {nformation prongee a standard against whicn the
behavior of indivﬁduaf children might be eva1ua£eg; When a child's behavior
departs from.this standard to the extent that some {ntervention seems desir-
able, the normative data prcvide goa1e‘for those intenventfons.
when the socfa] behavior of normal children is compared to that of
hand1capped ch11dren of approx1mate1y the same age, it is seen that handi-
capped ch11dren frequent]y d1sp1ay cons1derab1y less cooperat1ve interaction,

&

overa11. Interact1ons of . hand1capped ¢hildren often are more predom1nant1y

nonverbal than those of their nonhand1capped peers. -Fo]]ow1ng a period of
1nc1us1on in reguTar c1assroom activities, the levels and ratio of the ver-
ba1 and noﬁVerba] interactions o} handicapped ch11dren typically come to
resemb1e‘that of nonhandicapped children moére c1ose1y. The fact that this

~effect occurs frequently suggests the therapeutic classroom environment

facilitates the emergence of social behav1ors

Occas1ona11y, add1t1ona1 intervention strateg1es to increase spec1f1c
agpects.of children's social interactions are necessary. Three types of
behaviorally based'interventions;have been used: . First,-the env]ronment can o
be arranged to provide some extrinsic reward, contingent on thé occurrence R

s , of desired social behavior. Second, environmental. events that precede the |

occurrence of social interactions can be manipulated to increase the likeli- S

13




.hoodﬂof»socia] behavior.' Manipulations in this'category include the use
of instructions, prompts from teachers.or peers, or the arrangement of
activities that encourage soc1a] ‘interaction between children. |

The th1rd type of intervention strategy, exemplified in a study by
Cooper and LeBlanc (1972), co:;1sts of a combination of the first two
.strategies In this study, conducted with two normal 3-year-on‘ch1Ldren,
teacher attent1on and act1v1t1es and materials available in the cTassroom
were manipulated. The cond1t1ons of teacher attent1on Tncluded (a) base]1ne;
| (b) a condition in which the teachers increased their attention to the
children when the chi]dren uere engaged in cooperative“p]ay, and'(c) a ..
condition in which the teachers 1ncreased their attention to cooperative
_play and increased the number of times they prompted the children to 1nteract'
cooperatively. In addition, two arrangements of classroom activities were ’
B cohpared. In one condition (A), those actiyitiesvand'materia]s which were -
typ1ca]]y ava1]ab]e in the classroom were avajtable. In the other condition
(B), the physical environment was "enhanced" by 1nc]ud1nq activities and
materials that were thought likely to facilitate cooperat1ve interaction.
2 The results of this study show that cooperative social interaction was-not
influenced when on]y_teacher”attention (b or c)'or classroom activities (B) ”
were changed. Social 1nteraction,d1d increase when the'enhanced environment
was:combined with ‘teacher attention and prompts for cooperative 1nteraction ’
(c and B). The 1ncrease in the ]eve]s of cooperative 1nteract1on were main-
tained when prompts and teacher attention were returned to their 1n1t1a] |
levels but. the environment was kept enhanced (@ and B). - These data suggest °
that the enhanced environment was 1nstrumenta] in produc1ng the h1gher ]eve]
of cooperat1ve interaction. In a firal condition, in which the enhanced '

- Te T

\
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environment was removed but teacher attentjon.and primes were maintained
(c and B), the’teacher behavior was sufficient to maintain a fairly high*
level of coopergtive interaction; The contrast between this condition and
the earlier condition, in which attention and prompts were present in the‘
typice] environment, is important.. It is doubtful that prompts would have
been functional if the ch11dren were not already ab1e to perform the. behav1or
requested by the prompt. . Onde the children had exper1ence in playing
cooperatively they were able to comp]y with the teacher’ s‘prompts.

Another study.further'i]Tustrates the importance of:manipu]ating the
'setting in promoting children's social interaction. The eubject was a 42- ’
year-old chi]d who evidenced serere]y de]ayed social development. The chi]d
produced few spontaneous verba]1zat1ons to peers and spent much time wander1ng

round the c]assroom,un1nvo]ved in c]assroom activities. | A highly social
peer was selected to act as an,a1de in attempting to~1ncreaee»the eubjeet's ,
~ sgcial interaction in a spec}a] training settihg.‘ Two days each week, the
sﬁbject and the aide Were taken'by a teacherLto an area’ou}side'the ¢lassroom
and allowed to p]ay together dur1ng an act1v1ty designed to 1ncrease the
likelihood of interaction. The teacher frequent]y prompted the subJect to
interact in the training settings. The tra1n1ng act1v1ty was then moved into
' the c]assroom to 1ncrease the probab1]1ty that the subJect would maintain the
,1ncreased level of social interaction on returning to the c]assroom Nhen
the specia training sessions began, soc1a] interaction in the- spec1a]
~setting, as well as_in the classroom, 1ncreased. However, the subJect 5
- performance haS'high]y.variab]e. A third interventien strategy was imple-
mented in the last portion of the.study. Special training sessions took

place every day and direct and indirect primes to sucial interaction were
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increased in the classroom. This increase in training sessions and prompts

“in the classroom producedva more consistent level of social interaetfon
than the previous treatment condition. | "
Having the same activity present in the thaining'setting and.in the
classroom was impdrtant. ExperieneeAwith the activity in the trainfng set- -
'ting géve the child an opportUnity{to‘interaet’with a peer and to practice -
fsocia] behaviors approrpiate'for the activity.. Moving the activity into
the classroom fac111tated the d1sp1ay of new]y ‘learned soc1a1 sk111s in
| that‘settjng S1nce the peer aide and the teacher were &Tso in +he class-
hoom, their bresence may have helped to make the two sett1ngs more alike
" and facilitated transfer-of social behavior from ohe setting to the. other.
Prompts 1n the classroom were not effect1ve unt11 they were comb1ned
with spec1a1 training because the subject f1rst needed to 1earn how to
interact socially before it was possible to reSpond to the prompts. Early
in the study, peers had seldom initiated social ipteractions with the sub-
v jeet.. Apparent]y; the other children had Tearned that their initiations
seldom resulted in-Socia] interaction and that the subjeet fhequent]y:re—
sponded to such 1n1t1at1ons w1th aggressive outbursts. Later, when the
'subJect s level of appropriate social 1nteract1on Teve1 was h1gher other
children 1nyt1ated more 1nteract1ons. Soc1a1 jsolation may have a spiraling -
effect: Low levels of responding to*peers resu1ted:in'1ower levels of peér
jnitiations, and so forth. The goal of an. 1ntervent1on strategy with iso-
late ch11dren whou1d be to change the patterns of peer behav1or d1rected

toward the child.and to change the 1so1ate child's behavior toward peers.
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. * DISCUSSION

The results of these projects have numerous imp]ications. To achieve
optimal integration, teachers may not be ab]e to. rely upon the automatic
and spontaneous occurrence of soc1a1 interactions between handicapped and
nonhandicapped ch11dren Interaction w111 occur, but spec1a1 procedures to
increase the rate of such encounters may be needed To maximize the social,
deve]opment of all children in a;setting, it may be necessary towidentify
those children whose behavior is inappropriate and td identify the para-
meters for remediation Regu]ar developmental monitoring of socia1 inter;
action“skills of ch11dren is important but it may be necessary to taiior
assessment procedures to individual settings and chi1dren. By adJusting

the frequency of observation periods, the numher and nature of social be- -

haviors to be quantified, and the personnel conducting the evaluations,

-

some v1ab1e observation tactics can almost always .be arranged
K Eva]uations of soc1a1 behavior should be conducted regularly, and
decisions regarding a child's status should.be made on the baSis of a‘§§ﬁi§§
of observations becausé social interaction'data are 1ikeiy‘to be variable.:
A single evaluation may provide an erroneous impression of the child's
characteristic sdcia] interaction patterns ‘Variabi1ity is important; a
tchi]d who usually’ exhibits highiy variab1e patterns of irteraction may be

as much in need of special support as the child whose 1eve1 of soc1a1 inter-

‘ action is genera]]y Tow.

~ i A child's Tevel of"sociai interaction should always be evaluated in
neference to the levels of behavior considered typical or desirable in a
particuiar setting Setting‘speciiic norms may be estabiished by making a
compOSite \an average) of the 1eve1s of these behaviors exhibited by a11 or
a selected subgroup of chi]dren in the setting.

ot
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One  strategqy for increasing appropriate social behaviors involves

' - A‘o ’ . . . o& ' . ’ -
manipulating classroom activities or play equipment. Some classroom activ-

ities (certain art activities, table work or academic or preacademic activ-

. ities) are conducive to so]itary or para]Te1~p1ay;‘mostfof.these activities

1imit possﬁbilities-for social interaction.~Socia1-inperactions may be-en-
hanced by including more activities which bring ;he chi1dreh fnto physical
proXimity,‘by,inc1uding.p1ay equipmehc.which requires mcre thah one chi}d,
and ‘by chganizing the play tasks so that chj]dheh,need fd se]ect~partnehs.
Play activities can be organized‘so that'recfprocal'responses from partneYs '
do not reuuire equal skills. ' ; \ | |

| Specific tactics‘tO’encourage intehaction between héndicapbed‘end non-
hand1capped peers may be needed in addition to arrang1ng the1r be1ng to-
gether in act1v1ty areas Such strateg1es 1ncJude chang1ng the teacher m
1nteract1on patterns that -encourage children to seek out teachers rather
than peers as p]ay partners. Strateg1es 1nvo1v1ng various- modes of prompt-
1ng may prove usefu] for children who respond consistently to teacher in-

struction. D1rect1y prompt1ng or instructing the target child to 1nteract

w1th another child or to enter an activity or area. in which interaction is_

k11ke1y to occur is frequent1y successful. An a]ternat1ve strategy, referred

to as 1nd1rect prompt1ng, “involves prompting a Eeeﬁ_to 1n1t1ate interaction
w1th or to invite the part1c1pat1on of the child who is- the target of the
intervention. " '

" In part, children develop good sOcié]_interaction skills because social

interaction can be, in itself, a rewarding experience. For some children, -

particularly hendicapped children, socid1 interaction has not developed as

a des1rab1e, pos1t1ve exper1ence, and thus, there is 11tt1e mot1vat1on to

engage in’ such activities. In this case, it may be necessary to provide

EY
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- -some externaT suppdrt; teacher'praﬁse or the contingent pnoyision.of some
desirable activity or object when social interactton'does oecur are useful
strategies.‘ Often sueh procedures are needed on]y,temporari]y.d Once the
child has had positive_experienqes interacting with peers, the interaction
, itse1f if suff1c1ent1y rewarding to maintain the behavior. . “g\\
To a 1arge extent, the degree of d1ff.cu1ty in 1mprov1ng the qua11ty of\\
alch11d s social 1nteract1on is determined by whether 1nteract1on skills are
"present at a11, or whether the skills are avaitable but need to be increased.
When some soc1a1 behavior is already exh1b1ted e*mp]y prompting the child |
‘1nto 1nteract1ve s1tuat1ons, manipulating act1v1t1es, or reward1ng 1nter-
act1on when it does occur may be suff1c1ent to produce desired 1ncreases in
“soc1a1 interaction. 1If a child has not learned basic interactive sk111s, the
'ch11d may have to be taught very specific components of soécial 1nteract1on
Abehav1ors. Rehersa], role p1ay1ng, or the he]p of peer a1des oL confederates
'may be necessary. ?
Soc1a1 1nteract1on 1s a cr1t1ca1 aspect of development during the‘pre~
~'schoo1 and early pr1mary grade years Thus, the analysis of its development
in normal, at- r1sk, and handJcapped ch11dren is 1mportant to p]ann;ng com--
Ierrehens1ve educational strategies. In des1gn1ng 1ntervent1on programs, cur- )
ricula, and c]assroom~settingsAfor the /oung hand1capped ch11d the issue.
of deve]op1ng social as well as academic sk111s should be a foremost cons1-
derat1on Success in he1p1ng children estab11sh funct1ona1 soc1a1 reper- -

'to1res and acquire 1nteract1on skills that 1ead to other 1earn1ng and to

positive 1nteract1on with adu]ts and peers is very 11ke1y to br1ng success-

ful remediation of the effects_of handicapping cond1t1ons.
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Footnotes

o

| 1Reseaﬁch reported in this paper has been conducted by Nancy Peterson
. ) ) ] . " .
and Alita Cboper and their colleagues and students. -Copies of additional
reports of other projects are available from»eitheﬁ investigator through -

the Kansas Early Childhood Institute, 130 Haviorth, University of Kansas,'

Lawrence, Kansa;;




