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The purpose of this study was to evaluate and systematically replicate the effectiveness of 

the DANCE training for a staff member to be an effective change agent for the children in her 

care, while maintaining the organization's and family's values. The study was conducted in an 

organization that values and focuses on building rapport, avoids the use of coercive procedures, 

and teaches children in a caring and meaningful way. A multiple baseline across indoor and 

outdoor settings was used to evaluate the effects of the package. Results demonstrated that 

DANCE training was an effective procedure to teach a staff member how to increase teaching 

interactions. Harmonious engagement, instructional engagement and vocal approximations also 

increased while challenging behavior maintained at zero levels. 
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INTRODUCTION 

Early and intensive behavioral interventions can change the course of development for a 

child with autism. One of the first studies to document these changes was Lovaas (1987). The 

study evaluated the effects of different intensities of behavioral intervention across two groups of 

children with autism. The experimental group or intensive treatment group received at least 40 

hours of one-to-one treatment per week. The control group also referred to as minimal treatment, 

received 10 or less hours of one-to-one services per week. Both groups received services for at 

least two years. Results of Lovaas (1987) showed many gains for the participants, and even more 

so for the intensive treatment group in which 42% of the children were placed in classrooms for 

typically developing students and had significant gains in IQ scores. The Lovaas study is 

considered a seminal study due to its contribution to formally demonstrating the tremendous 

impact of EIBI on child progress for young children diagnosed with autism. Critiques of the 

Lovaas (1987) by Eikeseth (2001) mentioned that although treatment fidelity was not formally 

assessed in the Lovaas study, various steps were in place to facilitate it. The steps included 

training parents and staff, having meetings to go over child progress and treatment, providing 

instructions and models of new programs to all members involved with the child’s progress, role 

plays to practice procedures. In addition to the previous, child logs, and data sheets were kept to 

track child progress.  

Since Lovaas (1987), numerous studies have been conducted demonstrating the 

importance of EIBI. For example, Howard, Sparkman, Cohen, Green, & Stanislaw (2005); 

Howard, Stanislaw, Green, Sparkman, & Cohen (2014), evaluated the effects of a similar 

treatment that they refer to as Intensive Behavior Analytic Treatment (IBT) in comparison with 

eclectic treatments. Their results demonstrated that only the children in the IBT group improved 
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their IQ scores. Children in the IBT were provided with a range of 50-100 teaching interactions 

under DTT, naturalistic teaching (NET) and other behavior analytic procedures (see Howard et 

al., 2005; Anderson & Romanczyk, 1999; Green, 1996; Hall, 1997). The children in the eclectic 

groups regressed or made no improvements.  

Several common features of effective intervention have been identified in the literature 

(Klinwall & Eikeseth, 2014; Matson & Smith, 2008; Maurice, Green, & Luce, 1996). The first 

feature is that intervention begins early before 5 years of age. Children who receive treatment as 

early as age 2 and 3 years of age show the most progress (Birnbrauer & Leach, 1993; Lovaas, 

1987; Maurice, 1993; McEachin et al., 1993; Perry et al.,1995; Sheinkopf & Siegel, in press). 

Children who participate for at least two consecutive years have greater gains with some losing 

their autism diagnosis (Anderson et al., 1987; Birnbrauer & Leach, 1993; Fenske et al., 1985; 

Maurice, 1993; Perry et al., 1995; Lovaas, 1987; McEachin et al., 1993; Sheinkopf & Siegel, in 

press). Second, intervention is composed of empirically validated treatments that are evidence-

based. A third feature is the intensity of treatment indicating that the best outcomes have been 

reported from EIBI interventions that delivered at least 30 hours per week of treatment. In 

addition to the time spent in treatment, it also refers to the number of times opportunities to emit 

target goal responses are created and reinforced. It is crucial to create a high rate of learning 

opportunities during treatment. For example, the number of the teaching interactions 

programmed to create specific imitation responses as recommended in the Howard study which 

was 50-100 per hour (Howard., et al 2005; Maurice, Green & Luce, 1996). 

Lastly, learning opportunities are arranged by staff skilled in the use of effective behavior 

change procedures. Several successful strategies for training staff have been reported. For 

example, Sarokoff and Sturmey (2004) conducted a study in which the effectiveness of 
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behavioral skills training (BST) which has the following components: instructions, feedback, 

rehearsal and modeling were responsible for the increase in the teacher’s correct implementation 

of discrete-trial training (DTT). The participants were three special education teachers who 

provided therapy to the same child. The results demonstrated that teacher’s performance 

increased from baseline means of 43%, 49% and 43% to 97%, 98% and 99% respectively, after 

BST was used to teach them how to implement discrete trial training. BST was a useful strategy 

that taught teachers quickly and effectively.  

Another successful staff training procedure is the teaching interaction procedure (TIP) 

(Green et al., 2019). The TIP was evaluated as a tool to teach 3 staff-child dyads how to use the 

TIP procedure to teach children with autism how to identify emotions (when someone was 

“bored” during game). TIP uses rationales, instructions, models, examples and non-examples, 

rehearsal and feedback. Results demonstrated that teachers increased from 0-20% correct 

performance of implementing the TIP to 40-100 % correct during intervention and maintenance. 

Despite teachers learning how to use the TIP to teach social skills to the children, results from 

child progress demonstrated that only 2 out of 3 children learned the skill of identifying when 

someone was bored with a game. Green and colleagues (2019) used a social validity measure for 

the staff in which they reported that they benefited from learning how to properly implement the 

TIP. Also, the study suggested that more child-staff measures were needed to evaluate the staff 

and child progress concurrently.  

DANCE training which has been used for parent training, is another method to teach 

change agents. It is a parent training program developed at the University of North Texas. The 

DANCE is both a metaphor and an acronym for the training components utilized during teaching 

(Ala’i-Rosales, Cermak, & Guðmundsdóttir 2013; Guðmundsdóttir, Alai-Rosales, & 
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Sigurðardóttir 2018; Guðmundsdóttir, Sigurdardottir, & Alai-Rosales, 2017; Cunningham, 

Linden, Ala’i- Rosales, Rosales-Ruiz 2019; Townley-Cochran, Baker, Alai-Rosales, Rosales-

Ruiz, Cihon, Cox, & Hunt 2014). As a metaphor, DANCE is used to illustrate the reciprocal and 

harmonious way that parents and children can learn to interact with one another. As an acronym, 

DANCE is used to help the change agents remember the steps that increase reciprocity and 

harmony. The results of the studies cited above indicate that DANCE training is effective in 

teaching parents to increase learning opportunities, increasing child target behavior, increasing 

overall harmonious engagement, and increasing parent satisfaction with the training procedures. 

The general procedures are described here. 

In each of the studies, DANCE training was used to teach families how to teach their 

child to engage in social behavior. The social behaviors taught to the children were 

individualized, depending on their needs identified by families, and were considered key 

behaviors for young children with autism to acquire. Target behaviors included eye contact, 

playing with parents, making requests, responding to parent instructions, imitating play actions, 

etc. After a period of rapport building with both the parent and the child, the parent trainer taught 

the parents to engage in the DANCE components using instructions, models, rationales, 

rehearsals, and feedback. The DANCE acronym represented five components: (1) Decide; 

deciding if the conditions are optimal for teaching, such as having time to teach, identifying 

preferences, and knowing what to teach. (2) Arrange; arranging the environment to create the 

best teaching opportunities, such as regulating access to high preference items, breaking 

responses into manageable parts. This includes having preferred toys, novel toys, choosing the 

place to teach, arranging and regulating materials. (3) Now; fast timing of the consequence 

delivery in that it should be immediate and contingent upon the target behaviors. (4) 
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Contemplate; contemplating the effectiveness of their actions in helping their child learn. This 

includes teaching parents to analyze the situation and deciding if the child is making progress, 

and deciding if their teaching behavior can be changed in some way to make the child more 

successful. (5) Enjoy; both parent and child comfort should enjoy the process, that is efforts are 

made to create a harmonious, happy interactions between the parent and child. Although the 

DANCE components remain the same, each training is individualized and tailored to the family’s 

values and child’s needs. During DANCE training, the training continues until the child and 

parents make progress.  

Family outcomes from the first DANCE training studies (Ala’i-Rosales, Cermak, & 

Guðmundsdóttir 2013) demonstrated that prior to the training the families were not able to 

engage with their children consistently. The children did not communicate with parents, attend 

and sometimes engaged in unsafe behaviors. After DANCE training, the parents were able to 

create six teaching opportunities per minute with their children. The children and their parents 

were able to attend to each other an average of 10 episodes per minute. One of the many families 

that has participated in DANCE training was the Mancini family. Through DANCE training, a 

mother learned to teach her son to make eye contact with her. She became fluent in all DANCE 

components and her training emphasized on teaching her how to deliver reinforcing 

consequences contingent on eye contact. That way, eye contact became a source of accessing fun 

activities for her son. The mother was taught to work on the immediacy of the consequence 

delivery. The son knew how to point to access things but would isolate himself, thus his mother 

and the trainers worked on creating fun activities to embed both of them so they both could 

interact with each other. Among the activities that were created were dumping balls into a bucket 

and then into the boy’s head. He loved this activity and would often giggle and look at his 
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mother as they both played. A second family that participated in DANCE training was the 

Ameen Family in which the mother was taught how to teach her daughter to play, make eye 

contact, increase her social attending and expanded her interest of tag stickers to book stickers. A 

third family was the Zang Family, they had twin boys. Through DANCE training, their father 

was taught how to identify interests for the boys. Subsequently,  DANCE training focused on 

teaching the father how to regulate access to the preferred activities, and develop games that 

included all members of the family (e.g. roughhousing). 

Tavera 2019 conducted a study in which the effects of DANCE training for teaching 

interactions, child-goal responding, and staff-child harmonious engagement were evaluated for 

two staff-child dyads. Training consisted of two phases. Phase one was a value-based training in 

which a discussion was delivered in a group format. The discussion was accompanied by a 

power point in which topics discussed included but were not limited to the organization’s values, 

mission, rapport building and explaining DANCE training as a metaphor and acronym. After 

reviewing each component of the DANCE training, a 10-minute video of instructor’s and 

children engaging in the DANCE was shown. Phase two of the study was DANCE training in 

session, the training was delivered in a one-to-one trainer-staff ratio with the child present. 

DANCE components in the Tavera (2019) study were taught using instructions, rationales, 

models, exemplars and non-exemplars, role-plays, feedback and self-evaluation. The training 

was individualized, but the goal of training was to teach the staff how to make meaningful child 

progress using the DANCE training while maintaining the organization’s and family values. 

After a baseline evaluation of staff, Tavera (2019) targeted the DANCE components that were 

low or missing during the staff sessions. For example: one staff needed to work on arranging the 

environment to maximize learning opportunities for the child and she also needed to embed 



7 

herself with the reinforcing consequences for the child. A second staff worked on the timing of 

reinforcer delivery “now” and in “decide” as she needed to know when the teaching 

opportunities should be presented.  

The DANCE training continued until all staff could perform all DANCE training 

components and until the staff reached levels close or above the benchmark levels, and until the 

children made progress. Results demonstrated that both of the staff were able to create more 

teaching interactions, increase instructional engagement, harmonious engagement, child goals in 

the form of facial orientation and vocalizations while maintaining challenging behavior at low 

levels during intervention. The study also had a social validity measure in which the staff were 

asked to answer several questions in which they could indicate if they felt the training helped 

them, if they felt that they could create more teaching opportunities, create and maintain 

harmonious engagement, arrange the environment to create child progress, etc. 

DANCE training has these unique features: The first is, rapport building which is creating 

a positive relation between the child and parent/teacher. This helps the trainer get to know the 

parents’ preferences, skills, and values.  It also helps the trainer learn how to effectively work 

with the child so that models are useful. The second feature is that values are the way of 

implementing things within an organization or a family in the ways they feel are important. The 

values are an implicit or explicit part of the mission, philosophy, culture or ideals of a person or 

organization (Gilbert, 1978). In the case of parents, it includes how they would like their family 

to interact and what skills are important to them. In the case of the staff, it involves how the 

organization would like staff to interact with children and what skills the organization and 

families think are important (Binder, 2016). The third feature is self-evaluation which allows the 

learner to observe and evaluate his/her behavior. This can be done in vivo, in writing, or through 



8 

video and includes value-outcome correspondence as it relates to ensuring that what is taught and 

what is valued by the organization and that there is a recursive process of relating behavior 

changes to the valued outcomes. 

BST, TIP and DANCE have similar features (see Table 1). They all target explicit staff 

training components, provide instructions, models, rehearsal, simulation and feedback. The 

DANCE procedures have been developed and used with parents in the organization where the 

current study takes place. The organization serves children who are in intensive behavioral 

interventions. The purpose of this study was to evaluate and systematically replicate  the 

effectiveness of the DANCE training for staff to be effective change agents for the children in 

their care. Of specific interest were to teach the staff to increase learning opportunities (teaching 

interactions) across settings and child goal responding in the form of increasing vocalizations to 

request.  Furthermore, a value of the organization was that teaching interactions should be 

caring, enjoyable, harmonious and instruction should be carried out through all activities, not just 

during designated work times. Therefore, harmonious engagement and instructional engagement 

were also measured and were part of the training.  
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METHODS 

Participants  

Shirin is a 5-year-old girl diagnosed with autism. She received 30 hours of behavior 

analytic services in the organization. In addition, she received occupational therapy and speech 

therapy services twice a week for 30 minutes each. Shirin could not form words but could make 

a few sounds such as, “sss, ayayay, papa, …”; however, the sounds were only made as she 

played and not as a request to access an activity, item, or teacher’s attention. Her goals were 

communication and language in the way of increasing vocal approximations to request, 

instruction following, matching, receptive identification, orienting to peers, toilet training, 

handwashing and play expansion. Shirin’s interests included water toys, sand, paint, sensory bins 

with rice, pencils, sticks, strings and long objects that she could flap. 

The participants in this study were an entry level instructor and the child she worked with 

in the center. Emma is a 26-year-old female who was bilingual in Spanish and had 6 years of 

experience working with typically developing children in daycare settings. She was working on 

her bachelor degree of general studies with specializations in education, sociology, and family 

studies. At the time of the study, Emma had been in the organization for 3 weeks and was in the 

initial stage of training. Her performance was evaluated for levels of harmonious engagement, 

instructional engagement, teaching interactions, and number of goals targeted. Emma’s 

performance was below aim levels during the baseline assessment.  

The case manager was an informed collaborator who oversaw the intervention, she had 

almost five years of experience working with children with autism. She is a BCBA ® with a 

master’s in social work and a master’s of arts in applied behavior analysis.  

The trainer was a 27-year old female with a bachelor’s in psychology with a minor in 
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behavior analysis who was working on her masters in behavior analysis. She had been working 

with typically developing children for four years in daycare settings; and worked with children 

with autism for three years. Prior to working at the organization in which the study took place, 

the trainer had provided behavior analytical services for children with autism in the clinic, home, 

school, and community. She was bilingual in Spanish and her skills included, but were not 

limited to, applying behavior analytic procedures guided by child progress as the goal (while 

having the child maintaining neutral to positive affect). The trainer’s skills included being able to 

establish rapport with the child by identifying and facilitating access to reinforcers. The trainer 

was able to identify and prioritize goal areas for the child based on the skills that would 

accelerate progress the most. The trainer was responsive during teaching sessions and shifted 

teaching strategies based on child affect and progress. This included identifying and working on 

pre-requisite skills or adding and removing supports when the child was not being successful 

during teaching; and identifying new areas for possible progress toward goal areas. The 

procedures used for teaching by the trainer included but were not limited to shaping, positive 

reinforcement, and differential reinforcement. The trainer was competent in delivering treatment 

under naturalistic teaching (NET) and discrete trial training (DTT). She was fluid in 

implementing the DANCE components with the children under her care. 

Setting and Materials 

The study was conducted at a non-profit organization whose mission is “to provide a 

caring, meaningful and high-quality program, within an evidence- based practice framework, that 

is culturally responsive and collaborative, and serves the needs of underserved children and 

families”(“Autism Spectrum Disorder Services,” n.d.) The organization provides behavior 

analytic services for children with autism that focus on rapport building, social communication, 
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learn to learn skills, and strives to create conditions of assent and shared control between staff 

and children. This project was one portion of an ongoing agency initiative to improve staff 

training procedures and outcomes. 

All sessions were conducted within the clinic which consisted of a large main classroom, 

ball-gym, three smaller rooms, an outdoor playground that had two sandpits and playground 

equipment that had three small slides. The materials for this study included a laptop to show the 

presentation and iPad® to record videos for data collection, bracelets with the DANCE acronym, 

datasheets, pencils and a timer application (Time Timer™). Other materials included toys, art 

supplies, sensory toys/materials such as water buckets, sand, Silly String, balls that light up, 

balls, hula hoops, cones, etc. 

Measures and Data Collection 

Measures used in this study were adapted and reproduced with permission from several 

studies. The behavior definitions were kept the same as in Tavera (2019) but examples were 

adapted to Shirin. The only exception was challenging behavior because the examples were 

applicable to Shirin.  The measures for staff performance were developed to track the essential 

components of an ideal teaching interaction. This included harmony between child and teacher, 

high rates of teaching interactions, child goal progress and challenging behavior. The staff 

measures were teaching interactions, child measures were challenging behavior and a child goal, 

combined measures were harmonious engagement and instructional engagement. The behavioral 

definitions for instructional engagement, harmonious engagement, challenging behavior, and 

teaching interactions are operationally defined below and the datasheet is included in Appendix 

A.  

Adapted from Cunningham (2019) harmonious engagement must include the following 
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three components and was defined as: 

Anytime a dyad is: 1) Engaged in the same activity (e.g., playing blocks, singing, 
throwing a ball, pouring water, rough housing), 2) responding to one another (e.g., one 
talks or does an action and the other looks up, one hands materials and the other receives 
them, one gives a request and the other follows the request, one models an action and the 
other imitates the action, ones throws the ball and the other one catches it), and 3) 
displaying affect appropriate to the activity and empathetic affect (e.g., both smiling at 
one another, both neutral when coloring, both laughing when one is tickling the other, 
one concentrating on building while other watches neutrally, one needs help and the other 
person helps) 
 

Instructional engagement was defined as "The child is working on any goal area, can include 

working on prerequisite skills related to goal (e.g., functional communication, shared control, 

expanding interests) and includes time that the child gets access to an appropriate consequence 

for engaging in goal related response" (Adapted from Rossi, 2012).   

Teaching interactions were defined as anytime the “Staff creates or capitalizes on a 

teaching opportunity by controlling or withholding access to events in the child’s environment to 

increase the likelihood of participation in events that the teacher can control access to. Once the 

child has emitted the target response, the staff provides an appropriate and responsive 

consequence contingent on the child’s response” (Tavera, 2019; Greer & McDonough, 1999; 

Besner et al., 2007, Ferguson, 2016). 

Challenging behavior was defined as “any response from the child that results or has the 

potential to result in physical harm to self or others (e.g., throwing items & mouthing non-food 

items)” (Tavera, 2019). It should be noted that additional examples were not added and this 

definition was not adapted.  

The case manager expressed that the child’s family had emphasized their interest in 

Shirin learning to talk because she had no conventional vocalizations or communication. Thus, to 

capture and measure child progress in meaningful goals that the family valued, the case manager 
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and family collaborated to identify goals. The goal for the child was to increase vocal 

approximations to request. This was defined as “Child will use any vocal approximations to 

access a consequence mediated by the teacher. Vocalizations must be contingent on accessing a 

consequence (item, activity, attention, praise, help, etc…) and consist of 1 or more utterances 

that are topographically different. A new vocalization begins when there is a 1 second pause 

between utterances. Example of a contingent vocalization, “papapa” for “open,” sssss for 

“swing,” aaaaaa for “again.” In addition, if the teacher is modeling a word such as “paint” (and 

has paint) and the child wants the paint, thus gives a vocal such as “tata,” that will count as a 

request to access the paint. Examples of non- request vocalizations would be the child 

spontaneously saying any vocalization without orienting to an instructor to request an item or 

event. Thereby, not receiving a consequence mediated by the instructor for the performed vocals. 

The recording procedures for baseline and intervention were done via 10-minute video 

samples of the staff and child during their session. The video was taken during the first 30 

minutes of their session. A 10-minute sample was also taken with the case manager and trainer to 

determine aim frequencies to the training goals for Emma and Shirin. The aim conditions were 

identical to baseline. That is, the same goals, instructions and materials. 

Data for harmonious engagement, instructional engagement, and challenging behavior 

were collected using a partial interval 10-s system. A frequency count per minute was used to 

record teaching interactions. Shirin’s goal was measured using a total frequency count. All 

measures were recorded from 10-minute video assessments. During baseline, 10-minute video 

assessments were taken at the beginning of sessions, and in the beginning of training sessions 

except for the initial training day.  
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Experimental Design 

The study evaluated the effects of using DANCE training on staff and child using a 

within subject multiple baseline across settings (Baer, Wolf & Risley,1968). One setting was 

indoor instruction and the other outdoor instruction. 

Procedures 

Indoor Baseline  

The trainer informed the staff that a video would be taken and that she should conduct the 

session as usual. As in the Tavera (2019) study, the staff were given the following brief 

statement: “We are piloting a new staff training program in collaboration with Dr. Shahla Ala’i. I 

will be taking a 10-minute baseline video, please conduct your session as you normally would.” 

After the video was collected, the trainer said, “thank you” and no feedback was given.  

The sessions were arranged as follows and consisted of Emma and Shirin being able to 

go anywhere within the clinic. They were free to choose any activity. They played with various 

toys such as, play- doh, sand, puzzles, water-beads, blocks, rice bin and a marble maze. For the 

most part, Emma made comments during her play with Shirin. Shirin engaged with Emma the 

most with sensory based toys/play (sand, water-beads, rice) more than with non-sensory toys 

such as the marble maze, blocks, etc. However, Shirin would disengage or leave Emma if she 

was not interested in the play. Shirin would also elope or climb on surfaces to access toys she 

wanted to play with.  

Training Phase 1: Value-Based Training 

The first phase of training began with a one hour introductory discussion supported by a 

PowerPoint presentation (Tavera, 2019; see Appendix B). The discussion took place in the 

conference room of the organization in a group format. The main emphasis was given to the 
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company’s mission, culture, philosophy, and teaching strategies (see Table 2). The mission of 

the organization is “to provide a caring, meaningful and high-quality program, within an 

evidence- based practice framework, that is culturally responsive and collaborative, and serves 

the needs of underserved children and families.” Each component of the mission was explained. 

For example, in regards to being culturally responsive and collaborative, it was explained how 

the organization adapts treatments for the children, their families and/or stakeholders so they feel 

comfortable. This way their cultural values are taken in consideration when developing treatment 

procedures. The organization also is collaborative with other professionals from various 

disciplines to better serve their clients within an evidence-based framework.  

The teaching strategies were adapted from a parent training program Sunny Starts (Ala’i-

Rosales, Cermak, & Guõmundsdóttir 2013). Sunny Starts focuses on teaching parents and their 

children how to engage in back and forth enjoyable interactions to help improve their family’s 

“social dance.” In the Sunny Starts program child and parent behaviors are targeted. The 

DANCE focuses on identifying (1) how to increase and facilitate number of initiations and 

responses (2) how to help parents prolong those interactions (3) how to improve motivation so 

both child and parent enjoy their company (4) how to inculcate those interactions during the 

children’s waking hours (Ala’i-Rosales, Cermak & Guõmundsdóttir 2013). 

The experimenter explained each element from the DANCE and gave client specific 

examples from when she, the case managers, or the staff had applied the DANCE during session. 

Four case managers, the assistant director, two staff and the trainer were present during this 

discussion. The members present in the discussion were part of the community of practice. The 

discussion began by talking about the philosophy, culture, mission, and values of the 

organization. Producing valued-accomplishments through responsive, high-quality teaching was 
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discussed. Then, we discussed what the teaching DANCE was, as a metaphor, the trainer 

explained that to have two people dance, they both must follow a rhythm, do the steps of the 

style of dance, and adapt to each other’s rhythm and synchrony. This metaphor was compared to 

teaching as an experimental D.A.N.C.E. The trainer defined the acronym as follows: Decide, 

which involves decision making of the teaching that will take place.  Arrange, the environment 

needs to be conducive for learning. This includes materials and setting in addition to analyzing if 

the current situation is the best environment to teach the target behavior.  

Now, involves the mechanics of timing. Which include being responsive to the child and 

reinforce immediately the target behavior and if the child is not able to reach the target behavior, 

the teacher must be responsive to reinforce approximations and shape the behaviors to reach the 

target behavior. Thus, accelerate progress. Contemplate, involved a constant evaluation of the 

current teaching conditions and the child’s affect. The teacher must contemplate his/her behavior 

as well as the child’s comfort with the process. In order for the teaching interaction to continue, 

the teacher has to evaluate, adjust or change based on child’s progress. Lastly, enjoy; We want 

happy learners! This includes teacher and child, if a teaching interaction is enjoyable for both 

parties, it is likely to be harmonious. During each component of the D.A.N.C.E, the trainer gave 

an example that was child specific to the participating staff. The trainer was familiar with the 

children and staff because she was their senior instructor. To finalize the initial phase of training, 

a welcome video was played and began with the following script “Welcome to (name of 

organization), prepare to have fun! Teaching is a DANCE of love and progress. This was 

followed by various short clip videos of the community of practice members which included: 

staff members, children, director, assistant director and case managers. The main point of the 

welcome video was to illustrate components of the DANCE within the organization. The 
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children and staff were harmonious while working on a goal area. Not all videos showed the 

DANCE with one dyad but each component was shown throughout the welcome video. The 

video also emphasized the following, “Great teaching leads to: effort, responsivity, analysis, 

flexibility, decision making, problem solving, critical thinking, clinical judgment” All those 

words were around the focus being science and care which leads to rapid and meaningful 

progress. At the end of the discussion, the trainer gave everyone a bracelet that said DANCE. 

The bracelet was to serve as a prompt for the DANCE components. 

Training Phase 2: Indoor DANCE Training 

The first day of training began with the experimenter spending the entire 3-hour- session 

with the Emma and Shirin. The trainer modeled, rehearsed and gave feedback related to the 

DANCE training, simultaneously, the training was related to the institution’s values.  Feedback 

and training was given in Spanish or English depending on what was more effective in the 

moment. In the following sessions, the experimenter spent from 45 minutes up to 1.5 hours with 

Emma and Shirin depending on what the staff needed help with. In all sessions, the experimenter 

did the previously described training (see Table 3), but worked on the areas that were needed that 

day. At the end of the day, Emma received written feedback of the things she did great and 

things she needed to work on. Each component of the feedback was related to the DANCE 

component that it pertained to. 

The DANCE components that Emma learned were (1) creating teaching opportunities 

that included clear goals to work on, knowing how to set the teaching opportunities and knowing 

the target behaviors that counted or what approximations could be shaped to achieve a desired 

response. For example, Emma learned to identify what play and materials (i.e., water, paint and 

silly string, etc) served as a reinforcer to teach vocal requests to Shirin. The trainer worked on 
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teaching Emma how to give paint to Shirin contingent on vocal approximations to requests or 

other responses targeted. Emma practiced having control of the materials and provided access to 

Shirin contingent on the goal that was targeted at the time. (2) Responsiveness. Emma needed to 

be attentive to Shirin’s current interest, mood, skill-level in a program, and affect. For example, 

Emma practiced how to identify if Shirin was no longer interested on the activity, or if she 

refused an activity, Emma shifted to something that could be used to create a teaching 

opportunity. On various occasions, Emma wanted to move on to a different activity and Shirin 

appropriately protested with vocal approximations or signs that she wanted to keep playing. The 

trainer taught Emma to honor Shirin’s requests and explained how that was being responsive.  

(3) Arranging. The environment consisted on creating optimal learning conditions, using the 

necessary materials. This included, reinforcers as well as a variety of activities that Shirin liked 

and that she could sample (4) Now. Emma also needed to work on making access contingent on 

the target responses to teach as well as regulating access to reinforcement. Following the first 

day of training, a typical session consisted of the experimenter taking a 10 minute video of 

Emma and Shirin at the beginning of their session to measure the effects of the DANCE training 

taught previously. 

Outdoor Baseline  

During baseline in the outdoor condition, Emma and Shirin had free access to the 

playground equipment and sand pits. Shirin would stare away or grab sticks to break them and 

then twist them and she would isolate herself. If Emma approached Shirin, she would run away. 

While in the sand pit, Shirin would take all the sand toys out and throw the sand out of the sand 

pit. If Emma tried to engage Shirin, she ran away. At times, Emma and Shirin engaged playing 

briefly when Shirin requested to be picked up by Emma. The experimenter informed the Emma 
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that a 10-minute video of the DANCE training would be collected to evaluate its effects in the 

outdoor conditions as part of the staff training. No further feedback or instructions were given.  

Training Phase 3: Outdoor DANCE Training 

At the beginning of each training session, the experimenter took a 10-minute video just 

like in Phase 1. The experimenter trained Emma on how to arrange the outdoor environment to 

create more learning opportunities for Shirin. Emma’s training was given in Spanish and 

English. In order to maximize learning, Emma, the case manager, and experimenter brainstormed 

outdoor play ideas that Shirin could potentially benefit from. It was important to include the play 

and things Shirin liked and at the same time expand her interest and play. Various things were 

sampled and not always successful. Emma suggested that they paint with colored ice cubes on 

the concrete, bring chalk and bubble- wrap (to stomp on it). Based on previous observations of 

the Shirin’s play behaviors, the experimenter brought some of the things Shirin already liked to 

play with indoors. In addition, close attention was paid to the properties of certain play actions 

that Shirin liked doing (indoors and outdoors) such as throwing objects and watching them fall, 

breaking sticks and spinning them. These were used to find toys that had those elements to play 

and engage with Shirin outside. A parachute toy with a toy-man was brought, a kite, flying 

saucers helicopters, a small toy-drone and water-blaster. This arrangement was necessary as 

Shirin would only briefly or rarely engage with the outdoor equipment or peers. Instead, she 

would stare away, throw sand (and sand toys) out of the sand pit, break sticks and twist them.  

For the outdoor condition, Emma needed to work on creating multiple learning 

opportunities that were appropriate for outdoor play. Emma modeled various play actions to 

Shirin using different materials. If a toy became reinforcing and thus it increased frequency of 

the target behavior (e.g., vocals, play, etc…), the trainer worked on showing Emma how to 
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regulate access. Because the Shirin liked playing with water and sand, the trainer brought a 

bucket of water and poured water in the sand. Shirin then requested via vocal approximations for 

more water to be poured in the sand, or a small water bucket to pour water, etc. Shirin also liked 

throwing a ball back and forth, putting hoops inside a cone, being chased and pouring paint in 

water. Those materials were used to teach Shirin to play in different ways outside and request for 

the instructor to play with her or provide access.  

Interobserver Agreement  

A second observer aside from the trainer independently scored 33% of baseline and 

intervention videos for the indoor and outdoor condition. The second observer was also a native 

Spanish speaker and had experience scoring the behavioral definitions from a previous study that 

used the same harmonious engagement, instructional engagement, challenging behavior and 

teaching interaction definitions. The second observer had also experience scoring child 

vocalizations in a previous study. Total count interobserver agreement (IOA) was calculated by 

dividing the smaller of the counts by the larger of the count and multiplying times 100. The total 

count IOA for harmonious engagement during indoor baseline averaged 91% and ranged from 

89% to 93%; Intervention IOA for harmonious engagement averaged 96% and ranged from 92% 

to 100%.  Total count IOA for instructional engagement during indoor baseline was 89% and 

ranged from 87% to 91%; intervention instructional engagement IOA was 95% and ranged from 

87% to 98%. The IOA for challenging behavior during indoor baseline was 96% and ranged 

from 95% to 100%; intervention challenging behavior IOA was 100% during all sessions. Total 

count IOA for indoor teaching interactions was 86% and ranged from 85% to 86%; intervention 

teaching interactions IOA was 94% and ranged from 85% to 100%. The total count IOA for the 

indoor child goal was 100% staying consistently at 100% during baseline. Harmonious 
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engagement total count IOA for outdoor baseline was 90% ranging from 82% to 97%; 

intervention total count IOA was 92% ranged from 87% to 96%. The total count IOA for outdoor 

instructional engagement 94% ranging from 93% to 94%. The total count IOA for challenging 

behavior for indoor and outdoor conditions was 100% consistent throughout all sessions. 
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RESULTS 

D.A.N.C.E Training 

Figure 1 displays the results of the DANCE training for harmonious engagement, 

instructional engagement, challenging behavior, teaching interactions, and the child goal during 

indoor and outdoor conditions. The y-axis depicts the number of responses in 10-second 

intervals. The x-axis depicts successive observations in days. The data on the top panel shows 

results for teaching interactions and child goals in outdoor and indoor conditions. The bottom 

panel shows data for harmonious engagement, instructional engagement, and challenging 

behavior in the outdoor and indoor conditions. To the right of each graph, an aim measure is 

shown per goal and setting.  

For Emma and Shirin, results demonstrate that during the indoor condition, teaching 

interactions ranged from 13 to 33 responses per session during baseline. After intervention 

started, teaching interactions increased and ranged from 34 to 64 responses per session. Levels of 

harmonious engagement during baseline ranged from 28 to 41 intervals per session and increased 

with a range of 50 to 60 intervals per session during intervention. Concurrently, instructional 

engagement levels during baseline were 32 to 50 intervals per session and increased up to 60 and 

maintained at high levels during intervention. The child goals during baseline ranged from 2 to 7 

responses per session during baseline and increased from 31 to 74 responses per session during 

intervention.  Meanwhile, challenging behavior during baseline was at low levels ranging from 0 

to 3 intervals per session and maintained at zero levels during intervention. Overall, levels of 

teaching interactions, harmonious engagement, instructional engagement and child goals 

increased and remained high during intervention. Simultaneously, challenging behavior levels 

were low during baseline and remained at low levels and zero levels during intervention.  
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Outdoor condition baseline levels for teaching interactions ranged from 9 to 23 responses 

per session and increased during intervention, ranging from 42 to 60 per session. Harmonious 

engagement performance during baseline ranged from 23 to 34 intervals per session and 

increased to higher levels ranging from 42 to 52 intervals per session during intervention. In 

addition, instructional engagement during baseline ranged from 16 to 43 intervals per session and 

increased from 56 to 60 intervals per session during intervention. The child goals during baseline 

ranged from 12 to 25 responses per session and increased from 41 to 63 responses per session 

during intervention. Challenging behavior remained at zero levels during baseline and 

intervention. 

Social Validity 

A social validity questionnaire (Tavera, 2019) and written open-ended questions related 

to DANCE training and the mission of the organization were given to Emma at the end of the 

study (see Table 5). The questionnaire asked Emma to indicate on a scale with a 7 if she 

completely agreed with the statements or 1 if she completely disagreed with the statement. The 

statements were meant to identify if Emma felt confident in arranging the environment, 

identifying and controlling reinforcers, creating harmonious interactions, and creating teaching 

opportunities in relation to Shirin’s progress. Emma gave a score of 6 on all the previous. Emma 

gave a score of 7 for her satisfaction with the training, she also felt that the training would help 

her in the future. She also gave a score of 7 to indicate she felt the training helped Shirin 

accomplish her goals. The last statement was related to the community of practice in which the 

Emma could state if she felt that she had a strong community of practice in which colleagues 

collaborated with her to make meaningful progress for the children. For that question, Emma 

gave a score of 6. The open-ended question asked, “What is the mission of this organization?,” 
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Emma answered that organization served families from various cultural backgrounds including 

underserved populations. Also, that the organization focused on being culturally responsive and 

helped children using evidence based research. The second question asked how the DANCE 

training related to the philosophy, culture, mission and values of the organization. Emma wrote, 

that she loved the DANCE training because it helped her with becoming culturally responsive, 

establishing a positive relationship with Shirin because it gave her the tools to succeed during her 

session.  
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DISCUSSION 

The study was socially valid by the staff and parents. Emma was satisfied with the 

training, she became a skilled interventionist through DANCE training and reported to the 

experimenter that she noticed Shirin did not elope anymore, or engaged in disruptive 

vocalizations to get access to things, and stopped climbing on surfaces to access toys. The case 

manager, staff members and Emma told the trainer that they highly appreciated the applicable 

exemplars of the DANCE. They specifically told the trainer that child-specific examples from 

the DANCE and how it applied to them during session, made a difference in their understanding. 

Emma was not familiar with Behavior Analysis and she told the trainer that she liked how the 

material was made relatable, thus easy to understand and apply. 

The goal selected for Shirin was a priority and highly valued by her family. Shirin 

learned to consistently make multiple vocalizations to request items, activities or help. The 

trainer was told by various instructors, the case manager and Shirin’s mother that Shirin was 

spontaneously saying words. The experimenter witnessed Shirin saying, “Again,” “throw it,” 

“see,” “set go,” “toy,” “yeah” and “done.” The case manager reported that Shirin said, “told 

you.” The instructors reported to the trainer that Shirin said, “more,” “throw it, “go” and “ball.” 

Lastly, Shirin’s mother reported that Shirin said, “thank you” and “tata,” the later meaning 

“give” in Shirin’s family’s native language. The way Shirin was taught was in line with the 

organization’s values. There were harmonious teaching interactions and aversive procedures 

were never used. Sessions were child-led by Shirin meaning she chose her reinforcers and 

activities to engage with. Emma used Shirin’s interests to teach her throughout the session. 

Shirin learned to say new words and sounds, and the parents were happy with the intervention.  
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Through DANCE teaching, Shirin learned to say new vocals that she could not say 

during baseline and during part of the treatment. This is reflected in the outdoor second baseline 

as her baseline aim is significantly higher than the first indoor aim. Shirin continued to make 

progress and thus Emma’s and Shirin’s scores surpassed or met aim sample criteria. Intervention 

aim samples were taken at the time during baseline. Emma became a skilled interventionist who 

could do the DANCE and created high rates of learning opportunities. During intervention, 

Emma was able to maintain a range of teaching interactions at 34 - 64 responses in 10 minutes, 

vocalizations ranged from 31-74 in 10 minutes during indoor condition. For the outdoor 

condition, Emma’s teaching interactions ranged from 42-60 in 10 minutes. The child 

vocalizations ranged from 41-63 in 10 minutes. The teaching interactions and child vocalizations 

reached the recommended range of 50-100 learning opportunities per hour mentioned by Howard 

and colleagues (2005). 

For the outdoor condition, there were lower levels of harmonious engagement, child 

goals, teaching interactions, outdoors. It was decided that there was a need for arranging the 

outdoor environment to produce behavior change. This arrangement included adding materials to 

sample and engage with the Shirin outside. Some of those materials became reinforcers, some of 

the materials were neutral and some irrelevant. Sampling and novelty played a role in what 

activities became reinforcing for Shirin. However, the sampling was done considering the toys 

and play actions such as throwing objects which Shirin enjoyed doing. Shirin liked throwing 

water, sand, rice and beads. Throwing was made into a game outside, the hula hoops were 

thrown in the cones, Emma made Play-Doh ® balls and sand balls to throw with Shirin; a 

parachute toy that they could throw was brought, a water-splasher to squirt water and watch it 

fall was also brought. 
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Indoor DANCE training did not generalize for the outdoor conditions. Despite sand being 

an available reinforcer in the sand-pit, Emma did not generalize how to control and regulate this 

reinforcer. There was a need for explicit training in most DANCE components for the outdoor 

condition. Emma worked on regulating access to the sand and reinforcing a class of responses 

from Shirin. There were no models on the playground who brought additional toys/materials 

outside to arrange teaching interactions nor models of successful teaching interactions in the 

outdoor settings. Controlling and regulating access to the materials outside such as water, paint 

and sand was complicated. Various small buckets were brought to pour or put sand in. The 

buckets served multiple purposes as the water, pain, balls and sand could be poured as part of a 

game.  

A strength of the study was the ability of both the trainer and Emma to speak Spanish to 

communicate more effectively with each other, thus produce rapid change. Future replications 

must consider the activities, toys, and components that the child is interested in to implement a 

meaningful individualized and successful DANCE. 

 The DANCE training was aligned with the organization values and mission of being 

effective, caring and avoided the use of aversive procedures. This purposeful training 

arrangement is based on Gilbert (1978) and Binder (2016). In this case the DANCE training 

merges the values of the family and the organization through its training. Having an engineered 

training framework that aligns with the organization is purposeful for its sustainability at home 

and clinic.  

DANCE is similar to TIP and BST in many ways. Like DANCE, TIP and BST give explicit 

instructions, models, rehearsal/simulation, feedback and target explicit staff training components. 

However, DANCE is an expansion to the TIP and BST as it explicitly talks about the values and 
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their importance during training. Rationales of the values from the family and organization are 

made relevant in each step of the training. Although TIP teaches rationales it does not mention 

the values. DANCE training explains the “why” we do things through rationales and the “how” 

through values. For example, building rapport is a value of the organization which is a 

component explicitly targeted in DANCE training.  In like manner, the accomplishments from 

the training aligned with the values of the organization. The high rates of teaching, instructional 

engagement under DANCE training created effective and meaningful outcomes. The outcomes 

were valued by the family (vocals) and the organization as the latter has in its mission to be 

culturally responsive and collaborative with the stakeholders of the children. Another feature of 

DANCE training is that the training does not stop until the child and staff (or children and 

parents) make progress. Progress is measured through self-evaluation, measures of staff-child 

interactions, and by teaching explicit staff DANCE components. Most importantly, the DANCE 

is flexible and modifications and revisions of the training are made until progress is made.  

EIBI is known for providing rich learning opportunities during a child’s waking hours. 

Through DANCE, Emma provided high rates of learning opportunities to Shirin under 

naturalistic teaching. Over the three-month treatment period Shirin maintained the acquired 

vocals and expanded her repertoire. This is coherent with the EIBI literature reporting that gains 

maintain over time and that there is skill growth over time (Howard et al., 2014). The Green and 

colleagues (2019) study suggested that more child-staff measures were needed to evaluate the 

staff and child progress concurrently. The present study captured staff and child progress by 

measuring teaching interactions created by the teacher (a staff measure) and the child progress 

was reflected through teaching interactions, instructional engagement and the child goal.  
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Future directions include taking more aim data to see trends across therapists, settings, 

days and teaching conditions such as discrete trial training (DTT). DANCE training 

demonstrated to be an effective staff training procedure in previous research (Ala’i-Rosales, 

Cermak & Guðmundsdóttir 2013; Guðmundsdóttir¨, Alai-Rosales, & Sigurðardóttir 2018; 

Guðmundsdóttir, Sigurdardottir, & Alai-Rosales, 2017; Cunningham, Linden, Ala’i- Rosales, 

Rosales-Ruiz 2019; Townley-Cochran, Baker, Alai-Rosales, Rosales-Ruiz, Cihon, Cox, & Hunt 

2014; Tavera, 2019) and in the present study. A limitation of the study is the child vocalization’s 

definition. Although, the definition was created to capture the function of vocalizations and not 

just the topography, revisions in the wording in where a consequence is contingent upon a 

vocalization should be made for a better implementation of the definition.  

The DANCE training was an effective intervention for teaching Emma how to increase 

the rates of harmonious engagement, instructional engagement, teaching interactions and a child 

goal (vocal requests); while maintaining challenging behavior at zero levels during intervention. 
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Figure 1. The left graph is a multiple baseline across settings displaying the number of teaching interactions during a 10-minute 
sample using a frequency count. The graphs on the right are multiple baseline across settings displaying the number of 10 second 
intervals during a 10-minute sample for child goal related responses in the form of vocalizations, harmonious engagement, 
instructional engagement and challenging behaviors. 
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Table 1 

Components Present and Missing in BST, TIP and DANCE  

Components BST TIP DANCE 

Rapport building - - x 

Values  - - x 

Rationales - x x 

Self-evaluation - - x 

Measure of staff and child interactions - x x 

Explicit staff training components x x x 

Value-outcome correspondence - - x 

Instructions x x x 

Models x x x 

Examples/ Nonexamples - x x 

Rehearsal/ Simulation x x x 

Feedback x x x 

Progress requirement across conditions   x 

Adapted from Tavera (2019).The - symbol shows the components missing in the procedure. The x symbol represents that the component is present in the 
procedure. 
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Table 2 

Topics Discussed during Phase 1: Value-Based Training 

Topic Discussed Rational Example 

Organization Philosophy  Understand the values under which the organization grounds its 
foundation for treatment approaches.  

The trainer mentioned the philosophy, “We have but one life. We 
get nothing out of that life except by putting something into it. To 
relieve suffering, to help the unfortunate, to do kind acts and deed 
is, after all the one sure way to secure happiness or achieve real 
success. Your life and mine shall be valued not by what we take… 
but by what we give.” Edgar Allen. 

Organization’s Culture  

Valued outcomes that are important for the family and organization 
are the goal of intervention. Intervention is guided based on 
evidence-based practice and child progress is the driving force of 
intervention. The organization forms a community of practice who 
is on a mission to achieve all the previous. 

Examples of family valued outcomes were provided. For example, 
if a family wanted us to heavily emphasized in teaching their 
daughter to communicate through spoken words. We would target 
that area (among others) within the culture of the organization. We 
would first build rapport with the child, we would teach with 
compassion and care while using the principles of behavior 
analysis to teach.  

Organization’s mission  
The mission states the values under which the organization 
operates. This indicates how treatment is approached at the 
organization.   

The mission was broken down into its components (caring, 
meaningful, high quality program, evidence based, culturally 
responsive, collaborative, served needs of underserved children and 
families) and each point was explained.  
For example: The trainer said, if a family asks us to work on toilet 
training, we will work in this area using the principles of behavior 
analysis to work on toilet training. We will do it in a caring way 
(avoiding use of aversive procedures).  

Valued accomplishments  Produce valued accomplishments through responsive, high quality 
teaching. 

We discussed how we implemented scientific caring teaching, 
based on ABA principles and the three-term contingency. We 
valued the relationship between the staff and children. This is 
important because our valued accomplishments as an organization 
align with the values of the family and organization’s (mission, 
culture and philosophy). 

   (table continues) 
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Topic Discussed Rational Example 

The Teaching DANCE  DANCE was explained as a metaphor and acronym. 

D (decide), A (arrange), N (now), C (contemplate), E(enjoy). 
Several recent child specific examples that the staff were familiar 
with were given. For example, the teacher said when staff X 
arranged the toys and used the preferred toys as reinforcers to teach 
receptive identification, she had decided what to teach, she 
arranged the room, materials and child’s position to have the best 
conditions to learn, the teacher knew when to end the trials and 
reinforce correct responses. She was responsive and contemplated 
that the child worked hard and it was  
time for both to play during reinforcement time.  

Three-Term Contingency  Behavior occurs in under three contingencies. Antecedent, 
behavior and consequence. 

Examples of antecedents, behaviors and consequences were given. 
DANCE components were put into the three-term contingency 
with child-specific examples. 

Dance Lessons 

Approach, social 
orientation & 
responsiveness 

Approach, social orientation and responsiveness were taught as the 
first key elements to start a teaching interaction.  

First we work on having the teacher become a source of 
reinforcement for the child. The teacher facilitates play, offers toys, 
and helps the child with anything he/she needs. This should 
facilitate the child approaching the instructor. The teacher is taught 
to take and reinforce social orientation (body proximity, eye 
contact or facial orientation as a social interaction). The teacher is 
taught to always responsive to the child. For example, If the child 
disengages or leaves the teacher, the teacher must analyze and 
rearrange the circumstance to create more approach and learning 
opportunities.  Only after the teacher has success in the behavior 
loop (or prerequisites) of the target response, the response 
complexity can be shaped.  

Increasing response 
complexity 

Once the teacher had a consistent loop of behaviors, the teacher 
could shape the response complexity. 
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Table 3 

Training Phase 2: Indoor DANCE Training 

Component Taught Example 

Decide Emma learned to identify what goal(s) to work on throughout the session and to always have a goal to work on 
during the session. For example, vocal requests, peer interactions, play expansion, following instructions.  

Arrange 
Emma learned that to teach, she must have a reinforcer and other toys/activities to sample that could serve as 
reinforcers. She learned to arrange or find the best location/ classroom to teach a specific goal. Emma began to 
carry a small box with Shirin’s favorite items: a ball that lit up, moon sand, play-dog, silly string, spinner toys. 

Now 
Emma worked on making access contingent on the target responses, the timing of reinforcement delivery, and 
taking response approximations when necessary. For example, if Emma modeled, “more” and Shirin said, 
“mmmm,” the approximation got reinforced.  

Contemplate 
Emma learned to shift her behavior contingent on child progress. If Shirin did not want to play with a toy and 
appropriately protested, Emma honored Shirin’s protest. Emma let Shirin choose her reinforcers and used them to 
teach her vocal request during play.   

Enjoy Emma and Shirin constantly engaged in harmonious engagement. Their affect was positive and Emma enjoyed 
seeing Shirin make progress. Shirin also laughed and giggled during work and play time.  
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Table 4 

Training Phase 3: Outdoor DANCE Training 

Component Taught Example 

Decide 
Emma targeted vocal requests, play expansion, following instructions, and imitation in the natural environment. 
For example: Emma showed Shirin how to paint on the concrete with chalk, and would tell her, “you do it,” 
natural instructions embedded within activities included, “help me clean up,” “let’s go,” “give me,” etc.   

Arrange 

Shirin rarely used the playground equipment and did not play conventionally with the toys in the sand pit. Thus, 
Emma and the trainer arranged new ways of playing. They brought a bucket of water, paint, chalk, hula hoop, 
cones, a parachute toy etc. Shirin  liked playing with water, Emma used the water to pour it in the sand and made 
sand castles and balls with Shirin. Shirin liked the activity and often requested for more water to be poured.  

Now 

Emma practiced being responsive by accepting a class of responses to reinforce vocal approximations. For 
example, If Emma modeled, “water” and if Shirin said, “tata,” Emma reinforced that approximation but shifted to 
model an approximation that Shirin could successfully achieve such as “ahhh” for “water.” Emma continued to 
embed herself with reinforcing consequences and played with Shirin. Emma gave immediate access to the 
reinforcer contingent on the target response.  

Contemplate 

Emma learned to be guided by Shirin’s progress and affect. If harmonious progress was happening, Emma could 
keep teaching and continued to reinforce the target behaviors. If Shirin was frustrated or not making progress, 
Emma practiced to adjust and problem solve the situation. For example: if Emma was pouring water and Shirin 
tried to take the bucket to pour the water herself, Emma taught her to request (via vocal approximation) for the 
bucket. This decreased Shirin’s bargain for the bucket as she learned a clear way to get her reinforcer. With that 
said, Emma also practiced to analyze within session, what was reinforcing in the moment so she could shift. 

Enjoy 
Emma and Shirin were in harmony once the contingencies of how to give Shirin her reinforcers were established 
and when Emma learned what was expected of her during her sessions. They laughed and smiled as they worked 
and played. 
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Table 5 

Post Intervention Staff Questionnaire Results for Emma 

Question Score 

1. I feel like I am able to arrange the environment, including reinforcement identification and control, in order to accelerate 
client progress toward current goals 6 

2. I feel like I am able to arrange a harmonious interaction with my client where we are both responding to one another while 
engaged in the same activity and have empathetic affect. 6 

3. I feel like I am able to identify different opportunities throughout my session, across environments, to work on my client 
goal areas. 6 

4. I feel like I have a strong community of practice with my colleagues who I can collaborate with in order to make meaningful 
progress for my clients. 6 

5. I am satisfied that the training helped the children I work with learn and/or accomplish goals. 7 

6. I think this was an important training program and will likely help me in the future. 7 

Questions reproduced with permission from Tavera (2019). A score of 1 indicated that she completely disagreed with the statement and a score of 7 indicated she 
completely agreed. 
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APPENDIX A 

DATASHEET AND OBSERVATION CODE
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APPENDIX B 

TRAINING POWERPOINT  

Reproduced from Tavera (2019) with permission from Marlene Tavera.
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