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The Ecologically-Based Activity Plan (EBAP) is proposed as a method to create a 

transition between special education and general education. It serves as a tool to help 

classroom teachers assess the environment of the class and as a method for embedding 

instruction within the naturally occurring context of the endogenous constructivist 

classroom. 

In this study the EBAP was used to reduce aggressive behavior and increase 

prosocial behavior among five children who displayed developmental delays in the social 

and emotional domains. The children were between the ages of 4 and 8. They were in 

four different settings that included: (a) a Head Start classroom, (b) an early childhood 

special education classroom, (c) speech therapy classroom, and (d) an inclusive 

kindergarten class. Each student demonstrated a reduction in aggressive behaviors and 

an increase in prosocial behaviors. In addition, the teachers who participated in the 

study provided information that will enable other teachers to use the EBAP with greater 

ease. 
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CHAPTER I 

INTRODUCTION TO THE STUDY 

Historically, philosophy has sought to understand the nature of knowledge 

through avenues such as rationalism, empiricism, revelation, authoritarianism, and 

intuition (Terry, 1979). In the early part of the 20th century philosophy and science 

achieved a measure of integration as philosophers began to form theory based on 

observation, hypothesis, and measurement (Kamii & Ewing, 1996). During this time Jean 

Piaget (Piaget, 1973) began observing the growth and development of young children and 

initiated a process of identifying biological structures through which children build 

individual cognitive concepts of knowledge based on their interactions with the world. 

Piaget influenced modern views of children's education by focusing on their internal 

construction of knowledge within intellectual, physical, and social aspects of growth 

(DeVries, 1997). Piaget's focus has become the foundation of the current endogenous 

constructivist movement which emphasizes the internal construction of holistic 

knowledge structures in which the learner constructs new knowledge from old knowledge 

(Moshman, 1982). 

Originally trained as a biologist, Piaget drew upon his observations of adaptation 

and evolution in the natural world to form his beliefs about the human construction of 

knowledge. He consequently came to believe that researchers attempting to understand 



human concepts of knowledge must study its formation in order to understand its nature. 

Hence, the nature of knowledge came to be understood as a process where internal 

cognitive configurations are forged in experiences that intersect with the cognitive, 

social, emotional, and physical aspects of the child's environment (Kamii & Ewing, 

1996). It does not exist in the object nor in the subject; it is apparent only in the 

interaction between the two (Piaget, 1976). Understanding the nature of knowledge, 

therefore, is a matter of analyzing its formation rather than its end product (Kamii & 

Ewing, 1996). 

Piaget further outlined a developmental sequence that happens when this 

interaction with the environment occurs. Noting that the sequence ensues within 

intellectual, physical, and social contexts, he stated that maturation in each domain was a 

matter of sufficient time and individual constitution. Children need time to explore their 

surroundings. They will regulate their exploration according to their personal time tables 

(Piaget, 1973). 

Moshman (1982) encompasses Piaget's ideas through the concept of "endogenous 

constructivism." This form of constructivism focuses on an individual's internal 

construction of knowledge and is based on the theory that new knowledge is created from 

old. It is a personal understanding of environmental events. The individual, therefore, 

becomes an architect in the knowledge forming process as one imitates, explores, 

discovers, manipulates, questions, and reflects upon one's environmental ecosystem. 

Enodogeneous constructivism, likewise, views social development as an internal 

construction of knowledge. It is best achieved through experiences that interweave the 



child's natural and spontaneous attempts at socialization with the interactions of others 

(De Vries, 1997). This type of social development is a building process that occurs 

through three interwoven activities: (a) the developmental stages within the child, (b) the 

internal coordination of knowledge that builds upon previous experiences, and (c) a 

reflection of personal social encounters. These activities involve the organism as a whole 

emphasizing the child's intellectual, physical, and social aspects. Social development is 

also invariant in its sequence of growth (Moshman, 1982). 

Developmentally appropriate programs espoused by the National Association for 

the Education of Young Children (NAEYC) are posed as one avenue for extending 

endogenous constructivist theory for young children to the teaching context. NAEYC 

highlights three basic principles of developmentally appropriate practice that also 

correspond with ideas that undergird an endogenous constructivist framework: (a) the 

study of child development provides a backdrop for understanding and predicting 

behavior among general age ranges of children, (b) the strengths and individual 

characteristics of children must be incorporated in program development, and (c) social 

and cultural contexts in which children live serve as the platform for making learning 

meaningful and relevant to the child (Bredekamp & Copple, 1997). 

Young children with special needs, however, may not achieve maximum success 

in the developmentally appropriate program due to a lack of skills necessary to engage 

with the environment. Physical problems, intellectual delays, or social and emotional 

factors may deter a child from utilizing the skills necessary to grow in a developmentally 

appropriate program (Carta, Schwartz, McConnell, & Atwater, 1991; Howard, Williams, 



Port & Lepper, 1997; Mallaroy & New, 1994). In addition, children at risk for social and 

emotional delays may exhibit behaviors such as aggression and lack of social 

engagement (Kauffman, 1997). These behaviors may serve as deterrents to positive social 

constructs and preclude natural interaction among peers (Hanline, 1993). Literature in 

this area suggests three principles that practitioners can use in helping children develop 

social engagement for children with developmental delays within developmentally 

appropriate contexts: (a) teacher strategies for involvement with the children may be 

enhanced, (b) intervention strategies may be necessary for some children, (c) 

environmental manipulation can be used to help children grow socially (Fox, Hanline, 

Vail & Galant, 1994; McEvoy & Yoder, 1993). 

The Ecologically-Based Activity Plan (EBAP) (Haney & Cavellero, 1996) is 

proposed as a teaching intervention for children with social and emotional delays. It is a 

planning heuristic that enables a teacher to embed strategies for enhancing social 

development within the context of an endogenously constructivist based and 

developmentally appropriate classroom (Haney & Cavallaro, 1996). It emphasizes three 

factors of an ecological assessment: (a) the particular activity, (b) the teacher's role, and 

(c) the role of the child's peers. Each assessment looks at contextual and antecedent 

factors that aid the teacher in designing a strategy that will help the child in successfully 

interacting with peers. In addition, the EBAP model uses a task analysis that matches the 

child's skills with the skills needed to complete the activity (Haney & Cavallaro, 1996). 

Purpose 

The purpose of this study is to determine if the EBAP (Haney & Cavellero, 1996) 



can be used to create a transition between constructivist educational philosophy and the 

acquisition of discrete social and emotional Individual Educational Program (IEP) goals 

among children classified as developmentally delayed in the social and emotional 

domains. In addition, the study will attempt to discover information that will enable 

educational practitioners to design and to assess developmentally appropriate 

interventions for children with social and emotional delays within the context of the 

child's natural classroom setting. 

"For the young child play is his work." (Hymes, 1963, p. 171). Play has been 

described as "activities that children engage in naturally; they do not need to be prodded 

to play. Play is useful to children in helping them understand and express the world, both 

at a thinking level and a feeling level" (Spodeck, Saracho, & Davis, 1991, p. 187). 

Through play children learn the skills of interaction that enable them to explore their 

world. They can learn to master physical and social skills, build symbolic representations 

of their world with objects they manipulate, and use imitative, symbolic, dramatic play to 

observe and to act upon the adult role models in their environment (Read & Patterson, 

1980). Natural forms of spontaneous play are out of some children's reach, however, due 

to disabilities that prevent them from joining with peers and adults in activities. (Fox, 

Hanline, Vail, & Galant, 1994). Children with disabilities in social and emotional 

domains are particularly vulnerable to this problem. Deficits in this area do not tend to 

correct themselves with maturation (American Psychological Association, 1993; 

Goldstein, Sprafkin, Gershay, & Klein, 1996; Katz & McClellan, 1997). In addition, 



social and emotional deficits in young children have been linked to aggressiveness or 

social withdrawal in later years (Goldstein, Sprafkin, Gershar, & Klein, 1996). 

According to the American Psychological Association (1993), the greatest predictor of 

future violence is aggressive behavior in the early years that has been allowed to continue 

as the child grows older. Children who participate in active social engagement at a young 

age are more likely to be accepted in their peer group and gain entrance into peer directed 

situations that allow them to practice and reinforce their developing social skills 

(Kemple, 1992). 

During the preschool and early school years children learn social skills best 

through experiences that interweave their natural and spontaneous attempts at 

socialization with the interactions of others (Haney & Cavallero, 1996; Katz & 

McClellan, 1997). Instruction that is characterized by teacher or direct instruction 

emphasizing "lessons, lectures, workbook exercises, and exhortatory approaches" (Katz 

& McClellan, 1997, p 20) have not proven successful in generalizing appropriate social 

skills to contexts outside the classroom or the teaching lesson (Katz & McClellan, 1997). 

Strategies that lead teachers to incorporate the child's play, seek individualized solutions, 

and provide opportunities for the child to construct new social understandings have 

proven effective in decreasing noncooperative social behavior and increasing social 

engagement (Haney & Cavallaro, 1996: Katz & McClellan, 1997). 

Developmentally appropriate programs connected to endogenous constructivist 

philosophy, incorporate spontaneous play as a methodology for supporting social 

engagement within the classroom context (Bredekamp & Copple, 1997). Children with 



identified developmental delay in the social and emotional domains, need a bridge to 

connect spontaneous individual play with instruction that promotes increased cooperative 

social engagement (Carta, Schwartz, McConnell, & Atwater, 1991; Mallory & New, 

1994; McEvoy & Yoder, 1993). The EBAP (Haney & Cavellero, 1996) is proposed as 

one tool for creating the link between developmentally appropriate contexts and the 

child's need for appropriate social skill education. Further, it can be viewed as an 

intervention that embeds social engagement strategies within the naturally occurring 

environment of the developmentally appropriate classroom. It emphasizes three factors of 

an ecological assessment: (a) the particular activity, (b) the teacher's role, and (c) the role 

of the child's peers. Each assessment looks at contextual and antecedent factors that aid 

the teacher in designing a strategy that will help the child successfully interact with peers. 

In addition, the EBAP model uses a task analysis that matches the child's skills with 

those needed to complete the activity (Haney & Cavallaro, 1996). 

Three assumptions are made in undertaking this study. First, a need exists for 

creating a transition between constructive philosophy and IEP social and emotional goals 

for children classified as developmentally delayed in the social and emotional domains. 

The need for this transition will continue to be a focus of concern within the context of 

classrooms that use developmentally appropriate curricula. Second, the EBAP will 

continue to be a source of intervention to support teachers in meeting discrete social and 

emotional goals of children classified as developmentally delayed in the social and 

emotional domains. Third, teachers who choose to use the EBAP to meet and assess 
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social and emotional IEP goals for children with developmental disabilities in the social 

and emotional domains will benefit from the information provided by teachers in this 

study. The information will enable other teachers to use the EBAP model for planning 

and assessment easily and effectively. 

T .imitations 

The limitations of this study are based on five basic principles inherit in the 

design of the study. Five subjects will be used and their behaviors will be examined 

through a single subject research analysis, therefore, generalization to the greater 

population will not be a part of this study. Second, this study does not answer the 

question as to whether the children's behavior would increase or decrease without the use 

of the EBAP model. Third, the study does not answer the question as the whether the 

instrument causes a greater or lesser effect in aggressive or prosocial behavior when 

compared to another instrument. Fourth, the quantitative section of this study will 

demonstrate only the effects of the EBAP upon the five children chosen. Implications 

concerning the effect of the intervention cannot be made for other children. Fifth, it is 

important to note that the EBAP model only will be used in this study with children who 

have a developmental delay in the social and emotional domain. Replication can apply 

only to children who demonstrate the same area of developmental delay. 

Several terms will be used in this document that are intrinsic to the nature of the 

population of children described by this study and that help define the endogeneous 

constructivist orientation as it relates to the research. 



sive behavior is defined as noncompliant behavior 

that is potentially harmful to self or others (e.g., hitting, kicking, pinching, pulling hair or 

clothes, throwing objects at a person, negative or verbal statements where the intent is 

argumentative, taunting, provocative, threatening, or nonengagement with the social 

context of the classroom). Aggressive behaviors may be directed toward peers or adults 

(Tankersley, Kamps, Mancina, & Weidinger, 1996). 

defined by NAEYC as the 

"outcome of a process of teacher decision making that draws on at least 

three critical, interrelated bodies of knowledge: (1) what teachers know 

about how children develop and learn; (2) what teachers know about the 

individual children in their group; and (3) knowledge of the social and 

cultural context in which those children live and learn" (Bredekamp & 

Copple, 1997, p. vii). 

Developmental delay. The term developmental delay is defined in the Individuals 

with Disabilities Education Act (1997) as a: 

(B) Child aged 3 through 9. The term child with a disability' for a child 

aged 3 through 9 may, at the discretion of the State and the local 

educational agency, include a child 

(i) experiencing developmental delays, as defined by the State and as 

measured by appropriate diagnostic instruments and procedures, in one or 

more of the following areas: physical development, cognitive 
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development, communication development, social or emotional 

development, or adaptive development 

(ii) who, by reason thereof, needs special education and related services 

(IDEA, 1997). 

In this document, the term developmental delay in the social and emotional 

domains also applies to children who also are classified as Seriously Emotionally 

Disturbed by the state of Texas. 

Dramatic Play. Dramatic play is a form of play where children pretend to be 

persons other than who they are and use objects to represent things other than what they 

really are intended to be. In dramatic play children develop their own play situations and 

create their own dialogue by incorporating a great deal of fantasy. When dramatic play is 

based on realistic situations, it is a vehicle for young children to work through their 

feelings and to test their understanding against those of others. It helps young children to 

understand their world and to cope with it (Spodek, Saracho, & Davis, 1991). 

Early Childhood Education. Early childhood education is defined as the education 

of children from birth to age eight. It includes programs for infants and toddlers, 

preschool programs, kindergartens and the primary grades (Spodek, Saracho, & Davis, 

1991). 

Early Childhood Special Education. Early Childhood Special Education refers to 

those programs that serve children ages 3-5 with disabilities under the Individuals with 
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Disabilities Education Act Part B Preschool Grants programs. Early Childhood Special 

Education may reflect separate class placements, resource rooms, or regular classrooms 

(U. S. Department of Education, 1997). 

Ecologically-Based Activity Plan. The EBAP is an individualized planning guide 

designed to identify and to develop opportunities for peer social interaction for children 

with specific social and emotional behavioral goals within naturalistic intervention 

methods. The EBAP focuses on an ecological assessment of the classroom by identifying 

skills needed by students to perform activities required of the student, peer modeling, 

materials and strategies for teacher enhancement. It was developed as part of a 

comprehensive training program for paraprofessionals at The Child Development and 

Family Relationship Lab at the University of California, Northridge (Haney & Cavallaro, 

1996). 

Endogenous Constructivism. Endogenous constructivism is represented through 

Piagetian concepts that emphasize the individual's internal construction of knowledge. 

New knowledge is constructed from old and exits only as an internal cognitive structure 

of the individual (Moshman, 1982). 

Individualized Education Program "The term individualized education program' 

or" IEP' means a written statement for each child with a disability that is developed, 

reviewed, and revised in accordance with section 1414(d)" of P. L. 105-17 (IDEA, 1997). 
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Naturalistic teaching strategies are characterized 

by methodology that utilizes functional aspects of the child's normal routine. Intervention 

is provided within the context of naturally occurring activities in the child's environment 

and addresses skills that are deemed necessary for operation within it. It begins with 

natural units of analysis and employs a minimalist approach to manipulating independent 

variables (Barnett, Carey, & Hall, 1993). 

Play. Spodek, Saracho, & Davis (1991) describe play as: 

Play is an activity that children engage in naturally; they do not need to be 

prodded to play. Play is useful to children in helping them understand and 

express the world, both at a thinking level and at a feeling level. Play 

gives children a sense of mastery or control over some aspects of their 

world. Play involves the use of symbols, actions, or objects that stand for 

something other than themselves. Because play is not tied to reality, it 

allows flights of fancy in children that are as important in the development 

of their understanding as in the development of their creativity (p. 187). 

Social engagement. Social engagement is described as social behaviors that start 

an interaction or continue an interaction with peers or adults (e.g., communicative 

gestures that initiate or respond to social cues among peers or adults and behavior that 

indicates positive, cooperative, and accepting stances) (Hanline, 1993). 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

"What did you make at school today?" This is a familiar question, one that is 

often asked of preschool children when greeted by their parents at the close of the day. In 

one setting the child might answer, "I made a picture like my teacher's." In another 

setting the answer might be, "I made good choices today!" The subtle distinction in the 

answers describes two differing views of teaching methodology that are based on 

contrasting philosophical approaches to acquiring knowledge. The first has a fixed 

product orientation while the latter focuses on the mental processing the child utilizes in 

the midst of the activity. One is teacher centered; the other is child centered and focuses 

on the child and how learning occurs within the individual. 

Education based on endogenous constructivist principles is a process where 

children are encouraged to interact with their environment to construct internal concepts 

of knowledge. New knowledge is built upon old. It can be understood only in the context 

of the internal construction that is developed by the individual. Endogenous 

constructivism is exemplified by Piagetian theory (Moshman, 1982). Piagetian theory 

stresses that children think differently from adults. In order to understand what children 

know, one must understand how they think (Piaget, 1976). Children's thinking evolves 

through different stages. Development occurs as children experience a disequilibrium in a 

cognitive structure with equilibrium eventually occurring as children interact with 

13 
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cognitive structure with equilibrium eventually occurring as children interact with 

people, events, and materials of their environment. Development can be traced through 

Piaget's stages of intellectual development. The stages begin at birth and flow through the 

adolescent years: (a) beginning at birth children develop schemas based on sensory input 

and bodily motion, (b) between the ages of 2-7 children develop language and other 

symbolic representations, (c) the ages between 7-11 are a time when logical processes are 

developed, (d) at 11 years and beyond children begin to reason logically and think 

abstractly (Piaget, 1976). The movement that has emerged from Piaget's theory is 

appropriately labeled the endogenous constructivist orientation because its aim is the 

individual's personal construction of knowledge (Moshman, 1982). "It is not an 

imprinting of knowledge as much as a process involving transformation of cognitive 

structures. It is dependent on cognitive development and the stimulation of the social 

environment" (Duska & Whelan, 1975, p. 7). 

This chapter is a review of the literature that is associated with endogenous 

constructivist theory that relates to the fields of early childhood, early childhood special 

education, and young children who demonstrate developmental delays in the social and 

emotional domains. The articles reviewed were found through an ERIC search of the 

literature focusing on the years 1981-1998. Keys words and terms such as constructivist, 

developmentally appropriate, characteristics of emotional and behavioral disorders, 

aggression, social engagement, assessment, peer modeling, teaching prompting, and 

naturalistic interventions were used to locate the articles. In addition, a hand search of the 

literature also was used to identify other relevant information. It is hoped through the 
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review of this literature that a deeper understanding of endogenous constructivist theory 

will emerge and a broader pedagogical bridge between early childhood education and 

early childhood special education will evolve. 

"The ideal of education is not to teach the maximum, to maximize the results, but 

above all to learn to learn, to learn to develop and to learn to continue to develop after 

leaving school" (Piaget, 1973, p. 30). Learning to learn is one way of understanding the 

endogenous constructive philosophy. Piaget (1973) viewed this process from a 

developmental standpoint that is influenced by four factors: (a) heredity, (b) physical 

experience, (c) social transmission, and (d) equilibrium. 

Piaget (1973) considered heredity important in defining individual differences. He 

did not isolate it, however, as the sole component of the learning endeavor. He 

recognized variance between certain social classes and between differing social contexts. 

Likewise, physical experience plays an interactive role in the development of the learner. 

"Child logic especially is not drawn from the experience of objects, it is drawn from the 

actions that effect the objects" (p. 25). In short, the child's activity with an object is basic 

to understanding development, not the knowledge emerging from the object. 

Social transmission represents the educative factor working in the child's 

development. Through social transmission the child assimilates what society seeks to 

impart to the student. However, assimilation is always governed by the developmental 

mechanisms that operate within the child. Finally, Piaget spoke of equilibrium as the 

balance between the preceding three factors. When new information is discovered by the 
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child, this new notion must balance with the other factors. This is the fundamental factor 

of development and requires adequate time to evolve. Equilibrium arises from a balance 

between hereditary, social, and physical factors creating new constructs within the child. 

Piaget states that there is no advantage in accelerating the formation of balance within the 

child, although, in some instances and within certain limits it is possible. To direct 

formation of an equilibrium within the child at certain static points will offset the balance 

the child is striving to personally construct (Piaget, 1973; Piaget, 1976). 

Development of the concept. Educators have drawn heavily upon Piaget's 

constructivist framework in developing educational philosophy throughout the 20th 

century (Anderson, 1996; Brown, 1994; Butler, 1968; DeLay, 1996; Dewey, 1916; 

Morris, 1961; Williams, 1969). Educators have noted, however, that developmental 

psychology has useful but limited value to educational practices (DeVries & Kohlberg, 

1987). Research and theory do not directly translate into teaching principles; therefore, 

an integration of theory and practice is needed. 

In recent years, Piaget's conceptualization of development in terms of progression 

within a sequence of universal stages has been interpreted in varying forms. Piaget did 

not outline conclusions about specific concerns such as what and how to teach. Three 

approaches, however, have evolved that transform Piaget's work into educational 

practices. They are listed as a global translation, a literal translation and a free 

translation. Global translation is the knowledge acquired through vague summary. Details 

often are lacking for precise meaning. Literal translation is a word by word interpretation 

that ignores the context. Free translation interprets ideas and incorporates idiomatic 
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expressions (DeVries & Kohlberg, 1987). 

In educational methodology, global interpretation is characterized by words such 

as "hands-on experiences," "learning by doing," or "play." Literal translation can be seen 

in activities that teach children to move from one operational level to another. Skill 

related activities, termed readiness activities, are a literal approach to Piaget's concept. 

Free translation is guided by implications derived from theory rather than specific 

application. Materials and methods are guided by an analysis of activity in the classroom. 

Teaching occurs in terms of how children perceive their learning experience (DeVries & 

Kohlberg, 1987; Reid, Kurkjian, & Carruthers, 1994). Specifically, teachers must ask 

themselves, "How has this child organized this problem for herself? How has this child 

understood this problem in this particular context? How has this child represented this 

problem to himself?" (Gallagher & Wansart, 1991, p. 34). 

In designing or evaluating specific programs that are based on Piaget's concept, 

five indicators emerge: (a) structure, (b) interaction, (c) aesthetics, (d) imitation, and 

(e) cooperation. Structure implies that development involves basic transformations of 

cognitive structure. Individuals have a basic shape, pattern and organization to their 

construction of knowledge. Development is a transformation of that basic structure to one 

that is more adequate (Duska & Whelan, 1975). Studies indicating development of new 

cognitive patterns within children such as abstract reasoning at ages eleven or twelve are 

indicative of these structures (Marine & Case, 1994; Piaget, 1976). Hence, implications 

from theory and research suggest that teachers must check to see if a child has the 

appropriate developmental structures necessary to transform his or her play into 
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meaningful cognitive activity. The activity, otherwise, may be inappropriate for the child 

reducing the learning experience to a meaningless exercise (Kieren, 1994). 

A second consideration in designing teaching methodology is that cognitive 

structuring is the result of interactions between the structure, the organism, and the 

environment (Reid, Kurkjian, & Carruthers, 1994). This is more than a "hands-on" 

approach. It involves mental reasoning that often is driven by the need to resolve 

confusion (Reid, Kurkjian, & Carruthers, 1994). As strategies develop to resolve 

conflicts in understanding, generalization of the strategy can be applied to new situations 

(Gallagher & Wansart, 1991; Kieren, 1994). Steffe and Wiegel (1994) used this 

understanding of interactions to help children develop independent mathematical activity. 

In their research, they analyzed children's cognitive play activity in a computer micro 

world as it was transformed into mathematical understanding. Cognitive play activity was 

analyzed in four different forms: (a) the nature of the computer medium and the basic 

conceptual operations the children enacted on the computer, (b) the schemes of action 

and operation the children used, (c) the accommodations involved, and (d) the role of 

social interaction in the process. 

A third consideration is the aesthetic aspect of play. This concept focuses on the 

"why" of play. Kieren (1994) describes children involved in play who do not do the act 

for functional pleasure. Pleasure arises from the way of doing and from features of the 

product of doing. This type of play is described as child initiated and is chosen according 

to personal developmental structures (Burts et al., 1993). 

Aesthetic play eventually leads to the fourth implication for teaching 
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methodology, imitation. This is viewed by Kieren (1994) as involving strategic reasoning 

patterns for which the child feels ownership and which are available for a variety of 

situations. Reid & Stone (1991) further explain imitation as "understanding an action. It 

is a process that requires observation projection or internalization and organization " (p. 

51). Piaget called this concept reflective abstraction. It is based on the idea that 

abstractions evolve from the relation of two or more actions or reactions (DeVries & 

Kohlburg, 1987; Piaget, 1976). 

A fifth consideration is the concept of cooperative learning. Cooperative learning 

occurs when children work together toward a common goal. Its aim is to create a 

community spirit in which conflict is embraced and resolved through fairness and mutual 

concern (DeVries & Kohlberg, 1987). Through cooperative learning children learn to 

think about their answers and to justify them within a social context. This type of 

cognitive stage development occurs through mind to mind interaction when children 

compare and contrast their ideas with those of others and come to realize the necessity of 

logic, communication, and empirical verification (DeVries & Kohlberg, 1987). 

Current implementation. Current implementation of endogenous constructivist 

principles involves structural, curricular, and assessment issues within the general and 

special education field. Structural concerns have been noted in the global implementation 

of constructivist ideas within the inclusive movement (Mallory & New, 1994). Curricular 

matters emphasize ideas such as "child centered" rather than "teacher directed" learning 

models of instruction. The models focus on child formulated inquiry, active learning 

experiences, and cooperative group based learning. Assessment practices tend to be 
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observational rather than normative. Direct observation, portfolios, and projects are 

examples of this type of assessment (Anderson, 1996; Siraj-Blatchford & Brudenell, 

1996; Skrtic& Sailor, 1996; Swicegood& Linehan, 1995). 

In recent years, educators have begun to merge the constructive framework with 

teaching strategies that are more directive in their approach to education. Noting that 

there are overlaps between the two orientations (Miller, 1992), the concept of multiple 

paradigms has evolved to meet the perplexities of particular situations. The notion does 

not preclude one orientation over the other, rather it uses the functions of each for 

specific purposes (Anderson & Barrera, 1995; Swicegood & Linehan, 1995). 

Modern application. Collaborative attempts within education that seek to bring 

stakeholders together to achieve common goals for children are an extension of 

constructivist ideas on a systemic level. Teachers who encourage dialogue between 

themselves and their students and between the students themselves manifest constructive 

ideas (Skrtic & Sailor, 1996). The inclusive school movement is also an example of 

collaboration on a structural reform level (Skrtic, 1991; Skrtic & Sailor, 1996). 

Constructivist ideas extend also to the community when service providers are encouraged 

to develop ways collectively to meet the needs of children with disabilities (Howard, 

Williams, Port, & Lepper, 1997). 

Developmental^ appropriate practice is a concept that utilizes principles of 

endogenous constructivist philosophy within an educational setting. In 1986, The 

National Association for the Education of Young Children (NAEYC) coined the term 
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developmentally appropriate practice to summarize its philosophy concerning quality 

programming for young children. The Association maintained the following position: 

A high quality early childhood program provides a safe and nurturing 

environment that promotes the physical, social, emotional, and cognitive 

development of young children while responding to the needs of families. 

. . . A major determinant of program quality is the extent to which 

knowledge of child development is applied in program practices—the 

degree to which the program is developmentally appropriate. NAEYC 

believes that high quality, developmentally appropriate programs should 

be available to all children and their families. (Bredekamp, 1992, p. 2) 

In 1997, Bredekamp and Copple further explained the position of NAEYC by 

stating that "developmental appropriateness arose from three interrelated ideas: (a) what 

teachers know about how children develop and learn; (b) what teachers know about the 

individual children in their group; and, (c) knowledge of the social and cultural context in 

which those children live and learn" (p. vii). 

The nature of developmental appropriateness. Development is viewed as a 

product of the interaction of the child with materials, peers, and adults. Cognitive 

development occurs as events in the child's experience are actively organized through 

cognitive structures. Learning occurs as a rearrangement within the child when new 

knowledge structures are constructed through active engagement with the physical and 

social environment (Caruso, Dunn & File, 1992). 

NAEYC acknowledges that there are two dimensions of developmentally 
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appropriate practice. One involves age appropriateness and the other involves individual 

appropriateness. Age appropriateness is based on human development research that states 

that there are universal, predictable sequences of growth that occur in children within the 

first nine years of life. Learning strategies and learning environments are organized then 

on principles that are derived from the identified sequences of human development. 

Individual appropriateness implies that each child is a unique person with a 

personal pattern of timing and growth. The child possesses an individual personality that 

is grounded in personal learning style and family background (Burts et al., 1993). 

Play is viewed as the primary vehicle through which children construct their 

mental, physical, emotional, and social development. Play enables children to move 

along the developmental sequences. A developmentally appropriate program is, 

therefore, characterized as being based on child-initiated, child-directed, teacher-

supported play (Bredekamp, 1992; Stipek, 1991; Zabel, 1991). Burts et al. (1992) further 

describe the developmentally appropriate program as being one that includes "instruction 

that focuses on all areas of the child's development through an integrated approach. Also, 

a wide variety of concrete materials and activities that have relevance to young children 

are used and many opportunities for child-initiated activities are included" (p. 24). 

Caruso, Dunn File (1992) also conclude that "teachers should play a facilitative rather 

than direct-instruction role because adult-child and child-child interaction are considered 

critical components of the developmentally appropriate environment" (p. 28). 

dng in the slums of San Lorenza, Italy, in 1907, 
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Maria Montessori opened the Children's House to provide social and education services 

to poor and mentally retarded children three- to six-years-old. An Italian physician, 

Montessori, researched problems of children by observing their actions. She concluded 

that children teach themselves through their own experiences with the support of the 

educational environment. This idea provided the cornerstone for Montessori's work. She 

designed an intricately prepared and ordered environment in which children naturally 

pursued their own interests. Each educational experience included didactic and 

sequenced materials that were geared toward promoting children's education in sensory 

and academic development, competence in practical life activities, and character 

development. The materials proceeded from the simple to the complex and from the 

concrete to the abstract. Teachers were viewed as facilitators as they served to introduce 

the child to the materials and to demonstrate their proper use with a minimum of verbal 

instruction (Epstein, Schweinhart, & McAdoo, 1996; Montessori, 1967). 

The High/Scope model. The High/Scope educational approach is a coordinated 

set of ideas and practices that also are based on the developmental theories of 

Constructivist philosophy. The curriculum differs from other child-centered curricula by 

using cognitive-developmental theory to stress problem-solving and independent thinking 

rather than social development and relationships (Schweinhart & Hohmann, 1992). The 

curriculum model encourages teachers to focus on developmental principles and to build 

upon children's existing strengths and accomplishments (The High/Scope Educational 

Research Foundation, 1995). Organized by David Weikart in the 1960's, the High/Scope 

curriculum was first used with preschoolers and then adapted for children ages 5-9 years. 
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It was developed within the context of the public school expectations for elementary 

assessment and standardized testing (Schweinhart & Hohmann, 1992). 

Program quality is a hallmark feature of the High/Scope model. Specific 

characteristics are based on five foundation principles. First, High/Scope is a 

developmentally-based curriculum that serves as a decision making framework to ensure 

coherent and purposive behavior by teachers in response to the needs of individual 

children. Second, there is an ongoing documented training program that involves 

teachers, paraprofessionals, and administrators. Third, strong staff support and planning 

teams are inherent in the system. Fourth, parents are encouraged to be actively involved 

with their children in the classroom and through home activities. Parents are viewed as 

the primary educators of their children. Fifth, there is an ongoing evaluation component 

that ensures program quality and continued program development (The High/Scope 

Educational Research Foundation, 1995). 

Project Construct. Project Construct is a program developed by the Missouri 

Department of Elementary and Secondary Education in 1986 that is based on Piagetian 

learning theory. It incorporates a theory-based curriculum that is linked to state and 

national curriculum frameworks and standards. The curriculum stresses "hands-on, 

minds-on" experiences within the core curriculum areas by learning to work 

collaboratively with peers and teachers. These learning experiences are based on problem 

solving approaches that enable the student to be life-long problem solvers. 

Project Construct is supported through The Project Construct National Center 

housed at the University of Missouri-Columbia. This center provides technical assistance 
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to schools using the Project Construct approach through institutes, workshops, 

conferences, on-site consultation, newsletters, magazines, one-to-one correspondence 

with participants, and network groups. Training opportunities focus on implementing and 

assessing Piagetian learning theory within literacy and math concept areas (Project 

Construct, 1998). 

Since the position statement presented by NAEYC outlining developmentally 

appropriate practices was published, there have been varying comments and questions 

raised about its validity with regard to cultural differences, care-taking and personal 

interconnectedness and its limited perspective on individual development and learning 

(Caruso, Dunn, & File, 1992). Research, however, has begun to emerge that indicate 

strong positive outcomes of the developmentally appropriate orientation. 

Research developed by Burts et al. (1993) compared programs utilizing child-

centered developmentally appropriate practices with more formal teacher-directed 

methods of instruction. The teacher directed approach relied heavily on skill based 

curricula where skills were broken down and taught sequentially and in isolation from the 

rest of the curriculum. The research indicated that children who were part of the 

developmentally appropriate learning environment had higher average reading grades, 

higher verbal grade averages and higher overall academic grades in the first grade than 

their peers who were part of the formal teacher-centered classroom. Steffe and Wiegel 

(1994) also report that children who work with computer software that met the guidelines 

of developmentally appropriate criteria were able to construct situations of mathematical 
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schemes that transformed their cognitive play activity into independent and functional 

mathematical activity. 

In addition, longitudinal research concerning the High/Scope curriculum model 

suggests that the program has been highly successful in terms of positive socio-emotional 

indicators. The Parry Preschool Project is an ongoing study that began in 1962 and 

followed 123 African-American youths who were at risk of failing in school. The study 

explored the long-term effects on the youth of participation versus nonparticipation in the 

High/Scope curriculum. Information from the study suggests that those students who 

participated in the High/Scope program had significantly lower rates of juvenile 

delinquency and better social relations within their families than students participating in 

models using teacher-centered rather than child-centered methods (Berrueta-Clement, 

Schweinhart, Barnett, Epstein, & Weikart, 1984). 

Intervention efforts for young children with special education needs have 

historically emerged from learning theory that emphasized discrete skill development in 

exclusive learning environments that were separated from the child's familiar routines, 

surroundings, and friends. Progress was noted by objective measurement based on 

identifiable goals for individual children that many times did not relate to the child's daily 

life. Generalization of the skill often did not occur within the child's normal environment 

due to the exclusivity of the intervention. 

Developmentally appropriate programs, however, emphasize the natural 

development of the child that is supported by a culturally sensitive learning context that 
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includes family, friends, and natural daily events. Blending intervention efforts for 

children with special needs and developmentally appropriate programs has been a 

challenging endeavor both practically and philosophically (Carta, Schwartz, McConnell, 

& Atwater, 1991). Current thinking concerning the compatability of the two concepts are 

noted in three general areas: (a) accordance between the two approaches, (b) supports 

needed to blend the approaches, and (c) benefits of integration. 

Accordance. It has been noted that developmentally-based programs and early 

childhood special education are not mutually exclusive (King-Sears, 1997; Novick, 1993; 

Udell, Peters, & Templeman, 1997). Agreement between the two concepts has been 

stated by viewing developmentally-based programs as the foundation for classroom 

curriculum development and early childhood special education as a unique focus that is 

embedded in the naturally occurring goals of the overall program. Benefits of this 

embedded approach arise as children are empowered to participate in the natural events 

in their school, family, cultural, and community life (Wolery & Sainato, 1993). 

Naturalistic teaching interventions embedded in the developmental program afford the 

practitioner many new strategies for skill development. By analyzing settings where 

children function daily, interventions can be planned that focus on logical problems 

which normally occur in the student's daily routine. Intrinsic motivation occurs naturally 

because the child learns necessary techniques for managing every day affairs with adults 

and peers that arise from normal developmental progression. The developmentally-based 

intervention also allows the child to participate with other children at his or her personal 

developmental level. In addition, by basing intervention in developmentally appropriate 
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programs, strategies can be developed that cut across domains of behavior and allow the 

student to generalize success in one area to other areas (Barnett, Carey, &Hall, 1993; 

Fox, 1994; Greenwald & Hand, 1997; Novick, 1993; Wolery & Sainato, 1993). 

Interventions that arise from developmentally appropriate programs also speak to 

the culture of the child. Their dynamic quality assist the interventionist in planning 

activities that match the child's history, background, and culture. In addition, families 

have a much greater role in influencing the intervention because it can be infused in their 

familial context and extend the influence of the family to the child's values and growth 

(Bredekamp & Copple, 1997; Greenwald & Hand, 1997; Mallory, & New, 1994; Wolery 

& Sainato, 1993). 

Needed Supports. McWilliam & Bailey (1995) found that children with 

disabilities spend less time engaged with adults, peers, and materials. They describe 

children with disabilities as being often "passively non engaged" (p. 123), spending vast 

amounts of time disassociated from the naturally occurring context. As the child grows 

older this discrepancy between children with developmental delays and children without 

disabilities grows wider. The process of development and growth is thwarted due to lack 

of interaction with people and materials in the child's environment. As a result, 

McWilliam & Bailey (1993) also note that a lack of developmental progression occurs 

among young children with disabilities which often coincides with behavioral and 

emotional problems. 

Children who participate in developmentally appropriate programs may, 

therefore, need additional support to participate fully in the developmental program 
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(Appl, 1995; Carta, Schwartz, McConnell, & Atwater, 1991; Fox, 1994; Greenwald & 

Hand, 1997; Novick; 1993; Udell, Peters, & Templeman, 1997). Literature focuses on 

responsibilities of teachers who use individualized instructional strategies that are 

efficient and functional and who promote involvement in the classroom. Responsibilities 

also include applying appropriate assessment, and addressing issues such as safety and 

classroom arrangement. These factors are necessary to achieve engagement for children 

with disabilities within the developmentally appropriate classroom. 

Teacher responsibilities. Teachers must provide a wide range of opportunities 

within the classroom to accommodate the children with developmental delays. These 

learning opportunities must be efficient in their design and effective in meeting the 

personal goals of the child (Carta, Atwater, Schwartz, & McConnell, 1993). A balance 

must be provided between discrete learning goals that are taught using direct instruction 

methods (King-Sears, 1997) and the process orientation of the developmentally 

appropriate classroom. The teacher is responsible for adjusting the rhythm of the class to 

achieve this balance and harmony (Greenwald & Hand, 1997). Second, teachers also 

must practice collaboration skills between service providers working with the child 

outside the school environment, with the family, and with other early childhood teachers. 

Collaborative attempts can further increase engagement within the classroom as teaching 

philosophies are discussed and intervention strategies are designed (Appl, 1995). Third, 

teachers are responsible also for elaborating on the child's behavior by capitalizing on 

personal interests and embedding instruction within the child's natural inclination. This is 

viewed as an antithesis of prompting and cuing a child to engage in an intervention when 
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he or she already is actively engaged within the classroom (Fox, 1994; Greenwald & 

Hand, 1997; Novick, 1993). Finally, teachers are encouraged to use least intrusive 

measures of intervention first when working with children with disabilities. When 

extreme behavior presents itself, more intrusive methods can be utilized. They should 

not, however, be the primary or initial form of the intervention (Carta, Schwartz, 

McConnell, & Atwater, 1991; Fox, 1994). 

Functional. Interventions within developmentally appropriate programs must be 

based on functional skills that relate to the naturally occurring context of the classroom. 

In addition, they should generalize to settings outside the school such as home, church, or 

community. Functional interventions allow the child to participate in the ongoing flow of 

his or her community life. Functional goals can be identified by observing tasks that are 

difficult for the child to achieve in the classroom, identifying natural interests of the 

child, and observing the dynamics of individual classrooms (Carta, Schwartz, 

McConnell, & Atwater, 1991; Fox, 1994; Udell, Peters, & Templeman, 1997). 

Individualized. The hallmark of early childhood special education has been its 

emphasis on individualized opportunities for skill development. Children with disabilities 

have been viewed as unique individuals with varying abilities, strengths, needs, and 

goals. Instruction, historically, has been designed to meet these unique needs. It is 

imperative, therefore, to build on the success of this strategy when embedding 

intervention in the child's naturally occurring context. Individualized planning includes 

personal family goals for the child (Fox, 1994; Udell, Peters, & Templeman, 1997; 

Vincent & Beckett, 1993), individualized teaching strategies, individualized program 
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planning, and individualized activity schedules (Novick, 1993). Safety issues that are 

relevant to individual children also relate to individualized instruction within the 

developmentally appropriate classroom. Examples include concerns about children who 

may have tendencies to put objects in their mouths. Contingencies must be planned for 

practitioners to wash and disinfect the objects before allowing the child to return to the 

activity. Access to safety and medical equipment that is needed for individual children 

also must be part of individualized planning (Greenwald & Hand, 1997). 

Assessment. Accountability for meeting individual goals is a by product of 

assessment. Assessment occurs during direct observation and when data are collected 

concerning attainment of a specified goal. Assessment is most valid when it occurs in the 

context of natural events rather than in isolated sessions set apart from the daily 

classroom events. Assessment allows the interventionist to evaluate intervention 

strategies, as well as, record progress of the child (Bredekamp & Copple, 1997; 

Bredekamp & Rosegrant, 1995; Carta, Schwartz, McConnell, & Atwater, 1991; Novick, 

1993; Udell, Peters, & Templeman, 1997). 

Classroom organization, Classrooms can be organized to promote natural 

supports that permit the child to access authentic classroom experiences. Suggestions 

such as using an open classroom design, using learning centers within the classroom, 

providing an ample supply of stimulating toys, and inclusion of materials that are easily 

accessible for child directed play are ways that classrooms can be organized to stimulate 

engagement for the child with disabilities and increase interactions with peers, adults, and 

materials (Fox, 1994). 
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Children who have been identified as delayed in the social and 

emotional domains experience positive outcomes in developmentally appropriate early 

childhood settings. Benefits of the model include increased social and emotional 

development (Hibbert & Sprinthall, 1995; King-Sears, 1997; Pomplun, 1997; Sontag, 

1997), lower kindergarten retention rates (Kunesh, 1990; Zepeda, 1993), higher I. Q. 

scores (Stafford & Green, 1996), and more successful inclusion experiences with 

nondisabled peers (Thompson, 1991). Early intervention, emphasizing social interactions 

within a play-based cooperative atmosphere, has been noted as a precursor to more 

sophisticated social skills as children grow older (Mize & Abell, 1996). 

Hence, communication skills, positive social and behavioral skill instruction, plus 

the daily practice of social skills with peers are aptly afforded in developmentally 

appropriate preschool settings. The nature of the developmental program, plus the 

inclusion of intervention strategies in the natural environment of the class, promotes the 

active engagement of the child with the classroom. This in turn increases the child's 

social, emotional, and academic development (Hibbert & Sprinthall, 1995; Stafford & 

Green, 1996). 

Understanding Children Classified as Severely Emotionally Disturbed 

Children who are classified as severely emotionally disturbed face a variety of 

challenges emerging from personal and constitutional factors, environmental factors, and 

educational factors (Brendtro, 1996; Kauffman, 1997; Jenkins, Bax, & Hart, 1980; 

Lauritzen & Friedman, 1991; McQuillan, 1996; Peacock Hill Working Group, 1991; 

Saifer, & Skelding, 1995; Wood, 1989). They most often demonstrate their emotions 
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through extreme externalizing behavior or extreme internalized behavior (Kauffman, 

1997). 

The current federal definition of severe emotional disturbance identifies five 

different characteristics that affect educational performance. 

"Seriously emotionally disturbed" is defined as follows: 

(i) The term means a condition exhibiting one or more of the following 

characteristics over a long period of time and to a marked degree, which 

adversely affects educational performance: 

(A) An inability to learn which cannot be explained by intellectual sensory, or 

health factors; 

(B) An inability to build or maintain satisfactory interpersonal relationships 

with peers and teachers: 

(C) Inappropriate types of behavior or feelings under normal circumstances; 

(D) A general, pervasive mood of unhappiness or depression; or 

(E) A tendency to develop physical symptoms or fears associated with personal or 

school problems. (IDEA, 1978) 

Although seriously emotionally disturbed is the legal name for this disability 

category, attempts have been made to change the name to more appropriately describe 

the behaviors that accompany the diagnosis. Terms such an emotional or behavioral 

disorders, emotional disturbance (IDEA, 1997; Lauritzen & Friedman, 1991), and 

developmental delay for children between the ages of 3 and 9 (IDEA, 1997) have been 

suggested in the literature and in the new authorization of the Individuals with 
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Disabilities Education Act (IDEA) 1997. Use of each term is an attempt to clearly 

describe the strengths and weaknesses of children who demonstrate social and emotional 

problems in the classroom context. 

Although it is difficult to assess prevalence rates for children with emotional and 

behavioral problems, Kauffman (1997) asserts that at least 2 percent of the school 

population who demonstrate these problems need special education services. Educational 

services rarely approach this percentage, however. In the school year 1995-96 only .74 

percent of children between the ages of 6-21 were classified as manifesting 

characteristics common to emotional or behavioral disturbances (U. S. Department of 

Education, 1997). Figures are not recorded on specific disabilities for children ages 3-5, 

however, it is noted that 548,441 children between the ages of 3 and 5 were served under 

IDEA in the 1995-96 school year (U. S. Department of Education, 1997). 

Personal and constitutional factors. Personal factors are cited as reasons that 

young children may develop emotional disturbances. Individual temperaments arising 

from a biological predisposition may cause children to experience extreme mood swings 

or noncooperative characteristics (Kauffman, 1997). Mental illness that appears early in 

the child's life affects personal behavioral functioning (Kauffman, 1997). Situational 

factors in the child's natural setting also may influence a child's perception of the world in 

a negative manner. Brendtro (1996) maintains that all children are born with natural 

needs for belonging, mastery, independence, and generosity. When these needs go unmet, 

the child may strive to meet them through attention seeking behavior, overly competitive 

attitudes, manipulation of people, and self-absorbing conduct. Pushed to the extreme, 
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these behaviors may lead the child into gang involvement, cheating, hostility, and an over 

indulgence of personal needs. 

F.nvironmental factors Young children who present characteristics of emotional 

disturbance experience a number of environmental influences that have been linked to 

poor emotional and behavioral actions. Factors affecting family life such as teenage 

pregnancy, substance abuse, child abuse, erratic family make-up, and adult mental illness 

have been noted as idiosyncrasies in the homes of these children (Kaufmann, 1997; 

Lauritzen & Friedman, 1991). Malnutrition and poverty also have been highly linked to 

children with severe emotional disturbance (Kauffman, 1997). 

In addition, negative and hostile interactions in the home contribute to disturbing 

behaviors among children (Kauffman, 1997). These factors often precipitate absence in 

school and lack of participation with the school process (Rural Student At Risk, 1997). 

Many times children who experience these environmental factors live in communities 

that do not have extended services to meet their unique needs. Mental health services 

may be minimal and the infrastructures necessary to meet the needs of hunger and 

poverty are sparse (Lauritzen & Friedman, 1991; Osher & Hanley, 1996). 

Often environmental influences that reach beyond the child's home situation also 

influence behavior in negative ways. The mass media's use of violence and aggression 

has been noted to affect children's behavior producing the same types of aggression 

among them (Kauffman, 1997; Levin, 1998). The National Television Violence Study 

(1996) found that television violence portrays perpetrators going unpunished in 75% of 

all violent scenes, one out of four violent interactions on television involves the use of a 
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handgun, and that only 4% of violent programs emphasize an antiviolent theme. They 

also note that television violence has been "recognized as a significant factor contributing 

to violent and aggressive antisocial behavior" (p. 54). 

Educational problems. Young children classified with delays in social and 

emotional development come to school unprepared to learn. They lack the necessary 

social skills needed to function in the highly organized atmosphere of the school. Many 

experience low I. Q. ranges (Kauffman, 1997), experience poor academic performance 

(Knitzer, Steinberg, & Fleisch, 1990; McQuillan, 1996), and may demonstrate high levels 

of speech and language delay (Jenkins, Bax, & Hart, 1980). These problems lead to 

listlessness and passivity at school (Rural Student At Risk, 1997), inadequate learning 

skills demonstrated in the early years (Knitzer, Steinberg, & Fleisch, 1990; McQuillan, 

1996; Peacock Hill Working Group, 1991), and finally disengagement with the school 

(Brendtro, 1996; Knitzer, Steinberg, & Fleisch, 1990). High dropout rates are common 

among adolescents classified as Seriously Emotionally Disturbed (Knitzer, Steinberg, & 

Fleisch, 1990; Rural Students At Risk, 1997). The U. S. Department of Education (1997) 

reports that 9.19% of students ages 14-21 classified as seriously emotionally disturbed 

dropped out of school in the 1994-95 school year. The high dropout rate is associated 

with low income levels after the school experience terminates and high levels of 

experience with juvenile justice (Oswald & Coutinho, 1996). 

Academic impoverishment, When children come to school they often encounter a 

system that is unprepared to meet their intense needs and demands. Scarce resources are 

often relegated to children with the most severe needs. This leaves most children with 
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emotional disturbances to work out solutions to their problems by themselves. 

Kauffman (1997) notes that many teachers do not possess the necessary 

understanding that is important in relating to children with emotional and behavioral 

disturbances. Teachers may not acknowledge individual temperaments among children 

and prefer to make all students conform to a prespecified pattern. Many times teachers do 

not manifest the competencies needed to effectively address academic needs. Skills often 

are taught in isolation from the child's natural context and are not functionally relevant. 

In addition, some teachers do not direct behavioral management plans in a consistent 

manner. 

Placement decisions usually are based on the most restrictive environments rather 

than those that are least restrictive (Rock, 1995). Rather than responding to individual 

needs, schools group children with emotional and behavioral disturbances categorically 

and refuse to build on the individual strengths each child possesses. This produces 

isolation from other peers and school routines. Disengagement with the total school 

environment eventually occurs (Knitzer, Steinberg, & Fleisch, 1990; Peacock Hill 

Working Group, 1991). 

Training needs. Teachers working with children who experience developmental 

delays in the social and emotional domains need specialized training (Kauffman & 

Wong, 1991; Kontas & Wilcox-Herzog, 1997; Schneider & Ireland, 1992). Wood (1989) 

states that the "teacher of severely behaviorally disordered students can play a significant 

role in the student's reintegration and success back into the mainstream of school life" (p. 

20). Many of these teachers, however, report a lack of support from the school 
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community, the research community, and social services within the community (Peacock 

Hill Working Group, 1991). To fully support these teachers, training must be provided 

that addresses issues such as behavior management, dealing with aggression, 

collaboration, and counseling (Lewis, Heflin, & DeGangi, 1991). In addition, The 

Council for Exceptional Children (1996) states that teachers who teach students with 

emotional and behavioral disorders should possess knowledge concerning the history of 

emotional disturbance, the characteristics of the children, assessment, diagnosis and 

evaluation, instructional content and practice, classroom management techniques, 

management of student behavior and social interaction skills, collaborative partnerships, 

and ethical practices. 

The social development goal for young children is to establish relationships with 

peers and adults that will provide them with access to social and intellectual stimulation, 

mutual enjoyment, continued challenges, and increased learning (Katz & McClellan, 

1997). Social competence allows children to carry out their personal goals and daily tasks 

(Guralnick, 1990; McEvoy & Odom, 1987). Social ability enables children to gain 

entrance into a peer group, and to resolve conflicts with parents and friends (Guralnick, 

1990). Children who demonstrate social competence are more well liked in the preschool 

years and report fewer relationship problems as they grow into adulthood (Katz & 

McClellan, 1997). They also are able to internalize expectations and are more apt to 

develop self-control (Gartrell, 1997). Due to the dynamic nature of social skills, 

Guralnick (1990) notes that individual variability in children is basic to the process of 
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achieving one's personal goals. 

Children with disabilities often do not exhibit optimum social engagement 

(Martin & Brady, 1991; McEvoy & Odom, 1987; McEvoy & Yoder, 1993). They have 

been noted to choose the wrong goal or behavior for the context, or have no functional 

goal in mind (McEvoy & Odom, 1987). Immature patterns of socialization such as these 

have been related to aggressive tendencies in the younger years and more violent 

behavior as the child grows older (Katz & McClellan, 1997). Early identification, early 

treatment, parental involvement, and preparation for transitions have been noted to 

reduce the risks of immature social development (Brown et al., 1996; Kaiser & Hester, 

1997). Literature in this area suggests three principles that practitioners can use in 

helping children develop social engagement: (a) teachers play a significant role, (b) 

intervention strategies are necessary for some children, (c) environmental manipulation 

can be used to help children grow socially (McEvoy & Yoder, 1993). 

Social engagement through teacher design Teachers help children develop 

socially when they plan adequate time for social exchanges (Gartrell, 1997; Katz & 

McClellan, 1997; Mize & Abell, 1996). At least an hour per day is necessary for the child 

to learn from dramatic play experiences (Phelps, 1997). It is imperative also that peer 

groups remain stable over time (Mize & Abell, 1996). Children who move from class to 

class or city to city, demonstrate inadequate social competencies in the early years. 

Teachers also can structure the classroom to enable more socially mature peers to 

play with those that are more immature in their social development (McEvoy & Yoder, 

1993). Peer mediation strategies such as this allow the child with social delays to interact 
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with other children considered more socially mature and learn from appropriate role 

models (Hanline, 1993; Katz & McClellan 1997). It is important, however, to help the 

peer mediator understand the idiosyncrasies of the socially immature child. In providing 

this kind of support to the peer mediator, more successful social interactions occur 

(Hanline, 1993). 

Teachers have a responsibility to provide a social framework within the 

classroom that will promote high levels of appropriate social engagement. Some of the 

suggestions for providing this framework include: (a) plan effectively to reduce 

problems, (b) model positive interactions with children and adults, (c) stress turn taking, 

negotiation, and minimize teasing, (d) teach children to assert their preferences in an 

appropriate manner (e) encourage verbal communication, and (e) collaborate with parents 

(Hanline; 1993; Gartrell, 1997; Katz & McClellan, 1997; McEvoy & Yoder, 1993). 

It is noted also that teachers can increase social interaction in the classroom by 

utilizing direct reinforcement, teacher prompting, and peer modeling. When children 

need help demonstrating social competency, it is suggested that the structure of the 

classroom interactions be increased. Teachers may employ more intensive efforts to 

respond to more severe cases of social immaturity (Brown et al., 1996; DeKlyen & 

Odom, 1989; Gessler, Caldwell, & Wolery, 1996; Kamps, 1995; Zabel, 1991). 

Social engagement through intervention. Children with developmental delay in 

the social and emotional domains demonstrate behaviors that require individualized 

interventions. Maag (1989) suggests that any social skills intervention must have a 

structured training model to direct the intervention process. The nature of this model, 
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however, must reflect guidelines that are based on developmental principles. Whole 

group instruction that focuses on worksheets, coloring books, or drill and practice does 

not reflect appropriate developmental principles (Katz & McClellan, 1997). Instead, the 

intervention should encompass an integrative nature that allows the child to experiment, 

practice, and process the social information that is received from interactions with other 

people. Interventions that reflect this orientation are practiced in a nurturing manner and 

they are based on problems that occur within the context of the classroom (Katz & 

McClellan, 1997; McEvoy & Odom, 1987). 

Dramatic play experiences are natural environments to promote social 

competencies. Interventions can be based within this context of the socio-dramatic-

dramatic play center that enable the child to apply a solution to a naturally occurring 

problem (McEvoy & Odom, 1987; Phelps, 1997; Wilkerson, 1990), By using familiar 

and realistic props that are changed often for novelty, young children with social delay 

may find an avenue to express their feelings in an appropriate manner and practice newly 

acquired social skills and demonstrate emotional growth (Wilkerson, 1990). 

Other interventions focus on more direct approaches for teaching social skills. 

Teacher mediation and teacher prompting that does not require continuous praise or 

reminders is suggested as a way to intervene in a contextually relevant manner (Katz & 

McClellan, 1997; McEvoy & Odom, 1987). Katz & McClellan (1997) also indicate that it 

is appropriate to help aggressive children understand how they are perceived by their 

peers. By explaining how their behaviors serve to alienate children rather than engage 

them, aggressive children may be prompted to utilize more successful engagement 
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techniques. Finally, Guralnick (1990) suggests using assessment profiles for children 

who display extreme socially immature behaviors. The information gained through the 

assessment will serve to plan a more individualized intervention plan that will be based 

on the child's strengths as well as his or her weaknesses. 

of the classroom environment, teachers can foster social development for children with 

social and emotional developmental disabilities. It is noted that cooperative play usually 

occurs around block activities, vehicles, socio-dramatic-dramatic play centers and water 

play activities (McEvoy & Odom, 1987; Phelps, 1997). Solitary play is demonstrated 

within activities that emphasize books, fine motor coordination, and art (McEvoy & 

Odom, 1987). Many times children who do not display mature levels of social 

engagement will gravitate to the solitary play centers. When children participate in these 

centers to the exclusion of the other activities, important social interactions do not occur. 

By arranging the classroom to promote social exchange, children have more time to 

enhance their social development. 

Martin & Brady (1991) found that certain toys, more than others, may contribute 

to socialization attempts. By providing toys in the classroom that foster socialization and 

cooperation, they help to engage children with their peers for extended time periods. 

They also help children to focus on socialization that is functionally based and requires 

the child to solve problems within the context of the naturally occurring event of play and 

movement. 
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Aggression in young children is a behavior that is highly related to aggression and 

violence in adults (American Psychological Association, 1993; Coie, 1992). Aggressive 

acts may deny entrance into peer groups and cause social alienation in school activities 

and community events (Kemple, 1992; Van Acker, 1996). Children who display 

developmental delay in the social and emotional domains may exhibit many aggressive 

tendencies (Goldstein, Sprafkin, Gershay, & Klein, 1996). Unable to resolve conflict in 

appropriate ways, children will resort to aggression to meet their intended goals. Left 

unchecked, aggressive characteristics become violent behaviors as the child matures 

often leading to associations with juvenile justice (Leone, 1994). 

Causes and predictors of aggression, Three general factors are noted as causes 

and predictors of aggression in children: (a) individual characteristics, (b) family 

functioning, and (c) outside influences. First, many children with developmental delay in 

the social and emotional domains manifest low cognitive functioning. The low 

functioning level may produce deficits in social competencies that produce biases and 

incomplete comprehension of social situations (Duhon-Sells, 1995). Individual 

temperament also may indicate more hostile and aggressive relationship patterns 

(Hanline, 1993). Certain forms of mental illness among children, such as schizophrenia 

and manic depression, also may produce aggressive behavior (Kauffman, 1997). 

Recent research on the development of the brain, suggest that physical trauma in 

utero or after birth, emotional neglect, social deprivation, lack of stimulation, and abuse 

may cause a young child to miss important emotional milestones in their development. 
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When these key experiences do not occur, the child may manifest impulsivity, immature 

emotional and behavioral functions, and a predisposition to aggression (Shore, 1997). 

The research also indicates that poor prenatal care such as smoking, consuming alcohol, 

and poor nutrition during pregnancy will result in heightened physical activity and poor 

cognitive functioning which is associated with aggressive and violent tendencies in 

young children (Shore, 1997). 

Second, family relationships have been known to be predictors of aggression in 

children. Negative and hostile interactions (Kauffman, 1997) combined with poor 

parenting styles often leads to low emotional cohesion in the family. Children respond 

with aggression as they attempt to process familial factors in their school settings. Poor 

family negotiating skills also serve as inadequate models for the child. Aggressive 

conflict resolution skills in the home become behaviors the child imitates at school 

(Duhon-Sells, 1995; Kauffman, 1997; Van Acker, 1996). Many times aggressive children 

are the victims of aggression themselves (Van Acker, 1996). 

Finally, there are community and school factors that may influence children to 

display aggressive acts. Factors such as aggressive friends, negative school 

environments, and harsh teaching styles influence children and may prompt the 

demonstration of aggressive behaviors (DeKlyen & Odom, 1989; Duhon-Sells, 1995; 

Katz & McClellan, 1997; Kontos & Wilcox-Herzog, 1997). Violent media programming 

is also an indicator of aggressive acts among children (Levine, 1998). 

Community factors that are related to social and economic inequality fostering 

prejudice and injustice have been highly connected to aggression in many cities in the 
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United States. Poverty, lack of resources, and loss of hope leave community leaders with 

few options for improved living conditions. Aggression is a by product of these situations 

and ultimately becomes a model of socialization for young children (American 

Psychological Association, 1993). 

children begin to show aggressive behavior is paramount to achieving more socially 

mature responses in children (American Psychological Association, 1993). Intervention 

may take varying forms, however. Environmental strategies that address aggression as 

well as individualized plans of treatment for children are suggested as ways to approach 

the problem. 

Environmental strategies include demonstrating a positive, nurturing, and caring 

demeanor throughout the school. Teachers are especially prompted to be models of good 

socialization skills by expressing encouragement and creating nurturing contexts for 

children who display aggressive tendencies (Coie, 1992; Johns, Carr, & Hoots, 1995; 

Kontos & Wilcox-Herzog, 1997). Teachers are encouraged to obtain extra training in 

strategies to reduce aggression which enable them to respond promptly to the problem in 

a positive manner (Johns, Carr, & Hoots, 1995; Kontos & Wilcox-Herzog, 1997; Van 

Acker, 1996). It is important that children be given many opportunities to relate to adults 

and peers who will demonstrate increased options for resolving conflict and demonstrate 

a more positive world view (Coie, 1992; Dunst, 1993). Dunst (1993) suggests that 

children who are given many alternatives to their ineffective behaviors will have a 

greater resource to draw upon in stress related situations. Protective actions that keep 
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young children away from violent and aggressive confrontation are suggested as ways to 

thwart immature and hostile behavior patterns (American Psychological Association, 

1993). 

Planned interventions may occur in a group or individual setting. Specific training 

of discrete skills include training in social skills (Goldstein, 1988; McGinnis & 

Goldstein, 1990; Walker et al., 1983) , anger management, and conflict resolution (Van 

Acker, 1996). Proactive involvement of other people in the child's life such as peers, 

family, police, and community members also may reduce aggression. In addition, it is 

recommended to emphasize diversity in the classroom, prepare preservice teachers to 

adequately understand and curb aggression, and minimize violence in the media (Duhon-

Sells, 1995; Kemple, 1992). 

The nature of early intervention for young children with 

disabilities has changed dramatically in recent years (Washington & Schwartz, 1994). 

Historically, young children with special needs otften were treated in outpatient clinics 

separated from the daily events of their family and community life. Skills were taught in 

isolation from their naturally occurring contexts. A minimal relationship existed between 

the skills taught at the clinic and the demands that the home and school environment 

placed upon the child. In recent years, the emphasis upon inclusion in the general 

education setting has forced service providers to rethink their intervention techniques. 

Functional assessment is a process that enables the provider to identify skills needed by 

the child to function in his or her natural world, to identify relationships between the 
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child and the natural context that support inadequate skill development, and to identify 

methods for manipulating factors in the normal environment to support desirable 

behaviors within the child (Barnett, Ehrhardt, Stollar, & Bauer, 1994; Gunter & Reed, 

1996; Mace, Lalli, & Lalli, 1991; Murphy, Hutchison, & Bailey, 1983). Through 

functional assessment the child is supported and success in the natural environment can 

be elevated. 

The process emphasizes both functional and environmental concerns. Function 

implies that there is a purpose and practical implications of the child's behavior. 

Functional goals help the child achieve personal goals within his or her normal, natural, 

and daily routine in the classroom, the home, and the community. They may be 

emotional, social, physical or cognitive in nature and are intrinsic to the child (Barnet, 

Ehrhardt, Stollar, & Bauer, 1994; Notari & Drinkwater, 1991; Washington & Schwartz, 

1994). Environmental aspects of a functional assessment process focus on the 

relationships that surround and interact with the child (Andorfer & Miltenberger, 1993; 

Storey, Lawry, & Ashworth, 1994; Washington & Schwartz, 1994). Stemming from 

Bronfenbrenner's ecological theory (1979), the environmental strategist looks at 

relationships that Bronfenbrenner has identified as existing within the microsystem, the 

mesosystem, the exosystem, and the macrosystem of the child's world. The microsystem 

highlights the child's perception of activities, roles, and interpersonal relationships within 

his or her natural context. The mesosystem focuses on interrelations among two or more 

components in the microsystem. The exosystem looks at factors in the setting in which 

the child operates. The macrosystem focuses on the attitudes, practices, and convictions 
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of the child's cultural sphere. Ecological assessment may look at any of these phenomena 

as it attempts to understand the relationships in the child's natural context that support 

intended and unintended undesirable behaviors (Barnett, Ehrhardt, Stollar, & Bauer, 

1994; Gunter & Reed, 1996; Notari & Drinkwater, 1991). The goal of functional 

assessment is to provide guidance to practitioners as they plan intervention strategies that 

are based on the long range expectations of the child and family. Functional assessment 

will help the strategist observe and understand the physical and social needs of the child, 

community and family perspectives relating to the child, and teacher expectations of 

behavior (Gunter, & Reed, 1996; Mace, Lalli, & Lalli, 1991; Notori & Drinkwater, 

1991; Washington & Schwartz, 1994). 

While functional assessment focuses on relationships in the child's environment, 

functional analysis extends the concept to manipulation of the environmental 

relationships in order to change aspects of the child's behavior. Antecedents of the 

behavior may be manipulated as well as teacher strategies, and physical classroom 

arrangement (Barnett, Ehrhardt, Stollar, & Bauer, 1994; Kern, Childs, Dunlap, Clarke, & 

Falk, 1994; Murphy, Hutchison, & Bailey, 1983; Smith & Iwata, 1997; Storey, Lawry, & 

Ashworth, 1994). 

Rationale. Functional assessment can be an important tool for teachers who work 

with young children who demonstrate social and emotional developmental delays. The 

use of functional assessment has been successful in reducing undesirable behaviors in 

many young children (Arndorfer & Miltenberger, 1993; Brown & Seklemian, 1993; Fox 

& Conroy, 1995; George, 1996). It helps to determine the context of the behavior (Brown 
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et al., 1996; Fox & Conroy, 1995) and thereby serves as a guide for orchestrating events 

and interactions that support more desirable behavior. Functional assessment also can 

help to illuminate contradictions in the requirements of the environment and the level of 

the child's skill (Fox & Conroy, 1995). 

Developmental milestones that are based on children who have normal 

developmental patterns do not always relate to the child with disabilities. Many times the 

developmental benchmarks are not attainable nor functionally relevant for children with 

disabilities. The functional assessment can identify goals for the child that have personal 

significance and can be utilized easily in many naturally occurring events (Washington & 

Schwartz, 1994). For the child experiencing social and emotional disturbances this may 

be particularly relevant for it may increase the child's repertoire of adaptive and 

functional behaviors and serve as a support for improved compliance, peer interaction, 

and decreased misbehavior (Kamps, 1995; Webber & Scheuerman, 1997). 

Methodology. Directing a functional assessment involves accurately analyzing 

the environmental surroundings of the child as well as developing a plan to increase 

prosocial behaviors. There are several tools available for analyzing the environment. 

Each are equally effective in providing information that may help to alter antecedents or 

consequences that support the undesirable behaviors. It is important, however, to use 

many varying forms of assessment techniques as well as many different people during the 

assessment process to gain conclusive assessment information (Dunst, 1993; Fox, 1994; 

Lewis, Heflin, & Digangi, 1991). 

Interviews serve as the most noted form of assessment methodology. They may 
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occur on an informal basis as well as in more structured ways such as a questionnaire. 

The interview should be conducted with the teacher, the family, the child, or any other 

individual who plays a role within the natural context of the inappropriate behavior. 

Interviews may provide much needed information concerning viewpoints, 

understandings, and details about the behavior in question (Arndorfer & Miltenberger, 

1993; Barnett, Ehrhardt, Stollar, & Bauer, 1994; Fox & Conroy, 1995; Mace, Lalli, & 

Lalli, 1991; Murphy, Hutchison, & Bailey, 1983; O'Neill, Horner, Albin, Storey, & 

Sprague, 1990; Schwartz & Olswang, 1996). 

Direct observation of the event in the natural context is another avenue for 

gaining information about the relationships supporting the undesirable behavior. Direct 

observations allow the investigator to see the interworkings of the classroom (Fox & 

Conroy, 1995; Fox, 1994; O'Neill et al., 1990). Other assessment tools include anecdotal 

information, running records, specimen records, language samples, plus records of 

conversations and interviews about the child (Fox, 1994; Gunter & Reed, 1996). 

Washington & Schwartz (1994) recommend using a protocol to guide the examiner 

through the assessment process. 

Direct assessment involves six different components: (a) measuring the behavior, 

(b) analyzing antecedents and consequences of the behavior, (c) developing objectives 

for the child, (d) forming a hypothesis concerning the behavior, (e) manipulating facets of 

the environment, and (g) documenting the effects of the intervention (Arndorfer & 

Miltenberger, 1993). 

Undesirable behavior must be measured for frequency and duration. This allows 
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the investigator to pinpoint critical junctures in the class when the behavior increases or 

decreases as well as identify the intensity of the behavior (Feil, 1995). Antecedents are 

events that occur prior to the behavior while consequences occur after the behavior is 

demonstrated. By identifying these critical events or interactions, relationships can be 

determined that support the behavior. Manipulating the antecedents or consequences 

have proven effective in changing relationships and reducing the undesirable behaviors 

(Arndorfer & Miltenberger, 1993; Murphy, Hutchison, & Bailey, 1983; Smith & Iwata, 

1997). 

Developing objectives for the child is a process that interweaves many classroom 

environmental issues. Any objective must be based on appropriate developmental 

benchmarks. For children ages 3-5 this will always include social and communication 

skills (Barnett, Ehrhardt, Stollar, & Bauer, 1994; Brown & Seklemian, 1993). Objectives 

must consider also the role of the social context such as curricular issues and tasks that 

teachers are required to perform apart from the child (Brown & Seklemian, 1993; Fox, 

1994). Objectives should be based also on a prosocial replacement of the undesirable 

behavior rather than a continued emphasis on the child's negative social behavior (Lewis, 

Heflin, & Digangi, 1991; Tankersley, Kamps, Mancina, & Weidinger, 1996). 

Once objectives, antecedents and consequences are established, the investigator 

begins to form a hypothesis about the cause of the behavior. By manipulating the 

antecedents and/or the consequences, the investigator tests the hypothesis. This becomes 

the basis for the intervention plan. When the intervention is put in place in the classroom 

and a prosocial behavioral trend is established by the child, the hypothesis is deemed 
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correct and the intervention is considered successful (Arndorfer & Miltenberger, 1993; 

Barnett, Ehrhardt, Stollar, & Bauer, 1994; Conroy & Fox, 1995). 

The remaining factor of a functional assessment involves documenting the effects 

of the intervention. Documentation serves as a validation of the intervention and will 

provide data for further attempts at generalization of the prosocial skill in corresponding 

contexts (Fox, 1994; Lewis, Heflin, & Digangi, 1991). Testing the hypothesis by 

manipulating antecedents and consequences becomes the task of the investigator in order 

to test the hypothesis. This becomes the basis for developing an intervention plan that 

will support the child in social development. 

Providing a bridge between constructivist philosophy and early intervention 

methods for young children with disabilities is a multi-faceted process. To build the 

transition, practitioners must incorporate the best practices of endogenous constructivist 

philosophy while embedding functional goals within the child's unique and natural 

environment. For children who demonstrate developmental delay in the social and 

emotional domains this implies understanding the nature of the child's disabilities, as well 

as, understanding the aspects of social and emotional development. Transitions begin for 

individual children when functional assessments are made in the natural context of the 

child. Interventions based on the functional assessment continue the transition process by 

applying the principles of endogenous constructivist philosophy to specific intervention 

practices. Conduits for establishing constructivist intervention practices have been noted 

in the literature as developmentally-based functional goals, use of environmental 
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manipulation, teacher prompting, peer modeling and appropriate matches between task 

and skill of the child. 

The Ecologically-Based Activity Planning (EBAP) model (Appendix A) is an 

example of a tool that meets the requirements for a constructivist intervention method 

and the best practices of early childhood special education. It assesses the environmental 

components of the classroom by requiring the practitioner to describe five contextual 

elements: (a) description of the activity occurring in the class, (b) task analysis of the 

skills needed to participate in the activity, (c) materials needed for the activity, (d) 

children who participate in the activity, and (e) adults who participate in the activity and 

their role (Haney & Cavallaro, 1996). 

The EBAP then allows the practitioner to plan ways for the child to interact with 

each of the elements described in the assessment phase. Tasks are changed to meet the 

skill level of the child. Materials are provided that support the child's involvement. Peer 

models are encouraged to participate with the child. Strategies are developed to involve 

adults in the activity (Haney & Cavallaro, 1996). 

At the end of each session, practitioners are required to assess the effectiveness of 

the intervention by answering three questions. 

1. Describe the target child's behavior (e.g. language, fine motor, social, 

gross motor, cognitive) and include examples. 

2. What types of interactions took place during the activity? 

3. If you were to do the activity again, how would you modify it? 

(Haney & Cavallero, 1996, p. 74). 
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Practitioners are asked to probe their answers to determine if specific 

learning goals were met or if the child performed unanticipated actions beyond 

the expectations of the teacher. Unexpected problems are noted, as well as, 

particular kinds of interactions between the child, his or her peers, or their 

teachers. Reflective type questions are included in the probe to help teachers 

determine how to encourage more participation from the children, provide more 

or less prompting, or structure materials to increase prosocial encounters. 

Teachers are also encouraged to expand the activity to other play themes (Haney 

& Cavallero, 1996). 

According to the literature concerning the implementation of naturalistic 

interventions, a successful integration of the EBAP within the classroom most likely will 

occur when teachers adopt a positive view toward the model. Teachers must see the 

model as fitting in with their normal routines and skill level (Barnett, Carey, & Hall, 

1993; Kamps, Ellis, & Mancina, 1995). They also must utilize their influence by drawing 

upon extensive management techniques such as modeling appropriate behavior, making 

environmental manipulations within the classroom, and creating a cooperative 

atmosphere (Barnett, Carey, & Hall, 1993; Honig, 1997; Kauffman & Wong, 1991; 

DeVries & Zan, 1995). The EBAP most likely will be used when it is perceived to be an 

easy and effective solution to an existing problem (Barnett, Carey, & Hall, 1993; Kemple 

& Hartle, 1997; Kamps, Ellis, & Mancina, 1995). It is more likely to be used also in the 

context of social skill acquisition and within small groups ( Kemple & Hartle, 1997; 

Honig, 1997; Kamps, Ellis & Mancina, 1995; Stafford & Green, 1996). 
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Young children with developmental delays in the social and emotional domains 

present unique challenges for education. The presence of aggressive behaviors and the 

lack of prosocial behaviors leave educators with many unanswered questions, thwarting 

attempts to serve the child in natural classroom settings. This becomes a cyclical 

problem. As the child is placed in more restrictive settings at a younger age, the 

opportunities for appropriate peer modeling significantly decreases. In addition, the child 

does not have the opportunity to construct important and meaningful thought patterns due 

to a lack of involvement with the natural setting. The educator is caught between the 

tension of providing needed social skill development for the child and also giving the 

child access to normal routines and activities of the school. 

Creating a bridge to close the gap between skill development and endogenous 

constructivist educational contexts is one solution to this problem, however, integrating 

the many components involved in the endeavor pose a compound delimna. Teachers must 

be well versed in many different areas in order to plan an intervention that is effective 

and leads the child to success in the constructivist teaching environment. In addition, they 

must be able to embed the intervention within the naturally occurring context of the 

child's classroom by interweaving activities with relationships among peers and other 

adults. 

The EBAP is proposed as an instrument that meets the qualifications of 

endogenous constructivist educational principles and social skill development. In 

addition, it focuses on an environmental assessment of the classroom and helps the 
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teacher create a strategy for intervention using task analysis, material modification, peer 

modeling and teacher prompting. The instrument helps to solve problem behaviors, is 

easy to use, and is inexpensive. Its dynamic design allows the teacher to change the 

intervention as new hypotheses are developed concerning the child's behavior. An 

analysis of the instrument also reveals that it meets the qualifications for naturalistic 

implementation within teaching designs that are based upon endogenous constructive 

theory. 



CHAPTER III 

METHODOLOGY 

This study was conducted to investigate the effects of the Ecologically-Based 

Activity Planning Model (EBAP) on the social and emotional development of young 

children in early childhood education settings that employ pedagogy based on 

constructivist philosophy. Chapter 3, which presents the methodology for the study, is 

organized as follows: (a) research questions and (b) quantitative and qualitative 

procedures. 

The purpose of this study was to examine the effects of the EBAP upon young 

children who are considered developmentally delayed in the social and emotional 

domains. 

Three specific questions were examined: 

1. Do children classified as developmentally delayed in the social and emotional 

domains whose teachers employ the EBAP exhibit decreased rates of aggressive behavior 

within the context of a classroom based on endogenous constructivism as determined by 

a multiple baseline single subject analysis? 

57 
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2. Do children with disabilities whose teachers employ the EBAP exhibit 

increased rates of social engagement with peers within the context of a classroom based 

on endogenous constructivism as determined by a multiple probe baseline subject 

analysis? 

3. What information can practitioners provide concerning interventions based on 

the EBAP that will support teachers in meeting and assessing social and emotional 

Individualized Education Program (IEP) goals in accordance with endogenous 

constructive-based guidelines as determined by a qualitative analysis of feedback 

provided by the practitioner? 

There were seven general procedures that undergird the methodology of this 

study. They involved (a) selecting teachers whose classes supported endogenous 

constructive principles, (b) selecting students that met the special education classification 

of developmental delay in social and emotional domains or severe emotional disturbance, 

(c) teacher rating of student behavior prior to implementation of the EBAP, (d) teacher 

training in the use of the EBAP, (e) observer training, (f) implementating the multiple 

baseline design, and (g) analyzing the graphic data. Three instruments were used during 

the course of the project. First, teachers using principles outlined within the 

Constructivist Teaching Design checklist, were selected on the basis of the support 

provided in their classroom (Ertmer & Ertmer, 1998; DeVries & Zan, 1994; Wilson, 

Teslow & Osman-Jouchous, 1995) (Appendix B). Second, the Behavior Dimensions 

Rating Scale (BDRS) (Bullock & Wilson, 1989) (Appendix C) was used to aid in 
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identifying students who displayed aggressive acting-out behaviors. Third, the EBAP 

(Haney & Cavellero, 1996) (Appendix A) was used as the intervention strategy. 

Teachers Four teachers participated in this study. Assessment was made prior to 

the study to determine the extent to which each teacher supported the guidelines included 

in the checklist concerning Constructivist Teaching Design (Appendix B). All data were 

taken during the daily schedule that emphasized interactive, child-initiated, center-based 

learning opportunities. Classes and teachers were chosen based on teachers' teaching 

styles, the curriculum used, and placement of the child with emotional and behavorial 

problems. They were designated by the following categories: (a) a head start classroom 

using the High Scope Karly Childhood Curriculum, (b) an early childhood special 

education classroom, (c) a speech therapy class, and (d) a general education kindergarten. 

Teacher ratings Teachers involved in the study were asked to rate selected 

students in their classrooms using the BDRS (Bullock & Wilson, 1989) (Appendix C). 

Results of this rating were used as additional confirmation that the identified children did 

have significant emotional and behavioral problems affirming the need for special 

education intervention. In addition, the scale indicated a general trend toward aggressive 

acting-out behaviors among the children. Teachers were not told the purpose of the rating 

scale nor did they have information concerning the EBAP (Haney & Cavellero, 1996) at 

the time the rating occurred. 

Subjects. Five subjects were selected on the basis of developmental delay in the 

social and emotional domains or severe emotional disturbance and their placement in the 

Constructivist Teaching Design classroom (Appendix B). Students also were rated for 
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aggressive behaviors based on scores obtained from the BDRS (Bullock & Wilson, 1989) 

(Appendix C). 

Student A was a five-year-old female with normal intelligence who has been a 

student in Head Start since the beginning of the school year 1997. Student A's teacher 

reported that she continuously displayed withdrawn behaviors during that year. 

Interactions with other students, when they did occur, were infrequent and aggressive. 

Subsequent observations by outside observers confirmed this report. In February 1998, 

she killed a guinea pig in front of her classmates. The teacher observed her hurting the 

pet and told Student A to put the guinea pig back in its cage. Instead she broke its neck. 

When the mother was contacted about this incident she reported that her daughter often 

tried to hurt animals and could not be left alone with them. Student A currently is being 

assessed for special education services. Head Start has agreed to provide mental health 

services for her. 

Student A scored on or at the 99.9 percentile rank (Figure 1) on the BDRS 

(Bullock & Wilson, 1989). This rating indicates behavior that is representative of 

approximately 7% of the population. Persons who score in this rank are likely to have 

behavioral problems serious enough to warrant special attention and further evaluation. 

Student B was a four-year-old male enrolled in the early childhood special 

education classroom. This placement was based on a noncategorical/developmental delay 

special education label for behavioral and speech problems. His intelligence rated in the 
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Subscales 

Subscale keys are 

described as Subscale 1 = Aggressive/Acting-Out Behavior; Subscale 2 = 

Irresponsible/Inattentive Behavior; Subscale 3 = Socially Withdrawn; Subscale 4 = 

Fearful/Anxious; Scale 5 = Total Score. 

subaverage range. Student B's current teacher reported that he was oppositional with 

adults and children. He had trouble also taking turns and sharing with peers. When 

Student B's oppositional behavior escalated, he became violent. The teacher stated that 

small groups and one-on-one attention seemed to curb his oppositional behavior. This 

was the rationale for placement in the more restricted early childhood special education 
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class which provided a smaller teacher pupil ratio. 

Student B scored in or at the 90.3 percentile (Figure 3) of the BDRS (Bullock & 

Wilson, 1989). This score represents approximately 13% of the population who may be 

expected to have behavioral problems that could interfere with emotional development. 

30.9 

50.0 

81.9 

9.39 

9.99 

Subscales 

Figure 2: Behavior Dimensions Rating Scale Profile for Student R Subscale keys are 

described as Subscale 1 = Aggressive/Acting Out Behavior; Subscale 2 = 

Irresponsible/Inattentive Behavior; Subscale 3 = Socially Withdrawn; Subscale 4 = 

Fearful/Anxious; Scale 5 = Total Score. 

Students C and D were nine-year-old identical twin males of subaverage 



63 

intelligence. Both displayed emotional, social, academic, and speech problems that 

severely interfered with success in school. The boys have had extensive educational 

opportunities including placement in Head Start, Pre K, Kindergarten, and first and 

second grades. They had received resource special education services for two years and 

speech therapy for four years. Students C and D were labeled as seriously emotionally 

disturbed and speech impaired due to their aggressive noncompliant behavior and low 

verbal skills. 

Student C scored on or at the 93.3 percentile rank (Figure 4) on the BDRS 

(Bullock & Wilson, 1989). Student D scored on or at the 98.6 percentile ranking (Figure 

5). Both scores concurred with teacher observations that Student D displayed more 

aggressive tendencies than Student C. Both rankings, however, fell well within the area 

that represents 7% of the population who display serious behavior problems warranting 

special education services. 

Student E was a six-year-old male of normal intelligence who was labeled 

seriously emotionally disturbed and speech impaired. Special education services have 

been provided for three years for Student E. Initially, he was placed in an early childhood 

special education classroom for delays in fine motor, language, and math concepts. The 

following year he was placed in Pre K but was later moved to a combination setting 

where he attended early childhood special education for one-half of the day and Head 

Start for the second half of the day. This placement was due to a display of severe 
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Subscales 

Figure 3; Behavior Dimensions Rating Scale Profile for Student C Subscale keys are 

described as Subscale 1 = Aggressive/Acting-Out Behavior; Subscale 2 = 

Irresponsible/Inattentive Behavior; Subscale 3 = Socially Withdrawn; Subscale 4 = 

Fearful/Anxious; Scale 5 = Total Score. 

aggression toward peers in the Pre K classroom. Student E's current classroom placement 

was in regular kindergarten with resource special education services provided for two 

hours each day. 
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Subscales 

Subscale keys are 

describe as Subscale 1 = Aggressive/Acting-Out Behavior; Subscale 2 = 

Irresponsible/Inattentive Behavior; Subscale 3 = Socially Withdrawn; Subscale 4 = 

Fearful/Anxious; Scale 5 = Total Score. 

Student E ranked on or at the 75.8 percentile (Figure 5) on the BDRS (Bullock & 

Wilson, 1989). This rating is below the mean percentile ranking of 50.0 and indicates 

consideration for special education services for students displaying characteristics of 

emotional disturbance. 
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Subscales 

Figure 5; Behavior Dimensions Rating Scale Profile for Student. F, Subscale keys are 

described as Subscale 1 = Aggressive Acting-Out Behavior; Subscale 2 = 

Irresponsible/Inattentive Behavior; Subscale 3 = Socially Withdrawn; Subscale 4 = 

Fearful Anxious; Scale 5 = Total Score. 

Teaching training. Training sessions occurred for teachers and observers in 

both formal and informal settings. Formal training, which included four teachers, four 

paraprofessionals, and the elementary school vice principal, was held for one hour after 

school three days before the beginning of baseline data acquisition. The training session 

schedule followed the teacher training outline in Appendix D. Each participant received a 

notebook that (a) described the purpose of the project and its significance for children 

with serious emotional disturbance, (b) presented an overview of functional assessment, 
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and (c) contained 50 blank forms of the EBAP. For presentation purposes, the notebook 

was introduced under the title of "Flying High: Putting Functional Assessment to Work 

in the Early Grades." The EBAP also was called "Flying High" (Appendix A). 

Informal training sessions for teachers periodically occurred (a) to explain 

baseline and intervention schedules, (b) when teachers requested help with the 

intervention plan, and (c) when it appeared that further instruction was necessary to 

implement the plan effectively in the classroom. They occurred during the teachers' 

planning periods. 

Observer training. Two days prior to baseline data acquisition, three observers 

were trained in a one-hour session. The schedule followed the outline presented in 

Appendix E. In addition, a training video was used to further clarify aggressive and 

prosocial concepts. See Appendix F for an outline of the video script. Observers also 

received their assignments during this meeting. A fourth observer could not attend the 

initial meeting, therefore, this training occurred on the day the first baseline data were 

acquired. During the course of the research, one observer was replaced and the new 

observer received training. Half-way through the research phase, observers were 

retrained to ensure reliability in their scoring methods. An additional observer was 

trained at a separate time according to the same procedures in order to provide 

interobserver agreement. 

Dependent Measures. Two dependent measures were analyzed in the 

quantitative section of this study: (a) the decrease of aggressive behavior during the use 

of the EBAP intervention and (b) the increase of social engagement. Data were collected 
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separately for each student in one-hour sessions for 20 sessions. Social engagement was 

identified as social behavior that started an interaction or continued an interaction with 

peers or adults (e.g., communicative gestures that initiated or responded to social cues 

among peers or adults and behavior that indicated positive, cooperative, and accepting 

stances) (Hanline, 1993). Aggressive behavior was identified as noncompliant behavior 

that was potentially harmful to self or others (e.g., hitting, kicking, pinching, pulling hair 

or clothes, throwing objects at a person, negative or verbal statements where the intent 

was argumentative, taunting, provocative, threatening, or nonsocial in nature). The 

aggressive behaviors were directed toward peers or toward an adult (Dunlap, Kern-

Dunlap, Clarke, & Robbins, 1991; Tankersley, Kamps, Mancina, & Weidinger, 1996). 

A third dependent measure was the qualitative data that emerged from 

Question 3 concerning information gained from implementation of the EBAP by the 

practitioners involved in the project. Two focus group sessions were held that generated 

data useful for future implementation of the EBAP. 

i. Questions one and two were examined quantitatively 

by a single subject experimental multiple baseline design across participants (Davis & 

Peck, 1996; Holcombe, Wolery, & Gast, 1994; Tawney & Gast, 1984) which investigated 

the effectiveness of the EBAP model in reducing aggression and increasing social 

engagement. The multiple baseline design permitted the intervention to be initialized at 

sequential time periods during the baseline measurement phase of the five subjects. This 

design controlled for extraneous variables that could have been revealed if the 
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intervention had begun simultaneously. Data were collected separately for individual 

students for one-hour time periods. Intermittent recording was utilized in 10-minute 

observation sessions with 3-minute down time between the observation. 

Question three Question three was analyzed through qualitative methods 

utilizing a focus group format that revealed information concerning teacher perceptions 

and knowledge about ecological interventions before and after the treatment. Thirty 

minutes prior to the first training session all participants were asked to respond to a series 

of focus questions that analyzed their perceptions about interventions with children 

displaying serious emotional disturbance. The questions followed the outline presented in 

Appendix G for preintervention questions. As questions were presented to the 

participants, answers were recorded on an overhead projector. 

After the intervention three teachers, one paraprofessional, and one 

administrator met to discuss the different aspects. Questions that were used are outlined 

in Appendix G. In addition, the group spontaneously generated new ideas concerning the 

use of the EBAP and its use with children who have serious emotional disturbance that 

went beyond the purview of the interview questions. 

The data that emerged from the focus group sessions were analyzed through a 

macroethnographic descriptive format that identified small narrative units of meaning 

within it. Themes and patterns then were generated from these small narratives units 

(Bogdan & Biklen, 1992). Five over arching themes that emerged from the data include 

issues of: (a) preintervention management practices, (b) intervention issues related to 

implementation perceptions, and (c) advantages of using the EBAP planning model for 
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aggressive and social behaviors, (d) rationale for using the EBAP, and (d) addressing 

barriers to the implementation of the EBAP. 

all five students beginning with Session 1. The information from each student's baseline 

trend and intensity of aggression was used to determine the sequence to begin the 

intervention with the individual students. After five days, the data revealed that Student 

A had a consistent baseline of escalating aggressive tendencies. Combined with concern 

from her teachers, parents, and administrators, the decision was made to implement the 

intervention phase with Student A first. Thus, the EBAP intervention tool was utilized on 

Session 7 with Student A. It was then implemented in two-day sequences with the 

remaining four students. The order of implementation follows: (a) Student B began on 

Session 9, (b) Student C began on Session 11, (c) Student D began on Session 13, and (d) 

Student E began on Session 15. 

Interobserver agreement. Interobserver agreement was determined by having a 

fifth observer independently score the student's performance during the baseline and 

intervention phase of the research project. This observer was trained according to similar 

guidelines as the previous four. Agreement scores, calculated by dividing agreement by 

agreements plus disagreements and multiplying by 100% were obtained for 15% of the 

sessions. The mean agreement scores for individual students were: (a) Student A's 

aggressive behavior 95% and social engagement 90.5%, (b) Student B's aggressive 

behavior 75% and social engagement 75%, (c) Student C's aggressive behavior 85% and 

social engagement 85%, (d) Student D's aggressive behavior 78.9% and social 
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engagement 80%, and (e) Student Es aggressive behavior 95% and social engagement 

85%. The overall mean agreement score across participants was 85.6% for aggressive 

behaviors and 83% for social engagement behaviors. 

Analysis of the Graphic Data. The graphic data presented in Figure 1 were 

analyzed for stability of the trend of the data points within each condition and the 

stability of the level of the data points within each condition. In addition, the percentage 

of overlap of data point values was calculated between the baseline (A) and treatment 

conditions (B) to determine the impact of the intervention on aggressive and prosocial 

behavior. 

The trend direction or slope refers to the steepness of the data path across 

time. A trend is described as accelerating, decelerating, or zero celeration. Acceleration 

implies increasing in ordinate value overtime, deceleration means decreasing in ordinate 

value overtime, and zero celeration means that the trend line is parallel to the abscissa. 

Level is defined as the magnitude of the data as indicated by the ordinate scale value. 

Level stability is the amount of variability, or range in data point values, in a data series 

(Tawney & Gast, 1984). 

Trend paths were determined by using the split-middle method. The data in 

each condition was divided in half. Each half was then divided in half producing a mid-

date line. The median value for each half of the data series was then determined by 

drawing a line parallel to the abscissa that intersected with the mid-date line. The trend 

line was determined by drawing a path that passed through the points of intersection 

found in the previous step. The trend line then was adjusted so that there was an equal 
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number of data points above and below the line. This process was completed for 

conditions A and B (Tawney & Gast, 1984). 

Trend stability was determined by multiplying the highest value in the 

baseline (A) or intervention (B) condition by a criterion level of 50%. Alberto and 

Troutman (1995) state that the high variability of classroom research where rapid 

modification of behavior is desired warrants the 50% variability range for trend stability. 

This produced an acceptable stability range which was used to determine the number of 

data points that fell within this range along the trend line. The number of data points 

within the range were divided by the total number of data points in the condition and then 

multiplied by 100 producing a stability percentage score. If the percentage of data points 

calculated by the previous formula produced a stability score between 85%-100%, the 

trend was determined stable. If the score was less than 85%, the trend line was deemed 

variable (Tawney & Gast, 1984). 

Level stability was determined by using a 50% criterion range (Alberto & 

Troutman, 1995). Level stability was computed by adding the values of all the data points 

and dividing the sum by the number of data points. A mean line was then drawn across 

the condition at the mean level value. Using the 50% criterion level a range around the 

trend line was determined by dividing the mean level in half. The number of data points 

that fell within this range were then divided by the total number of data points in the 

condition, and multiplied by 100. If 85% of the data points fall within the level stability 

range, the level is considered stable. (Tawney & Gast, 1984). 
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The percentage of overlap of the data point between the baseline and 

intervention conditions was calculated by first determining the range of data point values 

of the baseline condition. Second, the number of data points plotted in the intervention 

condition were counted. Third, the number of data point of the second condition that fell 

within the range of values of the first condition were counted. Fourth, the number of data 

points of the second condition which fell within the range of the first condition were 

divided by the total number of data points of the second condition and multiplied by 100. 

Low overlap percentages indicate a more powerful impact of the intervention (Tawney & 

Gast, 1984). 



CHAPTER IV 

RESULTS 

This study was conducted to investigate the effects of the Ecologically-Based 

Activity Planning Model (EBAP) on the social and emotional development of young 

children in early childhood education settings that employ pedagogy based on 

endogenous constructivist philosophy. This chapter describes the results of the study. 

Specifically, the EBAP was utilized to answer three research questions: (a) Do children 

classified as developmentally delayed in the social and emotional domains whose 

teachers employ the EBAP exhibit decreased rates of aggressive behavior within the 

context of a classroom based on endogenous constructivism as determined by a multiple 

baseline single subject analysis? (b) Do children with disabilities whose teachers employ 

the EBAP exhibit increased rates of social engagement with peers within the context of a 

classroom based on endogenous constructivism as determined by a multiple baseline 

subject analysis? and (c) What information can practitioners provide concerning 

interventions based on the EBAP that will support teachers in meeting and assessing 

social and emotional Individual Education Program (IEP) goals in accordance with 

endogenous constructive based guidelines as determined by a qualitative analysis of 

feedback provided by the practitioner? 

74 
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Questions One and Two: Results 

Figures 6 and 7 show individual participant data. During the baseline data phase 

all students demonstrated aggressive behaviors as well as prosocial behaviors. After 

implementation of the EBAP planning model, the data revealed that each student 

displayed a steady trend toward more stable increased prosocial engagement and a 

decrease in aggressive behaviors. The vertical dashed line connecting each graph in 

Figures 6 and 7 indicate the separation between baseline condition A and intervention 

condition B phases. Figure 6 displays the actual count of behaviors. Figure 7 displays the 

trend line calculated from the behavior counts. Breaks in the data indicate a school 

holiday on Session 6 and individual student absence on the remaining sessions. 

Student A: Aggressive behavior The data presented in Figure 6 for Student A 

show a positive change in the number of aggressive behaviors with the introduction of 

the EBAP. After the introduction of the EBAP intervention, the trend for Student A's 

aggressive behaviors revealed a stable, decelerating positive trend for aggressive 

behaviors (sessions 12-19) following a variable, decelerating improving trend in 

aggressive behaviors (sessions 8-11). In addition, there was a stable level change for 

aggressive behavior change after the introduction of the EBAP intervention. During the 

last day of the intervention there were eight fewer aggressive behaviors than the third day 

of the intervention for aggressive behaviors. There was a 38.5% overlap in the number of 

aggressive behaviors between baseline (A) and intervention (B) conditions, with the level 

stabilizing on 0 aggressive incidents on Day 15. 
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also revealed that Student A presented a 

stable increasing positive trend for prosocial behaviors on sessions 8-19 when the EBAP 

was introduced as an intervention. Figure 6 also revealed a variable level change for 

prosocial behaviors with 16 more prosocial behaviors reported on Session 15 than on 

Session 9. The percentage of overlap between condition A and condition B was 15.4%. 

Student B: Aggressive behavior The data presented in Figure 6 for Student B's 

aggressive and prosocial behaviors indicate a positive change in the number of aggressive 

acts and a positive change in the amount of prosocial encounters with peers and adults. 

The introduction of the EBAP resulted in a variable, decelerating trend during Sessions 

10-14 of the intervention for aggressive behaviors. On Sessions 15-22 the trend became 

stable and continued to decelerate. During the first day of the intervention there were 

three fewer aggressive acts than on the last session of the baseline condition. This level 

remained stable during the intervention condition. There was 100% overlap in the 

number of aggressive acts between conditions with the level stabilizing at or below five 

aggressive acts beginning on Session 14 of the intervention. 

Student B: Prosocial behavior. The data for Student B demonstrate a positive 

change in the number of prosocial encounters after the implementation of the EBAP on 

Session 10. The trend during this condition is rated as variable while accelerating toward 

increasingly positive social encounters. The level was noted also as variable with seven 

more social acts on Session 20 than on Session 13. The percentage of overlap between 

condition A and condition B was calculated at 84.6%. 

nor. The data for Student C indicate a positive 
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change in the number of aggressive acts observed after the administration of the EBAP 

intervention. There was a stable, decelerating improving trend in the number of 

aggressive acts beginning on Session 15 after a variable, decelerating positive trend 

within Sessions 12-14. The level was rated also as variable within Sessions 12-14 but 

stabilized after Session 15 with no data points over four. There was a 44.4% overlap in 

the amount of aggressive behaviors with 0 aggression being noted within Sessions 17-21. 

Student C: Prosocial behavior. The data presented in Figure 6 show a positive 

change in the number of prosocial encounters that Student C demonstrated after the 

implementation of the EBAP. Within Sessions 12-13, the trend was variable and 

indicated a decelerating, negative movement. After Session 14, however, the trend 

became stable and accelerated in a positive direction. The level was variable during 

condition B with 30 prosocial encounters on Sessions 20-22 and 0 prosocial encounters 

on Session 13. There was a 89% overlap between conditions with the level stabilizing at 

30 prosocial observations on Session 20. 

Student D: Aggressive behavior. The data in Figure 6 reveal a positive change in 

the number of aggressive occurrences for Student D after the EBAP intervention was 

introduced in the class. The trend was stable with no more than four aggressive acts being 

observed within the intervention condition. This produced a positive, decelerating trend 

within Sessions 15-20. The level was stable also during the implementation phase of the 

EBAP. During condition B there were seven fewer aggressive acts when compared to the 

last day of the baseline condition on Sessions 13. The percentage of overlap between 

condition A and condition B was 16.4% with 0 aggressive acts observed within Sessions 
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18-20. 

Student D Prosocial behavior. The data indicate that Student D did demonstrate a 

positive and stable increase in social behavior after the EBAP was implemented in the 

class. The data produced a trend that was variable yet accelerating in the direction of 

positive social encounters. During the first day of the intervention there were 15 prosocial 

events compared to 30 social encounters within Sessions 18-20. This resulted in a stable 

level change between Sessions 14-17 and Sessions 18-20. There was a 100% overlap 

between baseline and intervention conditions. 

Student E: Aggressive behavior. The data in Figure 6 reveal that Student E 

demonstrated a positive change in aggressive actions after EBAP was used in condition 

B. The behavior trend was stable with a positive parallel celerity counting less than eight 

aggressive acts within the treatment phase. The level also was rated stable with a positive 

change in the direction of the intervention goal. On Session 16, the first day of condition 

B, there were six fewer aggressive acts than on Session 15 the last day of condition A. 

The percentage of overlap was 100% with 65 fewer aggressive acts within condition B on 

Session 19 than within condition A on Session 7. 

Student E: Prosocial behavior. Figure 6 indicates that there is a positive change in 

social behaviors for Student E after introducing the EBAP. The trend was in a positive, 

accelerating, and stable direction indicating a positive increase and a more stable pattern 

of social engagement by Student E. The level of the trend path also demonstrates stability 

with fewer than four data points of variability. There was a 100% overlap between the 

adjacent conditions. 
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The data provided through this research endeavor indicated that there was a 

decrease in aggressive behaviors among the five identified children who participated in 

this study. The data also revealed that there was an increase in prosocial behaviors among 

the identified children. 

Three factors substantiate the positive results obtained in Questions one and two. 

First, there was a positive change in the trend direction between baseline and intervention 

conditions across the five subjects. Second, there was a positive change in level of the 

trend between the adjacent baseline and intervention conditions. Third, these findings 

were replicated across five subjects. 

Question 3 was phenomenalistic in nature. It attempted to gain information about 

the experience of using the EBAP by the practitioners who used it during the intervention 

phase. The data were generated in two focus group sessions. One session occurred prior 

to EBAP training and the second group met after implementation of the EBAP was 

completed. Questions that were asked during each focus group session are listed in 

Appendix G. The data that emerged from the focus group sessions are presented in a 

macroethnographic descriptive format representing the themes and patterns generated in 

the data analysis (Bogdan & Biklen, 1992). Five overarching themes were revealed in the 

data: (a) pre-intervention management practices, (b) intervention issues related to 

implementation perceptions, (c) advantages of using the EBAP planning model for 

aggressive and social behaviors, (d) rationale for using the EBAP, and (e) addressing 

barriers to the implementation of the FRAP 
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The teachers and paraprofessionals 

reported that prior to implementation of the EBAP intervention strategies focused more 

on reactive stances than proactive planning. Aggressive behaviors were addressed 

through measures that were teacher or adult directed. Verbal directives and reinforcement 

of appropriate behavior with primary and secondary reinforcers were examples provided 

by the teachers and paraprofessionals of interventions normally used to curb aggression 

among the identified children. In addition, weekly visits by teenagers acting as role 

models from the local high school added to the management strategies used by the 

teachers. Social engagement was addressed, likewise, through teacher controlled 

methods. Cognitive strategies such as directing the child to figure out the problem or look 

at the other child's point of view were listed as attempts to increase social engagement 

among children experiencing conflicts with their peers. One teacher noted that she 

regularly used fantasy to direct a child's behavior toward more positive ends. Using a 

doll, she would speak as if the doll were speaking to instruct the child in proper social 

behavior. Teachers also noted that they used small groups to facilitate social exchanges 

among the children. 

Proactive measures focused on setting individual goals for the children and 

classroom planning. The individual goals can be viewed as authoritarian and cooperative. 

Authoritarian goals highlighted the teacher's desire for the child such as "I want him to 

do what I tell him to do." Cooperative goals related to the child's interaction with other 

children. Talking with other children and sharing toys were cooperative goals teachers 

voiced. 
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Proactive planning began with observation of the child by the teacher. A trial and 

error method was used to test ideas that developed during the observation phase. 

Brainstorming among teachers and paraprofessionals occurred when a child's aggressive 

behavior seemed to be escalating. 

EBAP was a process that produced information that will help other practitioners utilize 

the EBAP in a more effective manner. The focus group provided information concerning 

the EBAP that related to: (a) training issues prior to implementation of the EBAP, (b) 

management issues of the EBAP relating to using the EBAP in the classroom, and (c) 

structure of the EBAP form that will be valuable in future sessions. 

The focus group participants reported that the training provided at the beginning 

of the intervention did help them to change their focus from a teacher-directed model of 

management to a more child-focused model. They reported that the training encouraged 

them to look closer at the child's needs, to analyze the eco-system of the classroom to a 

greater degree, and to assess the participation of other children with the identified child. 

In addition, the participants stressed that the training helped them to identify skills a child 

needed when taking part in a particular activity. 

Suggestions for training improvement included ideas about four different areas of 

the training module. First, teachers suggested that the training be at least three hours long 

and be offered at the beginning of the school year for general and special education 

teachers. This was suggested as a way to facilitate inclusion and begin a new year with a 

positive implementation strategy that could be refined as the year evolved. Second, 
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teachers expressed a desire to know more about involving peers with identified children. 

Third, role play was offered as a method to understand the teacher's role in the FRAP 

usage. Fourth, teachers wanted more training in task analysis. They understood the value 

of this component, but added that more information was needed in order to make 

appropriate modifications to match the child's ability level with the assigned task. 

Teachers reported that the EBAP was an easy instrument to manage. It took 

approximately 10-minutes a day to fill out. It could be done during the normal planning 

period, and it dovetailed nicely into the regular planning process. More time was needed 

for planning at the onset of the EBAP implementation. As the process became more 

familiar, however, EBAP planning became a quick and easy endeavor that carried over to 

other instructional areas. 

Four suggestions were noted for improving the EBAP form. First, teachers stated 

that larger squares would facilitate the process of writing the individual assessments and 

strategies. Second, it was suggested that a section be added that would allow teachers to 

record future skills to address with the child. This section would be a natural unfolding of 

observations noted during the EBAP implementation and aid in future planning goals. 

Third, the focus group proposed adding a section that would provide the teacher with an 

opportunity to identify and to assess the performance level or completion of IEP goals by 

the child that were included in the EBAP activity. 

Advantages of using the EBAP planning mnrlel for aggressive and sodal 

behaviors. Group members reported that the EBAP had been instrumental in changing 

their focus from viewing aggressive children as problems to looking, instead, at their 
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problems. This transition enabled focus group members to evaluate their own 

performance and directed them to make more appropriate matches between the child and 

the activity, to understand each child's strengths, and to identify related skills a child 

needed to be successful with different learning activities. 

In addition, teachers stated that EBAP was successful in increasing socialization 

opportunities within the classroom and allowing children to fully participate in those 

social occasions. Peer acceptance increased and the identified children gained a greater 

capacity for solving altercations with their friends. Teachers also noted that the children 

used an increased repertoire of social skills when addressing frustrating social exchanges 

with their age mates and with adults. 

During implementation of the EBAP, teachers perceived their role changing from 

a reactive stance to a more proactive one. More time was spent in planning for and 

arranging the classroom context where children could interact successfully and address 

individual Individualized Education Program (IEP) social and emotional goals. Emphasis 

on peer interactions and task analysis helped teachers to engineer their classrooms for 

optimal social engagement. As a result, frustrations decreased and practitioners reduced 

the amount of time spent in peer mediation. They also believed that their position as 

social role models was strengthened due to the heightened positive social exchanges with 

the children. Focus group participants reported that the children were enabled to interact 

with friends more successfully, to try new problem solving techniques, and to practice 

new social skills with peers in the classroom. 

Rationale for using the EBAP When asked if the focus group would use the 



88 

EBAP intervention in the future, participants were overwhelmingly positive about using 

it again. They cited four reasons why the EBAP was a beneficial experience: (a) it 

focused on the needs of the child, (b) it helped with classroom management, (c) it 

addressed the personal growth of the teachers, and (d) it could be applied easily to a 

school-wide initiative. 

First, remediating the child's aggressive tendencies and teaching prosocial 

behaviors became the central teaching issue during the implementation of the EBAP. 

Teachers stated that there had been a prior tendency to focus on the special education 

label and never strategically address the needs of particular children. The EBAP provided 

them with a tool to magnify the child's needs and behavior. Consequently, the child's IEP 

behavioral goals became more prominent in the planning process. 

Second, classroom management practices were enhanced with the implementation 

of the EBAP. Teachers reported that the classroom atmosphere became much more 

positive. Constructive social engagement was increased between the children, their peers, 

and the adults in the classroom. Teachers also stated that it was an excellent assessment 

tool that enabled them to objectively identify areas within the ecology of the room that 

needed to be changed or altered. Focus group participants appreciated the flexibility of 

the instrument. They noted that the EBAP could be embedded within any classroom 

content area or IEP goal. It was suggested that Physical Education teachers, music 

teachers, or lunchroom monitors use the EBAP to enable special education students to 

function effectively within those settings. In addition, teachers highlighted the nominal 

financial investment needed to utilize the EBAP. It was inexpensive to copy and it used 
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materials that were readily available within the classroom. Additional materials or 

packets were not required for implementation. 

Third, teachers noted a personal factor during the EBAP process. One teacher 

disclosed, "It made me look at the child in a different way." Another revealed, "It helped 

me to see some success rather than feel that I don't know what to do with this child." All 

respondents agreed that it better prepared teachers and provided them with a greater 

selection of strategies for teaching children. 

Fourth, there was a general consensus that the EBAP could be used on a school-

or district-wide basis with early childhood special education students. It would enable the 

teachers to focus on the needs of the child and help alleviate the frustrations of dealing 

with aggressive behaviors. In addition, the child could be served in his or her most 

naturally occurring learning environment negating the need to provide instruction in 

isolated or restricted settings. Consequently, progress could be evaluated within the 

child's most naturally occurring environment, thereby, increasing the likelihood that 

generalization to other social contexts could be achieved. 

noted several possible barriers in implementing the EBAP with other teachers and school 

districts. They voiced a concern that the EBAP might be difficult for inexperienced 

teachers to use and negative teacher attitudes toward the process would diminish its 

success. To alleviate these problems, participants made three recommendations. First, 

when administrators assign special education students to inclusive classrooms, they must 

find an appropriate fit between attitude, skill level, and the child's needs. The teacher 
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must be experienced, possess a healthy attitude toward learning EBAP strategies, and 

demonstrate an inclination to focus on the child's needs. Second, school-wide 

implementation of the EBAP should be based on a "buy in" basis rather than a "forced" 

policy. Teachers who voluntarily choose to use the EBAP will have better attitudes 

toward changes that must be made and will spread their enthusiasm to others. Their 

enthusiasm will help others to easily adopt the process. Third, a three-hour training 

period that addresses each EBAP component in depth was suggested to prepare teachers 

to hurdle the problems that naturally arise during the course of the EBAP intervention. 

In summary, Question 3 was adequately addressed by the practitioners. The 

information provided will be valuable in implementing the EBAP in the future. All 

teachers indicated that they felt positive about the EBAP intervention. They expressed a 

strong desire to activate it at the beginning of the school year, to extend its use to other 

teachers and to promote it on a school-wide basis. Their suggestions for improvement 

concerned more intensive training before using the EBAP and restructuring the EBAP 

form to include IEP goals and future skill development. 



CHAPTER V 

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

In this research study the Ecologically-Based Activity Plan (EBAP) was proposed 

as a method to create a transition between special education and general education. It 

served as a tool for functional assessment as well as a method for embedding instruction 

within the naturally occurring context of the endogenous contructivist classroom. 

Specifically, the EBAP was utilized to answer three research questions: (a) Do children 

classified as developmentally delayed in the social and emotional domains whose 

teachers employ the EBAP exhibit decreased rates of aggressive behavior within the 

context of a classroom based on endogenous constructivism as determined by a multiple 

baseline single subject analysis? (b) Do children with disabilities whose teachers employ 

the EBAP exhibit increased rates of social engagement with peers within the context of a 

classroom based on endogenous constructivism as determined by a multiple baseline 

subject analysis? and (c) What information can practitioners provide concerning 

interventions based on the EBAP that will support teachers in meeting and in assessing 

social and emotional Individualized Education Plan goals in accordance with endogenous 

constructive based guidelines as determined by a qualitative analysis of feedback 

provided by the practitioner? 

Results of the study indicate that the EBAP was successful in answering each of 

the research questions positively. Three factors substantiate the positive results obtained 
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in Questions 1 and 2. First, a positive change was shown in the trend direction between 

baseline and intervention conditions across the five subjects. Second, a positive change 

happened in the level of the trend between the adjacent baseline and intervention 

conditions. Third, these findings were replicated across five subjects. 

Question three was adequately addressed by the practitioners. The information 

provided indicated that they felt positive about the EBAP intervention. They expressed a 

strong desire to implement it at the beginning of the school year, extend its use to other 

teachers and promote it on a school-wide basis. Suggestions for improvement involved 

more intensive training before using the EBAP and restructuring the EBAP form to 

include IEP goals and future skill development. 

Implications evolving from this study that effect classroom use of the EBAP 

include six general areas. First, teachers who employ endogenous constructivist contexts 

within their classrooms can successfully influence aggressive behaviors among children 

identified as developmentally delayed in the social and emotional domains through the 

use of the EBAP. Strategies for reducing aggressive behavior such as task analysis, peer 

modeling, and teacher involvement can be embedded in the naturally occurring 

environment of the constructivist classroom. 

Second, teachers who employ endogenous constructivist contexts within their 

classrooms can successfully influence prosocial engagement among children identified as 

developmentally delayed in the social and emotional domains through the use of the 

EBAP. Data suggest that strategies such as task analysis, peer modeling, and teacher 
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involvement may be successfully embedded within the naturally occurring context of the 

classroom and positively influence prosocial exchanges among peers and teachers. 

Third, children who demonstrate highly variable and fluctuating patterns of social 

engagement may be enabled to stabilize their social exchanges through use of the EBAP. 

When more stable social exchanges occur, it is reasoned that social engagement will 

generalize to other settings and contexts. 

Fourth, teachers support use of the EBAP. All teachers involved in the process 

enjoyed using it. They noted its success through personal reflection and recommended 

its use for other teachers. 

Fifth, a greater emphasis must be placed on training in the use of the EBAP. 

Practitioners who used the instrument requested more intensive work in understanding 

how to implement the different components of the EBAP. 

Sixth, the EBAP can be used successfully to address social and emotional 

behavioral goals that have been identified by the child's IEP. The EBAP can provide a 

daily method for embedding IEP goals in the context of the classroom as well as 

documenting across time the completion of IEP goals. 

Recommendations for further study 

It is noted that there was variability in the trend and level slopes in some 

instances. Stability could have been strengthened at this point by controlling for three 

extraneous variables. First, the baseline of Student A could have been extended to 

provide more stability in the baseline conditions across the subjects. Second, possible 

sources of variation could have been identified earlier in condition A across subjects in 
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order to reduce the percentage of overlap between the adjacent conditions. Third, the 

observers could have used smaller units of time for recording behaviors. This could have 

enabled the observers to more accurately target identified behaviors and increase inter 

rater reliability. These measures could have decreased possible sources of extraneous 

variables, provided more stabilized trend and level data paths. In addition, it could have 

decreased the percentage of overlap between conditions A and B. This would have 

strengthened the effect of the EBAP intervention. 

Inter rater reliability could also have been strengthened in this study by increasing 

the amount of time that the rater spent observing and counting behaviors. By increasing 

this percentage, reliability in the study could have been intensified. 

The success of the EBAP within the endogenous constructivist based classroom 

lends further support to the fact that interventions to reduce aggressive behavior and 

increase prosocial behavior can be embedded within the structure of the classroom 

utilizing endogenous constructivist based contexts. Hence, further research is warranted 

in this area. The utilization of endogenous constructivist principles needs to be examined 

further to meet IEP behavioral goals. In addition, more transition strategies such as the 

EBAP must be developed to provide the conduit for connecting the endogenous 

contructivist context with the IEP goals of individual children. 
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The Ecologically-Based Activity Plan 

The Ecologically-Based Activity Plan (EBAP) was developed as part of a 

comprehensive training program for paraprofessionals within The Child Development 

and Family Relationship Lab at the University of California, Northridge. It was supported 

by a paraprofessional-level training grant through the U. S. Office of Special Education 

and Related Services. 

The goal of the training program was to provide an easy to use transition 

instrument for novice paraprofessionals as they integrated developmentally appropriate 

activates with individualized skill development among children with severe disabilities. 

Components of the training program involved areas such as ecological assessment, task 

analysis, and the development of daily lesson plans for specific classes. The EBAP was 

introduced after the trainees demonstrated proficiency in group planning. Once the 

trainees were familiar with the EBAP, they implemented it in their work within the 

classroom. They were carefully monitored as they developed proficiency in its use. 

A preliminary qualitative analysis provided by the paraprofessionals between 

traditional group planning and the individualized EBAP revealed several differences 

concerning environmental issues, inclusion of peers, and curriculum goals. First, the 

analysis indicated that 67% of the trainees used traditional group planning for small 

group instruction, while only 30% chose to use the EBAP for small group instruction. 

50% of the trainees used the EBAP for less structured free time activities. This indicates 

a strong advantage in using the EBAP for embedding discrete goals in interactive play 

based activities. Second, only 32% of the trainees used peers as mediators in the 
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traditional plans. 100% used peers as mediators when using the EBAP. Third, trainees 

who used the traditional group plans emphasized only one area for skill development. 

When trainees used the EBAP, an average of 3.5 skills areas were targeted, indicating a 

trend toward more integrated skill development. 70% of the EBAPs focused on social, 

interactional, and functional goals for the children. However, the traditional group based 

plans stressed discrete cognitive and motor skills. 

Post EBAP evaluations provided by the paraprofessional trainees suggest a trend 

toward more individualized child goals that are embedded within the normal daily routine 

and activities of the classroom. Their feedback also revealed a trend toward a greater use 

of peer mediation and a more play based approach to discrete skill development in the 

social domain. In general the paraprofessional reported a favorable attitude toward the 

EBAP, citing its ease in use and attainment of desired goals for children with severe 

disabilities. 
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Child Date 
Classroom 

Environmnet: Indoor Play Outdoor Play Circle Time Small Group Time Lunch 
Snack Nap Time Toileting Learning Centers 

Subenvironment and activity: 

Curriculum Areas: Fine Motor Language Cognitive Social Self-Help Gross 

Classroom Activity Analysis Inclusion Strategies 

1a. What are the children doing? 
(Describe their acitivity.) 

1 b. Skills needed for participation, 
(task analysis) 

1c. Materials: 

1d. Children involved in this activity. 

1e. Adults present and description of 
their involvement. 

2a. What do you want the child to be 
able to do in this acitivity? 

(Goal for the child with special needs?) 

2b. What skills can the child do? 
(Assessment of the child's skills) 

2c. Modifications to materials: 

2d. Peer mediation & roles. 

2e. Strategies for adult involvement. 

The Ecologically-Based Activity Plan 
(Haney & Cavellero, 1996) 



99 

EBAP Assessment Evaluation 

1. Describe the target child's social and aggressive behaviors and include examples. 

Were the goals met? Was the child able to do what was planned? Did the child perform 

any unanticipated actions (especially those beyond your expectations)? What unexpected 

problems occurred? 

2. What types of interactions took place during the activity? Describe the 

interactions between the target child and the other children and those between the target 

child and the adults. Pay special attention to any kinds of interactions previously 

unobserved. Include examples of what the child said or did. 

3. If you were to do the activity again, how would you modify it? Think about 

encouraging more participation from the children, encouraging more interaction among 

the children, providing more or less prompting or structure, modify material, and so on. 

If the activity went well, in what ways might it be expanded to other play themes or 

skills? 
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Constructivist Teaching Design 

Class Date Evaluator 

Context 

Teaching 
Framework 

Teaching 
Implication 

Supported Not 
Supported 

Instruction adapts to the 
unique characteristics of a 
learning situation. 

Use several types of 
instructional methodology 
that respond to the confines 
of the learning context. 

Participatory design 
methods are used to 
articulate instructional 
goals. 

Teachers and students 
function as a design team to 
develop instructional goals. 

Instruction is embedded 
in the context of the 
intended performance. 

Use support systems that 
promote success within the 
context of authentic 
performance contexts. 

Instructional goals evolve 
through a consensus of 
needs made by several 
community stakeholders. 

Use curriculum based on a 
consensus of requirements 
for successful functioning 
within a given context. 

Focus on the intent of a 
learning experience by 
examining goals, learning 
activities, and assessment 
methods. 

Use planning guides that 
emphasize goal statements, 
learning activities, and 
assessment methods. 

Several learning goals 
may be grouped around 
specific learning 
experiences. 

Use learning activities that 
are rich in content and 
experience, plus encompass 
several learning goals. 
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Content is disseminated 
through problem solving 
and knowledge 
constructed learning 
goals. 

Use problem solving 
techniques to create 
answers to contextually 
based problems and then 
demonstrate their 
understanding of the nature 
of the problem. 

Instructional content can 
be identified through 
various methods. 

Use context based 
situations such as case 
studies, performance 
patterns, or interest to 
outline content. 

Instruction is based on 
developmental concepts 
of human growth. 

Recognize the 
developmental level of the 
student when planning 
instructional activities. 
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Strategies 

Teaching Strategies Teaching Implication Supported Not 
Supported 

Recognize that different 
learners may have a wide 
range of goals 

Include various learning 
goals within the same 
learning context. 

Acknowledge the 
interdependency of 
content and method. 

Build upon the existing 
knowledge the student 
brings to the learning 
context, embed the learning 
goal within a natural setting 
the child recognizes, and 
provide many ways to 
construct knowledge. 

Cultivate metacognitive 
knowledge. 

Establish "learning how to 
learn" as a goal for 
instruction through 
analyzing multiple 
perspectives, reflecting on 
these perspectives, and 
presenting the emerging 
knowledge base as a 
functional mechanism of 
their environment. In 
addition, ask thoughtful, 
open-ended questions to 
facilitate metacognitive 
outcomes. 

Provide for the "teaching 
moment." 

Create learning situations 
where the teaching moment 
may occur regularly and use 
this opportunity as a 
teaching method. 
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Assessment is embedded 
within the authentic 
learning context and 
based on the process of 
learning rather than the 
finished product. 

Use authentic based 
assessment practices such 
as open ended questions 
that require the student to 
provide a logical reason for 
their answer. Use portfolios, 
project based units of 
learning, and performance 
based in real situations. 

(Ertmer & Ertmer, 1998; De Vries & Zan, 1994; Wilson, Teslow, & Osman-Jouchous, 
1995) 
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The Behavior Dimensions Rating Scale 

The Behavior Dimensions Rating Scale (BDRS) is a scoring instrument designed 

to assess the behavior of individual children. It has been nationally standardized on 

children from kindergarten through grade 11. The BDRS is designed to measure a wide 

range of observable behaviors related to emotional problems. The BDRS package 

includes a BDRS examiner's manual and the BDRS rating forms. 

The BDRS is comprised of 43-items in a bipolar behavior format. Raters select 

behavior indicators on a 7-point continuum that best describes the behavior of the child. 

The four BDRS subscales are: Aggressive/Acting Out, Irresponsible/Inattentive, Socially 

Withdrawn, Fearful/Anxious. 

Aggressive/Acting Out behaviors include behaviors such as fighting, threatening, 

socially aggressive, and hostile actions. Irresponsible/Inattentive behaviors include 

actions such as rule breaking and an inability to meet the demands of the situation. 

Socially Withdrawn behaviors comprise actions such as solitary play, shyness, timidness, 

self-consciousness, reluctance, and passivity. Fearful/Anxious behaviors involve actions 

characterized by tenseness, anxiety, and distrustfulness. 
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Flying High with the Ecologically-Based Activity Plan 

Training Module 

I. Introduction 

II. Rationale for the use of a planning guide that emphasizes functional assessment 

1. Best practice dictates education within the natural environment for children 

with special needs. 

2. Education within the natural environment creates unique challenges. 

3. Functional Assessment serves to reduce the challenges. 

a. Reduces skill deficit between the child and the activity. 

b. Increases the repertoire of behaviors for the child to use. 

c. Reduces undesirable behaviors. 

d. Guide to support more desirable behavior. 

4. The Ecologically-Based Planning Guide is a method for doing functional 

assessment within the natural setting of the child with disabilities. 

III. Understanding Functional Assessment 

1. Definition. 

2. Benefits to the child. 

a. Functional concerns. 

b. Environmental concerns. 

3. Identification of important factors. 
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a. Identification of skills possessed by the student. 

b. Identification of relationships in the environment. 

c. Identification of methods to modify the environment to match the 

child's skill level with the demands of the task. 

IV. Understanding The Ecologically-Based Activity Plan (EBAP) 

1. Definition. 

2. Relationship to functional assessment. 

3. Relationship to early childhood education and early childhood special 

education. 

3. Use of the EBAP to help children operate effectively in their natural setting. 

a. Reduce aggressive behavior. 

b. Increase prosocial behavior. 

V. Implementing the EBAP 

1. Basic steps of a functional assessment. 

2. Classroom activity analysis. 

a. Describe the activity. 

b. Skills needed for participation. 

c. Materials being used. 

d. Children involved in the activity. 

e. Adults present and their activity. 

3. Inclusion strategies. 
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a. Target behavior for the child. 

b. Skills possessed by the child. 

c. Modifications to materials. 

d. Peer mediation strategies. 

e. Adult involvement strategies. 

V. Implementing the EBAP 

1. Review basic concepts. 

a. Functional assessment. 

b. Ecological assessment. 

2. Presentation of mock EBAP. 

a. Review varying components. 

b. Evaluate different EBAP samples. 

3. Creating new EBAPs. 

a. Group. 

b. Individual. 

c. Share results of individual EBAPs. 

4. Planning for classroom use. 

a. Types of activities to use with the EBAP. 

b. Frequency of designing new EBAPs. 

VI. Conclusion 
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Observer Training Module 

Introduction 

I. Presentation of assignment 

1. Definition of event recording 

2. Rational for event recording 

II. Presentation of methodology 

1. Event recording form 

2.Video vignettes 

a. Examples of aggressive behavior 

b. Examples of prosocial behavior 

c. Examples of behavior with questionable classification 

III. Practice of methodology 

1. Video vignettes 

2. Group recording of behaviors 

3. Individual recording of behaviors 

4. Evaluating recording products 

IV. Personal classroom behavior 

1. Seating arrangements 

2. Dealing with attentive children 

3. Maintaining quiet demeanor 

V. Schedule of event recording within the classrooms 

1. Daily schedule 
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2. Interobserver schedule 

3. Interobserver agreement 

Conclusion 

1. Review assignment 

2. Review schedule 

3. Presentation of event recording forms for use in the study 
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Script for Training Video 

Characteristics 
outlined in definitions 
of aggressions and 
social engagement. 

Video role play of 
obvious behaviors 
using these expressions 
and behaviors. 

Video role play of 
subtle behaviors using 
these expressions and 
behaviors. 

Aggression 
Hitting "I want your toy." 

Behavior: Hitting to get the 
toy. 

Behavior: Pushing to get the 
toy. 

Kicking "I am mad at you." 
Behavior: Kicking 

Behavior: Tripping 

Pinching "You are in my way." 
Behavior: Pinching to get 
someone to move. 

Behavior: Pinching when no 
one is looking. 

Pulling hair/clothes "I don't like you." 
Behavior: Pulling hair 

Behavior: Pulling child 
away during play. 

Argumentative "I want it my way." 
Behavior: "I was playing 
here first!" 

Behavior: " No! It is mine." 

Taunting "John is Behavior: Tattling. 

Provocative "You are ." Behavior: Making faces at 
someone. 

Threatening " I am going to hurt you!" "I won't be your friend 
anymore." 
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Starts interaction "Can I play with that?" Behavior: Play without 
talking. 

Continue an interaction with 
peers and adults 

Behavior: Talking and 
playing occurring at the same 
time around the event of 
washing the baby. 

Behavior: Playing without 
talking. 

Gestures that initiate or 
respond to social cues 

Behavior: Waving, patting, 
hugging. 

Behavior: Eye contact 

Positive, cooperative 
accepting stances 

Behavior: Smiling, laughing, 
cooperating 

Behavior: Taking turns with 
another person. 
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Ecologically-Based Activity Plan (EBAP) 

Interview Questions for Qualitative Analysis 

Pre Intervention Questions: 

1. What interventions are you using now to reduce aggressive 
behaviors? 

2. What interventions are you using to increase prosocial behaviors? 

3. Describe your planning process for these children. Do you utilize 
specific procedures? Do you incorporate certain goals? How much 
time is involved? 

4. Do you have a weekly method of objectively measuring IEP social 
and emotional goals? 

Post Intervention Questions: 

1. How did the training help you to implement the EBAP in your 
classroom? What suggestions would you offer for other EBAP 
training opportunities? 

2. How has the EBAP helped you to reduce aggressive behaviors 
with this particular child? 

3. How has the EBAP helped to increase prosocial behaviors with 
this particular child? 

4. How much time was spent in preparation as you used the EBAP? 
Did the time spent in preparation help you in other areas of your 
classroom planning? 
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5. If you were to do this intervention again, how would you change it? 

6. Do you have suggestions for changing the planning form? 

7. Would you use this intervention again? Why or why not? 
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