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Abstract

Student: Ciara Brennan
Thesis TitleReinforcementBased Group Contingencies to Increase Prosocial Behaviour among
At-Risk Children in Community Settings.

Prosocial behaviours such as helping, cooperating and sharing have numerous positive
AYLI OGa 2y OKAfRNByQa a20Alt FyR SY20A2ylf RS
factors against the negative outcomes associated with antisocial behayangularly amongst
children at risk of adverse childhood experiences. While the use of behavioural supports, to
promote prosocial behaviour, is wadbstablished in formal school settings, our knowledge of their
use in informal, communitpased settingss limited.

This thesis addresses this gap by exploring how group contingency interventions,
interventions in which a common consequence is delivered to a group of children based on the
behaviour of one or more individuals within that group, can be implemented érsadhool
settings to promote prosocial behaviours of children. This research combines a systematic review
exploring the use of group contingencies for targeting prosocial behaviours and antisocial
behaviours and four empirical studies exploring the useefforcementbased group
contingencies, the Caught Being Good Game, to increase prosocial behaviour in afterschool
centres serving atisk children.

Aligned with participatory approaches and social validity, we strove to involve participants
in meaningful ways through various novel methods. For example, in Chapter 4 the adult leader
was involved in monitoring behaviour change using direct behaviourgmaind in Chapter 5, two
studies are presented in which -clesign methods were used to design the group contingency
with adult leaders and children as key design partners.

Findings suggest that the Caught Being Good Game can be effectively implemented in
afterschool settings to target prosocial behaviours. Moreover, evidence suggests that
participatory approaches can have positive implications for social validity from blothleader
and child perspectives. By centring the voices of participants and embeddutesign and
participatory approaches within intervention design, this thesis presents a novel framework for
implementing socially valid, traurdiaformed behaviourastrategies outside the classroom.
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Chapter 1: Introduction

The foundations of behaviour are established in early childhood (Denham et al., 2017,
Walker et al., 2011), making this an important period for instilling core values and shaping future
outcomes. Effective methods for promoting positive behaviour, for elanthe implementation
of structured routines, consistent behavioural expectations, and the reinforcement of positive
behaviour, provide children with a framework for learning appropriate emotional, social and
behavioural responses. These strategies only promote behaviour change batso contribute
to the development of selfliscipline as well as adaptive coping skills, which are crucial for long
term success in academic, social, and professional settings (Gordeeva et al., 2017; Konaszewski et
al., 2019). Early behavioural patterrenccontinue in adolescence and adulthood, highlighting the
importance of proactive and preventative interventimom an early age (Hay et al., 2021).

Social support, social skills, and social behaviour play a fundamental role in the
development and wellbeing of children (Sancassiani et al., 2015), influencing their emotional
health (Chervonsky & Hunt, 2019), academic success (Ruppel et al., 2015fuaad f
relationships (Kretschmer et al., 2017). Strong social support systems, including family, peers, and
educators, provide a sense of security and belonging (Corrales et al., 2016), which is essential for
healthy psychological development (Hungerfordakt 2025) Social skills can be defined as the
social behaviourthat provide individuals with the necessary skills for effectnterpersonal
interactionsand tasks (Prette & Prette, 202Bocial skills enable young people to navigate
interpersonal relationships successfully, contributing to their ability to form meaningful
connections and collaborate with others (Eisenman et al., 2020). Furthermore, positive social
interactions help reinfare behavioural norms, influencing how young people engagettin
communities and develop a sense of social responsibility (Berger & Andaur, 2022). The presence
of supportive relationships also acts as a protective factor against stress, anxiety, and other
mental health challenges, highlighting the importanceasttéring social competence from an
early age (Triana et al., 2019). The development of strong social skills and positive social
interactions serves as a foundation for shaping broader behavioural patterns (Sancassiani et al.,
2015).

1.1 Social Context of Behaviour: Influences and Environmental Impact
| KAt RNBYyQa O0SKIFI@A2dzNJ Aa Ay FfdzSyOSR

oe I Reé
characteristics and a wide range of social and environmental fa@@asaldsor& Austin,2017,
Fawcett, 202 reflecting the longrecognised interplay of nature and nurture (Hart et al., 2021).
While the family forms the initial nature and nurture context for development, broader social

influences such as teachers (Abry et al., 2017), peers (Giletta et al., 20@1he wider
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experiences and behavioural patterns. Both the family and the wider social context play key roles

in determining how children develop emotional and social compédtnavhich, in turn, impact

their behavioural outcomes (Doyle, 2020).

CrYAfteé Aa 2FGSy O2yaARSNBR GKS Y2al AyFitdsSydaal
children have strong family relationships, it significantly buffers against emotional and
behavioural problems. Children who experience supportive, nurturing faanilironments are
more likely to demonstrate positive social behaviours, such as empathy, cooperation, and self
regulation (Vaughan et al., 2022). Conversely, children growing up in homes marked by conflict,
neglect, or parental substance abuse face greatks of developing disruptive or antisocial
behaviours ASBsDoyle et al., 2020). In these contexts, the absence of secure attachment figures
or positive role models often leads to difficulties in emotional regulation and interpersonal
relationships (Brumariu, 2015).

t SSNI NBflFdA2yaKALA |fa2 K2fR aA3ayATFTAOLIY(d 6SAIK
peer interactions arémportant for fostering emotional and social skills, including conflict
resolution, sharing, and empathy (Van Ryzen & Roseth, 2019). Children who are accepted by their
peers tend to exhibit higher levels of prosocial behavigRSBsand lower levels of aggression
(Ettekal & Mohammadi, 2020). On the other hand, peer victimisation and social exclusion can
escalate the risk of behavioural prebhs. Research indicates that children who experience
bullying are more likely to show signs of depression, anxiety, and aggression (Balluerka et al.,
2023). These peer dynamics become especially pronounced in adolescence, where the influence
of peer groupsan either reinforce positive behaviours or lead to highertadéng andASBs

Teachers and other adults within the community also play a pivotal role in shaping
children's behaviour. Studies have shown that children who perceive their teachers as supportive
and caring tend to display better social skills and nfe&Bg¢Wentzel et al., 2010). Positive
teacherchild relationships foster a sense of security and belonging, which can mitigate the effects
of external stressors (Coyle et al., 2021). In contrast, children who experience neglect or harsh
discipline from authoty figures aremore likely to exhibit behavioural issues, including aggression
and noncompliance (Wiggers & Paas, 2022).

The broader community context, including access to resources such as community
centres, recreational spaces, and mental health services, also plays an essential role in shaping
behaviour. Community resources provide children with safe spaces to engagesacial
activities, reducing the likelihood of exposureA&Band fostering a sense of belonging (Bartolo,
2023). However, these resources are often unequally distributed. Children living in disadvantaged
neighbourhoods, where accesstteseservices mg be limited, face heightened risks of

exposure to environmental stressors such as crime, poverty, and social disintegration. These
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stressors increase the likelihood of behavioural problems, as children in these environments often
lack the supportive structures that promote healthy social development (Vaughan et al., 2022).

Ly adzYz OKAfRNBYyQa O0SKIF@A2dzZNJ A& y20 az2f St e
embedded within a broader social context. The quality of peer relationships, teacher support,
community resources, and the socioeconomic conditions in which @ lokék all contribute to
shaping their social and emotional development. Understanding how these various elements
interact can help identify the factors that contribute to both positive and negative behavioural
outcomes, offering insights into effectivetérventions and support strategies.

While school is often the primary setting in which children's behaviour is observed and
assessed, it is important to recognise that behaviour may vary across a variety of contexts. Less
formal environments such as the home, afterschool programmes, comgnaoeittres, and
neighbourhood spaces offer different structures, expectations, and social dynamics than
traditional classroom settings (Smith & Bradshaw, 2017). In these settings, children may interact
with a wider range of peers and adults, experience nftaeible routines, and engage in more
autonomous decisioimaking, all of which can influence how behaviours are expressed-(Leos
Urbel, 2015). For example, a child who exhibits strongreglfilation in school might behave
differently in a loosely structed afterschool environment where supervision styles and social
norms are different. These contextual differences highlight the importance of examining
behaviour within and beyond the classroom, especially when working with children from diverse
cultural bakgrounds, marginalised communities, or those with additional needs (Kremer et al.,
2017). Understanding how behaviour manifests across these varied environments can support

more holistic and responsive approaches to behavioural support.

1.2 The Irish Context

In recent years there has beam increasing recognition within Irish policy (e.g.,
Department of Children, Equality, Disability, Integration and Youth [DCEDIY], 2023) and research
(e.g., Nixon, 2021) of the importancetbe relationship betwee®O KA f RNBY Q& 0 SKI @A 2
development. Behavioural challenges among children in Ireland such as aggression, non
compliance and disruptive behaviours have been identified across both home (e.g., Whelan et al.,
2025) and educational contexts (e.g., kexcet al., 2016). Such behaviours haegative
implications for individual welbeing, peer relationships, and broader societal functioning (Moon
& McCluskey, 2018). While much international literafeexplores behavioural development,
understanding this within an Irish context is essential to ensure that the needs of Irish children are
met within their unique sociocultural and systemic environments (Nixon, 2021).

The Growing Up in Ireland longitudinal stu@ofernment of Ireland202%5) has provided
key insights into the prevalence and nature of emotional and behavioural difficulties among Irish

children and adolescents. Findings from this nationally representative dataset indicate that more
3



than one in ten 13/earolds in Ireland present with behavioural or emotional difficulties, with
boys more likely to demonstrate externalising difficulties such as hyperactivity or conduct
problems (Nixon, 2021). These behaviours are not isolated to adoies. In early years settings,
educators report increasing concern around challenging behaviours such as aggression,
withdrawal, and norcompliance, particularly in communities facing socioeconomic disadvantage
OhQCINNBtte S Ff®dS HAHNO D

There is growing awareness that behaviour cannot be viewed in isolation from its broader
context. For example, Irish care professionals consistently highlight systemic limitations including
insufficient behavioural support structures, lack of professidraahing, and long waiting times
for specialist services (Dunworth et al., 2024). These challenges are exacerbated in schools that
serve highrisk populations (Department of Education, 2017) and have led to increased calls for
culturally responsive and ctext-specific approaches to behaviour change (Devine et al., 2024). In
recent years, several national frameworks have sought to address these gaps and promote more
inclusive and preventative models of behaviour support. The Supporting Parents policyXPCEDI
2022), for instance, outlines a coordinated model of parenting support across Ireland and
recognises the foundational role of parenting in shaping behavioural development. Similarly,
programmes such as DEIS (Delivering Equality of Opportunity in Sdmbihe School
Completion Programme represent targeted efforts to address educational inequalities at a
aeaitsSYrAo tSgSto 59L{ Aa I aidldddza RSaA3aylr SR
tackle education disadvantage (Department of Edicegt2017). Schools aessignedEIS status
based on the proportion of students considered to be disadvantagbis measure of
disadvantagésbased on an index score calculated using a number of indices ingléimiing
example unemployment rate, type gbrofession, rate oindividuals withsecondlevel education,
rate ofindividuals withthird-leveleducation(Pobal, 2023). The School Completion Programme is
a targeted programme for Irish children considered at risk of early school leavitgidnen who
areout of school andhavenot successfully transferred to employment or an alternative learning
site (Smyth et al., 2025). Although there have been important policy developments, Irish research
continues to point to the need for better coordination beden sectors (National Council for
Special Education, 2024), greater investment in early intervention, and ongoing professional
development in behavioural support strategiesaaffidnal Council for Special Educati@®24). In
this regard, the Irish context reflects both shared international concerns (DCEDIY, 2021) and
distinct national challenges, particularly in terms of equitable access to siggudtservices for

children presenting with behavioural needs (Nixon, 2021).

1.3 Adverse Childhood Experiences
Adverse childhood experiences (ACEs)atentiallytraumatic events experienced by

children that may include experiences such as abuse, neglect, or household dysfunction (Boullier
4
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& Blair, 2018). They are highly prevalent (Bellis et al., 201i6) research suggesting more than
60% of Irish adults have at least one ACE (McCutchen et al., Rifigidualswho experience

ACEs have been demonstrated to be at higher risk of negative outcomes in adulthood including
mental health difficulties (Von Cheong et al., 2017), poor physical health (Hughes et al., 2017),
substance abuse (Bellis et al., 2016). Childrey beaat an increased risk of experiencing ACEs for
a variety of reasons inafling if they are of an ethnic minority, low socioeconomic status, and if
they experience family unemployment (Merrick et al., 2018).

The importance of the consideration of vulnerability dughe experience of ACEs in
practices working witlat-risk populations habeen highlighted (Goddard, 2021). ACEs can impact
health and functioning across a number of important domains. There is increasing evidence that
socicemotional development may be significantly impacted by ACEs (Ray et al., 2020), with
studies demonstratig thathighernumbers ofACE&re associated witlower social wellbeing
(MosleyJohnson et al., 2019), and higher levl&8BgHunt et al., 2017). ASBse behaviours
which can be defined as recurring violations of socially accepted patterns of behaviour (Mayer,
1995) and may include behaviours such as aggression, defiance, and lackeatjidatfon
(Walker et al., 1998). These behaviours are often lirtkedifficulties in emotional regulation,
aggression, and poor interpersonal relationships, which may stem from disrupted attachment
figures or neglectful family environments (Oshri et al., 2015). ABsreate a cyclef negative
outcomes, as children who struggle with emotional regulation often face academic challenges,
difficulty in forming positive peer relationships, and mental health problems (Paradis et al., 2016).

However, recent research has demonstrated that social support, in the form of good
peerto-peer, parentchild or studeniteacher relationships, can buffer against the experiences of
ACEs (Vinh et al., 2024) and negative outcomes such as substance usku(vieCal., 2024).

Studies show that children who have supportive relationships are less likely to develop ASBs, as
these connections help foster emotional regulation and empathy (Vinh et al., 2024). For example,
positive teacherchild relationships fosteemotional security and provide a stable foundation for
learning and development (McNally & Slutsky, 2020) and supportive peer interactions promote

empathy and regulation, even among children exposed to adversity (Vinh et al., 2024).

Mon {dzZLLR2 NI AY3I / KAf RNBYQa {20AFf . SKI A2 dzNE&
While general behavioural risks associated with ACEs must be consitheredyrent

thesis is concerned with the specific domain of social behav&agial behaviours refer to the

ways in which children interact with others in accordance with societal and cultural expectations,

including cooperation, empathy, and the ability to form and maintain relationships (Junge et al.,

2020). These behaviours ame important component of broader behavioural development and

I NB OSyaNIt G2 OkipafioRiN{Eeyr Qraupsi ethiz@idnal Zckidgs, arldlvibkl A

social contexts (Kuranchie & Addo, 2015).



While the risks associated with ACEs are substantial, the presence of protective factors
can support resilience and help to buffer from the most harmful effects of adversity. Strong
relationships with caregivers, consistent support from school environmemis access to quality
early intervention services have all been identified as important factors in promoting adaptive
outcomes (Walsh et al., 2020). Preventative measures, such as those aimed at providing stable
emotional support and teaching emotionagulation skills, are essential in reducing the long
term negative impacts of ACEs and preventing the development of ASBs. For instance,
interventions that focus on building supportive peer relationships, promoting empathy, and
teaching conflict resolutioskills are crucial in helping children fromrak populations develop

the skills needed for healthy social interactions (Vinh et al., 2024).

1.5 Prosocial and Antisocial Behaviours
Both nationally (Department of Justice, 2022) and internationally (United Nations, 2015)
there has been a call to focus on creating more inclusive, prosocial societies. Although prosociality
is widely studied, the conceptualisationBSBemains ambiguous with many researchers failing
to define the concept in their investigations (Pfattheicher et al., 2022). For the purpose of this
thesis, PSB is broadly defined as behaviour engaged in with the intention of benefiting others,
even if thismay at times comavith a personal cost (Dunfield & Kuhlmeier, 2013). This may
include helpful, considerate, and kind behaviours (Hartas, 2011) as well as sharing, cooperating
and comforting behaviours (Jackson & Tisak, 2001). Research by SdReichitand colleagues
(2012) suggested six dimensions of PSB for children including sharing, cooperation, helping others
gKSYy GKS& KIFIgS | LINRPofSYZ ({AyRySaazr dzyRSNRERGIYyRAY3
PSBs have been associated with a wide range of both psychological and personal benefits
(Wagaman, 2011) including greater peer relationships (Lee, 2016), less prejudice (Morselli &
Passini, 2015), greater academic achievement (Lum et al., 2017), momhiedttitudes (Cigala
et al., 2015) and lower levels of aggression (Coyne et al., 2018). PSBs not only impact an individual
personally, but PSBs have been shown to provide a basis for our understanding of citizenship and
responsibility across the lifespanl 2 LJS 9 WF ISNBESX HamMn0O® LG KFa 0SSy 3
social context both influences and is influenced by a lack of inclusivity or prosociality (Moore et
al., 2023).
By contrastASBs arenderstood as outcomes of various risk factors hade been
associated with numerous negative outcomes including current and future social and health
problems (Paradis et al., 2016), increased anger, poor executive control, poorer empathetic
responding, and greater display of negative emotions (Ensdr,e2@10). Recently published Irish
research has suggested that ASB affects not only the individual and their families kibealso
peers, neighbourhood, school and wider society (Vaughan et al., 2022), similarly to the impact of

PSBs on broader sociabgps.Previous research has identified kefyectivemethodologiedor
6



decreasing the risk of the development of ASBs and encouraging PSBs in children{Aljadeff
Abergel & Ayvazo, 2020), including, for example, the promotion of positive peer relationships
(Pilling et al., 2013) drehaviourmanagement interventions (e.dellem et al., 2011; Troncoso et
al., 2024 Wiskow et al., 2021).

In exploring what is considered appropriate social behaviours, PSBs may be considered as
the goal state and ASBs as the agual state(e.g., Wiskow et al., 2021 owever, it must be
noted that these behaviours do not necessarily occur on a continuum and are distinct constructs
meaning that a rise in PSBs does not necessarily mean we will see a decrease in ASBs (i.e., Wiskow
et al., 2021). The development of PSBs, however, has been said to act as a protective factor
against the negative outcomes of AQ¥mh et al., 2024and therefore reduce the risk of

engagement in ASBs (Hunt et al., 2017).

1.6 Promoting Behaviour Change through the use of Behavioural Contingencies

Promoting behaviour change, based on behavioural approaches in psychology, focuses on
20ASNII 6tS O0SKI@A2dzNAE 2N) aNBalLRyaSaég | a oSt
conditioning, a term coined by Skinner, describes the process by whidikelibood of future
occurrences of a behaviour are either strengthened or weakened through stimuli following the
behaviour in the past3kinner 1965Skinner, 197,1Skinner, 201P Behaviour can be modified
through two core behaviourgirinciples- reinforcement and punishment (Miltenberger, 2015
Skinner, 1965, Skinner, 201®Reinforcemenstrengthers or increass a behaviour, whereas
punishment weakesor decreasea behaviour (Cooper et al., 2020). More specifically, positive
reinforcement involves the presentation of a positive stimulus to increase the likelihood of future
occurrences of a behaviour whereas negative reinforcement involves the removal of a negative
stimulus tostrengthen behaviour. Similarly, in the case of punishment, positive punishment
involves the presentation of a negative stimulus to decrease the likelihood of future occurrences
of a behaviour and negative punishment involves the removal of a positivelgsrito weaken
behaviour (Cooper et al., 2020).

Principles of reinforcement or punishment to tardethaviour in behaviour intervention
YEd 0SS NBEFSNNBR (G2 a F O2yiGAy3aSyoOed ! aO2ydAa
the potential for a future consequence based on reachiegrgain criterion For example, a
contingency might be that a child will receive a gold star (conditioned reinfafdagy have
finished all their homework (target behaviour). Contingesbgaped behaviour such as this is
different fromother forms of learning sucés rulegoverned and observational learning, coverage
of which is beyond the scope of the current thesis. A number of behaviour management
strategies derived from these behavioural principles are commonly used with children including
performance feedbaclseating plans, token economies, peer tutoring and group contingencies

(Parsonson, 2012). The focus of the current thesis is on the latter of these, group contingencies.
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Punishment procedures such as verbal reprimanding, giving a time out, removal of
privileges, suspension and expulsion are commonly used in school seliciysi(l et al., 2016
[ AGSNY GdzNB SELX 2NAYy 3 OKAf RNBYyQa LINBTFSNBYyOSa T2NJ L
Somestudies indica OKA f RNBYy Qa LINBFSNByYy OS @&talN2020R/ahyet 2 NOSYSy i
al., 2016; Wiskow et al., 2021) and others suggestechildren prefer an intervention which
combines both reinforcement and punishment (e Ipwett Hirst et al., 20)6However,some
research has indicated thaunishmentprocedures, although effective at managing behaviour,
can have negative implications for the individual (Mathur & Corley, 2014; Roache & Lewis, 2011).
More recently, there has been a shift todusing on more positive forms of behavioural support
(DeJager et al., 2020aVigna & Willis, 2012), and it has been suggested that reinforcebaesed
behaviour change techniques should be used in educational settings over punitive or punishment
based onesvhere possibléKorpershoek et al., 2016; McDaniel et al., 2022; Osher et al., 2010).

1.7 Promoting Group Behaviour Change

Although behaviour change is often conceptualised and addressed at the individual level,
there are specific circumstances where a gréexel approach is both necessary and
advantageous. In educational and commuibgsed settings, practical constraintschuas limited
resources, time pressures, and the need for ecological validity often require interventions that
target collective behaviour rather than individualised strategies (Simonsen et al., 2015).
Additionally, certain behaviours, such as disruptiebdviours, rulébreaking, or PSBsan be
consideredsocial in nature (Busching & Krahé, 2020; Muller et al., 2016). These behaviours may
benefit from groupbased behaviour change mechanisms. Considering behaviour at the group
level also allows practitioners to explore the social dynamics that influenceybong people act
within their peer contexts (Farmer et al., 2018). This perspective is particularly relevant in less
structured environments such as afterschool or community programmes, where individual
monitoring may be more difficult and peer influence more pronounced.

Promoting behaviour change in group settings presents distinct challenges, as individual
behaviour is often influenced by peer dynamics, shared norms, and environmental factors
(Farmer et al., 2018). In classrooms, for instance, disruptive behaviour& ¢ainforced by peer
attention, making traditional individudbcused interventions less effective. Instead, strategies
that promote collective responsibility and positive peer influence have been shown to enhance
behaviour management outcomes (Chow & @ilm 2016). Effective approaches include
establishing clear behavioural expectations, fostering a positive group culture, and utilising peer
modelling, where PSBs are demonstrated and reinforced by other group members (Gage et al.,
2018). Additionally, tezherled reinforcement strategies, such as praise, token economies, and
structured routines, contribute to the development of a supportive classroom environment that

encourages appropriate behaviour (Hieneman, 2015). These foundational strategies allow for
8



more structured interventions, such as group contingency interventions, which apply behavioural

principles to manage group dynamics systematically (Dillenburger & Coyle, 2019).

1.8 Group Contingency Interventions

A group contingency is a behavioural intervention in which a common consequence is
delivered to a group of participants based on the behaviour of one or more individuals in the
group (Little et al., 2015¥roup contingencies can take one of three forms, each form
distinguished by how access to the reinforcer is achieved: independent, dependent, and
interdependent (Chafouleas et al., 2012). In independent group contingencies, each member of a
groupisheld2 G KS &1 YS ONXRGSNR 2 Y €ss K einfGe@S NBasdd yn theiy RA &
own behaviou((i.e., if an individual satisfies the intervent@wgriteria, they will receive a reward
following the intervention)YJoslyn et al., 202®okorski et al., 2017). In dependent group
contingencies, access to the reinforcers is reliant on the behaviour of a select few individuals in
0KS 3INRdzL) 0{t2Yly SiG If®X wamnod® LY AyidSNRSLIS
reinforcers is reéint on the behaviour of the whole group (Lum et al., 20P%ase se€igurel.1
for a visual representation of the different types of group contingency interventions

Group contingency interventions have been used with a wide range of populations
including, for example, adults (FuhrmaKmowles et al., 2024), undergraduate students (e.g.,
Ostrosky et al., 2022), secotmlel students (e.g., Bohan et al., 2021; Joslpimér et al., 2019),
primary-level students (e.g., Ennis et al., 2016) and preschoolers (e.g., Donaldson et al., 2020;
Pokorski et al., 2017). The focus of the current thesis is on the use of interdependent group
contingencies with primarevelchildren

Interdependent group contingencies, as used throughout this thesis, are considered to
provide an effective, evideneeased method for managing group behaviour, whether for
decreasing disruptive behaviours (Maggin et al., 2012; Maggin et al., 2017) mecriasing
positive behaviours (e.g., teamworking; Sewell, 2020). Minimal research has explored the use of
the interdependent group contingencies for increasing PSBs and decreasing ASBs of children (e.g.,
AljadeffAbergel & Ayvazo, 2020; Dillenburger & €pg2I019; GrasleBoy & Gage, 2020). Typically
group contingency interventions involve monitoring behaviour change at a whole group level
(e.g., Sewell, 2020), however, individual target participants may also be observed (e.g.,-Aljadeff
Abergel & Ayvazo, 20).! & ( linNiE@ Sa8ecof group contingeng refers toanindividual who
has been chosen to have their behaviour monitored separately to the whole group. Choosing
individual targes also provides an opportunity to explotiee potential for nonresporders to an

intervention (Bohan & Smyth, 2022; Donaldson et al., 2017).



1.9 Behavioural Contingencies in Group Contingency Interventions

Group contingency interventions, by their nature, involve gdmseed elements (i.e.,
reaching eacriterionto win a prize). Moreover, during the intervention, they typically incorporate
the assignment of points (e.g., Caught Being Good G&R&GWright & McCurdy, 2012) or
fouls (e.g., Good BehavinGameGBGBarrish et al., 1969) depending winetherthe
participantsare considered to be following the behavioural expectations or the game res.
result of the prize given to winning participants at the end of the interventiorsatisfying the
game criteriagoup contingencies are generally seerreimforcementbased behaviour
management strategie@viaggin, Johnson, et al., 2012, Maggin et al., 2017). Despite this general
perception, some group contingency interventions incorporate punishment procedures during the
intervention (Bohan & Smyth, 2023pslyn et al., 2028Vahl et al., 2016). Specifically,
LI NOAOALI yGa FINB FEft20FiSR a¥F2dzZ a¢ 2NJ aYFNja¢g F2N
gamerules.Other interventions use only reinforcemehaised contingencies (e.g., Bohan et al.,
2021; Wright &cCurdy, 2012). It could therefore be argued that group contingencies impose
two separate contingencies on a group of participants, a stesrh contingency and a lorgrm
contingency (e.g., Schonewille et al., 1978). The sieomh contingency focusesnceither
punishing or reinforcing instances of target behaviours via points or fouls, and thégiong
contingency typically rewards the participants for success$altisfyingthe game criteria (e.g.,

less than X fouls or more than X points; Little let2015).
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Figure 1.1

The Three Types of Group Contingency Interventions

Behaviour During

Intervention Period Post-Intervention
independentGroup | T TR AR
Contingency P
A
Interdependent T
Group Contingency ..............................................................................................
A
A
Dependent Group ..............................
Contingency @
[
selected
dependent

Note: Each row represents a different possible outcome for each of the three types of group
contingency.

Satisfies Game Does not Satisfy Receives reward post-

Ke > : .
y @ Criteria @ Game Criteria Intervention

Note: The blue row represents the independent group contingency inwhigh A Y RA @A Rdzl f Q
to reinforcers is based on their own behaviolihe yellow row represents the interdependent

group contingency inwhich KS I NP dzZLJQ&d | O00S&aa (G2 NBAYT2NOSNE
whole grougteam. The green row represents the dependent group contingency in which an

A Y R A Qdcéeskltofth@ eeinforcers is reliant on the behaviour of a select few individuals in the

goud 60 K2aS OANDESR Ay (GKS FAIdzZNBO P DNBSy TFA3Idz
consideredo have satisfied the behavioural criteria of the group contingency intervention.
,Stt29 FTAIANPEASNPSYV&L2¢E 2081 dzYy NBE (K2aS gK2

intervention has ended.
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1.9.1 The Good Behaviour Game

The GBQhe most widely used group contingency interventiotilises positive
punishment in the shorterm contingency of the intervention. The GBG waginally developed
by Barrish et al., (1969ndprovides the earliest description of a group contingency intervention
(Maggin et al., 2012). Barrish et al., (1969) introduced the GBG with the aim of reducing disruptive
behaviour in a 4th grade classroom. The original GBG involved splitting the ciilgrémams
and, inthe shori SN O2y Ay 3ISyOes 3IAA DAY Ineiitrofthdtedm a Yl NJ ¢ 02
broke a rule. The teams would then bensidered to have satisfied the game criteria and
thereforeeligible to receive privileges or prizes, in thadterm contingency, if they remained
under 5 marks throughout the game. In a case where both teams remained under the criteria, the
team with the fewest marks was named the winning te@woslyn, Donaldson et al., 201R)ease
see Figure 1.2 for a visual representation of the shamt longterm contingencies of the GBG.

The GBG has since been used to successfully target a variety of behaviours including, for
example, being out of seat (Ortiz et al., 2017), aggression (Leflot et al., 2013), verbal disruption
(Mitchell et al., 2015)wearing(Flower et al., 2014) and inappropriate physical contact (Kleinman
& Saigh, 2011Research has provided evidence supporting longitudinal effects of the GBG on the
longterm developmental trajectories of disruptive behaviours (e.g., Troncoso et al., 2024; Wilcox
et al., 2022), meanindhat children introduced to the game in childhood demonstrated reduced
levels of disruptive behaviour over time. Some research has even referred to the GBG as a
behavioural vaccine (Embry, 2002), describing it as a simple practice that has the potential to
reduce morbidity and mortality with widespread use.

The GBG has been used with mainstream samples (Wiskow et al., 2021) as well as those in
special education (Breeman et al., 2016slynVollmeret al., 2019. The use of the GBG has been
explored in primanjevel classrooms (Flower et al., 2014), secondiewgl classrooms (Ford et al.,
2020), and outside of the education setting in an afterschool centre (Smith et al., 2018). More
recently, there has been a shift to focusing on more positive forms of behavioural support
(LaVigna & Willis, 2012) and it Hasen suggested that positive techniques should be used in
educational settings to modify student behaviour over punitive onbsere possiblé¢Korpershoek

et al., 2016; McDaniel et al., 2022; Osher et al., 2010).
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Figurel.2

The Shorterm and Longerm Contingencies of the Good Behaviour Game

Short-Term Contingency:
Contingency in Place
during the Intervention

Fouls awarded throughout the game if Access to Reinforcer if a team reaches
entire team is not following the game rules. or has less than the daily foul criteria.
Behaviour Access to
Change -1 1 -1 1 -1 Reinforcer
Mechanism:
Positive Punishment*
Start of End of
Game "~ Game

KEY: *Based on a game with 5 behavioural checks (e-mir2§ame with a behaviour check

every 4 minutes).

1.9.2 Reinforcementbased Group Contingencies

Since its initial exploration, a number of variations of the GBG have been presented

including versions which replace the use of punishment with reinforcement (Wright & McCurdy,

2012).Research began to explore positive variations of the &&@&lyafter the publication of

Barrish and colleagues (1969) original study (e.g., Robertshaw & Hiebert, 1973; Fishbein & Wasik,

1981).Positive variations of the GBG involve using positive reinforcement in both the ahdrt

long-term contingenciesreplacing the taditional use of positive punishment (fouls), to increase
OKAf RNBYy Q&

LI2 1@ theGehrdhBrcamBribdsed Ve soadsBindlividuals must meet or

exceed a points criterion to satisfy the game requirements and be eligible for reward in the long

term contingencyFigurel.3 providesa visual representation of the shednd longterm

contingencies of the CBGG.

Although different contingencies are at play in the traditional, punishrieged and

positive reinforcemenbased GBG, there is no consensus in how such interventions are

distinguished by name in the literature. For examptamestill refer to it as the GBG (e.groves

& Austin, 2019)somestate that it is a positive GBG (e.g., Fishbein & Waskik, 1981; Moore et al.,
2022; Sewell, 2020) while others refer to it as tlai@ht Being Good GameBGGe.g., Bohan &
Smyth, 2022; Crook et al., 2023). The CBG&rm originally coined by Wright and McCurdy

(2012, isa positive variation of the GBG. Only positive contingencies are used in the CBGG and

may remain more aligned with a current focuswsing reinforcemenbased contingencies in

place of punishment where possibde]  + A3yl g9 2Af{fA&X HAMHUO®

2 NRA 3

(2012) involved a comparison of the traditional GBG and the CBGG across 4 classroom settings.

Results indicated that the CBGG and GBG were equally effective at decreasing disruption and
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increasing ortask behaviourResearch comparing the use of the GBG and CBGG has found that
children prefer the positive variation (e.g., Wahl et al., 2016; Wiskow et al., ZD@bughout
this thesis positive versions of the GBG will be referred to as the CBGG

Figurel.3
The Shorterm and Longerm Contingencies of the Caught Being Good Game
Short-Term Contingency:
Contingency in Place
during the Intervention
Points awarded throughout the game if Access to Reinforcer if a team reaches
entire team is following the game rules. or exceeds the daily points criteria.
Behaviour A
ccess to
Change +1 +1 +1 +1 +1 Reinf
Mechanism: S
Positive Reinforcement*
Start of End of
Game Game

KEY: *Based on a game with 5 behavioural checks 28:min game with a behaviour check

every 4 minutes).

1.10 Settings in which Group Contingencies are used with Children

Group contingency interventions are commonly used with children in educational settings
(Hulac & Benson, 2010; Maggin et al., 2012; 2017) as they provide a method for teachers to
simultaneously capture the behaviour ioflividualstudents whose behaviour may be of concern
as well as the behaviour of the whole group. Group contingency interventions have been
successfully used in educational settings to increase academic engagement (Bohan et al., 2022),
increase academic achievemdiiteis et al., 2015), degase disruptive behaviours (Bohan &
Smyth, 2022) and increase social interactions (Pokorski et al., 2019). Group contingencies have
been used in all levels of education including preschool I®ahdldson et al., 202@0korski et
al., 2017), primary level (Naylor et al., 2018), secondary level (Bohan et al., 2022) and even third
level (Walker et al., 2022).

Explorations of the use of group contingencies have been conducted with both
mainstream (Bohan & Smyth, 2022) and special education (Groves & AustinJastyn et al.,
2023 populations. While most commonly used within the classroom (e.g., Wiskow et al., 2021),
group contingencies have also been used during physical education classes (e.g.;Atjapdf
& Ayvazo, 2020), or over lunchtime break (e.g., GraBy& Gage?020). Some additional, but
more limited research hasxploredthe use of group@ntingencies for children outside the

school. This includes the home (Brown et al., 2020), residential summer camps (Bloomfield, 2022),
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residential care home (Sloman et al., 2014), the workplace (Kozorez, 2019) and afterschool
services (Smith et al., 2018).

Group contingency interventions are commonly implemented in structured environments
such as classrooms, where routines, expectations, and supervision are clearly defined. These
settings allow for consistent reinforcement and monitoring, often meaningnifeémentation of
behaviour management strategies is more straightforward (Maggin et al., 2012). By contrast,
unstructured environments, such as afterschool programmes, community clubs, or recreational
activities, present unique challenges. These settirfgemanvolve mixeehge groups, varying
supetrvision levels, and less rigid behavioural expectations, which can impact the consistency of
group contingency interventions (Smith et al., 2018). As a result, adaptations, such as increased
flexibility in reinfocement scheduleée.g.,Bohan & Smyth, 2022pslyn et al., 2023)r peer
mediated interventionge.g., Donaldson et al., 20)L8nay be necessary to ensure the

effectiveness of such interventions outside of the classroom (Brown et al., 2020).

1.11 Targeting Prosocial and Antisocial Behaviours using G&ased Group Contingencies
Previous research has used gabssed group contingencies to target PSBs and ASBs in

child populations. The GBG has been used to target a number of ASBS including aggression

(Kleinman & Saigh, 2011; Maggin et al., 2012; Saigh & Umar, 1983) and negetaetions

(Wiskow et al., 2021). The CBGG has also been adopted by researchers to target PSBs such as

positive interactions (Groves & Austin, 2019; Wiskow et al., 2021; Sewell, 2020), teamwork

(Sewell, 2020) and supportive behaviours (Sewell, 2028)le some of the literature exploring

the use ofpunishment procedures in a group contingency malicated effectiveness of such

methods fordecreasing ASBs (e.g., Kleinman & Saigh, 2011; Saigh & Umay o#tdrahad

mixed findings (Wiskow et al., 2021, Jones et al., 2009). Other interventions using wholly positive

reinforcement mechanisms in both the shdaerm and longterm contingencies found the

intervention to be effective at targetinigoth PSBs and ASBS (e.g., Groves & Austin, 2019; Hansen

& Ligrnugaris/Kraft, 2005). A more complete review of some of this literature is presented in

Chapter 2

1.12 Exploring the Effect of Group Contingency Interventions

There are two key research designs by which the effectiveness of group contingency
interventions are explored. The first, and most typical exploration, through the use of single case
experimental designs (e.g., Bohan & Smyth, 2023; Groves & Austin, Z8&%econd, through
the use of randomised control trialRCTse.g., Smith et al., 2018; Smith et al., 2021).

1.12.1 Single Case Experimental Designs
Both the original GBG (Barrish et al., 1969) and the original CBGG (Wright & McCurdy,

2012) used single case experimental designs to assess the effectiveness of their intervention.
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Single case experimental design, is a method in which the participant(s) act as their own control
(Kazdin, 2020). Single case designs, the methodology adopted throughout the current thesis,
involve repeated measures and the manipulation of an independariable (a behavioural
intervention). The independent variable is manipulated in order to assess its effect on a number
of dependent variables (the target behaviours). A variety of single case experimental designs exist
including, for example, withdrawakwversal designs, multiple baseline designs, alternating
treatment designs or a combination of any of the previous. It is important to note, that regardless
of the design chosen, they all work on a similar premise. Single case experimental research
involvesmonitoring the behaviour of a single case (i.e., group of participants or target individuals
as discussed previously) when an intervention is not in place (baseline phase) and when it is in
place (intervention phase). Single case experimental designssafal as they can be conducted

with as little as one participant (Smith, 2012). Another key benefit of such designs is that they are
highly flexible and therefore extremely useful in applied settings such as those discussed
throughout thisthesis(Maydew & Atkinson, 2022).

1.12.2 Randomised Control Trials

RCTsan also be used to assess the effectiveness of a behavioural intervention. RCTs
involve research designs in which participants are randomly assigned to either a control or
intervention group in order to assess the effect of the intervention (Hariton &a&co, 2018).
RCTs, given the high level of control required, are more rigid and not always flexible as needed in
applied settings (Styles & Torgorson, 2018). Though not the focus of the current ithissis
important to note that the effectiveness of@up contingencies has previously been explored
using RCT designs. For example, Smith et al., (2019) collated research exploring the use of the
GBG through RCTs. Their review found that GBG interventions using RCT designs demonstrated
lower effect sizes (Sith et al., 2019) than the effect sizes reported in previous reviews of single
case studies (Bowmaprerrott et al., 2015)Longitudinal studies exploring the effect of the GBG
have typicallyadopted RCT designs (e.g., Wilcox et al., 2@21#) colleced andevaluated
behaviour change differently than studies collecting data on directly observed behdiveur

using multiitem rating scales; Wilcox et al., 2022)

1.12.3 Differences between Single Case Designs and Randomised Control Trials

The core differences between single case designs andd&®€Xhe way the effect of an
intervention is assessed and the type of outcome measures Usgguically RCTs effect is assessed
by exploring increases or reductions of an outcome measured through eithaepeilft or report
by a professional or other stakeholder. For example, using The Teacher Observation of Classroom
AdaptationChecklist (Koth et al., 20Dto assess changes in disruptive behaviour as a result of the

GBG (Troncoso et al., 2024). In the case of Smith et al., (2018), data relating to PSBs and disruptive
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behaviours of the children in the afterschool centre were collected using aathifdnistered

version of the Strengths and Difficulties Questionn@@eodman et al., 2003). Single case designs
focus on observable behaviour (Grahame et al., 2015). RCT designs do not capture changes in
actual observable behaviour and therefore no definitive conclusions can be drawn about the

effect of an intervention on &haviour.

1.13 Social Validity

While both single case designs and randomised control trials contribute valuable insights
into the measurable impact of behavioural interventions, effectiveness cannot be determined by
observable change alone. Quantitative outcomes, such as reductiomsriptive behaviour or
increases in prosocial acts, are central to evaluating intervention success (Grahame et al., 2015;
Troncoso & Humphrey, 2021). However, they do not fully capture the extent to which an
intervention aligns with the values, expectat®and lived experiences of those involved. In
applied contexts, particularly those situated within community and afterschool environments,
understanding how an intervention is perceived by children, practitioners and other key
stakeholders becomes equalimportant. Social validity offers a complementary lens through
which the impact of an intervention can be assessed, extending beyond statistical or behavioural
measures to consider questions of relevance, appropriateness and meaningfulness (Kazdin, 2020;
Wolf, 1978).

Social validity refers to the extent to which behavioural interventions are considered by
stakeholders to be acceptable, appropriate, and effective (Wolf, 1&t®)ial validity can be
likened to content validity, acceptability or adherence metrics employed in RCT studies in health
or cognitive psychology fields (e.ggssler et al., 2025amisango et al., 2022As a foundational
principle in Applied Behaviour Analysis (ABA), social validity places emphasis not only on whether
an intervention achievesstintended outcomes, but also on whether it targets behaviours that
are meaningful, adopts procedures that are considered acceptable, and results in changes that
are valued by those affected (Foster & Mash, 1999). From its inception, ABA has advocated for
focus on socially significant behaviours and persentred outcomes (Baer et al., 1968),
encouraging practitioners to prioritise the values, preferences, and lived experiences of the
individuals and communities they serve.

This emphasis on social relevance is particularly important when interventions are
implemented in naturalistic or communiyased settings, such as afterschool services, where
rigid or highly structured approaches may not align with the dynamic and reltiamture of the
environment. In such settings, stakeholder perceptions of fairness, respect, and cultural
appropriateness can heavily influence engagement and sustainability (Kujala et al., 2022). This is
especially relevant when working with populatiombo may have experienced adversity or social

marginalisation, where sensitivity to context and lived experience is essential.
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Despite the prominence of social validity as a concept, research suggests that its
application in practice remains inconsistent. Leif et al. (2023) found that less than 20% of studies
published in leading behavio@nalytic journals included a formal asse®nt of social validity.
Where social validity is measured, it is often limited to giagtrvention satisfaction surveys or
anecdotal feedback, rather than integrated throughout the intervention processiington et
al., 2023; Huntington et al., 2028nodgrass et al., 2018). This represents a missed opportunity to
better understand the acceptability of procedures, the relevance of goals, and thevoelal
impact of outcomes.
Longestablished best practices for social validity measurement recommend evaluating
social validity across three domains: the social importance of the goals, the acceptability of the
procedures, and the perceived effectiveness of the outcomes (FosterstaM899). These
domains align closely with persaentred and traumanformed framewaorks, both of which
prioritise autonomy, relational safety, and respect for individual nd@dsgeman et al., 2021;
Rajaraman et al., 202ZJraumainformed care, for exaple, encourages practitioners to consider
K2g LI aid SELISNASYyOSa Yleé AyFtdzs$SyOS | OKAfRQa NBAL
that minimise harm, foster trust, and support emotional regulation (Goddard, 2021). Although
explored in greater épth inlater chapters traumainformed principles are closely aligned with
the values that underpin socially valid practice.
In practice, ensuring social validity requires ongoing attention to the experiences and
perspectives of those directly involved in and affected by interventions. In the context of game
based group contingencies, this may include children themselves, bhasseflucators, caregivers,
and other adults in their social environments. In settings such as afterschool programmes, where
OKAf RNBy Q& SELISNASYyOSa I NB akKlILISR o6& I RAGSNAS NI
to consider how interventionsam be flexibly adapted to suit both individual and group needs.
LYGiSNBSyidAazya GKFEG FNB LISNOSAGSR & LdzyAilArA@Ss 208
everyday experiences are unlikely to be sustained. By contrast, those that are experienced as
suppotive, respectful, and aligned with the values of the group are more likely to be embraced
and maintained over time (Kennedy, 2002; Snodgrass et al., 2018). The importance of social
validity is particularly pronounced when working with children at risRGEs or living in
socioeconomically disadvantaged communities. For these populations, behavioural interventions
must do more than simply manage surfdegel behaviours. They must also contribute to
OKAf RNByQa aSyasS 27F al Tdial Raldityptietetdrg, BhofjsEant YR | ISy Oe
ethical practice but a practical necessity for achieving meaningful and lasting behavioural change.
In considering social validity within the context of this thesis, it is important to reflect not
only on the acceptability of the procedures used, but also on the behaviours identified for change.

Interventions should target behaviours that are both obsdate and socially meaningful (Kazdin,
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2020; Wolf, 1978). This is particularly relevant in settings where the goal is to support the
development of interpersonal and relational skills. Behaviours such as cooperation, kindness and
empathy are not only important for individualellbeing butare also central to effective group
functioning and broader social inclusion (Biglan et al., 2012; Schwartz & Baer,A9981gviously
mentioned, PSBs have been associated with a wide range of both psychological and personal
benefits (Wagaman, 2011) and swalpportive peer interactions increase empathy and

regulation, acting as a protective factor against the negative impacts of ASBs (Vinh et al., 2024).
ThesePSBsare often viewed by educators, caregivers and practitioners as desirable outcomes,
particularly when working with children in afterschool and commubiged settings where

shared norms and peer dynamics play a significant role (Foster & Mash, 19981 ¥int2024).
Moreover, for the children themselvesngaging in PSBs and social interactioite peers can
encourage greater peer relationships (Lee, 2016), less prejudice (Morselli & Passini, 2015), greater
academic achievement (Lum et al., 2017) and more inclusive attitudes (Cigala et al.,r2018). |

regard, the promotion of prosocial behaviour represents a socially valid goal for intervention.

1.13.1 Designing Socially Valid Interventions: Adopting a Participatory Approach

Social validity is best achieved not only by assessing acceptability after the fact but by
actively involving stakeholders throughout the intervention process (Snodgrass et al., 2018).
Participatory approaches engage children, caregivers, and practitiasarsllaborators in
designing and adapting interventions, ensuring that goals, procedures, and outcomes are relevant
and meaningful within their unique contexts (Freire et al., 2022). This collaborative process
complements persorecentred values and suppisrflexible, culturally sensitive practices,
particularly important in community and afterschool settings where lived experience shapes
engagement and sustainability (Smith & Bradshaw, 2017).

In keeping with our participatory foundation, whereby we are obliged to design socially
valid interventions, persogentred behaviour change approaches prioritise respectful,
AYRAGARIZ t AASR adGNI G6S3ASa GKI G NpefedngeR(Baee St O
et al., 1968). Perseoentred approaches advocate for the inclusion of children as active
participants in decisions that affect them, fostering autonomy -determination and
engagement. This may involve offering meaningful choicertag interventions to align with a
OKAf RQa aidNBy3adkKa FyR AyGSNBadGasx FyR ONBIGAY3
caregivers and children themselves (Ford et al., 2018).

Importantly, participatory and perseoentred interventions align with practices such as
traumainformed care(e.g., Austin et al., 2024; Rajaraman et al., 2022; Wheeler et al.,,2024)
community-based research (e.g., Fawcett, 20ah}{l co-designapproachege.g., Rojas, 2023;

Schwartz, 2025)yvhich highlight the importance of safety, collaboration, and contextual
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relevance. Trauminformed care (Bargeman et al., 2021), anedesign approaches (Seshadri et
al., 2019) each emphasise the need for dignity, participation, and responsiveness to the lived
experiences of children.
Participant§preferences should be considered to design socially valid interventian
previous research has indicategd K A f RNBy Q& LINB F S NBsgdd®upT 2 NJ NBAY F2 NOSY
contingencies (e.g., Wahl et al., 2016; Wiskow et al., 2021) and that we use positive behaviour
change approaches in place of punitive areesour first port of call (Korpershoek et al., 2016;
McDaniel et al., 2022), reinforcemehaised group contingencies should be prioritised. This thesis
explores the application of reinforcemebised group contingencies in afterschool settings with

a focus on improving participant involvement in the intervention design and evaluation.

1.14 Research Aims and Objectives

Despite a growing body of research exploring the use of reinforceinased group
contingency interventions, a number of gaps remain. Firstly, the majority of studies using group
contingencies have focused on formal school settings, with limited eviderakalle on their use
in afterschool or communitpased environments, where contextual factors and adhitd
dynamics may differ significantly (Smith et al., 2018; Wiskow et al., 2021). Secondly, there has
been a stronger emphasis on reducing ASBs tmapromoting PSBs, despite increasing
recognition of the unique value of PSBs for fostering social connectedness, empathy, and
resilience (Cigala et al., 2015). Thirdly, there is a lack of research examining the perspectives of
children and practitioners ithe development of these interventions, raising questions about
their social validity and reaborld applicability in diverse, higheed settings (Vinh et al., 2024).

This thesis seeks to contribute to filling these gaps by investigating the application of
group contingencies for promoting PSBs outside traditional classroom settings, with a particular
focus on children at risk of ACEs. Furthermore, it explores the paterf codesign
methodologies in the development and refinement of such interventions, ensuring that these

approaches are not only effective but also socially valid and contextually appropriate.

1.14.1 Research Aims
This thesis seeks to:
1. Synthesise existing literature on group contingency interventions for promoting PSBs and
reducing ASBs in school settings.
2. Evaluate the effectiveness and acceptability of the CBGG in afterschool settings,
particularly for children at risk of ACEs.
3. Explore the role of cdesign in designing group contingency interventions through input

from children and adult leaders.
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4. Contribute to evidence on behaviour support strategies in commtlyédised, charityrun

afterschool services.

1.14.2 Research Objectives

1. Conduct a systematic review on group contingency interventions targeting PSBs and ASBs
in school settings.

2. Assess the impact and social validity of the CBGG in afterschool services for children at
risk of ACEs, using adult ratings and feedback.

3. Pilot codesign approaches to adapt the CBGG with input from children and staff in
afterschool services.

4. Implement a full cadesign study using cooperative inquiry to develop a context
responsive group contingency intervention.

5. Evaluate the outcomes of these interventions with a focus on PSBs, engagement, and

social validity, and offer practical recommendations.

1.15 Thesis Outline

The current thesis consists of six chapters, each of which will be outlined briefly below.

Chapter 2 presents a systematic review exploring the use of group contingency
interventions to increase PSBs and decrease ASBs in children within school settings. This review
narratively synthesises existing research to evaluate the effectiveness of goatipgencies as
an intervention strategy. It highlights the features, methodologies, quality, sieon and long
term contingencies and reported outcomes of various studies and providesdepth analysis of
their application in educational environmextThis chapter aims to contribute to the
understanding of group contingencies and their potential to improve behavioural outcomes in
diverse school contexts, especially in promoting PSBs amontefiedteducation students.

Chapter 3 presents a study exploring the use of the CBGG to increase PSBs of children
attending afterschool services. The study aimed to assess how well the CBGG can be adapted for
use in norschool, communitypased environments for targeting group andiwidual level
positive behavioural change.

Chapter 4, similarly to Chapter 3, presents a study exploring the use of the CBGG to
increase PSBs of children attending afterschool services. In thisweudiso explored the utility
ofadult leadeRA NS OG0 o0SKIF@A2dzNJ NI} GAy3a F2NJ YSI adz2NRy 3

Chapter 5 presents the findings from two empirical studies. Study 1 is a pilot study
exploring the use of cdesign methods to develop group rules for a version of the CBGG within
afterschool settings serving children at risk of ACEs. This study investibatfeasibility of
employing cedesign to create rules that are meaningful and relevant to the children, aiming to

enhance engagement and ensure contextual appropriateness. Building on this, Study 2 details a
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full co-design study using cooperative inquiry to develop a tailored group contingency

intervention with the same population. Expanding the pilot work, this study applies a more
comprehensivec® S&A A 3Jy FNI YSE2N)] GKIFG LR2adcoragfya OKAf RNBY Q:
intervention development, highlighting the benefits of actively involving children in designing

behavioural interventions.

Chapter 6 provides a general discussion of the findings across Chafterid chapter
synthesises the results of the systematic review and the empirical studies, highlighting the
strengths and limitations of the interventions and methods explored éntttesis. It discusses the
implications of these findings for both practical and research purposes, considering how group
contingency interventions, particularly those involvingdesign methods, can be effectively
implemented with children at risk of AEEThe chapter also outlines potential directions for

future research in the field of behavioural interventions in afterschool and school settings.
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Chapter 2: A Systematic Review and Narrative Synthesis of Sidgke Group Contingency

Interventions Targeting Prosocial and Antisocial Behaviour in School Chitdren

2.1 Introduction

Prosocial behaviour (PSBJs defined in Chapter 1, is behaviour engaged in with the
intention of benefiting others, even if this may at times come with a personal cost (Dunfield &
Kuhimeier, 2013). Such behaviour includes helpful, considerate, and kind behaviours (Hartas,
2011) & well as sharing, cooperating, and comforting behaviours (Jackson & Tisak, 2001). As
outlined in Chapter 1, engagement in PSB, particularly at higher or sustained levels, has been
associated with a range of both psychological and personal benefits (Waga0tkL ), including
more positive peer relationships (Lee, 2016), less prejudice (Dovidio et al., 2010), greater
academic achievement (Caprara et al., 2000), more inclusive attitudes (Cigala et al., 2015), and
lower levels of aggression (Cigala et al., 0PSB not only impacts an individpatsonally but
has also provided a basis for our understanding of citizenship and responsibility across the
lifespan (Hope & Jagers, 2014).

In contrast with PSBintisocial behaviourASB has been defined as recurring violations
of socially accepted patterns of behaviour (Mayer, 1995) and may include behaviours such as
aggression, defiance, and lack of geljulation (Walker et al., 1998). ASB is most prominent in
middle childhood and adescence (Otto et al., 2021). It is associated with negative outcomes
including current and future social and health problems (Paradis et al., 2016), increased anger,
poor executive control, poorer empathetiesponding, and greater display of negative emotions
(Ensor et al., 2010). Students who demonstrate ASB are at a greater risk of exclusion from schools
and dropping out of school, and demonstrate poorer school adjustment (Erskine et al., 2016).

Inadequate social and emotional competencies are not only associated with emotional
and societal issues fgouth buthave also been recogaid as central to public health concerns
such as substance abuse, violence, and obesity (D. E. Jones et al., 2015). There are a number of
ways the school environment can impact the development of PSB such as the nature of teacher
child relationships (Longalodi et al., 2021), social skill development (Frostad & Pijl, 2007),
teacher support (Estévez et al., 2016), thegance of an inclusive environment (Diamond &
Carpenter, 2000), cooperative learning activities (Vernon et al., 2016), and the use of targeted

behavioural interventions in the classroom (e.g., Dillenburger & Coyle, 2019).

! This chapter presents the findings from a systematic review published in the Journal of Positive
Behavior Interventions available at https://doi.org/10.1177/10983007241235865. It has been
adapted for inclusion in the current thesis in order to ensure continuity between chapters. The
findings and their interpretation remain unchanged.
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https://doi.org/10.1177/10983007241235865

2.1.1 Group Contingency Interventions
As discussed in Chapter 1, a group contingency is a behavioural intervention in which a
common consequence is contingent upon the behaviour of one or more individuals in a group of
people (Little et al., 2015). They are particularly vgeited to classrom situations because they
facilitate changing the behaviour of multiple individuals simultaneously. Group contingency
interventions have been successfully used in educational and social settings to increase academic
engagement (Bohan et al., 2022), increasademic achievement (Weis et al., 2015), decrease
disruptive behaviours (Beaver et al., 2023; Bohan & Smyth, 2022), increase attendance (Costello &
Smyth, 2017), and increase social interactions (Pokorski et al., 2019).
Group contingencies can take one of three forms, each form distinguished by how access
to the reinforcer is achieved: independent, dependent, and interdependent group contingencies
(Chafouleas et al., 2012). In independent group contingencies, each mefdgroup is held to
GKS alYS ONARGSNR2YT K2gSOSNE 'Yy AYRAQGARdZ £ Qa F OOS
(Pokorski et al., 2017). In dependent group contingencies, access to the reinforcers is reliant on
the behaviour of a select few inddudals in the group (Sloman et al., 2014). In interdependent
ANRdzL) O2yiAy3ISyOAS&asr G(GKS 3INRAZIQa | 00Saa (2 NBAYyT?2
group (Lum et al., 2019).

2.1.2 Behavioural Contingencies in Group Contingency Interventions

Group contingencies are generally seen as a positive behavioural support because they
commonly use positive reinforcement to shape desirable behaviours (Maggin, Johnson, et al.,
2012, Maggin et al., 2017). However, as outlined in Chapter 1, some groupgeorty
interventions, such as the tradition@ood Behaour Game GBGBarrish et al., 1969;
Dillenburger & Coyle, 2019; Donaldson et al., 2015), incorporate punishment procedures during
the shortterm contingency of the intervention (Bohan & Smyth, 20@&hl et al., 2016).
{LISOATFTAOIf & LINILAOALIY(Ga INB fft20FG§SR aF2dA a¢
breaking rules. The goal in such interventions is for a team to remain under a certain criterion of
fouls. Positive reinforcement is tieered as a reward for achieving this criteria, this may be
considered differential reinforcement of low rates (DRL) of disruptive behaviour (Mitchell et al.,
2015). It could be argued that group contingencies impose two separate contingencies on a group
of participants, a shorterm contingency and a lorgrm contingency (e.g., Schonewille et al.,
1978). The shorterm contingency focuses on either punishing or reinforcing instances of target
behaviours via points or fouls, and the letagm contingencytypically rewards the participants
for successfully meeting the game criteria (e.g., less than X fouls or more than X points; Little et
al., 2015).
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Unlike the traditional GBGhe Caught Being Good Gam@BGGBohan et al., 2021; R. A. Wright

& McCurdy, 2012), or positive versions of the GBG, use only reinforcement. Again, there are both
short- and longterm contingencies; however, instead of fouls for undesired behaviours, points

are given for desired behaviaiand a reward is then given if the points target is reached (e.g.,
Bohan & Smyth, 2022; Wahl et al., 2016). Today, the use of punishment in classroom
management, is considered to pose ethicahworal dilemmas (Cooper et al., 2020) and to have
potential negative implications for individuals (Mathur & Corley, 2014; Roache & Lewis, 2011).
With a shift towards a focus on reinforcemedised strategies (Korpershoek et al., 2016), the
underlying behgiour change techniques must be highlighted. Many researchers reporting on
group contingency interventions do not specifically identify the two contingencies atrglayo

they label the shorterm contingency in particular as reinforcement or punishmeaitven the
importance of positive behavioural supports to support behaviour change in children and young
people, this is an important distinction. Punishment procedures, as used in the traditional GBG
and other group contingency interventions, are not simered positivdorms of behaviour
support(Yeung et al., 2016). One aim of this review was to identify group contingency studies that
could be considered positive behaviour interventions by recording which included punishment
procedures within group contingency studies and which did not. Irctitient review,a positive
behavioural interventioris definedas an intervention that utes reinforcemenbased

contingencies throughout.

2.1.3 Overview of the Current Literature Exploring the Use of Group Contingencies

Whether they employ only reinforcement, or a combination of punishment and
reinforcement, researchers investigating the utility of group contingencies in educational settings
have frequently focused on decreasing disruptive behaviours and increasing @écadem
engagement (Little et al., 2015; Maggin, Johnson, et al., 2012; Maggin et al., 2017). A smaller
number of studies have looked specifically at behaviour toward others, for example, PSBs (e.g.,
Dillenburger & Coyle, 2019; Pokorski et al., 2019; Wright.e2021) and ASBs (e.g., Grafley
& Gage, 2022; Yassine & TiptBisler, 2022). Group contingencies have been used to target a
number of ASBs including aggression (Kleinman & Saigh, 2011; Maggin, Fallon, et al., 2012; Saigh
& Umar, 1983) and negative interactions (Wiskow et al., 2021) and PSBs such as positive
interactions (Groves & Austin, 2019; Sewell, 2020; Wiskow et al., 2021), teamwork (Sewell, 2020),
and supportive behaviours (Sewell, 2020).

Reviews of the literature on group contingency interventions have often focused on
specific types of intervention and their utility in targeting undesired classroom behaviours (e.qg.,
Beaver et al., 2023; Maggin, Johnson et al., 2012; Maggin et al., ZBE7/)ependent variables

investigated in these reviews included any classroom behaviour deemed problematic including

25



social interactions, academic engagement, or disruptive behaviours. Although types of PSBs and
ASBs may have been discussed in these reviews, they were not the primary focus and were not
addressed in such a way that conclusions can be drawn on the useupf gpntingency

interventions for targeting such behaviours.

As described i@hapter 1, here are two main design types used in the implementation of
group-contingency interventions in the literature. The first, and most typical exploration, is
through the use of singlease experimental designs, in which the participants act as their own
control (Kazdin, 2020). The second is through the use of rarsgohaontrol trials (RCTs), which
involves random assignment to a control or intervention group to assess the effect of the
intervention (Hariton & Locascio, 2018). ®ysatic reviews of group contingencies typically focus
on either synthesizing research adopting sircgse designs (e.g., Maggin, Johnson, et al., 2012;
Maggin et al., 2017) or those adopting RCT designs (e.g., Smith et al., 2021). No known reviews
have lmked at both singlease and RCT designs in the same synthesis of the data. Single case
designs were the specific focus of the current synthesis given that they are the most typical design
for group contingency research targeting PSB and ASB. This aftmvabelar communication of

research aims, methods and findings, reducing the heterogeneity of results.

2.1.4 Novel Focus on Interpersonal Behaviours

Although a number of reviews have addressed the use of group contingencies for
targeting academic engagement (e.g., Beaver et al., 2023), typically there is less focus on
synthessing literature targeting positive behaviours in classrooms. Disruptive behaviours, as
typically synthesied in the literature, include a range of scheplecific behaviours that are not
specifically interpersonal such as enftseat behaviour or talking out of turn (e.g., Bohan et al.,
2022). By contrast, PSB and ASBs are intsgpail forms of behaviour that are not only important
in the school environment but also impact society more generally (Hope & Jagers, 2014; Jones et
al., 2015). Given the numerous positive outcomes associated with PSBs (Wagaman, 2011) and
negative effectassociated with ASBs (Ensor et al., 2010), as well as the potential for group
contingency interventions to foster these types of behaviours, it is important to understand how

these interventions can be used to encourage positive behaviours in classrooms.

2.1.5 Assessing Quality of SingBase Designs

Assessing the quality of literature is important not only to understand the strengths of
studies but also to provide an opportunity to critically evaluate reliability and validity as well as
recognse common pitfalls in literature (Moeyaert & Dehgh@haleshtori, 2022). The What
Works Clearinghouse (WWC, 2020) provides specific guidelines for conductingasgle
research and systematic reviews as well as design evaluation. Previous reviews (Magwan,

et al., 2012; Maggin et al., 2017) of the graxgmtingency literature more generally have
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highlighted the lack of highuality evidence as specified by the WWC (2020). Maggin, Johnson,et
al. (2012), for example, in keeping with design standafdatochwill et al., 2010 excluded 70%
of eligible studies from their review because they did not meet WWC standards.

While previous reviews were interested in examinimigrventioneffect sizes, the current
review planned a narrative synthesis and thus provided a good opportunity to explore and
document the issue of quality in the group contingency literature on ASB and PSB. Putilishing
information should provide better understanding of the difficulties posed in conducting such
applied research but should also be useful for researchers aiming to design group contingency
research which meets WWC standards. Researdi@rs highlighted concernelating tothe
typical exclusion of empirically valid designs in synthesis of stagke research (Maggin et al.,
2022). Including studies not meeting WWC design standards in reviews of the literature allows us
to highlight patterns of strengths and weaknessestualg designs and make recommendations

for future research to avoid common pitfalls.

2.1.6 The Current Review

Group contingencies have been established as effective methods at targeting desired and
undesired behaviours of students in classroom settings (Maggin, Johnson, et al., 2012; Maggin, et
al., 2017). However, their role in promoting PSBs and reducing AS&mmtaged children has
not yet been established through evidence synthesis. Given the numerous positive effects
associated with PSBs (Wagaman, 2011), it is important that we gain insight into how they can be
developed in children from a young age. Oystematic review aimed to synthasithe single
case literature using group contingertased interventions in increasing PSBs and decreasing
ASBs in school settings using sirgise experimental design.

Specifically, we sought to address three key questions:

1) What types of PSBs and ASBs have been targeted with-sasgegroup contingencies
in different school settings?

2) Is it possible to identify thehort-andlongterm contingencies in singlease group
contingency interventions targeting PSB and ASB in school settings and, in doing so, to determine
what proportion of studies can be considered positive behavioural interventions?

3) What proportion of studies using singlase group contingencies to target ASBs and
PSBs meet WWC design standards with or without reservations and what standards are typically

missed?

2.2 Method

2.2.1 Study Identification Procedures
The procedures used in this systematic review are consistent with the procedures used in

other systematic reviews in the area (e.g., Ballard & Bender, 2022; Maggin et al., 2017; Pokorski et
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al., 2017). A protocol (Brennan et al., 2022) was developed and published to Prospero, a
systematic review protocol register, prior to commencing the search. Relevant literature was
identified using search terms relating to classroom settings, PSBs asdah8@Rjroup
contingencies across five electronic databases.
The search terms used across databases are outlined in the published protocol and can be
seen in theAppendix 1 The databases Education Research Complete, Education Resources
Information Center (ERIC; Including ERIC and Australian Education Index), Psyclnfo, Scopus and
Web of Science were searched on June 14th, 2022. These databases were chosen based on those
searched in similar reviews (Browne, 2013; Maggin et al., 2017; Silke et al., 2018). The search
G§SN¥a oSNBE aSk NOKSR | Ofiu@ed ar linditedfinfany®vaySf Ra¢ | yR ¢ SNB

2.2.2 Inclusion Criteria

The following criteria were used to assess whether the article was eligible for inclusion.
(a) Studies must be written in English; (b) study mussaetdi singlecase design, studies in which
the sample did not act as their own control were excluded; (c) the intervention used is a group
contingency intervention (as defined in the Introduction), any other group intervention was
excluded; (d) Participantaust be schoehged children at either primary or secondary school age,
adult participants and preschoohildren were excluded; (e) the study must take place in a school
setting during everyday activities, general and special educational settings were included, studies
investigating afterschool settings or summer school settings were excluded; (f) theraige
variable must be a PSB (encouraging or cooperative) or ASB (antagonistic or uncooperative) that is
measured through observation, studies that measured behaviours through any other means were
excluded; (g) data relating to the PSB or ASB must beglisshable from other data, any data
that were provided collectively for a PSB or ASB as well as other nonrelevant behaviours were
excluded; and (h) the article must be paeviewed, theses and dissertations and other gray
literature were excluded.

The review team consisted of thhD researcher (Ciara Brennanfiest reviewer, a
second reviewer (a PhD student in the School of Psychology,d&3®@igll aghe primary
supervisor Sinéad Smyth and the then secondary supervisor Clare Bdihaviewers had
completed the WWC in singlmase design standards online reviewer training and had acted as
reviewers on previous reviews. Searches on all databases were run by the first reviewer on June
14, 2022. The returned search results from eactabase were subsequently exported and
imported to Zotero, an online citation manager. At this stage, duplicates appearing across
multiple databases were manually removed. The final set of citations were imported to
Covidence, an online systematic reviewmagement system. The first and second reviewers

independently screened titles and abstracts and assessed each article against the inclusion and
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exclusion criteria. Any article deemed unsuitable was excluded at this stagerdteaer

agreement between both reviewers at this stage was 90.78%. The same two reviewers
independently assessed the full texts of all remaining articles. Interrater agradmeémeen both
reviewers at the full text stage was 93.59%. The first and second reviewers discussed any conflicts
in the decision process until they reached a consensus on inclusion/exclusion. In the case that
reviewers could not reach consensus, the suory team was consulted. The supervisory team

were consulted in the case of four full texts.

Table 2.1
Definitions of Prosocial and Antisocial Behaviour as adopted by this Review
Behaviour Behaviour Definition
Category  Subcategory
Prosocial Encouraging Behaviours which involve the interpersonal communication of
Behaviour Behaviour  positive message (Wong et al., 2019) aimed at providing supg

(Jose & Bellamy, 2012) or motivation (Wong, 2015) to the
recipient. Examples of behaviours that were classified as
encouraging beawviours include positive words of
SyO02dzNy 3SYSyid F2NJ I LISSNE S«
behaviours and nowerbal positive communication e.g., a
thumbs up or a high five.
Cooperative  Behaviours in which two or more individuals work together in
Behaviour  pursuit of a common goal or work together to help an individui
reach a particular goal (Goffin, 1987). Examples afpmrative
behaviours include team working behaviours, peer tutoring,
sharingor playing a game with peers.
Antisocial Antagonistic Behaviours that reflect a low motivation to maintain positive
Behaviour Behaviour  relationships with others. Such behaviours may be perceived
harsh, unsympathetic, hostile and cold (Scholz et al., 2022).
Examples of behaviours that can be perceived as antagonistic
bullying, intimidation (Gourneau, 2012), teasing, peer pressur
(Vargas, 2011) and aggression (Endedijk et al., 2015)
Uncooperative Behaviours that reflect the absence of a positive cooperative
Behaviour  attitude towards peers such as rudeness or disrespectfulness
(Olson et al., 2001). Behaviours that may be perceived as bei
uncooperative include snatching (Santaméa&arcia et al., 2018)
refusal to help (Grebelskyichtman, 2014) and inappropriate
turn taking (SiméPinatella et al., 2017).

2.2.3 Coding Procedures

Characteristics and variables from the studies were coded using a systematic coding
procedure developed by the firseviewerbased on the proposed research questions. To explore
increases in PSB the literature was systematically reviewed for research reporting on increases in
PSBs and decreases in ASBs. Definitions of PSBs and ASBs, as adopted in this review, are outlined

in Table 2.1. Data extracted from each article included general information relating to a paper,
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sample and setting characteristics, detail relating to group contingency features, detail relating to
the study design, detail relating to targeted behaviours, and statistics generated in the results. We
extracted data from each paper through Covidence fifist reviewer wasesponsible for

extracting this data from each study. In the case of four uncertaintiessupervisory teamvere

consulted until the panel reached a consensus.

2.2.4 Design Evaluation
The WWC (2022) Design Standards Version 5 were used to assess the quality of the final
set of studies. For design evaluation, each case was evaluated separately (i.e., one case, one
dependent variable, one independent variable). According to the WWC qédekach case was
assessed for (a) the availability of the data in raw or graphical format, (b) the systematic
manipulation of the independent variable, (c) tbalculationof interobserver agreement for at
least 20% of phases with an average of 80%egent, (d) the likelihood of residual treatment
effects, and (e) the investigation of the effect of the intervention across time. Based on this
aaSaaySyidx OFrasSa ¢SNB OfFraaiA¥ASR a aaSSiAay3a 22/
GaSSiAy3a 22/ a{rPB3iKIWSRENRI GA2yaxé 2N a52Sa bz2i aS$s
those who met the standards without reservations being considered the highest quality. Any case
deemed to meet WWC Standards without reservations for the first 5 criteria undergoes
evaluationof a sixth criteria. Studies meeting WWC Standards without reservations are assessed
for risk of bias. If a case indicates a baseline trend, lack of reversibility or overlapping data then it
Ad NBRdAzZOSR G2 F NIGAYy3I 2F dabBAyaEE 222 0K/ 8BPASE FRN
independently conducted the quality assessment. Doctoral students who had completed online
training in WWC Design Standards in sifgglee research and had experience in conducting
systematic reviews served as reviewers. The interragreement of the quality assessment was

100%. Table.2 outlines the outcome of this quality assessment for each paper.

2.2.5 Data Synthesis

To address the research questions in this review a narrative synthesis was deemed the
most appropriate method of synthesis. This approach allowed us to examine carefully the
contingencies employed, as well as the quality of the literature. We syisttetie extracted
data using guidelines provided by Popay and colleagues (2006). Data from the included studies
were synthesed to explore the behavioural contingencies imposed on participants, relationships

in the data and assess the robustness of the litemt

2.3 Results
Searches across the five databases generated 2,916 results. Of these, 891 duplicates were
excluded from the review. Of the remaining 2,025, 1,790 did not meet the inclusion criteria at

abstract and title screening. Fiéixt review was then carried out dhe remaining 235 articles
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where 22 texts fulfilled the inclusion criteria and have been included in this review. Ridure

depicts a schematic overview of the search. process and reasons for the exclusion of papers at the
full text stage.

Figure 2.1

PRISMA Diagram of Study Screening Process
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« 4 study guidelines, procedure or protocol.

« 3 Behaviors measured by means other than observation.
« 3 Speeches or meeting paper.

« 1 Book chapter.

« 1 Literature review.

« 1 Could not access text.

2.3.1 Study Characteristics

Across the 22 included studies, data were collected from more than 1,750 participants
with sample sizes ranging from four to 574. Larger samples consisted of-sdimel approaches
to targeting ASBs at recess (N = 574; Yassine & Thister, 2022) or othe school playground (N
= 180; Franzen & Kamps, 2008). A summary of study characteristics is provided i3 able
Students ranged from 6 to 16 years of age and included both priteaey and secondarevel
students. Seven studies did not report oretgender of participants (Dillenburger & Coyle, 2019;
Franzen & Kamps, 2008; Gamble & Strain, 1979; Herring & Northup, 1998; Jellison et al., 1984;
Kohler & Fowler, 1985; Yassine & Tipfaisler, 2022), but the remaining studies included 223
male studentsand 172 female students. A considerable majority of studies were conducted in the
United States (N = 17) with others conducted in the United Kingdom (N = 3), Canada (N = 1), and

Sudan (N = 1). Sixteen studies investigated the effects of a group contirgendyole class
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groups, four investigated the effects of a group contingency on a combination of whole group and

targets, and two explored the effects of a group contingency on target individuals only.

2.3.2 Targeting Prosocial and Antisocial Behaviours
Singlecase group contingency interventions in school settings have targeted both PSBs
and ASBs. Table 2.4 outlines all the behaviours targeted by the studies included in this review, as

well as the behavioural mechanisms by which they were increasedoveatsed.

2.3.2.1Prosocial Behaviours

A total of 15 behaviours which we categorised as PSBs (see Table 2.1) were targeted

across the 22 studies included in this review (see Table 2.4). Seven behaviours can be defined as

cooperative behaviours, five as encouraging behaviours and three as atinbsof both
encouraging and cooperative behaviours. Cooperative behaviours included behaviours such as
cooperation (AljadefAbergel & Ayvazo, 2020), working as a team (Sewell, 2020), play invitations
(Kohler & Fowler, 1985), and helping/reciprocal mations (Jellison et al., 1984). Encouraging
behaviours included positive verbal statements (Hansen & Lignugaris/Kraft, 2005), tootling
(Skinner et al., 2000), and supportive behaviours (Vidoni & Ward, 2006). Behaviours that were
combinations of both coagrative and encouraging behaviours included positive peer statements
(Stremel et al., 2022), positive peer interactions (Groves & Austin, 2019) and positive social
behaviours (Gamble & Strain, 1979). These behaviours could not be extracted as either

encoumlging or cooperative but were defined in a way that was classified as PSBs. For example,
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Table 22
WWC Design Standards Version 5 Evaluation

Citation No. DS1 Data DS2I1V DS3I0OA DS4 RTE DS5EOT DS6 ROB Overall WWC 5
Cases (WWC 4)
AljadeffAbergel and Ayvazo (202( 4 4 MS 4MS 4 MS 4 MS 1MS, 2 MSR, 1 DMS 1 MSR, 3N/A 3 MSR, 1 DMS (3
MSR, 1 DMS)
Dillenburger and Coyle (2019) 16 16 MS 16 MS 161/C 16 MS 16 DMS 16 N/A 16 DMS (16 DMS)
Franzen and Kamps (2008) 3 3 MS 3 MS 3 DMS 3 MS 3 MS 3 N/A 3 DMS (3 DMS)
Gamble and Strain (1979) 2 2 MS 2 MS 2 DMS 2 MS 2 MS 2 N/A 2 DMS (2 DMS)
Groves and Austin (2019) 5 5MS 5MS 5MS 5MS 5 MSR 5 N/A 5 MSR (5 MSR)
Hansen and Lignugaris/Kraft (200! 18 18 MS 18 MS 18 MS 18 MS 10 MS, 4 MSR, 4 DM 10 MSR, 8 N/A 14 MSR, 4 DMS (10
MS, 4 MSR, 4 DMS)
Herring and Northup (1998) 1 1 MS 1MS 1MS 1 MS 1 MSR 1 N/A 1 MSR (1 MSR)
Jellison et al., (1984) 1 1MS 1 MS 1MS 1MS 1 MSR 1 N/A 1 MSR (1 MSR)
Jones et al., (2009) 8 8 MS 8MS 8MS 8 MS 8 MSR 8 N/A 8 MSR (8 MSR)
Kleinman and Saigh (2011) 1 1MS 1 MS 1MS 1MS 1 MSR 1 N/A 1 MSR (1 MSR)
Kohler and Fowler (1985) 4 2MS, 2 4 MS 4 MS 4 MS 4 DMS 4 N/A 4 DMS (4 DMS)
DMS
Lewis et al. ,(1998) 7 7 MS 7 MS 71/C 7 MS 7 DMS 7 N/A 7 DMS (7 DMS)
Maggin et al., (2012) 1 1 MS 1MS 1MS 1 MS 1 MSR 1 N/A 1 MSR (1 MSR)
Saigh and Umar (1983) 1 1 MS 1 MS 1 MS 1 MS 1MS 1 MSR 1 MSR (1 MS)
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Schonewille et al., (1978) 1 1 MS
Sewell (2020) 3 3 MS
Silverman and Silverman (1975) 2 2 MS

1

5

2

Skinner et al., (2000) 1MS
Stremel et al., (2022) 5 DMS
Vidoni and Ward (2006) 2 MS
Wiskow et al., (2021) 10 10 DMS
Yassine and Tiptehisler (2021) 1 1 MS

1 MS
3 MS
2 MS
1 MS
5MS
2 MS
10 MS
1 MS

1 DMS
31/C
2 DMS
1 MS
5 DMS
21/C
10 MS
1 MS

1 MS
3 MS
2 MS
1 MS
5 MS
2 MS
10 MS
1 MS

1 DMS

3 MSR

1 MS, 1 DMS
1 MSR

5 DMS

2 MS

10 DMS

1 MS

1 N/A
3 N/A
2 N/A
1 N/A
5 N/A
2 N/A
10 N/A
1 MSR

1 DMS (1 DMS)
31/C (3 1/C)

2 DMS (2 DMS)

1 MSR (1 MSR)

5 DMS (5 DMS)
21/C (2 1/C)

10 DMS (10 DMS)
1 MSR (1 MS)

*Please note for the purposes of the design evaluation only relevant cases were assessed. Studies may have met desigriagstatitar cases not relevant

to this review.

KEY: No. Cases = Number of cases in study relevant to research questions. DS = Design Standard. DS1 Data = Dajeaphédialblalular format. DS2 IV
Independent variable systematically manipulated. DS3 I0A = IOA collected at least 20% o s@skis at least 80%. DS4 RTE = Evidence of lack of residt
treatment effects. DS5 EOT = Demonstrates effect over time. DS6 ROB = Risk of Bias. MS= Meets Standards. MSR= MeeithFRaséavdtions. DMS=

Does not Meet Standards. 1/C = Insuffitigriormation provided to decide.
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Table2.3
Summary of Study Characteristics

Citation Country Educational Intervention Intervention Intervention GC Design
Setting Setting Implementer Targets
AljadeffAbergel and Ayvazo (2020) uU.S. General Ed. P.E. Class Teacher Target Independent & Multiple
Students Interdependent Baseline
Dillenburger and Coyle (2019) Northern General & Special  Regular Teacher  Whole group Interdependent Withdrawal/
Ireland Ed. Classroom Reversal
Franzen and Kamps (2008) uU.S. General Ed. Playground Teacher  Whole group Interdependent Multiple
Baseline
Gamble and Strain (1979) uU.S. Other Regular Teacher  Whole group Interdependent Withdrawal/
Classroom & Dependent Reversal
Groves and Austin (2019) Wales Special Ed. Regular Teacher  Whole group Interdependent Withdrawal/
Classroom Reversal
Hansen and Lignugaris/Kraft (2005) uU.S. Resource Unit Regular Teacher  Whole group Dependent Withdrawal/
Classroom & Target Reversal
Students
Herring and Northup (1998) uU.S. General Ed. Regular Teacher  Whole group Interdependent Withdrawal/
Classroom Reversal
Recess
Other
Jellison et al., (1984) u.S. General Ed. Regular Teacher  Whole group Interdependent Multiple
Classroom Baseline
Jones et al., (2009) uU.S. Resource Unit Other Teacher  Whole group Dependent Withdrawal/
& Target Reversal
Students
Kleinman and Saigh (2011) u.S. General Ed. Regular Teacher  Whole group Interdependent Withdrawal/
Classroom Reversal
Kohler and Fowler (1985) U.S. General Ed. Regular Teacher  Whole group Interdependent Multiple
Classroom Target Baseline
Students
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Lewis et al. ,(1998)

Maggin et al., 2012

Saigh and Umar (1983)
Schonewille et al., (1978)
Sewell (2020)

Silverman and Silverman (1975)

Skinner et al., (2000)
Stremel et al., (2022)
Vidoni and Ward (2006)
Wiskow et al., (2021)

Yassine and TipteRisler (2021)

u.S.

u.S.

Sudan
Canada
England

u.S.

u.S.
u.S.
u.S.
U.S.

uU.S.

General Ed.

Resource Unit

General Ed.

General Ed.

General Ed.

General Ed.

General Ed.

Special Ed

General Ed.

General Ed.

General Ed.

Recess
Cafeteria
Regular
Classroom

Regular
Classroom
Other

Regular
Classroom
Regular
Classroom

Regular
Classroom
Regular
Classroom
P.E. Class

Regular
Classroom
Recess

Cafeteria
Monitors
Paraeducator
Teacher
Teacher

Teacher

Teacher

Teacher

Teacher

Teacher

Researcher

Paraeducator

Whole group
Whole group
& Target
Students
Whole group
Whole group
Whole group

Whole group

Whole group
Whole group
Target
Students
Whole group

Whole group

Interdependent

Interdependent

Interdependent
Independent
Interdependent

Interdependent

Interdependent
Dependent
Dependent

Interdependent

Independent

Multiple

Baseline
Withdrawal/

Reversal

Withdrawal/
Reversal
Withdrawal/
Reversal
Withdrawal/
Reversal
Changing
Criterion
Design
Withdrawal/
Reversal
Withdrawal/
Reversal
Multiple
Baseline
Withdrawal/
Reversal
Multiple
Baseline

Key:GC = Group Contingency Type. U.S. = United States. General Ed. = General Education. Other Educational Settings inCladeeSperiapecified if in
generalor special education school). Other Intervention Settings includes Open plan multi teaching space, Resource ReadingllGamg) Sativity centres
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Table2.4

Contingencies in Place to Target Behaviour

Citation Behaviours Behavioural Category RM STC LTC
AljadeffAbergel & Ayvazo (2020)  Cooperation Cooperative Prosocial PIR PR PR
Impulsivity Antagonistic Antisocial PIR DRA DRA
Dillenburger & Coyle (2019) Communicating Cooperative Prosocial PIR PP & PR PR & DRL
Helping/Sharing Cooperative Prosocial PIR PP & PR PR & DRL
Franzen & Kamps (2008) Physical Aggression Antagonistic Antisocial FR DRA DRA
Inappropriate Verbal Combined Antagonistic & Uncooperativi FR DRA DRA
Gamble & Strain (1979) Positive Social Behaviours Combined Cooperative & Encouraging FR PR PR
Groves & Austin (2019) Positive Peer Interaction Combined Cooperative & Encouraging FR PR PR
Negative Peer Interaction Combined Antisocial & Uncooperative FR DRA DRA
Swearing Antagonistic Antisocial FR DRA DRA
Hansen & Lignugaris/Kraft (2005)  Positive Verbal Statements Encouraging Prosocial PIR PR PR
Negative Verbal Statements Antagonistic Antisocial PIR DRA DRA
Herring & Northup (1998) Complaining/Whining Uncooperative Antisocial FR NP PR
Jellison et al., (1984) Positive Interactions Cooperative Prosocial PIR PR PR
Jones et al., (2009) Verbally Disrespectful Behaviours  Antagonistic Antisocial FR PP DRL
Kleinman & Saigh (2011) Aggression or Physical Disruption ~ Antagonistic Antisocial PIR PP DRL & NP
Kohler & Fowler (1985) Play Invitations Cooperative Prosocial PIR PR PR
Negative Behaviours Antagonistic Antisocial PIR DRA DRA
Lewis et al. ,(1998) Cafeteria Cutting in Line Uncooperative Antisocial FR DRA DRA
Cafeteria Threats Antagonistic Antisocial FR DRA DRA
Cafeteria Take Food Uncooperative Antisocial FR DRA DRA
Recess Threats Antagonistic Antisocial FR DRA DRA
Recess Argue Uncooperative Antisocial FR DRA DRA
Recess Inappropriate Language Antagonistic Antisocial FR DRA DRA
Recess Interfere with Games Uncooperative Antisocial FR DRA DRA
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Maggin et al., (2012) Student Aggression Antagonistic Antisocial PIR PP DRL

Saigh & Umar (1983) Aggression or Physical Disruption  Antagonistic Antisocial PIR PP DRL
Schonewille et al., (1978) Disruptive Target Behaviour Combined Antagonistic & Uncooperativi FR & PP DRL
PIR
Sewell (2020) Positive Saocial Interactions Cooperative Prosocial FR PR PR
Working as a Team Cooperative Prosocial FR PR PR
Supporting Peers Encouraging Prosocial FR PR PR
Silverman & Silverman (1975) Verbal Aggression Antagonistic Antisocial FR PP DRL
Physical Aggression Antagonistic Antisocial FR PP DRL
Skinner et al., (2000) Tootling Encouraging Prosocial FR PR PR
Stremel et al., (2022) Positive Peer Statements Combined Cooperative & Encouraging PIR PR PR
Negative Peer Statements Antagonistic Antisocial PIR DRA DRA
Vidoni & Ward (2006) Supportive Behaviours Encouraging Prosocial FR PR PR
Non-Supportive Behaviours Antagonistic Antisocial FR DRA DRA
Wiskow et al., (2021) Student Positive Interactions Encouraging Prosocial FR PR PR
Student Negative Interactions Uncooperative Antisocial FR PP DRL
Yassine & Tiptofisler (2019) Aggression Antagonistic Antisocial FR DRA DRA

Key: RM = Recording Methods, STC = dkam contingency, LTC = lot®rm contingency, PIR = Partial Interval Recording, FR = Frequency Recording, P
Positive Reinforcement, PP = Positive Punishment, DRA = Differential Reinforcement of an AlterhatileiB&ORL = Differential Reinforcement of Low Ra
of a Target Behaviour, NP = Negative Punishment.
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2.3.2.2 Antisocial Behaviours

Twentysix ASBs were targeted across the 22 full texts reviewed (SeeZl4blBased on
the operational definitions in Tab1, 17 behaviours could be categsil as antagonistic
behaviours, six as uncooperative and three as combinations of antagonistic and uncooperative
behaviours. Eight of the antagonistic behaviours across eight studies focused on more extreme
physical forms of ASB such as aggression (Frahkamps, 2008; Kleinman & Saigh, 2011; Lewis
et al., 1998; Maggin, Fallon, et al., 2012g8a& Umar, 1983; Silverman & Silverman, 1975;

Yassine & Tiptofisler, 2022). Physical aggression took many diverse forms across these studies
and this heterogeneity in target behaviours adds complexity to the synthesis of results.
Antagonistic behaviouralso included behaviours such as impulsivity (Aljadérgel & Ayvazo,
2020), negative peer statements (Stremel et al., 2022), inappropriate language (Groves & Austin,
2019; Lewis et al., 1998), and threatening behaviours (Lewis et al., 1998).

Uncooperative behaviours included behaviours such as complaining or whining (Herring &
Northup, 1998), snatching (Lewis et al., 1998), and negative student interactions (Wiskow et al.,
2021). Three behaviours that could not be categgatias either antagonistic or uncooperative
ASBs alone, including disruptive target behaviours (Schonewille et al., 1978), inappropriate verbal
behaviour (Franzen & Kamps, 2008), and negative peer interaction (Groves & Austin, 2019). These
behaviours werericluded in the revier as their operational definitions included aspects of both
definitions created for this review for uncooperative and antagonistic behaviours. For example,
DNRE@Sa IYyR ! dzalUAY O6HAmM@pO RSTAYSR yS3IrkiAagsS LSS
verbalgations or gestures that threatened, provoked, or demeaned a peer. . . or interfering with a
LISSND&E ¢2N] ¢ 0O Lbcod
2.3.2.3 Behaviours Targeted Based on Educational Setting

Across the 22 papers, 15 studies were conducted in general education settings, two in
special educational settings, and three in a resource unit within a general education school (see
Table2.3). One study was conducted in a special class which was not specified as being in a
general or special education setting (Gamble & Strain, 1979). Dillenburger and Coyle (2019)
studied the effects of a group contingency across both general and speciatehat settings.

Group contingencies applied in special edumasettings focused on social interaction between
LISSNBR &adzOK & GLRAAGAGS LISSNI AYGSNI OGiAz2yé o6 DN
O{ GNBYSt SiG Ff®dX HAHHUT YR dagSIFNAYy3Ié O6DNRGS
resource urts focused mostly on communicatian 8 SR 06 SKI @A 2 dzZNBR & dzOK | &
0SKI OA2dzNBEE oO0DIFYoOotES 3 {GNIAYS Mt ayS3aLirAg
HAnpoY G@SNDBFffe RAANBALISOG FdzZ 0 SKd YW 2@zNBET DHAME:

Fallon et al., 2012). It was only in general education settings that more collaborative or less
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2.3.2.4 Behaviours Targeted Based on Educational Level

Those between grades kindergarten and 6th (and their international equivalents) were
considered primary level and those between grades 7th and 12th were considered secondary
level in this review. Of the included studies, only three studies explored thefusgroup
contingency at the secondary level (Groves & Austin, 2019; Hansen & Lignugaris/Kraft, 2005;
Silverman & Silverman, 1975). Consistent with whole group findings, at secondary school level
more ASBs were targeted than PSBs with four ASBs targetesds the three papers and only two
PSBs across two (Groves & Austin, 2019; Hansen & Lignugaris/Kraft, 2005) of the three articles.
Although limited behaviours were targeted in second level settings, these behaviours were similar
to those targeted at thgrimary level, for example, peer interaction and aggression were
explored at both primary (Saigh & Umar, 1983; Sewell, 2020) and secondary school levels (Groves
& Austin, 2019; Silverman & Silverman, 1975).

2.3.3 ShoriTerm and Longrerm Contingencies Used to Target Prosocial and Antisocial
Behaviours

The behavioural principles underpinning the group contingencies used in the 22 studies
varied. Interdependent group contingencies were the most commonly used group contingencies
with fourteen studies adopting this methodology only (See Tald® Four studies reported
adopting dependent group contingencies only (See T2Bleand only two studies reported using
only independent group contingencies (Schonewille et al., 1978; Yassine & Fiplen 2022).
One study explored the use of both an independand an interdependent group contingency
(AljadeffAbergel & Ayvazo, 2020). One study compared an interdependent and dependent group
contingency (Gamble & Strain, 1979). Each of the included studies had two contingencies in
placer both a shortterm contingeny and a longerm contingency. Overall, only 59.1% could be
considered a purely positive behavioural intervention (i.e., using reinforcesnasetd
contingencies throughout the intervention). Talde outlines the contingencies put in place to

target spedic behaviours.

2.3.3.1 ShorTerm Contingency

All studies targeting PSBs (N = 12)satilipositive reinforcement procedures during the
group contingency intervention to increase the behaviour (see T2B)e Positive reinforcement
was delivered in a number of ways including earning points (e.g., Sewell, 2020), receiving a golden
nugget (Wiskow et al., 2021) or receiving a sticker (Kohler & Fowler, 1985). One study compared
the use of positive reinforcemertib positive punishment to target a PSB (Dillenburger & Coyle,

2019); however, it must be noted that the punishment procedures used hadfact on
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increasing inclusive behaviours of the students. In the stesrh contingency, positive
reinforcement was delivered to students for demonstrating the desired PSB (i.e., they met the
behavioural expectations placed on them during the group contingencyietéion). Ten of the
studies using reinforcement during the shéerm contingency to target PSBs explicitly label their
use of points or praise or other consequences as reinforcement (Aljadeffgel & Ayvazo, 2020;
Dillenburger & Coyle, 2019; Gambles&ain, 1979; Groves & Austin, 2019; Hansen & Lignugaris/
Kraft, 2005; Jellison et al., 1984; Kohler & Fowler, 1985; Sewell, 2020; Stremel et al., 2022;
Wiskow et al., 2021). Two studies did not explicitly label their use of reinforcement during the
shortterm contingency to target PSBs as reinforcement (Skinner et al., 2000; Vidoni & Ward,
2006).

The means of targeting ASBs in the skiertn contingencies varied with nine studies
using reinforcement, seven studies using positive punishment and one study using negative
punishment (See TabR4). Each of the nine studies using reinforcement used differential
reinforcement of alternative behaviour (DRA). Applications of DRA included, for example,
reducing problem behaviours of students by rewarding points for following sekidle rules
focusedon reducing those behaviours (Lewis et al., 1998) or catfpthe negative statements of
alidzRSyiGa o0& NBAYF2NOAYy3d ad0dzRSyiaQ LRAAGAGS ai
& Lignugaris/Kraft, 2005). The eight studies using punishment during thetshaoricontingency
G2 G NBSG G K ficalykiged pasititeypunishment procailwes (N = 7) such as giving a
GF2dzZA ¢ 6SPIPT al IAAYyS ClrLfft2yr SG Ff PSS HAMHO 2
following class rules or for demonstrations of ASBs. The one study using negafstenpemt
removed a happy face during the group contingency (Herring & Northup, 1998). One study
compared the use of punishment and reinforcement and labeled both as such (Wiskow et al.,
2021). The other eight studies using punishment in the stesrh contingency to target ASBs did
y2i SELX AOAGEE f106St GKSANI dzaS 2F WwWwW¥2dzZ aQQ 2

Four studies reported using the Good Behaviour Game (GBG; Batrrish et al., 1969) as their
chosen group contingency intervention (Kleinman & Saigh, 2011; Maggin, Fallon, et al., 2012;
Saigh & Umar, 1983; Wiskow et al., 2021) to target ASBs. The GBG ishenmo$t common
group contingencies used to target ASBs and typically adopts a positive punishment procedure as
theshorti SNY O2y (G Ay3ISyOs Ay LEFOS® Ly GKS (NI RAGA
L2 aAGAGSE & Llzy A & KS Rrengade grintet! acéeds 2odriedvard ifyhRy rdmiis O K A
under a certain criterion of fouls for a given game period. One study (Wiskow et al., 2021)
reported using the Caught Being Good Game (CBGG; R. A. Wright & McCurdy, 2012). The GBG
involves a positive shoterm contingency and giving children access to a prize for reaching or
exceeding a certain criterion of points in the letggm contingency. Both Groves and Austin

(2019) and Sewell (2020) reported using the GBG. However, both of these studies usetya posit

41



short-term contingency rather than the positive punishment approach, which is typically used

during the GBG,; therefore, these studies may be better categorised as the CBGG.

2.3.3.2 Longrerm Contingency

All studies (N = 12) focusing on targeting PSBs used positive reinforcement as the
behavioural mechanism in the lostigrm contingency. Reinforcers used included extra recess
(Skinner et al., 2000), small prizes (e.g., Vidoni & Ward, 2006) and listemowg tmusic (Jellison
et al., 1984). Studies targeting ASBs used either DRA or DRL during th&griomgntingency.
When DRA was used to target ASBs in the gieom contingency, DRA was used again in the
longterm contingency. When positive punishmemas used to target ASBs in the shtatm
contingency, DRL was used in the kegn contingency. Nine studies reported the use of DRA to
NEAYT2NOS OKAf RNBYQa O0SKI@GA2dzNJ F2tf26Ay3 (KS
(see Tabl .4). These studies positively reinforced alternative positive behaviours such as
reinforcing cooperation to decrease impulsivity (Aljadkffergel & Ayvazo, 2020) or reinforcing
positive social interactions to decrease negative social interactions (Groeast&a, 2019), rather
than directly targeting the ASB. Examples of ways students were reinforced using DRA include
receiving a reward from a grab bag (Hansen & Lignugaris/Kraft, 2005) or the accumulation of
school dollars in exchange for a prize (Yas&ifigptonFisler, 2022). As outlined in Tal2d,
eight studies used DRL asthe lahg N O2y GAy3aASy Oe (2 NBAYF2NDS
eight of the studies using DRL used positive punishment procedures during theesinort
contingency. During the loagerm contingency children were then rdarced for demonstrating

low levels of the targeted ASBs, for example, in the GBG children were positively reinforced if they

02 YL
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contingency, DRL was delivered in a number of ways including, for example, earning free time
(Silverman & Silverman, 1975) or a mystery reward (M. Jones et al., 2009). While all 17 of the
studies focusing on reducing at least one ASBsetilreinforcement procedures in the losigrm

contingency, one study (Kleinman & Saigh, 2011) also negatively punished the losing team (those

gK2 | OO0dzydzt F GSR GKS Y2al WWT¥2dZ aQQ0 NBadzZ GAy3 Ay

team receivin@a pizza party.

2.3.4 Quality of Literature
Each study included in this review was assessed against the WWC Design Standards for

singlecase research. The design evaluation was conducted for each case separately. Cases were

Of raaAFASR a aaSSGAay3 22/ {/5 {4 gCOSMRIards2 A { K2 dzi

GAGK wSaSNBIiGA2yaze 2N 652848 b2d asSSdt 22/ {/5

without reservations considered the highest quality. TahRoutlines the quality evaluation for

each of the included studies.
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2.3.4.1 What Works Clearinghouse Standards (Version 5)

None of the included studies met WWC Design Standards Version 5 without reservations.
Overall, 37 cases across 11 studies met WWC standards with reservations (S@2].ahlotal
of 55 cases across 11 studies did not meet standards including 10 studies that did not meet
standards in any of their cases (total number of cases across these 10 studies was 54. See Table
2.2). WWC Design Standards Version 5 saw the addition of the assessment of risk of bias as well as
a new requirement in Design Standard Sheve 6 initial baseline data points to meet standards
without reservations. The WWC Design Standards were updated during the conduct of this
review; thus, none of the included studies would have been conducted with these standards in
mind. While we reporhere on WWC standards Version 5, for comparative purposes, Zable

reports overall design evaluation using both Standards 4.1 and 5.

2.3.4.2 Design Standards Met

Each of the 22 included studies met WWC version 5 Design Standards 2 and 4. Design
standard 2 outlines requirements for systematic manipulation ofitftependentvariable. Given
the nature of group contingency interventions involving measuring the dependent variable at
both baseline and intervention phases, this standard was met by all cases in all 22 included
studies. Design standard 4 is met if a study demotssravidence of a lack of residual treatment
effects. All 22 of the included studies appeafezk of residual treatment effects across baseline

and intervention phases.

2.3.4.3 Design Standards not Met

Design Standard 1 (data should be available in graphical or tabular format) was not met in
17 cases across three studies (Kohler & Fowler, 1985; Stremel et al., 2022; Wiskow et al., 2021).
Design Standard 3 (interobserver agreement shoulddleulated forat least 20% of sessions
across all cases and outcomes and is at least 80% agreement) was not met in 13 cases across five
studies (See Tabk2) and was not reported in sufficient detail in 28 cases across 4 studies
(Dillenburger & Coyle, 2019; Lewisabt 1998; Sewell, 2020; Vidoni & Ward, 2006). More cases
failed to meet Design Standard 5 than any other standard. This standard (in which a study must
demonstrate effect over time) was not met by 49 cases across nine studies (See.Zal#f\s 2
seen in Tabl@ 4, thirteen cases across four studies were assessed for Design Standard 6 (risk of
bias). All cases were reduced to a rating of meeting standards with reservations at this point due

to overlapping data.

2.3.4.4 Association of Quality With AutheReported Effectiveness of Intervention
Although the purpose of this narrative synthesis was not to assess the effect of group
contingencies for ASBs and PSBs, we did systhiegormation relating to the authereported
effect. The WWC Design Standards version 5.0 suggest switgeasily cases Meeting WWC
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Design Standards with and without Reservations. Therefore, we systdemiithorreported
STFSOGa F2NJ OFasSa &aaSSidAay3a 22/ {{dFyRIFENRa ¢6AGK wSa
reservations, the majority of authors suggested that the group contingency was an effective

means to increase PSB or decrease ASB (Alabeffiel & Ayvazo, 2020; Groves & Austin, 2019;
Hansen & Lignugaris/Kraft, 2005; Herring & Northup, 1998; Jellison et al., 1984; Kleinman & Saigh,
2011; Maggin, Fallon et al., 2012; Saigbar, 1983; Skinner et al., 2000; Yassine & Tipton

Fisler, 2022). M. Jones and colleagues (2009), although meeting design standards with
reservations, reported mixed findings. They reported effectiveness of their group contingency
interventions for two ofthe seven individually targeted participants. However, these two

individuals demonstrated low levels of ASB in baseline and therefore may not have been
accurately targeted for study inclusion. Although the autheported effect was only explored for
thosemeeting WWC standards with reservations, Stremel and colleagues (2022) regarded their
group contingency intervention as ineffective. This study did not meet the WWC Standard in more

areas than any other study, not satisfyithgee of the design standards.

2.4 Discussion

This review aimed to identify the types of PSBs and ASBs targeted by group contingencies
as well as explore the behavioural mechanisms underpinning the contingencies put in place in the
included singlecase studies. A systematic search of the siagke iterature found 22 studies
deemed suitable for inclusion in the narrative synthesis. Across the 22 studies included in this
review, group contingencies have been used to target both ASBs and PSBs, although the nature of
target behaviours differed acrossteol types. The contingencies used included positive
reinforcement alone or a combination of positive or negative punishment in the $bort

contingency followed by positive reinforcement in the lelegm contingency.

2.4.1 Targeting Prosocial and Antisocial Behaviours in School Settings

As outlined in the narrative synthesis, researchers more frequently targeted ASBs more
frequently for reduction than targeting PSBs for increase. This is an interesting finding as it
demonstrates the use of group contingencies to focus on socially reléedatviours is still
aligned with, and indeed has grown out of, their traditional use in classroom management.
Traditionally, behaviour management is seen as a tool for decreasing problem behaviours (Oliver
et al., 2011). However, in recent years, an emrgiddas been placed on wilig more positive
forms of behaviour support and encouraging positive behaviours in children (LaVigna & Willis,
2012). While a number of researchers have now used group contingencies to establish PSB in the
classroom, this has focused mainly on youngedsiiis (c.f. Groves & Austin, 2019; Hansen &

Lignugaris/Kraft, 2005).
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Previous research has suggested disruptive behaviours may occur with higher prevalence
in older students, which may explain the emphasis on targeting ASBs in these groups (McDaniel et
al., 2022). Given the numerous positive associations with PSBs (Wadaihah, it is surprising
the research exploring how group contingencies can target these behaviours is limited. Literature
has suggested that teachers move toward adopting more preventive approaches (e.g.,
encouraging positive behaviours and the developinaiskills) to behaviour management rather
than reactive approaches (e.g., punishment; Korpershoek et al., 2016). The findings of the review
highlight a need for further exploration of the use of behaviour management as preventative
approaches for disrupte behaviours by encouraging positive skill development such as the
development of PSBs.

In special education settings, researchers explored the effects of group contingencies on
more basic communicatichased or individualistic forms of PSB and/or ASB (e.g., positive peer
interaction; Groves & Austin, 2019). Only in general education settiidg®searchers evaluate
intervention effects on more collaborative forms of ASB and PSB (e.g., working as a team; Sewell,
2020). It must be noted that group contingency interventions are used to target behaviours seen
as challenging or in need of imprawent specifically for the intervention context (Pokorski,

2019), which may explain differences in behaviours targeted across educational settings. Research
has suggested special education students may require more support with social skills than those
in general education settings (Frostad & Pijl, 2007); thus, teachers in special education settings
may prioritee more communicatio#based behaviours over more collaborative behaviours.
However, it has been suggested that collaborative and teamworking giellyportant for the

social skills development of individuals with additional support needs (e.g., autistic students;
Vernon et al., 2016). Future research should further explore the use of group contingency
interventions for increasing more collaboratisehaviours of special education students as well

as comparing behaviours in need of improvement across educational settings. In general, the use
of group contingency interventions for targeting PSBs is unelarched and with a shift toward
more positiveforms of behaviour management, research too must shift toward exploring more
positive behaviours.

We are also mindful that the degree to which PSBs and ASBs are distinct constructs is not
always clear. While many times these behaviours might be connected (e.g., when increasing PSBs,
we see a decrease in ASB), this is not always the case. Often, as #eemeview, the degree of
connection between PSB and ASB relies on the contingencies in place to target those behaviours.
For example, the use of positive reinforcement during the skemin contingency may aim to
increase desirable behaviours and degse undesirable behaviours (e.g., Groves & Austin, 2019).
However, given that ASBs and PSBs are distinct constructs, an intervention may not be equally as

effective for both (e.g., Wiskow et al., 2021).
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2.4.2 Contingencies in Place for Targeting Prosocial and Antisocial Behaviours

For the purpose of this review, a group contingency intervention was considered to
comprise of both a shoierm and a longerm contingency, as in previous literature (Schonewille
et al., 1978). Previous systematic reviews have not explored group contilegan this way (e.qg.,
Maggin, Johnson et al., 2012; Maggin et al., 2017). However, with a recent shift toward and focus
on positive forms of behaviour support we must do so. The GBG is commonly referreaisto as
reinforcementbased strategypecause reifi 2 NOSYSy G Aa RSt ABSNBR 6KSy YSS(
criterion (Barrish et al., 1969). However, until the sherm and longterm conditions are
dissected, we miss the subtlety of the fact that the traditional GBG is not solely reinforcement
based. Punishmer{tvhether positive or negative) is commonly used in the siemtn
contingency of group contingency intervention (e.g., in nine studies within this synthesis). Yet, this
is often overlooked as reinforcement is used in the lbgign contingency. Traditional) teachers
have adopted more reactive strategies (e.g., punishment; Shook, 2012) for managing classroom
behaviour. Although punishment methods were found effective in this review, there are a
number of concerns relating to the use of punishment procedimadassrooms. Past research
has emphased the use of punishment may pose a moral dilemma, may be unethical (Cooper et
al., 2020), and may lead to the development of resistance and oppositional behaviour (Mathur &
Corley, 2014). Research has indicatagisenhts may prefer positive reinforcement over positive
punishment (Wahl et al., 2016) further emphaisiy the importance of positive behaviour change
techniques over punitive techniques (Osher et al., 2010).

All PSBs targeted by the studies included in this review used positive reinforcement to
increase these behaviours. ASBs were targeted using DRA, positive punishment, or negative
punishment. Any study using DRA to target an ASB in the-sdrartcontingencyalso adopted
DRA in the longerm contingency, and therefore the ASB was never directly targeted. This
demonstrates group contingency interventions can reduce problematic behaviours even without
direct focus.

This review highlighted that punishment procedures are commonly used in group
contingency interventions. However, with a recent focus in literature to focus on more positive
forms of behaviour support (LaVigna & Willis, 2012), it must be considered whaiheshment
procedures are necessary. Research should remain aligned with current positive focus and
consider using positive reinforcement methods in their behaviour management strategies, as well
as exploring the effects of more preventative approachelsabaviour managemengmbry,
2002;Troncoso & Humphrey, 202Kprpershoek et al., 2016). By raising awareness of theshort
term and longterm contingencies of an intervention, we hope researchers and practitioners can
make informed decisions about the interventions they use in practice. Specijfibalyshould

aim to use interventions adopting only reinforcemdrdsed contingencies where possible.
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Researchers should provide greater clarity in publications by (a) reporting the ahdrt
longterm contingencies and (b) using the GBG to refer only to procedures incorporating
punishment in the shorterm contingency. Conversely, the CBGG or pos@Bé should be used
to refer to procedures incorporating reinforcement in both shamd longterm contingencies.

Clear reporting is essential to furtheur understanding of morpositiveforms ofbehaviour

support in group contingency research and practiéature research may seek to compare other
characteristics of the behavioural contingencies in place such as comparing the effect of
interdependent, independent, and dependent group contingencies on PSBs. The empirical studies
presented throughout this thsis all adopt reinforcement procedures in both the shartd long

term contingencies.

2.4.3 Quality of the Literature

The findings of our narrative synthesis indicatkdt the majority of included studies did
not meet WWC Design Standards (2022) for singhke research (see Tal@®). Given that one
focus of this review was to explore whether studies using group contingencies to target PSBs and
ASBs meet WWC Standards, all studies were included in the synthesis of the results.

Many past systematic reviews exclude studies not meeting WWC standards from their
evidence evaluation (e.g., Maggin, Johnson et al., 2012; Maggin et al., 2017), and thus, much
novel research and valuable information is frequently missed. Across prevevasuie, group
contingency interventions are commonly deemed to not meet WWC Design Standards 3 and 5
due tocalculatingnterobserver agreement in less than 20% of cases or failing to demonstrate
effect over time (e.g., Maggin, Johnson et al., 2012)il&ily in this review, Design Standards 3
(interobserver agreement) and 5 (effect across time) were the most common design standards
not met. WWC singlease design standards are typically used to assess the strengths of studies as
well as the reliabilityand validity of studies (Moeyaert & Dehgh@&haleshtori, 2022). However,
concerns have been posed surrounding the systematic exclusion of studies not meeting WWC
Standards from synthesis (Maggin et al., 2022). Given that the focus of the current re\savoiva
to make inferences about the effect of group contingencies, this study systiiesiudies
meeting WWC Standards with Reservations and not meeting WWC Standards.

This review aimed to ascertain the extent to which the studies reviewed met WWC
Standardsas well as to highlight areas in which standards are not taeimprove the quality of
future studies. We hope researchers can learn from our synthesis of common issues in the design
and reporting in this literature and this can support both the design and the implementation of
future singlecase group contingendgivestigations. Particular focus was put on ensuring that the

empirical studies carried out in this thesis met WWC Standards (2022).
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2.44 Limitations

There are several limitations to this review. Hirsas most of the studies included in the
review were conducted in the United States and other Western countries, the results may not be
generalsable to Eastern cultures or different educational systems. As with all systematic reviews,
there is potentiakhat several relevant texts may not have been included in the search results of
the various databases used. Howewgith carefulstrategic development of search terms in
collaboration with an expert pahend librarian, we have minisgd this risk as much as possible.
As gey literature was excluded from this review, valuable data from other forms of literature may
not be included. At the full text stage of the revieseveral papers explored behaviours of
interest but were excluded because these behaviours were indistinguishable from other
behaviours (e.g., measured collectively with other irrelevant behaviours such as out of seat
behaviour). Research exploring theesff of group contingencies using R@Ese excluded from
the current synthesis. Future reviews may seek to synthdbie evidence for the use of these

studies in targeting PSBs and ASBs.

2.45 Conclusion

Developing an understanding of the use of group contingencies for targeting PSB and ASB
within the singlecase literature can contribute to the development and improvement of
behavioural management strategies and provide insight into the malleabilityesktbehaviours
in children. Future research should evaluate the necessary components to an effective group
contingency to simplify the procedures, should adopt a collaborative approach with educators
and students and should explore the genesatiion of results across settings. More subtle and
more common forms of ASBs such as teasing, mocking, and tattling require investigation as well
as further exploration of PSB in both general and special education settings. Aligned with positive
behavioural support reommendations, researchers should design interventions using positive
reinforcement procedures. Researchers should strive to avoid common pitfalls incasgle
research and strive to conduct high quality research paying particular attention to issues
surounding interobserver agreemetlculationand demonstrating effect over time.

As much of the research is conducted in school settings, there is a need for further
exploration for the use of group contingency interventions outside of the classroom setting. In
Chapters &b of this thesis, the findings of four empirical explorationthefuse of reinforcement

based group contingency interventions are presented.
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Chapter 3: Using the Caught Being Good Game in the Community: Increasing Prosocial

Behavioursamong Children at Risk of Adverse Childhood Experienées.

3.1 Introduction

Socioeconomic deprivation is an increasing concern both nationally and internationally. In
Ireland, for example, rates of deprivation rose from 13.8% in 2021 to 17% in 2022 (Central
Statistics Office, 2022). In the UK, approximately-timiel of the populdion experience income
deprivation (Office for National Statistics, 2019), while 11% of the population in the United States
live in poverty (US Census Bureau, 2021). This form of structural disadvantage is strongly
associated with a range of negative outees for children and communities, including poorer
health (Algren et al., 2015), higher crime rates (Chamberlain & Hipp, 2015), increased rates of
substance misuse (Kendler et al., 2014), and lower school completion (Fenwick & Kinsella, 2020),
as well as bightened experiences of stigma and marginalisation (Kearns et al., 2013; Neary et al.,
2013).

These risks often manifest in children's behavioural development. Antisocial behaviours
(ASBs) have been identified as both a consequence and a contributing factor to many of the
outcomes associated with disadvantage (Lenzi et al., 2012; Toumbourou, 2dil@jen who
exhibit ASBs are more likely to experience academic difficulties (Mayer, 1995), strained
relationships with peers and adults (Walker et al., 1995), and increased vulnerability to mental
health issues (Paradis et al., 2016). These behavianralso lead to reduced emotional
regulation and empathy, which in turn may result in social rejection and isolation (Ensor et al.,
2010), further exacerbating risk and potentially contributing to more serious challenges in
adolescence and adulthood, inding substance misuse and contact with the justice system
(Toumbourou, 2016).

In Ireland, children growing up in socioeconomically disadvantaged contexts are more
likely to be exposed to multiple, overlapping stressors such as poverty, unstable housing, family
conflict, and limited access to support services (DCEDIY, 2023). Thessndcre also
disproportionately likely to experience adverse childhood experiences (ACESs), defined as
potentially traumatic events such as abuse, neglect, and household dysfunction (Tzouvara et al.,
2023). According to the Growing Up in Ireland stu®%o/of 913 year olds had experienced one

or more ACEs, with higher prevalence in marginalised communities (Gardner et al., 2019).

odbmodm ¢KS LYLIOG 2F ! ROSNES / KAt RK22R 9ELISNAS
As outlined in Chapter 1, ACEs have been associatednergrased risiof mental health

problems (Von Cheong et al., 2017), poor physical health (Hughes et al., 2017), and substance

2 This chapter presents the findings from a study published in the Journal of Positive Behavior
Interventions available at https://doi.org/10.1177/10983007251325956.
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abuse (Bellis et al., 2016¢hildren from ethnic minority backgrounds, lewwcome households, or
families facing unemploymertre at heightened rislof experiencing these ACBderrick et al.,

2018). For these children, behavioural challenges are not merely personal issues but reflect

complex interactions between personal, familial, and social factors. The importance of recognising

this vulnerability has been widely emphasisedésearch and policy (Goddard, 2021).

¢KSNB A& 3INRgAYy3I SOHGARSYyOS GKFG '/79a OFy AYLI Ol

range of domains, including emotional regulation and social wellbeing (Ray et al., 2020;-Mosley
Johnson et al., 2019). Increased levels of ASBs have been found amongvadwdteperienced
multiple ACEs in childhood (Hunt et al., 2017). However, protective factors such as strong social
relationships can buffer the effects of ACEs. Supportive peer, parent, and teacher relationships
have been shown to reduce the likelihoodaafverse outcomes such as substance misuse
(McCollum et al., 2024) and emotional distress (Vinh et al., 2024). This highlights the importance

of interventions that promote positive social interactions and behaviours.

3.1.2 Supporting the Development of Prosocial Behaviours in Children

As outlined in Chapter 1, a promising avenue for supporting children at risk is through the
development of prosocial behaviours (PSBs). PSBs may be especially valuable for children from
disadvantaged or ethnically diverse backgrounds. For example, redeamschown that
structured opportunities to interact with diverse peers can promote empathy and reduce
exclusionary behaviours (Spivak et al., 2015; McKeown & Taylor, 2018). In Ireland, this is
particularly relevant in supporting social integration betwéaaveller and nofTraveller children

(Dupont, 2017).

3.1.3 Traumanformed Care

As outlined in Chapter 1, social validity is particularly pronounced when working with
children at risk of ACEs or living in socioeconomically disadvantaged communities. For these
LJ2 Lddzt F A2y as 0SKF@A2dzNI £ Ay G S NI Ssféty eifrgingy dza
and agency. Traumiaformed care (TIC) is a persoantred approach to care which
acknowledges tht individuals may have experienced traumatic experierfBegves, 2015). TIC
involves creating safe, supportive, and predictable envirents that reduce the risk of re
traumatisation (Brunzell et al., 2022). Key principles include establishing trusting relationships,
using positive reinforcement over punitive measures, and incorporating emotional regulation
strategies into behavioural intgentions (Menschner & Maul, 2016). In the context of group
contingencies, TIC may involve adjusting reinforcement criteria to accommodate children with
trauma histories, providing individualised support, and integrating secrational learning

componens into interventions (Department of Education, 2024).

50

02y i N



3.1.4 Targeting Prosocial and Antisocial Behaviour using Group Contingency Interventions
Interventions focusing on promoting social interactions and social support play an

important role in reducing the effects of traumatic experiences (Wagner et al., 2Rd8)ious

research, as outlined in Chapter 1, has identified that behaviour management interventions (e.g.,

Wiskow et al., 2021) are effective at decreasing the risk of ASBs and increasing PSBs of children.

Specificallyinterdependent group contingencieas outlined in Chapterdre considered to

provide an effective, evidendeased methodor managing groujpehaviour whether for

decreasing disruptivbehaviourgdMaggin, Johnson et al., 2012; Maggin et al., 2017) or for

increasing positiveehaviourge.g., teamworking; Sewell, 202@uch methods havereviously

been used successfully with-ask adolescents (e.g., Costello & Smyth, 2017) and has

demonstrated successful uses of interdependent group contingencies for decreasing antisocial

behavioursand increasing PSBdowever the systematic review outlined in Chapteh@hlight

the sa@arcity of group contingency literature focusing on PSBs rather than AS@sed with

findings in Chapter 2, in which reinforcemdrased procedures were considered effective for

targeting PSBs, research should strive to use reinforcefinas¢d group contingencies where

possible over those incorporating punishmentaumainformed approaches utilise strengths

based approaches rather than focusing on deficits (Comiskey et al.), 202dxample

encouragement of PSBs rather than ASBereforethe CaughBeing Good Game (CBGG; Wright

& McCurdy, 2012), as described in Chapter 1, a reinforceimelytgroup contingency

intervention, was the chosen intervention in this case.

3.1.5 Group Contingencies in Afterschool Settings

As outlined in Chapters 1 and 2, gafveesed group contingency interventions such as the
GBG or CBGG are commonly used in educational settings (Maggin, Johnson et al., 2012; Maggin et
al., 2017). However, research exploring the effect of these types al/grnéons in community
based settings are more limited. Little is known about the use of group contingency interventions
in afterschool cents. Communitybased afterschool cergs (also known as afterschool
programmes or services) are centres which prevdttuctured and supervised programmes for
children within their community after the regular school days (Philip, 2022). They may provide
structured activities such as help with homework, tutoring or guided activities as well as
opportunities to socialiswith peers (Fredericks et al., 2017). Commuibised afterschool
centres have been recognised as a promising area for the care of children who might be
considered at risk (McDaniel & Yarbrough, 2016; Taheri & Welsh, 2015). Afterschool care is
considered ® have numerous positive implications for attendees including the potential to
improve school attendance (Jenson et al., 2018), redateviours of concer(Kremer et al.,

2015), and improve academic performance (Jenson et al., 2018). Afterschool services may be
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private feepaying services (Kremer et al., 2015), or-fostprofit charity-run organisations
(Wharton et al., 2016). The focus of this thesis is on the latter.

In the only known published group contingency intervention conducted in an afterschool
setting, Smith and colleagues (2018) investigated the use of the PAX GBG in an afterschool
LINEANF YYS (G2 AYLINRGS LINRPANIY | dzk £ Ardl&iallTyeR OKA f RNBY
PAX GBG, a commercialised version of the GBG developed by the PAXIS Institute (Embry, 2003),
focuses on the use of shared norms and praise. The typical version of the GBG was used, that is
the use of positive punishment in the shderm cortingency and differential reinforcement of
low rates of a targebehaviour(DRL) in the lorgerm contingency. Although successful in
GF NBS (A y Behdvisuk theRehBrig@change was measured by comparing scores on the
Strengths and Difficulties QuestionnaiBpdman et al., 2003) preand post intervention,
rather than measuringpehaviourcontinuously throughout the intervention through observational
methods as common in single case experimental designs. Single case research designs enable us
to explore the effectiveness of a group contingency using a different approach, using a different
design, different outcome measures and exploring different patterdmehmaviourchange. It is
important, therefore, to explore the effectivenesstmfhaviouralinterventions using both

methods.

3.1.6 The Current Study

Afterschool services have been recognised as a promising area for tackling issues relating
to ASBs and group contingencies such as the CBGG have been deemed a suitable method for
increasing PSBs. To our knowledge however, no previous research has beagttedroploring
the application of the CBGG in an afterschool setting. We sought to address this gap by exploring
the use of the CBGG for increasing PSBs (and therefore perceived social support) among a group
of ethnically diverse children in need of suppattending charity afterschool services. This
research therefore sought to address a number of research questions: 1) Is the CBGG effective at
increasing three types of PSB daiine-yearold girl referred to a communitpased afterschool
programme? 2) Is the CBGG effective at increasing three types of PSB of a whole ginep of

and tenyearold children referred to communitpased afterschool programme?

3.2 Method

3.2.1 Ethics

t NA2NJ 62 NBONHZA GYSY (s I fRekNBENRRCNBitEeREGNSE NBOJASs S
and full ethical approval was granted (see Apperiflixihe following section details the ethical

considerations relevant to the study presented in this chapter as well as within the thesis more

generally.
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3.2.11 Designing Ethical Interventions

Key considerations were given to the design of ethical interventions throughout this
thesis. The interventions designed throughout this thesis were grounded in ethical principles in
keeping with behaviour analytic founding principles of social validitgr(Bgal., 1968). Social
validity, as described in Chapterdytlines that interventions should be considered acceptable
and that the intervention should target behavioursat are personally meaningful to participants
(Baer et al., 1968).

In ensuring ethical design, we collaborated with our participamis stakeholderes a
number of ways. For example, the relevance of target behaviours was ensured by collaborating
with the afterschool leaders to choose them. The behaviours targeted include a wide range of
PSBs, behaviours which have been associated with numerous/pasiticomes for the individual
(Wagaman, 2011) and serve as protective behaviours against the range of negative outcomes
associated with ASBs (Vinh et al., 2024 Chaptei5, we build upon this participatory approach
and used calesign methods with the children to develop the intervention. In these cases,
children were not simply recipients of the intervention but active contributors to its design,
promoting greater ownershipral engagement.

The use of a singlease experimental design enabled ethical and flexible evaluation of
behaviour change across time without requiring a control group, which may be considered to
exclude children from potentially beneficial supports (Cooper et al., 202@) group contingency
method allows the group leader to simultaneously support group behaviour while also capturing
and supporting behaviour of children who might be considered in need of additional support. In
Chapters 3 and 4, the adult leadamovided nsight into children who may require this additional

support by choosing target children for individual data monitoring.

3.2.12 Participant Profile and Confidentiality

The intervention took place in a communitased afterschool programme provided by a
charity in an urban area of Dublin, Ireland. The charity runs five afterschool centres across the
area, with each centre accepting children from a different school ora@sh&our of the centres
participated in studies included in this thesis. Please see Fjlfer further detail. The children
attending the services were all referred into the programme (by social workers, school principals
or parents) due to their expence of ACEs or their risk of experiencing ACEs. Specific data
relating to the experience of ACEs were not collected due to the highly sensitive nature of the
data. However, reasons for referral included, but were not limited to, experience of poverty,
family experiencing addiction, and living in singégent families as a result of bereavement,
imprisonment of a primary caregiver or divorce. It is important to note that many of the adult
leaders working within these centres were also living in the latzd and therefore may also

have been exposed to similar experiences as these children. Hovileesedatawere also not
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collected to respect confidentialitythe traumainformed approach adopted in this study
prioritised children and adult leadesafety, trust, and empowerment. This was reflected in
intervention content, delivery style, and -@esign activities. All participation was voluntary, and
assent wagonfirmedthroughout.

Participant confidentiality was prioritised throughout all studies. In each seafsh
participant was assigned anonymised ID codes to ensure confidentiality. Identifiable data (e.g.,
signed consent forms) were stored separately from all other forms of data. Pseudonyms were
assigned to participants throughout the thesis.

Figure3.1

Participating Afterschool Service@rganisation Structure

Managed By:

Project Leader Charity Providing Afterschool Services for At Risk Children in Dublin

Project Afterschool Afterschool Afterschool Afterschool Afterschool
Coordinator Centrel Centre 2 Centre 3 Centre 4 Centre 5
Group Leaders Older Younger Older Younger Older Younger Older Younger Second Level

P Group Group Group Group Group Group Group Group Students

Did not
Participate

Did not

Did not
Participate

Participate

Did not
Participate

Participated

- Chapter 3 - Chapter 4 - Chapter 5 - Chapter 5

|

Participated | I

Participated |

| |

Participated | | | | Did not Participate I

3.2.13 Risk Management

The potential risks of participating in this study wérer and could be comparable to
typical classroom or groupased activities. However, given the vulnerability of the participating
children, several risk management procedures were put in place. There was a chance that some
children might have become frustradeor disengaged with the intervention. To mitigate this,
intervention activities were delivered by existing adult leaders, with the researcher present only
as an observer and to support the add@ater if neededlf necessary, games were paused or
adapted to maintain safety and wellbeingcross all the empirical chapters presented in this
thesis, minimal adaptations were require@hanges made includéde addition of the bonus
point presented in Chdpr 3, the removal of a target individual in Chapteardd varying game
lengthsin various chaptersThese are outlined in more detail in the relevant chaplia child
showed signs of distress or discomfort, staff were encouraged to use existing centre protocols and
communicate directly with the research team. The reinforcemamly and group nature of the
CBGG meant that children worked as part of a teamemthan feeling solely responsible for the

outcomes of the intervention. The progress of the interventions was monitored closely
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throughout the course of the PhD, with the PhD researcher meeting weekly with their primary

supervisor and monthly with the broader supervisory team.

3.2.14 Recruitment

Recruitment procedures were facilitated by the project leader and the project
coordinators fefer to Figure3.1). The project leader initially agreed to participate in the project
and facilitate participant recruitment. He arranged a meeting with all project coordinators and the
PhD researcher to discuss the project aims, answer any questions they might havedd pr
them with contact details to reach out if interested in participating. Four of the five project
coordinator expressed that they were insted in facilitating the research in their centre.

Throughout the course of the project, the PhD researcher visited each of the four centres
and spoke with the staffEach centre was organised into two groups of children, a younger and an
older group, based on their academic year in school. In each of the four centres a group leader
agreed to participate in the study and facilitate recruitment.

Staff distributed plain language statements and consent forms to parents and guardians
(Appendices B). Adult leaders also provided consent to participate in training, implementation,
and feedback collectio(see Appendices-8 for plain language statement and consent forms)

The PhD researcher distributed information sheets amongst the childe=nAppendix &nd

child assent sheetsee Appendix Moth of which were written in plain, chilftiendly language.
Participation was voluntary for all partieall children in the group participated in the CBGG as it
was part of their activities in the centre, however, data were only collected from consenting
participants. All participants were told they could withdraw their consent or assent to participate
at any point. Given that behavioural data was anonymised, their data could not be distinguished
from other members of the group. Therefore, if a participant withdrew their consent, they were
excluded from any subsequent data collectidln participants withdew from any phase of the

study.

3.2.15 Data Collected

Data collection procedures were designed to prioritise participant confidentiality.
Potentially identifiable data collected included signed consent and assent forms and demographic
guestionnairegsee Appendices-8). Nonridentifiable data collected included behavioural

observation sheets and social validity questionnaires.

3.2.16 Data Storage and Disposal

All data collected throughout the research were stored in accordance DCU Research
Ethics Committee protocols and GDPR requirements. Particular attention was given to the secure
and appropriate handling of identifiable and natentifiable data All data management practices
adhered to the legal limitations of confidentiality, including mandated reporting obligations and
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compliance with potential subpoenas, freedom of information requests, or other statutory
disclosures.
Hard copy data (consent and assent forms, demographic questionnaires, behaviour
204ASNBI GA2y aKSSGaszx az20Alt @GrtARAGE jdzSadGA2yYyl ANB
School of Psychology. Access to this cabinet was restricted to the Phiicheseanly. Soft copy
data (summarised questionnaires, observation data) were stored in a paspaatetted Google
Drive folder. This folder was accessible only to the research tiland. copy identifiable data was
shredded and disposed of after the duiat of the project and soft copy identifiable data was
deleted from Google Drive. Nadentifiable data will be retained indefinitely in anonymised

format.

3.2.2 Participants and Setting

The centre participating in the study outlined in the current chapter will be referred to as
Afterschool 1. The cerdg ran from 36pm Monday to Thursday each week. The daily schedule in
the cenre consisted of key activities including homework time, dinner time, activity time, and
free time. Following a call out from the project coordinator, the leader of the younger group of
children within thiscentrevolunteered to host the research and facilitate participant recruitment.
For the purpose of this thesithis centre will be referred to as Afterschool 1.

The leader of the group was a-$6arold female who had been working as a youth
activity worker in thecentrefor two years. The leader was a qualified Early Educator with five
8SIENEBEQ LINBOA2dza SELISNASYOS 62Nl AYy3I 6AGK AAYAL I NI L
groupbehaviourmanagement strategy like the CBGG before although other strategies would
occasionally be implemented in the cemto managebehaviourincluding the use of reward
systems. Specifically, the cea? LIS NI (0 SR Im imwdidhicihldren &odild réc8ive a
maximum of five stars a dayne for attendance, one for finishing their homework, one for trying
their dinner, one for participating in the daily activity, and one for showing kindness to others.
¢ KS OKAf Réi&ofaded manthly aNdiused to determine which children could attend the
monthly cente trip. Existingpehaviourmanagement strategies are commonly in place during the
exploration of the effect of newly introduced posititsehaviourinterventions (i.e.school rules
and consequences).

All 14 children in the participating group were invited to take part in the research.
Parental consent and child assent were received for 12 children (7 boys, 5 girls) with a mean age
of 9.58 years (range-80 years)No participants withdrew from any phase of the studiese
participants were of White Irish descent (N=5) or of White Irish Traveller descent (N=7). White
Irish Travellers are recognised as their own distinct ethnicity in Ireland. They are considered to be

traditionally nomadic (Gilbert et al2017) and under researched (Condon et al., 2019). Two of the
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12 participants were identified by the group leader as target participants, meaning that their
behaviourwas measured on an individual basis alongside measurement of the behgviour
hyS GFNBSG LINIAOALIYG o6la Y2OSR G2 GKS agK2f
low attendance. The remaining target participant, Lauren (pseudonym) waear®ld female of
White Irish descent who was identified as requiring addiilosocial andbehaviouralsupport.
[ F dzNByYy ¢ a4 OK2aSy a F GFNBSG LI NIHIAOALIYG oeé
dzy RSNX¥YAyYyS f SFRSNHE | yR GNHHEASESHY G2y R GKSINY OKS t RNS
CKS agK2ftS ANRBdzLXE LI NIAOALI yGa O2yaradSR 27T
second target participant was moved to the whole group).

The intervention took place during regular activity time in the cenffach day, the adult
leader chose from a variety of activities including sports games, arts and crafts, mental health
workshops, and board game sessions. The location of the intervention varied across, but not
within, sessions depending on the activitigsdertaken on a given day. Rooms used included the
homework room with small tables and chairs, a large sports hall, and a large room with long
tables and chairs, a seating area and algable. The changing activities and locations added
variety not frequently seen in the CBGG literature (cf. e.g., Barrish et al., 1969; Donaldson et al.,
2017) but is perhaps more ecologically valid than data collection in a single location acro$s a sing
activity. All children in the group played the CBGG as patrt of their activities in the,centr
however, data were only collected from consenting participants. Attendance was collected by the
project coordinator. Attendance of consenting participants waen for the whole group in
73.97% of observation sessions. Attendance was below 50% in 29.63% of these sessions. These

sessions are highlighted on Figdé.

3.23 Materials

Materials needed to run the CBGG included three copies of the game rules on laminated
A3 paper (297 mm x 420 mm) to be posted on the wall éseenple in Appendik0), a daily
scoreboard on a laminated A3 sheet to be posted on the wallézample in Appendikl), a
vibrating smartwatch for the group leader (in this case a Fitbit Charge 4), and reinforcers.
Reinforcers or prizes were chosen based on the results of a child preference assgssment
example in Appendix 12)n keeping with previous resear@@ohan et al., 2022; Stratton et al.,
2018), children rated a list of prizes as recommended by the group leader from 1 (preferred
option) to 7 (least preferred option). The items with the lowest combined score across all
participants were considered theast highly rated and were employed as reinforcers. This
assessment identified small treats, small toys, mini teddies, and squishy toys as highly rated
reinforcers all of which were used throughout the studijhe group leader was given andgtép

procedurd checklist each day to assist them in running the intervenfsee Table.1). This

57



OKSO1tAad AyOftdzZRSR AGSYad adzOK Fa awSYAYR (KS 3INEd:
YR a! yy2dzyOS GKS 3t YS TkéRnD rgsedrandn$Rdegraduatel 1 02t £ SO
psychology students trained as second observers) collected data using pen and paper. A vibrating

timer app for Android/Apple (Tabata Timer: Interval Timer Workout Timer HIIT; Sharafan, 2018)

was used to signal the intervals to the datdlectors through earphones attached to a

smartphone(see Appendix 13 for an example bétapp set up)

Table3.1

Caught Being Good GarReocedural Checklist

Step Checklist Instruction
| 1 | Announce that the game will be played today
2 Remind the group of the team divisions
3 Rules are posted on the wall
4 Review the rules with kids
5 Remind the group that they earn points when their whole team is following rule

when the leader decides to scan the room (i.e., how to get a point)

6 Remind the group how many points they need to get the prize

7 Announce that the game has started

8 Scan the room when the timer vibrates and record the points earned by each t
9 lyy2dzy®S SyR 2F 3AIYS FFGSNI GKS 1 ad

10 ¢c20G1rt GKS GSFY LRAydGa F2N G2RI@&Qa

11 Announce the winners and give access to the prize

3.24 Dependent Measures

Encouragement, Peer Cooperation, and Leader Cooperation were the PSBs chosen as
dependent variables in this study. These targehaviourswvere identified through existing
literature on the use of group contingencies and PSBs (Brennan et al., 2028asgtme
observations and consultation with the group leader abbehavioursof concernPlease see
Appendix14 where more examples of these behaviours are provided.

Encouragement was defined as behaviours which involved the interpersonal

communication of a positive message aimed at providing support or motivation to a peer.
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Encouragement could occur before, during or after an action by a peer. Examples of behaviours
classified as encouraging behaviours include verbal positive words of encouragement for a peer
6SPIPY &, 2dz Oy R2 AGHEZT O2nY)lds eV yiainekbfld 0 SKI FA
positive communication (e.g., a thumbs up, a high five, clapping, or a pat on the back).

Peer cooperation was when a child engaged in joint work or a joint task with a peer for at
least three seconds. This includeehaviourssuch as helping with a certain task, sharing their
resources, working together to clean up their workspace, sharing stationery, working together in a
sports game, or working together towards a common goal.

Leader cooperation specifically includeehavioursn which a child demonstrated they
were cooperating with adult leaders. This includezhaviourssuch as followinghe leadel®
instructions within three seconds, willingly helping the leader or offering to help the leader,
listening to the leader when they are explaining an activity and waiting appropriately, speaking to
the leader at an appropriate volume, and using mannersmwiiadking to the leader, for example
al@Ay3a aLX SFasSé yR alGKFy| &2dz o

3.25 Data Collection

3.25.1 Observation Methods

Data were collected up to four times a weekthg PhD researcharsing a data collection
template (see Appendix5). Data collection sessions were 30 minutes long. Data were collected
using partial interval recording as an estimation of the rate of the tapgbtviours Partial
interval recording is commonly used to measure similar behaviours such as cooperation (e.g.,
AljadeffAbergel & Ayvazo, 2020) and positive social interactions (e.g., Stremel et al., 2022).
Intervals were 10s long with a 5s break between eaclrvale An individuafixed method was
used meaning differentchildwas observed every 15s in a predetermined order (Briesch et al.,
2015).An interval was marked with a plus symbol if the PSB was evident at any point during the
10s period, even if behaviasiiof concerroccurred within the same 10s periothese behaviours,
in their naturalistic presentation, tend to be briefly engaged in rather than a continuous behaviour
such as academic engagement for example. Please refer to Chapter 6 setiioargl 6.6or
further discussion on measuritigghavioursof concern

Lauren was observed every four intervals (i.e., in 25% of the overall intervals; Lauren,
Whole Group Participant 1, Whole Group Participant 2, Whole Group Participant 3, Lauren etc.,).
Originally, when two target participants were being observed the greere only observed for a
total of 50% of the overall intervals, with the second target participant also being observed in 25%
of the overall intervals (i.e., Lauren, Whole Group Participant 1, Target Participant 2, Whole Group

Participant 2, Lauren etc.@nce the second target participant was moved to the whole group,
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the data collection schedule was adapted and the whole group was observed in 75% of the

intervals.

3.25.2Interobserver Agreement (I0A)

A second observer independently collected data ilith PhD researchen 30% of the
observations. For the whole group, IOA data weatculated for35% of total observations, in at
fSFad nwm: 2F GKS 20aSNBFiA2ya Ay SIFOK LKIFA&S
observations, IOA data were collected in 30% of the total observations, 31% of baseline
observations and 30% of CBGG observationswi&¥calculated using intervhl-interval
agreement. Total number of agreements were divided by the overall number of intervals and
multiplied by 100 to obtain a percentage. Second observers who collected data for the purposes
of IOA calculation were undgraduate psychology students trained in observational data
collection methods and the operational definitions prior to the commencement of data collection.

For the whole group, mean IOA was 97.56% for encouragement (range 9B08B%),

95.38% for peer cooperation (range 94%0%) and 94.23% for leader cooperation (range-85%
100%). For Lauren, mean IOA was 99.52% for encouragement (range 9067y 94.29%0f

peer cooperation (range 9000%) and 96.67% for leader cooperation (rangd. 00%).

3.25.3Treatment Integrity
The group leader was asked to follow thedt&p procedural checklist during the CBGG.
As a measurement of treatment integrityne PhD researcharompleted the checklisisee
Appendix B) while the CBGG was being played. Mean treatment integrity was 86.87% (SD = 9.47,
range = 72.72%4.00%). The most commonly missed steps were steps 5 assek7Table 3)1

3.25.4 Social Validity
Socialvalidity measures were collected from both the child participants and the group

leaderupon completion of data collectiohe child participants completed a modified version of
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were similar to those made in other CBGG research including changing the response categories
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were changed from positive wording to negative wording to assist with clarity and understanding.

The highest rating on the modified CIRP was a score of 8 which represented eight positive

enddNESYSyia o0A®SOI |c aRPREAY FE 6B WheRPHYECRF 4 ViR y 0 @

can be seen in Appendix1
The group leader completed the Behawidntervention Rating Scale (BIRS; Elliot &
Treuting, 1991). The BIRS is a social validity measure consisting of 24 positively phrased items for

60

a

S

QX

f



SEFYLX S daL ¢2dAZ R &addaA3Said (GKS daAasS 2F GKA& AyGS
the 15 Intervention Rating Profile ltems measuring acceptability of the interventiodlBRP

Martens et al., 1985) as well as additional items measuring exffigi (N=2) and effectiveness

(N=7). Maodifications to the BIRS included modifying the wording of items to reflect the use of the
intervention with a group rather than an individual, adaptations to reflect present or past tense,

and changing mentions of séty to reflect the afterschool setting. The leader rated each item on

a six point Likert scale ranging from 1 (strongly disagree) to 6 (strongly agree) with higher scores
indicating more favourable attitudes towards the CBGG. The highest possibleoratimg BIRS

was a score of 144. The BIRS has been established as reliable (Elliott & Treuting, 1991) with an
2OSNrtt / NRyolOKQa |fLKI 2F opt a ¢Sttt a IO
.97 for acceptability, .92 for effectiveness aBd for efficiencyThe BIRS used in this study is in

Appendix B.

3.26 Procedure

3.26.1Design
A withdrawal design (Kazdin, 2020) with phases ABAB was used (A= baseline; B=CBGG) to
explore the effect of the CBGG.

3.26.2Group Leader Training

The PhD researchepnducted a 45nin training session with the group leader prior to
the commencement of data collection. The training, with the guidance of a Google Slides
presentation (see Figur@2), covered the procedures of the intervention, implementation of
baseline and CBGG phases, set up of the FitBit, timeline for data collection, and IOA collection.

The leader was provided with an opportunity to ask any questions at the end of the session.

3.2.6.3 PreBaseline Observations

Prior to the commencement of data collection, the PhD researcher visited the afterschool
centre during activity time. The children were observed, and notes were taken about behaviours
that could be deemedhallengingas well as positive behaviours that could be targeted for
increase. The prbaseline observations were discussed with the group leader and used to choose

the dependent variables to target with the intervention.
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Figure3.2

Sample Slides from Group Leader Training Session

n How does the CBGG Work? ' E
1 Tell t
c !

When to Award Points:

® | will set up a Fitbit which will vibrate
every 4-5 minutes,

®  When it vibrates, that's your cue to
carry out a behaviour check of the
class and award their points.

® If you are busy when the vibration
occurs, don't worry, just try and carry
out your check before the next
vibration. Otherwise things could
catch up on you and get messy.

When to Award Points: Materials: Prizes
f Max 5 points
(20 min game example) awarded ® We can conduct a for the kids (simple
questionnaire, can be done at any stage before the game)
® This can be used to determine which prizes are most reinforcing to the
0-4 mins 4-8mins 8-12mins 12-16mins  16-20 mins group
® We need to come up with a list- any suggestions?
f ——
e ‘ What prize would you like to win as a reward for the Caught Being Good Game?
Begins Stickers Gel Pens ¢ | Bouncy Ball Temporary
. Game End: Last Tattoo q
opportunity to
eamn pul:: . Write any other ideas you have in the next box: Homework Pags

3.26.4Baseline Phase

During baseline phases, the group leader used her usual disciplinary processes while data
O2f t SOGA2Y st a 2yI2Ay3IAd ! ddzkt RAZOALE Ayl NBE LINE a
OF NR¢ oOF LRAaAAGADS Lidzy A ak)aksendinglbkidees B teNdfojedza SR Ay G K

coordinator's office. On the last day of baseline data collection, the group leader practised the

(@
w»

procedures followed for the CBGG, she wore the FitBit and awarded points privately based on the
5-minute interval schedie. These micesses were unbeknownst to the children and follovegd

the leadernto familiarisethemselveswith the procedures of the CBGG.

3.26.5Intervention Phase: CBGG
After the initial baseline phase, the group leader &imel PhD researcheset group rules
that would be used during the CBGG. The group rules were aligned with the batigatiours
After baseline, the group leader described the CBGG to the children. The leader explained all the
game rules to the children and provided them with the opportunity to ask any questions they
might have. The group leader decided to divide the childrentintbteams based on their gender
(males and females) due to variabilityattendance.
The game ran for 30 minutes. The adult leader was required to follow thstelil
procedural checklist (as seenTable3.0 @ { 1SLJA 2y (GKS OKSO{lftA&ad AyOf dzR!
0KS NYz Sa ¢gAGK GKS {ARa¢ FyR al!yyz2dzyO0S GKS 3AFYS
3 and 5 (50983% of total possible points). The initial points criterion was set to three, halgof th
overall available points to be earnethis criterion was set basexh baseline respondingndwas
established in conjunctiowith the group leaderThe criterion was increased the subsequent day
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when all teams successfully met the criteria. The criterion was decreased following a day that no
teams met the criteria. The teams earned a point if all members of the team were following the

I YS NHzZ S&a 6KAE S béh&iodr(BK SRBBING WISINKFSR NYSSSRRINJGg | & L
out thisbehaviourcheck by a silent vibrating alarm on the FitBit six times throughout the 30

minutes, once every 5 minutes. The teams could choose a small prize if they earned or exceeded

the points criteria.

3.26.6Bonus Point
After the initial CBGG phase, the group leader indicated concern about a sudden increase
in disruptivebehaviouroutside of gametimeL G 61 ay Qi A GKAY GKS &a02LJS
current study to explore the function of ihdisruptivebehaviou. However reasons for the
disruptive behaviour outside of game time may include the absence of attention received from
the reinforcement in shorterm and longterm contingencies, the lack of tangible rewards
received in the longerm contingency or escape behauis. In an effort to increase the
generalisability of the positiveehavioursseen during the CBGG a bonus point was introduced at
the beginning of the second CBGG phase. The group could receive a bonus point for
demonstrating goodbehaviouroutside of thegame time (i.e., outside of activity time). All
YSYOSNE 2F GKS 3INRBdAzZL) Ydzal Kl OkehadidbaidaRSSYSR (2
0aSyOS 2F RAA&ANHZIIADS 0SKIF GA 2 dzNFoftle Mhniitéearn R dzNJ-
the bonus pointlt is important to note, however, thahis was done flexibly with the leader in
order to address their concerns and thdisruptive behaviour was natperationally defined and
was notmeasuredhroughout the gaméplease refer to Chapter 8ections 6.1.2 and 6fér
further discussion). ¥ I (G S| Y YdehavidiirkkXpeétafidn®Robtslde &f the game time,
0KSe8 6SNB ¢ NRSR || 02ydza LRAYyG® ¢KS 02ydza LR
at the beginning of the next game session. However, there was no additional reward for the
bonus point. The procedures the CBGG remained the same but the total possible number of

points and the point criteria increased.

3.2.7 Data Analysis

Data were analysed visually using the guidelines provided by the What Works
Clearinghouse (WWC) for single case research designs (2022). Evaluation involved examining the
number of phases and points in each phase, an assessment of trend, level, immédiiegtp
overlap, consistency of data, and variability between and across phases.

¢CFNI26Qad OHAMCIET HAMTO YSGK2R F2NJ OF € Odzt | G A
visual analysis. This involves assessing and, if necessary, correcting for baseline trend before
calculating Tau (Kendall, 1962). Tau scores can range from 0 to 1 ane ipasitive or negative

depending on the direction of the changeliahaviourg(i.e., when aiming to increase target
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behavioursa large positive score is desirable). When interpreting Tau, a score of 0.2 indicates a
small effect, 0.2 to 0.6 indicates a moderate effect, 0.6 to 0.8 indicates a large effect, and a score
of 0.8+ indicates a very large effect (Vannest & Ninci, 2015).

Percentage of nonoverlapping data (PND; Scruggs et al., 1987) was also calculated to
supplement the visual analysis and as an assessment for risk of bias, a standard required by WWC
single case design standards Version 5 (2022). PND was calculated ing tiddhumber of non
overlapping data points over the total number of data points. PND was used to assess the overlap
between baseline and intervention phase with those interventions with smaller PND considered
more effective. When interpreting PND, a seof >70% suggests an effective intervention, a
score of 50%70% suggests questionable effectiveness or scores <50% suggest no observed

intervention effect (Parker et al., 2011).

3.3 Results

3.3.1 Whole GrouBehaviours

3.3.1.1 Encouragement

Figure3.3demonstrates the effect of the CBGG on whole group encouragement. During
the initial baseline phase, encouragement was low and relatively stable for the whole group (M=
0.17%, SD= 0.53%, range=Q%7%). Upon introduction of the CBGG, encouragemerthfor
group increased immediately and substantially (M=11.6%, SD= 3.5%, ranget8788%h During
the withdrawal to baseline, encouragement again was low, decreasing immediately and
substantially and remaining relatively stable throughout the phase (M£4,4D=1.4%, range=
0%3.3%). Once again, when the CBGG was reintroduced, encouragement for the group increased
immediately and substantially and remained relatively stable throughout (M=9.3%, SD=1.1%,
range= 7.89%4.1.1%).

3.3.1.2 Peer Cooperation

Figure3.3depicts the effect of the CBGG on whgl®up peer cooperation. In the first
baseline phase, peer cooperation was low (M=4.2%, SD=3.3%, range33%). Once the CBGG
was introduced, peer cooperation increased immediately and substantially (M=38.9%2,.9h=1
range =15.6%63.3%). Though peer cooperation was variable in this phase, no data points
overlapped with the baseline phase. When withdrawing to baseline, again peer cooperation was
low, decreasing immediately and substantially (M=7.3%25I9%, range=4.4%0%). Upon
reintroduction of the CBGG again peer cooperation increased immediately and substantially
(M=38.9%, SD=3.2%, range= 338%8%).

64



3.3.1.3 Leader Cooperation

The effect of the CBGG on leader cooperation of the whole group is shown in &igure
Leader cooperation was low in the initial baseline phase (M= 7.8%, SD= 3.2%, rang&t. %%
Upon introduction of the CBGG, leader cooperation immediately and substantially increased
(M=32.4%, SD=5.8%, range=244W%). Although there was high \aility across this CBGG
phase there was no overlap with baseline phases (PND=100%). When the CBGG was withdrawn,
leader cooperation once again returned to low levelssr@asing immediately and substantially
(M= 6.5%, SD=2.0%, rarg#.4410%). Again, once the CBGG was reintroduced, leader
cooperation increased immediately and substantially (M=34.4%, SD= 2.7%, rang8%.898%

and remained relatively stable.
0 o dH PBdhalbdsy Q a

3.3.2.1 Encouragement

Figure3.4ARSLIA O a GKS STFSOG 2F GKS /.DD 2y [ I dzn
baseline phase Lauren demonstrated no encouragement throughout the phase (M=0%, SD=0%,
range=0%0%). The introduction of the CBGG brought about immediate and substantial change to
encouragement (M=18%, SD= 5.6%, range=128%#6). Although encouragement was variable
in the first CBGG phase, it did not overlap with baseline encouragement (PND=100%). In the
second baseline phase, encouragement returned to baseline levelgaséng immediately and
substantially (M=0.8%, SD=1.5%, range3®%). Once again, when reintroduced, the CBGG
ONRdzZAKG 'y AYYSRAIFIGS YR &addzoadlydAiart OKFy3aS i
range= 13.3%23.3%).

3.3.2.2 Peer Cooperation

¢tKS STTSOG 2F GKS /.DD 2y [ | dz2sBy Q& dzNSSINIad 2
baseline peer cooperation was low with little variability (M=1.3%, SD=3.0%, rang@t1%).
2 KSYy GKS /.DD gta AyAlGAlLtte AYOINRBRddzOSRXZ [ I dzNB
immediately (M=44%, SD=13.2%, range= 2658/ %). Thougpeer cooperation was variable in
this phase, no data point overlapped with baseline data (PND=100%). When withdrawn to
baseline, peer cooperation decreased immediately and subisttin{M=9.6%, SD=3.8%, range=
6.7%16.7%). Upon reintroduction of the CBGG, once again, peer cooperation increased

immediately and substantially (M= 33.3%, SD=5.3%, range=-20%%0

3.3.2.3 Leader Cooperation
Figure3.4ARSLIA Ola GKS STFFSOG 2F G4KS /.DD 2y [ I dzn
oFaStAyS LKIFIaAST [FdNByQa tSFRSN O2 2083.Npoid A 2y &

introduction of the CBGG, leader cooperation increased immediately and substamial§0(7%,
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SD= 8.0%, range= 28%8%). Although this data was variable it did not overlap with baseline
phases (PN200%). When the CBGG was withdrawn, at baseline leader cooperation decreased
immediately and substantially (M=9.6%, SD=4.9%, ranget63730). When th€BGG was
reintroduced, once more leader cooperation increased immediately and substantially (M= 46.7%,
SD=2.4%, range= 43.484%).

Figure3.3
Effect of the CBGG dterschool 1 Whole GrowRrosociaBehaviours
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Note.The top panel presents the percentage of intervals in which encouragement of the whole group
occurred during baseline and CBGG phases. The middle panel presents the percentage of intervals in which

peer cooperation of the whole group occurred during basebnd CBGG phases. The bottom panel
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presents the percentage of intervals in which leader cooperation of the whole group occurred during

baseline and CBGG phases

Figure3.4
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3.3.3 Effect Size

Tau scores were calculated for each phase change and can be seen i8.Zdbttect sizes were
large to very large across each phase change (>0.6).

Table3.2

Tau Effect Sizefterschool 1

Phase Change Whole Group Behavior Lauren Behavior
| Enc Pccop Lceop Enc Pccop Lceop
| Baseline - CBGG 1 | 0.799 | 0.725* | 0.739 | 0.857 | 0.801 | 0.772
Baseline 2 CBGG 2 0.728* 0.724* 0.735 0.810 0.751 0.740

Key: * = Baseline correct Tau, Enc = EncouragemengpPsd”eer cooperation, Lap = Leader

cooperation.

3.3.4 Social Validity

3.3.4.1 Leader Rating

The group leader completed the BIRS (Elliot & Treuting, 1991) on the last day of data

collection. The leader gave the CBGG an overall total score of 94 out of a possible 144 (M= 3.9,

range 26). For acceptabilitythe leader rated the intervention a score of 60 out of 90 (M=4.5,
range 36). For effectiveness, effectiveness a score of 20 out of 42 (M=2.9, radig&@r time to
effect a score of 6 out of 12 (M=3, rang&B The leader provided additional writteaddback in
gKAOK &KS & lFughShe Enhildéeh'bemaSiGuisslighty chankje?l and improved
RSLWISYRAY3I a2YSUAYSa 2y GKS | OGA@AGe GKI @
3.3.4.2 Child Ratings

Five children in the whole group completed the CIRP (Witt & Elliott, 1985) following
completion of data collection. The mean score across the children was 7.2 (r@)gaibof a

highest possible score of 8. All children marked that they liked the gdratthey liked

gl

participating in the game, that they thought other children would enjoy the game, and that they
fA1SR (KS NBglI NRa dzaSR®d hyS OKAfR LINPGARSR gNRGGS

/[ dzZAKG . SAy3 D22RéOD

3.4 Discussion

This study is the first known investigation of the use of CBGG within an afterschaal cent

supporting ethnically diverse children in nheed of support due to experiences of ACEs . This
research aimed to explore the effect of the CBGG as a pobgivaviouralsupport for increasing

encouragement, peer cooperation, and leader cooperation of the children. Indiviedhalviour
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was monitored alongside whole grolyghaviourin order to assess whether Lauren, an individual
considered to typically display high levels of disrupbiebaviour responded differently to the
intervention than the group. Teams of children took part in the CBGG using a withdrawal design in
order to assess differencesliehaviouracross baseline and intervention phases. All three PSBs
(encouragement, peer cooperation, and leader cooperation), increased immediately and

substantially for both Lauren and thehale group when the CBGG was introduced.

3.4.1 Targeting Prosoci@lehaviourswith the Caught Being Good Game

Although the CBGG has been established as an effective method for increasing academic
engagement (Bohan et al., 2022) and decreasing classroom disrbptrawiourgBohan &

Smyth, 2022), its role for targeting sodighaviourds more limited. Previous literature has
targetedbehaviourssimilar to encouragement such as positive peer/social interaction (Groves &
Austin, 2019; Sewell, 2020) or supporting peers (Sewell, 2020). Encouragement, as defined in this
study, has combined complimentary and supportdahavioursan both verbal and nowerbal

forms. Similarlybehaviourdike cooperation (AljadefAbergel & Ayvazo, 2020) and working as a
team (Sewell, 2020) have previously been explored. However, tiefsaviourshave focused
predominantly on engagement in academic tasks (e.g., Aljgktedfgel & Ayvazo, 2020) or just

peer to peer cooperation (e.g., Sewell, 2020). This research is the first known to explore the effect
of a group contingency intervention on bothgrecooperation and leader cooperation separately

and the first known to explore encouragement as we have defined it.

As in previous studies (e.g., Groves & Austin, 2019; Sewell, 2020), the CBGG was effective
at increasing all three PSBs of the group and Lauren. For the whole group, Tau calculations
considered the CBGG to have a large effect on the three térgsviours For Lauren, the CBGG
had a large to very large effect on all three of the tadgehaviours all of which were a concern
prior to the commencement of data collection. Importantly, the results of this study suggest that
the CBGG is an effective method foanaging PSB in an afterschool setting providing services for

children at risk of experiencing ACES, something which has not previously been explored.

3.4.2 Encouraging ProsociBehavioursin Children at risk of Experiencing ACEs

The children recruited to participate in this study had been referred to the afterschool
service due experience or suspected experience of ACEs. Previous research has suggested that
social support, whether provided by other adults or by peers, can acbaffer against the
negative outcomes of ACEs (Vinh et al., 2024). Therefore, increasing PSB atelsaciaurof
these potentially vulnerable children should be prioritised. In addition, encouraging social
interaction between children of varying ethrgcoups is one way by which inclusion (McKeown &
Taylor, 2018) and PSB (Lee, 2016) can be encouraged. This particular study included seven white

Irish traveller children and five white Irish children. The changeskaviourrecorded when we
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played the game indicate that the CBGG was successful in increasing social interaction between

these groups. This study did not collect data on experiences of ACEs due to the highly sensitive

nature of this data. However, future research may wish to co#&CEs data in these settings to

enhance the understanding of the demographic profile of potentially vulnerable children and its

potential impact orbehaviour In particular, it may be of interest to explore the influence of

OKAf RNBYy Q& LdavdNg 8OK?2 & &eNB®222IS5NI GA2y | yR Sy O02dzNt 3§

effect on theseébehaviours

3.4.3 Social Validity

Child social validity measures suggested the child participants in this study enjoyed the
CBGG and thought that other children would also. This finding is consistent with previous
literature (e.g., Bohan et al., 2021; Bohan et al., 2022) which suggesth¢h@BGG is a
behaviourintervention which children consider to be acceptable and enjoyable. However, we
must highlight that we did not collect any social validity data from Lauren.

Social validity measures revealed that the adult leader implementing the CBGG thought
that the intervention was acceptable and somewhat effective. Previous studies assessing the
CBGG have gathered mixed responses from adult leaders running the gamemisth so
considering the CBGG to be socially valid (e.g., Bohan et al., 2021; Bohan & Smyth, 2023) and
others considering it to be ineffective (e.g., Bohan et al., 2022). In the current study, despite study
outcomes demonstrating the opposite, the leader cons@tbthe CBGG to be somewhat
ineffective. Leaders' perceptions bé&haviourchange may not be aligned with the effect of an
intervention given that adult leaders may be considering overall ghmiyaviourrather than the
specificbehaviourghe intervention is targeting. Measuring social validity more often or involving
the group leader in the measurement béhaviourmay provide ways by which adult leaders can
independently explore the effect of an intervention. In Chapter 4, we explored the usability and
feasibility of adult leader direct behaviour rating (DBR) as a means of incorporating the group
leader in the assessment of behaviour change. Moreover, investigation into the reasons adult
leaders may not considdrehaviouralinterventions to be socially valid is needed. In Chapter 5
Study 2, we incorporate a reflective focus group to explore social validity in greater detail.

To ensure the interventions we design are socially valid, we should seek input from those
involved throughout the design and delivery of interventions. Chapters 4 and 5 outlined novel
applications of participatory methods such as DBR andesign framewdks in group
contingency researchlternative methods for collecting social validity data such as collection of
ongoing assent (see Chapter 5), intervention preference assessment or qualitative explorations

(see Chapter 5) should be explored.
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3.4.4 Strengths, Limitations and Future Directions

The current study adds greatly to the literature through the focus on positive supports for
developing PSBs in a diverse population, including an ethnic minority, suspected to have
experienced ACEs. Furthermore, it is only the second known study to haleeeeikthe use of
gamebased group contingencies in an afterschool setting (see Smith et al., 2018) and the first to
have used solely positive contingencies. The findings must be considered in light of a number of
limitations. Firstly, splitting the teamby gendercould be considered a limitation as gender
differences in behaviour have been long documented in behavioural literature. Although in the
current studythe adult leader used this divide as a way of quickly identifying teams during
behaviour checksyture research shouldim to divide teams randomly and use alternative group
identifiers (e.g., teams wearing different coloured sports singl&sgondly, e specific
participant pool from which we sampled may limit the generalisability of the findings. Future
research may seek to explore the use of the CBGG across other age groups in a similar setting to
further validate these findings. Further exploration of the effect of the CBGG across a variety of
activities may be useful. Ideally, the effects of the CB@®@d be explored without any other
behaviourmanagement strategies in place (i.e., the star system). However, in practice, it is
common for ongoing strategies to run in parallel with the introduction of hewaviour
management interventions (e.g., Boh&smyth, 2022).

Every effort was made to follow the guidelines outlined by the WWC for stragle
research design. Data collection commenced in October 2022, prior to the publication of the
WWC Design Standards Version 5 in December (2022). The latest published gu{iiéiviE,
2022) changed the recommendations for initial baseline data collection. Both the whole group
YR [Fdz2NByQa RIGF g2dzZ R KFE@S YSG 22/ 5Sairday |
guidelines (2020). However, the new recommendations for #irlitbaseline data points (WWC
Version 5;2022) meari K & [ F dzZNByQa t{. & YSi GKS 5Sarday {i
Furthermore, it is important to acknowledge the lack of social validity for Lauren as a limitation of
the study, particularly given that the inclusion of a target participant was designdddgreater
insight into how their behaviour might differ from or align with the whole group data. It is
important to note that although partial interval recording was considered the most appropriate
measurement for estimating the rate of the three tardethaviours this method is not without
limitation. Partial interval recording, like most observational methods, may be subject teaver
under-estimation of abehaviour However, interrater reliability is used to reduce this bias. IOA in
this study was considered to meet WWC Standards (2022).

Although the aim of the current research was to explore the effects of the CBGG on a
sample of children suspected to have experienced ACEs, no measurement of ACEs was taken.

Future research may seek to measure experience of adverse events in order t® thesesnpact
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on behaviour Lastly, though research has suggested that encouraging PSBs provides one way by
which ASBs can be prevented, this study did not measure any ASBs. In order to assess whether
the increase of PSBs can in turn decrease ASBs both PSBs and ASBs should & iReasea
research should explore the use of the CBGG for targeting both PSBs and ASBs in an afterschool

program.

3.4.5 Conclusion

The current study addressed a number of important gaps in the literature surrounding the
use of group contingencies to target PSBs. This study is the first known investigation of the CBGG
in an afterschool program, exploring the use of the CBGG with amoeilly diverse sample who
are suspected to have experienced ACES and exploring the use of the CBGG for targeting various
forms of encouragement and cooperation. Results indicated that the CBGG was effective in
increasing encouragement, peer cooperatiand leader cooperation of this population for both
a targetednine-yearold girl and the whole group. These findings provide additional support for
the growing body of evidence supporting the use of reinforcerdmaged group contingency

interventions such as the CBGG.
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Chapter 4: Evaluating Social Validity of the Caught Being Good Game for Prosocial Behaviour in

Afterschool Settings: The Ultility of Direct Behaviour Rating

4.1 Introduction

As discussed in Chapter 3, afterschool programmes provide one avenue by which
OKAf RNByQa SY2idAa2yltft IyR a20Atf RS@St2LISyd O
Afterschool settings can be particularly beneficial for those impacted by adversity or tri@umat
experiences (Smith et al., 2017). Afterschool settings may be very different from the structured
environment of the classroom (Schnittka et al., 2015). Without the structure needed to deliver
upon a curriculum, they magffer more flexibility as well adiverse peer interactions and
opportunities for informal learning (Schauble et al., 2013; Schnittka et al., 2015). For children
considered at risk of ACEs, targeted afterschool programmes can act as a protective factor
(Christensen et al., 2023), suppogithe development of prosocial skills (as outlined in Chapter
3). However, the fluid nature of afterschool environments presents unique challenges for the
implementation and evaluation of behavioural interventions, particularly those targeting nuanced

or subtle forms of prosocial behaviour (Farrell et al., 2014; Mahoney, 2014; Smith et al., 2017).

4.1.1 Group Contingency Interventions beyond the Classroom

While group contingency interventions have been established as effective strategies for
behaviour change in educational settings, evidence supporting their effect in afterschool settings
is more limited (c.f., Smith et al., 2018). As evidenced in Chaptbe TBGG can increase
prosocial behaviourPSBs3uch as peer cooperation and encouragement at both group and
individual levels among children referred afterschool programmes due to ACEs. Despite these
promising outcomes little is known about how aduksponsible for delivering such interventions
LISNODSAGS | yR dzyRSNERUGIFIYR GKS OKIFIy3aSa Ay OKAf RN

4.1.2 The Importance of Adult Leader Involvement in Measuring Effect

In behaviour analyc research, intervention effects are typically measured by researchers
using systematic observation methods such as partial interval recording or momentary time
sampling, while adult leaders or educators primarily implement intervention procedures (e.qg.,
managing gaméased elements) (Briesch et al., 2015; Cooper et al., 2020). Adult leaders often
provide feedback retrospectively through social validity measures like questionnaires or
interviews €.g., Hochman et al., 2015; Kellems et2016. However, thislelayed,and less
systematic involvement may fail to capture subtle changdd3B$ Yy R f A YA (G | RdzZ 4 S
engagement in recognising and understanding these outcomes (Snodgrass et al., 2018).

| Rdzf & £ S RSNE Ay OKAf RNBYQa SRdOFGAZ2YFE Fy
disruptive or noncompliant behaviour over encouragi*f§B such as helping or cooperating (e.g.,

Katsapi, 2025). Observational studies have shown that reprimands are delivered more frequently
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than praise in classroom settings (Caldarella et al., 2019), which may skew adult perceptions of

intervention impact toward reductions in problem behaviour rather than gaii3S8e.g.,

Floress et al., 2022). In garbhased group contingencies like the GBG and the CBGG, these

discrepancies may contribute to differences between observed effects and social validity ratings.

C2NJ SEIFYLX ST Ay Yt SAYyYl y ddipRatisticafly3ignlicanto n nmm0 & (0 dzR &
reductions in disruptive behaviour, but tdaers reported only moderate acceptability,

highlighting concerns surrounding time constraints and classroom fit. Similarly, Bohan et al.,

(2022) found that, although the CBGG was considered effective at decreasing disruptive

classroom behaviour and incregiag academically engaged behaviour, the teacher rated the

intervention poorly. In afterschool 1, as outlined in Chapter 3, the adult leader did not consider

the intervention to be as effective as the observed data, collected through partial interval

recording, demonstratedWhile it was not within the scope of the current study to explore these,

it should be notedthat  dzY6 SNJ 2F FIF OG2NA Yl & AYLIOG I tSIFRSNRA
for example, perceived time, perceivedills and stress (Rademaker et al., 2021).

Unlike researchers who use structured, intereaked observation to assess individual
behaviours, adult leaders monitor behaviour more holistically and informally, often attending to
group dynamics or participation shifts that may elude formal measuresd@ass et al., 2018). In
typical practice, the CBGG and other gabbased group contingencies only rely on the adult
leader to monitor behaviour when prompted for behaviour checks and do not engage in ongoing
systematic assessmeas they are intended tbe played during ongoing activities e.g., during
lessons Involving adult leaders not just postinterventionevaluation, but in evaluation
throughout the intervention process, may enhance their awareness of behavioural changes and

thereby increase social validity (Ferguson et al., 2019; Chafouleas et al., 2021).

4.1.3 Direct Behaviour Ratings

Direct behaviour ratingd{BR is a method that combines the strengths of direct
observation with the practicality of rating scalesZAfdndawi et al., 2025; Miller et al., 2017). This
hybrid approach allows for the collection of frequent, structured feedback on target behaviours
throughout the intervention period. DBR is designed to provide a flexible yet reliable means of
tracking and asessing changes in behaviour (Matta et al., 2020). DBR scales typically take one of
two forms: singldtem scales asseisg a global behaviour (e.g., academic engagement) or-multi
item scales targeting multiple discrete behaviours (e.g.;aftgeat, calling out). Both DBR and
systematic observation methods such as partial interval or momentary time sampling yield
estimatesof the percentage of time students engage in a target behaviour, although they differ in

procedural execution and observer perspective.
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Though one core component of social validity involves assessing the effect of the
intervention according to those it is designed to support, traditionally adult leaders responsible
for implementing gaméased group contingencies like the GBG or CBGG aisvodved in the
direct observation of effect. DBR is a way by which behaviour can be measured throughout the
intervention period, enabling leaders to observe behaviour change as it happens (Hagermoser
Sanetti et al., 2009; Miller et al., 2016). This aymh facilitates the detection of gradual
0SKIF@A2dzNF £ OKIFy3aSa FyR SyKFyO0Sa (G(KS AYLX SYSy
which in turn may improve the quality and relevance of social validity assessments (Miller et al.,
2016).

A growing body of research supports DBR as a feasible tool across educational and clinical
settings, with applications in monitoring academic engagement (Bruhn et al., 2018; Minkos et al.,
2018), disruptive behaviour (Volpe et al., 2016), functional assess(Kilgus et al., 2017), and
social skills (Kilgus et al., 2016). DBRafssbeen employed by a range of raters, including
students (Christ et al., 2011; Chafouleas et al., 2012) and teachers (Pasqua et al., 2021),
suggesting it may serve as a praatimol for multiinformant behavioural monitoring.

The reliability and validity of DBR (Kilgus et al., 2015) have been supported by research
providing evidence for moderate to high correlations with direct behavioural observations (Bruhn
et al., 2018; Smith et al., 2018). However, it has also been notdettimates of behaviour
duration may vary when comparing DBR to systematic observation, highlighting potential
limitation in the precision of DBR for capturing temporal aspects of behaviour (Miller et al., 2017).
Research has further examined factors ethcan influence the accuracy of the DBR ratings.
Several studies have reported that structured training protocols can enhance DBR accuracy and
inter-rater reliability (Chafouleas et al., 2014; Harrison et al., 2014; Kilgus et al., 2016; Pasqua et
al., 2020). The effective use of DBR therefore relies on clear, shared behavioural definitions and
consistent training criteria (Chafouleas et al., 2021; Harrison et al., 2014). This is particularly
important in less formalised environments such as afterschodingst where behaviour
expectations may vary where implementation fidelity is important for capturing meaningful
change (Chafouleas et al., 2013; Harrison et al., 2014).

While DBR is adaptable to diverse contexts andthegpotential to support collaborative
and reflective behavioural practice (Chafouleas et al., 2021), it is not without limita@ores.
concern is rater bias, as subjective interpretations of behaviour can influence the ratings provided
(Chafouleas et al., 2013). Even with training, maintaining adherence to behavioural criteria
remains a challenge in dynamic environments. Additionalthpugh DBR is designed to support
reattime behavioural feedback, itepact depends on the ability of adult leaders to accurately

interpret and respond to the data. There is a risk that practitioners may prioritise overt disruptive
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behaviours, potentially overlooking more subtle yet meaningful improvements (Floress et al.,
2022).

Application of DBR has also extended to the evaluation of behavioural interventions,
including group contingency strategies. For example, DBR has been used to assess behavioural
outcomes in group contingency interventions within both preschool (Pasquia @021) and
elementary school settings (Chafoulebkagermosetret al., 2012)Pasqua et al., (2021) explored
the effect of an interdependent group contingency atademic engagement and disruptive
behaviours. The DBR was completed daily by teachersystdmatic direct observation was
collected by trained observers using partial interval recording. In Chafouleas, Hagermoser et al.,
(2012), the effect of an interdependent group contingency on preparedness, engagement and
homework completiorwas exploredBoth children and teachers completed daily DBRs and
observers collected systematic observation data via momentary time sampling and partial interval
recording. In both cases (Chafouleas, Hagermoser et al., 2012; Pasqua et al., 2021), the
interventions vere considered effective and DBR and direct observation were alifpresghite
DBR's demonstrated utility in school contefdas academic and disruptive behaviouits
application to group contingency interventions is limited to the two studies outlitedprevious
studyhasinvestigatedthe applicabilityof DBRn afterschool programmes, where contextual
dynamics and behavioural expectations may diffefor PSBsnor have they explored the use of

DBR for exploring the effect of a group contingency intervention on PSBs.

4.14 The Current Study

Community afterschool services have been recognised as promising environments for
promoting PSBs, particularly for those children deemed at risk due to adverse childhood
experiences (ACEs) (Kremer et al., 2014; McDaniel et al., 2016). Group contingawepniians,
such as the CBGG, have been identified as suitable and engaging methods for increasing PSBs in
educational contexts (e.g., Stremel et al., 2022). However, to date, there has been little research
exploring the application of the CBGG in aftemlsettings (c.f., Smith et al., 2018hapter J,
particularly with groups of children referred for support due to ACEs.

In addition to evaluating the effectiveness of the intervention, this research adopted an
innovative approach to the measurement of behavioural change by actively involving afterschool
leaders in the assessment process. Rather than relying solely oncbeeld observation or
postintervention social validity measures, DBR was used as a participatory tool throughout the
AYGSNIBSYyGA2yd ¢KA& | LIIINBIFOK AYSR G2 SyKIyOS
their understanding of changes RSBand move beyond traditional, retrospective perceptions of
gKIFG O2yaibSadt @5 RE AMNBUAI 6/ KIF F2dzf Sta Saé | o

This research specifically addressed the following objectives:
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1. To evaluate the effectiveness of the CBGG in increasing two tyRSRtfielping and
encouragemertin a 18yearold boy referred to a communitipased afterschool
programme.
2. To evaluate the effectiveness of the CBGG in increasing the same two typ8Babfthe
group level among nineand tenyearold children referred to a communityased
afterschool programme.
3. To explore the feasibility and utility of DBR as a method for involving an afterschool leader

in the measurement of PSB.

4.2 Method

4.2.1 Ethical Considerations

lff LINPOSRdA2NB&a RSAONAROSR Ay GKA& OKIFLIWISNI ¢
Committee (see Chapter 3 and Appendix 1). Ethical practices were upheld throughout the study,
with particular attention given to the traumianformed context of the afterschodaletting and the
vulnerability of the participating children. In line with the participatory and ethical principles
outlined in Chapter 3, the use of DBR as a collaborative assessment tool was explored. All data
collected were anonymised, and participatiaas voluntary, with informed consent obtained
from parents/guardians and assent from children. Further detail on the recruitment processes is
detailed in the following sections. The study adhered to GDPR requirements and institutional

guidelines for data mnagement and storage.

4.2 2 Participants and Setting

Participants were recruited from the communibased afterschool programme as
outlined in Chapter 3. Following a recruitment call out to the management teams, the project co
ordinator in this centre agreed to participate. For the purpose of this thessctntre will be
referred to as Afterschool 2. Please refer to Figidein Chapter 3 for further detail.

This centre ran in the same way as described in Chaptén&leadef the younger
group in Afterschool ®K2 &S (G2 LI NGAOALI GS S6AGK KSNJ INRdzLI
OKAf RNBY (G2 RAaLI I & o0SGGSNI 0SKIF@A2dz2NE FyR S|

The leader was 89-yearold female who had been working as a youth worker in the
OSYGiNB F2NJ 208SNJ o @SINE® ¢KS fSIRSNIKIR + [S@
experience working with similar populations however had no prior experience with education or
research traning. The leader also had no previous experience using group behaviour management
strategies like the CBGG however, individual reward systems were commonly used in the centre
(see Chapter 3 for a description of the star systamlace across centres).

All children in the younger group in the Afterschool Centre 2 were invited to participate in

the study. Parental consent and child assent was obtained from 14 children (8 boys, 6 girls) with a
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mean age of 9.07 years (rangel@ years)None of these 14articipants withdrew from any
phase of the studyPlease refer to Chapter 3 for further detail on the recruitment procesEas.
participating children were of White Irish (N=12) or Black/ Black Irish African (N=2) descent.
Of the 14 participating children, two were initially selected as target participants for
individuatlevel behaviour tracking, in addition to grolgwvel observation. These children,
referred to by the pseudonyms Ben and Charlie, were both boys aged 1df &vikite Irish
descent. However, due to a change in group structure following increased centre attendance,
Charlie was moved to a different room and was no longer part of the intervention group. As a
result, only Ben remained a target participant for thl fluration of the study. Ben was chosen
08 (GKS LINP2SOU0 O22NRAYIFG2NI aFa KA&a O0SKI @A2dzNI OF y
The intervention took place during homework time. One large room was used for
homework which consisted of four large tables at which each child had a designated seat. All of
the children in the group played the CBGG during homework time, however dateowigre

collected from those who had consented.

4.2 3 Materials

Materialsrequired to run the CBGG were as outlined in Chapter 3. In the case of
Afterschool 3 the leader used a FitBit Charge 2 instead of a FitBit Charge 4, otherwise all other
materials were the same. Procedures for carryingtbetpreference assessme@ppendix 12)
were as outlined in Chapter 3. The preference assessment in thisesassded that the children
rated sweet treats, small toys and keyrings highly as reinfora#irsf which were used
throughout the intervention phases of the studyhe group leder was given an tdtep
procedural checklist each d&as used in Chapter@see Appendix @) which outlined the
necessary steps to run the CB&ach day the group leader filled out a DBR of the target
behaviours for Berlarget behaviours were determined in consultation with the group leader and
centre management and were aligned with the centre goBile DBR template used is provided
in Figure 4.1 (and in Appendix 1Bjata collectorstbie PhD researcheand second observers
consisting of undergraduate psychology students) collected data using pen and(pe@er
Appendix B). The same Tabata Timer app (Sharafan, 2018) was used in this study however the

duration of the intervention varied slightly (see Appendix 13 for xemgple of app setup).
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Figure 4.1

Direct Behaviour RatingSmiley Face Form

After School A: DBR Smiley Face Form

Date: _ . DayofWeek M T W Th

ating: W] G L 2 E . . =
Rating: WhaleCioup Activity: Baseline or Caught Being Good Game

D No ratmg today as[ was unable to observe student sufficiently

Directions: Place a mark along the line that best reflects the percentage of total time the student exhibited the
target behaviors. Please note that the percentages DO NOT need to total 100% since some behaviors may co-oceur.

a¥eiaallsa

Helping (Peer or Leader) |

0 1 2

% of Total Time

3 4 6 7 8 9 10
0% 50% 100%
e Y /7;—\ f_@\

Encouragement (Verbal or

Physieal |||1||||||I

% of Total Time

4.2 4 Dependent Measures

Encouragement and Helping were the dependent variables for which data were collected
in this study. These behaviours were chosen through consultation with the literature on the use of
group contingencies for targeting PSBs (See Chapter 2), through céinsultih the group
leader aboutbehavioursof concernthrough baseline observatiorand were aligned witlcentre
goals Thebehaviourswvere operationally defined as follows:

| St LIAY3 0SKIFI@A2dzNE Ay Of dZRSR 0SKI @A 2dzZNE S KA
completion of a required task or goal. These included behaviours in which a peer gave verbal or
motor assistance to another peer or group leader to assist in prolsielving or engaging in a
particular skill or activity (e.g., helping a peer with their homework, collecting a worksheet for
someone else, picking up a pencil for someone else when it falls or asking if a peer or leader
needs help, giving a peer a suggestior an answer to their work, sharing materials with peers).
For the purpose of data collection, behaviours that could be considered encouraging were not
considered to be helping behaviours.

Encouragement was defined esChapter 3.
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4.2 5 Data Collection

4.25.1 Observation Methods

Data were collected up to four times a welekthe PhD researcheData for both target
behaviours were collected using partial interval recording. Intervals were 10s long with a 5s break
between each interval. An individufiked method was used (i.e., a different child was observed
every 15s) in a predetermined ord@riesch et al., 2015). In the first 3 phases, each target was
observed every 2 intervals (i.e., each in 25% of the overall intervals), the whole group was
observed in 50% of the intervals. Due to increased attendance at the centre, the group was split
into 2 groups after the second baseline phase. Once Charlie had been moved to a different room,
Ben was observed every four intervals (i.e., in 25% of the overall intervals) and the whole group

was observed in 75% of intervals.

4.25.2 Interobserver Agreement (I0A)

Undergraduate psychology students were trained by the postgraduate researcher in
observational data collection methods and the operational definitions prior to the
commencement of data collection in order ¢alculatelOA. IOA data werealculated for26.5% of

the total whole group observations, in at least 20% of observations in each phase (Baseline

26.32%, CBGG 26.67%). |0A data weleulatedfon T ®p iz 2F . SyQa 20aSNBI A2y

baseline observations and 22.22% of CBGG observations. |I0OAletdated using intervaby-

interval agreement. The total number of agreements were divided by the overall number of
intervals and multiplied by 100 to obtain a percentage of agreement. For the whole group, mean
IOA was 96.92% for Encouragement (range @2.60%) and 91.54% for Helping (range 82.5%
100%). For Ben, mean IOA was 97.22% for Encouragement (rang®8%8pand 96.11% for
Helping (range 909%00%).

4.25.3 Direct Behaviar Rating

5. wad ¢SNB dzaSR (2 lFaaSaa GKS [ RdzZ G fSFRSNHA

Helping and Encouragement) during homework time. The Smiley Face DBR (Chafouleas et al.,
2010) is a modified version of the DBR methods described by Chafoulea{20@9).For
consistency, the group leader collected DBR datthertarget behaviourshat were also

collected through direct observatioithe template (as seen Appendix B) was edited to include
two rating scales, one for Helping and one for Encouragement. Each day, the group leader was
asked to rate the behaviour fromD00% by indicating their response with a small vertical line

along the horizontal line.
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4.25.4 Treatment Integrity

The group leader was asked to follow thedt&p procedural checklig@ppendix B)
during each CBGG sessidhe PhD researchatso completed the procedural checklist as a
measure of treatment integrity. Mean treatment integrity was 86.04% (range 721{8%0). The
most commonly missed steps were reminding the group of the team divisions and reviewing the

game rules.

4.25.5 Social Validity
Socialalidity measures were collected from the group leader and the child participants
upon completion of observation data collecticthK S OKA f RNBYy O2YLX SGSR (K¢
Intervention Rating Profile (CIRP; Mitchell et al., 2015; Witt & Elliott, 1985)}jtam&aocial
validity measure. Modifications to the CIRP were as outlined in Chapter 3 (see AppAndixel
group leader completed the Behaviour Intervention Rating Scale (BIRS; Elliot & Von Brock

Treuting, 1991)Modifications were made as outlinénl Chapter 3 (see Appendig)l

4.2 6 Procedure

4.26.1 Design
A withdrawal design (Kazdin, 2020) with phases ABABA was used (A= baseline; B=CBGG).

CBGG phases were compared with baseline phasgstermine the effect of the intervention.

4.26.2 Group Leader Training

The PhD researcheonducted a 45nin training session with the group leader prior to
the commencement of data collection in which the procedures of the intervention were described
to the leader with the guidance of a Google Slides presentation (as in Chapter 3). The training
covered themplementation of both baseline and CBGG phak28, collection and how to use
and set up the FitBit. Additional training which was differizatn the training outlined in Chapter

3 includeda brief explanation of the Smiley Face ¥BR its purpose.

4.2 6.3 PreBaseline Observations

Before baseline data collection begdine PhD researchaerisited the afterschool centre
during homework time. The researcher observed and wrote notes about the chBdrgsical
behaviour during this time, noting in particular desirabkhaviourswvhich could be targeted for
increase. These pyeaseline observations were brought to consultation with the group leader and

project coordinator in order to decide which dependent variables to target with the intervention.

4.2 6.4 Baseline Phase
During baseline phases, the group leader used her usual disciplinary processes while data
collection was ongoing. Usual disciplinary processes included verbal warkgnigsChapter 3)n

the final day of baseline data collection, the group leader practiced the procedures ddlifmm
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the CBGCEvery day, at the end of the data collection period, the group leader provided a DBR for

Ben.

4.26.5 Intervention Phase: CBGG

After the first baseline phaséhe PhD researcheand the group leader set the CBGG
rules. The group rulesere as follows 1) | will happily help my peers with their homework or
other tasks, 2) If a group leader needs help | will be happy to help them, 3) | will share with my
peers, 4) | will be kind to my peers, 5) If my peers do a good job | will be happgrfoand let
them know that they did well, 6) | will encourage my peers to try their best with their work and 7)
I will compliment my peers for good work or good behavidire game rules were atesigned
gAGK GKS 3ANRdzZL) £ SIF RSNJ (2 SyadaNB GKFG GKS& gSNB Ay
GKS f1Fy3dza 3S GeLAOrtte dzaSR Ay (GKS OSYyiNBd ¢KS&

(p))

understanding of the behavioural expectations and therefavoided any technical terminology.
Please refer to the dependent variables outlined in section 4.2.4 for the objective operational
definitions of the target behaviours.

Prior to commencement of the initial CBGG phase, the group leader described the CBGG
and the game rules to the children. The group leader decided to divide the children into teams
based on the seating arrangement in place during homework time. Childrenspeead across
four tables in the homework room in set seats. Each table represented a different team. While in
the CBGG phases, any usual disciplinary processes were not used. Tieharigur
management strategy used during this phase was the CBGG.

Each day of data collection, the game ran for 30 minutes. The adult leader followed the
11-step procedural checklist (Appendi®). Daily points criteria ranged between 3 and 6 (50%

100% of the total possible points). On day one, the points criterion was three. On any given day, if

all teams successfully met the criteria, the points criterion was increased the following day.

Similaty, if on any given day, all teams did not meet the criteria, the criterion the following day

was decreased. The leader wagpr LJG SR (2 béHaviNB K G041 ¢ A KE (GAYSA (KN
the game time, once every 5 minutéSBGG behaviour check and point allocation was as outlined

in Chapter 3During the CBGG phase, the group leader also provided a DBR for Ben after the

game was played each day.

4.2 6.6 Direct Behaviar Rating Training
Ongoing data analysé&cross sessions in the first baseline and intervention phases
aA3adyrftt SR GKFdG GKS 3ANRdzZL) f S R Shelddourtecomleéd byg SNB  y 2 (4 |
the PhD researchaand second data collectors in the initial baseline or initial CBGG phase. Given
GKS 3ANRdzLI £ S RSNR& f | O pehaviburafalysidSthedécigionSvasimade S R dzO+ (i A 2

to provide her with more detailed DBR training prior to the commencement of the second CBGG
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phase. The additional DBR training was providethbyPhD researcheilhe training session

lasted approximately-hour. The training, guided by a Google Slide presentation, covered an
explanation of DBR, the uses of DBRs as well as opportunities to practice DBRs with guided videos.
Examples of slides from the DBR traintag be seen in Figurke2. The training was finished when

the group leader stated that she felt more comfortable with the proced&mlowing the DBR

training, the research team decidéd incorporate an additional baseline phase at the end of the
ABAB withdrawal design (now ABABA) to provide the adult leader with additional opportunities to
practice their new skill andlso to provide further datéo explore the alignment and utility of the

DBR data with observational data.

Figure4.2

Sample Slides from Group Leader Direct Behaviour Rating Training Session

What is a Direct Behaviour Rating? DBR: Percentage of Time
o Adirect behaviour rating involves rating of behaviour In this study the DBR captures the of the
following a specified observation period. target behaviours over the 20 minute homework period.

e This information can be used to

and to evaluate the usefulness of @ ©
interventions. ) X o~
Ly

e Direct behaviour ratings are not a judgement of how Helping (Peer or Leader) [ | I N I A |
‘well-behaved’ a child was that day, they represent | L |
how frequently a behaviour was evident during the F e R q

observation. ¢

[
d—. o 'o Important to Note O

% of Total Time

During baseline Target 2 was not helping his peers or . L .
leaders throughout the homewark session. At one point the student Scores are not necessarily positive or negative. For
helped his peers with a maths question but this likely took less than example, if a student is rated a 2 on “encouragement”
2 minutes. o however he would previously have scored a 0 this is a
@ @ great increase. This means this behaviour occurs 20% more
— N e N, I
Helping (Peer or Leader) [ | | ] frequently now.
I
1

0

| | |
T T T T T T

% of Total Time

A score of 1 on encouragement and 5 on helping does not
1o mean helping is better than encouragement. In fact,

You would rate their behaviour 1 at maximum as they only demonstrated helping could be falling below what it usually is - the
helping behaviours approximately 10% of the time during the 20 minute ’ tir

d gs can only be assessed compared to ratings of that
session.

same behaviour

4.2.7 Data Analysis

Analysis of directly observed behaviour change was as outlined in Chapter 3. WWC
JdZA RSt AySa T2NJ @GAaadzart lFyrfeara ogSNB F2tf26SR
calculating effect size was used to supplement the visual analysis. Percentageaventapping
data (PND; Scruggs et al., 1987) was calculated as an assessment for risk of bias.

Agreement between observer and adult leader measurement of the tdrglaviours
was explored through calculation of correlation coefficient as in previous research (e.g., Bruhn et
Ff®X wamtT 2SatSe SiG fdX HwnumMOod t SINE2YyQa 02
Adult Leader DBRs of Helping and Encouragement bottaprepost5 . w UGN} Ay Ay 3o t St
correlation ranges betweerl and 1 with negative scores indicating a negative correlation (i.e., as
one variable increases the other decressand positive scoreadicatinga positive correlation
GADSDY L& 2yS OFNRAIGES AyONBFasa (KS 20KSNIAY

83



values of <0.1 indicate a negligible correlation;0.39 indicate a weak correlation, 60469 a

moderate correlation, 0.0.89 a strong correlation and 0200 a very strong correlation.

4.3 Results

4.3.1 Whole Group Researcher Observed Behaviours

4.3.1.1 Helping

The effect of the CBGG on helping, as measured by researcher observations, is depicted in
Figure4.3. In the initial baseline phase, helping was low and relatively stable (M= 5.71%, SD= 2.78,
range= 2.5%4.0%). Once the CBGG was introduced, helping increased immediately and
substantially (M= 50.26%, SD= 12.63, range= 26.8%%0). Although helping was iable in this
phase, no data points overlapped with the baseline pha®ese the CBGG was withdrawn,
helping decreased immediately and substantially andeoagain remained stable (M= 10%, SD=
2.5, range= 7.59%2.5%). Upon reintroduction of the CBGG helping again increased immediately
and substantially and this time remained at a more stable rate (M= 49.7%, SD= 2.77, range=
46.67%53.33%). During the finalithidrawal to baseline, helping once again decreased
immediately and substantially and remained stable (M= 7.67%, SD= 0.91, range-8&8%h

4.3.1.2 Encouragement

Figure4.3 depictghe effect of the CBGG on whole group encouragement as per
researcher observations. In the initial baseline phase encouragement was not observed and
remained stable throughout the phase (M=0%, SD=0, ranfés0 When the CBGG was
introduced, encouragemerihcreased immediately and substantially and remained relatively
stable (M=12.63%, SD= 2.94, range=%15%%). Upon withdrawal of the CB@&Bcouragement
once again decreased immediately and substantially with no instances of encounsigeme
observed. This remained stable throughout the phase (M=0%, SD=0, rad@g=0nce the CBGG
was reintroduced, encouragement again increased immediately and substantially and remained
stable (M= 6.36%, SD= 1.45, range=1%%). Once again, when the CB&43 withdrawn,
encouragement decreased immediately and substantially, this time slightly higher than previous
baseline phases (M= 1.33%, SD= 0.74, ranget. 67%0).

ndodH . SyQa wSaSIHNDKSNI hoaSNIDBSR . SKI @A 2 dzNJ
4.3.2.1 Helping

¢tKS STF¥FSOG 2F GKS /.DD 2y .SyQa KStLAy3 I 0O02NR
demonstrated in Figurd.4d Ly AGALFf &> Ay GKS FANRG oFaStAyS LKEI
remained relatively stable (M= 4.17%, SD= 3.76, rangetB3%). When the CBGG was introduced
.SyQa KSfLAYy3I AYONBFASR AYYSRAFGSt & | PF).adzoadl yia

BeyQa KSELAY3I 6138 KAIKE® OINRIoES Ay (KAa LKIFA&S 06 d:
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substantially and remained relatively stable (M= 8%, SD= 5.7, rang&5%%Upon
reintroduction of the CBGG, helping increased once again immediately and substamtiflly
remained relatively stable (M= 64%, SD= 7.42, range=7/3%). In the final phase, when the
/| . DD 6l & 6AGKRNI6y> .SyQad KStLAYy3d NBRdAdzZOSR AYY
relatively stable (M= 13% , SD= 2.74, range=15%).
4.3.2.2 Encouragement

Figure44RS LA OGa GKS STFSOLG 2F GKS /.DD 2y . Syc¢
NEASFNOKSNI 20aSNBIFGA2yade Ly GKS AYyAGALFE ol asSt
remained stable throughout the phase (M=0%, SD=0, ran8s0 When the CBGG was
introducedencouragement increased immediately and substantially and remained relatively
stable (M= 6.92%, SD=2.53, range=6%’z 0 ® 2 KSy GKS /. DD ¢l & é6AGKR
encouragement returned to original baseline levels once more with no observations of
enoouragement throughout this phase (M=0%, SD=0, rang8s) When the CBGG was
NBAYGNRRAzZOSR . SyQa SyO02dzNy 3SYSyid 2y 0SS |3FAy A
remained relatively stable throughout (M= 7%, SD= 2.74, ranget088}. In the final phase,
when the CBGG was withdrawn, encouragement once again decreased immediately and
substantially, however in this instance instances of encouragement were seen during one point of

data collection (M= 1%, SD= 2.24, ranges%).

4.3 3 Effect Size

Tau Scores, as seen in Table were calculated for each phase change. Effect sizes were
fFNEBS (2 @OSNER fFNHS FT2NJ2K2tS DNRdzZLJ ' yR . SyQa
change (>0.6).
Table4.1
Tau Effect Sizesterschool 2

Phase Change Whole Group Behavior Ben Behaviar
|
Help Enc Help Enc
| | | | | 1
Baseline 1 CBGG 1 0.658 0.735 0.696 0.813
Baseline 2 CBGG 2 0.747 0.833 0.762 0.898

Key: * = Baseline correct Tau, Help = Helping, Enc = Encouragement.
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Figure4.3
The Effect of the CBGG on Afterschool 2 Whole Group Prosocial Behaviours
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Note.The top panel presents the percentage of intervals in which encouragement of the whole group
occurred during baseline and CBGG phases. The bottom panel presents the percentage of intervals in which

helping of the whole group occurred during baseline aB&G phases.
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Figure4.4
¢tKS 9FFSO0G 2F GKS /.DD 2y .SyQa tNraz20Alf . SK
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occurred during baseline and CBGG phases.
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4.34.1 Helping
In the first baseline phasbgfore DBR trainind)BRs for Helping were highly variable
(M=36.67%, SD=1.37, range=&b). Upon introduction of the CBGG, Helping increased slightly
but was once again highly variable (M=40.77%, SD=2.1, rai7®86) DBR data across the initial
baseline and CBGG phasesrtafgped considerably (PND=10.52%). Once the CBGG was
withdrawn, DBRs for Helping increased again and were once again quite variable (M=50%,
SD=1.73, range=480%). Before the CBGG was reintroduced, the gteader underwent further
detailed DBR training. After the training, when the CBGG was reintroduced, DBRs for helping were
more aligned with researcher observations and much more stable (M=56%, SD=0.55, range=50
60%). However, when comparing this CBGGeha the previous baseline phase, the data still
2HSNI FLIISR O2YLX SiSte o6tb5Irm:od ¢2 Fff26 FdzNIKSNI
returned to baseline once more. In the final baseline phase adult leader DBRs for Helping
decreased immediately arglibstantially and remained relatively stable (M=8%, SD=0.45,
range=010%). The final CBGG phase and final baseline phase did not overlap (PND=100%).
A Pearson correlation coefficient was computed to assess the linear relationship between
.Sy Qa NBAaASIFNOKSNI NSO2NRSR KSfLAYy3a 0SKFE@A2dzNJ I yR
4.5). There was no significant relationship between these variables. A Pearson correlation
O2SFFAOASY(H ol a Ifaz2z O2YLMziSR (2 FaaSaa (GKS tAySt
recorded helping behaviour and the DBR of helpingIdBR trainingFigure 4.6) There was now

a significant strong positive correlation betwetre two variables, r(9) = 0.982, p < 0.001.
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Figure4.5
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Key: DBR = Direct Behaviour Rating. PIR = Partial Interval Recording
Note. This figure presents the correlation between adult leader DBR and researcher direct observation of

.Sy Qa KSftLAY3 0SKI@PA2dz2NJ 6 STF2NB dzy RSNH2Ay3I RSGFAf SR

Figure4.6
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Note. This figure presents the correlation between adult leader DBR and researcher direct observation of
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4.34.2 Encouragement
In the first baseline phasbgfore the DBR traininddBRs for Encouragement were highly
variable (M=35%, SD=1.38, range=629%6). Upon introduction of the CBGG, DBRS of
Encouragement decreased slightly but was once again highly variable (M=33.85%, SD=1.76,
range=060%). DBR data across the initial baselim¢ @BGG phases overlapped completely
(PND=0%). Once the CBGG was withdrawn, DBRs for Encouragement increased again and were
once again quite variable (M=40%, SD=2.0, rang@820). After further DBR training, when the
CBGG was reimoduced, DBRs for Encouragement were more aligned with researcher
observations and much more stable (M=18%, SD=0.45, rang890) However, when
comparing this CBGG phase to the previous baseline phase, the data still overlapped significantly
(PND=9%)nlIthe final baseline phase, adult leader DBRs for Encouragement decreased
immediately and substantially and remained relatively stable (M=2%, SD=0.45, rak@é>0The
final CBGG phase and final baseline phase overlapped very slightly (PND=80%).
A Pearson correlation coefficient was computed to assess the linear relationship between
.8y 0a NBaSI NODKSNJI NBO2NRSR SyO2dz2N» 3SYSyid IyR (GKS 5
(Figure 4.7)There was no significant relationship between these variables.
A Pearson correlation coefficient was then computed to assess the linear relationship between
.8y 0a NBaSI NODKSNJI NBO2NRSR Sy O2 dzNI-DBRBWathiigi | YR (GKS 5
There was now a significant strong positive correlation between the twiablas, r(9) = 0.896, p
<0.001¢ KS O2NNBfl GA2y 0S06SSy .SyQa SyO2dzaNy 3SYSyid I
recordingis demonstrated in Figure 4.7.
Figure4.7
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Figure4.8
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Note. This figure presents the correlation between adult leader DBR and researcher direct
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4.35 Social Validity

4.35.1 Adult Leader Social Validity

The adult leader completed the BIRS (Elliot & Treuting, 1991) at two time points, once
before the DBR training and once on the final day of data collection.

Prior to commencement of the DBR training, the leader rated the CBGG a total score of
118 out of a possible 144 (M= 4.9, rang6)4For acceptability, the leader rated the CBGG a score
of 79 out of 90 (M=5.3, range®. For effectiveness, the leader rdtthe CBGG a score of 30 out
of 42 (M=4.3, range-8). For time to effect, the leader rated the CBGG a score of 9 out of 12
(M=4.5, range %).

On the final day of data collectipthe group leader completed the BIRS for a second
time. The leader rated the CBGG a total score of 120 out of a possible 144 (M= 5,-Gngerd
acceptability, the leader rated the CBGG a score of 79 out of 90 (M=5.3, ré)gEat
effectiveness, théeader rated the CBGG a score of 31 out of 42 (M=4.4, ra#jeFbr time to
effect, the leader rated the CBGG a score of 10 out of 12 (M=5).

4.35.2 Child Social Validity
Twelve children from the whole group completed the CIRP (Witt & Elliott, 1985) on the
final day of data collection. The mean score across these 12 children was 5.5 (1@nget 4f a
highest possible score of 8. All but one of the children marked k& ® & [ A1 SR LJ NI A OA
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and marked the CBGG with a total score of 5 out of a possible total of 8.

4.4 Discussion

The current study aimed to evaluate the effectiveness of the CBGG in increasiR&Bgo
helping and encouragement, both at the individual level (in ¢d#-old-boy) and at the group
level (among 9and 108year olds) attending a communityased afterschool programme. The
study also sought to explore the feasibility and utility of DBRgtécipatory tool for involving

afterschool leaders in the ongoing measurement of behaviour change.

4.4.1 Effectiveness of the Caught Being Good Game

The results indicated that the CBGG was an effective intervention for increasing two
forms of PSBshelping and encouragement, of both the whole group and of Ben. These findings
are consistent with previous research demonstrating the effectiveness aZB@G for promoting
PSBs in educational settings (Groves & Austin, 2019; Wiskow et al., 2021; Sewell, 2020). It is
important to recognise that the current study extends the current literature by providing support
for the use of the CBGG in afterschool eawiments, which are notably less structured than a
traditional classroom environment (Schauble et al., 2013; Schnittka et al., 2016).

For children considered at risk due to ACEs, afterschool programmes have been identified
as protective factors that support the development of PSBs (Kremer et al., 2015; McDaniel et al.,
2016). The observed increases in PSBs suggest that group contiilgenggntions such as the
CBGG can be feasibly and effectively implemented by afterschool leaders with limited formal
training in behaviour management, provided that adequate support and resources are available.
The group nature of the intervention allowaslult leaders to simultaneously provide behaviour
support for individuals who may require additional support as well as manage whole group

behaviour (Little et al., 2015).

4.4.2 Exploring the Feasibility and Utility of DBR to Involve Adult Leaders in Behavioural
Assessment

The third research question sought to explore whether DBR could serve as a feasible and
useful method for involving adult leaders in reé@he monitoring of behaviour change. This
approach contrasts with traditional models in which intervention effectsraeasured by
external observers and adult leaders provide input only retrospectively via social validity
guestionnaires (Wolf, 1978; Cooper et al., 2020). The use of DBR throughout the intervention
period facilitated more immediate feedback on PSBs, whifea 2 Sy Kl yOAy3 GKS f SIR

(s}
zZ

engagement with the intervention and awareness of incremental changes in behaviour. This
finding supports recent research advocating for participatory and collaborative approaches to

intervention assessment in educational arahanunity settings (Chafouleas et al., 2021).
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A notable finding from the present study was the impact of targeted training on the
reliability of DBR ratings. Initially, there was only moderate agreement between the DBR scores
provided by the afterschool leader and the observational data collectatidoyesearch team.
However, following a dedicated training session focused on clarifying behavioural definitions,
modelling DBR completion, and providing feedback on practice ratings, a marked improvement in
the correlation between leader ratings and reselger observations was observed. This pattern is
consistent with previous research highlighting the necessity of explicit and cesyiexific
training to ensure the reliability and validity of DBR in applied settings (Chafouleas et al., 2014;
Harrison efal., 2014; Kilgus et al., 2016; Pasqua et al., 2021). In afterschool environments, where
routines and expectations are less formalised than in classrooms, training appears especially
important for supporting leaders to accurately identify and rate PSBsseTtindings emphasise
that, while DBR offers a practical and participatory approach to monitoring behavioural change,
its effectiveness relies on thorough initial training and ongoing support for raters. This has
important implications for the wider imptaentation of DBR in communiyased programmes,
suggesting that investment in rater training is essential for maximising both the accuracy of data
and the engagement of adult leaders in the intervention process (Saar et al., 2022).

While the leader in this study demonstrated high levels of engagement and procedural
fidelity, future research should explore additional strategies for supporting rater accuracy and
minimising potential biases, particularly when scaling up to larger oerdiverse afterschool
programmes (Chafouleas et al., 2024though an improvement in DB#bservation agreement
was observed following targeted training, the current study did not include a formal evaluation of
the training component itself. Future studieould consider systematically assessing the effects of
DBR training using a separate evaluation phase or-@@sedesign. However, incorporating a
second single case experimental design to evaluate training effects within the same study may
introduce @mplexity. An alternative approach could involve employing Behavioural Skills Training
as a structured preparatory step prior to intervention. Behavioural Skills training, which includes
instruction, modelling, rehearsal, and feedback (Mahon et al., 2022)been shown to be
effective in training adults in behaviour change mechanisms (Mahon et al., 2022) and could

support more consistent and accurate DBR use among adult leaders in comiibaséy settings.

4.4.3 Social Validity Findings

Another important aspect of the present study was the consistently positive social validity
ratings provided by the adult leader, which were already high prior to DBR training but increased
further following the training and at the conclusion of the intemtion. This contrasts with the
findings in Chapter 3, where the same intervention was implemented without the use of DBR, and

the adult leader rated the intervention as less effective and less acceptable. This trend suggests
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that the adult leader not only found the CBGG and DBR procedures acceptable and feasible from

the outset, but that her appreciation for their value deepened after her training session. The

improvement in social validity ratings pesaining aligns with reent literature highlighting that

2yA2Ay 3T LI NIGAOALI G2NE Ay @2f dSYSy (i Ay o0SKIF @A 2dzNT €
NEO23IyAlGA2Y 2F adzodf Sy LRAAGAGS OKFy3dSa Ay OKAfRN
Moreover, the highest ratings were reed at the end of the intervention, indicating that the

combination of hand®n DBR experience and the observable impact of the CBGG on group

dynamics led to a greater sense of ownership and satisfaction for the Idademportant,

however, to highlight that DBR and training were not experimentally manipulated in the current

study. One of the objectives of this study was to explore the feasibility of DBR for adult leaders

outside of classroom settings, the objectiwas not to evaluate its impact social validity.

Future research should seek to expldine potential ofDBRs to increassocial validityratings.We

must also consider the potential impact of the timing of social validity measurement for both

adult leaders and children. Future research raoseek to gather social validity data more

frequently to capture a more complete picture of participant experience (e.g., daily social validity

rather than onceoff posthoc measurements)he currentstudysuggests a neefir more

dynamic, collabative approaches to social validity assessment, as opposed to relying solely on

retrospective measures, which may underestimate the acceptability and perceived effectiveness

of interventions targeting nuanced PSBs (Snodgrass et al., 2018).

4.4.4 Implications for Practice and Future Research

The findings have several implications for practice. They highlight the potential of group
contingency interventions such as the CBGG to promote PSBs in afterschool settings, particularly
for children at risk due to adverse childhood experiences. Theyraadee the value of involving
adult leaders in the ongoing assessment of PSB change, using tools such as DBR to enhance
engagement, accuracy, and sustainability. They point to the need for training and support to
ensure the reliable implementation of behiaur change interventions and assessment methods.
Future research should seek to explore the role of training in DBR within afterschool settings with
experimental controlMoreover, future research should seek to explore varialdeg., time,
confidence, familiarity etc.,) that may impacty’ | Rdzf & f S RSNR& FoAfAGe (2 | C
behaviour change using DBR.

Future research should seek to replicate and extend these findings in larger and more
diversesettings, and to explore the longerm impact of participatory assessment approaches on
both child and leader outcomes (Chafouleas et al., 2021; Brennan et al., 2024). Additionally,
further investigation is warranted into the mechanisms by which adult lead®lvement in

assessment may influence intervention fidelity, social validity, and the maintenance of PSB change
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over time (Ferguson et al., 2019; Ledford et al., 20R&search should seek to explore adult
leader preference for punishmetiitased or reinforcemenbased group contingencies as well as
exploring variables that may influence this preference for example -tiorestraints, resourcing,

personal traumas or ease délivery.

4.4.5 Conclusion

In summary, this study contributes to a growing literature on the utility of group
contingency interventions and participatory assessment methods in afterschool contexts. By
demonstrating the effectiveness of the CBGG in increasing PSBs and the feaEDHf as a tool
for engaging adult leaders in the measurement of behavioural change, the findings offer
promising directions for both research and practice. Continued efforts to refine and scale these
approaches have the potential to enhance the soam amotional development of children in
afterschool programmes, particularly those facing significant adversity. Future research should
seek to explore other avenues for participation in behavioural interventions. Chapter 5 presents
the findings from two epirical studies in which children and adult leaders participated in co

designing group contingency interventions.
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Chapter 5: ChileCentred Behaviour Support: The @@sign of a group contingency intervention

with children in need of support

This chapter presents two studies which explore how participatory, pecsotred, and
co-design methods can be integrated into applied behaviour analysis to develop socially valid and

effective interventions for children in need of support.

5.1Introduction
The field of applied behaviour analysis is grounded in the systematic application of
OSKIF@A2dzNF £ LINARYOALX S& G2 oNARy3I YSIyAy3aFdzZ OKIFy3S
emphasised thabehaviouranalytic interventions should target socially significeehavioursand
produce changes valued by the individual (Baer et al., 1968). Over time, the focus has evolved to
adapting a persoftentred approach, recognising the importance of designing interventions
aligned with an individual's goals, values andferences. Perseoentred behaviour analytic
I LILINB I OKSa O2yaARSNI KS AYRAQGARdIZ t Qa tAFS OANDdzYa
with the individual, their families and their support networks (Gondek et al., 2017). Such
approaches are particulbrrelevant today, as the field continues to evolve towards more
inclusive (Petronelli & Ferguson, 20Q2ihd traumainformed (Austin et al., 2024ractices
A key aspectof perse@ Sy it NSR | LILINBI OK A& GKS I OGAGS AyOf dz
(Santana et al., 2018). While children are often the recipients of behavioural interventions, their
insights are not always sought in meaningful ways (Snodgrass 2048). Incorporating
OKAf RNBYyQa @2A0Sa Ayd2 AYyiSNBSyildAzy RSairAday OFy LN
FfA3IYyYSYyld 6AGK GKS OKAfRQAE fAOSR SEMSERMNASYOS o! yiiz
approaches arespeciallymportant when workingvith participantswhose behaviour is
particularlyimpacted by their community (e.g., Fawcett, 1991; Fawcett 2021), such as those
recruited in the current studyDespite increasing emphasis on these principles, it remains unclear
K2g (G2 aedadSYFLGAOlrtte IyR OGN} yaLl NByidte AyO2NLRNI
development, particularly in group contingency interventions.
The concept of social validifgs discussed in Chapterig)central to persostentred
approaches. Though the importance of capturing social validity is well established (Baer et al.,
1968; Snodgrass et al., 2018), a recent systematic rewswutlined in Chapter found that only
17.6% of papers published in the Journal of Behavior Analysis betweer200@0ncluded a
measure of social validity (Leif et al., 2023). Traditionally, social validity data are collected post
intervention (Snodgrass et a018), often through questionnaires or acceptability ratings (e.g.,
BIRS; Elliott & Treuting, 1991; CIRP, Witt & Elliott, 1985) o#iptesvention interviews (e.g.,
Guinness et al., 2024). To date, common proactive strategies in applied settings hadednc

preference assessments (Stratton et al., 2018), collaborativeseiting (Embry et al., 2016;
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Jones & Jones, 2016), and participatory goal setting (Sullivan et al., 2017). However, these
strategies often occur at discrete points in the process. To ensure that an intervention is
meaningful for those who they are designed for, we should strive theyond the traditional use
of posthoc social validity measures and, aligned with persentredapproaches, incorporate the

individual's view throughout the design and implementation of interventions.

5.1.1 CeDesign

Caodesign is a participatory approach that involves collaboration between researchers,
practitioners, and individuals receiving interventions to ensure relevance and effectiveness
(Sanders & Stappers, 2008). In behaviour analysidesgn methods enhandatervention
acceptability, increase stakeholder engagement, and improve social validity (Schwartz, 2025).
Strategies include focus groups, participatory workshops, and iterative feedback sessions to refine
intervention components. By involving childrexgucators, and caregivers in the design process,
co-design ensures that interventions align with rearld needs and preferences, leading to more
sustainable behavioural outcomes (Murray et al., 20¥#ile preference assessments (e.g.,
Stratton et al., 2018) and collaborative rifetting (e.g., Embry et al., 2016) have long featured in
applied behaviour analysis, the systematic application of fulegsign frameworks, where
participants contribute thoughout all phases of intervention design and impgration, remains
unexplored.

Cooperative inquiry offers a unique model for addressing this gap. It is a participatory
research frameworkvhich can be usetb engage children as equal partners in the design and
evaluation of interventions (Druin, 1999). Cooperative inquiry involves four iterative stages:
Proposition, Action, Reaction, and Reflection. It uses a range of techniques sucht@ashow
prototyping,heat mapping, sticky note brainstorming, and immersive feedback cycles to ensure
that participants are actively involved at every stage (Foss et al., 2013). Cooperative inquiry has
previously been used to develop mental health interventions (Bearman,&Q#0), positive
technologies (Yarosh & Schuleler, 2017) and science activities (Gillies et al., 2014) with children.
However, to the extent of our knowledge, no previous research has used cooperative inquiry to
develop a group contingency intervention.

Integrating a comprehensive @esign approach into behavioural intervention design
allows for continuous participant involvement, making interventions more adaptable, relevant,
and engaging (Benz et al., 2024). When individuals have a voice in shapiagritibn strategies
from development to implementation, they are more likely to feel invested, leading to higher
motivation and adherence (Pirenen, 2016). Additionally, ongoing stakeholder feedback enables
continuous refinement of reinforcement strategiaad interventionprocedures taoptimise

effectiveness (Huntington et al., 2023).
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Ongoingecollaborationalso has the potential to strengthen the social validity of behaviour
support, not just through pogtoc ratings, but through active collaboratiembedded within the
design In particular, cooperative inquiry provides opportunities for frequent ckaskiterative
input and prioritises shared decision making (Druin, 1999). These features of cooperative inquiry
align withkeysocial validityconsiderations (Baer et al., 1968) which outline that an intervention
should remain acceptabkend relevant to stakeholders across time and present and alternative
approach for social validity measurement. Importantly, this participatory, pecsored
approach aligns with principles of trauargormed care (as described in Chapter 3), which is
particularly important when working with children at risk of ACEs. Trainftamed care
emphasses creating safe, predictable environments that promote trust, collaboration,
empowerment and emotional regulation while avoiding retraumatisation (SAMHSA, Bj14).
involving children directly in edesign, behavioural interventions can support their sense of
safety, belonging and agency, key protective factors which contribute to resilience and wellbeing
(Biglan et al., 2017).

5.1.2The Current Study

Afterschool JStudy 1served as a pilot of a eesign approach in which children were
engaged in structured workshops to collaboratively design the game rules for an interdependent
group contingency intervention. This study explores a novel application of child involvement in
rule development and evaluates the potential fordesigned rules to increase social validity and
behavioural outcomes. This work addresses a gap in the literature regarding how to explicitly
AYyGiS3aINFGS OKAf R NBs®at belafidu@ldniervenybiis 2pariicélaBly abtBe rule
creation stage of group contingencies. This participatory model aligns closely with calls for more
inclusiveandtraumainformed practices within applied behaviour analysis (Austin et al., 2024;
Shogren et al., 2017).

5.1.3 Study 1 Research Questions
1. How can persostentred practices be used to involve children irdesigning the rules of
a group contingency intervention?
2. What is the effect of a group contingency intervention withd@signed rules on
OKAf RNBYyQa KSfLAY3IZ LRaAaAGAGBS IyR SyO2dz2N» 3Ay3
3. How do children and adult leaders perceive the fairness and acceptabilitydefsigned

game rules?
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5.2 Study 1 Method

5.2.1 Ethical Considerations
This study was conducted in line with the ethical principles and procedures outlined in
/ KILJGSN) o FYR ' LIWINRPGSR o0& 5/ Qa wSaSlkNOK 9GKA
traumainformed and participatory research practices, children in AfterstBangaged in
structured workshops to cdesign the rules of the group contingency intervention. These
g2N] aK2Lld T2N¥SR L Adivitiesand dokdentifdile/datai e dollestBda dzf | N.
or analysed from the rulereation process. Materiatgenerated during the workshops were
retained by the centre and not included in the research data. As with previous studies,
participation in data collection was voluntary, with informed consent obtained from
parents/guardians and assent from children.dsta related to behavioural outcomes and social
validity were anonymised and collected in accordance with GDPR and institutional data

management protocols.

5.2.2 Participants and Setting

QUKAOIE FLILINROIE gl a az2daAKG yR @Ml yiSR o8
Appendix 1) The centre manager in Afterschool 3 agreed to host the current study and to
facilitate participant recruitment (see Chapter 3 for further detail). As in previous centres, all
children attending the afterschool programme had been referred to the progratmyreocial
workers, their parents or school principals for a variety of reasons, including but not limited to
experience of poverty, experience of familial addintibereavement, parental divorce or family
member imprisonment. The daily structure of Afterschool 3 was the same as Afterschool 1 and 2
(i.e., Monday to Thursday). The centre manager in Centre 3 agreed to participate in the study and
sought interest fronthe staff. The group leader of the younger group of children in centre 3
agreed to participate and facilitate recruitment.

Jessica (pseudonym) was the group leader responsible for the younger group of children
in Afterschool 3. Jessica had a Level 5 qualification in Childhood Care and Education and had been
working in the centre for five years. Jessica reported no previopsrEnce in using a group
based behaviour management approach like the CBGG but was operating the lexsaidi star
system in place across all five afterschool centres (see Chapter 3 for further)details

A total of 12 children in the group were invited to participate in the research. Parental
consent and child assent was received for seven children (2 boys, 5 girls) with a mean age of 8.9
years (range 80 years)None of the seven children withdrew from any phase of the stilthgse
participants were all of White Irish descent (N=7). Four children required additional support in
school in areas such as Reading (N=2), Spelling (N=2), Social (N=1), Behaviour (N=1) and Maths

(N=1). Although seven childrendhparental consent to take part, all children participated in the
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workshops and the game as they were part of the daily activities within the centre. However, data

were only collected from consenting and assenting children. To ensure informed assent decisions,

at the beginning of each day children were reminded of wtsadvas being collected and what

procedures were iplace andhen asked if they agreed to participate. Only those who actively

FaaSYyiSR 6SNB AyOf dzR S RGivknyfhe paktitularly Rulnérabie préfile 6fF O2f £ SO
the children attending this afterschooéntre andgiven that the intervention was to be designed

for use within the centre only, the decision was made not to invite parents or guardians to

participate in the cedesign sessions.

Figure5.1
Afterschool 3 Study Phases Outline
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Purpose: A series of workshops to design the
CBGG game rules.

DEVELOPMENT

2

Baseline Time 1 (A)
Outcome measure: Baseline observations of

target behaviours (partial interval recording
and momentary time sampling).
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Intervention Time 1 (B)

Outcome measure: Observations of target
behaviours during intervention (partial interval
recording and momentary time sampling).
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Baseline Time 2 (A)
Outcome measure: As in Baseline Time 1.
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Intervention Time 2 (B)
Outcome measure: As in Intervention Time 1.
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5.2.3 Design

A series of qualitative workshops were carried out in order to determine the game rules
and target behaviours of the intervention. However, as these methods were simply being piloted,
no data were collected throughout the sessions. Data presented inridanfjs of this study
consist of observed behavioural data collected using a withdrawal design (Kazdin, 2020) with
phases ABAB (A= baseline; B=CBGG) and social validity measures. Please &&fbrgure

outline of the study timeline.
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5.24 Dependent Variables and Measurement
The dependent measurdbelping, positive and encouraging social interaction and task
engagementwere chosen and operationally defined by the researchers based on tesigned
game ruleslt is important to note that as the research team and adult leader also participated in
the co-design sessions, the activities were guided and controgekrational definitions were
discussed with and approved by the group leaders prior to the commencement of direct
observation data collection.
tftSrasS y20Sz ftidK2dAK al StLAYy3IE gl a GFNBSG
definition varied slightly. Helping behavioursGhapter 5 Study ihcluded behaviours which
g2dd R FILOAEAGIGS | LISSNRA LI NLGAOALI GAZ2Y Ay 2N
child engaged in joint work or a joint task with a peer or adult leader for at least three seconds.
This included behaviours g as providing physical or verbal assistance with a certain task,
sharing resources or working togethemtards a common goal, working together to clean up their
G2N] AL OSs &KINAYy3 &Gl A2y SNES KSELAYy3 + LISSN
within 3s, collecting a worksheet for someone else, willingly helping the leader or offering to help
the leader. Helping behaviours were individual or collaborative. For the purpose of data
collection behaviours that would be considered positive social interactions were not considered
to be helping behaviours.
Positive and encouraging social interactions were defined as verbal andenbal
behaviours which involved the interpersonal communication of a positive message aimed at
providing support or motivation to a peer or expressing kindness. Positive sdefalitions
could occur before, during or after an action by or interaction with a peer. Positive social
interactions included verbal interactions such as positive words of encouragement for a peer, e.g.,
G, 2dz 320 GKA&AHEZT O2 Y LIXtdotng, asiviel a3 noeiebil lpadifivé dzNE > LIN.
communication e.g., smiling at a peer, a thumbs up, a high five, clapping, or a pat on the back.
Task engagement was defined as when a child was giving their attention to the ongoing
task, which included homework tasks such as writing, colouring, reading aloud or to oneself,
orienting eye contact toward the task or a child collecting materials ne¢aledmplete the task
at the time (e.g., collecting a pencil or sharpener). A child was also considered to be engaging in
the task if completing a task that the leader asked them to do (e.g., giving out worksheets to the
group). Task engagement also inclddistening to the leader and orienting eye contact towards
the leader when they were explaining a task as well as waiting appropriately when needed.
The PhD researchebllected data up to four days a weeds outlined in Chapters 3 and
4. Data collection sessions were 20 minutes long. Data were collected using partial interval
recording (PIR) for helping, and positive and encouraging peer interaction and momentary time

sampling for task engagement. Each interval was 10 s long followad Isyinterval for data
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recording. An individudixed method (Briesch et al., 2015) was used to observedmsenting
and assentinghildren, meaning that a different child was observed every 15s in a predetermined

order.

5.24.1Interobserver Agreement (I0A)

A second observer independently collected data ilith PhD researcheacross 24% of
the observations. The second observer was an undergraduate psychology student who had been
trained in observational methods. IOA data wesdculatedfor 27% of baseline observations and
20% of intervention phases. Intervay-interval agreement was used to calculate IOA. To obtain
an IOA percentage, the total number of agreements were divided by the overall number of
intervals and multiplied by 100. Mea®A was 94.75% for helping (range 928825%), 91% for
positive and encouraging social interaction (range 81:83%%) and 91% for task engagement
(range 86.25996.25%).

5.25 Social Validity

Following the completion of data collection, social validity measures were administered to
both the child participants and the group leader. Social validity procedures were identical to those
in Afterschool 1 and 2 (See Chapters 3 and 4 for further detdi§ child participants completed a
Y2RATASR OSNEAZ2Y 2F (G(KS / KAftRNByQa LYyGSNBSyiGAz2y w
Elliott, 1985; Appendit7) and the group leader completed the Behaviour Intervention Rating
Scale (BIRS; Elliott & Ttang, 1991; Appendik8).

5.2.6 Treatment Integrity

Jessica was asked to follow tb@mell-step procedural checklist during the CB&Qused in

Chapters 3 and 4 (see AppendB).]JAs a measurement of treatment integrjthe PhD researcher
completed the checklist while the CBGG was being played. Mean treatment integrity was 81.81%
(SD = 7.48, range = 81.84260%). The most commonly missed steps were steps 5 and 7 (see
Appendix16).

5.2.7 Materials

The materials needed to run the CBG&his studywere the same as those used in
Chapters 3 and.4lease refer tohese chaptergor further detail.In addition tothose materials
used inChapters 3 and,4&dditional materials were used throughout the design workshops for

the game rules developmentable 5.1 outlines the materials used to design the game rules.
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5.28 Procedure

5.28.1 Game Rules Development

In this study we ran a series of four-Bnute design workshops to design the CBGG
game rules. The design works took place across one week (Mdrdagday). Participants were
informed that the aim of these workshops was to create the rules for a newvbelnagame that
would be used in their afterschool centre during homework time. The game rules design process
was iterative.The children, adult leader and researcher all engaged in thdesgn materials and
worked together to determine the game ruleshél'sessions, therefore, were guided and
controlled to ensure suitability of the game rules for the centre and the activity, children did not
have complete freedom to choose anything they desiil@ase refer to Table 5.1 for an outline
of the activities of each design session. The materials used during these sessions can be found in
Appendice0-22.

The rewards were determined by a preference assessment carried out during the final
design workshopThe procedures for conducting the preference assessment were as in Chapters
3 and 4The preference assessment identified small toys, sweet treats, hair accessories and fidget
toys as highly rated rewardall of which were used throughout the intervention phases of the
study.Upon completion of the design workshops the CBGG game rules and rewards to be used in
the game were determined. As mentioned previously, a withdrawal design was used to assess the

effectiveness of the CBGG with-designed game rules.

5.2.8.2 Adult Leader Training
Adult leader training procedures were as in Chapter 3. As the leader had been involved in
the game rules design, the training was slightly shorter than in other centres lasting

approximately 2830min.

5.2.8.3 Baseline

Baseline procedures were as in Afterschool 1 (Chapter 3). The leader continued with usual
RAAOALI Ayl NE LINROSasdzbdzl ¢+ K2 LIIBRINA OK® 06 dza A ¥ § &4 BINS
has the opportunity to practice the CBGG procedures on the finabfitiye initial baseline phase.
She wore the FitBit and awarded points privately based on therfute interval schedule. These

processes were unbeknownst to the children.
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Table5.1
Game Rules Design Workshops Activitiesfterschool 3

Workshop Activities Materials

I ] ] 1
1. Children and the adult leader filedout2 452¢ X a{ SSé3x al

worksheets. One exploring what they woulc Worksheet (Appendi20)
fA1S G2 aR2¢3> aasSSe

the afterschool centre and the other G52¢3 a{SS¢x al
SELX 2NAyYy 3 6KIFG (KSe@ Worksheet (Appendifl)
GasSS¢és aKSINE YR a

N

cn

afterschod centre.

2. Children and the adult leader brainstormed ¢ L RS & F2NJ DI YS
ideas for rules for homework time. (Appendix22)

3. Heatmapping was used to decide what rule Ideas for Game Rules all written on

were suitable for the group. Children, the  one A4 sheet each and spread
researcher and the adult leaders (the desig throughout the room.

team) were given 6 green stickers. They we

asked to place 3 stickers on their favourite Circular Stickers

rule, 2 stickers on their secondviaurite rule

and 1 sticker on their third favourite rule. Ar Star Stickers

rules with no stickers were then removed.

The design team were then given one star

sticker to place on their overall favourite rul

Any rule without a star was then removed.

4, The design team worked together to create Flipchart and markers to guide
the final rules for the intervention. Rules discussion.
needed to be positively framed and the goe
was to create between 3 and 6 game rules.

5.2.8.4 Intervention: Caught Being Good Game

Unlike in previous chapters, in Afterschool 3, the children were aware of the development
of the CBGG and were involved in the development of the game rules. Therefore, upon
introduction of the CBGG Jessica simply reminded the children of theandesplit them into
their teamsrather than giving the children a full explanation of the gatmethe case of
Afterschool 3, the children were divided into teams based on the table they sat at during
homework time. These seats were not set according to a septarg

The game ran for 2fins. As in previous chapters, Jessica followed thetéf checklist
(as seen in Appendib6). The children had the opportunity to earn a maximum of 5 points
throughout the CBGG. Jessica was prompted by the FitBit silently every 4 minutes to carry out a
behaviour checkBehaviour check and point allocation procedures were as in Chapters 3 and 4.
Daily points criteria ranged between 2 and 5-% of total possible pointdf.a team satisfied
the game criteria (i.e., reached or exceeldhe criteria) then they could choose a rewaiithe

initial point criteriawere set to 2. As in previous studiethe criterion was increased the
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subsequent day when all teams successfully met the criteria and decreased following a day that

no teams met the criteria.

5.29 Data Analysis

As previously mentioned, no data were collected from participants during the game rules
design workshop®bservational dta were collected in order to assess the effectiveness of the
CBGG. The data from the withdrawal design were analysedGisipters 3 and,4s per the
JdARSEAYSE LINPOARSR 0& GKS 22/ OHAHHO® ¢FNE2g

size and the percentage of nonoverlapping data was calculated to supplement the visual analysis.

5.3 Study 1 Results and Discussion

Figureb.2 outlines the effect of the CBGG with-designed game rules on helping,
positive and encouraging social interaction and task engagement of the childitea study
(Afterschool 3)

5.3.1 The Effect of the Caught Being Good Game witiD@signed Rules of Group Behaviour

5.3.1.1 Helping

During the initial baseline phase, helping was low and relatively stable (M= 8.33%, SD =
0.65%, range =7.5%75%). Upon introduction of the edesigned behaviour game, helping
increased immediately and substantially (M= 24.25%, SD = 1.43%, range =28.25%). When
the codesigned behaviour game was withdrawn, helping returned to low levels, decreasing
immediately and substantially (M= 5.75%, SD = 0.68%, range6=25%). When the edesigned
behaviour game was reintroduced, helping increased immeljiaed substantially once again
and remained relatively stable throughout (M=22%, SD = 1.68%, range = Z526Melping
data throughout the four phases did not overlap (PND = 100%).

5.3.1.2 Positive and Encouraging Social Interaction

In the first baseline phase, positive and encouraging social interaction was low and
relatively stable (M= 9.79%, SD = 2.0%, range = 612525%). Once th€BGGvas introduced,
positive and encouraging social interaction increased immediately and substantially (M= 39%, SD
= 3.24%, range = 36.2544.5%). When withdrawing to baseline, again positive and encouraging
social interaction was low, decreasing immediatatgl substantially (M= 14%, SD = 2.4%, range =
11.25%13.75%). Upon reintroduction, theBGGncreased positive and encouraging social
interaction again (M= 48.25%, SD = 1.68%, range =-46.856). Positive and encouraging social

interaction data did not overlap across baseline and intervention phases (PND = 100%).

5.3.1.3 Task Engagement
Task engagement was relatively low in the initial baseline phase (M= 15.83%, SD = 2.81%,

range = 13.721.25%). Onc€BGGvas introduced, task engagement increased immediately and
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substantially (M= 61.25%, SD = 6.43%, range =&A24. Though task engagement was variable

in the initial intervention phase, no data points overlapped with the initial baseline phase. Once
the codesigned behaviour game was withdrawn, task engagemetitedsed immediately and
substantially (M= 25.5%, SD = 3.38%, range = 2B2Z%%). In the final phase, when t68GG

was reintroduced, task engagement again increased immediately and substantially (M= 63.75%,
SD = 2.65%, range = 6@8%25%). Although vable, task engagement data across baseline and
intervention phases did not overlap (PND = 100%).

5.3.2 Effect Size

Tau scores were calculated for each phase change and can be seen in Table 5.2. Analysis
indicated a baseline trend for Baseline 2 to Intervention 2 phase change for positive and
encouraging social interaction and therefore the baseline corrected Tau Wasatad. Effect

sizes for all target behaviours were large to very large across each phase change (>0.6).

5.3.3 Social Validity

5.3.3.1 Leader Rating
As in Chapters 3 and 4, Jessica completed the BIRS (Elliot & Treuting, 1991) on the last day

of data collection. Jessica gave the CBGG an overall total score of 127 out of a possible 144 (M=

5.29, range 4). For acceptability, Jessica rated the intervemta score of 80 out of 90 (M=5.33,

range 46). For effectiveness, a score of 36 out of 42 (M=5.14, rar@)e Hor time to effect, a

score of 11 out of 12 (M=5.5, rangesh The leader provided additional written feedback in which

AaKS adl (SR 6oLy SIAFIAYRA (dza o@ LX Fe@Ay3d (GKS Il YSodé
The leader was asked some additional questions about thedesign process in order to

assist us in making modifications ahead of the fultlesign study in Afterschool 4 if needed.

¢tKSAaS FRRAGAZ2YIE jdzSadAizya | & isTabled53a GKS £ SIR
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Figure5.2
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Note.The top panel presents the percentage of intervals in which helping occurred during baseline and

CBGG phases. The middle panel presents the percentage of intervals in which positive and encouraging
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of intervals in which task engagement occurred during baseline and CBGG phases.
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Tableb.2
Tau Effect Sizes Afterschool 3

Phase Change Tau Effect Sizes
|
Helping P & E Social Task Engagement
Interaction
I ] | | |
Baseline I¢ Intervention 1 0.799 0.775 0.752
Baseline Z; Intervention 2 0.845 0.801* 0.762

Key: P & E Social Interaction = Positive and Encouraging Social Interaction
*= Baseline Corrected Tau

Table5.3
Additional CeDesign Questions for Afterschool 3 Social Validity Questionnaire

Number Question Answer *

| ] |
1 Adult leaders should be included in the design of the rules of the 6

intervention.

2 The researcher should be included in the design of the rules of t 6
intervention

3 The children should be included in the design of the rules of the 6
intervention.

4 The cedesign process used to create the game rules was fair. 5
5 The rules generated through the clesign process were fair. 5
6 The design team (children, adult leaders and researcher) workec 6

well together.

7 The design team (children, adult leaders and researcher) provids 6
equal input into the creation of intervention rules.

KEY: * = Answers were made on a Likert Scale with a score of O representing that the leader
Strongly Disagreed with the statement and a score of 6 representing that the leader Strongly

Agreed with the statement.

5.3.3.2 Child Ratings
Six children in the whole group completed the CIRP (Witt & Elliott, 1985) following
completion of data collection. The mean score across the children was 6.33 (r@)geaidof a
highest possible score of 8. All children marked that they liked the gdratthey liked
participating in the game, that they thought the game was fair, and that they liked the rewards
dzZiSR® / KAf RNBY LINPOBARSR FTRRAGAZ2YIfT gNRGGSY FSSRoOL
GLG 61 & @SNEB Tdzyé hidyeRwedelalsosaskgdiiwo addlitiosish gligstibns¢ KS O
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relatingtotheceRSa A 3y LINRPOSaad !ff OKAft RNBY NBAaLRZYyRSR
gl &8 ¢S ONBIFGSR GUKS 3IFYS NMzAE Sa (23SUKSNI gl a Tl
NMzf Sa (23SGKSNKe o

The findings fronthis study,Afterschool 3, demonstratithat involving children in the
co-design of the CBGG game rules through structured workshops can effectively increase helping
behaviour, positive and encouraging social interactions, and task engagement. These results
support the use of perscpentred prdd i A 0S & GKFG AYyO2NLIR2 NI S OKAf RN
design, with both child and adult leader ratings indicating strong social validity and perceived
fairness. However, while the pilot successfully engaged children in game rule development, their
participation was limited to a single stage of the intervention process. This raises important
questions about the potential impact of involvement throughout design and implementation of a
group contingency intervention. To address tl88)dy 2expanded on these findings by adopting
a full cooperative inquiry framework, involving children and adult leaders throughout all stages of

intervention development and evaluation.

5.4 Study 2 Introduction

Building uporstudy 1 this study, conducted in Afterschool 4, expanded the scope of child
participation by implementing the full cooperative inquiry framework. While Afterschool 3 piloted
the dactiorg phase through calesign workshops focused on game rule development, Afterschool
4 engaged children and adult leaders throughout all four stages of cooperative inquiry
proposition, action, reaction, and reflection.

Afterschool 4 represents the first known study to adopt a full cooperative inquiry
framework to cedesign a behavioural intervention from start to finish. In this study, children and
adult leaders participated in all four phases of cooperative inquiryeigh, implement, and
evaluate an interdependent group contingency intervention. This comprehensive model allowed
for participant voices to shape not only the rules of the game, but also the target behaviours,
reward structures, contingency types, and axalon criteria. This study aimed to expand the
FASEt RQA dzy RSNRAGFYRAY3I 2F K2g O22LISNI 0ABS Ayljdz

analytic frameworks to promote both effectiveness and social validity.

5.4.1 Research Questions
1. How can a full cooperative inquiry framework be used talesign a group contingency
intervention with children and adult leaders?
2. Whatis the effectof afullyeRS&aA Iy SR INRdzL) O2y GAy3ISyO& Ay
helping, positive peer interaction, and task engagement?
3. How do children and adult leaders experience and evaluate their participation in the

cooperative inquiry process and the-designed intervention?
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5.5 Study 2 Method

5.5.1 Ethical Considerations
This study was conducted in accordance with the ethical procedures outlined in Chapter
od ! aSLINF¥GS FLIWXAOFGAZ2Y 41 & YIRS G2 5/!Qa w

(0p))
QX
w»

the design of the study and the data collected differed slightly to theipres studies. The study

NEOSADGSR FdzA& f SGKAOFE | LILINRGLE FTNRBY 5dzofAy /[ Ade !
Appendix 3). Severahdditional ethical considerations apply to this study which were not

outlined in Chapter 3rior to data collection, participants received plain language statements

(Appendices 2and &) or information sheets (Appendix8Rexplaining the research purpose,

procedures, data handling, and the right to withdraw at any time without consequence. Informed

consent was obtained from parents (AppendB,2adult leaders (Appendix’®, and informed

assent from children (Appendi®R Given the ongoing nature of tieli dzZRé 2 OKAf RNBy Qa |

QX
QX

actively monitored each day using a doublded card systa with the green side of the card
indicating assent to participate that day, and red indicating a refusal.
Audio recordings were taken during the proposition and reflective focus groups to
capture participant perspectives and were transcribed and pseudonymised before permanent
RSt SGA2y 2F GKS NBO2NRAYI&ADP S5dzNAYy 3T wekeS | OGA2Yy LKI
collected and analysed to inform intervention design. No video recordings were made. All
personal information was anonymised to protect privacy. Data storage and retention was as

outlined in Chapter 3.

5.5.2 Participants and Setting

The recruitment procedures for Afterschool 4 were identical to the procedures adopted in
Afterschool 13. Please refer to Chapter 3 for further information relating to the afterschool
services participating in these studies as well as the managementwwteuand daily activities of
the centres. Following a call out from the centre manager in centre 4, the two leaders in the
younger group of children agreed to participate in and facilitate this study.

Kate and Tom (pseudonyms) were the adult leaders responsible for the younger group of
children in the centre. Kate and Tom had been working as youth activity workers in the centre for
23 years and under a year, respectively. Although Kate and Tom hadetbaigroup contingency
intervention in the centre before, centre 3 also operated the star system in place across the other
centres (see Chapter 3 for further detail).

All 12 children in the group were invited to participate in the research. Parental consent
and child assent was received for 10 children (3 boys, 7 girls) with a mean age of 9.7 years (range
8-10 years)Throughout the course of the study, no participants withar These participants

were of White Irish descent (N=9) or mixed race (N=1). Although 10 children had parental consent
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to take part, the number of children who actually participated in each stage and/or session of the
study varied depending on attendance and whether attending children assented to participation

on a given day. To ensure informed assent decisions, at thariag of each day children were
reminded of what data were being collected and what procedures wepdaite andhen asked if
GKSe F+aaSYGSR G2 LINIGAOALI GS® hyteée (Kz2asS K2

activities.

5.5.3 Design

For Afterschool 4, a complex muttiethod design was adopted, combining a cooperative
inquiry cadesign framework with a single case experimental design (see FEdre

The fourstage process of the cooperative inquiry framework was followed (see procedure
for further detail). Game development (encompassing Stages 1 and 2 of the cooperative inquiry
framework) adopted a qualitative research design, using focus group addsign
methodologies. The implementation and evaluation of the game (Stages 3 and 4 of the
cooperative inquiry framework) adopted a mixatethod approach, using both qualitative and
guantitative methods. Reflexive focus groups and structured questiomnaiege used to
evaluate participant perceptions. A single case withdrawal design (Kazdin, 2020) was used to

evaluate the effects of the game on child&@behaviour

5.5.4 Dependent Variables and Measurement

As in Study 1 (Afterschool 3), the dependent measures (helping, positive and encouraging
peer interaction and task engagement) were chosen and operationally defined by the researchers
based on the calesigned game rules. Operational definitions were disedswith and approved
by the group leaders prior to the commencement of direct observation data collection.

Helping behaviours were defined as in Chapter 5 Study 1 (Afterschool 3). Again, for the
purpose of data collection, behaviours that would be considered positive social interactions were
not considered to be helping behaviours.

In this study, positive and encouraging peer interactions were selected as a dependent
variable rather than positive and encouraging social interactions. Positive and encouraging peer
interactions were defined as verbal and neerbal behaviours which inleed the interpersonal
communication of a positive message aimed at providing support or motivation to a peer or
expressing kindness. Positive social interactions could occur before, during or after an action by or
interaction with a peer. Positive sociateractions included verbal interactions such as positive
G2NRA 2F SyO2dz2N} ASYSyYy(d F2NJ I LISSNE Soadr G, 2 dz
tootling, as well as nomerbal positive communication e.g., smiling at a peer, a thumbs up, a high
five, clapping, or a pat on the back.

Task engagement was as defined in Chapter 5 Study 1.

111



Data collection procedures were determined by the research team and were the same as
Afterschool 3 except that data collection sessions were only 10 minutes long in Afterschool 4
rather than 20 minutes long. The recording methods remained the same.

Figure5.3
Afterschool 4 Study Phases Outline

CO-OPERATIVE INQUIRY SINGLE CASE EXPERIMENTAL DESIGN

1) Proposition
Purpose: To explore perceptions of group
behaviours and interpersonal relationships. To
build rapport for subsequent phases.

v
2) Action
Purpose: To make decisions relating to the
time of day the intervention would take place,
target behaviours, game rules and short-term
and long-term contingencies and rewards.

GAME DEVELOPMENT

Baseline Time 1 (A)
Outcome measure: Baseline observations of
target behaviours (partial interval recording
and momentary time sampling).

v Jv
3) Reaction Time 1 Intervention Time 1 (B)
Outcome Measure: Real-time responseto |, Outcome measure: Observations of target
shortened quantitative social validity measures N behaviours during intervention (partial interval
(BIRS and CIRP). recording and momentary time sampling).
v

Baseline Time 2 (A)
Outcome measure: As in Baseline Time 1.
. 2 ¢
3) Reaction Time 2
Outcome Measure: Real-time response to Intervention Time 2 (B)
shortened quantitative social validity measures Outcome measure: As in Intervention Time 1.
(BIRS and CIRP).

l

4) Reflection
Outcome Measure: Post intervention and post
co-design quantitative and qualitative
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feedback on intervention and co-design €

processes gathered via full length social

validity measures (BIRS and CIRP) a semi-
structured focus group session.

5.54.1 Interobserver Agreement (I0A)

The second observer independently collected data withPhD researcheacross 45% of
the observations. The second observer was an undergraduate psychology student who had been
trained in observational methods. IOA data wesdculated fol57% of baseline observations and

27% of intervention phases. Interviay-interval agreement was used to calculate IOA. To obtain
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an I0A percentage, the total number of agreements were divided by the overall number of
intervals and multiplied by 100. Mean I0A was 95.5% for helping (rangd 83%), 92.25% for
positive and encouraging peer interaction (range 82%256%) and 85.25%Iftask engagement
(range 82.5990%).

5.55 Sacial Validity

Social validity measures were taken in both the reaction and reflection stages (see Figure
530 ® / KAf RNByQa az20Alf @FrftARAGE gl a aasSaa
aAlOKStt SO FftodX wnmpT 2A0G 9 9FttA200X moypbo
Behaviour Intervention Rating Scale (BIRS; Elliot & Wk Breuting, 1991)he full length CIRP

and BIRS were administered following the intervention (Appendi¢el8L Shortened versions
of these measures were adnistered during the reaction phase and full versions administered
during the reflection phase. The researchers included the following questions from the CIRP:
1. Did you like the game used during homework time?
2. Do you think the game has helped you do better?
3. Isthere anything you like about the homework game?
4. s there anything you would change about the homework game?
The researchers included the following questions from the BIRS:
This is an acceptable intervention for the children's target behaviours
The intervention proved effective in changing the child@etarget behaviours
The intervention did not result in negative side effects for children
The intervention would be appropriate intervention for a variety of children

Is there anything you like about the homework game?

S o

Is there anything you would change about the homework game?

5.55.1 Reflective Focus Group

The reflective focus group was conducted to evaluate participants' experiences and
perceptions of the calesigned group contingency intervention. All 10 participating children and
both adult leaders attended the 2@inute session, which followed a sestructured focus group

schedule (seédppendix30).

5.56 Procedure

5.56.1 Game Development

5.56.1.1 Stage 1: Proposition
The development of the edesigned group contingency was a tstage process

encompassing the proposition and action stages of the cooperative inquiry framework (see Figure

530 @ ¢KS LINAYIFINE FAY 2F GKS LINRPLRAaAAGAZ2Y LKIFAaS
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perceptions of behaviour and interpersonal relationships within the group as well as aiming to
build rapport. Six children and both adult leaders participated in-mmBfute semistructured
focus group. The interview schedule used to guide the focus ggesgion can be found in the
Appendix31. The focus group data were recorded on the voice recorder app on an iPhone. Data
were transcribed verbatim and analysed using content analysis ndetigen thatthe primary
aim of the study was to explore the effect oftheRSS & A Iy SR 0 SKI @A 2dzNJ 3l YS 2y
behaviours, the current thesis does not focus on analysing the proposition focus group data in
detail. Thesedatawere used to inform in subsequent etesign workshops. kKdindingsthat
informed the workshop@cluded a) behavioursf concernwere evident in the group; b) reward
adaidsSvya 62N]J SR Sttt FT2NJ GKS OKAfRNBYT FyR Ouv (GKS
their peers.
5.56.1.2Stage 2: Action

The findings of the focus group informed the action phase of the cooperative inquiry
framework (Stage 2). Aligned with a cooperative inquiry approach, in which children act as equal
partners in a design process (Druin, 1999), in this study, the reseanchftee PhD researcher
and a research intern in the School of Psychology,) 30 participated in the game
development processes, providing input throughout the design sessions and engaging with the
daily materials. Similar t8tudy 1 in the current chagr, the action phase comprised a series of
four one-hour design workshops which took place across one week (Mehtagsday).
Participants were informed that the aim of these workshops was to create a new behaviour game
that would be used in the centre. Tletion stage involved the use of a variety of cooperative
inquiry techniques including lotech prototyping, mockups, stickies and technology immersion
(see Tabl&.4for further detail).All children in attendance participated in the workshops as they
were part of the daily activity in the centre, Qudata were only collected from consented and
assenting participants (i.e., 10 children and 2 adult leaders). The design process was iterative, with
keyboundarieddecisions made in each session, gradually moving towards the final group
contingency design. While it was predetermined that a group contingency intervention in the
form of a game would be used, no specific group contingency type (dependent, interdependent
independent), shoderm or longterm contingency, or target behaviours had been specified. The
group were presented with features of empirically validated strategies for promoting positive
behaviour however the decisions about the final design were made by the group. Key decisions
made duringhe workshops therefore included 1) the time of day the intervention should take
place, 2) potential target behaviours, 3) game rules, 4) type of group contingency, 5jeshort
and longterm contingencies, and 6) rewards. Please see TaBl®r further details. Please see

Appendices22 and 32-36 for workshop materials.
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The rewards were determined by a preference assessment carried out during the final
design workshopPreference assessment procedures were as outlined in the preceding chapters.
The preference assessment identified small toys, mini footballs, key chains and sweet treats as
highly rated rewardsall of which were used throughout the intervention phases of the study

As previously described, a withdrawal design was used to explore the effect of-the co
designed behaviour game on the observed behaviour of the children. Observed behaviour data
collection took place during homework time from Mondakiursday in the aftersaol centre.

Detailed baseline and intervention procedures are provided below.

5.5.6.2 Adult Leader Training

The PhD researcher carried out arBihute training session with both adult leaders after
the co-design process. As the-designed game was a reinforcemdrdased game, the training
procedures were the same as in Chapter 3. The leaders were providecheitdpportunity to ask

any questions they had at the end of the session.

5.5.6.3 Baseline

Baseline procedures were as outlined in Chapters 3 and Study 1, Chapter 5. During
baseline phases, the adult leaders used their usual disciplinary processes (e.g., verbal warnings or
aSYRAY3I OKAfRNBY G2 (§KS LINE 2 Sida initkbasslifeiphakell 2 N &
the adult leaders wore their Fitbits and privately awarded points, unbeknownst to the children, in

order to practice the intervention procedures.
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Table5.4

Key Aims and Outcomes of the Design Workshopéterschool 4

Workshop To Determine

Activities / CeDesign Techniques

Outcome

| | |
1 What time of the day

should the group
contingency take
place?

2 What behaviours could
we increase/ decrease
during this time of day*

3 What rules should our
group contingency
have?

4 126 OFy &2

group contingency?
What prizes should our
group contingency
have?

|
Conceptual Inquiry: Group completed a worksheet outlining the daily

schedule in the cent and the behaviours that occur throughout the da
Stickies: The group mapped the daily behaviours on a large group sh
on sticky notes(Appendices32-33)

Stickies: The group mapped the behaviours that occur at homework t
on a group sheet. Green sticky notes represented behaviours that col
be increased. Pink sticky notes represented behaviours that could be
decreased(Appendix34)

Lowtech Prototyping: The group all wrote ideas for game rules. All rul
must be positively framed.

Heatmapping: The group were each allocated three stickers to place
their preferred rules. Any rule without a sticker was removed. The gro
then placed a star sticker on their overall preferred r@fppendix 21)

Technology Immersion: The researchers presented the possibility for
group contingency to the group. Including the various types of group
contingency intervention, possibilities for shdaerm contingency (points
vs fouls, open scoreboard vs secret gsiatc.,) and possibilities for long
term contingency (frequency of access to ldegn rewards, criteria for
accessing the reward etc.,). The group discussed these possibilities ¢
then wrote their own ideas on individual worksheets.

Prototyping: The group came together to make the final decisions on
game design(Appendices5-36)

1
The cedesigned behaviour game would

take place at Homework Time.

A list of potential target behaviours,
including, for example, shouting, being
quiet, saying mean things, lying, distractir
reading, working, playing, being nice.

Game Rules:
1. Listen to your Leaders
2. Speak nicely to and about others
3. Focus on your homework
4. Help each other
5. Start your Homework Immediately

The cedesigned behaviour game was an
interdependent group contingency where
points would be allocated throughout the
intervention,and a token would be
provided to winning teams at the end of
each intervention session. The tokens col
be exchanged for a list of rewards. Please
see the CeDesigned Behaviour Game
section for further detail.

Pre-examination Copy 12/06/2025
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5.5.6.4 CeDesigned Behaviour Game

The intervention used was designed by the group during Stage 2) Action. Key decisions
made by the group included 1) the time of day the intervention should take place, 2) potential
target behaviours, 3) game rules, 4) type of group contingency, 5)-rontand longterm
contingencies, and 6) rewardBlease refer to Tabl.4for further detail on the game design
processThe cedesigned behaviour game was an interdependent group contingency similar to
the Caught Being Good Game (CBGG; Barrish et &). I9& game took place during homework
GAYS Ay WIiKS K2YS@2N)] NR2YQX | &aYlFff NRB2Y 6Ad
based on their assigned table. Teams could earn points throughout the game period if all
members followed the game ruleat the end of the game period, children could earn a token if
iKSe YSG 2NJ SEOSSRSR G(KS 3IFHYSQa ONRGSNAI & ¢KS
exchanged for these rewards. Children had the option to exchange their tokens for rewards any
time the game was played. Rewards varied in token value (i.e., sweet treat = 1 token, keyring = 3
tokens, small football = 10 tokens).

On the first day of the intervention phase, the adult leaders reminded the children that
they would be playing the homework game that they haedesigned. They reminded the
children that they would be divided into teams based on their table and remindedhildren of
the group rules. The game was played forlBOmin.The game period varieds the leader
sometimes was slightly delayed in carrying out the behaviour checktodiigporting children
with homework or leaving the rooretc.. However the obseavation period remained consistent at
10 min a day. Daily point criteria for winning the game ranged between 3 and B)(B@ of total
possible points). On the first day of the intervention phase the points criterion was set to 3. The
criterion increased Y one point in the subsequent day when all teams successfully met the
criteria. The criterion was reduced by one point following a day that no teams met the criteria.
The teams earned a point if all members of the team were following the game rules wéen th
f SFRSNAR LISNF2NX¥SR | a0SKI@GA2dz2NJ OKSO1 ¢ o

The leaders were responsible for carrying out the behaviour check for specific tables that
they were responsible for. The leaders were prompted to carry out this behaviour check by a
silent alarm on their Fitbit which went off once every 2 mihg important to note however, that
sometimes the leader was delayed in allocating the points, as outlined ali@té¢he end of the
10-minute period, a team had met or exceeded the daily points criteria, they were each given one
token. The tokens earned throught the game could be exchanged for these rewards. Children
had the option to exchange their tokens for rewards any time the game was played. Rewards

varied in token value (i.e., sweet treat = 1 token, keyring = 3 tokens, small football = 10 tokens).
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5.56.5 Treatment Integrity

The PhD researcher used the-dteép checklistgs in Chapter)3to score procedural
integrity during all intervention observations as a measurement of treatment integrity. Mean
treatment integrity was 83.47% (range = 72.7200%). Steps 7 and 9 were the most commonly

missed steps.

5.56.6 Social Validity
Social validity was assessed through both quantitative and qualitative methods during the
Reaction and Reflection stages of the cooperative inquiry framework (see BigurBuring the
wSFOGA2y adGrasSs | aK2NISySR @SNERAZ2Y 2F (GKS / KAf RN
Elliott, 1985; Mitchell et al., 2015) was administered to children, and a condensed Behaviour
Intervention Rating Scale (BIRS; Elliott & Treutif§,1) was completed by adult leaders. In the
Reflection stage, full versions of the CIRP and @R#ndices 7-18) were used to gather more
comprehensive social validity data. A reflective sstnictured focus grougAppendix 2) was
alsousedtoevaluil § G KS 3INRdzZLIQ&E SELISNASYOS 6AGK GKS AyidSNEZ

change.

5.5.7 Data Analysis

5.5.7.1 Single Case Experimental Design
The singe case experimental design data was analysed as in preceding chapters. Data
analysis included following the WWC guidelines (2023), calculating a percentage of non
2OSNI I LIAY3T REGE YR OFfOdzZ SR YSYR)LEtQa ¢l dz 6mp

5.5.7.2 Reflective Focus Group

Prior to participation, individuals were reminded of their voluntary involvement and
provided consent or assent. The recording app on an iPhone was used to record the discussion
before being transferred and stored in Google Drive and transcribed. Omsfdreed to Google
Drive, the recording was deleted from the iPhone and once transcribed, the recording was
deleted from Google Drive. Thesearch interrattended the focus group session and took notes
throughout the session. Data were transcribed venwavith all potentially identifiable
participant data (e.g., name, location etc.,) anonymised.

Content analysis was used to examine the transcript, identifying commonalities and
differences in participant responses. Specifically, the analysis focused on three key areas: the
group's experience of the edesign process, their perception of the intention's effectiveness,

and any perceived changes in interpersonal relationships within the group.
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5.6 Study 2 Results

5.6.1 The Effect of the CDesigned Behaviour Game
Figureb.4 depicts the effect of the cdesigned behaviour game on helping, positive and

encouraging peer interaction and task engagement.

5.6.1.1 Helping

During the initial baseline phase, helping was low and relatively stable (M= 2.14%, SD =
1.73%, range =0%f%). Upon introduction of the edesigned behaviour game, helping increased
immediately and substantially (M= 25%, SD = 8.83%, range 32.6%). Whe the cedesigned
behaviour game was withdrawn, helping returned to low levels, decreasing immediately and
substantially (M= 2%, SD = 2.09%, range 5% When the coaesigned behaviour game was
reintroduced, helping increased immediately and substalytiahce again and remained relatively
stable throughout (M=30.42%, SD = 2.46%, range = 2358%). Helping data throughout the four
phases did not overlap (PND = 100%).

5.6.1.2 Positive and Encouraging Peer Interaction

In the first baseline phase, positive and encouraging peer interaction was low and
relatively stable (M= 5%, SD = 2.04%, range =-2.5%). Once the edesigned behaviour game
was introduced, positive and encouraging peer interaction increased immedéatdly
substantially (M= 43%, SD = 6.22%, range = 3255%80). When withdrawing to baseline, again
positive and encouraging peer interaction was low, decreasing immediately and substantially (M=
5.5%, SD = 1.12%, range =B%%). Upon reintroduction, theoedesigned behaviour game
increased positive and encouraging peer cooperation again (M= 35.93%, SD = 2.58%, range =
32.5%40%). Although variable, positive and encouraging peer interaction data did not overlap
across baseline and intervention phases (PNIDG9%6).
5.6.1.3 Task Engagement

Task engagement was relatively low in the initial baseline phase (M= 37.86%, SD = 6.02%,
range = 309%47.5%). Once the edesigned behaviour game was introduced, task engagement
increased immediately and substantially (M= 68.5%, SD = 11.81%, range 83A%% Though
task engagement was variable in the initial baseline phase, no data points overlapped with the
initial intervention phase. Once the -@&signed behaviour game was withdrawn, task
engagement decreased immediately and substantially (M= 28.5%, £79%, range = 22.5%
32.5%). In the final phase, when the-@designed behaviour game was reintroduced, task
engagement again increased immediately and substantially (M= 57.03%, SD = 4.59%, range = 50%
62.5%). Task engagement data across baseline éey@mtion phases did not overlap (PND =
100%).
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Figure5.4

The Effect of the Gdesigned Group Contingency Afterschool 4 K A f B&Bvi6WR &
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5.6.2 Effect Size

Tau scores were calculated for each phase change and can be seen in Table 5.5. Analyses
indicated no baseline trend and therefore no Tau calculation required baseline correction. Effect
sizes for all target behaviours were large to very large across dwse ghange (>0.6).

Table 5.5
Tau Effect Sizes Afterschool 4

Phase Change Tau Effect Sizes
|
Helping P & E Peer Task Engagement
Interaction
| | ] I 1
Baseline 1- Intervention 1 0.770 0.764 0.728
Baseline 2 Intervention 2 0.799 0.808 0.760

Key: P & E Peer Interaction = Positive and Encouraging Peer Interaction

5.6.3 Social Validity

5.6.3.1 Reaction Measures

5.6.3.1.1 Leader Ratings
Both adult leaders responded to the BIRS at time 1. At time 2, only one leader responded to the
measure. Leader feedback was generally positive during the reaction phases. At time 1, the
leaders gave the edesigned behaviour game a mean overall total safr21 out of a total
possible score of 24 (M= 5.25, range-6)5The leaders provided additional opended feedback
AyOf dzRAY3 GKIFG GKS® o0StASOSR AG sla I a@dSNe O
to the shortened BIRS. The leader gthe codesigned behaviour game a total score of 24 out of
Hn® ¢KS fSIRSNJ adladSR GKFdG GKS aayltf NBEgINR
they might like to trial an independent group contingency rather than an interdependent group
conird Sy O&8 6 daOKAf RNBY (G2 06S 3AINIFRSR AYRAQGARdZ ff &¢
5.6.3.1.2 Child Ratings

Shortened versions of the CIRP (Mitchell et al., 2015; Witt & Elliott, 1985) were
administered to the children at the end of each intervention (B) phase. Reaction data were
gathered from 10 children at time 1 and 8 children at time 2. At time 1, the maame fcross the
10 children was 1.8 out of a highest possible score of 2. All children marked that they liked the
game used during homework time. Most children said they felt the game helped them do better
during homework time (80%) and that they would mbtange anything about the game (90%). At
time 2, the mean score across the 8 children was 1.4 out of a total possible score of 2. All children
marked that they liked the game used during homework time. Most children said that they felt
the game helped th& do better during homework time (75%) and that they would not change
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anything about the game (75%). When asked what they like about the game, children said that
GKSe tA1S aSOSNRGOKAYIEY GiGKS LINRAT Saé¢ yR GKS aiz2]

5.6.3.2 Postintervention Reflective Measures

5.6.3.2.1 Leader Rating
Kate and Tom completed the fddingth version of the BIRS once data collection was
complete. Kate gave the intervention a total score of 93 out of a total possible score of 144
(M=3.87, range -B). For acceptability, they rated the intervention a scoré®but of 90 (M=4.6,
range 36). For effectiveness, a score of 16 out of 42 (M=2.3, rantje Ror time to effect, a score
of 8 out of 12 (M=4, range-4). This leader provided additional written feedback in which they
a0FGSRZ d&. SO dza® oreirdud alwaysIoNdB, diztdn [Segome Uddnotivating for
GKS 322R 0SKIFI@SR 2ySa Ay (KS 3INRdzLIPE
Tom gave the intervention a total score of 106 out of a total possible score of 144 (M=4.1,
range 26). For acceptability, they rated the intervention a score of 77 out of 90 (M=5.1, range 3
6). For effectiveness, a score of 24 out of 42 (M=3.4, rargje Ror time to effect, a score of 5 out
of 12 (M=2.5, range-3). This leader provided additional written feedback in which they stated,
Ga2YS OKAfRNBY RARYyUl KIFI@S AyGaSNBad G2 OIFNB¢ FyR
worked hardtomis® dzi 2y NB S NRaé @
5.6.3.2.2 Child Ratings
Seven children completed the fidingth version of the CIRP upon completion of the
SCED. The mean score across the seven children was 7.14 out of a total possible score of 8. All
children marked that they liked the game, that they liked participatindgnéngame, that they felt
other children would enjoy the game, that they enjoyed the rewards and that they felt the game
was fair. Most children felt that the game did not cause any problems for them (85.7%) or others
(85.7%) and that the game helped them laetter during homework time (71.4%). To explore
their perceptions ofthecik Sa A 3y LINPOSaad (KS OKAf RNBY 6SNB I f 42
023a3SGKSNI G2 YIS (KS K2YS@g2N] 3IFHYSKeé: (2 6KAOK TFA
G, Sa¢o
5.6.3.3 Reflective Focus Group Findings

5.6.3.3.1 Engagement with the Intervention
Participants expressed mixed reactions to the Homework Game, with some showing
enthusiasm while others appeared less engaged. A key motivator for engagement was the
reinforcement, with several children highlighting the appeal of receiving rewards. Ode chil
GFrGSRZ a/ 1 dzaS @2dz 3SG agSSiazé oKATS I y2GKSNJ &aAY
(284X oSNB fa2 YSYGA2ySRI gAGK 2yS OKAfiRey2(GAy A

Q)¢

N
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| 26 SHSNE y20 Fff LINIAOALIYGA F2dzyR GKS NBGFIF N
Lidzi AdG Ay Yeé LRO1SG:z tSiQa 32 G2 (KS akKz2L;Aa®dé

5.6.3.3.2 Behavioural Impact

Children and leaders reported noticeable behavioural changes associated with
participation in the Homework Game. Some children described improved behaviour, with one
adrdAay3z ab2 YSaaAiAy3d yR y2 airddAiay3a 2y GKS Gl
inapLINR LINA | G S fFy3dz- 38T awf Saae oFR fFy3dz ISdpé |
O2yRdzOG® hyS tSIRSNI O2YYSYiGSR> a{2YS LIS2L} S ¢
G2N] ¢ 6KAES y20KSNJ F ANBSRZ alRR¢zEI®E o, SLIZ |y

¢tKS OKAf RNBYyQa NBalLRyaSa (G2 ljdzSadAizya | o2ad
2 KSYy Fa1SR 6KSUKSN) §KSeé ¢2N] SR oSGGSNI 423SGKS
eSIKDPeE |1 26SOHSNE oKSY a1l SR AF GKSgoug2d Ff2y13
02ttt SOGAQStEE& NBALRYRSRI 4G¢KS alyYSdé 5Aa0dzaan?2
LISNDSLIiA2yas gAGK 2yS OKAfR y2iAy3s 4[] Saa akKz
Fyy2eAy3Iode
5.6.3.3.3 CeDesign Process

Children expressed appreciation for their involvement in designing the game. When asked
whether it was important for them to have a say in the process, the group unanimously
NBaLRYRSRI a, SIKPég ¢KSe | faz2 Syzaz2effBrRingd2f t I 02 N.
G, SFKZ¢ ¢gKSYy FTa1SR AT (GKS& fA{1SR ¢2NJAy3 G23S
RSAA3IYy LINRPOSaa ¢6SNBE KAIKEAIKGSR a Syez2eéetrofSsz
YR FYy2G4KSNJ adlrdAy3as aL tA1SR YF{1{Ay3a G4KS NMz S
5.6.3.3.4 Suggestions for Improvement

Participants offered several suggestions for improving the Homework Game. In discussing

KS LRAyia aedaisSYyz 2yS OKAfR adaA3ISaGdSR: &/ Ky
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dz33SadAy3azr atdzi Fff GKS o628a Ay 2yS NR2Y | YR
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Ye Ofl aa ¢g2dzZ Roé

[ SF RSNR Ffa2 NBFfSOGSR 2y LRAaaAo0fS FRedaly
ddz33SadGSR GKFG AG aYAIKEG KIS 62Ny SR o0SGUSNE
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and indicated that they planned to continue experimenting with this appro&bls suggestion
KAIKEAIKGA Yy AYyuGSNBad Ay NBFAYyAYy3I GKS 3IFYSQa

individual learning styles.
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5.7 General Discussion
The studies presented in this chapter explored how participatorngesign methods can
be used to develop and evaluate a group contingency intervention that is both effective and
socially valid for atisk children attending community afterschool sendc8tudy 1 Afterschool 3
involved the piloting of calesign methods for intervention design with the children attending the
centre by collaboratively designing the game rulesving towards including children as equal
design partners in behaviour intervention desi@uilding on these findingstusly 2 (Afterschool
4) followed a comprehensive cooperative inquiry framework tedewelop a group contingency
intervention. The importance of communitigased, participatory research has long been
established (Fawcett, 199lyetthis is the firskknown study to adopt a edesign framework in
designing a group contingency interventidrne findings provide evidence supporting the oe
co-design for developing interventions which are effective in bringing about behaviour change but
also enhance the engagement, perceived fairness and overall social validity of the interventions.
Importantly, this work aligns with and extends current calls for more pecsmtred
practices in behaviour analysis (Petronelli & Ferguson, 2022; Rajaraman et al., 2022), specifically
emphassing the compatibility and complementarity of @@sign with traumanformed care
principles. Given the vulnerability of the participating children, many of whom experience or are
at risk of adverse childhood experiences, these participatory approachessesgrnot only novel
models for using cdesign in behaviourralysis but also ethical imperatives to create

interventions that promote safety, empowerment, and trust.

5.7.1 Piloting CeDesign Methods in Afterschool 3

In Study 1 (Afterschool Zhildren participated in structured workshops to-create
game rules. Although their involvement was limited to this aspect of the intervention, they
demonstrated high levels of engagement and responsiveness to the programme. The CBGG was
effective in irtreasing all three target behaviours$tudy 1 of this chapterhelping, positive and
encouraging social interaction and task engagement. These findings were aligned with previous
research which also found the CBGG to be efffecit increasing similar target behaviours (e.g.,
Helping/sharing, Dillenburger & Coyle, 2019; Positive Social Interactions, Sewell, 2020; Task
Engagement, Bohan & Smyth, 2022). Previous research has suggested that when children are
involved in setting rles, they are more likely to follow them (e.g., Alter & Haydon, 2017).
Similarly, research has suggested that when individuals are involved in creating intervention
strategies from development to implementation, they are more likely to feel invested,ngadi
higher motivation and adherence (Pirenen, 2016).

In Study 1 presented in this chapterhildren and adult leaders rated the intervention

highly, in particular, reporting that they enjoyed the-design process and felt the rules were fair.
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This is supported by previous research that highlighted the role of collaboration in improving

implementation fidelity and satisfaction (Sivola, 2023).

5.7.2 Designing a Group Contingency using a Cooperative Inquiry Framework in Afterschool 4

Building on the success Afterschool 3 (Study 1ptudy Zinvolved the application of a
cooperative inquiry framework to edevelop a group contingency intervention with the children
and adult leaders in the centre. By doing so, the group's participation was extended across all
stages of intervention developmenthildren and adult leaders were invited to contribute to the
identification of target behaviours via the design of game rules, game format, contingency type
and rewards. Cooperative inquiry haeviously been used to develop mental health
interventions (Bearman et al., 2020), positive technologies (Yarosh & Schuleler, 2017) and science
activities (Gillies et al., 2014) with children. However, to the extent of our knowledge, no previous
researchhas used cooperative inquiry to develop a group contingency intervention. Cooperative
inquiry, in the case of Afterschool 4, was successfully adopted to design a interdependent group
contingency intervention which was effective at increasing all threeetavghaviours helping,
positive and social peer interaction and tesskgagement. These findings provide further evidence
for the use of group contingency interventions for targeting PSBs (Brennan et al., 2024) and
academic behaviours (e.g., Bohan & Smg0R2) However, it could be argued that the -cl@sign
process, in which the participants are required to work together to meet a common goal, may
AGaStF AYLI Ol GKS OKAftRNBYyQa O0SKFE@A2dzNID ! f 1 K2
co-design procesguture research should seek to explore the impact oflesign processes on
behaviour change, perhaps through more qualitative accounts of behaviour change or through
scale or questionnaire measurements of behaviour.

As a method specifically designed for working with children (Druin, 1999), the cooperative
inquiry framework was considered the most appropriatedasign method in this case. However,
future research should explore the use of otherdmsign methods fortte development of
behaviour interventions with other cohorts, for example Design Thinking (Micheli et al., 2019),

experiencebased cedesign (Hawke et al., 2024) or value sensitive design (Davis & Nathan, 2015).

5.7.3 Exploring the Social Validity of @esigned Group Contingency Interventions

Social validity findings acrobsth studies presented in this chaptBighlighted that ce
design methods can produce socially valid interventions. In Aftersch@&ugy 1) high child and
I Rdzft G NI GAy3&a I ONR&aa YSIadaNBa &adzOK Fa GKS [/ KA
Elliott, 1985) and Behaviour Intervention Rating Scale (BIRS; Elliott & Treuting, 1991) reflected
strong acceptability, perceived effectiveneasd procedural clarity. These findings are aligned

with the view that cedesignmethods may enhance bty from users (Ramos et al., 2020) and
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ensure that the interventions align with individueeds and preferences (Snodgrass et al.,
2018).

In Afterschool 4Study 2Y I f 6 K2 dzZA K OKA f Rieslgne@behaldurigdameé3a 2 F G K¢
remained positive, adult feedback was more complex. In the case of Afterschool 4, social validity
measures were gathered throughout the intervention to ensure we were maintaining an
intervention that was considered socially valid. However, although the feedback gathered
throughout the intervention was positive, the feedback at the end of the intervention was more
mixed. During the reaction phases, when shortened vasiof the BIRS (Elliott & Treuting, 1991)
were administered, leaders responded positively to the intervention. However, during the
reflective phase, when leaders completed the-fafigth BIRS (Elliott & Treuting, 1991), their
responses were less positive. Leaders raised some concerns about the motivational effects of
team-based rewards and highlighted that some children remained disengaged.

Future studies may seek to gather even more frequent measures of social validity
throughout an intervention, in particular when @esigning. Perhaps daily cheoks could
provide a simple, timeffective measure of ensuring that all users are satisfigt thie final

product of the cedesign and if not, amending the approach.

5.7.3.1 Insights from the Reflective Focus Group

The postintervention, reflective focus group Btudy 2 (Afterschool 4dded a valuable
layer of understanding of social validity, extending beyond what was captured by the structured
rating scales. Children described their enjoyment of the game and their pride in contributing to its
design. They also suggested modificatitmghe structure, such as changing how points were
earned or how teams were formed. These insights support previous findings that children are
capable of critically evaluating thedxperiences and offering constructive suggestions (Salmon et
al., 2021).

Some children reported increased cooperation during the game, although others felt that
interpersonal relationships remained unchanged. This mixed response suggests that while co
designed interventions may improve specific behaviours, broader social dgmamaly require
additional support (Farmer et al., 2018). Adult leaders shared similar feelings, observing that while
many children were motivated, a few remained indifferent. These reflections align with calls for
behaviour support models that are adaptiteeindividual needs and reinforcement preferences
(Baer et al., 1968).

Focus group findings strengthened the observational and social validity questionnaire
data, confirming positive behaviour change trends while also highlighting areas for improvement.
They reinforced the value of mixedethod evaluation designs, which intage behavioural
outcomes with qualitative data to provide a more holistic picture of impkas. important

however, to note that the feedback received from adult leaders and children in this study were
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limited to the specific questions that they were asked, whether in quantitative social validity
measures or qualitative focus group sessidreedback received from this cohort, while relevant
to this cohort for this cadesigned behaviour game, may not be relevant to other cohéitsure
researchshould strive to includsocial validity measures throughout intervention design and
delivery, including participants where possible to ensure relevance for the particular cohort they
are working with. Researchemnsight develop ceevaluation tools that empower children to assess
and modify interventions in redime, further extending the participatory design into the
evaluation phaseWith a growing recognition of the importance afcounts ofjualitative impacts

of behavioural research, future research shoségk to, as aligned in this study, collect mixed

methods social validity evaluations.

5.7.4 Implications of a Perse@entred Approach tdesigningBehaviour Analtic Interventions

The findings of the studiggesented in this chaptesffer support for persorcentred
approaches in behaviour analysis, in particular when working with children at risk of ACEs. Al
participating children in the two studies had been referred to the communétyed afterschool
programmes due to social, emotial, or familial challenges. For these populations, feeling heard
and valued is not simply an ethical concern but is essential for meaningful engagement
(FranchineOlsen et al., 2025).

Behaviour analysts atasked with designing interventions that are meaningful, relevant
and responsive to the unique needs of the individuals they work with (Baer et al., T368).
design framewaorks provide opportunities for voice, agency and collabordtstering
partnerships that empower participants and involve thenaliraspects of the intervention rather
than positioning them only as recipients of the interventi®esearch has suggested these
approaches can lead to better, more successful innovations, higher satisfaction of users, improved
decision making and faster development (Antonini, 2021; Steen et al., 2011).

Embedding participatory methods like-design into behaviour analytic practice aligns
with traumainformed (Austin et al., 2024; Rajaraman et al., 2022) principlesimainformed
care advocates for recognising the widespread impact of trauma and actively seeks to create
environments that promote safety, trust and empowerment (SAMHSA, 2Uhéke approaches
emphasise an understanding of individual differences and a rejection of-aipefts-all

approach (Staszowski, 2018)tegrating traumainformed principles into behaviour analytic

AYGSNDBSyidAzys YSIya GKHG aGNFGS53ASa FNB RS&AD

Currently, applied behaviour analysis would benefit from clearer guidelines for the
implementation of cedesign approaches systematically as well as a suite of resources to support
these practices. Future research may seek to compaigesign across endnments

(community, clinical and educational environments) as well as exploring the effectslebigm

127



approaches on collaboration and critical thinking sKillereover, given that the caesign
processes were not experimentally controlled in either study presented in this chapter, future
research may seek to do sécguably, the calesign process itself provides adult leaders with a
vessel for teaching and promoting PSgardless ofhe aim of the output behaviour
intervention. Future research should seek to explore behaviour change duedesign

processes alone.

5.7.5 Conclusion

The studies conducted in Afterschool 3 and 4 demonstrate that participatoigesign
methods can effectively enhance both the efficacy and social validity of group contingency
interventions for atrisk children in community afterschool settings. The @rafive inquiry
framework, in particular, proved to be a valuable method for extending participation across all
stages of intervention development, resulting in interventions that were not only effective at
increasing target behaviours but also respongtvéhe uniqueneeds and preferences of
participants.

Beyond effectiveness, thesmflingsdemonstrate a model that could be used fopre
personcentredandtraumainformed practices within applied behaviour analydssy. empowering
children to caecreate interventions, practitioners can uphold core traum#rmed care principles
of safety, trust, collaboration and empowerment (SAMHSA, 2@mpedding participatory
methods like cedesign empowers individuals, particularly those facing social and emotional
challenges, to have a meaningful voice in intervamgithat affect them. Ultimately, participatory
co-design not only enhances intervention outcomes but also aligns with ethical responsibilities to

respect and value the lived experiences of those served.
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Chapter 6: Discussion

The development gbrosocial behaviourRSBduring childhood is an important
determinant of longterm emotional wellbeing (Flynn et al., 2015), academic success (Lum et al.,
2017) and greater peer relationships (Lee, 2016). Although considerable research highlights the
importance of nurturing thesbehaviours early (Wagaman, 2011), intervention efforts have
traditionally focused on reducingntisocial behavioursASB}¥ such as disruption and aggression
(Maggin et al., 2012). This prioritisation often risin punitive or punishmenbased responses,
even for children who may be considered vulnerable (Pokorski et al., 2021). As noted in €hapter
1 and2, researchers have demonstrated the potential for group contingencies to support positive
and longterm behaviour changée.g., Embry, 2002; Troncoso & Humphrey, 20Rbwever,
existing studies predominantly target disruptive or ASBs and rarely embed tranfionened or
personcentred principles (Austin et al., 2024; Rajaraman et al., 2022). Behavioural interventions
in afterschool or oubf-school contexts also remain der-researched, despite their potential to
support marginalised children during higisk hours of the day (Kremer et al., 2014).

A systematic synthesis of the group contingency literatarploring the use of group
contingencies for targeting PSB and ASB in school setttvgsled several critical limitations.
Firstly, there is a significant imbalance in the types of behaviours targeted, with most of the
included studies targeting ASB rather than prosocial interaction (Yeung et al., 2016). Secondly, the
majority of interventions adopted punishment procedures in the sht@tm contingency of the
group contingency intervention (e,dgMaggin et al., 2012). Thirdly, none of the reviewed studies
met the WWC (2020) standards for singlese experimental design without reservations.

The present thesis addressed the limitations of the literature outlined in Chapter 2 by
applying a traumanformed, persorcentred, and participatory lens to the design and delivery of
group contingency interventions for children at risk of ACEs. Acrassdonmunitybased
afterschool programmes, singtase experimental designs were used to evaluate the
effectiveness and acceptability of both standard anedesigned versions of théaught Being
Good Game@BGGWright & McCurdy, 2012 hese interventios focused on reinforcing PSB
(e.g., helping, encouragement, and cooperation) and some (Chapter 5) were developed in
collaboration with children and staff to reflect shared values and contextual realities. This work
represents the first known application tthuma-informed, cedesigned group contingencies in
afterschool programmes serving children exposed to adversity. It contributesdatanuously
evolvingbody ofliterature within ABA that prioritises ethicahd contextsensitive practices
(Rajaraman tal., 2022)and demonstrates that collaborative intervention design can produce
effective and socially valid behaviour change interventions. The key aims of the empirical chapters

of this thesis are summarised below.
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The systematic review presented in Chapter 2 synthesised and evaluated the findings of
22 eligible studies. The review was the first known review to synthesise the literature exploring
the use of group contingencies for target PSBs and ASBs of childmehowl settings. In typical
behaviour analytic synthesis, studies not meeting WWC Design standards (2022) are excluded
from the review (e.g., Maggin, Johnson, et al., 2012; Maggin et al., 2017). However, by including
studies not meeting design standara@s, we did in Chapter 2, we can identify common quality
shortcomings of such research providing guidance for researchers and practitioners in the area.

The findings of the Chapter 2 review highlighted several gaps in the literature which
provided a basis for further empirical research outlined throughout this thesis. Firstly, there was a
clear overrepresentation of studies focusing on reducing ASBsavitewer targeting the
promotion of PSBs, despite calls in the literature for such a shift (Yeung et al., 2016). Additionally,
although ethical and moral concerns surrounding the use of punishment techniques in behaviour
management have been posed (Coopeal., 2020), many group contingency interventions still
adopt punishment (whether positive or negative) in the skherm contingency. Dissecting a
group contingency by the shetérm and longterm contingencies allogus to explore the
behaviour change mechanisms at play within group contingency interventions more accurately
enhancing the clarity and understanding of the mechanisms throughout the interverinally,
the review highlights the lack of higjuality literature in the area with none of ¢hcases in any of
the included studies meeting WWC (2020) design standards without reservations. Chapter 2
identified several gaps whichkere then addresseth subsequent empirical chapters including
conducting higkguality researchmeeting WWC design standards (2020), adopting purely
reinforcementbased contingencies and contributing to the literature exploring the use of group
contingencies targeting PSBs.

Chapter 3 reported the findings of the first empirical study (Afterschool 1), in which the
CBGG was implemented in a commustigsed afterschool programme supportingragk
children. The study employed a withdrawal design and demonstrated clear incieabese PSBs
(Encouragement, Peer Cooperation, and Leader Cooperation) of both the group of children and an
individual target child. Though participating children rated the CBGG highly, adult leader social
validity ratings were mixed, highlighting the rie® focus on designing socially valid
interventions.

Chapter 4 outlined the findings of the second empirical study (Afterschool 2), which in
addition to exploring the use of the CBGG for targeting PSBs also explored the usability and
feasibility of DBR as a tool for adult leaders to assess behaviour cl&nglarly to findings from
Afterschool 1, the CBGG was also found to be effective with this cohort of children. The CBGG was
effective in increasing helping and encouragement of the whole group and of one target child.
After a brief training session, adul t S RSNJ 5. w ¢gSNB FfA3ySR gAGK
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observations of behaviour collected using partial interval recording. Both the children and adult
leader rated the CBGG highly on social validity measures. The study marked a shift toward
involving practitioners more actively in the intervention procesd amincreasingheir awareness
and understanding of behavioural change.

Chapter 5 presemtd the findings from two studies which examined the development and
implementation of a group contingency intervention in two commuitiised afterschool
programmes. In Afterschool 3 (Study 1), the "action" phase of a cooperative inquiry model was
piloted to explore how children might be engaged in the collaborative development of
intervention rules. In Afterschool 4 (Study 2), a full cooperative inquiry framework was
implemented, involving children throughout all stages of the interventiesign and evaluation
process. Irtudy 1the CBGGwitheRS & A Iy SR 3+ YS NMz S&a>x SR G2 Ay
positive and encouraging social interaction and task engagement. Children and adult leaders rated
the intervention highly. Iistudy 2 the fully cedesigned group contingency produced increases in
helping, positive and encouraging peer interactions and task engagement. While chil@ilyn
2ratedthecoRSa A Iy SR IANRdzL) O2yAy3ISyOe KAIKfe&z | Rd
leaders inStudy 2may have perceived lower social validity due to differing interpretations of
meaningful behaviour change. Perhaps including a leader measurement such as DBR as used in
Afterschool AChapter 4would enhance thé S | Rs&cldBvadity.

Please refer to Tabkg.1for an overview of how each of the thesis aims was addressed.

6.1 Synthesis of Key Findings

6.1.1 Exploring the use of Group Contingencies Beyond the School Context

Asignificant contribution of this thesis lies in its extension of the use of group
contingencies to afterschool settings, particularly with populations who may be at increased risk
of ACEs. Typically, behaviour analytic interventions have been condudddtured school
environments focused on curriculum delivery and classroom management (Maggin et al., 2012).
However, afterschool programmes offer a unique and underexplored context for supporting
OKAf RNBYyQa az20Al X SY2IigEratiet el al. [202B). ToeSeKsktitgs?2 dzNJ f
often serve children who have experienced ACEs (McDaniel & Yarbrough, 2016; Taheri & Welsh,

2015) and therefore require interventions that are not only effective but also trainftamed.
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Table6.1

Overview of Thesis Aims and Corresponding Chaptenrsich Aims were Addressed

Thesis Aim Chapter(s)

Addressed

Summary of How Aim was Addressed

|
Synthesise existing literature Chapter 2

on group contingency
interventions for promoting
PSBs and reducing ASBs in
school settings.

Evaluate the effectiveness an Chapters &
acceptability of the CBGG in

afterschool settings,

particularly for children at risk

of ACEs.

Explore the role of calesign
in designing group
contingency interventions
through input from children
and adult leaders.

Chapter 5

Contribute to evidence on
behaviour support strategies
in communitybased, charity
run afterschool services.

Chapters &

1
Conducted a systematic review of 22 studie
using group contingencies with children.
Identified a predominance of interventions
targeting ASBs, with limited higfuality
evidence on PSBs. Critically appraised
intervention designs and highlighted a need
for reinforcementbased, ethically aligned
approaches.

Across four empirical studies, the CBGG an
co-designed variants consistently increased
PSBs such as helping, encouragement, and
task engagement. Effect sizes were large to
very large. Acceptability was assessed using
CIRP and BIRS, with children rgtihe
intervention highly and adult leader responsi
varying by level of engagement.

Caodesign and cooperative inquiry methods
were piloted and implemented in Afterschoo
3 and 4 respectively. These participatory
processes enhanced social validity and
procedural fit.

Conducted research in four urban,
community-based, charityun afterschool
centres. Demonstrated feasibility and
adaptability of the CBGG within settings thai
lacked formal curricula or behaviour support
infrastructure.

This thesis contributes new insights by demonstrating how group contingency

interventions can be designed and implemented in these flexible, afterschool environments in
ways that are sensitive to the lived experiences of vulnerable children. Througheigeation of
traumainformed principles such as promoting safety, trust, predictability and collaboration, the
interventions presented throughout this thesis not only prioritise behavioural outcomes but also
OKAf RNBYQa @2A0S® Lwfhcalfaryaimandriedapgp®actie&t8 a A a |t Ay a
behaviour analytic interventions (Austin et al., 2024; Rajaraman et al., 2022).

Afterschool settings differ from schools in terms of structure, staffing, and purpose
(Fukkink & Boogaard, 2020). They prioritise social and emotional learning over academic
performance anaften rely on staff without formal behaviour management training (Frazier et
al,. 2019). These features present both challenges and opportunities for behaviour intervention.
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The lack of structure can complicate the consistency of behaviour management (Frazier et al.,
2019), yet it also provides a more naturalistic environment in which to observe and support the
development of PSBs (Smith et al., 20THis provides an informal environment which provides
an opportunity to build trusting relationships, foster psychological safety and model emotion
regulation strategies, key principles of trauamiormed care (SAMHSA, 201Hijterventions like

the CBGG must therefore be adaptaldasy to implement, and sensitive to the evolving needs of
children and staff in these dynamic contexts (Farrell et al., 201®) studies presented

throughout this thesis prioritisethe safety and trust of participants by focusing on strengths
based interventions (i.e., targeting PSBs rather than ASBs) with a high degree of input sought from
participantsand designed activities mindful of the potential for past traumatic experiences in
their lives.

Furthermore, the roleand profileof adult leaders in afterschool settings differs
substantially from that of teachers (Hwang et al., 2020). Afterschool leaders often have less
formal training in pedagogy or behaviour management and may be volunteers or youth workers
from the local communy (Hwang et al., 2020). While this can present a barrier to implementing
more complex interventions, it algmrovides a valuable opportunity to designcessible, socially
valid, andpersoncentredstrategies. The currerihesis demonstrates that with appropriate
support, such as DBR training anddasign processes, afterschool leaders can play a vital role in
facilitating effective behaviour change and evaluating intervention success.

By demonstrating the feasibility and effectiveness of group contingency interventions in
non-school environments, this research provides a model for extending behaviour change
interventions to communitybased settings where resources may be limited butrteed for
positive behavioural support is substantisloreover, the use of traumanformed, participatory
methods in these contexts holds promise for exploring new models of tranfoemed behaviour
analysis which allows us to design interventions tihat inost vulnerable children have access to

while ensuring they are both effective and affirming.

6.1.2 Effectiveness of the Caught Being Good Game in Increasing Prosocial Behaviour

Across the empirical studies presented in Chaptebs the CBGG and -@esigned
equivalents, demonstrated a capacity to increase PSBs of children attending four community
based afterschool centres in an urban area of Dublin. Across all studies, dateoNected from
a total of 43 children and five adult leaders. The CBGG (Wright & McCurdy, 2012) is a group
contingency intervention using positive reinforcement in both the stern and longterm
contingencies. Throughout this thesis it was effectivenateasing the following behaviours
Encouragement, Peer Cooperation, Leader Cooperation, Helping, Positive and Encouraging Peer

Interaction, Positive and Encouraging Social Interaction and Task Engagement. Across all studies,
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visual analysis of the ABAB withdrawal design revealed consistent improvements in PSBs during

intervention phases, with immediate reductions in behaviour observed upon withdrawal of the

intervention. These patterns support a functional relation betweenititervention and

behaviour change. Effect sizes (Tarlow, 2016, 2017) ranged from 0.658 to 0.898 across phase

changes, indicating large to very large effects for all targeted behaviours in all empirical studies.
b2a0lofées STFSOUa ¢SNB 20aSNBSR d 620K 3INRdzLI |
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observed alongside the whole group. The CBGG was considered effective asimgieauren and

.Sy Qa t{. I3 AY s(LaNG&vRQIA) ROJ 7Y the WollBhé Gonsidardd farge to very

large. These findings contribute to an expanding body of literature supporting the utility

reinforcementbased group contingenci€Bohan & 8iyth, 2022; Groves & Austin, 2019).

Notably, this thesis demonstrated the first known applications of the CBGG to afterschool settings

serving ethnically diverse children at riskACEs.

Given the inherent cooperative nature of the CBGG, the intervention provides a natural
way to encourage cooperative and PSBs between children. The studies presented throughout this
thesis did not measure communication between and within teams of childrerughout the
intervention phases. Future research may seek to explore teammate reprimands and praise and
compare their frequency in the reinforcemeahly CBGG and the GBG which incorporates
punishments.

Critically, this thesis advances the field beyond existing studies by directly addressing
several gaps identified in the systematic review of the literature (see Chapter 2). First, whereas
the review found that the vast majority of group contingency imttions targeted reductions in
antisocial behaviour and frequently incorporated punishmbased elements (Yeung et al.,

2016), the present studies focused exclusively on the promotion of PSBs through reinforeement
only strategies. This aligns with ethidg@peratives in behaviour analysis to minimise punishment
and promote strengthdased practice (Cooper et al., 202@)s important, however, that we

note the limitation in the lack of data presented on these disruptive or ASBs. Though the studies
presented in this thesis provide evidence for the CBGG asttbsigned equivalents for promoting
PSBs, no inferences cantbade about their effects on disruptive or ASBs. Future research should
seek to explore the effect of these methods for targeting bothP8#l ASBs simultaneously,
particularly by using DRA.

Importantly, manyof the studies revieweth Chapter 2vere limited by insufficient design
quality, with none meeting WWC (2020) standards for sheglee designs without reservations. In
contrast, the current thesis employed rigorous ABAB withdrawal designs, clearly operationalised
target behaviours, indeperht data collection, and regular assessment of interobserver

agreement. This methodological robustness strengthens the internal validity of findings and
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directly responds to concerns about the standards of prior group contingency research (Maggin et
al., 2012)Chapter 3 presemrtd the findings okixexperimentsthree of which meet WWC Design

{41 yRFNR& OHNHHO @AGK2dzi NBASNDIFGA2ya o02K2fS
which meet design standards with reservations (though they met design standar(020) the

current standards at the time of conducting the studgthout reservations). Chapter 4 preseut

the findings offour experiments, all of which aet design standards without reservations. Finally,
Chapter 5 presemtd the findings ofixexperiments acrosavo studies, all of which et design
standards without reservations.

Finally, this thesis represents the first known application of the CBGG in afterschool
programmes serving children with elevated risk due to ACEs. By situating the intervention in real
world, nonclassroom environments, it extends the ecological validity eelevance of group
contingency research, providing a foundation for future work inafutchool care and other

community-based settings.

6.2 Social Validity Findings

Social validity was a central focus in the design, implementation, and evaluation of all
studies in this thesis. Consistent with the foundational dimensions of applied behaviour analysis
outlined by Baer, Wolf, and Risley (1968), the studies in this thesisnly measured behavioural
change but prioritised the acceptability, relevance, and contextual fit of the interventions for both
children and adult leaders. This reflects broader shifts in the field which emphasise the need for
interventions to align h stakeholder values, protect individual dignity, and promote
collaborative engagement (Volmer & Pendergrass, 2025).

In total, 30 children across fogentresO2 YL SGSR GKS / KAt RNByQa L
Profile (CIRP; Witt & Elliott, 1985). Ratings were consistently high (mean range25.5
indicating that the Caught Being Good Game (CBGG) anddtsi@gmed variants were perceived
as fun, fair, and helpfiby the children themselves. This is particularly noteworthy given that child
feedback is not always included in studies adopting single case research designs (Snodgrass et al.,
2018). By emphasising the perspeeswof children, those most affected by the interventions, this
research contributes to a growing commitment withiahaviouranalysis to adopt perseoentred
approaches (Fernandeédateos et al., 2022).

l Rdzft & £ SIFTRSNEQ NI GAy3Ias OF LWIdINBR GKNRdIAK
on the final administered BIRS across the 5 adult leaders was 108 out of a total possible score of
144 (range 93 127). Notably, the highest scores were recordedhager 4 (120/144) and
Chapter 5 Study 1 (127/144), both of which involved leaders in participatory processes, behaviour
measurement through DBR in the former, anddasign workshops in the latter. This pattern
supports the notion that involvement in inteention development or evaluation enhances

perceived relevance and effectiveness, a claim also supported in the wider literature on{erson
135



centredpractice and collaborative intervention design (Fernaniieteos et al., 2022; Rajaraman
et al., 2022).

In two chapters, social validity was collected at multiple timepoints allowing for a more
dynamic interpretation of acceptability. In Chapter 4, social validity was measured before and
after the DBR training session. In Chapter 5 Study 2, shortened salaitly measures were
administered during the reaction phase at two time points. For Chapter 4, before DBR training the
leader gave the intervention a score of 118 out of a total possible score of 144. Her score then
increased to a score of 120 out ofaal possible score of 144 suggesting that an increased
understanding and awareness of behaviour change may positively impact social validity.

However, in the case of Afterschool 4, at reaction timepoint 1 the leaders gave the
intervention a mean total score of 21 out of a possible total of 24. At reaction timepoint 2, one
leader responded and gave the intervention a score of 24 out of a totdiple score of 24. These
scores in the reflective phase then reduced to 93 and 106 out of a total possible score of 144.
Discrepancies between initial impressions and reflective assessments suggested that social
validity should be treated as an evolvingnstruct, sensitive to time, context, and perspective
(Vollmer & Pendergrass, 2025). These findings align with Friman's (2021) Circumstances View,
which posits thabehaviouris a product of environmental contexts rather than inherent traits.
Recognising that stakeholders' perceptions are influenced by their circumstances underscores the
importance of creating supportive environments that facilitate positive experiences with
interventions. This perspective reinforces the need for ongoing engagement anthtidao
maintain high social validity.

In conclusion, these findings underscore the importance of conceptualising social validity
not as a oneoff post hoc measurement but as a core evaluative dimension of behaviour analysis
research. The variability in adult leader responses illustrates tigakvalidity is sensitive to a
number of factors which may include role clarity, training, implementation fidelity, and contextual
stressors. Meanwhile, the consistently high ratings from children reaffirm the potential of co

designed, strengthbased goup contingencies to resonate with those they are designed to serve.

6.2.1 Adult Leader Participation in Intervention Design

The empirical studies outlined in this thesis demonstrated an evolving and expanding role
for adult leaders in the behavioural intervention proceasoncept also noted by previous
researchers (Donaldson & Austin, 2017; Donaldson et al., 208jJterschool 1 and 2, adult
leaders played an important role in the identification of target participants, offering insights based
on their ongoing interactions with children and their understanding of their individual behavioural
profiles. This was pacularly valuable in identifying children like Lauren and Ben, whose

participation provided data on individual responses to these interventions. Additionally, in these
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studies, adult leaders contributed to the selection of target behaviours, helping ensure that the
behaviours addressed were contextually relevant and aligned with the social goals of the
afterschool programmes.

This involvement is consistent with participatory approaches, which typically find that
educators and practitioners are more likely to adopt and sustain evidbased practices when
they perceive the intervention as relevant to their context and when thexy their own
SELISNASYOSaE yR SELISNIAAS NBFtSOGSR AHy&aEKE A2 dz
not just about compliancwith the interventionbut about meaningful engagement, which
enhances fidelity and outcomes (Walton et al., 20THe empirical chapters presented in this
0KSaAa adzlR2 NI GKA& o0& RSY2yadNYGAy3 K2g | Rdz
behavioural targetindead to higher social validity ratinga/ithout experimental manipulation
however, we cannot provide evidence of this relationship. Future research may wish to do so.

The role of adult leaders expanded further in Afterschool 2 through the integration of
DBR. By training leaders to systematically observe, record, and reflect on PSBs, they became
active evaluators of the intervention's impact. This active involvement ptethgreater
awareness of behavioural trends and subtle improvements that may otherwise have gone
unnoticed. This approach aligns with growing calls in the behavioural literature to empower
community practitioners as collaborators in research and datactdin (Chafouleas et al., 2021;
Gondek et al., 2017).

In Chapter 5the role of adult leaders evolved from contributdes in Chapters 3 and 4)
to co-designers. Irstudy 1 Chapter,3eaders supported children in generating and refining the
rules of the CBGG, ensuring that relevance and appropriateness to the setting were maintained.
This shared decisiamaking process enhanced procedural fidelity and-tuynStudy 2 Chapter
5, the cooperative inquiry framework formalised adult participation in all phases of intervention
design, including the identificatioof behaviours, design of game rules, design of game structure
and reinforcement type.

Together, these practices reflect a broader philosophical alignment with the original
principles articulated by Baer, Wolf, and Risley (1968), who argued that behaviour analytic
interventions must be socially important, contextually appropriate, and meguirio the
individuals involved. However, this approach advances the field by operationalising these
principles through participatory and atesign methodologies, areas only recently beginning to
gain traction in behaviour analysis (e.g., Rojas, 2023y&th 2025). The integration of adult
leaders throughout the research process ensured that the interventions were not only functional
but also experienced as relevant by all stakeholddsreover, the traumanformed lens
adopted throughout the studies in this thesis ensured the studies were designed to be aware of

and reduce the risk of distress of not only the child participants, but also the adult leaders working
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in these centres, many of whom are impacted by similar experiences to the children they work

with.

CPHDPH / KAfRNBYyQa tIFINIAOALI GA2Y AY LYUGSNBSylAzy 58
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and context provide a basis for learning and development (Fawcett, 2021), has long been
established (Fawcett, 1991). Though participatory, persantred approaches sucls @oedesign

have been recognised as promising avenues for increasingnkand relevance for participants
(Ehrhertetal., 2023) y 2 LINBJA2dza NB &S NOK Kdesign Behawibuz NB R
interventions.Children's active participation intervention design emerged as a defining strength

of the thesis and represents a progressive step beyond traditional behaviour analytic approaches,
g KSNB O KvoleRainamidtervention is often simply as a recipient (Snodgrass et al.,
2018). In Chapter 5 Study 1, children participated in a series of structured workshops to
collaboratively develop the game rules for the CBGG. This process provided the first opportunity
for direct involvement of children in designing behavioural contingencies, serving as a pilot for the
more comprehensive participatory work undertakienChapter 5 Study dhe feedback and

success o€hapter 5 Study ihformed the development of a fulboperative inquiry framework in
Chapter 5 Study.Zooperative inquiry is a participatory design methodology that positions
children as partners in research and design, engaging them across all stages from

conceptualisation to evaluation (Druin, 1999; Gillies et al., 2014). This methodology aligns with

chffa SAGKAY O0SKI@A2dNI yltaara G2 NBO23IyArasS OKALE

towards ethically sound, inclusive intervention development (e.g., Donaldson et al., 2018). By
working alongside @ult leaders, children cadentified target behaviours, selected contingency
structures, and chose reinforcement systems, resulting in interventions that were contextually
relevant and personally meaningful.

The active involvement of children in both interventions was linked to high levels of
behavioural responsiveness and consistently strong social validity ratings. Children not only
reported enjoying the game but also expressed pride in contributing tceitggd and offered
constructive suggestions for improvement. This supports findings from broader participatory
research, which suggest that involvement in design enhances engagement, motivation, and self

efficacy, particularly in vulnerable or margisati populations (Franchin®Isen et al., 2025). By

Gt ARFGAY3 OKAf RNBYQa LISNRLISOGA DS s-gzefiisk $ t &0 dzRA S a

approach and instead reflected the lived realities of the participdnis.important to note,
however, that without experimental manipulation, we can only hypothesise that active
participation improves social validity. Future research should seek to further explore this potential

relationship.
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The field of behaviouanalysis increasingly acknowledges the importance of child
participation to improve outcomes and intervention acceptability (Antonini, 2021; Kumpulainen
et al., 2014). However, this thesis extends beytdmmethods described imuch of the existing
behavioural literature by operationalising a formal cooperative inquiry framework, demonstrating
its feasibility and benefit in afterschool settings &irisk children.

Future research should continue to explore and refine participatory frameworks such as
cooperative inquiry, design thinking, and experiethesed cedesign. These methods hold
promise for establishing relational safety and trust, which are essential wiogkirvg with
vulnerable populations, and they align strongly with ethical imperatives for empowerment and
inclusion (Franchin®Isen et al., 20255 pecific avenues for future inquiry might include
comparative studies of participatory methods in behavionalgsis, investigations into the
mechanisms by which participation enhances intervention outcomes, and research examining
how these approaches can be adapted for children with additional néadbedding child
participation at the core of behavioural intervention design represents both an ethical advance

and a practical strategy for improving intervention effectiveness and sustainability.

6.3 Traumalnformed Behaviour Change

The findings outlined in this thesis align with the growing call for trainfamed
approaches in behaviour analysis (Austin et al., 2024; Rajaraman et al., 2022) by focusing on a
population of children who were referred to these commuriigsed afterschol programmes
due to experiences of or suspected experiences of AEARFEHSA (2014) outline six key principles
of traumainformed careg 1) Safety, 2) Trustworthiness and Transparency, 3) Peer Support, 4)
Collaboration and Mutuality, 5) Empowerment, Vo&e Choice and 6) Culturédistorical and
Gender Issues. Table 6.2 provides examples of how the current thesis aligns with these six
principles.

Recent literature underscores the critical importance of tailoring behaviour analytic
interventions to acknowledge and accommodate the impact of trauma on learning and behaviour
(Downey et al., 2022). Biglan et al. (2017) articulate the importance oficgeatirturing
environments, settings that not only reduce exposure to toxic conditions such as threat, neglect,
and inconsistent reinforcement but also actively promote PSB and psychological wellbeing.
Consistent with this, the interventions outlined thrgliout this thesis prioritised psychological
safety and agency by embedding participatory design processes, offering choice and voice to
children and adult leaders alike (see Table 6.2 for further detail).

Importantly, this thesis presents novel applications of tratinfarmed practice in
behaviour analysis by embedding trawimdormed values in all phases of intervention design,
implementation, and evaluation. The use ofadesign and cooperative inquiryqvided children

with meaningful opportunities to shape the behavioural expectations and contingencies applied
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to them, ensuring that interventions were developmentally appropriate, socially valid, and
contextually responsive. Such practices also align closely with inclusive education (Rajaraman et
al., 2022), which focuses on more collaborative, persentred appoaches.

Although data on ACEs history were not collected due to ethical considerations,
the study settings and referral criteria provide a strong contextual basis for assuming that
participants were part of a vulnerable cohort. The consistently positive outcdmodis,in terms
of behavioural change and social validity, suggest that trainftamed, participatory behaviour

analysis holds significant promise for supporting children who may be considerisd.at
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Table 6.2

The Thesis Alignment with Principles of Tratinfarmed Care

Principle of Trauma

Informed Care

Application in the Current Thesis

Safety T /
|.
T
T
T/
Trustworthiness and M /
Transparency q
T
T/
Peer Support T L
o]
)
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Collaboration and

Mutuality

Empowerment, Voice

and Choice

Cultural, Historical,

and Gender Issues

=

= =4 =4
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6.4 Contributions to Theory and Practice

The research presented throughout this thesis makes several theoretical and practical
contributions to the literature. At the theoretical levél,extends current understandings of group
contingency interventions by distinguishing between sktertm and longterm behavioural
contingencies (see Chapter 2). This dissection draws attention to how some interventions
incorporate punitive shorterm elements (e.g., fouls) while still being classified as reinforcement
based due to the positive reinforcement geadly used in the longerm contingency. By clarifying
this distinction, the thesis contributes to a more precise conceptualisation of group contingencies
and challenges the assumption that such interventions are universally "positive." It offers a novel
framework for assessing the ethical and functional dimensions of behaviour change strategies,
supporting a shift toward purely reinforcemebtised approaches (Cooper et al., 2020; Bohan &
Smyth, 2023Wright & McCurdy, 20D)2This contributes tahe growingliterature supporting the
use of positive reinforcemertased behaviour strategies, adoptipgeventive and strengths
based approaches, especially when working with vulnerable populations (Fontenot et al., 2019;
Rajaraman et al., 2022).

The research also offers theoretical insights into the integration of trainftamed
principles within ABA. By operationalising core tratimfarmed values such as safety, choice, and
empowerment in intervention procedures, this work contributes to thevging body of literature
advocating for ethically grounded, persoantred practices in behaviour analysis (Rajaraman et
al., 2022)The CBGG focuses on a strengthsed protectiveapproachrather than a deficit
based approach (such as a procedure adopting punishment) which could put vulnerable
populations at increased risk of distress otr@umatisation Fontenot et al., 2019 These
findings highlight the importance of adapting behavioural interventions to meet the unique needs
of vulnerablepopulations andinderscore the potential for traumanformed approaches to
enhance both the effectiveness and acceptability of ABA practices.

The importance of a participatory approach is heightened when working with vulnerable
populations, such as children with experience of ACEs (Hales et al., 2023). These individuals may
have experienced environments in which control, autonomy, and safetg a@mpromised
(Wang et al., 2018). As such, behaviour analytic interventions must not only be effective but
affirming, respectful, and empowering (Baer et al., 1968). Embedding social validity checks and
participatory mechanisms throughout intervention ddepment is one way to ensure that
interventions are not imposed but etreated.

In terms of research practice,itthesis explores novel applications of participatory
approaches to the design of socially valid behaviour interventions. The usedekign as both a
methodological and philosophical stance contributes to theoretical discourse surrounding social
validityand participatory behaviour analysis. This thesis advances the argument that social validity

143
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should not be reduced to posioc assessmer{Snodgrass et al., 201B)t embedded throughout
0KS AYGSNBSyGA2y LINRPOSaa @Al YSIyAy3aFdad Ay@2f @SYS
involvement in shaping intervention goals, procedures, and evaluation not only affirms their
agency and voice but also enhances the contexiuaf such interventions. Moreover, the use of
DBR in conjunction with edesign offers a novel perspective on behavioural assessment tools.
This approach reframes data collection notaasexternal, researchedriven activity but as a
collaborative, reflective practice that engages relevant stakeholders in the evaluation process.
From a practical perspective, the thesis provides robust evidence for the feasibility of DBR as a
method forcapturing behaviour change in naturalistic, lo@source environments. Training and
supporting adult leaders to collect and interpret behavioural data enabled ongoing reflection,
improved social validity, and enhanced intervention sustainability. In agithe thesis offers
detailed examples of how to implement-cesign processes in ABA, particularly when working
with children. It outlines structured workshops, cooperative inquiry methods, and iterative
feedback cycles that can be adapted to other comityior educational contexts. These practical
strategies demonstrate that edesign is not only possible but beneficial, even in urdgspourced
environments.

The thesis also highlights the ecological and temporal dimensions of social validity.
Findings indicate that participaatif?-the-moment reactions can differ from their retrospective
reflections (Chapter 5), underlining the need for reale, continuous social validity
measurement. This insight calls for new tools and methodologies that better capture evolving
participant pespectives.

Practically, the research provides concrete, transferable frameworks for implementing
reinforcementbased interventiosin low-resource, informal educational settings. It offers
guidance for the structuring of edesign workshops, supporting adult leaders to collect
behavioural data, and maintaining intervention fidelity in realrld environments. These
practical contribtions are especially valuable for professionals working in afterschool and
community programmes where formal training and behaviour supjmdrastructuremay be

variable

6.5 PersorCentred Approaches and the Role of Social Validity

Central to this thesis is the adoption of a persmmtred approach, which positioned
participants as active contributors to the design, implementation, and evaluation of behaviour
supports. A persoigentred approach recognises that behaviour change stjigeemust be
aligned with the values, experiences, and goals of the people they are intended to support
(Santana et al., 2017). In applied behaviour analysis, this ethos is embedded within the concept of
social validityWolf, 1978).
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To maintain a perscoentred approach to designing socially valid interventions, an
iterative model is proposed for integrating social validity across the development,
implementation, and evaluation phases of behavioural intervention. During the develdpmen
phase, it is essential to engage stakeholders, particularly those with lived experience, in the co
design of behavioural goals and procedures. This can be achieved through structured activities
such as participatory workshops or cooperative inquiry. ighmut the implementation phase,
ongoing feedback mechanisms, including direct behaviour ratings and regular informairheck
can help ensure that the intervention remains acceptable and procedurally clear. Finally, in the
evaluation phase, reflectivend summative measures should be incorporated to provide a deeper
dzy RSNRGFYRAY3I 2F GKS Ay itSitektisy viréas BryintpiovemddtNIhiS A S R
iterative model affirms the ethical obligation to ensure that interventions are not onlyriieelly
sound but socially meaningful (Baer, Wolf & Risley, 1968), ensuring that their practices are

responsive to the complex needs of diverse populations.

6.6 Opportunities for Further Research

While the findings of this thesis provide important insights into the design and delivery of
socially valid, trauménformed interventions in afterschool settings, several limitations also point
to key opportunities for future research. These limitatiomsribt detract from the value of the
studies but instead highlight areas for refinement and deeper exploratidre limitations and
recommendations outlined in this sectioalate tothe thesis more broadly. Limitations and
opportunities arising from indidual studies are presented in the discussion section of each
chapter.

The interventions reported here focused exclusivelyP@BsWhile this emphasis aligns
with a strengthsbased approach (Mottron, 2017), the exclusion of ASB data limited the capacity
to examine whether increases in PSBs were associated with corresponding reductions in
disruptive or harmful behaviours. Future reseh should consider the integration of PSB and ASB
measures to evaluate the broader impact of group contingencies.

Due to ethical constraints, no direct data were collected on participants' experiences of
ACEsWhile the referral pathways and afterschool settings strongly suggest that the participants
were a vulnerable population, it is important to acknowledge that measuring ACE exposure in
childhood carries different methodological and ethical consideratioas tfetrospective adult
seltreport, which is more common in ACEs research. Retrospective measures rely on adult
reflection and memory, whereas assessing trawerposure during childhood involves sensitive,
potentially distressing disclosures that require robust safeguarding protocols. Future research
may benefit from the careful and ethically sensitive inclusion of trauma exposure indicators, such
as teacher oraregiver observations or anonymous screening tools, where appropiiats.

would allow for more nuanced analyses of how trauma history interacts with intervention
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responsiveness and social validitpportantly, traumainformed care also recognises that staff
too may have experienced trauma, and practices that offer them voice, support, and collaboration
can for them,foster a safe and responsive intervention environment.

The short duration of the interventions also presents a limitation. Without longitudinal
follow-up, it is not possible to determine whether the observed behaviour changes were
maintained over time or generalised to other settingghile Rresearch has providesbme
evidence for the longitudinal effects of the GBG for disruptive behaviours (e.g., Troncoso et al.,
2024; Wilcox et al., 20223 sveral gaps remain in théeratureinregard-tolongitudinal
explorations-of-group-contingenecy-nterventiorfauture research should seek to explore the

longitudinal effects of the CBGG or GBG on PSBs and should also seek to collect behavioural data,
as presented throughout this thesis, through direct behaviour observation and not using scale
measuresAdditionally,longitudinal studies are needed to assess the sustainability of

interventions developed through edesign and implemented with DBR. Such research could

explore whether continued stakeholdarvolvement supports intervention fidelity, social validity,

and behavioural maintenance. While the incorporation of DBR as a participatory assessment
method was a strength, there remains the possibility of rater bias, even with structured training.
Futurework should explore strategies to further enhance the reliability of DBR in applied settings,
such as peeassisted rating, videbased calibration, or the use of mixedethod approaches to
triangulate findings.

The social validity data collected in these studies also revealed an interesting divergence
between immediate, ithe-moment reactions and more reflective evaluations. For example, the
adult leaders in Afterschool 4 often rated the-designed interventiompositively during the
intervention but retrospective measures revealed moreganced omixed perspectives. This
suggests that social validity is not only dynaimit contextdependent and can shift as
participants gain distance from an intervention orleet more critically on its outcome%his
divergence aligns with research in psychology and education suggesting that retrospective
evaluations are often shaped by cognitive biases (e.g., mesxqugrience gap; Gloster et al.,

2017) and may not fully capture participants' lived, momtmmoment experiences (Leertouwer
et al., 2022). Momentary assessments, on the other hand, offer greater ecological validity by
capturing reactions as they naturally occur in context (Stone et al., 2023). Yet, social validit
within behaviour analysis is predominantly measured through retrospectiveegsiit tools (e.g.,
postintervention questionnaires or interviews), which magt account forfluctuations in

perceived acceptability, feasibility, or effectiveness across time and seférmggsHochman et al.,
2015; Kellems et al., 2016 he studies outlined in the current thesis aimed to address the gap in
high-quality group contingency literature targeting PSBs. The criteria set by the WWC (2022)

provides useful markers for ensuring the validity and reliability of our intervention design
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however, may not reflect the flexibility that is often required in practieeactitioners may also

use methods such as daily intervention preference assessments with the children they work with
to ensure social validity, though an everchanging intervention type would not meet WWC Design
Standards (2022). Alternatively, as an aiddial measure of social validity, researchers may seek

to collect and analyse data on the ongoing consent procedures adopted in Chapter 5 of this thesis
by analysing the proportff 2 ¥ OKAf RNBY LINBQGARAY3I | aasSyid 2y
attendance.

Future research should therefore explore the development of-tiea¢ or neartime co
evaluation tools (e.g., digital prompts, ecological momentary assessment) that allow participants
both children and stafto continuously reflect on and shape interventions as they unfold. These
methods may enhance the sensitivity and accuracy of social validity data while aligning with
participatory and traumanformed values of voice, agency, and responsiverfagsire research
should explore the potential role of aduéader involvement in enhancing procedural fidelity,
maintenance and generalisation of intervention effects.

Additionally future research should seek to explore the variables that may influence adult
leader implementation of the CBGG and the relationship between these variables and social
validity. Factors such as time, emotional wellbeing, staffing and personal traumaes adutts
running these interventions should be explored. Future researchers should aim to explore the
relationship between perceived ease of intervention delivery and social validity ratings.

More generallystudies should aim to broaden the demographic and contextual scope of
research in this area. The interventions were conducted in four commbaibed afterschool
programmes serving children from particular seemnomic and cultural contexts. Expandingsth
work to include diverse geographic regions, age groups, and community settings will support

greater generalisability and inform culturally responsive practices.

6.7 Conclusion

This thesis hasutlineda comprehensive exploration of how group contingency
interventions can be designed and implemented in a manner that is collaborative, socially valid,
and contextually appropriate for children attending commu#igsed afterschool settings. By
shifting fram traditionalresearcherdrivenmodels of behaviour intervention, this research
illustrates the value of engaging both children and adult leaders in therestion of behaviour
support strategies. The journey undertaken through this research has higidigine importance
of designing with, not for, those who are most affected by behavioural interventions. In doing so,
it has placed a particular emphasis on the voices and experiences of children, especially those at
risk due to adverse childhood experiescas well as on the pivotal role that adult leaders play in

supporting, modelling, and evaluating behaviour change.
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One of the most significant learnings from this work is the power of participatory
methods such as edesign, cooperative inquiry, and DBR to enhance both the efficacy and the
ethical grounding of applied behaviour analysis. These methods not only procheaslrable
improvements in PSB but also fostered a sense of ownership, fairness, and engagement among
participants. They offered a practical framework for implementing peisamtred (Petronelli &
Ferguson, 2023ndtraumainformed (Austin et al., 2094racticesin underresourced, real
world environments.

The research underscores timaportance andelevance ofligning practice wittthe
original foundations of ABA, as articulated by Baer, Wolf, and Risley (1968), who called for
interventions to be effective, generalisable, and, above all, socially important. Social validity has
been positioned as a key component of the current thegisding the selection of goals, shaping
procedures, and informing the evaluation of outcomes. This approach reflects an evolving
understanding of the field's ethical responities and methodological possibilities.

Ultimately, this thesigontributes to the growing body of literature which advocates for
collaborative, inclusive and persaentred approaches to behaviour support (Austin et al., 2024;
Rajaraman et al, 2022; Rojas, 2023; Schwartz, 2025). The thesis outlines practical exbihuples
stakeholder voice, particularly children and community afterschool service staff, can be
meaningfully incorporated into multiple elements of behaviour change planning and evaluation.
By embedding patrticipatory methods througiht intervention design, implementation, and
evaluation, the studies demonstrate how such approaches can enhance both the effectiveness
and social relevance of behavioural interventions. In doing so, the thesis highlights the potential
for participatory pactices to support interventions that are closely aligned with the values and

needs of thosehey are designed for
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Appendix t Search Strategy for Systematic Review

Below outlined are the search terms that were used for each of the 5 databases used in

the Systematic review AExploring the use of G
Behaviours of School Aged Childreno.
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Appendix3: Parent Plain Language Statement 1 of 2

Exploring the use of positive behavioural interventions to facilitate positive peer interactions.

Student ResearcheiMs. Ciara BrennanDublin City University, School of Psychology.
SupervisorsDr. Sinéad Smyth, Dr. Clare Boh&ublin City University, School of Psychology.

¢tKA&a addzRe KIFd NBOSAGSR SGUKAOIE | LIINBGIE FNRY 5/ !
DCUREC/2022/089.

Why is this research being conducted and what is this research about?

¢tKAA&d NBaASFNOK Aa 06SAy3d O02yRdzOGSR a LI NI 2F [/ Al N
is focused on exploring the use of games focused on improving behaviours for increasing social

and/or inclusive behaviours of Irish schaajed children. Thiresearch is completely sdifnded.

What will happen if my child takes part in this research?

If you and your child both agree to your child taking part, we will ask you to answer some short

guestions about your child (e.g. their age). Everything else will happen while your child is at the

[centre name] in the background of their usual activiti€se group will play a game for about 30

YAYydziSa | RFEe F2NJ lFo2dzi mn 6SS{ad , 2dzNJ OKAf RQa 3N
game and the rules of the game. The children will be asked to work together in teams to follow
theserulesandmaywin &Yl €t LINATS o6& SINYyAy3dI WLRAYy(iaQ 6KAES
children playing the game and will take notes on what they do. Ciara will do most of the

observation but some days a second observer will come in to help her. The notes that we take will

y20 YF1S Fye YSyildAzy 2F lFyeé OKAftRQa ylFYS Ay 2NRSN

126 oAttt Y& OKAfRQA O0SKIF@A2dz2NI 6S NBO2NRSRK
When we say that we will record behaviour, we will simply take notes on whether children do or
do not follow the rules of the game. These might include things like working nicely with their
peers or listening to the group leader. Ciara will be in the ré@king note of what happens and
counting the number of times that rules are or are not follow&tle need to measure these
behaviours before the children play the game and during game playing in order to see if the game
YSIya GKIFIG GKS anges RNBY Qa3 0 SKI @A 2 dzNJ

What will happen if | do not consent for my child to take part in the research?
,2dzNJ OKAf RQa LI NIGAOALI GA2Y Ay GKA&A NBaSkNOK Aa Oz
to stop taking part in the research at any stage. The group leader will be playing the game with

the whole group but we will stop collecting any inforha2 y 2y @2 dz2NJ OKAf RQ& 0 SKI OA
GAGKRNI ¢ LI NI ol & GKNRBAdAK GKS mn 6SS]T LISNA2RI A

data from their peers after data collection as data is observed at a group level. However, if you
withdraw your consat for your child to participate in any further data collection you may do so
without giving any reason and without any consequence for doing so. If you do not consent for
your child to take part in the rearch and/or we do not receive assent from yout dath will not

be gathered on their behaviour. As the game will be played during everyday activities at the
[centre name] your child will still be taking part in the game to prevent singling out of individuals,
however, no data will be collected from them
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126 gAff Y& OKAftRQAa LINAGIO& 6S LINRGISOUSRK
,2dzNJ OKAf RQa OSYUONB |yR 3INRdzL) £t SI RSNI yIYSa gA
which will be used to connect the behavioural data with the questionnaires and will be replaced

with pseudonyms (e.g., given a different name) when reporting erréisults of the study. These
identifiers will be visible on the demographic questionnaire provided but no name will be written

on this sheet. Any personal data will be stored separately to all behavioural data.

How will the data be used and subsequently disposed of?

If both yourself and your child agree for them to take part in this study every effort will be made

to ensure that your data remains unidentifiable. Data will remain confidential except for in
circumstances where confidentiality is subject to legal linotag. Hardcopies of consent and

assent forms, questionnaires and data collection sheets will be stored in a securely locked cabinet
Ay 5/ ! Qa {OKz22f 2F taeoOKz2fz23ed vdsSSauAaAz2yyl ANBaA
backedup to a password proteetd Google Drive folder. Only the primary research team will have
access to the data. Data with identifiable information will be shredded and disposed of once data
collection is finished. Soft copies of questionnaires will be compiled into a summary table a

then deleted from the Drive. Data with no identifiable information will be stored permanently as

it will not be identifiable. Your data will be handled in compliance with GDPR guidelines.

What are the legal limitations to data confidentiality?

Confidentiality of information can only be protected within the limitations of the law., it is
possible for data to be subject to subpoena, freedom of information claim or mandated reporting
by some professions.

What are the benefits for your child to participate in this research?

Games like this one have been associated with a wide range of benefits for children including
increased attention, increased academic achievement and decreased disruptive behaviours.
Inclusive behaviours can improve peer attitudes, help encourage studendships and increase

OKAf RNBYyQa LI NGLAOALI GA2Y Ay &a20ALf | OGADAGASE
children and group leader will experience a more pleasant environment.

What are the risks of participating in this research?

The level of risk is considered to be no greater than the risks associated with everyday life. As
such, it is not anticipated that there is any risk in participating in the current study. However,

there is a small chance that your child may become frusttatr embarrassed as there always is
GKSY | OKAfR Aad fSFENYyAy3a a2YSGKAYy3 ySgod | 2dzNJ
room and available to help the students. If you have any particular concerns about the conduct of
the research or your clilplease contact the primary investigator Dr. Sinéad Smyth at 01 7007422
or by email asinead.smyth@dcu.ieShould you wish to discuss this further with a representative
from the [centre name] you may talk to Leighann at the project. If your child has any concerns
about the project and is in need of extra support, Childline provides useful support to those und
the age of 18 anytime day or night. Your child can contact Childline by freephoning 800 666 666 or
texting the word "Talk" to 50101 or live messaging them at childline.ie.

How do I find out about the results of the study?
Should you wish to find out about the results of this study you may email
ciara.brennan239@mail.dcu.ie order to receive a summary of the results.
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Privacy Notice

Data will be under the control of DCU. Should you have any concerns or questions about the
KFyRtAYy3 2F GKS RIFGF O2y Gk OG 5/ +Qa 5F4GF t NRPGSOGAZ2
data.protection@dcu.iePh.: 01 7005118 / 7008257. If you are unhappy with how the ditais

project is being handled you have the right to lodge a complaint to the Irish Data Protection

Commissioner.

Who can | contact for more information on this project?

Should you wish to learn more about the study you may contact Ciara at
ciara.brennan239@mail.dcu.i€hould you wish to express any concerns you have about the
project or how it is planned to be conducted you can contact the principal investigator, Dr. Sinéad
Smyth atsinead.smyth@dcu.ie

If participants have concerns about this study and wish to contact an independent person,

please contact:
The Secretary, Dublin City University Research Ethics Committee, c/o Research and Innovation
Support, Dublin City University, Dublin 9T el 0£7008000, email: rec@dcu.ie
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Appendix4: Parent Consent Form 1 of 2

Exploring the use of positive behavioural interventions to facilitate positive peer relationships.
Research Team: Ms. Ciara Brennan, Dr. Sinéad Sry@®U School of Psychology

This research is focused on exploring the use of behaviour games for increasing inclusive
behaviours of Irish schoehdged children.

Please indicate your answer to the statements below by circling either YES or NO.
| confirm that | am 18 years of age or older. YES NO
| confirm that | have read the Plain Language Statement (or have had it read to YES NO
| confirm that | have understood the Plain Language Statement. YES NO

I have had the opportunity to ask questions and have satisfactory answers to a YES NO
questions | had. (Please note that researchers' contact details have been provi
give you an opportunity to ask questions).

| am a parent/guardian of a child in [centre hame]. YES NO

I consent for my child to participate. YES NO

Parent / Guardian Signature:

Parent / Guardian Name in Block Capitals:

/| KAt RQa bl YSY

Date:
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Appendix5: Adult Leader Plain Language Statement 1 of 2

Study title: Exploring the use of positive behavioural interventions to facilitate positive peer

interactions.

Student ResearcheiMs. Ciara BrennanDublin City University, School of Psychology.

SupervisorsDr. Sinéad SmythDublin City University, School of Psychology.

¢tKA&a addzRe KIFd NBOSAGSR SGUKAOIE | LIINBGIE FNRY 5/ !
DCUREC/2022/089.

Why is this research being conducted and what is this research about?

¢tKAA&d NBaASFNOK Aa 06SAy3d O02yRdzOGSR a LI NI 2F [/ Al N
is focused on exploring the use of behavioural games for increasing social and/or inclusive

behaviours of Irish schoalged children. This research is conele selffunded.

What will happen if | decide to take part in this research?

By agreeing to participate in this research you will be agreeing to implement a game during your
after-school activities. This game is a behavioural intervention designed, based on the science of

behaviour changesWhile the research team will design tivgervention, you will have the

opportunity to identify behaviours that are relevant to the group that you work with which can be

targeted. Ciara will arrange to run a training session with you to make sure you are comfortable

with and understand the inte’ention procedure and how the intervention should be

implemented. You will be asked to distribute and collect relevant forms (e.g., consent forms,

assent forms) from the children in your group and their parents. The group will play a game for

about 30 mimtes a day for about-80 weeks during regular activities. If you consent to

participate yourself, you will determine a set of group rules based on inclusive behaviours with

/I AN Qa KSftLIp ,2dz gAff IABS (KS FHaRdthed 'y 2dzif Ay S
children will be asked to work together in teams to follow these rules and may win a small prize

08 SIFENYyAYy3a WILRAYGAQ 6KAES LXFeAy3Id 2SS gAaff 20aSND
notes on what they do. Ciara will do most of the obsgion but some days a second observer

will come in to help her. When we are finished collecting data in the centre, we may ask you to fill

out a short survey with questions about your views on and experience with the intervention.

126 ogAft GKS OKAfRNBYaQ 0SKI@A2dz2NJ 6S NBO2NRSRK
When we say that we will record behaviour, we will simply take notes on whether children do or

do not follow the rules of the game. Ciara will be in the room taking note of what happens and

counting the number of times that rules are or are not follow&tle need to measure these

behaviours before the children play the game and during game playing in order to see if the game

YSIya GKFG GKS OKAftRNBYyQa 0SKIF@A2dzNJ OKFy3Saod

How will my privacy be protected?

,2dz2NJ yIEYS YR GKS OSyiGaNBQa yrYS gAtt 0SS IABSY dzyaA
the demographic questionnaires as well as the data collection sheets. These codes will be

replaced with pseudonyms (e.g., given a different name) when repaotirtpe results of the
study. Any personal data will be stored separately to all behavioural data.

How will the data be used and subsequently disposed of?
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| F NRO2LIASE 2F O2yaSyid FT2Nyxa ¢gAff 0SS aiz2NBR Ay
PsychologyHardcopies of consent and assent forms, questionnaires and data collection sheets
gAff 0SS ai2NBR Ay I &S 0OdzNB thelogy. Di@stiGRaired bndl dayaS i A
collection sheets will be scanned and backgxto a password protected Google Drive folder.

Only the primary research team will have access to the data. Data with identifiable information

will be shredded and disposed gban the completion of data collection. Soft copies of

guestionnaires will be compiled into a summary table and then deleted from the Drive. Data with

no identifiable information will be stored permanently as it will not be identifiable. Your data will

be handled in compliance with GDPR guidelines.

What are the legal limitations to data confidentiality?

Confidentiality of information can only be protected within the limitations of the law., it is
possible for data to be subject to subpoena, freedom of information claim or mandated reporting
by some professions.

What are the benefits associated with participating in this research?

Games like this one have been associated with a wide range of benefits for-agieabthildren

including increased attention, increased academic achievement and decreased disruptive
behaviours. Inclusive behaviours can improve peer attitudes, help engedrndships and
AYONBIFAS OKATftRNBYyQa LI NUGAOALI GAZ2Y AYy &az20Abft I
both you and the children will experience a more pleasant environment.

What are the risks of participating in this research?

The level of risk is considered to be no greater than the risks associated with everyday life. As
such, it

is not anticipated that there is any risk in participating in the current study. However there is a
small chance that your child may become frustrated or embarrassed as there always is when a
child is learning something new. If you have any particular@mscabout the conduct of the
research please contact the primary investigator Dr. Sinéad Smyth at 017007422 or by email at
sinead.smyth@dcu.ie

How do | find out about the results of the study?
Should you wish to find out about the results of this study you may email
ciara.brennan239@mail.dcu.ie order to receive a summary of the results.

Privacy Notice

Data will be under the control of DCU. Should you have any concerns or questions about the
KIyREAY3 2F GKS RIGE O2ydlrOd 5/10a 5FdF tNRGS
data.protection@dcu.iePh.: 7005118 / 7008257. If you are unhappy with how the dataisf

project is being handled you have the right to lodge a complaint to the Irish Data Protection
Commissioner.

Who can | contact for more information on this project?

Should you wish to learn more about the study you may contact Ciara at
ciara.brennan239@mail.dcu.i8hould you wish to express any concerns you have about the
projector how it is planned to be conducted you can contact the principal investigator, Dr. Sinéad
Smyth atsinead.smyth@dcu.ie
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If participants have concerns about this study and wish to contact an independent person,

please contact:
The Secretary, Dublin City University Research Ethics Committee, c/o Research and Innovation

Support, Dublin City University, Dublin 9Cel 07008000, email: rec@dcu.¢
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Appendix6: Adult Leader Consent Form 1 of 2

Exploring the use of positive behavioural interventions to facilitate positive peer relationships.
Research Team: Ms. Ciara Brennan, Dr. Sinéad Sry@®U School of Psychology

This research is focused on exploring the use of positive behaviour games for increasing inclusive
and prosocial behaviours in Irish children.

Please indicate your answer to the statements below by circling either YES or NO.
| confirm that | am 18 years of age or older. YES NO
| confirm that | have read the Plain Language Statement (or have had it read to YES NO
| confirm that | have understood the Plain Language Statement. YES NO
| have had an opportunity to consider this information. YES NO

I have had the opportunity to ask questions and have satisfactory answersto a YES NO
questions | had. (Please note that researchers' contact details have been provi
give you an opportunity to ask questions).

| understand that | will be responsible for implementing the chosen intervention YES NO
with my group.

| consent to participate in this research. YES NO

Signature:

Name in Block Capitals:

Date;
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Appendix7: Child Information Sheet 1 of 2

Information Sheet

Exploring the use of positive behavioural interventions to facilitate positive peer
relationships.
Research Team: Ms. Ciara Brennan, Dr. Sinéad Smyth - DCU School of Psychology

We recommend that you read through this information sheet with the help of an adult.

Cwer the next few weeks your team leader This game will look at how YOUr group can

will run a new game with your group. get better at including all of your friends
and work together as a team.
3l 4l
_:—l“
o =
&_—— i
B— -
1 F —
Your team leader will set some new class You will work in teams fo follow the group
riles. nules which will eam your team points.

6.

3.
ou will have a visitor called Ciara in the

If your team gets a certain number of points | room who will watch your class during the
or more than you will win a small prize. game.
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Ciara will be collecting information about the
points all of the children in your group get
while you all play the game.

It is okay if you decide you do not want
Ciara to collect information about you while
you play the game. Just let us knowl

9.

If you decide not to let Ciara collect
information, you will still play the game
because your team leader will ask all
children to play but Ciara will not collect any
information about how you play the game.

10.

The information Ciara collected about you
during the game will not have your nams
written amywhere. The sheet you sign with
your name will be stored in a safe locked
cabinet.

11.

a?
T

ET

If you have any questions about the
ressarch you can ask a parent or your
teacher.

If they need some help answering your
guestion they can email
ciara.brennan23%@mail.dcu.ie.
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Appendix8: Child Assent Form 1 of 2

Assent Form
Exploring the use of positive behavioural interventions to facilitate positive peer

relationships.

Research Team: Ms. Ciara Brennan, Dr. Singéad Smiyth - DCU School of Psychaology

Draw an X or fick « in the right box.

1.

| have read the information sheet or an adult
has read the information sheet for me.

o’

| have asked an adult any questions that |
have about this project.

YES'D
NO'D

| understand how the game will work.

?ES'D
HG'D

| am happy to let Ciara collect information
about me while | play the game.

YES'D
NO'D

Write your name neatly here:

Date:
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Appendix9: Demographic Questionnaire Adult

Demographic Summary Group Leader

. Gender

Male

Female

Other (Specify)

Other:

. Age:

. Job Title/Rele:

. Qualification:

. Number of Years working in the [Centre Name]:

. Number of Years experience working in this field overall:

. Have you Previously used a Group Behaviour Management Method Like the
Caught Being Good Game (team-based)?

Yes

Mo

If Yes, Please Describe:

. Please describe other methods you have used to manage the groups” behaviour:
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Appendix10: Demographic Questionnaire Child

Demographic Questionnaire
1D

Please note that the information provided will only be used to describe all the children
as a group. Individual information will not be shared.

Please answer the following questions based on your child.

1. What age is your child?
Mark an X in the following statements to indicate your answer.

2. What is your child's gender?

Male

Female

Other

3. What is your child’s ethic group/ background?
Choose one from the following:

White Irish

White Irish Trawveller

White Roma

Any other White Background

Black (or Black Irish) African

Any other Black Background

Asian {or Asian Irish) Chinese

Asian (or Asian Irish) Indian/ Pakistani’ Bangladeshi

Any other Asian Background

Arabic

Mixed (please describe below)

Other (please describe below)

If ‘'mixed’ or ‘other’ please describe:
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4. Does your child experience have a diagnosis of any of the following?

Mo

Physical Disability

Deaf Hearing Impairment

Blind/ Visual Impairment

Mild general leaming disability

Moderate general learning disability

Severe/ Profound general learning disability

Digylexia

Dyspraxia

Autism Spectrum Disorder (ASD)

Aszperger's syndrome

ADHD

oDD

Clinical Depression

Down Syndrome

Tourette Syndrome

William’s Syndrmoe

Speech and Language Disorder

Medical Conditions

Other (please describe below)

If answered ‘Other’ please describe:

5. a) Does your child require additional leaming support in school?

Yes

Mo
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b) If answered "Yes' to 5 a) please mark the area(s) that best describe(s) the support
your child requires below.

Behavioural

Reading

Spelling

Organisational Skills

Academics

Social

Other (describe below)

If answered ‘Other’ please describe:

6. Does your child receive the support of an SMNA in the classroom?

Yes

Mo

202



Appendix 1: Example of Game Rules Poster

Note: The image provides an example of the game rules poster used in each afterschool centre.
The rules written on the poster were different in each centre.

CAUGHT BEING GOOD

RULES &

1. T will happily help my peers with their

homework or other tasks.

2. If a group leader needs I will be happy to
help them.

3. I will share with my peers.

4. I will be kind to my peers.

5. If my peers do a good job I will be happy for
them and let them know that they did well.

6. I will encourage my peers to try their best

with their work.

7. T will compliment my peers for good work or

good behaviour,
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Appendix 2: Example of Game Scoreboard

Note: The image provides an example of the game scoreboard poster used in each afterschool
centre. The number of teams and the number of behaviour checks varied from centre to centre.

TODAY'S
POINT GOAL

GAME

o
(= <
<
-
(o]
Lo t)
(= 4
o
4
wv

(=]
o
o
(&)
(L
=
w
=)
-
T
= g
< =
O =
=
<
Wl
—

TEAM NAME:
TEAM NAME:
TEAM NAME
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Appendix B: Example of Preference Assessment

Note: The preference assessment for each centre was edited based on rewards suggested by the
INR dzLIQa f S RSN

The Caught Being Good Game

The following is a list of prizes you may get for behaving well and treating your
peers nicely during Activity Time.

Please put a number beside each prize with number '1' being your favourite
(the prize you'd most like to win for behaviour in class) to number ‘7' being
your least favourite.

Stationery - scented gel pen, ’ -
glitter gel pen, decorative pencil or | ., v
rubber.

Sweet Treat - jelly, chocolate, hot v
chocolate 5 *‘&"
Small Toy - bouncy ball, slime, @
fidget spinner, pop-it [ -

Nail jewels, body gems, hair clip
or scrunchie

Bubbles ( 4
: ;i

Mini teddy or squishy toy A

Temporary Tattoo or 3D Sticker %}

'l
L

Do you have any other ideas for prizes for behaving well and treating
your peers nicely during activity time?
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Appendix 4: Examples of Observed Behaviour in Operational Definitions

The examples listed below are intended to supplement the operational definitions outlined in
Chapter 3 and are not intended to replace them. These examples andxamples were used to
supportthe training of second observers in the dependent variables as outlined in Chapter 3.

Encouragement
Encouragement refers to verbal or nerrbal acts that communicate support, praise, or
motivation directed toward a peer.
Examples include:
T t2aAa@S O02YYdzik ORFRRIBHEOR ¢l @e2dz 320 GKAAZE 2NJ
I LISSNJ RdzZNAY 3 2NJ I DSNIJ 'y I Oa@AriGeo

T haSNAYy3I NBIFaadaN) yO0S 6KSy I LISSNJI I LILISF NB FNXYz& G N
KSf L] @2dz 0®

T /St SoNray3d | LISSNRa &dz00S&aa 6SeIoBRGOYBHOLIMAY TS C

T b2y @SNDIf &adzLILI2 N PSS 3ISAE0 dzNB 4dzOK |a avYAtiay3a:s
GKS ol 01 @

f 2NRay3ad 2NIJRN}IgAY3I | LREAAaBS YSaalr3asS F2NJ I LISSN

Non-examples or boundary behaviours (not coded as encouragement):
T DSYSNIf LRaAa@dS Y22R 2NJ f I dzZ3KGSN) y23 RANBOGSR
T {GFrGSYSyida loz2dzi 2ySaStT o0aL RAR AlGH&éO S@OSy AF
f ¢SFaAy3a 2N & NDFaY RA&3IdzA&ASR a4 LN} A&ASo

Peer Cooperation
Peer cooperation captures joint engagement or assistance between two or more children
working toward a shared goal.
Examples include:
¢ I'SEtLAY3I I LISSNIUYR YIFIGSNARFfas LI O] dzZLJr 2NJ O2YL
9 { KIENAY3I NBa2dzZNDSa a4dzOK a adlez2ySNEBI 3IFYS Sldz
f 22NJAy3 O2tflro2Nra@Ste (G2 OfSIFy dzLJ  DSNJ Ly | Oa
20KSNI IFGKSNE LI LISNBEO @

T ¢F1Ay3 GdzNya avyz22i0Kfe gAGKAY | &AKFNBR 3JIFYS 2N
T / 22NRAYloay3d | Osa2ya 6AGK I LISSNIAY | ALRNIa 2NJ
O2yaiNHzOay3 | (26SNJ 123SHGKSNDL ®

f haSNAY3 G2 aglL) YIGSNRAFIfa a2 (GKFd 023K LISSNR O
Nonexamples or boundary behaviours:
T tFraaA@BS LI NBOALI a2y ySENI I LISSNI gAlK2dzi | Oa @S
T 1 StLAY3I 0SKI SAINRY LK K NIak EMIOKSIRY LIS S NJ
T / 2YLISoa@S AYyiUSNI Os2ya O0Sd3Idr NIOAY3I | 3IFAyad
0KS O02YLSosaz2y®
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Leader Cooperation

Leader cooperation refers to positive and responsive interactions with adult leaders or
facilitators that reflect respect, compliance, and engagement.
Examples include:

§ c2tt26Ay3a I fSIRSNNA AyaidNHzOe2y 6AGKAY GKN
1 2FAay3d OFfYfe ¢YRIAPLILNRILINADZI SORY LI | Ayid 2 NI
GKAETS  tSIFIRSNJ 2NHFIyAaSa YIGSNAFfa 2N 3A0S

 +2fdzyiSSNAy3a G2 lFaarad GKS €t SIRSNI 6So3adx O
1 ' Oa @St e ftAaGSYyAy3d (2 AyaiaNHzOe2yas Faiiy3a O
I LILINE IINR B0 dr 5 I 0 y2 (0 SKAWMLISNAY I 2N aK2dze
PaAy3d LREAGS F2N¥ya 2F 02YYdzyAOle2y o6aLX S| a
| St LAY YFAYGFAYy 3INRdzZI NRdzaySa o6So3ozr Syo?
f S RSND @
Non-examples or boundary behaviours:
1 /2YLXALFLYOS F2tft26Ay3a NBLISFGISR LINRYLGA 2NJ |
T t2tA0S O2yO@SNEIoa2y dzyNBf I GSR (2 GKS | Oa @Al
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Appendix 15:Example of Tabata Timer Setup

Note: The setup on the Tabata Timer app varied across centres depending on the length of time
the intervention was played for.

lru 8]
CBGG 30 mins

Number of sets: 60
Do not repeat the first prepare and
the last cool down
Total: 30:01 - 241 intervals
Prepare: 1sec - 1interval
Work: 20:00 - 120 intervals
Rest: 10:00 - 120 intervals
Set: 1
1. Prepare: 1 - 30:01
2. Work: 10 - 30:00
3.Rest: 5+ 29:50
4. Work: 10 « 29:45

5. Rest: 5+« 29:35
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Appendix B: Example of Data Collection Template

Obsarvation Sheet
20 minube obsarvation 15 second intervals

after Schiool CERIES Observation Start time: Finish Time: Observer Initials:
HELF: Helping - partial interval recording (any occurrence during the 15s interval marked +, non occurrence marked -)

PESI: Positive & Encouraging Social Interaction - partial interval recording (any occurrence during the 15s interval
marked #, non occwrence marked -

T-EN: Tesk Engagement - momentary time sampling (engaged in the behaviour at the end of the 158 interval marked +,
not engaged at the end of the interval marked -)

Interval HELP | PESI T-EN Interval HELP | PESI | T-EN
11 11.1
12 1.2
13 1.3
1.4 11.4
21 121
2.2 12.2
23 123
2.4 12.4
3.1 13.1
3.2 13.2
3.3 13.3
3.4 13.4
4.1 14.1
4.2 14.2
4.3 14.3
4.4 14.4
5.1 15.1
5.2 15.2
5.3 15.3
5.4 15.4
6.1 16.1
6.2 16.2
6.3 16.3
6.4 16.4
71 17.1
7.2 17.2
73 17.3
7.4 17.4
8.1 18.1
8.2 18.2
8.3 18.3
8.4 18.4
9.1 19.1
9.2 18.2
9.3 19.3
9.4 19.4
10.1 201
10.2 20.2
10.3 20.3
10.4 20.4
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Appendix I7: Caught Being Good Game Procedural Checklist

Procedural Checklist

Tick each step once you have completed it.

Date:

Step

Tick When
Complete

Announce that the game will be played today

Remind the group of the team divisions

Rules are posted on the wall

Review the rules with kids

| &= wlk| -

Remind the group that they earn points when their whole team is
following rules when the leader decides to scan the class (i.e., how to get
a point)

b Remind the group how many points they need to get the prize

7 Announce that the game has started

8 Scan the room when the timer vibrates and record the points earned by
each team

9 Announce end of game after the last ‘behaviour check’ has been
completed

10 | Total the team points for today’'s game

11 Announce the winners and give access to the prize

(Any team passing the goal or criterion number of points is a ‘winning
team’. If no team passes the goal, the team with the most points can win.
The team with the most points gets to choose the prize for the day)
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Appendix B:/ KAt RNBSy Qa {20Al f

Caught Being Good Game Rating Scale for Child Participants

Adapted from Witt & Elliott (1985)

+f ARAGES

Read the questions about the Caught Being Good Game and circle ‘YES' or ‘NO’

das your answer

peers?

Did you like the game used during activity time? YES NO
Did you like participating in the game? YES NO
Do you think other children would like to use the game? YES NO
Did you like the rewards earned during the game? YES NO
Do you think the game has helped you do better during YES NO
activity time?

Do you think the game was fair? YES NO
Do you think the game caused any problems for you? YES NO
Do you think the game caused any problems for your YES NO

Do you have anything else to write about the Caught Being Good Game?
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Appendix B:! Rdzf G4 Qa { 2O0Al f

+Ff ARAGES

Caught Being Good Game Rating Scale for Group Leaders
Based on the Behaviour Intervention Rating Scale (BIRS; Elliot & Von Brock Treuting, 1581).

1 = Strongly Disagree 2 = Disagree 3 = Slightly Disagree

4 = Slightly Agree 5 = Agree 6 = Strongly Agree

10

"

12

This is an acceptable intervention for the children’s target

behaviour(s).

Most people would find this intervention appropriate for behaviour
problems in addition to the one(s) described (i.e. other behaviour

issues in the group not targeted by the CBGG during this project).

The intervention proved effective in changing the children's target
behavions).

| would suggest the use of this intervention to other leaders.

The children's behaviour problem(s) were severe enough to

warrant use of this intervention.

Most people would find this intervention suitable for the
behaviour(s) targeted.

I would be willing to use this in the after school setting again.

The intervention would not result in negative side-effects for

children.

The intervention would be appropnate intervention for a vanety of

children.

The intervention is consistent with those | have used in the after
school setting.

The intervention was a fair way to handle the children’s problem

behaviour(s).

The intervention is reasonable for the targeted behaviour(s).
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13 | like the procedures used in the intervention. 1 2 3 4

14  The intervention was a good way to handle these children's

behaviour problemis). 1234
15 Owerall, the intervention was beneficial for the children. 1 2 3 4
16 The intervention quickly improved the children's behaviour. 1 2 3 4
17 The intervention will produce a lasting improvement in the 12134

children's behaviour.

18 The intervention improved the children's behaviour to the point that
it iz not noficeably deviate from other children's behaviour (e.g. 12 3 4
other ‘well-behaved’ groups).

19 Soon after using the intervention, the leader noticed a positive
change in the children's behaviour.

20 The children’'s behaviour will remain at an improved level even
after the intervention is discontinued.

21 Using the intervention should not only improve the children's
behaviour in the after school setting, but also in other settings 12 3 4

(&.0., classrooms, home).

22 When comparing these children with well-behaved peers before
and after the use of the intervention, the children's and the peer’'s 1 2 3 4
behaviours are more alike after using the intervention.

23 The intervention produced enough improvement in the tanget

behaviours so they are no longer a problem in the after school.

24 Other behaviours related to the target behaviour(s) were also
improved by the intervention.

Do you have any further commentsfeedback on the CBGG? If =0, please record them
below.
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Appendix20: Direct Behaviour Rating Template

Date: Dayof Week M T W Th

Rating: Whole Group Activity: Baseline or Caught Bemg Good Game

[[] No rating today asI was unable to observe student sufficiently.

Directions: Place a mark along the line that best reflects the percentage of total time the student exhibited the
target behaviors. Please note that the percentages DO NOT need to total 100% since some behaviors may co-occur.

Helping (Peer or Leader) | | | |( | | | ] |

% of Total Time

- —t

oo
o

10

0% 50% 100%

Encouragement (Verbal or
Physical)

% of Total Time

0% 50% 100%
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@ MORE... |‘

" o "o

Write what you think you should “do”, “see”,
of during homework time.

tk Qo O See

feel" and “hear" more
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Appendix2:a52¢ 3 a{SSé¢x al SI NEZ

" " "non

Write what you think you should “do”, “see”,

feel" and "hear” less
of during homework time.

Vo ¢ See
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Appendix B: Ideas for Game Rules Worksheet

IDEAS FOR GROUP RULES

Work together to write some ideas for different group rules you
could follow during home work time.

217



Appendix 2:9 GA RSy OS 2F 9GKAOIE ! LIINRGIE hodlAySR TNRY

218




























































