


were found for the frequency and latency of intervention, teacher int:  ention strategies
were not affected by the children’s age or specific child conflict behaviors. Mediation
strategies were infrequently used, especially with 4 year-olds. Additional analyses
revealed that teachers’ level of education and the . \EYC accreditation status of the

centers are significant predictors of teacher strategy. Problems for future investigation

are ¢ cribx
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Although the use of mediation strategies are recommended by many early
childhood educators, the extent to which they are actually used in the preschool
classroom have not | invest ~ “ted. Thus, the primary purpose of this study was to
investigate changes in teachers’ intervention strategies for children between 2 and 4
years. However, in order to better interpret teacher behavior, it is necessary to
examine, in a single study, age-related changes in children’s peer conflicts. To track
developmental changes in children’s conflict, the effects of age on the incidence,
issues, behavior, escalation, solicitation of te. 1er assistan a; ou’ of the
resolution of conflict were examined. Whether teacher intervention strategies are
associated with children's conflict behaviors a * the * wes of cc “ict were * o
examined. Teacher background variables (the level and type of education, and years of
experience teaching in early childhood settings) and center accreditation status were
also ex: uned as additional predictor variables for teacl  intervention.

Young ~**lc n's c~~flicts d conflict resolution

The increasing recognition by educators that peer conflict may be an important,
perhaps1  essary, contributor to moral and social development has encouraged an
increase in studies of children's social conflicts . | adult responses to these conflicts
(DeVries & Zan, 1995; Hay, 1984; Killen & Turiel, 1991; Shantz, 1987a). However,
developmental changes in the conflict behaviors of preschool children have not yet
been systematically examined. Research on young children's conflicts has revealed
important and fairly consistent information about the incidence, issues (the o1 nating
topic of dispu  such as physical or psychological harm, distribution of resources,

play/ideas or social convention), behaviors, and resolution outcome of children's
























Mediation strategies by teachers may yield more mature conflict resolution
behavior in children. In a study comparing the behaviors of  chers and child 1 from
different types of kindergarten programs, children from the constructivist classroom,
where teachers' use of mediation strategies predominated, are more collaborative in
tt ~ conflict olutionl iaviors and used higher levels of 3 ‘ionstra es than
those from the classroom in which cessation strategies predominated (DeVries, Reese-
Learned & Morgan, 1991).

The two ey " iensic  within a developn tallyap; , e practice
framework (as outlined in a set of guidelines set forth by The National Association for
the Education of Your Children, aimed at improving the quality of care and education
for young children in group settings) are age appropriateness and individual
approp iteness (Bredekamp & Copple, 1997). Teachers should not only be responsive
to developmental and individual differences in their curriculum p  1ing, but also as
they interact with children (Bredekamp & Copple, 1997). Thus, just as teachers can be
expected to vary the frequency and latency of conflict intervention according to the age
of the children, they can also be expected to vary their conflict intervention strategies.

When intervening in the conflicts of 2 year-olds with limited abilities to
understand their own desires and intentions in relation to that of others’, cessation
seems to be a logical method of intervention. Younger preschool children’s belief that
others must meet their desires (Astington, 1993; Bartsch & Wellman, 1995), along

~

with a limited ability to communicate intentions, could mean that their cc “ :ts are
more dominated by acts of physical insistence such as taking, tugging, pulli

grabbing, and even hitting. In addition, when their first attempt at getting what they
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However, these results, taken together with those from Ru  n et al. (1990) and Bayer

et al. (1995), point to the possibility that teachers vary their intervention strategies

according to the age of children involved. One purpose of the present study was to
amine this pc sibility.

Conclusions about age-related changes in the nature of teacher interventions in

preschool childre—’5 conflicts

Conclusions from previous studies about the effects of children’s age on their
conflicts and the v teachers intervi :dintl e conflicts are not easy becau  of
several methodological problems. First, differences in the operational definition of
cor ct that makes comparisons of children’s|  conflicts acr T UHOL

27 4,

Some studies focused on “negative behaviors.” Others examined “possession,” “peer,”
or “all” conflicts. Yet others employed different criteria for identifying conflicts. For
example, a protest or resistance to the action or inaction of another typically signals the
onset of conflict (Hay, 1984). The end of the event is signaled by a clear indication of
the resolution or non-resolution of the topic of dispute, when the topic is dropped and
neither party continues to pursue that issue, or when there is a change in topic (Dawe,
1934; Eisenberg & Garvey, 1981; Killen & Naigles, 1995; Killen & Turiel, 1991).
Some researchers: ploy a 10-second interval in which neither party continues to
pursue the issue of dispute, to signal the e: ~ of the conflict event (Laursen & ™" rtup,
1989; Russon, W te & Rochester, 1990). Others use a change in the topic of conflict
to signal a new conflict (Dawe, 1934; Killen & Naigles, 1995; Killen & Turiel, 1991).

Thus, even thodgh no time lapses between a shift in the issue, a shift signals the onset

of a new conflict event.
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This method of identifying conflicts according to shifts in the issue of disputes
has been widely used in a number of studies of children's conflicts (Dawe, 1934; Killen
& Naigles, 1995; Killen & Turiel, 1991). It has been helpful in identifying the range of
issues of conflict. However, children's conflicts are dynamic (Shantz, 1987b). It is not
uncommon for the issue of protest / conflict to vary as the conflict evolves. Identifying
conflicts as distinct, unrelated events according to the issue of each conflict limits the
possibilities for examining the dynamic, evolving nature of children's conflicts and
how it ay elicit teacher intervention. These ’ts are minimized when tl
incidence, issues, insistence, escalation, and resolution of conflict are examined in a
single study using a common operational « inition of conflict.

Second, the behavior sampling and on-site live coding methods of observation
employed in some studies might yield smaller incidence of conflict than coding frc ..

. dio or videotapes, given the brief duration of conflict, the less insistent, non-
escalated conflicts could easily go unnoticed. Systematic videotaping of individual
target children would minimize these effects.

Third, some studies investigated children’s conflict in homogeneously age
grouped classrooms (Bakeman & Brownlee, 1982; Russon, Waite & Rochester, 1991,
Corsaro & Rizzo, 1990). Others observed children in mixed-age classrooms (Bayer,
Whaley & May, 1995; Dawe, 1934; Genishi & Di Paolo, 1982). Some studies only
examined the conflicts of infants and toddlers (Russon, Waite & Rochester, 1991),
whereas only one observed different classrooms with children spanning the ag  from
2toSyc ;ofage ™ keman & Brownlee, 1982). Conclusions about the effe ~ of

on children’s co: icts can only be inferred by piecing together the findings of different
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Other studies suggested that certain setting variables such as the type of
activities and the ro  >f adults affect the way conflicts are resolved in the classroom
("""len & Turiel, 1991). & " ols that ~Ter in the degree of teacher-directedness of
activities during freeplay time were found to differ on the frequency of teacher
intervention (Killen & Turiel, 1991). This study therefore explored the effects of
teachers' educational background, work experience, the type of training, and center
accreditation status to the incidence, latency and strategy of teachers’ conflict
in slon.

As¢ 1ptions

( :assumption made in this study was that individual teachers are fairly
consis 1t in the way they approach children’s conflicts even though s« ___: variations
may occur depending on the context of each situation throughout the day (DeVries,
H: @y & Zan, 1991, Kreidler, 1984; Wolfgang & Wolfgang, 1995). Thus,
observations of the way they intervene in children’s conflicts across two or more full

f  lay periods will represent their typical ¢’ ;room behaviors.
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CHAPTER 2
METHODS AND PROCEDURES
ResearchD ‘gn

This observational study investigated teacher's conflict interventions in the
naturalistic classroom setting. Observations of conflict events were made in 25
classrooms with 2, 3, or 4 year-olds. Data were gathered by videotaping 400
individual target children in these classrooms during freeplay time. The unit of

“rsis was tl  peer conflict ev it

Contflict data from previous findings were typically obtained by global
classroom observations (Bayer, Whaley & N, 1995; Corsaro, 1990; Dawe, 1934,
Killen & Turiel, 1991), or by observing individual ta :t children for a specified period
oftime aken & Brownlee, 1982; Russon, Waite & Rochester, 1991). All
coni  :observed within the time frame were admitted for analy:  Since particular
cl :n may co ribute multiple conflict events to the data ool, some children are
over-represented, thereby embeddi  a depe " :nt structure on data made up of conflict
events. In this study, only the first peer conflict event generated by each target child
observation was included in the analysis.

There were two main reasons for this method of data collection. One
concerned the independence of data. An issue concerning the generalizability of the
data involves pooling data across individuals and the assumption of independence of
the data in contingency analysis (Laursen & Hartup, 1989). When pooled ¢
obtained from few subjects, some subjects may contribute more than others, thus

distorting the data by allowing data from a few children to dominate the data set.

28












=2 years £ 1onths, ranging from 1 year 6 months to 3 years 3 months "~ =4.1
months), 3 (n =156, M 3 years 5 months, ranging from 2 years 8 months to 4 years 5
months, SD 4.4 months), and 4 (n= 149 ™" = 4 years 5 months, ranging from 3 years
2 months to 5 years 7 months, SD = 4.3 months) year-old classrooms from 8 childcare
centers located in an Eastern suburban / metropolitan area. The average return rate of
consent forms from parents by classroom was 93%, ranging from 76% to100%.
Appendix D provides a breakdown of the racial composition and the rate of return of
consent forms fort' children and teache from each oup.

Of the eight centers, two were employer-sponsored, one was a corporate child
care center, two were religious centers, and three were for-profit day care centers.
Only two of these eight centers were NAEYC accredited. All childcare centers
provided full-day care services and served predominantly middle-class families who
paid for childcare services at unsubsidized market rates. The range of the weekly
tuition was $93 to $195 for 2 year-olds and $90 to $171 for 3 and 4 year-olds.
Percentage of families who qualified for subsidized childcare in these centers were less
than 5% (range was 0% to 3.75%). This selection feature was included because most
previous studies of children's conflicts have been conducted with similar middle- and
upper-middle class U.S. populations. Findings from similar populations would provide
more meaningful comparison of data.

The return rate for teachers in the participating classrooms was 100%.  total
of 67 teachers were involved in the operation of the target classrooms in this study: 29
were lead teachers (and co-teachers); 38 were assistants or permanent substitutes. Of

these teachers, 65.7% were Caucasian, 19.4% were African-American, and 14.9% were
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were free tc ~ yve from one play area to another. Freeplay time ranged from 30 to 60
minutes in these classrooms. Similar standard child-si | preschool furniture and play
materials and equipment were used in all classrooms.

Training of ~"servers. Two independent observers (the researcher and an

assistant) identified conflict events during classroom videotaping. Training of the
assistant consisted of 8 hours of actual classroom observations and practice
videotaping, in addition to out-of-classroom hours of studying the videotaping manual
' dix F), ob: and identifyir - peer 1flict ever  on videotapes of chi’ ~ 2n
during freeplay time, learning to identify the onset and end of each event.

One week prior to actual data collection, the researcher . the assistant
established inter-observer reliability by simultaneously videotaping in a 4 year-old
preschool classroom (not a part of the study), following an identical list of 9 target
children and procedures detailed in the videotaping manual (Appendix F). Cohen’s
Kapy coefficie s (Cohen, 1960) were obtained for each of the two inter-taper
reliability sessions. For each target child observation, a decision was made about the
presence of a conflict event, no conflict, decision to skip a target child for taping, and
decision to drop the taping of a- et child for each target child’s tapi1  session. The
Kappa obtained was 0.77; percent agreement was 88.9%.

An additional measure of reliability was obtained half way (about 5 weeks) into
the actual data collection phase with a list of 10 children in the same 4 year-old
classroom. he Kappa obtained was 0.85. The percent agreement was 90%.
researchers view Kappas over 0.75 as excellent (Fleiss, 1981). The mean Kappa here

was 0.81; the mean inter-observer agreement was 89.4%.









after the taping in all the classrooms of the school has! n completed were dropped
from the study. Two of the 400 children fell into this y.

Videotapes v e coc |forthe ireof children’s conflict (conflict status,
issues of children’s conflict, conflict behavior, escalation and child solicitation), and
the nature of teacher intervention (frequency of interventions, latency of intervention,
strategy of intervention). Coding categories and the definition of terms are detailed in

the Conflict Coding Manual (Appendix H).

The behavioral mea es for each conflict event are summarized below. A
more detailed definition of terms is presented in Appendix J.
Child ¢ 7 I
A “Co ict status” refers to whether the targ  child participated in at least
one peer conflict event within the 10-minute observation period. Each observation

eriod was «  ssified as a conflict or a no-cc  ict observation (Kappa 0.81).

B. “Issues of conflict” refers to the topic of dispute. Each conflict event was
¢ lfortl topic of dispute. Five categories were identified: physical harm (hitting,
bitii  punching), psychological harm (name-calling, teasing), distribution of resources
(fairness issues such as violation of sharing or turn taking, grabbing, taking), play ideas
(who will do what, how, when and where), and social-conventional issues such as the
violation of class or school rule about runnit  indoors, eating with hands instead of
spoon, how to take turns, or cleaning up time and procedures (Kappa = 0.96).
C. “Insistence” refers to the level of insistence of conflict behaviors that children show

either just prior to the point of teacher intervention, or at the end of that conflict






D. “Escalation” of conflict refers to whether the intensity and insis «ce of conflict

increased during a peer conflict event. Each conflict event was coded for the presence

of escalation (Kappa = 0.93).
E. “Child solicitation” refers to whether children involved in a peer conflict

event ¢ :d for teacher in ~vention. Each conflict event was coded for the presence of

child solicitation (Kappa = 1.0).
F. “Resolution” refers to whether a conflict event was child resolved or not (Kappa =
1.0).

Teac leasures

A “l ervention” refers to whether teachers intervened in a peer conflict event
regardless of whether children solicited the intervention. Each conflict event was
coded for the presence of teacher intervention (Kapp:  1.0).

B. “Latency of intervention” refers to the rapidness of interventi .  was

measured by the number of seconds between the onset of the event (_ . m the first
protest), to the point of teacher intervention (percent agreement 94%).

C. “Intervention strategies™ refers to the strategies that teachers used when they
intervene in a peer conflict event. Teacher strategies were classified as cessation or
mediation. Cessation strategies were those aimed at ending the conflict by external
management of the conflict through prescription of behavior, distraction, or removal of
the source of conflict. Mediation strategies were those that encouraged and/or help the

parties involved resolved their own conflicts. Non-interventionv :notcor der "2

strategy in this study. One strategy was noted for each teacher-intervened conflict

event (Kappa = 0.88).



" “enter Var'-"les
Teac. swith -eater formal early childhood education preparation and greater

number of years working in early childhood settings may be more cognizant of adult's
role in facilitating children's development of morality and conflict resolution skills as
advocated by early childhood educators and researchers than those with lesser
preparation (Kemple, David & Hysmith, 1996). However, teachers' educational
background and work experience were not found to be significant sources of influence
on their in  tionstra es in a study of teacher interventions in peer
interactions by Kemple, et al., 1996. In this study, theex ttow
variab . may affect teachers' intervention strategies was examined. Background
information related to the level of education, work experience d the type of
education were obtained using the Center Survey Form (Appendix C).
Teacher variables were defined as follows:
A. “Level of Jucation” referred to the level of formal education attained. This
o "l variab consisted of 5 levels: less than high school, high school diploma, less
than bachelors, bachelor degree, more than bachelor degree.
B. “Years of experience” referred to the number of years a teacher has worked in early

childhood settings.
C. “ECE Training” referred to whether teachers’ education included specialized early
childhood education. For example, teachers with CDA certification are considered to
have ECE-related education (but less than bachelor degree). However, teac!  : with
non-ECE related degrees but have the 90-classroom hours of child developn 1t

coursework as r« 1ired by local childcare licensing agencies are not considered as
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having specialized ECE training. This is because these classes do not involve
accompanying organized, supervised field work and do not cover the same amount of
content covered in formal d- - -ee-granting teacher education programs.

In this study, center variable consisted of the accreditation status of a child care
center. “Center accreditation status” referred to whether a childcare center is NAEYC
accredited.

Coding of videotaped sesments

Twoir | :ndent coc s who were it involved with the videotaping and were
blind to the hypotheses of the study coded t! tapes. Videotapes of children in
freeplay that were not a part of the data pool were used in the initi training of the two
independent coders. This first phase w med at familiarizing them with the coding
categories and decision rules detailed in “The Conflict Coding Manual” (Appendix ).
Then, from the pool of 322 videotaped conflict events, 14 events (4.35%) were
randomly selected for the second phase of training. The researcher and the two coders
viewed these segments together and discussed the codes.

The next 108 events (33.54% of the total pool) were used to establish inter-
coder reliability. The overall Kappa obtained ir each categorical variable ranged from
0.73 to 1.0 for the two independent coders as well as between each independent coder
and the researcher. The average percent of agreement for the latency of conflict was
94%, with a range of 92 to 100%. The overall Kappas for each of the variables are:
0.89 (range of 0.76 to 1.0) for insistence; 0.96 (range of 0.87 to 1.0) for issue of
conflict; 0.93 (range of 0.86 to 1.0) for the escalation of conflict; 1.0 for child

solicitation, the resolution of conflict, and teacl int  ention; and 0.88 (range of 0.73
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CHAPTER 3
RESULTS
The purpose of this study was to examine teacher Interventions in preschool
children’s peer co™ " ’cts and how these interventions varied with the age of the
children. However, to better understand the teachers’ behavior it was necessary to take
the incidence and kind of child conflicts into account. For this reason, the first section
describes age variations in the conflicts of 2, 3, and 4 year-

olds. These analyses use

chi-squa and ANt As to evaluate the contribution of agetot incidence, issues,
escalation and insistence of the conflict, and to the child’s solicitation of assistance
from the teacher. The second section cribes variations in teacher interventions as a
function of the age of the children. Chi-square tests and ANOV As were used to
evaluate the associations between age and measures of frequency, latency and
strategies of teacher intervention.

The third and final section explores variations in teacher interventions as a
function of teachers’ background and center accreditation status. Logistic regression
analysis was conducted to examine the possible contributions of 3 teacher variables of
level of education, years of teac! experience and the type of education (whether
related to ECE) on the incidence and strategy of intervention. Linear regression
analysis was conducted to examine the possible contributions of these 3 teacher
variables on the latency of intervention. Possible differences in the backgrounds of

teachers among the three age groups and in NAEYC accredited and non-accredited

schools were also examined using chi-square analyses.












Only 7.8% of all conflicts involved physical harm, and only 3.7% involved
psychological harm. Two year-olds have the highest percentage for physical harm
(13.9%) and t* lowest for psychological harm (1.4%). Three year-olds have the
lowest percentage for issues involving physical harm (2.4%), but have the highest for
1ssues involving psychological harm (7.1%). By contrast, four year-olds have
relatively lower percentage for physical harm than two year-olds but slightly higher
than three year-olds (9.7%) and about the same percentage for psychological harm as
two year-olds but this*  :ent. s much higher than that for three - 0 " (1.6%).
Overall, tI e findings are consistent with previous reports that harm, especially
physical ha | was rare in conflicts among to¢ ™ rs as well as amor  older children
(Caplan, Vespo, Pederson & Hay, 1991; Eisenberg & Garvey, 1981; Hay & Ross,
1982; Ross & Conant, 1992). However, it is surprising that four year-olds would have
a much higher percentage of physical harm (9.7% versus 2 %) and much lower
psychologici harm (1.6% versus 7.1%) than the three year-olds. Examination of the
breakdown of proportions of the issue of physical harm by: :grc srevealed t’
contrary to the pattern for the issue of distribution, 3 year-olds have the smallest
proportion (12%, n = 3) compared with 2 and 4 year-olds (40%, n=10and %, n=
12, respectively).

While the majority of conflicts (58.4%) were about the distribution of
resources, issues around ch lren’s play ideas account for the next largest type of
conflict at 25.5%. A breakdown of this percentage accord 1 to the age of children
revealed that this issue accounted for only 5.6% of two year-olds’ conflicts while it

accounted for 26.2% and 36.3% of three and four year-olds” respectively. The
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hypothesis. The mean level of insistence was 2 82 for 2 year-olds. It dropped to 2.42
for 3 year-olds, and 2.04 for 4 year-olds. An oneway ANOVA revealed significant
differences in the mean level of insistence of conflict behavior across the three age
groups (F (2,319) = 11.70, p < 0.001). There was evidence for a linear association (f ~
0.001). A post hoc test (Scheffe) indicated significant mean differences between all
three age groups (p < 0.05). Analysis of the effect of physical harm on insistence of
conflict behavior, however, revealed no significant effect (F (1,320) =2.11, p> 0.1).

o " Younger child 1’s conflicts w scted to :  orethan
that of older ' “dren. While previous studies discussed the likelihood of calation
conflict inre ion to the types of conflict ~'senbe & Garvey, 1981; Laursen &
Hartup, 1989; Sackin & Thelen, 1984) and the competence of children’s behaviors
during conflict (Puttalaz ® Shepy 1, 1992), none have specifically examined
developmental changes in the escalation of children’s conflicts. In this study, only 64
out of 322 conflicts involved escalation. Two year-olds have the highest proportion of
esc *  1conflicts (26.39%) compared with the three (21.43%) and four year-olds
(14.52%). However, a 3 (age) x 2 (escalation) chi-square test failed to reveal

significant difference among the age groups (x* (2)=4.35,p>0.1). Thus, the

hypothesis that younger children’s conflicts will escalate more than older children’s

cannot be accepted. Table 1 shows the breakdown of the percentage of escalated
conflict events for the three age oups.
Conceivably, conflicts are most likely to escalate when physical harm is

involved. In order to exam :this| :sibility, the 5 original types of issues of conflict
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v e collapsed into 2 types of issues, physical harm versus an aggregate of the other 4
types. However, a 2 (physical harm) x 2(escalation) chi-square test also revealed no
evidence that physical harm was related to the escalation of conflict G ()=1.12, p>
0.1).

Another possibility is that conflicts involving more insistent behaviors are most
likely to escalate. A oneway ANOVA comparing the mean level of insistence for
escalated and non-escalated conflicts indicate significant differences (F(1,320) =
25.6¢ p ~0.001). ..e overall mean ofii s 36 (1 . Tl mean
level of insistence for escalated conflicts is 2.98 while that for non-escalated conflicts
1s 2.21. 51.6% of conflicts with the highest lev  of insistence also involved escalation.
While 21.9% of conflicts with moderately insistent and 26.6% with non-insistent
behaviors also involved escalation, escalation was not involved in conflicts with low
1 istent beha' Hr.

When the mean level of insistence is calculated for escalated and non-escalated
conflicts for each age group, 2+ r-olds v :found to have a higher mean level of
insistence (3.53) than 3 year-olds (2.93) and 4 year-olds (2.50). Table 2 presents this
aata. The same pattern was found for non-escalated events although the overall mean
levels for escalated events is higher than that for non-escalated events. Two year-olds
have the highest mean level (2.57), followed by 3 (2.28), then 4 year-olds (1.96).
Interestingly, r each age group, when the mean level of insistence for escalated
conflicts was calculated for  cher-intervened conflicts, 2 year-olds still have
highest mean level at 3.87, but 4 year-olds now have a slightly higher level than 3

year-olds (3.78 vs. 3.69). This datais presen 1in Table 3. A similar pattern was






conflicts is 3.12 versus 2.30 for non-solicited conflicts. Of all solicited conflicts, 88%
involved moderate insistence and 12% involved high insistence. None involved non-
and low insistence.

Hypothesis 6: Younger children were expected to resolve fewer of their
conflicts than older children. Depending on the age of children and the type of
structure and activities involved during freeplay time, previous studies found that 10%
to 19% of the solutions to children’s conflicts were child generated, 23% to 35%
remained ur  olved (topic was di d), and 9% to 38% sed adult intervention
(Bakeman & Brownlee, 1982; Killen & Turiel, 1991). In this study, children were
observe only during non-teacher directed freeplay activities. A muchh™ “ier
percentage was found for child resolved conflicts in this study than in that reported by
Killen & Turiel (1991) for 3 and 4 year-olds. Overall, children resolved 37.3% of their
conflicts. 33.3% of 3 year-olds’ and 47.6% of the 4 year-olds” conflicts were child-
resolved. Killen & Turiel (1991)r >rted only 10% to 19% during freeplay or center
time for three and four year-olds. A 2 x 3 chi-square test revealed significant
association between child resolution and the three age groups (% (2) = 10.12, p <
0.01). Table 1 shows the incidence of child-resol' | conflicts across the three age
groups. A logistic regression analysis revealed that 4 year-olds were 1 %2 times more
likely than 2 year-olds to resolve their own conflicts (odds ratio = 1.66, p < 0.00).
However, the difference in likelihood between 2 and 3 year-olds, and 3 and 4 year-olds

were not significant.









regardless of issue, children were 100% effective in soliciting teacher intervention.
Teachers intervened in all solicited conflicts.

Hypothesis #2: The latency of intervention latency was pected to be shorter
for your r than for older children. This hypothesis was supported by present
findings. Latency was measured by the number of seconds between the onset of
conflict (point of first protest) and the point of teacher intervention, regardless of
whet. 't hersv :av :ofthe conflict from the onset. The mean latency of
intervention across the three age groups was 89 onds. Itinc  sed with the.
of chi en from 8.97 seconds for two year-olds, to 16 seconds for three year-olds, and
to 21.92 seconds for 4 year-olds. An oneway ANOVA was conducted to examine
dif ‘ences in the latency of i1 vention among the three age groups. Results support
the expectation that teachers intervene more quickly in the conflict of younger ch lren
thanol r  Idren (F (2, 98) = 6.47, p< 0.01). Results also indicate the presence of a
linear trend (F = .55, p <0.001). The breakdown of the l: ncy of teacher
intervention across the three age groups is presented in Table 4. Post hoc tests
(Scheffe) indicated that while t mean differences are not significant between 2 and 3
year-olds (—7.03 seconds, SE = 3.240, p > 0.1), and between 3 and 4 year-olds (-5.92
seconds, SE = 3.62, p > 0.1), it is significantly different between 2 and 4 year-olds (-
12.95 seconds, SE = 3.655, p<0.01).

Younger children were found to be more insistent, and insistence was found to
lead to escalation of conflict, which then lead to teacher intervention. However, the
results of an oneway ANOV A revealed that the latency of intervention is significantly

longer for escalated than non-escalated events (F (1, 99)=11.36, p <0.001). The
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by age group revealed that the latency of intervention for 2 year-olds (9.24 s, SD =
10.58) is shorter than that for 3 (16.29 s, SD = 16.48) and 4 (22.0 s, SD = 17.34) year-
olds although these differences were also not significant.

Given the fairly large standard deviations of the latency on intervention, further
analyses were conducted to examine whether the differences occurred between and
within ¢ ssrooms. The standard deviation for the latency of intervention within each
cl. roomra :d from 0.58st0 22.3¢{ Linear sion analysis revealed significant
differences in the latency of intervenfion between classrooms .. (1,99)=13.30,p <
0.001). However, no s’ 1ific  dil ences in the mean latency of intervention was
found! ween classrooms of accredited (n 6 classrooms, mean latency = 13.6 s, SD
=14 91) and non-accredited (n 19 classrooms, mean latency = 15.4 s, SD = 14.93)
centers.

ot" -~ "™ Teachers of older children were expected to use mediation
strategies more often than teachers of younger children when they intervene in the peer
conflicts of children. In this study, the use of mediation strategies increased from
approximately16% for two year-olds, to 30.89% for three year-olds, and then dropped
to 16% for four year-olds. Although there appears to be a fairly large difference in the
proportic of ediation strategies for two and four year-olds versus three year-olds, a
3(age) x 2(strategy) chi-square test conducted to examine whether teachers’ choice of
strate 7 was dependent on the age of children indicated no significant differences (x*
(2) =3.01, p>0.1). Examination of the strength of association between strat: 7 and

age revealed a very weak associ  on (gamma coefficient = 0.06). Thus, although there
















revealed significant associations between accreditation status and teacher strategy for
all three age groups. Table 8 presents these data.

In summary, the data indicate that while the issues, insistence and resolution of
conflict significantly changed with children’s age, the incidence and escalation of
co ict, as well as child solicitation of teacher assistance did not. In addition, although

gnificant  : effects were found for the frequency and latency of teacher
erv ion, ition st ss were not affected by the children’s age or

specific child conflict behaviors. ! :diation strategies were infreqi itly used,
especially with  year-olds. / litional analyses rev  led that iers’ level of
education and the M EYC accreditation status of t| ~ nters are significant predictors

of teacher strategy. M
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™ ' Recruitment Letter

September, 1996

Dear Teachers,

I am a doctoral student in early childhood education in the College of Education,
L _artment of Curriculum and  struction, at the University of Maryland at College

Park. Tamcurrr lyint pi s of recruii”  ; childcare centers in ter

Baltimore-Washington metropolitan area to participate in a study on '
interventions in children's peer c flicts. This study is being conducted under the

direction of my advisor, Dr. Greta Fein, who is a professor in the Department of
Human Development at the Univers 7 of Maryland at Coll: 3 Park.

Data collection involves videotaping children in normal classroom freeplay activities
Each child with parental permissionise  ted to be videotaped for approximately 5
minutes during freeplay time. Please be  red that all information obtained will |
kept strictly confidential. Identification numbers and pseudonyms will be used in all
discussions and reports related to all centers, classrooms, teachers and children
involved in the study. Participation is voluntary. Participants are free to withdraw
om the study at any time. Videotaped conflict segments of children with parental
permission in the naturalistic classroom setting that included children without parental
permission for participation will be excluded from the analyses and will not be used in

any discussions, reports, or presentations.
Your return of the Teacher Consent Form by _ will be greatly
appreciated. Please do not hesitate to contact my advisor or me should you have any

questions or concerns. Your willingness to participate in this study would be greatly
appreciated. I may be reached at (410) 997-4290 (home) or (301) 405-5612 (work). I

look forward to receiving your consent form very soon.

Sincerely,

Dora Chen
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Appendix E

Center Profile
Center Type # on Soci: Tuition Accreditation Teachers:
Service &3] Mean Mean # with
Vouchers  2’s/preK Level Educ. Yrs. Experience ECE Educ.
1 religious 0/251 93.75 no 33 4.4 1/7
2 religious 3/80 98 /105 no 3.7 7.9 0/7
3 for profit 2/ 1 125/ 135 no 2.0 4.6 0/7
4 for profit 0/72 128 /135 no 3.1 4.8 2/9
5 corporate 0/¢ 171/ 195 yes 3.7 2.4 5/9
6 for profit 0/92 156 yes 3.8 9.2 3/9
7 employee- 1/99 90 /93 no 29 7.1 1/8
sponsored
8 GSA 0/128 12C 125 no 3.4 9.0 2/11
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Apper T
General . aping Procedures
1. Rem 1 on the microphone and check for sound quality. Use the

earphone.
= 77 DM in closer, when possible, to target child’s face, and include children he/she
is beginning to interact with. This will help coders {” ire out what’s going on, what’s
being said, and by whom.

3. I nember to turn off the microphone before packing up.

4. Use one tape for each classroom. Be sure to label each tape clearly by name of
school and age group. Each tape is 2 hours long. Use additional tapes as needed.

5. Drop off each tape as the taping of each class is completed. These tapes will be

duplicated.

Ide“*fying P~er Conflicts

1. Peer conflict events are those in which one person protests, resists, or retaliates the
actions of another. Initial oppositions signal the onset of conflict. Examples of initial
opposition are: NO! MINE! STOP IT! IWANT TOUSEIT DJ0. BUTIT'SMY
TU..NNOW.

Rememt : a hit, kick, take, grab, etc.... without a cc _ ;ponding opposition is NOT a
conflict. When someone answers another’s request, responds to a comm: , or adds to

another’s comment these are also NOT conflicts.



Exam )
ple #1: Sara: I have two dogs and they both love me.

Sam: Byt they also love me too right?
The “BUT):-

here is not an opposition; it doesn’t contradict or oppose what’s said by
Sarg

ther
®Xamples of sych responses: But I have two, too!

But mine doesn’t love me,
But I don’thavet  dogs.
HOWever > there IS 5 conflict of interest or idea if SAM says:
NO, they don’t love you. ..iey love me.

OR,

No, you have only one dog.

When in doubt s to whether a peer conflict occurred, always continue t;iping until
the eng of S minuytes Watch out for those quiet, non-aggressive, almost cordial, and
YT brieg conflicts These can very easily be overlooked.

Ontinue to tape for at least10 seconds after the end of a conflict event before

“tding the taping segment for the target child.
felude teachers and what they say. If children solicit teacher intervention, be sure

0 In e
Clude thoge teachers, as soor  solicitation is initiated.
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Warm—up ~3ping S “pns

L Bein the classroom for ~7to 301 " tes. Talk to the teacher about whether she/he
would like 1, introduce you to the class or if she/he prefers you to just be in the room
and greet 1 children if they come up to you.

2. When children asked who you are, say that you are just a visitor who is here to see
Wha they are doing when they are in school. Then politely but firmly encourage

C 1 . .
filldren 1 > play” and do not encourage interaction.

3 Walk around with the camera. Let them get used to your presence with the camera.
* Do Warm-up practice taping for 10 to 20 minutes per classroom. Pick 4 to 5

Children, from each class during this time and practice following taping procedures with
U a
Get a f for how and where you can be during freeplay time, to be least

c . '
OnSpICUOUS, yet able to obtain a clear view and sound.

‘ i ncern.
€W the practice tape that evening and check for any issues or areas for co

Check for Sound clarity. Then, rewind the tape so it is ready for actual taping.

% ~ Actual Taping

Use the given “Randomly Ordered List of Children for Videotaping™ sheet for each

Classr 0m and write each target child’s name on file folder labels.
“/or on

2 ; : i folk
© Make note of children without consent — jot their names on the

th o,
* 1P of the classroom’s “order for taping” forms.

i ’ hich
Do not brepare a name tag for these children so you 1l remember whic

Chlld/children you should avoid during taping.



e

%“‘“Q’L@@“ Taping
1 Ask teachers for help in putting a name tag on each target child.

2 Double check with the teachers as needed on which children is NOT in the study.

Use the “Randomly Ordered List of Children for Videotaping” form to identify

I

target children and begin taping.
4 Use the attached instructions for recording taping notes. Record these on
R(' )mly

Ordereq [ j5; of Children for Videotaping” sheet.

Althe Eng ~eg0) i Day
L Sort through your tapes. Be sure you have audible sound.

2. Sort throu;  your “Randomly Ordered List of Children for Videot ing” sheet.

Make a 1 evised sheet for target children who still need to be taped. Begin the new list

With the child after the last child taped. Follow the order.

]

J, .
Recharge batteries as needed.

i cher as
% Note any questions and additional supplies needed. Contact the resear

Needeq.
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4. Situationg when a 5-minute taping session must be interrupted:
*target child ends up playing with a no-consent child or a visitor in the room
after a taping session has begun.
“target child left the room after taping has begun.
5. A target child’s taping is completed if he/she has:
*ONE conflict event,
" dropped and 1 no~ flicttap . sions.
*3 dropped taping sessions.
*2 no-conflict . ing sessions.
5 A target child who is absent for more than 1 week after the taping in all the classes
in the School has been completed will be dropped from the study.
7. Target children who are playing by themselves (more than 2 radius feet away from

ler children) when their turn co s up for taping for three consecutive times will be

COng; ) .
NSidered no-conflict children.
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4
Use the attached forms to note the nature of the turns taken by each member of the

Confl; :

flict ang enter  : codes for .ch of the 8 aspects noted in #3 above. Save these for
discygg; :

Cussions. The same forms will be used in the coding of the actual data tapes.

Deﬁ ..
n . )
1t10n and sources of terms and coding categories

g QO\nﬂiCt\ﬁ“”“ refers to whether an observation of a target child involves a peer
conflict. Conflicg Observations are sseinvolvi apeerconfl  ent. Non 1flict
observ, ations are those without any peer contlicts during the period of observation.

contlict events ase those in wt 1 one person protests, resists, or retaliates the
ACtiong ofi  sther (Hay, 1984; Shantz, 1987). Initial oppositions signal the onset of
“onflct Examples of injtjal opposition are: NO! MINE! STOP IT! IWANT TO
SET TOO. BuTIT'S MY TURN NOW. Clear settlements or a shift away fro1  the
disputed cvent to a new activity s’ 1als 2 end of conflict (Eisenberg & Garvey, 1981;

G N .
®Nishi & py; Paolo, 1982),

e Y . .
Clsion Tules for determining the onset and end of a conflict event:

"Actions or inactions such as a hit, bite, take, grab, and ignore of another's
**Quest € events that trigger the conflict. By themselves, without oppositions, they
@-H\Ot Signal the onset of a conflict. An opposition to one or more of these events
Sienalg the onset of 4 conflict, Examples of initial oppositions are NO! MINE! STOP
m ITwanr TO USE IT TOO. BUT IT'S MY TURN NOW. The end of the event
Wil] pe Signaled by a clear indication of the resolution or non-resolution of the issue of

di i hat issue
1SDUte, Or when the topic is dropped and neither party continues to pursue that 1

(Eise“befg & Garvey, 1981; Killen & Naigles, 1995; Killen & iriel, 1991).
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d_Play / Ideas: Who will do what, when, where, how

e.Soci _ o .
Social order: Violation of class / school rules; running indoors,

eating with hands instead of spoon, when and

how to cleaning up. ..

4. Chil
dren's conflict behaviors are categorized into 4 levels: non-insistence, low

nSlSten
Ce, moderate ; nsistence and high insistence. These behaviors are noted for the

last tw, .
"0 turns just prior to the point of :acl in vention, o1 theer " of a conflict

Cvent
W . )
hen no teacher interve s were involved.

I " - are  ose behaviors involving the use of reasoning

dot . - .
her conciliatory I \aviors such as yielding, compromising and negotiating

(E .
Isenberg &Garvey, 1981; Laursen  Hartup, 1989; Phinney, 1986; Sackin & Thelen,
1984)‘

b "t are those behaviors involving the use of non-physical,

Indir, . .
“ Passive resistance such as ignoring others (Eisenberg & Garvey, 1981) and
f olyinm . -
Sving ip o compromising.

¢ 1 ‘stence are those behaviors involving NO infliction of physical

" psy Chologica harm, but involves standmg firm, direct verbal or non-verbal
In SIStence of own wants (Eisenberg & Garvey, 1981), solicitation of third-party teacher
O pegy ; Iterve; ,5p (Russon, Waite, & Rochester, 1990), and use of verbal simple
SSerthHS and commands (Eisenberg & Garvey, 1981; Genishi & DiPaolo, 1982),
thout Physica assertions of own needs and wants.
d -

© -~ wehaviors are those involving the use of physical force or

tance (Dawe, 1934, Eisenberg & Garvey, 198; Siegal & Kohn, 1959) and



~amin: T e e

Inflicy :
ICtion of physical harm and / or psychological harm (Eisenberg & Garvey, 1981;

Kij .
en & Turie], 1991), with or without verbal.
S. E“““la*'

==

refers to whether a conflict event escalated. Note the types of conflict

ehav' . . . .
0TS involved at the very beginning of the conflict, and see if the emotions
iﬂten ; ] . :
Sified or jf the level of insistence increased instead of remained the same or

6. e . . .
ers to wher  children solicited teacher intervention in a

Confy; . ..
flict eveny For each event, a decision is made as to whether ¢ ldren solicited

te . . ;
acher Mtervention. So citations are counted only if children clearly and actively

soy
ght teacher attention or help.
e

D..
%1

for cotng - child solicitati
“Passive whining without movement toward an adult or whining and looking
over at the teacher acrosg the room are not counted as child solicitation.
*Gettfng up and moving toward an adult in the room or calling for a specific
“eher are Counted as child solicitation.

S ir+ - ' involved in a conflict
~acher jr-~- ution refers to whether teachers became m
eVent
8. .
% tion refers to the time (in seconds) between the onset of conflict

an . . .
d the boint of intervention.
5. I - -

2"~ tion str~~gies have been categorized into 2 main types: cessation
intervened in a
and Mediation, Strategies are coded only for the first teacher who inte
' i int for
8lven €vent in the case that a second teacher becomes involved at a later poi

the Same evep
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4. " “ediation Strategies (MED) are those that encouraged and/or helped the

Parties inyolyeq resolve their own conflicts. The role of the adult here is one of

ilitator Solutions to conflicts are child-generated with or without adult assistance
(Bayer, Whaley & May, 1995; DeVries, Reese-Learned & Morgan, 1991; DeVries &
Zan, 1994 Russon, Waite & Rochester, 1990).

ecic:
1510n ryjeg for mediation:

T chers to find « :whatthe ildren’s concerns we
*Teachers did not end the conflict by telling children what they should or
sh .
Ould noy do, OR yse distractions to get children’s attention away from the problem

the : : .
Y are having Teachers encourage children to come up with solutions and offer

S

3€Stions for ways tc :solve the conflict as needed.

*Teachers are more concerned with helping children arrive at solutions to their
0 , ) .
Wwn problems, or that solutions are acceptable to all children involved ~ even if the
ton; . . .
Pic eveﬂtually gets dropped and no final solutions were arrived at. That is, even if

the . 13 : ?
a8reemen; among the children was to drop the issues — “agree to disagree.

“When chers simply say, “Use your words,” or “Ask him if you can use it,”
" other Ways of encouraging children to try to resolve their own problems without
phySiCa“y becoming involved in the discussion with all the parties involved, code it as
Hlediation_ Teachers are intervening sparingly here; the resolution is still being left to

the Ch“dren,

; : i xternal management of
b Cessation - ategies (CESS) are those aimed at e g

Nildreg i : i istracting them from the crux
en's Conflicts by prescribing appropriate behavior, dist I3

8] . . R .
Fthej; Problem, or removing the source of contlict forthe  ildren involved (Bayer,

103



Whaley & May, 1995 ; Russon, Waite & Rochester, 1990). The adult assumes a

POsition of authority whose role is to judge given situations. Thus, solutions to

Conflicts are adult-generated and the resolutions of conflicts are also adult determined

(Killen & Turiel, 1991),
SCision ruleg for cessation strategy:
*Teachers did not try to find out what the children’s concerns were.
ASsumptions v made (i - or wrongly) about what had happened.
*Teachers end the conflict by telling children what they should and should not
do OR Use distractions to get children’s attention away from the problem they are

having_ Teachers sim - call out child’s / children’s name — as a way to stop what they

e doing

i inimizing conflicts
*Teachers are more focused on keeping peace and mimimizing

betWeen children
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Appendix I

" “-yreent Agreement fo ™*~w-coder] "y

Summary of ' - g APPA Score:

% agreeme “*(rar )°

—_— KAPPAS® (range) ®
Conflict Measures
4 seconds 94% (92— 100%)
T les 096 (0.87-1.0)
Insistence 0.89 (0.76-1.0)
Escalatiop 093 (0.86~1.0)
Solicitation 1.0
Intervent, 1.0
— O 088 (073-10)  _ -

a
aVera
ge KAPPA scores for each measure.

b
ge of Individual KAPPA scores.
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4. Chj
- uldre-- -~
I ] " shaviors are categorized into 4 levels: non- -insistence, low

nSlSten
C€, moderate ; 1nsistence and high insistence. These behaviors are noted for the

ast twy, . . ) .
© turns just prior to the point of teacher intervention, or at the end of a conflict

Cvent w
hen ng teacher interventions were involved.

4. Non insistence are those behaviors involving the use of reasoning

do - » -
ther conciliatory behaviors such as yielding, compromising and negotiating

E .
( ISenberg &Garvey, 1981; Laursen &  rtup, 1989; Phinney, 1986; Sac’ "1 & Thelen,
1984y

b are those behaviors involving the use of non-physi-

Mdirect, Passive resistance such as ignoring others (Eisenberg & Garvey, 1981) and
*t iving in o compromising.
C. h"d\erm:“:s“t “~g are those behaviors involving NO infliction of physical
Psy Chologica harm, but involves standing firm, direct verbal or non-verbal
Sistence of Own wants (Eisenberg & Garvey, 1981), solicitation of third-party teacher
Peer interventi0n (Russon, Waite, & Rochester, 1990), and use of verbal simple
Sertiong and commands (Eisenberg & Garvey, 1981; Genishi & DiPaolo, 1982),

1thg .
Ut physical assertions of own needs and wants.

d_Hig™ “-sistence behaviors are those involving the use of physical force or

Slstance (Dawe, 1934; Eisenberg & Garvey, 198; Siegal & Kohn, 1959) and

ﬂlcnon of physical harm and / or psychol ~ cal harm (Eisenberg & Garvey, 1981;
KIH
" & Tyr iel, 1991), with or without verbal.

' : ict
E\s(mai Tefers to whether a conflict event escalated. Note the types of conli

AViors nvolved at the very beginning of the conflict, and see if the emotions
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POsition of authority whose role is to judge given situations. Thus, solutic  to

conflicts are adult-generated and the resolutions of conflicts are also adult determined

(Killep & Turiel, 1991).
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setting « servations of preschoolers' conflicts revealed more frequent conflicts at 1
every 2.7 to 3.6 minutes (Killen &Turiel, 1991). Bakeman and Brownlee's (1982)
investigation of age differences in possession conflicts revealed that toddlers averaged
| conflict in every 5.1 minutes while preschoolers averaged 1 in every 11 minutes.
The incidence of conflicts is found to be related to the length of the play period and the
type of play area. Dramatic play and block areas are found to have the highest reported
conflicts by children (Boisen, 1992). Thus, the frequency of conflicts appears to be
b" "er for 1 and 2 year-olds than for 3 and 4 year-olds. It: »appearsto 7
according to the observational setting.
I esofc = Iren -~onflict

Common sources of conflict among toddlers and preschool children include
disputes over objects (possession), nature or the structuring of play, right to and use of
space and materials, physical and psychological harm, and social order (Corsaro &
Rizzo, 1990; Genishi & DiPaolo, 1982; Hay, 1984; Killen & Turiel, 1991). Although
object-oriented conflicts concerning the distribution of resources are the most common
for all preschool children in the United States (Corsaro & Rizzo, 1990; Hay, 1984,
Killen & Tﬁriel, 1991), its incidence is higher for 2 year-olds than for 4 to 5 year-olds
(Dawe, 1934). Dawe's (1934) analysis of 200 quarrels of preschool children revealed
that disputes over objects decreased from 73.5 % among 2 to 2 1/2 year-olds, to 38.4%
among 4 1/2to 51 r-olds.

During the preschool years, the incidence of other, more socially-ornented
issues of conflicts such as those involving the nature of and access to play, claims

about opinions and beliefs (Corsaro & Rizzo, 1990), those involving rights to space
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lead to counter insistence by the partner (Eisenberg & Garvey, 1981).

Putallaz g Sheppard's (1992) review of the literature revealed four aspects of
“Ompeten; contlict behavior which dovetail with several of the conflict behaviors
identiﬁed above First, competent behavior depends on the situation. Since different
situations call for different behaviors, adaptive behavior (versus consistent behavior
aCrogg situations) would be expected of competent children. The use of context-

“PPropriate g es is thus the key to competent conflict behavior. Second, a social

ori . ’ . .
nemtaflOn> Versus an egocentric one, ul n greater ir al bene_ . A child who

Is e :
tintereq iy social interac n for its own sake, not just in object possession, control,
0 . . i .
T Tespond, to the provocation, appe 5 to be a socially competent child. Third,

Soc;j . .
Ocially COmp .t con ot resolution behavior appears to entail an effort and ability to

Palance One's own interests with those of others, a key ability for "integrative

bargaining_ " Fourth, competent conflict behavior entails social perceptiveness - the
abmty to discover relevant social norms and other's inte  ts, as well as to accurately
*Pp Faise conflict situations and to decide on the most appropriate approach to - o
These *0clal competencies have been referred to as "the ability to achieve personal

80alg ; faths iti ionships with
=0ls in S0cial interaction while simultaneously maintaining positive relat P

o . 285). Sucha
thers OVer time ang across situations” (Rubin & Rose-Krasnor, 1992, p. 285)

Vi S ted in Selman's
lew aboyt what constitutes competent conflict behavior is also reflec

(1980) developmental model of interpersonal negotiation strategies.

> Selman (1980 i hat plays a critical part in
! (1980), conflict resolution 1s a process that plays
el of interpersonal negotiation

e .
mamtenance of friendships. This developmental m od

S i . " ildren about
trategles Was deve oped from Selman's extensive interviews of chi



negotiation strategies. It reflects the notion of competent conflict behavior presented
by Putallaz and Sheppard above (1992). Table 10 summarizes these levels.

Selman's Levels O and 1 strategies can be equated withtl 1 ofa ‘avation,
physical force, simple assertions, commands and insistence/standing firm. Levels 2
and 3 strategies may be equated with the use of reasons, countering or offering
alternate proposals, and compromise identified by previous research. Although
Selman's (1980) :velopmental levels of negotiation strategies were derived from
extensive interviews of children, the progression apy sto  moving >m amore
egocentric, self-centered stance to that which reflects more understanding of other's
perspectives and increased ability to coordinate own needs and wants with that of
otl

A sim 1r developmental progression in children's interpersonal understand
is also flected in studies which indicate that between the ages of 3 and 5, children's
ability to understand the causal link between the intention of an act and its outcome is
likely to increase (Astington, 1993). Along with this qualitative change in children’s
understanding of intentions and acts, other studies have shown that with increasir  ige
during the preschool years, children's conflict resolution strategies also seem to change
from the use of more physical resistance and force, to more verbal ones (Ci  as,
1984), and from the use of simple assertions and insistence, to more of reasoning
and other collaborative strategies (Phinney, 1986).

From this literature, children's conflict behaviors can be categorized 4 levels:
non-insistent, low insistence, moderate insistence, and high insistence. Insistent

behaviors are those that reflect a lower level of interpersonal understanding and ability
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Mediation strategies - )
s I s g1€s are associated with particular types of conflict behaviors in
compari .
pes of king paring the behaviors of teachers and children from different
o ergarten programs, children from the constructivist classroom, whe
ers' . > re
Is’ use of mediation strategies predominated, were found to be more

collaborative j
tive 1n their i
conflict resoluti i
on behaviors and used hi
igher levels of negotiati
ation

gles than tho om o

(DeVrj
rnes, Reese-L. mned & >rgan, 1991)
intervention in children’s peer

Some r
esearchers recommend that teachers not
1995;

conflictg (C
Lo ;

rsaro & Rizzo, 1990; Genishi & Di Paolo, 1982; Killen & S yoshi
(1984) represent this

Lewis, 19
, 1984

). The Japanese nursery schools studied by Lewis
are less interested In

approach
to P )

conflict intervention. Teachers in these programs
stop aggression. They

aoco : .
g aggoression than in developing children's own ability to
problems without

ncoura : .
ge children to manage theirr own and other children's

searchers recommend that teachers should

teacher j
intervention. Althot I these re
ss of conflict

abstaj
n from j
in : o .
tervening when possible since engagement 11 the proce
10n 18 . . ] - )
a valuable experience for children's social and moral development, little is
f non-intervention in preschool

know
n abo .
ut the incidence and consequences 0

ishi & DiPaolo, 1982; Killen & Sueyoshi,

class
rooms (Corsaro & Rizzo, 1990; ~

1995 T v
> Lewis, ] 984)
cts of teacher non—intervention

A
small number of studies investigated the effe
rving children in dyadic or

on the re )
solution outcomes of children's conflict by obse
(Besevegis & Lore, 1983; Killen &
uite

tl"iadi c
e _ '
Peer play oups in the laboratory setiing
o that children are q

Turie]
- 1991; Siegal & Kohn, 1959). These studies indicat

























































hOm
Ogene()us
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child ¢
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