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Otizm Spektrum Bozuklugu Olan Cocuklara Sembolik Oyun Ogretiminde
Video Modelle Ogretimin Etkililigi*

Esra Cimar='! Elif Sazak-Duman='2

Oz
Giris: Bu arastirma, otizm spektrum bozuklugu olan 3 ¢ocugun sembolik oyun becerilerini gelistirmede bakis agis1
ile video modelin (VM) etkililigini aragtirmak amaciyla gergeklestirilmistir. S6z konusu video modelleme tiiriinde,
aragtirmacilar video kameray1 gz hizasinda (¢cocugun bakis agisindan) ve kayit modeli (kisi) olmadan tasiyarak
veya tutarak, oyun ortamini bir ¢ocugun hedef becerileri gerceklestirirken gorecegi sekilde gostermislerdir. Bu
amagla ¢alismada sembolik oyun becerilerinin tiim alt basliklarina iliskin 9 senaryo hazirlanmistir.

Yontem: Bes yasinda 3 erkek 6grenci ile yiiriitiilen ¢alismada tek denekli arastirma desenleri arasinda yer alan
katilimcilar arasi ¢oklu yoklama deseni kullanilmistir. Bu amagla sembolik oyun becerilerinin tiim alt bagliklarina
yonelik 9 senaryo hazirlanmis ve videolar hazirlanmistir.

Bulgular: Calisma, bakis agisi ile video modellemesinin otizm spektrum bozuklugu olan katilimcilarin sembolik
oyun becerilerini etkili bir gekilde gelistirdigini, katilimcilarin bu becerileri siirdiirebildigini ve sosyal
gecerliliginin yiiksek oldugunu ortaya koymustur.

Tartisma: Arastirma, VM'nin gercek ve hayali nesnelerle oynadiklarinda her 3 ¢ocuk igin de dogru yanit sayisini
etkili bir sekilde artirdigint géstermistir. Ayrica, tim c¢ocuklar miidahaleden sonraki 5 hafta boyunca yiiksek
performanslarint korumustur. Mevcut g¢alismanin bulgulari, otizmli gocuklarin sembolik oyun becerilerini
gelistirmek i¢in bakis agis1 VM kullanimina iligkin alanyazina katki saglamaktadir.

Anahtar sozciikler: Otizm spektrum bozuklugu, sembolik oyun becerileri, bakis agisi ile video modelleme, oyun
miidahalesi, 6zel egitim.

Anf icin: Cnar, E., & Sazak-Duman, E. (2024). Otizm spektrum bozuklugu olan ¢ocuklara sembolik oyun
ogretiminde video modelle 6gretimin etkililigi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel
Egitim Dergisi, Erken Gériintim. https://doi.org/10.21565/0zelegitimdergisi.1409821
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Giris

Otizm spektrum bozuklugu (OSB), sosyal etkilesimdeki eksiklikler, sozlii ve sozsiiz iletigimdeki
farkliliklar, ilgi alanlarindaki sinirliklar ve duyusal uyaranlarin hayal edilmesi, edinilmesi ve islenmesindeki
bozukluklarla karakterize, yasam boyu siiren nérogelisimsel bir bozuklugu temsil etmektedir (Amerikan Psikiyatri
Birligi [APA], 2013). APA (2013) Mental Bozukluklarm Tanisal ve Istatistiksel El Kitabi'na (5. baski; DSM-5)
gore, OSB icin iki ana tan1 kriteri sosyal etkilesim sorunlari ve kisitl ilgi alanlar1 ve basmakalip veya tekrarlayan
davranis kaliplaridir (Jung & Sainato, 2013). Her iki alandaki 6nemli sinirliliklar OSB'li ¢ocuklarin yetersiz
sembolik oyun becerileri sergilemesine neden olmaktadir (Hobson vd., 2009; Libby vd., 1998). Tipik gelisim
gosteren gruplarla ve diger gelisimsel bozukluklari olan ¢ocuklarla karsilastirildiginda, OSB'li ¢gocuklar daha az
sembolik oyun oynamakta (Lam & Yeung, 2012; Rutherford & Rogers, 2003), daha basmakalip ve tekrarlayici

davranislar sergilemekte (Hobson vd., 2013; Wing vd., 1977) ve daha az karmasik oyunlar tiretmektedirler (Wilson
vd., 2017).

Sembolik oyun, cocuklarin gerceklikle tutarli olmayan oyun aktiviteleridir ve tipik olarak 2 yas civarinda
gelismekte olan ¢ocuklarda goriiliir (Lee vd., 2021). Sembolik oyun, mig gibi oyun veya hayali oyun terimleri, bir
¢ocugun nesneleri manipiile etme veya oyun durumlarinda gerceklerle veya gergeklikle tutarsiz bir sekilde
eylemler gerceklestirme yetenegini belirtmek i¢in siklikla birbirinin yerine kullanilir. Sembolik oyun, oyuncaklarla
islevlerine gore oynamanin diginda, bir nesneye bir islev ve 6zellik atfederek onu sembolik olarak kullanmaktir
(Jordan, 2003). Sembolik veya hayali, mis gibi oyun dort alt kategori icerir:

1. Hayali islevsel oyun (oyun araglarini iglevlerine gore kullanma),

2. Oyun aracinin degistirilmesi (oyun aracinin islevi diginda bir nesne olarak kullanilmasi),
3. Oyun dis1 araglari kullanma (oyun araci olmasa bile varmis gibi oynamak) ve
4

Var olmayan ozellikleri hayal etme (kendine, oyun arkadaslarina veya oyuncaklara roller ve duygular
atfetme) (Barton & Pavilanis, 2012).

Biligsel oyunun en iist formu olan sembolik oyun araciligiyla ¢ocuklar nesnelerin ne ige yaradigini 6grenir
ve Ozelliklerini ayirt eder (Stanley & Konstantareas, 2007). Ayrica, dil dncesi zihinsel beceriler arasinda yer alan
sembolik oyunun sézel olmayan yapisi, OSB gibi smirlt dil edinimi olan durumlarda sembolleri anlama ve
kullanma becerisini degerlendirmede 6nemli bir aragtir (Alak, 2014). Bu nedenle, sembolik oyun OSB'nin tan1 ve
degerlendirmesinde erken bir gosterge olarak kabul edilmektedir (Gonzalez-Sala vd., 2021). S6z konusu oyun
etkinlikleri farkli beceriler 6grenme, diger bireylerle sosyal etkilesime girme ve bos zaman igin bir ilgi toplulugu
gelistirme firsatlart sagladigindan, OSB'li gocuklara sembolik oyun becerilerinin 6gretilmesi 6nemlidir (Lee vd.,
2021). OSB'li ¢ocuklar, tekrarlayan davranislari, simirli ilgileri, oyuncaklari ve oyun alanlarini bagkalariyla
paylasmak istememeleri, sira almakta zorlanmalari, mevcut oyun davranislarini basit diizeyde devam ettirerek yeni
oyunlar dgrenmeyi tercih etmemeleri ve hayal giiglerinde yasadiklart zorluklar nedeniyle sembolik oyun
konusunda zorluk yasamaktadir. OSB'li ¢ocuklara sembolik oyun becerilerinin 6gretilmesi, akranlariyla sosyal ve
iletisimsel etkilesimi kolaylastirir (McConnell, 2002) ve problem davranislar1 azaltip uygun davranislari artirir.
Ayrica iletisimi giiglendirerek oyuna katilimi tesvik eder (MacDonald vd., 2009; Machalice vd., 2009). Bu
beceriler, OSB'li ¢ocuklarin tipik gelisim gosteren ¢ocuklar tarafindan toplumun bir {iyesi olarak goriilmelerine ve
akranlartyla arkadashk kurmalarma da yardimer olur (Jordan, 2003). Oyun materyalleri ve akranlarla uygun
etkilesim, OSB'li ¢ocuklarin dogal 6grenme firsatlar1 araciligiyla kritik gelisimsel beceriler edinmesini de saglar.

Aragtirmalar, OSB'li ¢ocuklarin dikkatlice planlanmis miidahalelerle sembolik oyun becerileri
kazanabilecegini gostermistir (Lee vd., 2011). Cesitli davranigsal miidahaleler OSB'li ¢ocuklarin oyun becerilerini
gelistirmeyi amaglamaktadir. S6z konusu miidahaleler arasinda karsilikli taklit egitimi (Ingersoll & Schreibman,
2006), sosyal senaryolar (Barry & Burley, 2004), video modelleme (MacDonald vd., 2005) ve millue teknigi
(Kasari vd. 2006) yer almaktadir. Ancak, genisletilmis oyunun karmasikligi nedeniyle, OSB'li ¢ocuklarda
sembolik oyun becerilerini gelistirmek i¢in kanita dayali ¢ok az miidahale vardir (Kasari vd., 2006). Bu
caligmalardan Stahmer (1995) 7 okul 6ncesi ¢gocuga sembolik oyun becerilerinin 6gretimini gerceklestirmis ve
¢ocuklarm sembolik oyun davraniglarinin 6nemli dl¢iide arttigini bulmustur. Kasari ve digerleri (2006) sembolik
oyun ve ortak dikkati hedefleyen miidahalelerin etkililigini incelemislerdir. Calismanin katilimcilarint 3-4 yas
araligindaki 58 OSB'li cocuk olusturmustur. Cocuklar ortak dikkat miidahalesine, sembolik oyun miidahalesine ya
da kontrol grubuna rastgele atanmiglardir. Miidahaleler 5-6 hafta boyunca giinde 30 dakika siireyle
gerceklestirilmistir. Sonug olarak, her iki miidahale grubu da kontrol grubuna kiyasla hedef davraniglarda 6nemli
Olciide iyilegsme gostermistir.
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Kanita dayali uygulamalar arasinda model olma, 2009 yilinda ABD'de Ulusal Otizm Merkezi (NAC)
tarafindan kanita dayali bir uygulama olarak rapor edilmistir. Bu uygulamalarda model olarak insanlar ya da
videolar kullanilmaktadir. Video model (VM) bir modelin (yetiskin, akran, ¢ocugun kendisi veya bakis agisi)
videoya kaydedilmis bir 6rnek sunar. Hedef beceri, model gozlemlenerek ve taklit edilerek gosterilir (Hine &
Wolery, 2006). Videoya kaydedilen model ¢ocuga sunulur (Charlop-Christy vd., 2000) ve daha sonra gocuktan
dogal bir 6gretim veya sosyal ortamda ayni materyallerle modeli taklit etmesi istenir. Video modelle dgretim tiirleri
arasinda bireyin kendisinin model oldugu video modelle 6gretim, akran modelle video modelle dgretim, yetiskin
modelle video modelle 6gretim bakis agist ile video modelleme, 6gretim ve karma yontemle video modelle 6gretim
yer almaktadir. Hangi yontem kullanilirsa kullanilsin bu 6gretim yonteminde amag, ¢ocugun hedef davranisa
iliskin goriintilyll izleyerek ayni davramisi taklit etmesidir. Video modelle 6gretim siireci belli bir sirayla
gergeklestirilir:

1. Hedef davranisin belirlenmesi,
Materyal ve ekipmanlarin hazirlanmast,
Beceri analizi ve senaryo yazimi,
Ogretim videosunun hazirlanmast,

Veri toplama,

Ogretim ortaminin diizenlenmesi,

Ogretim,

©® N o gk~ w D

Ilerlemenin izlenmesi (Giil & Vuran, 2010).

OSB'li ¢ocuklara VM araciligiyla sembolik oyun becerilerinin 6gretilmesine iligskin 6nceki arastirmalarin
¢ogu (Akmanoglu vd., 2014; Boudreau & D'Entremont, 2010; Duenas vd., 2019; Lee vd., 2021; Lydon vd., 2011;
MacDonald vd., 2005; MacDonald vd., 2009; Noupuu, 2013) etkili olmustur. Ornegin, Duenas ve digerleri (2019)
tarafindan yapilan son arastirma, OSB'li 3 kii¢iik c¢ocuga senaryolu ve senaryosuz oyun becerilerinin
Ogretilmesinde ortak VM'nin etkinligini aragtirmayt ve OSB'li ¢ocuklarin senaryolu ve senaryosuz oyun
davranislarini incelemeyi amaglamistir. Calisma, ¢ocuklarin senaryosuz oyunlarinin, kapsayici bir erken gocukluk
ortaminda tipik gelisim gosteren akranlartyla oynadiklar taklit oyunlar sirasinda gelistigini belirlemistir. Bazi
caligmalarda sembolik oyun becerileri VM aracilifiyla dgretilse de (MacManus vd., 2015; Lee vd., 2021;
Petursdottir & Gudmundsdottir, 2021; Wong vd., 2007), iki tiir sembolik oyun becerisinin birlikte dgretildigi az
sayida calisma bulunmaktadir (Ingersoll & Schreibman, 2006; Taylor & Iacono, 2003). Ornegin, Lee ve digerleri
(2019), OSB'li ¢ocuklara sembolik nesnelerle oynamayi, sozel yonergeler, egitmen modellemesi ve fiziksel
yardimdan olusan ipucu hiyerarsisiyle birlestirilmis bir yontemi kullanarak 6gretmistir.

Her ne kadar calismalar OSB'li gocuklara sembolik oyun becerilerinin dgretimini VM araciligiyla
gergeklestirse de, mevcut ¢aligmalarin bazi smirliliklar: vardir. 1k olarak, az sayida ¢alisma OSB'li cocuklar igin
tiim sembolik oyun alt kategorilerini kullanmustir. Ikinci olarak, bir galisma (Hine & Wolery, 2006) sembolik oyun
becerilerini gelistirmede 6zellikle bakis agis1 VM'sini incelemistir. Bigham (2008), ¢aligmalarin OSB'li ¢ocuklarin
sembolik oyunu anladiklarini iddia etmek i¢in yetersiz oldugunu belirtmistir. Bigham (2008), Kavanaugh ve Harris
(1994), Jarrold ve digerleri (1994) tarafindan yapilan ¢aligmalarin, farkli bigimleri olan sembolik oyunun (Leslie,
1987) yalnizca bir bi¢imine odaklandigini belirtmistir. Bigham'a (2008) gore, s6z konusu ¢aligmalarda, ¢ocuklarin
bir nesneye 'var olmayan' 6zellikler atfetme davranisini anladiklari gosterilmistir (bir 6rdek aslinda temizken
kirliymis gibi davranmak). Ancak bu ¢alismalar, ¢ocuklarin sembolik oyunun farkli bigimleri olan bir nesneyi
digerinin yerine koyma (muzu telefon olarak kullanma) ya da hayali bir nesneyle etkilesime girme (hayali bir
bardaktan su igiyormus gibi yapma) davraniglarini yansitmamaktadir. Dolayisiyla bu ¢alismanin OSB'li cocuklara
sembolik oyun becerilerinin 6gretiminde bakis agis1 VM'sinin etkililigini inceleyerek alanyazina ve uygulamalara
katki saglayacagi diistiniilmektedir. Bu ¢alisma, OSB'li ¢ocuklara sembolik oyun becerilerinin 6gretiminde bakis
acis1 VM'nin etkililigini incelemeyi amaglamaktadir. Yukarida belirtilen amag¢ dogrultusunda asagidaki aragtirma
sorularina yanit aranmistir:

1. Bakis agisiile VM OSB'li 3 ¢ocugun sembolik oyun becerilerini edinmelerinde etkili midir?

2. Sembolik oyun becerileri edinildikten 1, 3 ve 5 hafta sonra bakis a¢is1 VM'in etkileri devam etmekte
midir?
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3. Katilimeilarin 6gretmenleri ve ebeveynleri miidahalenin sonuglari ile ilgili goriisleri nelerdir?
Yontem

Cahisma Grubu

Bu bolimde arastirmanin katilimcilarina yer verilmigtir. Arastirmanin katilimcilar1 OSB olan 3 ¢ocuk,
uygulayicilar ve gozlemcilerden olugmaktadir. Katilimeilar hakkinda detayli bilgi asagida verilmistir.

OSB'li Cocuklar

Bu calismaya bes cocuk katilmistir. Pilot calismaya 3 yasinda olan ve okul 6ncesi egitime devam eden 2
normal gelisim gosteren ¢ocuk katilmigtir. OSB tanisi almig 3 ¢ocuk ise okul Oncesi egitime devam etmekte ve
rehabilitasyon merkezlerinde haftada 3 giin, giinde 1 saat destek egitimi almaktadir. Bu ¢alismada OSB'li ¢ocuklar
secilirken bazi 6nkosul 6zellikler aranmistir. Bu 6nkosul 6zellikler su sekilde siralanabilir:

a) OSB tanist almig olmak, b) en az 3 saniye goz temasi kurabilmek, ¢) oyun sirasinda en az 3 dakika
dikkatini etkinlige verebilmek, d) en az 3 dakika diziistii bilgisayardaki goriintiileri izleyebilmek, e) tek basamakli
iki kelimeli yonergeleri anlayabilmek ve takip edebilmek, f) taklit becerisine sahip olmak ve g) sembolik oyun
becerilerinde gelisime ihtiya¢ duymak. Arastirmaci, katilimeilarin dnkosul becerilerini farkli oyun etkinliklerinde
degerlendirmigtir. Oyun sirasinda aragtirmaci, katilimcinin  6nkosul  becerilerini  degerlendirmistir.
Degerlendirmeler, onceden hazirlanan ve iki uzman tarafindan son sekli verilen kontrol listeleri kullanilarak
yapilmistir. Degerlendirmeler sonucunda 3 katilimci belirlemistir. Katilimcilar ve 6zellikleri asagida agiklanmaistir.

Ali 5 yaginda ve tam zamanli kaynastirma 6grencisi olarak anaokuluna devam etmektedir. OSB tanisi
almis ve Gilliam Otizm Derecelendirme Olgegi-ikinci Baski'dan (TV-GARS-2) 91 puan almistir. Gilliam (2006)
tarafindan otistik bozuklugu olan ¢ocuklarin tanilanmasi ve derecelendirilmesi i¢in gelistirilmistir. Olgegin Tiirkce
uyarlamasi Diken ve digerleri (2012) tarafindan yapilmistir. Ali géz temasi kurar ve iki ya da daha fazla kelimeli
yonergeleri takip eder. Iki kelimeyle konusmaktadir. Ali dikkatini oyuna y&nlendirir ancak oyuncaklarla
islevlerine gore oynamaz. Akranlariyla iletisim kurmakta ve onlarla oyun senaryolarina katilmakta zorlanmaktadir.
Ali iliskisel oyundan 5 puan, islevsel ve sembolik oyunlarmn her birinden 1 puan almistir. Ote yandan Ali'nin
annesi, Ali'nin arkadaslariyla oynamayi ¢ok istedigini ancak hep ¢ekindigini, bu nedenle bazi oyunlar1 kendi basina
oynadigini belirtmistir.

Mustafa 5 yasindadir ve haftada iki giin 6zel bir egitim merkezine devam etmektedir. iki ve daha fazla
basamakli yonergeleri yerine getirebilir. Mustafa iki kelime ile konusmaktadir. Tekrarlayan kelime kullanmakta,
siirli goz temasi ve oyun becerilerinde zorlanmaktadir. Mustafa oyuncaklarla ya da materyallerle oynama
egiliminde degildir. TV-GARS-2' puan1 103 ve OSB tanisina sahiptir Mustafa iliskisel oyundan 4 puan, islevsel
oyundan 2 puan ve hayali oyundan 0 puan almistir. Mustafa'nin annesi oglunun oyuncak arabalari garpistirmay1
sevdigini ve evcilik ya da doktorculuk gibi oyunlara katilmadigini soylemistir.

Emre 5 yaginda ve tam zamanli olarak bir 6zel egitim anaokuluna devam etmektedir. Kendisine OSB
teshisi konmus ve TV-GARS-2'den 102 puan almistir. Emre iki basamakli yonergeleri takip eder ve taklit
becerilerine sahiptir. iki kelime konusmaktadir. Sinirli géz temasi kurmaktadir ve kisith bir ilgi alanina sahiptir.
Yalniz kalmay1 tercih eder ve oyuncaklarla basmakalip davranislar sergiler. Emre iliskisel oyundan 4 puan, islevsel
oyundan | puan ve sembolik oyundan 0 puan almistir. Annesi ile yapilan gorlismeler Emre'nin puanlarini
desteklemistir. Annesi, Emre'nin oyun aktivitelerine katilirken genellikle rutinler sergiledigini ve belirli arabalarla
oynamaktan keyif aldigini belirtmistir.

Arastirma Grubu

Birinci arastirmaci ¢alismanin genelini yiiriitmiistiir. Birinci arastirmaci, ¢alisma sirasinda yiiksek
lisansin1 yapmakta olan 24 yaginda bir kadindir. TV-GARS-2'yi uygulama konusunda sertifikaya sahiptir.

Veri Toplama Araclar

Arastirma Bolu Abant Izzet Baysal Universitesi Saglik Bilimleri Fakiiltesi Klinik Arastirmalar Etik
Kurulu tarafindan 06.11.2020 tarihli toplantida 2020/10 karar numarasi ile etik olarak onaylanmistir.

Pilot ¢alisma, deneysel siireg ve dis gecerlilik siireci Ozel Egitim ve Rehabilitasyon Merkezi'nde bireysel
egitim siifinda gergeklestirilmistir. Stnif 4 m X 3,5 m X 4 m boyutlarindadir. Sinifta bir bilgisayar, senaryo i¢in
hazirlanmis bir trafik halisi, kapali bir dolap, arastirma verilerini toplamak igin bir araba, bir ip, bir kutu kapagi,
bir iplik yumagi, bir LEGO pargasi, bir Jenga pargasi, bir boya kalemi ve bir poset bulunmaktadir. Bilgisayar
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duvarin 6niine yerlestirilmistir ve oyun alan1 ¢ocuklar i¢in genis birakilmistir. Cocuk ve uygulayici sandalyede
yan yana oturarak video goriintiilerini izlemistir. Oyun esnasinda yere oturmuglardir. Oyun ortaminda bagka bir
kisi ya da cocuk bulunmamistir. Tiim miidahale ve yoklama oturumlarini kaydetmek amaciyla odada tripod iizerine
video kamera yerlestirilmistir.

Senaryolar

Calismada sembolik oyun becerilerine iliskin senaryolar hazirlanmistir. Bu nedenle katilimcilarin giinliik
yasamlarinda ve sosyal ¢evrelerinde siklikla karsilastiklar1 ve gerceklestirdikleri eylemler bir havuzda toplanmus,
aile goriismeleri, katilimer degerlendirmeleri ve oyun temalar dikkate alinarak senaryolar belirlenmistir. Oyun
temalar1 altinda tepkiler tanimlanmis ve katilimcilardan bu tepkiler beklenmistir. Senaryolarin hazirlanmasinda
cocuk gelisimi uzmanlarindan goriis ve geri bildirim almmistir. On iki senaryo olusturulmustur. Ug senaryo
sembolik oyun adimlarinin tamamini kapsayacak sekilde uyarlanamadigi i¢in elenmistir. Kalan dokuz senaryo su
sekildedir; arabaya yakit doldurma, yangin sondiirme, restoranda yemek yeme, top oynama, hastaneye gitme,
parkta oynama, hayvanat bahcesinde oynama, marketten aligveris yapma ve arabayi park etme. Senaryolar
hazirlanirken her bir oyun oriintiisii i¢in esit sayida oyun davranisi icermesine ve esit sayida sembolik oyun
adimindan olusmasina dikkat edilmistir. Senaryolar hazirlandiktan sonra OSB'li cocuklar ve 6zellikleri gbz 6niinde
bulundurularak gozden gecirilmistir. Senaryolar igerik, kullanilan dil ve sembolik oyun adimlarinin
degerlendirilmesi i¢in iki 6zel egitim ve bir okul 6cesi uzmanina génderilmistir. Uzmanlar her bir senaryoyu igerigi
yansitmasi, anlasilir olmasi ve ¢ocuklarin seviyesine uygunlugu agisindan degerlendirmistir.

Video Klipler

Videolar olusturulurken Mitsch ve digerleri (2020) tarafindan dzetlenen adimlar izlenmistir. ilk olarak,
aragtirmacilar videolarin kaydedilecegi ortama karar vermis ve video ¢ekimleri igin katilimcilarin devam ettigi
okulda bos bir oda organize etmistir. Daha sonra VM'nin tiirii belirlenmis ve arastirmacilar, katilimeilarin oyun
zeminindeki sembolik oyun davranislarini kolayca gorebilmeleri, sadece materyallere odaklanabilmeleri ve dikkat
dagitict unsurlar1 daha kolay kontrol edebilmeleri i¢in odaklanan bakis agistyla VM'yi tercih etmislerdir. Boylece
videolar, her bir senaryodaki eylemlere gore oyuncaklarla oyun davranislari gerceklestiren bir yetigkin eli
gostermektedir. Her video dokuz senaryodan olugmaktadir ve her senaryo yaklasik 1 dakika uzunlugundadir.
Videolarda ve miidahalede ayn1 materyaller kullanilmis ve oyun senaryolarina gore dnceden hazirlanmistir. Ozel
egitim alanindan iki uzman, videolarin senaryolara ve sembolik oyun becerilerinin tiim basamaklarina
uygunlugunu bir kontrol listesi ile degerlendirmistir. Arka plan giiriiltiisii olan ya da oyun senaryolarini istenilen
diizeyde karsilamayan videolar tekrarlanmistir. Elde edilen goriintiiler ¢alismada kullanilmak tizere bir diziistii
bilgisayara aktarilarak 6gretime hazir hale getirilmistir.

Verilerin Toplanmasi ve Uygulanmasi

Bu galismada, bakis acili sembolik oyun VM ile sembolik oyun becerilerinin kazanilmasi arasindaki
islevsel iligkiyi arastirmak amaciyla tek denekli arastirma modelleri arasinda yer alan (Gast vd., 2014) katilimeilar
arasi ¢oklu yoklama deseni kullanilmistir. Miidahale ile bagimli degiskendeki degisim arasindaki islevsel iliski
birinci katilimcida yordama, ikinci katilimcida dogrulama ve figiincli katilimcida tekrarlama yapilarak
arastirilmigtir (Tekin-Iftar, 2018). Arastirmada deneysel kontrolii saglamak igin arastirmaci birinci katilimctya
miidahaleyi uygulamaya baglarken diger iki katilimcinin sembolik oyun becerileri baslama diizeyinde kalmistir.
Birinci katilimcida miidahalenin etkisi gozlendiginde, aragtirmaci {iglinci katilimcinin becerileri baslama
diizeyinde kalirken ikinci katilimei icin miidahaleyi gerceklestirmeye baslamustir. Tkinci katilimcida miidahalenin
etkisi gozlendiginde, arastirmaci iiciincii katilimer i¢in miidahaleyi yiiriitmeye baslamistir (Tekin-iftar, 2018).

Arastirmanin i¢ ve dis gegerliligini etkileyen faktorler belirlenmis ve kontrol altina alinmistir. Dig
faktorleri kontrol etmek i¢in arastirmaci, katilimcilarin ebeveynlerinden ve O6gretmenlerinden mis gibi oyun
becerilerine yonelik herhangi bir etkinlik yapmamalarinmi istemistir. Olgunlagma faktoriinii kontrol etmek i¢in
arastirmacilar ¢alismayr miimkiin olan en kisa siirede tamamlamistir. Olgiim faktdriinii kontrol etmek icin
aragtirmacilar tiim oturumlarin en az %30'unda giivenilirlik verisi toplamis ve analizleri bagimsiz bir gdzlemcinin
yapmasini saglamigtir. Katilimer kaybini onlemek igin saglik sorunu olmayan ve devam ettikleri okul ya da
kurumlarda diizenli olarak bulunan katilimcilar se¢ilmistir.

Bagimsiz Degisken

Bu ¢aligmanin bagimsiz degiskeni odaklanan bakig agisi ile VM'dir. Bu amagla videolar planlanmistir.
Miidahale programinda dokuz oyun senaryosunun video goriintiileri gocugun bakis agisindan hazirlanmistir.
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Bagimh Degisken

Calismanmn bagimli degiskeni OSB'li c¢ocuklarin sembolik oyun becerilerini edinme diizeyleridir.
Sembolik oyun becerilerinin dort alt tiirii incelenmistir: hayali iglevsel oyun, oyun araglarinin yerine gegcme, oyun
dis1 araglarin yerine ge¢cme ve var olmayan 6zellikleri hayal etme. Sembolik oyun becerilerini edinme kosulu,
katilimeilarin 9 oyun senaryosu i¢in hazirlanan oyun becerisi adimlarinin en az %100'ini bagimsiz olarak %80
dogrulukla gerceklestirmeleridir. Bu amacla her bir oyun senaryosu alt beceri basamaklarina ayrilmistir. Dogru
yanit, katilimcinin hedef uyaran ("Hadi oynayalim" yonergesi) sunulduktan hemen sonra 5 saniye i¢inde oyun
alanina gitmesi ve her bir oyun senaryosunu belirlenen yanit araliginda (15 saniye) gergeklestirmesi olarak kabul
edilmistir. Katilimecinin hedef uyaran sunulduktan hemen sonra 5 saniye i¢inde oyun alanina gitmemesi ve her bir
oyun senaryosunu belirlenen yanit araliginda gergeklestirmemesi yanlis yanit olarak degerlendirilmistir.
Arastirmaci katilimeinin tepkisizligini gormezden gelmistir.

Uygulama

Calismanin uygulamasi dort basliktan olusmaktadir. Bunlar pilot ¢calisma, deneysel siireg, giivenirlik ve
sosyal gecerlilik siirecidir. Bu boliimde bu bagliklar hakkinda detayl bilgi verilmektedir.

Pilot Calismalar

Bu aragtirmada, ana miidahaleden once pilot ¢aligmalar gerceklestirilmis ve iki farkli pilot ¢calisma
yuritilmiistiir. Birincisi, video kliplerin pilot uygulamasi, ikincisi ise bakis acis1 VM miidahale oturumlarinin pilot
uygulamasidir. Mitsch ve digerleri (2020) VM yoluyla 6gretimde video goriintiileri kullanmadan dnce bir pilot
calisma yapilmast gerektigini vurgulamaktadir. Bu arastirmada, katilimcilar arasinda yer alan tipik gelisim
gosteren bir ¢ocukla pilot ¢alisma gerceklestirilmistir. Pilot ¢alisma oncesinde videonun sunulacagi bilgisayar
hazir hale getirilmistir. Cocuga bir oyun videosu izleyecegi sdylenmis ve videoyu izlemesine izin verilmistir.
Video izlendikten sonra performans alanina bir trafik halis1 ve gerekli materyaller yerlestirilmistir. Daha sonra
¢ocuktan oyun materyalleri ile videodaki oyunu oynamasi istenmistir. Cocuga videoda anlamadigi bir oyun adimi
olup olmadigi, varsa hangi oyun senaryosunda zorlandigi ya da anlamadigi sorulmustur. Cocugun belirttigi
senaryolarin videolarinda gerekli diizeltmeler yapilmistir.

Deneysel Siire¢

Calismanin deneysel siireci baglama diizeyi, miidahale, yoklama ve izleme oturumlarindan olusmustur.
Baglama diizeyi oturumlari her ii¢ katilime1 i¢in de es zamanli olarak birebir gerceklestirilmistir. Birinci aragtirmact
ortami diizenlemistir. Ortamu1 diizenledikten sonra katilimciy1 ortama getirmis ve ¢ocugun 3 dakika boyunca
materyalleri incelemesine izin vermistir. Arastirmact ¢ocuga oyunla ilgili sorular sormustur (6rnegin, "Elimdeki
oyuncagin adi ne?") ve oyun araglarini incelerken katilimcinin dikkatini ¢ekmistir (6rnegin, "Merhaba Ali. Bir
oyun oynayacaksin. Hazir misin?"). Aragtirmaci "Hadi oynayalim." diyerek katilimcmin uygun davranisi
sergilemesi i¢in 5 saniye beklemistir. Katilimcinin tepki araliginda senaryodaki replik ve davranislar
gercgeklestirmemesi, hig tepki vermemesi, problem davranis ya da uygun oyun davranislari sergilemesi durumunda
aragtirmact oturumu sonlandirmistir. Her 3 katilimer igin ii¢ baglama diizeyi oturumu gergeklestirilmistir; her
oturum bir deneme i¢ermis ve her deneme 1 ila 3 dakika arasinda siirmiistiir.

Basglama diizeyi oturumlarindan sonra, ilk arastirmaci ilk katilimcr igin miidahale oturumlarini
baslatmigtir. Miidahale asamasinda arastirmaci oyun ortamini diizenlemistir. Ortami diizenledikten sonra
aragtirmact katilimeinin yanina oturmustur. Aragtirmact katilimciya miidahale oturumlarinin amacini, miidahale
sirasinda sergilenecek davranislari ve uyulmasi gereken kurallari agiklamistir. Ornegin, "Bugiin seninle bir video
izleyecegiz ve videodaki oyunun aynisini oynayacagiz. Videoyu sonuna kadar izleyeceksin ve ben sana
sOyledigimde videodaki oyunun aynisini oynayacaksin" demistir. Ardindan arastirmaci videoyu oynatmaya
baslamistir. Katilimcinin dikkati dagildiginda "Videoyu izle, dikkatli izle" diyerek dikkatini ¢ekmistir. Video
bittikten sonra aragtirmaci katilimciy1 6nceden hazirlanan oyun alanina gétiirmiis ve yere oturmasini sdylemistir.
Ardindan aragtirmaci "Arabay1 siir" yonergesini sunmustur. Yine katilimcinin tepki vermesi i¢in 5 saniye
beklemistir. Katilimci tepki vermezse, ilk alt beceri adimini sozlii olarak sunmustur. Katilimer yanlis tepki
verdiginde, arastirmaci hicbir sey sdylemeden oyun materyalini elinden almistir. Tekrar masa ve sandalyeye
giderek katilimcinin videoyu tekrar izlemesine izin vermistir. Her bir miidahale oturumu en fazla iki denemeden
olugmus ve her bir deneme 3 ila 5 dakika arasinda siirmiistiir. Dogru cevap verilmesi durumunda bu cevap tim
oturumlarda kaydedilmis ve beceri i¢in devam ettirilmistir.
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Birinci aragtirmaci her gocuk icin es zamanli yoklama oturumlari diizenlemis ve ii¢ yoklama evresi
gerceklestirmistir. Ik yoklama evresi, ilk katilimei icin miidahale evresinde sembolik oyun becerileri icin 6lgiit
kargilandiginda tiim katilimeilar i¢in es zamanli olarak diizenlenmis ve her katilimer i¢in {i¢ oturum arka arkaya
iic kez gerceklestirilmistir. ikinci yoklama evresi, ikinci katilimer icin miidahale evresinde sembolik oyun
becerileri oOlgiitii karsilandiginda tiim katilimeilar icin es zamanli olarak arka arkaya ii¢ oturum seklinde
gerceklestirilmistir. Uciincii yoklama evresi de benzer sekilde ii¢iincii katilimcinin miidahale evresindeki sembolik
oyun becerileri 6lgiitiinii karsilamas1 durumunda gerceklestirilmistir (Tekin-iftar, 2018). Her katilimer igin {i¢
yoklama oturumu diizenlenmistir; her oturumda bir deneme yer almis ve her deneme 1 ila 3 dakika arasinda
siirmiistiir. Birinci arastirmaci, miidahale oturumlar1 sona erdikten 1, 3 ve 5 hafta sonra izleme oturumlarini
gercgeklestirmistir. Her bir izleme oturumu bir denemeden olusmus ve her bir deneme 1 ila 3 dakika arasinda
strmiistir.

Veri Toplama

Birinci aragtirmaci caligmanin baglama diizeyi, miidahale, yoklama ve takip asamalart icin veri
toplamustir. Tiim veriler i¢in, 3 katilimcinin her oturumu videoya kaydedilmis ve ardindan katilimcilarin tepkileri
baslama diizeyi, miidahale, toplu yoklama ve izleme asamalari, veri toplama formuna kaydedilmistir. Baglama
diizeyi, yoklama ve izleme asamalarinda katilimcilar sembolik oyun senaryolarindaki davranislari
gerceklestirmislerse "gerceklestirdi" (yani "+"), gerceklestirmemislerse, yanlis ya da eksik gergeklestirmislerse ya
da tepkisiz kalmiglarsa "gerceklestirmedi" (yani "-") olarak isaretlenmislerdir. Ardindan, katilimcilarin dogru tepki
yiizdeleri "bir oturumdaki dogru davramig sayisi / bir oturumdaki toplam davramig sayisi x 100" formiiliiyle
hesaplanmigtir. Miidahale oturumlarinda da katilimcilarin sembolik oyun becerilerini sergileme diizeyleri benzer
sekilde toplanmis ve analiz edilmistir. Ancak sembolik oyun senaryolar1 video model ile gosterildikten sonra
katilimcinin oyun davraniglarimi gergeklestirmedigi ya da yanlis veya eksik gergeklestirdigi durumlarda
katilimciya bir kez daha 6gretim yapilmis, ikinci miidahale denemesinde dogru ve yanlis tepkiler ile veri toplama
islemi gergeklestirilmis ve bu denemeden elde edilen veriler analiz edilmistir.

Gozlemciler Arasi Giivenirlik ve Uygulama Giivenirligi

Gozlemciler arasi giivenirlik ve uygulama giivenirligi verilerini toplamak i¢in tiim oturumlar videoya
kaydedilmigtir. Gozlemciler arasi giivenirlik ¢aligmalari, Psikolojik Danismanlik ve Rehberlik Boliimii'nden
yiiksek lisans derecesine sahip iki gézlemcinin ayni miidahale oturumlarini bagimsiz olarak degerlendirmesiyle
gerceklestirilmis ve giivenirlik katsayist "[(uyum) / (uyum + uyusmazlik)] x 100" formiilii (Alberto & Troutman,
2009) kullanilarak hesaplanmistir. Tiim oturumlarda giivenirlik %100 olarak bulunmustur.

Calismada, bagimsiz degisken uygulamasinin planlandigi gibi yiiriitiiliip yiiriitiilmedigini ortaya koymak
amaciyla uygulama giivenirligi verileri toplanmigtir. Bu veriler, miidahale, yoklama ve izleme oturumlarinin
%30'unun tarafsiz bir sekilde segilmesi ve izlenmesi ile elde edilmistir. Gdzlemci, ortamin diizenlenmesi, her
senaryo i¢in araglarin hazirlanmasi, video goriintiilerinin kontrol edilmesi, diziistii bilgisayarin kontrol edilmesi,
katilimciyla birlikte bilgisayarin bagina oturulmasi, ¢ocugun dikkatinin videoya g¢ekilmesi, katilimcinin oyun
alanma gotiiriilmesi, sembolik oyun becerileriyle ilgili 6gretimin sunulmasi ve katilimecinin tepkilerine uygun
sekilde yanit verilmesi adimlarin1 kaydetmistir. Gézlemeci, dogru uygulama igin "+", yanlig egitmen uygulamasi
icin "-" notunu kaydetmistir. Uygulama giivenirligi ylizdesi, dogru uygulama sayisinin toplam uygulama sayisina
boliinmesi ve 100 ile carpilmasiyla hesaplanmistir ve yiizdesi tiim oturumlarda %100 olarak hesaplanmistir.

Sosyal Gecerlik

Ogretmen ve velilerin miidahalenin sonuglarindan memnun olup olmadiklarini belirlemek igin ilk
aragtirmaci veli ve 6gretmenlerle iletisime gegerek ¢aligma kapsaminda hazirlanan Sosyal Gegerlik Veri Toplama
Formlari'ndaki sorular1 sormustur. Calisma tamamlandiktan ve takip verileri toplandiktan sonra veli ve
ogretmenlerle yar1 yapilandirilmig goriismeler yoluyla sosyal gegerlik verileri toplanmistir. Goriismede ¢ocuklarin
edindikleri becerinin onlar igin 6énemli bir beceri olup olmadigi, ¢alismada uygulanan oyun becerileri ve video
model yontemini ¢aligma bittikten sonra kullanip kullanmadiklari, uygulama yapacak olsalar hangi yontemi daha
kolay uygulayabilecekleri, edindikleri beceriyi bagka ortamlarda kullanip kullanmadiklari ve son olarak ¢caligmanin
anne, dgretmen ve gocuga ne gibi katkilar sagladig1 gibi sorular sorulmustur. Ornegin galismaya katilan gocuklarin
veli ve dgretmenlerine "Video modelleme yonteminin ¢ocuklara oyun becerilerini dgretmede etkili oldugunu
diisiiniiyor musunuz?" gibi bes agik u¢lu soru sorulmustur. Neden?" sorusuna verdikleri yanitlar ses kaydina
alinmis ve bulgular nitel analiz yontemlerinden biri olan betimsel analiz kullanilarak analiz edilmistir. Calismada
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elde edilen tiim veriler orijinal verilerle karsilastirilarak ikinci yazar tarafindan kisa bir dogrulama yapilmistir.
Sosyal gegerlilik bulgular1 bir sonraki boliimde sunulacaktir.

Bulgular
Verimlilik Bulgulari

Sembolik Oyun Becerileri Miidahale Programinin bakis acis1t VM ile uygulanmasi, her 3 caligma
katilimcist i¢in de sembolik oyun senaryolarina katilimda genel bir artisa neden olmustur. Miidahaleden 1, 3 ve 5
hafta sonra toplanan veriler, oyun eylemlerine katilimin etkilerinin her 3 katilimcida da korundugunu gostermistir.
Sekil 1, OSB'li gocuklara sembolik oyun becerilerinin 6gretilmesinde bakis agist VM'sinin etkililigine iligkin
bulgulart sunmaktadir.

Ali baslangigta higbir uygun rol yapma eyleminde bulunmamuis, araliklarin %0'1n1 gostermistir.
Miidahaleyle birlikte Ali, hedef davranisi gerceklestirdigi araliklarin yiizdesinde %8 ile %31 arasinda degisen
kiiglik ve ani bir artig gostermistir. Sekil 1'deki ilk katilimct olan Ali'den elde edilen verilere gore, ilk katilimeinin
baslama diizeyi igin dogru tepki yiizdeleri %2, %2 ve %2'dir. Baska bir deyisle, Ali sembolik oyun becerilerini
ancak miidahaleden sonra kazanmistir. Ali ile bes miidahale oturumu gergeklestirilmistir. Uygulama oturumlari
icin dogru tepki yiizdeleri %85, %85, %85, %83 ve %83 olarak hesaplanmistir. Ali'nin ardisik en az ii¢ oturumda
hedef beceriyi kararli verilerle gerceklestirmesi iizerine uygulama evresi sonlandirilmistir. ilk toplu yoklama
asamasi 3 katilimci i¢in de es zamanli olarak gergeklestirilmistir. Ali yoklama evresinde ortalama %91 oraninda
dogru tepkide bulunmustur. Dolayisiyla, uygulama oncesinde elde edilen veriler ile uygulama sonrasinda elde
edilen veriler karsilastirildiginda Ali'nin hedef beceriyi kazandig1 goriilmiistiir.

Ikinci katilime1 olan Mustafa ise ilk toplu yoklama evresinde %4, %4 ve %8 dogrulukla sembolik oyun
becerilerini sergilemistir. Mustafa ile toplam dokuz uygulama oturumu gergeklestirilmistir. Miidahale oturumlari
icin dogru tepki yiizdeleri %11, %57, %64, %68, %68, %77, %89, %85 ve %89 olarak hesaplanmistir. Tlk
oturumdan itibaren hizli bir artig gozlenmis, yedinci oturumdan itibaren %80 6lgiitii kargilanmis ve kararli veriler
elde edilmistir. Mustafa'nin ardisik en az 3 oturumda hedef beceriyi kararli verilerle gergeklestirmesi nedeniyle
uygulama evresi sonlandirilmistir. Tiim katilimeilar i¢in es zamanli olarak ikinci bir toplu yoklama evresi
yuriitilmiistiir. Mustafa'nin ikinci ve ii¢lincii toplu yoklamalarinda elde edilen ortalama dogru tepki yiizdesi
%85'tir. Dolayisiyla miidahale 6ncesi ve sonrasi elde edilen veriler karsilastirildiginda Mustafa'nin hedef beceriyi
edindigi sdylenebilir.

Ugiincii katilime1 Emre ise baslama diizeyi diizeyinde %2, %2 ve %2 oranlarinda sembolik oyun becerileri
sergilemistir. Benzer sekilde Emre, ilk yoklama evresinin her oturumunda %2 dogrulukta sembolik oyun becerisi
sergilemistir. Miidahale agsamasinda Emre ile bes oturum gergeklestirilmistir. Emre'nin miidahale oturumlari i¢in
dogru tepki yiizdeleri %64, %79, %91, %92 ve %92 olarak hesaplanmistir. flk oturumdan itibaren hizl1 bir artis
oldugu, Emre'nin {igiincii oturumdan itibaren %80 olgitiinii karsiladigi ve kararli veriler elde edildigi
goriilmektedir. Emre'nin ardigik en az ii¢ oturumda hedef beceriyi kararl verilerle gerceklestirmesi nedeniyle
uygulama evresi sonlandirilmistir. Uglincii toplu yoklama evresi tiim katilimcilar igin es zamanli olarak
gerceklestirilmistir. Ugiincii yoklama oturumu igin ortalama dogru tepki yiizdesi %85'tir. Dolayisiyla, uygulama
oncesi ve sonrasi elde edilen veriler karsilagtirildiginda Emre'nin hedef beceriyi edindigi goriilmiistiir.

izleme Bulgular

Sekil 1'deki izleme verilerine bakildiginda, miidahaleyi takip eden birinci, ii¢iincii ve besinci haftalarda
Ali %91, %92 ve %92, Mustafa %89, %87 ve %89, Emre ise %81, %87 ve %81 oranlarinda dogru yanit vermistir.
Bu bulgular, katilimcilarin video modelleme ile edindikleri sembolik oyun becerilerini siirdiirebildiklerini
gOstermistir.

Sosyal Gecgerlilik Bulgulari

Calismada, tiim ebeveynler miidahale sonrasinda ¢ocuklarinda sembolik oyun becerilerinde artig, sosyal
ortamlarda olumlu davranislar, iletisimde artig, anlamli ve ilgili oyun davraniglarinda artis, uygunsuz davranislarin
nesnelerle degistirilmesi ve sosyal uyumda artis gibi olumlu gelismeler oldugunu bildirmistir. Ogretmenler ayrica
OSB'li ¢ocuklara sembolik oyun becerilerinin 6gretimini gerceklestirmenin ¢ok 6nemli oldugunu bildirmistir.
Ayrica, 6gretmenler VM araciligiyla 6gretimin nispeten kolay oldugunu ve OSB'li ¢ocuklarin videoya daha fazla
ilgi gosterdigini ve daha fazla motive oldugunu belirtmistir.
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Sekil 1

Sembolik Oyun Becerilerine Iliskin Dogru Tepki Yiizdeleri

Dogru tepki yiizdesi

Not: BD = baslama diizeyi; I = izleme; U = uygulama; TY = toplu yoklama.
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Mevcut ¢alisma, odaklanan bakis agistyla VM’nin OSB'li ¢ocuklarin sembolik oyun becerilerini edinme
ve siirdiirme iizerindeki etkilerini degerlendirmeyi amaglamaktadir. Arastirma, VM'nin her {i¢ ¢ocuk i¢in de dogru
yanit sayisini etkili bir sekilde artirdigimi gostermistir. Ayrica, tiim ¢ocuklar miidahaleden sonraki 5 hafta boyunca
yiiksek performanslarint korumustur. Katilimcilarin anneleri de ¢ocuklarinin oyun oynama siirelerinin arttigini ve
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farkli oyunlar oynadiklarini belirtmislerdir. Bu ¢alismanin bulgulari, OSB'li gocuklarin hayali nesnelerle sembolik
oyun becerilerini gelistirmek i¢in bakis acist VM kullanimina iligkin alanyazina katki saglamaktadir.

Bu arastirma, OSB'li ¢ocuklara gergek ve sembolik nesnelerle sembolik oyunun tiim alt tiirlerini
ogretmeye yonelik ilk girisimlerden biridir. Ayrica bu arastirma, oyun becerilerinin 6gretilmesi amaciyla bakis
acist VM'nin kullanildigr smirli ¢alismalardan biridir. Katilimeilarin anneleri de ¢ocuklarinin oyun oynama
stirelerinin arttigini ve farkli oyunlar oynadiklarini belirtmiglerdir.

Bu calismanin ilk bulgusu, bakis acis1 VM'nin OSB'li ¢ocuklara sembolik oyun becerilerini etkili bir
sekilde ogrettigidir. S6z konusu bulgu, OSB'li ¢ocuklara oyun becerilerinin video modelle dgretimi yontemi ile
sembolik oyun becerilerinin 6gretiminde VM'yi etkili bulan ¢alismalarla (Besler & Kurt, 2016; Paterson & Arco,
2007) iligkili ve destekleyicidir. Lee ve digerleri (2019), 3-7 yas araliindaki OSB'li ii¢ erkek ¢ocuga sembolik
oyun becerilerinin 6gretiminde ve kazanilan becerilerin genellenmesinde VM'nin etkililigini degerlendirmistir.
Arastirmacilar, tiim ¢ocuklarin gergek ve hayali nesnelerle hedeflenen sembolik oyun becerilerini edindiklerini ve
edindikleri becerileri siirdiirdiiklerini bulmugslardir. Ancak sadece bir ¢ocuk 6grendigi becerileri genellemistir. Lee
ve digerleri (2021), 4-5 yaslarinda OSB'li ii¢ ¢ocuga sembolik oyun becerilerinin 6gretiminde VM'in etkililigini
incelemislerdir. Arastirmada, her ii¢ ¢ocuk da oyun hedeflerini edinmis ve genellemistir.

Mevcut aragtirmada yer alan ii¢ gocuk, miidahaleden dnce sembolik oyun becerilerine sahip degildi.
Oyuncaklara kars ilgisizdiler, amagc dis1 davranislar sergiliyorlardi ve oyun oynama girisimleri yoktu. Ornegin,
oyuncak bir arabayi ellerine alip 2-3 saniye boyunca ileri geri siirityor, arabadan uzaklasiyor, ters geviriyor ve
tekerleklerini dondiiriiyorlardi. Deneysel siirecin baginda, miidahalenin etkililik bulgularina paralel olarak yapilan
gozlemlerde tiim katilimcilarin oyun davranislarinda ¢esitlenmeye gittikleri ve bu davraniglara uyum sagladiklar
goriilmiistiir. Miidahale sonrasinda katilimcilar sembolik oyun becerilerini grenmislerdir. izleme oturumlarinda
da edindikleri sembolik oyun becerilerini siirdiirmiislerdir.

Calismanin bir diger bulgusu da 6znel degerlendirme yoluyla toplanan sosyal gegerlilik verileridir.
Katilimcilarin miidahaleler sirasinda video goriintiilerini izlemekten keyif aldiklar1 ve dolayisiyla miidahaleden
keyif aldiklar1 gdzlemlenmistir. Ogretmenler ve ebeveynler cocuklarin akranlariyla iletisimlerinin, sosyal
ortamlardaki davranislarinin ve sosyal etkilesimlerinin arttigini belirtmislerdir.

Bu ¢alisma ile alanyazindaki diger ¢aligmalar arasinda bazi benzerlikler ve farkliliklar bulunmaktadir.
IIk olarak, bu calisma sembolik oyun becerilerinin dért alt tiiriinii icermektedir. Ayrica, her senaryo sembolik oyun
becerilerinin dort alt tiiriinii esit oranda igermektedir. Bdylece OSB'li ¢ocuklardan sembolik oyun becerilerinin
tlim alt tiirlerini 6grenmeleri istenmistir. Miidahale oturumlar1 alanyazindaki diger ¢alismalara kiyasla daha uzun
siirmiis ve miidahale sonucunda ¢ocuklarin sembolik oyun becerilerinin tiim alt tiirlerini edindikleri goriilmiistiir.
Ayrica, ¢cocuklarin dikkat stireleri bir 6nceki degerlendirme sonuglarina kiyasla kisa olmasina ragmen, ¢ocuklar
tim miidahale oturumu boyunca oyuna dikkatlerini vermislerdir. Bu sonu¢ da c¢aligmanin sosyal gegerliligini
giiclendirmistir. Ote yandan, alanyazin taramas1 yapildiginda, tiim becerilerin 6gretimini arastiran az sayida
¢alisma oldugu goriilmektedir (Ingersoll & Schreibman, 2006; Kasari vd., 2006; Taylor & Iacono, 2003). Bu
acidan mevcut arastirma alanyazina énemli bir katki saglamistir. Bu ¢caligmanin alanyazindaki diger ¢aligmalardan
bir diger farki da bakis agist VM'sinin kullanilmasidir. Alanyazinda bakis agis1 VM'sinin kullanildig1 az sayida
¢alisma bulunmaktadir.

Sembolik oyun davranislari farkli repertuar setlerini igerir ve bu nedenle sdz konusu oyun becerilerine
sahip olmayan g¢ocuklar igin ayri ayr1 hedeflenmelidir. Alanyazinda oldugu gibi (6rn., Lee vd., 2019, 2021) bu
calismada da farkli oyun tiirlerine yer verilmis ve toplam dokuz oyun senaryosu hazirlanmistir. Alanyazida,
calismalarin her bir oyun senaryosunda daha fazla oyun adimina yer vermesi gerektigi belirtilmektedir (piknik
yapmak veya evcilik oynamak gibi). Ornegin, Lee ve digerleri (2019) yedi, Lee ve digerleri (2021) {i¢, MacDonald
ve digerleri (2005) {i¢, Hine ve Wolery (2006) iki, Reagon ve digerleri (2006) dort, Duefias ve digerleri (2019) tg,
MacDonald ve digerleri (2009) ii¢ ve Lee ve digerleri (2021) alt1 ila sekiz oyun senaryosunu caligmalarinda
kullanmiglardir. Bu ¢alismada dokuz oyun senaryosundan birinci oyun senaryosunda iig, ikincide yedi, ticlinciide
alti, dordiincii, besinci, altinci ve yedinci oyun senaryolarinda dort, sekizincide bes ve dokuzuncu oyun
senaryosunda iki olmak iizere toplam sekiz oyun adimi bulunmaktadir.

Bu arastirmanin  6nemli bir smirliligt COVID-19 salgmm1  nedeniyle genelleme oturumlari
gerceklestirilememesidir.  Ancak  gelecekte yapilacak benzer c¢aligmalarda genelleme oturumlar
gerceklestirilebilir.

Ayrica uygulamada;
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1. Ogretmenlere video modelle gretim yontemi ile smif icinde hayali oyun becerileri ve diger bircok beceri
Ogretilmistir,

2. Smif ortamlarinda oynanan oyunlarmn video model ogretim yontemi kullanilarak 6gretmenlere
ogretilmesi,

3. Ebeveynlere ve bakicilara video model 6gretim yontemi konusunda egitim verilmesi.
Ayrica arastirma i¢in de;

1. Ayni arastirma farkli yas gruplar1 ve farkli tan1 gruplari ile yapilabilir ya da katilimei sayisi artirilarak
tekrarlanabilir,

2. Farkli oyun temalar1 ve farkli oyun araglari ile arastirma planlama,

3. Video model 6gretim ydntemi farkli oyun becerilerini 6gretmek icin kullanilabilir. Ogretimdeki etkililigi
lizerine bir arastirma planlanmasi dnerilmektedir.

Yazarlarin Katki Diizeyleri

Calismada her iki yazar da ¢alisma konusunu belirleme, arastirma deseni, veri toplama, verilerin analizi
ve ¢aligmanin raporlanmasi gorevlerini birlikte yiirtitmiislerdir.
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Abstract

Introduction: The aim of thee current research was to investigate the effectiveness of point-of-view video
modeling in enhancing the symbolic play skills of 3 children with autism spectrum disorder. In the point-of-view
video modeling (VM), the researchers were carrying or holding the video camera at eye level (from the perspective
of the child) and without recording models (person) to demonstrate the play environment as a child would see it
when carrying out the target skills. To this end, 9 scenarios related to all sub-titles of symbolic play skills were
prepared in the study.

Method: In the research conducted with 3 5-year-old male students, a multiple probe design across participants,
which is among the single-subject research designs. For this purpose, 9 scenarios were prepared for all subheadings
of symbolic play skills and videos were prepared.

Findings: The research found that point-of-view video modeling effectively improved the symbolic play skills of
the participants with autism spectrum disorder, the participants could maintain these skills, and the social validity
of the study was high.

Discussion: The research demonstrated that VM effectively increased the number of correct responses for all 3
children when they played with actual and imaginary objects. Furthermore, all children maintained relatively high
performance during the 5 weeks after the intervention. The findings of the current research make a contribution to
the literature on the usage of point-of-view VM to develop symbolic play skills with imaginary objects for children
with autism.

Keywords: Autism spectrum disorder, symbolic play skills, point-of-view video modeling, play intervention,
special education.
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Introduction

Autism spectrum disorder (ASD) represents a lifelong neurodevelopmental disorder that is characterized
by deficiencies in social interaction, differences in verbal and nonverbal communication, limitations in interests,
and impairments in the imagination, acquisition, and processing of sensory stimuli (American Psychiatric
Association [APA], 2013). According to APA (2013) Diagnostic and Statistical Manual of Mental Disorders (5th
edition; DSM-5), the two main diagnostic criteria for ASD are social interaction problems and restricted interests
and stereotyped or repetitive behavior patterns (Jung & Sainato, 2013). Significant limitations in both areas cause
children with ASD to display inadequate symbolic play skills (Hobson et al., 2009; Libby et al., 1998). Compared
to typically developing groups and children with other developmental disorders, children with ASD engage in less
symbolic play (Lam & Yeung, 2012; Rutherford & Rogers, 2003), show more stereotypical and repetitive
behaviors (Hobson et al., 2013; Wing et al., 1977), and create less complex games (Wilson et al., 2017).

Symbolic play is the play activities of children that are inconsistent with reality and appear in typically
developing children around 2 years of age (Lee et al., 2021). The terms symbolic play, pretend play, or imaginary
play are frequently utilized interchangeably to indicate the ability of a child to manipulate objects or carry out
actions in play situations in a way that is inconsistent with facts or reality. Symbolic play is using an object
symbolically by attributing a function and feature to the object, apart from playing with toys according to their
function (Jordan, 2003). Symbolic or imaginary, pretend play includes four sub-categories:

1. Imaginary functional play (using the game tools according to their function),

2. Play tool replacement (using the game tool as an object other than its function),

3. Substituting non-play tools (play as if the game tool is present even when it is not) and
4

Imagining non-existent features (attributing roles and emotions to oneself, playmates or toys) (Barton &
Pavilanis, 2012).

Through symbolic play, the highest form of cognitive play, children learn what objects do and distinguish
their properties (Stanley & Konstantareas, 2007). Additionally, the non-verbal structure of symbolic play, which
is among the pre-language mental skills, is an essential instrument in evaluating the ability to understand and
utilize symbols in situations with limited language acquisition, such as ASD (Alak, 2014). Therefore, symbolic
play is regarded to be an early indicator in the diagnosis and assessment of ASD (Gonzalez-Sala et al., 2021). It is
essential to teach symbolic play skills to children with ASD since the mentioned play activities ensure
opportunities for learning different skills, engaging in social interactions with other individuals, and developing a
community of interest for leisure (Lee et al., 2021). Children with ASD have difficulty with symbolic play due to
their repetitive behaviors, limited interest, unwillingness to share toys and play areas with others, difficulty taking
turns, preference to learn new games by continuing existing play behaviors at a simple level, and difficulties in
imagination. Teaching symbolic play skills to children with ASD facilitates social and communicative interaction
with their peers (McConnell, 2002) and decreases inappropriate behaviors and increases appropriate behaviors. It
also encourages participation in play by strengthening communication (MacDonald et al., 2009; Machalice et al.,
2009). These skills also help children with ASD to be seen as a member of society by typically developing children
and to make friendships with their peers (Jordan, 2003). Appropriate interaction with play materials and peers also
enables children with ASD to acquire critical developmental skills through naturally occurring learning
opportunities.

Studies have shown that children with ASD can gain symbolic play skills via carefully planned
interventions (Lee et al., 2011). Various behavioral interventions aim to enhance the play skills of children with
ASD. The interventions in question involve reciprocal imitation training (Ingersoll & Schreibman, 2006), social
scenarios (Barry & Burley, 2004), video modeling (MacDonald et al., 2005) and millue technique (Kasari et al.
2006). However, due to the complexity of extended play, there are few evidence-based interventions to enhance
symbolic play skills in children with ASD (Kasari et al., 2006). Among these studies, Stahmer (1995) performed
the teaching of symbolic play skills to 7 preschool children and found that the amount and complexity of their
symbolic play increased considerably. Kasari et al. (2006) studied the effectiveness of interventions targeting
symbolic play and joint attention. 58 children with ASD in the age range of 3-4 years constituted the study
participants. Children were randomly assigned to a joint attention intervention, a symbolic play intervention, or a
control group. Interventions were carried out for 30 minutes a day for 5-6 weeks. As a result, both intervention
groups displayed significant enhancement in target behaviors compared to the control group.
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National Autism Center (NAC) reported among evidence-based practices, as an evidence-based practice
by in the US in 2009. in these practices can use people or videos as models. Several benefits of video- modeling
have discussed with many studies. VM presents a video-recorded example of a model (adult, peer, child
himself/herself, or point of view). Observing and imitating the model demonstrate the target skill (Hine & Wolery,
2006). Researcher present the video-recorded model to the child (Charlop-Christy et al., 2000), and then ask to
child to imitate the model with the same materials in a natural teaching or social setting. Types of video model
teaching include video model teaching where the individual himself/herself is the model, video model teaching
with peer model, video model teaching with adult model, video model teaching with focused perspective and video
model teaching with mixed method. Regardless of which method is used, the aim of this teaching method is for
the child to imitate the same behavior by watching the image related to the target behavior. The video model
teaching process is carried out in a certain order:

1. Determining the target behavior,
Preparation of tools and equipment,

Skills analysis and scenario writing,
Preparing a teaching video,

Baseline data collection,

Organization of the teaching environment,

Delivering teaching,

©® N o gk~ w D

Monitoring progress (Giil & Vuran, 2010).

Most previous study on teaching symbolic play skills to children with ASD through VM (Akmanoglu et
al., 2014; Boudreau & D'Entremont, 2010; Duenas et al., 2019; Lee et al., 2021; Lydon et al., 2011; MacDonald
etal., 2005; MacDonald et al., 2009; Noupuu, 2013) has been influential. For example, the recent study by Duenas
et al. (2019) aimed to investigate the effectiveness of joint VM in teaching scripted and unscripted verbalizations
to 3 young children with ASD and examine the scripted and unscripted play behaviors of children with ASD. The
study determined that the children’s unscripted verbalizations improved during pretend play with their typically
developing peers in an inclusive early childhood setting. Although some studies teach symbolic play skills through
VM (MacManus et al., 2015; Lee et al., 2021; Petursdottir, & Gudmundsdottir, 2021; Wong et al., 2007), there are
few studies in which two types of symbolic play skills are taught together (Ingersoll & Schreibman, 2006; Taylor
& lacono, 2003). For example, Lee et al. (2019) taught children with ASD to play with symbolic objects by
employing an intraverbal training procedure incorporated with the prompt hierarchy, comprising verbal
instructions, instructor modeling, and physical assistance.

Although studies perform the teaching of symbolic play skills to children with ASD through VM, the
current studies have some limitations. First, few studies have used all types of symbolic play sub-categories for
children with ASD. Second, one study (Hine & Wolery, 2006) specifically examined point-of-view VM in
improving symbolic play skills. Bigham (2008) stated that studies are insufficient to argue that children with ASD
understand symbolic play. Bigham (2008) stated that studies by Kavanaugh and Harris (1994) and Jarrold et al.
(1994) focused on only one form of symbolic play (Leslie, 1987), which has different forms. According to Bigham
(2008), in the aforementioned studies, children were shown to understand the behavior of attributing 'non-existent'
properties to an object (pretending that a duck is dirty when it is actually clean). However, they do not reflect
children's behaviors of substituting one object for another (using a banana as a telephone) or interacting with an
imaginary object (pretending to drink water from an imaginary glass), which are different forms of symbolic play.
Therefore, the present study can make a contribution to the literature and practices by examining the effectiveness
of point-of-view VM in teaching symbolic play skills to children with ASD. The current research aims to examine
the effectiveness of point-of-view VM in teaching symbolic play skills to children with ASD. In line with the
above-mentioned objective, the following research questions were answered:

1. Will point-of-view VM affect the acquisition of symbolic play skills by 3 children with ASD?

2. Will the effects of point-of-view VM maintained 1, 3, and 5 weeks after symbolic play skills were
acquired?

3. Will the participants’ teachers and parents satisfied with the results of the intervention?
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Method
Participants

This section includes the participants of the research. The participants of the present research comprised
3 children with ASD, implementers, and observers. We have detailed information about the participants below.

Children with ASD

In the current research, five children participated. Three children diagnosed with ASD were attending
preschool and receiving support education in rehabilitation centers for 1 hour per day and 3 days per week. In this
research, some prerequisite characteristics were sought when selecting children with ASD. These prerequisite
characteristics can be listed as follows:

a) Being diagnosed with ASD, b) being able to make eye contact for at least 3 seconds, c) paying attention
to the activity for a minimum of 3 minutes during the play, d) viewing images on a laptop computer for at least 3
minutes, €) understanding and following one-step two-word instructions, f) having imitation skills, and g) needing
improvements in symbolic play skills. The researcher assessed the participants' prerequisite skills in different play
activities. During the play, the researcher assessed the participant's ability to prerequisite skills. The assessments
were made using checklists that were prepared in advance and finalized by two experts. As a result of the
evaluations, she identified 3 participants. The participants and their characteristics are described below.

Ali is 5 years old and attends kindergarten as a full-time inclusive student. He was diagnosed with ASD
and scored 91 points on the The Gilliam Autism Rating Scale—Second Edition (TV-GARS-2). It was developed
by Gilliam (2006) to diagnose and rate children with autistic disorder. The Turkish adaptation of the scale was
conducted by Diken et al. (2012). Ali can make eye contact and follow two or more word instructions. He speaks
with two words. Ali directs his attention to play but does not play with toys according to their function. He has
difficulties communicating with his peers and engaging in play scenarios with them. Ali scored 5 points in the
relational play and 1 point in each of the functional and symbolic plays. On the other hand, Ali's mother stated that
Ali wanted to play with his friends very much but was always hesitant; therefore, he played certain games on his
own.

Mustafa is 5 years old and attends a private education center twice a week. He can fulfill 2 or more step
instructions. Mustafa speaks with two words. He uses repetitive words, makes limited eye contact, and needs to
catch up with his peers in play skills. Mustafa does not tend to play with toys or materials. He scored 103 points
on the TV-GARS-2 and was diagnosed with ASD. Mustafa scored 4 points in the relational play, 2 points in the
functional play, and 0 points in the imaginary play. Mustafa's mother said her son liked to crash toy cars and did
not engage in plays such as playing house or playing doctor.

Emre is 5 years old and attends a special education kindergarten full-time. He was diagnosed with ASD
and scored 102 points on the TV-GARS-2. Emre follows two-step instructions and has imitation skills. He speaks
with two words. He makes limited eye contact and has a restricted area of interest. He prefers to be alone and
displays stereotyped behavior with toys. Emre scored 4 points in the relational match, 1 point in the functional
play, and 0 points in the symbolic play. Interviews conducted with his mother supported Emre's scores. His mother
stated that Emre usually displayed invariable patterns when engaging in play activities and always enjoyed playing
with certain cars.

Research Staff

The first researcher conducted the general procedure of the research. The first researcher was 24 years
old female working on her master's degree during the research. She is certified in implementing the TV-GARS-2.

Data Collection Tools

The researches obrained approval from Bolu Abant Izzet Baysal University Faculty of Health Sciences
Clinical Research Ethics Committee at the meeting dated 06.11.2020 with decision number 2020/10.

The pilot research, experimental process, and external validity process were carried out in the individual
education class at the Special Education and Rehabilitation Center. The room was 4 m X 3.5 m X 4 m in size. The
class had a computer, a traffic carpet prepared for the scenario, a closed cabinet, a car to collect the research data,
a rope, a box cover, a ball of yarn, a LEGO piece, a Jenga piece, a crayon, and a pouch. The computer was placed
in front of the wall, and the playground was left wide for children. The child and the implementer sat on the chair,
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side by side, while watching the video footage. They sat on the floor in symbolic play settings. There was no other
person or child in the play setting. A video camera was put on a tripod in the room with the objective of recording
all intervention and probe sessions.

Scenarios

Scenarios related to symbolic play skills were prepared in the research. Therefore, the actions that the
participants frequently encounter and perform in their daily lives and social circles were collected in a pool, and
scenarios were determined by taking into account family interviews, participant evaluations, and play themes.
Reactions were defined under the play themes, and these reactions were expected from the participants. Child
development experts provided their opinions and feedback in the preparation of the scenarios. Twelve scenarios
were created. Three scenarios were excluded since they could not be adapted to cover all of the symbolic play
steps. The remaining nine scenarios are as follows: fueling up the car, extinguishing a fire, eating at the restaurant,
playing ball, going to the hospital, playing in the park, playing in the zoo, shopping at the grocery store, and
parking the car. While preparing the scenarios, attention was paid to include an equal number of play behaviors
for each play pattern and for it to consist of an equal number of symbolic play steps. After the scenarios were
prepared, they were reviewed considering the children with ASD and their characteristics. The scenarios were sent
to two specialists in special education and one specialist from kindergarten to evaluate their content, language
used, and symbolic play steps. The experts evaluated each scenario in terms of reflecting the content, being
understandable, and its suitability for the children’s level.

Video Clips

The steps outlined by Mitsch et al. (2020) were followed when creating the video clips. First, the
researchers decided on the setting where the videos would be recorded and organized an empty room in the school
where the participants attended for the video shootings. Then, the type of VM was determined, and the researchers
preferred VM from a personal perspective so that the participants could easily see the symbolic play behaviors on
the play floor, focus only on manipulating the materials, and thus control distractions more easily. Thus, the videos
show a pair of adult hands conducting play behaviors with toys according to the actions in each scenario. Each
video clip consisted of nine scenarios, and each scenario was approximately 1 minute long. The same materials
were used in the videos and the intervention, and they were prepared in advance according to the play scenarios.
two experts from special education evaluated the appropriateness of the videos to the scenarios and all steps of
symbolic play skills with a checklist. The videos that had background noise or did not fulfill the play scenarios at
the desired level were repeated. The obtained images were transferred to a laptop computer to be used in the
research and made ready for teaching.

Data Collection and Implementation

In this research, the researchers used a multiple probe across participants design, which is one of the
single-subject research designs (Gast et al., 2014), to investigate the functional relationship between perspective
symbolic play VM and the acquisition of symbolic play skills. They made prediction in the first participant,
verification in the second participant, and replication in the third participant and investigated the functional
relationship between the intervention and the change in the dependent variable (Tekin-iftar, 2018). To ensure
experimental control in the research, the researcher started to perform the intervention for the first participant while
the symbolic play skills of the other two participants remained at baseline. After observing the effect of the
intervention in the first participant, the researcher started to implement the intervention for the second participant,
while the skills of the third participant remained at the baseline level. When the effect of the intervention was
observed in the second participant, the researcher started to conduct the intervention for the third participant
(Tekin-iftar, 2018).

Researches identified and took under control of the research factos affecting the internal and external
validity. To control external factors, the researcher asked the participants’ parents and teachers not to carry out
any activities for pretend play skills. To control the maturation factor, the researchers completed the research as
soon as possible. To control the measurement factor, the researchers collected reliability data in at least 30% of all
sessions and ensured that an independent observer performed the analysis. To avoid a loss of participants, the
participants chose regular participants who did not have health problems and attended the schools or institutions
they attended.
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Independent Variable

The independent variable of the current research was the Symbolic Play Skills Intervention Program
Point-of-View VM. In the intervention program, the video footage of nine play scenarios (fueling up the car,
extinguishing a fire, eating at the restaurant, playing ball, going to the hospital, playing in the park, going to the
700, shopping at the grocery store, and parking the car) was prepared from the child’s point of view.

Dependent Variable

The dependent variable of the research was percentage of correct steps of symbolic play skills. The
research examined four subtypes of symbolic play skills: imaginary functional play, game tool substitution,
substitution of non-game tools, and imagining non-existent features. The criterion was set as at least 80% correct
steps for each of 9 symbolic play scenarios at three consecutive. To this end, each play scenario was divided into
sub-skill steps. The correct response was accepted as the participant going to the playground within 5 seconds
immediately after the target stimulus (the instruction “Let's play”) was presented and performing each play steps
within the specified response interval (15 seconds). An incorrect response was considered as the participant not
going to the playground within 5 seconds immediately after the target stimulus was presented and not performing
each play scenario within the specified response interval. The researcher ignored the lack of response from the
participant.

General Procedure

The general procedure of the research consisted of four subtitles. These are the pilot study, experimental
process, interobserver agreement and procedural fidelity, and social validity process. This section provides detailed
information on these titles.

Pilot Research

This research piloted before the main intervention and conducted two different pilot studies. First, piloting
video clips and second pilot implementation of point-of-view vm intervention sessions. Mitsch et al. (2020)
emphasize that a pilot research should be conducted before using video images in teaching through VM. In this
research, a pilot research was conducted with a typically developing child who was among the research
participants. The computer on which the photographs would be presented was made ready before the pilot research.
The child was told that he/she would watch a play video and was allowed to watch the video. After watching the
video, a traffic carpet and necessary materials were placed in the performance area. The child was then asked to
play the game in the video with the play materials. The child was asked whether there was a play step in the video
that he/she did not understand, and if any, the child was asked what play scenario he/she had difficulty with or did
not understand. Necessary corrections were made in the videos of the scenarios indicated by the child.

Experimental Process

The experimental process of the research comprised baseline, intervention, probe, and follow-up sessions.
Baseline sessions were conducted simultaneously for all 3 participants one-on-one. The first researcher arranged
the setting. After arranging the setting, she brought the participant to the setting and allowed the child to examine
the materials for 3 minutes. The researcher asked the child questions about the play (e.g., “What is the name of the
toy in my hand?”) and caught the participant’s attention while he was examining the play tools (e.g., "Hello Ali.
You are going to play a game. Are you ready?"). The researcher said, "Let's play." and waited for 5 seconds for
the participant to display appropriate behavior. The researcher ended the session if the participant did not perform
the lines and behaviors in the scenario during the response interval, did not react at all, exhibited problem behavior
or appropriate play behaviors. Three baseline sessions were conducted for each of the 3 participants; each session
included one trial, and each trial lasted between 1 and 3 minutes.

After the baseline sessions, the first researcher initiated the intervention sessions for the first participant.
During the intervention phase, the researcher organized the play setting. After arranging the setting, the researcher
sat next to the participant. The researcher explained to the participant the purpose of the intervention sessions, the
behaviors to be displayed during the intervention, and the rules to be followed. For example, she said, "Today, we
will watch a video with you and play the same game as in the video. You will watch the video until the end, and
when 1 tell you, you will play the same game as in the video." Then, the researcher started to play the video. She
attracted the participant’s attention when he was distracted by saying, "Watch the video, watch it carefully.” After
the video was over, the researcher took the participant to the playground prepared in advance and instructed him
to sit on the floor. Then, the researcher presented the instruction, "Drive the car." Again, she waited 5 seconds for
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the participant to react. If the participant did not respond, she presented the instructions for the first sub-skill step.
When the participant responded incorrectly, the researcher took the play material from his hands without saying
anything, stopped the participant, and accompanied the child. She went to the table and chair again and allowed
the participant to watch the video clip again. Each intervention session included a maximum of two trials, and each
trial lasted between 3 and 5 minutes. In case of correct answers, this answer was recorded in all sessions and
continued for the skill.

The first researcher organized probe sessions simultaneously for each child and conducted three probe
phases. The first probe phase was organized simultaneously for all participants when the criterion was met for
symbolic play skills in the intervention phase for the first participant, and three sessions were conducted three
times in a row for each participant. The second probe phase was carried out simultaneously for all participants as
three sessions in a row when the second participant met the criterion for symbolic play skills in the intervention
phase. The third probe phase was performed similarly when the third participant met the criterion for symbolic
play skills in the intervention phase (Tekin-iftar, 2018). Three probe sessions were organized for each participant;
each session included one trial, and each trial lasted between 1 and 3 minutes. The first researcher conducted the
follow-up sessions 1, 3, and 5 weeks after the intervention sessions ended. Each follow-up session included one
trial, and each trial lasted between 1 and 3 minutes.

Data Collection

The first researcher collected data for the baseline, intervention, probe, and follow-up phases of the
research. For all data, each session of the 3 participants was video-recorded, and then the participants’ reactions
were recorded on the Baseline, Intervention, Collective Probe, and Follow-up Phases (BIPFPs) Data Collection
Form. In the baseline, probe, and follow-up phases, the participants were marked as "did" (i.e., "+") if they
performed the behaviors in the symbolic play scenarios and "did not" (i.e., "-") if they did not perform, performed
incorrectly or incompletely, or remained unresponsive. Then, the correct response percentages of the participants
were calculated with the formula "number of correct behaviors in a session/total number of behaviors in a session
x 100." In the intervention sessions, the participants' levels of exhibiting symbolic play skills were collected and
analyzed in a similar way. However, after the symbolic play scenarios were shown with the video model, in cases
where the participant did not perform the play behaviors or performed them incorrectly or incompletely, the
participant was taught once again, data collection was performed with the correct and incorrect responses in the
second intervention trial, and the data obtained from this trial were analyzed.

Interobserver Agreement and Procedural Fidelity

All sessions were video-recorded to collect interobserver agreement and procedural fidelity data.
Interobserver agreement studies were conducted by two observers with a master's degree from the Department of
Psychological Counseling and Guidance, independently evaluating the same intervention sessions (Alberto &
Troutman, 2009), and the reliability coefficient was computed using the formula "[(agreement) / (agreement +
disagreement)] x 100" (Erbas, 2018). The agreement was 100% across all sessions.

In the research, procedural fidelity data were collected in order to reveal whether the independent variable
application was carried out as planned. These data were obtained by impartially selecting and monitoring 30% of
the intervention, probe, and follow-up sessions. The observer recorded the steps of organizing the setting, preparing
the tools for each scenario, checking the video footage, checking the laptop computer, sitting in front of the
computer with the participant, drawing the attention of the child to the video, taking the participant to the
playground, presenting the teaching about symbolic play skills, and responding appropriately to the participant's
reactions. The observer recorded a “+” for a correct instructor implementation and a “~" for an incorrect instructor
implementation. The procedural fidelity percentage was computed by dividing the number of correct
implementations by the total number of implementations and multiplying it by 100. The procedural fidelity
percentage was 100% across all sessions.

Social Validity

To determine whether the teachers and parents were satisfied with the results of the intervention, the first
researcher contacted the parents and teachers and asked them the questions in the Social Validity Data Collection
Forms prepared within the scope of the research. After the research was completed and follow-up data were
collected, social validity data were collected through semi-structured interviews with parents and teachers. In the
interview, questions were asked about whether the skill acquired by the children was an important skill for them,
whether they used the play skills and video model method applied in the research after the research was over,
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which method they could apply more easily if they were to apply it, whether they used the acquired skill in other
environments, and finally, what kind of contributions the research made to the mother, teacher and child. For
example, the parents and teachers of the children participating in the research were asked five open-ended
questions such as “Do you think the video modeling method is effective in teaching play skills to children? Why?",
their responses were audio-recorded and the findings were analyzed using descriptive analysis, one of the
qualitative analysis methods. All data obtained in the research were compared with the original data and a short
confirmation was made by the second author. Social validity findings will be presented in the next section.

Results
Effectiveness Findings

The implementation of the Symbolic Play Skills Intervention Program with point-of-view VM caused an
overall increase in engaging in symbolic play scenarios for all 3 research participants. The data collected after 1,
3 and 5 weeks of the intervention showed that all 3 participants maintained the effects of participation in play
actions. Figure 1 presents the findings regarding the effectiveness of point-of-view VM in teaching symbolic play
skills to children with ASD.

Ali did not engage in any instances of appropriate pretend play actions at baseline, showing 0% of
intervals. With the intervention, Ali displayed a small, immediate increase in the percentage of intervals in which
he engaged in the target behavior, varying between 8% and 31% of intervals. According to the data obtained from
the first participant, Ali, in Figure 1, the correct response percentages for the first participant's baseline level were
2%, 2%, and 2%. In other words, Ali acquired symbolic play skills only after the intervention. Five intervention
sessions were held with Ali. The correct response percentages for the intervention sessions were calculated as
85%, 85%, 85%, 83%, and 83%. Since Ali performed the target skill with stable data in a minimum of three
consecutive sessions, the intervention phase was ended. The researchers conducted the first probe phase for all 3
participants simultaneously. Ali responded correctly at an average of 91% in the probe phase. Therefore, upon
comparing the data obtained before the intervention and those obtained after the intervention, we found Ali had
acquired the target skill.

Mustafa, the second participant, displayed symbolic play skills with 4%, 4%, and 8% accuracy in the first
complete probe phase. A total of nine intervention sessions were held with Mustafa. The correct response
percentages for the intervention sessions were calculated as 11%, 57%, 64%, 68%, 68%, 77%, 89%, 85%, and
89%. A rapid increase was observed as of the first session, 80% criteria were met as of the seventh session, and
stable data were obtained. Since Mustafa performed the target skill with stable data in a minimum of 3 consecutive
sessions, the intervention phase was ended. A second complete probe phase was conducted simultaneously for all
participants. The average correct response percentage obtained in Mustafa's second and third full probes was 85%.
Therefore, when the data obtained before and after the intervention were compared, it can be said that Mustafa had
acquired the target skill.

The third participant, Emre, displayed symbolic play skills at 2%, 2%, and 2% at the baseline level.
Likewise, Emre demonstrated symbolic play skills with 2% accuracy in each session of the first probe phase. In
the intervention phase, five sessions were carried out with Emre. The correct response percentages for Emre’s
intervention sessions were calculated as 64%, 79%, 91%, 92%, and 92%. There was a rapid increase from the first
session, Emre met the 80% benchmark by the third session and showed stable data. Since Emre performed the
target skill with stable data in a minimum of three consecutive sessions, the intervention phase was ended. The
third collective probe phase was carried out simultaneously for all participants. The average correct response
percentage for the third probe session was 85%. Therefore, upon comparing the data obtained before and after the
intervention, it was found that Emre had acquired the target skill.

Follow-up Findings

Considering the follow-up data in Figure 1, in the first, third, and fifth weeks following the intervention,
Ali responded correctly at 91%, 92%, and 92%, Mustafa responded correctly at 89%, 87%, and 89%, and Emre
responded correctly at 81%, 87%, and 81%. These findings showed that the participants could maintain the
symbolic play skills they had acquired with video modeling.
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Figure 1

The Percentage of Correct Responses for Target Imaginary Play Skills in Sessions Across Conditions for 3

Children
B

100
90

80 i 2

70
60
50
40
30
20

10
0 060

100
90
80
70
60
50
40
30
20
10

Percent of correct responce

1 3

100
90
80
70
60
50
40
30
20
10

1 3

5

P

“*

13 15 17 19

13 15 17 19

P

0\‘/'

21 23

21 23

-0

25 27

25 27

P

F

cedose

Ali
29 31 33
1 2 La ad

Mustafa
29 31 33

Emre

13 15 17 19 21 23 25 27 29 31 33

Sessions

Note: B = baseline; F = follow-up; | = Intervention; P = probe.

Cinar & Sazak-Duman

ONLINE FIRST



THE EFFECTIVENESS OF POINT-OF-VIEW VIDEO MODELING IN IMPROVING SYMBOLIC PLAY SKILLS 10
OF CHILDREN WITH AUTISM SPECTRUM DISORDER

Social Validity Findings

In the research, all parents reported improvements in their children after the intervention, such as an
increase in symbolic play skills, positive behaviors in social settings, increased communication, an increase in
meaningful and relevant play behaviors, replacement of inappropriate behaviors with objects, and an increase in
social cohesion. The teachers also reported that it was essential to carry out the teaching of symbolic play skills to
children with ASD. Additionally, the teachers stated that teaching through VM was relatively easy and that
children with ASD were more interested in video and more motivated.

Discussion

The current research aims to assess the impacts of point-of-view VM on acquiring and maintaining
symbolic play skills by children with ASD. The research indicated that VM effectively increased the number of
correct responses for all three children when they played with actual and imaginary objects. Furthermore, all
children maintained relatively high performance during the 5 weeks after the intervention. The findings of this
research make a contribution to the literature on the usage of point-of-view VM to develop symbolic play skills
with imaginary objects for children with ASD. The participants' mothers also stated that their children's playing
time increased and they played different games.

This research is one of the first attempts to teach all sub-types of symbolic play with actual and symbolic
objects to children with ASD. Additionally, the current research is among the limited number of the studies in
which point-of-view VM is employed for the purpose of teaching play skills from a personal perspective.

This research's first finding is that point-of-view VM was effective in teaching symbolic play skills to
children with ASD. The aforesaid finding is related to and supported by the studies on the video modeling teaching
method of play skills to children with ASD (Besler & Kurt, 2016; Paterson & Arco, 2007) that found VM effective
in teaching symbolic play skills. Lee et al. (2019) evaluated the effectiveness of VM in teaching symbolic play
skills to three boys with ASD between the ages of 3-7 and generalizing the acquired skills. The researchers found
that all children acquired the targeted symbolic play skills with actual and imaginary objects and maintained the
skills they had acquired. However, only one child generalized the learned skills. Lee et al. (2021) examined the
effectiveness of VM in teaching symbolic play skills to three 4-5-year-old children with ASD. In the research, all
three children acquired and generalized the unwritten play goals.

The three children who took part in the present research did not have symbolic play skills before the
intervention. They were uninterested in toys, exhibiting behaviors out of purpose and not intending to play. For
example, they would take a toy car in their hands and drive it back and forth for 2 or 3 seconds, move away from
the car, turn it over, and turn its wheels. At the beginning of the experimental process, it was seen that all
participants diversified in their play behaviors and adapted to these behaviors in the observations made in parallel
with the effectiveness findings of the intervention. After the intervention, the participants learned symbolic play
skills. In the follow-up sessions, they maintained the symbolic play skills they had acquired.

Another study finding is the social validity data collected through a subjective evaluation. The researchers
observed that participants enjoyed watching the video footage during the interventions and therefore enjoyed the
intervention. The teachers and parents stated that the children’s communication with their peers, behaviors in social
settings and social interactions increased.

There are some similarities and differences between the present research and other studies in the literature.
First, this research includes four sub-types of symbolic play skills. Furthermore, each scenario included four sub-
types of symbolic play skills at an equal rate. Thus, children with ASD were asked to learn all sub-types of
symbolic play skills. The intervention sessions lasted longer compared to other studies in the literature, and it was
seen that the children acquired all sub-types of symbolic play skills as a result of the intervention. Additionally,
although the children's attention span was short compared to the results of the previous evaluation, the children
paid attention to the play during the entire intervention session. This result also strengthened the research’s social
validity. On the other hand, there are few studies in the literature that examine the teaching of all skills (Ingersoll
& Schreibman, 2006; Kasari et al., 2006; Taylor & lacono, 2003). In this respect, the current research has made a
significant contribution to the literature. Another difference of this research from other studies in the literature is
the use of point-of-view VM. Few studies have used point-of-view VM in the literature.

There are different sets of repertoires in symbolic play behaviors and therefore researchers should target
separately for children who lack the play skills in question. As in the literature (e.g., Lee et al., 2019, 2021),
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different play types were included in the present research, and a total of nine play scenarios were prepared. In the
literature, studies should include more play steps in each play scenario (such as having a picnic or playing house).
For example, Lee et al. (2019) used seven, Lee et al. (2021) theree, MacDonald et al. (2005) three, Hine and
Wolery (2006) two, Reagon et al. (2006) four, Duefias et al. (2019) three, MacDonald et al. (2009) three, and Lee
et al. (2021) used six to eight play scenarios in their studies. In this research, among the nine play scenarios, three
are eight play steps in the first play scenario, seven in the second, six in the third, four in the fourth, fifth, sixth,
and seventh play scenarios, five in the eighth, and two in the ninth play scenario.

A significant limitation of this research is the inability to conduct generalization sessions due to the
COVID-19 pandemic. However, in similar studies to be performed in the future, generalization sessions can be
conducted.

Also in practice;

1. Teachers were taught imaginary play skills and many other skills in the classroom with the video model
teaching method,

2. Teaching the games played in classroom environments to teachers by using video model teaching method,
3. Providing training to parents and caregivers on the video model teaching method.
Also in study;

1. The same research can be conducted with different age groups and different diagnostic groups or repeated
by increasing the number of participants,

2. Planning study with different game themes and different game tools,

3. The video model teaching method can be used to teach different play skills. planning a study on its
effectiveness in teaching is suggested.
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