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Oz
Giris: Bu calismada, kaynastirma ortamlarinda okul 6ncesi donemdeki otizmli ¢ocuklara heterojen kiigiik grup

diizenlemesiyle sunulan sabit bekleme siireli 6gretimle mesleklere iligkin bes farkli soruyu sézel olarak yanitlama
becerisi 6gretilmistir.

Yontem: Calismanin katilimcilart okul 6ncesi donemdeki otizmli ii¢ gocuk ve onlarin tipik gelisen alt1 akranidir.
Calismada katilimcilar arasi yoklama denemeli g¢oklu yoklama modeli kullanilmistir. Calismada ayrica hedef
beceriye iligkin kalicilik ve genelleme ve gozleyerek 6grenmeye bakilmistir. Ek olarak otizmli ¢ocuklarin 6gretim
stirecinde tipik gelisen akranlardan ne tiir sosyal etkilesim davraniglarini edindiklerine bakilmistir.

Bulgular: Arastirma bulgulari, katilimcilarin hedef becerileri edindiklerini, edindikleri becerileri farkli ortam ve
arag-gereclere genellediklerini ve Ogretim sona erdikten bir, iki ve dort hafta sonra da koruduklarim
gostermektedir. Gozleyerek 6grenme bulgularina bakildiginda otizmli ¢ocuklarin akranlarin hedef becerileri ve
sosyal etkilesim davranislarindan bazilarin1 6grendikleri goriilmektedir. Sosyal gecgerlik verilerindeyse, sosyal
karsilastirma oturumlarinda otizmli ¢ocuklarin akranlariyla ayni diizeyde performans sergiledikleri, anne-babalar
ve 0gretmenlerden toplanan sosyal gegerlik verilerininse genel olarak olumlu oldugu goriilmektedir.

Tartisgma: Mesleklere iliskin sorulan bes farkli soru kalibini s6zel olarak yanitlama becerisinin 6gretiminde kiigiik
grupta sunulan sabit bekleme siireli dgretimin etkili oldugu goriilmektedir. Alanyazinda da benzer bulgular
bulunmaktadir. Gozleyerek 6grenme bulgularinin hedef beceriler ve katilimcr 6zelliklerinden kaynakli olarak
degisiklik gosterdigi diistiniilmektedir. Tartisilmasi gereken diger noktalar makalede detaylica yer almaktadir.

Anahtar sozciikler: Otizm, kiiglik grup Ogretimi, gbzleyerek 6grenme, kavram Ogretimi, sabit bekleme siireli
Ogretim.

Anficin: Dogan, S., & Ozen, A. (2022). Otizmli ¢ocuklara tipik gelisen akranlardan olusan kii¢iik grup 6gretiminde
akademik becerilerin 6gretimi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Ozel Egitim Dergisi, 23(3),
637-653. https://doi.org/10.21565/0zelegitimdergisi.896866
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Giris
Tipik gelisen ¢ocuklar i¢in 6grenme son derece 6nemlidir ve gelisim dénemlerine uygun olarak herhangi
bir uyaranin varliginda ya da bagkalarini gozleyerek kendiliginden gerceklesir (Greer vd., 2006). Gozleyerek
o0grenme, kisinin ¢evresindeki kisilerin davraniglarini ve bu davranislarin sonuglarini (pekistirme/ceza) gozleyerek

yeni davraniglar edinme siirecidir (Bandura, 1971; Nadler vd., 2003). Egitim ortamlarinda ¢ocuklara pek cok
becerinin 6gretiminde gozleyerek 6grenme 6nemli bir segenek olarak goriilmektedir (Jahr & Eldevik, 2002).

Otizmli ¢ocuklar icin gozleyerek 6grenme, tipik gelisen ¢ocuklara gore cok daha karmagiktir. Tipik
gelisen ¢ocuklar gozleyerek 6grenmenin gergeklesmesi igin gerekli 6nkosul becerilere sahiptirler. Dolayisiyla
onlar dogrudan ya da dolayli olarak bu eylemi gerceklestirebilmektedirler. Son donemde yapilan arastirmalar
incelendiginde otizmli ¢ocuklarin, dikkatini yoneltme (Patten & Watson, 2011; Taylor & DeQuinzio, 2012), taklit
etme (Ingersoll, 2008; Taylor & DeQuinzio, 2012) ve basit ve karmagsik sozel ifadeleri ayirt etme (Green, 2001;
Taylor & DeQuinzio, 2012) becerilerinde g¢esitli giigliikler yasadiklarini, kisacasi gozleyerek O6grenmenin
gergeklesebilmesi i¢in gerekli olan ti¢ temel yapida/bilesende yetersizlikler sergilediklerini gostermektedir (Taylor
& DeQuinzio, 2012). Otizmli ve daha agir ilerleyen c¢ocuklar i¢in bu durumu kolaylastiran Ogretim
diizenlemelerine gereksinin duyulmaktadir. Bu diizenlemelerden birisi de kii¢lik grup 6gretimidir. Kii¢tik grupla
ogretim, hedeflenen beceri ya da davranigin 6gretiminin iki ya da daha fazla sayida ¢ocukla birlikte es zamanlt
olarak sunuldugu 6gretim diizenlemesidir (Ferris, 2015).

Kiiciik grup oOgretimi, gruba katilan c¢ocuklarin kendi &grenmelerine ek olarak gruptaki diger
akranlarindan egitim ve &gretim ile ilgili bilgileri edinmelerini saglar (Farmer vd., 1991). Alanyazinda kiigik
grupla 6gretimin avantajlar1 su sekilde siralanmustir; birden fazla ¢ocuga ayni anda 6gretim sunulur, 1:1 6gretime
gore daha az maliyetle gergeklesir, akranlar hedef beceriyi tam 6grenmemis olsa bile 6zel gereksinimli gocuklar 0
beceriyi 6grenebilir, cocugun dogrudan degil de gozleyerek 6grenmesine firsat saglar ki bu sayede ek 6grenme
gerceklesebilir, 6zel gereksinimli ¢ocuklar1 en az kisitlayici ortamlara hazirlar ve 6zel gereksinimli ¢ocuklarin
akranlarla uygun bigimde etkilesime girmesini destekler (Alberto vd., 1980; Fink & Sandall, 1978). Kiiciik grup
ogretim diizenlemelerinde Ogretimin maksimum sonug ile gerceklesmesi beklenmektedir. Bir bagka deyisle
cocuklarin kendileri i¢in hedeflenen becerileri 6grenirken, ayni zamanda akranlarina ya da yetiskinlere 6gretilen
becerileri de gozleyerek Ogrenmesi beklenir. Otizmli ¢ocuklar gozleyerek &grenme igin gerekli olan bazi
becerilerde (or., taklit, ayirt etme) yetersizlige sahiptir. Dolayisiyla tipik gelisen akranlarina kiyasla gozleyerek
o6grenme daha gii¢ gergeklesir. Otizmli ¢ocuklarda 6grenme yogun ve genellikle 1:1 egitimle yiriitiilmektedir. Bu
durum hem verimlilik agisindan hem de siklikla gruba dayali egitimin sunuldugu genel egitim siniflarinda miimkiin
olmayabilir. Ayrica genel egitim sinifinda egitim alan otizmli ¢ocuklar i¢in bu tiir gruba dayali egitime katilim son
derece 6nemlidir (Taylor & DeQuinzio, 2012). Otizmli ¢ocuklarda kiigiik grup diizenlemesiyle yapilan 6gretimin
6nemi ayn1 zamanda pek ¢ok arastirma bulgusuyla da desteklenmektedir (Ledford vd., 2008; Ledford & Wolery,
2013, 2015; Ledford & Wehby, 2015). Ek olarak otizmli ¢ocuklarda gézleyerek 6grenmenin gerceklesmesinde ve
kiigiik grup diizenlemelerinin etkililigini artirmada bilimsel dayanakli uygulamalarin kullanimi son derece
onemlidir. Bilimsel dayanakli uygulamalardan biri de tepki ipucu yontemleridir. Alanyazinda kiigiik grup
diizenlemelerinin tepki ipucu O6gretim yontemleriyle birlikte kullanildigi pek ¢ok calisma yer almaktadir. Bu
caligmalarin her birinde okuldncesi donemde gelisimsel yetersizligi olan ¢ocuklara farkli becerilerinin edinimi
hedeflenmistir. Ornegin kiiciik grup diizenlemeleriyle birlikte kullanilan bilimsel dayanakli uygulamalar arasinda
ayrik denemelerle 6gretim (Taubman vd., 2001), artan bekleme siireli 6gretim (Ledford & Wehby, 2015; Ledford
& Wolery, 2013, 2015; Urlacher vd., 2016), es zamanl ipucuyla 6gretim (Singleton vd., 2015) siralanabilir.
Planlanan bu ¢aligmada ise kiigiik grup diizenlemesiyle birlikte sabit bekleme siireli dgretim (SBSO) yontemi
kullanilmistir. Bu yontemin kiigiik grup 6gretim diizenlemeleriyle kullanimmin etkililigi pek ¢ok arastirma
bulgusuyla desteklenmektedir. Ormegin kavram &gretimi (Aldemir & Giirsel, 2014), islevsel sozciik okuma
becerisi (Appelman vd., 2014), akilli tahta teknolojisiyle harflerin sesletim becerisinin edinimi ve hedeflenen
sozciiklerle iligkili gorselleri tanima (Ledford vd., 2008), taklit becerileri (Valk, 2003), s6zcikk okuma (Alig-
Cybriwsky vd., 1990), iPad uygulamasiyla sesletim becerisinin edinimi (Cahi, 2017), akilli tahta kullanilarak
tabeladaki uyar1 yazilarin1 okuma becerisinin 6gretimi (Shepley vd., 2016) yer almaktadir.

Otizmli ¢ocuklarin Amerika Birlesik Devletleri’'nde goriilme sikligi 2021°de 44°te 1 olarak
raporlastirllmistir (Centers for Disease Control and Prevention [CDC], 2021). Otizm her gegen yil daha fazla
goriilmekte ve okullarda da otizmli olan 6grenciler ile egitimcilerin ¢aligma olasiligi giderek artmaktadir. Son
yillarda kiiciik grup diizenlemesiyle yapilan ¢aligmalarin katilimer dzelliklerinde dnemli bir husus daha dikkati
¢ekmektedir. Bu husus, katilimci gruplarimin homojen gruplarin yani sira tipik gelisen cocuklarla birlikte
olusturulan heterojen gruplarla yiiriitiilmesidir. Ornegin Urlacher ve digerlerinin (2016) gerceklestirdigi ¢alismaya
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iki geligimsel yetersizligi (GY) olan ¢ocuk ile onun dort tipik geligen akrani katilmigtir. Ledford ve Wolery (2015)
ti¢ farkl kiiciik grup diizenlemesiyle yiriittiikleri calismada her gruba bir GY ve onun iki tipik gelisen akrani
katilmistir. Ledford ve Wehby (2015) gerceklestirdigi dort farkli grup diizenlemesiyle yirtttiikleri bir bagka
calismaya ise her gruba bir otizm ve iki tipik geligen ¢ocuk katilmistir. Yine benzer sekilde 2013 yilinda yaptiklari
galismaya {i¢ GY olan ¢ocuk ile onlarin 10 tipik gelisen akranlari katilmistir. Son olarak Valk (2003) tarafindan
gergeklestirilen bir bagka ¢aligmaya li¢ GY olan ¢ocuk ile onlarin {i¢ tipik gelisen akrani katilmistir. Calismalarda
akademik (Ledford & Wehby, 2015; Ledford & Wolery, 2013, 2015; Urlacher vd., 2016) ve sosyal beceriler
(Ledford & Wehby, 2015; Ledford & Wolery, 2013, 2015) hedeflenmistir. Ayrica arasgtirma bulgular
incelendiginde tiim katilimecilarin kendileri ig¢in hedeflenen becerileri edindikleri, goézleyerek 6grenme
verilerininse katilimcidan katilimeiya farklilik gosterdigi ve son olarak kiigiik grup diizenlemelerinin bu tiir
heterojen gruplarla diizenlenmesi 6neri olarak yer almaktadir. Calismalarda da vurgulandigi gibi kiigiik grup
ogretimi 6zel gereksinimli gocuklarin hedef becerileri edinmelerini saglarken ayni zamanda kiigiik grupta yer alan
akranlarindan da gozleyerek cesitli sosyal davraniglar1 kazanmalarina firsat sunmaktadir. Ayrica kiigiik grup
Ogretiminin farkli ortamlarda uygun akran iligkileri gelistirmede etkili olabilecegi vurgulanmaktadir (Lane vd.,
2007; Ledford & Wolery, 2015). Ancak son derece etkili ve verimli bir 6gretim diizenlemesi olmasina ragmen
Ledford ve Wolery (2015) tarafindan yapilan bir ¢calismada, gozleyerek 6grenmenin gerceklestigi okul oncesi
dénemdeki ¢ocuklarla yapilan kiiciik grup 6gretimi ¢calismalarinin sinirh sayida oldugu ve yapilacak ¢aligmalara
gereksinim duyuldugu belirtilmistir. Bu calismada dikkate alinan noktalardan birini de bu 6neri olusturmaktadir.
Bu dogrultuda ¢alisma okuloncesi donemde egitim goren otizmli cocuklarla gergeklestirilmistir.

Otizmli ¢ocuklarin ¢evresindeki kisilerle sosyal iletisim kurmada smirliliklar yasadiklart, bu durumdan
hem otizmli olan ¢ocuklarin hem de ailelerinin olumsuz etkilendikleri bilinmektedir. Ayrica tipik gelisen akranlar,
otizmli olan ¢ocuklarin bu &zelliklerinden dolay1 genel egitim ortamlarinda onlardan uzak kalmay: tercih
etmektedirler. Ayrica genel egitim ortamlarinda 6grenci sayisinin fazla olmasi nedeniyle otizmli ¢ocuklara 1:1
Ogretim sunmanin miimkiin olmadigi durumlar ile siklikla karsilasilmaktadir (Farmer vd., 1991; Ledford vd.,
2008). Kiiciik grup diizenlemeleri otizmli ¢ocuklar i¢in genel egitim siniflarinda yasanacak bu sorunlar1 gidermede
etkili olabilir. Bagka bir degisle bu tiir diizenlemeler bir anlamda otizmli ¢ocuklar1 genel egitim ortamlar: gibi daha
biiytlik gruplarla 6gretime hazirlayabilir.

Bu calismada, okul 6ncesi déonemdeki otizmli ¢ocuklara heterojen kiiciikk grup diizenlemesiyle sunulan
SBSO yontemiyle mesleklere iliskin sorular1 sézel olarak yanitlama becerisini dgretmek amaclanmistir. Ayrica
calismada otizmli ¢ocuklarin hedef becerileri 6grenirken tipik gelisen akranlarindan ne tiir sosyal etkilesim
davranislarint 6grendiklerine bakilmistir. Bu amagla, bu ¢alismada asagidaki sorulara yanit aranmustir.

1. Otizmli ¢ocuklara mesleklere iligkin bes farkli soru kalibim1 sézel olarak yanitlama becerisinin
dgretiminde kiigiik grup 6gretim diizenlemesiyle sunulan SBSO etkili midir?

2. Otizmli gocuklar 6grendikleri bu beceriyi 6gretim sona erdikten bir, iki ve dort hafta sonra da
stirdiiriilebilir mi ve 6grendikleri bu beceriyi farkli ortam ve araglara genelleyebilirler mi?

3. Bu becerinin 6gretimi gergeklestirilirken, otizmli ¢ocuklar tipik gelisim gosteren akranlarindan ne tiir
sosyal etkilesim davraniglar1 6grenmislerdir?

4. Otizmli ¢ocuklara bu becerilerin 6gretimine yonelik ailelerinin ve 6gretmenlerinin goriisleri nelerdir?
5. Otizmli ¢ocuklar hedeflenen beceriler agisindan tipik gelisim gosteren akranlari ile ayni diizeyde
performans sergileyebilecekler midir?
Yontem
Katimcilar

Aragtirmanin katilimcilari otizm tanist almig okul dncesi donemdeki ii¢ ¢cocuk ile onlarin tipik gelisen alt1
akranindan olusmaktadir. Arastirmaya katilan katilimcilarin belirlenmesi stirecinde belli hazirliklar yapilmistir.
Oncelikle ¢alismanin otizmli katilmecilarinin dzel e@itim dgretmenlerinden bilgi almmustir. Ozel egitim
o0gretmenlerinden gelen yanitlar dogrultusunda ¢alisma i¢in uygunluguna karar verilen otizmli ¢ocuklarin aileleri
ile gortisilmistir. Calismaya iliskin etik kurul izni ve milli egitim bakanligindan 25 Subat 2016 tarihli
88074293/60501/2211984 sayili uygulama izni alinmistir. Yapilan goriismelerde, ailelere ¢alismanin hangi hedef
becerileri kapsadigi, siiresi, gerceklestirilecegi ortam ve caligmanin katilimcilari hakkinda bilgi verilmistir.
Ailelerden gelen olumlu yanitlar dogrultusunda, g¢alismaya katilan otizmli g¢ocuklarin devam ettikleri
anaokullarinda calisan okuldncesi Ogretmenleri ile goriigmeler yapilmistir. Arastirmact otizmli ¢ocuklarin
okuloncesi dgretmenleri ile gortisiirken oncelikle kiiglik grup diizenlemesi ile ilgili bilgi vermistir. Ardindan
siniflarinda kaynastirma o6grencisi olarak bulunan otizmli ¢ocuklarin bu caligma i¢in uygun olup olmadigi,
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performans diizeyleri, daha 6nce simiflarinda bu tarz ¢alismalar yapilip yapilmadigi hakkinda bilgi alinmistir.
Ayrica okul 6ncesi 6gretmenlerine, calismada otizmli 6grencileri i¢in akran olacak iki tipik gelisen sinif arkadasina
ihtiya¢ duyulacagini belirtmistir. Aragtirmaci, okul oncesi 6gretmenlerine, tipik gelisen akranlarda bulunmasi
gereken Ozellikleri (okula devam durumu, davranig problemi olmamasi, akranlari ile olumlu etkilesimde
bulunmasi, otizmli katilimecinin etkilesime girdigi arkadaslarindan olmasi) siralamistir.

Aragtirmadaki otizmli katilimcilarin ikisi devlete bagli anaokuluna, biri ise 6zel bir anaokuluna devam
etmektedir. Ayrica otizmli katilimcilarin {i¢ii de yar1 zamanli bir tiniversitenin Gelisimsel Yetersizlik Uygulama
Birimi’ne devam etmektedir. Genel performanslari ise {i¢ veya daha fazla basamakli sézel yonergeleri yerine
getirebilmektedirler. Bes ya da daha fazla kelimeden olusan ciimleler kurmaktadirlar. Geometrik sekilleri,
kavramlari, renkleri tamimakta ve isimlerini soOylemektedirler. Masa basi etkinliklere 15-20 dakika
katilmaktadirlar. Sosyal etkilesim ve iletisim becerilerinde giigliik yasamaktadirlar. Bu bilgiler dogrultusunda
katilimeilarin diger 6zellikleri ise soyledir:

Murat, 54 ayliktir. Ailesinden alinan bilgiye gore %40 oraninda Yaygin Gelisimsel Bozukluk altinda
Atipik otizm tanis1 almistir. Murat’mn GOBDO-2-TV degerlendirmesinde otizm bozukluk indeksi 75 bulunmustur.
Harfleri tantyip okumaktadir. Tuvalet ve yemek yeme becerilerinde giigliik yasamaktadir. Gamze 66 ayliktir.
Devlet Hastanesi raporuna gore otizm tanisi almistir. Gamze’nin GOBDO-2-TV degerlendirmesinde otizm
bozukluk indeksi 55 bulunmustur. Gamze sinif i¢cinde kuralli oyunlara katilma becerilerinde gii¢liik yagamaktadir.
Akin, 64 ayliktir. Ailesinden alman bilgiye gore Yaygimn Gelisimsel Bozukluk tanisi olan Akin’in GOBDO-2-TV
degerlendirmesinde otizm bozukluk indeksi 55 bulunmustur. Akin ince motor becerilerde giigliik yagamaktadir.
Calismaya katilan deneklerin demografik 6zellikleri Tablo 1°de yer almaktadir.

Tablo 1
Katilimcilar ve Ozellikleri
Katilimcilar Murat Kaan Yagiz Gamze Berk Onur Akin Eda Derin
- Kicik  Kugik  Kigik  Kigik Kicik  Kiciik  Kucik  Kigik  Kiigiik
Kigtik grup gryp 1 grup 1 grup 1 grup 2 grup 2 grup 2 grup 3 grup3  grup3
Yas 54 ay 63 ay 63 ay 66 ay 68 ay 66 ay 64 ay 60 60 ay
Tani 0SB TG TG 0SB TG TG 0SB TG TG

Not: OSB = otizm spektrum bozuklugu; TG = tipik gelisen.
Uygulamaci

Aragtirmanin tiim evreleri birinci yazar tarafindan gergeklestirilmigtir. Uygulamacinin otizmli gocuklara
Ogretim sunma konusunda sekiz yillik bir deneyimi bulunmaktadir. Ayrica 1:1 6gretim sunma konusunda da
deneyime sahiptir.

Ortam

Aragtirmanin uygulama siireci ¢esitli sosyo-ekonomik diizeylerden gelen ve gelisimsel yetersizligi olan
ve tipik gelisen 3-6 yas araligindaki ¢ocuklarin devam ettigi ikisi devlet biri 6zel olmak ii¢ farkli anaokulunda
yuriitiilmiistiir. Murat’in oturumlari kendi siifinda Akin ve Gamze’nin oturumlari ise kendi siiflar1 digindaki
ortamlarda gerceklestirilmistir. Uygulama diger akranlar ve 6gretmenlerin 6gle yemegi icin yemekhanede
bulunduklar1 zamanlarda gerceklestirilmistir. Genelleme oturumlari da anaokullarmin farkli bir smifinda
gerceklestirilmigtir.

Arac Gerecler

Baslama diizeyi ve sosyal karsilastirma oturumlarinda kullanilan arag-gere¢ler: Hedeflenen mesleklere
iliskin 15x15 cm ebatlarinda dokuz tane (meslege 6zgii tiniforma kiyafeti giyen insan resmi) meslek karti
kullanilmisgtir.

Gozleyerek 6grenme oturumlarinda kullanilan arag-geregler: Hedeflenmeyen mesleklere iliskin 15x15
cm ebatlarinda 12 tane (meslege 6zgii tiniforma kiyafeti giyen insan resmi) meslek karti kullanilmustir.

Ogretim oturumlarinda kullanilan arac-gerecler: Hedeflenen mesleklere iliskin 15x15 cm ebatlarinda
dokuz tane (meslege 6zgii tiniforma kiyafeti giyen insan resmi) meslek karti, hedef mesleklere iliskin 15x15 cm
ebatlarinda dokuz tane meslegin is tanimina uygun eylemin (6r., doktor hastay1 muayyene ederken vb.) gosterildigi
kart ve 15x15 cm ebatlarinda dokuz tane meslegin hangi ortamda (6r., hastane vb.) yapildigini gosteren ortam
resmi olmak iizere toplam 27 kart kullanilmigtir.
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Genelleme oturumlarinda kullanilan arag¢-geregler: Diziistli bilgisayarda PowerPoint’te sunulan dokuz
tane meslege 6zgii tiniforma kiyafeti giyen ¢izgi gorseller.

Arastirma Modeli

Aragtirmada, otizmli ¢ocuklara kiiciik grup 6gretiminde meslekler hakkinda bes farkli soruyu yanitlama
becerisinin 6gretiminde tek denekli arastirma modellerinden katilimeilar arasi yoklama denemeli ¢oklu yoklama
modeli kullanilmis ve ii¢ katilimciyla replike edilmistir. Bu modelde SBSO’niin etkililigi, heniiz bagimsiz
degiskenin uygulanmadig1 baglama diizeyi (BD) oturumlarinda, katilimci performansinin bagimsiz degiskenin
uygulanmasiyla birlikte diizey, egilim ve kararlilik agisindan 6lgiitii karsilamasiyla saglanmistir (Gast vd., 2014).

Bagimh Degisken
On Eleme Siireci

Aragtirmaci katilimeilarin 6gretmenleri ve aileleriyle konustuktan sonra onlarin hangi meslekleri bilip
bilmedigini 6grenmek i¢in 6n eleme oturumlarim gegeklestirmistir. On eleme oturumlari, katilimeilarin smifinda
aragtirmact ve katilimcinin karsilikli oturdugu bir masada 1:1 o6gretimle gerceklestirilmistir. Aragtirmact
katilimcilarin hangi meslekleri bilip bilmedigini 6grenmek icin 69 meslek karti1 getirmistir. Her katilimciya
mesleklere iliskin sorular sorulmus ve katilimei tepkilerine gore 6gretilmesi gereken meslek kartlari belirlenmistir.
Katilimei, kendisine sorulan mesleklerle ilgili sorulara 4 sn. i¢inde dogru tepki verdiginde arastirmact tarafindan
sozel olarak pekistirilmistir. Katilimcinin 4 sn. i¢inde yanlis tepkide bulunmasi ya da tepki vermemesi durumunda
aragtirmaci bir sonraki soruyu sormustur. Her meslege iliskin bes soru sorulduktan sonra bir sonraki meslege gecis
icin bir baska deyisle denemeler arasi siire igin 5 sn. beklenmistir. On eleme oturumlarinda &lgiit, sorulan meslege
iligkin {i¢ oturumda da %100 yanlis tepki vermesi olarak belirlenmis ve bu &lgiitii karsilayan mesleklerin 6gretimi
yapilmigtir.

Bagiml Degisken

Aragtirmanm bagimli degiskeni mesleklerle ilgili sorulan bes farkli soruyu sozel olarak yanitlama
becerisidir. Bu amagla otizmli ¢ocuklara mesleklere iliskin “Bu kim?”, “Ne is yapar?”, “Nerede calisir?”, “(ilgili
eylemi) kim yapar?”’, ve “...(Meslegin gergeklestigi ortamda) kim calisir?” olmak iizere bes farkli soru
sorulmugtur. Tablo 2’de mesleklere iligkin 6gretim ve gozleyerek dgrenme setleri yer almaktadir.

Tablo 2

Ogretim ve Gozleyerek Ogrenme Setleri

Katilimcilar Opretim setleri Gozleyerek dgrenme setleri
Insaat iscisi
Ambulans sofori Kangzman
Murat Giivenlik gorevlisi P
Kaptan
Avukat i
Kasiyer
Kitapet
Bakkal
. Ogretmen
COpeil insiat iscisi
Gamze Doktor -
Trafik polisi Pilot
Firinci
Kaptan
Giivenlik gorevlisi
Pilot Kasiyer
Akin Garson Kiitiiphaneci
Berber Kasap

Kitapei

Bagimli degiskenin belirlenmesi siirecinde, birinci yazar otizmli katilimcilarin aileleri, okul 6ncesi
ogretmenleri ve ozel egitim 6gretmenleri ile goriismiis ve okul dncesi donem programinin kazanimlari incelenmis
ve programda mesleklere iligkin farkli kazanimlarin oldugu goriilmiistiir. Bagimli degiskenin segilmesinin bir
baska nedeni de Goodwin ve digerleri (2015) tarafindan da ifade edildigi gibi, tipik gelisim gosteren cocuklar
glinliik yasamindaki rutinler icerisinde “Ne, nerede, ne zaman, nasil, ni¢in” gibi sorular1 6grenebilirler. “Nerede”
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ve “Ne zaman” gibi sorular1 sorabilirler, 6zne ve nesne arasinda iligki kurabilirler. Otizmli gocuklar ise sorulari
ozelliklerine gore analiz etmekte giicliik yasarlar ve “Ne, nerede, ne zaman, nasil, ni¢in” gibi sorularin igeriklerine
hatirlamakta giicliik yagarlar ve bu sorular1 somutlastiramazlar bu nedenle sorular1 spesifik bir formatta hatirlarlar.
Bagimli degigkeni daha da somutlastirmak icin Tablo 3’te tek bir meslek 6rnegi baglaminda hedef uyaran ve dogru
tepki tanimlarini gésteren drnek bir format yer almaktadir.

Tablo 3
Hedef Uyaran ve Dogru Tepki Tanimi Ornegi

Meslek Hedef uyaran Dogru tepkiler
Bu kim? Doktor
Ne is yapar? Hastalart iyilestirir.
Doktor Nerede ¢aligir? Hastanede
Kim hastalar1 iyilestirir? Doktor
Kim hastanede ¢alisir? Doktor
Bagimsiz Degisken

Aragtirmanin bagimsiz degiskeni, kiigiik grup 6gretim diizenlemesiyle sunulan SBSO yéntemidir. SBSO
“0” ve “4 sn.” bekleme siireli olarak sunulmustur. Her grup diizenlemesinde bir otizmli katilimer ile onun tipik
gelisen iki akrani yer almigtir. Arastirmada gorsel (dogru yanita gore sunulan meslek karti) ve sézel ipucu (dogru
yanitin soylenmesi) birlikte kullanilmigtir. Bagimsiz degisken i¢in ipucunu geciktirme araligi 4 sn. olarak
belirlenmistir.

Tepki Tamimlar: ve Verilerin Kaydedilmesi

SBSO’de bes tiir tepki yer almaktadir. Bunlar; (a) ipugsuz dogru, (b) ipugsuz yanls, (c) ipuclu dogru, (d)
ipuclu yanlis ve (e) tepkide bulunmamadir. Bu arastirmada baslama diizeyi, 6gretim, izleme ve genelleme
oturumlarinda ipugsuz dogrular, dogru tepki olarak kabul edilmistir. Ipugsuz dogru, katihimcilarin sorulan soruya
(6r., “Bu kim?”, “Nerede ¢alisir?”) 4 sn. icerinde dogru yanit vermesidir. Ipugsuz yanlhs, katilimeilarin sorulan
soruya 4 sn. icerinde yanlis yanit vermesidir. ipuclu dogru, katilimcinin sorulan soruya yanit aralig1 icerisinde
dogru tepki vermeyip, sozel+gorsel ipucundan 4 sn. sonra dogru yanit vermesidir. Ipuclu yanhs, katilimecinin
sorulan soruya yanit aralig1 igerisinde dogru tepki vermeyip, sdzel+gorsel ipucundan 4 sn. sonra yanlis yanit
vermesidir. Tepkide bulunmama, katilimcinin sorulan soruya yanit araligi igerisinde herhangi bir tepkide
bulunmamasidir.

Genel Siireg
Tipik Gelisim Gésteren Akranlarin Egitimi

On eleme oturumlarmin ardindan arastirmaci tipik gelisen akranlara aragtirmanin amacim aciklamistr.
Aragtirmaci akranlarla uygulama siirecini 6rnekleyen bir calisma gerceklestirmistir. Ornek ¢alisma 30 dakikalik
iki oturumdan olugsmustur. Bir oturum 0 sn. diger oturum 4 sn. beklemeli gergeklestirilmistir. 0 sn.li denemelerde
katilimciya soru sorulmus ve hemen ardindan dogru yanit arastirmaci tarafindan sdylenmistir. Katilimcinin dogru
tepkileri sozel olarak (or., “Aferin, Harika!”) pekistirilmistir. 4 sn. beklemeli denemelerde katilimcinin dogru
tepkileri pekistirilmis, yanhs tepkileri ise sdzel+gorsel ipucu sunulmustur. Ornek ¢alismada deney siirecindeki
mesleklerden farkli olanlarla ¢aligma yapilmistir. Arastirmaci, katilimcilarin meslekler hakkindaki sorulari
yanitlamasi i¢in onlara bilgi vermistir. Arastirmact “Sana sorular soracagim. Dogru cevabi biliyorsan sdyle.
Bilmiyorsan bekle. Sana dogru cevabi sdyleyecegim. Ayrica arkadaslarina sorular sordugumda cevabi bilsen
de/bilmesen de araya girme ve arkadasinin sdylemesini bekle.” demistir.

Deney Siireci

Aragtirmanin deney siireci, baglama diizeyi yoklama, gozleyerek 6grenme, 6gretim, izleme ve genelleme
oturumlarindan olugmaktadir. Deney siirecinin tamamui birinci yazar tarafindan yiiriitiilmiistiir. Her oturuma iligkin
bilgiler izleyen basliklarda agiklanmaktadir.

Baslama Diizeyi Oturumlari. Baglama diizeyi oturumlari {i¢ katilime1 iginde birer giin arayla toplanmig
ve kararl1 veri elde edilinceye kadar devam etmistir. Baglama diizeyi oturumlar1 1:1 6gretim diizenlemesiyle her
katilimecinin kendi okulunda gergeklestirilmistir. Bu oturumlarda, her bir katilimciya ti¢ meslek ve bu meslekler
ile iliskili bes farkli soru kalibi yoneltilmistir. Baglama diizeyi oturumlarinda arastirmaci katilimcrya dikkat
saglayici ipucunu sunmus ve katilimcidan gelen olumlu tepkiye gore davranisini pekistirmistir. Arastirmaci
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oncelikle elindeki meslek kartin1 katilimemin goz hizasina yakin tutup ilgili sorular1 yoneltmistir. Katilimcidan
gelen yanitlar herhangi bir sekilde pekistirilmemis ve katilimcinin tepkisine herhangi bir ipucu verilmemistir.
Katilimemin yanitlart veri kayit formuna kaydedilmistir.

Aralikli Yoklama Oturumlari. Aralikli yoklama oturumlari ¢alismada bes oturumda bir yapilmistir. Bu
oturumlar glinlik olarak grafige aktarilmistir. Aralikli yoklama oturumlari, baslama diizeyi oturumlar1 gibi
gerceklestirilmistir.

Gozleyerek Ogrenme Oturumlari. Bu calismada gozleyerek Ogrenme verileri baslama diizeyi
oturumlari ile aym siire¢ (ayn1 hedef uyaran, bekleme siiresi, tepki tanimlari) izlenerek toplanmig ve otizmli
¢ocuklarin kendileri i¢in hedeflenmeyen, ancak tipik gelisen akranlari i¢in hedeflenen meslekleri bilip
bilmediklerine bakilmistir. Bu amagla katilimcilara her bir meslege iliskin 15x15 cm ebatlarinda 12 tane (meslege
0zgli tiniforma kiyafeti giyen insan resmi) meslek kart1 ile ilgili bes farkli soru kalib1 yoneltilmistir. Otizmli her
¢ocugun grubundaki tipik gelisen iki akraninin hedef becerisi i¢in (her akrandan ii¢ meslek) gozleyerek 6grenme
verisi toplanmistir. Bu oturumlarda otizmli ¢ocuklarn akranlari i¢in hedeflenen meslekler (baglama diizeyinde
oldugu gibi bes farkli soru sorulmustur.) sirasiyla sorulmus ve verdikleri yanitlar veri kayit formuna
kaydedilmistir. Otizmli ¢ocuklarin yanitlari (dogru, yanlig tepki ve tepkide bulunmama) aragtirmacilarin 6gretimi
sonucunda ger¢eklesmedigi icin tepkilerinin dogru, yanlis olmasi ya da tepkide bulunmama durumuna miidahalede
bulunulmamistir. Gézleyerek 6grenme verileri on-test ve son-test seklinde toplanmistir. Gozleyerek 6grenme 6n-
test oturumlar1 &gretim oturumlarindan hemen once, gozleyerek 6grenme Sson-test oturumlart ise Sgretim
oturumlarmdan hemen sonra yapilmistir.

Ogretim Oturumlari. Ogretim oturumlari kiigiik grup diizenlemesiyle gerceklestirilmistir. Bu oturumlar
her okulun giris ve yemek saatleri ayni olmadig i¢in hafta i¢i bes giin, gilinde iki oturum yapilarak farkli saatlerde
gerceklestirilmistir. Oturumlar ortalama 25 dakika siirmiistiir. Uygulama sirasinda arastirmaci ile ii¢ katilimei
kargilikli olarak oturmustur. Arastirmact her bir katilimcinin beceri paketindeki meslekleri rastgele bir sirayla
sormusgtur. Aragtirmact 6gretim oturumlarini O sn. ve 4 sn. bekleme siireli denemeler olarak gergeklesmistir. O sn.
bekleme siireli 6gretim her katilimeida sadece ilk oturumlarda gerceklestirilmistir. Arastirmact hedef meslege
iliskin gorsel kart1 (Meslege 6zgii tiniforma/kiyafeti giyen insan) biitiin katilimcilarin gorecegi sekilde tutup ilk
soru kalib1 olan “Bu kim?” ydnergesini sunmus hemen ardindan kontrol edici ipucu olan meslek kartini tutarak
sozel ve gorsel ipucu kullanip, dogru yanit1 (Copgii, doktor, trafik polisi vb.) séylemistir. O sn. bekleme siireli
oturumlar tim soru kaliplari i¢in aymi sekilde uygulanmistir. Her soru kalibi soruldugunda, katilimcinin
yonergenin bitmesini beklemedigi durumlarda, arastirmaci sdzel olarak “Bekle” diyerek beklemesi gerektigini
hatirlatmis ve beceri yonergesini tekrar sunmustur. Katilimeinin sézel olarak tekrar ettigi her basamak “Cok giizel,
harikasin, bravo!” denilerek pekistirilmistir. Bu siiregte otizmli ¢ocuk baska bir yere baktiginda, bagka sorular
sormaya calistiginda arastirmact ona beklemesi gerektigi ve simdi arkadasi ile calistigini sdylemis ve diger
katilimei ile 6gretime kaldig1 yerden devam etmistir. Bu siire¢ tiim katilimcilar i¢in ayn1 sekilde uygulanmustir. 4
sn. beklemeli 6gretim oturumlari 0 sn. bekleme siireli denemelerle ayni sekilde gerceklesmistir. Sadece beceri
yonergesi ile kontrol edici ipucu arasinda 4 sn. bekleme siiresi yer almistir ve s6zel ve gorsel ipucu olarak (Meslege
0zgil liniforma/kryafeti giyen insan) (Meslegin hangi ortamda yapildigini gésteren ortam resmi) (Meslegin is
tanimina uygun eylemin gosterildigi resim) meslek kartlart kullanilmigtir. Ogretim oturumlart bittikten sonra
sosyal pekistire¢ olarak her okula Jenga oyunu gotiiriilmiistiir. Katilimeilarin bu oyundaki sosyal etkilesim
davraniglari video kamera ile kaydedilmistir.

Genelleme ve izleme Oturumlari. Genelleme oturumlari, ortam ve arag-gerecler arasinda 1:1 gretimle
gerceklestirilmistir. Genelleme oturumlarinda arastirmact ve katilimer farkli bir sinifta (farkl bir yerde, biiyiiklik
ve arag-geregler ve siif 6zelligi) ve deney siirecinde kullanilan dokuz farkli meslegin (her bir katilime1 igin tig
meslek) ¢izimleri (6r., 4:3 oraninda animasyon bi¢imindeki renkli ¢izgi gorseller) arag-gerecler arasi genelleme
icin hazirlanmig ve bilgisayarda PowerPoint sunusu seklinde sunulmustur. Genelleme oturumlar1 6n-test ve son-
test seklinde yapilmistir. Genelleme oturumlart baglama diizeyi oturumlart ile aymi sekilde uygulanmistir.
Genelleme 6n-test oturumlart 6gretimden hemen Once ve son-test oturumlart 6lgiit kargilandiktan hemen sonra
toplanmustir. Izleme oturumlar1 otizmli katilimcilarda 6gretim sona erdikten bir, iki ve dort hafta sonra
toplanmugtir. izleme ve genelleme oturumlart baslama diizeyi yoklama oturumlariyla aymi sekilde
gergeklestirilmistir. Bu oturumlardan farkli olarak katilimcilar yalnizca oturumun sonunda pekistirilmistir.
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Gozlemciler Arasi Giivenirlik ve Uygulama Giivenirligi. Arastirmada iki tiir gilivenirlik verisi
toplanmistir. Bunlar bagimli ve bagimsiz degiskene iliskin gilivenirlik verileridir. Bagimli degisken icin
gozlemciler arasi giivenirlik verileri, bagimsiz degisken i¢in de uygulama giivenirligi toplanarak giivenirlik analizi
yaptlmistir. Giivenirlik verileri tim oturumlarin en az %30’unda yansiz olarak atanan oturumlarda
gerceklestirilmistir. Glivenirlik verileri 6zel egitim alaninda lisansiistli egitim goren iki kisi tarafindan toplanmstir.
Gozlemcilere tiim uygulama videolarinin kayd:r verilmistir. G6zlemciler videolarn en az %30’unu izlemistir.
Izledikleri videoya iliskin verileri gdzlemciler aras1 ve uygulama giivenirligi formuna kaydetmislerdir. Ogretim,
oturumlarma iliskin uygulama giivenirligi su davraniglar dikkate alinarak toplanmistir; (a) arag-gereclerin
hazirlanmasi, (b) katilimcilarin dikkatinin g¢ekilmesi, (¢) yonergenin sunulmasi, (d) yanit araligi siiresince
beklenilmesi, (e) kontrol edici ipucunun sunulmasi, (f) katilimcilarin pekistirilmesi. Baglama diizeyi, izleme ve
genelleme oturumlarma iliskin uygulama giivenirligi su davramiglar dikkate alinarak toplanmistir; (a) arag-
gereglerin hazirlanmasi, (b) katilimeilarin dikkatinin ¢ekilmesi, (c¢) ydnergenin sunulmasi, (d) yanit aralig:
stiresince beklenilmesi, (e) katilim davranisinin pekistirilmesi. Goézlemciler arasi giivenirlik ve uygulama
giivenirligi katsayis1 %100 olarak bulunmustur.

Sosyal Gegerlik. Bu calismada sosyal gecerlik verisi sosyal karsilagtirma ve 6znel degerlendirme olmak
iizere iki sekilde toplanmigtir. Sosyal karsilastirma yoluyla sosyal gegerlik verileri, otizmli ¢ocuklar ile onlarla
ayni yasta olan ve caligmaya katilan ¢ocuklar digindaki tipik gelisen akranlarin performans diizeyleriyle
karsilastirilarak toplanmistir. Oznel degerlendirme icin ailelerin ve dgretmenlerin goriislerini almak igin sosyal
gegerlik soru formlar1 hazirlanmigtir. Aileler igin hazirlanan sosyal gecerlik formu sekiz tane kapalt uclu (evet-
hayir yanitl) ve ii¢ tane agik uglu olmak iizere toplam 11 sorudan olusmustur. Ogretmenler i¢in hazirlanan sosyal
gegerlik soru formu ise altis1 kapali uglu (evet-hayir yanitli) ve dort tanesi agik uglu olmak iizere toplam 10 sorudan
olugmustur. Sosyal gecerlik verilerini toplamadan 6nce 6gretmenlere ve ailelere tiim uygulama siirecine iliskin
videolar CD’ye aktarilmis ve soru formlariyla birlikte verilmistir. Sosyal gecerlik verileri betimsel olarak analiz
edilmistir.

Bulgular

Aragtirmada mesleklere iligkin bes farkli soru kalibin1 yanitlama becerisinin dgretiminde kiigiik grup
diizenlemesiyle sunulan SBSO’niin etkililigine iliskin bulgular Sekil 1°de grafiksel analiz yoluyla gdsterilmistir.
Murat’in baslama diizeyinde oturumlarindan elde edilen dogru tepki yiizdelerine bakildiginda, ilk oturumda %0,
ikinci ve {igiincii oturumda ise %6 dogru tepki verdigi gériilmektedir. Kiigiik grup diizenlemesiyle sunulan SBSO
oturumlari sekiz oturum stirmiistiir. Murat i¢in her bir oturumun ortalamasina bakildiginda, birinci oturumda %33,
ikinci oturumda %40, ti¢lincii oturumda %66, dordiincii oturumda %86, besinci oturumda %93, altinci, yedinci ve
sekizinci oturumda ise %100 dogrulukta tepki verdigi gorillmektedir. Sekiz 6gretim oturumunun her biri ortalama
10 dakika siirmiistiir. izleme oturumlarma bakildiginda, uygulama bittikten bir, iki ve dort hafta sonra Murat’mn
edindigi beceriyi li¢ oturumda da %100 dogrulukta korudugu goriilmektedir.

Gamze baslama diizeyinin ilk {i¢ oturumda %6 dogru tepki verdigi goriilmektedir. Aralikli yoklama bir
oturum olarak yapilmistir. Aralikli yoklama oturumunda dogru tepki yiizdesi %0’dir. Gamze’nin kii¢iik grup
diizenlemesiyle sunulan SBSO oturumlari 10 oturum siirmiistiir. Ogretim oturumlarindaki dogru tepki yiizdeleri,
birinci ve ikinci oturum i¢in %33, tiglincii oturum i¢in %46, dordiincii ve besinci oturum i¢in %53, altinci oturum
icin %73, yedinci oturum icin %53 ve son ii¢ oturum i¢in %100’ diir. Ogretim oturumlarinin her biri ortalama sekiz
dakika siirmiistiir. izleme oturumlar1, uygulama bittikten bir, iki ve dort hafta sonra yapilmistir. Gamze nin izleme
oturumlarmda ti¢ oturum %100 dogru tepki yiizdesi goriilmektedir.

Akin’in baglama diizeyi oturumlarinda ilk oturum %6, ikinci oturum %0, ii¢lincii oturumda ise %6 dogru
tepki ylizdesi oldugu goriilmektedir. Akin i¢in aralikli yoklama denemelerine bakildiginda, iki tane yoklama
denemesi yapildig1 ve bu denemelerdeki dogru tepki yilizdesinin %6 ve %0 oldugu goriilmektedir. Aralikli yoklama
denemelerinden sonraki baglama diizeyi oturumlarinda dogru tepki yiizdeleri birinci oturum i¢in %0, ikinci oturum
icin %06, ticlincli oturum igin ise %0’dir. Akin’n 6gretim oturumlari yedi oturumda tamamlanmistir. Bu oturumlar
icin dogru tepki yiizdeleri, birinci oturum %33, ikinci oturum %63, {ligiincii oturum %73, dordiincii oturum %86,
besinci, altinc1 ve yedinci oturumlarda ise %100 olarak dogru tepki gdstermistir. Ogretim oturumlar1 ortalama
sekiz dakika siirmiistiir. {zleme oturumlari, 6gretimin bitmesinden bir, iki ve dort hafta sonra gerceklestirilmistir.
Bu oturumlarda ii¢ oturum i¢in de dogru tepki yiizdesi %100°diir.
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Sekil 1

Murat, Gamze ve Akin "in quleklere liskin Bes qukll Soru Kalibini Sézel Olarak Yanitlama Becerisinde Baslama
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Genelleme Bulgulari

Genelleme oturumlarina bakildiginda, 6gretime baglamadan 6nce gergeklestirilen 6n-test oturumlarinda
Murat, Gamze ve Akin’in %0 dogru tepki sergiledikleri, 6gretim sona erdikten sonra gergeklestirilen son-test
oturumlarinda her ti¢ katilimcinin da %100 dogrulukta tepki verdikleri goriilmiistiir.

Sosyal Etkilesim Davramslarinin Gézleyerek Ogrenme Bulgular

Murat, Gamze ve Akin’in kiigiik grup diizenlemesiyle yiiriitiilen uygulama ve uygulama sonrasinda Jenga
oyunu sirasinda sosyal etkilesim acisindan 6znel gozlemler yoluyla toplanan gozleyerek 6grenme verilerine
bakildiginda her katilimecinin farkli sosyal becerileri edindikleri goriilmektedir.

Kiigiik grup 1: Murat, gretim Oncesi yapilan oturumlarda “Calismaya baslayalim mi1? Hazir misin?”
sorusuna diisiik bir ses tonu ile evet cevabi verirken, ikinci 6gretim oturumunda akranlarinin, “Caligsmaya
baslayalim m1?, Hazir misin?” sorusuna “Dogustan hazirim!” cevabini vermesini gézlemledikten sonra, son izleme
oturumuna kadar “Dogustan hazirim!” cevabini vermistir. Ayrica 6gretim Oncesi oturumlarda aragtirmacinin
“Benimle ¢aligtigin i¢in tesekkiir ederim.” soziine ya tepkisiz kalmis ya da “Tegekkiir ederim” cevabini vermistir.
Ancak akranlarinin “Benimle ¢alistigin igin tesekkiir ederim.” ciimlesine “Bir sey degil” demesinin ardindan
Murat’ta “Bir sey degil” cevabini vermistir. Jenga oyununda ise fazla zar ile daha fazla oyun hakki elde edildigi
kuralint bildigi i¢in akranlarina “Bana bir tane zar verir misin?” sorusunu sormus ve onlardan gelen olumlu
cevaplara da “Tesekkiir ederim.” yanitini vermistir.

Kiigiik grup 2: Gamze, 6gretim Oncesi yapilan oturumlarda “Calismaya baslayalim mi? Hazir misin?”
sorusuna bagirarak “Evet” cevabi verirken, 6gretim sirasinda “Calismaya baslayalim mi1?, hazir misin?” sorusuna
akranlarmin normal ses tonu ile “Hazirim”, “Evet” cevaplarimni gozlemledikten sonra, izleme oturumuna kadar
akranlariyla benzer ses tonu ile “Evet” cevabini vermeye baslamistir. Ayrica, Jenga oyunu sirasinda akranlarindan
zar isterken ilk oyunda “Arkadasim bana zar verir misin?” derken, akranlarmin kendisinden ismini séyleyerek
“Gamze, bana bir tane zar verir misin?” seklinde zar istediklerini gézlemleyince daha sonraki oturumlarda oda
akranlarina isimleriyle hitap ettigi ve bir tane kavramini kullandig1 goriilmiistiir.

Kiigiik grup 3: Akin’mn, o6gretimden onceki oturumlarda sorulan sorulara diigiik ses tonu ile cevap
verirken, 6gretimden sonra ise akranlari ile ayn1 ses tonunda cevap verdigi goriilmiistiir. Ayrica 6gretimden once,
“Calismaya baglayalim m1? Hazir misin?” sorusuna “Evet” cevabini verirken dgretimde akranlarinin “Yes!”
cevabint duyup o da izleme oturumlarina kadar “Yes!” cevabini vermistir. Akin’in okul saatlerinin kisitli olmast
nedeniyle bu gruba Jenga oyunu goétiiriillememistir. Bu nedenle bu katilimciin oyun igindeki etkilesimlerine
bakilamamustir.

Sosyal Gecerlik Sonuclari

Sosyal karsilastirma sonuglari: Sosyal karsilagtirma oturumlart otizmli {i¢ katilimer i¢in eslestirilen ii¢
tipik gelisen akranindan toplanmigtir. Bu oturumlarda arastirmaci, tipik gelisen ti¢ akrana (Deniz, Beril ve Asya)
otizmli ti¢ katilimecinin hedef becerilerini sormustur. Sosyal karsilastirma igin, Murat ile Deniz, Gamze ile Beril
ve Akin ile Asya eslestirilmistir. Tipik gelisim gosteren akranlar (Deniz, Beril, Asya) sorulan sorulara otizmli
¢ocuklar gibi %100 dogru tepki vermislerdir.

Oznel degerlendirme sonuglar: Arastirmada toplanan sosyal gegerlik soru formlari incelendiginde kapali
uclu sorularda, dort annenin ve bir babanmn ¢aligmadan memnun olduklari, ¢ocuklarma katk: sagladigimi
diisiindiikleri, 6gretilen beceriyi ¢ocuklart i¢in 6nemli gordiikleri goriilmiigtiir. Dokuz okul dncesi 6gretmeninin
hepsi kapali uglu sorularda, uygulamaya dair olumlu goriis belirtmis, ¢aligmanin etkili oldugunu, secilen
becerilerin dnemli oldugunu, ¢alismada etik ilkelere bagl kalindigini ifade etmistir.

Gozleyerek Ogrenme Bulgular

Bu arastirmada her bir kiigiik grup diizenlemesinde yer alan otizmli katilimeimnin diger iki tipik gelisen
akrani i¢in hedeflenen meslekleri gozleyerek 6grenmesine bakilmistir. Gozleyerek 6grenme verileri 6n-test ve son-
test seklinde toplanmigtir. Murat, Gamze ve Akin icin gozleyerek 6grenme bulgular1 Sekil 2, 3 ve 4’te
gosterilmektedir. Elde edilen verilere bakildiginda, katilimcilarin farkli diizeyde gozleyerek 6grenmeyi sagladigi
goriilmektedir.

Kiigiik grup 1: Murat’in, Yagiz’1n hedef becerileri olan, ingaat is¢isi, kameraman ve kasap meslekleri igin
gozleyerek 6grenme On-test oturumlart dogru tepki yiizdesi sirasiyla, %40, %0 ve %20°dir. Bu becerilere iliskin
gozleyerek 6grenme son-test oturumlart dogru tepki yiizdesi her {i¢ meslek becerisi iginde %100’°diir. Murat’in,
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Kivang’in hedef becerileri olan, kaptan, kasiyer ve kitap¢i igin gdzleyerek dgrenme 6n-test oturumunda dogru
tepki ylizdesi sirastyla, %0, %0 ve %40’tir. Bu becerilere iliskin gozleyerek 6grenme son-test oturumunda dogru
tepki yiizdesi sirasiyla, %80, %80 ve %100’ diir.

Sekil 2
Murat’in Gozleyerek Ogrenme On-Test Son-Test Verileri
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Kiigiik grup 2: Gamze’nin, Onur’un hedef becerileri olan bakkal, 6gretmen ve insaat is¢isi meslekleri i¢in
gozleyerek 6grenme On-test oturumlart dogru tepki yiizdesi her li¢ meslek iginde %0°dir. Bu mesleklere iliskin
gozleyerek 6grenme son-test oturumlart dogru tepki ylizdesi ise sirasiyla, %80, %80 ve %60’tir. Gamze’nin,
Berk’in hedef becerileri olan pilot, kaptan ve firinct meslekleri i¢in gozleyerek 6grenme On-test oturumu dogru
tepki yiizdesi iki meslek igin de %0, bir meslek i¢in %40’tir. Ayn1 mesleklere iliskin gozleyerek 6grenme son-test
oturumu dogru tepki yiizdesi sirayla, %80, %80 ve %100 djir.

Sekil 3
Gamze 'nin Gozleyerek Ogrenme On-Test Son-Test Verileri
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Kiiciik grup 3: Akin’in, Eda’nin hedef becerileri olan giivenlik gorevlisi, Kasiyer ve kiitiiphaneci
meslekleri icin gozleyerek 6grenme On-test oturumlarr dogru tepki yiizdesi her ii¢ meslek iginde %0’dir. Bu
mesleklere iligkin gézleyerek 6grenme son-test oturumlari dogru tepki yiizdesi ise sirastyla, %40, %60 ve %80°dir.
Akin’1n, Derin’in hedef becerileri olan kasap, kameraman ve kitap¢i meslekleri igin gozleyerek 6grenme 6n-test
oturumu dogru tepki ytizdesi sirasiyla %40, %0 ve %40’ tir. Ayn1 mesleklere iliskin gézleyerek 6grenme son-test
oturumu dogru tepki yiizdesi %100’ diir.

Sekil 4
Alan’in Gézleyerek Ogrenme On-Test Son-Test Verileri
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Tartisma

Calismada otizmli katilimcilara mesleklere iliskin bes farkli soru kalibini sézel olarak yanitlama
becerisinin dgretiminde kiigiik grup diizenlemesiyle sunulan SBSO’niin etkili oldugu goriilmektedir. Kiiciik grup
diizenlemesinde SBSO kullanilarak yapilan calismalara bakildiginda bu durumu destekler nitelikte benzer
sonuglarin bulundugu goriilmektedir (Aldemir & Giirsel, 2014; Alig-Cybriwsky vd., 1990; Appelman vd., 2014;
Campbell & Mechling, 2009; Lane vd., 2015; Ledford vd., 2008; Munson Doyle vd., 1990; Ross & Stevens, 2003;
Schoen & Ogden, 1995; Winterling, 1990). Alanyazina bakildiginda, farkl yetersizlik grubunda olan gocuklarla,
farkli yontemler kullanilarak yapilan kiiciik grup diizenlemesiyle ilgili caligmalarin oldugu goriilmektedir. Ancak
SBSO yéntemi kullanilarak heterojen grup (otizmli ve tipik gelisen cocuk) diizenlemesiyle yapilmis herhangi bir
¢aligmaya rastlanilmamistir. Bu anlamda yapilan ¢alismanin hem kiigiik grup diizenlemesiyle yapilan galigmalara
hem de SBSO kullamilarak gergeklestirilen calismalara katki saglayacagi ve alanyazinda var olan bulgulari
genisletecegi diisiintilmektedir. Otizmli katilimcilarin edindikleri becerileri bir, iki ve dort hafta sonra da
koruduklart goriilmiistiir. Bu anlamda arastirmanin izleme verileri konuyla ilgili yapilmis diger arastirmalarin
izleme verileri ile de benzerlik gostermektedir (Aldemir & Giirsel, 2014; Appelman vd., 2014; Campbell &
Mechling, 2009; Lane vd., 2015; Ross & Stevens, 2003). Gozleyerek 6grenme ile ilgili verilere bakildiginda,
otizmli katilimeilarin kendileri igin hedeflenmeyen, ancak; akranlari i¢in hedeflenen becerilerin bazilarim
edindiklerini gostermektedir. Bu durum otizmli katilimcilarin gozleyerek 6grenme verilerinin toplandigi 6n-test
ve son-test oturumlarindaki performans diizeylerine de yansimistir. Katilimcilarin gozleyerek 6grenme on-test
oturumlarmda diisiik olan performans diizeyinin son-test oturumlarinda arttig1 bir baska deyisle gozleyerek
Ogrenilen becerilerin dogru tepki yiizdesinin arttigi gériilmektedir. Bulgulara dayanarak, otizmli katilimcilar
akranlariyla birlikte kiigiik grup 6gretimine dahil edildiginde akranlarindan bazi sosyal davranislari (or., tesekkiir
etmek, sinif arkadaglarina yardim etmek, grup oyunlarina katilmak, sira almak) edinebilecekleri ve bu davranislari
smif arkadaslar1 gibi yeni ve farkli durumlarda genelleyebilecekleri sdylenebilir. Bulgular ayrica, kiigiik grup
ogretiminde akademik becerilerin yaninda sosyal etkilesim davranislarinin da edinimini géstermektedir (Ledford
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& Wolery, 2013, 2015). Bu bulgu kii¢iik grup 6gretiminin sadece akademik becerilerle sinirli olmadigimi akranlar
arasinda sosyal etkilesimi igeren birtakim davranislarinda gozleyerek Ogrenilmesine temel olusturacagi
yoniindedir. Dolayistyla otizmli ¢ocuklara sosyal beceri dgretilirken ya da dgrenilen bir sosyal becerinin dogal
ortama transferi, kalicilig1 ve genellemesi icin kiiciik grup 6gretimi bir alternatif olarak goriilebilir.

Calismanin anneler ve 6gretmenlerden toplanan sosyal gecerlik verileri incelendiginde, Onur’un annesi
“Oglumun farkl arkadaslarindan da pek ¢ok sey 6grenebildigini gordiim. Bu ona farkli bir bakis agis1 kazandird1.”,
Gamze’nin annesi “Videolarda arkadaslari konusurken ya da bir sey yaparken kizimin bekledigini goérdiim.”
seklinde ifade ederken, 6gretmeni ise “Sadece akademik olarak degil davranislarinda da olumlu degisiklikler
gbzlemledim.”, Murat’in 6gretmeni “Bir kere daha sunu fark ettim ki 6zel egitime ihtiyaci olan ¢ocuklar 6zellikle
bu durumda olanlar kesinlikle akranlartyla etkilesimi olmali ve onlarla ayni sinifta olmalilar.”, Akin’in 6gretmeni
“Cocuklar meslekler hakkinda ayrintili bilgi sahibi oldu. Daha once yiizeysel 6grendikleri meslekleri farkli
sorularla kalic1 6grendiler.” yanitlarini vermistir. Ogretmenler ve annelerden alinan sosyal gegerlik verilerine ek
olarak sosyal karsilastirma yoluyla toplanan sosyal gecerlik verilerinin de tipik gelisen akranlarla benzer diizeyde
oldugu goriilmektedir.

Bu calismada gozleyerek Ogrenme verileri her katilimei igin farkli diizeylerde ger¢eklesmistir.
Gozleyerek O6grenme verilerindeki bu farkliligin otizmli katilimcilarin bireysel farkliliklari, akranlari igin
hedeflenen meslek setlerinin farkli olmasi1 ve gézlemin yapildigi ortamin fiziksel ozellikleriyle ilgili oldugu
diisiiniilmektedir. Ornegin, caliyjmada Murat’in uygulama ortami degismemis, ancak; Akin ve Gamze’nin
uygulama sirasinda kosullar geregi uygulamanin yapildigi ortam degismis ve biiyikligii, giiriiltii kaynaklaria
olan yakinlik ve arag-gereglerin farkli oldugu bir sinifta uygulama siirecine devam etmislerdir. Bu nedenle ortam
degisikliginin katilimcilarin gbzleyerek 6grenme verilerini etkileyebilecegi diisiiniilmektedir. Deney siirecinde
yasanan diger 6nemli bir konu ise uygulamanin hep ayni saate yapilamamasidir. Her okulun akademik takvimi ve
etkinlikleri calismanin uygulama saatleriyle ¢akistig1 i¢in, uygulama saatleri degisiklik gdstermistir. Ornegin Akin
i¢cin belirlenen uygulama saati 6gleden Onceki bir saatten (11:00-12:00 arasi) 6gle arasina (13:00) ¢ekilmek
durumunda kalirken, Gamze’nin uygulama saati de yemek saatinin degismesinden dolayr daha gec bir saate
almmistir. Diger katilimcilarin aksine Murat’mm uygulama saati yalnizca bir giin degismistir. Biitiin bu
degisikliklerin katilimcilarin performanslarini etkiledigi diigiiniilmektedir. Diger bir smirlilikta tipik gelisen
akranlarin sehir disinda olmalari, saglik problemleri yasamalar1 ya da diger 6zel durumlardan kaynakli sorunlar
nedeniyle calismaya bazen katilamamalaridir. Bu durumun uygulama siirecinin ve bu siirecin 6ngoriilen sekilde
tamamlanmasinit engelledigi diislinilmektedir.

Yapilan ¢aligmada yukarida siralanan sinirliklarinin yani sira pek ¢cok noktada alanyazina katki sunacagi
diisiiniilmektedir. 11ki, yapilan galisma hem otizmli hem de tipik gelisen akranlardan olusan heterojen kiigiik grup
diizenlemesiyle yapilan sinirli ¢alismadan biridir. Bu grup diizenlemesi otizmli ¢ocuklarin tipik gelisen
akranlardan akademik becerilerin yani sira sosyal etkilesim davranislarini 6grenme firsati vermesi agisindan dikkat
¢ekmektedir. Otizmli ¢ocuklar repertuvarlarinda olmayan pek ¢ok sosyal beceriyi akranlarindan 6grenme firsati
yakalamiglardir. Son olarak, ¢alismada secilen okul dncesi donem kazanimlarindan olan meslek becerilerinde, her
meslege iliskin genigletilmis bilgi sunmasi ve iliskisel yanitlar ile sunulan bilgilerin desteklenmesi bakimimdan
alanyazina ve okul oncesi donemdeki c¢ocuklar i¢in hazirlanan egitim-6gretim programina katki sunabilecegi
diisiiniilmektedir. Bu bulgular 1s181inda gelecekte yapilacak caligmalara oneriler ise su sekilde siralanabilir: Bu
calisma farkli beceriler (6r., 6zbakim, giinlik yasam), yontemler, uygulamacilar (okul 6ncesi dgretmeni, cocuk
fiziksel yetersizlik) katilimcilar ile planlanabilir. Bu arastirma heterojen grup diizenlemesiyle yapilmistir. Benzer
caligmalar homojen grup diizenlemesiyle planlanabilir. Yapilan ¢alisma akademik beceri olarak masa baginda
gerceklesmistir. Alternatif olarak oyun, senaryo gibi farkli etkinlikler ile tekrar planlanabilir. Calismada kiiglik
grup diizenlemesinde sunulan 6gretim formati degistirilebilir (6r., farkli beceri, ayni uyaran gibi). Yapilan
caligmada kii¢iik grup diizenlemesinde bireysel ol¢iit kullanilmigtir. Farkli ¢calismalarda bireysel dl¢iit yerine grup
Olciitii ile degerlendirme yapilabilir. Son olarak bu calismada katilimcilarin sosyal etkilesim davraniglarini
kendiliginden Ogrenebildigi goriilmektedir. Farkli ¢aligmalarda akademik becerilerle, sosyal etkilesim
davraniglarinin (0r., talep etme, bilgi sunma, akrani pekistirme) 6gretimi ayni anda planlanabilir.

Yazarlarin Katki Diizeyleri

Aragtirmanin uygulamasi birinci yazar tarafindan yapilmistir. Arastirma konusunun belirlenmesi,
raporlastirilmasi ve verilerin analizi her iki yazar tarafindan gerceklestirilmistir.
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Abstract

Introduction: In this study, pre-school aged children with autism were taught to answer verbally to five different
questions about professions through the constant time delay procedure when presented in heterogeneous small
group instruction in inclusive settings. The study also aimed to investigate skill maintenance, generalization and
observational learning. Also it is observed that what kind of social interaction behaviors that children with autism
learned from their peers without disabilities during the teaching of the targeted skills.

Method: The participants of the study were three preschool children with autism and six of their peers without
disabilities. Multiple probe design with probe trials across subjects was used in the study.

Findings: Results showed that all participants learned target skills, generalized them across different settings and
materials, and maintained the acquired skills one, two and four weeks after the study. Observational learning data
showed that children with autism learned at least some of their peers’ target professions and social behaviors.
Social comparison showed that the children with autism reached the same level of the performance with their
peers. Social validity data collected from parents and teachers were positive in general.

Discussion: The constant time delay procedure presented in a small group arrangement was found to be effective
in teaching to answer verbally five different questions about professions. Similar results supporting these findings
are available in the literature. It is thought that observational learning data are derived from target skills and student
characteristics. Other points that need to be discussed are included in detail.

Keywords: Autism, small group instruction, observational learning, concept teaching, constant time delay
procedure.
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Introduction

Learning is extremely important for children without disabilities and occurs spontaneously in the presence
of any form of stimulus or by observing other people (Greer et al., 2006). Observational learning is the process of
acquiring new behaviors by observing the behaviors of others and the consequences of these behaviors
(reinforcement/punishment) (Bandura, 1971; Nadler et al., 2003). Observational learning is considered as an
important factor in teaching of different kinds of skills to children (Jahr & Eldevik, 2002). In recent studies, the
focus has been on how individuals engage in the learning process by observing others, leading to draw attention
on this situation (Hodges & Coppola, 2015; Jahr & Eldevik, 2002).

Observational learning is much more complicated for children with autism than children without
disabilities, in that children without disabilities have the prerequisite skills that are necessary for observational
learning and so perform this action either directly or indirectly. Studies show that children with autism have
difficulty in directing their attention (Patten & Watson, 2011; Taylor & DeQuinzio, 2012), imitation (Ingersoll,
2008; Taylor & DeQuinzio, 2012) and distinguishing between simple and complex verbal expressions (Green
2001; Taylor & DeQuinzio, 2012), which are three basic abilities that are necessary in observational learning
(Taylor & DeQuinzio, 2012). In this regard, there is a need for instructional settings that facilitate this situation for
children with autism, and one such arrangement is small group instruction, referring to the teaching of the targeted
skill or behavior simultaneously to two or more children (Ferris, 2015).

Small group instruction allows children participating in groups to acquire knowledge about education and
teaching from their peers in the group, in addition to their own learning (Farmer et al., 1991). In small group
instruction, more than one child is instructed at the same time, allowing teachers to use their time more efficiently
when compared to 1:1 instruction. It is conducted with less personnel and therefore costs less. It provides the child
with additional learning opportunities through observing the peers in the group, and instructional objectives are
personalized. Furthermore, it allows children with special needs to get ready for restrictive environments and
interact with their peers (Alberto et al., 1980; Fink & Sandall, 1978).

In small group instruction, learning among children may be supported with the maximum of results. In
other words, children are expected to learn all the skills being taught to their peers or adults through observation.
Children with autism exhibit deficiencies in certain prerequisite skills (e.g., imitation, discrimination) required for
observational learning. Thus, observational learning develops later when compared to their peers with typical
development. Learning is often achieved with intensive one-on-one training in children with autism. However,
these learning environments may be difficult in general education classrooms with group-based education (Taylor
& DeQuinzio, 2012). Thus, small group instruction is an important instructional approach for children with autism,
which allows in-group instruction for more than one child or peer and leads to learning by observation. Previous
research on small group instruction for children with autism demonstrated that observational learning was achieved
in children with autism (Ledford et al., 2008; Ledford & Wolery, 2013, 2015; Ledford & Wehby, 2015). For this
reason, it is very important to use evidence-based practices when aiming to increase the effectiveness of small
group instruction for observational learning in children with autism. One such practice is for them to be performed
together with response-prompting procedures. Literature contains many studies in which small group instruction
have been used in combination with response-prompting procedures. These can be listed as discrete trial teaching
(Leaf et al., 2017; Taubman et al., 2001), progressive time delay (Lane et al., 2015; Ledford & Wehby, 2015;
Ledford & Wolery, 2013, 2015; Urlacher et al., 2016) and simultaneous prompting (Singleton et al., 1995). In this
study, constant time delay procedure (CTD) was used together with small group instruction. CTD is also effective
in small group instruction, as has been shown in efficiency and effectiveness studies that made use of such
procedure as concept acquisition (Aldemir & Gtirsel, 2014), functional word reading skills (Appelman et al., 2014),
teaching the pronunciation of letters using smart board technology, and the ability to recognize images with
targeted words (Ledford et al., 2008), teaching imitation skills (Valk, 2003) and teaching word reading skills (Alig-
Cybriwsky et al., 1990), improving phonological skills using iPad app (Chai, 2017), teaching environmental text
using smart board technology (Shepley et al., 2016) have all drawn attention. A review of these studies reveals
that there are only limited number of studies that include children with autism (Ledford & Wehby, 2015; Ledford
et al., 2008).

The prevalence of children with autism in the United States was reported as to be one in 44 in 2021
(Centers for Disease Control and Prevention [CDC], 2020). The number of children with autism is increasing every
year. Autism is seen more and more every year, and the possibility of working for students with autism and
educators in schools is increasing. In this regard, in recent years, a significant issue regarding characteristics of
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participants in studies carried out with small group instruction has emerged. This issue is that the participation
groups are often heterogeneous groups formed of children without disabilities, as well as homogeneous groups.
For instance, a study by Urlacher et al. (2016) involved two children with developmental disabilities and four of
their peers without disabilities, while a study by Ledford and Wolery (2015) involved three small groups, in which
a child with developmental disabilities and two of his/her peers without disabilities were included. In another study
by Ledford and Wehby (2015) with four groups, a child with autism and two children without disabilities were
included in each group. Similarly, three children with developmental disabilities and 10 of their peers without
disabilities participated in a study in 2013. In another study by Valk (2003), three children with developmental
disabilities and three of their peers without disabilities were included. All these studies targeted academic (Ledford
& Wehby, 2015; Ledford & Wolery, 2013, 2015; Urlacher et al., 2016) and social skills (Ledford & Wehby, 2015;
Ledford & Wolery, 2013, 2015), and when the study findings were examined, it was seen that all the participants
were seen to acquire the skills targeted for them, although the level of observational learning data varied from
participant to participant. It is recommended that small group instruction in such studies be designed to involve
such heterogeneous groups. As emphasized in these studies, small group instruction with their peers without
disabilities provides an opportunity for children with developmental disabilities to acquire target academic skills,
and to meet with their peers while learning different social behaviors through observation. It was further
emphasized that these instructions may be effective in developing appropriate peer relationships in different
settings (Lane et al., 2007; Ledford & Wolery, 2015). Ledford and Wolery (2015) stated that the number of
observational learning studies that were carried out with small group instruction of preschool-age participants was
limited, and so there is a need for such studies in the future. In this study, children with autism in preschool-age
were paired with their peers without disabilities, in line with those suggestions. It is known that children with
autism experience barriers preventing social communication with the people around them, and that both the
children and their families are negatively affected by this situation. Not only families but also looking at the
situation in general education settings, due to the general characteristics of children with autism (e.g., restrictive
social communication and interaction, inappropriate behaviors, not being aware of others’ feelings) peers without
disabilities tend to stay away from them (Mamas et al., 2021). Furthermore, it is often not possible to provide one-
on-one instruction to children with autism due to the high number of students in general education settings (Farmer
et al.,, 1991; Ledford et al., 2008). Small group instruction may be effective in overcoming the problems
experienced by children with autism in general education settings, and such instruction can prepare children with
autism for education with larger groups, such as in general education settings.

The present study aimed to teach preschool-age children with autism to answer questions on professions
through CTD, when presented in heterogeneous small group instruction. The study also focuses on the observation
of types of social interaction behaviors learned by children with autism from their peers without disabilities during
the teaching of the targeted academic skills. Therefore, the present study sought answers to the following research
questions:

1. IsCTD effective on teaching to answer questions about professions to children with autism in small group
instruction?

2. Will children with autism maintain the target skills after 1st, 2nd and 4th weeks and generalize them
across different settings and materials?

3. What kind of social interaction behaviors can the children with autism learn from their peers without
disabilities in small group instruction?

4. What are parent and teacher opinions on teaching of these skills to children with autism?

5. Will children with autism perform at a same level with their peers without disabilities in terms of target
skills?

Method
Participants

The participants of the study were three preschool-age children with autism and six of their peers without
disabilities. Each small group had one participant with autism and two peers without disabilities. Ethics committee
permission and application permission from the Ministry of National Education dated February 25, 2016,
numbered 88074293/60501/2211984 was obtained. Written and verbal informed consent was obtained from
parents of all individual participants included in the study. Verbal consent was obtained from all participants.
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Preparations were made while identifying participants for the study. Firstly, information was obtained from the
special education teachers and parents of the participants with autism. During the meetings, information about the
target skills in the study, as well as the duration, setting and participants, was given. After receiving positive
responses from the parents and special education teachers, the preschool teachers of the children with autism were
met, and these teachers were informed about the small group instruction. The preschool teachers were also
informed that two classmates without disabilities would be needed for the study as peers for the children with
autism. The researcher informed the preschool teachers about the characteristics that would be desired in the peers
without disabilities (e.g., regular school attendance, no problem behaviors, interacting positively with their peers,
and ensuring that the participant with autism is one of the friends with which they interact and attendance in the
same class at least an hour each day). In addition to children with autism, six peers without disabilities between
60 and 68 months, of which two were female and four were male, participated in the study.

Regarding the participants with autism, two attended a public kindergarten and the other a private
kindergarten. Furthermore, the three participants with autism attended the Developmental Disability Practice Unit
of a university on a part-time basis. In terms of their overall performance, the participants were able to fulfill three
or more verbal instructions, and could construct sentences of five or more words. They could recognize geometric
figures, concepts, and colors, say their names, and take part in activities for between 15 and 20 minutes. They may
have difficulty with social interaction and communication skills (e.g., start and continuation communication with
peers, participating an activity, greeting). More specific details of the participants are as follows. Murat was 54
months old. He was diagnosed with atypical autism at a rate of 40% under the field of Pervasive Developmental
Disorder, based on information given by his school. In Murat’s TV-GARS-2 evaluation, his autism disorder index
was found to be 75. He could recognize and read letters but had difficulties in his toilet and eating skills. Gamze
was 66 months old and was diagnosed with autism in a public hospital report. In her TV-GARS-2 evaluation,
Gamze’s autism disorder index was found to be 55. She had difficulties in participating in games in the classroom
(e.g., clubs tilting, throw a basket, playing house game). Akin was 64 months old and was diagnosed with Pervasive
Developmental Disorder based on information given by his school. In his TV-GARS-2 evaluation, Akin’s autism
disorder index was found to be 55. He had difficulty in his fine motor skills (e.g., snip, holding a pencil,
buttonhole). Demographic data of the participants are presented in Table 1.

Table 1
Descriptions of Participants
Participant Murat Kaan Yagiz Gamze Berk Onur Akin Eda Derin
Small arou Small Small Small Small Small Small Small Small Small
group groupl groupl group 1 group 2 group 2 group 2 group3  group 3 group 3
Age/in month 54 63 63 66 68 66 64 60 60
Diagnosis ASD TD TD ASD D D ASD TD TD

Note: ASD = autism spectrum disorder; TD = typical development.
Implementer

The implementer was the first author who was a Ph.D. Candidate and a research assistant in special
education (the first author; here after referred as “researcher””). She had eight years of experience working with
children with autism. She also had experience in teaching in group and 1:1 instruction format.

Settings

Participants were enrolled in inclusive classes serving 3- to 6-year-old children with and without
disabilities in two public and one private kindergartens (three different schools) that served students from a variety
of socio-economic backgrounds. Sessions for Murat’s group were conducted in his own classroom. Sessions for
Gamze’s and Akin’s group were conducted in a classroom different from their own classroom. During the
intervention, non-participating classmates and preschool teachers were in lunchroom. Generalization sessions were
carried out in a different classroom in kindergartens.

Materials

The materials in the baseline, intermittent and social comparison sessions were nine profession cards of
15x15 cm with the images of target professions (e.g., a picture of a person wearing the uniform of their profession).
The materials used in the observational learning sessions were 12 of the same profession cards which were 15x15
cm with the images of non-target professions (e.g., featuring a picture of a person wearing the uniform of their
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profession). The materials used in the intervention sessions were a total of 27 profession cards including nine
profession cards which were 15x15 cm with the images of target professions (e.g., a picture of a person wearing
the uniform of their profession), nine cards measuring 15x15 cm showing the actions of the nine professions
according to their job description (e.g., a doctor examining a patient), and pictures measuring 15x15 cm showing
the work settings of these nine professions (e.g., hospital, etc.). The materials used in the generalization sessions
were the drawings of the nine professions, prepared and presented in PowerPoint. A video camera was used for
recording all sessions. Moreover, a “Jenga” game was brought to the three different teaching settings that was used
to observe the participants’ social interaction behaviors.

Experimental Design

A multiple probe design with probe trials across subjects replicated across three participants (Gast et al.,
2014) was used to evaluate the effectiveness of CTD when teaching to answer five different questions about
professions to children with autism in small group instruction. The effectiveness of the CTD was built before the
independent variable introduced to the participants their correct response percentage near the baseline probe and
only after the intervention sessions participants reached the criterion.

Dependent Variable
Screening Procedures

After talking with the teacher and the parents of the participants, the researcher held screening sessions
to find out which professions the participants knew. Screening procedures were tested in 1:1 sessions at a desk in
the classrooms of the participants. The researcher used 69 profession cards based on different occupation groups
in order to determine the professions that the children would be taught during the screening sessions. Each
participant was asked questions on all profession cards, and the target profession cards that would be taught were
determined based on participant responses. If the participant answered correctly within 4 s of the question
(unprompted correct), the instructor provided behavior-specific praise. If the participant did not respond during
the delay or provided an incorrect response, the instructor asked the other questions. After five questions about a
profession, researcher waited 5 s before presenting the next trial. The criterion in screening procedures was
determined as 100% incorrect responses to the questioned profession in three consecutive sessions, hence that
profession meets the criterion to be taught.

Dependent Variable

The dependent variable of the research was to answer five different questions about the profession
correctly. For this purpose, the children with autism were asked five different questions (“Who is this?”, “What is
her/his job?”, Where does he/she work?”, “What is his/her job?”, “Who performs the action? (e.g., “Who cleans
streets?”, “Who treats patients?””)” and “Who works where the profession is performed? (e.g., “Who works in the
hospital?”)” related to the professions. In determining the dependent variable, the researcher interviewed the
families, preschool teachers, and special education teachers. Table 2 displays professions included in the
instructional and observational learning sets.

In determining the dependent variable, the researcher also spoke with the parents of the participants with
autism, preschool teachers, and special education teachers, and determined the dependent variable by examining
the acquisitions included in the preschool curriculum (The preschool curriculum includes only the purpose of what
professions do). One of the main reasons of selecting that dependent variable was based on the statement of
Goodwin et al. (2015), that children without disabilities can learn Wh-questions from their routines. They can ask
questions such as “where”, and “what” and can understand connections between subjects and objects. Children
with autism sometimes don’t analyse questions into components and abstracting contextual cues from wh-
questions so that, they start memorizing items in specific formats. Table 3 provides the examples for the target
stimulus and correct response definition based on a single dependent variable.
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Table 2
Instructional and Observational Learning Sets
Participants Instructional sets Observational learning sets
Construction worker
. Cameraman
Ambulance driver Butcher
Murat Security guard Captain
Attorney Cashier
Bookseller
Grocer
Teacher
Garbage man Construction worker
Gamze Doctor Pilot
Traffic police Baker
Captain
Security
Pilot Cashier
Akin Waiter Librarian
Hairdresser Butcher
Bookseller
Table 3
The Example of The Target Stimulus and Definition of Correct Response
Profession Target stimulus Correct response
Who is this? Doctor
What is his/her job? He/she treats patients.
Doctor Where does he/she work? At the hospital
Who treats patients? Doctor
Who works in the hospital? Doctor

Independent Variable

The independent variable in the study was the CTD presented with the small group instruction. CTD was
delivered 0 s delay and 4 s delay. Visual (cards of correct answer) and verbal prompts (verbally saying the correct
answer) were used together in the study. The prompt delay was set as 4 s.

Response Definitions

In CTD there were five types of responses that were (a) unprompted correct, (b) unprompted incorrect,
(c) prompted correct, (d) prompted incorrect and (€) no response. During baseline, intervention, maintenance and
generalization sessions, only unprompted correct responses were considered for the correct response. An
unprompted correct was defined as the participant’s correct response to the questions (e.g., “Who is this?”, “Where
does s/he work?”’) within 4 s before the prompt. An unprompted incorrect was defined as the participant’s incorrect
response to the questions within 4 s. A prompted correct was defined as the participant’s correct response to the
questions within 4 s after instructor’s visual and verbal prompt. A prompted incorrect was defined as the
participant’s incorrect response to the questions within 4 s after instructor’s visual and verbal prompt. No response
was defined as the participant’s saying nothing to the questions within 4 s. Only unprompted correct was calculated
toward criterion.

General Procedures
Training for Children without Disabilities

After the screening procedure, the researcher informed participants without disabilities regarding the
study. A sample study, which demonstrated the process of implementation, was conducted with the participants.
Sample study consisted of two sessions of 30 minutes. One session with 0 s delay and the other session with 4 s
delay. In the 0 s delay sessions, the researcher asked the questions and immediately delivered verbal and visual
prompts. A correct response by the participant was reinforced verbally (e.g., “Great!”). In 4 s sessions correct
responses were reinforced verbally and the incorrect responses delivered verbal and visual prompts.
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Different professions than those selected for the present study were used during the sample study session.
For instance, the researcher provided information about the study to the children without disabilities to answer the
questions about professions. She said "answer the questions after | ask you. If you don't know | will say you the
correct answer. | want you to repeat what | say and when your friend says the answer, don't interrupt his/her
answer”.

Experimental Procedures

Experimental procedures consisted of baseline probe, observational learning, intervention, maintenance,
and generalization sessions. All of the experimental process was carried out by the first author. Information on
each session is described in the following headings.

Baseline Probe Sessions. Baseline probe sessions were carried out at the school of each participant
through 1:1 instruction. At these sessions each of the participants was asked questions about three target
professions. The researcher gave a general attentional cue (e.g., “Look.” or “Ready?”) to the participant in the
baseline probe sessions and reinforced the behavior according to the positive response received from the
participant. The researcher asked each of question about profession and then waited 4 s. The correct answers were
reinforced, and incorrect or no responses were ignored. For “Who is this?”, “Where does s/he work?” and “What
is his/her job?” questions, the researcher held the same profession card close to the participant at eye level. For
“Who performs the action?” and “Who works where the profession is performed?” questions, the researcher held
no profession cards. She only asked these two questions. The participant responses within 4 s were recorded on
the baseline data collection form. Correct responses were recorded as “+” and incorrect responses as “-” on the
data recording form. Baseline probe sessions lasted until stable data for at least three consecutive sessions.

Observational Learning Sessions. Observational learning data were collected through the same process
(same target stimulus, waiting time, response definitions) as in the baseline probe sessions. Children with autism
were evaluated on whether they knew the professions that were targeted for their peers without disabilities, rather
than for themselves. Observational learning data were collected for the target occupations of the two peers with
typical development in each small group of children with autism (three occupations for each peer presented in
Table 2). In these sessions, the target occupations for the peers of the children with autism (five questions were
asked at the baseline) were questioned and the responses of the children were recorded in the data recording form.
Since the answers of the children with autism (correct, incorrect; reaction and no reaction) were not achieved due
to the instruction of the authors, no intervention was provided for correct and incorrect responses or based on the
presence or lack of a response. Observational learning data were collected in the pre- and post-test sessions. The
pre-test observational learning sessions were carried out immediately prior to the intervention sessions, while the
post-test observational learning sessions were performed following the intervention sessions.

Intervention Sessions. Intervention sessions were carried out in a small group instruction for two sessions
per day and five days a week. These sessions lasted for approximately 25 minutes. During these sessions, the
researcher and three participants sat face-to-face, and the researcher asked questions about the professions (three
professions per participant) in the instructional set to each participant randomly. The researcher conducted the
intervention sessions using CTD with waiting times of 0 and 4 s. The 0 s sessions were performed only in the first
sessions of intervention sessions.

During the 0 s delay sessions, the researcher gave a general attentional cue (“it’s time to start!”) “saying
the child’s name” to the participants. Then, she asked the questions about the professions in turn. While asking the
first three questions, holding the visual card of the target profession (e.g., featuring the person wearing the uniform
of their job) in such a way that all of the participants could see it, and asked. An example of questions and
participant responses is as follows. For “Who is this?” question, the researcher immediately delivered verbal
(saying the name of the asked profession) and visual prompts (showing the profession card [e.g., garbage man,
doctor, etc.]) to the participant (0-s delay session). If the participant emitted the correct response within 4 s, the
researcher reinforced verbally (e.g., “Super!”, “You’re wonderful!”). In case of no answer (no response) or an
incorrect response (prompted incorrect), the researcher asked the next question. While asking the first three
questions, as with the questions the verbal and visual cues changed. For example for “Where does s/he work?”
question, verbal and visual prompts were; saying the name of the work place of target profession and showing the
work place of the target profession (e.g., school, hospital, etc.). Fourth (“Who performs the action?”) and fifth
(“Who works where the profession is performed?””) questions the researcher asked questions with no visual card.
The researcher asked “Who performs the action?”” and immediately delivered verbal (saying the target profession’s
name [e.g., “Doctor!”, “Garbage man!”, etc.]) and visual prompts (e.g., garbage man, doctor, etc.) to the participant
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(0 s. delay session). If the participant emitted the correct response, the researcher reinforced verbally (e.g.,
“Super!”, “You’re wonderful!”). If the participant did not answer (no response) or exhibited an incorrect response,
the researcher asked the last question that was carried out in the same way.

The 0 s sessions continued in this way until all of the question patterns had been asked. In cases where
the participant did not wait for the direction to be completed while each question was being asked, the implementer
verbally reminded them to wait by saying “Wait” and repeated the skill instruction. At every step, which the
participant repeated verbally, was reinforced with a comment such as “Super”, “Great” or “Bravo!”. Intervention
sessions with waiting intervals of 4 s were carried out in the same manner as the 0 s trials, with only a 4 s wait
between the skill instruction and the controlling prompt, with the profession cards used as verbal and visual
prompts.

After the intervention sessions were completed, a game of Jenga was played at each school as a reinforcer.
This activity was planned by the researchers to create an opportunity for social interaction, particularly between
children with autism and their peers without disabilities. The designated game (Jenga) is a game that the
participants are familiar with and enjoy. The game is played in its natural progress. During the game, the researcher
reminded the participants whose turn it was and provided prompts when necessary. The researcher also reinforced
the appropriate behavior of the participants. For this purpose, the social interaction behaviors of participants while
playing this game were recorded by video camera.

Generalization and Maintenance Sessions. Generalization sessions were conducted across settings and
materials through 1:1 instruction. In the generalization across settings, the researcher and participant were in a
different classroom (different storey, size, existing materials, characteristic of class) and generalization across
materials sessions the researcher presented target stimuli by drawings (Colored cartoon images in 4:3 animation
format. Images are obtained from a copyright free web site) of the nine professions (three professions for each
participant), prepared and presented in PowerPoint. Generalization sessions were performed both pre- and post-
test, and were conducted in the same way as in the baseline probe sessions. Pre-test generalization session occurred
before intervention sessions. Post-test generalization sessions were conducted after intervention sessions.
Maintenance sessions were collected one, two and four weeks after the intervention was completed. Generalization
and maintenance sessions were conducted the same as in the baseline probe sessions. But in these sessions, the
participants were praised at the end of the session.

Procedural Fidelity (PF) and Interobserver Agreement (IOA) Data. The study included two kinds of
reliability data, related to the PF and IOA data. A reliability analysis was conducted by collecting inter-rater
reliability data for the PF and 10A data. The reliability data was collected in objectively assigned sessions in at
least 30% of all sessions by two observers who were post-graduate students in special education. All of the video
records of the study were given to the observers. The observers watched at least 30% videos. They recorded their
data on the interobserver reliability and procedural fidelity form. Procedural fidelity data for the intervention
sessions were collected on the basis of the following behaviors: (a) preparing the materials, (b) securing the child’s
attention, (c) giving the task direction, (d) waiting for the participant’s response, (e) presenting the controlling cue,
(f) reinforcing the participant. During baseline, maintenance and generalization sessions the correct
implementation of the following behaviors was assessed for each session: (a) preparing the materials, (b) securing
the child’s attention, (c) giving the task direction, (d) waiting for the participant’s response (€) reinforcing the
participant. The PF and 10A co-efficient were determined as 100%.

Social Validity

In this study, social validity data were collected in two ways: Social comparison and subjective evaluation.
Social validity data were provided from a comparison of the performance levels of children with autism and their
peers without disabilities (not participating in research), for which social validity questionnaires were prepared for
the parents and teachers as part of a subjective evaluation. The social validity form comprised 11 questions in total,
including eight closed-ended questions (yes-no response) and three open-ended questions. The social validity
question form prepared for the teachers consisted of 10 questions in total, including six closed-ended questions
(yes-no response) and four open-ended questions. Prior to the collection of social validity data from the parents
and teachers, videos on the baseline, intervention, monitoring and generalization sessions were given to them.
These videos were transferred into CDs and the interview forms were given to the parents and teachers by the
researcher. After parents and teachers filled in the form the researcher took forms from them. Social validity data
were analyzed descriptively.
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Results

The findings on the efficiency of the CTD on teaching to answer the questions about the professions in
small group instruction are shown in Figure 1.

Figure 1

Correct Response Percentages Regarding the Baseline, Intervention and Maintenance for Murat, Gamze, and
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Regarding the correct response percentages of Murat in the baseline probe sessions, the range of correct
responding during the baseline probe sessions was 2% (range: 0%-6%). The intervention sessions, lasted for eight
sessions. When the averages of Murat’s sessions were considered, his correct responding was 77% (range: 33%-
100%) in eight sessions. When the maintenance sessions are considered, Murat is observed to maintain the
acquired skill with 100% accuracy one, two and four weeks after the intervention. Gamze, in baseline probe
sessions was measured 2.5% correct response (range: 0%-6%). Gamze’s intervention sessions lasted for 10
sessions. Gamze learned her target professions averaging 64% (range: 33%-100%) correct responding.
Maintenance sessions were performed one, two and four weeks after the intervention. Gamze performed 100%
correct responding across three maintenance sessions. In Akin’s baseline probe sessions, the range of correct
responding during the baseline probe sessions were 3% (range: 0%-6%). Akin learned target professions with a
mean of 79% (range: 33%-100%) correct responding. Maintenance sessions were performed one, two and four
weeks after the intervention and 100% accuracy was observed across these sessions.

Generalization Findings

Murat, Gamze and Akin exhibited 0% correct responses during the pre-test session prior to teaching. All
three participants were observed to respond at 100% in the post-test session at the end of the intervention.
Therefore, the participants generalized the skills they learned to different environments and tools.

Observational Learning of Social Interaction Behaviors

An analysis of the observational learning data of Murat, Gamze, and Akin during the intervention
performed in the small group instruction, as well as after the intervention and during Jenga in terms of social
interaction, reveals that each participant acquired different social skills through different interactions.

Small Group 1: In the sessions prior to intervention, Murat said, “Yes” in a low voice when asked, “Shall
we start studying? Are you ready?”, while his peers answered these questions with the comment, “I was born
ready!” during the second intervention session. After observing his peers’ answers, Murat also answered, “I was
born ready!” to the questions. In the sessions prior to the teaching, he remained unresponsive, or simply said
“Thank you.” in response to the phrase “Thank you for studying with me.” from the researcher. However, after
hearing his peers’ reply of “You’re welcome.”, he also said “You’re welcome.” He asked, “Could you please give
me the dice?” to his peers, as he understood that the rule of the game was the more dice you have, the more right
you will have to play the game. He responded by saying “Thank you.” after receiving positive responses from
them.

Small Group 2: In the sessions prior to the intervention, Gamze said loudly “Yes.” in response to the
questions “Shall we start studying?”” and “Are you ready?”” However, her peers answered these questions by saying
“I’m ready.” and “Yes.” in a normal tone of voice during the teaching. After observing the answers of her peers,
she started to answer the questions with a similar tone. In addition, when asking for dice from her peers, she said,
“Could you please give me the dice, my friend?”, but started to address her peers using their names in later games
after she witnessed her peers asked for the dice using her name (i.e., “Gamze, could you please give me the dice?”).
In this way, it was observed that she used a concept.

Small Group 3: While Akin answered questions quietly in the sessions prior to intervention, he was
observed to answer questions at the same volume as his peers after the teaching. In addition, in response to the
questions “Shall we start studying?” and “Are you ready?” before the teaching, he emitted “Evet. (En. ‘Yes.”)”,
but after hearing his peers answering this question by saying “Yes!” in the teaching, he also answered by saying
“Yes!” until the follow-up sessions. Due to Akin’s limited school hours, his group could not play a regular game
of Jenga, and for this reason, his interactions during the game could not be observed.

Social Validity Findings

Social comparison results: Data from social comparison sessions were collected from the three peers
without disabilities and paired for three participants with autism. In these sessions, the researcher asked about the
target skills of the three participants with autism to their three peers without disabilities (Deniz, Beril, and Asya).
For social comparison, Murat and Deniz, Asya and Gamze, Beril and Akin were paired together. Three peers
without disabilities (Deniz, Beril, and Asya) gave 100% correct response and at the end of the study participants
with autism performed target professions with 100% correct response.

Subjective evaluation results: When the social validity question forms that were collected in the study
were examined, it could be seen that four mothers and one father were satisfied with the study, stating that they
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thought the study had helped their children and that the skills taught were important for them. Furthermore, nine
preschool teachers gave positive answers in to the close-ended questions with regard to the intervention, saying

the study had been effective, that the selected skills were important and that ethical principles had been complied
with during the study.

Observational Learning Findings

Observational learning data were collected pre- post-test sessions. The observational learning results of
Murat, Gamze and Akin are shown in Figures 2, 3 and 4. When the obtained data are considered, participants had

different levels of observational learning. Each participant’s observational learning data are seen following
procedure.

Small Group 1: Figure 2 shows that Murat’s correct response percentages in observational learning pre-
test sessions for the professions of construction worker, cameraman and butcher, which were target skills of Yagiz,
were 40%, 0% and 20% respectively. The correct response percentage in observational learning post-test sessions
regarding these skills was 100% for three profession skills. Murat’s correct response percentages in observational
learning pre-test sessions for the professions of captain, cashier and book seller, which were target skills of Kivang,
were 0%, 0% and 40% respectively. The correct response percentage in observational learning post-test sessions
regarding these skills was 80%, 80% and 100% respectively.

Figure 2
Murat’s Observational Learning Pre-Test and Post-Test Data
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Small Group 2: Figure 3 shows that Gamze’s correct response percentage in observational learning pre-
test sessions for the professions of grocer, teacher and construction worker, which were target skills of Onur, was
0% for these three professions. Her correct response percentages in observational learning post-test sessions
regarding these professions were 80%, 80% and 60% respectively. Gamze’s correct response percentages in
observational learning pre-test sessions for the professions of pilot, captain and baker, which were target skills of
Berk, were 0% for these three professions. Her correct response percentages in observational learning post-test
sessions regarding these professions were 40%, 60% and 100% respectively.
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Figure 3
Gamze’s Observational Learning Pre-Test and Post-Test Data
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Small Group 3: Figure 4 shows that Akin’s correct response percentages in the observational learning
pre-test session for the professions of security, cashier and librarian, which were target skills of Eda, were 0% for
these three professions. His correct response percentages in observational learning post-test sessions regarding
these professions were 40%, 60% and 80% respectively. Akin’s correct response percentages in observational
learning pre-test sessions for the professions of butcher, cameraman and book seller, which were target skills of
Derin, were 40%, 0% and 40% respectively. His correct response percentage in observational learning post-test
sessions regarding these professions was 100% for all three professions.

Figure 4
Alan’s Observational Learning Pre-Test and Post-Test Data
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Discussion

The CTD would seem to be effective on teaching to answer questions about professions to the participants
with autism in small group instruction. These findings are consistent with those in previous studies (Aldemir &
Giirsel 2014; Alig-Cybriwsky et al., 1990; Appelman et al., 2014; Campbell & Mechling 2009; Lane et al., 2015;
Ledford et al., 2008). An analysis of previous literature reveals a number of studies in which the small group
instruction was used with different procedures (i.e. progressive time delay, discrete-trial instruction, simultaneous
prompting, and video modeling) involving children in different disability groups. However, no studies were
identified that involved a heterogeneous group (children with autism and children without disabilities) instruction
and the CTD. In this sense, this study contributes to the body of literature on studies carried out both with a small
group instruction and those applying the CTD, thus advancing the findings in literature. The participants with
autism were able to generalize the acquired target skills across different settings and materials. The findings
obtained from the study's generalization data are consistent with the generalization data of other studies conducted
with small group instruction (Aldemir & Giirsel 2014; Alig-Cybriwsky et al., 1990; Appelman et al., 2014; Au et
al., 2016; Lane et al., 2015; Ledford et al., 2008; Ledford & Wehby, 2015; Ledford & Wolery, 2013, 2015;
Noltemeyer et al., 2013; Tincani & Croizer, 2007; Urlacher et al., 2016). Observational learning data reveals that
the participants acquired several skills that were targeted for their peers rather than for them. The low performance
level of participants in observational learning pre-test sessions was observed to increase in the post-test sessions.
In other words, both the number of skills learned through observational learning and the correct response
percentage increased. Based on the data, by getting them involved in a small group instruction, children with
developmental disabilities may acquire some of the social behaviors (e.g., say to thank you, give classmates a
hand, attend group plays, turn taking) learned from their peers, and may generalize these behaviors in new and
different context as their classmates. The research is consistent with literature in terms of showing that social
behaviors as well as academic skills can be taught in a small group instruction (Ledford & Wolery, 2013, 2015).
This finding demonstrated that small group instruction is not limited to academic skills, and social interaction
behavior could be learned by observation among the group members. Thus, small group instruction could be an
alternative to the instruction of social skills to children with autism or to ensure the transfer, maintenance, and
generalization of a learned social skill in indigenous settings.

The social validity data through subjective evaluation confirms the validity of the study from a social
perspective. For instance, Onur’s mother said, “I have noticed that my son had a lot to learn from different children.
I believe this effort provided my son different perspectives.” Gamze’s mother, on the other hand, stated that “The
videos showed me that she listened and waited when her friends were asked questions.” While Gamze’s teacher
indicated that “she did not only achieve academic learning. I also observed a positive change in her behaviors,”
Murat’s teacher emphasized “I, once more, realized that children who require special education, especially those
in further phases, should be in the same setting and in interaction with their peers.” Akin’s teacher, on the other
hand, said “They obtained detailed information on professions. They experienced permanent learning through
different questions on the subjects they learnt superficially before.” When the social validity findings garnered
through social comparison are considered, the results are seen to be positive.

This study began with observational learning data gathered from each of the participants, with varying
accuracy. The differences in the observational learning data was thought to be due to the individual differences of
the participants with autism, the different profession sets targeted for their peers and the physical characteristics
of the setting. For example, there are a number of limitations of the study that can be attributed to the settings,
including the changes in intervention settings for each participant. For example, while Murat's intervention setting
was not changed, Akin and Gamze's intervention settings were changed. The duration of Akin's intervention
sessions were longer than the other participants as a result of all of these factors. Another point that should be
discussed is that practice times could not be standardized, in that the hours determined by each school for the study
and the activities made according to the school schedule were different from each other. For example, for Akin,
the intervention time that should have started before noon actually took place in the afternoon, while Gamze’s
planned intervention sessions were pushed to a later hour due to changes in meal times. Unlike the other two
participants, only one day was changed in Murat’s intervention hours. All these changes are thought to have
influenced the performances of the participants. Another limitation related to the peers without disabilities was
that some were unable to participate in the study for various reasons, including health issues or being out of town,
among other special circumstances. This situation is thought to have delayed the intervention and to have prevented
the intervention sessions from being performed within the planned period.
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Despite the limitations, this study can be said to contribute to literature in many aspects. Firstly, it is a
rare study involving a heterogeneous small group instruction including both children with autism and their peers
without disabilities. Another point to be mentioned is that the study provided opportunity to children with autism
and children without disabilities to conduct the social interaction besides the academic skills they acquired.
Children with autism had the opportunity to learn many social skills that were not in their repertoire via observing
their peers during the study. In conclusion, we believe that this study will provide contribution to the literature and
to the education program prepared for the children in the pre-school period since the study provides extended
information on each presented profession and information provided has been supported with relational responses.
In the light of these findings, recommendations for future studies can be summarized as follows: This study could
be planned with different skills (e.g., self-care, daily life), different methods, researchers and participants with
various disabilities (e.g., mental retardation, learning disability, physical disability). The study was carried out
using the heterogeneous group instruction, while similar studies may be planned that make use of the homogeneous
group instruction. The same study may also be planned with different activities, such as games, role-play scripts,
etc. In this study, individual criteria were used in the small group instruction, while different studies could make
evaluations based on group criteria rather than individual criteria. Consequently, the present study indicated that
social interaction behavior of the participants emerged spontaneously. Future studies could focus on practices that
emphasize different social interaction behaviors (e.g., demanding, acknowledging, reinforcing the peer, etc.) along
with academic skills.
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