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From the editors,
Volume 7, Issue 2, December 2015
Dear INT-JECSE readers and contributors,

We are excited to be with you with second issue of the seventh volume of the
INT-JECSE as we are starting our eighth year with growing contributions of
many experts from the field of early childhood intervention/early

childhood special education worldwide. We would like to extend our
appreciations to all who contributes by submitting or reviewing manuscripts or
have been readers of the INT-JECSE. In our second issue of the seventh volume,
you will find nine articles on various topics of young children with special needs
and their families or professionals.

The first article was written by Ayse Tuba Ceyhun, Selda Ozdemir, Gokhan
Toret and Ufuk Ozkubat entitled as “A Comparison of Parents-Child
Interactions of Children with Autism Spectrum Disorders and with their Parents
and Typically Developing Children and their Parents”. The results of the study
showed that while parents of children with ASD displayed a lower level of
emotional expressiveness and responsive interactional behaviors towards their
children, there was no significant difference between parents of children with
ASD and typically developing children with regard to achievement oriented
behaviors. Findings of the study were discussed in relation to the literature on
parent-child interactions of typically developing Turkish children and children
with ASD and suggestions for further research were provided.

Cem Aslan, Selda Ozdemir, Pinar Demiryurek and Hale Cotuk are the authors of
the second article entitled as “Examining Play Diversity and Play Complexity of
Typically Developing Children and Children with Visual Impairments”. The
study compared the play diversity and complexity of typically developing
children, children with low vision and children with severe visual impairments
aged between 3 and 6 years. According to results, while the play diversity of
typically developing children, children with severe visual impairments and
children with low vision significantly differentiated in the same and different
play categories, results did not indicate any significant difference in non-play
category. In addition, findings suggested that the play complexity levels of
typically developing children, children with low vision and children with severe
visual impairments were differentiated significantly in the symbolic and non-
functional play behavior categories. However, the difference was not significant
in the functional play category.
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With the title of “Inclusion as an Approach and Process for Promoting
Acceptance and Success: Comparative Perspectives between the United States
and China”, authors in the third article,, Chun Zhang & Biying Hu examine the
histories of Special Education in the United States and China, the progress they
have made, the directions they are going, lessons they can learn from each other,
and how these two societies can transform themselves to be more accepting,
supportive, and inclusive because of the education and support provided to
individuals with disabilities.

Janet Siew Poh Law and Noel Kok Hwee Chia, in the fourth article were carried
out their study entitled as “Exploring Efficacy of a Community-Based Reading
Programme for At-Risk Children”. The study aimed at reporting an exploratory
evaluation of a community-based reading programme kids READ.

The fifth article was written by Lundqvist Johanna, Allodi Westling Mara and
Siljehag Evaand entitled as “Special Educational Needs and Support Provisions
in Swedish Preschools: A Multiple-Case Study”. As a multiple-case stud, the
purpose was to investigate the abilities and needs of children in some
comprehensive and specialised preschools adopting some form of inclusive
education, and to describe the provided support that was designed to enhance
children’s participation and learning.

Ceyda Turhan and Sezgin Vuran are the authors of the sixth article entitled as
“The Effectiveness And Efficiency Of Social Stories And Video Modelling On
Teaching Social Skills To Children With Autism Spectrum Disorder”. The study
compared the effectiveness of computer based social stories and video modeling
while teaching social skills to children with autism spectrum disorder. The
results of the study indicated that video modeling was more effective to increase
playing skills indepedently than social stories. Three, five and seven weeks after
intervention maintanence probes were conducted and the maintanence results
indicated that the skill was going on.

With the title of “The Use of Video Modeling with The Picture Exchange
Communication System to Increase Independent Communicative Initiations in
Preschoolers with Autism”, in the seventh article, the authors, Serhat Odluyurt,
Hatice Deniz Degirmenci, Iclal Adalioglu and Alper Kapan determined the
effectiveness of the use of video modeling (VM) alone and VM procedure with
the picture exchange communication system (PECS) procedures. The authors
compared these two procedures in order to increase independent communicative
initiations in preschool-age students.

Jerry Aldridge, Jennifer L. Kilgo and A.K. Bruton in the eighth article entitled as
“Transforming Transdisciplinary Early Intervention and Early Childhood



International Journal of Early Childhood Special Education (INT-JECSE)

Volume 7, Issue 2, December 2015

Special Education through Intercultural Education” defined intercultural
education as it relates to working with families of young children in early
intervention/early childhood special education. Issues concerning intercultural
education with young children and their families also are considered.
Suggestions are proposed for how intercultural education can transform and
enhance current practices, within a transdisciplinary framework.

The ninth article written by Meram Misir Horasan and Binyamin Birkan

and entitled as “The Effects of Incidental Teaching on Teaching Children with
Autism Spectrum Disorders to Demand Their Lost Objects Verbally” was on
determination the effect of incidental teaching on teaching three children with
autism spectrum disorders to demand verbally their lost objects. The analysis of
data gathered through interviews were made through descriptive analysis
technique and the findings were analyzed paying attention to the literature and
other studies. The result of the study shows that incidental teaching method was
effective on teaching verbal demanding skills to children with autism spectrum
disorders for finding their lost objects.

Looking forward to being with you in June 2016 issue...

Avsar Ardic, Ph.D. Associate Editor
Mehmet Yanardag, Ph.D. Associate Editor
Murat Dogan, Ph.D. Associate Editor
Veysel Aksoy, Ph.D. Associate Editor

Ibrahim H. Diken, Ph.D. INT-JECSE Editor-In-Chief, INT-JECSE
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Otizm Spektrum Bozuklugu
Olan Cocuk ve
Ebeveynlerinin,

Ayse Tuba Ceyhun Eb eveyn-c OC“k
el Ordemi Etkilesimlerinin Normal
Gokhan Téret >

Ufuk Ozkubat * Gellslm GOSteren Cocuk Ve

Ebeveynleri ile
Karsilastirilmasi

Oz

Bu arastirmada, normal gelisim gésteren (NG) ¢ocuklar (n=30) ve otizm spektrum bozuklugu olan (OSB) ¢ocuklar
(n=30) ile ebeveynlerinin etkilesimsel davramglarimin incelenmesi amaglanmistir. Caliyma grubunda yer alan
ebeveynlerin ¢ocuklart ile etkilegimlerinin goriinti kayitlart alinmis, kaydedilen gériintii kayitlart Ebeveyn
Davramsini Degerlendirme Olgegi-Tiirkce Versiyonu (EDDO-TV, Diken, 2009) ve Cocuk Davranisini Degerlendirme
Olgegi-Tiirk¢e Versiyonu (CDDO-TV; Diken, 2009) uygulanarak analiz edilmistir. Elde edilen bulgular is13inda, OSB
olan ¢ocuk ebeveynlerinin ¢ocuklarina yonelik etkilesimlerinde NG ¢ocuklarin ebeveynlerine oranla daha diigiik
diizeyde duygusal ifade edici ve yanitlayici etkilesim davranislar: sergiledikleri belirlenirken, yonlendirici ve basart
odakl etkilesim davramislarinda NG ¢ocuk ebeveynleri ile OSB olan ¢ocuk ebeveynleri arasinda farkliliga
rastlamilmamigtir. Bununla birlikte OSB olan ¢ocuklarin ebeveynleri ile olan etkilegsimlerinde, NG ¢ocuklara oranla
daha diisiik diizeyde dikkat ve baslatma etkilesim davranislarina sahip olduklari bulgular: elde edilmistir. Arastirma
bulgular, erken ¢ocukluk doneminde OSB olan ¢ocuklar ve NG Tiirk ¢ocuklar: ile ebeveynlerinin etkilesimsel
davramslart baglaminda ilgili arastirmalar ger¢evesinde tartisilmig ve ileri arastirmalara yénelik onerilere yer
verilmigtir.

Anahtar Kelimeler: Ebeveyn-gocuk etkilesimi, otizm spektrum bozuklugu, erken ¢ocuklukta dzel egitim.

! Yrd.Dog.Dr., Biruni Universitesi, Egitim Fakiiltesi, Zihinsel Engelliler Ogretmenligi Anabilim Dali, TURKIYE.
e-posta: aceyhun@biruni.edu.tr
Dog¢.Dr., Gazi Universitesi, Egitim Fakiiltesi, Ozel Egitim Boliimii, Ankara, Tiirkiye
e-posta: seldaozdemir@gazi.edu.tr
3 Aras. Gor., Gazi Universitesi, Egitim Fakiiltesi, Ozel Egitim Boliimii, Ankara, Tiirkiye
e-posta: gokhantoret@gazi.edu.tr
Aras. Gor., Gazi Universitesi, Egitim Fakiiltesi, Ozel Egitim Boliimii, Ankara, Tiirkiye
e-posta: ozkubat@gmail.com
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Giris

Sosyal etkilesim becerilerinde goriilen bozulmalar Kanner’a goére (1943) otizmin
belirleyici bir 6zelligi hatta otizmi en iyi tanimlayict bulgu olarak kabul edilmektedir
(Volkmar ve Wiesner, 2004). Otizm spektrum bozuklugu (OSB) olan ¢ocuklar, simirl
g0z kontag sergileme, iletisimde jest ve mimikleri kullanmada sinirhilik, ilgilerini ve
duygularint diger insanlarla paylagma istegi yoksunlugu gibi sosyal etkilesim
problemleri sergilemektedirler (Kamps ve ark.,, 2002). OSB’li bireylerin sosyal
davraniglarinda ki bu smrhliklar, alanyazinda yapilan pek c¢ok arastirmada ortaya
konulmustur (Meirsschauts, Roeyers ve Warreyn, 2011). OSB’li bireylerde en temel
yetersizliklerin gozlendigi sosyal gelisim yetersizlikleri (Koegel ve Koegel, 2005),
genellikle OSB’li ¢ocuklarla ebeveynleri arasindaki giinliik etkilesim kaliplarinda ve
insan iliskilerinde (ebeveynler, kardesler, akranlar, yetiskinler) gézlemlenerek, bir¢cok
farkli ortamda (6rnegin ev, okul, toplumsal yasam) ortaya ¢ikabilmektedir (Reichow ve
Sabornie, 2009). OSB’nu ¢ogunlukla sosyal iletisim bozuklugu olarak algilayan (Tdret,
Ozdemir, Giirel-Selimoglu ve Ozkubat, 2014b), OSB’li ¢ocuga sahip olan ebeveynler,
giinliik yasamda cocuklarinin ve kendilerinin yagsam kalitelerinin olduk¢a sinirli oldugu
bildirmektedirler (Ozkubat, Ozdemir, Giirel-Selimoglu, 2014).

Ebeveynler, ¢ocuklarinin gelisimini takip etmede ve onlar1 desteklemede profesyonellere
ve diger yetiskinlere oranla daha fazla etkiye sahiptir (Mahoney ve Perales, 2007).
Ayrica sosyal etkilesimde daha ¢ok girisim firsatina sahip olmalar1 yoniiyle ebeveynler,
normal gelisim gdsteren ¢ocuklar gibi OSB’li ¢cocuklarin yasaminda da énemli bir role
sahiptir (ElI-Ghoroury ve Romanczyk, 1999). OSB’li ¢ocuklarin sinirli diizeyde sosyal
becerilere sahip olmasi giinliik etkilesim igerisindeki ebeveyn-cocuk iliskisinin degerini
artirmaktadir (Meirsschaut, Roeyers ve Warreyn, 2011). Bununla birlikte tiim
yetersizlikler icerisinde ebeveyn-cocuk etkilesiminden en ¢ok etkilenen yetersizligin
OSB oldugu, alan yazinda yaygin kabul gérmiistiir. Nitekim OSB tanisi olan bebeklerin
iletisim davraniglarinda, birincil bakim veren kisiler ile oyun baglaminda sosyal
etkilesimlerinde gosterdikleri smirliliklarla normal gelisim gdsteren bebeklerle
aralarinda keskin farkliliklar olustugu bildirilmistir (Grossman, Carter ve Volkmar,
1997). OSB’li c¢ocuklarin, ebeveylerinin etkilesimsel davranislarini ve ilgilerini
izlemesini ifade eden yanitlayici etkilesim stili ile iliskili olarak, normal gelisim gosteren
cocuklara oranla daha az diizeyde yanitlayic1 etkilesimsel davraniglar sergilemesi,
OSB’nin dogasi ile agiklanmaktadir (Doussard-Roosevelt, Joe, Bazhenova ve Porges,
2003). Bilindigi gibi OSB’li ¢ocuklar, tipik gelisim gosteren ¢ocuklardan farkli olarak
cevrelerine kars1 ilgisiz goriiniirler, sosyal giilimseme, insan yiizli ya da kucaklanmaya
kars1 istek gostermeyip, ilgilerini ¢evrelerindeki kisiler ile kendiliklerinden paylasmada
ve duygusal karsilik vermede dnemli sinirliliklar sergilemektedirler. Bu anlamda OSB’li
cocuklarin sosyal davranislari sosyal ortamlarda uygunsuz ve olagandis1 olmaya devam
eder (Tanguay, 2000; Volkmar ve ark., 2002). Norton ve Drew (1994), OSB’li
cocuklarin, diger cocuklardan farkli olarak ebeveynleriyle iletisime ge¢mede,
konugsmada, g6z kontagr kurmada smurliliklar sergilediklerini ve rutinlerinin
bozulmasina asir1 tepki gosterdiklerine dikkat ¢ekmis ve bu nedenlerden dolay1
ebeveynlerin OSB’li ¢ocuklarina uyum saglamalarinin ve bu durumla bas etmelerinin
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diger engel gruplarina gore daha gili¢ oldugunu belirtmislerdir. Bunun yani sira, son
yillarda OSB’li ¢ocuga sahip olan ebeveynlerin ¢ocuklarinin sahip oldugu sosyal iletisim
becerileri ile ilgili goriislerinin incelendigi arastirmalarda, ebeveynlerin ¢ocuklar ile
olan oyun etkilesimlerinin siiresinin kisa ve kendileri ile olan oyun etkilesimlerinin
niteliginin ise diisiik diizeyde oldugunu diisiindiikleri belirlenmistir (Téret, Ozdemir,
Giirel-Selimoglu, Ozkubat, 2014a).

OSB’li ¢ocuklarin, sinirl diizeyde sosyal etkilesim ve iletisim becerileri sergilemeleri,
ebeveyn ile ¢ocuk arasindaki etkilesimin dogast ile iligkili olarak oOzellikle erken
cocukluk doneminde en fazla etkilesime girdikleri birincil bakim veren kisiler olan
ebeveynlerin etkilesimsel davranislarini da etkilemektedir (Diken, 2009). Wan ve
arkadaslar1 (2011) yiiksek diizeyde OSB riski tastyan ¢ocuklarin ebeveynlerinin, diisiik
diizeyde OSB riski tastyan c¢ocuklarin ebeveynlerine gore ¢ocuklari ile olan
etkilesimlerinde, diisiik dilizeyde yanitlayici etkilesim davraniglart sergiledikleri
bulgusuna ulagsmiglardir. Bu baglamda OSB’li ¢cocuga sahip ebeveynlerin ¢ocuklarinin
etkilesim stiline uyum saglama egiliminde oldugu diisiiniilmektedir (Meirrsschaut ve
ark., 2011; Spiker, Boyce ve Boyce, 2002). OSB’li ¢cocuklarin sosyal davranislarini ve
ebeveynlerinin etkilesimlerini inceleyen arastirmacilar (Dawson, Hill, Spencer, Galpert
ve Watson, 1990) OSB’li ¢ocuklarin duygusal davraniglarinin ebeveyn davranislar
iizerinde olumsuz etkileri oldugunu ve OSB’li ¢ocuklarin sinirli davranis repertuarinin
ebeveyn-cocuk etkilesimi iizerinde belirgin diizeyde etkiledigini ileri slirmiislerdir. Bu
yoniiyle dengeli bir etkilesimi gelistirmek ve siirdiirmek OSB’li cocuga sahip ebeveynler
icin oldukca zor goriinmektedir (Spiker ve ark, 2002).

Anne-¢ocuk etkilesimi, anne ile ¢cocuk arasinda gecen, karsidakinin dikkatini ¢ekmek
amactyla sunulan goézlenebilir etkilesim baglatmalarini ve bu baglatmalara verilen
gozlenebilir yanitlar1 igcermektedir. Anne-cocuk iligkisi bu etkilesimler yoluyla
gelismekte ve degisimlere ugramaktadir (Pridham, Lutz, Anderson, Riesch ve Becker,
2007). Bununla birlikte 6zel gereksinimli ¢ocugun 6zelliklerinin annede hayal kirikligi
yaratabilecegi ve zamanla annenin de c¢ocuguna yonelik tepkilerinde azalma
gozlenebilecegi ifade edilmektedir (Howe, 2006). Bu baglamda ebeveyn-¢ocuk
etkilesiminde karsilikli etkilerin oldugu sdylenebilir. Nitelikli etkilesim diizeyinin
artirllmasi ile anne ve ¢ocuk arasindaki iligkinin doyumlu hale gelebilecegi, bunun da
iliskinin siirdiiriilmesinde 6nemli bir etken oldugu kabul edilmektedir (Brown, Gorton ve
Wolery, 1988).

OSB’li ¢ocuk ve anne etkilesiminin kaynagi alan yazinda uzun yillar tartigilan bir konu
olmustur. S6z konusu tartigmalar Kanner (1943)’in erken c¢ocuklukta otizmi ilk
tanimladig1 donemlerde; anne-¢ocuk etkilesimini tek yonlii bir sosyallesme modeli ile
aciklamasina dayanmaktadir ve bu goriis annenin ¢ocugunun davraniglari lizerindeki
yogun etkisine vurgu yapmaktadir. Bu goriise karsilik diger teorisyenler (Ornegin,
Ainsworth, Blehar, Waters ve Wall, 1978; Bell, 1968; Bowlby, 1969;1982) ¢ocugun
gelisiminde aktif rolii olan anne ¢ocuk etkilesiminin ¢ift yonlii diger bir deyisle karsilikli
oldugunu ileri stirmiislerdir (Doussard-Roosevelt ve ark., 2003). Etkilesimde karsilikli
etki baglaminda anne davranislarinin ¢ocugun davranislarindan etkilenebilecegi ve
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annenin sinirh etkilesim davranislart sergileyebilecegi 6n goriilebilir. Buna karsilik en
erken donemden itibaren yogun olarak yanitlayict etkilesime maruz birakmanin
cocugun, sosyal etkilesim becerilerinin gelisiminde 6nemli oldugu ifade edilmektedir
(Mahoney ve Perales, 2003). Ayn1 zamanda ebeveynlerin yiiksek diizeyde yanitlayici
etkilesime girmelerinin, ¢ocuklarin da dikkat, sebat, ilgi, girisim, isbirligi gibi yliksek
diizeyli etkilesim davraniglar1 géstermelerini tesvik ettigi ortaya konulmustur (Mahoney
ve Perales, 2003; 2005; 2008).

Normal gelisim gosteren ¢ocuklar gibi yasamlarmin ilk yillarin1 ¢ogunlukla ev
ortaminda gecgiren 6zel gereksinimli ¢ocuklar, anne-cocuk etkilesimi aragtirmalarinda
siklikla yer alan bir grup olmus ve bu grubun anne-cocuk etkilesiminin desteklenmesi
geregi cok sayida arastirmaci tarafindan benimsenmistir (Ceber-Bakkaloglu ve
Sucuoglu, 2000; Diken, 2012; Howe, 2006; Mahoney, 1992; McCollum ve Hemmeter,
2000). Gelisimsel yetersizligi olan c¢ocuklar ile ebeveynlerinin etkilesimsel
davraniglarini, normal gelisim gosteren ¢ocuklar ve ebeveynlerinin etkilesimsel
davraniglar ile karsilagtirarak inceleyen ilgili arastirmalarda gelisimsel yetersizligi olan
cocuklar ve ebeveynlerinin etkilesimsel davranislart ile normal gelisim gosteren ¢ocuk
ve ebeveynlerinin etkilesimsel davraniglar1 arasinda farkliliklar oldugu, gelisimsel
yetersizligi olan ¢ocuklarin normal gelisim gdsteren ¢ocuklara gore daha az etkilesim
baglattiklar1 ve daha az yanit verdikleri, gelisimsel yetersizligi olan c¢ocuklarin
annelerinin de normal gelisim gdsteren ¢ocuk annelerine gore ¢ocuklarini daha fazla
yonlendirdikleri goriilmiistiir (Ceber-Bakkaloglu ve Sucuoglu, 2000). Yetersizligi olan
cocuklarin ebeveynlerinin, c¢ocuklar1 ile etkilesimlerini inceleyen arastirmacilar,
genellikle bu ebeveynlerin etkilesimsel davranislarinin normal gelisim gosteren
cocuklara sahip ebeveynlerden hangi yonlerde farklilastigina odaklanirken, ¢calismalarda
ortaya cikan sonuclar genellikle yetersizlige sahip c¢ocugu bulunan ebeveynlerin
davraniglarini, ¢ocuklarinin gelisimsel ve iletisimsel diizeyine uyarlamaya calistiklar
yoniindedir (Diken ve ark, 2009; Mahoney ve MacDonald, 2007). Giincel ¢alismalar,
OSB’li ¢ocuklara sahip annelerinin soguk ve ifadesiz anne olarak resim edildigi
(Ornegin, Bettelheim, 1967; Kanner, 1943) otizmde erken ¢aligmalarin aksine; OSB'li
cocuk annelerinin, ¢ocuklariyla var olan etkilesimlerinde olaganiistii esnek ozellikler
sergilediklerini ve Bettelheim'in, "buzdolab1 anneler" (1967) tanimlamasinin tam tersine
anne-¢ocuk etkilesimi esnasinda annelerin davraniglarini ¢ocuklarinin davraniglarina
uyarlamada ve sosyal ortamda cocuklarii mesgul etmede ustalagtiklarini ifade
etmektedir (Doussard-Roosevelt ve ark., 2003).

Erken donemde yetersizlige sahip cocuklar ile ebeveynleri arasindaki etkilesimin
degerlendirilmesi, etkilesimdeki farkliliklarin ortaya konmasi acisindan Onem
tagimaktadir. Erken egitim programlarinda ebeveyn cocuk etkilesiminin Oneminin
ailelere agiklanmasi ve ebeveynlerin ¢ocuklariyla etkilesimlerinin niceliksel ve niteliksel
olarak iyilestirilmesi gibi konular erken miidahale programlarinin temel amaclarindan
biri olarak vurgulanmaktadir (Ceber, 1998). Nitekim Yoder ve Warren’in (1998)
calismast da etkilesim sirasinda daha duyarli olan annelerin ¢ocuklarinin, erken
miidahale programindan daha fazla yarar sagladigini gostermistir. Ozel gereksinimli
cocuklarin ebeveynleri ile etkilesim becerilerini gelistirmek iizere diizenlenmis
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programlarda temel vurgu, erken miidahale programlarinda anne-g¢ocuk etkilesiminin ve
bu etkilesimin niteliginin gelistirilmesidir (Kaiser, Hancock ve Nietfeld, 2000).

Tiirkiye’de alan yazinda ebeveyn-cocuk etkilesimlerinin normal ve OSB’li ¢ocuklar
acisindan karsilagtirildigi betimsel arastirmalarin sinirli oldugu goriilmektedir (Diken,
2009; Diken ve ark, 2009; Diken ve Mahoney, 2013; Topbas, Mavis ve Ozdemir, 2003;
Toret, Ozdemir ve Ozkubat, 2015). Oysa OSB’li cocuk ve ebeveynlerinin etkilesim
diizeylerinin normal gelisen ¢ocuklardan ne diizeyde farklilasma gdsterdiginin
belirlenmesi ve OSB’li ¢ocuklarin etkilesim davraniglarinin  hangi alanlarda
farklilagtiginin tespit edilmesi, OSB’li ¢ocuk ve ebeveynlerine yonelik aile merkezli
erken miidahale programlarinin planlanmasinda ve uygulanmasinda yol gosterici
olabilecektir. Bu dogrultuda, bu arastirmanin genel amaci1 OSB tanis1 alan Tiirk ¢ocuklar
ile ebeveynlerinin etkilesimsel davranislari ile normal gelisim gosteren Tiirk ¢ocuklar ile
ebeveynlerinin  etkilesimsel davraniglarinin  ebeveyn-cocuk etkilesimi acisindan
incelenmesidir. Bu genel amag¢ dogrultusunda asagidaki sorulara yanit aranmistir:

1. Ebeveyn-cocuk etkilesiminde, OSB olan cocuk ebeveynlerinin etkilesimsel
davraniglart ile normal gelisim gosteren c¢ocuk ebeveynlerinin etkilesimsel
davraniglar1 arasinda anlaml diizeyde fark var midir?

2. Ebeveyn-¢ocuk etkilesiminde, OSB olan ¢ocuklarin etkilesimsel davraniglar ile
normal gelisim gosteren ¢ocuklarin etkilesimsel davraniglari arasinda anlaml
diizeyde fark var midir?

Y ontem

Katilimcilar

Arastirmanin ¢alisma grubunu, Ankara, Isparta ve Istanbul illerinde yasayan, devlet
hastaneleri ve tip fakiiltesi hastaneleri tarafindan yapilmis olan tibbi tanilama sonucunda
otizm spektrum bozuklugu tanisina sahip olduklar1 belirlenen kronolojik yasi 30-72
aylik 30 ¢ocuk ile bu cocuklarin birincil bakim verenleri durumundaki ebeveynleri ve
kronolojik yas1 9 ay-27 ay arasinda olan normal gelisim gosteren 30 cocuk ve
ebeveynleri olmak {izere toplam 60 ebeveyn-cocuk ¢ifti olusturmaktadir. Calisma grubu
secim Olgiitleri; OSB’li ¢ocuklar i¢in, a) kronolojik yas olarak 30-72 ay araliinda
olmasi, b) OSB tanisi almig olmasi, d) ileri derecede otistik bozukluk belirtileri
gosteriyor olmasi ve c¢) OSB disinda ek bir klinik tanisinin bulunmamasidir. Normal
gelisim gosteren ¢ocuklarin  ise kronolojik yaslarmin  OSB’li  ¢ocuklar ile
eslestirilebilecek diizeyde olmasi, herhangi bir saglik sorununun bulunmamasi ve
gelisimin normal seyrinde olmasidir. Arastirmaya katilan ebeveynler i¢in ise ¢ocuga
birincil bakim veren kisi olmasi, ¢aligmaya katilmaya goniillii olmasi olgiiti
bulunmaktadir.

Bu dogrultuda arastirmaya katilan OSB’li ¢ocuklarin, 2’si kiz, 28’1 erkek olup, yas

aralig1 30-72 ay arasindadir (X=45, ss= 8). Normal ¢ocuklarin ise 7’si kiz, 23’ii erkek
olup, yas araligi 9-27 ay arasindadir (X=18,5, ss= 6). Katihmci OSB’li g¢ocuk
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ebeveynlerin 5’1 okuma yazma bilmezken, 13’{ ilkdgretim, 10’u lise ve 12’si liniversite
diizeyinde egitime sahiptirler. Normal gelisim gdsteren ¢ocuk ebeveynlerinin egitim
durumu ise; 3’ii okuma yazma bilmezken, 6’s1 ilkogretim, 11’1 lise ve 10’u liniversite
diizeyinde egitime sahip olduklar1 seklindedir. Calisma 6ncesinde, ¢alisma grubunda yer
alan normal gelisim gdsteren ve OSB tanisi almis c¢ocuklarin birincil bakim veren
ebeveynleri ile arastirmacilar tarafindan onceden gelistirilen bilgi formu doldurularak
goriisgme yapilmistir. Yapilan goriisme ile ebeveyn raporlart dogrultusunda, calisma
grubunu olusturmaya yonelik temel secim Olciitleri dogrulanmistir. Caligma grubuna
dahil edilecek olan OSB’li c¢ocuklar i¢in temel se¢im Olgiitlerinden biri olan, ileri
derecede otistik bozukluk belirtileri gosterip gostermediklerinin belirlenmesi i¢in,
Gilliam Otistik Bozukluk Derecelendirme Olgegi-2-Tiirkce Versiyonu (GOBDO-2-TV;
Diken, 2010) uygulanmistir. Bu 6l¢egin uygulanmasi sonucunda, 6l¢ek karar rehberi
dogrultusunda calisma grubunda yer alan tim OSB’li g¢ocuklarda otistik bozukluk
goriilme olasiliginin oldukga yiiksek oldugu belirlenmistir.

Veri Toplama Araglart

Arastirmada verilerinin toplanilmasi amaci ile Ebeveyn Davranisini Degerlendirme
Olgegi (EDDO-TV) ve Cocuk Davramisini Degerlendirme Olgegi (CDDO-TV) veri
toplama araglar1 kullanilmstr.

Ebeveyn Davramisimi Degerlendirme Olcegi (EDDO-TV): EDDO (Mahoney, 2008),
ebeveynlerin ¢ocuklar1 ile olan etkilesimsel davranislarini degerlendirmek amaciyla
gelistirilen 5°1i likert tipi bir derecelendirme 6lgegidir (Diken, 2009). Mahoney ve
arkadaslar1 (2008) tarafindan giiniimiize kadar EDDO maddelerini revize edilmis ve
Diken (2009) tarafindan O0Olgegin Tiirkiye’de gecerlik ve giivenirlik ¢aligmalari
yaptlmistir. EDDO-TV, 3 alt baslikta 12 maddeden olusmaktadir, bu dogrultuda
Duyarli-Yanitlayic1 olma bashigr altinda, duyarli olma, yanitlayict olma, etkili olma ve
yaratict olma; Duygusal Ifade Edici Olma Baslig: altinda kabullenme, keyif alma, s6zel
pekistire¢  kullanma, sicak olma ve duygusal ifade edici olma; Basari Odakli-
Yonlendirici Olma baglig1 altinda, basar1 odakli olma, yonlendirici olma ve etkilesim
hizi maddeleri yer almaktadir. Olgegin toplam gecerligi 73,40% olarak belirtilirken,
giivenirligi ise, Cronbach Alfa katsayis1 hesaplanarak .80 olarak bulunmustur (Diken,
2009).

Cocuk Davranisini Degerlendirme Olgegi (CDDO-TV): CDDO, ¢ocuklarin temel ya da
etkilesimsel davraniglarin1 degerlendirmek amaciyla gelistirilmis Mahoney ve Wheeden
(1999) tarafindan gelistirilmis ve Diken (2009) tarafindan Tiirkcelestirilmistir.
CDDO’de cocugun etkilesimsel davranislarini degerlendiren 5°1i likert tipi 7 madde
bulunmaktadir. Bu dogrultuda Dikkat baslig1 altinda, dikkat, devamlilik, katilim ve
isbirligi maddeleri yer alirken, Baslatma bashigi altinda, baslatma, ortak dikkat ve
duygusal durum maddeleri yer almaktadir. Olgegin toplam gecerligi 63,10% olarak
belirtilirken, giivenirligi ise, Cronbach Alfa katsayisi hesaplanarak .90 olarak rapor
edilmistir (Diken, 2009).
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Veri Toplama Stireci

Bu aragtirmada, OSB’li cocuklarin otistik bozukluk belirtileri gdsterme derecesini
belirlemek amaciyla, ¢calisma grubunda bulunan OSB’li ¢ocuklarin streotipik, iletisim ve
sosyal etkilesimsel davranislari, Gilliam Otistik Bozukluk Derecelendirme Olgegi
(GOBDO 2-TV) ile degerlendirilmistir. Bu arastirmada, 6lgegin uygulanmasi siirecinde,
OSB’li ¢ocuklar1 en iyi taniyan ve bakimlari ile giinliik rutin i¢inde en fazla ilgilenen
bireylerin anneleri oldugu diisiiniilerek, Olcek formunu annelerin doldurulmasi
istenmistir.  Olgek  formunda  bulunan, annelerin tamimlayamadiklari  veya
anlayamadiklar1 davraniglara iliskin aragtirmacilar tarafindan agiklanarak ilgili 6l¢ek
maddeleri agiklanmustir. Tablo 1°de, katilmcilarin GOBDO 2-TV’den aldiklari
puanlarin betimsel analiz sonuglari rapor edilmistir.

Tablo 1.

Katilimcilarin GOBDO 2-TV" den aldiklar: puanlara iliskin betimsel istatistikler
Degiskenler x SS Ranj
Kronolojik yas (ay) 45 8 30-72
GOBDO-2-TV Alt Olgek Standart Puan 12 4 7-19
GOBDO-2-TV Otistik Bozukluk Indeksi 108 21 85-147

GOBDO-2-TV: Gilliam Otistik Bozukluk Derecelendirme Olgegi-2-Tiirkge Versiyon

Etkilesim Kayitlarinin Alinmasi:

Ebeveyn-Cocuk etkilesim kayitlarinin alinmasi siirecinde, ¢aligma grubuna dahil edilen
OSB’li ¢ocuk-ebeveyn ve normal gelisim gosteren ¢ocuk-ebeveyn ciftlerinin
etkilesimleri, 15 dakika siireyle video kaydina alinmistir. Aragtirma kayitlart ev ve/veya
sinif ortaminda bagimsiz bir odada gerceklestirilmistir. Sinif ortaminda gergeklestirilen
kayitlarda, smifin tabanina hali serilerek, etkilesimlerin yerde gergeklestirilmesine
olanak verilmistir. Ayrica anne-¢ocuk ¢iftinin masa basi etkilesimine olanak vermek i¢in
cocuklarin fiziksel 6zelligine uygun nitelikte bir masa ve iki sandalye bulundurulmustur.

Etkilesim kayitlarinin alinmasinda aragtirmacilar tarafindan manipulatif, islevsel ve
sembolik oyun gibi farkli oyun becerilerinin gelisim diizeylerine gore uygun ¢esitlilik
iceren ve ¢ocuklarin ilgisini ¢ekebilecek bir oyuncak seti hazir bulundurulmustur.
Ayrica, bu oyuncak seti, tim ¢ocuklar ile annelerinin etkilesim siireglerinde ayni olarak
kullanilmis olan bir oyuncak seti olup, kayit esnasinda etkilesim ortaminda bir sepet
icerisinde bulundurulmustur. Sette yer alan oyuncaklar katilime1 ¢ocuklarin farkli oyun
diizeylerine uygun olarak, islevsel olmayan, islevsel ve sembolik oyuna uygun
oyuncaklar arasindan segilmistir. Sette temel olarak; bol resimli kitaplar, takma
cikarmali oyuncaklar (yap-bozlar, i¢ ice gegen bloklar ve kovalar), kurmali arabalar,
bebek ve besik, tarak, {i¢lii vagonlu tren, ¢iftlik hayvanlar seti, mutfak arag-gerecleri-
evcilik seti ve telefon bulundurulmustur. Annelere kayit Oncesinde, etkilesim
kayitlarinin  serbest oyun baglaminda alinacagi, bu siiregte etkilesim sirasinda
kendilerine herhangi bir miidahalede bulunulmayacagi ve zorunlu olmadik¢a kendileri
ile etkilesim esnasinda iletisim kurmamalar1 gerektigi belirtilmis ve annelere
“Cocugunuzla evde nasil oynuyorsaniz o sekilde oynayin” agiklamasi yapilmaistir.
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Etkilesim Kayitlarimin Kodlanmasi ve Gozlemciler Arasi Giivenirlik

Etkilesim kayitlarinin kodlanmasi ve kodlayicilar arasi giivenirligin saglanmasi igin,
etkilesim kayitlar,, iki kodlayici tarafindan EDDO ve CDDO Tiirkge versiyonlart
kullanilarak kodlanmistir. Anne-gocuk etkilesim kayitlarinin kodlanmasina gegilmeden
once aragtirmacilar, s6z konusu oOlgeklerle ilgili egitim almig bir uzman tarafindan
EDDO ve CDDO maddelerine yonelik érnek anne-gocuk etkilesim kayitlari iizerinde
kodlamalar ile ilgili egitim siirecinden gegirilmislerdir.

EDDO ve CDDO’nin egitim siirecinde kodlayicilar arasinda %80 gbriis birligini
saglandigi zaman birinci kodlayici kayitlarin tiimiinii kodlamaya baslamustir. ikinci
kodlayici ise kayitlarin % 25’ini kodlamistir. Kodlayicilar arast giivenirlik verisi “Goriis
birligi / Gériis birligi + Goriis ayriligr X 100” formiilii (Kircaali-Iftar ve Tekin, 1997) ile
elde edilmistir. Goriis birliginin % 80’in altinda oldugu durumlarda kayitlar iki kodlayici
tarafindan birlikte izlenmis ve uzlasilamayan maddelerde goriis birligi saglanmistir. Bu
arastirmada, etkilesim goriintii kayitlar1 verilerinin %25°1 i¢in hesaplanan goézlemciler
aras1 giivenirlik degeri %86 olarak hesaplanmistir.

Etkilesim kayitlarina iliskin kodlanan verilerin analizinde, betimsel istatistik yontemleri
kullanilarak, amag¢ dogrultusunda, puan ortalamalar1 arasinda anlamli bir farklilik olup
olmadigi, parametrik ve parametrik olmayan testler kullanilarak belirlenmistir.

Bulgular

OSB’li Cocuk Ebeveynlerinin ve Normal Gelisim Gosteren Cocuk Ebeveynlerinin
Etkilesimsel Davraniglarina lligkin Bulgular

OSB’li ¢ocuk ebeveynlerinin (n=30) ve normal gelisim gdsteren ¢ocuk ebeveynlerinin
(n=30) g¢ocuklarina yonelik etkilesimsel davraniglart EDDO-TV  kullanilarak
degerlendirilmis, dlcege ait alt dl¢eklerin betimsel istatistikleri Tablo 2°de gdsterilmistir.

Tablo..Z.

EDDO-TV olgegi ve alt ol¢ceklerin betimsel istatistikleri

EDDO-TV Cocuklar N Min. Mak. X SD

1. Duyarli-yanitlayici OSB 30 4,00 14,00 8,57 2,01
olma Normal 30 4,00 18,00 12,23 3,29

2. Duygusal ifade edici OSB 30 5,00 19,00 13,47 3,73
olma Normal 30 8,00 22,00 16,63 4,09

3. Basar1 odakli- OSB 30 3,00 13,00 9,27 2,42
yonlendirici olma Normal 30 5,00 13,00 9,60 1,96
Toplam (EDDO) OSB 30 12,00 40,00 31,30 7,09

Normal 30 19,00 47,00 38,47 6,84
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Tablo 2’de ebeveynlerin EDDO-TV &lgeginin tamamindan almis olduklari puan
ortalamalar1 incelendiginde; normal gelisim gosteren c¢ocuklarin ebeveynlerinin puan
ortalamalarinin OSB’li ¢ocuga sahip ebeveynlerin puan ortalamalarindan yiiksek oldugu
goriilmektedir. Olgegin alt boyutlarina ait puan ortalamalar1 incelendiginde; normal
gelisim gdsteren cocuklarin ebeveynlerinin duyarli-yaratict olma ve duygusal ifade edici
olma boyutlarinda ki ortalama puanlarinin, OSB’li ¢ocuklarin ebeveynlerinin ortalama
puanlarindan daha yiiksek oldugu, bununla birlikte basar1 odakli-yonlendirici olma
boyutunda ise her iki grupta yer alan ebeveynlerin puan ortalamalarinin benzer oldugu
goriilmektedir. Arastirmada OSB’li ¢ocuklar ile normal gelisim gosteren c¢ocuklarin
ebeveynlerinin, EDDO-TV &lgeginin tamamindaki etkilesim davramislar ile duyarli-
yanitlayict olma, duygusal ifade edici olma, basar1 odakli-yonlendirici olma boyutlarinda
anlamli farklilik gosterip goOstermediginin belirlenmesi amaciyla yapilan iliskisiz
Olciimlerde T Testi analiz sonuglar1 Tablo 3’ de gdsterilmistir.

Tablo 3.
OSB’li ve Normal Gelisim Gosteren Cocuklarin Ebeveynlerinin ._EDDO-T V' Toplam
Puanlart ve EDDO-TV Alt Olgcek Puanlarina lIliskin Bagimsiz Orneklemler T-Testi
Sonuclari

-

Alt Olcekler Cocuklar N X S sd t p
Duyarli-yanitlayict OSB 30 8,57 2,01
olma Normal 30 12,23 3,29 58 5,211 0,000%**
Duygusal ifade edici OSB 30 13,47 3,73
olma Normal 30 16,63 4,09 58 3,134 0,003*
Basar1 odakli- OSB 30 9,27 2,42
yonlendirici olma Normal 30 9,60 1,96 58 0,586 0,560
Toplam (EDDO) OSB 30 31,30 7,09

Normal 30 38,47 6,84 58 3,986 0,000%*

*p<0,05; **p<0,01

Tablo 3 incelendiginde; EDDO-TV 6lgeginin tamamindan alinan puan ortalamalarinin
OSB’li ¢ocuga sahip ebeveynler ve normal gelisim gosteren cocuga sahip ebeveynler
arasinda anlamli bir farklilk gosterdigi belirlenmistir (p<0,01). EDDO-TV 6lgeginin

tamaminda normal gelisim gosteren ¢ocuklarin ebeveynlerinin ortalama puanlarinin (E

=38,47) OSB’li ¢ocuklarin ebeveynlerinin ortalama puanlarindan (ﬁ=31,30) daha
yiiksek oldugu tespit edilmistir. Bagka bir anlatimla normal gelisim gosteren ¢ocuklarin
ebeveynleri daha fazla etkilesimsel davranislar sergilemektedir. OSB’li ¢ocuga sahip
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ebeveynlerde ve normal gelisim gosteren ¢ocuga sahip ebeveynlerde duyarli-yanitlayici
olma alt 6lgeginden alinan puan ortalamalar1 arasinda (p<0,01) ve duygusal ifade edici
olma alt dlgeginden alinan puan ortalamalar1 arasinda (p<0,05) anlamli farklilik oldugu
belirlenmistir.

OSB’li ¢ocuklar ile normal gelisim gosteren ¢ocuklarin ebeveynlerinin s6z konusu
boyutlardaki ortalama puanlar1 incelendiginde, duyarli-yanitlayict olma alt dlgeginde

normal gelisim gosteren cocuklarin ebeveynlerinin ortalama puanlarinin (ﬁ=12,23),

OSB’li ¢ocuklarin ebeveynlerinin ortalama puanlarindan (ﬁ=8,57) daha yiiksek oldugu
belirlenmistir. EDDO-TV 6lgeginin duygusal ifade edici olma alt dlgeginde de benzer

sekilde normal gelisim gdsteren ¢ocuklarin ebeveynlerinin ortalama puanlarinin (ﬁ

=16,63), OSB’li ¢ocuklarin ebeveynlerinin ortalama puanlarindan (¥%¥=13,47) daha
yiiksek oldugu saptanmistir. Tablo 3’te yer alan bilgiler dogrultusunda OSB’li ¢ocuklar
ile normal gelisim gdsteren ¢ocuklarin ebeveynlerinin basar1 odakli-yonlendirici olma
boyutundaki ortalama puanlarmmin anlamli bir farkliik gostermedigi belirlenmistir
(p>0,05). Buna gore OSB’li ve normal gelisim gosteren ¢cocuklarin ebeveynlerinin basari
odakli-yonlendirici olma davraniglari benzerlik gostermektedir.

OSB’li Cocuk ve Normal' Gelisim Gosteren Cocuklarin  Ebeveynlerine Yonelik
Etkilesimsel Davraniglarina lligkin Bulgular

OSB’li ¢ocuklarin (n=30) ve normal gelisim gdsteren ¢ocuklarin (n=30) ebeveynlerine
yonelik etkilesimsel davramislar1 CDDO-TV kullanilarak degerlendirilmis ve dlgege ait
alt 6lgeklerin betimsel istatistikleri Tablo 4’de gosterilmistir.

Tablon4.
CDDO-TV olgegi ve alt olgeklerin betimsel istatistikleri
CDDO-TV Cocuklar N Min. Mak. X SD
1. Dikkat OSB 30 4,00 15,00 8,97 3,06
Normal 30 9,00 18,00 13,60 2,61
2. Baslatma OSB 30 3,00 11,00 6,57 2,22
Normal 30 7,00 13,00 9,67 1,77
Toplam (CDDO) OSB 30 7,00 26,00 15,53 5,05
Normal 30 16,00 31,00 23,27 4,25

Tablo 4’de yer alan bilgiler incelendiginde, normal gelisim gdsteren ¢ocuklarin CDDO-
TV Olgeginin baglatma ve dikkat boyutundaki ortalama puanlarmin OSB’li ¢ocuklarin
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baslatma ve dikkat boyutlarindaki ortalama puanlarindan yiiksek oldugu goriilmektedir.
Olgegin tamamindan almis olduklari puan ortalamalari normal gelisim gosteren
cocuklarin OSB’li ¢ocuklarin puan ortalamalarindan yiliksek oldugunu gostermektedir
(Tablo 4). OSB’li ¢ocuklar ile normal gelisim gosteren ¢cocuklarin CDDO-TV 6lgeginin
tamamindaki etkilesim davraniglar1 ile dikkat ve baslatma alt Olgeklerindeki puan
ortalamalar1 arasinda anlamli farklilik gosterip gdstermediginin belirlenmesi amaciyla
yapilan iligkisiz 6l¢iimlerde T Testi analiz sonuglar1 Tablo’5 de gosterilmistir.

Tablo 5.
OSB’li ve Normal Gelisim Gosteren Cocuklarin CDDO-TV Toplam Puanlar: ve CDDO-
TV Alt Olgek Puanlarina lliskin Bagimsiz Orneklemler T-Testi Sonuglar

Alt dlcekler Cocuklar N X S sd t p
Dikkat OSB 30 8,97 3,06

Normal 30 13,60 2,61 58 6,316  0,000**
Baslatma OSB 30 6,57 2,22

Normal 30 9,67 1,77 58 5,977  0,000**
Toplam OSB 30 15,53 5,05
(CDDO) Normal 30 23,27 4,25 58 6,418  0,000**

*p<0,05; **p<0,01

Tablo 5°de yer alan bilgiler incelendiginde; OSB’li ve normal gelisim gosteren
cocuklarin CDDO-TV &lgeginin tamamindan almis olduklari puan ortalamalarinda
anlamli bir farklilik goriilmektedir (p<0,01). Normal gelisim gosteren g¢ocuklarin

ortalama puanlarinin (X¥=23,27), OSB’li ¢ocuklarmn ortalama puanlaridan (XX=15,53)
daha yiiksek oldugu; bagka bir anlatimla normal gelisim gosteren ¢ocuklarin ebeveynlere
yonelik etkilesim davraniglarinin OSB’li ¢ocuklara gore daha yiiksek oldugu tespit
edilmistir (Tablo 5).

OSB’li ¢ocuklar ile normal gelisim gdsteren ¢ocuklarin CDDO-TV &lgeginin dikkat ile
baslatma alt dlgeklerinde de anlamli farklilik oldugu belirlenmistir (p<<0,01). Dikkat alt

olgeginde normal gelisim gosteren ¢ocuklarm ortalama puanlarinin (X%¥=13,60), OSB’li

cocuklarin ortalama puanlarindan (m=8,97) daha yiiksek oldugu belirlenmistir. CDDO-
TV olgeginin baslatma alt Olceginde ise benzer sekilde normal gelisim gosteren

cocuklarin ortalama puanlarinin (ﬁ=9,67), OSB’li ¢ocuklarm ortalama puanlarmdan (¥
X=6,57) daha yiiksek oldugu saptanmustir.
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Tartisma

Bu aragtirmanin amaci, normal gelisim gosteren ve OSB’li ¢ocuklarin ebeveynleriyle
olan etkilesimlerinin, ¢ocuklar ile ebeveynlerinin etkilesimsel davraniglar1 acisindan
karsilagtirtlmasidir.  Aragtirmanin ~ birinci  amaci  kapsaminda  ebeveyn-cocuk
etkilesiminde OSB’li ¢ocuklar ile normal gelisim gosteren ¢ocuklar ve ebeveynlerinin
etkilesimsel davraniglar1 arasinda farkliligin olup olmadiginin belirlenmesine yonelik
bulgulara ulagilmistir. Arastirmanin bulgulart ebeveyn etkilesim davranislarindan
duyarli-yanitlayict olma ve duygusal ifade edici olma davranislarinin OSB’li ¢ocuklarin
ebeveynleri ile normal gelisim gosteren g¢ocuklarin ebeveynleri arasinda anlaml
farkliliklar gosterdigine isaret etmistir. Calismaya katilan normal gelisim gosteren
cocuga sahip ebeveynler, OSB’li c¢ocuklara sahip ebeveynlerin etkilesimsel
davraniglarina oranla daha fazla duyarli-yanitlayict ve duygusal ifade edici etkilesim
davraniglar1 sergilemiglerdir. Duyarli-yanitlayict etkilesimsel davraniglar baglaminda
normal gelisim gosteren cocuklarin ebeveynlerinin, ¢ocuklarinin oyun ilgilerine ve
baslattig1 ya da oynadig1 etkinliklere daha duyarli olduklari, ¢ocuklarinin davranislarina
yonelik verdikleri tepkilerde OSB’li c¢ocuklarin ebeveynlerine oranla daha sik ve
destekleyici, ayn1 zamanda tutarli bir yanitlayicilik sergiledikleri belirlenmistir. Anne-
cocuk etkilesim davraniglarinin temelini olusturan yanitlayicilik (responsivity), annenin
cocuktan gelen davranis ipuglarini dogru degerlendirmesi ve bu ipuglarina uygun
tepkileri verebilmesi olarak ifade edilmektedir (Howe, 2006; Mahoney ve Perales, 2005;
Pearson, 2001; Turner, 2000). En erken donemden itibaren ebeveynlerin ¢ocuklarina
kars1 sergiledigi uygun diizeyde yanitlayict etkilesim davranislarinin; ¢ocuklarin biligsel,
dil ve sosyal-duygusal gelisimine Onemli katki saglayabilecegi ifade edilmektedir
(Mahoney, 2009).

Bu aragtirmanin bulgulart OSB’li ¢ocuga sahip ebeveynlerin ¢ocuklarina yonelik iletisim
ya da isbirligi saglama, ¢ocuklarini etkinlige katma ve etkilesimi siirdiirmede daha az
etkili davraniglar sergilediklerini, ayn1 zamanda oyun etkinliklerinde de g¢ocugun
dikkatini ¢ekebilecek daha az yaratict davranislar kullandiklarini  gdstermistir.
Arastirmanin bu sonucu, OSB’li ¢ocuk annelerinin ¢ocuklar ile olan etkilesimlerini
inceleyen farkli aragtirma sonuglarini destekleyici niteliktedir OSB’den etkilenmis
cocuga sahip ebeveynlerin ¢ocuklar ile etkilesimini inceleyen arastirmalarda (Ekas ve
ark., 2010; Spiker ve ark. , 2002; Toret, Ozdemir ve Ozkubat, 2015; Yoder ve ark.,
1998), ebeveynlerin ¢ocuklart ile etkilesim gelistirme ve siirdiirmede zorlanabildikleri ve
diisiik diizeyde yanitlayicilik davranislar sergileyebildikleri rapor edilmistir. Diken’in
(2012) yirittigli arastirmada da OSB’li ¢ocuk annelerinin, cocuklar1 ile olan
etkilesimlerinde diigiik diizeyde duyarlilik ve yanitlayicilik davranislan sergiledikleri
belirlenmistir.  Aragtirmanin ilgili bulgularin1  destekleyici nitelikte, gelisimsel
yetersizligi olan ¢cocuk-ebeveyn etkilesimi ve normal gelisim gosteren ¢ocuk ve ebeveyn
etkilesimi baglaminda incelendiginde (Cunningham, Reuler, Blackwell ve Deck, 1981;
Mahoney ve Powell, 1988), gelisimsel yetersizligi olan g¢ocuklarin ebeveynlerinin
cocuklari ile etkilesimleri sirasinda normal gelisim gdsteren ¢ocuklarin ebeveynlerinden
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daha fazla yonlendirici ve daha az yanitlayici etkilesimsel davranislar sergiledikleri
saptanmigtir. Tiirkiye’de normal gelisim gosteren ve zihinsel yetersizli§i olan ¢ocuga
sahip olan ebeveynlerin ¢ocuklar1 ile olan etkilesimlerini betimsel olarak inceleyen
Ceber-Bakkaloglu ve Sucuoglu (2000)’nun, aragtirmasinda, zihinsel yetersizligi olan
bebek annelerinin daha az tepki verme ve daha simurli ilgi ve oyuncak se¢gme davranist
sergiledikleri buna karsin daha fazla etkilesimi baslatma, olumlu duygu ve ydnerge
verme davranist sergiledikleri tespit edilmistir. Arastirmacilar annelerin  bu
davraniglarinin, zihinsel yetersizligi olan bebeklerin iletisim ve oyun becerilerinde
yasitlarina gore gecikme gostermelerinden ve zihinsel yetersizligi olan bebek annelerin
etkilesimsel davraniglarinin bebegin 6zelliklerine uygun olmamasindan kaynaklandigini
ileri siirmiislerdir. Ayn1 zamanda annelerin bu davranislarinin zihinsel yetersizligi olan
bebeklerin tepki vermeme, olumsuz tepki verme ve istenmedik davraniglarini arttirdigina
isaret etmislerdir (Ceber-Bakkaloglu ve Sucuoglu, 2000). Bu goriisler 1s1ginda,
ebeveynlerin yetersizligi olan g¢ocuklarla etkilesim smirliliginin, ¢ocugun gelisimsel
gecikmelerinden dolayr m1 yoksa ebeveynlerin yetersizligi olan ¢ocuga uyum saglama
ve uygun beklenti gelistirmede ki sinirliliklarindan m1 kaynaklandigi tartisma konusu
olarak ele alinabilir. Diger yandan yetersizlige sahip cocuk ile ebeveyn arasindaki
etkilesim simirhiliklarimin kaynagmin tespiti bu konuda ki onleyici miidaheleler igin
onemli ipuglar1 sunabilir. Bununla birlikte ebeveynlerin gelisimsel yetersizligi olan
cocuklarma yonelik uygun beklenti gelistirmeleri ve ¢ocuklarinin etkilesim ipuglarini
dogru degerlendirebilmeleri i¢in etkilesim miidahalelerinden yararlanmalar1 gerekliligi
de On plana g¢ikmaktadir. Bu baglamda sosyal etkilesim becerilerinde en belirgin
sinirhiliklarin gdzlemlendigi OSB’li ¢ocuk ve ebeveynlerinin etkilesim davranislarini alt
boyutlariyla incelemesi ve normal gelisim gosteren c¢ocuklar ve ebeveynleri ile
karsilagtirmast yoniiyle bu aragtirmanin bulgulari da OSB’li ¢ocuklarin ebeveynlerinin
etkilesim temelli miidahale destegi gereksinimlerini ortaya ¢ikarmaktadir.

Arastirmada ayn1 zamanda normal gelisim gosteren ¢ocuklara sahip ebeveynlerin OSB’li
cocuga sahip ebeveynlere oranla daha fazla duygusal ifade edici davraniglar
sergiledikleri belirlenmistir. Aragtirmanin bulgulari incelendiginde; OSB’li cocuga sahip
ebeveynlerin, c¢ocuklarmin yaptigt davraniglart kabullenme ve onaylayict iletisim
davraniglar sergileme diizeylerinin normal gelisim gosteren ¢ocuklarin ebeveynlerine
oranla diisiik diizeyde oldugu goriilmiistiir. Bununla birlikte arastirmada OSB’li ¢ocuga
sahip ebeveynlerin, ¢ocuklariyla gerceklestirdikleri etkilesimlerden, normal gelisim
gosteren ¢cocuk ebeveyn etkilesimlerine oranla daha diisiik diizeyde keyif aldiklar1 ve
daha sik sozel pekistire¢ kullandiklar1 belirlenmistir. Arastirmanin  sonuglarini
destekleyecek nitelikte Diken, (2009)’in arastirma sonuglarinda da annelerin diisiik
diizeyde sicak davrandiklar1 ve s6zel pekistire¢ kullandiklar1 goriilmiistiir. Alan yazinda,
ebeveyn-cocuk etkilesiminin keyif verici 6zellige sahip olmasinin 6nemli oldugu,
ebeveynin ¢ocukla birlikte bulundugu etkinlikler esnasinda karsilikli  keyif
alinmadiginda, etkinlikten sikilma egiliminin artacagi ve bununla iliskili olarak ¢ocukta
etkinligi sonlandirma girisimlerinin gdzlenebilecegi vurgulanmaktadir (Bailey ve
Wolery, 1992).
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Arastirmada ebeveynlerin ¢ocuklarina yonelik duygusal tepkileri baglaminda ulagilan bir
diger sonu¢ ise OSB’li ¢ocuga sahip ebeveynlerin, etkilesim siiresince ¢ocukla daha
seyrek iletisim kurduklar1 ve ebeveynlerin yiiz ifadeleri, viicut dili ve ses niteligi
bakimindan normal gelisim gosteren cocuklarin ebeveynlerine oranla daha diisiik
diizeyde ifade edici olduklaridir. Bulgular, OSB’li c¢ocuga sahip ebeveynlerin
cocuklarina yonelik olumlu duygularimi diisiik yogunlukta dokunarak ya da sesle ifade
ettikleri ve daha diisik diizeyde sicak davrandiklari seklindedir. Bu arastirmanin
bulgular1 ile tutarli olarak, benzer arastirmalarda (Diken, 2012; Lemanek, Stone ve
Fishel, 1993), OSB’li c¢ocuklarin annelerinin, g¢ocuklari ile olan etkilesimlerinde
kabullenme, etkilesimden keyif alma, iletisimsel olarak diisiik diizeyde duygusal ifade
edici olma, sozel odiillendirme davranislarini sik olarak tekrarlama davranislari
gosterdikleri rapor edilmistir. Arastirmada elde edilen bu sonucun; bebeklikten itibaren
olusan anne-bebek arasindaki iletisim bagi ve duygusal aktarimin, OSB’li ¢ocuk ve
annesi arasinda OSB’nin dogasina 6zgii yapilanmadan kaynaklandig: diistiniilmektedir.

Arastirmada elde edilen bir diger bulgu, OSB’li ¢ocuklar ile normal gelisim gosteren
cocuklarin ebeveynlerinin basar1 odakli-yonlendirici olma davraniglarinin benzerlik
gostermesidir. Arastirmaya katilan tiim ebeveynlerin yiiksek diizeyde basar1 odakli
olduklar, yiiksek diizeyde yonlendirme davranmislari sergiledikleri ve ¢ocuklarla olan
etkilesim hizinda aktif bir katilimdan durgun bir duruma gegebilen tutarsiz bir tempo
sergiledikleri belirlenmistir. Topbas, Mavis ve Ozdemir (2003)’1n 6 normal gelisim ve 8
gecikmis dil ve konusma Ozelligi gosteren cocuklarin annelerinin etkilesimsel
davraniglarini inceledikleri aragtirmada da, her iki gruptaki ebeveynlerinin ¢ocuklar ile
olan etkilesimlerinde diizenleyici/yonlendirici etkilesimsel davraniglar sergiledikleri
tespit edilmistir. OSB tanis1 almis ¢ocuklar ve ebeveynlerinin etkilesim davraniglarini
inceleyen Diken ve Mahoney (2013) OSB'li ¢ocuga sahip Tiirk annelerinin ¢ocuklariyla
etkilesimlerinde yliksek diizeyde yonlendirici davramis stili sergilediklerini ortaya
cikarmiglardir. Diken (2009)’in yapmis oldugu bir baska arastirmada da benzer sekilde
ebeveynlerin ¢ogunun ¢ocuklariyla etkilesimlerinde olduk¢a yonlendirici davrandiklari
tespit edilmistir. Zihinsel yetersizligi olan bebek annelerinin, ebeveyn-¢ocuk etkilesimini
inceleyen Ceber Bakkaloglu ve Sucuoglu (2000)’nun arastirmalarinda ise zihinsel
yetersizlige sahip bebekleri bulunan annelerin normal gelisim gosteren bebekleri
bulunan annelere gore daha fazla israr etme davramisi sergiledikleri gozlenmistir.
Arastirmacilar bu durumu, gelisimsel geriligi olan bebeklerin daha fazla kontrole
gereksinim duydugu i¢in annelerin yonerge verme yoluyla kontrolii sagladiklar1 seklinde
aciklamislardir. Alanyazinda yer alan ilgili aragtirmalar; yetersizlikten etkilenmis cocuga
sahip olan ebeveynlerin etkilesim davraniglarinin, normal gelisim gosteren ¢ocuklarin
ebeveynlerine gore daha yonlendirici, daha kontrolcii iken daha az diizeyde yanitlayici
olduguna isaret ederken, bu arastirmalarda elde edilen 6nemli bir diger sonug ise dikkat
cekici bir sekilde ebeveyn etkilesim davraniglarinin daha yonlendirici, daha kontrol edici
oldugu durumlarda c¢ocuklarinin da, etkilesime daha az katilma ve daha az tepkide
bulunma gibi davranislar sergilemis olmalaridir. S6z konusu aragtirmalar ebeveynlerin
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cocuklarina yonelik tutumlarindaki karsilikli etkiye dikkat ¢cekmektedir. Bu baglamda
ebeveynlerin  ¢ocuklarina yonelik etkilesim davraniglariyla ilgili  farkindalik
gelistirmeleri nitelikli etkilesim kurmada oldukca 6nemli kabul edilebilir. Buna gore
ebeveynler ¢ocuklarima yonelik sergiledikleri etkilesim davraniglartyla ilgili farkindalik
gelistirdiklerinde ve c¢ocuklariyla uygun etkilesim kurmaya basladiklarinda,
cocuklarinda etkilesimi baslatma, yanit verme, siirdiirme gibi etkilesim davranislarinda
gelismeler saglanabilecektir. Nitekim ebeveyn etkilesim davraniglarint gelistirmeye
yonelik arastirmalar (Karaaslan ve ark, 2013; Mahoney ve dig., 1998) annelerin
yanitlayict  yaklasimlarinin  anne-cocuk etkilesimi lizerinde olumlu sonuglar
dogurdugunu gostermektedir. Bu arastirmada ebeveyn etkilesim davranislart baglaminda
elde edilen sonug¢ ise, OSB’li ¢ocuk annelerinin ve normal gelisim gdsteren ¢ocuk
annelerinin ¢ocuklar1 ile olan etkilesimlerinde, benzer diizeyde basart odakli olduklari,
etkilesim siirecinde serbest oyun ortaminda ¢ocuklarinin neyi nasil yapacaklarina iliskin
genellikle benzer diizeyde yonlendirici etkilesim sitiline sahip olduklaridir. Arastirmada
s0z konusu basar1 odakli ve yonlendirici olma boyutunda OSB’li ¢ocuga sahip
ebeveynler kadar normal gelisim gosteren ¢ocuga sahip ebeveynlerinde yiiksek diizeyde
basar1 odakli olmalar1 ve yliksek diizeyde yonlendirme davraniglar sergilemelerinin,
Tiirk annelerinde genel ortak 6zellik olarak karsilagilan miidahaleci ve korumaci anne
yaklagimlarindan kaynaklanabilecegi diisiiniilebilir. Nitekim Tiirk anne-babalarinin
heniiz erken dil gelisimi evresinde olan c¢ocuklariyla iletisimlerini inceleyen bir
arastirmada, Mavis (2004) Tiirk anne babalarinin isteyen ve kontrol ederek yonlendiren
ozellikte oldugunu vurgulayarak, ebeveynleri davranig diizenleyici olarak betimlemistir.
Ilgili diger arastirmalar incelendiginde, OSB’li ¢ocuk annelerinin ¢ocuklar1 ile olan
etkilesimlerinde yiiksek diizeyde yonlendirici etkilesim davranislart sergiledikleri ve
yiiksek diizeyde basar1 odakli olduklari (Diken, 2012) goriilmektedir. Watson (1998)
okul dncesi donemde bulunan 14 OSB’li ¢ocuk ve anneleri ile normal gelisim gosteren
14 c¢ocuk ve annelerinin, serbest oyun baglaminda ebeveynlerin etkilesimsel
davraniglarinin ¢ocuklarin iletisim becerilerine etkisini inceledigi arastirmasinda; OSB’li
cocuga sahip annelerin normal gelisim gosteren c¢ocuga sahip annelere oranla
yonlendirici sozel ifadeleri kullanma sikliginin daha fazla oldugunu tespit etmistir.
OSB'li  ¢ocuklarin annelerinin ve OSB'li olmayan ¢ocuklarin annelerinin
yaklagimlarindaki niteliksel farkliligin incelendigi arastirmada (Doussard—Roosevelt,
Joe, Bazhenova ve Porges, 2003), OSB'li ¢ocuklarin annelerinin daha ¢ok fiziksel temas,
daha yiliksek siddetli basart odakli ve yonlendirici davranislar sergiledikleri
belirlenmistir. Alanyazinda ebeveyn-cocuk etkilesimlerini inceleyen aragtirmalarda
gelisimsel gecikme Olglitlerine gore eslestirilerek olusturulmus ebeveyn-cocuk ciftleri ile
normal gelisim gosteren ebeveyn-¢ocuk c¢iftleri karsilagtirildiginda, yetersizlikten
etkilenmis cocuklarin ebeveynlerinin ¢ocuklariyla etkilesimde daha fazla ydnlendirici
davranislar sergiledikleri tespit edilmistir (Mahoney ve Robenalt, 1986; Karaslan, Diken
ve Mahoney,2011; Toret, Ozdemir ve Ozkubat, 2013). Bununla birlikte daha az
yonlendirici ve daha fazla yanitlayict ebeveyn etkilesiminin, ¢ocuklarin etkilesim
baslatmalarina, bu etkilesimlerde etkin rol almalarina ve etkilesimi siirdiirme gibi,
cocuklarin temel sosyal etkilesim davraniglarini destekledigi ifade edilmektedir (Dunst,
Trivette, Rabb ve Masiello, 2008; Landry vd., 2014). Diger yandan arastirmacilar
(Hughes ve dig., 1999) anne—cocuk etkilesiminde uygun diizeyde yonlendirici olmanin
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anne-cocuk etkilesiminde yanitlayict olma becerisi kadar kritik oldugunu savunarak
uygun diizeyde yonlendirici olmanin 6nemine vurgu yapmaktadir. Nitekim yiiksek
diizeyde gelisim gosteren cocuklarin ebeveyn-¢ocuk etkilesimleri incelendiginde;
annelerinin ¢ocuklar1 ile etkilesimlerinde daha c¢ok c¢ocugun liderligini takip etme
davranis1 gosterdikleri ve buna karsin daha az yonlendirici davraniglar sergiledikleri
goriilmektedir (Mahoney, Finger ve Powell, 1985).

Arastirmanin ikinci amacina yonelik, anne-¢ocuk etkilesimi baglaminda, normal gelisim
gosteren ve OSB’li ¢ocuklarin anneleri olan etkilesimlerinde, ¢ocuklarin annelerine
yonelik etkilesimsel davraniglart agisindan farkliligin olup olmadigmin belirlenmesine
yonelik bulgulara ulasilmistir. Arastirmada cocuk etkilesim davraniglari baglaminda
OSB’li ¢ocuklar ile normal gelisim gosteren ¢ocuklar arasinda dikkat ile baslatma
davraniglarinda anlamli bir farklilik oldugu belirlenmistir. Buna gére OSB’li ¢ocuklarin
normal gelisim gosteren ¢ocuklara oranla daha diisiikk diizeyde dikkat davranislar
sergiledikleri, etkilesim esnasinda etkinliklere daha kisa siireli katildiklari, etkinlik
sirasinda pasif davrandiklart veya degisen etkinliklere yonlendikleri tespit edilmistir.
Cocuklarin etkinlige katilma c¢abasi degerlendirildiginde, OSB’li ¢ocuklarin nadiren
davranigin tekrarini sergiledikleri ve zorlandiklarinda ikinci bir girisimde nadiren
bulunarak diisiik diizeyde devamlilik sergiledikleri bulgulanmistir. Bununla birlikte
normal gelisim gosteren ¢ocuklarin OSB’li ¢ocuklara oranla etkinlige daha fazla katilim
gosterdikleri, etkinligin biliylik kisminda etkinlige katilmaktan daha fazla memnun
goriindiikleri ve etkilesim siiresince genelde daha motive olduklar1 belirlenmistir. Benzer
sonuclar, Ceber-Bakkaloglu ve Sucuoglu (2000)’nun ¢alismasinda da zihinsel
yetersizligi olan bebeklerin normal gelisim gosteren bebeklere oranla, daha az etkilesim
baslatma ve tepki verme davranisi gosterdigi bulgularinda elde edilmistir. Arastirmada
aynt zamanda OSB’li ¢ocuklarin normal gelisim gosteren ¢ocuklara oranla oldukga
diisiikk diizeyde isbirligi etkilesim davramiglar1 sergiledikleri, yetiskinin Onerilerini
gormezden gelen ve etkilesim sirasinda kullanilan arag gerecleri iterek ve/veya firlatarak
isbirligini reddeden davranislar sergiledikleri tespit edilmistir. Bu durumun ebeveynlerin
cocuklaria yonelik daha az etkilesim siirdiirmelerine neden olan bir dongiisel durum
yarattig1 diisiiniilmektedir.

Arastirmada c¢ocuk etkilesim davraniglarina yonelik bir diger bulgu ise OSB’li
cocuklarin etkinlik baslatma girisiminde bulunmadiklari, etkinlik siliresinde normal
gelisim gosteren c¢ocuklara oranla daha pasif, hareketsiz ya da sadece yetiskinin
isteklerine yanit veren diisiik diizeyde baslatma davraniglar1 sergiledikleridir. Alan
yazinda bu aragtirmanin bulgularin1 dogrulayici nitelikte, OSB’li ¢cocuklarin, anneleri ile
olan etkilesimlerinde etkinlige dikkatini yoneltme diizeylerinin diisiik oldugu, genel
olarak dikkat problemleri sergileyip, etkinlik siirecinde pasif olduklari, etkinlige
devamlilik, katilim ve isbirlik¢i davraniglarinin ise diisiik diizeyde oldugu (Diken, 2012)
goriilmistiir. Ceber-Bakkaloglu ve Sucuoglu’nun (2000) aragtirmasinda ise zihinsel
yetersizligi olan bebeklerin normal gelisim gdsteren bebeklere gore daha az etkilesim
baslatma, tepki verme, etkilesim siirdiirme ve etkilesimli oyun oynama davranisi
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sergiledikleri buna karsin daha fazla tepki vermeme, olumsuz tepki verme ve istenmedik
davraniglar sergiledikleri tespit edilmistir. Arastirmada elde edilen bulgular
incelendiginde, normal gelisim gosteren c¢ocuklarin OSB’li  ¢ocuklara oranla
etkilesimden daha fazla keyif aldiklar tespit edilmistir. OSB’li ¢ocuklarin anneleri ile
olan etkilesim siirecinde yetiskin ile iletisim baglatmada ve deneyimleri paylasmada
normal gelisim gosteren ¢ocuklara oranla ortak dikkat baglatma ve annelerinin baglattig1
ortak dikkat davraniglarini  yanitlama davranislarinda daha diisik performans
sergiledikleri belirlenmistir. Arastirma sonucuna benzer nitelikte Diken’in (2012)
arastirmasinda da tutarli bigimde, OSB’li ¢ocuklarin anneleri ile olan etkilesimlerinde
etkinligi baglatma diizeyleri ile ortak dikkat davraniglarimin diisiik diizeyde oldugu,
ayrica etkilesim siirecinde duygusal durumlarinin ve etkilesimden keyif alma
diizeylerinin de diisiik diizeyde oldugu belirlenmistir. Bu arastirmanin bulgularinin
dogruladig: ilgili arastirma bulgular incelendiginde ise OSB’li ¢ocuklarin anneleri olan
etkilesimlerinde diisiik diizeyde yanitlayici olduklar1 (Jackson, 2003), sosyal etkilesimi
baslatmay1 reddetme egiliminde olduklari (Adamson ve ark., 2001) goriilmektedir.
Dolayisiyla, ilgili aragtirmalar ve elde edilen bu arastirmanin bulgulari, OSB’li
cocuklarin anneleri ile olan etkilesimsel davranislart ile normal gelisim gosteren
cocuklarin etkilesimsel davraniglar1 karsilastirildiginda, OSB’li c¢ocuklarin OSB’nin
dogasina uygun bir sekilde etkilesimlerinde daha diisiik dikkat diizeyine sahip olduklari,
etkilesimde devamlilik ve isbirligi saglama ile katilimci olma davraniglarinda diisiik
diizeyde performans gosterdikleri sOylenebilir. Ayrica, arastirma sonucunda elde edilen
bulgular dogrultusunda, OSB’li ¢ocuklarin normal gelisim gosteren ¢ocuklara oranla
daha az etkilesimi baslatma davraniglar sergiledikleri ve etkilesim siirecinde etkilesim
ortagi olan annelerine yoOnelik ortak dikkat davraniglarinda daha diisiik performansa
sahip olduklar1 sdylenebilir. Cocuklarin etkilesim davraniglarindan biri olarak kabul
edilen, ortak dikkatin OSB’li ¢ocuklarin normal gelisim gosteren, dil ve gelisimsel
gecikme probelmleri olan ¢ocuklara gore tanisal olarak ayirt edici bir 6zellik oldugu
(Schertz ve Odom, 2004) dikkate alindiginda, arastirma sonuglarina paralel olarak,
OSB’li c¢ocuklarda ortak dikkati baglatma ve yanitlama davraniglarinin yetersiz
olmasinin (Mundy, 1995) beklenen bir sonu¢ oldugu diisiiniilmektedir. Anne-gocuk
etkilesiminin istendik yonde ilerlemesinde iki tarafin da digerinin dikkatini ¢ekebilmesi,
bu dikkati siirdiirebilmesi ve digerine ortak bir deneyimle yasadiklarini hissettirmesinin,
baska bir diger deyisle anne-cocuk arasinda ortak dikkat kurabilmesi onemli rol
oynamaktadir (McCollum ve Hemmeter, 2000).

Bu aragtirmanin bulgularinin  ebeveyn-cocuk etkilesimi baglaminda yapilacak
caligmalara ve uygulamalara katki sunacagi diistiniilmektedir. Cocuklarin dogal
ortamlarinda en fazla birlikte zaman gecirdikleri ebeveynleri ile etkilesimlerinin etkili
olabilmesinde, ebeveyn-cocuk etkilesiminin niteliginin belirlenmesi (Mahoney ve
Wheeden, 1997) erken miidahale alaninda yapilacak uygulamalarin planlanmasinda yol
gosterici  olabilecektir (Ozdemir, 2007). Erken egitim programlarmin g¢ocuklarin
gelisimsel becerilerinin yan1 sira ebeveyn-cocuk etkilesimi degerlendirme sonuglarindan
yararlanilarak hazirlanmasi 6nerilmektedir. S6z konusu erken egitim programlarinda
annelerin, yetersizligi olan ¢ocuklarin gelisimsel 6zelliklerini takip etme, ¢ocuga ait
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davranigsal ipuglarmi fark edebilme, etkilesimi bu ipuglarina gére yonlendirebilme ve
islevsel 0gretme becerilerini kullanabilme konularinda bilgilendirilmesi ve egitilmesi,
ebeveyn-cocuk etkilesiminin istendik yonde gelismesine katki saglayacaktir (Ceber-
Bakkaloglu ve Sucuoglu, 2000, Ozdemir, 2008). Bu baglamda Tiirkiye’de ve yurt
disinda erken miidahale alaninda yiiriitiilen arastirmalarda, ebeveyn merkezli erken
donem hizmet modellerinden biri olan iligki temelli uygulamalarin (Mahoney ve Perales,
2005, Ozdemir, 2008), OSB’li ¢ocuklarin yam: sira gesitli yetersizlik gruplarinda yer
alan ¢ocuklarin gelisimlerinin hizlandirilmasinda olumlu sonuglari rapor edilmektedir
(Aldred, Green ve Adams, 2004; Karaaslan, Diken ve Mahoney, 2011; Kim ve
Mahoney, 2005; Mahoney, Boyce, Fewell, Spiker ve Wheeden, 1998; Mahoney ve
Perales, 2003; Mahoney ve Powell, 1988).

Bu arastirmada c¢alisma grubunda yer alan c¢ocuklarin gelisimsel yaslarina gore
esitlenmemis olmasi ve ebeveynlerinin yas, egitim diizeyleri ve sosyo ekonomik
durumlarinin esitlenmemis olmasi aragtirmanin temel sinirliliklarini olusturmaktadir. Bu
dogrultuda ilerleyen arastirmalarda bu smirlhiliklart dikkate alan, farkli gelisimsel
yetersizlikleri igeren ve ebeveyn-¢cocuk etkilesiminde demografik degiskenlerin etkisini
inceleyen karsilagtirmali aragtirmalarin yapilmasi onerilebilir. Ayn1 zamanda daha fazla
sayida, farkli yas diizeylerinde ve farkli sosyo-kiiltiirel diizeyden se¢ilmis OSB’li ve
normal gelisim gosteren c¢ocuklar ve ebeveynlerinin yer alacagi calisma gruplari
iizerinde ebeveyn-cocuk etkilesimlerinin incelenmesi onerilebilir.
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A Comparison of
Parents-Child Interactions
. of Children with Autism
Spectrum Disorders and
Ut Ozkabat with their Parents and

Typically Developing
Children and their Parents

Abstract

Ayse Tuba Ceyhun !

The purpose of this study was to examine interactional behaviors of typically developing children
(n:30) and children with autism spectrum disorders (n:30) with their parents. Participating parents’
interactions with their children were recorded and video recordings were analyzed using the Turkish
Version of Maternal Behavior Rating Scale (TV-MBRS; Diken, 2009) and the Turkish Version of
Child Behavior Rating Scale (TV-CBRS; Diken, 2009). Study results showed that while parents of
children with ASD displayed a lower level of emotional expressiveness and responsive interactional
behaviors towards their children, there was no significant difference between parents of children
with ASD and typically developing children in regard to achievement oriented behaviors. However,
study findings indicated that children with ASD showed a lower level of attention and initiation with
their parents compared to typically developing children. Findings of the study were discussed in
relation to the literature on parent child interactions of typically developing Turkish children and
children with ASD and suggestions for further research were provided.
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Extended Abstract

According to Kanner (1943), deficits in social attention is a defining characteristic of
autism. Researchers argue that parents have more effects in supporting their children’s
development when compared to professionals and other adults (Mahoney & Perales,
2007). Since children with autism spectrum disorders (ASD) have limited social
engagement skills, this increases the value of parent-child relationship during daily
interactions (Meirsschaut, Roeyers and Warreyn, 2011). On the other hand, researchers
emphasize that ASD is a disorder that affects the quality of parent-child relationships
significantly. The interactional style of children with ASD and their mothers have been
an issue for many years. Early discussions were based on Kanner’s (1943) initial
explanations about mother-child interactions as a uni-directional way of socialization in
early childhood period. Kanner argued about the mothers’ effects on child development.
In response to this opinion, some other theorists (for example Ainsworth, Blehar, Waters
and Wall, 1978; Bell, 1968; Bowlby, 1969; 1982) suggested that the interactions
between mothers and their children were bi-directional (Doussard-Roosevelt, Joe,
Bazhenova, and Porges, 2003).

Even though early researchers discussed about mothers of children with ASD having
cold parenting styles (for example Bettelheim, 1967; Kanner, 1943), recent studies
showed that mothers of children with ASD display extraordinary adaptations during
their interactions with their children, as opposed to Bettelheim’s (1967) original
“refrigerator mothers” definition, which shows that mothers of ASD adapt their
behaviors to their children’s interactional levels during their mother-child interactions
(Doussard-Roosevelt et al., 2003).

In this line of research, general aim of study is to examine interactional behaviors of
Turkish children with ASD and their mothers and typically developing Turkish children
and their mothers in regard to mother-child interactional styles. Thus, the purpose of this
study has two folds: 1) Do the interactional behaviors of mothers of children with ASD
show any difference compared to interactional behaviors of mothers of typically
developing children? and 2) Do the interactional behaviors of children with ASD show
any difference compared to interactional behaviors of typically developing children?

Method

Participants

A total of 30 children who had a clinical diagnosis of autism spectrum disorders aged
between 30-72 months and their parents participated in the study. A comparison group
consisted of 30 typically developing children aged between 9-27 months and their
mothers. All participants lived in Turkey, Ankara, Isparta and Istanbul. The participant
selection criteria were as follows: a) being at a chronological age between 30-72 months,
b) having a diagnosis of autism spectrum disorders, c) having severe level of ASD, and
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d) having no additional disabilities. Typically developing children did not have any
mental health or developmental problems based on their parent reports. All mothers
were volunteered to join the study.

Of children with ASD, 2 were girls, 28 were boys. Their ages were ranged between 30-
72 months (X=45, ss= 8). Of the typically developing children, 7 of them were girls, 23
of them were boys. Their ages were ranged between 9-27 months (X=18,5 , ss= 6).
Gilliam Autism Disorder Rating Scale-2-Turkish version (GOBDO-2-TV; Diken, 2010)
was used in order to determine the children’s ASD levels. Based on the scale results, all
children with ASD displayed severe levels of ASD symptoms.

Data Collection Tools

In order to collect the study data, the Turkish version of the Maternal Behavior Rating
Scale (TV-MBRS) and the Turkish version of the Child Behavior Rating Scale (TV-
CBRS) were used. The Turkish version of Maternal Behavior Rating Scale (TV-MBRS;
Diken, 2009), TV-MBRS (Diken, 2009) is a 5-point Likert-type scale developed to
assess the interactional behaviors of parents with their children (Diken, 2009). Mahoney
et al. (2008) developed the MBRS and Diken (2009) has carried out the validity and
reliability studies of the Turkish version of the scale. In addition, the Turkish version of
the Child Behavior Rating Scale (TV-CBRS; Diken, 2009) TV-CBRS (Diken, 2009)
was developed to assess interactional behaviors of children (Mahoney and Wheeler,
1999) and the scale was translated into Turkish by Diken (2009).

Data Collection Process

In order to collect parent-child interactional dyads, each mother child pairs played with
each other in an unstructured play environment. Mother and child play interactions were
recorded for 15 minutes. Play interactions were coded by two researchers using the
Turkish version of the MBRS and the CBRS. Prior to the coding procedure, the
researchers received training from a research assistant who had a formal training and
experience in regard to the coding procedure of the MBRS and the CBRS. Interrater
reliability between the observers were calculated and reported as %86.

Findings

Findings Regarding Interactional Behaviors of Parents of Children with Autism
Spectrum Disorders and Typically Developing Children

Results showed that the mean of sensitivity and inventiveness of parents of typically
developing children was higher than the mean of parents of children with ASD. In
expressiveness subscale, study results showed that the parents of typically developing
children had higher scores than the parents of children with ASD. In achievement-
directiveness subscales, findings indicated that the parents of children with ASD and
parents of typically developing children had no difference. Total mean of the scale also
indicated that the parents of typically developing children had higher means than the
parents of children with ASD.
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Findings Related Interactional Behaviors of of Children with ASD and Typically
Developing Children

Study findings showed that the mean of Attention subscale of typically developing
children was higher than the mean of children with ASD. In addition total scores of the
TV-CBRS scale indicated that typically developing children had a higher mean than the
mean of children with ASD.

Discussion

Study results showed that the parents of typically developing children displayed more
sensitivity and responsivity when compared to interactional behaviors of the parents of
children with ASD. These results were consistent with other study results that examine
the interactional styles of mothers of children with autism spectrum disorders using the
TV-MBRS (Diken, 2012). Researchers reported that parents of children with ASD have
difficulty in developing or continuing interactions with their children with ASD and
display low levels of responsivity (Ekas et al., 2010; Spiker et al., 2002; Toret and et al.,
2012; Yoder et al., 1998). Studies conducted with parents of the children with
developmental disabilities also suggest that the parents of the children with
developmental disabilities display more directive but less responsive behaviors
compared to the parents of typically developing children (Cunningham, Reuler,
Blackwell and Deck, 1981; Mahoney & Powell, 1988). Similar results were obtained
with Turkish children with developmental disabilities and their mothers (Ceber-
Bakkaloglu & Sucuoglu, 2000). Current study findings also showed that the parents of
typically developing children display more emotional expressive behaviours compared
to the parents of children with ASD. Similar results were reported in Diken’s (2009)
study as well.

In this study, interactional behaviors of children with ASD were compared to
interactional behaviors of typically developing children. Overall, children with ASD
displayed less attention behaviors and less initiation behaviors when compared to
typically developing children. The findings of this study may contribute to future studies
and early intervention practices. Identification of parent-child interactional problems
(Mahoney & Wheeden, 1997) can be a guideline in designing responsive interventions.
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Gorme Yetersizliginden
Cem Astn' Etkilenen ve Normal Gelisim
——— Gosteren Cocuklarin Oyun
e Conuk Cesitlilik ve Karmasikhk
Diizeylerinin Incelenmesi

Oz

Bu arastirmada, yaglari 3 ile 6 arasinda olan az goren, total gorme engelli ve normal gelisim
gosteren ¢ocuklarin oyun cesitlilik ve karmagsiklk diizeylerinin karsilagtirilmast amaglanmigtir.
Aragtirmanin ¢alisma grubunu; 2013-2014 egitim-6gretim yihinda, Ankara ilinde Milli Egitim
Bakanhigi’na bagh resmi ilkogretim okullart ve ézel ozel egitim kurumlarina devam eden 40 ¢ocuk
olusturmustur. Arastirma verileri ¢ocuklarla dogal oyun baglaminda, arastirmaci-¢ocuk oyun
etkilesimi araciligiyla toplanmistir. Arastirmada ¢ocuklarin sergiledikleri oyun c¢esitliligi, Ayni,
Farkli ve Oyun Disi davranis kategorilerinde kodlanirken; oyun karmasiklik diizeyleri ise Sembolik,
Islevsel ve Islevsel Olmayan Oyun davramslar: kategorilerinde kodlanmistir. Arastirma bulgular: az
goren, total gorme engelli ve normal gelisim gdsteren ¢ocuklarin oyun cesitliliklerinin Aym ve
Farkli oyun davramgslar: kategorilerinde anlamli olarak farklilastigini;Oyun Disi  davranis
kategorisinde ise anlaml olarak farkhilagmadigini gostermistir. Ayrica arastirma bulgular, az
goren, total gorme engelli ve normal gelisim gosteren ¢ocuklarin oyun karmasiklik diizeylerinin
Sembolik ve Islevsel Olmayan Oyun davramslar kategorilerinde anlamli olarak farkhilastigina;
Islevsel Oyun kategorisinde ise anlamli olarak farkhilasmadigina isaret etmistir. Arastirmanin
bulgulari alanyazin ger¢evesinde tartisilmis ve uygulamalara yonelik onerilere yer verilmistir.

Anahtar Kelimeler: Oyun, gérme yetersizliginden etkilenen ¢ocuklar, oyun cesitliligi, oyun
karmagiklig.
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Giris

Oyun, cocuklar1 motive eden, ¢ocuklarin 6grenme ve gelisim siirecini destekleyen
onemli bir etkinlik (Lifter ve Bloom, 1998) ve ayn1 zamanda dnemli bir gelisim alanidir
(Parten, 1933; Unsal, 2003). Pek ¢ok arastirmaci oyunun, ¢ocuklarmn sosyal, duygusal,
dil, iletisim, biligsel ve fiziksel gelisim alanlarindaki ilerlemelerle dogrudan iliskili
oldugunu gostermistir (Casby, 2003; Parsons, 1986; Saracho, 1996; Shim, Herwig ve
Shelley, 2001; Swindells ve Stagnitti, 2006).

Cocuk gelisimindeki 6nemi ve gelisimin bir aynasi olmasi nedeniyle oyun (Lifter ve
Bloom, 2008; Linder, 1993; Ozdemir, 2011), ézellikle risk altinda olan cocuklarin
degerlendirilmesinde kullanilmakta (Frey ve Kaiser, 2011) ve degerlendirme sonuglarina
dayandirilarak egitim programlarinda gelisimi destekleyici oyun aktivitelerine genis yer
verilmektedir (Lifter, 2008; Lifter, Ellis, Cannon ve Anderson, 2005; Fewel ve Rich,
1987). Ozellikle yetersizlikten etkilenen veya risk altinda olan ¢ocuklar i¢in hazirlanan
erken ¢ocukluk 6zel egitim programlarinda, geleneksel degerlendirme yontemlerinin
yanisira alternatif degerlendirme yaklasimi olarak oyun temelli degerlendirme teknikleri
yaygin olarak kullanilmaktadir (Bagnato ve Neisworth, 1994; Cherney, Kelly-Vance,
Glover, Ruane ve Ryalls, 2003; Myers, McBride ve Peterson, 1996). Standart
degerlendirme araglarinin kiiclik yas grubu cocuklarin degerlendirilmesinde getirdigi
onemli smirliliklar (Kelly-Vance, Needelman, Troia ve Ryalls, 1999), arastirmacilari
oyuna dayali alternatif degerlendirme teknikleri gelistirmeye yOneltmistir (Cherney ve
ark., 2003). Oyuna dayali degerlendirmeler; ¢ocuklarin oyun sirasinda goézlenmesi,
gdzlem sonuglarinin analiz edilmesi ve yorumlanmas: ile uygulanmakta (Ozdemir,
2011) ve islevsel bir degerlendirme teknigi olarak kabul edilmektedir (Cherney ve ark.,
2003). Arastirmacilar geleneksel yontemlerle karsilastirdiginda, oyuna dayal
degerlendirmelerin alternatif degerlendirme araci olarak kullanilmasinin  6nemli
avantajlar1 oldugunu aciklamaktadirlar (Linder, 1993). Ornegin, oyun aktivitelerinin
cocuklarin dogal rutini igerisinde ger¢eklesmesi, cocuklarin dogal ortam igerisinde
gbzlemlenebilmesine olanak saglamaktadir (Dykeman, 2008; Lifter, Azaroff-Sulzer,
Anderson ve Cowdery, 1993). Erken ¢ocukluk doneminde ¢ocuklarin standartlastirilmis
Oleme araglart araciligiyla degerlendirilmesinde, ¢ocuk davraniglarinin  dogal
etkilesimsel baglamlarda gézlemlenememesi veya sergilenmesi beklenen davraniglarin
testte yer alan maddelere bagli olmas1 gibi bazi sinirhiliklar yaganabilirken, oyuna dayali
degerlendirmelerin dogal etkilesimsel baglamlarda uygulamalarinin gergeklestirilmesi
nedeniyle ¢ocuklarin maksimum diizeyde gelisimsel performans sergilemeleri miimkiin
olmaktadir (Kelly-Vance ve Ryalls, 2008). Ek olarak oyuna dayali degerlendirmeler,
cocuklarin sergiledikleri gelisimsel ilerlemelerin izlenebilmesi ve degerlendirilebilmesi
amaciyla aile, dgretmen, arastirmaci vb. gibi gozlemcilere esnek ve dogal ortamlar
saglamaktadir (Cherney ve ark., 2003). Oyuna dayali degerlendirmenin Onemli
avantajlarindan bir digeri ise risk altinda olan ve yetersizlikten etkilenen ¢ocuklarin
ailelerinde daha az stres olugturmasidir (Nagnon ve Nagne, 2004). Nagnon ve Nagne
yetersizlikten etkilenen ¢ocuga sahip olan ailelerin oyun aktiviteleri sirasinda
cocuklarinin  normal gelisim goOsteren akranlarina daha benzer davranislar
sergilediklerini diistindiiklerini rapor etmislerdir. Tiim bu avantajlarina ragmen oyuna
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dayali degerlendirmeler, ¢ocuklarin sergiledikleri oyun davraniglarint 6lgme,
smiflandirma, degerlendirme ve tanimlamada yasanan giigliikler (Stagnitti, 2004) ve
standardizasyonu saglama siirliliklart nedeniyle uygulamalarda g¢esitli problemlere de
neden olabilmektedir (Ozdemir, 2011).

Oyun aracilifiyla ¢ocuklarin sosyal ve biligsel gelisimlerinin degerlendirilmesi ve
cocuklarda oyun gelisimini daha iyi anlamak amaciyla, farkli oyun kategorileri
gelistirilmis ve g¢ocuklarin oyun davranislarinin sirasini belirleyen oyun taksonomileri
olusturulmustur (Libby, Powell, Messer ve Jordan, 1998; Lifter, 2008; Parten, 1932;
Piaget, 1962). Ornegin ¢ocuklarin sosyal gelisimdeki ilerlemeleri ile beraber oyunun
sosyal boyutu yalniz oyun, paralel oyun, beraber oyun ve isbirlik¢i oyun olarak
kategorize edilirken (Parten, 1932); biligsel gelisim ile iligkili boyutu ise ise alistirmali
oyun, sembolik oyun ve kuralli oyun evrelerinde incelenmektedir (Piaget, 1962). Lifter
ve ark. (1993) ile Kasari, Freeman ve Paparella (2006) ise oyunun biligsel boyutunu;
sembolik oyun, islevsel oyun ve islevsel olmayan oyun olmak iizere ii¢ kategori de
incelemislerdir. Islevsel olmayan oyun, ¢ocugun tiim nesnelerle nesnenin islevsel
ozelliklerinden bagimsiz olarak vurma, atma, sallama, agzina alma gibi ayni oyun
davraniglarin1 gerceklestirmesidir (Frey ve Kaiser, 2011). Islevsel oyun, dis goriiniis
olarak giinliik hayatta kullanilan objelere benzeyen oyuncaklarla oynanan oyuncagin
amacina uygun kullanimini betimlerken (Kasari ve ark., 2006), sembolik oyun ise bir
nesneyi bagka bir nesnenin yerine koyarak, o nesnenin igermedigi bir 6zellige sahipmis
gibi kullanilarak oynanan oyunlar1 kapsamaktadir (Baron-Cohen, 1987). Cocuklar
islevsel oyun oynarken kasikla yemek yer gibi kasig1 agzina gotiirme, kamyonu siirme,
kaplart i¢ ige gecgirme gibi cesitli davranig Oriintiilerini sergileyebilirler. Sembolik
oyunda ise oyuncak bebek, besik, tencere, tabak, kasik, catal ve bicak gibi oyuncaklarin
kullanilmas: ile g¢ocuklar hayali oyun davraniglarini sergilerler. Erken ¢ocukluk
doneminde ¢ocuklar genellikle sembolik oyun diizeyi oncesinde, islevsel ve sembolik
eylemler iceren islevsel oyun davraniglart sergilemektedirler (Frey ve Kaiser, 2011).
Tim bu kategoriler ardil olup, ¢ocuklarin biligsel gelisiminde goriilen ilerlemelerle
esgiidiimlii olarak gdzlendigi kabul edilmektedir (Ozdemir, 2011).

Aragtirmalar, ¢gocuklarin sergiledikleri sembolik oyun davraniglari ile biligsel gelisimleri
arasinda dogrusal bir iliski oldugunu gostermektedir (Baron-Cohen, 1987). Bu anlamda
cocuklarin islevsel olmayan, islevsel veya sembolik oyun davranislar1 gibi farkl biligsel
oyun becerilerini sergilemeleri, ¢ocuklarin biligsel gelisimlerinin 6nemli bir gostergesi
olarak da kabul edilir (Ozdemir, 2011). Ornegin, Mahoney ve Perales (2008) down
sendromlu ii¢ ¢ocugun oyun davranislarina iligskin yaptiklari bir arastirmada, yaslar1 12,
24 ve 36 ay olan ii¢ cocugun gelisimini degerlendirmis ve ¢cocuklarin gelisim diizeylerini
sirastyla 6, 13 ve 18 ay diizeyinde belirlemislerdir. Ayrica aragtirmacilar ¢ocuklarin
oyun davraniglarini incelemisler ve ¢ocuklarin takvim yaglarindan farkli olarak, gelisim

yaslarina uygun seviyede oyun becerileri sergilediklerini géstermislerdir.
Oyun, normal gelisim gosteren ¢ocuklarin gelisim ve dgrenme siirecinde oldugu gibi,

gorme yetersizliginden etkilenen cocuklarin gelisim ve Ogrenme siirecinin
desteklenmesinde de 6nemli bir gelisim alanm1 olarak kabul edilmektedir (Skellenger ve
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Hill, 1994). Arastirmalar, gérme yetersizliginden etkilenen ¢ocuklarda ¢evreden alinan
gorsel uyaran sinirliliginin ¢ocuklarin oyun becerilerini olumsuz ydnde etkiledigini
gostermektedir (Lewis, Norgate, Collis ve Reynolds, 2000). Normal gelisim gosteren
cocuklar, dogal ortam ve giinliik yasam rutinleri icinde sistematik bir Ogretime
gereksinim duymadan, cevrelerindeki insanlar1 gozleyip, taklit ederek farkli oyun
becerilerini 6grenebilirken (Zanandrea, 1998), gérme yetersizliginden etkilenen ¢ocuklar
oyun becerileri ediniminde daha fazla tekrara, siireye ve destege gereksinim
duyabilmektedirler (Recchia, 1987). Gorme yetersizliginden etkilenen ¢ocuklarin gorsel
siirliliklarinin yanisira, ¢ocuga yonelik tutumlar, asir1 koruyucu davraniglar, var olan
gelisimsel problemler ya da gecikmeler, ¢evresel degisimler ya da ortam degisiklikleri,
cocukla sinirh etkilesime girme ve ¢ocuga yonelik ilgi eksikligi gibi cesitli faktorler de
gorme  yetersizliginden  etkilenen  ¢ocuklarin  oyun  becerilerini = olumsuz
etkileyebilmektedir (Ataman, 1983; Lieberman ve MacVicar, 2003; Milteer, Ginsburg
ve Mulligan, 2012; Rettig, 1994). Ancak arastirmalarda gérme yetersizliginden etkilenen
cocuklarla karsilastirildiklar1  normal gelisim  goOsteren ¢ocuklarin  gelisimsel
performanslarini eslestirme giicliikkleri goérme yetersizliginden etkilenen ¢ocuklarin oyun
becerileri 6zelliklerini belirlemeyi giic hale getirmektedir (Gerhardt, 1982; Recchia,
1997).

Alanyazinda gorme yetersizliginden etkilenen c¢ocuklarla gerceklestirilen oyun
aragtirmalart smirli sayida olmasina karsin (Buultjens ve Ferguson, 1994), gérme
yetersizliginden etkilenen c¢ocuklarin oyun davraniglarint  degerlendiren farkli
arastirmalar bulunmaktadir (Bishop, Hobson ve Lee, 2005; Filaccio, 2008; Kiligoglu,
2006; Schneekloth, 1989; Skellenger, Rosenblum ve Jager, 1997; Troster ve Brambring,
1994). Arastirmalarda, normal gelisim gosteren akranlarina gore gérme yetersizliginden
etkilenen cocuklarin oyun becerilerinin daha az g¢esitlilik gdsterdigi ve basit oyun
davraniglarini igerdigi (Troster ve Brambring, 1994), ayn1 zamanda bireysel (tek basina)
ve tekrarlayici oyunlar1 daha ¢ok sergiledikleri belirlenmistir (Filaccio, 2008; Kilicoglu,
2006; Parsons, 1986; Troster ve Brambring, 1994). Ayrica normal gelisim gosteren
akranlarina gore, gérme yetersizliginden etkilenen ¢ocuklarin islevsel oyun becerilerinde
daha az oyun cesitliligi ve sinirli oyun davranislan sergiledikleri de ifade edilmistir
(Adelson ve Fraiberg, 1974; Lewis ve ark., 2000; Ozdemir, Giirel, Ceyhun, Sahin ve
Kiigiikdzyigit, 2011). Islevsel oyun becerilerinin yanisira, gdrme yetersizliginden
etkilenen c¢ocuklarin sembolik oyun becerilerinde de sinirli oyun davranislari
sergiledikleri gozlenmis (Bishop ve ark., 2005; Tait, 1972b) ve diisiik diizeyde sembolik
oyun oynadiklart belirlenmistir (Hughes, Dote-Kwan ve Dolendo, 1998; Rogers ve
Puchalski, 1984). Normal gelisim go0steren akranlarina goére oyun cesitliligi ve
karmagiklig1 incelendiginde gérme yetersizliginden etkilenen ¢ocuklarin daha sinirl
oyun davraniglar sergiledikleri ve oyun evrelerinden nesneleri tanima oyun evresinde
uzun siire kaldiklar1 ifade edilmektedir (Celeste, 2006). Ayrica, oyun sirasinda gorme
yetersizliginden etkilenen c¢ocuklarin, normal gelisim gdsteren c¢ocuklarla olan
etkilesimlerinde uyum sorunlar1 yasadiklar1 (Pogrund, Fazzi ve Lampert, 1996) ve bu
cocuklarin oyun davraniglarina bazi smirliliklarin yansidigr (Bishop ve ark., 2005;
Filaccio, 2008; Parsons, 1986; Troster ve Brambring, 1994) belirtilmektedir. Normal
gelisim gosteren akranlarina gore; gérme yetersizliginden etkilenen g¢ocuklarin oyun
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becerilerinin daha yavas gelistigi (Moller, 1991), ¢evreyi anlama ve tanimada gecikme,
oyun rutinlerinde sadelik ve taklit becerilerinde gecikme olmak {izere ii¢ temel davranis
orlintiisiiniin  gozlemlendigi ifade edilmektedir (Fewel ve Kaminski, 1988). Bu
davraniglarin yanisira, gérme yetersizliginden etkilenen cocuklarin yaraticilik, dikkat
stiresi ve g¢evreyi arastirma vb. gibi becerilerde de sinirli davraniglar sergiledikleri
belirtilmektedir (Recchia, 1997).

Tirkiye’de gérme yetersizliginden etkilenen c¢ocuklarin oyun davranislarini
degerlendiren arastirmalar incelendiginde, sinirlt sayida arastirmalara rastlanilmaktadir
(Giirel, Ozdemir ve Kiiciikdzyigit, 2012; Kilicoglu, 2006; Ozdemir, Giirel ve
Kiiciikdzyigit, 2011; Ozdemir ve ark., 2011; Sahin, 2013). Giirel ve ark. (2012)
tarafindan yapilan bir arastirmada, farkli iki egitim ortaminda gérme yetersizliginden
etkilenen ¢ocuklarin akran etkilesimleri ile oyun davranislart karsilastirilmis, gérme
yetersizliginden etkilenen ¢ocuklarin sinirli oyun davraniglart sergiledikleri ve sinirlt
diizeyde sosyal etkilesime girdikleri belirlenmistir. Benzer olarak bir diger arastirmada
da (Ozdemir ve ark., 2011) farkli iki eitim ortaminda, tersine kaynastirma ve ayri
egitim ortamlarinda, gérme yetersizliginden etkilenen ¢ocuklarin oyun davranislari ile
akran etkilesimleri karsilastirilmis, géorme yetersizliginden etkilenen ¢ocuklara normal
gelisim gosteren akranlariyla birlikte oyun oynama firsati verildiginde, bu ¢ocuklarin
oyun ve sosyal becerilerinin olumlu yonde gelistigi aciklanmistir. Bu calismada ayrica,
iki grup cocugun oyun davraniglari karsilastirilmistir. Normal gelisim gosteren ¢ocuklara
oranla, goérme yetersizliginden etkilenen cocuklarin oyun davraniglarinin nicelik ve
cesitlilik bakimmdan smirli oldugu arastirmacilar tarafindan rapor edilmistir. Bu
bulgularla tutarli olarak Kilicoglu (2006) arastirmasinda, gorme yetersizliginden
etkilenen ¢ocuklarin diisiik diizeyde sembolik oyun davranislar1 sergilediklerini, daha
cok bireysel oyun oynadiklarini ve somut eylemleri gerektiren oyunlar1 daha fazla tercih
ettiklerini ifade etmistir.

Alanyazinda, gorme yetersizliginden etkilenen ¢ocuklarin oyun becerilerinde
sergiledikleri smirliliklara iliskin farkli arastirmalardan elde edilen betimsel bilgilere
ragmen, goérme yetersizliginden etkilenen ¢ocuklarda gérme diizeyinin oyun becerileri
tizerine etkisini inceleyen bir calismaya ulagilamamistir. Gorme yetersizliginden
etkilenen cocuklar heterojen bir gruptur ve c¢ocuklar arasinda gérme yetersizliginden
etkilenme diizeyi 6nemli 6l¢iide farklilasabilmektedir (Ozdemir, 2011). Total gdrme
engelli cocuklar, agir diizeyde gorme kaybi olan ve c¢evrelerini dokunma ve isitme
duyularin1 basat diizeyde kullanarak kesfeden ¢ocuklardir. Az géren ¢ocuklar ise gérme
becerilerindeki kayba ragmen basat Ogrenme kanali olarak gorme becerilerini
kullanmaya devam eden cocuklardir (Ozdemir, 2011). Alanyazindaki bu o6nemli
boslugun doldurulmasi, farkli diizeyde gérme kaybi olan ¢ocuklarin oyun becerilerinin
normal gelisim gosteren akranlarinin oyun becerileri ile karsilastirilmasi ile miimkiindiir.
Ote yandan Tiirkiye’de, Tiirk kiiltiiri baglaminda yetisen gdrme yetersizliginden
etkilenen c¢ocuklarin oyun becerileri iizerine son derece sinirli sayida arastirma
uygulamalar1 gergeklestirilmistir (6rn, Giirel ve ark., 2012; Kiligoglu, 2006; Ozdemir ve
ark., 2011; Ozdemir ve ark., 2011; Sahin, 2013). Ek olarak, alanyazinda c¢ocugun
gelisimsel performansi, yasi, cinsiyeti, ailesinin ekonomik diizeyi, oyuna iligkin
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degerleri, icinde bulundugu kiiltiir ve kiltiirel farklhiliklar gibi, cocuklarin oyun
davraniglarin1 etkileyen ¢esitli unsurlarin oldugu aciklanmaktadir (Diken, 2012;
Pehlivan, 2005). Gorme yetersizliginden etkilenen cocuklarin gérme diizeylerinin
cocuklarin oyun becerileri iizerindeki etkisinin anlagilmasi, risk sergileyen goérme
yetersizliginden etkilenen cocuklarin erken yaglardan itibaren desteklenerek oyun
becerileri ve genel gelisimin desteklenmesinin Oniinii acacaktir. Bu nedenle, bu
aragtirmada okul oncesi donem 3-6 yas aralifinda olan az gdren, total gérme engelli ve
normal gelisim gosteren c¢ocuklarin oyun c¢esitlilik ve karmasiklik diizeylerinin
karsilastirilmasi; ayni zamanda ¢ocuklarinin oyun davraniglar1 iizerinde goérme
diizeylerinin etkisinin olup olmadiginin belirlenmesi amaclanmistir. Bu amag
dogrultusunda arastirmada asagida yer alan iki arastirma sorusuna yanit arannmustir. ilk
olarak; Normal gelisim gosteren, total gérme engelli ve az goren cocuklarin oyun
cesitlilik diizeyleri arasinda anlamli bir farklilik var midir? sorusuna yanit aranmis,
ikinci olarak ise; Normal gelisim gosteren, total gérme engelli ve az géren ¢ocuklarin
oyun karmasiklik diizeyleri arasinda anlamli bir farklilik var midir? sorusu incelenmistir.

Y ontem

Calisma Grubu

Arastirmanin c¢alisma grubunu 2013-2014 egitim-6gretim yilinda, Ankara ili sinirlar
icinde Milli Egitim Bakanligi’na bagli resmi ilkdgretim okullarinin anasimiflar1 ve 6zel
ozel egitim kurumlarina devam eden, yaglari 3 ile 6 arasinda de§isen gorme
yetersizliginden etkilenen (az goren ve total gérme engelli) ve normal gelisim gosteren
cocuklar olusturmustur. Arastirmanin ¢alisma grubunda; normal gelisim gosteren, az
goren ve total gorme engelli ¢cocuklardan olusan {i¢ alt grup yer almistir. Calisma grubu;
20 normal gelisim gosteren, 10 az goren ve 10 total gérme engelli cocuk olmak iizere
toplam 40 cocuktan olugmustur. Calisma grubunda yer alan normal gelisim gosteren
cocuklarin, 14’1 (%70) kiz ve 6’s1 (%30) erkek, az géren ¢ocuklarin, 2’si (%20) kiz ve
8’1 (%80) erkek, total gorme engelli cocuklarin ise, 8’1 (%80) kiz ve 2’si (%20) erkektir.
Calisma grubunda yer alan tiim ¢ocuklarin (n=40) yas ortalamasi 4 yas 5 ay iken, normal
gelisim gosteren ¢ocuklarin 4 yas 4 ay, az goren ¢ocuklarin 4 yas 6 ay ve total gérme
engelli ¢cocuklarin ise 4 yas 5 aydir. Calisma grubunda yer alan ¢ocuklarin yer aldiklari
grup, yas ve cinsiyet degiskenlerine gore dagilimlar1 Tablo 1°de verilmistir.

Arastirmanin c¢alisma grubuna dahil edilen c¢ocuklarin belirlenmesinde kullanilan
katilimc1 se¢im Olgiitleri gérme yetersizliginden etkilenen c¢ocuklar icin, a)3-6 yas
araliginda olma, b)az géren veya total gorme engelli tanis1 almis olma, c)herhangi bir ek
yetersizlik ve gelisimsel gecikme sergilememe ve d)bir yetiskin ile en az 5 dakika oyun
etkilesiminde kalabilme olarak belirlenmistir. Normal gelisim gosteren ¢ocuklar igin
arastirma Ol¢iitleri, a)3-6 yas araliginda olma, b)bir yetiskin ile en az 5 dakika oyun
etkilesiminde kalabilme ve c)herhangi bir yetersizlik ve gelisimsel gecikme sergilememe
oOlciitleri uygulanmistir. Cocuklarin belirlenmesinde, ¢ocuklarin 6gretmenleri ve aileleri
ile goriismeler yapilarak ¢ocuklar hakkinda bilgiler elde edilmistir. Elde edilen bilgilere
gore belirlenen Olgiitleri karsilayan cocuklar, arastirmanin g¢aligma gruplarina dahil
edilmistir.
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Tablo 1.
Calisma grubunda yer alan ¢ocuklarin dagilimi
Yer aldiklar: gruplar NGG AG TGE
20 10 10
Kiz 14 2 8
Cinsiyetleri Erkek 6 8 2
3 Yas 4 2 3
4 Yas 5 2 2
Yaglar 5Yas 9 4 2
6 Yas 2 2 3

NGG: Normal Gelisim Gosteren, AG: Az Goren, TGE: Total Gorme Engelli.

Oyun Davranist Gozlem Verileri

Arastirma kapsaminda arastirmaya katilan ¢ocuklarin oyun davranisi gézlem verileri,
cocuklarin oyun ¢esitliligi ve oyun karmasiklik diizeyi alanlarinda incelenmistir. Oyun
cesitliligi; Farkli, Ayn1 ve Oyun Dis1 oyun davranislar kategorilerinde kodlanmis, oyun
karmagiklik diizeyi ise Islevsel Olmayan Oyun, Islevsel Oyun ve Sembolik Oyun
kategorilerinde kodlanmustir.

Oyun Cesitliligi

Oyun ¢esitliligi, ¢ocuklarin oyuncaklarla sergiledikleri oyun davraniglar icerisinde, o
oturum icerisinde sergilemedikleri, farkli oyun davranislarini ifade etmektedir (Frey ve
Kaiser, 2011). Arastirmaya katilan ¢ocuklarin oyun ¢esitlilikleri, Frey ve Kaiser’in oyun
cesitliligi lizerine yaptiklar1 arastirma temel alinarak ti¢ farkli kategoride Ayni, Farkli ve
Oyun Dis1 davranis kategorilerinde incelenmistir. Bu kapsamda Ayni oyun davranisi,
cocuklarin ayni oturum (oyun siiresi) siiresince sergiledikleri oyun davraniglarinin
birbirine benzer veya ayni oldugunu ve ¢ocuklarin tekrarlayici oyun oynadiklarini ifade
etmektedir. Bir diger ifadeyle, ¢ocuklarin daha onceden sergilemis olduklari oyun
davraniglarini, oyun siiresi boyunca tekrar sergilemeleri ayn1 oyun davranisi olarak kabul
edilmistir. Ornegin, incelenen gézlem diliminde tekrarli olarak ¢ocugun arabayi bir ileri
bir geri siirmesi veya oyuncak bebege yemek yedirmesi gibi davraniglar, Ayn1 oyun
davranig1 olarak kabul edilmistir. Bu kapsamda s6z konusu 6rnek oyun davranislari
cocuk ilk sergiledigine Farkli olarak kodlanmig ancak tekrarinda Ayni olarak
kodlanmustir.

Farkli oyun davranisi, c¢ocuklarin ayni oturum siiresince sergiledikleri oyun
davraniglarinin birbirlerinden farkli oldugunu ve ¢esitlilik gosterdigini ifade etmektedir.
Bir diger ifadeyle, incelenen zaman diliminde, cocuklarin oyun siiresi boyunca
sergilemedikleri farkli veya cesitli oyun davraniglarini sergilemeleri, Farkli oyun
davranislar1 olarak kabul edilmektedir. Ornegin, 10 dakikalik oyun diliminde, ¢cocugun
once legolarla oynamasi, sonra bebekle oynamasi, daha sonra araba slirmesi Farkli oyun
davraniglart olarak kodlanmistir. Ayni oyuncakla niteliksel olarak farkli bir oyun
davranisin sergilenmesi de Farkli oyun davramsi olarak kodlanmistir. Ornegin once
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bebegin karninin doyurulmasi, sonra gezmeye ¢ikarilmasi, ardindan bebegin uyutulmasi
Farkli oyun davranislari olarak kabul edilmistir.

Oyun dis1 davranig, c¢ocuklarin ayni oturum siiresince sergiledikleri davraniglarin
materyalin amacina uygun olmadan veya herhangi bir islev icermeden kullanilmas1 ve
herhangi bir amag¢ tasimayan ya da sadece uyarim amaci igeren davraniglari ifade
etmektedir. Ornegin, ¢ocugun legolar1 eline alarak sallamasi, oyuncaklar1 vurma veya
atma vb. gibi davraniglar sergilemesi oyun dis1 davranis kategorisinde
degerlendirilmistir. Ayn1 zamanda uygulamaciya soru sorma, oyun baglami digindaki
konusmalar vb. gibi s6zel ifadeler veya problem davranislar, oyun dis1 davranislar olarak
kabul edilmistir (Hughes ve ark., 1998).

Oyun Karmasiklik Diizeyi

Calisma grubunda yer alan ¢ocuklarin oyun karmasiklik diizeylerinin belirlenmesinde
Lifter ve ark. (1993) ile Kasari ve ark. (2006) tarafindan belirtilen Sembolik Oyun,
Islevsel Oyun ve Islevsel Olmayan Oyun davrams kategorileri ve tanimlart
kullanilmistir. Buna gore; Sembolik oyun bir oyuncaga gorev, islev veya yetenek
vererek o oyuncagi baska bir oyuncagin yerine kullanmay1 ifade etmektedir (Kasari ve
ark., 2006). Ornegin oyuncak bebek, besik, tencere, tabak, kasik, catal ve bicak gibi
oyuncaklar kullanilarak hayale dayali oyun davranislarinin sergilenmesi, ¢ocuklarin
sembolik oyun davraniglart sergiledigini gostermekte, ayn1 zamanda bu oyuncaklar
kullanilarak oynanan oyunlar sembolik oyun olarak ifade edilmektedir.

Islevsel oyun, oyuncagin islevine uygun kullanimi ile sergilenen oyun davramislarini
ifade etmektedir (Kasari ve ark., 2006). Ornegin araba, telefon, i¢ ice gecen kaplar ve
kiip gibi oyuncaklarin ya da materyallerin islevine uygun olarak kullanilmasi ¢ocuklarin
islevsel oyun davranislar sergilediklerini gostermekte, ayni zamanda bu oyuncaklarin
kullanimt ile oynanan oyunlar iglevsel oyun davranislari olarak ifade edilmektedir.

Islevsel olmayan oyun, g¢ocugun oyuncaklari manipiile etmeden oynamasi ve
tanimlanamayan herhangi bir oyun davranisi sergilemesi olarak ifade edilmektedir
(Lifter ve ark., 1993). Ornegin bebek, besik, tencere, ocak, tabak, kasik, catal, araba,
telefon ve kiip gibi oyuncaklarin sallanmasi, islevine uygun olmadan kullanilmasi,

vurulmasi ve atilmasi gibi oyun davranislari, islevsel olmayan oyun davraniglarina 6rnek
olarak ifade edilebilir.

Gozlem Verilerinin Toplanmasi

Arastirma kapsaminda aragtirmaya katilan c¢ocuklarin  oyun davraniglarinin
incelenebilmesi amaciyla serbest oyun etkilesimi baglaminda, arastirmaci ile katilimci
cocuklar arasinda 15°er dakikalik bire bir oyun oturumlart gergeklestirilmistir.
Arastirmanin gozlem verilerini toplama siireci, tiim katilimci ¢ocuklarin devam ettikleri
okullarin oyun odalarinda gerceklestirilmistir. Oyun odalar1 yer zemini hali ile kapl,
bityiiklikleri 10-14 m* (metrekare) arasinda olan ve igerisinde cesitli oyuncaklar bulunan
odalardir. Ayrica, oyun odalarinda cocuklar i¢in masa, sandalye, arag-gere¢ ve
oyuncaklarin yerlestirildigi dolaplar, ¢esitli oyuncaklar ve minderler bulunmustur. Oyun
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oturumunda, ¢ocuk ve arastirmaci yliz yilize olacak sekilde yerde halinin iizerinde
oturmustur. Gozlem siireci, arastirmaci ve ¢ocugun birlikte oyun oynamasi ile
baslamistir. Her ¢ocuk icin ortalama 15 dakika siiresince oyun etkilesimi siirdiiriilmiis ve
tim katilimcilarla gergeklestirilen gozlem siiregleri video kamera ile kayit altina
alimmigtir. Oyun odasinda davranisi gozlemlenecek olan cocuk, ¢ocukla etkilesime
girecek olan uygulamaci arastirmact ve gozlem siirecini video kamera ile kayit altina
alan ikinci bir arastirmaci olmak {izere toplam ii¢ kisi bulunmustur.

Cocuklarin oyun c¢esitlilik ve karmasiklik diizeylerinin degerlendirilmesi amaciyla
gerceklestirilen veri toplama siireci, aragtirmacilar tarafindan belirlenmis olan uygulama
basamaklarn takip edilerek gerceklestirilmistir. Gozlem siirecindeki tiim basamaklar her
cocuk i¢in ayr1 olacak sekilde ortalama 15 dakika boyunca kamera ile kayit altina
alimmistir. Bu kapsamda, arastirma verilerini toplama siirecinde ilk olarak, uygulamaci
ile cocuklar arasinda olumlu iletisim ve etkilesimin kurulabilmesi amaciyla, uygulamaci
calismaya baslamadan Once ¢ocuklarla konusmus, kendini tanitmis ve ¢ocuklari
tanimaya ¢aligmistir. Daha sonra uygulamaci, ¢ocuklara birlikte oyun oynayacaklarini
ifade etmistir. Ikinci olarak, gérme yetersizliginden etkilenen ¢ocuklarin oyuncaklara
erisimlerinin saglanabilmesi amaciyla, oyuncaklar, gérme yetersizliginden etkilenen
cocuklarin sag ve sol yaninda olacak sekilde yan yana dizilmistir. Veri toplama siirecinin
standart bir sekilde tamamlanabilmesi amaciyla oyuncak seti, normal gelisim gosteren
cocuklarin da sag ve sol yaminda olacak sekilde dizilmistir. Ugiincii olarak, gdrme
yetersizliginden etkilenen az goren ve total gérme engelli cocuklarin gorsel algilarindaki
simirliliktan dolayr oyuncaklar1 taniyabilmeleri ve ortamda hangi oyuncaklarin
bulundugunu 6grenebilmeleri amactyla oyuncaklar belirli bir sira ile katilimci ¢ocuklara
tanitilmistir.  Ayrica, cocuklara tanitilan oyuncaklarin ne olduklar1 ve nereye
konulduklar1 ¢ocuklara agiklanmis, ayni zamanda c¢ocuklarin oyuncaklara dokunarak
incelemeleri saglanmistir. Normal gelisim gosteren ¢ocuklara ise tanitma iglemi ile ilgili
herhangi bir iglem yapilmamistir. Dordiincii olarak, uygulamaci ¢ocuklara; “Simdi hangi
oyuncakla veya oyuncaklarla oynamak istersin?” seklinde sorular sormus ve “Istedigin
oyuncak veya oyuncaklarla oynayabilirsin” seklinde aciklamalar yapmistir. Uygulamaci,
gbzlem verilerinin toplandig1 oyun oturumunda ¢ocuklarin oyun davranislarina yonelik
herhangi bir yonlendirme, genisletme ve sinirlandirma yapmadan sadece g¢ocuklarin
oynadig1 oyuncaklara veya oyunlara paralel olarak eslik etmis ve ¢ocuklarin liderligini
takip etmistir. Son olarak, uygulamaci gézlem siirecinin sonunda (ortalama 15 dakika),
birlikte oynadiklar1 oyunun bittigini ¢ocuklara agiklamis ve tesekkiir ederek oyunu
bitirmistir.

Materyaller

Gorme yetersizliginden etkilenen ve normal gelisim gosteren c¢ocuklarin oyun
davraniglarinin karsilastirildigi bu arastirmada, ¢ocuklarin oyun davranislarinin oyun
materyallerinin niteliginden etkilenme diizeyini kontrol altina almak amaciyla standart
bir oyuncak seti kullanilmigtir. Arastirmacilar tarafindan belirlenen oyuncaklarin yer
aldig1 oyuncak seti, katilimci ¢ocuklarin yaslarinin dikkate alindigi, ¢cocuklarin farkl
oyun davranislarin1 (sembolik oyun, islevsel oyun ve islevsel olmayan oyun)
sergilemelerine olanak saglayan oyuncaklarla olusturulmustur. Alanyazinda yer alan
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oyun arastirmalarinin temel alindig1 (Frey ve Kaiser, 2011; Incze, 2005; Lifter ve ark.,
2005) bu arastirmada, olusturulan oyuncak seti icerisinde ¢ocuklarin olasi cinsiyete
dayali oyuncak secimleri de dikkate alinarak oyuncak bebek ve besik, cesitli plastik
mutfak gerecleri (tencere, ocak, tabak, kasik, catal ve bicak), farkli renklerde arabalar,
telefon, farkli renk ve biiytikliiklerde i¢ ice gecen kaplar, farkli renk ve sekillerde kiipler
kullanilmistir.

Gozlem Verilerinin Kodlanmasi

Arastirmada, cocuklarin oyun sirasinda sergiledikleri oyun davraniglar1 verilerini
kodlamak amaciyla pargali zaman araligi kaydi kullanilmistir. Goérme yetersizliginden
etkilenen ¢ocuklarla normal gelisim gosteren ¢ocuklarin veri kodlamalar1 basladiktan
sonra, baslama dakikasini izleyen 6 dakikalikk zaman dilimi siiresince g¢ocuklarin
sergiledikleri oyun davranislart kodlanmistir. Kodlama siireci, oyun cesitlilik ve oyun
karmasiklik diizeyleri kategorileri altinda gerceklestirilmistir.

Oyun Cesitlilik Verilerinin Kodlanmast

Oyun c¢esitlilik verilerinin kodlamasi i¢in 6 dakikalik oyun gdzlemi 10’ar saniyelik
araliklara boliinmiistiir. Arastirmacilar tarafindan video kayitlar1 izlenerek c¢ocuklarin
oyun davraniglart gozlenmis ve her 10’ar saniyelik zaman diliminde, c¢ocuklarin
sergiledikleri oyun davranislar1 belirlenmistir. Ornegin, 10 saniyelik zaman diliminde
cocugun sergiledigi oyun davranisi, oyuncak bebege yemek yedirmek ise, bu davranis
kaydedilmis ve bu gozlem siiresi boyunca davranisin daha Once sergilenip
sergilenmedigi degerlendirilmistir. Bu degerlendirme sirasinda, oturum siiresince
cocuklar tarafindan sergilenen Aymi ve Farkli oyun davraniglart ile Oyun Disi
davraniglar kaydedilmistir. Ayni oyun davranislar1 “A”, Farkli oyun davranislar1 “F” ve
Oyun Dis1 davranislar “OD” olarak kodlanarak gézlemlenen oyun oturumunda her bir
katilimce1 ¢ocugun sergiledigi oyun ¢esitlilik diizeyi belirlenmistir.

Oyun Karmasiklik Verilerinin Kodlanmast

Oyun karmasiklik verilerinin kodlamast i¢in 6 dakikalik oyun gozlemi 10’ar saniyelik
araliklara boliinmiistiir. Arastirmacilar tarafindan video kayitlar1 izlenerek ¢ocuklarin
oyun davranislar1 gozlenmistir. Cocuklarin sergiledikleri davranmiglar, Lifter ve ark.
(1993) ile Kasari ve ark. (2006) tarafindan belirlenen Sembolik Oyun, Islevsel Oyun ve
Islevsel Olmayan Oyun kategorileri temel alinarak incelenmistir. Her 10’ar saniyelik
zaman diliminde, g¢ocuklarin sergiledikleri en karmasik oyun davranisi o zaman
diliminin kodlanan oyun davranisi olarak kabul edilmistir. Ornegin, ¢ocugun oyun
esnasinda bir nesneyi ona ait olmayan ozellikte kullanarak bagka bir nesnenin yerine
koyarak oynamasi Sembolik Oyun olarak, cocugun Oniinde bulunan oyuncaklari
kullanim islevlerine uygun olarak oynamas: islevsel Oyun olarak, cocuklarin oyun
baglaminda oyuncaklar1 kullanim islevlerine uygun olmayacak bi¢cimde kullanmalari
Islevsel Olmayan Oyun olarak kaydedilmistir. Sembolik Oyun davranislari (S), Islevsel
Oyun davranislart (I) ve Islevsel Olmayan Oyun davramislar1 (I0) kategorilerinde
kodlanmustir.
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Gozlemciler Arasi Giivenirlik

Arastirmanin ¢alisma grubunda yer alan 40 ¢ocuktan toplam 600 dakikalik video kaydi
elde edilmistir. Arastirmada, her ¢ocuk icin kaydedilen video kayitlarinin %30’u
(yaklasik olarak 180 dakikalik video kaydi) yansiz atama yoluyla belirlenmis ve
belirlenen video kayitlar1 bagimsiz bir arastirmaci tarafindan izlenerek arastirmanin
gdzlemciler arasi giivenirlik verileri toplanmustir. Ozel egitim alaninda yiiksek lisans
yapan ikinci bir aragtirmaci, arastirmanin gozlemciler arasi giivenirlik verilerinin
toplanmasinda yardimer olmustur. Arastirmada “Goriis Birligi / Goriis Birligi + Goriis
Ayrilig1 x 100” formiilii kullanilarak, gdzlemciler arasi giivenirlik hesaplanmistir (iftar-
Tekin ve Iftar-Kircaali, 2006). Arastirmada, oyun ¢esitlilik verileri ve oyun karmasiklik
diizeyi verileri olmak tizere iki farkli davranig alaninda gozlemciler arasi giivenirlik
hesaplanmistir. Hesaplama sonucunda, oyun ¢esitlilik kategorisinde gozlemciler arasi
giivenirlik katsayis1 %89,2 olarak belirlenirken, oyun karmasiklik diizeyi kategorisinde
gozlemciler aras1 giivenirlik katsayis1 %91,4 olarak belirlenmistir. Bu sonuglar,
arastirmadan elde edilen verilerin yiiksek diizeyde giivenilir oldugunu gostermistir.

Uygulama Giivenirligi

Arastirmada, her ¢ocuk i¢in kaydedilen video kayitlarinin %30’u yansiz atama yoluyla
belirlenmis ve belirlenen video kayitlar1 bagimsiz bir arastirmaci tarafindan izlenerek
aragtirmanin uygulama giivenirligi hesaplanmstir. Ozel egitim alaninda yiiksek lisans
yapan ikinci bir aragtirmaci ile “Gozlenen Uygulamaci Davranisi / Planlanan
Uygulamaci Davranigt x 100” formiilii kullanilarak, aragtirmanin uygulama giivenirligi
belirlenmistir (iftar-Tekin ve Iftar-Kircaali, 2006). Arastirmanin uygulama giivenirligi
katsayis1 %93,0 olarak hesaplanmis ve arastirmacilarin uygulamayr uygulama planina
uygun olarak ytiriittiikleri belirlenmistir.

Bulgular

Gorme Yetersizliginden Etkilenen ve Normal Gelisim Gésteren Cocuklarin Oyun
Cesitlilik Bulgular

Gorme yetersizliginden etkilenen ve normal gelisim gosteren c¢ocuklarin oyun
cesitliliklerinin farklilasip farklilagsmadiginin belirlenmesi amaciyla yapilan ANOVA
sonucunda elde edilen bulgular Tablo 2’de verilmistir.

International Journal of Early Childhood Special Education (INT-JECSE), 2015, 7(2), 212 — 237.



Oyun Cesitlilik ve Karmasgiklik Diizeyleri,223

Tablo 2.
Aymi, Farkli ve Oyun Dis1 davranis degiskenlerine iliskin ANOVA sonuglart
Oyun Varyansin Kareler sd Kareler F p-
Cesitliligi Kaynag Toplam Ortalamasi
Ayni Gruplar 416.075 2 208.037 14.178 .000
Oyun arast
Davranislari Gruplar i¢i 542.900 37 14.673
Toplam 958.975 39
Farkli Gruplar 600.450 2 300.225 23.662 .000
Oyun arast
Davranislari Gruplar i¢i 469.450 37 12.688
Toplam 1069.900 39
Oyun Gruplar 32 475 2 16212 1.746 189
Dis1 arast
Davraniglar Gruplar i¢i 343.550 37 9.285
Toplam 375975 39

Aynmi Oyun Davraniglari Bulgular

Tablo 2 incelendiginde, gorme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin Ayni oyun davraniglarinin ANOVA ile test edilmesi sonucunda; normal
gelisim gosteren, az gdéren ve total gérme engelli cocuklarin Ayni oyun davranis
ortalamalar1 arasinda istatistiksel olarak anlamli bir farkliligin oldugu goriilmektedir
(F37=14.178; P<.001). Ayrica az goren, total gorme engelli ve normal gelisim gdsteren
gruplarin hangisi ya da hangilerinin arasindaki farkin, Ayni oyun davranislarinda
anlamli farka yol actigini belirlemek i¢in yapilan Post Hoc Testi (LSD) sonucunda; total
gorme engelli ¢ocuklarin Ayni oyun davranig ortalamasinin, az goren (P=.000) ve
normal gelisim gosteren (P=.004) cocuklarin ortalamalarma gore yiiksek oldugu ve
p<.050 diizeyinde anlamli olarak farklilastig1 goriilmektedir. Az géren ¢ocuklarin Ayni
oyun davranig ortalamasinin, total gérme engelli ¢cocuklarin ortalamasiyla anlamli olarak
farklilastigr (P=.004) goriilmektedir. Normal gelisim gosteren ¢ocuklarin Ayni oyun
davranig ortalamasinin, total gérme engelli cocuklarin ortalamasiyla anlamli olarak
farklilastig1 (P=.000) goriilmektedir.

Farkli Oyun Davraniglart Bulgular

Tablo 2 incelendiginde, gérme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin Farkli oyun davranislarinin ANOVA ile test edilmesi sonucunda; normal
gelisim gosteren, az goren ve total gorme engelli ¢ocuklarin Farkli oyun davranis
ortalamalar1 arasinda istatistiksel olarak anlamli bir farkliligin oldugu goriilmektedir
(F237=23.662; P<.001). Ayrica az goren, total gorme engelli ve normal gelisim gdsteren
gruplarin hangisi ya da hangilerinin arasindaki farkin, Farkli oyun davranislarinda
anlamli farka yol actigini belirlemek i¢in yapilan Post Hoc Testi (LSD) sonucunda;
normal gelisim gosteren, az gdren ve total gérme engelli ¢ocuklarin Farkli oyun
davraniglarinin gruplar arasinda anlamli olarak farklilagtigi goriilmektedir. Total gérme
engelli ¢ocuklarin Farkli oyun davranis ortalamasinin, az goren (P=.000) ve normal

International Journal of Early Childhood Special Education (INT-JECSE), 2015, 7(2), 212 — 237.



Oyun Ceyitlilik ve Karmagiklik Diizeyleri, 224

gelisim gosteren (P=.005) g¢ocuklarin ortalamalarma gore diisiik oldugu ve p<.050
diizeyinde anlamli olarak farklilastig1 goriilmektedir. Az goren gocuklarin Farkli oyun
davranig ortalamasinin, total gérme engelli (P=.005) ve normal gelisim gosteren
(P=.002) cocuklarin ortalamalartyla p<.050 diizeyinde anlamli olarak farklilastigi
goriilmektedir. Normal gelisim gosteren ¢ocuklarin Farkli oyun davranis ortalamasinin,
az goren (P=.002) ve total géorme engelli (P=.000) cocuklarin ortalamalariyla p<.050
diizeyinde anlamli olarak farklilagtig1 goriilmektedir.

Oyun Disi Davranislar: Bulgulart

Tablo 2 incelendiginde; gorme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin Oyun Dis1 davraniglarinin ANOVA ile test edilmesi sonucunda; normal
gelisim gosteren, az goren ve total gorme engelli cocuklarin Oyun Dis1 davranis
ortalamalar1 arasinda istatistiksel olarak anlamli bir farkliligin olmadig: goriilmektedir
(Fi7=1.746; P>.189). Ayrica az goren, total gérme engelli ve normal gelisim gdsteren
gruplarin hangisi ya da hangilerinin arasindaki farkin, Oyun Dig1 davranislarinda anlaml
farka yol agtigini belirlemek i¢in yapilan Post Hoc Testi (LSD) sonucunda; normal
gelisim gosteren, az goren ve total gorme engelli ¢cocuklarin Oyun Dis1 davraniglarinin
gruplar arasinda anlamli olarak farklilagmadigi goriilmektedir.

Tablo 3.
Sembolik, Islevsel ve Islevsel Olmayan Oyun davranisi deSiskenlerine iliskin ANOVA
sonuglart

Oyun Varyansin Kareler sd Kareler F p-
Karmasikhigr Kaynagi Toplam Ortalamasi
Sembolik Gruplar aras1 ~ 2182.800 2 1091.400 19.799 .000
Oyun Gruplar i¢i 2039.600 37 55.124

Toplam 4222.400 39
Islevsel Gruplar arasi 14.475 2 7.238 138 872
Oyun Gruplar i¢i 1941.500 37 52.473

Toplam 1955.975 39
Islevsel Gruplar arasi 1864.050 2 932.025 17.869 .000
Olmayan Gruplar i¢i 1929.850 37 52.158
Oyun Toplam 3793.900 39

Sembolik Oyun Davranislart Bulgular

Tablo 3 incelendiginde; gorme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin Sembolik Oyun davraniglarinin ANOVA ile test edilmesi sonucunda; normal
gelisim gosteren, az goren ve total gorme engelli ¢gocuklarin Sembolik Oyun davranis
ortalamalar1 arasinda istatistiksel olarak anlamli bir farkliligin oldugu goriilmektedir
(F237=19.799; P<.001). Ayrica az goren, total gorme engelli ve normal gelisim gosteren
gruplarin hangisi ya da hangilerinin arasindaki farkin, Sembolik Oyun davranislarinda
anlamli farka yol actigini belirlemek i¢in yapilan Post Hoc Testi (LSD) sonucunda; total
gorme engelli cocuklarin Sembolik Oyun davranig ortalamasinin, normal gelisim
gosteren ¢ocuklarin ortalamasiyla anlamli olarak farklilastigi (P=.000) goriilmektedir.
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Az goren ¢ocuklarin Sembolik Oyun davranis ortalamasinin, normal gelisim gdsteren
cocuklarin ortalamasiyla anlamli olarak farklilastigi (P=.000) goriilmektedir. Normal
gelisim gosteren ¢ocuklarin Sembolik Oyun davranis ortalamasinin, total gérme engelli
(P=.000) ve az goren (P=.000) ¢ocuklarin ortalamalartyla p<.050 diizeyinde anlamli
olarak farklilagtig1 goriilmektedir.

Islevsel Oyun Davranislart Bulgular

Tablo 3 incelendiginde; gorme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin Islevsel Oyun davramslarin ANOVA ile test edilmesi sonucunda; normal
gelisim gosteren, az goren ve total gdérme engelli cocuklarin Islevsel Oyun davranis
ortalamalar1 arasinda istatistiksel olarak anlamli bir farkliligin olmadig:1 goriilmektedir
(F37=.138; P>.872). Ayrica az goren, total gorme engelli ve normal gelisim gdsteren
gruplarin hangisi ya da hangilerinin arasindaki farkin, Islevsel Oyun davranislarinda
anlamli farka yol actigini belirlemek i¢in yapilan Post Hoc Testi (LSD) sonucunda;
normal gelisim gosteren, az gdren ve total gdrme engelli cocuklarin Islevsel Oyun
davraniglarinin gruplar arasinda anlamli olarak farklilagsmadigi goriilmektedir.

Islevsel Olmayan Oyun Davramislar: Bulgular

Tablo 3 incelendiginde; gorme yetersizliginden etkilenen ve normal gelisim gosteren
¢ocuklarin Islevsel Olmayan Oyun davranislarinin ANOVA ile test edilmesi sonucunda;
normal gelisim gdsteren, az goren ve total gérme engelli ¢ocuklarin Islevsel Olmayan
Oyun davranig ortalamalar1 arasinda istatistiksel olarak anlamli bir farkliligin oldugu
goriilmektedir (F237=17.869; P<.001). Ayrica az goren, total gérme engelli ve normal
gelisim gosteren gruplarin hangisi ya da hangilerinin arasindaki farkin, Islevsel Olmayan
Oyun davraniglarinda anlamli farka yol agtigin1 belirlemek i¢in yapilan Post Hoc Testi
(LSD) sonucunda; total gdrme engelli cocuklarin Islevsel Olmayan Oyun davranis
ortalamasinin, normal gelisim gosteren ¢ocuklarin ortalamasiyla anlamli olarak
farklilastigi (P=.000) goriilmektedir. Az goren c¢ocuklarm Islevsel Olmayan Oyun
davranig ortalamasinin, normal gelisim gosteren ¢ocuklarin ortalamasiyla anlamli olarak
farklilastigi (P=.000) goriilmektedir. Normal gelisim gosteren cocuklarin islevsel
Olmayan Oyun davranis ortalamasinin, total gérme engelli (P=.000) ve az goéren
(P=.000) cocuklarin ortalamalartyla p<.050 diizeyinde anlamli olarak farklilastigi
goriilmektedir.

Tartisma

Bu aragtirmada total gorme engelli, az goren ve normal gelisim gosteren ¢ocuklarin oyun
cesitlilik ve oyun karmasiklik diizeyleri karsilastirilmistir. Arastirmada, gorme
yetersizliginden etkilenen ve normal gelisim gosteren ¢ocuklarin oyun cesitlilikleri
Ayni, Farkli ve Oyun Dis1 davranis kategorilerinde karsilastirilirken, oyun karmasiklik
diizeyleri ise Sembolik, Islevsel ve Islevsel Olmayan oyun kategorilerinde incelenmistir.
Arastirmadan elde edilen bulgular, gérme yetersizliginden etkilenen ve normal gelisim
gosteren ¢ocuklarin oyun ¢esitliliklerinin Ayn1 ve Farkli Oyun davranislar
kategorilerinde anlamli olarak farklilagtigin1 ancak, Oyun Dis1 davranig kategorisinde ise
anlamli olarak farklilagmadigini gostermistir. Katilimer ¢ocuklarin oyun karmagsiklik
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diizeyi karsilagtirmalari ise gérme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin Sembolik ve Islevsel Olmayan Oyun davranislarmin anlamli olarak
farklilastigma ancak, Islevsel Oyun davranislarmin anlamli olarak farklilasmadigima
isaret etmistir.

Arastirmada, katilimci ¢ocuklarin oyun cesitlilikleri Ayn1 ve Farkli oyun davranisi ile
Oyun Dis1 davranigs degiskenleri agisindan incelenmistir. Bu kapsamda, c¢ocuklarin
sergiledikleri Ayni oyun davraniglar1 Farkli oyun davraniglarindan yiiksek ise, bu bulgu
cocuklarin daha fazla tekrarlayici oyun oynadiklari, daha fazla benzer (ayni) oyun
davraniglarina sahip olduklar1 ve diisiikk diizeyde oyun cesitliligi sergiledikleri seklinde
yorumlanmistir. Benzer sekilde, ¢ocuklarin sergiledikleri Farkli oyun davranislart Ayni
oyun davraniglarindan yiiksek ise, bu bulgu cocuklarin daha farkli, daha gesitli oyun
davraniglarina sahip olduklar1 ve yiiksek diizeyde oyun ¢esitliligi sergiledikleri seklinde
yorumlanmistir. Bu baglamda ¢ocuklarin sergiledikleri oyun ¢esitlilikleri incelendiginde
Ayn1 oyun davranist kategorisinde, total gorme engelli ¢cocuklarin en yiiksek ortalamaya
sahip olduklar1 goriiliirken, Farkli oyun davranis1 kategorisinde, normal gelisim gosteren
cocuklarin en yiiksek ortalamaya sahip olduklari belirlenmistir. Bu bulgu, goérme
yetersizliginden etkilenen ¢ocuklarla normal gelisim gdosteren c¢ocuklarin farkll
diizeylerde oyun cesitliligi sergilediklerini gosterir niteliktedir. Aragtirmadan elde edilen
bulgular, normal gelisim gosteren, az goren ve total gorme engelli ¢cocuklar olmak iizere
ic grubun Ayni1 ve Farkli oyun davranig ortalamalar1 arasinda istatistiksel olarak anlamli
bir farklilik oldugunu gostermektedir. Genel olarak arastirmanin bu bulgusu, gérme
yetersizliginden etkilenen c¢ocuklarin daha sinirli ve tekrarlayici oyun davranislari
sergilediklerini rapor eden alanyazindaki diger arastirma bulgulari ile tutarlidir (Berliner,
1994; Lin ve Lin, 2003; Olson, 1983; Parsons, 1986; Preisler, 1993; Tait, 1972a; Troster
ve Brambring, 1994). Ornegin, alanyazinda gerceklestirilen arastirmalarda gorme
yetersizliginden etkilenen c¢ocuklarla normal gelisim gosteren ¢ocuklarin oyun
davraniglart karsilagtirllmis ve ¢ocuklar arasinda oyun davranislart bakimindan
farkliliklarin oldugu, gérme yetersizliginden etkilenen ¢ocuklarin oyun diizeylerinin
daha sinirli oldugu aciklanmistir (Adelson ve Fraiberg, 1974; Bishop ve ark., 2005;
Lewis ve ark., 2000; Ozdemir ve ark., 2011; Sahin ve Ozdemir, 2015; Troster ve
Brambring, 1994). Benzer sekilde, Schneekloth (1989) bir arastirmasinda, az goren, total
gorme engelli ve goren ¢ocuklarin oyun davraniglar1 arasinda farkliliklarin oldugunu,
gorme yetersizliginden etkilenen c¢ocuklarin yliksek diizeyde yalnmiz (tek basina) oyun
oynadiklarin1 ve tekrar eden oyun davranislar1 sergilediklerini bulgulamistir. Parsons
(1986) ve Tait (1972b) az goren ve total gérme engelli ¢cocuklarin oyun davranislari
arasinda farkliliklarinin oldugunu agiklamis, gérme yetersizliginden etkilenen ¢ocuklarin
akranlarina oranla oyuncaklar1 daha diisiik diizeyde islevsel olarak kullandiklarmi ve
tekrarli oyun davraniglart sergilediklerini rapor etmislerdir. Bu bulgunun aksine Lewis
ve ark., (2000) yaptiklar1 bir arastirmada, sadece 1s1ik algis1 olan ¢ocuklar ya da total
gorme engelli cocuklarla az goren cocuklarin oyun davranislarinin 6nemli Olcilide
farklilagmadigin1 ifade etmislerdir. Alan yazindaki bu bulgularin 1s18inda goérme
yetersizliginden etkilenen ¢ocuklarin oyun davranislarinin  degerlendirilmesinde,
cocuklarin gérme diizeyi ve gorme duyusunun etkilerinin dikkate alinmas1 ve bu etkinin
degerlendirilmesi 6nemli goriilmektedir. Bdylelikle g¢ocuklarin oyun davranislari
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tizerinde gorme yetersizliginin etkilerinin daha acik olarak anlasilmasi s6z konusunu
olacaktir.

Arastirmada, katilimci ¢ocuklarin oyun karmagiklik diizeyleri; Sembolik Oyun, Islevsel
Oyun ve Islevsel Olmayan Oyun degiskenleri agisindan incelenmistir. Katilimci
cocuklarin sergiledikleri oyun karmasiklik diizeyleri incelendiginde; Sembolik Oyun
davranig1 kategorisinde, normal gelisim gdsteren ¢ocuklarin en yiiksek ortalamaya sahip
olduklari; islevsel Oyun kategorisinde, az goren ¢ocuklarin en yiiksek ortalamaya sahip
olduklar1 ve Islevsel Olmayan Oyun kategorisinde, total gorme engelli gocuklarin en
yiiksek ortalamaya sahip olduklar1 belirlenmistir. Bu bulgular, gérme yetersizliginden
etkilenen g¢ocuklarla normal gelisim gdsteren ¢ocuklarin oyun karmasiklik diizeyleri
arasinda farkliliklar oldugunu gostermektedir. Arastirmadan elde edilen bulgular, az
goren, total ve normal gelisim gosteren ¢ocuklar olmak iizere ii¢ grubun Sembolik Oyun
ve Islevsel Olmayan Oyun davranis ortalamalar: arasinda istatistiksel olarak anlaml bir
farklilk oldugunu gosterirken, Islevsel Oyun kategorisinde ise istatistiksel olarak
anlamli bir farkliligin olmadigint gostermektedir. Arastirma bulgulari, normal gelisim
gosteren akranlarma oranla gorme yetersizliginden etkilenen c¢ocuklarin sinirli oyun
davraniglar1 sergilediklerini raporlastiran alanyazindaki diger arastirma bulgulan ile
tutarlilik gostermektedir (Bishop ve ark., 2005; Recchia, 1987; Rogers ve Puchalski,
1984; Skellenger ve Hill, 1994). Ornegin, Skellenger ve ark., (1997) gérme
yetersizliginden etkilenen ve normal gelisim gosteren c¢ocuklarla yaptiklart bir
caligmada, gorme yetersizliginden etkilenen ¢ocuklarin daha smirli oyun davraniglart ve
daha az oyun cesitliligi sergilediklerini ifade etmislerdir. Bir diger ¢alismada Sahin ve
Ozdemir (2015) gorme yetersizliginden etkilenen ¢ocuklarmn niteliksel ve niceliksel
olarak sinirli oyun davranislar sergilediklerini gostermislerdir. Bu arastirmada ise az
goren, total gorme engelli ve normal gelisim gosteren ¢ocuklar olmak iizere {ic grubun
oyun karmagiklik diizeyleri arasinda anlamli farkliliklarinin oldugu belirlenmistir.
Arastirmanin ¢aligma gruplar icerisindeki en anlamli farklilik, total gorme engelli
cocuklar ile normal gelisim gosteren ¢ocuklar arasinda olusmustur. Az géren ¢ocuklarin
sembolik oyun diizeyleri de normal gelisim gosteren ¢ocuklarin oyun diizeylerinden
farklilagmakla beraber istatistiksel olarak en anlamli farklilik total gérme engelli
cocuklar ile normal gelisim gosteren ¢ocuklar arasinda bulgulanmistir. Bu sonuglar,
cocuklarin gérme yetersizliginden etkilenme diizeylerinin oyun davranislarini
etkilemede 6nemli bir degisken oldugunu gostermektedir. Bu bulgular 1s1¢inda 6zellikle
agir diizeyde gorme yetersizliginden etkilenen ¢ocuklarin gelisimin erken
donemlerinden itibaren risk altinda olduklari olduklar1 géz Oniine alinarak, etkili oyun
temelli erken miidahale uygulamalarina yer verilmesi gerekmektedir.

Ek olarak gbérme yetersizliginden etkilenen ¢ocuklar, yetigkinlik donemine geldiklerinde
sosyal uyum, sosyal etkilesim, bagimsiz yasam gibi bazi alanlarda problemler
sergileyebilmektedirler. GOorme yetersizliginden etkilenen c¢ocuklarin bagimsiz bir
yetiskin olabilme siirecinde oyun ve sosyallesme gibi becerilerinin desteklenilmesi
gerekliligi farkli arastirmacilar tarafindan vurgulanmaktadir (Kelly-Vance ve ark., 1999;
Ozdemir, 2011; Skellenger ve Hill, 1994). Oyun ya da oyun aktiviteleri ¢ocuklarin
gelisim ve 6grenme siiregleri lizerinde 6nemli etkileri bulunan bir etkinlik olarak kabul
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edilmektedir (Lifter, 2008). Bu yoniiyle, oyun aktiviteleri ile ¢ocuklarn dil, sosyal,
duygusal, biligssel ve motor gelisim gibi ¢esitli gelisim alanlarindaki becerileri olumlu
yonde desteklenebilmektedir (Casby, 2003; Parsons, 1986; Saracho, 1996; Shim ve ark.,
2001; Swindells ve Stagnitti, 2006). Bu yoniiyle, en erken donemde gorme
yetersizliginden etkilenen ¢ocuklarin gelisimsel problemlerinin belirlenmesi, 6grenme
ve gelisim siireclerinin desteklenmesi ve oyuna dayali miidahale programlarinin
planlanabilmesi gibi cesitli faktorler acisindan, gérme yetersizliginden etkilenen
cocuklarin oyunlarinin ya da oyun davraniglarinin degerlendirilmesinin énemli oldugu
aciklanmaktadir (Kelly-Vance ve ark., 1999).

Ozel gereksinimli ¢ocuklar i¢in hazirlanan erken egitim programlarinda, dogal baglamda
gerceklestirilen oyun temelli etkinliklere yer vererek, oyun temelli erken egitim
programlarinin planlanmasi ve uygulanmasi ile 6zel gereksinimli cocuklarin akranlari ile
benzer yasantilar1 paylagmalar1 ve c¢ocuklarin sosyal uyum becerilerinin geligimi
desteklenebilmektedir (Lifter, 2008). Ayrica, oyun aktiviteleri ile gorme yetersizliginden
etkilenen cocuklar akranlari ile daha fazla iletisim kurma firsatlarina sahip olmakta,
etkilesime girmekte, isbirligi yapma ve arkadaslik becerileri 6grenme gibi ¢esitli sosyal-
iletisim becerilerini 6grenebilmektedirler (Lewis ve ark., 2000). Bu yoniiyle oyun, erken
egitim programlari i¢in Onemli bir avantaj ve ara¢ olarak kabul edilmektedir (Lifter,
2008). Tiirkiye’de gorme yetersizliginden etkilenen g¢ocuklarin oyun davraniglarini
degerlendiren sinirli sayida arastirma yapilmistir (Giirel ve ark., 2012; Kiligoglu, 2006;
Ozdemir ve ark., 2011; Ozdemir ve ark., 2011; Sahin ve Ozdemir, 2015). Bu baglamda
bu aragtirmadan elde edilen bulgular, erken donemden baglayarak gorme
yetersizliginden etkilenen ¢ocuklarin oyun becerileri ve sosyal uyumlarinin
desteklenmesi i¢in okul Oncesi egitim ve miidahale programlarina yonelik 6nemli
bilgiler saglamaktadir. Nitekim, oyunun normal gelisim gdsteren ¢ocuklarda oldugu
gibi, gorme yetersizliginden etkilenen ¢ocuklarin gelisim ve 6grenme siiregleri iizerinde
de onemli etkilerinin oldugu yaygin olarak bilinmektedir (Casby, 2003; Parsons, 1986;
Saracho, 1996; Shim ve ark., 2001; Swindells ve Stagnitti, 2006).

Alanyazinda gorme yetersizliginden etkilenen ¢ocuklarla smirli sayida oyun arastirmasi
gerceklestirilmistir (Berliner, 1994; Giirel ve ark., 2012; Kiligoglu, 2006; Lin ve Lin,
2003; Olson, 1983; Ozdemir, ve ark., 2011; Ozdemir, ve ark., 2011; Preisler, 1993;
Tadic, Pring ve Dale, 2009; Recchia, 1997; Tait, 1972a; Tait, 1972b; Troster ve
Brambring, 1994). Var olan arastirmalarda genel olarak, gérme yetersizliginden
etkilenen ve normal gelisim gosteren ¢ocuklardan olusan iki ¢alisma grubunun oyun
becerileri karsilagtirmalarinin yapildig:1 dikkat ¢ekicidir. Ek olarak, total gérme engelli
(Bishop ve ark., 2005; Buultjens ve Ferguson, 1994; Hughes ve ark., 1998; Rogers ve
Puchalski, 1984; Skellenger ve Hill, 1994) ve az goren cocuklarin (Filaccio, 2008;
Parsons, 1986) oyun davraniglarini birbirleri ile karsilastirmadan, tek grup olarak
inceleyen  sinirli sayida arastirmada mevcuttur. Skellenger ve ark., (1997) bir
arastirmada az goren ve total gorme engelli olmak {izere iki grupta gorme
yetersizliginden etkilenen ¢ocuklarin oyun becerilerini incelemis, Schneekloth (1989) ise
az goren, total gérme engelli ve goren ¢ocuklar olmak {izere ii¢ grupta ¢ocuklarin oyun
davraniglarint  kargilagtirmigtir.  Alanyazinda, gorme yetersizliginden etkilenen
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cocuklarin gérme kaybindan etkilenme diizeylerinin temel alindigi, diger bir ifade ile
katilimcilarin az goren, total gérme engelli ve goren ¢ocuklar olmak iizere ii¢ grupta
oyun davraniglarini degerlendiren ve karsilagtiran sinirli sayida arastirmanin olusu (6rn.
Schneekloth, 1989), bu ¢alismanin temel ¢ikis noktasidir. Bu kapsamda, bu arastirma
total gorme engelli, az géren ve normal gelisim gosteren ¢ocuklarin oyun davraniglarini
inceleyen ve karsilagtiran sinirli sayidaki arastirmalardan birisidir.

Son olarak, bu aragtirmada gorme yetersizliginden etkilenen ve normal gelisim gosteren
cocuklarin oyun ¢esitlilik ve karmasiklik diizeylerinin karsilastirilmasi amaglanmaistir.
Ileri arastirmalarda, arastirmacilar oyun becerilerinin farkli boyutlarmi farkli
baglamlarda gergeklestirilen uygulamalarla inceleyebilirler. Ornegin bu arastirmada,
oyunun biligsel boyutu (sembolik oyun, islevsel oyun) temel oyun degiskenleri arasinda
incelenmistir. ileri arastirmalarda, oyunun sosyal boyutu (yalniz oyun, paralel oyun,
isbirlik¢i oyun) biligsel boyutu ile esglidiimlii olarak incelenebilir. Arastirmanin bir diger
sinirliligi ise g¢alisma kapsaminda Ankara ilinde bulunan 40 c¢ocuk ile arastirma
uygulamalarmin gergeklestirilmis olmasidir. ileri arastirmalarda daha genis rneklem
gruplartyla calisilmasi, gérme yetersizliginden etkilenen cocuklarin oyun becerileri
ozelliklerinin daha iyi anlasilmasina yol acacaktir. Ek olarak, astirmada toplanan oyun
verilerinin, sadece uygulamaci-¢ocuk etkilesimi baglaminda degil okulda Ogretmen,
evde aile (anne, baba, kardes gibi) ve farkli dogal ortamlarda g¢oklu etkilesimsel
baglamlarda toplanmasi araciligiyla ¢ocuklarin oyun diizeyleri hakkinda daha giivenilir
verilerin elde edilmesi miimkiin olacaktir. Var olan aragtirma sinirlhiliklarina ragmen bu
aragtirmanin bulgulari, gérme yetersizliginden etkilenen ¢ocuklarin oyun cesitlilik ve
karmagiklik diizeylerinin goren akranlarina oranla sinirlt oldugunu gostermis, 6zellikle
agir diizeyde gérme kaybi olan ¢ocuklarin oyun becerileri alaninda dncelikli risk grubu
olusturduklarina isaret etmistir. Bu kapsamda, gorme yetersizliginden etkilenen
cocuklara yonelik okul Oncesi egitim ve miidahale programlarinda, ¢ocuklarin oyun
becerilerinin gelistirilmesi ve desteklenmesine yer verilmesi ve dogal etkilesimsel oyun
baglamlarinda gerceklestirilen miidahalelerin gérme yetersizliginden etkilenen ¢ocuklar
ile uygulamalariin yayginlastirilmasi énemli goriilmektedir.
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Examining Play Diversity
Cem Asan and Play Complexity of
- Typically Developing

il Cotuk Children and Children with
Visual Impairments

Abstract

The purpose of this study was to compare the play diversity and complexity of typically developing
children, children with low vision and children with severe visual impairments aged between 3 and
6. The study groups consisted of 40 children attending National Ministry of Education primary
schools and private special education centers located in Ankara during the academic years of 2013-
2014. Study data was collected based on one on one unstructured observations gathered in
children's play areas. Play diversity was coded in three different categories: Same, Different and
Non-Plays; Play complexity level was also coded as Symbolic, Functional and Non-Functional Play
Behaviors. While the play diversity of typically developing children, children with severe visual
impairments and children with low vision significantly differentiated in the Same and Different play
categories, results did not indicate any significant difference in Non-Play category. In addition,
findings suggested that the play complexity levels of typically developing children, children with low
vision and children with severe visual impairments were differentiated significantly in the Symbolic
and Non-Functional Play behavior categories. However the difference was not significant in the
Functional Play category. The findings of the study were discussed and suggestions for future
research and practice were provided.
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Extended Abstract

The purpose of this study was to compare the play diversity and play complexity of
children with low vision, children with severe visual impairments, and typically
developing children aged between 3 and 6. A total of forty children attending primary
schools and private special education centers during the academic years of 2013-2014
were attended in the study. Three study groups, children with low vision (10), children
with severe visual impairments (10), and typically developing children (20) were
recruited from Ankara, the capital city of Turkey. The observation data was collected
through one on one researcher-child play interaction sessions. Play observation data was
collected for 10-minutes with each child, through one on one play interactions. Play
sessions were conducted in a playroom in the schools equipped with tables, chairs,
cabinets, cushions, and various toys. During the play sessions, only three people were
present in the room; target child, a researcher who interacted with the child, and a
second researcher who recorded the sessions using a video camera. A standard toy set
was used in the study with all participating children. Considering children’s possible
gender spesific toy selections, the toy set included a doll and a crib, a variety of plastic
kitchen utensils (pots, stove, plates, spoons, forks and knives), cars, phones, stacking
cups, and cubes in different colors and sizes.

The data collection was carried out following the implementation procedure determined
by the researchers. First, in order to establish a positive interaction between the
participating children and the researcher, the researcher talked with the children,
introduced himself and tried to engage a conversation with the children. Second, the toy
set was placed to the right and left side of the participating children. The toy set was not
placed in a basket so that children with visual impairments could easily reach the toys.
Third, all toys were introduced to the children with visual impairments in an order and
places of the toys was described as well. In the fourth step, the researcher used some
statements such as “Which toy do you want to play with now?” and “You can play with
any toy you want” to make children begin to play. During the play sessions, the
researcher mirrored the child’s play behaviors, followed children’s lead without
directing child’s attention and expanding the child’s play.

The play behavior observation data was examined for play diversity and play
complexity. Play diversity was coded in three categories; Different, Same, and Non-Play
whereas play complexity was coded as Symbolic, Functional, and Non-Functional Play.
The partial interval-recording system was used to code the play behaviors. In order to
code the play diversity, Same play behavior was coded as “S”, and Different play
behavior was coded as “D”, and Non-Play behavior was coded as “NP”. The play
complexity was coded as Symbolic Play “S”, Functional Play “I”, and Non-Functional
Play “IO”. Once the data coding begin, all children’s play behaviors were coded for a
period of 6-minutes.

Children’s play diversity findings suggest that the play diversity of children with low
vision, children with severe visual impairments, and typically developing children were
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significantly differentiated in the Same and Different Play categories, while the play
diversity data of children with low vision, children with severe visual impairments, and
typically developing children did not indicate any difference on the Non-Play category.
Study findings indicated that children’s play complexity were differentiated in the
Symbolic and Non-Functional Play categories, whereas the play complexity of children
with low vision, severe visual impairments, and typically developing children were not
differentiated in the Functional Play category. Inter-observer reliability data and
implementation fidelity were also gathered in the study. Study results showed that inter-
observer reliability was 89,2% in the play diversity, and 91,4% in the play complexity,
indicating that the coded data was highly reliable. Findings also indicated that the
implementation fidelity was 93,0% suggesting that the implementation fidelity was high.

In sum, play diversity and play complexity levels of children with visual impairments
and typically developing children were examined in the current study. Study results
indicated significant differences especially between the children with severe visual
impairments and typically developing children.
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Inclusion as an Approach
and Process for Promoting
Acceptance and Success:
Comparative Perspectives
between the United States

and China

Abstract

This paper examines the histories of Special Education in the United States and China, the progress
they have made, the directions they are going, lessons they can learn from each other, and how these
two societies can transform themselves to be more accepting, supportive, and inclusive because of
the education and support provided to individuals with disabilities. It discusses the meaning of
inclusion in the U.S. and China contexts, the logistics needed to build inclusive schools, the
challenges educators and policy makers face, and how quality inclusive models can be developed to
support young children with and without disabilities to be successful learners and community
citizens. This paper also introduces the processes, progress, and challenges U.S. and China have
gone through, with the intension of informing many other countries in developing and implementing
high-quality inclusive programs for young children with disabilities and their families.

Keywords: Inclusion, early intervention, early childhood special education, policy making.

Introduction

Inclusion of students with disabilities in regular education classrooms has become a
global trend and has been gaining attention and importance worldwide since the World
Conference on Special Needs in Education held by the United Nations Educational,
Scientific and Cultural Organization (UNESCO) advocated for a framework for
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inclusive education in Spain in 1994 (UNESCO, 1994). Many countries around the
world followed this initiative either by developing national guidelines or laws to
promote the ideology, policy, and implementation of inclusion, in most cases, of school-
age students with disabilities in regular education classrooms. In 1997, this framework
was extended to the early childhood years adopting the recommendations for quality
early education within the context of inclusive settings (Bruder, 2000). This paper will
take a comparative stance in understanding laws, government support, young children
served in early childhood special education settings and placements, and inclusive
models. The stage, prevalence, and outcomes of inclusion for young children with
disabilities in the U.S. and China will be discussed. Finally, this paper will highlight
critical issues and new directions in the development of early childhood special
education in the U.S. and China. In particular, recommendations for developing and
improving the early childhood special education systems and inclusive models will be
proposed.

Laws and Government Support for the Education of Young Children with Disabilities

In the United States, Public Laws 94-142 (1975) and Public Law 99-457 (1986) gave
children 3 to 21 and birth to three the rights for public and free appropriate education
within the least restrictive environment and natural environments. Through the passage
of these landmark laws, children and families were provided with resources and supports
to have equal access to a free public school education, and families have become a very
important part of the collaborative team, advocating for services for their children.
Another impact of the passage of these laws involves the process of developing the
infrastructures through which federal government and agencies have been working with
state, school systems, and professional organizations in preparing for personnel,
professional standards and certifications, developing technical assistance centers for
professionals and families, and supporting research centers to examine recommended
practices, evidence-based practices to guide the implementation of research in practice
and disseminate such information to families and professionals. The federal government
in the U.S. has been playing a pivotal role in special education in allocating funding for
providing services and facilitating the development of the fields such as Special
Education and Early Childhood Special Education, resulting in well-established
disciplines that have been playing a leading role preparing faculty members, developing
professional standards, piloting the development of inclusive models and implementing
effective inclusive models. The field of Early Childhood Special Education in the United
States will continue to evolve and will advocate for the rights of young children with
special needs and their families and for improving the quality of services for young
children and their families.

In China where the sheer number of children with disabilities may be at least 10 times
that of the special education population in the U.S., the challenge of developing systems
and ensuring the quality of services provided to students with disabilities and their
families is immense. The two laws that provided guidelines were the People’s Republic
of China on Protection of Disabled Persons Act passed by the National People’s
Congress in 1990 and the Educational Guidelines for People with Disabilities endorsed
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by National Education Committee of the People’s Republic of China in 1994 (Deng &
Zhu, 2007; Hu & Szente, 2010). The passage of these laws implied that the educational
departments and schools would follow the guidelines without getting funding from the
national government. The provincial governments would decide whether or how to
interpret and implement these laws. Since the birth to age 5 populations do not receive
free compulsive public education, the educational rights of these children are left to
private schools and organizations depending on the resources and the awareness and
expertise of the directors of these schools and organizations. Private schools serving
children with disabilities ages three to six are rare in China, because most of these
private agencies are not really “schools” accredited by federal or local ministry of
education. These private agencies are either registered in the business bureau or civil
organizations bureau. The Disabled People’s Federation is trying to appoint some of
these agencies of high quality to be designated early education and rehabilitation
centers/organizations, which means children can receive a free Early Childhood Special
Education in these agencies which is paid by the local government. So far, the model of
designated early education and rehabilitation centers/organizations through the Disabled
People’s Federation is only taking place in a few developed cities, such as Beijing.
However, this is a growing trend in urban cities in China. The challenge is how to ensure
the quality of services provided by these agencies, most of which are private.

At this point in time, the field of Early Childhood Special Education in China is in its
infancy stage of development. The government has encouraged regular Early Childhood
Education (ECE) programs to include children with disabilities. The People’s Republic
of China on Protection of Disabled Persons Act in 1990 advocated for early childhood
inclusion as the main avenue to serve young children with disabilities. The concept of
including children with disabilities in preschools and kindergarten classes affiliated with
elementary schools was further supported during the Ninth Five-Year Plan (1996-2000).
Universalizing education for children with disabilities became a target objective for the
Chinese government during the Tenth Five-Year Plan (2001-2005) period. The Tenth
Five-Year Plan attempted to extend the services to young children with disabilities ages
birth to three in rural China. In 2001, the Vice-Minister of Education suggested during
the Third National Conference on Special Education: “Developing Preschool education
for children with disabilities is [significant] for the life-long development of people with
disabilities and an important breakthrough point for enhancing the quality of special
education” (Lei & Deng, 2007, p35). The Eleventh Five-Year Plan (2006-2010), which
is focused on increasing the enrollment of children with disabilities in kindergartens,
aims to have as many children with disabilities as possible to receive three years of early
childhood education (ages 3 to 6). It appears that the Chinese government is working
toward the goal of providing opportunities in preschool education for young children
with disabilities (Li, 2007). The proposed plan of universalizing preschool for children
with disabilities is ideal, but it cannot be done without the cooperation and support from
community-based preschools (Lei & Deng, 2007). Unfortunately, very few community-
based preschools are willing to consider enrolling children with disabilities. Thus the
implementation of inclusive model is facing many major challenges for young children
with disabilities and their families even though the government has encouraged regular
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ECE programs to include children with disabilities. Early Childhood Special Education
and inclusive services for young children with disabilities in China, if developed or
promoted, will have a long way to go with regards to the service provision, the
development and implementation of inclusive models, and the quality of inclusive
services to young children with disabilities and their families.

Young Children Served in Early Intervention and Early Childhood Special Education
Systems

In the United States, Early Childhood Education serves young children from birth to age
8 in Early Childhood as defined by the National Association of the Education of Young
Children (NAEYC), the largest international organization for early childhood
professionals, young children and their families. The Division for Early Childhood
(DEC), a subdivision of the Council for Exceptional Children (CEC) has the same
definition. Thus Early Childhood Special Education serves young children with
disabilities birth to age 8 and their families. These age ranges cover three age groups:
infants and toddlers (birth to three), preschool (4 year olds), and K-2 grades. Services for
infants and toddlers and their families are called early intervention; preschool to grade 2
children receive early childhood special education. In some states, birth to age 5 children
are served by Early Intervention and Early Childhood Special education programs.
Through early intervention and early childhood special education, young children with
disabilities ranging from developmental delays, high-incidence disabilities (i.e.,
communication disorders) and low-incidence disabilities (i.e., visual impairment) are
served (see details from nichcy.org for a comprehensive list of disabilities served under
the Individuals with Disabilities Education Act—IDEA). The main purpose of Early
Intervention (EI) and Early Childhood Special Education (ECSE) is to provide early
prevention and intervention, preventing young children from having learning and/or
behavioral difficulties when formally entering the school system (i.e., a child with
speech delay may not need any special education and/or related services when entering
kindergarten) and minimizing the impact of disabilities on a child’s development,
learning, and daily functioning (i.e., a child with visual impairment may have learned
coping skills for mobility and be familiar with assistive technology by the time the child
enters school after receiving educational and therapeutic services through Early
Intervention and Early Childhood Special Education).

In many other countries including China, services for infants and toddlers with
disabilities are rare. There are almost no preventive services for young children with
developmental delays in China. The concepts of EI, ECSE, and inclusion were supported
in the Educational Guidelines for People with Disabilities Bill (1994). It suggested that
the role of public agencies is to provide not only care and rehabilitation, but also
education for children with disabilities. These agencies include self-contained
kindergartens, regular kindergartens, rehabilitation institutions, welfare institution for
the disabled, preschool classes affiliated with self-contained special schools (grade 1-9),
and pre-Kindergarten and Kindergarten classes administered by elementary schools. The
categories and definitions of disabilities are also very different. These categories of
disabilities in China include hearing impairment, visual impairment, and intellectual
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disabilities (Hu & Szente, 2010). For example, about a decade ago, no medical doctors
or related services professionals in China were able to diagnose children with autism; in
fact, most of them had never heard about this term. Currently, the diagnosis of learning
disability is still unavailable. In the Chinese context, only children with severe
disabilities are identified as children with disabilities. In the U.S. context, these are low-
incidence disabilities. 60-70% of the children served in Early Intervention and Early
Childhood Special Education in the U.S. have high-incidence disabilities (i.e., speech
delay or impairment; emotional disorders, developmental delay, etc) (U.S. Department
of Education, 2008). It is imperative to understand how special education is defined and
which children are identified to be eligible for services in each country. Otherwise, the
issues regarding inclusion may not be comparable. Inclusion and inclusive models will
need to be understood under this particular context. The issues for the inclusion of
students with high-incidence disabilities and those for students with low-incidence
disabilities are quite different. Many students with low-incidence or severe disabilities
might be served in segregated special education settings, rather than in inclusive
settings. The other issue is the inclusive model used for students with disabilities. Co-
teaching or collaborative team teaching for students with high-incidence disabilities
might be more prevalent, whereas consultation model provided by itinerant specialists
(i.e., specialists trained in deafness or blindness) might be more used with students with
low-incidence disabilities. These issues need to be discussed within local and national
contexts when examining service delivery models and quality of inclusion.

Services provided to infants and toddlers and their families in the United States are
mainly home-based, with a small percentage of them receiving services in Early Head
Start, day care, and other community center-based programs. This means, early
intervention is mainly provided through a collaborative consultative model in which
professionals including early interventionists work with the child, and more importantly,
teach and support family members to carry out instruction and interventions in daily
routines, activities, and schedules in natural environments. Education and services to
preschool children with disabilities are funded through preschool special education
programs. Many players in the preschool system are involved in making inclusive
education possible. For example, many preschool special education programs have
reverse inclusion, recruiting typically developing preschool children in special education
classes or schools. Because most preschools for typically developing children are
private, and preschool special education schools are funded by government agencies,
reverse inclusion is quite popular in the U.S.. Other important inclusive early childhood
programs are community-based government-funded preschools for young children
whose families meet income eligibility. For example, Head Start and universal
preschools serve many preschoolers with disabilities. Most preschool children with
disabilities are served in private or public preschools with integrated classes (i.e., push-
in therapies), or through itinerant special education teachers serving young children in
regular preschool classrooms or schools. As young children transition to K-2 systems,
they are mainly served in public schools where the dominant models are collaborative
team teaching models where they have two teachers (i.e., one regular education teacher,
and one special education teacher) who work collaboratively to serve all children.
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Early Childhood Special Education in China should be defined differently at this point in
time. The field of early intervention does not yet exist in China. A comprehensive
review of all the early rehabilitation and education agencies reveals that none of them
enrolls infants and toddlers. They serve children ages three (or close to three) and up.
Only medical facilities provide rehabilitative services to infants and toddlers with severe
disabilities (i.e., cerebral palsy or visual or hearing impairment). Preschool and
kindergarten education is provided mostly by private organizations in China (Hu &
Szente, 2010). If there are no or few government incentives, the development of Early
Childhood Special Education will be limited in scope and will have a long way to go. If
only private organizations are involved in providing such services, the pace and the
extent to which young children with disabilities will be served will be quite limited.
Unless public awareness, the concept of early prevention and early intervention, laws,
and incentives backed up with solid and comprehensive government support are in
place, early childhood special education for young children and special education for
older children, and inclusive education for students with disabilities will face many
roadblocks and barriers in their development.

Settings, Placements, and Models for Inclusive Programming

The dominant models for serving infants and toddlers with disabilities are inclusive
ranging from home-based, day care, Early Head Start, early childhood center-based
programs for infants and toddlers in the U.S.. This means early interventionists play
different roles and serve these young children in different inclusive models. Because in
each state, early childhood special educators are trained either through certification,
extension, or endorsement, most of these professionals have gone through specialized
training in early intervention and early childhood special education. Early
interventionists work as collaborative consultants to families, training and supporting
family members and regular education early childhood teachers through working
directly with children, modeling the intervention strategies and helping embed these
strategies with the collaboration of family members and other professionals (i.e., regular
education, speech therapist, physical therapist, occupational therapist, nutritionist,
counseling, etc) through the use of daily routines, schedules, and activities in natural
environments (Pretti-Frontczak & Bricker 2004). The activity-based instruction is used
in making sure that the goals from the Individualized Family Service Plan (IFSP) are
naturally embedded when young children interact with family members, peers,
professionals, and other important caregivers (i.e., nannies) in the lives of young
children (2004). This means that the opportunities for young children to learn and
interact with peers and adults are identified and maximized for promoting and enhancing
their development and learning. This is an ecologically logical, naturally occurring, and
motivating intervention or service delivery model for young children and their
caregivers. As young children with disabilities transition to preschools and K-2 classes,
the dominant model in serving this population is that these young children are educated
with typically developing peers with support for education and other related services
(i.e., speech therapy, physical therapy, play therapy, etc) through collaborative team
teaching models in regular education settings. Regular education, special education,
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therapists, and other professionals involved work together to embed the Individualized
Education Program (IEP) goals in naturally occurring daily routines, schedules, and
activities. Families are also recommended to carry out these activities and interventions
with family members in home and community settings (2004).

Because there is almost no early screening or identification system for infants and
toddlers in China, young children with developmental delays may not be identified or
served until they reach age three or older when they go to school. When these young
children go to preschool, the medical hospitals serve as the evaluation sites for
identifying children with disabilities. This medical evaluation and assessment model has
its merits and barriers. Even though medical issues (i.e., visual impairment, hearing
impairment, etc) can be clearly diagnosed and identified, this is more of a medical
deficit model, examining mainly the physical and medical conditions and limitations of
the child, and ignoring the developmental potential and strengths of the child. The U.S.
model has moved away from a medical deficit model to a developmental strengths
model through which the strengths and interests of the child are used to meet the needs
of the child who has developmental delays, at the same time, accommodations or
modifications are provided for meeting the needs of the child’s physical, medical, or
other conditions (i.e., children with visual impairment are trained with skills to navigate
the environments, the physical environments are made accessible for the child as well,
and other domains affected by this medical condition are also addressed
developmentally and holistically).

In China, even though some young children are being served under the Learning in the
Regular Classroom initiative, such inclusive models are being offered to a very limited
number of young children mainly in urban cities (i.e., Beijing, Shanghai, etc). Although
special instruction is offered in the same classroom, related services such as physical
therapy, speech therapy, and occupational therapy are pull-out or segregated or
separated, which are offered through the medical model mainly by the hospitals.
Ideologically, there is a great emphasis on inclusion and the discontinuation of
segregated programs and settings in China. However, when a solid infrastructure of
inclusive services and programs is not built yet, a continuum of services including
special schools needs to be available until pilot inclusive programs prove successful, and
more support services and systems are established (i.e., training of regular education
teachers, specialists consulting and collaborating closely with the team, special
education teams in schools, resource classrooms, regional technical assistance centers,
etc) (Ellsworth & Zhang, 2007). When such pilot programs and models have proven to
be beneficial to all students involved, large-scale implementation may occur. Another
model can be that if quality inclusive programs can be offered in several key schools in a
city, if transportation is feasible and provided to students with disabilities to go to those
schools, it might make sense to develop and offer a few high quality inclusive programs
rather than make them available in every school when resources and trained
professionals are inadequate at the initial stage of inclusive models development and
implementation.
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The key principle and implementation efficacy for making inclusion successful is that
special education and services to students with disabilities need to be interdisciplinary,
intradisciplinary, and collaborative in nature. Children with disabilities have needs that
range from medical, physical, psychological, emotional, cognitive, and communicative,
etc. In order to build inclusive education and services for them, professionals across
disciplines (i.e. regular education, special education, school psychology, speech therapy,
counseling, etc) need to share knowledge, expertise, skills, and develop effective
communication and collaborative skills to support children and families. The ultimate
goal of special education and related services is to provide services that promote
successful educational, employment, and community living outcomes. This means that
these services need to be child-centered and family-centered to promote the well-being
and positive outcomes for children and families. Such philosophies or beliefs may not be
valued in the Chinese society and other cultures yet.

Stage, Prevalence, and Outcomes of Inclusion for Young Children

Special education in the United States has transformed itself from 100% segregated in its
beginning in 1970s to almost 80% inclusive in 2010s, offering mainly the inclusive
model, and at the same time, keeping a continuum of services for a small group of
students with disabilities in special education classes or schools. According to 30™
annual report to Congress by U.S. Department of Education (2008), 91% of infants and
toddlers with disabilities are served in home-based and community-based settings; 62%
of preschoolers spent 40-80% of their time in regular early childhood settings;
kindergarten to 77% of 2™ grade students spend 40-80% of their time in regular
education settings. Inclusion in the U.S. began as accessing education and services in the
regular education settings. It now has become a driving force for improving the quality
of education for all, especially those from disadvantaged backgrounds.

Decades of research prove that inclusion is beneficial for both typically developing
children and children with disabilities. Odom, Buysse, and Soukakou (2011)
summarized important themes and findings regarding inclusion from a quarter of century
research. They concluded that these following are the major themes and synthesis about
inclusion.

1. Inclusion has multiple meanings but is essentially about belonging, participating, and
reaching one’s full potential in a diverse society.

2. Inclusion takes many different forms.

3. Universal access to inclusive programs is not yet a reality for all children from birth to
age 5 with disabilities.

4. A wide variety of factors such as attitudes and beliefs about inclusion, child and adult
characteristics, policies, and resources can influence how inclusion is
implemented and viewed by families and practitioners.

5. Collaboration is a cornerstone of high-quality inclusion.

6. Specialized instruction, interventions, and supports are key components of high-
quality inclusion and essential in reaching desired outcomes for children and
their families.
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7. Inclusion can benefit children both with and without disabilities.

8. Professional development is likely necessary to ensure that practitioners acquire the
knowledge, skills, and ongoing supports needed to implement inclusion
effectively (Odom, et al., 2011, p37).

Odom et al. (2011) acknowledged that not all young children with disabilities are
educated and served in inclusive settings in the U.S. yet. Each country will face different
ideological and logistical challenges when designing and implementing inclusive
programs and services for young children. In building a comprehensive, well-
coordinated, and high quality inclusive system in countries including China, such a
major investment and endeavor requires the collaboration of government, organizations,
higher education institutions, individuals and advocates to have serious conversations,
commitment, and actions to tackle their own challenges. With research and information
disseminated widely for the international community, the resources and tools developed
by countries such as the U.S. will prove to be extremely helpful in informing and
guiding the development of this relatively new field--Early Childhood Special Education
and inclusive and special education models in China and in other countries.

Critical Issues

The major critical issue regarding high quality inclusion for young children with
disabilities in the United States is that the quality of early childhood programs is
extremely uneven. Currently free public education is provided to preschoolers with
disabilities, however, early care and education for young children birth to five who are
typically developing is still private. This means, if families choose to place their child in
a community-based early childhood center, depending on the availability of quality early
childhood programs in the community and affordability of high-quality programs, many
young children with disabilities may go to day care programs that have poor quality.
Most public schools do not have preschool classes, meaning that preschool children will
go to private daycare, community-based early childhood centers or programs. As
researchers, policy makers, and practitioners advocate for high quality early care and
education for all young children, funding is the most challenging obstacle. Now states
across the country in the U.S. are encouraged to develop high quality coordinated early
care and early childhood systems and develop standards for program and personnel
training. Evidence-based practices, universal design for learning, and response to
intervention are being weaved in professional development. Hopefully, in the near
future, most of the early childhood programs will have early screening, identification,
and prevention systems in place to support young children at risk and with
developmental delays, provide support and intervention to all young children early
enough, and have child progress monitoring for all young children, so that high quality
systems are in place for all young children to prepare them ready for school.

The challenges for other countries including China will be to continue to develop public
awareness, understanding, and support of early prevention and intervention. Chinese
researchers and practitioners also need to address what constitutes high quality inclusion
in Chinese ECE contexts (Hu, 2010). Chinese ECE face unique challenges of large class
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sizes, a lack of furnishing, materials, and toys to support child-initiated free play, and the
use of group instruction (instead of child-centered learning and teaching with an
emphasis on self-discovery) as the predominant form of educational approach. China
needs to first develop high quality ECE—developmentally appropriate programs--
especially in rural areas to support the facilitation of inclusive practices. High quality
ECE program (learning environment and curriculum) is the foundation for high-quality
inclusion (Buysse & Hollingsworth, 2009). Policymakers, practitioners, and researchers
need to examine the existing infrastructure and resources, and identify gaps in resources
and systems. There need to be leading professional organizations (i.e., early childhood,
special education, etc) at the national and/or provincial levels that are involved in
developing policies, guidelines for personnel training, program quality, research and
technical assistance centers, et al. They need to work very closely with government and
organizations that provide funding for developing piloting programs and evaluating the
effectiveness of these programs for implementation at local and national levels. Some
possibilities include personnel training across disciplines (i.e., Early Childhood, Special
Education, and School Psychology, etc), expanded certification or endorsement for early
childhood teachers to be certified in early childhood special education or dual
certification for regular early childhood and special education, trained paraprofessionals,
and targeted inclusive program models (i.e., one or two inclusive classrooms in high
quality schools in a district). Mostly importantly, there needs to be a greater awareness
and understanding of developmentally appropriate and individually appropriate practices
for educating all young children among all educators, family members, and
administrators, so that high quality early care and education is accessible and provided
to all young children.

New Directions and Recommendations

As researchers reflect on the status, progress, and challenges for early childhood special
education in the U.S., they also share wisdom and directions for the development of
early childhood special education in China and other countries. DEC and NAEYC
(2009) developed a joint statement on early childhood inclusion, defining early
childhood inclusion for both fields, and focusing on identifying and promoting key
components of high quality inclusive programs for all young children. DEC and
NAEYC (2009) defined Early Childhood Inclusion as the following.

Early childhood inclusion embodies the values, policies, and practices that support the
right of every infant and young child and his or her family, regardless of ability, to
participate in a broad range of activities and contexts as full members of families,
communities, and society. The desired results of inclusive experiences for children with
and without disabilities and their families include a sense of belonging and membership,
positive social relationships and friendships, and development and learning to reach their
full potential. The defining features of inclusion that can be used to identify high quality
early childhood programs and services are access, participation, and supports. (p43)

NAEYC and DEC (2009) have also reached consensus that in order to promote access,
participation, and provide supports to all children, both organizations recommend all
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early childhood programs to “(1) create high expectations for every child to reach his or
her full potential, (2) develop a program philosophy on inclusion, and (3) establish a
system of services and supports for all young children” (p44).

As inclusive practices and models mature and face new challenges in the U.S., we
anticipate the new direction in this field will be that early childhood special education
professionals will be working more closely with the regular early education colleagues
by using the results, resources, and lessons they have learned from more than four
decades of research and practices in early childhood and early childhood special
education to inform and improve the quality of early childhood education for all,
especially those who come from disadvantaged backgrounds (i.e., low-income, minority,
children at risk for developmental delays and disabilities). Three unifying models that
are gaining attention and popularity are: universal design for learning, response to
intervention, and school-wide positive behavior support (SWPBS) which target all
children in programs and schools. These models and practices will bring and unite the
fields of early childhood and early childhood special education together because these
practices and models will benefit all young children. As all young children receive high
quality developmentally and individually appropriate practices and services,
individualized and specialized instruction and intervention are also provided to those
children with special needs and at risk for developmental delays and their families.
Professionals across disciplines will continue to use the team approach to identify
children’s needs, use the naturally occurring activities to embed individualized and
specialized instruction and intervention to address their needs, and develop guidelines
for child progress monitoring, and services and program evaluation.

Conclusion

Special Education in the United States began in 1975 when Public Law 94-142
(Education of All Handicapped Children Act) also known as, Individuals with
Disabilities Education Act (IDEA) was passed. Four decades of development, practice,
policymaking, and reforms have resulted in many well-established disciplines that have
trained hundreds of thousands of advocates, researchers, and higher education personnel
preparation faculty members, many of whom are family members of students with
disabilities who then inform and train practitioners. Because of the collaboration of
policy makers, researchers, faculty members, practitioners, and family members, early
childhood special education has supported many young children with developmental
delays and disabilities for them to have the ability to express themselves, make friends,
learn pre-academic skills, and become confident young learners without needing special
education services when they go to kindergarten or higher grades. Even though some of
them will continue to need special education or related services for a while or for a long
time, special education remains a consistent support to minimize the impact of disability
for these students, help remove barriers for them in learning and daily living, and most
importantly develop their fullest potential as students and citizens in classrooms and
communities.
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This paper identifies practices and critical issues in a comparative perspective with no
intension of valuing one system over the other. The merits, progress, and challenges
existing in those systems are discussed for informing practices and policies
internationally. As educators, family members, and policy makers are engaged in the
process of developing laws, guidelines, and policies, they should strive to have child-
centered and family-centered philosophies guiding the development of special education
and inclusive programs. If the purposes of providing special education and related
services are to support children to be productive citizens of the society, they need to be
considered as clients and customers of these services. By doing so, the best possible
outcomes for their education, employment of individuals with disabilities, training of
professionals in the new disciplines to support them, quality of life for them, and
harmonious relationships among advantaged and disadvantaged groups for the society
will occur and maximize. The ultimate result is that the investment in financial and
social terms from organizations and government for individuals with disabilities and
their families will yield positive outcomes for all, creating a win-win situation for all
involved. Inclusion, when done with the best interests of individuals with disabilities and
their families at its core, in its very unique ways, has promoted positive social and
academic outcomes for students with and without disabilities from birth to college,
better employment outcomes for individuals with and without disabilities (i.e,
employment of more and more individuals with disabilities for satisfying and fulfilling
jobs, the creation of new disciplines generates more jobs for professionals), and more
importantly, a more caring, inclusive, supportive, diverse, and harmonious society for
all.
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Abstract

This study reports an exploratory evaluation of a community-based reading programme kidsREAD.
Children (N=186) aged 4 through 8, of different ethnic groups, from 12 reading clubs, were exposed
to one hour of reading intervention with trained volunteers at various locations. For one year,
volunteers read stories to children once a week in groups less than 30, then divided them up into
smaller groups to engage in a variety of reading-related activities. Paired t-tests and inter-
correlation analyses were conducted. Parent survey was collated for triangulation. There were
significant improvements in use of English language, individual participation and peer interaction,
and reading skills, at post-programme evaluation. Effect size analyses pointed to a significant
impact of programme participation on changes in reading-related behaviour. Results from the
analysis were used to predict the reading success for the programme, illustrated through the

equation: Rg4 2 [(UEL)(PAI)(RS)] 2 RgS.

Keywords: kidsREAD, low-income, at-risk, reading, volunteer.

Introduction

In the last few decades, there has been much interest in how to help young children read,
especially those identified as at risk for reading difficulty or academic failure. As a
result, reading programmes initiated by various agencies for helping children have
arisen, especially those for reluctant or poor readers. In part, this is fuelled by national
interest in literacy problems, as well as a wealth of research findings on reading and its
effect on readers. Programmes initiated at the national level are normally funded and use
teachers or certified reading specialists to deliver instruction. This can be costly,
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especially if one-on-one tutoring is practised. An alternative is the utilization of
volunteers to facilitate reading sessions with a group of children. However, little is
known about the efficacy of such programmes.

Research Framework - kidsREAD Programme

The framework for this study comes from a nationwide early reading project initiated by
the National Library Board (NLB). Launched in 2004, kidsREAD is a reading
programme born out of a collaborative effort by the NLB, People’s Association (PA)
and major ethnic community self-help groups in Singapore (NLB, 2004). Endorsed by
the Prime Minister, cabinet ministers and various members of the Parliament, it is an
initiative to promote early reading and language competence among children ages 4 to 8,
from families with low income, regardless of ethnic background.

The kidsREAD classes are kept to small groups of less than 30 children, with volunteers
managing and facilitating the session. Lessons are normally conducted once a week,
over the weekend; volunteers read aloud one or two stories to children, then divide them
into smaller groups and engage them in a variety of reading activities. This literature-
based intervention programme, for children from economically disadvantaged
backgrounds, provides enjoyable and facilitative interactions among volunteers and
children from various races, with the presumption of enhancing literacy skills whilst
inculcating good reading habits and helping the children discover the love for reading.
Volunteers undergo training on basic storytelling skills, and use the kidsREAD Starter
Kit that comprises a recommended reading list, a poetry and rhymes list, and an
activities list as a resource guide for facilitation. Volunteers are also regularly provided
training in other skills to work with and engage the children. Through read alouds and
participating in a fun-filled interactive setting where word puzzles, board games and
craft making are incorporated into the programme, participating children can expect
learning to read to be a more enjoyable and exciting journey.

This study was undertaken at a time when NLB was seeking answers to quantify the
effectiveness of kidsREAD, to determine how it will proceed, moving into Phase 3,
extending the programme from one to five years. From the initial intake of 272 children
and 42 volunteers in 2004, the programme had expanded to serve nearly 2,500 children
with the support of almost 500 volunteers. By 2011, no less than 13,278 children have
benefitted through Phases 1 and 2 of the programme, making kidsREAD Singapore’s
single-largest, nationwide reading programme to date. Hence, there was an urgent need
to conduct a study to gain new insights into the programme, gather preliminary
information to formulate a more definitive investigation of this community-based
volunteer-driven reading programme to help NLB prepare for a more rigorous
longitudinal study on the impact of kidsREAD on its participants vis—a—vis meeting the
programme objectives.

Benefits of Reading for At-Risk Children

According to Chall, Jacobs, and Baldwin (1990), reading is a concern as there is
considerable evidence to show it is related to academic learning and is an index of
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general academic achievement. That reading is highly correlated to reading and
academic successes has been consistently demonstrated in many studies (e.g., Anderson,
Wilson, & Fielding, 1988; Cipielewski & Stanovich, 1992; Cox & Guthrie, 2001;
Cunningham & Stanovich, 1991). Studies (e.g., Arizpe & Blatt, 2011; Dickinson,
Griffith, Golinkoff & Hirsh-Pasek, 2012; Justice, McGinty, Piasta, Kaderavek & Fan,
2010) further inform us that the benefits of reading are phenomenal, extending beyond
academic to other skills such as language and general knowledge development, critical
thinking, listening, imagination, cognitive, communication, character development and
social development. In particular, besides exposing young children to rich vocabulary
(Hayes & Ahrens, 1988), reading storybooks aloud is found to support children’s
language and early literacy development (Dickson, de Temple, Hirschler & Smith, 1992;
van Kleeck, Stahl & Bauer, 2003; Wasik, Bond & Hindman, 2006).

Despite the compelling evidence of the benefits of reading, there is still a need to get
children to read, especially those from families with low income. In her article High-
Poverty Schools That Beat the Odds, Cunningham (2006) stated that “poverty is the
largest correlate of reading achievement” (p. 382). Neuman and Celano (2006) also
reported that previous research had shown that on average, cognitive scores of children
at age 4 in the lowest socio-economic status (SES) groups were 60% below the scores of
those from the highest SES group, and this gap was likely to stay or even increase
throughout the schooling years of children. Research studies (e.g., Krashen, 2004;
Neuman & Celano, 2001) have consistently shown that children from low-income
communities have little access to reading material. Other research studies (e.g., Burney
& Beilke, 2008; Chall, Jacobs & Baldwin, 1990) also abound with findings that relate
higher frequencies of reading difficulties to socio-economic status. According to Parcel
and Dufur (2001), the lower reading achievement of children from low income families
could be attributed to the lower family social capital (home physical environment) as
opposed to family financial capital (parental income and material resources).

Findings from the research conducted by McKool (2007) suggested there were
differences between avid and reluctant readers from the economically diverse
backgrounds of their home lives and literacy experiences in preschool. In particular,
more children from middle- or high-income families were read aloud to when they were
young as compared to their peers from families with low income. This finding is
consistent with the concept of “blue collar value” as discussed by Allington and
Cunningham (1996) and McKool (2007).

Stanat et al. (2002) noted that poor readers (i.e., reluctant readers) were considered to be
an at-risk group for failure in both academic and social life. Adapting from Tierney,
Readance, and Dishner’s (1995) definition, an “at-risk reader” is defined here as one
who, without appropriate intervention, may fail to have the necessary skills and
strategies to maintain the ability to read and grow as a reader.

The debate on whether code-focused or meaning-focused instruction is the right
approach for helping children learn to read has never ceased. Authors, researchers, and
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educators continually strive to find the right “balanced approach”. Shared storybook
reading is an instructional approach, which has long garnered the attention of researchers
and practitioners. Findings in this area from several research studies (e.g., Bus, Belsky,
van [jzendoorn & Crnic, 1997; Kaderavek & Justice, 2005; Van Kleeck, Vander Woude
& Hammett, 2006; Wasik, Bond & Hindman, 2006) have consistently revealed positive
impacts on the acquisition of various important early language and literacy skills of
young children. In particular, reading aloud to children has been touted as the best way
to help children learn to love reading (Beck & McKeown, 2001; Lane & Wright, 2007)
and effective in working with and motivating heterogeneously grouped students (Tyner
& Green, 2012).

Reading Programmes in Singapore

Given the importance of reading, schools are naturally toeing the line. Primary schools
in Singapore are reportedly recruiting “language facilitators” to run enrichment lessons
in reading, storytelling, and drama, to improve reading ability of their students. Schools
and pupils interviewed listed students’ increased confidence in speaking English,
willingness to express views, reading with expression and good pronunciation, and
becoming an avid reader as some of the benefits of this programme (Leow & Yeo,
2010).

In Singapore, there is no lack of reading programmes developed to help young children
learn to read. Most are implemented by the Ministry of Education (MOE) in schools or
preschools, grassroots organization such as the Resident’s Committee, and professional
bodies or other ethnic or religious communities, while still others are commercially run.
Despite the prevalence of these programmes, there has been very little research to
evaluate them.

In contrast, in the United States, there was greater interest in assessing reading
intervention programmes to provide informed decision-making for schools to teach
reading and make policy decisions. Nonetheless, the majority of these evaluated
programmes either recruited certified teachers or para-professionals to facilitate the
programmes, involved comprehension intervention models, or were based on one-on-
one tutoring (Wasik, 1997, 1998). Few of these used the whole language approach, were
delivered by community volunteers, and were facilitated as a group. As a result,
effectiveness of community-based whole language or experiential reading programmes,
using volunteers for group instruction, received almost no research attention.

A review of the literature exploring reading among children in Singapore revealed most
studies were conducted in the late 1970s and early 80s. These studies were primarily
conducted by then-Institute of Education (e.g., Gopinathan et al., 1978; Johnston, 1981;
Ng, 1980) with a focus on primary school children, demonstrating the level of reading
was generally low among Singapore children. Reading was also an unpopular leisure
activity, regarded as another school subject, adding to the stress of primary school
children and adversely affected their interest in reading (Gopinathan et al., 1978;
Heaton, 1979; Johnston, 1981; Ng, 1980).
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While research on reading has shown gender, cultural and family background
differences in reading performance and reading attitude, this study will focus on
differences in domain of reading behaviour arising from exposure to intervention (i.e.,
participation in the programme). The primary intent is to provide insights to the impact
of participation in a volunteer-delivered, community-based reading programme on the
reading success of at-risk children from families with low income. While doing so, this
study also seeks to discover whether there are meaningful interactions between the
various reading-related measures tracked by the programme. Adopting the view that
reading is an interactive process, this suggests the reader’s performance on various
measures of reading success would be expected to vary as a function of the relations and
conditions under which the reader is being evaluated (Brozo, 1990).

The present study aims to explore two research questions:

1. Are there differences in the ability to use English language, participation and
interaction level, and general reading ability of children from low-income
families after participating in the kidsREAD programme?

2. What and how do the measures of use of English language, participation and
interaction level, and general reading ability of children influence each other to
affect the success of kidsREAD programme?

Methodology

This exploratory study examines participation in a community-sponsored reading
programme for at-risk children and attempts to identify the relationship between reading
factors that contribute to performance as measured by the organizer. The overall goal
was to run a preliminary probe into the programme’s efficacy on children from low-
income families and shed light on the usefulness of the tracking measures adopted in the
programme. This could help NLB to better formulate their future research into the
effectiveness of kidsREAD. It also aims to fill the gap in literature concerning research
on the effectiveness of reading programmes delivered by volunteers to children in a
naturalistic group context. Of interest here are the affective and behavioural outcomes
such as interaction, participation level, and general disposition which were part of the
measures tracked. Following consultations with Early Childhood and Language
specialists, these assessment measures were drawn directly from, and sensitive to, the
unique features of the kidsREAD programme; highly experiential, semi-structured, non-
code focused, and delivered by passionate volunteers who enjoy reading and working
with children.

Research Design

The primary purpose of this study was to review collected data to gain insights into the
impact of the programme in a setting prohibiting the control or manipulation of all
relevant variables. Therefore, a quasi-experimental research approach using one-group
pretest/posttest design was selected. Due to the secondary purpose of this study —
exploring relationships between measures of different reading-related performance
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variables obtained from the participants — a correlational design was also incorporated as
a way of analysing data, utilizing a definition offered by McLeod (2008).

Traditional experimental control and isolation was not possible, due to an attempt to
identify changes occurring in a naturalistic context (Cook & Campbell, 1986). Based on
the programme structure of using volunteer reading clubs to deliver the reading
programme guided by a resource kit, and the requirement for participants to meet low-
income criteria, it was unfeasible to have a control group. Reviewing available data also
rendered random assignment of the participants into experimental or control groups
impossible; all kidsREAD participants were from intact groups.

To draw insights regarding how sensitive measured reading behaviours are in impacting
the reading outcome, the correlational design was integrated into the quasi-experimental
design of this exploratory study. Creswell (2008) reported the correlational design is
used when the investigator seeks “to relate two or more variables to see if they influence
each other” (p. 356).

This quasi-experimental, correlational exploratory study using one-group pretest-posttest
design follows the procedure as briefly described below:

Step 1. Administer the pretest, consisting of 10 items for assessment by volunteers, to
measure mean reading factors of a single group, consisting of participants from
121 reading clubs before exposure to the kidsREAD programme.

Step 2. Expose participants to the kidsREAD programme for one “programme year”,
varying from 9 to 33 sessions, between January 2010 and November 2010.

Step 3. Administer the posttest (which consisted of the same 10 items for assessment by
the volunteers), to measure mean reading factors of the same group of
participants after having undergone the kidsREAD programme. The results of
pretest and posttest were compared to determine if there was any difference in
the participants’ reading performance.

Step 4. Apply appropriate statistical evaluation to determine whether the differences and
relationships were significant.

As only a single group was studied, with measurement occurring both before (O;) and
after (0O,) a treatment (X, i.e., participating in kidsREAD), the research design used in
this study can be represented as O; X O, (Campbell & Stanley, 1966; Creswell, 2008).
According to Mertens (2010), although the research design O; X O, (Campbell &
Stanley, 1966; Creswell, 2008) has many weaknesses, its use is justifiable under
circumstances in which change in attitudes, behaviour, or knowledge are unlikely to
occur without the introduction of an experimental treatment. Attitude towards reading
quality storybooks, disposition and interaction level with other kids (i.e. behaviour) from
similar social economic status for read-aloud and activity times, and acquisition of
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vocabulary and comprehension are specific to the kidsREAD context, activities and
stories read during the programme.

The debate on the paradox of using experimental methodology to study complex social
life (such as education) has been ongoing among those with different paradigms as
coming from a constructivist, transformative or pragmatic perspective (Campbell &
Stanley, 1966; Mertens, 2010). This exploratory study was conducted using the quasi-
experimental and correlational approach in the spirit of methods or partial control based
on careful identification of factors influencing internal and external validity, advocated
by Campbell and Stanley (1966).

Research Setting and Participants

In 2010, the kidsREAD programme reached out to 2,729 children across the island. To
maximize learning in the scope and time available for this study, selection of
participants was done through reading clubs they were in. At the time of this study, there
were 121 reading clubs; a random selection of 12 reading clubs (10%) was done, with all
children from the randomly-selected clubs included. After checking for thoroughness of
evaluation, a total of 186 participants’ data was analysed. The participants for this study
included 186 children (aged 4 to 8) attending nursery to Primary 2, who participated in
kidsREAD in 2010. Of these, 94 (51%) were males, and 92 (49%) females. The
children’s ethnicity was 72% Chinese (134), 26% was Malay (48), 2% was Indian (2)
and 1% was other race (1).

As a result of the long data collection period required (due to variation in start and end
dates of the programme for each club) data previously collected for programme year
2010 was used for the analysis. Data came from completed child evaluation forms
collected yearly by NLB from all reading clubs, island-wide. Location of the 12 selected
clubs was spread across different parts of Singapore and run by different agents (e.g.
primary school, community club, preschool, resident’s committee, and student service
centre). At the end of each programme year, coordinators at each club, or staff members
running the programme, forwarded completed evaluation forms to NLB.

Instruments and Procedures

The instrument used for this study — the child evaluation form — was developed by the
kidsREAD Secretariat, in consultation with Early Childhood and Language specialists,
for the purpose of reporting on key performance indicators for the programme. The form
was pre-designed to assess different reading outcomes across three domains, namely use
of English language (UEL), participation and interaction (PAI), and reading skills (RS).
The basic outcome measure in this study is the evaluation form’s rated performance of
children at the end of the programme, compared to rated performance at the start of the
programme. The child evaluation form contained 10 multiple-choice items completed by
volunteers at both the start and end of the programme, with three to four response
choices for each item assessed. These choices or outcome rates were presented on a
scale-like level, indicating performance at varying levels of competence.
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For statistical analysis, the outcomes had to be expressed on a common scale of
measurement, accomplished by coding each response from zero to two or three, with
zero representing lowest competence and two or three representing highest competence.
The codes for choices selected by volunteers for both pre- and post-programme
evaluations were entered into the database for analysis.

Validity and Reliability Controls

Campbell and Stanley (1966) report that when full experimental control is lacking, it is
imperative the researcher be fully cognizant of the specific variables the design failed to
control. Threats to internal validity could potentially cause changes to outcome measures
and be mistaken as effects of the treatment. Creswell (2008) listed three categories of
threats to internal validity: those related to participants, related to treatment, and related
to procedure. Cook and Campbell (1979) listed three external validity threats, which
might affect ability to generalise results: interaction of selection and treatment, setting
and treatment, or history and treatment. Accordingly, this study was designed to create
structure of observation and treatment implementation, to effectively rule out these
threats as discussed below:

1. Threats related to participants: With only one “experimental” group comprising of all
participants enrolled in the programme from 12 clubs located island-wide, and
where the participants all came from the same socio-economic background,
threats to regression, mortality, selection, and interactions with selection were
avoided. However, two rival variables, history and maturation, were
uncontrollable.

2. Threats related to treatment: In a single group design, main biases such as diffusion of
treatments, compensatory equalization, compensatory rivalry and resentful
demoralization that threatened construct validity related to treatment were also
averted.

3. Threats related to procedure: There was no threat to testing or instrumentation.
Participants were not “test-wise” as pre- and post-test was in the form of pre- and
post-programme evaluations carried out by volunteers, and not tests taken by
participants. With a standardized set of evaluation form using the same
observational scales measured at the start and end of programme, differences in
pre- and post-tests arising from different instrument used was similarly ruled out.

4. Interaction of selection and treatment: All participants in the intact group were
selected for the study. Moreover participation in kidSREAD is voluntary.

5. Interaction of setting and treatment: The good spread of geographical location of the
12 selected clubs, along with the wide array of context in terms of multiple sites
where treatment was carried effectively ruled out this threat.

6. Interaction of history and treatment: As threat of history cannot be completely
avoided in the study. Caution must be exercised when generalizing the effects of
the findings here.
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Results

Data analysis was conducted in two distinct steps. Firstly, the paired r-test was
conducted for all reading outcomes (subcategories) measured by the programme.
Included in the results was the effect size (d), which measures the magnitude of the
treatment effect (Cohen, 1988) on the subjects’ ability to perform in the various
outcomes measured. This was computed using Ray and Shadish’s (1996) Equation II.
Secondly, inter-item correlation matrix of each domain and its associated subcategories
(refer to Figure 1) was computed.

UEL PAI RS
| |
| | | | |
AEE FUE VL LUCP LOP IWP GD LOI CA CEL
UEL - use of English language PAIl - participation and interaction RS - reading skills
AEE - ability to express in English LOP — level of participation CA - comprehension ability
FUE - frequency of using English IWP — interaction with peers CEL - command of English
VL — vocabulary level GD - general disposition language
LUCP — language used to communicate with peers LOI — level of interest
Figurel.
Schematic representation of the three domains and their associated subcategories
Table 1.
Paired t-Test for All Subcategories
0
Variance 9;(2&2111?:}211: ) t Sig. Effect
Variable N=185 Mean SD , SEM . (2-tailed size
c difference (df)
p)
Lower  Upper d
AEE Pre 0.84 0.701 0.492 0.052 -10.394
Post 1.34 0.648 0.420 0.048 -0.585 -0.399 (184) .000 0.37
FUE Pre 0.79 0.710 0.501 0.052 -11.317
Post 1.34 0.690 0.476 0.051 -0.638  -0.449 (183) .000 0.41
VL Pre 0.82 0.614 0.379 0.045 -11.099
Post 1.30 0.623 0.388 0.046 -0.570  -0.398 (183) .000 0.40
LUCP Pre 1.70 0.495 0.244 0.036 -5.787
Post 1.89 0.318 0.101 0.023 -0.254  -0.125 (184) .000 0.15
LOP Pre 0.96 0.777 0.604 0.057 -11.079
Post 1.51 0.634 0.403 0.047 -0.652  -0.455 (185) .000 0.40
IWP Pre 0.92 0.739 0.546 0.054 -10.980
Post 1.47 0.642 0.412 0.047 -0.641 -0.445 (185) .000 0.39
GD Pre 1.38 0.550 0.302 0.040 -8.874
Post 1.71 0.455 0.207 0.033 -0.401 -0.255 (185) .000 0.30
LOI Pre 1.17 0.668 0.446 0.049 -9.046
Post 1.57 0.622 0.387 0.046 -0.485 -0.311 (185) .000 0.31
CA Pre 1.29 0.692 0.480 0.051 -10.516
Post 1.83 0.751 0.568 0.055 -0.642  -0.439 (184) .000 0.38
CEL Pre 1.28 0.712 0.508 0.052 -15.695

Post 2.09 0.738 0.544 0.054 -0.902 -0.700 (185) .000 0.57
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Paired t-Test and Effect Size Analyses

Table 1 shows the mean scores for all subcategories of the three domains rose at post
treatment, after one year of kidsREAD Programme. The improvements in scores across
all subcategories were found to be statistically significant (p = 0.000). The effect sizes
d’s for most subcategories ranged from 0.30 to 0.57 except for LUCP (d = 0.15). This
revealed the treatment effect was moderately to highly substantive on all the
subcategories except the LUCP.

Correlational Analysis

The results of the various correlational analyses are presented separately in Tables 2, 3,
4 and 5 for both inter- and intra-domains. Ratner (2009, 2012) provided the
interpretation of correlation coefficients: a range of  values between 0 and .3 indicates a
weak positive relationship, between .3 and .7 indicates a moderate positive relationship,
and between .7 and 1 indicates a strong positive relationship.

In summary, the correlation coefficient »’s for most subcategories and among the 3
domains were considered either strong or moderately positive or significant except for
that between LUCP and AEE, FUE and VL, as well as that between IWP and LOI
where the 7’s indicated weak but positive relationship. In fact, LUCP was the only
subcategory that showed the weakest relationship with other subcategories.

Table 2.
Inter-Item Correlation Matrix for Subcategories of UEL

UEL AEE FUE VL LUCP
AEE 0.73 -
FUE 0.75 0.37 -
VL 0.70 0.33 0.36 -
LUCP 0.48 0.18 0.17 0.15 -

Table 3.
Inter-Item Correlation Matrix for Subcategories of PAI Domain
PAI LOP WP GD LOI
LOP 0.78 -

IWP 0.75 0.50 -
GD 0.70 0.37 0.35 -
LOI 0.68 0.34 0.25 0.44 -
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Table 4.
Inter-Item Correlation Matrix for Subcategories of RS Domain
RS CA CEL
CA 0.82 -

CEL 0.82 0.36 -

Table S.
Inter-Item Correlation Matrix of the Three Domains

UEL PAI RS
UEL -
PAI 0.46 -
RS 0.56 0.43 -

Parent Survey

For purpose of triangulation, this study also includes analysis of survey feedback from
parents of the 186 participants. Table 6 displayed the results. A significant 80% of
parents polled reported their child was able to read much better than before, and the use
of English increased. Parents also found children were more at ease interacting with
other children, and 84% reported their child was more interested in reading.

Table 6.
kidsREAD and Its Impact on Children’s Behaviour According to Parents
Area Frequency % Yes

Child is more interested in reading 156 24
Child finds it easier to talk/play with other children 166 29
Child reads in his/her free time more than before 124 67
Child uses English more than before 130 70
Child borrows books from the library 131 70
Child asks you to read to him/her more than before 128 69
Child is more cheerful/confident than before 160 26
Child asks you to go to the library more than before 107 53
Child is able to read much better than before 148 20
Child speaks in English to his/her friends/relatives more often 135 73
Child likes to come for kidsREAD 179 96
You would tell your friends to send their child to kidsREAD 175 94
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Discussion

One of the aims of this study is to explore if participation in the kidsREAD programme
makes a difference in reading performance, as measured in the programme, in at-risk
children from low-income families. The results at best suggested that having undergone
the kidsREAD programme for one year, participants showed improvements in their
ability to express in English with increased frequency of its usage and improvement in
their vocabulary or word knowledge in English. There was also improvement in their
level of interest in reading as well as their participation in its activities and interacting
with peers. Their general disposition as a reader also improved in terms of they
becoming more enthusiastic or cheerful readers. The same improvement was seen in
their ability to comprehend what they read. Overall, participants ended with a better
grasp of command in English in a general sense. However, the result also suggested low
use of English by the participants to communicate with their peers. Nonetheless, all
these results cannot posit an explanatory relationship. Instead, it can be used to tweak
the programme for improvement, and determine a better research design, data collection
method and sampling that NLB should consider when planning for its future research.

The second aim of this study is to determine if there was any relation among the
different measures of reading behaviour that formed the framework of assessment for
the kidsREAD programme. Figure 2 sums up the findings. The results allowed the
researchers to make a preliminary deduction that the UEL, PAI and RS of the children
predicted the reading success of kidsREAD participants. With the exception of LUCP
which had an indirect effect on reading success, all behaviours appeared to be directly
associated with the success of supporting programme objectives. This, too, should be
interpreted with caution as there are concerns on the validity and reliability of the
measure (child evaluation form) as discussed later.

RgA->[(AEE)(FUE)(VL)+LUCP][(LOP)(IWP)(GC)(LOI)][(CA)(CEL)] >RgS

\ v J \ N J -\ J

UEL PAI

RgA - Reading Activities RgS - Reading Success

Figure 2.
Reading success (RgS) equation for kidsREAD.
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KidsREAD'’s Equation for Reading Success (RgS)

The instructional conditions of kidsREAD consisted of reading behaviour (subcategories)
measured in the programme. Figure 2 depicts the possible relationship these different
behaviours have and provides a visual appreciation of how they could possibly interact
to establish the ability of at-risk children to be successful while using the programme.
The findings in this study also allowed deduction as to which reading behaviour had a
direct impact on supporting programme goals. By integrating connections of behaviours
in the three domains, this study provides a summary of the relationships in the equation:
RgA - [(UEL) (PAI) (RS)] = RgS.

Use of English language (UEL). As expected, Table 1 shows that after one year of
treatment, there was significant improvement in the children’s ability to express
themselves in the English language, as well as increased frequency of use of the English
language by children after treatment. The children also showed improvement in
vocabulary level, with a significant increase as compared to pre-treatment levels.
However, the use of English language when interacting with peers was the only
behaviour without improvement.

The first part of the equation in Figure 2 - UEL - [(AEE) (FUE) (VL) + LUCP] —
further illustrates the relationship among the four parameters (AEE, FUE, VL and
LUCP) used to measure the use of English language (UEL) in the programme. The
equation helped establish evidence that the UEL domain was directly dependent on four
variables: AEE, VL, FUE, and LUCP. This dependency is demonstrated in Figure 3
below, where the ability to express in English language (AEE), the frequency of use of
English language (FUE), and the vocabulary level (VL) had significant impact on the
use of English language (UEL), while the use of English language among peers (LUCP)
had less impact on it.

r=0.37
AEE FUE
s . - < 1
.. \\o //Q/~\ |
I S e <
‘7&‘\\\ :
- UEL L
r=0.33 S i r=0.17
/\Q ) “« '
2 “o :
) © ® :
fb 1
ol l
< \~\\ 1
VL e LUCP
r=0.15
| Legend: Strong Moderate Weak --------

Figure 3.
Intercorrelations among the UEL domain and its subcategories
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These four variables were also interrelated to each other. For example, AEE was found
to have a moderate relationship with FUE and VL, showing the more a child could
express themselves in the English language, the greater increase in vocabulary and
higher likelihood to use English. Though there was an improvement in LUCP, the
association with the other three factors was weak; LUCP had very little significance to
children’s reading success. The children did not change habits of using their mother
tongue when communicating with peers as communicative efficacy could be the primary
driving force in the choice of language used by children to communicate with peers.

This finding is consistent with suggestions from previous investigations on reading and
learning. For instance, reading aloud has been widely accepted as an effective context
for developing vocabulary (Newton, Padak, & Rasinski, 2008; Biemiller & Boote, 2006)
and word learning (Biemiller & Boote, 2006; Bravo, Hiebert, & Pearson, 2007). The use
of read-aloud affords volunteers opportunities to promote talk and discussion on the
story read. Thus, it is expected that use of language increases with such a strategy.

When it comes down to language spoken with peers, Ting (2010) found that Chinese
teenagers used the language spoken at home, when relating to peers, especially where
the home environment is increasingly Mandarin-speaking. This is primarily the case in
Singapore, particularly for children participating in kidsREAD. Research on children, in
the area of code switching, has also shown bilinguals develop knowledge on how and
when to use their two languages depending on the topic discussed, the situation, and the
person talked to (Fantini, 1985; Halmari & Smith, 1994; Zentella, 1982).

Research in the area of literacy involving bilingualism also shows what children have
learned in their first language can help them in the acquisition and learning of their
second language (Jiang & Kuehn, 2001; Karim, 2003; Reyes, 2004; Ringbom, 1992).
This is also explained in Cummins’ (2000) Iceberg model, which shows the relationship
between one’s primary language and second language, that what one learns in the first
language transfers to the new language. Hence, it came as no surprise when the children
in kidsREAD used the language they felt very competent with, during interaction with
peers, as this made it likely to form stronger bonds with their peers (Bryan, 1978;
Kryratzis, 2004). In this sense, the programme also met another one of its objectives:
gaining a greater understanding of children from other races (NLB, 2004, para. 9).

Research has also shown the level of language skill exhibited by classmates of pre-
schoolers would predict language skills (Mashburn, Justice, Downer, & Pianta, 2009).
Participants in this study had English as their secondary language, with Malay and
Chinese as majority primary languages; most children were attached to their primary
language, although they had been taught to read and communicate in English. Therefore,
under normal circumstances, children should be allowed to use their primary language,
especially when interacting with their peers, to improve their ability to communicate.

Participation and interaction (PAI). The second equation in Figure 2 - PAI - [(LOP)
(IWP) (GD) (LOI)] - illustrates the relationship of the four variables that made up the
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PAI domain; the PAI domain directly depended on the four variables: IWP, LOP, GD,
and LOI, as depicted in Figure 4.

LOP =080 IWP

r=0.37 -~ ;=025

GD LOI

r=0.44

Moderate

| Legend: Strong

Figure 4.
Intercorrelations of the PAI domain and its subcategories.

With the exception of LOI, these subcategories had a very strong relationship with the
PAI domain, showing high dependence on them. However, LOI impact was
insignificant. Among themselves, the subcategories were moderately related, with that of
LOI and IWP being significantly weak, and level of interest not being a significant
determinant for levels of participation and interaction.

An interesting point in this finding was that participation level did not necessarily affect
a child’s interest in the story or activities. Although a child’s interest in reading activities
need not affect their level of interaction with peers, it seems contradictory that levels of
participation were not significantly affected by attentiveness and responsiveness.
According to Guthrie (2000), situational interest related to the story can be arranged by
the teacher to connect to the knowledge goals set as part of the reading.

The rest of the findings are generally reflective of results in other studies. Guthrie,
Schafer and Hutchison (1991) found that reading increases children’s social skills and
community participation. In their longitudinal study of 400 rural and urban low-income
children from 1996 to 2002, Miles and Stipek (2006) showed good social skills were
associated with good reading scores, and students with good social skills in kindergarten
and first grade were more likely to be good readers in third grade.

Reading skills (RS). The third and final part of the equation in Figure 2 - RS - [(CA)

(CEL)] - illustrates the domain of RS was directly dependent on the two variables (CA
and CEL) measured, with a strong relation between them (refer to Figure 5).
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Figure 5.
Intercorrelations of the RS domain and its subcategories

From this equation, it is clear that change in the comprehension ability of the children
would significantly affect the child’s reading skills. Therefore, a decrease in
comprehension ability would also result in a decrease in reading skills, which is
consistent with previous research (e.g., Nation & Snowling, 2004; Wise et al, 2007)
showing listening comprehension significantly influences word identification skills and
reading skills.

From the results, it can be inferred that participation in this programme improved the
reading skills of children at risk, who were more likely to comprehend what they read
during the programme, and a significant improvement in grasp of the English language.
The programme was also useful in improving ability to learn English as a secondary
language. It could lead to improved performance in school, ensuring a basic literacy
foundation before formal education with the ability to master concepts and learn new
things more easily.

The exploratory analyses allow the researchers to demonstrate how various reading
behaviours correlate to children’s reading success, thus showing exposure to kidsREAD
facilitated reading success for at-risk children from families with low income. Evidently,
children in this sample benefited from participating, showing improvement in all
measured reading behaviour. Similarly, correlation analyses provided evidence
regarding strength of relationships among the different measures that served as the
framework for reporting on the success of kidsREAD.

Parent survey. Table 6 displayed the results that afford us the parents’ perception of
changes observed in their children’s reading-related behaviour after attending
kidsREAD, substantiating that participation in the programme improved reading
behaviours of these children. These results provide validation of the positive impact of
kidsREAD on children from low-income families.
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Significance

This research is the first of its kind in Singapore, exploring the impact of a reading
intervention programme aimed at improving the development of reading skills and
instilling a love of reading of children from low-income families. The positive impact of
kidsREAD on participants could attract more corporate sponsors and organizations or
schools to take part and contribute to empowering more low-income children with
resources to improve quality of life. The model is an affordable alternative for providing
additional support to those identified as poor or reluctant readers, which may encourage
more volunteers to help at-risk children at a critical point in their literacy development.
With these preliminary insights, NLB can start exploring improvements to be made to
the programme, particularly in training for volunteers and developing a more sensitive
instrument to measure the reading outcomes according to the programme objectives.

Limitations

This study included pre-collected data; randomized controlled trial and assignment of
children was not possible; therefore, issues on validity and reliability of the findings may
be a concern. There are also limitations of correlational design; as it does not imply
causality, the major limitation of the design lies in the conclusion drawn from results. In
reality, there are several factors that can influence social and natural phenomena and
affect reading attainment, pertinent variables such as reading enjoyment, attitude, and
behaviour (Clark & de Zoysa, 2011). Therefore, interpreting the result requires being
cognizant of confounding variables, as well as difficulties in avoiding them.

Out of the total of 523 clubs run and 13, 278 children served over 7 years, only 12 clubs
(2.3%) and 186 children (1.4%) were included in this study. With a smaller sample size,
results reported here should be interpreted with caution, as findings may not be
transferrable to the target population. If possible, these results should be cross-validated
with other samples and programmes.

Another important limitation of the current study lies in the inherent weakness of a one-
group pretest-posttest, quasi-experimental design. The key confounded extraneous
variables that can jeopardize internal validity of this study are history and maturation.
Both of these could offer plausible hypotheses to explain the O; to O, difference,
rivalling the hypothesis that X caused the difference (Campbell & Stanley, 1966).

Yet another major limitation of this study was the reliability of the instrument: the child
evaluation form. The instrument did not have any reported validity and reliability scores,
nor had there been any review done. It was designed with expert advice sought by NLB
and was aligned to measure constructs reflected as key performance indicators for the
programme, constructs that were directly drawn from the curriculum and deemed
sensitive to distinctive features of the programme, serving as an internal measure of the
effectiveness of the programme. Further, volunteers may have altered responses to
evaluations, to align with expected social outcomes. However, this is unlikely, based on
the lengthy responses of volunteers on most of the evaluations. It was noted that the
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Cronbach Alpha a for all variables is .90 (n = 185), which according to Kinnear and
Gray (2010) was generally accepted as a useful test.

This paper only presented the exploratory statistical findings. The researchers appreciate
that there are many other factors that could influence the results, pertinent reading-
related variables as investigated by Clark and de Zoysa (2011), as well as nature of the
programme such as instructional approaches and strategies that could really work to
make volunteer-delivered community-based reading programme an economically
sustainable and yet successful model for children at risk of reading difficulty or failure.

Recommendations

Clearly, these limitations give rise to many questions in need of further investigation;
issues and factors worth considering, when planning for further study of the impact of
this programme. This study, an exploratory investigation, can be likened to a pilot study
on kidsREAD. The researchers strongly recommend further research be done, taking
into consideration the limitations discussed, including examining the predictor variables
change over time, to provide definitive evidence for the impact of this programme,
preferably in the forthcoming longitudinal study commissioned by NLB. The scope,
significance and implication for doing so are immeasurable, and the resulting findings
would broaden the collective understanding of this research topic.
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S— Special Educational Needs
Mo Westing M’ and Support Provisions in
Swedish Preschools: A
Multiple-Case Study

Abstract

The purpose of this multiple-case study was to investigate the abilities and needs of children in some
comprehensive and specialised preschools adopting some form of inclusive education, and to
describe the provided support that was designed to enhance children’s participation and learning.
Fifty-six children and eight preschools located in four municipalities were enrolled. The data was
collected via observations, conversations, interviews and a questionnaire. The abilities of the
children varied and the need of support among the children ranged from some needs to high and
very high needs. Environmental and interpersonal support was integrated into ongoing activities,
routines and plays, both in the comprehensive and specialised preschools. In the specialised
preschools, one-on-one training and speech therapy, as well as an extended timeframe, were also
provided. The descriptions of the preschool practices are related to national and international
discussions concerning the topics of inclusive education and support provisions in preschools.

Keywords: Disability, early childhood, inclusive education, special educational needs, support
provisions.

Introduction

The implementation of inclusive education is presently on the agenda in many countries,
and great efforts are being made to educate children with special educational needs
among typically developing children within general education systems (European
Commission, 2013). The reason for this is that inclusive education can promote social
justice, facilitate the formation of a welcoming society and can deter discrimination
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(United Nations Convention of the Rights of Persons with Disabilities, UN CRPD, 2006;
United Nations Educational, Scientific and Cultural Organization, UNESCO, 2009;
World Conference on special needs education: access and quality, Salamanca Statement,
1994). Inclusion can also positively impact children’s social and academic development
(Leyser & Kirk, 2004; Odom, et al., 2004; Schwartz, Sandall, Garfinkle & Bauer, 1998).
Odom et al. (2004) expressed the positive impact of inclusive education as follows:
“Positive developmental and behavioural outcomes occur for children with and without
disabilities in inclusive settings, although as a group, children with disabilities are not as
socially integrated as their typically developing peers” (p. 17).

The forms and levels of inclusive education may vary in preschools (Guralnick, et al.,
2008; Hanson et al., 2001). Hanson et al. stated that inclusive education is a process that
can take the form of full inclusion, but it can also be described in terms of partial
inclusion and integrated activities. In fully inclusive preschools ‘“children with
disabilities participate as full members of the general education class”, whereas in partial
inclusion placements they “participated in a typical age appropriate program with
children without disabilities for at least 50 % of their educational day and part of the day
in a separate experience with other children with disabilities”. In programmes adopting
integrated activities they “were predominately in self-contained experiences but
participated in joint classes of activities with age appropriate typically developing
children” (Hanson et al., p. 71). Guralnick et al. have also described the various forms
and levels of inclusive education in preschools with the terms full inclusion and partial
inclusion and adopted concepts corresponding to integrated activities. According to
them, full inclusion refers to settings in which a child spends the “entire school day in a
class in which most of the children require no special educational services” and partial
inclusion refers to settings where “some of the school day is spent exclusively with
children who receive special educational services”, but most of the day is spent in
“classes in which most of the children require no special educational services”
(Guralnick, et al., 2008, p. 243). Such conceptualising and practice of inclusive
education assumes that children may attend ‘more or less’ inclusive preschools and have
‘more or less’ inclusive educational placements.

The adequate provision of support, that is additional help and attention to children with
special educational needs, is considered crucial within inclusive practices. Researchers
on inclusive education have reported that support provisions are needed, since these
enable and enhance participation in activities, routines and play, and thereby facilitate
development and learning for children with special educational needs (Sandall et al.,
2008; Sandall, Schwartz & Joseph, 2001; Soukakou, 2012). Sandall, Schwartz and
Joseph (2001) have reported that different levels of support provisions can be needed in
inclusive preschools. Their didactic framework on effective preschool inclusion (Sandall
et al., 2008) recommends ensuring a high overall quality of preschools, and that several
levels of support are provided to children if needed. The first level of support provisions
in the didactic framework consists of curriculum modifications and adaptations that are
needed to assist the children’s participation in preschool activities, routines and play.
Activity simplifications, specific equipment, working with child preferences and
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providing adult support are examples of curriculum modifications and adaptations. The
next level, embedded learning opportunities consists of the provisions that are offered
within regular activities in order to work with the particular educational objectives of
children. Speech and language training related to a learning objective of a child that is
embedded in circle times with the entire group, is an example of an embedded learning
opportunity. If the specific training of a skill is not possible to embed within an on-going
activity among peers, child-focused instructional strategies, such as one-on-one training
in speech and language, is an additional level of provisions that can be applied.
Soukakou (2012) describes various types of support provisions in inclusive classrooms,
such as classroom adaptation, support in interactions, encouraging feedback on
children’s efforts and support in transitions between activities. Soukakou underlines the
importance of maintaining good quality of provisions, that is high-quality adaptations
and feedback. The importance of support provisions in inclusive practices is also
stressed in international conventions. For example, the UN CRPD (2006) states that
persons with disabilities should “receive the support required, within the general
educational system, to facilitate their effective education” (art. 24). Consequently, the
lack of support provisions may risk creating circumstances in which children struggle
with participation and learning and do not benefit optimally from early childhood
education.

The Swedish preschool context

In Sweden, all children have a right to have access to preschool for care, play and
education in science, technology, mathematics, language and communication as well as
for school preparation (Education Act, 2010:800; Swedish National Agency for
Education, SNAE, 2011). Most of the children aged one to five years old (83%; 485 700
children) attend preschool (SNAE, 2014), and a majority of the children with special
educational needs are attending regular preschool units (Lutz, 2009). In Swedish
preschool policy (Education Act, 2010:800; SNAE, 2011) there is no alternative
educational arrangement to regular preschools for children with difficulties, disabilities
or special educational needs.

Preschool is the first step in the education system of Sweden (Education Act, 2010:800).
The second step is one year in a preschool-class, which is followed by compulsory first
grade. Preschool staff typically consists of a preschool head, preschool teachers with a
university degree and child minders with secondary education. Additionally, other
professionals may visit or work in preschools, for example speech and language
therapists or special educators from Health services, as well as cooks and janitors.
Preschool-teachers with a university degree comprise approximately half of the staff
(43%) in preschools (SNAE, 2014). A Swedish preschool typically consists of several
units, enrolling on average 17 children. Each unit has certain staff permanently assigned.
A preschool unit may thus correspond to a ‘class’ or a ‘classroom’ in other countries
education systems.

The education system of Sweden is decentralised. This means that the national policies
(Education Act, 2010:800; SNAE, 2011) leave ample room for local interpretations at
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the municipal level concerning how to organise education and care for children with and
without special educational needs. The Education Act (2010:800) and the national
Curriculum (SNAE, 2011) stress the importance of meeting the needs of children that
arise and states that all children with physical, psychological or any other need should be
given the special support they individually need in their educational settings. The
policies can be described as inspired by a relational view of special educational needs
(Emanuelsson, Persson & Rosenqvist, 2001). This means that it “places less focus on
disability labels and instead involves the environment as an important factor in the
emergence as well as the handling of school difficulties” (Nilholm et al., 2013, p. 382).
In Sweden, children with special educational needs are often referred to as ‘children in
need of special support’ or ‘children in difficult situations’ so as to stress the role of
relational and contextual factors.

In Sweden, preschool staff faces several challenges; a variation in the quality of services,
a reported increase in number of children with special educational needs and the
necessity to adapt the preschool environment to children’s various abilities and needs
(Allodi Westling, 2007; Lutz, 2009; Siljehag, 2007)

Support provisions and inclusive preschools have to some extent been previously
investigated in Sweden. The researchers concerned with these topics have described the
teachers’ view of educational support to children in need of special support (Sandberg,
Norling & Lillvist, 2009), the preschool staff’s definition of special support (Sandberg,
Lillvist, Eriksson, Bjorck-Akesson & Granlund, 2010), the inclusion of preschool
children with autism and the attitudes and perceived efficacy of preschool teachers
(Engstrand Zakirova & Roll-Pettersson, 2012), in addition to the disabled children’s play
and activities in preschools (Skogman, 2004). However, at this moment there is a lack of
studies that describe didactical aspects of support provisions in inclusive preschools
attended by children with special educational needs and disabilities.

A bioecological approach

This study is framed by a bioecological model of human development (Bronfenbrenner,
1979; Bronfenbrenner & Morris, 1998). Children’s development is considered to be
influenced by their biosystem, for example their cognitive ability, by proximal processes
such as staff-child and child-child interactions. Moreover, they are also considered to be
influenced by microsystems such as the organisation of proximal educational settings
and by several other systems (i.e., mesosystem, exosystem, macrosystem and
cronosystem) surrounding them. In keeping with the bioecological model, the preschools
that participated in this study are viewed as microsettings that are part of a nested
bioecological system.

Aim, rationale and research questions

The purpose of this multiple-case study is to investigate the abilities and needs of
children in some comprehensive and specialised preschools in Sweden that adopt some
form of inclusive education, describe the support designed to enhance children’s
participation and learning that they provide, and examine differences between these
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types of preschools with regard to support provisions. A didactical oriented study on
support provision and inclusive preschool education is motivated because it can provide
a description of the forms of support that are presently employed in preschools. The
introduction of a policy of inclusive education is an objective that is pursued in many
countries, but there seem to be challenges in the realization of an inclusive educational
system. International research has shown that the provision of support is essential for the
accomplishment of inclusive education, but in Sweden there is still a limited amount of
research that describes how preschool support is provided to children with various
special educational needs. To enhance and facilitate the understanding of support
provisions and inclusive education, we consider it important to link the support
provisions to the levels of abilities and needs of the children as well as to some
contextual circumstances in their preschools. The questions posed are as follows: Which
are the levels of abilities and needs of the preschoolers that receive support provisions in
the comprehensive and specialised preschool units investigated? Which types of support
provisions, designed to enhance the children’s participation, learning and inclusion are
provided in these units? What are the differences between comprehensive and
specialised settings with regard to support provisions?

Method

Design

The abilities and needs of children with special educational needs, and their support
provisions, were investigated with a multiple-case study design (Yin, 2014) and via a
mixed methods approach (Johnson, Onwuegbuzie & Tumer, 2007; Teddlie &
Tashakkori, 2010). A multiple-case study design creates opportunities to draw cross-
case conclusions and comparisons (Yin, 2014). The primary benefit of a mixed method
approach is the possibility to integrate data, quantitative and qualitative in nature, into
research investigations and descriptions (Teddlie & Tashakkori, 2010).

Participants

Preschools (cases) were searched on the internet and selected according to the principles
of a strategic maximum-variation (Mertens, 2010) with the intention of enrolling
preschools that varied in characteristics. The criteria considered for determining these
preschools were the following: Children with and without special educational needs
should participate in the same educational activities, routines and play; the preschools
should represent socioeconomic variation; and a variation of geographical locations
such as town and countryside, and a variation concerning the responsible authority,
should be present. In order to facilitate the data collection, participating preschools were
located in the middle east of Sweden.

Eight preschool units, located in eight preschools in four different municipalities came to
be part of the study after verbal and written information had been shared and consent
had been obtained from all head teachers, staff and 89% of the parents. The parents that
did not consent to their child’s involvement had no objections to the preschool’s
participation in the study. The children received a separate child-friendly letter, along
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the letter of consent to parents that the parents were to read for them. During the field
work the children were verbally informed about the research and asked for consent.
Each preschool was visited by the first author for a period of four to seven consecutive
days from autumn 2012 to spring 2013. The total time for fieldwork was two month.

A total of 56 children, 28 boys and 28 girls, participated. At the time of the study most
of the children were 5 years old, and they were thus attending their last year in
preschool. Almost one third (n=16, 29%) of the children had special educational needs
and almost half of the children with special educational needs had a disability diagnosis
(n=7). Two of those seven children had language disorder, two had Down syndrome and
three children had autism and intellectual disability. A majority of the children (n=40,
71%) were considered as typically developing and not in need of support provisions in
order to participate and learn in preschool educational activities, routines and play.

The organisational typologies of the preschools that participate in this study are reported
in more detail elsewhere (Lundqvist, Allodi Westling & Siljehag, in press; Lundqvist,
2015). Six preschool units were fully inclusive and comprehensive, one was partially
inclusive and specialised, and one had adopted integrated activities and was specialised.
The fully inclusive and comprehensive units enrolled typically developing children and
children with various difficulties and disabilities. The partially inclusive and specialised
unit enrolled typically developing children and children with a specific disability
diagnosis (i.e., language disorder). The staff in this unit was specialised in speech and
children’s language difficulties. The specialised unit that had adopted integrated
activities enrolled children with a specific disability (i.e., autism and intellectual
disability) that were regularly offered meetings and connections with typically
developing children in another preschool. This unit’s staff had specialist competence in
autism and in speech and language difficulties. The two specialised units had more
resources, more staff and teachers to children and fewer children in the units. In total,
three units enrolled children with a disability diagnosis; two of these were specialised
and one was comprehensive.

Instrument

The ABILITIES Index questionnaire (Simeonsson & Bailey, 1991) was used to gain a
quantitative comparable profile of the functional and developmental status of the
children with special educational needs. The Swedish version of the ABILITIES Index
(Roll-Pettersson, Granlund & Steenson, 1999) consists of 18 subdivisions on a 5-point
scale, in which 0 demonstrates typical ability and 5 demonstrates very low ability. The
profiles were calculated by adding the scores on the various domains that had been
weighted according to the ABILITIES Index: Research Composite Score (AIRCS, R.
Simeonsson, personal communication, May 28, 2014). A result of 0 indicates typical
functional and developmental ability. A result of 138,5 indicates very low abilities in
audition left and right, behaviour, social skills, cognitive ability (intelligence), limbs (use
of hands, arms and legs left and right), intentional communication, communicating with
others, muscle tone (tight and loose), health, and eyes (vision) left and right. The
instrument is reported to be useful, valid and reliable (Bailey, Simeonsson, Buysse &
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Smith, 1993; Simeonsson, Chen & Hu, 1995; Roll-Pettersson, Granlund & Steenson,
1999, Granlund & Roll-Pettersson, 2001). Simeonsson, Chen and Hu (1995) reported
that the inter-rater agreement of ratings made by parents, teachers and clinicians
averaged 67.2% for exact agreement, 86.2% for agreement within one subdivision and
reported a kappa coefficient mean value of 0.60. The scorings of the children were made
by staff who knew the children well under assistance of the first author. Instruction to
the staff regarding how to fill the instrument was provided by first author. Since in one
unit the staff did not rate the abilities of the children, the abilities were rated by the first
author on the basis of information from observations, conversations and interviews.

Interviews, observations and conversations

Eight group interviews with staff, one at each preschool, in the form of shorter case
study interviews (Yin, 2014), were conducted and encompassed the verbal prompt: “Tell
me about your work with children in need of special support”. The interviews, with one
exception, were voice recorded and listened through several times, and the parts relating
to the topic of study were transcribed. One interview was documented in field notes. The
interviews were conducted within the preschool units at a time and place chosen by staff.
They lasted for circa one hour and all staff members, with few exceptions, participated.
A total of 29 staff members (e.g., teachers, child minders, a speech and language
therapist and teaching assistants working in the preschools) took part in the eight group
interviews. Direct observations (Yin, 2014) of abilities, needs and support provisions in
the educational settings, and informal researcher-staff conversations on these topics,
were also conducted. These observations and conversations were documented in
handwritten field notes (Yin, 2014).

Data analysis

The quantitative and qualitative data on the abilities and needs of the children enrolled in
the preschools formed the basis for a description of levels of abilities and for identifying
levels of supportive needs in the educational settings. The quantitative and qualitative
data on support provisions formed the basis for a description of the support provided. In
the analyses of the support provisions and the levels of supportive needs thematic
analyses were adopted (Braun & Clarke, 2006). The analysis of the support provisions
was inspired by the didactic framework on effective preschool inclusion (Sandall et al.,
2008; Sandall, Schwartz & Joseph, 2001). We used frequencies, means and ranges to
describe the children’s levels of abilities and needs.

Validity

By means of several strategies we attempted to ensure the trustworthiness of the study.
Each preschool unit was visited for several full days and both indoor and outdoor
activities, routines and play were observed in order to gain a rich and accurate
understanding of abilities, needs and support provisions. No interventions in the
observed activities, routines and play were made so as to avoid the potential impact of
the researcher on what was being observed. It is possible that the observed activities
could have been partially influenced by the presence of the researcher, in the sense that
the staff could have been motivated to give good impression of their work to an external
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observer. However, the staff and the children seemed to perform their activity as usual
and they did not show discomfort regarding the situation. Besides this, the data were
collected via several methods so as to enable data triangulations. The staff had
opportunities to ask questions about the ABILITIES Index both before and during the
scorings, which may have decreased the risks for errors. In addition, respondent
validations were conducted with staff in each preschool. Simeonsson and Roll-
Pettersson supported the application of the ABILITIES Index before, during and after
data collections.

Results

The preschool units enrolled children with a broad range of ability levels and different
needs of support provisions, that is, additional help and attention in order to be able to
participate and learn in preschool. The staff in the comprehensive and specialised
preschool units provided a number of support provisions to the children with special
educational needs. The results begin with a description of this broad range of ability
levels, and the different needs of the children, followed by a description of the support
provisions. The results section ends with an overview of the characteristics of the eight
units.

Biosystem, abilities and needs

The children with special educational needs were estimated to have some, high or very
high needs of support. Six children were considered as having some need of support
provisions. These children did not have a diagnosis and commonly had some difficulties
in the areas of behaviour, social skills or learning. Five children were considered as
having a high need of support provisions, due to difficulties in the areas of behaviour,
social skills, speech, communication and/or learning. Two of them had medical
disability diagnosis which is language disorder. Five children had a very high need of
support provisions. These children had low abilities (i.e., high scores on the ABILITIES
Index AIRCS) and they had difficulties in several areas, such as behaviour and social
skills, cognitive ability, motor ability, communication, muscle tone, health and vision.
They needed considerable help and attention during educational activities such as circle
times, routines such as arrivals, departures, mealtimes, and toileting and also at times
during play, on their own or with peers. They all had a medical disability such as autism,
intellectual disability, Down syndrome or visual impairments. Children with high and
very high needs of support were found in both the comprehensive and specialised
preschool units.

Microsystem support provisions and proximal processes

The support provisions provided to the children with some, high and very high needs in
the preschool units were environmentally and interpersonally oriented. The
environmental and interpersonal support was integrated into ongoing activities, routines
and play. Additional help and attention was also provided in the form of one-on-one
training and speech therapy, and in the form of an extended timeframe in preschool.
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Integrated support provisions

Integrated support provisions were designed to enhance participation and learning in
preschool activities, routines and play. These were available for the children with special
educational needs and also for typically developing peers. The integrated support
provisions were environmental and related to objects, modifications and adaptations in
preschool settings or interpersonal and related to staff or peers.

Examples of environmental integrated support provisions provided in the preschools
are as follows:

* Time visualisations such as timers and minute-glasses to support sustained
engagement in and activity or illustrate the length of activities not having a
natural end, for example; play with cars or blocks.

* Shared daily visual wall schedules, built of photographs and illustrations to
inform the children about the activities of the day

* Individual daily visual wall schedules, built of photographs and illustrations, to
inform children with disability diagnoses about the activities, routines and play
of the day and to support their transition from and to activities, routines and play
(see Vignette 1 below from a specialised preschool unit).

* Mobile visual schedules that could be brought outside during outdoor activities
and play.

* Half-group circle-times to reduce the number of participating children.

* Adaption of the material employed in order to facilitate the activity, for example
clamping paper to the table and using big bowls for the colours during painting.

* Special toys, for example offering big building blocks and ‘easy to grab’ jigsaw
puzzles.

* Thematic organisations of toys in boxes, for example; all toys related to cooking
were in the same box.

* Child preferences such as singing a child’s favourite songs in circle times to
enhance engagement and participation and an interactive whiteboard used to
motivate the training of fine motor skills such as how to write and form letters.

* Special equipment is offered, such as speech training board games aimed at
training certain oral motor skills and a little ladder to the toilet seat, to enhance
autonomy during toileting.

e A step by step guide for getting dressed for outdoor play placed in the
cloakroom, next to a child’s coat hook (see Vignette 2 below from a
comprehensive preschool unit).

* Enclosed spaces and locked outer doors to ensure children’s safety and decrease
the risk that children leave the preschool.

* Picture Exchange Communication System® (PECS) to support a child in
selecting and communicating what he/she wants during transitions, free play and
mealtimes, and to answer questions from staff (see Vignette 3 below from a
specialised preschool unit).
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* Individualised independent work stations were adopted where a child
autonomously accomplished a task given by a staff member regarding motor
skills and academic training, so as to repeat and maintain learned skills in one-
on-one training (see Vignette 4 below from a specialised preschool unit).

Vignette 1 (Individual wall schedules): In order to inform a child about the activities of
the day individual wall schedules built of photographs and illustrations cards concerning
activities, routines and play were provided. These were placed on the wall and at the
children’s eye level. The photographs and illustrations were laminated and attached to
the wall with Velcro tape. When a child arrived at preschool and had walked around for
a while, the child received a white blank transitional card from a teacher. The child went
to the wall schedule, dropped the white card in the box placed under the schedule,
picked up the card at the top of schedule, looked at it and went to the specific place of
activity, routine and play showed on the card. After a while, when it was time for
outdoor play, the teacher once again gave a white card to the child who went to the wall
schedule, dropped the white card in the box and picked up a new card at the top of
schedule. This time, it was a photograph of the outdoor yard. If the child forgot what to
do, the teacher gently prompted the transitions and the use of the schedule. For instance,
the child was verbally reminded of picking up a new card and the hand of the child was
steered in direction towards the schedule. During the day the schedule was
systematically used to inform the child about activities, routines and play and all
transitions were facilitated by the use of transitional cards and wall schedule.

Vignette 2 (A step by step guide): A visual wall schedule for getting dressed for outdoor
activities and play was placed in the cloakroom close to child’s coat hook. It suggested
an order for the activity: The child should start with the outdoor overall and end with the
mittens. Each step was illustrated with a picture and thus ended with a picture of a pair
of mittens. The schedule aimed to make the activity simpler for the child.

Vignette 3 (A communication system): Each child with very high needs in the unit had a
personal own picture-folder. The folders were placed within reach for the children. The
folders consisted of photos and illustrations, such as pictures of food and toys. When the
children wanted or needed something they went for their folders, looked for a certain
picture, picked it up, went to the teacher, and placed the card in their hands so as to get
help to find it. The teacher labelled the object on the photo and helped the child to find
it. Sometimes the child wanted something that he/she could not get or do at that moment.
To communicate such a circumstance the teacher clear and kindly said; “no” and placed
the card on the red no-side in folder. The folders were used daily and in a systematic
way, for example during meal- and snack times. Whilst eating, the children picked up
pictures showing the food they wanted and placed the card in the hand of teacher, for
instance a photo of a potato, a glass of milk, bread or slices of cheese. If they asked for
food that was not available the teacher place the picture on the no-side of the folder.

Vignette 4 (An independent work station): The child was given a transitional card (see
Vignette 1), went to the wall schedule, dropped the white card, took the card at the top
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showing practice time, went to the independent work station, ‘checked in’ and started to
do all the tasks on the child’s left hand side given and placed there by teacher. During
this practice time the child repeated trainings conducted with a staff member. When all
repetitions were finished and positioned on the right side of child, the child starts to walk
around in the setting.

Examples of interpersonal integrated support provided from staff are as follows:

Sitting next to a child, having a child in their lap and prompting hand movements
to songs during circle times.

Adapting circle time activities to the abilities of children and making all steps
involved clear, quick and easy to follow.

Placing typically developing peers next to a child with special educational needs
while staff directed activities such as snack-times.

Being close to children during play with peers in order to support peer
communications, conflict resolutions and purposeful use of materials in play.
Offering one-on-one assistance in the use and understanding of individual
schedules, educational activities, and routines such as eating, toileting, hand
washing, getting dressed and play.

Adopting sign language to support spoken language during activities, routines
and play and giving instructions to the peers in sign language.

Preventing disruptions through transitions into new activities such as jigsaw
puzzling or play with toys.

Boosting activities with peers.

Initiating play with board games designed to train speech.

Adopting peer modelling such as sequenced turns in circle times and meal times,
so as to give children opportunities to look at peers before doing tasks
themselves.

Interpersonal integrated support was also offered and initiated by peers in the
preschools. Some examples are as follows:

A child mediated in a conflict situation and explained verbally to the teacher
what she thought the other child felt (see Vignette 5 below from a comprehensive
preschool unit).

Peers supported participation in play by encouraging children with special
educational needs to take part and by offering help and attention during play (see
Vignette 6 below from a comprehensive unit).

Peers modelled play activities for children with special educational needs (see
Vignette 7 below from a comprehensive preschool unit).

Peers supported transitions from one preschool activity to another through warm
verbal prompts and gentle manual prompts.

Vignette 5 (Peer mediation in a conflict situation): A teacher said: “Come and join circle
time. You are a big child, you should join circle time”! [A boy having a high need of
support provisions was lying silent under table close to the circle time, while the other
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children sat in the circle]. A peer to the boy looked at the teacher and said: “I think John
[figured name] is trying to say that he finds circle times difficult”. The teacher turned to
John under table and asked: “Do you found circle time tough”? The boy: “Yes, I do”!
The teacher: “Ok, you may stay under the table and rest for a while”.

Vignette 6 (Peer support in play): When the children in a preschool went sledding, a girl
actively involved a boy with a very high need of support. The girl warmly told the boy
to “sit down, sit down, sit down”, while at the same time pointing at the toboggan and
leaning against the boy, looking into his eyes. After a while the boy sat down. The girl
then pulled the boy to the hill. She tried to drag him up, but when not succeeding, she
managed to make him walk up by his own. Once up, they sat down in the toboggan
together and went down the little hill, with smiles on their faces. A teacher explained
that the girl was a friend to the boy with very high needs and that she took care of him.

Vignette 7 (Peer modelling of play): A boy with a very high need of support joined peers
during free play with kick cars. They drove fast over the playground and down a little
hill, bumped into each other, had fun and had also a little conflict related to the coolest
kick car since all children wanted to have a particular kick car. A teacher explained that
the boy had been looking at the kick car activity for quite a long time and now he started
to join 1n.

One-on-one training and speech therapy

One-on-one training and speech therapy were provided in the specialised preschool units
and were aimed at facilitating individual children’s learning. These activities were
provided in separate areas of the preschools or in a corner of the units where a child and
staff member would not be disturbed. The training sessions were directed by child-
minders and/or teachers, and the speech therapies were provided by a certified speech
and language therapist in one of the specialised units. The therapist stressed during the
interview that she was not a teacher, but was trained in the field of medicine.

The one-on-one training and speech therapies were provided several days a week for
around twenty minutes each alongside ongoing activities in the preschools and paid
particular attention to speech, language and communication. Training also involved
practising of gross and fine motor skills such as balance, picking up and holding a pen,
and practising academically oriented skills such as sorting animals into groups, sorting
objects after colours, assembling jig-saw puzzles and drawing. Moreover, these activities
involved training social skills such as response by name, and initiating conversations and
play. The staff, including the therapist, used gentle prompts, both verbal and manual,
and modelled training and speech therapies. In addition, time delays were used to
decrease the need for prompts so as to provide extra time and enhance the opportunity
for the child to act on his/her own. Rewards such as positive verbal feedback, warm
manual promptings and/or a small snack were also offered. The staff also provided
children with massages.

Extended timeframe in preschool
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Another support provision provided to children with a disability diagnosis in the
specialised units was an ‘extended timeframe in preschool’ instead of a regular transition
to preschool-class. The extended timeframe represents one more year of preschool
activities, routines, play, integrated support and one-on-one support provisions. The
transition to preschool-class could be postponed for several reasons, according to the
staff: One motive was that the parents want to wait with the transition and another
motive was that the desired effects of the training had not yet been achieved. Moreover,
the child was in risk of missing out on opportunities for speech therapies provided by the
speech and language therapist.

An overview
An overview of the preschool characteristics is presented in Table 1.

Table 1.
Overview of preschool characteristics, (1) organisational typology, (2) enrolment of
children and their characteristics, (3) levels of need of support, and mean (m) and range
(r) of the ABILITIES Index: Research Composite Score (AIRCS) and (4) type of support
provided.

Characteristics Cases
1 2345678
1 Organisational typology Comprehensive preschool unit e e
Specialised preschool unit °

2 Enrols typically developing children (n=40) e 0o 0 0 0 0 * o
Enrols children with special educational needs (n=16)
Enrols children with special educational needs that have
disability diagnosis ( n=7 of the 16 children)

3 Enrols children with some need of support
(SEN n=6; AIRCS m=5; AIRCS r=4, 6)

Enrols children with high need of support

(SEN n=3; SEND n=2; AIRCS m=14; AIRCS r=6, 20)
Enrols children with very high need of support

(SEND n=5; AIRCS m=49; AIRCS r=29, 71)

4 Environmental integrated support provisions © o 0o o o
Interpersonal integrated support provisions © o 0 0 o o
One-on-one trainings and speech therapies o
Extended timeframes in preschool ° °

Note. Children with Special Educational Needs, (SEN). Children with Special Educational
Needs that have a formal medical disability Diagnosis, (SEND). *The preschool ensures regular
meetings with typically developing children in another preschool.

There were both similarities and differences between the preschools in terms of the
abilities and needs of the children enrolled and support provided (Table 1). The children
with special educational needs had some need, high need or very high need of additional
help and attention in preschool. Children with low abilities and very high needs were
educated and cared for in both comprehensive and specialised preschools. The support
provisions were environmental and interpersonal. These provisions were integrated in
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ongoing activities, routines and play in the comprehensive and specialised preschools. In
the specialised preschool units, one-on-one training and speech therapy, and an extended
timeframe in preschool were also provided. Not all children with special educational
needs were provided additional help and attention by means of one-on-one training and
speech therapy or extended timeframes. The children in one of the comprehensive units
with low abilities, very high needs and a disability diagnosis were not offered one-on-
one training and speech therapy and extended timeframes when their unit was visited.
Moreover, not all children with special educational needs were provided ample
opportunities for peer support and meetings and connections with typically developing
children. When the observations were made, the children in a specialised unit with low
abilities, very high needs and a disability diagnosis were not offered opportunities for
peer support and meetings and connections with typically developing children
throughout their preschool-days.

Discussion

The purpose of this study was to investigate the abilities and needs of children in some
comprehensive and specialised preschools in Sweden, describe the support designed to
enhance children’s participation and learning that they provide and examine differences
between these types of preschools with regard to support provisions.

Our results suggest that children with special educational needs may vary in levels of
abilities and needs and that they are likely to have some need, high need or very high
need of support provisions in their preschool. This means that there can be a significant
variation of needs in inclusive preschool units and that the concept of special educational
needs may have different meanings. Moreover, our results suggest that children with
special educational needs may require environmental and interpersonal integrated
support during preschool activities, routines and play, in both fully inclusive
comprehensive units and specialised preschool units adopting partial inclusion or
integrated activities. This is important to take into account when inclusive education is
planned and implemented. Conversely, one-on-one training, speech therapy and
extended timeframe may be provided exclusively to children with high and very high
need of support provisions in partially inclusive specialised preschool units or in
specialised units adopting integrated activities.

Differences between comprehensive and specialised preschool units

The differences in support provisions between the comprehensive and specialised units
investigated do not seem linked directly to the children’s biosystem, abilities and needs.
It is not always so that the children with the highest needs are the ones that experienced
the most integrated support, one-on-one training and speech therapy. In this study, there
are in fact children with equally low abilities and high needs in the comprehensive and
specialised preschool units. It appears instead that the differences are linked to
contextual factors in the microsystem, exosystem and macrosystem.
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One possible explanation, linked to the microsystem, is that the staff in the
comprehensive preschool units believes that a fully inclusive educational strategy with a
regular transition to preschool-class is the preferable educational solution. Hence, they
prefer to avoid pull-out provisions, partial inclusion and integrated activities, and they
do not suggest to the parents an extended timeframe in preschool. Conversely, the staff
in the specialised preschool units believes that pull-out provisions, partial inclusion,
integrated activities and extended timeframes are the preferable educational solutions.
The provisions of one-on-one support, extended timeframe and integrated support in the
specialised preschool units, demonstrates that the staff in these units was concerned with
the training and speech therapy of the children as well as making modifications and
adaptations to the preschool units in order to meet the needs of the children. Therefore,
the staff in the specialised units did not seem to look at the issue of special educational
needs as a dichotomy, where they had to choose between a psycho-medical (categorical)
and a relational paradigm. Instead, they make the two paradigms coexist in their
practice.

It could also be taken into consideration that the staff in the fully inclusive
comprehensive preschool units is not able to provide one-on-one training, speech
therapy and an extended timeframe because these comprehensive settings have fewer
resources than the specialised preschools. This is an explanation for the differences that
can be linked to the exosystem, that is, to the distribution of resources to preschools in
the municipalities.

Another possible explanation is linked to the macrosystem and the content of policy
documents. Since the education system of Sweden is decentralised and decisions on how
to organise preschool education are made at a local level, didactical differences between
preschools such as the types of proximal processes and support provisions are likely.
Even though differences between the settings were to be expected due to the Swedish
decentralised education system, they were in a sense larger than we foresaw.

The differences in support provisions between comprehensive and specialised preschool
units, which emerged in the preschools investigated, can be viewed as a reason of
concern in the sense that it could mean that the preschools in Sweden do not provide
children with equally good opportunities for learning. In this study, the comprehensive
preschool units do not offer all the support provisions that are available in the
specialised units.

A comparison to international preschool provision models

In line with the models of support and recommendations in previous research (Sandall et
al., 2008; Sandall, Schwartz & Joseph, 2001; Soukakou, 2012), there were several types
and levels of support provisions provided in the preschools to enable participation,
learning and inclusive education for children with special educational needs. This
circumstance can be seen as a token of the staff’s commitment to the concept and
practice of inclusive education, their skills in provisions of support and their care of
children who are struggling in preschool. The extended timeframes identified in the two
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specialised preschools may be a provision that is ‘unique’ for the Swedish preschool
system, since it does not seem to be included in other international preschool provision
models and recommendations (Sandall et al., 2008; Sandall, Schwartz & Joseph, 2001;
Soukakou, 2012).

Extended timeframe

The concept of extended timeframe does not refer to preschool retention in the sense that
the last year of preschool should be repeated. Instead, the concept of extended timeframe
is referring to an opportunity to continue training and therapy in a preschool. In this
study, the staff did not express that the children during the extended timeframe should
repeat the last year of preschool. Instead, they described that the on-on-one training had
just started, that therapy was ongoing and that the desired effects of these trainings and
therapies had not yet been achieved.

For the reason that extended timeframe in preschool is adopted, it is possible to
hypothesise that the preschool-class is considered unprepared to adequately meet the
children’s needs, for example, to carry on training and therapy. In this case, it would be
a circumstance related to the mesosystem, that is to the lack of adequate cooperation
between preschool and preschool-class staff. This serves as a reminder of the
importance of providing support early in preschool and planning for collaborations
between settings and transitions as soon as possible, since necessary modifications and
adaptations to preschool-classes may take time.

There could be potential benefits with the extended timeframe, such as the possibility to
get more speech and language therapy, but possible negative consequences could also
occur. The children who stay an extra year and do not follow peers and friends to
preschool-class may feel left behind and perhaps feel less skilled than the classmates.
They may also miss out on the relationship with them.

Peer support

One interesting result of this study is that it is not just the staff that initiates and provides
support but the peers as well. More capable peers help the children with special
educational needs in activities, routines and in play, and may function as intermediaries
between children and teachers. In this study, they seem engaged in the children with
special educational needs and competent with regard to support provisions. They play an
important role in the inclusive preschools. This means that children in specialised
settings are likely to get more one-on-one training and speech therapy from staff, but
risk missing out on valuable opportunities for relationships, support, activities and play
with peers, since they may have fewer meetings and connections with typically
developing children and fewer peers in their settings.

Research limitations and suggestions for future research

Since the number of preschools enrolled in this study is limited and the preschools are
not necessarily representative of other Swedish preschools, the findings of this study
should be regarded as examples of special educational needs and provisions that may
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occur in preschools in the Swedish context. It is possible to hypothesise that other needs
and support typologies could be identified in additional case studies, for instance in
other municipalities of Sweden. The validation or broadening of support typologies
described in this study could be a task for future research.

With support from the bioecological model (Bronfenbrenner, 1979; Bronfenbrenner &
Morris, 1998) we could assume that the support provisions and the related proximal
processes would influence the children’s development. However, in this study we did
not measure or identify the effects of these processes and provisions. A task for future
research could be an evaluation of the effects and efficacy of the special educational
support provided in comprehensive preschools compared to those provided in
specialised settings.

Throughout the discussion, we have provided some possible explanations concerning the
differences in provisions between comprehensive and specialised units, but we cannot
determine their causes. This could also be a task for future research on comprehensive
and specialised preschool units in order to understand why certain support is provided,
or not provided.

Relevance and implications

The study describes how some children with special educational needs were offered
preschool education and support provisions in the Swedish context, a description that
has not been provided previously. The study thus contributes with empirical data about
current practices in the under-researched field of special educational support provisions
in Swedish preschools. It, for example, can be regarded as a complement to previous
national research on teachers’ views and attitudes about support provisions and inclusion
(Engstrand Zakirova & Roll-Pettersson, 2012; Sandberg, Norling & Lillvist, 200).

The study shows that the application of a fully inclusive comprehensive preschool
education of children with some, high and very high need of support provisions seems
possible to realise by means of integrated support provisions. This study gives examples
of forms of support provisions that can be used in practice and shows what roles staff
and peers of children with special educational needs may play in inclusive preschool
educational settings. An implication is that attention should be paid to the role of peers
when inclusion is being organised and to how the relations between peers and the
children with special educational needs occur, are maintained and developed. The
impressions from the observations made in the preschools suggest that an increased
application of peer support would impact positively the children’s sense of belonging
and experience of enjoyment. Another implication is that attention should be paid to
peer-support, peer-tutoring and peer-mediated intervention strategies in preschool
teacher trainings and special education teacher trainings.
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Otizm Spektrum Bozuklugu
Gosteren Cocuklara Sosyal
Beceri Ogretiminde

Sosyal Oykii ve Video Model
Uygulamalarmin Etkililik ve
Verimlilikleri

Ceyda Turhan !

. 2
Sezgin Vuran

Oz

Bu ¢alismada otizm spektrum bozuklugu gésteren bir ¢ocuga sosyal becerilerin 6gretiminde
bilgisayar ortaminda sunulan sosyal éykiilerin ve video modelle égretimin etkililik ve verimliliklerini
karsilagtirmak amaglanmistir. Arastirmaya otizm tanisi almisg 6 yasinda bir erkek ¢ocuk katilmuistr.
Bilgisayar ortaminda sunulan sosyal dykiilerin ve video modelle &gretimin verimliliklerini
karsilagtirmak amacwyla tek denekli arastirma modellerinden déniisiimlii uygulamalar modeli
kullanminustir. Arastirma bulgulart sosyal becerilerin 6gretiminde video model ile dgretimin sosyal
Oykiiler araciligiyla dgretime gore daha verimli oldugunu gostermistir. Uygulama sona erdikten
sonra 3., 5. ve 7. haftalarda izleme verileri toplanmis ve denegin kazandigi beceriyi siirdiirdiigii
goriilmiistiir. Aragtirmaya katilan denegin annesinden arastirmaya iliskin sosyal gegerlik verileri
toplanmig ve toplanan veriler betimsel olarak analiz edilmistir.

Anahtar Kelimeler: Otizm spektrum bozuklugu, sosyal beceri, sosyal éykiiler, video model.
Giris
Otizm spektrum bozuklugu (OSB), sinirh ilgi ve tekrarlayict davraniglar, karsilikli

sosyal iletisim ve etkilesimdeki yetersizliklerle tanimlanan genel olarak ii¢ yasindan
once ortaya ¢ikan ve yasam boyu devam eden ndrogelisimsel bir bozukluktur. Sosyal
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iletisimdeki zorluklar, karsilikli sosyal iletisim zorluklarini, sdzel olmayan sosyal
davraniglart ve sosyal iliskilerin kurulmasini igermektedir. Sinirli ve tekrarlayici
davraniglar da stereotipik davranig ya da konusmayi, rutinlere asir1 baglhilig: ve takintil
ilgileri igermektedir. Davranislardaki bu farkliliklar erken ¢ocukluk déneminde bile
goriilebilmektedir (Kanner, 1943, Wong vd., 2014).

Ruhsal Bozukluklara iliskin Tam ve Istatistik El Kitab1 V (Diagnostic and Statistical
Manual of Mental Disorders V, DSM V) 2013’de Amerikan Psikiyatri Birligi tarafindan
yaymlanmistir. DSM-V tek bir otizm spektrum bozuklugu kategorisi tanimlamistir.
DSM V’te OSB kategorisi; (a) farkli durumlarda gozlenen siirekli bir sosyal iletisim ve
sosyal etkilesim yetersizligi, (b) sinirlt ve yineleyici davranis, ilgi ve etkinlikler olmak
iizere iki temel 6zelligi igermekte ve bu dzelliklere ek olarak belirtilerin erken ¢ocukluk
doneminde ortaya ¢ikmasi ve giinliikk yasamda aksamalarin goriilmesi vurgulanmaktadir
(DSM V, 2013).

OSB gosteren cocuklar c¢evrelerindeki sosyal uyaranlara dikkatlerini yoneltmede
yetersizlik yasamaktadirlar. Bu beceri, normal gelisim gosteren ¢ocuklarda ilk aylarda
gelisen bir beceridir. Sosyal uyaranlara dikkatini verememek sosyal iletisimde onemli
yetersizliklere neden olmaktadir (Luiselli, Russo, Christian ve Wilczynski, 2008).
Bununla birlikte, OSB gosteren c¢ocuklar cevrelerindeki kisileri anlamakta ve onlarla
iletisime gecmekte de zorluklar yasamaktadirlar. Hatta, OSB gosteren cocuklarin
insanlardan ¢ok nesnelere diiskiin olduklar1 yazilmaktadir (Webber ve Scheuermann,
2008). Yapilan ¢alismalarda, OSB tanis1 alan ¢ocuklarin g6z kontagi kurmada, sosyal
uyaranlart anlamada, viicut dilini kullanmada, mimiklerde ve yiiz ifadelerinde
yetersizlikleri bulundugu; bu yetersizlikler nedeniyle problem davranislar sergiledikleri
belirtilmektedir (Adams, Gouvousis, VanLue ve Waldron, 2004; Keller, Ramisch ve
Carolan, 2014; Watson, Lord, Schaffer, ve Schopler, 1989).

Yukarida sayilan Ozelliklerden dolayr sosyal yeterlik kazanimi otizm spektrum
bozuklugu gosteren bireylerde biiyilk Onem tasimaktadir. Sosyal yeterlik, insan
yeteneginin temel Ozelliklerinden biri olarak kabul edilmektedir. Diger bir deyisle,
sosyal yeterlik bireyin i¢cinde yasadigi toplum tarafindan belirlenen Olgiitlere uygun
davranip davranmadigini temel alan degerlendirici bir terimdir. Sosyal beceriler de
sosyal yeterligin temelini olusturmaktadir. Sosyal yeterlik kavrami bir semsiye gibidir ve
sosyal becerileri i¢ine alan bir kavramdir. Bireyler sosyal becerilere sahip olduklarinda
ve bu becerileri uygun bi¢imde kullandiklarinda sosyal yeterligi gergeklestirmis olurlar
(Ergenekon, 2012; Sucuoglu ve Cifci, 2001).

Sosyal beceriler, bireyin sosyal ortamlarda olumlu sonuglar elde etmesini saglayan
Ogrenilmis davranislardir. Bu tanim; (a) kisiler arasi etkilesim i¢in bireyin gosterdigi
eylemler ya da davraniglari, (b) belirli bir sosyal durum ya da baglamin gerektirdigi
davraniglar1 yerine getirmeyi, (c) sosyal beceri ile olumlu sosyal sonuglar ve basarili
sosyal etkilesimi icermektedir (Ergenekon, 2012).
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Glinliik yagamda diger bireylerle basarili sekilde etkilesime girmek, arkadaslik kurmak,
serbest zaman etkinliklerine katilmak ya da bir grubun iiyesi olmak gibi insan yasamini
zenginlestiren, yasamin kalitesini arttiran sosyal beceri deneyimleri tiim bireyler i¢in
oldugu gibi yetersizligi olan bireyler icin de olduk¢a dnemlidir (Vuran, 2007). Yasina
uygun sosyal becerileri olmayan ¢ocuklarin akran iliskilerinde gii¢lilk yasama ya da
akranlar tarafindan kabul gérmeme olasilig1 bulunmaktadir. Sosyal becerileri yetersiz
olan ¢ocuklarda akademik basarisizlik, uygun olmayan davraniglar ve ciddi psikiyatrik
rahatsizliklarin meydana geldigi goriilebilmektedir. Onleyici bir strateji olarak, ¢ocukluk
stiresince sosyal yeterlikle ilgili becerileri gelistirmek icin erken egitim ve yetiskinlikteki
sosyal yeterlik i¢in uzun donemi kapsayan bir egitim gerekmektedir (Loncola, 2004;
Akt., Altunel, 2007).

Otizm spektrum bozuklugu olan ¢ocuklar icin sosyal becerilerde yasanan yetersizlik,
sosyal soyutlama ve akranlar tarafindan dislanma ile sonuglanabilmektedir. Sosyal
becerileri arttirmak, sosyal amaci olan etkinlikleri yaparak olusabilmektedir. Ornegin,
akranlarla olan etkilesimin artmasi, c¢ocuklarin kendi ihtiya¢ ve isteklerini ifade
edebilmelerine, edindikleri bilgileri bagkalar ile paylasabilmelerine katki saglamaktadir
(Scheuermann ve Webber, 2002).

Yetersizlikten etkilenmis olsun ya da olmasin tiim bireylerin toplumda bagimsiz olarak
yasamlarini siirdiirebilmeleri ve basarili olabilmeleri i¢in sosyal becerileri kazanmalari
gerekmektedir. Sosyal becerilerin 6gretimi bu bakimdan ¢ok 6nemlidir. Ayrica, sosyal
becerilerin Ogretilmesi gelisimsel yetersizligi olan c¢ocuklarin akademik becerileri
ogrenmelerini kolaylastirmakta, problem davranislarla olumlu sekilde bas etmeyi
saglamakta, ceza ya da davraniglarin kontrol edilmesine daha az gereksinim duyulmasini
saglamakta, gelisimsel yetersizligi olan 6grencilerin sosyal kabullerinin artmasina neden
olmakta, hem ige girilmesine ve iste uzun siire ¢alisilmasina yardimci olmakta, hem de is
basaris1 ve i doyumunu arttirmakta, kaynastirma programlarinin etkililigini ve ¢gocugun
yasitlar1 tarafindan sosyal kabuliinii arttirmakta ve bireyin bulundugu ortamin aktif tiyesi
olmasini saglamaktadir (Sucuoglu ve Cifci, 2001).

OSB gosteren ¢ocuklarin sahip olduklar yetersizliklerin azaltilabilmesi i¢in sistemli ve
diizenli bir bi¢imde egitim almalar1 gerekmektedir. OSB tanili ¢ocuklarin aldiklar
egitimlerden istendik sonuclar alabilmeleri onlara uygulanan yontemlerin 6zelliklerine
baglhdir. Amerika Birlesik Devletleri’nde ¢esitli kuruluslar (NAC, 2009; NPDC, 2010-
2014) en etkili uygulamalar1 ortaya koyabilmek i¢in farkli arastirmalar yiirtitmuslerdir.
Bu uygulamalar Tiirk¢e alanyazinda kanit temelli, bilimsel dayanakli ya da delile dayali
uygulamalar (evidence-based) adlariyla anilmaktadir. Kanit temelli uygulamalar OSB
tanili ¢ocuklarin egitiminde iizerinde 6nemle durulan konulardan biridir (Armstrong vd.
2012; Keenan vd., 2014; Lindgren ve Doobay, 2011; Unlii, 2012; Wang ve Spillane,
2009).

Kanit temelli uygulamalarin biiyiilk boliimii uygulamali davranis analizi disiplinine
dayanmaktadir. Tiim raporlarda (NAC, 2009; NPDC, 2010 ve NPDC, 2014) video
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modelle 6gretim ve sosyal dykiiler (son raporda “social narratives” olarak kullanilmistir)
kanit temelli uygulamalar arasinda gosterilmektedir.

Sosyal Oykiiler otizm bozuklugu gosteren c¢ocuklarda sosyal becerilerin edinimini
saglamak ve varolan sosyal becerileri gelistirmek amaciyla ilk kez 1991°de Carol Gray
tarafindan desenlenmis ve uygulanmistir. Sosyal Oykiiler, otizm spektrum bozuklugu
gosteren c¢ocuklara sosyal durumlar1 agiklamak, sosyal becerileri 6gretmek ve sosyal
durumlarda zorluklarla basa ¢ikmalarini saglamak amaciyla 6zel bir formatta ¢ocugun
agzindan yazilan Oykiilerdir (Reynhout ve Carter, 2007; Spencer, Simpson ve Lynch,
2008).

Sinif ortaminda 6grencilerden arkadaslarini selamlamak, grup etkinliklerine katilmak,
oyun oynamak, esyalarini toplamak ve sirasini beklemek gibi bircok sosyal davranis
sergilemeleri beklenmektedir. Ogretmenler hedefledikleri sosyal becerileri kazandirmak
icin tiim simnif i¢in sosyal Oykil yazabilirler. Ancak otizm spektrum bozuklugu gosteren
ogrenciler i¢in daha fazla bilgiye ve daha duru bir dile ihtiya¢ duyulabilmektedir (Gray,
2002).

Sosyal oykiileri sadece 6gretmenler degil, ¢ocukla ayni ortam1 paylasan ve sosyal oykii
yazmay1 bilen herkes yazabilir. Bu kisiler; ¢ocugun 6gretmeninin yani sira anne-babasi,
konusma terapisti, fizyoterapisti, psikologu, komsulari, arkadaslari, akrabalar1 ve
kardesleri olabilir (Gray, 2002).

Sosyal dykii uygulamasi, sosyal Oykiiniin yazimi ve 6grenciye sunulmasi olmak tiizere
iki asamadan olusur. Sosyal dykil yazilmaya baglanmadan once ilk olarak hedef davranis
belirlenir. Ogretmen kazandirmak istedigi sosyal beceriyi gdzlem yaparak ya da islevsel
bir davranis degerlendirme lgegiyle belirleyebilir. ikinci olarak, 6gretmen hedefledigi
davranig dogrultusunda, dgrencilerinin seviyelerine uygun olacak sekilde dykiiyli yazar
(Spencer, Simpson ve Lynch, 2008).

Sosyal Oykiiler sosyal becerinin tanimlanmasini, uygun olan davranisi ve digerlerinin
goriislerini igeren ortalama 5-10 ciimle arasinda yazilabilmektedir. Bu say1, 6grencilerin
diizeylerine gore artis gosterebilir. Oykiiler mutlaka g¢ocugun anlayacag: diizeyde
yazilmalidir.

Bir sosyal oykii yazilirken asagidaki ciimle tipleri kullanilir:

Betimleyici ciimle (Descriptive sentence): Oykiiye baslanirken iki ile bes ciimle arasi
sosyal ortamdaki durum tanimlanir.

Yénlendirici ciimle (Directive sentence): Bir ciimle ile olumlu, gozlenebilir ve uygun
olan tepki yazilir.

Yansitict ciimle (Perspective sentence) : lIstege gore, diger Kkisilerin goriisleri ve
duygular1 bir ciimle ile yazilabilir.
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Kontrol ciimlesi (Control sentence): Cocugun sosyal durumda uygun olan davranisi
yazilir.

Dogrulayici ciimle (Affirmatice sentence) : Genellikle icinde yasanilan kiiltiirii ve ortak
degerleri ifade eden climlelerdir.

Isbirlikci ciimle (Cooperative sentence) : Ebeveynlerin, akranlarin ve uzmanlarin cocuga
nasil yardim edebileceklerini anlatan climlelerdir (Spencer, Simpson ve Lynch, 2008).

Yukarida belirtilen climle tiplerine uygun olarak yazilan sosyal dykii cocuga sakin bir
ortamda agiklama yapilarak sunulmalidir. Oykii ilk kullanildiginda, 6gretmen dgrencinin
Oykiiyii ve hangi becerinin 6gretilecegini anladigindan emin olmalidir. Cocuk daha sonra
oykiiyli bagimsiz bir sekilde, yliksek sesle bir yetiskine okuyabilir veya Oykiiyli bir
yetiskinden dinleyebilir. Yazilan 6ykii defalarca kullanilabilir. Ayrica, yazilan dykiiler
iizerinde ¢ocugun bulundugu diger ortamlara uyarlamalar da yapilabilir (Spencer,
Simpson ve Lynch, 2008).

Sosyal Oykii uygulamasina bireyde bagimsizlik saglanana kadar devam edilir. Birey
bagimsizhgmi kazandiktan sonra Gykil uygulamasinda siliklestirmeye gidilebilir.

Ogrenci hedeflenen beceriyi kazandiktan ve Olgiit kararli bigimde karsilandiktan sonra
Oykiiniin uygulanmasina son verilmelidir (Vuran ve Turhan, 2012).

Video model, sosyal becerilerin dgretiminde kullanilan diger bir etkili uygulamadir.
Video model uygulamasinin temelinde, bireylerin bilgi ve becerileri davranisa iliskin
ogretim yapilmadan ya da bireyin davranmiginin sonucunu yasayarak Ogrenmesi
gerekmeden diger bireylerin bu davraniglar1 sergilemelerini gozleyerek ogrendikleri
goriisiine dayanan gozleyerek o6grenme kurami bulunmaktadir (Akmanoglu, 2008).
Video modelle 6gretimde gozlemci, dncelikle modelin davranigint ayirt eder ve daha
sonra o beceriyi dogal ortamlarda sergiler. Bu nedenle, video model araciligiyla
ogretilen beceriler kalic1 oldugu kadar, genellenebilir olma 6zelligi de tasimaktadir
(Haliskiigiik, 2007). Arastirmacilar, ¢ogu durumda model olma siirecinin Ogrenen
bireyin hatasiz yeni tepkiler gostermesine olanak sagladigini ifade etmektedirler. Bu
baglamda diisiiniildiigiinde, model olmanin bir yarar ise, giinlilk yasamimizda kullanilan
dogal 6gretim yonteminin bir uyarlamasi olmasidir (Nikopoulos ve Keenan, 2006).

Video modelle 6gretim; (a) videoyla model olma, (b) videoyla geri bildirim, (¢) video ile
ipucu ve (d) |Dbilgisayar destekli video Ogretimi olarak dort bi¢imde
gerceklestirilebilmektedir.  Videoyla model olma, bireyin becerinin tim alt
basamaklarinin bir akran, yetiskin ya da kendisi tarafindan sergilendigi video kayitlarini
izlemesi ve ardindan bu davraniglart tekrar etmesi siirecidir. Videoyla model olma
siirecinde hedef davranig farkli modeller tarafindan sergilenebilir. Hedef davranis,
yetiskin bir model, ayn1 yas ve cinsiyetteki bir akran model ya da kisinin kendisi
tarafindan gerceklestirilebilir (McCoy ve Hermansen, 2007). Video ile geribildirimde,
izerinde diizeltme yapilmamis bir videoda birey kendi performansini izler, hatalarini ve
dogrularin1 fark edebilir ve uygulamaciyla beraber hatalar1 ve dogrulari hakkinda
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konusabilir. Program tarafindan verilen ipucuna bagh olarak bireye beceri basamagini
aninda yerine getirme firsat1 saglayan ve bireyi aktif bir sekilde siirece dahil eden video
egitimi videoyla ipucu olarak adlandirilir. Bilgisayar destekli 6gretim programi ise
metinlerin, grafiklerin, animasyonlarin, sesin, miizigin, slaytlarin tek bir sistem iginde
bulundugu uygulamalar olarak adlandirilmaktadir (Haliskiiciik, 2007).

Video modelle 6gretim sekilleri degisse bile uygulamalar (a) hedef davraniglari
tanimlama ve se¢me, (b) gerekli izinleri alma, (c) ebeveyn ile goriisme ve c¢ocugu
gozleme, (d) modelleri segme ve modellerin egitimi, (e) arag-gere¢ ve ortami hazirlama,
(f) hedef davraniglar1 kaydetme, (g) videoyu diizenleme, (h) baslama diizeyi verilerini
toplama, (i) videoyu izletme, (j) uygulama verisi toplama ve grafik ¢izme, (k) izleme ve
genelleme siirecini planlama ve veri toplama, (1) goézlemciler aras1 giivenirlik, uygulama
giivenirligi ve sosyal gecerlik verisi toplama asamalarindan olusmaktadir (Giil ve Vuran,
2010).

Sosyal dykii ve video modelle yapilan ¢aligmalar gdzden gecirilmis ve her iki yontemde
de pek ¢ok calismanin yapildig1 goriilmiistiir. Sosyal dykiiyle yapilan ¢aligmalar arasinda
arkadaglariyla oyun oynama, oyunu siirdiirme ve oyuncaklarini paylagsma (Delano ve
Snell, 2006; Pettigrew, 1998; Sansosti ve Powell Smith, 2008), s6zel yonergelere tepki
verme (Brownell, 2002; Rogers ve Myles, 2001), selamlasma (Feinberg, 2002; Grigore
ve Rusu, 2014; Litras, Moore ve Anderson, 2010; Reichow ve Sabornie, 2009) olarak
uygun sosyal davraniglarin arttirllmasina yonelik ¢aligmalarin yapildigi goriilmektedir.
Bununla birlikte yliksek sesle okuma, konu ile ilgili yorumda bulunma (Hagiwara ve
Myles, 1999) ve hikaye dersine katilim1 arttirma (Ivey, Heflin ve Alberto, 2004) gibi var
olan sosyal becerilerin gelistirilmesine yonelik yapilan ¢aligmalar da bulunmaktadir.
Ayrica giirliltii yapma, tepinme (Kuttler, Myles ve Carlson, 1998), yemek sirasinda
bagirma (Rowe, 1999), arkadaslarina gereksiz dokunma (Cullain, 2002), ¢iglik atma
(Agosta, Graetz, Mastropieri ve Scruggs, 2004) gibi problem davranislarin azaltilmasina
yonelik olarak yapilan sosyal dykii ¢caligmalar1 da bulunmaktadir.

Video modelle yapilan sosyal beceri ¢alismalart arasinda duygular1 adlandirma
(Charlop-Christy, Lee ve Freeman, 2000), sosyal iletisim baslatma (Cihak, Smith,
Cornett ve Coleman, 2012; Litras, Moore ve Anderson, 2010; Nikopoulos ve Keenan,
2003; Nikopoulos ve Keenan, 2004), akranina kahve ikram etme ve birlikte kahve igme
(Bidwell ve Rehfelt, 2004), akranlarla sosyal etkilesim kurma (Bellini, Akullian ve
Hopf, 2007) gibi sosyal becerileri arttirmaya yonelik yapilan ¢aligmalar oldugu gibi
ellerini ovusturma, sallanma (Graetz, Mastropiere ve Scruggs, 2006) gibi uygun
olmayan davraniglarin azaltilmasina yonelik olarak da yapilan video modelle 6gretim
caligmalar1 bulunmaktadir.

Sosyal Oykii ve video modelle ilgili olarak alanyazinda yapilan c¢aligmalar
incelendiginde pek cok becerinin ¢alisildigr goriilmektedir. Ancak, sosyal becerilerin
Ogretiminde sosyal Oykiiyle 0gretim yontemini ve video modelle 6gretim yontemini
zaman, uygulamalarin hazirlik siireleri, oturum sayisi, hata sayisi, hazirlanan materyalin
yeniden kullanimi gibi kriterler g6z oniine alinarak verimlilik agisindan degerlendiren

International Journal of Early Childhood Special Education (INT-JECSE), 2015, 7(2), 294 — 315.



Sosyal Beceri Ogretiminde Sosyal Ovykii ve Video Model, 300

bir ¢alismaya rastlanmamistir. Bu ¢alismada OSB gosteren ¢ocuklara sosyal beceri
ogretiminde sosyal oykii ve video modelle 6gretim yontemlerinden hangisinin daha
etkili ve verimli oldugu sorusuna yanit aranmistir.

Bu calismanin genel amaci, sosyal becerilerin OSB gosteren bir ¢ocuga dgretiminde
sosyal Oykiiyle 6gretim ve video modelle 6gretim yontemlerini etkililik ve verimlilik
acisindan karsilagtirmaktir. Bu amaglar dogrultusunda alt amaglar belirlenmistir:

1. Sosyal becerilerin OSB gdsteren ¢ocuga kazandirilmasinda, sosyal oykii ve video
modelle 6gretim yontemlerinden hangisi daha etkilidir?
2. Sosyal becerilerin OSB gdsteren ¢ocuga kazandirilmasinda sosyal oykii ve video
modelle 6gretim yontemleri verimlilikleri agisindan farklilagmakta midir?
1. Sosyal becerilerin kazandirilmasinda sosyal 6ykii ve video modelle 6gretim
yontemlerinden hangisi 6gretim siiresi agisindan daha verimlidir?

ii. Sosyal becerilerin kazandirilmasinda sosyal 6ykii ve video modelle 6gretim
yontemlerinden hangisi toplam dgretim oturumu sayis1 agisindan daha
verimlidir?

3. Ebeveynin OSB gosteren c¢ocuguna sosyal Oykii ve video modelle 6gretim
yontemleriyle kazandirilan sosyal beceriler hakkindaki goriisleri (sosyal gegerlik)
nelerdir?

Y ontem

Katilimcilar ve Denek

Calismaya katilacak denekte aranan Onkosul Ozellikleri arasinda, (a) denegin 3-7 yas
araliginda olmasi, (b) otizm spektrum bozuklugu tanis1 almis olmasi, (c) kendisine
verilen yoOnergeleri yapabilecek yeterlikte olmasi, (d) gorsel, isitsel ve dokunsal
uyaranlara en az 3 dakika siireyle dikkatini yoneltebilmesi, (e) deney siirecini
engelleyecek diizeyde davranig sorunlarmmin olmamasi, O6rnegin 6fke ndbetlerinin
olmamasi, (f) denekle verimlilikleri arastirilan sosyal Oykii ve video modelle 6gretim
yontemlerinin kullanilmasi yoluyla daha once sosyal beceri ¢gretiminin yapilmamis
olmasi dzellikleri bulunmaktadir. Denekte aranan bu 6nkosul 6zellikleri degerlendirmek
amaciyla, (a) ¢ocuklarin dogum tarihleri annelerinden 6grenilmis, (b) otizm tanisini
nereden aldiklar1 sorulmus, (c) cocuklara “gel, ag, izle, bak, beni takip et, benim
yaptigim gibi yap” gibi yoOnergeler verilmis ve bu yonergelere tepkide bulunmalari
beklenmis, (d) bir hikaye kitab1 ¢ocukla birlikte incelenmis ve ¢ocuklarin televizyon ve
bilgisayar karsisinda gecirdigi silire gozlenmis, (e) daha once sosyal dykili ve video
modelle 6gretim yapilip yapilmadiga iligkin anne ve 6gretmenleriyle gortigiilmiistiir.

Bu 6nkosul beceriler dogrultusunda, 6zel 6zel egitim kurumuna devam eden alt1 yasinda
otizm spektrum bozuklugu tanisi alan bir 6grenciye sosyal dykii ve video modelle sosyal
beceri dgretimi yapilmistir. Ogrencinin annesiyle birlikte Diken, Ardi¢ ve Diken (2011)
tarafindan Tiirkge’ye uyarlanan Gilliam Otistik Bozukluk Derecelendirme Olgegi-2
Tiirkce Versiyonu (GOBDO-2 TV) doldurulmus ve ogrencinin otistik bozukluk
indeksinin 73 puan oldugu goriilmiistiir. Bu puan 6grencinin otizm spektrum bozuklugu
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gdsterme olasiliginin oldugunu gostermektedir. Ogrencinin annesiyle tekrar bir gériisme
yapilmis ve anneye sosyal beceri listesi sunulmustur. Anne tarafindan, “Bagimsiz oyun
baslatma ve oyunu siirdiirme” davraniginin ¢alisilabilecegi belirtilmis ve arastirmada bu
davranig calisilmistir. Ayrica, 6grencinin devam ettigi anaokulundaki sinif 6gretmeniyle
de bir goriisme yapilmig ve calisilacak beceriye iligkin 6gretmenin goriisleri alinmistir.
Sinif 6gretmeni de Ggrencinin bagimsiz oyun baslatma ve siirdiirme becerisine sahip
olmadigin1 belirtmistir.

Uygulamaci Zihin Engellilerin Egitimi alaninda yiiksek lisans ve doktora derecesine
sahiptir. Bir {iniversitenin Ozel Egitim Boluminde ogretim gorevlisi  olarak
caligmaktadir. Uygulamacinin GOBDO-2-TV uygulama sertifikas1 bulunmaktadir.

Arastirmanin gozlemcileraras: giivenirlik ve uygulama giivenirlikleri alandan uzman bir
kisi tarafindan toplanmistir. Uzman 6zel egitim alaninda lisans, yiiksek lisans ve
doktorasin1 tamamlamis, daha O©nce davranis kayitlari tutmus ve bir devlet
iiniversitesinin 6zel egitim bdliimiinde ¢alisan bir 6gretim gorevlisidir.

Arastirma siiresince sosyal Oykiilerin ve video modellerin hazirlanmasi1 asamalarinda
akran modeller ve onlarin anneleri roliinde modeller yer almistir. Sosyal &ykii
fotograflarinda yemek yapan, bulasik makinesini bosaltan, camasirlari asan, iitii yapan,
evi temizleyen bir anne, annesi ev islerini yaparken arabalariyla oynayan bir erkek ¢ocuk
yer almigtir. Video goriintiilerinde yine mutfakta yemek yapan bir anne ve annesi yemek
yaparken top oynayan ve arabalariyla oyun kuran yedi yasinda bir erkek cocuk yer
almistir.

Ortam

Arastirma, calisilan sosyal becerilerle baglantili olarak denegin evinde yiiriitiilmiistiir.
Calismada ¢ocugun boyuna uygun bir masa ve iki sandalye kullanilmis, katilime1 ve
uygulamact yan yana oturarak video izleme ve Oykii dinleme g¢alismasi yapmiglardir.
Sosyal dykiiyle 6gretimde de video modelle 6gretimde de ayni ortam kullanilmistir.
Ogretim sirasinda ortam oyuncaklar ya da ¢ocugun takintili oldugu nesneler gibi dikkat
dagitic1 uyaranlardan arindirilmistir.

Izleme oturumlarinda da ortam degisikligi yapilmamis, 6gretim oturumlarmin yapildigi
ortamlarda izleme verileri toplanmaigstir.

Arag¢ Geregler

Arastirma siiresince katilimci i¢in belirlenen davraniglara uygun olarak ayri sosyal oykii
ve videolar hazirlanmistir. Oykii Carol Gray (2002) tarafindan belirlenen sosyal dykii
yazma kriterlerine uygun olarak yazilmistir. Oykii dért betimleyici, bir yonlendirici, bir
yansitict ve bir kontrol ciimlesi olmak iizere toplam yedi ciimleden olusmaktadir. Oykii
yazilirken denegin anlayacag: bigimde duru bir dil kullanilarak yazilmistir. Oykiiyii
olusturan ciimlelerin her biri i¢in o climleyi anlatan bir fotograf ¢ekilmistir. Her sayfanin
alt boliimiinde bir ciimle, iist boliimiinde ise o ciimleyi anlatan bir fotograf yer
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almaktadir. Oykii 7 sayfadan olusmaktadir. Sosyal Sykiiler “power point” sunusuna
doniistliriilmiis ve katilimceiya bilgisayar ortaminda sunulmustur.

Video ¢ekimine baslamadan once hedef davranis i¢in bir senaryo yazilmistir . Video
yazilan senaryo dogrultusunda ¢ekilmistir. Akran modelle olusturulan videolarn dogal
sosyal baglamlarda 6grenmeyi kolaylastirdigini gosteren calismalar bulundugu igin
caligmada akran modellere yer verilmistir. (McConell, 2002; Zhang ve Wheeler, 2011).
Bu c¢alismada da video normal gelisim gosteren akran modelle cekilmistir. Akran
modelin yer aldig1 video bilgisayar ortaminda katilimeiya sunulmustur.

Arastirma Modeli

Arastirmanin deseni, tek denekli aragtirma yontemlerinden “doniistimlii uygulamalar
modelidir”. Arastirmalarda iki ya da daha fazla bagimsiz degiskenin bir bagimlh
degisken iizerindeki etkilerinin karsilastirildigt modele dontisiimlii uygulamalar modeli
denir (Tekin, 2000). Doniisiimlii uygulamalar modelinde, baslama evresi diizenlenir ve
ardindan iki uygulamanin karsilastirmasi yapilir. Dontigiimlii uygulamalar modelinde,
karsilastirilan uygulamalarin = doniistimlerinin  hizli bir bi¢cimde gerceklestirilmesi
saglanir. Bu doniigiim, genellikle giin i¢cinde ya da bir oturum ic¢inde olabilmektedir.
Doniistimlii uygulamalar modelinde arastirmaci karsilastirma yaparken her iki yontemle
de esit sayida 6gretim yapmalidir (Tekin, 2000).

Doniistimlii uygulamalar modelinin geregi olarak, arastirmada bir davranig segilmistir.
Doniistimlii uygulamalar modelini uygulayabilmek icin ise, bir denek secilmistir. Se¢ilen
sosyal beceriler aragtirmanin bagimli degiskenleri, sosyal Oykii ve video modelle
Ogretim ise arastirmanin bagimsiz degiskenlerini olusturmuslardir.

Calismanin ~ bagimhi  degiskeni  “Anne  demeden, aglamadan  elindeki
oyuncak/oyuncaklarla kendi odasinda, oturma odasinda ya da antrede en az 10 dakika
siireyle bagimsiz bicimde oynar.” seklinde tanimlanmistir. Veri toplama siirecinde
cocugun elindeki oyuncak/oyuncaklarla ya da kendine zarar vermeyecek nesnelerle
bagimsiz bi¢imde oynamasi dogru davranis olarak kabul edilmis; kendine zarar verecek
nesnelerle ilgilenmesi, oyuncaklarini birakip evin i¢inde dolagmasi ya da oyuncaklariyla
bir oyun kurgulamadan ilgilenmesi dogru davranis olarak kabul edilmemistir.

Arastirmanin iki bagimsiz degiskeni bulunmaktadir. Sosyal becerilerin 6gretiminde
kullanilacak bagimsiz degiskenler sosyal dykili uygulamasi ve video modelle dgretim
uygulamalaridir. Her bir bagimsiz degisken denegin evinde bire-bir 6gretim seklinde
hafta ici ii¢ glin giinde birer 6gretim oturumu diizenlenerek uygulanmistir. Diger bir
deyisle, denekle hafta ici ii¢ giin biri sosyal oykii digeri de video model olmak iizere
giinde toplam iki 6gretim oturumu seklinde ¢alisilmistir.

Veri Toplama ve Deney Siireci

Sosyal Oykii uygulamasi ig¢in bagimsiz oyun becerisini anlatan bir sosyal oykil
yazilmistir. Uygulama oturumlari ¢ocugun evinde gerceklestirilmistir. Ik uygulama
sosyal Oykii mii yoksa video modelle mi baslanacagi kura c¢ekilerek belirlenmistir.
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Uygulamaya video modelle baglanacaksa, bilgisayar denegin odasinda kurulmustur.
Ardindan “Benimle birlikte video izlemek ister misin?” uyarani sunulmus ve denek
kabul ettiginde video izlenmistir. Denek videoyu izledikten sonra sozel olarak
pekistirilmistir. Hemen ardindan, “Annen yemek yapiyor. Haydi, simdi sen de
oyuncaklarinla oyna.” denilmis ve denek video ile kayit edilmeye baslanmigtir. Kayit
sona erdikten sonra denek bir parca cikolata ile pekistirilmistir. Aradan en az bir saat
gectikten sonra sosyal 0ykii uygulamasina gecilmistir. Denege, “Senin i¢in bir 6ykiim
var. Dinlemek ister misin?” sorusu yoneltilmistir. Denek kabul ettiginde, oykii bilgisayar
iizerinden okunmaya baslanmistir. Cocuk Oykiiyii dikkatle dinlediginde sozel olarak
pekistirilmistir. Daha sonra, “Annen yemek yapiyor. Haydi simdi sen de oyuncaklarinla
oyna.” denilmistir. Cocugun oyun siiresi video ile kayit edilmistir. Kayit bitiminde
denek bir parca ¢ikolata ile pekistirilmistir. Kayitlar ayn1 giin veri toplama formuna
isaretlenmigtir. Arastirmada uygulamali davranis analizine dayali davranis kayit etme
yontemlerinden biri olan “Biitiinclil Zaman Aralig1” kayit yontemi kullanilmistir.
Biitiinciil zaman aralig1 kaydi arttirilmasi hedeflenen ve baslangic ve bitisi agikc¢a ayirt
edilebilir olmayan davranislar i¢in tercih edilen bir kayit sistemidir (Vuran, 2015).
Toplanan veriler grafiksel olarak analiz edilmistir.

Uygulama sirasinda kullanilabilecek pekistirecler anneyle goriisiilerek belirlenmistir.
Denek videoyu izledikten ya da oykiiyii dinledikten sonra sézel olarak pekistirilmis,
hedef davranisi sergiledikten sonra ise ¢ikolata verilerek pekistirilmistir.

Video model uygulamasinin 7. oturumunda istenen oOlgiite ulasilmis ve {i¢ oturum {ist
iiste kararli veri elde edilmistir (7., 8. ve 9. oturumlar). Sosyal 6ykii uygulamasinda ise
9. oturumun sonunda Olgiit karsilanmamasina ragmen donisiimlii uygulamalar
modelinin geregi olarak uygulamaya son verilmistir.

Sosyal Oykii ve video model uygulamalarinin uygulama giivenirligi formlar1 ayr1 ayr
hazirlanmis ve Ozel Egitim alaninda uzman bir 6gretim gorevlisi tarafindan
degerlendirilmistir. Sosyal Oykilyle O0gretim oturumlarinda uygulamacidan beklenen
davraniglar (a) arag-gereci hazirlama, (b) dikkati saglama, (c) sosyal dykiiyli okuma, (d)
okudugunu anlama sorusunu sorma, (e) katilimcimin yanitini bekleme, (f) dinleme
davranigin1 pekistirme, (g) beceri yonergesini sunma olarak belirlenmistir. Video
modelle 6gretim oturumlarinin uygulamacidan beklenen davraniglar (a) arag-gereci
hazirlama, (b) dikkati saglama, (c) video klibi izletme, (d) izleme davranisini pekistirme,
(e) beceri yonergesini sunma olarak belirlenmistir. Her iki modelle de 9’ar uygulama
yapilmistir. Uygulama giivenirligi verileri i¢in video modelle 6gretimde 3 oturum ve
sosyal Oykiiyle 6gretimde de 3 oturum olmak iizere calismalarin %30’unun uygulama
giivenirligine bakilmistir. Ayrica baglama diizeyi ve izleme oturumlarinda da 1’er
oturum olmak tizere %30 unun uygulama giivenirligine bakilmistir. Uzman kisi kayit
edilen uygulamalar1 izledikten sonra veri kayit formunun basamaklarina gore
uygulamay1 degerlendirmistir. Degerlendirme sonuglar1 “(gerceklestirilen basamak
sayist / gerceklestirilmesi gereken basamak sayisi) x 100” formiiliine gore hesaplanmis
ve uygulama giivenirlikleri %100 olarak bulunmustur.
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Calismada katilimcinin hedef davranisi gerceklestirip gerceklestirmedigini belirlemek
icin gozlemciler arasi giivenirlik verileri toplanmustir. Giivenirlik verilerini toplamak
iizere bir gdzlemciler aras1 giivenirlik formu hazirlanmistir. Calismanin verileri Ozel
Egitim alaninda uzman bir Ogretim gorevlisi tarafindan toplanmistir. Elde edilen
verilerin hesaplamalari biitiinciil zaman kaydi kullanilarak yapilmistir. Her iki yontemde
de toplam 9 oturum uygulanmistir. Gozlemciler arasi giivenirlik hesaplamasi i¢in toplam
oturum sayisinin %30’u alinmig; hem video modelle 6gretimde hem de sosyal dykiiyle
yapilan Ogretimde 3’er oturum gozlemciler arasi giivenirlik verilerine bakilmistir.
Gozlemciler aras1 giivenirlik verileri alanda uzman bir kisi tarafindan yapilmistir.
Degerlendirme “[Goriis birligi / (Goriis birligi + Goris ayrilig)] x 100” formiili
kullanilarak yapilmigtir. Degerlendirme sonucu gozlemciler arasi giivenirlik %100
olarak bulunmustur.

Sosyal Gegerlik

Sosyal gecerlik, sosyal olarak kabul edilebilir programlar gelistirmek, anlamli amaglarin
secildiginden emin olmak ve sosyal olarak onemli etkilere ulagsmak i¢in kullanilan bir
program stratejisidir (Vuran ve Sonmez, 2008). Calismanin sosyal gecerlik bulgulari
katilimcinin annesiyle goriisiilerek toplanmistir. Sosyal gegerlik verileri ¢aligma bittikten
ve izleme verileri toplandiktan sonra ¢alismayla ilgili olarak anneyle yar1 yapilandirilmis
bir gériisme yapilarak toplanmistir. Goriismede anneye, ¢ocuguna kazandirilan becerinin
onun i¢in 6nemli bir beceri olup olmadigi, ¢alismada uygulanan sosyal dykii ve video
model yontemlerini ¢alisma bittikten sonra kullanip kullanmadigi, uygulayacak olsa
hangi yontemi daha kolay uygulayabilecegi, ¢aligmada anneye goére hangi yOntemin
daha etkili oldugu, kazandirilan beceriyi baska ortamlarda da kullanip kullanmadiklar
ve son olarak calismanin anneye ve ¢ocuga ne tiir katkilar1 olduguna iliskin sorular
sorulmustur. Goriismelerden elde edilen verilerin betimsel indeki bulunmustur. Bulunan
betimsel indeksin kodlar1 ve temalar1 olugturulmustur. Calismada elde edilen tiim veriler
orijinal veriyle karsilastirilmis ve ikinci yazar tarafindan kisa teyid yapilmistir. Sosyal
gecerlik bulgularma izleyen boliimde yer verilecektir.

Bulgular

Sosyal 0ykii ve videoyla model olma yontemleri kullanilarak gerceklestirilen ¢alismanin
bulgular1 Sekil 1’de gosterilmistir. Elde edilen veriler baglama diizeyi, uygulama ve
izleme oturumlar1 olmak iizere li¢ evrede gosterilmistir. Baglama diizeyi uygulamaya
baslamadan 6nce 6grencinin hedef davranisa iliskin gosterdigi tepkileri, uygulama evresi
sosyal Oykii ve video model yontemlerinin uygulandigir evrede 6grencinin gosterdigi
tepkileri, izleme evresi ise 3., 5. ve 7. haftalarda 6grencinin hedef davranisa iliskin
gosterdigi tepkileri icermektedir.

Sosyal oykii ve video model uygulamalarindan 6nce 6grencinin hedef davranisa ne
kadar sahip oldugunu belirlemek amaciyla baslama diizeyi verileri toplanmistir. Grafikte
de goriilecegi gibi baslama diizeyi evresinde 6grencinin hedef davranisa sahip olmadigi
belirlenmistir. Video model uygulamasmin yedinci oturumunda o6grenci Olgiitii
karsilamistir. Kararli veri elde etmek amaciyla sekizinci ve dokuzuncu oturumlarda da
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uygulamalara devam edilmis, kararl veri elde edildikten sonra ¢aligma sonlandirilmistir.
Sosyal dykii yonteminde ise dokuzuncu oturumun sonunda 6lgiit karsilanamamis ancak,
doniistimlii uygulamalar modelinin geregi olarak uygulamaya son verilmistir. Hedef
davranigta istenen dlgiite video model yontemiyle ulagildigindan sosyal dykiiyle 6gretim
yonteminin yarida kesilmesinin etik ag¢idan bir sorun olusturmayacagi diisiiniilmiistir.

100 *~—or—
90 -
80 -
70 -
60 -
50 A

40 —&— Video Model

= Sosyal Oykii
30 - Y Y

20 A

10 -

Anneden Bagimsiz Oynama Davranisi Yiizdesi

0+ —a—a

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15
Oturumlar

Sekil 1.
Olcay’in baslama diizeyi, uygulama ve izleme oturumlarinda bagimsiz oyun oynama
becerisine iliskin dogru tepki yiizdesi.

Grafikte de goriildiigii gibi sosyal oykii ve video model uygulamalarinin {giincii
oturumlarinda bir diisiis yasanmistir. Bunun sebebi 6grencinin gecirdigi kisa siireli bir
rahatsizliktir. Ogrenci iyilesme siirecine girdiginde uygulamanin verilerinde tekrar
artigin oldugu goriilmektedir.

Bulgulara dayali olarak video modelle 6gretimin OSB gosteren Ogrencilere sosyal
becerilerin 0gretiminde sosyal Oykiiyle O0gretimden daha etkili oldugunu sdylemek
miimkiindiir. Uygulamalar sona erdikten 3., 5. ve 7. haftalarda izleme oturumlari
diizenlenmis ve Ogrencinin hedeflenen davramisa iliskin %100 diizeyinde tepki
gosterdigi goriilmiistiir. Sosyal 6ykii ve video modelle 6gretime iliskin verimlilik verileri
incelendiginde denegin 12 oturum devam eden sosyal Oykii uygulamasi sonucunda
bagimsiz oyun kurma becerisine iliskin %50 diizeyinde dogru tepkide bulundugu
goriilmektedir. Sosyal Oykiiyle yapilan Ogretim oturumlari toplam 14 dk. 52 sn.
stirmistiir. Video modelle yapilan 6gretim uygulamasina bakildiginda ise 10 oturum
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sonunda katilimcinin %100 diizeyinde dogru tepkide bulundugu goriilmektedir. Video
modelle yapilan dgretim oturumlar1 25 dk. 03 sn. siirmiistiir.

Izleme oturumlar1 bulgulara dayanarak hedeflenen davranisin calisma sona erdikten
sonra da 0grenci tarafindan sergilendigi goriilmektedir.

Calismanin sosyal gecerlik bulgularinda (a) ¢alisilan becerinin 6nemi, (b) ¢ocugun
arastirma Oncesi davraniglari, (c) video model ve sosyal Oykiiniin aile tarafindan
kullanimi, (d) ¢ocukta etkili olan model, (e) ailenin tercih ettigi model ve (f) katkilar
olmak iizere alt1 tema ortaya ¢ikmistir. Katkilar temast ise calismanin ¢ocuga katkilari,
anneye katkilar1 ve aileye katkilar1 seklinde alt temalara ayrilmistir.

(a) Calisilan becerinin 6nemi: Denegin annesi ¢alisilan becerinin ¢ocugunun iletisim
kurmasi, sosyallesmesi ve vaktini kullanmasi i¢in ¢ok 6nemli oldugunu ifade
etmistir.

(b) Cocugun arastirma Oncesi davraniglart: Anne c¢alisma Oncesinde islerini
yapamadigini ve oglunun siirekli kendisini mesgul ettigini “Eger televizyon ya da
bilgisayar seyretmiyorsa, bana is yaptirmiyordu, yemek yapamiyordum.”
ifadelerini kullanarak belirtmistir.

(c) Video model ve sosyal Oykiiniin aile tarafindan kullanimi: Anne ¢aligma sona
erdikten sonra oglunun ¢izgi film izleme davranislarinda artis oldugunu
belirtmis, cocuguna kazandirmak istedigi beceriler i¢in ayrica video ¢ekmedigini
ama ¢ocugunun izledigi mevcut ¢izgi filmlerden yararlanmaya basladigini ifade
etmistir. Anne yaptig1 ¢alismalart su sekilde anlatmaktadir: “Bagirma ve aglama
davranislariyla ilgili yapmaya calistik. Kendim video ¢ekmedim ama televizyon
seyrederken birlikte izledik.... Cizgi filmlerde aglayan ¢ocuklar oldugunda anne
babast ne yapiyor, arkadaglart ne yapryor bak gordiin mii? Aglamadan
bagirmadan giizelce konustugunda ne yapiyor, nasil olumlu tepkiler aliyor...
bunlar iizerinde géosterip konusarak faydasini gordiik”. Yagmur’un annesi benzer
sekilde video c¢ekemedigini ancak firsat buldugunda ¢izgi filmleri ¢ocuguyla
birlikte izledigini ve film hakkinda konustugunu belirtmistir. Ayrica anne sosyal
oykii formatinda Oykiiler yazmadigin1 ancak geceleri yasadiklar1 sorunlarla ilgili
olarak kendisi Oykiiler anlattigini sdylemis ve su ifadeleri kullanmistir:
“Aksamlart masal anlatirken yasadigimiz bir problem varsa o problemle ilgili
oykiiler ben anlatryorum, hatta ikisine birden uyguluyorum”.

(d) Cocukta etkili olan model: Anne “Video model hem isitsel hem gorsel oldugu
icin daha ¢ok hitap ediyor ogluma.” ifadelerini kullanmistir.

(e) Ailenin tercih ettigi model: Anne video model uygulamasinin hem isitsel hem
gorsel oldugunu, sosyal Oykii uygulamasinin ise daha havada kaldigim
belirtmistir.

(f) Cocuga katkilari: Anne ¢alismamizdan 6nce ¢ocugunun hi¢ oyun oynamadigini
ancak c¢alismanin sonunda artik kardesini ve arkadaslarini oyuna davet ettigini,
futbol oynamaya basladigini, annesinin isi varken kardesiyle c¢ok gilizel
oynadigini, okul arkadaslariyla iletisime ge¢meye basladigini, plajda kumlar
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kaleler yaptigmi ve zamanmi daha verimli bir bi¢cimde degerlendirdigini
belirtmistir. Anne oglunun oyun oynama davranisini su sekilde 6zetlemektedir:

“Diin geldi, anne soguk sicak oynayalim mi dedi. Kardesine, komsunun kizina
falan da soyledi. Cok memnun oldum... Ben yemek yaparken, isim oldugu zaman
kardesiyle oyun kuruyorlar. O anlamda hi¢ stkintim yok.”

Anneye katkilari: Anne ¢alismada kullanilan “annen yemek yapiyor, haydi simdi sen de
oyuncaklarinla oyna” yonergesinin c¢alisma bittikten sonra da kendisi tarafindan
kullanildigint su sekilde agiklamaktadir: “Calismamizdan sonra artik evimizde kural
oldu... .... Anneler is yaparken ¢ocuklar oyun oynar diye ayni videodaki gibi. Onu devam
ettirdik, ediyor da hala.” Goriisme sirasinda anne rahat rahat yemek yapabildigini de
sozlerine eklemistir.

Aileye katkilar: Anne, “Iliskimiz diizeldi, artik kavga etmiyoruz. Iletisim acisindan da
bizim iligkimizin bozulmamasi agisindan da, benim gerilmemem agisindan da ¢ok iyi
oldu.” sozleriyle ¢aligmanin kendilerine olan katkilarindan s6z etmektedir.

Sosyal gecerlik bulgularindan da anlasilabilecegi gibi sosyal 0ykii ve video model
yontemleri denegin ailesi tarafindan oldukg¢a kabul goéren yontemlerdir.

Tartisma ve Oneriler

Bu caligmada otizm spektrum bozuklugu gdsteren bir 6grenciye sosyal oykii ve video
model yoOntemlerinin uygulanarak bagimsiz oyun oynama becerisinin dgretimi
calisilmistir. Ayrica Ogrencinin annesiyle goriisiilerek sosyal gegerlik bulgulari da
toplanmistir. Arastirma bulgularinda sosyal 6ykii ve video modelle §gretimin bagimsiz
oyun oynama becerisinin 0gretiminde etkili olduklar1 ancak video modelle &gretim
yonteminde Olgiitiin daha kisa silirede karsilandigi goriilmektedir. Arastirmada elde
edilen bu bulgu bize diger calismalarla kiyaslama yapma olanagi vermemektedir, ¢ilinkii
alanyazinda sosyal 0ykii ve video model yOntemlerinin oyun becerileri &gretilirken
karsilastirilarak kullanildigi baska bir ¢aligmaya rastlanmamustir.

Calismanin izleme oturumlarinda Olgiitiin %100 diizeyinde devam ettigi goriilmistiir.
Ayrica, izleme oturumlart sona erdikten sonra da anneyle yapilan goriismelerde
ogrencinin kazanmig oldugu sosyal becerinin O6grenci tarafindan sergilendigi anne
tarafindan ifade edilmistir. Davraniglar secilirken hem annenin hem de 6gretmenlerin
goriigleri alinmistir. Anneye ve Ogretmenlere sosyal becerileri igeren bir liste
sunulmustur. Calisilmas: planlanan sosyal beceri bu listeden anne ve Ogretmenlerle
goriisiildiikten sonra se¢ilmistir. Bu baglamda ¢alismada 6grencinin gereksinim duydugu
islevsel olacak bir beceri ¢alisilmistir. izleme oturumlar1 ve sonrasinda ¢alisilan sosyal
becerinin devamlilig1 bu goriisii desteklemektedir.

Calismanin verimlilik bulgular1 incelendiginde video modelle 6gretim oturumlarinda
onuncu oturumda dSlgiitiin %100 diizeyinde karsilandigi, 6gretim stiresinin 25:03 dakika

International Journal of Early Childhood Special Education (INT-JECSE), 2015, 7(2), 294 — 315.



Sosyal Beceri Ogretiminde Sosyal Ovykii ve Video Model, 308

stirdiirdiigi gortilmektedir. Sosyal Oykilyle 6gretim oturumlarinda ise 12. oturumda
hedeflenen davranisa %50 dogrulukta ulasildigi ve toplam Ogretim siiresinin 14:52
dakika siirdiigii goriilmektedir. Calisma bitiminde toplam 6gretim siiresi incelendiginde
video modelle 6gretimin daha fazla siire aldig1 goriilmektedir ancak dogru tepki sayisina
bakildiginda hedef davranisin sadece %50 diizeyinde karsilandigi goriilmektedir. Bu
durumda video modelle 6gretimin sosyal Oykiiyle 0gretime gore daha verimli oldugu
goriilmektedir.

Calismanin sosyal gecerlik bulgular1 anneyle yapilan goriigme sonucunda toplanmuistir.
Anne yapilan ¢alismanin hem ¢ocugu hem de kendisi i¢in son derece faydali oldugunu,
calisma Oncesinde cocugunun oyuncaklariyla kendi basina ya da kardesiyle hig
oynamadigint ama c¢alisma bittikten sonra bagimsiz oyun becerisini kazandigini,
kardesiyle oyun kurmaya bagladigini, evde daha iliml1 bir atmosferin olustugunu ifade
etmigtir. Ayn1 zamanda anne iki yontem karsilastirildiginda video modelle 6gretimin
daha etkili oldugunu ifade etmektedir. Caligma sona erdikten sonra anne video model ve
sosyal oykii yontemlerini kullanmak istedigini belirtmis ancak nasil video ¢ekecegini ya
da sosyal Oykiiyli nasil yazmasi gerektigini bilemedigi i¢in uygulayamadigini ifade
etmistir.

Sonug olarak ¢ekilen video ve yazilan sosyal dykii otizm spektrum bozuklugu gosteren 6
yasindaki bir 6grenciye bagimsiz oyun becerisinin dgretiminde etkili olmustur. Ancak,
video model uygulamasinda becerinin daha az sayidaki 6gretim oturumuyla 6gretildigi
goriilmistlir. Bununla birlikte arastirmanin dis gecerligini arttirmak amaciyla ¢alismanin
farkl1 deneklerle yinelenmesi dnerilmektedir. ileride yapilacak arastirmalarda daha fazla
sayida denekle calisilmasi da Onerilebilir. Ayrica, sosyal 6ykii ve video model
uygulamalariyla sosyal beceri Ogretilirken farkli yetersizlik gruplarini hedef alan
caligmalar yapilmasi ve sosyal dykiilerin nasil yazilmalar1 gerektigi ile ilgili ebeveynlere
ogretimler yapilmasi da onerilebilir.

Calismada Kullanilan Sosyal Oykii

TEK BASIMA OYNUYORUM

Bazen annemin evde ¢ok isi olur (Betimleyici ciimle).

Yemek yapmasi, {itli yapmasi, camasirlar1 yikamasi, camagirlart asmasi, evi temizlemesi
gerekir (Betimleyici ciimle).

Boyle durumlarda annem benimle oynayamaz ve benim canim da ¢ok sikilir
(Betimleyici climle).

Anneme benimle oynamasi i¢in 1srar ettigimde iiziiliir (Betimleyici ctimle).

Canim sikildiginda istedigim bir oyuncagi alip oynamam gerekir (Y onlendirici climle).
Ben oyuncagimla oynarsam annem de ¢ok mutlu olur ve islerini rahatca bitirebilir
(Yansitici ciimle).

Annemin isi ¢ok oldugu zaman odamdan istedigim oyuncag alip oynamaya ¢alisacagim
(Kontrol climlesi).
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The Effectiveness And
Efficiency Of Social Stories
d And Video Modelling On
Teaching Social Skills To
Children With Autism

Spectrum Disorder

Abstract

The purpose of this study is to compare the effectiveness and efficacy of computer based social
stories and video modeling while teaching social skills to children with autism spectrum disorder.
The study was conducted with one child with autism spectrum disorder who is 6 years old. The
target behavior was starting and carrying on playing skills independently. The research desing of
the study is alternating treatment design. The results of the research indicated that video modeling
was more effective to increase playing skills indepedently than social stories. Maintanence probes
were conducted 3., 5. and 7. weeks after intervention was completed and the maintanence results
indicated that the skill was going on. Also social validity data of the study was obtained doing
descriptive analysis. The result of the social validity findings showed that the mother found the
social stories and video modeling effective.

Keywords: Autism spectrum disorder, social skills, social stories, video modeling.

Extended Abstract

Social skills are learned behaviors to get positive results for the people in social
environments. It includes; a) the activities or behaviors that individuals shows for
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interpersonel interaction, b) to perform the bahaviors of a specific situation or a context
according, c) positive social results and successful social interaction (Ergenekon, 2012).
Social skills are very important because at daily life there are social experiences that
enrich human life and raise life quality as interacting others succesfully, getting leisure
activities, having frindship or being a member of a group. All these activities are quite
important for disabled people as much as normally developed people (Vuran, 2007).

Children with Autism Spectrum Disorders (ASD) need to get systematic education to
decrease social deficits. Evidence based interventions are prefered educating children
with ASD. Social stories and video modeling are evidence based interventions. The aim
of this study is to compare the effectiveness and efficacy of computer based social
stories and video modeling while teaching social skills to children with autism spectrum
disorder.

Method

Research Model
The research desing of the study is alternating treatment design. The dependent variables
of study are target behaviors and independent variables of the study are social story and
video modeling.

Participant

The participant received the diagnosis from a child psychiatrist who works for a
university hospital. Also, Gilliam Autism Rating Scale 2-TV was filled with mother of
the participant and it was seen that the autism index was 73. The participant was 6 years
old and he enrolled in a special education school.

Data Collection
It was decided randomly to start the intervention with the social story or video modeling.
The whole interval recording which is one of the recording technique of applied
behavior analyses was used at the research. The reinforcements were identified meeting
with the mother.

Also, semi-structured interview was conducted in the study. Open ended questions were
asked to mother and the data was analysed.

Result

It is possible to say that video modeling is more effective than social stories. Data for the
maintenance sessions were collected at 3., 5. and 7. weeks. The results of the
maintenance sessions show that the target behavior keeps its permanence at the level of
100%. Efficiency data indicated that video modeling had the criteria at the 10th probe at
the level of 100% however the social story got 50% level at the 12th probe. Teaching
probes with social stories took 14 minutes 52 seconds but the probes with video
modeling took 25 minutes.
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Social validity data indicated that the mother found useful both of the models. Also, she
wants to use both of them but she doen’t know how to prepare a video or a social story.

Conclusion

Video model and social story were effective for the six years old child with autism for
independently playing skills. However the skill was learned using video modeling with
less probes. Social story method is effective but it needs more probes than video
modeling. Even so the research needs to replicate with more participants. Also, other
researchs are suggested to make with different disability groups.
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R Otizmli Cocuklara
micoesmea” | POGrudan ve Video Modelle
R Birlikte Sunulan
Pecs Uygulamasinin
Etkilerinin Karsilastirilmasi

Oz

Bu arastirmamin amaci, kendiliginden iletisim baslatma becerisinin égretiminde PECS’ in birinci
evresinin dogrudan sunulmasiyla video modelle birlikte sunulmasinin etkililik ve verimlilik agisindan
farklilasip  farkhilasmadigi  incelemektir. Arastirmada, tek-denekli arastirma modellerinden
déniisiimlii wygulamalar modeli kullanimistir. Arastirmaya, okuloncesi dénemde OSB tanisi almig
halihazirda bireysel egitim alan ii¢ ¢ocuk ve genelleme oturumlarinda anneleri katimistir.
Aragtirma siirecine iligkin anneler bilgilendirilmistir. Arastirmanin bagimly degiskeni kendiliginden
iletisim baglatma becerisidir. Arastirmamn bagimsiz degiskenleri ise, PECS in birinci evresinin
dogrudan uygulanmasi ve video modelle birlikte uygulanmasidir. Arastirmada baslama diizeyi,
agretim, dgretim sonu degerlendirme, genelleme ve izleme oturumlart yer almistir. Her oturumda
biri yonlendirici digeri iletisimci 6gretmen olmak iizere iki uygulamact yer almigtir. Video model
siireci bir akran katilimcinmin model olmasi ile gergeklestirilmistir. Video model goriintiilerini
sunmak icin Ipad kullamilmistir. Arastirma verileri grafiksel olarak analiz edilmis ve her iki
uygulamann etkililikleri edinim asamasinda farklilasmadigr gibi kalicilik ve genelleme asamasinda
da farklilagmadigi goriilmiistiir.

Anahtar Kelimeler: Otizm, Alternatif ve Destekleyici iletisim, Video model, PECS.
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Giris

Otizm Spektrum Bozuklugu ve Iletigim Sorunlari

Otizm spektrum bozuklugu (OSB) son yillarda olduk¢a yaygin goriilen karmasik bir
noro gelisimsel bozukluktur. Amerikan Psikiyatri Birligi’nin 2013 yilinda yayimladigi
Ruhsal Bozukluklar Tan1 ve Istatistik Kitab1 5’e (Diagnostic and Statistical Manual of
Mental Disorders 5 -DSM-5) gore OSB’li benzer 6zelliklere sahip gesitli bozukluklari
icine alan semsiye bir terimdir. Spektrumun belirtileri iki temel kategoride ortaya
cikmaktadir: (a) farkli baglamlarda yaygin ve siirekli bir bigimde sosyal iletisim ve
sosyal etkilesimde yetersizlik, (b) smrli ve yinelenen davranis, ilgi ya da etkinlik
zincirleridir (DSM-5, 2013). OSB, birey iizerinde gozlenen erken belirtileri
incelendiginde tiimiiniin iletisim becerileri ile iligkili sinirliliklar oldugu goriilmektedir
(Kircaali-Iftar ve Odluyurt, 2013).

Otistik 6zellik gosteren bireylerin iletisim alaninda sahip olduklar1 yetersizlikleri onlarin
ihtiyaclarini, isteklerini ya da tercihlerini ifade edememelerine; bunun sonucunda ise
etraflarindaki bireylerle iletisim kuramamalarina neden olmaktadir. Bu durum OSB li
olan bireylerin giinliik yagamlarinda siklikla uygun olmayan davranis sergilemeleri ve
bircok sorunla karsi karsiya kalmalari ile sonuglanabilmektedir (Alzrayer, Banda ve
Koul, 2014; Kircaali-Iftar, 2007; Kircaali-iftar ve Odluyurt, 2013; Matson, Hess ve
Mahan, 2013; Ramdoss ve dig., 2011; Webber ve Scheuermann, 2008). Sonug olarak
iletisim alanindaki yetersizlikler ya da smirliliklar gilinliik yasam ve sosyal yasam
becerileri gibi bircok uyumsal davranislarini etkilemekte ve bu tiir 6zellikler gosteren
bireylerin egitsel kazanimlar, sosyal yasam ve kisiler arasi iligkiler ve mesleki yasam
gibi bir¢cok alanda basarili olmalarini engellemektedir (Walker ve Snell, 2013 akt.
Alzrayer ve dig., 2014). Dolayisiyla OSB’li bireylerin iletisim becerilerindeki
siirliliklarinin  yasamlarint olumsuz yonde etkilemesini Onleyebilmek {izere erken
donemlerde etkili uygulamalar ile iletisim becerilerinin desteklenmesi ve gelistirilmesi
oldukca onemlidir (Alzrayer ve dig., 2014; Flippin, Reszka ve Watson, 2010; Hill ve
Flores, 2014; Light ve Drager, 2002).

Konusamayan veya iletisimi islevine uygun kullanamayan OSB’li olan g¢ocuklarin
iletisim kurabilmeleri igin alternatif ve destekleyici iletisim (ADI) sistemlerinden
yararlanilabilmektedir. (Kircaali-Iftar ve Odluyurt, 2013; Sigafoos, O’Reilly, Lancioni,
ve Sutherland, 2014). ADI var olan konusmay: destekleme ve/veya yerine dogal
konusma ve/veya yazili iletisimi gelistirmek iizere kullanilan stratejileri icermektedir
(Beukelman ve Mirenda, 2013 akt. Alzrayer ve dig., 2014). Bireye konusma ve
yazmanin yerini almak iizere isaret sistemi ve gorsel sistemler gibi alternatif iletisim
bicimlerine dayali, sézel olmayan iletisim uygulamalarimin kazandirilmas: siireci
alternatif iletisim 6gretimi olarak tanimlanmaktadir. Alternatif iletisim bigimlerinin sézel
iletisimi desteklemek iizere sozel iletisim ile birlikte kullanimi ise destekleyici iletigim
olarak tanimlanir (Kircaali-Iftar, 2003; Kircaali-iftar ve Odluyurt, 2013; Wendt, 2009).

OSB’li olan ¢ocuklara ydnelik en yaygin bicimde kullanilan ADI uygulamalari ise isaret
dili, Resim Degis Tokusuna Dayali Iletisim Sistemi (PECS) ve konusma iireten cihazlar
olarak siralanabilir (Alzrayer ve dig., 2014; Bondy ve Frost, 1994; Lancioni ve dig.,
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2007; Rispoli, Franco, Van der Meer, Lang, ve Camargo, 2010; Lorah ve dig., 2013).
Alanyazin otistik Ozelikler gosteren bireylerle iletisim alaninda sinirliliklar gosteren
bireylerde gorsel iletisim sistemlerinin ifade edici dil becerilerini gelistirmede etkili
uygulamalar oldugunu ortaya koymaktadir (Wendt, 2009). Buna paralel olarak gorsel
iletisim sistemlerinden biri olan resim degis tokusuna dayali iletisim sistemi (PECS) son
yillarda otizm ve diger iletisimsel siirliliklara sahip ¢ocuklarin egitiminde siklikla
kullanilan bir uygulama haline gelmistir (Bondy, 2001;Cummings, Carr ve Le Blanc,
2012).

Resim Degis Tokusuna Dayali Iletisim Sistemi (PECS)

Resim Degis Tokusuna Dayali iletisim Sistemi olarak tanimlayabilecegimiz PECS
uygulamas1 diisiik diizeyde teknoloji kullanimini gerektiren 6zel bir ADI sistemidir.
PECS OSB’li olan ¢ocuklara yonelik gelistirilmistir. UDA ilkelerini ve normal iletisim
gelisimi asamalarin1 temel alan alternatif iletisim uygulamasidir. PECS temel olarak
sozel dile sahip olmayan ya da siirli diizeyde sahip olan otistik ¢cocuklara tercih ettikleri
nesnelere ya da etkinliklere ulagmak iizere resimli kartlar1 degis-tokus etmeyi 6gretmek
tizere tasarlanmistir. PECS uygulamasi ile bireylere kazandirilmak istenilen oncellikli
iletisimsel islev talep etmedir. Normal dil gelisimi asamalar1 temel alinarak gelistirilmis
olan PECS; farkli amaglardan olusan alt1 evreden olusmaktadir ve her bir evrenin hedef
davranis1 farklidir (Bondy ve Frost, 1994; Bondy, 2001; Cummings ve dig., 2012;
Kircaali-Iftar ve Odluyurt, 2013). Bu evreler asagida agiklanmustir.

1. Evre: Temel amaci iletisim girisiminin kazandirilmasidir. Bireye kendiliginden
iletisim ortagina resimli kart1 vermesi ve karsiliginda tercih ettigi nesne/ etkinlige
ulagmas1 6gretilir. Bu calisamada sadece bu evrenin 6gretimi yapilmaistir.

2. Evre: Temel amaci iletisim girisimi genellenmesidir. Bireye sergiledigi iletisim
girisiminin (resimli karti iletisim ortagina vererek istenilen nesne ya da etkinligi
elde etme) farkli kosullarda (ortam, kisi, pekistirec) ve daha fazla caba
harcamasini gerektiren kosullarda (6rn, birey ve iletisim ortagi arasindaki mesafe
artar) gerceklestirmesi 6gretilir.

3. Evre: Temel amac1 se¢im yaparak talep etmenin kazandirilmasidir. Bireye daha az
tercih edecegi nesne/etkinliklere iliskin resimli kartlarin yer aldigi birden fazla
resimli kart arasindan en ¢ok tercih ettigi nesne/etkinlige iliskin kart ayirt etmesi,
secim yapmasi, bu kart1 iletisim ortagina vererek ilgili nesne/etkinligi elde etmesi
ogretilir.

4. Evre: Temel amaci climle kurmanin kazandirilmasidir. Bireye tercih ettigi
nesne/etkinlige iliskin bir ya da birden fazla resimli kart ile birlikte istiyorum
kartini climle seridi iizerinde birlestirerek climle kurmasi ve bunu iletisim ortagina
vererek ilgili nesne/etkinligi elde etmesi dgretilir.
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5. Evre: Temel amaci soruldugunda talep etme davramiginin kazandirilmasidir.
Bireye ‘Ne istiyorsun’ sorusuna istek ve taleplerini ifade etmek iizere iletisim
klasorii araciligiyla ciimle kurarak yanit vermesi ogretilir.

6. Evre: Temel amaci gorlis bildirme davraniginin kazandirilmasidir. Bireye nesne
ve etkinliklere iliskin gorliglerini bildirmek {izere iletisim klasorii araciligiyla
climle kurmasi ogretilir.

PECS uygulamalarina iliskin alanyazin incelendiginde OSB’li olan cocuklarin talep
etme, iletisim baslatma davranislarinin arttirilmasinda ve kullanilan kelime sayilarinin
arttirllmasinda etkili oldugu goriilmektedir (Cummings ve dig., 2012; Carre, Le Grice,
Blampied, ve Walker, 2009; Dogoe, Banda, ve Lock, 2010; Jurgens, Anderson, ve
Moore, 2009; Kravits, Kamps, Kemmerer ve Potucek, 2002).

PECS uygulamasina iliskin gerceklestirilen alanyazin tarama ¢alismalarinda elde edilen
bulgulara gore, PECS; (a) OSB’li basta olmak iizere farkli tan1 kosullarinda (zihinsel
yetersizlik, selebral palsy, Dikkat Eksikligi ve Hiperaktivite Bozuklugu) ve farkli yas
gruplarindaki (ya da yas gruplarinda yer alan) bireylerle etkili bir bicimde kullanilan
genel bir miidahaledir. (b) Isaret dili ya da kelime iireten iletisim araglar1 (6rn, VOCA)
gibi diger iletisim sistemleri kadar etkili ya da daha da etkili bir miidahaledir. (¢) Kimi
zaman sozel dil ve diger sosyal davranislarda eszamanl artiglar ile birlikte; problem
davraniglarda azalma ile sonuclanabilmektedir (Flippin ve dig., 2010; Hart ve Banda,
2010; Preston ve Carter, 2009; Sulzer-Azaroff, Hoffman, Horton, Bondy ve Frost,
2009). Ayrica bulgular PECS’in tiim evrelerine iligskin o6lgiitin  kisa siirede
karsilanabildigini ortaya koymaktadir (Charlop-Christy, Carpenter, LeBlanc, ve Kellet,
2002; Ganz ve Simpson, 2004). Ulusal Otizm Merkezi (National Autism Center-NAC)
tarafindan yapilan degerlendirmelerde umut vaat eden uygulamalar arasinda
nitelendirilen PECS, Otizm Spektrum Bozuklugu Ulusal Mesleki Gelisim Merkezi
(National Professional Development Center on Autism Spectrum Disorders - NPDC)
tarafindan yapilan degerlendirmelerde ise bilimsel dayanakli uygulama olarak
nitelendirilmektedir (Kircaali-Iftar ve Odluyurt, 2013; NAC, 2011, NPDC, 2012).

PECS uygulamasinin kendine 6zgii bazi avantajlar1 su sekilde siralanabilir: (a) sinirlt
sayida On kosul beceriyi gerektirmesi, (b) gelistirilmesi ve kullanimin kolay, kisa ve
ucuz olmasi, (c¢) genellemeye hizmet eden stratejileri icermesi ve (d) iletigimi
kolaylastirabilmesi (Bondy ve Frost, 1994). Siralanan avantajlari, 6zellikle hazirlik ve
uygulama asamasinda kolay ve ucuz olmasi ve diisiik teknoloji gerektirmesi, PECS
uygulamalarinin genis bir uygulamaci Kkitlesi tarafindan uygulanabilmesine firsat
vermektedir. Alanyazin incelendiginde PECS uygulamalarinin  0gretim ve/veya
genelleme oturumlarinin arastirmacilar/uzmanlar (Boesch, Wendt, Subramanian ve Hsu,
2013; Magiati ve Howlin, 2003; Carr ve Felce, 2007a ;2007b), terapistler (Greenberg,
Tomaino ve Charlop, 2012), 6gretmenler (Tincani, Crozier ve Alazetta, 2006),
ebeveynler (Chaabane, Alber-Morgan ve DeBar, 2009; Greenberg ve dig., 2012; Park,
Alber-Morgan ve Cannella-Malone, 2010), 6gretmen adaylar1 (Hill, Flores ve Kearley,
2014), ve para-profesyoneller (Barnes, Dunning ve Rehfeldt, 2011; Wood, Luiselli ve
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Harchick, 2007) tarafindan gergeklestirildigi goriilmektedir. Bu arastirmada caligsmaya
katilan cocuklarin &gretmenleri ve genelleme boyutunda ise cocuklarin anneleri
tarafindan uygulanmigtir.

Video Modelle Ogretim

Ogretimin siirecinin diizenlenmesi ve uygulanmasinda teknoloji kullanimi son yillarda
ozel egitim alaninda oldukca yaygin hale gelmistir. Teknoloji temelli uygulamalar
arasinda etkililigi deneysel olarak en ¢ok incelenmis uygulamalardan biri video temelli
ogretim uygulamalaridir. Video temelli 6gretim uygulamalari (a) bireyin bagimsizligini
arttirmas1 ve yetiskine olan bagimliligini azaltmasi, (b) 6gretim siirecinin tutarli ve
standart olmasini saglamasi, (c) uygulamacinin minimal egitim almasin1 gerektirmesi
gibi hem birey hem de uygulamaci agisindan ¢esitli yararlar1 beraberinde getirmektedir
(Weng, Savage ve Bouck, 2014).

OSB’li olan bireylerin gorsel uyaranlar1 daha iyi Ogrenebildiklerini ve gorsel
desteklerden daha iyi yararlanabildikleri bilinmektedir. Gorsel desteklere dayali olan
etkili 6gretim stratejilerinden biri de videoyla model olma stratejisidir. Videoyla model
olma gozleyerek 6grenme kuramina dayanmaktadir. Bireyin hedef davranisin bir model
tarafindan sergilendigi video goriintiisiinii izlemesini ve ardindan bu davranist taklit
etmesinin beklenmesini icermektedir. Videoyla model olma OSB’li olan bireylerin farkli
gelisim alanlarindan becerilerini gelistirmede ve desteklemede son yillarda etkili bir
bigimde kullanmlmaktadir (Bellini ve Akullian, 2007; Degirmenci ve Tekin-Iftar, 2013;
Nikopoulos ve Keenan, 2006).

Arastirmalar videoyla model olma stratejisinin, OSB’li ¢ocuklarin oyun becerileri, ifade
edici dil becerileri, 6z bakim becerileri olmak {izere tek basamakli ve zincirleme bir¢ok
beceriyi desteklemek iizere etkili bir bicimde kullanildigini ortaya koymaktadir (Ayres
ve Langone, 2005, Bellini ve Akullian, 2007, Charlop, Dennis, Carpenter ve Greenberg,
2010; Nikopoulos ve Keenan, 2006). Videoyla model olma stratejisinin otizmde siklikla
goriilen asir1 segicilik ve gorsel uyaranlari tercih etme gibi bir dizi karakteristik
ozelliklere hitap ediyor olmasinin bu stratejinin bu tiir 6zellikler gosteren bireyler
iizerinde etkili olmasini sagladig: diisiiniilmektedir (Corbett ve Abdullah, 2005).

Teknoloji alaninda meydana gelen yenilikler ise uygulamacilara video temelli 6gretimi
uygulama ortamlarinda daha kolay yer vermelerini saglamaktadir. Ornegin video temelli
uygulamalarin hazirlanmasi1 ve uygulanmasi asamasinda onceleri video kamera, video
oynaticisi, televizyon ve bilgisayar gibi cihazlar kullanilirken; mobil teknolojinin
gelistirilmesi ile birlikte uygulamacilar ve arastirmacilar ¢alismalarinda bu cihazlar
yerine taginabilir cihazlar1 kullanmaya baslamislardir (Ayres ve Langone, 2005, Bellini
ve Akullian, 2007; Weng ve dig., 2014). Alanyazin incelendiginde OSB li bireylere
yonelik gergeklestirilen video temelli c¢aligmalarin da bu gelismelere paralellik
gosterdigi; son yillarda tasinabilir dijital video disc (DVD) oynaticilar (Mechling, Gast,
ve Seid, 2009) ya da diziistii bilgisayarlar (Bidwell ve Rehfeldt, 2004) yerine avug igi
bilgisayarlardan (Cihak, Kessler ve Alberto, 2007; 2008) ve medya oynaticilardan
(6rn., Apple video iPod, iPad ve iPhone) (Bereznak, Ayres, Mechling ve Alexander,
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2012; Cihak, Fahrenkrog, Ayres ve Smith, 2010; Kagohara, Sigafoos, Achmadi,
O’Reilly ve Lancioni,2012; Kagohara ve dig., 2013; Macpherson, Charlop ve
Miltenberger, 2014) yararlanildig1 goriilmektedir.

Alanyazinda OSB’li bireylere yonelik video temelli ¢aligmalarda kisisel bilgisayarlarin
(iPod touch, Ipad, tablet bilgisayarlar, akilli telefonlar) kullanildig1 ancak Ipad
kullanimin etkililigini desteklemek tizere sistematik Ipad kullanimina iliskin bulgulara
duyulan gereksinim devam etmektedir (Cardon, 2012). Bu c¢alismalar incelendiginde
video modelle (VM) 6gretimin Ipad araciligr ile etkili bir bicimde kullanildigin1 ortaya
koyan aragtirmalara rastlanmaktadir. Bu calismalarda gelen postalar1 konularina goére
ayirma becerisi (Alexsander , Ayres, Smith, Shepley ve Mataras, 2013); matematiksel
beceriler (Jowett, Moore ve Anderson, 2013), yetiskinleri tebrik etme (Kagohara ve dig.,
2013); kelimelerin imlasini kontrol etme (Kagohara ve dig., 2012); akademik tepkilerin
arttirllmasi (Hart ve Whalon, 2012) ve gecis becerileri (Cihak ve dig., 2008) gibi ¢esitli
becerilerin  kazandirilmas: ve/veya gelistirilmesi iizerine odaklanilmistir. Iletisim
becerilerinin gelistirilmesine yonelik alayazin incelediginde ise PECS uygulamasinin
VM aracilig1 ile sunuldugu yalnizca iki ¢aligmaya rastlanmaktadir.

Smith, Hand ve Dowrick (2013) tarafindan yapilan ¢alismada video ile kendine model
olma uygulamasinin ileri izlemeli halinin (video feed forward) PECS in farkli amaglarini
gerceklestirmede etkili olup olmayacagini incelemistir. Arastirmaya daha Onceden
basarisiz PECS gec¢misi olan, farkli evrelerde kalmis olan iki OSB li ve bir Down
sendromlu c¢ocuk katilmigtir. Bu calismada video model uygulamasinin video ileri
beslemeli (video feed-forward) hali kullanilmis ve bu uygulamada ¢ocugun daha sonra
PECS e iliskin 6grenmesi amaglanan asamalari video model uygulamasi bigiminde
hazirlanmis ve deneklere izletilmistir. Arastirmanin sonucunda biitiin deneklerin yiiksek
diizeyde performans sergileyerek kendileri i¢in hedeflenen PECS evrelerini gegtikleri
goriilmiistiir. Caligmaya katilan tamamu belirlenen yontemle de 6gretilen beceriyi %100
(ranj: %71-%100) oOl¢iit diizeyinde 6grenmistir.

Cihak, Fahrenkrog, Ayres ve Smith, (2012) tarafindan VM siireci ve PECS
uygulamasinin okuloncesi donemde yer alan ¢ocuklarin bagimsiz iletisim girisimlerinin
arttirllmasi lizerindeki etkisi degerlendirilmistir. Calisma okul 6ncesi donemde yer alan
dort cocuk katilimcr ile gerceklestirilmis ve tek denekli arastirma modellerinden
doniisiimlii uygulamalar modeli ile desenlemistir. Katilimcilarin ikisi otizm diger ikisi
ise gelisimsel yetersizlik tanisina sahiptir ancak tiimii iletisim becerilerinde sinirliliklar
gostermektedir. Arastirmadan elde edilen bulgulara gore katilimcilarin timii PECS
kullanimimi 6grenmigler ve bagimsiz iletisim girisimlerinde artis meydana gelmistir.
Ancak, PECS uygulamasinin yalniz sunuldugu oturumlarda katilimcilar dl¢iitii daha geg
karsilamig; PECS uygulamasinin VM uygulamas: ile birlikte sunuldugu uygulama
stiresince tiim katilimcilar dlgiitli daha kisa siirede karsilamistir. Buna gore katilimeilarin
VM ile birlikte sunulan PECS uygulamasmin katilimcilarin daha hizli 6grenme
gerceklestirdikleri gozlenmistir.
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Ancak, VM nin iletisim alaninda yetersizlikleri olan bireylere yonelik ytiriitiillen PECS
uygulamas1 ile birlikte sunulabilecek etkili bir uygulama olup olmadigini
belirleyebilmek icin farkli diizeylerde yetersizlik gosteren, farkli yas gruplarinda yer
alan ve farklh Kkiiltiirel Ozelliklere sahip katilimeilar ile yiiriitilecek caligmalara
gereksinim duyulmaktadir (Cihak, Smith, Cornett ve Coleman, 2012).

OSB’li olan bireylerin 6nemli gelisim alanlarindaki yetersizliklerini azaltmak {izere
etkili 6gretim stratejilerinin kullaniliyor olmasinin yani sira; dgretimsel verimliligin
arttirtlmas1 da olduk¢a 6nemlidir. Bu tiir 6zellikler gosteren bireylere 6gretim hizmeti
sunan uygulamacilarin (ebeveyn, terapist, Ogretmen) davranigsal yetersizlikleri
gelistirebilmek tiizere en etkili ve verimli &gretim stratejilerini kullaniyor olmalari
beklenmektedir (Degirmenci ve Tekin-iftar, 2013). Bu c¢alismada PECS in
genellenebilirliginin arttirilmasi icin farkli ortamlarda PECS uygulamasinin yapilmasi ve
PECS uygulamasinin taginabilir teknolojik materyalle sunumuna yonelik calismalarin
siirli olmast nedeniyle Ipad Kullanilmasina karar verilmistir. Buna dayali olarak bu
calismada PECS’in birinci evresinde hedeflenen kendiliginden istek bildirme becerisinin
PECS’in dogrudan uygulanmasi ve Ipad araciligi ile sunulan VM ile birlikte
uygulamamasinin (VM+PECS) etkililik ve verimliliklerinin incelenmesi amaglanmaistir.

Y ontem

Bu bdliimde aragtirmaya katilan deneklere, ortama, kullanilan ara¢ gereclere, arastirma
modeline, bagimli ve bagimsiz degisken 6zelliklerine, uygulama siirecine, veri toplama
ve veri analiz silireglerine iliskin aciklamalar yer almaktadir.

Katilimcilar ve Ortam

Arastirma ii¢ erkek cocugun katilimi ile gerceklestirilmistir. Cocuklarin hepsi Otizm
tanisina sahiptir. Arastirmanin uygulama siirecinin genelleme digindaki tiim oturumlart,
PECS ’in birinci evresinin uygulama ilkelerine dayali olarak her oturumda ydnlendirici
ve iletisimci olmak {izere her oturumda iki 6gretmen gorev almistir. Her iki 6gretmende
daha 6nce PECS uygulamasi ge¢misine sahiptir. Calismada baslama diizeyi yoklama,
ogretim ve izleme oturumlart Anadolu Universitesi Engelliler Arastirma Enstitiisii
Gelisimsel Destek Uygulama Birimi’'nde bulunan grup egitim smiflarinda
gerceklestirilmistir. Genelleme oturumlari ise birimde bulunan yemek odasit ve oyun
odasinda ¢ocuklarin anneleri tarafindan gergeklestirilmistir.

Demir, 4 yasinda otizmli erkek 6grencidir. Demir’e otizm tanist 2 yasindayken farkli
tibbi kuruluslar tarafindan konulmustur. Demir ile ilgili herhangi bir standart test sonucu
elde edilememistir. Demir, haftada 3 giin rehabilitasyon merkezinden egitim almaktadir.
Demir sosyal beceriler ve iletisim becerilerinde giicliikler yasamaktadir. Demir {izerinde
calisilan etkinlige 5-10 dakika siireyle dikkatini yoneltmektedir. Bagimsiz olarak oyun
oynamamaktadir. Bagimsiz iletisim baglatamamaktadir.

Can 4 yasinda otizmli erkek 6grencidir. Can’a otizm tanist 3 yasindayken farkli tibbi
kuruluslar tarafindan konulmustur. Can’la ilgili herhangi bir standart test sonucu elde
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edilememistir. Sosyal beceriler ve iletisim becerilerinde giigliikkler yagamaktadir. Kisa
stireli goz kontag1 kurmakta ve tekrarli sesler ¢ikarmaktadir. Nesne takintis1 vardir. Can,
ogretmen denetiminde kendisine sunulan etkinlige 5 dakika siireyle dikkatini
yoneltmektedir. Bagimsiz  olarak  oyun oynamamakta bagimsiz  iletisim
baslatamamaktadir.

Akif, 5 yasinda otizmli erkek 6grencidir. Akif’e otizm tanis1 2,5 yasindayken ¢esitli tibbi
kuruluslar tarafindan konulmustur. Akif ile ilgili herhangi bir standart test sonucu elde
edilememistir. Sosyal beceriler ve iletisim becerilerinde giicliikler yasamaktadir. Ayrica
tekrarlayan davraniglar (6rnegin, ziplama, durdugu yerde sallanma, ekolali)
sergilemektedir. Bagimsiz olarak oyun oynamamaktadir. Bagimsiz iletisim
baslatamamaktadir.

Arastirma Modeli

Otizmi olan ¢ocuklara kendiliginden iletisim baglatma becerisinin 6gretiminde PECS’in
dogrudan uygulanmasi ile PECS’in Ipad araciliyla sunulan VM ile birlikte
uygulanmasinin etkililik ve verimliliklerinin karsilagtirildigi bu aragtirmada tek denekli
arastirma modellerinden doniisiimlii uygulamalar modeli kullanilmistir (Tekin-Iftar,
2012).

Bu modelde iki ya da daha fazla bagimsiz degisken vardir ve bu bagimsiz degiskenler
arasindaki farki ortaya koymak iizere bir bagimli degisken iizerindeki etkileri
karsilastirilir. Doniisiimlii uygulamalar modelinde doniisiim hizli planlanir. Bagimsiz
degiskenlerin uygulama sirasi yansiz olarak belirlenir. Modelde karsilagtirma
yapabilmek icin uygulama evresinde iki ya da daha fazla bagimsiz degisken eszamanli
olarak uygulanir ve ardindan karsilagtirma yapilir. Temel amag iki uygulama arasinda
bir ayirt edici etki bulunup bulunmadigini ortaya koymaktir. Bu yontem hem azaltilmasi
hemde artirilmas1 hedeflenen davraniglar icin kullanilir. Bagimsiz degiskenler giin
icerisinde farkli saatlerde uygulanabilecegi gibi bir oturumda iki bagimsiz degiskende
sunulabilir. Bu modelde bagimsiz degiskenlerin esit sayida oturumda sunulmasina
dikkat edilmelidir ki aksi takdirde daha fazla sayida sunulan bagimsiz degisken
etkiliymis gibi goriinebilir (Tekin-Iftar, 2012). Calismanin bagimli degiskeni PECS in
birinci evresinde Ogretilmesi hedeflenen ¢ocugun kendiliginden iletisim girisiminde
bulunma becerisidir. Bagimsiz degiskeni ise PECS oturumlarin dogrudan uygulanmast
ve Ipad araciligiyla sunulan VM ile birlikte uygulanmasidir.

Arag geregler

Calisma kapsaminda PECS materyali, (pekistiregler, resimli kartlar), video kliplerin
cekimi ve giivenirlik verilerinin kaydedilmesi amaciyla kullanilan kamera, tripod, VM
sunulmasi icin Ipad ve veri toplama formlar1 kullanilmistir.

Uygulama Stireci

Calismada baglama diizeyi yoklama, dgretim, 0gretim sonu degerlendirme ve izleme
oturumlarinin tamami Anadolu Universitesi Engelliler Arastirma Enstitiisii Gelisimsel
Destek Birimi’inde bulunan bireysel egitim sinifinda, birebir 6gretim uygulamasi olarak
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gerceklestirilmigtir. Smifta iki uygulamaci ve ¢ocuk olmak iizere toplam ii¢ kisi yer
almigtir. Bireysel egitim sinifi yaklasik 3 x 4 m boyutlarindadir. Smifta, arag-gereclerin
kondugu bir dolap, duvar panosu, bir masa ve iki kii¢lik sandalye bulunmaktadir.

Video Model Hazirlama Siireci

Video model uygulamalari i¢in hazirlanan video kayitlarinda akranlar, yetiskinler ya da
bireylerin kendileri model olarak yer alabilmektedir (Nikopoulos ve Kenan, 2006 s.23;
Sturmey, 2003). Bu c¢alismada akran model ile ¢alisilmistir. Akran okul 6ncesi egitime
devam etmekte olan 5 yasinda bir kiz 6grencidir. Bu ¢alismada oncellikle PECS’in ilk
evresinin (kendiliginden istek bildirme) arastirmacilar tarafindan beceri analizi
yapilmistir. Normal gelisim gosteren akran ile PECS ’in ilgili evresine iliskin denemeler
prova edilmis ve cocuk basamaklarda ustalagtiginda video model uygulamasina yonelik
video kayitlar1 olusturulmustur. Video model goriintiilerinde PECS ’in kendiliginden
iletisim girisiminde bulunma becerisinin ¢alisildig1 birinci evresinin basamaklarina
uygun olarak planlanmis, 15-20 sn. lik toplam dort farkli video model goriintiisii
olusturulmustur. Video modelle 6gretim ve PECS uygulamalarina ilisgkin uygulama
gecmisine sahip iki 6gretmenin hazirlanan video goriintiileri ve PECS’in ilgili evresine
(kendiliginde istek bildirme) iliskin beceri analizine iliskin goriisleri alinarak, gegerlik
caligmasi yapilmistir.

Ayrica uygulamaya baslamadan 6nce katilimci ¢ocuklara video model sunulacagi Ipad
kullanimut ile ilgili gerekli 6n 6gretim yapilmistir. Bu 6gretim siireci ortalama 10 dklik
siirelerde yapilmistir. Ogretim siirecinde Ipad’in pekistireg ozelligi gdstermesini
engellemek tlizere uygulamacilar tarafindan cocuklarin uygulama oncesinde farkl
etkinlikler aracilig1 ile Ipad’i kisa stireli kullanmalar1 saglanmistir.

Pekistire¢ Belirleme Oturumlart

Cocuklar icin etkili olan pekistiregleri belirlemek iizere oncelikle katilime1 ¢ocuklarin
aile iiyeleriyle goriisme yapilarak cocuklari igin etkili bulduklari pekistireglere iligkin bir
liste yapilmistir. Ardindan “Etkili Pekistire¢ Belirleme Siireci” uygulanarak her bir
cocuk icin en etkili birincil ve ikincil pekistiregler belirlenmistir. Pekistire¢ belirleme
oturumu her ¢ocuk i¢in ayr1 ayri birbirinden bagimsiz sekilde diizenlenmistir. En etkili
pekistirecleri belirlemek amaciyla yiriitilen bu oturumlarda, olasi pekistireclerden
ticerli, dorderli ya da beserli setler olusturulup, cocuga se¢cim firsatlar1 sunulmaktadir.
Bdylece, en az ve en c¢ok tercih edilen pekistirecler belirlenmektedir (Frost ve Bondy,
2002; Kircaali-iftar, 2003). Bu ¢alismada da c¢ocuklarmn tercih ettikleri pekistiregler
degerlendirilmis ve her bir ¢ocuk icin dorder tane yiyecek ve oyuncak kategorisinden
pekistire¢ belirlenmistir. Belirlenen pekistireclere iliskin tasiyici etkisinin olugmasini ve
katilimc1 ¢ocuklarin belli pekistireclere takinti olusturmalarin1 6nlemek iizere nesne ve
yiyecek kategorisine gore Tablo 2’ de yer aldigr gibi gruplandirilmistir. Belirlenen
pekistireclerin sadece calisma kapsaminda kullanilmasi aile ve Ogretmenleri ile
goriisiilerek saglanmigtir.

International Journal of Early Childhood Special Education (INT-JECSE), 2015, 7(2), 316 — 342.



Dogrudan ve Video Modelle Birlikte Sunulan PECS Uygulamasi, 325

IT(ZZL(:azll;zn Pekistireglerin Deneklere ve Yiiriitiilen Uygulamalara Dagilimi
Dogrudan PECS Video Model+PECS

Demir Yiyecek Oyuncak

Can Yiyecek Oyuncak

AKkif Yiyecek Oyuncak

Bagslama Diizeyi Yoklama Oturumlari

Baglama diizeyi yoklama oturumlar1 6gretime baslamadan 6nce diizenlenmis ve en az ii¢
oturum st lste kararli veri elde edilinceye kadar siirdiiriilmiistiir. Bu oturumlarda
iletisimci 6gretmen ile ¢ocuk karsilikli masada oturmuslardir. PECS materyalleri ile
cocugun tercih ettigi (pekistire¢ belirleme oturumlarinda belirlenen) yiyecekler ve
nesneler ortamda bulundurulmustur ve ¢ocugun kendiliginden resimli karti iletisimci
ogretmene vermesi beklenmistir. Iletisimci Ogretmen masada cocugun karsisinda
oturmus ve ¢ocugun bagimsiz tepkide bulunmasi i¢in herhangi bir ipucu veya yOnerge
vermeden (kart1 alip iletisimei 6gretmene vermesi) beklemistir. Cocuk 10 sn igerisinde
bagimsiz olarak tepkide bulunmadiginda, karti 6gretmene vermediginde, “tepkide
bulunmadi” yanlis cevap olarak kabul edilmistir. Ayrica, arastirmada katilimcilarin
baslama diizeyi performanslarini degerlendirmek iizere tek firsat yontemi kullanilmistir.

Osretim Oturumlart

PECS uygulamasinin dogrudan uygulandigi ve video model ile birlikte uygulandigi
ogretim uygulamalar1 kestirilemeyen bir siralamayla uygulanmis ve bu siralama yansiz
atama yoluyla belirlenmistir. PECS’in  uygulandigi oturumlarda su asamalar
uygulanmistir (Kircaali-Iftar ve Odluyurt 2013).

1. Cocuga birkag saniye tercih ettigi oyuncakla mesgul olma firsat1 verilmis ya da etkili
pekistirec olarak belirlenen yiyecek pekistirecinden bir miktar tiiketmesi saglanmig ve
pekistirecin (oyuncak ya da yiyecek) ¢ocuk icin hala pekistirici 6zellik tasidigindan
emin olunmustur.

2. fletisimci 6gretmen, oyuncag /yiyecegi bir elinde tutmus ve ¢ocugun uzanma/alma
girisiminde bulunmasini beklemistir.

3. Cocuk oyuncaga/yiyecege uzanir uzanmaz:
«[letisimci 6gretmen diger elini agmus,
*Yonlendirici 6gretmen ise, fiziksel ipucu sunarak ¢gocugun masa iizerinde duran
resmi alip iletisimei 6gretmenin agik eline birakmasini saglamistir.
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4. Cocuk resimli kart1 iletisimci 6gretmenin eline birakir birakmaz, iletisimci 6gretmen
hemen oyuncagi/yiyecegi cocuga vermis ve sosyal pekistirme yapmustir.
*Cocugun oyuncakla 15-20 saniye oynamasina izin verilmis ya da verilen yiyecekten
bir miktar tiikketmesi saglanmaistir.

5. Iletisimci 6gretmen ¢ocugun elindeki oyuncagi yavasca almis ve bir sonraki denemeyi
baslatmistir.

PECS’in VM birlikte uygulandig1 6gretim oturumlarinda ise, normal gelisim gosteren
bir akranin PECS’in birinci agamasina model oldugu video goriintiileri Ipad aracilig ile
cocuga izletilmistir. Ardindan PECS ’in birinci evresine uygun olarak pekistiregler
ortama ¢ocugun gorebilecegi sekilde yerlestirilmis ya da iletisimei 0gretmen tarafindan
tutulmustur. Cocugun kendiliginden istek belirtmesi i¢in 10-15 sn yanit aralifi
sunulmustur. Bu siire i¢erisinde ¢cocuk kendiliginden istek bildirdiginde, kart1 6gretmene
verdiginde, istedigi pekistirece ulagmasina izin verilmis ve sosyal pekistire¢
sunulmustur. Eger cocuk belirlenen siire icerisinde uygun dogru tepkiyi sergilemezse,
cocugun arkasinda oturan yonlendirici 6gretmen tarafinda fiziksel ipucu sunularak dogru
tepkide bulunmasi saglanmistir. Her 6gretim oturumnda 10 denemeye yer verilmistir.
Giinde ortalama iki 6gretim oturumuna yer verilmistir.

Osretim Sonu Degerlendirme Oturumlar

Ogretim oturumlarinda cocuga gerektiginde ipucu sunulup bagimsiz tepki firsati
sonu degerlendirme oturumlar1 diizenlenmistir. Ogretim sonu degerlendirme oturumlari
ogretim oturumlarindan en az 30 dk sonra uygulanmistir. Bu oturumlarda PECS
materyalleri ile gocugun tercih ettigi (ilgili bagimsiz degisken icin belirlenmis pekistire¢
tiirii ) yiyecekler ve oyuncaklar ortamda bulundurulmus, ¢ocugun kendiliginden resimli
kart: iletisimci dgretmene vermesi beklenmistir. Iletisimci 6gretmen gocugun karsisinda
durmus ve cocuga bagimsiz tepkide bulunmasi icin (kartt alip iletisimeci O6gretmene
vermesi) 10 sn. beklemistir. Bu siire igerisinde ¢ocuk bagimsiz tepkide bulunmaz karti
Ogretmene vermezse, ‘“tepkide bulunmadi” olarak kabul edilmis ve deneme
sonlandirilmistir. Bagimsiz olarak kart1 alip 6gretmenine uzatiginda dogru tepki olarak
kabul edilmis ve gerekli siire beklenerek bir sonraki denemeye gecilmistir. Ogretim sonu
degerlendirme oturumlarinda benzer sekilde yiiriitillen bes denemeye yer verilmistir.
Ayrica, arastirmada katilimcilarin 6gretim sonu degerlendirme oturumu performanslarini
degerlendirmek iizere tek firsat yontemi kullanilmistir. Grafikte oOgretim sonu
degerlendirme oturumlarinda gdsterdikleri yepki yiizdesi esas alinmaistir.

Izleme ve Genelleme Oturumlar

Izleme verileri belirlenen beceride 6lciit karsilandiktan bir ve {i¢c hafta sonra her bir
¢ocuk igin ayri ayri toplanmustir. Izleme oturumlarinda baslama diizeyi yoklama
oturumlarinda izlenen siirecin aynis1 izlenmistir.

Genelleme oturumlart PECS ’in birinci evresinin uygulama siirecine uygun olacak
bicimde baslama diizeyi yoklama oturumlarindan hemen sonra ve son Ogretim
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oturumunda ¢ocugun annesi tarafindan ve farkli ortamlarda (bireysel sinif, yemek odasi,
oyun odasi) diizenlenmistir. Oturumlardan 6nce anneye g¢alismanin igerigi ve beceri
analizini iceren yazili bilgilendirme yapilmistir. Genelleme verisi toplamak i¢in,
oncelikle 6gretim oturumu anne ile uygulanmig ardindan, 6gretim sonu degerlendirme
oturumunda yine anne tarafindan ne kadar bagimsiz tepki gosterdigi belirlenmis grafige
genelleme verisi olarak bu veri iglenmistir.

Giivenirlik

Calismada tiim oturumlarin %30 unda giivenirlik verisi toplanmistir. Hangi oturumlarin
incelenecegi segki yoluyla belirlenmistir. Gozlemciler aras1 glivenirlik verilerinin analizi
icin “goriis birligi / goriis birligi+goriis ayriligt X 100” (Alberto ve Troutman, 2009;
Tekin-Iftar 2012) formiilii kullanilmistir. Calismada elde edilen en diisiik gozlemciler
aras1 glivenirlik katsayisinin %98 en yiiksek gézlemciler arasi giivenirlik katsayisinin ise
%100 oldugu goriilmiistlir. Arastirmanin uygulama giivenirligi verileri analiz edilirken
“gozlenen uygulamaci davramsyplanlanan uygulamaci davramigi X 100” formiilii
(Alberto ve Troutman, 2009; Tekin-iftar, 2012) kullanilmistir. Arastirmacinin ¢alismada
uygulama giivenirligi tiim deneklerde ortalama %100 giivenirlik diizeyinde
gerceklestirdigi belirlenmistir. Glivenirlik verileri, doktora programina devam eden bir
arastirma gorevlisi tarafindan toplamistir. Gozlemciye ¢alisma ile ilgili yazili ve sozlii
aciklamalar yapilmistir

Verilerin Toplanmasi ve Analizi

Arastirmada etkililik, verimlilik ve giivenirlik verisi olmak iizere {i¢ tiir veri toplanmustir.
Giivenirlik verilerinin digindaki verilerin tiimii uygulamacilar tarafindan toplanmstir.
Etkililik verileri toplanirken 6grencilerin dogru ve yanlis tepkileri uygulamacilar
tarafindan gelistirilen formlar aracilifiyla toplanmis ve dogru tepki yiizdesi
hesaplanmustir. 1ki &gretim uygulamasimin verimlilik agisindan farklilk gdsterip
gostermedigini belirlemek iizere (a) Olglit karsilanincaya degin gergeklesen oturum
sayisina, (b) Olglit karsilanincaya degin gergeklesen deneme sayisina ve (c) toplam
Ogretim siiresine iliskin veri toplanmuistir.

Bulgular

Bu boliimde PECS’ in dogrudan ve VM birlikte sunuldugu uygulamalarin etkililik ve
verimlilik bulgularina iligkin agiklamalar ve grafiklere yer verilmektedir.

PECS’in  Dogrudan ve VM+PECS’in Sunuldugu Uygulamalarin Etkililiklerinin
Karsilastiriimast

Aragtirmaya  katilan  Ogrencilerin  PECS in  birinci evresinde hedeflenen
kendiliginden/bagimsiz iletisim girisimini arttirmak iizere PECS’in dogrudan sunulup
uygulandigr ve VM+PECS’in sunuldugu uygulamalarin etkililiklerine iligkin verilerin
grafikleri ve performans diizeyi ile ilgili agiklamalar; Demir, Akif ve Can, i¢in sirastyla
Sekil 1, 2, 3, yer almaktadir.
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Demir’in baglama diizeyi evresinde her iki 6gretim uygulamasiyla da kendiliginden istek
bildirme becerisine iliskin dogru tepki sergilemedigi goriilmistiir. PECS’in dogrudan
uygulandigt ve VM+PECS’in uygulandigi uygulamalar baslatildiginda, uygulama
evresinde kendisine dgretilen her iki becerinin de egilim ve diizeyinde ilerleme oldugu
goriilmektedir. Demir hem dogrudan sunulan PECS uygulamasi hem de VM+PECS
uygulamasi ile sunulan yedi Ogretim oturumu sonucunda kendiliginden iletisim
girisiminde bulunma/baglatma becerisine iliskin ortalama %71 (%40-%100) dogruluk
diizeyinde tepkide bulunmustur. Demir’in annesi tarafindan sunulan 6n-test genelleme
oturumunda beceriye iliskin dogru tepki sergilemedigi goriilmiistiir. Anne tarafindan her
iki 6gretim yOnteminin de sunuldugu son-test genelleme oturumunda Demir’in hedef
davranis1 %100 diizeyinde farkli ortamlara ve kisilere genelledigi gozlenmistir (Bkz.,
Sekil 1).
Demir
B U G I

100 1

90 -
80 1
70 -
60 -
50 -
40 -
30 -

Dogru tepki yiizdesi

20 A
10 A

-10

1 2 3 4 SOturSmlar7 8 9 g0 \\pec —e— pEcs
Sekil 1. ,
Demir’in baslama diizeyi yoklama(B), uygulama (U), genelleme (G) ve izleme (I)
oturumlarina iliskin dogru tepki yiizdeleri.

Akif’in baglama diizeyi evresinde her iki 6gretim uygulamasiyla da kendiliginden istek
bildirme becerisine iligkin dogru tepki sergilemedigi goriilmistiir. PECS’in dogrudan
sunuldugu ve VM+PECS’in sunuldugu uygulamalar baslatildiginda, uygulama evresinde
ogretilen her iki becerinin de egilim ve diizeyinde ilerleme oldugu ve Akif’in
VM+PECS ve dogrudan sunulan PECS uygulamas: ile ortalama %80 (%80-%100)
diizeyinde dogru tepki gosterdigi ve izleme asamasinda bu becerileri ayni dogruluk
diizeyinde (%100) korudugu goriilmiistiir. Akif’in annesi tarafindan sunulan On-test
genelleme oturumunda beceriye iliskin dogru tepki sergilemezken; son-test genelleme
oturumunda hedef davranis1 %100 diizeyinde farkli ortamlara ve kisilere genelledigi
gozlenmistir (Bkz., Sekil 2).
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Akif’in baslama diizeyi yoklama(B), uygulama (U), genelleme (G) ve izleme (I)
oturumlarina iliskin dogru tepki yiizdeleri.

Can’m baglama diizeyi evresinde her iki 6gretim uygulamasiyla da kendiliginden istek
bildirme becerisine iliskin dogru tepki sergilemedigi goriilmiistir. VM+PECS ve
PECS’in dogrudan sunuldugu uygulamalar baglatildiginda her iki uygulama evresinde de
hedef becerinin egilim ve diizeyinde ilerleme oldugu ve Can’in VM+PECS uygulamasi
ile ortalama %74 (%40-%100) diizeyinde ve dogrudan sunulan PECS uygulamasi ile
ortalama %71 (%40-%100) diizeyinde dogru tepki gosterdigi gdzlenmistir. Izleme
asamasinda Can’in 6grendigi her iki beceriyi de %100 dogruluk diizeyiyle korudugu
goriilmektedir. Can annesi tarafindan her iki Ogretim yontemine iligkin  On-test
genelleme oturumunda beceriye iliskin dogru tepki sergilemezken; son-test genelleme
oturumunda hedef davranis1 %100 diizeyinde farkli ortamlara ve kisilere genelledigi
goriilmektedir (Bkz., Sekil 3).
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Can’in baglama diizeyi yoklama(B), uygulama (U), genelleme (G) ve izleme (I)
oturumlarina iliskin dogru tepki yiizdeleri.

VM~+PECS ve PECS’in Dogrudan Sunuldugu Uygulamalarin Verimliliklerinin
Karsilastiriimast

Iki o&gretim uygulamasinin verimlilik acisindan farklilik gdsterip gostermedigini
belirlemek iizere belirlenen degiskenlere iliskin bilgiler Tablo 2’de gosterilmektedir.

Tablo 2.
PECS’in dogrudan sunuldugu ve VM+PECS birlikte sunuldugu uwuygulamalarin
verimlilik bulgular

Ogrenci Pekistirecler Yontem Oturum Deneme Ogretim sonu Ogretim
sayis1 sayis1 oturum/deneme Siiresi
sayis1

Demir Oyuncak VM+PECS 7 70 7/35 20 dk. 46 sn.

Yiyecek 18 dk. 16 sn
PECS 7 70 7/35

Akif Oyuncak VM+PECS 6 60 6/30 18 dk. 04 sn
Yiyecek PECS 6 60 6/30 16 dk. 12 sn

Can Oyuncak VM+PECS 7 70 7/35 19 dk 48 sn
Yiyecek PECS 7 70 7/35 17 dk 43 sn
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Demir VM+PECS ile Ogretim ile 7 ogretim oturumu ve 70 deneme sonunda
kendiliginden istek bildirme becerisine iliskin ortalama %71 (%40-%100 ) dogruluk
diizeyinde tepkide bulunmustur. Demir, VM+PECS uygulamas: ile olciit diizeyinde
tepki sergileyinceye kadar gergeklestirilen 6gretim oturumlar1 toplam 20 dk. 46 sn.
stirmiistiir. Demir PECS’in dogrudan sunuldugu 7 &6gretim oturumu ve 70 deneme
sonunda 6gretim kendiliginden istek bildirme becerisine iligskin %71 dogruluk diizeyinde
tepkide bulunmustur. Bu 6gretim oturumlari toplam 18 dk. 16 sn. stirmiistiir (Bkz. Tablo
2).

Akif VM+PECS ile 6gretim ile 6 6gretim oturumu ve 60 deneme sonunda kendiliginden
istek bildirme becerisine iliskin ortalama %80 (%80-%100) dogruluk diizeyinde tepkide
bulunmustur. Ogretim oturumlar1 toplam 18 dk. 04 sn. siirmiistiir. Akif’e Dogrudan
PECS ile sunulan &gretim uygulamasi ile kendiliginden istek bildirme &gretimi i¢in 6
Ogretim oturumu ve 60 deneme sonunda kendiliginden istek bildirme becerisine iligkin
ortalama %380 (%80-%100) dogruluk diizeyinde tepkide bulunmustur ve Ogretim
oturumlari toplam 16 dk. 12 sn. siirmiistiir (Bkz., Tablo 1).

Can VM+PECS ile 6gretim ile 7 6gretim oturumu sonucunda kendiliginden istek
bildirme becerisine iligkin ortalama %74 (%40-%100) dogruluk diizeyinde tepkide
bulunmugtur. Can, VM+PECS uygulamas: ile 6lgiit diizeyinde tepki sergileyinceye
kadar kendiliginden istek bildirme 6gretimi i¢in 70 deneme gergeklestirilmis; dgretim
oturumlar1 toplam 19 dk. 48 sn. siirmiistiir. Can PECS’in dogrudan sunuldugu 7 6gretim
oturumu ve 70 deneme sonunda kendiliginden istek bildirme becerisine iliskin %71
(%40-%100) dogruluk diizeyinde tepkide bulunmustur. Olgiit karsilaninca kadar
yiirlitiilen 6gretim oturumlari toplam 17 dk. 43 sn. siirmiistiir (Bkz., Tablo 1).

Tartisma ve Oneriler

Bu calismada PECS in birinci evresinde hedeflenen kendiliginden istek bildirme/iletisim
girisiminde bulunma becerilerini arttirmak {lizere PECS’in dogrudan uygulandigi ve
video model ile birlikte uygulandigi uygulamalarin etkililikleri ve verimlikleri
incelenmistir. Arastirma bulgulari, otizmi olan c¢ocuklara kendiliginden istek bildirme
becerisini dgretiminde yiiriitiilen her iki uygulamanin da etkililiklerinin farklilasmadigi
yoniindedir. Bagka bir deyisle, bu ¢aligmada PECS’in dogrudan uygulandigi ve VM ile
birlikte uygulandig1 uygulamalar, kendiliginden istek bildirme becerisinin dgretiminde
esit derecede etkili bulunmustur. Her iki uygulamanin etkililikleri edinim asamasinda
farklilagsmadig1 gibi kalicilik ve genelleme asamasinda da farklilagmamstir.

Alan yazinda PECS’in VM ile birlikte uygulandigi uygulamalarin etkililikleri ve
verimlikleri incelendigi iki ¢aligmaya rastlanmigtir. Smith, Hand ve Dowrick (2013)
tarafindan yapilan calismada video ile kendine model olma uygulamasinin ileri izlemeli
halinin (video feed forward) PECS in farkli amaclarin1 gerceklestirmede etkili olup
olmayacagini incelemistir. Bu ¢alismada video model uygulamasinin ileri izlemeli hali
kullanilmis ve bu uygulamada ¢ocugun daha sonra PECS’e iligskin 6grenmesi amaglanan
asamalart VM uygulamasi bi¢iminde hazirlanmis ve deneklere izletilmistir.
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Arastirmanin sonucunda biitiin deneklerin yiiksek diizeyde performans sergileyerek
kendileri i¢in hedeflenen PECS evrelerini gegtikleri goriilmiistiir. Calismaya katilan
tamami belirlenen iki yontemle de Ogretilen beceriyi %100 (ranj: %71-%100) o6l¢iit
diizeyinde 6grenmistir. Her iki yontemde deneklerde esit etkili olmustur.

Cihak, ve dig. (2012) tarafindan yapilan diger calismada ise, ¢alismada okuldncesi
donemdeki gelisimsel yetersizligi olan dort cocuga kendiliginden istek bildirme
becerisinin 6gretiminde dogrudan PECS ile PECS +VM uygulamasinin etkilikleri ve
verimlikleri incelemistir. Arastirmanin bulgulari, katilime1 ¢ocuklarin hepsinin PECS
kullanmay1 ve kendiliginden istek bildirmeyi 6grendiklerini ancak bu calismadan farkli
olarak VM +PECS uygunladigi oturumlarda o6grenmenin daha hizli oldugunu
gostermektedir.

Bu ¢alisma sonucunda elde edilen bulgular iki 6gretim uygulamasi verimlilik degiskeni
acisindan karsilagtirildiginda ise, PECS’in dogrudan uygulandigi ve VM ile birlikte
uygulandigr 6gretim uygulamasi arasinda bazi farkliliklar goriilmiistiir. Deneklerden
ticiinde de her iki yontemde %100 bagimsiz performans olgiitii karsilanincaya kadar
gerceklesen oturum sayisi / deneme sayist ve 0gretim sonu degerlendirme oturum ve
deneme sayist agisindan ayni verimlilik diizeyinde bulunmustur. Arastirma bulgulari
verimlilik degiskeninin bir baska boyutu olan 06lgiit karsilanincaya kadar gecen toplam
stire agisindan incelendiginde ise PECS in dogrudan sunulmasinin VM ile sunulmasina
kiyasla tiim deneklerde daha verimli oldugu goriilmiistiir. Buna neden olarak video
izlemek i¢in ayrilan zamanin siire boyutunda verimliligi diigiirdiiglinii belirtebiliriz.

Arastirmada kisiler ve ortamlararas1 genelleme calismasi gerceklestirilmistir. Baglama
diizeyi, O6gretim ve Ogretim sonu degerlendirme oturumlari, cocuklarin anneleri
tarafindan farkli bir derslikte gerceklestirilmistir. Ayrica uygulamalar sirasinda her bir
denek i¢in doniisiimli olarak iki 6gretmen (iletigmci ve yonlendirici dgretmenler) ile
calisilmistir. Bu durumun her oturumda 6gretmen ve annelerle calisilmasinin kisiler
arast genellemeyi destekledigi sdylenebilir. Buradan hareketle, bu arastirmanin
genelleme bulgularinin PECS’in dogrudan sunuldugu ve VM ile birlikte sunuldugu
uygulamalara iligkin alanyazina katki saglayabilecegi disiiniilebilir. Ayrica OSB li
cocuklarin sosyal etkilesim baslatmada ve istek bildirmede siklikla sorun yasadiklari
diistintildiiglinde, bu ¢alisma kapsaminda uygulamanin belirtilen oturumlarinin katilimei
cocuklarin anneleri tarafindan yiiriitiilmesi; anneler tarafindan kazanilan uygulama
becerisinin farkli ortamlarda kullanilma olasiligini saglamasi agisindan 6nem tasidigini
da soyleyebiliriz.

Arastirmanin  smirliliklart  agisindan  bakildiginda ise sunlart soyleyebiliriz: Bu
calismanin hedef becerisi kendiliginden istek bildirme becerisi, PECS’in sadece birinci
evresi ile sinirli 6gretilen ile sinirhidir. Caligma kapsaminda bu becerinin hedeflenme
nedeni katilimci1 ¢ocuklarim PECS uygulama ge¢misine sahip olmamast ve 6gretim
yilinin sona ermek {izere olmasiyla uygulamacilarin zaman baglaminda sinirlilik yasiyor
olmasidir. Ayrica, aragtirmada katilimcilarin  baslama diizeyi performanslarini
degerlendirmek iizere tek firsat yontemi kullanilmistir. Bagka bir deyisle, zincirleme
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beceri 6gretiminde hangi 6gretim uygulamasinin hangi yanlis tepki tiirline daha ¢ok
neden oldugu belirlenememistir. Bu durum bir baska bir sinirlilik olarak ifade edilebilir.
Arastirmanin katilimcilar1 {i¢ otizmli ¢ocuk ve anneleri ile smirlidir.  Son olarak
calismanin siirliliklarindan biri sosyal gegerlik verilerinin toplanamamis olmasidir.

Arastirma bulgularina dayali olarak ileri arastirmalara yonelik Oneriler soyle
siralanabilir: Bu arastirmanin bulgularindan yola ¢ikarak, benzer caligmalarin, farkli
uygulamacilarla (6rn., anne-babalar, 6gretmenler), farkli becerilerin 6gretiminde ve
farkli 6zellikteki deneklerin (6rn., farkli yetersizlik tiir ve derecelerindeki bireylerle)
katilimiyla yiiriitiilmesi onerilebilir. PECS uygulamasinin farkli diizeyler de alternatif ve
destekleyici iletisim becerisi kazandirma yontemleri ile birlikte (Orn., ileri teknoloji
gerektiren yontemler,) kullaniminin etkililigi ve verimliligi arastirilabilir. PECS in farkli
evreleri VM kullanilarak 6gretimi yiiriitiilebilir. Ayrica, ilerleyen arastirmalarda daha
fazla ¢ocugun katilimi ile gercgeklestirilecek olan PECS ile dogal ortamlarda ve grup
diizenlemesi icinde sistematik uygulamasini igerecek uygulanmasinin planlandigi
caligmalar Onerilebilir.
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R The Use Of Video Modeling
mieoeenemena® | WWIth The Picture Exchange
et Communication System To
Increase Independent

Communicative Initiations
In Preschoolers With Autism

Abstract

In the present study, the effectiveness and efficiency of the use of video modeling (VM) alone and VM
procedure with the picture exchange communication system (PECS) procedures were compared in
order to increase independent communicative initiations in preschool-age students will be evaluated
in this study. An alternating treatments design was used in the study. The three participants were
diagnosed with autism and they are preschool children. All participants were attending to the Unit
for Children with Developmental Disabilities in the Research Institute for the Handicapped. The
dependent variable is the number of independent initiations made by the student. Independent
variables are using the first phase of PECS alone and using the first phase of PECS together with
video modeling. The period of experiment consist of baseline, training, post training, and
maintenance, sessions. Generalization data was collected during training sessions. In each session,
two trainers were take place; one is communicative partner and the other is physical prompter.
Besides, in order to collect generalization data, once in every three sessions mothers of participants
will attend sessions as the communicative partner or physical prompter. For preparing the video
model recordings, a preschool child without special needs was used. An Ipad was used for providing
the video model recordings to the participant children.
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Extended Abstract

Autism spectrum disorders (ASD) is a complex neuro-developmental disorder.
Communication difficulties are one of the common characteristics of autism. Several
intervention strategies have been used to improve communication skills of individuals
with autism (responsive teaching, incidental teaching, pivotal response teaching, script
fading etc.) (Kircaali-Iftar & Odluyurt, 2012; Odom,Collet-Klingenberg, Rogers &
Hatton, 2010; Webber & Scheuermann, 2008).

Picture Exchange Communication System (PECS) is an alternative communication
system which is composed of six phases (Bondy & Frost, 2001; Frost & Bondy, 1994;
2002). PECS has been shown to be effective in improving the communication skills of
children with autism and developmental delays by researchers in recent years (Smith,
Hand & Dowrick 2013; Sulzer-Azarroff, Hoffman, Horton, Bondy & Frost, 2009).

Individuals with autism are strong visual learners and benefit from visual supports very
well (Marks et. al., 2003; Scheneider & Goldstein, 2010). One of the most effective
instructional strategies based on visual supports is video modeling. In video modeling
strategy, an individual watches a model that performs the target behaviors through a
video clip and then he/she is expected to imitate those behaviors (Bellini & Akullian,
2007; Nikopoulos & Keenan, 2006).

Purpose

To compare the effectiveness and efficiency of Picture Exchange Communication
System (PECS) with and without video modeling procedure in increasing independent
communicative initiations of preschoolers with ASD.

Participants and Settings

The three participants were diagnosed with autism and they are preschool children. All
participants were attending to the Unit for Children with Developmental Disabilities in
the Research Institute for the Handicapped. All participants ages ranged from four to
five and diagnosed autism. Participants had limited play skills, difficulties in social and
communication skills, a typically developing peer was participated as a video model in
video clips. PECS materials (PECS book, reinforcement items, Picture cards), a video
camera and tripod, an Apple iPad, two video clips of target behavior for each
reinforcement category (food and item) Data collection forms and pencils are used in
the study.

Experimental Model

An alternating treatments design was used in the study. The dependent variable is the
number of independent initiations made by the student. Independent variables are using
the first phase of PECS alone and using the first phase of PECS together with video
modeling. These intervention procedures were implemented to each child randomly to
reduce potential carryover effects.
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Experimental Procedures

The period of experiment consist of baseline, training, post training, and maintenance,
sessions. To identify the highly preferred items (toys, foods) an ‘Effective
Reinforcement Assessment’ procedure was conducted for each child.

Probe Sessions

Baseline probe sessions were carried out before intervention sessions to identify the
performance of participant on target behavior. Post intervention probe sessions were
conducted after every intervention session to prevent the potential carryout effects and to
discriminate the effects of two interventions. During the probe sessions the child was
given ten opportunities to pick the picture card up and to give it to the partner in order
to initiate the request of desired item. The child was not provided any assistance or
prompt.

Intervention Sessions

The child and communicative partner sat at the table facing one other. Prompter partner
sat behind the child in order to provide physical prompt when necessary. The child was
given an opportunity to child to interact with preferred item or to average preferred food.
Communicative partner held the preferred item (food or item ) with one hand stealth.
The child was given a 20 s wait time to initiate request independently. As soon as the
child initiate to reach the desired item, communicative partner extended another hand
with the palm facing up. The prompter partner provided physical prompt to ensure the
child to pick the picture card up and place it in the communicative partners outstretched
hand.

If the child did not respond or displayed an inapprotiate respond, prompter partner
provided physical prompt to held the child pick up the picture card and place it in the
partner’s empty hand. As soon as the child placed the card in communicative partners
palm, communicative partner gave the preferred item to child immediately and
reinforced him socially. The child was allowed to interact with preferred item or to
average the preferred food for 15-20 seconds. Communicative partner took the item
quiet slowly from the child and started the next trial. In video modeling procedure; the
child was shown the video clips on iPad and then PECS procedure was implemented as
described.

Generalization of acquired initiation level was tested with pre-test and post-test
measures. Generalization sessions were conducted with participation of the mothers of
participants as communicative partners or prompter partners during intervention
sessions. Maintenance sessions were conducted 2 and 4 weeks after intervention.
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Results

To compare the effectiveness and efficiency of two interventions procedures and to
determine if one of them differed from another in efficiency data were collected for each
child. Data were collected for both inter-observers reliability and procedural reliability
during the 30 % of all sessions. The mean procedural fidelity was 100 % and inter-
observer reliability was at a range of 89%- 100% for all participants across experimental
conditions.

They all acquired quickly to independently use picture card to request preferred items
and increased the number of independent initiate requests. Participants further
generalized target skills at 100% level in post-test probe sessions of both intervention
sessions. They also maintained to initiate request independently to take the preferred
item (toy and snack) at high level (100 %). Both of intervention procedures were nearly
at the same rate effective on target skill. Both of them were found to be same efficiency
level in the terms of the sessions and trials number and the total intervention duration.

Discussion

The results supports the findings of the effectiveness of PECS (Bondy & Frost, 2002,
Smith, Hand & Dowrick 2013; Sulzer-Azarroff & et al., 2009) and also the combination
of PECS with VM (Cihak & et al., 2012) on communication skills. To prevent carryout
effects in order to discriminate the effectiveness of two intervention procedures post
intervention probe sessions were conducted. A very small difference was arised with
Can’s data in terms of effectiveness data.

Limitations and Recommendations

The study was limited with three preschoolers with autism. The study was limited with
the first phase of PECS. The social validity of the study could not be completed in the
study. The study can replicated with different children. The study can replicated with
other phase of PECS. The study can replicated with other persons (mothers,
paraprofessionas, siblings and peers, etc.) .
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Abstract

Early intervention and early childhood special education (EI/ECSE) for young children with known
or suspected disabilities have explicit definitions and goals as explained in the Individuals with
Disabilities Education Act (IDEA) and the DEC Recommended Practices in Early Intervention/Early
Childhood Special Education (2014). However, cultural approaches to early childhood intervention
and education have been loosely defined. When discussing culture, professionals often use different
terms for the same concept or the same term for different constructs. The purpose of this article is to
define intercultural education as it relates to working with families of young children in EI/ECSE.
Issues concerning intercultural education with young children and their families also are
considered. Suggestions are proposed for how intercultural education can transform and enhance
current practices, within a transdisciplinary framework. Finally, suggestions are made for further
exploration and research on how intercultural education can be applied to transdisciplinary

EI/ECSE.
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Introduction

Early intervention and early childhood special education (EI/ECSE) services have been
explicitly defined in the United States by the Individuals with Disabilities Education Act
(IDEA) (Turnbull, Huerta, & Stowe, 2004) and evidence-based practices and services
within a teaming and collaborative framework have been in the DEC Recommended
Practices in Early Intervention/Early Childhood Special Education (2014) of the
Division for Early Childhood (DEC) of the Council for Exceptional Children (CEC).
Transdisciplinary teams are described as professionals representing multiple disciplines
(e.g., early childhood special education, physical therapy, occupational therapy, speech-
language pathology) and families who work together to ensure that services achieve
child and family outcomes and goals. Although one team member may have the primary
contact with the family and take the lead in coordinating services, all team members
have direct contact with children and families as needed and contribute to team
functioning. The team members exchange expertise, knowledge, and information to
jointly plan and implement interventions that are individualized for each child and
family within the context of the natural environment (DEC, 2014; Kilgo, 2006;
McWilliam, 2010).

A transdisciplinary approach represents recommended practice because it (a) impedes
the fragmentation of services along disciplinary lines; (b) prevents the duplication of
services; (c) views the child’s development as holistic and integrated; (d) promotes
therapy and intervention within natural routines and environments; and (e) emphasizes
the importance of the family as equal, contributing members of the team (Kilgo, 2006;
McWilliam, 2010). Figure 1 provides a representation of a transdisciplinary team that is
focused on the child and family in the context of the natural environment, which may
include the home, childcare, school, and other community environments.

N Child and Family
/ Physical Therapist \

/ ’ Speech-

i\ Language L Occupational \‘

\Pa\thologistv—/' \ Therapist |
p— ‘ /

\  Barly Childhood —F+——
Special Educator

_—

Figure 1.

Transdisciplinary teams, which are comprised of professionals representing multiple disciplines and the
family, provide services that are centered on the needs of each child and family within the context of their
natural environments.
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Unfortunately, definitions and recommendations concerning cultural exchange and
interactions, including intercultural education, have been limited and often confusing in
the professional literature. There is a need for standard terminology, descriptions, and
explanations of cultural issues for education in general and early intervention and early
intervention and early childhood special education in particular. When culture is
discussed within and among different disciplines, including education, psychology,
sociology, anthropology, human ecology, etc., researchers and practitioners tend to use
the same terms with different meanings as well as different terms for the same concepts
(Portera, 2011). The purpose of this article is to define intercultural education for
EI/ECSE, discuss issues related to intercultural education, and propose suggestions for
using transdisciplinary teaming and intercultural education with families of young
children with special needs.

What is Intercultural Education?

Historically, a plethora of terms has been used to describe how disparate groups interact
with one another. In an age of globalism, cosmopolitanism, and transnational
interactions, standard definitions of diversity and culture are necessary. “Considering the
present situation in the industrialized countries of the world, there is an urgent and
immediate need for a semantic and conceptual discussion of education, with a view to
removing linguistic misunderstandings and finding common, shared terminologies”
(Portera, 2011, p. 27). In an attempt to clarify misconceptions and miscommunication,
Portera defined many of the terms associated with diversity and culture, including
suppression, assimilation, segregation, fusion, universalism, multiculturalism,
interculturalism, and transculturalism.

Intercultural education is defined as “deep engagement with diverse cultures and
worldviews to enrich children and the society, rather than the celebration of differences
and the co-existence of various cultural groups” (Miller & Petriwskyj, 2013, p. 253).
Intercultural education “takes into consideration both opportunities and limitations, but it
transcends them and builds up a new synthesis, with improved chances of dialogue,
exchange and interaction” (Portera, 2011, p. 20). Intercultural education differs from
multicultural education with the insistence of intercultural educators on the element of
deep engagement with others based on equal power relations (Gorski, 2008; Miller &
Petriwskyj, 2013). There are at least five other noteworthy differences between
intercultural education and multicultural education, which are highlighted in the sections
that follow.

European versus North American Terminology

Intercultural education began in Europe in the context of education and sociology
(Portera, 2011). Specifically, the French sociologist, Louis Porcher, and his student,
Martine Abdallah-Pretceille, were the first to define intercultural education (Abdallah-
Pretceille, 1990; Portera, 2011). Since the 1990s, intercultural education developed
rapidly throughout Europe and Australia (Miller & Petriwskyj, 2013; Clifford, 2011;
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Gundara, 2011; Lasonen, 2011). However, in the United States, multiculturalism has
been the preferred term for professional practices regarding diverse populations and
interactions in EI/ECSE (Aldridge, Kilgo, & Christensen, 2014). Some of the beliefs and
practices of European intercultural education have permeated multicultural education in
the United States and Canada; however, the term “intercultural education” has been slow
to enter the North American lexicon (Grant & Brueck, 2011). Still, the definitions and
expressed goals of intercultural education and multicultural education are different
(Portera, 2011). Many of these differences in the themes of multicultural education and
intercultural education are expounded in the sections that follow, in relation to EI/ECSE.

Engagement versus Tolerance

As noted in the definition, a major theme of intercultural education is deep engagement
among different cultures. This is different from the multicultural view of tolerance, co-
existence, and acceptance, which does not emphasize sustained interactions among
diverse groups. With EI/ECSE in the United States, deep engagement with diverse
families is a requirement. Interculturalism replaces multiculturalism when we work with
families who have young children with special needs. This happens because EI/ECSE is
family-centered, with an emphasis on children’s natural environments, such as the home
and other community environments. Because the family is an equal member of a
transdisciplinary team, deep engagement is needed. The practices of acceptance,
tolerance, and co-existence, which are multicultural constructs, are insufficient
(Gargiulo & Kilgo, 2014; Kilgo, 2006).

Interactive Integration versus Monistic Interaction

Simply engaging with families is not enough; how families are engaged is of utmost
importance. Intercultural education for young children with special needs demands
interactive integration, while some forms of multicultural education tolerate monistic
integration. Interactive integration occurs “when people of different ethnic groups and
cultures try to live together and interact with each other...with a constant exchange of
ideas, rules, values, and meanings.... Only the concept of Intercultural Education can be
placed alongside the notion of interaction and interactive integration” (Portera, 2011, p.
17). Monistic or one-way integration proponents expect families to integrate into
EI/ECSE services where unequal power has been constructed between professionals and
family members. In one-way integration, parents or caregivers are expected to acquiesce
and allow the professionals to prescribe and implement services. This practice is
discriminatory in that it supports inequitable relations and marginalizes the role of
family involvement in the process. When interactive integration occurs, the result is
collaboration between families and professionals, while monistic integration requires
adjustment of families into traditional structures of EI/ECSE.

Dynamic versus Static

Engagement and interactive integration in EI/ECSE both require acceptance of others
and adaptation to change (Marginson & Sawir, 2011). Intercultural educators
acknowledge the dynamic nature of individuals, families, and cultures. This results in
professional understanding of multiplicity or hybridity in individual identities, family
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structures, and cultural backgrounds. Patterns of engagement and interactive integration
between families and professionals are sustained, but inevitably morph over time (Olson
& Kroeger, 2001). The transdisciplinary team is transformed and their professional and
personal identities also are altered through intercultural learning and communication. On
the other hand, traditional multicultural educators view children, families, and cultures
as fixed and invariant entities. This unintentionally promotes communication barriers
and encourages stereotypes. This is particularly troubling when professionals see
themselves as authorities and assume families are recipients of the professional team’s
expertise and wisdom (Gorski, 2008).

Synergism versus Pluralism

Transdisciplinary teams that are engaging, interactive, and dynamic develop synergism.
When all team members are motivated, genuinely respectful of one another, and
participate in sustained dialogue among valued and equal members, synergy occurs. The
results are creative solutions and possibilities greater than what each team member could
have individually produced (Kilgo, 2006). This is different from multiculturalism where
pluralism exists. Teams who are pluralistic co-exist and perform their respective duties
according to their disciplines, but miss the opportunities that intercultural education and
communication provide (Miller & Petriwskyj, 2013).

As described above, there are distinct differences in multicultural education and
intercultural education. A summary of the differences in the themes of multicultural
education and intercultural education are summarized in Table 1.

Table 1.
Themes of Multicultural Education versus Intercultural Education

Multicultural Education Intercultural Education

*  Deep engagement among cultures with
sustained interactions between families
and professionals.

* Tolerance, co-existence, and acceptance of
diverse cultures.

Monistic, one-way interaction with
inequitable relationships and unequal
power among families and professionals.

Interactive integration with equal power
and collaboration among families and
professionals.

Static interactions occur as children,
families, and cultures are responded to as
fixed and invariant resulting in stereotypes
and ineffective communication.

Dynamic interactions occur as
professionals respond to the evolving
nature of family identities, structures, and
cultural backgrounds.
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¢ Pluralism occurs as families and ¢  Teams of professionals and families that
professionals co-exist on teams and are engaging, interactive, and dynamic
perform roles and responsibilities create synergism; thus, they are creative
separately. and effective.

Issues Related to Intercultural Education

Intercultural education is not without challenges. Much of the controversy about
intercultural education has come from within its ranks. For example, Paul Gorski (2008),
a prominent intercultural educator, has been highly critical of the field. He suggests,
“most intercultural education practice supports, rather than challenges, dominant
hegemony, prevailing social hierarchies, and inequitable distributions of power and
privilege” (p. 515). Several issues plague intercultural education. Five of the most salient
include: misinterpretation of definitions, application of deficit theory, existence of
inequitable relationships, focus on microstructures over macrostructures, and inattention
to sociopolitical contexts.

Misinterpretation of Definitions

A major theme of this article is the problem of definitions among basic terms related to
cultural diversity. This is especially true regarding the definition of intercultural
education. According to Portera (2011), “Even though in European countries several
documents on education... incorporate principles of Intercultural Education in their
school policies, numerous studies and research show a lack of clear semantic definitions
and common epistemological formulations” (p. 17). Intercultural education has also
been misinterpreted in numerous educational contexts (Gorski, 2008; Gundara, 2011;
Portera, 2011). For example, many professionals who support intercultural education
believe that it is a/ways the best way to approach differences. They view intercultural
education as the top tier of a hierarchical model. Sometimes a multicultural approach is
more appropriate for the context of EI/ECSE, especially when discrimination and
inequality are perpetuated by existing power structures or encouraged by specific team
members (Portera, 2011). Intercultural education is not the top tier of a hierarchical
model.

Another pervasive misconception about a definition of intercultural education is that
intercultural education can be implemented as a separate entity; such as it can be worked
on unconnectedly or taught as a distinct subject. As the literature on intercultural
education illustrates, intercultural education is not additive or cumulative. Through
transdisciplinary teaming, intercultural education has to become an integral part of what
the team does, if it is to be effective. In fact, intercultural education must become a part
of everything the transdisciplinary team undertakes and accomplishes. This has to occur
because intercultural “means consideration of all kinds of diversity, from social status, to
cultural, to gender issues” (Portera, 2011, p. 25).

Application of Deficit Theory

International Journal of Early Childhood Special Education (INT-JECSE), 2015, 7(2), 343 — 360.




Transforming Transdisciplinary Early Intervention, 349

Another challenge for intercultural educators has been the application of deficit theory.
Intercultural education is ineffective if a deficit framework is used. “Deficit theory, a
remnant of colonial and imperial history, holds that inequality is the result, not of
systemic inequities in access to power, but intellectual and ethical deficiencies in
particular groups of people” (Gorski, 2008, p. 518). Applied to EI/ECSE, this means that
families and children who participate in transdisciplinary services are at fault with
regard to the challenges and issues that led them to need support in the first place.
Gorski (2008) is very clear about the need for professionals to reject deficit theory. He
says, “Any approach to intercultural education that explains inequality by demonizing
disenfranchised communities must be abandoned. I must be wary of any supposed
intercultural paradigm that, like the ‘culture of poverty’ myth, attributes values or
worldviews to anyone based on one dimension of identity” (p. 522). Early
interventionists and educators are implicated if they approach young children and their
families, using a deficit paradigm. Fortunately, recommended practice supports a
strengths approach when working with young children with special needs and their
families (DEC, 2014). Some special educators, as well as early educators, would argue
that EI/ECSE must start with a deficit approach because a challenge must be identified
before a transdisciplinary team is formed. For whatever reason children receive
EI/ECSE services, a focus on strengths must be used if intercultural education is
employed. Gorski and Landsman emphasize that whatever issues and challenges have
been identified, the families are not to be blamed. If any blame is to occur, it must be
placed on the state and federal structures that provide services and not on individuals
with special needs and their families (Gorski & Landsman, 2014).

Existence of Inequitable Relationships

Another complication for intercultural educators is the pitfall of inequitable
relationships. Of all of the issues related to intercultural education, this is one of the
most salient for early educators, special educators, speech-language pathologists,
occupational therapists, physical therapists, school nurses, and other professional
personnel who serve on transdisciplinary EI/ECSE teams. The importance of team
members having equitable relationships in transdisciplinary teaming cannot be
overemphasized. This is because all team members, including families and
paraprofessionals, should have equal power and voice on the team to function
effectively. If this seems easy to accomplish, then professional team members are not
recognizing that they often wield power and reinforce inequitable relations as prominent
team members. According to Gorski (2008), “far too often these experiences are
facilitated—controlled—in ways that assume that all participants sit at an even table, one
at which all parties have equitable access to cultural capital” (p. 521).

Dialogue is required of teams; however, if power relations are unequal, the question is,
“dialogue for what purpose?” (Jones, 1999). A problem occurs in unequal team
relationships when professionals try to empathize with families. Jones (1999) asks,
“What if ‘togetherness’ and dialogue-across-difference fail to hold a compellingly
positive meaning for subordinate...groups? What if the ‘other’ fails to find interesting
the idea of their empathetic understanding of the powerful, which is theoretically
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demanded by dialogic encounters?” (p. 299). Teams must consciously work for,
explicitly state, and then implement the goal that all team members have equal power,
value, and voice, including family members, paraprofessionals, and other team
members.

Focus on Microstructures over Macrostructures

Another pitfall in intercultural education is for professionals to solely focus on
individuals rather than on systemic issues (Shields, Bishop, & Mazawi, 2005). This can
be difficult when the role of transdisciplinary teams is to target the needs of individual
children and their families. For intercultural educators, it would be shortsighted and
narrow if the team did not also center on the systems that provide services. For example,
it has long been recognized that children who live in areas of poverty do not receive the
same quantity or quality of services as children in more affluent areas (Collins, 1988;
Dessel, Rogge, & Garlington, 2006; DeTurk, 2006). A transdisciplinary team that
incorporates an intercultural approach considers the inequitable distribution of services
regarding the children and families with whom we work. Therefore, the team must plan
how to achieve equality in service delivery for each family with whom we work.
Otherwise, the team is perpetuating the status quo and participating in the delivery of
unjust services (Gorski, 2008). An intercultural education team would work to improve
the macrostructures of EI/ECSE as well as provide specific services for individuals and
families.

Inattention to Sociopolitical Contexts

Transdisciplinary teams incorporating interculturalism must also consider the
sociopolitical contexts in which they provide services. Those in control of early
intervention and education often promote bureaucracy that actually inhibits rather than
supports the work of teams For many years, the requirements of Individual Education
Programs (IEPs) in the United States and similar procedures in other countries have been
criticized for requiring an undue amount of paperwork and time for teachers and other
professionals (Cooper, 1996). As transdisciplinary teams participating in intercultural
dialogue consider macrostructural along with microstructural influences, they also must
attend to sociopolitical contexts that shape and dictate practices in early intervention/
education. Intercultural dialogue must occur, not only among families and other
professionals, but also within local school systems and state and federal governments in
order to promote changes and improvements in policies and procedures that inform our
practice (Portera, 2011).

Suggestions for Using Intercultural Education in EI/ECSE

Having presented the definition of intercultural education and differentiated it from
multicultural education, as well as described issues related to intercultural education, we
now consider how transdisciplinary teams can use intercultural education in EI/ECSE
through intercultural dialogue. Gudyunst and Kim (2003) and Garcia (2012) have
exhaustively reviewed the research on intercultural dialogue and found three necessary
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components for effective intercultural communication. These include: (a) motivation, (b)
knowledge, and (c) skills. Each of these components is described here in relation to
transdisciplinary EI/ECSE.

Motivation

Deep engagement with families is the cornerstone of any transdisciplinary team working
with young children (Gargiulo & Kilgo, 2014; Kilgo, 2006; Lynch & Hanson, 2011).
Every team member must be motivated to dialogue effectively with other members, but
especially with the family members on the team. Motivation involves four salient
desires. These include the desire to (a) communicate effectively, (b) provide optimal
services through transdisciplinary teaming, (c) change and be changed, and (d)
continually improve and refine one’s disposition and attitude in the process.

Knowledge

Herbert Spencer (1884) is credited for asking, “What knowledge is most worth
knowing?” Every conscientious transdisciplinary team member asks the same question
about the children in their care. Additionally, every member of the team has knowledge
to share with others; however, intercultural educators emphasize that all members must
share equal power within relationships. Beyond each professional’s knowledge of
her/his discipline and how to provide individualized services to children with
disabilities, intercultural educators stress that professionals must consider “what
knowledge is most worth knowing?” The answer includes individual, familial, and
cultural diversity; transdisciplinary team processes, and the principles of intercultural
education.

Knowledge of individual diversity is required for each child with whom we work. If the
team is providing services for a child with a visual impairment, the team must be
knowledgeable about the nature of the impairment and evidence based practices that
have proven to be effective with children with similar visual disabilities. Knowledge of
individual diversity goes hand in hand with motivation. For individual differences with
which we are unfamiliar, we must have the desire to find out all we can to help children
and families affected by developmental delays or disabilities. Resources that are helpful
in this process include books, journal articles, web sites, and other web-based materials
(Garguilo & Kilgo, 2014; Lynch & Hanson, 2011).

Family diversity also is a challenge for team members (Kilgo, & Aldridge, 2013).
Dynamic changes in family structures and functions have rapidly increased over the past
50 years (Gargiulo & Kilgo, 2014; Kilgo, 2006). The multiple and hybrid characteristics
of families with whom we work in educational settings has become one of our greatest
challenges in EI/ECSE (Marginson & Sawir, 2011). The Contemporary Perspectives in
Family Research Series was published to help professionals learn as much as possible
about this task (Abrams, Matthey, Murrer, Bernardo, & Shehan, 2000; Blair, 2012;
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Claster & Blair, 2013; Daly, 2001; Fox & Benson, 2000; Pillemer & Luscher, 2003;
Robila, 2004).

Because it is impossible to know everything about cultural diversity, early
interventionists/educators are encouraged to read and learn as much as possible about
diversity (Kilgo & Aldridge, 2013). An excellent resource with which to begin is a book
such as Lynch and Hanson’s (2011) Developing Cross-Cultural Competence: A Guide
for Working with Children and their Families.

Skills

Intercultural communication also requires each transdisciplinary team member to exhibit
certain skills. The skills that are most important include: (a) reciprocity, (b) navigation,
(c) negotiation (conflict resolution), and (d) compromise.

Reciprocity involves mutual respect through active listening and questioning among
team members. Ideally, each team member has an equal voice and shares professional
knowledge and practical suggestions. Each participant has expertise to share and also
exhibits knowledge strengths and gaps. True reciprocity allows each member to
positively effect change in the group and also be changed through the process of
reciprocal sharing of knowledge and ideas (Garcia, 2012).

Navigation is another salient skill. There is an abundance of resources and information
to maneuver in EI/ECSE. Interpreting assessments, developing goals, finding resources,
and implementing interventions in natural, inclusive settings require active engagement
of every team member. Each person must have the skill of finding, interpreting, and

using resources as well as sharing these and collaborating about them with the group
(Gargiulo & Kilgo, 2014).

Inevitably, teams will experience conflict concerning the goals and procedures for
implementing them. Negotiation and conflict resolution are required in order to develop
Individual Family Service Plans (IFSPs) and Individual Education Programs (IEPs).
Eventually, negotiation and conflict resolution must give way to the skill of compromise.
After team members contribute their part and advocate for what they believe is best for
children and families, compromise and consensus must occur in order to successfully
implement optimal services for children and families (Gudykunst & Kim, 2003).
Transdisciplinary Problem Solving through Intercultural Dialogue

Many of the suggestions for using intercultural education in EI/ECSE have been
reported in the literature (Garcia, 2012; Gudykunst & Kim, 2003). The concern that
arises is what happens in the real world when teams have to implement intercultural
dialogue. To illustrate the challenges of implementing intercultural communication with
transdisciplinary teams, consider the following scenario and the thoughts held by four
members of the transdisciplinary team.

Alejandro
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Alejandro is a 33-month-old male with a diagnosis of cerebral palsy. His immediate
family consists of his mother, Gabriella, and his grandmother, Corina. Alejandro’s
family comes from Honduras. The mother and grandmother speak Spanish fluently, and
Gabriella can effectively communicate in English. The family has no transportation.
Miss Judy’s Preschool across the street from Alejandro’s home. Alejandro is in
transition from early intervention to early childhood special education services. The
mother and grandmother insist that Alejandro attend Miss Judy’s Preschool, but there
are several challenges. Miss Judy has operated her private preschool for 30 years. She
has a high school diploma and the minimal educational qualifications to run a
preschool. She has very limited knowledge of cerebral palsy. Miss Judy uses a seasonal
curriculum, where children spend a considerable amount of time celebrating a holiday
each month and all of her children’s birthdays as they occur. Alejandro’s family is a
member of the Kingdom Hall of Jehovah’s Witness religion. Their beliefs strictly forbid
the celebration of holidays.

Thoughts of Individual Team Members
Alejandro is transitioning from early intervention to early childhood special education
services. The team has already met. After the first meeting, four of the team members

had strong opinions about Alejandro’s education. Here is what each team member is
thinking.

Miss Judy (Age 55)
Director of Miss Judy’s Preschool for Children 2 : - 5

In the thirty years I have had my preschool, I don’t think I’'ve ever been so frustrated.
The little boy, Alejandro, who lives across the street, will be coming to my preschool
soon. That is not the problem. He’s a cute boy and I often see him playing with his
mother and grandmother. The problem is, I've been asked to be on something called a
transdisciplinary team and I don’t know what that is or what it means. There are all
sorts of people on this team and to tell the truth, they intimidate me, although I would
never let them know it. I don’t particularly like Mr. West. He says he’s an occupational
therapist or something like that. He wants to come into my preschool and help Alejandro
feed himself during snack time and do some assistive device to help Alejandro with
drawing and coloring. What does that mean? I don’t understand any of this. And I surely
do not understand why Alejandro needs to be prepared for a job. He's only three years
old. Gracious! The thing that bothers me the most is the team is concerned about how I
teach. Imagine that! I've been doing this for 30 years and they want me to consider
changing how we celebrate holidays. I don’t understand that either. I want to help
Alejandro, but these people want me to change what I do. I don’t know what to do.

Mr. West (Age 28)
Occupational Therapist
I am excited about helping Alejandro in his new preschool class, but I don’t think it is
going to be easy working with Miss Judy. I wouldn’t let anybody know, but she
intimidates me. I can tell she doesn’t like me. During the team meeting I tried to let her
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know I would come in and help her with Alejandro. I explained what I do and how I
could help, but she didn’t say a word—just looked at me like [ was crazy. If that wasn’t
stressful enough, Ms. Cates, the early childhood special educator, questioned Miss Judy
about what is called a seasonal curriculum. Alejandro cannot celebrate holidays
because his religion is Jehovah’s Witness. Miss Judy started to get defensive. Ms. Cates
tried to smooth things over, but that didn’t seem to work, so we moved quickly to
another topic. I think what I'’ll do at the next team meeting is let Miss Judy know, again,
that I will be happy to come and work with Alejandro in her preschool, once a week.
Surely, she will be happy to know she will have help with Alejandro.

Gabriella (Age 21)

Alejandro’s Mother

I don’t know what is going on. Alejandro had so many nice people that came to our
house and worked with him. Now they can’t do that anymore and to tell the truth, I don’t
understand why. The team explained that Alejandro must do something called.... what
was that word? Oh, “transition.” They said he had to transition to other services. I had
no idea what that meant, but I didn’t say anything. I finally figured out they wanted a
plan for Alejandro’s “transition” and I decided Alejandro should go to Miss Judy’s
Preschool. I have no transportation and the location is perfect. Besides, Miss Judy
waves at us every time she sees us and seems like a good person. She is happy to work
with Alejandro, but I can tell she is just about as confused as I am about what is
happening. I do not want Alejandro to participate in any celebrations. Miss Judy has a
lot of those, but if I'm working, Alejandro can just come home to his grandmother when
a holiday party happens. The team didn’t seem to like that and wanted to solve the
problem with Miss Judy. I was embarrassed for myself, as well as Miss Judy. I don’t
want to cause any trouble and it seems this new team wants Miss Judy to change. I'm
really worried. I didn’t mean to get Miss Judy in trouble. After all, she is going to be
Alejandro’s teacher and I certainly don’t want her mad at him.

Ms. Cates (Age 40)

Early Childhood Special Education Teacher (Team Leader)
What a mess! At the first team meeting of Alejandro, everything did not go as I had
planned. In fact, it went downhill fast. I can tell everyone wants to help Alejandro and
plan for a good preschool experience, but to tell the truth, the team was simply not
communicating and I didn’t exactly know what to do about it. Mr. West seemed eager to
explain to Miss Judy what he could do to help. I could tell Miss Judy was thinking,
“Who are you?” Since this was not going very well, I decided to change the subject,
which made things even worse. I learned recently in my Cultural Issues class in
graduate school that Jehovah’s Witnesses cannot celebrate holidays. I knew Miss Judy
had a seasonal curriculum and so I asked her to tell about how she celebrates holidays.
After she told us, I tried to discuss Alejandro’s religious situation. I thought it would be
better if I approached it, instead of Gabriella. I didn’t want Alejandro’s mother to feel
awkward in this first meeting. We could all tell that Miss Judy was defensive and
bothered. This, in turn, upset Gabriella, who then defended Miss Judy and said
Alejandro could go home to his grandmother when a holiday or birthday celebration
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happened. I don’t know what to do to smooth things over before the next team meeting,
when we really get down to business to determine the goals for Alejandro.

Using Intercultural Education to Address Team Difficulties

The question that emerges is if intercultural education be used to help this team and, if
so, how can this occur. To answer this, it is important to first review the nature of
intercultural education. Then we consider the qualities that each team member needs to
participate in intercultural dialogue. Finally, we explain the transdisciplinary team
processes that are necessary for a successful team.

Nature of Intercultural Education with Teams

The two most important requirements of intercultural education are equal power
relations and deep engagement in dialogue. Considering Alejandro’s team, the following
challenges must be addressed:

1. What is necessary for equal power relations?
*  Who has the most power on this team? Why?
*  Who has the least power? Why?
* How can this be resolved?

2. What needs to happen that is not happening for Alejandro’s team to communicate at
the level of deep engagement?
*  What important information should have been shared at the beginning of the first
team meeting? Who should share this information? Why?
*  What does each team member need to know that she or he doesn’t know?
* How can this best be communicated? Why?

These questions cannot be answered in a universal way. At the beginning of the
establishment of each new team, these questions must be addressed, in order to
incorporate intercultural education and dialogue in EI/ECSE.

Qualities that Each Team Member Needs

Recall that according to Garcia (2012) and Gudykunst and Kim (2003), intercultural
communication requires three components from each participant: (a) motivation, (b)
knowledge, and (c) skills. It seems clear that all members of Alejandro’s team are
motivated to provide him with the best possible services. Are there any other
motivations that would be helpful for specific team members? For example, should Mr.
West and Miss Judy be motivated to respect, understand, and work with one another? If
s0, how can this be accomplished? Should Alejandro’s mother, Gabriella, be motivated
to express herself more assertively, or is that not in the realm of motivation?

With regard to knowledge, it is also clear that each team member lacks some knowledge
that would be necessary for optimal communication, team building, and supporting the
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optimal development of Alejandro. Here is just one example concerning each
participant.

*  What does Miss Judy need to know about transdisciplinary teams in general, and
occupational therapy, in particular? How should she get this information?

*  What does Mr. West need to know about Miss Judy and how to interact with her
on equal terms?

* What does Gabriella, Alejandro’s mother, need to know about Alejandro’s
transition from early intervention to early childhood special education? How is
she supposed to get this knowledge?

*  What does Ms. Cates need to know about how to approach the religious diversity
of families, when it conflicts with classroom practices? How can she get this
information?

The next area to consider is what skills does Alejandro’s team need to acquire. We know
that the skills required of transdisciplinary teams include (a) reciprocity, (b) navigation,
(c) negotiation (conflict resolution), and (d) compromise. Which of Alejandro’s team
needs support in developing reciprocity? Can Miss Judy and Mr. West interact in a
reciprocal relationship? How would they develop this skill? Who can help them? Who
on this team has the skills to navigate the services that Alejandro needs? How can the
team engage in negotiation and conflict resolution? What is the role of Ms. Cates, the
team leader, in this process? Finally, who on Alejandro’s team needs to compromise?
Skills are often more difficult to develop than knowledge. Is there anyone who can help
individual team members develop the skills they need?

Transdisciplinary Team Processes Needed by Alejandro’s Team

Using a transdisciplinary team approach requires a high level of skills among team
members (Kilgo, 2006; McWilliam, 2010). The team leader of Alejandro’s case, Ms.
Cates, must facilitate the development of the communication and collaborative abilities
needed by individual team members that will be applied collectively. Ms. Cates should
assist the team to negotiate and problem solve, as well as facilitate the process of role
release in which the team members engage in the process of teaching, sharing, and
exchanging roles and responsibilities. As such, individual team members must be willing
to learn from and share with others team members including the family. For example,
team members may suggest adaptations and supports for Alejandro to participate in
activities and routines, recommend intervention strategies, and teach Miss Judy how to
support development and learning in all domains. Each team member must continue to
be recognized as the authority of his or her own discipline, the family must be
recognized as having the most information about their child, and Miss Judy must be
acknowledged as having the most information about her childcare program. Ms. Katz
should provide assistance and support for role release, problem solving, communication,
and collaboration among all team members.

Concluding Thoughts on Transdisciplinary Teaming and Intercultural Education
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The vast majority of professional publications on both transdisciplinary teaming and
intercultural education are explicit in explaining what to do in these respective areas.
However, there is a paucity of information about Zow to go about each one. There are no
resources that discuss how to incorporate intercultural education into transdisciplinary
teaming. We believe this is the first attempt to describe this daunting task.

There are two additional points to consider. The first point has to do with “adjustment.”
Until the end of modernity, which was around 1970, children and families were expected
to passively adjust to whatever the school system offered for young children with special
needs. At that time there were no federal services for early intervention. Shortly after
postmodernity began, accommodations for diversity with regard to individuals, families,
and cultures developed to such an extent that the opposite issue occurred. Teachers and
professionals were expected to adjust to diversity and the implicit message became do
whatever it takes to honor diversity, whether you agree with it or not. Both modern and
postmodern conceptions of accommodating diversity were extreme.

We are at the advent of a period in early intervention and early childhood special
education where the pendulum is swinging toward the middle. This brings about the
second point. That is, all team members are allowed to disagree on issues of diversity.
We now have reached the advent of ethnorelativism in which we acknowledge all
individuals have a particular framework and moral compass from which to operate that
may be different from our own. Ethnorelativism...
assumes that cultures can only be understood relative to one another and that
behavior can only be understood within a cultural context. The state of
ethnorelativism does not imply an ethical agreement with all difference nor a
disavowal of stating (and acting on) a preference for one worldview over
another. This position does imply, however, that ethical choices will be made on
grounds other than the protection of one’s own worldview or in the name of
absolute principles. (Bennett, 1993, p. 50)

Finally, active synergism, rather than passive adjustment, between families and
professionals can occur in transdisciplinary teaming through an intercultural education
approach. If all members of the team have equal power and deep engagement in
dialogue occurs, all individuals can respectfully disagree and progress toward optimal
services for children still can occur through synergism and compromise.
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Bu arastirmanin amaci, firsat 6gretimi yonteminin otizm spectrum bozukugu (OSB) olan ¢ocuklarin
akademik, sanat ve serbest zaman etkinlikleri sirasinda kaybolan nesnelerini sézciik kullanarak
isteme becerisinin Ogretiminde etkililigini arastirmaktir. Bu amagla belirlenen arastirmanin
deneklerini yaslar: 4-6 arasinda degisen, OSB tanisi almig ii¢ erkek ¢ocuk olusturmustur. Arastirma
da ayrica firsat ogretiminin ¢ocuklarin kazandiklart becerileri genelleme ve siirdiirme becerilerine
olan etkisiyle birlikte gozlemciler arasi giivenirlilik ve uygulama giivenirligine de bakilmistir. Tek
denekli arastirma yontemlerinden denekler arasi yoklama evreli ¢oklu yoklama modeli kullanilmig
ve elde edilen verilerin grafiksel analizi yapilmistir. Aragtirmanin sonucunda, firsat ogretimi
yonteminin  OSB’li ¢ocuklarin  kaybolan nesnelerini sézciik kullanarak isteme becerisinin
ogretiminde ve ogretilen becerilerin stirdiiriilmesinde etkili oldugu ortaya konmustur. Deneklerden
biri ogrendigi becerileri farkli ortam, arag-gereglere ve kisilere genelleyebilirken diger iki denek bu
beceride hedeflenen olgiitii yakalayamamustir. Bulgular, yapilan diger arastirmalar dikkate alinarak
yorumlanmistir.
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analizi, iletisim becerileri.
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Giris

Iletisim, hayatin baslangicindan bu yana var olmus, insanhigin gelisimi ile dinamiklesmis
bir siirectir. Yasayan biitiin canlilar kendilerine 6zgii bir iletisim bicimi ile ileti alig-
verisinde bulunurlar. Yalnizca insan bu aligveriste oldukca islevsel bir arag
kullanmaktadir. insan1 diger canlilardan iistiin kilan bu davranis, ‘konusma yoluyla dili
kullanabilme’ ya da kisaca ‘konusma dili’ olarak adlandirilmaktadir (Topbas, 2005).

Iletisim siirecinde iletisim bi¢imi denilen bazi araglarla dilin somutlastirilmas1 gerekir.
Iletisim, bireyin bir topluluk iginde cevresiyle etkilesimini belirleyen bir amag
dogrultusunda ortaya c¢ikar. Tiim toplumlarda ve tiim c¢aglarda gegerli olan iletigim
bi¢iminin konusma oldugu diisiiniilmektedir. Insanlar giinliik yasantilarinda ve
birbirleriyle olan aligverislerinde degisik bir ¢ok amag icin dili kullanirlar. Bu amaglar
iliski kurma, koruma, bilgi edinme, bilgi aktarma, istek belirtme ve amaglara ulasma
olarak ele aliabilir ( Topbas, 2005).

Her c¢ocuk konusabilme potansiyeli ile dogsa bile, bunun gerceklesebilmesi igin
insanlarla sosyal bir iligki icerisinde olmasi gerekir (Turan, 2003). Yasamin ilk yilinda
belirgin olarak gozlemlenen giiliimseme, el sallama, kolunu kaldirma gibi temel bazi
sozel olmayan iletisim becerilerinin kullanilmasi konusmanin baslangici olarak kabul
edilmektedir (Hall, 2002). Normal gelisim gosteren bebekler bu becerileri kendiliginden
gerceklestirirken; OSB’li bebeklerin ancak gidiklandiklari, sallandiklar1 ya da havaya
hoplatildiklar1 zaman giildiikleri gozlenmistir (Darica, Abidoglu ve Giimiis¢ti, 2000).

OSB c¢ogunlukla yagamin ilk ii¢ yilinda fark edilen ciddi bir gelisim bozuklugudur. Bu
bozukluk sosyal etkilesim ve sosyal iletisim sorunlar ile sinirh ilgi ve etkinliklerle
kendini gosterir (Amerikan Psikiyatri Birligi, 2015). OSB’li ¢ocuklarin iigte biri
hayatlar1 boyunca hi¢ konusamayabilir. Bazilari, sozciikleri taklit edebilme becerisi
kazansa bile veya dagarciklarinda yeteri kadar uygun sozciik bulunsa bile, bu sézciikleri
duruma uygun olarak ve anlamli bir sekilde dialog igerisinde kullanmayabilir. Cevreleri
ile 1iletisimleri genellikle gereksinimleri dogrultusunda gerceklesebilir (National
Research Council 2001). Ornegin, kendilerine seslenildiginde tepki vermeyebilirler
ancak bir seye gereksinim duyduklarinda s6zel olarak belirtmek yerine genellikle birinin
elini tutarak istedigi seye dogru yonlendirirler (Siegel, 1996).

Konusulanlar1 anlamada yasadiklar1 zorluktan dolay1 kendilerini ifade etmede sikinti
cekerler. Karsilikli akici konugma yerine ¢ogunlukla sdylenenleri tekrar etme egilimi
icerisindedirler. Kullandiklar1 smrlt  iletisimin  igerigine bakildiginda gramer
bozukluklar1 goze ¢arpar. Zamirleri ve edatlar1 dogru ve yerinde kullanmada zorlanirlar.
Cogunlukla sozcuigii telaffuz etmede sikint1 ¢ekerler (Koegel ve Nelson, 2006). Genel
olarak, uzun ve kuralli climle kuramama, dili paylasim amacli kullanamama, belli bir
konu iizerinde fazla duramama, sohbet amacli konusmay1 baslatamama ve siirdiirememe,
konugmada tonlama ve duygunun olmayisi OSB’li ¢ocuklarin belirgin konusma
ozellikleri olarak karsimiza ¢ikar. Ayrica bu ¢ocuklarin diisiincelerini, duygularini ifade
etme ve disa yansitmada bazi problemler yasadiklar1 da siklikla goriiliir (MEB, 2002).
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Ayrica ekolali konugma yaygindir. Duyduklari tiimcelerin tiimiinii veya bir bolimiini
duyduktan hemen sonra tekrar edebilirler. Kisi zamirlerini ve pozisyon ifadelerini
ogrenme ve kullanmada 6zel bir giiglikkleri vardir. Konusmalarinda soru kaliplarini
kullanmakta giicliik ¢ekerler (Turan, 2003).

Glinlimiizde giderek artan OSB tanisiyla birlikte miidahale segeneklerinde de biiyiik artis
olmustur. Ancak miidahale yontemlerinin etkileri konusunda tartismalar ve kapsaml
bilimsel ¢aligmalarin devam ettigi goriilmektedir (National Autism Center, 2015). Alan
yazin taramasi yapildiginda uygulamali davranis analizinin (UDA) OSB’li ¢ocuklarin
egitiminde kanita dayali etkili miidahale yoOntemleri arasinda kabul edildigi
goriilmektedir (National Autism Center, 2015).

Uygulamali davranis analizi (UDA), davranis ilkelerinden elde edilen yontemleri, sosyal
acidan onemli davranislar anlaml bir diizeye kadar gelistirmek amaciyla sistematik bir
sekilde uygulayan ve davranisin gelisiminden sorumlu yontemlerin etkililigini deneysel
caligmalarla kanitlayan bir bilim dalidir (Birkan, 2011). Alanyazinda sosyal etkilesim,
dil ve konusma becerilerinin kazandirildigit UDA temelli uygulamalar sik¢a karsimiza
¢ikmaktadir. Onemli bilimsel dayanaga sahip bu uygulamlardan bazilarma, fotografli ve
yazili etkinlik c¢izelgeleri, ayrik denemelerle 6gretim, replikli 6gretim, bekleme siireli
Ogretim, temel tepki 6gretimi ve firsat 0gretimi o6rnek olarak verilebilir (National Autism
Center, 2015).

Firsat Ogretimi (incidental teaching); Hart ve Risley tarafindan ilk kez 1968' de
tanimlanmis ve dilin kullanimi ve genelleme agisindan ayrik denemelerle 6gretim gibi
ayirt etme becerilerinin 6gretildigi yontemlere oranla daha etkili bulunmugstur. Firsat
ogretimini, ¢cocugun bir konu hakkinda etkilesime girmesini bekleyip sonra daha {ist
diizeyde dil becerisi kullanmasini saglamak amaciyla, tepkide bulunarak daha ayrintili
konusma kazandirma siireci olarak tanimlamislardir. Firsat Ogretimi, yaygin olarak,
iletisim becerilerinin kazandirilmasi amaciyla kullanilir (Birkan, 2009). Bu ydntem,
Ogretim ¢ocugun girisimi ile bagladigi, hi¢ uyaran verilmedigi ve hedef davranis
gerceklestiginde dogal pekistirme yapildigi icin dogal 6gretim yontemleri arasinda kabul
edilir.

Firsat 6gretiminin ilk zamanlar ileri diizey dil ve sosyal beceri yetersizliklerinden dolay1
OSB’li cocuklarda kullanilmast siirli kalmistir. Ancak 1993 yilinda McGee ve
arkadaglar1 firsat Ogretiminin OSB’li iki ¢ocuga giinliik okul yemegi hazirlarken
kullanilan nesneleri ifade etmeyi 6gretmede etkili oldugunu ispatlamalariyla birlikte bu
sinirhilik ortadan kalkmustir.

Firsat 6gretimini uygulamaya baglamadan once iyi bir hazirlik yapilmalidir. Bu hazirlik
(a) hedef davranis belirleme, (b) ¢ocugun ilgisini ¢eken etkinlik ve araglar1 belirleme,
(c) araclar1 ¢ocugun ilgisini ¢cekecek sekilde diizenleme gibi asamalardan olusur (Birkan,
2009).
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Hedef Davrams: Hedef davramig olarak bir iletisimsel davranig belirlenir. Hedef
davranigin, ¢cocugun hali hazirda sahip olmadigi, ancak 6grenmeye hazir oldugu, giinliik
yasaminda kullanabilecegi ve isine yarayacak bir iletisimsel davranis olmasina dikkat
edilir.

Onkosul Davramslar: Herhangi bir iletisim baslatmak i¢in ¢cocugun halihazirda sahip
oldugu ve gelisimsel agidan hedef davranistan daha alt diizeyde olan iletisimsel
davraniglar belirlenir (Orn., nesnelere uzanmak, nesneleri parmakla isaret etmek,
nesnelere uzanip belli sesler ¢ikarmak."th 1h", yetigkinin elinden tutup nesnelere dogru
gotiirmek, sozciikleri taklit etmek, {i¢, dort sozciiklii ciimleleri tekrarlamak, eylem adi
sOyleyerek istek bildirmek, "ver", nesne adi sdyleyerek istek bildirmek, "su", iki, ii¢
sozcuklii istek bildirmek. "su ver" vs).

Ortam ve Araglar: Cocuk i¢in belirlenen 6nkosul davraniglarin yapilmasina ve hedef
davraniglarin 6grenilmesine zemin hazirlayacak ortam ve araglar diizenlenir. Bu amagla,
cocugun ilgisini ¢ekecegi ve ulagsmak isteyecegi umulan nesneler ve etkinlikler segilir:

Firsat 6gretiminin son asamasinda, hedef davranis gergeklesir ise ¢ocugun etkilesim
baglattig1 bu nesnelere ve etkinliklere ulagsmasina izin verilir; boylece dogal pekistirme
gerceklesmis olur.

Alanyazinda OSB’li cocuklarda firsat 6gretiminin etkiligini belirlemeyi hedef alan
arastirmalara sik¢a rastlamak miimkiindiir. McGee ve Day (2007) sozciik kullanim
becerileri; Schepis, Reid, Fitzgerald, Faw, Den Pol ve Welty (1982) isaret dili; McGee,
Krantz, Masson ve McClannahan (1983) cesitli dil becerileri; McGee, Krantze ve
McClannahan (1985) edat kullanimi; McGee, Krantze ve McClannahan (1986) sozciik
okuma; Oswald, Lignugaris, Kraft ve West (1990) "Liitfen" ve " tesekkiir ederim"
sosyal kaliplarin kullanimini; Mirenda, Linne ve Melin (1992) renkleri; Farmer-Dougan
(1994) uygun sekilde istekte bulunma becerileri; McGee ve Daly (2007) sosyal ifadeleri
kullanma becerinin 6gretilmesinde firsat 6gretiminin etkili oldugunu belirlemislerdir.

Ayrica alanyazinda OSB’li ¢ocuklarda firsat 6gretiminin diger yontemlerle birlikte
kullanildig1 ve etkililiklerinin karsilastirildigi aragtirmalara da rastlamak miimkiindiir.
Ornegin; Charlop-Christy ve Carpenter (2000) yaptiklar1 ¢alismada geleneksel firsat
Ogretimini  degistirerek yeni bir dogal ebeveyn konusma programi (MITS)
gelistirmislerdir. Geleneksel firsat 6gretimini, MITS ve ayrik denemelerle 6gretim ile
karsilagtirmiglardir. MITS diger iki uygulamaya gore genelleme ve edinim agisindan
daha etkili ¢ikmistir. Kroegel ve Nelson (2006) dokuz yasinda OSB’li ve down
sendromlu bir erkek ¢ocugun sozel davraniglarini arttirmak amaciyla dogrudan 6gretimi,
dogal c¢evre Ogretimi ve firsat dgretimini birlestirerek kullanmiglardir. Uygulamanin
sonunda cocugun so6zel davraniglarinin arttigt ve siirdirmenin beklenen ydnde
gerceklestigi goriilmiistiir. Cowan ve Allen (2007) firsat 6gretimi, temel tepki 0gretimi
ve replikli 6gretim gibi iic 6gretim yontemini incelemisler ve bu yontemlerin iletisim
becerilerini, sosyal yeterlilikleri ve oyun becerilerinin gelismesini desteklemeye
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katkilarinin oldugunu, ayni zamanda bazi durumlarda geleneksel yontemlerle birlikte
kullanilmalarinin daha da etkili olabilecegi sonucuna varilmistir. Ayrica firsat
Ogretiminin etkililigini gosteren caligmalar, firsat 0gretiminin OSB’li ¢ocuklarin dil
gelisimini destekledigini ancak dogal ortamlarda sistematik bir sekilde uygulanmasi
gerektigininde altin1 ¢izmektedirler (McGee ve Morrier, 2007).

OSB’li ¢ocuklarin egitim ortamlarina uyum saglayabilmesi i¢cin konusma becerileri
onemlidir ve bazi sosyal iletisim becerilerini kazanmadan bagimsiz yasayabilmeleri
miimkiin degildir (Loncola, 2004, Akt: Altunel, 2007). Normal gelisim g0steren
cocuklar konusmay1 c¢ok az yardimla Ogrenirken, OSB’li cocuklar sistematik ve
kapsamli sekilde 6grenmeye ihtiya¢ duyalar (Hall, 2002).

OSB’li c¢ocuklara konusma becerilerinin kazandirilmasinda etkili oldugu belirlenen
uygulamalarin farkli dil yapisina sahip Kkiiltlirlere de genellenebilmesine iliskin
aragtirmalara ihtiya¢ duyulmasi (National Autism Center, 2015), iilkemizde firsat
ogretimine iligkin yapilmis bilimsel ¢aligsmalarin sinirli olmasi, dogal ortamlarda yapilan
diizenlemelerle kazanilan becerinin bagka ortamlara ve durumlara genellenebilirligini
degerlendirmek amaciyla bu arastirmaya gereksinim duyulmustur. Arastirmanin
sonunda elde edilen bulgularin alan yazinin genisletilmesine katki saglayacagi,
aragtirmaci, uzman, egitmen ve ebeveynlere kaynaklik edecegi ve yol gosterici olacagi
diisiiniilmiistiir. Bu nedenlerle aragtirmanin amaci, firsat 6gretiminin OSB’li ¢ocuklara
kaybolan nesnelerini sozclik kullanarak isteme becerisinin &gretiminde etkililigini
arastirmak olarak belirlenmistir. Beceri Ogrenildikten sonra farkli ortam, kisi ve
nesnelere genellenebilirligi ve siirdiiriilebilirligine iliskin sorulara da cevap aranmustir.

Y ontem

Katilimcilar

Arastirma kapsaminda, OSB tanisi almis, yaslar1 4-6 arasinda degisen, daha 6nceden
isteklerini sozciik kullanarak belirtme becerisi ile ilgili herhangi bir egitim almamuis, bir
ozel egitim okuluna hafta i¢i giinlerde 09:00 ile 15:00 saatleri arasinda devam eden 3
erkek Ogrenci ile caligilmistir. Katilimcilara iligkin 6n kosul beceriler ise (a) bir
iiniversite veya bir devlet hastanesinin ¢ocuk ruh saglig: hastaliklar1 anabilim dalindan
OSB tanisina iligkin bir rapora sahip olmalari, (b) 6gretimi yapilacak olan ¢aligma ile
ilgili daha Once veya arastirma sirasinda herhangi bir egitim almamis olmalari, (c) 4- 6
yas arasinda olmalari, (d) en az tek soOzciikleri ifade edebilmeleri (e) nesne veya
etkinliklerin isimlerini sdyleyebilmeleri, (¢) model olundugunda 3-4 sozciiklii climleyi
tekrar edebilmeleri, (f) y1llik BEP'lerin de akademik beceriler, sanat becerileri ve serbest
zaman becerileriyle ilgili yilik hedeflere sahip olmalar1 6n kosul beceriler olarak
belirlenmistir. Katilimcilara iliskin demografik ozellikler Tablo 1’de gosterilmis ve
ozellikleri anlatilmigtir.
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Tablo 1.

Deneklerin demografik ozellikleri
Ogrenci Cinsiyet Yas Engeli
Ali Erkek 5 yas 6 ay Otizm
Hasan Erkek Syas9ay Otizm
Gokhan Erkek 5 yas 3 ay Otizm

Arastirmanin uygulama asamasi basladiginda Hasan, 5 yas 9 aylik bir erkek 6grencidir.
Saat 15.00' ten sonra da &zel bir krese devam etmektedir. Ogretmenlerinden alinan
bilgilere gore Hasan, Ozbakim becerilerini bagimsiz yapabilmekte, biiyiikk kas
becerilerinde ve kiiciik kas becerilerinde yasitlariyla benzer ozellikler gostermektedir.
Okuma bilmekte, etkinlik ¢izelgesi takip edebilmekte ve kendine verilen iki, ti¢ s6zciiklii
yonergeleri yerine getirebilmekte, ii¢ - dort sozciikkli soézel Ornekleri tekrar
edebilmektedir. Isteklerini ifade edemediginde aglama gibi davranis sorunlari
gostermektedir. Ayrica Hasan'in ekolali davraniglart da vardir. Gokhan, 5 yas, 3 aylik
otizm tanis1 almig bir erkek 6grencidir. Saat 15.00' ten sonra da 6zel bir krese devam
etmektedir. Ogretmenlerinden alman bilgilere gére Gokhan etkinlik cizelgesi takip
edebilmektedir. Biiyiik ve kiigiik kas becerilerinde yasitlariyla benzer ozellikler
gostermektedir. Ug, dort sozciiklii sdzel drnekleri tekrar edebilmektedir. iki, ii¢ sdzciiklii
yonergeyi takip edebilmektedir. Etkinlikleri yaparken genel olarak yavas hareket
etmektedir. Sesini kisik tonda kullanmaktadir. Isteklerini sézciik kullanarak ifade etmek
yerine istekte bulunacagi kisiyi elinden tutup cekistirmektedir. Istedigi nesne ve
etkinlige ulasamadiginda aglama gibi davranis sorunlar1 gostermektedir. Ali, 5 yas 6
aylik bir erkek 6grencidir. Ogretmenlerinden alman bilgilere gore Ali etkinlik cizelgesini
takip edebilmektedir. Biiylik ve kiigiik kas becerilerinde yasitlariyla benzer 6zellikler
gostermektedir. Ug, dort sozciiklii sdzel drnekleri tekrar edebilmektedir. iki, ii¢ sdzciiklii
yonergeyi takip edebilmektedir. Ders esnasinda aglama, kendini yere yatma ve elleriyle
tirmiklama ve sikma gibi davranis sorunlart goriinmektedir. Isteklerini sozciik
kullanarak belirtmeyi tercih etmemektedir, nesneye veya etkinlige ulasamadiginda
saatlerce aglama veya tepkisiz kalma gibi davranis sorunlarini gostermektedir.

Uygulamacilar

Bu ¢alismada, bir aragtirmaci ve kaybolan nesneyi sozciik kullanarak isteme becerisinin
Ogretimini yapan 4 egitimci olmak lizere arastirmada toplam 5 kisi gérev almustir.
Cahsmay1 yiiriiten arastirmaci, bir {iniversitenin Ozel Egitim Boliimii Zihinsel Engelliler
Ogretmenligi Lisans Programi’ndan mezun olmustur ve dzel egitim alaninda bir yiiksek
lisans programina devam etmektedir. Ayrica arastirmaci bes yildir 6zel bir danismanlik
merkezinde de Ozel egitim Ogretmeni olarak gorev yapmaktadir. Bu ¢alismada
arastirmanin amaglarini belirleme, deney siirecini planlama, verileri analiz etme,
uygulamay1 planlama, arastirmay1 raporlastirma asamasinda gorev almistir. Egitimciler
arastirmanin yuritildigli ozel egitim okulunda gorev yapmaktadir. 2-8 yas grubunda
egitim alan otizmli ¢ocuklar i¢in okul ve ev egitimciligi gorevini yliriitmektedirler. Her
¢ egitimcide firsat Ogretimi lizerine teoarik ve uygulamali egitim almislardir.
Arastirmaci uygulama evresine gegmeden once dort egitimci ile 30 dk™ lik iki toplanti
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yapmustir. Bu toplantilarda arastirmanin amaci, kullanilan yontem, deney siireci ve veri
toplama stireci ile ilgili bilgilerin yaninda uygulama evresinin her bir basamaginda
dikkat edilmesi gereken kurallar aktarilmistir.

Ortam

Uygulama Hasan ve Gokhan ile kendi simf ortamlarinda yiritilmistiir. Smif 20
metrekaredir. Igerisinde dort masa, bir bilgisayar, dokuz sandalye, arag-gere¢ dolab1 ve
bir yazi tahtas1 bulunmaktadir. Calismanin yapildigi odanin yerleri hali ile kaplidir.

Uygulama Ali ile ilk 14 oturum (Baglama diizeyi ve 6gretim), 15 metrekare genisliginde
egitim aldig1 kendi sinifinda yiiriitilmiistiir. Sinif igerisinde dort masa, bir bilgisayar,
dokuz sandalye, dort arag-gere¢ dolabi ve bir yazi tahtasi bulunmaktadir. Calismanin
yapildig1 odanin yerleri hali ile kaplidir. Ali'nin okul programinda yapilan degisiklikler
nedeniyle 14’{incii oturumdan sonraki oturumlar okul igerisinde yine benzer 6zelliklerde
baska bir binada gerc¢eklestirilmistir.

Genelleme i¢in uygulamada kullanilanlardan gorsel olarak farkli mobilya ve arac
gereclerle donatilmis 15 metrekare genisliginde baska bir derslik kullanilmistir.

Arag-Geregler

Arastirmada yer alacak olan her bir denek i¢in, katilimcinin yasi, gelisim diizeyi, sahip
oldugu beceriler ve okul programinda yer alan hedefler dikkate alinarak hazirlanmis olan
akademik etkinlikler, serbest zaman etkinlikleri ve sanat etkinlikleri materyalleri Tablo
2'de gosterilmistir. Ayrica arastirmada oturumlarin verilerini toplamak i¢in, veri toplama
formlar1 ve gorilintli kayitlarinin yapilabilmesi amaciyla kayit yapabilen digital fotograf
makinesi kullanilmistir.

Tablo 2.
Katihmcilarin ¢caligyma giinleri, etkinlikler ve ogretimde kullanilan arag-geregler
Giin Ogrenciler  Etkinlikler Ogretim Genelleme izleme
Pazartesi Akademik Kalem Tofita seker Kalem
Boya Ben 10 dergisi Boya
Sali Defter Siralamakartlar1 ~ Defter
Carsamba Sanat Makas Atk Makas
Hasan Kagat Yapistiricl Kagat
Persembe Etkinlik kutusu  El isi kagidi Etkinlik kutusu
Cuma Serbest Zaman  Balon magneti Araba magneti Balon magneti
Kelebek magneti  Ay1 magneti Kelebekmagneti
Balik magneti Tavsan magneti  Balik magneti
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Pazartesi Akademik Kalem Kitap Kalem

Boya Pul Boya
Sali Defter Siralama kartlar1 ~ Defter
Carsamba Sanat Makas Cizelge Makas

Gokhan < -

Kagat Oyun hamuru Kagat
Persembe Etkinluk kutusu  Lego Etkinluk kutusu
Cuma Serbest Zaman  Agiz magneti Havuz magneti Ag1z magneti

Burun magneti Ordek magneti Burun magneti

Kulak magneti Yaprak magneti ~ Kulak magneti
Pazartesi Akademik Kalem Silgi Kalem

Boya Lego Boya
Sali Defter Balik Defter
Carsamba Sanat Miknatis Cizelge Miknatis

Al Kagat Oyun hamuru Kagat

Persembe Etkinlik kutusu  Yapistiric Etkinlik kutusu
Cuma Serbest Zaman  Davul Yapboz Davul

Sepet Kopek oyuncagr  Sepet

Sopa Kurbagii Sopa

oyuncagt
Arastirma Modeli

Arastirmada tek denekli arastirma modellerinden, denekler aras1 yoklama evreli ¢oklu
yoklama modeli kullanilmigtir. Ayn1 zamanda arastirmanin genelleme oturumlari 6n test
ve son test bigiminde incelenmis, dgrenmenin kaliciligr ise, uygulama sona erdikten
sonraki (son toplu yoklama oturumundan) 1., 3. ve 6. haftalarda uygulanan izleme
oturumlari ile kontrol edilmistir. Arastirmanin amacina yonelik (a) baslama diizeyine
iligkin verilerin toplanmasi, (b) yoklama oturumlarina iligkin verilerin toplanmasi, (c)
Ogretim oturumlarina iligkin verilerin toplanmasi, (¢) genelleme oturumlarma iliskin
verilerin toplanmasi, (d) izleme oturumlarina iliskin verilerin toplanmasi, (e) giivenirlik
verilerinin toplanmasi (gozlemciler arasi giivenirlik/uygulama giivenirligi), (f) sosyal
gecerlik verilerinin toplanmasi olmak {izere 7 tiir veri toplanmistir. Giivenirlik verileri
ise gozlemciler aras1 giivenirlik, uygulama giivenirligi verisi ve sosyal gecerlilik verisi
olmak iizere {ic basamakta toplanmistir. Arastirma sonunda elde edilen baslama diizeyi
oturumlarindan, toplu yoklama oturumlarindan ve 6gretim oturumlarindan elde edilen
veriler, grafiksel analiz teknigi kullanilarak analiz edilmistir.
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Denekler arasi yoklama evreli ¢coklu yoklama modelinde ilk 6nce tiim deneklerle es
zamanli olarak baslama diizeyi verisi toplanmis ve ilk denekle 6gretime baslanmistir.
Birinci denegin 0gretimi tamamlandiktan sonra tiim deneklerle birinci toplu yoklama
oturumu gerceklestirilmistir. Bu toplu yoklama oturumunda ikinci denekle kararli veri
elde edildikten sonra yoklama oturumu sonlandirilmis ve ikinci denekle Ogretime
gecilmistir. Ikinci dene@in ogretimi tamamlandiktan sonra ikinci toplu yoklama
oturumuna geg¢ilmistir. Bu yoklama oturumunda ii¢lincli denek ile kararli veri elde
edildikten sonra {i¢iincii denekle Ogretime gecilmistir. Ugiincii denegin Ogretimi de
tamamlandiktan sonra son toplu yoklama oturumu alinmistir.

Deney Stireci

Arastirmanin bagimli degiskeni, ii¢ denek icin de, giin igindeki egitim sirasinda gerekli
olan akademik etkinlikleri, sanat etkinlikleri ve serbest zaman etkinlikleri sirasinda
kaybolan dokuz ara¢ — gerecini “...... nerede?” (Ornegin, kalem nerede?') diye istemesi
olarak tanimlanmistir. Aragtirmanin bagimsiz degiskeni; kaybolan nesneleri sozciik
kullanarak isteme becerisinin 6gretiminde egitimciler tarafindan kullanilan firsat 6gretim
yontemidir. Bagimsiz degisken, bire-bir 6gretim diizenlemesi ile hafta i¢i her giin, giinde
2 §gretim oturumu diizenlenerek uygulanmig ve her oturum veri toplanmaigtir.

Bagslama Diizeyi Verileri

Arastirmada Ogretime baslamadan o©nce deneklerin hedef davranig ile ilgili
performanslarin1 belirlemek amaciyla baslama diizeyi verisi toplanmistir. Baglama
diizeyi evresi her ii¢ denekte ayri ayri en az ii¢ oturum {ist iiste kararli veri elde
edilinceye kadar siirdiiriilmiistiir. Her oturumda akademik, sanat ve serbest zaman
etkinliklerine yer verilmistir, oturumlar her etkinlik icin 3’er kez olmak iizere 9
denemeden olusacak sekilde diizenlenmistir. Bu islemler sirasinda deneklerin dogru ve
yanls tepkileri yoklama, genelleme ve izleme oturumlart veri toplama formundaki
ogrenci tepkileri stitununa dogru tepkiler i¢in "+" yanlig tepkiler ig¢in "- " isareti
konularak kayit edilmistir.

Toplu Yoklama Oturumlar

Birinci toplu yoklama oturumlari, akademik, sanat ve serbest zaman etkinlikleri
sirasinda kaybolan nesneleri sozciik kullanarak isteme becerisinin gretiminin ilk
denekte 6gretim sonlandirildiktan sonra ve diger deneklerle 6gretime baglamadan dnce
diizenlenmistir. Ikinci toplu yoklama oturumu ise ikinci dene@in &gretimi
tamamlandiktan sonra diizenlenmistir. Ugiincii toplu yoklama oturumu ise iiciincii
denegin Ogretimi tamamlandiktan sonra diizenlenmistir. Her katilimei ile es zamanl
olarak gerceklestirilmistir. Veri toplama siireci dort basamaktan olusmustur. Bu
basamaklar drnekleriyle birlikte asagida sirasiyla verilmistir.

Basamak 1- Cevre Diizenlemesi: Egitimci, denegin yapacagi etkinligi tamamlamasin

saglayacak parcalar1 eksik sekilde masaya koymus ya da etkinlik kutusundan materyalini
kendisinin almasini saglamistir.
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Basamak 2- Denegin Tepkisi: Denegin etkinlige verecegi ilk tepkisi i¢in 10 sn
beklemistir (Denek saga sola bakar, nesnenin adin1 sdyler ya da bekler).

Basamak 3- Dil Talep Etme: Egitimci denegin uygun bir dil kullanmas1 i¢in " Bir sorun
mu var? vb." climleler sdyler ve egitimci denegin tepki vermesi i¢in 5 sn beklemistir.

Basamak 4- Denegin Verdigi Tepkiyi Destekleme: Denegin " ...... nerede ?" tepkisini
dogru kabul etmistir (Aaa kalemlerin buradaymis veya bulmana yardim edecegim
diyerek kalemleri katilimciya verir ve veri kayit formuna "+ " seklinde isaretler. Denegin
saga sola bakmasini, nesnenin ismini sdylemesini, eksik olan nesneyi baska yerden
bulmasini veya etkinlik basinda bekleme tepkisini veri kayit formuna "- " seklinde
isaretlemis ve egitimci nesneyi sunarak etkinligi denegin tamamlamasini beklemistir
(Kalemler buradaymis, aaa bak kalemlerin burada iste gibi tepkilerle nesneleri denege
verir).

Osretim Oturumlart

Tiim deneklerden alinan baslama diizeyi oturumlarinda kararli veri toplandiktan sonra
ilk denekle dgretime baslanmustir. Ogretim oturumlarinda asagidaki basamaklar takip
edilmistir.

Basamak 1- Cevre Diizenlemesi: Egitimci, denegin yapacagi etkinligi, etkinligi
tamamlamasini saglayacak pargalar1 eksik sekilde masaya koyar ya da etkinlik
kutusundan etkinligini kendisinin almasini saglamistir (Ornegin: akademik etkinligi icin
kullandig1 ara¢ gereclerden kalem eksiktir).

Basamak 2- Denegin Tepkisi: Denegin etkinlige verecegi ilk tepkisi i¢in 5 sn beklemistir
(Denek saga sola bakar, nesnenin adin1 sdyler ya da bekler.)

Basamak 3- Dil Talep Etme: Egitimci denegin uygun diizeyde bir dil kullanmasi i¢in
"Bir sorun mu var? vb." climleler sdylemis ve egitimci denegin tepki vermesi i¢in 5 sn
beklemistir.

Basamak 4- Denegin Verdigi Tepkiyi Destekleme: Denegin "...... nerede?" (Ornegin,
kalem nerede?) tepkisini dogru kabul etmistir. Aaa kalemlerin buraymis veya bulmana
yardim edecegim diyerek kalemleri denege vermistir. Denegin saga sola bakmasini,
nesnenin ismini sdylemesini, eksik olan nesneyi bagka yerden bulmasini veya etkinligin
basinda bekleme tepkisini yanlis kabul etmis ve "sOyle ( ..... ) nerde?" diyerek sozel
tepki icin model olmus ve denegin modeli tekrar etmesini saglamistir. Denek kendisi
icin model olunan sozel ifadeyi aynen tekrar etmis ise egitimci 'Kalemler buradaymus,
aaaa bak kalemler' vb tepkilerde bulunarak kalemleri denege vermis ve etkinlige devam
etmesini saglamistir.
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Genelleme Oturumlart

Otizmli bireylerin Ogrendikleri becerileri farkli ortamlara, kisilere ve arag-gerecglere
aktarmada yasadiklar1 sorunlar nedeniyle arastirmanin genelleme oturumlari kisi, arag
gerec ve ortamda degisiklik yapilarak gerceklestirilmistir. Genelleme oturumlari 6n test
ve son test biciminde gerceklestirilmistir. On-test genelleme oturumu, baslama
diizeyinden hemen sonra, son-test genelleme oturumu ise Ogretim oturumlarinda
denekler ol¢iitii karsiladiktan sonra gerceklestirilmistir. Genelleme oturumlarinda da
yoklama oturumlarindaki siire¢ izlenmistir. Genelleme oturumlar1 Tablo 2'de goriildigii
gibi O0gretim yapilan arag-geregten fakli, okul icindeki fakli bir simifta ve farkli bir
egitimci ile gergeklestirilmistir.

Izleme Oturumlar

Izleme oturumlari son toplu yoklama oturumu sonrasindaki 1., 3. ve 6. haftalarda
katilmcilarin  kazanilan davranis1 yerine getirip getirmedigini goérmek amaciyla
yapilmistir.izleme oturumlarinda yoklama oturumlarinda izlenen siire¢ kullanilmustir.

Verilerin Toplanmasi

Bu arastirma da veriler kontrollii olay kaydi yontemiyle toplanmistir. Kontrollii olay
kaydinda ¢ocuga Onceden belirlenen sayida tepki firsati sunulur ve hedef davranigin
taniminda yer alan her dogru tepki i¢in denege “ +” , yanlis ve ipuglu tepkiler igin “-*
verilir. Ayrica denege dnceden belirlenen siire i¢inde tepkide bulunmadiginda “-* verilir.
Bu arastirmada tiim veri toplama asamalarinda deneklere her oturumda toplam 9 tepki
firsat1 sunulmustur.

Arastirmada, arastirmanin amacina yonelik (a) baslama diizeyine iliskin verilerin
toplanmasi, (b) yoklama oturumlarina iliskin verilerin toplanmasi, (c) &gretim
oturumlarina iliskin verilerin toplanmasi, (¢) genelleme oturumlarina iliskin verilerin
toplanmasi, (d) izleme oturumlarma iliskin verilerin toplanmasi, (e) giivenirlik
verilerinin toplanmasi(gdzlemciler arasi gilivenirlik/uygulama giivenirligi) ve (f) sosyal
gegerlik verilerine iligskin verilerin toplanmasi olmak {izere 7 tiir veri toplanmaistir.

Baslama Diizeyi, Toplu Yoklama, Ogretim, Genelleme ve Izleme Oturumlarina Iligkin
Verilerin Toplanmasi

Bu arastirmada veriler, arastirmaci tarafindan, her bir denek i¢in ayr1 ayri "firsat
Ogretimi veri tablosu" adinda Princeton Child Development Institute (PCDI) miifredat
programindan yararlanarak hazirlanan veri formlar ile toplanmustir.

Arastirmada veri toplama siireci su sekilde gergeklestirilmistir; (a) aragtirmanin hedef
davranigi, "akademik, sanat ve serbest zaman etkinliklerinin 6gretimi sirasinda kaybolan
nesneleri sozciik kullanarak isteme" becerisi olarak belirlenmistir, (b) bu hedef
davranigin kazanilmasini saglamak i¢in Onceden Ogretim yontemine uygun sekilde
basamaklar belirlenmistir, (c) gdzlem siiresi biitiin oturumlarda (toplu yoklama, izleme,
genelleme, 6gretim oturumlari) denemeler gergeklesene kadar izlenmistir, (d) baslama
diizeyi , toplu yoklama, 6gretim, izleme ve genelleme oturumlarinda her bir oturumda
dokuz deneme gerceklestirilmistir, (¢) calismanin her oturumunda denegin dikkatini
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vermesi saglanmig, cevre diizenlemesi yapilmis, denefin kaybolan nesneyi sodzciik
kullanarak istemesi i¢in 5 sn beklenmis ve dogru tepkisi desteklenmistir, (f) katilimcinin
verdigi dogru tepkiler (+), yanlis tepkiler (-) tablosuna kaydedilmistir, (g) gozlem siiresi
sonunda katilimcinin dogru tepkide bulundugu basamak sayis1 grafige islenmistir, (h)
oturumlarin tamaminda veri toplama teknigi ayni sekilde kullanilmistir.

Giivenirlilik Verilerinin Toplanmasi
Arastirmada, gozlemciler aras1 giivenirlik verisi, uygulama giivenirligi verisi, sosyal
gegerlilik verisi toplanmustir.

Arastirmada, deneklerin hedef uyaranlara verdigi tepkiler tiim oturumlar i¢in %30 yazil
atama yoluyla belirlenen oturumlar izlenerek gozlemciler arasi giivenirlik toplanmis ve
"goriis birligi / (goriis birligi + goriis ayrilig) x 100" formiilii kullanilarak
hesaplanmistir. G6zlemciler arasi giivenirlik verileri; Hasan’in 6gretim oturumlarinda
%97 diizeyinde gergeklesirken, baslama diizeyi, izleme ve genelleme oturumlarinda
%100 diizeyinde gerceklesmistir. Gokhan’da her evrede tiim oturumlarda %100; Ali’de
ise Ogretim oturumlarinda %96 diizeyinde gergeklesirken diger oturumlarda %100
diizeyinde gerceklesmistir.

Uygulama giivenirligi i¢in toplanan veriler ise, "gbzlenen uygulamaci davranisi /
planlanan uygulamaci davranist x 100 " formiilii kullanilarak hesaplanmistir (Baer, Wolf
ve Risley, 1968). Uygulama giivenirligi verileri toplanirken her denek i¢in ayr1 ayri
hazirlanan bir 6gretim veri formu ile genelleme veri kayit formu kullanilmistir.
Arastirmanin baslama diizeyi, toplu yoklama, izleme ve genelleme oturumlarinda
egitimcinin (a) gevre diizenlemesi yapma, (b) denegin tepkisini bekleme, (c) dil talep
etme, (d) yanit araligin1 bekleme, (e) denegin verdigi tepkiyi destekleme davraniglarina
iliskin uygulama giivenirligi verisi toplanmistir. Arastirmanin 6gretim oturumlarinda ise
egitimcinin (a) gevre diizenlemesi yapma, (b) denegin tepkisini bekleme, (c) dil talep
etme, (d) yanit araligimi bekleme, (e) ipucu sunma, (f) denegin verdigi tepkiyi
destekleme davraniglarina iliskin uygulama giivenirligi verisi toplanmistir. Uygulama
giivenirligi deneklerin tiimiinde tiim davranislarda %100 diizeyinde gerceklesmistir.

Sosyal Gegerlik Verilerinin Toplanmast

Bu arastirmada, sosyal gecerlige iliskin veri toplamak amaciyla, deneklerin sinif
O0gretmeninin gorilisleri ve ailelerinin goriigleri alinmistir. Bu verileri elde etmek i¢in
"Sosyal Gegerlik Degerlendirme Formu " hazirlanmistir. Sosyal gecerlilige iliskin
sonuglar bulgular béliimiinde detayl bir sekilde verilmistir.

Bulgular
Arastirmaya katilan deneklerden her birinin kaybolan nesneyi sozciik kullanarak isteme

becerisi olarak belirlenen hedef becerinin 6gretimine iliskin bulgular Sekil 1°de sirasiyla
verilmistir.
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Sekil 1.

Deneklerin kaybolan nesneyi sozel talep etme becerilerine iligkin baslama diizeyi,
uygulama, toplu yoklama ve izleme oturumlar

Buna gore baslama diizeyi evresinde Hasan''n hedeflenen beceriyi 0/9 diizeyinde
gerceklestirdigi goriilmektedir. Baglama diizeyi oturumlarinda {i¢ oturum tist {iste kararl
veri edildikten hemen sonra hedef  becerisinin Ogretimine iliskin uygulamaya
gecilmigtir.

Hasan, uygulama evresinin ilk iki oturumunda (0/9 diizeyinde) hi¢ dogru tepki
vermeyerek kaybolan nesnelerini sdzel olarak talep etmemistir. 3. ve 10. oturumlar
arasinda hedef beceriyi ortalama 3/9 diizeyinde, 11. ve 21. oturumlar arasinda ortalama
6/9 diizeyinde, 21. oturumdan itibaren ise 8/9 diizenyinde gostermeyi basarmistir. Son
ic oturum tutarli bir sekilde hedef 6l¢iitli yakaladig1 i¢in dgretime son verilmis ve toplu
yoklama oturumlarina gecilmistir.

Ogretimin ardindan diizenlenen toplu yoklama oturumlarinda ise Hasan, ii¢ oturum iist
iiste hedef olciitii (9/9, 8/9 ve 9/9 ) yakalayarak hedef beceriyi gerceklestirmistir.
Uygulama boyunca Hasan ile 24 0Ogretim oturumunda toplam 216 deneme
gerceklestirilmistir. Hasan kaybolan nesnelerini sozciik kullanarak isteme becerisini
firsat 6gretimiyle 6grenmistir.

Ikinci denek Gokhan'n baslama diizeyi evresinde hedef beceriyi 0/9 diizeyinde
gerceklestirdigi goriilmektedir. i1k denek ile 6lgiit karsilandiktan sonra yapilan ilk toplu
yoklama oturumunun ardindan ikinci denek ile kararli veri elde edildigi i¢in hedef
becerinin dgretimine gegilmistir. Gokhan uygulama evresinin ilk ii¢ oturumunda hedef
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beceriyi hi¢ gostermemis, 3. ve 6. oturumlar arasinda ortalama 4/9 diizeyinde dogru
tepki vererek hedef beceride artis gostermeye baslamistir. 7. oturumdan itibaren ise
hedef Ol¢iit olan 8/9'u ii¢ oturum st iiste tutarli sekilde gosterdigi i¢in Ggretime son
verilmis ve toplu yoklama oturumlarmna gecilmistir. Ogretimin hemen ardindan
diizenlenen toplu yoklama oturumlarinda ise Gokhan, {i¢ oturum tist iiste hedef Olciitii
(9/9, 9/9 ve 9/9 ) yakalayarak kaybolan nesnelerini sdzciik kullanarak isteyebilmistir.
Uygulama boyunca Gokhan ile 9 0Ogretim oturumunda toplam 81 deneme
gerceklestirilmistir. Gokhan kaybolan nesnelerini sozciik kullanarak isteme becerisini
firsat 6gretim yontemiyle 6grenmistir.

Sekil 1' de yer alan grafikte goriildiigii gibi, diger iki denekte oldugu gibi Ali'nin
baglama diizeyi evresinde hedef beceriyi (0/9 diizeyinde) hi¢ gergeklestiremedigi
goriilmiistiir. Ikinci denek ile &lgiit karsilandiktan sonra yapilan ikinci toplu yoklama
oturumunun ardindan Ali ile kararli veri elde edildigi i¢in hedef becerinin 6gretimine
gecilmigtir. Uygulama evresinin ilk on oturumunda Ali (0/9 diizeyinde) hi¢ dogru
tepkide bulunmamis; hedef beceriyi 11. ve 20. oturumlar arasinda ortalama 3/9
diizeyinde; 21. ve 30.oturumlar arasinda ortalama 6/9 diizeyinde gergeklesmistir. 31 ve
40. oturumlar arasinda ortalama 5/9 diizeyinde, 41. ve 50. oturumlar arasinda ortalama
4/9 diizeyinde dogru tepki vererek hedef becerinin edinim diizeyinde diisiis yasanmaya
baglanmigtir. Hedef beceri, 51. ve 60. oturumlar arasinda ortalama 3/9 diizeyinde
gercekleserek diisiis devam etmistir. Ali'nin dogru tepki verme grafigindeki tutarsizlik
nedeniyle 60. oturumdan sonra §gretim oncesinde ayrik denemelerle 6gretim yontemi ile
ogretimde kullanilan nesneleri tanima ve sozciik kullanarak istekte bulunma becerisi
calisilmistir. Bu calismayla birlikte Ali 61. ve 65. oturumlar arasinda hedef beceriyi
ortalama 4/9 diizeyinde gerceklestirmeye baglamistir. Ali, 66. oturumdan itibaren hedef
Olciitli yakalamis ve lic oturum {ist iiste 8/9 diizeyinde dogru tepkide bulunmustur.
Ogretim tamamlandiktan sonra diizenlenen {igiincii toplu yoklama oturumunda Ali'den
ard arda alinan yoklamalara gore 6/9, 5/9 ve 9/9 diizeyinde dogru tepki verdigi
gozlenmistir. Ali ile 6l¢iit karsilanincaya kadar 68 Ogretim oturumunda toplam 612
deneme gerceklestirilmistir. Bu bulgulara bakildiginda Ali'nin kaybolan nesnelerini
sozciik kullanarak talep etme becerisini firsat 6gretimiyle 6grendigi gozlenmistir.

Stirdiirmeye 1iliskin verileri, firsat 6gretimiyle kaybolan nesneyi sozel olarak isteme
becerisinin 6gretimi tamamlandiktan sonra 1., 3., ve 6. haftalarda diizenlenen izleme
oturumlartyla toplanmistir. Hasan, birinci izleme oturumunda 6/9, ikinci izleme
oturumunda 7/9 ve {iglincii izleme oturumunda ise 8/9 oraninda dogru tepkide bulunarak
hedef beceriyi siirdiirmiistiir. Gokhan, birinci izleme oturumunda 9/9, ikinci izleme
oturumunda 7/9 ve igiincii oturumda ise 9/9 oraninda dogru tepkide bulunarak hedef
beceriyi siirdiirmiistiir. Ayrica Ali'de birinci izleme oturumunda 7/9, ikinci izleme
oturumunda 4/9 ve igiincii izleme oturumunda 5/9 oraninda dogru tepkide bulunarak
hedef beceriyi siirdiirmiistiir.

Arastirmada, genelleme oturumlari, ortamlar arasi (farkli bir sinif), kisiler arasi (baska

bir 0gretmen) ve materyaller arasi (farklt nesneler) gergeklestirilmistir. Genelleme
verileri, on-test — son-test yontemi ile 6gretime baglamadan once ve 0gretim bittikten
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sonra toplanmistir. Deneklerin  genelleme oturumlarinda sergilemis olduklar
performanslar1 Sekil 2'de gdsterilmistir. Hasan'nin 6n test oturumunda firsat 6gretimi
yoluyla hedef beceriyi ortamlar, kisiler ve materyaller arast 0/9 diizeyinde hig
genelleyemedigi gozlemlenirken; son-test oturumlarina ise bu becerisini 8/9 diizeyinde
genelledigi goriilmiistiir. Gokhan'in On-test oturumunda firsat 6gretimi yoluyla hedef
beceriyi ortamlar, kisiler ve materyaller arasi 0/9 diizeyinde hi¢ genelleyemedigi
gozlemlenirken; son test oturumlarina ise bu becerisini 3/9 diizeyinde genelledigi
goriilmiistiir. Ali'nin firsat 6gretimi yoluyla hedef beceriyi ortamlar, kisiler ve
materyaller arast hem On test hem de son test oturumlarinda 0/9 diizeyinde hig
genelleyemedigi goriilmiistiir.

9

8 Sontest

7

6

5

4 Sontest

3

2

1 Ontest Ontest Ontest  Sontest

—1 —1 | I— . —
Hasan Gokhan Ali

Sekil 2.

Katilmcilarin kaybolan nesneyi sézel olarak talep etmebecerisine iliskin genelleme
tepkileri

Sosyal gecerlilik verilerinin toplanmasi i¢in ailelere verilmek iizere her bir denegin
baglama diizeyi verilerinden bir oturumun ve becerinin kazanildigin1 gosteren
oturumlardan bir tanesinin goriintiilerinin i¢inde bulundugu bir CD hazirlanmistir.
Ayrica aragtirmanin sosyal gecerliligini belirlemek ailelerin goriislerini belirlemek
amaciyla, dort sorudan olusan "Aile Sosyal Gegerlik Degerlendirme Formu
hazirlanmistir. Ayrica siif 6gretmenlerinin goriislerini almak i¢in de bes sorudan olusan
bir "Ogretmen Sosyal Gegerlik Degerlendirme Formu" hazirlanmustir.

Arastirmanin sosyal gegerliligi ile ilgili ulasilan bilgilere gore ailelere sorulan *
Cocugunuz kazanmis oldugu bu beceriyi giinlik yasaminda kullanmakta midir?”
sorusuna birinci ve ikinci denegin aileleri, deneklerin kazanmis oldugu beceriyi giinliik
yasamlarinda da kullandiklarin1 belirtmislerdir. Ev icerisinde de kaybolan egyalarini
sozciik kullanarak isteklerini dile getirdiklerini belirtmislerdir. Uciincii denegin ailesi
denegin kazanmis oldugu beceriyi giinliik yasaminda ¢ok az kullandigini belirtmistir.
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Ailelere sorulan “Cocugunuzun bu beceriyi 6grenmesi sizin giinliik yasaminiza kolaylik
sagladi m1?” sorusuna birinci ve ikinci deneklerin aileleri ¢ocuklarinin bu beceriyi
kazanmalarinin giinliik yasamlarina kolaylik sagladigmi belirtmislerdir. Ugiincii denegin
ailesi cocugunun bu beceriyi kazanmasinin giinliik yasamlarina kolaylik saglamadigini
belirtmistir.

Ailelere sorulan “Becerinin dgretiminde kullanilan firsat 6gretimi yonteminin becerinin
Ogrenilmesinde kolaylik sagladigini diigiinliyor musunuz?” sorusuna her bir denegin
ailesi bu becerinin O6gretiminde kullanilan firsat Ogretimi yOnteminin becerinin
ogretilmesinde kolaylik sagladigimni diisiinmektedir. Her bir denegin ailesi arastirma
stiresince belirlenmis olan kurallari, ara¢ geregleri ve ortam diizenlenmesini uygun
bulduklarini belirtmislerdir.

Ogretmenlere sorulan “Ogrencinizin kaybolan esyalarm sdzciik kullanarak isteme
becerisinde farklilik olugtu mu?” sorusuna her bir denegin 6gretmeni kaybolan esyalari
sozel talep etme becerisinde dgrencilerinde farklilik olustugunu belirtmislerdir.

Ogretmenlere sorulan “Becerinin 6gretiminde kullanilan firsat gretimi ydntemini uygun
buluyor musunuz?” sorusuna her bir denegin 6gretmeni becerinin 6gretiminde kullanilan
yontemin uygun oldugunu belirtmiglerdir.

Ogretmenlere sorulan “Ogrencinizin bu beceriyi 6grenmesinin dogal yasamma katkisi
olacagin1 diigiiniiyor musunuz?” sorusuna her bir denegin Ogretmeni bu becerinin
kazanilmasinin 6grencilerinin dogal yagamlarina katkis1 olacagini diistinmektedir.

Ogretmenlere sorulan “Ogrencinizin bu beceriyi dgrenmesi sizin igin énemli mi?”
sorusuna her bir denegin 6gretmeni 6grencilerinin bu beceriyi kazanmalarinin kendileri
icin 6nemli oldugunu belirtmislerdir.

Ogretmenlere sorulan “Bu ydntemi baska dgrencilerinizde kullanmak ister misiniz?”
sorusuna her bir denegin Ogretmeni bu yontemi baska Ogrencilerinde de kullanmak
istediklerini belirtmisleridir.

Sonug, Tartisma ve Oneriler

Arastirmanin 6gretimine iliskin bulgulari, her {i¢ denekte de kendileri i¢in belirlenen
becerileri hedef dlgiitii karsilar sekildedir. Ug denekte akademik, sanat ve serbest zaman
becerilerinde belirlenen hedef oOlgiite ulasmiglardir. Hasan, uygulama evresinde
belirlenen Olgiitii (li¢ oturum tist iiste 8 / 9 ve lizeri) 22 ve 24. oturumlar arasinda
ortalama 8.3; Gokhan ise 7 ve 9. oturumlar arasinda ortalama 8.3 ve Ali ise 66. ve 68.
oturumlar arasinda ortalama 8.0 diizeyinde basar1 gostererek kaybolan nesneyi sézciik
kullanarak istemeyi 6grenmistir.

Ucgiincii denek Ali' nin dogru tepki verme grafigindeki tutarsizlik nedeniyle 60.
oturumdan sonra bir ek egitim yapilmistir. Arastirmanin basinda calisilan nesneleri ayirt
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etme ile ilgili sorun yasamayan Ali bir siire sonra bu nesneleri ayirt etmede ve sozel
modele tepki vermede sorunlar yasamaya baslamistir. Bu egitimde Ali ile 6gretimde
kullanilan nesneleri (davul, sopa, sepet, kalem, boya, defter, miknatis, kagit ve etkinlik
kutusu) tanima becerisi ve kendisine model olunan climleyi tekrar etme becerisi
yontemlerinden ayrik denemelerle 6gretim yontemi kullanilmistir. Ali ile 7 oturum
boyunca bu 6gretim gerceklestirilmistir. Ayrik denemelerle 6gretim denemelerinden
hemen sonra firsat 6gretimine geri doniilmiistiir. Firsat 6gretimine geri doniildiigiinde
Ali hizlica hedef beceriyi kazanmustir.

Cowan ve Allen 2007 yilinda yaptiklar1 arastirmada, firsat Ogretiminin iletisim
becerilerinin  §gretiminde etkili oldugunu fakat geleneksel yontemlerinde bazi
durumlarda birlikte kullanilmasinin 6gretimde daha etkili olacagini belirtmislerdir.
Ucgiincii denek ile yapilan ek 6gretim ¢alismasi bu arastirmayla tutarlilik gdstermektedir.

Yapilan arastirmanin firsat 6gretiminin OSB’li ¢ocuklara kaybolan nesnelerini isteme
becerilerinin 6gretiminde etkili oldugunu gostermektedir. Bu bulgular firsat 6gretimi
kullanilarak yapilan arastirma bulgulariyla tutarlilik gdstermektedir. (McGee, Krantz,
Mason ve McClannahan, 1983; McGee, Krantz ve McClannahan, 1985; McGee, Krantz
ve McClannahan, 1986; Oswald, Lignugaris/Kraft ve West, 1990; Farmer- Dougan,
1994; Charlop- Christy ve Carpenter, 2000; Kroegel ve Nelson, 2006; Cowan ve Allen,
2007; Mc Gee ve Daly, 2007). Arastirmanin bu sonucundan yola c¢ikilarak firsat
ogretimi uygulamalar1 bilimsel dayanakli ve etkili bir uygulama oldugu i¢in 6zel egitim
alaninda calisgan 6gretmen ve uzmanlar tarafindan egitim ortamlarinda kullanilabilir.
Ayrica firsat 6gretimi diizenlemelerinin kaynastirma smiflarindaki otizmli ¢ocuklarin
egitiminde kullanim1 kolay bir yontem olabilir. Ogretim  oturumlar1 ¢ok kisa siirdiigii
icin seansl egitim alan ¢ocuklar i¢in etkili kullanim1 pratik olabilir, bununla birlikte alan
icinden ya da disindan olan ve otizmli ¢ocuklarla ¢alisan 6gretmenlerle bu 6gretimin
kolay uygulanabilir olmasi sebebiyle hizmet i¢i egitimlerle yayginlastirilarak kullanimi
saglanabilir. leriye dénilk arastirmalarda ise firsat &gretiminin  kaynastirma
ortamlarindaki otizmli cocuklara akranlari ile olan sosyal etkilesimleri tizerindeki
etkilerini inceleyen arastirmalar yapilabilir.

Arastirmanin genelleme bulgularina bakildiginda ise ilk denek 6n test oturumunda hedef
olgiitli karsilayamazken Ogretim sonunda yapilan son test oturumunda ise hedef dlgiit
olan 8/9 oraninda dogru tepki vermistir. Firsat 0gretiminin ilk denek i¢in OSB’li
cocuklara kaybolan nesnelerini sozciik kullanarak isteme becerilerinin 6greniminde
etkili oldugunu, farkli ortam, kisi ve arag gereclere de genellenebildigini gdstermistir.
Bu bulgular firsat 6gretimi kullanilarak yapilan arastirma bulgularyla tutarlilik
gostermektedir (Mc Gee, Krantze ve Mc Clannahan 1989; Mc Gee, Krantze ve Mc
Clannahan 1986; Mc Gee, Krantz, Masson ve Mc Clannahan 1983).

Ikinci denek &n test oturumunda hedef 6lgiitii karsilayamamistir. Ogretim sonunda

yapilan son test oturumunda ise hedef Ol¢iit olan 8/9' u yakalayamamasina ragmen 3/9
dogru tepkisiyle On test oturumuna kiyasla dogru tepki sayisini arttirmistir. Bu bulgular
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firsat Ogretimi kullanilarak yapilan arastirma bulgulariyla tutarlilik gostermektedir
(Farmer-Dougan, 1994; Schepis, Reid, Fitzgerald, Faw, Den Pol ve Welty, 1982).

Ucgiincii denek ise 6n test oturumunda ve ogretim tamamlandiktan sonra yapilan son test
oturumunda hedef Olgiitii karsilayamamigtir. Uglincli denek kazandigi beceriyi farkl
ortam, farkli kisi ve farkli ara¢ gereclere genellemekte zorluk yasamistir.

Arastirmanin genelleme calismalar1 bulgularindan yola ¢ikilarak ailelere firsat 6gretimi
uygulamalarinin egitimleri verilerek, aileler tarafindan bu 6gretimlerin ev ortamlarinda
kullanimmin pratik ve eglenceli olabilmesi saglanabilir. Bdylelikle ileriye yonelik
benzer arastirmalar, deneklerin evleri gibi farkli ortamlarda, anne-babalar ya da
kardesler gibi farkli uygulamacilarla ve farkli 6zellikte deneklerle de yiiriitiilebilir.

Ogretim bittikten sonra 1, 3 ve 6 hafta sonra yapilan izleme oturumlarindan elde edilen
izleme verileri bize ilk denegin {i¢ izleme oturumunda siirdiirme becerisine iliskin
ortalamasinin 7/9 oldugunu gostermektedir. Baglama diizeyi verilerine gore beceriyi
siirdiirme davramsinda artis goriilmektedir. ikinci dene@in {i¢ izleme oturumunun
ortalamasmin 8/9 oldugunu veriler bize gostermektedir. Ikinci denegin 6grendigi
beceriyi 1, 3 ve 6 haftalarda siirdirmeye devam ettigi goriilmektedir. Siirdiirme
verilerine bakildiginda {i¢iincii denegin ii¢ izleme oturumunun ortalamasinin 5/9 oldugu
goriilmektedir. Baglama diizeyi verilerine gore 0gretim bittikten sonra yapilan izleme
oturumlarinda ii¢lincii denegin kazandig beceriyi siirdiirme diizeyinde artig olmustur.

Bu bulgular firsat 6gretimi kullanilarak yapilan arastirma bulgulariyla tutarlilik
gostermektedir. (Kroegel ve Nelson , 2006).

Sosyal gecerliligin belirlenmesi amaciyla okul 6gretmenlerinin ve ailelerinin firsat
ogretimi kullanilarak kaybolan nesneleri sdzel talep etme becerilerinin 6gretimine iliskin
goriigleri  soruldugunda ogretmenler ve aileler goriislerinin  olumlu oldugunu
belirtmislerdir. Aileler ve dgretmenler bu becerinin kazanilmasiyla deneklerin problem
davraniglarinda azalma olacagini belirtmislerdir. McGee ve Daly (2007) yaptiklar
aragtirmada OSB’li ¢cocuklarin 6grendikleri sosyal ifadelerin giinliikk yasama aktariminin
gerceklesmesinin firsat 6gretimiyle saglandigini belirtmislerdir. Birinci denek Hasan ile
ikinci denek Gokhan'in aileleri ve dgretmenlerinden alinan sosyal gecerlilik verilerinde
deneklerin bu beceriyi giinliik yasamlarma tasidiklar1 goriilmektedir. Ileri arastirmalara
yonelik oneriler de OSB’li ¢ocuklarla calisan uzmanlar firsat 6gretiminin ilk seslerin
kullanim1 {izerindeki etkilerini inceleyen arastirmalar, zarflarin kullanimi {izerindeki
etkilerini inceleyen arastirmalar, yardim isteme becerileri lizerindeki etkilerini inceleyen
aragtirmalar, renk, sekil, sayr tanmima vb. kazanma iizerindeki etkilerini inceleyen
aragtirmalar ve etkinlik ¢izelgelerinin kullanimi igerisinde firsat 6gretimi diizenlemeleri
yapilabilicekleri arastrimalar yapabilirler.
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The Effects of Incidental

Teaching on Teaching
R Children with Autism
T Spectrum
Disorders to Demand Their

Lost Objects Verbally

Abstract

The general purpose of the present study was to determine the effect of incidental teaching on
teaching three children with autism spectrum disorders to demand their lost objects verbally. These
objects are lost during academic, art and leisure activities. This study also was to determine the
effectiveness of incidental teaching on generalization and maintenance of verbal demanding skills.
The participants were three boys with autism, between 4-6 years of ages, who were attending to a
special education school during weekdays. A multiple probe design across subjects was used to
determine the effects of independent variable on dependent variable on at least one subject and
replicated same process on two different subjects. Maintenance was assessed with three probe
sessions after the intervention sessions. This study, which tests the efficiency of incidental teaching
on teaching children with autism spectrum disorders how to demand their lost objects verbally,
consists of baseline, collective examination sessions, follow up sessions and generalization sessions.
Data collected in the study were analyzed by graphical analysis technique. The result of the study
shows that incidental teaching method is effective on teaching verbal demanding skills to children
with autism spectrum disorders for finding their lost objects. However, one of the subjects was not
able to reach the aimed level at this skill whereas the other subject was able to generalize the
learned skills on different areas, materials and people.

Keywords: Autism Spectrum Disorders, Incidental Teaching, Applied Behavior Analysis, verbally
demanding skills.
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Extended Abstract

Introduction and Purpose

ASD is a serious development disorder, which is predominantly noticed within the first
three years of life, and the relevant disorder reveals itself with social interaction and
social communication problems, and limited interests and activities (American
Psychiatric Association, 2015.) One third of children with ASD may not ever talk
throughout their lives. Some of them, while gaining the skill of imitating the words, or
having sufficient number of words in their vocabulary, may not use these words in a
situational and meaningful manner, and their communication with others may generally
occur in line with their needs (National Research Council 2001). For example, they may
not give any reaction when they are called, however, when they need something, they
generally hold the hand of someone and make them move towards the thing they want,
instead of specifying it verbally (Siegel, 1996).

Today, there is a great augmentation in intervention options, in parallel with the ever-
increasing ASD diagnosis; however; it is observed discussions and comprehensive
scientific studies on the effects of practices go on (National Autism Center, 2015). When
a literature review of the field is conducted, it is observed, applied behavior analysis
(ABA) is the discipline, which can offer the most scientific proof with regard to its
effect in the education of children with OSB (National Autism Center, 2015).

UDA-based practices, through which language, social interaction and speaking skills are
brought to children with ASD, are frequently encountered in the field literature. Some
examples of these practices, which have a significant scientific base are photographic
and written activity schedule, discrete trial training, scripts and script fading procedure,
time delay and pivotal response teaching, along with incidental teaching (National
Autism Center, 2015).

Method

Participants

Within the scope of the research, the participants were 3 boys diagnosed with autism,
between the ages of 4 and 6, who did not receive any previous training with regard to
verbally stating their demands. Between-subjects multiple probe design, one of the
single subject research models, has been used in the research. The generalization
sessions of the research were examined through preliminary tests and final tests, while
the permanency of the training was checked with follow up sessions held on weeks 1, 3
and 6 after the end of the practice (after the final collective probe session).

In the present research, the data were collected through the controlled coverage method.

In the research, between-observers reliability data, practice reliability data and social
validity data were collected.
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Conclusion, Discussion and Suggestions

The training-related findings of the research fulfill the target criteria with regard to skills
determined for each of the three subjects. The determined target criteria with regard to
academic, art and leisure skills were fulfilled for each of the three subjects. Subjects are
deemed to learn to verbally demand the lost object when they display a performance of 8
/9 and above for three sessions in a row; accordingly, Hasan learned to demand the lost
object between the 22" and 24™ sessions, with an average performance of 8.3, Gékhan
between the 7™ and 9™ sessions, with an average performance of 8.0, and Ali between
the 66™ and 68" sessions, with an average performance of 8.0.

On the basis of the abovementioned result of the research, incidental teaching practices
may be used by teaches and specialists displaying activity in the special education field,
in education environments, since they are effective practices, with a scientific base.
Also, the use of incidental teaching arrangements in the education of children with
autism in inclusive classes may emerge as an easy method. Since training sessions last
for a very short period of time, its effective use for children receiving session training
may be convenient, also, it may be popularized for use through in-service training to be
held with teachers working with children with autism, regardless of whether they are
from the field, since the training is easily applicable. Future researches may address the
effects of incidental teaching on the social interaction of children with autism with their
peers, in inclusive environments.
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