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ABSTRACT

The purpose of this study was to evaluate both video modeling and observational learning
to teach age-appropriate recreation and leisure skills to students with Autism Spectrum Disorder.
Results were evaluated via a multiple probe design across participants for video modeling and
across participants and behaviors for observational learning. Participants included 4 children
with autism, ages 8 to 11, who were served in self-contained special education classrooms.
Results indicated video modeling was effective for teaching chained tasks, across students;
observational learning occurred for at least some steps across students. Results and future
implications are discussed.
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CHAPTER ONE
Introduction
Autism spectrum disorders (ASD) are characterized by deficits in social skills,
communication, and stereotypic or restricted behaviors (Heflin & Alaimo, 2007). Within each of
these core deficits, a wide range of ability exists; thus, effective educational programming often
requires various formats. One common characteristic associated with individuals with ASD is the
ability to process visual stimuli. Quill (1997) suggested using visually cued instruction to
enhance strengths often associated with ASD in the areas of attention, perception, information
processing, memory, language, and general intelligence. An evidence-based practice that
contains these principles is video modeling. Video models have been used to teach numerous
skills to students with ASD. As a form of observational learning, videos have been demonstrated
effective in literature as an acceptable practice for teaching students with ASD (Stansberry-
Brusnahan & Collet-Lingenberg, 2010). Interestingly, literature on effectiveness on using in vivo
(e.g., live person) observational learning for students with ASD is limited, especially where
modeling chained tasks is targeted. While studies exist for facilitating observational learning
opportunities for individuals with various disabilities (Broweder, Schoen, & Lentz, 2001,
Robertson & Biederman, 1989), very little exists for facilitating those opportunities for
individuals with ASD; most of the existent studies, target discrete tasks (Delgado & Greer, 2009;
Egel, Richman, & Koegel, 1981; lhrig & Wokchick, 1984; leford, Gast, Luscre, & Ayres, 2008;

Kamps & Walker, 1990).This study focused efforts of teaching chained recreation and leisure



skills via video models to students with ASD in small group instructional arrangements,
facilitating observational learning opportunities.
Definitions

Observational learning. Observational learning can be defined as “cognitive and
behavioral change(s) that result from the observation of others engaged in similar actions”
(Dorwick & Jesdale, 1991, p. 65). Bandura (1977) outlines attention to and retention of modeled
behaviors and ability and motivation to learn and imitate those behaviors as key factors in
observational learning. Observational learning involves a process of observing and doing. It can
occur via in vivo modeling from a teacher, watching other students perform a task, or through
video modeling (Darden-Brunson, 2008). For the purpose of this study, observational learning
included in vivo skills performed by peers in real time and excluded video or computer-based
models (those models were the focus of the video modeling portion of this study).

Video modeling. A specific form of observational learning, video modeling involves the
use of video to demonstrate skills to be imitated. Those watching the video must discriminate the
model’s behavior and then exhibit those specific skills in the natural environment (Nikopoulos &
Keenan, 2006). Video models can take first person point of view, also referred to as subjective
point of view (Mechling, 2005) and point-of-view (Hine & Wolery, 2006), or third person point
of view. In first person point of view videos, hands are often shown manipulating task materials
simulating the task being done from the observer’s point of view; in third person point of view
videos, the entire person and task materials are shown simulating a “demonstration.” For the
purpose of this study, video models were filmed in third person point of view, showing a full

third person demonstration of each activity.



Recreation and leisure. Recreation and leisure education became a priority for educators
in 1975 in anticipation of students with disabilities being included in public schools for the first
time (Hitzhusen, 1975). “Recreation is typically defined as an activity that people engage in for
the primary reasons of enjoyment and satisfaction... leisure describes a person’s perception that
he or she is free to choose to participate in meaningful, enjoyable, and satisfying experiences”
(Dattilo & Schleien, 1994, p. 53). For the purpose of this study, recreation and leisure were used
in conjunction with each other; the participants chosen did not have a repertoire of skills to
choose meaningful, age appropriate activities prior to the study.

Rationale

Observational learning. Observational learning can be used for skill acquisition or skill
refinement. Nikopoulos and Keenan (2006) suggest observational learning can occur rapidly,
with as few as one instructional session, decreasing the chance for errors. Teaching students in a
small group setting, a requirement for observational learning to occur, provides several benefits
to classrooms serving students with ASD. It can require fewer staff members to execute the
activity. Small group instructional arrangements can also enhance instructional time (e.g., if one
skill is simultaneously being taught in a group of three students, and all three students acquire the
skill, additional, direct instructional time will not be required). Small group instructional
arrangements also provide access to multiple forms of the target skill. If three students in a group
are taught three different skills and learning occurs both directly and observationally, all three
students could learn three times the amount of information simply by group participation. Small
groups also facilitate natural teaching environments. If students are going to be included with
typical peers, group participation skills (e.g., waiting, watching, turn-taking, tolerance) need to

be learned. Learning to attend to a peer as a model can become natural while reinforcing



appropriate behaviors. Research is needed to address effectiveness and efficiency of in vivo
observational learning for children with ASD.

Video modeling. Krantz, MacDuff, Wadstrom, and McClannahan (1991) list advantages
of using video with students with disabilities. Some include student attention to video, when
attention to other stimuli is variable, opportunities for repeated viewing, and portability for
viewing in multiple settings, including those where skills need to be performed. Nikopoulos and
Keenan (2006) provide the following advantages for using video for learners with ASD: (a)
video can present behaviors in natural settings, (b) video can serve as non-verbal symbols for
those who have difficulty with verbal language or written text, (c) video can utilize various
exemplars, (d) internal reliability increases because behaviors videoed are modeled the same way
every time, (e) generalization can be easily programmed into video models, and (f) they can be
cost effective. Video modeling has been well documented as an evidence-based practice for
individuals with ASD (Ayres & Langone, 2005; Mechling, 2005; Bellini & Akullian, 2007).
“While [video modeling] has been used successfully for typically developing individuals as well
as people with a range of diagnoses, the preference for visual processing and learning approaches
has been noted as a factor contributing to the success of such interventions for individuals with
autism” (Rayner, Denholm, & Sigafoos, 2009, p. 292). Many students with ASD have positive
histories with DVD media, preferring to watch movies for reinforcement, during free time, or
while engaged in structured social interactions. Video models are also useful for providing
alternatives to direct teacher instruction; not only does this promote student engagement, it is
reliable, offering instruction the same way every time even if the teacher is absent.

Although video modeling can be a form of observational learning, for the purposes of this

study, the two will be separated. This decision was made for several reasons. First, video



modeling has proven effective in teaching individuals with ASD several skills. The technology
aspects promote likely observational learning occurring from person in video to person watching.
What is lacking in research is the observational learning that occurs from person to person, in
vivo. For most individuals, rates of learning via video would likely mirror rates of learning in
vivo. Corbett and Abdullah (2005) suggest differences may occur and could be attributed to
“over-selective attention.., restricted field of focus.., preference for visual stimuli.., and
avoidance of face-to-face attention [that] may actually be capitalized on while using video
modeling” (p. 205). Further research is needed to address these issues.

Recreation and leisure. Dattilo (1991) describes excess of free time and difficulty filling
that time with constructive, age appropriate activities as an issue for individuals with disabilities.
The lack of educational programming for persons with disabilities led to suggestions for
improvement. Of importance to this study, targeting age appropriate leisure skills that are readily
available in the person’s environment (e.g., home, school, community) are imperative. He also
notes the importance of selecting activities that are either in students’ repertoire or those that can
be taught. Beyer and Gammeltoft (2000) describe the dual demands of recreation and leisure
activities for learners with ASD; they suggest “most play activities demand both social skills and
practical playing skills. Non-autistic people rarely perceive the social requirements as a strain,
while children with autism experience them as the most difficult part of the task” (p. 98). The
authors go on to suggest choosing leisure activities of high interest that are both easy and
familiar. In a classroom full of high-tech recreation/leisure possibilities, the first logical step
would be to teach these skills. Scheuermann and Webber (2002) state that

[while] most of us do not require formal instruction to participate in recreational



activities, pursue leisure time interests, and develop specific skills and talents, ... this is

not the case for children with autism. Without systematic instruction in leisure and

recreation skills, it is unlikely that individuals with autism will learn them on their own,
due to their overriding cognitive, language, and social skills deficits. Given undirected
free time, most students with autism would either sit doing nothing or engage in
inappropriate behavior, unless they are taught desirable leisure and play skills and are

provided with structured opportunities to practice these skills (p. 237).

Dattilo and Schleien (1994) found that individuals with disabilities are often not included in
recreation and leisure activities due to false notions that they cannot learn the skills. When skills
are taught, they are often restricted, stereotypic, and done in groups of people with disabilities
(e.g., bowling, crafts).

“Individuals with [disabilities] need to develop a repertoire of leisure skills that (a) is
appropriate to their chronological age, (b) is based in their community, and (c) will facilitate
successful integration into the community” (Dattilo & Schleien, 1994, p. 56). Isolating these
activities and teaching necessary skills for involvement may bridge the gap for inclusion. As
students with disabilities get older, academic inclusion becomes more difficult; finding
recreation and leisure skills enjoyed by same age peers can promote social inclusion where
friendships can be formed. With a minimal research base to support or negate its implications,
research involving recreation and leisure education for children with ASD is essential.
Research questions

1. Will students with autism learn to access critical steps in chained recreation/leisure
activities via video models (access being defined as completing the critical steps

necessary to get to the game; it does not include accuracy or skill of playing the game)?



2. Will students with autism who are observers of students engaged in chained
recreation/leisure activities learn to access critical steps in recreation/leisure activities?

3. Will there be a difference in percent critical steps completed correctly for students
learning via video models vs. students learning observationally?

4. If students who are observers learn to access critical steps chained recreation/leisure
tasks, will their accuracy of critical steps completed be different when learning
subsequent recreation/leisure activities where they are observing?

5. If students have prior success accessing recreation/leisure activities via video models,
will their accuracy of critical steps performed be different when learning observationally

verses those students who have yet to experience the video models?

The underlying hypothesis is that students with autism will learn to access critical steps in
recreation/leisure activities via video models based on previous research. Students observing
others engaging in recreation/leisure activities are also likely to learn to access at least some
critical steps for each activity; however, it is possible that subsequent activities will result in
higher percent steps completed correctly for observers at the point the target student reaches
criterion.
Definitions and Principle Measure
1. Student performance measures
a. Learner
i. Accuracy of response: correctly initiating and completing a step within 10
seconds of the task direction or completion of previous step
ii. Trials to criterion: total number of video model trials required to reach

criterion



iii. Errors to criterion: total number and type of errors made prior to mastery
of each activity

iv. Error types: latency, duration, sequential, and topographical errors

b. Observer
I. Accuracy of response: correctly initiating and completing a step within 10

seconds of the task direction or completion of previous step

ii. Total errors: total number and type of errors made prior to mastery of each
activity

iii. Error types: latency, duration, sequential, and topographical errors



CHAPTER TWO
A review of the literature
A literature review on video modeling, observational learning, and topics for
recreation/leisure skills for those with disabilities was conducted to establish a foundation for
this study. Literature on video modeling for students with disabilities indicates effectiveness for
teaching a multitude of skills. Ayres and Langone (2005) reviewed 15 articles using video
interventions with students with autism spectrum disorders (ASD). Dividing their literature
review into interventions focusing on teaching social skills and those focusing on functional
skills, they described mostly positive results. They concluded that one benefit was “video can
isolate steps of a process and show perfect, repeated demonstrations of critical steps. Singularly,
one of the most important behavioral principles for teaching students who have significant
disabilities is the need to provide repetition of the targeted skills while manipulating important
exemplars (e.g., materials)” (p. 128). Mechling (2005) also conducted a review of video
interventions. Her search encompassed all disabilities but was limited to teacher created video. In
the 24 studies reviewed, the majority described positive results, suggesting video models as
effective instructional tools. Bellini and Akullian (2007 ) conducted a meta-analysis to analyze
current video modeling literature as it relates to evidence-based practices. In the 23 studies
reviewed, the authors concluded that video modeling “effectively promote(s) skill acquisition,
and that skills acquired via video modeling ... are maintained over time and transferred across

persons and settings” (p. 281).
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Literature on in vivo observational learning for students with ASD is minimal. The
existent literature suggests observational learning can occur for students with a variety of
disabilities; the studies that do exist for students with ASD propose they might observationally
learn from their peers when taught in small group instructional arrangements. Visual strengths of
students with ASD would make learning observationally, where the focus can be non-verbal
cues, ideal (Quill, 1997); deficits in joint attention, where attention is coordinated on critical
features, suggests observational learning may be hindered (Carpenter & Tomasello, 2000).

Literature for providing recreation/leisure education for individuals with ASD is almost
non-existent. A limited literature base exists describing how to teach those skills to individuals
with disabilities with a focus on adults learning skills via transition goals and objectives; results
are empirical with positive results, but sparse.

Evaluated together, the current literature base on video modeling, observational learning,
and recreation/leisure education reveals that while video models have been effective for teaching
individuals with autism, using them in conjunction with recreation/leisure tasks and
incorporating observational learning as a component is lacking. The combination of these
reviews reveals an area of instructional promise that needs systematic investigation.

Method

Literature was identified for this review in several ways. First, an electronic search in
ERIC, PsychINFO, Academic Search Complete, and Educational Research Complete databases
was conducted using combinations of the following terms: autism, video modeling, observational
learning, recreation, leisure, and disabilities. Second, an ancestral search of their reference lists
was conducted. Last, a hand search of tables of contents of journals which report developmental

disabilities applied research was completed (See Table 1).
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Studies identified as appropriate for this review met the following criteria: (1) the study
was empirical; (2) the study was published in a peer reviewed journal, (3) the study included
participants with disabilities; and (4) the study was written in English. Specifically for video
modeling literature, studies were limited to those that (1) included school age (e.g., 3-21)
students with ASD or pervasive development disorder (PDD), (2) utilized video modeling (as
opposed to video prompting) as a component of the independent variable, and (3) targeted
functional chained tasks. Studies focusing on play behaviors were included if manipulation of
toys was a component and results isolated from social play behaviors. Observational learning
literature was limited to studies that included school age students (e.g., 3-21) with disabilities
and utilized observational learning to teach discrete or chained tasks. Studies that used video
models as the observational medium were omitted; those meeting the aforementioned video
model criteria were included within that section. Literature on teaching recreation and leisure
skills included studies that targeted individuals with disabilities where recreation and leisure
skills were the topic of the study.

Results

Video modeling. Twenty two articles were identified as meeting the video model
literature criteria. Table 2 summarizes characteristics found within the articles. Of the studies
identified, all but one used a single subject research design (Gast, 2010) to evaluate functional
relations between video modeling and skill acquisition; studies included used variations of
multiple baseline and multiple probe designs when single independent variables were the focus
and variations of alternating treatment designs when multiple independent variables were of
interest. Although not indicated, Kinney, Vedora, and Stromer (2003) used methods similar to

multiple probe designs. Twenty studies reported inter-observer agreement (I0A) ranging from 78
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to 100%. Nine studies reported procedural reliability ranging from 84 to 100%. Social validity
measures were reported with positive results for five studies.

A total of 63 participants participated in the studies identified for video modeling. Sixty
participants were identified as having ASD or PDD. Twenty one articles included multiple
participants; six studies included two participants (Bourdreau & D’entremont, 2010; Lassater &
Brady, 1995; MacDonald, Clark, Garrigan, & Vangala, 2005; Murzynski & Bourret, 2007;
Paterson & Arco, 2007; Sancho, Sidener, Reeve, & Sidener, 2010), nine included three
participants (Alcantara, 1994; Ayres, Maguire, & McClimon, 2009; Blum-Dimaya, Reeve,
Reeve, & Hoch, 2010; Geiger, LeBlanc, Dillon, & Bates, 2010; Hagiwara & Myles, 1999;
Haring, Kennedy, Adams, & Pitts-Conway, 1987; Norman, Collins, & Schuster, 2001; Palechka
& MacDonald, 2010; Rosenburg, Schwartz, & Davis, 2010; Shipley-Benamou, Lutzker, &
Taubman, 2002), four studies included four participants (Allen, Wallace, Renes, Bowen, &
Burke, 2010; Ayres & Langone, 2007;Cihak & Schrader, 2008; Tereshko, MacDonald, &
Ahearn, 2010), and one study included five participants (Keen, Brannigan, & Cuskelly, 2007).

Studies focused on various chained tasks. Three studies evaluated teaching community
functioning skills (Alcantara, 1994; Ayres & Langone, 2007; Haring et al., 1987) and two studies
focused on vocational skills (Allen et al., 2010; Cihak & Schrader, 2008). Geiger et al. (2010)
compared in vivo modeling to video modeling for teaching three students to draw, tell jokes, and
answer questions; they found both modeling procedures effective, with no differential selection
between the two. Kinney, Vedora, and Stromer (2003) effectively taught a first grader with ASD
generative spelling using video models and video rewards. Literature focused mainly on self-
help and daily living skills (Ayers et al., 2009; Hagiwara & Myles, 1999; Keen et al., 2007;

Lassater & Brady, 1995; Murzynski & Bourret, 2007; Norman et al., 2001’ Rosenburg et al.,
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2010; Shipley-Benamou, 2002) and play (Bourdreau & D’Entremont, 2010; MacDonald et al.,
2005; Palechka & MacDonald, 2010; Paterson & Arco, 2007; Sancho et al., 2010; Tershko et al.,
2010). For the purposes of this review, play was defined as toy manipulation and was not
included within recreation/leisure studies. This decision was made primarily due to age
appropriateness of procedures described; activities appropriate for students ages 8 to 11 were
included in recreation and leisure. The only article included meeting those criteria focused on
teaching three students ages 9 to 12 to play Guitar Hero (Blum-Dimaya et al., 2010). The authors
describe an instructional package including graduated time delay, visual activity schedules,
manual prompting, and embedded video models as effective for teaching students with ASD to
play three games on Guitar Hero; generalization and maintenance were also reported as effective
via multiple probe design across participants.

Observational learning. Thirty two articles were identified as meeting the observational
learning literature criteria. Table 3 and Table 4 summarize characteristics found within each
article. In all 32 studies, participants were reported to learn at least some information
observationally. Each study utilized single subject designs to investigate functional relations
between independent and dependent variables; multiple probe designs were used in 28 studies,
multiple baseline in two, a BCBC design used by one (Ihrig & Wokchick, 1984), and a modified
alternating treatments design used by one (Kamps & Walker, 1990). All studies reported IOA
ranging from 82.8 to 100%. Twenty seven studies reported procedural reliability ranging from 83
to 100%.

Table 3 summarizes observational learning of discrete tasks. While not the focus of this
study, 4 of the 24 studies included children with ASD (Delgado & Greer, 2009; Egel, Richman,

& Koegel, 1981; lhrig & Wokchick, 1984; Ledford, Gast, Luscre, & Ayres, 2008) demonstrating
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observational acquisition of discrete skills for this population. Skills taught discretely for
observational learning included reading (Alig-Cybriwsky, Wolery, & Gast, 1990; Delgado &
Greer; Farmer, Gast, Wolery, & Winterling, 1991; Gast, Wolery, Morris, Doyle, & Meyer, 1990;
Ledford et al.; Kamps & Walker, 1990; Keel & Gast, 1992; Mechling, Gast, & Krupa, 2007,
Parker & Schuster, 2002; Schoen & Ogden, 1995; Schuster, Morse, Griffen, & Wolery, 1996;
Shelton, Gast, Wolery, & Winterling, 1991; Stinson, Gast, Wolery, & Collins, 1991; Winterling,
1990; Wolery, Ault, Gast, & Doyle, 1990) , math (Gursel, Tekin-Iftar, & Bozkurt, 2006; Whalen,
Schuster, & Hemmeter, 1996), and naming, discrimination, or discrete identification (Campbell
& Mechling, 2009; Doyle, Gast, Wolery, & Ault, 1990; Egel et al.,; Falkenstine, Collins,
Schuster,, & Kleinert, 2009; Gursel et al.; Ihrig & Wokchick; Parker & Schuster; Ross &
Stevens, 2003;Rothstein & Gautreaux, 2007). All studies reported at least some observational
learning evidence.

Table 4 summarizes observational learning of chained tasks. Eight studies were included
in the review. Chained tasks taught included: food preparation (Griffen, Wolery, & Schuster,
1992; Schoen & Sivil, 1989; Tekin-Iftar & Birkan, 2010; Wolery, Ault, Gast, Doyle, &Griffen,
1991), vocational tasks (Smith, Collins, Schuster, & Kleinert, 1999; Wall & Gast, 1999; Wolery
et al.), self-help (Christensen, Lignugaris-Kraft, & Fiechtel, 1996; Wolery et al.), or a variety of
tasks. Werts, Caldwell, and Wolery (1996) evaluated observational learning of various tasks
(e.g., sharpening pencils, adding with a calculator, accessing computer programs, sequencing
numbers) via non-disabled peer models correctly performing each task. Findings indicate
students with disabilities were able to perform steps in the behavior chains after observing peers.
One study included participants with ASD (Tekin-Iftar & Birkan). Three students were taught

food and drink preparation chained tasks; students learned to complete their target tasks and they
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were able to perform peer’s tasks learned observationally. All studies reported high levels of
observational learning evidence.

Recreation and leisure. Twenty articles were identified as meeting the recreation and
leisure literature criteria. Characteristics found within each article are summarized in Table 5.
Seventeen studies used empirical research designs to evaluate effectiveness of recreation/leisure
programs on dependent variables. Single subject research designs were used in 13 studies, 10
being multiple baseline (Adkins & Matson, 1980; Cory, Dattilo, & Williams, 2006; Dattilo &
Hoge, 1999; Dattilo, Williams, & Cory, 2003; Mahon, 1994; Williams & Dattilo, 1997) or
multiple probe (Blum-Dimaya et al., 2010; Collins, Hall, & Branson, 1997; Dattilo, Guerin,
Cory, & Williams, 2001; Keogh, Faw, Whitman, & Reid, 1985) designs. Devine, Malley,
Sheldon, Dattilo, and Gast (1997) used an alternating treatments design to compare two
interventions. Schleien, Kiernan, and Wehman (1981) and Whatley, Gast, and Hammond (2009)
used reversal designs to evaluate effectiveness of intervention. Schniter and Devine (2001)
evaluated intervention effectiveness via a single case study. Experimental group designs were
used in four studies (Bedini, Bullock, & Driscoll, 1993; Garcia-Villamisar, & Dattilo, 2010;
Hoge, Datillo, & Williams, 1999; Jeffree & Cheseldine, 1984). Hoge and Dattilo (1995) used
interviews to investigate recreation participation patterns.

A total of 477participants were included in the studies; 377 participants had disabilities.
Nineteen studies included a minimum of three participants. Ages of participants spanned 6 to 52,
with the majority being over 15 years. Three studies included students with ASD. Garcia-
Villamisar and Dattilo (2010) evaluated a one year leisure program where 37 participants were
exposed to a variety of leisure activities (e.g., exercising, playing games, attending events) and

then encouraged to choose activities to participate in. Findings indicate that participants in the
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experimental group displayed lower stress levels and higher indicators for quality of life markers
(e.g., satisfaction, independence, interaction) than the 34 participants not receiving intervention.
Schniter and Devine (2001) taught a young adult with ASD to express leisure preferences using a
Leisure Communication Book. Self-injurious behaviors decreased from over 20 to fewer than 5
occurrences per day. Blum-Dimaya et al. (2010) taught 3 students with ASD to play Guitar Hero
using graduated time delay, visual activity schedules, and embedded video modeling.

Studies included in the review focused on four categories: (a) worth or value in
recreation/leisure activities (Bedini, Bullock, & Driscoll, 1993; Garcia-Villamisar and Dattilo,
2010; Hoge & Dattilo, 1995; Hoge, Dattilo, & Williams, 1999;), (b) self-determination of
individuals engaged in recreation/leisure activities (Dattilo et al. 2001; Mahon, 1994; Schniter &
Devine, 2001; Williams & Dattilo, 1997), (c) social skills (Cory et al. 2006; Dattilo & Hoge,
1999; Dattilo et al. 2003; Schleien, et al., 1981; Williams & Dattilo, 1997), and (d) making
something or learning a specific skill. Adkins and Matson (1980) used prompting, attention, and
direct instruction to teach six adults with moderate to severe mental retardation pot holder
making. Blum-Dimaya et al. (2010) effectively taught three students with ASD to play Guitar
Hero via multiple independent variables. Keogh et al. (1985) taught adolescents with severe
mental retardation to play commercially available board games. Collins et al. (1997) taught
students with moderate and severe disabilities to watch TV, play video games, and play card
games via system of least prompts. McAvoy et al. (2006) taught various outdoor activities (e.g.,
camping, canoeing) to 23 adults with mental retardation. Initiation (Devine et al. 1997) and
increased level of engagement (Jeffree & Cheseldine, 1984; Whatley et al., 2009)) were the

focus of two studies.
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Critique of Research

The field of special education uses scientific evidence to determine evidence-based
practices; top tier research and professional wisdom provide the framework for evaluation
(Odom et al., 2005). Methodologies that are rigorously researched, systematically replicated, and
evidenced via strong research designs in the past 10 years are crucial to evidence-based practice
determination. Considering these factors when evaluating the current literature, leads to mixed
results.

The growing body of research on video modeling indicates its use as a possible evidence-
based practice; eighteen of the studies included were published after 2000, making this
intervention applicable to today’s technological advances. Single subject research designs (Gast,
2010) were used to evaluate functional relations. While designs chosen were appropriate, 8 of 17
studies used multiple baseline or probe designs across participants; a stronger causal relationship
could have been demonstrated via intra-subject replication if compared across behaviors and
replicated across participants. Reliability and social validity were reported for several studies,
confirming results and validating importance.

Although not as current (only 1/3 studies investigated were conducted in the last 10
years), observational learning is well researched across multiple disabilities. All studies included
in the review were evaluated via single subject research designs. Of the 26 multiple baseline or
probe designs included, 20 were evaluated across behaviors and replicated across participants,
demonstrating inter- and intra-subject replication. Every study included inter-observer agreement
results, endorsing findings. Social validity was reported for several studies, supporting its use.
Limitations of this methodology include current relevancy with chained tasks and use with

individuals with ASD.
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Recreation and leisure education for individuals with ASD is not well established; two
studies included students with ASD. The literature base is not current; of the 20 studies included
in this review, eight were published within this decade. Several evaluated effectiveness via single
subject research designs or group designs. Ten used multiple baseline or probe designs to
evaluate functional relations between independent and dependent variables with two of those
assessing across behaviors, replicating across participants; the remaining eight, failed to
demonstrate intra-subject replication. Three studies included reported variable data or only slight
changes in the dependent variable.

Conclusions

Literature has established video modeling as an effective practice for teaching various
skills to individuals with ASD. The visual nature can make video highly motivating and naturally
reinforcing for students with ASD. Ayers and Langone (2005) point out that while researchers
have answered many questions about using video models for instruction, we do not know
everything we need or want to. For this current study, it is assumed students will learn via video
models. Questions of interest are: (a) will others learn from watching what the learners
demonstrate and (b) will there be significant differences in percent critical steps performed
accurately for those learning via video models versus those learning via in vivo models?

The research base of learning observationally, that is watching and imitating peer’s
actions, for individuals with ASD is minimal. The existent literature is not current, making its
relevancy in today’s classroom questionable. For students with ASD, the question of interest will
be: can they learn chained tasks from observing peers? Their visual strengths would suggest
positive results; their stimulus over-selectivity tendencies would suggest possible difficulties.

Validating the ability of students with ASD to learn in small groups could prove beneficial for
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future educational programming. Collins, Gast, Ault, and Wolery (1991) list several advantages
to small group (as opposed to 1:1) instruction: “(a) teachers can instruct more than one student at
a time, (b) less classroom personnel and instructional time... required, (¢) students may be
prepared to function in less restrictive environments, (d) students may learn to interact
appropriately with peers, and (e) students may learn additional information from observing other
members of the group” (p. 18).

Currently, leisure skills literature encompasses a narrow range of restricted activities
(e.g., bowling, crafts) (Dattilo & Schleien, 1994). The majority of existent literature targets
adults, or teens, transitioning to post school environments. Although imperative at this age due to
increases in free time, younger individuals may also require systematic instruction to learn these
skills. Earlier intervention is important for two reasons: (a) students with disabilities often
require more time to learn and maintain skills, and (b) teaching students with ASD highly
motivating age appropriate recreation and leisure skills can open the door for naturalistic,
meaningful social interactions. Educators must select recreation and leisure activities that are age
appropriate and readily available in the students school, home, and community environments.
Skills must also be in students’ repertoire or directly taught (Dattilo, 1991). Current, relevant
research on effective ways to teach recreation and leisure skills is needed.

Presently there is a plethora of literature evaluating video models for teaching various
skills to individuals with ASD. Research has also demonstrated acquisition of skills via
observational learning. Although this literature provides strong evidence for teaching discrete
tasks to individuals with various disabilities, teaching chained tasks is not well documented,;
including participants with ASD is minimal. Research on educating individuals with disabilities

specific recreation and leisure skills is promising but limited. Including participants with ASD is
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almost non-existent. Collectively, video modeling, observational learning, and recreation and
leisure skills provide promising research possibilities. Singularly, all three areas have
demonstrated areas of potential; combining the concepts could provide further insight into how
students with ASD process models and how they apply them to highly motivating, age

appropriate activities.
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Exceptional Children

Education and Training in Developmental Disabilities
Focus on Autism and Other Developmental Disabilities
Journal of Applied Behavior Analysis

Journal of Autism and Developmental Disorders
Journal of Leisure Research

Journal of Special Education Technology

Mental Retardation

Teaching Exceptional Children

Therapeutic Recreation Journal
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Video Models to Teach Chained Functional Skills
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Reference  Participants  Targeted Skills Dependent Independent Research Conclusions/
Variables/ Variable(s) Design Results
Measures
Alcantara e N:3 e Buying Correct steps Video instruction in e Multiple All students learned to
(1994) e Age: 89 groceries performed at the classroom baseline purchase groceries in
years each store Video plus in vivo design across all three stores; after
e ASD training (SLP) settings, two stores were
replicated learned, the third store
across was learned rapidly
students (data indicates carry
over effect)
IOA 86-100%
Procedural Reliability
100%
Allen, e N:4 e Wearing a Occurrence of Students watched e Multiple All students met criteria
Wallace, o Age: 16-25 costume and multiple target commercially baseline for mascot to appear
Renes, years performing the skills within a produced scripted design across lifelike
Bowen, & * ASD following: 15 s interval and naturalistic participants Participants
Burke waving; video models twice occasionally
(2010) shaking hands; before returning to perseverated on one
giving high- store; if criterion skill
fives; moving not met after 10 Participants found the
tongue, tail, minutes, students costume comfortable;
ears, or eyes; watched videos job acceptable
jumping or again two times IOA 78-100%
shaking body during break Social Validity 4.8-
5.9/6.0 (students rated)
Ayres & e N=4 e Putting Number Compared first- e Adapted Students learned to put
Langone e Age: 6-8 groceries groceries put person to third- alternating groceries away using
(2007) years away away correctly person perspective treatments the computer; all
e ASD video models design with students generalized the
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Pre/posttest in-vivo
where students
were given items
and told to put
them away

PC probes -
students shown an
item and instructed
to put away (drag
to appropriate
picture on
computer)

concurrent
baseline
condition

skill to in-vivo settings;
one point of view did
not appear to have
more positive effects
IOA 100%

Procedural Reliability
88-100%

Social Validity: all
students were able to
ID what the videos
were depicting;
students were not able
to describe differences
in videos

Ayres, e N=3 Making soup e Percent steps Students watched e Multiple probe All students increased
Maguire, & e Age: 7-9 Making a completed two video model design across percent steps completed
McClimon years sandwich correctly in exemplars of the behaviors, correctly for each task
(2009) e ASD Setting the each task skills to be replicated assessed (one student
table analysis performed and then across was not taught making
completed a students soup)
computer I0A 96.2-100%
simulation via SLP Procedural Reliability
Students completed 96.6%
tasks in vivo for
generalization
Blum- e N:3 Playing Guitar e Percent Used graduated e Multiple probe All students learned to
Dimaya, e Age:9-12 Hero Il video correctly time delay with design across play 4 songs (3 taught;
Reeve, years game via Sony completed visual activity participants 1 generalized)
Reeve, & e ASD Play Station schedule schedules to teach Ability to play songs
Hoch components TA for playing maintained after picture
(2010) e Percent game activity schedule
intervals on- Used manual removed
task prompting for I0A 98-100%

correct guitar
playing
Students watched

Procedural Reliability
100%
Social Validity yielded
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embedded video
model to know
which color to
touch on guitar

high scores post
intervention

Boudreau e N:2 Play skills: Number of Video modeling e Multiple Rapid acquisition of
& e Age: 4 years actions and modeled using adult baseline modeled actions and
D’Entremo ® ASD verbalizations actions, modeling 12-15 design across scripted verbalizations
nt (2010) with a puppy unmodeled actions and 9-13 subjects for both participants
and a truck actions, verbalizations IOA 84-100%
scripted Procedural Reliability -
verbalizations, 1 report of technical
and unscripted difficulty
verbalizations Social Validity
indicated families being
satisfied with the
intervention
Cihak & e N:4 Vocational Percentage of Comparison of self- e  Alternating All students acquired
Schrader e Age: 16-20 and steps modeling vs. adult- treatments the skills to complete
(2008) e ASD prevocational completed modeling via video design the tasks via both self
chained tasks independently models and adult-models; three

(making
copies,
sending a fax,
packaging first
aid kits and
family packs)

participants acquired
tasks slightly more
efficiently with self-
models; one showed no
difference

IOA 95-100%
Procedural Reliability
95-100%

Social Validity all
participants reported
liking watching
themselves; the teacher
reported ease of use
and desire to include
video models in future
instruction
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Geiger, e N:3 Drawing a e Cumulative Compared e Alternating e Both modeling
LeBlanc, e Age:7-9 sun, house, card selections preference for in treatments conditions produced
Dillon, & years smile e Percent of vivo modeling to design with similar acquisition rates
Bates e ASD Make a bug target skill video modeling baseline for2 e  There was no

(2010) Answering components skills and a differential selection

questions completed free play between the two
Telling jokes acc