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ABSTRACT
THE EFFECTS OF VIDEO SELF-MODELING ON THE COMPLIANECRATES OF

HIGH SCHOOL STUDENTS WITH DEVELOPMENTAL DISABILITIES

Jacob Figueira
Department of Counseling Psychology and Speciat&iiln
Master of Science
People with developmental disabilities must develegpability to maintain socially
acceptable behavior in order to become contributiegepted members of society at
large. Research indicates that compliance, orialig directions, is &eystone behavior,
which, if learned, may significantly decrease tlsewrence of behavior difficulties in
students. Many studies of individuals with disadlas have shown a dramatic increase
across a wide range of academic and social skditggwideo self-modeling (VSM), a
technique in which students watch edited videahemselves performing skills
correctly or at high rates. Despite the importapiceompliance for individuals with
disabilities and the success of video self-modeliitite research has been done
regarding the effect of VSM on compliance. In aiddif VSM has been used mainly with
elementary school-age students. This multiple besstudy examined the effect of
video self-modeling on the rates of compliancehime¢ high school-age students with
developmental disabilities. Participants’ complianates increased after implementing
video self-modeling. Mean latency to compliance alscreased for all participants.
Study results indicate that video self-modeling rhayan effective method for increasing
compliance and decreasing compliance latency in siadpool students with

developmental disabilities.
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INTRODUCTION

More and more, people with developmental disabsgitare being recognized as
viable and contributing members of society. Givpecsalized instruction to fit individual
needs, students with developmental disabilitiesazajuire the skills necessary to live
more fully and independently than many previouslyognized. Without such instruction,
however, many of these students will fail to depedlwe skills they need to enjoy a
meaningful, purpose-filled life. A major area ofhcern is the ability of people with
developmental disabilities to successfully integiato social settings. Many individuals
with disabilities exhibit antisocial behaviors whiserve as barriers to integration and
acceptance within mainstream society. For thisaeasducational researchers have long
attempted to find new and more effective methodslézreasing social-interfering
behavior and teaching appropriate social skillhtse with disabilities.

One such research-validated technique for tegdtundents with developmental
disabilities is modeling. Over time, researchengehdiscovered that models that closely
resemble the student in appearance (e.g., sizecdiar, ethnicity), and who have equal
or higher perceived social status in the studestés tend to be most effective in
improving targeted skills/behavior (Lantz, 2005)r Ehis reason, recent improvements in
video technology have led researchers to attemiglaich students with developmental
disabilities social and behavioral skills using sitedent himself or herself as model.
Editing software allows researchers and educatopsdsent to students video sequences
in which the student performs target behaviorskdissat a level higher than previously
attained. For example, a teacher might film a stugerforming each step to a target

skill, such as starting a conversation with a feaniindividual, providing prompts to the
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student as necessary. The teacher would then dee software to edit out all prompts
given and/or mistakes made, thus creating the agpea of a mistake-free performance
by the student. The student would then watch tdeosof himself or herself seemingly
performing the skill in an error-free manner, tisesving as his or her own model. This
technique is known as video self-modeling (VSM).

The effectiveness of video self-modeling has besnahstrated across a wide
variety of skills. After receiving VSM treatmen&udents have demonstrated substantial
gains in traditional academic skills (Dowrick, 2Q®6tchcock, Prater, & Dowrick, 2003;
Schunk & Hanson, 1989), communication (Neiswortliv&rt, 2002; Bray & Kehle,
1998, 1996; Buggey, 1995), adaptive behavior (Bygge05; Clare, Jenson, Kehle, &
Bray, 2000; Walker & Clement, 1992), functionalitig skills (Lasater & Brady, 2005),
and social skills (Parsons, 2006; Buggey, 2005MVfas also been shown to effectively
reduce inappropriate behavior (Buggey, 2005; Da839). Similar results have been
attained with individuals across a wide range @sagncluding preschool (Neisworth &
Wert, 2002), elementary-aged (Hitchcock et al, 2@@3wrick, 2006), and junior high-
aged students (Lasater & Brady, 2005; Schunk & Ban%989), as well as across
several types of disabilities, including specigatning disabilities (Hitchcock, Prater, &
Dowrick, 2004), autism (Buggey, 2005), language eoghitive delays (Neisworth &
Wert, 2002; Hepting & Goldstein, 1996), attenticefidit/hyperactivity disorder (Walker
& Clement,1992), behavioral disorders (Clare e2@0Q0; Davis 1979), and students at
risk for disabilities (Schunk & Hanson, 1989). losh of these studies, gains made by

participants were significant, immediate, and nemgd over time.
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Two gaps in video self-modeling research includerding VSM to high school-
age students and using compliance as the depevaltaible. Although the effectiveness
of VSM has been studied with junior-high-aged shigleno studies were located in
which VSM was used with high school-aged studerid, only a single study in which
compliance was the dependent variable (Davis, 193@gn the need of high school-age
students with disabilities to prepare for post-selawy societal integration, as well as the
critical role of compliance in gaining social actape, this study addressed research
gaps in both of these areas.

Statement of Purpose

The purpose of this research is to examine theteffievideo self-modeling on the
percentage of compliant behavior in high schoaletis with developmental disabilities.
To this end, the study will consider the changmean percentage of compliant behavior
as a result of the video self-modeling interventiasmwell as any observed effect on the
mean time elapsed (latency) between the end ofi¢eagven directions and the initiation
of compliant behavior by the participants. By dosag this study extends existing VSM
literature to an older population than previouslydsed, as well as to the critical
behavioral domain of compliance.

Research Questions

This study addressed the following research questio

1. What is the effect of video self-modeling on theam@ercentage of

compliant behavior in high school students withelegmental

disabilities?
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2. What is the effect of video self-modeling on theaméatency between

the end of teacher-given directions and the initradf student

compliance?
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REVIEW OF LITERATURE

Technological advances have set the stage formadi@acceleration in the
education of students with developmental disabdgitiThe propulsion of America into the
digital age has placed a host of resources witlergrasp of special educators, even
while the field remains in its relative infancy. Agesult, schools and families can more
readily implement the best, most research-validatethods for educating students with
disabilities. Video self-modeling allows specialedtors to apply Bandura’'s widely-
accepted social learning theory and principlestfeicive modeling at a level previously
unattainable. The potential impact of VSM on therheng, behavior, and social
integration of students with developmental diséibsican more easily be seen by
examining the theoretical roots, the educationstiony, and the specific uses of VSM in
conjunction with special education, including thaimbenance and generalization of
gains in target skills. The discussion will themtto the importance of compliance, the
target skill for this study, and the current dearttimformation regarding the effects of
VSM in this domain.
Theoretical Roots of Video Self-Modeling

Video self-modeling rests on three theoreticabpdi first, Albert Bandura’s
social learning theory, including the concept df-sfficacy; second, Vygotsky’'s zone of
proximal development (ZPD); and third, Dowrick’shoept of feed-forward modeling.
Each theory is briefly examined below in relatiorvideo self-modeling.

Bandura’s social learning theory and self-efficadgcording to Albert
Bandura’s social learning theory, individuals lebanavior by observing the behavior of

others and the consequences that follow. In his-fasmous study on aggression,
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Bandura (1979) claimed that people learn to beesggre by observing others
successfully use aggressive means to obtain aedesind. This theory has since been
widely applied to all types of learning. Bandur@9T) later argued that self-efficacy, or a
person’s belief that he/she can successfully perfatask, influences the actual level of
performance of that task. Recently, Dowrick (200&$ applied this argument in support
of video self-modeling. Video self-modeling intenti®ns attempt to increase students’
self-efficacy by allowing them to observe their ogutcesses.

Vygotsky’s zone of proximal developmé&fytgotsky (1978) argued that children
learn most efficiently within theone of proximal developmemthich he defined as the
area between what a child can do alone and the'slpkérformance when assisted by an
adult. Video self-modeling builds on this conceptatiowing adults to assist students in
performing skills more efficiently. In VSM, howevehese prompts are then edited out
so that the students appear to be modeling thibgkihemselves. Ideally, according to
Dowrick (2006), video self-modeling shows studegegforming within their own zones
of proximal development by portraying high levetdloency, together with examples of
the student struggling but ultimately succeeding.

Dowrick’s concept of feedforward modelif@pwrick (2006) also describes the
concept of feedforward learning, which he definesthe subcategory of self-modeling
in which the observed success is slightly aboveecticapability” (p.195). In
feedforward modeling, students learn to see tharaseh a future, more competent state;
that is, they learn from their future successesdsitter the following example from
Dowrick (2006): “Kalani’ may see a videotape ofrbelf reading a book of frustration

level text; this video shows Kalani reading withoddluency and occasionally sounding
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out a difficult word — something she could do watttult help (p.195).” Watching herself
perform a difficult task at a high level acts ten@ase Kalani's self-efficacy, or belief that
she can succeed at the task. Her elevated seabdityf then manifests itself as an
improvement in actual, measured performance. Tieesforward modeling promotes
self-efficacy, which results in improved performanc
Video Self-Modeling in the Schools

In recent years, researchers have broadened thef ugkeo self-modeling as an
educational intervention. Previously used primanlglinical settings, researchers have
attained several encouraging results using viddéerseleling as a school-based
intervention targeting academic, behavioral, anttfional skills. In a meta-analysis of
school-based studies, Hitchcock, Dowrick, and Pi@@03) found 18 studies that fit
strict criteria for school-based use of VSM prior2001, most of which were conducted
between 1986 and 2000. Several school-based swidSM have been conducted since
2001 as well, most of which concerned studentshktfor or diagnosed as having a
disability (e.g., Buggey 2005; Lantz, 2005; Las&drady, 2005; Neisworth & Wert,
2002; Sherer, 2001).
Specific Uses of Video Self-Modeling in Specialdation

School-based VSM studies have included a diversg af participants, as well
as a variety of academic and behavioral concensly$articipants have included
general education students, students considemegkdor disabilities, students with mild-
to-moderate disabilities, and students with a rasfgeevere disabilities. Target skills in
VSM research are as varied as the populationsestuBiepending on the needs of

individual participants, researchers have addressek academic skills as reading
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fluency and math achievement, as well as commuaoitateeds, adaptive behavior,
functional life skills, and social skills. VSM reseh in each of these skill domains is
examined below.

Video self-modeling and academic achieventéne focus of recent VSM
research has been improving performance in traitiacademic skills, especially
reading and math. Hitchcock, Prater, and Dowrid®0@® report that VSM helped double
reading fluency for some students with learningbikties and that these same students
met pre-established criteria for reading compreioensnprovement. Hitchcock et al.
(2003) found in their meta-analysis of video setfdaling studies that Dowrick and
Power (1998) and Dowrick, Power, Ginsburg-BlocknkRupnow, and Manz (2000)
used VSM in the general education classroom teeas® reading fluency in 20 six and
seven year-old students who were classified aslafar learning disabilities. Schunk
and Hanson (1989) improved percentage of corrspoireses in math for at-risk students
ages 9-13. Additionally, Woltersdorf (1992) usedW® raise math achievement in four
boys with ADHD, ages 9-10.

Video self-modeling and communication neéasddition to traditional academic
skills, VSM researchers have targeted languageugtamh and fluency skills in students
with communication difficulties. Bray and Kehle @8 1998) discovered that VSM was
effective in reducing the frequency and severitgtottering, as well as increasing the
rate of fluent speech in elementary and secondadeasts in both general education and
self-contained classrooms. Buggey (1995) used V&bffectively increase the
frequency and percentage of correct use of tardateghage skills in three to five-year-

olds with language delays in a self-contained greskt Hepting and Goldstein (1996)
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successfully improved the use of requesting languplyirals, and attributions in four to
five-year-old preschool students with cognitive damtuage delays. Further, Pigott and
Gonzales (1987) used VSM to successfully increlasdrequency of verbal responses to
a teacher in a student with selective mutism.

Video self-modeling and adaptive behaviideo self-modeling applications in
schools have extended beyond communicative anditraal academic skills to
improving adaptive and managing maladaptive clasarbehavior. Indeed, studies in
this area are of special interest regarding stgdeith disabilities, because behavioral
difficulties are often the most glaring obstackesaocial integration for these students,
both during and beyond their school years. To¢hd, investigators have conducted a
variety of experiments using VSM in an attemptdsist such students in these areas. For
example, Clare, Jenson, Kehle, and Bray (2000¢as®d the mean percentage of on-task
behavior in three boys with learning/behaviorabdisities, aged 9 to 11 years, in a self-
contained setting to levels commensurate with ah#teir peers who had not been
referred to special education. Buggey (2005) usetvh a small private school to
reduce tantrums and shoving behavior in elemerstangol-age students with autism.
Also, Lonnecker, Brady, McPherson, and Hawkins £)96und that two boys, ages
seven and nine, with learning and behavior problenasself-contained classroom
increased their cooperative classroom behavior #feeimplementation of a VSM
intervention. In addition, Walker and Clement (1P6Bserved an increase in on-task
behavior, as well as an increase in positive paangs of peer relations for six boys with

ADHD, ages six to seven, as a result of VSM.
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In addition to increasing fluency of adaptive ctassn behavior, VSM has also
shown to be effective in helping students with blikiées to decrease maladaptive or
anti-social behavior that could potentially dam#gar ability to successfully integrate
into society. Possell, Kehle, Mcloughlin, and B(a999) reported a substantial reduction
in inappropriate behaviors for each of four boygesafive to eight, with serious
emotional disturbances. Participants were drawm footh general education and self-
contained classrooms. Woltersdorf (1992) reportexdessfully decreased fidgeting,
distractibility, and unsolicited vocalizations iour boys with ADHD, ages nine and ten,
in a general education setting. Buggey (2005) teplaihat students with autism showed
sharp decreases in tantrums and significant gaipso-social behavior after viewing
themselves engaging in appropriate behavior viaotape. Kehle, Clark, Jenson, and
Wampold(1986) used VSM to reduce disruptive behavior (@gching others, making
noise, out-of-seat behavior) in four boys with bebel disorders, ages 10-13, in a self-
contained classroom.

Video self-modeling and functional skili3ther researchers have indicated that
VSM can be effective to increase fluency of funetiband life skills of students with
disabilities. Lasater and Brady (2005) used VSM faediback in a home-based setting to
help one adolescent boy with pervasive developrhdigarder and Williams’ Syndrome,
and one adolescent boy with autism, improve perédmee of daily living skills such as
shaving, making a sandwich, packing a lunch, spimd loading laundry, hanging up

clothes, and making one’s bed.
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Video self-modeling and social skilks final area in which VSM researchers have
successfully improved the skills of students wikadilities is the social skills domain.
Buggey’s private-school study (2005) also producedeases in social initiations in
elementary-age students with autism. Parsons (206Q8pbved such social skills as
appropriately requesting assistance, recognizingesaof peers, managing anger, and
reducing socially inappropriate behavior such aseracking and yelling at others in
secondary students with autism.

Maintenance and Generalization Effects of Vided-Beldeling

One promising trend in video self-modeling studgethe tendency of VSM to
result in maintenance of target skills/behaviorrduae. Using follow-up assessments,
Hitchcock et al. (2004) found that students widrteng disabilities maintained gains in
reading fluency six months following interventi@tudies by both Buggey (2005) and
Lasater and Brady (2005) also reported high lesktsaintenance. Other researchers
have found that parents were able to maintain gaipsoper instruction of their children
with disabilities at a fairly high level as a resofl VSM (Reamer, Brady, & Hawkins,
1998).

High rates of generalization to skills/settingsestthan those targeted seem to be
another boon of VSM instruction commonly reportedtudies. Encouragingly, in their
meta-analysis of 18 studies of VSM in school-bassttings, Hitchcock et al. (2003)
found that 10 of the 13 studies that included datgeneralization reported strong
evidence of generalization of treatment effectse fidsults of Lasater and Brady’s (2005)
study of the effects of VSM on functional skillséincy showed that gains in targeted

functional skills generalized to two other skillstnargeted for intervention, though at a
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lower level than for the target skills. Reamerle{2098) found that improvements in
instruction of children with disabilities generad from one parent to the other and
across multiple home settings. In a study by Hibckeet al. (2004), generalization of
reading fluency extended to both classroom and hsmttangs.

Compliance: A Keystone Behavior

Behavior management has long been the subjednsiaderable focus in
educational research. Researchers have identiiediic behaviors as keystone
behaviors, meaning a behavior which, when leareeelits a large effect on the overall
behavioral performance of an individual. Among thbshaviors isompliancedefined
herein as correctly following teacher instructioAscording to Kauffman, Mostert,
Trent, and Pullen (2006), when students are tatogihibit the behavior of compliance
with high fluency, other disruptive or maladaptaslassroom behavior may significantly
decrease.

Latency to compliancé.atency to complianc@r the length of time a student
takes to follow instructions, has also been adet#s academic settings. Wehby and
Hollahan (2000) found that using high-probabiliéguests decreased the latency to
compliance in one 13-year-old elementary schobMgth learning disabilities. Ardoin,
Martens, and Wolfe (1999) combined high-probabilistructional sequences with
fading to decrease compliance latency during ttems in two of three second-grade
students. Effects of this intervention maintainethe- and three-week follow up
sessions. Additionally, Maag and Anderson (200@dusound-field amplification to
decrease latency to compliance for teacher tasladdmin six elementary school

students with emotional and behavioral disordeis general education classroom.
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Compliance in video self-modeling researdhiven the growing body of
promising VSM research, together with the potengitiect of compliance on overall
behavioral improvement, curiously little researcds heen done to connect the two.
While some VSM studies have investigated the eftdctelated behaviors, such as
remaining on-task and cooperative classroom behawidy one study using VSM has
been conducted in a school setting that defined tdrget behavior as following
directions. Davis (1979) studied only one partiap@an 11-year-old boy with a behavior
disorder in a self-contained classroom. This stuslgd VSM in an attempt to decrease
the student’s fighting behavior and increase hisyglance to teacher commandso
VSM studies have addressed compliance latency., Daspite the recent surge in video
self-modeling research, little is known about tifeat of VSM on rates of compliance or
latency to compliance in students with disabilities
Statement of the Problem

The successful inclusion of students with developadedisabilities in
mainstream society depends on their acquisitionflaedcy in social, functional, and
behavioral skills. In particular, high levels oftigocial behavior can create strong
barriers for these individuals to acceptance atebnation with society at large.
Professional research has identified video selfeling as a potentially powerful,
theoretically sound strategy for improving behaaiakills in students with disabilities.
Video self-modeling seems not only to affect sigaift gains in performance, but these
gains appear to maintain over time and generadizdher settings and skills.

As individuals with developmental disabilities apach the end of public school

services and transition towards societal integnatialdressing behavioral deficits
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becomes increasingly urgent. In recent years, resegs have discovered that
compliance, or following directions, may serve degstone behavior, which, when
acquired leads to sharp decreases in maladaptiva $ehavior. Given the impressive
results of video self-modeling reported observedtirer domains, the potential effects of
VSM on compliance must be examined. Additionaléyy fif any VSM studies have
included high school-age students and only a h&idfstudies have included students of
middle school age. For these students in particutggrovements in compliance could
significantly improve the chance of meaningful coomity living.

Importance of this Study

The purpose of this research is to examine theteffievideo self-modeling on the
percentage of compliant behavior in high schoaletis with developmental disabilities.
It will also consider the effect of video self-mdidg on latency to compliance for the
target population. By doing so, this study exteexisting VSM literature to the area of
compliance. This study is also intended to ex&xidting VSM literature to an older
population than has typically been examined.

In addition to expanding the base of video self-glingj literature, the study
assumes greater significance in light of the chagkes faced by high school students with
developmental disabilities. These individuals faoeonly the challenges typical to
adolescence, but also the prospect of exiting titdigppschool system and entering public
life within a short period of time. Because complibehavior is essential for successful
integration in post-school society, students apghay the end of public schooling
require special attention in this area. This stapglies a potentially powerful behavioral

intervention to the essential skill of complianasmong the population of students who
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require intervention in this area most urgentlydéring so, this study extends VSM

literature to an important new behavioral domaid arargely neglected population.
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METHOD
Following is a description of the participants tisgf, instruments, research
design, procedures, data collection systems, andependent and independent variables
of this study, as well as a description of obsetraning and reliability, treatment

fidelity, and social validity incident to the study

Participants

All participants in this study were individuals Wwitlevelopmental disabilities.
Participants were selected from the self-contalmghl school classroom in which the
principal investigator was employed as the clagsrteacher. Participants were selected
based on perceived need for improvement in comgiai\ detailed description of

individual participants follows.

Participant oneParticipant 1 was Sara, a 17-year-old Caucasiaaléemith
developmental disabilities. During the study, sk wnrolled in the igrade.
According to the Woodcock-Johnson Tests of Cogaifilities and Achievement,
Third Edition, Sara had an overall 1Q of 51, whialis in the very low range, and she
performed in core academic areas at levels typical7 to 11-year-old childara’s
verbal 1Q was 66, with a cognitive efficiency scoféb1l. Her academic IQ scores ranged
from 27-70. Sara performed in core academic arel@syels typical of 7 to 11 year-old
children. Sara’s strengths included making frieedsily and performing functional life
skills. Sara could count money and make purchagbs@lative ease. She had mastered
many independent living skills through modelingidgd practice, and other instructional

techniques, though she required periodic verbahptog for some of these skKills.
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Sara’s greatest struggles involved handling andesging frustration, as well as
high levels of anxiety. Sara often overreactedcetensingly minor infractions against her
by her peers, whether real or perceived. For icgtaa simple tap on the shoulder by a
peer sometimes caused Sara to begin yelling laatdlye peer. A less innocent
infringement on her comfort, such as pulling hainame-calling, often provoked a more
serious response. Within 1-2 seconds, Sara’s beheould escalate into violence, which
included yelling about things unrelated to the diecit, kicking, hitting, swearing,
throwing objects, pushing over chairs/desks, oragng property. Sara frequently
exhibited similar behavior when she sensed thahsséroken a rule and would receive
a consequence. In such instances, compliance wagoa challenge for Sara.

Sara’s teachers attempted to improve her compliagabrectly teaching skills
for managing and appropriately expressing her emstiThey took this approach
because Sara displayed her highest levels of nowplkiance only after she (a) lost
control of her emotions or (b) sensed she wasimbile and would be given a
consequence. Sara previously received weekly ctingder anger management from
the school psychologist for a few months. Her teaslalso implemented a behavior plan
that included social skills instruction, lessonshomv to remain calm, and removal to a
time-out room when her behavior reached the pdiehdangering other students or
school personnel. Despite short-lived improvementara’s behavior, these
interventions ultimately proved ineffective in prtaihg any long-term improvements in
Sara’s compliance. The most effective method Saeashers found to encourage
compliance was to start a timer once Sara refusedrply, and stop it only once she

did comply. Sara was then required to make up theuat of time shown on the timer
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during her lunch period. Though this method impb&ara’s compliance, it was nearly
always accompanied by a major behavioral outbungnnsed, thus endangering school
staff as well as students.

Sara lives in a two-parent household and has sesibfimgs. Her family falls into
the middle-to-low-class socio-economic group. Saparents report extremely frequent
arguments between Sara and themselves, as wadhasdn Sara and her sisters.

Participant two.Participant 2, Bill, was a 16-year-old Caucasiamemath autism
and Tourette’s Disorder. According to the Woodcdoknson Tests of Cognitive
Abilities and Achievement, Third Edition, Bill’s I€ll in the low average range (85),
with an average (97) verbal 1Q, a low (78) cogmitefficiency score, and an average (91)
thinking ability score. As an fgrader, Bill's academic performance ranged froat th
typical of a 7 year-old (concept formation) to apbigh school level (reading, reading
comprehension). Bill had fair-to-good fine motoillsk(aside from handwriting), but
exhibited severe gross motor deficits, which madkfficult for him to participate in
general physical education activities. Bill hadesaV involuntary tics, including
production of animal-like sounds (such as whimgggritongue-wagging, picking at
scabs or acne on his body, clearing his throatoarsshorting, and poking/touching
nearby classmates. Bill's strengths included thitybo describe objects/events in great
detail and a thorough knowledge of and talent totibulture. Bill also had an interest in
and knack for photography. He attended severalrgeaducation classes, during which
he often presented challenges for his teachersakynm rude or socially inappropriate
comments, leaving class when disinterested, arguitigteachers or peers, and

wandering the halls and losing track of time. Bitjoyed being part of the school, and
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was aware that his intellectual abilities were mhigher than those of most students in
the self-contained classroom.

One of Bill's greatest challenges was complianggidally, Bill's non-compliant
behavior resulted from directions to end a pretkaetivity, or to perform a task which
Bill considered unpleasant, boring, or beneattahisties. In addition, Bill often violated
rules which mandated the use of kind languageercthssroom, as well as procedures
for properly gaining recognition. Bill also violatehe personal space of others and
engaged in undesirable or inappropriate touchitgier. When given directions which
he found disagreeable, Bill attempted to reasoh thie teacher to the point of yelling, in
an attempt to escape performing the requested task.

Bill's teachers attempted several interventionsrtprove his compliance,
including positive reinforcement, token economaes] group contingencies. As with
Sara, the use of a timer was most effective in eraging compliance with a specific
request. While this method often resulted in Bitlsmpliance at a given moment, it
seemed to have little effect on his willingnessdomply with future requests.

Bill lives in a two-parent, middle-class househatdl has two brothers and one
sister living at home. Bill is the second-oldestaHis mother has a medical condition
that keeps her at home nearly all of the time,ldadather works for a local
pharmaceutical company. Bill's father and mothexheaave a college education, and
both are involved in his education.

Participant threeParticipant 3, Jim, was a 16-year-old Caucasiare mwéh
autism. During the study, Jim was in his first (somore) year at the high school.

According to the Weschler Intelligence Scale forl@en — Third Edition (WISC III),
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Jimhad an 1Q of 69, which fell in the low range, adhae a verbal 1Q of 60 (low) and a
performance IQ of 82 (low average). Bikrformed academically on a 7 to 12-year-old
level across a range of core subjects, with hikdsgscores in reading. His strengths
included imaginative storytelling, memorizationhogh-interest facts, and computer
skills (such as typing and navigating the interndith’s greatest challenges were in the
areas of compliance and social skills. Jim oftedenzomments that were embarrassing
to his peers, and he frequently refused to folleswiéacher’s directions. Furthermore,
Jim struggled with directions that involved traimmsitng to a new activity, repeating a
task more than once, performing a new task orlawét a perceived high level of
difficulty, or engaging in an activity with a peehom Jim found aversive. Jim typically
responded to such requests by yelling at the pagsamg the request and running to the
back of the room, or by threatening to leave tl@mrowWhen Jim did follow directions, he
would often say “no” before engaging in the regeddiehavior.

Jim’s teachers used several strategies to addiessmpliance rates, including
positive reinforcement and group contingencies. lévtiese methods were somewhat
effective, they seemed to work only until Jim reeei his first negative consequence,
after which all attempts to positively reinforcesded behavior were met with limited or
no success. Use of a timer was by far the mosttefeemethod of encouraging
compliance with a given request; however, as with fBis method seemed to have little
effect on Jim’s compliance with future requests.

Jim’s family falls into the middle-to-low-class soeconomic group. Jim has
five siblings, two of whom attended the same higiosl as Jim at the time of the study.

One, a brother, is two years older than Jim andokas identified as having a specific
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learning disability. The other is Jim’s twin sistetho has not been diagnosed with a
disability. Jim’s mother reported that, given thmportunity, Jim exhibits
overdependence on his twin sister, often refusingdrk with others. Jim’s relationship
to his brother is a source of anxiety for Jim, vdescribed his brother as “annoying” and

“mean.”

Setting

The study took place in a public high school selftained life skills classroom
for students with developmental disabilities. Ctaes staff included the classroom
teacher, a 27-year-old Caucasian male, who isde@mo teach students with severe
disabilities, and one classroom paraprofessional,-gear-old Caucasian female. Both
staff members were nearly always present in thenr@dl 11 students in the class
received diagnoses of developmental disabilitiesammg that they exhibited
developmentally significant deficits in cognitivagademic, social, functional, behavioral,
or other skill domains. In most cases, the studscased below or near 70 on
standardized 1Q tests, and had limitations in adagtehavior skills. Students whose 1Q
scores were higher exhibited severe deficits ieo#neas. Despite cognitive and other
limitations, the students in this class were, ngéapart, considergagh-functioningin
view of their communicative and physical capala@bti Students in this classroom
exhibited a wide range of strengths and needssiasanf behavior management, social
functioning, self-care, academic achievement, comiyknowledge, and independent
living skills. All, however, qualified for speciaked, self-contained instruction as their
primary educational placement. All students pgrtited in general education classes to

some degree.
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The school in which the study took place is lodatea suburban area of Utah,
with largely middle-class families, though sign#t numbers of families of both upper-
and lower-class status reside in the area. Theosdiself has a student body of 1430
students, of which 85% are Caucasian, 11% are Hisp2% are Asian, and the
remaining 2% are American Indian, Pacific-IslanaerAfrican-American.

The self-contained classroom has 11 students, miwgight are Caucasian and
three are Hispanic. An adjacent self-containedsctasm contains 11 students, of whom
six are Caucasian, two are African-American, ondigpanic, one is a Pacific Islander,
and one is half-Japanese and half-Caucasian. Theipants in the study have frequent
interactions with the students in the adjacentsctasm, all of whom have developmental
disabilities and who generally function on a lowesrel than the students in the classroom
in which the study took place. In addition, studenithout disabilities may register for
the class for one period every other day to sesveear tutors to students with
disabilities. These peer tutors are largely Caaraand Hispanic, and some of them
qualify for special education resource serviceshbse of learning disabilities.
Instruments

Three instruments were used in this study. Theifitrument was the Frequency
and Latency of Response Form. This instrument gad to calculate mean percentages
of compliant behavior and mean compliance latergyrés for each participant during
all phases of the study. The second instrument|eshTeacher and Peer Behavior
Rating Scale, assessed the social validity ofritervention from the point of view of
general education peers and teachers of the gantits. The third instrument, or

Participant Social Validity Questionnaire, assedbedsocial validity of the survey from
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the perspective of each individual participant.icatthese instruments is described

below.

Instrument oneUsing the Frequency and Latency of Response F@searchers
recorded specific directions given by the classroeacher to each participant. For each
direction, researchers recordéaor N in the top row of the table to indicate whethex th
participant followed the direction. This measureimeas referred to asomplianceln
the bottom row of the table, the researchers retbtide amount of time that elapsed
between the end of each direction given by thehraand the beginning of each
compliant response. This measurement was refesradatency to compliancd.atency
to compliance was measured only for complidfitrésponses. Refer to Appendix A for a

copy of this instrument.

Instrument twoThe Teacher and Peer Behavior Rating Scale wastased
measure the social validity of the VSM interventfoom the perspective of general
education students and teachers. This was donerisasting two pre-intervention clips
of each patrticipant’s non-compliance with two inemtion-phase clips of each
participant’s compliance, and asking each respanderate the acceptability of the
behavior shown in each clip. Two selected geneatatation students and teachers
independently watched both examples (2) and nompbes (2) of compliance obtained
on videotape for each participant, and rated eaample on a scale of acceptability.
Respondents were not informed of the pre- or pastvention disparity between clips.
Each respondent indicated their acceptability chesegment on a scale of 1 to 3. A
rating of 1 indicatedinacceptabléehavior, a rating of 2 indicatsdmewhat acceptable

behavior, and a rating of 3 indicatkdly acceptabldehavior. Researchers handpicked

www.manaraa.com



24

respondents who were familiar with the participantserder to preserve confidentiality.
For a copy of this instrument, refer to Appendix A.

Instrument threeThe Participant Social Validity Questionnaire cetesil of three
guestions, administered verbally to participantsigyclassroom teacher. The purpose of
this instrument was to measure the social validitthe VSM intervention from the
perspective of the participants. The questions \gesen in the following order:

1. Did you enjoy making videos in class? Why or whyo
2. Did you enjoy watching videos of yourself? Why drywnot?
3. Do you think watching videos of yourself helped yearn to follow
directions better?
The classroom teacher typed each student’s ansavéhese questions as they were
given. For a copy of the questionnaire, refer t@émdix A.
Research Design

In order to provide ample evidence of experimeatattrol, researchers
implemented a multiple baseline design acrossaatigipants. Because VSM literature
often reports high rates of maintenance, or becd&dé appears to result in permanent
changes in behavior, the traditional ABA formate@sh design was deemed
inappropriate for the study. If the study resultedains similar to other VSM studies,
participants would not be likely to regress durihg reversal phase, providing little
evidence of experimental control. If, however, ithtervention was implemented
successively with three students, as in a mulbpkeline design, a change in behavior at
the respective point of intervention for each ggoant would provide sufficient evidence

of experimental control.
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Procedures

Experimental procedures used in this study arerdbestbelow. Individual
procedures are described consecutively under theitgsdependent variables,
independent variable, confidentiality of data, traant fidelity, observer training and

reliability, andsocial validity.

Dependent variableg.he dependent variables in this study were mearep&ge
of compliant behavioand mean compliance latency. Compliant behavideised
herein as a student response to a verbal diretbomthe teacher that includes the
initiation of the requested behavior, together itk absence of any complaint, verbal or
otherwise, regarding the requested behavior. Stadegre taught to follow directions
using a three-step model that had been taughtqurelyi in the class. This model
included (a) looking at the teacher, (b) saying ;0O& using another word or gesture
indicating agreement, and (c) initiating the reqeeehavior.

In giving directions, the teacher used a techniplledprecision commandsy
precision directionsa concept originally described in Bill Jensom@ugh Kid Toolbox.
This technique consists of a pattern in which deher addresses the student by name,
gives a direction, and says “please,” and waitse®whether the student will comply. In
this study, the teacher allowed 15 seconds of tivaé, in order to allow the students
sufficient time to process the request, as wellrasinternal emotional response to the
request. If the student complied within 15 secotits trial was counted as correct, and
the teacher positively reinforced the student’s glance using previously established
classroom procedures. No additional reinforcemexst added during the study. If the

student did not begin to comply within 15 secoraitsf the student refused to comply by
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saying “No,” or gave any other verbal form of reflyshe trial was scored as incorrect. A
new trial then began. The teacher repeated thetains, this time addressing the student
by name and saying “you need to” followed by thection. The teacher did not repeat
the word “please.” The teacher then waited to seetlher the student would comply. If
the student began to comply within 15 secondstrtalewas counted as correct, and the
teacher positively reinforced the student’s behaugng previously established
classroom procedures. If the student did not begoomply within 15 seconds, or
refused to comply by saying “No,” or by giving aother verbal form of refusal, the trial
was counted as incorrect. The teacher then addréssetudent by name, and stated
“That’s not following directions.” The teacher thessued a consequence to the student,
according to classroom procedures already in usealse the teacher did not repeat the
directions again, this step was not counted aslategardless of whether the student
complied. Thus, the use of precision commands pgeal/students with an opportunity to
follow directions on either the first or the secdnédl. Due to time constraints, however,
researchers did not attempt to disaggregate datzeoang first- and second-trial
compliance. Graphs of overall compliance depicheaapetition of a direction as a new
trial, and reflect the grouping together of alatsiwhen determining percentage of
compliant behavior.

Some directions given over the course of the sagtyirred in situations where
looking at the teacher or saying “OK” would not kasonstituted a natural response. For
instance, the teacher may have given a studeméetion to stop playing a computer
game and return to his or her seat. Because thergtwas not facing the teacher when

the direction was given, he or she may simply Hagged out of the computer session
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and returned to his or her seat, without lookinthatteacher. For this reason, the student
response was still counted as correct even iftinest failed to look at the teacher or to
indicate agreement by saying “OK” or a similar woad long as he or she began to
exhibit the requested behavior within 15 secondsaSionally, the classroom teacher
became distracted and failed to repeat directiftes A5 seconds. Data for these trials
were excluded from analysis and are not refleatetie results of the study.

Rates of compliance were measured as a percertagetcscore, and were
calculated by counting the number of directions pled with, then dividing by the total
number of directions issued during the sessionte€otrials were those in which both
observers agreed that the student successfully lenpith directions. The score
included only responses to directions given diyettlthe student. Group directions were
not included in the study. The classroom teachee g& least 10 directions to the student
within each session, and was prompted to give tie by a vibrating timing device,
called a MotivAider, every five minutes. All diréahs were for behaviors that the
teacher has previously observed the student pedaanressfully, and trials included
behaviors of low, moderate, and high difficulty tbe student. Unclear directions, or
directions the student did not have adequate oppitytto comply with, were not
counted as directions given. In rare instances evbtrdents misunderstood the direction,
but an attempt to comply was evident, the trial s@snted as correct.

The second variablepmpliance latencyis defined herein as time elapsed
between the end of the teacher’s verbal directammkthe initiation of a compliant
response by the student. Compliance latency wasurme@&using latency recording.

Observers recorded compliance latency for corredstonly. Each observer completed
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the table entitled Frequency and Latency of Resp&iosm, shown in Appendix A, in
order to record both percentage of compliance angptiance latency for each
participant.

Using the data from the table, researchers createdraphs for each participant
---- one for percentage of compliant behavior, and for compliance latency. On each
student’s compliance percentage graph, each datargpresented the mean percentage
of compliance observed by each independent obsernvtite average. On each student’s
latency graph, each data point represented the tmearelapsed to compliance for all
correct trials in a given session. This score vadsutated by adding the latency measure
for each correct trial, and dividing by the totahmber of correct trials in the session.

Observers measured compliance latency using a atopwFor each trial,
observers started a stopwatch once the teachshdidigiving instructions, and stopped
the watch once the student began a compliant resp&ach observer recorded the
amount of time elapsed between the end of direstamd the beginning of compliance
using the table in Appendix A. If a student did nomply with a request, observers
stopped the watch and made no latency recorditigeitable.

Independent variablélhe independent variable for this study was thewiself-
modeling intervention. All video recordings of peipants were obtained with parental
consent. Both Sara and Bill (Participants 1 ane&pectively) participated in 10
different video-taped role-play activities, wherém or she followed directions from the
classroom teacher. Because of time constraints(Rarticipant 3) participated in only
five role plays. For all participants, tapes wedléel to create vignettes in which the

student followed five directions in succession. lEaignette totaled approximately 30
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seconds to 1 minute in length. Each of the vigsdiggan with on-screen text directions,
such as, “Bill knows how to follow directions. Haoks at the teacher, says ‘OK,” and
does what the teacher asks right away. Let’s wakzdch tape had some degree of on-
screen reinforcement interspersed between individlexplays. These included such
phrases as, “Bill followed directions because lokéal at the teacher, said ‘OK,” and did
what the teacher asked.” The amount of reinforcenmeerspersed in each video varied
according to the classroom teacher’s knowledgeadigipant characteristics (e.qg.,
attention span, frustration threshold, level otrinstion needed).

To produce the videos, the teacher explained tstimdents that they, as a class,
would be making videos to show people how to folttivections, and to help us become
better at doing it ourselves. Each participant gedan role-play activities in order to
obtain the raw footage from which the self-modelmdeos were created. Sara and Bill
engaged in ten different role plays in which hsloe followed a total of ten different
directions according to the three-step model desedrabove. While the participants
occasionally omitted step one or step two of thelehcstep three (does what the teacher
asked right away) was always present in the vidad,was usually accompanied by one
or both of the previous steps. The directions rdngelifficulty from low to high, and
included directions of all difficulty levels. Albte plays showed students following
directions that the classroom teacher had prewalsderved them perform successfully.
Following production and editing of the videos,aa&xhers began collecting baseline
data for all participants. Researchers gatheredlibasdata for two weeks. Once a clear

level and trend was evident in performance dat&#oticipant 1, researchers
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implemented the intervention with this participamhile continuing to take baseline data
for Participants 2 and 3.

During their respective intervention phases, bara%nd Bill watched two
different videos, with five vignettes each. Jim ged the same video each day during
the intervention phase. Jim’s video also included ¥ignettes. The students received
instructions to watch a video each morning jusbletlata collection began. Because the
school was on a rotating day schedule (A/B), redeas adjusted the intervention
schedule to fit the each participant’s class scleed&ara watched her video before first
period on A days, and before second period on B.dagth Bill and Jim watched their
videos prior to second period every day. Videosevgtrown only in the self-contained
classroom, with participants sitting at a compgt@een that was hidden from the view of
other students, and wearing headphones in ordeaiotain privacy and minimize
distraction. Sara and Bill alternated videos eamh do that they watched each video
twice by the end of the intervention phase. FoaSdue intervention lasted four days.
After four days, the intervention was withdrawnrfr&@ara and she moved to the
maintenance phase. At this stage, Bill began ttezvantion phase, which lasted for four
days. However, Bill was absent for two days betwberfirst and second intervention
days. After four days of intervention, Bill movealthe maintenance phase, and Jim
began the intervention phase. Jim’s interventicaspHasted only three days, due to
scheduling conflicts near the end of the schoot.y@ien did not have an opportunity to
participate in the maintenance phase.

Confidentiality of dataResearchers used mini-DV tapes for all recordirigs o

classroom sessions. Video role-plays for each studere also created using these tapes,
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after which the tapes were edited and stored tsaword-secured classroom computer.
Researchers maintained confidentiality of datatbyirgy all video tapes in a locked
cabinet. In addition, no one other than the pgréicts and researchers were allowed to
view the video self-modeling role plays. Only tkad researcher and the independent
observer had access to the tapes and self-modetiegs. All observation data was kept
in binders, which were kept in the possession efrésearchers.

Treatment fidelityln order to ensure treatment fidelity, all partemps received
individualized instruction regarding the watchirfgrmleos from the same classroom
teacher. Students were not allowed to watch theoadt any time other than the time
established by the classroom teacher, nor did argops other than the classroom
teacher administer any instructions or grant thdestts access to the videos. Sara and
Bill watched video #1 beginning the first day oétimtervention phase and video #2
beginning the second day, and rotated each dagdfter. In nearly all instances, the
implementation of the video intervention took platehe appointed time of day, except
in the case of one or two scheduling conflicts witéook place 30-45 minutes later than
indicated above. In all cases, collection of datmediately followed implementation of
the intervention.

Observer training and reliabilityOne classroom paraprofessional served as an
independent observer for this study. The classrsacher, who was the lead researcher,
also served as an observer. Observers used videalinegs of classroom activities,
rather than live sessions, in order to collect datass activities were taped for one 50-
minute session for Bill and Jim daily during baseland intervention phases. Sessions

for Sara alternated between 30 and 50 minutestader class schedule. When all three
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participants were in the classroom simultaneousig, 50-minute taped session served as
data for all students. When not all students weesgnt, multiple sessions were taped.
Researchers developed a schedule to ensure tisasalbns for the same participant
occurred as close to the same time of day as gessitorder to control for the presence
of the camera, the teacher began taping classressiosis two days prior to beginning
baseline data collection. The two-week baselinegalso allowed time for adjustment
to the presence of the camera. In addition, thehexaconducted multiple activities using
the video camera throughout the year. Prior torbegg the experiment, observers
received training on recording measures and pettimplementing the measures using
videotapes of pre-experimental classroom sesstobservers recorded data for
percentage of compliance and compliance latencylsameously. Observers watched the
tapes separately from one another.

Interobserver agreement for percentage of commiavas determined by
counting the number of responses agreed upon bgbbervers, then dividing that figure
by the total number of responses given by the situdgreement for latency data was
calculated by finding the number of compliant resges in which the observers agreed
on the time elapsed prior to compliance, then dgdt by the total number of compliant
responses for the session. Observers were condittebe in agreement regarding
latency if they recorded times within three secowoidsach other. In all cases of
agreement, the mean of the two observers’ respdreszesne the official latency figure.
Observers attempted to reach 80% agreement foreaburements for three consecutive
sessions prior to beginning data collection, b ttutime constraints, observers did not

reach that goal prior to beginning baseline. Olierdourse of the study, however, mean
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interobserver agreement was 80% for percentagerpliant behavior and 89% for
compliance latency. When observer reliability dighrelow 80%, researchers reviewed
training and data collection procedures, includitagifying questions and confusing
points. Since the lead researcher also served assanver, all data comparison sessions
presented opportunities for clarification and rearakion of procedures.

Social validity.The sheer number of studies that attempt to impcovepliance
in students seems to indicate the high value sppiates on self-mastery in this area. In
light of this fact, and because compliance is aemesal skill for people with severe
disabilities to succeed in society — at school,kvand in other community and social
settings — the objectives of this study are sociadllid. The procedure of videotaping
students, with parental consent, is not uncommdrehavioral analysis and data
recording, nor is it uncommon for general educatiasses in high schools to use role-
plays or student-acted videos as learning apptinatiThus the methods employed in this
study, both by professional standards and socralpeoison, are also socially valid.
Finally, social validity of study outcomes were m@ad from the viewpoint of selected
general education students and teachers, as wélk gearticipants themselves.

In order to assess the social validity of the stundigrms of outcomes, general
education teachers and peers of the participampleted the Teacher and Peer Behavior
Rating Scale, shown in Appendix A. All respondemgtched examples and non-
examples of participant compliance obtained onatigige, and rated each example on a
scale of acceptability. All participants’ parents/g permission for the administration of
this instrument. Because of the sensitivity of infation regarding the behaviors of

students with developmental disabilities, reseaschand-picked two general education
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teachers and two students without disabilities wice already familiar with the
participants. Each of these groups consisted oheale and one female. To ensure
confidentiality, all respondents signed a confiddity agreement prior to viewing the
video clips. While hand-picking respondents did altaw for a random sampling of
school community members, it better preserved tivagqy of the participants while still
providing a degree of feedback regarding the scbomimunity’s appraisal of study
outcomes.

The video consisted of four short clips of eachipigant. In two of the clips, the
participant was shown following a direction giventhe classroom teacher. In the other
two clips, the participant was shown refusing dlirfg to comply with a direction given
by the classroom teacher. All clips of compliarspenses were obtained from data
collected during the intervention phase for eadatiqdar student. All clips of
noncompliant responses were obtained during basdaia collection.

The video first presented compliant responseslfa@tadents, in random order,
followed by noncompliant responses for all studealtso in random order. For each
segment, respondents rated acceptability of theestis behavior using a scale of 1 to 3.
A rating of 1 indicatedinacceptabldehavior, a rating of 2 indicatsdmewhat
acceptabldehavior, and a rating of 3 indicatiedly acceptabldehavior. Teachers were
directed to rate the behavior according to normpketations for a general education
classroom. Student respondents were given no stedtidns.

In order to assess the participants’ attitudes tdwaleo self-modeling, all three
participants completed the Participant Social MgliQuestionnaire, shown in Appendix

A, at the conclusion of the study. The three qoestiisted were presented verbally by
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the classroom teacher, and answered verbally byaheipants. The questions were
given as follows:

1. “Did you enjoy making videos in class? Why orywiot?”

2. “Did you enjoy watching videos of yourself? Wirywhy not?”

3. “Do you think watching videos of yourself helpgali learn to follow

directions better?”
The classroom teacher typed participants’ answsetbey were given. Soliciting the
responses of both participants and members ofctineos community to which they
belong provided some insight into the practicalaagnificance of the study.
Data Analysis

Researchers gathered and reported data on e#toh twio dependent variables:
mean percentage of compliant behavior and mean lamap latency. For each
participant, researchers analyzed the mean pegenfacompliant behavior during
baseline phase and compared it to an identical ine@&nt during the intervention
phase. Researchers also analyzed the mean latencynpliance during baseline phase
and compared it with the mean latency to compliahaéng intervention. These same
measurements were taken during maintenance phaSara and Bill.

In addition to reporting the mean percentage afgicance and the mean latency,
researchers compiled charts showing the daily padace of each participant across all
phases of the study. These charts allowed for alysia of any changes not only in the
mean level of performance, but also of differenoese trend of the data between
phases. Trend lines represent the mean daily iser@adecrease based on data for the

each phase as a whole. Figures depicting theseadataported in the results section.
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RESULTS

This study addressed the effect of video self-ringen the percentage of
compliant behavior in high school students withelegmental disabilities. It also
measured the effect of the intervention on the d@nge latency of each participant. For
two of the participants, the study also measured Wwell any observed gains in behavior
maintained following the withdrawal of the interéiem. This section first reports the
effect of video self-modeling on the participargsrcentage of compliant behavior,
followed by the effect on compliance latency foctegarticipant. In each of these
sections, results are reported by participant atd fibr each participant is reported
chronologically by phase (baseline, interventioajntenance). Results of social validity
measures are then reported.

Effects of Video Self-Modeling on Percentage of @@mt Behavior

The data gathered for all participants’ percentaggompliant behavior across
phases may be found in Figures 1-3. The descriptiatifollows reports the performance
of each participant for each phase, including m@saformance, high and low
performance, and trends evident in the data. Iddali session data points for each
participant are listed in Table 5 in Appendix B.

Participant oneDuring baseline phase, Sara complied with 54% axfher
directions. The baseline phase lasted for 11 saleygd, with no data being collected on
day 10 because of a field trip. Thus, the basgilmese consisted of ten videotaped
sessions. The highest level of compliance recodiethg baseline for Sara was 78%
(session 3). Sara’s lowest level of compliance 2% (session 6). Throughout the

phase, Sara’s compliance was erratic; she exhilatge gains or losses between single
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sessions. The data for Sara showed a counter-thgiaprend for six sessions, followed

by a therapeutic trend for three sessions, a stigig-off prior to intervention (See Table

1 and Figure 1).

Table 1

Mean Percentage and Range of Compliant BehavioP#&sticipants

Participant Baseline Intervention Maintenance
Kristine m=54 m=85 m=46
h=78 h=100 h=77
=20 =71 |=0
Bill m=70 m=90 m=85
h=100 h=100 h=100
=43 =78 =67
Jim m=68 m=89 -
h=100 h=100 -
=40 =81

m = mean percentage for phase
h = high percentage for phase

| = low percentage for phase
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Baseline Intervention Maintenance
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Figure 1.Sara’s mean compliance.

In the intervention phase, Sara’s mean percenthgenapliance rose to 85%. The
highest recorded compliance for Sara during inteiiea was 100% (session 15). The
lowest level of compliance recorded was 71% dutirafirst intervention session
(session 12). Intervention data showed a cleadyatteutic trend for the first three
sessions, followed by a slight drop-off during fimal session.

Due to unforeseeable circumstances, researcheesunable to administer the
intervention the day following the first intervemri session and did not collect data.
Intervention resumed the following day and contoht@ three days. Thus, a total of four
sessions were held over a period of five schoosday

Sara’s gains in percentage of compliant behavidindi maintain over time. Her

mean percentage of compliance fell to 46%, beloselae level. During this phase,
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Sara’s highest level of compliance was 77%, duttegfinal maintenance session. Her
lowest level of compliance was 0%, during the fifthintenance session (21).
Maintenance data reflected a counter-therapewndtuntil a sharp increase during the
final session.

Participant two.Bill's baseline performance was higher than Safil.
complied with 70% of teacher directions during thiase. Sixteen sessions of baseline
data were conducted for Bill. His highest recortiae| of compliance was 100%
(session 7), and his lowest level of compliance %28 (session 14). As with Sara, no
data were collected during session 10. Data fdraigrnated between therapeutic and
counter-therapeutic trends, but showed a mostinterttherapeutic trend leading up to

the intervention phase (See Table 1 and Figure 2).

Baseline Intervention Maintenance

=
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Day of Study
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L=

Figure 2.Bill's mean compliance.
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Like Sara, Bill's mean percentage of complianceeased during intervention.
As a mean, Bill followed 90% of teacher directi@hsing this phase. The phase
consisted of four sessions in all, with Bill beiaigsent for two days between the first and
second sessions. Bill's highest percentage of ciamqe for the phase was 100%
(sessions 20 and 21), and his low percentage was(38ssion 19). The trend in the data
for Bill was therapeutic, until the drop-off betwethe final two sessions of the phase.

Bill's gains in compliance seemed to maintain, tfioat a slightly lower level
than during intervention. Maintenance data placgitsBnean percentage of compliance
at 85%. This phase consisted of only three dayBitrwith a high percentage of 100%
(session 24), and a low percentage of 67% (se28piThe trend in Bill's data was
unclear, though performance maintained near intdive levels. Additionally, Bill's
mean compliance for intervention and maintenan@s@s combined was 88%, an 18%
increase over baseline performance.

Participant threeJim’s baseline performance was slightly lower tBahs.
During this phase, Jim’s mean rate of compliance 8&%. Jim’'s greatest level of
compliance was 100% (sessions 3, 11, and 12).adiedt level of performance came
during sessions 4, 5, and 6, when Jim complied anily 40% of teacher directions. Data
for Jim alternated between counter-therapeutictaahpeutic trends. The two sessions

prior to intervention reflected a therapeutic chaffgee Table 1 and Figure 3).
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Baseline Intervention
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Figure 3.Jim’s mean compliance.

During intervention, Jim’s mean rate of compliamaes 89%. Jim’s highest
percentage of compliance came on the first daptefvention (session 23) and reached
100%. His lowest rate of compliance, 81%, cameherfinal day of intervention (session
25). Because of time constraints, Jim’s intervenpbase lasted only three days. For this
reason, trends in data for Jim were unclear.

Jim’s intervention phase took place on the finadéhstructured days of class
before summer vacation. Jim was thus unable tecgzate in the maintenance phase.
Effects of Video Self-Modeling on Latency to Coamalée

The mean latency to compliance for each parti¢ipagcharted on Figures 4-6.
The description that follows reports the performenteach participant in each phase,

including mean latency, high and low performancebgse, and trends in latency data.

2 4 f g 10 12 14 16 18 20 22 24 26 2 30 32 34 36 33
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Individual session latency scores for all partiaifsaare summarized in Table 6 in

Appendix B.

Participant oneSara’s mean compliance latency for baseline phase3nl

seconds. Her highest single-session latency din@sgline was 6.0 seconds (session 1),

and her lowest single-session latency was 1.5 skiso@@ssion 7). The trend line for the

phase showed a slight daily decline in latency (Bade 2 and Figure 4).

Table 2

Mean Percentage and Range of Compliance Latendyddicipants

Participant Baseline Intervention Maintenance
Sara m=3.1 m=2.5 m=2.9
h=6.0 h=3.3 h=4.5
I=1.5 =1.5 =1.8
Bill m=2.7 m=2.0 m=2.3
h=4.1 h=2.9 h=2.9
1=1.4 =1.6 =1.8
Jim m=2.1 m=1.5 -—--
h=4.7 h=17 -
1=1.0 =23 -

m = mean percentage for phase
h = high percentage for phase

| = low percentage for phase
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Bazeline Intervention Maintenance
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Figure 4.Sara’s mean latency to compliance.

During intervention, Sara’s mean compliance lateietiyto 2.5 seconds. This
figure represented a decrease in mean latencyadeonds from baseline to
intervention. In this phase, Sara’s highest sitafiency score was 3.3 (session 14), and
her lowest mean latency score was 1.5 (sessiorTh2)trend line revealed a slight daily
increase in mean latency, though the level of dataained fairly stable.

Sara showed minimal levels of maintenance forecgdns in latency. The
average compliance latency for Sara during maimesavas 2.9 seconds. Thus, Sara
maintained reductions in latency at 0.2 secondsvbbbseline levels, and 0.4 seconds
above intervention levels. Her highest latency sdor the phase was 4.5 seconds

(session 19), a full 1.5 seconds lower than hendsglatency score during baseline.
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Sara’s lowest latency score, 1.8 seconds, occduwadg sessions 17 and 22. The trend
line for maintenance showed a slight daily incraadatency. Intervention and
maintenance data for Sara revealed less fluctuéiemaller range of data points) in
Sara’s latency to compliance than during the basgihase.

Participant two.During baseline, Bill's mean latency to complianecas 2.7
seconds. His high latency score was 4.1 secondsi¢ss 4, 5, and 6), while his lowest
mean latency was 1.4 seconds (sessions 7 andld }rédnd line showed a slight overall

decrease in daily compliance latency (See TabledZFRegure 5).

- Bazeline Intervention Maintenance

Hean Latency to Compliance in Seconds
(=]
T

0 2 4 & g 1o 12 14 16 15 20 22 24 26 28 30 32 4 36 35
23AprO7 27Apra7 O1May07 DEMau7 1dMau07 ZOMaunF 2dMayi’?
Day of Study

Figure 5.Bill's mean latency to compliance.

During intervention, Bill's mean latency fell to®seconds, a difference of 0.7

seconds. For the phase, Bill's highest mean lataras/2.9 seconds (session 22) and his
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lowest mean latency was 1.6 seconds (session h&)trénd line showed a slight daily
increase in latency.

Bill's reductions in latency maintained slightlyale intervention levels. For the
maintenance phase, Bill's mean latency rose te@c®nds, with a high score of 2.9
seconds (session 24), and a low score of 1.8 sedsadsion 23). The trend line for the
phase was similar to the trend line during intetien showing a slight daily increase in
latency to compliance. Bill's mean latency for daseand maintenance phases
combined was 2.1 seconds, a reduction of 0.6 sedooih baseline performance levels.
As with Sara, Bill's compliance latency seemedtatsize during intervention and
maintenance phases.

Participant threeJim had the lowest overall latency of any paraaipin both
baseline and intervention phases. Jim did not@jpatie in maintenance phase. During
baseline, Jim’s mean compliance latency was 2.drgkc His highest mean compliance
latency was 4.7 seconds (session 22). His loweahrtaency was 1 second (session 1).
The trend line showed a slight daily increase farlay over the course of the phase (See

Table 2 and Figure 6).
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Bazeline Intervention
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Figure 6.Jim’s mean latency to compliance.

During the intervention phase, Jim’s complianceray fell to 1.5 seconds. The
highest compliance latency recorded for the phase w7 seconds (session 24). The
lowest recorded latency for the phase was 1.3 siscgession 23). The trend line for the
phase showed a very slight daily increase in latedim’s latency to compliance
appeared to be more stable during interventiorygh@ comparison with baseline data
reveals a similar period of stabilization midwayotigh the baseline phase.

Results of Social Validity Measures

Researchers measured social validitygusuo separate instruments. The first

instrument measured the social validity of studicomes by administering the survey in

Appendix B to two general education teachers ammdriion-disabled student peers of the
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participants. The second instrument measured titeds of each participant toward the

video self-modeling intervention by posing verbatlyeach participant the three

guestions listed on the survey found in Appendian@ recording their answers as they

were given. This section first examines the resafithe survey given to the general

education teachers and students. The section aexhy examining the answers given

by participants to the survey in Appendix C.

Social validity of study outcomeSeneral education teachers and peers rated a

total of twelve video clips of student behaviorg@aaling to procedures described

previously. Respondents’ ratings are summarizékchbie 3.

Table 3

Social Acceptability of Behavior as Rated by Teeshad Peers of Participants

Clip Type Unacceptable Someawkexeptable Fully Acceptable
Compliant G=0 G=4 =8

P=0 P=3 P=

T=0 T=7 TZ
Non-compliant G=10 G=0 =2

P=7 P=5 P =

T=17 T=5 =0

G = number of times rated by general educationierac
P = number of times rated by peers without distdsli

T = total ratings of teachers and peers combined
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Of the six total clips of compliant behavior, akkxe rated eithesomewhat
acceptableor fully acceptabléy all respondents. Of the six total clips of remmpliant
behavior, all were rated asiacceptabler somewhat acceptabley both student
respondents and one teacher respondent. The ettedrer respondent, however, rated
two clips of non-compliant behavior as beimtly acceptableThis teacher rated all other
clips of non-compliant behavior as beungacceptable.

Overall, clips of compliant behavior received ¢ifiily acceptableatings from
teachers and folsomewhat acceptabtatings from teachers. The same clips received
ninefully acceptableatings from peers of students with disabilitiad #ghree ratings of
somewhat acceptabfeom the same group. Teachers gave clips of nomptiant
behavior terunacceptableatings and twdully acceptableatings. Students without
disabilities gave the clips of non-compliant beloaweven ratings afnacceptablend
five ratings ofsomewhat acceptable.

Participant attitudes toward video self-modeliigch of the three participants
verbally responded to three questions about theove®lf-modeling intervention at the

conclusion of the study. Participant answers aiefliprsummarized in Table 4 below.
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Table 4

Participant Enjoyment of Intervention and Perceptaf Effectiveness

Student Enjoyed Role-Plays njoged Watching Felt Videos Effective
Sara Yes Yes Yes

Bill Yes Yes Yes

Jim No No Don’t Know

The first question asked students whether or reyt liked making the videos in

the class. Sara reported that she liked makingitlens “’cause it was fun.” Bill reported
enjoying the activity “because it was my chancpriwve that | could actually do
something right. And it gave me a chance to gobirofhe cut outs/deleted scenes.” Jim,
in contrast, said he did not enjoy making the v&d&When pressed for a reason, Jim said
simply, “I don’t want to talk about it.”

The second question on the survey asked whethestgrarticipants enjoyed
watching themselves on video. Sara respondeddajtiestion by saying she did enjoy it,
but when asked for a reason said, “I don’t know WByll reported that he enjoyed
watching himself on video “just ‘cause | didn’t iea | was that tall and skinny.”

Finally, Jim said he did not enjoy watching theeadWhen asked why he did not enjoy

watching the video, Jim shouted, “I just don't, tthavhy!”
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The third question required the participants’ opitg on whether or not watching
the videos helped them to improve their abilitydlbow directions. Both Sara and Bill
thought the videos did help them to follow diren8doetter. Jim responded irritably, “I

don’t know!” Participants were not asked to spetitan the reasons for any perceived

improvement.
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DISCUSSION

This study examined the effects of video self-nliodeon compliance in high
school students with developmental disabilitiesec$ically, the study measured the
effect of the VSM intervention on mean percentaigeompliant behavior and mean
latency to compliance for three students. Resaltgdch of these variables are discussed
below.
Summary of Results

Research questionhe first research question posed by this study Wabkat is
the effect of video self-modeling on the mean petage of compliant behavior in high
school students with developmental disabilitiese video self-modeling intervention
appeared to improve the mean percentage of congplifmm each participant in the study.
Participant 1, Sara, experienced a gain of 31%sBilean percentage of compliance
rose by 19% during intervention phase. Jim, who&gl mean compliance was highest,
showed a 16% percent increase during the intetmeniihese results seem to indicate
that, at least in some cases, VSM may be an eféetdiol for increasing mean compliant
behavior of high school students with disabiliti€sese findings are significant because
of the dearth of information regarding the effect/ &M on compliance or with high
school-age participants. Thus video self-modeliray ime effective with adolescents with
developmental disabilities, not just with youngkildren.

Previous VSM studies (Hitchcock et al., 2004; Bug@®05; Lasater & Brady,
2005) have indicated high levels of maintenancenupithdrawal of the intervention.
The results of this study regarding maintenandenpfoved skills are mixed. Sara failed

to maintain her significant gains in mean compledaring the maintenance phase. Thus
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the results for Sara reflect those found in a gpkBA withdrawal design, rather than
the intended multiple baseline design. Bill, howewentinued to perform only slightly
below intervention levels.

One possible reason for the disparity in mainteaatata is the difference in
personal characteristics between Participants 22aAdmajority of VSM studies that
have included students with developmental dis&slihave focused on individuals with
autism. The results for Participant 2, whose printhsability is autism, experienced
gains and maintenance levels similar to those tegan previous studies. Participant 1,
however, has been classified as having intelledisalbilities, rather than autism, and
also experiences very high levels of anxiety oreguent basis. Such differences
between participants may result in substantialifec®nt responses to any intervention,
including video self-modeling.

Another hypothesis is that individuals with highidés of anxiety require longer
intervention periods before they are able to mairgains in performance in the absence
of the VSM intervention. This hypothesis is suppdrby Dowrick’s (2006) argument
that video self-modeling creates a feeling of corapey within the observer by
portraying him or her in a future state of succ@sss confidence, according to Dowrick,
allows the observer to succeed where he or shbdesunable to do so before. In the
case of Sara, high levels of anxiety may lead fftcdity maintaining confidence, and
thus to difficulty maintaining gains in performaneghout extended periods of
intervention. This hypothesis remains to be tested.

A third possible factor affecting maintenance daée the short duration of the

both the intervention and maintenance phases.if3a# to time constraints and other
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confounding variables (iliness, etc.), interventmrases were limited to four days for
Sara and Bill, and three days for Jim. The mainteaghase for Bill was limited to only
three days. It is possible that longer interventiad maintenance phases would have
resulted in more consistent or more revealing neaice data.

The second research question in this study wasatWéhthe effect of video self-
modeling on the mean latency between the end oh&agiven directions and the
initiation of student compliance?” Latency to corapte was targeted for intervention
through step C of the three-step model describediqusly. Video self-modeling
interventions included on-screen steps to followdirgctions, the third of which was to
“do what the teacher asked right away.” Though emshwas given to the actual act of
carrying out teacher instructions, the necessitypkdwing directions quickly was clearly
communicated.

Results for compliance latency were similar to éhfig percentage of compliant
behavior. All participants exhibited gains in penm@nce during the intervention phase of
the baseline. Sara reduced her mean latency tol@orog by 1.2 seconds. Bill reduced
his mean latency by 0.6 seconds. Lastly, Jim radlbcemean latency score by 1.2
seconds. While the practical social significancéhete reductions is debatable, these
results seem to indicate a relationship betweereasedmean percentage of compliance
anddecreasedatency to compliance. Thus while video self-madgimay help to reduce
the mean latency to compliance in high school sttedeith developmental disabilities,
these reductions may simply be a function of tliegase in mean percentage of

compliant behavior.
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Results regarding the maintenance of performanices geere inconclusive.
During maintenance phase, Sara’s mean compliateechaappeared to increase by 2.7
seconds over intervention levels, and by 1.5 sexonrdr baseline levels. However, by
excluding data for session 19, which was a clearrabon from Sara’s typical latency
scores for the phase, Sara’s mean latency durimgt@n@ance returns to near-intervention
levels. Thus, aside from one session, Sara’s reghscin latency appeared to maintain
over time.

As with mean compliance, Bill maintained performagains for latency. During
maintenance phase, Bill's mean compliance lateimoynished by an additional 1.3
seconds, more than twice his initial gain, for @altoeduction of 1.9 seconds. Jim did not
participate in maintenance phase. The discrepaetwyden Bill and Sara’s maintenance
data may be a function of one or more of the factiscussed above. Sara’s failure to
maintain reductions in latency likely correspondghvker failure to maintain
performance gains for mean percentage of compbeaavior. Possible explanations
may include one or more of the factors discussedipusly.

Social validity of study outcomd3ased on the administration of Instrument 2 to
general education teachers and peers, study ouscappear to be socially valid. Pre-
intervention non-compliant behavior was largelydaasunacceptablédy teachers and
peers of the students with disabilities, while pogtrvention examples of compliant
behavior were rated largely asmewhat acceptabta fully acceptableBecause all
participants showed significant gains in compliadaang intervention, it appears that,
in some instances, video self-modeling may helpeiage the likelihood of socially

acceptable compliant behavior in high school sttslath developmental disabilities.
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The vast majority of responses (n=17) to videpscihowing non-compliant, pre-
intervention behavior indicated that such behawias unacceptable. The remaining
responses were split betwessmewnhat acceptab(® responses) arfdlly acceptablg?2
responses). All responsessaimewhat acceptabigere given by student respondents.
Student respondents thus exhibited a greater defiteerance for non-compliant
behavior, likely because some degree of non-comgdigds common among high school
students. Inexplicably, one teacher rated two exasngf non-compliance dslly
acceptableConversations with this respondent, as well agypcally low tolerance for
any form of misbehavior, led researchers to corelhdt the respondent either felt these
particular instances of non-compliance were hum®end not particularly harmful, or
that the ratings indicated an accidental reverstiescale in the respondent’s mind.

Respondents’ ratings of post-intervention, complrasponses indicated a high
degree of social validity for study outcomes. Itatovideo clips of compliant behavior
received 17ully acceptableatings and Bomewhat acceptabtatings. No respondents
rated any examples of compliant behaviouaacceptableThis finding is significant
because the ability to comply with directions isazially acceptable way could help
erode some batrriers to social integration for sttelevith developmental disabilities. In
addition, according to Kauffman et al (2006), tleguasition of compliant behaviors may
serve as a keystone for reducing other sociallgcetable behaviors.

Measurements of participant attitudes toward VSkEhséo strengthen the case
for social validity. Of the three participants, tnesponded that they enjoyed both
making and watching the videos. One participam, deported not enjoying either

making or watching the videos. Yet only once did dbject to watching the video
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during intervention and then on the grounds thdtdakalready watched it before. Thus
while Jim did not enjoy watching the video, he waling to watch it and the gains in
performance seem to outweigh the annoyance he setenfieel at watching the video
again.

Perhaps more importantly than the level of enjoyneeperienced by
participants, two of three participants actuallly fieat watching themselves on video
helped them to become better at following direciorhe third participant, Jim, did not
know whether the intervention helped him. This fingdlends support to Dowrick’s
(2006) theory that video self-modeling allows sthigego see themselves in a future,
more competent state and that this instills aremsed level of confidence in the student,
which in turn leads to improved performance.

Overall effectiveness of the interventiémdings of the study indicate that video
self-modeling may be an effective means of incregagie mean percentage of compliant
behavior, as well as reducing the mean latencytaptiance in high school students
with developmental disabilities. While gains infoemance may persist during
maintenance phase for some students, some studagtsot maintain improvements in
performance over time. This disparity may be a fiemcof the differing characteristics of
students with different disabilities. Finally, VSikay be seen as an effective and
enjoyable intervention by participants, and seemadrease the social acceptability of
participant responses to directions from the viewpaof general education teachers and

students without disabilities.
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Limitations of this Research

Several limiting factors should be considered winégrpreting the results of the
study. Due to the time limitations in conjunctioittwthe end of the school year,
intervention and maintenance phases were shortmraiderably. Thus, the results may
not accurately reflect what would have occurreagilonger periods of time for
intervention and maintenance. Thus while the resaflthis study warrant further
research in this area, they should not be generhtiz the broader population. Also,
because the school year was coming to a close, sess#&ns for all participants had to
be adjusted in order to accommodate variationsembrmal school schedule (i.e.,
assemblies, field trips, and shortened or rearmctpess periods). Given the mixed
nature of results for the maintenance phase oftiley, extra caution should be used
when interpreting these results.

In addition to scheduling, the setting of the stadyes as a limiting factor.
Though the authentic conditions under which dats @&ained (i.e. naturally occurring
responses to in the context of regular classrodmies) constitutes a strength of the
study, the self-contained nature of the classromeugnt the results of the study from
being generalized to less restrictive settings de@esashould also exercise caution when
generalizing the results in any manner.

Beyond scheduling and setting, several limitatiese associated with the
reliability of data collection procedures. Whilelebtaping classes allowed observers to
rewind tapes and check for accuracy, difficultiessa when teachers or students
wandered off-screen during a session or spokedfily $o be understood. In some

instances, other students in the class spoke tatidor the teacher or participant’s
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response to be heard. Other complications inclu@dparticipating students
accidentally blocking view of the target studenid&nts, as well as students consciously
adjusting the camera angle unobserved, in orderaduce a humorous effect. Each of
these factors should be considered when interpyelana.

Population demographics also included several patgnconfounding variables.
Participants in the study were hand-picked basetth@in perceived need for improved
compliance and were all taken from the same clagsrd he participants were not
randomly selected. In addition, Participant 1 hadswally high levels of anxiety because
her family was getting ready to move. While heriatylevels tend to be high, this time
of her life was particularly difficult for her. Rasipant 2 became sick on the first day of
intervention and was absent for the two days falhgwThough he returned feeling better
and intervention resumed, the absence or the @sadiiects of illness may serve as
confounding variables. In addition, Participanta®ilbeen sternly disciplined by another
teacher just prior to intervention on the first adhis intervention phase. He announced
that he was no longer his “old self,” and that baldn’t risk getting into trouble
anymore. Though it was observed by his teacherhisabld self’ returned by the
following period, this episode may have been a @ondling variable during the first
intervention session.

Finally, some limitations were associated with ltheted number of data points
obtained for each participant. The use of a mdti@seline design, combined with a
limited number of days before the end of the sclyeal, resulted in considerably
shortened intervention and maintenance phasesexitkasion of these phases to include

several additional sessions was needed in ordgatiby the true effect of the video self-
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modeling intervention. For this reason, the resoiitithis study should not be generalized
to individuals other than the three study partiniga
Implications for Future Research

Much of the emphasis for this study has been omtpertance of compliance as
a keystone behaviowhich may lead to significant decreases in otheragonterfering
behaviors. This study represents a first step tdwamg video self-modeling as a tool
for reducing socially unacceptable behavior byaasing compliance. However, this
study measured the effects of VSM on complianceal&uture research should examine
whether targeting compliance through video self-atiog leads to reductions in other
specific social-interfering behaviors.

Generalization across settings, individuals, anidsdkas been a matter of
significant discussion in VSM literature. While $h8tudy attempted to program for
generalization across multiple directions by inahgda variety of directions in the video
intervention, researchers did not measure genatiiz effects of the intervention.
Future research should examine generalizationteftdd/SM on compliance across
multiple types of directions, multiple settingsgdanultiple instructors. Because
maintenance of intervention effects has been agtselling point for proponents of
VSM, future researchers should also examine whetta@ntenance is stronger for
students with some disabilities or conditions tf@rstudents with other disabilities or
conditions. In particular, researchers should erarthe effects of VSM on students with
intellectual disabilities who do not have elevdeekls of anxiety. Researchers should
also consider whether longer intervention phase®ase maintenance for students with

high levels of anxiety.
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Implications for Practitioners

Results of the study contain important implicatiémseducators and other
practitioners, especially those involved with trensition of students with developmental
disabilities to post-school life. For these praatiers, data now exists to support the use
of VSM to teach compliance, one of the most vitapcational/transition skills for
students with developmental disabilities. In addhifithis study provides some evidence
that VSM may be effective with students with depah@ntal disabilities other than
autism. Though gains were not maintained in thg palticipant without autism, initial
gains provide some evidence of the effectivened6Sdfl as an ongoing intervention.
VSM may also provide practitioners with a meansrgéroving compliance that is
enjoyable to many of their students, thus potdgtralducing the friction and/or power
struggles that frequently occur between teachetstaurdents over compliance issues.
Conclusion

Results of this study indcate that video self-modemay be an effective means
of improving the mean percentage of compliant bedram high school students with
disabilities. Three of three participants experegheducationally signficant gains in
mean compliance during intervention; that is, tih@ease in compliance experienced by
each participant significantly, in the teacherdgment, increased their participation in
learning activities. Such increases in compliaifaggneralized, could also positively
effect functioning in mainstream society. Resuligler indicate that VSM may help
reduce the time between the end of a teacher’stdires and the initiation of compliance
by students in this population. All three participaexperienced reductions in

compliance latency during intervention phasesdiditéon to increasing classroom
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learning time, such improvements could positivéfga performance in community
settings, such as vocational training or experiefbese findings are also significant
because compliance may serve as a keystone beliaaideads to a reduction in other
socially inappropriate behaviors. Decreasing swatialiors and increasing compliance
are essential for students with developmental disab in order to successfully
transition to mainstream society following school.

In addition to these findings, the study yieldeceaai information regarding the
maintenance of gains in compliance made through 8&tvention. While one of two
students who participated in maintenance appeargsgtdin gains in performance, the
other student, at best, maintained gains in on&/afrtwo areas. The significance of these
findings lies in the disparate conditions of thetipgpants. Participant 2, whose gains
maintained, is a student with autism. Other VSMeagsh that included students with
developmental disabilties has focused on studeitsautism. In the majority of these
studies, gains made using VSM were maintained égelstudents. Participant 1, whose
gains may have maintained for latency but did naintain for mean compliance, is a
student with intellectual disabilities and highéés/of anxiety. While she experienced the
greatest overall gain percentage of compliant benawring intervention, she did not
appear to maintain this improvement afterward. €hresults, combined with the results
of other studies, suggest that VSM may not prodeeally powerful maintenance
effects across all types of developmental disadslit

Results of the social validity measures for thelgtiound that behavioral
outcomes for the study represented socially acbépferformance, according to both

teachers and peers of the participants. In lighhefeed to include students with
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developmental disabilities in mainstream classelseahigh school, these findings are
particularly encouraging. In addition, two out bfée participants reported enjoying the
intervention and the same two participants repdeeting that the intervention helped
them to improve their ability to follow directions.

Persons with developmental disabilities must becfulye accepted, contributing
members of society. To do so, students must mestain skills that will allow them to
successfully transition from secondary schoolingdst-school community life.
Compliance is among the most basic and essentsHilts necessary to succeed in
mainstream society, whether at work, play, or whiteessing community services.
Students who are closest to entering mainstreamtgotweed the greatest degree of
attention in this area. Video self-modeling, a pising intervention for students with
developmental disabilities, has yet to be appleedampliance among this age group and
has rarely been applied to compliance or to thupation. This study thus extends the
existing VSM literature to include a new skill aachew population. Results of the study

suggest that video self-modeling may be effectiagplied to both.
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APPENDIX A

Frequency and Latency of Response Form

Frequency count of requests and compliances panisidie session
Request # 1 2 3 4 5 6 |7 8 |9 10 [1M2|13|14]|15

Compliance
(Y/N)
Latency to
Compliance
Y = Complied
N = Did not comply
For latency data, observers will record time (ioosls) elapsed from end of teacher instructions
to beginning of compliance for each correct trial.

O
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Teacher and Peer Behavior Rating Scale

Information regarding the behavior of students wiabilities is confidential. You must
agree not to disclose the content of the videtv@mtames of the individuals in the video
to anyone, including family, friends, teachers,rpeer others. If you do not agree, you
may not complete the survey. If you agree to mantanfidentiality is this regard,
please sign below.

| agree not to disclose or discuss with anyonectimtent of these video clips or the
names of the individuals in the video

Signature

Directions: You will now watch several short clipsstudents following or not following
directions. Please rate each clip according tdahewing criteria:

1 — Unacceptable behavior
2 — Somewhat acceptable behavior
3 — Fully acceptable behavior

Clip1 Clip5 Clip 9

1 2 3 1 2 3 1 2 3
Clip 2 Clip 6 Clip 10

1 2 3 1 2 3 1 2 3
Clip 3 Clip7 Clip 11

1 2 3 1 2 3 1 2 3
Clip 4 Clip 8 Clip 12

1 2 3 1 2 3 1 2 3
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Participant Social Validity Questionnaire

Please answer these three questions about theswidemade in class. You can
choose to write your answers or say them out loud.

1. Did you enjoy making videos in class? Why or whyo

2. Did you enjoy watching videos of yourself? Why drynot?

3. Do you think watching videos of yourself helped yearn to follow directions
better?
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APPENDIX B
Table 5

Percentage of Compliance for Individual SessionB#égicipant

Session Sara Bill Jim
1 60* 53* 86*
2 57 78 50
3 78 87 100
4 43 73 40
5 70 63 40
6 20 50 40
7 33 100 63
8 44 90 70
9 71 82 90
10
11 60 67 100
12 71%* 67 100
13 83 69
14 83 43 70
15 100 44 90
16 86 67 67
17 70%** 78** 50
18 71 - 85
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Table 5 (continued)

Percentage of Compliance for Individual SessionB&nticipant

Session Sara Bill Jim
19 37 87
20 40 100 56
21 0 100 71
22 50 82 85
23 33 B7*** 100**
24 40 100 86
25 77 89 81

* = first day of baseline phase
** = first day of intervention phase

*** = first day of maintenance phase
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Table 6

Compliance Latency for Individual Sessions by Rarént

Session Sara Bill Jim

1 1.8* 2.4* 1.0*
2 6.0 1.7 2.1
3 1.9 2.1 2.3
4 3.8 4.1 14
5 2.5 4.1 4.1
6 5.3 4.1 3.4
7 15 14 1.2
8 2.5 3.4 2.4
9 1.7 3.4 15
10 --- --- ---

11 3.8 14 14
12 2.7** 2.1 15
13 --- 2.1 1.7
14 15 3.0 1.1
15 2.7 1.8 3.0
16 3.3 3.3 1.6
17 2.2%** 1.6** 1.5

18 4.5 3.2

19 1.8 --- 2.1
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Table 6 (continued)

Compliance Latency for Individual Sessions by Rgrént

Session Sara Bill Jim

20 1.8 1.8 19
21 N/A 1.6 1.2
22 3.7 2.9 4.7
23 35 3.3%x* 1.3**
24 1.8 2.9 1.7
25 3.6 21 15

* = first day of baseline phase
** = first day of intervention phase

*** = first day of maintenance phase
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APPENDIX C
Consent for my Child to Participate as a Researchubject
Dear Parents,

This is a consent form for yoghild to participate in a research study being
conducted by Jake Figueimgraduate student at BYU, andhe Life Skills teacher at
Timpanogos High SchooDr. Mary Ann Prater, a professor at BYU, is Mr.

Figueira’s advisor for the study. Mr. Figueira will be conducting the study under
Dr. Prater’s supervision. The study is attempting to determine the effea téchnique
calledvideo self-modelingn the ability of students to follow directions ckly and
correctly. Video self-modeling is technique thdowat students to watch videotapes of
themselves correctly performing a skill, and sesuhgther it helps them improve their
everyday performance of that skill. In this cabe, students will watch tapes of
themselves following a variety of directions clgaifhe students were chosen for the
study because they often struggle to follow dittiquickly and correctly in the
classroom.

If your child participates in this study, he/she will role-pfajfowing several
different directions. These role plays will be td@ad edited to form videos where
students are only seen following directions cofyedthe students will then watch the
videos of themselves once each day for at leastvered, and possibly up to two weeks.
The teacher and classroom assistants will videqtapeof the class each day, and will
watch these tapes to determine what percentadee @imhe yourchild follows directions.
The classroom staff will record yoahild’s performance for a total of 4-6 weeks (April-
May 2007). The entire study will take place in thie Skills classroom, and yowhild
will not be required to go to any other locatiorontler to complete the study. Your
child’s school schedule will not be altered.

The risks involved in this study are minimal.df however, possible that your
child may feel some emotional discomfort (nervousndss), while filming role plays or
watching himself/herself on video.

Your child may benefit from their participation in this study. The researcher
believes that the students will improve their apilo follow directions quickly and
correctly as a result of the video self-modelingimention. This study may also provide
beneficial information to other educators and stsl@bout the effectiveness of video
self-modeling that can then be applied in othetirsgs.

All information relating to youchild and his/her performance will be kept strictly
confidential, and will not be reported in a waytthall allow your child to be identified
by others.

As a part of this study, the researcher would tckdetermine whether the video
self-modeling technique makes a socially noticeableeptable difference tmur
child’s peers and teachers. For this reason, we woulddikbow 4 short video clips of
your child’s behavior to two of their peers who already knoanthas well as to two of
their general education teachers (teachers otherltr. Figueira). Each peer or teacher
will see two clips of the student following diremtis, and two clips of them not following
directions. All of these clips will be of naturalbgcurring behaviors (not role plays).
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Each of these persons will then rate the behatiows in each clip on a scale of 1 to 3
as to social acceptability. These persons will véawl rate the clips only if you grant
your permission for them to do so. Yathild may still participate in all other portions of
the study without allowing these clips to be vievimgchis/her peers and teachers. Please
check the appropriate box below, indicating whetlgar grant permission for the
researcher to use these clips as described above.

Participation in this research study is voluntafgur child has the right to
withdraw at anytime or refuse to participate etyire

If you have any questions about the research spldgse contact Jake Figueira
by phone at (801) 223-3120, or by emailigtij 786 @alpine.k12.ut.u¥ou may also
contact Dr. Mary Ann Prater by phone at (801) 422-857, or by email at
Prater@byu.edu

If you have any questions about the rights of yadhld as a research subject,
please contact Dr. Renea Beckstrand, IRB Chaiphone at 422-3873, or by email at
renea_beckstrand@byu.edu

| have read, understood, and received a copy ddltbge consent and agree of
my own free will that mychild may participate in this study.

Signature: Date:

| agree that 4 short video clips of ralyild may be shown to 2 of his/her peers who
already know him, and 2 of his/her teachers othan Mr. Figueira. (Please check one
box).

O Yes CONo
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