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ABSTRACT

This study evaluated the effects of progressive time delay (PTD) to teach four
participants how to initiate self-instruction in the presence of a task direction for an untrained
task. Participants were taught to navigate to videos on an iPhone in history training, and all
participants were screened for imitating video models prior to the study. A combination multiple
probe across participants and multiple probe across settings design was used to evaluate the
effects of PTD on initiation of self-instruction. All participants learned to self-instruct. Two
participants generalized self-instruction learned in one setting to two additional settings without
instruction. Two participants required instruction in two settings before generalizing to the third.
Three participants generalized self-instruction in the presence of a task direction from the
researcher to a task direction from their classroom teacher in all three settings. One participant
generalized to a task direction presented by the classroom teacher in one setting, but not in the
other two. All participants maintained self-instruction when probed one week after all
participants met criteria in all settings. Self-instruction using videos or other supports on a
mobile device is a pivotal skill and can increase independence for individuals with disabilities by

decreasing a need for adult supports.
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CHAPTER 1
INTRODUCTION AND LITERATURE REVIEW
Employment, independent living, and social involvement are all critical measures of post-
school (i.e., measured for individuals who have aged out of the public school system) outcomes
for individuals with and without disabilities (Bouck, 2012; Newman et al., 2011). Obtaining and
maintaining employment is important because it can lead to increased financial independence
(Newman et al., 2011), increased self-esteem (Newman et al., 2011), potential healthcare
benefits, and opportunities to engage with other employees (Smith, see Appendix A). Living
independently, defined as: “on their own or with a spouse, partner, or roommate” (Newman et
al., p. 111) or semi-independently, defined as “living in a college dormitory, military housing, or
group home” (Newman et al., p. 112) is important for individuals with disabilities after high
school. Such living arrangements are an important consideration because individuals with
disabilities may outlive their parents or caregivers on whom they rely for assistance. Also, Janus
(2009) reported other issues that may occur when individuals with disabilities rely on caregivers
or others for personal assistance in living situations including issues with confidentiality, sexual
abuse, and caregivers who ignore the wishes of the individual. While independent living is
important for many individuals, it is also important to consider the wishes of the individual with
a disability, as some individuals may prefer to live with parents or other caregivers rather than
alone or with a roommate. Lastly, social engagement of individuals with disabilities is another
way in which successful transition into post-school settings is measured (Newman et al., 2011)

and may be assessed by looking at factors such as friendship interactions and participation in



group or community activities. Social engagement is important because it is associated with
overall emotional health (Newman et al., 2011). Individuals with disabilities who are enrolled in
public schools until their 22" birthday have daily opportunities for social interaction. After high
school, if these individuals are living at home, not engaged in post-secondary education, and
unemployed, the quantity and quality of social engagement may be limited. As researchers have
identified these factors (i.e., employment, independent living, social interaction) as important
correlates with post-school outcomes for individuals with disabilities, further attention has been
placed on the assessment and intervention on factors thought to influence post-school outcomes.
The National Longitudinal Transition Study 2 (NLTS2) reported data on post-school
outcomes for individuals with disabilities (Newman et al., 2011). The NLTS2 includes
information obtained through interview from individuals’ with disabilities and their caregivers
up to eight years after exiting high school. Specifically, researchers collected data on post-
secondary education, employment, productive engagement in work or preparation for work,
independent living, and social or community involvement (Newman et al., 2011). Only 37.2% of
individuals with autism and 38.8% of individuals with intellectual disability (ID) were employed
at the time of the interview. Additionally, 63.2% of individuals with autism and 76.2% of
individuals with ID were temporarily employed at some time since high school. At the time of
the interview, 17% of individuals with autism and 36.3% of individuals with ID lived
independently, and 3.4% of individuals with autism and 0.2% of individuals with ID lived semi-
independently. Equally as important, 45.8% of individuals with autism and 76.7% of individuals
with ID living independently or semi-independently reported satisfaction with their current living

arrangement. In terms of community involvement, Sanford et al. (2011) reported that only 48%



of individuals with autism and 62% of individuals with ID saw friends at least weekly outside of
school or work.

Many of the statistics regarding outcomes for individuals with disabilities, specifically
individuals with ID and/or autism are discouraging. Many of these individuals are struggling to
obtain and/or maintain employment, do not have financial independence or health benefits
through a full-time job, live dependent on the care of parents or others who may not be available
in the future to provide the necessary assistance, or are not happy with their current living
situations. Additionally, many individuals included in these statistics are not engaging regularly
with others outside of the home, potentially negatively influencing their emotional health. With a
reliance on others in many aspects of life, this adversely affects both the individuals with
disabilities and the community around them. If post-school outcomes in any of these areas
improved (e.g., more individuals employed, living independently, or engaging with others in the
community), individuals with disabilities would be more independent of supports from others,
and would possibly be more productive members of society.

Current Practices in Education for Individuals with Autism and ID

As employment, independent living, and social engagement are important indicators of
post-school success, many practitioners teaching in middle and high school instruct in skills
across these domains. According to the Individuals with Disabilities Education Act (2004),
teachers are required to implement instruction using “research-based intervention, curriculum,
and practices” (p. 2787). Many researchers have evaluated what interventions they consider
“evidence-based.” Odom, Collett-Klingenberg, Rogers, and Hatton (2010) identified 24
evidence-based practices (EBP) for instructing individuals with autism, and the National

Secondary Transition Technical Assistance Center (NSTTAC) identified EBP for instructing



individuals with disabilities in transition related skills (Test, Cease-Cook, Fowler, &
Bartholomew, 2011). Odom et al. categorized EBP into interventions proven to be successful
with academic skills, behavior, communication, play skills, social skills, and transitions.
NSTTAC categorized EBP for teaching individuals a variety of skills including academic, safety,
money, social, food preparation, and cooking skills (Test et al., 2011). While teachers’ use of
EBP for instruction of skills to be used in post-school settings (e.g., vocational skills, daily living
skills, social skills) is important, it is also important to note that the use of EBP may end when
instruction ends in the public school system as it is no longer required by law for practitioners to
implement EBP. Time in public school settings is limited (i.e., until 22" birthday); therefore,
selecting efficient instructional strategies and selecting the most important skills to be taught are
critical in this setting. While some debate exists whether this time should be spent teaching
academic skills/core curriculum or focusing solely on functional and daily living skills (e.g.,
Ayres, Lowrey, Douglas, & Sievers, 2011), Bouck (2012) reported low rates for independent
living and employment outcomes for individuals with moderate or severe ID despite curriculum
used (i.e., academic or functional).

In addition to focusing heavily on specific skill selection and effective and efficient
instructional strategies for individuals with disabilities, there is a need for researchers and
practitioners to program for and frequently assess generalization of learned behaviors across
novel settings, people, and materials (Stokes & Baer, 1977). Additionally, assessment of
maintenance of behavior change over time is critical. If changes in behavior do not occur in the
presence of differing conditions, and do not maintain over time, this does not result in a
meaningful outcome for the individuals with whom the intervention was implemented. For

example, if an instructor teaches an individual to pay for groceries in the classroom, and the



individual learns the skill in only 3 sessions, but cannot use the skill in a real grocery store or
without the teacher present, it is important to teach the skill in a different way. Despite the
importance of generalization, many researchers using single-case design do not measure
generalization (see Smith, Appendix B), and generalization and maintenance data are not
factored into indicators evaluating studies to determine EBPs. In addition, many researchers do
not program for generalization, and if they do, it is often by using “train and hope” methods
(Stokes & Baer, 1977). Therefore, rather than continuing to focus solely on EBP to teach specific
skills (academic or functional), or focusing on only acquisition of behaviors, researchers must
begin evaluating instructional strategies to teach pivotal skills that lead to increased
generalization across people, settings, stimuli, and time.

A pivotal skill is a skill that, once trained, will produce collateral effects in many areas
(Koegel, Koegel, Harrower, & Carter, 1999). Frequently, individuals with autism require explicit
instruction on a wide range of behaviors (Koegel & Frea, 1993) due to deficits in a number of
areas including social, communicative (Koegel, Koegel, & McNerney, 2001), and often times
adaptive behavior. To mediate this, practitioners can begin instructing on pivotal behaviors and
increase efficiency in instruction, as collateral changes will occur in a number of areas as a result
of the acquisition of a pivotal behavior. An example of a pivotal skill reported by Koegel et al. is
initiating verbal interaction with peers or instructors. By initiating verbal interaction with peers
or others, individuals with disabilities will have increased opportunities for social engagement
and increased opportunities to learn new skills from others. One example of a pivotal behavior
that may benefit individuals for post-school transition is the ability to self-instruct when

presented with an untrained task.



Self-Instruction and Video-Based Instruction

One way to promote efficient instruction as students prepare for transition is to teach
them to access self-instructional materials to learn new skills. Self-instruction has been defined
as “The use of self-talk, printed instructions, or other materials that are used by the person alone
rather than provided by the teacher. These instructions ‘set the occasion’ (i.e. are discriminative
stimuli for the target behavior)“ (Browder & Shapiro, 1985, p. 204). Self-instruction is not
limited to use by individuals with disabilities. Typically developing adolescents and adults use a
variety of supports in the natural environment to self-instruct on a daily basis. Reading recipes
from a cookbook, finding directions to a local restaurant on a handheld device, and watching an
online video about how change the oil in your car are all examples of how people regularly self-
instruct. One can Google “how to” and find a plethora of websites devoted to instructing through
articles and videos with topics ranging from home and garden, finance and business, and sports
and fitness. These self-instructional materials enhance individual’s daily lives and make people
capable of completing tasks that they would otherwise not know how to complete (see Smith,
Appendix A). Self-instructional materials for individuals with disabilities can reduce the need for
intervention from an instructor while still providing the necessary information on how to
complete multi-step tasks.

Researchers are continually evaluating ways to increase efficiency of instruction.
Although there are a variety of instructional strategies to teach individuals with disabilities novel
skills (e.g., constant time delay, system of least prompts, most to least prompting; Wolery, Ault,
& Doyle, 1992), researchers continuously pursue other methods that may be more cost and/or
time efficient while ensuring acquisition of skills. Researchers have found video-based

instruction (VBI) to be an effective instructional strategy for teaching new skills to individuals



with disabilities (for reviews see Ayres & Langone, 2005; Bellini & Akullian, 2007; Mason et
al., 2012). In pursuit of efficiency, researchers began to compare VBI, such as video modeling,
to other strategies (e.g., Charlop-Christy, Le, & Freeman, 2000; Cihak, Alberto, Taber-Doughty,
& Gama, 2006). Charlop-Christy et al. (2000) reported that when comparing video modeling to
in vivo modeling, video modeling was more efficient. Additionally, Mason et al. (2012) stated
that even if outcomes between in vivo instruction and VBI were the same, there were
instructional benefits to using video which included time and cost.

Video-based instruction has been used both as an instructor-delivered intervention and as
a self-instructional tool. As previously mentioned, self-instruction can increase efficiency by
providing an opportunity for individuals to learn new skills without intervention from an
instructor. For example, when instructors teach individuals a task-specific skill (e.g., making the
bed) without teaching them to self-instruct, the individual can complete that specific skill (e.g.,
make the bed) and can possibly generalize to novel materials, settings, or people. Alternatively,
if the individual learns to use a handheld device to view and imitate videos (i.e., of functional
skills such as making the bed), the individual can learn a self-instructional skill that may lead to
him or her learning a variety of other skills independent of instructor intervention. Therefore, an
instructor has a choice between spending time teaching an individual task-specific skills (e.g.,
making the bed), or how and when to self-instruct, which will ultimately have collateral effects
on other areas of the individual’s life. Video-based instruction may be a valuable tool for self-
instruction.

Video-based instruction (including video modeling and video prompting) has been used
to teach a daily living skills (e.g., Bereznak, Ayres, Mechling, & Alexander, 2012; Mechling,

Gast, & Fields, 2008) and social skills (e.g., Buggey, Hoomes, Sherberger, & Williams, 2011) to



individuals with ID and/or autism. Researchers have presented video modeling and video
prompting on televisions (e.g., Haring, Kennedy, Adams, & Pitts-Conway, 1987), computers
(e.g., Mechling, Pridgen, & Cronin, 2005), and handheld devices (e.g., Bereznak et al., 2012;
Smith, Ayres, Mechling, & Smith, 2013). While using handheld devices increases the
environments in which one can use VBI (e.g., it can be taken with you into the community),
handheld devices were once considered extremely expensive, and therefore, an impractical tool
for instruction. In recent years, researchers have increasingly used handheld devices when
working with individuals with disabilities (Mechling, 2011). In a review of the literature from
2000-2010, Mechling (2011) identified 21 studies using portable or handheld electronic devices
with individuals with developmental disabilities. Mechling noted that with the increasing
availability and decreasing expense of portable devices such as cell phones/smart phones, they
may be a highly accessible tool for individuals with disabilities with a number of uses in addition
to VBI (e.g., making phone calls, sending text messages, using maps features to find nearby
locations, etc.). While Mechling reported that there are still barriers to access of handheld
devices (including cost for some individuals) the frequency with which they are being used is
increasing.

Most research using VBI has focused on instructor-delivered VBI (e.g., Hammond,
Whatley, Ayres, & Gast, 2010; Mechling & Ayres, 2012). Many researchers have recently
shifted towards increasing participant involvement in using handheld devices as materials with
which to self-prompt or self-instruct with video (e.g., Bereznak et al., 2012; Burke et al., 2013;
Mechling, Gast, & Seid, 2010; Mechling & Savidge, 2011; Mechling & Seid, 2011; Payne,
Cannella-Malone, Tullis, & Sabielny, 2012; Taber-Doughty, Miller, Shurr, & Wiles, 2013). In

most of these studies, researchers taught participants to self-instruct or self-prompt in history



training and then measured a daily living or multi-step task. Procedurally, the handheld device
was unavailable in baseline and then available in intervention (e.g., Bereznak et al., 2012; Burke
et al. 2013; Taber-Doughty et al., 2013). Other researchers waited until intervention to introduce
and instruct participants on the use of the handheld devices (e.g., Cannella-Malone, Brooks, &
Tullis, 2013; Payne et al., 2012). Data were only provided in a handful of studies on the
participants’ self-instruction (e.g., Cannella-Malone et al., 2013; Payne et al., 2012). In the
majority of the studies, researchers only provided data related to the completion of steps within
the daily living or vocational skills when participants viewed video models or prompts.

Despite the fact that greater independence from instructor supports is the terminal goal of
teaching self-instruction, in all available studies teaching individuals to self-instruct or self-
prompt, researcher instruction was a component present in every session of each study. Most of
the time, the handheld device was given to the participants while the task direction was provided,
making it impossible to ascertain whether or not the participant would independently locate the
handheld device in the presence of an unknown skill (e.g., Cannella-Malone et al., 2013;
Mechling & Seid, 2011; Payne et al., 2012; Taber-Doughty et al., 2013). In many studies, the
participants were verbally instructed to use the handheld device when provided the task
direction, raising the question of whether or not individuals would independently self-instruct
without verbal instructions when presented with an unknown task (e.g., Cannella-Malone et al.,
2013 Payne et al., 2012). Most researchers turned on the handheld devices and set it to the
correct screen so the participant only had to push the button to advance the slide to the next
screen. Without requiring the participant to navigate to the correct video, researchers are unable
to report if they could locate the correct videos in the presence of an unknown task (e.g.,

Mechling, Gast, & Seid, 2010; Taber-Doughty et al., 2013). Lastly, some researchers evaluated
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methods for teaching participants a task specific skill (e.g., making popcorn), and then evaluated
participants’ use of self-instruction for the same task they previously learned (e.g., making
popcorn; e.g., Payne et al., 2012, Cannella-Malone, 2012). Therefore, the participants learned to
self-instruct on skills already in their repertoires. This poses a problem as the terminal goal is for
participants to self-instruct for unknown or partially known tasks, rather than self-instructing on
skills already in their repertoire.
Purpose of Study

The purpose of the current study was to fill gaps in the literature (e.g., lack of learner
independence in instruction, lack of generalization of self-instruction) related to identifying
effective ways to teach individuals with disabilities a pivotal skill that may increase access to
employment, independent living, or social opportunities. That is, for individuals with ID and/or
autism, this study is designed to evaluate the effects of progressive time delay (PTD) on the
initiation of self-instruction when presented with untrained vocational, daily living, or social
tasks. Progressive time delay is an evidence-based response prompting procedure, which has
been used to teach a variety of tasks to individuals with disabilities (Odom et al., 2010; see
Walker, 2008 for studies using PTD). The acquisition of the pivotal skill of self-instruction for
individuals with disabilities has the potential to create meaningful outcomes in their lives. In this
study, self-instruction was defined as the participant independently (a) initiating the removal of
the iPhone from his pocket, (b) engaging in the task analysis for navigating to the correct video
model, and (c) completing more of the daily living or vocational skill than he did in the last
session with that skill. The initiation of self-instruction was defined only as the participant

removing the iPhone from his pocket following a task direction.
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CHAPTER 2
METHOD

Research Questions

The research questions were as follows: (a) Will PTD be effective in teaching
participants to initiate self-instruction by independently accessing the iPhone? (b) If participants
acquire initiation of self-instruction, will they independently and correctly navigate to and view
the video model? (c) Will the acquired self-instructional response (including both initiation of
self-instruction and navigating to, viewing the correct video, and improving performance on the
daily living or vocational skill) in one setting generalize to another setting without instruction in
the second setting? (d) If participants acquire self-instruction with a task direction provided by
one instructor, will the response generalize to self-instruction when another instructor provides a
task direction? And (e) Will participants acquire untrained daily living and vocational skills after
viewing video models?
Participants

Participants included four high school students receiving special education services in a
self-contained classroom for students with autism in a public school within a large public school
system. Participants met the following inclusion criteria according to teacher report, file review,
or direct assessment to participate in the study: (a) ability to attend to a task for 5 minutes, (b)
fine motor ability to navigate an iPhone, (c) fine motor ability to complete each individual step
of task analyses for vocational and daily living skills, (d) ability to imitate a video model, (e)

have individualized education program (IEP) goals related to acquisition of vocational and/or
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daily living skills, (f) adequate vision and hearing (as assessed through school evaluation), and
(g) inability to initiate the use of self-instruction on an iPhone which was assessed in the
screening process.

Three of four participants received special education services under dual eligibilities of
autism and speech language impairment, while one participant’s eligibility was autism. The
participants ranged in age from 15 years 7 months to 19 years 2 months. Table 1 displays
individual information about participants’ scores for cognitive ability, adaptive behavior, and
autism ratings.

Alex and Jeremy had previous experience playing games on both an iPhone and iPad, and
John had experience playing games on his parents’ iPhone at home. Dan did not have experience
using an iPhone or iPad prior to the study. No participant had previously received instruction
using video modeling or PTD.

Settings and Instructional Arrangement

Sessions in screening, baseline, intervention, generalization, and maintenance occurred in
one of three settings within the public school participants attended: (a) an outside courtyard, (b)
kitchen area of daily living center, or (c) an office area in the daily living center. Each setting
provided participants an opportunity to complete a variety of vocational or daily living skills.
The courtyard was located directly outside the participants’ classroom. Students had the
opportunity to eat lunch and socialize in the courtyard. This area included approximately 15
tables with attached benches on all sides of square tables and two sides of rectangular tables. The
participants’ classroom included two sections set apart by room dividers. One half of the
classroom included tables, desks, and other materials used for functional academic instruction.

The second half of the classroom contained the daily living center with a fully functional kitchen.
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Both the kitchen setting and office setting were in the second part of the classroom, the daily
living center. The area included one rectangular table with two chairs, three stoves, three sinks, a
refrigerator, a microwave, and a toaster oven. See Figure 1 for a diagram of the layout of the
daily living center. History training occurred in the daily living center at the rectangular table.
Any participants not engaged in the study were unable to hear or see what the engaged
participant was doing as all other participants remained in the part of the classroom used for
functional academics.

All sessions occurred in a 1:1 arrangement with the participant and either the researcher
or the classroom teacher. The researcher conducted screening, history training, baseline,
intervention, and maintenance sessions while the classroom teacher conducted generalization
sessions. A second observer was present in some sessions to collect reliability data. The
researcher was present in the room (for sessions in the daily living center or office) or in the
courtyard (for sessions taking place outside) for all conditions, but stood as far away as possible
from the participant while still being able to view the iPhone for reliability purposes in
generalization sessions where the classroom teacher served as the instructor.

Materials

Self-instructional materials. Participants used a white iPhone4s to access video models.
The iPhone had a total of 20 application icons on the first screen, including one labeled “videos”
where all video models were located. The icon for videos was in the top right corner of the
iPhone screen and remained in the same location throughout the duration of the study. A
graduate student filmed each of the daily living or vocational skills using a Canon — EOS Rebel
DSLR camera with video capabilities. The graduate student shot all videos using point-of-view

perspective (i.e., the videos were shot from the perspective of the participant and only the actor’s
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hands/arms were in frame), while the author acted in each of the videos; only hands/arms were
visible. Each video lasted no more than 45 s. The author edited all videos using iMovie software.
Each step of the skills depicted in the videos included audio narration describing the target
behavior (e.g., “Open lemonade packet”). To create this, during editing, the researcher paused
the video for 1 s permitting enough time for narration of each step. The researcher instructed
each participant to place the iPhone in his pocket before beginning each session. The purpose of
this was to replicate what would occur in typical environments outside of the research study (i.e.,
many people carry an iPhone in their pockets and remove it when they need information).

In history training, the researcher provided participants with printed thumbnail images
paired with written words describing each task used to represent each video model on the iPhone.
The researcher created thumbnail images by taking screen shots or freeze frames from the videos
shot of each individual skill. The thumbnail images included all of the materials present for the
task (i.e., all materials listed in Table 2 for any individual skill). The researcher printed, cut out,
and glued each image to 3 in. x 5 in. notecards. The name of the skill was placed next to each
image, identical to images in the video application on the iPhone (see Figure 2 for sample
image). The researcher placed notecards on the table so she could assess (and instruct if needed)
participants’ receptive identification of pictures and words representing the different skills.

Daily living and vocational skill materials. Each video model loaded on the iPhone had
corresponding materials used for completing the individual tasks. In screening, baseline,
intervention, maintenance, and generalization sessions, the materials necessary to complete the
daily living or vocational skill were present in the environment, and the participant was oriented
towards materials before the task direction was provided. Additional distractor materials present

in the setting included materials in a typical environment in which the participant would use the
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skills. That is, when a participant walks into a kitchen in his home, the materials for making
lemonade are not typically alone on the counter (e.g., materials to make lemonade may be stored
in cabinets, or they may be on the counter next to mail, canisters, a coffee maker, or other
materials often found in kitchens). Table 2 provides a list of the skills and corresponding
materials (some tasks were adapted from Smith et al., 2013).

Data collection materials. Data were collected on researcher-created data sheets (see
Appendix C). The researcher kept all data sheets in a research binder. The researcher used
individual data sheets created for each condition. In addition, video recordings of select sessions
occurred for reliability purposes. The researcher recorded sessions with an iPhone5.

Response Definitions and Recording Procedures

Data collection occurred in each of the three settings for screening, baseline, intervention,
generalization, and maintenance. For history training, data collection occurred in the daily living
center only. The primary dependent measure in the study was independent initiation of self-
instruction (i.e., removing iPhone from pocket) contingent on the researcher providing a task
direction for an untrained skill.

Data collection occurred for three measures in baseline, intervention, generalization, and
maintenance: independently accessing the iPhone, navigating to the correct video, and the
completion of correct steps on each vocational and daily living skill. In screening, data collection
occurred on independent identification of pictures of thumbnail images, independently accessing
the iPhone, navigating to the correct video, and independent completion of daily living and
vocational skills. The researcher served as primary data collector in screening, baseline,
intervention, maintenance, and post-generalization conditions and stood directly to the left of the

participant (i.e., within 3 feet) to ensure she could view the iPhone screen as the participant
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navigated to the correct video. In the generalization conditions, the classroom teacher served as
the primary data collector standing directly to the left of the participant, and the researcher stood
away from the session but within view to help the classroom teacher if necessary.

Identifying pictures of thumbnails. In screening, data collection occurred on
participant’s receptive identification of pictures of thumbnail images paired with written words
describing each task when given task directions related to each skill. Correct responses occurred
when participants touched or picked up the correct picture within 10 s of the task direction.
Participants identified each image correctly for two trials before viewing that video in baseline,
intervention, generalization, or maintenance conditions.

Initiation of self-instruction. The primary dependent measure for this study was
initiation of self-instruction by accessing the iPhone within 5 s of the presentation of a task
direction. Assessment of this response occurred once for each participant in screening, and
multiple times in each setting during baseline, intervention, generalization, and maintenance
conditions. Initiation of self-instruction occurred when the participant removed the iPhone from
his pocket within 5 s (or within allotted delay interval during intervention) of a task direction.
There were five possible responses recorded for the initiation component of self-instruction: (a)
unprompted correct, (b) prompted correct, (¢) unprompted incorrect, (d) prompted incorrect, and
(e) no response. See Table 3 for definitions and the conditions in which the response may have
occurred. Only unprompted correct responses counted toward criterion and were graphed.
Instruction in intervention (i.e., PTD) occurred solely on the use of self-instruction.

Navigating the iPhone. After removing the iPhone from his pocket, the participant had
to navigate to the correct video in order for self-instruction to occur. Data collection occurred for

the percent of steps completed correctly for navigating to and playing the correct video on the
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iPhone (see Table 4 for task analysis). Participants learned this skill before baseline sessions, but
as this skill is critical to self-instruction, the researcher monitored performance to ensure that
remediation was unnecessary. Each of the five steps in the task analysis was correct if the
participant independently completed the steps within 50 s of removing the iPhone from his
pocket.

Daily living and vocational skills. In screening, intervention, generalization post-test,
and maintenance, data were collected on the percent of steps completed correctly on untrained
daily living and vocational skills (see Table 2 for examples of task analyses of daily living and
vocational skills). Steps completed within 30 s of the completion of the video model were correct
and could occur in any order (i.e., if it did not deter from the final product). Data were
summarized as the percent of steps completed correctly.

Experimental Design

A multiple probe design across settings embedded in a multiple probe across participants
(Gast & Ledford, 2010) was used to evaluate the effectiveness of PTD to teach participants to
self-instruct on untrained daily living and vocational skills (see Figure 3 and Figure 4). The
multiple probe design across settings allowed for monitoring of generalization across settings but
also allowed documentatio