
Florida State University Libraries

Electronic Theses, Treatises and Dissertations  The Graduate School

2013

Peer-Mediated Intervention and
Technology: Mobile Device Application
Use in Implementation of Peer Buddy
Training
Bethany Baldwin

Follow this and additional works at the FSU Digital Library. For more information, please contact lib-ir@fsu.edu

http://fsu.digital.flvc.org/
mailto:lib-ir@fsu.edu


THE FLORIDA STATE UNIVERSITY 

 

COLLEGE OF COMMUNICATION AND INFORMATION 

 

 

 

 

 

PEER-MEDIATED INTERVENTION AND TECHNOLOGY: MOBILE DEVICE 

APPLICATION USE IN IMPLEMENTATION OF PEER BUDDY TRAINING 

 

 

 

 

By 

 

BETHANY BALDWIN 

 

 

 

 

 

A Thesis submitted to the 

School of Communication Science and Disorders 

in partial fulfillment of the 

requirements for the degree of  

Master of Science 

 

 

 

 

 

 

Degree Awarded: 

Summer Semester, 2013 



ii 

Bethany Baldwin defended this thesis on June 20
th

, 2013. 

The members of the supervisory committee were: 

 

   

 Juliann Woods  

 Professor Directing Thesis 

 

   

 Shannon Hall-Mills  

 Committee Member 

  

  

 Toby Macrae  

 Committee Member 

  

 

 Julie Stierwalt  

 Committee Member 

 

 

    

 

 

 

 

 

 

 

 

The Graduate School has verified and approved the above-named committee members, and 

certifies that the thesis has been approved in accordance with university requirements. 



iii 

ACKNOWLEDGMENTS 

 I would like to extend my most sincere gratitude to the three peer buddies and target child 

who participated in this study. I am also grateful to the children’s teachers and to the school 

administrators. Their collaboration and flexibility in welcoming me into their school and 

classrooms was essential to the success of this project. I am especially thankful for the support of 

the school’s speech-language pathologist. 

 To my major professor and mentor, Dr. Juliann Woods, I cannot thank you enough. I am 

incredibly grateful for your guidance and support throughout not only this project, but also 

academically and personally. You have far exceeded the role of a mentor. Thank you for sharing 

your passion and dedication to achieving meaningful outcomes for those we serve. 

 To Drs. Macrae, Hall-Mills, and Stierwalt my thesis committee, thank you for your 

collaboration, flexibility and encouragement throughout this process. You all provided unique 

and invaluable perspectives. I am grateful to your contributions both to this project and also to 

my graduate school experience.  

I am also grateful for the project ASSET (autism spectrum specialized education and 

training) grant, for the knowledge, experiences and funding I received through it. To Drs. Brown 

and Lakey, I cannot thank you enough for your time spent assisting me with the many processes 

involved in carrying out a research project. Thank you for working with my learning curve 

through IRB applications, manuscript drafts, and sigmaplot, and for your words of 

encouragement! 

 I am deeply thankful for my fellow graduate students and research assistants, Sara Hitt 

and Dana Baum, who worked hard to code buddy interactions and to measure fidelity. Your time 

and efforts to supporting both this project and me were instrumental to its success. 

 To my family, friends, and graduate cohort, thank you for your love and unwavering 

support throughout this process; it has meant the world to me.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 



iv 

TABLE OF CONTENTS 

List of Figures ..................................................................................................................................v 

Abstract .......................................................................................................................................... vi 

1. INTRODUCTION ...................................................................................................................1 

2. METHOD ................................................................................................................................8 

3. RESULTS ..............................................................................................................................14 

4. DISCUSSION ........................................................................................................................19 

APPENDICES ...............................................................................................................................24 

A. FLORIDA STATE UNIVERSITY HUMAN SUBJECTS COMMITTEE APPROVAL ....24 

B. LCS DISTRICT HUMAN SUBJECTS COMMITTEE APPROVAL ..................................28 

C. SUBJECT RECRUITMENT PHONE SCRIPT ....................................................................29 

D. FIDELITY CHECKLISTS ....................................................................................................30 

E. POST-INTERVENTION SURVEY .....................................................................................32 

F. CODING PROCEDURES .....................................................................................................34 

REFERENCES ..............................................................................................................................35 

BIOGRAPHICAL SKETCH .........................................................................................................38 

 

 

 

 

 

 

 

 

 

 

 

 



v 

LIST OF FIGURES 

1 Brian’s initiations and responses across peer-buddy participants......................................16 

 

2 Brian’s topic maintenance across peer-buddy participants ................................................17 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



vi 

ABSTRACT 

The purpose of this single case multiple-baseline design was to investigate the utility of 

using a mobile device application specifically Pictello for the iPad, as a tool to teach and support 

peer buddies to interact with a student with autism spectrum disorder (ASD). Peer-mediated 

interventions have been highly successful in improving the social skills of children who have 

autism spectrum disorder (ASD). However, the high level of support required to implement these 

interventions is not feasible for many teachers given their workload. This study explored the use 

of technology to support peers’ use of communication facilitation strategies, thereby saving 

teachers’ time and increasing opportunities for intervention. Intervention was conducted within 

the context of peer buddy interactions during typical school activities. Results demonstrated 

increased responses, initiations and topic maintenance of the target child during the intervention 

period. This research contributes to the literature on peer-mediated intervention through 

integrating evidence-based practice and technology to increase feasibility and accessibility to 

classroom teachers and other school-based professionals. 
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CHAPTER ONE 

INTRODUCTION 

As early as preschool, social-emotional deficits have been linked to later academic failure 

(Rhoades, Warren, Domitrovitch, & Greenberg, 2011).  Rhoades et al. (2011) examined the 

association between social-emotional competence and academic performance in a longitudinal 

study involving a large sample of children from low socioeconomic urban areas and found 

preschoolers' proficiency in emotion identification to be a significant predictor of first grade 

academic performance. In older children, basic social-emotional competence becomes 

increasingly more complex as language and cognition develops. In these later years, social and 

emotional skills are demonstrated through the ability to forge and maintain positive peer and 

teacher relationships, and increasing demands are placed on the ability to self-regulate emotions 

within social contexts (Valiente, Lemery-Chalfant, Swanson, & Reiser, 2008).  Valiente et al. 

(2011) found that positive social relationships and emotional self-regulation lead to higher GPA 

in children ages 7-12, while a lack of social-emotional competence was correlated with lower 

GPA. When intervention targeting social and emotional development is provided early on 

through inclusion of this content in the curriculum of preschool programs, the result is increased 

academic performance in children at risk for academic failure with the likelihood of effects 

lasting through life (Ursache, Blair, & Raver, 2012). For children with autism spectrum 

disorders, this link is especially significant. 

Typically developing children tend to naturally acquire social skills with ease through 

trial and error following parent, sibling, and other’s modeling. Children with autism spectrum 

disorder (ASD) do not. Social skill deficits are considered to be a hallmark characteristic of 

ASD. According to the DSM5 (APA, 2013), a child must present with “persistent deficits in 

social communication and social integration” to be diagnosed with an ASD. This includes social-

emotional reciprocity, nonverbal social behaviors, and the ability to establish and maintain 

meaningful relationships (APA, 2013). As early as preschool, children with ASD spend less time 

initiating, responding, and participating in peer interactions than their typically developing peers 

(Boyd, Conroy, Asmus, & McKenney, 2011). In their observational study, Boyd and colleagues 

indicated that children with ASD engage in social behaviors 8 times less than their typically 

developing peers and that the social behaviors of most of these children functioned primarily to 
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obtain tangible items or to obtain peer attention (Boyd et al., 2011). Identifying the link between 

behavior and function is an important concept in determining appropriate and effective 

intervention.  

Free and appropriate public education and evidence-based intervention for all children 

with disabilities is mandated by part B of the Individuals with Disabilities Act (IDEA, 2004). For 

elementary age students with disabilities, including ASD, classroom inclusion in any facility 

receiving federal funding is required “to the maximum extent appropriate” in accordance with 

the least restrictive environment, section 612 (IDEA, 2004). In the state of Florida, the Multi-

Tiered System of Support (MTSS) model also mandates implementation of evidence-based 

treatment for children who do not display age appropriate social skills (MTSS, 2011). In 

accordance with federal law, MTSS calls for differentiated instruction and assessment within the 

least restrictive and effective environment (MTSS, 2011). According to MTSS, differentiated 

instruction occurs through three tiers that allow teachers to match the level of support to an 

individual child’s needs; tier I includes the core instruction and universal supports provided to all 

students within the classroom setting, tier II moves into more targeted instructional supports and 

intervention for selected students who are struggling academically and/or behaviorally in the 

classroom, while tier III involves more intensive and individualized interventions for students 

requiring further support  (MTSS, 2011). To increase access to general education curriculum, 

MTSS provides necessary support within the classroom to the maximum extent possible. As 

teachers may not be prepared to offer many intensive and individualized supports within the 

classroom, children requiring tier III supports may be referred to therapy implemented outside of 

the classroom. Children with ASD who present with social skills deficits in elementary school 

often require intervention from tier II of MTSS, which calls for more individualized 

interventions and supports within the classroom (MTSS, 2011). Appropriate interventions and 

supports must be implemented in the classroom setting and response to intervention (RtI) 

assessed prior to removing children from classroom for intervention. 

Pulling children out of the classroom to teach social skills removes them from the context 

in which they must practice the skills, rendering intervention abstract. Brown, Odom, & Conroy 

(2001) recommend naturalistic interventions including peer-mediated interventions within the 

classroom for children with ASD to promote carryover of social skills to more generalized 

contexts and with a variety of communication partners. Effectiveness of intervention within the 
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classroom setting on social outcomes for children with ASD has been replicated in various 

studies across time. 

The Learning Experiences and Alternative Program for Preschoolers and their Parents 

(LEAP) is a comprehensive model for inclusion of children with ASD that is backed by over 25 

years of research and has been shown to improve the social communication of children with 

ASD (Strain & Bovey, 2011). In a randomized controlled trial by Strain & Bovey (2011), 56 

preschool classrooms were assigned to one of two groups: 1) classrooms with teachers who 

received two years of LEAP training and demonstrated implementation fidelity levels of 90% or 

higher, and 2) classrooms with teachers who  received the LEAP model manual. In this study, 

the group of classrooms that did not receive training implemented less than 40% of LEAP 

practices and generally tended to leave out the peer-mediated intervention component, which in 

turn lead to lesser gains in classroom children’s social skills than the group that was trained to 

fidelity (Strain & Bovey, 2011). The difference between the two groups’ post-intervention social 

skills levels was the most significant difference found in child outcome measures. This supports 

the value of peer-mediated intervention implemented within an inclusive classroom setting to 

maximize gains in social skills for children with ASD.   

Peer-mediated intervention is an effective, evidence-based treatment that is focused on 

creating natural opportunities for children with social-emotional deficits to learn social skills 

from their typically developing peers (McConnell, 2002; Strain, Schwartz, & Barton, 2011). 

Peer-mediated intervention has been more widely replicated through peer-reviewed studies than 

any other intervention addressing social deficits in children who have ASD (Strain & Bovey, 

2011). Peer-mediated intervention also aligns with tier II of MTSS as a more targeted 

intervention implemented within the classroom (MTSS, 2011). This treatment method calls for 

typically developing peers to implement intervention within the classroom through a peer buddy 

relationship with children who have ASD or another communicative disorder affecting social 

skills. Peer buddies are generally selected because of their own strength in the social-emotional 

realm making them a good model for those with difficulty in this area (Sperry, Neitzel, 

Engelhardt-Wells, 2010; Tremblay, Strain, Hendrickson, & Shores, 1981). Generally, peer-

buddy training sessions are conducted by a teacher or other professional to teach buddies 

facilitative strategies for communicating with children who have ASD (Goldstein, Kaczmerak, 

Pennington & Schafer, 1992; English, et al, 1997; Kohler, Greteman, Raschke, & Highnman, 
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2007; Theimann & Goldstein, 2004). Once trained, peer buddies work in dyads or triads with 

children who have ASD in a variety of natural settings across the school day while teachers 

provide prompts to keep intervention on track. Changes in social skills of the children with ASD 

are measured through behaviors such as initiations, topic maintenance, reciprocity, and a variety 

of others. 

Numerous studies have reported positive gains in the use of social-communicative 

behaviors in children with ASD through peer-mediated interventions (Goldstein, Kaczmerak, 

Pennington, & Shafer, 1992; Kohler, Greteman, Raschke, & Highnam, 2007; Odom & Watts, 

1991; Sainato, Goldstein, & Strain, 1992; Theimann & Goldstein, 2004). Goldstein and 

colleagues (1992) conducted a study in which typically developing peers were trained through 

direct instruction prior to the commencement of peer-mediated intervention implementation via 

five triads comprised of two typically developing peer buddies and one target child.  The 

children with ASD demonstrated increased positive social-communicative outcomes as a result 

of typically developing peer social behavior in triad interactions during predetermined five 

minute activities; however, high levels of teacher prompting during buddy activities likely was a 

contributing factor.  Later, Goldstein was involved in the composition of a buddy skills manual 

detailing a peer-mediated intervention model called STAY-PLAY-TALK that involved 

systematic phasing out of adult prompting and reinforcements to promote generalization 

(English, Shafer, Goldstein, & Kaczmarek, 1997a).  

The efficacy of the STAY-PLAY-TALK model was examined in a study involving four 

dyads each comprised of one target child with a disability and one typically developing peer 

(English, Goldstein, Kaczmarek, & Shafer, 1997b). Peer buddies participated in communication 

facilitation training to learn the three core strategies of the STAY-PLAY-TALK model, “Stay 

with your friend, play with your friend, and talk to your friend.” After demonstrating 

competency in the strategies, peer buddies implemented them during a variety of structured and 

unstructured “buddy” activities across the day. This resulted in increased rates of social 

communication in target children (English, et al., 1997b).   

In 2000, Laushey & Heflin examined the effects of STAY-PLAY-TALK with children in 

kindergarten. Laushey & Heflin (2000) applied buddy training to all students in two kindergarten 

classrooms and rotated peer buddies to promote generalization. The two target children with 

ASD in this study demonstrated increases in appropriate social interactions during the treatment 
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period and for one of the target children, follow-up showed outcomes that generalized to his first 

grade classroom the next year (Laushey & Heflin, 2000). Though this study showed promising 

results, further research is needed for elementary school aged children. 

In a study following a multiple baseline design, Theimann & Goldstein (2004) also 

reported positive gains in the social communication behaviors of preschool children with ASD as 

a result of peer-mediated intervention following a protocol that expanded the quantity of social 

facilitation strategies taught to peer buddies as compared with the STAY-PLAY-TALK model. 

These strategies were reviewed with peer buddies prior to each session, and researchers provided 

prompting and reinforcement to increase strategy use (Theimann & Goldstein, 2004). Additional 

growth of target behaviors over peer-mediated intervention alone was shown through written 

prompts and direct instruction that involved teaching both buddies and target children social-

communicative strategies (Theimann & Goldstein, 2004). A limitation of this study includes 

direct instruction through a written medium as children’s reading skills likely vary; as such, 

Theimann & Goldstein recommend further research involving alternate mediums for direct 

instruction of social skills (2004). 

Despite a strong evidence base supporting peer-mediated intervention, limitations of prior 

research have precluded widespread adoption of this treatment method with the exception of 

LEAP. According to Strain & Bovey (2011), hundreds of school administrators have shown 

interest in obtaining LEAP training for their staff with the expectation of a timeframe of about 1-

3 days. Since the comprehensive LEAP program requires approximately 2 years to train teachers 

to fidelity, training is not offered in part, and many school districts are unable to allocate enough 

funding and resources for a two year training program, LEAP is not a feasible option for many 

school districts. In models other than LEAP, such as STAY-PLAY-TALK, where teacher 

training is not as time and resource taxing, research clearly defines child participants’ roles, but 

the role of classroom teachers has not been clearly defined during either the buddy training 

stages of intervention or throughout implementation (Hughett, Kohler, & Raschke, 2011). This 

may be due to the large role researchers have assumed in prior studies involving peer-mediated 

intervention and minimal levels of teacher training, coaching, and support outside of LEAP. An 

additional limitation of prior research is fidelity of implementation (Hughett, Kohler, & Raschke, 

2011). Of the literature reviewed, only LEAP (Strain & Bovey, 2011) addressed fidelity of 

teacher/investigator procedures. There is a need for a simplified method of peer-mediated 
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intervention that is effective, balanced, and feasible for classroom teachers to learn and 

implement to promote widespread adoption of this intervention method. 

Technology may supply the means for achieving a method of peer-mediated intervention 

that simplifies and clearly defines the role of teachers. Technology has been used for years in the 

field of speech-language pathology to support a variety of interventions. For example, 

augmentative and alternative communication (AAC) devices are defined as high-, mid-, or low-

technology supports that are used to increase efficiency and effectiveness of communication for 

persons with an array of communication disorders including those without verbal language skills 

(Beukelman & Mirenda, 2005). Children with ASD who use AAC devices were taught to 

employ social-communicative strategies through use of their AAC device in a peer-mediated 

intervention during a game-based activity (Trottier, Kamp, & Mirenda, 2011). Wainer & 

Ingersoll (2011) discussed technology as a medium through which to conduct many different 

kinds of intervention for children with ASD, including those targeting social skills. Technology 

has also been used in professional development programs as a means to improve teacher-child 

relations in preschool classrooms (Pianta, Mashburn, Downer, Hamre, & Justice, 2008). A new 

trend in treatment of children with a variety of social and communication disorders, including 

ASD, is the use of mobile technology such as the iPad in intervention (Mintz, Branch, March, & 

Lerman, 2012). Mintz, et al. (2012) examined the user, parent and teacher ratings of a newly 

developed mobile device application, HANDS, which was designed to target social skills in 

persons with high functioning ASD. In most cases, raters indicated that they believed in the 

potential of a mobile device application like HANDS in increasing social and life skills for users 

(Mintz, et al., 2012). Technology may not only increase efficiency and effectiveness of 

communication, but also increase motivation of those using it through social validity, thereby 

proving an excellent tool in supporting intervention.  

The present study examined the use of technology to support peer’s use of 

communication facilitation strategies, thereby potentially increasing the accessibility and 

feasibility of implementation. Pictello, a mobile device application (app) available on the iPad, 

has the potential to provide desired simplification of a peer-mediated intervention program. 

Pictello features the capability of simultaneously incorporating pictures, text, and sound through 

computer synthesized voice and/or digitized recording of a live voice, and has been used to 

create social stories for children with ASD in addition to a variety of other applications. In a 
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recent study, Pictello was used to support intervention implementation as a personalized 

vocabulary teaching support (Marturana, 2012). Results included increases in caregivers’ use of 

targeted intervention strategies and children’s use of targeted vocabulary through a technology-

supported intervention using Pictello to teach and reinforce new skills (Marturana, 2012). The 

current study utilized Pictello to promote intervention fidelity and to support peer buddy training 

using principles from the STAY-PLAY-TALK method by English, et al (1997). STAY-PLAY-

TALK was selected as the delivery vehicle of peer-mediated intervention in this research 

because it has been replicated in many peer-reviewed studies and is simple to both teach and 

learn (Kohler, et al, 2007; Tsao & Odom, 2006; English, et al, 1997). The following research 

questions were addressed: 

1. To what extent does technology supported peer mediated intervention result in increased 

initiations and responses of the target child over time? 

2. To what extent does this intervention result in increased topic maintenance of the target 

child over time? 

3. Do teachers rate implementation of this intervention model as feasible? 
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CHAPTER TWO 

METHOD 

Participants and setting 

One first-grade male child, Brian, who was identified with ASD and three typically 

developing peers, Luke, Troy, and Karin, participated in this study. The intervention was 

conducted at a Tallahassee area elementary school in the classroom and implemented across 

three contexts as determined through collaboration on part of the researchers and teachers. The 

contexts included recess, lunch, P.E., and art.  

Luke, Troy, and Karen were selected as peer buddy participants by teacher 

recommendation and after meeting criteria established for quality peer mediators in an 

observational study by Tremblay, Strain, Hendrickson, and Shores (1981). The students’ teacher 

rated the students according to time spent in rough-and-tumble play, share, play organizer, 

assistance, and affection. A diagnosis of language delay/disorder was ruled out via teacher and 

speech-language pathologist (SLP) report as such a diagnosis might have interfered with the 

investigation. The Clinical Evaluation of Language Fundamentals Screening Test, 4
th

 Edition 

(CELF-4 Screener; Semel, Wiig, & Secord, 2004) was administered by a graduate student 

clinician prior to inclusion in this study. Each of the three typically developing first graders 

received the same peer buddy training. Informed consent was obtained from each of the 

children’s parents or guardians and assent was obtained from the peer-participants prior to 

inclusion in this study. 

Brian’s diagnosis of ASD was confirmed through parent report and educational 

information. The Children’s Communication Checklist, 2
nd

 Edition (CCC-2; Bishop, 2006) was 

administered prior to initiation of intervention in order to assess pre-treatment communication 

status. It was also administered immediately after the treatment period. Informed consent was 

obtained from Brian’s mother and assent was obtained from Brian prior to inclusion in this study. 

The Institutional Review Board at Florida State University (see Appendix A) and Leon 

County School District (see Appendix B) approved the research and associated consent and 

assent forms. The participants were recruited based upon teacher recommendation and parental 

consent. The school speech-language pathologist made initial contact with the parents to 

introduce the project. The student researcher then contacted interested families over the phone 
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using a script (see Appendix C) to explain the purpose and scope of the project in depth. All 

parents were given the option of a face-to-face meeting with the researchers; however, only 

Brian’s parents elected to meet.  

Measures 

 The CELF-4 Screening Test was administered to the peer buddy participants to screen for 

a language delay that potentially could interfere with intervention. The CELF-4 Screening Test is 

a reliable criterion-referenced screener that is intended to identify a need for evaluation of 

language disorders in the following areas: expressive, receptive, grammar and syntax. It takes 

approximately 15 minutes to completion and was administered by the graduate researcher. To 

pass the screener, each of the peers needed to receive the criterion score of 16. Luke received a 

19, Karin a 23, and Troy a 23, each receiving a passing score on this measure.  

 The CCC-2 was completed by Brian’s classroom teacher and school SLP both pre- and 

post-intervention as a norm-referenced, standardized measure of Brian’s communication. This 

assessment examines the following areas of communication: speech, syntax, semantics, 

coherence, initiation, scripted language, context, nonverbal communication, social relations, and 

interests. The CCC-2 is a parent/caregiver rating scale that takes approximately 10 minutes to 

complete and addresses many skills that are characteristic deficits of persons with ASD and 

specific language impairment (SLI). The CCC-2 has high test-retest reliability and is intended to 

identify children who are at risk for ASD and/or SLI to refer on for further testing. There are two 

important scores derived by the CCC-2, the social interaction difference index (SIDI) and the 

general communication composite (GCC). The SIDI is used to identify social differences that 

may be indicative of ASD. Children who have a SIDI of -11 or less are considered to be at risk. 

The GCC measures all areas of language. Prior to the intervention period, Brian fell within the 

6
th

 percentile on the GCC with a SIDI of -18 as scored by his school speech-language 

pathologist. As scored by his classroom teacher, he fell within the 1
st
 percentile on the GCC with 

a SIDI of -12. Post-intervention, he received a GCC within the 6
th

 percentile and a SIDI of -13 as 

measured by the speech-language pathologist. As scored by his classroom teacher, his GCC 

percentile was .4 with a SIDI of -7.   

 During the intervention period, data were collected on initiations, responses, and topic 

maintenance during interactions between the target child and peer buddies. The data were 

recorded on the “Tracking Social Interaction” data collection form (English, et al, 1997a). This 
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data collection form allows researchers to record data according to initiations, responses, and 

topic maintenance simply and in an organized fashion following the flow of natural 

conversations. For the purposes of this investigation, on-topic responses were recorded as 

responses with a clear connection to the topic at hand. To be considered on-topic, the topic 

relevancy needed to be clear to Brian’s communication partner as judged by the researcher. 

Topic maintenance was recorded through the percentage of on-topic responses Brian used during 

the intervention. 

Experimental Design and Overview of Procedures 

 A single case multiple-baseline design across peer buddy participants was used to 

evaluate the impact of a technology-supported buddy skills program on a child with ASD’s 

initiations, responses, and topic maintenance. Four intervention phases included: (a) pre-training, 

(b) baseline, (c) intervention, and (d) maintenance. Intervention occurred over 8 weeks across a 

semester, with some interruptions due to Florida Comprehensive Assessment Testing and other 

schedule-impacting factors. Teacher ratings of feasibility of implementation and fidelity of 

implementation were also measured. 

Pictello  

 The mobile application (app), Pictello, was used on an iPad during intervention. The 

features and flexibility of  this multimedia storytelling app allowed for standardization of 

individual training across peer buddy participants. During both pre-training and individualized 

buddy trainings, the peer-buddy participants learned and reviewed social communication 

facilitation strategies included in STAY-PLAY-TALK. These strategies are “stay with your 

friend,” “play with your friend,” and “talk to your friend” (English, et al., 1997a). Strategies 

were directly taught through a series of stories on the app that were supported by pictures, text, 

and audition.    

Baseline 

  Baseline was established prior to peer buddy pre-training to determine a predictable 

pattern of interaction between dyads prior to intervention. Six baseline data points were taken 

through 5-min observations across two daily school activities each day, one structured activity 

(P.E. or art) and one unstructured activity (lunch or recess).  Brian’s social interaction skills 

including initiations, responses, and topic maintenance and with whom the interactions occurred 

were recorded online by the researcher. The observer tracked data using the “Tracking Social 
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Interaction” data collection form developed by English et al. (1997). Baseline data was again 

collected during a post-training phase across three, five, and seven 5 minute sessions across peer 

buddy participants to determine the effects of pre-training alone.  

Pre-Training  

 Peer buddy pre-training followed the STAY-PLAY-TALK training protocol outlined in 

the manual developed by English et al (1997). Pre-training occurred over the course of 5 group 

“lunch bunch” sessions involving only the peer buddies. The first session involved introductions 

and rapport-building. The following two sessions focused on increasing sensitivity to different 

styles of communicative attempts that someone with ASD might use through pictures, videos, 

brainstorming sessions and role play scenarios. The final two sessions focused on introducing the 

principles of STAY-PLAY-TALK through pictures, discussion and role play scenarios. All peer 

buddies received and participated in the same pre-training. Peer buddies demonstrated mastery of 

pre-training and readiness for peer buddy sessions through successfully using the STAY-PLAY-

TALK principles three times in role play scenarios during pre-training. 

Post-Training 

 Baseline data was again collected on the three dyads during a post-training phase across 

three, five, and four 5 minute sessions across peer buddy participants to determine the effects of 

pre-training alone. Procedures from the initial baseline phase were followed. 

Intervention  

 Peer buddy sessions began after all three peer buddies successfully completed pre-

training, and baseline-levels of dyad interactions were established. Each peer buddy participant 

began individualized training sessions at week-long staggered intervals. Due to absences and 

time constraints of the project, Troy began the intervention phase as the third peer buddy. Luke 

was randomly selected of the remaining two buddies to begin the intervention phase first. Karin, 

by default, began second.  At the beginning of each day preselected for peer buddy intervention, 

STAY-PLAY-TALK principles were reviewed via a picture story on Pictello during individual 

sessions. These sessions were conducted in a quiet area of the classroom or in the hallway. As 

the peer buddies learned to use Pictello after one introduction, they largely navigated the stories 

independently with researcher assistance when requested. Peer buddy comprehension was 

checked by the researcher through questions and discussion of key concepts after each story was 

reviewed. In addition to STAY-PLAY-TALK strategies, the Pictello stories also included 
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information pertinent to researcher prompting and reinforcement so as to support fidelity of 

implementation on part of both the researcher and students.  

Peer buddy sessions occurred across two different activities each day of implementation. 

One buddy worked with the target child during each session. For the purposes of this study, a 

“session” was defined as training and two 5-minute intervention intervals, or “buddy time,” 

across two different activities.  Each buddy was told prior to “buddy time” when to begin using 

strategies and when he/she was to stop. “Buddy time” occurred during one structured (P.E. or 

art) activity and one unstructured (lunch or recess) activity each day.  

Researcher prompting occurred during buddy sessions after one minute of no interaction. 

The researcher provided a verbal cue to the peer buddy as a reminder to use one of the three 

communication facilitation strategies discussed during STAY-PLAY-TALK training. 

Reinforcement was provided after each activity through verbal praise. 

Maintenance  

 During the maintenance phase, baseline procedures were again resumed. All training, 

prompting, and reinforcement ceased to determine whether Brian’s initiations, responses and 

topic maintenance with his peer buddies would maintain intervention levels or return to baseline 

levels. 

Reliability  

 Graduate student research assistants were trained to 80% inter-rater reliability with the 

researcher prior to the commencement of the intervention phase of the project. Percent reliability 

was calculated based upon agreement with the researcher’s score. During training, disagreements 

were discussed after the observation and prior to calculating reliability. Post-training, coding was 

conducted entirely independently without discussion. A minimum of 30% of all weekly 

intervention sessions were coded by two raters. Throughout the treatment period, inter-rater 

reliability ranged from 79% to 82%. 

Fidelity, Feasibility, and Social Validity 

Fidelity of implementation was assessed through fidelity checklists (see Appendix D) 

completed online by a graduate student research assistant at a minimum of once per week for 

45% of all intervention sessions. The checklist outlined researcher procedures including 

appropriate prompting and reinforcement. Feasibility and social validity were assessed through a 
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survey (see Appendix E) at the end of the intervention period in which the classroom teacher and 

school speech-language pathologist rated peer-mediated intervention. 

Data Analysis 

 Observational data were graphed and analyzed via visual inspection. Brian’s initiations 

and responses across peer buddy participants were graphed using Sigma Plot graphic software 

(http://www.sigmaplot.com/products/sigmaplot/sigmaplot-details.php). Topic maintenance was 

graphed via Microsoft Word and expressed as a ratio of on-topic interactions to total number of 

conversational turns in terms of initiations and responses across peer buddy participants.  
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CHAPTER THREE 

RESULTS 

 This study examined the functional relationship between the social interaction skills of a 

child with ASD and the implementation of a technology-supported, peer-mediated intervention 

package. Additionally, teachers’ impressions of feasibility and social validity were examined 

through post-intervention questionnaires to determine the accessibility of implementation outside 

of a research context. Frequency of initiations and responses were recorded across four 

conditions in a variety of structured and unstructured activities. Topic maintenance was recorded 

as a function of on-topic to total number of responses. The results for each of the three dyads are 

graphically displayed in the following figures.  

Initiations and responses 

The effect of this intervention package on Brian’s frequency of initiations and responses 

was analyzed through visual inspection of graphed data. Figure 1 shows Brian’s initiations and 

responses across peer-buddy participants at all phases of the intervention. At baseline, Brian did 

not participate in social interactions with Luke, Karin, or Troy. After completion of group pre-

training, a post-training baseline was collected to determine the effects of sensitivity training and 

introduction of communication facilitation strategies without direct instruction to implement 

strategies. Luke and Brian participated in a social interaction during recess once post -training. It 

was later determined that this interaction was prompted by the classroom teacher. Brian did not 

participate in any social interactions with Karin or Troy after introduction of the pre-training 

condition. Visual inspection of the data indicated that the pre-training condition alone did not 

have a lasting effect for any of the three dyads. 

 Brian’s social interactions increased in the intervention phase as measured by greater 

frequency of initiations and responses (See Appendix F for a detailed description of coding 

procedures). After the commencement of the intervention phase, Brian’s social interactions 

increased across all three peer-buddy participants. Each dyad demonstrated immediate use of 

STAY-PLAY-TALK strategies, and Brian’s initiations and responses increased for the first data 

point. Brian’s interactions with Luke were the most variable, but the trend showed increases over 

baseline, with the exception of overlapping data during session 11. Data with Karin maintained a 

steadily increasing positive trend, while Brian’s interactions with Troy maintained more of a 
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consistent level well above baseline. Troy was absent for sessions 9, 10, and 11. Across all peers, 

Brian participated in a range of two to 20 initiations and responses throughout buddy sessions 

during the intervention phase. 

 Figure 1 shows that while Brian did increase frequency of social interactions at levels 

above baseline during intervention, he did not continue this increased frequency in the 

maintenance phase once the intervention was withdrawn. The peer buddies also did not continue 

to use STAY-PLAY-TALK strategies at intervention rates. During maintenance, Luke used 

STAY-PLAY-TALK strategies a total of six times across the four data points, Trent used the 

strategies twice, and Karin did not demonstrate any instances of strategy use. In each dyad, 

Brian’s rate of initiations and responses returned to baseline levels. 
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Figure 1. Brian’s initiations and responses across peer-buddy participants. 
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Topic maintenance 

 Figure 2 shows the average ratio of on-topic interactions to total number of 

conversational turns taken by Brian during each of the intervention phases. It should be noted 

that during instances in which there were no social interactions observed within dyads, topic 

maintenance was scored as 0.  

 During baseline, Brian did not participate in social interactions with Luke, Karin, or 

Troy. As such, he did not show topic maintenance. After the pre-training condition, social 

interactions were observed only between Brian and Luke, with Brian’s average topic 

maintenance reaching .22. During the intervention phase, Brian’s on topic interactions increased 

to an average of .81 across peer buddies, and an average of .91, .72, and .81 for Luke, Karen, and 

Troy, respectively. Maintenance of social skills post-intervention was observed with only Luke 

and Troy hence Brian did not show topic maintenance during the maintenance phase with Karen. 

His average topic maintenance was .33 for both Luke and Troy during the maintenance phase. 

Figure 2 clearly shows that Brian’s topic maintenance improved during the intervention phase. 

This is similar to the increased number of social interactions he participated in during 

intervention.   
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Figure 2. Brian’s topic maintenance across peer-buddy participants. 
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Social Validity and Feasibility 

 The results of the post-assessment survey administered to Brian’s classroom teacher and 

school speech-language pathologist (SLP) indicate that this peer-mediated intervention package 

as supported through the iPad and Pictello had overall high levels of social validity. Both 

indicated that they were neutral as to whether Brian’s social communication skills increased as a 

result of the intervention, but did indicate that the intervention package was successful in 

supporting positive relationships between Brian and his typically developing peers, in supporting 

Brian’s communication, in supporting the peer buddies, and in increasing Brian’s inclusion in the 

activities of his typically developing peers. They also both indicated that the intervention was 

motivating to the peer-buddy participants. 

 Feasibility of implementation was also addressed in the same post-intervention survey. 

The SLP indicated that she “strongly agreed” that this intervention package is feasible to 

implement, that it would decrease the amount of time she would need to spend working one-on-

one with peer buddies, that she was interested in using this intervention package and that she will 

use peer-mediated intervention in the future. Brian’s teacher indicated that she “somewhat 

agreed” that this intervention package is feasible to implement, that it would decrease the amount 

of time she would need to spend working one-on-one with peer buddies, and that she was 

interested in using this intervention package to increase feasibility of implementation within the 

classroom. She indicated that she was “neutral” as to whether she would or would not use this 

intervention package in her classroom in the future.  

Fidelity 

 Fidelity of implementation was addressed at least one time per week for 45% of all 

intervention phases through fidelity checklists specifically outlining researcher procedures 

throughout pre-training, training, and buddy time. The intervention was implemented with 99% 

fidelity across intervention phases.  
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CHAPTER FOUR 

DISCUSSION 

 As the availability of technological resources in the classroom continues to grow, it 

becomes increasingly important that research examining the utility of technological support in 

classroom instruction and intervention remains current. There has been an exponential increase 

in funding used to purchase technology in recent years and teachers feel increased pressure to 

utilize technology in the classroom (Miranda & Russell, 2012). For teachers who do not view 

technology as beneficial to teaching a wide scope of information and skills, this transition has 

proved difficult (Miranda & Russell, 2012). In their study on technology in elementary 

classrooms, Miranda and Russell hypothesize that a potential roadblock to increased use of 

technology to support instruction and intervention in the classroom is in part due to a relative lag 

in the research. Just as many classroom teachers potentially struggle with implementing peer-

mediated interventions due to accessibility and feasibility, they struggle to integrate technology 

into the classroom to support the individual needs of their students while providing curricular 

instruction (Hew & Brush, 2007). As such, this study contributed to the research by integrating 

technology with an evidence-based intervention within the practical context of the everyday 

classroom. The results of this project support the efficacy of the peer-mediated program as 

supported by the mobile device application, Pictello. 

 Social communication interventions for children with ASD in the schools require active 

collaboration of teachers, SLPs, and support staff to obtain best outcomes (Hart & Whalon, 

2011). In this study, impressions were examined from the perspectives of both speech-language 

pathology and the field of teaching. The researcher found that the program provided many 

benefits including ease of implementation and time savings through the use of Pictello. The peer 

buddies learned Pictello after one introduction to the mobile device application and navigated the 

instructional stories independently. Pictello also provided a level of standardization thereby 

increasing fidelity of peer-training across participants during the intervention phase. Each story 

also provided clear guidelines as to the roles and responsibilities of the peer buddies and 

researcher. 

The surveys administered to Brian’s teacher and school SLP indicated that the 

intervention overall was socially valid and feasible to them, though the classroom teacher 
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indicated that she was “neutral” as to whether she would implement the program, while Brian’s 

SLP indicated that she “strongly agreed” that she would. Brian’s classroom teacher expressed on 

several instances the high expectations placed on her as a teacher, and concern regarding the 

addition of new responsibilities. The expectations placed on her are not uncommon; many 

teachers report being overwhelmed by increasing expectations to meet curriculum needs while 

differentiating instruction and managing the classroom (Chesley & Jordan, 2012). Despite 

apprehension regarding implementing the program herself, Brian’s teacher did indicate that the 

intervention package as supported by Pictello would increase feasibility, making the intervention 

more accessible within the context of her classroom. She also indicated that it was effective in 

supporting positive relationships between Brian and his peers. 

 Observations of Brian’s behavior during baseline characterized him as socially 

withdrawn with a majority of interactions during the observed activities limited to adult 

communication partners. These observations were congruent with previous research regarding 

the quality and type of communicative interactions of children with disabilities prior to social 

skills interventions (English et al., 1997a). Brian also frequently participated in self-talk, 

stereotypic behaviors and other non-social activities during baseline observations. Additionally, 

as reported by the school SLP and as observed both within and outside of baseline observations, 

Brian’s responses to bids for interaction by teachers and/or peers were often characterized as 

seemingly irrelevant or “off topic.” Krebs, McDaniel and Neeley (2010) reported similar 

findings on topic maintenance in two students with ASD during the baseline phase of their study. 

They reported increased percentages over baseline of on topic responses throughout each 

intervention phase (Krebs, McDaniel, & Neeley, 2010).  

Upon implementation of the pre-training phase of the intervention, the peer buddies 

showed comprehension of STAY-PLAY-TALK strategies through role-play scenarios and 

answering questions about the strategies. However, as evidenced by the data, sensitivity training 

and strategy introduction alone did not result in increased social communication between the 

peer buddies and target child. This is consistent with prior research examining the STAY-PLAY-

TALK model (Theimann & Goldstein, 2004). Direct intervention including prompting and 

reinforcement was necessary to promote generalization of the peer buddies’ strategy use from a 

teaching context to application in the targeted activities. 
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During the intervention period, Brian’s level of initiations, responses, and topic 

maintenance increased during “buddy time” across all three peers. It was also noted that Brian 

spent less time in self-talk and stereotypic behaviors as compared with baseline. This is 

consistent with previous research findings that peer-mediated intervention for children with ASD 

resulted in not only increased social engagement, but also correlated with decreases in 

stereotypic behavior (Lee et al., 2007). Brian’s increased initiations and responses indicate that 

he was engaged in social interactions more frequently, leaving less time for stereotypy and other 

non-social activity. 

Of the peer buddies, Luke required the most intensive prompting and reinforcement to 

support his implementation of the strategies. An extrinsic reinforcement in addition to verbal 

praise was provided on the third day of the intervention period. The researcher planned to throw 

a pizza party for all of the participants at the end of the intervention period that was intended to 

be a surprise; however, Luke began losing motivation to participate in “buddy time” after an 

altercation with Brian during P.E., and said that he did not want to be Brian’s buddy anymore. 

As such, Luke was told that he could “earn” the party by continuing to participate. Despite being 

asked to keep the party a secret, Luke excitedly told Karin and Troy about the party just after 

Troy began the intervention phase. As such, all three had some level of tangible reinforcement 

for participation. This served as a motivator for the students; however, the possibility exists that 

it may have indirectly contributed to the relatively low levels of maintenance. 

Brian’s maintenance of initiations and responses was minimal for Luke’s and Troy’s 

dyads, while Brian did not show any maintenance with Karin. Topic maintenance also showed 

little evidence of maintenance across two of three peers. Brian did not maintain any social 

interaction skills with Karin; however, she also ceased using communication facilitation 

strategies. The relatively low levels of maintenance seen in this study were likely due to the 

relatively short length of the intervention period. Recent research showing strong generalization 

to a maintenance phase was more intensive, with sessions occurring up to five times per week 

and across over 40 sessions (Hughett et al., 2011; Lee et al., 2007). In other studies, increased 

intervention time also allowed the researchers to fade prompting and reinforcement (Hughett, et 

al., 2011). Due to the length of this intervention, minimal prompt fading occurred only for Karin 

as she began to use the strategies independently. It is likely that with an increased intervention 

phase, Luke and Troy might have begun to use the strategies independently as well.  
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The intervention was implemented within the context of structured and unstructured 

activities including recess, lunch, P.E., and art. The intervention activities were determined 

through collaboration of Brian’s classroom teacher, school SLP and the researcher. The activities 

worked well as vehicles for this intervention package due to the social flexibility of the activities. 

Classroom-based, academic peer-partnerships and groups have also been used as activities in 

other peer-mediated studies (Laushey & Heflin, 2000; Hart & Whalon, 2011). An implication for 

future research might involve utilization of a technology-supported peer-mediated intervention 

package within the context of academically-based peer-partnerships and groups.      

As a single case multiple-baseline design implemented within the school setting, inherent 

limitations of this research include the possibility of high variability of treatment conditions. The 

intervention was individualized to meet the needs of the target child and peer-buddy participants. 

Brian was also continuing to receive his regular communication intervention through school-

based speech and language services. Due to the individualization of the intervention and limited 

sample size, the results should be carefully interpreted and cannot be generalized to a larger 

population.  

Additional limitations include the relatively short intervention period and subsequent lack 

of prompt fading. The intervention length was restricted by the school’s clearance procedures, 

schedule changes due to field days, state testing, plays, and finally by the school year ending. 

Another limitation of this study is the lack of a generalization activity. Brian’s schedule with his 

typically developing peers did not allow additional time for an additional intervention activity. 

As a preliminary study on the effects of technology-supported, peer-mediated intervention, it is 

recommended that future research be conducted with a lengthier intervention period, a 

generalization activity, and systematic prompt fading to promote generalization and 

maintenance. 

 As previously discussed, peer-mediated interventions have been more widely replicated 

in research than any other social skills interventions for children with ASD (Strain & Bovey, 

2011).  However, this method of intervention has relatively low levels of replication outside of a 

research context. This study serves as a pilot for increased use of technology support in peer-

mediated studies to further examine the effects of technology on feasibility. The use of 

technology in education is rapidly expanding as increased funding is directed toward technology 

and teachers are pressured to use technological resources (Miranda & Russell, 2012). It has been 
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the case with traditional peer-mediated interventions that teachers simply do not have the time to 

achieve the level of fidelity necessary to successfully implement these interventions (Strain & 

Bovey, 2011). Through harnessing readily available technology, we can increase the feasibility 

of implementation as peer training becomes standardized. Feasibility is further increased through 

interweaving fidelity support into the intervention through the same technology used to teach 

peers. Using technology to simplify teacher-time intensive interventions is the next step for not 

only peer-mediated, but also many other traditionally time-intensive interventions. 
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APPENDIX A 

FLORIDA STATE UNIVERSITY HUMAN SUBJECTS 

COMMITTEE APPROVAL 

APPROVAL MEMORANDUM 

Date: To: 01/31/2013 

 
Juliann Woods <jwoods@fsu.edu> 

Address: 1200 
 

Dept COMMUNICATION DISORDER
 

From: Thomas L. Jacobson, Chair 

 
Re: Use of Human Subjects in Research 
Using a mobile social story application in peer mediated intervention for students with Autism Spectrum Disorders 

 

The application that you submitted to this office in regard to the use of human subjects in the research proposal 

referenced above has been reviewed by the Human Subjects Committee at its meeting on 11/21/2012 

Your project was approved by the Committee. 

 
The Human Subjects Committee has not evaluated your proposal for scientific merit, except to weigh the risk to the 

human participants and the aspects of the proposal related to potential risk and benefit. This approval does not 

replace any departmental or other approvals which may be required. 

 
If you submitted a proposed consent form with your application, the approved stamped consent form is attached to 

this approval notice. Only the stamped version of the consent form may be used in recruiting research subjects. 
 

If the project has not been completed by 
11/20/2013 

you must request a renewal of approval for continuation

of the project. As a courtesy, a renewal notice will be sent to you prior to your expiration date; however, it is 
your responsibility as the Principal Investigator to timely request renewal of your approval from the Committee. 

 
You are advised that any change in protocol for this project must be reviewed and approved by the Committee prior 

to implementation of the proposed change in the protocol. A protocol change/amendment form is required to be 

submitted for approval by the Committee. In addition, federal regulations require that the Principal Investigator 

promptly report, in writing, any unanticipated problems or adverse events involving risks to research subjects or 

others. 

 
By copy of this memorandum, the chairman of your department and/or your major professor is reminded that 

he/she is responsible for being informed concerning research projects involving human subjects in the 

department, and should review protocols as often as needed to insure that the project is being conducted in 

compliance with our institution and with DHHS regulations. 

 
This institution has an Assurance on file with the Office for Human Research Protection.  The Assurance 

Number is IRB00000446. 
 

Cc: Juliann Woods <jwoods@fsu.edu>, Advisor  

HSC No. 2012.9



25 

INFORMED CONSENT FOR PEER BUDDY PARTICIPANTS 

 
I freely and voluntarily and without element of force or coercion, consent to my child’s participation in 

the “Technology Supported Peer-Mediated Intervention” project. 

 
This research is being conducted by Dr. Juliann Woods, Ph.D., CCC-SLP, and Beth Baldwin, B.S., who is a 

graduate student at the Florida State University in the department of Communication Sciences and Disorders. I 

understand that the purpose of their research project is to gain a better understanding of how the mobile 

application Pictello as used on the iPad may support a peer buddy program to increase the social communication 

skills for persons with autism spectrum disorders (ASD). I understand that my child may be removed from the 

classroom to receive individualized and group training sessions over the course of this 8 week study for no longer 

than 10-20 minutes per training session, and for no more than 3 times per week. He/she will be sensitized to 

different communication styles of persons with disabilities and taught to use communication facilitation strategies 

with persons who have disabilities. 

 
I understand that my child’s participation is totally voluntarily and I may stop his/her participation at any time. All 

personal data will be kept confidential to the extent allowed by law and all information associated with my child 

will be identified by a subject code number. My child’s name and personal information will not appear in any of the 

results. 

 

I understand that all risks have been minimized in this study, and that the benefits may include increased knowledge 

of the communication styles of persons with disabilities and strategies to facilitate communication with said 

persons. However, there is a possibility that no direct benefits will be perceived at home or at school. Your child’s 

participation in this study may result in improvements in the social communication of a child with ASD. This will 

provide evidence for technology supported peer-mediated intervention that may be used by teachers in your child’s 

school and other schools. 

 
I understand that data will be collected by FSU researchers and students. My child’s personal information will not 

be recorded on any of the data sheets. 

 
I understand that this consent may be withdrawn at any time without prejudice or penalty. I have been given 

the right to ask and have answered any inquiry concerning the study. Questions, if any, have been answered to 

my satisfaction. 

 

I understand that I may contact Ms. Beth Baldwin (***) ***-****, Florida State University, or the Department of 

Communication Disorders (850) 644-2253 for answers to questions about this research or my rights. If I have 

further questions about my rights as a parent of a subject/participant in this research, or if I feel that my child and/or 

I have been placed at risk, I can contact the Chair of the Human Subjects Committee, Institutional Review Board, 

through the Office of the Vice President for Research, at (850) 644-8633. 

 
I have read and understand this consent form. 
 

 
 
 
 
 
 

Participant’s Parent and/or Legal Guardian  Date 
 

 

FSU Human Subjects Committee Approved on 1/29/2013. Void after 11/20/2013. HSC # 2012.9201 
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INFORMED CONSENT 
 
I freely and voluntarily and without element of force or coercion, consent to my child’s participation in 

the “Technology Supported Peer-Mediated Intervention” project. 

 
This research is being conducted by Dr. Juliann Woods, Ph.D., CCC-SLP, and Beth Baldwin, B.S., who is a 

graduate student at the Florida State University in the department of Communication Sciences and Disorders. I 

understand that the purpose of their research project is to gain a better understanding of how the mobile 

application Pictello as used on the iPad may support a peer buddy program to increase the social communication 

skills for persons with autism spectrum disorders (ASD). I understand that my child will not be removed from the 

classroom to receive intensive intervention or individualized training. He will participate in peer buddy 

intervention sessions during different activities across the day in which trained “peer buddies” will mediate 

intervention to teach social communication skills. 

 
I understand that my child’s participation is totally voluntarily and I may stop his/her participation at any time. All 

personal data will be kept confidential to the extent allowed by law and all information associated with my child 

will be identified by a subject code number. My child’s name and personal information will not appear in any of the 

results. 

 

I understand that all risks have been minimized in this study, and that the benefits may include increased social 

communication and friendship skills. However, there is a possibility that no direct benefits will be perceived at 

home or at school. In the event that your child’s social communication skills do improve, this will provide evidence 

for technology supported peer-mediated intervention that may be used by teachers in your child’s school and other 

schools. 

 

I understand that data will be collected by FSU researchers and students. My child’s personal information will not 

be recorded on any of the data sheets. 

 
I understand that this consent may be withdrawn at any time without prejudice or penalty. I have been given 

the right to ask and have answered any inquiry concerning the study. Questions, if any, have been answered to 

my satisfaction. 

 

I understand that I may contact Juliann Woods (***) ***-**** or Beth Baldwin (***) ***-**** for answers to 

questions about this research or my rights. If I have further questions about my rights as a parent of a 

subject/participant in this research, or if I feel that my child and/or I have been placed at risk, I can contact the 

Chair of the Human Subjects Committee, Institutional Review Board, through the Office of the Vice President for 

Research, at (850) 644-8633. 

 

I have read and understand this consent form. 
 

 
 
 
 
 
 
 

Participant’s Parent and/or Legal Guardian Date 
 

 
 
 
 

FSU Human Subjects Committee Approved on 1/29/2013. Void after 11/20/2013. HSC # 2012.9201 
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STUDENT ASSENT FORM 

 

 

Do you remember the permission form that your parent(s) signed for you to participate in this 

project?  Even though your parent(s) has(have) given permission for you to be in this project, 

your participation is voluntary—this means that you are free to decide whether or not you want 

to be in the project. If you want to stop doing the project at any time, you can stop.   

 

If you agree to participate in this project, you will sometimes participate in “peer buddy” 

sessions. This means that some of your classmates will talk and play with you during activities 

like lunch, recess, and music. You will be buddies! All that you have to do is play and talk to 

them. 

 

Do you have any questions?    

If you have any more questions, you can contact me, Beth Baldwin at (***) ***-****, or Dr. 

Juliann Woods at (***) ***-****, jwoods@fsu.edu.  You can also ask your parents if you have 

questions. If you have any questions about your rights as a subject/participant in this research, or 

if you feel you have been placed at risk, you can contact the Chair of the Human Subjects 

Committee, Institutional Review Board, through the Vice President for the Office of Research at 

(850) 644-8633. 

You will be given a copy of this form to keep. 

 

 

Date: ______________________ 

 

This study has been explained to me and any questions I had have been answered.  I would like 

to take part in the study.  I have read and understood the contents of this form and I voluntarily 

agree to participate. 

 

Student Name:                                                                                                  (Print) 

 

 

Student Signature:  

 

 

 

 

 

 

FSU Human Subjects Committee Approved on 1/29/2013. Void after 11/20/2013. HSC # 2012.9201 
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APPENDIX B 
 

LCS DISTRICT HUMAN SUBJECTS COMMITTEE APPROVAL 

Ms. Baldwin,�

 �

The following researchers have been approved by Leon County Schools.  Researchers on this list may 

begin entering Leon County Schools on Monday, February 11
th

.  Please notify these researchers that 

they may begin their research in LCS on the above date. 

 �

 

Jessica Waters�

Field Placement Coordinator�

Office of Academic Services & Intern Support�

Florida State University College of Education�

(850) 644-3583�

jwaters2@fsu.edu�

 

FSU� Research� Sprg� 2013� Baldwin� Bethany� SCSD� Woods/Baldwin�
Desoto 
Trail�

1/28-
5/17�

M-
F�

McClung� Janice�
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APPENDIX C 

SUBJECT RECRUITMENT PHONE SCRIPT 

Researcher: Hello Mrs./Mr. __________. My name is Beth Baldwin and I am contacting you 

regarding a research study that we would like to begin with your child at ________ elementary 

school. Your child’s teacher indicated that your child would be a good candidate for this study 

and that you were interested in learning more about the project. Participation in this project is 

completely voluntary and you and your child’s decision to participate or not will not affect your 

child’s performance in school. This project is developed as a way to support the social skills and 

interactions of all children. Specifically, we are interested in learning how peer buddies can 

support interactions with children who have challenges in the areas of social communication, 

including children with autism spectrum disorder (ASD). Peer buddies are children who use a 

variety of social skills and are interested in learning ways to play and interact with children in 

their class who often play by themselves. Your child’s teacher thought that your child might be a 

good choice for a peer buddy. If your child participated in the study, we would administer 

screening assessments to describe your child’s communication status including but not limited to 

areas such as expressive and receptive language, and social communication skills. After the 

screening, peer buddies will participate in small group brief learning sessions on ways to help 

other children interact. All sessions will be conducted in your child’s classroom and his/her 

teacher will be present. The sessions will be interactive and will include a story on a iPad and 

opportunities to role play. After the sessions, your child would be encouraged to try out what 

he/she has learned by interacting with another child. We would then take data on how you child 

communicates during “peer buddy” sessions. Is this project something you might be interested in 

your child participating in? What questions can I answer for you? If you are interested in 

considering participation, I will give your child’s teacher a consent form for you to read over. 

After reading the consent, please contact me with any questions and at that point, if you decide to 

participate, you can sign it and send it back in. Thank you! 
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APPENDIX D 

FIDELITY CHECKLISTS 

Group lessons 

Researcher: ________________________ Date:__________ Observation start time:__________ 

Subject: ___________________________ Session #:_______ Observation end time:___________ 

Checklist Item: Complete: Observations: 

1. Group lessons occur in an isolated location to 

avoid environmental and/or other distractions. 

□  

2. Lesson introduced. 

 

□  

3. Discussion/review of appropriate strategies. 

 

□  

4. Each child given opportunity to participate. 

 

 

□ 

□ 

□ 

 

5. Conclude by checking comprehension of 

concepts with each child. 

 

□  

6. Verbally reward children for participating. 

 

□  
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Individual lessons and buddy sessions 

Researcher: ________________________ Date:__________ Observation start time:__________ 

Subject: ___________________________ Session #:_______ Observation end time:___________ 

Checklist Item: Complete: Observations: 

1. Individualized buddy lessons occur in an 

isolated location to avoid environmental 

and/or other distractions. 

□  

2. Pictello story reviewed. □  

3. Discussion/review of STAY strategy. □  

4. Discussion/review of PLAY strategy. □  

5. Discussion/review of TALK strategy. □  

6. Buddy told when to begin using strategies. □  

7. Prompting after one minute of no interaction 

between buddy and target child. 

(Write NA next to box if no prompting was necessary) 

Min 1: □ 

Min 2: □ 

Min 3: □ 

Min 4: □ 

Min 5: □ 

 

8. Buddy told when to stop using strategies. 

Verbal cue    □ 

Visual cue     □ 

□  
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APPENDIX E 

POST-INTERVENTION SURVEY 

Social validity and feasibility of implementing peer-mediated intervention 

 

Position: ________________________ Date:__________  

Please circle the number that corresponds to the extent to which you agree or disagree with the following statements 

regarding peer-mediated intervention (PMI). 

Strongly   Somewhat  Neutral  Somewhat  Strongly 

Disagree        Disagree    Agree   Agree 

1   2   3   4   5 

 

1. Overall, this PMI package was effective in supporting the communication of a child in my classroom with an 

autism spectrum disorder (ASD). 

1   2   3   4   5 

 

2. This PMI was effective in supporting the establishment or continuance of positive relationships between the 

students participating as peer buddies and student(s) with ASDs. 

1   2   3   4   5 

 

3. The use of technology, specifically the use of an iPad, as part of this PMI package was effective in supporting 

students participating as peer buddies. 

1   2   3   4   5 

 

4. Pictello, the mobile application used on the iPad, was effective in supporting students participating as peer 

buddies. 

1   2   3   4   5 

 

5. Pictello, the mobile application used on the iPad, was motivating to students participating as peer buddies. 

1   2   3   4   5 

 

6. Student(s) with ASD showed improved social communication skills after implementation of this PMI package. 

1   2   3   4   5 
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7. After enrollment in this PMI package, student(s) with ASD were socially included more by their peers than 

prior to this study. 

1   2   3   4   5 

 

8. I feel that this PMI package is feasible to implement in my classroom. 

1   2   3   4   5 

 

9. I feel that Pictello decreases the amount of time I would need to spend working one-on-one with peer buddies 

were I to implement PMI in my classroom. 

1   2   3   4   5 

 

10. I would be interested in using Pictello to increase feasibility of implementation of PMI in my classroom. 

1   2   3   4   5 

 

11. I will use PMI in my classroom in the future. 

1   2   3   4   5 

 

12. Please provide any additional comments below. 
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APPENDIX E 

CODING PROCEDURES 

Tracking Social Interactions data sheet will be used during each peer buddy session to record 

social interactions between peer buddies, the target child, and others in terms of initiations, 

responses, and turn taking. All observations will be recorded over 5 minute intervals. 

� Each communication turn will be recorded on a new column. If there are instances of 

multiple persons talking at once, those interactions may be recorded on the same column. 

� Observational data need only include those interactions which are proximal to the target 

child.  

� Initiations: Attempt to start interaction with another person. May be verbal or gestural 

(i.e., child taps another on the shoulder, waves, etc.) It must be clear who the initiation is 

directed toward. Self-talk does not count as an initiation, but should be recorded in a 

comment on the back of the data sheet.  

� Responses: Verbal or gestural reply to another’s comment, question, etc. Nodding yes/no 

does count as a response. Following commands also count (i.e., if another student asks 

for a crayon and the target child gives the child a crayon that will count as a response). 

� Off topic responses should be carefully monitored and recorded according to the 

instructions on the TSI data sheet. Off topic responses include responses that do not have 

a clear connection to the topic of conversation that is at hand. The connection must be 

clear to the communication partner to be considered on topic.  

� Additional and extensive observational comments should be written on the back of the 

data sheets. Please write comments from an objective and observational stance. 

Comments should be free of observer’s judgment. 
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