CHAPTER 5

Understanding and
Assessing the Play
of Children with ASD

Patricia A. Prelock

QUESTIONS TO CONSIDER

In this chapter, principles of early play development will be identified, and defini-
tions of play will be provided. You will discover some of the interrelationships that
have been identified to explain the development of play, language, and cognition in
children and the implications these interrelationships have for children with autism
spectrum disorders (ASD). You will learn about the challenges in play development
that affect the ability of children with ASD to engage in a range of play activities.
Strategies for observing and profiling play will be discussed as part of assessment,
leading to intervention planning and goal setting. The disablement framework de-
scribed in Chapter 3 will be applied to this aspect of assessment for children and
adolescents with ASD. As you read this chapter on play assessment, consider the
following questions:

1. What principles guide early play development, and how is play
defined?

2. What arc the relationships among play, language, and cognition
that have implications for children with ASD?

3. What are the challenges in play reported for children with ASD?

4. How can play profiles be used to assess the strengths and challenges
of children with ASD in this core deficit area?

5. What areas of play assessment should be considered across the three
dimensions of the disablement framework?
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ntroduction

Several theoretical perspectives have been influential in our understanding
of play. Two theorists in particular, Piaget (1962) and Vygotsky (1978), have
described the central role of play in the overall development of children.
Piaget’s constructivist view suggests that play is an intrinsically motivated
and self-initiated activity that supports the acquisition of different ways of
thinking and behaving (Wolfberg, 1999). Children achieve satisfaction and
joy in the independent experience of constructing their knowledge through
actions on objects and within events.

Although Vygotsky shares Piaget's recognition of play as part of a child's
developing symbolic function, he conceptualizes play as a more social ac-
tivity, in which a child represents behavior characterized by rules and imagi-
nation. This Vygotskian, or sociocultural, view suggests that a child in play
constructs and transforms shared meanings and skills, values, and beliefs
inherent in his or her culture (Wolfberg, 1999). Vygotsky further defines a
“zone of proximal development” created by play. This zone is “the distance
between the child’s developmental level as determined by independent prob-
lem solving and the level of potential development as determined through
problem solving under adult guidance or in collaboration with more capable
peers” (1978, p. 86). ,

It seems that children’s play development is socially connected to adult
scaffolding, which supports the children's ongoing experiences and learning.
A social-constructivist view seems to best explain my experience with the
development of play—that is, children construct their knowledge through
their experience with objects, actions, and events, sharing the meaning, val-
ues, and beliefs of a familiar social context. For children with ASD, the con-
struction of knowledge may be limited or constrained in form and content
because of their difficulty connecting with the social context. The use of
adult support becomes highly important if children with ASD are to expand
their experiences and increase their learning,

Impairment in play is described as part of the communication deficit
defined for autism in the Diagnostic and Statistical Manual of Mental Dis-
orders—Fourth Edition (DSM-IV; American Psychiatric Association [APA],
1994) and its text revision (DSM-IV-TR; APA, 2000). Specifically, “lack of
pretend play” has been characterized as having a central role in the diagnosis
of and intervention with children with ASD. It is important to recognize the
interrelationships between play, language and communication, and social
development, as mentioned in Chapter 4. However, this entire chapter is
devoted to the assessment of play in children with ASD so that practitioners
can understand the powerful role that play has in the overall development
and social success of this population.
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Principles of Play Development

Play is an ongoing, complex area of exploration influenced by culture, his-
tory, and religion (Sutton-Smith & Kelly-Byrne, 1984). It has been a difficult
area to define because of the variable theoretical orientations described in
the literature and the heterogeneous nature of play (Wolery & Bailey, 1989).
It is not time, age, setting, or form specific.

Some basic characteristics or principles of play have been identified,
however. Play is voluntary, pleasurable, and intrinsically motivated; it requires
active engagement and is flexible and nonliteral (Burghardt, 1984; Garvey,
1990; King, 1986; Sutton-Smith & Kelly-Byrne, 1984; Weininger & Daniel,
1992; Wolfberg, 1995, 1999). Children are active learners who explore their
world to make sense of it. Early on, children use their motor learning (reach-
ing out, pulling up, moving around, seeking stimulation) to figure out ac-
tively what is happening in the world. This learning is also affected by envi-
ronmental variables, such as the context in which the exploration takes place
and the stresses experienced by children during their active learning.

Children also learn through physical experience, social interaction,
and reflection. They have a powerful need to make sense of everything they
encounter through manipulation, smell, taste, and performing actions on
objects. Children use their own activities to construct and reconstruct their
understanding of their world. Further, they need feedback from the physical
and social environments to either confirm or challenge their understanding
of the world.

Some have made a distinction between early exploration and play, sug-
gesting that children learn how to use the information they gather through
exploration in their actual manipulation of objects or situations in play (Hutt,
1979, Nourot, Scales, Van Hoorn, & Almy, 1987). Others believe play be-
gins the moment a child is able to take an object in hand and bring it to the
mouth or before the eyes (McCune, 1986). Whether making a distinction
between exploration and play is important or not, it is valuable to consider
the ways in which play has been classified and the importance of symbolic
or pretend play in assessment.

Classifications of Play

Whatever perspective is held for describing the nature of play, it is important
to understand the different ways that play has been categorized. Notions
of play taxonomies or stages of play provide a useful framework for play as-
sessment. For example, Parten (1932) classified play in the context of social
participation. She defined six types of play:

* unoccupied (no real evidence of play other than standing, sitting,

moving around others);
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* onlooker (watching other children play, possibly talking and provid-
ing suggestions without engaging in the play);
* solitary (independent play with toys, with no effort to engage with
other children};
‘ * parallel {independent play alongside or among other children):;
‘ * associative (engaged in common activities and interests with other
children, although loosely organized): and
® cooperative (organized with other children around a particular pur-
| pose involving making something, dramatizing a situation, or play-

ing a game).

Piaget (1962) described three sequences or stages of play, which begin
with sensorimotor practice play in the first year of life, move to symbolic play
in the second year of life, and then to games with rules by the fourth year of
life. Smilansky (1968) also proposed sequences of play, indicating that one
stage of play would predominate at any given time, although overlap was
likely. She defined four play stages, three of which mirrored those proposed
by Piaget:

* functional—simple motor activities, including repetitious manipula-
tions (similar to Piaget's sensorimotor practice play in year 1);

* constructive—sustained creative activity around a simple theme;

* dramatic—also described as symbolic, an accumulation of the skills

and experience from the previous stages, with increased social
awareness (similar to Piaget's symbolic play in year 2); and

* games with rules—play organized around rules and requiring a child's
ability to adjust (similar to Piaget's games with rules in year 4).

i Based on their observations of 40 infants, Belsky and Most (1981) de-
| veloped a play sequence that recognized the relationship between play and
| exploration in very young children. Twelve different stages were defined in
: their study, several of which shared the characteristics specified by Piaget
(1962) and Smilansky (1968). These stages included:

* mouthing (indiscriminate),

* simple manipulation (visually guided and lasting at least 5 seconds),

* functional (visually guided with information gained),

* relational (relating play materials in unexpected ways),

* functional-relational (relating play materials in expected ways),

¢ enactive naming (unconfirmed pretense activity like holding a
phone to the ear without making talking sounds),

* pretend self (pretense behavior related to self like drinking from

an empty cup), and
¢ pretend other (pretense behavior related to others like having a
doll drink from an empty cup).
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MecCune (1986) classified play into two broad categories, sensorimotor
exploration and pretend play. She further classified pretend play into several
subcategories, including presymbolic schemes, self-pretend, decentered pre-
tend, pretend play combinations, and planned pretend. Her subcategories of
pretend play were similar to those proposed by Belsky and Most (1981). A
presynibolic scheme involves a young child’s first meaningful encounter with
objects. The action is the meaning held for the child, since the child is not
able at that point to represent meaning. In self-pretend, a child is aware of
“pretend,” but the activity focus is the child’s body. When pretend is extended
beyond the child, it is known as decentered pretend play. Once several ac-
tors or receivers of action occur, the activity is a pretend play combination.
The final subcategory of pretend, planned pretend play, exists when a child
indicates that the activity was preplanned. That level of play also requires
symbolic identification of one object with another.

Symbolic or Pretend Play

The classification of play as symbolic or involving pretense is of particular
interest in the assessment of children with ASD, because a lack of pretend
play has been suggested as part of the core deficit (APA, 1994, 2000 Weth-
erby & Prizant, 1992, 1993). Symbolic play is referred to by several terms,
including pretend (pretense) play, representational play, and sociodramatic |
play. The common element is the expectation that a child is representing |
or substituting objects in play (Belsky & Most, 1981; Bergen, 1988; Piaget,
1962; Wetherby, 1992). Leslie (1987), however, proposes two less traditional
expectations. The first is that symbolic play involves primary representation,
in which a child codes objects or events as they are. The second involves
meta-representation, in which a child recodes the primary representation. At
the very least, pretend play is a reflection of children’s ability to manipulate
their external world through symbols or representations made internally. A
suspension of reality allows children to treat objects as if they were some-
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thing else. :
It is generally agreed that symbolic or pretend play begins during the
second year of life, around 14 to 19 months of age (Bates, O'Connell, &
Shore, 1987; Belsky & Most, 1981; Bergen, 1988; Fewell & Kaminski, 1988;
McCune, 1986; Piaget, 1962; Wetherby, 1992). A shift or progression to-
ward pretense becomes evident at about 12 months, beginning with object
decontextualization and moving to self-other relationships, object substitu-
tions, and sequential combinations (Bergen, 1988). Early on, pretend play is
described as more solitary play, in which children substitute realistic pretend
objects for the actual objects. With advancement in pretend play, the social
context becomes more important than the representation of objects (Saltz &
Saltz, 1986). Even further advancement leads to the development of fictional
characters and situations, as is characteristic of sociodramatic play. In that
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context, rules are established based on the roles that are assigned and as-
sumed. The rules typical of pretend play provide an internal consistency to
the play that supports problem solving.

Examples of pretend play are frequently observed in preschool class-
rooms as children use a variety of play materials and props in different ac-
tivities. Some of these activities might include

* make believe (child takes on characteristics of an object or person
and acts out a sequence);

* exploration of an object;

* creation of stories supported by graphic representations using art
materials;

* use of construction material to support a pretend theme or action
sequence;

* manipulation of buildings and people as the environment and
characters for a story;

* implementation of a sequence of events or actions that are related
to one another, as in dramatic play; and

* implementation of more complex schemes sustained for longer
periods, involving several children negotiating a narrative play
scene with established rules, as in sociodramatic play.

The preschool environment is an obvious context in which to assess not only
the opportunities for pretend play but also those play activities in which chil-
dren engage. It is a setting for highly imaginative play among peers, which
supports the development of children’s social competence (Singer & Singer,
1990; Wolfberg, 1999). Through play, children are able to express intimacy
and affection toward their peers and begin to establish friendships (Hartup
& Sancilio, 1986).

Little research has been done on the development of play as children
approach middle childhood, although children are thought to abandon make-
believe for somewhat more complex play experiences around that time
(Piaget, 1962; Wolfberg, 1999). The opportunity for pretend play is often
limited in elementary school, where organized sports and games with rules
are substituted. But the desire to pretend is sustained through children’s in-
dividual fantasies, imaginary characters, and dramatic play with miniatures,
dolls, and peers (Wolfberg, 1999). The establishment of friendships and as-
sociations with particular peer groups becomes a priority during this time.

Relationships Among Play,
Language, and Cognition

Play is an important medium for the intellectual, linguistic, emotional, and
social development of children (Fewell & Kaminski, 1988; Wolfberg, 1999).
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More important, there also appears to be a developmental sequence char-
acteristic of play that parallels that of language and cognitive development
{Bates et al., 1987; Fewell & Kaminski, 1988).

Wetherby (1992) describes progressive levels of play comparable to the
major stages of language development. Under the age of 12 months, children
are exploring objects and performing actions on those objects at the same
time that intentional communication is developing. Around 12 to 18 months
of age, when children are using realistic objects directed toward self and
combining two objects in play, their first words appear. At 18 to 24 months,
children are using realistic objects directed toward others and demonstrate
single-action schemes with several objects and receivers of actions, combin-
ing at least four objects (Bates et al., 1987; Wetherby, 1992). It is at this
time that word combinations are observed. During the transition from 2 to
4 years, children begin to use objects symbolically and engage in related
action schemes combining four to six objects and pretending without props.
Linguistically, this is a time when children exhibit sentence grammar. By the
time children reach age 4, they are engaging in sociodramatic play, taking on
roles and cooperating with others, as they develop their skills in discourse.

Westby (1980, 1988) highlights similar parallels in the development
of play and language, describing 10 stages of play and associated linguistic
skills. These parallels are presented below:

e Stage I (9—12 months), appropriate toy use—no true language; some
communicative intent and joint attention

« Stage Il (13-17 months), purposeful toy exploration, multiple motor
schemes—first words are variable and context dependent (e.g., say-
ing “swing” when sitting on a swing but not when seeing it); com-
municative functions increase

e Stage III (17-19 months), symbolic play directed toward self, such
as pretending to drink from a cup—true verbal communication;
using words with several functional and semantic relationships

* Stage 1V (19-22 months), play moves beyond the child, such
as feeding a doll-—word combinations; expanding semantic
relationships

e Stage V (24 months), routine and familiar events or experiences
are represented in play—functional and semantic relationships
appear in short phrases and sentences

e Stage VI (30 months), less familiar events or experiences are repre-
sented in play using realistic props—responding to wh-questions,
using wh-question forms (excluding “why") at the beginning of
sentences

e Stage VII (36 months), play themes combined into episodes with
multiple schemes—use of past tense and future verbs

o Stage VII (36-42 months), play is less dependent on realistic props;
includes scripts that have been observed but not experienced
vocabulary expansion; use of dialogue and indirect requests
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* Stage IX (42—48 months), play themes are more organized and
elaborate—use of modals and conjunctions; appropriate response
to “why” questions

* Stage X (60 months), play themes include events never observed
or experienced; play is planned and monitored—use of relational
terms like when, first, next

More recently, Westby (2000) redefined her developmental play scale
to include two phases, presymbolic and symbolic. In the presymbolic phase,
there are two levels roughly commensurate with Stages I and 11 of her original
Symbolic Play Scale Checklist (Westby, 1980). In the symbolic phase, there
are eight levels relatively paralleling Stages I1I through X in the original scale.
Westby continues to refine her description of the development of symbolic
play, specifying the props, themes, organization, roles, and language used in
play and highlighting the form, content, and function of language (Patterson
& Westby, 1998; Westby, 2000). The framework for examining play and lan-
guage that Westby describes has valuable implications for assessment.

The theoretical relationship between play and language has at its foun-
dation the work of Piaget and Vygotsky (G. Fein, 1979). It is clear that these
theorists shared some assumptions about development. For example, both
saw mental development as constructed and organized through a sequence
of qualitative changes in experience. They also recognized the role of sym-
bolic play in preschool language, literacy, and art activities (Berk & Winsler,
1995). Differences are evident, however, in the influence they assigned to
biological and cultural factors. G. Fein (1979) described those differences as
stemming from Vygotsky’s belief that symbolic play reduced the tension be-
tween unrealizable desires and substitutes for gratification and Piaget’s view
of symbolic play as a consolidation of past experience. Vygotsky also believed
language had an important referential function in play; Piaget saw a minor
role for language in play, suggesting that language and play are independent
of one another in both development and use. Thus, although there is sup-
port for a relationship that suggests play contributes to the development of
language, the parallels are not exact. Further, play and language can and do
operate independently of each other. Nevertheless, it is important for practi-
tioners to consider potential relationships between play and language in their
assessment of individual children with ASD. Such relationships may provide
some insight into intervention strategies that can support the children’s play,
language, and social interaction.

Considering the relationship of play to cognition, play helps children
recognize that objects have functions other than those originally intended.
That recognition facilitates children’s ability to solve problems, imagine, and
create (Libby, Powell, Messer, & Jordan, 1998). The flexibility and creativity
characteristic of play foster innovation in how children think and problem
solve. Pretend play, in particular, helps children to think differently about
objects, supporting their ability to generalize their learning and to develop
more abstract conceptual relationships.
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Piaget's constructivist view of development recognized the role of
children’s self-regulated and independent play in the construction of knowl-
edge (Piaget, 1962; Van Hoorn, Nourot, Scales, & Alward, 1993). Through
children's self-effort and initiative, they learn to modify what they know and
how they interpret their experiences. Vygotsky's view—that every function
occurs first at a social level and then at an individual level (Van Hoorn et al.,
1993; Vygotsky, 1978)—adds to the understanding of the development of
play and its role in cognition. Consistent with Vygotsky's notion of the “zone
of proximal development,” play with capable peers stretches children’s learn-
ing. Play experiences lead to more ideas, enhanced associations, and greater
opportunities to make logical connections.

Challenges in Play for Children with ASD

Reflecting on the core deficits and behavioral symptoms often reported
for children with ASD, it is not difficult to understand the challenges this
population experiences in using play to support their language and learning.
The transactional nature of play includes an expectation of joint attention
and contingent responding (Wolfberg, 1999). In addition, a certain social
finesse is required when children are planning, coordinating, and cooperat-
ing within group play activities. These expectations for participating in the
play experience place children with ASD at a great disadvantage. Particular
areas of challenge exist in the principles of play and in the development of
symbolic play and creativity or imagination in children with ASD. Several
views are offered in the literature to explain the play impairment in autism.

Applying the Principles of Play
to Children with ASD

As stated earlier in this chapter, play is voluntary, pleasurable, and intrin-
sically motivated for most children. Repeated experiences and familiarity
with objects, routines, and events increase the pleasure of and motivation for
playing in those contexts. For children with ASD, who often limit their novel
experiences and have difficulty initiating across contexts, the pleasurable,
voluntary, and motivating aspects of play may not be realized. Motivation in
play might also be dictated by the predictable, repetitive nature of activities
that do not require shifts in attention or abstract or symbolic connections. .
Further, it may be difficult to recognize the pleasure children with ASD J
do experience in play activities because of their poorly developed affective
signaling.

In addition to the voluntary, pleasurable, and motivating aspects, other
principles define children’s play as flexible, nonliteral, and requiring active
engagement—characteristics that are frequently absent in children with
ASD (Wolfberg, 1999). Given the opportunity to play freely, children who
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have ASD are most likely to isolate themselves socially and exhibit repetitive
or stereotypic actions on objects with few variations (Wing, Gould, Yeates, &
Brierly, 1977). Lack of flexibility and a tendency toward isolation in play are
evident in the following example of a 4-year-old boy with ASD:

Mark was playing with a small train that he pushed around a small
round track over and over again. When peers or adults approached him,
he moved the train set closer and closer to a corner of the room where
no one else could interfere with his play with the train. When an adult
attempted to add a variation to his play by placing a character in one of
the cars for a ride, he removed the character and said, “No!”

Children with ASD tend to play less and exhibit less diverse func-
tional play. They also demonstrate less elaborate functional play and fewer
actions than do other children with and without a variety of disabilities
(McDonough, Stahmer, Schreibman, & Thompson, 1997; Riguet, Taylor,
Benaroya, & Klein, 1981; Stone, Lemanek, Fishel, Fernandez, & Altemeier,
1990; Ungerer & Sigman, 1981; Williams, Reddy, & Costall, 2001). An ex-
ample of less elaborate and diverse functional play is shown in the following
example of Brian, a 5-year-old boy with ASD:

Brian was in a kindergarten classroom composed of children with and
without disabilities. The teacher had set up a sociodramatic play area
that was a house with a kitchen and living room. As the other children
engaged in a variety of dramatic play episodes, taking on roles as Mom,
Dad, Baby, or Sibling, Brian stood near the kitchen set. He placed a
spoon in each of the cups that were on the table. When given a baby
doll to feed, he pushed the doll aside.

The perspective of individuals with autism is also informative about
why they might exhibit particular play behaviors. Barron (2001), an adult
who has described his life experiences with autism, characterized his early
play as being less diverse and elaborate, isolating, and serving a functional
need. His actions on objects and tendency to manipulate objects in a certain
way were attempts to gain comfort, control, and security in his life. It seems
important, then, for practitioners not only to observe play and its context
during assessment, but also to determine the possible function the play may
serve for the child with ASD.

Challenges in Symbolic Play and Creativity
or Imagination in Children with ASD

Children with ASD are also described as specifically impaired in their sym-
bolic play (Baron-Cohen, 1987: Charman et al,, 1997; Libby et al., 1998;
Riguet et al., 1981; Rutherford & Rogers, 2003; Stone et al., 1990; Ungerer
& Sigman, 1981; Wulff, 1985). Studies in symbolic play in autism, however,
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are plagued with methodological problems, particularly related to the match-
ing of groups, the definitions of symbolic play, and the conditions under
which play is assessed (Jarrold, Boucher, & Smith, 1993). Some research
investigating ways to elicit, teach, or model play in children with ASD indi-
cates that a capacity for symbolic play that is not spontancously exhibited
may exist in this population {Charman & Baron-Cohen, 1997; Jarrold et al.,
1993; Lewis & Boucher, 1988; McDonough et al.,, 1997; Riguet et al., 1981).
Children with ASD appear to have an understanding of the notion of pre-
tense similar to that of children without ASD (Jarrold, Smith, Boucher, &
Harris, 1994). Further, research indicates that more formal or structured
assessments of play may yicld better performance in children with ASD than
assessments under spontaneous conditions (McDonough et al., 1997, Un-
gerer & Sigman, 1981). Consider the following example of play behavior in
Carla, a 4's-year-old with ASD in an integrated preschool classroom:

The sociodramatic play area was designed to represent a doctor’s office.
There were also a kitchen set and a dollhouse in close proximity. While
most of the children were engaged in a variety of sociodramatic play
episodes related to a visit to the “doctor’s office,” Carla stood on the
outside of the group near the dollhouse. She typically took the people
characters and slid them off the roof of the dollhouse. When an adult
approached, she looked and then continued having the people char-
acters climb to the top of the roof and slide off. The adult took one of
the people characters to the front door of the house and knocked on the
door, asking if anyone was home. Carla opened the door, and when the
adult asked, "Can | come in?" Carla said “Yes!” The dialogue continued
as the adult modeled the character sitting on the couch. Carla then
brought one of the characters she had been sliding off the roof to sit on
a chair that was next to the couch.

Although Carla initially had a less diverse and more perseverative interac-
tion with the objects of play, increased variation in use of the objects and in
type of play occurred following the modeling and prompting strategies of the
adult play partner.

Creativity, a frequently reported deficit of children with ASD, requires
an ability to generate novel representations through various manipulations of
images (Craig & Baron-Cohen, 1999). In three experiments examining the
imagination and creativity of children with autism and Asperger syndrome,
Craig and Baron-Cohen found that children with ASD can generate novel
changes to objects but do so to a lesser extent than children without ASD.
Additionally, these novel changes are based more in reality than in imagina-
tion. In the following example, Carla (the little girl with ASD described in
the previous example) shows some creativity in her ability to imagine a dif-
ferent way to use a particular play object, although it is reality based:

Carla removed the roof from the dollhouse. She set it on the floor and
slid over it just as she had done with the wooden characters previously.
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! She then turned the roof upside down. She stepped into it and rocked
it back and forth while calling it a “boat.”

The experimental results on creativity in children with ASD reported
| by Craig and Baron-Cohen (1999) suggest important connections to theory
of mind (the ability to understand another’s perspective) and, thus, to social
understanding and communication. Rutherford and Rogers (2003) confirm
connections between deficits in pretend play and theory of mind for children
with ASD. The creativity and imagination component of ASD, however, re-
quires further research.

Explanations for Impairment
in Play in Children with ASD

Jarrold et al. (1993) summarized several hypotheses to explain the play im-

pairment in autism, based on an assimilation of the methodological concerns

and the experimental evidence gained through play research in children with
: ASD. The broad categories include a deficit in competence, performance, or
| both. Meta-representational and social impairments are used to explain the
i competence deficit. From a meta-representational perspective, children with
ASD are perceived to lack the symbol system necessary to form second-
order representations and solve problems that require an understanding of
f the mental state of others (Brook & Bowler, 1992). Children with ASD may
either fail to develop theory of mind, for which symbolic play is an impor-
tant prerequisite, or take longer to reach that capacity than other children
of a similar developmental age (Baron-Cohen, 1989). The explanation that -
children with ASD fail to develop theory of mind falls short, however, when
one considers their ability to demonstrate play in more structured situations
(Jarrold et al., 1993). From a social impairment perspective, the argument
5 is that the failure to engage in social situations and the inability to form
social-affective relationships, as well as a poorly coordinated representation
of self and others, impair symbolic play development (D. Fein, Pennington,
] Markowitz, Braverman, & Waterhouse, 1986; Rogers & Pennington, 1991).
: This account suggests differences in the level of impairment for physical and
f social pretends (Jarrold et al., 1993).
f Jarrold and colleagues (1993) describe a motivational, central executive
E and generative impairment to explain a specific performance deficit in the

play of children with ASD. Some clinical researchers suggest that reduced

interest in play, poor task completion, and difficulty generalizing skills hint
| at a lack of motivation in children with ASD (Koegel & Mentis, 1985; Lord,
; 1985). Although evidence to support that view is lacking, it could explain
positive changes noted in play following intervention. Difficulty carrying
out volitional acts and decreased saliency of mental schemas versus physical
reality indicate a central executive impairment in the development of sym-
bolic play (Lewis & Boucher, 1988; Russell, Mauthner, Sharpe, & Tidswell,
1991). Similar to the central executive impairment, the generative impair-
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ment indicates difficulties for children with ASD in the creation of internal
representations, even without the interference of external actions like per-
severations. The repetitive, stereotypic nature of play, the lack of spontane-
ous play, and the ability to respond to prompted play reported for children
with ASD support both a central executive impairment and a generative
impairment view (Jarrold et al., 1993; McDonough et al., 1997).

It may be that the deficits in symbolic play described for children with
ASD have both competence and performance components. The combina-
tion view hypothesizes that children with ASD have later developing symbol
systems (competence) that are poorly used (performance) (Jarrold et al.,
1993). The implications are that symbolic play would be affected in spon-
tancous contexts for those children who have developed a symbol system
and that children who have yet to develop a symbol system are less likely to
benefit from elicited or instructed contexts (Jarrold et al., 1993). Given the
variation in communication profiles for children with ASD and the relation-
ships between language and play, assessment needs to consider the potential
interactions and create contexts in which both play competence and play |
performance can be assessed. It is also important to assess the generaliza- |
tion of play skills across contexts, given the rigid, more gestalt-like learning
style of children with ASD, as discussed in Chapter 4.

Creating Profiles of Play
Strengths and Challenges

Preparation for intervention around play requires a clear understanding of
both the knowledge and the execution of play that children with ASD ex-
hibit. There are several considerations for practitioners as they develop play
profiles for children with ASD. First, a child’s understanding of the world
must be defined. This can be done through observation by practitioners who
can identify the interactions among play, language, and social cognition and
describe the strategies children use to problem solve. Second, a clear un-
derstanding of the child's ability to explore and experiment with objects is
needed. Practitioners must be able to describe how children with ASD learn
about the physical properties of objects, the range of strategies they use for
exploration (e.g., tactile, visual, auditory), and their attempts to combine
strategies in their exploration and experimentation. Third, a child’s learning
through play is affected by environmental variables. Therefore, practitioners
must know the environment and the stresses characteristic of that environ-
ment that are likely to affect the play competence and performance of a child
with ASD. Fourth, children with ASD often lack the social competence to !
establish a mutual play focus with peers and may not be able to communicate
their play interests or interpret those of others (Wolfberg, 1999). Practitio-
ners must carefully observe the opportunities for peer play and the impact of
the social context on the play of children with ASD. Finally, the play of chil-
dren with ASD may be different in structured and unstructured situations.
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Research suggests that symbolic play, in particular, may be facilitated under
prompted or modeled conditions (Charman & Baron-Cohen, 1997; Jarrold
et al., 1993; Lewis & Boucher, 1988; McDonough et al., 1997, Riguet et al.,
1981; Wolfberg, 1999). Therefore, practitioners need to observe sponta-
neous play, as well as play that is elicited through prompting or modeling.

Profiling the play strengths and challenges of children with ASD re-
quires practitioners to ask at least the following questions:

¢ In what ways does this child use objects?

¢ [n what ways does this child explore objects?

* How does language affect this child’s play?

* How does the social context affect this child’s play?

¢ How does this child’s independent play look in comparison
to peer play?

* Does this child’s play look different in structured versus
unstructured situations?

¢ What happens when play is prompted or modeled?

e What might happen if the context was changed?

¢ Have the duration and contexts of observation been sufficient
to create a valid profile of this child’s play behavior?

These questions guide practitioners in their pursuit of learning what chil-
dren with ASD know about their world through play.

Play Assessment Across Impairment,
Activity, and Participation

Play assessment is useful for learning how children play with practitioners
versus how they play in their own world. Play assessment that addresses the
ICF (World Health Organization [WHO], 2001) dimensions of disability (as
described in Chapter 3) takes multiple forms, including record review, inter-
view, observation in structured or natural environments, and the use of for-
mal assessment tools appropriate for the age of the child. It is important that
assessment in this area of deficit for children with ASD consider all three
dimensions of disability—impairment, activity, and participation—in light
of personal and environmental contextual factors. This ensures that inter-
ventions developed and planned for a child with ASD will be responsive to
each of the levels. Table 5.1 describes the dimensions of disability proposed
by the WHO and the relevant play assessment areas for children with ASD.

Record Review

A current and historical perspective on the play development and perfor-
mance of children with or suspected of having ASD is an important compo-
nent of the assessment process. The development of play has a role in early



TABLE 5.1
Dimensions of Disability and Aspects of Play To Be Assessed in Children with ASD

Impairment: Function and
Structure at the Body Level

-

-

*»

L 4

-

Motivation
Joint attention

Understanding of use of
objects and actions

Functional use of objects and
actions

Understanding of symbolic
use of ohjects and actions
Symbolic use of objects and
actions

Pretend with self

Pretend with others

Variation in the use of objects
Variation in actions performed
on ohjects

Flexibility in play themes
Social competence

Theory of mind

Understanding and use of
nonliteral language

Negotiation

Context

Understanding and Assessing Play

Activity: Performance
at the Person Level

Quality and quantity of skill per-
formance; what child can and
cannot do in everyday activities:

* simple activities (e.g., inde-
pendent play with objects or
toys, tilling and emptying
containers, block building,
running on the playground,
climbing, throwing a ball) in
structured and unstructured
situations; and

* complex activities (e.g., board
games, organized sports,
drama, role playing, story-
telling, drawing, writing,
constructing, dialoguing)
in structured and unstruc-
tured situations.

Participation: Involvement
at the Societal Level

Compared to the standard or
norm for participation of other
children without disabilities,
participation in typical activities:
* school,
* home,

¢ play dates and overnights,

.

recreational programs,

SPOLts programs,

* friendships, and

¢ other community activities
or programs.

* Personal: Age, gender, other health conditions, past and current experiences, educational level, fitness,

lifestyle, habits, coping styles, or other personal-social characteristics.

¢ Environmental: Societal attitudes, cultural norms, laws, educational systems, architectural characteristics,

or other environmental conditions.

and differential diagnosis (see Chapter 1). The lack of symbolic play devel-
opment early on raises concerns (Baron-Cohen, Allen, & Gillberg, 1992,
Baron-Cohen et al., 1996). Practitioners should carefully examine early re-
ports and records of play development, as well as changes in development
following intervention. Documentation of children’s early play experiences

is also critical.

Interview

As mentioned in Chapter 3, interviewing is an important component of the
assessment process, and it has a critical role for obtaining valuable information
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; about a child’s play competence and performance. Interviews should be con-
i ducted with those individuals (e.g., parents and teachers) who have had a
consistent opportunity to observe a child’s play and know how a child en-
gages in play with a variety of partners across multiple environments. Fur-
| ther, it is important to have an understanding of the child’s early social play
experiences with other children.

A sample format for completing a home or school play assessment in-
terview for children with ASD can be found in Figure 5.1. Both grand and
| mini tour questions (as described in Chapter 3) are identified to facilitate
| gathering information about a child’s play through general descriptions and
specific examples.

Observation

To gather relevant information that will guide a practitioner in intervention
| planning, it is important to observe play during both elicited and spontane-
ous conditions. Research suggests that the potential for play in children with
ASD might not be realized in unstructured contexts and that play can be
elicited in more prompted or modeled conditions (see Jarrold et al., 1993, for
a review). Therefore, it is important to assess play across several contexts.
Further, the practitioner needs to observe long enough to have an accurate
picture of the behavior.

? Due to the potential play strengths and challenges experienced by chil-
. dren with ASD across a variety of situations, observations should be made in
the following contexts:

¢ in elicited contexts, through prompting or modeling,
® in unstructured situations,

* in independent play,

* in peer play, and

¢ at home, at school, and in the community.

The observer must carefully examine the symbolic, social, and language
dimensions of play to begin defining the steps that may facilitate play
performance.

Woltberg (1995) developed a framework for observing play, noting that
many play-based assessments fail to consider more subtle and individual
variations in the play of children with ASD. Typically, play-based assessments
; follow a linear process, examining play from simple to complex activities.
: That approach fails to consider the dissociations in development reported
for children with ASD, however. Wolfberg's framework for observing play
includes both a symbolic and a social dimension. She recommends that the
practitioner identify the play of children with ASD across four categories in
the symbolic dimension:

* no interaction (no play with toys; self-stimulatory actions that do not
involve toys);
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Play Assessment Interview

Child’s name: Date:
Interviewee: Interviewer:

Grand Tour Questions

Id like to talk about _______ play experiences.

1. Tell me, in general, how plays:

Probes: with objects:

with siblings or peers:

in structured situations:

in unstructured situations:

with familiar toys:

in predictable activities:

with new toys:

in new activities:

2. Yesterday, at this time, did ________ play? Tell me what happened.

Mini Tour Questions

You gave me a general description of

play. Now I'd like to talk about it more specifically.

1. Tell me about who plays with and how they play:

FIGURE 5.1, Play assessment interview.

(continues)

.
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2. Tell me about what kinds of things _______playswithandhow _______ plays with them:
3. Telime aboutwhat _______ does when plays:
4, Tell me about how long plays:
5. Tellme aboutwhat _______says when __plays:
6. Tellmewhatyouthink _____ isfeelingwhen________ plays:
7. Tellme howyouknowthat _____ ishaving fun when plays:
8. Tell me what you think makes _________ excited or happy when_______ plays:
9. Isthere anything thatbothers ______whenheplayswith_______?
10. Tell me what you think motivates _______toplaywith______?

FIGURE 5.1. Continued.

* manipulation of toys (including a motivation to control the physical
world and an interest in unconventional exploration);

¢ functional play (using toys in conventional ways with delays in imi-
tation); and

¢ symbolic play (pretending to be someone or to do something).

Wolfberg also describes four categories in the social dimension that the
practitioner should consider:

s isolation (children are essentially unaware of others, occupying
themselves by watching situations of interest or playing alone);

* orientation {children are aware of others by looking at them or their
play but not entering the play activity);

* parallel (simultaneous use of play space as peers with some imita-
tion and showing but generally independent play); and
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¢ common focus (engagement in and attention to play activities with
one or more peers).

Taking the time to observe the play of children with ASD, including reflect-
ing on the symbolic and social dimensions of play they exhibit, provides
practitioners with an enhanced understanding of the children's individual
strengths and challenges in this aspect of development.

Two observation tools, the Play Preference Inventory and the Profile of
Individual Play Characteristics, have been created by Wolfberg (1995) to fa-
cilitate the recording and evaluation of observations made of children with
ASD and peers without ASD. The Play Preference Inventory records all the
children’s (both novice and expert players’) play preferences, including pre-
ferred materials, themes, playmates, interactions on objects, and activities. It
is used to identify shared patterns of play interests for an entire play group.
The Profile of Individual Play Characteristics more carefully examines the
play preferences of the novice player. It provides an opportunity to identify
the symbolic and social dimensions of play exhibited by children with ASD,
as well as their communicative functions and means and their individual
play preferences.

Another useful framework for observing play in children with ASD is
proposed by Howlin, Baron-Cohen, and Hadwin (1999). Their framework
requires analyzing videotaped observations. They describe five types of play
that are similar to Wolfberg’s (1995) symbolic dimensions of play:

* sensory motor play (simple manipulation of toys);

¢ emerging functional play (conventional use of toys but without
pretense);

* established functional play (conventional use of toys without pre-
tense that occurs more than three times in a 10-minute interval);

* emerging pretend play (object substitution, attribution of pretend
properties, and use of imaginary objects or events); and

* established pretend play (spontaneous use of three or more ex-
amples of object substitution, attribution of pretend properties,
or use of imaginary objects or events).

Although Howlin and colleagues define levels of functional and pretend play
to a greater extent than Wolfberg (1995) does, they do not specifically pro-
pose identitying the social dimensions of play in children with ASD.

Observations by teachers who interact with children in play on a daily
basis can contribute much to understanding the play behavior of children
with ASD. Teachers can use a Play Observation Diary (Van Hoorn et al.,
1993) to record children’s spontaneous and guided play and to identify the
learning (e.g., science play) and social (e.g., small-group) contexts in which
the play occurs. Documentation through this diary format allows teachers,
families, and other practitioners to review the levels of play a child is engaged
in and to identify the changes occurring over time. This type of assessment
is a powerful intervention planning tool.
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It is important for practitioners and family members to recognize the
potential role of the environment in understanding and observing the play
exhibited by children with ASD. Comprehensive play assessment involves a
careful and reflective look at the environment in which a child has opportu-
nities for play. Several questions should be asked:

< Bt R N,

What is the climate for play in this environment?

How is play accepted and encouraged?

¢ What opportunities are there to incorporate make-believe into
interactions with peers?

i * How is pretend play encouraged?

L

How adequate is the space for play?
What materials are provided to enhance pretend play?
How much time is given for pretend play in this environment?

Answers to these questions guide the practitioner or family member in de-
termining some environmental changes extrinsic to the child with ASD that
may be needed to support the development and use of play.

Assessment Tools

Assessment in the context of play has several benefits (Linder, 1993). First,
it provides a measure of a child’s behavior that is both reliable (what one
observes will be similar from time one to time two) and valid (what one ob-
’ serves is relevant to what one is interested in). Second, it is holistic, in that
? the child is seen as an integrated being across several developmental do-
mains simultaneously. A functional picture is provided that considers moti-
vation, interaction patterns, and learning style. Third, play-based assessment
accommodates each child’s unique characteristics. That is, children are able
to move at their own pace, practitioners can follow their lead, there is no
need for establishing a basal or ceiling, and there is little negative impact
i on self-esteem. Fourth, it is strength-based, looking at what children can
do instead of what they cannot do. Fifth, this type of assessment involves
those who know the child best and actively engages family members. Sixth,
play-based assessment ensures that useful information will be gained for
children typically described as “untestable.” Finally, it creates a comfortable,
unobtrusive environment for children, their families, and the practitioners
who are involved in the assessment.

Several play-based assessment tools have been used to evaluate the
play of children with ASD. Linder's (1993) Transdisciplinary Play-Based As-
sessment (TPBA) is a particularly dynamic assessment model that consid-
ers the total child and requires practitioners to share information and roles
across disciplines. The TPBA provides a flexible structure for assessing de-
velopmental skills in young children that considers the individual needs of
children by changing event sequences, participants, and content. The format
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is especially responsive to the play characteristics of children with ASD who
have generally less organized play with fewer play sequences, more interest
in objects and functional play than symbolic and peer play, and more rigid
play themes and interests. The TPBA examines six developmental play levels
from 6 months to 6 years:

birth to 24 months—exploratory play
9 to 24 months-—functional play
* 24+ months—-constructive play
* 21 to 72 months—symbolic play
* 36+ months—rough-and-tumble play
¢ 60+ months—games with rules

The TPBA involves a number of participants. The parents act as infor-
mants and often participate in the play. A parent facilitator informs parents
about the TPBA process and supports their involvement. The play facilitator
follows the child’s lead to obtain a spontaneous and interactive sample of
play behavior. Other team members observe and document behaviors and
cue the play facilitator to perform specific tasks so that all aspects of devel-
opment are probed.

Six phases of assessment are designed in the TPBA to probe cogni-
tion, communication, sensory—motor, and social—emotional development in
the context of play (Linder, 1993). The role of the players is defined for
each phase, so that opportunities to probe all aspects of play, language, and
learning are provided. Play is facilitated through both structured and un-
structured tasks, as well as child-to-child and parent-to-parent interactions.
Observation worksheets and an outline of observation guidelines across do-
mains of learning are included with the TPBA manual.

Westby's (1980) Symbolic Play Scale Checklist is another assessment
tool that can be used to examine not only the play of children with ASD but
also the relevant language observed at each stage of play. As described ear-
lier, Westby defines 10 stages of play that can be observed in children from
9 months to 5 years of age. This checklist is accompanied by an observation
form that identifies the type of play observed along both social (onlooking,
solitary, parallel, associative, cooperative) and symbolic (practice, symbolic
imitative, symbolic spontaneous, game) dimensions of play.

In 1988, Westby refined her original checklist and developed the Sym-
bolic Play Scale to include an evaluation of the props used in play; the content
represented; the organization of the play script; the roles the child and others
take on; and the language form, content, and function represented in play.
As practitioners evaluate a child’s play using Westby's framework, the ques-
tions outlined in Figure 5.2 may be useful probes to guide the assessment.

The Autism Diagnostic Observation Schedule—Generic (ADOS~G; Lord,
Rutter, Dilavore, & Risi, 1999), a commonly used diagnostic tool described
in Chapter 1, assesses specific information about a child's play and probes
elements of imagination and creativity. Although typically used as a diagnostic

241
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Play Assessment
Child’s name: Date:
Observer: Location:
Comments and Examples
(explain how the
child demonstrates
Questions To Guide Play Assessment Yes No observed behaviors)

Decontextualization—dependency of the child
on a realistic prop:
¢ Does the child require a realistic prop
to engage in play?
¢ Does the child substitute one object
for another?

¢ Does the child use language to prepare
the play scene?

Theme—familiarity of the child with the
content of the play:
¢ Has the child previously experienced
these events on a daily basis?
¢ Has the child previously experienced
these events on a periodic basis?
* Has the child seen or read about these
events but not personally experienced
them?

Organization—ability to organize and plan play:
» Does the child fail to organize play and
include unrelated activities?

¢ Does the child incorporate sequences of
temporally related activities?

¢ Does the child plan activities prior to
beginning play?

Self-Other Relationships—ability to define roles,
feelings, and beliefs of self and others:

¢ Does the child relate “pretend” only to
himself or herseif?

(continues)

FIGURE 5.2. Questions to guide play assessment. -




FIGURE 5.2. Continued.
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Questions To Guide Play Assessment

Yes

No

Comments and Examples
(explain how the
child demonstrates
observed behaviors)

Self-Other Relationships (continued)

* Does the child pretend to take on familiar
roles (e.g., mommy, daddy, baby brother
or sister)?

*» Does the child give voice to dolls and
puppets in play?

» Does the child use multiple roles for a
single character (father, brother, son,
fireman)?

Communication—ability to use a variety of
language functions and gestures in play:
* Does the child use language to meet a
need in play?
* Does the child use language to describe
activities?
* Does the child use language to report or
narrate what is going on in play?

¢ Does the child use language to solve
problems or predict in play?

measure for children through adults suspected of having autism, its struc-
tured and semistructured interaction format makes it an appropriate instru-
ment for learning about and probing a child’s play and imagination.
Although this is not an exhaustive list, and not specifically designed
for children with ASD, the assessment tools mentioned here have value in
supporting practitioners in their effort to identify formally the play strengths
and challenges for this population. They also provide a means for observing

change in development over time.

Summary

This chapter has discussed the development of play and the deficits in specific
areas of play frequently described for children with ASD. The principles that

© 2006 by PRO-ED, Inc.
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guide play development; the relationships that exist among aspects of play,
language, and cognition; and ways practitioners might approach a meaning-
ful play assessment have been described. The following paragraphs refer to
the questions at the beginning of the chapter and highlight key points one
should be familiar with when assessing play in children with ASD.

What principles guide early play development, and how is play defined?

Several principles guide the play of children. Play is voluntary and occurs
spontaneously. It is fun and provides pleasure, often accompanied by signs
of positive affect (Wolfberg, 1995). Intrinsically motivated, play seldom re-
quires external demands or rewards to occur. Play actively engages children
in a chosen activity. It is also characterized by a flexible and nonliteral nature
that allows children to manage the unexpected, to change the rules, and to
imagine something different. Each of these principles poses particular chal-
lenges for children with ASD.

Several classifications are used to describe the play of children who are
developing in a typical manner. Both symbolic and social dimensions and a
range of interaction with objects and other people, from simple manipulation
to highly complex pretending, characterize children’s play.

What are the relationships among play, language, and cognition

that have implications for children with ASD?
Play is a natural vehicle for examining how children understand, think about,
and learn from their experiences. It has been described as an important me-
dium for the intellectual, linguistic, emotional, and social development of
children (Fewell & Kaminski, 1988; Wolfberg, 1999). It also follows a devel-

opmental sequence that seems to parallel that of language and cognitive de-

velopment (Bates et al., 1987; Fewell & Kaminski, 1988). The specific rela-
tionships between play and language are complex. Although there is support
for the idea that play contributes to the development of language, the parallels
are not exact. Play and language also operate independently of each other.

The relationship of play to cognition is supported in children’s early ex-
ploration and manipulation of objects and their later representation of objects
and actions in pretend play. Play helps children recognize that objects have
functions other than those originally intended, which facilitates problem
solving, imagination, and creativity (Libby et al., 1998). Pretend play, in par-
ticular, supports children’s ability to think differently about objects, to gen-
eralize their learning, and to develop more abstract conceptual relationships.

What are the challenges in play reported for children with ASD?
Children with ASD often isolate themselves socially and exhibit repetitive
or stereotypic actions in their play with objects, using fewer variations (Wing
et al., 1977). They tend to play less often and exhibit less diverse and elabo-
rate functional play (McDonough et al., 1997; Riguet et al., 1981; Stone
et al., 1990; Ungerer & Sigman, 1981; Williams et al., 2001). Children with
ASD are also described as specifically impaired in their symbolic play, al-
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though they may be responsive to elicited or prompted symbolic play. Given
the ditficulties that children with ASD have with a variety of play activities,
they might not act on play materials without a cue, external facilitation, or
instruction. This makes access to play and expansion of play skills difficult.

How can play profiles be used to assess the strengths and

challenges of children with ASD in this core deficit area?
To accurately assess play in children with ASD, practitioners must first possess
an understanding of the typical stages of play development and the variables
that affect a child’s ability to perform in a particular context. An assessment
of play must account for diversity in children’s cultural, linguistic, and family
backgrounds and individual differences in interests and behavioral style
(Van Hoorn et al., 1993). In their development of play profiles for children
with ASD, practitioners must define children’s understanding of their world,
observe their ability to explore and experiment with objects and play with |
peers, understand how their play is affected by environmental variables, and
assess play in both structured and unstructured situations.

What areas of play assessment should be considered across

the three dimensions of the disablement framework? i
Play assessment should address all three areas of disability—impairment, |
activity, and participation—as described by the World Health Organization
(2001). Practitioners can use records review, interviews, observations, and a |
variety of assessment tools to describe the play of children with ASD. Tt is |
critical to engage in a holistic play assessment of children along the spec- |
trum if practitioners are to support them to participate fully in their com- |
munity. Factors both intrinsic and extrinsic to the individual child must also
be considered. Play assessment following the disablement framework en- }
sures that interventions designed to enhance play in children with ASD will
be responsive to their actual needs.

Practice Opportunities

1. Create a profile of the strengths and challenges in play noted for a

child with ASD.

o

. Using one of the observation or assessment tools described in this
chapter, define the following:

* symbolic level of play observed
¢ social level of play observed
* language accompanying the play observed

3. Ask the teacher of a child with ASD to complete a play observation
diary, and use that information to help in intervention planning, ,f
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4. Probe the play of a child with ASD in both structured and unstructured
situations to determine whether his or her capacity for play is enhanced
by modeling, prompting, or direct instruction.
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nature of the deficit in play experienced by children with ASD. The authors
make a case for specific challenges in spontaneous symbolic and functional
play for children with autism. Interestingly, however, the research also indi-
cates the potential or capacity for symbolic play in children with ASD when
prompted or instructed.

Wolfberg, P. (1995). Enhancing children’s play. In K. A. Quill (Ed.), Teaching children
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In this chapter, Wolfberg defines the principles inherent in play that may
pose particular challenges for children with ASD. She also describes play
that is characteristic of early and middle childhood. In addition, she identifies
the variations in play that have been observed for children with ASD and de-
velops a framework for observing both the symbolic and social dimensions
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This book describes the role of play in typical development and offers per-
spectives on the play of children with autism. Using ethnographic child
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emerges for children along the spectrum. She ends the book with valuable
theory-to-practice implications.
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Glossary

Associative play. Play that is loosely organized around shared interests, materials, or
activities.

Cooperative play. Play that is sustained and complex. including common goals and a va-
riety of roles among players.

Decentration. [n pretend, moving from self to other as agent.

Decontextualization. In pretend, moving away from using real objects.

Functional play. Play that includes appropriate use of an object or the conventional as-
sociation of two or more ubjects.

Game. Play that includes understanding of rule-governed behavior.

Onlooking. Observing but not participating in play.

Parallel. Play among children using similar materials but with no interaction.

Practice play. Play involving fine-motor (e.g., stringing beads, putting together puzzles)
and gross-motor (e.g., running, bike riding) activities.

Solitary play. Playing alone. 7

Symbolic imitative play. Pretend play initiated or guided by another.
Symbolic/pretend play. Play behavior that is nonliteral, acting as if something is the case
when in reality it is not.

Symbolic spontaneous play. Pretend play that a child initiates on his or her own.

References

American Psychiatric Association. {1994). Diagnostic and statistical munnal of mental dis-
orders {4th ed.). Washington, DC: Author.

American Psychiatric Association. (2000). Diagnostic and statistical manual of mental dis-
orders (4th ed., text rev.). Washington, DC: Author.

Baron-Cohen, S. (1987). Autism and symbolic play. British Journal of Developmental Psy-
chology, 5, 139-148.

Baron-Cohen, S. (1989). The autistic child's theory of mind: A case of specific developmen-
tal delay. Journal of Child Psychology and Psychiatry, 30, 285--297.

Baron-Cohen, S., Allen, ., & Gillberg, C. (1992). Can autism be detected at 18 months? The
needle, the haystack, and the CHAT. British Journul of Psychiatry, 161, §39--843.

Baron-Cohen, S., Cox, A., Baird, G., Swettenham, |., Nightingale, N., Morgan. K., et al.
{1996). Psychological markers in the detection of autism in infancy in a large popu-

lation. British Journal of Psychiatry, 168, 138--163.

Barron, S. (2001, November). Consumers' views on autism. Paper presented at the American

Bates, E., O'Connell, B., & Shore, C. (1987). Language and communication in infancy. In
J. Osofsky (Ed.), Handbook of infant develupment (pp. 149-203). New York: Wiley.

Belsky, J., & Most, R. (1981). From exploration to play: A cross-sectional study of infant free
play hehavior. Developmental Psycholugy, 17, 630639,




248 |

Assessment

Bergen, D. (1988). Stages of play development. In D. Bergen (Ed.}, Play as a medium for
learning and development (pp. 49-66). Portsmouth, NH: Heinemann.

Berk, L., & Winsler, A. (1995). Scaffolding children's learning: Vygotsky and early child-
hood education. Washington, DC: National Association for the Education of Young
Children.

Brook, S. L., & Bowler, D. M. (1992). Autism by another name? Semantic and pragmatic im-
pairments in children. Journal of Autism and Developmental Disorders, 22(1), 61-81.

Burghardt, G. (1984). On the origins of play. In P. Smith (Ed.), Play in animals and humans
(pp. 5—41). New York: Basil Blackwell.

Charman, T., & Baron-Cohen, S. (1997). Brief report: Prompted play in autism. Journal of
Autism and Developmental Disorders, 27(3), 325-332.

Charman, T., Swettenham, ]., Baron-Cohen, S., Cox, A., Baird, G., & Drew, A. {1997).
Infants with autism: An investigation of empathy, pretend play, joint attention, and
imitation. Developmental Psychology, 33(5), 781-789.

Craig, J., & Baron-Cohen, S. (1999). Creativity and imagination in autism and Asperger
syndrome. Journal of Autism and Developmental Disorders, 29(4), 319-326.

Fein, D., Pennington, B., Markowitz, P., Braverman, M., & Waterhouse, L. (1986). Toward a
neuropsychological model of infantile autism: Are the social defects primary? Journal
of the American Academy of Child Psychiatry, 25, 198-212.

Fein, G. (1979). Echoes from the nursery: Piaget, Vygotsky, and the relationship between
language and play. New Directions for Child Development, 6, 1-14.

Fewell, R., & Kaminski, R. (1988). Play skills development and instruction for young chil-
dren with handicaps. In S. Odom & M. Karnes (Eds.), Early intervention for infants
and children with handicaps (pp. 149-158). Baltimore: Brookes.

Garvey, C. (1990). Play. Cambridge, MA: Harvard University Press.

Hartup, W. W., & Sancilio, M. F. {1986). Children’s friendships. In E. Schopler & G. B.
Mesibov (Eds.), Social behavior in autism (pp. 61-80). New York: Plenum Press.

Howlin, P., Baron-Cohen, S., & Hadwin, . (1999). Teaching children with autism to mind-
read New York: Wiley.

Hutt, C. (1979). Exploration and play. In B. Sutton-Smith (Ed.), Play and learning
{pp. 174-194). New York: Gardner Press.

Jarrold, C., Boucher, J., & Smith, P. (1993). Symbolic play in autism: A review. Journal of
Autism and Developmental Disorders, 23(2), 281-307.

Jarrold, C., Smith, P., Boucher, J., & Harris, P. (1994). Comprehension of pretense in chil-
dren with autism. Journal of Autism and Developmental Disorders, 24, 433—456.

King, N. (1986). Play and the culture of childhood. In G. Fein & M. Rivkin {(Eds.}), The
young child at play (pp. 29—41). Washington, DC: National Association for the Edu-
cation of Young Children.

Koegel, R. L., & Mentis, M. (1985}. Motivation in childhood autism: Can they or won't
they? Journal of Child Psychology and Psychiatry, 26, 185-191.

Leslie, A. M. (1987). Pretence and representation: The origins of “theory of mind.” Psycho-
logical Review, 94, 412~426.

Lewis, V., & Boucher, . (1988). Spontaneous, instructed and elicited play in relatively able
autistic children. British Journal of Developmental Psychology, 6, 325-339.

Libby, S., Powell, S., Messer, D., & Jordan, R. (1998). Spontaneous play in children with
autism: A reappraisal. Journal of Autism and Developmental Disorders, 28, 487-497.

Linder, T. W. (1993). Transdisciplinary play-based assessment: A functional approach to work-
ing with young children (Rev. ed.). Baltimore: Brookes.

Tty




Understanding and Assessing Play

Lord. C. (1985). Autism and the comprehension of language. In E. Schopler & G. B.
Mesibov (Eds.), Communication problems in autism (pp. 257-281). New York: Ple-
num Press.

Lord, C., Rutter, M.. DiLavore, P. C., & Risi, S. (1999). Autism Diagnostic Observation
Schedule—Generic {ADOS-G). Los Angeles: Western Psychological Services.
McCune. L. (1986). Symbolic development in normal and atypical infants, In G. Fein &
M. Rivkin (Eds.), The young child at play (pp. 45-61). Washington, DC: National

Association for the Education of Young Children.

McDonough. L.. Stahmer, A., Schreibman, L., & Thompson, S. J. (1997). Deficits, delays,
and distractions: An evaluation of symbolic play and memory in children with autism.
Development and Psychopathology, 9, 1741,

Nourot, P. M., Scales, B., Van Hoorn, ., & Almy, M. (1987). Looking at children’s play. New
York: Teachers College Press.

Parten, M. B. (1932}, Social participation amang preschool children. Journal of Abnormal
Psychology, 27, 243-269.

Patterson, .. & Westby, C. E. (1998). The development of play. In B. Shulman & W. Haynes
(Eds.), Communicative development: Foundations, processes, and clinical application
{(pp. 135~163). Baltimore: Brookes.

Piaget, J. (1962). Play, dreams, and imitation in childhood. New York: Norton.

Riguet, C. B, Taylor, N. D., Benaroya, S., & Klein, L. S. (1981). Symbolic play in autistic,
Down’s, and normal children of equivalent mental age. Journal of Autisnt and Devel-
opmental Disorders, 11(4), 439448,

Rogers, S. |.. & Pennington, B. F. (1991). A theoretical approach to the deficits in infantile
autism. Development and Psychopathology, 3, 137-162.

Russell, J., Mauthner, N., Sharpe, S., & Tidswell, T. (1991). The “windows task” as a mea-
sure of strategic deception in preschoolers and autistic subjects. British Journal of
Developmental Psychology, 9, 331-349.

Rutherford, M. D, & Rogers, S. J. (2003). Cognitive underpinnings of pretend play in au-
tism. Journul of Autism and Developmental Disorders, 33(23), 289-302.

Salz, R., & Saliz, E. (1986). Pretend play training and its outcomes. In G. Fein & M. Rivkin
(Eds.), The young child at play (pp. 155-173). Washington, DC: National Association
for the Education of Young Children.

Singer, D. G., & Singer, J. L. (1990). The house of make-believe. Cambridge, MA: Harvard
University Press.

Smilansky, S. (1968). The effects of sociodramatic play on disadvantaged preschool children.
New York: Wiley.

Stone, W. L., Lemanek, K. L., Fishel, P. T, Fernandez, M. C., & Altemeier, W. A. (1990).
Play and imitation skills in the diagnosis of autism in young children. Pediatrics, 86,
267272,

Sutton-Smith, B., & Kelly-Byrne, D. {1984). The idealization of play. In P. Smith (Ed.}, Play
i animals and humans (pp. 305-321). New York: Basil Blackwell,

Ungerer, J. A.. & Sigman, M. (1981). Symbolic play and language comprehension in autistic
children. Journal of the American Academy of Child Psychiatry, 20, 318--337.

Van Hoorn, [, Nourot, P. M., Scales, B., & Alward, K. (1993). Play at the center of the cur-
riculum. New York: Macmillan,

Viygotsky, LS. (1978). Mind in society: The development of higher psychological processes.
Cambridge, MA: Harvard University Press.

Weininger, O., & Daniel, S. (1992). Playing to learn. Springhield, IL: Charles C Thomas.

| 249



250

Assessment

Westby, C. E. (1980). Assessment of cognitive and language abilities through play. Lan-
guage, Speech, and Hearing Services in Schools, 11, 154-168.

Westby, C. E. (1988). Children’s play: Reflections of social competence. Seminars in Speech
and Language, 9, 1-13.

Westby, C. E.(2000). A scale for assessing development in children’s play. InK. Gitlin-Weiner,
A. Sandgrun, & C. Schaefer (Eds.), Play diagnosis and assessment (pp. 135-163). New
York: Wiley.

Wetherby, A. (1992). Communication and language intervention for preschool children,
Buffalo, NY: EDUCOM Associates.

Wetherby, A. M., & Prizant, B. M. (1992). Profiling young children’s communicative com-
petence. In S. F. Warren & J. Reichle (Eds.), Communication and language inter-

vention series: Vol. 1. Causes and effects in communication and language intervention
{pp. 217-253). Baltimore: Brookes.

Wetherby, A. M., & Prizant, B. M. (1993). Communication and Symbolic Behavior Scales
manual. Chicago: Riverside Press.

Williams, E., Reddy, V., & Costall, A. (2001). Taking a closer look at functional play in chil-
dren with autism. Journal of Autism and Developmental Disorders, 31(1), 67-77.
Wing, L., Gould, J., Yeates, S. R., & Brierly, L. M. (1977). Symbolic play in severely men-
tally retarded and autistic children. Journal of Child Psychology and Psychiatry, 18,

167178,

Wolery, M., & Bailey, D. (1989). Assessing play skills. In D. Bailey & M. Wolery (Eds.),
Assessing infants and preschoolers with handicaps (pp. 429-446). Columbus, OH:
Merrill.

Wolfberg, P. (1995). Enhancing children’s play. In K. Quill (Ed.), Teaching children with
autism (pp. 193-218). New York: Delmar.

Wolfberg, P. (1999). Play and imagination in children with autism. New York: Teachers Col-
lege Press.

World Health Organization. (2001). ICF: International classification of functioning, disability
and health. Geneva, Switzerland: Author.

Waultf, S. B. (1985). The symbolic and object play of children with autism: A review. Journal
of Autism and Developmental Disorders, 15, 139148,

el




ro-ed

An International Publisher
8700 Shoal Creek Boulevard
Austin, Texas 78757-6897
800/897-3202  Fax 800/397-7633

www.proedine.com

A006




