Navigating mathematics requirements

By Susanne Croasdaile, Ph.D.


Explaining the required mathematics courses to parents can be challenging. Many of us graduated from high school when course options included consumer, business and applied mathematics in addition to the current algebra/geometry sequence. The most recent Virginia Accreditation Standards require that students complete math course work at a higher level to earn a standard diploma. This requirement, though challenging, supports the National Council of Teachers of Mathematics’ (NCTM) first principle: “Excellence in mathematics 
education requires equity — high expectations and strong support for all students” (Carpenter 
& Gorg, 2000).


Many now know that all students entering ninth grade after 2003 must earn at least 22 standard units of credit (based on classes taken) and six verified credits (earned by passing end-of-course SOL tests or approved substitutes) in order to earn a standard diploma (Virginia Department of Education, 2005). One of the verified credits in mathematics must be in algebra I, algebra II or geometry.


A typical high school class mathematics sequence for a student who struggles with the subject but intends to earn a standard diploma might be: algebra I – part I, algebra I – part II, geometry – part I, and geometry – part II. The student would take the algebra and geometry end-of-course SOL tests after the part II classes. The sequence listed above, with both algebra and geometry split over two years, offers a slower pace and greater opportunity for review and remediation.


During the annual IEP meeting, necessary supports for every content area should be discussed. As students work their way through the secondary math curriculum, concerns about the end-of-course algebra or geometry test may lead to greater interest in the modified standard diploma option. When this occurs, IEP teams should discuss keeping options open as long as possible to ensure that the student always has 
the greatest possible access to the range of diploma options. School personnel should note that according to the Standards of Accreditation (8 VAC 20-131-50.D) students pursuing a modified standard diploma “must not be excluded from courses and tests required to earn a standard or advanced studies diploma,” as a student with a disability “must be allowed to pursue a standard or advanced studies diploma at any time throughout his or her high school career” 
(Virginia Department of Education, 2005).


If a student’s IEP team decides on a class other than algebra I, either part I or the full course, in their first year of high school, the decision may serve as a practical barrier from the possibility of graduating with a standard diploma in the typical four years. The cases of Carlos and Jasmine (Box 1) illustrate this issue with regard to their situations and how their IEP teams addressed them. As you review the two students’ situations and their respective pathways in high school, think about how their situations may be similar to those of your own students. To switch to the course work for a standard diploma in a student’s second year would pose the issues of: taking a double load of math, faster-paced classes such as the single-year algebra I course, or the addition of one or more years onto the high school career.


We know that the decisions made in IEP meetings and student-scheduling discussions have important implications for students’ graduation status and therefore their post-school outcomes. In order to improve access to the general curriculum, we must encourage students and IEP teams to plan with the end in mind. If we wish to have equity in student achievement, as the NCTM principles state, we must maintain high expectations and offer strong support.
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Box 1. Two students, two pathways

Jasmine and Carlos are both 14-year-old eighth-grade students with learning disabilities in the areas of mathematics calculation and written expression. Both struggle with basic arithmetic on paper-and-pencil assignments, however both can complete a variety of one- and two-step math problems when provided with calculators. Both students score well on multiple choice math assessments, but have difficulty completing fill-in-the-blank answer sheets. Their grades in all of their classes are in the “C” and “D” range, and their performance on eighth-grade math benchmark tests tends to be in the 65 percent to 75 percent range.

Carlos: For Carlos’ annual IEP review, his current case manager has invited the transition coordinator from the high school to participate in the meeting in order to discuss Carlos’ needs in the coming year. As Carlos and the team discussed what his goals might be for post-school life, the transition coordinator explained the typical ninth-grade courses that would place Carlos on track for graduation with a standard diploma. She also explained that at any time before his senior year, if Carlos was unable to successfully complete the end-of-course SOL tests, he could select the modified standard diploma option and graduate from high school based on 20 credits from his courses and his performance on a literacy and numeracy test. Carlos and his IEP team decided that there was no reason for him not to take the typical ninth-grade classes and wrote a statement reflecting this instructional goal on his IEP’s transition page. At the end of the year when all eighth-graders met with guidance counselors to complete course request forms for ninth grade, Carlos signed up for algebra I – part I, English 9, earth science, world history I, physical education, nutrition and two special education resource support classes (a service described in his current IEP to assist him in completing his core class requirements). With the supports listed in the IEP, Carlos is on track to graduate with a standard diploma in four years, with other options open to him as needed.

Jasmine: At Jasmine’s annual IEP review, she and her IEP team discussed what her goals might be for post-school life. Jasmine’s case manager explained the typical ninth-grade courses that would place Jasmine on track for graduation with a standard diploma and then explained that there was another option, the modified standard diploma, for which Jasmine also was eligible. The case manager showed a side-by-side comparison of the requirements for both diploma options, and pointed out that Jasmine would not have to take as many credits and would only have to pass the eighth-grade math and reading SOL tests if she opted for the modified standard diploma. Although the decision could not officially be made until after eighth grade, the case manager noted, the team could start planning Jasmine’s high school course work needs with the modified standard diploma requirements in mind. Jasmine and her family liked the sound of the less rigorous diploma option and the IEP team wrote a statement reflecting their thoughts about this instructional goal on Jasmine’s transition page. At the end of the eighth-grade year, Jasmine signed up for personal living and finance (instead of algebra), English 9, earth science, physical education, nutrition, typing, art foundations and one special education resource support class. Although Jasmine has not officially selected the modified standard diploma track; she is enrolled in only the classes that fulfill that option.

Classrooms that promote positive behavior

By Tracy Landon, Ed.D.


Late for class due to an intense meeting (during your planning period), you find three students sleeping, two up and arguing, one staring out the window, and the other 20 talking loudly. None of them are doing the writing prompt and you are raising your voice to get them to listen. Sound familiar?


Effective classroom management involves knowing what to do and doing it. Let’s start with what to do. Several classroom management strategies have empirical evidence supporting their use. Some of the most effective strategies, taken from the PBIS Web site, http://pbis.org/main.htm, 
are described below.


Provide advance organizers. Advance organizers involve introducing materials in advance of learning (before presenting the day’s lesson plan) to provide an overall organizational scheme for the lesson that will be presented (Marzano, Pickering & Pollock, 2001). Examples include expository (describes content), narrative (story format), skimming and graphic (nonlinguistic) advance organizers. Expository advance organizers are the most effective. For example, before going on career day, provide a brief introduction to what will be presented. Have students read about careers in advance and briefly discuss what they read before going.


Pre-corrections. Pre-corrections are simply reminders to students in the form of prompts before problem behavior occurs (Colvin, Sugai & Patching, 1993). For example, a teacher states the following: “Remember, before you go to homeroom collect all your materials, put your work on my desk and quietly line up.”


Keep students engaged. Students disengage when (a) the instructional activities are not interesting or sufficiently challenging, (b) the teacher is not giving enough positive reinforcement or (c) students are getting more positive reinforcement from other activities or peers. How does one maximize academic engagement? Over-plan with engaging activities and provide a positive focus. To encourage appropriate behavior, teach positive expectations, make more positive than negative statements (e.g., five to 15 positive comments for each one negative interaction), catch problem behavior early before it escalates or becomes more severe and provide a lot of positive reinforcement that highlights students’ accomplishments.


Consistently enforce school/class rules. A few rules positively stated with a connection to school-wide rules are your best bet. Remember that a continuum of individualized reinforcement and consequences is needed. It is fair to have consequences; it also is fair for consequences to be individualized to meet the needs of your students.


Correct rule violations and social behavior errors proactively. For minor rule violations, using a brief signal that an error has occurred and indicating what the desired behavior should have been, then following-up with an established consequence works well. Make sure to teach the error correction strategy first by showing what acceptable and unacceptable behaviors look like and what consequences are likely to follow. For chronic rule violations, try to interrupt them early on in the chain of events. If that is not possible, develop and follow a script. For example, give one warning, then offer a second genuine appeal to values paired with a warning that an office referral will be necessary because of school policy. Finally, follow with praise if compliance occurs or a referral if it does not.


Teach procedures and plan for smooth transitions. Successful procedures involve: (a) teaching clear expectations for student behavior, (b) establishing clear expectations for staff behavior, (c) practicing procedures, (d) following procedures consistently and (e) providing regular and frequent acknowledgements for successfully following the procedures. At a minimum, teach procedures for transitions, entries and exits, use of materials, and small group work.


To help you reflect on your use of effective classroom management practices, assess yourself or ask a colleague to observe you and give you feedback using the checklist in Table 1. Use the results to set small goals for improving your use of effective practices.

Resources

www.adprima.com/managing.htm

http://people.clarityconnect.com/webpages/terri
/classmanagement.html

www.ldonline.org/ld_indepth/teaching_techniques
/class_manage.html

www.teachervision.com/lesson-plans
/lesson-9154.html

www.theteachersguide.com/ClassManagement.htm

www.education-world.com/preservice/learning
/management.shtml

www.teachnet.com/how-to/manage

www.proteacher.com/030000.shtml

www.teachnet.com/how-to/manage/tattling100600
.html
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Table 1. Teacher checklist on positive classroom supports (continued on Page 10)
	Teacher-student relationships


	Yes/Sometimes/No/Comments



	Demonstrates clarity of purpose (e.g., focused on academics) and strong guidance (e.g., high standards, clear behavioral expectations)


	

	Demonstrates concern for the needs and opinions of students


	

	Takes a personal interest in students


	

	Responds appropriately to student incorrect responses


	

	Student activities


	

	Uses a variety of modes to teach content (auditory, visual, 
kinesthetic, tactile)


	

	Uses advanced organizers, frames, Webs or graphic organizers 
to highlight essential skills and knowledge


	

	Actively engages through peer tutoring, cooperative learning groups, small groups, technology 


	

	Makes students aware of critical content  


	

	Uses accommodations and modifications to curriculum
/instruction to master content


	

	Elicits evidence of understanding in a variety of ways (answers 
to questions, tests, projects)


	

	Uses models and hands-on activities


	

	Begins teaching when bell rings


	

	Teaches until bell rings to end class


	

	Instructional practices 


	

	Activates prior knowledge (or provides formulas/equation/
vocabulary to access content)


	

	Connects learning to real life 


	

	Uses differentiated instructional strategies (e.g., tiered lessons, 
flexible grouping, centers)


	

	Provides clear instruction both verbally and visually


	

	Uses technology and assistive technology to access content


	

	Provides accommodations and modifications to allow access 
to the curriculum


	

	Re-teaches students not achieving mastery


	

	Assesses students in a variety of ways (e.g., test, projects, 
oral presentations)


	

	Provides many opportunities for students to apply and practice learning strategies


	

	Teaches a variety of concepts that can be applied across subject areas (e.g., predicting, problem solving)


	

	Provides adequate time for students to process information


	

	Provides balanced reading instruction (e.g., teaching letter 
sounds, teacher-guided corrected reading, immersion in media events, comprehension)


	

	Rules and procedures


	

	Posts rules in behavioral terms


	

	Teaches/has students practice rules


	


Table 1. Teacher checklist on positive classroom supports, continued from Page 2
	Teacher-student relationships


	Yes/Sometimes/No/Comments



	Reminds students of rules


	

	Teaches procedures for: 

•
beginning of period, transitions/interruptions, 

•
use of materials and equipment, 

•
group work, seat work, small group and teacher-led activities, and

•
end of period
	

	Reminds students of procedures


	

	Reinforces students for following rules and procedures


	

	Disciplinary interventions


	

	Uses a variety of prevention strategies

•
circulating the room

•
ignoring/redirecting students to the task
	

	Acknowledges and reinforces students for appropriate behavior


	

	Gives students immediate, brief consequences 
for unacceptable behavior 


	

	Gives tangible recognition for acceptable behavior


	

	Provides a clear explanation as to what consequences will occur for specific unacceptable behaviors


	

	Provides opportunities for the whole class or a group within the class to obtain reinforcement based on a set behavioral criterion 


	

	Teacher behaviors


	

	Maintains a positive learning environment (e.g., smiles, minimizes transitions, keeps instruction quick paced, 
provides specific praise statements, uses appropriate 
voice tone, treats students with respect)


	

	Is aware of all aspects of the classroom

•
scans room

•
smiles at students, makes eye contact with each student
	

	Remains emotionally objective when students exhibit 
challenging behavior 


	

	Gives consequences in a neutral, businesslike manner


	


Vocabulary development and instruction

By Karen C. Hoover, M.Ed., and Kelly E. Ligon, M.Ed


As a continuation of the series on literacy and students with significant disabilities, this article will explore vocabulary development. When considering vocabulary it is important to note the distinction between oral and reading vocabulary. Oral vocabulary refers to words that are understood while listening or correctly used when speaking. Reading vocabulary refers to words that are recognized in print. Readers at all levels are able to recognize words more readily in print if they have heard them and have used them in their own conversations. Vocabulary instruction is included as one of the dimensions of reading, as it serves as a gateway to comprehension. Comprehension is impacted if the reader fails to recognize or understand the majority of the words in the text. According to Armbruster and Osborn (2001), evidence-based research on vocabulary highlights the following principles:

•
Children learn the meaning of most words casually, through everyday experiences with oral and written language. This occurs by engaging in rich conversations, listening to stories being read aloud and through wide and independent reading.

•
Some words should be taught purposefully through direct instruction. This can be done through activities that promote lively engagement with words, a variety of exposures to words and specific word-learning strategies.

•
Vocabulary instruction should be limited to the important words that help the reader best understand the text, useful words that will occur often in many texts and words with specialized meanings.


By combining speaking, listening, reading and writing, teachers and parents can enrich the lives of all students through indirect and direct vocabulary instruction. Following are examples of both indirect and direct activities that can be used to enhance vocabulary acquisition.


An indirect method for teaching vocabulary could be to encourage students to use words that pertain to recent events and travels. Students also can apply word meanings to objects or places in the community. For students with significant disabilities, their ability to understand vocabulary is affected by their development of language and communication skills. Because these students are often delayed in language development, it is crucial to read aloud to them in multiple settings in order to help them build a rich receptive (understanding) and/or expressive vocabulary.


An example of a direct method of vocabulary instruction is an activity called Provoke (Rasinski, 2003). The purpose of this adapted activity is to develop vocabulary. Students are given eight to 10 important words or phrases based on a selected passage. The teacher reads each word and briefly explains it. The students are given word/picture cards to sort into selected categories (see Figure 1). A student with more complex needs might participate by choosing between two categories for a word by pointing, gesturing or using eye-gaze. Students make predictions about the selected passage based on clues from the word sort. The teacher reads the passage to the class or the students read individually. After reading, students often enjoy checking to see how close they came to predicting the actual events of the story. A student with complex needs might use a communication device to say, “We were close!”


A class dictionary is another example of directly teaching vocabulary (Blachowicz & Fisher, 2002). Students begin by working in small groups to select a word of the week, moving toward selecting words independently. Next, students decide on a word that all classmates have heard at least once; pairing the word with the definition and placing it on an index card. Then, graphics can be added that represent the word to help emergent readers by assisting with visual memory. Finally, storing the dictionary in a three ring binder and placing it on an easily accessible shelf allows students to enjoy it throughout the year.


With various types of vocabulary instruction, teachers and parents can enhance and improve students’ vocabulary knowledge. Students with a broad and rich vocabulary will engage more readily in all forms of communication.

Resources

PALS (Phonological Awareness Literacy Screening) for lesson plans and activities: http://pals.virginia
.edu/Instructional-Resources

A Compact for Reading & School-Home Links, ideas for building reading skills at home and school: www.ed.gov/pubs/CompactforReading

Boardmaker® software for creating picture/word 
symbols: www.mayer-johnson.com 

For ideas for creating AAC that works for students go to: www.aacintervention.com, or for early childhood: www.creativecommunicating.com

Intellitools Classroom Suite software to develop literacy activities and electronic worksheets: 
www.intellitools.com

ReadPlease software program reads electronic text aloud: www.readplease.com
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Additional vocabulary activities for students with complex needs

Indirect instruction:

•
Read aloud every day. Select books that are interesting and engaging. Encourage families to read to their children at home. Utilize electronic books.

•
Provide opportunities for independent reading by matching books to the child’s reading level.

•
Incorporate lively conversations throughout the school day and at home.

Direct instruction:

•
Use augmentative communication to create an overlay that contains the vocabulary from the story. Generic communication story boards can be created and used for many different stories (Tufte & Maro, 2006). For example, an overlay of the planets and their characteristics could be used for a unit on the solar system.

•
Before reading a story, teach students important vocabulary words. When asked to fill in the blank of a sentence using one of the new words, a student without speech might identify the word using eye-gaze or by pointing to word/picture cards. Computer accessible worksheets can be created using Intellitools Classroom Suite, which allows the student to fill in the blank using an alternative keyboard or mouse.

•
Develop personal word collections. (National-Louis University, ARDDP, 2003). Students can select words that are common in current reading selections, lessons and activities. Pictures for word representation can be found in Boardmaker software, magazines, books or the on the Internet. Picture representations can be organized in a notebook. A definition of the word can be included with the picture in the notebook.

Survey says: asking all the right questions

By Kathy Lynch, Ph.D., and Sarah Wright


Have you ever had this experience? You want to find out how the parents of your students feel about your use of cooperative learning groups. That is, do they think the groups have been beneficial for the students? Do they have any concerns? Or, you want to get your students’ thoughts (anonymously) on whether your use of technology in the classroom is helpful to their learning process. So, you decide to create a short survey, send it out and see what people have to say. However, when the completed surveys come back, you discover a number of problems. Some individuals have not followed the instructions, some have misinterpreted some of the questions, some have neglected to fill out Page 2. And now you don’t feel comfortable drawing conclusions from the results. Don’t feel badly — we’ve all been there! Here are some simple guidelines that may help you avoid certain types of survey response errors.

1.
Don’t make your readers have to guess the meaning of your question.

Example: How many hours do you spend on homework each night?

Problem: Do you mean every night of the week or only weekday nights?

Problem: How should students respond if the number of hours per night is highly variable? Or if they happen to be in the midst of exams and are studying more than usual?

Question restated: On average, how many hours do you spend on homework on a typical school night (excluding Fridays)?

2.
Avoid overlapping or missing response categories.

Example: In how many extracurricular activities are you involved this year?
 0
 1 to 2
 2 to 3
 4 to 5
 more than 6

Problem: Which response should a student check if his answer is 2?

Problem: Which response should a student check if her answer is 6?

One solution:  0
 1 to 2
 3 to 4


 5 to 6
 more than 6

Another solution: In how many extracurricular activities are you involved each year? 

(For numerical questions, you can put the answers into response categories later if that is how you wish to present your results.)

3.
Give clear instructions.

Example: Several respondents complete only the first page of a two-sided survey.

Problem: There’s nothing on the front page to indicate that there are more questions on the reverse side.

Solution: In the bottom right-hand corner of Page 1, cue respondents to turn the page by including a very noticeable instruction such as: Please turn over to complete Page 2.
4.
Don’t ask a question unless you have a clear purpose in mind for how you are going to use the information. This should minimize nuisance responses, as shown in the example below.

Example: Please indicate your gender:

 Male
 Female

Response given:

 Male
 Female

Problem: Some people consider certain questions to be a violation of their privacy, and so they either fail to answer the question, or provide a “humorous” response. If the respondent’s gender is not pertinent to your reason for collecting data, then don’t put that question on the survey.

5.
For rating scales, be as clear as you can about the direction of the choices from “good” to “bad.”

Example: On returned surveys, a few people select the lowest ratings for all the items, but their written comments are enthusiastically positive. You are unsure whether you should enter the data as received, whether you should throw out these forms, or whether you should assume the respondents just made a mistake and so you can enter the data in the opposite direction.

Problem: If you don’t give anchor points to each response category, people sometimes get it backward.

Solution: One solution is to print the descriptors for each response each time.

Example: For each item, check the answer that best represents your opinion.

1.
It is easy for me to get in contact with my child’s teachers.

o Agree
o Mostly Agree
o Mostly Disagree
o Disagree

2.
I am satisfied with the way my child’s teacher assigns grades.

o Agree
o Mostly Agree
o Mostly Disagree
o Disagree

3.
My child benefits from technology used in the classroom.

o Agree
o Mostly Agree
o Mostly Disagree
o Disagree


These are just a few examples of how to avoid common survey design problems. Trying out your survey with some friends or colleagues before distributing it also is a good idea. Eliminate typos, confusing directions and ambiguous phrasing, and make the survey is visually appealing. Don’t let your survey be one of those that goes directly from the backpack into the recycle bin!

Resources


To learn more about how to write effective surveys, consult the two classic books below:

Fink, A. (1995). The survey handbook. Thousand Oaks, CA: Sage.

Salant, P., & Dillman, D.A. (1994). How to conduct your own survey. New York: John Wiley & Sons.

Autism spectrum disorders: what works

By Susan Palko, M.Ed., and Sandy Wilberger, M.Ed.


The literature regarding interventions and programs for young children with autism spectrum disorders (ASD) has exploded in the last 10 to 20 years (Iovannone, Dunlap, Huber, & Kincaid, 2003). The literature, however, does not come with a user’s guide. Many parents and professionals working with young children struggle with interpreting it. In 2001 the National Research Council conducted a review of 10 “well-known models that families recognize and frequently request and that state and local service systems often engage for replication or training” (Elements of effective programs, 2003).


The programs reviewed included:

•
The Children’s Unit located at State University of New York at Binghamton. The program primarily uses applied behavioral analysis. 

•
The Denver Community Based Approach developed at the University of Colorado is a play-based program. “This developmentally oriented instructional approach is based on the premise that play is a primary vehicle for learning social, emotional, communicative and cognitive skills during early childhood.” (National Research Council, 2001, p.142)

•
The Developmental Intervention Model located at George Washington University. This program is a relationship-based approach. It has a floor time component in which an adult follows the child’s lead in play and interaction (National Research Council, 2001).

•
The Douglass program, which is an applied behavior analysis program based at Rutgers University.

•
The Individualized Support Program at the University of South Florida at Tampa. This program is a parent training program implemented in children’s homes and in community-based settings.

•
Learning Experiences, an Alternative Program for Preschoolers and their Parents (LEAP), at the University of Colorado. This is a preschool program with a behavioral skill training program for parents. “LEAP was the first program in the county to include children with autism with typical children.” (National Research Council, 2001, p.143)

•
Pivotal Response Training at the University of California at Santa Barbara, which is a pivotal response model.

•
Treatment and Education of Autistic and Related Communication Handicapped Children (TEACCH) at the University of North Carolina. This program is based on the structured teaching approach.

•
The University of California at Los Angeles (UCLA) Young Autism Project that is based on a one-to-one discrete trial format.

•
The Walden program at Emory University, which is an incidental teaching approach program.


Emerging from this review were a total of nine elements that are considered to be effective regardless of the model used when working with young children (ages eight and under) with autism. Of the nine elements, the National Research Council concluded that six of these elements were common to all ten programs reviewed and considered effective interventions for young children with autism (Table 1).


In addition, three other elements were identified as being very important to some 
of the programs represented, but were not components of all of the models involved in this review (Table 2).


Although all of the programs reviewed yielded similar elements that have proven to 
be effective when working with young children with autism, it should be noted that no firm conclusion can be made concerning the effectiveness of early intervention techniques in autism. For example, no conclusion can be drawn as to which interventions work best with different children (verbal or nonverbal), or how many hours are necessary to see positive results 
(Dawson & Osterling, 1997).

Resources


To help you learn more about the elements of effective programs that you can incorporate into your work with children with ASD, consult the below resources.

Handleman. J.S. & Harris, S.L. (Eds.). (2001) Preschool education programs for children with autism, second edition. Austin, TX: Pro-Ed.

National Early Childhood Technical Assistance Center at www.nectac.org

Virginia Department of Education’s Training and Technical Assistance Center at Virginia Commonwealth University at www.vcu.edu/ttac
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Table 1: Common elements of effective programs

	Program element


	Areas of agreement



	Early intervention


	Early intervention services begin as soon as the infant, toddler or preschooler is identified.



	Individualization of services


	Services are tailored to meet children’s unique educational needs, strengths and interest as well as the families’ concerns, priorities and resources.



	Planned teaching opportunities


	Instruction is carefully thought out, logical, intentional and aimed at the acquisition of meaningful goals.



	Specialized curriculum


	Curriculum addresses specific needs of children with ASD including: attending to the environment, social interactions, language comprehension, use of language.



	Intensity of engagement


	Maximize the amount of time that a child is actively engaged in learning opportunities. These learning opportunities can occur in whatever setting is most beneficial to the child and involve the child attending to and participating in social and non-social environments.



	Family involvement


	Families are instructed and supported, based on their desired levels of involvement in implementing specific strategies across all settings, including home and community.




Table 2: Elements to consider when designing programs for children with ASD

	Program element


	Description



	Structured environment


	Arranging the environment, materials and teaching instructions to elicit or facilitate skill attainment. Use of visual cues and schedules to organize work, play or other spaces.



	Developmentally appropriate practices


	Practices that have been designed for all young children, based on information about how children learn and develop.



	Intervention in setting with typical children or in natural environments


	Some of the interventions occur in environments with children without disabilities. These could include preschools, community child care, toddler groups or supports within the home.




Project Metro READY ~ Apply now!

University-Community Partnerships to Prepare and Support Early Intervention 
and Early Childhood Special Educators in Urban Inclusive Settings

Metro READY is a federally funded training program designed to prepare early childhood special educators with the skills to provide effective early intervention that promotes school readiness through collaboration with families, agencies and schools in diverse community settings. Students complete interdisciplinary course work, fieldwork in inclusive settings, a year-long family mentorship experience and participate in an online community of practice.

Who can participate?

•
Beginning early childhood special education teachers with conditional licenses

•
Graduate students enrolled in the early childhood special education (ECSE) program at Virginia Commonwealth University

Students from underrepresented populations and students with disabilities are encouraged to apply.

For additional information please contact:

Belinda Hooper, Ed.S., project coordinator • Phone: (804) 827-2663 • E-mail: bbhooper@vcu.edu

Tuition support is offered to all students. Payback requirement: For every year of assistance received, students are required to provide 
two years of early intervention, special education or related services to infants, toddlers or preschoolers with disabilities.

Teaching social studies, reading or both

By Tonya Price, M.Ed.


Secondary students often lack the skills to read and comprehend the textbooks designed for most social studies classrooms. What is not widely known or accepted, however, is secondary content teachers can help students struggling with reading to master content-specific information and reading skills through teaching reading in the content area. The mechanics of reading are taught in elementary school and the use of these skills is a requirement needed to acquire, process and master information in secondary school. Secondary teachers must embrace the idea that students who struggle with reading need support with reading to ensure that they master the content of the course. Assisting students with reading skills helps teachers to better prepare students for the SOL assessments in all content areas. Moreover, in a world where federal law states that no child be left behind, it is the content area teacher’s responsibility, as well as other educational staff, to help students successfully access, read and understand text.


In discussing content area reading, we refer to the way students make meaning from content. Teachers may use technology, integrate reading, writing, speaking, viewing and listening, and allow students to learn in a social context. Reading in the content area increases their ability to build understanding from multiple perspectives and multiple sources of information (Ryder & Graves, 1998).


Social studies, as a discipline, is comprised of many patterns, which makes it well suited for content area reading. One pattern found in the social studies curriculum is cause and effect. Proficient readers are able to identify cause and effect relationships when reading; however, many struggling readers are not. Many social studies courses present information in a chronological fashion. Thus, teachers can aid students in chronological order and sequencing by using ordinal words, such as first, second and next. Students must be able to sequence the information to determine the order the events take place.


Social studies content reading also aids students in their ability to compare and contrast. Social studies teachers often make comparisons of current topics in the news to events that occurred throughout history. These comparisons force students to explore the events to determine how the events are alike and how they are different.


Many instructional strategies and activities can be used in a social studies course to teach reading in the content area. Some of these are discussed in further detail.

ERT

ERT (Everyone Reads To) is a teaching strategy that helps teachers establish a purpose for reading. To incorporate ERT, teachers should:

1.
Select a short text to be read, approximately one to two pages from a textbook, a single primary source or a short chapter from a fiction text.

2.
Establish a purpose for reading by asking students to find something explicitly stated in the text and something inferred in the text.


For example, when studying about criminal and civil law in middle school, the use of the fictional text, such as “The Three Little Bears,” can spark student interest in the governmental concept. To prepare students for reading, the teacher should ask students to do the following:

1.
Read to find out who broke into the bear family’s home and identify if any other crimes were committed.

2.
Read to figure out if the bear family has the right to file a civil suit, what item(s) would be included in the civil suit (if there is an entitlement for a civil suit), and against whom the suit should be filed.

The predict strategy


Students are grouped in pairs and assigned fiction or nonfiction text to read. One student reads one paragraph aloud. The students follow these procedures:

1.
The student who reads aloud makes frequent predictions as to what will happen next in the text.

2.
The student who does not read aloud is asked by the student who did read if the reader’s predictions were correct.

3.
The students discuss the predictions.

4.
The student who read aloud summarizes what has been read in 10 words or less.

5.
The roles are switched. The student who did not read aloud is now the reader.


For example, the prediction strategy could be used with Steven Kellogg’s retelling of the classic story “The Three Little Pigs” to teach the traits of good citizens (Civics and Economic Standards of Learning objectives CE.4b-d). As students read the story, they make predictions of what will happen next in the story and answer questions, such as:

•
How did the wolf fail to show courtesy and respect for the rights of Prudence, Pete and Percy?

•
How could Percy and Pete have been more responsible?

•
How did the wolf hold Percy and Pete accountable for being irresponsible?

•
How did Prudence’s self-reliance save her life?

•
Could the pigs’ whole ordeal have been prevented if the wolf had respect for the law?

QAR

QAR (Question Answer Relationship) is a four-level questioning strategy that helps students to improve reading comprehension by introducing them to four types of questions (Raphael & Au, 2005). Each question type addresses a different level of comprehension. The four types are:

1.
Right there – The answer to the question 
is stated explicitly in the text.

2.
Think and search – The answer to the question is implied in the text, but students will have to combine ideas in the text with prior knowledge to form inferences.

3.
Author and you – The student takes his prior knowledge and combines it with the clues to arrive at the answer.

4.
On your own – The information the student needs to answer the question is in his mind.

Example text:


In 1848, gold was found on John Sutter’s land located in California. While Mr. Sutter tried to keep his discovery from others, gold miners learned of his good fortune. Most miners panned one ounce of gold dust each day, which was worth about twenty dollars. A few miners were fortunate enough to find 300 to 500 dollars of gold dust a day.

Sample questions:

1.
Who discovered gold in California? (Right there)

2.
What happened when gold was discovered in California? (Think and search)

3.
Why do you think Sutter wanted to keep his discovery a secret? (Author and you)

4.
How would you handle discovering something when you knew others wanted it? (On your own)


School personnel will always have 
conversations concerning failing and/or struggling students. As teachers hypothesize the reasons students are failing or struggling in class, the age-old concern of students’ low reading ability arises. The notion that secondary teachers’ responsibility is content rather than reading makes many feel that working with students with low reading 
levels is even more challenging. While 
teaching struggling readers may be a challenge, the incorporation of content area 
reading will aid students both in their reading skills and in content acquisition.

Resource

Swafford, J. & Kallus, M. (2002). Content literacy: A journey into the past, present, and future. Journal of Center Reading, 1(1).
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Assistive technology for college success

By Frances Smith, Ed.S, CVE., Katherine Wittig, M.S., and Sharon Jones, M.Ed.


Assistive technology (AT) refers to “any technology used to increase, maintain or improve the functional capabilities of individuals with disabilities” [Technology-Related Assistance for Individuals with Disabilities Act of 1988 (PL 100-407]. AT helps people with disabilities to access training and employment opportunities as well as the community; this means that AT should be applied to college settings as well.


Students from diverse backgrounds who are nonnative English speakers or who have disabilities are increasingly entering postsecondary education. The National Council on Disability reports that “the percentage of college freshmen with a disability has more than tripled in the last twenty years” (2003, p. 4). The special needs and learning preferences of students with disabilities entering college classrooms require instructional approaches that are designed to make all students successful, including the use of AT.


The Individuals with Disabilities Education Improvement Act (IDEA) of 2004 (PL 108-776) states that “students with disabilities have the right to services, designed to meet their unique needs and prepare them for further education, employment and independent living” [Section 1400(d)] and to improve students’ academic and functional performance “the development and use of technology, including assistive technology devices and assistive technology services” is recommended [Section 1400(h)]. Because of this, high school students with disabilities will now leave school with a summary of performance, which may include a list of appropriate accommodations and modifications that will assist them as they transition to college. Some of these summaries of performance will highlight the need for AT in postsecondary education.


It is important to note that as students transition to college, they fall under a different legislative statute — the Americans with Disabilities Act of 1990 (ADA) (PL 101-336). Although different from IDEA, this civil rights legislation serves to guarantee equal access to higher education, employment and evaluation situations (Reilly & Davis, 2005). This is essential information for students with disabilities who will require AT tools to be successful in college. Contacting the disability support services (DSS) office on the college campus also helps these students access the AT support and other services they need to pursue for academic success.


Some students with disabilities will experience college courses that follow the universal design for learning (UDL) framework for classroom instruction. Instruction that follows the principles of UDL recognizes that materials, activities and/or goals are attainable by individuals who may have differences “in their abilities to see, hear, speak, move, read, write, understand English, attend, organize, engage, and remember” (Allen, 2005, p.1). Three guiding principles support a UDL approach: 1) provide multiple representations of content, 2) offer multiple opportunities for expression and control and 3) create multiple options for engagement.


Shifting from a single, printed text medium (such as a textbook) to mediums that are digital and adaptable helps many students who use AT tools. For example, instructional materials that are in digital text format (such as a Word document) can easily be enlarged, color-coded or restyled, read aloud by a speech synthesizer, and hyperlinked to supporting materials (CAST, 2006; Rose & Meyer, 2002, 2003). Some AT accommodations are met as a matter of course in a classroom that uses a UDL approach, with no special effort required for an individual student!


Regardless of whether their college courses are traditional or characterized by UDL, students with disabilities will face many challenges and simultaneously be self-sufficient. The following common challenges for college students with disabilities are discussed in light of some potential AT solutions.

Time management and organization


As students transition to the college environment, often they are faced with multiple classes, assignments and deadlines and find that they need organizational devices and time management techniques. Technology tools such as the pocket PC or the Palm device can serve as electronic personal digital assistants (PDAs). These tools contain electronic calendars with embedded alarms and organizational features. A “low-tech” strategy, on the other hand, would be to use a printed daily calendar or appointment book to track assignments and dates. Communication devices such as cell phones often include electronic organizers and embedded auditory alarms. Concept-mapping tools such as the software program Inspiration can be used to visually organize and prioritize a student’s time.

Comprehending text


The academic workload increases dramatically upon entrance to higher education settings. Frequently students are required to absorb an enormous amount of written text. Acquiring digital copies of text provides students the opportunities to manipulate the information. Features such as color coding, electronic highlighting and read-aloud functions may be essential for college students with reading-related disabilities. Microsoft Word (XP version), for example, allows users to use the speech tool to narrate text and read back text aloud. An audio recorder or mp3 player such as an Apple iPod can be used to record lectures and play them back later through audio files.

Writing


Writing also involves a complex set of skills that can be difficult for some students with disabilities. Students with dysgraphia often struggle in coordinating motor movements to simultaneously hold a pencil and develop letters/words on paper. A portable writing device such as an AlphaSmart or a laptop computer can eliminate this barrier by providing a tool to electronically write and record notes. After class, these electronic documents may be uploaded and edited in a word processor, and further refined using tools such as spell check and other embedded editing functions.


Microsoft Word and the software Dragon Naturally Speaking let students “write with their voice” by translating ordinary speech to written text. The assistive writing features in Microsoft Word such as AutoText, AutoCorrect, AutoSummarize and pre-designed templates also offer structure and support to those with writing difficulties. Co-Writer 4000 and TextHELP Gold also include a wide array of assistive writing tools such as word prediction, speech aloud, and simultaneous highlighting and tracking.

Study skills


One of the easiest methods for improving study skills is to find a quiet place to work. Using noise-canceling headphones also can be a simple way to block distractions. Other basic AT tools such as a Heads-Up document holder (which holds reading materials upright within eye range), highlighter tape and adhesive notes can be used as prompts and visual cues that enhance class materials. In some instances, students use a graphic visual organizer (hand-drawn or created on a program such as Inspiration) to outline key concepts for complex projects and tasks.


There are many other AT tools that college students with disabilities may find useful; Table 1 displays the ideas discussed above as well as several more.


Acquiring selected AT resources for college students can be handled in a number of ways. As a beginning, the DSS office at most postsecondary institutions offers a wealth of information on where these resources are located on campus. In addition, our T/TAC has a number of low-tech tools and commercial software programs to preview.  Finally, several national, state and local Web sites (see Resources) provide invaluable suggestions to students and college faculty on how to incorporate AT and UDL into postsecondary environments. Students with disabilities have a right to access the college curriculum; let’s use all of the tools we can to improve their educational outcomes!

Resources

Project DOIT: www.washington.edu/doit

The Professional Development Academy at Virginia Commonwealth University: www.students.vcu
.edu/pda

The Virginia Assistive Technology System (VATS): www.vats.org

References

Allen, T.H. (2005). Universal design for learning: One for all. News and Notes. 35.

Americans with Disabilities Act (ADA) of 1990, PL 101-336, 42 U.S.C., §§12101 et seq

Center for Applied Special Technology (2006). Universal design for learning. Retrieved Jan. 30, 2006 from www.cast.org.

Individuals with Disabilities Education Improvement Act of 2004 (IDEA), PL 108-446, 20 U.S.C. § 1400 et seq.
National Center on Disability (2003). People with disabilities and postsecondary education: A position paper. National Council on Disability – People with Disabilities in Postsecondary Education. Retrieved April 30, 2005 from www.ncd.gov/newsroom/publications/2003/education.htm

Reilly, G. & Davis, T. (2005) Understanding the Regulatory Environment in Transition to College, 
PP 28-29. Brookes, Baltimore, MD.

Rose & Meyer (2003). Digital learning. Cable 
in the Classroom. Retrieved April 3, 2005 from www.ciconline.org.

Rose & Meyer (2002). Teaching every student in the digital age. Alexandria: Association for Supervision and Curriculum Development.

Technology-Related Assistance for Individuals 
with Disabilities Act of 1988, PL 100-407, 2 U.S.C. 2201 et seq.

Table 1. Challenges facing college students and potential AT solutions

	Time management


	Comprehending text


	Organization


	Writing


	Study skills



	Personal digital assistant (PDA)

Use an agenda 
or calendar

Watch with audible alarm

Cell phone alarm

Obtain digital copy of the Time Timer (www.timetimer
.com)

Use a graphic organizer to provide visual picture of important information 
and details
	Enable read-
aloud functions (e.g., Read 
Please, speech 
in Microsoft Word)

Obtain digital copies of text 
or materials

Use portable audio playback devices (e.g., Apple iPod 
or other mp3 player)

Use an audio recorder to record lectures for later playback

Adjust background 
color of desktop and font colors to increase contrast and view
	Graphic/visual organizers 
(e.g., Inspiration, Word)

Organize schedule, assignments, 
dates using Microsoft Outlook

Use low-tech tools such 
as highlighters, post-it notes 
and dry-erase boards

Use separate color-coded notebooks or 
file folders for each class

Set up an electronic file folder system 
on laptop, desktop or PDA
	Digital audio recorder (e.g., Apple iPod 
or other mp3 player)

Obtain copies of instructor’s notes

Use portable note-taking device (e.g., PDA, AlphaSmart, laptop)

Use assistive writing tools (e.g., TextHELP with word prediction, AutoCorrect 
in Word)

Voice narrate text (e.g., Dragon Naturally Speaking, speech to text in Word)

Access online editing tools (e.g., spell check, dictionary.com, 
thesaurus, wikipedia.com
	Use low-tech tools such as highlighters, 
post-it notes 
and dry-erase boards

Use a graphic organizer to provide visual picture of important information 
and details

Use a Heads-Up stand or reading helper to place instructional materials in a closer range 
of vision

Use noise-blocking devices to reduce distractions (e.g., headphones)

Find a quiet 
study location


Rise in statewide inclusion for preschoolers


Congratulations to all of the teams for participating in the Virginia Department of Education’s Training and Technical Assistance Centers’ (T/TACs) statewide initiative to begin or expand inclusive placement opportunities for preschoolers with disabilities. These teams include: New Kent County, Sussex County, Smyth County, Harrisonburg City, Stafford County and the Northwestern Regional Education Centers. In the summer of 2005 these programs began receiving technical assistance from the T/TACs in their regions. The teams have been busy learning about various inclusion options, visiting inclusive preschools and 
planning for inclusion for preschoolers within their programs. We will continue to support these teams as they implement the inclusion options within their programs. Next year we hope to begin to work with new teams that 
are looking to increase placement opportunities for preschoolers.

Welcome to new program specialist!


Mona Pruett is out newest program specialist at T/TAC. Mona is an occupational therapist with over 24 years of experience working with children with special needs. She worked for 15 years with New Kent County Public Schools and previously with the Crater District Infant Intervention Program in Petersburg. Mona brings her expertise to T/TAC in order to provide assistance in the areas of assistive technology and severe disabilities. She is excited to begin her work with the schools in regions 1 and 8.

Mark your calendars!

Shining Stars: Charting the Future for Today’s Children

Virginia’s Third Annual Early Childhood Conference

July 19 – 21, 2006

Ramada Plaza Resort Oceanfront, Virginia Beach, Va.

This statewide summer conference will focus on increasing access to inclusive 
opportunities for infants, toddlers and preschoolers with and without disabilities.

Who should attend:

Early childhood special educators
Early intervention providers

Early childhood educators
Administrators

Paraprofessionals
Families

Head Start, Title 1 and Even Start providers
Related Service Providers

Sponsored collaboratively by:

Virginia Department of Education

Virginia Department of Education’s Training and Technical Assistance Centers

Partnership for People with Disabilities

Virginia Division for Early Childhood

Program and registration available at www.ttaconline.org, click on the “Events” tab.

In Virginia

Surviving the Summer: Tips and Resources to Help Parents Make 
the Most of their Summer Vacation

May 16, 2006

The Faison School for Autism, Richmond, Va.

For more information: www.autismva.org
/Workshops_and_Conferences.htm

College Bound: A College Transition Program for Students with Disabilities

June 21 – 23, 2006

Virginia Tech Campus, Blacksburg, Va.

For more information: www.swvats.ada.vt.edu
/graphical/collegebound.htm

Teaching Communication Skills to Children with Autism or Other Developmental Disabilities

June 21 – 23, 2006

Holiday Inn – Koger Center, Richmond, Va.

For more information: Spiritos School 
at (804) 897-7440

Making Connections with AT: 
Aug Com 2006

June 22 – 23, 2006

The Inn at Virginia Tech and Skelton 
Conference Center, Blacksburg, Va.

For more information: Glenna Gustafson 
at gsgustaf@vt.edu

Academy for Teachers of Students 
with Significant Cognitive Disabilities

June 25 – 29, 2006

Stonewall Jackson Hotel and Conference Center, Staunton, Va.

For more information: www.ttaconline.org

Reading First 2006 Summer Teacher Reading Academies

June 26 – 29, 2006

Meadowbrook High School, Richmond, Va.

July 24 – 27, 2006 and July 31 - Aug 3

Longwood University, Farmville, Va.

August 1– 4, 2006

Mary Baldwin College, Staunton Campus

For more information: www.readingfirst.virginia
.edu/ac_summer06.html

7th Annual Content Teaching Academy

June 26 – 30, 2006

James Madison University, Harrisonburg, Va.

For more information: http://coe.jmu.edu
/Academy2006

Shining Stars: Charting the Future 
for Today’s Children

Virginia’s Third Annual Early Childhood Conference

July 19 – 21, 2006

Ramada Plaza Resort Oceanfront, Virginia Beach, Va.

For more information: www.ttaconline.org

Addressing Social and Behavioral Concerns for Children with Autism/Asperger’s Syndrome

July 25, 2006

Doubletree Hotel, Charlottesville, Va.

For more information: http://ttac.cisat.jmu.edu
/training.htm

Outside Virginia

NJAER Annual Spring Conference – Beyond the “3R‘s”: Reading, 
Roaming and Realizing the Future

May 15, 2006

Princeton, N.J.

For more information: Elida Gares at Njaer@aol.com

27th Annual TEACCH Conference, Autism in Adolescents and Adults

May 18 – 19, 2006

The William and Ida Friday Continuing Education Center, Chapel Hill, N.C.

For more information: www.teacch.com
/060518a0.html

International Conference on Signs 
of Autism in Infants: Recognition 
& Early Intervention

May 20 – 22, 2006

UCLA, Los Angeles, Calif.

For more information: www.childdevmedia.com
/seminar2.cfm?seminar_id=107

EDUCAUSE Southeast Regional Conference 2006

Balancing Today with Tomorrow through Innovation, Collaboration, and Integration

June 19 – 21, 2006

Grand Hyatt Atlanta, Atlanta, Ga.

For more information: www.educause.edu/serc06

The Mid-Atlantic Workshop: Treating Children and Adolescents Who Stutter

Co-sponsored by The Stuttering Foundation 
and Children’s Hospital of Philadelphia

June 21 – 25, 2006

Philadelphia, Penn.

For more information: www.stutteringhelp.org
/Default.aspx?tabid=78

RESNA 2006: Thriving in Challenging Times: The Future of Rehabilitation Engineering and Assistive Technology

June 22 – 26, 2006

Hyatt Regency, Atlanta, Ga.

For more information: www.resna.org
/Conference/Conference.php

ED-MEDIA 2006: World Conference 
on Educational Multimedia, Hypermedia, and Telecommunications sponsored by AACE (Association for the Advancement of Computing in Education).

June 26 – 30, 2006

Renaissance Orlando Resort at SeaWorld, 
Orlando, Fla.

For more information: www.aace.org/conf
/edmedia

ASCD Summer Conference: Differentiating Instruction 
and Understanding by Design: 
Powerful Keys to Student Learning

June 27 – 29, 2006

Adam’s Mark Hotel and Resort, Denver, Colo.

For more information: www.ascd.org

27th Annual National Educational Computing Conference

July 5 – 7, 2006

San Diego Convention Center, San Diego, Calif.

For more information: http://center.uoregon.edu
/ISTE/NECC2006/glance

Association on Higher Education and Disability (AHEAD) 2006 Conference

Town and Country Resort and Convention Center, San Diego, Calif.

July 18 – 22, 2006

For more information: www.ahead.org/training
/conference/2006.htm

DEC • 2006 – Annual International Conference on Young Children with Special Needs and Their Families

October 19 – 22, 2006

Little Rock Statehouse Convention Center, 
Little Rock, Ark.

For more information: www.dec-sped.org
/annualconference.html

The publication of Innovations 
and Perspectives is a collaborative effort between Creative Services 
at VCU and the Publication team 
at the T/TAC at VCU.

If alternative formats of Innovations and Perspectives are needed, you can go to www.vcu.edu/ttac and click 
on Newsletter or contact the T/TAC 
at VCU at (804) 828-3876 (voice) 
or (800) 828-1120 (TDD Relay).

Visit the VDOE 
T/TAC at VCU 
Web site 
for new 
information 
and resources!

www.vcu.edu/ttac
VDOE T/TAC at VCU is entering 
the blogosphere!

T/TAC at VCU launched 
the assistive technology 
weblog, or blog, in spring 
of 2006. This online resource 
will be a place for sharing 
information and ideas about 
the issues that surround assistive technology. Join us to post your 
experiences, explore great links, 
and be part of a cutting-edge 
Web community on assistive 
technology across regions 
1 and 8.

Join us at http://blog.vcu.edu/ttac!

VDOE T/TAC at VCU staff contact information

Richmond office


Mailing address:


P.O. Box 843081


Richmond, Virginia 23284-3081


Physical address:


10 East Franklin Street, Suite 200


Richmond, Virginia 23219


(804) 828-6947 • Toll Free: (800) 426-1595 • TDD: (800) 828-1120

Cheryl Bishop, Office Manager


Conference Logistics, Information and Dissemination


(804) 828-8151


cebishop@vcu.edu

Renee Bullano, Program Specialist


Secondary Transition, Curriculum and Instruction


(804) 827-9972


rzbullano@vcu.edu

Ann Cox, Principal Investigator


Associate Director and Coordinator of Interdisciplinary Training



Partnership for People with Disabilities


(804) 828-8244


acox@vcu.edu

Susanne Croasdaile, Program Specialist


Secondary Curriculum and Instruction


(804) 828-8179


sscroasdaile@vcu.edu

Chris Frawley, Program Specialist


General Education Pre-K through Grade 5


(804) 827-1411


cdfrawley@vcu.edu

Erik J. Froehlich, Information Technologies


Library and Technology Lab Holdings


(804) 827-1412


ejfroehl@vcu.edu

Phyllis L.M. Haynes, Program Specialist


Mild/Moderate Disabilities, Positive Behavior Support


(804) 827-1408


plhaynes@vcu.edu

Karen Hoover, Program Specialist


General Education Pre-K through Grade 5


(804) 827-1401


hooverkc@vcu.edu

Sharon Jones, Program Specialist


Early Childhood Special Education, 


Assistive Technology, Autism


(804) 827-1398


scjones@vcu.edu

Tracy Landon, Program Specialist


Autism, Positive Behavior Support, Inclusion


(804) 827-1404


talandon@vcu.edu

Kelly Ligon, Program Specialist


Severe Disabilities, Assistive Technology


(804) 827-9993


kligon@vcu.edu

Kathy Lynch, Program Evaluator


(804) 828-9580


kblynch@vcu.edu

Linda Oggel, Co-director


Communication, Autism, Assistive Technology


(804) 827-1400


lsoggel@vcu.edu

Sue Palko, Program Specialist


Autism, Behavior


(804) 827-9991


palkosm@vcu.edu

Tonya Price, Program Specialist


Secondary Curriculum and Instruction


(804) 827-9976


tmprice2@vcu.edu

Mona Pruett, Program Specialist


Severe Disabilities, Assistive Technology


(804) 827-9990


mdpruett@vcu.edu

Fran Smith, Program Specialist


Instructional Technology, Distance Education, 


Web Design


(804) 827-1406


fgsmith@vcu.edu

Page Stirrup, Office Specialist


Library Holdings, Office Support


(804) 827-1414


pbstirrup@vcu.edu

Sandy Wilberger, Co-director


Early Childhood Special Education, Positive Behavior 


Support, Inclusion


(804) 827-1405


slwilber@vcu.edu

Katherine Wittig, Program Specialist


Transition


(804) 827-1403


kmwittig@vcu.edu

Christine Young, Program Specialist


Mild/Moderate Disabilities


(804) 827-1409


cyoung@vcu.edu

Blackstone office


440 QM Circle South


Pickett Park


Blackstone, Virginia 23824-3043


(434) 292-3723 • Toll Free: (866) 465-0412

Rose Eanes, Office Assistant


(434) 298-0427


reanes@vcu.edu

Sarah Wright, Office Manager


(434) 292-3723


sswright@vcu.edu
Mission statement

The VDOE T/TAC at VCU is a grant-funded program of the Virginia Department of Education and the Partnership for People with Disabilities. The primary purpose of the T/TAC system is 
to provide improved educational opportunities and contribute to the success of children and youth with disabilities from birth to 22 years of age. VCU is an equal opportunity, affirmative action university providing access to education and employment without regard to age, race, color, national origin, gender, religion, sexual orientation, veteran’s status, political affiliation or disability.

