Why disproportionality matters in schools

By Vivian Stith-Williams, Ph.D., 
Virginia Department of Education


Disproportionality, or disproportionate representation, refers to the over- or underrepresentation of minority students receiving special education services in numbers less than or greater than their percentage in the general population. Disproportionality also may denote an underrepresentation in programs for the gifted and talented.


The U.S. Department of Education, Office of Civil Rights (OCR), has documented the patterns of disproportionate representation of minority students in special education programs for more than 30 years. With each OCR survey, the following patterns have emerged:

•
African-American students have been found to be overrepresented in the high-incidence categories of mental retardation (MR) and emotionally disturbed (ED).

•
American Indians are overrepresented in the specific learning disability (SLD) category.

•
Asian/Pacific Islanders are underrepresented in almost every category.

•
Caucasian students are consistently overrepresented in the gifted and talented (GT) programs and SLD category.

•
African-American, Latino/Hispanic and American Indian students are underrepresented in the GT category.


Nationally, African-American students constitute 35 percent of the total special education enrollments in the MR category, yet represent 17 percent of elementary and secondary student enrollments. African-American students are 2.4 times more likely to be labeled MR than white students and 26.4 percent of African-American students are classified as ED, but are only 17 percent of the overall student population. No other groups are overrepresented in the high-incidence disabilities of mental retardation and emotionally disturbed. African-Americans, especially males who engage in certain behaviors that represent artifacts of their culture — such as language (Ebonics), movement patterns (verve) and a certain “ethnic” appearance — have been found to be over referred for special education placement (Neal, McCray, & Webb-Johnson, 2001).

Why it matters


The disproportionately large number of minority students placed in special education suggests that too many of the learning difficulties experienced by these children may be explained as “something wrong with the child” that special education can “fix.” Students who are culturally and linguistically diverse tend to be frequently misidentified, misassessed, miscategorized and misplaced (Obiakor & Wilder, 2003). Inadequate and inappropriate referral, assessment and evaluation procedures used either to refer students for possible inclusion 
in special education or to determine their placement in special education contribute greatly to the large numbers of minority students in these programs (Meyer & Patton, 2001). Poverty 
and other socioeconomic factors affect the incidence of disability among all ethnic groups and across all disabilities. Even with socioeconomic factors considered, race and ethnicity remain significant factors in placing children in special education. Therefore, disproportionality matters because it often results in: 1) minority students being underserved or receiving services that do not meet their needs; 2) misclassification or inappropriate labeling; 3) placement in special education as a kind of discrimination through school segregation; 4) a stigma associated with labeling; and 5) lowered expectations as well 
as a higher incidence for dropouts, suspensions 
and expulsions that contribute to limited options 
for future success.


The No Child Left Behind Act of 2001 (NCLB) requires accountability for all children, including student groups based on poverty, race and ethnicity, disability, and limited English 
proficiency. NCLB was designed to help close the achievement gap between disadvantaged, disabled and minority students and their peers. The Individuals with Disabilities Education Improvement Act of 2004 (IDEA, 2004) mandates that state education agencies/local education agencies collect and examine data to determine if significant disproportionality based on race and ethnicity is occurring in: 1) the identification of students with disabilities; 2) particular disability categories; 3) placement in particular educational settings; and 4) the incidence, duration and type of disciplinary actions, including suspensions and expulsions.


If the data analysis indicates that there is significant disproportionality, local school divisions must review, revise and publicly report (as appropriate) on the policies, practices and procedures initiated to prevent the inappropriate overidentification of minority children needing special education. Additionally, these local school divisions must reserve 15 percent of 613 funds to provide for comprehensive coordinated early intervening services to those minority groups’ students previously identified as significantly overrepresented.

Strategies to reduce disproportionality


IDEA 2004, NCLB and state mandates have one common goal: early intervention. Both IDEA 2004 and NCLB require schools to use effective methods, intervention and instructional strategies that are grounded in research. Pre-referral interventions have been recognized as a response/approach to reduce the number of inappropriate referrals to special education. The defining features of the pre-referral model include a preventive process, a team-based problem-solving approach, action-research orientation and an intervention process that is centered on the enhanced success of students and teachers within the general education setting (Buck, Polloway, Smith-Thomas, & Cook, 2003; National Alliance of Black School Educators, 2002).


Pre-referral intervention starts with a general education team that meets to discuss a teacher’s concerns about a student and to suggest strategies that he should implement within the general classroom before a student can be considered for referral to special education services (Losen, 2002). Most of the solutions proposed to eliminate disproportionality address the provision of appropriate and preventive intervention for students who are experiencing difficulty in school and improving teacher training in working with students from culturally and linguistically diverse backgrounds. Reducing overrepresentation is a matter of creating a successful school environment for all students and accurately distinguishing disabilities from cultural differences (Burnette, 1998). An ecological approach that recognizes the influence of the learning environment on the process of teaching and learning is critical. An ecological approach embraces a culturally responsive educational system that recognizes, acknowledges, values, respects and uses the culture, language, heritage and experiences of all students and families to facilitate learning and development (Utley, Obiakor, & Kozleski, 2005).


Educators can build awareness of the cultural influences on behavior by taking advantage of staff development opportunities in diversity and cultural competence, and instructional practices for diverse learners. Reading information specific to the local diverse populations and community as well as taking the time to talk with individual families and attending cultural activities are more specific ways to enhance one’s own knowledge base.


Reducing disproportionality/overrepresentation is a high priority for the Virginia Department of Education (VDOE) and local school divisions. For the past several years, the VDOE Division of Special Education and Student 
Services has provided technical assistance 
workshops, training and information to address the problem of disproportionate representation 
of minorities in special education.


In April 2006, 245 local school division representatives attended VDOE’s statewide conference on disproportionality. The conference focused on increasing teachers’ cultural competence and culturally diverse learners, as well as showcasing promising practices from five local school divisions. Last year, VDOE sponsored a series of regional meetings on disproportionality with topics such as “A Conceptual Framework for Disproportionality,” “Legal Requirements, Role of OCR, and Strategies for Addressing Disproportionality,” “Culturally Proficient Strategies and Considerations” and “Developing a Division-Wide Action Plan.” VDOE has partnered with the National Center for Culturally Responsive Educational Systems to expand its knowledge 
base and expertise in culturally responsive practices, processes and policy considerations.


VDOE previously received a grant to develop a cultural competence curriculum and resource manual for teachers and school staff to enhance their knowledge base. The cultural competence curriculum is in the process of being updated. The curriculum is an example of a resource 
to help teachers build awareness and develop strategies to better serve diverse learners.


Currently, the VDOE Division of Special Education and Student Services is re-examining the data analysis method for determining disproportionality as well as defining the criteria for inappropriate identification, pre-referral intervention and specific disability categories. VDOE will provide a framework for the local school divisions with significant disproportionality to use for record review as well as for documentation of their efforts to reduce the disproportionate representation of minority students in special education.


VDOE will continue to develop partnerships with state and national experts in the field of cultural competence, culturally responsive educational systems, disproportionality and early intervention for student success. Technical assistance and training will be ongoing and available to any local school division that requests support to address the issue of disproportionality.
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Teams guide quality AT service delivery

By Sharon Jones, M.Ed., and Kelly Ligon, M.Ed


This article is the first in a series of articles about improving assistive technology services in schools.


The field of assistive technology (AT) is growing by leaps and bounds. Every month there seem to be new AT devices, software programs and resources available to support students with disabilities. How is your school system keeping up with the flow of AT information, materials and resources?


Many school systems across the nation have found the use of AT teams to be an effective method for designing policies and procedures around AT services, providing AT assessments and training individual education plan (IEP) teams in the appropriate selection and use of AT materials and services. In addition, these teams also can be responsible for purchasing and maintaining an inventory of AT equipment, keeping up with routine maintenance and providing training to families and service providers on the use of these devices.


Perhaps you are asking how your school program might begin to address these AT needs? There are several initial steps:

•
Develop a planning team.

•
Conduct a systemwide assessment to evaluate 
how your school division is currently providing 
AT devices and services related to referral, evaluation and IEP development.

•
Develop an action plan based on the information collected with the goal of improving referral, evaluation and consideration of AT in the IEP.

Develop a planning team


The first step is to develop a planning team whose members have an interest in and some knowledge of AT. Members should represent general education, special education, related services (occupational therapist, physical therapist, speech-language pathologist, vision, hearing, etc.), instructional technology, family members and others. It is critical to have an administrator on the team to support the commitment of 
personnel and financial resources.

Conduct a systemwide assessment


Across a single school division, often there are pockets of effective AT service delivery. There may be groups of professionals who are highly skilled in the use of AT and others who are not as knowledgeable about how to use AT with students. It’s important to determine what is happening across the school system related to AT referral, evaluation, instruction and training so that planning will be systematic and based on the needs and resources of your division. Whichever model of AT service delivery is selected, it should be individualized to meet 
the needs of your division.


The School Profile of Assistive Technology Services and the Quality Indicators for Assistive Technology (QIAT) are two assessment and planning tools that might help your school division determine how well you are currently providing AT services.

•
The School Profile of Assistive Technology Services (Reed, 2000) contains a rubric for rating the quality of recommended components of effective AT service delivery. These components guide schools through necessary services related to referral, evaluation, extended assessments, plan development, implementation and periodic review. This tool helps to identify differences in AT skills and knowledge, determine perceptions about how AT services should be delivered and assess how information is shared across the school division. A plan for improvement is then developed by the AT team to address the identified needs.

•
The QIAT, revised 2005, was developed by a consortium of national AT leaders and provides a set of descriptors and guidelines for the assessment of quality AT services aligned to meet federal, state and local mandates. These descriptors can be used to formulate an improvement plan for AT service and delivery. This guide describes quality indicators for:

★
Consideration of AT needs.

★
Assessment of AT needs.

★
Including AT in the IEP.

★
AT implementation.

★
Evaluation of the effectiveness of AT.

★
AT in transition.

★
Administrative support of AT services.

★
Professional development in training of AT.


Guiding questions related to common errors school systems face in AT service delivery are included in each of these categories.

Develop an action plan


Information from the School Profile of Assistive Technology Services and the QIAT helps provide a snapshot of AT service delivery in your school division. This information will direct the AT planning team to identify areas 
of strength and need and can be used to formalize an action plan. The action plan should include outcomes related to AT, specific strategies, timelines, persons responsible, other resources needed and status updates. This plan provides a structure for the planning team to improve AT service delivery across the school division.


This process of self-evaluation helps validate how well teachers, administrators, related service providers and family members are working together to provide AT devices and services to students with disabilities. It also provides research-based guidance to help the AT planning team work toward the development of high-quality AT services using a systematic method of documentation and analysis. The end result is to provide appropriate AT to help students succeed in various educational environments.
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Measuring progress — one child at a time

By Mona Pruett, M.S. OTR, and Sandy Wilberger, M.Ed.


How can we determine where a child is functioning in relation to his typically developing peers? Should parents be a part of determining a rating? These are questions early childhood teams are asking as they collect information for the State Performance Plan (SPP) Indicator 7 outcomes. With the arrival of the SPP Indicators, early childhood special education teams are required to report the percentage of young children with disabilities who demonstrate improved: 1) age-appropriate social-emotional skills, 2) acquisition and use of knowledge and skills (including language/communication and early literacy), and 3) use of appropriate behaviors to meet their needs. (See Figure 1 for a description of each outcome.)

What are the requirements for school divisions?


School divisions must measure children’s progress on an annual basis on each outcome and report this to the Virginia Department of Education (VDOE). To report this progress, school divisions must complete the first measurement (Time 1) when a child is found eligible to receive early childhood special education services. The second measurement (Time 2) is taken when the child exits early childhood special education and enters kindergarten or at the child’s triennial, if the child has not entered kindergarten. School divisions report the progress a child made between Time 1 and Time 2 measurements. The initial eligibility team uses a seven-point rating scale to determine the child’s skills along the scale in relation to typically developing children.  The rating for each outcome is recorded on the Early Childhood Outcomes Progress Summary Form. The VDOE will not see the individual ratings of children on the form because the ratings are converted to percentages of children with disabilities who:

•
Maintained functioning at a level comparable to same-aged peers.

•
Reached level of same-age peers.

•
Improved functioning nearer to same-aged peers but did not reach it.

•
Improved functioning but did not move closer to same-aged peers.

•
Did not improve.


The school division submits the ratings each year to the VDOE. Reports for 2006 are due in February 2007.

How should we assess children?


The challenge for determining where a child falls on the rating scale is that no single evaluation tool exists that directly measures the three outcomes. Also, most of the current instruments used to assess children are domain-based and may not address a child’s level of functioning in a variety of settings. Current recommended practices in assessment call for the use of multiple measures and multiple sources when assessing young children (Neisworth & Bagnato, 2005).


Early childhood teams should turn to naturalistic means of assessing the skills a child can perform across a variety of settings. Naturalistic assessments provide multiple opportunities for a child to perform skills across domains of development and can be embedded within the context of child-initiated routines and planned activities (Losardo & Notari-Syverson, 2001). Assessment occurs in the context of daily routines and involves individuals who have the greatest opportunities to interact with the children on a regular basis (e.g., parents, caregivers, teachers). Several routine-based assessment tools and guidelines available to teams include the Assessment, Evaluating and Programming Scales (AEPS) (Bricker, 2002) and the Scale for Assessment of Family Enjoyment within Routines (SAFER) (McWilliam & Scott, 2000). The AEPS allow professionals to gather assessment information across six developmental areas while children engage in everyday activities. The SAFER is an assessment tool designed for professionals working with families to develop functional intervention plans. The goals and outcomes generated from this assessment are functional and transdisciplinary in nature.

How can family members be included?


Another challenge facing teams is including family members in determining a rating by using the Early Childhood Progress Outcomes Summary Form. Professionals must first acknowledge the role of parents in assessment. Parents must be seen as accurate appraisers of their young child’s development, especially when they are asked to make judgments about behaviors their child currently exhibits (Boone & Crais, 1999). Given this philosophy and through the use of routine-based assessments, families can work in collaboration with professionals in determining 
a rating for the three outcomes of Indicator 7.

What other resources are available?


Additional resources related to Indicator 7 outcomes have been developed by the Early Childhood Outcomes Center (ECO). If teams are using standardized domain-based assessment tools, ECO has developed crosswalks that provide a visual correlation of domain skills to the three outcomes to be measured. Crosswalks for frequently used assessment instruments such as Ages and Stages, Battelle Developmental Inventory (second edition) and the 
Brigance Diagnostic Inventory of Early Development-II can be found online at www.fpg.unc.edu
/~ECO. A decision tree also is available on this Web 
site. Teams might find it helpful when completing the Early Childhood Outcomes Progress Summary Form. A calculator can be used to assist teams in converting outcome summary form ratings to the five Office of Special Education Programs categories.


The information received through using routine-based assessments, parent input and traditional evaluation tools will provide a rich amount of information that will help teams with Indicator 7 outcomes for reporting purposes, and assist them with developing intervention plans that are functional, relevant and family centered. This will lead to our overarching goal “to enable young children to be active and successful participants during the early childhood years and in the future in a variety of settings — in their homes with their families, in child care, in preschool programs and in the community.” (Hebbeler, 2006, p. 2)

Resources

Information about SAFER along with other routine-based 
tools can be found at www.vanderbiltchildrens.com (National Individualizing Preschool Inclusion Program)

References

Boone, H.A., & Crais, E. (1999). Strategies for achieving family-driven assessment and intervention planning. Young Exceptional Children, 3, 2-3.

Bricker, D. (Ed.). (2002) Assessment, evaluation and programming system for infants and children. Volume 4 Curriculum for three to six years (2nd). Baltimore: Paul Brookes.

Hebbeler, K. (2006). Using the child outcomes summary form. Retrieved August 12, 2006, from www.fpg.unc
.edu/~eco/pdfs/cosf_jan06.pdf.

Losardo, A., & Notari-Syverson, A. (2001). Alternative approaches to assessing young children. Baltimore, MD: Paul Brookes.

McWillam, R.A., & Scott, S.M. (2000). Scale for assessment of family enjoyment within routines. Retrieved October 22, 2006, from www.vanderbiltchildrens.com/index.php.

Neisworth, J.T., & Bagnato, S.J. (2005). DEC recommended practices: assessment. In S. Sandall, M. Hemmeter, B. Smith, & M. McLean (Eds.), DEC recommended practices: A comprehensive guide for practical application in early intervention/early childhood special education (pp. 54-55). Denver: Sopris West.

Figure 1. Indicator 7 outcomes

Age-appropriate social and emotional skills include:

•
Relating with adults.

•
Relating with other children.

•
Following rules related to groups 
or interacting with others 
(for older children).

In areas such as:

•
Attachment/separation/autonomy.

•
Social interactions and play.

•
Expressing emotions and feelings.

•
Learning rules and expectations.

Acquisition and use of knowledge 
and skills involves:

•
Thinking, reasoning and remembering.

•
Problem solving.

•
Using symbols and language.

•
Understanding physical and social worlds.

Use of appropriate behaviors to meet 
their needs involves:

•
Taking care of basic needs.

•
Getting from place to place.

•
Using tools.

•
Contributing to their own health 
and safety (in older children).

CICO supports positive student behavior

By Phyllis L.M. Haynes, M.Ed., 
and Susanne Croasdaile, Ph.D.


Managing student behavior is a priority for many school personnel. Check In/Check Out (CICO) is a support used in the Effective Schoolwide Discipline (ESD) model to support students who need additional supports to meet schoolwide behavioral expectations.

What’s CICO?


A student in the CICO program checks in with an identified CICO staff member first thing in the morning. He attends classes as usual throughout the school day, presenting each teacher with a simple carbon copy daily progress report, tailored to his needs. At the end of the day, the student returns the daily progress report to the CICO staff member, who takes one copy and sends the other home with the student. Parents are asked to provide relevant feedback each evening. Biweekly, a team reviews the student’s progress and continues, revises or ends the student’s participation in the program.


The CICO staff member remains positive and supportive, assisting the student in monitoring his own behavior using the progress report data and brief discussions. Immediate and delayed reinforcement are used to motivate and reward students for demonstrating expectations. Weekly and monthly data summaries of the information on the data cards are used to make decisions about how to help the student. The CICO tools provide students with a positive connection between home and school and help students develop a positive self-management system.

What students are included in the CICO program?


CICO is a school-based intervention for any student who would benefit from assistance in meeting schoolwide behavioral expectations and is interested in participating in the program. Students with and without disabilities, in any placement or setting, should be offered the opportunity if the staff members feel they would benefit.

What about the time involved?


One of the strengths of the CICO procedure is that it can be developed by a team and made available to a student in approximately 72 hours. Checking in and checking out with a staff member takes only a few minutes. The information on the cards is simple and easy to summarize each week.


In ESD schools, CICO’s structure does not stress staff members’ already full schedules, but instead blends into the schoolwide behavioral expectations already in place 
(and fulfills the requirements of ESD Level 
II student supports).


In any school, the requirements of CICO need not fall too heavily on any one teacher or administrator. Because the task of supporting students in meeting schoolwide behavioral expectations involves everyone in the building, CICO staff members could represent a variety 
of different school personnel, including guidance counselors, PE teachers and foreign language teachers. Any positive and supportive staff 
member who is in the building and available 
at the start and end of the day can participate.

Why does CICO work?


This level of targeted intervention works because it provides students with the structure 
to be successful through community connections, relevant feedback and opportunities for positive interactions.


Students who participate in CICO ask for and agree to the assistance; participation cannot be forced. Continuous monitoring provides opportunities for implementation, reflection 
and feedback — all important steps in effectively supporting students with behavioral needs.

How do we learn more about CICO?


First, take a look at the CICO cycle (Figure 1). The first step is for a student support team to meet and determine which students, if any, might benefit from support in meeting schoolwide student behavioral expectations. (If student behavioral expectations have not been established, focus on establishing and reinforcing these first.) If expectations have been communicated to students and reinforced, and the team feels that a student needs additional support, ask the student if he is interested in participating in the CICO program. Explain the benefits of participating, including the individualized attention and the specific reinforcement system. If the student agrees to participate, the student, parent and team create a collaborative contract.

Resource


For all of the steps and materials a team would need to get started with the CICO behavior support check out the following book:

Crone, D.A., Horner, R.H., & Hawken, L.S. (2004). Responding to problem behavior in schools: The behavior education program. New York: Guilford Press.

Autism skill competencies build capacity

By Sue Palko, M.Ed., and Linda Oggel, M.A., CCC-SLP


As the number of individuals with autism continues to increase both nationally and here in Virginia, the need for high-quality pre-service and professional development in autism grows. Many teachers report that they don’t know how to teach students with autism. To help address this need, the Virginia Autism Council developed “Skill Competencies for Professionals and Paraprofessionals in Virginia Supporting Individuals with Autism across the Lifespan,” a “road map” to guide personnel development for professionals and paraprofessionals who support individuals with autism. The skill competencies were developed based on the “best and most promising practices that have been identified through research as critical to address the needs of individuals with autism” (Virginia Autism Council, 2006, p. 1). The competencies are divided into two types: competencies that are knowledge based and competencies that are specialized skills needed for working with individuals with autism spectrum disorders (ASD).


The skill competencies focus on six areas:

•
General autism: addresses the characteristics of autism and their impact on individualized programming.

•
Individualization and support strategies: addresses planning for assessment and translating the individual’s strengths and weaknesses into intervention activities.

•
Communication: addresses the components of communication and strategies used to increase communication skills.

•
Social skills: addresses the development of social skills and those strategies used to support individuals in social situations.

•
Behavior: focuses on the messages being communicated through challenging behaviors, as well as the key components of positive behavior supports.

•
Sensory motor development: focuses on the need for some individuals with ASD to have sensory motor supports (revised from Virginia Autism Council, 2006).


In addition, the skill competencies are broken into four different skill levels:

•
Paraprofessional: teaching assistants and direct care staff. Examples include “respite providers, assistants in educational settings or staff in community-based or residential support programs” (Virginia Autism Council, 2006, p. 3).

•
Professional: teachers, counselors, psychologists or therapists with less than three years of experience with ASD. Examples are “new teachers, counselors, psychologists, therapists, as well as people experienced in their professions, but who have limited knowledge of ASD” (Virginia Autism Council, 2006, p. 3).

•
Master professional: professionals with more than three years of experience working with individuals who have ASD.

•
Advanced degree, program developer or specialist: professionals with extensive experience and/or additional certifications related to ASD. These might include a professional with sensory integration certification or a board-certified behavior analyst.


The competencies were designed to be viewed as a whole document with all areas carrying the same amount of weight. In Table 1 you will find a sample of the competencies in the area of social skills (Virginia Autism Council, 2006). Once the competencies were developed, the council solicited advice from several groups that included national and international specialists in autism, individuals with ASD, and family members, professionals and paraprofessionals across the state of Virginia. After a thorough review from the various groups, revisions were made and the document was published in October 2006.


The skill competencies have been sent to the Virginia State Disability Commission, the school division special education directors, a variety of Virginia governmental agencies, parent education centers, legislative personnel and other autism agencies.


The council hopes that through the use of the skill competencies, individuals across Virginia will advocate for high-quality pre-service and professional development in autism by:

•
Helping providers and caregivers identify 
the areas of need for education and support of individuals with autism.

•
Guiding development of programs that address the needs of individuals with autism.

•
Guiding development of university-based classes (either create classes or incorporate information into current classes).

•
Guiding training and staff development for direct service staff who serve individuals with autism.

Resource

Skill competencies are available on the Web at 
www.autismtrainingva.org. Bound copies are 
available by contacting info@autismtrainingva.org.
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Table 1. Social skills competencies

	4.
Social skill competencies statements


	Paraprofessional direct service staff


	Professional direct service staff


	Master 
professional direct service staff


	Advanced degree, program developer, specialist



	4.1K
Understands social skill development and the unique social skill deficits and challenges associated with ASD including, but not limited to, relationship development and maintenance, play/recreation, nonverbal interaction, emotional understanding, self-advocacy, work and/or the role of challenging behaviors versus social skill deficits.


	✔


	✔


	✔


	✔



	4.1.1S
Assesses social skill strengths and needs.


	
	✔


	✔


	✔



	4.1.2S
Plans and uses specialized social skill strategies (for example, anger and stress management techniques, Social Stories™, Comic Strip Conversations™, mentoring, shaping, incidental teaching, role play, social scripting, integrated play groups, etc.) to teach 
social skills and to foster social interest and interaction.


	
	✔


	✔


	✔



	4.1.3S
Teaches professionals and family to implement specialized social skill strategies 
in a variety of settings.


	
	
	✔


	✔



	4.1.4S
Plans for generalization and maintenance of social skills in a variety of settings with 
a variety of people including other professionals, friends and family members.


	
	✔


	✔


	✔



	4.1.5S
Assesses the function of problem behavior and identifies the social skill deficits that lead to the development of problem behavior.


	
	✔


	✔


	✔




	4.
Social skill competencies statements


	Paraprofessional direct service staff


	Professional direct service staff


	Master 
professional direct service staff


	Advanced degree, program developer, specialist



	4.1K
Understands social skill development and the unique social skill deficits and challenges associated with ASD including, but not limited to, relationship development and maintenance, play/recreation, nonverbal interaction, emotional understanding, self-advocacy, work and/or the role of challenging behaviors versus social skill deficits.


	✔


	✔


	✔


	✔



	4.1.1S
Assesses social skill strengths and needs.


	
	✔


	✔


	✔



	4.1.2S
Plans and uses specialized social skill strategies (for example, anger and stress management techniques, Social Stories™, Comic Strip Conversations™, mentoring, shaping, incidental teaching, role play, social scripting, integrated play groups, etc.) to teach 
social skills and to foster social interest and interaction.


	
	✔


	✔


	✔



	4.1.3S
Teaches professionals and family to implement specialized social skill strategies 
in a variety of settings.


	
	
	✔


	✔



	4.1.4S
Plans for generalization and maintenance of social skills in a variety of settings with 
a variety of people including other professionals, friends and family members.


	
	✔


	✔


	✔



	4.1.5S
Assesses the function of problem behavior and identifies the social skill deficits that lead to the development of problem behavior.


	
	✔


	✔


	✔




Engaging students aids comprehension

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


Comprehension is the ability to gain and use meaning from text. If instruction is purposeful and active, all students will benefit, including those with significant cognitive disabilities. Explicit instruction includes direct explanation, modeling strategies and guided practice (Learning First Alliance, 1998).


Students with significant cognitive disabilities 
can be active learners in the classroom with explicit instruction. If these students are just acted upon, then they will only learn to be recipients of information, instead of learning to act on information (Downing, 2005). Therefore, engaging these students in any way we can by asking them to respond and express what they have learned from reading material is critical. When addressing multiple physical and cognitive challenges, students will benefit from wait time following a request for a response, allowing them to participate in a meaningful way. Each student’s method of response and wait time will vary and, as teachers, we need to identify and respect that time.


Students with complex needs can express their interest and understanding of information in many different ways. Some examples are providing visuals that accompany words; using objects that represent information from the story or topic of discussion; and assuring that all materials are accessible by means of touch, eye-gaze boards, computer displays with touch screens, or adapted keyboards and/or switches. Each lesson should be universally designed so that it meets the learning and communication needs of the students. As teachers, it is important that we provide these types of opportunities and methods for all students to express themselves.


Scientifically based and validated strategies that improve comprehension include self-monitoring, using graphic and semantic organizers, generating and answering questions, recognizing story structure, and summarizing. The Question-Answer Relationship (QAR) (Raphael, 1982) is a questioning technique widely used in general education classrooms. The QAR technique is used to identify the kind of response necessary to answer a question. Because questions are the most prevalent means of evaluating comprehension, this strategy facilitates comprehension and increases a student’s ability to participate in text-based discussions. (Figure 1 shows adaptations for students with significant cognitive disabilities.)


The following are examples of students who are actively engaged in learning to use the QAR strategy with the help of various forms of assistive technology and support.  It is important to note that the teacher is choosing to start with specific interests of each student to teach the strategy. Additionally, the teacher is working with what each student can do to maintain a comfortable instructional level throughout the teaching and learning process.

Nick


Nick is a fourth-grader who loves to have someone read to him. He often points to pictures in books that match the content that is being read, and he can identify letters in his name. He is often seen socializing with the other students throughout the school day. Like many of his classmates, Nick is interested in space, rockets and airplanes. He is able to communicate by using vocalizations and gestures. Nick moves around the building and classroom independently using his electric wheelchair.


The following is an excerpt from a selection about space that Nick has been listening to by using read-aloud software in conjunction with symbols and pictures.

In orbit, there is no feeling of weight. Inside a spacecraft objects float around freely if they are not anchored down. This is what scientists call zero gravity. Astronauts say it feels like free fall. Most of them enjoy the feeling, but some may feel sick until they get used 
to the feeling.


Nick responded to the following On My Own question about his reading.

Have you ever felt sick from motion? What happened? 
Nick responded using Boardmaker symbols that he felt carsick when he was on vacation with his family (See Figure 2, Page 8).

Figure 2

Pictures from Boardmaker and www.google.com

Max


Max is in middle school. He can identify the letters in his name. His receptive language skills allow him to easily follow two- and three-step directions. Max communicates by using gestures and Boardmaker symbols. During family time, he enjoys attending sporting events. He has a special fondness for the Chicago Bulls because his favorite color is red. During sustained silent reading time, Max chooses to look through sports magazines.


Below is an excerpt from a selection about basketball that Max has been listening to on audiotape. He followed along with the actual book while looking at the photographs.

The Paralympics are an international competition for athletes with disabilities. Wheelchair basketball is one of the most popular sports 
at the Paralympics. The sport is almost 
the same as typical basketball. The only 
difference is the way the ball is handled 
and rules about fouls.


Max responded to the following Right There question about his reading. What is the only 
difference between typical basketball and wheelchair basketball? Notice how the teacher highlighted the key words from the question to match the exact words from the text that indicates the answer. Max was able to point to the answer 
in the text with verbal support.

Jill


Jill is in high school. She is able to spell three- to four-letter words using the eye-gaze frame. She also uses eye gaze to communicate by using Boardmaker symbols. Jill loves fashion, movies and movie stars. She spends her free time enjoying fashion and movie magazines. Jill is a social student and enjoys her friends.


This is an excerpt from a selection about movies in Hollywood that Jill has been listening to with voice-recorded technology using her MP3 player and headphones; she follows along with the actual text.

The Hollywood movies of the ’20s were very different than those that you enjoy today. Back then, movies had no sound. The people thought they were fun to watch in the huge, elaborate theatres. The price of a ticket was only a few cents, and that included an organ player to set the tone for the movie.


Jill responded to the following Think and Search question about the selection. Did people back in the ’20s have to be wealthy or rich to enjoy a movie in the theater? The teacher used symbols from Boardmaker for answer choices that Jill could choose from using eye gaze (Figure 3). 
The clue that the author gave is highlighted 
in the text to help Jill infer the answer.

Figure 3

Pictures from Boardmaker


As educators, we must remember that our students may show their understanding of text 
in some ways that may be very subtle and difficult 
to observe. We must be aware and recognize their responses by teaching other strategies and providing resources for them to communicate their knowledge in a manner that is recognized by others. These interactions will help students with complex needs build their comprehension skills and love for reading.

Resources for creating visuals

Web sites for graphic organizers:

•
Kidspiration and Inspiration software: 
www.inspiration.com

•
Teachnology, an online teacher resource: www.teach-nology.com/web_tools
/graphic_org

•
Graphic Organizers for Reading Comprehension: http://content.scholastic
.com/browse/article.jsp?id=2983

Scanning pictures from a book (that you own and will only use in the classroom for educational purposes):

•
Copy different pages from the book and cut out different scenes or characters or items you want the student to identify (AbleNet Inc., 2005)

•
For books with few pictures, create your own pictures that match the characters, setting or items mentioned in the book.

Photographs:

•
Pair photographs of characters, settings 
or items that match the story.

Objects:

•
Select objects that represent characters, settings or items in the story and include the text from the story on the object. While reading the story, use the object to represent what is happening.

Picture line drawings:

•
Mayer-Johnson Boardmaker software: 
www.mayer-johnson.com
•
Writing with Symbols software: 
www.mayer-johnson.com
•
PixWriter software: www.slatersoftware.com
•
Free Picture Cards: www.dotolearn.com
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Figure 1. Adaptations for QAR (Raphael, 1982)

1.
Right There. The answer is directly stated in the text. The words in the question are always found in the text, allowing the reader to point to the words “right there” in the text.

•
Highlight the words in the question that match the words in the text answer. Match 
the color with a visual that cues the student to the answer.

•
Chunk specific text areas to help the student identify the page/paragraph or sentence 
with the information.

•
Pair text with a picture to cue the student to look for the word with the picture.

•
Use a picture that contains the answer taken directly from the story.

2.
Think and Search. The answer is in the text, but the words used in the question are not stated directly in the text. The reader must think about what the author is saying indirectly. The author implies and the reader infers.

•
Emphasize a specific area of text by using a sentence, paragraph or word frame narrowing the specific area of text where clues are given.

•
Provide visual cues with pictures and highlights.

•
Provide forced choice of answers for the student to select from; use pictures and objects 
that match the story, paired with words (e.g., was it a cold or hot day?).

3.
Author and Me. The reader thinks about and combines what he knows or has learned 
(prior knowledge) with what is in the text to answer the question.

•
Review with the student his background knowledge about the topic or story by talking about past experiences (using voice and/or communication system), reviewing pictures 
or stories used by the student in the past that relate to the topic, asking for information from family members and requesting items to share with the class (scrapbooks, photos 
and souvenirs) that relate to the topic.

•
Use voice, pointing/gestures, eye gaze and objects that offer choices to ask questions and retrieve answers from the student.

•
Ask “What did the author mean when …?” Provide the student opportunities to answer 
by providing choices (at least one that is correct) using visuals (pictures from the book 
or line drawings) or objects that pertain to the book. The student can express answers 
using his mode of communication.

4.
On My Own. The answer is formulated in the reader’s own head. There is no right or wrong answer.

•
Ask students to think about a time when they might have experienced the same thing 
in their lives as what occurred in the story. Ask them to create a picture in their head 
and think about who was with them, how they felt, what they were doing and where 
it happened.

•
Ask students to share some of this information with their classmates using their voice, 
a letterboard, photographs, picture symbols and/or objects.

SPP Indicator 14 requires data collection

By Katherine M. Wittig, M.Ed., and Marianne Moore, M.S., C.A.S., Virginia Department of Education


Section 616 (b) of the reauthorized Individuals with Disabilities Education Improvement Act (IDEA) requires states to develop and submit a State Performance Plan (SPP) to the U.S. Department of Education’s Office of Special Education Programs (OSEP). The SPP consists of 20 indicators, one of which addresses postsecondary outcomes for students with disabilities. The SPP format consists, in part, of targets for each indicator, as well as activities intended to improve results for students with disabilities.


Indicator 14 reads: “Percent of youth who had IEPs, are no longer in secondary school and who have been competitively employed, enrolled in some type of postsecondary school, or both, within one year of leaving high school.” (U.S. Department of Education)

What does this mean?


Each local school division must locate all youth who had individual education plans 
(IEP) and left school by June 2006 for one 
of the following reasons:

•
Earned an advanced studies diploma.

•
Earned a standard diploma.

•
Earned a modified standard diploma.

•
Earned a special diploma.

•
Earned a certification of program completion.

•
Earned a general education development certificate.

•
Earned a general achievement diploma.

•
Dropped out.

•
Aged out.


In order to meet the reporting requirements for Indicator 14, school divisions must generate a list of all school leavers reported in their division’s 2005-06 end-of-year report (Getzel & Moore, 2006). The list will likely need updating as some students reported as leavers will return to school and some students will have graduated after June 2006.

How is data collected?


The school leavers from the 2005-06 school year must be contacted by someone from each school division between April 2007 and the end of August 2007. The logistics of the local collection of post-school outcomes information will be left to the school division. A team of interviewers may include the special education teachers with whom the student had the most contact, special education department chairmen, transition coordinators and other personnel who had regular contact with the school leavers. School divisions will use the Web-based Post School Outcomes Survey to submit students’ responses to the survey questions. Prior to submitting survey response data, school divisions will receive a pass code, a Web address and directions to follow to submit the survey responses.


After all survey response data have been submitted by all school divisions, each division will receive its preliminary survey results and will be asked to verify the data. The Virginia Department of Education (VDOE) will analyze survey response data during the fall of 2007. State totals for survey results will be used by the VDOE to report baseline data and to set a state target for Indicator 14. These data will be reported in 
the annual performance plan to be submitted 
to OSEP on Feb. 1, 2008.


The VDOE understands that once school divisions have reported two years’ data, it will report to the public the status of each school division on whether or not that division met the state target for Indicator 14. These status data would be reported to the public in the spring of 2009, unless the VDOE receives some other directive from OSEP. (Note: Any division already collecting post-school outcomes information on students who had IEPs should contact Marianne Moore at the VDOE to ensure that 
the required information is being collected.)

Will any additional data be collected?


The VDOE plans to use demographic data submitted by school divisions through other data submissions as part of the analysis of state-level data. The VDOE also plans to work with school divisions to help each division analyze its own data, using these demographic data to obtain more in-depth information about students’ postsecondary employment and educational status. These demographic data will be the following:

•
Disability category.

•
Gender.

•
Ethnicity.

•
Student exit information (graduated, dropped out, etc.).

•
Limited English proficiency.


The survey questions are aligned with a national model developed by a federally funded national center on post-school outcomes. The questions also are aligned with best practices in the field of post-school outcomes. The survey was developed with input from several stakeholder groups including special education personnel, parents of students with disabilities and adult service provider agency representatives. Additionally, feedback has been provided by local division data personnel and the VDOE information technology staff.

How will school divisions be trained to use 
the survey?


Training events in each of the eight superintendent’s regions took place from October through November 2006. In general, special education administrators attended the initial training. Follow-up training will be offered through webcasts, CDs and on-site training provided by Virginia Commonwealth University’s Rehabilitation and Research Training Center on Workplace Supports (VCU-RRTC) and the VDOE. Training will be offered regarding telephone survey techniques and the use of Web-based forms by the VDOE in collaboration with the VCU-RRTC.


If you have any questions about the Post School Outcomes Survey or the SPP Indicator 14, please contact Marianne Moore at the VDOE, (804) 225-2700, or Liz Getzel at VCU-RRTC, (804) 827-0748.
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Virginia Transition Forum


The Virginia Transition Forum will take place March 12-14, 2007, at the Marriott Waterside 
in Norfolk. The keynote speaker is Jim Rothrock, commissioner for the Virginia Department of Rehabilitative Services. The closing speaker is Chris Skinner, a graduate student at Radford University. The Honorable John H. Hager, assistant secretary, Office of Special Education and Rehabilitative Services will speak at the opening session.


For more information on the Virginia Transition Forum or to register, go online to 
www.virginiatransitionforum.org or contact Katherine Wittig at kmwittig@vcu.edu.

IPOP initiative welcomes two new teams


The Virginia Department of Education’s Statewide Inclusive Placement Opportunities for Preschoolers (IPOP) initiative welcomed new teams this fall. The IPOP initiative assists early childhood special education/early childhood education (ECSE/ECE) teams to expand or develop inclusive placements for preschoolers with disabilities. Programs joined IPOP this year from Lunenburg County, Nottoway County, Greensville County, Gloucester County, Falls Church, Pulaski County and Roanoke County. Last year, T/TACs across the state assisted seven ECE programs including New Kent County, Sussex County, Prince Edward County, Winchester/
Frederick County, Marion, Harrisonburg and Stafford County. These teams began inclusive options such as collaborative classes with Head Start and Virginia Preschool Initiative and reverse inclusion with children from the 
community and children from Head Start.


If you are interested in learning more about IPOP and the resources available to assist with preschool inclusive options, please contact Sandy Wilberger or Sue Palko.

Peters, Lundin-Seidel join the T/TAC team


Laura Peters joins the T/TAC team bringing 
varied experiences serving students with disabilities. She served as the principal of the Pathways School in Maryland, a special education facility for students with emotional and behavioral disabilities. Her teaching experience has ranged from kindergarten through grade 12, at both public and nonpublic settings in rural, suburban and urban locations in Maryland, Washington, D.C., and Virginia. Peters has extensive experience in program development and collaborative problem solving to meet the needs of students, staff members and schools. She received her master’s degree in special education with an emphasis in emotional disturbance from The George Washington University. Her areas of interest in education include transition, inclusion and service learning, in addition to effective schoolwide discipline.


Linda Lundin-Seidel is a career educator with more than 21 years of experience as an administrator and a teacher in the field of special education. She comes to T/TAC after serving as the director of special services at Greene County Public Schools. Lundin-Seidel spent the majority of her career — 16 years in Frederick County — as an educational leader and a teacher. Prior to moving to Virginia, she taught middle school students for five years in New Jersey. Her experience includes working with students with mental retardation, emotional disturbance, autism and learning disabilities in grades K-12. Lundin-Seidel has extensive experience in working in collaborative and inclusive situations. She also is an adjunct instructor with George Mason University and enjoys working with teachers pursuing a master’s degree in special education. She is looking forward to working with teachers and school divisions in Regions 1 and 8.

Lending libraries and labs add new titles


The Regions 1 and 8 T/TAC Lending 
Libraries and Assistive Technology Labs have purchased many new items. The following is a 
list of some of the new resources in the lending 
libraries. To read more information about the 
titles listed below, or to search for other subjects 
that interest you, please visit the T/TAC lending 
library online at www.vcu.edu/ttac/Library/Library.

Access to the general curriculum

30 Graphic Organizers for Reading in Grades 5-8, Wendy Conklin, 2006

Best of the Inclusion Series, 2nd Edition, 
Jacky Comforty, 2004 (DVD)

Basic Reading Inventory: Pre-primer through Grade Twelve and Early Literacy Assessments, Jerry L. Johns, 2005

High Priority Vocabulary Curriculum: Words everyone needs to Know! Judi Kinney, 2006

Instruction for all Students: Strategies, Resources, Rationales, Paula Rutherford, 2002

Response to Intervention: Policy Considerations and Implementation, National Association of State Directors of Special Education Inc., 2006

Assistive technology

Multiple Intelligences and Instructional Technology, Walter McKenzie, 2005

The Thinking Classroom: Using Inspiration to Meet Curriculum Standards: Language Arts, Science, Social Studies, Mary Chase Comstock and Bob Madar, 2006

Universal Design for Learning: A Guide for Teachers and Education Professionals, Council for Exceptional Children, 2006

Autism

Autism Spectrum Disorders from A to Z Assessment, Diagnosis... & more!, Barbara 
T. Doyle and Emily Doyle Iland, 2004

The Hidden Curriculum: Practical Solutions for Understanding Unstated Rules in Social Situations, Brenda Smith Myles, Melissa 
L. Trautman and Ronda L. Schelvan, 2004

The Source for Childhood Apraxia of Speech, Robin M. Strode and Catherine E. Chamberlain, 2006

Visual Recipes: A Cookbook for Non-Readers, Tabitha Orth, 2006

Walk awhile in my Autism: A manual of Sensitivity Presentations to Promote Understanding of People on the Autism Spectrum, Kate McGinnity and Nan Negri, 2005

Behavior

Academic Skills Problems Workbook, Edward 
S. Shapiro, 2004

Assessment for Intervention: A Problem-Solving Approach, Edited by Rachel Brown-Chidsey, 2005

Behavioral and Emotional Disorders in Adolescents: Nature, Assessment, and Treatment, Edited by David A. Wolfe 
and Eric J. Mash, 2006

Helping Children with Aggression and Conduct Problems: Best Practices for Intervention, Michael L. Bloomquist and Steven V. Schnell, 2002

Helping Schoolchildren Cope with Anger: A Cognitive-Behavioral Intervention, Jim Larson and John Lochman, 2002

Treating Explosive Kids: The Collaborative Problem-Solving Approach, Ross W. Greene and J. Stuart Ablon, 2006

Treating Self-Injury: A Practical Guide, Barent W. Walsh, 2006

Early childhood

BDI-2: Battelle Developmental Inventory-2, Jean Newborg, 2005

Brigance Diagnostic Inventory of Early Development II, Albert H. Brigance and Frances Page Glascoe, 2004

Brigance K & 1 Screen II, Albert H. Brigance, 2005

Brigance Preschool Screen II, Albert H. Brigance, 2005

Emotional and Behavioral Problems of Young Children: Effective Interventions in the Preschool and Kindergarten Years, Gretchen A. Gimpel and Melissa L. Holland, 2003

Even More Fizzle, Bubble, Pop & Wow! Simple Science Experiments for Young Children, Lisa Murphy and Diana McGregor, 2003

The Ooey Gooey Handbook, Lisa Murphy, 2001

E-newsletter delivers news, resources


Are you interested in receiving a quarterly electronic newsletter on current topics related to serving students with autism spectrum disorder? The autism e-newsletter is collaboratively published by the Virginia Department of Education T/TACs and contains articles, resources and professional development events. To subscribe, go online to www.ttac.odu.edu/esubs
/forms/autism.htm. The newsletter will be delivered to your e-mail inbox.

Upcoming Conferences

In Virginia

Collaborating for Student Success: A Teacher Training and Evaluation Workshop for Middle and High 
School Principals

Jan. 29, 2007, Williamsburg, Va.

Jan. 30, 2007, Fredericksburg, Va.

March 26, 2007, Richmond, Va.

March 27, 2007, Lynchburg, Va.

For more information: www.vassp.org
/Training%20Brochure.pdf

Instructional Strategies for Students With Autism Spectrum Disorders

Jan. 31 or April 25, 2007

Southeastern Cooperative Educational Programs (SECEP) Facility

Norfolk, Va.

For more information: Phyllis Kozakiewicz, 
(757) 892-6100, phyllis@secep.net

Community Idea Stations and 
Randolph-Macon 20th Annual Educational Technology Conference: EdTech 2007

Feb. 7-8, 2007

Randolph-Macon College

Ashland, Va.

For more information: www.ideastations.org
/teachers/conferences.html

Strategies for Supporting Individuals With Autism Spectrum Disorders

Feb. 13-14, 2007

Holiday Inn Select

Fredericksburg, Va.

For more information: www.ttac.odu.edu

The Essential Elements of Communication for Students with Significant Cognitive Disabilities

Feb. 13, 2007

Virginia United Methodist Assembly Center

707 Fourth Street

Blackstone, Va. 23824

For more information: Betty Harrell, (804) 828-0359, 
bpharrell@vcu.edu

Feb. 21, 2007

Hilton Garden Inn Southpark Mall

Colonial Heights, Va. 23834

For more information: Betty Harrell, (804) 828-0359, 
bpharrell@vcu.edu

Virginia Society for Technology 
in Education (VSTE) 2007 Annual 
State Technology Conference

Feb. 25-27, 2007

Virginia Beach Convention Center

Virginia Beach, Va.

For more information: www.vste.org/conference.html

Behavior Intervention Strategies 
for Students With Autistic 
Spectrum Disorders

Feb. 28, 2007

Southeastern Cooperative Educational Programs (SECEP) Facility

Norfolk, Va.

For more information: Phyllis Kozakiewicz, 
(757) 892-6100, phyllis@secep.net

SHAV: Annual Speech-Language-Hearing Association of Virginia Conference

March 1-3, 2007

Holiday Inn Select Koger South Conference Center 

Richmond, Va.

For more information: www.shav.org

Commonwealth Autism Service’s 
Sixth Annual Autism Conference

March 7-9, 2007

Crowne Plaza Richmond West

Richmond, Va.

For more information: www.autismva.org

Virginia Transition Forum

March 12-14, 2007

Norfolk Marriott Waterside

Norfolk, Va.

For more information: 
www.virginiatransitionforum.org

Virginia State Reading Association 
40th Annual Conference

March 15-17, 2007

The Hotel Roanoke and Conference Center

Roanoke Civic Center

Roanoke, Va.

For more information: www.vsra.org

The Virginia Institute of Autism

Early Intervention in the Home

March 19-20, 2007

Charlottesville, Va.

For more information: www.viaschool.org
/workshops.htm

Social Skills Strategies for Students with Autism Spectrum Disorders

March 21, 2007

Southeastern Cooperative Educational Programs (SECEP) Facility

Norfolk, Va.

For more information: Phyllis Kozakiewicz, 
(757) 892-6100, phyllis@secep.net

Create Accessible Books With IntelliTools Classroom Suite

March 23, 2007

T/TAC at George Mason University

Fairfax, Va.

For more information: http://store.intellitools.com
/virginia.html

Virginia Psychological Association (VPA) Spring Convention

April 11-14, 2007

Richmond Sheraton West

Richmond, Va.

For more information: www.vapsych.org

The Virginia Institute of Autism

Shaping the Future: A three-day introduction to the principles and applications of Applied Behavior Analysis

April 16-18, 2007

Charlottesville, Va.

For more information: www.viaschool.org
/workshops.htm

IntelliBraille

May 25, 2007

T/TAC at George Mason University

Fairfax, Va.

For more information: http://store.intellitools.com
/virginia.html

Outside Virginia

Assistive Technology Industry Association (ATIA) 2007 Conference 
and Exhibition

Jan. 24-27, 2007

Caribe Royale Resort

Orlando, Fla.

For more information: www.atia.org/conf_2007.html

Technology, Reading and Learning Diversity Conference

Feb. 1-3, 2007

San Francisco, Calif.

For more information: www.trld.com

National Center for Culturally Responsive Educational Systems (NCCRESt) Annual National Forum

Leadership for Equity and Excellence: 
Transforming Education

Feb. 7-9, 2007

Washington, D.C.

For more information: www.nccrest.org
/events.html

Council for Children With Behavioral Disorders (CCBD) International Forum on Educating Troubled Children/Youth

Innovative Approaches, Alternative Settings 
and Multidisciplinary Collaboration Resulting 
in Positive Outcomes

Feb. 9-10, 2007

Las Vegas, Nev.

For more information: www.unt.edu
/behavioraldisorders/ccbdforum

Learning Disabilities Association of America’s (LDA) 44th Annual International Conference

Feb. 14-17, 2007

Pittsburgh, Pa.

For more information: www.ldanatl.org/conference

Fourth International Conference 
on Positive Behavior Support

The Expanding World of PBS: Science, Values 
and Vision

March 8-10, 2007

Boston, Mass.

For more information: www.apbs.org/conference

23rd Annual Pacific Rim Conference 
on Disabilities

March 12-13, 2007

Sheraton Waikiki Hotel and Resort

Honolulu, Hawaii

For more information: www.pacrim.hawaii.edu

Association for Supervision and Curriculum Development (ASCD) 
Annual Conference and Exhibit Show

Valuing the Whole Child: Embracing 
a Global Vision

March 17-19, 2007

Anaheim, Calif.

For more information: www.ascd.org

High Functioning Autism and Asperger Syndrome

March 22-23, 2007

Fayetteville, N.C.

For more information: www.teacch.com/training
/Fayetteville_03222307.html, or contact Rona Levine, 
(910) 437-2517 ext. 226

Council for Exceptional Children’s 
(CEC) Convention and Expo

April 18-21, 2007

Louisville, Ky.

For more information: service@cec.sped.org 
or (888)-CEC-SPED

The 13th National Forum on Issues 
in Vocational Assessment

“Vocational Assessment: A Return to the Past, 
A Look to the Future”

April 26-29, 2007

Auburn University

Auburn, Ala.

For more information: www.vecap.org

