Cheap and easy visuals provide access

By Susanne Croasdaile, Ph.D.


Schools have been using widely available instructional technology to facilitate the inclusion of diverse learners in the general education classroom for years (Sheppo, Hartsfield, Ruff, Jones, & Holinga, 1995). Much of today’s instructional technology is acclaimed for providing all students with a sense of being in control and doing something new and different. Modern technology also provides many of the same supports as traditional student-specific assistive technology (Simons, Klein, & Brush, 2004). In addition, technology tools often allow students 
to interact with the essential skills and knowledge 
to be learned, instead of reading or watching screen after screen and then immediately “giving back” that information on a quiz (Ohl, 2001; Unsworth, 1999).


Interactive technology tools can support active learning environments that have a positive impact on students with behavior problems, who often prefer the individual and immediate reinforcement of computers to traditional teaching methods. Outcomes of interactive technology use include significant reductions in negative behaviors and increases in positive behaviors and academic achievement (Reganick, 1994). Such results have spurred the development and implementation of the many free and inexpensive computer-based tools available to us today.


Short movies, demonstrations and animations allow teachers to replace difficult verbal descriptions with easily accessible visual images. Animations can illustrate phenomena that occur outside of our range of observation: things as small as cell division or as large as exponential population growth (Libarkin & Brick, 2002). Technology coordinators in many schools have obtained school licenses to animation sites such as BrainPOP. (Visitors who do not have a subscription can watch three free movies per day by visiting www
.brainpop.com.)


Interactive visual thinking tools such as Inspiration are easy to use and require low cognitive load (Libarkin & Brick, 2002). Visual thinking tools, like all non-linguistic representations, appeal to many students who are not strong in the verbal-linguistic learning style. Inspiration has been purchased by many school divisions already (30-day trial versions are available online at www.inspiration.com).


Interactive visualizations are student-centered tools that allow the majority of a teacher’s in-class 
time to be spent observing and facilitating student 
learning rather than leading and controlling it (Libarkin & Brick, 2002). Some tools, such as PowerPoint “talking” books, require less student effort but offer information in an engaging and accessible way. Other programs, such as the moviemaking application PhotoStory, require greater student effort as they construct their own knowledge using artwork, narration and music. (PhotoStory can be downloaded at no cost from www.microsoft.com/photostory.)


Let’s look at the use of technologies that fall into the three categories: animations, visual thinking tools and interactive visualizations.

Short movies and animations


Ms. Ishida’s class has been learning about cell structures. She is concerned that many of her students are having difficulty remembering what functions are served by the various parts of a cell. In addition, about half of the class is having trouble understanding how the cell parts relate 
to each other. She has several students with 
disabilities who have a resource class to reinforce what they learn in her lessons, however, Ms. Ishida worries that the reinforcement worksheets she sends for students to complete are dull and unmotivating.


The school division’s technology coordinator stops by her room and Ms. Ishida shares her concern about the lack of interesting resources on cell structures. Explaining to her that the school division has a subscription to BrainPOP, the technology coordinator helps Ms. Ishida locate 
a brief BrainPOP animated movie that compares the structure of a cell to a manufacturing plant, with each cell component’s function represented by a job in a factory (Figure 1). The next day, Ms. Ishida shows the movie in class. For her students who are better at reading than listening, she turns on BrainPOP’s closed captioning. Her students remark that the movie was sort of fun and as a class they watch the two-minute movie three more times. During the third and fourth showing, Ms. Ishida pauses the animation and asks students to explain the analogies in greater depth. The entire activity lasts about 25 minutes, and several students remark that they finally understand what all that “squiggly stuff” they have been drawing on their worksheets really is.


Ms. Ishida has students write down the Web address for the cell structure movie (www.brainpop
.com/science/livingsystems/cellstructures) to watch either at home or during resource classes. The next day, she refers back to the factory 
analogy demonstrated in the movie and all 
of the students are able to follow her discussion 
and discuss the functions of the cell structures.

Interactive visual thinking tools


Mr. Jenkins and Ms. Maravich are co-teaching 
freshman English this semester. Sitting in the classroom after school one day, they discuss 
how several of their students have significant 
difficulties with formal writing assignments. Ms. 
Maravich notes that when she was grading the essays from the previous day there were only 
two that addressed all of the components of the rubric. Nodding, Mr. Jenkins adds that he has not seen many students referring to their pre-writing when they write rough drafts. He thinks many of them skip the pre-writing step entirely. As they discuss ways to reinforce this important step in the writing process, Ms. Maravich suggests using Inspiration mind-mapping software to get students to pay more attention to their pre-writing. The two teachers log onto the classroom computer 
to check it out.


As they explore the program, they find a ready-made template for brainstorming the steps in the mythological hero’s journey. They discuss how this would fit well into a formal writing assignment to accompany Homer’s “Odyssey,” which they intend to teach in the next unit. Ms. Maravich discovers how students can enter relevant information into the notes sections of the mind map’s bubbles (Figure 2). She sees that when they are finished, students can switch to the outline view to revise and edit their work (Figure 3), then click the “transfer” button to send the rough draft to their word processing program.


Mr. Jenkins points out that the program includes spell check, grammar check and a read-aloud function. Because it uses digital text, he says, it will also work with the word prediction software used by one of the students in Ms. Maravich’s first-period class. The co-teachers agree to try using the Inspiration program to support their students’ writing skills and immediately add it into their unit plan.

‘Talking’ books


Mr. Zellers is teaching Algebra 1 Part 1 this year for the first time and is concerned that many of the students enrolled in the class do not have a good understanding of the order of operations. He wants to incorporate activities related to the topic into the learning centers he sets up weekly.


Mrs. Lightenheimer, the special education teacher who consults with him weekly, suggests using the three student computers that line the back wall of the classroom as a station next week. Her idea is to use Microsoft PowerPoint to make a “talking” book in which students wear headphones and click through slides that include narration. She directs Mr. Zellers to an online tutorial with step-by-step directions (http://atto.buffalo.edu/registered/Tutorials
/talkingBooks/powerpoint.php).


The next week, Mr. Zellers assigns to the computer station the students who have had difficulty with remembering and using the order of operations. Mrs. Lightenheimer has helped him to find four sets of headphones, and students click on the slides to hear Mr. Zellers’ pre-recorded explanations, anecdotes and humorous comments about the order of operations (Figure 4). As they walk out of class that day, several students say that they liked the computer station and hope that Mr. Zellers will use it again.

Moviemaking software


Six weeks into the school year, Mr. Real realizes that his instructional strategies need to change. His sixth-period social studies class has many students who he feels are overactive and frequently off-task. He asks Mrs. Baker to observe his teaching methods because she is the special education department chair and is also a good friend.


As Mrs. Baker observes the class the next day, she notes that when Mr. Real asks the students to share their homework projects that display personal creativity, the class runs smoothly. The students are quiet and attentive when listening to their peers and looking at each others’ work, but their attention wanders when Mr. Real returns to the “chalk and talk” format. When one student calls out, “When will we do projects again?” Mr. Real answers, “I don’t know; we’ll see.” Mrs. Baker looks around and sees 
several students slump back into their seats 
and close their eyes.


At the end of the day, Mrs. Baker and Mr. Real talk about how he might use the computer lab across the hall for short-duration projects that engage students and focus on the Standards of Learning essential skills and knowledge. Mrs. Baker suggests trying Microsoft PhotoStory, a free and easy-to-use application that helps students quickly make photo-based movies that incorporate narration, captions and even a music soundtrack. They walk across the hall and explore the program for a few minutes, and Mr. Real agrees that PhotoStory sounds like a good fit for his students. He begins to write a project rubric that afternoon; Mrs. Baker helps by collecting headphones and microphones from the technology coordinator.


At the end of the next week, Mr. Real takes his students across the hall to the lab. He quickly demonstrates how to create a PhotoStory and explains that they will use the project rubric to create a movie about a specific aspect of the Revolutionary War. Within minutes, Mr. Real sees that the idea was a good one — his students have their textbooks open for content, are sharing search terms with one another as they seek pictures online and are leaning across the computers to preview one another’s movies. Many of them are using PhotoStory’s notes function to write out scripts before recording their narration (Figure 5).


The next week, after all of the short Photo-
Story presentations have been shared, Mr. Real sits down to grade the unit tests. He notes that several of the students who had not attempted to respond to essay questions on any previous tests did so on this one. He shares this with Mrs. Baker the next day and she nods, saying that at least one study has illustrated a change in student motivation measurable by both test completion and test scores (Wilson, Wright, & Peirano, 2007). They agree that PhotoStory is definitely an instructional match for Mr. Real’s class.

Technology as a tool


Although the tools described here are not new, skilled use of them in the classroom is evolving over time. The general and special education teachers described in the scenarios above considered the needs of all students and selected tools that would also serve the more specific needs of a few (e.g., read-aloud capability, opportunity to review accessible content at a later date, increased activity level). Think about what technology tools are already available that would meet the needs of your diverse learners. Follow the lead of the teachers described here and select a few steps you can take to begin the process.
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Strategic instruction meets student needs

By Karen Hoover, M.Ed., and Chris Frawley, M.Ed.


Mr. Baker and his co-teaching partner Ms. Rice teach sixth-grade science. Their classroom consists of 20 general education students and five students with mild to moderate learning disabilities. The diversity in the classroom does not end there. These students’ abilities range from excellent to poor readers, fluent to limited English proficiency and students with and without the skills for cooperative group work. Mr. Baker 
and Ms. Rice meet weekly to plan instruction.


Mr. Baker and Ms. Rice work together to meet the needs of the students in their classroom. Both of them have participated in professional development related to the components of the Strategic Instruction Model, or SIM. SIM was developed to create techniques to help students meet the demands of school and of life after graduation. It is the result of 29 years of research by the staff at the University of Kansas Center for Research on Learning on integrated models to address the needs of diverse learners.


During their most recent planning session, Mr. Baker and Ms. Rice reflected upon the previous unit, water, while looking ahead to the next unit, the solar system. They discussed the students’ performance with meeting the instructional goals of the water unit and whether or not they needed to re-teach concepts or change their strategy for the solar system unit.


Ms. Rice commented, “We want to make sure that everyone’s needs are met on an individual level and that the group’s needs are also met.”


“Yes,” agreed Mr. Baker. “As we plan for our solar system unit, we want to look at the critical features of the content so that we can change them 
in ways that mean all of our students can learn.”


Ms. Rice added, “I especially liked how the 
students participated with us in the construction of many of the devices we used in the water unit. Should we do that again for this unit of study?”


“Absolutely,” said Mr. Baker.


SIM consists of two main components: 
Content Enhancement Routines and the Learning 
Strategies Curriculum. Mr. Baker specializes in the Content Enhancement Routines, which help teachers teach the curriculum content to 
academically diverse classes in ways that help all students understand and remember key information (University of Kansas Center for Research on Learning, 2007a). The routines were developed 
to help teachers:

•
Think about and organize content to present it so students can see the organization.

•
Explain text, topics and details.

•
Teach complex concepts.

•
Increase student performance (University of Kansas Center for Research on Learning, 2007a).


Together, Mr. Baker and Ms. Rice evaluated critical content and big ideas for all students to understand about the solar system. They began to formulate critical questions that would measure the intended outcomes. They decided to map the critical content on the Unit Organizer (Figure 1) and to co-construct it during class with their students. The Unit Organizer helped Mr. Baker and Ms. Rice plan the solar system unit and it will provide their students with an overview of the content of the unit, questions related to outcomes of the unit and a schedule of activities and assignments for the study 
of the solar system.


“Would you like to help me introduce this unit to the students?” asked Mr. Baker. “Sure,” said Ms. Rice.


“We’ll use the Cue-Do-Review sequence like 
we did with the water unit,” explained Mr. Baker.


Each Content Enhancement Routine has three components: a teaching device, linking steps and a Cue-Do-Review teaching sequence. The teaching device is a visual device that:

•
Is used with teacher guidance.

•
Focuses attention on critical outcomes.

•
Identifies important content features.

•
Prompts elaboration on critical points.

•
Helps to make relationships concrete (University of Kansas Center for Research 
on Learning, 2007c).


The linking steps, generally in the form of an acronym, help the teacher to present the device in an effective manner and involve the students in co-constructing the device. Teachers use the Cue-Do-Review sequence to cue students to the routine, to co-construct the device by following the linking steps (the “do”) and to review what was learned in the lesson.


Mr. Baker and Ms. Rice continued to discuss 
the content of the solar system unit. They pinpointed critical vocabulary and concepts that would be challenging to their students and together they decided on the Vocabulary LINCing Routine (Ellis, 2001) and the Concept Mastery Routine (Bulgren, Schumaker, & Deshler, 1993) to teach the content of the unit. Both teachers will model, explain and show critical content in multiple ways and provide ongoing feedback to students. In addition, Ms. Rice planned to prompt her students to use the Sentence Writing Strategy (Schumaker & Sheldon, 1998) during the unit.


Ms. Rice has received professional development in the Learning Strategies Curriculum. Learning strategies instruction helps students understand information and solve problems. The focus of this instruction is to make students more active learners by teaching them how to learn and use what they have learned to solve problems and be successful (University of Kansas Center for Research on Learning, 2007b). The Learning Strategies Curriculum is divided into categories of skills, called “strands.” The three strands help students to acquire information, study the information once it is acquired and express themselves (University of Kansas Center for Research on Learning, 2007b).


A project on the solar system is listed in the Unit Schedule of the Solar System Unit Organizer. Ms. Rice will prompt students to use the Sentence Writing Strategy when completing this assignment. The students who have learned this strategy have reached generalization, the final stage of this strategy, which means they can generalize it to other situations and settings (e.g., the moon project).


Mr. Baker and Ms. Rice have prepared for their unit on the solar system by keeping in mind the diversity of their students and planning to use Content Enhancement Routines and the Learning Strategies Curriculum from SIM. The routines and strategies provide teachers with the tools to help students learn the curriculum content and to develop skills that can be applied in content areas at all grade levels. Using these tools, teachers can help all students to become successful learners.
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Thinking about transition assessments

By Katherine M. Wittig, M.Ed.


Transition assessment is an ongoing and coordinated process focused on assisting students with disabilities in identifying and planning for post-school goals and adult roles. (Sitlington, Neubert, Begun, Lombard, & Leconte, 2007). Each student’s measurable postsecondary goals are based on data gleaned from purposeful, age-appropriate transition and vocational evaluation assessments.

Why should I use transition assessments?


As you may know, the Individuals with 
Disabilities Education Improvement Act of 2004 made several changes to the transition planning process for youth with disabilities. The statute requires that all individual education plans (IEP) include a statement of:

•
Appropriate measurable postsecondary goals based upon age-appropriate transition assessments related to training, education, employment and, where appropriate, independent living skills.

•
The transition services (including courses of study) needed to assist the student in reaching those goals (Individuals with Disabilities Education Improvement Act, 2004).


The statute has changed the transition process from solitary, separate development of IEPs by teachers to a team approach, using transition as the driving force to improve each student’s desired post-school outcomes.

Who should administer transition assessments?


Transition assessments are generally administered by classroom teachers in collaboration with transition specialists and/or guidance counselors. Some assessments, particularly achievement tests and functional vocational evaluations, should be administered by certified personnel such as psychologists and certified vocational evaluators.

How should I assess a student’s transition needs?


Transition assessments must be related to training, education, employment and, where appropriate, 
independent living skills (Individuals with 
Disabilities Education Improvement Act, 2004). Assessment is a process of compiling information about a student; in Virginia refer to Standards 
of Learning End-of-Course tests, classroom assessments and other state-approved evaluations. Transition assessments may also include:

•
Interest inventories.

•
Teacher-made checklists.

•
Interviews.

•
Web-based assessments.

•
Functional vocational evaluations.


It is imperative to always obtain the parent’s permission to administer a transition assessment, 
unless the student has reached the age of majority.

When should I use transition assessments?


It is good practice to start this process early. The process may begin in middle school or earlier. Review K-5 performance in elementary school, looking at the student’s academic skills and 
independent living skills. In middle school, use inventories for students and parents regarding interests, aptitudes and preferences. Guidance counselors may assist students with online resources available at no charge such as the Kuder Career Planning System and the materials available from Virginia Career VIEW (www.vaview.vt.edu).


It is important to incorporate the transition assessment information in the present level of educational performance. Teachers may use the assessments to drive the development of postsecondary goals.

What transition assessments should I use?


The federal law is permissive about transition assessments; Congress did not specify which tools to use. There are many types of assessments to use in the transition process.


In the area of achievement, an assessment measures what a student has learned from an academic curriculum. Aptitude is a different, 
but related, area to measure student performance related to transition planning. Aptitude tests measure areas of strength associated with certain academic and occupational skills. They may indicate a student’s vocational potential or capacity to succeed in future career endeavors. Aptitude can be measured by using individual tools for each area or by using a complete battery of assessments for ability levels. Mechanical, motor and verbal aptitudes are only a few of the many abilities that may be measured.


A learning-style assessment measures the ways 
that students learn, while learning-strategies tests 
measure the techniques students use to organize 
information they must learn in school or on 
job sites. Some teachers prefer to use adaptive behavior scales, which measure how well students adapt themselves to the age and cultural demands of their physical and social environments. Adaptive behavior inventories assess skills such as communication and personal management.


Behavior and social skill assessments may also be used as part of a transition assessment. These tests measure environment-specific social behaviors and basic interpersonal skills used in a variety of settings such as sharing, cooperating, collaborating, respecting others’ privacy and property, using socially appropriate behaviors, showing sensitivity to others’ feelings and preferences 
and being sensitive to multicultural diversity.


In the area of self-determination, assessments are useful beginning in elementary school and essential by high school. The American Institute for Research, in collaboration with the Teachers College at Columbia University, developed a free online scale funded by the U.S. Department of Education Office for Special Education Programs. The scale is available online at www.ou.edu
/zarrow/sdetermination.html.


Work readiness assessments gauge students’ knowledge and skills for obtaining and maintaining a job and identify work-related behaviors. In some cases, employment specialists might obtain work samples to assess interest in and ability to perform job tasks. Work samples are usually included in comprehensive vocational assessments. Situational assessments provide insight regarding student performance in a controlled or semi-controlled environment, such as an employment site.


As you explore transition assessment with your students and within your IEP teams, there are a few things to keep in mind. Since transition assessment is mandated by IDEA 2004, all of our students with disabilities require it. Although there are many assessments available, be sure to choose those that are age-appropriate and fulfill a purpose for the student. Finally, remember to see the forest for the trees: focus 
on life after high school.
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Assessment resources


In their work with school divisions, the 
Virginia Commonwealth University T/TAC’s 
Transition Team has used the following 
transition assessments: 

•
Clark, G., & Patton, J. (2004). Transition planning inventory. Austin, TX: Pro Ed.

•
Wall, J. (2005). What do I like to do?: 101 activities to identify interests and plan careers. Austin, TX: Pro Ed.

•
Kuder, Inc. (2007). Kuder career planning system. Retrieved October 26, 2007, from www.kuder.com.

Instructional planning leads to progress

By Kelly E. Ligon, M.Ed., and Mona D. Pruett, M.Ed.


How are your students performing? Are they making progress? Are they able to generalize new skills to different environments? These are the questions you need to be asking yourself, and if progress is not being made, changes in instruction may be necessary. All students need to receive instruction in a structured, systematic manner in order for successful learning to occur (Downing, 2002). Many students with cognitive 
disabilities require a well-defined approach to learning with systematic instruction applied in a manner that will demonstrate progress. As teachers of this type of learner, we know from experience that, in addition to knowing the content, we also need to know how each individual student learns and how he communicates his knowledge.


How do teachers provide meaningful instruction for students with cognitive disabilities? By ensuring that students have a way to communicate a response. Offer students meaningful access to the general education curriculum and learning materials. Provide students with systematic instruction. Make sure students have multiple opportunities to practice their skills in different environments to ensure generalization. (For more information on doing this, read “Quality instruction moves beyond access” in the September/October 2007 Innovations and Perspectives). This article will continue to investigate these elements by exploring what systematic instruction might look like in the classroom and how to provide multiple opportunities for students to practice their skills 
in order for generalization to take place.

Systematic instruction


When teaching a new skill to students with cognitive disabilities, it is important that the skill is clearly defined, prompts are in place to assist the student in learning the skill, prompts are faded as the student becomes more independent and progress is measured to demonstrate student success. Using this systematic approach to instruction has been proven to be very successful for our students, especially when they are learning new, unfamiliar tasks (Snell & Brown, 2006). 


Think about yourself as you are learning new tasks or refining a task that you are familiar with. For example, as you are learning to drive a new car, you are able to transfer your prior knowledge and experience fairly easily to successfully make your way down the road. Now think of yourself as a parent of a new teen driver and how much instruction is required before, during and after driving. Think about teaching a teen to pull into a parking spot. How many steps do you need to describe? How much detail? We take for granted what we know so well and don’t really think about the skills needed to complete a larger task. Many of you have used this approach when teaching new skills by using task analysis to determine where the student is and is not successful.


As you are working with your students to progress in the Aligned Standards of Learning (ASOL) curriculum, planning for instruction is essential, and task analyzing may be necessary. Many functional tasks that the students perform daily can also include skills required for the ASOL. In order to clearly identify the desired behavior and/or skill, we must be informed about the essential elements of the ASOL, what is most meaningful for students, how they communicate their knowledge and the supports needed. When these pieces are known, instruction can begin. For example, consider sending your students to purchase items at the school store. How independent are the students in completing this task? What do the steps of the task include?

•
Walking down the hallway and locating 
the school store.

•
Greeting the attendant.

•
Making a selection and communicating 
that choice to the attendant.

•
Paying for item using the correct amount 
of money.

•
Waiting for and counting change.

•
Thanking the attendant and returning 
to the classroom.


Each student may require different supports to be successful with this task. Many of them may not have knowledge of coins and money yet. Some students may need to use augmentative communication (e.g., signing, pictures, communication devices). Others may need a money jig to match the coins to the price of the desired item (e.g., a notecard with a picture/name of items and a picture of the coins that equal the price of item). Some students might need a visual cue to identify which path to follow to find the school store in the building. As you are planning for instruction, keep in mind known supports that drive your students’ success. These supports may be faded as the students practice these skills across many environments.

Generalization


One element that must be in place for a student with a cognitive disability to learn is the opportunity to generalize the information. The more opportunities the student has to practice skills in multiple environments, the more successful the student will become in gaining useful and meaningful skills (Browder & Spooner, 2006). The challenge for teaching a student with a cognitive disability is that the general education curriculum moves at a rapid pace and does not allow time for repetition and skill acquisition. It is therefore important to provide opportunities for using systematic instruction for repetition to occur. One way of doing this would be to imbed the skill into daily activities to create opportunities for practice and enable the student to make connections and generalize 
skills across a variety of settings.


In the example stated above, you are teaching 
ASOL Math M-M1: The student will recognize a penny, nickel, dime and quarter and will determine the value of a collection of pennies and/or nickels whose total value is 10 cents or less. The students in your classroom are sorting and counting change. You have employed systematic methods to assist the students to develop this skill. In addition, you have them practice this skill on a daily basis to help them maintain their newly acquired ability. In order to generalize their knowledge, opportunities have been created 
to generalize this skill (e.g., by accessing the school 
store, handling lunch money, community-based opportunities for using money, using the vending machine at school).


Provide or create multiple environments for skills to be practiced to motivate students and increase rates of response. By applying systematic teaching methods and opportunities for generalization of newly acquired skills, you have created an environment in which students will be able 
to acquire skills easily and more quickly.
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Measuring progress in early childhood

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

Editor’s note: This article is the second in a series about authentic assessment.


It is midyear. As an early childhood teacher you look around the room at your children. You remember what skills they had when they entered your class and know the skills they still need to acquire before they move on to their next school environment. You begin to think about the daily routine and the goals children have mastered and what they still need to learn in order to be successful within the routines of their next class. You are in the beginning phases of authentic curriculum-based assessment (CBA) as you run through these steps in your head.


CBA is the best means for determining what to teach because you are assessing the child’s skills in the natural environment. You are able to develop measurable and developmentally appropriate goals that can be linked to your specific curriculum. “CBA is a form of criterion-referenced measurement wherein curricular objectives act as criteria for the identification of instructional targets and for the assessment of status and progress conducted in natural environments by parents and professionals working together” (Bagnato, 2007).


There are two types of CBA: curriculum-
referenced assessments and curriculum-embedded assessments. Curriculum-referenced assessments are those “developmental or functional scales whose specific item content can be readily cross-referenced or ‘linked’ to similarly based curricula” (Bagnato, 2007). Curriculum-embedded assessment focuses on the curriculum content and the objectives. You assess the child on what you are teaching in the classroom.


A few examples of curriculum-embedded assessment are the Assessment, Evaluation, 
and Programming System (AEPS) for Infants and Children (Bricker et al., 2002), Carolina Curriculum for Preschoolers with Special 
Needs (CCPSN) (Johnson-Martin, Hacker, 
& Attenmeier, 2004), Every Move Counts (Korsten, Dunn, Foss, & Franke, 1993) and 
the Hawaii Early Learning Profile (Park, 1992). We will discuss the AEPS and the CCPSN in this article.

AEPS


The Assessment, Evaluation, and Programming System (AEPS) for Infants and Children is a total system that consists of a test, curriculum, teaching strategies and activities for ages birth to 3 years and 3 to 5 years. The AEPS is unique because it is designed to link assessment, goal development, intervention and evaluation so that outcomes for young children with disabilities are improved. AEPS measures children’s progress in six developmental areas: fine motor, gross motor, cognitive, adaptive, social-communication and social skills. The AEPS curriculum is designed to be used with an activity-based intervention approach that consists of integrating intervention goals and objectives into the daily routine of a child (Bricker, 2002). Use 
of the AEPS involves the following steps:

1.
Complete the AEPS test for a child by using the Child Observation Data Recording Form and having the parent complete the Family Report.

2.
Review the results obtained from the assessment with all team members and collaboratively determine appropriate individual education plan/individual family service plan goals.

3.
Link goals and objectives to the AEPS curriculum and review the teaching strategies and considerations suggested.

4.
Develop an intervention plan based on the information provided in the AEPS curriculum.

5.
Develop an individual or group activity schedule that embeds the selected goals 
into daily routines and planned activities.

6.
Develop intervention activities for embedding goals into specific activities that can be routinely planned or child initiated.

7.
Use the Child Progress Record to evaluate the child’s progress toward priority goals and make curricular adjustments as necessary.

CCPSN


The Carolina Curriculum for Preschoolers with Special Needs (CCPSN) assesses developmental skills for children ages 24 to 60 months. It covers six domains: personal-social, cognition, cognition/communication, communication, fine motor and gross motor. The CCPSN:

•
Is based on the typical sequence of development and can be used for children who are developing slowly and children 
with an atypical pattern of development.

•
Approaches atypical development by subdividing the domains into a logical teaching sequence and domain items are ordered by how one skill builds on another (Johnson-Martin et al., 2004).

•
Takes into account that some children with more significant disabilities might not develop typically regardless of the intervention efforts made.

•
Focuses on adaptive functioning skills.

•
Is developmentally based using research-based literature, assessments and clinical experience ( Johnson-Martin et al., 2004).


The CCPSN emphasizes emergent literacy 
by addressing print/book awareness, oral language and metalinguistic awareness, which is “the ability to reflect on, manipulate and talk about linguistic forms” ( Johnson-Martin et al., 2004). Suggested activities include focusing on fun and novel sounds through playing with rhyming words and singing songs and developing oral language by telling stories and carrying on conversations.


By using curriculum-embedded assessments with young children with disabilities we gain 
in-depth knowledge about children’s needs and can better determine appropriate intervention activities to embed within the daily routines 
at school and home.
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Using frameworks to select interventions

By Joy Engstrom, M.Ed., and Sue Palko, M.Ed.


The reported surge in children diagnosed with autism spectrum disorders (ASD) requires conversations and action to determine the ways to best educate these children (Stichter et al., 2006). Choosing effective strategies for students with ASD can be a daunting task for educators; consideration must be given to the interventions that offer the most benefit and success for students with ASD and are supported by scientifically based research.


A systematic framework focused on student outcomes can be used by educators to bridge the research-to-practice gap and to focus their attention on the enhancement of skills of students with ASD. One such framework is Contextual Fit, a multidisciplinary team approach that considers how compatible the intervention plan is with the environment (Snell, Voorhees, & Chen, 2005). Tincani (2007) outlines five steps of strategy selection based on Contextual Fit.

1.
Establish potential interventions. The team should focus on research-based strategies that have produced effective results in real classrooms under typical conditions (research-validated). The U.S. Department of Education’s What Works Clearinghouse is a good source of information on the research basis of specific strategies (Simpson, 2005). Teams should know, however, that certain research methods, contexts and populations are considered standard in determining which strategies are effective. This research may not be generalizable to students with ASD in the classroom environment; teams should discuss the extent to which a research-based or research-validated strategy might be effective for students with ASD.

2.
Solicit input from team members. Teams must reach consensus about the research-based and research-validated strategies that will be implemented with the student. The team must determine the importance of the goals and interventions to the student, parents and other stakeholders. Parent input is an invaluable resource in the decision-making process.



The procedures of the intervention must also be consistent with the values of the stakeholders. Interventions that coincide with the values of individuals are more readily implemented with rigor than those that counter beliefs and values. The consideration of these factors contributes to the effective implementation of the chosen interventions.

3.
Assess the knowledge and ability of team members to support the intervention. Teams must examine what skills and resources are vital to the successful implementation of the selected strategies. Some strategies require intensive training prior to the implementation of interventions; therefore, the team should consider the training and educational needs of the team members prior to selecting an intervention.



Consideration should also be given to the ease with which the intervention can be embedded into the student’s environment. Parent members may require support to implement the strategies in the home setting.

4.
Assess the ability to implement the intervention with schoolwide programs and administrative support. Teams should take into consideration all of the factors surrounding the implementation of an intervention and the needs of the individual student. Consider how the intervention will work within schoolwide programs already 
in place.



Interventions may require monetary support to purchase the necessary equipment and materials to effectively implement the intervention. The money should be secured prior to selecting the intervention.

5.
Implement and evaluate the intervention. Before implementing an intervention, teams should create an accountability plan that identifies the responsibilities of team members. The plan might include what data will be collected, who will collect the data and when the team will review it.



A goal for all students, with and without disabilities, is to achieve a sense of personal independence and social responsibility in addition to academic achievement. Contextual Fit is an example of a framework that families and professionals may use to choose appropriate interventions for children with ASD to assist in this endeavor. The success of any intervention is dependent on how well it meets the needs of the student and the conditions under which it is implemented.


Although no single integrated approach to support students with ASD from pre-K to grade 12 has been identified and endorsed for educators, it is recognized that frameworks can assist in evaluating the most appropriate strategies to support students with ASD in achieving desired goals (Stichter, Crider, Moody, & Kay, 2007).
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Resource shelf

Steps to Independent Living Series, Nancy Lobb and Carl M. Braud, 1995


The Steps to Independent Living Series gives specific material to show students how to take care of themselves and face the challenges of everyday living. Along with the teacher guide there are six activity texts: “How to Get Well When You’re Sick or Hurt,” “How to Use Money Wisely,” “How to Take Care of Your Home,” “How to Stay Healthy,” “How to Look Out for Yourself” and “How to Set Up a Home.”

Welcome new specialists


Joy Engstrom joins T/TAC as a part-time program specialist for autism at the secondary level. She comes to T/TAC from Hanover County, where she served as a middle school special education teacher and autism resource/positive behavior support specialist. Her experience also includes working with students with mental retardation, emotional disturbance and autism in grades K-12. Engstrom received her bachelor’s degree in psychology and master’s degree in special education at Virginia Commonwealth University. She is currently continuing her education at VCU, working toward her Ph.D. in education with a concentration in special education and disability policy leadership. She will be working with teachers and school divisions and supporting consumers in regions 1 and 8.


Mary Tobin is excited to be a part of the T/TAC family. She is a part-time early childhood special education program specialist helping to support the Virginia Department of Education’s Inclusive Placement 
Opportunities for Preschoolers initiative. Tobin was an early childhood special education teacher in 
Chesterfield County for five years. She received her master’s degree from VCU with an endorsement 
in early childhood special education. Her work at T/TAC will support consumers in regions 1 and 8.

The Virginia Transition Forum

March 17-19, 2008

Youth Driven Transition: A Roadmap for Success

The 23rd annual Virginia Transition Forum will take place March 17-19, 2008, 
at the Hotel Roanoke in Roanoke. This year’s forum will include 
presentations in the following 12 strand areas:

Assessment

Career and technical education

Disability specific

Effective practices for youth in transition

Employment

Independent living

Instructional strategies

Legislative trends

Postsecondary education

Technology

Transition 101

Youth and family involvement

Nationally known motivational speaker Mike Patrick will deliver the keynote address. Patrick, a former football player, was paralyzed after an on-field accident and draws on his experiences to encourage youth to learn problem-solving skills. The closing speaker is Peter Squire, Virginia’s native son. The luncheon panel will be composed of youth from Virginia. For more information on the 
forum or to register, go online to www.virginiatransitionforum.org.

Resource shelf

Menu Math Classroom Pack Level 1, Barbara Johnson and Kitty Scharf, 2001 


Part of the Real Life Math Series, the Menu Math Classroom Pack Level 1 teaches simple addition, subtraction and multiplication through the use of real-life situations. Students are able to refer to the price lists to figure costs when spending money at a restaurant, market or department store. The classroom pack comes complete with three books plus 21 colorful menus/price lists (seven for each book). It’s perfect for role-playing and classrooms where students will benefit from having their own full-color, realistic price list to use instead of a black-and-white photocopy. Level 1 activities reinforce math content appropriate for grades one through three. The Level 2 series is also available and it covers math content appropriate for grades three through six.


Check out the T/TAC Lending Libraries for this and other resource materials, including books, videotapes, assessment instruments and curricula: www.vcu.edu/ttac/Library/Library.htm.

Coming soon!

Content enhancement professional 
development opportunities will 
be offered in your region.

Feb. 21, 2008

Unit Organizer Routine and Vocabulary 
LINCing Routine

Thomas Fulghum Center

Chesterfield County, Va.

8 a.m. to 3:30 p.m.

March 6, 2008

Unit Organizer Routine and Vocabulary 
LINCing Routine

Virginia Tech Center

Blackstone, Va.

8 a.m. to 3:30 p.m.

Contact Karen Hoover for more information 
at hooverkc@vcu.edu or (804) 827-1401.

In Virginia

Community Idea Stations and Randolph-Macon College 21st Annual Educational Technology Conference: EdTech 2008

Feb. 6-7, 2008

Randolph-Macon College

Ashland, Va.

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

Council for Children with Behavioral Disorders (CCBD) International Forum

The Literacy and Social Development Connection: Using Effective Instruction to Improve Outcomes for Children and Adolescents with Challenging Behavior

Feb. 8-9, 2008

Norfolk, Va.

For more information: www.behavioralinstitute
.org/ccbdforum.htm

Strategic Instruction Model (SIM) Professional Development

The Unit Organizer Routine and the Vocabulary LINCing Routine

Feb. 21, 2008

Thomas Fulghum Center

Chesterfield County, Va.

March 6, 2008

Virginia Tech Center

Blackstone, Va.

For more information: Karen Hoover, 
(804) 827-1401, hooverkc@vcu.edu

Virginia Society for Technology 
in Education (VSTE) 2008 Annual 
State Technology Conference

Feb. 24-26, 2008

Hotel Roanoke and Conference Center

Roanoke, Va.

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

SHAV-Speech-Language Hearing Association of Virginia Conference

The Past Holds the Key to the Future

March 6-8, 2008

Portsmouth, Va.

For more information: www.shav.org

Commonwealth Autism Service’s 7th Annual Autism Conference

Transition: Heading for the Bright Lights

March 12-14, 2008

Crowne Plaza Richmond West

Richmond, Va.

For more information: www.autismva.org

Virginia State Reading Association 
41st Annual Conference

Unlocking the Doors to Literacy

March 13-15, 2008

The Richmond Marriott Hotel & Greater 

Richmond Convention Center

Richmond, Va.

For more information: www.vsra.org

Virginia Transition Forum

March 17-19, 2008

The Hotel Roanoke

Roanoke, Va.

For more information: 
www.virginiatransitionforum.org

The 7th Annual Raising the Bar Conference

March 20, 2008

James Madison University

For more information: http://chp.cisat.jmu.edu
/raisingthebar.html

Transition Practitioner’s Council (TPC)

April 3, 2008

The Plecker Center

Blue Ridge Community College

Weyers Cave, Va.

For more information: dmatusev@radford.edu

5th Annual Autism Spectrum Disorders Conference

Information Today, Strategies Tomorrow

April 3-4, 2008

Southwest Virginia Higher Education Center

Abingdon, Va.

For more information: www.ttac.vt.edu/upcoming

Building Social Relationships: A Systematic Approach to Teaching Social Interaction Skills to Children and Adolescents on the Autism Spectrum

April 18, 2008

Fredericksburg, Va.

For more information: www.autismva.org
/cas_sponsored.php

The Virginia Institute of Autism

Shaping the Future

April 21-23, 2008

Charlottesville, Va.

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

Demystifying Autism

April 28, 2008

Harrisonburg, Va.

For more information: Sally Chappell, 
(540) 568-8095, chappesl@jmu.edu

Breaking Ranks in the Middle (BRIM)

May 14-15, 2008

Holiday Inn Koger Center

Richmond, Va.

For more information: www.vassp.org
/conference_schedule.htm

Outside Virginia

Technology, Reading & Learning Diversity Conference

Jan. 24-26, 2008

San Francisco, Calif.

For more information: www.trld.com

Assistive Technology Industry Association (ATIA) 2008 Conference and Exhibition

Jan. 30-Feb. 2, 2008

Caribe Royale Resort

Orlando, Fla.

For more information: www.atia.org

Learning Disabilities Association of America’s (LDA) 45th Annual International Conference

Feb. 27-March 1, 2008

Chicago, Ill.

For more information: www.ldanatl.org/conference

Association for Supervision and Curriculum Development (ASCD) 
Annual Conference

Reinventing Schools: Courageous Leadership 
for Positive Change

March 15-17, 2008

New Orleans, La.

For more information: www.ascd.org

5th International Conference on Positive Behavior Support

The Expanding World of PBS: Science, Values, and Vision

March 27-29, 2008

Chicago, Ill.

For more information: http://conference.apbs.org

Council for Exceptional Children (CEC) Convention and Expo

April 2-5, 2008

Boston, Mass.

For more information: www.cec.sped.org

The National Association of Federal Education Program Administrators (NAFEPA) Annual Conference

Foundation for Success: Understanding and Using Data to Enhance Student Achievement

April 13-16, 2008

Washington, D.C.

For more information: www.nafepaconference.com

24th Annual Pacific Rim Conference 
on Disabilities

April 14-15, 2008

Sheraton Waikiki Hotel & Resort

Honolulu, Hawaii

For more information: www.pacrim.hawaii.edu

By Renee Bullano, M.Ed., and Katherine Wittig, M.Ed.


The implementation of universal design for learning theory can be a method for improving 
student achievement. New materials and methods in special education curriculum have been developed recently to be useful to a variety of learners. One example of an age-appropriate transition assessment, the Transition Planning Inventory, known as the TPI, was created by Jim Patton and Gary Clark. The computerized version of this inventory supports the translation of content offering choices for student accessibility, one characteristic of universal design for learning.


The widespread availability of technology now makes it feasible to assess transition needs and strengths by way of the computer. The TPI computer version includes the same 46 statements as the print version; however, it affords users with the following features that make the assessment process more efficient for different types of learners.

•
Items are presented one at a time on screen. This feature supports the students’ affective networks, allowing users to concentrate on the question at hand without distraction.

•
Participants key in answers unlike the print version that requires handwritten answers.

•
The “Read Aloud” feature allows directions, items and further information to be accessed in audio format. If a student has difficulty with comprehension, reading or has a visual challenge, the assessment can still be administered. Students might use headphones as they take this assessment.

•
A “Tell Me More” feature provides students and parents/guardians with a more detailed description of each item. This feature also provides respondents with a detailed list of subcompetencies for each of the 46 items.

•
The Profile Form is generated automatically and can be printed in two ways,  numerically or by strengths.


TPI’s computer version has many universally designed features. Accessing the content in a variety of formats allows for individual differences among students. The timesaving features benefit transition practitioners and vocational evaluators as well.
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Resource shelf

Hi Ho Cherry-O, Enabling Devices & Toys 
for Special Children, 2006


Hi Ho Cherry-O is a counting board game designed for use by children with fine motor or upper extremity disabilities. This classic counting game has an adapted game board and spinner for accessibility. The game board is equipped with two switch plates. The red switch is for picking the cherries off the tree and the blue switch is for putting them back on when a player lands on the bird, dog or spilled bucket. The game board also has two external jacks for external capability switches if needed by a player. The spinner is activated either by pressing the sides or by activating a connected capability switch. The complete original game is also included.


Check out the T/TAC Lending Libraries for this and other resource materials, including books, videotapes, assessment instruments and curricula: www.vcu.edu/ttac/Library/Library.htm.

Resource shelf

iTalk2, AbleNet Inc., 2007


The iTalk2 communicator is a simple-to-use two-message communication device. It offers easy-to-record messages, instructions on the device, angled access, two snap caps to hold message symbols in place and 10 seconds of speech per activation area. This device also has a dual toy/appliance jack to pair communication with a fun activity.


Check out the T/TAC Lending Libraries for this and other resource materials, including books, videotapes, assessment instruments and curricula: www.vcu.edu/ttac/Library/Library.htm.

