‘Flip That Classroom’ transforms schools

By Linda Lundin-Seidel, M.Ed., and Laura C. Peters, M.A.


Have you ever watched one of those home makeover shows and wondered how to make it work in your own home? We wondered ourselves and tried our own version, classroom-style; we were thrilled with the results.


The Flip That Classroom project evolved out of a desire to reach out to schools we do not normally serve through the Effective Schoolwide Discipline project. The team wanted to find creative ways to help teachers manage student behaviors. We realized that by helping teachers redesign their classrooms, we could address organization, instruction and student engagement.


As Krezmien (2008) points out: “When students are consistently engaged, they tend to perform better and exhibit more positive behaviors” (p. 3). We saw the potential to help teachers implement the principles of universal design for learning: multiple means of representation, multiple means of expression and multiple means of engagement (Center for Applied Special Technology, 2008). By offering students options for how the content is represented (e.g., print, audio, pictorial, digital, other media), all students receive optimum instructional support. Providing flexibility 
in students’ methods of responding to the curriculum (e.g., verbally, in writing, through demonstration) allows all students to fully demonstrate their understanding. Finally, by creating a variety of ways for students to engage with the curriculum (e.g., active learning, projects, technology), teachers make the content accessible to all students.


Our T/TAC ESD team used this information to develop the flip project and distributed applications to all schools in regions 1 and 8. Many schools expressed interest in the project, and the team selected three applicants as participants: Three Chopt Elementary School and Moody Middle School, both in Henrico County, and Prince Edward County High School in Prince Edward County.

Project goals


At Three Chopt Elementary School, teachers Penny Maurakis and Katie Estes wanted to engineer their classroom into an engaging learning environment, providing all students with opportunities to succeed, while supporting development in all domains and scaffolding for varying abilities.


At Moody Middle School, Maggie Walsh wanted to address the needs of her students by fully utilizing the space available so that different instructional strategies could be implemented more effectively. To accomplish this task, the existing space had to be reorganized so that equipment, desks and various materials required by students would be more accessible.


At Prince Edward County High School, Janet Miller and Kathryn Orth, Ph.D., envisioned a better-organized classroom that would enable students to achieve goals and successfully complete assignments. Since the classroom was used to teach different content areas, the makeover would have to allow more possibilities for incorporating multiple learning styles while also providing opportunities for individual, pair and group work.

Support for the projects


Support teams for each school included T/TAC specialists with expertise related to the content and disability areas served by the classes. Teams met with the teachers, observed the classroom settings and brainstormed what needed to be done with the materials and resources available. These teams collaborated to create plans for engaging classrooms that would maximize success for all students.


To implement the proposed plans, we sought the assistance of local businesses to obtain resources and materials. T/TAC specialists approached businesses in person to elicit community support. We were amazed at the interest expressed by those contacted. Individuals and corporations generously donated. Richmond-area Lowe’s Home Improvement Stores adopted the flip program as their annual Lowe’s Heroes community outreach project. Lowe’s enlisted the help of their employees to paint, build, construct and transform the existing classrooms into settings that would promote active learning and reduce behavioral concerns.

The makeover process

Three Chopt Elementary School


The pre-K classroom at Three Chopt Elementary School was chosen for the makeover project to support two teachers moving from an itinerant service model to a self-contained classroom. They were entering a classroom with limited equipment and materials. In addition, the space lacked good storage and had a very small bathroom area. The classroom needed organization, and Maurakis and Estes needed help to make their space work for two half-day programs.


The T/TAC team, along with the teachers, first sought to create distinct classroom learning centers. They helped the teachers plan out centers, which included areas for dramatic play, fine and gross motor skills, circle time, small group instruction, literacy and blocks. The team from Lowe’s started by painting the classroom and installing extra shelves and classroom storage units. Teachers selected paint colors for the walls that would promote a calm, comforting environment. Workers designed and built a play loft to meet the team’s specifications. The loft has a large slide for gross motor development and an underneath storage area that can be easily opened to provide the space for the block center. Additionally, Lowe’s workers installed a privacy curtain and a wall-changing unit to fully separate the bathroom area from the rest of the classroom. This ensures students’ basic needs are met while allowing privacy and emerging independence. 


Follow-up visits at the school focused on instructional practices such as using visual schedules and other visual supports. These strategies allow the students multiple means of expression by encouraging them to respond actively to teacher questions and prompts. For example, students are able to indicate their preferred activity by moving 
a clothespin to show their choice. They use a similar system to check in when they arrive and 
to demonstrate their readiness to leave in the afternoon. Maurakis and Estes have transformed their classroom into a place where students are engaged in learning and have opportunities to develop their skills in a welcoming and supportive environment.

Moody Middle School


Walsh’s classroom for students with multiple disabilities was chosen for the makeover at Moody Middle School. This classroom was originally in a small resource or planning room, which had difficulty accommodating the 12 students enrolled when the application was submitted. Additionally, 
classroom organization was a challenge because of the multiple content areas addressed in the room and all of the materials needed for them. The teacher and instructional assistant each had large desks that filled a significant portion of the room. Differentiation and small group instruction were almost impossible because of the large number 
of people and small amount of space. Most instruction took place with all students at once. Walsh was looking for a way to better meet the needs of all of her students.


This project was aided from the beginning when Walsh was told she would be moved to a much larger room. The team decided that creating separate spaces in the classroom would be most beneficial to students in a variety of grades and working on a variety of skills. Because students in this class address basic life skills in addition to their academic curricula, the room was designed with a kitchen area, an area for reading and leisure activities, a traditional classroom space and individual work spaces designed for differentiation and small group instruction. The Lowe’s team was able to build spaces to meet the team’s specifications and also donated the kitchen equipment. Extra storage and bookshelves helped with organization and a special set of three tables, which could be easily moved to serve multiple functions, were created by designer Charles Yeager. 
Donations of an LCD projector and SmartBoard completed this classroom transformation.


Students at Moody Middle School now are able to work on skills at their own pace. Walsh is able to differentiate her instruction and provide engaging lessons for all students. Multiple means of representation are achieved through the use of the SmartBoard, a variety of hands-on activities and real-life examples of concepts addressed in the content.

Prince Edward County High School


The classroom chosen for the makeover at Prince Edward County High School was used by two teachers to teach two very different subject areas. Miller, the foreign language teacher, used the classroom to teach students German, while Orth instructed students in photography and yearbook skills. Adjoining the classroom were two large rooms; one of these was a darkroom and the other room was used for storage.


As planning began on the makeover, it was determined that existing space had to be maximized. The room had to be restructured to provide multiple means of engagement. The existing storage room was redesigned to create a work space for both teachers. Team members created a computer/learning station area and a large work center with the help of Lowe’s workers. Donations of a projector screen, an LCD projector 
and a SmartBoard now allow the teachers to use technology to meet student needs.


Students in the yearbook class can now work at computers in the back of the room to meet a deadline while a German class continues in the front of the room. The large workstation allows groups of students to collaborate on projects and share ideas. Orth and Miller indicate that the separate areas not only help them to manage student groups, but that students are so engaged that they actually ask for extra assignments.

Outcomes of the project


The teachers involved were interviewed following the project to find out how effective the flip process was in meeting their initial goals. Participants discussed instructional practices and reported that their new spaces encouraged them to be more creative and engaging as teachers. They have more opportunities to differentiate instruction and meet the needs of diverse groups of students. Students use the new technology to better access the curriculum. Because of improved student engagement, behavioral issues are minimized and there are few classroom disruptions. Teachers and specialists established new partnerships that will continue as a result of this project.


Support for the projects was widespread. Parents, students, administrators, school board members and other school employees played a part in the programs’ 
successes. Students at Prince Edward County High School decided to use some of their yearbook profits 
to purchase additional technology to support their new classroom. Students at Moody Middle School have used their kitchen area to make edibles that have been sold as fundraisers. Due to the support of the schools involved, businesses in the Richmond area and other corporate sponsors, we were able to meet a variety of student needs ranging from basic living skills to using technology in real-life applications. We are excited about the success of our first flip projects and we are looking forward to making a difference for students in your school next.


Additional pictures and information on 
the 2007 flip projects are available online at www.vcu.edu/ttac/behavior.
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Writing measurable postsecondary goals

By Joan Lovegren-O’Brien, M.S.Ed.


How much do you know about recent changes to the secondary transition process? The Virginia Department of Education now recommends a six-step secondary transition process (See Figure 1, Page 9) that addresses several changes that appear in the Individuals with 
Disabilities Education Improvement Act of 2004. As many transition specialists recognize, the first step of the process includes selecting, administering and discussing the results of age-appropriate transition assessments (Wittig, 2008). These results are then used to inform two crucial steps in the process: writing measurable postsecondary goals and determining the steps needed to meet those goals.

Writing measurable postsecondary goals


Measurable postsecondary goals determine what a student will do after he leaves high school. At a minimum, IDEA 2004 requires 
that three areas be considered: employment, 
education/training and independent living.


It is important to identify the difference between education and training. The National Secondary Transition Technical Assistance 
Center Indicator 13 Checklist differentiates 
the two in this way:

•
Education: two-year community or technical 
college programs, four-year college or university programs and compensatory 
or continuing education.

•
Training: programs leading to a high school completion document or certificate  (such as Adult Basic Education or GED), short-term employment training (such as Job Corps or the Workforce Investment Act) and vocational technical school programs continuing for less than two years.


To write postsecondary goals that are measurable, it is imperative that one understands what the law means by “measurable.” NSTTAC’s Indicator 13 Checklist (2006) indicates that a postsecondary goal is measurable if it is stated in a way that can be categorized as occurring or not occurring. Statements that denote what a student will do rather than what he plans or hopes to do are measurable. These goals should reflect the student’s strengths, preferences and interests determined by transition assessments. Although clarifying a goal may be difficult, with the assistance of formal and informal assessments, the process provides direction to the student.


Below are examples of measurable postsecondary goals in each of the three goal areas identified in IDEA 2004.

•
Employment

o
Billy will be employed full time as a mechanic after high school.

o
After high school, I will be employed by the local car company in the mechanics department.

•
Education/training

o
After high school, John will complete course work at a training school for mechanics.

o
I will attend a two-year community college program in mechanics when 
I finish high school.

•
Independent living (include goals if appropriate)

o
In December 2008, Jane will take her medications according to the prescription, with no assistance.

o
After high school, I will effectively use my communication device to communicate my needs.

Determining steps to meet postsecondary goals


Once postsecondary goals are written, the steps necessary to achieve them must be determined. The student and family work with the rest of the individual education program (IEP) team to decide what educational experiences or “courses of study” will help prepare the student for a successful transition from secondary education to postsecondary life (ERIC Clearinghouse on Handicapped and Gifted Children, 1989).


In high school, most IEP meetings will include discussion of the courses of study. “Will his current classes prepare him for his postsecondary goals?” is a common question for the team to consider. Another is, “What extracurricular experiences might serve as important supports 
in reaching his postsecondary goals?” The role 
of outside agencies also is discussed when examining resources available to help students achieve their goals.


Paradigm shifts can be difficult. IDEA 2004 states that the process of IEP development is results-oriented; this is especially true for students preparing for life after high school. When the team focuses on a student’s postsecondary goals prior to working through the transition process, his IEP’s “present level of academic achievement and functional performance” is more meaningful to both student and family. IEPs that are focused on achieving postsecondary goals are also more useful to the educators and outside agencies who are involved in creating a well-balanced learning environment.


In summary, it is important to review the steps in the transition process:

•
Gather data, including the results of appropriate transition assessments and student input reflecting interests, preferences, strengths and needs.

•
Write measurable postsecondary goals.

•
Develop the present level of academic achievement and functional performance.

•
Write measurable annual goals.

•
Design courses of study that will assist the student in meeting the goals.

•
Reach the student’s post-school outcomes.


As advisers to students, our responsibility is to coach them to participate, to the best of their ability, in planning their futures. The six-step secondary transition process includes sequential steps for writing and addressing postsecondary goals. It is up to the team to assist the student 
in meeting his goals through a well-written IEP and well thought out educational program.
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RtI programs emerge for early learners

By Sue Palko M.Ed., and Chris Frawley M.Ed.


Response to intervention is becoming a hot topic for educators working with the school-aged population. The RtI model emphasizes the provision of early and intensive intervention services to students who are experiencing learning difficulties. By intervening early, educators seek to prevent academic failure and to distinguish between students with learning disabilities and those who are struggling (Coleman, Buysse, & Neitzel, 2006). Though the literature and research addressing RtI with children in early education settings are limited, RtI programs are being developed for teachers, parents and children in early childhood programs. This article will describe the multitiered Recognition and Response program and the early literacy program, EMERGE. Both of these programs are based on the framework of RtI.

Recognition and Response


The Recognition and Response early intervening system is being developed and validated at the Frank Porter Graham Child Development Institute at the University of North Carolina at Chapel Hill for use with 3- to 5-year-olds enrolled in a variety of early education settings. The goal of the Recognition and Response system is for parents and teachers to learn to recognize the early warning signs of a child experiencing learning difficulties and to respond in ways that will positively affect the child’s early success in school (Coleman et al., 2006). There are four components of the proposed Recognition and Response system: 1) an intervention hierarchy, 2) screening, assessment and progress monitoring, 3) research-based curriculum, instruction and focused interventions, and 4) a collaborative problem-solving process for making decisions (See Figure 1). These components are similar 
to the components in the current RtI models.

Intervention hierarchy


The Recognition and Response system has a three-tier hierarchy typical of many RtI models. Tier 1 represents a research-based curriculum and effective instructional strategies that are aligned with standards for early learning (e.g., Virginia Foundation Blocks for Early Learning) and recommended early childhood practices (Coleman et al., 2006). As in other RtI models, children who are not making adequate progress in Tier 1 are identified to receive interventions and curriculum modifications in Tier 2, often in the form of group interventions. In Tier 3, children who continue to struggle and not make adequate progress in Tier 2 are provided with intensive and individualized instruction, such as one-on-one instruction from the teacher. Children not making sufficient progress in Tier 3 may be referred for a formal evaluation for special education services.

Screening, assessment and progress monitoring


Recognition and Response uses an integrated assessment system that assists teachers with making 
the decision to move children from one tier to the next. Screening, assessment and progress monitoring are used to determine which children are learning and which ones need additional supports. A comprehensive screening in Tier 1 helps to identify children who meet key benchmarks, children who are developing those skills and children who are not making adequate progress (Coleman et al., 2006). Assessments in Tier 2 can be formal or informal, focusing specifically on the skill area(s) in which the children are experiencing difficulty. In Tier 3, standardized and norm-referenced tests can be used to gather more information about a child. Within each tier, progress monitoring (e.g., checklists, observations, curriculum-based assessments) helps the teacher determine whether or not a child is meeting important benchmarks (Coleman et al.). The Recognition and Response integrated assessment system mirrors the components used in many schools that are implementing RtI.

Research-based curriculum, instruction 
and focused interventions


Coleman et al. (2006) explain that “the overarching goal of the Recognition and Response system is for teachers to use assessment 
as part of an integrated instructional system to make improvements in the general early childhood 
program and to plan focused interventions for children who require additional supports” (p. 4). Ultimately, teachers will use ongoing assessment and data collection to identify children who are experiencing difficulties and to provide, at each tier, the instruction and intervention they need. The developers of the Recognition and Response system are planning to create a toolkit from which teachers can select specific interventions at each tier that match student learning characteristics (Coleman et al.).

Collaborative problem-solving process 


As in many models of RtI, teachers, parents and other specialists use a collaborative and systematic problem-solving process at each tier to make decisions on how to meet the needs of children. The steps of the problem-solving process are: a) define the problem, b) analyze the problem, c) develop a plan and 4) evaluate the plan to determine effectiveness. Throughout the use of this process, data from assessments are used to help make informed decisions.

EMERGE


“With raised awareness about the importance of early literacy in early education and care programs, debate is occurring about specific early literacy content and associated instructional strategies” (VanDerHeyen, Snyder, Broussard, & Ramsdell, 2007, p. 198). Two researchers, Maribeth Gettinger and Karen Stoiber, decided to look into how RtI could be used to improve early literacy development with children enrolled in Head Start. They called the early literacy program, the Exemplary Model of Early Reading Growth and Excellence. The EMERGE program is an Early Reading First project funded through the U.S. Department of Education from 2005 to 2008 (Gettinger & Stoiber, 2007).

The EMERGE program has four goals:

1.
Maximize the use of research-based practices to support children’s development of four early literacy skills.

2.
Increase the amount of time children are engaged in interactive shared book reading.

3.
Incorporate the use of a thematic, integrated, research-supported curriculum.

4.
Provide intensive and continuous professional development and coaching support that is grounded in scientifically based knowledge of early literacy development (Gettinger & Stoiber, 2007).


Like the Recognition and Response program, 
EMERGE includes the essential components of RtI: a three-tier model of intervention that includes a scientifically based early literacy curriculum, universal screening, outcome assessment and progress monitoring. In comparison to the Recognition and Response program, EMERGE has identified specific curricula or activities for each tier. In Tier 1, instruction is built around three core elements: a research-supported curriculum (the Scholastic Early Childhood Program), teacher-directed activities that focus on sound awareness, oral language, alphabet knowledge, print awareness (SOAP) and adult-child shared book reading. Tier 2 involves small-group instruction for children demonstrating difficulty learning the SOAP skills. The small-group instruction provides 
a stronger focus on these skills. Children who are identified for Tier 3 interventions receive individualized instruction from tutors who do shared book reading with the children and who provide explicit instruction on letters and sounds. Contrary to models of RtI developed for the school-age population, the curriculum and instruction at each tier of the EMERGE model remain focused on the same content, acquiring SOAP skills (Gettinger & Stoiber, 2007). Another difference is the frequency and flexibility of the movement between tiers. Teachers use ongoing observations along with their progress monitoring to determine each child’s instructional needs.


Teacher professional development is an 
aspect of the EMERGE program that the developers of the Recognition and Response system 
also have as a goal for their program. There are 
two types of professional development activities 
that have contributed to the success of EMERGE. 
First, three-hour professional development sessions are provided monthly for all teachers. These sessions assist teachers in developing their skills and knowledge in implementing the early literacy curriculum, conducting progress monitoring, using data to adjust instruction and interventions and designing high-quality literacy-rich environments. Secondly, the literacy coach provides on-site coaching and mentoring during collaborative planning for two hours each week. The coach provides support through modeling, working individually with teachers and students and monitoring implementation of the components of the EMERGE model (Gettinger & Stoiber, 2007).


Although the body of evidence around the use of RtI at the early childhood level is small, programs such as Recognition and Response and EMERGE are showing that it could indeed have a role in early childhood settings as a data-
based decision-making tool for identifying 
children at risk for learning difficulties. Through 
ongoing development and validation of the Recognition and Response program and the continued implementation of the EMERGE program, early childhood educators have two exciting options to consider for RtI models 
with young children.
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AT supports students‘ active participation

By Kelly Ligon, M.Ed., and Mona Pruett, M.S., OTR


We all know that active participation is necessary for learning to take place. But how can we guarantee that students with significant disabilities will be able to participate in classroom activities and lessons? One of the first things we must consider is the essential information of the learning topic and how that knowledge can be demonstrated by individual students based on their strengths (Downing, 2002). Assistive technology tools would be useful to modify or adapt the lesson and materials to meet the individual needs of the student. AT can be the tool that opens the door to learning for many students with significant disabilities. In addition to allowing students to participate with their peers, AT provides access to the general education curriculum.


When making decisions regarding what AT to use and when to use it, determine the action verb in the lesson. By matching the action verb with an adaptation or modification, the student will be a more active participant in the learning process (Erickson & Clendon, 2005). This article will provide examples of AT that are matched to action verbs contained in some of the Aligned Standards of Learning (ASOL).


The action verb “identify” occurs frequently throughout the ASOL. Students are asked to identify common signs and logos; the front cover, back cover and title page of a book; beginning sounds of a word; letters, words and sentences; and the ordinal position of objects. The term “identify” means the student will indicate his/her understanding of a topic. Many AT solutions exist for helping students with communicating knowledge. Students can use a programmed voice output communication aid (VOCA) to identify their understanding. VOCAs can vary 
in the number of selections from one to multiple. In this instance, if a student were asked to identify the beginning consonant sounds of a single-syllable 
word (ASOL E-R3c), a GoTalk 4+ could be programmed with phrases such as “That begins with the ‘mm’ sound” and “That begins with the ‘c’ sound.” The buttons on the GoTalk could also be labeled with a picture of an object beginning with the matching sound (e.g., milk, cat). The teacher might present words to the whole class, and the student would be able to participate in the activity by responding using the GoTalk.


Consider constructing an eye-gaze commun-
ication board for a student to look toward the picture or object to identify his/her response. Another low-cost, quick alternative to modifying the term “identify” is to use symbols or pictures quickly drawn on sticky notes and ask the student to look or reach toward his/her response.


A different action verb frequently used in the ASOL is “retell.” To demonstrate reading comprehension, students are asked to “retell familiar stories using a beginning, middle and end” (ASOL E-R4b). There are many software programs on the market that allow the student to enter preprogrammed selections of text into a document. These software programs have the capability to repeat the text back to the student, and most programs are easily accessed through a switch added to a computer, a touch window or an interactive whiteboard. Examples of these programs include Classroom Suite and Clicker 5. Students can also retell a story or event by using Microsoft Photo Story. Photo Story is available as a free download from the Microsoft Web site. In this program, digital pictures of a science experiment, for example, can be imported into the program and placed in sequential order. The student can narrate the parts of the experiment by using a microphone attached to the computer. The end result is a low-cost movie of the experiment retold by the student. If computer software is not available, another option is to place pictures of the story on a felt or magnetic board. The pictures can be manipulated by the student into sequential order to retell a story or event.


Some older students might be working on ASOL in the community on their job site. Many of our students need these opportunities to generalize skills to different environments. For example, if the student had to inventory items in a small retail shop, an action verb often used in math is “write.” For example, “When given a set of 10 or fewer items, the student will write the numeral to tell how many are in the set” (ASOL M-NS2). The task on the job is to document the number of items in various categories. The student might complete this in different ways. Some alternatives to traditional pencil and paper are available and many of them make the task much quicker. A student worker could input the information on a template available on a computer. The template could be a list of pictured items; the student counts how many are on the shelf and then uses the keyboard to input the total number next to the pictured item. Another strategy is for the student to use number stamps to write the total next to each item of inventory list printed on paper. Students might be paired together; one student might count the items and select the number listed on his VOCA and the other student can use traditional means to write the number on the inventory list. The possibilities are endless.


It’s important to always remember to look at the essential elements of the job or the ASOL, not the limitations of the student, to determine successful accommodations and active participation (The Job Accommodation Process, 2005). 
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Resources

Microsoft Photo Story can be downloaded for free from www.microsoft.com/windowsxp/using
/digitalphotography/photostory/default.mspx.

All of the resources listed in this article are available in the T/TAC Lending Library at Virginia 
Commonwealth University. For a list of AT, search the online library at www.vcu.edu/ttac/library.

Classroom blogs reinforce course content

By Susanne Croasdaile, Ph.D.


Do your students have difficulty organizing work and maintaining interest in course content? Do they have Internet access at home? If so, weblogs (or “blogs”) could help. This article provides an entry-level discussion of how simple classroom blogs can support educators in making content more meaningful and help students to get their work done.

Searching for meaning


Educators can use blog postings to make frequent connections between the current content and its real-life application. Most classroom blogs link to other resources on the Internet. This can make content more meaningful to students and increase their engagement in learning the material (Downes, 2004; Flannery, 2005; Stronge, 2002). Figure 1 is a screenshot from Miss Baker’s biology class, an award-winning blog that features 
frequent real-life connections (Birds on an island lab video, 2008). In this blog posting, the teacher links to Web content that reinforces the class’s findings during lab time and provides links for students who wish to see real-life applications 
of what they were exploring.

Hitting the road


Virtual field trips can be conducted through blogs. Digital photographs, Google Earth satellite images and virtual tours can be combined with engaging text to bring students in contact with destinations they would otherwise be unable to reach. Famous museums such as the Guggenheim, historical sites such as the Taj Mahal and natural environments such as the Olympic National Park can be toured as homework assignments (Britt, 2006). A good way to begin finding these Internet 
resources is to type “virtual field trip” and the topic into a search engine such as Google.

Connecting with home


Teacher-parent partnerships support students with learning disabilities (Bryan & Burstein, 2004). Blogs can provide a convenient method of communication between educators and parents. Because blogs are a just-in-time technology intended to be frequently and easily updated, educators can access them quickly to provide relevant information to students and parents.


Daily and weekly blog postings can be used to clarify project choices as well as to communicate applicable resources, due dates and assignment details. At home, parents can support students 
in accessing and acting on this information. Over time, parents can reduce their level of involvement 
as students independently access the information and make sure their work is completed in a timely and appropriate manner (Finstein, Yang, & Jones, 2007).


Some educators (such as Miss Baker) involve their students in writing blog posts. Blog-writing assignments can link students to engaging Web content and ask them to respond to or summarize it (Downes, 2004; Flannery, 2005). It is not unusual to find students taking greater responsibility for their work when using authentic publication methods such as blogs; the thought of having a genuine audience for their work can be motivating for students (Pascopella, 2006).


Student blogging is on the rise, and as educators’ comfort level with blogging increases, student participation in classroom blogs will also increase (Downes, 2004). The impact of this on student performance remains to be seen; however, it is likely that levels of engagement and motivation will be positively affected.


The key to the effective use of any new tool in the classroom is for the educator to feel comfortable with it and understand its strengths and limitations.

•
Take a few minutes to set up a personalized classroom blog.

•
Play with the blog for a while before sharing it with students and parents.

•
Visit blogs used by other educators, such as Miss Baker’s biology blog, to determine what to post and how often to post it.


Share the blog address with students and families when you feel ready. Soon your students will see many meaningful content connections and benefit from additional support for organizing and completing assignments.
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Want to try it?

Lorrie Jackson’s “Blogging Basics” tutorial will have you blogging in 15 minutes. Log onto

www.educationworld.com/a_tech/techtorial
/techtorial037print.

Blogs in public schools

Want to learn more about blogging in 
the public schools? Goochland County 
Public Schools’ John Hendron facilitates 
a divisionwide blogging initiative. Keep up with the project by visiting www.glnd.k12
.va.us/podcasts/blogs.

Birds on an Island Lab Video

Saturday, January 26th, 2008

by Miss Baker

Click here to see the video. Click here to see our data.

The Birds on an Island Lab is a simulation of Peter and Rosemary Grant’s research on the Galapagos Islands. A husband-wife team, the  Grants spent over 30 years researching finches on the islands. Their research is the main focus of the Pulitzer Prize winning book, The Beak of the Finch: A Story of Evolution in Out Time. You can view some of the actual data collected by the Grants here. The data shows that what we experienced in our lab activity matches closely with what the Grants noticed in wild finch populations.
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Planning models assist ASD interventions

By Ruth Aspy, Ph.D., Barry G. Grossman, Ph.D., Shawn A. Henry, M.Ed., and Brenda Smith Myles, Ph.D.


Editor’s note: We are pleased to present the following article, which was originally published in the Fall 2007 Autism Priority Project’s e-newsletter. The Ziggurat Model and the Comprehensive Autism Planning System serve as comprehensive planning tools that can be used with students with autism spectrum disorders. This article provides a brief overview of the information contained in the Ziggurat Model and CAPS (available in the T/TAC library).


Individuals with autism spectrum disorders are among the most challenging and rewarding to teach and support. Challenging because they present unique underlying characteristics that demand a match between their characteristics and programming; rewarding because individuals with ASD are extremely responsive to appropriate instruction that takes into account their complex needs.


While researchers have recognized both the complexity of the needs of individuals across the spectrum and of developing effective programs to address those needs, only recently have researchers and practitioners focused on developing comprehensive programming models. The purpose of this article is to provide a brief overview of two such models. Current models of comprehensive planning, the Ziggurat Model and the Comprehensive Autism Planning System (CAPS), provide a unique process and framework for designing and implementing comprehensive interventions for individuals of all ages with ASD. The models can be used alone or together. Each is designed to be implemented by educational teams, including parents.

The Ziggurat Model


The Ziggurat Model is designed to address true needs or underlying deficits that result in social, emotional and behavioral concerns. The model begins with an assessment of the individual’s underlying needs and characteristics — a key component of the Ziggurat Model. To that end, the Ziggurat Model includes the Underlying Characteristics Checklist that provides a snapshot of how ASD is expressed for an individual. Two forms of this instrument exist: the UCC-HF for individuals with Asperger’s syndrome and high-functioning autism and the UCC-CL for individuals with a classic presentation of autism. UCC items address the following characteristics validated by research: (a) social, (b) restricted behaviors and interests, (c) communication, (d) sensory differences, (e) cognitive differences, (f) motor differences, (g) emotional vulnerability, and (h) known medical and other biological factors.


The Intervention Ziggurat is the centerpiece of the Ziggurat Model. As shown in Figure 1, the Intervention Ziggurat contains five levels derived from research on ASD. Starting with the foundation level, Sensory Differences and Biological Needs, each level represents an area that must be addressed in order for an intervention plan to be comprehensive. Interventions at each level are selected to address the student’s true needs (identified with the UCC) to ensure that “the autism” is addressed. Thus, interventions are meaningful, meeting underlying needs instead of masking them. Another strength of the model is the interaction of the five levels: each level contributes to the effectiveness of the others.

The Comprehensive Autism Planning System


The CAPS model is designed to provide an overview of a student’s daily schedule by time and activity as well as the supports that are needed during each period. Following the development of the student’s IEP, all educational professionals who work with the student develop the CAPS. The CAPS allows professionals and parents to answer the all-important question: What supports does the student need for each activity? The CAPS is a list of a student’s daily tasks and activities and the times they occur, along with the delineation of supports needed for student success. In addition, the CAPS includes space for making notations about data collection and how skills are to be generalized to others settings. The CAPS consists of the following components developed from evidence-based best practices for students with ASD:

•
Time: the clock time of each activity that the student engages in throughout the day.

•
Activity: all tasks and activities throughout the day for which the student requires support.

•
Targeted skills to teach: IEP goals, state standards and skills that lead to school success for a given student.

•
Structure/modifications: a wide variety of supports, including visual supports, peer networks and priming.

•
Reinforcement: specific types of reinforcement.

•
Sensory strategies: sensory supports and strategies identified by an occupational therapist.

•
Communication/social skills: social or communication skills or augmentative communication systems.

•
Data collection: the type of data as well 
as the behavior to be documented during 
a specific activity.

•
Generalization plan: challenges that individuals with ASD have using information and skills across settings.


Together the Ziggurat Model and CAPS are valuable resources for public school professionals who must remain in compliance with federal and state guidelines. The models use evidenced-based interventions and emphasize a proactive, positive approach by requiring reinforcement and antecedent-based interventions. The Ziggurat Model and CAPS promote collaboration and communication among parents and professionals. 

Resources

Aspy, R., & Grossman, B. (2007). The Ziggurat model: A framework for designing comprehensive interventions for individuals with high functioning autism and Asperger Syndrome. Shawnee Mission, KS: Autism Asperger Publishing.

Henry, S. A., & Myles, B. S. (2007). The comprehensive autism planning system for individuals with asperger syndrome, autism and related disabilities. Shawnee Mission, KS: Autism Asperger Publishing.

A sample of the Ziggurat worksheet is available 
at http://ttac.odu.edu/ENewsArchives/Autism
/Ziggurat_worksheet.pdf.

Resource shelf

Weekly Reader, Ablenet Edition

Weekly Reader Publishing and Ablenet Inc., September 2007-present


Weekly Reader, Ablenet Edition is a monthly publication available by subscription of specially designed content from each Weekly Reader issue for students with moderate to severe disabilities that makes access to and achievement of grade-level standards a reality. This is an effective tool to provide current news and information to students with disabilities and support meaningful inclusion with peers in general education. Integrate the material into the entire classroom, or provide stand-alone special education instruction.  For more information, visit www.ablenetinc.com/weeklyreader.


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.

Resource shelf

CHELLO: Child/Home Early Language & Literacy Observation, 
User’s Guide and Tool

Susan B. Neuman, Julie Dwyer and Serene Koh, 2007


Developed by the nationally respected expert who helped establish Reading 
First and Early Reading First, the CHELLO is the only observation tool specifically 
designed to rate the early literacy environment in home-based child care settings. Derived from the bestselling, classroom-focused Early Literacy and Language Classroom Observation toolkit, the CHELLO has been carefully tailored to assess environments that include children of different ages, from birth to 5 years. Administrators, program directors and researchers 
will use the CHELLO to develop accurate profiles of materials and practices in family/group child care settings, help providers improve their literacy supports and their interactions with children and measure changes in the quality of environments over time.


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.

Resource shelf

The Struggling Reader: Interventions That Work

J. David Cooper, David J. Chard and Nancy D. Kiger, 2006


Struggling readers need personalized, focused and assessment-driven instruction. In other words, they need interventions that work. Cooper, Chard and Kiger provide those interventions in this essential resource. Covering the most important aspects of literacy — oral language, phonemic awareness, word recognition, vocabulary, fluency, comprehension and writing — the authors organize the interventions around a classroom-tested framework for assessing students, diagnosing their needs, teaching them based on findings and reassessing them to determine whether more instruction, practice or application are needed.


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.
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UDL approach can work for all students


Justin is a 11th-grade student who shows an 
interest in learning U.S. history. He participates 
in classroom discussions regarding the American 
Revolution. He appears to enjoy debating issues and frequently questions the teacher about the purpose behind events. He shows a particular interest in the Battle at Bunker Hill. He can identify the American and British leaders and their roles during the battle. However, Justin is failing his U.S. history class because when his teacher asks him to write a paper or take a test, he will rip his paper, break his pencil or not turn 
in his assignment. Justin’s teacher is frustrated because he feels that Justin knows the material but he thinks that Justin is oppositional and not doing his work.


Using a universal design for learning approach — instructional strategies that reach all students — Justin’s teacher could provide the students in his classroom with multiple ways to express the information that they have learned. Rather than completing paper-and-pencil assignments, students in this U.S. history class might:

•
Prepare a multimedia project representing the historical events of the American Revolution.

•
Debate the British versus American perspectives on the American Revolution.

•
Write a song, poem or rap to highlight an important person or event, such as the Boston Tea Party, in the American Revolution.

•
Conduct a fictional interview from the perspective of a citizen living in Boston during the American Revolution.

•
Create a board game using the information they have learned.

•
Complete a teacher-created test using an interactive whiteboard system with responders.

Resource shelf

Effective Literacy Instruction for Students 
with Moderate or Severe Disabilities

Susan R. Copeland and Elizabeth B. Keefe with invited contributors, 2007


For students with moderate or severe disabilities, developing literacy skills is a critical component of successful communication, employment and community participation. This is a concise, practical guidebook for helping these students meet the No Child Left Behind academic standards for literacy. The book offers ideas that are appropriate for use in all settings, including inclusive classrooms.


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.

Resource shelf

Mental Retardation and Intellectual 
Disabilities: Teaching Students Using 
Innovative and Research-based Strategies

Michael Wehmeyer and Martin Agran, 2005


Increasingly in special education, there is a call for evidence-based practices to improve outcomes of students with mental retardation and intellectual disabilities. Research in the five general areas of assessment, instruction, classroom management, social and communication skills and self-determination is translated into simple strategies that work in every classroom. This is a must-have companion for all teacher education students and special education teachers.


Sample issues discussed in the book include gathering student performance data to make informed decisions; the role of alternate assessments in promoting access to the general curriculum and self-determination; instructional strategies for adults learning community-based tasks; creating positive behavior support plans; and encouraging buddy skills between preschoolers with and without disabilities. Teaching is based on research-to-practice monographs on empirical practices in the education of students with mental retardation published by the American Association 
on Mental Retardation.


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.

Resource shelf

Social Competence of Young Children: Risk, Disability, and Intervention 

Edited by William H. Brown, Samuel L. Odom and Scott R. McConnell, 2008


This book provides readers with research and effective practices to ensure that young children have the skills to develop social relationships they need to succeed. From well-known and respected experts in the field, this volume helps early childhood general and special educators gain a deep and thorough foundation for understanding social competence; examine key influences on social development — family, culture, classroom and friendships; pinpoint strategies for social interaction interventions specific to different populations, including children with disabilities and delays and those living in poverty; understand the effects of autism, behavioral disorders, communication and language disorders and severe disabilities on peer interactions and relationships.


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.

