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ZDS helps reduce challenging behaviors

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


As the prevalence of young children exhibiting challenging behaviors increases, so does the demand for evidence-based practices to help address those behaviors (Conroy, Dunlap, Clarke, & Alter, 2005). Webster-Stratton (2000) found that between 7 percent and 25 percent of children who are preschool-age met criteria for the diagnosis of oppositional defiant disorder. While there has been an association made between challenging behavior in early childhood and later problems with school adjustment, socialization and school success, there remains uncertainty in the field of early childhood education as to what can be done with respect to prevention and intervention (Dunlap et al., 2006).


One strategy to help reduce challenging behaviors with preschool-age children is the Zone Defense Schedule. If you are familiar with basketball, this refers to playing a zone defense. If this is new to you, it means having a player cover one area of the court, or a “zone,” and any offensive player that comes into that area. A zone defense is often effective at stopping the offense from penetrating the area and one-on-one moves. So how does this translate into your preschool classroom? Zone Defense Scheduling! ZDS is a way of organizing the staff and environment of a preschool classroom and the roles of adults during routines and transitions between routines. “ZDS allows children to move between teachers instead of having teachers follow children around the room (McWilliam & Casey, 2008, p. 30).”


The goal of ZDS is to increase the amount of time children spend engaged during transitions. It eliminates wait time during transitions and encourages interaction with peers, adults or materials in the classroom. So what does it mean for a child to be engaged? Engagement is the amount of time a child spends involved with the environment in a way that is appropriate for the child’s age, ability and surroundings (McWilliam & Bailey, 1992). When a child is actively engaged with his environment, he increases his interactions and manipulation of materials and, consequently, his learning. Increasing levels of engagement lowers the amount of aggression and off-task behavior displayed by a child. By increasing engagement, you are creating a classroom environment conducive to learning and less compliance-oriented. In addition to being engaged or non-engaged, McWilliam and deKruif (1998) have defined levels of engagement that range from sophisticated to unsophisticated. Sophisticated engagement includes the most complex behaviors in a child’s repertoire (e.g., persistence, pretend play, asking for help). Unsophisticated engagement includes the least complex behaviors in a child’s repertoire (e.g., crying, aggression, destructive acts).

ZDS in three easy steps


Step one: Look at your classroom environment. When examining your classroom environment, divide the classroom into four zones with well-defined areas within each zone. Furniture or bookcases can be used to define the zones and create centers. After creating defined zones, the next thing you want to consider is your classroom materials. When choosing materials for your centers, they should be at or a little above the developmental ages of the children. By placing some materials just out of the reach of children, you help to encourage communication. Lastly, it is important to have duplicates of favorite toys in order to reduce challenging behaviors focused around sharing.


Step two: Divide the day into 15- to 20-minute blocks of time. Short blocks of time help prevent children from losing interest in the activity and becoming non-engaged. When establishing your schedule, it is important not to include toileting or self-care activities because they will be addressed by the person assigned to the “setup role.” Keep in mind the transitions that are needed as children go from one activity to the next. If more active activities are scheduled after quiet activities, negative behaviors may occur during the transitions.


Step three: Assign roles, responsibilities and plan for alternating roles. Adult roles to be assigned include the setup role, activity/task role and alternate roles. The adult in the setup role is responsible for getting activities ready, changing diapers or attending to disruptive behaviors. The adult in the activity role is responsible for conducting whatever activity is planned at the time. This adult also assists with encouraging child engagement and facilitating play behaviors among children. Be sure to alternate roles throughout the day so that one person is not in one role for the entire day. See Figure 1 for an example of a ZDS.


ZDS is an effective tool for scheduling staff members to increase child engagement during transitions. Its goal is to limit opportunities for non-engagment and long periods of wait time, which ultimately leads to a reduction in problem behaviors.


To learn more about ZDS, check out the book “Engagement of every child in the preschool classroom” by Robin McWilliam and Amy Casey.
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Figure 1. Sample two–person ZDS
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No one motivating force fits all students

By Sheila Ashley, M.Ed.


Are rewards the best way to motivate every student? Is praise the most effective motivator? Is there one motivator that truly works to spark every student? The answers to these questions and much more are described in this article as it centers on the critical importance of attending to students’ needs and specific motivational forces.


All human behavior, from the first blink of daylight to the last flicker of moonlight, is directed toward satisfying one or more of the basic human needs. The five basic needs are natural components of our genetic structures, and include survival, belonging, power, freedom and fun (Frey & Wilhite, 2005). Therefore, it should be understood that all human behavior is motivated. Thus, even the child who shows no response or exhibits a negative action to her teacher’s new motivation system is motivated; unfortunately, her motivation is not in line with her teacher’s plan (Lavoie, 2007). In the school setting, it is important to remember that these human needs drive behavior and potentially result in challenging actions when ignored.


Bullock and Brown (1972) conducted a study and asked more than 100 teachers the top 10 behavior challenges they faced in the classroom. Among the most frequently reported challenges were hyperactivity, acting out, weak attention, immaturity, challenging authority, lack of self-control, aggression and poor social relationships. Today, when teachers are asked to list their most trying behavioral concerns in the classroom, similar lists are created. The lack of change in more than 30 years suggests that the strategies implemented over the past few decades have produced little effect (Wilhite, Braaten, Frey, & Wilder, 2007).


Focusing on prevention as a means of effectively dealing with challenging behaviors is far more effective than waiting for a behavior to occur and then reacting (Giangreco & Doyle, 2007). Prevention strategies may include altering the physical environment, modifying instruction or structuring the social situations within the classroom. Modifying the instruction may include adapting the difficulty, amount or sequence of work. Social structuring may involve changing how and when individuals interact with one another (Giangreco & Doyle, 2007). Research also suggests using such fundamental prevention tools as engaging instruction, well-managed classrooms and positive teacher-student relationships (Epstein, Atkins, Culliman, Kutash, & Weaver, 2008).


While prevention of challenging behavior is critical to the effective use of instructional time (Witzel & Mercer, 2003), matching students’ needs to teacher-developed motivation techniques is also essential to student inspiration and sustained effort (Lavoie, 2007). In recent work on specific motivators linked to unique motivational forces, Lavoie (2007) identified and outlined eight motivators (See Figure 1). These motivators should stand as important considerations for teacher behaviors and structuring class activities and assignments. The motivators include gregariousness, autonomy, status, inquisitiveness, aggression, power, recognition and affiliation.


Every student has an individual pattern of forces that work to motivate him or her. Just as academic needs must be tailored, a variety of motivational techniques must be provided to connect and teach the students in our classes (Lavoie, 2007). Consider these techniques and the types of students for when they work best:

•
Projects motivate the autonomous or inquisitive student.

•
People inspire the gregarious or affiliation-seeking student.

•
Praise sparks the status-seeking, recognition-seeking or affiliation-seeking student.

•
Prizes motivate the status-seeking, recognition-seeking, affiliation-seeking or power-seeking student.

•
Prestige inspires the autonomous, status-seeking, aggressive or power-seeking student.

•
Power sparks the power-seeking, autonomous or aggressive student (Lavoie, 2007).


All human behavior is motivated; however, all behavior is not motivated in the same way. It is critical to remember that activities and approaches that serve to motivate one student may be totally ineffective with another student (Lavoie, 2007). One size cannot fit all.
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Figure 1. Eight motivators and their connection to unique motivational forces

•
The gregarious student needs to belong. He does not enjoy individual or solitary assignments. He enjoys cooperative learning activities. This student needs reinforcement relating to his importance and valued status in the class.

•
The autonomous student has great need for independence and enjoys solitary work that rests on his own performance. He enjoys doing research and independent projects. He is not in need of a great deal of teacher reinforcement. He prefers self-correcting activities.

•
The status-seeking student needs to be important. His self-esteem is connected to the opinions of others. He is usually anxious to please, but is extremely sensitive to criticism. He has difficulty evaluating his own performance. He needs an enthusiastic teacher who appreciates students’ unique talents and interests.

•
The inquisitive student is extremely curious and eager to learn new information. She continually questions and informally researches topics of interest. She benefits from curriculum perceived as relevant to her daily life. This student needs assistance in establishing goals and tracking their progress over time.

•
The aggressive student needs to assert. This is not necessarily negative as it may be channeled into leadership. Aggressive individuals frequently desire a larger sphere of influence and want their feelings and opinions to be recognized. Provide opportunities for her to express her opinions and solicit her ideas from time to time. Avoid power struggles and allow choice and decision-making when possible.

•
The power-seeking student has a need for control and influence. She may have quite high or very low self-esteem. She needs to control and influence surrounding activities and goals of the class. When she perceives the loss of control, she will resort to less appropriate means to assert control. She will be quite receptive to responsibility; foster her leadership skills whenever possible.

•
The recognition-seeking student is motivated by acknowledgement of accomplishments and actions. She needs to be recognized for her strengths and abilities. She benefits from receiving frequent feedback. She is quite sensitive to criticism or nagging. She responds well to awards and public recognition.

•
The affiliation-seeking student needs to associate and belong. He has a strong need to be connected with others and organizations. He seeks to identify with a collective entity and responds well to cooperative learning activities. He wants to be identified with adults and responds well to teacher self-disclosure (as in sharing bits of family information during class discussions). He needs to feel that you know him (Lavoie, 2007).

Future outcomes rely on present levels

By Katherine M. Wittig, M.Ed.


This article, the fourth in a series of seven, describes the development of the present level of educational performance, the third step in the Virginia Department of Education’s six-step transition process (See Figure 1). Earlier newsletter articles addressed transition assessments (February/March 2008), measurable postsecondary goals (May/June 2008) and transition assessment data (September/October 2008).


For illustrative purposes, transition individualized education programs (IEP) are described for two fictional students: John, an 11th-grader with a learning disability, and 19-year-old Raven, who has cerebral palsy and an intellectual disability.

The role of ‘present level’ in the transition IEP


There is a direct relationship between the Present Level of Educational Achievement and Functional Performance (PLoP) and other parts of a transition IEP. The student and teacher create the student’s desired postsecondary goals based on the results of transition assessments; all information is then documented in the PLoP. The Individuals with Disabilities Education Improvement Act (IDEA 2004) describes the PLoP as follows.

Statute: In general. – The term ‘individualized education program’ or ‘IEP’ means a written statement for each child with a disability that is developed, reviewed, and revised in accordance with this section and that includes — (I) a statement of the child’s present levels of academic achievement and functional performance. (Statute: TITLE I/B/614/d/1/A/i/I)


The development of the PLoP changed in 2004; writers must now include functional performance. Gibb and Dyches (2007) explain the insertion of functional performance as a support for the student’s need for instruction not only in academic areas but also in day-to-day activities. Trainor, Patton and Clark (2005) and Wittig (2009, in press) recommend developing PLoP statements in the context of instructional and linkage goals. Their suggested methodology fundamentally changes the way IEPs are structured; however, the result may provide clarity within the IEP documents.

Four guidelines for developing the secondary PLoP

1.
Document the use of age-appropriate transition assessments. IDEA 2004 defines the term transition services as “a coordinated set of activities for a student with a disability that is designed to be within a results-oriented process; and is based upon the individual student’s needs, taking into account the student’s strengths, preferences and interests.” Incorporate results from age-appropriate transition assessments by the time a student is age 14 or in middle school. Teachers may seek assistance from guidance counselors, online checklists and formal assessments. The Virginia Department of Education’s T/TAC at VCU offers the use of many transition assessments in its lending library (www.vcu.edu/ttac/library).


Obtaining permission to administer a transition assessment is mandatory when administering to individual students; however, if all eighth-graders use a specific career interest inventory, parental permission is not required. For example, Raven participated in a series of individualized functional vocational evaluations but her peers did not participate in the same assessments. Therefore, her mother and she granted permission for her participation.

2.
Reflect the student’s postsecondary goals. John is working with a small team to develop his transition IEP. His postsecondary education goal reads as follows: “John will complete a program of studies at a community college after high school graduation.“


His PLoP reflects his postsecondary goal: “John plans to attend ABC Community College to pursue course work in information technology. He has a strong interest in computer systems as evidenced by his completion of four career/technical education courses in the past two years; this includes one summer school course taken on his own.”

3.
Summarize academic achievement and functional performance emphasizing realization of the student’s postsecondary goals. The descriptive statements in the PLoP correlate to the student’s desired postsecondary goals. For example, John will earn a standard diploma. He has a B+ average and has passed all SOL tests. He has struggled with writing in English and U.S. history classes. John uses word-prediction software with success as measured by teacher evaluations. He plans to attend a community college after graduation.


Raven is 19 and will graduate with an IEP diploma in two years. She passed her Virginia Alternate Assessment Program (VAAP). Raven is completing weekly assignments on her employment site with good evaluations, and wants to work in an office after graduation.

4.
Incorporate the student’s voice. Students drive the transition IEP process. Their strengths, needs, interests and preferences must be reflected in the IEP. While some students do not use vocal chords to communicate, teachers, family members and transition team participants can still determine their interests or preferences. Teachers and students might document this information in a PLoP as follows: “Raven has indicated a strong interest in working with other people as evidenced by her supported employment experiences over the past nine months.”


To determine the effectiveness of a PLoP, consider using a rubric (see Figure 2).


In summary, the PLoP portion of the IEP must reflect the student’s desired post-school outcomes. By following the four steps outlined and using the rubric to evaluate the effectiveness of a PLoP, educators will assist their students in the transition process and in achieving desired post-school outcomes.
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Figure 2. Present Level of Academic Achievement and Functional Performance rubric

	Description


	3
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	0



	Student’s postsecondary goals identified based on age-appropriate transition assessments


	Student’s postsecondary goals are clearly stated.  There is strong evidence of a direct relationship between the postsecondary goals and the transition assessments used to develop the goals.


	Student’s postsecondary goals are clearly stated with no documented relationship to the transition assessment(s) administered.


	Student’s postsecondary goals are not clearly stated and there is no evidence of transition assessments used to develop the goals.


	There are no postsecondary goals referenced in the PLoP.



	Current academic achievement and functional performance summarized emphasizing relationship 
to postsecondary goals


	Academic achievement and functional performance are described in detail with direct relationship to the student’s desired postsecondary goals.


	Academic achievement and functional performance are vaguely summarized; there is some relationship to postsecondary goals.


	Student’s information is summarized in one area, either academic or functional, but not both; there is no relationship to postsecondary goals.


	Academic achievement or functional performance levels are not summarized; there is no mention of postsecondary goals.



	Results of age-appropriate transition assessments evident 


	Informal and/or formal transition assessment results are used to describe the student’s strengths, interests and preferences with documentation of data collection evident. This includes date and name of person administering transition assessment(s). 


	Informal and/or formal data is used to describe the student’s strengths, interests and preferences.


	Teacher/parent describes the student’s strengths, interests and preferences with vague reference to formal or informal transition assessments.


	No evidence of age-appropriate transition assessment is present in the PLoP.



	Student’s voice incorporated regarding strengths, interests and preferences 


	Student’s voice regarding strengths, interests and preferences is clearly evidenced in the PLoP.


	Some student input is evident although most areas include the teacher’s summary. 


	Judgment statements and opinions are used to describe the student’s strengths, interests and preferences. 


	There is no evidence of student input in the PLoP or student’s strengths, interests and preferences.




Text-to-speech tools find a place in IEPs

By Susanne Croasdaile, Ph.D.


When a student with a disability requires text to be read aloud, we often forget what we know about assistive technology (AT) and fall back on having a person read the text aloud to the student in real time. It is important to know that many free and inexpensive “text-to-speech” tools exist to support students who require a read-aloud accommodation. Including text-to-speech in an individualized education program (IEP) is just like including any other type of AT. In this article, how to reflect text-to-speech in the present level of educational performance as well as the consideration of special factors, services, accommodations and goals pages are discussed and examples are provided.

Consideration of special factors


The IEP team must always consider the child’s need for AT devices or services. Documentation of this AT consideration is often found on the second page of the IEP. If a read-aloud accommodation is being considered, be sure to reflect the student’s potential need for AT for reading, such as text-to-speech.

IEP present level of educational performance


It is necessary to provide a description of the student’s needs related to his disability to clearly warrant the need for the read-aloud accommodation. Describe challenges related to those needs and the tasks with which he struggles. In the discussion of these challenging tasks, the IEP team then describes the text-to-speech tools that will assist him in independently completing those challenging tasks. (Remember, reliance on a human reader when the student has the capacity to learn to use a text-to-speech tool significantly reduces the student’s opportunity to achieve independence and, ultimately, access improved outcomes.) Be sure to include only the features required by the student, not specific names of text-to-speech tools.

IEP services


As a student is beginning to use text-to-speech applications in his daily work, be sure to include any necessary services related to learning to use those applications appropriately in a variety of settings.


For example, Zak may need five minutes of support in class each day for four weeks to master using a text-to-speech program for independent reading time during language arts. He knows how to use the program, but has difficulty focusing on and following the directions to begin his reading tasks. Zak’s IEP team is sure that once he establishes a routine, he will be able to use the text-to-speech program effectively on his own.


Ben, on the other hand, needs to learn to use his text-to-speech program. He needs 10 minutes weekly to practice using the tool, as well as 15 minutes of daily assistance in using it during class time. The IEP team, which includes Ben’s father, has determined that Ben’s family members need an hourlong training session before he starts school so that they can help Ben in using the text-to-speech program when completing his homework. His teachers also require a one-hour training session in how to support Ben in using the program as well as how to prepare their materials to be read aloud. Ben’s IEP team feels that he will require support for an extended period of time and from a range of people to build his ability to use the text-to-speech program independently.


Ben’s and Zak’s IEP services pages reflect two students with similar AT needs but different levels of required support. Zak has a need for consistent support over time until he achieves a level of automaticity with using the tool appropriately in the classroom. Ben needs much more support, not only with remembering to use the tool but also with the mechanics of the program.

IEP accommodations


The use of text-to-speech, like all testing accommodations, must be clearly stated when participating in state- and districtwide assessments. Students taking SOL End-of-Course tests can access text-to-speech when their school takes the SOL tests online. How a student will access these assessments will dictate what instructional accommodations the student will receive in the classroom throughout the year.

IEP goals


The IEP should focus not on the text-to-speech tool, but on the functional tasks of the curriculum and the daily routines that the student is required to perform. For example, one of Zak’s IEP goals may relate to how he will be observed independently accessing a text-to-speech program to read assigned texts and find answers to comprehension questions once a week for four consecutive weeks by the end of the school year.


When an IEP is developed, the team must consider the current level of performance of a student, his interactions with and within the environment, the tasks he must complete and the tools he requires to complete those tasks. When a team determines that a student requires text-to-speech tools to access the curriculum and achieve other important goals, that team must ensure that the text-to-speech tool (like any other AT) is reflected appropriately in the present level of educational performance as well as the consideration of special factors, services, accommodations and goals pages.

For more information about assistive technology and the IEP, visit www.vcu.edu/ttac/assistive_technology.

Virginia provides free text reader to students with IEPs


The passage of IDEA in 1997 made it essential that all students have access to the general curriculum. Much of this curriculum is composed of print materials, meaning that many students with print disabilities face barriers to access and therefore to learning.


In July of 2008, the Accessible Instructional Materials Center of Virginia (AIM-VA) announced an agreement made between George Mason University and Don Johnston Inc. that provides the digital text reader Read:OutLoud Universal Access program to all Virginia students with IEPs. This statewide, whole-school license program has been made available to all school divisions.


Schools can install Read:OutLoud on any or all computers in their buildings used by students with IEPs as well as provide the program for home use for these students. Virginia’s Universal Access Statewide License is a two-year unlimited subscription to Read:OutLoud. This license covers any upgrades to the program during this timeframe.


The Read:OutLoud program allows the opening and reading aloud of documents in a range of formats such as DAISY, PDF, TXT, RTF and HTML. Read:OutLoud also includes a variety of reading comprehension strategies to support learning across the curriculum.


This initiative is intended to help support the use of accessible instructional materials. The whole-school license will provide each division with the greatest amount of flexibility in providing reading-related accommodations to students with IEPs at school and at home.


For additional information, visit http://kihd.gmu.edu/aim/read_outloud.
Small steps lead students toward success

By Shirley B. Wiley, Ph.D., consultant


We journey from summer to fall and from fall to winter, and the transition to the 2008-09 school year settles in for the duration. Most of us still experience some excitement, maybe even some anxiety; however, for children and youth with autism spectrum disorders (ASDs) and their families, these transitions present many challenges, and the transition to adulthood seems even more daunting.


Temple Grandin, a well-known and successful individual with ASD, said, “Parents should find what interests an autistic child and build on that interest. Teachers can also participate in this search. Even when the interests seem bizarre …” it can lead to a career (Grandin & Scariano, 1986, p. 131). The tasks of educators are to facilitate, instruct and support students and their families through every transition. The secret is to begin early, develop small steps based on person-centered goals and always consider the big picture.


To lay a foundation for person-centered effective transition, the Organization for Autism Research (OAR) (2006) proposes a three-step process that reflects a look and listen, plan, and lead concept. First, OAR suggests that parents and teachers facilitate thinking and brainstorming about the future, which is looking and listening. Next, OAR recommends planning future goals.


Last but not least, OAR (2006) indicates that all parties should understand the realistic challenges to plans and anticipate obstacles while leading the student toward his or her future.

Step I: Look and listen


Assessment is an ongoing daily process. Formal assessment instruments are useful at key intervals; however, looking and listening provide fundamental critical information. Observing the student in various environments, with different tasks, and in multiple social and community situations assists with the identification of strengths and interests. Brainstorming with the student, family members and other key adults helps generate pertinent information.


Planning Alternative Tomorrows with Hope (PATH) (Pearpoint, O’Brien, & Forest, 1998) is an excellent tool that helps facilitate big-picture thinking and organize ideas, dreams and direction. Using the PATH process assists with the identification of dreams and strengths, and helps to explore resources and barriers.


Another process, the Ziggurat Model (Aspy & Grossman, 2007), is designed to assure that areas of sensory, biological, reinforcement, structure, visual/tactile supports, task demands and deficit skill needs are recognized and addressed. Further, the “Comprehensive Autism Planning System (CAPS) for Individuals with Autism and Asperger Syndrome” (Henry & Myles, 2007) provides a framework for incorporating a multidisciplinary team process to assess and plan, beginning with the end in mind. By using the processes and areas of focus presented in these models, teachers can assure that all needs for each student are addressed. (Both tools were reviewed in the May/June 2008 issue of Innovations and Perspectives).

Step II: Plan


As Grandin implies, planning early and building particular life skills toward postsecondary employment and living situation are most effective in facilitating each transition for students with ASD. Often, plans are based on a specific philosophy or approach to services for students with ASD; however, effective planning focuses on the individual student and incorporates goals, strategies, supports and experiences that address the assessed strengths, preferences and challenges. Establishing and reviewing goals each step of the way — based on skillful assessment — breaks the process into manageable steps and helps engage an accessible, ongoing support system of transition. Utilizing the team members (the student, family members and other key adults such as educators and agency personnel) to review important information related to each transition process helps maximize student-focused transition planning.

Step III: Lead


A teacher’s role is to provide the effective instruction, scheduling, and environmental and positive behavioral supports necessary for each student to be successful in school, in the community, in social situations and with critical life skills (Wehman, Smith, & Schall, 2008). The tools educators use to accomplish these tasks are based on making daily observations, then reviewing and adjusting supports and instruction based on the strengths, preferences and needs of the student. Daily observational techniques include reviewing and summarizing daily collected data such as task/response completion, time on task, behavior frequency and self-monitoring. Using a log to note locations, times and supports that brought successes or challenges that day helps to assess instructional effectiveness.


As with looking, listening and planning, leading must incorporate the big picture. This big picture encompasses a daily review of the following: instruction, sensory and biological needs, reinforcement, structure, visual/tactile supports, task demands (Aspy & Grossman, 2007), resources and age appropriateness. Using a comprehensive system of observation that includes attention to both instruction and supports will assist in leading instruction and, consequently, will facilitate smooth transitions.


Leading a student with ASD through transitions, whether from one task to another, one room to another, one building to another, from school to community, or from school to work, necessitates big-picture intervention and implementation. The three steps recommended by OAR are ongoing and closely connected. Put into practice consistently, these steps enable educators to lead each student toward the next small step in transition and on the journey toward his or her potential and future successes.
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Building a ‘math’ house opens more doors

By Kelly E. Ligon, M.Ed.


The National Council of Teachers of Mathematics (NCTM) offers some thoughts to ponder when creating a classroom for mathematical instruction and learning. NCTM (2008) promotes principles that support building a “culture of equity” in the classroom; a culture in which everyone is welcome. All means all, so we must think about how mathematics instruction can be designed so that everyone can reach his highest potential.


Consider this analogy: Building a classroom with strong mathematics instruction is like building a fully accessible house with a strong foundation, a frame, an accessible entry point and multiple levels. How might we build a “house” for mathematics that allows everyone to “enter the door” and “climb the stairs” to the second, third, fourth floor … and beyond?

The design: Build a math vocabulary


What should the house plan include? How will one room be connected to another? What are the mandatory pieces for effective mathematics instruction and learning? Think about the math vocabulary that will be addressed during the lesson. As you are designing and scripting the lesson, write down the words that are used to connect concepts during instruction. Do the students know what they mean? Which ones are new and which ones are being reviewed? Getting from one room to another without common doorways is impossible; so is learning math without the words to express your thoughts. 


Often, students with intellectual disabilities are challenged in this area, because they may not have the access to these words in their memory and experience nor within their communication system. Take this into account when laying out your house and explore what words are needed to label and connect mathematical concepts and plan for how all students might have access to them. Without the words, math concepts are a closed room.

A foundation: Explore concepts


In the same way we know that a house cannot be built on a foundation of sticks, abstract concepts and relationships of mathematics cannot be learned without children having direct and hands-on interactions with mathematical ideas (Burns, 2007). We know that the learning of mathematics prior to kindergarten greatly influences how we learn math throughout our education (National Mathematics Advisory Panel, 2008). In Virginia, the foundations of mathematics encompass number and number sense, computation, measurement, geometry, data collection and statistics, and patterns and relationships. If young children do not have meaningful opportunities to explore all of these concepts, there will be holes or cracks in their foundation, which will impact them as they attempt to “climb the stairs” to a higher level of mathematics.

The frame: Follow the standards


The curriculum provides the framework for the math. Like a house, the curriculum provides the guidelines and boundaries, as well as the path to follow. In the Standards of Learning of Virginia, mathematics is divided into five strands, from grades K-12, each extending from the foundation up into the “attic” of higher-level math skills. As instruction occurs, teachers may discover that students are at different levels within the framework and realize the need to differentiate lessons so that supports can be built and construction (i.e., learning) can continue.

Doors: Provide access


Houses have doors and access to those doors varies within a neighborhood. Some houses have steps on the front, which prevent some people who have physical challenges from entering. Modifications are made so that there is a ramp to the door. Other houses are built on a level surface. Some doors are wider. Handles can be changed. In mathematics instruction, some students cannot perform on the same grade level as their peers, even with accommodations, but they can learn the same concepts at a more basic level and participate in the activities and discussion. Students in our math house may be on different levels of learning than some of their peers, but they are included and engaged in all of the activities.

Spiral staircase: Review prior lessons


Spiraling is a common instructional term used when discussing differentiation. In a house we use a spiral staircase to get from one level to another. In the math house, we spiral instruction to review prior concepts by swirling them into the current lessons. Multiplication lessons spiral back to repeated addition, meeting the needs of students who benefit from the repetition of not-yet-mastered concepts and skills. The important thing to remember is that although we can travel up and down the spiral staircase of a concept like multiplication, we don’t leave students at the bottom of the stairs.

The attic: Apply old concepts in a new way


Underneath a solid roof is the attic where all kinds of interesting items are stored: toys, decorations, old clothes and jewelry. In the same way that the attic can be used to discover old memories, it can also be used in math to explore how facts and concepts have been learned and how to apply them to new and different problems. It’s like redesigning an old dress: put on a new necklace, add a sash and pumps and you have another great outfit. That’s the beauty of mathematics — it builds on itself over time. As you acquire new skills (necklace, sash, pumps) you have a more challenging, sophisticated way of exploring and solving mathematics problems.

Scaffolds: Use when necessary


A scaffold, like the one you might use to paint high ceilings in your family room, is always a temporary support. Once you have finished painting, you take it down. In the same way, instructional scaffolds are used on an “as-needed” basis. When introducing fractions, students might use fraction strips to help make the concept more concrete, but once the students understand that a whole is made up of a certain number of parts and have a mental model of the parts of a whole, those strips are no longer needed. Design your instruction to have temporary scaffolds available to assist students in making abstract concepts concrete.

Game room: Discover and share


In a house, a typical game room might include a ping-pong table, video game system, board games and a stereo. It is a place designed for people to relax, socialize and discover different ways to play games and discuss solutions to problems. In mathematics instruction, a game room might provide different ways to explore mathematical concepts with manipulatives, technology and problem solving in small groups. This socialization and discovery provides opportunities for effective and meaningful instruction, so that students move beyond memorizing facts and formulas to applying and reapplying mathematical relationships within their own minds (Burns, 2007).

Breaker box: Connect the concepts


Are all of the wires connected properly? If I flip the switch will the lights come on? Have the students grasped the concepts of the lesson? How am I going to assess their knowledge? These are questions that you may ask as you are moving through the lesson. You do not want to wait until the entire house is built. If you put the drywall up, it will be difficult to find where the faulty wire is in the electrical system. Likewise, plan for periodic assessment during your math instruction and redesign that instruction as needed. With good blueprints, major instructional renovations will not be necessary.


Building a house takes time, but the end result is worth it. Ask yourself, “Is my mathematics instruction really designed for everyone or do I need to change my perspective?” Students with intellectual disabilities often are provided a limited scope of mathematics. For many students, access to higher-level math content is limited due to the student’s disability label (NCTM, 2008). General and special education teachers need to work together to build a mathematical curriculum that is both strong and challenging. They can’t build the house alone! Stay tuned for a series of articles to address this challenge.
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Behavioral causes help identify supports

By Laura C. Peters, M.A., and Shirley B. Wiley, Ph.D., consultant


You may have finished reading the article “Analysis uncovers the cause of a behavior” in the September/October 2008 issue of Innovations & Perspectives and wondered — what do I do next? If you have successfully identified the function of a student’s behavior, you now know what is motivating the student. But where do you go from there? This article describes appropriate behavioral supports to address challenges in your classroom.

What strategies prevent problem behavior from occurring?


Certainly, the best approach to problem behavior is to prevent it before it happens. To begin, teachers should maximize structure within their classrooms. This includes establishing procedures for all basic class tasks and explicitly teaching students your expectations and class procedures (rules). It is also necessary that you review expectations and procedures frequently and reinforce students for demonstrating the desired behaviors. This is a critical step for all teachers at all grade levels. If students know what to do, and how and when it should be done, most will comply and, therefore, eliminate many potential problems in the classroom.


The research indicates when you respond to individual needs with positive behavioral supports, problem behaviors are less likely to occur (Sugai & Horner, 2002). Positive behavioral supports, like those described in this article, are preventive and proactive strategies that are implemented to help students succeed behaviorally and academically. Another research-based finding indicates that it is important to organize the environment to include tasks for success of each student (Center for Applied Special Technology, 2008). For example, clearly defined workplaces and quiet work areas may assist a child who is noise-sensitive. Remember the student in our last article who argues about assignments? Perhaps you identified a desire to avoid difficult work as the function of his behavior. What strategies can you use to help prevent this behavior? You could meet with the student to identify those assignments he finds most challenging. When you assign work that is difficult, give the student a modified assignment, warn the student in advance and give him some resources to support his completion of the task, or identify an alternative task that will measure the same skills. These positive, proactive supports may help to prevent arguments and increase the student’s engagement in the classroom.

What strategies teach new behaviors?


Over and over, the research supports direct instruction of appropriate behavior and expectations (Simonsen, Fairbanks, Briesch, Myers, & Sugai, 2008). Students frequently need to learn alternative, appropriate responses that meet the same needs as the problem behavior. The new behavior a student uses in place of an inappropriate behavior is a replacement behavior. For example, if you provided the supports discussed above for the student who is trying to avoid difficult work and the arguing continues, perhaps he does not know how else to respond. What behaviors could you teach this student to help him when faced with a difficult assignment? In this example, the behavior of concern is arguing. One strategy is to address this by teaching the student how to ask for help before he becomes frustrated. Do this by setting up a signal the student can use to indicate when help is needed. This could take the form of a signal word or a colored index card, for example. If you choose this strategy, you will need to directly teach the behavior, practice it with the student and reinforce him when he successfully chooses the strategy over arguing. Another replacement behavior would be appropriately expressing frustration. You can teach the student specific ways to do this that would work in your classroom. For example, have the student speak to a trusted adult when he feels frustrated or take a short break by getting a drink of water. Again, teach the skills, practice the skills and provide reinforcement to ensure success.


Finally, we must remember that misbehavior may result when a student does not have the prerequisite skills to complete the academic task. In this case, assess the student’s skills to determine if some re-teaching of the content is necessary.

What strategies can be used to reinforce appropriate behaviors?


It is important to genuinely reinforce and acknowledge all positive behaviors consistently. Teachers find when they increase their praise and reinforcement of appropriate behavior and peer interaction, those behaviors increase (Walker, Ramsey, & Gresham, 2003). The use of behaviorally appropriate role models and concrete, visual examples of positive interaction and play are other sound strategies to increase positive behavior. An example of this is praising the student for using the replacement behaviors you have taught and practiced. You may also recognize the student by sending a positive note home or using other positive reinforcements you regularly use with all your students. It is important, especially when the behavior has been very disruptive or pervasive, to consciously look for opportunities to recognize the appropriate behavior. In other words, look for ways to “catch the student being good.”

What strategies can be implemented to minimize rewards for problem behavior?


More structure in classroom routines, clearly stated expectations and strategic environmental design are techniques that can minimize reinforcement of problem behavior. Structure and support have been threaded throughout the examples we have used. By providing alternatives to the challenging work, teaching replacement behaviors and reinforcing the student, you have created new expectations and designed the learning environment to better meet the student’s needs. When the student is able to more successfully complete his work, he will no longer need to avoid work by arguing.


Another example of minimizing the problem behavior is to reduce the reinforcement of the inappropriate behavior while increasing the reinforcement of the desirable behavior (Crone & Horner, 2003). A student uses behaviors because they are effective in meeting a perceived need. So, your student has realized, through what may be many years of practice, that arguing with a teacher may help him to avoid completing a task. This may result in an office referral or time out. While these responses from the teacher may seem to be appropriate consequences for class disruption, they are actually reinforcing the arguing behavior because they allow the student to avoid the work — his original goal. As a teacher, you may need to identify those things that happen after a behavior that reinforce it. Be careful to consider intended and unintended consequences (such as peer attention) so that you can most effectively plan your responses. Additionally, when working to reduce an inappropriate behavior, it is important to identify effective reinforcement for the desired behavior.

What’s the best way to implement and monitor the intervention?


Once you have identified and implemented strategies to support your students, check back to ensure that your intervention has been successful. Has the problem behavior decreased? Has the student’s grade improved? What evidence do you have to know that your strategies have worked? This is an important step, because without reflecting on the impact of your intervention, you may not see the desired outcomes. So, in the example of the student who argued with you, how could you track the success of your interventions? One way is through using a simple journal or communication log for monitoring ongoing progress. You may also consider some kind of formal tracking chart or self-monitoring system that the student keeps. Additionally, refer back to student grades and indicators of task completion to show sustained change in behavior. By looking at this kind of data, you will know if the interventions have been successful or if you need to revisit your strategies and try something new.


Remember, even the most seasoned teacher will encounter challenging behaviors from time to time. When problems occur, teachers have many opportunities to address them by providing structure and support within the classroom. Using positive behavior support strategies to teach replacement behaviors and reinforce the new behaviors when they are demonstrated will decrease the problem behavior. Regardless of which approaches you choose, you will want to evaluate the effectiveness of your interventions. A systematic approach to addressing challenging behaviors is the key to creating successful and lasting changes for your students.
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“Strategies to address different functions of a student’s behavior” http://cecp.air.org/fba/problembehavior3/strategies3.htm
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Tools for reinforcing positive self-determination


For the past three years, the Virginia Department of Education’s pilot project “I’m Determined” team members have worked to build self-advocacy, problem-solving and leadership skills in youth with disabilities. Check out the Web site www.imdetermined.com to find lesson plans, PowerPoint templates, resources and videos to help reinforce positive self-determination behaviors with students.

The Virginia Transition Forum 2009

March 16-18

Transition: We’re all in this together!

The Virginia Transition Forum Committee welcomes you to our 24th forum! This year’s forum will feature keynote speaker Richard Lavoie and closing speaker Joanne Cashman as well as presentations in the following 12 strand areas:

•
Assessment
•
Instructional strategies

•
Career and technical education
•
Legislative trends

•
Disability specific
•
Postsecondary education

•
Effective practices for youth in transition
•
Technology

•
Employment
•
Transition 101

•
Independent living
•
Youth and family involvement

For registration and additional information, visit www.virginiatransitionforum.org.

In Virginia

High School Principal and Lead Teacher Special Education Workshop

Holiday Inn Select Koger South Conference Center

Richmond, Va.

Feb. 4, 2009

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

Middle School Principal and Lead Teacher Special Education Workshop

Holiday Inn Select Koger South Conference Center

Richmond, Va.

Feb. 5, 2009

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

Community Idea Stations and Randolph-Macon 22nd Annual Educational Technology Conference

EdTech 2009

Randolph-Macon College

Ashland, Va.

Feb. 4-5, 2009

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

Breaking the Barriers to Test Success

Radford University

Radford, Va.

Feb. 9, 2009

For more information: www.vaascd.org/proflearning.html

Using Data to Build a Learning Community

Omni Charlottesville Hotel

Charlottesville, Va.

Feb. 19, 2009

Omni Newport News Hotel

Newport News, Va.

April 29, 2009

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

Moving Student Achievement Beyond the Curve: What Great Schools do Differently

Richmond, Va.

Feb. 20, 2009

For more information: www.vaascd.org/proflearning.html

Virginia State Reading Association 42nd Annual Conference

Literacy: The Cornerstone of Success

Hyatt Regency Crystal City

Arlington, Va.

Feb. 20-22, 2009

For more information: www.vsra.org

Virginia Society for Technology in Education (VSTE) 2008-09 Annual State Technology Conference

Virginia Beach Convention Center

Virginia Beach, Va.

Feb. 22-24, 2009

For more information: www.vste.org

The Virginia Institute of Autism

Shaping the Future: An Introduction to the Principles and Applications of Applied Behavior Analysis

Charlottesville, Va.

Feb. 23-25, 2009

April 20-22, 2009

For more information: www.viaschool.org/Training.aspx

SHAV: Speech-Language Hearing Association of Virginia Annual Conference

Holiday Inn Select Koger South Conference Center

Richmond, Va.

Feb. 26-28, 2009

For more information: www.shav.org

Commonwealth Autism Service’s 8th Annual Autism Conference

Autism: Making a Difference Together

Crowne Plaza Richmond West

Richmond, Va.

March 11-13, 2009

For more information: www.autismva.org

Virginia Transition Forum

Norfolk Waterside Marriott

Norfolk, Va.

March 16-18, 2009

For more information: www.virginiatransitionforum.org

Lighting the Path to a Brighter Future

Assessment that Supports Transition Planning for Secondary Students with Disabilities

William & Mary Graduate Peninsula Center

Newport News, Va.

March 31, 2009

For more information: http://web.wm.edu/ttac/workshop

Breaking Ranks II (BRII) for Principals and Lead Teachers

Williamsburg Marriott

Williamsburg, Va.

April 1-2, 2009

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

Outside Virginia

Learning Disabilities Association of America’s (LDA) 46th Annual International Conference

Salt Lake City, Utah

Feb. 25-28, 2009

For more information: www.ldanatl.org/conference/index.asp

Midwest Symposium for Leadership in Behavior Disorders

Lessons Learned … Opportunities Lost …Dreams Achieved

Hyatt Regency Hotel

Kansas City, Mo.

Feb. 26-28, 2009

For more information: www.mslbd.org/conference.htm

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

Omni Shoreham Hotel

Washington, D.C.

March 1-4, 2009

For more information: www.nafepa.org

Society for Information Technology and Teacher Education (SITE) International Conference

Charleston, S.C.

March 2-6, 2009

For more information: http://site.aace.org/conf

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

Learning Beyond Boundaries

Orlando, Fla.

March 13-16, 2009

For more information: www.ascd.org

6th International Conference on Positive Behavior Support

The Expanding World of PBS: Science, Values and Vision

Hyatt Regency

Jacksonville, Fla.

March 26-28, 2009

For more information: www.apbs.org

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

Seattle, Wash.

April 1-4, 2009

For more information: www.cec.sped.org

Researchers link UDL to brain networks


Applying a universal design for learning (UDL) approach to instruction and assessment recognizes the diversity of learning in all of us. Researchers at the Center for Applied Special Technology have linked the strategies and technologies of UDL to the basis of learning across three distinct brain networks (2008). Consider how the act of obtaining a morning cup of coffee is supported with this understanding.


First, the recognition networks help us to focus on the “what” of the learning process and how we recognize, perceive and comprehend information. The recognition networks are engaged when we first begin to recognize what coffee is, what a coffee pot looks like and where the coffee and coffee pot are located. Applying the first principle of UDL — offering multiple means of representation — assures that individuals are supported in their possible gaps in background knowledge and understanding of common terms, and they have options in how they access and receive information.


Second, the strategic networks help us to determine the “how” of the learning process. For example, our strategic networks are engaged when we determine the strategy for reaching the handle of the coffee pot, prioritizing the steps to first hold the handle — then lift the pot — and finally pour the coffee in the cup. Applying the second principle of UDL — offering multiple means of expression — assures that differing learner approaches are supported. Some students might need visual reminders on how to navigate a learning environment and supports for executing an appropriate plan, some may use technologies to be successful, and some might depend on scaffolds to help them achieve eventual mastery.


Finally, the affective networks help us to focus on the “why” of the learning process and attach meaning and significance to the situation. Affective networks are engaged when the aroma of the coffee reaches our senses and our taste buds. For most of us, this is an important ritual to our morning engagement! Students are equally as diverse in how they arrive at a learning situation and what motivates or discourages their learning. Affective networks are crucial to how students assign meaning and value to the learning process. The third principle of UDL — offering multiple means of engagement assures that students have options and choices in their tasks.
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“Quick-Guides to Inclusion: Ideas for Educating Students with Disabilities” (2nd ed.)

Michael F. Giangreco and Mary Beth Doyle, 2007

The second edition of “Quick-Guides to Inclusion” contains updates to previous volumes, as well as seven additional new guides. Teachers will receive up-to-date tips, examples and ideas for addressing essential inclusion topics such as literacy, partnerships with parents, positive behavior supports and curriculum adaptations.

“Inside Words: Tools for Teaching Academic Vocabulary, Grades 4-12”

Janet Allen, 2007

The instructional tools in this book are presented alphabetically and offer support in the following areas: building background knowledge, teaching words that are critical to comprehension, providing guidance during reading and writing, developing a conceptual framework and assessing students’ understanding of words and concepts. This book is a resource for teaching vocabulary, not only in the language arts, but in all of the content areas. It includes a CD-ROM with printable graphic organizers.

“Asperger Syndrome: Success in the Mainstream Classroom”

Coulter Video, 2000

This 16-minute DVD includes interviews with boys and girls age 8-12 who describe what it’s like to have Asperger Syndrome (AS). They reveal some of the positive qualities classmates will find if they look past the “different” behaviors that kids with AS sometimes exhibit in school. The program also takes viewers “inside Asperger Syndrome” with demonstrations to help them see things from the point of view of kids who have AS. This DVD has a target audience of students in grades 3-6, teachers and educational staff.

