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	 As the school year begins, no doubt you are 
anticipating a year full of engaging lessons, cre-
ative activities and rewarding relationships with 
your students. Planning for the year ahead has 
most likely already taken much of your time and 
energy. How much of that planning has focused 
on student behavior?
	 Addressing challenging student behavior 
begins with prevention. Research suggests that 
most students will respond favorably to school 
and classroom structure designed to prevent 
misbehavior (Positive Behavior Interventions 
and Supports, 2007). So what does that look 
like and how can you implement it in your 
classroom?
	 Positive behavior support (PBS) is a system of 
teaching and reinforcing behavioral expectations 
that has been reported to reduce problem behav-
iors across a variety of settings and populations 
(Positive Behavior Interventions and Supports, 
2007). Even if your school is not implementing a 
schoolwide PBS approach (Effective Schoolwide 
Discipline, or ESD, in Virginia), you can use the 
basic features of this approach in your classroom. 
The critical elements of a PBS model are:

•	 Identifying the desired expectations 	
and behaviors for the classroom setting.

•	 Teaching and modeling these expectations 	
to the students.

•	 Reinforcing students’ demonstration 	
of the desired behaviors.

•	 Reducing and redirecting inappropriate 
behavior.

Identifying desired expectations
	 The first step to an orderly and effective 
learning space is to clearly identify what behav-
iors you want to see the students displaying in 
the classroom. These include academic and 
behavioral expectations. What do you expect 
the students to do when you are conducting a 
group lesson? What should they do when they 
are working in cooperative groups? What are the 
procedures for turning in homework or using the 
restroom? These may seem obvious to the reader, 
but without explicitly identifying the expected 
behaviors, teachers may hold students to unfair 
standards and students may not understand 	
what behaviors are expected.
	 An analogy would be driving in an unknown 
place where the speed limit is not posted. You 
drive at what seems a reasonable speed, but you 
inadvertently go too fast because of your lack 
of knowledge. Pulled over by local police, you 
might argue, protest or demand special consider-
ation — do these behaviors sound familiar? Like 
the accidental speeder, students who are repri-
manded for behavior when they were unaware of 
the expectations may be confused and frustrated. 
When expectations are clearly posted, taught 
and periodically reviewed with students, this 
confusion is eliminated.

	 Keep in mind the following when identifying 
your expectations: 

•	 State expectations clearly and positively 
(e.g., remain in your seat after completing 
your work).

•	 Limit the number of rules (three or five).

•	 Ensure rules are age appropriate and are 
posted in a way your students can read 	
or understand them.

•	 Align your expectations to the school’s code 
of conduct, mission statement and vision 
statement to ensure your rules are not in 
conflict with any stated policy.

	 Additionally, if your school is implementing 
a schoolwide PBS or ESD model, use the estab-
lished schoolwide expectations in your classroom 
instead of implementing a different system.

Teaching desired expectations
	 The next step is to ensure students know 
your expectations. Teach the expectations at 
the beginning of the year by using role play, 
skits, direct teaching or other creative teaching 
methods. When you teach students the classroom 
expectations, be careful to define words such as 
“respect” and “responsible” — these are terms that 
may look different to different people. For exam-
ple, if you are asking students to treat each other 
with respect, you may actually mean you want 
them take turns, be honest and share materials. 
You must tell and show them what respect looks 
like in your classroom. Review your expectations 

regularly and communicate with parents, your 
principal and other colleagues about your plan.

Modeling and reinforcing expected behaviors
	 Modeling the expected behavior is another 
critical element to the success of any acknowl-
edgement system. “Do as I say, not as I do” is not 
a viable method of teaching appropriate behavior. 	
If you expect students to be on time, you need to 
show them the value of that behavior by being 
on time and prepared.
	 You will need to acknowledge students in a 
variety of ways when they demonstrate the desired 
behaviors. Begin by praising them for using the 
behavioral expectations; students are more likely 
to repeat behaviors for which they receive positive 
feedback (Positive Behavior Interventions and 
Supports, 2007). You may want to incorporate 
some type of tangible or other extrinsic motivation 
system. For example, you may provide weekly treats 
for students earning a certain number of positive 
checkmarks for demonstrating the behavioral 
expectations. You should consider varying types 
of rewards and using reinforcement that will not 
cost much money.

Reducing and redirecting inappropriate behavior
	 Even while using prevention strategies, a 	
crisis may occur in your classroom. Anticipating 	
a student meltdown is not only a timesaver but 
it’s also a proactive approach for supporting 	
students through the phases of a crisis. Once 	
a student has lost control, it is imperative for 
the teacher to have a plan in place that not only 
addresses the immediate problem, but meets the 

Prevention strategies reduce misbehavior

Teachers who clearly identify and reinforce behavioral expectations often reduce the 
amount of confusion and frustration their students experience.

. see Prevention, Page 9
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	 As the school year begins, students are entering 	
your classroom. In preparation, you have read 
student records, planned for individual adapta-
tions based on students’ individual education 
plans (IEP) and now you have met your students 
face-to-face. You may be asking yourself, “Where 
do I begin?” For your colleagues who teach general 	
education, they plan for all to enter at the same 
point based on the curriculum map. For those of 
you who teach students with significant cognitive 	
disabilities, every student has a different entry 
point on the curriculum map. Or do they? How 
do you know where to start teaching?
	 Browder and Spooner (2006) suggest that for 
teachers to be successful with their students, four 
elements of instruction are necessary: students 
have a way to communicate a response, students 
have meaningful access to the general education 	
curriculum and learning materials, students receive 	
systematic instruction and students have multiple 	
opportunities to practice their skills in different 
environments to ensure generalization.

Elements of communication
	 Communication skills are an essential piece 
of our students’ education. Without an effective 
way to communicate, students do not have a way 
to demonstrate their knowledge and assumptions 
are made about their true abilities. The four basic 
components of communication are a sender 
(person relaying the information), receiver 
(person receiving the message), the form (how 
the message is being sent) and the function (why 
the message is being sent) (Downing, 2005). As 
educators, we can use our keen observation skills 
to determine how and why students are com-
municating and use resources to help them to 
become more effective communicators. To assist 
with observations, two tools may be helpful: a 
communication dictionary and a communication 
style assessment. A communication dictionary is 
a listing of what the child does and how adults 
and peers interpret and respond (Snell & Brown, 
2006). This dictionary should follow the child 
from setting to setting and reflect input from all 
team members. A communication style assess-
ment is an interview guide to be completed by 
those closest to the student to determine how 
the student communicates and the effectiveness 
of that method (Downing, 2005). These are just 
two ways of documenting students’ communica-
tion. It is critical that those who know the stu-
dent best are involved in this process in order to 
get the most meaningful information. Using this 
information, you can design lessons and materials 
so that the student can use his or her mode of 
response to be actively involved and express his 
or her knowledge of the content. As teachers and 
advocates for students with significant cognitive 
disabilities, we must make communication devel-
opment a priority for quality instruction.

Access to the curriculum
	 The provisions of the Individuals with 	
Disabilities Education Improvement Act of 2004 

(IDEA 2004) stipulates that students must have 
the opportunity to participate and progress in 
the general education curriculum. This means 
that students must have access to state academic 
content standards. In Virginia, the Aligned 
Standards of Learning (ASOL) ensure that 
students with significant cognitive disabilities are 
afforded the opportunity to receive instruction 
in academic content areas that their grade-level 
peers also receive. However, being in the same 
class with general education peers does not mean 
that students with significant cognitive disabilities 
are receiving appropriate instruction. Access to the 
general education curriculum is not equivalent to 
inclusion in a general education setting. When 
planning for high-quality instruction and curricu-
lum modifications in an environment in which 	
students with significant cognitive disabilities 
receive appropriate supplementary aids and supports, 	
a philosophy of universal design for learning should 
be incorporated (Browder & Spooner, 2006).

Design of instructional activities
	 “Universal design for learning (UDL) is a 
framework for designing curricula that enable all 
individuals to gain knowledge, skills and enthusi-
asm for learning. UDL provides rich supports for 
learning and reduces barriers to the curriculum 
while maintaining high achievement standards 
for all” (Center for Applied Special Technology, 
2006). The UDL approach supports providing 
a wide range of materials which all students 
can access. By applying the three principles of 
UDL when designing instructional activities for 
students with significant cognitive disabilities, we 
guarantee that our students have the opportunity 
to access the general education curriculum and 
instructional materials. The following are prin-
ciples of UDL with examples.

Principle 1: Multiple means of representation. 
This principle takes into account that all students 
learn through different avenues and instructional 
content can be presented in multiple ways.

•	 Use videos.

•	 Subscribe to www.unitedstreaming.com 	
for digital videos on-demand.

•	 Adapt text with simplified words.

•	 Use accompanying pictures or text-to-speech 
options.

•	 Provide hands-on learning opportunities.

Principle 2: Multiple means of expression. This 
principle ensures that all students have a variety of 
ways to indicate their understanding of the content.

•	 Use augmentative and alternative 
communication (AAC) devices.

•	 Use picture or symbol communication boards.

•	 Make computer adaptations using alternative 
keyboards.

•	 Use switch-accessible computer software 
programs or devices.

•	 Provide computer touch screens.

•	 Provide individualized assistive technology 
devices based upon the student’s needs.

•	 Use sign language and gestures.

Principle 3: Multiple means of engagement. 
This principle states that students need to be 
engaged in the learning process and need stimu-
lating and motivating instructional activities.

•	 Use objects to represent materials.

•	 Provide hands-on manipulative activities.

•	 Embed content material into functional skills.

•	 Use multimedia materials such as art media, 
drama, computer and video.

	 By applying the principles of universal design 
for learning and providing the means for the 	
student to communicate his knowledge, we can 
be assured that students with significant cognitive 	
disabilities are receiving quality instruction with 
appropriate supports and curriculum modifica-
tions. As you move your students through the 
ASOL curriculum, while keeping data on their 
progress and providing opportunities for active 
and meaningful learning, the true abilities of 
your students will be apparent.
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Quality instruction moves beyond access

Teachers should incorporate the use of non-
traditional materials, such as computers, to 
present content in multiple ways.



VCU Innovations & Perspectives

�

By Sheila Ashley, M.Ed., and Linda Lundin-Seidel, M.A.

	 In today’s ever-changing world, we “do” a 	
lot of things. We do lunch, we compliment a 
new hairdo and, when we are shocked, we say, 
“Do what?” Administrators and educators are 
often quick to proclaim that their school “does” 
inclusion. But, how does one “do” inclusion? 
Friend (2007) defines inclusion as a philosophy 
or set of beliefs that students with disabilities 
have the right to be members of classroom 	
communities with their non-disabled peers, 
regardless of whether they can meet the tradi-
tional expectations of the classroom. If inclusion 
is a philosophy, a set of beliefs, it should be clear: 
one cannot “do” inclusion. Similarly, democracy 
is a philosophy; one does not “do” democracy. 	
A country may operate on democratic principles 
and employ democratic practices. What schools 
must continually strive toward are inclusive 
practices, which in turn create more inclusive 
schools.
	 The long outdated term “mainstreaming” 
implied that individuals with disabilities have a 
separate placement and enter the mainstream for 
the activities that they are capable of performing 	
at the level necessary to succeed (Renzaglia, 
Karvonen, Drasgow, & Stoxen, 2003). Another 
well-used term, “integration,” implies bringing an 
individual back into a unified system; however, 
the physical act of bringing individuals back does 
not always result in an inclusive environment.
	 Inclusiveness is not evaluated solely on the 
basis of the location of a student’s education. 
Professionals and parents in environments with 
highly effective inclusive practices understand 
that occasionally instruction may occur in a 
separate setting. The prevailing objective is to 
provide the student with instruction with same-
aged peers for as much time as possible (Friend, 
2007). The effectiveness of inclusive practices is 
judged on a student-by-student basis, appraising 
student progress regardless of whether that prog-
ress is comparable to peers or not.
	 Previously, social aspects were used as the 
rationale for inclusive schooling. The positive 
aspects for students include: a better education 	
for all students, less program fragmentation and 

less stigma for students. The positive aspects for 
teachers are support and informal professional 
development (Friend, 2007). While these continue 	
to be important, the current rationale for champi-
oning inclusive practices includes the following: 
access to the general curriculum, ensuring all 	
students make adequate yearly progress and the 	
benefit of highly qualified teachers. Inclusive 	
schools don’t ask, “How does this student have 
to change to perform grade level expectations?” 
but instead ask, “How do we have to change to 
provide full membership to our students with 	
disabilities” (Renaissance Group, n.d.).
	 School change toward building more inclusive 	
practices begins with careful reflection, assessment 	
and deliberate steps. Consideration of the follow-
ing is critical:

•	 The balance between the educational 
benefits of the general education classroom 
with supplementary aids, contrasted to the 
special education classroom.

•	 The nonacademic benefits of integration 
with students who are not disabled.

•	 The effect of the student’s presence on 	
the educational environment and on other 
children in the classroom.

•	 The cost of including the student (Yell 	
& Shriner, 1996).

	 Research indicates that successful inclusive 
practices incorporate:

•	 Active learning (e.g., experiential, inductive, 
hands-on).

•	 Higher-order thinking.

•	 Student choice (e.g., selecting books, writing 
topics, team partners, research projects).

•	 Cooperative, collaborative activities.

•	 Heterogeneously grouped classrooms.

•	 Varied and cooperative roles for teachers 
(Zemelman, Daniels, & Hyde, 1993).

	 Schools can support inclusive practices 
through co-teaching. Co-teaching involves 	
both a general and a special educator sharing 

responsibility for a diverse group of students for 
some or all of the day in an effort to combine their 
expertise and meet students’ individual needs 
(Friend, 2007). Friend and Cook (1996) devel-
oped five models of co-teaching (see Figure 1).
	 Co-teaching provides more opportunities 	
to directly focus on the goal of education, which 
is to create a successful school experience and 
to prepare students for life. However, it is coun-
terproductive to insist that co-teaching is the 
only option for providing inclusive services in a 
school. Such insistence promotes a school culture 
that implies that all students with an individual 
education plan in a general education setting 
must have a special educator present to provide 
services (Friend, 2007). Instead, a continuum 	
of placement options should always be available.
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Embedding, not ‘doing,’ inclusion works

Figure 1: Five models of co-teaching

1.	 One teacher teaches while one assists is the most common form of co-teaching. Both teachers are 
present in the classroom, with one teacher leading the lesson and the other teacher assisting students.

2.	 Station teaching is when the two teachers divide the content and students rotate between 	
the stations. These stations can be independent, group or teacher-facilitated stations.

3.	 Parallel teaching involves more co-planning time, so each teacher can deliver the same content 	
to one half of the class. This method has the advantage of a low student-teacher ratio. 

4.	 Alternative teaching involves one teacher delivering large group instruction while the other works with 
a small group to pre-teach or re-teach material. Rotating the participants in the groups is recommended.

5.	 Team teaching. Both teachers interact with all students during all parts of the instruction. This 
form of co-teaching provides the best opportunities for the teachers to maximize their instructional 
techniques and provides students with an enriched learning environment (Putnam, 1998). 

What inclusive practices look like

	 Below is a scenario of what inclusive 
practices might look for a student who has 
difficulty reading in a typical classroom:

	 A small group of fifth graders sit in a 
circle taking turns reading aloud from a 
story in a basal reader. When David’s turn 
comes, the teacher reads the first phrase and 
David repeats after her. They continue this 
echo reading until it is someone else’s turn. 
David has difficulty reading. While the other 
students work on reading, David works on 
intonation, articulation, vocabulary, compre-
hension and tracking in the book; these are 
all IEP goals. Though their goals are different, 
David benefits in many of the same ways the 
other students do. They are all learning about 
turn-taking, being patient, listening, working in 
a group and speaking to be understood. Some 
of them are also learning to read.
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	 “Rapid acquisition of skills” and “easy to use 
method” are phrases that are music to the ears 	
of those of us who work and/or live with children 
with autism. These are a few statements in the 
research and from parents regarding the use of 
the instructional technique of video modeling 
with children with autism.
	 About 40 years ago, Albert Bandura (1969) 
introduced the concept of observational learning 
as a part of social learning theory. Observational 
learning appears to be an effective learning 
intervention for children with autism spectrum 
disorder (ASD) as it incorporates visual cued 
instruction with modeling (Bellini & Akullian, 
2007). Video-based instruction can be used to 
teach academic/cognitive skills, social skills, com-
munication skills, functional/vocational skills and 
behavioral/self-regulatory skills to individuals with 
ASD as well as individuals with other disabilities. 
There are several types of video-based instruc-
tional methods, all of which are appropriate for 
home and school use: video self-modeling, video 
peer modeling and subjective viewpoint models.

Video self-modeling
	 Video self-modeling (VSM) is a technique 
that allows learners to observe themselves 	
engaging in positive performances of a target 
behavior. Hitchcock, Dowrick and Prater (2003) 
reviewed research on VSM in educational set-
tings and reported strong outcomes for its use as 
an intervention for improving communication, 
behavior and academic performance of students 
with disabilities. Wert and Zilz (2007) identify 	
a nine-step process of VSM:

1.	 Interview the families.

2.	 Choose the target behavior.

3.	 Desensitize the child to the camera and taping.

4.	 Observe the child (baseline).

5.	 Videotape the child during structured target 
behavior activities.

6.	 Edit videotape (to show only target behavior 
and get rid of prompts, etc.).

7.	 Allow the child to view edited tape.

8.	 Observe and chart the child’s progress 	
in a variety of settings.

9.	 Conduct a closing interview with the families.

	 Though this is a time-consuming process, it 
results in an effective tool for teaching skills and 
behaviors.

Video peer modeling
	 Another video-based instructional strategy is 	
the use of peers as models. Peer models have been 	
used to effectively instruct persons on community 	
skills, vocational skills, social skills, communi-
cation skills, play skills, daily living skills and 
cooking skills (Bellini & Akullian, 2007). The 

use of peer models is naturally less time consum-
ing as there is less edit time, plus materials for 
this approach can be purchased from publishing 
companies if care is given to target behaviors 	
and age appropriateness.

Subjective viewpoint models
	 Subjective viewpoint models, or first-person 
perspective models, is an approach that also 
requires less editing time and can be purchased. 
With this approach, the learner watches the video 
as if he or she were completing the task himself or 
herself. Generally, there is no model present, but 
rather, the video that shows what it would look 
like if the learner were completing a  skill or task 
such as self-help skills, daily living skills, cooking 	
skills and/or a behavior regulation (Norman, 
Collins, & Schuster, 2001; Shipley-Benamou, 
Lutzker, & Taubman, 2002; Schreibman, Whalen, 
& Stahmer, 2000; Ayres & Langone, 2002).

	 All who deal with autism recognize the 
time and commitment needed to develop and 
strengthen skills and behaviors. Video-model-
ing techniques and strategies offer families and 
educators an effective evidence-based approach 
to teach various skills to children and youth with 
autism. The results sound great, and some even 
go so far as to say it is fun.

Resource
Model Me Kids (www.modelmekids.com/video-mod-

eling.html), video modeling for elementary, middle 
and high school students with Asperger syndrome 
and autism spectrum disorder.
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Save the date NOW for this upcoming and exciting event!

The Virginia Transition Forum 2008
March 17-19

The Hotel Roanoke and Conference Center
110 Shenandoah Avenue
Roanoke, Virginia 24016

Phone: (540) 985-5900 or (800) 222-TREE (Doubletree)
E-mail: information@hotelroanoke.com

The Transition Forum 2008 consists of a series of interactive, informational presentations  
and exceptional keynote speakers. Strand topics will include:

•	 Assessment.	 •	 Independent living.
•	 Career and technical education.	 •	 Instructional strategies.
•	 Disability specific.	 •	 Legislative.
•	 Effective practices.	 •	 Technology.
•	 Employment.	 •	 Transition 101.
•	 Higher education.	 •	 Youth and family involvement.

Registration and additional information
Visit the Radford University Conference Services Web site at www.radford.edu 
/~conf-serv and click on “View 2008 Programs & Events.” You can also contact  
RU Conference Services at (540) 831-6037 or e-mail conf-serv@radford.edu, or go  
to the Transition Forum Web site at www.virginiatransitionforum.org.
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	 Most of us struggle with making our instruc-
tional materials accessible to all students. Many 
teachers develop a few great lessons or units 
that genuinely meet the needs of advanced, 
general and struggling learners. Due to time and 
resource constraints, we often return to inflexible 
instructional materials such as printed textbooks, 
photocopies and written exercises.
	 As more schools provide convenient computer 
access — sometimes placing as many as four com-
puters in a classroom — we need to take advantage 
of the growing array of free technologies. Computers, 	
especially those with Internet access, offer the 
opportunity to develop and deliver alternative 
formats of traditional print-based educational 
materials. One Internet-based digital learning tool 
increasing in popularity is the password-protected 
classroom wiki (Achterman, 2006; Godwin-Jones, 
2003; Jakes, 2006; Stahmer, 2006).

‘Wiki’ defined
	 A “wiki” (adapted from a Hawaiian word for 
“quick”) is an easy-to-use public or limited-access 
online location in which a group of users can 
type in text, copy and paste hyperlinks, post pho-
tos and other graphics, and link to just about any 
kind of digital material (e.g., PowerPoints, Excel 
files, podcasts). Wikis adhere to the principles 
of universal design for learning (UDL) as they 
can be used to provide multiple, flexible means 
of representation, expression and engagement 
(Rose & Meyer, 2002). To get a sense of what 
this looks like, we will explore several existing 
wikis maintained by classroom teachers with 
their students.

Multiple means of representation
	 As educators consider ways to make their 
instructional materials more universally designed, 
they have to consider ways to let students see 
different representations of facts, ideas and skills. 
We do this so that students with learning diffi-
culties can access important information in other 
formats.
	 As digital media, wikis can include multiple 
forms of information. Those of us with slow 
dial-up Internet connections may focus on text, 

symbols, webs and small photos. Schools with 
reliable high-speed Internet can take advantage 
of the wiki’s capacity for multiple photos, sound, 
video and interactive games. In Figure 1, we see 
a student’s report on the life cycle of computer 
hardware, with a hyperlink to wiki pages about 
stages of the cycle and a graph showing the 
“Product Life Cycle Curve” (Davis, 2006). Figure 
2 shows how student movies are shared on a 
wiki; clicking on the underlined movie titles 
opens them up in the computer’s default media 
player (Croasdaile, 2007).
	 To help make sense of the multiple rep-
resentations, teachers can highlight the SOL 
essential skills and knowledge in their class 
wikis. Symbols such as light bulbs (essential 
knowledge) and smiley faces (fun but nonessen-
tial facts) can be attached to text. Highlighting 
and font color can also be changed to signify 
essential information.
	 All of the multiple representations in the 
world, however, will not help a learner who 	
lacks a basic understanding of the concepts 	
underlying the current lesson. Wikis have been 
developed with this in mind. As many of us who 
have explored Wikipedia have learned, lack of 
knowledge about a topic is not seen as a barrier 
in a wiki, but as an interactive opportunity. As 
wikis are located online, words and graphics 	
can be hyperlinked to a dictionary definition 	
or example to support anyone unfamiliar with 	
a concept. This transforms the reading and 	
learning process into one of independent 	
discovery and exploration.

Multiple means of expression
	 Wikis can be used to make learning more 
child-centered and meet their cognitive, social 
and emotional needs and interests. As students 
participate in discovery learning and create their 
own understandings of the SOL essential skills 
and knowledge, they move from passive vessels 
to be filled with information to dynamic knowl-
edge constructors (Oseas & Wood, 2003).
	 Students can independently complete tasks 
(and access material) on a wiki with both tem-
porary and permanent digital supports, including 
text-to-speech, word prediction, spell check, 
grammar check, symbolic writing and outlining 
tools. Most of the strategies that teachers use in 
traditional text tasks can be used in construct-
ing a wiki, including predetermined prompts, 
partially completed outlines and word banks. 
The beauty of using a wiki is that students’ public 
products need not reveal the supports used to 
create it. For example, a photo essay of a field trip 
with captions created using word-prediction soft-
ware can be just as impressive as one developed 
by traditional word processing and may not take 
any longer to create.
	 Students’ products are never really final prod-
ucts on a wiki; knowledge shared on a wiki page 
can be manipulated be the author, his classroom 
peers, the teacher and anyone else who knows 
that class wiki’s password. Teachers can continu-
ally provide meaningful, ongoing feedback to 	
students by commenting on and augmenting 
their work — as students can also do for the 

teacher. Wikis archive their pages each time 	
a change is made, so if something is deleted 	
by accident, it can be restored at a later date.

Multiple means of engagement
	 We know that all types of learners must be 
engaged to optimize their learning; the key is 
to offer choices that engage as many learners as 
possible by addressing both their learning styles 
and their independent work levels (Rose & 
Meyer, 2002).
	 We have already explored ways to incorpo-
rate a variety of scaffolds into a wiki. One wiki 
page may have one or more hyperlinks to key 
information, or provide an important visual 
device, with which learners at the introduc-
tory level may engage and respond. Advanced 
learners, on the other hand, might explore the 
topic further by building their understanding in 
a structured but more open-ended environment. 
The products will be similar in the end, however, 
the challenge is adjusted to fit the learner’s inde-
pendent level.
	 Consider offering participation in a class wiki 
as an option rather than a requirement. Some 
students may prefer more traditional tasks, such 
as hand-written essays and posters. If you use the 
class wiki as an online scrapbook to share student 
work with parents, you can post word-processed 
documents and use a digital camera to capture 
and post images of posters and projects. Figure 3 
shows how a sixth-grade teacher uses a wiki to 
share student work with parents and collect 	
their feedback (Lindsay, 2006).
	 Some students have strong interpersonal 
styles and like to work with others; a wiki can 
be used as an online meeting location in which 
students can dialogue with one another, share 
materials and ideas and build on each others’ 
understandings (Farabaugh, 2007; Lamb & 

Class wikis offer flexibility and accessibility

. see Wiki, Page 10

Figure 2

Figure 3

Figure 1
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By Joan Lovegren-O’Brien, M.Ed., Kathe Wittig, M.Ed.,  
and Renee Bullano, M.Ed.

	 Pursuing a college education remains an 
American dream. For students with disabilities, 
this dream is becoming an increasing reality 
(Getzel and Wehman, 2005). Opportunities 
abound for individuals wishing to pursue higher 
education and/or training to become successful 
in the workplace as well as the community. The 
development of self-advocacy skills is essential in 
preparing youth with disabilities for postsecond-
ary education. These skills should be encouraged 
in high school with the students becoming active 
participants in their individual education plan 
(IEP) or 504 meetings. Students must understand 
how their disabilities affect academic performance 
and be prepared to ask postsecondary institutions 
to provide appropriate learning supports.
	 Preparation for postsecondary education must 
also include access to standards-based academic 
curricula in high school. Students should take 
courses that will prepare them academically for 
college or technical training. Diploma options 
must match postsecondary education/training 
goals. High expectations are necessary in order 	
for students with disabilities to compete with their 
peers as they prepare to transition into adulthood.
	 Students with disabilities might have questions 	
about the process of transition to the postsecondary 	
education environment. Accurate knowledge 
about their civil rights as well as their responsi-
bilities related to post-school activities should 
be a part of this discussion. Two laws prohibit 
discrimination on the basis of disability. Section 
504 of the Rehabilitation Act and the Americans 
with Disabilities Act (ADA) protect the rights 
of public college and university students in the 
U.S. The Rehabilitation Act provides funds to 
state vocational rehabilitation (VR) agencies to 
assist eligible persons with disabilities in obtaining 
employment. These funds can sometimes be used 
for assistance with postsecondary education or 
training related to preparation for employment. 	
In Virginia, Department of Rehabilitative Services 
counselors can be reached by contacting local 
offices.
	 The rights and responsibilities of students are 
different in the postsecondary setting than they are 

in secondary school. Unlike high schools, which are 
obligated to identify students with disabilities who 
may be entitled to services, institutions of higher 
education do not have a responsibility to identify 
students with disabilities. Should students in higher 
education need academic accommodations, they 
are responsible for notifying institution staff of their 
disabilities and seeking appropriate assistance.
	 Documentation standards at the postsecond-
ary education institutions of interest must be 
researched. Students are responsible for obtaining 
necessary testing to document the existence 	
of a disability. An evaluation performed at the 	
secondary school level may not suffice. An IEP 	
or Section 504 plan does not sufficiently support 
the need for accommodations on the college level. 	
The Summary of Academic Achievement and 
Functional Performance (SoP) listing disability 
information and recommended accommodations 	
may provide helpful information. Students must 
obtain and follow procedures established by 
individual institutions for requesting accom-
modations in the postsecondary setting. This 
information can be found in general information 
publications and/or on Web sites for each institu-
tion of higher education.
	 The disability coordinator or disability support 
services officer evaluates documentation, works 
with students to determine appropriate services 
and assists with arrangements for services or test-
ing modifications. This officer is responsible for 
addressing the needs of all students with disabilities 	

attending the institution and may meet with each 
student only two or three times a semester.
	 It is imperative that youth prepare for post-
secondary experiences prior to entering a program 
at a university, college or training program. 
Students can learn about post-high school learn-
ing expectations by visiting high school career 
centers, talking with guidance counselors and 
conducting Internet searches (see Figure 1).
	 College-bound students with disabilities and 
their families have resources to guide them through 
preparation for the postsecondary experience. 
Statewide, college preview events such as College 
Bound at Virginia Tech, Say “Yes” to College at Old 
Dominion University and Future Quest at George 
Mason University are offered to high school students. 
Middle school students are welcome to attend Movin’ 
on Up at James Madison University and Real World 
Day at Radford University. (See the accompanying 
box for information on the VCU T/TAC college 
preview event.) Regardless of how students access 
the information, students should take advantage of 
opportunities related to reaching postsecondary goals.

Resource
Virginia Department of Rehabilitative Services, 

(800) 552-5019 (voice) or (800) 464-9950 (TTY)

Reference
Getzel, E. E., and Wehman, P. (2005). Going to 	

college: Expanding opportunities for people with 	
disabilities. Baltimore, MD: Brookes. 

Students with disabilities access college

Figure 1. Online transition resources

	 The following Web sites contain valuable information about post-high 
school learning expectations.
www.AHEAD.org The Association on Higher Education and Disability (AHEAD) 
is the premiere professional association committed to full participation of per-
sons with disabilities in postsecondary education.
www.vaview.org Virginia Career VIEW can assist you with all of your career 
and educational choices. This Web site is designed to demonstrate a clear 
career pathway to success.
www.vacollegequest.org Virginia College Quest provides a guide to college 
success for students with disabilities. It also provides links to events sponsored 
within Virginia.
http://www.muskingum.edu/home/cal Muskingum College, located in New 
Concord, Ohio, offers links for students, parents, teachers and counselors 	
at the Center for Advancement of Learning: Learning Strategies Database.

www.ldonline.org/indepth/postsecondary LD OnLine offers hundreds of 
expert-reviewed articles and resources for educators, parents and others 
concerned about children and adults with learning disabilities and attention deficit/
hyperactivity disorder, including a link for college and college prep.
www.thinkcollege.net The New Frontier provides information and links for youth 
with intellectual disabilities who have not had many chances to go to college.
www.heath.gwu.edu The George Washington University HEATH Resource 
Center has information for students with disabilities on educational disability 
support services, policies, procedures, adaptations, accessing college or 	
university campuses, career-technical schools and other postsecondary 
training entities.
www.college-scholarships.com/learning_disabilities.htm Colleges with 
Programs for Learning Disabled Students offer programs, some quite compre-
hensive, designed to support students with learning disabilities.

College 4 U

	 On Saturday, Nov. 17, 2007, the Virginia Department of Education’s Training and Technical Assistance 	
Center at Virginia Commonwealth University will co-sponsor College 4 U at the University Student 	
Commons. This is a free one-day conference for college-bound high school students with disabilities 	
and their parents. It includes an opening session, panel discussions by college students with disabilities 
and parents whose children with disabilities have attended college, and small group workshops of inter-
est to students and parents. Some topics of interest include preparing for college, student experiences 
and perspectives, support services and resources at various Virginia colleges. Local school divisions, 
the Department of Rehabilitative Services, the Virginia Department for Blind and Vision Impaired and the 
VCU Rehabilitation and Research Training Center on Workplace Supports (VCU RRTC) have collaborated 
with the T/TAC at VCU in preparation for this event.
	 You can register by completing the form inserted in this newsletter or you can download a registra-
tion form from www.vcu.edu/ttac. Registration is free, complimentary parking passes will be available 
and many professionals will be on hand to provide information and answer questions concerning the 
postsecondary education/training experience for students with disabilities.
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children.” He explains the testing of infants, 	
toddlers and preschoolers by strange adults, 	
in strange environments, does not make sense 
because it doesn’t capture what young children 
can do in their natural environments and their 
daily routines. Additionally, traditional assess-
ments provide little information that can be used 
to increase the effectiveness of interventions 
because they measure isolated skills (e.g., stack-
ing blocks, stringing beads) that may not show 
what a child can do in real-life situations. Macy, 
Bricker and Squires (2005) point out that the 
outcomes from conventional testing are difficult 
to use or link to subsequent goal development 
and intervention planning. These assessments 
emphasize nonfunctional content which does 
not align with the instructional curricula that 	
is used in most early childhood programs.
	 A solution to the concerns with conven-
tional testing is to use an approach that will 
provide outcomes that can be used to develop 
functional, high-quality goals and intervention 
content that are aimed at increasing the inde-
pendence of the child (Macy, Bricker, & Squires, 
2005). This approach is known as authentic 
assessment, also referred to as curriculum- or 
performance-based assessments.

What is authentic assessment?
	 Authentic assessment is “the systematic 
recording of developmental observations over 
time about the naturally occurring behaviors of 
young children in daily routines by familiar and 
knowledgeable caregivers in the child’s life. [It] 
refers simultaneously to the where, what, how, 
who, when, and why of data collection about 
child performance and progress” (Bagnato and 
Ho [2006, p. 29]).
	 Bagnato (2007) further explains the charac-
teristics of authentic assessment:

•	 There are natural observations of ongoing 
child behavior in everyday settings and 
routines. These observations are conducted 
by informed caregivers (e.g., teachers, parents, 	
team members) over several days.

•	 Ongoing monitoring of skill acquisition in 
natural activities is conducted. Look at the 
child and what he or she can do over time.

•	 The curriculum-based measures are linked 
to program goals, content, standards and 

expected outcomes. It requires the early 
childhood educator to examine the program 
to see what makes it unique (determined by 
the needs of the children) in order to develop 
program goals and select the curricula.

•	 The assessment methods should be 
universally designed (provide for multiple 
means of representation, engagement 
and expressions) so that all children can 
demonstrate their abilities and skills.

•	 Developmentally appropriate assessment 
standards and practices from the National 
Association for the Education of Young 
Children (NAEYC), Division of Early 
Childhood (DEC) and Head Start have 	
been incorporated into the assessment.

	 An authentic assessment ensures that edu-
cators have a true picture of a child’s functional 
skills (skills that are useful, meaningful, flexible 
and fluid) that are demonstrated within his 	
or her natural environment. This information, 
in turn, is used to develop an individualized 
instructional and/or intervention plan aimed 	
at building on the existing skills and abilities 	
of the child.

Putting authentic assessment in action
	 Assessment for early intervention is not 
test-based. It focuses on the process by which 	
a team of individuals gather information about 
a child and then makes decisions about how 	

to meet the child’s identified needs. As Bagnato 	
(2007) recommends, the team of individuals 	
should be transdisciplinary, consisting of 	
an early childhood educator, the parent(s), 	
therapists (e.g., physical, occupational), speech 
and language pathologist, psychologist and/or 
other individuals working with the child. 
Together, the team determines the authentic 
curriculum-based assessment that will be used. 
Each member of the team participates in the 
assessment process by observing the child in 	
everyday routines in his or her natural settings 	
(e.g., home, community, early childhood 	
program). After gathering the information, 	
the transdisciplinary team creates one inte-
grated report with recommendations for 
intervention(s). Through the collaboration 
and consensus decision-making process, every-
one participates in determining the goals and 
interventions to meet the child’s functional 
needs. Figure 1 (see the bottom of Page 9) 
provides a list of authentic curriculum-based 
assessments for early childhood educators and 
their teams to use.
	 Knowing and understanding a child’s func-
tional skills and abilities helps educators, parents 
and others to make informed decisions regarding 	
the child’s individual program. Authentic 
assessment is an excellent tool for educators to 
consider using in their programs. Not only does 
it provide valuable information for the inter-
disciplinary team, it helps the team with their 
primary focus, improving student outcomes.

Assessments, continued from Page 1

Authentic assessment resources

•	 Dr. Bagnato was a keynote speaker and conference session presenter at “Shining Stars: Charting 
the Future for Today’s Children,” Virginia’s Fourth Annual Early Childhood Conference in July 2007. 
The handouts of his presentations are located online at www.ttaconline.org.

•	 Bagnato, S. J. (2007). Authentic assessment for early childhood intervention: Best practices. New 
York: Guilford Publications.

•	 Bagnato, S. J., & Neisworth, J. T. (1991). Assessment for early intervention: Best practices 	
for professionals. New York: Guilford Publications.

•	 Downs, A., & Strand, P. S. (2006). Using assessment to improve the effectiveness of early childhood 
education. Journal of Child and Family Studies, 15 (6), 671-680.

•	 Pretti-Frontczak, K., Vilardo, L., & Kenneley, D. (2005). Curriculum-based assessment rating rubric. 
Kent, OH: Kent State University.

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

•	 Macy, G. M., & Bricker, D. D. (2006). Practical applications for using curriculum-based assessment to 
create embedded learning opportunities for young children. Young Exceptional Children, 9 (4), 12-21.

•	 McLean, M. (2005). Using curriculum-based assessment to determine eligibility: Time 	
for a paradigm shift? Journal of Early Intervention, 28 (1), 23-27.

•	 Neisworth, J. T., & Bagnato, S. J. (2004). The MisMeasure of young children: The authentic 
assessment alternative. Infants and Young Children, 17 (3), 198-212.

•	 Sandall, S., Hemmeter, M. L., Smith, B. J., & McLean, M. E. (2005). DEC recommended practices: 
A comprehensive guide for practical applications in early intervention/early childhood special 
education. Longmont, CO: Sopris West.

•	 VanDerHeyden, A. M. (2005). Intervention-driven assessment practices in early childhood/early 
intervention: Measuring what is possible rather than what is present. Journal of Early Intervention, 
28 (1), 28-33.

. see Assessments, Page 9
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Prevention, continued from Page 2

instructional needs of the other students in the 
class. Ineffective responses can result in situa-
tions escalating and the student(s) exhibiting 
more dangerous and/or destructive behaviors.
	 When a student is in a crisis he or she will go 
through certain stages. Understanding the three 
phases of a crisis is the first step in an effective 
plan to respond to the crisis. These stages include 
an escalation, a peak and a de-escalation stage. 
The role of the teacher during the escalation is 
to use brief statements with the student (e.g., “I 
know you’re very upset now, let’s talk privately 
about what’s going on.”). State what the desired 
behavior is. Your objective at this point is to 
validate feelings, understand the problem at 
hand and get the student back to work.
	 The next phase is peak, and the teacher’s 
role is to give the student space and avoid using 
sarcasm or being confrontational. Acknowledg-
ing the student’s position on the problem and 
providing alternate options avoids power strug-
gles and blame. For example, a student refusing 
to complete an assignment is given a different 
assignment to avoid a power struggle.
	 The final stage is de-escalation. The teacher’s 
role is to get the student back in the routine as 
soon as possible. Once a student has stated he 	
or she is not doing something, the reality is, 	
they cannot be forced. The goal at this point is 
to make it easy, keep it simple, provide closure 
and offer a bridge of support. This allows the 
teacher to continue with the lesson, the student 
to save face and the teacher to help the student 
get back to work. At this point the teacher can 
seek opportunities to positively reinforce the 
desired behavior again. (See Figure 1 for Do’s and 
don’ts for positively addressing crisis situations.)

	 Getting a jump on potential management prob-
lems not only allows for greater time on task, but it 
also creates a comfortable, pleasant working envi-
ronment for students and teachers. Identify desired 
behaviors, teach behavioral expectations, and model 
and reinforce appropriate behaviors. Remember, 
these are skills that must be reinforced all year long. 
Be prepared to help support students in a crisis with 
actions and statements that validate feelings and 
allow you to gain control of the situation

Resources
Gilliam, J. E. & Fad, K. M. (1996). Putting it together: 

Positive strategies for classroom success. Longmont, 
CO: Sopris West.	
A guidebook for planning and implementing a positive 
climate, behavior supports and effective instruction. 
Ideal for elementary teachers.

Levin, J. & Shanken-Kaye, J. M. (1996). The self-
control classroom: Understanding and managing the 
disruptive behavior of all students including students 
with ADHD. Dubuque, IA: Kendall-Hunt.	
A book that discusses the reasons behind disruptive 
behavior at all age levels and what teachers can do 
about it.

Marzano, R. J. (2003). Classroom management that 
works: Research-based strategies for every teacher. 
Alexandria, VA: Association for Supervision 	
and Curriculum Development.	
Strategies to address classroom management as it relates 
to student achievement by Robert Marzano, a leader in 
the field of instructional practices.

Mendler, A.N. (1992). What do I do when…? How 	
to achieve discipline with dignity in the classroom. 
Bloomington, IN: National Educational Service.	
A follow-up to “Discipline with Dignity,” this book 	
helps teachers address many specific challenges 	
creatively and effectively.

Rhode, G., Jenson, W. R., & Morgan, D. P. (2003). 
The tough kid new teacher kit: Practical classroom 
management survival strategies for the new teacher. 
Longmont, CO: Sopris West.	
A kit designed for new teachers that is helpful for any 
teacher struggling with challenging behaviors. It includes 
two books, posters and other materials.

Reference
Positive Behavior Intervention and Supports. (2007). 

Retrieved on June 28, 2007, from http://www.pbis	
.org/main.htm

Assessments, continued from Page 8

References
Bagnato, S. J. (2005). The authentic alternative for 

assessment in early intervention: An emerging evi-
dence-based practice. Journal of Early Intervention, 
28(1), 17-22.

Bagnato, S. J. (2007). The MisMeasure of young children: 
The authentic alternative for assessment and outcomes 

research in early childhood intervention programs. Paper 
presented at “Shining Stars: Charting the Future for 
Today’s Children,” Virginia’s Fourth Annual Early 
Childhood Conference, Virginia Beach, Virginia.

Bagnato, S. J., & Ho, H. Y. (2006). High-stakes testing 
with preschool children: Violation of professional 
standards for evidence-based practice in early childhood 	

intervention. Korean Educational Developmental 	
Institute Journal of Educational Policy, 3(1), 23-43.

Macy, G. M., Bricker, D. D., & Squires, J. K. (2005). 
Validity and reliability of a curriculum-based 
assessment approach to determine eligibility for 
Part C Services. Journal of Early Intervention, 
28(1), 1-16.

¸
˚

Figure 1. Do’s and don’ts

	 Here are some do’s and don’ts for 	
proactively supporting a student who 	
evidences challenging behaviors and 
addressing crisis situations.

Do:
Remain calm.
Support the student.
Provide choices.
Consider the safety of all students.
Use conflict resolution strategies.

Don’t:
Embarrass the student.
Give ultimatums.
Negotiate during the peak phase.
Take student responses personally.
Give unrealistic consequences 	
	 (“You’re never coming to my class again.”).

Figure 1. Authentic curriculum-based assessments

Curriculum-referenced assessments: Content of the assessment is generic and can be linked to most curricula used in early childhood programs.

•	 Hammill, D. D., Leigh, J. E., Pearson, N. A., & Maddox, T. (1998). Basic School Skills Inventory (3rd ed.). Austin, TX: PRO-ED.

•	 Harrison, P. L., & Oakland, T. (2003). Adaptive Behavior Assessment System II (ABAS). San Antonio, TX: PsychCorp.

•	 Hresko, W. P., Miguel, S. A., Sherbenou, R. J., & Burton, S. D. (1994). Developmental Observation Checklist System. Austin, TX: PRO-ED.

•	 Newborg, J., Stock, J., Wnek, L., Guidubaldi, J., & Svinicki, J. (2005). Battelle Developmental Inventory (2nd ed.). Itasca, IL: Riverside.

•	 Squires, J. K., Bricker, D. D., Twombly, E., Yockelson, S., Davis, M. S., & Kim, Y. (2002). Ages and Stages Questionnaires: Social-Emotional: A Parent-Completed, 
Child-Monitoring System for Social-Emotional Behaviors. Baltimore: Brookes.

Curriculum-embedded assessments: Items in the curriculum are the items that are assessed.

•	 Bricker, D. D. (2002). Assessment, Evaluation, and Programming System for Infants and Children (2nd ed.). Baltimore: Brookes.

•	 Hawaii Early Learning Profile. (1991). Palo Alto, CA: VORT.

•	 Johnson-Martin, N. M., Attermeir, S. M., & Hacker, B. (2004). The Carolina Curriculum for Infants and Toddlers with Special Needs. Baltimore: Brookes.



VCU Innovations & Perspectives

10

Wiki, continued from Page 6

VDOE T/TAC at VCU staff 
contact information
Richmond office
Mailing address:
	 P.O. Box 843081
	 Richmond, Virginia 23284-3081

Physical address:
	 10 East Franklin Street, Suite 200
	 Richmond, Virginia 23219
	 (804) 828-6947
	 Toll Free: (800) 426-1595
	 Fax: (804) 828-7495

Sheila Ashley, Program Specialist
	 Mild/Moderate Disabilities
	 (804) 827-9976
	 ashleyss@vcu.edu

Cheryl Bishop, Office Manager
	 Conference Logistics, Information and Dissemination
	 (804) 828-6947
	 cebishop@vcu.edu

Lanett Brailey, Program Specialist
	 Secondary Curriculum and Instruction
	 (804) 827-1404
	 brailey@vcu.edu

Renee Bullano, Program Specialist
	 Secondary Transition, Curriculum and Instruction
	 (804) 827-9972
	 rzbullano@vcu.edu

Susanne Croasdaile, Program Specialist
	 Secondary Curriculum and Instruction
	 (804) 828-8179
	 sscroasdaile@vcu.edu

Chris Frawley, Program Specialist
	 General Education Pre-K through Grade 5
	 (804) 827-1411
	 cdfrawley@vcu.edu

Erik J. Froehlich, Information Technologies
	 Library and Technology Lab Holdings
	 (804) 827-1412
	 ejfroehl@vcu.edu

Phyllis L.M. Haynes, Program Specialist
	 Mild/Moderate Disabilities, Positive Behavior Support
	 (804) 827-1408
	 plhaynes@vcu.edu

Jen Hines, Library Assistant and Support Technician
	 (804) 827-1414
	 jlhines@vcu.edu

Karen Hoover, Program Specialist
	 General Education Pre-K through Grade 5
	 (804) 827-1401
	 hooverkc@vcu.edu

Sharon Jones, Program Specialist
	 Early Childhood Special Education, Assistive Technology, Autism
	 (804) 827-1398
	 scjones@vcu.edu

Kelly Ligon, Program Specialist
	 Severe Disabilities, Assistive Technology
	 (804) 827-9993
	 kligon@vcu.edu

Joan Lovegren-O’Brien, Program Specialist
	 Transition
	 (804) 827-1409
	 jlovegrenobr@vcu.edu

Kathy Lynch, Program Evaluator
	 (804) 828-9580
	 kblynch@vcu.edu

Linda Oggel, Co-director
	 Communication, Autism, Assistive Technology
	 (804) 827-1400
	 lsoggel@vcu.edu

Fred Orelove, Principal Investigator
	 Executive Director, Partnership for People with Disabilities
	 (804) 828-3908
	 forelove@vcu.edu

Sue Palko, Program Specialist
	 Autism, Behavior
	 (804) 827-9991
	 palkosm@vcu.edu

Laura Peters, Program Specialist
	 Positive Behavior Supports
	 (804) 827-9986
	 lpeters2@vcu.edu

Mona Pruett, Program Specialist
	 Severe Disabilities, Assistive Technology
	 (804) 827-9990
	 mdpruett@vcu.edu

Linda Lundin-Seidel, Program Specialist
	 Inclusion and Behavior
	 (804) 828-8151
	 llundinseide@vcu.edu

Fran Smith, Program Specialist
	 Instructional Technology, Distance Education, Web Design
	 (804) 827-1406
	 fgsmith@vcu.edu

Sandy Wilberger, Co-director
	 Early Childhood Special Education, Positive Behavior
	 Support, Inclusion
	 (804) 827-1405
	 slwilber@vcu.edu

Katherine Wittig, Program Specialist
	 Transition
	 (804) 827-1403
	 kmwittig@vcu.edu

Blackstone office
	 440 QM Circle South
	 Pickett Park
	 Blackstone, Virginia 23824-3043
	 (434) 292-3723
	 Toll Free: (866) 465-0412
	 Fax: (434) 292-7486

Rose Eanes, Library and Office Support Specialist
	 (434) 298-0427
	 reanes@vcu.edu

Sarah Wright, Office Manager
	 (434) 292-3723
	 sswright@vcu.edu

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

Johnson, 2007; Skiba, 2006). These social learn-
ing environments can serve as an incentive to 
students to participate in as well as build the 	
digital teamwork skills increasingly in demand 	
in the world of work.
	 An important incentive for using the wiki is 
its authentic publishing format. The wiki shown 
in Figure 3 allows students to post their products 
to be shown to a wider audience than is usual 
for student work: teacher, peers, parents and the 
general public. Anyone with access to the Internet 	
has access to the students’ artwork, stories and 
other creations.
	 A good reminder for all of us who use the 
Internet to share student work is that identifying 
information such as last names and identifiable 
personal photos should never be included. Tech-
nology teachers and library-media specialists in 
particular have taken on the role of ensuring that 
students safely use social software applications; 
seek their advice as needed.
	 Whether you are ready to start using a wiki 
with your students or you just want to learn a 
little more, go ahead and set up a wiki now 	
(See Figure 4). If you don’t share the address 	
and password with anyone, your wiki can remain 
a “testing ground” for you to learn about a new 
technology and perhaps develop a fun new 
resource for your future students. Remember 	

that educators also need time to explore and pro-
cess new media — challenge yourself by delving 
into your own wiki today.
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Figure 4. Starting a classroom wiki

	 Several of the public wiki sites offer 	
free accounts. As with any other resource, 
you will need to explore the offers and make 	
a decision as to which wiki site is right for 
you. The examples in this article come from 
http://pbwiki.com, which offers no-cost, ad-
free wikis to educators, and http://wikispaces	
.com, which also offers free sites.



	 The Virginia Department of Education’s 
T/TAC at VCU sponsored the Bob Pike Group’s 
“Research-Based Creative Teaching Strategies” 
workshop last year for educators from regions 1 
and 8. It offered teaching strategies that encour-
age students’ creative and critical thinking skills 
as well as increase student engagement.
	 The majority of participants reported 
“stepped up” student interest in the subject 
matter, improved student attitudes and a more 
rewarding teacher experience. The use of specific 
openers, energizers, hands-on activities and class-
room movement was stated to increase student 
participation and achievement. Teachers also 
reported sharing the materials with colleagues. 
Since the training, several participants shared 
their thoughts about the impact that it had on 
their teaching.

	 “I have made several changes in my class-
room to evoke creativity from my students,” says 
Sarah Tanner Anderson, an eighth-grade English 
teacher at Buckingham County Middle School. 
“Although I have implemented classroom 	
practices such as timed exercises, energizers 	
and creative review sessions, I have used the 
Gallery Walk the most. The Gallery Walk allows 
students to see concepts in action while visiting 
various sites around the room. My students have 
enjoyed the opportunity to take their learning 
out of their seats and into motion!”
	 Jenny Wood, an Instructional Support Team 
teacher at Pocahontas Elementary School in 
Powhatan County, says, “I have used Bob Pike’s 
research-based teaching strategies when modeling 
lessons for classroom teachers. The openers, closers 
and energizers are a way to engage students and 
activate learners. When modeling a phonics lesson 
to kindergarteners, I had the class do several writing 
prompts. When the students were finished writing, 
they were asked to stand up to show that they were 
finished. This changed the way of responding for 
these students, which minimized off-task behavior.”
	 If you would like more information about 
research-based creative teaching strategies check 
out “Creative Training Techniques Handbook: 
Tips, Tactics, and How-To’s for Delivering 	
Effective Training” by Robert Pike.
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Resource shelf
“Assess for Success: A Practitioner’s 
Handbook on Transition Assessment”
(2nd ed.), Patricia L. Sitlington, Debra A. 	
Neubert and Wynne H. Begun, 2007

	 This practitioner’s handbook discusses 
the integration of results of transition assess-
ments into the individualized education 
plan (IEP) for the 
purpose of transi-
tion planning. The 
assessment pro-
cess is defined, and 
the legislation that 
impacts transition 
is explained. Roles 
of the individual, 
family members, 
special and general 
education teachers, 
support staff and 
adult services providers are presented. 	
Procedures for developing an assessment 
plan for the student are outlined. After reading 
this book, practitioners will understand how 	
to assist students in identifying postsecondary 
goals and determining preparation, accom-
modations and supports necessary to reach 
their goals.
	 Check out the T/TAC Lending Libraries 	
for this and other resource materials, including 	
books, videotapes, assessment instruments 
and curricula: www.vcu.edu/ttac/Library	
/Library.htm.

Workshop offers strategies Welcome to new program specialist

	 Lanett W. Brailey joins the T/TAC team as 
a program specialist in the area of secondary 
curriculum and instruction. Lanett is a career 
educator with more than 25 years in the 	
area of special education. Her educational 
experience is varied, having served as a 
teacher and a principal with the Department 
of Correctional Education for 16 years. Her 
public school experiences include serving 	
in Henrico as a special education teacher, 	
in King William as an assistant principal 	
and in Petersburg as the director of special 
education. In addition, Lanett served with the 
Virginia Department of Education as a spe-
cialist in the Office of Special Education and 
Student Services. Lanett received her bache-
lor’s degree from Virginia Union University in 
special education and her master’s degree in 
clinical and remedial reading from The Ohio 
State University. She is looking forward to 
again serving and working with school divi-
sions and teachers in regions 1 and 8.Visit our assistive technology blog!

A place for sharing information and ideas, 
posting experiences and exploring great links 
about assistive and instructional technology

blog.vcu.edu/ttac

Resource shelf
“Creating Strategic Readers: Techniques for Developing Competency in Phonemic Awareness,  
Phonics, Fluency, Vocabulary and Comprehension”
Valerie Ellery, 2005

	 Author Valerie Ellery lays the groundwork for a comprehensive literacy 
classroom, detailing an appropriate curriculum assessment and instruction. 
This resource focuses on the five essential components of reading instruction 	
identified in the 2000 National Reading Panel report: phonemic awareness, 
phonics, fluency, vocabulary and comprehension.
	 Check out the T/TAC Lending Libraries for this and other resource mate-
rials, including books, videotapes, assessment instruments and curricula: 
www.vcu.edu/ttac/Library/Library.htm.




