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"Thieg matter of education is a
big gquestion for the American people.
It ie of the ntmost importance that
every faculty should meet it's environment. ™

= Thcomas Pdiacon
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FREFACE

Five veare ago, I sat across from my instructional
aseistant in a meeting discuseing her evaluation for the year.
After reviewing the evaluation, I asked har if she had any
criticisms or suggesticns for we, as the teacher. I will never
forget her response: "It would really help if you could limit
yourself te three or four new ideas a weak." Her observation
vas that I*d come in to work with one imspiration, and within
threa days ke ahsolutaly sold on another.

Later I conaldered her commants. I realized in the search
for success for our studente with antism, I had developed an
educational prograw that reflected the confusion surrounding
this disapllity. Teaching during a period of time when
educational and medical research was reporting a variety of
discoveries and possikle sducational interventions,
profersicnals could feel they had a "state of the art! program
an Manday, which was terribly cutdated by Wednesday.

I topk my ascistant’s comments £o heart. We needed an
aducational program that could grow aleng with emerging
davelopments, while remaining steadily focused toward the
achievament of goals at the same time.

2 short time later, Jenisen Public Schoels was awarded a
grant through the Michigan Develepmental Disabilities Council in
Lansing, Michigan. The purpose of the grant was to determine
whather pecple with developmental disabilities could work in the
community alongside their nen-handicapped peers. This ggal
provided a focus for the program, our students, their parents,
and professionals...and irreversibly changed many lives.

Togathar, with our students leading the way toward greater
and greater challenges, we learnad a let. Qur students in
vocational traiping sitea needed improved social gkills, so wa
locked toward teaching in a more social environment: ogeneral
gducation. In general education, 1t became guickly apparent
that while soclal, thare wasz a curriculum to learn which was too
difficult for our students - leading us to modify the
surriculum. O©Our students alec needed skills not addressed in
general education classroons, leading us to on-gite instructiaon
in the use of the grocery store, librariaes, the post office,
ete... In addition, there had to be time to relnforos and
practice skills needed in all of thase "non-sheltered laarning
anviromnmentzs". Finally, and possibly ot importapt, if an
aducational program wae to be effective acroee a wide variety of
anvironments, and skills retained across tioe, avperisncoes had
to b logically and systematically tied aml addiessed thriough
ore Vary strong curricelum.
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wWa aleo discovered early in our grant that our efforts
would have to be tied - ar batter yvet, cemented - to the Ifuture.
For that, we needed to coordinate programming for our secondary
students with the profeazianale in adult service organizatieons
who would have our students on their caselasde after gradwation.
Aware of the waiting lists for gheltered workshope and supported
employment programs, we needed to create anpd support every
opportunity to provide a amocth transition from educatienal
programming to adult life feor our students. My rasponsibilities
gradually moved from the classreom, to increased involvament
with adult services, wvocational programming, and general
education placements - and my role became that of a Wtransition
teacher®,

In developing a responsiva curriculum for educating
gtudearts for life in tha community, it was discovered sound
principias were the most effective element to usa in tying
student expariences and professicnal, parent, and community
efforte together. These principles were modified from the most
aurrent research and information of factors which coptribute to
succese, and identified as central to the curriculum. The
result is The curriculum Svatem, a process which enables
professionals, parents, and students to organize existing
eurricuiums and educational oppertunities in an unlimited
variety of environments inte a systematic, individualized
educational program. Student progress is systematically ahared
with many people - including adult service agencies — who ara
algo valued members of a student’s {pllective Expert (Chapter
31, The result has been improved opportunities for success.

Thiz manual represents the best and most successiul effarts
of many people, The Curricelun System is comprisad of several
components, process2s, and instructional techniguas. While
Aescribed in separate chapters for the purpose of organization,
all are highly inter-related (Appendix #&: Tha Curriculom System

Flow Chart}.

To conclude the astory about my instructional assistant and
hey regquest to limit myself to three or four ideae a weak = tha
truth is, there are =till mera than Thraa new ideas a week. The
difference iz the jdeas now bulld and impreve upon one ancther -
and they are contriboted by students, hasinacees, parents,
professionals, and membars of the community. Heving a new idea
doeen’t discard yesterday’s ingpiration. In terms of new
research, we've a system with which to consider hew approaches
fur each student - principles and standards which orovide a
»1itmus test? for evaluating the potential of new intarventlons.
Thiz manual reprezents the kegimning - the framework - for
focusing collective effort on the development of effactive
educational programming for students with autism and cther

develocpmantal disabilities.



it is my hope that this manual may help other paresnte,
professionals, and students coordinate efforts and develop
curriculum to improve the chancas for succeasful ogutcomes for
students elsewhere. Be creative in its usa, work with others,
tailor the ideas, learn from mistakes, apply what you'wve
learned, and focus on helping to develsp successiul futures one
at a time. You can only fail by guitting too soon.
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CHAPTER 1

Success as A Bducational Outeqme
Iptrodnction
Succegs has always saemed gomewhat elusive - & concept

with more definitionsg, interpretations and philesephies than
thera are pecple who have claimad to achieve it. Copnsjider thase

thoughts regarding succass:

“Thara is only one BEnccess -
to be able to ampend your life in your own way."

=Christopher Morlay

"The real sacret of success is enthusiasm. ¥

—-Walter Chrysler

*Many of life‘s failures are paople
who did not realize how close they were to succoess
whan they gave up."™

=Thomas Edisoh

fAbove guotes from DU _IT, Jobn-Roger & MeWilliams, 1951)

Either succesg iz 3o broad a concept it reguires several
definitisons to cover it, or it is highly individual, regquiring
by its very nature a personal effort te define, visualize, work
toward, and achiewve it. The Curriculum System assumes the
latter. Assuming success is individually defined and craated
doesn’t minimiza the importance of any of the akove
insight=...together they begin te farm a list of reguirements
for am individual to achieve success,

In nie book, The Seven Habits of Highly Effective People

(Covay, 19B2), Stephen Covey identified sewven habjts successful
pacple have in common (New York, 158%). To do this, he studied
succassful people from the last 200 years. By identifying
habits asspciated with effectiveness, Stephen Covey placed
succass as a subject alongside mathematics, reading, and social
studies; success can be tanght.




Stevan Covay is one of many authers to identify successial
habite, attitudes, and principles. Harvey Mackay, author of
Swim With the Sharks {1988) and Beware tha Naked Man Who offers
You Hiz Shirt [(1990), offers a wealth of advice and wisdom for _15
working succeszfully with people, in business and In genearal.
Helen Kellar, author of The Stery of My Life (1554); Thomas
Edison, whose diary is included in The Diary ang Supdrcy
obzervations of Thomas Alva Fdison {Runes, 1948); Ben Franklin,
aunther of The Autobiograpby of Ben Frapklin (1940}; Viktor E.
Frankl, avthor of Man's Search for Meapnjpg [(1955); and
John-Roger and Peter MoWilliams, authors of RO IT! (1991); and
sthers assist In answering ¢ne guastion central to developing
The Curriculum System:

If certain principles and habits rasult in success, can
thosa same habits and principles be modified and built inte
daily implementaticn of a curriculum to improve the chances Lor
succesa for studenta with autizm and developmental disabilitiea?

Through experience with studente with developmental
digabllitiez learniny in the community, and studying how succees
is achieved, a set of successful habits for a curriculum for
transitioning students with developmental disabilities from
school to aduit life emerged. Thega habits are “bullt into” The
curriculum Systam. As habits, they have an cngoing influence on
daily implementation of the curriculum. Together, they modify
enccese in an affort to make it understandakle, applicakle, and
furctional for many students with davelopmental disabilities.
Thase habits are raferred to throughout this manual, and are Hqﬁ
listed and described in the remainder of this chapter.

e P 1 Modifi epande

sucoassful interdependence - for students and thair
communities — is the stated goal of The Curricalum System.
In reaching a goal of interdependence for students and their
community, there must be a s=ammitment to work toward this goal
as parente and professionals. Interdspendence must be
translated inte defined processes and materials to provide
continual opportunity for werking, living, and learning together
- making interdependence the geal, and the habits required to
achieve it. &tephen Covey indicates everyone has the potential
te be ".,.a transition person — a link between tha past and the
futura. And your own change can affect many, many lives
downstream.”™ (1589)

Interdependance ie medified and habitually practiced
throughout The Curriculus System. Two components af The
curriculum System: The Collective Expert and Social Reading,
directly address the skills inveolved for successiul
interdependence - for parents, professionals, and students.
Each are briefly di=cussed on the fellowing page. Fq}
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Staphen Covey says it this way, "The whole is greater than
the sum of its parts," when he discusses the sixth habat of
affective paople, to "Synergize" {Covey, 1985}. Harvey Mackay
takes a different perspective on the same procass, with a
chapter titled, "superman Doesn't Live Here Amymore," as hE.
encourages people to gather the opinions of others when making
plane or deacisions (1990). The idea is to trust and rely on cne
another ta collectively create a better cutcome (Chapter 2).

Zocial Reading

In evaluating the skills reguiraed for successtul
interdependense for students and their community, it is apparant
that 1} the community often needs assistance in understanding
the student, and 2} a student needs to develop social skills to
communicate with the community. Social Reading ip one component
of The Currisulum System designed te assist both the student,
and the community, in communicating and warking with one ancther
{Chaptar 11}.

The Serond Habit: Teach Pomitive o

After BEdison's sevan—hurdreth unsuccessfiul
attempt to invent the electric light, he was agked
by a Hew York Times reporter, "How does it feel to
have failed pever bundred times? The great inventor
recponded, "Y have not failed seven hundred times.

I hava nat failed once. 1 have succeeded in proving
that those seven hundred ways will not work. When I
have climinated the ways that will not work, I will
find the way that will work.®

Several thousand mora of thesa SUCCBRSEES
followed, butr Fdiaon finally found the oma that would
work arkl invented the electric light.

Failure is an attituds, not an outcome.

(Mackay, 1590}

History is full of examples which demenstrate the value of
planning, thinking, and reacting positively - the value of a
positive attitude. Letfs face lt, having a Collective Expert is
1o guarantee of getting it right the first time. or the second.
Oor the third. The key is to always gain - from successful and
unsuccessful attanpts — to coantinually Increassa and collaestively
apply what is learned.



The Third Habit: Individualize

Teachars and parents continually strive to pravide
individual attention to meet the variety of needs gnd learning
atyles within any given classreom. In consldering the education
of students with autism, for example, the axtent to which an
gducational program must ba individualized to ke effective and
successful is magnified, reguiring greater staff and parent
involvenent.

one factor centributing to this need to individualize is
the complexity surrounding the disability of autism.

Part of the complexity relates to the fact that
autism is a syndrome. Mutiatic percons display
certain characteristice (behaviors) that fall within
certain limits. Each autietic person, however,
pragents a different pattern of behavior from other
individuals who may have the same diagnoatic label.
[Wolthuis, 1950)

Another factor relates to tha direct and inmediate impact
of edocational programming on students with autism. For
example, mompare the impact of educaticnal programming on the
davelopment of eocial skills in general education students, to
that of students with autizm. The general sducation students
learn communication and social ckills as part of their
aducational program, and independently from a wide variety af
axperiences. In contrast, educational programming for students
with acvtism directly addresses the development of communilcation,
sosial skills, and behavicr, &Alse, students with autiesm are
less likely to learn independently from other experiences, Tha
resuit iz a magnified impact of educatienal programming on
students with autism.

In addition, autism iz a deavelopmental disabillity which
holds life=lgng implicaticons not only for those afflicted with
it, but for their families as wall {Cohen and Donnellan, 1987) .
This iz not only true of autism, but mest developmental
digabilities. Cansegquently, the long ternm importance of the
effectiveness and applicability of educational programming prier
to graduation ls increased for students with disahilities and

their families.

Therefora, individualizing an educational praogram for a
person with disabilitles requires attention net only te the
student’s needs and abilities, but habitual involvement of
others directly impacted by programming. The availability of
opticne and choices lie in the creativity and collaborative
efforts of professicnals, parents, and students. Peyvond yearly



reviawe or threa year comprehensive re—evaluaticns, the
contribukions of students and families to the ongoing
development and details of an educaticnal intervention are
critimal to ite success = a success defined by the student and

those c¢losest ta him.

Many students with autism have difficuolty generalizing
acquired skills.

For SOEe Treason mahy autistic persons seem to learn new
gkills or bebaviors in the context of certain situwations
and then cannot apply thesa newly learmed gkills in a
gituation that ig diffarant from that in which the
nriginal learning took place. (Wolthuis, 1590]

The fourth habit of effactive educational programming for
students with developmental dlsabilities, szpecifically thoss
with autism, invelves teaching identical skille simultanecusly
in a variety of enviromments. In deing so, it is gquickly
apparent that the context of a given skill can alter how it is
performed, enough 2o that toc a stodant with autism the skill

could seem uptamiliar.

The Corriculum System les designed to enable professichals
to monitor develeopment of similar skills in different
environments, through the use of one method for recording and
mEAEUring progress.  With data cobjectively recorded on the
acquisition of similar skills in different environmants, a
student receives practice generalizing skills. Alsc, the
factors contributing to the learning of new skills may he
jdantified. For example: a student is performing a given akill
independently in one environment, but requires extensive
assistance to perform the same skill in ancther environment.
The factors contributing to the student’= independence in the
first enviranment can eften ba identified and applied to the
gacond environment, as well as to the learning of other skillz
in the future (Chapter 4 & Chaptar 5}.

The Curriculum Systam also provides for the tracking of
gkille acyoss tims. Skills are functional only if they are
eventually retained and applied without continual review. The
Curricualum System uses & systemn called sSkill Tracking te check
for retention and generalization of skills across time as well
as across anvirorments (Chapter 5.



The Pifth Babit: Modified Visualization

"The positive use of the imaginatien ip often called
visualization" (John~Roger and McWilliams, 1991). Visualization
is a critical compenent of succass. Harvey Mackay refers te the
impact of visualigation in a chapter titled, "Fantasizah: MI
came to realize that fantasizing, projecting yoursalf into
succeszful situwations, is one of the most powerful means there
iz to achieve personal goals.® (1988)

There are many examples of succesaful athletes using
visntalization., Many =an be cbserved opn the sidalines of a
footBall game or gymnastics competition. There, athletes make
zmall mavemeants just prior to a performance, seemingly in
ragponse to something they are thinking. In fact, they aro
thinking, visualizing a successful pexformance. A "warm vp" for
tha brain, a rahearsal of a desired outcome; visualization is a
valuaple tcol for many peak performars.

Stephen Covey discusses research conducted by Dr. Charlea
sarfield concerning the characteristics of peak performers:

one of the main things his ressarch shewed was that
almost all of the world-class athlietes and other peak
performers are visualizers. They sec it, they faal it,
they experience it befora they actwally do it. They
begin with the end in mind. (Covey, 10989}

If visuallzation is associated with success, can it be
medified as part of the educational process for students with
davelopmental disakilities? In an effort to answer that
guestion, two aspects of visuwalization ere increasingly

apparent.

First, students with digabilities, particularly those with
autism, have significant difficulty viguwalizing. Therefore, the
first step toward modifying visualizatien is to take It apart,
step by step, to identify the raquired skills. The resolt?
There has to be an ability to form some kKind of Aipicture”, maybe
not visual, but a mental "pleoture" based on information
{avditory, tactile. anythingl) that can be recalled for
rehearsal., "Den't let the word ‘viswal® throw you. We're
talking about the imagination. Some people primarily see things
in thelr imegination. Others primarily feel things. 5till
others primarily hear things. @hichever semse you use to AcCCERS
vour imagination is fine." (John-Rogar b McWilliams, 1951}

Second, peopla rowtinely and babitually visualize daily
gituations, not just major goale or performances, te assist thenm
in mentally pre-selecting responses. visualization centinually
worke for mest pecple to prepare them for upconing situations...
sitnationg which often have sooial impllications. For exanple,



it a perscn notices he is late for work, a serias of very
ascurate guesses concerning his boszs’s reaction help‘him prapare
a response ahead of time. People visualize many social
situations prior te their occurrence. Throughout the day, .
people constantly guess to prepare thenselvess for each situation
they encounter. If they didnct, each sitvation would feel like
entering a room where the crowd has just yalied reURPRISE!™

visualigation will work for atudents with dipabilities enly
if it can ba modified to make 1t understandakle and funhctional.
2tudents need to learn whakt to visualize, and why. Students
also need to learn whan to visualize. For example: a fleld goal
kickar visualizes a perfect field goal az he stands at the side
5f tha fiald, not a starring role in Swap Lake. Students with
disabilitiss, autism in particular, need to have visualization
structured to assist themw in learning when, how, and what to
visualize. Therefare, visualization has to be built inte the
routines of a curriculum for studentz with disabilitias to
replicate the role visualization plays in the lives of
non-disabled peaopla.

These two aspects of visualization are addressed in an
instructional concept important to The Curriculum Systam,
CUESSWORKS. GUESSWORKS i=s visgpalization, modified and made
funotional. GUESSWORKS structures visualization and applies it
through several activities and techniques in The Curriculum
System. It is:

- the rationale behind 00P%, an instructional intervention
developed to decrease prowmpt dependence of more seversly
inpaired students (Chapter 5).

- & part of Social Reading, a technigue assisting the
development of social sakills {Chapter 11}).

- a special sectisn of objectives in the Cbhjective Bank
designed to assiat students in predicting upcoming

spcial eituatiens [Chapter 4).

- the rationale behind the format for writing objectives
and evaluation forms which assist students in predicting
their own performance to compare with actual performance
(Chaptar 4 & Chaptar 5).

Visuvalization 1z alse structurad for parents and
profassionals in The Curriculum System. The Collective Expart
(Chapter 2} must visualize desired ocutcomes to set not only
short term, but long range goals. Tt 18 often difficult to
visualige de=ired goals for achievement two, three, or ten years
ahead. Still, a long range plan is critical if a student’s
educaticnal program is to incorporate oxpericnces and



instruction leading to the desired putcome. Add detail to long
range goala. Feap in mind this guote from Lily Tomlin, "I
always wanted teo be gomebeody, but I shauld have been mere
epacific." (John-Roger &k McWilliams, 1991)

In addition to providing a long range focus, visuallization
plays an important part in the puccess of more immediate
educational experiences. For example, in establishing
placements in neon-shaltered learning environmants, it is helpful
te first create a mental picture of an optimal situation for the
gstudent in that setting. Onca a placement begins, it L8
important to recall the original mental picture as a standard of
compariscen for tha actual placenment.

The Sixth Hahit: Focused Goals

Many people make goals. The =ixth habit discuzses focused
goals, why they are important, and how to apply and actively use
them as the center of an educational effort.

successful people know where they are going, and why. In
fact, they meost likely knew where they were going years ago. "If
you don’t have a deatination, you’ll never fet there, " (Mackay,

1988)

Achievement of any goal is dependent upen a positive focus.
George Bernard Shaw put it this way:

People are always blaming their circumstances for what
they are. I don‘t believe in circumstances. The pecpla
vho get on in this world are the pecple who get up and
1ook Ffor the circumstances they want, and, if they can't
find them, make them. {(John-Roger and McWilliams, 1991)

Gaals can give rise to determination, persistence, and
atience - gualities which are often associated with succezsiul
efforts. Tha most powerful goals are not those created by
otheys for students, but these determined by students for

thengelvas.

students nesd the cpportunity to establish thelr own goals
in addition to those selected for them. The way in which that
opportunity is presented will largely determine the degres to
which a studant is able to understand, and apply, goals to their
swn experiences (Chapters 4, 5, & 100.

The process of goal setting, and using goals to improve
performwansa, <an be medified for many students with autism and
sther developmental disabilities, Meodifying the process of goal
satting involves specially designed matarials, structured



cpportunities to set goals, and ongoing experience in working
Wwith - and toward - personal geoals. Students gradually learn to

develop goalg in cooperation with others.

Follow-thraugh is extremely important. Students may need
aasistance in measuring their progress toward a goal. Sone
students may ke able to identify factors contributing to their
achievemant of, or fallure to reach, a given geal. Whan taught
effectively, self-selected goals may increase student
wotivation, and often develop renewed interest in the evaluation

process (Lfhapters 4, 3, and 10).

In additien te establishing and reviewing long tarm goals,
the Collective Expart (which insludes the student whan possible)

iz continually invelved in the astablishment of short term
goals. This is accomplished through processes gdef!ned in
Chaptars 4 and 5) used in development of the Objective Bank, and
a curriculem and an evaluation system [or each ctudent.

Th Habit: ified Self—Eva jon

Selt-avaluation is a critical part of learning, and plays
an important reole in any educatipnal experiance. PEGPIE
routinely decide on a course of action, take that action, and
make correctipons based on their experience. Mistakes provide
perscnalized feadback, and together with other forms of feedback
create a personal epportunity. "While we are freae to choose our
actions, we are not free to choose the sonsequencas of our
actions." [(Covey, 1983} Within those conseguences lie
successes, mistakes, and opportunities for learning. “Learnding
from mistakes is tha essential requirement for effective course
sorrection, although by no means the easiest to demonstrate.™
[Mithaug, Martin, Agran, & Rusch, 198B}.

For students with autism and developmental disabilities,
Tecognizing and responding appropriately to mistakes or
pucceasses as they occur is giten difficult, To make this
process meaningful fer students, it has to be systematically
addressed step by step. HModifying self-evaluation invoelves
clearly communicated goals and exXpactations, structured
experiences with goal =etting, ongoing visual and
multi-sensory feedback, and support materials and insatructional

techniques.,

Through ongoing practice with salf-evaluation, students
have an apportunity teo gain a more accurate uwnderstanding of
thalr own strengths, weaknesses and interests. Sslf-evaluation
gkille are routinely addressed throwghout The Curriculum System,
most spacifically as part of The Evaluation Sygtem fChapter 5),
to inprove a student®s ability to evaluate his performance in a
given situation.



& Ei Habit: ie Eff g to

Tha fisld of educating students with autism is dynamic,
with continually emerging developmants and discoveries which oan
wltimately improve a student’s succese in the educational
setting and beyond. With a disability so highly individwal in
terms of behaviors, severity, needs, and abilities, it may be
difficult to selectthe most appropriate goale and interventions
for aach studernt. The tandancy to "chase all rainkows" can
wltimately throw educatisnal efforts on a zig-2agging course
from one intervention, to the npext. While some developments are
succaesful and exciting, others are disappointing and uee
valuable time.

Profesdionalz are not alone in tha frasgtration that can
repult, as Charles A. Hart, a parent of an autistie child and

author of Without Reason (1989) explaine:

Over the fiftesn ysars that I bave balonged to the
Autism Sociecty and read newspaper clippimgs sent to me by
wall-meaning friends and relatives, I have prxobably heard
at least a dogen "miraculous interventicne® that were
supposed to solve the probleme of people with autize
orze and for all.

At one point, seven years ago, when biclogical
repearch reported discovery after discovery, a friend
suggested that we form a "cure of the menth club.®
(Hart, 1990)

Tt is important to remain open te the potential of new
dipcovearies, while steadfast in direction. To maintain balance
between the cptimism of hope and the responsibility of reality,
tie afforts to the principles underlying the habits of
guccassful programming Jjust described:

1} Work collectively with trust and respect. Seek
knowledge and common scnse, not control. cet a good
team and work together to assist a student in reaching
his/her peteantial te iive and work interdependently.

2} Teach positive and never give up.

3} Considar the hope of pew ideas with the wisdom of
collaborative evaluation. Balance discovery in light of
each individual stodent and family. Create a balanced
and individualized aducational program.

4} Teach similar skille sipultanecusly in a variety of
environments.

5) pemeonstrata and teach visualization.
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&) Focus an goals and usa them extenzively, and

7} use self-evaluation with students, and to continually
learn and ilmprove collective efforts on a student’s

kehalf.

Summary

fthe Curricelum System, described in the following chapters,
iz a collection of processes, guidelinez, forms, materials, and
inetructisnal technigues focused on a goal of sffective
interdependence for students with autism and other developmental
digsabilities. Interdependence is the goal and the collabeorative
processes required to achieve 1t. Defining success for each
studant individually; The Curriculum System habitually
inesorperatas sucoessful principles ta achieve the desired
edecational outcome for sach student.
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Introduction

The field of speclal aducation iz full of experts.
Traditicnally, professionals in education come to he considered
experts for a variaty of reasong. They may be consgidered an
expert becausa: 1) they have worked with many children; 2) they
have corpleted extensive research; and/or 1) they achieve
sxcepticnal results with their students. Wa need these expertes.
They provide wvalwable infermation and expertise in an area of
sducation which has to be apang the most dynamic and challenging
- praparing studente with developmental dicabilities for the
future. The curriculum System iz dependent on all of these
experts, and ona more.

Thiz last expart must hawve a detailed and comprehensive
knowledge of each student. This expert is needed to croaate for
aach student an educational program that is consistent with a
gtudent’s current and future needs. This expert ie oot one
person, but many people working together on a student’s hehalf.

Experiences emarging frem the field of autism indicate
collaborative and creative efforts between parents and
professicnals are not always eas¥. 1In & paper presented at the
Autiem Society of Amecrica‘’s Annual 1391 Conference, "learniby to
collaporate: The Case of Professionals and Family Menbers
Serving Pecple with Disabilities,"™ Ccindy L. Capaldi writes:

crowing interest in forming partnerships is a valuahle
first astep to shifting the focus of families and
professicnals away from maintaining power boundaries.
With this change, building lasting solutions te problems
facing people with disabilities gains priority. But
despite sincere intentions, serious problems exist in
charging from autheritative to cooperative problem—
solving. Collaboration requires foundational changes
in thinking processes, and, data collected recently
from cocllaborative workshops indicates that both
professionals and family menbers nead gxill-tmilding
in cooperative problem solving ([1991}).

In a panal presentation at tha same conference, topics
cavered indicated recurring ohstacles in the parent -
professicnal ralaticnship, including "Honesty and Tact — Can
They {e-exist?" and "Trust: a 2 Hay Street" [Moreno et al.,
19514 . Despite the apparent difficulty, the need for
cooperative afforts toward transition remain unchanged 1f the
goal iz a succezzful owtcome.

12



Some peaplea may not be natural collakorators. HMany Eeaple
fesl more comfortabla with more control, rather than sharing
control with collective judgments. Werking as a wepber of a
team may be far more difficult than becoring a traditional
expert as an individual. Therein lies the challenge, not the

obatacle.

The Corricwlum System reguirez that those working on behalf
of students learn new ways of daing things to significantly and
positively alter the fukbure of each studant. For each EFudent,
a Collective Expert iz identified. A Collective Expert ie a
defined group of people working together on a student’s behalf.
A Collective Expert reguives a commitment from each of itsd
mambars - a willingnass to share contrel, and a datermination to
apply succegaful principlez and hakits when working tﬂggther+
For these reasons, The Curriculum Syatem identifies basic
quidalinaes for each Collective Expert to follow.

For a Collegtive FEwpert, You Will Need:

There ie one Collectlivg Expert for each student. A
Collective Expart should minimally consiet af:

- the secandary student
- the parents/group home parentsflegal guardian
~ the teagher

These pacple may also decide to include any of the
following as part of a student’s Collective Expert to assist in
making decisions concerning educatienal programming:

- an administrater

- a Jobh ceoach

= a student’s employer

- a close friend of the student/family
- =soolial worker

- student advocate

- psychologist

- speach and language speciallist

Suggestions:

1) K¥eep the Expert large enough to incorporate differant
pergpectivesa, yvet small enough to be flexible. IF
anything, err on the side of limiting the number of
pesple. This is preferable to creating something nore
conducive to party status than proklem selving.

13



2} Keep in mind a ¢ollective Expert can decide to copsult
with anyona at anytime, making it unnecessary to
jnelude on & regular pasisz thoss professicnals whose
axpertigse iz needed only oeccazionally.

3} Make cure the Collective Expert is Clearly ldentified,

written on 2 list with copies distributed to each
member (Appandix B: Collective Expart Form;.

Feeping a Ceollective Fwvpart Fffective

Balavee

The affectiveness of a Collective Expert is threatansd whan
not in balance. For example, whenever ona member "pre—decides"
a courpe of action hefore consultation with other members, tha
procesges for decision making are rendered ineftective,
Consequently, the expertise 1s strengthencd with every
collaborative effort to define and achieve goals., A Cellactive
Expert must continually demonstrate an understanding that it is
critically interdependent with each of its members.

OK, ¥ho Messed Op?

Working collectively minimizes mistakes through checks and
balances. Whern mistakes do oocur, Proceed With Caution. The
aftermath of mistakes may be fatal te a Collective Expert; it‘s
okay to make nmistakes, but critical te do it right. Az part of
cné Expert, each person hae an egually shared responsibility for
miztakes, Right hands don't blame left hands for belng less
dominant or performing lass werk, 2and vice versa. Histery is
full of preof that pecple tend to identify zomeocna ragponsikle -
even with a cellective failure.

Tt*s not a migtake if it‘s perceived as gained experience
jretead of as a failure. Keep things positive, and keep going.

Take Care, Value Tipe

cgllective Experts meet only when needed. ARy menkher of a
collective Expert may call a meeting of its members at any time.
Many contacts and decisicns can be made by phone, or by a mamoc
distriputed to the Collectiva Expert. IF a follective Expert
meating runs past half an hour, absclutely if it runs past one
hour, the Expert should feel very restless. Hot many exparts oT
affective pegple are inefficient, and the sama hakits of
success that apply to individuals, are of magnified importanca
when people work together.

14



Have & goal for each meeting, expressed in a tlght agenda.
Get to the point., Limit anecdetes. Think, "tick, tock!.
Develop habits which foous and responmd positively.

a2 Ooll ctential

Yalue the potential of collective efforts. These
gquidelines may help, though each Collective Expert may write and
follow their own:

- Shara (responsibility, control. actian).

- Think (togeather).

- Listen {na pradetermined solutions}.

— Be honest and direct.

— Trugt and believa one another f(there really ir such a
thing as limited funds, and the student really does
behave that way at home).

- De it (thought without action isn’t thought. It’'s
non=recyclable brain impulses) .

SLININA T

This manual is written for one andience and one aedience
only: the Collective Expert. Pecple with autism and
developmental disabilities reguire and respand to the best
efforte aof athers, and those efforts must ke collective.
Certainly one professional, or cne parent, or one administrator
may own and read this manwal. There is only one Expert who can
take it from these pages to daily implementation and the very
real achievement of educational goals...and it iz that
potential, that combined expertise, that this manual addresses.
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CHAPTER 23

cul 5L arcds
Introduction
The Curriculum System Standards (The Standards) protect the

rights and define the roles of thosze invalved in & student’s
educaticnal program. Beginning as a protaction of student
rights, The Standards expanded to include the Tights of cthers
in ecurriculum development and sducaticnal pianning. Ihg

L= ta rds are written in two sections,
standaxds for Studgpn Partici ion i ansiti
and Standardg for Commupity Participatiop in Trapsition
Programmind .

il

an incident in a community based vocaticnal training site
initiataed devalopment of program standards to ensure student
righta. & non-verkal, zeyverely impaired student with autigm was
training in a factory supervised Dy his teacher/coach. During a
conversation at break tima, one af the epmployees acked thea
student & guastion, and the coach quickly provided the answar.

The coach did not notice that ismediately the student’s
hehavior became more negative and his table manners declined.
The amployeas did notice, and complained to their managar that
the coach had spoken in freont of the student wlike he wasn't
thera." Tha employees felt the studentf= responze - the
increase in negative behavior - Was a direct result of the ceach
providing the answer for the student, instead of invelving the
student in the answer. The manager shared the smployees’
coneerns With the teacherfceach, who responded by develaping the
ctandards for Student Participatien in Transition Programming.

Following review and feedback by professionals and parents,
the Standards for Student Participatlien in Transition
Frogramming were impglemented on a daily ba=is. Thay had an
wnexpected impact, and rasulted in surprising changes in student
pehavior. The relationship betwesh teachara, staff, and
students changed as the students came ta realiza they were
having a direct impact on thelir daily 1lives.

suddenly handed freedom with no experienca using it,
howaver, the students had difficulty understanding when reguepts
had to ba declined or cther peaple had to ke consulted for thelr
gpinion. Several gtudent needs surfaced, resulting in staff and
perent concerns. The students needed a functiocnal understanding
mf their needs, strengths, and weakncsses to become competent
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menbare of the decision making progress. They needed practica
working with othars on their own behalf. They needed to accept
the input and influence of others on their new freedom.

Development of The Standarde and their daily implementation
oreated a definite turning peint in the program. It wWas marked
by instrection of new skills and greater student achievements.
The Standards changed the course of development of each
stedent’s curriculun and this manwal. With only minor
revisions, thay bhave stood the test of time while guiding
decigione and transition planning.

standards can bhe as individual as geals. It is important
to realiza the followipg standards were developed for sacondary
studante with autism and developmental disakilities
participating in transition programming at Jenisen High School,
in Janison, Michigan. These standards are not intended to fit
every program, or every set of students. It is hoped they can
gerve as a model to use in developing standards te meet the
naeds of educational programs ih other communities.

Standards for Student Participation in Trangition Progqramming

students participating in transitisn programming will be
provided individualized opportunities to aeguire =kills for
participation in the community at large to tha greatest extent
possikle. As many, if not all, of cor ztudents will hecome the
future consumers of adult community servicas, it is owr goal to
prepare them to exprass their needs, make decisiens, and wtilize
staff and community resources to the greatest extent pocssible.
In implementing this philosophy of integration and attitods of
conguperism, the following Standards for Student Participation
in Transition Programming will be adhered to at all times.

I. 211 rights and preotectien provided all citizens.

II. 2ll traditional ethical standards of education, including
confidentiality and a student’s right to privacy,
including:

A. Right of a student to refuse optiocnal press coverage.

B. Informed consent and signature of student on modified
relaase forms prior to all publicitey.

17



TII. Protectian of a studentfs rights as an educational

Iv.

consuner, including to the greatest extent possible:

&. Inclucion in edecatisnal planning and transition
weatings with:

1. Preparation prior te the meeting.
2., Modified interpretation of presented issuas.

3. FPrior understanding of available choices to
be made by the commitiee.

B. Individualized ewplanations {(using modified materials
if necessary) of available choices throughout the
school year.

. Opportunitiee te acguire the skills to express persconal
nasds, regquests for help, and desires to others.

D. Peoaitive response by profeszional staff andfor
the collective Expert to expressed needs, and/or
digruesion and posesibkle compromise with professional

staff.

Protection of a student’s right to exercise parsonal
cholice to the greatest extent poseible, including hut net
limitsd to input into:

A. Salection of general education clazses.

BE. Selectian of vocatipnal training site experliances.

Protection of a student’s right to a well informed
non-sheltered enviromment, including:

A, Communication and interacticn with each enviranment
pricr to student placement, for example:

1, "Circles" (Forest, 1887) or similar activity in
genaral education clasges.

2. FPlacement of a staff person in each vocational
placement prior to first student placement to:

a} Experience the gocial envircnwent and requirad
job skills.

k) Establish objactives and develop an Evaluation
af Student Parformance form [Chapters 4 & 5).

£) Frepare co-Workers.

18
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VI.

VII.

VIIX.

Ix.

Protection of a studentfs right to personal informaticon to
tha greatezt sxtent possible, including:

A. Student permiscsicn, where applicable, to share
confidential information with potential learning

gnvironments.

E. Ideptification to the student of all people invelved in
his/her evaluation, andfor people to ha informed of
Progress.

£. Modified explanation of all types of student
evaluation.

D, Notificarion of occurrences of all evaluation
procedures.

E. Ragular access to a medifiled, Lf necessary, o
interpretation of datafprogress in wacational training
sites or gensral eduration.

Protection of a student’s right to input into decisions
concerning =ach placemant in general education andjor
community kased vocatienal training, including:

2. FRight to all considerations and actions necessary to
maximize student independence and performance in all

areas.

B. HRegular, scheduled opportunities to express likes,
dislikes, and/for concerns over any placement.

€. The right to reguest collective consideration of
termination of any placement.

safety factorsfissues wWill be evaluared for each student

on an individual basis teo:

A. Datermina risks to student =zafcty.

B. Determine possible action/precavticons nacessary to
ensure student safety.

Frotaction of a student's right to positive, "community

approved” bahavioral interventions, including:

h. Positiva programming.

B. Right tgo freedom from negative public ¢cmment
coneerning student behavior andfor perfcrmance.
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X. Protection of a studentfe right to make mistakes,. including
to the greatest extent possible:

A. Opportunity to make mistakes.

B. The right to experience, with support if necessary, the
anxjety associated with mistakes.

. An ongaing opportunity {(directly supported by
evaluation and inatructicnal techniguss and meterials)
for student recognitien of problem bahaviors.

0. The right to identify arnd use reasonable student
solutians to mistakes/behaviors whenever possible.

E. Staff assistance with problem solving when nesded, not
before,

¥I. Individualized, mpdified presentation of all rights to
maximize ptudent understanding and participation whenever

poEsible.

Defining "cemmunity" as parents, professicnals, persons
apgsociated with bupinesees, general education studentsz, and
pecple of the community at large, the following Standards for
Community Participation in Transition Frogramming protect rights
of the community te representation and (possikle) participation
in community based programming. These Standards zerve to
racognize the potential and impact of instruction of students
with diesabilities cutside the traditional self-contained

claggraod.

Standards for Community Participation in Transition Brogpramming

With the pecple of the community directly affected ky
decisions regarding edocational programming, thesa standards
ensure their necds and goale will ke represented, and their
efforte to assist in educational geale will ba supported.
Working to reach a goal of a positive, inclusive learning
community, the fallawing Btandards for Community Farticipation
in Transition Programming will he adhered to at all times.

20



IT.

III.

All rights and protection provided all eitizene.

All traditional ethical standards of education, including
confidentiality and the right to privacy ensurad for each
mamber of a community.

A.

Protaction of a community’s right to refusa opticonal
press coverage CORCerning community invalvemsnt in a
studantts cducational program.

cansent to all opticnal publicity organized through the
schoal ftransition program.

Each community based learning environment, including
general education, will meet the folleowing criteria prior

to instruction:

A

opportunities will b= provided for the Collective
Expert to determine learning envirenmants appropriate
for achieving student goals.

Written program goals will ke provided to each targeted
learning environment.

student information, including jnformation concerning
the potential or probability for negative behaviar{e},
will be confidentially, accurately and honestly shared
with relevant persons in each learning environment.

1. Permission to share this information will be
spcurad from a student andfor a student s lagal
guardian. {(See Standards for Participation in
Transition Programming, Section VI. A..)

Safety factors/issuves will ba evaluated for each
placement on an individual kasis to:

1. Determine risks to community safety.

Z. Determine possible actien/precawvtionz necessary to
ansure community safety.

3. Determines feasibility of student participation in a
given instructicnal setting.

4. Ensure a pafe learning experjience for all.

Stvdent goals will be idantified for each learning
experience, in writing, as the result of a continual
opportunity for:
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Iv.

I,

1. Ipputfraview/contribution cf the Collactive Expart.

2. Posgible input of other relevant parsons,
including: student coaches; geheral education
teachers: adult compunity service providers; future
providers of vocational supphort; Case managers;
other special educaticon professionals, manageare
and employees of vocational training sites.

ongoing chbjective evaluation of progress on student
goale in a community based learning environment will
includa the opportunity for input from relevant
persons, poasibly including: managers and epployeas of
vogatignal training sites; geanaral education
professionals; instructional assistants; the student;
and parents (regarding impast of community based
learning experiences at home).

Protection of a community’s right to appropriate
pregaration prior te student placement. ( See 5tandards

for Student Participatieon in Transition Progranming, V.A.]

Frotestion of the community’s right to support as a menbar
of the sducational process, including:

A.

Regular opportunity to express concerns or ideas
concerning the transition program or a student’s
placemant /Hrogress.,

continual opportunity to identify additional student
goals to assist in improving a student’s progress.

cuaranteed staff and materials to maximize potential
for student and compunity SUCCEBS.

The right to immediate ceonsideration and response ta
any request for termination of a2 student’s placement.

Protection of the community's right to participation as a
mamber of the educational process, including where

conslidered appropriate:

F.

Recognition of the relatienship between a student and
those in each learning envirpnment, with demohstrated
regspect for their pessible 1) shared ownership of
student concerns and 2} desire to he includedfconsulted

in decisions regarding their placement.
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B. Invitation of relevant community members to
Individualized Educational Planning Committes
(I.E.P.C.) meetings and Individualized Transition

Flan {I.T.PF.}] meetings.

©. TInvitation of representative community members to serve
on program governing hoards and/or committees.

VI. A copy of the Standards for Compunity rarticipation in
Transition Programming will ke provided each learning
anvironment.

SR T

This chapter defines the roles of those invelved in a
student’s educaticnal program, amnd protects the righte of all
pecpla invalved in learning environments., In doing so, The
curriculum System Standards s=ek to estaklish environments
conducive to learning in the schoel and the community.
Ensuring the rightz of all individuals and applying the
principles presented in Chapters 1 and 2 estaklishes an
opportunity ta develop an effective and rasponsive edvucational

PToOr AN,
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CHAPTER 4

Tha _oObjective Bank and Reglated Tnstvuctiongl Technigues

Introduction

. flecently wmany curricula have bean developed for lnstruction
in the community. Thesze curricula contain a wealth of
information, gozls, and objectives which are relevant and
applicakle te eecondary students with digabilities. They are a
valuable ressurss with the potential for improving instruction
for students le2rning in non-sheltarad learning environments.

At will be demsnetrated later, thay can be incorpeorated into The
Curriculum System, or used esimultanecusly with The Curriculum
System as part of the educational program.

commercial surriculums are written to ke applicable to any
student, in any community. Considecing the highly
individualized needs and behavicors of students with autism and
devalopmental disabilitiss, and the specific learning
epvironments in each comounity, compersial curriculums may
require modifications to be effective. For example, few
compercial curriculums will outline the goals for teaching a
multiply-impaired student with autism ta parform assortad tasks
as an assistant clerk in a hardware store in Duncan, Gklahoma.
2till, that is exactly what is needed for students with
digabilities learning in thelr communities.

considering the goals of commercial curriculums may be too
general, the evaluation of student prograss on thosa objectives
way be inaffective, or unreprasentative of actual student
progress. IF the identified goals are too general, the
svaluation process: 1) may maasure a student’s progress anly in
rarms of tha commercial currpiculum used, not in terms of the
atudent s performance in his/fher community and 2) hay ot
accurately provide the systematic detailed infermaticn the
student, parents, and profeesionals raguire.

The b} fg Urr 11m

The forms, technigues, activities, and processes describad
in this chapter cutline guidaslines for developing an Objmgtive
pank, and a specific and rasponsive curriculum for those "hard
to reach" educaticnal opportunities. Each collective Expert @may
add, subtract, or revise this, and all, chapterz of The
currlculum System. Understanding tha curriculum, and the
rationale hehind the various Fforms and components, should assist
a Collective Expert in deciding bow to personalize it to fit
their program and respurces. Itfs a curriculum dasigned to be
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tailored for individual students, parents, professionals, and
their communities.

fharactaristicg of The Objective Bank

central o The Curriculum System is the Okjective Bank.
Phis collection of objectives is developed by the people who
will ume it, and is continually expanded. In other worde the
Objective Bank reflects the axact needs of students, parents,
professionals, and placements while continually growing along

with a

program.

An objective Bank has certain characteristice, including;

—_

a greater inveastment of time than monay, wi@h most
resources for its development currently available in
any scheoal.

obiactives from; other curriculums; general education
coupeas and their medified sureiculums (chapter 9); task
analyses of jobs {Chapbter 2 and this chapter); and
compunity baged instruction activities,

cbjectivas contriktuted by students, parents,
profeseisnals and memkers of the community in rasponse to
new goals, hehaviers, and gpportunities. In this way, an
pbiactive Bank is ceontinually updated, containing the
ax¥act £kills an individual student needs te learn in a
gpeclfic learning envirenment in the copmupjity.

a "student friendly" format, making poseible the
invelvement of many students in the selaction of geals
and objactivesz,

objectives written in a format to develop medified
vispalization skills (Chapter 1, and this chapter).

Objgctive Banks: Where and How to Start
A sBtep by step deccription of how each of the abowve

characteristice are developed and conbined to form an Obhjective
Bank follows.

To start an Objective Bank you will need:

l. People

Hegquired: -special educatore

=inatructional aspistante.
=an administrator whe believes thie will work
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Cptional: -parents
~general educators
—student=
—-mambers of the community
-the Collective Expert
-ather professionals

Many people listed axs "optional" above will mpst likely
contributa later, but are nat eritical te initially setting up
an dbjectiva Bank.

2. Time to invest

Hersain lies the major cost of an Objective Bank.
Profassionals will need to sslect objectives from existing
resauress, coppleted task analyses, andfor the general education
curriculem. These gbjectives will need ta be typed, one to a
page, in & special format described in this chapter. In this
way, starting an Objective Bank Mrecycles" existing curriculums
and resources, coordinating, redefining, and wpdating their use,

3. Bpipment and Materials

Equipment: -computer and word processing program
-printer
-three hole punch

Materiale:+ ~computer papcr
~large, three ring notehooks (2-4 to start)

-locselaaf noteback Adividers
-gxisting curriculums and resources

Optional: -plastic page covers

1 i Banki Ok

Thi= section describes step by step how to select and
arganize objactives inte an Objective Bank.

a etk

Opjective Bank objectives state general steps; thay do not
break general steps of a task down into several smallar ]
obdectivas., For exampls, an objective may read, "Student will
wegh hands before work," instead of aight or more ckjectlives
ligting the several smaller steps involved in that preocess

f{Chapter 5).
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To begin an Jhjective Bank, include objectives which are
relevant for your community and youy studente. To do this,
review and selact relevant goals and shjectives from existing
curriculums. Selact objectives addressing skille neaded by
students learning in the community, particularly those
addressing functienal, applied academics, kehavieral, and asccial
skills development. {Objectives will need Lo ke restated in the
firsgt perscon, "I will...", and as general, hasic, steps.)

Look at any previously completed task analyses from former
vocational training amndfor community based placements. Each
general step i=x a possikble okjective. These chjsotjves ara
likely to he zpecific to a certain learning envirconment in the
community, and will therefore ke placed in their own section in
an Objectiva Bank.

A good way to start an Okjective Bapk is te start by
focusing on one area of programming - for example, vocaticonal
training siter, general =duecation placements, of comtunity based
sltes. In this chapter, writing and organizing ohjectives for
vocational placaments will be used aF an example. Once familiar
with using an Objective Bank in one araa, the same process can
be used to expand to other areas (general education and
coprunity based instruction, for example}. This will enakle
comparison of student progress across different envircnments.

Organizing & "Bank® for Selected Chiectives

Divide one or two notebooks into categories for selectad
objectives. Suggested skill areas may include:

- Arrival

- Sweojal Skills

- fommunication Skills

- Break and Lunch Time

- Functilonal Academic Skills

- One pecticon for each vocatioenal or general educaticon
placement

- GUESEWORKS

= great Habitz {(CThapter 10)

Coding and Typing Chiectivas

Dhjectives should ke written in the first person, usually
beginning with "I will...", following a special formpat.
Raading the section, "GUESSWORES: Fart of Each Objective in the
Bank™ in this chaptey is recommended prior to typing and coding
objectives.
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Divide and code abjectives according to the list of
categories at the bottom of tha previoes page., Davelop 2 coding
system which lndicates the category, and aesigns each ebjactive
in that category with & number. For example, the first
ckjective in the Arrival saction may ke coded Ar-1. To eimplify
for atudent wae, all abjectives in an Objective Bank are
raferred to as goals,

A sample objective from an Objective Bapk appears balow
(Fiqure #1, Form A). The sample acbjactive: "I will wear an
apron at work,"” is coded WG-4, referring to the fourth objective
(4} in the Wilson’s Gracery (WG) category {section) of the
chjective Bank. Use enlarged print, larger than illustrated in
Figure #1, Form A. Follow each objective with two statements:
T will do this myself" and "I will dn this with help”. (The
rationale for this will be covercd later in this chapter.) Type
all objectives one to a page, using this format (Form A}, or
Form B presented later in this chapter (Appendix C: Sample
Objective Bank Objectives, Form A and B}.

FIGURE #1.: objective Bank Objective Format, Form A.
Typa chjectives one to a page.

fenlarged print suggested)

GOAL WG-4
1 will waar an apran at work.

I will do this hy myself.

I will do this with help.

Divide ant place the objectives intoc the appropriate
categories (sections). Flacing each objective in a protective
plastic sheet will add to the durability, and allow for both
versions of each ohiective to be housed back to back: one side,
Form A, the other, Form B.
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.--almost. An Objective Bank is never REALLY Ffinished...

Everyone critical (the Collective Expert} to a student’s
edicational prograwm is given the oppertunity to select and/or
soptribnte objectives to the Objective Bank at any Lime,
definitely with each placewent in a new learning environment.

Eegping an Objectjve Bank "Priendlyn

In devaloping a eurriculum for a community and a student,
the goal is for everyona to be able to use it without a
translatoyr. For many students, as well as for parents, the
vorabulary of commercial curriculums may net ba easily
underztood. In writing the objectives for the chjective Bank,
salect wvocabulary which will reach the majerity of students who
are ahla to read. Thie will ensure most everyone will ke akle
to read and understand the intent of objectives.

Thare may be a concern that something 1s "lost" if a
simplifiad vocabulary is uweed throughsut a curriculum. The moest
pbwioua guestion is whether a certain amount of accuracy is
gacrificed in Eimplifying vocabulary. Having written the first
Objective Bank in professicnal vecabulary, the same fears were
held by this author. Experimenting with a siwmpler wvocabulary
and forms quickly dispelled any copoerns.

An event is an ewvent, a behavior is a behavior, a skKill
is a skill. Changing the wvocabulary only changes how we refer
to the event, behavior, or skill. For example, a student is
going to be reguired to wear an apren whenever he worke at a
local hardware store. The resulting objective in profeasiconal
vocsabulary might read:

*Student will wear tha appropriate uniform
whoen amaployed at the hardware store.®

In =simplified vocabulary, the same objective would read:

*I will wear an apron at work."

A word of caution. The above example is not typical of
whet often happens when vocakulary iz simplified. Usually, the
sEimplified version will reguire more words to maintain the
accuracy of the same objective statad in professional terms. A
faw axtra words and larger print are worth the resulting
opportonities to involwe students in selection of goals, and
self-evaluation (Chapters 5 and 14).
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Another word of cautien. Students with mere advanced
gkille ara likely to ke insulted by a vocabulary if it ia too
simple, In keeplng the ohjective Bank "student friendly", it’s
important to uese a format for okjectives which addresses their
higher skill level. Therefcre, a secend version of the Objective
Bank written in a more difficult vocabulary with standard print
gize, and providing an increased challenge may be developed. A
sample of this second format (Format &) is illustrated in Figure

Fl, halow.
FIGURE #2: oObjective Bank Objective Format, Form B
Ohjectives are typed one to a page.

fstandard print or slightly enlarged)

GOAL WG-4
I will wear an apren at wark.

I will d& thizs by myself.

I may need a little help with

knowing when ta put on the apron.

finding tha apron.

putting an tha apren.

tying the apromn.

I will nead a lot of help.

I will a=k or ta help me.

s obj

in terms of organization, both versions {(Format A and B} of

the objective Bank can ke kept in omne set of threa ring.
notebhooks., To do this moat effactively, purchase plastic ilnsert
pages. Use ons plastic page for each chijective in the Bank.
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place Format A of a piven objective back-te-back with Format B,
and insert into one plastic page. In this way an easy varsion
of a given okjective will appear on cone side of a page, and a
pora Sifficult version of tha same cbiective will appear on the
othar.

The Evaluation of Student Ferformance Forg

whether a student uses Ferm A or Form B objectives, all
selentaed objectives are placed op an Evaluation of Student
perfornance form [evaluation form) in sequential order. While
thara are twoe formats for chjectives (Form A and B}, there 1s
enly one format used for evaluation forms. A sabple of
objectives listed on (ome portion of] an evaluation form is
fllustrated in Figure #3 on the following page. ({The entire
Evaluation of Student Performance form is described in detail in
¢Chapter &, with a full sample of an Evaluation of Student
Performance form in Appendix D.)

Eeep in mind:
= At this point, an evaluation form is tentative.

- pCopies of the tantative form are distributad to members
of the Collective ExXxpart for feedback.

= The student reviews the tentative form, as part of the
Callactive Expert. He has the opportunity to
saleat othaer ocbjectives from tha Objective Bank, or add
some of his own.

- A fimal evaluation form is distributed to the Collective
Expert which incorporates feedback from the tepntative
evaluation form.

- Onee the evaluation form is finalizad it i=s reviewed,
etep by step, with the student.

A Word about "Routine" Objectives

The sample list of sequenced objectives in Figure #3, may
rajse B guastion: Aren't seome of the ljisted phiectives stepe in
a routine, not acteal goals? Especially for more advanced
gstudents, is it necessary to list all the steps of a task, even
those the student performs easily as part of a routina?

Evaluation of Student Performance forms usually list all
baeic staps and skills invelved in a placement = those which are
routing, and those which are goals. The evaluaticon form will he
used for activitiez which depend on all steps heing listed.
Three sxamples:
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FIGURE #3: oOkjectives on an Evaluation of Student Perxformance
Form. [Sea Appandix D for a complete form)

(may be enlarged for individual students)

ARRIVAL BY WITH

HYSELF HELFP z VWV P CRI OOPS

{AR-1} I will say "Helle" to
people I work with

{AR-2} If I am lata, I will
tell my boss why..

{AR-B) I will hang up my
il T | ol

1 1 1 1 1 4 + L] 1 4 4 4 + [ ] [ ]

(MG-4) I will put
on an Apron......

[(WG-5} T will ask Mr. Wilson
which job is first.

L L + + 1

{AR=-3] I will =start
warking. ... .0

FACING SHELWES

fWG~-F5-1} I will look farx
massy aisles of
grocaries. .. ..... -

+ [ ] d 4 + [ ] [ ] 4 4

1. Assisting students in "picturing” themselves in a placerpant

Evaluation forme are used prlor to starting a placement to
communicate goals and expectations to a student. The staft
member may sit down and review, step hy step, the lizted skills,
asking a student to picture himself perfarming each step. Or,
tha student may visit a placement ahead of time, evaluation form
in hand, to “"walk through® the required tasks. The written
ohjectives provide visual feedback which may assist many
atudents with awvtism in wnderstanding what is expected.

The more steps listed, the more clear the expectationa ara

communicated,
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3. To see spaistance from a student’s perspective

While raviewing an evaluation form for a placement
fdescribed on the previows page), a student i alss askad to
make predictions ebout the assistance he feels he will need with
each atep or skill. This informatien is vecorded with a check
opposite each objective on the evaluation form. (Because this is
a GUESSWARES activity a chack iz made at tha top of the
avaluation form in the bhlank following "GUEESWORKS". Sae
Appendix D: Sappla Evaluation of Student Performance Form).

This 18 kept for later cempariscn with a student’s acteal

performance.

Later, the student’s predictions are compared with his
first completed evaluation form for that placement. Experience
with Jenison High Scheol students with autism indicates they
often pradict they will need more assistance than they actually
do. Thile activity provides visual feedback te students
regarding =kills they possessed pricr to the placement.

7. To evaluate indeperdant/interdependent performance

Listing all basic steps and skills on an Evaluation of
Student Performance form is important when determining a
student s independence and interdependence in a given placemant.
Evaluatlon forms are summarized, resulting in a percentage of
required skille which are completed by a student without
acpistance, IFf ekills are omitted from an evaluvation form
macause the student "already knows" the gkill, the resulting
parcentage indicating skills the studant performs independently
will not be accurate. Alse, for evaluation forms and summaries
to remaln accurate and comparable acroes time, it is important
not to delete mastered skKills from an evaluatien farm
(Chapter 5).

Modified Vigualization [(GURSSWORES) and The Objective Bank

Many conponents of The Curricolum System provide ptudents
with sngoing oppertunities ta practice socceszful habits. As
the canter of The Curriculum System, The Objective Bank is no
exception. This sectiun fecuses on one habit, modified
vigualization - ite importance to The Objective Bank and
altimately to student achievemant.

¥igunlizatjon and GOESSWORKS

As discussed briefly in Chapter 1, The Curriculum System
modifies tha skills reguired in visuallizaion. This is
accopplished through various inetructiopa)l materials and
technigqueas. wWhile designed for differant components of the
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eurriculum, making sach unigue, tegether these instructicnal
technigues and materials are referrad to as GUESSWORES. all
have a common alement: guessing. This section describes how
some of these instructicnal matarials and technigues are ralated
to the Ohjective Pank.

In developing the ¢bjactiva Pank, it is important to
upderetand why all objectives are written in a special format.
Thie formet is illustratad in Figures #) and #2. GUESEWORKS
applies to both Form A and Form B of the ohjectives.

Objectives are written in the first person and are stated
simply, with as "cencreta" a veogabulary as pessible. BEeginning
with "I will..." each objective is a statement of the desired
skill or behavidtr.

Each sbjective im the Objective Bank is followed by
statemants from which the sztudent makas & choice to predict the
laval of assistanca he will need.

For example, Form k objectives state:

T will Ao this by oyself.

I will dc this with help.

orjective Bank objectives for higher functieoning studente (Form

B} structure the opportunity for students to indicate in greater
detaill the assistance, if any, they prediet they will need with

each stap of a task (Figure #2).

This format for writing ohjectives:
- encourages visualizatien of each step of a task.

- encourages visualization of a sct of steps, once
chjectives are placed an an evaluation form {the
wEvaluation of Student Performance" form, this chapter,

and Chapter 5}.

- ancourages students to estimate their own akbilitien, and
to plan for possible aseistance feelf-prediction of

performancea) .

- is one of the first steps in self-evaluation.

34



GURSSWORKS: B JDecial Section of The Ohjective Bank

The previcus section describes how GUESSWORKS is a part of
evary objective in the Objective Bank. GUESSWORKS alpc reflers
to a spacil category of objectives in the Rank. GIESSWORES

phjectives directly structure guassing to assist studenta in
1) predicting a situation with social implications uwsing rote

academic skills, or 2) recalling past performance to make
increasingly accurate assessmants of ability and predictions of

upcoming performance.

For example, Objective AR-2, in Figure #3, indicates the
etudant will inform hix boes if ha is late. For some students,
this =kill would ke extrenely difficult. A special GUESSWORKS
ohjective designed to assist a student with this skill ie shown
in Figure #4. Rote acadepic =kills, and structured guessing .
ageist the stondent in determining if he is late or early, and in
selecting an appropriate response before arriving at the
hardwara store.

GODESENDRES, Form Ona

This first form of GUESSWORKS objectives (Form Une) has
characteristice which make it unigue. Theze GUESSWORES
ohijectivas:

- ara ooded with nubers from 1 - 199 for purposes of
organization in the Ohjective Bank.

- are comprised of a saquenced set of rote academic and
ptructured guessing skills.

= use the rote academic skills to assist studentes in
anticipating and uhderstanding social situations each day
af training.

- require students to pre-select a social responsc based on
an anticipated social situation.

- Uze the format of other ohjectives in the Ohjective Bank,
regquiring studentse to predict their performance and any
needed assistance prior to the first day of tha
placement.
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Tha following eteps are used in writing GUESEWORES
chiectivaa, Form One:

1. Identify prodictable social zituations

Tdentify situations with socjal implicarions that
predictably occur in a given placement.

2. Coaplete a task analysis of “prediction™

complete a task analysis of the academic skills used in
making that prediction. Continuing with the example of belng
late for work, imagine somecna late for work and the functianal
academic akills they may usa...

=~ Check the time.

Recall how long it takes to get ta work.

Determine what time it will be when arriving at work.

Predict if arrival will be esarly, late, or on tims.

..Wwhich result in eocial predictions:

Thinking, "I‘m golng to ba late when T arrive..."

The boes will also be very aware of tha time.

twhat will be 2 good thing to say when I walk in late?

Decida if there's an apology required here...

Eohearse what to say wpon entering work.

2. Write the steps in a =simple, logical sequenca.

Modify and write the steps asg nbjectiv&shin a 1nqical_
sequence, ending with: a) an cbjective or objectives pradicting
the upcoming social situatien; followed by b) a genexal
ohbjactive requiring pre-selection of a response.

Figure #4, on the following page, illustrates a Bampla
CUESSHORKS objective, Form (ne.
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FIGORE #4: S5ample GUESSWORES Objectiva, Form One.
fs5tandard, or slightly enlarged print)

................. 4 = B J a4 @ mE 4 Lu s wmmwsTrreasnrrasnTrdeoddrd+d T ES TR TR EE R

GOAL GW 1, Form Cne.
{objective code}

GUESSWORES SET 1: I will Know if I am on time, early, or
late for work.

{GW-la} I will lopk at a clock whan I leave for work.

fW=1k} I will guess heow long it will take to get to wWOrk.

fGW-1c) I will guess what time it will be when I get to work.

(GW-1d) I will guess if I will be early, late, or on time.

fGW-1e) I will look at a clock when I arrive to see if I am
right.

fGW-1f) I will guess how my boss will feel ahout my time
of arrival (the time I got theyre.)

(GW-1g) Befsra I go in to work, I will decide what I should
zay o my boes if I am late.

I will do this by oyself.

I will do thie with help.

To eliminate the need for staff to ask the student the
above guestions directly, attach an assignment to the front of a
etudent’s Evaluation of Studant Performance form. List tha
objectives az simply stated guestions for the student to answer
in writing. The student completes this assignment just prier ko
leaving for a placement, or an route. Checking the student’s
assigrnment sheet later, staff check the appropriate blanks on
tha avaluation form opposite the related objectives on the
avaluaticn form.
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GUELZSWORES, Form Two

The semotd farm of GUESSWORKS ocbjectives (Form Twa) 1s
easier to identify and understand. Thesa objactives assist
students in setting goale for their performance each time they
traip. In a vocational placement, for example, these objectives
may help a student set a goal for their work rate, 2 behavior,
or in writing a more genaral goal for their next day of
training. One example of a GUESSWORKS cobjective, Form Two,

appears in Figure #5.

FIGURE #5; Sample GUESSWORES Objective, Porm Two.

fstandard or slightly enlarged print)

GW Z00, Form two.
{objective coda)

(GW 200a) I will remambar how fast I worked last
time | mivute time trial).
(GW 200L) I will set a goal for how fast I will

werk today minuta time trial}.

(GW 200c) T will check to see if I reach my goal.

I will do this by myself.

I will do this with help.

Like Form One, these GUESSWORES objectives are defined hy
unigue characteristics. GCUESSWORKS abjectives, Foxrm Two:

- are coded with nombers ranging frem 200 - 399 for
purposes of organigation in the Objective Bank.

- are usually comprised of a set of three sub-skill
okjectives,

- reguire & student to recall a specific aspect of
immadiate past performance each day of training.

- reguire a student to set a goal for a specific
aspect of upcoming performance, based on immediate

past performance, each day of training.
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- require a student to check if the performance goal is
reached.

- maintain the hasic format of other obhjectives in the
Objective Bank, reguiring students te make a prediction
akout the level of asszistance they will need.

Writing these phjectives iz a litkle easier than the first
form of GUESSWORKS objestives. Follow the sample in Figure #5
on the preceding page.

These okjectives are aften restated on evaluation forms.
Students fill in their goals near thes top of the form. {See
Appendix D: Sample Evaluation of Student Performance Form.)

Cygpter Suwmary: Developing a Curriculum for & Flacement =

The best way to summarize this chapter, is te Ypull it all
together”, uzing a step by step example. This secticon describes
the development of a curriculum for a student with acvtism in a
vocational training site in a grocery store.

1 akt - 5 Grocs

Ralph is a secondary student with avtism. As the result of
decision(s) by Ralph’s Cpllective Expert, Ralph is to ke placed
in a new vocational placament at Mr. Wilsan®s Grocery in TwWo
weeks. The following steps are followed to inceorpeorate the
goals/expectations of everyoha in developing a curriculum feor
Relph'se upcoming placement:

1. The teacher trains first, writing objectives

The transition teacher completes a task analysis by
performing the tergeted job [Chapker 39} and recording ALL the
basic steps regquired, in segquence. Ralph already knows he needs
t> yet a broom before sweeping, making that skill net an actueal
geal for Ralph, but more a step in a rouwtine, 5till, =1l the
basic steps of Ralph's job are recorded in seguence, and all
will eventually be included as sbjectivezs on Ralph®s evaluation

form.
2. The teacher uses Ralph's ®*student friendly™ format

Becausa Ralph has a first to second grade reading level,
the steps aof the task analyses are Written as Form A objectives.
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1. The objectives are coded, and "banked”®

Each gbjective is numbered, amd placed in a new section of
The Okbjective Bank, titled, Mr. Wilson's Grocery. Only
objectives resulting from the task analyees of job skills unique
to Mr. Wilson's Grocery, are placed in the section with that

title.

since Ralph is to be performing zeveral tasks, i.e,

sweeping, facing shelwves, pricing, and bagging, each task
analyses is coded sepatately, listing the training site first:

WG - 8W 1 (Mr. Wilsen's Grocery, Sweeping, Step Onej.

gther sbisctives identified by the teacher ag impertant but
falling ipto a general skill area, for example, social skills,
are written and coded and placed in the Social Skills section of
tha Objective Bank.

Note: oObjectives never identify a student by name, for
sxampla as in "Ralph will stay away frem the furnace at Mr.
Wilson’s grocery." Regardless of whether an objective is "Ralph
specific", and may never apply to another student, objectives
are statad a2, "I will..." and never indicate praoper Names.

4. The Collective Expert is invoelwved.

At the same time, the Collective Expart is invited to
identify groals for the placement. Mr. Wilsen is alsa invited to
tdentify skills he feels will be of importance in his grocery.
Mr. Wileon is shown an evaluation sheet from another placement
as a sample of what will be developed for Falph’s placement in
his store, and informed that any objectives he has for inslusion
a0 & similar evaluation sheet for Ralph are welcomed.

5. Other objectives are selected from the Bank.

he teacher looks through other sections of tha Objective
Bank f(Arrival, Social, Dreak Time, GUESSHORKS, etc.).
Rdditicnal skills that ares important to Ralph's job arc
selected. The mumber of each objective is written down as a
reference to use when placing all the selected chjectives in
sequence of cccurrance on the evaluaticn form.

Zome skills Ralph naeds to work on may not be listed in the
general skill aresas of The Ohjective Bank., These objectives are
written, coded, and placed in The Objective Bank in the

appropriate section.
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6. Objectives ara placed on a tentative svaluation form

411 ochjectivas are placed, with their code nuombers, on an
Evaluation of Student Performance form. Skills are placed in
sequentia crder, together providing a step by step description
of routine steps and geoals for Ralph at Me. Wilson's grocery.

7. The student iz Invelved in the process

In & support session, the tentative draft of the evaluatien
form is reviewed with Ralph. FRalph is invited to lack through
the goals in the "Bank". He nmay selact, or express, ¢ther goals
he would like to work on. Any chjectives Ralph axprescses
himgelf are coded and placed in The Okjective Bank. These goals
are added to Ralph’s evaluation form.

g. Tentative forms are distributed.

Copies af the tentative evaluation form are distributed to
each member of Ralphfs Collective Expert for thelr responses and
input. A tinal copy of the evalvation form incorporating
concerns, additions, andfor responses to the rough draft is
completed, and again distributed (APPENDIX D: Sample Evaluaktion
af Student Performance Forom} .

g. Ralph predicts his own performance. ..

Prior to the keginning af Ralph's placement, a staff parscn
raviews RBalph'e evaluation form with him te complete cone
GUESSWORKS activity. Depending on the length of the evaluation
farm, this may ke accomplished in cne, or a few short sessions.
Each cobjective iz read aleud, and Ralph is asked to guess if he
thinka he will perform the chjective with help, or by himself.
ralph's predictione are racorded with a check in tha appropriate
calumn. This assiets Ralph in wicualizing his first day at
work, and in making predictisns about his performance.

13, ..and later compares it to achtual performarmnee.

Ralph’s predictions will be compared Lo his actual
parformance once he begins his placement and another evaluation
form is completed by his ccach. In this way, after sewveral
placements, Ralph may gain a more accurate and functional
understanding of hiz own ability.
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Introduction

A curriculum should enable professicnale, parents and
studente to “compare apples to cranges and keep them from
spoiling™. That is, it should be peossible to compare projgress
on similar skills practiced in differant learning environments.
Alsc, it should be possible to moniteor retention of skills
acrogs time., For example, if a student with autism is
consistently greesting students in a general esducation placement,
but regquires considerable prompting to perform tha same gkill in
a voecational setting, the diserepancy in performance may hold
important information. Ohe system of evaluation can provide
that informatisn, whereas ueing different nethods of evaluation
for each learning envirconment may leave the differance in
student performance undetected. To kKeep skills from "epoiling™,
periodic review is essential. The result sheuld be an
svaluation system that will potentially give a cohesive, broad,
and inter-related picture of a student’s educatiohal program.

The Evaleation System is comprised of forms, pracesses, and
instructional technigues which can be used as guidelines by The
Collective Expart in achieving this type of evaluation for each

etudent.

The Evaluation System iz bapt defined through an
understanding of ite basic characteristies. The Evaluation
System is that part of The Curriculum System which:

- makes it useful in a variety of envirocnments. Thae
Evaluation System enables teachers to wse one curriculum
and evaluaticn systew to accurately measure and compare
student achievemant across several educaticnal
aepvironments.

- syatematically keeps Ths Collective Expert informed. The
Evaluation System updates students, parants, and
protessionals on student progress within each skill

area as often as is hecezsary.

- involves students it cystematie eelf-gvaluation through
uge of student—friendly forms, reqularly scheduled support

segsions and/or a support class, and inetructional
techniques designed to help students underctand and use

evaluation feedbpack.
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- meagsuras a variety of inter-ralated sgkills simultanecusly.
The Evaluation System measures communication, vocational,
academic, social, adaptive, functicnal, and visuwalizaticn
skillse. It also measures acqulsition of successful habits.

- provides a systamatic method to review priority skills
acrose tima. The Evaluation Systen ensures teaching a
variety of skills, as well as measuring their retention and
generalization across time. In trancition programming,
knowing what & student can d¢ in vecational training sites
is important. Just as important is knowing how long it
will taka tha student te reach that performance again aftear
an extended absance.

af Studant FAarm
B 2 nt Siza

all evaluation forms use "student friendly” vocabulary and
print size. In most cases, Form A print and vocabulary is
needed to make an evaluation form “student friendly". A mora
advanced wvocabulary and smaller print size is uscd for
placements involving higher functioning students (Chapter 4}.

anizatio and Ccce

Objectives are listed on an evaluation form according tao
the general saguance of occurrence in a placement, often within
objective Bank categories. For example, GUESSWCRRE or Arrival
ohjectives are often listed first, in the approximate order they
will ocour {Appendix D: Sample Evaluation of Student Performance

Form) .
The Firgt Page of The Evaluyation Form

General Placemant Information

The first paga is divided khy a solid herizontal 1line near
the top of the page. Abova this line is geperal placensnt
information. This information can he esither typed in, or for
practice in cempleting forms, a student can f£ill ip this
infermation prior to each day of training.

Most of the reguested informatieon in this area is sell-
axplanatory: Student, Flacement, Ceach, the Day and Date.
other iteme deserve a little explanation, and they are listed
and described in this section. Throughout this section
deseribing placement information, refer to Figura §£6.
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FICURE #6: The Evaluation Ferm: General Placement Information

[1I Arga int for = apts

Student: : Time S5lot:
Placement: + Astivity:
Coach: .
charck the apprepriate boxes: . Date Reviewed:
GUESSHORKS B.LINE INTERIM EXIT .

( 5tudent)
Obgervation: LIVE YIDEQTAFED

(Parent])
Freg. of Summaries: .
criteria: Sea criteria column (<RI) . Today iE:

A1l 100% independent . Date: £ F

G.WORES B.LIHE [NTERTN EXIT

A check in the appropriate space indicates at what peint in
a placement the cbservatlon was recordad. & check in the blank
following "G.WORKS" indicates the forn was used for the
SUESSWORKS activity which sceurs pricr te the placement. {See
Chapter 4, the section "Modified Visualizatioen and The Ohiective

Bank.") "B.LINE" is an abbreviation for "kaseline". A check in
the tollowing klank indicates this ie one of the [irst four
avaluation sheets completed for this plagement. VExit" refers

to each of the last four evalvaticn sheets for a placement, with
Wrnterim® referripny to anything between the end af baseline, atud
the beginning of exiting data.

Observation: LIVE YIDECTAFED

A =heck in tha appropriate space indicates the type of
evaluation - was it completed live, or by review of a videotape?

-



Fraquency of Bummaries:

In thie blank, the frequency with which information is to
be summarized is indicated. Prequency should ipdicate a
specified number of days of training (once every =ight days of
training), not a specified length of time {for example, once a
month) . Keep the schedule of reporting consistent per number of
days of training (for example: every eight days of training).
This will keep the reporting schedule consistent, and summary
informaticn accurate, despite abszencas and vacations.

Criteria: Sea oriteria coluwmn (CRI)
All 100% independent

& check ifn the first blank refers to the criteria column,
where the criteria for each objective may ba listed. For
axample, if the geal is for a studant to perform a ekill with
just one verbal prompt, Y1¥V" is recorded in the criteria column
in the biank opposite the objectiva listed on the evaluation
form. A check in the lower hlank indicates the goal iz for the
studant to become 100% independent on all skills. [For moro
information, sae the description of the criteria column, ®CRILE
on page 48.)

Timas Slokt:

Parformance on objectives which are repetitive, or which
cccur in a placement for a long period of time may be recorded
anly for a stated amount of time. For example, performance on
the £kills invelved in a repetitive vocational task may not ke
recardad for the entire training session, instead only for a ten
to twenty minute pericd of time. Make sure the length of the
time sample is consistent each day of training, while the exact
etarting and ending times may vary. This same time slot may bhe
used to take a time trial to determine a student's speed cocn a

particular task.

Activity:

The spealfic activity a student iz engaged in at the time
of evaluation is an iwpertant facter, and it cam vary {rom one
observatian to the next. This is especially true in general
aducation, where indicating the exact activity occcurring during
the evaluation can explain why information on some cbjectives
cannot be recerded. In veocational tralning sites this can also
be important. For sxample, if a student always sorts cans at a
grocery store, it is important to note that the student was
asked to perform a different activity when the can crusher was

inoperable.
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Cata Raviewed:

(Studant)

Date Summarized

(Farent)

This space on the evaluation form keeps a record of review
of a student’s progress with both the student and the
parents/Collective Expert. The date the cvaluation form is
revigwed with a studant in a pupport session or support class s
noted on the line above "Student". The date information is
summarlzed and sent to the parents/Collective Expert is noted on
the line above "Parent".

Recording Stident performance

The vast majerity of each evaluation form is devoted to
recarding student performance on selected cbjectives. This
infarwmation is wsually recerded by professicnal staff and used
by almost averyone directly invelved with the placewent. Each
form iz divided by a vertieal dotted line. The form ie folded
along the dotted lina when working with a student on a
self-evaluation exeraiee, so only the left side is visible.

Beginning undar tha horizontal line near the top of the first
page of the form, a description of this part of the evaluation
form follows. Rafer to Figure #7 throughout this section.

FIGURE #7: Recording Student Performance

(Use enlarged print foar some students)

(GW Z20¢dza) Last time I faced aisles in minutes.

(GW ZO0c) Today I will face aisles in minutes.

OTHER GOALS FOR RALPH AT MR. WILSOW'S GROCERY

BY WITH .
GUESSWORKS HYSELF HELF . & Vv P LRI 00P:s

{GW 1a) Look at clack bafore .
NIC-T-R00 0 (1= PR -

(GW 1B)] Guess how long it will
taka to get to work..

{GW 1¢) Suess what time it will
be when you arriva. .. -




Acropa the Canter

(W zooa} Last time I faced aisles in winutes.

[CW 200c]) Today T will face aislea iLn mimites.

This spaca is provided on every evaluatisn form so students
may record one goal related to their training. If pnssiple,
have a studant review the previcus gea), noting whether 1t was
achleved, bafore making the current gpal. Gaals vcan focus on
any skill er hehavior. Racord a student’s goals on a Student
Selected Goals form (Appendix E: Student Selectad Goals}.

The Laft S5ide

Listed along the far left side of the page in parentheses
are the code numkers for each objective, followed by obiectives
from The Objactive Bank. These ohjectives are previcusly
salected/reviewed for each student placement by The Collective
Expart, and placed on a klank form on computer software.
Ubjectives may be stated more briefly on the evaluation form to
ZAVE BPACTE.

BY WITH
MYSELF HELP

To the immediate left of the dotted line are two ceolumns,
pne titlad "BY MYSELF" and the other "WITH HELP". The ganeral
agsistance givan to a student for sach abjestive is recorded 1in
pne of thesa twoe colomns.

A chesk in the "BY HYSELF" column indicates the student
conpleted the cbjective without any intervention, including
glances and/or other suktle cues. The student perfarmed the

task independently.

A aheck in the "WITH HELE" column indicate=s tha ctudant

racaived assistance of some kind to compleate the cbjective
sorracktly. A check in this column indicates there iz additional

information regarding the type of assistance invelvad (recorded
te the right of the detted line}.

Tha Right Side
z ¥ F

The area to the right of the dotted line containse detailed
information recorded and used most often by professional staff.
Thera are four columns, labeled "G" (Gesture), "V" (Verbal), and
Hpt {Phyalcal), indicating the type of prompt used.
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Orne vertical line records each prompt in the appropriata
column., For example, if two verbal prompts are reguired to
acsist a student in performing a skill, a single line iz placed
an the blank to recerd sach prompt, or */¢/", in the "V" column
appoaita the objective. A "W " is also placed in the "WITH
RELPF™ column, to the left of the dotted line.

CRI

This column is uced most often with studepts who ara more
saveraly impaired, who may ragquirce greater assistance and nead
higher levels of prompting. For these students, a goal
indicating a certaln leval of prompting for specified pbjectives
is astablizhed. This makes objectives realistic for a student,
and goal prompting criteria may be revised periodically to
raflect student progress.

Ta da this, baseline information (first four days of
training) is recorded. A reasupable goal for decreasing the
baselina prompting is determined, and recorded on one of the
studantrs blank evaluation forme 1o the WORIM (criteria) celumn
oppesite the objective. Several copies of this form are made
and used for the placement until many of the "CRITERIA" goals
for each chjective are achieved, at which point new criteria are
sat. (opies of the revised evaluation forms are made wWith the

new lower levels of promphting eriteria listed.

For ewample, baseline information indicates a stedent
requires an avarage of J physical prompts and 2 gestures Lo
perform a given step of a task. It is determnined that a
reasocnable goal is to decrease the raguired prompting to 2
gesturez. 0On a blank Evaluation of Student Performance form
already developed for the student, "2G" is written in the "CEIT
column opposite the objective. Similar decreases in promphting
are deternined for other objectives based on baseline

information.

Several copies of this evaluation form, with the criteria
goals for prompting listed epposite the okjectives ara made and
uzed to recpord data in the placement. In this way, the goal for
the desired level of prompting can ipmediately be compared with
a student’s actual parformance on the ohjective on any given
day. As a student progresses, evaluation forms with the
atudent’e new revised criteria levels are pericdically updated

for the placcment.

OQrs

on tha far right of the page is a fina) column for
rapording QOPS data. The title "O0PS" is not an acronym,
instead referring to an exclamation pecple use when thay have
made a mistake. OOP5 is GUESSHMORKS for the severely impaired,
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providing & period of time for a student to 1) reca;l_what
ugually ocours or is expectad and 2) begin that activity

independantly.

The goal of QOPS as an instructicnal technigua is to .
decrease prompt dependence. A carafully implementad educational
intervention, ODFS uses time and the cessation of prompting as a
naturally occurring cue. OOP5 data is recorded in minutes and
gaconds {5:39) ocppesite tha targeted chjective.

C0P2 should be uged pelectively. To target a skill that
may improve with an QOPS intervantion, begin by reviawing
several completed evaluation forms from a studant’s placemegt.
Look for skills that 1) should bhe showing a declineg in reguired
prompting levels, but ara not, and 2) a student is physically
capabhle of initiating and performing independently. Target no
more than twe objactives For QUPS Interventions at a time.

On tha next day of trafining, remain silent and ceaze all
prompting when the student is to perferm the targeted skill.
Using a stopwatch, select a specific point in time to begin
timing. FRecprd the amount of time that passes pefore the
student initiates tha =skill independently. Using tha same
procedura on subseguent days, record the time each day af
training. The time required for the student to initiate the
degired =kKill should gradually decrease over Beveral days af
training. When these times are charted, they will resemkle an
inverse learning curve if the OOPS intersventlon is successful.

Frior to implementing OOPS, selsct a maximum time to wait
for a skill to ke performed without providing the previcusly
needed prompting. Seven to eight minutes may be needed the
first couple of days. <Consider the individual student and
factors surraunding the placemesnt in determining a reascnakle
maximum time to allow for a student to inltiate a targeted
skill.

The Last Page of an Evaluation Form

Each evaluation forn closes with a spacieal section,
"Comments About Today’s Trainirg." It reguires the staff and
student to make a brief statement concerning the day'= work, and
to share any specific incidents or isswes. Alse, should other
relavant individuals (managar, othar employacs, general
educatian teachar andj/or students) cowmmant in refarence to &
student’s performance or placement, thera is space ta racord
that infermation. This section:

- encourages immediate self-evaluation by the student (and
often will guickly make staff aware of a change in
student attitude before it becomes apparent in tha
placement) ;
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~ ralays infermatien to the transition taacher immediately;

= and keeps a racord of the comments of members of tha
commanity.

Eesping Everyone Informed

Eeaping the Collaective Expert informed of a studentfe
progress on a regular baeis is important. Accurate and relevant
infarmation is needed in making decizions concerning current and
futura placements and the direction of a student’=s educational
program. Also, having an objective picture of a student’s
performance in a given learning envirooment helps to guantify
pragress that otherwise may be difficult to document or share

with others.

A critical part of Tha Evaluation System is the summarizing
of data from the evaluation forms, and the distribution of that
information to the Collective Expert at regular intervals.
Regardless of the summary schedule, always wse the latest four
completed evaluation forms for a summacy report. To report this
informaticn, a Sum student ca form (=ummary

Form) is uged.

For this entire sectign, refer to Figure #8: Sample
Suwmary of Student Performance Form, Top Section.

PIGDRE H: Sample Summary of Student Performance Form,
Top Section

bk A A EEE EEE T N R

THE CORRICTILOM SYSTEM: Sunmary of Student Performance

gtudent: Coach:
Placewant: Day(=]): Time!:
Check one: Baseline: Intarim: Exit: Skill Tracking:

TNates of Summarized Evalnation Feorms: . , .

A FPAEEE rme rdd EEE S EEE 4 F A EEEEEEET A4 A R E . rr e m s e rd kR EEa
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o ant Pe Form

5light Variationa May Be Slight Variations

A word of caution: tha evaluation and summary forme are
gansitiva. &5light variations of a few percentage points can for
the wost part be disragardad unless over tima they form a
general increase or decrease in performance. Look for
marked incraase= or decreasas, or long term trends, when
avaluating inforwation from evaluation and summary forms.

Summary Forma: Starting at the Top

The information reguested at the top of the page is
basically self-explanatory: Student, Ceach, Date of Jumpary,
Flacement, and DaysfHours of Placement. oOthar areas of
raquasted information need further explanation, and are listed
bhalow.

The Summary of Student Performance Form is used to report

four kinds of information: 1. Baseline Performance; 2. Interim
Parformance; J. Exiting Parformance; and 4., S5klill Tracking.

Baseline

& check "'ff" in this klank indicates the summary is
reporting baseline performance, After the first four days of
data collection fusually the second through thea fifth days of
training), data is summarized and distributed. This forms
baseline information, against which later information will be
compared.

Interis

A chack " Uf" in thiz blank indicates cne of several
intarim performance reports. Interin inforpation regarding a
gtudentfs perfeormance is summarlied and distributed at ragular
intervals agreeable to all members of the Collsctive Expert.
Information can be summarized after every d, 6, or 8 days of
training during a placement. Lese than 4 may be too time
songuming for staff, over 2 may leave parentz feeling "out of
touch". The schedule of reporting is largely influenged by the
frequency of training in a given placemant. Whatever the
achedule of rTeperting, summarize only the last four days of
training.
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Exiting

A check "'J " in this black indicates the summary ceport of
a student’s final performance in a placement. At the completien
of a placement, the lat four evaluation forms are summarized.

Skill Tracking

A check “w/ M in thie blank indicates Skill Tracking
information is reperted. This information is reported on raview
vocational or community based learning placements, and also
review (repeat) placemants in general educatisn. [See "ERill
Tracking" in this chapter for further infermation.]

mtes of Sumparized Eval. Foras: ' r .

In this blank, list the date of each form included in the
summary report being completed.

Summary of Student Performance Forms: The Middle Section

The middle section of the summary form is a chart wvsed to
report information summarizing a set pumber of evalwation forms,
useally four. The headings of the chart are briefly described
below. Hefer te Figure #9: Sample Summary Form: The Middle
Section when reading this section.

5kill Areas

The basic =kill areas are lizsted down the left side
of the summary sheet. Fach skill area corresponds to the
identical skill area on the Evaluation of Student Performance

form developed for the placement.

# obj

The numbar in this blank indicates the total number of
ohjestives in a given skill area times the nuwher of
opportunities to perform each one. Explained differently, this
is the product of the number of chjectives listad in a given
skill area on the evaluation form, times the number of
cvaluation forms being summarized. For example, if there are
five arrival skills listed on the evaluation form, and four
avaluation forms are being summarized, the number in this blank

wonld e {4 X 5 = 20 | twenty.
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FIGURE #9: Sample Summary of Student Performance Form:
The Middle Section

{Print may be enlarged for some studants)

..... +..|.|.'ll.---.----...-....'-|--|-+,..Iqa.q.a.llInllla...llr..‘l-ll‘l-h-l‘llﬂ"

geill #Obj #Py Mysalf #HEy Mysclf IInd YPreviously
Arans 1at Guass Independent
Arrival...... . \

GUESEHGRKE .+ + L] ]

SKILL ([SPECIFY)

SOCIAL. - .. . . . ;

COMMUNTCATION . . . .

TELLING TIME. . '

BREARY¥ TIME. .. .
COIM MACHINES + . .
sthlel--l-!li- = L]

OTHER [SPECIFY)

- Ll [ -

TDTELI++.+‘.+ L L] -

F By Myself:
My First Guess

The number in this column will remain consiztent throughout
a placement, as it 1ls the total number of objectives in that
section the stklent predicted would be performed without
agsaiptance (Chapter 4).

# By HMyself
Tha number in this column indicates the number of

abjectivas completed independently in the skill area during
the pariod of time summarized. To determine this number,
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sount the numbar of checks placed in the "By Myself" column in
cach gkill area, on each of the four evaluation foarms being

gpmmarized. Add these four totals.

¥ Independsant

This nunbar represents the percentage of ohjectives in a
given skill area completed independently during the pericd of
time baing summarized. This number ie determined by dividing
the number in the "# By MyeselfM column, by the number in the
#F k"™ column. Tharefore:

I By Hvgelf
F Ob3) = % Indapandent

$ Praviously Independent

The number in this column is the "3} Independent™ numbar
from the previous summary. This provides a comparison with
previous performance, making everyonsa immediately aware if a
student’s performance iz improving, declining, or leveling off.
All three indications are lmportant, especially in uhpald
vamatisnal experiences whare a student’s continued learning must
he decumented, as these placements must be terminated if a
student ‘s performance levels off for a period of time. (This
eelumn ie left Blank on baseline summary [orms).

Total

The "Total" columns provide an objective look at a
studant’'e overall independence within a given vocational
placement during the summary pericd. Columna are each totaled
vertically, with the percentage determined as described above.

The Summary of Student Perfornance Form: The Commants Sectian

The raversze side of each summary form reguires the student,
coach, and transiticn teacher to make comments describing the
placement over the summary period. A sectlon ie reserved for
gach to respond. Students completa their "Comments! section in
a support sesslion, after reviewing summary data (Chapter 12).

niatribution of Sunmary Reports

Prigr te the beginning of each student placement, the
Callactive Expert determines who should recelva SUTMATY reports.
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Providing Self=-Bvaluation Cpportunities

The ratiohala underlying student zelf-evaluatien is that
the most affective way for students to understand it is through
structured opportunities to practice seif-svaluwation skills in
reference ta real axperlences. Self-svaluaticn provides
students with the appartunity to identify thair own seluticns te
problems, and use their own ideas to improve thelr performance.
Consldering students with severs developmental dizabilitles,
such opportunlties must ke structured, and the curriculum must
allow for repeatad practice.

Student solutions to weaknsepses in their performance ara
often slmplar and more effoctive than soluticons determined by
professionals or parants. In fact, it was an incident with a
atudent whieh initfiated the devalopment of self-evaluation as an
intengrated component of The Curriculum System. That incidenkt is

describked in the following section.

The Start of Self-Fyvgluyation

A student with autism training in a large factoery on a fine
motor assembly task had 2ifficulty =taying "on task". His work
wags frequently interrupted by hiz need to continually check his
watch when parforming this task. The transition teacher recorded
ron task!" and Moff task" data on the ptudent’s performance at
the site.

The information indicated the student was "off task!,
chacking his watch a majority of the time. <This infernmation was
shared with the student’s skill coach.

The transition teacher and coach shared the "en and off
task™ chart with the stedent. He became concerned by the “off"“
task checks, and asked what he was doing at those times instead
pf werking. Hea was told he was checking his watch when each
npffv ghack wars racordaed.

The student wanted ta be "on® tacsk. Ha decidad he would
take his watch off and place it within his easy view at his work
starisn. This, he felt, would let him check the time without
needing ta stop to turn his wrist to check the time.

The teacher and the skill coach agreed, but hoth feared
the plan would not work. The plan would still allow the =ztudent
to continually check the time, and glancing at a watch placed on
the table world take the stedent’e eyes off his work. Tho
student‘s plan also left open the potential for the watch to be
forgotten at the plant.
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The teacher and coach couldn’t have been mere wrong. Tha
student indepandently, without any reminders, implemanted his
new plan to improve hig performance. Tha student’s
performance rate was uninterrupited Ly his glances te check the
rime. He never forgot his watch at the plant, and promptly put
it back on his wrist at tha close of each day’s training.

To the finel day =f the placement, tha plan worked. It was
the student’s intervention; he thought of it, he owned it, and
he mada it work.

What is even more interesting is the teacher’s sclutien to
the problem. She had written & plan, and had it with her at the
original meeting with the coach and the student. IiL was Very
complex when compared with the student’s solution to his off
task behavier. The teachar’s plan would have invelved
implementation and monitoring by the coach, gradual fading of
proppte toward a desired goal, ets.. In comparison, the
ztudent’s plan was more logical, more direct, and far more
aeffective.

ctandards for Stydent Self-Fvgluation

student self-evaluation opportunities in The Curriculum
Syatem area defined by the follewing gstandards. A studentfse
avaluation of his own performance should:

1. ...ocour on a regular basis.

Self-gvaluation cpportunities should ke a scheduled part at
the educational praogram and routine. Self-evaluation activities
may be conpleted with a group of students and individually
{Chapter 1l2}.

2. . -uinclude a previcus studant understanding of evaluation
procedores in ganaral.

TE ia critical for students te undarstand evaluaticn
procedures, and their role in the entire process. This can be
damonstrated and coempleted through a wvariety of aactivities.
fChapters 4, 5, & 10]).

3. . .. uBe materials the student <an understand.
Evaluation forme are designed to epable student

involvement. All use "student friendly" vocabulary, and
enlarged print when necessary.
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4, -. .encourage and use reasonable student sclutions to
improve student performance.

When a behavior is a problem, or student performance
is not pragrassing, the student ie invelved in the first

ppportunity te solve the problem. By sharing inforpation
regularly and wsing a visual review of evaluation sheets,

setudents are often notivated te improve their own "data'.
Studants may kecome highly motivated to get as many chacke in
the "By Mys=elf" column as possible.

S, - »-invalve practice in svaluating performance immediately,
ard later in a support session or a support Cclass.

students should minimally have contact with each evaluation
sheat at the and of gach trainipng at each placement, and again a
faw days later in a suppert session or class. The procesas
encourages immediate self-evaluation, and provides a guida for
aceurata racall and self-evaluation later. By using tha sama
form in twe environments, a tie between the two is established.
The process focuses on helping students picture past
perfarmancea, and ancourages practice picturing an improved
future performance the next time.

Eyaluwating Inter-Belated skills

At covared sarlier, The Evaluation System can measure
ekills across & wide variety of environments hecauses it uses the
cama evaluation process. This allows comparison of student
performance on similar skills applied and practiced in different

environments,

Objectives in the QOkjective Bank, and in The Evaluation
Systeam are =zeparated by categories for purposes of organization.
It is jsportant to keep in mind objectives are not ssparate
gkilleg in reality. In fact, just the opposite - pkills are
highly inter-related and inter-dependent. Therefore, evaluation
of Bkill acguisition should involve responding to information
regarding strengthe and weaknesses in specific areas by locking
at all skills, in all area=.

Proqress Decarves Investigating: Alwaye Be Exceptionally Curjioug
Abeit Success

As parents and profassionals, we naturally tend to invest a
treamendous amount of energy and concern inte a student’s sudden
decline in perfornance. A decrease in almost anything grabs our
attention, while continued progress is met with a sigh of
relief. Look at progress as a "wake up callv... j.e., "Why ig
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this progress ooourring?™ At the very least, always give
progress the same undivided attention given failurae.

The factors resulting in success for students with
developmental disabilities, especially autism, are highly
individual. These two paragraphs aye a reminder to use the sape
technigues [listed bkelow) for respending to a dacline in
performance, to respond te an increase in perforpance. Tha
resulting information iz every kit az valuable in naking currant
and future decisions. Alwaye be exceptionally curicus aboont
SWCCaas.

ta 5t B in oXTmance

For purposes of accurate evaluation and problem solving,
when skills in one area decline or are not progressing,
idantifying why it critical. The solution to a decline in
social skills, for example, may lie in focusing on viswalizaticon
or tunctional academic eskills - instead of directing all
attention at zocial skilla., The Evaluation Syatem can agsist in
identifying why skills are not progressing {or why they are
progressingd by using a few simple technigques.

Axk the Student

admitiedly, asking a student with develapmental
disabllities why certain skille are not progressing may not
bring an accurate answer. ERegardless, 1f a student has
deponstrated even minimal ability to understand the basics of a
self-evaluation process, he may well hold a solution te his owh
difficulty IF yow can communicate your concern in a way he can
understand. Student selutions are always worth the first try.

Considering the inter-ralatedness of skills, a decline in
one araa may he indicative af progress ox decline in anothar. A
student may well be aware of factors making performance in a
given ayea difficult. Asking a stedent why hers having
difficulty in one area, or okserving a student closely, may
prove surprising and enlightening. Conslder this exawple:

A severely mentally impaired, largely non-verbal
student with autism was placed in a vacational placement in a
larga factory. Comparing current to previous summary reporte, a
detinite decline was noticad in hizs independence in the araa of
safety skills. The safety skills showing a sudden decsline in
independence were those required in walking to and from the work

station amidst the threat of moving hi-lows.
pacause the student was lower functioning, much of his

communication to staff was dependent en their obaarvations of
mim. Cne factor which had bean noted during this same

50



evaluation period was that a new student had kegun work in this
factory. The two students worked saeparately, but entered and
left tha factory together under the supervision of the ceach.

The severaly impaired student had demonstrated real concern
for the pew student, watching cut for her as they antered and
left the tactory. His awareness of the threat of hi-lows to her
demonstrated a genuine sccial awarensse and generalization of
consegquences — L.®2., ha realized the zame dangers whic¢h appilled
to him, applied to her az wall. 5till, the data indicated a
declina in hiz independsnce in the area of his own safety

skills.

The declink in performance in safety ekills wae isolated,
that is, there were not pimilar declines in other areas of
performanae. By guickly focusing on the exacst skills showing a
decline and changes that may have affected perforpance, it was
reagsuring to discover an increase in =ocial awarenese was the
moet probable cause fer the student’s decline in safety skills.

Understanding what is affecting parformance involves
lanking beyond the gpecific skills listed an the evaluation
farwm, te the stedent first, for insights into his behavior. As
in thisz example, it is important to nota an isolated decline in
orne skill area may ba influenced by factors not recorded on the

evaluation form.

DK, Whan Asking the Student Dossn't Work. ..

often a student may be unable to identify the reasons for
his progress, or decline in parformance. In these cases there
are kasically three plages to look for answers: 1) the
informal observatione of his coach or others invelved with a
placzemant; 2) okher skill areas within a placement; andf or
1) the cama skills in a different placement.

With the first option being fairly self-explanatory, a
brief discussion of the remaining two follows.

Look to othar Skxill Areag Within a Placament

A& decline in performance way be ralated te other increasas
or dacreazes in performance in other skill areas. Look at the
whole picturea to gain clues. The clues can lead to more
specific gquestions te ask the student, coach, or other
individuals to pinpoint facstors most likely contributing to a
student‘s performance. Keep in mind a decrease in perforpance
on one summary may ke temporary and rectify itself by the pext
summary, though identifying the reason for the decline may
provide valuable information.
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Look at the Sawe Skills in Different Environments

Ingtruction of identical skills in different envircnments
pegtablishes a different relationship within a skill - the
gtudent’s ability to generaliza tha acquisition of the skill
from one enviromment to anpether. Looking at a stedent’s
acquisition of identical skills in different envirconments may
result in insiynts inte factors affecting a student’s immediate
and futurs performance.

If a specific skill is progreseing in one environment,
and not ancther, identifying the factors cohtributing to the
first success may provide ideas for improving perfeormance onh the
same skill in the second environment. Logically, an idantical
gkill in different enviropments should progress at a similar
rate. Eealistisally, this is net always the case. Having &
syctem to compare skill acguizitisn across environments,
profesaionals and parents are hetter equipped to understand a
etudent and the factors lnfluencing hie successas and failures.

Srudent i LI &t 5

To keep things organized and ready anytiwe, information is
kept in Student Cyrriculum System Notehooks. Each student ham a

three ring notebook which contains secticons (identificd by
notebook dividers) for the following information:

1) IEPCs, Transition Plans, Reports, Contracts with
Vocational Trainming Sites: HKeep a copy of the
latest IEPC and transition plan. Alse, File copies of
any vocatlonal evaluation results and/or repodrts.

2) Hotes: Keep cepies of all ecorrespondence to tha
Callactive Expert, businesses, parents, general
edueation staff, ete., regarding the stuant.

3] oOriginal Data Sheets: Keep one copy of all Evaluation
aof Student Performance forms developed for a student’s

placensants and educatienal programming.

4) Completed Data Sheets: Kesp completed data sheets in
sections divided for each placement until they are
summarized. Evaluation shests contain important
detailed information, so they may be stored in ancther
place once they are summarized for reference
frecommended time to keep completed evaluation formg -
ore Year).

ad



5} Summaries: Keep a copy of all summaries for a glven
placament .

6} 5kill Tracking: The Skill Tracking section holds
completed Skill Tracking forms, complated evaluwation
forms, and summaries feor any surrent Skill Tracking
placement. Once the placement ls completed, Che
summary form is placed in the appropriate placement
seation, and complsted evaluation formz are stared
{5kill Tracking is discussed in the following section).

7] Support Seselons and Creat Habite £lass: This
saction contains anything relating to group or
individual support sessians, including: the Student
Zelected Goals form, support sessich assignments,
and/or general aducation materials teo review.

Measure Skjll Acqujigition Across Time: Skill Tracking

Ekill Tracking is degigned to track priority skills
across time to ansure systematic periodic review of important
ski1lls. Applying alwmost exclusively te vocarional or community
based placements, Skill Tracking may occasicnally be used if a
genaral education course is rapeated. Skill Tracking involves
reassigning students to previous placements to check for skill
reatention, and/for to maasurea how wuch tima is reguired for a
gtudent tgo "re~laara" preaviously acquirced skills.

The Difference Befween Repeat and Skjill Tracking Placements

It is important to kesp in mind the differences betwean a
ZXill Tracking placcment, and a repeat placement.

5kill Tracking FPlacements

The goal of 8kill Trackang placements i to determine which
skills were retained, and recerd how long it takes a student to
re-learn forgotten skills. A 5kill Tracking placenent ends when
a studentrs perfcrmance in the site eguals their level of
performance on their exiting Summary of Student Performance for
the original placement. Because the goal is to check for
retention of previcus skills, the students lazt Evaluation of
Student Performance form for the eriginal placement is used
throughout Skill Tracking.

Ekill Tracking information is eapecially important a= a

gstudent makes the transition from school to adult community
gervices, when it is decided which type of veocational placements
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held the most potential for success., It iz helpful if the
school distriet can provide information net only concerning
whers a student was the most prodactive and independent, but
also where he reatainad skills over periods of vacation,

Fepeal Placemants

In contrast, the goal of a repaat placenent is to develop
ekills in a2 new zkill area wikhin the same placement, or to
continue to build on a studantfes original performance. Rapeat
placements are usuwally the sama length as the criginal
placemant. Repeat placements require new evaluation forms,
listing the updated goals and objectives.

carafully Imform Students

The purpose of Skill Tracking placements phould be
carafully explained arnd defined for a student. Tdentlify the
beginning and ending dates of the training, and demonstrate what

is meant by "review".

An Exampla of a Skill Tracking Placemept

A studant completes a vocational placement at a chalr
factory. About three monthsz, apd again one year later, the
student iz again placed ln the chair factery, in the identical
job, for the specific pukpose of chacking for tha student’s

retantion of eskills previpusly acquired. Berause tha placement
15 jdentical te the original placemant, the same evaluation form

ig used, to allow for direct compavisen of summary information
to previous summary reports.

Frequen:y and Length of Skill Tracking Placements

It may not be possible to use Skill Tracking with all
placements. When it is, wvocatienal $kill Tracking placements
may coout twice: 1) about two to thr2e menths after a placement
closes, and 2) at laast one year after the claose of the first
review placement. 5Skill Tracking placements to check retention
of skills needed as a conpumer of community facilities and
gervices may ooour more freguently.

The length of a Skill Tracking placement usually is batwean
& te 10 days of training. Skill Tracking pleccements should
maintain the same schedule: i.e., hours per day, fime of day,
ans days per week, as the origipal placement. Far example, faF
a placement which ran two days each week, the review placement
would maintain tha same schedule, and last one to twa wmonths.
The length of the review placenant reguired varies accarding to
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individual students. More severaly impaired stodents may
require a longer ravicw placement, than less ippaired students.
The data is a great guide, anpd will meet former performance and
nlgvel of f" when a student has met his/her former leval of

productivity and indcpendence.

5kill Tracking Porms Keep Skill Tracking On Track

In addition to the reuse af original sslf-svaluation and
summary sheats, $kill Tracking involves the use of a 5kill
Tracking form (Appendix G: Sample 3kill Tracking Form). Each
setudant has a Skill Tracking section in hisjner Student
furriculum System Notebank. The form iz self-explanatory to
complete, and is attached to a copy of the exiting Summary of
2tydent FPerformance and the last [(blank] Evaluwatian af Student
performance form for the criginal placement.

This form is used to record placement closing= and to
tentatively schedule Skill Tracking placements for the coming
year(s). Each tima a placement closes at least one 5kill
Tracking placement is tantatively =scheduled for one of the
coming years, and these plans are communicated to The Collective

Expert for approval.

Syuma ey

Evaluation in The Curriculum System sarves Lwo purposes.
The firet 1s to provide systematic opportunities for studente to
moniter and improve their own performance. Alsc, evaluation is
critical in keeping the Collective Expert infeormed, providing
gbjective data on which to base collabeorative decisicons
regarding a student’s educational and transition program.
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CHAPTER &

igtance a The Curriculim Sys

Introduction

The entira "Assistance® section, Chapters & through 11,
focuses on wWhat parents, professionals, and in some cases the
paople of the copmunity can do to help students with
developmental disabilities succeed. The Curriculum System
organizes asgistance for students into four main Aareas:
Enyironmental Assistance, Currigylar Acaistance, Social
Acsgistance, and Assietance Through Suppert. Used individually
ar oollecktively depending upon the placement and individual
student; the areas of assistance nmake a student’s individual
gucocess possible and realistic.

For our purpoescs, The furrliculum System defines
Nagsistance" ast:

Eeagonable, realistic cfforts and materials
which wodlfy tasks, environments, curriculum,
andfor feedback tv meet the abilities and needs
of an Individual student, whichk alsc require
student effort, sclf-evaluation, problem salving,
andfor skill acquigiticon, to achieve identified

goals.

The firet part of the definition requires "reasonable,
realistic efforts and materials...". In other words, if &
student is bothered by a flickaring light, the student’s work
area wmay be moved away from the light eor the light may be fixed.
Plastic arrows might be placed on a factory floor to eliminate
the nead for an enployee or coach to direct a student to the
next area needing sweaping. A student may be provided with
curriculun materiale written at his level of understanding to
addregs skills he needs to learn, while enabling his
participatisn in the general classrcoim. Without dramatically
altaring the general education classroom or vocational work
envirenment, certain accommadations may be made to enable the
gtudent’s participatien. Subtle, simple, and inexpensive
altarations of an environment or curriculum set the standard to
Eollaw.

The pecornd half of the definitien reguires student
investment for the efforts of others to be considered effective
aggistance. Therefora, "assistance® in The Curriculem System iz
strictly limited to reascnakle MeaSures which make BucoesSs
poesible for a student, without ensuring success regardless of

student pffort.
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Thiz part of the dafinition refers to a real danger of
asgigtance. If given too guickly, too oftan, or too extensively
ascistance can hava effects opposite the intent of the person
giving help. Effective assistance does not typically save time
or make a gituatisn mere convenlent for others. Experlence with
grudents with autism at Jenison High School indicatas too mach
help may result in students "sitting back”. Students may
develop & dependence on cues or prompte resulting in missed
cpportunities for learning. The person <ith the mosi invested
in a learning situation zshould always be the student.

The Poux Aveas of Agsistance

In reality, the Four areaz of assistance are not separate,
isolated afforts on hehalf of studants. For example, sffiorte to
establish groundwork ameng ewmployeas in a vecaticnal training
aite for a student (Environmental Assistanca, described kelow),
iz critical to a student becoming fncluded socially when the
placement hegine (Social Assistance). For the purpesas of
srganization, the four areas of assistance are listed

individually.

The Curriculum System Standarde (Chapter 1) define the
ipvelvemant of =tudents and the community in evary area of
assistance an a student’s behalf. These areas of apsistapnce
should be regarded as efforts on behalf of students, which
invalvae a variety of individuals, including the student.

Enw i ronman =

Environmantal Assistance covers a wide wvariety of
activitiss which establish learning environments, wmodify
environments, and lay the necessary groundwork for an individual

studant and placement.
Environmental Assistance refers to efforts to:

- develop a wide wvariety of effective learning
environments to provide a splid foundation and several
options for developing individualized student programs.

- agtablish functional and meaningful learning
environoents consistent with sach student's short and

long range goals.

- make reasgnahle medifications prior to a student’s
placement in a learning environment which, if not
medified, would result in significant studant
discomfort, anxiaty, or distrass.
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egtablish groundwork with the student, and tha people in
mach learning envirorment prieor to student placemant.

ourrigulay Asajstance

curricular Assistanca ie often the meost extenslive,
involving the =sfforts of professicnals to provids the most
affactive curriculum based on general goals identified by the
Collactive Expert and the Yndividualized Educational Flanning

Committaa.

Curricular Aaszistance yefars to efforts to:

craeate an effective short and long range cerriculum for
2agh atudant.

determine long and short range student goals.

determine objectives and evaluation procedures toward
achievement of etudent goals.

afddress student goals and objectives simultanecusly
across peveral spvironments.

modify the general education curxiculum to develop a
neaningful, functional, and/or more easily understood
curriculum for an individual student.

track skille across time.

Sogigl Asaistance
social Assistance focusae on providing students with needed

help in ldentifying and appropriately respanding to a wide
variety of naturally ccourring social situations through

individualized interventions.

somial Assistance refers to efforts to:

create a comprehensive, effective educational
intervention to devalop a studant’s social skills.

help students prepare for, predict, and respond to
upeowing Bocial situations as independently as pessihle.

ralp students accurately “"read" and respand to social
russ as independently as poseibla.

help a student identify when help is needed.
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- help students express wants, needs, and regueste for
agsistance to others as independently as possikle.

- help others to effectivaly interact with a student.

Asgigtance Through Swppoct

agsistanca Through #uppoct focusas on providing each
student and tha people invalved in each learning anvironment
with needed, but not excessivae, support. The goal of all
support 18 to use non-interfacing technigues which enable
everyone in a learning enviromment to work as independently and
inter-dependently as possible.

aesistance Throwyh Support refers to afforts to:

- support the invelvement and efforte of others on behalf
of a studant.

- develep a comprehensive system of pupport based on

ohfjective ongoing evaluatien of the type and intensity
of pupport neaeded for each student to succeed.

SUATTY

Tha Curriculum Syestem identifies four highly interdependent
areas of aseistance. Success with one area of assistance is
directly impacted by the effectiveness of efforts in apnother
area, Each area listed in this chapter is discussed in greater
detail in the following chapters: cChapter 7, "Envirohmental
Asgigtance: Establishing Placements in Hon-Sheltered Learning
Environmants;® chapter 8, "More Environmental Assistance:
Groundwork:" ¢Chapter 9, "Curricular Assistance: Modifying the
General ETducation Curriculum;" Chapter 10, "Assistance Through
Accurate Support;"™ and Chapter 11, “Secial Ascistance and Social
Reading.™
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CHAFTER 7

tal An : Establishing Placempents in
Hon-Shaltered Iearning Environmants
The Overall Picture

Teaching in the community opens up many oppoctunities, and
creatas =ome unigue challengas. The ¢lassroom is so much bigger
now. Whereas once all students were in the same room, they are
now scattered in several locations. Everything is taught lnh a
variety of environments: from the grogery stare; to the
classroom; to a general edocetion class; to a vocational
trajning site. The key to maintaining 2 cohesiva educational
program is to think of the variety of learning environments as
segments of one classroom. The difference is teaching among the
pecple sf an entire comnmanity.

The goal in actablishing placements in several learning
asnvirenments is ta coordinate and tie experiences together to
create one individualized educational program. This program
should reinforce itself through instruction of similar
abjectives in varied settings. There has to be a logical
relationship betwasn defined student goals, targeted learning
envirenments, and a student’'s daily experiences at home and at

gchool.

To simplify & classic "wheara do you start" phenomenon, the
following guidalinez may be halpful:

1) Look at dafined student needs, goals, objectives -
refer to the Individualized Educatiomal Plan (I.E.P.},
vooational evaluations, and any Skill Tracking heeds

{Chapter 5).

2} Tdentify and pricritize learning environments most
likely to provide the "backdrop" te achieve identified

goals.

1] For scheduling purposes, establish placements in tha
following order:

a} non-sheltersd vocational placements;

b) geperal education placements;

o} community based instruction apdj/or recreational
placements! and

41 time im the support classtoom.
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Referring to the list on the previous page, lecarning
environmentse Bhould generally reinforce one anothar frmm "Lhe
bottom up®. For example, the suppert slassroom provides the
ppportunity for students te practice skille identified as
sasantlial for success in all other learning environmente. The
other legarning enviremments sheuald ralate to, and reinforce,
atudent goals., Addressing identified cbjectives in tha widest

varicty of enviromments possible is important for providing
opportunity for generalizatien of skills {(Chapters 4 & 5).

a i Environmant

Thera ig one additioral learning environwant: home. It
iz opticnal, entiraly the cheice of a student and his parents/
guardian/group home provider. If this eptien is included, it
can be incerporated inte reinforcing skills addressed in the
other learning envirocnments.

Eatahlishing Vocational Placemonts

Yocaktional training in the community provides a tremendous
opportunity for students, professional staff, parents, and the
community at large. Recognizing the needs of all peaple
involved iz critical to a studenk’s success in a given
placemant. PFlacements in a general or special education class
invalve a constant set of people; the student interacts with the
game peapla everyday. HNot zo in a community based vocational
placement, whare not only the task, but the people indirectly
and directly invelved, can change from day to day - or within a
day’s work. The dynamics of a community vocaticonal placement
compared to one which iz self-contained were summarized best by
borothy in the movie The Mirard of &z, "I dent think we're in
Kansas anymore." [(Metro-Goldwyn-Mayer, 17318]

Listen to Harvey Mackay

Harvay Mackay is the author of two hooks, Swim With the
Sharks Without Being Eaten Alive (1988) and Boware the Naked Man
Whe O9fferg ¥ou His Shirt (1990). He ig alsos the owner of Mackay

Envelope, an envelope manufacturing company. Mr. Mackay’s list
of accomplishments far axceed thsa limits of this paragraph.

Mr. Mackay’s books are every bit as applicable to teaching
in the community as a teaching wanual. What follows 1s a 1ist
of a few of Mr. Mackay’s titles most critical when warking with
buginessaes to estakblish (and maintaint wocational training
sites. Mr. Mackay’'s titles are fallowed by explanations and
examples which directly apply his advice to efforts onm behalfl of
ztudents with developmental disakilities.
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"Your Company Is Ko Battar Than Itz Reputation in the Community™
{Mackay, 1320

Always think of the educaticna)l program As & Company
geeking te expand and improve. Edugation is the business of
preparing yeoung adults for the future; work as though there must
ke a lifetime guarantees. Hever rest on a reputation, always
peek to lmprove it.

*naliver More Than You Promiee" (Mackay, 1930)

Always. TIfF you indicate a2 job developer will visit
once each month, visit twice. JIf you promise to contact an
employer twlce each week while fading the coach, make three
contacte., Aneswer calls from 2 business within twelve hours,
immediately if possible. Make recalistic promises you can
Aabsalutaly guarantee.

"How to Stay Baployesd® (HMackay, 199%0); Be BExceptional

hn example comes from our experience with a young lady
with autism who has worked for 3 172 years at our McDonald’s In
Jenison. Looking at factors like teamweork and coopegation, sha
iz not what one would consider a model employes - however = she
makes terrific, perfect, salads. When establishing wvocaticonal
placemnents For students with digakilities, look for placements
where a stodent way in sope way, possibly only one way, prove to
ba an exceptional and indispensable azzet. Maximize on that
potential, as the result is students who realize genuine pride
in their accomplishments and additional respect from their
co-workers.

myour Iast Jdea is2 Hot Your Begt Jdea. It Your Last
Ideaa®™ [(Mackay, 158B)

Last ldeaz lead tp batter ideas. BShorten the procesg by
keeping an open attitude which watches for, and incorporates,
the ldeas of others. Consider the following example from a
vocational training site where one idea, eventually led a
studant to communicate ancther even hetter one:

A ceverely impaired, nenverbhal student with autiem was
training sweeping fabric scraps in the upholstery department of
a furniture panufacturer. The student cowld perform the
sweeping task within a small area, but required promphbs to
ideptify and move to new areas requiring sweeping.

To minimize the need for direct assistance frem the coach,

the coach and special education teacher had an idea. They
placed large plastic fabriec arrows on the floor directing the

70



student to the next area needing sweeping. As the student left
each area, he was traimad ta plck up the arrow and place 1t in a
ppecial pocket on his supply cart. Tha arrow ldea worked for
sevaral training =esszions.

one day, instead of placing the arrows in the special
pockat, tha student threw them in the trash one by one as he
completed sweaping each area. One assunption the coach could
have made was that the student was breaking training. Instead,
the coach azssumed tha student was indicating ha no longer naedad
the arrows. The coach left the arrows in the trash, and the
student worked successfully in fallowing weaks without them.

Better ideas can ke silent, and even the most severely
impair=sd among us can have them.

"Spend Time in the Trenches™ {(Mackay, 19%0)

Before sending a student and coach to begin tralning
at a jeb, the transjition teacher should perforn the job fipst.
tne arrangement with a MeDenalds” invelved the transition
teacher being hired and trained first, followed by the student
training under the direction of the tranzition teacher.

While in training, the transition teacher made several
miztakez. She spilled a large tray of twelve salads. On
another occasion, she used tha wrong lebtuce to make the calads,
regquiring thay ba rea-mads. This same teacher, while learning to
aperate a simple bread bagying machine at a bakery, sent several
glices flying in a wvariety ¢f directions, but net inteo the
intended bag. There ix nothing like "doing it yourself" to
provide renewed respect for the challenges facing students.

"Pantagize™ (Mackay, 1988}

Before a student picks up a broom or assembles a bracket,
et a mental moving picture, like a "mental movie", as to what
2ach placement sheuld "logk like". what should it look like
when the student is working? #hat should it look and sound like
when the student arrives, takes breaks, and leaves the site?
VYisualize the smallest detalls, Whenever visiting the sike,
compare reality to the ideal picture. IFf it dvesn't matceh,
figure cut why net and work collectively until it does.

Way Sompe Pegple Never Fall®™ (Hackay, 1990)
Harvay Mackay says, "Failure is an attitude, not an

outcome."™ (1990) If a vooational site closes as the result of
insurmountable problems, it can be a step on the way te success.
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Experience brings everyene that much cleser to "getting it

righti"

Evaluate what went wrong. Evaluate what went right.

Try again, with improved odds for reaching student goals.

Additional Adyice

Think, Plan, and Act Ahead

Most vocational placements should be set up within one
month of the inltial) centact. The actwal placement may occur a
littla later. <nce an initial contact with a business has been
made, Keep things geing. Den't rush or lat events drag. Onoe
an ongoing relationship with a business is established, sone
placements nay be asztablished within a few hours cor days.

Suggestions for tha first contact:

-

Time that first call with coneideration of the
business’ schedula. For example, don't cantact
MeDonalds® between 10:30am and 2:00pm.

Make initial contacts early in the work wask, preferably
en a Monday or a Tuesday.

Ask for tha personnel manager by name. If you don't
know hissher name, ask the receptionist. When speaking
+o the manager for the first time, use hisfher name
Ffirst, "Hi, Mr. Hhite, this 1s5..."

Within the first few minuztes, identify the school
digtrict/organization you work with, not just your name
and title.

Keep the conversation shert and to the point. Briefly
describe the program and how the husiness will he
invalved in general. Be efficient, relaxed, and respect
time.

Tha geal of this call is not to establish a vesational
placement. The gnal is to establish a face to face
meating with Mr. White.

send a short nete confirming the maesting.

Anticipate and Address Anxlety...

concerns of buslnesses vary and are often well founded.
For exapple, ingreases in lawsuits and liability insurance have
createrd a new and expensive reality for husinesses.  Also,
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pusinesces may have had negative experiences with other
placemant agencies. A wvaclety of factore have affacted a
business long before a transition teacher enters the door.

It‘s important to know as much as possible about a2
businese, the vocational program, the student, and the
gurrounding community prior to the first masting. Eesearching a
business ahead of time is time well spent. Thoroughly
understand your project's answars to guestions of liability,

particularly in reference to unpaid placements. Knaw student
rights in rxelation to paid, and unpaid placements. EHEnow as much
ahout the student you ara seeking to place as poseible. Share
your concerns and ideas. Ask for ideas and questicns.
Demcnstrate an understanding «f the =ztudent, buainess, and
compunity. It is absolutely possible te advecate for everyone.

Oother ideas for the first face to face meating:

- Do not gverdress or undardress. Coneider the dress
of the professiopals in this placement and dress
acoordingly.

- Rehearee key points to establish a general mantal
outline af important factors to cover in the initial

meeting.

- Cover the following in a "to the point" conversation
with the business:

How Wwill the student be supervised?

It this a paid or unpaid placemant?

Will school staff always be on site? Will the
involvenent of the coach fade over time? Will the
pusiness ba conselted regarding declsions to fade the
coach?

Mention other businesses participating in the program.

.. but Hever Arrive with All tha Ansvers

People whe arrive with all the answers are initially
amusing, eventually boring, and in the end, irritating.
Conajdering the wealth of laws, rules, and regulatisns specifie
from state to state, placement to placemeént, those who do
attenpt to know all the answers run the risk of inaccuracy.
Inztead, know where te gst answers, and use those rescurces,
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ponTt Omit "Bad News®

Involve businesses in specific concerns you have about a
possible astudant placement, They may have the answer, or the
concern may not pose a problem from their perspective. As a
student placement progresses, share a student’sz progress with a
businesa (with permission!!). FKeep peopla informed, "on koard®.

Suggestions for descriking a prospective student to an
employer:

- Make sure you have guardian and student permiseion to
share student information with an employer.

- Bring a photograph of the student, with parmission.

-~ Ee honest - do not hold back information that
may be a facker in a placemant.

- pDemonstrate support for bueiness concerns in
relatisnzhip to including a student with disabilities

in the workplace.

= Inguire whether the manager Knows of any enployees
who might take a special interest in this student and
who may appreciate the opportunity to work with the
placemant in some wWay.

- A gtudent may "have the job" at the close of the
meeting. £Still, ask if an interview/mseting with the
student can be arranged. If so, ask if the manager
would like suggestions for the interview. If possible,
do not include echool staff in the interview.

Listen ardd Deny NHothing

Really listen...thie is true always, but especially in
pre-placenent contacts. If this is the first time a business
hag considered working with the developmentally dizabled, be
cauoticus if a wmanager is enthusiastic to the paint of
disregarding logical concerns. £low them down, and bring up
concerns thay are overlecking. Impulsivenass can be contagious,
try to stay on a thoughtiul and thorough coursa.

other Ffirst time busines=zes may reflect aoncerns that saem
pased on old wives' tales or are typical of thinking in the late
180073, Reapect these guestions, as they provide a great
appartunity to share accurate information. Proceed With
cantion. Avoid responsee that start with, “Oh, thatfs an old
wives’ tale..." or "Not many people have those fears anymore
Because..." as that may embarrass the person whose cooperation
vou are seeking. Be alert. Recognize fears andfor apprehension
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no matter how they are expressed; respond with a calm, matter
of fact, pesitive confidenca. Start your answWer with something
like, “Other businesses have had that same concern, and our
e¥perience has shown us that..."

The Five "Yeoxn...Buk"™ Rule {John-Roger and McWilliams, 1%91)

Listen for "Yeg...but" responsez. MHore than fiva such
rasponses in one meeting may wmean this is not the vocational
placement to work with at this time. Force no one. Latesr, that
Sape mahager may call after observing or hearing af ether
successful placements. Wwhon fears sgem too intanSe Or NUmBTOUS,
try giving them your respecht and some time and space. legn
room and freedom to think privately, pecple can change theilir
minds, sometimes within a couple days.

Keep thiz in mind from the hook DO IT bw John-Roger and
Pater McWilliams, "The only thing more foolish thar the person
pauring forth a stream of ‘yes-buts’ if the person who continues
to give good advice in the face of obvicus indifference." (1091)

Think of fAyas - but" responses as wery large bricks. Too
many bricke is encugh for a wall. While always believing
nothing ie impossible, recognize the possibility that scaling
this wall may be just that. Draw on judgment, consider
approaching a different vacational placement before investing
further effort challenging possibly insurnountable fears.

Onderetand the Who's Who of Responsibllity and Control

It'e critical to "get a (working) handle" on ftwo concepts,
responsibility and contrel. With each business, the amount of
control and responsihility assumed by the program and the
business will be highly individual., A good place to start;
assume much of the control and respensikility while always
sharing and asking for the input of the husineas.

Prafessicnale have an in-depth understanding of the
student, which is at most only half the peeded information for
success. The bhest expert on any businees is that busines=. In
bringlng students and businesses together successfelly, recruit
the expertise and experience of others., Businesses and
enprloyees have a knowledge of how to meke things work and get
things done - a valuable resource when teaching in the
conmunity, modifying a task for a student, or working with a
student’s proklem behavior.

Paid placements often result in the fading of the coach as
the student gaince independence in jobk skills. &t thiz point, a
buziness not only assumes more control, but must also be
comfortable doing it. The lewval of the student's
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intgrd&penﬁence with other employees is & critical factor in

fading succasefully. Whencver fading is decided, sevaluate the
readinass of the student and the busimess. Den't begin fading
without the involvement of everyone affectad by that decision.

alwvays Leave with the "Door Open®

Keep things positive, stayt te finish. Some businesses may
choose not to participate. While it would be unnatural or
dishonast to zesm happy when "turned away", always leave with
the door open. Stay friandly. MKeep the daor open as you leava,
indicating an upderstanding for non-participation at this tima
{maybe not foraver!).

Follow the meating with a brief note to the husiness. Give
disappointment a day or two recovery, then write a note ta tha
manager. ‘Thank the managar for his/her time and cooperation,
inviting himfher to make contact at any time in the future
ehould the business find iteelf in a position ta participate

with the progran.

Egtablishing General Education Placements

genaral education placements can provide a uniguae
opportunity for students to learn skills meaningful to them,
while attending class with general education students. Don't
let enthusiasm for the potential of these opportunities push
good judgment aside when eztablishing general education
placemants. Take care and time. Remember Stephen R. Covey's
Sevep Habits of Highly Effective Pegple, especially Habit #5,
v"gaok First to Understand, Then to be Understood," {1985 when
approaching a general educater about a possible placement.

ceneral education placements are ofteh established to
relate te, and reinforce vecatienal placements. The basic
principles are essentlially the same for astablishing vocational
and general educatlon placements, with slight differences in
come of the details, Therefore, when setting up a general
education placement, it may prove helpful to use c£ome ideas
listed for vocational placements. In additlien, assuning the
support classroom is located in a high school or cellega
setting, what fellows may alse prove helpful:

Think, Plan, and Act Ahead

Rpproach general educaticn teachers well in advance, at
leagt 1 semester, and up to 2 years In advance.
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Anticipate and Address Anxiaty...

Anticlipate the concerns and guestions of genaral educators
and hit then "head on®. Do tot be shy akbout addressing the

possible negative appects of any placement.

..-butr Never Arrive with All the Answerzs

Do not arrive with the entire plan for a student .
gstablished., Fresant anough informaticn 50 a general educatio
teacher knows the placement has bean thought through, but nat

cast in stona.

Listen and Deny Nothing

Be open and work cooperatively on ideasfconcerns a general
educator may have. Don't address negative cancerns with P"that
won't happen...". Instead, respond with a few possikle
solutions, indicating the realistic likelihood of similar
incidences actually occurring.

The Flve "Yes — But" Pule [(John-Roger and McWilliams, 1991)

Thig rule applles ta those Yol may approach cohcerhing
general educaticon placements as it deoes for vacatjional training
gaites [on the previous page]. Stay alert and count "Yes - but"
responsés as Lf they are bullets bainy loaded inte a gqun. Exit
when the chanber is getting full.

If the Light Turms Green...Go0.

Scheduling can Frustrate or render a traneition teacher
more fleaxible. When entering the realm of =scheduling secondary
ganeral sducation coursas, it may be hecessary toe try mere than
once to Besure A gpat ihn slass. General education studente
sometimas have to walt to attend a popular class, B¢ do students
with disabilities. Lessan the heed far panie by planning
ahead. Plan ahead and accommodate opportunities which may
prasent themselves ahaad of schedule...i.e., if the light turns

grear, GO.

Define the Who's Who of Besponsibility and control

Take time to discuss and define who's who in terms of the
two biggest factors between professionals with any general
education placement: responsibility and contrel. It may seem
lagical that both responsibility and control sheuwld be shared
equally, "E0/50", between professicnals right from the start.
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If equally shared responsikility and control is the expectation
right from the start, an unrealistic assumpticn is made that all
professionals will exparienca the same ease working
cooperatively With ope anotherx. These placewments are doomed if
they cannot "pull it off".

Thare iz another formula for dividing responaibility and
control that is not as common. The transition teacher assumes
100% responsibility, while the general education teacher
assumes 100% control. This has some realistic and workable

implicaticns.

First, it consistently provides a great way to start all
general educatien placements - for all students from the more
gevere to mildly impaired students. What typically happens is
the responsibility and contrsol evantually "even-out®™, with
increasing cellaboration and sharing as two, or more,
professionals galn experience working together.

Second, with 100% responsibility and 1086% coentrol lying
Wwith two different people from the =start, a unigue relationship
is defined which has a grester likelihood to ba effective for a
student ifl8BMiprofessionals have difficuity ceordinating
efforta. The placement can =2till succeed regardless of the
professionals’ opportunity or ability to coordinate with one
anothar. The whole point of any placement iz to ensure the
greatest odds for smeeess right from the first day.

Last, but Not lLeast...Rlwayg Come in the Back Docr

consider this opportunity: the prineipal of the high echeol
learns of the transition teacher’s plans to include students
with disabilities inp general education. Supportive of this
idea, he invitee the transition teacher tc make a presentation
at the noxt staff meeting to desocriba the program.

Procaed With Cawtion. In the cpinion of this author,
ipnavation and changes are ususlly better off "ecoming in the
hack deocr". Approach teachers one at & time, placement by
placement. As the entire high school will nut_suddenly be
submerged in the efforts of this program, why invelve the
valuakble time of many with & presentation? Do not draw
disproporticnate attention to efforts an behalf of ona or two
students, to a group with tha awescme responsibility of working

to meet the needs of hundreds.

the vi ts are Egtablished

Having established related learning environments for each
student in line with established goals, the next step revelves
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around groundwork. Effective groundwark iz critical to the
auccess of a student. In completing groundwork, the environment
and those within it are prepared - not nacessarily trained - for
the student with disabilities.

Succassful groundwork results in increased understanding of
the studant and program geals, and increased participation of
the gtudents or employees directly involved and impacted by the
placement. Through groundwork: details and plans for a
slacement are finaliged; needed modifications are made in the
amvironment: and understanding and acceptance of those in the
clagsroom and/or community is established.

Tha next chapter discusses the "how to" of preparing a

nonshelterad learning environment for a student with
develppmental disakilities.
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CHAPTER B
Bare Ehnvirormental Assistance: Groundwork

Introduct fon

Once vocational and genera) education placemants have been
eatablished, laving groundwork ie the next step. The goal of
groundwork is to lncrease the likeliheod a student will he
accepted, while sharing an understanding of stodent and program
goals with those directly invelved with each placenent. It is
algs impartant to define the expectations held for those
involved in a placement, and to clarify their role. (Feople
tend to aesume they will ke far more burdenad or responsible for
a student than is actually the case.) In ralation to its
impact, effective groundwork takee a minimum amount of time.

Though the goal of groundwork is identical for a vecational
or general education environment, the approach and techniques

are vary different,

In a vocational setting, the people with the wmost student
contact will be the employees...a group of people changing wWith
wach shift and having a varlety of adult concerns. They have
families, chlldren, and house paymants. It is uplikely a
student will be placed in a professional jok which reguires a
college degree, thersefora many of the employees surrounding a
student will be those whe work on an howrly hasis. They may
have concerns with & student displacing other weorkers, or may be
insulted that a stedent with severe disabilities is performing a
job similar to their own.

Though there are similarities, wvocational and general
egycation placements have many contrasts. Genearal education
placements ara age-homogenacus. In a secondary general
education setting, the gensral education students and teacher
will have direct contact with a student one te two hours each
day. Like the atployees in a vacational setting, general
education students have a myriad of other coneerns: dating,
grades, pressures, Jjobs, and family. In contrast to vocaticnal
zites, where a staff person is often assigned from the special
education department te "eoach” a student - students with
disabllities may be more sffectively supported in a general
sducatieon placement via other technigues and materials [Chapters

8 and 10).

Thiz chapter is a description of technigues for laying
yroundwork in vocational and general educatien settings. It is
important to keep in mind these are guidelines — ideas - to
combine with knowledge of the specific people and their
arvironment in developling an individoalized approach to

groundwork.

&



Remembering Steven Covey’s Fifth Habit of The Seyepn Habite
H ctive Peo (198%), "Seek First to Understand,
Then to Be Understosd," iz critical when laying groundwork.
Ligten while talkiwng, ke sensitiva while presenting, qnd Take
modificatisns as yow procead. A good vule of thumb lies 1n an
often repeated phrase by Sgqt. Esterhaus on the former television

series, Hill Street Blues, "Lek's ke careful out there."

Grpundwork for Voocational Placements

s mentioned earlier, when estaklishing secondary general
education placements it‘s wise to "come in the back door". The
same is true for laying the groundwork for a vecational setting.
In thie instance, get Lo know everyone involved hefore .
presenting a great deal of information concerning the wpromang
placement of a student with develapmental disabilities. ¥nowing
the etudent is simply net enpugh...kRoewing the pecple who wall
surround your student is critical. Take the time to work and
talk with the people of this new "slassroom" in the community.

D It ¥Yourself

What po It Yoyrgelf refers ta is straightforward: before
any studant iz placed in a vogational training placenent, the
transition teacher should do the jab targeted for a student.
It*s important to work the identical shift planned for the

etudent. Train for two or three days, not ane. By performing
the job bafore a student, the job developer:

= learps the skill targetcd for the student;

- completes & task analysis:

- gxperiences Firsthand the direct impact of the job,
especially factore like fatigus and stress; and

- pecomes acguainted with the peaple of the vacational

placement.

In this chapter, the focus will be on gobting acquainted
with the people of a vocational training site,
Advice for First Time "Do It Yourselfers"

The job devalopsr wakes up, pots on jeans and a T-shirt,

and heads to the fasctory to get to Khow everyone and the joab
before a student placement. A bBit af advice:
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&1low Encugh Time

schedule twe days, preferably threa, to train in the
targeted placement. Ask the manager te inform the employees of
the general plans. Allow time [or this to ooccur before
beginning training. A letter from the job develasper briefly
explaining the upconing placement, posted in the break room is a
god idea.

Watch the Parky Behaviors

fhere’s nothipy mora annoying than Mary Peppins doing a
repetitive small assenmbly task. Hervousness coupled with the
snthusiasm of the transition teacher may result in a potentially
wirritaringly perky" outcome. Job develppers may be naturally
enthusiastis people; and positive, controlled enthusiasm 1=
fine, but leave Mary Poppins or Dick van Dyke at home.

Groundwork Ccan Be Laid Talking About The Honsymooners Re-runs.
Really.

Even though the goal is to lay groundwork for the student,
don‘t fesl it 1s absolutely essential to share information about
your student or program when talking with employees during
breaks. The old saying, "When in Rome, do as the Romans do..."
is a good place to start, as long as you don’t try to Be &

Boman

What should a job developer talk about at break time? The
employees’ topics. Mailntain a lew prefile. Relax. Spend an
antire break time listening to topics employees raiseé! Fe-runs
of The Hgneymooners, teenagers, what's happaning Friday night,
and sports. If there’s an awkward silenca, try bringing up a
topic surrounding televisien, or the weather. Seck to find and
talk about comnen experiences and concerns. Current events can
rackfire. aAvoid politics. If they come up, iisten. If
employees ask for an opinien, use discretion in phrasing an
ANSWET +

Respect averyone’s privacy and control to earn the
sppertunity to be gradeally included. Wait wntil asked
quastione about the student and training program. It may not
amaur until day three, or ever, but wait. Experience with over
40 vocational training sitez indicates not being asked guestions
is not a bad sign. A strong placement - where amployess ASSUme
responsibility and concern for a student - cam begin without a

single guastion,

1f asked for infeormation concerning the program or student,
dont break inte a presentation suitable fer the next regional
conferance. Brief anawars are best. Silence fellowing brief
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anewers gives everyone time to consider what has Jusk heen said,
and may lead to suggestions, ideas, or additicnal guestions.

Do not sask contrel. Be patient if it is needed. Don't
jJump ahead of what may seem like a slow moving car. Trust the
control employees hawve of their break and their workplace.
Reegpact thelr control of their desire to include a transitlcon
teachar and eventually a student and coach in their own way.

Find a Contact Person

As part of deing the job prior t¢ the student, complete a
mental "=ocial survey". Informally watch for people who are
likely to ba among the first te include the student, and
inform the coach of their names. Alsa, identify people who
seem more sKeptical or hesitant; these are not necessarily
pecple to avold, but instead are people who will approach and
intaract with a student after tima, on their own.

Groundwork for Secondary Genera] Fducation Classes

Prior te a szacondary student with a developmental
disahility attending & general education class, one class
session is set aside to lay the groundwork. The objective of

thias seseion is:

- to incraease the general education students”
understanding of the included student’s developmantal

disability:;

- to demonstrate the importance of the general education
students' involvement; and

= to¢ determine which students will serve as class or lunch
“ocoachez" {general sducation students who volunteer to
Akeap apn aye cutt for the student with developmental
disabilitiez}.

This section of the chapter provides a description of the
entire clase =session which estaklishes groundwork for including
a Btudent with a developmental disakility in a secondary geoneral
education ¢lassroom.

Frior to Claas
Establizh a day and time - praferahbhly within the first

threa days of class -~ for layving groundwork with a class and the
ganeral education teacher. It is critical the genera) education
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teacher ramain in the classrsoem during the groundwork
presentation. Typically, the level of interest and support a
teacher gives to the grouwndwork presentation will be agpsuped by
the clase.

aeral BEde i nta" Onderstan
Student's Nevelopmental Dieability

It ie lwportant general education students have accurate
information concerning the disabkility of the stadent who will be
part of their classroom. This information does not need to be
gpecific to the student, but can discuss the disability in
geperal. It may ke helpful to mention specific characteristie
behaviors the developmantally disakled student has as paxrt of
the general discessisn of the disakility. 2ask for guestions
oftan., Refer to movies, books, or television chows possibly
viewed by the studants which relate to the particular disability
peing discussed, and comment on their accuracies, ox

inaccuracies.

pemgnotrating the Impoartance of the Genera) Fducation Stugdepts?
Invp)lyement

An activity firat presented by Dr. Marsha Forest {1%9&7),
called "Cirelas® is deseribed here with a few modifications.
cireles is an activity completed with general education students
which illustrates the ratienale for ineluding a student with a
developnental disability in their classreem, and demonstrates
tha importatca of thelr invelvement.

rirclesn®

After discuseien of the student’s devalopmental disability,
tha transition teachar hegins the "Circles" actiwvity. The
transition teacher completes the activity with chalk at tha
chalkboard, while the students complete it with pencil and

paADRer .
Begin "Circles" following thase steps:

1) The students will need a pencil and paper.
Tell the students they will be making a series of
four circles on their paper, one inside the gther,
warning them not to make any eone circle too large.

2] Ask each ztudent to draw a small circle in the center
of their paper, and te label it with their name [Figure

FLG) .
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Figure #£10: Student Name at the Center of *Circles®

completing Circle #1

1) &ask studente to draw a circle arocund the center .
circle with their name, and to place four small circles
on this new, larger circle. This is Cirale #1.

2) aesk the classz to pratand cveryone they know 1s in a
burning house. They can take from that howse the foor
peocple wha are the most critical to them, the four
people they need the most. Ask students to labsl each
of the four small circles with the four names of these
pecple [(Figure £1la).

Figure #lla: Circle f1
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31 On a diffareant section of tha chalkboard, write "Circle
1", Apk the class if the paople on their first circle
ara mostly family, cor friemds. Acsk them what traits
these people have in common. [f this draws no response
ask =

Are these people they can trust?

Are these pecple whe accept them for whe they are?
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4] Write the students’ answers in a list, under "Circle 1™
(Figure #1l1lk}.

Figura #11b: Common Traits of People in Cirele F1

PN A NS S SEE EEE s F ok w b hh o+ F 4+ ES LLLLEEE NN SN LN NN FE Y N how ko F A FFF R Eaa

Typically, most Circle #1 people are family. They are
peopla that can ba trosted implicitly, and alse peeple to turn

to for help.

Completing Circle g2 -

17  Ask tha students ta draw another circle around Circle
#1, wlth four pmallar circles on it like circle #1.

Thig ie Circle ¥#2.

2) This cirecle is completad like Circle #1, with students
writing in the names of pecple "next closest" to then
{Figure #1%a).

FPigqure F12a: Circle ¥2



7] A=k the same guestions as for Circle #1, Hriting
clazs answers in a list under the heading Carcle #F2 on
tha chalkbpard [(See Figure #12b).

Fiqure #12b: Common Traits of People in Circle #2

Cigele 2

Friends/Family
Trust

Tell anything to...
Long talks,

de many things together

4} Typically, Circle #2 will contain close friends,
and possibly some family members. Thesa are pecple to
"gpen up te" and trust with a persocnal concern.

Completing Circle #3

1} Draw ancther circle, using the same directicons as for
drawing and labeling Circles #1 and F2 (Figure 13a).

Figure #l3a: Circle #3
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2}

i}

Ask the students to write the names of four more
people they will save from the burning housa. It may
become difficult for students to think of names at this
peint, and they may ask if pets can be listed. Stay
with people.

Ask the same guestions as for Circles 1 and £2,
ligting class answers on the board (Figure #13b).

Flgure #13b: Comman Tralts of People in Cirele £3

Circle 4

1)

Z)

Typically, the pepple in Circle #3 ares not close
friands, but friends af a larger group. They are fun,
peapla in a student’s larger crowd at a party or
football game,

Ask students to draw another cirele like the first
three, warning students that the names to be placed on
this circle will be diffexentl&sHn

ask students to writa the pames of three or four peaple
thay pay to interact with them - for example: a doctoar,
dentiet, counselor, and a teacher. A=k the students to
write proper names if pesaible. On tha chalkboard
write the titlies as listed in Figure #l4 {Figure Flay.

The Hypethetical Deal

1)

2]

Explain to the students they ara ahout Lo be presanted
with a hypothetical deal, and they should conslder it

seriogaly.

The deal is this: As a (general educaticn) student,
each will be given the most compassicnate, wonderful
reacher all day leng. Ip return, each student will
have to no lenger have contact with the pecple of
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Figqure #14: Circle #4

3}

4)

Circles Fz2 and FI. (Erase Clrcles #72 and #3 {rom the
chalkhoard, while asking the students to loock at the
people in those circles on thelir paper.) They wouldn't
see thase pesples again. Would they de it?

General edusation students have always responded with
PHo" to the hypothetical deal at Jenison High School.

Return to the chalkboard (keeping Circles #2 and #2
eraged}, asking the class to watch as you add some
people to Circle #4.

Draw additional small circles on Circle #4, adding
a Speech therapist, social warker, psychologist, and
perhaps ancther doctor ar specialist.

Exglain that te a large extent, the circles on the
board now represent the life of many pecple with awvticm
(or the davelopmental éi=akility being presented).
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indicate that by placing thiz student in their class,
the gpal iz to provide the opportunity to add sape
friends to hie Circles, like the people of Circle=m #2
and #3. Alsa mention the student being placed will be
working on sKills related to the clasa curriculum.

The Placasent Ewvercise [Cptional, and pest appliicable for
general education placements involving students with autism)

Erase the "Cirecles” activity from the chalkbeard. Indicate
to the students thay are going te participate in a second
hypothetical situation, in which they ars the special education
or transition teacher.

1)

ry

33

4}

5)

&)

T}

8}

Draw a small cirele at the top of the chalkbeard.
Indicate thiz is a student with autism.

s a student with autism, ask the class what two areas
of development are difficult for him {communication and
spcial skills).

Draw two rectangles below the student - one to the
left, the other to the right. Indicate these are
classroons.

In one classrogm, write the numbar Y5" Lo represant
five students with autism in a self-contained
clazsropm. Indicate these studenta also have
difficulty with communicatien and social skills.

In the other classroom, write the number "“28" to
ipdicate the number of students in a general education
placemant. Ipdieate that these students do not
experience the severe difficulties with soclal and
communication skills associated with autism.

ask the =tudents to assume the respensibility of the
trangitien tecacher, indicating in which classreom they
fanl the student with agtism will have the best
opportunity for improving communication and sacial

skills.

ctudents at Jenison High Schoel have consistently .
indicated the general educaticn classroom would provide
greater opportunity for the student with autism.

Make sure students understand the geal of the placement
ie mot only for communication and sacial purpoEes.
Briefly mentien the jmportance af the curciculum, and
that it will be modified to assist the student.
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Recruiting Coaches

There are two Kinds of coaches, clags coaches, and lunch
=aaches, Class coaches are general education students who agree
te "lgpk out for" a student placad in a general education claes.
they are not placed in the rale of a tubtor. Class coaches may
sit next to the student with davelopmental disabilities, check
to mee if shae iz on the right page, etc., and agres to act as a
friend to tha placed student.

Lunch coaches are general aducation students whao valunteer
ta include a student with anti=zm in thelr group of friends at
lunich. Lunch coaches are recruited from two places. First,
lunch coaches may come from a class in which a studnt is
placed. If there are no velunteers from a student’s general
education class (or for students with developmental disabilities
not currently in a general education class), lunch coaches are
recruoited from Psychelogy classes. Lunch coaches may alsc cerve
as coaches for assembhlies, football games, and school functicns.

At Jenlson High sSchoel, studenta volunteering to ba lunch
coaches have exceeded the number of students with develapmental
dizsabilities availakle., When this scours, lunch ceaches are

placed on a echedule of rotating weeks.

Coaches are usually recruited at the closc of the class
seggion in which the groundwork iz established, following
nrircles” and tha placemant exercise. A word of advice: do not
ask for volunteers te be lunch or claegs ceoaches in front of the
class. Tell students who are intereszted to give their name to
the general education teacher at the eclose of class. Contact

the teacher later for the list,

Ocecasionally, no one will volunteer as a class coach.
Experience has indicated that this 15 not necessarily a "bad
zign". An entire clase may cocperatively include the student
from tha start. Do not be concerned until there is reazon for
concern, whan placing a studant in a “coachless" classroom.

S5end a letter to the parent of each coach explaining the
pragram and their chiild s willingness to become directly
invelved. cCoaches have the option te ask this letter mot be
gent to their parents. Most students are glad teo have "good
news" from school =ent hope, and it is a great way to inform
general education parents of the program.

Typically, coaches tend to Y"fade" their involvement over
tima asz other students becope mere invelved., The student
becomes increasingly competent in [olleowing the routine and
completing classwark., By the end of a scmester, it is genuinely
difficult to gheserve a class and determine wheo is the actual
coach. Often, the student with developmental disabilities
recalyas aseistante from whomever ia clogsest when assistance 1s
reaguired. Owver time, "apaching" becomez more natural.
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The Social Acceptance Survey {Optional)

The Social Accaptance Survey (B, Gray, 1524} provides
profesaionals with a “handle” on changes in student attitudes as
tha rasult of placing a atudent with awtism or another
developmental disability in a general education class (appendix
H: BSocial Acoeptance Survey). The survey is a random series of
statements regarding the degres of social distance an individualk
perceives as comfartable in relation te a person with a stated

disability.

By administaering the survey before a student is placed (at
the cleose of the groundwork class session), and at the close of
the semester or year, profescionals can monitor changes in
general education student attitudes toward the student with

devalopmental di=abilities.

SUMGAEY

In the future, working and learning in envirenwents with
pacple of all abilities may be so rommonplace the pead for
groundwork may be eliminated. At this point in time, laying the
groundweork prior to student placements {especially for students
with low incidence disabilities) is an integral part of the
zuccess equation. Groundwork provides the spportunity to gather
and share informatiop, and to demonstrate the importance of tha
community in the lives of students with developmental
diegabiliries. The groundwork presented in this chapter la just
that - groundwork, not training - trusting and supporting the
people of mach learning environment to include the gtudent in
thalr own way. To date, limiting "training" and providing
honest and agourate infopmation has been a most effective means

for bringing pecple together.
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icu Eistance: oy A ed, Modifjed,

or Simaltapecus Curriculym

Intxodnction

In planning for placement of students with autism in
general education, a wide range of factors must be constidered.
Central to thesa are the specific learning characteristics of
gtudents with autism (Woelthuis, 1990) and othar developmental
dlsabilities, and the components of suscesaful pregramming
designed to meet those needs. In meving implementation of a
curriculum from a =elf-contained to a general education
classroom, the goal is not to abandan, but teo incorperate what
ig already known to be important when educating stodents with

disakllitlies,

The immediate goal of any ewrricalon for students with
disabilities is to provide the materials and environment
necessary to maximize independence and competence 1n acquiring
new skille. The underlying philescophy is that i1f a student can
be enakled to work independently, or utilize needed supports
within a general educatien clase, hefshe has an excellent chance
to develop relationships based on hisfher ability to ceontribute,
rather than on empathy for his/fher disabjility.

Prior to foecusing on materials and technigues usad to
modify the geperal curriculum, it is impertant to remenmbar
programming for students with disabilities in general educaticon
ghould inalude the following:

1) Courzes salected by the Collective Expert. Develop a
systen for course selsction which involwves the
gollactive Expert from estart to finish.

2} Attention to needed modifications in the learning
envirornment, 1f any.

3} Groundwork to establish natural supports.

4] Continwal evaluation, and opportunities for self-
evaluation of student progress.

once the wocational and general edusation slasses have baen
estaklished, and the groundwork set, the next step 1s to ensure
the student will be learning skills related to both short and
long range geals. These skills may ke taught through one of
three modilfied curriculums. They include:
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1. The Expanded General Eduoation Curxicgwlyng

An swpanded goncral education corriculom is exactly what it
implims: the genaral education curriculum, expanded. With this
type of curriculum, the stodent i3 capable af conpleting course
shijectives, and completez and pacses assignments and tests
without medification., Teo ensure functional applicatien and
generalization, skills often difficult for students with autism,
the curriculum is expanded. The curriculum is erpanded through:
additional activities {nften completed in support sassions);
community based experiences; raealated vecatiopal training; and
ongoing avaluatien.

2. The Modifijed Curriculum

A wmodified curriculum is based on the ohjectives and
asgignments given & general education class, with ongoing
revizsions in materials to enable a student Lo work oore
indapendently. Students werking from a medified curricolum may
be accountable For some, butb net all, course ochjectives.

3. The Simultaneous Curriculug

A simultanecws curriculum ig a curriculum written to
address functional student askills, related to the sontent area
itndicated by a cpurses title., The student works an functional
skills directly related to his/her work or compuenity
experiences, within a general education class also involved in
study within the same content araa.

Gyidelincs for Devaloping Modified Cyrriculuws

The following guidelines are used largely as standards to
ensure a meaningful curriculum for students with digabilitles
placed in general edocation, regardless of the extent to which
tha curriculum is medified to mest individeal needs. All
guidelines may not apply to all placements, or to all three of
fhe modified curriculums, Still, these guidelines shauld be
semzidered to ensure a sound curriculum for each generak

education placemcnt.

Peternine the Functigpal Correlate

Mast, if nat all, high school courses are too difficult for
students with autism. Many high school sourses have &

fypctional correlata; a set of basic life skills associated with
the more advanced concepts presented in the curriculum. Thease

cembined basic skills {entered as objectives into the Ohjective
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Banpk and listed on an Evaluation of Student Perfarmance [oEM

prior to & student’s placament in a general sducation course)
comprise the functional correlate of the high schogl course.

Listed in Figure #15 are sample titles of high school courses
and their possibls functional correlates.

Piqure #15: Possible Functional Correlates for Selected High
Schonl Courses

.......... ++|.++lla.lllllIIl'rlllIIl-I++I'F-I++"‘-II-IIPIIPIIT‘||++F|1

High Schogl Courss P iple Funetisnal Co te

Foverhment Skills reguired to wota;
make choices k comparisons;
accept responsibility for
self and others; stc...

¢lothing and Textiles Skills required to
selact and purchase a
pattarn and fabric, and Lo
censtruct a garment start to
finish.

Merchandising Skills required to assist
in store operaticona; skills
for working with custeomers
and co-workers, etc.
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For exampla, the course, Clething and Textilas, reguires
students te learn fabric characteristics, as well as athar
concepts too difficult for many students with disabilities. The
Fupctional correlate of Clothing and Textiles is the combined
basic skills, or "hands on" okjectives, required to acteally
construct a garment, start to finish.

The funcstisamal correlate iz often referred to while
modifying carciculum. For example:

1] course selecstian
2! bDeveloping medified materials

3] Evaluation and self-evaluatian

The functicnal correlate is also used in bridging, the next
guideline.
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Bridging

BEridyging refers to the selection of general education
courses related to a student's community baced vocational,
recreakional, or life experiences Whan planning their
educational program. Flacement is made in general education
coursas that reinforce a student's current vocational training
or life experiences. Bridging is an important part of all three
modified curriculums, encouraging generalizgation of skills from
one envirenment to another.

Some examples help illustrate this caneept. A student with
autiem placed in a regular educatien course, Retailing, is also
placed in a compunity based veocational training placement at a
lecal hardware store. Another student having difficulty with
physical filexibility and picking wp on naturally occurcing cues,
is placed in an Aerobics class. A student needing to develop
frae time interests for homes ia enrolled in a Clothing and
Textiles clase to laarn to sew,

Mod r By

The tendency is to rely too heavily on the general
sducation materials and program when modifying the curriculom.
Te accommoedate for the student’s disakility and slower pace; tha
student may be lnstructed to completa only portions of tha
assignment given to the rest of the class. When thiz ocours,
the result iz an abbreviated rather than a modified version of
the original curriculum. If the general education cerriculuon is
tmo diffienlt, an abbreviated version will ke Just as difficult
with less time for practice.

one danger of isolated abbreviated assignments is the
potential impact on the students, especially students with
autigm. Many students with autism are compelled to complete
assignments. Leaving an assignment after conpleting only the
requested partioen of it may be extremely difficult. They may
feel frustrated, as though they have failed in completing an
assignment, rather than feeling succass in completing a portion

of it.

For example, a student with autism may complete workehagts
more slowly than his classmates, and reguires eontinual
apslstance to complete sach assignment. In response Lo the
student s frustration, the student may he assigned a portion of
the original workshect. While this may be appropriate for
occasipnal assignments, using this approach on a regular bazis
may result in an abbraviated curriculum that holds little wvalue
far the student with a developmental disakility. By referring
to the objectives of the functional correlate, it can he guickly
determined if abbreviating 8 given assignment is appropriata.

1
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Create Twin Actiyities

Twin activities are like their human counterparts: they
look alike, but are often very different. The goal 1is to create
educational materials for the student with diszabilitles that
teach the objectives of the functional correlate, while
mivroering clace activity.

For exampla, if the general education students are to
complete a written agsignment at thalr desks, 30 should the
student with a developmental disability. Wwhile he/she nay ba
completing a packet with large print addressing concepte of the
functional =orralatc, the rest of the class may be answering the
gquastions at the end of the chapter in the textbook. The goal
iz to ereate simultanecus curriculums that result in twin
activity; all are seated, with pen and paper, working
indepandently.

Another example oocurs daily in Retailing. The genaral
education students work in the school store, checking out
customers at the cash registers, checking in merchandise, taking
inventory, amd placing orders. During this time in tha school
store, a student with autism also assists with store operations:
sleaning counters, vacuouming, leading the pop machine, and
stocking apd facing shelves. Again, all are working together
for the smogth operatien of the school store, while the activity
af the stoudent with autiesm is not so0 markedly different that it

nakaes him "stand out",

curricylyg Intersections

Occasionally, the general education assignment involwves
ygroup work, with potential for the student teo socially interact.
Theee activitias may relate more to the student®s social
ghjectives than to skill objectives found in his functional
correlate. These social opportunities center around acadsmie
activities of the general curriculum and are referred te as

curriculunm intersections.

Curriceluom intersections may require special attention to
anable a student with auwtism or other developmental disakility
to fully participate. Hodified materials may not be necessary
for the student to participate in curriculum intersections.
Qften, small adjestments can ke made in the activity as it
proceeds. For example, In the course, Individualized Writing,
tha class periocdically kbreaks inte small groups to critigue each
other’s writing. Each student hands out copies of hisfhar work,
and reads hisfher work to the group. When the group critigues
the wark of the student with autism, their suggestions are haped
on his content, and his level of writing skills. In one
instance, when the student had his turn te eritigue the work of
cthars, he exclaimed, "Very good!" pach time. Students in that
group knew they could count on at least one rave review.
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Cther curriculur intersecticons require meodified materiale.
These materials may differ from these dezigned to teach
objectives from the functional correlate in tweo ways: 1} they
may bhe areated directly From the original assignment, not from
the fungtjiona) correlate, and/or 2] they may contain several
concapt andfor social cues, like a eilent "teaching assistant®
gulding tha student through thce assignment.

One example occurs periecdically in Retailing. Students
write scripts, then read them during role plays in front of the
clage. The use of specific selling techniques is demonatrated
in this way. Since the student with autism cannot understand
the detaile of the wvaried salling technigques, his modified
acsignment contains many concept and social cues to guide him in
writing a script and participating in this role play activity
with classmates.

The goal of any curriculum intersection is to maximize the
oppertunity for social interaction, s¢ the student with avtism
can work competently alengside his peers without intensa
asgistance from a coach. The student in Individualized Writing
may net dramatically impreve his writing skille as a result of
tha pasr critigue. 1In Retailing, the student will never knew
the name of the exact sales approach he used in hie script. In
a curriculum intersection, the gensral education course content
is not inportant. What ie important is for the included student
to participate in the social aspects of tha group activity

competantly.

A te a view

students with autism are advised as to how theay will ke
evaluated. Modified explanations and activitias halp ensure
they understand to the bast cxtent possible why evalwation is
necessary and what metheds will he used. Evaluation may includa
any of the following depending on the course and individuwal
student: 1) videctaping; 2) self-evaluation by the student
(from videotape or data); 3) gathering of cbjective data from
videotape by the transition teacher or special education staff;
4} performance on modified assignments and tests; andfor 5}
discussfons with the studant and general educaticon teachar

{Chapters 5, 10, & 11).

Videctaping is one af the most valuable evalwation tools.
Studants are perlodically videotaped in thelr general education
alass. The camera is usually mounted on & triped, and is left
running for the duration of the class. The videctape is
reviewad and evaluated by the transition teacher. (Portians of
the videotape are transferred te traveling tapes that are sant
home. In this way, a student with limited communication skills
is assisted in sharing ovents from school with family members at

hone. }
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1] neral at ion Coulrge

Support waries in response to the abilities of the student
and the general adecation placements involved. II the student
can function independently and progress in skill development
with a modified curricoelum and class coaches providing needed
eupport, additional staff are not needed. Modifying the
environment in this way to enable the student te function a@ﬂ
learn competently ameng his peers is the most preferred option.

Individual students, and cartain courses, may require thea
placement of support staff in the general edutation classyoof A=
ensure success, Caution must ke taken, as excessive support, to
the student and/for the general education teacher, may
potentially ke as damaging as inadequate support cervices., It
ig the responsikility of the transition teacher to determine and
maintain the appropriate support required for each general

education placepment.

fupport is dependent on the abilities of individual
students, the curriculum, and the structure of each general
education class. Ranging from laying groundwork, to previding a
completely modified curriculum, teo placing additicnal staff in
the classreoom, Support s coptinually monitored to keep in line
with student needs. In this way, students are cnabled hy an
environment and curriculem modified to ensura their successful
participation in general education (Chapter 10}.

Ideas for Mpdified Curriculums

In addition te guidelines, experience is the bhest teacher
when learning to modify curriculum at the secondary level. This
section 1ists ideas discovered through that experience - "tricks
of the trade" which have been very uveseaful in modifying the
ganeral education curriculum.

5 enved 3o dum

Sequenced surriculum packets (5.C.Ps) are written by
spacial education staff. They teach identified concepts and
skllle (objectives) as part of a student’s simultanecus
corriculum. {Oscasicnally, they may be used te supplement
activities for students working from modifised or expanded
curriculums). Every packet contajips five sections, beginning
with Section A. (ues for correct answers fade as a student
works from the First (Section A} to the final section (Section
D). In this way, the student has to provide more of the correct
answer on his own with esach progressing section.
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sequenced curricelum packets hava bean found to be very
affective for teaching some students new information. Ih
addition, students have independently applied information from
the packets to real life situations. B5.C.F.5 may ba 50
gffective they may "packfire®, as the follawlng example
1lluztrates:

Todd, a secondary student with autlem, was placed in a
beginning Retailing coerse. The course covered marchandising
and retailing concepts too advanged for Todd to comprehend.
Etill, it wae felt that Tedd could successfully participate in
the course with a simaltanssus curriculum. He learned to assist
in the oparations of the school store, The Cat's Corner. ¥hen
rha other students complated independent seatwork, Todd
completed S.C.P.s which taught him the rules and regulations [ob

working in the school store.

Todd had Jjust begun work on 5.C.P.5 which discussed
tardiness when a problem developed. Todd's mother informed the
transition teacher that suddenly Todd was refusing to board his
rns for school in the mecning if it was & few minutes late - his
reason being he would bs late for his weork first hour in The
Cats Corner. He was convinced he had to be on time for work no

mattear what.

In response to Todd’s rigid interpretation of the concept
of tardiness, the staff guiekly revised the 5.C.P.5 o include
exceptions to the rules regarding being late for work. The
revised packets were immediataly successful in helping the
studant understand that sometimes events hapben that ara outside

of sur contral, and in those cases it is ckay to be lata.

compared with the success of other instructional

techniques, Todd learned and applied concepts preasented in
5.0.0,8 faster and more effectively. Their use Was expanded to

other areas of Todd’s curriculum.

radd has centinued his work in merchandizing classes, and
currettly is laarning many of the terms and concepts once
considerad tos difficult, through the use of &.C.F.s {Appendix
T: How te Write Sequenced Curriculum Packets and Social

assistance Packets).

Exeak FPages

Break pages are pages tnserted into a student’s asaignmant
to provide a "built in" break. To be effective, break pages
have to be developed with the specific interestz of an
individual student in mind.

Break pages were initiated by Jeff, a secondary studant
with aotism. Jeff was scheduled to trawval with hi=s Retailing
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class to a regional exam, whers he would take an exam (2 hours)
with his classmates. The speciak education staff wroate an exam
for Jeff to take at the regicenal conference based mnlthe
concepts he was learning through his 5.C.FP.s5 in REetailing.

There was concern Jeff would have difficulty attending to
tha exam for two straight hours. Jaff‘s transitiecn teacher
scheduled a support session with Jeff to give Jeff practice
taking a leng exam similar to the one he would take at the
canferance.

After completing five pages of the exam in the support
sassion, Jeff began te lose interest. He took soma baseball
sards From his pocket and began looking at them. The transition
taacher felt it would be inappropriate if Jeff were fto lock at
hiz baseball cards during the real exam. ©On the other hand, it
was inappropriate to axpect Jeff to attend to a two hour exam.

Tha solotion?

Thea teacher borrowed the student’s baseball cards, and
copied them four to a page. On the top of each page, she wrote,
"Take a break, then back to work!" Thesa “break pages" were
inserted f(about one every six pages) throughout Jeff's formal

eRam.

At the conference, Jeff came across the first khreak page
and was guite surprized. He locked for a few minukes, then
continued work on the sxam. Every time Jeff finished looking at
a break page, he would glance ahead to sesa whan the next break
wazs coeming. The break pages were effective in keeping Jeff on
task, and he completed his exam with the rest of his class.

Be careful with break pages. Break pages may be davalopad
around one or several student ipterests. Students may have
ideas for activities to insert as hreak pages into their
olaszwork, but avoid using pages which are 8o interesting a
student never returns to the assignmoent. Monitor a student s
nead for break pages. Keep challenging a student to work and
attend a litfle longer by gradeally decreasing the fredgquancy of
braak pages in a student's classwork.

Secial Clues

Hot social cues, spcial clues, Writing curriculum
materials for a student providez a great opportuonity for
teaching =ocjial)l skills without staff prempting. Simply provide
a student with social clues in the assignments written for her.
For example, a student in Clothing and Textiles worked from
modified pewing instructiona re=written for her from the pattern
directigns. When aaxsistance from an adult was critical, the
modified sewing directicns told the student to raise her hand,
wait for the teacher, and in some cases instructed her in what
te ack.
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The pogsibilities for using social ¢lues are unlimited.
doccasionally try fading or drepping social clues from some
assignments to check if a student =till needs them.

SypEmary

The key to saccesaful placements for students with
dsvelopmental disabilitiss in general education courses is to
jncorporate what is knpown about educating students with special
needs. Modifying the curriculum for a student with special
needs provides the opportunity for that student fo laarn
meaningful skills and concepts in a classroom with general
sducation students. A professional may use any one {(or
copbination) of three different modified curricelums (expanded,
modified, or simultanecus) to educate a student with autism or
sther developmental disabilities in selected general education
courges. These courses may be used as part of a brcatl
educational program incorporating a variety of lzarning
environmnents.
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CHAPTER 10

Assistance Through Accurate Support

Introduct jon

students with autism and other developmental disabilities
often reguire initial or ongoing support te be successful in a
vosational or general oducation placzement. The denands of a
genaral education curriculum often exceed the akilities of these
ctudents. It a vocational setting, a student’s difficulty with
sommunication and =ocial skills, or the skills reguired for the
job, may indicate the need for support. Regardless of the
petting, students with autism and develepmental disabilitles
must have available the support they need to achieve individual

goals.

support is often misunderstood, and therefore can be
potentially misused by parents and professionals. Many equate
the concept of "support" w«ith "staff". Experience with students
with autism at Jenison High Scheal indicates excessive support
may interfers with proklem zolving and the generalization of
gkills. While staff are a valuable resource, and absoclutely
egsential in some situwations, they arc not the only form of
suppert available to students. Through creative use of thao
wide variety of supports available, and angoing evaluation of
the most effective suppert for an individual student and
placewent, support can became an effective educational tool.

For the purpeoses of transitioning students ta adult life in
the community, The Curviculum System regquires support services
to be accurate.

Accurate Support: Any activity completed on behalf
of a student, which is based on engoing okjective
avaluation of the type and intensity of =upport
required by a student, to contribute ta the
achiewvemnsnt of stated cducational geals=.

Froviding accurate support for students requires attention
te a student’s needs and abilities, apd the type of placement.
In this chapter, guidelines for determining and implementing
accurate suppart for student placements in general educaticn
courses and comomunity vocatisnal placements will ke discussed.
Az guidelines, they need to be creatively considered along with
student information kefore initiating support for A& placement.
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Ose The Evaluation System to Contipually Bvaluate/Update Support

The Ewvaluatien System provides extensive detail concerning
a student’s performanca, which dircctly impacts the level of
suppert required. Valuabkle information regarding support may be
gathered thrpugh review of a student's most recent Evaluation of
stundent Ferformance forms for a given placement, including:

- s5kills a student can perform witholt assistance;
- 8kille requiring the most intensive ceaching;

- prograss toward achievement of specific skills;
- skille which are npot improving; and

- sptudent, coach, and smployer feedback.

Whenever Summary of Student Performance forme are
conplated, a review of needed acsistance and support for a
placemant should be informally reviewed and revised as well.

The svaluation forms held a wealth of information which should
gignal tha fading or more intensive involvement of a coach. &
combination of fading during some times, and increasing
involvempent during others may alsc be indicatad. Accurate
timing is oritical to acourats suppert. Ensure that

support is "up to date" for sach student, and that it is keeping
pace with student achievements.

Other signals te change a student's level of support may be
nore direct, especially as managers and general educatian
teachers feel thelr input is wvalued. &n example comas from a
vaocational placement in Jenison. In response Lo tha
indapendence a student had achieved in his business vs. what
seemad to he a slow fading process, the manager commented. "You
don't need te nave your caach here anymore...we’ll take it from

here. ™

In this case, the coach was not faded immediately. The
transition teacher shared recent data with the manager. Before
a student iz considered for a "coachless" placemsnt, a minimom
of two Summaries of Student Performance must indicate a total
independence rating of 90%. The transition teacher shared thils
information, as well a= indicating a critical ekill had to be
achieved by the student before staff could fada completealy:
asking for assiztance. Aware of this final challenge, the
business worked to encourage the student te ask for needed
asgigtance. Within two weeks the coach was completely faded.
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ents 1N eral Edu

Determining accurate suppoert for students with disabilities
in ganeral sducation cowrses depends on the structure of the
course, ability of the student, stated geals for the placement,
and the general education teacher invelved. All must be
considered in providing accurate suppert to general education

placements.

Suppert should be provided to both the general education
teacher and to the student. Support Eor studenta folloWs

guidelines organized inte a Support Mierarchy for Ztuwdents in
SEner ion. Supporting the general education teacher and

the stgdent are discu=sed in detail in this zection.

Contacts with General Fdueation Tocachers

Secondary general educatian teachers are very busy peopla
who Know what they are doing, and why. It is impertant Fhat
support services reflect that understanding. Contacts with
general education teachers chould be made at thelr convenlence,
usually during prep hours, on a predictable basis. Most face to
face contacts should last less than ten minutes. Communication
iz often accemplishad with notes bkack and forth betwesn
gcheduled contacts.

one mistake made in providing support to general education
teachers is to say, "Just stopping by to ask how John is
doing...". The transition teacher has a responsibility to
already know to some extent how John is deing, and should be
walking through the deoor with more solutions than guestions.

The transition teacher often provides suppert to a stoudent
and her general education class without ever attending class
with the studernt. For information concerning a student's
preogrese, specsial education staff rely on videctapes of class
sessions, Evaluation of Student Performance forms completed Lrom
live and videotaped sbservations, and student performance on

class work.

The goal is for the transition teacher to walk through the
daor saying, "These materials should halp John learn that he
neads to stay in the schosl store when 1t gets crowded.  Any
activities next week I should be aware of?"  If the transition
teacheor has questions, they shounld ke specific and to the point.
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Support Hiararchy for Stydenteg in Geperal Education

~ The following levela of support are intended for use as
guidelines to follow when developing individralized support
sarvices for each studant placemsnt.

Lavel Ong Support
Leveal One Suppert is for:

- students whose abilities are top limpited for
independent completicn of madified course work; and/for

- students placed in classcs centered arsund hands—-on
participation requiring continual an-the-spot
modification of the curriculum.

Suppert invelves:

- esentact with the general education teacher once every
two weeks;

- a functicnal correlate conpricsed of individual
sbiectives, placed on an Evaluation of Student Progrese
form for pericdie monitering;

- plagenent of a special education assistant in the
general education classroom to assist the student;

and for

- a ope half to one hour suppeTt session or clase aach
week (described later in this chaptar).

An example:

Kristin is a severely mentally impaired student with autism
in need of a placement in general aducation t¢ improve har
Flexibility and stamina. Egually as important, Eristin needs to
respond to exaggerated social cues (Chapbter 11) to improve her
performance in her vocational training placement. In obeerving
herchiecs, the transition teacher realizes placing Kristin
without support staff will involve intense assistance from a
student coach. This will affect the student coach’s
participatien in the course, Therefore, tha student is placed
with special edusaticn suppeort staff to modify, on the spot, the

axerciges and activities of the class.

The trancitism teacher observes live, or via videotaps,
once every btwo waeks. FProgress on individual goals aqd
okjectives is racorded by completing Kristin's Evaluation of
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gtudent Performance form for hAerchics during cbservatians. This
information is summarized oo Summary of Student Progrese forns
and shared with The Collective Expert. EBecauwee Kristin cannot
read, oceasionally the transition teacher reviews videotapes of
Eristinfs work in Aercbics and the vocational training site with
KEristin. Haeded support is evaluated and updated.

Lavel TR Suppoit
Leva nrt is for:

- students whose abilities reguire functional
modificatien of the curriculum to independently {or with
ninimal peer coachingl participate in a course; and/for

- students placed in clasgses that are not individualized
to the extent that would easily include a student with
developmental dizabilities.

Support invalves:

- weekly contact between the general geducation and
fransition teachar:

- a one half to one hour cupport session or suppert clags
each week;

- a Funetional correlate comprised of imdividual
shijectivas, placed on a Evaluation of Student
Performance form for pericdic monitoring
[Chapters 4 & 3); and

- providing the student with a simultaneous curriculum
{Chapter ).

An example:

John 1s a student with autism placed in a Merchandising
course that operates the school store. His abilitias, and the
structure of the class, reguire contipual medification of the
curriculum. The general educaticn teacher determines which jobs
aspociated with the operation of the school store san be
performed by the student. Classwmatas coach him in the
completion of those jobs. The seat work associated with the
curriculum for the course is a simultanesous curriculum based
largely on sequenced carricwlum packets. The student
independently completes these packets at the appropriate time.

The transition teacher or a special education assistant
ubeerve {live or via videoctape) and record infermaticon on an
Evaluation of Student Performance form. Ongce every foaur
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obeervatione, thisz information is summarized on a Summary of
student Performance form. Performance on assignments from
fohn e simultanecus curricolum is continually reviewed. &All
imformation iz shared with John and his Collective Expert.
Needed support, and possible opportunities to complete general
education assignments, are coptlinually cvaluated,

Level Three Suppart
Javel Three Support is fox:

- students whose akilities are close to gensral education
students in the general «=lass; andfor

- students whe may occasionally nead medified or expanded
aszsignments; and/far

- estudents placed in a class with a highly individualized
format which does not require significant medification
of the curriculum for a student with devalopmental
dizsabilities to be succoessiul.

Euppoart involves:

- freguent contact with the general edumatlon teacher,
via notes or in person;

- pupport addressing a student’s communication and gocial
skills, or other behaviors or areas of Concern;

- an expanded curriculum to assist the student in
making functicnal application of cencepts and skills
taught in class; andfor

- a one half to one hour support session or support class
aach week.

An example:

Amy is placed in the secondary course, Individualized
Writing. Amy has second grade reading and writing skills, A
majority of class time is deveted te wriring in journals ar on
agsignments. Amy requires little medification af the
earricuolum. When students evaluate one another’s work in small
grouvps, Amy is included. The geperal education students comment
on Amy's work by making suggestiens appropriate for her ability.

Amy iz easily suppeorted by the individualized class format

and classitates. Tha transition teacher monitors Amy's progress
by periodically completing an Evaluatich of Student Performance
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tarm Aeveloped for this placement. Amy is videotaped about once
each month in elass for Sofial Reading [(Chapter 11) activities
to improve Amyrs social skills in elass. The transition and
ganeral sducation teacher communicate fregquently wvia notes back
atd forth, and schedule meetings if needed. The Collective
Expert recelves Summpary of Student Farformance reports

periodically.

Accyrate Support for Students ip Vocatiopal Tradning

Contacta with Managcrp

contacts with managers of wvocational training placewents
sheuld be bricf, and to the paint. Always have an agenda in
mind, and keep focwsed opn the student and the business.
Informatien from evaluation formes oaften determine the agendas

with meetings with managers.

If the reascn for a meeting ls to discuss a particular
problem or issus, have a few tentative solutions in mind. First
and foremost, ask for tha ideas of the manager andfor employees
anoe the concern is calearly shared. often, the transition
teachar has an exeellspnt understanding of a student and why a
bahavior is poourring, and a manager has opticms that are
legical, and meet the needs of the business and student.

Combine tha expertise.

gnce an idea is implemented, and the success or failure af
the idea iz realized, send the manager & follow-up note.
Thank himfher for their time on behalf of the studant, review
tha celution that was decided upon, and share the autcoma.
Always follow-through and kKeep everyone currently informead.

Frequency of contact with managers is highly individual -
both in terme of the student, and the pusiness. Maeting too
frequently may be a real disservice to a student, as will
meating too infreguently. Strike a balance, and continoally
evaluate changes in the need for cantacts with each wmanager.
Individualize for a business as well as for a student.

Support Hierarchy for Students in Vocoational Training

The following levels are listed as guidelines to be
individualized in regards to <£ach student and placement.
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ne = itial and S ing Su

[evel One Support is foc:

students working in a placement for the first time;
andfar

students with an overall total independence rating

on evaluation summaries of 850% or lass {Summary of
Student Performance), or an individually determined
eriteria appropriate to the specific needs of a student
and business; andfor

students training in an unpaid vecational training
placement.

Support involves:

mentinual presence of a skill ceash an site;

monitoring of performance an evaluation sheets each day
af vocational training, with summaries of performance
avery four days of training, or as individually
determinad;

vieits by the trancition teacher te the site twice each
month, or as individually detarmined:

contarts between the transition teacher and coach twice
each month {on wesks opposite site visits by the
transltion teacher);

efforts to fade the involvement of the coach as measured
by the type and intensity of reguired prompting
(Evaluation of Student Performance ferms provide

this informatian);

efforts to encourage student independence and
interdapendence within a vocational placement

by increasing efforts te 1) identify employees a
student may ask for assistance, and 2) train the
studant to recegnize needed assistance and who to

go ta for help;

afforts to assist employees in communicating,
gnderstanding, and working with a student; and

student partiecipation in a support session O support
clagss each week.
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Level Two Support: Increasing Student Interdependence

r-u

ILeval Two Support is for:

- students who have learned the routipes and skills
aszocliated with a job, but who still pericdically
ragueire assistance from a coach, and

- gtudents who have a total independance rating of 70% ar
higher an a winimum of two consecutivea evaluation
summaries, or a criteria determined tso be appropriate to
thea specific needs af a student and business.

Support involves:
- davelopment of a fading schedule;

- jnforming everyane, espacially te student [in a way
he/she understands) that fading is teo qoour;

- considerationfdiscussion of feelings surrounding
tading;

- praarh absence from the site for increasing amounts of
time;

- clearly identifying employees able to provide
asgistance, or take responsibility for, a student
during a coach's ahsence;

- completion of an Evaluaticon of Studept Performance form
during the time the coach is present, with a Sumwary of
student Performance form completed evary four days of
training (or as ladividually determined};

- +wigsites by the transition teacher to the gite (same
frequency as Level one); and .

- meetings twice each month (or as determined) between
tha coach and the transition teacher.

- student participatisn in a suppeort session or support
class each week.

Fading Coagh Invoilwvement

Fading rafers to the gradual removal of a coach from a
placement. It is used with studenta whe have demonstrated they
no longer need a cosach present, and/or in situatiens where

f“ support for a student has keen successfully transferred to
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peogple on site. For this reason, Lovel Two Support pays close
attenticn to evaluation forms. The transition teacher lecks for
decreasing (type and intensity} levels of prompting reguired by
a student to he suacessful.

By recording information regarding prompting on Evaluation
af Student Fearformance forms, oeaches are continoally awara of
thair own lnvolvement with a student. For sxample, by recording
data on a ptudent’s reguired prompts for each skill in a
placement, the gkill coach ie simultanpeously racording her own
bahavior — the number and type of prompts she provides. Skill
ccaches also indicate when assistance is provided by an
enployea, =upporting emerging reiationships of employees with

the student.

In this way. fading begins from the first day of Tralning,
eperging as a more formalized process in Level Two., Level Two
support involves gradually removing the skill coach from the
vocational site for incraasing periocds of time. The fading
procass may hold some important implications which deserva
consideration.

Bow ¥Fading May Peel

Fading involves an emotional component - for managers and
emplayess, coaches, teachers, parents, and students.

While aware of the eventual fading process from the start,
managers and employees wmay lack conEidence in fading as it
prasents iteelf as a reality. Fellow employses may begin teo
gquastion the adeguacy of their skills in working with the
student. Managers may have had negative experiences with other
programs Fading toop guickly, or literally disappzaring once
fading was announced., For them, fading may be interprated not
as a change in support services, but a permanent terminatian of

contact with suppert staff.

£xill coaches have many hours of effort invested in a
placenent, and have yrown closer to the student and the
employees of the vocatiocpal training site., Itfs important to
recognize the difficulty a skill coaches may have in fading
their inpvolvement - from thaeir perspective. Also, £kill coaches
are well aware of even the smallest dangers and difficulties a
student may encounter. Their feelings may rally in conflict -
ona, a desire te he protective, the other, a desire to see the
student suceeed "on their owh'.

Parents may feel a variety of things. Safety is a primary
concern of everyone involved, but intepsified for parents. The
anticipation of seeing their chlld succeed an their own may be

tempared by other previous efforts, preograms, and promises of
the past that seemed great, and failed. ©On the gther hand, some
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parents may ba so enthusiastic the professional fesls like "the
baarer of bad mews" in contrast, listing the concerns and
cautions associated with fading.

gtudents may feel threatened - fading represents a change,
even if 1t is gradual. Often in the fading process students
have to paster skills which, up to this point in time, have been
the most difficult to achieve. For cxample, while a student may
have mastered the rote skilles invelved with a job, the one skill
needed for successful fading may be reporting to thea manager
when a job 13 completed far the next set of direckions.

Many factors and isgues zurrcunding fading may be
antjeipated and plannad for ahcad of time. If fading has keen a
goal frem the beginning, apnd everyone has been involved in the
placement from the start, the emotichal barriers to
fading should be minimal. Still, they deserve recognition and
attention regavdless of their intensity.

A prereguisite for succesceful fading is careful and
comprehensive planning. What follows is a list of ideas that
have proven cffective.

Remember, ahyone can initiate fading.

arcurate, objective information copens the door to

copperatively fading the involvement of a coach., By pericdically
sharing evaluation and summary forms with a manager, hefshe will
see the student gaining increasing independence. This project
has had managers review the data and ask, “S5a why are you here?"
The sama holds true for parents and studenta. Fading does HOT
have to be initiated by the transition teacher. If people have
been genuinely involved in the training process, they will feal
comfartable offering suggestions.

Collectively consider fading before deciding to fada.

Ccongideration of fading by & transition teacher should
involve consultation with the Coallective Expert and the manager.
Digcuss fading and the reazons behind it with sevaral key
pecple.

Write and distribute a2 fading schedule.

Wher a decision to fade is reached, tyvpea a tentative
sehedule for fagding. Share copies with The Collective Expert
for reviaw {and poscsible revisions} prier to initiating fading.
Take an individualized approach censidering the student, and the
business when developing a fading schedule.
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For example, Ffading will reguire the coach to leave the
gite for increasing amounts of t£ime each day of training.
However, determining which time slots the coach will leave the
site on each day is a procesce which considers factors affecting
the stuedant and busipeas. Increases in the amount of time a
coach is off site do not have to be implemented in seguential
srder. Perhaps beginning with one half hour of fading from the
reginning of the placement, then the next day of training adding
a half hour frem the middle of the placement, will be the most
effactive.

A fading schedule lists mere than just the datas and
beginning and ending times that the coach will not ke pregent.
Fading schedules alse list objectives that are still not
completed, as wall as concerns oF problems which may oocur
during fading. The tentative schedule should be distributed to
the collective Expert at lesast one week prior to the start of

fading.

clearly identify pecple whe will assist the student in the
coach’s absanco.

Make sure several people at a vocaticnal trainling placement
are ware of the fading process. Identify a few ( always more
than ane!) who are willing to "keep an eye out" for the student
ag he trains. Make sure the employees have a phone humbrer they
can call to immediately contact someopa should a problem arise.

FProve that ne one's packing.

Share the prograp's fading and "ccachless®™ sopport services
with an employer in person, and in writing. Make sure a
buginess understande they may halt or alter the fading process
at any time with a phone call. Describe what support services
are provided when a student is working "coachless' - after
fading is completed. Hake it clear no one is leaving town, or
abandoning responsibility for ensuring guality programming.-

Ta oh 5 * Monn g

Tevel Three Support is for:

- students who have learned the routines and skills
asggciated with a job, and who have an established
support system within the placement, andf/or

- studenta who have a total independence rating of
90% or higher on a minimum of two Summary of Student

Performance reports.
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Support involves:

- ongoing face to face contact with the employer
sccurring on a schedula determined by the employer and
tha school system.

- periadic monitering of skills using the studoant's
Evaluation of Student Performance form (for ewample,
once every two weske).

- completion of a Sucmary of Student Performance form
everyfour completed evaluations ([or about once evary
twe menthsl.

o aAgs m, 5u rt i a Great Hablte C

Support is a powerful educational tocl which, if misused,
can undermine student achievement. fs indicated earlier, some
af the largest miscanceptions surrounding the educaticon of
stuodente with disabilities in a wvariety of learning environments
invelve the use of support: specificaliy, =quating
vptatf-with=student” with "appropriate-suppart”.

in terms of identifisd student geoals, staff-with—-student is
the gasiest, but may not be the most accurate method of support.
Evaluation may indicate the necd for support using a variety of
other techniques, mwaterials., and activities. Support services
sheuld reflect objective ongeing evaluation and providea a
variety of options: staff, materials, instructional technigues,
and activities. This section focuses on several ways in which
studants with autism and developmental disabilities may be
supparted, in addition te, or in some cases instead of, the use
of statf-with—-student.

The Sypport Claseroom

At Jenmison High School, all students with autism have ag
their "home base" a "support classroom”. This classroom is
staffed by a special educatien teachar and instructional
assistants who double as coaches (in voeatienal settings, and
socasienally in general education courses) ocutside the
clagsgroom. This classroewm provides ongeing support for the
develapment of academic and/er functional skills required for
success in gemperal esducation placements, vocaticnal placements,
at hema, and in the community. The support classroom provides
the center for coordinatien of afforts throughout the program.

Additiecnal suppoart 1s provided hy a transition teacher and

aspistant {(who coordinate all vorational and general education
placements). The transition teacher is responsible for support
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gesgions and a weakly suppert class. For aach general educatlon
placement, students participate in individual support sessions
with this tcacher. Students in vecational placements are
enraollad in & support clasz which meets once each week, Greaat
Habits ¢lasg. Support sessions and Great Habits Class are
detailed in the fallowing sections of this chapter,

Support Segzions

In general, support sessiens provide an opportunity for the
student to improve the guality of hisfher experiance and
performance in non-sheltered learning environments. Support
segsions are held on a regular basis for students enrolled in
general edocation courses [about she half hour each week per
general aedocation placement), and "as needed" for vacsational
placements. A wide range of materials, techniques, and
activitias are used to malntain or improve a student’s

performanca.

Some Support Sessien activities ensure implewmentation of
the Standards [or Student Participation in Transitian
Programming (Chapter 2}. Listed below and on the next page, the
numbers on the left refer to the specific standards [outline
raference #=), with the correspeonding activity listed on the
right.

IIXI.A. Preparation for participation in an wpcoming IEPC, with
an individualized explapation of the anticipated jissues

and «hoilcas.

[IT.B. Individualized explanation of avajlable choices
throughout the year.

III.C. Building skills to express desired cheices;
input inte selection of general education gourses
{IV.A.); and vocational training {IV.B.].

Theze activities often invelve aommunicating with

a student at the computer. The transition teacher
types in her gquestions or comments, and the student
dictates or types in his responses.

Students can take a printed copy of the canversation
with them. The transiticn teasher alsc keeps a copy in
tha Student Haoatebook {Chapter 7).

VI.h.—- Explanation of evaluation progedures, opportanit ies

YI.E. for self-avaluation, andfor interpretation of
information from evaluation forms, summaries and

completed asgignments
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¥iT.B. dpportunity for a student to discoverfexpress
likes/dislikes redarding a general education placement

VIT.A. Raview of corriculum, for example: a student may head
assintance in studying for a test, or may try out new
mpdified curriculum materials hefore wsing them
indapendently in class.

¥.A.— Reviaw of videotaped sequences of tha ganeral
X.E. aduaation class and Social Beading astivitias (Chapter

11) .

In addition to activities related to the Standards [or
Student Participation, Sopport Session activities are influenced
by a2 student’s current performance in his general education or
vocational placement. Support $essions may alse include related
activities frew Great Hahits Class, discussad in the following
section.

Graat ' Class

Great Habits Class was developed for students with

developmental disabilities placed in vocational training
p¥pariences in the community. The purpose: to work on common
goals and habits associated with success as a groop and as
individuals, and to provide regular opportunity for students to
review their own progress in vocational settings.

Great Habits Class meets for one hour each week, and 1s
taught by the transition teacher, Like gupport sessions, many
of the activities have their "roots'" in the Standards for
stodent Participation in Transition Programming, and the
Modified Habits (Chapter 1). What faollows is a description of
some of the concepts and activities coversed in this class.

Job 5kills and Great Eabits

Creat Habits Class focuses on the traditional, and not so
traditional, skills associated with thiz area. Traditional
instruation focuses on job interviews, job applications,
paychecks, ete.. Instruction in nen-traditiemal skills is based
in part on twoe hooks hy Harvey Mackay, Beware the Naked
Gffers ¥ou Hie Shirt (Mew York, 1990} and Swim With the Sharks

{New ¥York, 1988). Concepis related to work habits and soccess

activities created for students with autism and cther
develapmental disabilities,
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Understanding and Teing The Curriculum System

The Curriculum System was written specifically for students
with autism, and haz been effective for students with cother
devalopmantal disabilities as wall, It waz alsos written for
parents and professicnale who work on their behalf. It is
important students understand itfs aomponents and how it works
to the greatsst ewtent possible. This inecludes actiwvities
developed to assgist astudenta in understanding and using the
Standards for Student Participation in Transition Prograeming,
The Objectiva Pank, The Evalevation System and other conponents
cf The Curriculum System.

GCoals

an itportant part of the Great Habits scurriculum is learning
to set reascnable byt challenging goals. At the start of each
Great Hahits =lass, students set geoals for their work in thetir
vocational placement the following waek {on the first page af
their Evaluation of Student Performance foarm). Thase goals are
recorded by staff on a8 record sheet [or each student to keep
track of the geals set by cach student.

Students often set unrealistic geoals at first. Typically,
eyperience with unrealistic goals leads students to develop more
accurate, realistie, and challenging geoals over time. For
example, Harriscon, a sacondary student with Down®s Syndrome,
pets a goal for completing 2,000 bracket asssmblics in ten
minutes. Ipnetead of staff advising Harriseon of a more realistic
number to use for a goal (20}, he takes the goal to werk the
next day of training. Harrisan compares his goal to his actwal
performance, all of which he records on hisz Evaluation of
Student Performance form. In the next Great Habits Class,
Harrison sets a goal of 100 hrackets. Over time, his goals
bocome more realistic as he learns on his owm to refar to his
past parformance hefore setting new goals.

To he able to set goala, students have to understand what
goals are. Part of that understanding comes through the ongoing
experience described above. Also, pricr to setting their own
goals, students participate in activities teaching them: 1) what
a goal IS; 23 teo determine an apprepriate from an inappropriate
goal {according to their own needs and abilities}; and 3) how to
cat a goal.

Evaluaticon

Evaluation and self-evaluation are an impertant part of The
curriculum System, and an aqually important part of employment.
students are taught aboet evaluation and itfs valua through a
variety of activities. Te assist students in understanding The
Evaluwaticon of Student Performance Form, agtivitles include:
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Evaluate the Teacher

Prior to class, an evaluation form is developed which lists
steps the transition teacher will follow in teaching the class.
Students are told they will be filling out this evaluation form
at the end of the class, and will be required to indicate if the
teacher required assistance, or did not require assistance, with
each activity. In other words, the student’s complete an
evaluation form (with some assistance at first) based on the
teacher’s performance in class.

The activity can be simplified by: 1) the transition
teacher exaggerating requests for assistance at first; or 2)
stopping after each step listed on the form, and discussing as a
group whether the transition teacher required assistance with
that particular step; or 3) limiting the number of listed steps
to two or three at first.

Self-Evaluation

Once students learn to evaluate the teacher, they progress
to evaluating themselves. A few skills that are reguired
during each Great Habits Class are listed on an Evaluation of
Student Performance form. At the close of class, each student
completes the form indicating if they required assistance
with each skill by placing a " " in the correct column.

Summary Reviews

Once each month in Great Habits Class each student reviews
with their coach the completed Summary of Student Performance
form for their vocational placement. On the reverse side of
each summary the coach and student write their comments
regarding the last month of vocational training. After review
with the student, summaries are distributed to each student’s
Collective Expert.

Job Site Trivia

Often completed immediately following the opening activity
for each class (establishing goals for the coming week), this
activity focuses student attention on the past week. Prior to
class, the teacher writes specific questions concerning the
vocational training sites for the previous week. Questions might
include:
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- pid anyone beqgin a new job this week?

— wWhich students did I [transitlorn teacher) wisit this
week? When did I visit?

- Why did Jcff have a change in his work schedula this
week?

- Did someone learn a new skill in bisfhar job this week?
- Who worked in a placement for the last time this week?

- Hew did Jerry get to his job this week?

Through Great Habits Class the skills needed in vocational
training experiences are regularly reinforced and rehearsed with
students. Studemnts have an oppartunity to learn beth
traditional and non—traditional skills related to swccess in the
workplace. Student=z have the opportunity to become aware of
other job placements, The format enakles students and staff to
identify and learn needed skille and goals, and to Jeneralize
their application to the workplace the following week.

congluzion

The Curriculum System provides students and the community
with support through a variety of approaches and materials.
avoid the equation of staff-with-student = support; use creative
and epllaborative efforts to develop approprlate support for
each placement. Recognizing the differences in support for
ganeral education vs. vocational placements, and individualizing
support not only in terms of a student hbut also a placement .
will set the stage for a successful ogtcone.
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CHAFTER 11

Social Aszigtance and Social Readiog

ntrodu

The axperiances of secondacy Jenisen High School students
with autism and othar developmental disabilities learning in
non-shaltered environments have consistently indicated =ocial
skills are among the meost important for achieving sucgess in the
community. Social skills may alsc be the west elusive to teach.
considering the highly individvalized needs of students in the
araa of social develspmant, it would ke naive teo subscribe to
ona approach fer addressing these skills.

For this reasan, The Curriculum System is designed to he
ipdividual, flexibkle, and "eclectic" when it comes to social
gskill development. It can incorporate almest any approach or
technique for teaching seocial skills into daily implementation
of a studentfs curriculum, In addition, sogial skills are
addressed through many cormpeonents and activities in The
curriculum System, not just Social Reading (described in detafl
in this chapter).

The reader is cauticned in reading this chapter: Social
Reading is just one tcchnigue among many, and has been found to
ke affective for asslisting some students with autism and
devalopmental disabilities in understanding and responding to
gsacial situations.

Social Assistance: A Definition

For the purposas of The Curricujum System, Socilal
assictance is delined as;

Social Assistance: All materials, techaigues, and
activities which assist staff in understanding a
atudenpt’s percaption of a given sitnation, andfor
agzist students in predicting, "reading™ andfor
rasponding to social situations more effectively.

Minimally, Secial Assiztance provides students with
assistance in predicting, identifying and/or appropriately
raspeiding to a wide wvariety of naturally occurring secial
sltuations. In addition, Soclal Reading, particularly
Vvideotapad Social Reading, may provide critical and valuable
insights for others into how a stuedent pergeives a situation.
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Bocial Assigtance includes:

1} efforts to help the community effectively interact
with the =tudent (Chapters 8, 9, and "“Social
Reading,? this chapter};

2} efforts to help students prepare for, predict,
and respond to upsowing social situations as
independently ap possible ("GUESSWORKES,"™ in Chapter 4,
and "Social Reading," this chapter);

1) efforts to help students accurately Nrgad" and
regpond to social cues as independently as
possible ("GUESSWORKS,™ in Chaptar 4, and "Social
Reading” and related activities, this chapter);

4] efforts to help students identify when help is
naeded, and to initiate reguests for help
FRCUESSWORKS, " in Chapter 4; Chapter 5; and "Soeial
Reading," thie chapter);

5] efforts to help students interact socially with
sthers more effectively ["GUESSWORKS," Chapter 4;
Chapter 5; and "Social Reading," this chapter}.

The Chapter 11 Dictionary

Tha feollowing definitions are provided to asslst in
understanding information presented in this chapter.

Social Reading: An approach to secial gkill development
designed to: 1) assist others in understanding how a
student perceives a situatien; 2 describe staff
perceptionas of a situation to a student for comparicen;
and 3} assist the student in initiating his/her own mora
appropriate response2s.

LIVE Social Reading:s Social Reading completed live, as a
situaticn occurs.

VIDEOTAPED Socizl Reading: Secial Reading using videotaped
gocial situations, often which include the student in the

videctape.

Social Stories: sStories written feor individual students in
response to specifie situations to reinferce Social
Reading activities or to reinforce skills addrassed
through other social skiils interventiens.
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social Assistance Packets: Sequenced packets designed for
individual students with gradually decreasing prompts,
which focus on priority secial skills or relevant social
cuas within a selacted situatiosn. Social Assistance
Packets (5.A.P.3} are often used te support Social
Reading activities (Appendix I: How to Write Seguenced
Currisulum Fackets and Sacial Asaistance Packets).

Bocial cne: A communication, behavier, or event which
may elicit a social response.

Exaggerated Social Cue: Any sorial cue intenktionally

modificd or dramatized to make it more easiiy
recognizable.

Socia n

Bati

Social Reading assumes that to teach "appropriate social
regponses" to a student could hold little meaning if othere do
not understand the student’s perceptions, or the student does
not underarand what is occourring around him, and why. Prior to
teaching apprapriate social responses, 5Social Reading assigts
others in understanding a student’s perception of a situation,
while assisting the student in selecting and responding ta
social cues more accurately and effectively.

This ratienale iz similar to one of Stephen Covey’s Sevan
Hakite of Highly Effective People {(Covaey, 1989). In his chaptar
describing the £ifth habit, "Seek Firct to Understand, Then to
Be Understood," he states "Seeking to understand regquiras
congideration, =seeking to be understood requires courage.™
Fallewing but modifying this advice = approaching social skills
firgt from the perspective of the student - can go a long way to
assisting students ip discovering their owh more appropriate
responees to social situations.

The underlying belief is that solotions students develap
area most likely to be used, and to generalize to other
situations, in the absence of supports.

Thiz approach works toward three ohjectives:

1} understanding the perspective of the student,

2] providing more accurate information concerning a social
situation to a student, and

1) supperting and reinforcing more Appropriate student
salutions vo their owo Behaviars.,
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Eg;ial interactions and sitvaticons are dynamic; they often
accur simeltanesusly and in great numbers. This renders social
skills among the most difficult to address In an educaticonal
prograwm. Working first to understand a student’s perceptions,
and assisting students in identifying their own social
respansas, may provide the best possible framework For
generalization of social skills.

The Goal

The goal of Social Reading is to gain umderstanding of a
studentf=z perceptions of a given social situation, while
increaxing student independence in accurately “reading™ and
effactively responding to targeted naturally occurring secial
cues.

5 -
Social Reading activities vary according to a student's age

and ability, following thase basic steps:

1} Target a specific pituation.

2) Decide to use Live or Yideotaped Social Reading.
3) Gather information.

4) Share cbhoervations, and support.

E) HeSpONBES.
Identifying Target Sitvationg

1. gtart informal and positive [if possiblel}.

To develop Social Reading for an individual student, trying
it first with a non-threatening or pasitive situation is a geod
idea. Target situations do not necessarily have to be those in
which the student demanstrates difficulty or negative behaviors,
They can alsc be thosc in which improvement of corrent positive
skillz is the goal, or where a2 student ls performing
eatisfactorily.

Z: Look at evaluation sheets.

To ldentify target situations, review Evaluation af Student
Performance forms, checking for gocial skills which are not
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prograseing. Specifically, look for social 5Kills which are not
impreving {or those which consistently require the same level] of
prompting and are showing little, if any, Lmprovement),
egpecially in situations where other skills are progressing
satisfactorily.

3. rarget sitvations often target themselves.

Target situations often are not difficult to identify.
These are situations difficult or frustrating for a student,
which result in inappropriate rasponses and kehavier. They may
ke situations previcusly addrezsad with cother social skills
training programs, which centinue to present difficulty.

ated Spci Cues

As dafined earlier, an exaggerated social cue is any cua
intentionally modified or dramatized to make it more easily
recngnlzable Exaggerated social cues may be uszed to assiet a
gtudent in recognizing and respﬂndlng to Ampnrtant social cues
in targeted situwations. When considering using LlUE or
Videotaped Social Reading with a student, building in
axaggerated socmial cues may he helpfal,

For exampla: a student iz placed in a vocational task in a
row amorng several workers performing the identical task at a
tabla, Instead of using a coach placed at the student's side,
providing physical prompts, the student is seated facing the row
af workers. The visual cue is "exaggerated" as the student now
lopks at a row of Iive people all deing the same thing. Cues
can be exaggerated with very minor modifications, and often
tring good results. Fading of these cues may be accomplished by
gradually altaring the cnvircnment,

Exaggarated soclal cues may he one factor te copsider when
deciding =n the most appropriate general education placement.
A class in which everyone does everything together may be more
conduaive to succeszs {especially for a student with autism) than
a classranm with a variety of activities ocourring in different
parts of the room.

Live vs. ¥Yideotaped Soginl Reading

In deciding whether te use live or videotaped situaticons
for Social Reading activities, or a comhination of the two,
consider the folleowing factors:

125



1. Simultaneous steps, or step by step

Live Spcial Reading addresses the basic steps of Soeial
Heading {(listed previcusly) simultanecusly, while gradually
decreasing staff involvement.

vidactaped Social Peading is accomplished by reviewing
a videotape of a targeted situation several times. The targeted
gituation is “"read"” step by step, beginning with gathering
information, ste., instead of addressing these steps
simultanecusly (as in Live Social Reading). Fading staff
invelvement is usually not an issue with Videcotaped Social

Reading.

2. Fesdback

Live Social Reading provides instant feedback for a
gtudant. The drawback is working among the distractions of a
live situation, as 1t OCCUrs.

videotaped Secial Reading provides delayed review and
foedback. Studente have the opportunity to observe
themgelves, in a settiny removed from the situation presenting
dAifficulty. Videotaped Soclal Reading usually 1s completed with
a etudent in a support session (Chapter 10}.

3. What you sea ie...

Live Social Reading can respond to a social situation
occurring anywhere in the room. Live Social Reading will
reflect more of the emsticnal content of the targeted situation.

Videotaped Social Reading is depandent upon what lis
captured on videotape. If a camera is moonted and left running
unattended, students may be more relaxed, resulting in more
mpatural” activity. Vides recorders aften see more detail than
1ive oheervations and are indisputably aceurate. Still, the
£iald of vision of a videp recorder on a tripod is restricted.
The “auditory fi=ld" is wider, and & video camera will pick up
the pounds of activities surroending (but not visually recorded

by] tha camera.

4. Potential distractions or interference

Live Social Reading may interfere with social interactiens
toward the student, as it requires a staff person to ke close,
and te interact, with the student. Live Secial Reading may be
vigually more subtle in a room when compared to the pressnce of
a video camera.
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¥ideotaped Social Reading involwves the use of a video
camera, which way be highly distracting %o the student and to
others. The presence of a vides camera may putent:allylchange
the targeted situation. This may be minimized by: 1] informling
others of the genesral reason for the camera; 2) using 1t often.
gven to racord "“neon-targeted’ situatieons; and 1) using one of
the new small vides recorders.

5. Prompt dependance

Live Social Reading requires a staff person te work
directly with a strdent in the targeted situation, increasing
the poessibility for the student to become dependent upon their

involvement.

videotaped Social Reading records targeted situations with
a stationery camara, with later review by a staff person and the
studant. Witheut support staff in the targeted situation, the
danger of a student's dependence on staff involvewant is

eliminated.

6. Scheduling

If a targeted social situation ocours at a given time

each day, Live Soclal Reading iz an option if a staff
persan is available to the student at that time.

_ If the targeted situation i3 ranpdom, videctaping one or
more class sessions with a staticnery video camera may be the

best coption in terms af staff time.

. Stafr

Live Social Reading is possible only if a staff person
ie available to the student each day when the sitwvation occurs.

Yideataped Secial Reading requlires review of videotape of a
targeted situation with a student. 5n staff person nay have to
set up & stationary vides camera to racord the targated
situation, although often media professionals can parform this
task.

8. Mix and Match

Using Videotaped Soacial Reading in ene aetting, the general
education classroom for example, and Live Social Reading in
another may be the most workable oprtion. Or, use Videotaped
Social Reading exclusively, monitoring several leacning
anvironments to see if newly acguired skills are generalizing.
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Be craative and use the best judgment of professionals and the
Collective Expert.

Befaxe Social Reading: A Hint to Parents and Profesgionals

Tha skills reguired by those assisting students with Social
Reading vary depending upen whether Live or Videotaped Sacial
Reading is used. Baspically, a perscon "reads alecud" a
description of obszerved events. Realistically, that may feel a
little awkward. For that reason, general experience "reading®
social situations is recommended prior to working with a student
using Live or Videstaped Social Reading.

First, "read" by reporting ckserved behaviers and cues
freading for comprehension and interpretation may come later).
The patural inclinatisn may be to talk about how people feel
abhout what iz happening, and to immediately share those feelings
with a student. Initially, deccribe a situvation objectively, as
though it is eccurring in two dimensions. Focus on describing
agtions, not feelings. If feelings are mentioned, describe
those feelings through chservakble, not implied, observations.
For example, "The man is smiling." not, "Fhe man is very happy."

A good way to practice reading social siteations without
involving a student or other people is to read television shows.
Turn on the television and *read" alowd, in short, simple
vomabulary, what is ocourring. To learn to focus On observable
behaviors, first "read" the activities of the characters with
the yolome off. ([Thiz is not to imply conversation should ba
ignored when "reading” a situation with a studant. Conversation
jz mlsm relevant, and should be reported alse — especially asf it
relates to visually observable cues.) Television shows with a
lot aof fast changing social interactions will best prepare
zomeone tor reading social sitwatiens. The evening news, or
news broadcasts showing live sitwatisns, are great for beginning

practiace.

Another idea is te "road" several live social siteations
vto yourself", as they ogeur. oOnce comfortable with reading
eacial situations in general, memtally practice applying the
guidelines listed for Live or Videataped Social Reading
described in the remainder of this chapter.

Live Sgcial Reading

a i e

Live Smaial Reading involves the use of a staff perscn in
Mpeadinga targeted situation to a student as it occurs, Use
the following guidelines for Live Soccial Reading.
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3. Start with a goal of increasing student independence.

when using Liva Social Reading, staff/parents work from the
atart to gradually fade their invelvement. Increasingly, the
student aszumes responsibility for "reading"™ and responding
appropriately to the targeted situation. To structure the
decreasing involvement of staff, Live Soclal Reading is
srganized into four levels, with the hasic steps of Social
Feading (desceibed earlier in this chapter) addressed
gimultanesusly at cach level.

2. 5Silence is an educational teol.

Live Sogial Reading reguires those assisting a stodent to
talk calmly and zlowly; pause freguently when "reading” a
situation; and te wait patiently for a student Lo answer
gquestiens. Social Reading may ke difficult for students, and
they will require more time to respend to questions. A good
general rule is to wait slightly longer than iz judged to be
reasonable.

3. Support Live Social Reading with individualized materials.

Students working at any level may be provided with
a) social stories andfor b) social assistanoe packets Lo
reinforce Live Social Reading activities. (These are described
in greeater detail later in the chapter). Always praise and
reinforce appropriate student responses, fading staff
involvement as they become more freguent.

4. Reoembar these details.
- Whenever assisting a student in reading a live social

situvation, stay to the student’s side and slightly back
from the student.

= Talk poftly.
- Use short, to the point sentences,

- Do ot hlock a studant s view.

level One

Leve]l Ona provides the student with an abjective
deacription of the targeted zjitvation, or a structored
opportunity for a student to cbeerve the targeted situation.
Provide the student with a running description of relevant cues
in =zhort, easy Lo understand sentences. To a large extent the
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atudent ohserves, with gpportunities to comment, though some
comprehansion guestions may be asked. 71t is important for staff
to pause betwesn statements to allow a student time to comment
in response to what hefshe hears. This may provide insights
into a student’s parception of a situation. For cxample:

®*T hear a buzger.® (pause)

#A11 the people ara stopping. (pause)

"The poople are walking to the break room." (pause)
"Nhat did the people hear?™ [pause)

#what are the people doing?* ([(pause)

Along with individualized judgment, use the following
suggestions as a guide:

- Provide the ptudent with a step by step description of
the targeted social sitvation using a simple, ongoing
verbal description as the situation oecurs.

- Tisten for student percepticns and interpretatiens of
events as they ocour.

- Chack for comprehansion and encourage recall using:

- Bilence. ERemember to pause freguently and allow
ample time for student responses.

- Frequent werbal or written guesticons to check for
the student’s comprehension/perception of the
gituation as it occurs — do not ask guestions
soncerning appropriate or imappropriate responses.
At this level, the obhjective iz simply to "read"
the situation = «ith somcone peinting out the
relevant social cues.

- Instant photographs {use to write a description
with the student about what occurred), andfor
stydent drawings {if drawing is an actiwvity which is
not difficult feor the student]. A word of caution:
tha excitenent of an instant photograph can
potentially distract frem, or alter a targeted
situation.

-  TWrite a checklist tagether, listing events as they
acour (red). Use student-level vocabulary, and
enlarged print if necessary.

Level Téo

Laval Two provides a student with directed questions.
Much of the ongeing deseription of Level One is dropped. The
foous 8 on asking short, detailed, directed guestions which
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encourage the student to beyin describing the gituaticn as it
cfcours. For example:

"What do (did) you heare®
*Khat are peoplefamplayeas doing?”
"Nhere are pecple/employees going?"

Alsa, ack =imple gquestions concerning the implication of
aventz, for example:

"khat did the people do when they heard the bell?"
“NWhat will the peopla do now?
"What should you do nowe”

along with individualized judgment, use the fallowing
suggestions as a guide:

= If the student descrikes something inaccurately, provide
an accurate description as comparison, "I see...," as in
Level ¢ne. Try not to argue with misperceptions.
Instead, provide an alternats descriptien of the
situation as it poours.

- By the time Level Two is reached, the =zituation will have
heen abserved more than onca. Consider if it would be
appropriate to kegin deseribing slight variations in the
situation te the student (or bring them to the attention
of tha student through directed guestisns), or the things
that, no matter what, have stayed the sawea (helprful for
assisting students in kKeeping changes in perspective).

- Reinforce observations through continued use of social
stories, use of the checklist from Level dne [ask the
gtudent to check things off as they cccur), and/for
spalal assistance packets.

layel Three

In Level Three the directed questions of the staff fade to
general guestions, shifting eaven more of tha responsibility for
"reading™ the aocial sitvation te the student. There may ba
gverlap in moving from one level te anether. For example, the
more detajiled and directed gquestions of Level Two may have to be
used to assiet a student in responding £o a more general Lewvel
Three guestion., Still, make sure tine {5 allowed for a student
to think and respond to any question. Renexber, allow slightly
zore time for responzes than seems reascnakble.

Pagin by aszking the student a genecral gquestion to encourage
the student to describe the =itwation. For sxample:
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"hid you hear scmething?™
yhat’s bappening here (in this room) 7"
MTall me what is happening.™

Rainforce accurate responses and ancourage the student to
conptinue with general statements. For example:

*That’s right, what else?"
wrhat¢s right. What should YOO do?W

Along with individoalized judgment, use the following
suggestiones as a guide:

If the student describes somathing inaccurately, pravide
an accurate description for comparison as in Level One.

It may be nacessary to "back up'. returning to esarliar
levels, if a student continues to inaccurately
depcribefrefer te a sitwation.

Social stories and soecial assistance packets may be
rewritten in response ta new insiahts into a student’s
perception of a situation, to assist a student in
accurately reading a situation.

Reinforce ohservations through continued use of goaial
stories, varied use of interactive or checklist stories,

checklists, andfeor social assistance packets.

Lewel Four

Bazically, Level Four assesses student progress in picking
up on the social cues and initiating appropriate responses,
while fading staff involvement. Gradually fade staff
involvement. Reinforce appropriate student responses, Faor

examnple:

wiigod! You heard the buzzer and started your break!®

Aleng with individualized Jjudgment, use the following
sugygestions as a guida:

- Continue to wse social assistance packets and/or social

stories te reinforce and support the new mors appropriate
rezponses to the targeted sitwaticn, gradually fading the

uea of the stories.

IF the student has not begun to initiate appropriate
ragponses, a more directive appreach providing the
student with responses and gradually fading staff
imvolvemnant may ba indicated.
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Videotaped Social Reading

General Guidelines

Tn centrast to Live Sosial Reading, Videstaped Seocial
heading 15 an activity completed later in time, in a aetting .
ramoved from the targeted situation. Instead of everyena within
the targeted sitwation present, just the student arnd a staff
perscn work together to "read" the aocial asituation. All that
iz needed is a gquiet room with a video player and menitor, and
paper and pencil {or, if available, a large vertical display pad
of paper on a stand)}, or a computer to use for word pru?eaﬁing.
The atmosphere shonld ba ralaxed and nun-threat&n;ng,lwz?hlthe
student informed of the purpesc of the activity with individual
consideration for his/fher level of understanding and ability.

videotaped Sorial Reading is flexible — and can be used in a
variety of waye, depending upon the studept’s difficulty with a
given situation, Far the purposes here, the basic steps will ke
deasoribed, followed by & brief discussion of satple variationg.
Keep in mind, these are guidelines and ideas mesant to he merged
with the knowledge and creativity of a stedent’s Collective

Expert.

Atz indicated earlier, Videotaped Secial Reading addresses
Social Reading step by step, in contrast ta Live Social Reading
vhich addrasses the steps of Social Reading simultanecusly.
What follews is a description of each step in seguence.

Eathering Information

All steps will not be uced in all situvaticns. Sccial
Reading rarely feels like a "clear cut" or "“by the book"™
exercica: it isn’t meant te be. Especially in this stap,
follow a etudent's lead while providing any necessary structure.
Gencrally, start by "reading™ the background, gradually
"painting® the social plicture in greater and greater detail.

The goal of gathering information ie to gain clues to the
setudent’s perception of a situation. The tendency will ke to
imwadiately provide the student with meore accurate information -
to correct a student’s percepticons - too parly. Tn this step,
the student describes the situation. The person assisting the
student way decide to dizagree or present more accurate
information, still, kKeep it at a minimuwm at this point.

Uze the following segquence in gathering information:
1. Select a pection of videotape

Prior to the student’z arrival, select the most relevant
section of a videotape to use for Social Reading. Leave a fow
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mlputes on aeither side of the selected video "clip® (2 - 1
minutes), so the student i5 not immediately faced «ith what may
b2 the most difficelt part of the targeted sitwation.

2. Identify the setting

Watch the target situation once tegether, with tha sound of
the videotape Mon'. Priefly identify the setting with the
atudent. ILabel the setting at the top of the paper, for
axanple, "Joe at Work". If a studant has good writing ability,
and can write guickly encugh, ask the student to write as he
talks. Otherwise, write the lists as a student dictates.

3. List objects

Watch the target situation a sacond time, with the sound
turned "off". Ask the student to ideptify objects in the room.
Write the objects down.

4. List peopie

Watch the tape (no scund) and ask the student to identify
people in the rogm. Write their names.

L Ligt acktivities

Wateh the tape again, acgking the student to identify what
peopla are doing (sound cptional, depending upon the activity on
tape}. MWrite a list of what people are doing, listing their
activities opposite their names on the paper.

6. List gestures

Ask if anyone is gesturing - teclling people to do something
by moving or leoking at them a certain way (no sound). Write a

list,
7. Look who's talking

Turn an the sound. Ask the student what the people in the
tape are saying. Do not give the student clues or direct
hig/her attention te important communication. Ask the student
to jdentify the communicatiosn that is occurring, as this may be
the communicatien considered most important from the student's

perspective.
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Dhen i and Su

The goal of this step is teo acknowledge the student’s
perceptions as wvalid, while sharing ancother perspective. A
student’s abllity to accept a conflicting perspective will wvary.
Pace Sccial Reading to match a ztudent’s attention apan and
ability, and to keep the activity positive and as relaxed as

possihle.

Follow the follewing sequence in sharing observations while
supporting the student's porspective:

1y Review and acknowledge the studeni’s perspactive.
Refer to the angoing list developed in tha first part
of the activity. Point to main items on the list
to review the studantrs description of the situation.

7} Present ancther perspective. Briefly describe the
sltuation and offcr ancther perspective. Keap
statements short. WHrite main ideas down.

dpensas

The goal of this step is to enocsurage the student to decide
on more appropriate responses. Often, the student's new
respanse will incorporate the perceptions of the targeted
gituation presented {(in the previocus step) by the perssh
assisting the student. The student may hegin this step
independently upon Sesing the situation more accurately,
affering more appIopriate responsas withoot staff prompting.

Listen

Informal review of videotapes of Sacial Reading eessions
indicates staff persons tend to focus on an agenda of what to
ask ne¥t - te such an extent that important responzes from a
gtudent are not "expanded upon' as they might have been. It iE
very important to listen olosely ta the student. The student’s
regsponses should indicate the direction of the activity, not a
pre=-set agenda. wWhile staff may follow guidelines to keep track
of tha diraction of the activity, a student’s responses are the
mast critical factor in determining "what's next'.

wWrite

If 2 student offers a =olution te the targeted situaticon,
have him write it down (new page!) if possible. If it iE
unrealistic or inapprepriate, den't critigue it yet. He-read it
step by step with the student. The student may modify it on
hisfher own.
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Solutinns are for students to keep

Encourage & studant to take the soluticon with him. If
writing has been done inte a computer, print out the student's
ragponses/solution. Identify to the stedent others that may
receive a copy of the student's new responsesfsslution.  Keaap
others informed of the student's solutisn so they may esncourage
and zupport the student in practicing the new responses.

Suppert students, and salutions

A ptudent nesds ongoing support when working on improving
zocial skills. Reinforcea new selutionz with social assistance
packets, or social stories which describe the new responsa.

Mo salution yet?

If a student does not come up with his/her own sclution,
try:

- writing a social stary describing the student’s and staff
perceptions of the targeted situation (“Social Stories,”

this chapter}.

- writing a social assistance packet, using the student's
perceptiens of a sitvation, but describing a more
appropriate response, or two or three possible
responses ("Soclal Assistance Packets," this chapter).

- repeating the activity at ancther time, after taking the
time to identify what worked, and what didn’t. Make
modifications for individual studants.

- u=sing the insights gained threugh Social Reading,

retry a former, different social skills intervention
or training program with medificaticons.

yarjations of Basic Social Reading Activities

A£ mentipned earlier, individual students and si;uaFiuns
will reguire Social Reading modificatieons. A few variatione
that oan pe pada in respense to given students/situations are

listed here:

Changes in Routine

Changes in routine oftan present difficulty for students
with auti=zm, as well as for other students with developmental
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disabilities. Whila following the basic Videotaped Social
Reading sequence of steps, incorporate the following

madifications:

- videotape thec targeted situation (ene which changes
occasionally) on a few different pccasiohs.

- In reviewing these wideo clips with the student, list
the objacts, etc., (Writing/listing) focusing on what has
not changed - the roam, several okjlects in the room, the
pecple present, the time on the clock, eto. -

- The geoal is to visuwally illustrate and prave through
the written lists where the change occurs, and to
identify other things that stay the same, regardless of

the change.

- A special format for sogial stories can also be used te
pogiet studentsz in understanding changes in routina.
{See "Interactive Social Stories,” described later in

this chaptar.)

(5ee MSocial Reading: A Case Study," at the end of this
chapter for a more detailed example of Social Reading addressing
changes in routine.}

"sorting™ Cues

Students with awtism often giva highly literal
interpretations to vocabulary. This can affect their ability te
follow directions accurately. They may fellow a direction so
litarally that on the surface it appears they are mishehaving or
raff task.® These students way need assistance in learning to
sort social cues to [ollew directions as they are intended.

Consider this example: A student has a goeal listed on his
Evaluation of Student Perfermance form for a general educathian
clazsas which states he will listen te the teacher when she ie
talking. The assumption of the goal i= that the student will
listen when tha teacher is talking in frent of the room. Once
the lesture le finiehed, of course, it is assumed ha will work
ocn the modified assigmnments in hie notebook as the teacher
circulatas the classroom assisting students.

The student s literal interpretation is to listen when the
tearher is talking, regardless of the intent of her
communication. Therefore, the student ceases to work whanever
he hears the reacher's voice, regardless of whether the
cormunicaticon from the teacher is relevant to him.
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The studant must learn to "sort" the cue of the "teacher
talking"; to listen to the teacher when she is talking to the
aentire gclasy ox *to him. The student pust alsa learn he may
aontinue to work in his notabook when the teacher is talking to
individual students or small groups.

To assiet this student in sorting social cues, the basic
sequenca of Social Reading (Live or Vidastaped) is wsed,
incorporating any or all of tha following ideas:

- First, clesaly preview the videotapes or directly chserve
the class. Look for cues a student way be able to focls
on te learn te listen in class at the right times.

- Re-write tha objective more literally {and place apn the
atudent’s Evaluation of Student Performance form}, whila
warking with the student on the identification of
relevant social cues.

- When gathering informatison, draw the student’s attoention
to who the teacher is talking to and different points in
time, This can provide impartant infermation on the
student’s perspective concecning "when to listen®.

- RPeview & few situations where the teacher iz inveolwved in
various typaes of copmunications with students. For each
one, ask the student guestions which focus his attenticn
on cues which will help him distinguish when he wmust
lieten to the teacher.

- & page with a written reminder to the student can be
placaed in his notebook just ahead of her medified
aseignment. A simple message reminding him te make sure
the teacher is not talking to the class [or him} before
baginning his written work may he all that is necessary.

gtorias with Studcent RAuthors

some students may be able to dictate or write independently
a stary about a targeted situation. The student writes a =2tory
about The situation by viewing videctape (which allows for
review several times te check for details); from memery; from
notes racorded by staff duripg live or videstaped review of a
targeted situation; or any eombination. This may give insights
ints tha student's perceptions = what she perceives as relevant,
etc.,. The staff may write about the same situation at the same
time ta later compara with the student’s story.

Expariance Evpands Social Reading

Experiance with Social Reading will aive rise to many
variatione in response to certain situatiens. TIn addition, the
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students andfor situations for which these activities are
affective will hecome apparent, as will modifications to
individualize the activities to meet the needs of each student.

actiyiticg apd Materials to Support Secial Reading

Sncial Reading activities are pupported by a variety of
materials - all providing objective, visual descriptions and/for
feadback in reyards to social situatiosns. These materials
further apsist etudents in identifying the relevant cues in a
tarqgeted situation. Descriptions of twe types of support
materials, Focial Stories and fogial Assistance Packets are

discuased in this chapter,

Spcjal Stories

Emeial Stories are written for individual students in
regponse to spacific situwations. Social stories may be used to
perscnalize or emphasize social skills covered in any scoclal
skills training program. Originally used with elementary
students, social stories may be written for secondary students
also [with care given to maintaining the interest level while
using student-friendly wvocabulary).

Writing Social Stories

S8ocial stories are written in a speclal, but individualized
format. To write social stories use the follewipg guidelines:

- When writing a social stery, write well within a
student’s comprehension level, using vocabulary and
print size appropriate For a student’s ability.

— Usually, zocial stories are writtep in the present tenze,
as though somesns is describing the events as they take
place,

— Eopial stories may he written in the future tense, to
dezcribe an upeoning situation to make it seem less
threatening. Relating aspects of the anticipated event
to a more familiar event, setting, or actiwvity may be
helpfel.

- Dascribe the sitwvation matter=-of=factly, from the
perspective of an gbjective onloocker. Do not assume
the reaction of the observar. From this oblective
viewpoint, social stories assist/reinforse/support
students as they learn to focus on relevant cues.
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- The atudent i3 not necessarily pictured or L{llustrated
as part of the story, as the stories are mast oftan
written as thewgh the student is an observer, not a
participant.

~ Smcial stories may be illustrated with photographs.
illustrations, or student drawings.

- Sacial stories often describe one aspect or ona step of
a =ocial situation per page, to allow the stery to be
used as & curriculum story, or an interactive story {two
special formats for eocial stories described in the next
section}.

Interactive Social Stories and ckanges in Reutine

Interactive stories are secial stories which actively
invelve the student in practicing ceartain skills without the
confusion of the actual situation surrounding them. At the
hande of creativity and efforts te individualize, the
pogsibilitiaes are endless.

one example: Each page of a story descrikes a step of a
daily routine. Each step of tha routine is described on its own
sheet of paper. At the end of the steory, is a checklist of the
steps comprising the routine, and the student “checks off" each
completed step centained in the story.

By removing any selected page of the story, a step of the
routine is &liminated. First, the student is given the
spportunity to remove a page, causing the character in the story
tn “"forget"™ a step of the routine - which the student indicatas
when he reaches the final checklist and does not place a check
by the missing step. The character receives "help" from the
student as the student replaces the missing step and checks off

the missing step.

Tater, staff may "pull™ a step from the story in the sane
way (by removing one of the pages). By paying =lose attentlon,
the student identifies the forgotten step as he completes the
checklist. The student must now request help from the teacher
to replace the missing step into the story.

Through this process, a student learns to handle
"forgetting" by asking for help firet within the safer, less
ctregsinl context of reading a story. By reading the story
zoveral times, the student learns the routine described by the
story as well, and may identify and handle forgottan steps more
appropriately when actually sompleting the targeted routina.
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Curriculum Stories

Many students, particularly those with autism, hava
difficulty applying academic skills to "real life" situations.
The walua or inpact of a soclal story can bBe expanded by using &
format to allow the insertion of a variety of related academic
pages inte the story, without changing the story line. The
result iz a curriculum stary.

curriculum storiss incorperats varigus aspects of the
aradepic currigelum into the social story, and Keep gocial
stories [which may need to be re-read a few times to be
effactive) interesting. Secial stories <an be written £o
curriculum pages can be casily inserted througheout the
cstory. ©One example: after a description and photograph of
children in line, & math insert may ask the student to count the
pumber of children {or the numker of girls, boys, or smniles)
standipg in line in the photograph on the previous page.

Acadamic curriculum inserts =an address a child’'s specific
academic objective, emcouraging application of writing, math, or
guessing skills, for example. Curriculum stories use targebed
sorial sitwatisms {or any situation) from a ehild‘s specifie
life experiences as a "backdrop" ta denonstrate the functional
application and relationships between academic concepts and
evaryday life.

A Generic Sccial Story

Generic social stories ran be useful in providing support
staff with the needed confidence to write a social story. TE
social stories prove effective for a student, it may be
difficult for a teacher or parent to keep up with the demand.
one solwtion: the teacher or parent writesz a generic stary, an
outline, and the support staff individualize and kring it to the
final copy. With a generic story as a starting point, it is
easier to write a final individuvalized stery than fo write &
social story from "scratch.™

Ceneric stories sheuld be kept on file, as often similar
situations are difficult for stundents with autism and other
devalopmental disabilities. A generiec story may be applicable
to another student at anothar time.

wWhat follows is a sample "generic" =social stery. This
generic story would have to be individualized, possibly:
referring te specific situwatieons an individual student would
recognize; deseribing the differences in similar situations
whish may require slightly different responses or behavior;
modifying the wocakbulary or the size of the print; limiting the
amnount of written copy {often just one or two sentences) on 2AcCh
page; ingluoding photographs from the student's experience
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photocopied inte the story; and/or previding spaces for a
student to draw pictures to accompany the steoxry. The opticns
are endiess. This generic story ie about the lines people stand
in. It could 2as5ily be made inkto a curriculem story without
mach difficulty.

L Sample Generic Social Story: LINES

There are many kKinds of lines for pecple. Thera are
standing limes, walking lines, slow lines, and group lines.

Most of the time, standing lines are for waiting. Standing
lipas stay in one place for a while and they wait. Standing
lines wait for different things. Sometimes, standing lines wait
for everyone to come and get in lirme. ©Or, standing lines wait
for the right time to start meving.

standing lines don't always just stand. GSome pecple gat
tired of standing, and they move = they scratch their head, or
fiddle with their shirt, or touch other pecprle when they move
arournd.

Standing lines usually become walking lines. Ewvaryene who
was standing, starts walking. In a walking line, you follow the
persen in front of you. Walking lines are for safaly moving
many people from one place to anegther. Walking lines arae used
in some schools to move students.

slow lines are 2lines that move onee in a while. People in
alaw lines stand, they walk a few steps, and stand again.
Sometimes, the lines of people in a grosevy story are like this.

Somatimes, the lines at MeDonalds’ are like this.

Social Assistance Packela

Social assistance packets bring attention to relevant
cocial wues in a2 targeted sacial situation. They are written in
the format of sequenced curriculum packets as descriked in

Chaptar 5.

Te write a social assistance packat, keesp the individual
student and situation in mind. Packets should be written =¢ a
studant can, ac much as possible, complete the packet
independently or with minimal assistance. GSome packets are more
direstive, others are more open—ended and flexible. Design a
packet with the desired autcome in mind, folleawing the [ormat
for seguenced curriculum packets {appendix I: How to Write
Sefguenced Curriculum Packets and Soclal Assistance Packets).
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Invasted Time

Writing Social Assistance Packets and Social Stories takes
time. Which often raises the question, "wWho has time to do
thig?"

The answer is easy. Keep in mind, social stories and
gncial asesistance packets are not writtan for every social goal
for every studemt. They are written in response to targeted
social situations — often those in which other intervantions
have been unsuccessful. Also, they may minimize the noed for
support staff in tha classroom if a atudent develops his own
solutions and generalizes new social skills; freeing staff time
while building studant independence/interdependence within a

nan-sheltered learping environment.

Sorial Raadipg: A Case Study

Mark is a secondary student who attends the program for
gtudents with autism at Jenison High School. For part of his
day, he attends a general education class, Retailing, which
taathag stuedents basic marketing skills while they operate the
schosl store. He also is placed in a vogational placemant at a
local video steore, where he places returned videos back on the
ehelf, and "shelf reads". A wvariety of Social Reading
technigques are uzed to address specific behaviors and
difficulties in each of these placements.

pisruptjon of the General Fducation Classroom

At the gsame point in tima, Mark is demonstrating behaviors
in Eetailing which are disruptive. He continually interrupts.
When the teacher addresses a general guestion or a casual
comeent to the entire ¢lass, Mark shouts the answer in return,
In an agsembly with half the student body, Mark shoots a comment
to the speaker concerning the change in the day’s schedule as a
result of the aszsembly. He runs to the door whenever Somecne
stops by the classrook - jumping over chairs, pushing past
studants - anything - t¢ ensure he iz the ane to answer the
door. He ip upszet by substituts teachers in the classroom.

Whilea he has been verbally reminded of more appropriata
rasponsas =cveral timea, he rarely uses these rasponsas on his
own, requiring reminders by other studants or his Hetailing
teachear. Mark repeatedly promisas to work harder to "guit
interrupting™, "relax"™, aor "work harder®”. Mark has many
atudents who care about him in his Fetalling class, and a

Retailing teacher with a lot of patience and concern.
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Intervantjon for the Ganaral Edycation Claserocom:
Socigl Reading and Social Assigtance Packets

Te address Mark‘s behaviors im Retailing, YVidegtaped Social
gaading iz used, supported hy social assistance packets. Mark’s
difficulty with substitute teachers is5 addrassed by having Mark
review 5 videotaped clips - some with, and some without,
subgtitute teachers., Mark is assisted in identifying those
things which are the same in each clip {the classroon,
classmates, and objects); people and things which do not change
regardless of who is teaching.

A videotape of the assewbly in which Mark interrupted
provides an oppertunity for Sceial Reading. In reviewing the
taps with his transition teacher, Mark repeatedly identifies
himself and the speaker as being the ¢nly people present in tha
assembly. Even with the transition teacher drawing Mark’e
attention te the 500 other students and faculty in the room,
Mark insists the speaker is talking just to him. With this
upderstanding, the transition teacher realizes that the term
"jnterpupting” holds little meaning for Mark who does not
recognize the implications or importance of the other people in
the assembly. Follewing the steps for Videotaped Sacial
Reading, Mark is assisted in recocgnizing the other students in
the raom, and their respeonse (laughter) to his behawvior. Mark
conaludes, "I can stop it

Mark makes a 1ist of new things he is goipg te do in his
clasersom, instead of interrupting, on the large pad of paper
used with the activity. Mark takes the paper which lists his
rew behaviors te his Retailing teacher, and asks if he can post
it op the wall by hic (Mark<s) desk as a reminder not to

interrupt.

With the potential for injury with Mark’s insistence on
answering the classroom door, directive soclal azsistance
packets are used to bring that behavior immediately under

contral.

Mark’s behaviar in REetailing improves. He raises his hand
and does not interrupt. If he is not called on, he remaines
guiet. At assenbliss, he rewmains guiet as part of the audience.
Mark remains in his seat when somecne comes to the classroom
deoar, allowing whichever student is closest to answer it.
Mark+ s response to substitutes improves, and he reparts to
classmatas: "Wefve had five substitutes this year. FIVE
SUBSTITUTES!...this is ot the end of the world.™

Mark’s Retailing teacher requests social assistance packets
for other behaviors which occcasienally arise during the .
remainder of the year. Mark remains as a student in Retailing.
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tened W ti cement

¥ark has been working well for several months without a
coach at the video atore, but now bkeginsg to show behaviors which
threaten his vocaticnal placement. While he has always
demonstrated some of these behaviors at this placement, tThey
never cocurred in the freguency or intensity as they do now. He
is shouting across the store, turning on the store radia,
placing long distance calls, attesmpring to carry too many videos
at one time, misplacing videos, and is less likaly to follaw the

diractions of his employer.

Intarvantions to correct these behawviors have all
ultimately failed. Mark is placed on suspension frem his Jjob an
a Wadnasday through the following Monday., To maintain the
placemant Mark's behavier must be brought under control by that
tima, as the manager af the video store gencrowsly agrees to
give Mark one more chance.

Intervention for the Vocational Placement: Sogin) Assistance
Packets

Mark and his transition teacher discuss the meaning of pis
suspension, carefelly listing with Mark in writing tha behaviors
which need to change. Mark agrees to work harder, and is upset
by the suspension. Because Mark will lose his jok if his
behavior is not markedly hetter on Manday, the transition
taacher writes highly directive social assistance packets which
clearly define the inappropriateness of Mark's hehaviors, and
the new reszponses he must demonstrate instead. Mark completes
the social assistance packets § times befare returning to work.

Because the transition teacher does not have time to write
packets for all the problem behavisrs, she writes packets for
anly those that arc the most critical. Driving the student to
hiz jok the following Monday, tha teacher asks Mark what he will
do differently at work. Ih respohse, he liszts all the new
kehaviors coversed in the social assistance packets. The teacher
verbally reviews with the ztudent the other behaviors he must
also correct — those not covered in the seocial aggistance
packets Mark complated.

Tha manager reperts at the end of the studentfs work on
Monday that saveral behaviors have changed dramatically, while
cthers are still a concern. The transition teacher netes those
behaviors which have improved are those covered by the sopial
assistance packets. EBshaviors not covered in the packets, but
verbally discussed with the student immedistely prier to the
gstudent’s work that day, remain a concern. Before the next day
of work, social assistance packets are written for all problem
behaviors.
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Tha ctudent’s performances improves considerably, and ha
remains employed at the video store until his employment is
terminated as the result of a decisien by his Collective Expert.

S Y

soclal skills are by far ohe of tha most important factors
determining success for anyone living as part of a community.
This chapter describes one approach te use to halp students more
accurately perceiva social situations, apd to help othere
understand the perspective of the student. The assumption is
that this increased understanding will lay the groundwork for
bringing a student with develgpmental disabilities and his
community closer together.
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THE CURRICOLUM SYSTEM

Succegg As an RAucational Outrecome
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Collective Export for

Stadent
AMdress:

[Student Hame)

Zip Code:

Phona Humber:

Birth datea:

Social Sacurity Numbery:
Teacher :

Coach:

Memnbery Name; Phone: Wark Home
Relationship:
Addrese:

Zip Codea:
Member Hame: Phone: Wark Home
Relationship:
Address:

Zip Code:
Memober Name: Fhone: Work Home
Relatienship:
Address:

21p Code:
Mamber Hame: Phonc: Work Home
Faelationship:
Addreps:

2ip Code:
Mamnber Hame: FPhone: Work Home
Ralationzhip:
Address:

2ip Code:
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THE CURRICTULUM SYETEM

Success as an Educaticnal Dutcome

AP PENDIX c

Sample Dbjective Bank Objective: Foram A

Sampie Objective Bank Objective: Form B
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GUAL WG-4 {Use enlarged print)

T will wear an apron at weork.

I will do thizs by mysell.

T will do this with halp.
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GOAL  WG=4

I will wear an apron at work.

I will do this by myself.

I may need a little help with

knowing when to put on the apron.

finding the apron.

putting on the apron.

tying the apron.

I wiil need a lot of help.

I will ask or te help
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THE CORRICULTM SYSTEM

Success as an Bducational Qutcoma

APPFENDILYX D

Samplie Evaluation of Student Performance Form
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THE CURRICUIIM SYSTEM: Evaluation of Student Perfgrpance

-

-

Student: . Time Slot:
Flacement: : Rotivity:
Coach:
Chack the appropriate boXes: . Date Raviewed:
GUEESHORES &.LINE___ INTERIM____ EXIT
T {Student)
observation: LIVE__ VIDEOTAPED
(Parent)
Freq. of Summaries: e e e e e e e s
Criteria:  See criteria celumn (CRI) : Today 1s5:
_ All 100% independent : Date: ¢ £
{GW 200a) Lask time I faced alales in minutes.
(GW 200b}) Today I will face aisles in minutes.

RATFH'S GOALS AT MR. WILSON'S GROCERY
BY WITH .
GOESSWORFS WYSELF HELF . & Y P CRI DOPS

{(GW-1a] Lask at leck boforo
leavimg. .. covereenaa .

(EW=1k) Guess how long 1t will
take to get to work..

(GW=1c) Guess what time it will
be when you arrive...

[(GW-Xd) Cuess 1f I will be zarly,
on time, or late.....

{(GW-1e) I will logck at & cleck .
when I arrive to see if .
Tamvright..... ..o c
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Page 2: Ralph, Mr. Wilscn's Grocary

BY WiTH
MYSELF HELP & ¥ P CRI OOPS

CUESSWORES (cont.)

fGH=-1f) Gues:z how my boss will
feel about my time of
ﬂrrival ----------- PR

fGH=-1g] Befora I go in to work,
I will declde what to
pay if I am late..... .

— A — —

FoB 4+ F O F o+ + % % 4 4

MEET VAL

{AR-1) I will say "Hello"™ to -
people T work with.... .

{AR-2) If I am late, T will
trll My. Wilson why...

{WG—4} I will wear amn apron.. -
{WG-5} I will ask Mr. Wilson

wnich job is first.... .o
(AR=9) I will start working.. i o

FACIRG SHELYES

L] - L] [ 4

(WG-F5=1) T will lock for messy
aisles of groceries... -

(WG-F5-2) I will follew directions
for facing shelves.... -

[(WG-F5=-3} I will move grocaries
forvard...... TR - e

{(WG-F5-4) I will take empty boxes

te the back room...... -
(WE=F5-5) I will face the cereal '

aisle the right way... -
{WE=-F5-5} I will face the paper

aisle the right way...- -
[Wo-F5-7) I will facc the Soup can .

alsle the right way... S —

fWG-F5=21 I will face ghelves .
using two hands....... [L&B) -
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FPage 3: Ralph, Mr. Wilson's Grocary .

RY WITH .
WY SELF HELY .

EWEEFING .

(WG=8W=1) I will gat the
kroom and dustpan.....

[WG=5W=2) I will Eind places that
need SWeeplng. ... ...

[(WG—-5W-3) I will put the
dustpan doWTl+ - v s renn

(WG=8KH=-4) I will sweep using arca
method., v inennsinnan

{WG-5W-5} I will sweep scraps
inte a pile.... .. cont.

(WG=5W=£} I will sweep the dirt
onto the dustpan......

(WG=8W=-T7] I will put dirt and
sScraps inte wastebasket

[WG=EW-B) I will not begin sweeping .
in «lean areas........ -

[(WE-SW-21 T will move to new areas .
needing swWasping...... .

(WE=8W=-10) T will put the
broom and dustpan away

BREME TTME

{(BT-1) I will begin break on
EAmE. v e s s aa s

{BT=-2) I will go to the break .
AL - 4 rnerreramrrrares .

{BT=-3) I will usze break time
appropriately.........

{BT=19) I will return to
WOEK . ... e

(BT=-11) I will find and use
the Testroom when I

165

G ¥ F CRI 0QF3



Page 4: Ralph, Mr. Wilson's Grocery

OOIN MACHINES

(CM=1]

[CM=-21

(EM=3)

(CH-4]

(SA-1}

{SA=2}

{SA-6)

{WGE=6)

(5C=6)

(SC-1)

[5C=41]

{80-3)

{8C-5)

[EC-T)

(5C=13)

BY WIiITH

MYSELF HELD & ¥ P CRIL OOPS

I willi get money fox
the snack machines....

I will put the right
coains in the alet.....

I will press the right
button. ... --. irsraaaam

L] d 4 4 4 d L] L] L] L] 1 L} L] L ] +

I will get my snack out
of the coin machine...

L] 4

T will follow msafety
Ileg, i i Pamaamn e e

I will look for yellow WET

FLOOR SignS..-a..-. . -
I will be careful

around wet [loors..... -
I will step facing .

shelves 50 customers can .

pass by or reach items -

AND COMMUNICATION SHILLS

I will follow
directlions..ce-creaann . -

I will stay calh

when frustrated....... P
I wil) know when .

I nead help....-... PR .
I will ask for .

help if I need it..... -
I will answar

gquestions. ... . PR o e ——
T will follow Tules... T

I will stay the right .
distance from pecple..[170)__ -



Page 5: Ralph, Mr. Wilson’s Grocery .

Ralph’s Comments about today’s work at Mr. Wilson’s Grocery:!

Coach Comments:

Mr. Wilson’s [/ Others’ Comments:
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THE CORRICIILDN SYSTEM

Muccags as an Educational utooma

AXETENRNDILY. K

Sample Student Selected Goals Form
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SYSTEN: undert GOa

staff Usa Only: Record from the Evaluation of Student
Performance form the date and geal for each day of training.

Mppe: Flacement:

L]

Date Goa )

175



Y

)

THE CORRICULUM 3YSTEM

Success ag an Bducational Cutcome

AEFPENDIX F

Samplea Sumary of Student Performanca Form
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THE CORRICULDM SYSTEM: Summary of Student Performancs

Student: Coach:

Placement: bay{s): Time:

Ctheck one: Baseline: Interim: Exir: Skill Tracking:
Datas of Summarized Evaluation Forms: P ' '

skill #Fob] #By Mysell #Ry Mysalf 3¥Ind $Pravicusly
Aroac 15t Guess Indepandent
Arrival...... - . .

GIESSWORKS. .. - . -

SKILL (SPECIFY)

SOCTAL/S
COMMUN ICATICH . . -

TELLING TIME. + . .

BREAFK. TIME... -

COIH MACHINES - . .

SAFETY....... . . -

OTHER (SPECIFY)

Fleage refer to back for student, coach, amd teacher comments.
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Student '3 Commente:

Coach's Copments:

Teacher s Commants:

1eo
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THE CORRICULTM SYSTEM

success A5 an Educational Cutcome

EHRD

Sampla 5kill Tracking Form

181



THE CORRICDULUM 5¥5TEM: Skill Tracking

Student Placement

Beginning and ending dates, original placement: -

Original Coach (if any)

Dther related placements ococourring with orlginal placemesnt:

1. General Ed. Course: Cates
?. Vocational FPlacemcnt: Datas
3. Community Based Instruction: Datas

4. Suppert Activities:

Attached: 1. Elank Evaluation of Student Performance form from
the original training

2. Copies of completed B.line and Exit summaries
5kill Tracking Tentative Actual
Placement Dates Dates
Firet - -
Second - -

Third - -
Inforgation elow refers to 5. T. Placement: #l £2 #3

List changes/new factors zince original training [(if any):

1.

Caach Collective Expart Informed {date)
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THE. CORRTICULUM SYSTEM

Surcass as an Bducational Jutcomes

APPTENDIYY X B

Social Acceptance Sucvey
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pirections: Please answer the following guestions honestly-
Indicate the answer that mest closely matches youx fealings with
a cheack, Do not write yoor name on this paper. Thank yeoul

1. What elementary school did you attend?

TES HO
2. Have you aver attended a clase with a person
H]th autism? ...... h wd + 44+ F " " EEE L EEEEFEEEETES P
1. Tt would be okay with me tg have a brother
or a sister With AULISM. . i1 ssearnsncnnsasnranr
4, I would like a persan with autism to attend
mF Eﬂhﬂﬂl ....... # %+ F b 4 # 4+ 4+ 5 5 B B F N L&A N N EE F EEETEETH i+

5. I wnuld like a persan w1th autism to it npnext
£t me l“ CIE.EE-J ----------------- T L L

&. T would like a parson with autism to live in
m:f nEighbﬂrhﬂﬂd -------------- 44 44 F " " 4o m s s aEn

7. I weuld like a person with autism In my class..

8, I would like a person with autiem a= a friend..

9. I would like to be a "coach® in class for a
parson with aubism. . oo iiiiiann i,

10. Do you feel there are clazsez other than this
ona that a persocn with autism might attend....

1l. If you answerad "yaszs" to guestion #10, please list classes
you feel a persepn wWith autism might artend.
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THE CURRICOLOM SYSTEM

Success as an Bducational Outcowe

APPENDTIX I

How to Write Sequenced Curriculum Packets
and Secial Assistapce Packeats

1832
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ow_ to ite i um Fack

S astan ckets

Genaral dFueidelines

Write Sequenced Curriculum Packets (5.C.P.s) and Social
Assigtance Fackets (S5.A.P.s} following the same format. Each
packet usually contains five sections, 4, A-1, B, C, and 0O,
Santisns are about 4-6 pages each, making packets 20-Z5 pages
lonyg. Each packet teaches a related sat of wocabulary,
congepts, or specifie behaviors.

othay quidelines include:

- Write in sptudent-fricndly vocabulary.

Oze dAouble or triple spacing.
— Ueec gtudant-friendly print size.

Incorporate the use of sogial clues, break pages, oFr
other ideas to assist an individuaz)l student.

Guidalines faoxr writing cach sectisn are described in this
appendix. The exanples are taken from a packet written for a
etudernt at Jenlson High School in a Retailing course. This
packet was developed to teach the student cone of sevaral rules
regarding work in the school store, "The fat’s Corner."
Accompanying tests and asszignments were alsa writtan based on
these packets. The ztudent learned a modified version of the
entire "Cat’s Corner Hapndbaok," all the rules far working in the
schonl steore, through these packets.

{Examples are from the firgt pages only of each of the f[ive
pectiens in the packet, "&tore Hours and Employes Schedale,”
Section A Guidelines

This gection ls an introduction to the selected
concapts/vocabulary. Simple statements containing the answer in
capital or boldface letters are followed by statements reguiring
the gtudent to provide the correct answer.

Title the first page with:
= Subject or placeoent
- Reference to concepts addressed in the packet

= Zection A Introduction
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Other guidelines include:

- H"Lead" the student to writing the corprect rasponses in the "ﬁ
bBlanks.

- ask for one word, or a responsa invelving a few words or a
short sentence.

For example:

CAT"5 CORNER

ETORE FOLICIEZ
Policy 1: Store Houras and Employes Schedule
rPacket A: Introduction Packet

Directions: Read the mantences. Write the correct word in
esarth blank to complete the sentence.

To find out whan the stere is open, look at the papar on

the wall that lists tha hours, It is called the SCHEDULE.

The paper on the wall that liste the times the ctore im

open ig called the

Your teacher iz the STORE SUPERVISOR.

Your teacher is the . The

ttora SuperVifor’s name is Mrs. .

Spctton A-1

Sartion A.l i identical to Packet A, except vocakulary and
concepts are no longer capitalized or written in boldface.
Therefore, in the akove example, "gchedule® and “"S5tore
supervisor” should be written similar to ather words.
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Section B Guidelines:

This iz the first revicw of the concepts and vocabulary
presented in the introduction. This section reguires the
eradent to "fill in the sentence”. The answers should still be
pretty obvicus. A f[ew other words may be in competition with
the correct answear.

Title each page with:
- Subject or placement
- Reference to concepts addressed in the packet

- Sectian B: Fill in the Blank #1

For example:

CAT'S CORNER
STORE FOLICIES

Policy 1: Store Heurs and Empleoyes Schaduele
gSaction BE: Fill in the Sentence #1

Directions: ERaad the sentences. Choose the best answar.
Write the correct woerd in ¢ach blank to finish each sentence.

1. Ta £ind oot when the store is open, logk at tha paper on

the wall that lists the hours. It is called the

gchedules wall hat clack

Z. Your teacher is the

school principal school janiteor gchool supervizor
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Section © Cuidelines
This is the second review of the concepts and vocabulary

presented inm the intreduction. This saction requires the
student to *fill in the sentence", or to respond to true and
Falea gquestions. "Truoe and false" shoould fellow the format of
the sample, and should be taken from the multiple cholce
gquestjiens of previous sections. Blanks can require one word, or
a response involving a short sentence,

Title the first page of thie section with:

- Subject or placament

- Referenca to concepts addrassced in the pactket

~ Bection ©: Fill in the Blank and True & False

Far example:

CATFE CORNER

STORE POLICIES
Policy 1: Store Hours and Employee Schedula
Section ©: Fill in the Sentence and True= & False

Directions: PFead the sentences. Choose the best answer.
Write the correct word in each blarnk to finish the sentence.

1. To find out when the store is open, look at the paper on
the wall that lists the hours. It is called the .
chiart report calendar schedule
2. The Store Supervisor is my teacher, Mrs. Clark. This

is .
trua falge
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Section D Guidelines
This iz the third review of the concepts and vocabualary

presented in the introductien. This sectlion iz written in a
"Fill in the paragraph® format, with possible ahswers printed at
the top of sach page. It aleo reguires matchlng of vocabulary
or concepts with corraect definitions or statements.

Title the First page of this section with!

- Subjact or placement

- Reference to concepts addressed in the packet

- fectien D: Fill in the Paragraph and Matching

For axample:

CaAT S CORNER
STORE POLICIES

Folicy 1: Store Hours and Employee Schedols
Section D: Fill in the Paragraph and Matching

Directions: PRead the gentencss. Choose the bent ansveyr.
Write the eorrect word in each hlank to finish the paragraph.
schedule report paper Store Supervieor

gehonl principal cashiar stock person

Sometimes we need to know if tha Cats Corner is gpen.
on the wall is a paper that lists the hours the school store is

ppen. It is called the . Mrs. Clark,

is the . . It is her job teo

put tha schedule on the wall.
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