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m"Thie matter of education is a
big question for the American peopla.
It is of the utmwost impportance that
every faculty should meet it s enviromeent.™

= Thomas BEdiscn



FREEFACE

Five years ageo, I sat across from my instructiconal
assictant in a meeting discussing her evaluation for the year.
After roviewing the avaluation, I asked her if she had any
criticisms or suggestions for me, as the teacher. 1 will never
forget her razponse: "It would really help if you could limit
yourself to three or four new ideas a week." Her ohservation
was that I‘d come in to work with onc inspiration, and within
three days ba absglutely seld on another.

Later I conesidered her comments. I realized in the search
tor success f[or our students with autism, I had developed an
ediicational progcam that reflected the confusion surrounding
this disability. Teaching during a peried of time when
educational and medical research was reporting a variety of
discoveries and possible educational interventions,
professionals could feel they had a M"state of the art" program
on Monday, which was terribly outdated by Wednesday.

I took my assigtant’s comments to heart. We needed an
gducational program that could grew aleng with emerging
developments, while remaining steadily focused toward the
achievemant of goals at the same tima.

A short time later, Jenieon Public Echools was awarded a
grant through the Michigan Developmental Disabilities Council in
Lan=zing, Michigan. The purpoase ol the grant wag to determine
whether people with developmental disabilities could work in the
community alengside their non-handicapped peers. This goal
providaed a focus for the program, our students, their parents,
and prafescicnals...and irreversibly changed many livas.

Together, with our students leading the way toward greater
and greater challenges, we laarned a lot. o©Our students in
vocational training sites needad improved social skills, Ec we
locked toward teaching in a more social environment: general
education. In general education, it became guickly apparent
that while social, there was a curriculum to learn which was too
difficult for our students - leading us to modify the
curriculum. ©Our students also needed skills not addressed in
ganeral education glassrooms, leading us to oh-site instruction
in tha use of the grocery stere, libraries, the post effics,
eto... In addition, there had to ke time to reinforce and
practice zkills needed in all of these "non-sheltered learning
environments". Rinally, and poscibly meost important, if an
educational program was to be effective acrose a wide variety of
anvironments, and skills retained acrose time, experiences had
to ba logically and systematically tied and addressed through
one vary strong curriculum.



We aleg discovared early in our grant that our efforts
would have to be tiad - or better vet, cemented - to the future.
For that, we needed to coordinate programming for our =zecondary
students with the profeszionals in adult service organizations
who would have our students on thair caseloads after gradwaticon.
Aware of the waiting lists for sgheltared workshops and supported
amp loyment programs, We needed to create and support every
ocpportunity to provide a smooth tranzition from educational
programming to adult life for our students. My responsibilities
gradually moved from the classroom, to increasad Involvement
with adult serwvices, vocational programming, and general
education placements — and my role became that of a "transition
teachart,

Tn developing a responsive curriculum for aducating
students for life in the commpunity, it was discovered sound
principles were the most effective element to use in tying
etudent experiences and professional, parent, and community
afforts together. These principles were modified Erom the most
current resaarch and infornatien on factors which contribute to
success, and jdentified as central to the curriculum. The
result is The ¢urriculum System, a process which enables
professionals, parents, and students to organize existing
rurriculune and educatiepnal eppoartunities in an unlinited
variety of environmente into a systematic, individualized
gducational program. Student progress is pystematically shared
with many pecple - including adult service agencies - who are
also valued wembers of a studant's Collegtive Expert {Chapter
3). The result has besh iwprovaed opportunities for success.

Thizs manual represents the bast and most successiu) efforts
of many pecple. The Curriculem System is comprised of several
components, procesges, and instructional technigques. While
described in separate chapters for the purpose of organization,
all are highly inter-related (Appendix A: The Curriculum Syztem

Flow Charct).

To conclude the story about my lnstructional asslstant and
her reguast to limit myself to three or four ideas a week — the
rruth is, there are still more than three new ideas 2 weak. The
difference ix the ideas now build and improve upon cne anothar -
and they are contributed by students, businesses, parents,
profossionala, and members of the comnunity. Having a new idea
doeen't discard yesterday’s inspiration. In tarms of pew
ragearch, we'wve a systam with which to consider new approacheg
for each student - principles and standards which provide a
ulitmus test" for evaluating the potential of new incarventions.
This manual represents the beginning - tha framework - for
focuging collective effort on the development of affective
educational programwing for students with autism and cther

developmental disabilities.
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It is my hope that this manual may help othar parante,
professionals, and students coordinate efforts and develop
curriculum to improave the chances for suooessful outcemes for
gtudents elsewhars. Be creative in its use, work with others,
tailaor the ideas, learn from mistakes, apply what you've
learnad, and focus on helping to develop succesgful futures ane
at a time. You can only fail by guitting too soon.

xi
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CHAFTER 1
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Introduction

Succesg hasz always seemed somewhat elusive - a cancapt
with more definitions, interpretationa and philesophies than
thera ars pecple who have claimed te achiave it. Consider these
thoughts regarding success:

NThera iE only one success -
to be able to spand your life in your own way."

=Christopher Merley

*Tha real socret of success is enthusiasm.™

-Walter Chrysler

"Many of life's fajilures are peopla
who did not realize bhow close they were to BUCCERES

when they gave up.®

—-Thomas Edizon
{Above guotes from DO IT, John-Roger & McWilliam=, 1951}

Eithar succesz iz =20 hroad a concept it requires several
definitions to covar it, or it is highly individual, reguiring
by its very nature a personal effort to define, visualize, work
toward, and achieve it. The Curriculum System assumes the
latter. A=suming succese is individually defined and creatad
doesni’t winimliza the importance of any of the above
ineights...together they begin to form a list of reguirements
for an individual to achieve success.

In his book, The Sevep Habits of Highly Effective People
(Covay, 1989), &Stephen Covey identified seven habita successful
people have in common (Hew York, 158%). To do thiz, he atudied
euccegaful people from the last 200 years. By identifying
habita assocliated with effactivenass, Stephen Covey placed
EUCCE3E a3 a subject aloengside mathematics, reading, and social
studiez: success can be taoght,




Bteven Covey ip one of many anthora to identify successaful
hablts, attitudes, and principles. Harvey Mackay, author of
Ew L (1988} and
¥ou His shirt (1990), offers a wealth of advice and wizdom for
working successfully with peeple, in bueinass and in ganaral.
Helen Keller, auther of Tha Story of My Life (1954): Thomas
Edison, whoze diary ie included in The Diary and Sondry
tppervationg of Thomas Alva Edieson [Runes, 1948) ) Pan Franklin,
author of The Autobjography of BRen Frapklin (1940); Viktor E.
Frankl, author of Man's Search for Meaning (19%52); and
John=Rager and Patar HcWilliams, authors of QO _IT! (15%1); and
others assist in answering one guestion central to developing
The Curriculum Systom:

If certain principles and habits result in success, can
thoge same hahits amd principles ba modified and built into

daily implementation of a curriculum to improve the chances for
success for students with auvtisn and developoental disabilities?

Through experiance with students with developmental
disabilities learning in the community, and studying how success
ig achieved, a sat of successful habits for a curriculum for
transiticning students with developmental disabjlities From
gchool to adult life emerged. These habits are "built into® The
Curricalum System. As habits, thay have an ongoing influance on
daily implementation of the curriculuwm. Togather, they modify
puccaes in an effort to make it understandable, appliceble, and
functicnal for many students with develapmental disabilities.
These hakits are referred te throughout this manual, and are
listed apnd described in the remainder of this chaptar.

irer Eabit: ifi nterdependanca

Successful interdependence — for students and their
communjties — ig the stated goal of The Curriculum System.
In reaching a geal of interdependence for students and their
sommunity, there moest be a commitment to work toward this geoal
as parents and prufessianals. Interdependence must bhe
translated into defined processes and materials to provide
continual opportunity for working, living, and learning together
- making interdependence the goal, and the habits required to
achieve it. Stephen Covey indicates everyone has the potential
to be 7...a transition person - a link between the past and the
future. And your own change can affect many, many Lives
downstream."™ {198%)

Interdependence is modifiad and habiteally practiced
throughout The Currieulum 5ystem. Two companents of The
curriculum System: The Cellective Expert and Social Regding,
directly address the skills invelved for scvecessful
interdapendence = for parehts, profeszionals, and students.
Each are briafly discussed an the following page.
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Tha collective Expert

Stephen Cavey says it this way, "The whole is greatar than
the sum of its parts," when he discusses the sixth habit of
effective people, to "Synerglze' {Covey, 198%). Harvey Mackay
takes a differant perspective on the same process, with a
chapter titled, "Superman Doagsn’t Live Here Anymorsa, " as he
encourages people to gather the epinions of others when making
plans or decisions (1950}. The idea is to trust and rely on one
another to collectively oreate a hetter scuteome (Chapter 2).

Spcial Reading

In avaluating the skills required for successful
interdependence for students and their community, it is apparent
that 1} the conmunity often needs assistance in understanding
the student, and 2] a student needs to develop social skilla to
communicatea with the community. BSocial Reading is one component
of The Curriculum System designed to assist both tha student,
and the community, in communicating and working with one anather

{Chapter 11].

The Second Habit: Teach Positive

After Ediscon’s seven-bundreth unsuccessinl
attempt to invent the electric light, he was asked
by a New York Times reporter, "How does it feal to
hava failed seven hundred times?™ The great inventor
respordded, "I have not failed seven hundred times.

I have not failed once. 1 have succeaded in proving
that those seven hundred ways will mat work. When T
have eliminated the ways that will not werk, I wili
£fird the way that will work."

Several thouseand more of these succasses
followed, but Edieon finally found the one that would
work and ipvented the alectric light.

Failure iz an attitude, not an putcoma.
{Meckay, 1990]

History is full of examples which demonstrate the wvalue of
planning, thinking, and reacting positively - the value of a
positive attitude. Let's face it, having a collective Expert is
ne guarantee of getting it right the first time, OQr the second.
Or the third. The key is to always gain - from succezsful and
unguceessful attempts - to continually ilneresase and collectively
apply what is learned.



a Thi £: Individualize

Teachers and parants continually strive to provida
individual attention to meet the wariety of needs and laarning
atyles within any given classrecom. In considering the education
of students with autism, for example, the extent to which an
asducaticnal program must ke individualized to be effactive and
giaceassful is magnified, requiring greater staff and parent

involvemant.

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

Part of tha complexity relates teo the fact that
autizm is a syndrome. Autistic pearsons display
certain characterietjics (behaviors] that fall within
certain limits. Each autistic parson, however,
presente a different pattern of behavier from other
individuals who may have the same diagnostic label.
{Holthuig, 1990

Arother factor relatas to the direct and immediate impact
of educaticnal preogrammibg on students with autism. Fer
axample, compare the impact of educatispal programming o the
development of soczial skills in general education students, to
that of students with autizm. The general education students
laarn communication and social skills as part of their
educaticnal program, and independently frem a wide variety of
experiences. In centrast, educaticnal pregramming for students
with autism directly addresses the davelopment of communication,
gosial skills, and bBehavior. Alse, students with autism are
less likaely to learp independently Lron wthoer experiences. Tha
result is a magnified impact of educaticnal programming on
gstudents with autism.

In addition, auti=m iz a develepmental disability which
holdes life-long implications net only for those afflicted with
it, kut for their families az well {Cohen and Donnellan, 1987}).
Thig is neot only true of autism, but most developmental
disakilities. Consequently, the long term importance of the
effectivaness and applicability of educational programming prior
te graduatien is increased for students with disabilities and

their families.

Therafore, individualizing an educational program for a
person with disabilities requires attantion not anly te the
student’s neads and abilities, hut habitval invelvemant of
others directly impacted by programming. The availabkllity of
optione and choices lie in the creativity and collaboerative
efforts of professionals, parents, and students. Beyond yearly



reviews or threa year comprehensive re-evaluations, the
contributions of students and familias to the ongoing
development and details of an educational intervention are
critical to its suctess - a success defined by tha student and
those closest to him.

it Habit:

Many students with autise have difficulty generalizing
acuired skills.

Fay come reason many autistic parsons seexn to learn new
skille or behaviorg in the context of certain sitwations
arkl then cannot apply these newly learned skille in a
aituation that is different from that in which the
original learning took place. (Wolthuis, 1990}

The fourth habit of effective educational programming for
gtudents with developmental dizahilities, specifically thosa
with autism, involves teaching identical skills simeltanesusly
in a variaty of environments. In deing =o, it is geickly
apparent that the context of a given shill can alter how it is
performed, enough &0 that to a student with autism the skill
ceuld seem unfamaliarx.

The Curriculum System is desigped to enable professicnals
to monitor development of =imilar skills in different
environments, thrpuah the use of one method for recerding and
measuring progress, With data abjectively recorded on the
acquisition of similar sKills in differant anvironments, a
student receives practice gensralizing skille. Al=o, the
factorz centributing to the learning of new skills may be
identifiad. For example: a student is performing a given skill
independantly in cna envircnment, hut requires extensivae
assigtance to perform the zame =kill in ancther environment,
The factors contributing to the student’s independence in the
first environment can often be identified and applled to the
eacand environment, as well as to tha learning of other skills
in tha future (Chapter 4 & Chapter §).

The Curriculum Systen also provide= for the tracking of
Ekills across time. Skills are functional only if they are
aventually retained and applied without continual review. The
curriculum System uses a system called Skill Tracking to check
for retention and generalizaticon of skills across time as wall
AE ACYross envirenments (Chapter 5}).




The Fifth Habit: Modified Visualization

"The positive uze of tha imagination iz oiten called
visualization" {John-Reoger and MoWilliams, 1521). WVievalization
is a oritical component of sucoess. Harvey Mackay rafers to the
impact of visualization in a chapter titled, "Fantasize®: PMI
came to realize that fantasizing, projecting yourself into
successful situations, iz one of the most powerful means thare
is to achieve personal goals.® (1983)

There are many examples of successful athletes using
vigualization. Many can be observed on the sidelines of &
football game or gymnastics competition. There, athletes make
gmall movements just prilor to a performance, seemingly in
response to something they are thinking. In fact, they are
thinking, visealizing a successful performance. A Fwarnm up" for
the brain, & rehearsal of a desired outcome; wvisualization ig a
valuable toal) for many peak periormeras.

Stephen Covey discuszes research conducted by Dr. Charlas
Garfield concerning the characteristice of peak performars:

one of the main things hiz research showed was Chat
almost all of the world-clase athletes and other paak
parformars are viswalizers. They see it, they fee] it,
they superience it before they actually do it. They
beqgin with the end in mind. [Covey, 19B5}

Tf visualization is assooiated with successg, can it be
medified as part of the educatiopnal process for students with
developnental disabilities? In an effert to answer that
question, two aspects of visuwallzation are increasingly

apparent.

Firget, students with disakilities, particularly those with
antigm, have significant difficulty visualizing. Therafcre, the
firet step toward modifying visualization is to take it apart,
step by step, to identify the required skills. The result?
There has to be an ahllity to forn some Kind of "picture", mayke
not viguwal, but a mental "pictura" based on information
{auditory, tactiie. anything!) that can be recalled for
rehaarsal. "Doenft let the word fvisual' throw you, We'rea
talking abkout the imaginatien. Some people primarily saa things
in thair imaginhation. Others primarily feel things. Still
others primarily hear things. Whichever sense you ues to access
your imaginatien is fine." (John-Roger & McWilliams, 1991)

Bacond, peocple routinely and habitually visualize daily
situations, pot just major goals or performances, to assist them
in mantally pre-salecting responces. Visuallization continually
works for most peaple to prepare them for upcoming situwations. ..
gituations which often have social lmplications. For axample,

/‘j

LS

-



if A person notices he is lake for work, a peries i very
accurate guesses concerning hiz boss's reaction help him prepars
a response ahead of tima. People visualize many sacial
situations pricr to their eccurrance. Throughout the day,
peapla constantly guess to prepars thamselves for each situation
they encounter. IFf they didn’t, =ach situation would feel like
entering a room where tha crowd has just yelled "SURFRISE!"

Vigualization will work for estudants with disabilitiers only
if it can be mpdified to make it understandable and functional.
Students need to learn what to viesualize, and why. Students
ales need to learn when to viscalize., For exanple: a field goal
kicker visualizes a perfact field goal ae he stands at the side
of the field, not a starring role in Swan Laka. Students with
gdisabkilitiez, autism in particunlar, need ta have visualjizatjion
structured to assist them in learning when, how, and what to
vigsualiza. Therefore, visualization has to ba built into the
routines of a curriculum for etudents with disabilitlies to
replicata the role visualization plays in the lives of
non-gisabled pacple.

These two aspacts of visualization are addressed in an
instructional concept important to The Curriculum System,
GUESSWORKS. GUESSWORKS is visualigzation, moedified and made
functional. GUESSWOREE structures wisualization and applies it
through several activities and technjgues in The Curriculum
Bystem. It is:

- the rationale bahind QOPS, an instroctional intervention
developad to decrecase prompt dependence of more severely
impaired studente (Chapter 5).

- a8 part of Social Reading, a technigue ageisting the
developmant of social skills (Chapter 11).

- & special section of aobjectives in the Oblective Bank
designed to assist gtudents in predicting upcoming
social situations {Chapter 4.

= the rationale kehind the format for writing ohjectives
and avaluation forms which assist students in predicting
their own performance to compare with actual performance

(Chapter 4 & Chapter 5.

Visualization i5 alse structured for parents and
professionals in The Curcicwelum 2ystem. The Collective Expert
{Chapter 2} must visualize desirasd cutcomes to set not only
gahort tarm, but long range goals. It is often difficult to
visualize desired goals for achlevement two, three, or ten years
ahead. 5till, a long range plan is critical if a student’s
aducational program is te incorporate axpariances and



instructlon leading te the desired outcome. Add detall to long
range goals. Keap in mind this guete from Lily Temlin, "I
always wanted to be somehody, but I shauld have been more
specific.” [(John-Roger & McWilliams, 1531}

In addition to previding a long range focus, visuwalization
plays an important part in the success of more immediate
sducaticnal experiences. For example, in establishing
placements in non-sheltered laarning environments, it is heipful
to first create a mental pictura of an optimal situation For the
student in that setting. Oneca a placement beginse, 1t is
important to recall thea original mental picture as a standard of
copparison for the actual placement.

The Sixth Bahit: Foguoed Goale

Many pecple make goals. The sixth habit discusses focused
goals, why they are important, and how to apply and actively use
them as the center of an edecational effort.

Successful peopla know where they are going, and why. In
fact, thay most likely knew whers they were going years ago. "If
you don‘t have a destinaticon, you’ll nevar get there.™ [MacKkay,

19488}

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

People are always blaming their cirrumsatances for what
they are. I don’t believe in circumstances. The paople
wha gat on in this world are the pecple who get up and
look for the circumstances they want, amd, if they can't
find them, pake them. (John-Roger and MeWilliams, 1991}

Goals can give rise to determination, parsistence, and
patience - gualities which are often associated with successiul
afforts. The acst powerful goale are not those created by
others for students, but those determined by ptudenta for

themgelves.

Students peed the opportunity to establish their own goals
in addition to those galected for them. The way in which that
apportunity is presented will largely determine the dagree to
which a stodent is abla to understand, and apply., goals to their
own experiences (Chapters 4, 5, & 10 .

The process of goal setting, and using geals to improve
per formanca, can be modified for many students with autism and
other developmental disabilities. Modifying the process of goal
getting involves specially designed materials, structured



apportunities to set goals, and ongoing experienca in working
with - apd toward - personal geoals. Students gradually learn to

develop goals in copperation with others.

Follow-through is extremely important. Students may need
ageistance in measuring their progress toward a geal. Some
students may be able to identify factors contributing to their
achievemant of, or failure to reach, a given goal. When taught
affectively, self-selected goals may inereasa student
mativation, and often develap renewed interest in the evaluation

process {Chapters 4, 5, and 10y.

In addition to establighing and reviewing long term goals,
the collactive Expert (which includes the student when possikle)
iz continually involved in the establishment of short term
gaals. This is accomplished through processes {dafined in
Chapters 4 and 5) used in develepment of the Cbhbjeectiva Rank, and
a curriculum and an evaluation system for each student.

Save bit+ i 1f-Fyal

telf-evaluation is a =ritical part of learning, and plays
art important role in any educational experience. Feopls
routinely declde on a course of action, take that action, and
make corrections bazed on their experience., Mistakes provide
persontlized feedback, and togethar with other forms of feedback
create a personal opportunity. "Wwhile we are frea te choese our
actions, we are not free te choose the consequences of our
actieons." [Cowvey, 19289} Within theose censaguences lie
succeages, mistakes, and ppportunities for learning. “Learning
From wmistakes is the eszential requirement for effective course
correctint, although hy ne means the easiest to demonstrate. "

{Mithaug, Martin, Agran, & Rusch, 198%8]).

Por £tudents with autiam and devalopmental disabilitles,
recognizing and responding appropriataly to mistakes or
guccesses ag they ooccur is often difficult. To mpake this
process meaningful for students, it has to he systamatically
addreseed step by step. Modifying self-evaluaticn involves
clearly cotmunicated yoals and expectations, structured
axperiences with goal setting, ongoing visadal and
multi-sensory feedback, and support materials and instructional

technigues.

Through ongoing practice with self-evaluation, students
have an cppoartunity to gain a more accerate understanding of
their own strengthe, weaknesses and interests. Self-evaluation
skills are routinely addressed throughout The Curriculum Systam,
most specifically as part of The Evaluation Svgtem (Chapter 5),
to improve a student’s ability to evaluate his performance in a
given situation.



Theg Eighth Habit: Tie Efforts to Prigciples

The field of educating students with autism is dynamic,
with continually emerging developments and discoveries which can
ultimately improve a student’s success In the adocational
satting and beyond. With a disability so highly individual in
tarme of behaviors, severity, needs, and abilities, it may be
gifficnlt to selactthe most appropriste goals and interventions
for each =ztudent. The tendeancy to "chase all rainkows" can
ultimately throw edugaticnal effoarts on a 2ig-zagging courae
from one intervention, to the next. While some devalopments ara
suncessful and exciting, others are disappointing and uge
valuahla time.

Frofeassionals are not alone in the frustration that can
result, as Charles 4. Hart, a parent of an autistic child and
author of Without Reasop (19%%) explains:

over the fiftean years that I have balonged to the
Autism Society and read newspapar clippings sant to ma by
well-meaning friends and relatives, I havea probably haard
at least a dozen "miraculous interventions* that were
supposed to solve the problems of people with autism
once and for all.

At one point, seven years aga, when biological
research reported discovery after discovery, a friend
suggested that we form a "cure of the month club.™

{Hart, t9@a}

It ie important to remain open to the potential of new
digscoverias, while steadfazt in direction. To maintain balance
batwaen the optimism of hope and the respoansibility af reallty,
tie affortc to the principles underlying the habits of
successfnl programming just described:

1} Work collectively with trust and respect. Seek
knowledge and common sense, not coentroal. Get a good
team and work together to assist a student in reaching
his/her potential to live and work interdependently.

2) Teach positive and never give up.

1) Consider the hope of new ideas with the wisdom of
collaborative evaluation. Balance discovery in light of
each individual student and family. Create a balanced
and individualized educational program.

41 Teach similar skills sipuvltanecusly in a variety of
environnents.

5) Demonestrate and teach visuwalization.

10



6) Focus on goals and use them extensively, and
7y use self-evaluation with students, and te continually

learn and improve collaective efforts on a student's
kehalf.

LI Ty

The Corriculum System, describad in the following chaptars,
iz a collection of processes, gquidelines, forms, materials, and
jnstructional technigues Focused on a goal of effective
interdependance for students with autism and other devalopmental
disabilities. Intardependence is the goal and the cellaborative
precesses reguired to acnieve it. Defining success for each
student individually; The Curriculum System habltually
incorporates successful principles to achieve the desired
educational cutcome for each student.

11



The Collective Expert

Intraducstion

The fiald of zpecial education is full of axperts.
Traditisanally, prefessicnals in education ceome to be considered
experts for a variety of reasans. They may be considered an
axpert bacause: 1) they have worked with many children; 2) they
have completed extensive research; andfor 3} they achieve
exXceptional results with their students. We need these experts.
They provide valuable information and expertise in an area of
gducatlion which has to be ameng the mest dynamic and challenging
- preparing students with developmental disakilities for the
future. The Curriculum System is dependent on all af these
experts, and one morce.

#his last expert must have a detailed and comprehensive
knowledge of each student. Thisz expert is needed to craate for
gach student an aducational pregram that is consistent with a
stugentrs cerrent and feture needs. This axpert iz not one
persan, but many pecple working togather on a student’s behalf.

Experiences smerging from the field of autism indicate
collaborative and creative efforts between parents and
professionals are not always easy. In a paper presented at the
Autism Society of Americars Annual 1991 Conference, "Learning to
Collaborate: The Case of Professienals and Family Members
Serving Pegple with Disabkilities,™ Cindy L. Capaldi writes:

Growing interest in forming partnerships is a valuable
first step to shifting the focus of families and
professionals away from maintaining powar boundaries.
With this change, kbuilding lasting solutions te problens
facing people with disabilities gains priority. But
degpite sincere intentions, serious problems exist in
changing from authoritative to cooperative problem-
solving. Collaboration reguires foundational changes
in thinking processes. And, data collected recantly
from collaborative workshops indicates that both
professionals and family members need skill-building
in cooperative problem solving [(1991).

In a panesl presentation at the samc conference, topics
covered indicated recurring obstacles in the parent -
professional relationship, including "Honpesty and Tact = Can
They Co-exist?" and "Trust: a 2 Way Street" [Moreno et al.,
1981}, Despite the apparent difficulty, the need for
cooperative afforts toward transition remain unchanged if the
goal is a suecessfel oubcome.

12



Some pecple may not be natural cellaberators. Many pecple
feel more comfortable with more control, rather than sharing
control with colleskive Juddments. Worklag as a mambar of a
team pay be far more difficult than becoming a traditiconal
expert as an individual. Therein lies the challenga, not the

obstacle.

Tha Curriculum System reaguires that those working on behalf
af students learn new ways of deing things £ significantly and
pasitively alter the future of esach student. For each stodent,
a Collective Expert is ldentified. A Collactive Expart is a
dafinad group of people working together on a student’s behalf.
A Collective Export regquires a commitment from each of its
sembers — a willingness to sharea contreol, and a determination to
apply successful principles and habjits when working together,
For these reasons, The Curriculum Syetem identifies basic
guidelines for each Cellective Expert to follow.

For a follectiyve Fxpert, You Will Need:

There is one Collective Expert for each student. A
collective Expert should minimally consist of:

= the secondary student
= the parents/group home parents/legal guardian
= the teacher

These people may also decide to includa any of the
following as part of a student's Collective Expert to assist in
making decisions concerning edacaticnal programming:

- an administrater

= a job coach

= a student’'s employer

= a cloge friend of the student/family
= #ocial worker

« student advocate

- psychalogist

- zpeech and language specialist

Suggestions:

1] Kaap tha Expart large ensugh ta incorporate different
perspectives, yet small enoudgh to be flexible, IFf
anything, err on tha side of limniting the number of
pecple. This is prafarable to creating samething more
conducive to party status than problem splwving.

13



2] Kesp in mind a Collective Expert can decide to consult
with anyone at anytime, making it unnecessary to
inglude on a regular basie those professionals whose
expertise i needed only occasiconally.

1) Make sure the {ollective Expert is clearly identified,

written on & liet with copies distributed te each
member {Appendix B: Collective Expcrt Form).

Keoping a Collective Bvpert Effective

Balance

The effectivenesz of a Collective Expert iz threatened when
net in kalance. For example, whenever one memker “pre-decides"
a course of action hefore consultation with other members, the
processes for decision making are rendered ineffective,
Cconsequently, the expertise is strengthened with every
colilaborative sffort to define and achieve goals. & Collactive
Expert must continually demonstrate an undepstanding that [t ise
ceritically interdependent with each of its membars.

OEK, ¥Who Mgzzed UD?T

Working collectively minimizes mistakes through checks and
bpalances. When mistakes do ooour, Procesd With caution. The
aftarmath of mistakes may ke fatal to a Collective Expert; it's
okay to pake mistakes, but critical te deo it right. As part of
one Expert, each perscoh has an egually shared responsibility for
mistake=z. Right hands don’t hlame left hands for keing less
dominant or performing less work, and vice versa. History is
full of proof that pespls tend to identify someone responsible —
even with a collective failure.

Yt's not a mistake if it7s perceivad as gained axpariance
inztead of as a failure. Kesp things positive, and keep going.

Taks Cara, Valuc Tipe

Callactive Experts meet only when needed. ANy member of a
Ccollective ExXpert may call a meeting of its wmemkers at any time.
Many contacts and decisions can be made by phone, ar by a memo
distributed to the Collactive Expart. If a Collective Expert
meeting runs past half an hour, absolutely if 1t runs past cne
hour, the Expart should feel very restleas. Hot many experts or
affactive people are inefficient, and the sawa habits of
success that apply to individusis, are of magnified importance
when pecople wark togethar.

14
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Have a goal for each meeting, expressed in a tight agenda.
Get to the point. Limit anecdeotes. Think, ™tick, tock.
Develop habite which focus and pespond positively.

¥ Potant

value the potential of collective efforts. Thase
guidelines may hmlp, though each Collective Expert may write and
follow thelr own:

- Share (responsibility, contrel, action}.

Think (tocgether}.

Liaten (no predetermined eclutionsg].

Be honest and direct.

Trust and believa one another (there really is such A

thing as llwmited? funds, and tha student really doea

behave that way at home).

- Do it {thought without action isn’'t thought. It's
non-recyclable brain impulees).

SUNRJCY

Thiz manual i= written for one audience and one audience
anly: the Collective Expert. Peopla with autism and
developmental dizabilities require and respond to the bast
efforts of others, and those efforts must be collectiva.
certainly one profegsicnal, or one parent, or one administrator
may own and read this mapval. There iz only one Expert who can
take it from these pages ta daily implementation and thea very
real achisvement of educational geoals...and it is that
potential, that combined expertise, that this nanual addresséea.

15



Intxodyction

ul st {The Standarda) protect the
rights and define the reoles of thoge lnvolvad in a gtodent’s
pducaticonal program. Beginping ag a protection of student
righte, The Standards axpanded to ilnclude the rights of others
in eurriculum development and educational planning. ZIhe

c s St ds are written in two sectlons,
L AXElg ar ant FParticipats 1] _"1 O E A
and St g f Conmenity Pa atio apsiti

Programning.

2] il sten rde

An ingcident in a community based vocational training site
initiated development of program standards to ensure gtudant
rights. A non-verbal, severely impaired student with auvtism was
training in a factory supervised by his teachar/coach. During a
conversation at preakx time, one of ths employeas asked ths
ctudent a question, and the coach gquickly provided the answar.

The coach did not notice that immediately the student’s
rehavior becape more negative and his table manners declined,
The employees did notice, and complained ta their manager that
the coach had spoken in front of the student "]like he wasn’t
there."” Tha employess felt the student’s repponse - the
increase in negative behavior — was a direct rasult of the coach
providing the answer for the atudent, inctead of involving the
etudepnt in the answer. The manager shared the ewployees’
concerns with the teachar/fcoach, who responded by developing the
standarde for Student Participatien in Transiticn Progranminid .

Follewing review and feedback by professionals and parents,
the Standards for Student Participatisn in Transition
Frogramming were implemented on a daily basig. They had an
unexpected impact, and resulted in sorprising changes ln student
behavier. The relationship between teachers, staff, and
students changed as the students cama Lo realize they were
nhaving & direct impact on their dally lives.

suddenly handed freedom with no exparience using it,
however, the students had difficulty andarstanding when raguasts
had te be declined or other pecple had to be consulted far thelr
opinion. Several styudent needs curfaced, resulting in staff and
parant concerns. The students needed a functiconal understanding
of thair needs, strengths, and weaknesses to become competent

1&
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membere nf the decislon making progress. They neaded practice
working with others on thair own behalf. They nesded Lo accept
the input and influence af others on their new freedom,

Development of The Standarda and their daily implemantation
craated a definite turning peint in tha program. It was marked
by instruction of new skills and greater student achievements.
The Standards changed the course of development of each
student’s curriculmm and this manual. With only minor
reviaione, they have stocd the test of time while guiding
dacieicns and transiticn planning.

standards can be as individual ae grals. It is important
to realize the following standards were devaloped for sscondary
students with autism an? developmental disabilities
participating in traneitien pregramming at Fenison High Scheel,
in Jenfison, Michigan. These standards are not intended to rit
every program, or every set of students. It is hoped they can
garve as a model to use in devaleping standarde to meet the
needs of educaticnal pregrams in other communitiee.

studente participating in transition programming will be
provided individualized opportunities to acguire skillse for
participation in the community at large to the greateat extant
possible, As many, if not all, of our students will become the
futupre consumers of adult community services, it is our goal to
prepare them to express their needs, make decisions, and utilize
ztaff and community resources to the graatest extent posaible.
In implementing this philesophy of integration and attitude of
consumarism, the following Standards for Student Participation
in Transition Programming will be adhered te at all times.

T, Rll rights and protection provided all citizens.

II. Al traditicnal ethical standards of education, including
confidentiality and a student’s right te privacy,
inoluding:

A. Right of a student te refuse cptional press coverage.

B. Informed copnsent and signature of studant on meodifled
ralease formes prior to all publicity.

17



11I. Protection of a student’s rights as an educational

IV,

consuamer, including to the greatest extent posaible!:

A. Inclusion in educational planning and transition
meetinga withs

1. Praparation prior to the mesting.
2., Medified interpretation of presented issues.

3, Prior underatanding of availabla choices Lo
Ba mada by the cowmittee.

A. Individualized axplanationa (using modifjed mataerisls
if pecassary} of availablae choices througheut the

achon) year.

C. Opportunities to acguire the skille to express parsonal
needs, requests for help, and desires to others.

D. Positive response by professional staff andfor
tha Collectiva Expert to expreseed needs, andd/for
digcussiot and poasible compromise with professlonal

gtaff.

Protection of a student’s right to exerciss parsonal
choice to the greatest extant peossible, including but not
1imitad to inpot into;

A. Selection of general educatien claEses.

B. Salection of vocatlonal training site expariences.

Protection of a studant’s right to a waell informed
non-sheltered environment, jincluding:

A. Communicaticon and intsraction with sach environment
pricr te student placement, for example:

1. "Cirecles" [Foreat, 1987) or elmilar activity in
general aducation classes.

2. Placenent of a staff peraon in each vocatiomal
placepent prior to first student placement ta:

a) Experience the soccial envirenment and reguired
jab skills.

1 Extablish objectives and davelop an Evaluation
of Studant Performance form {Chaptare 4 & 5},

¢)] Prepare co-wOorkerd.

1B
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VI.

Frotection of a student's right to persconal inforgatlion to
the greatest extent possaible, including:

A,

student permission, where applicakle, to share
confidantial information with patential laarning
anvironmants.

Identification to the student of all people invelvaed in
his/har evaluation, and/or people ta ba informed of

progress.

Modified explanatisn of all types of student
evaluation.

Motification of occourrences of all evaluation
proocaduras,

Reqular access to a medlfisd, if necessary,
intarpretation of data/progress in vocatjonal training

aitex or genera) aducatien.

vII. Protection of a student’s right t¢ input into decislona
concerning each placement Iin general education andfor
commtinity based vocatlomal training, including:

A

Right to all conslderations and actions necessary to
maximize student independence and performance in all
ArEdE.

fegular, scheduled opportunities to axpreas likes,
dislikes, andfor concerns over any placemant.

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

YIII.Safety factorefissues will ba avaluated for each atudant
on an individual basis to:

IX.

A

Determine risks to studant safety.

Determine pessible actionfprecavticns necessary te
anpsglura student zafety.

Protectien of a student’s right to pesitive, "community
approved" behavioral intervantions, including:

A,

E.

Positive programming.

Right to freedom frow nagative public comment
concarning student behavior and/or perfocrmanca.
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X. Protaction of a atudent's right to mpake mistakem, including
to the greatest extent possible:

A. Opportunlty to make mistakes.

B. The right to experience, with support if necsssary, tha
anxiety aseoclated with mistakea.

©. An ongoing opportunity (directly supported by
avaluation and instructional technlgques and mataxialas)
for student recogniticon of problem behaviorse.

. The right to identify and use reascnable student
solutions to mistakes/behavicrs whensver possible.

E. Staff assistance with problem solving when needed, not
bafore.

¥r. Indlvidualized, medified presentation of all rights to
maximize student understanding and participation wvhenever
possible.

hafining "comnunity™ as parents, professlonals, persene
agsociated with businesses, general education students, and
peopla af the community at large, the following Standards for
Communlty Participation in Trangitlien Pregramming protect righte
of the community to representation and (pessibla) participation
in copmunity based progranming. Thases Standards serve to
recognize the potential and impact of instructicn of studente
with disabilities cutsida the traditional self-contained

clagsroom.

stapdarde for Compunity Participation in Trangltion Programming

With the people of tha community directly affected by
doecieions regarding educaticnal pregramming, these standards
ansure their needs and goals will be representad, and their
afforts to agsist in educational goals will ba suvpported.
Working to reach a goal of & positive, Inclusive learning
community, the following Standards for Community Participation
in Transition Programming will be adhered ta at all times.
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L.

II.

ITI.

211 rights and protection provided ell cltizens.

211 traditional ethical standards of education, including
eonfidentiality and tha right to privacy ensured for sach
mepbey of a community.

A.

pratection of a community's right to refuae optional
press coverage concerning comwunity involvement in a
gtudent/s educational program.

Conaent to all optional publicity organized through the
school/transiticn program.

Each compunity based learning environment, including
genaral education, will meet the following criteria prior
to lnatruction:

B

opportunities will be provided for the Collactive
Expert to determine learning environments appropriate
for achiaving student goalm.

Written program goals will be provided to aach targeted
learning environment.

student lnfarmation, including information concarning
the potential or probability for negative behawior(s),
will ke confidentially, accurately and honestly shated
with relavant persons in each learning environment.

1. Permission to share this information will ke
cecured from a student andfor a student’s legal
guardian. (Sse Standards for Participation in
Transition Programmihg, Section ¥YI. A..)

Safety factors/isoues will be evaluated for each
placement on an individual basis to:

1. bDetermine risks to community safaty.

2. Deteriine possible actien/precautions necessary to
ansure commupity safely.

3., Determine feasibility of student participation in a
given instructional setting.

4. Ensura a safe learning experience for all.

Student goals will be identified for each learning
experienca, in writing, as the result of a contipual

opportunity for:

£1



V.

¥I.

1. Input/reviewfcontribution of the Callactive Expert.

2. Doesikle input of other relevant persons,
including: student coaches; genaral education
teachera; adult community service providers; futura
providers of vocational support; casa DARagers;
other special education professlonals, mDanagers
and employees af vocational training sites.

Ongoing objective evaluation of pregreas on atudent
goals in a community based learning environment will
include the opportunity for input from relevant
persans,; possibly including: managers and exployees of
vocational training aites; general aducation
profesgionals; instructional aseistantsa; the student }
and parents (regarding impact of copmunity based
laarning experliences at home}.

Pratestion of a commenity's right to appreopriate
preparation pricr to student placement. ( See Standards
for Student Particlpation in Transition Pregramming, V.A.)

Protection of the community’s right to support as a member
of the sducational process, lncluding:

A.

Regqular cpportunity ta axpress COnNcerns or ideas
concerning the transition program or a2 student’s
placepant /progress.

Continual opportunity to identify additional stodent
goals to assist in improving a studentfs progresa.

Guaranteed staff and materials to maximize potential
for atudent and community Euccessg.

The right to ilpmediate conslderaticon and rasponsa to
any request for termination of a student’s placemant.

Protection of the cammunity’s right to participation as a
mepbar of the educational process, including whara

considersd appropriata:

A.

Reacognition of the relationship batween a student and
those in each laarning environwant, with demonstrated
raspect for thelr possible 1) shared ownership of
student concerns and 2) desire to be included/consilted

in decipiore regarding thelr placement.
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B. Invitation of relevant community members To
Individualized Educational Planning Committee
{I.82.P.C.) meatings and Individualized Transition
Plan (I.T.P.} meetingsa.

£. Invitation of repregentative community penbers to s8rve
on program governing boards and/or committeea.

¥I. A copy of the Standards for Community Partlcipation in
Trangition Programming will be provided each learning
environment.

SUEEALY

This chapter defines the rolee of those involved in a
arident’s educational progran, and protects the rlghts of all
pesple involved in learning environments. In doing £o, The
curriculum System Standards seek ta establish environments
conduclve to learning in the school and the community.
Ensuring the rights of all individuals and applying the
principles presented in Chapters 1 and 2 establishes an
opportunity to develop an effective and responsive educational

PY QY ad.
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Recently many curricula have bean developed for inatruction
in the comsunity. These curricula contain a wealth of
inforpatian, goals, and ohjectiveas which are ralevant and
applicable to sacondary students with disabllities. They are a
valyabla resource with the potential for iwproving instruction
far studente learning in non-eheltered learning environments.

As will be demeonetrated later, they can be incorporated into The
curriculum System, or used simuitanecusly with The Curriculum
System as part of the educatlional program.

commarclal currloplums are written to be applicable to any
atudent, in any community. Conaidering the highly
individualized needs and behaviora of students with autism and
developmental dimabilities, and the epecific learning
environments in each community, commerclal curriculune wAY
require modifications to be effective. For example, few
comtercial curriculums will outline the goals for teaching a
nultiply-impaired student with autism te perform assorted tasks
an an assistant clerk in a hardware store in Duncan, Cklahoma.
2till, that is exactly what is needed for students with
disabilities learning in thelr communities.

considering the goals of commercial curriculums mey be too
general, the evaluaticn of student progress on thosa objectives
may be ineffective, or unreprasentative of actual atudent
progress. If the identified goals are too general, the
evaluation process: 1) wmay meagure a student’s progress only in
terme of the copmsreial cerriculum used, not in terms of the
student’s performanca in his/her communlity and 2) may not
accurately provide the systematic detailed information tha
student, parente, and professionale reguire.

The tollective Evpert’s Curpieylum

The forms, technigues, activities, and pracesses described

in this chapter cutline guidelines for developing an Qbjective
Papk, and a specific and reaponaive curriculum for those “hard

Eo reach" educational cpportunities. Each Callective Expert may
add, pubtract, or revise this, and all, chapters of The
Curriculum System. Underatanding the curriculum, and the
rationale behind the varioces forms and components, should asmist
a Collective Expert in deciding how to personalize it to fit
their program and resources. It's a cerriculum designed to be
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tailored for individual studante, parents, professionals, and
their communities.

thaxacteriptjca of The Objcgctive Bank

Central to The Curriculum Syatam is the Okjectiva Bank.
This collection of objectiveas is devaloped by the pecple who
will use it, and ls continually expanded. In other words the
tbjective Bank reflecta tha saxact needs of atudants, parents,
profesaionale, and placements while continually growing along

with a

program.

An Objective Bank has certain characteristics, including:

a greater investment of time than money, with most
ragources for itsg development currently available in
any echool. '

obiectivea from: other curriculums; geperal aducation
courses and their modified curriculums (Chapter 9); taak
analyges of jobs (Chapter & and this chapter); and
community kased instruction activities.

objectives centributed by studenta, parente,
profeasionals and members of the community in respensa Lo
new goala, behaviors, and opportunities. In this way, an
obiective Bank is continually updated, containing the
exact skills an individual student needs to learn in a
ppecific learning enviremment in the community.

a "student friendly" format, making poesible the
involvemant of many students in the selection of goals
and ebjectives.

objectives written in a format to develop wedified
visualization skills ([Chapter 1, and this chapter).

objective Banks: Where amd How to Start
A ctep by step description of how each of the above

characteriestics are developad and combined to form an Objective
Bank follows.

To gtart an Objective Bank you will need:

1. People

Required: -special educators

=instracticnal assistants.
-an administrator who believes this will werk
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Optlenal: -parenta
=general educators
=sptudents
-pembers of the community
=the Collective Expert
=gpther profeassionals

Many people listed as "¢ptichal®™ ahova will most likaly
contribute later, but are not critical to initially astting up
an Objectlve Bank.

2. Time to invest

Aarain lies the major cost of an objectiva Bank.
Profassionals will need to select cbhjectivas from existing
rasources, completed task analyses, andfor the genaral educaticon
corriculum. These okjectives will naed to be typed, one to a
page, in a special format described in this chapter. In this
way, gtarting an objactive Bank "recycles" existing curriculums
and remsources, cocrdinating, redefining, and updating thalr usa.

3. Equipment and Materjals

Equipment: -computer and woerd processing program
-printer
-threa hole punch

Materlals: ~computer paper
=-larga, three ring notebooks (2-4 1o start)
=lopgeleaf notebook dividers
-existing curriculume and rasources

opticnal: -plastic page covers

Eqlecting and Bankjng Objectives

This vection describes step by atep how te ealect and
organize objactives into an Okjective Bank.

Selecting Objectiven

objective Bank objectives state general stops; they do not
break general stepa of a task down intc severa) smaller
objectivex. For exanple, an objective may read, “student will
warth hands before work,™ instead of eight or more cobjactives
1igting the several amaller steps involved in that procese
(Chapter %).
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To begin an Objective Bank, include objectives which ara
ralevant for your community and your students. Teo do this,
review and select relevant goals and objectives from existing
curriculuma. GSelect obhjectives addressing skille needed hy
atudenta learning in the community, particularly thoas
addraseiny functional, applied acadewics, bahavioral, and soclal
ekills devalspment. {Objactives will naed to be restated in the
first person, "1 will...", and ag deperal, bagic, gteps.)

Look at any praviously completed task analyses from former
vocational training and/or community based placements. Each
geparal step is a pogsible objective. These olrjectives are
likely to ke spacific to a certain learning environment in ths
community, and will therefore be placed in their awn agpction In

an Objective Bank.

A good way to start an Opjective Bank is to =tart by
Focusing on ona area of programming - for example, vocational
training pites, general educaticn placementa, on community baaad
pites. In this chapter, writing and organlzing cbjectiven for
vocational placements will be used aa an exagple, Once famlliar
with using an Objeactive Bank in cone area, the same procegs can
be used to expand to other areas {general aeducation and
mommunity hased instruction, for example}. This will enable
comparison of student progress across different environmenta.

1t ives

Divide one or two neotebooks into categories for salected
cbjectives. Suggested pkill areas may lnolude:

— Arrival

- Social Skills

- {ogmpunrtication Skilla

- Ereak and Lunch Time

- Punctional Acadenlc skills

- One gection for each vocaticnal or general education
placement

- GQUESSWORES

- Creat Habits [(Chapter 10)

Coding and Typing Objectives

chjectives should be written in the first person, usually
raginning with "I will...™, follewing a special format.
Reading the section, “GUESSWORES: Part of Each objective in tha
pank™ in this chapter is recommersied prior to typing and coding
abjectiven.
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Divide and code objactives accerding te tha llst of
categories at the bottowm of the prevlous page. bevelop a coding
system which indicates the category, and asseigns each obiactiva
in that category with a number. For example, the first
cbjactive in the Arrival sectien may be coded Ar-1. To simplify
for atudent use, all objectives in an Objective Bank are
raferred to as goala.

A sample cbjective from an Objective Bank appears below
(Figure #1, Form A)- The emmple cbjective: "I will wear an
apron at work," is coded WG-4, referriny to the fourth okjectlva
{4} in the wilson‘s Grocery (WG) category {sectiecn} of the
Dbjmctive Bank. Use enlarged print, larger than {liustrated 1n
Figure #1, Form A. Pollow each cbjective with two statements:
T %ill do this myselt" and "I will do this with help". (The
rationale for this will be covered later in this chapter.) Type
all shjectives one to a page, using this format (Form A), or
Form B presented later in thiz chapter (Appandix C: Zemple
Opjactive Bank Objectives, Form A and B).

FICURE #1: Objective Bank Objective Format, Fora A.
Type objectives ona to & page.

fenlargad print suggested)

- A e B FF TR AR EEEREETT W h BN NN R RERSSEEEEERERETW R A I B I R R R

I will wear an apron at work.

I will do this by mysalf.

I will de this with halp.

= m s r 4 0 +# 4 % &2 5 3 m = wruan # + 4+ F " = m a2 a n s s s wwrd kA EN Y4 EEE Yoo 4 d 4 I FF1 TS

Divide and place the ochjectives into the appropriate
categories [sections). Placing each ebjective in a protactive
plastic sheet will add to the durability, and allow for hkoth
versions of each objective to be housed back to back: ona side,

Form A, the other, Form H.
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...almost. An Objective Bank is never REALLY finished...

Everyona critical (the Cellective Expart) to a student’s
educational program iz glven the opportunity to select andfor
contribute objectives to tha Obhjective Bank at any time,
definitely with each placement in a new learning environment.

Eceping an objectivg pank "Friend)y®

Tn developling a curriculum for a community and a student,
the goal iz for everyonz t¢ ba able to use it without a
translator. For many students, ae well as for parents, the
vocabulary of cammercial curriculums may not be easily
underetacd. In writing the cblectives for the objective Bank,
select vocabulary which will reach the majority of atudents who
ara able to read., This will ensure most everyone will ba abla
to read and undarstand the intent of ohjectlves.

Thera may be a concern that something is "last® if a
gimplified vocabulary is used throughout a curriculum. Tha wost

obvious question is whether a certain ampunt of accuracy ls
gacrificed in simplifying wocabulary. Having written the flrst
ohjective Bank in professicnal vecabulary, the sama fears wara
held by this author., Experimenting with a simpler vocabulary
and forms guickly dispelled any concerns.

An event 13 an event, a behavior 1z a behavier, a skill
ia a skill. changing the vocahulary ohly changes how we rafer
to the ewvent, behavier, or skill. For example, a atudent is
going to be required to wear an apron whenever he works at a
local hardware stora. The resulting objective in preofeseional
vocabulary might read:

wctudent will wear the apprapriate unifora
when eaployed at tha hardware gtora.?

In eimplified wocabulary, the same osbjective would read:

%] will wear an apron at work."™

A word of caution. The above example ls not typical of
what often happens when vocakulary is simplified. TUsoally, the
simplified versicn will require more words to maintain the
acruracy of the same abjective stated in professicnal terms. A
fow oxtra words and larger print are worth the resulting
opportunities to invelve students in salection of goals, and
gplf=-evaluation (Chapters 5 and 10).
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Ancthar word of cautiosn. Students with wore advanced
exille are likely to ba insulted by a vocabulary if it i= too
simple. In keeping the Dbjective Bank “etudent friendly*, it's
important to use a format for cbjectives which addresaes thair
higher skill level. Therefore, & second version of the Objectiva
Bank writtan in a more difficult vecabulary with standard print
size, and providing an increased challenge may ke developed. A
sanple of this second format (Format B) is illusirated in Figura
2, balow.

PIGDRE #2; Objective Bank ohjective Format, Forzm B
obhjeatives are typed one to & page.

fetandard print or slightly enlarged)

I will wear an apron at work.

I will do this by my=self.

I may need a little halp with

knowing when to put on the apron.

finding the apron.

putting on the aprocn.

tying the apron.

I will need a lat of halp.

I will ask or to help me.

xi 1] + e Ob

In terms of organization, both versions (Format a and B) of
the Objective Bank can be kept in one set of three ring
notabooke. To do this most effectively, purchase plastic ineert
pagas. Use one plastic page for each objective in the Pank.
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Place Format A of a given ebjactive back-to-back with Format B,
and insert intc one plastic page. In thip way an aasy version
of a given cbjective will appaar on one gide of a paga, and a
more dlfficult version of tha same objective will appear on the

other.

The Eyaluation of Stydent Performance Form

Whether a student uses Form A of Form B objectives, all
selected objectives are placed on an Evaluation of student
Performance form {evaluation form) in seguential order. WwWhile
thers are two formats for ohjectives (Form A& and B}, there ia
otly one format usad for evaluation forms. A sapple of
ebjectives listad on (one partion of) an evaluation form is

i1llustrated in Figure #3 on the following page. (The entire
Evaluation of Student Performance form is described in detail in
chapter 4, with a full sample of an Evaluation of Student

Performance form in Appendix D.)
¥eep in mind:
- At this peint, an evaluation form is tentative.

-~ Copies of the tentative form are distributed to members
of the Collective Expert for feedback.

— The gtudent reviews the rantative form, as part of the
follective Expert. He has the opportunity te
select other gbjestives from the Objective Bank, ar add

some of hiz own.

- B final evaluation form is distcibuted to the Collective
Expert which incorporates feedback from the tentative

evalyation form.

— onece the evaluation form ig finalized it ls reviewed,
step by step, with the student.

A MWord abont " ine™ Objective

The m=amples list of seguenced ohjectives in Figure FX, pay
ralse a guestion: Aren't some of the listed objectivas steps in
a routine, not actual goals? Eepecially for more advanced
students, is it necessary to list all the steps of a task, even
thosa the student performs easily as part of a routine?

Evaluation ¢f Student Parforpance forms usually list all
hasic eteps and skills involved in a placamant - those which are
reutine, and those which are goals. The avaluation form will be
used for activitiss which depend on all steps being listed.

Three examples:
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PIGURE #3: Objectives on an Evaluation cof Student Performance
Form. (See Appendix D for a complete form)

(may ba anlarged for individual students)

r 4 b + 5 = 2 5 mEET B d + 4+ " " nm === EE v %+ + %+ + 4+ 4 B 5 ¥ ¥ E F EEE FE R + ¥ " B

GOALS FOR RALPE AT MR.WILSONTS GROCERY

ARRIVAL BY WITH

MYSELF HELF & ¥ F CRI ODQE3

{AR-1) I will say "Hello" to
peapla I work with

I
I
1

{AR=2) If I am lake, I will
t=l]l my bbss why..

- - [ ] - - [ ] [ ] + [ ] L ] + + +

{AR-8) I will hang up my
ool - .

{Ws-4) I will put
on an dApIoM: s rsox

(WE-5) I will ask Mr. Wileen
which job is first.

{AR-9) I will start
working....ee00-0--

FACING SHELVES

{WE-F5-1) I will look for '
mes3y aislee of
grocerias. . carra-ax

1. MAs=aieting studants in "picturing” themselves in a placament

Evaluation forms are used pricor te starting a placemant ko
communicate goals and expectatiens to a student. The stafl
member may sit down and review, step by step, the lieted skillsa,
acking a gtudent to picture himself performing each step. Or,
the student may visit a placement ahead of time, evalpation form
in hand, te “walk through" the required tasks. The writtan
ohiectives provide visual feedback which may assist many
srudents with autizm in understanding what is expected.

Tha more steps listed, the more clear tha expectations are

communicated.
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2. Toa ase asaistance from a student’s pecspective

While reviewing an evaluation form for a placement
{degcrikbed on the previous page), a student i also asked to
make predictions about the assigtance he faels he will need wlth
gach step or skill. This information 1 recorded with a chack
cpposite each objective on the evaluation Form. (Becanse this is
a8 GUESSWORKS activity a check is made at the top of the
evaluation form in the blank following "GUESSWORKS™. Sas
Appendix D; Sample Evaluatlon of Student Performatce Form).
This is kept for latar conpariscon with a student’s actual

performance.

Later, tha student’s predictlons are compared with his
first completed evaluation form for that placement. Experlence
with Jenison High School students with autiem indicates they
often predict they will need more assistance than they actually
do, Thizs activity provides vizual feedback to studants
regarding skille they possassed prior to thea placemant.

3. To evaluate independent/interdependent perforsance

Listinyg all basic steps and skills on an Evaluation of
stpdant Performance form is important when determlning a
gtudent’s independence and interdependence in a given placement.
Evaluatian forms are summarized, rasulting in a percentage of
required skills which are completed by & student without
agaigtance. If ekills are omitted from an evaluation form
hacause the £tudent "already knows” the skill, tha resulting
parcentage indicating skills the student pertorms indepandentiy
will not be accurate. Alse, for evaluation forms and summaries
to remain accurate and comparable across time, 1t is ilmportant
not to delsete mastered skille from an evaluation fornm

[(Chapter 5).

Modirjed ¥isualization [GUESSWORKS) and The ¢hijective Bank

Many components of The Curriculum System provide students
with ongoing opportunities to practice succeseful habits. Aas
the center of The Curriculum fystem, The Objectiva Bank is no
exception. This zecticon focuses on one habit, modified
vigualization - its importance to The Objective Bank and
ultimately to student achievement.

¥igyalization and GURSSWORKS

ae discuszed briefly in Chapter 1, The Curriculum System
mopdifies the skille required in visdalizaion. This iE
apcorpplished through various instructional materials and
techniques., While designed for difrferent compeonents of tha
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curriculum, making each unigue, together these instructional
technigues and materiale are rafarred to as GUESSWORKES. All
have a conmon element: guessing. This saction describes how
coma of these instructional materials and technigques are related

to the Objective Bank.

RES: Part of Fach objective in The Bapk

In developing the Objective Bank, it ls lnportant to
understand why all objectives are written in a gpacirx] format.
Thig format iz illustrated in Figures #1 and #2. GUESSWORES
applies to koth Form A and Form B of the objectives.

Objectives are written in the firset parsen and are stated
simply, with as "concrete" a vocabularcy as possibie. Baginning
with "I will..." each ocbjective is a statement of the desired

sk111 or behavior.

Each okjective in tha Objective Bank ie followed by
gtatements from which the student makes a choice to prediet the
leval of assistance he Will need.

For axample, Form A objectives state;

1 will do this by myeelfl.

I will dc this with help.

Objective Bank objsctives for higher functicning students (Forn
B) stricturs the opportunity for students to indicata in greatar
detail the assistance, if any, they predict they will need with
ecach step of & task (Figure #2}.

This format for writing cbjectiwves:
- pncourages viswalizaticn of each stap of a tasgk.

- encourages vipuallzation of 2 set of steps, once
objectives are placed on an avaluation form {the
nEvajuation of Student Performance" form, this chapter,
and Chapter 5].

- gncouragas students to sstipate their own abllities, and
+m plan for poesible assilstance (zelf-prediction of

pRrformance} .

- is pne of tha first stepe in self-evaluation.

14
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The previous section describes how GUESSWORES is a part of
evary obiective in the Objective Pank. GUESEWORKS also refars
toc a specil category of cbjectives in the Bank. GUEEEWORKE
ohjectives Airectly structure quessing to aseist studants in
1} predicting a witvation with social implications using rota
academic skills, or 2) vecalling past performance to make
increasingly accurate apgeasments of ability and predictlions of

upcoming performance.

Far example, Objective AR=2, in Flgure FI, indjicatas the
gtudent will inforn his boss Iif he is late. For sowe students,
this =kill would be extremely difficult. A special GUESSHORKS
objective designed to assist a student with this skill is shown
in Figure 4. Rote academic skills, and structured guessing
agslet the student in determining iF he is late or early, and 1n
aelacting an apprepriata response before arriving at the

hardware stare.

COESEWORFS, Form One

This first form of CUESSWORKS ohjectives (Form One] has
characteristics which make it unigue. Thege GUESSHORKS
chjectives:

- are coded with nubers from 1 - 199 for purposes of
crganization in the Objective Bank.

~ are comprized of a sequenced set of rote academic and
structured guessing =kills.

- use the rote academic ekills to aseist students in
anticipating and understanding social situations each day

of training.

- reguire students to pre-select a sccial responze based an
an anticipated social situation.

- use the format of other cobjectives in the Objectlve Bank,
reguiring students to predict their performance and any
needed assistance prier to the first day of the
placament.
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The following steps are uped in writing GUESSWORES
chjectives, Form One:

1. Identify predictable social situations

Identify situations with social implications that
predictably cccur 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 being
late for work, iwagine comecne late for work and tha functional

academic skilla thay may use...

Check the time.

Recall how long it takes to get to work.

Determine what time it will be when arriving at work.

- predict if arrival will be early, late, or on time.

.. .which rasult in social predictions:

Thinking, “I‘m going to be late whan I arrive..."

The bocs will also be very awara of the time.

~ What will ke a good thing to say when I walk in late?

Decide if there’s an apelogy required hare. ..

REehearse what to zay upoh entering work.

2. Write the pteps in a simple, logical sequence.

Modify and write the ateps as objectives in a logical
eequence, ending with: a) an chjective or ebiectiver predicting
the upooming social situation; followed by b) a genaral
objective reguiring pre-selection of a responee.

Figure #3, on the following page, illustrates a saomple
GUESSHWORKSE objective, Form oOne.
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FIGORE #4: Sample GUESSWORKS Cbjective, Form Ona.

{standard, or slightly enlarged print}

GOAL GW 1, Forn One.
{obkjective coda}

CUESSWORES SET 1: I will know if T am on time, early, or
late for work.

{GW-1a] I will look at a eclock when I lsave for work.

fGH-1b) I will guess hew leong it will take to get te work.

{GW-1e) I will gueas what time it will be when I get ko work.

(GW=-14) T will guess if T will be early, late, ar on time.

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

(GW-1f] I will guess how ny boss will feel ahout my time
of arrival (the time I got thare.)

(GH-1g) Before I ge in te work, I will declde what T should
eay to my hosse if I am late.

I will do thie by myself.,

I will 4o thi=s with help.

& + + 01 d +# + F " 3 & 8 L & = ®m =5 N m W N * = & kI + +

T aliminate the nead for staff to ask tha stodent the
above gquastions directly, attach an asslgnnent te the front of a
gtudent‘s Evaluation of Student Perforpance form. List the
objectivas az simply stated guestions for the student to answer
in writing. The student completes this assignment juat prier to
leaving for a placemant, or en route. Checking the student’s
apsignment sheet later, staff check the apprapriate blanke on
the evaluation form cpposite the related chjectives on the
evaluation form.
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GUESSWORES, Form Two

The sacond form of GUESSWORKS objectives (Form Two) is
easier to identify and understand. Thesa chjectivas asslst
students in settlng goals for thair performance sach time they
train. In a vocational placement, for axample, thesa objectives
may help a student aet a geoal for thelr work rata, a behavior,
or in writing a more ganeral goal for their next day of
trainipg. One exanpla of a GUESSWORES cbjective, Form Two,

appears in Figure #5.

FICURE #5: Sample GUESSWORKS Cbjective, Foxm Two.
{5tandard or sllghtly enlarged print)

--------------- d ++ 1 %8s m s dwd+sdlF

GW 200, Form two,
{objectiva code)

[GW Z00a} I will remember how fast T worked last
time ( minute time trial}.

{GW 200Dk} I will set a goal for how fast I will
work today minnte time trial).

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

I will do thie by myself.

I will do this with help.

Like Form One, these GUESSWORKS objectivea are defined by
unique characteristics. GUESSWORKS objectives, Form Two!

- are cpded with numbers ranging from 200 - 38§ for
purposes ©f organization in the Objective EBamk.

- are usually comprised of a set of three eub-gkill
objectives.

- regquire a student t¢ racall a specific aspect of
immediate past performance each day of training.

- require a student to set a goal for A spacific
aspect of upcoming performance, based on immedliate
past performance, aacth day of training.
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- require & student to check if the performanca goal is
reached.

- maintaln the basic Format of other cbjectives in the
Objective Bank, requiring studente to make a prediction
about the level of azaistance they will nead.

Writing these chjectives is & little easier than the First
Form of GUESSWORKS objectivea. Follow the cawple in Figure #5

an the preceding pagea.

Thege obiectives are often rastated on evaluation forma.
Students £1l11 in their goals near the top of the form. (See
Appendix D: Sample Evaluation of Student Perforwmance Form.)

Chapter Suemary; Developing a Curricglum for a Placement

The best way to summarize this chapter, is te "pull it all
together”, using a step by step example. This section describes
tha development of a curriculum for a student with autism in a
wocational training site in a grocery store.

Balph at Mr. Wilgon's Grocary

Ralph is a secondary student with autiem. As the result of
decigsionfs) by Ralph’s Collectiva Expert, Ralph 15 to bhe placed
in a new vosational placement at Mr. Wileen‘s Grocery in two

waeka. The following steps are followaed to incorporate tha
goalafexpactations of everyone in developing a curriculum for

Ralph*e upcoming placement:

1. The teacher trains first, writing objectiven

Tha transition teachepr cowplates a task analysis by
performing the targeted job [Chapter 9) and recarding ALL the
bacic steps required, in seaguence. Ralph already knows he needs
to get a broom before sweeping, making that skill not an actual
goal for Ralph, but more a step in a routine. S$till, all the
bagic steps of Ralph's job are recorded in sequence, and all
will eventually be included as objactives on Ralph's evaluation

form.

2. The teacher uses Ralph's "student friandly™ format

Becausa Ralph has a [irst te sacond grade reading level,
the steps of the task analyses are written as Form A objectives.
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1. The objectives are coded, apd "banked®

Each cbjective is numbered, and placed ln a new saction of
The Objective Bank, titled, Mr. wWilson's Grocery. oOnly
objactives resulting from the task anelyses of job skllls uwnigue
to Mr. Wilson's Grocery, are placed in the section with that
titlm.

Eince Ralph is to ba performing several tasks, i.a.

sweeping, facing shelves, pricing, and bagging, each task
analyses is coded separately, listing the training site fivst:

W3 = 5W 1 (Mr. Wilson's Groocary, Sweaplng, Step Onej.

Other objectives identified by the teacher as ipportant hut
falling into a general skill area, for example, social skills,
ara written and codad and placed in the Social skills sectlaon of
tha Objective Bank.

Hota: Objectives naver identify a student by nama, for
sxample ag in "Ralph will etay away from tha furnace at Mr.
wilacn’s grocery.® Regardless of whether an objective 1s "Ralph
ppecific”, and may hever apply to another student, objactives
are stated as, "I will..." Aand never ipdicata proper names.

4. The Collective Expert i involved.

At the eams time, the ¢ollective Expert is invited to
identify goals for the placement. Mr. Wilson is also lnvited to
identify ekills he feels will be of importance in hile grocery.
Mr. Wileon ie ghown an avaluation sheet from another placement
as a sample of what will ba developed for Ralph's placement in
his stora, and informed that any objectives he has for inclusion
on a similar evaluation sheat for Ralph are welcomed.

5. 4Other objectives are selected from the Bank.

The teacher lockes through other sections of tha Objective
Bank (Arrival, Social, Break Time, GUESSWORKS, ate.).

additional skills that are important to Ralph’s job are
selected. The number of aach objective is written down a3 a

refearence to use when gplacing all the selected objectives in
sequence of cocurrence on the evaluation form.

some ekills Ralph neads to work <n may not ke listed in the
general skill areas of Tha Objective Pank. These chjectives are
written, coded, and placed in The Objective Bank in the
appropriate zection.
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6. Objectives are placed on a tentative evaluation fors

211 cblectives are placed, with their code numbera, on an
Evaluation of Student Parformance form. 5kills are placed in
geguentia order, together providing a step by step descripticn
of routine steps and goals for Ralph at Mr. Wilson‘s grocery.

7. Tha student is involved in the process

In a support mession, the tentative draft of tThe avaluation
fori is reviewsd with Ralph. Ralph is invited to look through
the goals in the "Bank". He may select, or expresa, other goals
he would like to werk on. Any chjectives Halph eXpresses
nimeelf are eoded and placed in The Ohjective Bank. These goals
are added to Ralph’s evaluation form.

8. Tentative forme are distributed.

Ccopies of the tentative evaluation form are distributed to
each mewbar of Ralph's Collective Expert for thelr responses and
input. A final copy of the evaluation form incorporating
concernt, additions, andfor responses to the rough draft le
completed, and again distributed (APFENDIX b: Sample Evaluation
of Student Performance Formj.

9. Ralph predicte his own performance...

Prior to the beginning of Ralph’s placepent, a stall persen
reviews Ralph'e evaluatien form with him to complete ona
GUESSWORKS activity. Depending on the length of the evaluation
form, this may be accomplished in one, or a foew short gesslons.
Each objective is read aloud, and Ralph is asked to gqueEss if he
thinke he will perform the objective with help, or by himself.
Ralph’s predictions are recorded with a check in tha appropriata
column.  ‘This assists Ralph in vistallzing his flrst day at
work, and in making predictiens abeut his pericrmance.

109. ..and later compares it to actual performanca.

Ralph’s pradictions will be cempared to his actual
performance once he begins his placement apd ancthar evaluation
form is completed by his coach. In this way, aftar saveral
placements, Ralph may gain & more accurate and fenctional
understanding of his awn ability.
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A curriculum shoonld srable prefessisnals, parents and
gtudents to “coppare apples to crangss and Kkeap them from
apalling"”. That ia, it should be poseible to compare progress
on similar skills practiced in different learniny environmentsa.
Also, it should be possikle to monitor retention of skills
acroes time. For example, if a studant with autism 1s
conasistently yreeting students in a general education placement,
biit raquires considerabls prompting to perform the same skill in
a vocational setting, the discrepancy in perfermance may hold
impartant information. One system of evaluation can provide
that informatien, whereas using different methods of evaluation
tor each learnihg enviromment may leave the difference in
student performance undetected. To keep skills from “spoiling",
perlodic review is essential, The result ehould be an
svalpation system that will potentially give a coheslive, broad,
and inter-related picture of a student’s sducational program.

The Evaluaticn Systen is compriged of forms, processes, and
instructional techniques which can ba used as guidelines by Tha
callective Expert in achieving this type of evaluation for sach

student.

The Evaluation System iz best defined through an
understanditg of its basic charactaristics. The Evaluation
System is that part of The Curriculup Systew which:

- makes it useful in a variety of environments. The
Evaluation System enables teachere to use one curricuelum
and avaluation system to accurately measure and compare
student achievement across several educational
envirvonments.

- pyatematically keeps The Collective Expert informed. The
Evaluation System updates student=, parents, and
profeseionals on student progress within each skill

arsa ag often as is necepsary.

~ involves students in systematic self-evaluwation threugh
use of student-friendly forms, regularly schedoeled support
segsiong andfor a support class, and instructicnal
technigues designed to help stadents understand and use
evaluation feedback.
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- peazures a variety of inter-ralated ekills similtaneously.
The Evaluation System measuces csommunication, wvocatlicnal,
academic, social, adaptive, functional, and visualization
ckills., It algoc measuras acquizition of successful habits.

- providen a systematic method to raview pricrity skilla
across time. The Evaluation Syatem ensures taaching a
variety of skills, as wall as measuring thelr retention and
generalization across time. T transition programming,
knowing what a student can do in vocational training sitee
is ifmportant. Ju=t as important is knowing how long it
will take tha student to reach that performance agaln after
an extendad abgencea.

All evaluation forms use "student friendly" vecabulary and
print =size. In most cases, Form A print and vocabulary is
needed to make an evaluation form "student friendly". A more
advanced vocabulary and smaller print eize is used for
placements lnvolving higher fupctiening students (Chapter 4).

AN o of Lons & [a =)

objectivas are listed on an evaluation form according to
the general seguence of occurrenca in & placemant, often within
Objective Bank categories. For example, GUESSWORKE or Arrival
objectives are often listed first, in the approximate order thay
will occur [Appendix D: Sample Evaluation of Student Performance

Form) -

The First Page of The Ewajuation Form

cenaral Placament Information

The Firet page is divided hy a solid horizental line near
tha tep of the page. Above this lipe is general placament
iptermation. This information can be either typed in, or for
practice in completing forms, a student can £ill in this
information prior to each day of training.

Magt of the raguested informetion in this area is self-
explanatory: Student, Flacement, coach, the Day and Date.
other items deserve a little explanatien, and they are listed
and described in this section. Throughout this section
describing placement information, refer to Figure fé.
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FIGURE #6: The Evaluation Form: General Placament Information

Student: : Tima Slot:
Flacement: . hetivity:
Coach: .
check the appropriate boxes: . Date Reviawed:
GUESSWORES B.LINE INTERIM EXIT .

. (Student}
Obgervation: LIVE VIDECTAPED .

. {Parent)
Freg. of Summaries: .
Criteria: See criteria ceolumn (CRI) . Today is:

All 100% independent - Date; f !

G. WORES B.LINE INTERTHM EXIT

a check in the appropriate space lndicates at what point in
a placement the obsarvation was recorded. A chack in tha blank
foellowing "G.WORKS" Indicates the form was used for the
CUESSWORKS activity whieh occurs prier te the placement. (See
chapter 4, the section "Medified Vigualization and The objactive
Bark."}) "B.LINE" iz an abbreviation for rianaline”. A chack in
the following blank indicates this ie one of the firset four
evaluation sheets complated for this placement. "Exit" refera
to each of the last four evaluation sheets for a placement, with
WInterim® referring to anything batween the end of baseline, and

the beginning of exlting data.
db=zervation: LIVE YIDECTAPED

A aheck in the appropriate space indicates the type of
avaluation — was 1t completed live, or by raview of = vidacstapa?
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Frequency of Swomaries:

In thiz blank, the frequency with which infarmation is te
ha summarized is indicated. Frequency should indicate a
ppocified number of days of trajning (conce evary eight days of
training}, not a spacified length of time (for exampla, once a
month) . HKeep the schedule of reporting conslstent per numnber ofF
days of training (for example: every aight dayes of training).
This will keep the reporting schedule consistent, and summary
information accurata, despite abeences and wvacations.

Critaria: See criteria column (CRI}
A1l 100% ipndependent

A check in the first klank rafers te the criteria eolumn,
wheras the criteria for each chjective may he listed. For
exapple, if the goal is for a student to perfornm a skill with
just one verbal prempt, "1VY 1s recorded in the criteria column
in the blank opposite the objactive listed on the avaluation
form. & check in the lower blank indicates the goal is for the
student to bacome 100% independent on all skills. (For mors
informaticn, see the description of the criteria column, “CRT, ™

an page 4£8.)

Tiwe Slot:

performance on objectives which are repetitive, or which
secur in a placement for a long pericd of time pay ba racorded
only for a stated amount of time, For exampla, performanZé on
the skills invelved in a repatitive wvocaticnal task may not be
racorded for the entire training session, instead enly for a ten
to twenty mimute period of time. Hake sura the length of tha
time pample is consistent each day of training, whila the exact
starting and ending times may vary. This same tima elot may ba
uemd to take a time trial to determine & student’s spasd on A
particular task.

Activity:

The specific activity a student is engaged in at the time
of evaluation is an important facter, and it can vary Itom one
abservation to the next. Thie is especilally true in genarai
cducation, where indicating the exact activity ooccurring during
the evaluation can explain why information on some objectives
canngt be recorded. In vocational training gitems this can also
be impertant. For example, if & student always sorte cans at a
grocery store, it is important to note that the student was
agked to perform a different activity when the can crushar was
inoperabla.
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Date Raviewed:

(Studerrt)

Date Summarized

(Parent)

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 evaluation form ie
yoavieawed with a student in & support eeassion or support class is
noted on the line above Ps5tudent”. The date information is
summarized and sent to the parvants/Collective EBxpert ia noted cn

the line abova "Parent".

Becording Student Performancs

The vast majerity of each evaluation form is devoted to
recording student performance on selected objectives. This
informatian ie usually recorded by professional staff and used
by almost everycne directly invelved with the placement. Each
form 1e divided by a vertical detted line. The form is foldsd
aleng the dotted line when working with a student con a
gelf-avaluation exercise, eo only the left slde is wisible.

Beginning under the horizontal line near the top of the firet

paga of the form, a description of this part of the evaluation
form follows. FRafer to Figure #7 throughout this sectlion.

FICURE §7: Racording Student Parformanca
{t'se enlarged print for some students)

{GW 200a}) Laskt time I faced aisles in minutes,

{GW 200c) Today I will face aiglea in minutes,

OTHER GOALS FOR RALFH AT HR. WILSOH'E GROCERY

BY WITH .
GUESSWORES MYZELF HELP . G ¥ F CRI OQPS
fGW 1a) Look at clock befors .
leaving.rveaemnnn . -
{GW 1b) Sumss how long it will ‘
take to geat to work.. -

{GW lc} Guess what time it will
be wheti you arrive... -

----------



Acroapn the Center

i 2008) Last time T faced aigles in minutes.

{CW 200Dc) Today I will face aigles Iin minutas.

This epace im provided on every avaluation form so students
may record one goal ralated to thelr training., If posaible,
have a student reviasw the previous goal, neting whether it was
achieved, before making the current geal. Goals can focus on
any skill or behavior. BRecord a student’s goals on a Student
‘selected Coals form (Appendix E: Student Salected Goals}.

The Laft Hide

Ligted aleng the far left szide of the paga in parentheses
ara the coda numbers for aach objective, followed by objactives
frem The Objective Bank. Thesa objectives are previously
selectad/reviewed for each student placement by The Collectiva
Expert, and placed ¢n a blank form on computer gonftuare.
obiectives may be stated more briefly on the evaluation form to
BaAvE EDACE.

BY WITH
MYSELF  HELP

To the immediate left of the dotted lina are two columha,
ona titled "BY MYSELF" and the other "WITH HELP'". The general
assistance given to a student for each cbjective Is recorded in
aone of these two columns.

& check in the "BY MYSELF" columpn jindicates the atudent
completed the objective without any intepvention, including
glancec andfor other subtle cues. The student performed the

tagk indepandently.

A check in the "WITH HELP" column indicates tha student
received assistance of sowe kind to complete the oblective
sorrectly. A check in this ¢olumn indicates there is additional
information regarding the type of aesistance involved {recorded
to tha right of the dotted line).

The Right sida

L) ¥ F

Tha area to the right of the dotted line contains detailed
jnformation recorded and used post often by professicnal staff.
Thare are four cclumnsg, labeled "G" (Gesture), "V© (Varbal), and
npn physicall, indicating the type of prompt used.
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one vertical line records each prompt in the appropriate
colupn. For example, if two verbal prowmpts ara required to
assigt a gtudent in performing a skill, a single line ia placad
on the blank to record sach prampt, or “//", in the "V column
opposite tha objective. 2 "y 7" is also placed in the "WITH
HELP™ column, ko the leaft of the dotted line.

CRI

Thiz column is used most often with students whe are more
gevaraly impaired. who may reguire greater assistance and nead
higher levels of prompting. For these studenta, a goal
indicating a certain level of prompting feor specified objectives
ig estahlished. Thie wmakes ahjectives realistic for a student,
and goal prompting criteria may be revised periodically to
raflect student progress.

Te do this, baselina information {first four days of
tralning) ig recorded. A raasonable geal for decreasing tha
basaline prompting is deternmined, and reacorded on one of the
student’s blarnk evaluaticen forme in tha "CRIV (criteria) column
cppoeite the ebjective. Several copies of this form are made
and uped for the placement until many o¢f tha "CRITERIA" goals
for sach objective are achleved, at which point new griteria arae
gat. Copies of the ravized evaluation formg are wade with tha
new lowar lavels of prompting ecriteria listed.

For example, baseline information indicates a studant
requirea an average of 2 physical prompte and 2 gestures to
perferm a given atep of a task. It iz determined that a
raascnable goal is te decrease the reguired prompting to 2
gegturea. ©On a blank Evaluatlon of Student Performance form
already developed for the student, "2G" ia written in the "CRI
column cpposite the objective. Similar decreasse in prompting
ara dotarmined for other cbjectives hazed on basaline

information.

several copiee of this evaluaticen form, with the criterla
goaly for prompting listed opposite the chiectives are made and
used to record data in the placement. IXIn this way, the goal for
tha deaired level of prompting can immediately be compared with
a student’s actual performance on the cbjective on any given
day. &S a student progresses, evaluation forme with the
student s new revised criteria lavels are perleodically updatad

for the placement.
QaPps
on the far right of the page i a final colunn for
recording QOPS data. The title "o0OPS"Y ie not an acronyw,
instead referring to an exciamation people use when they have

made a misztake, OOPS ie GUESSWORKS for the severely impalred,

a3

-



providing & pericd of time for a student te 1) recall what
usually ocours or ls expacted and 2) hegin that activity
indepandently.

Tha geal of (OPS as an instructional tachnique is teo
decreass prompt dependence. A carefully implemented educatlonal
interventicn, DOBS uses time and the cessatiocn of prompting as a
naturally occurring cue. OUPS data is recorded in minutes and
egconds (5:30) opposite the targeted chjective.

0oFS ehould be used salectively. To target a skill that
may improve with an 0OPS interventien, begin by reviewing
apvarzl completed evaluation forms from a student’s placement.
Look for skills that 1) should be showing a decline in reguired
prompting lavels, but ara not, and 2) a studant is physically
capable of initiating and performing independently. Target no
more than two chjectives for QOPS intarventions at a tims.

on the next day of training, remain silent and cease all
prompting when the student iz to perform the targeted skill.
Ising a stopwatch, select a specifie point in time to bagin
timing. ERecord the amount <f time that pasgses belora the
student initjates the skill independantly. Using tha same
procedure on subsaguent days, racord the time each day of
training. The time reguired for the atudent to initiate the
desired skill should gradually decreace over several days of
training. When these times are charted, they will resemhle an
inverse learning curve if the OOPS intervention is successful.

prior to implementing COPS, select a maximum time to walt
for a gkill to be performed without providing the preaviously
needed prompting. Seven to eight minutes may be needed the
firgt coupla of days. Consider the ilndividual student and
gamtors surrounding the placement in determining a reasonable
maximum time te allow for a student to initiate a targeted

ekill.

The Last Page of an Evaluation Form

Each evaluation form closes with a gpecial section,
sonpmants About Today’s Traiping." It reguires the staff and
atudent to make a brief statement congerhing the day’'s work, and
to share any specific incidents or iesues. Also, shoold other
relevant individuals fmanager, other employees, general
gducation teacher and/er students) comment in referance to a
student’s performance or placament, there ip space to record

that infoarmation. Thi=z section:

- mncourages immediate self-evalvation by the student {and
oftean will guickly make staff aware of a change in
student attitude before it becomes apparent in the
placemant) ;
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- ralays Information to the transition teacher immediataly;

- and keaps a reccrd of the comments of members of the
community.

Xegping Evarvone Informed

Keeping the Collective Expert informed of a student’s
pregrese on & yegular basis is important. Accurate and relavant
information is needed in making declsicns concerning curtent and
Futura placements and the direction of a student’s educatlonal
program. Also, having an objective pictorse of a2 student’s
performance in a given learning environgent helpa to guantify
progress that otherwise may be difficult to document or share
with others.

A critical part of The Evaluation System is the summarizing
of data from tha evaluatlen forms, and the distribotion of that
jnformation toe the Collective Expert at regular intervals.
Regardless of the summary schedule, always use the latast four
completed evaluation forms for a summary report. To report this
intormation, a Summary of Student Performance form {aummaxy
Form) is uged.

For this sntire section, rafar to Figure #3: Sample
Summary of Student Performance Feorm, Top Section.

FIGURE B: Sample Suamary of Student Performance Form,
Top Section

A P F P EmE . r ok F FFEF YN A EEEEETE O L L L L 'FENEEINETENEEN N

THE CORRICULOM SYSTEN: Summary of Student Periormance

Etudent: Coach:

Flacement: Day (=] = Tima:

Check one; Bagaline:  Tnterim:  Exit;__ skill Tracking:
Dates of Summatrized Fvaluvation Forms: . ’ '
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5light Variationa May Bae Slight Variationsa

& word of cautien: the evalustion and summary forms are
senajitive. £Slight variations of & few percentaga points can for
the most part be disregarded unless over time they form a
general increasa or decrease in performance. Look for
marked increages or decreases, o long term trends, when
evaluating information from evaluation and summary forms.

Supmary Forme: Starting at the Top

The information regquasted at the top of the page s
baplcally Belf-explanatory: Student, Coach, Date of Summary.,
Placement, and Days/Hours of Placement. Other areas of
reguested information need further explanation, and are listed

] ow.
The Summary of Student Performance Form is used ta rapork

four kinds of information: 1. Pagelina Parformance; z. Intarim
Per formance: 3. Exiting Performance; and 4. Skill Tracking.

Baeenline

A chack " #f" in this blank indicates the summary is
reporting baseline performance. After the first four days of
data collection fusually the second through the fifth days of
training), data is summarized and distributed. Thie forms
baseline information, against which later information will be

compared .

Interim

A check ff“ in this Bblapk indicates cne of several
interip performance reports. Interim information regarding a
student’s parformance is summarized and distributed at regular
intervalas agreaable to all penmbers of the Collective Expart.
Information can be summarized after avery 4, &, or & days of
training during a placement. Less than 4 may be too time
consuming for staff, over 8 may leave parents feeling "out of
touch". The schedule of reporting ls largely influenced by tha
frequency of training in a given placement. Whatever the
achadule of reporting, summarize cnly the last four days of
training.
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Exiting

A check "'J * jn this blank indicates the summary repart of
a student’s final performance in a placement. At the completion
of a placemant, the lat fouor avaluation forms are aummarized.

8kill Tracking

A check ° J#" ip this blank Indicates 5kill Tracking
inforwation is reported. This information ia reported on raview
vocatlional or community based learning placepents, and alsa
review [(repeat) placements in general education., (Sea "skill
Tracking” in this chapter for further information.)

Dateg of Summarized Eval. Forms: r ' .

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

Summary of Studant Performance Forms: Tha Middle Section

The middle section of the summary form is a chart used to
report information summarizing a set number of evaluation Lorms,
usually four. The headings of the chart are briefly deacribed
balow. Reter to Figure #%: Sampla Summary Form: The Middla
Saction when reading this section.

Skill Areas

Tha basic skill areas are listed down tha left aide
of the summary sheet. Each gkill area cérresponds te the
identical skill area on tha Evaleation of Studant Performance

form developed for the placemsnt.

# Obj

The numker in this blank indicatee the total number of
ckjectives in a given skill area times the number of
opportunities to perferm each one. Explained differently, this
is the product of the number of objectives listed in a given
gkill araa on the avaluaticn Forwm, times the numbar of
avaluation formg being summarized. For exampla, 1f there are
fiva arrival skills listed en the evaluaticn form, and four
avaluation forme are baing summarized, the nuwbar in this blank

would ba (4 X 5 = 20 ) twenty.
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FIGSURE #5: Saaple Summary of Student Performance Form:
Tha Middle Ssction

(Print may ba enlarged for gonse stedeanta)

m bk + 4 d #F 5 B & B & F N EEF NIRRT + s d 41+ 4+ + FPFPF " " R a2 E S E G FTER # w u & B 4010 +F011 7+

Skill Fobn) FAy Myself §FBy Hyself 3ITnd tPraviously
Araas 1=t Guessz Indeperndent
Arrival...... . . . .
GUESSWORES. . . r - . -

SKILL {SPECIFY)

SOCIAL. .- . -s . . . .
COMMUNICATION . . . .
TELLING TIME. ' - . .
BREARK TIME... . - . .
COIN MACHINES . . . -
SAFETY....... . . , .

OTHER (SPECIFY)

TﬂTALI-I-ii-i-l‘" L + - -

# By Myself:
My First Guess

The number in this column will remaln consistent throughout
a placewent, &g it is the total number of objectives in that
section tha student predicted would be parformed without
agsiotanpce {Chapter 4).

# By Myselfl
The nuaober in thils column indicates the pumiber of

chjectives cowpleted lndependently in the sklill area Juring
the pericd of time summarized. To determine this number,
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count tha number of checks placed in the "By Myself" column in
each skill area, on each of the four evaluation forms being

summarized, Add these four totales.

¥ Indeperkient

Thig number represents the percentage of objectives in a
gilven skill area conpleted independently dering the peried of
timm baing summarized. This number is determinad by dividing
the pumber in the *# By Myself" column, by the number in the
"# Obj" column., Tharefore:

# By Myzelf
& O0b) = % Independent

$ Previonaly Independent

The number in this coluemn iz the "% Independent" number
from the previous summary. Thls provides a comparlsen with
previous verformance, making everyosne immediately aware if a
atudent s performance is impreving, declining, or levaling off.
All thren indications are important, especially in unpaid
vocational experiences where a student’s continued learning must
ke docupented, as thase placements pust be terminated if a
student’s performance levels aff for a pericd of time. (This
column is left blank on baseline summary forme] .

Total

The "Total" columns provide an objective loock at a
gtudant s overall independence within a given vocatlonal
placement during the summary period. Ceolumns are each totaled
vertically, with the percentage datermined as described above.

The Sumsary of Student Performance Form: The Comments Section

The reverege side pf each summary form reguires tha student,
coach, and transiticn teacher te make cemments describing the
placement over the summary peried. A secticn iz reserved for
each to respond. Students complete their “Comments® gaction in
a support session, after reviewing summary data (Chapter 12).

Distribution of Summary Reports

Prior te the beginning of each studant placement, the
Collective Expert determines who should receive summary reports.
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Providing felf-gvaluation Opportunitias

The rationale underlying student self-svaluation 1a that
the moat effactive way for students ta understand it is through
structured opportunities to practice self-evaluation skille in
refarence to real experiences. Self-evaluation provides
students with the cpportunity to identlfy their cwn solutiona to
proklems, and use their own ideas to improve their performance.
considering students with severe developmental dizakilities,
such cpportunities must be structured, and the corriculum must
allow for repeated practice.

Student solutions to weaknesses in their performance ara
often simpler and more effective than soluticns detarmined by
professionals or parants. In fact, it was an incldant with a
gtudent which initiatad tha develecpment of self-evaluation as an
integqrated componant af The Curriculum System. That incident is
descriked in the follawing section.

Start - ion

A otudent with autism training in a large factory on a fine
motor assembly task had difficelty staying "on task". His work
was frequently interrupted by his need to contlnuwally check his
watrch vhen parforming this task. Tha transition tsacher recocrded
rap task" and "off task" data on the student’s performance at

the aite.

Th&.infurmatiun indfcated the student was "off task"™,
checking his watch a majerity of tha time. This information was
shared with the student’s skill coach.

The transzition teacher and coach shared the “on and off
task® chart with the student. He became concerned by the “off"
task checks, and asked what he was dolpg at those times lnstead
of working. He was told he was checking his watch when each
"offY check was recordad.

The student wanted to be "on" task., He decided ha would
take his watch off apnd place it within his easy view at his work
station. This, he felt, would let him chack the time without
needing to etep to turn his wrist t¢ chesk tha tima.

The teacher and the £kill coach agreed, but hoth feared
tha plan would not work. The plan would still alleow the student
to eontinually check the time, and glancing at a watch placed on
the table world take tha etuedentrs eyes off his work. The
etudent’s plan also left open the potential for the watch to be
forgotten at the plant.
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The teachar and coach couldn’t have been more wrong. The
etudent independently, without any reminders, implemented his
new plan to iwprove his performance. The student’a
perforpance rate was uninterrupted by hie glances to chack tha
time. He naver forgot his watch at the plant, and promptly put
it back on his wrist at the cloaa of each day’s training.

To tha final day of the placemant, tha plan worked. It was
the studentre intervention; ke thought of it, he owned it, and
he made it work.

What is even more interesting is the teacher's solutlon teo
the problem. She had written a plan, and had it with her at the
original meeting with the coach and the student. It was very
complex when compared with the stuedent’s solution to his off
taak behavier. The teachers’s plan would have invalved
implementation and monitoring by the coach, gradual fading of
proppts toward a desired goal, etc.. In comparlson, the
gtudent s plan was more legical, wore direct, and far mora

effective.

Standapds for Student Self-Fvaluation

student self-evaluation opportenities in The Curriculum
System are defined by the following standards. &4 studeni’s
evaluation of his own performance should:

1. .- .DCCUr oR A regular basis.

Self-avaluation oppertunities should be a scheduled part of
tha educational program and routine. Saelf-evaluation activitias
pay be completed with a group of studente and individuwally
{Chaptar 12).

2- v -.include a previous stixlent underetanding of evaluation
proceduras in general.

It i3 critical for stodente to understand evaluation
proceduras, and their role in the entire process. This can be
demonstrated and completed through a variety of activitiles.

{Chapters 4, 5, & 10}.
I ..-.1%& materials the student can understand.
Evaluation forms are designed to enable student

involvement. &all use “student friendly® vocabulary, and
anlarged print when necessary.

5a
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4. - --Bncourage and use reasonable student eclutions to
jmprove stodent performpance.

When a kehavier is a probklem, or stwdent perfarmance
is not progressing, the student is involved in tha firat
oppartunity to solva the problem. By sharing information
regularly and using a visual review of evaluation sheets,
gstudenta are often motivated to improve their own "data®.
Students may becoma highly motivated to get as many checks in

the "By Myself" column as possible.

5. +vsinvolve practice in evaluating performance izmediately,
ard latey in a support session or a support classe.

studants should minimally have contact with sach evaluatien
zhast at the end of each training at each placement, and again a
faw days later in a suppert session cr class. The proceszs
encourages immediate self-svaluation, and provides a gulde for
acourate recall and szelf-avaluation later. By using the came
forn in two environments, a tie between the two is eatablighed.
The process focuses on helping stodeants picture past
performanca, and encourages practice picturing an improwved
future performance the next time.,

Evaluating Inter-RBelated Skills

As covered aarlier, The Evaluation System can mesagure
Ekills across a wide variety of enpvironmente because it nses tha
sane evaluation process. Thie allows cowparison of student
performance on similar =kills applied and practicad in different

anvirocnments.

Objectives in the Objective Bank, and in The Evaluation
System are separated by categories for purposes of organization.
It iz important to keep in mind objectives are not separatas
skille in reality. 1In fact, just the oppoesite - skills are
highly inter-related and inter-dependent., Therafore, evaluatlon
of akill acguisition should invelve responding to information
regarding strengths and weaknesses in specific areas by looking

at all ekills, in all areas.

As parents and professionals, we paturally tend to invest a
tremendous amount of energy and concern inte a student’s sudden
decline in performance. A decreagse in almost anything graba our
attention, while continued progress 1z met with a sigh of
relief. Look at progress as a "wake up call™... l.a., "¥hy ls
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this progress occarurring?® At the very least, always give
progress the same undividad attention given failure.

The Factors resulting in success for students with
developmental disabilities, especially aotism, are highly
individuwal. These twe paragraphs are a reminder to use the same
techniques (listed below) for responding to a dedline in
performance, to respond to an increase in performance. The
resulting infermation is every bit as valuwable in making current
and futnrsa decisiona. Alwaye be exceptionally ocourious about
EHACINEE

to 5t ne_in o cB

For purposes af accurate evaluation and problewm solving,
when ekille in one area decline or are not progressing,
identifying why is critical. The aclutjcn to a decline in
social gkills, for axample, may lie in focusing on viszwalization
or functional acadenic skills - instead of directing all
attention at somial skills. The Evaluation System can asslet in
identifying why skille are not progressing {(or why they are
progreesing) by uzing a few simple technigues.

Aek tha Student

Admittedly, asking a student with deavelopmental
dieabilitiez why certain ekills are not progressing may not
bring an accurate answer. Regardlese, if a student has
demonstrated even minimal ability to understand the basics of a
self-evaluation process, he may well hold a splution to his own
difficulty IF you can compunicAta your concern in a way he can
understand. Student solutions ara always worth the first try.

coneidering the inter-relatednass of skills, a declina in
one area may be indicative of progrece or decline in another. A
gtudent may well bha aware of factors making performance in a
given area difficult. Asking a student why hefs having
Aifficulty in one area, or observing a student closaly, may
prove surprising and enlightening. Consider this example:

A savarely mentally impalred, largely non-varbal
gtudent with autism was placed in & vocational placement in a
large factory. Copparing current to pPrevious summary reports, a
definite deciline was noticed in his indepandence in the araa of
safety skills. The safety skills showing a sudden decline in
independence ware those reguired in walking to and from the work

£tation amidst the threat of moving hi-lows.
Because the student was lower functieoning, much of his

compunication to staff was dependent on their cheervations of
him. ©One factor which had been noted during this same
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syalyation pericd was that a mew student had hegun work in this
factory. The two students worked separataly, but entered and
left the facstery together undar the supervision of the coach.

The sevaeraly impaired student had demonstirated real concern
for the new student, watching out for her az they entered and
left the factoary. His awarepses of the threat of hi-lows ta har
demonstrated a geneine social awareness and generalization of
conseguences - i-e&., he realized the same dangere which applied
ta him, applied to her as well. Still, the data indicated a
decline in his independence in the area of his own safety

ekillg.

The decline in performance in safety szkills was isolated,
that is, there were not similar declines in other areas of
performance. By guickly focusing on the exact skills showing a
dacline and changes that may have affected performance, 1t was
reassuring te discever an increase in social awarsness was the
most probable cause far the student’s decline in safety skills.

Understanding what is affecting performance involves
looking bayond the specific skills listed on the evaluation
form, to the stuydent first, for insights into hiz behavioar. As
in this example, it is impeortant to note &N izplated decline in
one skill area wmay ke influenced by facteors not recorded on the

evaluation form.

OK, Waen Asking the Student Doesn’t Work...

aften a student may Be unable to identify the reasons for
his pregress, or decline in performance. In these cases thare
are basically three places te look for answers: 1] the
informal observations of hie coach or others involved with a
placement; 2) other skill areas within a placement; and/ or
1) the game skills in a different placement.

With the first option keing fairly self-explanatory, a
brief discuasion af the remaining two follows.

Lock to Dther Skill Areas Rithin a Placement

4 decline im performance may bhe related to other increases
or decraases in performance in other skill areas. Look at the
whole picture to gain clues. The clues can lead to more
specific guestiona to ask the student, coach, or pther
individuales to pinpoint factors most likely coptributing te a
student's performance. Keep In mind a decrsase in performance
on one summary may ba temporary and rectify itzelf ky the next
zummary, though identifying the reason for the declins may
provide valuable informatian. )
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Look at the Zape Skillzs in pifferent Enviromments

Instruction of identical skills in diffarent envirocnmente
egtablishes a different relationship within a skill - the
gtudent s ability teo generallze the acgqulgition of the sXKill
from one anviromment to apnothear. Looking at a stwdent’s
acquigition of identlcal skills in different envirommenta nay
result in insights into factors affecting a student’s immedlats

and future performanca.

If a specific skill is progressing in one enviromment,
and not ancther, identifying the factoers contributing to the
firgt puccess may provide ideas for iwproving parformance on the
game skill in the second environment. Logically, an identical
skill in different environwants should progress at a similar
rate. Raalistically, this is not always the case., Having a
system te compare skill acguisition acrose environments,
professiconals and parents are hetter equipped to understand a
student and the factors influencing his successes and failuras.

Studept Curricylum Systes Notebooks

To keep things organized and ready anytime, information is
kept in student Currjcylum System Notebooks. Each student has a
three ring notebook which centaine sections (identified by
notebook dividers] for the following information:

1} I1EPCs, Transition Plans, Reports, Contracte with
vocational Training Sites: Keep a copy of the
latact IEPC and transition plan. Alse, flle copies of
any vocational evaluatien resolts and/or reports.

Z) MNotes: FKeep capies of all correspandence to the
tollective Expert, businecses, parents, general
educaticn staff, etec,, regarding the stuent.

3] Original Data Sheets: Keap one copy of all Evaluation
of Studant Performance forme developed for a studentfa

placements and educarional programming.

4) Completed Data Sheets: Keep complated data sheets in
sectione divided for each placement until they ara
summarized. Evaluation sheets contain important
detailed information, S0 they may be stored in ancther
place opnce they are summarized for reference
{recommended time te keep cowpleted evaluation forms -

One year).

il



%) Summaries: EKeep a copy of all summaries for a given
placemont.

&) Skill Tracking: The 5kil]l Tracking s=ction holds
completed S5kill Tracking forwms, completed avaluaticon
forme, and summarles for any currant S»111 Tracking
placement. Once the placement is completed, the
surmary form is placed in the appropriate placemsnt
saction, and completed evaluation forms are stored
£8kill Tracking is discussed in the following section).

7] Support Seszions and Great Habits Claas: This
sectipn paptains anything relating to group ot
individual support sessiens, including: the Student
Selected CGoals form, support session asslgnments,
and/ar genaral education materials tao review.

Maas i isition ige = i a

Ekill Tracking is designad to track prierity skille
across tiwe te ensure systematic periedic review of important
skills. Applying almost exclusively to vocational or community
based placements, £kill Tracking may occcasionally e used if a
goneral Educatlnn course is repeated. Ekill Tracking involves
reazsigning studants to previous placements to check for skill
retention, andfer to measure how much time iz regquired for a
student to "ra-learn" previously acgquirad gkills.

The Difference Between Repeat and Skill Tracking Placements

It is important to keep in mind tha differences betweah a
Skill Tracking placement, and a repsat placement.

Sxill Tracking Placements

The ¢goal of 3kill Tracking placements is to determine which
gkills wera ratained, and record how long it takes a student to
re-learn forgattan skillz. A SKkill Tracking placement ends when
a student’s perfnrmance in the site eguals their lavel of
performance on their exlting Summary of Stwdent Ferformance for
the ﬂriq1na1 placement. Because tha goal i to check for
retention of previous skills, the student’s last E?ﬂl“ﬂtlﬂn of
Student Performance form for the original placement is used
througheut Skill Tracking.

Skill Tracking infermation is eppecially important as &

student makes tha trancition from schoel ta adult community
gervices, when it iz decided vwhich type of vocational placemente
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hold the most potential for succes=z, It is helpful if the
school district can provide informaticn not only concerning
where a =tudent wae the most productive anpd independent, but
also whers he ratained pkille over pariode of vacation.

Repeat Flacements

In contrast, the goal of a repeat placement is to devalop
zkills in a new gklll area within tha aama placement, or to
continue ta build on a studentre original performance. Repeat
placements are usually the game length as the original
placement. Repaat placaments redquire new evaluation forme,
listing the updated goals and objectives.

Cayvefully Inform Studants

The purpose of Skill Tracking placements sheuld ba
carafully explainad and defined for a student. Tdentify the
baginning and ending dates of the training, and demsnetrate what

is meant by "raview'.

An Bxample of a 8kil}! Tracking Placemsent

4 student comppletes a vocational placement at a chaily
factory. about three monthe, and again one year later, the
gtudent is again placed in the chalr fastory, in the identical
job, for the specific purpoee of checking for the student’s
retantion of skille previeuely acquired. Because the placement
is ldentical to the original placemant, the same evaluation form
is used, to allow for divect comparison of summary lnforwation
to previous summary reports.

Frequency and Length of Skill Tracking Placenente

It may not be possible to use 5kill Tracking with all
placements. When it is, wvocational skill Tracking placemente
may occur twice: 1) about twe to three months after a placement
closas, and 2) at least one year after the cloxse of the first
raview placement. 5kill Tracking placements to check retentlion
af skillxz naaded ag a consveper of community facilities and
gervices may occur more freguently. '

The langth of a $kill}l Tracking placement usmally ia betwesn
£ to 10 days of training. 8kill Tracking placempents should
maintain the same schedule: i.e., hours per day, tlme of day,
apd days per week, as tha original placement. For example, for
a placement which ran twe days each week, the review placement
would waintain the same schedule, and last ¢gne to two montha.
The length of the review placement regulred varies according to
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individual students. More severely impajired studente may
require a longer review placement, than leass impairaed students.
Tha data is a2 great guide, and will meet farwer performance and
"level off" when a student has met his/her forrmar lavel of
productivity and indepsndence.

5kill Tracking Forme Kecp Skill Tracking On Track

In addition to the reuse of original self-avaluatlon and
summary sheets, Skill Tracking involves the use of a Skill
Tracking form (Appendix G: Sample Skill Tracking Form). Each
student has a 5kill Tracking section in hisfher Student
furriculum System Notekbook. The form is self-explanatory ke
complete, and is attached to a copy of the exiting Sunmary of
Student Performance and the last [blank] Evaluation of Student
Ferformance form for the original placement.

Thie form is used t¢ record placement closings and to
tentatively schedule Skill Tracking placements for the coming
year(s). Each time a placement closes akt least ona Skill
Tracking placement is teptatively acheduled for one of the
coming yaars, and these plans are communicated to The Cellectlve
Expert for approval.

SLITINA Ty

—

Evaluation in The Curriculum System serves two pUrbhosas.
The first is to provide eystematic opportunities for students o
moniter and improve thelr own performance. Also, evaluation is
critizal in keeping the Collective Expert informed, providing
oghiestiva data on which to base collaborative decisions
regarding & student’'s educational and transition program.
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CHAFTER &

Aggiptance and The Curriculun System

Introduction

Tha entire "Asslistance" section, Chapterse & throeugh 11,
focuses on what parents, professionals, and in some casea the
people of the commonity can do ke halp studants wikh
developmental digabilities suocaead. Tha Curryiculum Syetem
organizas asgistance for stbdenta lnto four sain Arean:
Environmsntal Asgistance, furpicular Assistance, Social
Aesistance, and pzajstance Through Support. Teed individually
or collectively depending upon the placement and individual
gtudent; the areas of assistance make a student’s individual
guccess possible and realistle.

For our purpecses, The Curriculum System defines
Hagzlstance" as:

Reasonable, realistic efforts and paterials
which modify tasks, environments, curriculum,
andjor feedback ta geet the abjlities and needs
of an individual student, which alec Irespiire
atudant affort, self-evaluation, problem solving,
andfor skill acquizition, to achieve identified
goals.

The first part of the definition regquires "reasonahble,
realistic efforts and materials...". In other words, if a
student is bothered by a flickering llght, the student’s work
area may be moved away from the light or the light may be Fixed.
Plastic arrows might be placed on a factory floor to elimlnate
the nead for an employes ¢r coach fo direst a student to tha
next area needing sweeping., A student may be provided with
curriculom waterials written at his level of enderstandlng €o
addreps skille he needs to learn, while enabling his
participation in tha general classrocm. Without dramatically
altering the genaral education claggrocom or vocational work
environment, certain accommodatieons may be made to enakle the
atudentfs participation., Subtla, simple, and inexpensive
alterationz of an environment or curriculum set tha standard te
follow.

The sacond half of the definition reguires student
investment for the efforts of others to be considered affectivae
azsiatance, Therefora, "eassistance® in The Curriculum Systen is
grrictly limited to reasonable measures which make guccass
possible for a student, without ensuring succese regardless of
student effort.
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*his patrt of the definition refers to a real danger of
assietance. Lf yiven too guickly, ten often, or too extensively
ac=igtance can have effects eoppoaite the intent of the persom
giving help. Effective assistance does not typically save time
ar make a situatisn more convenient for others. Exparience with
studente with awtism at Jeniaon Bigh Schopl indicatas toc mach
help may rasult in students M"sitting back®. Students may
develop a dependence on cues or prompts resulting in wissed
oppertunitics for learning. The person with the most lnvastad
in a learning situation sheuld always be thea student.

-] eas af g o]

In reality, the four areas of assistance are not separate,
ienlated efforts on behalf of students. For exanple, afforte to
ectablish groundwork apcng empleyees in a vocational training
sita for a student (Environmental Assistance, descriked balow),
is eritical to a student becoming included secially whan the
placemant begine (Social Assistance). For the purposes of
organization, the four areas of assistance are listed
individually.

The Curriculum System Standards (Chapter 3) defina the
invelvement of students apd the community in every area of
agsistance on a studant’s hehalf. These areas of assistance
should be regarded as efforts on behalf of students, which
involve a variety of individuals, including the student.

1, Onma gistAns

Environmental Assistance covers a wide variety of
activities which establish learning environments, modify
anvironmente, and lay the nacessary groundwork for an individual

styudent and placewmant.
Environmental Assiptance rafers to efforts to:

- develop a wide variety of affective learning
environmnents to provide a solid foundatlon and aeveral
options for developing individuallzed student progoams.

- establish functional and meaningful learning
ervironnents consisztent with each student s shart and

lony range goal=.

- make reasconable modifleations prior to a etudent's
placement in a learning envirenment which, if not
modified, would reselt Ln significant student
discomiort, anxiety, or distress.
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establish groundwerk with the ctudent, and the people in
each learning environment prior te student placement.

curricular Agaiptance

furricular Assistance is often tha msat axtansive,
invelving the efforte of profassionals to provide the most
affective corriculum based on general goala identified by the
Cellective Expert and the Individualizad Educaticnal Planning

Committan.

Carricular Assistance refers to efforcts to:

create an effectlve short and long rangse curriculum for
each student.

determine long and short range student goals.

detarmine chjectives and evaluation procedures toward
achievement of student goale.

address student geale and objectlves sjmultanacusly
acrozs several environments.

modify the gensral aducaticon curriculum to develop &
neaningful, functicnal, and/or more easily understocd
eurriculum for an individdal student.

track =kille actross time.

Social Asclstance
5ocial Assistance focuses on providing students with needed

help in fdentifying and appropriately regpending to a wilde
variety of raturally occurring social situatioens through

individomalized interventions.

Social Assistance rafers to afforts to:

create a cémprehensive, effective educational
intervention to davelop & student’s soclal skilla.

help students prepare for, predict, amd respond to
upcoming sgpclial situations as independently as posaibla.

help students accurately "read" and respond to soclal
cues ag jndepandently as possihle,

help a student identify when help is neaded.
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- help ctudents express wahts, neads, and requests for
assistance ta others as independently as poasible.

- nelp others to effectively ilnteract with a student.

et ATICE Sua

Assistance Through Support focuses on providing each
student and the pecple involved in each learning environmant
with neaded, but not excesaive, aupport. The goal of all
support is to uss non-interfering technigues which anable
gveryone in a learning environment to work as independently and
inter-depandently as possible.

asszistance Through Suppoert refers to efforts te:

- suppert the involvement and efforts of others on kcehalf
of a student.

- develop a comprehensive aystem of eupport based on

cbjective ongoing evaluation of the type and intensity
of support needed for sach student to succeed.

EnmmAYY

The Curriculum System identifles four highly interdepasndent
areas of asgistanhce. Success with one area of asslstance is
directly impacted hy the effectivenssz of efforts in ancther
ares. FEach area listed in this chapter is discussed in greater
detail in the follewing chapterz; Chapter 7, "Environmantal
Assistanae: Establishing Placemente in Non-Sheltered Learning
Environmants;" chapter B, "More Environmental Asslstance:s
croundwork;" Chapter %, "Curricular Assistance: Medifying the
genaral Education Curriculum;" chapter 10, "Assalstance Through
Accurate Support;® and Chapter 11, "Seocial Assistance and Social
Feading."
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Axgi=ztances LA S ENATHT E L AR
Hon-Shaltered Learnipg Pnvironments

The overall Picture

Teaching in the community opens up many cpportunities, and
sreates some unique challengas. The classroonm 1s &0 much bigger
now. Whereas once all studente were in the same room, they ara
nhow =cattered in several locationa. Everything is taught in a
variety of envirenments: from the grocery store; te the
glaseracm; to a general education class; to a vocatlonal
training site, The Xey to malntaining a cohesive sducatlonal
program is to think of the variety of learning snvironmenta as
seqments of one classroom. The @iffersnce is teaching among the
people of an entire community.

The goal in establishing placements in several learning
anvironments is to coordinate and tie experiences todether to
create one individualized educaticnal program. Thias progcawm
should reinforece itself through instruetien of similar
obiectives in wvaried settings. There has to ba & logical
relatianship between defined =tudent goala, targeted learning
environments, and a student’s daily sxperiences st hope and at

school.

To simplify a classic "where de you start" phenomenon, the
Fellowing guidelines may be helpfuls

1y Look at defined stedent needs, goals, objectives -
rafer to the Individuoallzed Educaticnal Flan (I.E.F.),
vosational evaluations, and any Skill Tracking nheeds

{Chapter 5).

2} Tdentify and prioritize learning environments most
likely to provide the "backdrop™ to achieve ldentifled
goals.

1} For scheduling purposes, establish placemento in the
following order:

a) non-sheltered vocational placements;
k) general education placemente;

=) community based instructien and/or recreatjcnal
placements; and

d) tima in the support ClASETCOm.
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Referring to the list on the previcus page, learning
onvironments should genecally reinforce one ancther from “the
bottom up". TFor example, the support classroom pravides the
epportunity for students te practice skills ldentified as
agsential for succass in all other learning envirenmenta. Tha
ather learning environments should relate ko, and reinfaoreca,
studant goals. Addressing identified objectives in the widest
variety of environmentz possible 1s important for providing
opportunity for generalization of skills (Chapters 4 & 5).

The 1 Learni 1 nt

There is one additicnal learning environmant: home. It
is optional, entirely the choice of a student and his parents/
guardianfgroup home provider. If this option is included, it
can be incorporated into reinforcing skille addressed in the
ather learning environments.

ishi jonal Pla

Yocational training in the community provides a tremendous
apportunity for students, profeseional staff, parants, and the
community at large. Recognizing the needs of all people
involved is eritical to a student’s success in a gliven
placemeant. Placements in a genera) or special education claes
involve a constant set of people; the student interacts with the
sama people everyday. Hot o in a community hased vocational
placement, where not only the Task, but the people indiractly
and directly involved, can change from day to day - or within a
day’s work. The dynamics of a community wvocaticnal placement
coppared to one which is self-contained were summarized hest by

Dorothy in the movie The Wizard of 9z, "] den’t think we're in
Xansas anyrore." (Metro-Goldwyn-Mayer, 193%)

Listen _to_Harwey Mackay

Harvey Mackay is the author of two books, Swim With fhe
sharks Witheut Being Fatep Aliwve (1083) and peware the Haked Han
who QFffers You Hies Shixt (19920). Ha is also the owner of Mackay

Envalope, an envalope manufacturing company. HMr. Hackay’s 1list
of accomplishments far ewxceed the limits of this paragraph.

Mr. Mackay's books are every bit as applicable to teachlng
in tha community as a teaching manual. What follows ie a list
af a few of Mr. Mackay's titles most critical when working with
businecsses to establish (and maintain} vocational training
gites. Mr. Mackay's titles are followed by explanations and
examples which directly apply his advice to efforte on behalf of
students with developmental disabilities.
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"Your Company Ie No Better Than Its Reputation in the Commumity™
(Mackay, 15%90)

Always think af the educational program as & company
sesking to expand and improve. Education is the buainese of
preparing young adults for the future; work as though there muat
ke a lifetime guarantee. Hever rest on a reputation, alwaya
eeak to improve 1t.

*pelivar More Than You Promise™ (Mackay, 1994}

Always. If vowm indicate a job devaloper will visit
once each month, visit twice. If you promiss to contact an
amployer twice sach week while fading the ¢cach, paka thraee
contacts., Answer malls from a business within twelve houra,
ipmediataly if possible, Make raaligtic promises you can
abzolutely guarantee.

HHow to Stay Exployed® (Mackay, 1990); Ba Exceptional

an example comas from our experience with a young lady
with autism who has worked for 3 172 vears at our McbDonaldfs in
Jenizson. lLooking at factors like teamwork and cosperation, she
iz not what ong would consider a model employs€e - however — ghe
makes terrific, perfect, salads. When establishing wvocational
placements for =tudents with disabillities, leck for placemants
whare a student may in some way, posalbly only one way, prove to
Le an exceptional and indispencable asset. Maximize on that
potential, a= tha result is students who realize genuine pride
in thair accomplishments and additicnal reepect from their
co~-workers.

dyour lLast Idea is Hot Your Best Idea., If'da Your Last
Idea®™ [(Mackay, 1398B8]

Last ideas lead to petter ldaasa. Shorten the process by
keeping anp open attitude which watches for, and incerporates,
the ideas of othere. Consider the following exanple from a
vocational training site where one idea, aventually led a
student to comminicats ancther evef better one!

A saverely impairad, nonverbal student with autism was
training sweeping fabric scrapg in the upholetary department of
a furniture mamuractgrer. The student could perform the
sweeping task within a small aree, but required prompts to
identify and wmove to new areas requiring sweeping.

To minimize the need for direct assistance from the coach,

the coach and special education teacher had an idea. They
placed large plastic fabric arrews on the floor directing the
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student to the naxt area needing eweeping. As the student left
sach area, he was trained to pick up the arrow and place it in a
special pocket on hiz zupply cart. The arrow ides worked for
geveral training sessions.

one day, instead of placing the arrows in the apecial
pocket, the student threw them in the trash one by one aa he
completed sweeping each area. One assumption the coach could
have made was that the student was breaking training. Inetead,
the coach assumed the student was lndicating he no longer needed
the arrows. Tha coach left the arcewa Iin the trash, and the
studant worked auccassfully in following weeks without them.

Bettar ideas can be silent, and even the most &everaly
impalrad among us can have them.

“spend Time in thea Trenches®™ (Hackay, 1590)

Before sanding a stuedent and coach to kegin training
at a2 jok, the transition teacher should perferm the job firat,
One arrangement with a McDonalds® invelved the tranasition
teachey being hired and trained first, followed by the student
training under the direction of the transition teacher.

wWhile in training, the tranaltion teachar made several
mictakeg. 3he spilled a large tray of twalve salads. On
another occasion, she used the wrong lettuce to make tha salads,
reguiring they be re-made. This same teacher, while learning to
operata a eimple bhread bagging machine at a bakery, sent saveral
glices flying in a wvariety of diractions, but not inte the
intended bag. There is nething like "doing it yourselfV to
provide renewed respect for the challenges facing students.

"Fantaslza® [(Hackay, 198B)]

Before & student picks up a broom or assembles a brackat,
get a mental moving picture; like a "mental movie®, asa to vhat

each placement should "look like". What should it laok like
when the student is working? What should it look and zoupnd like
when the student arrives, takes kbreaks, and leaves the sita?
Vicualize the smallest details. Whenever visiting the site,
compare reality to the ideal picture. If it deesn‘t match,
figure out why not and work collectively until it does.

"Why Sowa Pecople HNever Fail® (Mackay, 1990)
Harvey MWackay =ays, "Fallura is an attitude, not an

putcome." [(1930) If a voratiopal sita closes as the Tesult of
insurmountable problems, it can ke a step on the way to Buccesd.
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Experience brings everyone that much closer te "getting it
right!" Evaluate what went wrong. Evaluate what went xight.
Try again, with improved odds for reaching student goals.

Additional Advice

Think, Plan, ard Act Ahkoad

Maet vocational placepents should be mat up within cne
month of tha initial contact. The actual placement may ocour a
little later. Once an initial contact with a businass has baeen
wade, keep thinge geing. Don’t rush or let events drag. Once
an ongoing relationship with a business is established, soma
placements may be established within a few houra or days.

suggestions for the first contact:

~ Time that first call with coneideraticon of the
bueiness” schedule. For example, don't contact
McDonalds’ hetween 10:30awm and 2:00pm.

— HMake initial contacts early in the work week, prefarably
on a Monday or a Tuasday.

- Ask for the parsonnel manager by nape. If you don't
knew hisfher name, ask the receptionist. Whan speaking
to tha manager for the firat time, use his/her name
first, "Hi, Mr. White, this is..."

- Within the f£first faw minuotes, identify the school
districtforganizatieon you work with, not just your hawe
and title.

- ¥Keep the conversation short and to the point. Brilefly
depcribe the program and how the businese will ba
involved in genaral. BPe efficient, relaxed, and respact
time.

- The goal of this call jis nok to establish a vocatlonal
placenent. The goal Is to eatablish a face to face
meeting with Mr. White.

- Send a short note confirming the meeting.

Anticipate amd Address Anxiety...
concerns of businesses vary and are often wall founded.

For example, incraases in lawsuits and liability ineurance have
creatad a new and expansive reality for buginesses. Alao,
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busipesces may have had negative experiences with other
placement agencies. A variety of [actors have affected a
business long before a transltion teacher anters the dool'.

Tt's Important to know ag wach as possible ahout a
businesa, the vocational program, the student, and the
surrounding community prior to tha first meeting. Rezearchling a
business ahead of tige {3 time well spent. Thoroughly
understand your projectr’s answera to guestions of liability,
particularly in reference to unpaid placements. Know studant
rights in relation to paid, and unpaid placements. Xnow aa much
absnt the atudant you are seeking to place as posslbla. Share
your concerns and ideas. Ask for jdeas and questions.
Demonstrate an understanding of the student, business, and
community. It is abeclutely posaible to advocate for everyone.

orher ideas for the first face to face meeting:

- Do not ovardress or undardress. Congider the dress
of the professicnals in this placement and dresa
accordingly.

- Rehearse key polints to establish a general mental
cutline of important factors to cover in the inltial

meeting.

- Cover the fellowing in a "t¢ the point" conversatlon
with the busipess:

How will the student be supervised?
Is this a paid or unpaid placement?

Will schopl starff always be op sita? Will the
invoelvement of the csach fade over tinme? Will the
bu=zinazs be consulted ragarding decisions to fade the

coach?

Mention other bueinaszes participating in the program.

.-t Maver Arrive with All the Ahswars

Pecple who arrive with all the answers are initially
awueing, eventitally boring, and ln the eand, irritating.
considering the wealth of laws, rules, and regulations specific
from state to state, placement to placement, those who do
attampt to kKnow all the answers run the risk of inaccuracy.
Instead, know where to get anawers, and use those resources.
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Don't Omite "Bad Hews™

Involve businesses in specific concerns you have about a
posgible student placemant. They may have the answer, or the
AONCern may not pose a problem from their perspective. Aa a
student placement progresces, share a2 student’s progress with a
tusiness {with permission!!]. HKeep pecple informed, "on board”.

Suggestions for describing a prospective student to an
enploVer:

- Make sure you have guardian and student permissicn to
share student infarmation with an employer.

- Bring a phetograph of the student, with permiseilcn.

- Be honast - do net hold back infoarwmation that
may be a fackter in a placement.

- pemonstrate suppert for business concerns in
ralaticnship to including a student with disabilitles

in the workplace.

- Ingulre whether the mnanager knows aof any employees
who might take a gpecial intearsst in this student and
who may appreciate the opportunity to work with the
placemant in some way.

- A student may "have the jok"™ at the close of the
meeting, Still, ask if an interview/meeting with the
student can be arranged. If so, agk if the managsar
would like suggestions for the interview., TIf possibla,
do not include school staff in the interview.

Listen and Dany Kothing

Really listen...this 1s true always, but especially in
pre=-placenent contacts. If this is the first time a business
has conesidered working with the developmentally disabled, be
cautious if a manager is epthugiastic te the polnt of
disregarding legical concerns. Slow thenm down, and bring up
conserns they are overlocking. Impulsiveness can be contagicus,
try to stay en a thoughtful and therough courss. :

agther first time businesses may reflect concarns that Beam
based on old wives* tales or are typlcal of thinking in the late
1800’5, Respect these guestlone, as they provide a great
opportunity to share aceurate information. Proceed With
Caution. Aveid responsas that start with, "oh, that‘s an old
wivesa’ tale..." or "Hot many people have those fRars anymora
becausa..." as that may embarrass the person whose cooperatlon
you are seeXing. Be alert. Recognize fears andfor apprehension
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no matter how they arc expressed; respond with a calmn, matter
af fact, positive confidence. Start your anewer with something
like, "Other businesses have had that same concern, and our
axperience has shown us that...n

The Five "Yos...But"™ Rule {John-Roger and MeWilliams, 1991)

Lizten for "Yes...but" responses. More than five such
responges in ona maeting may mean this is not the vecational
placement to werk with at this time. ¥Force no one. Later, that
game manager may call after obsarving or hearing of othaer
succes=ful placementa. When fears seem too intéense or nUmMeErQus,
try giving them your respect and some time and space. Given
rocm and freedom to think privately, people can change their
minds, sometimes within a couple days.

Keep this in mind from the bock DO IT by John-Roger and
Peter McwWillians, "The ¢nly thing more foolish than the person
pouring forth & stream of ‘yes-buts' is the person who continues
tos give good adviee in the face of obvious indifference.™ (1351}

Think of “yes = hut" responzes as very large bricks. Too
many bricke is encugh for a wall. While always believing
nothing is impossible, recognize the possibility that scaling
thig wall pay ba just that. OUraw on judgment, consider
approaching a different wocational placement before investing
further effort challanging possikly insurmountable fears.

Inderstand the Who's Who of Responsibility and Contiol

It*s critical to "get a (working) handle" on two concepts,
reepongibility and control. With each business, the ameunt of
control and respensibility assumed by the program and the
husiness will be highly individual. A goed placa to start;
assumne much of the control and responsikility while always
sharing and asking for the input of the business.

Professionals have an in-depth understanding of the
student, which is at mest only half the needed information for
succass. The best expert on any business is that business. 1In
bringing students and businesses together successfwlly, recruit
the expertise and exparience of others. Businesses and
enployees have a knowledge of how to make things work and get
things done - a valuable resource whan teaching in the
community, medifying a task for a student, or working with &
student’s problem behaviaor.

Paid placements often result in the fading of the coach as
the student gainz independence in jok skills. At this point, a
business not only assunes mere control, but must also bea
confortable deoing it. The level of the student’s
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interdependence with other employaas is a critical factor in

fading successfully., Whenever fading iz decided, avaluate the
readiness of the student and the business. Donft begin fadinag
without the invelvement of everyone affected by that decision.

Always Leave with the "Dacr Opan™

Keep things positive, start to finieh. Zome businesses may
chogge not to participatea. While it would be unnatural or
dishonest to seem happy when "turned away", always leave with
the deor open. Stay friendly. Kesp the door open as you leave,
indfcating an understanding for non-participation at this time
{maybe not forever!).

Follow the meetipg with & brief note te the business. Give
dieappointment a day or twe recovery, then write a note to the
mapager. Thanpk the manager for his/her time and cooperation,
inviting him/her to make contact at any time in the future
should the business find itself in a peosition to participate

with the pragram.

bliehi neral o a

caneral education placensnts can provide a unigue
opportunity for studente te learn skille meaningful to them,
while attending class with general education students. Don't
lat enthusiasm for the potential of these opportunities push
good judgment aside when establishing general educaticn
placements. Take care and time. Remember Stephen R. Covay's

1 Habi hl ctive FPecple, espacially Habit #5,
"Gagk First to Understand, Then t¢ be Understood," (5989} when
approaching a general sducator about a poseible placement.

Ganeral education placements are cften astablished to
relate te, and reinforce vogational placements. The bapic
principles are essentially the sama far establishing vocational
and general educaticn placements, with slight differences in
some of the details. Therefore, when setting up a general
education placement, it may prove helpful to use some ideas
1isted for vocational placements. In addition, assuming tha
support classroom is located in a high schosl or collede
satting, what follows may alse prove helpful:

Think, Plan, and A=t Ahead

Approach general education teachera wall in advancea, at
leapt 1 cemester, and up te 2 years in advance.
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Anticipate and Address Anxiety...

Anticipate the concerns and dquestions of genseral edocators
and hit them “"head on". [Oo not be shy about addressing the

possible negative aspects of any placement.

e..but Mever Arrive with All the Answersz

Bg pot arrive with the entire plan for a student
established. Prasent encugh information so a general educatlo
teacher knows the placement has been theought through, but not

cast in etone,

Ligten and Deny Hothing

Be opern and work cooperativaly on ideas/concerns a ganeral
edusator may have. Don‘t address negative concerns with "that
won’t happen...". Instead, respond with a few possible
zalutions, indicating the realistiec likeliheood of simllar
incidences actually occcurring.

The Flve "Yag - But™ Rule (John-Roger and MoWilliams, 14951}

This rule applies to those you may appreach concerning
general education placements as 1t dees for vocational training
giters fon the previous page). Stay alert and count "Yes - bul"
resporses as 1f thay are bullets being loaded inteo a gun. Exit
whan tha chamker is getting fell.

If the Light Turns Green...&0.

Scheduling can frustrate or render a transition teacher
more flexikle. When entering the realm of scheduling secondary
general education courses, it may ke necessary to try mara than
onos ta Becure a spot in oclasa. General edpcatlon studants
sometimes have to wait to attend a popular class, g0 do students
with disakilities. Lassen the need for panie by planning
ahead. Plan ahead and accommodate opportunities which may
present thamselves ahead of schedule...i.a., if the light turne

green, &3,

pefine the Whoa's Who of Kesponsibillty and Control

Take time to discuess and define whofe wha in tarme of the
two kiggest factors between professicnale with any deaneral
education placemant: rasponsikility and control. It way aeem
logical that beth responeikility apd control should be zhared
equally, "50/50", between professionals right from the start.
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If agually shared responsibility and control is the expectation
right from the atart, an unrealistic aspumption is wmade that all
professionale will exparience the same sase working
cooperativaly with one anothaer. These placements are doowmad if
they cannot "pull it off",

Thara is ancther formula for dividing responsikility and
contyol that is net as comewen. The transition teacher assumaos
100% responsikility, while the general education teacher
aggupes 100% control. This has some realistic and workabla

implications.

First, it conslstently provides a great way to start all
general education placements - for all students from the more
zevere to mildly impalired studente. What typically happena ia
the yesponsibllity and control eventually ®aven-out", with
increasing ceollaboration and sharing as two, or mere,
profeesicnals gain experienge working together.

Second, wWith 100% respensibility and 100% centrol lying
with twe different pecple from the start, a unigue relaticnshlp
iz defined which has a2 greater likelihood to ba effective for a
etudent if the' professionals have difficulty coordinating
efforts. The placement can still succeed regardless of the
professicnals’ eopportunity or ability to soordinate with one
another. The whole point of any placement is to ensure the
greatest odds For sucgesc right from the First day.

Lagt, but Not Least...Alyavs Come in the Back Door

Censider this opportunity: the principal of the high schaol
learne of the transition teacher‘s plans to include studente
With disabilities in general educatisn. sSupportive of thia
idea, he invites the transitien teacher to make a presentation
at the next staff meeting to dascribe the program.

Procead With Cauwtion. In the opinion of this author,
iynovation and changes are usually katter off "=soming in the
nack door". Approach teachers one at a time, placement by
placement. As the entire high schoel will hat suddenly ba
submerged in the effarts of this preogram, why involve the
valuable time of many with a presentation? Do not draw
dimproporticnate attention to efforte on behalf of one or two
gtudents, to a group with the awesope responsibility ef working
to neat the needs of hunpdrads.

ce th i eyl =] tab

Having established related learning environments for aach
gtudent in lime with established goals, the next step revalvas
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around groundwork., Effective groundwork is critical fo the
euccess of a student. In completing gyroundwork, the environment
and those within it are prepared - not necessarily trainad - for
the student with dizabilities.

Successful groundwork results in increased understanding ef
the student and program goals, and increased participation of
the students or employees directly involved and impacted by the
placement. Through groundwork: detalls and plans far a
placenent are finalized; necded modifications are made in the
environment: and understanding and acceptance of thoae in the
clasgaroom and/or community s established.

The next chapter discusses the "how te' of preparing a

nonshelterad learning envirerment for a student with
developmental disakilities.
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CHAPTER 8
More Enwironmental Asglotapce:; Groundwark

Introdnetion

once vocatlional and general education placements have besn
egtabliched, laying groundwork is the next step. The goal of
groundwork is to in¢rease the likelihood a student will ba
accepted, while sharing an understanding of student and program
goals with thosa directly invelved with each placement. It 18
aleo important to define the expactations held for thosa
invelved in a placement, and to clarlfy their role. (Pacplae
tend to assume they will ba far more burdened or responsibla for
A student than is actually the case.} In relation to lts
impact, effectiva groundwork takes a minimum amcunt of tims.

Though the goal of greundwork ie identical for a vocational
or general education envivenment, the approach and technicques
ara very different.

In a wvocational eetting, the peapla with tha most student
contact will be the enployass...a group of paopla changing with
aach shitt and having a varlety of adult concarns. They have
families, children, and house payments. It is unlikely a
student will be placed in a professiocnal job which requiree a
college dsgree, therefore many of the employees surrounding a
student will be those who work on an hourly basis. They may
have concerns with a student displacing other workers, or may ba
imenlted that a student with cevere disapilities is performing a

job similar to their own.

Though there are similarities, vocational and general
education placements have many contrasts. General education
placemente are age-homagensous. In a secondary genaral
aducatien satting, the general education students and teacher
will have direct contact with a student one to two hours each
day. Like the employees in a vocational gettinyg, general
education students have a myriad of other concerns: dating,
grades, prassures, jobs, and family. In contrast to vocational
=itas, where a staff person is often assigned from tha speclal
education department to "coach® a student - students with
dicabilities may be more affectively supported in a general
education placement via other techniques and materials [Chapters

4 and 10].

This chapter is a description of technigues for laying
groundwork in veocational and genaral education sattings., It ism
important to keep in mind these are guidalines - ideag - to
combine with knowledge of the spaclfic psople end thelr
anvironment in developing an individualized approach to

groundwork.
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Remembering Steven Covey's Fifth Hahlt of The Seven Hapitg

h tive P (10831, "Seek Firat to Understand,
"hen to Be Understoosd," i1s critical when laying groundwork.
Listen while talking, be gensitive while presenting, and make
modificationse aes you proceed. A good rule of thumb lies in an
asften repeated phrase by Sgt. Esterhaus on the former telavision
series, Ha 5t as, "Lat’s ke careful out there,"

Gro or i 1a

az mentioned earlier, when establishing secondatry general
education placements it‘s wilee to "come in the back door™. The
same ig true for laying the groundwork for a vocational setting.
In this instance, get to know everyone invelved before
precenting a greaat deal of inforwation concerning the upcoming
placement of a student with developmental disabllities. Knowing
the student is simply not enough...knowlng the people who will
surround your student is critical. Take the tips to work and
talk with the people of this new "elassrcem" in the community.

Do It Ypurself

What Do It ¥Yourself refers to is straightforward: haforae
any student is placed in a vecational training placesent, tha
trapsition teacher should do the jokb targeted for a student.
It*s important to work the ldentical shift planned for the
student. Train for two or three days, not one. By periorming
the job hefore a student, the jub develsopar:

~ learns the skill targeted for the student;
- conmpletes a task analysais;

- experiences Firsthand the direct lmpact of the Jjob,
especially Fastors like fatigue and stress;! and

- becomes acguainted with tha people of the vocatlonal
placemeant.

In this chapter, the focus wll! be on getting acguainted
with the paople ¢f a vocational tralning sita.
Advice for Firgt Time "Do It Yoursalfers®

The job developer wakes up, pute on jeans and a T-shirt,

and heads to the factory to get to knew everyona and tha job
bafore a student placement. A bit of advics:
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Allow Enouagh Time

Schedule two daye, praferably three, to train 1n the
targated placement. Ask the manager to inforn the enmplovees of
the general plans. Allow tima for this te occur before
peginning training. A lettar from the job developer briefly
axplaining the upcoming placement, posted 1ln the break room 18 a
good idea.

Watch the Perky Behaviors

Thers!s nothing mere anneylng than Mary Peppins dolng a
repatitive small assembly task. Nervouspessa coupled with the
enthusiasm of the transition teacher may result in a potentially
nirritatingly perky" cutcokma. Job developers may be naturally
gnthusiasatic people; and pesitiva, controlled enthusiasm is
fine, but laave Mary Poppins eor Dick Van Dyke at homa.

croundwork Can Be Laid Talking About The Hopevpooners Ra-Yuns.
Really.

Even though the gaal is teo lay groundwork for the student,
den’t feel it is absolutely essential to share information about
your student or program when talking with empleyeas 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 ta ba a
ROBAT .

What should a job developer talk about at break time? The
employees’ topics, Maintain a low prafile. Relax. Spand an
gntire braak time listening teo topics empleyecs ralse: ra-runs
of The Honeymgoners, tesnagers, what's happening Friday night,
and sports. If there’s an awkward sileneces, £ry bringing vp a
topic surrcunding televisien, or the weather. Seak to £ind and
talk about common experiences and concerns. Currant events can
backfire., Avoid peolitics. If they ceme up, lieten. If
employmss ask for an opinion, use discrstien in phrasing an

ANIWEL »

Reppect everyone's privacy and comirol ta garn the
opportunity to ke gradually included. Wait wntil asked
questions about the student and training program. It may nat
sccur until day threa, or ever, but wait. Expasrience with over
4D vocational training sites indjcates not beiny asked guestions
is not a pad sign. A ctrong placemant — whers amployees agsuma
respongibility and concern for a student - can bagin without a

gingle question.

Tf asked for information concerning the program or student,
don’t break into a presentation sultable for the next regional
conferenca. Brief answers are best., Silenca following brief

BZ



anewers gives everyane time to consider what has just been eaid,
and way lead to suggestions, ideas, or additional questions.

Do not seeX control., Be patient if it is needed. Don'é
jump ahead of what may seem like a =l0W poving car. Trust the
control enployeea have af thair break and their workplace.
Respect their control of their desire to include a tyanzition
teacher and eventually a student and coach in thelr own way.

Find a Contact Persaon

2o part of doing tha jeob prior to the studant, complete a
mental "eocial survey". Informally watch for pecsple who are
likely to be among the first to include the student, and
inform the coach of their names. Aleo, 1ldentify pecpla who
eecam more skeptical or hesitant; these are not necessarily
pecple to avoid, but instead ara pecople who will approach and
interact with a student after time, on their own.

Prior to a secondary student with a developmental
dizability attending 2 general education classa, one class
session is set asida to lay the groundwork. The objectiva of

thig session is:

- to increase the general edecation students”
understanding of the inscluded student’s devalspmental
disability;

- to damenstrate the importance of tha general educatian
studenta! involvement; and

- to determine which students will serve as class or lunch
fopaches” [general ocducation stondents whoe volunteer to
"kegap an aye out' for the student with develepmantal
disakilities).

This section of the chaptar provides a description of the
antire class sepsion which establishas groundwork for including
& student with a developmantal disability in a gecondary genaral
education classroom.

Prior to Clasgss

Establish a day and time - preferably within the first
three days of class - for laying groondwork with a class and tha
general education teacher. It is eritical the genearal education
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teacher remalin in the clazasroon during the groundwoerk
presentation. Typically, the level of interest and support B
teachery gives te tha groundwork presentation will be assumed by
the class.

It is important general sducation etudents have accurata
information concerning the digability of the stuedent who will be
part of their eclaserocem. Thle informaticon does not need to be
gpecific to tha etudent, but can discuss the disabillty in
general, It may be haelpful to mention specific characteristic
behaviors the developmentally dizabled student has as part of
the general discussion of the disability. ask for guestions
aften. Rafer to movies, boeoks, or televiszlon shows possibly
viswed by the students which relate to the particulay disahility
being discussed, and comment on their acouracies, or
inaccuracies.

An activity first presanted by Dr. Marsha Forest (1287),
called "Circles" is depcribed hera with & few modifications.
Ccireclas is an activity completed with general sducation studants
which illustrates the rationale for including a student with a
developmental disability in their classroom, and demonstrates
the importance of their invelvement.

Hrirclax®

after discussion of the student’s developmental disability,
the tranzition teacher begins the "cCirecles® activity. The
tranaitien teacher completes the activity with chelk at the
chalkboard, while the students complete it with pencil and

paper.
Beqlin “"Circles"™ following thase staps:

1} The students will need a pencil and papar.
Tall the students thay will be making a series of

four circles on their papar, cone inside the othar,
warning them nst to maks any ona clrela too large.

2} Ask each student to draw a small ecirecle in the center
af their paper, and to label it with their name (Flgure

#10).
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Pigqure #10: Student Hama at the Center of "Circlea®
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Completing cCirale #1

1) Ask students to draw a circle around the cehter
circle with their name, and to place four small cirglas
cn this new, larger cirela. This ie Circle §1.

2} Ask thea class to pretend everyone they know is in a
burning house. They can take from that houge the four
people who are the most eritical to them, the four
paople they need the moast. Ask studants to labal éach
of the four small circlea with tha four names of theese

people (Figure #llaj}.

Figure §Flla: Circle p1
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37 ©n a different section of tha chalkboard, write MCircle
1". Ask the class if the people on their first circle
are mogtly family, or friende. Aek them what traits
these people have in commen. If this draws no reaaponss

ask -
Are these peopla thay can trust?

" Are thetge pachle who accept them for who they ara?
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4] Write the students’ answerxs in a list, under "Clrcle 1"
{Figura F11hk).

Figure #1lb: Commen Traits of Paopla in Circle Jf1
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Circle )

Family
Trust

Aocaptance
Alwayn thare

Typically, mest Circle #1 pecple are family. They are
people that can be trusted implicitly, and also psople to turn

to for help.

Completing Circle #2 -

1) &ask the studante to draw another eirele arcound Clrcle
Fl, with four smaller cirelea on it like circle #1.

This ia Clrcle F2.

21 This circle ie completed like Cirecle #1, with students
writing in tha names of pecple Ynaxt cleeast" to them

{Figqure #12a).

Figure fFlza: Circle #2



1}  Ack the same guestions as for Cirele #1, writing
clacc answers ln a list under the heading Circle #2 on
the chalkboard (See Figure #lib).

Figure #12h: Common Tralts of Feople in Circla #2

Friends/Family
Trust
Tell anything to...
Long talks,
de many thinge together

b 4 I F 1R aa

41 Typieally, Circle #2 will contain close friends,
and possibly some family members. Thaese are pecpla to
lapan up to" and trust with a perseonal concern.

Completing Cirela f£3

11 Draw anether =lrcle, using the sapa directions =a for
drawing and labsling Circles #1 anpd #2 (Flgure 13a).

Figure #13a: Circle #3
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Agk the studants to write the names of four more
people they will save from the burning house. Tt may
bacome difficult for students to think of nawmas at this
point, and they may ask if petec can be listed. Etay
with peopls.

Agk the same guestione as for Circles #1 and #2,
lizting class answars on the board (Figure F13b).

Fiqura #13b; Common Traits of People in Circle #3

Cirele 4

1)

2)
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circle 3

Frienda
FUH
Football games, larger group

Typically, the peaple in Circle #3 are not closa
friende, but friende of a larger group. They are fun,
pecple in a student’s larger crowd at a party or
football game.

Ask students to draw ancther cirecle like the firat
three, warning students that tha names to be placed on
this circle will be diffecenkl&BHN

Ak studants to write the names of thrasa or four paosple
they pay to interact with them - for examwple:! a doctor,
dentist, counseleor, and a teacher. Aask the students to
write proper names if possible, ©On the chalkboard
write the titles ae listed in Figure #14 (Figure #14).

The Hypothetical Deal

1}

2}

Explain to the studentg they are about to be praesented
with a hypothetical deal, and they should conslder it
sariously.

The deal is thieg: As a {(general education} student,
each will be given the most compassicnate, wonderful
teacher all day long. In return, each studant will
have to no longer have contact with the people of
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Fiqure #14: Circle #4

S
Counselor Teacher

33

1)

L}

Circles g2 and #3. (Erase Clrcles #2 and #} from the
chalkboard, while asking the studentz te look at tha
pecopla in these circlez on their paper.}) They wouldn't
gma those peppls again. Would they do it?

Ceneral education studentz have always responded with
Yo' Lo the hypothetical deal at Jernison High School.

Return to the chalkboard (kKeeping Cireles #2 and #2
erased), asking the claes to watch as you add pome
people to Circle F4.

Draw additicnal small circles on Clrcle #4, adding
a speech therapist, social worker, psychologiat, apd
perhaps ancther doctor or specialist.

Explain that to s large extent, the clrcles on tha
board now represent the life of many peaple with autism
[or the developmental disability being presented).
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Indicates that by placing this studant in thalr clapss,
the goal iB to provide the oppertunity to add soma
friends to his Circles, like the pecple of Circles #2
and #3. Also mention the student being placed will ba
working on Bkills related te tha class curriculum.

Tha Placement Exercise (Optichal, and most applicable for
general education placemente Involving students with autiam)

Erase the "Circles" ackivity from tha chelkboard. Indicate
to the students thay ara going to participate in & sscond
hypethetical situation, in which they are the speclal educatien
or transition taacher.

1}

2)

3}

4)

)

&)

7)

)

Draw a small circle at the top of the chalkkoard.
Indicate this iz a stodent with autism.

AB a student with autism, ask the class what two arean
of development arve difficult for him (communication and
social skills).

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

In one classrcom, write the pumher "' to reprasant
five atudents with autism in a salf-contained
classroom. Indicate these students also have
diffieulty with communication and seclal skllla.

In tha other classroom, write the number "“28" to
indicate the number of students in a genaral education
placement. Indicata that these students do not
exparience the severa difficultiea with soclal and
communication skills asgociated with autiam.

Ask the students teo assume the responsibility of the
traneition teacher, indicating in which classroom thay
feel the student with autisw will have the hest
cpportunity for improving communication and sccial
gskille,

students at Jenison High School have consistently
indicated the general aeducation classroom would provide
greater opportunity for the student with autism.

Make sure stuodenta undarstand the goal of the placement
is not only for communication and soclal purposes.
Briafly mention the importance of the curriculum, and
that it will ba modified to assist the student.
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Recruiting Coaches

Thare are two kinds of coaches, colass cocaches, and lunch
coaches. Class ooaches are genaral educatlon students who agree
toe "logk out for? a student placed in a genaral education class.
They are not placed in tha role of a tutor. Class cpachats may
=it next to the atudent with developwmental digakilities, check
te seg if she is oan the right page, etc., and agree to act as a
friend to the placed studant.

Lunch coarches are general eaducation students who veluntear
ta include a student with autism in their group of friends at
lunch. Lunch coaches ara recruited from two placea. Flrst,
lun=h oecaches may come from & clase in which a studnt ie
placed. If there are no volunteers from a student’s general
sducation class (or for students with developmental disabilitles
not currently in a general education class), lunch CoAChes ara
racruited from Paychelogy classes. Lunch coaches may also perve
as coaches for assemblias, foothall games, and scheocl functicons.

At Jenison High Schopl, students volunteering to be lunch
coaches have exceaded the number of students with developmantal
dizabilities availlablc. When this accurs, lunch coachea are
placed on a schedule of rotating weeks.

Coachas are uswally recrulted at the close of the claaa
segsion Lln which the groundwork is astablished, following
nriroles™ and the placemsnt exarcisa. A word of advice: do not
ask for volunteers to be lunch oY ¢lasa coaches in front of the
clags. Tell studente who are interssted to giva their name to
the geperal esducation teacher at the close of clags. Contact
the teachsr later for the liat.

occapionally, ne one will volunteer ag a clasa coach.
Experiance has indicated that this is not necessarily a "had
gign". An entire clazs may cooparatively include the student
from the start. Do not be concerned until there is reason for
concarn, when placing a student in & "coachless" classraod.

Send a lettar teo the parent of each coach explaining the
program and thair child’s willingness to becoms directly
invaolved. Ooaches have the optlon te ask thils letter not ba
gent to their parentz. HMost students are glad to have "good
naws" from school sent homa, and it is a great way ta infornm
ganeral education parents of tha program.

Typlcally, coaches tend to "fade" their ilnvolvement over
time as cther students become more invelved. The studapt
becomes increasingly competent in following the routinhe and
completing =lasswork. By the end of a semester; it is genuinely
difficult to absarva & class and deterpine wha is the actual
crach. oOften, the student with developmental disabilitias
recejves assistance from whomever i clopest when assietanca is
required. ovear tima, "coaching" kecomes more natural.
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The Social Acceptancs Survay (Optional)

The Social Acceptance Survey (B, Gray, 1984} pravides
profacsicnals with a "handle™ on changes in student attitudes asa
the result of placing a student with autism or another
developmental disability in a general education class {Appendix
H: Social Acceprance Survey). The survey le a random series of
statements tegarding the degrea of social distance an individual
perceaives as comfortable in relation to a person with a stated
disability.

By administering the survey before & student ia placed (at
the close of the groundwork clase sepsi¢n), and at the closs of
the semester or year, professionals can monitor changes in
general education student attitudes toward the student with

develoapmantal disgabilities.

Sammary

In the future, working and learning in environments with
people of all abilities may be so commonplace the need for
groundwork may be eliminated. At thils point in time, laying the
groundwork prior to student placements [especially for studants
with low incidence disabilities)] is an integral part of the
sucoece equation. Groundwork provides the oppeortunity to gather
and share information, and to demonstrate the importanca of the
community in the lives of students with devalopmental
disabilities, The groundwork presented in this chapter 1s Just
that - groundwork, neot training - trusting and supporting the
people of each learning environment to include the studeht in
thelr own way. Teo dats, limiting "training™ and providing
honest and accurate information has been a most effectiva maans

for bringing people togethex.

a2
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Introduction

In planning for placement of students with autlsm in
general education, a wide range cf factors must ba cohsidarad.
Centyral to these are the specific learniny characteristice of
studanta with autism (Wolthuis, 19901 and other developmental
disabilities, and the components of succassful programming
decsigned to meet those needs. In moving iwplementation of a
eurricolum from a sealf-contained to a general education
classroom, the goa) is not to abanden, but to incorporate what
is already known to ke ilppoertant when educating students with

disablilitia=.

The immediate goal of any curriculum for students with
digakilities iz to provide the materials and environment
neceggary to maxlmize indepandence and compatence in acquiring
new skille. The underlying phlloscsphy is that if a studant can
be enakbled to work independently, or utilize nesded supports
within a general education class, he/she has an exaellent chanca
to devalop relationships based on his/her akility to contyibots,
rather than on empathy for his/her disability.

Frior to focusing on materials and technigques used to
nodify the general corriculum, 1t is important to remember
programming for students with disabilities in general educaticn
ghould include the followings:

1) Courses salectexld by the Collectivae Expert. Develap a
system for course selection which involves the
Collactive Expert from start to finieh.

2) Attention to needed modifications in the learning
environmnent, if any.

1)  Groundwork to estaklieh natural supports. .

4) Continual evaluation, and epportunities for salf-
ayvaluation of student preogrese.

Onoce the vacatisnal and general education clagses have been
establishad, and the groondwerk set, the next step is to ansure
tha student will ba laarning skills relatad to both short and
long range goals. These skllls may be taught thraugh che of
three modified curriculums. They include:
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an expanded general education currlculum ls exactly what it
implies: the general education curriculum, expanded. With this
type of curriculum, the student iz capable of completing courae
cbjactives, and completes and passes asejgnments and teste
without modification. To ensure functional application and
gereralization, skills often difficult for students with autien,
the curriculum is expanded. The curriculum is expanded through:
additisnal activities (often completed in support sesdions);
community based experiences; related veecational training; and
ongoing ewaluatien.

2. The Modified Curpicylum

A modified curriculum is based on the chijesctives and
aseignmente given a general educatisn class, with ongolng
revisions in materials to anakle a student to work oore
independently. Students working from a medified curriculum may
ba accountable For scme, but not all, course objectives.

3. Jwult i

2 sinultaneous curriculum is a curricolum written e
address functional student skills, related to the content arsa
indicated by a coursa title. The studant works oh functional
akille diractly related to hisfher work or community
mxperiences, within a general education clacs aleo invelved in
study within the same content area.

guidelipeg for Develgpipg Wodifiad Curriculume

The following guidelines are used largely as standarde o
ensure a meaningful curriculum for students with dimsabilities
placed in general education, regardlase of the extant to whish
the curriculum is wodified to meet individual needs. All
guidelines may not apply to all placements, or to all three of
the podified currpiculums. Still, these guidelines should ha
eonsidared to ensura a sound curriculum for each general

education placement.

Da i thea ional Co

Most, if net all, high school courses are tao difficult for

students with autism. Many high school courses hava &
fupcticonal corxelate; a cet of basic life ekills asscciated with

the more advanced concapta presentad in the curricuelum. These
combined bBasic skills {antered as objectives into the ohjactive
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Bank and listed on an Evaluatison of Student Performance form

pricr to a student’s placement ln a general edication courea}
comprise the functional correlata of the high scheol course.

Listed in Figure P15 are csampla titles of high scheool couraes
and their possible functional correlatas.

Figqure £15: Possible Functional Correlates for Salected High
School Coureaes
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High Schegl Course Fossible Functional Corrglate
Government kille reguirad to vote;

pake cholocas & comparisone;
acgapt respongibllity for
gelf and athers; ekc...

Clothipy and Textiles Skills regquired to
select and purchase a

pattern and fabric, and ta
construct & gayment start to
finigh.

Merchandising Ckille reguired to assmist
in stora sperations; ekille

for working with customere
and co-workers, ate.
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For example, the eourse, Clothing and Textilee, raguires
students to learn fabric characteristics, as well az other
cancepts too difficult for many stuodents with disabilities. The
functional correlate of Clothing and Textiles is the sombined
bazie £kills, or "hands on" ochjectives, required to actually
congtruct 3 garment, start to finieh.

The functional correlate is often referred to while
medifying curriculum. For example:

1) Course selecticn
2} Develepiny modified matarials

3] Ewvaluation and self-svaluation

The functional corralata is also ueed in pridging, tha naxt
guidelina.
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Bridging

Pridging refers to the selection of general education
courses ralated to a student’s community baged vooational,
recreaticnal, or life experiences when planning their
educational program. Placement is made in general education
courses that reinfeorce a student's current vocational training
or life experiences. PBridging is an important part of all three
modified curriculums, encouraging generalization of skllle from
ane envirenmant to another.

fome examples halp illustrate this concept. A student with
autism placed in a regular education course, Fetalling, iz alsc
placed in a community based vocational training placement at 2
Jjocal hardware store. Another student having difficualty with
physical flexibility and picking up on naturally ccourring cues,
iz placed in an aeroblics class. A etudent needing to deavelop
frea time interests for home is enrolled in a Clothing and
Textiles =lass to learn to Sew.

Modify, Don‘t Abbreviate

The tendency is to yely too haavily on the general
aducetion materials and program when modifying the curriculum.
To accommodate for the student’s disability and slower pace, the
student may be instructed to complete only portions of the
acsignment given te the rest of the class. Whan this occurs,
the rasult is an akbreviated rather than a modified varsieon of
the original curriculum. If tha general education curriculum in
too difficult, an abbreviated wersion wiil be Just as difficult

with }ess time for practice.

one danger of isolated abbreviated asgignments ls the
potential impact on the students, espacially students with
autism. Many students with autism are compelled to complate
agsignmwents. Leaving an aggignoent after completing only the
recusasted portion of it may be extremely difficult., They may
feel frustrated, as though they have failed ln completing an

assignment, rather than feeling success 1n cowpleting a portion
of it.

Far exampla, a student with autism may complete worksheets
more slowly than his classmates, and requires coptinual
agsistance to complete each assignment. In respohsa to the
atudant’s frustration, tha student may he assigned a portion of
the original worksheet. While this pay he appropriate for
ccrasional assignments, using this appreach on a requlay basie
pay result in an abbreviated curriculum that holds little valoe
for the student with a developmental digakility. By referring
te the objectivas of the functional cerrelate, it can be guickly
determinad if abbreviating a2 glven as=ignment is appropriata.

] -]
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n Activities

Twin activities are like their human counterperts: they
1mok alike, but are often very different. The goal is to croate
sducaticnal materiale for the student with disabillities that
teach the objectives of the functisnal correlate, while
mirroring class activity.

For axample, if the general education students are To
complete a written assignment at thelr deske, so should the
gtedent with a developmental disahility. while he/she may be
completing a packet with large print addressing concepts ef the
functional correlate, the rest of the class may he answering the
guestions at the and of the chapter in the texthook. Tha goal
is to create simultaneous curriculums that result in twin
activity: all are seated, with pen and paper, working
independantly.

Ancther example coocurs daily in Retailing. Tha ganeral
educatisn students work in the scheol store, checking sut
custoners at the cash registers, checking in merchandise, taking
inventary, and placing prders. During this time in tha achoeol
store, a student with awtise alse assists with store oparationa:
cleaning counters, vacuuming, leading the pop machine, and
stocking and facing shelves. Again, all are working together
for the smooth operation of the schosl store, while the activitcy
of the student with autism is not so markedly different that it
makes him "stand outh.

currieulym Jntersections

Coccasionally, tha genaral education assigoment involves
group work, with potential for the student to socially interact.
These activities may relate more to the student’s sacial
objactives than to skill sbiectives found in his functional
correiata. These social apportunities center arcund academic
activities of the general curriculum and are referred to &S5

curriculum interpectjons.

curriculum intersectione may reguire special attention ke
enable a student with autism or other developmental disability
to fully participate. HMeodified materials may not ba neacassary
for tha studaent to participate in curriculum intersections.
Often, small adjustments can be wade in the activity as it
procaeds. For axample, in the course, Individualized Writing,
the class perisdically breaks into small groups to critlgue each
other’s writing. Each studant hands osut coples of hisfher work,
and reads hisfhar work to the grocp. When the group critiquea
the work of the student with autiem, their suggestione are based
on his content, and his level of writing ckills. In one
instance, when the student had his turp to critigue the work of
athars, he exclaimed, "Very good!™ each time. Students in that
group knaw they could count on at least one rave review.
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other curricwlum intersections require modified materialm.
These materials may differ from these designed to teach
obfjectivas from the functional correlate in two ways: 1) thay
may be creatad directly from the original assionment, not from
the functional cerrelate, andfor 2) they may contaln several
concepk and/ar social cues, like a eilent "teaching assistant”
gquiding the student through the aceignment.

one example accurs periedically in Retailing. Students
write goripts, then read them during role plays in front of the
class., The usa of specific selling techniques la demonstrated
in this way. Sinca the student with autlsm cannat underatand
the detalls of the wvaried selling technigues, his modifiad
assignment contains many concept and social cues to guide him in
writing a script and participating in this role play activity
with clas=smates.

The goal of any curriculum intersection is to maximize the
opportunity for social interactien, sc the student wikth autiam
can work¥ competently alongside his pears without intense
agsigtance from a coach. The student Iln Individualized Writing
may not dramatically impreva his writing skllls as a result of
the peer critigue. In Retailing, the student will never know
tha name of the eaxact sales approach he used in hix script. In
a curriculum iptersection, the general edoeaation course content
is not important. What iz important 1s for tha included student
to participate in the spcial aspects of the group activity

compatently.

Evaluate and Revjew

srudents with autism are advised as to how they will be
evaluatad. Meodified explanaticons and activities help ensura
they understand to the best extent possible why evaluation 1s
necasgary and what methods will be used. Evaluation may includa
any of the following depending on the course and individual
gtudent: 1) videotaping; 2) self-evaluation kby the student
{from videctape or data); 3) gathering of objective data from
vidaotape by the transitioen teacher or &pecial education staff;
4) performance on modified assignments and tests; andfor 5}
discuseions with the student and general educatlon teacher

{Chapters 5, 10, & 11}.

videotaping is one of tha mest valuable evaleation tools.

Students are periedically videotaped in their general education
class, The camera is usually mounted on & tripod, and is left
runming for the duratisn of the class. The videotape is
reviewed and evaluated by the transition teacher. (Fortiona of
the videstape are transferred to traveling tapas that are eant
home. In this way, a student with limited communication skills
is mssisted in sharing events from schoel with family memkers at

home ., )
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Suppert varies in respanee to the abilities of the student
and the general sducation plagements involved. Tf the student
can function independently and progrese in skill deval)opmant
with a modified curriculum and class coaches providing neaded
support, additional staff are not needed. HModifying the
epvivonment in this way to enable the student to function and
learn competently among his peers is the most preferred cption.

Tndividual students, and certain courses, may reguiras the
placement of support staff in the general education clasernom to
ercure guccess. Caution must be taken, as axcessive support, to
tha student atd/or the general education teacher, may
potentially be as damaging as inadequate suppart services. It
iz the responzibility of the transition teacher to determina and
maintain the appropriate support radquired for each genaral
education placement.

support is dependent on the abilitles of individual
students, the curriculum, and the structure of each genaral
education class., Ranging from laying groundwork, to providing a
completely modified curriculum, te placing additional ataff in
the classroom, suppert is copntinpeally menitored to Keep in linme
with student needs. In thizs way, students are enabled LY an
envirchment and curriculum medified to enaure thelr succeasiul
participation in general educaticen (Chapter 10).

Ideas For Modifisd Surriculugps

In addition teo guidalines, experience is the bhecst temacher
whar learning to medify surriculum at the secondary lewel. Thia
gsection lists ideas dizcovered through that experience - "tricks
of the trade" which have been very useful in modifying the
general education curriculem.

Sequenced Cyrriculum Packats

Seguenced curriculuvm packets (8.0.Ps) are written by
special education staff. They teach identified concepta and
skills {objectives) ae part of a student’s slmultanecus
curriculum. (dccasiomally, they may be used to supplement
activities for studente working from modified or expanded
curricolums}. Every packet centalns five sections, beginning
with Section A, Cues for corract answers fade as a student
worka from the first (Section A} to the Ffinal sectlon (Section
By. In this way, the ztudent has to provide more of the correct
ANEWeEr on his own with each progressing saction.
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Sequenced curriculum packata have hean found to ba wvery
affectiva for teaching spme atudents new information. In
agdirion, studants have lndepandantly applied information Lrom
the packets to real life sitvaticons. 5.C.P.6 Day be so
effective they may "backfireM, as the following example
illustrates:

Todd, a secondary student with autjsm, was placed in a
beginning Retailing coursa. The course covered merchandising
and retailing concepts too advanced for Todd to comprahand.
still, it was felt that Todd conld successfully participate in
the course with a simultanecus curyiculum. He learned to asalst
in the operatione of the school store, Tha Cat’s Corner. When
the other sptudents completed independent ssatwvork, Todd
completed $.C.F.s& which taught him the rules and regulations for
warking in the schoesl store.

Todd had just begun work om E.C.P.s which discussed
tardineas when a problem developed, Todd’s mother lnformed the
transitisn teacher that cuddenly Todd was refusing to board his
bus for schoel in the morning if it was a few minutes late - his
reason being he would be late for his work first hour in The
Cats Corner. He was convinced he had ta be on time for work no

matter what.

In response ta Toddrs rigid interpretatien ef the concept
of tardiness, the staff guickly revieed the 5.C.F.s8 to include
exceptlons to the rules regarding being late for work. The
revised packets were immediately successiul in halping the
student understand that sometimes evente happen that are outaide
of our control, and in those cases Lt is okay to ke lata,

compared with the success of other instructiconal
techniques, Tedd lcarned and applied concepts presented in
8.0.P.& faster and more effectively. Their use was expanded to
other areas of Todd’s curriculum.

Todd has contimed his work in merchandising classaes, and
currently is learning many of the terms and concepta ohce
considered too difficult, through the use of 5.C.P.a [Appendix
I: How to Write Seguenced Curriculum Packets and Social

Assistance Packeats).

Brgak Pages

Break pagee are pages inserted into a student’s assignment
to previde a "built in" break. To be effective, break pages
have ta be developed with tha cpacific interests of an
individual student in mind.

Break pages were initiated by JYeff, a secondary etudant
with antism. Jeff was secheduled to travel with his Retailing
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=lass to a regional exam, where he wouid take an exan {2 houra)
with hi=s clascmates. The epecial education staff wrote an exam
for Jaff te take at the ragional conferenca based on the
congcepts he was learning through his 5.C.F.s in Retailing.

There was concern Jeff would have difficulty attending toe
the axam for twe stralght hovra. Jeff's trapeition teacher
scheduled a support session with Jeff to give Jeff practice
taking a leng exam similar to the ene he would take at the

conference.

After completing five pagee of the exam in the support
seeslon, Jeff began to lose interest. He took some bassball
cards from his pocket and began loaking at them. The transition
teacher falt it would ke inappropriate if Jaff were to laoK at
his kpasesball cardas during tha real exam. On the other hand, it
was inappropriate to expect Jeff to attend to a two hour exXam.

The golutisn?

The teacher horrowed tha student’s bhaseball cards, and
copied them feour to a page. ©n the top of =ach page, she wrote,
wTake a hreak, then hack to work!"™ These "break pages" were
inserted (about ona every six pages) throoghout Jeff’s formal
axXan.

At the conference, Jeff came across the [irst break page
and was guite surprised. He looked for a few minutes, then
continued work on the exam., Every time Jeff finished looklng at
a break page, ha would glance ahead te sea when the next break
was coming. The break pages were effective in keeping Jaff on
task, and he completed his exam wlth the rest of his claas.

Be careful with break pages. Braak pagez may be developed
arpund one or several student interests. Students may have
ideas for activities to insert as break pages into their
clagswork, but avoid using pages which are o interesting a
student never returns to the assignment. Moenitor a student’s
naed for break pages. Keep challenging a gtudent to work and
attend a little langer by gradeally decreasing the fraguancy of
breaak pages in a student’s classwork.

Social _Clues

Not social cees, social clues. Wrlting eurriculum
materiale fpr a student provides a great opportunity for
teaching social skills without staff prompting. Simply provide
a student with social clues in the assignments written for her.
For example, a student Iln Clothing and Textiles worked from
modified sewing ipstructions re-written for her from the patiern
diractions. When assistance from an adult wes critical, the
nodified sewing directions teld tha student to raise her hand,
wait for the teacher, and in some cases instructed her in what
to ask.
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Tha possikilities for uwelng seccial clues are unlimited.
Occasionally try fading or dropping soclal clues from some
asajgnwents to chack if a student still needs them.

SHEMATY

The key to succepsiul placemente for stoudents with _
developmental dlsabilitles in genaral educatlon courses is to
incorporate what iz known about educating students with special
needs. Meodifying the surriculum for a student with special
needs providez the opportunity for that student to learn
meaningful skills and concepts in a classroom with ganeral
education studente. A professional may use any one (or
combination) of three diffarant modified curriculums {(expanded,
medified, or simultanesus) to sducate a student with sutism or
othey davelopmental disabiliries in malectad general education
courgas. These gourses way ba uged ag part of a broad
educational program inecorporating a variety of learning

anvirocnmentse.
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CHAFTER 10
Asaistance Through Accurate Sopport

Introduction

Students with autism and othar devalopmental disabilities
pften raguire inltial or engeing support to be succassful in a
vocational or general educaticon placement. The demands of &
general educetion curriculom often exceaed the abilities of these
grudents. In a vocational satting, a student’‘s difficulty with
communication and socfial skills, or the skills regulred for tha
iob, may indicate the nasd for support. Regardless of tha
setting, students with autism and developmental disakilities
must have available the support thay need to achieva individual

goals.

Support iz often misunderstocd, and therefore can be
potentially misused by parents and professicnale. Many eguatse
the concept of Y“"support™ with "staffI". Experience with studanpts
with autiem at Jenison High &chool indicates excesslve snpport
may interfere with proklem solving and the genaralization of
£kills. While staff are a valuabla regsurca, and abhsolutaly
azzential in some situarisns, they ara not the only form of
support available to students. Through greative usa of tha
wide variety of supports available, and ongoing evaluation of
the most affsctive support for an individual =tudent and
placement, support can become an &ffective educational tool.

For the purpsees of transitioning ztudents to adult 1life in
the community, The Curriculum System raguires support searvices
to ke accurate.

Accurate Support: Aany activity completed on bhehalf
of a gbtuwdent, which is based on ongoing objactivae
svaluaticn of the type and intensity of support
required by a student, to contribute to the
achlievencent of stated educational geoale.

Providing accirate support for students requires attention
to a student’s npeets and abilities, and the type of placement.
In this chapter, guidelines for determining and implementing
acouerate support for student placemente in genaral education
courses and community vocational placements will be discussaed.
Az guidelines, they nesd to be creatjvely cansidered along with
student information before initiating support for a placemnent.
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Dae e Fraluatjion t t 1y Evaluats -]

The Evalwation System provides extensive detall concerning
2 student’s perfommance, which directly lopacts the level of
support reguired. Valuable infermation regarding support may be
gathered through review of a student’s most recent Evaluation of
Student Performance forms for a given placement, including:

£kills a student can perforwm without assistance;

skills raguiring the most inteneive coaching;

k

progresa toward achievenent of specifiec skllls;

1

skills which are not improving; and

student, ocoach, and employar feedback.

Whenaever Summary of Student Ferformance [ormes are
conpleted, a review of nesded assistance and support for a
placement shauld be informally reviewed and revised as well.

The ewaluation forms hold a wealth of informatlon which should
signal the Fading or more intensive involvement of a coach., A
combination of fading during some times, and increasing
invelvement during others may also be indicated. Accurate
timing is critical te ascerate support. Ensura that )
support ls "up to date" for each student, and that it is keeping
pace with student achievements.

pther signals t2 chapga a estudent’rR level of support may be
more direct, especially ag managere and genaral aducation
teachars feel thelr fnput is valued., An example comes frow a
vocational placement in Jepigssn. In responsa to the
independence a student had achieved in hie bueinass vs. what
seemed to be a slow fading process, the nanagser commented, "You
don't nesd to have your coach hara anymeore...we’ll take it from

here.m

In this case, the coach was not faded immediately. The
transition teacher shared recent data with the manager. Before
a atudent is conslderad for a "coachless” placewent, a miniwum
of twa Summaries of Student Performance must indicate a total
independence rating of 90%. The transition teacher shared this
infarmation, as well as indicating a critical)l eki}l had to be
achieved hy the student before staff could fade completely:
asking for assistance. Aware of this fineal challenge, the
business worked to encourage the student to ask for needsd
apaiatance. Within two weeks the coach was complataly fadad.
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Agcurate Support for Studente in General Educatjion

Determining accurate support for students with disabilities
in general education courees depende on the ptructura of tha
courage, akility of tha student, stated goald for the placemant,
and the ganeral educatlion teacher invelved. All must be
considered in providing accurate support to general education
placements.

support should be provided to both the general education
teacher and to the stuedent. Support for students follows
guidalines prganized into a Support Hiewarghy for Stuydents in
Ceneral Bducatisn. Suepporting the genaral education teacher and
the student are discussed in detail in this section.

fontacts with General Educatign Teachera

Secondary general education teachers are vary busy pecpla
who know what they are dolng, and why. It is important that
support services reflect that understanding. Contacts with
general aducation teachars should be made at their convenience,
usually during prep hours, on a predictable basig. Most face to
faca contacts should last less then ten miputss. Communication
ie aften accomplished with potes back and forth between
schadueled contacts.

one mistake made in providing support to general educatien
teachers le& to =may, "Just stopping by to ask hew John is
doing...”. Tha transition teacher has a respensibility to
alteady know to some extent how Jehm is doing, and should be
walking through the door with mere golutions than guestliens.

The transition teacher often provides support to &8 student
and her general education class without ever attending claes
with the student. For information copcerning a student’s
progreess, special sducation stafif rely on videotapes of class
gegsions, Evaluation of Student Performance forms camplatad from
1ive and videotaped cbservations, and student performance on
©slasgs work.

The goal is for the transition teacher to walk through the
dowar saying, "Theee materials should help John learn that he
needa to stay in the school store when it gets crowded. ARy
activitias next week I should be aware of?™ If the transition
teacher has guastions, they should be specific and to tha point.
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Support Bisrgrchy for Studepts in General Pducalion

The fallowing levale of support are intended for uge as
guidelines to follew when developing individualized suppart
garvicas for each astudent placement.

Leval One Sypport
Level One Support is for:

- students whose abilities are too limited for
independent completion of modified course work; andfor

= students placed in classes centered around hands-on
participation requiring continual an-the-spot
madification of the curriculum.

Snpport involves:

- gontact with the ganeral education teacher onsé every
two weeks;

= a functienal corralate comprised of individual
objectives, placed on an Evaluation of Student Progress
form for periodic monitoring;

- placement of a gpecial educatlion agsistant in the
general education classroocm to assist the student;
and/or

= a one half to one hour support session or clase each
week [described later in this chapter).

An example:

Kristin is a saverely mentally impaired student with autism
in need of a placement in general educaticn to lmprove her
Flexibility and stamina. Equally as important, Kristin naeds to
respond to exaggerated social cues {Chapter 11} to improve har
performance in her vocaticnal training placemsnt. In cbserving
aerobics, the transiticn teacher realizes placing Kristin
without support staff will invelva intense assistance from a
gtudent coach. This will affect the student coach’se
participation in the course. Therefore, the student lg placed
with special education support staff fo medify, on the spot, the
exercises and activities of the claes.

The transition teachsr observes live, or via videotape,
onca avary Lwo woaeks. Frogress on individoual goals and
objectives is recorded by completing Kristin’s Evaluation of
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student Performance form for Aerobics during observationsa. This
inforpation is summarized on Summary of Student Progrens [orms
and shared with The C¢llective Expert. Becanse Kristin cannot
read, ooccasionally tha transition teacher reviews videstapas of
Krigtin's work in Rerckhics apd tha vocational training sita with
Kriztin. Hesded support ie evaluated and updated.

Leyel Two Suppart

Level Two Support is for:

- students whose abilities regquire functiconal
modification of the curriculum to indeapendently (or with

minimal peer coaching) participate in a course; and/or

- students placed in clasaes that are not individualigzed
to the extent that would easily inglude a student with
developmantal dizabkilities.

Suppert invalves:

- weekly contact hetween the ganeral aducation and
transitien teacher;

- a one half to ona howr suppert session or Buppert class
each week;

- a functional corralate comprised of individual
obhijactives, placed on a Evaluation of Student
Performance form for pericdic monitering
(Chapterse 4 & 5); and

— providing the student with a simultanecus curriculun
(Chapter 9).

An example:

John is a studant with autism placed in a Merchandising
cpurse that operates the schoel store. Hix abllities, and the
structura of the class, regquire contineal modification of the
curriculum. The general education teacher determines which {obs
associatad with the operation of the schoal stere can ba
performed by the stedent. Classmates coach him in the
completion of those Jobks. The seat work associated with the
curricalum for the course is a gimultanecus curriculum based
largaly on sagquanced curriculom packets. Tha student
independently completes these packets at the approprilate time,

The tranzition teacher or a special education assistant
observe {live or wvia videotape} and record information on an
Evaluation of Student Performance form. Once evary four
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obzervations, this information le supmarized on 4 Summary of
student Performance form. Performance on asslgnpents from
John’s ejmultanecus curriculum is continually reviewad. All
information is shered with John and his Collective Expart.
Needed eupport, and possible opportunities ta complete ganaral
education asszignments, are continually evaluated.

Laval Thrge Swpport
Laye]l Three Suphort is for:

- students whosze abillties are close to general sducation
students in the general class; apdfor

-~ students wha may eccasionally need nodified or expanded
assignments; and/or

- students placed in a class with a highly individuallzed
format which dpes not require significant modificatlon
of the curriculum for s etudent with developmental
dipabilitie= to ba successfunl.

Support involves!:

- freguent contact with tha general education teacher,
via notes or in perscon;

- esupport addressing a student’s communication and social
ekills, or other bahaviors or areas of concern;

- an expanded curriculum to assist the student in
making functiomal application of concepts and skille

taught in class; and/or

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

An example:

Amy is placed in the secendary course, Individualized
Writing. Amy has second grade reading and writing skills. A
majority of class time i devetad to writing in journals or on
assignment=s. AmY requires little modification of the
curriculum. When studants evaluate one anocher’s work in swall
groups, Amy is included. The geneyal education students comment
on Amy’s work by making suggestions appropriate for her ability.

Amy is easily supported by the individualized clase format

and classmates. The transition teacher nonitors Amy's brograss
by pericdically completing an Evaluation of Student Performance
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form daveloped for this placement. Amy 15 videctapad aboul once
each month in clases for Social Reading (Chapter 11) activitiea
te improve Amy‘e social skills in class. The transition and
general education teacher communicate frequently via notes back
and forth, and scheduls meetings if needed. The Collective
Expert raceives Summary of Student Performance reporte

periodically.

cte wi ara

Contacts with managers of vosational training placampantse
should be brief, and to the peint. Alwaye have an agenda in
mind, and keep focused on the student and the business.
Information from eveluation forms often detarmine the agendas
with meetings With managers.

If tha reaseon for a meeting is to dimcuss a particular
problem or jissue, have a few tentative scolutions in mind. Flrst
and foremcst, ask for tha ideap of the manager andfor employeesn
ance the concern is clearly shared. Often, the transitlen
teacher has an excellent understanding of a2 student and why &
hehavior is occurring, and a manager has opticns that are
logical, and meet the needs of the business and student.

Combine tha expertise.

once an idea is implementad, and tha success or fallure of
the idea is realized, szend the manager a fullow-up note.
Thark him/her for their tiwme on behalf of the student, review
the salution that was decided upon, apd share the outcome.
Always follow-through and keep everyone currently informed.

Fraguency of contact with managers 1e highly individwal -
both in termz of the student, and the business. Meeting too
fregquently may be a real disservice to a studant, as will
meeting too infreguently. Strike a balance, and continually
evaluate changee in the need for contacts with each manager.
Individualize for a business an wall as for a3 studant.

Support Hierarchy for Students jn Vooational Training

The following levels are listed as guidelines to be
individualized in regards to each etudent and placement.

149



levyel Ome Support; Ynitial apd Posajibly ongoing Support

ILeyval Ona Support is for:

- satudsnts working in a placement for tha Filret time;
and/or

~ gtudents with an overall total independence rating
en evaluation summaries of B0% or less (Summary of
student Performance}, or an individoally determined
eritaria appropriate to the speclfic peeds of a student
and businesz; and/or

- students training in an unpaid vocatlenal training
placement.

Suppart invalves:
- continual presence of a skill coach on site;

- meniteoring of performance oh evaluation sheeta each day
nf vacaticnal training, with sumnariles of pearformance
every four days of training, or as Individually
detarmined;

- wvieits by the transition teacher to the site twice each
manth, or as individoally determined;

- contacts beatween the traneition teacher and coach twice
each month (on weeks opposite site viplits by tha
transition teachar]:

- efforts to fade the involvement of the coach ag measured
by the type and intensity of required prompting
(Evaluation of Student Fecformance fome provide
this information);

-~ efforts to encourage student independence and
interdependence within a vocational placemznt
by increasing efforts to 1) identify employeds A
gtudent way ask for assistance, and 2} train the
atudent to recognize needed agpiztanca and who to

go to for help;

- afforts te assist emplovees in communicating,
understanding, and working with a student; and

- student participation in a suppert gession or support
claxs sach waek.
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- gtugdapts who have learned the routines and ekills
asssclated with a jeb, but who still pariodically
require assistance [rom a coach, and

~ gtydents who have a total independence rating of 70% or
higher on a minimum of twe consacutive evaluation
summariea, or a criteria datermined to he appropriate to
the specific needs of a student and business.

Support involves:
= develcpment of a fading schedule;

- ipnforming everyone, especlally te student (in a way
he/she understands) that fading is to occur;

- considerationfdiscussion of feelings surrounding
fading;

- coach absence fror tha site for increasing amounts of
tima;

- clearly identifying employees able to providae
acssiegtance, or take responasibility for, a student
during a coach’'s abzenca;

- ¢ompletion of an Evaluation of Student Performance form
during the tine the coach is present, with a Summary of
student Performance form compleated every four days of
training {or as individually datermined);

- wisits by the tranzition teacher to the site (same
frequency as Level One); and

- mestings twice each month [or as determined] betwaan
the coach and the transition teacher.

- gtudent participation in a support session or support
clasgs each week.
Fad Coach I |
Fadipg refers to the gradual removal of a coach from a
placement. It is uzed with students who have demonstrated they

no longer need a coach present, andfor in situatlions where
puppert for a student has bean suecessfully transferred to
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people on site, For this reason, Level Twe Support paya cloge
attenticn to evaluation forma. The transition teacher lookes for
decreasing (type and intensity) levels of prompting regquired by
a studant to be Euccessful.

By recording information regarding prompting on Evajuation
of Student Performance forms, coachaes are continually aware of
thair own involvement with a student. For exemple. ky recording
data en a student’s reguired prompta for each sKill ip a
placenent, the skill <oach ls sjmultanesnsaly resording her own
bahavior - the number and type of pronptes she providesa. Skill
aoaches alse indicate when assletapnse la provided by an
epployae, supporting emerging relationships of employees with
the student.

In this way. fading kegins from the first day of training,
emerging aes a mere formalized process in Level Two, Leval Two
support invelves gradually remeving the skill coach from tha
vocatianal site for increasing perlode af tine. The fading
procecs may hold some important jmplications which daserve
conesideration.

How Fading May Feel

Fading involves an emotional ecomponent - for managers ardd
omployees, coaches, teachers, parents, and atudents.

While aware of the eventual fading process from the start,
managere and employees may lack confidence in fading as it
presents ltself as a reality. Fellow employees may begin to
guestion the adeguacy of their skills in weorking with the
student. Managers may have had negativa expariences with other
programs fading teo guickly, or literally dizappearing once
fading was announced. For them, fading may be interpreted not
as a change in support services, but a permanent termination of

contact with support staff.

Skill coachss have many hours of affort invested in a
placement, and have growh cleoser to the student and the
enployees of tha vocational training site. It's important to
recognize the difficulty a skill soaches may have in fading
thair involvemant - from their perepective. Also, skil]l cocaches
are well aware of even the smalleet dangers and difficulties =

student may enzounter, Their faslings may rally in conflict -
ona, a desire to be protective, the other, a desire to see the

gtudent succasd "on thelo ownn.

Parents may feel a variety of things. Safety is a pricary
concern of everyone invelved, but intensified for parents. The
anticipation of seeing their child succeed on their cwn may be

tempared by other previcus efforts, programs, and promises of
the past that seemed great, and failed, ©On tha other hand, aona
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parents may be &0 onthusiastic the professiosnal feels like "tha
bearar of bad news" in contrast, listing the concerns and

caugtiong assoclated with fading.

students may feel threatened - fading represantsd a change,
gven if it 1a gradual. Often 1n the fading process studente
have teo magter skills which, up to this peint in time, have baan
rhe most diffienlt to achieve, For example, while a student way
have maztered the rote ekills invelved with a iok, the ona skill
needed for successful fading may be reporting to the managoer
when a job is completed for the next set of directiens.

Many factors and lssues surrounding fading may ba
anticipated and planned for ahead of time. If fading has been a
goal from the beginning, and everyone has been invalwed in the

1acement from the start, the emotieonal barriers to
fading should ke minimal. Still, they decerve recognition and

attention regardless of their iptensity.

A prerequisite for successful fading is careful and
comprehensive planning. What follows is a list of ideaa that
have proven effective.

Remember, anyone can initiate fading.

Accurate, objective information opens the door to
cooperatively fadiny the invelvement of a coach. By pericdically
sharing evaluation apd summary forms with a manager, hefghe will
see the student gaining inereasing independence. This prolect
has had managers review the data and ask, "So why are you hare?"
Tha same holds true for parents and students. Fading <doea HOT
heve to be initiated py the transition teachar. If peopla hava
been genwinely invelved in the training process, they will fcel
comfortable offering suggesticons.

rollectively consider fading before deciding to fade.

consideration of fading by a tramsition teacher should
invalve consultation with the ¢e¢llective Expert and the wmanager.
pDissuss fading and the reasons behind it with several key

pecple.

Write and distribute a fading schedule.

When a decisipn to fade is reached, type a tentative
schedule for fading. Share copies with The Collective Expert
for review {and poszible revisions) prier to initiating fading.
Take an individvalized approach coeneidering the student, and the

business when devaeloping a fading schedule.
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For axample, fading will reguire the coach to leava the
site for increasing amounte of time each day of tralning.
Howaver, determining which time &lota the coach will leave tha
cite on each day is a process which considers factors affecting
the student and business. Increases in the amount of time &
coach is off site 4o not have te be lmplemented in gaquantial
order. Perhaps heginning with ona half hour of fading from the
beginning of the placement, then the next day of training adding
a half hour from the middle of the placement, will bhe the noat

af fective,

A fading schedule lists wore than just the datas and
reyinning and ending timed that the soach will not be pragant.
Fading aschedules alao list sbiectivas that are still not

completed, as well as COnCEYns Or probleme which may ooCur
during fadiny. The tentative schedule should ke distributed tec

the Collective Expert at least ona week prier to the start of
fading.

Cclearly identify people who will assist tha student in the
coach's abSencs.

Make sure several people at a vocational training placamant
are ware af the fading process. Identify a few { aluays moro
than one!) who are willing to “keep an eye cutt? for tha ptudent
as he trains. Make sure the employees have a phone numbar theay
can call to imwediately contact somesna should a problem ariee.

Prove that no one’s packing.

Share the program’s fading ard #rpachlese™ sSupport services

with an employer in person, and in writing. MHake sure 2
buysiness understands they may halt or alter the fading procass
at any time with a phone call. Describe what support services
are provided when a stodent is working "coachless" - after
fading iz completed. MHake it clear no one is leaving town, or
apandoning responsibility for ensuring guality programming.

: "Coa =1

Level Three fupport is for:

- gtudents who have learned the routines and ekille
associated with a job, and who have an establipghed

support system within the placement, andfor

- gtudenta who have a total independence rating of
90% or higher on a minipom of two summary of Studant

Perforfance reports.
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Suppart involves:

- ongeing fasze te face contact with the employer
pocurring on a schedule determined by the emplayer and

the schaol zystem.

- pericdic monitoring of skills using the student’s
Evaluation of sStudent Performance form (for example,
Bhoe avary two weekKs) .

- comppletion of a Summary of Student Performance form
everyfour completed evaluations (or about once every
two months) .

support ls a powerful educational tool which, if wisunaed,
can wndermine student achievement. As indicated earller, scme
of the largest misconceptions surpounding the education of
students with dlsabilities in a variety of learning environmentes
involve the use of support: specifically, eguating
"gtaff-with-student" with "appropriata—support”.

In terms of idepntified student goals, staff-with-student is
the easiest, but may not be the most acourats wathod of support,
Evaluation may indicate the need for support using a variety of
other technigues, materials, and activities. Support services
should reflect chjective angoing evaluatien and provide a
variety of optieons: staff, materlals, instructieonal technigues,
and activities. This section focuses on several ways in which
students with autism and developmental digabilities may be
supparted, in addition te, or in some cases jnstead of, the use
of ztaff-with-student.

The Support Clasaroon

At Jeniszson High Schoeol, all students with astism have as
their "home bhase" a "support classrocm®. This classroon i
staffed by a special education teacher and instructional
agsigtants who double as coaches (in vocaticnal settings, and
cccagionally in general sducation courses} outeide the
alasgrcom. Thie classroowm provides ongeing support for the
devalopment of academic and/or functional skills required for
success in genaral education placements, vocatiohal placements,
at home, and in the community. The suppert classroomp provides
the centar for coordination of efforte throughount tha program.

Additional support is provided by a transition taacher and
assistant [who coordinate all vocational and genaral educakion
placements). The transition tearher i=s responsible for support
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seseions and & weskly support class. For each general education
placenent, students participate in individual support eessicns
with this taachar. Students lp voecational placemants are
anrolled in a support class which maats onca each week, Great

] glasa. Support pessione and Great Habits Claes are
detailed in the followlng sectlions of thie chapter.

Support Sessiong

In general, support seaslona provide an cpportunity for the
atudent to improve the quality of his/her sxperience and
performance in non-sheltered learning envirenwents. Support
sassions are hald on a regular basis for etudents enrolled in
general education coursee {about one half hour each week per
genaral education placement), and “as nagded" for vocational
placements. A wide range of pateriale, techniques, and
antivities are used to maintaln or improeve a student’s
performance.

Some Support Session activities ansure implementation of
the Standards for Studant Particilpation in Traneition
Programming {Chapter 3). Listed below and on the next page, the
numbers on the left refar to the specific standarde {outlinae
raference F£8), with the corresponding activity listed on the

right.

III.A. Preparation for participaticn in an upceming IEPC, with
an individoalized explanation of the anticipated lesueas

and cholces.

III.B. Individualized explanation of available cholices
throughout the year.

ITI.C. Building skills to express desired choleces;
input inte selecticn of geperal education courses
(IV.A.); and vocational training (IV.B.).

Thege activitias often involvea communicating with

a atudent at the computer. The transition teacher
types in her guestione or comments, apd the student
dictates or typesz in his responses.

students can take a printed copy of the conversation
with them. The transition teachar also keeps & copy in
the student Hotebaok ([Chapter 7).

v1.A.- Explanation of evaluation proceduresx, opportunities

VI.E. for zalf-svaluation, andfor interpretation of
information From avaluatlon forms, sunmaries and
conpleted assignment=

11l&



VII.B. Opportunity for a etudent to discover/fexpreses
likae/dialikes regardihy a general education placement

VII.A. Review of curricelum, for example: a student may need
apeistanca in studying for a test, or may try cut new
medified curriculum matarials bhefore using them

independently in class.

¥.A.~ Review of videotapad sequences of the general
X.E. education class and Social Reading activities {Chapter
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In additien to activities related to tha Standards for
Student Participation, Support Session activities ara influsncad
by a student’s corrent performance in his general education or
vocational placement. Suppori Sessions may also include related
activities From Great Habits ¢lass, discussed in the following
section.

Great Hahits Clase

Greakt Habits Class was developed for students wlth
developmental disablilities placed in wocational training

experiences in the community. The purposa: to work on common
goals and hakite associated with success as a group and as
individuales, and to provide regular opportunity for students to
review thelr own progress in vocatiocnal settings.

Graat Rabits Class meets for one hour each weszk, and ie
taught by the transition teacher. Like support EesEions. oany
of the activities have their "reots" in the standards for
Student Participation in Transiticon Programming, and the
Modified Habits {Chapter 1). What follows is a description of
soma of the concepts and actlvities covered in thia clasa.

Job Skills and Great Babits

Great Habits Class focusss on the traditional, and not ao
traditional, skills associated with thig area. Traditiconal

instructlion focuses on job interviews, job applicaticons,
paychacks, etc.. Instruction in non-traditional ekills is based

in paxt on twe books by Harvey Mackay, Beware the Naked Man Who
11 = Shirt (Hew York, 1990) and Swim With the Sharks
{New York, 18823). Concepts related to work hakites and succacs

activities rcreated for students with autise and ather
develapmantal dizabilities.
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nderstanding and Using The Curriculun System

The Curriculum System wap written specifically for students
with autiem, and has bzen effective for students with other
developmental disabilities as well. It was also written for
parents and professionals who work on their behalf. Tt is
inportant students understand itfs componente and how it works
to the greatest extent posasaibla. This includes activities
developed to ageist students in understanding and using the
standards feor Student Participation in Transition Programming,
The Objective Bank, The Evaluation System and other components
of The Curriculum Syatem.

Coaln

An important part of the Sreat Habite curriculum ls learning
to set reascnable but challenglng goals. At the start of each
creat Habits class, atudents set goals for their work in theix
vacational placemwent the following week (on the first page of
their Fvaluation of student Performanca form). These goala ara
recorded by staff on a record sheet for each studant to keep
track of the goals set by each student.

students often set unrealistic geoals at first. Typleoally,
experience with unrealistic geals leads studente to develop more
ageurats, realistic, and challenging geals ever time. For
example, Harrison, a secondary student with Down's Syndrome,
sets a goal for coempleting 2,000 kbracket assemblies in ten
mirnutes. Instead of staff advieing Harrison of a more realistic
number to use for a goal (20}, he takes the goal to work the
next day of training. Harrison comparee hie geal to his actoal
performance, all of which he recorde on his Evaluation of
ctudant Perforpance form. In the next Great Habites Class,
Harrizon sets a goal of 100 brackets. Owver time, his goals
pecome pore realistic as he learris on his own to refer to his
past performance before setting new goals.

To ba able to set goals, students have to understand what
goals are. Part of that understanding comes through the ongelng
experience described above. Also, prior to setting thelr own
goals, students participate in activities teaching them: i) what
a goeal IS; 2) to determine an appropriate from an inappropriate
goal (according to their own needs and abilities); and 3) how to

Ent A goal.

Evaluation

Evaluation and self-evaluation are an important part of The
currioulum Systew, and an eyually important part of employment.

students are taught about evaluation and it’s wvalue through a
variety of activities. To assist students in understanding The

Evaluation of Student Performance Form, activities include:
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Evaluate the Taacher

Prior to <lass, an evaluation form is developed which liste
steps the transition teacher will feollow in teaching the class.
students are told they will ke £i)lling out thisz evaluation form
at the end of tha clasa, and will be reguired to indicate if the
teacher reguired assistance, or did not regquire assistance, with
each activity. In other werds, the student s complate an
evalaation form (with sone assletance at firgt) based on the
teachar!s performanca in class.

The activity can be simplified by: 1) the tranaitlon
teacher exaggerating regquests for assistance at first; or 2)
stoppinyg after each step listead on the [omm, and discussing as a
group whether the transition teacher required assistance with
that partiecular etep; or 1) liwiting the number of listed steps
to two or three at first.

Self-Evaluation

once students learn to evaluate the teacher, they prograss
ko evaluating themselves. A few gkille that are requirad
during each Great Habite Claes are listed on ap Evaluation of
gtudent Parformance form. At tha closa of clazs, each student
completes tha form indicating if they required assistance
with each skill by placing a ™ ™ in the correct column.

Summary Reviaws

Once each manth in Great Habite Class each student reviews
with their coach the completed Summary of Student Performance
form for their vocational placemant. ©On the reverse side of
each summary the coach apd student write their comments
regarding the last menth 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 guestions concerning the
vocational training sites for the previous wask. Questions might
includa:
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- Did anyone begin a new job this week?

- Which studente did I [(tramsition teacher) wvizait thia
weak? When did I visit?

- Why did Jeff have a charge ln hie work schedula this
waelk?

- Did pomeone learn a new gkill in hisfher job this week?
- Who worked in a placement for the last tiwe thia weak?
- Hew did Jerry get to his job this weak?

Through Great Habits Class the skills needed in vocatlonal
training experiences are reqularly rainforced and rehearsed with
students. Studants have an opportunity to learn both
traditional and non-traditional skills related to succass in the
workplace. Students have the spportunity to become aware of
ather job placements. The forpat enablas students and staff to
idantify and learn needed skille and goals, and to genearalize
their applicatlon teo the workplace the following week.

Concluajon

The Curriculum System provides students and the community
with support through a variety of appreaches and materials.
Avold the eguation of staff-with-student = support; use Creative
and callaborative efforts teo develpp appropriate suppert for
aach placement. Recognizing the differences in support for
yenaral educatlon vs. vocational placements, and individualizing
gupgort not only in terms of a student but alsoc a placement,
will set tha stage for a successful cutcome.
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CHAPTER 11
Sogial Assistance and Social Reading

Introduction

Thea axperiences of sacondary Jenison High Schoeol students
with auvtism and other develapmental disabilities learning in
non-gheltered environments have econsistently indicated social
£kills are among the most important for achieving success in the
somnunity. Soeial skills may alsce be the most elusive to teach.
consldering the highly individealized needs ¢f studente in the
area of social devalopment, it would ba naive to mubszeribe to
ahe approach for addressing thesa skille.

Far this reason, The Curriculum System is designed to ke
individual, flexible, and "eclectic" when it comes to soclal
skill devalopment, Tt can incorporate almpost any approach or
technigue for teaching social skills inte daily iwplementaticn
af a ptudent’s curriculum. In additieon, soclal skills are
addreesed through many components and activities in The
Curriculum System, not just Social Beading (described in detail

in this chapter).

The reader is cautioned in reading this chapter: Secial
Readlng is just one technique among many, and hae been found to
he effective for assieting some students with autism and
developmental disabjlities in understanding and rasponding to

sozial situations.

Social Agzigtance: A Definition

Por the purposes of The Curriculum System, Social
c8iz i defined asz:

Sorial Aspistance: All materials, techniguesa, and
activities which as=lzst staff in understanding &
gtudent’s perception of a glven situation, amdfer
azaist gtudents in predicting, "reading™ apdfor
responding te social situations more effectively.

Minimally, Social Assistance provides students with
assigtance in predicting, identifying and/or appropriately
responding to a wide varicty of naturally occurring soclal
situations. In addition, Social Reading, particularly
Videotaped Soclal Reading, may provide critical and valuvable
insights for others into how a student percelves a siteation.
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Soclal Assistance includen:

1Y efforts to help the community affectively interact
with the student [(CThaptersz 8, 9, and "Social
Reading,® this chapter);

2] efforta to help studants prepara for, predict,
and reapond to upcoming social situations as
indapendently as possible ("GUESSWORKS," 1n Chapter 4,
and "Social Peading,® this chapter);

3) efforts to help student= accurately "read" and
razpond to social cues as indepandently as
possibla ["GUESSWORKS, " in Chapter 4, and "Social
Reading® apd reiated activitles, this chapter);

4) efforts to help studente identify when help is
needed, and to initiate reguests for help
["GUESSWORKS," in chapter 4; Chapter 5; and "Scclal
Reading, " this chapter);

5} eafforts to help students interact socially with
othars more effectively ["GUESSWORKS," Chaptar 4
Chapter 5; and "Social Reading,"™ this chaptar).

The chapter 11 Nictionary

The following definitions are provided to agsist in
understanding information presented in this chapter.

Soc:ial Reading: An approach ta social skill development
dasigned to: 1) assist pthers in understanding how a
gtudent perceives a sltuation; 2) describe staff
perceptions of a situatien to a student for comparison;
and 31 assist the student in initiating his/her own more

appropriate responses.

LIVE Social Reading: Soclal Reading completed live, as a
situation occours.

VIDEOTAPED Social Reading: Social Reading uwaing videctaped
social situations, often which include the atodent in the

videotape.

socfial Stories: Stories written for individual studante in
response to specific situations to reinforce Social
Reading activities or to reinforce skills addressed

through other social skille interventions.
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Social Assistance Packets: Sequenced packets designed for
individual studentsz with gradually decreasing prompts,
which focus on prierity aocial skills or relevant social
sites within a selected sitcation. Sacial Assistance
Packete (5.A.P.s) ara often used to support Soclal
Reading activities (Appendix I: How to Write Sequenced
Curriculum Packets and Social Asgistance Packets).

Social (uar A communication, behavior, or event which
may elicit a sogial rasponse.

Exaggarated Social Cuas: Any social cue intentionally

medlfied or dramatized to make it more sasily
recognizable.

Social Reading

tia

Social Reading assumes that to teach "appropriate soclal
responses”™ to a student could hold little meanjing if others do
not understand the stodent’s perceptions, or the studant doas
not understand what ie oceurring around him, and why. Prior tao
teaching appropriaste =ocial responses, Social Reading aseists
others in understanding a etudent’s perception of a situation,
while agsisting the atudent in selecting and respanding to
social cues more accurately and affectively.

This rationale is similar to ona of Stephen Covey s gevan

it o h i v ecple [Cevey, 1985). In his chapter
degeribing the fifth hakit, "Seek First to Understand, Then to
Be Understocd,” he states "Seeking to upderstand requirses
consideration, seeking to be understood reguires couraga.”
Following buot modifying this advice - approaching social ekilla
firet from the perspectiva of the stodent - can go a long way to
asgisting student=s in dizcovering their own more appropriate
responaes to Bocial sjituarions.

The underlying belief is thkat solutions students develop
ara oost likely to be nsed, and to generaliza to other
ajtuations, in the absence of supperts,

This approach works toward three objectives:

1} understanding the perspective of the student,

2] providing wmore accurate information concerning a social
situation to a student, and

3} supporting and reinforelng more appropriata studant
selutions to their own behaviors.
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Soclial interactions and situations are dynamic; they oftan
sccur eimultanesusly and in great numbare. Thie rendare social
gkills ameng the nost difficult to addrace in an aducational
program. Working first to understand a studantfs percepticns,
and aggisting studentz in identifying thajir own social
responzes, may provide the best poessible framework for
ganeralization of social skills,

The Goal
The goal of Social Reading is to gain understandimg of &
ptvient s perceptions of a given social situstion, whilsa

increasing atndent independence in accurataly “reading® and
effectively respamding to targeted naturally occurring secial

cued.

Basi .

soclal Reading activitiea vary accerding to & student’s age
and akility, following these basle steps:

1) Targat a gpecific situation.
2} Decida to usce Live or ¥Videgtaped Social Reading.
3} Gather information.

4] Share obgerwvations, and Fupport.

5] HesponsSes.
dant et 5 t

1. start informal and pogitive (if poesiblal].

Ta develap Secial Reading for an individual studant, trying
it first with a non-threatening or pesitive situation is a good
idea. Target situaticns do not necessarily have to be thaose in
which the student demonstrates difficulty or negative behaviore.
They ©an alsc ke thosa in which iwprovement of current pogitlive
skills is the goal, or where a student is performing

satisfactorily.
. Look at avaluaticn sheats.

To identify target situations, review Evaluatlon of Student
perfarmance forms, checking for soclal skills which are not
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progressing. Specifically, loock for aocial ekilla which are not
improving for these which consistently require the game lavel of
prompting and are showing little, if any, improvement}),
especially in situaticns where othar skills are progreasing

satiasfactorily.

3. Target situations oftan target themselves.

Target situations often are not difficult teo identify.
Thase are situations Aifficult or frustrating for a studant,
which ragult in inappropriate rasponsag and behavicer. They may
ke situations previcusly addressad with other social skilla
training programs, which continue to present difficulty.

Exaggerated Socigl Cues

A3 defined earlier, an axaggerated social cue ls any cue
intenticnally modified or dramatized to make it more easily
recognizable. Exaggerated social cues may be used to asaist a
student in recognizing and respeonding to ipportant social cuas
in targeted situations. When considering using Live or
Videotaped Social Reading with a student, building in
axagqgerated social couas may be haelpful.

For example: a student iz placed in a vocational task in a
row among several workars parforming the identical tagk at a
table. Instead of using a coach placed at the studant's side,
providing physical prompts, the student is seated facing the row
af workers. The wviszual cue is "exaggerated" as the student now
looks at a raw of five people all doing the same thing., cCues
can be exaggerated with very minor modificatione, and cften
bring good results. Fading of thesa cues may be accomplished by
gradually altering the environment.

Exaggerated social cues may be one factor to consider when
deciding on the nost appropriate gencral saducation placement.
A clase Iin which sveryone does averything together may be mora
conducive to success [especially for a student with autism) than
a classroom with a variety of activities occurring in different
parte of tha room.

In deciding whether teo use live oy videdtaped gituations

for Social Reading activities, or a combination of the two,
consider the following factors:
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1. Simnltanacus steps, or step by sbep

Live Social Reading addre=zzas the baaic stapa of Social
Feading (iistad previously] simultaneocusly, while gradually
decreasing staff involvement.

VYideotaped Social Reading is accomplished by reviewing
a videotape of a targeted situatjon saveral times. Tha targeted
gituation i=s "raad" step by step, beglnning with gathering
information, =tc., instead of addressing these steps
simultanecusly {as in Live Sceclal Reading}. Fading ataff
involvement is uwscally net an 1egue with Videctaped Soclal

Reading.

2. Peedback

Live Social Reading provides inptant feedhack for a
etudent. The drawback iz working among the digtractions of a
live situaticn, as it ocours.

videotaped Social Reading provides delayed review and
feedback. Students have the opportunlty to chserve
themselves, in a setting removed from the situation presenting
Aifficulty. Videcotaped Social Reading usually is completed with
2 student in a suppert session (Chapter 10).

3. What youn z=ea ia...

Live Social keading can yrecspond to a seclal situwatlon
occurring anywhere in the reom. Live Social Reading will
reflect more of the emoticnal content of the targeted slituation.

Videataped Scocial Reading ie dependent upen what is
captured on videctape. If & camera is mounted and left running
unattended, studepts may be more relawed, resulting in more
"natural® activity., Video recorders often s&& MOrs detall than
live ghservations and are indisputably accurata. 5till, the
field of vision of a vidao recerder on a triped is restricted.
The “auditory field™ js wider, and a video camera will pick ap
the soupds of activitias surrounding {but not visually recorded

By) the camnera.

4. Poremtial distractions or interferanca

Live Social Reading may interfere with social interactions

teward the student, as it reguires a staff person toc be closa,
and to interact, with the student. Live Social Reading may he
vizvwally more subtle in a room when compared to the presence af

a wideo camera.
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Videotaped Social Reading invelves the use of a video
camera, whlch may be highly distracting to the atudent and to
others. The presence of a video camera may potentlally change
tha targeted situation. This may ke minimized by: 1) informing
others of the genaral Teascn for the camera; 2) us=ing it often,
evan to record ‘non-targeted’ altuatione; and 3) using one of
the new anall videg recordsars.

= Frompt dependence

Live Social Reading reguires a staff parsocn to work
directly with a student in the targeted situation, increaszing

the possibility for the student to become dependent upon their
invelveament .

videotaped Social Reading records targeted situations with
a statlconery camera, with later review by a staff person amd the
ctudent., Without support staff in the targeted situvation, the
danger ©f a student’s dependenca on =taff Involvement ls

eliminated.

6. Scheduling

If a targeted social situation occurs at & glven tine
each day, Live Social Reading le an option if a staff
person is available to the student at that tipe.

_ If the targeted sjituatien is random, videcotaping one or
nore clasa sessions with a stationery video camera may he the
best option in terms of staff time.

Ta Stafr

Live Social Feading ie possible only Af a staff parson
iz available to¢ the studant each day when the asituation occocors.

Videotaped Spcial Reading requires review of videotapa of a
targeted situatien with a student. A staff perscon wmay have to
set up a statianary video camera to record the targeted
gitmation, although often media prefessionals can perfarm thlils
task.

a. Mix and Match

Using Videntaped Secial Resding in cone setting, the general
education classyocom for example, and Live Zocial Reading in
ancther may ke the nost workable option. Or, use Videotaped
Social Reading exclusively, nonitering saveral learning
anvironments to see if newly acgquired skills ara genaralizing.
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Ee creative and use the bast judigment of professionale and tha
Collective Expert.

Reading: A H

The skills required by thosa ageisting students with Social
Reading vary depanding upon whether Live or Videcotaped Scocial
Reading is vsed. Basically, a person "reads aldud™ a
description af cheerved eventz. Reeslistically, that may fesl a
little awkward. For that rsason, general axperience "reading”™
eocial situaticons is recommanded priler to working with a student
using Live or Videotaped Sccial Reading.

First, "read" by reporvting obsarved behaviorz and cuea
freadinyg for comprehenszion and interpretation may coma later).
The natural inclinatien may be to talk about how paople faal
abaut what is happenring, and to immediately share those fealings
with a Btudent. Initially, describe a gitvation objectively, asa
theugh it is coourring in twe dimenzicons. Foous on describing
actions, net feslings. If feelings are mentionad, describa
those feelings through observable, not implied, observations.
For example, "The man iz smiling," not, "The man is very happy."

a4 good way to practice reading sccial situations without
involving a student or other people is to read television shows.
Turn on the telavision and "read" aloud, in short, simple
vocabulary, what is ogccurring. To learn te focus on cbserveble
vehaviers, first "read®” the activities of the characters with
the voluma off. (Thiz is not to imply conversation should be
ignored when "reading" a siteation with a student. Conversation
is alao relevant, and should be reported also — especially aa it
relates to visually cokservable cuace.) Televispion shows with a
lot of fast changing social interactions will best prepara
someone for reading social sitwatiens. The evening news, or
news kroadeasts showing live situations, are great for beginning

practice.

Ancther idea is to *read? several live sccial situationa
"to yourself”, as they ocecur. Once comfortable with reading
social situatlons in general, wmantally practice applylng tha
guidelines listed for Live or Vidastaped Social Reading
deasrcribed in the remainder of this chapter.

Liye Sogcial Reading

canexa) Guidelines

1ive Social Reading involvas the usa of a staff persen in
“reading™a targeted situatien te a student as it occurs. Use
the following guidelines for Live Social Reading.

128



1, Start with a geal of increasing student independence.

Wher using Live Social Reading, staff/parents work from tha
start to gradwally fada their invelvement. Increasingly, the
student assumes responsibility for "reading" and responding
apprapriately to the targeted situation. To structurs the
decreasing involvement of staff, Live Secial Reading is
organized inteo four levels, with the basic steps of Social
Reading (described earlier in this chapter) addrepsad
simultanscusly at each level.

2., Silance i an sducational tool.

Live Social Reading requires these assjisting a student to
talk calmly and slowly; pause frequently when Yreading” a
eituation; and te wait patiently for a student to ansWar
gueetions. Scocial Reading way be difficult for students, and
they will reguire more time to respond to guestions. A good
general rele is to wait slightly longer than is judged to be
reasonable.

3. Support Live Social Reading with individualized paterials.

Students working at any level may ba provided with
a) social stories and/for b)] social assistance packets to
reinferce Live Sccial Reading activities. ({These are desoribed
in greater detail later in the chapter). Always praise and
reinforce approprlate student reesponses, [ading staffl
involvement as they become woye fregquent.

4. ERemenber these details.

- Whenaver assisting a student in reading a live social
situation, stay to the studentrs side and slightly back
from the student.

- Talk saftly.
~ Uze short, teo the point Fantences.

= bo not block a stoudent’s view.

Leval Ome

Laval One provides the student with an objective
dezcription of the targeted sitwation, or a structured
oppertunity for a studsnkt to observe the targeted situation.
Provide the student with a running description of relevant cuas
in short, edsy to understand sentences. To 2 large extent the
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student ckserves, with opportunities to comment, though some
comprehension guestiona may be agked. It is lmportant for atarf
to pause betwsen Aatatemsentda to Allow a student time to comment
in response to what hefshe heara, Thie way provide insighte
inte a student’e perception of a aituaticn. For exampla:

*I hear a buzzar.® (pause)

®"Al1l the people are stoppimg. (pavae)

ATha pecple are walking to the break room.™ (pausa)
=what Aid tha paopla haars?® [(pauss)

=§hat are the people doing?® (pausa)

Along with individualized jodgment, use the following
suggest lone as a gulde:

- Pravide the student with a step by step descriptiocn of
the targeted social situation using a simple, ongoing
varbal descripticn as the sitwation oodurs.

- Lieten for student percepticns and interpretaticns of
events as they occur.

= Check for comprehension and encourage recall wsing:

- Sjilanca. Remember to pause [requently and allow
ample time foir student responses.

- Freguent verbal or written guestions ta check for
the stuedent's comprehension/perception of the
sltuation as it occurs - do not ask guestisns
contarning appropriate or inappropriate regponsea,
At this level, the objective ieg zimply to "read"
the sltuation - with someone pointing out tha
relevant social cues.

- Inatant photographs [use to write a depcription
Wwith the ztudent about what ococurred), andjfor
etudent drawings (if drawing is an activity whilich ig
not difficult for the stuedent). A word of cauntien:
tha excitement of an inatant photograph can
potantially distract frowm, or alter a targeted

eituation.

- Write a checklist together, listing events 28 they
occcurfred). Usa student-level vocabitlary, and
anlarged print if necessary.

Level TwWg

Lavel Two provides a student with diracted gquestions.
Much of the ongeing descriptien of Level Cna is drepped. Tha
foous LB on asking shert, detailed, directed guestions which
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encourage the student to begin dapcribing the situation ag it
gcours, For example:

"What do (did} you hear?W
what are pecplejfemployees dolng?™
¥yhere are peoplefemployees going?®

Algo, ask smimple guestions concerning the implication of
avents, for example:

s§hat did the people do whan they heard the ball?®
Mghat will the people do now?
"ghat zhould you do nows®

Along with individualized judoment, use tha fellowing
sugygestions as a guide!

- If the student describas socmething inaccurataly, provide
an accurate description ag comparison, "I zee,.. " as in
Level Ona. Try not to argee with misperceptions.
tnstead, provide an alternate description of the
gituation as it oCcurs.

- By the time Level Two 1 reached, the situation will have
been obuzerved more than once. Conajder 1f it would be
appropriate to begin describing slight variations in the
pituation to tha student f{or bring them to the attention
of the studant through directed guestisna), or tha things
that, no matter what, have stayed the same (helpful for
asgisting students in kamping changes in perspective)l.

- Reinforce phservations through continued use of oocial
stories, use of the checklist from lLevel One {ask the
student to check things off as they cccur), and/fcr
social asaistance packets.

rtavel Thres

In Leval Threc the directed guestions of the staff fade to
general gquestions, shifting even mora of the responaibility for
"reading® the social situation to the atudent. There may ba
goverlap in moving frem cone level to another. For exampla, the
more detailed and directed questions of Level Two may have to ha
ugsed to assist a student Lip responding to a more general Laevel
Three guestion. &till, make sure tiame i1z allovwed for a stodent
to think amd respond to any question. HRemember, allow slightly
more tima for responess than seemsa reasonable.

Begin ky asking the student a general guestion to encourage
the student to describe the aituation. For example:
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"pid you hear something™™
"What's happening here (in this rocm)?"
"Tell me what ie happening.=®

Rainforecs accurate reasponses and ancourage the studant to
continue with general statements. For axample:

*That’s right, what elge?™
*"That*s right. What shonld YOO doZ®

Aleong with individualized judgment, use the followlng
guggestions as a gquide:

If the student describes somathing inaccurately, provides
an accurate descriptien for compariecn as in Levael One.

It may be necessary to Yhack up", retorning to earller
levale, if a etudent continues to Inaccurataly
degeribasrafar to a situation.

sccial stories and soclal asszistanca packets may be
rewritten in response to new insighte into a student’s
perception of a situation, to aseist a student in
accurately readiny & situation.

Reinforce obserwvations through continued use of social
gtories, wvarled use of interactive or checklist stories,
chaeckllists, andfor social assistance packets.

el Fa

Basically, Level Four assesses etudent progress in picking
up on the social cuesa apd initiating appropriate responses,
while fading staff involvepent, CGradually fade staff
invelvexent. Relnforce appropriate student responzes. For

exampla:

mzood! ¥ou heard the buzzer and etarted your break|™

Along with individualized judgment, use the follewing
suggestions as a guide:

continue to use social assistance packete andfor soclal
gtories to reinforce and support the new mare appropriate
responses to the targeted situation, gradually fading the
use of the stories.

If the student has not begun to initiate appropriate
responees, a more directive appreach providing the
student with responses and gradually fadlpg staff
involvemant may he indicated.
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Videotaped Social Reading

General Guidelineg

In gontrast te Live Social Reading, Videotapsd social
Reading is an activity completed later in tiwe, in a setting
ramavad From the targeted situation. Inetaad of everyone within
the targeted situation presant, just the student and a staff
pereon work tegather te "read" the social altuation. All that
is needed is a gquiet room with a videp player and monitor, and
paper and pencil (or, if available, a large vertical display pad
of paper cn a stand), or a computer to use for word processing.
The atmosphere shonld be relaxed and non-threatening, with the
gtudent informed of the purpose of the activity with indlvidual
consideration for his/har level of understanding and ability.

videotaped Sccial Reading ie flexible - and can be utaed In a
variety of waysz, depending upon tha student’s difficulty with a
given situation. For the porpoces here, the basic steps will be
descrikbed, follewed by a brief discussion of sample variations.
Keep in mind, these are guidelines and ideas weant to be merged
with the knowledge and creativity of a student®s Collective

Expert.

As indicated earlier, Videctaped Social Reading addrescos
Sojial Reading etep by stap, in contrast to Live Social Readirny
which addresees the steps of Scclial Reading eimultaneously.
what follows is a description of each step in seguence.

Gathering Infocrpation

All steps will not be ueed in all situwations. Social
Reading rarely feels like a “clear cut"™ or "ky the hook"
exorcise; it ian’t meant to be. Especially in thie step,
tnllow a student’s lead while providing any necessary structurce,
Genarally, start by "reading" the background, gradually
npainting" the social picture in greater and greater detail.

Tha geal of gathering information is to gain clues to thes
gtudent s perception of a situatlen. Tha tendency will be to
immediataly provide the student with wmore accurate informatien -
to correct a student’s percaptione - too early. In this etep,
the student describes the situation. The person assisting the
student may declide to disagres or presant more accurate
information, still, keep it at a pinimum at this peint.

Use tha following geguence in gathering information:

i. Select a section of videotape

Prior to the studentr s arrival, selact the most relevant
gantion of a videotape tg use for Social Reading. Leava a faw
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ninutes on either side of the selected video ®clip® (2 - 3
minutes), &o the student 1 not immediately facad with what may
be the most difficelt part of the targeted sitwation.

2. Identify the setting

Watch the target eituatien once together, with the sound of
the videotaps "on", Briefly ldentlfy the asatiting with tha
atudent. Label the setting at the top of the paper, for
axampla, "Joa at Wark". If a student has good writing abillity,
apd can write guickly enough, ask the student to write aa ha
ralks. Otherwise, write the lists as a student dictates.

a, List objects

Wateh the target eltuation a seceond time, with tha scund
turned “off". Ask the studant to identify objects in tha rocm.
Writs the ckjectes down.

5. Elat people

Watch the tape (no saund) and ask the student to jdencify
pecple in the room. Write their names.

5. List activities

Watch the tape again, asking the student to identify what
people are doing (sound optional, depending upon the activity on
tape}. Write a liat of vhat pecple are doing, listing their
activities opposite thelr names cn the paper.

G, List gesturas

Ak if anyone is gesturing — telling people to do somathing
by moving or leoeking at them a certain way (ne sound). Wrlta a

list.
7. Look who's talking

Turn op the sound. Ask the student what the people in the
tapa are saying. Lo not give the student cluaa or diract
his/her attentien to impertant communication. Ask the atudent
te identify the comnmunication that is ogeurring, as this may be
the communication considered most important from the student’s

perspactive.
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The goal of this step is to acknowledge the student’r
perceptione as valid, while sharing ancther perspactive. &
student’s ability to accept a conflicting perspsctive will vary.
Paca Social Reading to match a student’s attentison span and
ability, and to keep the activity positive and as relaxed as
possible,

Follow the following sequence in sharing obseryvations while
supporting the student’s perspective:

1) Review and acknowledga the student's parspective.
Rafer to the ocngoeing list develeoped in the first part
of the activity. Point to main items ¢n the list
to review the student’s description of the situation.

2] Frasant anothex perspective. Briefly describe the
gitpation and offer another perspective. Keap
etatemants short. Write wmaln ideas down.

oty == il

The goal of thise step is to encourage the student to decids
oh more appropriate responses. Often, ths student’s new
rasponee will incorporate the perceptions of the targeted
situation presented {in the previous step) by the perscn
assisting the student. The student may begin this step
independently upon seeing the situation more accurately,
pffering more appropriate responses without staff prompting.

Listen

infornal review of videotapes of Sacial Reading sesslons
indicatesa staff perzons tend to foous on an agenda of what to
ask next - to such an extent that important responses [rom 2
student are not "expanded upon" as they might have been. It i=s
very important to liesten cleozely te the student. The student’s
responees should indicate the direction of the activity, not a
pre-set agenda. While staff may follow guidelinez to keep track
of the direction of the activity, a student’s responees are the
mogt critical factor in detarmining "what’s next".

Write

If a student offers a solution to the targeted situation,
have him write it down (new page!) if possible. If it is
unrealistic or inappropriata, don't critigue it yet. Re-read it
step by step with the student. Tha student may modify it on
his/her own.
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Bolutions are for students to kKeap

Encourage a ptudent tg taks the selution with him. IF
writing has baan done inte a computer, print oot the student’e
respongesfsolution. Identify to the student otherse that may
recaive a copy of the student's new responess/sclution. Keep
othars informed of the studentrs solution so they may encourage
and support the student in practicing tha new rasponscs.

Support studente, and solutions

& student needs ongolng support when working on dmproving
pocial skills. Reinforce new solutions with social assistance
packeats, or social stories which describa the new response.

Mo solution yet?

If a studant does not come up with hiafher own solution,
Loy

- writing a sorcial story deecribing the student’s and staff
perceptions of the targeted situation ("Social stories, ™
thie chaptear).

- writing a social assletanca packet, using the student’s
perceptions of a situation, but describing a mere
appropriate response, or two or three poseible
responges ["Social Assistance Packets," thlis chapter).

- repeating the activity at another time, after taking the
time to ideptify what worked, and what didn‘t. Make
modifications for individual students.

- uging the insights gained through Social Reading.
retry a former, different soclal) skills intervention
or training program with modifications.

Yariations of Bagic Social Readipg Activities

As mentjoned earlier, lndividual students and situaticons

will require Social Reading modifications. A few variations
that can ke made in response te given studenks/situations are

listed here:

Changes in Routine

changes in routine often present difficulty for studenis
with autism, as well as for other students with developmental
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digabilitiec. While follawing the kaasic Videotaped Soclal
Reading seguence of steps, incorporate the following

(\ modifications:

~ Wideotape the targeted situatisn (one which changes
oerasionally}l on a few different occaslons.

- In reviewing thesa video clips with the student, list
the abjects, etc., (writing/listing) focusing on whai has
not changed - the room, several objects in the room, the
pecple presant, tha time on the clock, stc..

- The goal is ta visually i1llustrate and prove through
the written lists where the change ooccurs, and to
identify other things that stay the same, regardless of
the change.

- A ppecial format for soclal stories can alsa be used to
agsist students in understanding changes in routine.
[See "Interactive Social Stories," described later in

this chapter.)

({See "Social Readinyg: A Casa Study, " at the end of thia
chaptar for a more detalled example of Secial Reading addressing
changes in rouvtine.)

"Barting®™ Cues

S5tudents with autism often give highly literal
interpretations to vocabulary. This can affect their ability to
follow directions accurately. They may follow a direction so
literally that on the surface it appears they are misbehaving or
"aff task." These students may need agsistance in learning to
sort social cutes to follow directions as they are intended,

Cansider this evample: A student has a goal listed on his
Evaluatinn of Student Performance form for a general educatlon
class which atates he will listen to the taachsar when she is
talking. The assunption of tha goal is that the student will
listen when the tedchear is talking in front of the roocm. Snce
the lecture ilsa finished, of course, it is assumed he will work
on the podified apsignments in his notebook as the teacher
circulates the <clagareon asslsting students.

Tha student’s literal interpretation is to listen whan the
teachar 1s talking, regardless of the intent of her
communication. Therefore, the student ceases to work whenever
he hears the teacherfo veice, ragardless of whathar the
communication from the teachar ia ralevant o him.
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The atudent must learn toe "sort" the cue of tha "teachar
talking™; to listen to the teacher when she 1s talking to the
entire claga ox to him. The studant mugt aleo learn he may
continue to work in his notebook when the teacher is talking to
individeal students or small groups.

To assist thle student in sorting social cues, the basic
safquance of Social Reading (Live or Videcotaped) is used,
incorporating any or all af tha follawing ldeas:

- Plrst, ¢lossly preview the vidactapes or directly chaerve

the ¢lase. Lock for cuas a gtudent may be able to focus
on to learn te listen in elass at tha right times.

- Re-write the chjective mora literally (and place on the
atudantfa Evaluation of Student Parformancs form}, whila
working with the student on the identification of
ralevant aoclal cues.

- When gatharing informatien, draw tha student s attantion
ta who the teacher tp talking to and different points in
time. Thie can provide important information on the
ctudent’s perspectiva concerning when to listen",

- keview a few situations where the teacher is involwved in
various types of communications with students. For sach
otie, ask the student guestions which focus his attention
on cuea which will help hiw distinguish when he must
listen to the teachar.

- A page with a written reminder to the student can be
placed in his notebook Just ahead of her medified
agslgnment.. A eimple meseage reminding him t£o make sure
the teacher is not talking to the class [or hinm) befora
beginning hie written work may be all that ils necessary.

Stories with Student Aunkhors

Some studants may be abla to dictate or viita independently
a story about a targeted situation. The student writes a story
about the situatich by viewing videstape f(which allows for
raview several times to check for detalls); from memory; fIom
notms recorded by gtaff during live or videotaped review of a
targeted aituation; or any combinaticn. This may give inalghts
inte tha student’s perceptions - what she parceives aa ralevant,
ete,. The gtaff may write about the same eltuvation at the same
time to latar compara with the studentfs story.

Exparience Expands Social Reading

Experience with social Reading will glve rise to many
variations in responsa to certain situatiecns. In addition, the
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gtudents and/or situations for which these activities are

effective will beacome apparent, ag will modifications o
individualize the activities to meet the needs of each student.

d Ma g to Su ial Reaa

Social Reading activitles are supported by a variaty of
watarials - all providing oblectiva, vipual descriptions andfor
faedkpack in ragards to social situations. Thease materiala
further asasist students in identifying the relsvant cusa in a
targeted situation. Descriptions of two types of support
materials, Socinl Storiea and Socia istance Packe are
discusged in this chapter.

Social Stories

Seclal Stories are written for individeal students in
respongse to specific situatiens. Social Stories may ke used te
personallze or emphasize gocial skills covered in any social
skille training program. Originally used with elementary
students, social stories may be written for secondary students
alsa (with care aiven to maintaining the interest level whila

uaing student-friendly wvoocabulary).

Writing Eocial stories

Social stories are writtem in a spegial, but individoalized
farmat. To write social stories use the following guidelines:

~ Whan writing a ecrcial atory, write well within a
student’s comprehension lewvel, using vocabolary and
print size appropriate for a student’s ability.

- Usnally, soclal stories are writtemn inm the present tense,
as though somcone is describing the events as they take

place,

- Social stories may ke written in the future tense, to
describe an upcoming situation to make it seem less
threatening. Relating aspects of the anticipated event
tg a mare familiar event, setting, or activity nmay be

helpful.

= Deseribe the situation mattar-of-factly, from the
perspective of an ebjective onlooker. Do not aszome
the reaction of the observer. From this objective
viewpoint, sosial stories assist/reinforce/sopport
students as they learn to focus on ralevant cues.
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- The student is not necgesarily plotured or illustrated
aa part of the stery, as the atorias ara most aften
written as though the student 15 an ebsarver, not a
participant.

- Sacial stories may be i1llustrated with photographs,
jiltustratione, or studant drawings.

- Spcial atories often describe ona aspect or one step of
a mocial gituation per page, ta allow the story to ba
usad as a curriculum story, or an interactive story (two
ppecial formats for social atories descriked in tha naxt
eection) .

interactive soclal Stories and thangez in Routine

Interactive stories are social stories whlch actively
involve the student in practicing certain skills witheut tha
ronfusion of the actual siteation surrounding them. At tha
hands of creativity and effeorts to individualiza, the
posslkilities are endlese.

one example: EFach page of a atory describes a step of a
daily routine. Each atep of the routine ie described on ite own
sheat of paper. At tha end of the story, iz a chacklist #f the
steps comprising the routine, and the student "chacks off® each
completed step contained in the stery.

By removing any selected page of the story, a step of the
routine 1g eliminated. First, the student is given the
opportunity to remove a page, causing the character in the story
te "forget™ a atep of the routine - which the student 1lndlcates
when he reaches the final checklist and does not place a check
by the missing step. The character receives *help' from the
gtuydent as tha student replaces the missing step and chacks off
the misaing step.

Later, staff may "pull" a step from tha story in the same
way [(by removing one of the pages). BY paying close attentlon,
tha mtudent ldentifles the forgotten step as he complates the
checklizt. The student must hev request help from tha teacher
to replace the missing step into the story.

Through this process, a student learns to handle
M forgetting™ by asking for help Firsk within the safar, less
stregsfnl context of reading a story. By reading the story
saveral times, the student learns tha routine described by tha
atory as well, and wmay identify and handle forgotten steps morse
appropriately when acteally completing the targeted routine.
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curriculum Stories

Many students, particularly thosc with autism, have
Aifficulty applying academic skills to "real life" eltuations.
The valus or impact of a =ocial story can be expanded by using a
format to allow the inserticn of a variety of related academic
pages inte the story, without changing tha story line. The
reaylt ip a curriculum story.

corriculum stories incorporate various aspacts of tha
academie curricualum inte the social story, and keep social
stories fwhich may need to be re-read a few times to be
affective) interesting, Social sterles can be written so
curriculum pages can be easily inserted throughout the
story. One examnple: after a description and photograph of
childrern in line, a wath insert may ask the student to count the
number of children {or thea number of girls, boys, or smiles}
gtanding in line in tha photograph on the previcus paga.

Academic curriculum inserts can addrese a child’s specific
acadenlc objective, encouraging application of writing, math, or
quegsing skills, for example. <Curriculum stories use targeted
social situations [or any siteation} from a child's specific
life experiences as a “hackdrop" to demcnstrate the functicnal
application and relationships between academic concepte and

everyday life.

A Generic Social Story

cenarie social stories can be useful in providing support
staff with the naeded confidence to write a seclal stery. If
eocial stories prove effective for a student, it may be
difficult for a teacher or parent to keep up with the demand.
one solutiscn: the teacher or parent writes a generic story, an
outline, and the support staff individualize and bring 1t to the
final copy. With a generic story as a starting point, 1t 1=
pasier to write a final individualized story than to write a
gocial story from "scrateh.d

cenaric stories should be kept on file, ags often similar
pituations are difficult for students with autism and oathar
developuwental disabilitises. A generic story may be applicabla
to angthar student at another time.

What fellows is a sample "generic" social story. This
generic story would have to ke individualized, possibly:
referring to specific situatiene an individual student would
recognize; deseribing the differences in similar situations
vhich may require slightly different responses or hehavior;
modifying the vocabulary or the size of the print; limliting the
amount of written copy (often just one or two zentences) an each
page; including photographs from the stuwdent’s experience
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photocopied into the story; and/or providing spaces for a
atodent to draw picteres to accompany the story. The opticns
are endjiess. This generic story is abhout the lines people atand
in. It could easily be made inte a curriculum story without
puch difficulty.

A Fample Genaric Soaial Story: [LINES

Thara ara many kinds of lines for paople. There are
standing lines, walking linee, slow lines, and group linea.

Mogt of the tima, standing lines are for waiting. Standing
lines gtay 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 line. o¢r, standing lines wait
for the right time teo start moving.

standing lines don‘t always just stand. Some people get
tirad of standing, and they move - they scratch their head, or
Fiddle with their shirt, or touch other pecple when they move

arcund.

standing lines usually become walking linea. Everyone who
was standiny, starts walking. In a walking line, youo follew the
person in front of you. Walking lines are for safely moving
pany pecple from ecne place to another. Walking lines are uaed
in some schoola ta weve studente.

Slow lines are limee that move once in a while. Peopla in
3low linea stand, they walk a few steps, and stand again.
Sometipes, the lines of people in a grocery story ara llke thins.
Spmetipes, the lines at Mchenalde’ ara like this.

Boc aies Packatn

social assistance packets bring attention to relevant
social cues in a targeted soclal situation. They are written in
the format of seguenced curriculum packets as described in

Chapter 9.

To write a social assistance packet, keep the individual
gtudent and eituation in mind. Packets should ke written Eo &
atudent can, &s nmuch as possible, complete the packet
independently or with mininal apeistance. Some packets are more
directive, others are moere cpen—ended and flexible. Casign a
packet with the desired outcome in wmind, following the format
for sequenced curriculum packets (Appendix I: How to Write
Sequenced Curriculum Packets and Secial Assistance Fackets).
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Invested Time

Hriting Social aAssigtancea Packets and Social Stories takes
time. Which often raises the question, "Wheo has time to do
thia®™"

The answer 1= easy. HKeep in wind, social etories and
social agsistance packets are not written fer ewvery social goal
for evary student. They are written in response te targeted
social situations - often thoses in which other intarventiona
hava been unewecessful. Algo, they may minimiza the need for
gupport staff in the classroom if a student develops his own
golutions and generalizes new eocial skills; freelny staff time
while building student independence/interdependence within a
non-gheltered learning environment.

Social Readipng: A Case Study

Mark is a secondary student who attends the program for
gtudents with sutism at Jendlson High School. For part of his
day, he attende a general edusation eclass, Retalling, which
teaches students basic marketing ekills while they aparate tha
school store. He alwso 1a placed in s vocational placewant at a
local wideo store, wherxa he places returned videcs back on tha
shelf, and *shelf reads". A& variety of Social Reading
technigues are used to address specific behaviars and
Aifficulties in each of these placements.

Digryption of the General Pducation Classroam

At the game point in tims, Mark is demenestrating behavicra
in Retalling which are disruptive. He continually interrupts.
Whan the teacher addresses a general dghestjion or a casual
comment to the entire claszs, Mark shouta the answer in return.
In an assembly with half the student kody, Mark shouts a commeant
to the speakear concerning the change in the day’s scheduls asg a
reault af the assembly. He runz to the door whenever sopedshe
setops by the classreom — jumping over chairs, pushing past
students - anything - tg epsure he is the one to answer the
doar. He iz upeet by subetitute teachers in the classroom.

While he has been verbally reminded of more appropriate
responges several times, he raraly uses thase responsea on his
own, reguiring reminders by othar studants or his Retailing
teacher. Mark repeatadly promises to work harder to "guit
interrupting”, "relax", or "work harder". Mark has pany
gtudents who care about him in his Retailing class, and a
Ratailing teacher with a lot of patience and concearn.
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Intexygntion for the General Education Clageroom:
Soclal Reading and Social Acgistance Fackets

To address Mark’s behaviors in Retailing, Videotaped Social
Readling is used, supported by social assiatance packets. Mark’s
difficulty with subetitute teachers is addressed by having Mark
review 5 videctaped clips - some with, and some without,
substitute teachers. Mark is assisted ipn identifying theosa
things which are the sams in mach c¢lip (the classroom,
clagsmates, and obiects); peopla and things which do hot change
regardless of who is teaching.

3 videctape of tha asgembly in which Mark interrupted
provides an opportunity for Soclal Reading. In reviewing the
tape with his transition teacher, Mark repeatedly ldentifies
himg=lf and the speaker a& being the only people prasent in the
asgembly. Even with the transition teacher drawing Mark‘s
attantion to the 500 other students and faculty in the zoom,
Mark jnsists the speaker ia talking just to him. With this
understanding, the transition teacher realizee that the Lterm
#interrupting” holds little weaning for Mark wha doas not
recagnize the ifmplications or lmportance of the other pecple in
the assembly. Follewing the stepa for ‘Videotaped Social
Reading, Mark is aszsisted in recognizing the other students in
the yoem, and their response [laughter} to his behavior. Mark
concludas, "I can stop it."

Mark makes a List of new thinge he im going to de in his
slagaroom, instead of interrupting, on the large pad of paper
ueed with the activity. Mark takes the paper which liste hias
new behaviors to his Retailing teacher, and asks if he can poat
it on the wall by his {(Mark’sa} desk as a remlnder not Lo

interrupt.

With the potential for injury with Mark’s insistence on
answaring the classroom door, directive soclal agsistanca
packets are used to kring that behavior immediately under

coankrol.

Mark ‘s behavior inm Retailing iwpreoves. He raices his hand
and dpes not interrupt. IFf he is not c¢alled on, he remains
quiet. At assembllies, he remaine guiet ag part of the audience.
Mark remalns in his seat when somecne comes to the classrodn
door, allowing whichever student ie clegest 1o answer it.
Mark's response ta substitutes improves, and he reports to
clasomates: "Wafye had five substitutes this year. FIVE
SUBSTITUTES!...thie is not the end of the world.”

Markfe Retailing teacher requests soclal assistance packets

for other behaviers which cccasiconally arlse during the
remainder of the year. Mark remains as a stedent in Retailing.
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HMark has been working well for several moenths without a
coach at the video stere, but now begina ta ehow behaviors which
threaten his vocaticnal placement. #hile he has always
deponatrated sowe of these kenaviors at this placement, they
pever occurred in the frequency or inteneity ac they do now. He
is shouting across the store, turning on the store radio,
placing long distance calle, attempting to carry too many vidaos
at ogne tima, misplacing videos, and 1s less likely to follow the

girections of his employer.

Intarventions to ceorrect thege bohaviors have all
vltimataly failed. Mark is placed ¢nh suspension from his job on
a Wednesday through the followlng Monday. To maintain the
placement Mark‘s behavior must be brought under cantrol by that
time, as the manager of the wvideo store genergysly agrees to
give Mark one more chance.

Iptervention for the ¥Vocational Plagcepent: Social Assigtonce
Packets

Mark and hle transition teacher discuss the meaning of his
suspansicn, carefonlly lieting with Maxk in writing the behaviors
which need to change. Mark agrees to work harder, end ls upset
by the suspension. Because Mark will lase his lob if hise
behavior is not markedly better on Monday, the transition
teacher writas highly directive social assistance packets which
clearly define the inappropriateness of Mark’s behaviors, and
the new respohses he must demonstrate instead. Mark completee
the social assietance packats § times before returning to work.

Becausaé the transition teacher does not have tims to write
packets for all the problem behaviors, she writes packets for
only those that ara the most critical. Driving the student to
his job the following Monday, the teacher aske Mark what he will
do differently at work. In rasponse, he lists all the hew
bahavicrs covered in the esocial aasiztance packets. The teacher
verbally reviews with the student the other behaviors he nust
algo correct = those not covared in the social assistance
packets Mark completead.

The manager reports at the end of the student’s work on
Monday that several behavicrs have changed dramatically, while
others ars &til)l a concern. The transition teacher notes theose
kehaviors which have improved are those covered by the social
apsistance packete. Behaviors not covered in the packets, but
verbkally discussed with the student jmpmediately prior to the
student’s work that day, resain a concern. Before the next day
of work, soccial asegistance packets are written for all praoklem
behawviars.
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The gtudent’/s performanca improves considerably, and he
remains employed at the vides mtore until hisz amployment is
terminated as the result of a decleion by hig Collactive Ewpart.

gt bilad

Social skille axe by far one of the most important facters
determining success for anyone llving as part of a community.
This chapter describas one appreach to wse to help students more
accurately perceive aocial mituaticns, and t¢ help cthers
understand the perspective of the student. The assumption is
that this increased understanding will lay tha groundwork for
bringing a student with developmental disabilities and hia
community cleser togeather,
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THE CURRICTLOM S5XS5TEA

oucraess A8 an Bducational Outcome

The Curriculum System Flow Chart
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THE CURRICULUM SYSTEM

Suncecens as an Educational Owtcome

Onllective Expert Form
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Collective Expert for
Clh {Student Name)

Student
Address;
Zip Code:
Phona Hunmber: Birth date:
Bocial Security Mumber:
Taacher: Coach:
Hamber Hamet Phone: Hork Home
Ralationship:
Addrass:
Z1p Code:
HMembar Hame: Phone: Work Hame
Ralationship:
hddress:
Zip Code:
Hember Hame: Phone:; Work Home
Relationship:
Address:
Zip Code!
Member Hame: Phone: Work Homa
Eelationship:
Addrass :
“Eip Coda:
Mazber Hame: Phone: Wark Home
Ralationship:
Address:

Zip Code:
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THE CURRICULUM SYSTEM

Success as an Blucational Qutcome

APPENDTITX [

Saop:la Objective Bank Objactiva: Form A
Sample Ohjectiva Bank objecktive: Form B
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"y

GOAL We—-4

{Use enlarged print)

I will wear an apron at work.

I will 4o this by myself.

I will do this with halp.
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GOAL WG4

I will wear an apron at wWork.

I will do thie by myself.

I may nead a little help with

knewing when te put on tha apron.

finding tha apron.

putting on the apran.

tying the apron.

I will need a lot of halp.

I will ask (235 te help ma.
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THE CURRICULUM S5YSTEM

Sucepes ax an Bducational Outcome

AP PR DIX D

sample BEvaluation of Student Performance Form
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THE CURRICTILUM SYSTEM: Fvaluation of Student Performance

Student: : Tine Slot:
Flacement: : Aotivity:
Coaach: :
Chack the appropriate bowxas: : Date Reviewed:
SGUESSWORKS  B.LINE  INTERIM  FEXIT :
{5tudent)
Ohservatien: LIVE — VIDEQTAPED
: {Parent}
Freg. of SEummaries! e 4w s v s a e
Criteria: __ Sea criteria column [(CRI) Today is:
A1l 1o0% indspendent . Date: f__ 1
(G¥ 2o0a) Laset time I facad aizlems in minutes.
{(GW 200b) Today I will faca aiegles in minutes.

RALPH'S GOALS AT MR. WILSOR'S GROCERY -
BY WITH
GUESSWORES MYZELF  HELF G ¥ P CHI O0OFPS

{GW-la) Look at clock bafora
l1eaving. covearenmsnns

fGW-1b} Guess how leong 1t will
take to get to work. .

L 1 4 + + + + + L ] 1

[GW=1¢} Guass what time it will
be when you arxive...

[GW=1d4] Guess if I will be early,

on tiae, or late..... .+ __ __ __
(GW=1e] T will look at a clock .

when I arriva to see if .

I amn right........... .

1&7



Page 2: Falph, Mr. Wilaon's Grocery

BY
MYSELF
GUESSWORKS (cont.)

(GW=1f) Guess how my boss will
feel about my time of
ﬂrri"lrﬂl----rq-llq-i -----

{GW-1g) Befora I go in teo work,
I will decide what to
gay if I am late.....

ARRTVAL

{AR-1} I will say "Hello" to
pecple I werk with....

{AR-2) If I am late, I will
tell Mr. Wilsan why...

{W5-4) I will wear an apron..

(¥G-5) I will ask Mr. Wilsan
which job ls first....

(AR-9) I will start working..

FACING SHELVYES

{WG=F5-1) I will look for messy
alsles of groceries...

(WG-F5-2) I will follow directicns
for facing shelves....

(WG-F5=-3) T will move grocaries

forward...... P

{(WG-F3-4) I will take empty boxes
to the back roop......

(WG-F5-5) I will face the carcal
aitle the right way...

{W5-P8-6] I will face the paper
aisle the right way...

fWG-FS-7) I will face the soup can
aigle tha right way...

[(WG=F5-2) I will face shelves
using two hands....... [1&68)

[] d [ ] 1 + +

— —— | — ——E—— —
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Page 3: Ralph, Mr. Wilson’r Grocery

BY
MY SELP
SHEEFING

(WG=5W=-1) I will get the
troom and dustpan.. ...

WITH

[(WE=5W=2) 1T will find places that
need sweeplng.........

{(WG=5W-2) I will put the
dustpan dewn..........

(WG—-5W-4) I will sweep usihg area
method., ..o n s

[(HG-S5W-5}) I will sWeep 50raps
inte a pile...viunnnn

(WG=-8W-5] I will sweep the dirt
ontes the dostpan......

(WGE=8W=7] I will put dirt and
srraps into wastebasket

(WE=-8W-2] T will not begin sweeping
in clean aré&as........

[HG=-5W-9) I will move to new areas
needing SWeeping......

(WG=8W=-10} I will put the
broom and dustpan away

BREAE TIME

(BT=-1) I will begin break on
timE ------------ PR R

(BT=2) I will go to the break

fBT=3) T will use break time
appropriately.........

(Bi=10) I will return to
WO s b n s s s s a s

(BT-11) I will find and use
the restraoocm wWhen T
need to. ciecen s s ranns

L4649

[] 4 +* +* L] L] L] L]

L] + + L] + L]
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Fage 4: Ralph, Mr. Wileon’a Grocary

BY
HYGELF

COTH MACHINES

(“H-1)

(eM-2)

(eM-1)

(CH-4)

f5a-1)

(SA-2)

(SA-E)

(WG~5)

I will get money far
tha snack machipes....

I will put the right
eoins in the 8let. . ...

I will press the right
Patton.rccs i ime i reas

I will get my snack cub
of tha coin machine...

I will follow safety
rales, . .. s s naa

T will look for yellow WET
FLOOR eign=...... PR

I will be careful
araund wet floors.....

I will stop facing
=shelvens g0 Sustomare can
pass by or raach items

SOCTAL ARD COMMUNICATION SEYLLS

(BC=6)

{s5C-1)

{SC-4)

{5C-1)

(8C-5]

[EC=7]
[5C=9)

T will follow
directlonB: « it s rarnan

I will stayjcalm
when frustrated.......

I will know when
1 nEE'd hElp- ------ 'R

I will a=k for
help if I need it.....

I will answer
q‘uEEtiﬂ-hS..,..++------

T will follew rules...

I will stay the right

diztance from pecple..{170)___

F L 1 + L F L

G ¥ P CRT OOPS

—_— — e -r————

. S —

— — T —

—_— —— —————
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Page S: Ralph, Mr. Wilson's Grocery .

fmh Ralph'e Comments about today’s work at Mr. Wilsen's Grocery:

Coagch Commanta:

-~

Mr. Wileonrs f Others’ Commants:
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THE CURRICOLIM ZY.ISTEM

Success ag an Bducaticnal Outcome

AFPENDIX E

fample Student Selected Goales Form
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THE CURRICULUM SYSTEM: Student Selected Goals

staff Use only: Reacerd from the Evaluation af Student
Performanca form the date and goal for each day of training.

Hame: Flacewant:

Date  Goal
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THE CURRICULOM SYSTEM

Success aa an BEducational Outcome

A PP ERNDTX F

Gample Summary of Student Parformance Form

177



THE CUORRYCULIN SYSTEM:

Summary of Student PerfOrmance

Student: Coach:

Placement!: Day(s): Time:

Check one: Baselina:  Interim:  Exit:  Skil)l Tracking: |
Dates of Summarized Evaluation Forms: : ' p

skill FOhj FBy Myeelf #FBy Myself 3IInd tPreviously

Areas 1zt Gueas Indapandent

Arrival...... .

GUESSWORES. . . N

SKILL {SPECIFY)

SOCTALS
COMMUNICATION .

TELLIHG TIME. .

BREAK TIME. .. -

COTIN MACHINES .

OTHER (SPECIFY)

II‘DTA.LI!‘-E‘I-'I-I‘- .-'

Pleasa refer to back for student, coach, and teachar comments.
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Student s Comments=:

Coach a Commanta:

Teacher s Comments:

lan



THE CURRICULOM EYSTEM

BEuceega ad an Educational Cubtcome

APFERDIX G

Eample 5kill Tracking Forn
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THE CDORRICULDM SYSTFM: 5£kill Tracking

Student Placemant

Beginning and ending dates, original placement: -

Original Ceoach [if any)

Other related placements occurring with original placement:

1. General Ed. Course: Datas
2. Vorational Placement: Dates
3. Community Based Instruction: Datas

3. Support Activities:

Attached: 1. Blank Evaluation of Stndent Ferformance form from
the original training

2. Coples of completed B.line apd Exit summaries

5kill Tracking Tentative Actual
Flacement Dates Dates
First - -
Second - -
Thixd - _

Informaticn below refers to 5. T. Placement: F1 2 3

List changes/new factors since original tralning (if any):

1.

2.

3.

4.

Coach Callective Expart Informed {date)

ikl
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THE CUORRLCTLIM SYSTEM

Sucraess as an Bducatiomal Outcome

APPENRND I X H

Social Accsptanco Survey
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pirecticns: FPlease answar the following questions honestly.
Indicate the answer that moet clogsely matches your feelings with
a check. Do not write your name on thiz paper. Thank youl

1. What elementary school did you attend?

YES HO

Z. Have you ever attended a alass with a person

3. It would be okay with me to hawve a hrother
or a sister with autism..........-...-. ireeaaas

4, I would like a person with aontism ta attend
my school...... T Ftiss e

f. I would likea a person with aotism te s5it next
tome in ClAES. ... . .- uii s m e r e

6, I would like a person with aotizm te live in
'|]'|_:|I" nEiqhbﬂrhﬂﬂdq'.,q.q.p ----------------- P R I

7. I would like a person with awkiem in my olass..

5. I would like a person with autiem as a friend..

a, T would like to he a "ecach" in class for a
person Wwith aubism. ..o ovv e e

10. Do you feel there are classes other than this
one that a person with autism might attend.....

11. If you apswerad “yas" to question ¥F10, please list classes
you feel a persen with autism might attend.
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THE CURRICULUM SYSTEM

SnooeEs as an Edncational Gutcoms

How to Write Ssquenced Curriculum Packets
and Social Assiztance Packats
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] en o k] cual

and Soccial Aszintance Packels

Ganaral Cuidelinan

Write Sequenced Curriculum Packets (5.C.FP.s) and Soclal
apsistance Packets (£.A.P.s8) following the same format. FEach
packet usually ceontains fiva sections, A, A-1, B, €, and D,
Sections are about 4-F pages each, making packets J0-35 pagac
lonyg. Each packet teaches a related set of vecabulary,
condspts, or ppecifisz behavieors.

other quidelines ipclode:

- Writa in student—friondly vocabolary.

Dee double or triple spacing.

Use stwlent-friendly print size.

- Incorporate the usc of eccial clues, break pages, or
other ideas te assist an individual student.

Guidelines for writing each secticn are dascribed in this
appendix. The examples are taken from a packet written for a
student at Jenisen High Scheal in A Ratailing course. Thie
packet waz developed to teach the student one of gseveral rules
regarding work in the schoocl store, "The Catfa Corner.”
Accompanying tests and assignnants ware also written based on
these packets. The student learned a modified version of tha
aentira "Cat’s Corner Handboak," all the rules for working in the
gchool stora, through these packets.

{Examples are from the first pages only of each of the fiwve
gsections in the packet, "Store Hours and Emploeyes Schedule."
Section A Gunidelines

This sectien is an introducticn to the selected
concepts/vocabulary. Sinple statementz containing the answer in
capital or holdface latters are followed by statements reguiring
the student to pravide tha correct answer.

Title the first page with:
- Suhject or placemant
- Reference to concepis addressed in the packet

- Caction A: Introduction
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Other guidelines include:

- "pead" the student ta writing the correct respenees in the
bhlanks.

- Rak for ona word, or a response lnvelving a few worde or a
short sentence.

For exanple:

CAT'S CORNER
STORE POLICIES

Policy 1: Store Hours and Employee Schedule
Packet A: Introduction Packet

Directicns: Read the sentences. Write the correct word in
each blank to complete tha sentence.

Ta find oot when the store is open. loosk at the paper on

the wall that lists the hours. It is called the SCHEDOLE.

The paper on the wall that lizts tha times the store is

open is called the

vour teacher is tha STORE SOPERVISOR.

Yoaur teacher is the + The

Store Supervisor®s nama is Mrs, .

Lection A.1

section A.l is identical to Packet A, axcapt vocabulary and
concepts are no longer capitalized or written in ppldface.
Therefore, 'ln the above example, "schedu)e" and "Store
Supervisor”™ should be written similar to ather words.
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Bection B Guidelines:

This is tha first revisw of the concepts and yocabulary
presented in the introduction. This section ragqulres the
student to "fill in the sentence'. The answers should stil]l be
pratty cbvious. A few other words may ke in competition with
the correct ANSWEr.

Title each page with:
- 2ubject or placement
- Referance Lo concepte addresced iln the packet

- fection Pt Fill inm the Blank £1

For exauple:

CATrE CORNEFR
ETORE FPOLICLIES

Policy 1: Store Hours and Employee Schedule
Section B: Fill in the Sentence #1

Directicng: Read the sentences. Choosn the best ancwer.
Write the correct word in each blank to finish each sentence.

1. To find out when the =tore is open, lock at the paper on

the wall that liets tha haurs. It 18 callad the

grhedu] e wall hat clock

z. Your teacher i=s the

echool principal Bchool janitor Echool suparvisor
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Section € Guidealines
This 1z the second review of the concepits and vocabualary

pragentad in the introduction. This section reqguires the
atudent to "fill in the sentanca", or te raspond to true and
falase guestiona. "Trua and falsa" szhould follow the format of
the =zample, and should ha taken from the multiple choice
guestions of previous sections. Blanks can reguire one word, Or
a response involving a short sentence.

Title the first page af this section with:

= Subjact or placement

- Raference to cancepts addressed in the packet

- Section €¢: Fill in tha Blank and True & Falsa

For exanple!

CAT"S CORNER
STORE POLICIES

Pelicy 1: Store Hours and Employee Schedule
cection ©: Fill in the Sentence and True & False

Directiona: Read the sentences. ChoosSa the best answar.
Write the correct ward in each blank to finish the sentencs.

1. To find out when the store is open, look at the paper on

the wall that lists the hours. It is called the

chart report calandar schedule

2. The Store Supervisor iz my teacher, Mrs. Clark. This

is .

Trie false
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Section D Guidelinaes
This is the third review of the concepis and ?ucabulary

presanted in the intreduction. This section is written in a
nEf1l in the paragraph® format, with possible answers printed at
the top of each paga. It alse reguires matching of wocabulary
or congeptes with correct definitiens or statements.

Titla the first page of thie section with:

- Subjact or placement

- Reference to concepts addressed in the packet

- ZSeation D: Fill in the Paragraph and Matching

For exanmple:

CAT'S CORNER
STORE FOLICIES

Belicy 1: Stere Hours and Employee Schedulae
Section Ot Fill in the Paragraph and Matching

Directipns: FRead the sentencesa. Choose the best answer.
Write the correct word in each Blank to finish the paragraph.

£chedule report PAper Store Supervisor
achonl principal cashier stock person

Sometimes we need to know if the Cats Corner is open.
on the wall is a paper that lista the hours the school etore is

open. It ig called the + Mrs. Clark,

is the . It is her job to

put the schedonls an the wall.
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