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A developmental disability is a disability that
tvpically is present at birth, such as Down
syndrome, but that may also become appar-
ent later {e.g., autism). Developmental dis-
abilities, which can involve cognitive and/or
physical impairments, arc chronic and pres-
ent throughout the child’s life. A defining
characteristic of these students is the failure
to acquire functional life skills in the same
manncr as typically developing children. In
most instances these skills must be directly
taught. For the purposes of this chaprer, we
discuss teaching methods for those students
with cognitive impairments.

Functional life skills arc defined as those
skills that arc important in the typical con-
texts in which a student interacts—such as
home, school, work, and recreation—and
that are likely to be valued and supported
by the members of these communitics. Ex-
amples of these skills include dressing inde-
pendently, preparing meals for onesclf and
others, using public transportation to get to
work, and maintaining friendships. The goal
is for the student to perform these skills as
independently as a typically developing stu-
dent of the same age can (Reid et al., 1985).
If the student is not independent, the strat-

y is to provide the support necessary for
the student to be successtul. Until the goal

of independence is accomplished, teaching
should continue. Life skills arc usually di-
vided into domains that reflect the empha-
sis on skills that are important in different
contexts. The domains usually include selt-
carc [dressing), domestic [mv:af preparation),
vocational (working), recreation/leisure,
community {using public transportation},
functional academics (using a calculator to
determine price of items), communication
(making wants and needs known to others),
and social and sclf-management (sctting
an alarm to wake up in time for school or
work).

The idea of independence is an important
concept in educating students with disabili-
ties. The more a student functions inde-
pendently, the more competent he or she is
perccived to be. For every task thar a stu-
dent with disabilities can perform indepen-
dently, someone else does not have to assist
or perform the task. As a conscquence the
student may be perceived as (and is) making
meaningful contributions to the community
by taking care of him- or herselt. There are
scveral approaches to assessing and deter-
mining which skills to teach that are beyond
the scope of this chapter (see Chapter 3 in
Sncll & Brown, 2000, for a thorough review
of asscssment). Effective teaching is funda-
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372 PREVENTION AND INTERVEMNTION S5TRATEGIES

mental to creating independent students. It
is necessary to have cffective instructional
methods so that students learn new skills in
the most ctficient manner possible.

Teaching

The purpose of this chapter is to describe ef-
fective teaching methods that offer the best
opportunity for students to become inde-
pendent. Before we describe specific teach-
ing proccdures, a brict discussion of general
concepts that guide all instructional prac-
tices 1s warranted. There are three separate
phases of effective teaching: (1) acquisition,
(2) maintenance, and (3) generalization of
the skill being taught. Acquisition describes
the process o % directly teaching the student
until a skill is mastered. This phase receives
the most attention in the discussion of in-
structional methods.

The two remaining phases of cffective
teaching, maintenance and genecralization,
arc just as important as acquisition. When
beginning instruction for a new skill, acqui-
sition is the primary focus; however, mainte-
nance and gencralization should be planned
for at the same time. Attending to these
dimensions of instruction in the beginning
will make them more likely to be achieved.
Maintenance is the process of ensuring that
once a skill is learned the performance re-
mains durable over time, even though direct
instruction may have decrcased or E::n ter-
minated.

Generalization occurs when a skill is per-
formed in circumstances that are different
from those of the original teaching situation
such as with different persons, scttings, or
behaviors. It is important to develop effec-
tive methods to promote generalization, be-
cause it is unlikely that instruction during
the acquisition phase will encompass all of
the sctrings and environments in which the
skill is relevant. Consider the following ex-
ample. In the course of teaching a student
to do laundry, it is necessary that he or she
learn to operate a coin-operated washing
machine. There are at least two different
dimensions that are likely to require gen-
cralization across washing machine types
(front loading vs. top loading and coins flat
vs. coins on edge) if the student is to be able
to successfully do laundry. It cannot be as-

sumed that a student will be able to operate
a front-loading or coins-flat machine if she
or he has been taught on only a top-loading,
coins-on-cdge machine. It will be necessary
to actively promote generalization if the stu-
dent is to successtully wash clothes regard-
less of the tvpe of machine.

In the research literature, methods for pro-
moting gencralization have received greater
artention  than  maintenance-enhancing
strategics. This discrepancy does not retlect
the relative importance of the two phases of
learning. If behavior generalizes but does not
maintain, then the acquisition and general-
ization of the skill have resulted in no lasting
beneht for the student. Although a thorough
review of gencralization and maintenance
strategies is beyond the scope of this chap-
ter, Stokes and Osnes (1988) have provided
a nice framework for considering the topic
{sec also Daly, Barnett, Kupzvk, Hofstadrer,
& Barkley, Chapter 29, this volume). They
outline three principles of gcjlcrallzntlun. (1)
take advantage of natural communitics of
reinforcement, (2) train diversely, (3} incor-
porate functional mediators. The prim.iplc
of taking ndvanmg: of natural communitics
of reinforcement is based on the idea that the
environmental contexts in which students
live and work will natura]ljr support adap-
tive behavior once it is established. For ex-
ample, when a young child learns to speak,
the natural community of reinforcement of
family, teachers, and friends will respond to
most cfforts to communicate. When using
this principle, special programming for gen-
cralization is not required. It is likely that
many other functional life skills will main-
tain and generalize once they have been ac-
quircd because others in the student’s life
will reinforce these behaviors.

The second principle of generalization,
training dlb‘:t‘;t];}'., is based on the notion
that teaching across a wide varicty of con-
texts with a large group of teachers and
using multiple stimuli is more likely to resule
in generalization than teaching in which the
training situations arc narrowly defined, in
which instruction is limited to onc person,
and in which a small array of materials are
used as instructional tools. The latter may
result in more rapid acquisition but result in
limited generalization. Consider the exam-
ple of teaching a student to shop for items in
a grocery storc. If the shopping is restricred
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Teaching Functional Life Skills 373

to one store and a small list of items, one
would expect the student to learn where the
items arc relatively quickly; but if he or she
is required to shop at a different store or for
different items, he or she may well perform
no better than before training. On the other
hand, if shopping occurs across a wide va-
riety of stores and across a wider variety of
items, initial acquisition of shopping skills
may be delayed, but, once mastered, the stu-
dent will be much more likely to be eftective
in novel settings.

The final principle of promoting gencral-
ization, incorporating functional mediators,
relies on the concept of stimulus control in
which stimuli associated with training in
onc scrting are likely to occasion relevant be-
havior in a second setting if they are present.
An example would be tying a string around
vour finger to remind vou to do something,.
The idea is that the string funcrions as func-
tional mediator and will occasion the be-
havior in the relevant situation. The same
logic applics to promoting gencralization
tor students with developmental disabilities.
When students are provided with functional
mediators, it is possible for them o perform
much more effectively across a varicry of sit-
uations. In a job setting, it would be possible
to arrange a picture task analysis to prompt
the student through a job sequence. Simi-
larly, when the student is on break, he or she
can be given a list of conversation starters
on a scrics of index cards so that he or she
will be more likely to initiate an appropri-
ate conversation to engage coworkers. Each
time onc of the conversation starters is used,
it can be moved from one pocket to another
so that the student does not become repeti-
tious. Topics can be expanded and updated
over time.

The Learning Trial

There are three components to effective
instruction, which are referred to as the
learning trial: (1) instruction, (2) responsc,
and (3) feedback. The instruction scts the
occasion for the student to make some
tvpe of response for which feedback will be
given. The instructor is responsible for the
first and last of these three clements, and
how they are approached, in large part, de-
termines the quality of the learning for the
student.

The function of the instruction is to speci-
fy to the student that a response of a particu-
lar type is to occur (e.g., saying, touching,
doing). Effective instruction increases the
probability of correct responding by the stu-
dent. Instructions can include both verbal di-
rection from the teacher, such as “brush your
teeth,” and gestural and physical prompts
that guide the student through tooth brush-
ing. Visual presentation of instructional
matcrials such as a toothbrush can also be
part of the instruction. In the early phase of
acquisition, it is likely that the instruction
will involve multiple forms of presentation.
As the student’s learning increases, the in-
structor will reduce the components of the
instruction until the least prompt necessary
to occasion the desired response is in place,
such as a picture schedule indicating what
comes next. The ultimate goal of instruction
is for the student to respond only to naru-
rally occurring cues in the environment and
for the teacher's presence to be irrelevant.

The instruction does not have to be identi-
cal in form but, rather, should be of the same
functional class. A functional class is a set of
behaviors thar all result in the same conse-
quence. For example, it the goal is to teach
a student to respond to greetings, it would
be appropriate for the instruction fo vary
across forms of grt:tmgs such as “hello,”
“hi,” “good morning,” and so forth. Because
all of these forms of greeting are likely to re-
sult in the same response from others, they
arc considered to be in the same funcrional
class. Early in the training it is likely that the
spoken greeting would be paired with a wave
of the hand as well. In addition, the student
might be verbally instructed as well as physi-
cally guided to wave, Over time, the types of
instructions and the level of instructions are
faded until the only instructions would be a
wave on one occasion, a verbal greeting on
another, and a combination of the wave and
verbal greeting on a third. This approach
in the acquisition phase may facilitate gen-
cralization as well. Stokes and Bacr (1977)
describe this method of training looscly as a
generalization-promoting strategy.

The response component of the learning
trial requires carcful consideration before
initiating teaching of a skill. The first con-
sideration is what constitutes an acceptable
response 5o that positive feedback can be
provided. There is a delicate balance be-
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tween narrowing the acceptable form of the
response so that any variation is unaccept-
able and having such a broad definition that
almost all forms are acceptable. In the ex-
ample of teaching the greeting response just
discussed, there are many acceprable ways
to respond to a greeting, including waving,
speaking, acrivating a touch ralker {an assis-
tive technology devise which provides pro-
grammed speech outpur when a symbol is
touched), or nodding onc's head. When de-
termining the response in the learning trial,
it is important to consider what forms of the
behavior are likely to be reinforced by the
student’s family, gifnds, and coworkers. If
responsc forms are selected that are not rein-
forced by individuals in the student’s social
environment, the behavior will not maintain
or generalize.

The student’s abilities are a second con-
sideration in determining the response form.
For example, when trying to teach a student
with poor fine motor skills to independently
dress him- or hersclf, one should sclect shocs
with Velcro rather than with laces. Requir-
ing a student to perform a task that he or she
is physically incapable of or for which he or
she has not been taught the prerequisite skills
is likely to result in behavior and learning
difficultics. The student is likely to engage
in problem behavior to escape or avoid the
instructional activity or to become emotion-
ally distressed over poor performance. In ci-
ther instance, student learning will suffer.

The final component of the learning trial
is feedback. The primary function of feed-
back is to increase the probability of correct
responscs occurring and decrease the prob-
abl?n- of errors on subsequent learning tri-
als. Feedback for correct FESPONSCS 15 posi-
tive reinforcement. It is most effective when
delivered immediately following the correct
response. Error correction procedures gen-
crally involve nonrcinforcement for incor-
rect responses and some type of additional

rompting for the correct response. Rein-
E:rn:mr:nt and error correction procedures
arc described in grearer detail in subsequent
sections of this chapter.

Opporitunities to Respond

Omnce the three components of the learning
trial arc well developed, then the teacher
must turn attention to the number of oppor-

tunities to respond during an instructional
period. High rates of opportunitics to re-
spond increasc the learning rate for students,
because there are more opportunitics for re-
inforcement for correct responses and for
the shaping of incorrect responses to correct
oncs. Conversely, low rates of opportunitics
to respond result in slower learning because
feedback occurs at a lower rate. Respond-
ing without feedback does little to increase
learning. Once a skill has been mastered,
practice without feedback may contribute to
maintenance of the skill.

Component and Composite Skills

Many of the functional skills that are im-
portant to teach are composed of sequences
of other, more discrete skills. The broad se-
quence of skills is referred to as a compos-
ite skill, and the individual, discrete skills
are component skills |[Johnson & Layng,
1992), If a student is to lcarn how to make
a peanut butter sandwich (composite skill),
it will be necessary for the student to learn
the component skills of twisting the lid off
the jar of peanut butter, opening the bread
bag, and spreading the peanut butter with a
knife. Until cach of these component skills
is mastered, the student will not be able to
independently make a peanut butter sand-
wich. These skills can all be taught in the
context of making a sandwich, or they can
be taught separatcly and then combined to
teach the composite skill of making a peanut
butter sandwich. There is no clear agreement
within the ficld about which is the preferable
instructional method. Instructional methods
are described in greater detail in the sections
that follow.

The Teaching Environment

The teaching environment can be conceptu-
alized as a continuum, with community sct-
tings as one end point and analu:rguc scttings
as the other end point and with a serics of in-
termediate environments such as classrooms
between the two end points (Cuve & Davis,
2000). An analogue serting is one such as
a classroom in which the teaching matcrials
arc approximations of what may be found in
a community setting but are not the same.
For example, a tcacher might arrange a
mock intersection in the classroom to teach
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students the fundamental skills of crossing a
street before taking them out to streets in the
community. Proponents of analoguc scrtings
make the casc that there is more control
over the instructional environment and that
distraction from irrclevant stimuli is mini-
mized, making instruction during the acqui-
sition phase more efficient. It is also argued
that more instructional trials arc possible
in analoguc scrtings so thar learning occurs
more rapidly. The proponents of communi-
ty-based training argue that the instruction
is more naturalistic and has the advantage
of requiring less planning for gencralization
as the skills are being taught in the relevant
setting.

Several studies have examined the cf-
tects of community-based training relative
to training in analogue settings, and no
clear advantage to either community-based
or analogue scttings has been found (Cuvo
& Klatt, 1992; Neef, Iwata, & Page, 1978;
Neef, Lensbower, Hockersmith, DePalma,
& Gray, 1990; Page, Iwata, & Necf, 1975).
It should be noted that the lack of differ-
ences between the two training scttings
was obtained when the training was being
conducted and supervised by very skilled
rescarchers. It is not clear whether these
same results would have been achieved if
implemented in typical settings by the usual
staff in these settings. One could make the
argument that because there were no differ-
ences between training in the two settings,
then training should occur in natural set-
tings to minimize issues of programming for
gencralization. A counterargument is that
training in analogue scttings may be less ex-
pensive and more efficient as more training
trials can be completed in an instructional
day and less time is spent in transportation
to the natural setting where the instruction
can occur. Although the etficiency argument
is compelling, it is recommended that train-
ing occur as much as possible in community-
based settings to minimize some of the prob-
lems of promoting gencralization.

A second reason to teach in community-
based settings is that analogue scrtings do
not contain many of the distracting events
that arc found in the community scrting. It
is betrer to teach with the distracting stimuli
present from the beginning rather than in-
troducing the distractions later in the train-
ing and ?mvmg them disrupt performance.

Finally, teaching in the community setting
is more desirable because students with
disabilitics arc allowed access to the same
activitics, cvents, and cxperiences as peers
without disabilities. There are many subtle-
tics of a community-based serting that can-
not be replicated in analogue training set-
tings. There may be instances in which it is
not feasible to teach in community settings,
but the community should be the first oprion
when developing a teaching program.

Basic Principles of Reinforcement

In the discussion of the learning trial, the
third component is described as feedback.
The feedback given to students for correct
responding is positive reinforcement. Re-
inforcement is the behavioral process by
which bechavior is strengthened, or made
more likely to occur in the future. Positive
reinforcement is the behavioral procedure
in which the probability that a behavior
will occur is increased by virtue of adding
or delivering something following that be-
havior. The positive reinforcer, the *some-
thing” added, can be cither external to the
behavior (e.g., providing a student with ac-
cess to a preferred activity following correct
completion of a self-care task) or the natural
environmental product of the behavior itself
(getting to go out of an open door following
the behavior of turning the door handle and
opening the door). Positive reinforcement is
a critical component of behavioral teaching
procedures,

In addition to being highly ctfective at pro-
ducing behavior change, positive reinforce-
ment has a number of desirable side cffects.
First, students tend to enjoy participating
in reaching programs that employ positive
reinforcement because their ht}"lavlnr 5
consistently acknowledged. They may also
gain access to preferred objects, activities,
or situations {positive reinforcers). A second
benehit is that students tend to enjov work-
ing with instructors who deliver positive
reinforcement because the instructors come
to take on the same value as the reinforcers
they deliver. A third benchit of using posi-
tive reinforcement is the positive effect that
adding reinforcement can have on the over-
all learning environment. In many cases, if
cnough positive reinforcement is delivered to
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students, a decrease in some problem behav-
ior will occur. For instance, if students arc
receiving a high rate of positive reinforce-
ment in the classroom (e.g., teacher praisc
and attention), this can reduce problem be-
haviors exhibited to gain attention.

It is important to remember that reintorce-
ment is defined by its effects. A particular
item or activity is a reinforcer only if it effec-
tively increases the future probability of the
behavior that it follows. Based on this func-
tional definition of reinforcement, it follows
that what is “reinforcing™ to one person may
not be reinforcing to another. Also, whar is
“reinforcing™ to someone at one point in
time might not be at another point. There
arc no “universal™ reinforcers thar will al-
ways work with all students. For example,
although praise and acknowledgment from
a teacher or parent might be a powerful re-
inforcer for many students, it might be com-
pletely irrelevant or even punishing to some.
Thus it is important to identify a varicty of
reinforcers for individual students in order
for positive-reinforcement-based  teaching
programs to be successful.

Using Positive Reinforcement Effectively
(Dimensions)

The manner in which reinforcement is deliv-
ered can influence the effectiveness of positive
reinforcement as a teaching procedure. How
immediately the reinforcer is delivered tol-
lowing the targeted behavior, the magnitude
of reinforcement delivered, and the schedule
of reinforcer delivery can determine the suc-
cess or failure of a positive-reinforcement-
based intervention. With regards to im-
mediacy, the general rule of thumb is that
positive reinforcement  is most  effective
when it is delivered immediately {within a
few seconds) after the targeted behavior. As
students are constantly “behaving,” if rein-
forcement is delayed, the teacher may end up
inadvertently reinforcing the wrong behayv-
ior. Consider a situation in which a teacher
is working with a student to teach him or
her to follow onc-step directions. The teach-
er gives the instruction “raise vour hand,”
with which the student complics by raising
his or her hand. As the teacher turns around
to get the preferred item that she or he was
planning on delivering, the student begins to
wave his or her h:-mcFin front of his or her

face in self-stimulatory fashion. The teach-
cr then delivers the item along with verbal
praisc. Even though the teacher intended to
reinforce hand raising, it is more likely that
she or he reinforced the student’s behavior
of waving his or her hand in front of his or
her face. Thus it is important that tangible
reinforcers be readily available so that they
can be delivered mlmv:dlatclv (within a few
scconds) following the desired behavior.

The magnitude, or amount and quality,
of reinforcers delivered can also influence
the cffectivencss of a positive-reinforcement-
based teaching procedure. Generally speak-
ing, higher guality and greater amounts of
reinforcement will be more etfective than
lower quality and smaller amounts of re-
inforcement when teaching new behaviors.
Once behaviors have been acquired, the
magnitude of reinforcement can often be re-
duced as part of a behavioral maintenance
program. Another guideline to follow is that
the magnitude of reinforcement delivered
should roughly correspond to the difficuley
of the task the student is asked to perform.
The more difficult the task, the higher the
magnitude of reinforcement that should be
delivered when the student correctly com-
pletes the task. For example, if sitting down
at a desk when given an instruction to do so
is an casy task, then periodic delivery of a
brief praise or acknowledgement statement
such as “thanks for sitting” might be a sufh-
cient reinforcer. In contrast, if a student com-
pletes a 10-step hand-washing task for the
first time without adult assistance {a difficule
task for this student), then a higher quality
reinforcer, such as access to a preferred mag-
azine for a few minutes, should be delivered.
For more information about how responsc
ctfort, schedule of reinforcement, and delay
in reinforcement can influence responding,
see Horner and Day (1991).

Reinforcers can be delivered following
every correct student responsc (a continu-
ous schedule of reinforcement] or follow-
ing some correct responscs {an intermittent
schedule). Continuous reinforcement is most
cftective when reaching new skills, whercas
intermittent reinforcement promotes mainte-
nance of skills once they are acquired. Thus,
when teaching new behavior to students, the
most effective approach would be to stare
with a continuous schedule and then gradu-
ally change to an intermittent schedule once
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the behavior has been acquired so that the
behavior is more likely to be maintained (scc
Hagopian, Contrucci-Kuhn, Long, & Rush,
2003, tor an example of how to fade from a
continuous to an intermittent schedule).

Relnforcer Identification Frocedures

Behavioral instructional programs provide
learners with developmental disabilitics
with opportunitics to practice and acquire
important skills. The success or failure of
these programs often depends on the qual-
ity of reinforcement that is provided for
appropriate learner behavior. Identifying
cifective reinforcers can be the most chal-
lenging and important part of the interven-
tion program. Over the past several years,
a behavioral technology, called stimsuelus
preference assessment (SPA), has been de-
veloped that allows practitioners to identity
potentially effective reinforcers for learners
with autism and other disabilitics. Modern
SPA techniques involve systematically pro-
viding learners with opportunities to choose
between potentially reinforcing items or ac-
tivitics and then measuring their choices. Al-
though there are multiple strategics for con-
ducting preference assessments that may be
ctfective, only the most time-cthcient meth-
od, the muldtple stimulus without replace-
ment { MSWO) method, is discussed here.
The MSWO method was frst developed
by Deleon and Iwata (1996} and then later
strcamlined by Carr, Nicholson, and Higbee
(20007, In an MSWO assessment, multiple
tusually 5—8) items or activitics are prescnt-
ed simultancously in a row (often called a
stimulus array) in front of the learner. An
instruction to make a sclection such as,
*Choose the onc you want the most,” is
given, and the student is then allowed to
choose between the items or activities by
touching or picking up onc of them. Afrer
making a sclection, the individual is allowed
to consume or interact with the item or ac-
tivity for a bricf period of time. The sclected
item is not replaced in the stimulus array,
and the remaining items arc rescguenced
by taking the item from the far right of the
array, moving it to the far lefr of the array,
and then centering the items in front of the
student. The individual is then allowed to
make another sclection. This process contin-
ucs until all items have been selected or no

item is selected within a brief period of time
(usually 5-10 scconds). Usually, this entire
process is repeated three (Carr et al., 2000)
to five (Deleon & Iwata, 1996) times, al-
though comparable results may be obtained
in some cases by completing the selection
process only once (Carr et al., 2000). A se-
lection percentage is calculated for each item
or activity by dividing the number of times
an item or activity is sclected by the num-
ber of times an item or activity was available
tor selection and multiplying by 100. Items
arc then ranked according to the sclection
sercentage. It is important to note that se-
f:c‘tiun percentages in the MSWO procedure
arc uscd only for ranking stimuli and do not
indicate relative preference for cach of the
items. Researchers suggest that items ranked
first in MSWO preference assessments are
most likely to function as reinforcers (e.g.,
Carr et al., 2000; Higbee, Carr, & Harri-
son, 2000). Data obtained by Daly et al. {in
press) and Higbee et al. (2000} also suggest,
however, that items ranked second and third
may function as reinforcers in many cases.
Carr et al. {2000) attempted to reduce the
amount of time required to complete the
MSWO assessment by reducing the number
of stimulus arrays from five to three. They
conducted these *bricf” MSWO procedures
with three learners with autism and then ex-
amined the reinforcing effectiveness of items
or activitics identificd as being high, medi-
um, and low preference by the brief MSWO
by delivering these items or activities con-
tingent on learner academic behavior. They
found that the brief MSWO procedure accu-
rately predicted reinforcer effectivencss, as
contingent delivery of high-, medium-, and
low-preference stimuli produced respond-
ing that corresponded to the degree of pref-
erence. In a secondary analysis, Carr et al.
(2000) calculated correlation cocfficicnts for
the stimulus rankings produced by learner
sclections in the first stimulus array with the
rankings produced by the combined results
of the three arrays and found that the cor-
relations were high, indicating thar conduct-
ing an MSWO preference assessment with
one stimulus array may be sufficient to accu-
rately rank items and activitics. The authors
reported that the brict MSWO asscssments
could be completed in 10 minutes or less
when three stimulus arrays were used. The
time could be further decreased if only onc
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Student: Assessed by:
Date: Time:
Rank by Trial
Stimulus Ikems 1 2 3 Sumofl, 2, and 3 Overall Rank (smallest sum is #1)

FIGURE 22.1. Brief M5WO Preference Assessment data sheet.

stimulus array was used. The brief MSWO
asscssment data sheet (Figure 22.1) can be
uscd to record and analvze the data from
the assessment. For specific guidelines and

suggestions for using the bricf MSWO pro-
cedure, see Higbee (2009,

fssues in Preference Assessments

Preferences have been shown to be rela-
tively stable for some students and to fluc-
tuate greatly for others (Carr ct al., 2000},
As such, a conservative approach would be
to conduct preference assessments at least
daily. It would be preferable to complete a
preference assessment multiple times per
day, such as before cach teaching session
or when the student’s performance starts to
deteriorate, if possible. To determine which
items to include in the preference assessment,
a good strategy is to watch what the student
interacts with during “free play.” Informal
interviews with parents or other caregivers
can also provide information about what to
include in the assessment. It is important to
include new items so that the student is ex-
poscd to them during the stimulus sampling
procedure. It is also important to keep try-
ing new items in a search for new potential
reinforcers.

Rescarchers suggest that combining edi-
bles and nonedibles in the same preference
asscssments may be problematic in some
cascs, as some students tend to sclect edible

items before nonedible items even though the
noncdible items may actually function as re-
inforcers {Delecon, Iwata, & Roscoc, 1997).
Thus, if a student appears to be selecting
all of the edible items before the nonedible
items, consider whether it may be best to
conduct separate preference assessments for
edibles and nonedibles.

The usc of pictures or symbols instead of
actual items or activities has also been in-
vestigated (e.g., presenting pairs or arrays of
picturcs of potential reinforcers and asking
learners to choose which one they would
most like to carn for working). Presenting
potential reinforcers ina verbal forced-choice
tormart (c.g., *Would you like to work for
candy or music#”) has also been evaluated.
Results of research on the use of verbal or
picturc/symbol-based preference assessments
have been mixed, with some studics show-
ing positive effects (e.g., Graff & Gibson,
2003) and others not {e.g., Higbee, Carr, &
Harrison, 1999), A critical variable appears
to be whether or not access to the chosen
item or activity is provided following a se-
lection responsc. Preference asscssments ap-
pear to be more accurate when access to the
chosen item is provided following a sclection
response | Tessing, Napolitano, McAdam,
DiCesare, & Ax:ﬁ'nd._, 2006), A sccond criti-
cal variable when considering the use of pic-
tures or symbols in preference assessments is
the participant’s history of using pictures or
symbols to gain access to items. This history
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appears to be necessary in order for symbols
or picturcs to be effective in preference as-
sessments. In summary, when possible, it is
best to use the actual items or activities in
preference assessments. Pictures and sym-

bols or verbal preference assessments should
be used with caurion until further rescarch

determines the conditions under which they
can most ctfectively be used.

General Teaching Methods

The methods of instruction described in this
section can be used alone or with other in-
structional methods to develop new skills for
students with disabilitics. They have been
demonstrated to be effective across a wide
range of skills. As all of the methods de-
scribed here employ positive reinforcement,
using the procedures previously described to
identify potent reinforcers is of particular
importance.

Shaping

Perhaps the most fundamental teaching
procedure is shaping, which is defined as
the differential reinforcement of successive
approximations to a terminal behavior. In
other words, reinforcement is initially pro-
vided for a behavior that “approximartes,” or
is similar in some form to, the desired behay-
ior. Once that behavior is reliably occurring,
the criteria for reinforcement are changed,
and the individual must now engage in a be-
havior that is a closer approximation to the
final torm of the desired behavior than the
initially acceptable behavior. This process
of gradually “raising the bar™ for reinforce-
ment continucs until the desired terminal
behavior is reached. For example, suppose a
teacher wishes to begin toilet training with
onc of her students, but the student refuses
to cnter the bathroom. The teacher might
begin by providing reinforcement (e.g., ac-
cess to a preferred book) for sitting in a chair
that is facing the bathroom but is 10 fect
away from the door. Once this is occurring
reliably, the teacher might move the chair
3 feer closer to the bathroom door, provid-
ing reinforcement when the student sits in
the chair. The process would be continued
as the chair is gradually moved closer and
closer to the bathroom until it is placed in

the doorway and then ultimately inside the
bathroom. The chair might then be removed
and reinforcement provided when the stu-
dene sits on the wilet with the lid down and
his or her pants up, then with the lid up and

pants up, then lid up with pants down, and
5o forth.

One of the principal advantages of shap-
ing is that it encourages participation in
the learning acrivity because the individual
comes in contact with reinforcement carly
in the process and is frequently reinforced
for making closer and closer approximations
to the Tﬂr?ﬂ behavior. It is important to re-
member, however, that the shaping process
is not necessarily lincar and that adjustments
will often need to be made during the shap-
ing process. For example, silarjng steps may
need to be made smaller or larger depend-
ing on how the student is performing. For
a detailed description of shaping procedures
see Pryor (1999, Ch. 2; “Shaping: Develop-
ing Super Performance Without Strain or
Fain®™).

Prompling

Prompting is defined as adding some type
of external cue to an instructional situa-
tion to increase the [:rmhahili?' of a correct
response occurring. Prompts fall into three
categories: {1} verbal, including signed and
written prompts; {2} physical, ranging from
partial physical to full physical; and (3) ges-
tural, including modeling. Typically, physi-
cal prompts are considered to be the most
intrusive and verbal prompts the least intru-
sive. Often prompts are combined, such as
gestural and verbal prompts, to occasion be-
havior. In any teaching procedure that is sc-
lected, some type of prompting of behavior
will likely be required so that reinforcement
can be delivered. If the student could already
perform the skill, then no teaching would be
necessary. Prompring is an cificient means of
*getting behavior going.” The other alterna-
tive is to wait for the behavior to occur and
then reinforce when it does occur. In classic
shaping procedures, this is the approach that
is most often used.

There are two general procedures for
prompting that can be incorporated when
teaching either component skills or compos-
ite skills. One approach is a lcast-to-most
prompting scequence. In this approach, the
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380 PREVENTION AND INTERVEMNTION 5TRATEGIES

lowest level of prompt is implemented, and
then increasingly intrusive prompts arc im-
plemented until the desired response occurs.
Least-to-most  prompting  scquences  are
often used to increase compliance with in-

structions. An example of instructing a stu-
dent to throw some trash away is described

in the sequence below:

1. Specific verbal direction to throw trash
away. Student docs not comply.

2. Verbal direction is repeated, and a ges-
tural prompt of pointing toward the garbage
is added. Still no compliance by student.

3. Verbal direction with gestural prompt
is repeated, along with partial physical
prompt of pulling student’s chair back from
the table. Still no response from the student.

4. Werbal direction with gestural prompt
is repeated, and a more intrusive physical
prompt of slightly tugging on the student’s
shirt is added. No response from student.

5. Verbal direction with gestural prompt
is repeated, and a full physical prompt of
lifting the student from the chair and guid-
ing him or her to the garbage can is added.
At this point, student complics.

Depending on where the student is in the
teaching sequence, reinforcement can be
added ar any point of the sequence as compli-
ance occurs. Often reinforcement is reserved
for those occasions in which compliance oc-
curs at the first step.

The other approach is to move from most-
to-least prompts in which the highest level
of prompt necessary to occasion behavior is
implemented and then faded to less intrusive
forms of prompts. This sequence is often
uscd to teach a wide varicty of self-care skills
for students with developmental disabilities.
An example of this procedure follows. The
skill being taught is applyving toothpaste to a
toothbrush. The student has no ability with
respect to this skill, so full physical prompts
and visual prompts are used.

1. Instructor models the skill by placing
an appropriatc amount of toothpaste on a
toothbrush while student observes. Using full
physical guidance, the student is prompted
to squecze an appropriatc amount onto his
ot her toothbrush. This level of prompting is
continued until the student reliably applics

an appropriate amount of toothpaste that
matches the amount on the model tooth-
brush prepared by the instrucror.

2, The next step in the prompting sc-
quence is a partial physical prompt, in ad-
dition to the visual model of the twoth-
brush. In this sequence the student applics
the toothpaste with the instructor’s hands
very close to the student’s, shadowing the
student’s movements so that if another par-
tial prompt is required it can occur at the
moment the student is performing the rask.
When an appropriate amount has been dis-
pensed, the instructor guides the student to
put the toothbrush down.

3. The next step is to fade from the par-
tial physical prompt to simply providing
the model toothbrush with the appropriate
amount of toothpaste on it. The srudlznr is
verbally directed to put toothpaste on the
toothbrush. Once the student is reliably per-
torming this step, then the prompt is again
taded.

4. The next step in the sequence is to clim-
inate the visual model of the toothbrush and
place a toothbrush and toothpaste in front
of the student, instructing the student to put
toothpaste on it. When the student is con-
sistently performing this step, the prompt is
again faded.

5. In this step, as the toothbrush and
toothpaste are placed in front of the stu-
dent, the instructor gives the indirect verbal
prompt, “*What do you do next?” When the
student is consistent at this level, the indirect
verbal prompt is faded.

6. The last step in this prompting sequence
is to place the toothbrush and toothpaste in
tront of the student and wait for the student
to respond. The student will have mastered
this component of the toothbrushing task
when the toothpaste is applied to criterion
level across a specified number of trials.

When using the most-to-least method of
prompting, reinforcement is provided if the
student responds correctly to the instruc-
tional prompt.

With the most-to-least method, it is likely
that the student will make response errors or
tail to respond on some occasion. On these
occasions, some type of error correction is
required. In many instances the appropriate
crror correction is to usc the next most in-
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trusive prompt in the sequence to occasion
correct responding. This error correction
prompt may be the prompt used previously
for correct responding before fading to a
less intrusive prompt. Reinforcement should
not be provided if correct responding occurs
with the error correction. Once the error cor-
rection has produced the correct response,
then the instructor should move on to the
next trial so that reinforcement is once again
available when correct responding occurs.

Regardless of which prompting method is
used, it is necessary to remove all external
prompts before the student can be consid-
ered to be independent. Toward that end,
when a teaching plan is initially developed,
prompt fading should be a component of the
plan. The prompt fading plan should include
clear specification of the criteria for chang-
ing the prompt level, the next prompt in the
tading plan, and criteria for returning to a
previous prompt level if performance dete-
riorates. Typically, the criteria for fading to
the next prompt are specified as number of
consecutive correct trials over a specified
time period.

Ultimarely, the prompting plan and prompt
tading plan have to be individualized with a
specific student and skill in mind. There is
no universal sequence of prompts that can
always be followed. There are several con-
siderations when selecting the prompting
method, the specific sequence of prompts,
and the fading plan. In terms of sclecting a
prompting procedure, the most-to-least sc-
quence is most commonly used to teach self-
care skills. The specific sequence of prompts
depends on the skill being taught and char-
acteristics of the student. If a student is un-
comfortable being touched, it may be unwisc
to include physical prompts. Similarly, if the
student has limited vision or hearing, visual
and auditory prompts will be ineffective. The
characteristics of the student may limit the
tvpes of prompts that can be used, but they
are not limits to eftective instruction. For a
more comprehensive discussion of prompt-
ing, pleasc sec Snell and Brown (2000, Ch.
4). In Figurc 22.2 there is an instruction
data sheet that allows the instructor to de-
tine the current instructional prompe, as well
as the correction prompt. This form allows
tor quick analysis of the effectiveness of the
tcaching plan.

Task Analysis

Many of the functional skills that we want
to teach involve a complex sequence of steps.
A task analysis is not a teaching method but
rather a method for organizing how to sec-
quence the instructional process. In the pre-
ceding section, we used applving toothpaste
to a toothbrush to demonstrate how to usc a
most-to-least prompting sequence. Applying
toothpaste is a component skill of the larger
skill of toothbrushing and is of little valuc
if the student cannot perform the remaining
steps in the sequence.

There are several methods for develop-
ing a task analysis, with various levels of
ctfort required of the instructor to generate
the list of component steps {Bailey & Wol-
ery, 1984; Horner & Keilitz, 1975; Moyer
& Dardig, 1978; Wilson, Reid, Phillips, &
Burgio, 1984). Perhaps the simplest method
is for the instructor to perform the task and
to note cach discrete form of behavior that
occurs [Mover & Dardig, 1978). It is wise to
perform the task several times to ensurc that
as many of the steps as possible are identi-
fied. It is likely that the some of the steps will
have to be broken down into more discrete
steps for the purposes of instruction. It is im-
portant to note the steps in as small units as
possible. Following is an example of a rask
analysis for toothbrushing:

1. Pick up toothbrush by the handle with
dominant hand.

. Turn on cold water with other hand.

Holding toothbrush, place bristles of

toothbrush under the warter.

Turn off watcr.

Put toothbrush down.

Pick up tube of toothpaste.

Take cap off toothpaste.

Pick up toothbrush.

Hold teothbrush in one hand and tooth-

paste in other.

10. Apply appropriate amount of toothpaste
onto the bristles of the brush.

11. Put toothbrush down.

12. Put cap back on toothpaste.

13. Pick up toothbrush.

14. Bring toothbrush to mouth and brush
front outside surface of tecth.

15. Brush back outside surface of teeth on
left side.

e e
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382 PREVENTION AND INTERVEMNTION S5TRATEGIES

Instructions

L
2.

In the zection labeled Tazk, write in sequence the steps of the fask analysis.

Mext to each step, under column labeled P, list the type of teaching prompt that iz currently being used,
such as partial physical prompt. This is the level of prompting at which reinforcement is provided if the
student responds correctly.

In the codumn labeled C, list the type of promnpt that is to be used if the student does not respond correctly
when the teaching prompt iz used. If the teaching prompt is & parfial physical prompt, then the correction
prompt may be a full physical prompt.

The numbers across the top correspond fo the number of teaching trials that have been conducted. They
are noted by the date above each number. There may be more than one teaching trial per day. Each time
a correct response oocurs, mark a (+) in the comect column and row. Each fime an incorrect response
ocours, mark (=),

Cepending on the instruction procedure being used, data can be calculated as percent comect per teaching
trial or percent correct for each step in the sequence. To calculate percent correct per teaching trial, count
the number of steps that were scored comrect and divide by the number of steps. To score percent correct
for each step, count the number scored comrect across the teaching trials for each step and divide by the
number of trials that were conducted. On the data sheet it is possible to score 10 trials.

Data Sheet

Date

Initial

TASK P (M 1 2 3 4 5 6 7 8 9 10

FIGURE 22.2, Teaching IYata sheer.
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16. Brush back outside surface of teeth on
right side.

17. Position teothbrush to brush inside sur-
face of the teeth.

18. Brush front inside surface.

19. Brush back inside surface on left side.

200 Brush back inside surface on right side.

21. Put toothbrush down.

22, Turn on cold water.

23, Fill cup with water.

24, Turn off water.

25, Bring cup to mouth.

26. Take water into the mouth and rinse.

27. Spit water into the sink.

28. Pick up towel.

2%, Wipc mouth.

30. Replace towel.

31. Place toothbrush and toothpaste in
proper location.

As can be seen in this example, there are
many discrete steps. In some instances the
scquence is important, and in other instanc-
es the sequence is not. For example, placing
the cap back on the toothpaste could be one
of the last steps in the sequence, and flling
the rinse cup could occur right after wetting
the toothbrush. It is also likely that some
of the steps will have to be reduced to even
more discrete steps for the purposcs of teach-
ing. Teaching a student to rinse may require
teaching the student to gargle and swish the
watcr around in the mouth rather than swal-
lowing it.

As a means of increasing the mainte-
nance and generalization of the toothbrush-
ing, picture prompts can be used in which
the student is taught to follow the picture
sequence when brushing his or her teeth.
The picture sequence functions as the task
analysis and can be used concurrently with
other types of prompts to increase the prob-
ability of the student’s completing cach step.
Time delay can also be incorporated into the
teaching sequence with the picture prompis.
Once a picture is presented, the instructor
waits for a specified length of time before
providing another prompt. The goal is for
the student to become independent of adult
prompts, with the picture prompts function-
ing as a common salicnt stimu]ius o facili-
tate toothbrushing in any setting in which it
is required. The picture prompts can remain
in place indehnitely and be used in the same

way that many of us use appointment books
to manage our behavior,

Estabiishing Behawioral Chaing

Cine method for teaching the skills identi-
ficd in a task analysis is to consider them
as a chain of behaviors, with each step in
the sequence occasioning the next step. In
the preceding task analysis of toothbrush-
ing, there is a defined sequence of compo-
nent skills that compose the composite skill
of toothbrushing. Bchavioral chains can be
taught as forward chains in which the se-
quence of skills is taught from the first to the
last component. The alternative is to teach
in a backward chain, in which the last com-
ponent skill in the sequence is taught first
and then the next to last and so on until the
entire sequence is taught. Both forward and
backward chaining have been used to teach
a variery of functional life skills. There is no
compelling evidence to favor onc method
over the other (Bellamy, Horner, & Inman,
1979).

The primary advantage of backward
chaining is that the student performs the last
response in the chain first and immediarely
receives reinforcement for completing the
scquence. For instance, when teaching shoc
tying, the instructor would perform all of
the steps excepr pulling the laces tight. The
student is required to pull the laces tight
as the last response in the chain. Once the
laces are tightened, the student is praised for
tying her shoes and allowed to go outside to
play. Once the student has mastered pulling
the laces tight, then pulling a loop through
the lace and pulling the laces tight will be
taught. Because the student has alrcady mas-
tered tightening the laces, gerting to this step
will function as a reinforcer for pulling the
loop through the laces, and tightening the
laces is reinforced by praise and going out-
side to play.

The primary advantage of torward chain-
ing is that the task is taught in the sequence
in which it tvpically occurs, and it may be
that the student can perform some of the
steps without explicit training. In forward
chaining, it is possible to provide social rein-
forcement for cach step correctly performed
50 that the student receives high rates of re-
inforcement during cach instructional trial.
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384 PREVENTION AND INTERVEMNTION S5TRATEGIES

After completing a task analysis, a deci-
sion must be made about which chaining
method to use. One step at a time can be
systematically taught while the instructor
guides the student through the rest of the se-
quence. This method can be used with cither
backward or forward chaining procedures.
A total task approach is utilized only with
the forward ch1ining method. In this ap-
proach, systemaric teaching is used for each
step of the sequence, and all steps arc taught
during cach instructional session. Typically,
total task approaches arc used when the sc-
quence is relatively short. The advantage is
that each time teaching occurs, all steps are
taught, which may result in getting to inde-
pendence more quickly. However, more cf-
fort is required from the student when lon-
ger sequences of component steps are taught.
This may result in increased resistance from
the student toward instruction. Teaching one
component at a time may reduce the overall
ctfort required of the student during an in-
structional session.

When using chaining to teach a skill, it is
likely that prompting will be incorporatcd
into the instructional plan. Prompting facili-
tates the student’s mastering of cach step of
the sequence and ultimately his or her being
able to perform the entire skill independent-
ly. It is likely that various prompt levels will
be necessary for different steps within the
total task presentation sequence. One of the
disadvantages of the total task presentarion
is that the instructor must keep in mind the
appropriate prompt level and sequence for
cach component step in the chain. Teaching
only one component step at a time may be
casier tor the instructor to implement, be-
causc it 1s nccessary to remember only one
prompt during an instructional session.

Instructional Methods

In this section we describe specific methods
for instruction that have been used to teach
a wide varicty of skills across all of the do-
mains of functional life skills.

Discrefe Trial Teaching

Discrete trial teaching (DTT) is an effective,
rescarch-based technique for teaching stu-

dents new skills (see Remington et al., 2007,
as a recent example of the positive outcomes
produced by DTT). Although it has received
a significant amount of attention recently as
an intervention strategy for students with
autism, it has also been shown to be effective
with students with other types of disabilitics
{e.g., cerebral palsy, communication delays,
cognitive delays; Downs, Downs, Johansen,
& Fossum, 2007). The basic logic of DTT
involves presenting students with repeated
opportunitics to practice specific skills and
to receive feedback and reinforcement from
an instructor based on their performances.
These opportunities to practice skills and re-
ceive feedback and reinforcement are called
“discrete trials.” The basic structure of cach
discrete trial is as follows: (1) the teacher ob-
tains the student’s artention, (2) the teacher
presents an instruction, (3) the teacher waits
tor the student ro respond to the direction
and provides additional assistance in the
form of prompts if nccessary, and (4) the
tcacher provides a consequence based on
how the student responds (reinforcement for
correct responscs, corrective feedback for in-
COFrect Fesponscs).

It is important to gain the student’s atten-
tion before delivering an instruction, both to
increase the probability that the student will
respond correctly and to allow the instruc-
tor to differentiate between errors made be-
cause the student was not paying attention
or becanse he or she does not know how to
perform the correct response. Eye contact,
either with the instructor or with the instruc-
tional materials, has commonly been used as
a means of determining whether a student is
attending and is ready to receive an instruc-
tion. Whercas some students may readily
give cye contact, others may need prompting
to do so. Various strategies, including say-
ing the student’s name, giving a light touch
to the check, or giving an attending instruc-
tion such as “look,” have been used to gain
eve contact (sec Higbee, 2009, for a detailed
discussion of methods of teaching attending
skills),

Once the student is payving attention, the
next step in DTT is to provide the student
with an instruction and an opportunity to
respond. When teaching new skills o stu-
dents, instructions need to be simplified to
promote correct responding {e.g., “brush
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tecth™ instead of *Can vou please come over
here and brush your tecth?”). Once the stu-
dent is consistently responding correctly to
the instruction, it can be made more com-
plex and naturalistic. It is important to avoid
repeating instructions in DTT. Each instruoc-
tion is presented only once, and a conse-
quence must be provided before the student
15 given another opportunity to respond.
This teaches students that it is important to
pay attention to the first instruction rather
than waiting for it to be repeated. As a gen-
cral rule, students should be allowed up to 5
scconds to respond to the instruction.

The student can give one of three respons-
€s to an instruction: correct, incorrect, or
no response (which is also incorrect). Fol-
lowing a correct response, the instructor
should provide praise, as well as additional
reinforcement based on the needs of the stu-
dent. Incorrect or nonrcsponscs can be given
a variety of ditferent consequences depend-
ing on the individual student. One approach
is to provide bricf verbal feedback using a
neutral phrase such as “trv again.” Another
approach is to avoid saving anything, break
cyc contact for a few scconds, and then re-
present the next instructional trial. Error
correction procedures in which the student
is prompted to make the correct response
can also be added to cither approach. Recent
rescarch by Worsdell and colleagues {20035
suggests that error correction procedures in
which the student is prompted to repeat the
correct response scveral times in succession
may be more effective than repeating the
COrrect Fesponse once.

Although DTT has often been used in
relatively sterile, highly structured instruc-
tional environments in which distractions
arc minimized for the student, such an en-
vironment is not a requirement of this ap-
proach. DTT can be used to teach a variety
of skills in educational, vocational, leisure,
and home cnvironments, Stratcgics to pro-
mote generalization of skills learned through
structurcd DTT teaching include: practicing
the skill in multiple locations, including the
contextually appropriate location for using
the skill (e.g., after learning to identify coins
in a DTT preparation, practice sclecting
the appropriate coins for use in a vending
machine); practicing the skill with multiple
instructors; and using multiple examples

during teaching (e.g., when teaching an in-
dividual to recognize restroom signs, usc
scveral different restroom signs as examples,
including text signs and symbol signs).

One important strategy for promoting
maintenance of skills learned during DTT
is called imterspersal. Interspersal involves
mixing trials of skills that have been mas-
tered with trials of new skills. It has the dual
purposc of keeping the student in contact
with reinforcement by providing him or her
with opportunities to respond to skills he or
she has mastered while simultancously pro-
viding additional practice on the mastered
skill to promote maintenance. Research on
interspersal has shown that once a skill has
been mastered, fewer trials are required to

maintain it at acceptable levels of perfor-
mance {Neef, lwata, & Page, 1977, 1980).

Incidental Teaching

Incidental teaching is often characterized as
child-led instruction {(Hart & Risley, 1975;
Koegel, Koegel, & Surratt, 1992) and has
also been described as naturalistic teaching
(Laski, Charlop, & Schreibman, 1988). In-
struction is embedded into narurally occur-
ring routines and interactions with adults,

such as mealtimes and play periods. The
instruction is considered to be child-led be-
cause the instruction occurs during an ac-
tivity in which the child is showing interest
and is already participating. Because of the
child’s interest in the activity, it is possible
that the child's motivation is very high, so
some of the problems of reinforcer identi-
fication are minimized. For example, if a
child picks up a car during play, many goals
can be taught using the car as the stimulus
for teaching. The adule can bricfly block play
until the child names the color of the car,
identifies whether it is large or small relative
to another toy, or identifics the shape of the
wheels. Similarly, if the goal is to learn to
tic shoes, then cach time the student goes
outside, he must change into outside shoces
and practice tving the laces. The reinforcer
is going outside. The chaining and prompt-
ing methods described earlier can be incor-
porated into the teaching to ensure etficient
learning,.

The term incidental teaching can be a bit
misleading in that it can be interpreted as

. Practical Handbook of School Psychology : Effective Practices for the 21st Century.

New York, NY, USA: Guilford Press, 2009. p 399

http://site.ebrary.com/lib/usulibraries/Doc?id=10333671&ppg=399

Copyright © 2009. Guilford Press. All rights Reserved.

May not be reproduced in any form without permission from the publisher, except fair uses permitted under U.S. or applicable copyright law.



386 PREVENTION AND INTERVEMNTION 5TRATEGIES

a laissez-faire approach in which adults just
wait around for the child to show an interest
in an activity or routine. Effective incidental
teaching encourages a high level of engage-
ment by setting up the environment with in-
teresting materials for the student. Different
activitics and routines can be arranged to
teach specific skills. The activities and ma-
terials that are available to the student arc
sclected with the instructional goals in mind
and are routinely changed ro facilitate gener-
alization of the skill across different stimuli.
For example, if the goal is to teach a child
to ask for help, the environment can be set
up in several ways to increase the motivation
to ask for help. Preferred materials can be
placed out of reach; tasks that require the as-
sistance of a second person, such as movin
something heavy, can be assigned; prtfcrr:%
items can be placed inside a jar with the lid
on so tightly that the student cannor open it
without assistance; and doors and cabinets
can be locked so that it will be necessary for
the student to ask for help to gain access. All
of these efforts can be seen as increasing the
motivation for the student to gain access to
preferred activities for which only effective
means is to ask for help.

One of the demands on the instructor
using incidental teaching is to identify rel-
cvant “teachable moments.” The task of
the instructor is twofold. First, the instruc-
tor must provide the appropriate level of
prompting and coaching to ensure student
success at the task. This requires the instruc-
tor to be aware of where the student is in
the instructional process on all of the skills
that are being taught and to be able to pro-
vide the current teaching prompt and error
correction if necessary, The second task for
the instructor is to bricfly obstruct access
to preferred activities and routines until the
correct performance has been demonstrated.
It the obstruction lasts too long or the re-
sponsc requirement is oo great, the student
is likely to engage in problem behavior asso-
ciated with the loss of reinforcement.

Although incidental teaching may mini-
mize motivational issucs, onc of the chal-
lenges that instructors face with incidental
teaching is ensuring that a sufhcient num-
ber of learning trials occurs so thar a skill
can be learned as quickly as possible. One
approach is to use analogue instructional
mecthods such as discrete trial training to

facilitate initial acquisition of the skill and
then use incidental teaching methods to fa-
cilitate maintenance and generalization.

Incidental teaching cffectively promotes
seneralization because many of the stimuli
used during instruction are encountered
across scrtings and contexts (Hart & Risley,
1980:; McGee, Krantz, & McClannahan,
1985). The nature of incidental tcaching
minimizes the need for planning for gener-
alization. Regardless of the teaching method
selected for initial acquisition, at some point
the teaching must move to the natural en-
vironment, and the methods of incidental
teaching will become relevant.

Video Modeling

Video modeling is an instructional technique
that is being used more commonly with indi-
viduals with autism and other developmen-
tal disabilities. In video modeling interven-
tions, footage is created that depicts one or
more individuals engaging effectively in a se-
quence of behaviors (the video model). The
learncr views the videotape or DVD and is
given the opportunity to imitate the behav-
ioral sequence. Video modeling procedures
have been used to successfully teach learn-
crs with autism and related disabilitics a va-
ricty of skills, including perspective taking
{e.g., Charlop-Christy & Daneshvar, 2003),
language (c.g., Charlop & Milstein, 1989),
daily living skills ﬂ-r.gi., Charlop-Christy, Le,
& Freeman, 20000, play (e.g., D'Ateno, Man-
giapanello, & Taylor, 2003}, and academic
skills (Kinney, Vedora, & Stromer, 2003).
Rescarchers have shown that participants
rapidly acquire the target skills and demon-
strate skill maintenance over long periods of
time (c.g., Charlop & Milstein, 1989),

Technological advances have made video
modeling more accessible by decreasing the
cost and level of expertise necessary for cre-
ating video models {c.g., Charlop-Christy
et al., 2000). All that is now required is a
digital video camera and a computer with
a DVD burner and basic video editing soft-
ware {often included in software packages
shipped with new computers). Of course,
suthcient time, paticnce, and motivation to
learn how to use the camera and video edit-
ing software are also required.

In addition to cost- and time-cffectivencss,
there may be several potential advantages to
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using video models to teach students with
disabilitics. Onc potential advantage is the
systematic repetition and consistency of in-
struction that can be provided by having the
learner view the same video model numer-
ous times {Charlop & Milstein, 1989; Tay-
lor, Levin, & Jasper, 1999) in contrast to
using i vivo modeling, which can include
small behavioral variations in the perfor-
mance of the live models cach time the target
behavior is modeled for the learncr. Video
models can conveniently employ strategies
that help promote gencralization, such as
programming multiple exemplars, incorpo-
rating common stimuli, and training using
natural contingencics and environments by
arranging these instructional features in the
creation of the video model (e.g., Charlop
& Milstein, 1989). Finally, videotaping may
also facilitate the use of a varicry of models
that might not be available for repeated live
modeling trials, such as typical peers {Niko-
poulos & Keenan, 2003), siblings {Taylor ct
al., 1999), and the learner him- or herself
{(Wert & MNeiswaorth, 2003).

Evaluating Progress

Inherent in effective instruction is the system-
atic evaluation of student progress. Ongoing
measurcment helps practitioners optimize
their ctfectiveness and ensures that teaching
programs arc not terminated prematurely
because subtle improvements in student
performance are not readily apparent nor
continucd indefinitely when the student is
clearly not making sufficient progress.

As the range of skills falling under the
heading of “functional life skills™ is quite
broad, no one data collection system would
be universally appropriate. Critical features
of high-quality data collection systems allow
the practitioner to track the accuracy of stu-
dent performance and his or her level of inde-
pendence {e.g., prompt levels). As important
as it is to collect data on student behavior,
it 15 uscful only to the extent that it is ana-
lyzed and used to inform practice. Accurate
data collection is a means to an end and not
an end unto itsclf. Graphical dara displays,
particularly line graphs, can help practitio-
ners to make sense of their data and make
appropriatc data-based decisions. Whether
araphs arc created using computer software

or handwritten is relatively unimportant, so
long as the data are accurately represented in
a way that allows the practitioner to evalu-
ate the level (in general, how high or low the
data are), trend (the general slope up or down
in the data), and variability (the “bounce® or
range of scores) in the data. See Daly et al.,
Chapter 29, this volume, for a more detailed
discussion of evaluating outcomes, including
summarizing data.

Conclusion

In this chapter we have tried to highlight the
fact that cffective instruction for students
with disabilitics requires consistent and
systematic instruction that takes advantage
of onc or more of the methods described.
The constant across all methods is that re-
inforcement has to be consistently provided
for approximations to correct responses if
learning is to progress. There are many vari-
ants to the methods thar we have described
in this chapter. They reflect that, ultimately,

instructional methods have to be adapred to
the individual student and the circumstances
in which the student is being instructed. Ef-
fective instruction involves continuous cval-
uation and revision until the student is mak-
ing mcasurable progress toward the greatest
level of independence possible. If there is no
progress, then there has been no teaching,.
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